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Abstract 

 

This report is the second in the Education Employment Linkages Research Report series. Its 

purpose is to document what is already known in the international literature, drawing on the 

research team’s respective backgrounds in education, sociology, indigenous studies and 

economics to begin a trans-disciplinary account of key issues for young people making 

education and employment choices in their transition years from school to work. The report 

focuses on five themes in the literature: choice in education-employment linkages; crafting 

identities; discovery and development of abilities; opportunities and structure; and systems 

linking education and employment choices. 
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Executive Summary 

 

Introduction 

1. The transition from an Industrial Age in the late 20
th

 century to a Knowledge Age in the 

early 21
st
 century means that forging a career path is fundamentally more difficult than 

it used to be. This raises critical questions for people involved in assisting young people 

as they make education and employment choices. Once viewed as marginal to public 

policy and focused on providing career advice to early school leavers, career support 

services are now more broadly understood as ‘career development’ integral to national 

policies of economic transformation. 

2. This report is the second in the Education Employment Linkages Research Report 

series. Its purpose is to document what is already known in the international literature, 

drawing on the research team’s respective backgrounds in education, sociology, 

indigenous studies and economics to begin a trans-disciplinary account of key issues for 

young people making education and employment choices in their transition years from 

school to work. 

Choice in Education-Employment Linkages 

3. Choice can be conceptualised in a variety of ways. Significant disciplinary differences 

exist between approaches that emphasise the role of individual agency in choice-making 

(as economics tends to do), those that emphasise structural conditions that constrain 

choice (sociology and education) and those that incorporate community involvement in 

making choices (as is prevalent in indigenous studies research). 

4. The economics literature is built on the Shultz-Becker individual choice model of 

human capital investment, in which an individual compares the income benefits of 

further education with the costs (including forgone wages) of ongoing study. Initially 

these models focused on a single choice made at a key moment in a young person’s 

transition from school to work; more recent contributions have treated human capital 

decisions as sequential choices repeated year after year. 

5. A lengthy tradition in the sociology and education literatures emphasises the powerful 

impact of structural constraints – particularly class, gender and ethnicity – on young 

people’s decision-making in their transition years. More recently, there has been a 

developing interest among social scientists in approaches to choice-making that explore 

interaction between structure and agency in youth transitions. A key text by Hodkinson 

et al. (1996) conceptualises choice in transition in terms of ‘pragmatic rationality’, 

explicitly incorporating the unforeseen, as well as the planned, aspects of career 

decision-making. 

6. The model of pragmatic rationality has three interlocking dimensions: decision-making 

is a process, not a one-off event, and is part of the life course; choosing a post-school 

path is part of a wider lifestyle choice and is strongly shaped by context and culture; and 

decision-making is a social process, taking place in interaction with others. 
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7. It may not only be the young people involved who should be encouraged to broaden 

their horizons. Literature in the field of indigenous studies has highlighted ways in 

which forms of institutional racism are in play for some young people attempting to 

navigate the careers landscape. This raises the issue of who interprets the landscape and 

plots the pathway through it.  

8. When considering choice, the pathways language, economic models and the pragmatic 

rationality approach all tend to conceptualise agency in ways that either suggest, or are 

firmly based on, the primacy of the individual, even in a context of constraint. 

Developments in indigenous studies research challenge this focus in important ways. 

The choices of young indigenous people thus may not fit neatly with standard models of 

choice. An extensive literature regards them as being ‘at risk’ and/or in some way 

deficient because of this, failing to understand these choices in terms of the aspirations, 

world views, values and practices of these young people and their communities. 

Crafting Identities 

9. Many studies suggest that young people explore particular pathways because these suit 

the sense of identity that each individual has or would like to have. A great deal of the 

literature on youth transitions now conceptualises identity not as a state definitively 

arrived at, but as relational, multiple, contested, and dynamic, particularly because these 

young people are engaged in ‘border crossing’ from childhood to adulthood. This 

complex and fluid understanding of identity challenges traditional models of career 

decision-making by proposing that identity is neither fixed (as in trait theory) nor linear 

(as in developmental theory). 

10. This understanding of the complexity of youth identities has implications for 

understandings of how young people engage in education employment linkages and 

how formal systems can assist them in this process. Since the ‘ideal’ identity that many 

schools tend to communicate is associated with the majority culture and dominant social 

class of their society it is not surprising that students who belong to neither are the ones 

most likely to take on the identity of ‘school resister’ and be given the unchosen identity 

of being ‘challenging’ or ‘a failure’. 

11. A significant proportion of the literature on mismatch between schools and young 

people who ‘do not fit’, particularly research focussing on young indigenous and ethnic 

minority people, is located within a deficit framework that conceptualises these young 

people as ‘at risk’, locates this risk primarily at the individual or ethnic community 

level, and is concerned with risk management and the unpredictability of these young 

people in terms of their decision making with regard to school leaving and job choices. 

A more interesting and important question is this: given the importance of identity to 

young people’s experience of education-employment transitions, how can the 

understanding of youth identities outlined in the previous section inform our research 

question about helping young people make effective education-employment choices? 

Discovery and Development of Abilities 

12. Guy Claxton has emphasised the importance of enhancing young people’s learning 

capacities (helping them to be better learners) to enable them to prepare for a life-time 

of change. Research explicitly measuring or analysing learning capacities in relation to 

career and work abilities, aspirations, and choices is hard to find. Nevertheless, some 
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recent research draws attention to the ways in which young people construct a sense of 

self as a learner that changes over time and is mediated by the institutional structures in 

which they learn and which therefore impacts upon their view of work/career 

possibilities. Young people’s understandings of their own learning capacities are critical 

to their aspirations and ability to engage with particular education-employment linkages 

13. The research literature records a wide range of opinion among young people themselves 

about the difficulties or otherwise of setting career related goals, but some research 

suggests that those who have such goals are more likely than those who don’t to 

establish themselves in a stable career pathway and to move into work that is a good 

match for the education or training they have done. A series of approaching deadlines 

may help individual refine their aspirations into more concrete and achievable goals. 

Identity work appears to be a key element of this process. 

14. This has very important implications for career guidance in schools. Without dynamic 

working relationships between careers educators and young people any amount of 

information gathering and recording of goals may founder. Career dialogues or 

conversations between teachers and students are important, taking care to avoid limited 

conceptions of giftedness, inappropriate identification policies and practices, low 

teacher expectations and negative deficit based stereotypes of certain groups of students 

in the school. 

15. Models in the economics literature have sought to explain how individuals choose their 

careers and their level of education based on their innate abilities. An important class of 

models in economics, known as signalling or sorting models, assumes that individuals 

know their abilities, but potential employers do not. Given that individuals with higher 

ability will choose more education in these models, employers can demand higher 

qualifications to screen for higher productivity job applicants. 

16. More recent models have recognised that an important role for education is to enable 

students to discover and develop their abilities. This approach suggests that ‘failure’ in 

education need not always be a bad outcome. In an entrepreneurial culture, people 

should be encouraged to try new things and to explore their potential interests and 

abilities. If they learn in the process that they do not have an ability to do well in a 

particular course of study, this is important new information in their personal 

development. This approach also emphasises the importance of education quality in 

affecting subsequent employment outcomes. 

17. Completing a programme of study is an important step towards achieving better 

employment outcomes, but a substantial literature warns that it is only a step. People 

can end up in occupations where their qualifications are higher than necessary for the 

occupation, or where the qualifications lie in different fields, known as education-

employment mismatch. This may be due to insufficient demand for people with 

particular skills, or may be the result of a person completing a qualification in a field 

where they have no particular ability or interest, or may be caused by structural barriers 

in the labour market such as discrimination based on class, ethnicity or gender. 

Opportunities and Structures 

18. Families have a powerful influence on career pathway choices: family relationships are 

often the primary relationships through which young people craft identities, and family 
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members tend to be a key, trusted source of information, and of emotional and financial 

support in relation to career decisions. Young people’s career aspirations are often 

closely linked to family aspirations, and the educational attainments of parents are very 

strongly associated with those of their children. 

19. Family income appears to have a number of related effects. Poverty has a detrimental 

effect on academic achievement, and this in turn is associated with low aspirations. 

Poverty at home is also likely to mean that parents struggle to offer financial support to 

their children to get them through post-school education or may wish them to move 

straight from school to work in order to start contributing to the family income as soon 

as possible. Young people themselves may consider this to be important too. 

20. Parents may also be influential in ways they may not expect. Several studies suggest 

that young people are influenced in their ideas about work by the way their parents talk 

about their own jobs. Neblett and Cortina (2006) found that how children perceived 

their parents’ work in terms of (i) the rewards it offered, (ii) the amount of self-direction 

parents had, and (iii) the levels of stress involved, all influenced their own outlook. 

Young people were more likely to be optimistic about their own opportunities in 

education and work if they saw their parents were positive about their work. 

21. A great deal of research suggests that young people from poor neighbourhoods do not 

achieve as well in school and in their career development as their counterparts in better-

off neighbourhoods, known as the ‘neighbourhood effect’. It may be helpful to frame 

these results in terms of risk. It is risky for a young person to move away from home, 

particularly from a tight-knit community where he or she feels a strong sense of 

belonging and security. This is especially so for those who have a powerful 

identification with their community or who don’t have many resources in the form of 

money or qualifications.  

22. This risk can be addressed from two directions. One solution involves increasing the 

opportunities available in a particular neighbourhood or community. This option 

includes economic development leading to improved job opportunities, but might also 

include the introduction into the neighbourhood or community of quality educational 

institutions; so that young people from that community feel that they can take up post-

school education without risking the security and sense of identity they gain from 

belonging to that community. 

23. The second possible approach involves increasing the level of security for those leaving 

to find education or work elsewhere. Since networks play a key role in providing 

security and helping people explore career development opportunities, it is useful to 

consider ways of enabling young people to link into networks that offer better 

opportunities than those available in the neighbourhood but which also give a strong 

sense of belonging and security. 

24. The perceived lifestyles of workers in the industry or occupation (including their 

personal life, their income and their relationships) are also important when an individual 

forms an image of a career. One way of creating a bridge between education and 

employment, therefore, is through the use of mentors who enable young people to 

engage with learning in an education/training programme, or on the job, through a 

significant relationship with a person whose position and expertise they respect and 

trust. This is a topic of particular interest in the indigenous studies literature.  
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Systems Linking Education and Employment Choices 

25. In a number of northern European countries (notably Germany, Austria, Switzerland, 

Denmark and Luxembourg) there are highly formalised systems based on 

apprenticeships. Japan also has a highly formalised system involving close relationships 

between individual school and individual firms. Elsewhere (in the United Kingdom, the 

United States, Australia and New Zealand, for example) the linkages between education 

and employment are less structured and require young people to create their own 

individual pathways. 

26. Making an early decision about which education and career path to take can reproduce 

inequality and reduce choice, but it does enable a high level of focus and training over 

an extended period. Leaving a decision until much later, and enabling a high level of 

flexibility in changing course, can mean that a school leaver will flounder in the labour 

market, lacking useful high level occupational skills. But it also can mean that the 

young person has considerable freedom of choice about pursuing a career path and may 

have a chance to challenge parental expectations about that path. 

27. Many critiques of systems of vocational education in the research literature focus on 

their lack of transparency. In particular, problems arise when students are undertaking 

school work and vocational training (or work experience) at the same time but the links 

between these are neither close nor clear. The students don’t understand (i) how their 

vocational training links to their school work, (ii) the relevance of their school work to 

their training, and (iii) how to combine these to create a career pathway. 

28. A great deal of research points towards the desirability of integrating academic and 

vocation work integration but also indicates why there are difficulties achieving this – 

notably because these are often perceived as having different objectives and are 

typically set in opposition to each other in formal educational contexts. Academic 

knowledge and work is aligned with theoretical, abstract, discipline-based knowledge 

and thinking. Vocational or technical knowledge and work is aligned with practical, 

experiential and observable phenomena. 

29. There are increasing calls to integrate vocational and academic subjects in school as part 

of the emphasis on an emerging ‘new work order’, ‘new vocationalism’ and a 

‘knowledge society’, potentially bringing together the needs of employers and schooling 

in new ways and giving new impetus to lifelong learner identities. This requires 

resources: schools must have the necessary time and teacher numbers, and employers 

must be prepared to take training seriously and to commit resources to this. A Scottish 

policy programme entitled Determined to Succeed is attempting to put these principles 

into practice. 

30. Local and international research has consistently highlighted the need for qualifications 

that are credible (they are meaningful to employers, educational institutions, students 

and parents), transparent (it is clear what they are representing and how), and flexible 

(they can be attained and used in a number of ways). New Zealand’s National 

Certificate of Educational Achievement (NCEA) provides a good example of a 

qualification, within a wider qualifications framework, that was explicitly designed to 

address issues of flexibility, transparency, and credibility, as well as to challenge the 

persistent divide between an academic and a vocational curriculum. 
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Conclusion 

31. This report has focused on five themes: choice in education-employment linkages; 

crafting identities; discovery and development of abilities; opportunities and structure; 

and systems linking education and employment choices. In the concluding chapter, the 

authors bring together recent developments in their four disciplines to lay firm 

foundations for the remainder of the Education Employment Linkages (EEL) research 

programme. 

32. These recent developments tend to reinforce each other. At their collective centre is the 

young person, conceptualised as a dynamic individual who is continuously constructing 

self-identities in diverse contexts, discovering and developing their personal abilities, 

making purposeful choices that are influenced by perceived and actual social, economic 

and cultural constraints, and engaging with education and employment systems in their 

schools, in their workplaces, in their local communities and in their countries 

33. The EEL research programme is concerned in particular with systems that aim to 

support young people make good education and employment linkages. In New Zealand, 

as in other countries, these support systems are themselves in a state of flux, reflecting 

the changing conceptualisations reported in this literature review. The next phases of the 

EEL programme will map the support systems that are currently in place, and analyse 

how they interact in assisting young people during their transition years. 
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Chapter 1 

Introduction 

 

An OECD study of youth transitions in New Zealand concludes that ‘the recent performance 

of the youth labour market in New Zealand is very good compared with many other OECD 

countries’, but also highlights some weaknesses: a group of youth at risk of poor labour 

market outcomes and social exclusion; not enough people pursuing vocational studies despite 

excellent labour market prospects in many trade professions; some tertiary institutions not 

providing youth with skills required in the labour market; and difficulties in reaching young 

people who disengage from school at an early age (OECD, 2008, pp. 9-10). New Zealand 

policymakers are aware of the importance of issues such as these, and there is substantial 

public investment to assist young people make education and employment choices during 

their transition years. In 2008, the government published a consultation document inviting 

public feedback on a further policy development involving eleven Ministers. Known as 

Schools Plus, this development aims to promote a broad vision of ‘transforming secondary 

schooling to encourage young people to stay and compete qualifications, and strengthening 

partnerships between schools, tertiary education organisations, employers, industry training 

organisations and non-government organisations to extend the learning opportunities 

available to students, and to connect young people to their next steps beyond school’ 

(Ministry of Education, 2008, p. 1). 

The education employment linkages (EEL) research programme is a five-year research 

programme funded by the Foundation for Research, Science and Technology (see 

www.eel.org.nz). The EEL research programme seeks to provide new knowledge about issues 

affecting young people’s education and employment choices as they move from school to 

work. In particular, the aim of the EEL research programme is to investigate how formal 

support systems best help young New Zealanders make good education employment linkages 

to benefit themselves, their communities, and the national economy? The research is taking 

place in five phases (see Dalziel et al, 2007). The first phase is to document what is already 

known in the international literature about youth education employment linkages, which is the 

purpose of this research report. 

A feature of the EEL research programme is its explicit trans-disciplinary approach, made 

possible by bringing together the strengths of three New Zealand research centres: the AERU 

Research Unit at Lincoln University, the New Zealand Council for Educational Research and 

He Pārekereke at Victoria University of Wellington. The research team includes four senior 

researchers with backgrounds in the respective disciplines of education, sociology, indigenous 

studies and economics. This report draws on the literatures of all four of these disciplines to 

produce a trans-disciplinary review of the current state of knowledge about youth education 

employment linkages. This was achieved using the collaborative tools suggested by Jeffrey 

(2003): the development of a common vocabulary; the use of metaphor as an aid to 

understanding; the contribution of each discipline to the creation of common narratives within 

the project; and awareness of the forms of dialogue being utilised within the team. 
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The remainder of this chapter is comprised of three sections. Section 1.1 provides some 

background to the current policy interest in youth school to work transitions. Section 1.2 

explains the methods that were used to prepare the trans-disciplinary literature review, 

incorporating the ‘systematic review’ method reported in Hughes et al. (2005) and Smith et 
al. (2005). Section 1.3 presents the structure of this report, with a brief summary of the 

material in chapters 2 to 7. 

1.1 Background 

Gilbert (2005) has described the movement from the late 20
th

 century to the early 21
st
 century 

as a transition from an Industrial Age, where economic wealth was generated by exploiting 

natural resources to produce commodities through mass production, to a Knowledge Age, 

where wealth comes from creating new ideas, new market demands and new niche markets 

based on personalising existing products and services.
1
 As the limits of mass production, 

natural resources, product-specific machines and semi-skilled workers producing standardised 

goods have been reached, the nature of work has changed, forcing workplaces to adopt 

different ways of operating, including changing the roles of workers, owners and managers. 

As a result, the world of work is becoming more complex and uncertain as old categories and 

rapid change make it harder to predict occupational futures. 

These global trends have been reflected in New Zealand’s policy environment at the turn of 

the century (see, for example, Dalziel et al, 2008, section 1). The new government elected in 

November 1999 set up a Science and Innovation Advisory Council, which authored a very 

influential report explaining the need for economic transformation in New Zealand (Science 

and Innovation Council, 2002, p. 19):  

Hitherto New Zealand companies have created advantage by competing largely on the basis of 

high quality and low cost, especially in the primary sector. Economic transformation requires 

that New Zealand’s future global companies, regardless of sector, be based around exploiting 

ideas and knowledge, and obtaining fullest value from them.  

The emphasis on ideas and knowledge was supported by the government’s economic advisors 

in the Treasury, who argued that ‘policies to generate sustained high per capita growth in a 

geographic outlier like New Zealand need to concentrate on fostering innovation and on 

extending the effective size of the market via exporting and other international linkages’ 

(Lewis, 2002, p. 29). This thinking was accepted by the government in a major policy 

document, Growing an Innovative New Zealand, which was subsequently known as the 

‘Growth and Innovation Framework’, or GIF for short. This framework explicitly 

acknowledged that New Zealand needed ‘a vibrant and well integrated innovation system 

capable of creating wealth from ideas’ (Office of the Prime Minister, 2002, p. 32). It 

mandated further investment in education and improving pathways between school, work, and 

further study or training. GIF was also one of the first official acknowledgements that 

                                                 
1
 Other names for this phenomenon emphasise particular aspects of it: post-industrialism, post-

Fordism or post-capitalism (Drucker, 1993); post-modernity and late capitalism (Jameson, 1991; 

Bauman, 1992); and fast capitalism (Gee et al, 1996). Some authors have taken up specific aspects 

of the societal and economic paradigm shift occurring: the implications of ‘accelerated flows’ of 

people, ideas, and money between nations supported by a technological revolution (Appadurai, 

1996); the fragmentation of structures and institutions such as the family, leadership, and church, 

and a heightened awareness and calculation of life risks (Zimmer-Gembeck and Mortimer, 2006); 

identities based in patterns of consumption rather than in social class (Kenway and Bullen, 2001); 

and the rise of a new ‘creative class’ of knowledge workers (Florida, 2002). 
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workplace and employment relations practices are a positive contributor to economic 

development, rather than a constraint on the ability of firms to grow. This recognition 

underpinned a focus on developing ‘high performance workplace’ models in which 

employees (including tradespeople) work in autonomous or semi-autonomous teams, use 

communication ‘soft skills’, have a voice in the organisation through official mechanisms, 

and are motivated to develop and use skills as a result of improved management practices 

within the enterprise (Hiebert and Borgen, 2002).  

Thus people and the way people think about work are now central to policies targeting 

economic transformation. When the OECD (2007) reported on the strengths and conditions of 

New Zealand’s innovation system, for example, they focused on the skills, capacities, and 

dispositions of the population in relation to physical resources, and highlighted the benefits of 

a resourceful entrepreneurial population, a unique physical environment, an open society 

engendering trust, pro-competitive markets, a predictable political environment, and pockets 

of excellence in new industries like software, creative industries. Similarly the Treasury 

identifies the development of higher skills, opportunities to re-skill, and ‘soft skills’ as critical 

to productivity: ‘attitudes and values matter as much as knowledge and technical skill’ 

(Treasury, 2008, p. 2).  

These trends mean that forging a career path is fundamentally more difficult than it used to 

be, and it was never easy. As Borghans et al. (1996, p. 71) comment, ‘on the one hand, the 

labor market is very complex, while on the other hand students who have to make their 

educational choices are rather inexperienced, and make such choices only a few times during 

their career.’  On top of this, women and men must now take account of movement and shift 
throughout their careers and lives, whereas careers used to define lives in more reliable and 

fixed ways, including one in which balancing work and other aspects of life was not the issue 

it is today (Vaughan, 2008b). Career Services (2007) estimates that ‘every year 200,000 new 

jobs are created and 150,000 disappear or are transformed’, stressing that ‘a reliable and 

enjoyable career cannot be left to chance’, especially given the ‘maze’ of future career 

possibilities.  

The Career Services (2007) study and other New Zealand research show that: young people 

no longer have an immediate or fixed ‘destination’ from school: many do not see a career-for-

life; motivations and identities mean that a pathway from school cannot be taken as a reliable 

proxy for what it means to the person or what role it has in their lives: and job security or 

pathway exploration are experienced differentially (Vaughan, Roberts and Gardiner, 2006). 

Other research shows that young people are on the edge of new understandings about the 

workplace and ‘careers’: they see that having a job is a necessary, but not sufficient, condition 

for having a career, and identify strongly with work/life balance or ‘work in life’ ideas. 

Vaughan (2008b) suggests young people are also uncertain about other emergent career 

development ideas which ‘themselves address future uncertainty at the level of the individual 

(e.g. career portfolio construction and adaptability), the workplace (e.g. outsourcing and 

global competition, new skill demands), and society and economy (e.g. technology-driven 

changes, demands for constant innovation, and equity considerations)’. This raises critical 

questions for people involved in assisting young people as they make education and 

employment choices. Once viewed as marginal to public policy and focused on providing 

career advice to early school leavers, career support services are now more broadly 

understood as ‘career development’ integral to national policies of economic transformation 

and conceptualised as both a private and a public good (McMahon, 2006). 
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The emergence of ‘career development’ signals a move away from vocationally-oriented 

forms of career planning and guidance that in the past were the main tools used by careers 

practitioners advising people, particularly young people in schools. Career development now 

addresses people of all ages throughout life, whenever they are making education, training 

and occupational choices or managing their careers (International Symposium on Career 

Development and Public Policy, 2006). This shift is accompanied by changes from lifelong 

careers (fixed and hierarchical) to lifelong learning, and from career as elitist (only some 

people have careers; others have jobs) to careers for all (Watts, 2004).  

Consequently careers guidance in schools is no longer just about providing information about 

options and encouraging young women and men to participate in tertiary learning or the 

workforce; it is about fostering individual progression and development (Watts, 2001). 

Crucially it is about encouraging participation as learner-workers and engaging young people 

with the ‘production’ and management of their careers (Vaughan and Roberts, 2007, original 

emphasis). Within the context of a knowledge society, career development provides a way 

that social and economic goals might be blended – a key theme at the 4
th

 International 

Symposium on Career Development and Public Policy (2007). 

1.2 Methodology 

The EEL research team includes four research leaders, each with a different discipline 

background: Karen Vaughan (education); Jane Higgins (sociology); Hazel Phillips 

(indigenous studies) and Paul Dalziel (economics).
2
 Preparation of this report began with each 

research leader undertaking a ‘structured review’ of the international literature in her or his 

discipline. A structured review involves designing a search strategy that determines how 

publications for the review will be: identified (deciding, for example, on which databases will 

be searched using what key words); screened as relevant or not; and analysed for important 

themes. At an early stage of the review, it became apparent that the search strategies for the 

education and the sociology literatures had a very wide area of overlap (the sociology of 

education) and so Karen Vaughan and Jane Higgins coordinated their work to avoid 

duplication. Consequently this preliminary work produced three annotated bibliographies 

focusing respectively on education/sociology, indigenous studies and economics. 

The annotated bibliography of the indigenous studies literature was created using a kaupapa 

Māori methodology, which summarised the most important findings in what Hazel Phillips 

and Moana Mitchell describe as the four Cs – culture, context, congruence and coherence. 

