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Abstract 

Globally, immigrant young people face challenges associated with their school-to-work 

transition including overcoming language and cultural barriers, social exclusion, 

disengagement from school, discrimination in the local job market, and being separated from 

their extended family and familiar culture. The role of parents and career advisors in the 

school-to-work transition has been extensively highlighted in the literature. This study 

explores the school-to-work transition of immigrant students in Aotearoa New Zealand 

through the lens of parents and careers advisors and focuses on three main research questions: 

1) What factors inside and outside of school influence parents’ ability to support immigrant 

students in the school-to-work transition?;  2) What factors inside and outside of school 

influence career advisors ability to support these students in the school-to-work transition?; 3) 

What supports would assist immigrant youths school-to-work transition? 

In this phenomenological study, semi-structured and focus group interviews were used to 

generate data with a purposive sample of sixteen immigrant parents and six career advisors 

from schools with high populations of cultural diversity in Aotearoa New Zealand.  

The study’s findings support previous research which asserts that the best environment for 

students to explore career options is at home with parents who express an interest in their 

future career. However, the study found that parents and career advisors have very different 

understandings of ‘parental involvement’; while parents focused on aspects within the home, 

careers advisors expected them to participate in career-related events at school.  

Work experience plays an important role in the transition from school to work, especially for 

those who are immigrants. This study found, however, that it is very rare for immigrant 

students to engage in work experience while studying at secondary school. This is because 

immigrant parents underestimate the value and importance of work experience and actively 

discouraging their children from engaging in part-time work/placements/voluntary jobs. In 
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addition, immigrant students may find it difficult to obtain work experience because of their 

poor English proficiency and disinterest on the part of employers. 

Immigrant families’ cultural differences and lack of knowledge about the New Zealand 

education system often affect their children’s school-to-work transition. This study draws 

attention to the importance of various individuals who can help facilitate this process. 

Contributors include individuals like school leaders, and community mentors who can guide 

immigrant students and the parents, and provide cultural support for the career advisors. The 

study provides comprehensive strategies to address the needs of immigrant students and their 

families to ensure successful school-to-work transitions.  
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Chapter One: Introduction 
 

Introduction 

When someone asks me “What do you do for a job?” my reply usually confuses 

people. That is because over the years I have held a number of positions and have acquired 

various qualifications. I have an electrical engineering degree, a Master's degree in Physics 

and Commerce, and am now completing research in education. I have experience in a wide 

range of fields: I have worked as a telecommunication and automation engineer, a biomedical 

engineer researcher, a sales engineer, a teacher, an interpreter, a social worker, a tutor, and a 

mentor. I have also spent time as a stay-at-home mum. Like many people, my transition from 

education to employment was not straightforward, nor was it linear. I have worked in many 

different fields, sometimes because my parents encouraged me to do so, other times to make 

money. On occasion, I have accepted a job because I love working in that field. At times, the 

job I worked at was due to various factors in my life: my immigration status or simply as the 

result of meeting different people who introduced me to a particular job. The transition from 

school to work is a fascinating one and is affected by many different things. This doctoral 

study investigates the role of specific individuals (career advisors and parents) in a young 

immigrant’s transition from secondary school to work. 

Prior literature on immigrant populations reveals that among all of the various factors, 

career advisors (Akosah-Twumasi et. al, 2018; Aspden et al., 2015; Byrne et. al, 2012; 

Garrison et al., 2017; Xiao et. al, 2018) and parents (Akosah-Twumasi et. al, 2018; Aliya & 

Gulnur, 2022; Chavira et. al, 2016; Mishra & Müller, 2022; Taylor & Krahn, 2013; Xiao et. 

al, 2018) have the greatest impact upon the school-to-work transition. However, most of this 

research has explored the transition from the students’, teachers,’ and school principals’ 

perspectives. The perspectives of parents and career advisors have received less attention. 
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This study explores immigrant youths’ school-to-work transition in Aotearoa New Zealand1 

from the perspective of parents and school career advisors. It sheds light on the lived 

experience of 16 immigrant parents and six career advisors and how they see their role in this 

process. It identifies, from their perspectives, what support is available to immigrant youth 

and highlights some of the challenges they face in the school-to-work transition.  

Background of the Research 

The flow of immigrants around the world has increased over recent decades, 

especially in developed countries (United Nations [UN], 2015). Despite COVID-19 having a 

significant impact on the mobilisation of immigrants around the world, in 2020 – the time at 

which this research was undertaken – people continued to move from one country to another. 

Countries like the US, Germany, the UK, Australia, Ireland, and Aotearoa New Zealand have 

the highest net immigration rates in the world (World Population Review, 2022). Over a 

quarter of New Zealand’s five-million citizens were born overseas. As of the 31 May 2021, 

there were a total of 275,800 recent immigrants living in New Zealand; approximately half of 

these ‘recent’ immigrants were working-aged individuals (aged over 15) (The Ministry for 

Ethnic Communities [MEC], 2021). 

There are multiple push-pull factors associated with immigration. Most people who 

leave their country of birth do so in search of a better life, to take up work or education 

opportunities, either for themselves or for their children (Castelli, 2018; Chiswick, 2011). 

However, individuals sometimes leave their home countries to escape conflicts like war and 

persecution. As Castelli (2018) stated:  

Migration is always the result of a complex combination of macro-, meso- 

and micro-factors, the former acting at the society level and the latter acting 

 
1 The phrase "Aotearoa New Zealand" is used intentionally to acknowledge the dual heritage and cultural 
significance of the country. "Aotearoa" is the Māori name for New Zealand and holds deep cultural and 
historical meaning for the Māori people, who are the tangata whenua (people of the land) of the country. 
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at the family or even individual level. The prevalence of a factor over the 

other factor is unpredictable. (p. 6). 

Regardless of what motivates migration, immigrant populations who move to a new country, 

especially young people, may face challenges associated with the resettlement process, 

including overcoming language and cultural barriers, social exclusion, disengagement from 

school, discrimination in the local job market, and being separated from their extended family 

and familiar culture (Faulstich, 2015; Sampson, 2016; Suárez-Orozco, 2018).  

In addition to the usual stresses associated with social and emotional development, 

adolescent immigrants may experience additional stress as a result of the process of 

migration. Being able to develop a sense of self can be challenging due to the pressure of 

engaging in behaviours and values that differ from their own cultural background but which 

are common in the host country. Young immigrants must often adhere to traditional values 

and beliefs at home and yet are expected to fit in with their peers or locals who act according 

to the dominant culture of the host country (Jacolyn, 2021; Nolan, 2010).  

Rationale for the Study 

The challenges that immigrant youth face can influence different aspects of their 

lives, including education and employment outcomes. According to the OECD/EU (2018), in 

OECD countries, 24 percent of young people aged between 15-34 who migrated after the age 

of 15 have low-level or basic academic skills in literacy and numeracy. In host countries, 

unemployment rates are higher among immigrant youths when compared to those of New 

Zealand-born youth (OECD & Union, 2015). In Aotearoa New Zealand, foreign-born youth 

are less likely to be employed than New Zealand-born youth (OECD/EU, 2018). This is 

especially true in the case of ‘recent’ immigrants; those who have lived in the host country 

for five years or less. For these youths, the employment rate is 10 percent lower than their 

New Zealand-born counterparts (OECD/EU, 2018).  
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Around the world, many individuals lost their jobs due to the effects of the COVID-

19 crisis. In Aotearoa New Zealand, 11,000 employees become jobless in 2020. The 

unemployment rate rose from 4 percent in January 2020 to 5.3 in September 2020 

(CareersNZ, 2020). Due to a variety of factors, like low levels of language proficiency and 

their lack of understanding about the culture and/or job market of the country they are living 

in, young immigrants are even more vulnerable to the effects of economic recessions 

(Ministry of Business [MoB], 2017). Hence, it is crucial to know how to prepare immigrant 

youth for the New Zealand labour market (Ministry of Education [MoE], 2009). 

In terms of the school-to-work transition, the term ‘at risk’ has become widely used in 

both the academic literature, and policy guidelines. New Zealand Career Education and 

Guidance (MoE, 2009) defines ‘at-risk’ students as those who are not prepared for the 

school-to-work transition and/or those who do not have proper career competence and plans 

(MoE, 2009). However, research has argued that there is a mismatch between the interests of 

‘at-risk’ young people and schools’ strategies to adequately support them in a meaningful 

school-to work transition (Rimmer, 2012). This study explores this mismatch, focusing on 

immigrant student populations, from their parents’ point of view. 

The role of career advisors in the school-to-work transition has been extensively 

explored in the literature (Akosah-Twumasi et. al, 2018; Aspden et al., 2015; Smidth, 2019). 

According to CareersNZ2 (2018), career advisors facilitate students’ transitions to work by 

providing information about different opportunities in the market, various careers, supporting 

students to prepare CVs, and demonstrating how to search for a relevant job or internship. 

They also track students’ progress and encourage young people to develop their career 

interests (Yates & Bruce, 2017; Xiao et. al, 2018). However, their role is not only limited to 

 
2 A key mission of careers.govt.nz is to equip New Zealanders with the skills, knowledge and opportunities for 

lifelong success. It is owned and maintained by the Tertiary Education Commission (TEC). 
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advising youth: they also “give them the opportunity to develop and hone their capabilities 

for their transition from school to their adult life” (Yates & Bruce, 2017, p. 64). 

The role played by career advisors is critical in identifying students who are 

categorised as ‘at-risk’. As the National Administration Guidelines (NAGs) note, their aim is 

to  Assist students in year 7 and above in obtaining appropriate career education and 

guidance. In particular, provide specific career guidance to students identified as being at-risk 

of leaving school unprepared for transitioning to the workplace or pursuing further 

education/training by the school. According to Dalziel (2010), it is now well-established that 

a career advisor’s main responsibility is to focus on ‘at-risk’ students. However, most of the 

current ‘at-risk’ research in Aotearoa New Zealand focuses on Māori and Pacific populations. 

Very little attention has been paid to the influence of career advisors on recent immigrant 

youth and their school-to-work transitions. 

Parents, family, and whānau all play a significant role in this transition (CareersNZ, 

2018; Education Review Office [ERO], 2015, 2016). As Careers Education Guidelines 

explain: “good relationships with parents/whanau and the community are linked to high-

quality careers education programs and successful schools in implementing career education 

in-depth discussions with parents” (ERO, 2015, p. 25). However, only a few studies have 

attempted to investigate the immigrant population and the role of immigrant parents on their 

children’s career pathways. Accordingly, this study aims to unravel the influence of parents 

on young peoples’ career decision-making. Understanding how parents can influence the 

school-to-work transition would enable schools and policymakers to help immigrant families 

facilitate this transition (Furbish & Reid, 2013; Xiao et. Al, 2018).   

Existing research on immigrant students’ school-to-work experiences focuses on the 

cultural and socioeconomic background of these students, language barriers, settlement and 

engagement challenges, and school support. This study’s findings will contribute to a more 
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thorough understanding of the school-to-work transition for immigrant youth from the 

perspectives of both immigrant parents and career advisors. This may also help policymakers 

and school communities to develop actions to (re)connect immigrant communities and 

schools to support and enhance effective school-to-work transitions. While the current study 

focuses on Aotearoa New Zealand, its significance extends beyond the country’s borders; as 

one of many ‘host’ countries, it is likely that the findings will be relevant to other countries 

like the US, the UK and Australia.  

This study explores the perceptions and experiences of immigrant parents and career advisors 

in supporting immigrant students in their school-to-work transition. This qualitative study is 

guided by three main research questions: 

 1) What factors inside and outside of school influence parents’ ability to support immigrant 

students in the school-to-work transition?  

2) What factors inside and outside of school influence career advisors’ ability to support these 

students in the school-to-work transition? 

3) What support would assist immigrant youths school-to-work transition? 

The first and second questions explore the factors that may facilitate or hinder parents’ and 

careers advisors’ support. As indicated, these two groups are the main contributors in the 

school-to-work transition. The third question examines how parents and careers advisors 

perceive the school-to-work transition and identifies the kind of support that is needed to 

facilitate this journey for immigrant students. These questions respond to the existing lack of 

literature on immigrant students’ school-to-work transition. 

Personal Motivation  

My desire to conduct this study arose from my background as an immigrant and 

parent who has immigrated to two different countries; Singapore and Aotearoa New Zealand. 

The challenges immigrant parents face in setting and integrating into a new country inspired 
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me to conduct this doctoral research. I am originally from Iran, a country located in the 

Middle East. I have tertiary degrees in engineering and science and have worked as an 

electrical engineer for six years in my home country. Prior to leaving Iran, I worked, for two 

years, as an education coordinator in a non-governmental organisation (NGO) where I was in 

charge of enrolling Afghani immigrant and refugee students in schools. I also coordinated 

tutoring to support students at a primary level in different subjects such as maths, literacy, 

and science. Working with an at-risk population (immigrants and refugees) gave me the 

opportunity to gain an in-depth understanding of how parents and their children struggle to 

settle into a new country and a new education system. I realised that this group faces a range 

of difficulties, such as discrimination, social exclusion, and unemployment. This experience 

awoke concerns about immigration and piqued my interest in how a host country could 

support immigrants, youth in particular. As a result of these experiences, I had a strong desire 

to draw my country policymakers' attention to the struggles immigrants face.  

My husband and I left Iran in 2010 and worked as researchers at a university in 

Singapore, with a view to completing doctoral research. However, once in Singapore I 

continued working as an engineer. During my time as an immigrant, I faced multiple 

challenges associated with adjusting to a new country and culture, including learning a new 

language, dealing with a different professional environment, and interacting with diverse 

cultures. Although I had a fair level of English, in a multilingual country such as Singapore, 

employers prefer to hire people who speak Mandarin. As a result of language difficulties and 

problems adjusting, I lost many job opportunities. Communicating with my manager, 

colleagues, and contractors in English was another challenge; it took me a long time to 

become familiar with professional expressions, local jargon, and the new accent. 

Moving to New Zealand in 2016, I experienced a different type of multicultural 

environment. As an immigrant mother of a five-year-old child about to start school, I found 
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many differences between our culture and the dominant western culture prevalent in New 

Zealand. Different cultural values, particularly those associated with raising children, 

prompted concerns about my son’s future career. For example, in Iranian culture parents 

encourage their children into higher education and high-status jobs. In contrast, in New 

Zealand, based on my perception of educational documents, educators encourage students to 

pursue their passions and to choose a career based on their capabilities and interests (ERO, 

2015). As a member of the Iranian community and a Farsi language teacher in contact with 

many migrant families, I recognised the same concerns among parents of immigrant youth. 

This concern provided me with the motivation to complete doctoral research on immigrant 

students' career prospects in New Zealand. 

Process of Inquiry  

This study used a qualitative approach (Crotty, 1998) to develop a rich understanding 

of parents’ and career advisors’ perspectives of immigrant youths’ school-to-work transitions. 

The study used semi-structured one-on-one interviews and a focus group to collect data with 

a purposive sample of 16 parents. All had secondary school students completing levels two or 

three in the New Zealand National Certificates of Educational Achievement (NCEA) 

programme. These parents and students have been in New Zealand for five years or less and 

are categorised by the Ministry of Business, Innovation and Employment (MBIE, 2022) as 

‘recent’ immigrants (Ministry of Ethnic Community, 2021). Additionally, the study included 

six career advisors selected from schools with high cultural diversity, both in the student and 

teacher populations. The schools were located in south island, New Zealand. Participants 

were interviewed once or twice. Each interview lasted no more than an hour. Interviews with 

parents were mainly conducted in English, but upon parents’ request, a few of the interviews 

were conducted in Farsi. Moreover, to explore how meanings and knowledge are constructed 

among immigrant parents, and to “facilitate the expression of ideas and experiences that 
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might be left underdeveloped in an interview with a single participant” (Ravitch & Carl, 

2015, p. 168), the author also conducted one focus group with some of the parents. 

Organisation of the Chapters  

 This thesis is divided into eight chapters. This chapter has provided an overview of 

the research study and an introduction to this thesis. It has described the background, 

purpose, and study’s rationale. It has identified a gap in the pre-existing literature regarding 

the school-to-work transitions of immigrant students in Aotearoa New Zealand. Furthermore, 

this chapter has explained my personal motivation for conducting this study; it was born out 

of my experiences as an immigrant parent. It has also provided a brief overview of the 

study’s methodological approach and research design. In addition, the first chapter has 

outlined the study’s aims and research questions. 

The second chapter introduces the global and national context in which this research 

was conducted and explains how the school-to-work phenomenon has been conceptualised 

within this setting. The chapter also reports on the emergence of the “at-risk youth” 

discourse, and explains why understanding this concept can help us better understand the 

needs of youth in our globalised world. The chapter also discusses the effects of global 

economic recessions on the labour market and the school-to-work transition.  

The third chapter presents a review of the relevant literature. It reviews the policies 

and research literature on careers advice – by professionals and others - both internationally 

and in Aotearoa New Zealand. The chapter begins by outlining recent studies on various 

aspects of careers education and what needs to be provided to equip young people to deal 

with challenges associated with an ever-changing labour market in this globalised world. It 

investigates how various individuals (career advisors, school leaders, teachers, parents, peers, 

and employers) influence this transition.  
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Chapter four describes the study’s design and methodological choices. It presents key 

elements of the research process: it explains the study’s theoretical foundations and how the 

qualitative nature of the inquiry calls for an interpretive approach. In addition, it describes the 

research site, the participants, and the methods and tools used to generate data. The last 

sections of the chapter discuss how the data was analysed, the trustworthiness of the study’s 

methods, and ethical considerations. 

Chapters five and six present the research data, based on the interviews with parents 

and careers advisors. As the chapters are organised thematically, they provide a description of 

the participants’ understanding of the research questions. I also include personal reflections 

on each set of interviews. Each chapter concludes with a summary of the key themes. 

Chapter seven provides a discussion of recurring themes. This chapter discuss the key 

findings which include the importance of parental expectations on the way that parents 

support their children in choosing a career pathway, the influence of parents and peers on a 

student’s career choice, issues associated with communication and involvement, the need for 

a community of support, and the importance of work experience for a student’s future 

employability. 

Chapter eight addresses the purpose of education and summarises the study’s key 

findings. The chapter identifies the study’s contribution to knowledge, discusses the 

implications of the study’s findings, and makes recommendations for further studies. This 

chapter ends with the personal reflection of lessons I learned and new insights that I gained 

over the course of this research study. 
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Chapter Two: Youth Transition in the Context 
 

Introduction 

This chapter outlines the local, national and global context in which this research was 

conducted. The chapter begins by explaining the impact of globalisation on labour markets 

and youth employment, both globally and in Aotearoa New Zealand. It then investigates the 

advent of the term “at-risk” in relation to youth: it examines how and why young people are 

considered to be “at-risk” and asks, what are they at risk of? The chapter also provides a 

summary of perspectives about school-to-work transitions; in particular, it discusses how 

scholars define a successful school-to-work transition.  This is followed by an examination of 

the way that economic downturns, such as the Great Recession3 in 2009 and the COVID-19 

pandemic in 2020, have a particular impact youth employment patterns. Finally, the chapter 

focuses in to explore the literature on school-to-work transitions for young people from 

immigrant backgrounds in relation to this context.  

Globalisation and the Globalised Labour Market  

 According to a definition provided by the International Monetary Fund (IMF, 2008), 

globalisation:  

is a historical process, the result of human innovation and technological 

progress. It refers to the increasing integration of economies around the 

world, particularly through the movement of goods, services, and capital 

across borders. The term sometimes also refers to the movement of people 

(labor) and knowledge (technology) across international borders. 

(“Globalization: A Brief Overview”, para. 8) 

 
3 The term “the Great Recession” refers to the economic downturn (from 2007 to 2009) which was linked to 
the U.S. housing bubble and resulted in a global financial crisis (GFC).  
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The advent of Information and Communications Technologies (ICT) have made 

international transactions quicker and more convenient. Due to this, factories were separated 

internationally and jobs were increasingly transferred overseas. As such, as a worldwide 

phenomenon, globalisation impacts individuals, communities, and societies (Giddens, 1999; 

Lee & Vivarelli, 2006). However, its impact is not uniform. For example, Baldwin (2016) 

argued that the impact of globalisation on developing countries differs from that experienced 

by developed nations. It is also dependent on the policies of the country as well as the 

implications of those policies.  

Even though globalisation has become a mainstream topic, there is much debate about 

its meaning. Authors have approached the phenomenon from a variety of different 

perspectives. For example, most authors argue that globalisation is more than an economic 

phenomenon: they contend that it is a multidimensional process that encompasses economic, 

social, cultural, political, and technological elements (Giddens, 1999; Tomlinson, 2007). 

Eurocentric globalisation, which is geographically oriented towards the West, dominates the 

literature on globalisation (Pieterse, 2019). As the thesis considers the school-to-work 

transition in a Western context, this thesis relies on this literature.  

Aotearoa New Zealand's economy has benefited significantly from globalisation. 

There are over 100 countries with which New Zealand trades, and the country is considered 

one of the most open economies among OECD countries. However, Kelsey (1999) argued 

that globalisation negatively impacts people from low socio-economic background in favour 

of businesses and wealthy individuals. She stated:  

Inequalities continued to grow, and the gap between Māori and non-

Māori on key indicators such as health, education and income had widened. 

For many New Zealanders, short-term pain had become permanent. Core 
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public services, especially health and education, were severely run down. 

(p.13) 

Studies have shown that the processes associated with globalisation have profoundly 

affected labour markets and labour mobility in a variety of ways (Fang et al., 2022; Sassen, 

2016). For example, one impact of globalisation on the labour market is the outsourcing or 

relocation of some jobs from local markets to international ones (Sampson, 2013; Standing, 

2009). Early proponents claimed that developing countries would benefit from this process, 

in particular, with higher rates of employment. Likewise, developed countries would gain 

advantages by transferring their manufacturing sectors to developing countries due to 

improved productivity and reduced labour costs (Peruffo et al., 2020; Sampson, 2013). For 

example, international companies like Microsoft and Dell have established offices in India to 

take advantage of the huge workforce and favourable exchange rates which enable them to 

pay workers a much lower wage than they would have to pay workers in developed countries 

(Economics, 2019). Also, in countries such as America, employers need to meet certain 

safety requirement and pay for healthcare. These employers may choose to take advantage of 

looser laws in countries like India. 

The COVID-19 pandemic has increased the flexibility of the labour market by 

allowing workers to work from home rather than in offices or factories and/or has given 

workers greater flexibility in terms of when/what time they complete their work (Donothu & 

Gustafsson, 2020; Fang et al., 2022). For some, this may have been beneficial, however the 

pandemic presented significant challenges for other groups of employees, including those in 

the health care sector. In light of the severity and number of COVID-19 infections, healthcare 

systems have been under enormous pressure, as high numbers of patients in need of acute 

treatment and hospitalisation (Gupta et al, 2021). Therefore, healthcare workers were 
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confronted with a variety of challenges, including increased work hours and decreased 

vacation time (Poon et al., 2022). 

The rapid growth in technology in recent years has resulted in the need for new 

knowledge and skills, especially in ICT (Sharma et al., 2016). These industries require 

specialised skills. As such, the job opportunities for skilled and semi-skilled workers have 

increased. To balance the need for skilled labour, many developed countries accept skilled 

migrants from different countries (Standing, 2009). For instance, in countries such as Canada, 

Australia, and Aotearoa New Zealand, governments have introduced points-based strategies 

to fill skill gaps in constructions, health and social services, primary industries and ICT (INZ, 

n.d.; OECD, 2019). The technological changes have not only increased the rate of skilled 

labour migration, but also have contributed to the movement of low-skilled workers (Olteanu 

& Rădoi, 2010). Chiswick (2011) has argued that increased wages for high-skilled migrants 

in host countries encourage low-skilled workers to move to new destinations. Low-skilled 

workers typically migrate to developed countries such as the US or Australia the hopes of 

securing a better life and the promise of better educational and employment opportunities, 

either for themselves or their children (Hanson et al., 2017; UN, 2020).   

Scholars contend that labour mobility (or the movement of people across national 

borders) has negative and positive effects on the local labour market due to the associated rise 

in unemployment rates, especially in developed countries (Fromentin, 2013; Latif, 2015; 

Ottaviano et al., 2013; Standing, 2009). Abo Elsoud et al. (2020) found that, in Australia, 

there is a statistically significant negative relationship between unemployment rates and 

skilled worker mobility. However, some studies have demonstrated that this is not always the 

case (CrinÒ, 2010; Damette & Fromentin, 2013). For example, CrinÒ (2010) found that, in 

the US, service outsourcing had a slightly negative impact on employment for workers in 

low-skilled occupations, but a positive impact on employment for workers in high-skilled 
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occupations. In investigating the interaction between immigration and the host labour market 

of 14 OECD countries, Damette and Fromentin (2013) claimed that there is no evidence of 

the effect of immigration on the host country’s unemployment rate in the long run. This 

finding supports Latif’s (2015) study which argued that in immigrant receiving or host 

countries such as Canada, labour mobility does not have a significant impact on 

unemployment long-term; in fact, this study found that it can have a positive impact on 

unemployment long-term. 

As a consequence of globalisation, labour mobility leads to more involuntary part-

time labour, short-term contracts, zero-hours contracts, and (unpaid) internships. It also 

contributes to a lack of job security, low incomes, temporary jobs, and unemployment for 

different group of people (Hu et al., 2020). Standing (2009) concluded that any group of 

people who experience labour-related insecurity can be identified as a ‘precariat’. These 

individuals face challenges related to skill development and promotion, workplace safety, 

long non-regulated work hours, and/or ‘unsocial hours’. They lack opportunities to develop 

and reproduce work-related skills, to obtain a stable and adequate income, and to form 

collective organisations to represent themselves in the labour market (Schierup & Jørgensen, 

2017; Standing, 2009). In terms of employment, Standing (2009) concluded that youth, 

migrants, women, and the elderly are more likely to be in precarious situations. In the New 

Zealand context, Cochrane et al. (2017) has defined the precariat as a social class whose 

members have insecure or temporary employment. They are often joblessness and 

beneficiaries. Members of this group of people typically have fewer civil, cultural, social, 

economic, and political rights. Cochrane et al. (2017) has argued that members of the 

precariat are predominantly young people (aged 15-24 years) on low incomes. They typically 

have no qualifications or very low qualifications (see Appendix A).  
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The next section examines youth and the term “at-risk”, and how they are related to 

each other in the context of globalisation.  

 

Youth at-risk 

The term “at-risk” is used widely in the field of youth studies. To understand this 

term, it is necessary to answer the questions: why are young people considered to be “at-risk” 

and what are they “at risk” of? To answer these questions, we must first identify the different 

perspectives on the notion of “at-risk”. One body of literature examines the factors that are 

associated with “at-risk” youth; for example, risky and problematic behaviours such as being 

subjected to bullying, having a low socio-economic status, parents’ income, and coming from 

a marginalised community (Horton, 2015; Ranasinghe et al., 2019). In an educational 

context, these factors include poor literacy/numeracy skills/cognitive ability (Na & Tasir, 

2017; MoE, 2009; Moses & Villodas, 2017; Sanders et al, 2018), low levels of engagement 

with school (McGrath & Van Bergen, 2017; MoE, 2009; Moses & Villodas, 2017; Sanders et 

al, 2018), leaving school before completing upper secondary education, not having a plan for 

the future (Hancock & Zubrik, 2015; Horton, 2015), and not participating in formal 

education, employment, or training (NEET4) (MoE, 2009). 

Another view deals with the (negative) outcomes associated with being “at-risk.” 

Some scholars argue that, as a result of globalisation, youth – and certain groups of youth – 

are considered to be particularly vulnerable to negative outcomes (Kamp, 2005; Kelly, 1999; 

Standing, 2011). These scholars contend that young people are argued to be at-risk of 

negative outcomes, including unemployment scarring5 (DeLuca et al., 2015; Scarpetta et al., 

 
4 Some scholars have critiqued the term NEET as it homogenises all the youth captured under this term: it does 

not consider their individual backgrounds or why they are not in employment, education, or training. 

5 Unemployment scarring refers to a history of unemployment that tends to lead to future unemployment 

(Arulam, 2001).  
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2010), insecure housing, physical and mental health problems (Cuervo & Wyn, 2016; Knabe 

& Rätzel, 2011; Strandh et al., 2014), being involved in criminal activity, being employed in 

low security or minimum wage jobs, as well as being disconnected from family, community, 

education, and work (Coles et al., 2010; Furlong, 2014; Walsh & Black, 2014). Others have 

noted that in some societies, “youth” are perceived as an “at-risk” group of individuals who 

cause social problems, are problematic (Blackman, 2011), and are considered incomplete, 

less valuable, or unproductive members of society (Follesø, 2015; Lesko, 2012).  

The discourses surrounding “at-risk” youth have been the subject of academic critique 

(Bottrell, 2008; Kelly, 1999; Lange et al., 2014). Some scholars have suggested that the 

notion of “at-risk” is misleading (Kelly & Kamp, 2015). They claim that the identified factors 

do not necessarily mean a young person will experience negative outcomes (Foster & 

Spencer, 2011; Riele, 2006). However, young people who have all, or some of these factors, 

are suggested to be more likely to experience negative outcomes like long-term 

unemployment or social isolation in their adulthood. In their research, conducted with 45 

young people in Canada, Foster and Spencer (2011) found that young peoples’ perception of 

being “at-risk” differs from that of institutions and the government. They only consider 

themselves as “at-risk” when they have no control over their lives and are involved in risky 

behaviours such as drug consumption or have mental health problems. When the youth in this 

research discussed the “at-risk” concept, they did not see themselves in that concept. In short, 

the term is more often used as a descriptor of others’ behaviour than a way to describe 

oneself (Wall & Olofsson, 2008). Follesø (2015) has argued that “at-risk” is a term that has 

become almost self-evident, based on negotiations, and without youth’s involvement:  

When adults come together to form one common and undisputed agreement 

on the meaning of ‘youth at risk’, without inviting young people to 

participate in the discussion, there is the clear danger of missing important 



 
 

28 
 

perspectives held by the main characters in the discussion—the youth 

themselves. (p. 251)  

Riele (2006) has argued that the terms “youth at risk” and “students at risk” represent 

a deficit view, one that focuses on what is wrong with young people, either as individuals or 

as groups, rather than what is wrong with schools or society. Other scholars such as Bottrell 

(2008) and Lange et al. (2014) have noted that what constitutes “at-risk” in one cultural 

context might not be true in another, or that it might represent a protective factor or process, 

depending on the conditions, cultural values, and norms in use. In Aotearoa New Zealand, the 

term “at-risk” is typically associated with substantiated cases of child abuse or neglect, 

alcohol consumption, poverty, and crime (Johnson et al., 2013). In this country, being “at-

risk” is characterised by unequal distributions of both risks and resilience processes among 

youth from different ethnic/cultural groups (Sanders et al., 2017).  

The Changing Face of Careers  

In contrast to the 20th century, where employment tended to be more stable/secure 

and provided individuals with a foundation to build a life, the digital revolution of the 21st 

century has brought about new work arrangements; short-term or casual contracts are 

replacing permanent positions (Benach et al., 2014; Graham et al., 2017). However,  

Goodwin and O’Connor (2014) argued that does not mean young people necessary had less 

complex transition in the past centuries compared to their 21st century counterparts. They 

stated that dominant youth studies viewed the complexity of the school-to-work transition, 

into the ‘present-centred’ criteria while: 

“it is important that we do not treat the ‘past’ and the ‘present’ in a 

dualistic manner but, rather, view the experiences of young people as a 

process, with an understanding of past experience being central to 

understanding contemporary experiences of young people.” (p.51) 
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Studies have shown that, in the context of the 21st century, young people are unlikely 

to remain in a single profession over the course of their working life or even within a single 

organisation. Instead, people can hold at least ten jobs over the course of their lifetimes 

(Kalleberg, 2009; Savickas, 2012). In Aotearoa New Zealand more than half of the employed 

workers considered changing their jobs in 2022 (Shepherd, 2022).  

The meaning of “career” has changed in the context of globalisation. This definition 

should not characterise employment as a lifetime commitment to one employer or profession, 

but rather, as a process of regularly selling services and skills to several different employers 

who have a variety of needs. A career can be defined as an individual's extensive and 

enduring professional vocation, frequently encompassing numerous employments, positions, 

or capacities within a specific field or industry (Brown & Lent, 2013). It frequently entails a 

progression of education, skill enhancement, and decision-making concerning employment 

selections, with the objective of achieving personal and professional expansion, satisfaction, 

and accomplishment. It may also comprise the pursuit of specific objectives, the 

accumulation of proficiency, and the establishment of a reputation or specialization in a 

particular domain. In the 21st century, the term “career” is often associated with status, 

advancement, and intrinsic satisfaction (Inkson, 2009). In their study, Bakke and Hooley 

(2022) demonstrated that both career advisors and students understand the term career as a 

range of life choices, including educational choices, choices related to family, citizenship and 

self, and choices related to employment.   

In Aotearoa New Zealand, career relates to all the experiences a person has over their 

lifetime, including their family life, friendships, culture, community activities, leisure 

choices, work, and learning. According to CareersNZ (2013), a career is:  

the sequence and variety of work roles, paid and unpaid, that a person 

undertakes throughout a lifetime. More broadly ‘career’ embraces life roles 

https://journals.sagepub.com/action/doSearch?target=default&ContribAuthorStored=Kalleberg%2C+Arne+L
https://onlinelibrary.wiley.com/action/doSearch?ContribAuthorRaw=Savickas%2C+Mark+L
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in the home and the community, leisure activities and learning as well as 

work. Work, learning and life are intertwined (p. 1). 

 

In order to help young people develop their career goals in the context of 

globalisation, educators and career advisors must consider the reconstructed meaning of 

“career” and “career development” (Austin et al., 2020; Savickas et al., 2015). To better help 

young people, educators and counsellors must “concentrate on identity rather than 

personality, adaptability rather than maturity, intentionality rather than decidedness, and 

stories rather than scores” (Savickas, 2012, p. 14). As contributors to the school-to-work 

transition, parents must also have a clear understanding of the concept “career” in the 21st 

century. However, due to the changing nature of the job market, many parents believe that it 

is nearly impossible to provide their children with relevant career advice. In addition, 

employers (e.g. STEM industry) are seeking (and paying higher salaries for) employees with 

transferrable enterprise skills such as digital literacy, problem-solving skills, and creativity 

(Hill, 2022; McGunagle & Zizka, 2020). Thus, today’s young people need a variety of skills 

and knowledge that are different from those required in the past; these will inevitably 

continue to change over time (Foundation for Young Australians [FYA], 2018). 

Youth Transition in 21st Century 

The transition from school-to-work refers to the period when young people are 

moving away from the principal activity of full-time education to the primary activity of 

work. Broadly speaking, it can be defined as a process through which students establish their 

capabilities and find a suitable career after they leave school (MoE, 2009; NAG, 2012). 

Scholars have argued that this process is the most important transition in early adulthood 

(Austin et al., 2020; France, 2007; Jokisaari & Nurmi, 2005). 
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Historically, this transition was assumed to be a simple and straightforward process. 

Some scholars such as Goodwin and O’Connor (2005) and Vickerstaff (2007) have argued 

that the school-to-work transitions have always been non-linear and complex and that, in the 

past, young people frequently changed jobs and experienced uncertainty about their futures. 

However, this thesis argues that in the 21st  century, the school-to-work transition has become 

even more nonlinear and complicated for some students, particularly in the context of an 

increasingly complex labour market (France, 2007; FYA, 2018; O’Connell et al., 2019). 

Young people’s full-time employment is more unstable, with increasing numbers of young 

people juggling multiple jobs or working casually. According to FYA (2018), full-time 

employment among young Australians has declined sharply over the past 30 years. 

According to O’Connell et al. (2019), over half of all young people transfer from part time to 

full time employment over a five-year period, with many young people working a variety of 

part-time and casual jobs in between. The need to work multiple jobs to make ends meet can 

make it harder for young people to lay the foundations for their future careers and it can also 

delay their development of confidence and optimism. Research has identified five main 

pathways for young people in Aotearoa New Zealand: higher education followed by work, 

early full-time work, a combination of higher education and employment, repeated 

engagement and disengagement from employment, and working part-time (O’Connell et al., 

2019; Ranasinghe et al., 2019; Yao et al., 2015).  

Traditional indexes represent a successful school-to-work transition among young 

people as an individual obtaining and maintaining a job. However, it has been argued that 

being employed is not the only indicator of a successful transition and that there is a need to 

extend the idea of successful youth transitions beyond the traditional domains of study and 

work (Nguyen & Liu, 2011). These factors could be employment-related measures such as a 

short period between school and employment, full-time or part-time employment (Curtis, 
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2008; Shaienks & Gluszynski, 2009), well paid and secure jobs (Vaughan, 2009), formal and 

informal job-related training (Curtis, 2008), and opportunities for promotion in the same 

workplace (Vaughan et al., 2009).   

Other research expands the definition of a successful school-to-work transition to 

include social outcomes including, independent living and satisfaction with one’s job and/or 

life (Wyn, 2009). Scholars have noted that, like employment-related factors, these measures 

should be combined with other factors. For instance, in their study, Thomson and Hillman 

(2010) used multidimensional measures of educational achievement, occupational status 

(whether in employment or education), and job satisfaction as indicators of a successful 

school-to-work transition.  

However, Wyn (2009) has argued that social outcomes like living independently from 

one’s parents may not accurately reflect a successful school-to-work transition. Instead, it 

may instead stem from family conflicts, or reflect a desire to live with one’s partner. 

Moreover, young people may return to the parental home after living independently for a 

period of time due to a lack of housing or an inability to buy a house. Regarding long-term 

job satisfaction, Vaughan (2009) has shown that what students perceive as a “good job” is not 

only related to their pay packet but also, how much time they have for leisure and/or family 

and friends. Wyn et al. (2008) have also shown that how satisfied a young person is with their 

career and life is associated with having enough leisure time.  

Determining what constitutes a successful transition requires the use of additional 

measures including health and wellbeing status. Wyn et al. (2008) have investigated the 

differential impact of health-related indicators (whether an individual smokes and how much, 

poor nutrition, and how much an individual exercises) on the transition from compulsory 

education to work or post-secondary education. In the same vein, Lloyd (2005) has argued 

that a successful transition not only depends upon the student’s mental and physical health, 
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but also on their sense of wellbeing. He has also argued that external factors like family 

background, institutional structures, and labour markets have an impact on a young person’s 

school-to-work transition. 

In many countries, upper secondary education includes both general and vocational 

tracks, which prepare students for further education or employment. This process of 

occupational preparation varies from country to country. According to OECD (2022) upper 

secondary programs can be divided into three different categories in terms of their 

completion levels: completing a level without direct access to tertiary education, completing 

a level without direct access to tertiary education, or completing a level with direct access to 

tertiary education. There are some countries where students are expected to enter tertiary 

education directly after graduating from upper secondary school, whereas in others students 

postpone entry to teritiary education, take a gap year or alternate periods of employment with 

study. For example, in the United States, over 90% of students enter bachelor's programs 

immediately after completing their upper secondary education, however, in Israel, the same 

holds true for only 5% of entrants (OECD, 2022). It is due to the differences in institutional 

and social factors as well as selective tertiary entrance systems that are particular to each 

country. In Finland, it is common for students to apply to several tertiary programs before 

being accepted, which is why in this country, less than 30% of students enter teritiary 

education directly after completing their secondary school.Most people, including those in 

Aotearoa New Zealand, do not go straight into work after leaving school; instead, they often 

obtain a degree as an entry-level qualification (MoE, 2019). 

Young adults benefit greatly from participation in tertiary education, as it allows them 

to develop the skills they need to fully contribute to society. Some countries, particularly 

those with limited financial resources, have encouraged young people to defer further study 

in favor of learning on the job as a result of attractive employment opportunities and booming 
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economies (OECD, 2022). This is consistence with some studies have found that tertiary 

education is strongly correlated with a greater chance of employment and higher earnings 

(Dadgar & Trimble, 2015; Ma et. al, 2022). Empirical studies conducted internationally have 

consistently shown a relationship between post-secondary qualifications and a variety of 

labour market outcomes, across different kinds of societal contexts (Ford, 2018; Stevens et 

al., 2019). For example, Dadgar and Trimble (2015) found that in the US earning an associate 

degree or a long-term certificate, such as a diploma or bachelor’s degree, is associated with 

higher wages and employment. As of 2018, those individuals who had a bachelor's degree 

and were working full-time earned $24,900 more than high school graduates. In comparison 

with high school graduates, bachelor's degree recipients paid $7,100 more in taxes and earned 

$17,800 more after taxes (Ma et al., 2022). In Aotearoa New Zealand there is a relatively 

high level of employment across all levels of education. It is estimated that 89 percent of 

adults between 25 and 64 who have obtained tertiary education qualifications are employed, 

compared to 85 percent on average across OECD nations (OECDb, 2018).  This correlation 

can be explained by the demand for highly qualified employees who acquire transferable 

skills and knowledge in different industries and businesses (Ali & Jalal, 2018; Benner, 2004; 

International Labour Organisation [ILO], 2013; Mallick, 2013; OECD, 2012; Standing, 2009; 

Walsh, 2016). As the 2012 OECD report states:  

The long-term economic advantage to individuals with a tertiary education 

is about twice as large as the advantage for people with an upper secondary 

education as their highest educational level, on average across OECD 

countries (p. 1).  

A more recent OECD (2015) report provides evidence that young people are increasingly 

choosing to obtain a tertiary qualification. In the past decade, the number of young people (25 

– 34 years old) with a tertiary qualification in OECD and G20 countries has increased by 
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almost 45 percent. This figure is expected to rise even further in the next decade. Williams et 

al. (2021) have argued that recessions, such as that associated with the COVID-19 pandemic, 

dramatically impact on young people’s employment, regardless of whether they have a 

tertiary qualification or not. They report that youth participation in full-time education is at its 

highest level (48 percent, up from 43 percent before the pandemic began), while youth 

employment has dropped to near its lowest level (53 percent versus 55 percent before the 

crisis began). The next section elaborates on the impact of economic recessions on youth 

employment. 

Economic Recession and Youth (Un)Employment  

Economic crises have had a significant impact on labour market dynamics and 

unemployment rates around the globe. According to World Bank Group (WBG, 2018) the 

global employment rate dropped from 14 percent in 2002 to 12.3 percent in 2007 due to the 

Great Recession. In Aotearoa New Zealand, the unemployment rate rose from 3.8 percent in 

2007 to 6.8 percent in 2009, the highest rate in over 10 years (Statistics New Zealand 

[StatsNZ], 2012). Youth are typically more affected by economic downturns than older adults 

(Choudhry et al., 2012). They are three times more likely to be unemployed than adults (ILO, 

2018). 

In some countries, companies reduce individuals’ work hours or wages to minimise 

job redundancies. In response to the COVID-19 crisis, many companies in OECD countries 

used Job Retention (JR) schemes to retain employees and avoid social issues (OECD, 2020). 

This scheme is designed to preserve jobs in firms experiencing a temporary decrease in 

business activities by reducing labour costs while supporting the income of those employees 

whose hours have been reduced. 

 In terms of employment type, Benner (2004) has argued that companies prefer to 

have flexible recruits, and offer temporary and part-time contracts; such practices enable 
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companies to have greater control over employment procedures and to reduce their costs. 

