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Abstract

Schools and employers occupy very different environments and communication regarding
young employees’ skills can be problematic. This study aims to explore the school-towork transition in a semi-rural New Zealand environment, and how this transition might
be enhanced to better prepare school-leavers for work.
Practitioner Research is the guiding methodology. The data gathering methods used to
collect qualitative data were questionnaire and semi-structured interviews. Five schoolleavers, five educators and five local employers completed questionnaires around their
perspectives of the current school-to-work transition process in the community of study.
Semi-structured interviews were conducted with three school-leavers, three educators and
three local employers in order to gather more detail on their own experience of the
school-to-work transition process, and to provide an opportunity for them to voice how
they think the process could be improved, particularly in regards to better communication
between stakeholders involved in the process.
The key findings of the study are that local educators and employers care deeply about
the future careers of young people from this community and want to improve
communication around work-readiness, that employers prefer students to have life skills
above having standardised academic credentials, and that there are programmes already in
existence in New Zealand to support the transition of students along these lines, which
could be adapted to suit a local setting.
Recommendations are that educators and employers should collaborate to help young
people develop life skills, through career-integrated school programmes and by providing
experiential learning in the workplace. A transition facilitator should be nominated from
the school to act as a communication mediator between educators, employers, students
and school leavers. Students in Years 11, 12 and 13 should have a personal work-ready
plan and should organise evidence of their work-ready skills in a digital application that
can be updated during and after they leave school.
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Glossary of words in Te Reo Maori
ako

to learn, a pedagogy that acknowledges that everyone is both a teacher
and a learner

Ka Hikitia

to step up (applied to the New Zealand’s Ministry of Education’s
strategy Ka Hikitia: Accelerating Success 2013-2017)

kanohi ki te kanohi

face to face communication

kotahitanga

unity

manaakitanga

to care for, to host in generosity

poroporoaki

formal farewell ceremony

Te Kete Ipurangi

an online learning support tool

Te Marautanga o Aotearoa

New Zealand’s national curriculum from a Maori perspective
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CHAPTER ONE: INTRODUCTION

1.1 Background

Across educational, research, career and employment sectors, there is a general agreement
that nature of ‘work’ is changing in New Zealand and in many other parts of the world
(Owen, 2018, International Labour Organisation 2018). For example, the World Economic
Forum report (2016) predicts that “65% of children entering primary school today will
ultimately end up working in completely new job types that don’t yet exist” (p. 3). Preparing
school-leavers for this uncertain future is an increasingly complex task (Wylie et al., 2009;
Bolstad, 2012). The Ministry of Education (2016) states: “Traditional approaches to
teaching and learning are no longer enough on their own to give children the best education
to prepare them for life.” (p.4). In particular, methods of transitioning 16-18 year-olds for
the workplace are no longer sufficient to meet the demands of this ‘new work order’
(Foundation for Young Australians, 2017; Bolstad, 2012), particularly for those students
who choose not to continue with tertiary education or vocational training schemes. In this
‘gig culture’ (Katz & Kreuger, 2016) many school-leavers face periods of unemployment,
under-employment and stresses in finding suitable work in a place where they can afford to
live (Owen, 2018, World Economic Forum, 2016, Katz & Kreuger, 2016; Wylie et. al.,
2009).

From the New Zealand education sector’s perspective, the third of ten national education
goals is to develop “the knowledge, understanding and skills needed by New Zealanders to
compete successfully in the modern, ever-changing world” (Ministry of Education, 2004, p.
1). Career Guidelines are in place to guide New Zealand schools in how to prepare their
students for this ever-changing world (Ministry of Education, 2009a). These guidelines
recognise that some groups of students are at risk of being unprepared, particularly those
who “leave school undecided about future pathways or are unprepared for transition to the
workplace….without a fully considered career direction” (p. 18). Effective practice in
schools is characterised by factors such as implementing a coordinated whole-school
programme that involves the whole community and includes professional development (p.
19). In particular, experiential learning in the workplace along with building support

networks are the competencies identified within the ‘transition’ section of the Career
Guidelines (p. 47).

From the industry sector’s point of view, employers complain of a mismatch between the
skills required by twenty-first century industry and the qualifications gained by students by
the time they leave school. For example, British educational researcher Hobby links this
mismatch with career limitations engendered by students’ social backgrounds (Hobby,
2018) whereas, in her report for Venture Southland, Jackson links rigid careers structures
within schools to skills gaps noted by Southland employers (Jackson, 2015). Similarly
concerned about a future skills shortage, Manpower Group’s Talent Shortage Survey (2018)
identified that 46 per cent of New Zealand’s employers reported difficulties filling vacancies
with people with the right skills “as populations age, skills needs shift, and organisations
struggle to find the right blend of technical skills and human strengths” (p. 8). Reporting a
potential solution, Manpower Group’s chairman, Jonas Prising, states that globally,
employers are placing greater importance on transferrable soft skills as employee roles
evolve, and encourages organisations to actively “build talent” by investing in the learning
and development of young people (p. 9).

From a viewpoint of educationalists interested in career development, Vaughan and Roberts
(2007) represent a growing trend with their suggestion of the importance a “focus on the
dual production of identity and career” (p. 3), thereby building on Hobby’s focus on the
effect of social background on career choice. In order to broaden a student’s career horizons,
Holman (2014) advocates gaining real-world experience to improve a young person’s
employability. Careers New Zealand (Ministry of Education, 2009a) also commend schools
to engage with business in order to meet career development benchmarks for their students.
In response to this international research, a range of work experience programmes has been
launched over the past decade in New Zealand. Some of these are school-based or designed
for students who are still attending school, for example Gateway (Tertiary Education
Commission, 2017) and STAR (Youth Guarantee, 2017). Others are workplace-based,
designed to be led by businesses, for example Work Inspiration (Tertiary Education
Commission, 2018), Secondary Tertiary Programmes (Youth Guarantee, 2018) and the
Employers Toolkit (Careers New Zealand, 2018).
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From a school-leaver’s perspective, leaving school and starting a job can be a challenging
transition, in terms of making choices within a constantly evolving career landscape for
which students may not have been taught the skills or have the capacity to successfully
navigate the options and make the right decisions, but needs a strong emphasis on “learning
to learn” in order to have a successful school-to-work transition (Wylie et al, 2009, p. 27).
Career pathway decisions, as well as managing time and money, have been viewed by
school-leavers as the “hardest things about leaving school” (Vaughan, 2008, p. 12). Finding
an entry-level job for ‘utilitarian’ purposes is viewed by many school-leavers as being much
easier than, and different from, establishing a career, in terms of work-life balance, job
fulfilment and flexible working conditions (Wylie et al, 2009, p. 3). Preparation for this
transition from school to work can be made smoother by having a range of well-developed
skills in place before leaving school and during the first stages of entering a workplace.
These skills include those associated with work-readiness, employability, specialist and
technical skills (Youth Guarantee, 2018), and a future-orientation (Bolstad, 2012).

With such an array of resources and choices, in what ways should school-leavers, educators
and employers engage to create meaningful and successful work-readiness pathways for
young people? What are the challenges and benefits of this communication to the
stakeholders engaged in the transition process, and how could the process be streamlined
and improved? At present the discordance between the goals of schools and educators, the
goals of school leavers and the goals and needs of industry are often misaligned due to lack
of effective communication. Opening communication channels between employers,
educators and school-leavers may provide fertile ground for responding to the demands of
this transition stage, and increase mutual understanding. This may inform potential next
steps that employers, educators and school-leavers could take to alleviate transition
problems between school and work. In this case ‘work’ is defined as ‘where labour is
remunerated at the minimum wage or above’ (World Economic Forum, 2016, p. 3) as
opposed to unpaid or voluntary work.

In general, being ‘work-ready’ focuses on having sufficient skills to gain and keep entrylevel employment in the short-term, whereas being ‘career-ready’ infers having suitable
3

skills to manage a series of jobs over a longer term (Owen, 2018, n.p). As the focus of this
study is on preparing young people with the skills to gain and keep entry-level employment,
the term ‘work-ready’ will be used most frequently.

1.2 Context

This research was conducted using a practitioner research approach at a Year 7-13 New
Zealand school within a rural community. This study aims to explore the school-to-work
transition in a semi-rural New Zealand environment, and how this transition might be
enhanced to better prepare school-leavers for work.

For this study, communication is defined as both face-to-face interactions between
educators, school-leavers and employers, as well as digital communications between these
groups, for example, using mobile telephone platforms.

School-leavers are defined as domestic students aged 16 and above from the 2016 and 2017
cohort who permanently left school to enter the workforce and/or undertake further
education and training outside of the compulsory schooling system (Ministry of Education,
2017).

Educators are defined as the local school’s staff who are involved in the transitioning of
students into the workplace.

Employers are defined as local business people who have employed school-leavers within
the last 3 years.

School-leaver data is managed by the school’s administrators, reported on by the Ministry of
Education’s electronic roll returns (ENROL). Variance of data from the national norm is
explained by the senior management team and reported to a Ministry-appointed
4

Commissioner in 2016-17 and a Board of Trustees in 2018. In 2016 and 2017 there were 43
school-leavers, of whom 22 stayed within the community for at least a year after leaving
school.

The school has, in the last three years, provided work-readiness preparation for students in
Years 10, 11, 12 and 13. This has included the preparation of basic and targeted curricula
vitae, as well as completion of Core Generic National Certificate of Educational
Achievement (NCEA) Unit Standards around skills such as filling in a form, writing a
health and safety report, completing formal workplace written communication, and financial
literacy.

In addition, participation in a ‘Work Exploration’ week based with local employers (Years
12 and 13 students) is organised annually and monitored by school educators. Also offered
in school, but taught by an outside provider, are Workplace Health and Safety standards (for
Year 11 students) and a Workplace First Aid certificate (for Year 12 students). Attendance
at the Southland Careers Expo (for Years 10. 12 and 13 students) is also facilitated by
school staff, as well as at a school-based Trades Employment Forum (Years 10 and 11
students), and at the Southland Institute of Technology Open Day (Years 10, 11 and some
Years 12 and 13 students).

Individual careers mentorship from the Careers Teacher is available for students on
application. In addition, some Years 11, 12 and 13 students participate in the Gateway
programme (Tertiary Education Commission, 2018).and on STAR courses (Youth
Guarantee, 2017) designed to provide students with opportunities to combine NCEA with a
tertiary or trade study. Year 13 and some Year 12 students are given the option of having a
practice interview with an outside provider, as well as attending talks and course planning
with representatives from four of the South Island’s tertiary providers. Most Year 11
students participate in the BP Business Challenge (Young Enterprise Trust, 2018a), and
some Years 12 and 13 students participate in the Young Enterprise Scheme (Young
Enterprise Trust, 2018b).
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In 2013, the Year 10 cohort, along with Year 10 students from seven other Southland
secondary schools, participated in a Southland workforce youth survey which aimed to
“develop a regional career pathway approach, addressing systemic barriers to develop a
seamless and integrated pathway from school or unemployment into work” and to “improve
connections at key transition points including transition from school to work” (Venture
Southland, 2014, p. 6). The data from this survey was used to inform the Southland
Workforce Strategy 2014 – 2031 (Jackson, 2015). A major finding from the workforce
youth survey was that there was a mismatch between students’ career aspirations and the
jobs available in Southland’s labour market, and that a combination of employer
inexperience in training and recruitment and schools’ lack of targeted programme planning
had influenced this mismatch. As a result, the Southland Workforce Strategy was
commissioned in 2015, with the aim of addressing the issue that “Southland faces
significant labour market contraction, forecast to begin in 2018 and quickly deepen, due
primarily to structural aging within the population but compounded by changing skills
requirements in the workforce” (Jackson, 2015, p. 6). The Southland Workforce Strategy
particularly targeted increasing numbers of “younger workers” (p. 7). Three of the 2013
Year 10 students who contributed to the Southland Futures Report have become respondents
for this current study as 2016 Year 13 school-leavers.

The school of study provides the only choice of secondary education within the community
and had a roll of 175 - 180 students in 2016 and 2017, although approximately 30 students
who live in this community choose, for a variety of educational and lifestyle reasons, to
travel into the city 35 kilometres away for secondary education.

Within the school, there is current interest in supporting students in their school-to-work
transition. Two of the school’s educators are members of the Careers and Transition
Education community (CATE, 2018) and attended the associated annual conferences in
2016 and 2017. Another educator has a keen interest in the transition period and, in 2017,
completed a sabbatical project based on exploring Ireland’s Transition Year programme.
Her main finding was that building transition activities into a Year 11 programme
encouraged vocational students to remain in education and to gain qualifications as well as
work-ready skills (Fraser, 2017). This staff member also provides academic career
6

mentoring for individual students based around progress in NCEA programmes. Inclusion of
career-related material within departmental programmes is encouraged but not mandatory.
There is no specific career-related professional learning development provided for the whole
staff.

1.3 Research Aims and Questions

Research Aims

1. To examine the perspectives of school leavers, educators and employers on
work-readiness skills and competencies, in a rural New Zealand setting.
2. To explore how school-to-work transition opportunities may be improved for
the benefit of school-leavers in my school.

Research Questions

The project was guided by the following research questions:
1. What aspects of communication between school-leavers, employers and

educators support work readiness for school-leavers?
2. How can schools and employers work together to increase school-leaver work

readiness?

3. How can the school-to-work transition opportunities be improved for the benefit

of school-leavers in my school?

1.4 Rationale
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This study was motivated by a personal interest in enhancing the school-to-work transition
experience in this community, particularly for those school-leavers who remained within the
community rather than leaving the area to pursue tertiary education, post-school training or
employment. This interest is mandated by the third National Education Guideline (Ministry
of Education, 2004), the Tertiary Education Strategy (Ministry of Education, 2014) and the
Career Guidelines (Ministry of Education, 2009).

Educator feedback through the school’s Heads of Faculty meetings in late 2017 and early
2018 conveyed concern that the curriculum which was offered at that stage required major
adjustments in order to become fit-for-purpose in preparing students to become work-ready
by the time they left school. In addition, employer feedback from the 2017 Work
Exploration and Gateway programmes indicated a perception that the students were not
always well prepared in terms of work-readiness skills such as time-management, selfmanagement and verbal communication. Similarly, parental feedback in October 2017,
around the Year 10-12 NCEA subject choices for the following year, indicated a perceived
gap in the school’s provision of work-readiness preparation for students in these cohorts.

Employer and parental feedback was corroborated generally by student opinion. Pilot
surveys completed anonymously and voluntarily in February 2018 by students in Years 11,
12 and 13 around their perception of their own current work-readiness skill-set, indicated
that students perceived themselves to be well-prepared in academic skills including literacy
and numeracy, but under-prepared in ‘soft skills’ and ‘self-regulation’ skills. In addition,
many students reported that they considered these self-regulation skills, along with realworld problem-solving and skilled communication, as the most important skills to develop
in order to prepare for the first few years after leaving school, significantly more so than, for
example, digital skills. These students reported that digital filing systems and online
calendars were the tools they were most likely to use to improve self-regulation skills, and
that empathy and learning from mistakes were the techniques that they wanted to develop in
order to help solve real-world problems. Overwhelmingly, the students reported that
experiential learning was their preferred method of building skills and knowledge.

8

Hence this study aimed to explore the perspectives of school leavers, educators and
employers on work-readiness skills and competencies. In particular I was interested to
examine the current state of communication between these stakeholders and to explore how
communication between the stakeholder groups could be improved in order to strengthen
work-readiness skills and enhance the school-to-work transition process in this community.

Encouraging discourse between school-leavers, their educators and employers, capitalizes
on the connections inherent in a rural community, particularly if a common language can be
negotiated, perhaps based around an interpretation of the New Zealand Curriculum’s key
competencies or through a Work-ready Passport. Communication using common
terminology around work-readiness skills, within a system that considers differing
viewpoints, may reap benefits for school-leavers, educators and employers. In addition,
smoothing school-leavers’ transition between school and work may have a positive rippleeffect in the wider community, particularly if it helps young people find and maintain a
suitable job in which they can continue their learning. Having young people meaningfully
employed in a rural location is important to the social and economic wellbeing of the
community as well as to the individual young person (Jackson, 2015; Comyn & Brewer,
2018).

The relative simplicity of this context may have implications for the generalization of a
study such as this, but may also be transferrable to other rural settings or distinctive
communities within larger urban areas.

1.5 Thesis Outline

Chapter One – Introduction

In Chapter One I describe the background and context of this study, specifically in relation
to the past and current perspectives and communication around work-readiness preparation
experienced by the students and community in the school of study. I have also explained the
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rationale for the research, set out the research questions, and concluded with an outline of
the thesis.

Chapter Two – Literature Review

In the Literature Review I briefly outline the literature relevant to the themes in this thesis,
including a background to some of the changes evident in the global, New Zealand and
Southland workforce environment where they are relevant to young people. I have explored
literature relating to global perspectives on how teaching and learning should change to help
school-leavers to become more work-ready to meet the demands of the twenty-first century
world of work. I have also explored literature that relates to collaborations between
employers and educators that relate to work-readiness.

Chapter Three – Methodology

In Chapter Three I explain my epistemological and ontological stance and how these relate
to the use of practitioner research. This chapter also explains why specific data gathering
methods were chosen and how validity and ethical issues were addressed.

Chapter Four – Findings and Discussion

In Chapter Four the findings of the study are outlined by theme and collated, based on the
data gathered from questionnaires and semi-structured interviews, along with a discussion of
the findings in relation to the literature.

Chapter Five – Conclusions and Recommendations

10

In Chapter Five I have summarised the conclusions of the findings and suggested
recommendations that may be considered in this community that might enhance
communication and practice around work-readiness and the school-to-work transition
process. The chapter also includes an outline of the limitations of this study and
considerations for further study.
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CHAPTER TWO: LITERATURE REVIEW

2.1 Introduction

This chapter provides a review of the literature associated with perceptions of, and
communication around, the school-to-work transition. The literature review focuses on three
core themes: 1) the disruption of traditional career paths and the impact this has had on
work-readiness in young people, 2) how current school-leavers are being prepared for the
twenty-first century world of work, and 3) communication between employers and
educators involved in the school-to-work transition.