This involved searching for references that recognised: the legitimacy and validity of being 

Māori, and of Māori aspirations, knowledge and practice; the legitimacy and validity of being 

Pacific Island, and of Pacific aspirations, knowledge and practice; accountability and 

reciprocity between researchers and research communities; and the tino rangatiratanga/self 

determination of Māori and Pacific communities to determine their own futures. 

Jeffrey (2003) has described some of the challenges in performing genuinely cross-

disciplinary research, and has also offered possible tools for effective collaboration. Based on 

Jeffrey’s suggestions, members of the research team engaged in a series of face-to-face 

meetings and telephone conference calls to discuss the results in their annotated 

bibliographies. These discussions focused on developing shared understandings of what each 

                                                 
2
  The full research team also includes two research associates: Ben Gardiner (New Zealand Council 

for Educational Research) and Moana Mitchell (He Pārekereke). They are thanked for their work in 

preparing material for this review in the acknowledgements at the beginning of this report. 
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discipline means in its vocabulary and metaphors, in a manner that highlighted points of 

difference as well as points of agreement and complementarities. The research team was 

assisted in this task by feedback from its external reference group of policy end-users at a 

meeting of preliminary findings on 12 December 2007 and at a research seminar hosted at the 

Ako Pai Marae of Victoria University of Wellington (Karori campus) on 8 July 2008.
3
 

An example may serve to illustrate this part of the research method. All three annotated 

bibliographies included material on ‘identity’ and ‘choices’. In the education and sociology 

bibliography, this included a wide range of material in which developing identity during the 

teenage years is viewed as a dynamic and sometimes turbulent process that can have profound 

impacts for better or for worse on the choices open to young people. In the indigenous studies 

literature, researchers have explained how identity and choice involve powerful communal 

processes in tribal communities that may be ignored or repressed in a young person’s school 

or workplace. This literature is also very critical of research that adopts ‘ethnicity’ as an 

explanatory factor for ‘outcome gaps’, as if being indigenous is itself a problem. In the case of 

the economics bibliography, the inclusion of identity was due to a single article that had 

explicitly set out to engage with sociology in research on education (Akerlof and Kranton, 

2002); otherwise the research all tended to assume that individuals naturally assume an 

identity as rational agents making choices intended to maximise their individual self-interest. 

At first sight, such different perspectives might suggest that producing a trans-disciplinary 

review is a hopeless task. As the conversation continued, however, and as the members of the 

research team deepened their understanding of the different perspectives, cross-disciplinary 

connections were made. The economics literature, for example, includes studies that have 

sought to explain how the absence of role models or mentors from a social group may lead 

young members of that group to limit their choices in unhelpful ways (Manski, 1993a; Chung, 

2000; Oxoby, 2008). The sociology and education literatures include themes based on 

‘pragmatic rationality’ that certainly do not ignore self-interest in decision-making 

(Hodkinson, Sparkes and Hodkinson, 1996; Foskett and Hemsley-Brown, 1999, 2001; Raffe 

2003; Taylor 2005). The indigenous studies literature includes examples where a decision to 

leave school early is analysed by researchers as a rational choice by young people asserting 

agency against a background of demeaning treatment by their teachers (Romo and Falbo, 

1996; Villenas and Deyhle, 1999; Powers, 2006; Bottrell, 2007). The research team was able 

to use cross-disciplinary connections such as these to begin a trans-disciplinary account of 

key issues for young people making education and employment choices in their transition 

years from school to work, described in the remainder of this report.  

1.3 Structure of the Review 

The review does not attempt to provide an exhaustive analysis of all literature in the project’s 

four disciplines; that is beyond the resources of the project. Rather, the report identifies key 

themes in the international literature that have been identified in our cross-disciplinary 

conversations so far as potentially important, including those that appear puzzling or 

contradictory across the disciplines. The report is therefore a ‘knowledge basket’ for the 

Education Employment Linkages research programme over the next four years.  

                                                 
3
 The external reference group is made up of nominees from seven government agencies: Career 

Services; Department of Labour; Ministry of Education; Ministry of Social Development; Ministry 

of Youth Development; Te Puni Kōkiri and the Tertiary Education Commission. 
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Chapter 2 considers choice in education employment linkages. It begins with a presentation of 

the individual choice model of human capital investment that is at the core of the economics 

literature on this topic. This is followed by a review of the education and sociology literatures 

that have focused on the interaction between agency and structure under a general heading of 

pragmatic rationality. The chapter concludes with a description of recent indigenous 

challenges to individual choice models. 

Chapter 3 considers how identities are crafted by young people at the same time as they are 

making education and employment choices. Recent contributions have emphasised the 

complex and fluid nature of identities that have challenged earlier concepts of fixed identities 

developed in a clear-cut linear manner. In particular, recent scholarship suggests that identity 

is relational, multiple, contested and dynamic. This has implications for understanding how 

young people engage in education employment linkages and how formal systems can assist 

them in this process. 

Chapter 4 considers discovery and development of abilities. Section 4.1 draws on research by 

Guy Claxton (2006), which emphasises the importance of enhancing young people’s learning 

capacities to enable them to prepare for a life-time of change. This leads on to section 4.2, 

which discusses how making plans and setting goals (including identity work by the young 

people) can be important for successful youth transitions. Section 4.3 describes recent trends 

in the economics literature that models how education provides an opportunity for young 

people to discover and develop their abilities, as well as signalling their skills to potential 

employers by completing relevant qualifications. Section 4.4 warns, however, that completing 

a qualification does not guarantee rewarding employment outcomes, especially if the student 

does not have a genuine ability or interest in the field of study. 

Chapter 5 considers opportunities and structures, identifying key themes concerning the ways 

in which young people’s horizons for action can be shaped by their family, by the community 

contexts in which they live, and by meeting mentors or role models. It is universally 

recognised that families have a powerful influence on career pathway choices, and that young 

people growing up in low income or rural neighbourhoods can be constrained in their access 

to information and networks. One way of expanding opportunities that is particularly 

emphasised in the indigenous studies literature is to organise access to relevant mentors and 

role models who illustrate wider possibilities. 

Chapter 6 considers systems linking education and employment choices. It begins with an 

overview of the different types of systems, from highly formalised in Northern Europe and 

Japan to the more decentralised systems in North America, the United Kingdom and 

Australasia. The chapter then discusses recent frameworks that have sought to strengthen 

linkages between schools and employers, particularly in promoting vocational skill 

development in the more decentralised systems. It finishes with a discussion of New 

Zealand’s National Certificate for Educational Attainment. 

Chapter 7 is a brief conclusion, drawing attention to the ways in which recent contributions to 

the education, sociology, indigenous studies and economics literatures have produced marked 

changes to our understandings of education and employment linkages during the transition 

years of young people. These new understandings provide solid foundations for the remainder 

of the research in the Education Employment Linkages research programme. 
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Chapter 2 

Choice in Education-Employment Linkages 

 

At the core of the EEL investigation into how formal support systems can assist young people 

to make effective education-employment linkages is the concept of choice: how do young 

people make choices about educational investment and employment opportunities, and what 

will assist young people to make choices likely to benefit themselves, their communities and 

the national economy? 

Choice can be conceptualised in a variety of ways. Significant disciplinary differences exist, 

for example, between approaches that emphasise the role of individual agency in choice-

making (as economics tends to do), those that emphasise structural conditions that constrain 

choice (as sociological and educational researchers tend to do) and those that incorporate 

community involvement in making choices (as is prevalent in indigenous studies research). 

The research team is interested in points of convergence and conversation among the 

disciplines and to this end this chapter explores some recent developments that suggest ways 

forward in a transdisciplinary discussion about choice in education-employment transitions.  

In pursuing this conversation we are aware not only of conceptual differences, but also of 

language differences. As Jeffrey observes (2003, 548): ‘It can be appreciated that 

collaboration between the disciplines is hampered by the absence of a collective and 

comprehensible set of reference terms’. Jeffrey proposes the use of metaphor in 

transdisciplinary conversations as a means of attempting to access and develop common 

meanings. One of the key metaphors used throughout this report to describe movement 

between education and employment is ‘career pathways’. This recognises that many young 

people in transition are unlikely to have a single employment destination in mind when they 

leave school, and are increasingly likely to plot a course through a variety of education and/or 

employment locations, sometimes, but not always in a generally desired direction in keeping 

with at least some of their aspirations. 

‘Pathways’ is already widely used throughout the literature in a variety of ways (ACER, 

2001). In a useful commentary on the adoption of the term in youth transitions research and 

policy, Raffe (2003, p. 4) warns that ‘the metaphor of pathways is imprecise; it can be used in 

different ways and to express different meanings’. We have used the term broadly at this early 

stage in our interdisciplinary conversation as a way to encompass two settings: 

• institutionalised relationships between education and employment designed to 

accommodate transition, that is, formal pathways that are often the subject of ‘pathways 

engineering’ by policy makers in pursuit of various educational and labour market 

objectives (Raffe, 2003); and 

• the pathways that young people themselves construct using both formal and informal 

relationships between education and employment.  
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Reflecting this distinction, Raffe (2003) reserves the pathways metaphor for a policy-makers’ 
perspective of formal linkages, and uses the term ‘navigations’ to refer to the perspectives of 
the young people who use the pathways. At this stage we use the same term for both 
perspectives in recognition of what appears to be an increasingly destandardised approach to 
transition in many countries, that invites (for better or worse) active and on-going 
construction of transition by young people rather than the pursuit of an already established 
institutional path. 

2.1  Individual Choice 

Following the foundational contributions of Shultz (1961) and Becker (1962 and 1964), 
education choices in economics have been modelled as investment decisions, in which 
individuals make economic sacrifices in order to acquire ‘human capital’ that will generate 
future benefits. Recent surveys of the literature based on this model have been made by 
Harmon et al. (2003), Sianesi and Van Reenen (2003) and Tobias and Li (2004). Figure 1 
illustrates a simple example to introduce the main elements in the Shultz-Becker human 
capital model. The figure draws two stylised time series of an individual’s net income (that is, 
after paying taxes and study costs) over their working life. The first time series records the 
person’s expected after-tax salary each year, assuming that the individual chooses not to enrol 
in further study. The second time series begins with a period of negative values, during which 
the individual is engaged in full-time study. During this period, the person is not earning a 
wage and is paying tuition and other costs of study. Once the person graduates, however, he 
or she will expect to earn a higher income than someone who has not studied.  

Figure 1 
Costs and Benefits of Education 
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In this example, the expected benefits of education for employment are represented by the 

vertically shaded area showing the difference between the expected incomes with and without 

education after graduation. There are two costs of the investment in education: the fees and 

other costs of study (the light shaded area); and the opportunity cost of foregone income 

during the period of education (the dark shared area). A necessary condition for a person to 

choose education as an investment good is that the net present value of the benefits is not less 

than the net present value of the costs (where net present value is a standard technique used 

by economists to compare costs and benefits that occur at different times).  

It is not a sufficient condition, however, since other constraints may prevent an individual 

from making their preferred choice. In Figure 1, people who choose education for 

employment must survive a period when their net income after study costs is negative. If 

young people have no access to credit or savings, this may limit their choices to options in 

which net income is always positive. If so, they will not be able to enrol in study even if the 

net present value of the benefits is greater than the net present value of the costs. This analysis 

provides part of the economic case in favour of a government-sponsored student loans scheme 

for post-compulsory education, although it must be said that the United States evidence 

suggests that credit constraints do not affect the choice to enrol in post-compulsory education 

(Keane and Wolpin, 2001; Cameron and Taber, 2004). 

Another potentially important constraint is access to information, perhaps mediated through 

family influences and neighbourhood networks that often reinforce each other. This will be 

considered further in chapter 5 of this report, but Gaviria (2002, p. 331) captures the flavour 

of the literature on family background in a way that perhaps only an economist could: ‘If one 

were to summarize the main message of the massive scientific literature dealing with family 

influences, a single line would suffice: it pays to choose one’s parents.’ Ludwig (1999, p. 17) 

summarises his own research project on this topic as follows: 

All adolescents seem to implicitly underestimate the educational requirements of their 

occupational goals, and teens (particularly males) in high-poverty urban areas have less accurate 

information than those in other neighborhoods. Information varies across neighborhoods in part 

because of the effects of family socioeconomic status on information, including the education 

and employment experiences of parents.  

A characteristic of this traditional economics approach is that it models a single choice being 

made at a single key moment in the young person’s transition into the labour market. The 

model can allow for the choice to take some time to be finally settled, but the essence of the 

approach is that at some moment the choice-maker calculates the benefits and costs of further 

investment in education and on the basis of that calculation makes a final rational choice 

(recognising multiple family and social influences on the individual’s choices). More 

recently, models have been produced that treat human capital decisions as sequential choices, 

repeated year after year. These models recognise that people do not make a unique choice to 

undertake a certain level of lifetime investment in education, but every year weigh up their 

options about education and employment as they explore career pathways. 

A major breakthrough in this approach came with the stochastic dynamic programming model 

of Keane and Wolpin (1997), which Belzil has been described as ‘most probably the most 

important contribution to the empirical schooling literature since Willis and Rosen (1979)’ 

(Belzil, 2007, p. 1076; see also Eckstein and Wolpin, 1999). In the model, each individual 

makes an education or employment choice every year beginning at age 16, with five 

alternatives: (1) participating in education; (2) working in a white-collar occupation; (3) 
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working in a blue-collar occupation; (4) working in the military; or (5) engaging in home 

production. The model allows for a number of contributing factors such as: skill depreciation; 

experience in the first year of a new occupation; age effects; high school and college 

graduation effects; additional costs from changing occupations; non-pecuniary rewards in 

different occupations; consumption value of being at school, which varies with age; costs of 

returning to school after dropping out; age effects on the benefits from remaining at home; 

extra psychic benefits from completing a high school or college diploma; and an additional 

costs of leaving the military prematurely. The authors report that this extended model does a 

good job of fitting data gathered in the United States from the youth cohort of the National 

Longitudinal Surveys of Labor Market Experience (NLSY). 

The mathematics and econometrics required to estimate this and earlier generations of human 

capital choice models are very advanced, well beyond the ability of any secondary school 

student. Consequently, there has been some criticism about the realism of these models. 

Noting the extensive debate among economists about methods and results, Manski (2000, p. 

119), drawing on Manski (1993b), asks rhetorically: ‘If experts disagree on the returns to 

schooling, is it plausible to assume that youth have rational expectations?’ An answer to that 

question has been posed by a branch of the sociology and education literatures based on what 

its authors have termed ‘pragmatic rationality’. 

2.2  Pragmatic Rationality, Structure and Agency 

A lengthy tradition in the sociology and education literatures emphasises the powerful impact 

of structural constraints – particularly class, gender and ethnicity – on young people’s 

decision-making in their transition years. The focus on entrenched inequalities produced by 

these constraints provides a useful counterbalance to models of choice that give primacy to 

individual agency and purely rational models of behaviour (Beattie, 2002). Bynner et al. 
(1997) provide a good example of structuralism, conceptualising youth transition in terms of 

‘vicious and virtuous circles’.  

More recently, however, there has been a developing interest among social scientists in 

approaches to choice-making that explore interaction between structure and agency in youth 

transitions. These developments pay more attention to agency and rationality than tended to 

happen in the past. A key text has been Hodkinson et al. (1996), which conceptualises choice 

in transition in terms of ‘pragmatic rationality’, explicitly incorporating the unforeseen, as 

well as the planned, aspects of career decision-making (see also: Hodkinson and Sparkes, 

1997; Ball et al, 1999; Foskett and Hemsley-Brown, 1999 and 2001; Reay et al, 2001; Raffe, 

2003; Foskett et al, 2004; and Taylor, 2005).  

Hodkinson et al. (1996) found that decision-making of young people in their study could be 

properly described as rational, but within limits. Participants considered evidence about jobs 

and careers drawing on their own experience and that of people they knew and trusted, but 

their decisions were also pragmatic in being grounded in their culture and identity, and 

bounded by their ‘horizons for action’. The study argued that these horizons were determined 

by structural factors (e.g. the external job market or educational opportunities) interacting 

with ‘personal perceptions of what was possible, desirable or appropriate’ and that these 

perceptions in turn were derived from the culture and life histories of these young people (p. 

123).
4
 An extensive body of research in the United Kingdom has usefully highlighted the 

                                                 
4
  Hodkinson et al. (1996) employed Bourdieu’s concept of ‘habitus’ to explore this further. An 

individual’s habitus derives from conceptual structures (schemata of preferences, beliefs, ideas) 
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ways in which young people’s horizons for action are shaped by the cultural capital associated 

with the social class and ethnicity that they bring to their decisions about post-school 

pathways. As such these decisions appear to come ‘naturally’ to them and thereby to frame 

what is ‘possible, desirable or appropriate’ (Archer and Hutchings, 2000; Reay et al, 2001; 

Ball et al, 2002a; Lawy, 2002; Archer and Yamashita, 2003). The model of pragmatic 

rationality has three interlocking dimensions: 

• decision-making is a process, not a one-off event, and is part of the life course;  

• decision-making about a post-school path is part of a wider lifestyle choice and is 

strongly shaped by context (class, for example) and by culture;  

• decision-making is a social process, taking place in interaction with others, so that the 

actions of others, besides the individual making the decision, will shape this process.  

In developing their thesis, Hodkinson et al. (1996, p. 141) argue against the assumption, 

present in some earlier transition writing, that ‘beyond the transition point the future career 

trajectory is knowable and often known’. They argue instead that transition is constituted by a 

number of distinct turning points, moments of choice, interspersed with periods of routine. 

Turning points are periods when significant, pragmatically rational career decisions are made. 

‘At a turning point, which may be of short duration or extend over a period of time, and which 

may be recognised at the time or only with hindsight, a person goes through a transformation 

of identity’ (p. 142). These turning points are variously constituted: they may be structural, 

that is, embedded in the transition infrastructure (e.g. the end of compulsory education);
5
 they 

may be external, beyond the young person’s control (e.g. changes in the labour market); and 

they may be largely self-initiated (e.g. related to a decision to form a relationship or leave the 

family home). They may of course be combinations of all of these. 

This concept of pragmatic rationality has been taken up and extended by others. Foskett and 

Hemsley-Brown (1999), for example, argue that perceptions of reality rather than objective 

reality are important in pragmatic rationality. They cite research evidence that suggests the 

formation of ideas and images about different careers begins as young as five years of age and 

comes from a range of sources including: getting ideas about jobs by observing people in 

them; talking with adults who have their own perceptions of these jobs; and picking up 

images of jobs through the media.  

Perceptions of careers change as individuals age: they learn more about what is involved in a 

particular career, and also about their own strengths and limitations in relation to these careers 

(Helwig, 2004). Foskett and Hemsley-Brown (1999) propose a landscape analogy for 

understanding how perceptions of career and career paths can develop. They envisage career 

paths as journeys through a changing landscape in which one’s location affects one’s view of 

the total landscape and one’s perspective of different elements of it. They argue that this 

analogy is a useful reminder that the relationship between a person’s skills and aptitudes on 

one hand, and the career(s) he or she may eventually adopt on the other, are not necessarily 

simple or straightforward. Culture, life history, bounded horizons for action and the influence 

                                                                                                                                                         
that are both individually subjective and shaped by objective conditions (class, culture, etc). These 

interact with past and current contexts and activities to produce the further development of habitus 

and, in the context of career choices, to shape choice in terms of preferences and possibilities as 

perceived by the individual (Bourdieu and Wacquant, 1992).  
5
  See Higgins and Nairn (2006) for a discussion of the New Zealand transition infrastructure in the 

context of the life course literature such as Heinz and Kruger (2001).  
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of significant others (especially family and teachers) all shape approaches to the landscape 

and pathways through it. This model suggests that an important part of the work of a careers 

educator is to help young people navigate this landscape. This may involve helping them: 

• to interpret what they see (e.g. the different types of jobs; how some are connected to 

others; the different routes available to travel towards different jobs); 

• to understand the experience of travelling through, living on and viewing the landscape 

(e.g. what might be involved in undertaking a particular education or training path; what 

are the experiences of people who have followed that path and are now working in those 

jobs; and what other jobs become open to someone who has moved into those jobs); and 

• to challenge fixed ideas by encouraging a broadening of horizons so that individuals can 

see ‘what’s out there’ rather than simply following choices made at a younger age.  

Of course it may not only be the young people involved who should be encouraged to broaden 

their horizons. Literature in the field of indigenous studies has highlighted ways in which 

forms of institutional racism are in play for some young people attempting to navigate the 

careers landscape. Parente et al. (2003) and Helme (2005), for example, observe that the 

careers education systems in the Australian schools they studied were not well adapted to the 

needs of young indigenous Australians: these young people were consistently poorly 

informed about career pathways and were not well assisted to develop career pathway 

strategies in terms of their career aspirations.  

In Helme’s study, these young people were consistently counselled into vocational education 

choices by their teachers even when they displayed high levels of academic achievement. 

Groome and Hamilton (1995, cited in Helme, 2005) reached similar conclusions, as did 

Villenas and Deyhle (1999) in their review of ethnographic research on Latino/a youth in 

United States schools. This raises the issue of who interprets the landscape and plots the 

pathway through it. Later chapters of this report consider the growing literature on the 

importance for young people of developing their own learning capacities in career 

development rather than having to rely on the interpretation of information by others. 

One of the drawbacks of the landscape analogy, of the pathways language and (potentially) of 

the pragmatic rationality approach, is that they may suggest that young people are always in 

some sense purposive in their approach to education-employment linkages. This is clearly not 

always the case, for a variety of reasons. As already mentioned, young people’s horizons are 

shaped by structural factors, particularly class, ethnicity and gender. These bounded horizons 

may make certain pathways appear ‘natural’: class location may, for example, lead some 

young people to expect to go university and others to expect not to, without significant 

reflection on why this destination is being pursued.  

It may also be that the pragmatism involved is very pragmatic indeed. In their study of young 

Londoners in transition from school, Ball et al. (1999), adopting the Hodkinson et al. (1996) 

model, found that sometimes the pragmatism employed in a career pathway decision operates 

on a very short time horizon, on very little information and/or in the context of considerable 

instability in life circumstances: ‘unresearched, unstable or desperate choices [about post-16 

destinations] were sometimes turned into firm decisions about routes and courses by the 

pressure of time, chance interventions or the influence of significant others’ (p. 209). They 

also found that, for a group of their participants, the pragmatics of coping in their current 

circumstances intervened in education-employment decisions, leading to situations in which 
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these young people became ‘choosers otherwise’, that is, those who have chosen other than to 

enter into post-school education, training or employment (p. 202): 

… for some of our young people, employment and education are at least secondary to, 

sometimes totally irrelevant, for extended periods, compared with other more pressing or more 

engaging aspects of their lives – relationships, leisure activities, pregnancy, coping with 

poverty, and surviving social and personal distress.  

These young people are often referred in policy documents as NEET (not in employment, 

education or training). As Furlong (2006) observes, however, this categorisation risks over-

simplifying the circumstances of a group of young people in diverse situations, some of 

whom have access to considerable resources and a wide range of choices, while others may be 

highly vulnerable and in need of assistance. The NEET categorisation also ignores a group of 

a highly vulnerable young people employed in precarious work who might benefit from 

policy attention and intervention. 

2.3  Indigenous Challenges to Individual Choice Models 

When considering choice, the pathways language, economic models and the pragmatic 

rationality approach all tend to conceptualise agency in ways that either suggest, or are firmly 

based on, the primacy of the individual, even in a context of constraint. Developments in 

indigenous studies research challenge this focus in important ways. 

Research by Parente et al (2003) and Hughes and Thomas (2005) in an Australian context has 

highlighted the importance of career development programmes using frameworks that are 

culturally appropriate for the young people they are intended to assist. Hughes and Thomas 

(2005, p. 41) note the ‘potential inappropriateness of theoretical perspectives that reflect an 

individualist cultural value orientation for the career development of all students’. They argue 

that such approaches tend to be the dominant approaches in many schools and observe that 

‘the individualist characteristics of freedom to pursue personal goals, primacy of personal 

goals over ingroup goals and freedom to do one’s own thing suggests that a decision making 

style reflecting self reliance and personal responsibility for career related choices is desirable’ 

(p. 44). In contrast, a more collectivist approach would recognise that for many young people 

(from, much of the globe, e.g. the Pacific, Asia, Latin America) decision-making may involve 

recognition of the interdependence of the self and the collective, including subordination of 

individual goals to group goals, and the importance of the values of duty and obligation over 

the primacy of the individual (see also Shafer and Rangasamy, 1995, and Arthur and 

McMahon, 2005). 