This part-time employment rate is one consequence of employers seeking flexibility.  In 

European countries like Spain and Greece, the part-time employment rate of youth has 

increased over the past decade (Statistical Office of the European Communities [Eurostat], 

2015). Among the 39,400 youth unemployed in 2021, 13,500 (42.7 percent) were seeking 

part-time employment only (StatsNZ, 2021). Studies have examined and debated the benefits 

and drawbacks associated with teenagers working part-time. Several studies, including 

governmental reports, contend that part-time employment enables a smoother school-to-work 

transition. In their research, Xiao et al. (2018) examine part-time work in four different 

countries: China, Japan, South Korea, and the US. They demonstrate the impact of work 

experience on secondary students’ career preparation in China and Japan. They showed that 

part-time work allows students to explore different aspects of themselves, test new roles, and 

develop their ability to make decisions. Creed et al. (2007) found that Australian high school 

students who had work experience during Grades 8–10 were more likely to plan and explore 

their careers. Wang et al. (2010) contend that young people can enhance their support 

networks by combining part-time employment with their studies. Career advisors in Aotearoa 

New Zealand promotes part-time work experience, arguing that it can improve a student’s 

chances of finding permanent employment in the future, enable them to gain a deeper 

understanding of a particular job or industry, and help them to become aware of other careers 

in the same industry (ERO, 2015). Moreover, by engaging in part-time work, students can 

earn credits towards NCEA and tertiary education (CareersNZ, 2021). Although youth may 

benefit from some positive aspects of part-time work, such as flexible hours and an early 

source of income (Walsh, 2016; Woodman, 2012), full-time jobs are not guaranteed. Youth 

are also at a greater risk of unemployment or marginal employment (Chalmers, 2013; 

Furlong, 2014). Youth may suffer from not having permanent and secure employment in the 
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form of a low income, deficiencies in terms of social security such as retirement/healthcare 

plans, and a lack of opportunities to improve their knowledge and skills which, in the long-

term, may negatively impact on their career progression (Chalmers, 2013; Walsh & Black, 

2014).  

The COVID-19 pandemic has resulted in economic crises that have challenged labour 

markets around the world, Aotearoa New Zealand included. As the crisis first unfolded, the 

OECD unemployment rate rose three percentage points - to 8.8 by April 2020 - the highest 

rate seen in 10 years (Appendix B) (OECD, 2021a). Young people in hard-hit sectors like 

wholesale and retail commerce, hotels, and restaurants, and those in precarious jobs, have lost 

jobs as a result of the pandemic. Equally, young workers entering the workforce for the first 

time since completing their education have encountered difficulties finding employment due 

to a lack of job openings and an intensely competitive environment due to a market flooded 

with older, more experienced, unemployed workers (OECD, 2021). Although the New 

Zealand government offered financial aid (Unite Against COVID-19, 2022), certain groups 

of people (youth included) have been negatively impacted by the pandemic via 

unemployment and decreased work hours (Fletcher et al., 2022). As a result of COVID-19’s 

initial impact in New Zealand, youth unemployment increased sharply in both the September 

and December 2020 quarters, reaching 13.2 and 13.8 percent, respectively. Educational and 

training patterns have also been disrupted by the COVID-19 pandemic (Light, 2020). In the 

wake of the pandemic, the percentage of young people who are NEET began to decline, 

reversing the trend from the previous decade. According to MoE (2021), the reason for this 

slight positive change is related to youth participation in education. In other words, young 

people who were experiencing unemployment started to take up free education and training 

courses, supported by New Zealand government.  
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In migrant receiving countries like Aotearoa New Zealand, unemployment rates are 

higher among youth with immigrant background compared to native–born youth (OECD, 

2015). This is especially true in the case of recent immigrants who have lived in the host 

country for five years or less, where the employment rate is 10 percent lower than their New 

Zealand-born counterparts (OECD/EU, 2018). There is a disparity among young people 

across ethnic and cultural backgrounds (MoB, 2017). For example, following the Covid-19 

pandemic, the youth unemployment rates among Asian groups dropped to 9.6 percent, 1.8 

percent less than for their European counterparts (StatsNZ, 2021). The next section examines  

the reasons for this disparity among young people. 

Due to the impact of globalisation and economic recessions, career education has 

become increasing important for social and economic wellbeing. Hansen (2021) argues that 

one of the reasons why there are millions of COVID-19 pandemic jobless individuals is that 

the career education system does not adequately prepare students. Approximately one-half of 

the workforce in OECD countries lacks the problem-solving skills required to function 

effectively in a technologically advanced environment. Skills needs are ever-changing, 

raising the possibility of skills mismatch and shortage, both of which have considerable 

economic costs (OECD, 2018). Hence, education systems need to provide students with 

higher levels of non-routine cognitive skills, complex problem solving, and creativity. 

Students also need to develop stronger socioemotional skills: 

Technological change shifts labour demand towards more cognitive skills 

for which many current workers are not adequately trained, contributing to 

the polarisation of the labour market and the hollowing out of middle-skill 

jobs. (OECD, 2018, p. 1) 
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School-to-Work Transition for Immigrant Youth 

Young immigrants are more likely to have complicated school-to-work transitions 

than their native counterparts. This is related to factors such as a lack of language 

proficiency, cultural differences, unfamiliarity with the local education system, and 

discrimination on the part of employers (Beicht & Walden, 2019; OECD, 2015c; Reinke & 

Goller, 2022).  

Language skills are an important component of the school-to-work transition among 

immigrant young people. A lack of English proficiency may affect a student’s school 

enrolment, academic assessment, performance, career choice, and connection with employers 

(Koyama, 2013, 2015). Immigrants must also possess a particular level of English 

proficiency in order to achieve post school qualifications (Beicht & Walden, 2019; Reinke & 

Goller, 2022). Research indicates that young people need supportive pedagogies for literacy 

and language development within secondary schools. The evaluation procedures must also be 

fit for purpose. As Keddie found in interviews with Australian teachers, mandated evaluation 

and testing procedures are irrelevant for students coming from non-English speaking 

countries. A lack of language skills may negatively impact a student’s ability to integrate into 

the new environment and develop friendships which, in turn, could lead to mental health 

issues in the long-term (Bhochhibhoya et al., 2017; Holttum, 2015). Lori (2012) found that 

poor language skills can result in young people becoming disengaged with school and leaving 

early. Limited English and literacy skills not only negatively impacts on a student’s academic 

results, but also reduce their chance of interacting with employers and gaining work 

experience.  

In addition to issues associated with language acquisition, there may be other factors 

that make it difficult for newcomers to settle into the education system, especially at 

secondary school level. The educational backgrounds of some young immigrants may be 
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significantly different than those of their local counterparts. Some of these young people may 

possess qualifications that are not recognised by the host country’s education system (Lauter 

et al., 2012). Having to repeat certain subjects can lead to frustration and additional stress at a 

time when they are already having to navigate a whole host of challenges associated with 

arriving in a new country and adapting to a new educational system (Lauter et al., 2012; Lori, 

2012).  

Young people from immigrant backgrounds sometimes lack their parents’ support and 

careers advice for their career goals. Reasons for this include the parents’ lack of 

communication with the school and/or involvement in school activities, or their unfamiliarity 

with the local education system and/or labour market (Beicht & Walden, 2019; Cherng & Ho, 

2018). For example, Bitew and Ferguson (2010) conducted a study among African 

immigrants in Australia. They noted that the majority of immigrants from low-income 

backgrounds did not have much access to formal education and professional employment in 

their home country. Furthermore, “their opportunity to improve their academic knowledge to 

the level of helping their children in accordance with the Australian education system was 

limited” (p. 58). Due to a lack of communication and familiarity with the Australian 

education system and labour market, parents were not able to provide their children with 

support related to their career pathways.  

Prior studies have highlighted the problems associated with assessing content using 

tests that have been designed for native speakers in a language that migrants are still learning 

(Menken & Shohamy, 2015). In recent years, scholars have criticised the use of standardised 

tests and grades as measures of academic performance, claiming that these methods are 

insufficient to measure academic competence (Gorter & Cenoz, 2017; Menken, 2010). 

Rossiter and Rossiter (2009) have argued that schools should provide initial language, 
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orientation, and cultural support to immigrant and refugee youth, along with early 

identification of at-risk youth using culturally appropriate diagnostic and assessment tools. 

Some research has indicated that discrimination is another barrier to a successful 

school-to-work transition. These studies have been conducted in different contexts and 

countries (Vanoverberghe et al., 2008), France (Silberman & Fournier, 2007), Germany 

(Kogan, 2007), Norway (Brekke, 2007; Liv, 2011; Støren & Wiers-Jenssen, 2011). Naseem 

(2014) has shown that ethnic minority youth are less likely to obtain employment than those 

from the ethnic majority, despite both having the same abilities and qualifications. According 

to the Ministry for Ethnic Communities’ report (2021), discrimination is the result of 

“employers’ unconscious bias and fear of the unknown, lack of employers understanding of 

the benefits of diversity” (p. 39). Berry et al. (2006) found that discrimination had the most 

detrimental effect on immigrant youths’ wellbeing. Likewise, Berry and Hou (2016) found 

that immigrants’ experiences of discrimination negatively affected their life satisfaction and 

mental health.  

Chapter Summary 

This chapter began by discussing globalisation, a complex phenomenon which 

influences many areas of life, including global labour markets. The chapter then examined 

the discourse of “at-risk youth”, focusing on the way in which these terms are connected in 

the literature and how understanding the term “at-risk” may help us to understand the needs 

of youth in this globalised world. The third section of the chapter provided definitions of the 

school-to-work transition and identified features of a successful transition. While most of the 

studies focus on employment-related factors, relatively little has been written about using 

young people’s mental health and wellbeing at the completion of compulsory education as 

criteria for success. Furthermore, most of the studies examine students and educators’ 

perceptions of a successful school-to-work transition; very few include parents’ voices. The 
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chapter has also examined the impact of global economic recessions on the labour markets 

and the employment of young people, and in particular, immigrant students. The following 

chapter identifies different contributors that play a critical role in young people’s school-to-

work transition, both for young people in general and for immigrant students in particular.  
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Chapter Three: A Review of Related Literature 
 

Introduction 

This chapter reviews major published literature relevant to immigrant students’ 

school-to-work transition. My understanding of pertinent literature evolved, along with this 

phenomenological research study. It was my intention to employ a flexible approach to build 

my knowledge about the school-to-work transition by allowing participants’ narratives to 

interact with my analytical understanding of the reviewed literature. This practice is 

consistent with Taylors et al.’s (2016) claim that until your research is complete, you cannot 

know what literature might be relevant to your study. The first part of this chapter focuses on 

careers education as an important element of education systems in this globalised world 

(ERO, 2015). The careers education guideline (MoE,2009), recognise that careers education 

involves a wide range of actors who contribute to students' career development. The chapter 

examines the influence of these contributors which can be found both within the school, such 

as careers advisors, teacher, and school leaders as well as outside the school, including 

parents, peers, and employers, and mentors. The chapter examines the role of employers, both 

in students’ school-to-work transition and their engagement in career education. Lastly, three 

theories pertaining to careers education will be explained. 

Parents  

Research and educational policies around the world and in Aotearoa New Zealand 

indicate that among those who influence students’ careers decisions (including friends, 

teachers, careers advisors, and school staff), parents play a key role (Archer et al.,2014; 

Bullot, 2017; Hipkins & Vaughan, 2019; Lui & Watson, 2015; O’Connell et al., 2022; 

Quinter & Edwards, 2011; Rosenblatt; 2015; Wylie & Hodgen, 2011). Parents have an 

impact on different aspect of young people’s school-to-work transition. One aspect relates to 

parental guidance and advice. Studies have shown that parental guidance helps facilitate a 



 
 

44 
 

student’s school-to-work transition process (Acquah et al., 2017; Archer et al., 2014; 

Atherton, 2009; Bullot, 2017). Dietrich and Kracke (2009) have explored different elements 

of career-specific parental behaviour among German secondary school students. They 

showed that parental support, including parents’ encouragement and advice, parental 

interference and control, as well as a lack of parental career engagement (parents’ inability or 

reluctance to get involved in their children’s career development) all had a significant effect 

on the student’s career adaptability. As such, parental support could also influence the 

student’s individual career development (Guan et al., 2013; Tolentino et al., 2013). 

Studies have shown that parents’ understanding of what constitutes a ‘good’ job in 

terms of social class and income may affect a student’s career decision and their choice of 

pathways (Ferry, 2006; Madjar et al., 2009).  Researchers have found that some parents 

encourage their children to enter professions that are considered ‘stable’ (Byrne et al., 2012; 

Liang, 2010; Zhi-jin, 2011). In situations like these, students may choose their parents’ 

favourite careers and pathways (Andre et al., 2017). Furthermore, Ule et al. (2015) found that 

European parents are generally supportive of their children undertaking tertiary education, as 

many believe that education provides the tool for ensuring a prosperous future in today’s 

risky and unpredictable world. 

 Parents’ socioeconomic status is an influential component in students’ school-to-

work transition (Anderson, 2008; Angelique, 2010; Ule et al., 2015). A parent’s 

socioeconomic situation can influence their attitude and the guidance they provide to their 

children. For instance, Eyre and Hipkins (2019) examined how parents from high 

socioeconomic backgrounds typically encourage their children to attain high grades and to 

choose specific subjects and careers. They found that those with higher socioeconomic 

backgrounds were better able to advise their children. Some studies have shown that parents 

from low socioeconomic backgrounds are less likely to support their children in school-
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related activities, including career education activities, than parents from high socioeconomic 

backgrounds (Bitew & Ferguson, 2010; Groves, 2021; Mann & Dawkins, 2014). They noted 

that this can be related to cultural and language differences, a lack of confidence, and 

communication issues. Middle- and upper—class parents are more likely to have parental 

resources including financial resources and social networks which will benefit their children 

in terms of their future careers. Lower-class parents can have fewer resources to provide for 

their children financially, culturally, and socially. As a result, educational disadvantage (and 

consequently all other forms of social and economic disadvantage) are reproduced (Brown et 

al., 2016). Parents and families who are financially secure and have cultural and social 

resources are more likely to cope with any challenges associated with their child’s school-to-

work transition. As a result of the increased complexity of parenting, it is often very difficult 

for families from lower and marginalised social and economic groups to meet these 

challenges (Fong, 2017). Additionally, young people from economically and socially 

disadvantaged families may have to overcome additional obstacles as they grow up and learn 

to cope with the outside world (Ule et al., 2015).  

Other studies have produced contrasting findings. No matter a parent’s social 

background or education level, they are continually concerned about their child making the 

‘right’ transition choices (Bermer & Mistry, 2007; Beutel & Anderson, 2008; Yamamoto, 

2010 ). For instance, Madjar et al. (2009) have shown that in low decile6 schools in Aotearoa 

New Zealand, where the majority of students come from low socioeconomic backgrounds, 

immigrant parents tend to have high aspirations for their children and encourage them to 

finish grade 13. They concluded that this is because these parents often face insecure, casual 

work, and low-wage jobs that are physically stressful and unrewarding. These parents want to 

 
6 The decile rating indicates the percentage of students from low socioeconomic communities enrolled in a 

particular school. 
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see their children rise out of their current situation, and see education as the only way to 

achieve this goal.  

Young peoples’ perceptions of their parents’ jobs and employment status may also 

change their life planning and decision-making (Neblett & Cortina, 2006). Parents may 

positively influence their children by being role models in terms of the careers goals (Acquah 

et al., 2017; Dietrich & Salmela-Aro, 2013; Neblett & Cortina, 2006). However, if their 

parents are unemployed then this may negatively influence the young people’s perceptions of 

the labour market and their career choices compared to those whose parents work (Faria, 

2013). Uka (2015) and Khampirat (2020) have also shown that a parent’s education level is 

highly correlated with a student’s educational and careers aspirations, and that parental 

expectations of their children’s success are positively correlated with the parents’ educational 

level. Mbagwu and Ajaegbu’s (2016) study of 400 Nigerian students found that in 

comparison to students whose parents have a low educational background, students whose 

parents have a high educational background do not have much difficulty choosing a career 

path. While students whose parents had high qualifications were more likely to pursue 

professional careers7, students whose parents had low qualifications were more likely to 

pursue business careers. 

It appears that parents’ cultural beliefs, values, and expectations can shape a student’s 

careers decision-making (Andre et al., 2017; Park & Kao, 2016; Sarika 2020; Watkins & 

Noble, 2013). Akosah-Twumasi et al. (2018) have argued that parental expectations differ 

across cultures. As Sarika (2020) explains: “when children’s own thinking and values reflect 

that of their parents, parents can then be considered as playing an influential role in shaping 

their children’s decision-making process” (p. 81). For instance, Asian parents encourage their 

 
7 The term professional refers to a career that requires specific level of training and post-secondary education 

(careers such as doctor, teacher, and lawyer) 

https://link-springer-com.ezproxy.canterbury.ac.nz/article/10.1007/s10775-019-09395-2#ref-CR33
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children to choose technology, engineering, and mathematic (STEM) related subjects (Afzal 

Humayon et al., 2018; Razali et al., 2018; Saleem et al., 2014; Yuen et al., 2020). They see 

tertiary education as crucial to a successful career path (Lau et al., 2011; Ule et al., 2015). In 

Western countries like Australia, the UK and the US which are more individualistic (Singha, 

2014), young people are encouraged to select their own careers and to develop competencies 

in establishing their own career paths. In contrast, in more collectivist societies such as 

Argentina, Burkina Faso, Bulgaria, China, Croatia, Hong Kong, India, Indonesia, Japan, 

Mexico, Portugal, South Africa, South Korea, Taiwan, and Ukraine young people are often 

expected to follow a prescribed career path in accordance with parental and societal 

expectations (Guan et al., 2014; Gunkel et al., 2013; Sawitri, 2015).  However, Yamamoto 

(2008) has argued that this cannot be generalised across all the cultures: in some ethnic 

groups and cultures there is no significant association between parental expectations and 

subject choice.  

Institutionalisation and familialisation are important social processes that  are 

considered to influence young people’s live (Žakel et al, 2013).  The term familialisation 

refers to the family's responsibility and how children are viewed within the family. It is 

“increasingly located as supervised sons and daughters in the home, and conceptualised in 

terms of their familial dependency status” (Edwards & Alldred, 2000, p.435). 

Institutionalisation takes place as a parallel process, where children are separated and 

protected in separate and protected structures based on their age and are supervised by 

qualified professionals; where the focus is “on their educational attainment and development” 

(Edwards & Alldred, 2000, p.436). The literature demonstrates an important relationship 

between familialisation in the form of parental involvement with institutionalisation in the 

form of careers education (Blair & Haneda, 2021; Fibbi, 2015; Froiland, 2014; Jeynes, 2012; 

Schnell, 2015; Ule et al., 2015). In their study of different European countries, Ule et al. 
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(2015) demonstrated that there is a correlation between institutionalisation and 

familialisation. Dissatisfaction exists on both sides of the relationship between parents and 

schools in all of the research countries. This research highlights the tension that exists 

between familialisation and institutionalisation. Disadvantaged students and families are 

negatively affected by this tension, as they possess fewer resources, competences, social 

networks, knowledge, information, and, consequently, have fewer options to reduce the 

negative effects of such tension on them and their families. 

Ishimura (2014) has argued that parental involvement encompasses a wide range of 

parenting behaviours. These behaviours range from talking to children about homework to 

attending parent-educator meetings. Researchers have classified parental involvement into 

different categories: regular communication between parents and educators about their child’s 

progress, parental participation in school activities, supporting students with homework and 

other school activities, and parental involvement in a student’s decision-making (Ishimura 

,2014; Parola et al., 2022;). Parent involvement is highlighted as a crucial aspect of careers 

education in educational documents and guidelines, New Zealand’s included (MoE, 2009). 

Parental involvement can take many forms, including attending careers programmes, meeting 

career staff and teachers, and supporting schools by acting as mentors or assistants. In their 

study on school-based career education, Vaughan and Gardiner (2007) showed that parents’ 

attendance at career sessions and evenings, as well as their connection with career advisors, 

were considered vital in their children’s career decision-making. Beck et al., (2006) believe 

that,  

as family and friends are an important source of information, especially on 

apprenticeships, it would be useful to involve parents as part of a 

comprehensive careers information and guidance strategy. (p.285) 
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Consistent with Beck et al. (2009), the MoE (2009) has suggested that parents who meet with 

career advisors and teachers, or participate in career expos, are more likely to gain reliable 

information about subject choices, credit assessment, and the relevance of all of these factors 

in terms of  their child’s future career.  

A student who has moved to another country with their family and is still determining 

their career path may encounter difficulties due to the unfamiliar cultural values in general 

and the school/educational system in particular (Blair, 2015, 2021; Cherng & Ho, 2018; 

Gilby, 2012; Kao, 2020; Kao & Rutherford, 2007; Reinke & Goller, 2022). Immigrant 

students may find it difficult to negotiate their career needs within the host country’s school 

system and within their own families (Tao et.al, 2018). In contrast, acculturated youth 

showed a greater intrinsic motivation in choosing a particular career (Akosah-Twumasi et al., 

2018). Parents of students who are recently immigrated may face different challenges such as 

language and cultural barriers or may rely on inaccurate information from alternative sources 

such as co-ethnic friends (Lau et al., 2012). In recent years, scholars have identified a variety 

of distinct barriers to parental involvement, and in particular, in relation to immigrant 

families. As a result of these barriers, immigrant children often suffer an even greater 

disadvantage (Geel & Vedder, 2009). 

Peers  

One of the most frequently cited factors in the literature concerns peers’ and extended 

family members’ influence on a student’s school-to-work transition (Anders et al., 2018). 

There is evidence that peer networks can play a role in the development of self-efficacy 

among young people especially from immigrant background (Patel, et al., 2008).  In some 

research, young people indicated that their friends are their first source of career advice (Beck 

et al., 2006; Bullot et al., 2017; Madjar et al., 2009). Young people in Australia, for example, 

identified friends as their primary source of assistance when addressing important issues such 
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as career decisions (Bullot et al, 2017). A student may enter secondary school with a 

particular career in mind, but may later change careers due to the extensive career 

information that they receive from their peers. Also, young people tend to accept their 

friends’ advice and experiences as they are the same age, often have similar experiences, and 

spend more time together (Arudo, 2008; Wang & Degol, 2013). However, it has been found 

that students tent to receive career advice from senior students at secondary schools which 

may have a positive effect on their career decisions (Mtemeri, 2017). For students from 

minority groups, friends are even more important: students prefer to receive advice from 

informal channels rather than schools and career advisors (Moote & Archer, 2018; Mtemeri, 

2017). However, advice from peers or informal channels does not necessarily lead to positive 

outcomes. In a study of Asian American students, Poon (2014) showed that peers networks 

perpetuate the idea that these students are suited to certain majors and not to others. For 

example, peer networks perpetuated and reinforced the dominant racial script that Asian 

Americans should pursue STEM fields. Also, Asian American students faced obstacles in 

pursuing their interests as a result of stereotypes, a lack of role models from their own ethnic 

group in atypical career paths, and perceived discrimination in the labor market.  

Some studies investigated that immigrant students faced difficulties developing 

friendship networks. This relates to lack of confidence, language and cultural barriers as well 

as discrimination. Lau et al.’s (2011) study of Canadian youth found that students from 

immigrant backgrounds often rely on co-ethnic friends to find job market information. One 

study conducted among international students in the US found that most of an immigrant 

student’s friends are from their home country or culture, with a higher number of co-national 

friendships than host-national friendships. These students formed co-national connections 

more easily than relationships with individuals from other countries, both in the classroom 

and residential settings. Different research supports this finding: immigrant students find it 
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challenging to make friends with locals or to have satisfying relationships with them 

(McFaul, 2016; Newsome & Cooper, 2016; Wang et al., 2017). For example, Wang et al. 

(2017) reported that non-English speakers (mainly from East Asia) expressed concerns about 

communicating with their American peers due to negative judgment and discrimination. 

Additionally, non-English speakers may experience social-psychological fear, a fear of 

making mistakes, and being unfavourably evaluated. 

Immigrant students sometimes face discrimination from their peers. Studies in 

European countries like Norway have found that even when there is no direct discrimination, 

immigrant youth often feel isolated and invisible due to a lack of knowledge and recognition 

on the part of their educators and friends (Brenner & Kia-Keating, 2016). It has been argued 

that being discriminated against and not feeling integrated into the school community often 

results in young people changing their group of friends or even schools. They may also 

follow their friends, choosing the same subjects and pathways to avoid being socially 

excluded. Research has found that experiences of discrimination negatively affect young 

people’s life satisfaction as well as their mental health (Berry et al., 2006; Berry & Hou, 

2016). Although discrimination may not directly impact a student’s school-to-work transition, 

the current study’s findings indicate that discrimination may have an indirect impact on a 

student’s subject choices and career decisions. 

Career Education 

Careers education in New Zealand has a history that dates back to the early 20th century 

(Tearney, 2016). The roots of careers advice and education in Aotearoa New Zealand can be 

traced to the establishment of the Vocational Branch of the Education Department in 1910. 

This branch aimed to assist young people in making informed decisions about their career 

paths by providing guidance and advice. During the middle of the 20th century and in 

response to the growing concern of youth unemployment in 1928, vocational guidance 
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services underwent significant expansion in New Zealand. This period witnessed the 

introduction of careers programs in schools, along with the emergence of various 

organizations and agencies dedicated to offering career guidance and support. The primary 

objective was to assist students in exploring diverse occupational options, making informed 

career decisions, and transitioning smoothly from their educational pursuits to the workforce. 

This marked the initial involvement of the state in careers educatin in New Zealand, 

representing a significant milestone (Martin, 1996).  

Schools began implementing career programs, while various organizations and 

agencies emerged to offer guidance and support in career-related matters. The primary focus 

was to assist students in exploring diverse occupations, making informed career decisions, 

and facilitating a smooth transition from school-to-work. In 1948, the provision of careers 

advisors in schools was initiated for institutions with more than 200 students. These advisors 

were required to undergo a training week facilitated by the Vocational Guidance Services 

(Martin, 1996; Tearney, 2016). 

Following the recession of 1968 and high rate of unemployment, the government took 

measures to enhance career services. In 1976, they introduced several initiatives, including 

job self-service, access to careers information, an expanded placement service catering to 

specific client groups, as well as counseling and specialised employment officers. These 

efforts aimed to provide comprehensive support and resources to individuals in their career 

journeys. 

In the years 1990 and 1991, significant changes were implemented in the field of 

vocational guidance, leading to the creation of three new services: Career Education Services, 

Education and Training Support Agency (specifically for school leavers), and The New 

Zealand Employment Service (NZES). The NZES established close collaboration with 

schools, tertiary institutions, and community organizations to ensure comprehensive support 
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for career development. Another pivotal development in New Zealand's career guidance 

landscape was the restructuring of the education administration (Reid, 2010). Under the new 

system, all state schools were to be managed by elected Board of Trustees consisting of 

secondary school staff and parents. These boards would be responsible for formulating the 

school's charter encompassing aims and goals. They would have the authority to determine 

whether the continued funding of training for school careers advisors aligns with the school's 

needs (Martin, 1996). 

In 2012, the merger of the New Zealand Careers Service and the Tertiary Education 

Commission resulted in the establishment of Careers New Zealand. This consolidation aimed 

to improve the coordination and alignment of career services across multiple sectors, 

including education, training, and employment. As a result, Careers New Zealand continued 

its mission of providing career guidance and information to individuals while also prioritizing 

workforce development and addressing skill shortages (Tearney, 2016).. 

Recent research notes that career education needs to be revised to ensure it prepares 

young people for adult life in the 21st century and an increasingly complex labour market 

(Eyre & Hipkins, 2019; Kashefpakdel & Percy, 2017; Parliament of Victoria, 2018; Vaughan, 

2011). These studies state that young people need assistance to acquire the skills needed to 

manage their learning and work in a dynamic environment closely linked to the labour 

market. Furthermore, students expressed a desire to know more about all of the options that 

were available to them, stating that their needs were not being met (Skillsroad, 2018). 

In Aotearoa New Zealand, career education is an essential component of every 

school’s curriculum. In 2016, the New Zealand Labour Party announced a $30 million 

programmes to connect schools with businesses and training providers and integrate career 

education with learning to support young people with up-to-date and relevant career advice 

(New Zealand Labour Party, 2016). Dodd et al. (2022) reported that a higher level of 
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participation in career education is associated with a higher level of career readiness. These 

programmes are designed to equip students with self-awareness and the ability to identify 

possibilities and opportunities. They provide information about different careers and courses, 

and help students to understand the consequence of their choices and decisions. They enable 

them to plan for their future and to put their plans into practice (ERO, 2016; MoE, 2009). 

Smidth (2018) noted that schools following the NAGs, NEGS, and New Zealand Curriculum 

(NZC) vision will assist young people in developing the necessary attributes to become 

“confident, connected, actively involved, and lifelong learners.” (p.4) 

Career education includes curriculum-based and pastoral interventions as well as 

career activities and employment engagement. Hoooley et al. (2015) found that careers 

education can be delivered in three forms. The first model, called the internal model, delivers 

career education via the school using career advisors and staff. Canada, Malta, Finland Hong 

Kong, Ireland, Korea, the US and the Netherlands typically use this model. The external 

model is one where the school employs an agency to oversee careers education and involves 

collaboration between schools and employers. The third model is a combination of the first 

and second models. In the partnership model, the responsibility is divided between the school 

and the agencies. Some European countries such as Scotland, Switzerland, Northern Ireland, 

Wales, and Norway favour the third approach. Schools in Aotearoa New Zealand tend to use 

the first or third approach (Kavale, 2012). An OECD (2004) report indicates that the 

partnership model is the most successful strategy, since it combines a potential for strong 

integrated delivery across the school with a strong connection to the labour market. 

While schools are responsible for implementing careers education and guidance as an 

integral part of the curriculum, the school’s particular structure (school size, school facilities, 

leadership team, learning facilities, and the number of staff), affect the careers education that 

the students receive (Austin et al., 2020; Furbish & Reid, 2013). Research shows that careers 
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education is provided differently by different schools (Hooley & Dodd, 2015; Moote & 

Archer, 2018). For example, a study conducted in Australia found that 10 percent of schools 

spend 45 minutes or less on career education per student each year, while 10 percent spend 

12 hours or more on career education (Parliament of Victoria, 2018). Variations in delivery 

quantity can be attributed to the availability of resources (CICA, 2017). For instance, larger 

schools can provide more comprehensive careers’ education for students. However, this 

effect can be reversed, as not all pupils may be able to have one-to-one interactions with 

careers staff due to high numbers of students and limited staff numbers (Furbish & Reid, 

2013).  

Schools need to evaluate their careers programmes and ensure that all staff members 

are capable of providing students with sound and helpful careers advice (ERO, 2015; 

Hutchinson, 2018; Smidth, 2018). In Aotearoa New Zealand, secondary school career 

development benchmarks are used as self-review tools to assess and improve the quality of 

career education programmes and services. According to the ERO’s “Careers Education and 

Guidance: Good Practice” (May, 2015) guidebook, schools can use the Career Education 

Benchmarks to evaluate their current practices and improve their student support services 

(CareersNZ, 2016). However, Smidth (2018) has argued that the guidelines and benchmarks 

are more “inspirational” than practical for the user. In short, their implementation depends on 

the user’s interpretation of these guidelines and also the school’s available resources.  

Careers Advisors 

As careers advisors are considered the main contributors to careers education in the 

school system, it is not surprising that the literature highlights the importance of their role in 

the school-to-work transition (Groves et al., 2021; Irving, 2010; Smidth, 2019). School career 

advisers assist young people in developing their interests and skills, as well as providing 

information about career options and pathways (NSW Government, 2019). According to the 
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New Zealand curriculum and the MoE (2009), a career education leader or careers advisor is 

a member of staff selected by the school’s leaders to supervise, manage, and implement 

career education. S/he are responsible for preparing students for the school-to-work 

transition, supporting them to develop careers plans, facilitating age-appropriate workplace 

learning, and explaining how they can obtain financial aid for further study. They often 

maintain networks with businesses, education and training providers. The careers advisor is 

often in touch with students’ parents and encourage them to be involved in the students’ 

career plans. In other countries like the UK,. a career advisor or career leader is a middle 

leader in a school who is responsible for providing careers advice, is knowledgeable and 

skilled in the  development of  a careers programme, is authorised to lead within the school 

and establish partnerships outside of it (Andrews & Hooley, 2017).  

International research highlights the importance of a career advisor’s qualifications. 

For example, Furbish and Reid (2013) have shown that relevant qualifications may boost a 

career advisors’ professional consultation and mentoring knowledge and skills. Although 

career advisors who do not possess relevant qualifications may still be able to put together a 

best practice programme, a lack of formal qualifications may limit their ability to refine their 

practice based on theory and research. Career advisors have stated that they need more 

specialised training programmes to enhance students’ transition to the labour market or 

tertiary education (Bridgeland & Bruce, 2011). Internationally, career advisors usually have 

backgrounds and qualifications in teaching, counselling, human resource management, and 

psychology (Aspden, 2015; European Guidance System, 2021). A study conducted with 27 

career advisors in English secondary schools found that career advisors have different 

backgrounds and expertise. Most developed their expertise through various professional 

development strategies. In order to provide useful career advice, participants agreed that they 

must have expertise in both careers education and guidance, as well as leadership and 
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management (Andrews & Hooley, 2019). Similarly, Percy and Tanner (2021) support the 

notion that training can enhance a career advisor’s knowledge and skills, and that such 

education may improve career education outcomes. In countries like Bulgaria and the Czech 

Republic, career advisors are encouraged to acquire a Master’s degree in any field related to 

careers guidance. Some countries, like Finland, Poland, Portugal, Romania, and parts of the 

UK, require career advisors to have a specialised degree. Consequently, these countries have 

increased specialised courses and the training programmes for careers guidance staff 

(European Guidance System, 2021). In Australia, there are differences in career advisors’ 

skills and qualification between states and educational systems. For example, schools in 

NSW lack a definitive position description for career advisers. Instead, they have an optional 

framework for performance which is enforced at the discretion of each individual school 

(Youth Action, 2017).  

In Aotearoa New Zealand, while career advisors are encouraged to obtain degrees in 

the field of careers education, these qualifications are not required and, unlike teachers, career 

advisors do not need to have formal education or be registered to practice the theories they 

have learned through education (Furbish & Reid, 2013; Hooley et al., 2015; Morgan et al., 

2014). Furbish (2016) has argued that that career advisors should possess appropriate 

qualifications and that this should be mandated by the government in order to address the 

lack of career development and effective careers education. Like studies conducted in other 

countries, New Zealand research has shown that career advisors without career qualifications 

tend to advise students based on their own life experiences (Vaughan & Spiller, 2012; Yates 

& Bruce, 2017). Life experiences can have a profound effect on a career advisor’s 

perceptions of school-to-work pathways, as well as on their commitment to progression and 

understanding of potential challenges (Houghton et al., 2021).  
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There have been a number of studies which examine career positions in schools. In 

European countries, like Germany, career advisors are often teachers who offer careers 

advice (Fuller et al., 2014; Newton, 2017). In the UK, teachers also are assigned to career 

roles based on convenience rather than skills or qualifications (Andrews & Hooley, 2019; 

Moote & Archer, 2018). In Aotearoa New Zealand, as in many other countries, only a small 

minority of the career advisors (18 percent) are employed solely as careers advisor. Most of 

the career advisors hold at least two positions: as subject teachers, deans, guidance 

counsellors, assistant/deputy principals, and librarians. These roles are not directly related to 

the career advisors’ scope of work (Vaughan & Gardiner, 2007). In some schools, retired 

teachers and teachers who are no longer committed to teaching are hired as career advisors 

(O’Reilly et al., 2020; Vaughan & Spiller, 2012; Yates & Bruce, 2017). Research in Australia 

suggests that when career advisors are employed in other roles they may find it difficult to 

provide good careers advice (Schloss, 2011). Furthermore, evidence suggests that they do not 

have sufficient time to analyse the labour market and educate themselves about recent 

changes in jobs. As a result, the advice they provide may be uninformed (Acquah et al., 2017; 

Lohmar & Eckhardt, 2008). Moreover, in another study conducted in Australia, employers 

believed that career advisors in schools had a limited understanding of the industry they 

served (Economic Education Jobs and Skills Committee, 2018).  

The literature discusses different aspects of the career advisors’ role. Some career 

advisors believe that the most important part of their job is providing students with 

information on available educational and career pathways (Vaughan & Gardiner, 2007, 

2012). Other research argues that students not only need information, but also support to 

make sense of that information (Boyd et al., 2006; Musset & Mytna Kurekova, 2018). 

Moreover, the information needs to be up-to-date and relevant to their interests. Smdith 

(2019) has argued that students need to actively participate in finding and analysing this 
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information and that careers advisors should act as facilitators rather that information 

providers. Some studies in the UK have proposed that the career advisors’ role should include 

leadership, coordination, and management. They use the term “careers leaders” to refer to the 

appointment or identification of a middle leader responsible for careers provision within a 

school (Andrews & Hooley, 2017). Careers leaders have the ability to lead within the school 

and create partnerships beyond the school. They possess the necessary knowledge and skills 

to develop a careers programme: “The careers leader is charged with fusing the contributions 

from staff within the school and the activities provided by external partners into a coherent 

career education and guidance programme” (Andrews & Holley, 2017, p. 557). Studies have 

shown that careers staff monitor and navigate early school leavers to provide appropriate 

support (Fitzenberger et al., 2020; Furbish & Reid, 2013; Moote & Archer, 2018).  

Career advisors are responsible for identifying and assisting students who have been 

classified as “at-risk”. As the NEG states, careers advisors are required to: 

Provide appropriate career education and guidance for all students in years 7 and 

above, with a particular emphasis on specific career guidance for those students who 

have been identified by the school as being at risk of leaving school unprepared for 

the transition to the workplace or further education and training. 

According to various New Zealand educational policies and guidelines, minority ethnic 

students such as Māori, Pasifika, immigrants, and refugee students typically have more 

complicated and challenging school-to-work transitions and thus are considered to be at-risk 

(MoE, 2009; Musset & Mytna Kurekova, 2018). Research has explored the experience of the 

students who are likely to leave school without any plan, and the role of career advisors in 

supporting these groups of students so that they have a successful school-to-work transition. 

For example, in the UK, students from African and South Asian backgrounds reported 

requiring more support as they navigated the careers education system (Moote & Archer, 
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2017). This can be related to having a lack of access to social networks which might include 

personal contacts such as family members.   

 Studies have shown that students from lower socioeconomic backgrounds and 

minority ethnic students are less likely to use structured career services (e.g., speaking with 

careers advisors) and are more likely to discuss career choices with family members and 

friends (Vernon & Drane, 2021). According to Australian survey findings, students were 

most likely to rely on their social network for career guidance. A majority of the young 

people who responded to the survey indicated that their parents, siblings, or family members 

played the greatest role in guiding their career decisions (O’Connell et al., 2022). However, 

this study, along with other research, has shown that the information they obtained from their 

network of family and friends may not be accurate or reliable (Archer et al., 2014; Groves et 

al., 2021; O’Connell et al., 2022; Vernon & Drane, 2021). These students also typically have 

less access to personal and vocational support outside of school (Yao et al., 2015). These 

studies contend that career advisors can facilitate the employment process for at-risk students 

who lack social capital8 by involving employers and tertiary education providers in school 

education programmes (O’Connell et al., 2022). Career advisors who support at-risk students 

must frequently contact and encourage them and their families to communicate with them 

and other school staff members. Career advisors are able to support them and enable them to 

see that they too can attend university or a polytechnic (Webber et al., 2018). Students in 

Webber et al.’s (2018) study highlighted the need for individual meetings with career 

advisors to enable them to choose the right subjects or start a new pathway. 

Other studies have argued that disparities between local students and those from an 

immigrant or minority background are the result of school career advisors and teachers 

 
8 According to Putnam (1993), social capital can be described as the moral resources of a community, which 
can be divided into three categories: trust, social norms; social networks involving citizens' activities, especially 
voluntary organizations (Rogošić & Baranović, 2016). 
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stereotyping the latter group of students (Camara 2013; Shizha et al., 2020; Wilson-Forsberg 

et al., 2020). For example, Wilson-Forsberg et al. (2020) have shown that immigrant African 

students are often overlooked or their abilities to study certain subjects that lead to university 

education are underrated by the schools. Immigrant students are widely thought to be 

unsuitable for university education and, as a result, are encouraged to enrol in colleges or 

trade schools that provide pathways into low paying jobs. To improve school performance for 

all students, especially immigrants who are identified as ‘at-risk’ or underachieving, Shizha et 

al. (2020) have suggested that school career advisors should be prepared and trained to serve 

as cultural brokers, social justice leaders, and agents of change within the school system. 

In Aotearoa New Zealand, several studies conducted on cultural responsiveness 

among educators, including those who work as careers advisors (Karaka-Clarke  et al., 2021; 

Smith et al. 2020; Williams et al., 2019) . These studies stressed that educators who are 

culturally responsive in the educational setting are those who recognise, respect, and integrate 

the cultural values, beliefs, and practices of their students. These educators also acknowledge 

the diverse cultural backgrounds of their students and take into account their knowledge, 

language, and cultural practices throughout the learning process. In addition, they integrate a 

range of perspectives and experiences into the curriculum, teaching methods, and classroom 

interactions to establish an environment that is both supportive and inclusive. This approach 

is particularly relevant in the context of careers education. Reid (2010) argued that if students 

were to receive careers advice from cultural responsive advisors who share their cultural 

backgrounds, they would be more likely to receive effective support and experience a 

successful transition from school-to-work. Cultural responsive careers advisors possess an 

understanding of individual needs and challenges, enabling them to provide tailored guidance 

and support based on the cultural context of their students. Furthermore, these advisors 
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collaborate with families and communities to encourage their involvement in the careers 

exploration and decision-making processes. 

School Leaders and Subject Teachers 

According to Trends in Careers Education 2021 (Careers and Enterprise Company, 

2021), careers advisers are no longer the only professionals who can help students explore 

their futures. Students can seek career advice from school staff members, including school 

leaders and subject teachers. In Aotearoa New Zealand careers education is a part of all 

classes and does not only depend on a career advisor or a particular department (ERO, 2015).   

The MOE’s careers guidelines provide advice about careers education: “Principals 

and senior managers make sure that the school develops and reviews appropriate policies and 

programmes. This leadership role is a crucial element of effective career education and 

guidance in schools” (p. 28). According to this document, the leader has a number of 

responsibilities which include: integrating careers education into strategic planning, 

supporting the careers education team and leaders, valuing and engaging the entire 

community in careers education, ensuring that parents are involved in their child’s careers 

education, ensuring that the teachers who provide careers education have the necessary 

knowledge and skills to guide students, allocating and administering funds in order to meet 

the student’s career education needs, and assessing the effectiveness of the programmes in 

relation to the MOE’s policies such as the National Administration Guidelines (MoE, 2009). 

Various studies have highlighted the significant role of school leaders in the school-

to-work transition (ERO, 2015; Furbish & Reid, 2013; Schaefer & Rivera, 2014). Studies 

have shown that students who are enrolled in schools with effective leadership are usually 

more satisfied with their choices (Hutchinson, 2015, 2018). In study of five private schools in 

the UK, Hutchinson (2018) examines how school leaders can positively influence careers 

education, career resources (such as connections to employers and career fairs), parental 
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involvement with careers education, and students’ academic achievement. Houghton’s (2020) 

research also points to the relationship between school leaders and career advisors; it  showed 

that change in the leadership team could negatively influence a career advisor’s job. Magee et 

al. (2022) assert that, in some cases, a lack of leadership can be beneficial; careers staff are 

free to implement careers education in their own manner. These findings indicate the 

importance of establishing and embedding careers leadership at a senior level to protect the 

role from change and conflict (Andrews & Hooley, 2019).  