The literature review relating to the first theme considers the factors behind a potential
disruption of traditional career paths and how this might affect current school-leavers. The
second theme outlines factors educators should consider when preparing school-leavers for
the future world of work, and the final theme explores the challenges and benefits of
communication between stakeholders involved in the school-to-work transition space.

Surveys analysed by the United Nations’ International Labour Organisation (ILO) indicate
that governmental and educational concerns are particularly heightened around the schoolto-work transition stage, in which young people leave school and start seeking work or
tertiary training (Comyn & Brewer, 2018). This human developmental stage is also known
by a number of different terms, for example, ‘school-leaver’, ‘jobseeker’, ‘young person’ or
‘youth’ (Bureau of Labor Statistics, 2017, p. 1). For the purposes of this study ‘school-towork transition’ will refer to the stage in which ‘young people’ aged between 16 and 19
leave school to seek full-time paid employment or training, and discussion will refer to
research based on evidence from the 36 OECD (Organisation for Economic Cooperation
and Development) countries. Furthermore, the definition used in this thesis for ‘work-ready’
makes reference to The Oxford Dictionary definition as “having the skills necessary to
employment” and emphasizes the significance of the school-to-work transition stage by
including the qualifier “especially of a young person” (Oxford Dictionary, 2018, n.p.).
Debate is extensive on the exact skills that should be developed for access to employment.
For example, the ‘skills necessary to employment’ are also referred to as ‘employability
12

skills’ (for example, Careers New Zealand, 2017, p. 4),’work-readiness skills’ (for example,
Youth Guarantee, 2017a, n.p.), ‘twenty-first century skills’ (for example, Bolstad et al,
2012, p. 1), ‘future-oriented skills’ (for example, Bolstad et al, 2012, p. 2), ‘the new work
smarts’ or ‘transferrable skills’ (for example, Foundation for Young Australians, 2017, p.
3),’soft skills’ (for example, Robles et al., 2012, p. 1), ‘social and emotional intelligence’
(for example, Goleman, 2013, p. 14), ‘career-ready skills’ (for example, Savickas et al.,
2009, p. 239), ‘essential skills’ (for example, Ravenscroft, 2018, p. 1) and ‘life skills’ (for
example, Spanjaard et. al, 2018, p. 3). Careers New Zealand contrasts ‘employability skills’
with technical expertise and knowledge, and identifies them as “the skills, qualities and
attributes that employers say are essential for their workplace: positive attitude,
communication, teamwork, self-management, willingness to learn, thinking skills (problemsolving and decision making) and resilience” (Careers New Zealand, 2017, p. 4).

2.2 The disruption of traditional career paths

In a globalised world of work, traditional twentieth century career paths are being disrupted
by fast-changing technology in which “whole industries are dramatically reinventing
themselves and their work practices” (Glover & Cribb, 2018, p. 30). Constantly changing
patterns of work and education worldwide “make it essential that every school student has
access to career education and guidance that is future-focused and personalised” (Ministry
of Education, 2009, p. 5). Bolstad and Gilbert (2012) agree, arguing that “learners—and
teachers, school leaders and families/communities—need support to actively develop the
capabilities they need to productively engage in twenty-first century wicked problem
solving” (p. 2). The extent of the paradigm shift in what employment will look like over the
next few decades is inferred by concepts such as ‘The New Work Order’ (Foundation for
Young Australians, 2017, p. 3), ‘The Sharing Economy’ (Sundararajan, 2016, p. 6) and ‘The
Fourth Industrial Revolution’ (World Economic Forum, 2016, p. 3).

Two major disrupters are technological advances in the workplace and a potentially longer
working life for employees, meaning that there will be fewer jobs available and that those
jobs that do remain will require skill-sets not well aligned with current education models.
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New Zealand researchers Glover and Cribb (2018) predict that “the arrival of new digitally
enhanced technologies will threaten the existence of some jobs and even whole industries”
(p. 30). For example, in the United States (US) “about 47% of total US employment is at
risk” resulting in reductions in wages and in job availability (Frey & Osborne, 2013, p. 2).
In New Zealand, a skills shortage has been identified across each of the major employment
sectors, and employers are being encouraged to engage with young people in order to
prevent this problem increasing. For example, in the Information and Communications
Technology (ICT) sector, “72% of employers struggle to find staff with good
communication skills” and there is a “severe shortage of high level workers and managers in
ICT” (Careers New Zealand, 2017, n.p.).

2.2.1 Characteristics of future work

Many researchers in this field agree that future employment will be characterised by being
more flexible and dynamic, more globalised and collaborative, more technological and
innovative, and more uncertain and temporary. For example, Bolstad and Gilbert (2012)
state that “the kinds of jobs and social roles that people move into once they leave school
are constantly evolving as a consequence of social, economic and technological
developments, and an increasingly globalised, interconnected and interdependent world”
(p.13). However, it is also acknowledged that there are major geographical and societal
differences in the speed of this change. For example, Schwab (World Economic Forum
report, 2016) explains that disruption “is highly specific to the region, industry and
occupation in question, as well as the ability of stakeholders to manage change” (p. 11). At a
regional level, in her report on Southland’s Workforce Strategy, Jackson (2015) describes
how, for example, the technology responsible for the mechanisation of the car industry in
Detroit may be useful for improvements in health and safety in the Forestry and Agriculture
sectors of rural New Zealand (p. 20).

A longer and more dynamic working life. As outlined by the literature above, not only are
human workers being replaced by technology, but workers are living, and potentially
working, for more years, leading to a heightened requirement for career self-management.
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For today’s young people, the traditional ‘three-stage-life’ of school, work and retirement at
age 65, will increasingly be replaced by a longer and more complex working life followed
by a longer retirement with “periods of re-training, self-employment and part-time work as
well as periods of working for others” (Gratton & Scott, 2016, p. 42). Singaporean futurist
researcher Gog (2016) notes that a longer working life will also lead to changing economic
and social outcomes, and that government and educational policies will need to consider
planning for a range of social, as well as economic, factors such as supporting employee
wellbeing. Bolstad and Gilbert (2012) apply this thinking to students who “need, among
other things, opportunities to build their sense of identity, become self-reliant, critical and
creative thinkers, be able to use initiative, be team players and be able to engage in ongoing
learning throughout their lives” (p. 13).

Future opportunities for young people. Rapid systemic change in the nature of work is a
concern for many policy-makers (for example, the World Economic Forum, 2016), yet, the
negative connotations associated with the word ‘concern’ are countered by some researchers
who see the future world of work in a positive light, in that it may herald multiple
opportunities within a portfolio career for today’s young people. For example, the
Foundation for Young Australians (FYA, 2017) states that “today’s fifteen-year-old is
predicted to have seventeen different jobs across five careers in their lifetime” (p.19). Owen
(2018) casts a favourable light over the future world of work, predicting the demise of
traditional career ladders in favour of “career jungle-gyms” through which employees may
navigate flexibly without having to climb the metaphorical career ladder rung-by-rung.

2.2.2 Factors underlying concerns about the future of work for school-leavers

Many researchers concur that the twentieth-century industrial model of education no longer
meets the needs of current and future industry and, if left unchanged, will have dramatic
socio-economic impacts on today’s young people (for example, Glover & Cribb, 2018,
p.34). The International Labour Organisation (2018) cites looming mass unemployment
resulting from a current mismatch of skills and jobs among young people. Similarly, in the
United Kingdom, Hobby (2018) expresses frustration over communication bottlenecks in
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which “employers talk about skills shortages while young people languish in poor quality
employment” (p. 6).

In a Singaporean context, Gog (2016) predicts that current and future workers will need to
be highly skilled and agile in order to compete for fewer jobs. In agreement is a Princeton
University study which found that 94% of jobs created in America in the past decade and
available to 16-24 year olds were temporary, resulting in a ‘gig culture’ that allows a more
flexible working schedule but also leads to variable income and socio-economic insecurity,
for example, a lower ability to secure rental accommodation (Katz & Kreuger, 2016).

In New Zealand, an aging population is predicted to leave major gaps in each of the main
industry sectors. For example, the average farmer in New Zealand is aged over 60 years old
and yet enrolments in agricultural courses dropped by 47% in the last five years (Careers
New Zealand, 2017). Careers New Zealand is just one of the government-led affiliates
trying to lay the groundwork for industry leaders to ‘future-proof’ their workforce by
attracting and upskilling young people. For example, Ray Lind, Chief Executive Officer of
Careerforce, is quoted as exhorting leaders of the Health, Engineering, Agricultural,
Technology and Construction sectors, saying “we desperately need to attract more young
people to rejuvenate these sectors” (Careers New Zealand, 2017, p. 8). Regionally in New
Zealand, the Southland Futures Survey (2014) reports similar concerns, for example, that
60% of the region’s employers report labour shortages and challenges for recruitment, and
yet 22% of young people aged 15-19 in the region are unemployed.

2.2.3 Costs of upskilling school-leavers for the future. Who pays? Who benefits?

The relative costs and benefits of upskilling young people for employment is a recurrent
theme in the school-to-work transition literature, for example in reports by Kuczera, Field
and Windisch (2016) and the International Labour Organisation (2017). The ILO advises
that “enterprises and employers need to make new investments to expand their involvement
in educating, training and the reskilling of workers to support economic growth” (p. 8). The
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United Kingdom’s (UK) green paper ‘Building our Industrial Strategy’ agrees that
employers and employees should share the burden of cost in order to share the economic
benefits of full employment, but also stresses that post-school education and training is
expensive and requires state level investment (UK Department for Business, 2017). From a
similar economic perspective, the OECD policy review recommends that UK policymakers
make long-term economic savings by investing in basic skills which should be developed
throughout the stages of education and into working life (Kuczera et al., 2016).

Similarly in New Zealand, Careers New Zealand’s ‘Employer’s Toolkit’(2017) encourages
employers to engage with, and invest in, young people because of the benefits that are
predicted to accrue in terms of solving future skills shortages, saving on recruitment costs,
enabling relevant skills and work-ready employees, and receiving fresh ideas for the
business.

In terms of pathways for postsecondary training,

university-based education is

acknowledged as being beneficial, for example by New Zealand’s Ministry of Education
(2014), but also is an expensive option for the individual and for society, as New Zealand’s
Industry Training Federation (ITF, 2018) notes in the ‘Skills in a Changing World’
conference notes. In comparison, the ITF suggests that an ‘on-the-job-training’ route to
employment may be less expensive for a country’s economy as well as more lucrative
economically for the individual student than taking a tertiary educational option. In their
search for young people with specific work-ready skills in computer science and software
engineering, the ‘Big tech’ companies such as Amazon, Google and Facebook have weighed
in on the debate over the value versus cost of a university degree, by stating a preference for
employing young people straight from secondary school and then training them through
industry-financed ‘coding camps’, as evidenced by a United States data analysis report
(Paysa, 2017). Commentators, such as Hobby (2018) in the United Kingdom, take a midway perspective, advising rationing the university route to those who have basic literacy,
numeracy and employability skills already in place. Kuczera and her colleagues (2016)
agree, and, in addition, suggest that the savings from supporting fewer young people
through university could be redeployed “to improve basic standards in initial schooling and
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16-19 education, and to support the development of short professional postsecondary
programmes” (p. 15).

Australian researcher Bridgstock (2009) advocates that the responsibility for work-readiness
lies essentially with the young person, who needs to manage his or her own career
effectively, explaining that “for optimal economic and social outcomes, young people must
be able to proactively navigate the world of work and self-manage the career building
process” (p. 34), but also recognises that schools and post-secondary education providers
need to support an individual’s steps towards career self-management.

However, educational researchers, such as Holman (2018) from the United Kingdom,
disagree, and instead state the need to finance skills-building much earlier in a young
person’s education, by improving careers education in schools. Holman describes how the
United Kingdom’s government has increased its economic support through innovations such
as the Careers and Enterprise Company, “to provide the strategic coordination for
employers, schools, colleges, funders and careers programme providers to create high
impact careers and enterprise support to young people aged 12-18” (p. 8). Occupying a
position at the transition boundary between school- and industry-provided careers education,
the Foundation for Young Australians has developed a Higher Pathways programme, which
aims to “enable young people to develop enterprise skills that will support their further
career progression” (Roxburgh, 2018). As an example on a regional level in New Zealand,
Southland’s Workforce Strategy (2015) acknowledges the juxtaposition of costs and
benefits of upskilling youth by comparing the long-term social and economic impacts of
youth disengagement with benefits that stretch beyond an individual worker, such as the
“longer term workforce participation of these youths as they gain early career skills and
have families of their own” (p. 11).

2.3 Supporting school-leavers to be work-ready for a changing future
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An overall idea found in the literature associated with the school-to-work transition (for
example, the Foundation for Young Australians, 2017) is that the nature of work is changing
rapidly and will necessitate systemic changes in the preparation of young people for current
and future employment. However, there is extensive debate over when this preparation
should take place, in what format it should occur and who should be responsible for its
implementation, particularly in the light of competing demands within a crowded secondary
and tertiary curriculum (for example, Haigh, 2002; Kuczera et al, 2016; and the ILO 2018).

Many researchers in the secondary and tertiary education space recommend taking a longterm view of preparing young people for their working lives. Savickas and his colleagues
(2009), for example, recognise a ‘crisis in career development’ and recommend a ‘lifedesigning model for career intervention’ (p. 245). The New Zealand Curriculum document
supports a similar position, recommending that career education and guidance is “an
inherent element of every school’s provision of a rich and balanced education and supports
students’ successful transition to further education or work” (Ministry of Education, 2009,
p. 8). Similarly, but from an industry perspective, Australian researchers Spanjaard et al.
(2018) recognise that, because industry expects young employees to have both qualifications
and ‘soft skills’ in order to be work-ready, young people need institutional help to organise
experiential learning in ‘real-world’ work environments. Bolstad and Gilbert (2012) agree,
stating that “learning needs to take place in a wide variety of settings, not just at school in a
classroom, if learners are to be able to transfer and use their learning in new contexts” (p.
15).

The idea that work-readiness preparation should become a key part of education institutions’
curricula concurs with the long-term programmes laid out through, for example, New
Zealand’s Career Benchmarks and the United Kingdom’s Gatsby Career Benchmarks
(Careers New Zealand, 2018; Holman, 2014). Career education and guidance in schools
directly addresses the civic and economic aims inherent in New Zealand’s National
Educational Goals one and three (Ministry of Education, 2009). Similarly, Australian
researchers Jackson and Bridgstock (2018) encourage educational institutions, at secondary
and tertiary level, to become more innovative in applying curricula to career development in
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order to develop a ‘future-capable workforce’, particularly by fully utilising career
counsellors within a networked framework.

Supporting young people to become work-ready may involve helping them to develop
practical strategies to identify and articulate their career-oriented skills. Bolstad and Gilbert
(2012) refer to this process as giving students authentic opportunities to “fully experience
the messiness of a real-world project, complete with the unexpected changes in direction,
opportunities and challenges that can arise.” (p. 20). For example, British practitioner
researcher Sinclair (2017) examines how her Bioscience students’ confidence in their
employability skills can be enhanced in a practical way by being able to “recall, adapt and
apply” their knowledge to a new problem (p. 3), a skill which she acknowledges is highly
valued by employers. Similarly, New Zealand’s Career Education guidelines (Ministry of
Education, 2009) specify that schools should “encourage teaching and learning strategies
that motivate individuals to identify their own interests and strengths” (p. 17) and to think
about how they can develop these and relate them to potential careers.

2.3.1 Implications for employment, education and training

A whole-community approach In her foreword to New Zealand’s Careers Education and
Guidance document, then Secretary for Education Karen Sewell recommended a wholeschool and whole-community approach, opining that careers education requires “planning
and collaboration, from the school charter through to the classroom, and the active
involvement of trustees, senior managers, parents, business, industry and the community”
(Ministry of Education, 2009, p. 4). Jackson and Bridgstock (2018) agree that educational
institutions should be looking towards the career outcomes of education and to
fundamentally change their curricula to become more career-oriented and collaborative.

A mismatch between young people’s skills and those required by industry is identified and
related to a lack of communication between sectors (World Economic Forum report, 2016).
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Similarly, in her ‘New Work Order’ series, Owen refers to Australian industry’s demand for
enterprise skills such as creativity, communication, digital literacy, problem solving and
critical thinking, which is not being met through the current education system and results
from lack of collaboration between sectors (Owen, 2018).

On a global scale, the International Labour Organisation’s report “Promoting jobs:
protecting people” (2018) recognises the need for every country to deliver skills for industry
and has dedicated a specific Skills and Employability Branch to guide “governments,
employers' associations and trade unions around the world [who] are working to improve
the employability and productivity of workers through better quality and relevant training”
(p. 8). Notably, this Branch focuses primarily on linking training to current labour market
needs and building young people’s competencies for the jobs of the future. It recognises that
preparing young people to be productive citizens for the future is a long-term process and
requires planning for regulated and adaptive education systems.

There are numerous positive examples of skills development for young people that occur
through collaborations between schools and industry. For example, Quintini et al. describe
the dual-system frameworks practised in Germany, Switzerland, Denmark and Austria,
which have “proven quite successful in giving young people a good start in the labour
market” (Quintini et al., 2007, p. 13). Dual-systems are when class-based and work-based
learning is provided in parallel, and are also practised through programmes in New Zealand
such as ‘Gateway’ and the Trades Academies and Industry Training Organisation education
programmes (Industry Training Federation, 2016).

2.3.2 An earlier start for careers training and skills-building

Measures are emerging in some countries to rectify the lack of standardised teacher training
for student work-readiness, through the adoption of skills-builder frameworks. Ravenscroft
(2018), CEO of the United Kingdom social enterprise Enabling Enterprise, advises careers
trainers to “start young, keep going and measure it” in relation to their students (p. 4).
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TeachFirst CEO Hobby (2018) agrees and further exhorts stakeholders to take a long-term
view of the school-to-work transition, purporting that the current arrangement in secondary
school starts far too late, and that careers education should start early in primary school.