Parente et al. (2003) offer a good illustration of this in their study of the aspirations and career 

development practices of indigenous and non-indigenous school students in three Australian 

states. They found that indigenous students, in comparison to their non-indigenous peers, 

were more likely to ‘be motivated to work for altruistic reasons as opposed to financial 

rewards, … return to their communities after undertaking post-school options, and have a 

cultural attachment that is actively maintained through continued contact with their 

communities’ (p. 6). Arthur et al. (2004) make a similar point about young Torres Strait 

Islanders observing that these young people will generally prioritise family commitments in 

their decisions about, and work towards, career pathways (see also Villenas and Deyhle, 

1999, and Munns and Parente, 2003). 
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A further challenge to the models of decision making discussed earlier in this chapter picks up 

on the concept used by Ball et al. (1999) of ‘choosing otherwise’ and the possibility that 

sometimes those who ‘choose otherwise’ do so in an agentic and purposive manner (for 

example, Taylor, 2002, and Ross and Gray, 2005). Leaving school early may, for example, be 

a purposeful response by indigenous young people to mono-cultural and ethnocentric 

schooling systems. As Powers (2006, p. 28) observes of young Native Americans:  

Dropping out of a school that is fraught with cultural discontinuities and conflict is not only 

sagacious, but for some American Indian adolescents, it represents an act of resistance to a 

historically oppressive educational system.  

Villenas and Deyhle (1999) in their review of ethnographic research on Latino/a youth in US 

schools, and Bottrell (2007) researching a group of young Indigenous and working class 

Australians, reached similar conclusions. For example, the former cite a study by Romo and 

Falbo (1996, p. 253) which concluded: 

Many students in our study made a reasonable decision when they decided to drop out. They 

were correct when they realized that school was wasting their time. They recognized that they 

were gaining few marketable skills in school. They felt demeaned and demoralized by the way 

teachers and other school personnel treated them. Getting pregnant, working dead-end jobs and 

even staying home and watching TV offered more satisfying alternatives than school. 

The choices of young indigenous people thus may not fit neatly with standard models of 

choice. An extensive literature regards them as being ‘at risk’ and/or in some way deficient 

because of this (Bottrell, 2007; Kelly, 2000). The problem with this approach is that it fails to 

understand these choices in terms of the aspirations, world views, values and practices of 

these young people and their communities.  
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Chapter 3 

Crafting Identities 

 

It’s about discovering who you are and developing some confidence along the way 

to work out what you want and how you are going to get there. (Participant 

discussing career choices in Dwyer et al, 2005, p. 33) 

The discussion in Chapter 2 identified some of the complexities in current understandings of 

how young people make education and employment choices. This discussion has suggested 

that choice-making about career pathways: 

• is generally a process rather than a single event;  

• involves more than a calculation of expected financial returns; and 

• tends to be part of a wider set of choices about a desired or anticipated lifestyle.  

In effect, young people are reworking the commonly asked question ‘what do you want to do 

when you leave school?’ into the broader question, ‘who do I want to be?’ Two examples 

illustrate the point.  

Taylor (2005) asked young men in seven schools in Australia why they were interested to 

work in the construction industry. They cited diverse reasons including that they wanted jobs 

involving physical work outside, with co-workers who would be mates, in an environment of 

relative freedom and sociability, and that fitted with the kind of physically active lifestyle 

they enjoyed. They had no interest in in-door computer-based work. They were also clear that 

they sought long term job security and the possibility of being associated with a single 

industry and even with one employer over the long term. 

The Pathways and Prospects project of the New Zealand Council for Educational Research 

interviewed a group of young New Zealanders recently out of school in a range of education 

and training situations (Vaughan, Roberts and Gardiner, 2006). Among those who had a 

career pathway in mind, a significant number described how the content of what they were 

doing was sometimes less important to them than the chance it gave them to think about the 

kind of person each had been, was becoming and might be in the future. Each had a clear and 

sometimes highly detailed idea of the pathway he or she wanted to follow, including outdoor 

leadership, business, food preparation, freelance creative work, education and the army. These 

pathways were not necessarily linked to arriving at a particular job in the future, but they were 

associated with becoming a particular kind of person with certain skills and interests. 

The young people in these examples are typical of young people in many studies who are 

exploring particular pathways because these suit the sense of identity that each individual has 

or would like to have (Meijers and Wesselingh, 1999; Helwig, 2004; Arnett, 2007). This is 

not to claim that young people who are still at school, or who have recently left school, have 

‘answered’ the identity question. On the contrary, a great deal of the literature on youth 
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transitions now conceptualises identity not as a state definitively arrived at, but as relational, 

multiple, contested, and dynamic, particularly because these young people are engaged in 

‘border crossing’ from childhood to adulthood (Wyn and White, 1997; Ball et al, 1999; 

Archer et al, 2000; Reay et al, 2001; Ball et al, 2002b; McDowell, 2002; Archer and 

Yamashita, 2003). Nor is this to claim that young people are able to ‘pick up’ and ‘put down’ 

identities at will. Rather identity work takes place in, and is shaped by, specific contexts: 

cultural, economic, social, political, ideological, geographical and so forth. Within these 

contexts, identity work is concerned with the management and negotiation of opportunities 

and constraints.  

This complex and fluid understanding of identity challenges traditional models of career 

decision-making by proposing that identity is neither fixed (as in trait theory) nor linear (as in 

developmental theory). Trait theory is based on matching certain personal qualities and 

aptitudes with certain jobs (Osipow, 1990) while developmental theory takes a more 

evolutionary view; Bukðnytë and Lemeðiûtë (2006), for example, use a number of measures 

to determine that a majority of the 110 secondary school students in their sample in Lithuania 

were not ready to make decisions as they were at ‘lower identity formation stages’.  

3.1  Conceptualising Identity 

The discussion about choice in Chapter 2 supports an exploration of this more fluid 

conceptualisation of identity. This section considers briefly what the literature on identity 

means when it suggests that identity is relational, multiple, contested, and dynamic.  

Identity is Relational 

Identities are forged within families and communities, among peers and within institutions 

(see Wyn and White, 1997, for a useful overview). Bottrell (2007, p. 608), for example, refers 

to her young Koori participants gaining a ‘sense of belonging through claiming and “being 

owned” by’ their people. Ball et al. (2000, p. 73) refer to a group of their white, middle class, 

female participants as having aspects of their identities ‘heavily invested in “school”’ and 

middle class family expectations. Anae (1998) explores the dynamic interaction between 

church, culture and identity for young New Zealand born Samoans for whom to opt out of 

church was regarded as a temporary opting out of Samoan identity.
6
 Archer and Yamashita 

(2003, p. 61) refer to the way the young working class men in their United Kingdom study 

drew on their peer group to construct identities that privileged ‘hardness’, ‘coolness’ and an 

‘anti-school work’ attitude, the participants differentiating between themselves – ‘bad boys’ – 

and others who were ‘proper clever’ and ‘goodies’.  

Identity is Multiple 

Ball et al. (2000, p. 24) argue that ‘post-16 “choices” are bound up with the expression and 

suppression of identities’. Their UK participants saw these choices as ‘one aspect, of varying 

importance, of the sort of person you may become’. This alerts us both to the multiplicity of 

identities that young people construct and experience, and also to the possibility that some 

identities are more important than others. While young people may have ‘learner’ and, 

                                                 
6
  For New Zealand literature on young Pacifika identities see also, Fogarty (1992), Lloyd (1995), 

Fusitu'a and Coxon (1998), MacIntyre (1999), Tupuola (1999), Dickie (2000), Manu'atu (2000) and 

Fa'afoi and Fletcher (2001). For New Zealand literature on young migrant and refugee identities 

see Abdi (2003), Chung et al. (1997), Humpage (1998a, 1998b and 2000b), Guerin et al. (2003) 

and Evolve (2005).  
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possibly, ‘worker’ identities, these may not be the most important to them at the time when 

they are expected to be considering career pathways. Ball et al. cite Apple’s (1986, p. 5) 

observation that ‘we do not confront abstract “learners” … instead we see specific classed, 

raced and gendered subjects, people whose biographies are intimately linked to the economic, 

political and ideological trajectories of their families and communities, to the political 

economies of their neighbourhoods’. Other identities come into play: the cultural and familial, 

as well as those deriving from youth subcultures in music, fashion and leisure (Furlong and 

Cartmel, 1997; Zemke-White, 2001; Gelder, 2005).  

Identity is Contested  

Because identities are relational and multiple, they can also be contested. Valentine (2000, p. 

258) argues that young people are often ‘strung out between competing definitions of their 

“identity” emanating from home, from school and from wider society (where in each context 

particular different expectations, norms and rules may be at stake)’. Bottrell (2007, p. 608) 

observes that the identities of her young Australian participants are both ‘chosen’ and 

‘unchosen’. For this group of young indigenous and working class Australians: ‘struggles to 

be, and be seen as, who they are, may be seen as struggles for chosen, and against unchosen, 

social identities’. These young people were known as ‘“refusers” or “challenging” at school, 

and as “delinquents” and “criminals” in authorities’ characterisations, but in their own 

neighbourhoods they are described by parents, peers and neighbours as “good kids”’.  

Identity is Dynamic 

Identities are fluid, not fixed, particularly for young people moving between childhood and 

adulthood, and across cultures. The European Group for Integrated Social Research (EGRIS, 

2001) offers a useful summary discussion of the ways in which many youth researchers in 

Europe are writing about youth transitions as non-linear, destandardised and fragmented. 

They observe that, in forging biographies and identities in transition, young people shift 

continuously between youth and adulthood; experience ‘uncertainties, fluctuations, 

discontinuities, reversals and seesaws’; develop patchwork lifestyles’ and undergo ‘the ups 

and downs of fragile and reversible transitions’ (EGRIS, 2001, pp. 103-4). Wyn and White 

(1997), Wyn and Dwyer (2000) and Dwyer et al. (2005) have also written extensively about 

the non-linear nature of youth transitions and youth identity development.  

The fluidity of youth identities occurs not only across the child-adult border, but cross-

culturally for many young people. Tupuola (1998 and 1999) for example, describes how 

young New Zealand born Samoans experienced their identities as highly complex and 

shifting, not between just two cultures but among many. When asked about their ethnic 

identification they described themselves variously as: New Zealand born Samoan, Samoan, 

Kiwi, Nui Sila Samoan, multiethnic, Polynesian, Welsh Samoan, Samoan Māori, European 

Samoan, and New Zealander.  

Belinda Borrell (2005) has undertaken research with young Māori living in South Auckland 

about identity.
7
 Her work emphasises the diversity and the range of strong Māori identities 

that are being created by these rangatahi, based on deep connections to their local places and 

communities, a collective spirit from shared deprivation and affiliations with Pacific cultures. 

                                                 
7
  See also an account of the wider research project in the Whariki 2005 Report (p. 9) available at 

www.shore.ac.nz/news/whariki.pdf. Ministry of Women’s Affairs (1993) is an older but good 

report about what sort of resources or career guidance models work best for Māori students. 
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In particular, Borrell warns against using conventional labels of ‘Māori’ or ‘not Māori’ to 

describe rangatahi identity. While knowledge of Māori language and culture remain important 

for many, Borrell argues that the use of hip hop, for example, to express pride in your street, 

in your neighbourhood and in your community is also about being Māori and being connected 

to tribal societies in a new non-tribal setting. 

3.2 Youth Identities and Education Employment Linkages 

This understanding of the complexity of youth identities has implications for understandings 

of how young people engage in education employment linkages and how formal systems can 

assist them. Akerlof and Kranton (2002), for example, argue that, through their systems of 

rewards and punishments, schools communicate to students what an ideal student identity 

should be. They observe that those who identify with this ideal are likely to fit in and do well; 

those who do not are likely to struggle to belong and even to stay in school. Extensive 

literatures in education and sociology make a similar observation regarding cultural capital in 

education (Bourdieu and Passeron, 1977). Since the ‘ideal’ identity that many schools tend to 

communicate is associated with the majority culture and dominant social class of their society 

it is not surprising that students who belong to neither are the ones most likely to take on the 

identity of ‘school resister’ and be given the unchosen identity of being ‘challenging’ or ‘a 

failure’. Thus Bottrell (2007, p. 605) observes that in her Australian study ‘students and 

teachers are very clear about who is successful and who is not. … The understanding the girls 

construct out of their experience is that they are “not worth bothering about”’.  

This can start very early. Villenas and Deyhle (1999, p. 429) cite a study by Valdés (1996) of 

Mexican American children in kindergarten whose teachers were concerned about the cultural 

and linguistic differences displayed by these children and expressed the hope that, in the 

words of one teacher about one of the children: ‘she might snap out of it, she’s got it in her, 

all she has to do is realize she can do it, she can snap out of it, you know. It’s just something 

that hasn’t clicked yet’. But even those who stay on until their senior school year can be made 

to feel they do not belong; some students in a recent New Zealand study commented that, in 

their senior year ‘it [was] like “well if you’re not going to university, you shouldn’t be here” 

kind of thing’ (Nairn et al, 2007, p. 361, see also Munns and Parente, 2003, and Foskett et al, 
2004). In choosing post-compulsory education choices, Dale and Krueger (2002, p. 1524) 

have counselled that it may be important ‘for families to consider the fit between the 

particular attributes of their children and the school they attend’. 

The literature on mismatch between schools and young people who ‘do not fit’ is extensive. A 

significant proportion of this, particularly research focussing on young indigenous and ethnic 

minority people, is located within a deficit framework that conceptualises these young people 

as ‘at risk’, locates this risk primarily at the individual or ethnic community level, and is 

concerned with risk management and the unpredictability of these young people in terms of 

their decision making with regard to school leaving and job choices. A more interesting and 

important question is this: given the importance of identity to young people’s experience of 

education-employment transitions, how can the understanding of youth identities outlined in 

the previous section inform our research question about helping young people make effective 

education-employment choices? 

The relational nature of identity is highlighted in a range of literature concerned with young 

people’s successful engagement with education. It underpins Bottrell’s (2007, p. 599) 

discussion of recognition of identities, for example, which argues that ‘recognition may 

function as a mechanism for privilege or marginalisation by differentiating young people 
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through the relative valuing of differences and distinction’. Recognition requires relationship, 

and there is a growing literature on the importance of relationships of recognition between 

young people and their teachers, career counsellors and other support staff in educational 

settings. Bishop and Berryman (2006), for example, studied the experiences of Māori students 

in New Zealand schools. They found that a key factor associated with effective learning 

relationships was that the teacher cared for the student as a culturally located human being. 

The Māori students involved in this research ‘spoke passionately about their desires to 

achieve within the education system [but] were just as adamant that this should not be at the 

expense of their Māori identity’ (p. 264). The researchers conclude that effective learning 

relationships for Māori students involve ‘the teacher creating a culturally appropriate and 

responsive learning context, where young people can engage in learning by bringing their 

prior cultural knowledge and experiences to classroom interactions, which legitimate these, 

instead of ignoring or rejecting them’ (pp. 264-5). 

Atweh et al. (2007, p. 9) similarly argue in an Australian context that school disengagement 

can be seen as a failure of relationship resulting from ‘alternative and possibly conflicting 

perspectives, needs and frames of reference between students on one hand and their teachers 

and schools on the other’. They further argue (as does Bottrell, 2007) that in disengaging, 

students are not necessarily rejecting learning but they are rejecting what is taught (and how it 

is taught) in school. 

Schawb (2001) cites two examples of Australian schools that have recognised students’ 

cultural identity and have been successful in engaging senior students. Booroongen Djugun 

College in New South Wales has developed ‘an explicit emphasis on the value and 

importance of Indigenous culture and identity, reaffirmed by the involvement of Indigenous 

staff, local elders and community leaders’ (p. 4). St Mary’s College in Broome, Western 

Australia, offers programmes closely linked to the local Aboriginal community and to local 

industries in which indigenous people have high levels of involvement. Unlike many 

secondary schools in Australia, both of these colleges succeeded in engaging indigenous 

students, retaining them into their senior college years and assisting them with career 

development, including post-school education and employment. Schwab argues that this was 

possible because both recognised that success in education relies on ‘cultural fit’, defined as 

‘the alignment of curriculum, delivery and pedagogy with local Indigenous cultural 

assumptions, perceptions, values and needs … in a learning environment that preserves and 

reinforces Indigenous identity and provides a range of culturally appropriate mechanisms of 

support’ (Schawb, 2001, p. 7). Defined in this way, the concept of cultural fit is recognisable 

(if differently labelled) in a great deal of literature on social class and education as a dynamic 

that feeds the differential success of middle class children in schools organised according to 

middle class cultural capital. 

Some have argued for such an approach specifically in careers education. Long (1999, p. 5), 

for example, commenting on the importance of culturally sensitive career planning/ 

counselling among young Native Americans, observes that ‘many career counselling 

approaches … have failed because of an absence of consideration for traditional values and 

the effect of culture on vocational decisions’. He calls for an understanding by career 

counsellors of differences within the Native American population, as well as among different 

ethnic groups and argues that students should be allowed to express their own ideas and 

beliefs in relation to career decision making. He suggests that career educators should have an 

appreciation of who should be involved and informed in the process of career counselling and 

vocational preparation; this may involve the inclusion of a wide network of people from 

students’ communities in any transition programme (see also Hughes and Thomas, 2005). 
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Just as the recognition of identities is based on sound relationships with significant others, so 

an emerging education literature on career decision making suggests that those significant 

others who help young people make decisions should be aware of the dynamic nature of 

youth identities. This approach differs markedly from traditional trait theory which suggests 

the fixity of identity. Rather, emerging literature suggests that effective education for 

employment is based on enabling young people to undertake the identity work necessary to 

understand themselves in changing contexts. This literature, which focuses on enhancing 

young people’s learning identities and capacities, is the subject of the next chapter. 

 



 

 
 21 

 

eel 

 

Chapter 4 

Discovery and Development of Abilities 

 

Education has long been considered central to young people’s discovery and development of 

abilities and aspirations. Guy Claxton’s pioneering work argues that brain science shows that 

learning is hard wired in human beings and has little to do with conventional ideas about 

intelligence or educational success. Claxton draws on research from a range of disciplines 

(cognitive neuroscience, experimental psychology and sociocultural studies) to advocate 

educational approaches that foster young people’s ‘learnacy’ (Claxton, 1999), ‘learning 

muscles’ and ‘learning stamina’ (Claxton, 2004), and ‘learning power’ (Claxton, 2002), 

enabling them to become lifelong learners. This means much more, however, than ‘a narrow 

focus on … the continual updating of vocational knowledge and skills’ (Claxton, 2006, p. 2). 

Rather, in fostering lifelong learners it is the task of education to strengthen young people’s 

ability to be ‘good choosers, skilful problem-solvers and powerful learners’ (ibid). This 

chapter focuses on what and how young people learn about their abilities and the possibilities 

created by their abilities for their transition from school to work.  

4.1  Developing Learning Capacities 

Claxton’s (2006) key argument concerns the importance of enhancing young people’s 

learning capacities to enable them to prepare for a life-time of change. His approach 

challenges some traditional (and even some recent) understandings of learning. He argues that 

young people are not helped when learning is understood purely in terms of achievement, the 

pursuit of which is often related to policy makers’ concerns with raising standards. He also 

argues that improving students’ learning means more than supporting their learning (helping 

them to learn better); it must mean expanding their learning capacity (helping them to be 

better learners). And he argues that identifying students’ learning styles (e.g. the ‘kinaesthetic 

learner’) can be limiting rather than expansive for a student if he or she is simply told that this 

is the type of learner they are. In keeping with Claxton’s approach, a distinction can be made 

between ‘learning’, which is often conceptualised in terms of processing information, and 

‘learning capacity’ (or ‘learning power’) which relates to student identity as a learner. 

Students who think of themselves as learners are likely to track their own development and 

create their own learning targets. Claxton argues that teachers can cultivate learning 

capabilities by expanding learning dispositions, and part of this development must recognise 

the importance of learning dispositions as different from simply learning skills (Claxton, 

2006, p. 7):  

To become more disposed — to develop the disposition — involves two kinds of learning in 

addition to mastering the skill. First, we can broaden and refine our sense of when it is 

appropriate to use this particular ability (to become more ready). And secondly, we can 

strengthen our inclination to make use of the ability regardless of whether other people are 

encouraging us (to become more willing). So when we talk of dispositions, we are not talking 

about a new kind of psychological entity that needs to be distinguished from skills…. A 

disposition is merely an ability that you are actually disposed to make use of.  
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This is the thinking behind dispositions forming the mainstay of the New Zealand curriculum, 

with its focus on producing ‘confident, connected, actively involved, lifelong learners’ 

through the ‘key competencies’ of thinking; using language, symbols and texts; managing 
self; relating to others; participating and contributing (Ministry of Education, 2007). This 

raises potential research questions concerning the ways in which careers guidance (from 

counsellors) and decision-making (by young people) fit with ideas about lifelong learning, a 

knowledge society, and key competencies, which in turn fit with recent ideas about career 

development (workforce development, knowledge society, career management). 

A lot of research relating to career choices focuses on young people’s learning only in terms 

of the processing of information about qualifications, skills, occupations, and tertiary 

education and training. Much of this research tracks and measures student aspirations, 

achievement, school leaver ‘destinations’, and progress along different pathways into further 

education and work. There is also a lot of research, often based in the areas of developmental 

psychology and occupational psychology, measuring career decision readiness and career 

self-efficacy among young people during, or leaving, school. In other words, the focus is on 

how well students have ‘learned’ work-readiness or developed certain career orientations 

(Gothard, 1998; Helwig, 2001; Repetto, 2001). However research explicitly measuring or 

analysing young people’s learning capacities or learning power in relation to career and work 

abilities, aspirations, and choices seems harder to find.  

There is research which focuses on young people’s perceptions of work and ‘career’ 

(Gardiner, 2006; Vaughan, 2008b) and their (limited) perceptions of the relevance of school 

learning to career and work (Hughey and Hughey, 1999; Hipkins and Vaughan et al, 2005). 

There is also research which focuses on careers advisors’ understandings of career and the 

world of work, often showing (structural) inadequacies and making suggestions for better 

correspondence between careers guidance and workforce trends within a knowledge society, 

and their ability to teach or work with clients and students (Hoyt and Hughey, 1997; Vaughan 

and Gardiner, 2007; Duys et al, 2008). Particularly interesting is recent research focusing on 

relationships between young people’s ideas about career and work, their learning capacities, 

and their identities (Law et al, 2002; Lawy et al, 2004; Vaughan, Roberts and Gardiner, 2006; 

Stokes and Wyn, 2007). This research uses concepts such as ‘learning careers’ (Bloomer and 

Hodkinson, 2000; Ecclestone and Pryor, 2003) to draw attention to the ways in which young 

people construct a sense of self as a learner that changes over time and is mediated by the 

institutional structures in which they learn and which therefore impacts upon their view of 

work/career possibilities. In this literature, young people’s understandings of their own 

learning capacities are critical to their aspirations and ability to engage with particular 

education-employment linkages. 

4.2  Making Plans and Setting Goals 

As Claxton (2006) observes, once students think of themselves as learners, they are likely to 

set their own learning targets in line with their interests and aspirations. Part of working 

towards these learning targets involves making plans and setting goals. The research literature 

records a wide range of opinion among young people themselves about the difficulties or 

otherwise of setting career related goals:  

It’s very important for people my age to have goals because if you don’t have goals you seem to 

lose sight of things and you don’t sort of have the ambition of being anybody and it is important 

to have goals so you can sort of work towards something. (Apprentice in Vaughan, Roberts and 

Gardiner, 2006, p. 44)  
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I think I’ve decided, about plan twenty-eight, I’ll go to [university] ...our Careers Advisor’s 

tried to be really helpful. But I just don’t find anything helpful, ‘cause I know about it, it’s all 

just down to me. And they can’t actually help ‘cause there’s just so many hundred options. 

(Rebecca in Higgins and Nairn, 2006, p. 217)  

These two young New Zealanders, like many young people in the literature, report that it is 

important to have goals, but also that it can seem immensely difficult to make them. Research 

in sociology and social psychology has found that having work-related goals can help 

significantly in pursuing career pathways.
8
 This is not to say that goals about a specific job 

are needed but that goals relating to a career pathway, that is, to the transition from education 

and training into particular types of work, can be helpful.  

Gianakos (1999) found that those who had such goals were more likely than those who didn’t 

to establish themselves in a stable career pathway where they chose one job or a series of 

related jobs, but did not chop and change between jobs with no clear direction about which 

pathway they wanted to be on. Nurmi et al. (2002) found that those with goals were more 

likely to move into work that was a good match for the education or training they had done. 