A number of scholars have noted that subject or mainstream teachers are commonly 

viewed as influential staff in the school-to-work transition (Hooley et al., 2015; Welde et al., 

2015). In the U.K for instance, the role of teachers in career conversations is significant. It is 

common for subject teachers (e.g., math, science, and English) to make links between their 

subjects and the world of work (Trends in Careers Education, 2021). Subject teachers often 

build a strong bond of trust with their students, mentor them, plan learning activities based on 

their interests, and facilitate opportunities to build teamwork and leadership competencies 

(Hooley et al, 2015; Nugent et al., 2014). Boyd (2006) has argued that these practices enable 

students to feel connected to school, help them to acquire qualifications, and make plans for 

their future. Furthermore, the author has suggested that subject teachers can act as “careers 

and course brokers” and support students in the school-to-work transition by providing 

information, tailoring the materials to student interests, and integrating them into the 

curriculum. These teachers provide opportunities through the curriculum for students to 

develop employability skills; teachers help students establish connections between the subject 

and career learning in the context of the broader curriculum (Hooley et al., 2015). They can 

also facilitate opportunities for students to gain “real-life” experience in a variety of careers. 

Vernon and Drane (2020) contend that teachers should interact more with students and 

include them in careers education as it can provide the necessary experiences, resources, and 
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networks to enable low SES students to pursue their educational and career goals. However, 

teachers do not normally have relevant qualifications and information about how to support 

students in terms of career guidance (Schloss, 2011). For these reasons, it is recommended 

that teachers work hand-in-hand with career advisors. In this respect, Furbish and Reid 

(2013) suggest methods for efficient career guidance: collaboration between the subject 

teachers and careers advisors, and having advisors provide support by delivering career topics 

in the classroom.  

Career advisors could benefit from collaborative networks and be able to provide 

more effective guidance to students especially who are at-risk of unsuccessful school-to-work 

transition. In 2014, New Zealand introduced Communities of Learning | Kāhui Ako (CoLs) 

as part of the Investing in Educational Success has been started. This initiative aimed to raise 

educational achievement by improving teaching and learning through collaboration. Kāhui 

Ako is a network of educational and training providers, which have joined together to support 

students’ educational pathways and help them achieve their full potential (ERO, 2016a; MoE, 

2022). According to studies, the model aims to facilitate collaborative inquiry and knowledge 

sharing among school members in order to facilitate the sharing of challenges and goals, as 

well as to enhance teaching practice and leadership skills (Dibben & Youngs, 2022). 

Employers’ Engagement with Careers Education 

Getting students involved in workplaces is an important aspect of Aotearoa New Zealand’s 

careers education (MoE, 2009; OECD 2021). Both schools and students have highlighted the 

importance of employer engagement as a tool which enables students to become familiar with 

the world of work (Dodd et al., 2022; Waller et al., 2014). As Mann et al. (2018) note: 

Employer engagement in education to enhance young people’s 

understanding of jobs and careers, broadening and raising career aspirations 

and understanding of personal routes into different occupations (and the 
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realism of such career ambitions), enabling young people to better navigate 

progression through education, informing decision-making on what to 

study, where to study, and how hard to study – improving understanding of 

the purposes of education and qualifications (p. 37)  

Schools use employer engagement to help young people achieve related goals such as 

enhancing their knowledge and understanding of particular jobs and careers, expanding their 

professional networks, equipping them with the necessary skills and knowledge, and 

preparing them for a successful school-to-work transition (OECD, 2010; Kashefpakdel & 

Percy, 2017). Through employer engagement programmes, students have an opportunity to 

understand the relevance of various school subjects to different types of jobs. These 

experiences may also give them a broader overview of life after school (Mann & Dawkins, 

2014; Mann et al., 2018). In short, participating in such experiences enables students to make 

connections between their academic work and their future careers (Jones et al., 2016). 

Interactions with employers enable students to develop their careers competence (Kuijpers et 

al., 2011) and positively develop confidence about their future job (Kashefpakdel & Percy, 

2017; Mann & Dawkins, 2014; Mann et al., 2018).   

Employer engagement enables schools and students to gain relevant, reliable, and new 

information. Having access to accurate, updated, reliable, and abundant information can help 

students to have a better understanding of specific workplaces and industries/careers and 

consequently, make better, more informed, career decisions (Beck et al., 2006; Mann & 

Percy, 2014). In Adams’ (2008) study, a large percentage of Scottish employers agreed that 

activities such as job shadowing would provide students with greater insight into careers and 

actual work environments. Furthermore, this information may help students overcome 

assumptions or misbeliefs that may be rooted in gender or cultural stereotypes about future 

employment (Education & Employers, 2020; Irwin, 2020).  
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Another positive aspect of work experience is that students are able to establish 

networks with adults outside of their immediate family and group of friends (Irwin, 2020; 

Mann & Percy, 2014). Mann and Percy (2014) have claimed that for students who are in the 

process of transiting from school-to-work, social networks provided by a school-employer 

contact may be more influential than informal channels. According to FYA (2018) and Torri 

(2018), work experiences can contribute to the development of social networks. Such 

activities are more beneficial for youth from low socioeconomic backgrounds as they are able 

to develop enterprise skills and gain experience relevant paid employment. Moreover, 

students from low socioeconomic areas without enterprise skills or work experience are able 

to enter the workforce at a similar, or even faster, pace than their counterparts from high 

socioeconomic backgrounds. 

There are different ways in which students can become gain knowledge or experience 

of working for different employers and businesses. Approaches include participating in career 

talks9, attending a careers fair, careers mentoring10,through a workplace visit, experiencing 

careers shadowing11, work placements, internships, and part-time jobs (Hughes et al., 2016; 

Quinter & Edwards, 2011; Musset & Mytna Kurekova, 2018). Any of these career activities 

can positively influence a student’s future earnings (Jokisaari & Nurmi, 2005; Kashefpakdel 

& Percy, 2017; Kemple & Willner, 2008). For example, it has been found that career talks are 

cost effective; they have long-lasting positive effects (Kashefpakdel and Percy, 2017; Larson, 

2018). In countries such as Norway and the UK, students and teachers find workplace visits 

and job shadowing valuable experiences.  

 
9 In career talks, professionals from different business sectors talk to students about their professions. 
  
10 Mentoring support from people in different professions. 
 
11 Career observation or job-shadowing helps young people learn more about a particular career. 

Students usually work for short periods of time – no more than three days – observing the workplace 

and the tasks performed (Hughes et al., 2016). 
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As Kashefpakdel and Percy (2017) found, young people who engage with employers, 

even for a very short period while they are still in school, earn more in the future. Mann and 

Percy (2014) have shown that students who have work experience or have been in contact 

with employers or agencies at school have up to 18 percent higher incomes in the future. 

Students who interact with employers not only typically have better employment outcomes 

but also, better educational outcomes. They also make better career decisions. Having work 

experience specifically related to school courses may encourage students to undertake tertiary 

education instead of working after they graduate from school. Beck et al. (2006) have noted 

that young people tend to continue in educational pathways rather than working after leaving 

school because: “for them, the educational route [is] perceived as less risky than work‐based 

alternatives” (p. 287). Work experience while at school may also lead to higher academic 

attainment (Mann & Dawkins, 2014). In the same vein, Huddleston et al., (2012) found that 

work experience was an influential and essential part of university admission. However, some 

have argued that employment engagement may encourage students to pursue other pathways 

rather than university and higher education. Students who complete a work placement are 

more likely to do an apprenticeship than finish their schooling (Fitzenberger et al., 2020; 

Goux et al., 2017).  

Research has shown that in some countries (for example, the UK and Aotearoa New 

Zealand) employer engagement with secondary schools is not always effective. A 

considerable number of employers reported a range of barriers in supporting career-related 

activities. The UK Commission for Employment and Skills (2015) examined these barriers 

from employers, school careers advisors, and the students’ perspectives. In various 

interviews, employers raised concerns about a lack of clarity about the school’s needs and 

available support from the educators. Participants also mentioned the relationship between 

employers and schools as one of the barriers to establishing an effective employer 
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engagement programme. Researchers have also shown that students’ aspirations, interests, 

academic plans, and experiences do not always align with the offered job experiences, as 

there are typically limited jobs available (Waller et al., 2014).  

Employers might be more likely to engage in career guidance if they had a better 

understanding of how they can be useful in a particular local context. Employer unions could 

be engaged in such tasks (Musset & Mytna Kurekova, 2018). They also need to be informed 

about the direct benefits associated with engaging in career education. Governments and 

policymakers could develop a toolkit for employers (e.g., an internship or job shadowing 

action plan) to help employers understand how best to host students (Larson, 2018). In some 

countries, like South Korea, Canada, Saudi Arabia and Qatar, governments offer awards for 

business that provide workplace learning support to school (Solberg & Borbely-Pecze, 2015). 

In Aotearoa New Zealand, there are two major advocacy organisations that work with 

businesses and the government to engage employers in career education. However, the 

majority of employers in this country do not participate in school careers education. Borbely-

Pecze and Solberg (2015) have argued that companies in this country have human resource 

challenges which prevent them from implementing internship programmes.  

Although school leaders understand the positive impact of employer partnerships on 

students’ motivation and performance, only a few schools are able to build effective 

partnerships with employers (Deloitte, 2010). Some participants noted school leaders’ 

reluctance to involve employers. For some school leaders, exam results are more important: 

“nonexamined” areas such as work experience or gaining transferable skills, are not 

considered priorities. Moreover, school leaders often do not have the capacity to establish 

relationships with employers (Deloitte, 2010). School leaders and educators have also noted 

that they are not familiar with the world of employment outside of the school and do not 

understand “employer’s needs, operations, and capabilities” (UK Commission for 
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Employment and Skills, 2015, p. 21). In addition to struggling to understand the labour 

market dynamic and career demands, they also do not understand the importance of these 

opportunities for students and how such these opportunities will help them to develop their 

skills (Howieson et al., 2012). In the New Zealand context, Hipkins and Vaughan (2019) 

have noted that school leaders also have to contend with time constraints associated with the 

school timetable. This finding is echoed in Australian research which found that a lack of 

time and human resources are the most common reasons for schools not expanding their 

engagement with employers (Rothman, 2019). In short, it is not always possible to include 

work experience sessions due to the nature of school timetables. Furthermore, schools must 

inspect work placement environments to ensure compliance with health and safety 

regulations; such an activity may not be possible due to time constraints (Musset & Mytna 

Kurekova, 2018). 

While many young people have reported that their parents play a significant role in 

influencing their career paths, studies have found that their parents are often unable to 

provide comprehensive advice because they do not understand alternative pathways into 

careers (O’Connell, 2022; Vernon & Drane, 2020). Parents are not normally adequately 

informed about all the options available for their children and do not realise the diversity of 

careers in different sectors. Moreover, they do not understand the relationship between 

schooling and career development. There are often few opportunities for parents and children 

to observe and experience various jobs, particularly in fields that are more technical, 

technological, and scientific. In addition, parents tend to hold academic bias in regard to work 

experience. Parents are less likely to encourage their students into part-time jobs or 

vocational career paths. However, employers can enhance the opportunities and mitigate this 

parental bias by providing different perspectives about the workplace (Musset et al., 2018). In 
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this way, employers are able to show parents the importance of work experience in order to 

provide their children with a realistic alternative to their career goals. 

Youth Guarantee and Gateway are two New Zealand careers schemes that support 

students in choosing their career pathways. Youth Guarantee is a programme which provides 

young people aged between 16 and 19 years of age a chance to develop their skills through 

vocational pathways, courses, and training sessions provided by industrial and educational 

sectors (Youth Guarantee, 2020). This programme establishes relationships between 

employers, educators, and learners. It provides students with opportunities to gain skills and 

knowledge valuable to employers and tertiary education (MoE, 2018). In particular, Youth 

Guarantee aims to facilitate a successful transition from school for at-risk students (Irwin, 

2020). Gateway is an initiative which focuses more on structured workplace learning as part 

of a student’s senior programme of study. Gateway programmes help students to gain 

experience in different industries and businesses, as well as achieve NCEA credits. 

Career Theories 

In this final section, I will explore some career education theories found in the 

literature. These theories offer valuable insights into the complex dynamics of the school-to-

work transition. By examining these theoretical frameworks, an analytical lens is provided 

through which the experiences of immigrant students can be understood, potential challenges 

and barriers they encounter can be identified, and strategies to enhance their successful 

transition-to-work can be uncovered. By delving into the extensive body of research on career 

education models, a deeper understanding is sought, and practical implications for supporting 

immigrant students in their pursuit of meaningful and rewarding career pathways are 

discussed. 
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Social Constructionism 

Social constructionism is a theoretical perspective that places emphasis on the 

influence of social interaction and language in shaping our understanding of reality (see page 

77 chapter four for further details). It suggests that our knowledge, meanings, and concepts 

are socially constructed through shared interpretations and collective agreements within 

specific cultural or social contexts, rather than being objective or absolute (Denzin & 

Lincoln, 2018; Taylor et al., 2015). According to social constructionism, reality is not fixed 

or predetermined, but is actively created and maintained through social processes and 

interactions. 

Social constructionism as a theoretical framework has significant implications in the 

study of careers, particularly in terms of how we perceive and examine 'career'. Adopting a 

social constructionist perspective emphasises that career is perceived as a socially constructed 

process that reflects an individual's interactions with others. As such, assumptions about what 

constitutes career paths and acceptable career behaviour are influenced by these social 

dynamics. Social constructionism highlights also the contextual nature of careers. It 

emphasises that career meanings and actions are influenced by social, cultural, and historical 

contexts (Blustein, 2013; Savickas, 2013). This perspective encourages an understanding of 

careers as socially situated and shaped by broader social structures and norms. These aspects 

also prompt research to inquire about power dynamics and ideologies in the interpretation 

and implementation of careers, such as why certain types of careers are considered legitimate 

and esteemed, while others are marginalized or disregarded (Savickas, 2013). 

A social constructionist perspective offers unique insights into aspects of career that 

may be overlooked by other career theories. This perspective allows for the exploration of 

dimensions of career that are often overshadowed by more positivistic approaches, thereby 

providing a broader and more comprehensive understanding of the subject. Social 
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constructionists have urged career theorists to focus on the diverse interpretations of actions 

across cultures and the variations of these meanings within cultures (Cohen et al, 2004). They 

argue that career theory has been predominantly focused on stability, security, and 

maintaining a singular notion of reality, thereby neglecting the complexities and fluidity of 

career experiences. 

Social cognitive career theory 

Social Cognitive Career Theory (SCCT) is another theoretical framework that is 

influenced by social cognitive theory, cognitive psychology, and career development 

research. This framework explains how individuals develop their career interests, make 

career-related decisions, and develop their career skills (Lent et al., 1994). It highlights the 

role of three key elements: Self efficacy beliefs, outcome expectations, and personal goals 

(Lent & Brown, 1996; Lent et al., 1994). Career self-efficacy refers to how confident 

individuals feel about doing different career-related tasks like finding a job, networking, and 

interviewing. These beliefs change over time and are influenced by different areas of 

performance and the environment around them (Betz, 2007; Lent et al., 2017). Career self-

efficacy plays a crucial role in driving individuals towards their career goals. As individuals 

starting their careers often have limited work experience, their self-efficacy beliefs are 

influenced by other sources such as education, access to information, and learning from 

others (Brown & Lent, 2013). 

Another elements of the SCCT is outcome expectations which refer to an individual's 

beliefs about the outcomes of performing specific tasks or actions. These beliefs can be 

related to various aspects, such as financial rewards, social approval from others (approval or 

recognition from others), or self-evaluative (personal satisfaction or fulfillment) (Lent et al., 

1994). Each of these anticipated outcomes can impact an individual's career behaviors. 

Outcome expectations play a significant role in shaping young people's occupational interests 
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and career development (Johnson & Mortimer, 2011; Krahn & Galambos, 2014). The 

anticipated outcomes associated with different career paths or tasks can influence a person's 

level of interest in pursuing those careers. 

 Goal formation refers to the process by which students develop and establish specific 

targets related to their career development. Students' career goals are influenced by their 

values, interests, and aspirations. In another word personal values play a guiding role in 

shaping the direction and focus of an individual's career choices and actions (Burga et al, 

2020; Walker & Tracey, 2012). SCCT also emphasises that individuals' career choices are 

influenced by environmental influences, such as social and cultural contexts. As such, the 

expectations can be changed because values and priorities are constantly changing. (Arnett, 

2014 ; Spurk et al., 2019). Also, the support previously provided by theeducation system, 

family, network of friends etc. diminish over time, requiring individuals to take more 

responsibility for their career decisions and actions. 

Social Capital Theory 

Social capital theory is a sociological idea that centres around the significance and 

advantages individuals or groups gain from their social networks and relationships (Dubos, 

2017). When applied to school-to-work transition, social capital theory offers valuable 

insights into how young people utilise their connections and resources while navigating this 

transition. Researchers have argued that social capital frameworks demonstrate positive 

connections between social capital and young people's educational outcomes, such as 

academic achievements (Varga & Zaff, 2018), as well as their ability to secure their initial 

employment opportunities (Chang et al., 2010; Scales et al., 2020). 

Social capital’s not equally distributed among all individuals. Research indicates that 

young adults from minority background face challenges in their transition from school-to-

work in terms of accessing postsecondary education and employment opportunities due to 
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factors such as implicit bias, employer discrimination, and limited access to higher education 

(Hossain & Bloom, 2015; Levy et al., 2016). Schools play a vital role in offering social 

resources that assist young people in their school-to-work transition. As mentioned earlier, 

schools can help students discover potential work experiences and establish connections with 

employers. However, barriers like language and cultural differences can impede the impact of 

schools on the range of opportunities available to immigrant youth. This challenge also 

extends to immigrant parents who may lack a strong network of contacts, including 

knowledge of potential employers, especially upon their arrival. Consequently, these parents 

may struggle to establish social capital to provide guidance to their children (Müller & 

Schneider, 2013). 

Peers serve as another form of social capital that has been identified in the body of 

research. Evidence shows that positive peer relationships and strong peer networks are 

associated with academic achievement (Berthelon et al., 2019) and a successful school-to-

work transition (Ruschoff et al., 2018). In their study, Boat et al. (2022) showed that peer 

social capital may not directly enhance the successful school-to-work transition, but it has an 

impact on students' self-efficacy and confidence. They also discuss the role of peers as 

mentors, which can lead to positive social-emotional well-being, favourable career outcomes, 

and academic achievement. 

Chapter Summary 

This chapter has reviewed the policy and research on careers’ advice, provided by 

professionals and others, both internationally and in Aotearoa New Zealand. The chapter has 

explained recent studies on components of careers education and what needs to be included to 

ensure that young people have the necessary skills for their working lives. The literature 

identifies the role of different contributors in schools, including career advisors, school 

leaders, and teachers and how each of them can each influence the school-to-work transition. 
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This chapter has also examined the role of parents, peers, and extended family in supporting 

and influencing students’ career pathways. The chapter has discussed the impact of work 

experience and employers and their involvement in careers education. This section has also 

examined the barriers schools face in engaging employers in careers education. Finally, this 

chapter look at three careers education theories including social constructionism, social 

cognitive career theory (SCCT), and social capital theory. 
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Chapter Four: Methodology 
  

Introduction 

This chapter outlines the study’s methodology and provides a description of the 

decisions made in order to minimising factors that may compromise research rigour. It offers 

a detailed discussion of the study’s design and explains how the study was conducted. The 

first part of the chapter presents the methodology, the source of the data, and my approach to 

the interpretation and analysis of that data. The final section of the chapter presents the steps 

taken to the study’s trustworthiness and the ethical processes and practices used in this work. 

Study Design 

There are wide range of approaches that researchers can use when conducting a social 

science inquiry. Crotty (1998) has argued that the choice of approach depends on the 

researcher’s world view. Researchers thus need to have a clear understanding of their 

philosophical position and how it will guide their study (Taylor et al., 2015). They should 

identify and explain philosophical assumptions about the nature of the truth and unravel how 

they understand these in relation to their work (Crotty, 1998). There are three fundamental 

philosophical building blocks. These dimensions, which are situated at three different levels, 

are ontology, epistemology, and methodology (Crotty, 1998; Denzin & Lincoln, 2018; 

Mertens, 1998; Morgan, 1996). 

Ontology, the first dimension, refers to the theory of existence (Cohen et al., 2018). It 

considers the nature of existence and the structure of reality (Crotty, 1998). Among 

ontological perspectives, ‘relativists’ hold the view that there is no objective reality and that it 

is relative to our interpretation, and social constructs. Even though the world clearly exists, I 

believe that ‘the world of meanings’ does not exist independently of the human mind. Our 

view of the world is shaped by people, culture, and our social frame (Crotty, 1998; King & 

Horrocks, 2010; Lincoln & Guba, 1985). Due to the nature of the study, I chose to adopt a 
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relativist ontological perspective. More specifically, I examine the role different individuals 

including parents, career advisors, and teachers play in an immigrant’s school-to-work 

transition. Thus, a relativist ontological perspective was well suited to this study. 

While ontology seeks to answer the question of what reality is, epistemology focuses 

on how we come to know what we know (Davidson & Tolich, 2003). Epistemology asks 

about the nature of the knowledge and the relationship between the inquirer and the object of 

inquiry (Mertens, 1998). There are different views about the nature of knowledge which are 

contained under the theory of epistemology. There are different aspects of epistemology such 

as positivism and constructionism (Crotty, 1998; Denzin & Lincoln, 2018). Constructionism 

assumes that social realities are constructed and that an individual cannot be reduced to 

variables or measures (Taylor et al., 2015). This study takes a social constructionist approach. 

I believe that there are no fixed, single, agreed upon, or measurable elements of reality and 

that truth cannot be discovered; instead, it is constructed through social interactions 

(Creswell, 2007; Crotty, 1998; Merriam & Grenier, 2019). 

Qualitative and quantitative inquiries reflect different research paradigms and a 

researcher’s philosophical position. In a quantitative study, a researcher discovers realities by 

using data collection tools and analysis methods which stress ‘objective’ measurements, often 

involving numbers and percentages (Creswell, 2018; King & Horrocks, 2010). By contrast, 

the qualitative research method seeks to explore individual experiences and the meanings 

constructed through social interactions. Taylor et al. (2015) have argued that qualitative 

studies are interested in individuals’ histories and backgrounds and that their approach tends 

to be more holistic. They argue that people cannot be reduced to variables and statistics and 

that their perspectives are equally important. A qualitative researcher is concerned with the 

meanings participants attach to their lives; thus, s/he attempts to understand settings or 
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phenomena by probing participants’ experiences. This study uses qualitative methods to 

understand the school-to-work transition through parents’ and career advisors’ eyes. 

In order to frame my qualitative study, I borrow elements from interpretivism. 

Interpretivism, encompassed within constructionism, emphasises understanding the 

constructed realities through interpretation (Crotty, 1998; Mertens, 1998). In interpretivism, 

the research cannot be considered independent of the researcher’s values (Mertens, 1998). In 

short, the researcher influences the study’s findings: the findings are co-created through the 

interactions between the researcher and the participants’ construction (Denzin & Lincoln, 

2018; Mertens, 1998). This process is an evolving one which can be affected by the 

environment, history, and culture of the researcher and participants (Crotty, 1998). 

Phenomenology is a concept that researchers use to understand an individual’s ‘lived 

experience’ of a social or a psychological phenomenon. It explores how people experience 

the world, interpret it, and create meanings based on their experiences (Adams & van Manen, 

2008; Crotty, 1998; Merriam & Grenier, 2019). The phenomenological approach focuses on 

unfolding participants’ experiences in the present moment. It is interested in commonalities 

or common experiences among a group of people (Adams & van Manen, 2008). The two 

main approaches adopted in phenomenological studies are descriptive phenomenology and 

the interpretative phenomenological approach (IPA). As its name suggests, descriptive 

phenomenology describes a phenomenon without interpreting or explaining it (Giorgi, 2009; 

Giorgi et al., 2017).  

Eatough and Smith (2017) have challenged descriptive phenomenology due to the 

active nature of the research process. They argue that the researcher’s role cannot be 

overlooked in a phenomenological inquiry, since without the researcher interpretation, 

analysis is impossible. IPA contends that knowledge can only be derived through 

interpretation, both on the part of the researcher and the participant/s (Smith, 2010). While 
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descriptive phenomenology describes a phenomenon, IPA interprets it. A third school of 

thought brings these two approaches together. This study mainly subscribes to IPA, because 

it enables me to understand the participants’ stories and experiences, by moving from 

presuppositions to interpretations and back. In other words, IPA allows me to use my 

personal experience of an immigrant parent to interpret and explore. 

As the final element of qualitative research design, the research methods explain the 

means and strategies for data collection. Methods include the sampling and recruitment 

process, the means of generating the data, and how the data will be analysed (Crotty, 1998). 

In the following section, I explain the data generation process. I also explain the problems I 

encountered at each stage of the process and how I resolved these. Figure 3.1 summarises my 

philosophical approaches and the principal method used in this study. 

 

Figure 3.1. Study Design 

Recruitment of Participants  

The aim of this phenomenological study is to gain a deeper understanding of the selected 

participants’ experiences. In this study, I interviewed two different groups: immigrant parents 

and career advisors. I used purposive sampling in this study, which means that I relied upon 

my own judgment when choosing participants for the study (Etikan et al., 2016). I also used 
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maximum variation sampling (heterogeneity sampling), a technique which involves selecting 

samples from a small number of cases with wide variety. Using this technique enabled me to 

generate data from diverse points of view. Patton (2002) has discussed the importance of this 

strategy arguing that for qualitative studies it provides high-quality, detailed findings, 

particularly in those studies which include a small number of participants. As recommended, 

in so far as it was possible, I also took into account different sampling elements, such as the 

participant’s age, gender, and ethnicity. 

         The first group of participants were immigrant parents. To ensure effective sampling, 

I first needed to establish the sampling criteria by answering these questions: “Who is a 

parent?”, “Who is an immigrant student?”, and “Parents of what age or school-level child?” 

Moreover, as I was investigating recent immigrants, I needed to choose a maximum length of 

stay. As per the New Zealand Law Commission (2005), the definition of a parent includes 

individuals who have a biological or legal affiliation with a child. Acknowledging that 

parenthood can extend beyond biological connections, in this study I focus on the legal 

relationship when identifying parents. To ensure participant selection, individuals were asked 

before the interviews if they have legal responsibility for their children's education and if the 

school communicates with them in their capacity as parents. It is important to highlight that 

in all cases, the parents were both legally and biologically connected to their children. 

Identifying an ‘immigrant’ was not straight-forward; different government documents 

and resources have different definitions of who an immigrant is. For example, according to 

the MoE, there is no clear definition of an immigrant student; they are categorised as either a 

domestic student or an international student: 

A student who is not a New Zealand citizen is treated either as a domestic 

student or an international student depending on the documents they hold 

giving them the right to reside in New Zealand. Although they may be from 
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overseas, they may have the same eligibility as a New Zealand citizen, and 

they may be classed as a domestic student. (Hampshire, 2017, p. 3) 

According to the MoE guidelines, any student who was born in another country (and/or for 

whom English is not a first language), and is in a minor ethnicity, could still be considered a 

‘domestic student’. In this case, it becomes impossible to define who an ‘immigrant student’ 

is. The StatsNZ (2017) definition is closer to my working definition of an immigrant since it 

determines an immigrants’ status based on their travel sequences over a sixteen-month 

period. Immigrant status is assigned to travellers who have observed a change in residency 

status after a sixteen-month travel history has been established.   

Another complexity I encountered in defining the term ‘immigrant’ was various 

individual’s understanding of this term. Refugees, asylum seekers, and work visa holders can 

all be considered immigrants; they have all migrated from their home country to New 

Zealand, though for different reasons (Pastoor, 2015). For example, refugees are at risk of 

harm in their home country and seek protection in any safe country, such as Aotearoa New 

Zealand. Some of them do not come directly to New Zealand but via a resettlement 

programme. Asylum seekers come to New Zealand with either a visitor’s visa or a work visa 

and, once they have arrived in the country, lodge a refugee claim. Furthermore, refugees and 

asylum seekers can sponsor family members to come to New Zealand (MBIE, 2019b). Work 

visa holders and economic migrants are granted entry to the country as a result of having 

particular work skills; however, work status can be transferred to immigrant or asylum seeker 

status based on the applicant’s request (MBIE, 2019a).  

In this study, I initially limited the choice of participants to immigrants, excluding 

refugees, asylum seekers, and work visa holders, as I was searching for a specific group of 

informants who moved to New Zealand under resident visas. I thus conflated immigrant 

status with having a resident visa. However, during the recruitment and interview processes, I 



 
 

82 
 

found that participants, career advisors, and parents alike, had different views about who 

constituted an ‘immigrant’ or who should be considered an ‘immigrant’. They defined an 

‘immigrant’ as any person who had moved to another country, either permanently or with the 

intention of remaining permanently. Therefore, in this study I included individuals who saw 

themselves as an immigrant. 

         Another criteria for selecting my participants related to the student’s level of school 

enrollment. Any student who has a National Certificate of Educational Achievement (NCEA) 

can be legally employed according to their qualification. NCEA is recognised by employers 

in New Zealand. Students who are at levels two or three of NCEA have typically interacted 

with career advisors (MoE, 2009) as they are nearing the age where they will pursue further 

education or enter the workforce. Thus, I recruited parents who had children studying at 

NCEA levels two or three. 

         The last criteria I considered was the parents’ length of stay. As Beicht and Walden 

(2017) have argued, the less time the immigrants have spent in the country, the higher the 

risks in terms of employability. Thus, I looked at the group of immigrant parents and students 

who are most vulnerable to employability and settlement challenges. According to 

Immigration New Zealand, recent migrants are those who have lived in New Zealand for five 

years or less (MBIE, 2020). Therefore, I chose participants from parents of secondary school 

students who had been in New Zealand since 2015; five years prior to 2020 when I started 

recruiting participants.  

In summary, I considered the following criteria when recruiting parents for this study: 

1-     They perceived themselves as an immigrant because they have an immigrant visa or 

intended to remain in Aotearoa New Zealand permanently;  

2-     They had at least one child completing NCEA at either level two or three. 
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3-     They had moved to New Zealand within the chosen time period (and had lived in the 

country for five years or less). 

Using these criteria I recruited 16  number of participants, including 13 women and three 

men. They were from different nationalities including Iran, Bangladesh, Malaysia, 

Afghanistan, Kenya, Philippines, Chile, and China.  Demographic information for the parents 

is provided in Appendix G. 

         The second group of participants I recruited for interviews were secondary school 

career advisors. When I began working with career advisors in high schools, I realised that in 

addition career advisors, other staff in the career departments had experience in advising 

students. Thus, any school staff member who worked in this department was invited to 

participate. Another aspect that I considered when choosing career advisors to participate was 

the ethnic and cultural diversity of the schools they worked in. That is because I believed the 

schools with higher levels of ethical and cultural diversity would also have the highest 

number of immigrants. In this study, I used ERO reports from high schools to identify those 

schools in south island with the highest numbers of Asian students and those which had the 

greatest ethnic and cultural diversity in their student population. Initial attempts were made to 

recruit participants from these schools. 

         The number of participants could not be determined at the beginning of the study. 

According to Patton (2015), in qualitative study, there are no rules regarding appropriate 

sample size. However, factors such as the study’s purpose, the methodology, participant 

availability, and time constraints may influence a study’s sample size. Creswell (2007), 

Morse (2000), and Smith (2015), indicate that an adequate sample range for a 

phenomenological study is between six and 20 participants.  

Recruitment Process. Recruiting participants was a multi-phase process. Different 

strategies were used for each group (parents and career advisors). For the purposive sampling 
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of parents, I used a variety of recruitment methods, including direct contact, snowballing, and 

advertising the study on specific communities’ social media pages (Appendix L). The first 

group of parents who were recruited were members of my Iranian community. Some of these 

members were my friends. I contacted them directly. I explained the purpose of the study to 

the participants face-to-face and provided information about the types of interview questions 

I would ask. After they had verbally agreed to participate in the study, I emailed an 

information sheet and consent form to each participant to complete before the interview 

session. This part of the recruitment process was straightforward. As the participants knew 

me as a member of their community, building rapport was easy. However, I was aware that it 

could influence what I could ask and what they might answer. 

         The second approach I used to recruit parents was a snowballing technique in which 

research participants are asked to assist researchers in identifying other potential subjects 

(Taylor et al., 2015). I recruited parents using informal networks; through PhD peers and 

friends who worked at south island high schools. Finally, to recruit the desired number of 

parents, I advertised on social media community group pages. I initially advertised in the 

Iranian and Afghani Society Viber group chat rooms, the preferred platforms for each of 

these community. To increase the chance of a heterogeneous sample, I also advertised on 

other community pages in some other cities in north island, including on Chinese and Filipino 

social media platforms. 

         I used similar methods to recruit career advisors. My strategies included using 

“insider assistants,” formal channels, and meeting with relevant people at academic 

conferences. Recruiting career advisors was not as easy as recruiting parents, primarily 

because I was an outside researcher and not a school staff member or part of the teaching 

community. For my first interview (the pilot interview), I used an “insider assistant”, a term 

which refers to a person coming from, or working in, the chosen community (King & 



 
 

85 
 

Horrocks, 2010, p. 31). The insider assistant was one of my PhD colleagues. She worked in a 

high school and introduced me and my study to her colleagues in the career department. I 

then moved to more formal channels: I contacted various school principals via email. I 

explained my proposed study and asked for consent to recruit career advisors who worked at 

these schools. I advised those who were interested in participating to contact me via email or 

phone. Most school administrators and principals did not answer my email or follow-up with 

me after face-to-face contact. This approach was not effective and among 10 tries I was only 

able to recruit four participants. Previous studies have shown that recruiting participants in 

schools can be challenging as the researcher needs to find a relevant and appropriate contact 

person in the school and establish a relationship with them (Bartlett et al., 2017; Mishna et 

al., 2012). My third attempt to recruit career advisors was at a conference held in 2019. At 

this conference, I had the chance to introduce my study and explain the challenges I had 

experienced in recruiting career advisors. After my presentation, a high school staff member 

approached me and said she would speak to colleagues at her school. I was able to recruit two 

participants using this strategy. Appendix D provides more details about the career advisors 

and the school they come from.  

Data Generation 

I used a range of data generation techniques, including semi-structured interviews, 

participant and researcher diaries, a focus group, and informants’ demographic information. 

Semi-structured interviews and focus group were my primary data sources. I integrated this 

data with my personal research journals. 

In-depth, semi-structured interviews. Interviews are one of the most common tools 

to collect data. In a qualitative study, researchers may interview participants who have 

experienced the chosen phenomenon (Smith, 2015). Structured, semi-structured, and 

unstructured interviews can provide a rich source of data. Interviewing is an active process in 
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which the researcher collects a detailed description of individuals’ experiences and meanings 

(Fontana & Frey, 2005; Ravitch & Carl, 2015). While in structured interviews the researcher 

controls the interview process, this type of interview poses limitations. For example, 

responses may remain ambiguous and some new and peculiar aspect of the interview may 

remain undiscovered: the participant does not have a chance to elaborate as the researcher has 

a set of questions they want to ask (Smith, 2015). Unstructured interviews are another tool 

which can be used to collect data and involve no pre-defined questions. In this case, the 

interview takes the form of a narrative (DiCicco‐Bloom & Crabtree, 2006; Patton, 2002). The 

purpose of an unstructured interview is to gain deeper insight into a participant’s life without 

prompting, and to assist the researcher in developing a better understanding of the 

participant’s social reality from his or her perspective. Semi-structured interviews cover 

many aspects of both unstructured and structured interviews. In a semi-structured interview, 

the researcher guides, rather than dictates the interview process. They can ask additional 

questions to explore areas of interest. Compared to structured interviews, semi-structured 

interviews offer flexibility and allow for the development of rapport (Smith, 2015). A semi-

structured interview is a social encounter in which a social construct between the participant 

and researcher may be made, shaping the information gained from the data collection 

procedure (Fontana & Frey, 2005; Rapely, 2004). Thus, the degree of structure may affect 

what data is generated. Considering my study’s purpose and need to understand parents and 

careers advisors’ experiences of the school-to-work transition, in-depth, I chose to use semi-

structured interviews as they would provide opportunities to explore novel issues that might 

appear during the interviews. For example, the topic of racism was not included in any of my 

interview questions; however, some of the participants referred to racism during the 

interviews and I was thus able to explore how it might relate to the school-to-work transition. 
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Interview questions should focus the discussion around the research topic and cover 

any potential themes arising from background studies. To construct the interview questions, I 

drew upon Smith’s (2015) techniques. Initially, I chose a broad range of topics based on 

findings from other studies. These included, for example, parental involvement with careers 

education or parent-school communication. I then decided on the sequence of the topics to 

address relevant areas. Finally, I developed potential sensitive topics to ensure the 

participants’ comfort. Topics such as parental relationships with their children or recent 

challenges parents face with their children, were included in this section. In the next step, I 

developed further questions related to each topic and designed prompt questions to enable 

respondents to elaborate or provide further information. After completing each interview, I 

revised the interview questions to ensure that the generated data answered the research 

questions (Kallio et al., 2016). For example, after conducting interviews with parents from 

my own culture, I realised that they tended not to elaborate on their points about cultural 

issues as they thought I was aware of the particular issues they were speaking about. In the 

next round of interviews, I asked the participants to explain these terms and their 

understanding of the events from their point of view or how they would be interpreted in their 

culture.  

Through the interviews, I wanted to understand parents’ and career advisors’ 

perceptions of the school-to-work transition among immigrant youth. For the parents, I used 

an interview schedule which had three main sections. (Appendix V). To provide an 

environment where participants felt relaxed enough to share his/her personal experience and 

views (Bogdan & Biklen, 1998; Taylor et al., 2015), I began by making general and broad 

inquiries, which included asking for the parents’ sociodemographic information such as age, 

education, and cultural background as well as their personal/work commitments (Rapely, 

2004; Taylor et al., 2015). The second section of the schedule asked about the challenges they 
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faced as an immigrant in New Zealand. I asked questions about their children and their 

overall experience of settling into a new country. I also asked the parents how they and their 

children dealt with the new education system and schools in New Zealand. I used a funneling 

strategy (Smith, 2015) to gain information from the parents about the school and their 

perceptions of career education and career advisors in New Zealand. In the last section, I 

investigated parents’ understanding of their own and other actors’ roles (such as career 

advisors) in influencing students’ future careers.  

Similar to the parent interviews, the career advisors’ interviews included three main 

sections, starting with general questions followed by questions about their job and experience 

working with different types of students, and in particular, immigrants and their families. The 

final section of questions asked career advisors to consider their role in the school-to-work 

transition and what would improve their job or the support they are able to offer. 

When collecting such data, as the researcher, I tried to be aware of my own thoughts, 

of asking non-leading questions, and never expressing my own experience or opinions 

(Rapely, 2004; Taylor et al., 2015). Rapport is also crucial for the participants to be able to 

provide a rich and detailed account of their experiences (McGrath et al., 2019). To build 

rapport and avoid participants feeling that the interview was a one-directional interaction, I 

started by asking general and innocuous questions such as “how was your day?”, took notes, 

and made gestures to indicate that I understood, such as nodding my head. In some 

interviews, participants shared contrasting ideas and experiences. In cases such as these, I 

examined and cross-checked statements by asking questions in different ways and at different 

times, both directly and indirectly. During the interviews, some participants wandered off-

topic and talked about irrelevant issues. To deal with this situation, I did not interrupt them, 

but instead smoothly drew their attention back to the interview question (McGrath et al., 

2019; Taylor et al., 2015). 
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I conducted the interviews in a comfortable and private setting, away from any 

observers or listeners (Creswell, 2007). There were several reasons for this, including ethical 

considerations (e.g. participant’s privacy) as well as comforting the participants and building 

rapport. The time, date, and place where I met with participants was agreed upon between us 

and the interviews were conducted in English (for the parents and career advisors) or Farsi 

(upon parents’ requests). After receiving their permission, I audio recorded the participants’ 

interviews. This practice enabled me to have more control over the interview and write 

details related to the participants’ nonverbal reactions (Halcomb & Davidson, 2006; Smith, 

2015). I used two digital voice recorders, one as the main recorder and another one as a 

backup. The quality of the recorded voice was checked before each session and after each 

interview.  

Focus group interview. A focus group is a flexible, multipurpose method that can be 

used when a researcher wants to generate new ideas and understand how participants develop 

and elaborate their thoughts and experiences in a social framework (Ravitch & Carl, 2015). 

This method of research is typically used to generate conversations that uncover an 

individual’s opinion regarding a particular issue. It can be used to reveal whether there is 

agreement among the group on the topic at hand (Cyr, 2015). I decided to conduct focus 

group interviews to explore some of the common and contrasting ideas from the individual 

interviews. After explaining the focus group process in the one-to-one interviews, parents 

were invited to participate in a focus group interview. Upon approval, I sent a focus group 

information sheet (Appendix J) to the participants, which provided details about the venue, 

the date, and time of the focus group, and a text reminder the day before the interview. Only 

three parents agreed to participate in the focus group. The focus group was limited to an hour 

to avoid participant frustration (Smith, 2015). 
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Choosing a venue that was convenient for all of the participants was challenging and 

different parameters were considered. As Wilkinson (2015) recommends, I chose a private 

and quiet place to ensure effective audio recording, and where there would be no pressure to 

finish within a particular timeframe. After considering a number of different options I booked 

a meeting room in a branch of the public libraries. The facility room was large enough to 

accommodate the group and fit video projectors, chairs, tables, and sofas. Chairs were set up 

in a semi-circular arrangement to encourage eye contact between the participants and to 

facilitate easy and effective recording (Wilkinson, 2015). I used a PowerPoint slide to 

provide information about the interview session and interview questions. I also provided 

paper and pens for taking notes. 

I developed the focus group schedule based on the individual interviews. I began by 

welcoming the participants and providing a brief explanation of the study as well as the 

interview plan. The focus group included an ‘ice-breaker’, an informal question posed to 

establish rapport between the participants (Ravitch & Carl, 2015). The icebreaker consisted 

of questions about the participants’ names and cultural backgrounds. To facilitate 

transcription, I used a recording sheet to identify the speakers. I also used verbal prompts, 

including the participants’ names.  

Data generation during the Covid-19 pandemic. The Covid-19 pandemic poses 

challenges for researchers and the data generating process. This study was no an exception 

and has been complicated by social distancing rules as well as prioritising the participants’ 

and researcher’s safety. Such factors made it difficult to collect qualitative data in person and 

via focus groups. I began the data generation process in October 2019 and conducted four 

interviews. Before March 2020, I completed four interviews in total; two with career advisors 



 
 

91 
 

and two with parents. At this time, Aotearoa New Zealand went into alert level four12 

lockdown. During this alert level, all public buildings, including universities and schools, 

were closed. People were advised to stay at home with their household members. These 

limitations delayed the data collection process as I had planned to conduct face-to-face 

interviews during this time. Upon the country’s entry into alert level two in July 2022, I 

recommenced my interviews with participants. Although I recruited most of the parents 

before data collection, a few opted out of the interviews due to concerns related to their 

health and safety. 