The United Kingdom’s Gatsby Career Benchmarks set clear guidelines for the age by which
children should have had career-based experience, for example stating that “every student
should have multiple opportunities to learn from employers about work, employment and
the skills that are valued in the workplace, through a range of enrichment activities
including visiting speakers, mentoring and enterprise schemes”. Furthermore, they exhort
that “every year, from the age of 11, pupils should participate in at least one meaningful
encounter with an employer, where a ‘meaningful encounter’ is one in which the student has
an opportunity to learn about what work is like or what it takes to be successful in the
workplace” (Holman, 2018, p. 7).

Careers New Zealand advises industry sector leaders that the most effective solution to
skills shortages is to get involved when students are in Years 9-11 at school in order to have
“greater influence on young people’s pathways, leading to a wider workforce pool” (Careers
New Zealand, 2017, p. 9).

Another trend is that careers education is becoming increasingly experiential and digital, for
example, the United States’ Teen Career Path (2016), and the United Kingdom’s ‘Inspiring
the Future’ programme (Education and Employers, 2018). Another example is Careers New
Zealand (2017) who have made available to schools the ‘Maia’ series of experiential
employment videos that take school-aged viewers through a typical day in different jobs.
However, Australian researcher Lazarsfeld-Jensen (2013) cites a reliance on digitally-based
work-readiness preparation as opposed to a hands-on practical experience, as an important
factor in the “lack of road-readiness” (p. 2) of young employees, particularly when it comes
to developing interpersonal skills.
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The benefits of integrating careers development within secondary school curricula can also
be considered in terms of improving students’ motivation and attendance. For example, in
their longitudinal study of 16-year-old students in New Zealand, Wylie et al. (2009) found
that when the purpose of learning is linked effectively to a real-world issue, students are
more likely to become lifelong learners, to develop more effective social and emotional
skills, and to stay at school longer.

2.3.3 Developing work-ready skills to meet the demands of industry

Definitions of ‘work-ready skills’ include good technical understanding and subject
knowledge (for example, Glover & Cribb, 2018), but many employers also outline a specific
set of more personal skills that they want from an employee (for example, Industry Training
Federation, 2018a). The Careers New Zealand ‘Employer’s Toolkit’ (2017) defines these
personal skills as “the skills, qualities and attitudes that employers say are essential for their
workplace” (p. 3) and links them to students’ interests and values as well as providing
examples of how these skills may be improved through daily life activities.

In general, work-ready skills are divided usually into ‘hard’ skills such as those required for
technical, digital and technological needs, and ‘soft’ or ‘interpersonal’ skills required for
working with other people. For example, through the Foundation for Young Australians
(2017), Owen develops ideas around transferrable skills rather than fixed qualifications,
describing skills clusters’ around foundational, enterprise, technical and career management
skills.

From an educational curriculum perspective, the New Zealand Curriculum’s key
competencies aim to develop students’ skills and attributes and align them with twenty-first
century skills (Hipkins et al., 2014). Careers New Zealand’s ‘Employer’s Toolkit’ (2017)
provides advice to schools and employers on how to engage students and young people in
gaining industry-relevant skills, experience and confidence, through a range of school-based
and industry-based experiential learning activities. In order to focus on regionally-specific
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work-ready skills, Southland’s Workforce Strategy (2015) has “developed demographic and
skills profiles, identifying mission-critical skills aligning to hard-to-fill jobs” as well as
seeking out young people with “underutilised skills” and matching them to employment or
training (p. 9).

However, some researchers note that a sole focus on building young people’s industry-based
employability skills does not provide the complete solution to improving young people’s
work-readiness (for example, Heckman & Krautz, 2012). In the United Kingdom, a key
finding from the research body behind the Education and Employers Organisation suggests
that “employment gains are more due to enhanced social capital and career knowledge than
enhanced employability skills” (Mann et al., 2017, p. 5).

Similarly, some behavioural psychologists have weighed into the school-to-work transition
debate by emphasizing the opportunities that an uncertain future employment market brings
and the importance of an aspirational response to developing young people’s selfknowledge and purpose. They particularly advocate developing the ‘soft skills’ around
critical thinking, creativity, communication and collaboration (for example, in Glover &
Cribb, 2018, p. 53), or what Friedman and Seidman (2017) refer to as ‘stempathy’, which
“combines STEM skills with human empathy” (p.47). Opposing this view, and adding to the
knowledge versus skills educational debate, British practitioner researcher Christodoulou
argues that skills should not be taught in isolation and that providing young people with
solid curriculum content is a necessary foundation for embedding employability skills
(Christodoulou, 2014).

Lifelong learning - Researchers such as Goleman in the United States link the ‘social
capital’ idea with young people’s ability to continue learning in a dynamic employment
future. He argues that young people need help during their school education to develop
certain building blocks before they can become lifelong learners. Goleman explores the
social and emotional intelligence that he claims to be essential in order to create strong
foundations for lifelong learning (Goleman, 2013). Similarly, on a metacognitive level,
American social psychologist Dweck has researched the benefits of building lifelong
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resilience through the development of a ‘growth mindset’ in which an individual is
continuously curious (Dweck, 2007).

Singaporean researcher Gog (2016) interprets concepts of lifelong learning through the
notion of an ideal work-ready individual, who would have “deep expertise and competency
in his/her domain of practice” but who is also able to integrate and connect across fields and
sectors to create new products and services. She describes how “continuous learning and
creation will be the hallmark of a serial master” (p. 4)

2.3.4 Evolving perceptions of the post-secondary-school learning journey

Vocational options have been seen by some educators as “the domain of underperforming
students” and, although, as the Industry Training Federation’s Ian Hall (2016) states,
“Industry training can lead to exceptionally good, prosperous careers, there is work to be
done before people stop looking down on industry training and the trades as a lower option”
than an academic route to employment (p.7). New Zealand’s Tertiary Education Strategy
(MBIE, 2014) acknowledges the importance of post-secondary training in general, attesting
that “whether they (young people) study at a university, polytechnic, wānanga, private
training establishment, or through an apprenticeship, a qualification gives them a concrete
record of knowledge learned and skills gained that they can use to move up the employment
ladder” (p. 4).

A wider range of voices from academic and industrial fields is contributing to the debate
over trades’ versus academic pathways to skills development. For example, the Industry
Training Federation’s research in New Zealand indicates that apprentices enjoy a lower risk
career pathway and are in a stronger financial position for the majority of their career than
are professionals with university degrees (Hurren et al., 2017). School-industry interface
programmes, such as New Zealand’s Gateway, Secondary Tertiary Alignment Resource
(STAR), Youth Guarantee Scheme, Trades Academies and Industry Training Organisations
(ITOs) encourage experiential learning and integrate school curricula with practical industry
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experience, thereby helping to improve the perception of vocational training from both a
school and industry perspective (Gordon et al., 2014).

In addition, traditional post-secondary training is faced with potential mass disruption, for
example, through the advent of Mass Open Online Courses (MOOCs) such as Udacity and
Coursera, which have further complicated work-readiness provision for young people (Bonk
et al., 2015).

2.3.5 Personalising the Careers journey

Researchers such as Gog (2016) and Hodkinson et al. (2016) have emphasized the
importance to young people of developing a personal brand or individual biography.
Savickas et al (2009) and Owen (2018) agree that young job-seekers should cultivate the
ability to articulate their own skill-sets in order to become ‘career-ready’. Owen dedicates
one of her four main ‘skills clusters’ to career management skills, which she defines as
“self-awareness, work-life balance, use of career services and information, and lifelong
learning” (p. 7). Bolstad and Gilbert (2012) advocate the importance of personalising
learning rather than having a “one-size-fits-all” approach, using the metaphor of a
“networked campground” in which “several different loop tracks lead to a variety of
different learning experiences. Some of these could resemble traditional work experience
programmes; or they could involve researching the skills and knowledge required for
different kinds of jobs.” (p. 23). Hozein (2017) agrees, suggesting that personalising
learning, as advocated by Hattie (1996), should be practised in the classroom in order to
embed this skill for later life. Theorists, such as Glover and Cribb (2018), emphasize the
development of self-management skills, proposing that future work will require workers to
organise their own lifelong learning. British researcher Evans (Guile & Evans, 2009) refers
to this process as “re-contextualising one’s skills” (p. 2), explaining that young people
should be given multiple opportunities to practise their skills in different employment
contexts.
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Careers mentoring is being encouraged in a number of countries. For example, in schools
across the United Kingdom, Gatsby Career Benchmark Number 8 explains the importance
of personal careers guidance, in that “every student should have opportunities for guidance
interviews with a career adviser whenever significant study or career choices are being
made” and that careers programmes should “be tailored to individual need” (Ministry of
Education UK, 2018, p. 7). In Australia, Jackson and Bridgstock (2018) champion careers
counsellors in schools and universities as having continuously reinvented themselves in
order to stay current and to best support the career development of learners.

The value of having a personal career mentor for young people beyond secondary schooling
is also explored at a practical level. For his manual for young job-hunters, Bolles (2018)
interviewed five hundred young job-searchers in America and inferred the benefits of
employer mentorship, concluding that young employees “do best in employment situations
that provide new-employee orientations that help them learn workplace standards and
expectations” (p. 3). One example of programme delivery involving mentorship is the ‘Be
Onsite’ mentoring programme in London (Mellor Park, 2018) which aims to “prepare
socially-excluded jobless young people for long term employment by securing jobs from
building contractors, providing industry-relevant training, and then mentoring them into
gaining sustainable jobs” (n.p.). Mellor Park sees the role of the mentor as being the
communicative bridge between employee and employer. Similarly, the idea of employer-led
intergenerational mentorship of young employees by their older employers is lauded as a
major strategy for upskilling young workers in Southland, New Zealand (Jackson, 2015).

2.3.6 Inequity of access to skills and training opportunities

Across OECD countries, there are concerns about widespread socio-economic and
geographic inequality and exclusion in access to work, particularly where young people are
concerned. For example, the International Labour Organisation (Brewer and Comyn, 2018)
links inequality of youth employment opportunities to the wellbeing of the communities
around those youth, stating that “a difficult transition into the world of work has long-lasting
consequences not only for youth but also for their families and communities” (p. iii) In the
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United States, the Bureau of Labor Statistics (2017) estimates that seven million
marginalised and low-income young people are not sufficiently prepared for the school-towork transition, with an additional 6.5 million school-leavers with disabilities who find the
transition even more difficult (p. 7). Similarly, in the United Kingdom it is estimated that
nine million young people have weak basic skills that reduce productivity and
employability, creating inequity and social exclusion (Kuczera et al., 2016).

Inequity of access to careers education has also been identified across the United Kingdom.
The Education and Employer Taskforce found that young people who had attended feepaying schools perceived that they had better career preparation than those who had
attended disadvantaged schools, concluding that “equity matters: access to school-mediated
employer engagement is not fairly distributed” (Mann et al., 2017, p. 6). As a result, the
United Kingdom’s Gatsby Career Benchmarks explicitly target career guidance towards
“vulnerable and disadvantaged young people” (Ministry of Education UK, 2018, p. 15).
Similarly, New Zealand’s Tertiary Education Strategy (2014) makes a point of prioritising
“improved outcomes for all” (p. 10) and justifies this socially and economically by
highlighting that “New Zealand needs to ensure that more people, including more people
from priority groups, have the transferable skills in demand as employment rises, and that
will support them in all other areas of their lives” (p. 10).

There is a growing awareness of the need to increase networking and communication
between sectors in order to ‘spread social capital’ and improve equal opportunities in the
school-to-work transition space (Hobby, 2018). The United Kingdom’s Gatsby Career
Benchmarks highlight the importance of making career choices available to all students, so
that they can “understand the full range of learning opportunities that are available to them,
including both academic and vocational routes and learning in schools, colleges, universities
and in the workplace” (Ministry of Education UK, 2018, p. 7). At a regional level,
Southland’s Workforce Strategy (2015) advocates that “inclusion of greater numbers of
young people will have a significant social impact as well as long term pay off as those
young people settle and have families” (p. 6), thereby inferring the wider socio-economic
benefits that youth employment brings.
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2.4 Communication between stakeholders

Cross-sector, collaborative communication between stakeholders in the school-to-work
transition space is growing in importance in that it has been shown to aid school-leaver
work-readiness (Ministry of Education UK, 2018). Singapore’s ‘CET 2020’ masterplan
(2014) describes this transition space as a “vibrant ecosystem [with a] wide range of
learning opportunities” thereby utilising a metaphor from nature to describe the complex
network of communication which occurs within the worlds of education and industry. CET
2020 also acknowledges the need for agencies and individuals to act as mediators between
stakeholders in order to aid the flow of communication. Similarly, on a regional scale,
Southland’s Workforce Strategy (2015) aims to “give young people Southland-specific
careers information” and to publicise career pathways information in the region” (p. 11).

The International Labour Organisation’s report (2018) focuses on enabling communication
between sectors, for example by “promoting knowledge-sharing with a view to facilitating
social dialogue on skills development, particularly on quality apprenticeships” (p. 8). The
United Kingdom’s green paper ‘Building on our Industrial Strategy’ (Department for
Business, 2017) reports that business investment in apprenticeships “puts business in control
of apprenticeship provision” (p. 3) thereby illustrating the spread of provision across
education sectors of training and upskilling young people for future employability.

Shared control between education and industry sectors of the training system is a desire also
expressed by New Zealand’s Industry Training Federation which notes a growing awareness
of the concept that long term employment and training leads to higher profitability and
social equality. The United Kingdom’s statutory directive to schools aims to improve
communication and networking by mandating that every school nominate a ‘Career Leader’
from their staff through whom guidance and support may be channelled (Ministry of
Education UK, 2018, p. 5). In New Zealand, professional groups such as the Career and
Transition Education Association (CATE) attract careers educators and industry providers
from across sectors to communicate via networking and information events in physical and
online space (CATE, 2018).
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2.4.1 Collaboration between educators and employers

In order to help young people navigate this complexity, the ILO (2018) and the World
Economic Forum (WEF) agree that collaboration between agencies is a key ingredient. The
WEF report (2016) speaks of collecting employment data and perspectives to “incentivize
and enhance partnerships between governments, educators, training providers, workers and
employers in order to better manage the transformative impact of the Fourth Industrial
Revolution on employment, skills and education” (p. 11).

Quintini and her colleagues (2007) predicted the “need for a cooperative cross-sector
approach to creating long-term employment opportunities” across OECD countries more
than a decade ago (p. 46). Similarly, a working paper which looked into outcomes of the
ILO’s Youth Employment Programme (Brewer & Comyn, 2018), found evidence of positive
impacts of formal structured work-based learning, and advised that “future efforts should
encourage engagement with private sector firms in creating and expanding such structured
opportunities for young people” (p. 27). At a regional level, Southland’s Workforce Strategy
(Jackson, 2015) has taken a holistic and collaborative approach to developing specific
initiatives to attract, retain, upskill and utilise “the latent youth market” (p. 11), including
championing flexible work-arrangements, creating career path packages, introducing job
rotation to broaden an individual’s experience, and ensuring intergenerational mentoring.

These sentiments have been echoed in the New Zealand government’s strategies. For
example, New Zealand’s 2014 Tertiary Education Strategy (Ministry of Education, 2014)
lists its top two priorities as “delivering skills for industry” and “getting at-risk young people
into a career” (p. 5). Through their ‘Employer’s Toolkit’, Careers New Zealand (2017)
provides explicit advice to employers and industry leaders on how to engage with students
and young people to help them become work-ready and career-ready. For example, a list is
provided of employer-led actions that have been proven to engage with young people around
career-planning and includes co-creating resources, giving presentations about a specific
industry, offering mock job applications and mentoring, and organising work shadowing
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opportunities. With support from the Tertiary Education Commission, an initiative called
‘Work Inspiration’ encourages employers to “create inspiring work experiences for 13 to 18year-old students” by “showcasing the roles and opportunities that exist in their workplace
and industry” and also to create leadership opportunities for the industry’s staff who
participate (Careers New Zealand, 2017, p. 8).

However, in terms of New Zealand educators’ perceptions of their own practices, a national
Teaching and School Practices report (Wylie et al., 2018) finds that “collaboration with the
local community so that their expertise can be used to support learning in class or other
school activities” was not rated as being done very well, as was “supporting the local
community by ensuring that students have opportunities to actively contribute to it ways
valued by the community” (p. 5). These perceptions link with educators’ collaboration with
local employers in preparing students to become work-ready, particularly as a key
recommendation from the same report recommends that educators support ongoing
improvement by “strengthening partnerships with the community around student learning”
and “developing twenty-first century skills” (p. 112).

2.4.2 Improving education systems for effective provision of careers education

It has been accepted across a number of different countries that career guidance for schoolleavers is often unregulated and in need of improvement. In his 2007 report, ‘The Race to
the Top’, Holman noted “the widespread consensus – across both the public and private
sectors – that the career guidance on offer in this country [United Kingdom] was
insufficient, of dubious quality, and often provided too late to meet the needs of the majority
of young people” (Holman, 2014). The Employers and Education Taskforce agreed with this
observation, finding through their interviews with over one thousand young British people
that “53% of young people aged 19-24 did not think that school had prepared them well for
the world of work” (Mann et al., 2017, p. 4), but that the greater the number of engagements
careers teachers organised with employers the better young people felt about their career
preparation.
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Through the Gatsby Foundation, British researchers looked into what constitutes ‘good’
career guidance, summarised as “linking different activities together to form a coherent
whole” with the aid of eight career benchmarks (Holman, 2014). Modern digital frameworks
include examples such as the United Kingdom’s Skillsbuilder which aims to simplify and
structure career education (Ravenscroft, 2018). The ‘Compass’ online tool helps schools
self- evaluate their careers programmes against the Gatsby Career Benchmarks (Ministry of
Education UK, 2018, p.4). Careers New Zealand’s online portal (2018) aims to improve
navigation for students between different parts of the education system, and the United
States’ Teen Career Path (2016) offers virtual on-the-job training that targets students’
interests and strengths.