These researchers suggest that purposive planning around career pathways was more likely 

among those who had identified career related goals.
9
 Such planning might involve:  

• gathering information about particular career pathways, including identifying and 

talking with role models who may be at various stages in the pathway, and finding out 

about training options and employment possibilities;  

• using this information to assess the demands and challenges associated with pursuing 

that path, including measuring these against one’s own abilities and interests;  

• problem-solving in relation to these demand and challenges; and 

• addressing problems by identifying and marshalling one’s available resources (both 

internal resources such as motivation and ability, and external resources such as 

identifying ‘who can help’ at home, at school, in the local community and more 

widely).  

Hirschi and Lage (2007) use a 6-phase model to describe the way secondary students’ career 

decision-making is refined over time: initial decision-making concerns about these decisions; 

generation of possible career alternatives based on own interests/skills/values through 

exploration; reducing career alternatives for more in-depth exploration; deciding among a few 

alternatives; confirming one’s choices and building commitment to it; and being firmly 

decided and committed. The authors suggested that if career counsellors can identify which 

phase a student is in, they can then determine if they are ‘career-ready’ and assist them 

appropriately.  

A series of approaching deadlines has also been observed to help individuals refine their 

aspirations into more concrete and achievable goals. Heckhausen and Tomasik (2002), for 

example, report on the decision-making practices of young Germans on a vocational track at 

                                                 
8
  See for example, Gianakos (1999), Lapan and Kosciulek (2001), Nurmi et al. (2002), Lapan et al. 

(2003) and Bornholt et al. (2004).  
9
 Other researchers who have made this suggestion include Bornholt et al. (2004), Heckhausen and 

Tomasik (2002), Helwig (2004), Lapan and Kosciulek (2001), Lapan et al. (2003) and Okano 

(1995).  
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school. This group has a deadline by which decisions about apprenticeships must be made. 

The study found that students entering the year in which they would make this decision often 

had both a ‘dream job’ and a ‘vocation I am interested in’ in mind, with the latter tending to 

be a more realistic and accessible job than the former. As the deadline for applying for an 

apprenticeship approached students became more involved in information gathering and 

identity work. As a result of this work, students often found their dream job to be less 

promising than it first appeared in terms of career development; or that the grades they needed 

to achieve that job were out of reach; or that the ‘interest job’ was in fact a good choice in 

terms of career prospects, work autonomy and security of income.  For these students, having 

a deadline for making a decision and approaching that deadline in an organised way in terms 

of information-gathering, identity work and so forth, encourages engagement with the kind of 

goal exploration work described above. A similar dynamic in a Japanese educational setting is 

described by Okano (1995). 

Identity work appears to be a key element in this process. This work involves individuals 

discovering their own interests, finding out what they do well and what they enjoy doing, and 

identifying what they would be prepared to put effort into developing. Gushue (2005) 

comments on the cultural nature of identity work in relation to career decision-making. He 

found a direct and positive relationship between ethnic identity integration and career 

decision-making self-efficacy among young Latino/a students. The young people in his study 

gained confidence to undertake the work involved in career decision-making through 

experiencing success in negotiating their ethnic identity, and this in turn had a positive impact 

on their expectations of success. 

Mahuika’s (2007) review of the literature on gifted Māori students is relevant here because it 

highlights the cultural nature of interpretations of talents and abilities. In relation to the 

identification of giftedness among Māori students Mahuika warns against ‘limited 

conceptions of giftedness, inappropriate identification policies and practices, low teacher 

expectations and negative deficit based stereotypes of Māori students’. This raises again the 

importance of relationships in the process of enabling young people to discover and develop 

their abilities (McCluskey et al, 2005). 

Without dynamic working relationships between careers educators and young people any 

amount of information gathering and recording of goals may founder. Mittendorffa et al. 
(2008) studied a school career guidance programme that used personal development plans 

(where students reflect on their own strengths/weaknesses and direct their own learning 

processes through setting learning goals) and portfolios (where students collect documents 

and evidence, illustrating progress towards a goals). These fit with competence-based 

approaches to learning, which prepare young people for a rapidly changing society. A 

majority of the teachers and counsellors perceived portfolios and personal development plans 

as instruments to collect evidence of student development, to stimulate self-responsibility or 

self-direction of students, to support students in reflecting on identity and future ambitions, 

and to set up learning goals to achieve this. The researchers found, however, that while 

portfolios and personal development plans were used instrumentally, they did not support 

career dialogues; students collected information about themselves, but because the 

information was not used in teacher-student conversations, students perceived them as 

irrelevant and became reluctant to use them to reflect on identity or future plans. 

The importance of teacher-student conversations is reinforced by Germeijs et al. (2006) who 

studied young people who were chronically indecisive and anxious about career options. 

Participants had gathered plenty of information but were anxious because they were not sure 
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this information was trustworthy. For these young people, the researchers suggest that seeking 

more information was unlikely to be helpful; instead careers educators or community mentors 

might help by working closely with students to investigate what they already know about 

themselves and the different career paths they have looked into rather than offering them 

more information about possible choices. The researchers also recommended on-going 

support after the young people had made a decision.  

It is noteworthy that in New Zealand provision of information is still often privileged by 

career educators at the expense of the development of self-management and career 

management skills, but this approach often fails to equip school leavers with the skills they 

need beyond entry to a course of study or the labour market (Vaughan and Gardiner, 2007).  

Australian research shows that students most valued a model of careers guidance in which 

careers counsellors spent most of their time acknowledging and working with them as 

individuals (or in small groups), and least valued careers counsellors who were information-

centred or information-driven (Walker et al, 2006).  

The identity work associated with setting goals and making plans may also involve 

individuals weighing up different sets of expectations placed on them (from school, parents, 

family/whanau and community) and considering how to work with these expectations in 

relation to their own aspirations. In some cases this may involve going beyond some of these 

expectations into unexpected fields. To do this some may find it helpful to tap into resources 

from a variety of places: developing useful relationships with role models in particular fields 

of interest, or mentors in the community may be a helpful place to begin. 

4.3  Discovering, Developing and Signalling Abilities 

Models developed in the economics literature have until recently tended to assume that 

individuals know their abilities when making education choices. At least since Roy (1951), 

economic models have assumed that individuals choose occupations in which they have a 

relatively high ability (or ‘comparative advantage’) based on their endowed talents (see, for 

example, Heckman and Honoré, 1990). Further, higher ability individuals find it less time-

consuming to learn (Zietz and Joshi, 2005) and have lower risks of failure (Rochat and 

Demeulemeester, 2001). There is also some evidence that they receive a higher return to their 

investments in education (Weiss, 1995, p. 137; Harmon et al, 2003, p. 129). This means that 

people with higher ability tend to choose more education than people with lower ability.  

An important class of models in economics, known as signalling or sorting models, assumes 

that individuals know their abilities, but potential employers do not (Weiss, 1995; Riley, 2001 

pp. 459-463). Given that individuals with higher ability choose more education, employers 

demand higher qualifications to screen for higher productivity job applicants. This theory 

suggests there should be a premium to people who complete a qualification (because of its 

signalling effect) above the return to the years of education needed to achieve the degree. 

There is empirical evidence in support of this so-called ‘sheepskin effect’ (including for New 

Zealand; see Gibson, 2000), but Riley (2001, p. 460) suggests that this interpretation is 

challenged if education does provide human capital: 

Presumably, those who drop out do so because they find the going tough and their grades are 

low. Thus, the productivity of the dropouts is lower than that of a representative individual from 

the class. When income is regressed against years of college education plus a “sheepskin” 

dummy, the latter picks up the difference in the rate of capital accumulation among dropouts 

and the rest of the class. Therefore, if data on dropouts are to be used as evidence, one necessary 

preliminary step is to provide a theory of why some students drop out.  
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The phenomenon of students beginning but not finishing an education programme is hard to 

explain within the standard economics paradigm. One explanation is that people may not 

always know their abilities when they start a course, and that part of the purpose of education 

is to provide opportunities for people to discover and develop their individual interests and 

abilities. Manski (1989, p. 305) has called this aspect of education an ‘experiment’: 

Now consider a student contemplating enrolment. At this point, the student does not know 

whether he has the ability to complete the program under consideration. Nor does he know 

whether he will find it worthwhile to do so. The only way the student can definitively determine 

whether schooling is for him is by enrolling. Thus, the decision to enroll is a decision to initiate 

an experiment.  

During their studies students discover more about their abilities, what occupations their 

talents are best suited for, their interest in study relative to work, and the costs and benefits of 

further education (Altonji, 1993; Weiler, 1994; Anderberg and Andersson, 2003; and 

Arcidiacono, 2004). Based on these discoveries about themselves, students can revisit their 

initial study plans, perhaps changing their major area of study or leaving education to enter 

the labour force. Arcidiacono’s (2004) model, for example, has three periods. In the first 

period, school leavers choose either to enter the labour force or to attend college. If they 

choose to go to college, they also must choose the quality of the college and their major area 

of study. At the end of this period, students get feedback on their abilities through grades on 

their studies. At the beginning of the second period, the individuals who are at college decide 

whether to continue their education for one more period or to drop out and enter the labour 

force. If the former, they again make choices about their college and major, one or both of 

which may change from their previous decisions. In the third period, all agents are in the 

labour force earning income that depends on their qualifications (if any) and abilities. 

This approach recognises that ‘failure’ in education need not always be a bad outcome. In an 

entrepreneurial culture, people should be encouraged to try new things and to explore their 

potential interests and abilities. If they learn in the process that they do not have an ability to 

do well in a particular course of study, this is important new information in their personal 

development. But if this is the case, they should not be advised to persist in their original 

plans; instead, the new self-knowledge about their abilities should be reflected in a new career 

plan. 

A key idea going back at least to Rousseau (1762) is that education allows an individual to 

develop his or her abilities, raising those abilities to higher and more specialised levels. This 

insight means that the quality of education matters (Robst, 1995; Sianesi and Van Reenan, 

2003, p. 159). Some programmes offer instruction by better teachers, for example, or a 

curriculum that is better connected to genuine employment opportunities. Some education 

institutions might also offer education to a more advanced level, or cover a greater range of 

material in the same time period. On the other hand, lower quality institutions might offer 

cheaper education, and so there can be a trade-off in choosing where to study, as described by 

Hilmer (1997, pp. 59-60): 

In choosing a college, the prospective student has thousands of options to consider. Attending a 

higher quality university increases the benefit of a college education by increasing future 

earnings. Attending a higher quality university also increases the cost of attendance, however, 

since it entails a higher tuition and the student likely has to move further from home to attend. 

As such, college choice is a tradeoff between quality and cost.  
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This trade-off means that higher quality institutions tend to attract students who have above-

average ability (Black and Smith, 2004). This means it is important when choosing where to 

study to consider the fit between a student’s abilities and the attributes of possible institutions 

(Dale and Krueger, 2002, p. 1524). Hilmer (2002, p. 461) explains: 

The reason for this is that effective learning might depend on the quality of the match between a 

particular student and his or her classmates at a given school. As an example, consider a student 

who is far overmatched at his or her initial school. Being toward the bottom of the class, the 

level and pace of instruction might be high and fast enough to preclude effective learning. If so, 

the student might actually lag so far behind his or her classmates that he or she is able to learn 

less than if he or she were in a class with less talented peers even thought that class would be 

taught at a lower level and slower pace. In such a case, transferring down to a lower-quality 

institution might actually facilitate better learning and more human capital accumulation.  

This has led Hilmer (1997) to suggest that students who are unsure of their abilities might 

adopt a strategy of enrolling initially in a low-cost institution to discover whether they can 

succeed in studying a particular subject. If they find they can, they might then transfer to a 

more expensive, higher quality institution to complete their studies. More recently, Iwahashi 

(2007) suggests that students enrol in general education early in their career, in order to obtain 

more information about their innate abilities and so reduce uncertainty in their subsequent 

choices of more specialised education. 

4.4 Matching Abilities to Employment Opportunities 

Completing a programme of study is an important step towards achieving better employment 

outcomes, but a substantial literature warns that it is only a step. There is strong evidence, for 

example, that ‘the effects of finding employment related to one’s field of study are 

substantial’ (Grubb, 2002, p. 318; see also Grubb, 1997). An Israeli study of vocational 

education found that successful matching can increase annual earnings by up to 10 per cent 

(Neuman and Ziderman, 1999). A British study of graduates reported an earnings premium of 

between 8 and 20 per cent six years after graduation (Battu et al, 1999). A more recent 

Australian study reported returns to required education, if correctly matched to employment, 

of 18.2 per cent for men and 14.9 per cent for women (Voon and Miller, 2005). 

This effect appears to differ depending on how much the learned skills are occupation-

specific. Robst (2007, pp. 405-406), for example, reports from United States data that 

individuals who major in business management, engineering, the health professions, computer 

science, or law face more than a 20 per cent wage penalty for working outside their field of 

study, but the wage effects are small or insignificant in liberal arts, English, the social 

sciences and education. Consequently, Robst (2007, p. 406) specifically comments that 

‘before choosing a major that focuses on occupation specific skills, students should be 

advised to make sure it is what they wish to pursue in their career [since] the cost to changing 

careers after getting the degree can be high’.  

An outcome where workers end up in occupations where their qualifications are higher than 

necessary for the occupation, or where the qualifications lie in different fields, is known as 

education-employment mismatch. Economists have highlighted three potential explanations 

for this phenomenon.  

The first possible explanation is that ‘should demand [for people with particular skills] prove 

insufficient or unresponsive to changes in relative supply, then workers may be forced to take 

jobs for which they are overeducated’ (McGuiness, 2006, p. 387). A young person may be 
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aware of this possibility in advance of entering the education programme, but still decide that 

the risk of not finding a job in the chosen field is more than balanced by high benefits if 

matching is achieved. There is evidence that some young people are more willing to engage in 

risky behaviour than older people, and education choices that lead to uncertain employment 

prospects may be another example. This is not the only possibility, however; Grubb (1997, p. 

239) observes instead that ‘it seems likely that many students are poorly informed about their 

choices and are mistakenly entering programs where the economic returns are insubstantial’. 

A second potential explanation for education-employment mismatch is that workers with 

similar levels of education may have very different abilities so that ‘much of what is normally 

defined as over-education is more apparent than real’ (Harmon et al, 2003, p. 133; see also 

Hartog, 2000, and Chevalier, 2003). This explanation suggests that workers with lower than 

average ability are less likely to be selected by their employers for on-the-job training and 

promotion compared to their equally qualified but more able peers, and so end up with lower 

life-time earnings.  

This possibility warns that further education is not an automatic passport to higher paid 

incomes, even if on average there is a high return to extra years of study (Carneiro et al, 
2003). This is particularly important for policies that require unemployed young people to 

participate in labour market training programmes. Ryan (2001, p. 82) comments that ‘some 

programs make participants worse off during participation, while doing nothing for their labor 

market prospects, thereby violating the maxim, “do no harm”’. Other authors have argued that 

learners should be equipped with a critical literacy/social justice ability to read the real world, 

recognising that work-based training and/or apprenticeship schemes will not necessarily result 

in good work for young people (Lehmann, 2005). Matching education attainments to the 

person’s genuine interests and abilities is important. 

The third potential explanation is that some groups of workers face structural barriers in the 

labour market (such as discrimination based on class, ethnicity or gender) that lead them to 

choose to invest in more education in order to compete with other groups who do not face the 

same structural barriers. This has been explored in a New Zealand context by Gibson (2000), 

who reports that ‘the returns to education for Maori and Pacific Island workers are due almost 

entirely to the returns to credentials’ (p. 216) which is quite different from the case of 

European/Pakeha workers. Gibson concludes that his results ‘would seem to give some 

support for the hypothesis that statistical discrimination is practised in the New Zealand 

labour market’ (idem). 
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Chapter 5 

Opportunities and Structures 

 

The contextual nature of career decision-making is the focus of a great deal of social research; 

see, for example, Bynner (2004), Bynner and Parsons (2002), Fenton and Dermott (2006), 

Ferguson (2007), Furlong (2006), Furlong et al. (1996), Hammer (1996), MacDonald et al. 
(2005), Marks (2005), Maxwell (2001), Ngai and Ngai (2007), Pavis et al. (2001), Pilcher 

(1996) and Wade and Dixon (2006). In this chapter, we identify key themes in the literature 

concerning the ways in which young people’s horizons for action can be shaped by their 

family, by the community contexts in which they live, and by meeting mentors or role 

models. 

5.1  Family Influence 

[My parents said] I should stay in school. And then they explained to me how hard 

they’ve had it since they left school, that they went straight into a job. But they said 

that school is the best years of your life… (Nathan, Australia, final year high 

school, Munns and Parente, 2003)  

I wanted to go full-time to college to do computers, and I had a bit of a row with 

me dad ’cos he wasn’t going to support me while I went there. He said, “either get 

a job or get out” so I disagreed with him. … So I ended up leaving home and I said 

I’d do it the hard way… (Adam, UK, unemployed and homeless, Jones et al, 2004)  

Families have a powerful influence on career pathway choices: family relationships are often 

the primary relationships through which young people craft identities, and family members 

tend to be a key, trusted source of information, and of emotional and financial support in 

relation to career decisions. Young people’s career aspirations are often closely linked to 

family aspirations. Studies on influences on young people’s career decision-making, for 

example, show that family members consistently rank highly as trusted sources of 

information; a number of New Zealand studies put family influence at the top of the list, far 

ahead of school careers advisors (Boyd et al, 2002; McLaren, 2003; Dupuis et al, 2005).  

Ermisch and Francesconi (2001) find that the educational attainments of parents are very 

strongly associated with those of their children: ‘In particular, we find that young adults who 

experience single parenthood as children and those who come from families in the bottom 

income quartile have significantly lower educational attainments, while those whose parents 

are homeowners, particularly outright owners, have much higher attainments’ (p. 152). Keane 

and Wolpin (2001) analyse data from the 1979 youth cohort of the National Longitude 

Surveys of Labor Market Experience (NLSY) in the United States. Their study finds that 

parental financial support can be substantial, and often contingent on college attendance by 

the young person. These transfers added about one year of educational attainment to the 

average person in the cohort, and contributed to intergenerational disparities in education 

(primarily by encouraging the children of rich parents to increase their education).  
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New Zealand research has also shown how family support can be contingent and differently 

enabling or constraining (Hipkins et al, 2006; Vaughan et al, 2006). Resources, both material 

and educational, are a major contributing factor to the nature of family support. New Zealand 

research by Vaughan (2008b), for example, reported that secondary students with mothers 

who had no qualifications and whose family had a low income were statistically more likely 

to not intend to go on to tertiary study. Lack of maternal qualification (but not low income) 

was also associated with not seeing a professional occupation as a likely choice, while 

students from high income families were more likely to say their parents had been a helpful 

support for their careers thinking than students from low income families. Bryce et al. (2007) 

found associations between secondary students’ plans to go to university and high family 

income and high parental qualifications (see also Taylor and Nelms, 2008). 

Family income appears to have a number of related effects. Furlong et al. (1996) Schoon and 

Parsons (2002) and many others have shown that poverty has a detrimental effect on 

academic achievement. Poverty at home is also likely to mean that parents struggle to offer 

financial support to their children to get them through post-school education or may wish 

them to move straight from school to work in order to start contributing to the family income 

as soon as possible. Young people themselves may consider this to be important too: they 

may be reluctant to incur debt through student loans, and they (together with family, 

community and peers) may perceive bringing an income into the family as a significant step 

in the movement from adolescence to adulthood (Bauder, 2001; Fernandez-Kelly, 1994; 

Villenas and Deyhle, 1999).  

Financial support is clearly helpful in moving into further education and training, but other 

less material forms of support have also been shown to be useful for young people deciding 

on a career path. Canadian, US, UK and Australian studies have found that parents’ emotional 

support is important in shaping the occupational aspirations of their children: young people’s 

perceptions of support from parents and others is associated with their educational and 

occupational goals (Covell et al, 1999; Kenny et al, 2003; Schoon and Parsons, 2002; Munns 

and Parente, 2003; Arthur et al, 2004). High levels of emotional support seem to have a 

beneficial effect by helping young people to stay engaged with their schooling and to have 

positive attitudes about both education and work.  

Kenny et al. (2003) also looked at young people’s perceptions of barriers to gaining a good 

career, and in particular whether they thought that poverty and/or racial discrimination might 

act as barriers. The study concluded that when young people recognised and experienced 

these, this had a detrimental effect on their schooling and their career aspirations (see also 

Gushue, 2005). Interestingly, the study’s finding about the negative influence of the 

perception of barriers was less robust than an accompanying finding about the positive 

influence of adult support.  

The importance of support from family, community and school comes through strongly in 

these and other studies: it is likely that a significant way of helping young people towards a 

good career pathway involves assisting them to identify and access whatever support may be 

available to them at home, at school and in the community. Nevertheless, offering support 

may be challenging for parents and relatives, particularly if they have had a negative 

experience of education or have not been involved in post-school education themselves. 

Parents in this situation may feel inadequate to the task of supporting the career decision-

making processes of their children (e.g. Munns and Parente, 2003; Parente et al, 2003; Career 

Services, 2007). Some may feel that their own experience indicates that post-school education 

may not be a good investment.  
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A study by Schnabel et al. (2002) comparing the United States and Germany concluded that 

the earlier in school a career path decision is made, the more ‘conservative’ it is likely to be. 

This is because many things such as a student’s abilities and his or her potential in different 

areas are not yet known. Also parental influence is likely to be stronger when their children 

are young. In these situations, the career paths of a student’s parents may come to be seen as a 

safe ‘fall back’ position, but if parents have a reasonably narrow understanding of the 

opportunities for post-school education and employment (based only on their own experience) 

this kind of decision-making may not work to a young person’s advantage. This suggests that 

as young people get older, and advice and support become available from other sources, 

horizons may widen.  

Parents may also be influential in ways they may not expect. Several studies suggest that 

young people are influenced in their ideas about work by the way their parents talk about their 

own jobs. Neblett and Cortina (2006) found that how children perceived their parents’ work 

in terms of (i) the rewards it offered, (ii) the amount of self-direction parents had, and (iii) the 

levels of stress involved, all influenced their own outlook. Young people were more likely to 

be optimistic about their own opportunities in education and work if they saw their parents 

were positive about their work. The opposite was also true: when parents were negative about 

their work, their children picked this up and tended to be pessimistic about their own chances 

and likely future experiences. A key finding from this study was that even if parents felt 

negatively about their work, they could lessen the negative impact of this outlook on their 

children if they actively supported them in terms of career development in the future. 

Some studies propose interventions into family career influence (following a deficit model), 

while others suggest enhancing the influence of family by including and supporting the family 

in relation to the young person’s decision-making (Berríos-Allison, 2005; Perkins and 

Peterson, 2005; Bryce and Anderson, 2008). Several studies have measured aspects of the 

relationships between family support and career decision-making (Nota et al, 2007) and 

between family encouragement and discouragement of certain occupational interests (Berríos-

Allison, 2005) with a view to intervention and enhancement possibilities that could effect 

greater career self-efficacy for the individual student or young person.  

5.2  Communities and Neighbourhoods 

I like [living here]. It’s good… All our family live dead close together… they’re 

always there if you need ’em. (Carol-Anne)  

Living here it’s brilliant. We have no problems with anyone. We know all the 

thugs and thieves and whatever but everyone’s okay… It’s a lot better if you know 

someone and something goes wrong. If you have problems, you can always call on 

people. (Martin)  

Every time I come back [here]… I know I’m home. I feel dead relaxed, as if it’s a 

weight off your shoulders … I don’t like the place! … You’re secure. It’s a security 

blanket; the place where you were raised. (Zack)  

These comments come from young people in some of England’s poorest neighbourhoods 

(MacDonald et al, 2005). Clearly these neighbourhoods are important to these young people, 

even if, as the comments also suggest, they are places of difficulty and deprivation. A great 

deal of research suggests that young people from poor neighbourhoods do not achieve as well 



 

 
 32 

 

eel 

in school and in their career development as their counterparts in better-off neighbourhoods 

(Bauder, 2001, cites many such studies). This is known as the ‘neighbourhood effect’. This 

phenomenon can be seen in the light of other research noted above, about young people and 

career aspirations. Common research findings are summed up well by Furlong and his 

research team (1996) using a survey of ten percent of all 16 year olds in Scotland: 

• How well a student was achieving academically at school proved to be the most 

powerful influence on career aspirations: those doing well had higher aspirations than 

those not doing well.  

• Parents’ jobs were important in shaping aspirations: young people with parents 

working as managers or professionals (e.g. lawyers, teachers, doctors, accountants and 

so forth) had higher aspirations than those whose parents were not in professional or 

managerial work.  

• Those who lived in neighbourhoods characterised by unemployment, poverty and over-

crowded housing, so-called ‘deprived neighbourhoods’, were likely to have low 

aspirations. 

Thus, the evidence is strong that young people from poor neighbourhoods tend to have poorer 

chances of doing well in their careers than those from more well-off neighbourhoods. There 

are a number of reasons why this might be so.  