Studies recommend using online qualitative research tools in the Covid-19 era (Adom 

et al, 2020; Roberts et al., 2021; Vindrola-Padros et al., 2019). These studies state that there 

are no differences between the individual and online interviews in terms of rigour and the 

ethics of the reseach. However, in this study I chose not to use a virtual approach for a couple 

of reasons. Firstly, to do so would have required ethical approval. I had only received ethical 

approval to conduct face-to-face interviews, and obtaining another ethics approval would 

have caused further delays. During this time, due to all of the uncertainty surrounding Covid-

19, and the fact that many people were now having to work from home and juggle work with 

childcare, all official processes were taking longer. A second reason was related to the ability 

to establish rapport using virtual tools. It has been argued that poor connectivity or dropped 

calls may negatively affect rapport (Seitz, 2019).  

Online methods such as video chat also raise privacy concerns, as a researcher may be 

violating a participant’s personal space, particularly if the participants do not have 

headphones or do not use a virtual background (Sy et al., 2020). This was very likely at that 

 
12 Between March 2020 and December 2021, during the early stages of the Covid-19 pandemic, a four-level 

restriction system was implemented in New Zealand, with levels three and four involving forms of public 
lockdown. The first level of the plan was devoid of restrictions; the second level contained restrictions on 
gatherings; the third level permitted only purposeful travel and imposed strict limitations on gatherings; and 
the fourth level prohibited all gatherings except those essential for life. 
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time since all members of the family were essentially confined to home, and I was uncertain 

whether they could manage privacy concerns. For these reasons, I decided to conduct the 

remainder of my interviews in person. 

I conducted the focus group after I had completed the individual interviews. During 

that time period, there were still some limitations on people gathering together. Moreover, 

people were also cautious about gathering together because of social distancing rules. As a 

result, I was only able to recruit three participants for the focus group. I integrated the data 

collected in the focus group into the general narrative since it was insufficiently rich to be 

presented as a separate section. 

Even after the country moved to alert level two, I was unable to recruit careers 

advisors immediately. Recruitment and interviewing for the careers advisors began six 

months after the first lockdown. Schools still had restrictions in place, making it difficult for 

outsiders to enter the school community. Furthermore, I realised that all school staff, 

including career advisors, had limited time because they had to deal with school matters once 

the schools reopened. During the interviews, the career advisor revealed that the students and 

families needed more time and counselling after the initial lockdown. As such they struggled 

to make time for the interview. In October 2021 I was finally able to resume career advisor 

interviews. 

Supporting data sources. In addition to individual interviews and the focus group, 

the researcher’s own personal research journal, participants’ demographic information 

(Appendix K), and participants’ journal were used as supporting sources of data. Bogdan and 

Biklen (1998) insist on the necessity of a research journal, as the researcher is close to the 

source of data and biased thought can affect the study’s trustworthiness:  

Because you are so central to the data collection of the data and analysis, 

and because neither instruments nor machines nor carefully codified 



 
 

93 
 

procedure exist, you must be extremely aware of your own relationship to 

the setting and of the evolution of the design and analysis. (p.123) 

Although a research journal is typically used to promote rigor in a study, it can also be used 

as complementary source of data (Taylor et al., 2015). For example, informal conversations 

sometimes occurred before and after the interview that contained important information but 

which were not recorded; this data was recorded in my research journal during the debriefing. 

In this study, I used a research journal to record my ideas and reflections. It included notes 

and observations, as well as my feelings, problems, hunches, and impressions. This tool 

helped me to document initial interpretations and noticeable themes and enabled me to adopt 

an open position while balancing my own status as a friend, an immigrant, and a researcher.  

The informants’ demographic information forms were another complementary tool 

that helped me to gather data during the interviews. This form included information such as 

age, gender, ethnicity, employment, length of stay in New Zealand, number of children and 

qualifications. Although these questions could be asked verbally during the interview, having 

this information in a written form helped me to save interview time as well as document the 

data in an organised way. I used this information during the data analysis process: as Taylor 

et al. (2015) argue, sometimes there is a relationship between themes and demographic 

factors that may affect an informant’s answers. Only the parents were asked to fill out a 

demographic information form because this information enabled me to get myself familiar 

with parents (see Appendix J). Careers advisors were not asked for demographic information. 

Rather, it was information about their professional life that I considered to be more useful for 

my analysis. 

The participants’ journals were intended to be a source of data at the beginning of the 

interviews. In this study, participants were provided with an A5 exercise book, and were 

asked to record any hunches, thoughts, feedback or questions about the interview and the 
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study. Although prior research indicates that this strategy can help participants to reflect upon 

their stories in case they do not completely answer the questions during the interview and 

need more time to think (Deacon, 2006), in my study none of the participants used this 

journal. 

Transcribing and translating. Transcription is the final step of data generation 

process and occurs after the data has been collected. An interview script is not raw data, as it 

is already affected by the researcher’s decisions (Marshall & Rossman, 2011). This is a 

crucial and inevitable part of qualitative research; different key decisions and strategies 

related to the employment of a transcriber (and their approach to transcription), the system of 

transcription to be employed, and level of detail should be contemplated (Frey, 2018; King & 

Horrocks, 2010). These decisions can significantly impact upon a study’s reliability and 

rigour (Ravitch & Carl, 2015). In this study, there were three different aspects to consider in 

relation to the transcription: transcribing individual interviews (those conducted in English), 

transcribing material from the focus group, and transcribing and translating the interviews 

conducted in Farsi. For each of these categories, I used different strategies. 

I initially transcribed the individual interviews. This process helped me to become 

familiar with the data and to reflect on the interviews. It also reminded me of some hunches 

that I had forgotten to record in my journal, and to identify some potential themes (Kowal & 

O'Connell, 2014; Langdridge & Hagger-Johnson, 2009). Phenomenological studies that deal 

with people’s experiences and those that want to identify themes and the essence of a 

phenomenon, require word-by-word transcription. A verbatim transcript, can make the data 

analysis reliable and trustworthy (King & Horrocks, 2010). In any interview, people wander 

from the subject; some even forget to answer questions. Also, the grammar of speech is 

different from the grammar of writing (Stephani, 2013). Moreover, a participant’s speech 

may have patterns that are shaped by long pauses or other occurrences that indicate 
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something important (Marshall & Rossman, 2011). Thus, I initially employed verbatim 

strategies: assigning notations, pauses, emphasis in intonation, loud sounds, low sounds, and 

sometimes stresses (Brinkmann, 2014). After each interview I wrote my reflection of the 

interview in the journal. I notes points such as interviewers’ first impression, some of their 

comments that were not recorded. For example when I finished the interview with one of the 

careers advisors and stop recording the interview, she suddenly talked about an important and 

relevant point. In that time I could not resume the recording, so when I get back to my car I 

wrote down her comments in my research journal. In the next step, transcriptions were 

completed using notes from the researcher’s journal.  

After transcribing a few interviews, I learnt that verbatim transcribing is a timely 

process: each one-hour interview took between six and eight hours to transcribe. This was 

also a draining physical exercise; it challenged my ability to retain focus and motivation. Due 

to financial constraints, it was not feasible to employ a professional transcriber. Thus, I relied 

on a more time and cost-effective strategy: selective transcribing (Halcomb & Davidson, 

2006). I selected two interviews and developed initial codes and themes, then for the 

remainder of the interviews I transcribed only the parts I wanted to assign codes to or the 

quotes that I wanted to use in my reports. The method appears to be a satisfactory one in 

terms of saving time and money, but there is a risk associated with it. In this method, some 

parts of the data may be removed, based on the researcher’s interpretation. McMullin (2021) 

and Packer (2017) have argued the researcher needs to consider particular ethical obligation 

to ensure that the study provides an accurate depiction of any participants’ views. This 

practice could also negatively impact the study’s rigour. In order to mitigate this risk, I 

listened to the recordings multiple times and I enlisted the assistance of a peer to review the 

process.  
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Transcribing a focus group interview into a simple and readable format presented 

another challenge. Voice recognition, poor recording, participants interrupting and speaking 

over each influenced the quality of the transcription. However, to avoid losing data and 

maintain accuracy, I asked peers to check ambiguous parts of the interview (Macnaghten & 

Myers, 2004). Transcribing the focus group verbatim was not a suitable approach as I could 

not capture all of the details. Instead, I listened to the conversations and only transcribed the 

areas of interest (King & Horrocks, 2010). These areas were the potential themes that 

emerged from the individual interviews.  

Another aspect of the transcription phase was transcribing and translating the 

interviews conducted in Farsi; seven out of sixteen interviewees were Farsi speakers. Like 

transcription, translation can affect a study’s trustworthiness and alter both the data and data 

analysis procedure (Tilley, 2003). In recent years, the number of cross-cultural qualitative 

studies has increased as data collection, analysis, and the presentation of findings can happen 

in different languages (Fersch, 2013; van Nes et al., 2010). Language, a crucial part of any 

qualitative study, provides a means to understand, transfer, and present peoples’ thoughts, 

experiences, and understanding of an event/s (Hennink, 2008; Temple & Edwards, 2002). As 

Temple and Edwards (2002) have noted: 

Language is an important part of conceptualisation, incorporating values 

and beliefs, not just a tool or technical label for conveying concepts. It 

carries accumulated and particular cultural, social, and political meanings 

that cannot simply be read off through the process of translation, and 

organises and prepares the experience of its speakers. (p.3) 

Translation is a form of interpretation. Translation adds another layer of interpretation and 

may involve extra explanation (Choi et al., 2012; Fersch, 2013; van Nes et al., 2010). For 

example, some expressions and slogans cannot be translated directly from one language to 
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another; the translator may need to provide more details. Sometimes it is impossible to find a 

‘conceptual equivalence’ that can be understood with regards to the participants’ cultural 

background (Choi et al., 2012; Liamputtong, 2010; Smith et al., 2008). In this study, I 

considered two aspects of translation: firstly, I am a non-English speaker (Farsi is my first 

language), but the interviews with school career advisors were to be conducted in English. I 

collected data and presented the findings in English which means two levels of translation 

occurred: from English to Farsi and from Farsi to English. Secondly, some of the Iranian and 

Afghani parents asked to be interviewed in Farsi. Although I had no concerns about 

translating English to Farsi when conducting the interviews with Farsi speakers, the findings 

still needed to be translated and presented in English. 

Scholars have proposed different approaches for conducting cross-cultural studies. 

Smith et al. (2008), suggests recruiting an interpreter to simultaneously translate the questions 

and answers. However, having an interpreter may affect a study’s rigour in different ways: 

For example, translating the interview questions may distract respondents as well as the 

interviewer and change the flow of the interview. The interpreter may also misunderstand or 

misinterpret a participant’s response/s if s/he is not familiar with particular accents or dialects 

(Choi et al., 2012). Finally, participants may not feel comfortable sharing their experiences in 

front of an interpreter (Shklarov, 2007; Smith et al., 2008). 

Another approach is to employ a professional translator to translate the transcripts 

after each interview (Shklarov, 2007). However, this approach also creates issues, as the 

translator has a significant influence on the interpretation and analysis process; as s/he is not 

involved in the interview, s/he may misunderstand or misinterpret words if he/she lacks 

knowledge of the participant’s culture (Choi et al., 2012; Shklarov, 2007). The third approach 

recommends collecting data via a ‘bicultural researcher’, an individual who not only has 

knowledge of the participants’ language, but also their culture. This approach is considered 
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more valid and reliable than the previous two (Choi et al., 2012; Liamputtong, 2010). In this 

study, I adopted the third approach. I consider myself a bicultural Farsi speaking researcher 

with a fair level of English knowledge. I have been living in New Zealand since 2016 and 

have lived and worked in other English-speaking language countries, including Singapore. 

Moreover, while living in English-speaking countries, I have been involved in Farsi language 

activities. I work as a Farsi interpreter and Farsi teacher in Christchurch and contribute to 

Iranian and Afghani community events that are in conducted in Farsi. For these reasons, I 

believe I have maintained connections to my own culture, while becoming familiar with the 

English language. Therefore, I was able to conduct the interviews with career advisors in 

English, and interview Farsi-speaking participants in Farsi. 

I used Esfehani and Walters’ (2018) timing model of translation to present the 

findings. According to this model, the best time to translate material is when the researcher 

develops codes and themes into his/her language and transfers them into English. 

Accordingly, all Farsi interviews were transcribed into Farsi. In the analysis phase, codes and 

themes were developed in Farsi, then translated and presented in English. As suggested by 

various scholars (Choi et al., 2012; Redmond, 2003), I asked one of my colleagues from Iran 

who had been raised in England to help me with the translation process; this colleague read 

some of the transcripts in Farsi and double-checked that the codes were relevant and 

meaningful. In the case of quoting participants directly, I only translated sentences or 

paragraphs that were linked to a code. I translated one or two Farsi transcriptions into English 

for supervisors and peers to check. 

Making Sense of the Data 

Data analysis involves deliberate, systematic, and constructed interpretations of data. 

Researchers interpret the data in light of the study’s purpose, while simultaneously striving to 

reflect participants’ experiences (Ravitch & Carl, 2015; Smith & Eatough, 2006). Bogdan 
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and Biklen (1998) have discussed two different approaches to analysing qualitative data: data 

analysis that happens after all of the data has been collected or analysing data from the start 

of the collection process. I analysed the data as I collected it as I believe that analysis is a 

continuous process that begins in the field and continues through into the writing stage. I 

gathered a lot of material at the start of the data collection process. There was a wide range of 

material in this data that was not necessarily related to my research objective. As such, I 

narrowed my focus as I went along to ensure that I obtained the data that I needed to 

understand the participants’ experiences of the school-to-work transition. In an ongoing 

process like this one, the study question/s, methods, and approach to data collection can 

change (Bogdan & Biklen, 1998). 

Depending on the methodological approach, data analysis may vary at some points. 

Thematic analysis is well-suited for experience-oriented research (such as this 

phenomenological study), since the focus is on the essence of lived experiences and exploring 

how meanings are constructed (King & Horrocks, 2010; Smith, 2015). Thematic analysis 

includes summarising, categorising, and reconstructing the data in a way that allows one to 

apprehend the essence of the phenomenon (Given, 2008). In terms of the thematic analysis, I 

followed Smith (2015) and King and Horrocks’ (2010) guidelines as detailed below. 

Analysis of interviews. For clarification of any ambiguities in the transcripts and to 

identify potential codes, I read and reread the transcripts several times. After completing the 

interviews and transcription process, the first step was to identify codes. I chose one 

transcript as a case study and highlighted any part of the transcript that could help me identify 

the participant’s point of view, perception, or experience. I tried to find the relevance 

between the selected sections and the study’s purpose. This process involved re-organising, 

merging, and clustering codes into categories. Once coding was complete, I read through the 

interview again to check if any code modification was needed. 
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After completing coding, I then identified codes that went beyond describing the 

relevant features of the participants’ accounts (King & Horrocks, 2010). At this stage, and 

according to my epistemological point of view, I did not use any pre-defined or template 

codes; instead, I used an open coding strategy. At this level, my focus was to find meanings 

through interpreting the data. I investigated similarities, contrasts, and differences in the 

informants’ interviews. Throughout the analysis, I documented initial emerging codes and 

themes, as well as the process by which they were developed and named (Taylor et al., 2015). 

To complete the process, I recorded hunches and ideas in my journal. This process continued 

until the entire transcript was coded. I then developed a table of codes. In the initial stages, I 

relied upon manual coding. However, I found digital coding software (in this case, NVIVO) 

to be a helpful platform with which to manage, organise, and code the large data set.  

Identifying overarching themes involved merging and clustering of codes into 

potential themes, checking consistency between the codes and themes, finding connections 

between the themes and relating the emerged themes to the study’s purpose. Initially, I 

created a preliminary table of themes before I developed and named clusters of themes that 

captured the essence of the participants’ accounts. I also allocated an identifier to each theme 

to enable faster and easier follow-up. Smith and Shinebourne (2012) propose two different 

methods of analysis. When the number of samples is limited, each interview can be analysed 

separately from the beginning. For larger data sets, they recommend creating a table of 

themes, based on a selected case study. The researcher can then use that case study to 

navigate the analysis process. In the current study, I used the second approach. For the 

selected case study, I refined and regrouped the codes, sub-themes, and themes. At the end, 

and after checking whether the themes provided a good explanation of the data, I created a 

final concept map (Figure 3.2 and Figure 3.3) 
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Figure 3.2. Parents’ Data Concept Map 

 

 

Figure 3.3. Careers Advisors’ Data Concept Map 

In this study, some participants had a completely different points of view about a 

particular issue. I considered these contradictions to be outliers or new findings (Ravitch & 

Carl, 2015). In other words, I did not try to fit them into the findings. For example, the data 

from career advisor and some parent interviews revealed that they have different definition of 

parental involvement in careers education.  

Analytical memos. Writing analytical memos provided me with opportunities to 

think about what I had learned throughout the study Taylor et al. (2015) argue that this type 

of document can facilitate the data analysis process and provide a better understanding of 

both the influences of personal relationships in the setting and the lens through which the data 

is viewed. In this study, I usually wrote analytical memos on two or three sets of interviews 

and started them by reflecting on my study questions. The memo included an initial set of 

codes and themes, my reflections about the analysis process, ethical dilemmas that I had 

encountered during the interviews, and solutions for these. Each analytical memo concluded 

with a description of the next steps to be taken and refinements to my interview questions 

(Appendix C and D). 
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Writing up. The last stage of the analysis process involved transferring the final 

themes into a clear, meaningful, narrative statement in order to demonstrate the prevalence of 

certain themes within the data (Braun & Clarke, 2006). Consequently, I used participant 

responses extracted from the transcripts to support the narrative argument. It is important to 

note that the writing process was not straightforward or linear. As an example, I had written 

the literature review chapters before generating the data. After completing the discussion 

chapter, I rewrote 80% of the literature review. The methodology and introduction chapters 

were also modified as I refined my study questions, data generation methods, recruitment 

process, and data analysis.  

 

My Multiple Roles 

Personal reflexivity refers to the researcher’s cultural background, beliefs, identity, 

and experiences that might influence the study’s outcomes. The researcher is the first 

research tool in a qualitative inquiry; however, his/her identity, social position, and role at 

every stage of the research can have a significant effect on the interpretation and analysis of 

the data (Ravitch & Carl, 2015). In this study, I critically reflected on my assumptions, 

worldview, biases, cultural background, and my relationship with my participants. I was also 

aware of the different roles that I occupied: as a researcher, an immigrant, a parent, and a 

friend of some of the participants. 

In qualitative research, researchers acknowledge their multiple stances and reveal any 

pre-existing assumptions that could influence their judgements or interpretations of the 

research data (Greenbank, 2003; Taylor et al., 2015). In this regard, Dwyer and Buckle 

(2009) have argued that participant membership and the researcher’s position as an insider or 

outsider could influence the data generation process. In this study, I held an insider position 

as I conducted this study with a population of which I am also a member (Tang, 2006). I have 
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an immigrant background. I share the same language and certain values and beliefs with 

some of the participants (those from Iran and Afghanistan). Being an insider researcher 

enabled me to gain acceptance from my participants which alleviated recruitment problems. 

As Dwyer and Buckle (2009) have noted:  

The benefit to being a member of the group one is studying is 

acceptance. One’s membership automatically provides a level of trust and 

openness in your participants that would likely not have been present 

otherwise. (p. 58) 

During the data generation process, I occupied numerous roles: I was a researcher, an 

experienced immigrant, a friend, and a parent. Some of the parents thought I was an 

education researcher and therefore had knowledge of the school system in New Zealand; 

because of this assumption they sought advice from me on how to deal with school problems. 

Furthermore, some of the parents expressed an interest in my experience as an immigrant in 

New Zealand. Others felt free and confident to treat me as a friend. As a parent, I also 

benefitted from conducting these interviews, as I had the chance to learn from other parents’ 

experiences and gain knowledge about how to deal with teenage problems in the form of 

parenting tips. I also became more aware of various school environments and the difficulties 

immigrant students may face during their schooling years and after graduation.   

In interviewing career advisors, I occupied the role of an outsider. As Dwyer and 

Buckle (2018) have argued, I studied a group of which I was not a member. Career advisors 

treated me as a researcher seeking their professional experience and knowledge. As such, 

they provided information about different topics such as career education and schooling in 

New Zealand. Some of them also treated me as a person who could be a voice for them or 

share their concerns and challenges with relevant organisations such as the MoE. However, 
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being an outsider also caused some difficulties in terms of accessing participants. My 

invitations were rejected or left unanswered by some schools and career advisors.  

Although some researchers like Dwyer and Buckle (2009) have argued that playing 

two roles in a single study leads to confusion, I do not believe this to be the case. In 

elaborating on the oscillating role of the researcher, Tang (2007) has noted that one must 

simply be aware of the different roles they play in qualitative studies. He argued that as a 

tool, self-reflexivity “can help to expose one’s intentions and the power differentials 

embedded in the process” (p. 14). In this study I was aware of, and reflected on, these 

multiple roles during the data generation process. 

Trustworthiness 

Trustworthiness has become an important concept in qualitative studies. However, 

there are no clear set of strategies that can be used to assess the quality of a qualitative study 

(King & Horrocks, 2010; Maher et al., 2018). Some scholars argue that validity and 

reliability in quantitative research equates to the rigour and trustworthiness in a qualitative 

inquiry (Maher et al., 2018; Sousa, 2014). Morse et al. (2002) advocate the importance of 

concept validity and reliability in ensuring that qualitative research is trustworthy. However, 

other qualitative researchers hold the view that quantitative metaphors and criteria are not 

sufficient for assessing a qualitative inquiry, as these studies seek multiple realities, through 

different resources. They argue that measuring the validity of the findings depend on 

participants making sensing of their experience and how they construct reality (King & 

Horrocks, 2010; Patton, 2015). Lincoln and Guba (1985) contend that qualitative research 

can be assessed using four criteria: credibility, transferability, dependability, and 

confirmability. This study employed these criteria to ensure its quality. 

Credibility deals with the fit between what the study intends to measure and a 

participant’s view of social reality (Maher et al., 2018). It concerns the richness of the data 
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and the truth of the findings (Patton, 2015). Throughout my study, I adopted a number of 

procedures to support the study’s credibility. I employed member checking and participant 

validation to check the accuracy of the data as well as establish trust (Lincoln & Guba, 1985). 

In this study, participants were asked to check the transcripts and final findings. For the 

interviews conducted in Farsi, I selected two parents with fair English skills (who were also 

involved in the focus group), to check the accuracy of the final themes against their memory 

of the discussion we had, both in the individual interviews and the focus group. To facilitate 

credibility, I also conducted a test interview with an immigrant parent and a high-school 

career advisor; their data was not included in the study’s results. These test cases helped me 

to examine the feasibility of the proposed study process and the acceptability of the interview 

protocols. Moreover, as a result of these test cases, I modified my interview schedule, and 

recruitment strategies. As outlined above, while I developed final themes based on the 

frequency of codes and sub-themes, to cover all aspects, I also considered contradictions as 

findings. I explain these findings further in my discussion and conclusion chapters. 

Transferability involves explicitly explaining the study procedures and the findings so 

that they can be understood by anyone reading the work. As Patton (2015) explains, 

transferability refers to the researcher’s responsibility to provide readers with sufficient 

information regarding the case study so they may determine the degree of similarity between 

the cases studied and any case to which findings might be applied. Elaborating the connection 

between the study’s purpose, research design, relevant literature, and findings were 

considered important to ensure transferability (Shenton, 2004). The strategy I used to ensure 

transferability was to provide detailed explanations of the entire study process: pre-data 

collection, data collection, analysis, and how the findings were presented. I also acknowledge 

and discuss the study’s limitations and their effects on the findings for readers. 
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Dependability refers to the consistency and stability of the data and data collection 

methods. A study that has dependability is one where the data reflects the study’s rationale 

and ensures that the methodology is appropriate for the research question/s (Patton, 2015). I 

employed peer examination (Anney, 2014) to enhance the dependability of this study. I asked 

two of my PhD peers who have experience in conducting qualitative studies to independently 

analyse one interview and identify any inconsistencies in my analysis. Results indicated that 

we had a similar understanding of the data and that my codes were consistent with purpose of 

the study. For the interviews conducted in Farsi, I relied on one of my PhD peers who is a 

native Farsi speaker.  

Confirmability refers to the degree to which the findings reflect a participant’s 

experience and opinion/s rather than the researcher’s personal ideas (Shenton, 2004). 

Constructionists believe that a researcher cannot detach him/herself from the data generation 

process; the social interaction between the interviewer and participants affect the production 

of knowledge. However, King and Horrocks (2010) identify two different forms of 

reflexivity: epistemological reflexivity and personal reflexivity. They suggest researchers 

should take note of their personal beliefs and opinions to support the confirmability of the 

study. Epistemological reflexivity considers the study’s purpose and how the research design 

has been determined. 

Ethics principles can increase the trustworthiness of a study, in addition to identifying 

potential harm and mitigating it (Merriam & Grenier, 2019). As Rallis and Rossman (2009) 

contend, such studies are profoundly trustworthy: in addition to producing useful, credible 

knowledge, they also respect the participants' rights, are socially just, and care for them. In 

the next section, I will present the ethical principles of the current research. 

Ethical Considerations 
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Among various ethical principles, this study adhered to the principle of beneficence 

and non-maleficence. Beneficence refers to actions that benefit others and require the 

researcher to weigh or balance the potential benefits and risks (Gelling, 1999). The benefits 

of my study include contributing to a better understanding of the school-to-work transition 

for immigrant youth. This study provides advice to help school leaders and immigrant 

communities develop actions to address the contradictions and mismatches between the needs 

of immigrant families and careers education. Non-maleficence, or doing no harm, requires 

that researchers avoid harming or injuring participants. As a result of this concept, 

researchers are reminded that research that may harm participants is unethical and should not 

be conducted. In a qualitative study, ethical dilemmas can emerge at any phase of the study; 

prior to data collection, throughout the recruitment process, during data collection and 

analysis, and at both the writing and publishing stage (Creswell, 2007; Taylor et al., 2015). 

Formal ethical guidance and codes of practice commonly aim to address these broad 

principles through concepts such as informed consent, the right of withdrawal, 

confidentiality/anonymity, and the protection of privacy.   

In addition to identifying and mitigating potential harm to the participants, ethical 

principles can increase a study’s trustworthiness (Merriam & Grenier, 2019). As Rallis and 

Rossman (2009) contend, “the result is a study that is deeply trustworthy; it not only produces 

useful, credible knowledge, but most importantly, also respects the rights of the participants, 

is socially just, and is caring” (p. 281). Researchers can face ethical challenges because they 

are immersed in participants’ everyday lives (Taylor et al., 2015). In a qualitative study, 

ethical dilemmas can emerge at any phase of the study; prior to data collection, throughout 

the recruitment process, during data collection and analysis, and at both the writing and 

publishing stage (Creswell, 2007). Formal ethical guidance and codes of practice commonly 
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aim to address these broad principles through concepts such as informed consent, the right of 

withdrawal, confidentiality/anonymity, and the protection of privacy.   

Confidentiality and anonymity were the first ethical codes that I needed to address in 

this study. I could not assure the participants of anonymity or complete confidentiality 

because I, the researcher, knew the participants, and had access to their personal information. 

However, I used non-identifiable information to describe each participant: each participant 

chose their own personal pseudonym. In addition, due to the small sample size, career 

advisors could potentially be identifiable given that my thesis will be a publicly available 

document. Furthermore, involvement in the focus group meant that the participants would be 

known to each other. To mitigate this dilemma, I explained the possibility of being identified 

to the participants so that their consent to participate was informed. The PhD student who 

translated one document was also required to sign a confidentiality form. Participants were, 

as part of the member checking process, also able to ask me to remove any information that 

they had provided during the interview. My study also had the potential to cause institutional 

harm to the school from which participants were recruited. I was aware that participants 

might reveal confidential facts about the school, its policies, its environment, and the people 

working or studying there (Marshall & Rossman, 2011). To manage this issue, I 

acknowledged possibility of potential harm in the career advisor and school principal 

information sheets. I also used a fictional name for the associated schools in all of my reports. 

According to the Educational Human Ethics Committee (ERHC) guidelines, the data, 

including recordings, transcripts, and the researcher’s journal, should be securely stored for 

ten years after the study is published. All hard copy data was converted to soft copy in a 

secure manner. The hard copy data was all put through a shredder. The laptop and the hard 

drive had secure passwords and all devices were kept in a drawer at the College of Education, 

Health, and Human Development. I kept the drawer locked at all times and I was the only 
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person who had a key. My workspace was located in an open plan space, so to the protection 

of privacy and ensure that unauthorised people did not have access to the transcripts, I did not 

leave research documents on my desk at any time. 

This study was approved by the ERHC of the College of Education, Health and 

Human Development, University of Canterbury (Appendix M). However, official approval 

from the committee did not make my study completely ethical. During the interviews I 

encounter other dilemmas that were not foreseen in the ethical guidelines. One of the possible 

harms was related to the length of the interview and the complexity of the questions that 

could lead to participant fatigue (Lavrakas, 2008). To minimise this risk, I firstly explained to 

the participants that participation was voluntary. Moreover, I asked them to choose a suitable 

time and the location for the interview. I explained to the participants that they could opt out 

of the interview at any time, without penalty, even during the interview. I advised them that 

they could also refuse to answer any question or ask me to pause or stop recording. After 

each interview, I offered debriefing to each of the participants. At the end of the interview, I 

offered participants a token ($20 gift card) of my appreciation for taking part in the study and 

sharing their knowledge.  

Due to the nature of the questions, there was the possibility of an emotional impact. 

For instance, some of the parents had experienced traumatic life events, such as forced 

separation, persecution, loss, and violence. I was aware that narrating their life histories and 

experience of immigration may provoke painful memories and lead to distress (De Haene et 

al., 2010). To minimise harm, I conducted a test interview with a member of the Iranian 

community to check whether any of my questions might be offensive, irritating, or could be 

misunderstood. Dilemmas also occurred during the interviews when participants shared their 

personal experiences, or told stories about their families or the school. For example, some 

parents reported bullying or discrimination within the school environment. To manage this 
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situation, I brought fliers containing information about safety issues, domestic violence, and 

bullying to the interviews. When participants raised such issues, sometimes I advised them to 

contact the relevant agencies and counselling services.  

Some possible harms were related to the participants’ language and culture. As a non-

English speaker I was aware that communicating in English may cause non-native speakers 

stress or frustration. I offered Farsi interviews for any Afghani/Iranian participants who 

wanted to use this option. A potential confidentiality risk could also be posed by the fact that 

some of the participants were my friends. When I interviewed one of my friends for the pilot 

project, she invited me for dinner and then asked me to conduct the interview in the dining 

room with other family members present, her daughter included. Even though this was a 

comfortable situation for her as a participant, it may have been uncomfortable for her 

daughter. To minimise this risk, I informed my participants, particularly my friends, that the 

interviews must be conducted in a private setting. 

Chapter Summary 

This chapter has described the procedures used in this study and why I chose to use 

these particular methods. This phenomenological study’s objective was to understand the 

experiences of both parents and career advisors in the school-to-work transition. I used semi-

structured interviews and a focus group to generate data with a purposive sample of 16 

parents of high school students who are completing either level two or three in the New 

Zealand National Certificate of Educational Achievement (NCEA). All of the parents were 

recent immigrants, having lived in New Zealand for five years or less. I also interviewed six 

career advisors from New Zealand schools with culturally diverse populations. I chose to use 

thematic analysis for this phenomenological study as the focus was on participants’ 

experiences and exploring how they constructed meanings. Finally, the chapter has explained 
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the techniques used to ensure the study’s trustworthiness and the ethical considerations. The 

following chapters present the findings from the interviews and analysis.  
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Chapter Five: Parents 
 

Introduction  

 This chapter examines parents’ views on the school-to-work transition. In particular, 

it investigates how they see their role as a parent and what influences the support they 

provide to their children. Furthermore, this chapter explores parents’ understanding of the 

challenges facing immigrant students during this transition. The findings presented in this 

chapter are based on the individual and focus group interviews with parents. The results have 

been grouped into three main themes: institutional structure, social networks, and cultural 

influences. In the second section, I record my understanding and thoughts regarding the parents’ 

interviews which include reflections based on my personal experience. The final  part of the 

chapter summarises the findings. 

  Before discussing the themes, it is necessary to provide some information about the 

schools included in this study. Four out of the five schools referred to by the parents are co-

educational and publicly-funded schools. They range from decile six to decile ten and are 

located across Aotearoa New Zealand. A table which provides demographic information for 

the parents is provided in Appendix G. This information indicates that the students are from 

privileged communities.  

Institutional Structures 

The house light is just a lamp to guide ships, it is not something outlandish, 

it’s merely a light, but if it’s absent, many ships may sink. Nobody in the 

school turned on a light, neither for my daughter nor me. (Bahram) 

The theme of institutional structures summarises parents’ perspectives of school 

functions and rules in relation to the school-to-work transition. The data shows that the 

institutional structures have both a direct and indirect impact on the support parents and 

students receive from the individual schools. This theme encompasses enrolment strategies, 
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school facilities, ethnic diversity (in terms of the student population), and educational 

strategies. 

 Parents believed that the enrolment assessment was an important process and had a 

considerable effect on a student’s ability to settle in at the school, their academic performance 

at the school, and subsequently, their school-to-work transition. According to the MoE, the 

student’s age, visa status, and home location determine in which school and at what level 

students can be enrolled. For most of the parents, these enrolment criteria were unfamiliar 

and complicated. According to the interview data, most schools used age as the primary 

criterion for determining which year students could enrol in. Children who move to Aotearoa 

New Zealand and join the school system automatically enter the same school year as children 

of the same age already in the country (MoE, 2021). For instance, if the child is 10 years old, 

then the school will most likely place them in either year 5 or 6. Several of the parents felt 

that this was not an efficient outcome for their children. They argued that other measures, 

such as the child’s level of English competency and previous academic achievements, should 

be given more weight when determining class placement. For instance, Lin thought that the 

school did not adequately assess her son’s academic abilities and English skills. As a result of 

this ‘failure,’ her son struggled a lot to catch up with subjects like chemistry and physics. 

Likewise, Bahram suggested that new immigrant students, or those who have recently moved 

to Aotearoa New Zealand, should be placed in a class based on their knowledge and English 

language skills, rather than their age:  

The school has to ask this student about her haves and have nots, they 

should tell her what subjects she can study there, what her minimums to 

enter the school are, and what maximums she can get based on these 

minimums. They should tell her, ‘So, you’d better take these subjects. 
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Lin and Bahram were referring to the same secondary school. However, not all schools used 

the same approach. Other schools considered additional factors in their enrolment 

assessment. For example, Tahmine and Siavash initially enrolled their daughter at a private 

school. She was placed in year 11 based on her English skills. Had the school followed the 

MoE guidelines/advice, then she would have been placed in year 12. As a result of the 

school’s decision, Tahmine and Siavash believed that their daughter was able to gain 

competency in the English language and did not feel under any undue pressure. It is 

important to note that they discussed only the academic benefits of this strategy for their 

daughter, and did not mention the social benefits. However, they did highlight the cost of the 

private schools, stating that private school cost them approximately $20,000 NZD per year.  

Parents also believed that the particular time they arrived in Aotearoa New Zealand 

affected their children’s enrolment and settlement process. For example, Salman’s daughter 

enrolled in March, a month later than the start of the school year. Bahram suggested that this 

delay may have contributed to the school’s lack of attention. According to him, throughout 

the school year, the staff are busy with a variety of tasks and duties, and, as a result, students 

who join the school in the middle of the semester may not be properly assessed or given 

sufficient support so that they can properly adjust to their new environment: 

We actually came to school a month late. Perhaps it was not the right time 

for them to sit and check well, or they may have had projects in hand that 

prevented them from scrutinising our case, or they may have lacked 

assistants to help them. 

Two parents noted the influence of school facilities on students’ career choice. 

According to them, in their countries of origin students had a limited number of opportunities 

to do practical subjects, especially those related to the arts and sciences. However, in 

Aotearoa New Zealand, they felt that students had a greater chance of participating in 
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subjects that required more equipment and facilities, such as laboratories and workshops. The 

parents felt that participation in these subjects could affect their children’s future career 

decisions and interests. For example, as a result of utilising the school’s extensive arts 

facilities, Bahram’s daughter changed her mind about her future career and decided to study 

‘fancy’ or ‘not serious’ majors such as photography. He concluded that when students have 

access to art facilities and equipment, even those students with no talent in a particular 

subject, can be inspired. Likewise, Sogand explained that because her son took advantage of 

the school’s various facilities he developed an interest in cinema, directing, and 

screenwriting. 

 Parents had divergent opinions about diversity in the student population. The parents 

believed that students enrolled in schools with more diverse populations were more likely to 

feel comfortable and encounter fewer challenges associated with discrimination or bullying. 

Annahita shared about her daughter’s experiences in two different schools in Aotearoa New 

Zealand:  

In the previous school, everyone was white, but in the new school, the 

students are white and black. In the new school, she feels more 

comfortable, but the previous school was not like that for her.  

Affirming this view, Carole explained, “That's why they have one thing: I don't know if 

they've realised that most immigrants take kids to schools where there are immigrants. This is 

one way to avoid that culture shock”. Parents added that in more culturally diverse schools, 

students were able to find friends especially from immigrant background. They also felt that 

teachers and staff in schools with greater diversity were more considerate, understood 

students better, and knew how to value difference. For example, Satin mentioned the school’s 

response to the Christchurch Mosque attacks in March 2019, and stressed that they were 

more ready to respond to incidents that involved cultural and religious differences.  
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 Parents also shared their opinions about the relevance of the education system to their 

children’s school-to-work transition. In particular, parents discussed the impact of teaching 

methods, extracurricular subjects, subject choices, homework, and the length of the school 

day. Teaching methods were implicated in school-to-work transitions where immigrant 

students were taught new learning strategies for subjects such as math and science which can 

directly affect their grades in these subjects. According to three parents, immigrant students 

felt inadequate and overwhelmed by the new educational system because they were 

unfamiliar with the teaching and learning methods. This made learning some subjects like 

mathematics and science difficult; as a result, the students lost confidence and interest in 

those fields. For example, Ava discovered that the method used to teach mathematics in her 

home country was markedly different from the way students learn in Aotearoa New Zealand. 

Parent also noted how different teaching methods could affect the support that they could 

provide:  

In fact, my son struggled badly in the school because, you know, the 

knowledge structure is totally different. I mean between China and 

Aotearoa New Zealand ... The different teaching ways … the parents are 

not adjusted to the new ways, new system. (Lin) 

The approaches were different in lessons. For example, math was different, 

physics was different. We weren’t allowed to intervene; we couldn’t help. 

And they preferred we didn’t intervene so that they could work with one 

method and avoid confusion. (Ava) 

Two parents discussed teaching strategies used within physical education. These 

parents argued that subjects such as football, basketball and swimming, grouped with “other 

topics”, were taught in a very different manner from home and therefore did not resonate with 

their children or motivate/engage them. As a result, their children lost interest in these 
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subjects, which ultimately affected their career choices. As Satin stated, “They are not giving 

things efficiently that much. So, if you really need to learn good swimming, you have to go to 

swimming school by paying extra fees”. In Lin’s view, one reason could have been that the 

specific physical educators and sports coaches played a facilitator role, rather than a teaching 

role. 

 Another concern that the parents had was that the Aotearoa New Zealand curriculum 

put more stress on practical skills, such as problem solving, teamwork, and caring for the 

environment. In short, these parents believe that academic skills are far more important than 

soft skills for their children’s school-to-work transition. However, some parents found this 

approach to be positive because it prepared them for the future and made the transition from 

school-to-work smoother. The students also felt less stressed as it was easier for them to learn 

subjects like physics. As Salman said: 

I was sure their educational system is different from Iran’s because the 

educational system of Iran is based on theoretical training, and the students 

should be good at theory. But the educational system of Aotearoa New 

Zealand is based on practical training mainly ... they learned easily and 

without any stress.  

Similarly, Carole argued that in Aotearoa New Zealand, skills like leadership and teamwork 

are more important than having a narrow knowledge about a particular subject. She stated: 

You have some leadership skills, and you have some supportive skills. So 

that has influence, what he added on top of books. This is the culture here. 

So that he can survive … because it’s not about good grades only. 

 Participants also highlighted other factors that mediate the school-to-work transition, 

such as the length of the school day, the number of subjects students had to study every year, 

and the amount of homework given. Regarding the length of the school day, parents 
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explained that the New Zealand school schedules were ideal for their children and had 

resulted in lower levels of stress. They reported that the education systems in their home 

countries are tough, and that in contrast, it seemed that their children could fit into the 

Aotearoa New Zealand educational system easily. 

I knew it’s gonna be a work-over for him, having come from a military, 

intense system. And coming here, knowing it’s nine to three13. Oh, I 

thought it was gonna be easy … So, I knew that kids won’t struggle. It’s 

gonna be easy. So, I didn’t stress about it. (Carole) 

When asked how this would positively impact their children’s school-to-work transition, the 

parents talked about allowing their children to focus more on school activities and subjects 

without being distracted by harsh school rules. For instance, Salman believed that her 

daughter, who was enrolled in secondary school, felt more relaxed and, as a result, would be 

more likely to participate in school activities and be able to connect with her teachers. In the 

long run, Salman thought that it would encourage her to remain at school (not leave school 

early) and complete NCEA 3. 

As well as preferring a shorter school day, parents noted that the amount of 

homework students needed to do in Aotearoa New Zealand schools was much less than they 

were expected to complete in their home countries. Some believed that having less homework 

would have a positive effect on their children’s stress levels and, as a result, they would feel 

better about school. As Lin stated:  

In China, teachers are very strict. Students are occupied with many kinds of 

homework from many subjects, but now he is very relaxed and because of 

no homework, or very little homework … and this is a very big difference.  

 
13 9:00 a.m. to 3 p.m. 
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However, four of the participants believed that the amount of homework was not sufficient, 

and explained that they expected their children to study for as many hours after school as they 

did in their home country. Parents expressed concern that the amount of assigned homework 

was insufficient to ensure that their children understood the subject and gain high grades. As 

Bahar said:  

In this new school, they don’t pay much attention to homework and 

lessons, and in fact, they don’t have the academic discipline and strictness 

that existed in the previous school …she may lose some points in her math 

if she does not practice enough and the homework is not enough for her.  

In the same vein, Carole asked her children to do extra practice after school.  

Some parents held the view that not all the schools in Aotearoa New Zealand were the 

same. Annahita claimed that different schools in Aotearoa New Zealand had different 

academic expectations. Her daughter had experienced being a student in two different 

schools: one private ‘girls only’ school, the other public and co-educational: 

The academic level of that school [the first school] was much higher. The 

school’s decile was higher and had one of the highest rates among public 

schools … There was a lot of pressure on her in terms of lessons as well. 

(Annahita) 

 Some parents believed that Aotearoa New Zealand schools placed too much emphasis 

on subjects such as sport. These parents argued that extra-curricular activities are not 

essential for students wanting to gain to tertiary qualifications or obtain employment. Instead, 

these parents noted the importance of other subjects, such as mathematics and science: they 

saw these subjects as more important than sports skills for their children's future careers. 

However, under the Education Act, Schools’ State and State Integrated Boards of Trustees 

are required to implement the school curriculum in line with New Zealand Curriculum and 
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the National Education Goals (NEGs) and National Administration Guidelines (NAGs). 

Health and Physical Education PE (HPE) is one of eight learning areas that schools are 

required to cover.  

Social Influence 

This theme captures parents’ perspectives on social networks and social relationships 

that support both parents and children in school-to-work transition processes. In particular, 

parents highlighted the role of family members, friends, and the school communities in their 

children’s settlement, educational performance, and future careers. They also discussed how 

these social actors influence transition processes.  