2.4.3 Developing a common skills language in relation to employability

There is a growing understanding that skills language and expectations need to be
transparent and accessible across stakeholders in the transition area and beyond.
Researchers, such as Ravenscroft (2018) in the United Kingdom, have worked towards a
simplification and rationalisation of skills language and practice across the country.
Ravenscroft works with over one hundred thousand school students in five hundred
organisations and also with over one hundred employers, and campaigns for a common
language and expectations for enabling learners to build skills. He advocates that eight
essential skills should be taught to all schoolchildren in an age- and stage-appropriate way
that is also transparent for their future employers, who can then help “bring these skills to
life through work experience opportunities” (p. 6). Ravenscroft describes these essential
skills as “Listening and Presenting as the two parts of effective communication; Teamwork
and Leadership as the two sides of interpersonal skills; Creativity and Problem Solving to
help create and manage new ideas; and Aiming High and Staying Positive as the two
dimensions of setting clear goals and plans” (Ravenscroft, 2017, n.p.).

The United Kingdom’s Gatsby Career Benchmarks are another example of governmentendorsed careers language that is available to schools and industry training providers
(Holman, 2014), as is the Employer’s Toolkit offered by Careers New Zealand (2017).
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Similarly, the notion of a ‘graduate profile’ is gaining ground in New Zealand, where
community consultation is used to prepare a document detailing the attributes that the
community would wish their school-leavers to have. Some Maori-medium and Englishmedium schools in New Zealand have utilised the Maori philosophies and principles of Te
Marautanga o Aotearoa to develop graduate profiles for their senior students, in which “high
levels of educational and socio-cultural success, a wide range of life skills, and a wide range
of career choices are promoted as important outcomes” (Te Kete Ipurangi, 2016, p. 1).

Professional Learning Development in the classroom for students and educators alike has
become increasingly popular in OECD countries in order to put research into practise
through a common work-ready language and method. For example, Munro’s Twenty-First
Century Skills Lab in New Zealand aims to embed into education the generic skills that
underpin many jobs, such as “being curious, tenacious, organised, emotionally resilient
and a team player” (Munro, 2017, n.p.). The Mind Lab at Unitec in New Zealand
provides both student-centred digital and collaborative learning experiences and a hub
for teachers to “better align skills and capabilities to the demands of the contemporary
world” in order to transform teaching and learning for their students (Gander et al.,
2016). Also emerging from The Mind Lab are initiatives such as the Digital Passport
which aims to help educators understand emerging digital technologies in the
classroom, and the Digital Suitcase online course that focuses on helping employers to
understand concepts and language prevalent in the future world of work (Strang, 2018).

2.4.4 Engaging employers in the school-to-work transition

In a survey of young people’s school-to-work transition experiences, Mann et al. (2017)
concluded “that the more young people encounter employers whilst in school the more they
earn and the lower their chances of becoming NEET (Not in Education, Employment or
Training) as young adults” (p. 4.). He concludes that the best preparation for successful
employment is provision of more quality engagement with employers along with improving
what young people think about the careers provision they received at school. Similarly, the
CET 2020 report (Singapore Workforce Development Agency, 2014) includes the goal of
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building expertise in Singapore’s workforce “with increased involvement from employers in
building and valuing skills” as its SkillsFuture programme supports one thousand companies
to build up their “work-learn capabilities” (p. 14).

Hobby (2018) emphasizes the importance of supporting employers through the culture and
bureaucracy of educational institutions in order to encourage regular career-focussed
communication. He advises policy-makers to give schools the curriculum space to produce
long-term careers plans that will help create well-rounded school-leavers who have already
experienced the workplace, so that the goodwill of potential employers can be fully utilised.

In 2014, the British government established the Careers and Education Company, with an
explicit initial focus “on employer engagement, based on evidence about the importance of
giving young people more opportunities to connect with employers of all sizes, and from all
sectors. These encounters will inspire pupils and allow them to learn about what work is
like, or what it takes to be successful in the workforce” (Ministry of Education UK, 2018, p.
5).

New Zealand’s Industry Training Federation (ITF, 2018) represents eleven of the country’s
Industry Training Organisations and encourages “employer-led education and training,
through a system that supports lifetime learning, and vocational education that meets real
industry needs” (p. 2) and has implemented the ‘Got a trade. Got it made’ campaign, which
aims to encourage young people to consider trades as a profitable career pathway. Careers
New Zealand (2017) provides the example of how the Building and Construction Industry
Trade Organisation (BCITO) has attempted to close the skills gap by influencing the careers
advice given to students in Years Seven to Eleven. For example, the BCITO has a dedicated
section on their website for schools, provides teaching resources for careers in building, and
provides advice to the Gateway programme coordinators.

As mentioned above, Careers New Zealand (2017) has also developed an ‘Employer’s
Toolkit’, which gives employers a comprehensive guide on how to engage with schools,
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students and young people, with the aim of helping to develop a career-ready workforce
once these students become school-leavers. At a regional level, Southland’s Employer
Level Taskforce Strategy provides a list of points for employers to consider in relation to the
‘utilisation, upskilling, attraction and retention’ of employees (Jackson, 2015, p. 7). This
employer-level implementation guidance mirrors a similar strategy at governance level,
showing that collaborative workforce-based actions are being theorized and actioned at
multiple levels in many countries.

5.7 Summary of themes in relation to the research aims and questions

Theme One. The disruption of traditional career paths and the impact this has had on
work-readiness in young people

The literature describes how traditional twentieth century career paths are being disrupted
by a longer working life and fast-changing technology meaning that employers and
educators should collaborate to help school-leavers develop the skills and capabilities to
embrace this disruption. Some commentators note that the disruption is not uniform across
region, industry and occupation, and, in some respects, may liberate school-leavers from a
potentially time-consuming career ladder. In general, researchers predict that a combination
of an aging workforce and a skills gap means that action should be taken to upskill young
people in areas of skills shortage.

However, it is recognised that this upskilling is costly and may need to be borne by industry
and government, and should be built upon future-focused adjustments to the education of
teenagers, specifically around employability skills and career planning and mentoring. The
potential benefits of upskilling to the individual recipient, to the employer and to society are
recognised, as well as the potential risks of failing to upskill, particularly in areas where
there is both youth unemployment and skills gaps.
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Researchers are divided around the educational stage at which this adjustment should take
place, with some suggesting a focus on the final two or three years of a young person’s
school life and others advocating for a much earlier start, for example, in Primary School.
Researchers are also divided over the merits of possible pathways for skills-building, via a
vocational trades-based route or via university.

This disruption relates to the perceptions of work-readiness in the community of study in
that there may be a perceived mismatch between the skills that are provided through the
school’s curriculum programmes and the skills that employers, educators and school-leavers
recognise to be necessary for work-readiness. It is intended that investigation of these
perceptions through Practitioner Research will help reveal the extent to which global
disruption of traditional career pathways is concomitant with the experienced of workreadiness in a small rural community in New Zealand.

Theme Two. How current school-leavers are being prepared for the twenty-first century
world of work.

Building on the idea in the literature that work-readiness preparation should become a key
part of education institutions’ curricula, examples of long-term career development
programmes are explored, for example, from Australia, New Zealand and the United
Kingdom. Common features within these programmes are benchmarked progression,
mentor support both for educators and students, and the provision of a number of
opportunities for practical authentic real-world work experience for the student.

The literature explores the implications of this long-term career planning in terms of the
need for community involvement and active collaboration between employers and
educators, an idea which is explored further through the third theme. In addition, trends in
career planning are explored, including starting career education earlier in a student’s school
life and also providing relevant training and support for educators and employers who
deliver careers training.
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Examples of effective educator – employer partnerships are described, for example, the
dual-system frameworks practiced in some northern European countries, and work-based
school-administered programmes such as ‘Gateway’ in New Zealand.

Inequities in the delivery of employment opportunities and career programmes are also
touched upon and ideas are explored around spreading social capital in order to develop
work-readiness in all young people.

These examples of work-readiness development relate to the community of study in that
there are a number of career-related programmes and training practices already running in
the school of study and in local workplaces. It is intended that Practitioner Research will
help draw out details of these programmes and practices in order to and provide a
comparison with programmes being delivered in other areas. This should clarify what is
already happening in the community of study and provide potential solutions to help
educators and employers work more collaboratively to improve school-leaver workreadiness.

Theme Three. Communication between employers and educators involved in the schoolto-work transition.

The literature provides examples of how cross-sector, collaborative communication between
stakeholders in the school-to-work transition space is growing in importance in that it has
been shown to aid school-leaver work-readiness. Examples are given of ways in which
global, national and regional organisations are working to enable communication between
sectors in order to upskill young people for future employability. Collaboration between
educators and employers is cited as being important in order to help young people navigate
the complexity of the twenty-first century world of work. Suggestions that may aid this
collaboration include schools nominating a careers facilitator with whom employers could
correspond, and, as mentioned within the previous theme, upskilling educators to provide
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more relevant personalised careers guidance. This section also includes examples of the use
of career-related digital tools and frameworks, as well as ideas for simplifying and
rationalising language and practice around employability skills-building, for example, by
outlining essential skills necessary for work-readiness or by developing a desired profile that
students could work towards before they leave school.

As with the second theme, the importance of upskilling educators and engaging employers
is explored through the literature in relation to developing a common skills language, with
examples cited from New Zealand and Singapore.

In terms of the third research question, the literature around educator-employer
communication links to the potential to improve school-to-work opportunities to benefit
school-leavers in the school of study. Again, it is intended that Practitioner Research will
help provide a forum for stakeholders to communicate around potential opportunities.
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CHAPTER 3: THE RESEARCH APPROACH AND METHODOLOGY

3.1 Introduction

This chapter outlines the methodology chosen to guide this study. The theoretical basis for
using this methodology will be outlined, followed by the forms of data collection used.
Issues of validity and reliability will be considered, and ethical issues outlined.

The research is guided by a qualitative methodology approach informed by Practitioner
Research, along with thematic analysis as a tool for interpretation of raw data (Braun &
Clarke, 2006). For the purposes of this research, located in an educational and community
setting, practitioner research is based on Mentor et al. (2011) from the University of
Glasgow’s definition as “systematic enquiry in an educational setting carried out by
someone working in that setting, the outcomes of which are shared with other practitioners”
(p. 3). They emphasize that the person undertaking the research is “both researching and
practising” (p. 4). Campbell (2013) agrees that educators are ideally placed to conduct
research that intends to solve practical problems experienced by their students in that “they
have an insider perspective which mixes theory and practice” (p. 1). Oolbekkink-Marchand
et al. (2014) from the Netherlands, suggest that practitioner research is an appropriate
methodology to use for a study in an educational setting because of the impact it may have
on teacher development and practice, and on social change in the school’s community. They
emphasize the importance of improving practice through the process of conducting
practitioner research, and qualify this by suggesting that improvement can be both personal
in terms of intentions, insights, and actions of the teacher-researcher but may also lead to
improvement in practice for the wider community of stakeholders (p.125). Menter et al.
(2011) qualify their definition of practitioner research taking place within “educational
settings” by broadening the scope of the enquiry to include “community members” and
suggests that it is “desirable for others to benefit from hearing about and responding to the
research that has been undertaken” (p.4).
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The benefits of conducting the process inherent in this methodology, for both the researcher
and others stakeholders, are also outlined by British researchers Shaw and Lunt (2012).
They quote from the reflections of a group of social worker practitioner-researchers at the
close of their research, who describe the research process as “an opportunity” and “positive”
for themselves and for stakeholders whom they had interviewed (p. 204). Within an
educational setting, Menter et al. (2011) consider practitioner research as a “tool for school
improvement” (p. 21) as well as accountability, arguing that schools are increasingly datadriven organisations.

Bracken (2010) encourages educational researchers to gain a deeper awareness of the
ontological structures that inform their research in order to be more clearly positioned to
reflect upon and engage with their research projects. British researchers Churches and Terry
(2007) refer to a researcher’s “presuppositions or mindsets” (p. 12) which influence
behaviour and communication. Ontologically, as a practitioner-researcher, I aim to clarify
the extent to which my presuppositions may influence my research choices and
interpretation of data. Epistemologically, I hold the view that knowledge can be developed
in social contexts. Shaw and Lunt (2012) describe the value of the social element of
practitioner research noting that ‘human beings interpret and define each other’s actions
instead of merely reacting to each other’s actions’ (p. 198). Cochran-Smith and Lytle (1993)
set this definition within an educational context by emphasizing that teachers are uniquely
positioned to provide an insider’s view that “makes visible the way that students and
teachers together construct knowledge and curriculum” (p. 43).

Situated as it is, this study makes links to a concept relevant to an educational environment
within a New Zealand context. Thus the Maori concept of ako endorses the reciprocal and
social nature of knowledge-building. The New Zealand Curriculum guidelines (Te Kete
Ipurangi, 2012) suggest that “embracing the principle of ako enables teachers to build caring
and inclusive learning communities where each person feels that their contribution is valued
and that they can participate to their full potential’ which ‘is about building productive
relationships….where everyone is empowered to learn with and from each other” (p. 12)
The New Zealand curriculum strategy Ka Hikitia (2008) describes ako as a learning
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relationship in which “the educator is also learning from the student and where educators’
practices are informed by the latest research and are both deliberate and reflective” (p. 20).
Keown, Parker and Tiakiwai (2005) explore how “ako suggests that each member of the
learning setting brings knowledge with them from which all are able to learn” (p. 12),
thereby endorsing a community-based collaborative approach to research. Churches and
Terry (2007) also support the active and communal nature of research in context in order to
“….communciate effectively [and] create positive change for people…” (p. 24). Thus, I aim
to practice ako within my research process. I consider that the answers to my research
questions can be found in the social context in which they are relevant, which is the
educators, school-leavers and employers within my community.

This study arises from an interpretivist as opposed to a positivist stance because the social
interactions vital to improvement in communication between the stakeholders involved in
school-to-work transition are not based on scientific theories, but are subject to many varied
social factors. American researchers Cochran-Smith and Lytle (2009) lament the elevation
of “scientifically-based research” (p. 10) within the United States’ education sector, which
they claim imposes empirical data upon educators. Instead they promote trusting educators
as “wise selectors of research-based strategies” (p. 11) which can meet the social and
educational needs of their students. Cochran-Smith and Lytle later discuss how practitioner
research “as social inquiry has long entailed collaborations between teachers, students and
other key stakeholders” (p. 14). Cohen et al. (2007) agree that “…the social world can only
be understood from the standpoint of the individuals who are part of the on-going action
being investigated…” (p. 15). The research for this thesis stems from an interpretivist view
that experience is shaped and knowledge gained not in isolation but through interaction
within a social context, and that the stakeholders in the community’s school-to-work
transition process are an important source of answers to research questions.

This methodology is a good ‘fit’ for this piece of research as it aims to improve educational
practice by opening channels of communication between stakeholders, and to bring about
positive change for those stakeholders. Knowing the culture of the school and community
may help positive change to occur, as the process is perceived as being more democratic,
whereby everyone is involved in change rather than having change imposed on them
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(Kincheloe, 2003). Practitioner research is about improving practice and not just producing
knowledge (Coleman & Lumby, 1999) and should aim to bring about change and encourage
reflective practitioners. The ongoing and reflexive nature of practitioner research is
considered through the lens of social work inquiry by British researchers Shaw and Lunt
(2012) who acknowledge that “it is only in the doing of practitioner research that the
significant recurring questions take place” (p.197). However, although the practitionerresearcher is at the heart of the research, it is important to remember that improved
outcomes for students and school-leavers are the goal. New Zealand researcher Timperley
(2008) recommends that educators inquire and reflect collaboratively in the context of a
professional learning community, which should aim to become “increasingly responsive to
their students” (p. 19).

This study took place in a rural community of approximately two thousand people in New
Zealand. As described in more detail later in this chapter, the participants in this study
comprised approximately ten businesses who have employed school-leavers within the past
three years. The school-leavers and educators came from the community’s decile 6 Years 7
to 13 secondary school with a role of approximately 180 students.

As a teacher who works at the school of study with students who are in the school-to-work
transition stage, and also having community and business links, the research environment is
familiar to me. A number of researchers have evaluated the values and challenges of insider
research. For example, Labaree (2002) discusses the challenges of practitioner-researchers
attempting to navigate the “hidden ethical and methodological dilemmas of insiderness” (p.
109). Mercer (2007) argues that “the insider/outsider dichotomy is actually a continuum
with multiple dimensions….depending on the researcher’s time, location, participants and
topic” (p. 1) and explores the pros and cons of insider research in relation to access,
intrusiveness, familiarity and rapport. Tuhiwai Smith (1999) advises that “insider research
has to be as ethical and respectful, as reflexive and critical, as outsider research” (p. 139)
and also recommends humility on the part of the researcher.
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Opinion is divided on the extent to which an insider alters the research process. Hammersley
(1993) suggests that an insider will have more impact on the research than an outside
observer, whereas Hockey (1993) suggests that insiders are more likely to blend into
situations and are less likely to alter the research setting, but may also bring an aspect of
myopia, where familiarity blinds the researcher to flaws in the process that may be obvious
to an outsider. As a practitioner-researcher who is familiar with all the stakeholders involved
in the research, I believe that I will bring elements of empathy as well as myopia to the
research process, and that critique from a critical friend and from my supervisor will be vital
in making these insider biases more evident. The potential for conflict of interest was
mitigated through cautionary steps such as clarifying in the Participant Information Sheet
(Appendix B) the relationship of the researcher to the school and by making participation in
the study voluntary.

3.2. Ensuring an ethical approach

High standards of ethical behaviour are expected of every teacher in New Zealand
(Education Council New Zealand, 2017). Similarly in the United Kingdom, Menter et al.
(2011) maintain that “a commitment to serve lies at the heart of professional behaviour” for
teachers, who should “exemplify values of honesty, integrity, equality, and tolerance”
throughout their career (p. 51). The cultural competencies outlined in the New Zealand
Registered Teacher Criteria and explained through the Code of Professional Responsibility’s
examples in practice, act as further ethical guidance. For example “fostering learners to be
active participants in society…..by fostering opportunities for learners to feel empowered to
participate and contribute effectively in their communities…’ (Education Council, 2017, p.
24). I believe that encouraging communication between stakeholders in the school-to-work
transition process helps school-leavers to secure employment in which they can participate
and contribute effectively to their community.