• Poor neighbourhoods are generally composed of poor families, and so the factors 

discussed in the section above, about the influence of family poverty on young people’s 

aspirations, choices and opportunities, come into play. 

• Goux and Maurin (2007) analyse French data, and find that an adolescent’s outcomes 

at the end of junior high-school are strongly influenced by the performance of other 

adolescents who are close neighbours. In particular, ‘the probability of repeating a 

grade at the end of junior high-school increases strongly when the other adolescents 

living in the same neighbourhood have already been held back a grade rather than 

when they have not’ (p. 1210). 

• Findings from Kenny et al. (2003) discussed above may also be important. Young 

people’s perceptions of barriers such as poverty and discrimination in their 

neighbourhoods may lead many to conclude that their chances of finding good work 

are slim because of the power of these factors. 

• Young people may want to look for work close to home because, as those quoted at the 

start of this section indicate, these neighbourhoods can be very close-knit communities. 

MacDonald et al. (2005, p. 883) found ‘strong, close, supportive relationships’ in poor 

neighbourhoods, and Forrest and Kearns (2001, p. 2141, cited in MacDonald et al, 
2005, p. 883) argue that ‘close family ties, mutual aid and voluntarism are often strong 

features of poor areas’ helping people to cope with poverty and unemployment.  

MacDonald’s research team found that young people with strong links to neighbourhood 

networks tended to search for work within or close to their neighbourhood. A key problem for 

them was that the jobs available in these areas tended to be low paid, unskilled and insecure. 

So while they found work that was close to family, and in a community where they felt a 

sense of belonging, this work was not rewarding in terms of wages or prospects for the future.  
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Many job seekers use their networks to find employment but for these young people those 

networks went no further than their own poor neighbourhoods, and so the job opportunities 

open to them also went no further than this (MacDonald et al, 2005; Pavis et al, 2001). 

MacDonald calls this ‘the paradox of networks’: while networks are a key way for many to 

find work, they can also lead to a dead-end if they don’t link into labour markets with plenty 

of opportunities. 

Similar dynamics are at work in many rural communities (Eacott and Sonn, 2006; Lapan et al, 
2003; Pavis et al, 2001; Shucksmith, 2004) including many indigenous communities whose 

young people may have strong aspirations to work to benefit their community. Arthur et al. 
(2004), for example, studied the careers and aspirations of young Torres Strait Islanders. They 

found that these young people relied on local networks of family and friends to find work, 

trusting these much more than institutions or people who would provide them with 

information or placements. Supporting their families was a priority for these young people, 

and this, together with a shortage of jobs (other than fishing) in their communities, 

constrained their options and made it difficult for many of them to pursue their aspirations. 

Hunter and Gray (2004) similarly report that indigenous Australians rely heavily on friends 

and family as sources of job information, but that these networks are likely to be limited in 

their scope and opportunities. Long (1999) and Shafer and Rangasamy (1995) discuss similar 

dilemmas facing young Native Americans who have a strong commitment to family and 

community but for whom job opportunities close to home are often scarce or of poor quality. 

It may be helpful to frame these results in terms of risk. It is risky for a young person to move 

away from home, particularly from a tight-knit community where he or she feels a strong 

sense of belonging and security. This is especially so for those who have a powerful 

identification with their community or who don’t have many resources in the form of money 

or qualifications. They may feel that without these resources their chances of finding a good 

job elsewhere are low, and that this chance is not worth taking if it means losing the close 

links to family and community that they can maintain if they stay in the neighbourhood. The 

risk involved in ‘staying put’ on the other hand, is that finding a good job in a poor 

neighbourhood can be very difficult. 

This risk can be addressed from two directions: one solution involves increasing the 

opportunities available in a particular neighbourhood or community; a second involves 

increasing the level of security for those leaving to find education or work elsewhere. The 

first option includes economic development leading to improved job opportunities, but might 

also include the introduction into the neighbourhood or community of quality educational 

institutions. Do (2004) found that the presence of quality universities or colleges in a 

community led to improved participation in further education by those on a low income, even 

if they didn’t attend the local college. One obvious reason for this is cost, since there are 

many savings to be made from living at home while going into tertiary education. But the 

study found that cost did not entirely explain the change in participation. Do (2004, p. 249) 

suggests that when a community environment includes a college, young people ‘may foresee 

a post-secondary education as a natural goal and take that path as a means of success in the 

labor market’. In other words, this research suggests that the establishment of a tertiary 

education institution in a community changes the identity of the community, so that young 

people from that community feel that they can take up post-school education without risking 

the security and sense of identity they gain from belonging to that community: it becomes part 

of the ‘natural order of things’, part of one’s community identity. 
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In contrast to the more macro approach of the first option, the second option falls more within 

the scope of agencies working directly with young people. Since networks play a key role in 

providing security and helping people explore career development opportunities, it is useful to 

consider ways of enabling young people to link into networks that offer better opportunities 

than those available in the neighbourhood but which also give a strong sense of belonging and 

security. A United States study by Bauder (2001) gives some support to this suggestion. 

Bauder compared the experiences of young people in two similar poor neighbourhoods in 

Texas called Lanier and Palm Heights. Young people living in Palm Heights were much more 

likely to be in school or in work than those living in Lanier. Bauder explores this in terms of a 

key difference in how programmes for young people were run in these neighbourhoods.  

• In Lanier, programme workers separated out those young people they regarded as being 

‘at risk’ and/or ‘dysfunctional’. Most programmes and services were then directed at 

this group in an attempt to change their behaviour in ways more in keeping with the 

norms and values of the programme workers. Those young people who did not make 

this change were directed towards low-level work in the neighbourhood on the 

assumption that they could not achieve better work.  

• In Palm Heights this division did not happen. Programmes and services were organised 

inclusively, according to age groups rather than the level of a young person’s perceived 

dysfunction (as judged by programme administrators). And, crucially, unlike the Lanier 

case, the Palm Heights programmes incorporated youth participants and adult 

volunteers from a range of neighbourhoods, enabling young people in Palm Heights to 

develop friendship and mentoring relationships with people from diverse backgrounds.  

In Lanier, the aim of the programmes was the behaviour modification of young people 

regarded by administrators as ‘difficult’. In Palm Heights, these labels were not used to isolate 

a particular group and the processes involved in the programmes enabled participants to create 

networks with adults and other young people from beyond their own neighbourhood. As 

Bauder (p. 605) points out, the Palm Heights programmes ‘focus on spatial and social 

inclusion of all members of their youth groups. Through integration strategies they attempt to 

disrupt patterns of social isolation and provide “bridges to other social networks” (Fernandez-

Kelly 1994:109)’. It is possible that, by following this inclusive path and creating these 

bridges, these programmes have found a way of addressing young people’s need for security 

and a sense of belonging within networks, while also enabling them to look beyond the 

limited opportunities in their own neighbourhood. 

5.3  Mentors and Role Models 

More than job characteristics are taken into account when an individual forms an image of a 

career: the perceived lifestyles of workers in the industry or occupation (including their 

personal life, their income and their relationships) are also important (Taylor, 2005). This 

lifestyle view of careers is reported by many young people throughout the literature and may 

be a reason why role models are found to have a powerful influence: they are seen to convey a 

great deal about what it may be like to have a particular job, what sort of person does this job 

and what kind of life they lead (Foskett and Hemsley-Brown, 1999; Gianakos, 1999).  

One way of creating a bridge between education and employment, therefore, is through the 

use of mentors who enable young people to engage with learning in an education/training 

programme, or on the job, through a significant relationship with a person whose position and 

expertise they respect and trust. This is a topic of particular interest in the indigenous studies 
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literature. Arthur et al. (2004), for example, cite comments by young Torres Strait Islanders 

who identified having a mentor as a key to achieving goals (second only to family support). 

Brigham and Taylor (2006) report on an apprenticeship training initiative for aboriginal youth 

in Canada, which included aspects that were lauded by participants and their communities 

because its mentoring approach was seen to parallel traditional practices in which elders 

taught the young through apprenticeship-style learning. Dawes and Dawes (2005) describe the 

success of a mentoring programme designed for indigenous young men in a detention facility 

in Australia, commenting on the value of mentors as role models from the community (see 

also Long, 1999, Helm, 2005, and Spencer, 2006). 

A class of models within economics provides an explanation of how mentors and role models 

can expand the career possibilities considered by young people from social minorities who 

have not previously entered specialist occupations (Manski, 1993a; Chung, 2000; Oxoby, 

2008). The essence of these models is that ‘individuals who fail to observe successful 

predecessors of their same type [e.g. same race or gender] may underestimate their potential 

for success in the occupation’ (Oxoby, 2008, p. 400). This underestimate leads these 

individuals to choose lower levels of education than are justified by their actual abilities. The 

system is therefore self-reinforcing, perpetuating the disadvantage into the next generation. 

These models all suggest a role for affirmative action policies to improve individual and 

social outcomes.  
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Chapter 6 

Systems Linking Education and Employment Choices 

 

Formal systems linking education and employment choices operate very differently across 

different countries (Ryan, 2001). This chapter is comprised of three sections. Section 6.1 

provides an overview of the different types of systems, from highly formalised in Northern 

Europe and Japan to the more decentralised systems in North America, the United Kingdom 

and Australasia. Section 6.2 discusses recent frameworks that have sought to strengthen 

linkages between schools and employers, particularly in promoting vocational skill 

development in the more decentralised systems. Section 6.3 discusses New Zealand’s 

National Certificate for Educational Attainment in that context. 

6.1 International Systems 

In a number of northern European countries (notably Germany, Austria, Switzerland, 

Denmark and Luxembourg) there are highly formalised systems based on apprenticeships. 

Japan also has a highly formalised system involving close relationships between individual 

school and individual firms (Brinton, 2000; Hara, 2005). Elsewhere (in the United Kingdom, 

the United States, Australia and New Zealand, for example) the linkages between education 

and employment are less structured and require young people to create their own individual 

pathways.  

A key difference is that the more formalised systems splits students between vocational and 

academic tracks at a relatively early age.
10

 In Germany, for example, students enter diverse 

education tracks as early as twelve; those on an academic track are expected to go from 

school to university and to train for professional careers, whereas those on the vocational 

track are expected to enter apprenticeships. The apprenticeship system covers more than 300 

occupations, from the traditional trades to jobs in the service sector and administration 

(Lehmann, 2005). Traditionally in this system, a dual system operates for those on the 

vocational track: during the last three years of school, these students might spend three days 

each week in a workplace as an apprentice being trained in a particular vocation (for example, 

as a chef, a car mechanic and so forth) and two days per week in school receiving a more 

academic education in subjects relevant to their apprenticeship.  

In the United States, on the other hand, (similar systems exist in Canada, the United 

Kingdom, Australia and New Zealand) the system is much more fluid and students can leave 

decisions about career pathways open until they leave school. Links with employers tend not 

to be so closely woven into the school system, and work experience for students is likely to be 

short term (often no more than a few weeks). This section discusses three key aspects of these 

systems, flexibility, transparency and academic/vocational integration. 

                                                 
10

 There is a considerable literature on the merits or otherwise of tracking or streaming. See 

Rosenbaum (1996) for a discussion on four dimensions of tracking: inclusiveness, electiveness, 

selectiveness and scope.  
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Flexibility 

In Germany a decision on which educational track to take must be made fairly early, and once 

a student has embarked on a particular education path it becomes difficult to change track. 

The literature records advantages and disadvantages associated with this low level of 

flexibility. As noted above, Schnabel et al. (2002) found that the earlier a career path decision 

is made the more likely it will mirror the working lives of parents, and this can contribute to 

the reproduction of inequality. On the other hand, because a decision is made early a student 

has the opportunity to be well-trained in the occupational skills relevant to a particular 

occupation and is likely (although not guaranteed) to gain employment in this occupation on 

leaving school because of the close links already established with employers. Because of the 

intensity of the training, students are also likely to enter jobs with reasonably high-level 

skills.
11

 In the more open system in the United States, decisions can be left until much later, 

allowing students to pursue a more general or varied educational path that may lead to a wide 

range of different jobs. While this flexibility may offer considerable freedom of choice, it can 

also mean that individuals may flounder when they leave school because they lack specific 

occupational skills and they have not established close links with employers.  

Deciding on the level of flexibility in a system means considering this trade-off: making an 

early decision about which education and career path to take can reproduce inequality and 

reduce choice, but it does enable a high level of focus and training over an extended period. 

Leaving a decision until much later, and enabling a high level of flexibility in changing 

course, can mean that a school leaver will flounder in the labour market, lacking useful high 

level occupational skills. But it also can mean that the young person has considerable freedom 

of choice about pursuing a career path and may have a chance to challenge parental 

expectations about that path. 

Transparency 

Lehmann (2005) has described how young Germans in apprenticeship training while still in 

school can ‘see through the system to plot a course from where they are in the present to a 

distant future goal’ (Hamilton and Hurrelmann, 1994, cited in Lehmann, 2005; see also 

Hamilton, 1994, cited in Heckhausen and Tomasik, 2002). To a certain extent this is function 

of the formality of the system. Once a student is on a track (vocational or academic) it is made 

fairly clear how that path will lead towards university or towards a particular apprenticeship 

and thence to a job.  

More open, less formalised systems tend to be less transparent. Many critiques of systems of 

vocational education are found in the research literature, often focusing on their lack of 

transparency. In particular, problems arise when students are undertaking school work and 

vocational training (or work experience) at the same time but the links between these are 

neither close nor clear. The students don’t understand (i) how their vocational training links to 

their school work, (ii) the relevance of their school work to their training, and (iii) how to 

combine these to create a career pathway. At the same time, employers may be unclear about 

(and may even discount) the utility of the school work that the students are doing 

(Rosenbaum, 1996; Rosenbaum and Binder, 1997; and Krahn et al, 2002). Transparency is 

therefore linked to the credibility of the qualifications system.  

                                                 
11

 Hanhart and Bossio (1998) and Heckhausen and Tomasik (2002) comment respectively on recent 

problems with the Swiss and the German apprenticeship systems struggling to guarantee work.  
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In fact, a key aspect of transparency in the system rests on the way in which academic and 

vocational learning are related to each other: if students and employers are able to see how 

these fit together, then both forms of learning will become meaningful in the crafting of a 

career pathway. This requires (i) that they be integrated, and (ii) that students, teachers, 

employers and worker organisations (such as unions) all have a good understanding of, and 

respect for, how this integration operates and the qualifications it produces.  

Integrating Academic and Vocational Learning 

Integrating academic and vocational learning is an on-going issue; see, for example, Arum 

and Shavit (1995), Beekhoven and Dekkers (2005), Krahn et al. (2002), Lehmann (2000, 

2005), Meijers and Wesselingh (1999), Rosenbaum (1996) and Shilling (1991). A great deal 

of research points towards the desirability of such integration but also indicates why there are 

difficulties achieving this – notably because these are often perceived as having different 

objectives and are typically set in opposition to each other in formal educational contexts. 

Academic knowledge and work is aligned with theoretical, abstract, discipline-based thinking. 

Vocational or technical knowledge and work is aligned with practical, experiential and 

observable phenomena. These different positions – or the reasons for their opposition - can be 

traced back to Greek philosophers’ ideas about disciplines and knowledge, and then to a 

blending of these with egalitarianism (the idea that everyone is entitled to education and a 

chance to improve their lives), and to industrial society’s need to sort and prepare people for 

different types, and tiers, of paid work.  

The oppositional thinking of the two kinds of knowledge – academic versus vocational – have 

tended to align with major schools of thought in education such as traditional, mainstream and 

‘liberal’ education versus progressive and alternative education. Educational debates have 

often expressed this in terms of ‘education versus training’, ‘mental versus manual’, ‘knowing 

that’ and ‘knowing how’, and ‘subject-centred versus child-centred’.
12

 Pedagogic differences 

include use of larger, formal classes with cohort and room changes centred on learning 

content versus smaller, informal classes with ‘home’ rooms centred on pastoral care and 

learning ‘life-skills’.
13

  

Egan (2001) identifies three ideas forming the education bedrock that lies behind the 

academic/vocational divide: shaping the mind via a disciplined academic curriculum 

(exemplified by Plato’s thinking); facilitating the development of students’ potential 

(exemplified by Rousseau’s work); and socialising the young for society (including work). 

Egan argues that these ideas are fundamentally flawed in themselves as well as incompatible 

and undermining of each other, and suggests that, at best, the manifestation of each idea (and 

the related institutions) limits the damage of the others. He describes the compromise this way 

(Egan, 2001, p. 936): 

So, we socialise but we undercut indoctrination by the academic program calling society’s 

values into question by the commitment to individual development reducing society’s claims on 

                                                 
12

 For a current example of how this plays out in the context of New Zealand’s National Certificate of 

Educational Attainment, see section 6.3 below and the section on the technology curriculum in the 

second Learning Curves report of Hipkins et al. (2004).   
13

 For a detailed discussion on how academic and vocational forms of education manifest as 

alternative and mainstream forms of education, see Vaughan (2004, particularly chapter 3) on how 

an emerging ‘pathways framework’ can be importantly distinguished from earlier education 

frameworks by its ‘responsibilising’ applicability to all school students, not just early school 

leavers, at-risk students, or special education students.  
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any particular individual; we pursue an academic program, but we undercut intellectual 

development by egalitarian pressures from socialisation and attention to other forms of 

individual development; we encourage individual development but we undercut its fulfilment by 

the homogenising pressures of socialisation and by the standardising brought about by a 

common academic curriculum. 

There are increasing calls to integrate vocational and academic subjects in school as part of 

the emphasis on an emerging ‘new work order’, ‘new vocationalism’ and a ‘knowledge 

society’, potentially bringing together the needs of employers and schooling in new ways and 

giving new impetus to lifelong learner identities (Vaughan, 2008a). As Ryan (2002) has 

pointed out in the Australian context, work is also, like school, a rich source of learning and 

the experience of learning from work could be an entitlement for all students, especially if 

assessed and recognised by high value qualifications serving multiple purposes and users. 

However these are issues about how new policies (in Australia) on vocational learning in 

school confront older constructions about who vocational students are and what vocational 

knowledge is (Yates, 2006).
14

 Depending on people’s different positions within industry and 

education, the issues actually look different (Yates, 2006, p. 283).  

For some, the issue is about developing greater vocational attributes, orientations and identity 

across all students. For others, the issue is about how accredited vocational subjects should be 

taught, and the problems in adequately teaching these, especially in relation to work placement. 

For yet others, the issue of VET is about marginalised or at-risk students, and special projects 

that can be put in place in partnership with industry to save these. 

This debate has implications for how schools treat education and employment linkages, 

discussed in the following section. 

6.2 School-Employer Linkages 

They treated me like an adult. It was good, not like at school. I could do what I 

wanted to and they (supervisors) spent a lot of time helping me. (Student in UK 

computer placement work experience; Shilling, 1991) 

I was looked after all right, but I wasn’t allowed to do much and I spent my time 

watching or making tea, or sweeping the floor. (Student on hairdressing placement 

work experience; Shilling, 1991) 

Students themselves are often unclear about the links between academic and vocational 

learning, particularly in contexts where structural integration does not take place. Lehmann 

(2005), for example, criticises an apprenticeship programme in Canada on the grounds that it 

fails to make the connections between the different forms of learning and that, as a result, 

some young people saw their vocational training and/or work experience as ‘an escape’ from 

school. Shilling (1991) criticises a work experience programme in the United Kingdom on 

similar grounds The following exchange between Lehmann and a student in a Canadian 

apprenticeship programme involving both vocational training and school work is illustrative 

(Lehmann, 2005, p. 120).  

Lehmann: What kind of things that you learned at school have been really useful for you at 

work? 

                                                 
14

 See also Bathmaker (2005) on the United Kingdom research into this area.  
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Debbie: [pause – laughs nervously] … Well, I don’t really know. Because no-one ever really 

talks to me about the work I do, here at school. 

L. You don’t talk to any of your teachers or counsellors about what happens at work and the 

things you do at work? 

D. No, just Mr [work experience co-ordinator], actually. That’s the only person I talk to about it. 

L. And what kind of things would you talk about?  

D. Like, sometimes, I’ll be walking down the hall and he’ll see me and say ‘How is work?’ Just 

that kind of stuff.  

L. … at work, have you learned anything, any values, any skills, that you think will be useful 

for you at school? 

D. [pause – laughs nervously] …Going to work and going to school are two different things. 

They are two different things. I can’t really say. 

It’s not clear to Debbie how what she has learned at school might help her apprenticeship. In 

addition, her experiences in work are not reflected on at school in a way that will enhance her 

learning there. Without some kind of integration between the two, Debbie could be forgiven 

for thinking that her school work is more or less irrelevant to her apprenticeship and for 

wondering why she should continue on in school. The research literature argues that these two 

ways of learning should ‘speak’ to each other, together enhancing Debbie’s understanding of 

the career path she is trying out. 

As noted above, this kind of integration can be enormously difficult to achieve. It requires 

resources: schools must have the time and teacher numbers for communicating between 

school and work sites and for enabling students to bring together their practical and academic 

knowledge. And employers must be prepared to take training seriously and to commit 

resources (of supervisory time, in particular) to this. If young people are learning the 

theoretical basis of a particular occupational field in school, but are consistently marginalised 

in their work experience placements by being consigned to sweeping the floor and making the 

tea, they will struggle to make sense of the academic work they are undertaking in school and 

to apply it in any useful way in the workplace.  

It also requires the convergence to a certain extent at least of interests and objectives between 

educational and workplace institutions (see for example, Ahier et al, 2000). One aspect of this 

which has been explored in the literature is the generation of a ‘training culture’ in which 

vocational training and trainers are highly respected rather than stigmatised as is often the 

case where the academic vocational divide is significant. Roberts et al. (1994) have observed 

interesting differences between training cultures in the United Kingdom and Germany. In 

contrast to the situation in the United Kingdom, ‘training in Germany was not regarded as an 

unfortunate but necessary expense’. Rather ‘employers believed that they had a responsibility 

to train and would have incurred social disapproval had they failed to do so’ and ‘the meister 

who carried training, technical and management responsibilities had become a high status 

role’ (p. 42). At the same time, young Germans believed in the importance of being properly 

trained before being hired as workers, and they believed that this training was their right – a 

belief with which employers agreed.  

This training culture is also expressed in German vocational schools where apprentices 

undertake courses in social studies in which they learn about employment laws and 

regulations, and about their rights as employees in the workplace (Lehmann, 2005). Lehmann 

points out, ‘without this understanding … youth apprentices are open to forms of exploitation 
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against which they have no recourse or which they may not even recognize’ (p. 124). 

Brigham and Taylor (2006) likewise criticise apprenticeship programmes for aboriginal youth 

in Canada arguing that these are focused on the needs of employers rather than students and 

do not include the teaching of knowledge that would allow the students to become critically 

engaged citizens and workers. 

The research indicates that the development of a work culture in which formal training is 

given a high priority would be characterised by the following: 

• Schools and employers would see the benefits of putting time and qualified staff into 

establishing and maintaining relationships and into high quality education/training.  

• Schools, employers, and worker organizations (such as trade unions) would have a good 

understanding of, and perhaps input into, those aspects of the senior curriculum where 

links to employment are likely to be relevant and productive.  

• Schools would provide, and employers would take seriously, good information about 

students’ abilities and suitability for particular work opportunities. Rosenbaum (1996) 

has argued that employers in the US seldom used grades or test scores in their hiring 

decisions, preferring to rely on brief impressions given at an interview (see also Ryan, 

2001, p. 59). He argues that this sends the wrong message to students, who see that 

academic effort in school may well not be rewarded in a hiring situation. Krahn et al. 
(2002) make a similar observation of the situation in Alberta, Canada: most students in 

their study did not see any labour market significance for the analytic skills they gained 

in high school, and employers and students were unable to communicate effectively 

with each other about skills. Rosenbaum contrasts this situation with the systems in 

Germany and Japan where students are clearly informed about what employment skills 

are required for particular work opportunities, and employers receive good information 

about students’ skills and work habits.  

• Students would know that their school work is relevant to, and will be acknowledged 

by, a potential employer (e.g. through a job offer, a good starting position, the promise 

of future advancement and so forth). This gives students good reasons to engage with 

their school work and a good understanding of how this engagement will benefit them 

in the future.  

Scotland is attempting to put these principles into practice in a policy programme entitled 

Determined to Succeed that provides school students with carefully structured exposures to 

the world of work (Scottish Executive, 2002 and 2003). The programme is based on local 

partnerships between schools and employers, led by local authorities and overseen by a 

national committee (the Smith Group) of senior figures from business and educators. A report 

evaluating the first three years of the policies highlighted the critical role of employer 

involvement (Scottish Executive, 2007 pp. 12-13): 

The continued involvement of Scotland’s employers is therefore critical and is at the heart of 

our strategy. Young people need to understand the relevance of what they are learning to the 

world in which they live. Enterprise in education needs to enable young people to understand 

the business world and what it means to be enterprising. They need to understand 

entrepreneurialism and the opportunities it creates for wealth creation, not just for the individual 

but for Scotland. Young people need to be able to make informed decisions about their future 

education and employment. 
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This is why it is so important that employers, from all sectors, play their part. And they do! 