 Parents spoke about others who had impacted their child’s career plans. Many parents 

described how family members had influenced their children’s lives, including their future 

careers. However, parents may not be aware of all those who have had an influence, 

including peers and careers advisors. Ten parents suggested that they personally had the most 

influence on their children’s career decisions. In some families, parents were considered role 

models for their children. They believed that their attitudes and behaviours could motivate 

their children and influence their career choices. For example, the interviewees believed that 

having parents who worked constantly, regularly, or habitually, and who were committed to 

work tasks, inspired their children to be like them. Carole, who was studying for a PhD and 

working full time when she was interviewed, said that her son, 

knows we work pretty hard. We influenced the hard work beat. So, my son 

really works hard because he knows we work really hard. So that’s the only 

thing he does to emulate us, working hard.  

Rose shared the same view. She said, “Parents are not like that … I think as migrants, we 

work very hard. Our kids work very hard as well. We push them to work very hard.”  
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 Parents also discussed how their socioeconomic status and educational levels impact 

upon their children’s aspirations: 

She says that she sees us as role models because I have been scientifically 

successful. I am an inventor. I also have insurance and business 

information, so my child considers me successful. She is very eager to 

follow in our footsteps. (Siavash) 

My husband and I both achieved at least a master’s degree, and we enjoy 

reading, learning a lot. And so, that also encouraged my daughter to set 

[…] her mind to pursue at least a PhD degree. (Chynna) 

 The data also revealed how immigrant parents define successful school-to-work 

transitions. Parents consider different factors like academic achievement and ‘serious’ and 

‘money making’ jobs such as engineering as key components of success. Parents expected 

their children to succeed academically and to continue onto university education. As Lin 

stated, “parents expect of kids very high … we aim high, as we believe studies are more 

essential and want kids to attend good universities.” For these parents, taking a gap year or 

working part-time during school years is not an option because these activities are believed to 

impede success. These views are illustrated in the following statements: 

I did not expect my sons to work at all. I would just ask them to study even 

if I had to work. (Sogand)  

I think the recent challenge that I have had with my older one is the 

university challenge, right? Of not wanting to go to university. But I said, 

no, you have to finish university. So, it’s like counting the years when he’s 

going to finish, but he still pushes his luck, still asks me, ‘What about take 

a gap year?’ (Rose) 
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 Parents considered obtaining a “good” job a sign of a successful transition from 

education to employment. Most of the parents believed that the only way to obtain a “good” 

job is by having a university degree. Parents discussed how a good job meant a job with high 

earning potential and security, such as being an engineer or physician: 

I always told her, ‘At first, you should be sure about earning enough money 

and then enjoy your job, which is ideal, but if you study to enjoy, you may 

not find a secure job, and finally, you may have a mental crisis (Salman) 

Because, in the Philippines, within our family, we have lot of medicine 

students; my niece, two of them I think, both are taking up medicine, and 

we don’t want him to be behind. (Krishna) 

The data also revealed that the parents’ relationships with their children was a factor 

in influencing their children’s transition into work. Three parents’ feedback indicated that 

spending time with children could enhance the parent–child relationships. Having a good 

relationship enabled parents to discuss a variety of topics including education, future careers, 

and the decisions the young students needed to make:  

We try to go together so that we get to have shared time ... Usually, we 

spend a shared couple of hours talking every week ... we talk about the 

things they like at that time, for example their school, anything they’re sad 

about, any subjects they turn to, or about lessons. He wants to change his 

major. We have these times, once or twice a week, or even more 

sometimes. (Ava) 

The parents noted that as the language spoken at school was different from what they 

spoke at home, their children felt more comfortable talking to them (their parents) than to 

their friends or school staff. For instance, Siavash and Tahmine said that their daughter 
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expressed her feelings, opinions, and decisions more freely in Farsi than in English: home 

time was like a debriefing time in which she could share her thoughts with her parents:  

She is happy with us. However, we never force her to be with us all the 

time ... In fact, we really like her to spend more time with her friends, but I 

think she prefers an Iranian atmosphere after school where she does 

everything in English. Therefore, she chooses to spend her free time with 

us. (Siavash) 

From the parents’ points of view, another reason they were able to spend more time 

with their children was that some parents had more free time in Aotearoa New Zealand due to 

a lighter workload. For example, when she worked as a full-time engineer in Chile, Riva 

could only spend time with her family during the weekends. However, when the family 

moved to Aotearoa New Zealand, she was able to have lunch and dinner with her sons every 

day and discuss different topics. As a result of spending more time together, she believed 

they could enrich their family bonds, and could have a greater influence on her children’s 

decisions.  

 Parents believed that a lack of information, as well as having assumptions about living 

in a new country, influence parental support. For instance, Siavash and Tahmine discussed 

the assumptions that their daughter would have a “better experience” at a private school in 

terms of particular aspects of education and the learning environment, among other concerns: 

“If we had had this information at first, we would not probably have spent nearly 30,000 

dollars on the school. She would have gone to this public school from the beginning.” Carole 

who had lived in Aotearoa New Zealand for three years at the time of the interview, agreed 

with Siavash and Tahmine, saying:  

So, I knew the system. I knew the city. I knew the culture ... So, it really 

helped me settle in easily because of what I expected and what I knew I 
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needed to do to survive. I knew it before because I have done that before. 

So, it made it easier.  

 Some parents raised issues relating to a lack of familiarity with Aotearoa New 

Zealand rules, information about the job market, and available careers or educational 

pathways for their children. They said that a lack of knowledge meant parents and students 

lost work and educational opportunities in the new country:  

In New Zealand, and in comparison, with Iran, their financial support is 

even more, but you don’t know about the rules. You don’t know what 

major has better prospects in the future. (Lin)  

Although most of the parents agreed that their advice had a direct impact on their 

children’s decisions, three of them thought they had no influence whatsoever. For example, 

Rose said, “Herself! She made the decision herself ... I never told her that you must do 

something”. In most families, both parents were involved in their children’s decision making. 

However, two parents commented that only their partner had an influence on their child’s 

decision. For instance, Nadiya, who got divorced from her husband two years ago, believed 

that their daughter was influenced by her husband and felt that she could not give her 

daughter any advice. She insisted that because her ex-husband was educated and more 

successful in his profession, his career advice would have had more impact on their 

daughter’s career choice than hers.  

 Most parents identified siblings and extended family members (including 

grandparents, aunts, uncles and in-laws), as having a major influence on their children. 

Extended family members were described as passing on values to younger family members. 

Thus, their advice and support had an effect on the students’ career choices. As Carole stated, 

“My dad was a computer programmer. And my dad talked to my son a lot about 

programming and stuff ... Then he started learning coding by himself. So, it’s my dad”. 
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Parents also often noted that their children wanted to do the same or similar jobs as other 

family members, as Satin stated: “First of all, my husband is an engineer. My sister and all 

brothers-in-law are engineers. So, she got influence from them.” 

 Friends also influence a student’s school-to-work transition. Most of the parents 

agreed on the importance of friends and the impact they could have on a student’s settlement, 

confidence, mental health, academic performance, decision making, and career choices. With 

regards to the settlement process, Rose explained how the school assigned her children a 

“buddy” who stayed with them until they became settled in the school. Her children 

developed friendships with other students through their “buddy”. In contrast, the parents 

expressed concern that a new environment could make the friendship-building process 

challenging and stressful for their children. As a result, students were more likely to lose 

confidence and develop mental health problems. For example, Ava claimed that if her son 

had found some friends at school when he was first enrolled, he would never have 

experienced depression and mental health issues. Consequently, he would have been more 

confident choosing a career pathway at the conclusion of school:  

The satisfaction you get when you yourself get to make friends is very 

crucial. It’s important psychologically as well. Supporting them and 

receiving support from them are needed for everyone. Everybody needs to 

help and get help. It affects mentality very much ... I tried to get 

appointments to tell them we were immigrants and we have these problems, 

or for example, our children couldn’t make a lot of friends and ask for help. 

Parents also suggested that friends were a reliable source of information for their 

children. For instance, Sogand’s son learnt about student loans and how he could pay for his 

university through his secondary school friends. Local friends, or friends who had lived in 

Aotearoa New Zealand for a long time, often provided the newcomers with much-needed 
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information. Sogand believed this information was not readily available and said it was not 

easy to find on school websites, pamphlets, and even in school counselling sessions. Bahram 

emphasised the need for immigrant families to make friends with locals and/or communicate 

with those who had lived in the country for a long time: “I sent my daughter to her friends’ 

houses to get acquainted with the environment and their lifestyles”. 

 Five parents stated that their children’s friends had a stronger influence on them than 

the parents. For example, Nadiya believed that her daughter resisted her advice and only 

agreed with her when her friends gave her similar advice. Similarly, Lin and Sogand revealed 

that their children’s friends had changed their minds and motivated them to pursue tertiary 

education. This was also the case for Siavash who said, “In general, I am very happy that 

there is an intense competition among them and that her classmates are very competent. In 

her class at the university, all of her classmates are top students posing serious competition.” 

However, Chynna described a situation in which her daughter’s friends discouraged her from 

completing her studies: 

The people around her will continue talking her into accepting the idea that 

furthering your education is not that significant … when she was in China, 

she decided to continue PhD degree. Ok. But now she’s thinking that … it’s 

the family who sets up the initial influence and the big picture. But if she is 

away in a people with totally different ideas, especially her peers, she will 

also be influenced a lot. 

Although most of the parents highlighted the importance of influential friends, three 

had contrasting opinions and believed that peers had no impact on their children or their 

career decisions: 

I’m thinking there’s a lot of kids and peer pressure happening. But for my 

son, he’s not having any pressure. So, he’s not being influenced by anyone. 



 
 

127 
 

Just realising that he needs to do a bit more to survive. Yeah. So that’s what 

he’s doing. (Carole) 

A few parents highlighted the influence of same-gender friends. For example, Lin believed 

that her son’s male friends had more influence on his academic and career decisions than his 

female friends. 

Participants reflected on the importance of the school community, which includes 

school staff and parents, in facilitating a student’s settlement, academic performance, and 

school-to-work transition. They discussed the importance of communication with school staff 

in terms of gaining information. Although some parents obtained information from the school 

and the MoE websites, other parents still sought information about tertiary fees, gap years, 

and streaming systems via academic and careers counselling sessions provided by the school. 

For instance, Sogand stated that she needed to know the “cost” of some majors at Aotearoa 

New Zealand universities and found this information from the careers staff. In most cases, 

parents expressed satisfaction with the career services that the school provided. As Salman 

stated, “They had good communication with the parents; they held meetings regularly, and 

the parents talked to its career’s advisor. That was interesting!”  

 Some parents raised issues concerning intentional communication. These parents 

expected the schools to communicate with them, but instead, had to approach the school. 

These parents noted that the schools did not contact them about important issues or explain 

how NCEA works; they had to find the right person to obtain this information. Annahita was 

particular dissatisfied: she mentioned that she and her husband rarely received information 

from the school. Instead, they searched for the information that they needed using the 

school’s website. Carole, whose daughter studied in another secondary school, concurred 

with Annahita, stating that she was the one who approached the school to find out about 

career pathways. However, this was not the case for all of the parents and schools. School 
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staff called and supported Riva from the very beginning; howevert Riva’s children attended a 

medium decile with diverse population which was different schools than Carole and 

Annahita’s children (high decile and white dominant schools). 

 Most parents also noted the comprehensive support they received from school staff 

who work in the school office and are the initial point of contact for students and their 

families. These parents commonly refer to these staff members as administrators. This 

support included administrators speaking to, and assisting parents, organising and 

maintaining student records, as well as referring new parents to the school staff. Although 

most parents did not have problems with the school administrators, there were a few parents 

who were unsatisfied. For instance, school administrators confused Ava the first time she 

registered her son after arriving in the country. The issue was she had to speak with a 

different staff member each time she visited the school. Moreover, she had to explain 

everything over and over again because the school did not keep a record her son’s 

information. Bahram experienced the same problems at another school, revealing that his 

daughter was interviewed by three different people. He said, “The school has to ask this 

student and record the notes.” These parents expect the schools to have a comprehensive 

system and keep records of all the interactions with them. They believed that such support 

systems would have resulted in a smoother settlement process and had a positive impact on 

their children’s academic performance and subject choice. 

 Parents also recounted experiences of school administrators grouping students based 

on their visa type. For example, Ava recalled an experience with a school that separated 

international students from domestic students. Her son started his first week of school in an 

international class made up of students on non-resident visas. However, Ava explained that 

her son should have been considered a domestic student due to his visa: when notified of their 

mistake, the school moved her son into another class. That was an issue for her and her son as 
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she believed the subjects for international students were a bit different from subjects for 

domestic students. 

 According to parents, the support their children obtained from counsellors had an 

impact on different aspects of their school experiences. Parents described counselling as any 

guidance provided to their children or their families to resolve educational or personal 

problems. For parents, counselling had two main aspects: wellbeing, and academic/careers 

counselling. Two parents were dissatisfied with the wellbeing counselling sessions. They 

believed that counselling should focus on a range of topics, such as finding friends and 

solutions to language problems. For instance, when Ava shared her son’s experiences of 

finding friends, she mentioned that the guidance was general, and that the counsellor did not 

provide specific or practical solutions. Although the school had a considerable number of 

counselling staff, Ava was not able to solve her son’s problems via school wellbeing 

counselling. She ultimately had to seek help from outside the school. However, most of the 

parents were pleased with the school counselling services. For example, Salman talked about 

how counsellors helped his daughter enrol for free after the family encountered visa issues.  

In regard to the provision of academic and careers counselling, parents discussed 

topics such as subject choices, career pathways, skills, competence for future careers, and job 

searches. The parents highlighted the role of subject teachers, deans, and career advisors. 

Salman stated, “So, I think the teachers and counsellors play a more important role in our 

children’s lives ... These advisors have a great effect on the students’ decisions about their 

future.”  

Most of the parents talked about the “quality” of academic and careers counselling. In 

their views, quality counselling meant obtaining accurate information and providing effective 

guidance. Thirteen of the 16 parents stated that the careers counsellor was probably unable to 

obtain enough information about the student’s academic history and accomplishments. 
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Therefore, they were only able to provide what parents referred to as “general or inaccurate” 

advice. For example, Riva reported that even though her son had studied in Chile, the careers 

staff and dean in Aotearoa New Zealand were unaware of these foundation courses and 

forbade him from taking calculus. After a long process of persuasion, he was allowed to take 

the calculus course. Bahram recounted a similar experience in terms of his daughter:  

After three times referring to the school and speaking with various 

individuals, she finally found out that she could have skipped the subjects 

that she had taken … They assigned her subjects that she had passed before 

... which meant that she just wasted her life. 

 Parents also commented that guiding students in terms of which subjects they should 

take is an important part of careers counselling. Unfortunately, career counsellors were 

unable recommend the optimal combination of courses: 

I think careers should do more if you ask me. You want to be an engineer. 

But you know there is room you might decide to go this way. They should 

advise them just to pick some courses … that can end them in another 

career. (Carole) 

In fact, the career service, who are in … charge of the career service 

department, they should have more knowledge about how to make your set 

of courses in year 12, 13 … who wants to cover many areas like 

engineering, medical science board. (Satin) 

However, when it came to choosing courses, a few parents, who were associated with 

different schools, found the counselling sessions satisfying enough. As Bahar said: 

Well, they give lots of guidance … I’m not aware of all the details, but they 

were talking to Sanam about the academic major she wants to choose. They 

told her what courses she should choose, so that in case she changes her 
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mind and wants to change her major, she has wider options available to her. 

I’ve seen them talking to her about these things. They guide a lot. 

Four parents reported that the career advisors did not involve parents in the decision-

making process and left students to make the final decisions. These parents, who were all 

talking about different schools, believed that although students’ interests and aspirations are 

important, these are not enough to make important decisions such as choosing a career 

pathway. Sogand stated, “They just want to speak to them alone about their interest.” Two of 

the parents were not happy about the limited amount of time students could talk to a career 

advisor. They believed that the careers staff did not give students enough time. Carole 

explained, “I expect them to give them a chance to even talk to the parents or something”. In 

contrast, Salman asserted that there were no limitations on the number of career consultation 

meetings that his daughter had:  

There wasn't any limitation on the hours we could talk; for example, they 

didn’t make us have a 10-minute or 15-minute meeting, and I asked all my 

questions comfortably. Secondly, we could manage the time of the 

meetings and they determined some days, and then, we chose a fixed time 

to meet and talk together, because some of the parents were in work and 

they should manage their time.   

 Four parents talked about the role of the migrant community in assisting them and 

their children in terms of adapting to the new culture and school system and gaining 

information. However, according to one parent, this type of support was not always positive. 

Sometimes these ethnic communities created barriers to integration and impeded the 

adjustment process. Sogand, who sought support from the Afghani community by attending 

some classes, was verbally abused by one of the immigrant communities in the class because 
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she was not wearing her hijab properly and did not speak with Afghani people in Dari (an 

Afghani language). Of her abuser, Sogand said:  

If he saw me in a blouse and pants instead of a skirt … I usually wear a 

blouse and pants ... it was over! I was speaking Farsi with some Afghan 

kids in the class, he began to swear and said, ‘You are not allowed to speak 

Farsi’.  

After a while, she stopped going to the class, which unfortunately, was the only free one. She 

believed this incident caused her mental health problems as she and her sons felt isolated and 

disconnected from their immigrant community.  

 Three parents also shared their experiences about how they solved their issues with 

the help of other parents from the school community. For example, Sogand’s neighbour, the 

mother of one of her son’s school friends, was an important part of Sogand’s life; she acted as 

a bridge between herself and the school. The neighbour accompanied her whenever she 

wanted to meet a teacher or school staff. Sogand said: “We would have been really helpless if 

that American woman had not helped us.” However, she said revealed that talking “about 

problems together” with her Farsi-speaking friends provided the most relief. 

Cultural Influences 

[How] I perceive of good future for my children is very different from how 

Kiwi parents perceive a good future for my children … How they perceive 

life is different. (Rose) 

Parents also raised the role of cultural influences. Parent noted a gap between 

Aotearoa New Zealand’s culture and that of their home countries. During the interviews, 

parents expressed their opinions in relation to a number of cultural factors, including 

differences in language and family values.  



 
 

133 
 

 Most of the parents revealed that they (and their children) had struggled to 

communicate in English as this was a second language for them. The parents from non-

English speaking countries spoke of how this difference negatively affected various aspects 

of their lives. Six parents expressed concerns about poor communication due to language 

differences. They believed that their deficiencies in speaking English prevented them from 

communicating with the schools and the local community: 

The cultural and language differences become more tangible here. I have 

lots of language problems and was stunned several times in the street. I 

forgot where I was and what I wanted to do. I could not talk and I suffered 

from stuttering … I have language problems, and I am not fluent, and 

because of this, it is very difficult for me to communicate with others. 

(Nadiya)  

For some parents and children, an inability to communicate well in English led to 

mental health issues. Due to Sogand’s limited English language skills and her inability to 

develop simple communication skills, she experienced considerable pressure and tension in 

her first year in the country. She said:  

I could not speak one night when I got up. I was completely mute and was 

only crying. No sound could be heard from me. When we went to the 

hospital, they said there was no problem, and then, I recovered.   

Salmand concurred with Sogand, stating that communication issues adds pressure on young 

people: “The children of the migrants are self-deprecating about their language and 

hometown, which is at a lower level than Aotearoa New Zealand; they fear […] any 

communication.” Similarly, Ava stated, “It was a really important problem, and it was more 

damaging than educational issues like getting bad grades. It hurt him much more that he felt 

he couldn’t communicate well”. Three parents revealed that their children had encountered 



 
 

134 
 

language difficulties when they started school which negatively affected their learning and 

academic performance: 

On the one hand, my son had to face all the challenges in his study because 

this is not a Chinese language environment. This is the totally different 

language environment for him ... biggest worry for him, his native language 

Chinese … and his English needs polishing, needs improvement all the 

time. (Lin) 

A lack of English skills was also associated with social isolation. Ava talked about her 

son’s experience: “They ignored him and wouldn’t allow him in their circle, and he felt like a 

stranger. There is the issue of language, but not so much to make it impossible”. However, 

some parents did not find it difficult to speak English since they had a fair level of English 

before moving to Aotearoa New Zealand. These parents also spoke English with their 

children. As Carole explained:, “I got three languages. I have a mother tongue, and I have 

Swahili. That’s the national language in Kenya. And then, we have English. But my kids 

know more English than my other mother tongue.”  

 Some parents noted differences between parental attitudes and expectations among 

immigrants compared to local parents, particularly in terms of how much freedom they gave 

their children. According to seven interviewees, parents in Aotearoa New Zealand are more 

lenient and give their children the freedom to choose what to do with their lives. 

Consequently, immigrant students expected their parents to behave the same way and even 

asked for more freedom in different aspects of their lives, such as choosing friends, attending 

social events, their pathways, and deciding a future career. These expectations often caused 

conflicts between the children and their parents. Rose explained her daughter’s reaction to 

parental restrictions: “My daughter said, ‘You know, my friend’s parents told me that they 

would love to have me as their daughter, but you don’t seem to appreciate me’”. Parents also 
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revealed that immigrant parents often exhibit controlling behaviour. For example, Sogand 

noted that she regularly visited her son’s teachers to monitor his “studies and progress”, even 

though this kind of behaviour looked “out of character” to the teachers. Similarly, Bahar said, 

“Kiwi parents have a very different mentality from Asians parents. Asian families are very 

controlling”. Some of the parents from Asian backgrounds (e.g., China and Bangladesh) said 

that they expected teachers to actively supervise their children’s academic performance.  

 Three parents believed that young people in Aotearoa New Zealand are more 

financially and emotionally independent. In contrast, immigrant children were seen as more 

dependent upon their parents. For example, Rose discussed the age of “being independent” in 

relation to the New Zealand context. She believed that in Aotearoa New Zealand, at 16 or 17 

years old one is considered a mature adult. In contrast, in her home culture, young people 

become independent at 21. Rose said, “I think when they’re 21 I would be their friend, and I 

would allow them to do what they want to do. But until then, I’m not comfortable. I’m still 

the parent. You are still my child, you know.” Similarly, Bahram shared his daughter's 

impression of independence within New Zealand families:  

This is a totally new environment ... Once she said to me, ‘Daddy! This girl 

pays her father 420 dollars per week for house and food. He had told her to 

pay 420 dollars for having guests over and she works to pay it’.  

Some of the interviewed parents perceive this dependency as an important family value and 

see it as a form of “family bonding” or a way to maintain “close family ties”. 

 Some parents also talked about parental responsibilities within migrant families. They 

were of the opinion that within Eastern cultures, in particular, both fathers and mothers 

assume a lot of responsibility for making sure the family runs smoothly. Therefore, children 

are not interested in taking on any responsibilities at home and rely more on their parents. As 

Nadiya commented: 
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She understands that her mother is like no other. She says that her friends 

admit that their mothers do nothing for them. For example, I make a lunch 

box for her and wash her clothes despite the fact she is old enough to do it 

herself. Somehow, she wants to follow the Iranian culture in which the 

mother supports kids fully, but on the other hand, she has no means of 

helping me, and it means that I solely carry all the responsibilities of the 

house on my shoulders. 

 They talked about other related issues such as culture shock and 

discrimination. Moreover, they talked about how they faced discrimination in Aotearoa New 

Zealand. The parents believed that the young immigrants also experienced culture shock as a 

result of moving to New Zealand, which resulted in mental distress and stress for them. They 

stated that coping with culture shock and adjusting to a new culture takes a considerable 

amount of time and distracts students from their studies and career development. The parents 

stated that before immigrating, they were unaware of how challenging it would be for their 

children to start life and education in a new culture. According to Annahita, the whole 

process of immigration is a major change for immigrant students because they do not 

participate in their parents’ decisions and they do not know how a new country and culture 

will impact upon them. Parents also expressed the opinion that teenage immigrants have a 

harder time adjusting, particularly as this change intersects with other changes like puberty: 

Especially, that he had just reached puberty, an age so many changes 

happen. He was 14. There was a lot of changes … For that reason, it was 

more challenging and really difficult for the older child. (Ava) 

Carole believed that the age of immigration mattered, and that those children who immigrate 

at a younger age are able to adjust more easily to a new culture: 
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I would say, it depends at what stage the immigrant arrives in New 

Zealand. If the immigrant kid arrives in New Zealand at a young age, they 

have the same opportunities … The only challenge is, especially if you 

come as a small baby, you might know trouble with the language, you 

might struggle with the culture because what happens is the culture shock, 

and it affects kids who come to be older. 

Annahita shared that her older daughter had struggled to fit into New Zealand culture: 

My older daughter has been in the same situation … She was not happy 

from the beginning, and she is still not satisfied that we brought her here. 

From the beginning, she felt that there was no reason for us to come here. 

Well, she thought she was very happy there, and there was no reason to 

move. 

Her daughter not only had to fit into a new culture, but also become accustomed to the new 

educational system and the New Zealand job market. However, Annahita did not identify any 

issues with her younger child because she was only nine years old when the family moved to 

Aotearoa New Zealand.  

 Parents also discussed problems related to cultural differences that promoted racism 

and added to the cultural shock. They believed that they and their children were discriminated 

against because of differences in nationality, religion, appearance, ethnicity, and language. As 

a result of racism, parents believed that their children would lose out in terms of employment 

and educational opportunities. For example, Bahram shared his family’s job-seeking 

experiences. He revealed that during the job selection process his qualifications and skills 

received less priority than his nationality and visa status. He concluded: 

They prefer to employ a local person than a resident, and if they can’t find 

one, they choose to employ a visa-holding worker. So, this reveals that I 
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have to work much harder than a person at my own level, or even lower, to 

get to a similar position. 

Parents believed that their children would confront the same issues and experience 

discrimination in terms of job opportunities and access to government assistance. Rose, who 

held a permanent resident visa and thus, was allowed to work in Aotearoa New Zealand – a 

bicultural country with a multicultural society - at the time of her interview, said: 

 They will lose out because of their skin colour, whether you like it or not. 

That’s a fact. You know, because I see a lot of people that have been hired. 

I don’t know, sometimes I wonder somebody else applied for the job is 

much more qualified. Why you hire this person? So, it’s a Kiwi culture ... 

They just miss you because you don’t have the right colour ... We are not 

very different from them. But I feel that being a migrant in this country, if 

we are not at the top of our game, you’re not going to get hired. And if my 

daughter is not on the top of a game and get the best qualification, get the 

best job where your skill is really needed. 

Parents argued that the discrimination their children faced at school had a major 

impact on their settlement experience, mental health, and ability to communicate. Annahita 

recounted her daughter’s experience, stating that her daughter asked to attend another school 

with fewer Westerners after she decided to wear the hijab: 

She wore a hijab, and several of her school friends cut ties with her. They 

were no longer as close with her as before, and they constantly rebuked and 

ridiculed her for wearing the hijab ... That is why my daughter became 

isolated. She faced a shortage of friends after deciding to show that she is a 

Muslim. 
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While parents such as Salman and Chynna never experienced discrimination, they reported 

experiencing “differentness”. As Chynna explained, “people shared very similar thinking 

patterns, ideologies, or ways of doing things” in their home country. She explained that in 

their home country, they lived in a homogeneous community. In contrast, in Aotearoa New 

Zealand, they met people from all over the world. These parents talked about difference as a 

positive aspect of life in Aotearoa New Zealand because their children “enjoyed being 

different”. They said that staying in Aotearoa New Zealand allowed them to learn more about 

different people, beliefs, ideologies, and cultures.  

Personal Insight 

Having outlined the parents’ views on careers education and life in New Zealand, in 

this section, I share my thoughts, and understanding of, the parent interviews. While there 

were times when I understood some of the parents’ feelings and experiences, there were also 

times when their viewpoints on certain topics surprised me. Occasionally, they provoked 

feelings and memories in me. Other times, they provided me with clues about what to expect 

as a parent in the future.  

One of the incidents parents mentioned was racism in job interviews, during the hiring 

process and later, in the workplace. It reminded me of a similar experience I had when I 

applied for an engineering position. During the interview, the interviewer commented on my 

hijab and how it might make people uncomfortable; finally, he asked me if I intended to keep 

wearing my hijab. I believe that having this kind of experience may lead people from 

minority groups to believe that they will not have equal opportunities in the labour market 

due to their race, nationality, and/or appearance. As a result of dealing with discrimination for 

so long, the parents in my study seem to have concluded that in order to be hired by 

employers, they and their children must have higher qualifications and skills than their 

“white” counterparts. Although I disagree with these parents, living in Aotearoa New Zealand 
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for five years and watching people from minority groups (such as Māori, Pacifica, migrants, 

refugees, and rainbow populations) taking part in important roles, gives me hope that even 

though discrimination exists and the respondents have clearly experienced it, it does not mean 

that everyone will. 

When asked about the challenges of raising children in a new country and in 

particular, the impact on children's education and employment, the parents asked for my 

opinion about how they should raise their children in a “Western” culture. I believe this 

demonstrates the difficulties immigrant parents face in raising children in a new culture. This 

question reminded me of the worries I had in my first year of immigration. For example, I 

was concerned when I realised that the school would be offering sexuality courses. I believed 

that they might encourage my children to have sex, misguide them about sex, and distract 

them from studying. As a parent, I was also concerned about how I could teach my children 

to value and practice their culture while studying and living in a “Western” culture. However, 

after speaking with the school teachers and attending information events the school organises 

for parents, I realised that discussing topics that may not align with my cultural and religious 

values, would nonetheless provide my children with information and protect them from 

future risks. Based on my experience with other immigrant families, including the parents in 

this study, I believe that some immigrant parents tend to focus on the negative aspects of 

these cultural differences and/or they are reluctant to embrace the new culture. Moreover, 

they rarely discuss their concerns with educators or other experts within the school, or within 

their ethnic community.   

Moreover, I noticed that immigrant parents rarely make connections with other 

families in the school and that they rarely ask for support from other children’s parents (those 

from the same class). From my experience with the New Zealand school system, the school 

community not only includes the school staff, the board of trustees, and the students’ 
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families. The staff and educators often encourage parents to connect and communicate with 

each other. For example, at my sons’ school, they hold a school family dinner. Each year 

there are at least two additional gatherings (e.g., a ladies’ night and morning tea) with other 

parents outside of the school. I believe these meetings have helped me to bond with parents 

who usually have more experience and knowledge in terms of schooling in Aotearoa New 

Zealand. From my experience, these kinds of relationships could help ease or diminish many 

of the challenges immigrant parents face when settling into a new environment.  

Summary of Findings 

This chapter has provided an overview of how the interviewed immigrant parents 

perceive their role in the career education of their children, what factors influence their 

children’s career decisions, what support the children need, and how parents are able to 

facilitate this transition process. It was evident that the parents in this study found the 

education and schooling system different from what they had experienced in their home 

countries. They shared their ideas about how institutional rules such as different enrolment 

criteria, enrolment assessments, and subject choice processes, could impact upon their 

children’s careers decision. Analysis of the interview data also revealed that the interviewed 

parents valued skills like literacy and numeracy over transferable skills such as team work 

and leadership. Due to these differences, immigrant parents have additional expectations of 

their students and of the schools. 

Parents’ expectations of students and educators could shape the way they support their 

students; this study found a link between what parents define as a successful transition and 

these expectations. Most of the parents encouraged their children to undertake tertiary 

education or full-time study after graduating from secondary school instead of looking for 

employment or taking a gap year. They believed that attaining high academic qualifications is 

the only way to achieve that goal and compete with their domestic counterparts. As such, this 
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finding suggests that the interviewed parents discount other pathways because they have 

limited information about the available career pathways and the New Zealand labour market 

in globalised economy. 

As a result of living in a different environment and culture, some children find it 

difficult to make friends and obtain information from teachers or careers advisors related to 

choosing a career pathway. As a result, they tend to seek advice from their parents who 

become their first source of information. However, some parents stated that they could not 

develop this bond because of escalating levels of conflict between them and their children 

which began soon after settling New Zealand. This conflict was often caused by the fact that 

the children adopted aspects of the new culture while the parents wanted their children to 

respect the culture and norms of their home country. A few of the parents revealed that after 

migrating, their children only felt comfortable talking to one parent about their career 

plans/goals and that this impacted upon their children’s future career choices.  

Parents' interviews revealed the importance of interpersonal influences, such as 

friends, school staff, educators, and the immigrant community. Parents believed that their 

children’s friends influence many aspects of their lives. They argued that developing 

friendships could enhance their children’s confidence, and that having support from a group 

of friends could make the school settlement process smoother for new students. From the 

parents’ point of view, friends are ‘unofficial,’ but reliable sources of information. They 

believed that their children could find out more information from their friends than via 

official resources like school websites. However, parents also highlighted the effect of peer 

pressure. They stated that peers could impact (both positively and negatively) on the students’ 

school grades, what subjects they choose to study, and ultimately what career path they 

decide to follow.  
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The wider school community, including school administrators, school leaders, 

teachers, counsellors, and careers advisors, is another factor that parents believed both 

directly and indirectly influenced young people’ school-to-work transitions. Parents talked 

about communication between the school and families as crucial for facilitating the students’ 

settlement at school, as well as building a connection with the school. However, some parents 

claimed that schools do not have any intention to communicate with parents, especially 

immigrant parents. They reiterated that they were the ones who approached the school to find 

help for their children.  

Another recurrent theme that emerged in the interviews was the communication and 

language issues that immigrant parents and students experienced in the new country. Most of 

the parents revealed that they and their children had struggled with language difficulties. 

They noted how their lack of English proficiency had contributed to social isolation and 

mental health issues. The parents also suggested that a lack of language skills could impede 

the learning process and lead to low academic performance. Having explained the parents’ 

views, in the following chapter, I present the findings from the career advisors’ interviews.   
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Chapter Six: Career Advisors 
Introduction 

This chapter presents data generated from discussions with six career advisors, 

gathered over eight interviews. The chapter is divided into five main sections. The chapter 

begins with a brief overview of each career advisor’s profile, their qualifications, and work 

experience. The second section presents the results of the analysis divided into three themes: 

multiple roles, the support that the career advisors provide, and the factors that influence the 

school-to-work transition from their perspective. The fifth section provides a reflection on the 

interviews; it presents my understandings and thoughts on the interviews.  The final section 

summarises the chapter’s findings and their significance in terms of the New Zealand context. 

Getting to Know the Career Advisors 

The career advisors were recruited from co-educational and publicly-funded schools. 

Gail is head of the careers department of a public, decile six, girls’ secondary school. At the 

time of the interview, she had been in the position for less than a year. Originally from the 

UK, she has been living in Aotearoa New Zealand for more than 18 years. She has a Master’s 

degree in Education and a Bachelor of Arts degree, specialising in History and Literature. 

Although she had the option of completing a diploma in careers advising, she did not 

complete it after her colleagues advised her that, “it wouldn’t be of much value to the job.” 

Prior to becoming a career advisor, she worked as a literacy and learning support specialist 

and was the director of a learning centre at a different school from where she currently works. 

Marita was introduced by Gail. She is head of the international department and, 

according to her, part of her job involves advising students about different career pathways. 

Prior to this job, Marita had been a teacher for approximately 27 years. Her main teaching 

subjects were social studies, English, and Japanese. She also has experience working in the 

ESOL (English as a second language) department. As part of her job as a student exchange 
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coordinator, she has travelled to many countries around the world which obviously helps her 

when working with international students.  

Sarah is the head of the careers department in a decile six co-educational secondary 

school. At the time of the interview, she had been employed at the school for six months as a 

career advisor. After many years of being a teacher aid in schools, she finally became a 

registered teacher and worked as an English teacher for approximately four years. Before 

that, she held a variety of roles in non-educational workplaces (for example, she worked as a 

flight attendant and was a communication advisor in a construction company). She believes 

that her varied work experience provides her with a lot of knowledge that she now uses in her 

current role: “So, I think my background totally supports career advising because I have had 

loads of jobs.” She also stated that her experience as an English teacher helps her in her 

current role: “being an English teacher is good because I can help with scholarships and 

writing is my next passion.” According to her, it is not a good idea to accept a career 

advisors’ role too early in life. She noted that people usually have another role in the school 

before becoming a career advisor. She revealed that while she does not hold any post-

graduate degrees she has certificates, diplomas, and graduate diplomas in various fields.  

George is in his third year as the head of a decile seven, co-educational school. He 

obtained a Master’s degree from a university in New Zealand before he became the head of 

the careers department. He has 17 years teaching experience which includes five years 

teaching in the UK. Before he became the head of the department, he was a biology teacher 

and then the dean for five years.  

Denise, who recently became the head of the careers department in a co-educational, 

decile 5 college14, has a background in sociology and history. Her employment history 

 
14 Some secondary schools in Aotearoa New Zealand are called college. This college Denise worked for has 

more study options than other secondary schools I was involved with.  
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includes working as an immigration officer and for advisory and consulting services. 

However, her main experience was in teaching history and social science. When she was a 

teacher, she often counselled students; this is what led her to accept the offer to work part-

time as a vocational advisor. After working as a vocational advisor for a while, she was then 

asked to be the head of the career advisors department, a role which was, initially, part-time. 

While she did not have any official training in career advising, she believes that talking to her 

colleagues who have career advising experience has helped. She has also attended a career 

advisors conference, which had a positive impact on her role.  

David obtained his Bachelor’s degree, specialising in physical education and health, 

in Auckland. He worked as a teacher and a professional development facilitator for a primary 

school for three years. He then moved to Europe and worked with youth. Upon returning to 

New Zealand, he continued his career as a youth development researcher. He now works as a 

career advisor and is the head of the careers department in a decile three, co-educational, 

college15 in Aotearoa New Zealand. He has also completed a primary career guidance 

qualification at the Nelson/Marlborough Institute of Technology. 

Multiple Roles 

We’re like counsellors and mothers and administrators and everything. (Marita)  

This theme explores how career advisors understand and describe their role helping 

students in their transition from school-to-work. All of the career advisors agreed that their 

job involves examining “students’ lives beyond school and what that might look like” (Gail). 

After analysing the interview data, I classified different aspects of the career advisors job into 

four categories: evaluating, informing, planning, and motivating.  

The career advisors asserted that as part of their job they are responsible for 

evaluating students’ academic abilities, from the start of their enrolment to the present day 
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(which is normally from year 9 to the end of year 12). They synthesise a student’s academic 

background and achievements (for example, by compiling a list of their NCEA credits), so 

that they can direct them to the right courses, classes, and subjects, or future career pathways. 

They typically look at a student’s past grades, previous school reports, and their current 

academic performance. They may also meet with former teachers and deans to gather the 

required information. As George commented:  

When they first enrol they have an interview and we try and look at what 

their academic ability was like overseas. So, we usually get information 

from the last schools, wherever they were ... If it doesn’t fit right, I talk to 

those students and help them into where they would be, or if they need, to 

move out of a class during the year.  

In addition to evaluating a student’s academic performance, four of the advisors emphasised 

the importance of assessing a student’s personality, skills, values, attributes, and strengths. 

The advisors may use personality assessment tools or gain this information via informal 

interviews with the student and various school staff members: “I can chat to a kid and I can 

make suggestions about their personality and the way that they perform” (Denise). 

Another aspect of a career advisor’s job involves informing students and their families 

about different careers and possible educational and employment pathways. Some career 

advisors, such as Gail, believe that this is their primary role:  

I consider our job as supportive information providers. We’re not here to 

make value judgments. We’re not here to start putting stuff out there that 

we know is not going to be necessarily helpful. But we are in the business 

of putting as much information out there generally that all students have 

access to, and can read from that information. 
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Similar to Gail, Denise asserted that providing information is an important part of this job. In 

her eyes, careers advising is like selling students a product, which is choosing a pathway. She 

suggested that students do not have any information about this product and they do not even 

know they need it. Thus, according to Denise, an advisor’s role is to inform them about their 

various options.  

The advisors explained the different approaches that they use to inform students about 

their various career options. For instance, some of them emphasised the importance of 

organising careers events and linking students with course providers, universities, and 

industry training providers: 

We’re doing careers advice, but it could be we’re facilitating events and 

school events externally ... we have to help them, and we take them out and 

meet providers, and show them those places. (George) 

During their school careers fairs, the career advisors often invite students to speak with 

professionals from diverse professions: “The students were given a short presentation by the 

individual institutions, and then they had the opportunity of going and talking to them to find 

out and take more information away” (Gail). However, Denise takes a different approach. 

She believes that talking to different professionals can happen outside of careers expos: 

I used to take groups of nine and I would just start walking in any direction 

[…] every class. We used to do it about every four weeks on a Friday 

morning when it’s quiet in town ... So, we would walk down and I would 

stand at the traffic lights. And as the people were waiting, I’d say, excuse 

me, can you tell me three things you like about your job and three things 

you find challenging? And I only want five minutes because it’ll be boring 

after five minutes and kids want it to be fresh and five minutes is all they 

want to hear.  
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Any part-time work that students do provides them with transferable skills. Students 

can also gain knowledge about different professions by being exposed to workplaces and 

experiencing different jobs. Careers advisors believe that they can facilitate this process by 

making appointments with employers, giving the students rides to various places of 

employment, and teaching them how to commute or catch a bus.  

Planning is another aspect of a career advisor’s role. All six advisors explained that 

their role consists of making plans and developing new timetables for students based on what 

they decide. In essence, they present them with a range of options: “I mean, that’s sort of our 

goal here … we want when everyone leaves to have a definitive plan and to have actual 

action […] we don’t want them to leave without a plan.” (George) 

Career advisors work alongside deans and heads of departments to create plans for 

their students, particularly in relation to acquiring pre-requisite skills like English. Four 

career advisors explained that as part of their role, they encourage and foster students’ 

motivation so that they can take control of their career paths. Denise believes that for some 

students, the school-to-work transition is a challenging process because it requires them to 

push themselves beyond their comfort zones; thus, they must constantly motivate them. 

Denise asserted that being able to motivate students is a skill that a career advisor should 

have. In line with Denise, Sarah stated: “we tell them, ‘here’s your steps and it will be a bit 

longer than usual.’ And my job is to inspire [them] not to let go of that.” 

Five of the advisors discussed the importance of their role as mediators, noting that 

they often had to mediate between students and their parents. According to them, in many 

families, immigrant families included, when it comes to choosing a future career or 

educational pathways, there are often conflicts between students and their parents. Two 

careers advisors also mentioned that, some immigrant parents asked the careers advisors to 

encourage their children to pursue certain subjects and careers. They also believed that 



 
 

150 
 

educators at schools may have this authority to choose subjects for the students . As David 

revealed, a career advisor must “try to find the middle ground” and “reach [a] resolution.” 

Denise concurred with David stating: “I try to win the parents over slowly, gently, because 

[…]  we don’t want any parents, any grandparents upset, we don’t want to have family 

problems, but we want our children to feel fulfilled.” In cases where the parents are aware of 

their children’s decision but do not agree with them, career advisors, “support the students to 

help their parents and families see their way of thinking” (George). They also talk to the 

parents, provide them with information about their children’s academic results, personality, 

and possible options. However, they ultimately let them decide. As Gail stated:  

They didn’t want to be told how to raise their daughter ... We were just 

saying this could be of real benefit for everybody. Look at it from that point 

of view, from that lens, rather than, oh, this is just really good for her. It 

was like, this could be a really good opportunity that will really benefit the 

whole family. 

Gail also explained that in some cases they, “organise for institutions to contact the family 

and then take the family on a trip around with that student so the family can then ask those 

questions.” However, there is often some tension between the student and their parents; 

consequently, students are often hesitant to tell their parents what they want to do. In these 

cases, careers advisors encourage and support the students to involve their parents in the 

decision-making process.  

All six advisors stated that identifying at-risk students is another aspect of their role. 