Ethical permission to conduct the research via the Unitec Research Ethics Committee was
sought and granted. Key ethical principles regarding informed consent, anonymity and
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storage of data were reviewed by the ethics committee prior to any data-gathering for this
research being undertaken.

In order to help anticipate and resolve any possible ethical issues, and in line with the
strategy of establishing a contractual agreement outlined by Cohen et al. (2007), permission
to carry out the research was sought and granted to establish a formal agreement with the
senior management of the school.

As explained by Menter et al. (2011), there is “no legal obligation on anyone approached by
a researcher to comply to fill in a questionnaire or undertake an interview” (p. 52). The
process of voluntary informed consent was conducted by giving participants detailed
information about the research and what their involvement entailed. Participants could
withdraw from the study at any time, and could choose to have their data withdrawn up to
two weeks prior to data analysis. Respect for the confidentiality of the respondent is
paramount, as outlined by Oliver (2010) and participants were made aware of the details of
confidentiality, including who had access to the data and how the data would be stored, and
that codes rather than names would be used in the writing up of this thesis. In terms of trust
and transparency, all stakeholders, prior to volunteering to be a participant in the research
project, were made aware of the purpose and intentions of the study. Following this,
respondents were invited and encouraged to ask questions and voice any concerns they had
throughout the process, a strategy discussed by Menter et al. (2011, p. 50).

The local nature of the inquiry cannot be divorced from the community in which it is taking
place, and is informed by Maori concepts of manaakitanga (care), kanohi ki te kanohi (face
to face communication) and ako (symbiotic teaching and learning relationship) (Mutch,
2005, p. 66). As a practitioner researcher, a priority is to help enhance the educational and
career futures of the school’s students, many of whom identify as Maori, within their own
culture and community. Many of the educator and employer stakeholders also identify as
Maori. The researcher is known to the community through educational and social networks,
and aims to practice the concept of ako in order to enter a dialogical learning process with
current students, ex-students, educator colleagues and local employers, and then to practice
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the concept of kotahitanga (unity) to promote, monitor and reflect upon a collaborative
approach to achieving the vision of improving career outcomes for young people in this
community. It is intended that the research concludes with a poroporoaki process (farewell
ceremony to conclude a meeting) amongst the stakeholders initially and then the
community, with an opportunity for open feedback, as suggested by Mutch (2005, p. 68).

3.3. Validity

Anderson and Herr (1999) describe validity in terms of the goals of the research, suggesting
that the democratic nature of a piece of research may increase its validity through
“collaboration with all parties who have a stake in the problem under investigation to
guarantee results are relevant to local settings” (p. 131). The data reported in this thesis
comes from the experiences voiced by different stakeholders in the school-to-work process,
thereby helping to increase its democratic validity. Oolbekkink-Marchand et al. (2013) used
Anderson and Herr’s validities to code data from interviews with teacher-researchers, and
note that practitioner research conducted in a community setting may also have “catalytic”
validity in that it may transform knowledge, skills and attitudes for stakeholders (p. 130).

In a later work, Anderson et al. (2007) refer to the “trustworthiness” of a practitioner
research-based study rather than its “validity”. Oolbekkink-Marchand et al. (2013) promote
the value of having a “critical friend” as an aid to creating trustworthiness, who would
review, question and stimulate reflection for the researcher and encourage quality research
ensuring “dialogic validity” (p. 127). One key stakeholder provided critical friendship
throughout the research for this study, with backing from dialogue with other colleagues. In
addition, participants also provided a source of critique and alternative worldviews through
the opportunity to review and challenge statements made during interviews.

Validity for this research could have been strengthened by collecting data via interviews and
questionnaires at a later date from the educator and employer stakeholders once
communication has been improved. This would provide further “outcome validity”
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(Anderson & Herr, 1999, p. 18) but would have gone beyond the timeframe available for
this research.

3.4. Participants

Fifteen participants were invited to complete a questionnaire with questions based around
their perceptions of the school-to-work transition experience. Five were school-leavers, five
were educators and five were employers. All were volunteers and were selected according to
the process outlined below.

For the school-leavers, the selection criteria were based around participants having been
students in the 2016/17 school-leavers’ cohort at the school of study, who had not pursued a
tertiary education pathway and had remained in the locality for at least 12 months. In order
to maintain the anonymity of the respondents, a third party administrator posted
questionnaires to the participants and received replies. The administrator then selected the
first three respondents who indicated in the questionnaire that they were willing to
participate in a more detailed face-to-face interview, and passed their contact details on to
the researcher.

In a similar way, the administrator randomly selected five of the ten local employers who
have employed school-leavers from this cohort and invited them to complete questionnaires.
Of these five, the administrator received the returned questionnaires and passed on to the
researcher the first three who indicated at the end of the questionnaire their willingness to be
interviewed.

Lastly, from the ten possible educators from the school of study’s teachers and career
guidance staff who have been part of the students’ transition experience during the 2016/17
period, five were chosen randomly and invited to complete a questionnaire. Again, the
administrator sent out and received back the questionnaires from the five educators, and
passed on to the researcher the contact details for the first three educators who indicated on
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their questionnaires that they were willing to be interviewed. The researcher then set up
interviews with these three educators.

3.5. Research design

The central question the research was exploring was how communication between
employers, educators and school-leavers can contribute to school-leaver work-readiness,
and potential ways that the school-to-work transition could be enhanced.

As outlined in the literature review, this study was predicated on the assumption that there is
a mismatch between the work-readiness preparation that educators are providing and the
work-readiness skills that employers desire from their school-leaver employees (Hobby,
2018; Jackson, 2015). This research was also informed by Mann’s findings (2017) that
effective communication between educators and employers is required to produce improved
outcomes in school-leaver work-readiness. Specifically, Mann concluded that those schoolleavers “who had experienced a greater volume of school-mediated employer engagement
felt better prepared for the adult working world” (p. 5).

This research focuses on describing the current situation based on stakeholder perceptions of
communication around school-leaver work-readiness and gathering interpretations by
school-leavers, employers and educators, around how this communication might be
improved in order to inform future school- and work experience-based activities involving
work-readiness.

3.6. Data Collection Instruments

As this research relies on participants sharing their views, opinions and attitudes towards
school-leaver work-readiness, it is vital the form of data collection chosen allows the
researcher the opportunity to seek further information if necessary. For these reasons, a
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qualitative approach to data collection has been selected for this research project using
questionnaires and semi-structured interviews. As Mutch (2005) suggests, methods such as
document analysis and controlled experiments or interventions are more appropriate to
support a quantitative approach (p. 112). In comparison, questionnaires and semi-structured
interviews were judged most likely to deliver the qualitative information necessary to
answer the research questions and to meet the research aims.

3.7. Questionnaires

Within the overall research design, questionnaires were used to gather data around
stakeholder experiences of school-leaver work-readiness. The questionnaire aimed at
providing baseline data to help answer the three main research questions, and drew on the
suggested purposes of questionnaires as described by Mutch (2005, p. 117), and can be used
to gather either qualitative or quantitative data, according to the approach chosen for the
research design.

Hinds (2000) advises that designing a questionnaire can be a skilled and challenging activity
(p. 42), particularly in terms of avoiding unnecessary complexity, bias and built-in
assumptions. However, Hinds (p. 43) also suggests that a questionnaire may be appropriate
when one wants to study particular groups in comparison with other groups, a suggestion
which fits the purpose of this piece of research.

Questionnaires contained some sections common to the three groups of educators,
employers and school-leavers, tailored with minor alterations to the introductory section to
suit the differing starting-points of each of these three groups (see Appendices C, D and E).
Questions were decided upon in terms of their relevance to the project and to the
respondent. For example, elements common to all three groups included questions on the
extent to which the respondent felt that a school-leaver’s social and emotional skills were
developed, and opinions on how school and employers could support school-leavers more
effectively. Tailored alterations included, for example, a questionnaire to school-leavers
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asking for details of how many employers the respondent had worked for since leaving
school. In comparison, the employer and educator questionnaires asked whether the
respondent had any qualifications or professional support around working with schoolleavers.

As suggested by Mutch (2005), the questionnaires were designed with a mix of closed and
open questions in order to both allow respondents to select from pre-determined categories,
which could be pre-coded by the researcher to save time during analysis, and also open
questions to allow respondents to state their responses in their own way, potentially
providing serendipitous data (p. 120).

3.8 Interviews

Wellington (2000) supports the use of interviews as a tool to gather qualitative data and
espouses that “interviews can reach the parts which other methods cannot reach” (p. 73).
Mutch (2005) agrees that interviews may be used in conjunction with questionnaires and
that interviews have a number of advantages over written questionnaires in terms of the
researcher being able to check the respondent’s understanding of the question. She also
suggests that the interpersonal nature of interviewing means that there is a higher chance of
successful completion of the data gathering. However, Mutch also warns that interviews are
time-intensive for both researcher and respondent, and that time needs to be a consideration
within the research design (p. 126).

It is acknowledged that time may be advantageous in terms of building and maintaining trust
within relationships. For example, Kvale (1996) advises having a brief discussion at the start
of the interview to put respondents at their ease and to remind them of the purpose of the
research and the confidentiality of their responses. In this research, an initial ice-breaker
question was used with the aim of making the interviewee more comfortable. Using a semistructured interview design, with a key set of ordered questions as part of the schedule, may
help to guide the interview and keep to time. Wellington (2000) outlines a process for
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preparing interview questions, in terms of brainstorming ideas, categorising topics, and
phrasing questions into language that is meaningful for the respondent.

Three semi-structured interviews from each group was recommended by the researcher’s
supervisor as a suitable number for this survey size, in order for the research to be
completed within the suggested timeframe and to collect sufficient relevant information. For
the purposes of the research, a small study in a small community, these numbers are
considered adequate. Responses from the fifteen questionnaire respondents and the nine
interviewees aim to provide a representative picture of the state of communication over
school-leaver work-readiness from the 2016/17 period.

While researcher bias was reduced through the anonymity of the original baseline
questionnaire respondents, with such a small sample of potential stakeholders it must be
acknowledged that bias should be considered in the data analysis and research findings
(Tymms, 2012). Mercer (2007) describes the insider researcher’s “ethical dilemma” when it
comes to deciding the extent to which interviewees should be informed before and after the
interview, which she says is “particularly acute when interviewing one’s peers” (p. 21), in
that it is difficult to give an honest account of the purpose of the research without providing
so much information that it will bias the interview process and data.

Interviews were designed to be semi-structured, with questions separated into broad
categories, but there was an understanding that the interviewer and respondents could have
the opportunity to explore avenues of interest within this broad framework. Shaw and Lunt
(2012) describe a situation where unexpected creativity that arose when a practitionerresearcher conducting a semi-structured interview went “off on a tangent because it [was]
something interesting” (p. 203). Instead of condemning the lack of consistency between
interview data, Shaw and Lunt praise this “uncertainty” aspect of practitioner research as
being proactive and flexible, potentially leading to new understandings. In this research,
interview questions were designed to follow-on from questionnaire questions, seeking more
detail and description of the interviewee’s experience of school-leaver work-readiness and
the amount and quality of communication between stakeholders on this topic. As outlined
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above for the questionnaires, there was some minor tailoring of questions to suit the schoolleaver group. For example, school-leavers were asked questions around their future career
plans and the likelihood of these occurring based on their current situation. Employers and
educators were asked what attracted and motivated them to work with school-leavers and to
describe their best and worst experience with school-leavers. Questions covered a range of
experiences and opinions, giving interviewees the opportunity to discuss their more concrete
“lived experience”, as suggested by Wellington (2000, p. 74) as well as voicing their
opinions, which may be more abstract in nature. In line with Shaw and Lunt’s advice
(2012), interview questions in this research were all open-ended in order to encourage the
interviewee to develop a detailed response.

3.9 Data Analysis

Data gathered from questionnaires and interviews was interpreted using Thematic Analysis,
as described by Braun and Clarke (2006) which is appropriate for the small sample size if
the data is rich and the research question is focused. According to Clarke, Thematic
Analysis aims to reflect how the researcher is conceptualising the data, deepening and
developing understanding as the iterative process proceeds, with the “researcher as
storyteller actively engaged in interpreting the data through their own cultural lens and
social positioning, their theoretical assumptions and ideological commitments” (Clarke,
2017, n.p.). This approach to analysis fits well with the acknowledgement that each
practitioner-researcher views data through their own “filter” (Anderson et al., 2007, p. 18)
as outlined earlier.

Similar to the open coding process described by Shaw and Lunt (2012), questionnaire
results and interview transcripts were analysed for common themes or concepts, and then
grouped according to what Shaw and Lunt describe as the “warp and the weft” (p. 201),
interwoven elements of a stakeholder’s current and past experience of school-to-work
transition, along with a stakeholder’s aspirations of how they would like this transition
experience to become.
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Anderson, Herr, and Nihlen (2007) propose that the trustworthiness of data gathered through
a practitioner research approach may be less robust than data gathered and compared
through a quantitative approach. However, they also recognise that benefits come in terms
of depth of engagement, and the open-ended flexible processes that allow for fresh
understandings to emerge. When interpreting data, Clarke (2017) notes that the reflective
nature of Thematic Analysis means that the researcher can stay current and respond to a
changing situation in an agile way.

Similarly, to help ensure the accuracy and validity of the interview data, interviewee
responses were recorded as audio files, transcribed word-for-word and then emailed to the
participant concerned, who was invited to correct, delete, alter or rephrase any part they
thought did not accurately reflect their experiences or perceptions. This complies with
recommendations from Mercer (2008) in which she recommends that “to be valid, an
account must have convergence with the experience of the researched” (p. 22).
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CHAPTER 4: FINDINGS

4.1 Introduction

This

study involves

an

exploration

of how communication

between educators and

employers contributes to the work-readiness of students. The study was undertaken in a
rural community in Southland, New Zealand. This chapter includes findings from the
analysis of interview and questionnaire data, discussion of communication between
employers and educators on this topic, and how this communication could be
improved. This chapter also integrates discussion of the key themes from the research
findings of this study in relation to the literature review.

Research Aims
1. To examine the perspectives of school leavers, educators and employers on
work-readiness skills and competencies, in a rural New Zealand setting.
2. To explore how school-to-work transition opportunities may be improved for
the benefit of school-leavers in my school.

Research questions
1. What aspects of communication between school leavers, employers and

educators support work readiness for school-leavers?

2. How can schools and employers work together to increase school-leaver work-

readiness?

3. How can the school-to-work transition opportunities be improved for the benefit

of school-leavers in my school?
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As outlined in the Methodology sections, the findings of this study emerged from the
analysis of data derived from three sets of five questionnaires and nine semi-structured
interviews. The first data set of five questionnaires was completed by school-leavers from
the 2016/17 cohorts from the school of study, the second by educators from the school who
professed an interest in and experience with school-leavers, and the third set of five by local
employers who have employed school-leavers during the last three years. The questionnaire
and interview questions covered the respondents’ perceptions of current communication
between local personnel involved in this process, their opinions of the extent to which workready skills and competencies are developed by the time students leave school, and their
thoughts on how communication could be improved to benefit students involved in the
school-to-work transition.

The nine semi-structured interviews were carried out with the first three respondents from
each of the stakeholder groups who indicated their willingness to be interviewed on this
topic. Interviewees were asked to elaborate on their personal experience of communication
with defined groups of personnel involved in the school-to-work transition, and their
thoughts on how this communication could be improved, as well as their personal
perception of the current world of work for school-leavers, and what skills and
competencies they think will be most necessary for transition students to develop for
the future. I have summarised the codes used to identify cohorts of participants, in Table 1
for those who completed questionnaires, and in Table 2 for those who were interviewed.
Table 1: Codes applied to participants who completed a questionnaire
Employers

Educators

School-leavers

EQ1

TQ1

SQ1

EQ2

TQ2

SQ2

EQ3

TQ3

SQ3

EQ4

TQ4

SQ4

EQ5

TQ5

SQ5
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Table 2: Codes applied to participants who completed an interview
Employers

Educators

School-leavers

EI7

TI4

SI1

EI8

TI5

SI2

EI9

TI6

SI3

There were three main areas that I was interested to explore. Firstly, in order to gauge
perceptions of work readiness, I aimed to explore the current type and frequency of
communication about the school-to-work transition and what respondents perceived as the
challenges and benefits of this communication. Secondly, I was interested in respondents’
perceptions of how well the school was preparing students for the world of work, and their
opinions on how this could be improved. Thirdly, I wanted to discover whether there were
ways that communication between personnel in this area could be improved, particularly in
order to better prepare students for the future world of work.

This research explored communication about work-readiness in a particular context,
a secondary school in a rural community in New Zealand. Despite the localised nature of
the study environment a globally based literature review informed the research, since it is
acknowledged that the local environment may be influenced and impacted by national and
global trends.

The review of the literature on work-readiness revealed examples of how governments,
institutions, employers and individuals around the world are trying to communicate about
work-readiness around the period of the school-to-work transition. By exploring my local
environment in relation to a more globalised literature, I hoped to uncover some key ideas
that might lead to improvements that could be made in the development of workreadiness programmes for students facing the school-to-work transition, with a view to
benefitting school-leavers, their employers and their community.
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The analysis of data was guided by these research goals and was informed by the literature
review I had undertaken prior to data gathering, but grounded in the community in which I
am a practitioner researcher (Kincheloe, 2003). Respondents are the local educators,
employers and school-leavers who completed the questionnaire and / or recorded a semistructured interview. Data analysis reflected themes that arose from the Literature Review,
and focused on: 1) Perceptions of the current state of school-leavers’ work-readiness; 2)
Communication methods currently used around work-readiness; 3) Perceptions of how
work-readiness needs to change to meet the needs of the future world of work, and;
4) Perceptions of how communication could be improved to support future school-leavers’
work-readiness in the community of study.