Many employers have been involved for some considerable time. But many more have become 

involved since the launch of Determined to Succeed, a powerful illustration of the desire and 

commitment of both the education and business communities to work together for the benefit of 

Scotland’s young people. 

Through Determined to Succeed, we have embarked on an important journey. Excellent 

progress has been made, in what has been a relatively short period of time; the target of 2,000 

school/business partnerships by 2006, has been exceeded nearly four-fold; local authorities are 

reporting that enterprise education is now happening in all of their schools; more young people 

than ever before are getting a chance to participate in experiential entrepreneurial learning and 

in vocational learning opportunities, linked to qualifications; 22,000 teachers have been trained 

in enterprise education; and there has been a 17% increase in the number of entries to the 

enterprise categories of the Scottish Education Awards. 

6.3 New Zealand’s National Certificate of Educational Achievement 

As noted above, local and international research has consistently highlighted the need for 

qualifications that are credible (they are meaningful to employers, educational institutions, 

students and parents), transparent (it is clear what they are representing and how), and flexible 

(they can be attained and used in a number of ways). New Zealand’s National Certificate of 

Educational Achievement (NCEA) provides a good example of a qualification, within a wider 

qualifications framework, that was explicitly designed to address issues of flexibility, 

transparency, and credibility, as well as to challenge the persistent divide between an 

academic and a vocational curriculum.  

The pre-NCEA norm-referenced national examinations at year 11 (School Certificate) and 

year 13 (Bursary), together with the internally assessed Sixth Form Certificate issued in year 

12, were discontinued between 2002 and 2004. In their place various criterion-referenced or 

standards-based National Certificates were established, including the NCEA, which covers 

the previous senior secondary school exams at all three year levels. These certificates 

comprise the key school-based qualifications within a wide-ranging ‘seamless’ National 

Qualifications Framework (NQF) that also credentials tertiary level learning right up to post-

graduate level. The NCEA is typically the first major qualification for New Zealand senior 

secondary school students, giving access to further education and impacting on subsequent 

employment.
15

  

NCEA standards are modular, comprised of two types. Initially the NQF (and NCEA) was 

built around ‘unit standards’, with each standard identifying one or more competency and 

performance-based elements. Unit standards for conventional school subjects were developed 

from national curriculum statements, while those related to workplace assessment were based 

on the performance expectations of tertiary providers and industry. So when performance was 

demonstrated, the unit standard could be awarded as a ‘pass’.  

However, in the context of norm-referenced secondary school qualifications, there has long 

been an expectation that formal assessment for qualifications will provide some means of 

ranking students by performance. This is one of the tensions that led to the development of 

                                                 
15

  It is possible for some students to gain other National Certificates before, or instead of, the NCEA, 

depending on their school subject options. Philips (1998) and Dobric (2005) provide excellent and 

very detailed discussions on the development and politics of the National Qualifications 

Framework and the NCEA respectively. 
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‘achievement standards’ that are now integral to the NCEA. Achievement standards describe 

evidence of learning in a part of a course (typically six or seven standards per traditional year-

long subject). Specifically designed for the NCEA, they are awarded at ‘achieve’, ‘merit’ or 

‘excellence’ levels, although the number of credits awarded remains the same regardless of 

the level achieved.   

Individual unit standards can be grouped together in various ways to document a 

qualification. Some schools were quick to recognise the advantages of assessing certain 

subjects with unit standards, especially for students who need alternatives to ‘traditional 

academic learning’. The development of ‘alternative’ pathways through the secondary school 

has thus been strongly supported by the opening up of this more flexible way of credentialing 

learning.  

Uptake of unit standards for the assessment of conventional school subjects was, however, 

less enthusiastic. In part this was a response to what was seen as the excessive fragmentation 

of disciplinary subjects into discrete ‘units’ of learning (Marshall, 1995). This has also been 

an issue where a single national qualifications system has been proposed in the United 

Kingdom, drawing criticisms about the irreducibility to precisely specified outcomes of 

personal intellectual development in the form of general (rather than vocational) education 

(Young, 2003). 

Teacher workload was also an issue in New Zealand because unit standards are internally 

assessed, requiring teachers to make all the relevant professional judgements of their students’ 

achievement (repeatedly for re-assessments), carry out moderation, and keep records. So this 

was another reason for the development of achievement standards developed from curriculum 

statements from the core and traditional subjects.  

Because unit standards tend to cover a wider range of types of learning (although many do 

assess aspects of the conventional school curriculum), including assessment for vocational 

certificates such as the New Zealand Certificate of Employment Skills, unit standards have 

become associated with the more ‘alternative’ and non-academic subjects. Many people 

therefore regard unit them as inferior to achievement standards – a ‘soft’ option that gives 

students ‘easy’ NCEA credits (see for example Meyer et al, 2006). This perception about 

‘soft’ options, unit standards, and alternative or vocationally-oriented subjects persists, 

particularly in media and popular debate about the NCEA, despite research that suggests very 

few students chose subjects because they might yield ‘easy NCEA credits’ but rather see their 

subjects as interesting and useful immediately or useful in the future (Hipkins, Vaughan, 

Beals and Ferral, 2004; Hipkins and Vaughan et al, 2005).   

In the Learning Curves research, for example, different within-subject options were analysed 

in the largely compulsory subjects of English, mathematics, and science offered in six case 

study schools. This research wanted to avoid traditional assumptions about which students 

had greater ‘ability’ to learn, and binary differentiation by which non-traditional courses also 

become ‘not-academic’. Hence the researchers devised course names from sociologist Basil 

Bernstein’s (1971) theoretical and empirical study of the structure of educational knowledge: 

traditional-discipline options are mainly assessed by achievement standards, and reflect 

traditional ways of thinking about the structure and content for that ‘subject’; locally 
redesigned options are designed to meet specific student learning needs and interests and 

assessed with a mix of achievement and unit standards, sometimes drawn from different year 

levels, and occasionally also from different subject areas (allowing for different pacing of 

teaching and learning with potential to contextualise learning in new ways); and contextually-
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focused options have origins typically in redesigned ‘applied’ or ‘vocational’ courses, linking 

school learning to everyday or future work contexts, and mainly assessed internally by unit 

standards, and often offering a reduced number of credits, creating more flexibility for 

different learning experiences and varied pacing of learning (Hipkins, Vaughan, Beals and 

Ferral 2004). 

A key point about the NCEA for the purposes of this literature review is that, as part of a 

National Qualifications Framework (NQF) predicated on credentialling a wider range of 

learning than traditional academic learning, it affords a range of possibilities for students to 

engage in decision making about their learning and qualifications – which directly affects 

their transition from school. The idea that students make some decisions like this is not new, 

but the possibilities for such decisions used to be far more restricted because school 

qualifications were more closely prescribed and externally controlled. The NCEA, on the 

other hand, can be thought of as ‘produced’ – partly by students who may decide which 

standards to attempt and how to combine credits towards qualifications and post-school 

pathways, partly by teachers who may encourage or discourage student choices, and partly by 

schools who organise pathways through and beyond school by the number and type of credits 

they offer and by the timetabling of courses (Hipkins and Vaughan et al, 2005).  

The Learning Curves analysis suggested that even ‘core’ subjects such as English and 

mathematics, seemingly taken in common by most students at least until the end of year 11, 

look very different for students in these different clusters, and are assessed by quite different 

combinations of achievement and unit standards (Hipkins and Vaughan et al, 2005). This is 

important because entrance to university is enabled or constrained by having the correct 

combination of four factors: total number of level 3 credits; a literacy requirement; a 

numeracy requirement; and having credits, mostly from achievement standards, distributed in 

certain ways across ‘approved subjects’ from a published list generated in consultation with 

university Vice Chancellors (Vaughan, 2008b). Recent research from the Star Path project at 

Auckland University has shown that, of those four factors, not having the correct distribution 

of credits across subjects is likely to be the main ‘choke point’ for Māori and Pacific students 

in low decile schools. Even if they satisfy the other three requirements, not having ‘chosen’ a 

subject combination that will yield the necessary pattern of credits is likely to be what will 

prevent them from taking up university study immediately after they leave school (McKinley, 

2008).  

An important issue is therefore how students understand the various pathways opening up. 

These difficulties were highlighted in research, cited in Lee and Lee (2000), into changes in 

teaching, learning, and assessment with the Scottish National Certificate, which had 

modularised programmes of study and criterion-based assessment. The changes indirectly 

raised issues about the role of schooling in relation to how senior students understood their 

choices and pathways. The research found that teachers worried that modular programmes 

and continuous assessment would mean students would lack an overview of their study 

programme, although more than half the teachers, nearly all the employers, and half the 

students considered the new system had helped learning. The research also found that teachers 

considered the new system placed an inappropriate amount of responsibility on students for 

their own learning (wide subject choices) but also fostered a passive attitude toward learning 

(the passing of modules) rather than encouraging a deeper understanding of what was to be 

learned.  

Through their survey responses and in particular their focus group discussions, students in the 

Learning Curves project (Hipkins and Vaughan, 2002a; Hipkins, Vaughan, Beals and Ferral, 
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2004; Hipkins and Vaughan et al, 2005) indicated that they have a vision of pathways through 

and beyond school and a sense of their own individual fit with those. Some students even 

argued for a more explicit pathways focus, including support for further ‘streaming’ of 

courses or groups within classes, professing a highly individualised ‘horses for courses’ 

understanding of how the NCEA could or should work for people. Students’ responses in 

focus groups have exposed the NCEA’s weakness here. For many, their professed strategies 

were not learning ones but assessment ones (Hipkins and Vaughan et al, 2005, p. 129):  

For these students, their internalising of the NQF/NCEA system has produced similar kinds of 

cynical forms of compliance, technical understandings of education, and low-risk strategies to 

those we have already seen under the previous assessment system. What is new and specific to 

the NCEA here is that these attitudes and dispositions are more transparent than under the 

previous system—largely because the NCEA as a qualification is also more transparent and 

requires students to take a more active role in producing it.  

Perhaps what students’ attitudes also usefully reveal here is that summative assessment at 

every year level is not always conducive to (lifelong) learning. And that while students have 

quite narrow views of learning, these may be related to teachers not articulating insightful 

reasons for taking particular subjects (Hipkins and Vaughan, 2002b). There have certainly 

been suggestions that schools are over-assessing students since the NCEA was first 

implemented in 2002, with the Post-Primary Teachers Association pointing out that the 

NCEA Level 1 is rarely used as a school leaver’s qualification, as School Certificate 

previously had been, and more students now stay on for Year 12 and gain the NCEA Level 2 

(Vaughan and Hipkins, 2007).  

What this really amounts to then is that all participants (students, parents, teachers, employers 

– but particularly students) need a good understanding of how qualifications relate to in-

school and post-school education, training, and employment. In this context, it is interesting 

to note that in Wales, every senior secondary student is now allocated a ‘learning coach’ to 

support the type of decision making that secondary students now face (National Assembly for 

Wales, 2004). A learning coach could become part of the structure and practices of the school, 

which the Learning Curves research has shown is as important as the individual decision-

making of, and support for, students. 

Finally, although the NCEA was originally envisioned in terms of challenging the 

academic/vocational divide (see Peddie, 1998) and it still has this potential, research has 

shown that, so far, this divide has become more entrenched in some schools (Hipkins and 

Vaughan et al, 2005). This divide was never as marked as in other countries because the 

allocation of students to ‘technical’ or ‘academic’ secondary schools was not adopted in New 

Zealand (in comparison with, say, Germany). However the egalitarian ideal of a common core 

curriculum for all secondary schools became, in reality, a common academic curriculum, 

taught in traditional academic ways (Lee and Lee, 2000). This also cuts the other way; 

research on the New Zealand Technology curriculum in the NCEA context shows the 

challenges in shifting what has traditionally been a teacher-driven, prescriptive transition-to-

work focus through technical subjects to a teacher-facilitated, enquiry-focused, problem-

solving focus that has some schools seeing an ‘intellectualisation’ that does not meet their 

particular students’ needs; in these cases some schools opt to work with industry training 

organisations and repackage their technology courses, offering different National Certificates, 

not NCEA (Hipkins, Vaughan, Beals and Ferral, 2004).   
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Chapter 7 

Conclusion 

 

This report has drawn on the international literatures in education, sociology, indigenous 

studies and economics to begin a trans-disciplinary account of key issues for young people 

making education and employment choices in their transition years from school to work. 

Previous chapters have focused on five themes: choice in education-employment linkages; 

crafting identities; discovery and development of abilities; opportunities and structure; and 

systems linking education and employment choices. In this concluding chapter, the authors 

bring together recent developments in their four disciplines to lay firm foundations for the 

remainder of the Education Employment Linkages research programme. 

The education literature continues to emphasise three key and conflicting roles for education 

(Egan, 2001): shaping the mind via a disciplined academic curriculum; facilitating the 

development of students’ potential; and socialising the young for society, including work. 

Within this framework, there have been some important developments in conceptualising how 

schools can help students make good linkages between their education choices and future 

employment opportunities.  

The first involves renewed efforts to integrate academic and vocational learning within 

schools. Young people are hard wired to learn, so that educational approaches should foster 

young people’s ability to be good choosers, skilful problem-solvers and lifelong learners, 

whatever their subjects of study (Claxton, 2006). This means more than supporting students’ 

current learning, but must include expanding their learning capacity in the present and for the 

future. This has very strong implications for careers guidance in schools. Instead of restricting 

this activity to ‘career advice’ focussed on providing vocationally-oriented material to 

students at risk of leaving school early, careers educators can play a crucial role in developing 

‘career management’ skills for all students to use over their lifetimes (International 

Symposium on Career Development and Public Policy, 2006). 

The second important development is to reconsider linkages between schools and employers. 

In some countries, these linkages have been highly structured, including the apprenticeship 

systems of Northern Europe and the very strong local linkages in Japan. In countries with 

more decentralised systems, there has been widespread recognition that schools can do more 

to help prepare their students for the world of work. Initiatives in line with this thinking have 

included recent initiatives to: provide secondary school students with work experience; 

increase the training/education culture within workplaces (including stronger involvement 

with local schools); and to redesign school qualifications so they provide useful information 

for students and employers about an individual’s abilities and skills. 

The sociology literature continues to emphasise the powerful impacts that individual identity 

(Wyn and White, 1997) and structural constraints such as class, gender and ethnicity (Bynner 

et al, 1997) can have on young people’s decision-making in their transition years. Recent 

developments in sociology have begun to pay more attention to agency and rationality, while 

continuing to recognise that an individual may be constrained by ‘bounded horizons’ created 
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by structural factors (Hodkinson et al, 1996; Foskett and Helsley-Brown, 1999). The resulting 

model of ‘pragmatic rationality’ identifies three interlocking dimensions: decision-making is a 

process, not a one-off event, and is part of the life course; decision-making about a post-

school path is part of a wider lifestyle choice, and is strongly shaped by context and culture; 

and decision-making is a social process, taking place in interaction with others, so that the 

actions of others will shape this process. This process is conceptualised as being constituted 

by a number of distinct turning points or moments of choice, interspersed with periods of 

routine. 

Another recent development within sociology has been to deepen understandings about the 

nature of identity construction and maintenance. This literature conceptualises identity as 

more fluid than previous writings, emphasising that a young person’s identity is typically 

multiple, contested and dynamic (Wyn and White, 1997; Ball et al, 2000; Bottrell, 2007). 

Within this approach, disengagement from learning can be analysed in terms of a clash 

between a student’s identity and his or her school’s expectation of an ideal student’s identity. 

The approach also has implications for careers educators in schools, suggesting that effective 

education for employment is based on enabling young people to undertake the identity work 

necessary to understand themselves in changing contexts. 

The indigenous studies literature continues to recognise that indigenous young people often 

experience difficulties within national school systems. The early literature tended to be 

written by outside scholars about indigenous communities, and tended to use ‘gap-language’ 

to describe the problem without being able to suggest practical steps to address the problem. 

The worst of this literature could be interpreted as suggesting that ‘being indigenous’ was the 

problem. More recent contributions, including a small number by indigenous scholars 

recording the voices of their own communities, have begun to analyse structural issues and to 

propose alternative practices that would improve learning outcomes (Parente et al, 2003; 

Arthur et al, 2004; Helme, 2005; Hughes and Thomas, 2005; Bishop and Berryman, 2006; 

Mahuika, 2007). A specific example relevant for careers educators is that several studies have 

commented on the value of mentors drawn from the community as role models for young 

indigenous students. 

Some important themes have emerged from this literature. For many indigenous young 

people, decision-making may involve recognition of the interdependence of the self and the 

collective, including subordination of individual goals to group goals, and the importance of 

the values of duty and obligation over the primacy of the individual. Effective learning can 

only be built on good relationships in which teachers care for their students as culturally 

located human beings in ways that do not communicate low teacher expectations and negative 

stereotypes. In the absence of good relationships, a student’s identity as a member of the local 

indigenous community may be ignored or rejected by teachers and classmates, and the student 

may have imposed and cultivate an identity as a disengaged learner. Indeed, a decision to 

leave school early may be a purposeful response by an indigenous young person resisting 

mono-cultural and ethnocentric schooling systems. 

The economics literature continues to focus on rational choices made by young people to 

maximise their opportunities within the constraints of their abilities and other endowments. 

The Shultz-Becker individual choice model of human capital investment remains very 

influential. Another important model is the ‘signalling’ model that demonstrates how 

employers can use qualifications to select employees with a high level of abilities, since 

higher ability people will choose more education in the Shultz-Becker model. 
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Recent contributions to this economics literature have recognised that human capital decisions 

are sequential choices repeated year after year. Some of these models also recognise that 

students do not necessarily know their abilities when they make education choices, and so 

have to revisit their plans when they discover more about their abilities through education. 

This approach recognises that ‘failure’ in education need not always be a bad outcome. In an 

entrepreneurial culture, people should be encouraged to try new things and to explore their 

potential interests and abilities. If they learn in the process that they do not have an ability to 

do well in a particular course of study, this is important new information in their personal 

development. But if this is the case, they should not be advised to persist in their original 

plans; instead, the new self-knowledge about their abilities should be reflected in a new career 

plan. 

This literature suggests that completing a programme of study is an important step towards 

achieving better employment outcomes, but warns it is only a step. People can end up in 

occupations where their qualifications are higher than necessary for the occupation, or where 

the qualifications lie in different fields, known as education-employment mismatch. This may 

be due to insufficient demand for people with particular skills, or may be the result of a 

person completing a qualification in a field where they have no particular ability or interest, or 

may be caused by structural barriers in the labour market such as discrimination based on 

class, ethnicity or gender. 

A recent class of models within economics addresses the question noted above of how 

mentors and role models can expand the career possibilities considered by young people from 

social minorities who have not previously entered specialist occupations. In the absence of 

role models, young people underestimate their own ability to enter specialist occupations. 

They therefore choose lower levels of education than are justified by their abilities, which 

produces a self-reinforcing system, perpetuating the disadvantage into the next generation. 

These models all suggest a role for affirmative action policies to improve outcomes, both for 

individuals and for the efficiency of the national economy. 

The recent developments described above in the education, sociology, indigenous studies and 

economics literatures tend to reinforce each other. At their collective centre is the young 

person, conceptualised as a dynamic individual who is continuously constructing self-

identities in diverse contexts, discovering and developing their personal abilities, making 

purposeful choices that are influenced by perceived and actual social, economic and cultural 

constraints, and engaging with education and employment systems in their schools, in their 

workplaces, in their local communities and in their countries.  

The EEL research programme is concerned in particular with systems that aim to support 

young people make good education and employment linkages. In New Zealand, as in other 

countries, these support systems are themselves in a state of flux, reflecting the changing 

conceptualisations reported in this literature review (see, for example, the report on Careers 
Education in New Zealand Schools by Vaughan and Gardiner, 2007). The next phases of the 

EEL programme will map the support systems that are currently in place, and analyse how 

they interact in assisting young people during their transition years. 



 

 
 50 

 

eel 



 

 
 51 

 

eel 

 

References 

 

Abdi, A. (2003) Enhancing Educational Access for the Somali Community through Positive 
School Management and Parental Involvement. Unpublished Masters of Management 

Studies thesis, University of Waikato, Hamilton. 

ACER (2001) Understanding Youth Pathways. Conference Proceedings, Melbourne, 15th-

16th October. Camberwell: Australian Council for Educational Research. 

Ahier, J., R. Chaplain, R. Linfield, R. Moore and J. Williams (2000) ‘School Work 

Experience: Young People and the Labour Market.’ Journal of Education and Work, 

13(3): 273-88. 

Akerlof, G. and R. Kranton (2002) ‘Identity and Schooling: Some Lessons for the Economics 

of Education.’ Journal of Economic Literature, 40(4): 1167-1201. 

Altonji, J. G. (1993) ‘The Demand for and Return to Education When Education Outcomes 

Are Uncertain.’ Journal of Labor Economics, 11(1): 48-83. 

Anderberg, D. and F. Andersson (2003) ‘Investments in Human Capital, Wage Uncertainty, 

and Public Policy.’ Journal of Public Economics, 87(7-8): 1521-1537. 

Anae, M. (1998) Fofoa-i-vao-'ese: The Identity Journeys of New Zealand Born Samoans. 

Unpublished Ph.D. Thesis (Anthropology), University of Auckland, Auckland. 

Appadurai, A. (1996) Modernity at Large: Cultural Dimensions of Globalization. Minnesota: 

University of Minnesota Press. 

Apple, M. (1986) Teachers and Texts: A Political Economy of Class and Gender Relations in 
Education. New York: Routledge. 

Archer, L. and M. Hutchings (2000) ‘Bettering Yourself? Discourses of Risk, Cost and 

Benefit in Ethnically Diverse, Young Working Class Non-participants’ Constructions of 

Higher Education.’ British Journal of Sociology of Education, 21(4): 555–574. 

Archer, L. and H. Yamashita (2003) ‘Knowing their Limits? Identities, Inequalities and Inner 

City School Leavers’ Post-16 Aspirations.’ Journal of Education Policy, 18(1): 53–69. 

Archer, L., M. Hutchings and A. Ross (2000) Higher Education and Social Class: Issues of 
Exclusion and Inclusion. London: Routledge Falmer. 

Arcidiacono, P. (2004) ‘Ability Sorting and the Returns to College Major.’ Journal of 
Econometrics, 121(1-2): 343-75. 

Arnett, J. J. (2007) Adolescence and Emerging Adulthood: A Cultural Approach, 3rd Edition. 

Upper Saddle River, NJ: Prentice Hall. 

Arthur, N. and M. McMahon (2005) ‘Multicultural Career Counseling: Theoretical 

Applications of the Systems Theory Framework.’ Career Development Quarterly, 

53(3): 208-222. 

Arthur, W. S., J. P. Hughes, V. McGrath and E. Wasaga (2004) ‘Careers and Aspirations: 

Young Torres Strait Islanders, 1999-2003.’ Discussion Paper No. 259/2004, Centre for 

Aboriginal Economic Policy Research, Australian National University, Canberra. 



 

 
 52 

 

eel 

Arum, R. and Y. Shavit (1995) ‘Secondary Vocational Education and the Transition from 

School to Work.’ Sociology of Education, 68(3): 187-204. 

Atweh, B., D. Bland, S. Carrington, and R. Cavanagh (2007) ‘School Disengagement:  Its 

Constructions, Investigation and Management.’ AARE National Conference, Perth, 

available at http://www.aare.edu.au/07pap/atw07598.pdf.  

Ball, S., J. Davies, M. David and D. Reay (2002a) ‘“Classification” and “Judgement”: Social 

Class and the “Cognitive Structures” of Choice in Higher Education.’ British Journal of 
Sociology of Education, 23(1): 51-72. 

Ball, S., S. Macrae and M. Maguire (1999) ‘Young Lives, Diverse Choices and Imagined 

Futures in an Education and Training Market.’ International Journal of Inclusive 
Education, 3(3): 195-224. 

Ball, S., M. Maguire and S. Macrae (2000) Choice, Pathways and Transitions Post-16: New 
Youth, New Economies in the Global City. London and New York: Routledge Falmer. 

Ball, S., D. Reay and M. David (2002b) ‘“Ethnic Choosing”: Minority Ethnic Students, Social 

Class and Higher Education Choice.” Race, Ethnicity and Education, 5(4): 333-357. 