For most of the advisors (four), the term at-risk refers to students who are at a higher risk of 

leaving school because of low attendance and/or low achievement according to national 

target. For instance, George, who was a dean at his current place of employment before he 

became a career advisor, usually identifies at-risk students based on their grades and NCEA 
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results. However, some advisors noted that students who “are not interested in anything” and 

“get bored and muck around” can also be considered at-risk. David said that these students 

are “more likely to have lower health status, poor life expectancy, more crime.” To identify 

at-risk students, career advisors usually look at a student’s socioeconomic background, 

attendance, academic achievements (for example, their grades and class engagement), and 

any behavioural issues.   

Supporting Careers Advisors  

This section provides insight into the factors that influence career advisors’ support of 

students and their families. The advisors discussed how these influences might affect the 

ways they support students and provide them with guidance. They talked about positive 

aspects of school-related actors such as teachers, the leadership team, the liaison team, and 

the international department. They also discussed the importance of agency-related actors and 

individuals from outside the school environment, including bilingual community members, 

higher education providers, businesses, and key industry employers. The findings also 

showed that a shortage of time and having to complete paperwork had a negative impact on 

their success. 

All of the career advisors highlighted the supportive role of teachers. According to 

Marita, teachers can act as career advisors and reduce the workload on those specifically 

assigned to this role. She believes that the subject and form teachers know the student better 

than anyone else, and as such, are best positioned to provide career advice. Teachers may also 

inform students about different careers and support them to make career-related decisions. In 

addition, teachers provide career advisors with information about an individual student’s 

academic performance and his/her  interests. In other words, teachers and career advisors 

often work hand-in-hand to help students choose subjects and assist them in choosing a career 

path: 
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It is important to know the career advisors have support from senior 

leadership and other teachers involved in career education in any context so 

that their job is supported. So, if a teacher talks to a student about their 

interests and skills and values and that information is collected and comes 

to the career advisers, we can work together. (David) 

Similarly, Marita revealed her processes for obtaining information about a particular student: 

“I know the teachers, so I talk to the teachers and I’m asking for reports or just anecdotal 

information about the students, how they’re going.” 

The advisors also noted the positive influence of the school leadership team, including 

the principal, deans, and the board of trustees. Three advisors suggested that school principals 

could provide career advice to students instead of just the careers’ staff. Further, they noted 

that leadership team members can facilitate communication with parents, particularly those 

from immigrant backgrounds. Another aspect of a leader’s role involves resolving issues that 

are not within the career advisor’s job description, but which may still impact upon their 

work: for example, a student’s behavioural issues or conflicts between students, parents, and 

their community. As Gail commented: “Often some of the issues that arise are in school, and 

that isn’t our role. We’re beyond this place and the people that work in those kinds of middle 

management areas, like deans and senior leadership team, they’re school centred.” George 

described the experience of working with an Afghani student whose parents did not agree 

with her choice to study physical education. In this situation, the leadership team provided the 

career advisors with support and conversed with appropriate members of the Afghani 

community. Two career advisors mentioned the role of line managers and how they support 

and helped the career advisors. As Sarah explained, “I have a line manager that discusses our 

programme and when I plan things and talk about what we’re going to do, she supports me.” 
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Gail concurred stating: “If […] things get to the point where I'm not getting the information I 

need, they’ll step in.” 

Most of the career advisors (five) noted the importance of the liaison team. Liaison 

teams help students access their NCEA results and can assist them with scheduling 

assessments, obtaining financial assistance, and making sure their credits are recorded 

correctly. According to three advisors, liaison teams also support them in terms of 

communicating with the students’ families, something which can be clearly seen in Denise’s 

statement: 

If I'm not able to have the parents come in, because often it’s a language 

barrier, we do have somebody that I often work with, which is Angela, 

…she’s our liaison person, and she will often kind of sit with them and in 

some cases uses a translator. 

 For some schools, the data highlights the role of international departments in 

supporting career advisors. The international department basically oversees pastoral care for 

all of the international students (including those on the path to residency and those on non-

resident visas), and matters of enrolment. According to four participants, the pastoral care 

team assist career advisors in terms of providing career advice, both for the students and their 

parents. The school’s international department can also facilitate communication between 

parents and careers advisors. Marita added that the international department is the contact 

point for overseas agents and parents who are not living in New Zealand. However, not all of 

the secondary schools in which I completed interviews had international departments; 

instead, some have line managers who support international students. 

All six advisors shared their views about external support such as higher education 

and industry training providers, education hubs, community mentors, and employers. 

Advisors agreed that course providers, and tertiary institutions such as universities, could 
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support them by delivering short presentations and talking to students. George and Gail noted 

the importance of the international department at the universities in terms of following-up 

with students. George elaborated on this point, stating that recent immigrants may not be able 

to go directly to university after graduating. In addition to the high cost of university, students 

whose parents are on work visas or even those who have been residing in New Zealand for 

less than three years are not able to access student loans. He noted the importance of 

following-up with these students; many schools dedicate resources to their careers 

departments for this exact purpose. He concluded that the university’s international 

department can help career advisors to connect these students with the university and other 

types of tertiary providers (e.g., industry training providers, both polytechnics and institutes 

of technology that make up the New Zealand Institute of Skills and Technology), and offer 

them advice about future studies. Marita also mentioned the support of education hubs such 

as Christchurch Educated. 

Three advisors noted the importance of community members as “mentors”, or 

individuals from various ethnic groups who provide additional support for students. Due to 

demands on their time, career advisors may not be able to meet regularly with students, 

especially those who are considered at-risk. These mentors help career advisors in terms of 

career counselling. As George explained: 

The reality is, I don’t have time to be able to mentor those people regularly 

... so, by mentoring, it’s meeting with the student, checking in with them, 

seeing how they’re going and what can we do to help.  

These mentors typically have “a shared culture or cultural identity” and tend to be from the 

student’s place of birth. These factors mean that they often have a greater understanding of 

the challenges the student may be facing:  
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We had a liaison from the community come in to translate for me. And we 

talked a lot about cultural appropriateness and protocol prior to the meeting 

... It was just about the individual. But it also kept the family safe and it 

kept them culturally safe because they didn’t want to be told how to raise 

their daughter.    

The advisors, however, pointed out that this support may not always be available within the 

community.   

During the interview, advisors discussed the various challenges which impact upon 

their work. Career advisors cited time shortages as a determining factor that negatively 

impacts the level of support they can provide. According to them, there is an imbalance 

between their duties and the time they have to complete all of their work: 

The biggest influence on job performance is time, OK? It really is, because 

there’s actually, there’s always a little bit of compromise. We can’t do 

everything. There is probably twice as many things that I could do that I 

can actually do in reality. So, you’ve got to prioritise what are the most 

useful things that are actually going to be the highest benefit. (Marita) 

Further, the advisors have many responsibilities and duties, some of which have 

nothing to do with their job. Denise stated that they organise career events, Gateway, 

communicate with tertiary agencies, meet with parents, students, and teachers, and provide 

students with well-being counselling. Administrative duties take up a lot of their time; 

advisors believed that these duties could be handled by others. Three advisors also pointed 

out that their career advising role is part-time and usually attached to a teaching or 

management role. As Denise explained: 

I need to do eight hours doing history or, you know, and it’s very hard for 

the careers adviser to put both hats on because you’re here and you’re 
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talking to a kid and you’re like and you’re rushing over and you’re not 

prepared for your class because of this. And I just was working too much. 

Two career advisors believed that in addition to meeting the Career Development 

Benchmarks (from the Ministry of Education), it is essential to complete training 

programmes and career advisor courses. Denise revealed that she did not complete these 

courses but instead, had received “professional development and information from school 

communities about how careers can be advised” from other school staff including the dean 

and the school’s principal.  

Factors that Influence the School-to-Work Transition 

In reality, the students are going to have the influence of their peers. What 

they are seeing in the community, what they are watching social media, all 

of those other things are going to have a bigger influence today. But I think 

the parent section is higher for immigrants. (Gail) 

This section describes the factors that influence immigrant students’ transition from 

school-to-work, from a career advisor’s perspective. Advisors noted the impact of family, 

peers, and the ethnic community’s value system. They also noted the influence of different 

languages, education systems, and immigration regulations. 

Only one advisor believed that career advisors had the greatest influence on a 

student’s career choice and their decision-making process. Most of the career advisors 

believed that families have the biggest influence on their children’s choice of career, with one 

stating that, in many cases, “the student’s decision is the family decision.” Five career 

advisors emphasized that a family's internal culture has a significant influence. This includes 

the values they consider important (like respect, honesty, and education), the roles and 

expectations they have for family members, and the traditions or rituals they follow as a 

family. For example, in some families, “students are encouraged to get out and get working 
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and contribute to the family.” As a result, the students may leave school before they are ready 

to start a job or continue their education. In some cultures, the student’s gender and birth 

order also affects the student’s decision-making process. As David stated: 

For lots of Fiji Indian families, the eldest son has to get out and get working 

and lots of importance is placed on him as being kind of the sole hope of 

the family in terms of earning money. So, that role in the family is really 

clear-cut and that happens quite often for the Fiji eldest boy earning money. 

So, that role in the family is really clear-cut and that happens quite often for 

the Fiji eldest boy. 

Gail added that during crises, like the Covid-19 pandemic, young people are sometimes 

expected to work to support the family financially. This was particularly true where one or 

both of the parents lost their jobs. In cases like these, students are more likely to work and 

assume financial responsibility for the family.  

Advisors discussed the “value system” of a culture and “what families believe … is 

valuable.” This value system filters down to the students, because that is their primary 

influence. For example, some parents encourage their children to choose “prestigious” and 

“high income” careers such as engineering or medicine. As Gail elaborated:  

We get a lot of students whose families have expectations on what they’re 

going to achieve, and that can be high expectations in some cultures. The 

expectation is doctors, lawyers, accountants, you know, all that sort of 

stuff. Whether the students necessarily have the academic prowess for that 

or not is another thing.  

While some parents support their children to complete tertiary and university studies, two 

advisors noted that in some immigrant families, education is not seen as valuable or 

important. In these cases, the parents will not support students if they want to complete 
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higher education. As noted above, in Fijian families, the eldest boy is considered responsible 

for the household income. As a result of this cultural belief, their families do not typically 

encourage them to pursue university studies. Although these advisors emphasised that a 

parent’s view can have a negative effect on the transition process, Gail is not surprised that 

students want to conform to their family’s values. In other words, she believes that a 

student’s values are defined by their family and their culture, not by the school and the New 

Zealand education system. As she elaborated:  

That value system then will actually stop those students being here because 

they’ve got commitments at home and therefore, they’re not going to 

achieve. So, the New Zealand education system is set up for achievement. 

That’s the nature of it. It’s very European. It’s struggling to identify itself 

along priority learning lines. … You know, just being in school till the end 

of year 13 and having achieved nothing academically or in terms of great 

attendance in educational speak in New Zealand, that would not be seen as 

a successful year ... But culturally, that is seen as a successful experience. 

According to the advisors, parents have the most contact with young people and thus, 

students are more likely to be influenced by their parents than anyone else. While the reasons 

given relating to the parents’ influence varied, advisors identified four common reasons: 

respect for one’s parents, seeing one’s parents as role models, the bond between students and 

parents, and the student needing/wanting their parents’ financial support. Two career advisors 

believed that, in some families, children are expected to follow their parents out of respect, 

and that this belief can influence the student’s decision-making and their transition process. 

These students may not always be able to choose what they want as it will not satisfy their 

parents. Denise stressed that immigrant families are more likely to exhibit this pattern of 

behaviour than non-immigrant families. Moreover, some students see their parents as role 
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models: they “see what their parents do and how they do it.” Two career advisors also noted 

that some students cannot transition to the next step without their parent’s financial support. 

These students may do whatever their parents want in order to access financial support.  

All six advisors identified peers and ethnic community members as other actors who 

influence students’ career aspirations or employment options. George believed that 

immigrant students want to identify with local peers. However, Marita and Gail believed that 

some immigrant students prefer to establish friendships with students from their own 

community. Consequently, they are affected more by friends who share the same language 

and culture. The other careers advisors agreed that students also feel more valued and 

accepted when they associate with members of their own community. These students feel 

more comfortable seeking advice about different careers and pathways from their peers.  

Participants noted that differences in the New Zealand education system also play a 

part in the school-to-work transition among immigrant students. According to them, even 

though some students have good levels of English proficiency, they are not familiar with the 

New Zealand education system and how NCEA and the credits work. As Marita explained: 

“They come traditionally from countries where they’ve been told to study anywhere between 

12 to 15 different subjects. They come here and they have to choose five or six and they don’t 

know where to start.” 

All career advisors shared their views on the impact of language barriers. They had 

divergent opinions about how language barriers might influence the transition process for 

students from immigrant backgrounds. Five advisors suggested that a lack of English skills 

can have a negative impact on a student’s assessment process. For example, Marita stated that 

while some students have good knowledge of a subject (e.g., math and science), a lack of 

English skills means that they cannot be assessed properly. Furthermore, the advisors noted 

that a lack of English skills can affect a student’s learning process and academic 
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achievement. For instance, Denise said that some courses require a high level of English 

proficiency and mean that some immigrant students may not be able to participate or need to 

do a further year of study to improve their language skills first. She added that schools do not 

always have sufficient resources to provide English language support for each of the subjects 

that students study.  

Three career advisors stated that students need a certain level of English proficiency 

to be able to network with peers, school staff, and employers to obtain information about 

different career options and pathways. Students with low levels of English proficiency 

typically find it harder to build connections with agencies and employers. According to 

David, these students are unlikely to work in some industries where employers generally 

prefer native English speakers:  

Automotive workplaces and lots of workplaces... if there is a language 

barrier or if the student doesn’t appear interested for whatever reason, they 

would say no. It will be a big issue, especially for young people who don’t 

have good English, but all the knowledge ... it must be too hard for the 

employers to manage it.  

Advisors also believe that a lack of proficiency in English affects the communication 

between families and schools. As Gail stated: 

If I can’t communicate what I’m trying to put across, and the families can’t 

communicate back what their feelings are, or what their values are, you’re 

kind of playing a bit of a guessing game and you are sailing blind 

sometimes, and then that’s when you make mistakes. Having said that, it’s 

better to make mistakes and keep trying, than not try at all. So, yeah, I find 

that quite tough. 
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According to all of the career advisors, immigration regulations and the student’s 

residency status are other factors which affect the school-to-work transition. For example, 

some students move to New Zealand on a non-resident visa with the aim of obtaining 

residency. If they wish to remain in New Zealand permanently, they must, however, choose a 

job from the skill shortage list: this job may not match their interests. For non-residents, 

taking courses or continuing in higher education is costly; families often cannot afford to 

support their children. As George stated: 

We had one boy who came as an international and waiting for his residency 

to come through and it just come through. But at the time, being non-

resident, he would have to pay international fees, up to 40 thousand to go to 

university ... we’ve got two or three adults in the family working to try and 

pay for this person to go. And I don’t think that’s fair. 

Even those students who have received permanent residency must wait three years before 

they can qualify for fees free tertiary programmes; this rule means that they may not see 

university study as a viable option. 

Personal Insight 

When I began this study, the first thing that came to my mind was the job title “career 

advisors”. In secondary school, and even in university, we did not have a ‘career advisor’ or 

an individual who supported students in terms of choosing their subjects or planning their 

career path. However, at the end of our final year at secondary school, the school counsellor, 

along with private counsellors, helped students to choose their field of study and their tertiary 

provider based on the grade they had achieved in the entrance exam. This type of counselling 

was limited to our final year of school. In New Zealand, I discovered that students often 

discuss their future careers and their post-secondary education with the career advisors at 

least two years prior to their final year. I believe this difference is why many of the parents in 
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my study did not expect, or were not aware of, the career advice services provided at 

secondary schools. 

I found the career advisors in my study to be cooperative, compassionate, and 

enthusiastic about improving the careers education system for students, especially students 

from immigrant backgrounds. What I understood from the interviews is that they are eager to 

help students and their families to make wise decisions regarding their future studies and 

careers. In this respect, they offer a proactive service. I believe that is why all of the career 

advisors I approached were very keen to talk to me and know more about my project. I also 

felt that they cared about my project and wanted to help me too.  

While I was recruiting the career advisors, I also realised that they have a very full 

schedule. Many times, while interviewing them, we had to pause as students or families had 

questions for them. It was interesting to me that during the day they have to talk to so many 

people and answer many questions. This is on top of  developing career plans for students in 

different years. They also have administration work to complete and often teach classes as 

well.  

When I began the interviews, I expected that most of the advisors would have the 

same style of advising students. However, each of the career advisors had their own style of 

supporting students. Some of their approaches were quite innovative to me. In my opinion, 

some of this relates to their job experience, qualifications, the nature of the secondary school 

or college, and the number of the team members they have. For example, some may work in a 

team of three. Some were the only career advisors in the entire school. I came to understand 

that the career advisors who had experience outside of an educational context usually 

encouraged students to gain experience from outside school or at least talk to people from 

different professions.  



 
 

163 
 

The relationship between the career advisor and the student is usually informal. From 

my point of view, this was a positive aspect of their jobs since students feel comfortable 

discussing their problems with them. This was a new concept for me, as I could never have 

developed such a close relationship with the teachers in my secondary school due to cultural 

reasons, and I believe that most immigrant parents in my community would agree with me.   

One advisor discussed the possibility of becoming a housewife or housekeeper as a 

career. She explained that housewives and mothers are not generally considered to be 

employed individuals as they do not receive a salary. However, she argued that these roles 

should be seen as jobs and that students should not be blamed for choosing a career as a 

housewife/mother. Having heard what she had to say about this matter, I was so relieved as it 

gave me the feeling that there was someone who understood my situation as a full-time 

mother. After quitting my job to care for my children for six years, I have received little 

praise and encouragement from those around me. In the minds of others, this is a mother’s 

duty and not a job, and when it is not a job, it is meaningless.   

Summary of Findings 

Analysis of the interviews showed that most of the interviewed career advisors lack 

the relevant qualifications needed to deliver and practice career education. Some career 

advisors indicated that they still require relevant credentials or training, particularly in 

Aotearoa New Zealand’s bi-cultural educational context. In terms of job responsibilities, 

some of the career advisors were also employed in non-career related jobs such as teaching or 

tutoring, or they were acting as deans. They believed these roles interfered with their 

advising. In short, these careers advisors experienced difficulty balancing their 

responsibilities as career advisors with their other roles.  

Career advisors noted that their role covered a wide range of responsibilities, 

including evaluating students’ academic abilities and personal interests, providing students 
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and their families with relevant information, creating plans for students’ transitions from 

school-to-work, mediating between some parents and students, and identifying at-risk 

students. In this study, most of the career advisors noted the importance of their role as 

mediators, especially for immigrant families. They held the view that students and parents, 

especially among the immigrant population, face a greater degree of conflict when choosing 

their career paths. The career advisor’s role also involves identifying at-risk students, who 

according to those interviewed include those students who are performing badly and those 

who have no idea what their future plans are. Some of the advisors also noted a link between 

the family’s immigrant background and/or ethnicity and their level of risk.  

The data revealed that careers advisors are not the sole advisors in terms of giving 

careers advice. The advisors agreed that although the careers department can be a valuable 

resource for students and their families, some students may receive careers advice/assistance 

from other sources such as teachers and school leaders. Sometimes deans and leadership staff 

provide career advisors with support, particularly in complicated situations involving cultural 

differences. As such, careers advisors highlighted the collaboration among careers staff, 

school staff, and non-school partners. From the advisors’ perspectives, collaboration is 

important as it can facilitate decision-making and a student’s school-to-work transition. 

Partnerships with other agencies outside of school (such as employers, tertiary providers, and 

guest speakers) may also enhance a career advisor’s ability to provide career education and 

facilitate a smoother decision-making process for students. During the discussion, the 

advisors stressed the importance of work experience for students. They all agreed that 

exposure to and involvement in actual workplaces provides students with valuable and 

reliable information about various career opportunities. However, students who lack, or have 

poor English language proficiency, have a lower likelihood of finding employment in certain 

industries since the local employers typically prefer native speakers. 
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This study highlighted the importance of cultural differences and language barriers 

and how these factors could negatively impact the school-to-work transition of immigrant 

students. All of the career advisors in this study agreed that the family and parental 

involvement in careers education play an important role in a student’s career decisions. In 

immigrant families, this influence can be related to the family’s culture, parental 

expectations, and the specific way parents support their children and are involved with school 

activities. Language barriers, the education system, and immigration rules can present 

immigrant students with various challenges. Participants stated that a lack of English 

proficiency negatively impacts a student’s academic performance, their academic evaluation, 

their ability to build friendships, and communicate with school staff. Their unfamiliarity with 

the education system and specific immigration rules may cause further problems for them.  

In the next chapter I bring together the key threads of chapters five and six along with 

the extant literature to discuss different aspects of school-to-work transitions from the 

perspectives of both immigrant parents and career advisors. 
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Chapter Seven: Discussion 
 

Introduction  

This chapter analyses and interprets the study’s findings in light of the previous 

literature. It extends current understandings of the school-to-work transition by foregrounding 

immigrant parents’ and career advisors’ perspectives. The chapter is divided into five 

sections. The first section highlights the importance of parental expectations; the expectations 

they have of their children and of the school, and the impact of these expectations on the 

school-to-work transition. The second section explores how both parents and peers influence 

a student’s career choice and decisions around their transition aspirations. The third section 

discusses communication and involvement, a theme which examines the factors which 

influence parental involvement and a school’s communications with immigrant families. The 

fourth section outlines the various social systems, resources, contributors, and supporters that 

could provide help, not only for students, but also for the parents and career advisors. The 

final section discusses the importance of work experience and the barriers immigrants 

encounter in either obtaining placement/part-time work or having it as a crucial component of 

the school-to-work transition.  

Cross-Cultural Expectations 

The analysis showed that parents, directly or indirectly, have certain expectations of 

both students and careers advisors. Some of these expectations may have a major impact on 

their children’s choice of subjects and career pathway. Interviews with the career advisors 

also revealed a similar theme: career advisors also raised the issue of parental expectations 

and stated these had a major impact on a student’s subject choices and career pathway, 

especially among the immigrant population. There may be consequences such as expecting 

children to obtain high grades, choosing only tertiary education, choosing specific subjects 

that lead to specific careers (for example, engineering). 
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Career advisors in this study noted that immigrant parents often put pressure on their 

children to do well in school. Most of the parents in the current study believed that having 

high grades is a clear predictor of a successful school-to-work transition. For them, this is one 

way to guarantee that their children will secure in future, because of good grades in the 

present. They support their children by hiring tutors so that they can gain high grades. Prior 

studies have found that students from East Asian countries, or those with highly competitive 

school systems, are more likely to hire private tutors (Ha & Park, 2017; Yamato & Zhang, 

2017). Immigrant parents’ expectations and encouragement of their children to excel 

academically/achieve high grades can result in positive school outcomes (Froiland & 

Davison, 2013; Kewalraman & Phillipson, 2020; Lau et al., 2011). Likewise, the parents in 

this study noted that if children are expected to achieve high grades, then they might benefit 

from tutoring. Pressure to achieve academically may exacerbate stress levels and increase the 

anxiety and stress (Deb et al., 2015). Parents also can inadvertently elevate the stress that 

youth can already feel in the context of the 21st century. Stress associated with a lack of 

English skills may add to the pressures of parents' expectations and create a stressful 

environment that may negatively impact not only the student's mental health, but also their 

learning process and subject choice.  

 In addition to having high grades, this study found that parents’ expectations 

determined their children’s subject choices and ultimately, influenced their decision-making 

process. Parents steered their children towards specific career paths; for example, becoming 

educators or doctors. Immigrant parents interviewed for this study believed that certain types 

of jobs bring honour to the family. The interviewed parents revealed that they see some 

professions in the arts – photography or music for example – as a ‘fancy’ option for their 

children (see chapter five). According to Polenova et al. (2018), Asian Americans appear to 

have a cultural preference for certain professions. Similarly, Hui and Lent (2018) found that 
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students who adhered to Asian values perceived family support to pursue careers in science 

more favourably. Based on my interviews with most parents with Asian backgrounds, these 

parents encourage their children to choose professions that are highly valued within their 

culture. However, in some cultures the relation between parental expectations and subject 

choice is not significant. For example, Yamamoto (2008) has argued that Latino and African 

American parents have lower educational expectations than parents of other racial and ethnic 

groups. 

Although some of the parents involved in the present study were aware of the 

importance of transferable skills such as teamwork and problem solving, especially in the 

New Zealand context, most believed that the knowledge students gained in mathematics and 

science was more valuable for their children’s future careers. These parents also believed that 

sports and physical education (PE) would not give their children the necessarily knowledge 

and skills or equip them with essential skills for employment. Other studies found most 

students believe that sports and active recreation provide them with opportunities to learn 

important life skills, like teamwork and leadership, while maintaining mental health (Boyd & 

Sally, 2017; Eime et al., 2013). It also has been argued that in hiring procedures, employers 

consider a wide range of characteristics developed through sport, such as teamwork, 

communication skills, motivation, competitiveness, and resilience (Hayden et al., 2015). The 

current study revealed that immigrant parents are not aware of the importance of PE subjects 

in terms of enhancing their children’s transferable skills and increasing their future 

employability. 

One reason the interviewed parents gave for favouring certain employment pathways 

was related to their experience in their home countries. For them, it would have been difficult 

to find a job in these fields. In contrast, they considered jobs like engineering ‘serious’ and/or 

‘money-making’ jobs. Subject choices can involve a complex interplay of parental beliefs 
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and expectations (Kewalraman and Phillipson 2020). These beliefs and expectations can be 

derived from past educational experiences as well as frustrated career ambitions. This study 

suggests that acculturation, plays a significant role in enabling parents to recognise their 

children’s needs and change the educational experiences and cultural beliefs they held in their 

countries of origin (Hui & Lent, 2018).  

The parents in this study expected school staff to assess their children for placement 

based on knowledge, their academic backgrounds, and qualifications acquired in their home 

countries rather than using New Zealand assessment strategies. However, interviews with 

careers advisors showed that one of a career advisor’s main responsibilities is to synthesise 

information from students, including their academic records, and discuss this information 

with the school’s deans, the teachers, and parents, so as to direct the student to the right 

course and subject. This study suggests that there are discrepancies between what parents 

believe the school should do, and what academic advisors at school actually do, or are 

employed to do. The source of these beliefs could be parents’ cultural expectations, parents’ 

experience of their home country and lack of insight into New Zealand education system. For 

example, according to some parents, there is no career advisors’ role in some of the 

immigrants’ home countries, meaning that the term is new to them and their children. This 

discrepancy also relates to communication barriers between the school and parents.  

Analysis of the interview data revealed that the assessment strategies used in the 

schools could have an impact on the adjustment and settlement of students in the new 

education system. The parents of students from non-English speaking countries shared that 

their children’s limited knowledge of English knowledge had a negative impact on the 

assessment for placement process. The choice of subjects was therefore challenging for 

students. In some cases, students were not able to enrol in the subjects they were interested in 

because they did not meet the requirements based on their assessment grades. Due to having 
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their qualifications assessed incorrectly, students are sometimes forced to choose subjects that 

they have already passed in their home countries. Wilkinson et al. (2013) have shown that for 

new immigrants, repeating secondary school credits and subjects can be a significant issue. 

According to my study, there is a high level of frustration associated with having to repeat 

courses upon arrival in the new country. This practice contributes to low self-esteem and 

ineffective educational and employment paths (Nichols et al., 2020). The rejection of 

educational credentials can result in the loss of time during a critical period in the immigrant 

youth’s lives; they must watch as their native peers complete their education and transition 

into the workforce.  

This study also found that parents expect teachers and careers advisors to have more 

control over the students’ subject choices. The interviewed parents believe that students 

should not be given the freedom to choose their subjects based on their interests and that the 

schools sometimes ignore what parents want for their children. According to parents 

interviewed for this study, educators have the authority and power to push students towards 

particular subjects or careers. Such a view suggests that the parents, in this study at least, 

need to be educated about the New Zealand school system and be provided with information 

that explains the role of career advisors and other educators in providing students with 

support. Ule et al. (2015) have argued that parents should understand that controlling and 

telling their children what the best option for them will not help them develop their 

independence as individuals: “Parents trying to support young people to cope with the 

demands of late modernity simultaneously also prevent them preparing to cope 

(independently) with these demands in their future life course” (p. 345). My study 

highlighted students should be viewed as individuals with the right to make their own 

decisions, and parents and careers advisors should only act as mediators and facilitators in the 

transition from school to work.  
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Another key finding of this study pertains to cultural responsive career education. 

According to the parents' interviews, careers advisors lack cultural responsiveness and are 

often unfamiliar with the cultural backgrounds and origins of students. This lack of awareness 

may create obstacles and result in conflicts between careers advisors and immigrant families. 

Conversely, careers advisors acknowledged that acquiring knowledge about a student's 

cultural could foster stronger connections between immigrant families and the careers 

advisors. This aligns with the findings of Reid's (2010) research, which proposed that if 

careers advisors share the same cultural backgrounds as students, they are more likely to offer 

effective careers advice, leading to a smoother transition from school-to-work. Similarly, 

previous studies have demonstrated that a culturally responsive careers advisor can utilise 

their understanding of a student's culture and values to cultivate a robust rapport with both the 

student and their family (Ford, 2012; Smith et al., 2020). However, the current study has 

shown that creating a culturally responsive environment may not be as straightforward as it 

seems in Aotearoa New Zealand. Considering the demands career advisors already face (their 

part-time time allowance, the size of the immigrant population in New Zealand, and the 

diversity of countries that these students represent), it might not possible for educators to 

learn about every culture (Weinstein et al., 2004).  

Interpersonal Influence 

Research has demonstrated that interpersonal factors affect different aspects of a 

student’s school-to-work transition, including their career development, career readiness, 

career awareness, and their level of career maturity. The role of their parents in this process is 

also a crucial factor. Researchers have previously found that students seek career support 

from their parents rather than from teachers and counsellors. By offering various types of 

support, parents are able to assist their children in the development of their careers. A 
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parent’s support for their child’s education can take the form of psychological, academic, and 

financial support (Lim & You, 2017; Seon & Kim, 2008).  

In the early stages of immigration, parents serve as confidants and advisors. They 

provide emotional and psychological support to their children. Parents interviewed for this 

study believed that their children are more emotionally dependent on them, particularly in the 

early stages of settlement, because they have not yet built their own social networks within 

and outside of the school. Therefore, these children prefer to share their daily experiences, as 

well as important decisions, with their parents. Speaking the same language at home also 

means it is easier for children to share with their parents than others at school. This emotional 

support may influence a student’s subject and career decisions as it is likely that s/he will 

want their parents’ approval.  

Pursuing certain career paths can be costly. For instance, some occupations require 

students to attend tertiary education; this is limited by a student’s ability to pay for it and/or 

their need to obtain a student loan, financial aid, or a scholarship. In New Zealand, new 

immigrants cannot receive financial assistance from the government. The Aotearoa New 

Zealand Ministry of Social Development (2022) stipulates that unless students are citizens, or 

have held a resident visa for three years or more, they are not entitled to financial support for 

tertiary study. Hence, recently immigrated students normally rely on their parents financially. 

Parents' expectations could add to immigrant students' financial and emotional dependence. 

As a result, immigrant students tend to select subjects and pursue careers that are of interest 

to their parents. 

My study found that experiences of racial discrimination and inequalities in the New 

Zealand labour market may influence a parent’s support for their child’s school-to-work 

transition. Some interviewed parents had experienced racial discrimination when looking for 

work in Aotearoa New Zealand. Like Tilbury and Colic-Peisker (2007, 2006), the current 
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study found that immigrant parents hold jobs below their education and skill levels, with little 

opportunity for advancement due to being from a different ethnic group, nationality, or 

having poor language proficiency. These parents believed that their children will also be 

discriminated against in the same way. They hold the view that like them, their children will 

have a lower chance of being employed if they do not have high qualifications from New 

Zealand institutes. As a result of this belief, they encourage their children to work harder and 

steer them towards fields with a high probability of hiring (e.g., engineering and medicine). 

These results reflect earlier studies in the US context, claiming that Asian American college 

students' career choices are influenced by factors such as racism perceived by their parents 

and family members. Other factors include stereotypes, and a lack of co-ethnic role models 

who are pursuing atypical career paths (OiYan, 2014). 

According to the current study’s findings, young people can choose to pursue the 

same career as their parents. Children believe that their parents are successful and valuable 

members of society. It has been discussed that young people also are encouraged to bring 

honour to the family by choosing some particular jobs. Therefore, young people prefer to 

choose careers that is already chosen and valued by their parents. This finding supports 

earlier studies which show that parents’ jobs influence their children’s career choices (Pablo-

Lerchundi, 2015). In Japan for instance, male youth tend to follow their fathers' profession 

(Tsukahara, 2007). Studies examining mothers’ job suggest positive outcomes for their 

children, especially for daughters, which indicates the importance of gender role models for 

females too (Boll & Hoffmann, 2015). In the UK, those from occupationally advantaged 

families were significantly more likely to pursue a career in professional, managerial, or 

technical fields compared to those without such advantages (Croll, 2008). 

The current study highlights the role of peers in young people’s career aspirations, 

career choices, and employment options. Interviewed parents believed that through their 
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friends’ networks, their children are able to find information which parents cannot find via 

formal channels or school staff members. This finding supports other studies which have 

found that students from minority groups, like immigrants, take advantage of their friends’ 

knowledge and networks. These students are more likely to seek advice from their friends, 

rather than from formal sources (Lau et al, 2012; Moote & Archer, 2018; Wang & Degol, 

2013). However, listening to their friends or taking their advice may lessen the child’s 

reliance on their parent and may result in tension with their parent(s). One of the parents 

expressed concern that when her daughter started school and made friends, she changed her 

mind about her future career due to the pressure she received from her peers. This shows 

immigrant parents may initially have a significant influence on the students' transition from 

school to work; however, other factors such as friends may also influence this process 

overtime. 

Social capital theory, highlights the role of peers as a source of social capital. Social 

capital refers to the resources and connections individuals possess through their social 

networks. In this research, parents noted that having friends and positive relationships with 

classmates enhances their children confidence and social life. Wang & Eccles (2012), has 

emphasised the importance of peers in providing emotional and social support, which forms 

the foundation for increasing young people's agency and confidence. This, in turn, enables 

them to utilise their relationships and resources in pursuit of their goals. For instance, 

previous studies have shown that strong peer networks are associated with increased 

willingness to seek help, feelings of collective efficacy, social responsibility, civic 

engagement (Flanagan, 2013; Wray-Lake & Abrams, 2020), and greater social engagement 

(Scanlon et al., 2020). Additionally, research by Ruschoff et al. (2018) found that peers' 

efficacy beliefs were positively associated with young people's engagement in job search 

activities and indirectly influenced their job search outcomes. Such relationships influence a 
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student’s wellbeing as they help to validate their sense of self-identity and bolster their self-

esteem and confidence. They also enhance their happiness and life satisfaction 

(Bhochhibhoya et al., 2017; Holttum, 2015).  

The experiences shared by parents in this study shed light on the challenges faced by 

immigrant students in accessing social capital within schools. The presence of language 

barriers often hinders their ability to easily integrate into friend groups, leading to potential 

exclusion and instances of bullying. This aligns with the concept of social capital inequities, 

as highlighted in chapter three. The literature argues that immigrant students may have a 

lower chance of accessing social capital within the school environment. However, it also 

emphasises the importance of friends' social capital derived from peers, which has been 

recognised as a valuable yet underutilised form of social capital that can significantly 

contribute to positive education and career outcomes among immigrant students. 

The parents in this study suggested that immigrant students may face additional 

barriers in developing networks with peers due to language and cultural obstacles. This 

finding raises concerns regarding the limited opportunities for these students to access the 

social capital available through peer relationships. As a result, they may experience a lack of 

support, guidance, and resources that are often derived from meaningful connections with 

peers. This further reinforces the need to address social capital inequities and provide targeted 

interventions to facilitate the integration and social inclusion of immigrant students, 

particularly during the crucial transition into secondary school in a new country where 

established friendship groups may pose additional challenges. 

High levels of cultural and linguistic diversity in the school population can be argued 

as one of the factors that facilitates the establishment of friendships among immigrant 

students and aids them in a smoother settlement process. As such, in diverse environment 

they have higher chance of finding friend from the same background. Parents noted that their 
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students formed co-national connections more easily than relationships with individuals from 

other countries. It has been found that a majority of immigrants' friends are from their home 

countries or cultures, with a higher number of co-national friendships than host-national 

friendships (McFaul, 2016; Newsome & Cooper, 2016; Wang et al., 2017). As a result, 

students who have friends from the same ethnic cultural background, may encounter less 

stress and perform better academically in the school. 

Communication and Involvement 

This study found that there are significant communication gaps between parents, the 

students, and the associated schools. It argues there are barriers (like language and culture 

differences) that may hinder effective communication between the families and the schools. 

The findings also showed that in addition to proactive communication between the schools 

and parents, parental school involvement could have an influence on a student’s career 

decisions and their school-to-work transition.  

The current study found that language and culture are the main barriers to developing 

effective communication between the parents, students, and careers advisers. Parents in this 

study expressed concern that their involvement in their children’s schooling was lessened 

because of cultural and linguistic differences, perceived by both the schools and the parents. 

Careers advisors reported that some immigrant parents have no contact with the school due to 

a lack of English proficiency. The parents noted that language barriers caused both them and 

their children difficulties, especially when it came to interpreting information on the school’s 

and MoE’s websites. School staff may use professional language when communicating with 

parents, or may send home notices and memos in English to parents who do not speak 

English. Even though some of these parents had a fair grasp of the English language, they 

suggested that the information was not detailed enough: the parents felt that the information 

given required background knowledge of the Aotearoa New Zealand education system. For 
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example, the parents revealed that even if they knew the meaning of school zones and 

enrolment, they did not understand what “zone enrolment” meant or how it worked. This 

finding supports López et al.’s (2001) study which shows that non-English-speaking parents 

and students need extra support and training to interpret and understand important 

information about the school systems in new countries.  

The current study’s findings suggest that language barriers not only cause 

communication problems, but may also increase mental health issues and social isolation in 

the immigrant population. The risk of depression among immigrant students is higher than 

their domestic counterparts and language barriers can be one of the reasons (Hamamura & 

Laird; 2014). Prieto‐Welch (2016) has argued that while any student may suffer from mental 

health problems as a result of academic pressures, international students are more likely to 

experience these as a result of language difficulties. However, careers advisers in this 

research did not raise this point, an omission which may indicate that educators in New 

Zealand underestimate the connection between mental health problems and language barriers 

for immigrant families.  

The interviewed parents believe that schools should welcome parents and initiate 

initial communication with the parents as they are not familiar with the school system. They 

also often do not know whom they should contact. Moreover, their low language proficiency 

and poor confidence means they are often hesitant to approach the schools. Crozier and 

Davies (2007) have previously argued that in order to involve parents, educators should 

initiate communication. In waiting for parents to reach out to schools, educators may lose 

valuable opportunities to build relationships and learn about the parents and children (Van 

Velsor, 2007).  

Career advisors and parents also differed in their views regarding intentional 

communication as a key component of involvement. Some of the parents did not perceive 

https://www.tandfonline.com/doi/full/10.1080/00131911.2017.1423278
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intentional communication from the school. The schools the parent refers to have high 

population, which may explain why schools are not able to contact all parents on a regular 

basis. These parents believe that intentional communication may help develop feelings of 

trust and care between the parents and their children. As a result of cultural and linguistic 

barriers, immigrant parents may interpret this approach as an indication that the educators are 

uninterested in their children’s future career plans. The current study’s identification of the 

influence of intentional communication echoes several previous studies which have shown 

that proactive communication styles can have a significant impact on different aspects of 

social behaviour, emotional problems, and school students’ safety (Dishion et al., 2020; Fefer 

et al., 2020; Garbacz, 2020; Houri et al., 2019; Sheridan et al., 2012; Smith et al., 2020).  

In contrast with the parents’ view, the interviewed careers advisors were more 

focused on directional proactive communication practices, especially with immigrant 

families. They try to understand what the school can do to support immigrant families rather 

than what parents can do to support students and the school. They invite parents to discuss 

their children’s individual careers plans and possible approaches the school can offer them. 

Taking into account that these career advisors also worked in high population schools, it 

appears that they all had a focus on proactively communicating with and supporting families, 

regardless of the context of the school or the pressures of their roles. This finding is in line 

with career education guidelines: career educators are encouraged to communicate with 

parents in a proactive manner (MoE, 2009). The discrepancy between the parents’ and the 

careers advisors’ perceptions of proactive communication practices may indicate that the 

immigrant population needs more communication support.   

In the current study, both the parents and career advisors identified parental 

involvement in career education as a concern. Research has shown that parental involvement 

in a student’s careers education is critical for a successful school-to-work transition 
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(Ishimura, 2014, Parola et al, 2022; Ule et al., 2015). However, this study found that parents 

and careers educators have different views of parental involvement. For instance, while the 

interviewed parents insisted that they are involved in their children’s career education, the 

careers advisors stated that parental involvement among immigrant parents is very rare. From 

the career advisors’ point of view, parental involvement means attending school-based 

activities (attending parent-school staff conferences and careers fair). They consider these 

kinds of parents to be actively involved in their children’s careers’ education. Furthermore, 

the career advisors’ interviews suggest that parental involvement is seen as a linear 

communication process which emphasises parental adaptation to the school’s values, learning 

strategies, and knowledge. Consequently, schools may consider these parents with less 

adaptation as ‘failed’ parents (Ishimaru, 2014).  In contrast, immigrant parents limit their role 

to the home environment, explaining that they play an active role in monitoring their child’s 

academic progress, helping them with homework, and providing career advice. Language 

barriers often cause difficulty with school-home communication leading teachers to view 

immigrant parents as uninvolved: they do not acknowledge parents’ involvement at home 

(Newman, 2019).  

The current study’s findings about parental involvement are consistent with previous 

studies which have shown that parents’ understanding of involvement in career education 

may be influenced by their socio-cultural and educational backgrounds. The careers advisors 

in this study stated that, in some cultures, parents view school staff and career advisors as 

experts. In the current study, a few parents who came from cultural background that valued 

respect to educators, noted that they did not feel comfortable disagreeing with the career 

advisors and so kept these thoughts to themselves. The immigrant parents’ respect for 

teachers can limits their involvement in their children's education (McBrien, 2005; Noomi, 

2014; Rah et al. 2009).  

https://link.springer.com/article/10.1007/s10833-017-9299-7#ref-CR34
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The analysis of all the data suggests communication between the home and school is 

relatively rare in secondary school. The parents noted that the time assigned for careers 

interviews is short. Career advisors acknowledged that they have very limited time to offer 

each student/family because of the high number of school students and the limited number of 

careers staff. Some parents, having students enrolled in schools with a high population, also 

reported a lack of opportunities and time to talk with career advisors about challenging 

issues. This is another reason for not speaking up and consequently, being involving with 

their children’s careers decision process. Frequent career discussions are beneficial as they 

reinforce career messages and enable students to make good career choices: “linking 

teachers, parents, friends and communities with current and reliable information about career 

options may provide the opportunity for all students to practice and develop their capacity to 

aspire and meet their career expectations” (p. 167). Matthiesen (2015) has argued that the 

time constraints associated with the parents-educators meetings means that parents are 

effectively positioned as passive listeners. When larger issues are raised, or major 

disagreements occur, these cannot be resolved within such a short timeframe. Despite the 

meeting structure limiting the possibility of discussing further issues, the follow-up meeting 

allows both parents and careers advisors to enhance the issues raised and to increase parental 

involvement in the process. 