4.2 Perceptions of the current state of school-leavers’ work-readiness

This section considers the availability and types of employment potentially on offer to
school-leavers in the rural community of study. Also discussed are the challenges and
benefits of communication around work-readiness that are reported by participants in this
study and their perceptions of school-leavers’ current work-readiness skills.

4.2.1 Job availability and types of employment available in the locality

Based on the reported experiences of the 2016/17 cohort of school-leavers from the school
of study, entry-level jobs were “easy to get” (SQ1, SQ2, SQ3) in the locality, mostly based
in the growing tourism or agricultural sectors. Similarly, in their questionnaires and
interviews, local employers assessed that it was easy to find employees to fill the entry-level
jobs. These entry-level jobs are characterised by having pay levels between the minimumand the living-wage, are either part-time or have split shifts and usually include working on
the weekends. Furthermore, Employer 4 reported in her questionnaire that she preferred to
hire school-leavers because “they don’t need a lot of hours and are happy to do weekend
work” (EQ4). Employer 1 concurred, adding that she was also attracted to employing
school-leavers because she was “able to train them into good habits” (EQ1), and Employer
Interviewee 9 agreed, reporting that employing young people is “good for business. They
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are mostly flexible in terms of hours and training, mostly happy to cover for each other, so
fewer issues with sick leave, also happy to train each other” (EI9).

However, respondents also recognised that job availability in the region may be limited in
future, particularly within a context of increased immigration and globalisation. For
example, Employer 4 reported her prediction that an increase in immigration may limit the
current plentiful supply of entry-level jobs in the region. Furthermore, in terms of upskilling
from an entry-level position, the majority of school-leavers participating in this study
reported that the variety of job opportunities for above entry-level roles in the local area was
very limited currently, and that for higher-paid and higher-skilled jobs they would need to
leave the region and even travel to other countries. All but one of the school-leaver
respondents reported that they would like to shift away from the locality in order to find
meaningful, longer term employment (SQ2, SQ3, SQ4, and SQ5). All the employer
respondents shared this perception that there were better job opportunities outside
the region. In fact, Employer Interviewees 7 and 8 stated that they saw it as their social
responsibility to encourage school-leaver employees to “step up” (EI7) to gain further
industry qualifications and skills that could be used outside the region and to “give them a
foot in the door, showing they can hold down a job and get references for jobs further up the
(career) ladder” (EI8). Employer Interviewee 8 also agreed with school-leavers that “we (the
local employers) could probably employ all our kids (local school-leavers), but they’d be
doing jobs they don’t want to do. Really they need to go away and get trained, and then
perhaps come back (to the locality)” (EI8).

4.2.2 The challenges and benefits of collaboration and communication

The benefits of communication and collaboration between personnel involved in the schoolto-work transition are described through comments from participating respondents. For
example, School-leaver Interviewees 2 and 3 reported that they perceived “face-to-face,
personal and immediate communication” between themselves and their employers as an
attraction to a job and a major reason for remaining in the job (SI2, SI3), reflecting the
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Maori concept of kanohi ki te kanohi, as detailed in the Methodology section above. Schoolleaver Interviewee 1 explained how much she benefitted from the regular meetings she had
with her employers, particularly discussions around “talking about the job and about career
progression” (SI1). Employer Interviewee 8 agreed on the benefits of having regular
meetings with young employees as “we all need to be on the same page” (EI8), inferring her
aspiration that all her employees should have transferable skills such as health and safety
compliance and teamwork.

However, Employer Interviewee 8 also referred to a practical communication challenge she
experiences within

a

shift-work

situation in

terms

of

the

timing

and

cost of

having meetings. She reported that “getting people together is difficult – some people are
going to have to come in on their day off - and we’ll have to pay them for that but we think
it will pay dividends in the long run” (EI8).

Similarly, Employer Interviewee 9 agreed with the difficulties of finding a regular meeting
time for shift-work employees, describing the timing of meetings as “ad-hoc” (EI9) but also
relayed the benefits he perceived as arising from these meetings as a means of collaboration
which improves the running of the business. He reported that, during meetings “we
could address any issues that come up, but also we could make improvements based on
employee ideas and not just on my ideas” (EI9). Employer Interviewee 7 agreed that
having meetings was important in terms of streamlining work-based procedures. She
explained in detail how she and her business partner do this, reporting that “we get them all
(young employees) together to go through the hygiene rules. We get them in to train them
on what we expect of them for specific things. We try to do this quite regularly, although
last week was our first official staff meeting.” (EI7).

In questionnaire responses, all the school-leaver respondents reported the benefits of
personal communication that arise particularly within a small, rural community, reflecting
the Maori concept of kotahitanga, as detailed in the Methodology chapter. For example,
School-leavers 4 and 5 described how educators from the school “know me really well”
(EQ4) and that “I have found it easy to ask the teachers for job references and I’m confident
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that they’ll write me good ones as they know me so well” (EQ5). Similarly, educators
stressed the ease of communication with students and employers in a small rural
community and how this is predicated on trust, for example, when it comes to providing and
receiving job references. Educator Interviewee 5 stated how “we know each other well, and
can exchange information in an informal way and on a daily basis” (EQ5). This exchange of
information is particularly beneficial when employers are seeking a school-leaver to
employ. For example, Employer Interviewee 7 reported that “school-leavers approach us
(the employers) face-to-face when they need a job and sometimes respond to
advertisements. Some school-leavers are recommended by our current employees or by
school (educators)” (EI7). Employer Interviewee 8 concurred with this personalised system
of matching suitable school-leavers with employment available in the community. She
explained that “usually we ask one of the kids (young employees) who they would
recommend, or I ask _____ (the Deputy Principal) who she thinks would be good”
(EI8). Employer 1 built on the benefits of living in a small community to the transition
process, advising a “proactive approach (to finding suitable employment for a school-leaver)
by both employers and schools to identifying niche employment opportunities within the
community” (EQ1).

However, negative aspects of ease of communication within a small community were also
identified. For example, Educator Interviewee 5 expressed the difficulties of “maintaining
confidentiality. Everyone knows everyone else’s business. There are no secrets here”
(TI5). Employer Interviewee 8 also inferred issues of protecting privacy and anonymity
when she reported that, although she would like educators to provide her with information
on a school-leaver employee in relation to learning style, career aspirations and home
situation, in terms of “who supports them and whether they’re working or not working, or
have issues that we could work around”, she also acknowledged that “you don’t know how
much to ask them (young employees) sometimes” (EI8), in relation to the employee’s
privacy.

4.2.3. Respondents’ perceptions of current work-readiness skills
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The respondents’ views regarding the skills essential for school-leavers to be work-ready are
represented in data collected by this study. There were a few work-ready skills which
recurred many times in both questionnaires and interviews, but which differed in terms of
importance according to whether the respondent was a school-leaver, an educator or an
employer. From the employers’ perspective, the most important work-readiness skills were
punctuality and reliability, followed closely by good verbal communication and strong work
ethic. Further down the list were time management and strong financial literacy, although
Employer 4 put “learning how to save a dollar” at the top of her list (EQ4), and
Employer 8 emphasized the importance of school-leavers gaining their driving license as a
work-ready skill (EI8). Interestingly, none of the definitions of ‘work-readiness’ found in
the literature include having a driver’s license. However, Pat Cody, principal careers advisor
to the New Zealand Ministry of Education, agrees that “practical achievements such as
holding a driver’s license will also look good to your potential employer” (Farron, 2018).

Common amongst all the employer respondents was that they were not interested in
information

about

a

school-leaver’s

academic

profile.

Typical

of

this

sentiment was Employer 8 who reported that “NCEA (National Certificate of Education
Achievement

–

the

standard

academic

qualification

in

most

New

Zealand secondary schools) doesn’t mean anything to me, other than (the school-leaver)
being able to read and write properly and do basic maths” (EI8). Only Employer 4 reported
that she thought the school-leavers she had employed should be embarrassed by their low
literacy and numeracy levels, in that “young staff can’t even spell simple
words” (EQ4). This perception of the low level of school-leaver literacy skills does not align
with

those

expressed

by most

of the

educator

and

school-leaver

respondents. For example, in their questionnaire responses all the school-leavers scored
their literacy skills as being “well developed” (SQ1, SQ2, SQ3, SQ4, SQ5). Educator
Interviewee 4 reported that “we (the educators) tend to focus on the academic skills” (TI4),
as opposed to ‘life skills’. Employer 1 agreed with this perception, reporting how she saw
the development of young people’s basic literacy and numeracy skills as “the job of the
school, not of employers” (EQ1). In fact, Employers 1, 4 and 7 (EQ1, EQ4, EI7) agreed that
they preferred a “blank canvas so you can teach them (school-leavers) the way you want
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things done” (EI7), referring to work-based skills, but predicated on an assumption that
young employees would already have entry-level literacy and numeracy skills.

Participating

educators’

perspectives were

more

academically

inclined

when

considering which work-readiness skills are ranked as most important. That an NCEA Level
Two qualification was identified as a required work-ready skill was mentioned by all but
one of the educator respondents (TQ1, TQ2, TQ4, and TQ5).

However, educators also reported, in common with the local employers, their perceptions
that certain work-ready skills are essential for a school-leaver, particularly self-management
and time-management skills such as punctuality and reliability. Generally, educators and
employers agreed that these ‘life skills’ were starting to be developed informally, to a
certain extent, while the students were still attending school, but that they were much less
developed than, for example, academic skills. When provided with a sliding scale on how
well the school of study had supported school-leavers to gain life skills such as selfmanagement and financial literacy, questionnaire responses from employers, educators and
school-leavers agreed that school did not support these well (a ‘2’ on a sliding scale of 2-5
in which 1 was ‘did not support’ and 5 was ‘supported a lot’). This finding was in stark
comparison with perceptions of how well school had supported the development of relevant
academic skills, for which almost all respondents scored a ‘well supported’ result (a 4 or a 5
on the sliding scale). The only option that scored lower development was how well school
had supported school-leavers to ‘link with out-of-school agencies such as careers’
counsellors and banks’ (which generally scored 1 on the sliding scale).

However, it should be acknowledged that two of the educators and one of the employer
respondents reported that they considered helping school-leavers to make links with
agencies in the ‘real world’ should be the prerogative of the school-leaver’s family (TQ3,
TQ2, and EQ3). One of the school-leavers agreed with this perception, explaining that she
had looked to her family for support for activities such as creating a bank account and
setting up insurance (SI3).
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Educators 3, 4 and 5 (TQ3, TQ4, TQ5) agreed with Employer 8 on the need for schoolleavers to have gained a driving license, and stressed that the gaining of this ‘lifeskill’ should be encouraged while the student was still at school. Three of the five schoolleaver respondents agreed with this perception, reporting for example, “you need to get at
least your Restricted (Driver’s License) before you leave school” (SQ1). It should
be acknowledged, however, that there is very limited public transport available to members
of the community of study, and that many of the jobs available to school-leavers are on
farms located a number of kilometres from the main area of housing. Having access to a
vehicle and being able to drive, is, therefore, an important work-ready skill in this
community, but might be less so in a more urbanised setting.

4.3. Communication methods currently used between stakeholders

4.3.1 Current means of communication around work-readiness

Among the educators and employers who participated in this study, all but one respondent
acknowledged that, in general, employment-focused and career-related information
is currently adequately dispersed within the local community. However, most respondents
suggested that more focus could be applied to the articulation and recognition of specific
work-ready skills, particularly ‘life skills’ such as time management and personal financial
literacy, as mentioned in the previous section. Employer 1 stressed that “communication is
the key” (EQ1).

In terms of methods of communication between employers and educators, most respondents
agreed that informal face-to-face contact was the most effective form of communication,
closely followed by organised employment-focussed events such as careers fairs and
employment forums (in which employers come together at school to explain and promote
potential careers pathways, particularly trades, to students). Only Educator 1 promoted
formal written communication, for example via email or letters, as being effective, and
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Educator 2 suggested the need for a continuously documented career profile for each student
that could be shared with employers, for example, through work experience days (as
currently occurs for students on the Gateway programme, although this is limited to one day
per week for ten weeks). Interestingly, all the school-leavers reported that they had not
found employment-focused events very helpful, and preferred face-to-face contact with
employers through work experience.

The school-leavers also report their preference for online careers searches, such as taking
the careers quiz on the website careers.co.nz.

In addition to communication via face-to-face meetings, employer respondents described
how they communicate details of work-based procedures via written instructions. For
example, Employer Interviewee 7 explained that “we have done lots of hand-outs and say
‘guys, you need to look through this, you need to know it’. Like how do you clean things,
what’s the procedure for this. We need to know that if for any reason we’re not in the
building, they can still do this for a few minutes. Mostly this is done informally, but we
usually have the rules ready to go when a new person starts. That’s when they need to know
everything, before they’re even allowed to touch any food or whatever” (EI7). Employer
Interviewee 8 reported practising a similar method of written communication as a method of
streamlining work-based procedures in that she “printed out the health and safety
procedures, laminated so they could take them (the procedures) around (the farm) with them
(the young employees)”(EI8).

However, Employer Interviewees 7 and 8 also reported that having meetings and providing
written instructions for their young employees did not guarantee successful compliance, and
that verbal follow-up and mentorship was essential. Employer Interviewee 8 described this
as “getting alongside them and going through things step by step” (EI8). Similarly,
Employer Interviewee 7 relates employer/employee communication to the development of
an employability skill when she describes how “we’re (she and her business partner) always
standing beside them (young employees), and we watch them all the time, and can give
them advice on the job. Like with time management – ‘what do you do first, remember?’
63

We keep them on track. It’s continuous training. Repetition” (EI7). Student Interviewee 3
summarised the longer term aspect of this notion by responding that “transition is a neverending process” (SI3)

4.3.2 Examples of current initiatives that upskill youth for employment

A common strand emphasized by the majority of questionnaire and interview respondents
was the benefits resulting from programmes already in place, such as Gateway. As
described in the literature review above, Gateway is a New Zealand-wide initiative
providing transition-aged students undergoing their final years of school with a one-dayper-week experience, usually over a period of ten weeks, with a local employer in the career
field that the student might want to enter (Youth Guarantee Scheme, 2017; Gordon et al.,
2014). Gateway students complete diary-style reflections after each day of work experience,
which are shared with the employer and with a designated educator. Of the 2016/17 schoolleavers cohort participating in this research, 85% of the students had completed a Gateway
course with a local employer. Local employers stated, for example, that “it is easy to
communicate with School via the Gateway programme” (EI7), while Educators 3 and
4, who

are

involved

in

administration

programme, reported frequent communication

of

the

with the employers who

Gateway
take

on

Gateway students, saying that Gateway is “very valuable” (questionnaire response EQ1) in
strengthening relationships, providing students with “real-world experience” (interview
response EI2) and building skills and confidence (questionnaire response SQ3). However,
Employer Interviewee

8,

who

is

currently

Gateway student, mentioned her concern that

students

considering

taking

involved

Gateway

in

on

a
may

find it “difficult to catch up on school-work they miss while out on Gateway” (EI8).

The Industry Trades Organisation (2018) is a New Zealand based not-for-profit group who
focus on helping to deliver “training and assessment designed to take place in the workplace
which enables employees to learn on-the-job while gaining real-world industry
experience” (p.1). School-based

assessments
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delivered

through

the Building

and

Construction Industry Trade Organisation (BCITO) programme are also lauded by the
school-leaver respondents and by Educator 1 who has been directly involved with its
implementation. School-leaver questionnaire respondent 3 stated that “doing BCITO at
school gave me real-world skills that have been really useful since leaving school” (SQ3).
Similarly, Educator 1 responded that, of all the courses he had taught over 35 years, he
considered BCITO to be the course that “best prepared students for the real world” (TQ1).

In the spirit of lifelong learning and collaboration between education and employers, on-thejob courses, such as those offered by the Primary Industry Trade Organisation, continue
once

the

school-leaver

has

been

employed

in

the

sector.

As

an

example,

Employer 8 explained that she had given a school-leaver employee the opportunity to do
some “Primary ITO courses. It’s just a day-release once a fortnight, and it benefits us
(employer) if they (employee) carry on learning from someone else and not just us
(employer)” (EI8).

4.3.3. Shared interest in helping young people improve their work-readiness

An important motivator for communication about work-readiness that came across very
strongly through questionnaires and interviews was the employers’ and educators’ altruistic
interest in school-leavers’ futures and in their role in preparing school-leavers to be workready for the future. This altruism reflects the Maori concept of manaakitanga, as detailed in
the Methodology chapter above. Typical of this shared altruism was Employer 7 who
described how she wanted to “look after them (school-leavers) like a mother”(EI7) and
Educator 6 who “just want(s) to help the students” and “love(s) asking them (schoolleavers) what they’re up to” (TI6), as well as Educator 2 who simply “enjoys seeing them
grow (in knowledge and experience)” (TQ2). For all the employers and educators
questioned or interviewed for this research, interest in the students’ future employment and
wellbeing outweighed even personal economic and social factors. For example, although
Employer 7 acknowledged that “time is money” (EI7) and Employer 8 reported that
employing school-leavers “does cost us quite a bit at times, in lost productivity and more-so
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in stress” (EI8), each of these employers also made a statement similar to that of Employer
9 who described his motivation to employ school-leavers as “I like to think we provide a
public service, employing young people and helping them gain people skills. Often I am
able to supply them with references for their next job. Sometimes they just want to save
money to go travelling for their OE (Overseas Experience) or gap year, and I feel like we
help them do that” (EI9).

4.3.4 Communication around the school-to-work transition

There

was

general

agreement

among

the

respondents

in

this

study

that

communication between personnel involved in the school-to-work transition was already
“quite good” (TQ4). As mentioned above, experiential programmes such as Gateway play a
major role in allowing employers to meet and trial potential school-leaver employees
and also for transitioning students to test a workplace for potential employment. Most of the
employers and educators interviewed for this research reported that they communicated
“many times” about potential school-leaver employees, and both educators and employees
perceived that, on a sliding scale, ease of communication was either “easy” or “OK, but not
easy” as opposed to being “difficult”. However, respondents from each of the groups also
indicated that communication could still be improved, which will be covered in section 4.5
of the findings.