Bathmaker, A.-M. (2005) ‘Hanging in or Shaping a Future: Defining a Role for Vocationally 

Related Learning in a ‘Knowledge society’.” Journal of Education Policy, 20(1): 81-

100. 

Battu, H., C. R. Belfield and P. J. Sloane (1999) ‘Overeducation among Graduates: A Cohort 

View.’ Education Economics, 7(1): 21-38. 

Bauder, H. (2001) “‘You’re Good with Your Hands, Why Don't You Become an Auto 

Mechanic?”: Neighborhood Context, Institutions and Career Development.’ 

International Journal of Urban and Regional Research, 25(3): 593-608. 

Bauman, Z. (1992) Intimations of Postmodernity. London: Routledge. 

Beattie, I. R. (2002) ‘Are All “Adolescent Econometricians” Created Equal? Racial, Class and 

Gender Differences in College Enrollment.’ Sociology of Education, 75(1): 19-43. 

Becker, G. (1962) ‘Investment in Human Capital: A Theoretical Analysis.’ Journal of 
Political Economy, 70(5, Pt 2): 9-49. 

Becker, G. (1964) Human Capital: A Theoretical and Empirical Analysis, with Special 
Reference to Education. New York: Columbia University Press. 

Beekhoven, S. and H. Dekkers (2005) ‘Early School Leaving in the Lower Vocational Track: 

Triangulation of Qualitative and Quantitative Data.’ Adolescence, 40(157): 197-213.  

Belzil, C. (2007) ‘The Return to Schooling in Structural Dynamic Models: A Survey.’ 

European Economic Review, 51(5): 1059-1105. 

Bernstein, B. (1971) Class, Codes and Control, Volume 1: Theoretical Studies towards a 
Sociology of Language. London: Routledge and Keegan Paul. 

Berríos-Allison, A. C. (2005) ‘Family Influences on College Students’ Occupational Identity.’ 

Journal of Career Assessment, 13(2): 233–247. 

Bishop, R. and M. Berryman (2006) Culture Speaks: Cultural Relationships and Classroom 
Learning. Wellington: Huia Press. 

Black, D. A. and J. A. Smith (2004) ‘How Robust is the Evidence on the Effects of College 

Quality? Evidence from Matching.’ Journal of Econometrics, 121(1-2): 99-124. 



 

 
 53 

 

eel 

Bloomer, M. and P. Hodkinson (2000) ‘Learning Careers: Continuity and Change in Young 

People’s Dispositions to Learning.’ British Educational Research Journal, 26(5): 583-

597. 

Borghans, L., A. de Grip and H. Heijke (1996) ‘Labor Market Information and the Choice of 

Vocational Specialization.’ Economics of Education Review, 15(1): 59-74. 

Bornholt, L., J. Gientzotis and G. Cooney (2004) ‘Understanding Choice Behaviours: 

Pathways from School to University with Changing Aspirations and Opportunities.’ 

Social Psychology of Education, 7(2): 211-228. 

Borell, B. (2005) ‘Living in the City Ain’t So Bad: Cultural Identity for Young Māori in 

South Auckland.’ Chapter in J. H. Liu, T. McCreanor, T. McIntosh and T. Teaiwa (Eds) 

New Zealand Identities: Departures and Destinations. Wellington: Victoria University 

Press, pp. 191-206. 

Bottrell, D. (2007) ‘Resistance, Resilience and Social Identities: Reframing “Problem Youth” 

and the Problem of Schooling.’ Journal of Youth Studies, 10(5): 597-616. 

Bourdieu, P. and L. Wacquant (1992) An Invitation to Reflexive Sociology. Chicago: 

University of Chicago Press. 

Bourdieu, P. and J. C. Passeron (1977) Reproduction in Education, Society and Culture. 

London and Beverly Hills: Sage Publications. 

Boyd, S., S. McDowall and G. Cooper (2002) Innovative Pathways from School:  The Case 
Studies. Phase 1 report. Wellington: New Zealand Council for Educational Research.  

Brigham, S. and A. Taylor (2006) ‘Youth Apprenticeship Programs for Aboriginal Youth in 

Canada: Smoothing the Path from School to Work?’ Canadian Journal of Native 
Education, 29(2): 165-181. 

Brinton, M. C. (2000) ‘Social Capital in the Japanese Youth Labor Market: Labor Market 

Policy, Schools, and Norms.’ Policy Sciences, 33(3-4): 289-306. 

Bryce, J. and M. Anderson (2008) ‘What Can Be Learned from the Roller Coaster of Young 

People Making Ultimately Successful Transitions Beyond School?’ Australian Journal 
of Career Development, 17(1): 41-48. 

Bryce, J., M. Anderson, T. Frigo and P. Mckenzie (2007) Australian Young People, Their 
Families and Post-school Plans:  A Research Review. Camberwell: Australian Council 

for Educational Research.  

Bukðnytë, L. and J. Lemeðiûtë (2006) ‘Identity Status and Peer Impact in Choosing a 

Learning Profile.’ Vocational Education: Research and Reality, 12, 118-125. 

Bynner, J. (1991) ‘Controlling Transition.’ Work, Employment and Society, 5(4): 645-658. 

Bynner, J. (2004) ‘Education and Society – New Challenges.’ Education and Society, 22(3): 

5-20. 

Bynner, J. and S. Parsons (2002) ‘Social Exclusion and the Transition from School to Work: 

The Case of Young People Not in Education, Employment, or Training (NEET).’ 

Journal of Vocational Behavior, 60(2): 289-309. 

Bynner, J., E. Ferri and P. Shepherd (1997) Eds. Twenty Something in the 1990s. Getting On, 
Getting By, Getting Nowhere. Aldershot: Ashgate. 

Cameron, S. V. and C. Taber (2004) ‘Estimation of Educational Borrowing Constraints Using 

Returns to Schooling.’ Journal of Political Economy, 112(1): 132-82. 



 

 
 54 

 

eel 

Career Services. (2007) Better Tertiary and Trade Training Decision Making Project. User 

Research Summary Report. Wellington: Career Services.  

Carneiro, P., K. T. Hansen and J. J. Heckman (2003) ‘Estimating Distributions of Treatment 

Effects with an Application to the Returns to Schooling and Measurement of the Effects 

of Uncertainty on College Choice.’ International Economic Review, 44(2): 361-422. 

Chevalier, A. (2003) ‘Measuring Over-Education.’ Economica, 70(279): 509-31. 

Chiswick, B. R. and N. DebBurman (2004) ‘Educational Attainment: Analysis by Immigrant 

Generation.’ Economics of Education Review, 23(4): 361-379. 

Chung, K.-S. (2000) ‘Role Models and Arguments for Affirmative Action.’ American 
Economic Review, 90(3): 640-648. 

Chung, R. C.-Y., F. K. Walkey and F. Bemak (1997) ‘A Comparison of Achievement and 

Aspirations of New Zealand Chinese and European Students.’ Journal of Cross 
Cultural Psychology, 28(4): 481-489. 

Claxton, G. (1999) Wise Up: Learning to Live the Learning Life. New York: Bloomsbury. 

Claxton, G. (2002) Building Learning Power: Helping Young People Become Better 
Learners. Bristol: TLO Ltd. 

Claxton, G. (2004) ‘Lessons for a Life of Change.’ Times Educational Supplement, 4604, p. 

24. 

Claxton, G. (2006) ‘Thinking at the Edge: Developing Soft Creativity.’ Cambridge Journal of 
Education, 36(3): 351-362. 

Covell, K., P. D. MacIntyre and J. Wall (1999) ‘Implications of Social Supports for 

Adolescents’ Education and Career Aspirations.’ Canadian Journal of Behavioural 
Science, 31(2): 63-71. 

Dale, S. B. and A. B. Krueger (2002) ‘Estimating the Payoff to Attending a More Selective 

College: An Application of Selection on Observables and Unobservables.’ Quarterly 
Journal of Economics, 117(4): 1491-1527. 

Dalziel, P., G. Maclean and C. Saunders (2008) ‘Economic Policy and Cultural Well-Being: 

The New Zealand Experience.’ Invited presentation to an international symposium on 

The Roles of New Zealand and Japan in the Asia-Pacific: From Standpoints of Security, 
Economy and Cultural Exchange, organised by the Japan Society for New Zealand 

Studies, Waseda University, 14-15 September. 

Dalziel, P., J. Higgins, K. Vaughan and H. Phillips (2007) ‘Education Employment Linkages: 

An Introduction to the Research Programme.’ EEL Research Report No. 1. AERU, 

Lincoln University. Available from www.eel.org.nz. 

Dawes, G. and C. Dawes (2005) ‘Mentoring 2: A Program for “At Risk” Indigenous Youth.’ 

Youth Studies Australia, 24(4): 45-49. 

Dickie, J. (2000) ‘Pacific Nations Students in Primary Teacher Training: Investigating their 

Learning Needs.’ SET: Research Information for Teachers, 2: 11-14.  

Do, C. (2004) ‘The Effects of Local Colleges on the Quality of College Attended.’ Economics 
of Education Review, 23(3): 249-257. 

Dobric, K. (2005) A Case Study of Policy Adoption: A Standard-based National Secondary 
Certificate for New Zealand: The NCEA. Unpublished Ed.D. thesis, University of 

Auckland, Auckland. 



 

 
 55 

 

eel 

Drucker, P. (1993) Post-Capitalist Society. New York: Harper. 

Dupuis, A., K. Inkson and E. Mclaren (2005) ‘Pathways to Employment: A Study of the 

Employment-Related Behaviour of Young People in New Zealand.’ Research Report 

1/2005, Labour Market Dynamics Research Programme, Massey University, Auckland.  

Duys, D. K., J. E. Ward, J. A. Maxwell and L. Eaton-Comerford (2008) ‘Career Counselling 

in a Volatile Job Market: Tiedeman’s Perspective Revisited.’ Career Development 
Quarterly, 56(3): 232-241. 

Dwyer, P., G. Smith, D. Tyler and J. Wyn (2005) Immigrants in Time: Life Patterns 2004. 

Research Report 27, Australian Youth Research Centre, University of Melbourne. 

Eacott, C. and C. C. Sonn (2006) ‘Beyond Education and Employment: Exploring Youth 

Experiences of their Communities, Place Attachment and Reasons for Migration.’ Rural 
Society, 16(2): 199-214. 

Ecclestone, K. and J. Pryor (2003) ‘“Learning Careers” or “Assessment Careers”? The Impact 

of Assessment Systems on Learning.’ British Educational Research Journal, 29(4): 

471-488. 

Eckstein, Z. and K. I. Wolpin (1999) ‘Why Youths Drop out of High School: The Impact of 

Preferences, Opportunities, and Abilities.’ Econometrica, 67(6): 1295-1339. 

Egan, K. (2001) ‘Why Education is So Difficult and Contentious.’ Teachers College Record, 

103(6): 923-941. 

EGRIS: European Group for Integrated Social Research (2001) ‘Misleading Trajectories: 

Transition Dilemmas of Young Adults in Europe.’ Journal of Youth Studies, 4(1): 101-

118. 

Ermisch, J. and M. Francesconi (2001) ‘Family Matters: Impacts of Family Background on 

Educational Attainments.’ Economica, 68(270): 137-56. 

Evolve (2005) ‘African Youth Health and Well Being: Participatory Action Research 

Project.’ Paper presented in collaboration with postgraduate students from Victoria 

University of Wellington at the Ministry of Social Development Summit, Wellington. 

Available at www.refugeeservices.org.nz/resources_and_links/research_papers.  

Fa'afoi, A. and J. Fletcher (2001) ‘How Can We Support Pacific Island Students in Teacher 

Education?’ Journal of Educational Research, 6(1): 61-77.  

Fenton, S. and E. Dermott (2006) ‘Fragmented Careers?: Winners and Losers in Young Adult 

Labour Markets.’ Work, Employment and Society, 20(2): 205-221. 

Ferguson, K. M. (2007) ‘Implementing a Social Enterprise Intervention with Homeless, 

Street-Living Youths in Los Angeles.’ Social Work, 52(2): 103-112.  

Fernandez-Kelly, M. P. (1994) ‘Towanda’s Triumph: Social and Cultural Capital in the 

Transition to Adulthood in the Urban Ghetto.’ International Journal of Urban and 
Regional Research, 18(1): 88-111. 

Florida, R. (2002) The Rise of the Creative Class. And How It’s Transforming Work, Leisure, 
Community and Everyday Life. New York: Basic Books. 

Fogarty, J. W. (1992) ‘On the Cutting Edge of Two Cultures: Cultural Adaptation and Areas 

of Tension of Samoan Adolescent Girls in a New Zealand High School.’ New Zealand 
Journal of Counselling, 14(2): 11-18.  



 

 
 56 

 

eel 

Forrest, R. and A. Kearns (2001) ‘Social Cohesion, Social Capital and the Neighbourhood.’ 

Urban Studies, 38(12): 2125-2143. 

Foskett, N. and J. Hemsley-Brown (1999) ‘Invisibility, Perceptions and Image: Mapping the 

Career Choice Landscape.’ Research in Post-Compulsory Education, 4(3): 233-410. 

Foskett, N. and J. Hemsley-Brown (2001) Choosing Futures: Young people’s Decision 
Making in Education, Training and Careers Markets. London: Routledge Falmer. 

Foskett, N., M. Dyke and F. Maringe (2004) ‘The Influence of the School on the Decision to 

Participate in Learning in Post-compulsory Education: Modelling the Impact of 

Schooling on Choice.’ Paper presented to the Annual Conference of the American 

Educational Research Association, San Diego, 13 April.  

Furlong, A. (2006) ‘Not a Very NEET Solution: Representing Problematic Labour Market 

Transitions among Early School-Leavers. Work, Employment and Society, 20(3): 553-

569. 

Furlong, A. and F. Cartmel (1997) Young People and Social Change: Individualization and 
Risk in Late Modernity.  Buckingham: Open University Press. 

Furlong, A., A. Biggart and F. Cartmel (1996) ‘Neighbourhoods, Opportunity Structures and 

Occupational Aspirations.’ Sociology, 30(3): 551-565. 

Fusitu'a, L. and E. Coxon (1998) ‘Ko e 'Ulungaanga Faka-Tonga mo e Ako Lelei : Tongan 

Culture and Academic Achievement.’ New Zealand Journal of Educational Studies, 

33(1): 23-38.  

Gardiner, B. (2006) Young People’s Perception of Career Success in Aotearoa/New Zealand: 
An Exploratory Analysis. Research report 3/2006, Labour Market Dynamics Research 

Programme, Massey University, Auckland.  

Gaviria, A. (2002) ‘Intergenerational Mobility, Sibling Inequality and Borrowing 

Constraints.’ Economics of Education Review, 21(4): 331-340. 

Gee, J. P., G. Hull and C. Lankshear (1996) The New Work Order: Behind the Language of 
the New Capitalism. Sydney: Allen and Unwin. 

Gelder, K. (2005) Ed. The Subcultures Reader, 2nd Edition. London: Routledge. 

Germeijs, V., K. Verschueren and B. Soenens (2006). ‘Indecisiveness and High School 

Students’ Career Decision-Making Process: Longitudinal Associations and the 

Mediational Role of Anxiety.’ Journal of Counseling Psychology, 53(4): 397-410. 

Gianakos, I. (1999) ‘Patterns of Career Choice and Career Decision-Making Self Efficacy.’ 

Journal of Vocational Behavior, 54(2): 244-258. 

Gibson, J. (2000) ‘Sheepskin Effects and the Returns to Education in New Zealand: Do They 

Differ by Ethnic Groups?’ New Zealand Economic Papers, 34(2): 201-220. 

Gilbert, J. (2005) Catching the Knowledge Wave? The Knowledge Society and the Future of 
Education. Wellington: NZCER Press. 

Gothard, W. P. (1998) ‘Careers Education in a Primary School.’ Pastoral Care, 16(3): 36-41. 

Goux, D. and E. Maurin (2007) ‘Close Neighbours Matter: Neighbourhood Effects on Early 

Performance at School.’ Economic Journal, 117(523): 1193-1215. 

Griliches, Z. (1977) ‘Estimating the Returns to Schooling: Some Econometric Problems.’ 

Econometrica, 45(1): 1-22. 



 

 
 57 

 

eel 

Groome, H. and A. Hamilton (1995). Meeting the Educational Needs of Aboriginal 
Adolescents. Canberra: National Board of Employment, Education and Training. 

Grubb, W. N. (1997) ‘The Returns to Education in the Sub-Baccalaureate Labor Market, 

1984-1990.’ Economics of Education Review, 16(3): 231-245. 

Grubb, W. N. (2002) ‘Learning and Earning in the Middle, Part I: National Studies of Pre-

Baccalaureate Education.’ Economics of Education Review, 21(4): 299-321. 

Guerin, B., P. Guerin, A. Abdi and R. O. Diiriye (2003) ‘Identity and Community: Somali 

Children’s Adjustments to Life in the Western World.’ In J. Gao, R. Le Heron and J. 

Logie (Eds), Windows on a Changing World. Auckland: New Zealand Geographical 

Society, pp. 184-188. 

Gushue, G. (2005) ‘The Relationship of Ethnic Identity Career Decision-making Self Efficacy 

and Outcome Expectations among Latino/a High School Students.’ Journal of 
Vocational Behaviour, 68(1): 85-95. 

Hamilton, S. F. (1994) ‘Social Roles for Youth: Intervention in Unemployment.’ In A. C. 

Petersen and J. T. Mortimer (Eds) Youth Unemployment and Society. New York: 

Cambridge University Press, pp. 248-269. 

Hamilton, S. F. and K. Hurrelomann (1994) ‘The School to Career Transition in Germany and 

the United States.’ Teachers College Record, 96(2): 329-344. 

Hammer, T. (1996) ‘Consequences of Unemployment in the Transition from Youth to 

Adulthood in a Life Course Perspective.’ Youth and Society, 27(4): 450-468. 

Hanhart, S. and S. Bossio (1998) ‘Costs and Benefits of Dual Apprenticeship: Lessons from 

the Swiss System.’ International Labour Review, 137(4): 483-500. 

Hara, H. (2005) ‘Labor Demand for New High School Graduates in Japan.’ Japan Labor 
Review, 2(3): 49-72. 

Harmon, C., H. Oosterbeek and I. Walker (2003) ‘The Returns to Education: 

Microeconomics.’ Journal of Economic Surveys, 17(2): 115-55. 

Hartog, J. (2000) ‘Over-Education and Earnings: Where Are We, Where Should We Go?’ 

Economics of Education Review, 19(2): 131-147. 

Heckhausen, J. and M. Tomasik (2002) ‘Get an Apprenticeship Before School is Out: How 

German Adolescents Adjust Vocational Aspirations When Getting Close to a 

Developmental Deadline.’ Journal of Vocational Behavior, 60(2): 199-219.  

Heckman, J. J. and B. E. Honoré (1990) ‘The Empirical Content of the Roy Model.’ 

Econometrica, 58(5): 1121-1149. 

Heinz, W. R. and H. Krüger (2001) ‘Life Course: Innovations and Challenges for Social 

Research.’ Current Sociology, 49(2): 29-45.  

Helme, S. (2005) ‘Indigenous Students and Vocational Education and Training in Schools: 

Ladder of Opportunity or Corrugated Iron Ceiling?’ Australian Journal of Education, 

49(2): 169-181. 

Helwig, A. A. (2001) ‘A Test of Gottfredson’s Theory Using a Ten-year Longitudinal Study.’ 

Journal of Career Development, 28(2): 77-95. 

Helwig, A. A. (2004) ‘A Ten-Year Longitudinal Study of the Career Development of 

Students: Summary Findings.’ Journal of Counseling and Development, 82(1): 49-57. 



 

 
 58 

 

eel 

Hiebert, B. and W. Borgen (2002) Technical and Vocational Education and Training in the 
21st Century: New Roles and Challenges for Guidance and Counselling. Paris: 

UNESCO. 

Higgins, J. and K. Nairn (2006) ‘“In transition”: Choice and the Children of New Zealand’s 

Economic Reforms.’ British Journal of Sociology of Education, 27(2): 207-220. 

Hilmer, M. J. (1997) ‘Does Community College Attendance Provide a Strategic Path to a 

Higher Quality Education?’ Economics of Education Review, 16(1): 59-68. 

Hilmer, M. J. (2002) ‘Human Capital Attainment, University Quality, and Entry-Level Wages 

for College Transfer Students.’ Southern Economic Journal, 69(2): 457-469. 

Hipkins, R., J. Roberts, R. Bolstad and H. Ferral (2006) Staying in Science 2.  Transition to 
Tertiary Study from the Perspectives of New Zealand Year 13 Science Students. 

Wellington: Ministry of Research, Science and Technology. 

Hipkins, R. and K. Vaughan (2002a) From Cabbages to Kings: Interim Research Report – 
First Year of Learning Curves: Meeting Student Learning Needs in an Evolving 
Qualifications Regime. Wellington: New Zealand Council for Educational Research.  

Hipkins, R. and K. Vaughan (2002b) ‘Well I Know I Need English and Maths.’ Paper 

presented at Pushing the Boundaries: The Heightened Role of Career Planning in 
Knowledge Societies International Conference for the Careers Industry, 28-30 

November, Wellington. 

Hipkins, R. and K. Vaughan with F. Beals, H. Ferral and B. Gardiner (2005) Shaping Our 
Futures: Meeting Secondary Students’ Learning Needs in a Time of Evolving 
Qualifications. Wellington: New Zealand Council for Educational Research.  

Hipkins, R., K. Vaughan, F. Beals and H. Ferral (2004) Shared Pathways and Multiple 
Tracks.  A Second Report from Learning Curves: Meeting Student Needs in an Evolving 
Qualifications Regime. Wellington: New Zealand Council for Educational Research.  

Hirschi, A. and D. Lage (2007) ‘The Relation of Secondary Students’ Career-choice 

Readiness to a Six-phase Model of Career Decision Making.’ Journal of Career 
Development, 34(2): 164-191. 

Hodkinson, P. and A. C. Sparkes (1997) ‘Careership: A Sociological Theory of Career 

Decision Making.’ British Journal of Sociology of Education, 18(1): 29-44. 

Hodkinson, P., A. Sparkes and H. Hodkinson (1996) Triumphs and Tears: Young People, 
Markets and the Transition from School to Work. London: David Fulton Publishers. 

Hoyt, K. B. and K. F. Hughey (1997) ‘Career Counseling in the Knowledge Age: 

Implications for Change in School Counselor Education Programs.’ Journal of Career 
Development, 24(2): 95-102. 

Hughes, C. and T. Thomas, (2005) ‘Individualism and Collectivism: A Framework for 

Examining Career Programs through a Cultural Lens.’ Australian Journal of Career 
Development, 14(1): 41-50. 

Hughes, D., J. Bimrose, S.-A. Barnes, L. Bowes and M. Orton (2005) ‘A Systematic 

Literature Review of Research into Career Development Interventions for Workforce 

Development.’ Centre for Guidance Studies, University of Derby. 

Hughey, K. F. and J. K. Hughey (1999) ‘Preparing Students for the Future: Making Career 

Development a Priority.’ Journal of Career Development, 25(3): 203-216. 



 

 
 59 

 

eel 

Humpage, L. (1998a) ‘Cultural Understanding: Somali Students in Christchurch.’ Many 
Voices,13: 8-10.  

Humpage, L. (1998b) Refuge or Turmoil? Somali Adolescent Refugees in Christchurch 
Schools: Intercultural Struggle and the Practices of Exclusion. Unpublished Master of 

Arts thesis, University of Canterbury, Christchurch. 

Humpage, L. (2000) ‘Positioned for Disadvantage: Somali Refugee Adolescents in 

Christchurch Secondary Schools.’ In V. Madjar and L. Humpage (Eds), Refugees in 
New Zealand: The Experiences of Bosnian and Somali Refugees. Auckland: Massey 

University School of Sociology and Women’s Studies, pp. 45-75.   

Hunter, B. and M. Gray (2004) ‘Patterns of Indigenous Job Search Activity.’ Discussion 

paper no. 2004/263, Centre for Aboriginal Economic Policy Research, Australian 

National University, Canberra. 

International Symposium on Career Development and Public Policy (2006) ‘Communique 

Summarising Key Principles and Action Plan. Sydney: Third International Symposium 

on Career Development and Public Policy. 

International Symposium on Career Development and Public Policy. (2007) ‘Communique:  

Growth, Groups and Geographies: Maximising the Value of Career Development for 

Sustainable Growth and Social Equity.’ Aviemore: Fourth International Symposium on 

Career Development and Public Policy. 

Iwahashi, R. (2007) ‘A Theoretical Assessment of Regional Development Effects on the 

Demand for General Education.’ Economics of Education Review, 26(3): 387-394. 