The current study also found that language difficulties and the need for translators 

mean that the assigned time is not long enough for these meetings to be effective. As 

discussed in chapter four, translation is a time-consuming process that sometimes require 

financial resources. However, the career advisors do not seem to consider or be aware of this 

issue. It has only been mentioned by a few careers advisors that a translator is needed at their 

career meetings with immigrant students and parents. 
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Community of Support: Supporting Students, Parents, and Careers Advisors 

Students, parents, and career advisors are among the key players in the school-to-

work transition. This study’s findings suggest that all of these actors need to take advantage 

of their social systems, and various contributors or supporters. Developing career 

preparedness occurs in the context of a social environment where teachers, friends, and 

family offer emotional support and advice16. These individuals may be able to help the 

students/parents/career advisors in dealing with challenges immigrants face in the school-to-

work transition (Vaughan & Spiller, 2012).  

The career advisors highlighted the importance of the partnership between careers 

advisers and classroom teachers. Careers advisors believe that teachers could assist students 

in making career-related decisions by providing information about different careers and 

supporting their exploration in the classroom. This finding is consistent with prior literature 

that underscores the importance of collaboration between teachers and career advisors, 

especially in terms of providing equitable career education (Akos et al., 2011). Scholars like 

Vaughan and Spiller (2012) have suggested an integrated whole-school approach that 

provides career education by integrating career advisors with subject teachers. Similarly, 

McIlveen et al. (2012) have noted that the integration of career education into subject 

teaching would provide an opportunity to implement sustainable teaching reform strategies. 

The results of the current study indicate that combined discussions between students, 

teachers, and career advisors may enhance the school-to-work transition of immigrant 

students. Interviews with career advisors and the literature indicate that most career advisors 

in Aotearoa New Zealand hold at least two positions, one of which is a subject teacher. The 

careers advisor can share their expertise in the specific field that they are an expert in, which 

 
16 Employers are also key players. That will be discussed in a subsequent section. 



 
 

182 
 

can have a positive impact on the students’ careers choice. However, as a result of holding 

different roles, they are limited in their ability to provide career advice. 

This study highlights the importance a school’s leadership team and their role in 

supporting careers education. The MoE (2009) highlights the role played by school 

leadership teams in providing an effective and sustainable career education and career 

guidance programme. The school leadership team includes the board of trustees, principals 

and senior managers, deans, the pastoral care team, and subject and form teachers. The 

careers advisors in the current study noted that the leadership team could manage issues that 

are not directly related to career advisors, but which may affect a student’s career choices. An 

example of that in the present study was that leaders could assist career advisors in resolving 

cultural conflicts between parents, students, and migrant communities. Research in Aotearoa 

New Zealand has suggested that the leaders also could support students in terms of choosing 

a subject and career pathways (Vaughan & Spiller, 2012). However, principals are typically 

overburdened with other duties within the school, and providing career advice may not 

always be possible. Furbish and Reid (2013) have suggested that careers staff should be 

brought into the school management team to ensure that the school leadership is fully 

supportive of career education. 

The career advisors in this study emphasised the role of community members and 

suggested that they could act as mentors for immigrant families and students. These mentors 

who are familiar with the families’ cultures and languages may have a positive impact and 

help facilitate the transition process. According to MoE (2009), the community mentors could 

support any students who are not engaged in the learning process and/or those who have been 

identified as at-risk by their academic performance and behavioural issues. This support may 

include providing accurate and up-to-date information about career opportunities and/or 

enhancing a student’s career competence by encouraging them to be active in their 



 
 

183 
 

community. They could also provide information about potential support in the community 

for the student in terms of career decisions. These community members could also support 

careers teams to plan and implement careers education events. 

In light of the difficulties in communicating with school staff and receiving 

information, the interviewed immigrant parents often preferred to obtain information from 

members of their own ethnic communities or those who share the same language and culture. 

This finding supports prior research (Mueller et al., 2009; Turnbull & Turnbull, 2001) which 

has found that parents receive more information and support from other families in their 

community than from school districts or teachers. However, my study demonstrates that 

parents do not necessarily receive trustworthy or accurate information through these informal 

channels. Vernon and Drane (2020), who examined the educational experiences of Australian 

high school students from low socioeconomic backgrounds, found that frequent and timely 

educational discussions with educators, parents, and community members could improve the 

accuracy and relevance of this information.  

Work Experience 

The career advisors all stated that involving students in the workplace provides them 

with valuable and reliable information regarding particular careers and the routes they can 

follow to pursue these careers. They also suggested that having work experience may help the 

students in their future employability. This finding is consistent with the vast majority of 

literature presented in chapters three showing importance of engaging with workplaces to 

facilitate school-to-work transitions, particularly for immigrants. Some careers advisors 

placed a high priority on connecting students with employers. All of these careers advisors 

worked in schools with a higher population and a greater variety of study options. They all 

had a similar understanding of the value and challenges of workplace learning of various 

kinds.  
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All career advisors in the current study believed that engaging in work (paid/unpaid) 

while at secondary school is important. It provides students with access to work experience 

and an opportunity to develop transferable skills like team work and leadership. They believe 

that placement, voluntary and part-time jobs, educate students about the world; in short, such 

experiences teach them that not every culture sees/thinks the same way. This kind of 

employment also enables students to earn money and gain some independence. Engaging in 

work also teaches students how to look after themselves. This finding is consistent with the 

previous literature (Kashefpakdel & Percy, 2017; Kemple & Willner, 2008), which suggests 

that taking up employment can have a positive influence on a student’s future career, income, 

and academic achievement.  

The findings showed that work experience aligns with SCCT principles by providing 

opportunities for self-efficacy development, vicarious learning, shaping outcome 

expectations, and exposing them to social influences. Career self-efficacy can evolve and 

develop over the time and could be changed by different areas of performance, such as job 

tasks or domains related to a career (Lent et al., 1994). In other words, career beliefs are 

influenced by performance areas and external factors, which together influence an 

individual's sense of identity and motivation in their chosen career path. As such, through 

work experience, students have the opportunity to develop and refine their skills. As they 

successfully perform tasks and gain competence in their work, their self-efficacy increases 

(Walker & Tracey, 2012). The more experience they gain, the more confident they become in 

their abilities to handle various work-related tasks. Also, when they accomplish tasks and 

overcome obstacles in the workplace, it boosts their belief in their own capabilities, 

contributing to increased self-efficacy. Learning from both positive and negative experiences 

helps shape their self-perception regarding their competence in handling future work-related 

situations. Also, SCCT considers outcome expectations, which are an individual's beliefs 
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about the potential outcomes of their career-related actions. Work experience allows high 

school students to gain a realistic understanding of the outcomes associated with different 

career paths. They can observe the rewards, challenges, and consequences of specific work 

tasks or roles, which can influence their outcome expectations and guide their career 

decision-making process. 

Career advisors noted that immigrant students rarely have the support to gain work 

experience while enrolled in secondary school. Employers will often not accept foreign 

students for placement or hire students from an immigrant background. A major reason is 

their lack of English proficiency. The career advisors explained that the industrial sector 

requires high levels of English proficiency for safety and communication purposes; for this 

reason, immigrant students are unlikely to be employed. This finding supports Wyatt-Beynon 

et al.’s (2001) claim that non-English speaking students face limitations when it comes to the 

type of work placements that are available. Koyama (2015) and Lau et al.’s (2021) argued 

that engaging in practical experiences and opportunity to work in an English-speaking 

environment may assist immigrant students in becoming more fluent in English. However, 

the findings of this study indicate that immigrant students in New Zealand may not able to 

take advantage of work opportunities to enhance their language skills and develop other 

transferrable skills. 

Existing evidence showed that immigrant parents do not have a clear understanding of 

the importance of work experience. They do not support having a part-time job, going on a 

gap year, or enrolling in a vocational training institute or a college. Most of these parents 

focus on their children’s academic achievements and NCEA results because they want them 

to attend university. Interviewed parents worry that working and earning money while still in 

education will distract their children from their studies, ultimately resulting in poor grades. 

However, this claim is refuted by other research and some of the career advisors in current 
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study. For example, in research conducted with new immigrants in Canada, students reported 

feeling pressured by their parents to pursue employment (e.g., part-time jobs or volunteering) 

while in school (Lauer et al., 2012). These immigrant parents believed that having work 

experience would increase their children’s chance of employment in the future. Socio-

economic status of the parents and financial support from government can have impact on 

parents’ view about working while studying. Most of the immigrant parents in this study 

came from high socioeconomic backgrounds and have stable economic status in Aotearoa 

New Zealand. Hence, their students are financially supported and do not require employment 

in order to afford their educational expenses. 

Literature highlighted the importance of work experience for developing one’s social 

networks and having opportunities for developing social capital is more crucial for immigrant 

students (Lau et al., 2012; Torri, 2018). Although parents have expressed concern about the 

social networks of their children, particularly at the early stages of their immigration, it 

appears many are unaware of the value of workplaces in extending their children's social 

networks. 

This study found that parents often close off valuable learning for their children. Prior 

research has indicated that immigrant parents often may not understand the different career 

pathways or vocational training/ university studies without experiencing them first-hand. For 

example, Vernon and Drane’s (2021) study with Australian students showed that parents who 

have not experienced different careers pathways generally do not encourage their children to 

try new pathways. The parents in this study had experienced of careers pathways in their 

home countries and, as such, were not able to provide their children with information 

regarding career paths in Aotearoa New Zealand since they themselves had not managed to 

navigate a path through work experience in this country. 
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The career advisors in this study highlighted the impact of the Covid-19 pandemic on 

the students’ school-to-work transitions during and after the pandemic. As a result of this 

pandemic, there are far fewer opportunities for students to gain work experience. Chapter 

three outlined how the pandemic which began in 2019  is changing employment trends and 

how it has affected young people’s school-to-work transition. While Williams et al.’s (2021) 

have claimed that the current pandemic has had a profound impact on young people’s 

education and employment, they argue that we must look beyond the pandemic’s immediate 

impact and seize this opportunity to address longstanding problems in the youth labour 

market. They offer several recommends including, adopting ambitious job creation targets set 

by the government, reforming the youth employment and skills system, better regulating the 

labour market, promoting forms of non-work income to enhance young people’s financial 

security, and improving the youth employment and skills system to match skills provision 

more closely with local labour market needs. 

Chapter Summary 

This study’s findings support previous research which highlights the impact of 

parents’ and career advisors’ cross-cultural expectations. Along with cultural differences, the 

parents’ unfamiliarity with the new education system and educational and employment 

experiences in their home country may have an impact on what they expect from their 

children. As has been explained, immigrant parents expect their children to achieve high 

grades, choose certain type of subjects, and pursue university education. A lack of 

understanding of the new context may result in them closing down opportunities like 

practical work experience and placement programmes that enable their children to gain skills 

that are essential for the contemporary job market, both in New Zealand and abroad. The 

chapter has also discussed that schools and educators must seek to understand the immigrant 

students' culture and academic backgrounds so that they can provide the best possible advice. 
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As the findings of this study suggest, both parents and careers advisors may benefit from 

having a network of support which includes members of the wider community. For careers 

advisors in particular, such a network would provide opportunities to enhance their cultural 

awareness and build their knowledge. The results of this study suggest that career advisors 

need to work in tandem with immigrant communities. 

Data analysis revealed that in the early stages of integration, immigrant students 

benefit more from their parents’ advice or input than that from other individuals (such as 

friends, careers advisors, and educators). In addition to being emotionally and financially 

dependent on their parents, students often look up to their parents as role models. This study 

provides contrasting evidence on the importance of friendships for successful school-to-work 

transitions. On the one hand, the parents interviewed for this study believed that their children 

need to establish friendships to enhance their mental health and academic performance. On 

the other hand, they were aware that friends could influence their children’s 

educational/career decisions in a negative way.  

This chapter has also identified the importance of communication and its role in the 

school-to-work transition. Parents and careers advisors identified language difficulties as the 

most significant barrier to communication between immigrant families and schools. A lack of 

communication or difficulties associated with communication may cause additional academic 

stress and/or mental health issues for immigrant students. Career advisors interviewed for this 

study also stressed the importance of students and families’ involvement in careers 

programmes to ensure a successful transition While there have been several studies which 

have identified ways to improve communication between parents and schools, this study 

contends that educators must provide tailored solutions for issues that are exclusively 

associated with immigrant populations. These solutions could include providing extended 

career counselling sessions for immigrant students to ensure that they are able to discuss all 
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of their concerns and, where language difficulties hamper clear communication, the schools 

should utilise interpreters.  

This chapter has also identified the role that various individuals could play in 

supporting the students, parents, and career advisors. These findings are consistent with other 

research which indicates that parents and career advisors may benefit from contributions from 

subject teachers, leadership teams, community members, and bilingual community mentors. 

Although parents often seek advice about careers education from members of their own 

community, this information is not always accurate and/or relevant for the New Zealand 

context. The results of this study suggest that bilingual community mentors, who are familiar 

with particular languages and cultures, could work in tandem with the schools and immigrant 

families to support them in terms of providing accurate information and connect them with 

reliable resources. 

Finally, the chapter has explored the value of work experience, focusing in particular 

on obtaining valuable and reliable information about jobs, enhancing transferrable skills and 

employability, and developing social capital. However, according to interviews conducted 

with careers advisors, immigrants have a very low likelihood of finding employment. 

Immigrant parents are also unaware of the importance of employment for their children, not 

only for the development of their skills, but also for building their social capital. This study’s 

findings suggest that educators, employers, and parents should all encourage students to 

accept placements or part-time work while completing secondary education as this will 

improve their chances of future employability.  
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Chapter Eight: Conclusion 
 

Introduction 

This chapter concludes the study and is divided into four sections. The first section 

presents the findings along with the conclusions that are derived from them. This section 

explains the different factors that affect parents and career advisors’ support, both inside and 

outside of the school environment. The findings show what other support coul190d enhance 

immigrant students’ school-to-work transition. The second section explains what the findings 

mean to the fields specifically education and identifies those who may benefit from them. 

The third section summarises the study’s limitations and suggests possibilities for future 

study. The final section provides an opportunity to share the lessons that I learnt and the new 

insights that I gained over the course of this research study. 

Key Conclusions 

Globalisation has led to multiple changes in labour markets around the world. New 

forms of employment have resulted in a lack of job security, low income, temporary 

employment contracts, and unemployment among various populations. Studies have shown 

that in this context, young people are likely to have complex and nonlinear school-to-work 

transitions. This study investigated the school-to-work transition of immigrant students, as 

this process is even more complicated for them than local students. 

Like other minority groups (e.g., Māori, and Pacifica), immigrant youth are 

considered ‘at-risk’ of having unsuccessful school-to-work transitions. Scholars have 

identified various factors which can negatively impact upon this process: low levels of 

language proficiency, cultural differences, unfamiliarity with the local education system, and 

employer discrimination. In reviewing literature, I considered the importance of careers 

education. Also, the influence of a group of individuals (parents, peers, careers advisors, 

teachers, leaders, and employers) who can influence students’ school-to-work transition have 
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been reviewed. However, most of the recent studies are limited to Māori and Pacific students 

and their school-to-work transition: very little is known about the immigrant population in 

Aotearoa New Zealand. As immigrants make up a significant percentage of New Zealand’s 

population, this study addresses this particular research gap.  

My study also investigated the two main factors to the students’ school-to-work 

transition: parents and careers advisors. The study not only examined the parents and career 

advisors’ roles and how they can support students, but also investigated the factors that could 

influence their support. My research sought to answer three questions 1) What factors inside 

and outside of school influence parents’ ability to support immigrant students in the school-

to-work transition? 2) What factors inside and outside of school influence career advisors’ 

ability to support these students in the school-to-work transition? 3) What support would 

assist immigrant youths school-to-work transition? 

In conducting interviews with these two groups of participants (parents and careers 

advisors), I was able to gain a better understanding of the cultural differences between 

immigrant families and institutional structure. This form of data generation, also enabled me 

to understand the discrepancies between these two groups’ perceptions, particularly regarding 

issues such as proactive communication, parental involvement, cultural expectations, 

successful school-to-work transitions, and the skills that young people need for success in the 

21st century and in particular, for the New Zealand context. 

While this study sought to identify the individual factors and what support they can 

provide to parents and career advisors, the findings demonstrate the importance of 

partnership and collaboration between these contributors. The results indicate that creating 

communities of support may be an effective way to engage with parents, families, whānau, 

and communities and ensure immigrant young people receive the best possible careers 

education. As part of this community, careers education expertise, such as that provided by 
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career advisors, subject teachers, and bilingual mentors, is developed for the benefit of the 

entire community. 

Support from school staff and members from the immigrant communities could help 

the parents to understand the new education system, the local labour market, and possible 

careers pathways. Subject teachers and school leaders could communicate with the parents to 

ensure they have access to accurate and relevant information about possible career and 

educational pathways. The study also found that career advisors’ workloads could be reduced 

through collaboration with various members of this community. 

Having identified the importance of community support, this study highlights the lack 

of communication between the contributors due to language and cultural differences. These 

factors must be addressed in order to ensure that the community of support can function 

effectively. Parental involvement can also be negatively impacted by perceived linguistic and 

cultural barriers, an issue that both the schools and the parents identified. A lack of language 

proficiency may negatively influence the support parents can provide to their children. 

This study supports the literature's emphasis on the value of work experience in 

facilitating the school-to-work transition, as reflected in its findings. Work experience 

enables students to obtain valuable and reliable information about jobs, enhances their 

transferrable skills and employability, and helps in the development of social capital. Due to 

their cultural background, work experience in their home country and a lack of information 

about the new country’s education system and labour market, parents in this study were 

unaware of the importance of employment for their children, not only for the development of 

their skills, but also for building their social capital. Furthermore, based on interviews 

conducted with career advisors, immigrant students have a very low chance of finding 

employment. 
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This study has raised important questions about the lack of an entry pathway for 

career advisors in the context of this research. The evidence presented in this study indicates 

that career advisors in schools may lack the professional qualifications and training needed to 

offer effective career education, particularly in a multicultural setting. Career advisors 

without careers related qualifications typically rely on their own experience to guide students. 

They have usually gained this experience acting in various roles (deanship, teaching, and 

working in different businesses). Career advisors also need support to enhance their cultural 

awareness to ensure they interact in a culturally appropriate manner when dealing with 

immigrant families. The current study highlights the need for appropriate qualifications to be 

a requirement of the role. 

Turning on the Light: Implications and Recommendations for Future Practice 

This study provides some practical insights for policy makers, school community 

members, school leaders, and researchers who are involved in immigrant youth studies in 

New Zealand and in similar contexts abroad. 

Policy-makers and schools. This study illustrates how some of the policies and 

initiatives at the national and international levels may directly or indirectly influence the 

immigrant students’ school-to-work transition. The investigation of parents’ expectations (of 

their children, the school, and the education system) found that immigrant parents are not 

familiar with the Aotearoa New Zealand labour market and the skills that their children need 

to have in order to ensure a successful school-to-work transition. This finding raises the 

question of how the MoE and schools could support parents and their children to gain an 

understanding of the specific skills young people need in the 21st century, and for the New 

Zealand context. Work Connect is a free programme designed to assist eligible migrants from 

the Pacific Islands in preparing for employment in New Zealand. Programmes of this type 

could also be designed for the immigrant community in order to assist students and their 
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families to understand the New Zealand context and helps them to promote their unique skill 

sets and qualifications. 

Discrepancies between the perceptions of parents and careers advisors regarding 

communication practices may indicate that there is a need for more communication support 

policies among immigrants. Schools could address this by implementing various 

communication initiatives tailored to the needs of immigrant families.  For example, schools 

could establish parent advisory committees consisting of representatives from immigrant 

parents, who could provide valuable insights and perspectives on communication practices. 

These committees could work together with school administrators and staff to co-create 

communication strategies that are culturally responsive and address the specific challenges 

faced by immigrant families. The communication in parents-careers advisors could be 

improved by allocating longer meeting times or a greater number of careers meeting in a year 

for immigrant families. Also, careers advisors could use an interpreter in these meetings. 

While many students could assist their parents in translating conversations with career 

advisors, there are time when a career advisors must speak to parents without their children 

being present; in these cases, having an interpreter is critical. For example, an interpreter may 

be needed in cases where a parent/s is concerned about their child’s mental health or poor 

school performance. However, schools, especially those with high numbers of immigrant 

students, may have limited budgets and therefore, may not be able to provide such services 

for the immigrant parents. According to New Zealand Health Navigator (2021), in most areas 

of New Zealand, interpreters are available for hospital and primary care visits. These 

interpreters are funded by the District Health Boards. This study suggests that a similar 

service could be used in an educational setting. These interpreters could be hired directly by 

the school, the MoE, or sent from other organisations such as Red Cross, Resettlement 

Services, and Interpreting New Zealand. The schools also may benefit from funding such as 
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Refugee Flexible Pool (MoE, 2022) to support the immigrant families and addressing broader 

issues that may hinder students from participating in and achieving educational success. 

Furthermore, schools could explore innovative communication channels that 

accommodate the diverse linguistic and cultural backgrounds of immigrant parents. This may 

involve providing interpretation services or translation support during school events, 

newsletters, and other communication materials. In Aotearoa New Zealand, there are some 

services such as Christchurch Resettlement Services (CRS) and citizen advice bureaus, which 

provide free help for new immigrants and refugees. These agencies offer various professional 

services to promote wellbeing and enhance resilience. They provide services in areas such as 

bilingual family support, social work, and culturally and linguistically diverse counselling. 

These agencies are normally funded from a range of contracts and grants from a variety of 

sources: the government (e.g., Ministry of Social Development (MSD)), local-governments 

(e.g., Canterbury District Health Boards), Pegasus, and non-government and charitable 

organisations (such as the NZ Lottery Grants Boards). This study has shown the need for 

these kind of services tailored specifically to the education (secondary school) sector. These 

agencies may help immigrant families to connect to schools and gain a clearer understanding 

of both the education system and school-to-work pathways in Aotearoa New Zealand. They 

could also partner with career departments to connect with families and students. However, it 

must be acknowledged that these agencies may not have sufficient resources to support 

schools. In term of careers advice, the social workers and counsellors may not familiar with 

this field and thus may not be able to support the families in this way.  

In addition to resettlement services, immigrant and refugees have access to the MoE 

Senior Advisor for Refugee and Migrant Support. In addition to providing case-by-case 

support to schools, these advisors support schools in understanding the funding available to 

help students. As part of their work, these advisors provide educators with training to help 
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them gain a better understanding of the immigrant/refugee experience and conditions in the 

countries where immigrant/refugees typically come from (McBrien & Hayward, 2022). 

Schools could establish home visit programs where teachers or careers advisors visit 

the homes of immigrant families, fostering stronger connections and deeper engagement. 

These home visits would provide an opportunity for educators to gain an understanding of the 

home environment, cultural dynamics, and the challenges faced by immigrant families. By 

stepping into the intimate setting of a family's home, careers advisors could observe the living 

conditions, cultural practices, and familial dynamics that shape students' experiences and 

aspirations. 

During these home visits, educators may engage in meaningful conversations with 

parents and students, building trust and rapport. They could listen to the parents' perspectives, 

concerns, and aspirations for their children's education and career paths. This intimate setting 

allows for open dialogue and a better understanding of the cultural values, expectations, and 

challenges that may impact students' career choices. In addition to gaining insights, careers 

advisors could provide tailored guidance and support based on the specific needs of the 

family. For example, some parents' motivation stems from their cultural values, where the 

eldest child is expected to take immediate responsibility for supporting the family after 

completing school. During the careers advisor's home visit, they could address the 

challenging situation faced by the immigrant family, where the parents want to send their 

child to work in a field that the child does not like. The careers advisor in this situation may 

create a supportive and non-judgmental environment, acknowledging the cultural values and 

expectations of the family. With cultural responsivity, the careers advisor could then share 

information about alternative options that could address both the parents' concerns and the 

child's aspirations. This compromise could involve part-time work or internships that allow 

the child to explore their passions while fulfilling their family cultural values.  



 
 

197 
 

Home visits also provide an opportunity for educators to engage with the broader 

family network, including extended family members who may play a significant role in 

decision-making. By involving the entire family in discussions about education and career 

pathways, educators could foster a supportive network that reinforces the importance of 

education and aligns cultural values with students' career aspirations. By implementing home 

visit programs, schools could go beyond the boundaries of the classroom and actively engage 

with immigrant families in their own environment. These personal interactions build trust, 

enhance communication, and ensure that educators provide culturally responsive guidance 

and support tailored to the unique needs of each family. 

Community Partners. This study has emphasised the importance of community 

partners in community of support in helping immigrant families navigate school career 

programmes. In the current study, community mentors were identified by career advisors as 

potential collaborators who could help schools support students from immigrant 

backgrounds. Community mentors who are familiar with the culture of immigrant families 

and can speak their language could help fill the communication gap between the schools and 

these families. Orozco (2010) has suggested that the mentor relationships are especially 

beneficial for newly-arrived immigrant youth; they serve as a bridge between old and new 

cultures. A mentor with acculturation skills could provide information on the new cultural 

norms. Mentors with college degrees are also well suited to helping their mentees succeed in 

the classroom, not only by helping them with their homework, but also by providing them 

with advice on how to obtain university admission, an objective inaccessible to many 

newcomers and immigrants (Bohon et al., 2005; Suárez-Orozco et al., 2008). These mentors 

could be members of the community and/or immigrant parents who have been in the country 

for a longer period of time. They could translate material or help the parents to understand 

information related to choosing school subjects and possible career paths. They also could 
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support new immigrant parents by encouraging them or taking them to school career 

activities and events. The career advisors’ lack of cultural awareness could be addressed 

through collaboration between the mentors and career advisors. They could provide the 

career advisors with information about the families and facilitate communication between the 

families and the school. In addition, these mentors could be interviewed by career advisors to 

determine whether they are familiar with career education and career counselling. Career 

staff could provide training to these individuals so that they could better support students.   

To support immigrant students in accessing social capital, schools could further 

enhance their impact by empowering young people to utilise their peer networks. This 

requires nurturing their agency, confidence, and skills to capitalize on the resources available 

to them. Organizations such as tertiary agencies could adopt intentional strategies to facilitate 

this process. In 2020, the University of Canterbury (UC) launched the Hōpara programme. 

Funded by the university, this programme has been designed to develop secondary students’ 

academic confidence and career aspirations. It focuses on minorities (e.g. Māori, Pacific, 

immigrants and refugee) who are under-represented in tertiary education. Mentors, university 

students from different disciplines, go into the schools on a regular basis and work with 

specific students. With support of the programme co-ordinator, they also run workshops that 

cover a range of topics like how to define success, how to achieve goals, and career planning. 

Currently, only two universities (the University of Canterbury and the University of 

Auckland) offer this programme. The results of the current study highlight the need for 

developing a nationwide programme for immigrant students. Studies showed that in youth 

mentoring programs, mentors are valuable sources of support for young individuals. 

Additionally, deliberate initiation behaviors discussed by young people often lead to the 

development of stronger connections with supportive adults. 
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Doing part-time jobs and having experience in different businesses and industries 

enhances a student’s knowledge of the labour market and provides hands-on experience. It 

also helps them to understand the requirements of particular jobs and equips them with skills 

for their future. However, as has been discussed, employers are not as welcoming or inclusive 

of immigrants as they could be. By working in diverse work settings, immigrant students 

have the chance to build connections and expand their social networks. Interacting with 

colleagues, supervisors, and customers from various backgrounds provides them with 

valuable opportunities to establish meaningful relationships and connect to the social capital 

embedded within these interactions. Through these connections, immigrant students could 

access information, advice, and potential future employment opportunities. 

However, there may be challenges for immigrant students in accessing social capital 

through part-time work. Career advisors mentioned that this was largely due to language 

barriers. Career advisors emphasised that often a lack of English proficiency represents a 

safety concern. Supporting immigrant young people to learn and understand safety rules in 

English could increase their chance of employability. This study has also recommended the 

need for a department, such as Health and Safety, in industries such as construction, to 

support immigrant students in getting acquainted with the workplace and its safety rules. 

Schools should ensure that work experience placements comply with health and safety rules. 

Schools also need to ensure that students have a clear understanding of the safety instructions 

(MoE, 2016). 

Careers Advisors. This study has raised important questions about the lack of an 

entry pathway for career advisors in the context of this research. The evidence presented in 

this study indicates that career advisors in schools may lack the professional qualifications 

and training needed to offer effective career education, particularly in a multicultural setting. 

Career advisors without careers related qualifications typically rely on their own experience 
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to guide students. The current study highlights the need for appropriate qualifications to be a 

requirement of the role. 

The interviews in this study revealed that some of the career advisors are not familiar 

with the immigration laws and regulations that relate to immigrant students and their families. 

A lack of knowledge about these laws could result in poor advice. At times, parents’ 

expectations add to the complexity of this process. Consequently, to provide effective career 

support, career advisors need to ensure that parents/students are quickly and accurately 

connected with the people who have the appropriate knowledge. Based upon the 

responsibilities they hold in their role and the lack of time they often have, this study suggests 

immigrant advisors could be part of an integrated whole-school community of support. MBIE 

could also provide schools with this information on a regular basis or career advisors could 

attend courses on this topic. 

The findings of this study have significant implication for understanding the role of 

‘career leaders’ in secondary schools. According to Andrews and Hooley (2017), a career 

leader is a middle leader assigned or identified within a school who is responsible for 

providing careers education, as well as the necessary knowledge and skills to develop a 

careers education programme. They have the authority to lead within the school and establish 

partnerships with various community members/organisations, institutions, and businesses 

outside of the school. This role involves a significant amount of interaction with various 

members of the school staff as well as individuals and organisations outside the school. As 

such, the career leaders must have a clear understanding of what the role entails. They must 

also have the time, resources, power, expertise, and professional authority to implement such 

a programme (Andrews & Hooley, 2019). As a result of this study, careers advisors should 

assume a leadership role or act as 'career leaders' in the school. Having access to different 
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resources and managing a team of careers experts enables them to deliver careers education 

in schools effectively. 

School Leaders. This study provides insights for the secondary school leaders by 

illustrating the complexities and challenges that immigrant families face in their students’ 

school-to-work transition.  Given the importance of careers school activities, when well 

designed and supervised, school leaders could create communities and foster a sense of 

involvement for parents and their children. School leaders could facilitate the development of 

relationships with other partners such as employers, tertiary educators, etc. who could serve 

as mentors, role models, and friends. These relationships will help to ensure a successful 

school-to-work transition. However, this study has found that immigrant students who stand 

to gain the most from these sorts of activities are often the least likely to be involved due to 

language and cultural barriers. Immigrant parents often underestimate the value of such 

programmes and/or perceive them to be a ‘waste of time.’ Such perceptions may discourage 

immigrant students from participating and developing their connections within the school 

community. School leaders, therefore, must work to educate immigrant parents about the 

benefits associated with such programmes and their effect on their child/ren’s future career/s. 

This study illustrates the complexities and challenges that careers advisors face 

including time constraints and heavy workloads. As mentioned previously, it is crucial to 

ensure that the school management allocates sufficient budget and resources to relieve some 

of these problems. Additionally, improving communication between career advisors, their 

leaders, and subject teachers in the school is likely to increase the level of acknowledgment 

career advisors achieve. In addition to reducing their sense of isolation, improved 

communication would allow them to voice their challenges and concerns as well as those of 

the immigrant families that they work with. Having a clear understanding of these issues 



 
 

202 
 

would enable school leaders to make more informed decisions regarding career advisors and 

their career departments. 

The findings of this study have significant implications for schools regarding parental 

involvement in career education. It is evident that there is a disconnect between the 

perspectives of parents and careers advisors when it comes to defining and recognising 

parental involvement. While parents emphasise their involvement in their children's career 

education, career advisors, particularly when dealing with immigrant parents, perceive their 

involvement as rare. This discrepancy in understanding could create misunderstandings and 

hinder effective collaboration between parents and school’s careers education. 

School leaders could acknowledge parental involvement at home while 

simultaneously looking at initiatives to encourage parents to get involved in their students' 

career education. Recognising and appreciating the unique ways in which parents engage 

with their children's careers education beyond physical presence at school activities, such as 

careers evenings, is also important. For instance, schools could implement initiatives such as 

regular communication channels, such as newsletters or online platforms, where parents 

could access information about career resources, workshops, and events. They also could 

provide parents with guidance on how to have conversations about career aspirations and 

opportunities at home. Additionally, schools could organise career-related workshops or 

seminars specifically designed for immigrant parents to enhance their understanding of the 

changing job market and the importance of career planning. By actively involving parents in 

these initiatives and considering their cultural backgrounds and values, school leaders could 

foster a collaborative partnership between parents, students, and educators, leading to a more 

inclusive and effective approach to career education (Baker et al, 2016). 
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Limitations of the Research and Suggestions for Further Research 

Most of the parents in the current study had tertiary level education and their 

socioeconomic status was high in their home countries. This study did not include the voices 

of participants from lower socioeconomic backgrounds which would have added to the 

understanding of how those with limited education or those dealing with other challenges 

such as a lack of financial support, experience their child/ren’s school-to-work transition/s. 

Additionally, the majority of the parents who participated in this study were female (13 out of 

16). This is particularly true of many immigrant families which tend to have more 

‘traditional’ family structures. In some cultures, mothers are not supposed to work. 

Significantly, in this study, some of the female participants noted that the fathers were more 

involved with their child/children’s schools because they have a higher level of English 

proficiency and, thus, can communicate better with the staff. Pursuing diversity through a 

more non-selective sample might have led to a deeper understanding of the phenomenon or 

via examining fewer but more contrasting cases. 

In line with other studies conducted in the Aotearoa New Zealand context, the results 

of this study demonstrate that very little professional development is provided for career 

advisors and that many career advisors lack appropriate qualifications. The study also found 

that the career advisors are overwhelmed due to having multiple roles and responsibilities. As 

indicated above, future research should consider whether career advising should be a 

professional job in its own right, with appropriate level qualifications.  

Leaders and subject teachers are important contributors in the school-to-work 

transition. This study has highlighted the significant role they play in supporting career 

advisors and immigrant parents. Exploring the perspectives of relevant stakeholders could 

help identify whether their positions on career education are conducive to pursuing different 
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or similar interests and objectives. It is important that these views are not only heard, but 

also, are taken into account.  

There was no mention of the "international department" by any of the parents in this 

study, while some of the career advisors discussed the collaboration between the careers 

department and the international department. There are some of these parents who have 

students enrolled in schools with an international department. There seems to be a lack of 

awareness among parents regarding the international department and how counsellors in this 

department may be able to assist their children in making subject choices. Furthermore, it 

appears that not all schools in Aotearoa New Zealand have an international department. More 

information on international department role in supporting careers advisors would help us to 

establish a greater community of support for parents and careers advisors. 

This study has considered the role of employers from the career advisors’ 

perspectives. Future studies should seek to understand the difficulties experienced by 

employers from their perspectives. Involving employers as interviewees could have enriched 

this study’s findings and provided insights into employers’ perceptions of immigrant youth in 

Aotearoa New Zealand. However, due to limited resources (a lack of access to employers) 

and time, this study was unable to examine the role of employers in the school-to-work 

transition. 

In this study, data was collected in one stage: the whole process took approximately 

six months to complete. However, the field of school-to-work transition would benefit from 

longitudinal studies of this process. According to SCCT theory and studies by Spurk et al. 

(2019),  individuals progress through different stages of their career, the resources they have 

and the way these resources impact their career choice vary. Each stage may presents unique 

opportunities for resource accumulation and utilisation. Also, some stages may provide 

conditions for the development of factors that contribute to subjective career success, such as 
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personal skills, experiences, networks, or opportunities for growth. Future studies could 

investigate students’ experiences at different stages, such as when they first begin to think 

about their career and what school subjects they choose, until they complete their secondary 

school education and are settled in their first employment. In addition, future studies could 

explore what a successful work-to-school transition looks like from the students’ perspective. 

Overall, more research in this field is needed for leaders and policymakers to have a better 

understanding of different factors that may affect the school-to-work transition of immigrant 

youth. The findings would enable them to make informed decisions regarding the 

development of school curriculum, communication and settlement policies, and assign 

appropriate funding for careers education.  

Although recent statistics have shown that as the consequence of the pandemic many 

individuals, immigrants included, have suffered through periods of unemployment, some 

career advisors noted that the pandemic has reversed outcomes for immigrant students. They 

revealed that because their parents lost their jobs, many young people became ‘bread 

winners,’ financially supporting the whole family. This fact shows, anecdotally, that 

immigrant young people have a higher chance of employment than their parents. Research is 

needed to investigate this issue further.  

This study focused on immigrants who moved to Aotearoa New Zealand after 2014 

(the last five years). As explained in the methodology chapter, these immigrants are 

considered “recent” immigrants, and are similarly defined by Immigration New Zealand 

(INZ). However, for some immigrants, the social and educational settlement process can take 

longer than five years; after this time period, they still encounter challenges that newcomers 

do. Based on my personal experience of working with immigrant refugees, some individuals 

need more than five years to become completely conversant in English. They still require 

interpreters to meet their needs in different sectors, particularly when accessing healthcare 
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and education. Conversely, some immigrants may have a shorter settling in period like some 

of the parents in this study. For example, some may have lived overseas before coming to 

Aotearoa New Zealand, an experience which often has a positive impact on their settlement. 

For some immigrants, English was taught in their home country as a second or additional 

language meaning that they are less likely to struggle with communication barriers. Further 

research could investigate how immigrant students' experience of leaving overseas may 

impact their school-to-work transition in the new country. 

Literature and guidelines utilise the term ‘at-risk.’ As defined in Aotearoa New 

Zealand Career Education and Guidance (2009), ‘at-risk’ students are those who are not 

prepared for the school-to-work transition and who do not have proper career competence or 

plans; refugees and migrants are thus among the most likely to be ‘at risk’ (MoE, 2009). 

However, the immigrant families interviewed for this study did not consider or perceive 

themselves or their children as ‘at-risk’. Careers advisors, who revealed that identifying ‘at 

risk’ individuals is a key part of their job description, also did not see immigrant students as 

‘at-risk’. This finding supports Rimmer’s (2012) claim that the term ‘at-risk’ does not 

necessarily reflect the students’ needs. Further study could explore the mismatch between the 

needs of ‘at-risk’ young people and the governmental and schools’ strategies to adequately 

support them in the school-to-work transition.  

Although this study did not focus on the importance of promoting mental health in 

schools and responding to school-aged immigrants’ mental health needs, the results suggest 

that this population and their parents are more vulnerable to developing various mental 

disorders due to the fact that they are exposed to multiple pressures. Furthermore, educators 

may underestimate the impact of these pressures. Participants shared their experiences of 

social isolation, discrimination, and bullying and how these stressors negatively impacted on 

their children’s confidence and mental health. Further study could examine how school 
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counselling sessions could be offered to immigrant students and whether this would help 

them to better manage these pressures they face in their school-to-work transition.  

Individuals’ demographic characteristics, personalities and career-related attitudes and 

motivations have been examined as predictors of students’ careers decision making 

(Marciniak et al., 2022). While this study included participants from different ethnic groups 

and nationalities, it did not examine differences across these predictors.   

Final Thoughts: My Personal School-to-Work Transition 

 

“Honesty and openness is always the foundation of insightful dialogue.” 

bell hooks 

To conclude, I would like to share my own school-to-work transition. As stated in the 

methodology chapter, I believe that ‘the world of meanings’ does not exist independent of my 

mind. It is engaged with my consciousness and relative to people, culture, and social frames. 

As such, my personal experience has had a significant impact on my understanding of the 

participants’ social realities and the thesis’ conclusions.  

I perceive my PhD journey as another stage of my school-to-work transition. I always 

had a dream to study abroad and, like many students, I wanted to obtain a degree, become a 

Dr. and find my dream job. I also had other ambitions, including to make my parents, 

husband, and family members happy and proud. I have two brothers and one sister. All of 

them have completed doctorates and work in academia so my parents also “expected” me to 

complete postgraduate studies. Additionally, I wanted to improve my curriculum vitae and 

publish papers. I also wanted to enhance my knowledge around education and various 

pedagogies. 

However, studying for my PhD changed me in unexpected ways. The ‘Maryam’ who 

began her PhD in 2018 is very different from the ‘Maryam’ who is nearing completion in 
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2022. I am very grateful for having completed my study in New Zealand because the journey 

I have undertaken over the last four to five years has had a profound impact on my worldview 

and challenged my views on many things. Completing a PhD is not just about undertaking 

research, presenting, and publishing work. It not only involves working with people in 

academia and meeting friends from diverse backgrounds, but also learning about their 

cultures, foods, and languages. It is also about understanding and embracing 

multiculturalism. It is about learning and understanding justice, equity, responsiveness, 

inclusion/inclusivity, feminism, and racism. 

When I was drafting my PhD proposal and wanted to justify my study, I desperately 

looked for literature and statistics which showed the economic benefits that immigrants 

provide to the host country. My firm belief was that immigrants, particularly immigrants who 

fill in gaps in the job shortage list, would have a positive impact on the country’s GDP and 

that research must be conducted to support these people and their children through the 

settlement process. The perspectives I hold regarding money, economic status, and being 

beneficial to society significantly shaped the initial rationale for this study. 

 After conducting interviews with educators, career advisors, immigrants, and 

refugees, I came to realise that one of the reasons why I should conduct this study was not 

because immigrants may be better positioned to serve the community, but that we must 

promote multiculturalism and inclusion for the benefit of all young people; not just those in 

Aotearoa New Zealand, but all around the world. My aim now is to highlight the difficulties 

that the immigrant population may face in term of the school-to-work transition. I believe that 

this study’s findings will be useful to countless individuals and organisations who promote 

multiculturalism and inclusivity and those who support people from minority and vulnerable 

populations. During my PhD journey, I have learnt that we need to support people, regardless 

of how useful or harmful they may be for our society.  
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During my time working and researching at university and various schools and 

organisations, I have answered many of my own personal questions: Why do we need to 

encourage diversity? Why do we celebrate pride month? Why do teachers and lecturers start 

their class in te reo Māori? Why is te reo Māori and sign language official languages in 

Aotearoa New Zealand? Why is there no death penalty in this country? Why does the 

government support people (giving them benefits and free housing, even though some of 

them are criminals or use the money for alcohol and/or drugs)? I am very proud that I have 

gained insight and proudly support the ideas above. This insight is my gift from this journey. 

At the age of 39, I have completed one Bachelor’s degree, two Masters’ degrees, and 

am nearly finished a PhD. Completing these qualifications has provided me with an 

opportunity to think about my beliefs and reshape them. What I have learnt from my PhD 

journey is that taking any step, like getting a degree, starting a job, or volunteering can 

change a person’s life forever. It is not just about adding a degree or job experience to our 

CV or increasing our wealth, it is about the journey we take; learning is a life-long journey. 

As a result of this journey, I have decided that I will support my children with any decision 

they want to make regarding their careers. I will encourage them to trust the journey and 

learn from it, instead of just focusing on the target (for example, passing the course or making 

money). Having such a view makes their journey more valuable and worthy. I believe that if 

they embrace this view, they can make life better, not only for themselves, but also for the 

people around them. In saying this, I am aware of the complexity of this journey; there are no 

easy or quick solutions when it comes to career guidance. As a parent, I would encourage my 

children to seek advice from school educators and not rely solely on their own judgment. 
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Appendix B: Record Rise in OECD Unemployment Rate in April 2020 
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Appendix C: Analytical Memo: A Careers Adviser Interview 

Multiple roles of a careers adviser. 