In terms of communicating availability of jobs in the region, school-leavers in this study
indicated

that

they

gained

employment

either

through

“word-of-mouth”

(for

example, SI1), and particularly through “friends who already worked there” (SQ5), through
contacts they had made while on a Gateway placement (see explanation in section 2.2) or
during a part-time job held while they were still at school (SQ3, SQ4). Similarly, employers
all agreed that they were more likely to “take on someone we already know”
(EI7, EI8, EI9, EQ1, EQ2, EQ3, EQ4) again through a Gateway placement or through parttime work while still at school. These “word-of-mouth” (EQ3) direct forms of
communication

far

outweighed

forms

of

written

communication,

although

Employer 7 reported that she “holds on to their (school-leavers’) CVs (Curriculum Vitae)
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and gives them a call if and when we need them” (EI7). It should be acknowledged that the
face-to-face ‘who you know rather than what you know’ nature of this communication may
result from the small size of the community in which this research is based, and may be very
different in a larger, less socially connected, population.

In addition to ‘word-of-mouth’ recommendations, employers also reported successful
outcomes when advertising up-coming jobs on social media, particularly the local
community’s Facebook page

(EI7,

EQ4).

However,

interestingly,

school-leavers

reported that they were unlikely to use social media to find employment and, instead, relied
on word-of-mouth notification from peers or other community members (SI3), contradicting
their stated preference for using online methods for gaining information about careers. Only
one school-leaver (SI1) mentioned that she used an employment search engine,
‘seek.co.nz’, to look for job opportunities.

School-leavers did report that they valued their ability to use social media to communicate
with educators for job references and careers advice. This finding aligned with educator
respondents, who reported a rise, since 2016, in the number and frequency of school-leavers
contacting them via social media for careers-related information and support (TQ1, TQ3,
TQ4, and TQ5). One educator (TI6) reported how much she valued being able to contact
school-leavers and to report their career journeys via ‘Where are they now’ posts on the
community’s Facebook page. One employer mentioned that she, too, valued these posts
(E17), as did one of the school-leavers (SI1).

4.3.5 Social media as a method of communication

Use of social media, however, was reported as much more apparent for communication
between the employer and employee following employment. A majority of the respondents
reported increased and effective use of social media for ‘on-the-job’ communication.
Employer 8 perceived a particularly marked improvement in school-leaver employee
reliability through the increased use of texting and Facebook Messenger, for example,
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young employees contacting her to report that they had been delayed before their shift or
had an unavoidable appointment during work time. Similarly, Employer 7 explained that
communication via social media had improved her contact with young employees,
particularly around alterations in the weekly roster, but that it had also encouraged young
employees who “called in sick” to “text in at the last minute rather than picking up the
phone and speaking to me directly” (EI7).

Employer 2 blamed the rise in use of social media for his young employees “lack of verbal
communication

skills” (EQ2).

However,

all

the

employers

agreed

that

communication via social media was more convenient for them than young employees
failing to arrive at work and not giving any notice, and that it had led to an improvement
in evidence of work-readiness skills such as punctuality and reliability.

The use of mobile phones as a work tool was also reported on by respondents. Employer 8
described how “we’re always on our phones looking up animals and production. There’s
apps (mobile phone applications) for everything, and it’s just second nature for the
teenagers” (EI8). In contrast, Employers 7 and 9 reported that they did not allow employees
to use mobile phones during work time, and reported that there was an unspoken rule that
mobile phones should be left switched off in an employee’s bag, whereas the employers
themselves used mobile phones frequently as a work tool (EI7, EI9).

4.4. Perceptions of how school-leaver work-readiness should evolve

In the light of the broad range of international advice, where do educators, employers and
school-leavers, such as the respondents in this study, progress in terms of the most effective
way to prepare school-leavers for the future world of work?

4.4.1. Personal career-management and the future ‘world of work’
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Most of the employer respondents agreed over the importance of young people being able to
manage their own career journey through a career of frequent change, reporting predictions
that their school-leaver employees will have many different job and career changes during
their working lives, and that their current job is just the first of many “while they work out
what to do” (EI8) and find their “best fit” (EQ1), Employer 7 suggested that school-leavers
should gather “a portfolio of skills that would be useful between major jobs, for example,
barista (skills)” (EI7). Employer 4 also advised careful personal career management,
reporting that school-leavers should “work hard, save money and not quit their job until they
had something else to go to” (EQ4).

All but one of the school-leavers revealed trepidation when thinking about their future
working lives, with two of the respondents expressing “lack of confidence”(SI2) and “lack
of direction”(SI3) when it came to career planning. In contrast, one of the school-leavers
was extremely happy with the potential career progression provided to her by her current
employer, noting that “we have career chats all the time” (SI1) and that she envisaged a
series of achievable career steps within the next decade. School-leaver 3 explained that he
“didn’t have a clue about what I want to do”(SQ3) but that he was planning to trial a few
different jobs over the next few years, with a view of finding one he liked and that would
provide him with on-the-job training. Employer 8 sympathised with her young employees’
career concerns, reporting that “they almost have too many choices” (EI8).

In terms of career and life aspirations, a common theme among all the school-leaver
respondents was a desire to go travelling within the next five years, not to work abroad but
to experience different countries and cultures. In terms of aspirations about income and job
stability, only one of the school-leavers (SI1) expressed any certainty of gaining an income
large enough to afford to own her own home, reporting “I’m hoping to save a deposit for a
house, rather than renting all my life. I can do it (the house) up and make it my own”. The
remaining school-leavers explained that they planned to stay with family members or to rent
accommodation close to their place of work, and that they envisaged having a series of jobs
that they themselves would have to manage. Four of the school-leavers said that marrying
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and having a family was their greatest aspiration, and that they just wanted jobs that would
fit in with this desire.

Responses from the educators closely reflected those of the employers and school-leavers,
other than a few outlying comments. Educator 4 suggested that it was a teacher’s role to
“encourage students to have a long-term view of their working life” (TQ4) and linked career
management to Dweck’s (2006) growth mindset theory in that “students need to have the
right mindset in order to pick up (career) opportunities” (TI4). Educator 2 noted her
“frustration with students who have little ambition or forward thinking” and that she had
little confidence that the school-leavers from the 2016/17 cohort would be able to “hold
down a job for very long” (TQ2).

4.4.2

School-leaver wellbeing and resilience

A majority of the educators and employers recognised the life-stage around the teen years as
a “turbulent time” (TQ5), with peer pressure and many “push and pull factors” (TQ5). Most
of the educators also perceived that current school-leavers were faced with “a confusing
number of choices” (TQ3, TI6) making it difficult to choose a career path straight from
school.

Educators also acknowledged that many school-leavers are “not in charge of their own
lives’” (TQ3), either because of “lawnmower parents” (TI5) who micro-manage their
children’s lives and therefore reduce the students’ ability to practise independence, or
because of social dysfunction which results in situations where “some kids just seem lost
and have very low self-esteem” (TQ5). Two of the educators stressed the importance for
school-leavers of “being open to new options” (TQ1, TQ4) and being able to listen to, and
act upon, constructive criticism (TQ2, TQ5). Employer 1 supported this assertion, urging
school-leavers to “try many opportunities to find your best fit” (EQ1). Similarly, most of
the employers recognised the importance of personal wellbeing to the school-leaver.
Employer 7 emphasized her advice that students should “stay at school longer but teachers
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need to increase opportunities for students to build life-skills” (EI7). Employer 8 reiterated
the idea that some school-leavers leave school too early and “are a bit lost” (EI8).

Three of the employers noted that having a job increased a school-leaver’s social and
emotional skill-set by providing opportunities to liaise with customers in a “real-world
scenario” (EQ3, EQ4, EQ2). Employer 7 stressed that she took every chance to have
meaningful conversations with her school-leaver employees regarding “life and career
opportunities” (EI7). Employer 8 described the care she took for the wellbeing of young
employees in terms of providing a healthy work roster and number of working hours in
order to “introduce them (young employees) slowly. We try not to give them too many 10hour days in a row, and we have _____ (an experienced relief milker) who comes to milk in
the mornings and gives each of them (young employees) a chance for a few sleep-ins” (EI8).

However, interestingly, of the three groups of respondents, the school-leavers were the most
emphatic in their views on the importance of personal wellbeing and resilience. Schoolleaver 3 spoke of the devastating effects of social isolation on her wellbeing after she had
left school, as she “lost touch with her schoolmates who had moved away” and “had no one
to share her worries with” (SI3). School-leavers 2 and 5 described the “emptiness” they felt
once they no longer had a school timetable and teachers to guide them, and one mentioned
that she “didn’t know what to do with my time” (SI2, SQ5). Most of the school-leavers
reported how they found alternative systems of emotional support, either by relying more
heavily on their families, by contacting school-friends via social media, or by confiding in
their employers or older workmates.

From the viewpoint of a practitioner-researcher, I experienced a palpable sense of loss and
distress from the school-leavers that I interviewed on the topic of personal wellbeing, to the
extent that, for one or two of the respondents, parts of the interview became quite emotional,
and further emphasized to me the importance of supporting wellbeing during the school-towork transition. Tellingly, School-leaver 1, who perceived herself as an “emotional success
story”, put her wellbeing down to the “nine meetings per week, four face-to-face and three
in a group” that she had with her employers, in which her wellbeing and career aspirations
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were frequently addressed (SI1), thereby indicating the value of frequent employeremployee meetings, and of raising the topic of wellbeing within these meetings. In general,
for the school-leaver participants in this study, regular open communication was seen as
being vital to their personal wellbeing (particularly SI2 and SI3).

4.4.3

Technological change and individualised lifelong learning

When asked about their opinions on the aspect of work that was most likely to change in
future, every participant in this study responded in a similar way. Educators, employers and
school-leavers all predicted that careers in the future will be heavily disrupted by
technological change. The phrase “more robots” occurred in seven of the questionnaire
responses. All the school-leavers agreed that it was important to prepare themselves for the
future, particularly in terms of keeping up with technological advancement and increasing
their network through face-to-face contacts and social media. Examples of this response
include School-leaver 5 whose vision of the future comprised of “More robots. More digital.
Flexible hours” (SQ5) and Educator 1 who advised “ensuring courses offered are relevant to
the student and to a changing future” (TQ1).

All of the school-leavers predicted that gaining qualifications through a traditional
university route would be neither viable nor desirable for them. For example, School-leaver
1 saw attendance at University as “like I’d be leaving school to go to another school,
whereas all I wanted to do was leave school and earn money” (SI1). Instead, most of the
school-leaver respondents imagined that they would continue to gain qualifications and
experience on-the-job while being paid, and that there was no likelihood of them being in
the same job by the time they turned forty years old.

Generally, employers agreed with the school-leavers about the most important changes in
the world of work in terms of technological change and the need to keep
learning. Employers 1, 2 and 4 also noted the changes that they thought globalisation may
bring to the world of work, in that a rise in immigration may introduce “cheaper labour into
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the workforce that will compete with school-leavers” (EQ4) and that technological change
may mean “less manual labour jobs and more computer based careers” (EQ2) as well as “a
lot of job sharing, home-based work and glide-time” (EQ1).

Educators 4 and 5 agreed that “the use of robotic technology might reduce the need for a
manual

workforce”

(TQ5)

and

will

“increase

competition

for

jobs”

(TQ4). Educator 3 predicted a crisis in verbal communication as a result of “less interaction
as people will be working from home” (TQ3), and Educator 1 included a more positive
prediction that there will be “new types of jobs” (TQ1). Educators were divided in their
opinions on the future of post-school learning, with three predicting the demise of
university-based education and the rise of micro-credentials and mass online courses, and
two advising that there will be a greater need for universities to help solve global issues such
as the effects of climate change and the rise of artificial intelligence. All educators agreed
that a school education was only the beginning of a lifelong learning journey.

4.5 Improving communication to support future school-leavers’ work-readiness

A focus for this research was to find ways to improve the school-to-work transition process
for the benefit of current students about to leave the school of study. A number of
practicable suggestions arose from the respondents.

4.5.1 Improved networking amongst stakeholders in the school-to-work transition

Most employer and educator respondents perceived that the current networking arrangement
for school-to-work transition in the community of study was quite disorganised and relied
on

individuals

“having

whispered

conversations

in

the

supermarket”

(EQ2).

Employer 8 summarised a recurring theme that emerged from the questionnaires and
interviews, that “it takes a village to raise a child” (EI8), in terms of effective collaboration
and communication between employers, educators and families. There was a general
consensus among educators and employers of the need to improve and update the local
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community’s networking arrangements in relation to the school-to-work transition.
Employer 7 expressed her desire to clarify communication by stating that “we all need to
push the same message” (EI7) in terms of preparing school-leavers to be work-ready. A
notable exception to this position is the Gateway programme, for which participating
educators, employers and school-leavers agreed that communication was organised,
frequent and useful (EQ2, EQ3, TQ3, TQ5, SQ3, and SI3). Currently communication for
the Gateway programme relies on students completing a weekly reflection journal, which
employers and educators sign off, and add comments to where necessary. Through an
extension to an interview question, the Gateway coordinator explained that there are plans
afoot to digitise this process, and advised that the Gateway format could be developed as a
model for future school-to-work networking, bearing in mind that the status of schoolleavers is quite different to that of school students and would require a mediator of some
kind (TI4).

4.5.2 Increased number of work experience opportunities

All interview respondents supported an increase in the number and frequency of work
experience opportunities. Educators 4 and 5 called for “at least five days of work
experience in Years 11, 12 and 13” (TI4, TI5) and Educators 1 and 2 agreed that hands-on
work experience gives school students career direction and encourages the development of
life skills (TQ1, TQ2). In general, employers agreed with the need for more work
experience, but noted that many of the senior school students gained this experience through
having after-school or holiday jobs, as well as through Gateway, and pointed out that the
important aspect for students to take away from work experience is “the reflection and the
learning about how things work in the workplace” (EQ1).

Employers 1 and 3 called for the naming of one educator from the School whose role would
be as the conduit for communication about transition and as a “matchmaker” (EQ1)
or “facilitator” (EQ3) who could match up appropriate students or school-leavers with the
right work experience placements or jobs. To a certain extent, this communicator and
facilitator role is already being practiced in the community of study by two of the educator
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respondents, but

may

need

better

clarification around

specific

roles

when

communicating with employers.

4.5.3 Availability of career –related information

School-leaver participants also called for more extensive integration of career education into
the school curriculum. For example, School-leaver 3 would have liked more information on
“how life is going to be once we leave school and start work” (SI3), and School-leaver 1
suggested that “it would be a good idea to have previous school-leavers come back (to
school) and talk (to the students) about life after school” (SI1). This aligns well with
Employer 7 who suggested that the school needed to provide more opportunities for
students to experience and respond to “real-life scenarios” (EI7). School-leaver 2 requested
“more chances to experience job-seeking websites” (SI2).

A common thread from the school-leavers was the desire to have had more extensive
teaching of life skills such as budgeting, time-management and self-management, as well as
soft skills such as punctuality, and healthy eating and sleeping routines (SI1, SI2, and
SI3). In general, employers agreed whole-heartedly with this request, particularly
emphasizing the need for students to upskill on financial literacy skills such as “budgeting,
and saving money” (EQ4, EQ2, EI9).

Furthermore, school-leaver respondents requested more opportunities to explore their own
career possibilities and to actively think about the future, as well as “having someone to
bounce ideas off” and “hearing career stories from previous school-leavers” (SI1, SI2, and
SI3). There was also a request that school provide a more extensive “exit interview” during
the weeks prior to the student leaving school, in order to allow the student to talk through
their career options and reflect on the next actions that they should take (SI3). Educators 5
and 6 agreed that the exit process for school-leavers needs to be streamlined so that more
individual support can be provided (TI5, TI6).
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4.5.4 A curriculum-integrated, benchmarked careers programme

Participating educators all agreed that there was a great need for a whole-school careers
programme to be established, with more organised communication between teachers and
parents about an individual student’s career journey. For example, Educator 1 requested
“professional development that would enable us as a school to put together a relevant
programme for school-leavers” (TQ1). Educators envisaged creative delivery of careers
messages encompassing activities such as talks from employers, online careers research, and
hands-on enterprise experiences (TQ2, TQ4).

In order to support a more integrated careers programme, Educators 1, 2 and 4 also called
for more frequent careers-targeted professional learning and development to be available to
teachers, from expert careers educators and also from local employers (TQ1, TQ2, TQ4). In
contrast, Educators 3 and 5, who have been involved with the Gateway programme and
with the Career and Transition Education organisation, were content with their current
arrangement on professional learning around careers (TQ3, TQ5), so there may be a
possibility of establishing a means for effectively sharing this learning between
educators. In response to the desire for professional development for teachers, employers
were less interested, quoting that “we’ll leave the teachers to do their job” (EQ4) and “we
don’t have enough time to keep going into schools” (EI7).

4.5.5 Shared careers documentation

At a life stage characterised by agility and change, keeping career-related documentation
current and available may be challenging for young people. School-leavers 2 and 3 reported
experiencing problems collecting, storing and accessing personal documentation,
particularly once they lost access to their school network accounts. They suggested that they
would have liked school to help them set up “a school-leavers package” containing
important career-related contacts and content such as Curriculum Vitae, school contacts for
references, and skills-related certificates (SI2, SI3).
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Interestingly, Employers 7 and 8 also suggested creating a “skills register” (EI7) or “work
passport” (EQ2) that would be established while the student was still at school but could be
taken with them through transition and into employment. Employer 8 suggested that it
would be helpful if school could provide positive information via a work-ready
package relevant to the school-leaver, particularly “it would be useful to know something
about their learning style, and their home situation, especially if there is an issue that we
need to be able to work around” (EI8).