Jameson, F. (1991) Postmodernism: The Cultural Logic of Late Capitalism. Durham: Duke 

University Press. 

Jeffrey, P. (2003) ‘Smoothing the Waters: Observations on the Process of Cross-Disciplinary 

Research Collaboration.’ Social Studies of Science: 33(4): 539-562. 

Jones, G., A. O’Sullivan and J. Rouse (2004) ‘“Because It’s Worth It?” Education Beliefs 

among Young People and Their Parents in the United Kingdom.’ Youth & Society, 

36(2): 203-226. 

Keane, M. P. and K. I. Wolpin (1997) ‘The Career Decisions of Young Men.’ Journal of 
Political Economy, 105(3): 473-522. 

Keane, M. P. and K. I. Wolpin (2001) ‘The Effect of Parental Transfers and Borrowing 

Constraints on Educational Attainment.’ International Economic Review, 42(4): 1051-

1103. 

Kelly, P. (2000) ‘The Dangerousness of Youth-at-risk: The Possibilities of Surveillance and 

Intervention in Uncertain Times.’ Journal of Adolescence, 23(4): 463-476. 

Kenny, M. E., D. L. Blustein, A. Chaves, J. M. Grossman and L. A. Gallagher (2003) ‘The 

Role of Perceived Barriers and Relational Support in the Educational and Vocational 

Lives of Urban High School Students.’ Journal of Counseling Psychology, 50(2): 142-

155.  

Kenway, J. and E. Bullen (2001) Consuming Children: Education – Entertainment – 
Advertising. Buckingham: Open University Press. 

Krahn, H., G. S. Lowe and W. Lehmann (2002) ‘Acquisition of Employability Skills by High 

School Students.’ Canadian Public Policy/Analyse de Politiques, 28(2): 275-296. 



 

 
 60 

 

eel 

Lapan, R. T. and J. F. Kosciulek (2001) ‘Toward a Community Career System Program 

Evaluation Framework.’ Journal of Counseling and Development, 79(1): 3-15. 

Lapan, R. T., B. Tucker, S.-K. Kim and J. F. Kosciulek (2003) ‘Preparing Rural Adolescents 

for Post-high School Transitions.’ Journal of Counseling and Development, 81(3): 329-

342.  

Law, B., F. Meijers and G. Wijers (2002) ‘New Perspectives on Career and Identity in the 

Contemporary World.’ British Journal of Guidance and Counselling, 30(4): 431-449. 

Lawy, R. (2002) ‘Risky Stories: Youth Identities, Learning and Everyday Risk.’ Journal of 
Youth Studies, 5(4): 407-423. 

Lawy, R., M. Bloomer and G. Biesta (2004) ‘“School’s Just a Catalyst”:  Knowledge, 

Learning and Identity, and the Post-16 Curriculum.’ Journal of Vocational Education 
and Training, 56(2): 205-226. 

Lee, H. and G. Lee (2000) ‘The National Certificate of Educational Achievement (NCEA):  

“Fragile – Handle with Care”.’ Paper presented at the Surviving Paradox conference of 

the New Zealand Association for Research in Education, Hamilton. 

Lehmann, W. (2000) ‘Is Germany's Dual System Still a Model for Canadian Youth 

Apprenticeship Initiatives?’ Canadian Public Policy/Analyse de Politiques, 26(2): 225-

240. 

Lehmann, W. (2005) ‘“I’m Still Scrubbing the Floors”: Experiencing Youth Apprenticeships 

in Canada and Germany.’ Work, Employment and Society, 19(1): 107-129. 

Lewis, G. (2002) ‘The Economic Transformation Debate: Where Have We Got To?’ Paper 

presented to the New Zealand Association of Economists Conference, Wellington, 26-

28 June. 

Lloyd, M. (1995) ‘Bridging the Cultural Gap: A Literature Review of Factors Influencing 

Samoan Students’ Acculturation to Western Education.’ Many Voices, 8: 11-13.  

Long, J. (1999) ‘School-to-Work Transitions with Native American Indians: Implications for 

Counselors.’ Unpublished paper, University of Central Arkansas. 

Ludwig, J. (1999) ‘Information and Inner City Educational Attainment.’ Economics of 
Education Review, 18(1): 17-30. 

MacDonald, R., T. Shildrick, C. Webster and D. Simpson (2005) ‘Growing up in Poor 

Neighbourhoods: The Signficance of Class and Place in the Extended Transitions of 

“Socially Excluded” Young Adults.’ Sociology, 39(5): 873-891. 

MacIntyre, L. K. (1999) ‘Positive Contributions of Pacific Island Mothers to their Children’s 

Education.’ Paper presented at the Pacific Islands Educators’ Conference Educating 
Pasifika Positively, 13 -15 April, Mangere, Auckland.  

Mahuika, R. (2007) ‘Māori Gifted and Talented Education: A Review of the Literature.’ MAI 
Review, Vol. 2007, Issue 1. Available at: 

http://ojs.review.mai.ac.nz/index.php/MR/article/view/36/36.  

Manski, C. F. (1989) ‘Schooling as Experimentation: A Reappraisal of the Postsecondary 

Dropout Phenomenon.’ Economics of Education Review, 8(4): 305-312. 

Manski, C. F. (1993a) ‘Dynamic Choice in Social Settings: Learning from the Experience of 

Others.’ Journal of Econometrics, 58(1-2): 121-136. 



 

 
 61 

 

eel 

Manski, C. F. (1993b) ‘Adolescent Econometricians: How do Youth Infer the Returns to 

Schooling?’ In C. T. Clotfelter and M. Rothschild (Eds), Studies of Supply and Demand 
in Higher Education. Chicago: University of Chicago Press. 

Manski, C. F. (2000) ‘Economic Analysis of Social Interactions.’ Journal of Economic 
Perspectives, 14(3): 115-136. 

Manu'atu, L. (2000). Pedagogical Possibilities for Tongan Students in New Zealand 
Secondary Schooling: Tuli Ke Ma'u Hono Ngaahi Malie. Unpublished Ph.D. thesis in 

Education, University of Auckland, Auckland. 

Marks, G. N. (2005) ‘Issues in the School-to-Work Transition: Evidence from the 

Longitudinal Surveys of Australian Youth. Journal of Sociology, 41(4): 363-385. 

Marshall, J. (1995) ‘Skills, Information and Quality for the Autonomous Chooser.’ In M. 

Olssen and K. Morris Matthews (Eds), Education, Democracy and Reform. Auckland: 

New Zealand Association for Research in Education, pp. 44-59. 

Maxwell, N. L. (2001) ‘Step to College: Moving from the High School Career Academy 

through the 4-year University.’ Evaluation Review, 25(6): 619-654.  

McDowell, L. (2002) ‘Transitions to Work: Masculine Identities, Youth Inequality and 

Labour Market Change.’ Gender, Place and Culture, 9(1): 39-59.  

McKinley, E. (2008) ‘He Piko He Taniwha, He Piko He Taniwha: Challenges in the 

Achievement Pathways of Māori Students.’ Paper presented at the PPTA Professional 

Conference Secondary Teaching on the Move, April 17-19, Auckland. 

McLaren, K. (2003) Reconnecting Young People: A Review of the Risks, Remedies and 
Consequences of Youth Inactivity. Wellington: Ministry of Social Development.  

McMahon, M. (2006) ‘Career Development: A Project for the 21st Century.’ Australian 
Journal of Career Development, 15(3): 12-15. 

Meijers, F. and A. Wesselingh (1999) ‘Career Identity, Education and New Ways of 

Learning.’ International Journal of Contemporary Sociology, 36(2): 229-251. 

Meyer, L., J. McClure, F. Walkey, L. McKenzie and K. Weir (2006) The Impact of NCEA on 
Student Motivation. Wellington: Ministry of Education.  

Ministry of Education (2008) Schools Plus – Discussion Document. Wellington: Ministry of 

Education. 

Ministry of Education (2007) National Administration Guidelines. Wellington: Ministry of 

Education. 

Ministry of Women’s Affairs (1993) ‘Te Whiriwhiri Mahi me nga Kōtiro Māori, Māori Girls 

and Career Choice: A Preliminary Study.’ Occasional Paper, June. Wellington: Te Ohu 

Whakatupu, Ministry of Women’s Affairs. 

Mittendorffa, K., W. Jochemsa, F. Meijersb and P. D. Broka (2008) ‘Differences and 

Similarities in the Use of the Portfolio and Personal Development Plan for Career 

Guidance in Various Vocational Schools in the Netherlands.’ Journal of Vocational 
Education and Training, 60(1): 75-91. 

Munns, G. and A. Parente (2003) ‘“Because I Stayed”: Australian Indigenous Secondary 

Students Who Remain at High School.’ Paper presented at the NZARE/AARE 

Conference, 29 November - 3 December, Auckland.  



 

 
 62 

 

eel 

Nairn, K., J. Higgins and A. Ormond (2007) ‘Post School Horizons: New Zealand’s Neo-

liberal Generation in Transition.’ International Studies in Sociology of Education, 

17(4): 349-366. 

National Assembly for Wales (2004) Learning Pathways 14-19: Circular Guidance – Support 
for Young People. Circular Number 37/2004. Wales: Welsh Assembly Government.  

Neblett, N. G. and K. S. Cortina (2006) ‘Adolescents’ Thoughts about Parents’ Jobs and their 

Importance for Adolescents’ Future Orientation.’ Journal of Adolescence, 29(5): 795-

811. 

Neuman, S. and A. Ziderman (1999) ‘Vocational Education in Israel: Wage Effects of the 

VocEd-Occupation Match.’ Journal of Human Resources, 34(2): 407-420. 

Ngai, S. S.-y. and N.-p. Ngai (2007) ‘Empowerment or Disempowerment? A Review of 

Youth Training Schemes for Non-Engaged Young People in Hong Kong.’ Adolescence, 
42(165): 137-49.  

Nota, L., L. Ferrari, V. S. H. Solberg and S. Soresi (2007) ’Career Search Self-Efficacy, 

Family Support, and Career Indecision with Italian Youth.’ Journal of Career 
Assessment, 15(2): 181-193. 

Nurmi, J.-E., K. Salmela-Aro and P. Koivisto (2002) ’Goal Importance and Related 

Achievement Beliefs and Emotions during the Transition from Vocational School to 

Work: Antecedents and Consequences.’ Journal of Vocational Behavior, 60(2): 241-

261. 

OECD (2007) OECD Reviews of Innovation Policy: New Zealand. Paris: OECD. Available at 

http://213.253.134.43/oecd/pdfs/browseit/9207071E.PDF.   

OECD (2008) Jobs for Youth: New Zealand. Country report prepared by Glenda Quintini. 

Paris: OECD. 

Office of the Prime Minister (2002) Growing an Innovative New Zealand. Wellington: New 

Zealand Government. 

Okano, K. (1995) ‘Rational Decision Making and School-based Job Referrals for High School 

Students in Japan.’ Sociology of Education, 68(1), 31-47. 

Osipow, S. (1990) ‘Convergence in Theories of Career Choice and Development: Review and 

Prospect.’ Journal of Vocational Behavior, 36(2): 122-131 

Oxoby, R. J. (2008) ‘Skill Uncertainty and Social Inference.’ Labour Economics, 15(3): 400-

405. 

Parente, A., R. Craven, G. Munns and K. Marder (2003) ‘Indigenous Students Aspirations: 

An In-Depth Analysis of Indigenous Students’ Career Aspirations and Factors that 

Impact on their Formulation.’ Paper presented at the NZARE/AARE Conference, 29 

November - 3 December, Auckland. 

Pavis, S., G. Hubbard and S. Platt (2001) ‘Young People in Rural Areas: Socially Excluded or 

Not?’ Work, Employment and Society, 15(2): 291-309. 

Peddie, R. (1998) ‘Plus Ça Change…? Assessment, curriculum and the New Zealand 

Qualifications Authority.’ Paper presented at the Ten Years On: Reforming New 
Zealand Education bicentennial conference of the New Zealand Educational 

Administration Society, Wellington, 11-14 January. 



 

 
 63 

 

eel 

Perkins, D. and C. Peterson (2005) ‘The Role of Parents in Career Transition Support.’ Paper 

presented at the Transitions and Risk: New Directions of Social Policy Conference, 23-

25 February, University of Melbourne. 

Philips, D. (1998). The Switchmen of History: The Development of a Unitary Qualifications 
Framework. Unpublished PhD thesis, Victoria University of Wellington, Wellington. 

Pilcher, J. (1996) ‘Transitions to and from the Labour Market: Younger and Older People and 

Employment. Work, Employment and Society, 10(1): 161-173. 

Powers, K. (2006) ‘An Exploratory Study of Cultural Identity and Culture-based Educational 

Programs for Urban American Indian Students.’ Urban Education, 41(1): 20-49. 

Raffe, D. (2003) ‘Pathways Linking Education and Work: A Review of Concepts, Research 

and Policy Debates.’ Journal of Youth Studies, 6(1): 3-19. 

Reay, D., J. Davies, M. David and S. Ball (2001) ‘Choices of Degree or Degrees of Choice? 

Class, ‘Race’ and the Higher Education Choice Process.’ Sociology, 35(4): 855-874. 

Repetto, E. (2001) ‘Following Super’s Heritage: Evaluation of a Career Development 

Program in Spain.’ International Journal for Educational and Vocational Guidance, 

1(1-2): 107-120. 

Riley, J. (2001) ‘Silver Signals: Twenty-Five Years of Screening and Signalling.’ Journal of 
Economic Literature, 34(2): 432-478. 

Roberts, K., S. C. Clark and C. Wallace (1994) ‘Flexibility and Individualisation: A 

Comparison of Transitions into Employment in England and Germany.’ Sociology, 

28(1): 31-54. 

Robst, J. (1995) ‘College Quality and Overeducation.’ Economics of Education Review, 

14(3): 221-228. 

Robst, J. (2007) ‘Education and College Match: The Relatedness of College Major and 

Work.’ Economics of Education Review, 26(4): 397-407. 

Rochat, D. and J.-L. Demeulemeester (2001) ‘Rational Choice Under Unequal Constraints: 

The Example of Belgian Higher Education.’ Economics of Education Review, 20(1): 15-

26. 

Romo, H. and T. Falbo (1996) Latino High School Graduation. Austin: University of Texas 

Press. 

Rosenbaum, J. E. (1996) ‘Policy Uses of Research on the High School-to-Work Transition.’ 

Sociology of Education, 69 (Special Issue): 102-122. 

Rosenbaum, J. E. and A. Binder (1997) ‘Do Employers Really Need More Educated Youth?’ 

Sociology of Education, 70(1): 68-85. 

Ross, S. and J. Gray (2005) ‘Transitions and Re-engagement Through Second Chance 

Education.’ The Australian Educational Researcher, 32(3): 103-140. 

Rousseau, J.-J. (1762) Émile. Translated and annotated by A. Bloom. London: Penguin, 1991. 

Roy, A. (1951) ‘Some Thoughts on the Distribution of Earnings.’ Oxford Economic Papers, 

3(2): 135-146.  

Ryan, P. (2001) ‘The School-to-Work Transition: A Cross-National Perspective.’ Journal of 
Economic Literature, 34(1): 34-92. 



 

 
 64 

 

eel 

Ryan, R. (2002) ‘Making VET in Schools Work: A Review of Policy and Practice in the 

Implementation of Vocational Education and Training in Australian Schools.’ Journal 
of Educational Inquiry, 3(1): 1-16. 

Schawb, R. G. (2001) ‘VET-in-School for Indigenous Students: Success through “Cultural 

Fit”.’ Paper presented to the Australian Vocational Education and Training Research 

Association (AVETRA) Conference Research to Reality: Putting VET Research to 
Work, 28-30 March, Adelaide. 

Schnabel, K. U., C. Alfeld, J. Eccles, O. Koller and J. Baumert (2002) ‘Parental Influence on 

Students’ Educational Choices in the United States and Germany: Different 

Ramifications – Same Effect?’ Journal of Vocational Behavior, 60(2): 178-198. 

Schoon, I. and S. Parsons (2002) ‘Teenage Aspirations for Future Careers and Occupational 

Outcomes.’ Journal of Vocational Behavior, 60(2): 262-288. 

Science and Innovation Advisory Council (2002) An Innovation Framework for New Zealand. 

Wellington: New Zealand Government. 

Scottish Executive (2002) Determined to Succeed: A Review of Enterprise in Education. 

Edinburgh: Scottish Executive. 

Scottish Executive (2003) Determined to Succeed: Enterprise in Education: Scottish 
Executive Response. Edinburgh: Scottish Executive. 

Scottish Executive (2007) Determined to Succeed Three Years On: Investing in Scotland’s 
Future; Creating a Culture of Enterprise in our Schools. Edinburgh: Scottish Executive. 

Shafer, M. and R. Rangasamy (1995) ‘Transition and Native American Youth: A Follow-up 

Study of School Leavers on the Fort Apache Indian Reservation.’ Journal of 
Rehabilitation, 61(1): 60-65. 

Shilling, C. (1991) ‘Labouring at School: Work-Experience in the Technical and Vocational 

Education Initiative.’ Work, Employment and Society, 5(1): 59-80. 

Shucksmith, M. (2004) ‘Young People and Social Exclusion in Rural Areas.’ Sociologia 
Ruralis, 44(1): 43-59. 

Shultz, T. W. (1961) ‘Investment in Human Capital.’ American Economic Review, 51(1): 1-

17. 

Sianesi, B. and J. Van Reenen (2003) ‘The Returns to Education: Macroeconomics.’ Journal 
of Economic Surveys, 17(2): 157-200. 

Smith D., R. Lilley, L. Marris and I. Krechowiecka (2005) ‘A Systematic Review of Research 

(1988–2004) into the Impact of Career Education and Guidance during Key Stage 4 on 

Young People’s Transitions into Post-16 Opportunities.’ In: Research Evidence in 

Education Library. London: EPPI-Centre, Social Science Research Unit, Institute of 

Education.  

Spencer, R. (2006) ‘Understanding the Mentoring Process between Adolescents and Adults.’ 

Youth & Society, 37(3): 287-315. 

Stokes, H. and J. Wyn (2007) ‘Constructing Identities and Making Careers: Young People’s 

Perspectives on Work and Learning.’ International Journal of Lifelong Education, 

26(5): 495-511. 

Taylor, A. (2002) ‘I Honestly Can’t See the Point: Youth Negotiation of the Ideology of 

School Completion.’ Journal of Education Policy, 17(5): 511-529. 



 

 
 65 

 

eel 

Taylor, A. (2005) ‘It’s for the Rest of Your Life: The Pragmatics of Youth Career Decision 

Making.’ Youth & Sociey, 36(4): 471-503. 

Taylor, J. and L. Nelms (2008) Life Chances at 16. Life Chances Study Stage 8. Fitzroy: 

Brotherhood of St Laurence.  

Tobias, J. L. and M. Li (2004) ‘Returns to Schooling and Bayesian Model Averaging: A 

Union of Two Literatures.’ Journal of Economic Surveys, 18(2): 153-180. 

Treasury (2008) Working Smarter: Driving Productivity Growth through Skills. New Zealand 

Productivity Paper 08/06. Wellington: New Zealand Government.  

Tupuola, A.-M. (1998) ‘Adolescence’: Myth or Reality for ‘Samoan’ Women? Beyond the 
Stage-like Toward Shifting Boundaries and Identities. Unpublished Ph.D. Thesis in 

Education, Victoria University of Wellington, Wellington. 

Tupuola, A.-M. (1999) ‘Shifting Identities for Pacific Diasporic Youth in New Zealand: 

Research and Methodological Implications into the 21st century.’ Paper presented at the 

Pacific Islands Educators’ Conference Educating Pasifika Positively, 13 -15 April, 

Mangere, Auckland.  

Valdés, G. (1996) Con Respeto: Bridging the Distance Between Culturally Diverse Families 
and Schools. New York: Teachers College Press. 

Valentine G. (2000) ‘Exploring Children and Young People’s Narratives of Identity.’ 

Geoforum, 31(2): 257-267. 

Vaughan, K. (2004) Beyond the Age of Aquarius: Reframing Alternative Education. 

Wellington: NZCER Press. 

Vaughan, K. and R. Hipkins (2007) ‘Learning to Fly: Re-imagining the Relationship Between 

Motivation and Assessment.’ Unpublished paper, New Zealand Council for Education 

Research, Wellington. 

Vaughan, K. (2008a) Learner-Workers and Industry Training in New Zealand. Wellington. 

Competenz/NZCER Press. 

Vaughan, K. (2008b) New Zealand Secondary Student Perspectives on Leaving School, 
Pathways and Careers. Report No. 4 from the Age 16 Stage of the Competent Children, 

Competent Learners project. Wellington: Ministry of Education  

Vaughan, K. and B. Gardiner (2007) Careers Education in New Zealand Schools. Wellington: 

Ministry of Education.  

Vaughan, K. and J. Roberts (2007) ‘Developing a “Productive” Account of Young People’s 

Transition Perspectives.’ Journal of Education and Work, 20(2): 91-105. 

Vaughan, K., J. Roberts and B. Gardiner (2006) Young People Producing Careers and 
Identities. First report from the Pathways and Prospects project. Wellington: New 

Zealand Council for Educational Research.  

Villenas, S. and D. Dehyle (1999) ‘Critical Race Theory and Ethnographies Challenging the 

Stereotypes: Latino Families, Schooling, Resilience and Resistance.’ Curriculum 
Inquiry, 29(4): 413-445. 

Voon, D. and P. W. Miller (2005) ‘Undereducation and Overeducation in the Australian 

Labour Market.’ Economic Record, 81(255): S22-S33. 



 

 
 66 

 

eel 

Wade, J. and J. Dixon (2006) ‘Making a Home, Finding a Job: Investigating Early Housing 

and Employment Outcomes for Young People Leaving Care.’ Child & Family Social 
Work, 11(3), 199-208.  

Walker, K., N. Alloway, L. Dalley-Trim and A. Patterson (2006) ‘Counsellor Practices and 

Student Perspectives: Perceptions of Career Counselling in Australian Secondary 

Schools. Australian Journal of Career Development, 15(1): 37-45. 

Watts, A. G. (2001) ‘Career Guidance and Social Exclusion: A Cautionary Tale.’ British 
Journal of Guidance and Counselling, 29(2): 158-176. 

Watts, A. G. (2004) ‘Bridging Policy and Practice in Career Development - an International 

Perspective.’ Keynote address presented at the National Consultation on Career 

Development (Natcon), 26 January, Ottawa. 

Weiler, W. C. (1994) ‘Expectations, Undergraduate Debt and the Decision to Attend Graduate 

School: A Simultaneous Model of Student Choice.’ Economics of Education Review, 

13(1): 29-41. 

Weiss, A. (1995) ‘Human Capital vs. Signalling Explanations of Wages.’ Journal of 
Economic Perspectives, 9(4): 133-154. 

Wright, S. (2005) Young People’s Decision Making in 14-19 Education and Training: A 
Review of the Literature, Nuffield Review of 14-19 Education and Training, 

Department of Educational Studies, Oxford University. 

Wyn, J. and P. Dwyer (2000) ‘New Patterns of Youth Transition in Education.’ International 
Social Science Journal, 52(2): 147-159. 

Wyn, J. and R. White (1997) Rethinking Youth. St. Leonards: Allen and Unwin. 

Yates, L. (2006) ‘Vocational Subject-making and the Work of Schools: A Case Study.’ 

Australian Journal of Education, 50(3): 281-296. 

Young, M. (2003) ‘Comparing Approaches to the Role of Qualifications in the Promotion of 

Lifelong Learning.’ European Journal of Education, 38(2), 199-211. 

Zemke-White, K. (2001) ‘Rap Music and Pacific Identity in Aotearoa: Popular Music and the 

Politics of Opposition.’ In C. Macpherson, P. Spoonley and M. Anae (Eds), Tangata O 
Te Moana Nui: The Evolving Identities of Pacific Peoples in Aotearoa/New Zealand. 

Palmerston North: Dunmore Press, pp. 228-243. 

Zietz, J. and P. Joshi (2005) ‘Academic Choice Behavior of High School Students: Economic 

Rationale and Empirical Evidence.’ Economics of Education Review, 24(3): 297-308. 

Zimmer-Gembeck, M. J. and J. T. Mortimer (2006) ‘Adolescent Work, Vocational 

Development, and Education.’ Review of Educational Research, 76(4): 537-566. 

 

 

 

 

 

 


	Cover Page
	Contents
	Abstract
	Acknowledgements
	Executive Summary
	1. Introduction
	2. Choice in EEL
	3. Crafting Identities
	4. Discovery and Development of Abilities
	5. Opportunities and Structures
	6. Systems Linking EE Choices
	7. Conclusion
	References