This theme corresponds to the careers adviser (David) perspective about different aspects of 

his role: He believed that making the students ready for the next step, which could be 

continuing in tertiary or working in the industry, is the first aspect of a careers adviser role. 

This includes providing information about different subjects, pre-requisite courses, careers as 

well as conducting career programs and online workshop for the students:  

So about one-quarter of the students know what they want to do and they do that 

without our help.  So they don't really need us except for maybe information about the 

course or looking at the scholarship or making things easier for them so printing out 

forms and things like that.  So it's more of a sort of a transition or facilitation role to 

make it easier. 

Some students cannot decide what option they should take and another aspect of the careers 

adviser’s role relates to facilitating the decision-making: “So a young person who has lots of 

options, and they are not very good at deciding, tends to do not do anything. So we try to get 

them narrow it down and a focus on something.” In that sense, the careers adviser, get the 

support people including parents, teachers, and mentors on board to navigate the student in 

the decision-making process: 

Another quarter of the students would be they are trying to decide between what 

options they should take.  That might be like early childhood and business. So they try 

to decide between two so we do a lot of work seeing people around to try stuff aiming 

for both as much as they can before they make the decision. 

Another interesting aspect highlighted by David is managing a situation where there students 

and parents do not agree on the students’ career plan. What he understood from his role is to 

help students and their parents to understand each other’s point of views.  He usually tries to 

find a middle ground and explain different options to the student and the family. In some 

cases when the students want to hide their decisions from parents, the career adviser tries to 
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assure them to make their families be aware of their decisions. He used the word “mediating 

role” and he described it as follows:  

We support the students to help their parents and families see their way of thinking 

but it is really up to them… we know everything works better if everyone is in 

agreement.  So there is often some tension between the young person not want to tell 

the parents about something and I say: well! life is going to be better if your parents 

say this is a good idea.  

He believed that most of the time parents are right but he usually leaves the decision-making 

on the students and their parents.  

Lastly, the careers adviser monitors the students’ academic progress; identifies their 

personalities, and understands their plans: 

So we are working with mentors, teacher and students to identify what their plans are 

and how they are feeling school.  Anybody who have red flags on those attendances 

or engagement can be sent to us. And then we work with them. So the earlier the 

better.  

The influence of support people 

The next theme relates to different range of support, and instructions immigrant students 

received from actors such as inside contributors: teachers, mentor, and leadership team, as 

well as outside contributors; businesses, the industry, and tertiary providers: “what we try to 

think of is that every person in the school is influencing the young people in careers in a 

consistent way” and “we work with a lot of employers  to do work experience and employers 

are really good at working with young people” 

David explained that support actors not only play an important role in the transition process 

of the students but they also assist him in delivering career advising. For example, teachers 

and leadership team could collaboratively work with him and provide students’ academic 

results and progress reports. He elaborated his point of view when he suggested me some area 

of interest that could be explored in my study:  
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Does the career adviser have support from senior leadership and other teachers 

involved in career education in any context so that their job is supported? So if a 

teacher talks to a student about their interests and skills and values and that 

information is collected and comes to the career advisers we can work together.  

… And then the senior leadership, if they think it is important and talking about it and 

they talking about that and they are prioritising it over other things, then we can do 

our job a lot better.   

The influence of immigration 

David touched on the influences associated with immigration and appeared to inhibit or 

facilitate immigrant students’ pathways towards employment. Language skill is the first 

barrier for both immigrant students and their parents. Some students, for instance, have good 

knowledge of science and math but not enough English skills to do school assessments: 

They might have the content knowledge but not in English so there is. I guess mockup and 

what they do know in terms of what they know in English and explained in English as what 

they can  from their host country. 

These students are also unlikely to work in any industry or business since employers prefer 

English speakers:  

They might have the content knowledge but not in English so there is. I guess mock up and 

what they do know in terms of what they know in English and explained in English as what 

they can  from their  host country. 

 

Lots of workplaces if there is a language barrier or if the student doesn't appear interested for 

whatever reason did you just say no, will be a big issue. Especially for young people who 

don't have good English but all the knowledge but it must be too hard for the employers to 

manage it.  

There are influences related to understanding and adapting to new education system. The 

schooling system in New Zealand is usually different from the home country and that could 

raise difficulties for them:  

Lots of the time, if they have come from somewhere. That schooling is not necessarily 

recognised…so we have got pair of students who are 19 from Brazil who are pretty small and 

clever an awesome but not in English.  So they know lots and they've got lots of education but 
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they just can't get it out in an English format.  so they have to go back a year.  so they have to 

get back to years.  so 19 years old going to sort of 15 16 years old in the class it could be quite 

challenging. 

Cultural background is another influence that could have a profound impact on the students’ 

future pathway. In some cultures, gender and the birth order of a child in a family could 

determine what pathway he/she should choose: 

There are some cultural barriers in terms of believes about what students should do and what 

they shouldn't do.  So I know for lots of say Fiji Indian families the eldest son has to get out 

and get working and lots of important put on him as being kind of the sole hope of the family 

in terms of earning money. So that role in the family is really clear-cut and that happens quite 

often for the Fiji eldest boy. 

Some cultures, like Asians, believe that showing respect is related to doing whatever the 

careers adviser said even it is not valid or the best option:  

…lots of immigrant families come and they don't know what is available.  So if you tell them 

this is a good choice, they are going to accept it.  And also families and students from the 

Philippines have almost a different relationships to a career expert.  So if they come to me 

they're gonna believe what I say because they've got that kind of ingrained and respect for the 

position.  So if I say I am the careers adviser  then I must be awesome and you should believe 

everything I say and so yeah we do. 

The last influence associated with the residential status of the students and immigration rules. 

Some student and their families migrated to New Zealand under non-resident visas aiming at 

getting the residency. However, they are not aware of immigration rules and the skill shortage 

list. Consequently, they choose their interest while it cannot support them in their resident 

visa application. If they want to stay in New Zealand permanently, they need to choose a job 

from the skill shortage list, which is not necessarily match their interests. On the other hand, 

the careers adviser should be aware of students’ visa status and immigration rules to support 

the students to find the best choice that would help them to settle in New Zealand:  

I think the Immigrant career stuff is really interesting.  It's like a lot of….  because a lot of the 

time you work  against immigration rules, residency rules. Things like, is the job that they 

really want on the skill shortage list? 
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Analysis 

Careers advisers’ critical role among immigrants 

Careers advisers work with a wide range of students who might not have a smooth transition 

from school-to-work. According to this interview, the main responsibilities and duties of 

career advisers focus on at-risk students including immigrant students, who leave school at an 

early stage, do not have a plan for their future, and have communication barriers. This is in 

alignment with career education and guidance (MoE, 2009): “ Students who are at risk of 

leaving school undecided about future pathways or unprepared for transition to the workplace 

or further education are a priority” (p.18). According to the Education Review Office (ERO) 

this is an important element of successful career education practice for at-risk students. The 

careers team in that sense, monitor at-risk students’ academic progress and the selected 

courses, They also involved parents and families to investigate the available opportunities 

and find a suitable pathway for students (ERO, 2015).  

David insisted on parents’ significant role on students’ plans. It is also highlighted by ERO 

Careers Education Guidelines “good relationships with parents/whanau and the community” 

is linked to high-quality careers education programs and successful schools in implementing 

career education in-depth discussions with parents ERO (2015, p. 25). However, that might 

not be the case for immigrants especially the ones who came to the country recently. Not 

being familiar with the education system, difficulties in language and communicating with 

school and careers staff, and perceiving school as a highly professional place could lessen the 

parents’ role. Therefore, usually parents do not interfere in their children’s decision-making 

and let the careers advisers and children lead. Moreover, the culture of respect to school staff 

is prominent among some immigrant families e.g. Asians. As such, these parents tend to only 

rely on the advice from the careers advisers.  

The mismatch between students’/parents’ expectations and students’ goals 
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Parents are considered a major contributor to career education. It is highlighted by Career 

Education and Guidance (MoE, 2009): “Parents, caregivers and whānau have a major 

influence on their children’s career decisions. Students need their advice and support as they 

make their learning and career plans and transitions. Parents, caregivers, and whānau can also 

contribute to the school’s career education program as adults who are managing their own 

careers” (p.31). However, parental expectations and hopes do not always match the students’ 

aspirations and that could hinder both transition process and careers advisers support. As an 

illustration, a student may want to do practical jobs instead of going to university and having 

a degree but his/her parents have different ideas. Sometimes, parents and students cannot 

agree on the future field of work or study. For instance, the student believes nursing matches 

his/her personality and interests but his/her family expects him/her to continue in nursing.  

The other way around, sometimes parents wants their child to work while he/she wants to 

continue in tertiary, especially when the young person is responsible for household expenses 

and needs to start working as soon as he/she graduate. Finally, in some cases, both parents 

and the student agree on the future pathway but the student’s goal does not go with his/her 

academic achievements.  Having different definition of success and cultural values could 

contribute to these discrepancies.  

Employers’ disinclination to immigrant students 

One aspect of Career Education and Guidance (MoE, 2009) is to support migrants, who are 

identified as at-risk and  “may have particular career education and guidance needs” (p.18). 

Exploring and experiencing careers can be considered as a solution to enhance their transition 

from school to work (ERO, 2015). Employers partnership with schools and career programs 

could have a considerable impact on immigrant students’ decision making and promote the 

advice given by the careers advisers: “students and staff can become more aware of the world 

of work beyond school and the range of opportunities and challenges students will face” 
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(MoE, 2009, p. 32), Students in this regard, could have access to more updated information 

about labour market and industry requirements. Furthermore, they can develop their 

communication skills, find connections, and learn about opportunities in different businesses. 

However, immigrant students do not have many chances of using this service. The lack of 

English skills is the main barrier, as some immigrant students cannot have complete 

communication with others. Employers believe a lack of English knowledge may raise health 

and safety issues in the workplace, hence employing English native speakers is being 

preferred. To conclude, for immigrant group of students, there is a contrast between career 

guidelines and their practices.  
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Appendix D: Analytical Memo of an Immigrant Parent Interview 

How Saba perceive her role? 

According to Saba’s interview, she perceived her role as person who should recognize her 

children ability/ talent and guide them to the right pathway without imposing extra pressure. 

For example she stated:  

“If children are not good at something, we cannot push them. They should be able 

and have capacity to perform what we expect from them. We must guide them 

correctly. Some of them do not have the capacity and sometimes they are capable 

of what we expect them. We shouldn’t put them under enormous amount of 

pressure.” 

Also, her culture as in many culture studying is much more important than having a job and 

that can affect the way she guide her children: 

“I try to guide them [she paused] you know studying is very important for us. 

Maybe for some nationalities, their children education and its role on their future 

is not as important as it is for us. They can make money doing simple jobs but 

for us it's very important. I don’t know may be it is related to their culture.” 

However there are other people (like her cousins) have more impact on her daughter 

career choice and she does not perceive her role as important as theirs: 

“The people around us. I mean, our relatives. They (her children) look up to 

their cousins. They will find out how successful they are in their careers [she 

paused] they have good lives.” 

What influence Saba’s support? 

As stated before, parents’ cultural background and experience they had in their home countries 

influence on their support. For instance, she stated that  

“I was a very strict teacher to my students, maybe because of the school system 

in Iran, I put my children under a lot of pressure to study. For example, my 

daughter has learned five different languages so far. In Malaysia, students study 

English, Chinese and Malay from the first year. On Saturdays, she used to go to 

a French course. I taught her Farsi. She‘s got certification of completion for year 

one and two in Farsi.”  

She believed that being an Asian or coming from Muslim culture brings some 

limitations for her children.  

“First of all, we are Muslims and secondly we are Asian; most of Asians think 

the same way and they have certain limitations. Europeans are different and they 

have a different view as they have been brought up this way” 

Not being familiar with the New Zealand education system and regulations is another issue 

raised by Saba as she stated: 

“We’re foreigners we don't know much about the system or what subjects needed 

to be passed for a certain field of study.”, and “We don't know about the rules 

but we usually try to ask.” 

Challenges families perceive immigrant face during the transition? 
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Isolation and lack of friends is one of the challenges mentioned  

“The main problem my son has is that he's not a sociable person [07:51]. He is not 

very good at socializing with others. He’s mostly on his own. He has few friends 

from Morocco or Afghanistan but they meet at university. He doesn't have any 

close friends to hang out.” 

Also lack of communication and language difficulty was highlighted by her: “I have noticed 

that foreign children, especially Chinese, can't easily make friends here and the main problem 

is the language and communication.” 

How parents understand the career advisor role? 

She never had direct contact with the career advisor and her daughter is only in contact: 

“Actually I haven't contacted them but once I told Hannah to ask the career adviser talk about 

how she can get a scholarship” and “I asked my daughter to ask the advisor for more 

information. I encourage her to ask her questions to mitigate her needs herself.” 

But she finds the career advisors support helpful: 

“There hasn't been something special, it has been about which subject she 

has to choose or about the university, the scholarships, or other educational 

facilities, if there are, to study for bachelor degree; It’s very difficult, people say 

different things. Some of them say it is possible but others don’t. Advisors have 

more information and they can help well.” 

She also find the school programs to familiars students with different skills and careers useful 

for her child: 

“The educational atmosphere they provide for students can really prepare them to 

choose their career themselves.  They have dressmaking workshops. I have even 

heard that students can borrow a swing machine from school to practice at home 

during the school holidays just because they're interested. Maybe other students, 

boys for example, interested in carpentry or in cooking. They have workshops for 

them. The school gives the students the opportunity to experience different things 

little by little to help them realize what they are interested in [20:42]. I think it's 

really interesting ...really helpful.” 

Areas that needed to be improved and next steps 

1- In her answer she talk about the term “success” which is one of my study area. By 

understanding how they define “success” or “having successful career/job” I might 

can go deeper and understand how their background and culture affect the way they 

guide their kids. For example Saba thinks “successful job” means having prestigious 

occupation such as dentist or any medical professions. 

“I'd really like my son to study dentistry but he doesn’t like and he wants to study power 

engineering” 

“I have told her that Medicine has better future job [she paused] it also have a prestigious. 

She can see these people around who are successful and they have good lives.” 

2- When she talked about coming from different culture and the  limitations : 

 “First of all, we are Muslims and secondly we are Asian; most of Asians think 

the same way and they have certain limitations. Europeans are different and they 

have a different view as they have been brought up this way” 
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I can ask her “certain limitations” in what terms? Or I can ask “How these limitation may affect 

the career choice of your daughter? 

3- When I asked “what challenges do your children have” she gave me some general 

idea about any challenge related to schooling or being an immigrant. Therefore, I 

needed to be more specific and ask about the challenges they face in terms of 

choosing future career. Or challenges they might face in the future.  

4- I recognize inconsistency in her responses related to her role as she said she put 

pressure on her kids to choose their future career and on the other hand she perceived 

her role as person who should only understand her children capability and guide them 

rather than imposing her thoughts. Asking the participant directly about the 

contrasting idea and make them more clearly (Taylor, Bogdan, & DeVault, 2015) is 

an approach that I may use in this situation. 

According to below statements, her main concern was about her children grades at school and 

she didn’t talk about having a job after school at all. So I couldn’t get any data relevant to 

school-to-work transition process from her point of view. 

“Fortunately, there are good teachers here and you don't need extra classes” 

“But thanks to god, I have no problem with her lessons. She has always been a very good 

student. She always gets full marks.” 

“She had been doing the course for a long time so she's very good at mathematics and she is 

always the first one who hands in the task.  She gets very good marks in mathematics and she 

does far better than other students.” 

 

 

Taylor, Bogdan, R., & DeVault, M. (2015). Introduction to qualitative research methods: A guidebook 
and resource: John Wiley & Sons. 
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Appendix E: Careers Advisors Interview Schedule 

Career Advisors Interview Questions 

 

Questions Prompting questions 

1- How have you been 

lately? 
• In general, how have you been feeling? 

• What have made you feel like that? 

2- Please, tell me about your 

self 

Sociodemographic information 

Personal and work commitments 

3- Tell me about your job • Describe your job: What is it about? or 

What do you usually do?  

• How do you feel about your job? 

• What influence your performance? 

•  

4- How would you define the 

students you work with? 
• Tell me about their characteristics 

• What type students you work with? 

5- Please, tell me about your 

experience working with 

the students you support 

• What type support you offer them? 

• What facilitates your work? 

• What hinder your work? 

• What and who do you think influence 

their future career? 

• What do you think would help them to 

get a job after they got their NCEA 

2/3? 

• How do you define a successful 

transition? 

 

6- What could you tell me 

about these students’ 

family? 

• Describe your experience working with 

them 

• How school support the parents in 

terms of starting and maintaining 

communication with parents 

7-  Is there anything else would you like to say 

regarding your experience working with 

immigrant students? 

 

• Discuss: How knowing the term “immigrant student” might help you to support these 

students?(leading question) 
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Appendix F: Parents Individual and Focus Group Interview Schedule 

 

Individual Interviews: 

 

Questions Prompting questions 

1- How have you been 

lately? 
• In general, how have you been 

feeling? 

• What have made you feel like that? 

2- Please, tell me about 

your self 
• Sociodemographic information 

• Personal/family and work 

commitments 

• Length of stay in NZ 

• Children (age/school year) 

3- How is it living in a 

foreign country?  

 

 

• What do you think is an immigrant 

parent?  

 

• Describe if you ever perceived any 

difference that and immigrant  

experience when compared to local 

students  

• What assumptions do you think local 

people make about immigrants?  

•  

4- In general, what do you 

find most/the least 

enjoyable about being an 

immigrant?  

 

 

5-  How would you 

describe the relationship 

you have with your 

child? 

• How do you spend time together 

• What is your expectation from them? 

• What are their expectation from you?  

• What was the recent challenge you 

and your child have faced? 

6- What do you think about 

her/his school? 
• What is your expectation from them? 

• What is the role of career advisors in 

his/her school? 

• What kind of support they provide so 

far? 

• What support from school would 

they like to have? 

7- How about you? What is 

your experience with 

career advisors? 

• How often you meet them? 

• What do you usually discuss about? 

• How satisfied you are with that 

support? 

• What type of advice they gave you? 

Was it influential?  
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8- If you think back when 

you made your choice to 

migrate to NZ, how 

ready you and your 

children think you were 

for the 

university/schooling 

system?  

 

 

• Consider what you think you were 

lacking, what information you had, 

etc.  

• What were your expectations of 

schools?  

• When you started out as a parent 

what did you think your family life 

would be like?  

• How has the reality matched up with 

what you imagined?  

• How do you think your previous  

experiences equipped you for the 

demands you encounter as part of 

setteling your child?  

 What information you had about your 

schools?  

•  

9- Now that you are a here, 

what you think you and 

your child need in order 

to have an efficient 

transition from school to 

work?  

 

 

10- Who do you think 

influence the most your 

child future career? 

 

• Think about personal characteristics 

such as age, sex or gender, 

personality, skills, knowledge, 

language, etc.  

•  

• Why do you think he/she/they have 

the influence? 

• How about you? How do you have 

influence on your child decision? 

• I would like to know as a parent what 

advice you have been able to offer to 

your son/daughter which might help 

him/her obtain a job? 

 

• How do you think the cultural 

differences between NZ and your 

home country impacst your Child 

future career?  

•  

11- What would you advise a 

person who wants to 

migrate to New Zealand 

Why you would give such advice?  
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with and has high school 

studnet?  

 

  

12- What is your opinion in 

terms of whether or not a 

gap exists between 

immigrant and local 

students’ chances to 

achieve their careers 

goals?  

 

•  

13-  • Is there anything else would you like 

to say regarding your experience 

working with immigrant students? 

 

 

 

Focus Group 

Questions Prompting questions 

1- Can you please introduce 

yourself (anything you feel 

comfortable to share with 

others) 

2- Why you migrated to NZ? 

• Why you choose NZ? 

• How do you feel about living in NZ 

•  

3- How do you identify 

yourself as an immigrant 

parent? 

• What kind of characteristics do 

immigrant parents have. 

• What sort of problems do immigrant 

parents face in a new country like 

NZ 

4- What challenges do families 

perceive immigrant youth 

face during the school-to-

work transition? 

 

• Tell me about cultural barriers. 

• Language barriers. 

• Discrimination and racism 

5- What is your opinion if your 

child decides to not to go to 

the university after 

secondary school and choose 

to work in industry? 

•  

6- How you can support your 

children? 
• In terms of their education 

• School-to-work transition 

7- What do you think about 

your children motivation and 

aspiration for careers 

pathway 

• Who do you think has the most 

powerful influence on their careers 

pathways? Why you think so? 

8- What results do you expect 

from your children? 
• Which pathway and why? 
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9- What type of support you 

receive from education 

system in NZ and what do 

you expect from teachers 

and careers advisors? 

•  
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Appendix G: Interviewers 

Ava is an Iranian mother of two boys: Benjamin aged nineteen and Daniel aged seventeen. 

She moved to New Zealand from Iran in 2015 with her husband Mohammad. They had been 

working as Engineers in their home country. Their oldest son Benjamin is studying at a 

University in New Zealand and Daniel is a high school student at level three. They are now 

New Zealand citizens but they migrated to New Zealand with the residency visa under the 

skilled migrant category. 

Carole is a postgraduate student at University of Canterbury (UC) and mother of three boys 

16, 11 and 5 years old.  For the first time she and her husband came to New Zealand in 2010 

when she was doing her masters’. After completing her degree and in 2012 they returned to 

their home country. In 2017 they migrated to New Zealand as permanent resident and Carole 

started her Ph.D at the university. Her husband works in North island Rotoroua. Her oldest 

son is completing NCEA level 3 at one of Canterbury high schools.  They are all originally 

from Kenya. 

Krishna is from Philippines and migrated to New Zealand in 2018 with her husband and four 

children aged 25, 19, 13 and eight years old. She is a housewife and her husband work in a 

company in Aotearoa New Zealand. She lost her job from October 2020 because of Covid-19 

pandemic. Her oldest son is studying at University of Canterbury and but other children are 

still at schools.  

Nadiya is a single mother from Iran. She migrated to New Zealand with her three kids in 

2016 to join her husband but due to some family problems, she only stayed one month with 

him. She got divorced immediately and for a while had been to a safe house with her two 

sons and a daughter. She has started her life from scratch and now she is living 

independently. She has been granted permanent resident visa and now she is studying English 
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at an instituted to improve her language skills. Her daughter is 15 years old and her two sons 

are eight and four years old.  

Annahita is 46 years old mother who has migrated to New Zealand 5 years ago with her 

husband and two daughters. One of her daughters is 16 years old and the other is 11 years 

old. She used to teach at university when she was in Iran and when she moved to New 

Zealand, she had many jobs including interpreter, translator, French teacher at primary 

schools, and manager in an afterschool centre. Her husband also have a full-time job in a 

company. All of them now are New Zealand citizens. 

Riva is a 47 years old women and mother of two boys: Antonio 20 years old and Jose 18 

years old. She and her husband Marco with two children have moved to Aotearoa New 

Zealand from Chile in 2018. Riva’s husband is doing PhD at UC and Riva is working part-

time. Riva used to be an engineer at her home country. However, after moving to New 

Zealand she had to stop working for a while as he she could not find relevant job to her 

background.  

Bahar is 45 years old woman and originally from Iran. She and her family are now New 

Zealand citizens. They moved New Zealand about six years ago and lived in Auckland for 

almost a year and due to her husband job redundancy, they moved to Aotearoa New Zealand 

to find new jobs. Now Afshin and Bahar both have full time jobs in Canterbury. Bahar and 

Afshin have a 15 years old girl Sanam. She is at NCEA level 2.  
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Parents’ profile 

Name Gender Nationality Age 
Marital 

Status 

Employment 

Status 

Length of 

Stay in New 

Zealand 

Interview 

Structure 

Ava Female Iran 45 Married 
Casual 

contract 
5 

Individual 

Interview 

Carole Female Kenya 40 Married 
Casual 

contract 
3 

Individual 

Interview 

Bahram Male Iran 49 Married Permanent 1 
Individual 

Interview 

Krishna Female Philippines  Married Not employed 3 
Individual 

Interview 

Nadiya Female Iran 41 Single Not employed 4 
Individual 

Interview 

Annahita Female Iran 46 Married Fulltime  6 
Individual 

Interview 

Riva Female Chile 48 Married 
Casual 

contract 
3 

Individual 

Interview 

Bahar Female Iran 45 Married Fulltime 6 
Individual 

Interview 

Lin Female China  Single Unemployed 2 
Individual 

Interview 

Chynna Female China 44 Married Casual  
Individual 

Interview 

Rose Female Malaysia  Married Casual 3 
Individual 

Interview 

Salman Male Iran  Married Fixed-term 5 
Individual 

Interview 

Sogand Female Afghanistan 39  Unemployed 5 
Individual 

Interview 

Satin Female Bangladesh 40 Married Casual 4 
Individual 

Interview 

Siavash Male Iran  Married Self-employed 2 
Co-parent 

Interview 

Tahmine Female Iran  Married Unemployed 2 
Co-parent 

Interview 
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Appendix H: Careers Advisors Information Sheet and Consent Form  

 

College of Education, Health and Human Development Telephone: +64 

226567760 

Email: Maryam.sharifkhani@pg.cantebury.ac.nz 

28/05/2020 

ERHEC Ref: 2019/42/ERHEC   
 

 

 

From Education to Employment: Immigrant students in Aotearoa New Zealand 

Information sheet for career advisors 

 
Kia Ora, 

 

My name is Maryam Sharifkhani and I am a PhD student with the College of Education, Health and 

Human Development at the University of Canterbury, New Zealand. I am conducting a study 

exploring how career advisors in Aotearoa New Zealand understand the youth school-to-work 

transition process. As a career advisor working with student/students completing NCEA at Level 2 or 

3, I would like to invite you to participate in this study. In addition to five career advisors, this study 

also will involve parents/caregivers of students who are enrolled in the NCEA at Level 2 or 3 and who 

have migrated within the last five years and living in Aotearoa New Zealand. You will not directly 

benefit from taking part in this study, but information gathered may contribute to any subsequent 

actions that policy makers and school communities may take to support immigrant families and their 

students to achieve smooth and effective school-to-work transitions.  

 

It is entirely your choice as to whether or not to participate. If you agree to participate in this study, 

you will be asked to take part in one interview with possibility of one follow-up interview that will 

take no longer than one hour each. I will not interfere with your daily activities or private life; the 

time, date and place in which we meet will be agreed upon between us. The interview will be 

conducted in English and will be audio recorded. If you agree to participate, you have the right to 

withdraw from this study at any time without penalty. If you withdraw, I will do my best to remove 

any information relating to you, provided this is practically achievable. However, once analysis of 

raw data starts on [the date of withdrawal of data], it will become increasingly difficult to remove 

the influence of your data on the results. During the interview, you can stop at any time and/or skip 

any questions you would prefer not to answer. Afterwards, you will be offered with a transcript of 

our interview and have the right to review it and/or ask me to leave out any part(s), which will then 

not be used. At the conclusion of your participation in the study you will be given a $20 gift card 

for each time you are interviewed. 

 

This study may pose some risks for participants. Complete anonymity will not be assured as I, the 

principal researcher, will have access to your personal information; in addition, you will likely be 

identifiable given the small sample. However, the study has been designed to minimise any risk to the 

participants and schools from participating in this study. I will take particular care to ensure that any 

information obtained through the study that could identify you remains confidential. My academic 

supervisors and I will have complete access to your data. The results of the project may be published 

but your name and the school name will be replaced with a pseudonym and it will not be possible to 

be identified in any reporting of the data gathered.  All of your data will be securely backed up in 

password protected files on the University of Canterbury server and after ten years, it will be 
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destroyed. Upon request, I will provide you with a summary of results on completion of the study by 

email. A thesis is a public document and will be available through the UC Library. 

 

My study has received ethical approval from the University of Canterbury Educational Research 

Human Ethics Committee. Any complaints can be addressed to The Chair, Educational Research 

Human Ethics Committee, University of Canterbury, Private Bag 4800, Christchurch (human-

ethics@canterbury.ac.nz).   This project is being carried out for a Ph.D. degree by Maryam 

Sharifkhani under the supervision of Associate Professor Annelies Kamp and Dr. Kerry Vincent, who 

can be contacted at maryam.sharifkhani@pg.canterbury.ac.nz, annelies.kamp@canterbury.ac.nz and 

kerry.vincent@canterbury.ac.nz. They would be happy to discuss any concerns you may have about 

participation in the project (if practicable), via email or telephone. 

 

 

If you have read and understood this information sheet and you would like to be a participant in this 

study, please complete the attached consent form and return it to me on the interview day or email it 

before the interview day. 

 

I am looking forward to learning about your experiences. 

 

Ngā mihi, 

 

Maryam Sharifkhani 

Ph.D. Candidate  

University of Canterbury College of Education, Health and Human Development 

 

 
 

Contact details of the researcher 
 
Name of researcher:       Maryam Sharifkhani 

   Address:                                University of Canterbury, Rehua 415 (desk 12), Christchurch 8140, New      
Zealand 

Email / Telephone:       Maryam.sharifkhani@pg.canterbury.ac.nz / +64 226567760 
 
Contact details of supervisors 
 
Name of main supervisor:     Associate Professor Annelies Kamp 
Address:                                University of Canterbury, Rehua 521, Christchurch 8140, New Zealand. 
Email / Telephone:      Annelies.kamp@canterbury.ac.nz /  +6433693632 
 
Name of associate supervisor:    Dr.Kerry Vincent 
Address:                                University of Canterbury, Rehua 518, Christchurch 8140. New Zealand. 
Email / Telephone:       Kerry.vincent@canterbury.ac.nz / +6433690350 

 

 

 

 

 

 

 

 

 

 

mailto:maryam.sharifkhani@pg.canterbury.ac.nz
mailto:annelies.kamp@canterbury.ac.nz
mailto:kerry.vincent@canterbury.ac.nz
tel:+6433693632
tel:+6433690350
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College of Education, Health and Human Development Telephone: +64 226567760 

Email: Maryam.sharifkhani@pg.cantebury.ac.nz 

28/05/2020 

ERHEC Ref: 2019/42/ERHEC   
 

From Education to Employment: Immigrant students in Aotearoa New Zealand 

Consent form for career advisors 

Include a statement regarding each of the following: 

 

□ I have been given a full explanation of this project and have had the opportunity to ask 

questions. 

□ I have read, understood and retained a copy of the information sheet provided to me.  

□ I understand the purpose of the research, the data collection procedure and am fully aware of 

what is required of me if I agree to participate in the research.  

□ I understand that participation is voluntary and I may withdraw at any time without 
penalty. Withdrawal of participation will also include the withdrawal of any 
information I have provided should this remain practically achievable. 

□ I am fully aware that conversations and interviews will be recorded and transcribed for 

research purposes.  

□ I understand that any information or opinions I provide will be kept confidential to the 
researcher and that any published or reported results will not identify the participants. I 
understand that a thesis is a public document and will be available through the UC Library. 

□ I understand that all data collected for the study will be kept in locked and secure facilities 
and in password protected files on the UC server and will be destroyed after ten years.  

□ I understand the risks associated with taking part and how they will be managed. 

□ I understand that there is no formal evaluation or examination involved in this project.  

□ I understand that I can contact the researcher Maryam Sharifkhani via email 
(Maryam.sharikhani@pg.canterbury.ac.nz) or cellphone (0226567760) or supervisors, 
Associate professor Annelies Kamp (annelies.kamp@canterbury.ac.nz) and Dr. Kerry 
Vincent (kerry.vincent@canterbury.ac.nz) via email for further information. 

□ I have been informed that my name will not be published anywhere in the research and 

identity will not be revealed to anyone and I have been given the chance to choose a preferred 

pseudonym. Please use ----------- as a pseudonym for me. 

□ I have been informed that I will receive a copy of the report of this study to my e-mail address 

given below.  

• I would like a summary of the results of the project via …………………………………………………… 
(Indicate your preferred email address)  

 

□ I have been notified that this research has received ethical approval from the Educational 

Research Human Ethics Committee, University of Canterbury. I have also been informed that 

for any concern or complain I can contact the Chair, Educational Research Human Ethics 

mailto:Maryam.sharikhani@pg.canterbury.ac.nz
mailto:annelies.kamp@canterbury.ac.nz
mailto:kerry.vincent@canterbury.ac.nz
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Committee, University of Canterbury, Private Bag 4800, Christchurch (human-

ethics@canterbury.ac.nz).  

 

□ By signing below, I agree to participate in this research project. 

 

 

Name: ---------------------------------------------- Signed: ------------------------------------- Date: ------------

-- 

Email address: ---------------------------------------------- Cell/Phone Number: --------------------------------

-- 

 

Please return this completed consent form to Maryam Sharifkhani on the interview day or email 

Maryam.sharifkhani@pg.canterbury.ac.nz by the interview day. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:Maryam.sharifkhani@pg.canterbury.ac.nz
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Appendix I: School Principal Information Sheet and Consent Form  

 

College of Education, Health and Human Development  

Telephone: +64 226567760 

Email: Maryam.sharifkhani@pg.cantebury.ac.nz 

[Date] 

ERHEC Ref: [Enter when approval given for your study]  
 

From Education to Employment: Immigrant students in Aotearoa New Zealand 

Letter for school principals 
 

Kia Ora [school principal’s name],  

 

I am writing to request permission to conduct a research study at your school. My name is Maryam 

Sharifkhani and I am a PhD candidate in College of Education, Health and Human Development at 

the University of Canterbury.  My doctoral research seeks to investigate the school-to-work transition 

experiences of immigrant youth through exploring career advisors’ understanding of the transition 

process. This research will generate knowledge to enhance school-to-work transitions for students 

from immigrant backgrounds, based on an inclusive approach that addresses different students’ needs. 

Five career advisors in total, one from each school with diverse population of students in Canterbury, 

will be invited. In addition, parents/caregivers of students who are enrolled in the NCEA at Level 2 or 

3 and who have migrated within the last five years and living in Aotearoa New Zealand will be 

involve in this study. 

 

With your consent, I will invite your school administrators to introduce me to staff responsible for 

career education program for students who are going to complete NCEA at L2 or L3, to invite them to 

be involved in my study. The careers advisor who volunteer to participate in this study will be 

interviewed once with possibility of a follow-up interview, on date and place in which we will be 

agreed upon between us, and each interview session will take no longer than one hour. Should your 

career advisor participate in the research project, she/he will be given a koha in the form of a $20 gift 

card for each time she/he is interviewed. This study will be conducted among small community and 

participants may reveal identifiable information about schools, staff and teachers. The study has been 

designed to minimise any risk to the school, advisors or you from participating in this study. The data 

will be pooled for the thesis project and every effort will be made to provide confidentiality for the 

school, and the careers advisor.  The results of the project may be published but your school name 

will be replaced with a pseudonym and it will not be possible to be identified in any reporting of the 

data gathered. All of your data will be securely backed up in password protected files on the 

University of Canterbury server and, after ten years, it will be destroyed. Upon request, I will provide 

you with a summary of results on completion of the study by email. A thesis is a public document and 

will be available through the UC Library.  Please find the attached the information sheet, which 

provides further details on the study.  

 

This project is being carried out for a Ph.D. degree by Maryam Sharifkhani under the supervision of 

Associate Professor Annelies Kamp and Dr. Kerry Vincent, who can be contacted at 

maryam.sharifkhani@pg.canterbury.ac.nz, annelies.kamp@canterbury.ac.nz and 

kerry.vincent@canterbury.ac.nz. They would be happy to discuss any concerns you may have about 

participation in the project.  

 

mailto:maryam.sharifkhani@pg.canterbury.ac.nz
mailto:annelies.kamp@canterbury.ac.nz
mailto:kerry.vincent@canterbury.ac.nz
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If you have read and understood this information sheet and you would like career advisors in your 

school to be a participant in this study, please see and complete the attached consent for and return it 

via email. 

 

 

I am looking forward hearing from you. 

 

Ngā mihi, 

 

Maryam Sharifkhani 

Ph.D. Candidate  

University of Canterbury College of Education, Health and Human Development 
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College of Education, Health and Human Development Telephone: +64 

226567760 

Email: Maryam.sharifkhani@pg.cantebury.ac.nz 

[Date] 

ERHEC Ref: [Enter when approval given for your study]

 

 

From Education to Employment: Immigrant students in Aotearoa New 

Zealand 

Consent form for Principals 

Include a statement regarding each of the following: 

 

□ I have been given a full explanation of this project and have had the opportunity to ask 

questions. 

□ I have read, understood and retained a copy of the information sheet provided to me.  

□ I understand the purpose of the research, the data collection procedure and am fully aware of 

what is required of me if I agree to participate in the research.  

□ I understand that participation is voluntary for career advisors and they may withdraw 
at any time without penalty. Withdrawal of participation will also include the 
withdrawal of any information I have provided should this remain practically 
achievable. 

□ I am fully aware that conversations and interviews will be recorded and transcribed for 

research purposes.  

□ I understand that any information or opinions provided by career advisors, will be kept 
confidential to the researcher and that any published or reported results will not identify the 
participants. I understand that a thesis is a public document and will be available through the 
UC Library. 

□ I understand that all data collected for the study will be kept in locked and secure facilities 
and in password protected electronic files on the University of Canterbury servers and will 
be destroyed after ten years.  

□ I understand the risks associated with taking part and how they will be managed. 

□ I understand that there is no formal evaluation or examination involved in this project.  

□ I understand that I can contact the researcher Maryam Sharifkhani via email 
(Maryam.sharikhani@pg.canterbury.ac.nz) or cellphone (0226567760) or supervisors, 
Associate professor Annelies Kamp (annelies.kamp@canterbury.ac.nz) and Dr. Kerry 
Vincent (kerry.vincent@canterbury.ac.nz) via email for further information.  

□ I have been informed that school name will not be published anywhere in the research and 

identity will not be revealed to anyone.  

□ I have been informed that I will receive a copy of the report of this study to my e-mail address 

given below.  

• I would like a summary of the results of the project via …………………………………………………… 
(Indicate your preferred email address)  

□ I have been notified that this research has received ethical approval from the Educational 

Research Human Ethics Committee, University of Canterbury. I have also been informed that 

mailto:Maryam.sharikhani@pg.canterbury.ac.nz
mailto:annelies.kamp@canterbury.ac.nz
mailto:kerry.vincent@canterbury.ac.nz
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for any concern or complain I can contact the Chair, Educational Research Human Ethics 

Committee, University of Canterbury, Private Bag 4800, Christchurch (human-

ethics@canterbury.ac.nz).  

 

□ By signing below, I consent to the career advisor being invited to participate in this research 

project. 

 

 

Name: ---------------------------------------------- Signed: ------------------------------------- Date: ------------

-- 

Email address: ---------------------------------------------- Cell/Phone Number: --------------------------------

-- 

 

Please return this completed consent form to Maryam Sharifkhani or email 

Maryam.sharifkhani@pg.canterbury.ac.nz. 
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Appendix J: Parents Information Sheet and Consent Form  

 

 College of Education, Health and Human Development 

Telephone: +64 226567760 

Email: Maryam.sharifkhani@pg.cantebury.ac.nz 

14.02.2020 

ERHEC Ref:  2019/42/ERHEC 
 

From Education to Employment: Immigrant students in Aotearoa New 

Zealand 

Information sheet for parents 

From Education to Employment: Immigrant students in Aotearoa New 

Zealand 

Consent Form for parents (One-to-one interview) 

 

□ I have been given a full explanation of this project and have had the opportunity to ask 

questions. 

□ I have read, understood and retained a copy of the information sheet provided to me.  

□ I understand the purpose of the research, the data collection procedure and am fully aware of 

what is required of me if I agree to participate in the research.  

□ I understand that participation is voluntary and I may withdraw at any time without 
penalty. Withdrawal of participation will also include the withdrawal of any 
information I have provided should this remain practically achievable. 

□ I am fully aware that conversations and interviews will be recorded and transcribed for 

research purposes.  

□ I understand that any information or opinions I provide will be kept confidential to the 
researcher and that any published or reported results will not identify the participants. I 
understand that a thesis is a public document and will be available through the UC Library. 

□ I understand that all data collected for the study will be kept in locked and secure facilities 
and in password protected electronic files on the UC server and will be destroyed after 10 
years.  

□ I understand the risks associated with taking part and how they will be managed. 

□ I understand that I can contact the researcher Maryam Sharifkhani via email 
(Maryam.sharikhani@pg.canterbury.ac.nz) or cellphone (0226567760) or supervisors, 
Associate professor Annelies Kamp (annelies.kamp@canterbury.ac.nz) and Dr. Kerry 
Vincent (kerry.vincent@canterbury.ac.nz) via email for further information. 

□ I have been informed that my name will not be published anywhere in the research and 

identity will not be revealed to anyone and I have been given the chance to choose a preferred 

pseudonym. Please use ----------- as a pseudonym for me. 

□ I have been informed that I will receive a copy of the report of this study to my e-mail address 

given below.  

mailto:Maryam.sharikhani@pg.canterbury.ac.nz
mailto:annelies.kamp@canterbury.ac.nz
mailto:kerry.vincent@canterbury.ac.nz
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• I would like a summary of the results of the project via …………………………………………………… 
(Indicate your preferred email address)  

 

□ I have been notified that this research has received ethical approval from the Educational 

Research Human Ethics Committee, University of Canterbury. I have also been informed that 

for any concern or complain I can contact the Chair, Educational Research Human Ethics 

Committee, University of Canterbury, Private Bag 4800, Christchurch (human-

ethics@canterbury.ac.nz).  

 

□ By signing below, I agree to participate in this research project. 

 

 

Name: ---------------------------------------------- Signed: ------------------------------------- Date: ------------

-- 

Email address: ---------------------------------------------- Cell/Phone Number: --------------------------------

-- 

 

Please return this completed consent form to Maryam Sharifkhani or email 

Maryam.sharifkhani@pg.canterbury.ac.nz 
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Appendix K: Parents’ Information Sheet 

 

Instructions:    Please provide a response for each of the following questions:  

1.  Your age:  30-40    40-50     50-60    More than 60     Rather not say            

2.  Your gender:  Female         Male          Others           Rather not say            

3. Your marital status:  Single           Married           Separated           Divorced           

Widowed   Rather not say            

4. Your annual income (or combined annual income if you have a spouse)?  

Less than $60,000      $60,001 to $70,000       $70,001 to $80,000     

$80,001 to $90,000       $90,001 to $100,000      Greater than $100,000     

Rather not say           

5.  You (or your spouse) employment status?  

Full-time    Part-time     Unemployed       Rather not say     

6. Your ethnicity? 

Asian    Middle East    Rather not say     

Other:   

7.  How long have you been in New Zealand?   

 Less than one year    More than one year    Rather not say     

8. How many children do you have?   

One     Two      Three     Four      More than four      Rather not say     

9.  What is your current qualification? 
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Elementary      High School      Post college     Bachelor      Master’s      PhD    

Rather not say     
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Appendix L: Recruitment Flyer 

  

 

 

 
    Participants needed 

  
For a study exploring students’ school-to-work transition 

 
 

 
 

 
If you answered YES to these questions, you may be eligible to participate. 
 
As a participant, you will be asked to:

❖ Complete a short information form about yourself. 

❖ Be interviewed (online) one time with possibility of a follow-up interview and a 

focus group interview, each interview will take no longer than one hour. 

 
You will receive a gift voucher to compensate your time. 
 
Please contact at Maryam.sharifkhani@pg.canterbury.ac.nz or PM me for more 
information. 
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Appendix M: Ethical Approval 

 
 