Educators 3 and 4 mentioned that they had already been investigating various work-ready
packages with their Careers and Transition Education community (CATE) and that there
were a number of online work-ready packages that they were planning to trial at School and
around Southland (for example, the ‘myblueprint’ mobile phone application).

4.6 Summary of findings
The information collected from respondents in the community of study can be summarised
as follows:
4.6.1 Respondents’ perceptions of the current state of school-leavers’ work-readiness
Participating employers agreed that they considered the development of school-leavers’ ‘life
skills’

as

being

more

important

than

having

academic

or

trade-related

qualifications. Generally, punctuality (aligning with time-management) and reliability
(aligning with self-management) were considered to be the most favourable life skills. A
strong work ethic, good verbal communication skills and the ability to save money were
also considered by the employers to be valuable school-leaver traits. Two of the employers
stated their preference that school-leavers arrived at work untrained so that the employer
could train them in the skills and habits that worked best in their particular workplace.
Generally, employers, educators and school-leavers agreed that gaining a driving license
was another important ‘life skill’, particularly when trying to gain employment in a small
rural community with limited public transport.

77

Educators were the only group to include any academic qualification within a definition of
‘work-readiness’, although one employer bemoaned the low levels of literacy and numeracy
competency in school-leavers she had employed. Most of the participating educators agreed
that a minimum of NCEA Level Two was necessary for a school-leaver to be work-ready.
This ties in with Ministry of Education (2018) policy which aims for 85% of school-leavers
to have attained NCEA Level Two because “Future educational and job prospects will be
limited for those who leave school without Level 2 NCEA or equivalent” (p. 24). However,
it should be noted that the employers and school-leavers who participated in this research
based their assumptions around entry-level employment as opposed to tertiary-level study or
training.

Only one school-leaver thought that academic qualifications were a pre-requisite for workreadiness. In general, school-leavers agreed that being work-ready meant having a range of
‘life

skills’,

particularly

time

management, self-management and

strong

verbal

communication skills. Most of the school-leavers perceived themselves as having moderate
to good ‘life skills’, but lacking career-seeking and career-management skills as well as
financial self-management. Some of the school-leavers confessed to having poor personal
wellbeing, and also saw management of personal wellbeing as an important work-readiness
skill.

Employers and educators perceived participating school-leavers from the 2016/17 cohort to
have low levels of ambition in relation to careers. Two of the educators linked this low level
of ambition to a low development of work-ready and career-ready skills in these young
people. School-leavers professed their life ambitions to be more family oriented and saw
employment mainly as a way to finance travel overseas and eventually to help support a
family.

However, school-leavers reported few problems in gaining entry-level employment in the
locality, and employers reported that it was easy to find school-leavers to fill these
positions. Finding and keeping more skilled employment was considered to be more
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difficult by all respondents, most of whom envisaged having to leave the region in order to
find skilled employment opportunities.

4.6.2. Communication methods currently used by respondents around work-readiness

One heartening finding from this research was the altruism employers and educators shared
when it came to their motivation behind helping students and school-leavers to improve
their work-readiness. Communication was seen as an essential tool to aid the process of
improving school-leavers’ work-readiness and was, therefore, also desirable, even in the
face of personal costs in terms of lost time and efficiency.

Most respondents agreed that informal face-to-face contact between employers and
educators was the most effective form of communication, closely followed by organised
employment-focused events such as careers fairs and employment forums. However,
school-leavers reported that they had not found employment forums very helpful in
communicating career information, and would prefer ex-students to return to school to
speak to them about their transition experiences. Interestingly, in terms of the level of
communication, employers rated the frequency and quality of their communication with the
school of study more highly than the educators did for their communication with employers.
Both employers and educators rated their communication with school-leavers as being
effective.

Employers, educators and school-leavers who had been involved in the Gateway work
experience programme reported great ease of communication via this initiative as well as
numerous benefits that related to work-readiness. Similarly the school-based industry trade
organisation standards in building and construction and in agriculture (BCITO and
Primary ITO) were also praised by employers, educators and school-leavers. These
programmes have a number of common elements including being employer-educator
partnerships, being practical and experiential, and encouraging mentorship and student
reflection.
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Employers, educators and school-leavers discussed an increased usage of social media as a
communication tool for work-readiness. School-leavers reported using social media to ask
educators for references and to apply for jobs via websites such as seek.co.nz. Employers
discussed using social media, particularly the community’s Facebook page, to advertise job
vacancies. Educators explained that they used social media to communicate with schoolleavers around careers and current employment. Employers suggested that social media,
specifically texting and Facebook messaging, had improved communication between
themselves and their school-leaver employees, particularly around disseminating work
rosters and having earlier warning if employees were likely to be late for, or miss, work that
day. One employer described how useful it was to him that his young employees were
familiar with ICT and possessed their own mobile devices that could then be used for
digitised farm tasks. Only one employer reported young employees misusing social media
while at work, and that employee was not one of the 2016/17 cohort involved in
this research.

4.6.3. Respondents’ perceptions of how work-readiness needs to change to meet the
needs of the future world of work

Participant employers, educators and school-leavers agreed that the nature of work is
changing, with perceptions ranging from an increase in applications of artificial intelligence
to more frequent changes of jobs within a longer working life. In general, the school-leavers
feared the changes and lacked career direction and confidence, but were envisaging trying a
range of different jobs until they found one that suited them. An exception was one schoolleaver who was extremely comfortable in her job and, with the help of regular mentorship,
could imagine a career progression through her current employer.

Employers partially reflected the school-leavers’ sentiments. Most employers envisaged that
current school-leavers would have a portfolio-style career, building skills and experience in
a range of transferable skills which would equip them to adapt to the changing nature of
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work. All agreed that school-leavers’ work-readiness would revolve around working hard
and saving money, but also that flexibility and career management will be key components
of their working lives, necessitating the ability to deal with intermittent periods of lack of
work as well as holding down multiple different jobs at the same time.

Educators saw the need for school-leavers to continue learning lifelong and to practice a
“growth mindset” in order to make the most of opportunities. One educator bemoaned the
school-leavers’ lack of ambition, but most educators encouraged school-leavers to take a
long-term view of their future working career, and to plan to build personal networks and
resilience. One educator predicted a demise in verbal communication as workers worked
more

frequently

from

home

and

communicated

online.

However,

school-

leavers considered any type of communication, at work and outside work, as being the
cornerstone of personal resilience and wellbeing.

4.6.4. Respondents’ perceptions of how communication could be improved to support
future school-leavers’ work-readiness.

Increased networking around the school-to-work transition was considered to be a key
method of improving communication in order to support school-leavers’ workreadiness. One employer use of the phrase “it takes a village to raise a child” resonated with
other employers, educators and school-leavers, indicating a shared desire for closer
collaboration on this topic. There were various suggestions for how this closer collaboration
could be implemented and how the current frequent but unregulated communication system
could be better streamlined. One suggestion, which was backed by many of the employers
and educators, was to nominate one transition person from the school, who could act as a
communication conduit and a matchmaker between school-leavers and available jobs. Two
educators argued that this was already happening, but did agree that some communication
was occurring outside of this person’s remit resulting in mixed messages and confusion.
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Educators, employers and school-leavers all called for the implementation of a more
organised and integrated careers programme to be woven through the school curriculum
from Year 7 through to Year 13. A suggestion was made that this could be done by applying
the New Zealand Career Benchmarks to the curriculum that is currently offered. Many of
the participating stakeholders also requested more frequent opportunities for authentic work
experience and in-school work-style scenarios, which might include presentations from
recent school-leavers and current employers. However, some employers felt that they were
already time-poor and that in-school careers education should be the remit of the
teachers. Educators were keen to implement cross-curricular careers education but
requested targeted professional development to help them support this initiative. Some
educators acknowledged that they already received effective professional development in
careers education through professional organisations such as Careers and Transition
Education (CATE), which could be shared with other teachers.
The ‘myblueprint’ application, or something similar, was advocated by many of the
stakeholders as a method of organising, storing and sharing personal careers information
and documentation. Some school-leavers bemoaned the loss of their school email accounts
once they had left school, as this denied them access to documentation such as curriculum
vitae prepared while at school. A digital cloud-based ‘personal careers package’ may
provide a solution that could be updated and used in and beyond school. Some educators
reported being in the process of trialling an application such as ‘myblueprint’ with students
currently in the school-to-work transition. The implementation of an initiative such as this is
beyond the remit of this research, but could prove to be a suitable outcome of the findings of
this research.
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CHAPTER FIVE: DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction

This chapter provides a discussion of the findings in relation to the literature and a
conclusion of the implications of the research findings based on the three research questions.
This is followed by recommendations for future practice, an assessment of the limitations of
this particular study and, finally, recommendations for future study.

5.2. Conclusions

5.2.1. Research questions

This study evolved from an interest in the school-to-work transition and the shift in
employability expectations that is occurring in schools across New Zealand and other
OECD countries. The research questions arose from the overall aim of the research, which
was to explore the school-to-work transition in a semi-rural New Zealand environment, and
how this transition might be enhanced to better prepare school-leavers for work.
Summarised answers to these questions will now be outlined.

5.2.2 What aspects of communication between school leavers, employers and educators
support work readiness for school-leavers?

Respondents indicated their perception that current communication about work-readiness is
good, but that there remains room for improvement. In the community of study, employers
consider communication with educators to be easier than educators do with employers. This
finding contradicts some of the research outlined in the literature review (for example,
Hobby, 2018) who advised educators to reduce any institutional barriers that employers
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might face when liaising with schools. In contrast, school-leavers respondents are content
with their communication between employers and with educators.

Communication helps to create a shared awareness between respondents around what skills
are considered most important for a school-leaver to be work-ready. For example,
respondents reported their shared perception that in order to be work-ready a school-leaver
should have the following skills: basic literacy and numeracy skills; ‘life skills’ such as
personal financial management and personal wellbeing skills; employability skills such as
punctuality,

reliability,

interpersonal

communication

and

a

strong

work

ethic.

Communication also helped identify which of these skills required further opportunities for
development within the school programme and during work experience and/ or
employment. One misalignment that the study identified is that all educators and some
school-leavers perceive academic qualifications to be vital work-readiness skills,
specifically having achieved the requirements for NCEA Level Two, whereas employers are
much less interested in hiring employees with academic qualifications to fill entry-level
jobs. In fact, most employers reported that they prefer to employ school-leavers over mature
people in that they can “start with a blank slate” and train them in industry-specific skills
according to their preferred method.

Respondents reported that current experiential programmes such as Gateway and ITO
(sector-related Industry Training Organisation programmes) are effective in providing
participants with experience, the opportunity for reflection, and benefits of regular
communication between employers, educators and students. As described in the literature
review above, Building and Construction is the industry showcased as an example for the
Work Inspiration initiative, which aims to engage with young people around careers and
industry-relevant skills-building (Careers New Zealand, 2017). Similarly, but in the
agricultural sector, the Primary Industry Training Organisation (2018) partners with schools
and employers to “create meaningful and genuine on job placement learning and
employment experiences” (p. 2), and the Southland Workforce Strategy (Jackson, 2015),
detailed in the literature review above, is largely built around preparing young people for a
Primary Industry pathway. One employer respondent expressed concern that students doing
the Gateway course might miss vital sections of the school academic programme, yet, as
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mentioned in the literature review, Daube et al. (2014) allay this concern, to a certain extent,
by emphasizing that Gateway’s aim is to “encourage young people to complete
qualifications and support their transition to further education and career pathways”, but do
point out that a key target group for Gateway is the “students who are at risk of not
achieving (academically)” (p. 13).

It should be acknowledged that there are many other blended learning and
experiential courses available to ‘bridge the gap’ between school and the workforce, both in
New Zealand and in other parts of the world, but that Gateway and ITO workdays were the
two courses available to the 2016/17 school-leaver cohort involved in this research and were
met with favour by the majority of the respondents in this study.

Employers and educators reported effective communication of work-readiness from careeroriented events. The literature supports this finding (for example, Hozein, 2017; Jackson,
2015) and initiatives such as the Employer’s Toolkit, detailed in the literature review,
support employers to improve their delivery of information at employment forums (Careers
New Zealand, 2017). However, school-leaver respondents reported their preference for
individualised face-to-face career advice rather than employment forum events or careers
fairs. That young people prefer authentic work experience and individual mentorship is also
supported in the literature (for example, Hobby, 2018; Careers New Zealand, 2017; Holman,
2014).

In agreement with the school-leaver respondents, employers also reported their perception
of the importance of regular face-to-face meetings to help improve career management
skills, life skills and on-the-job industry-specific skills. Employers reported that face-to-face
meetings or written instructions were particularly important during the orientation of a
young employee and as reminders of industry-specific protocols. This finding confirms
Bolles’ (2018) assertion, mentioned in the literature review above, of the benefits of
practical job orientation programmes for new employees.
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Educators also reported the perceived importance of providing continued mentorship to
support school-leavers through the transition process. Educators and employers reported
how much they valued maintaining communication with school-leavers through their career
journey. School-leavers reported how much they valued ease of communication with
previous educators and employers for career-related information such as job references.
These educator-led and employer-led actions complement the ‘intergenerational mentorship’
strategy advised by Southland’s Workforce Strategy 2014-2031, as described in the
literature review (Jackson, 2015). Mentorship, with a specific focus on providing support for
upskilling, also complements the idea of personalising the career- and work-readiness
journey for young employees, as detailed, for example, in the ‘Be Onsite’ programme in
London (Mellor Park, 2018) described in the literature review. Intergenerational mentorship
his is a wide-ranging topic, which is addressed only by inference in this study (for example,
Wylie, 2009; Vaughan, 2008), but deserves future attention.

Employers and school-leavers reported that increased use of social media has helped
improve communication, particularly in terms of punctuality and reliability skills. Some
employers also reported that school-leavers were able to utilise social media and digital
skills for industry-specific tasks. From the school-leavers’ point of view, use of social
media, particularly texting and Facebook Messaging, was considered an essential form of
communication with their employers, particularly for roster changes and for requests for
references. The impact of the use of social media on employer or employee work-life
balance was not fully explored in this study, but would be an important topic for further
investigation.

In contrast to their desire for face-to-face communication, school-leaver respondents state a
preference for using online careers information. As described in the literature review,
programmes such as America’s digital Teen Career Path (2016) and New Zealand’s online
Maia work-placement videos (Tertiary Education Commission, 2017) are examples of how
governmental agencies have already responded to younger people’s preference for online
communication about careers and work-readiness. The complexities, inequities and
repercussions for work-readiness of using online communication methods for job-seeking is
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also explored by researchers such as Bolles (2018) and Lazarsfeld-Jensen (2013), as detailed
in the literature review.

5.2.3 How can schools and employers work together to increase school-leaver workreadiness?

One challenge reported by employers is a perceived gap in educators’ and school-leavers’
appreciation that, for employers “time is money”. Specifically, employers reported accruing
personal costs in providing experiential learning to students and in employing schoolleavers, in terms of time, damage to equipment, stress, and lost productivity. However,
employers also reported their perception that investment in young employees pays dividends
later on. This finding links with discussions in the literature reviewed above, around
‘building social capital’ (for example, Hobby, 2018; Mann et al., 2017; Ministry of
Education New Zealand, 2014; Jackson, 2015). However, some employer respondents
reported that they preferred to employ school-leavers rather than more mature people
because school-leavers were more flexible in their work arrangements.

Another challenge reported by some employers and educators was their perception of
confusion around identifying the key transition personnel who should be leading the
transition process, and, specifically how communication should be conducted formally. This
may result from the network of relationships that occur naturally within a small community,
but may also require more robust organisation of a streamlined communication system and a
clarification of roles and process within this. Communication within the Gateway
programme was cited as an example of a clear, streamlined process. The idea of appointing
a work-readiness facilitator aligns well with the New Zealand Career Benchmarks (2018),
the UK’s statutory directive to schools to nominate a “career leader” from each school (UK
Ministry of Education, 2018) and also with Southland’s Workforce Strategy (Jackson,
2015). It is also lauded by other commentators noted in the literature review above (for
example, Bolles, 2018; Holman, 2014; Jackson & Bridgstock, 2018; and Mellor Park,
2018).
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One acknowledgement that emerged from most of the employer and educator respondents
was that communication over work-readiness creates a channel for shared altruism and
interest in young people’s future, with many resultant serendipitous effects for the young
people and the community. For example, employers reported that they had no problem
finding young employees because of the easy access to recommendations from educators
and from other young people. It should be acknowledged, however, that being part of a
small community may be an important factor in this shared altruism, although programmes
such as the ‘Be Onsite’ mentoring initiative in London (Mellor Park, 2018) involve similar
altruism at a company level, and occur in much larger communities. The number of
industries that have become involved in government-led initiatives in New Zealand such as
regional Careers Expos, ‘Work Inspiration’ and the ‘Employer’s Toolkit’ is also evidence
that the larger size of community is not necessarily a factor that limits altruism in the workreadiness space (Careers New Zealand, 2017).

School-leavers, in particular, reported the benefits of communication about work-readiness
and other career-related topics to their wellbeing, again with potentially serendipitous
effects for the community. For example, one school-leaver cited how much she valued being
able to contact previous educators for job references and for career advice. One educator
reported how much she valued being able to contact school-leavers and to report their career
journeys via ‘Where are they now’ posts on the community’s Facebook page. One employer
mentioned that she, too, valued these posts. The value of networked community support to
young people’s work-readiness and wellbeing is also explored in the literature (for example,
Bolstad and Gilbert’s (2012) metaphor of the “networked campground”). The literature
explores how the complex and confusing “career jungle-gym” faced by young people
(Owen, 2018) can be navigated by helping school-leavers to develop career selfmanagement skills and providing career counselling (for example, Vaughan, 2008;
Bridgstock, 2009; Glover & Cribb, 2018; Hobby 2018; and Mann, 2017). Wellbeing
information collected through Wylie’s “On the Edge of Adulthood” longitudinal survey
(2009), along with evidence gathered around Ireland’s Transition Year (Fraser, 2017),
provide examples of how building life-skills programmes into the school curriculum
encourages students in Years 11, 12 and 13 to stay at school in order to improve their workreadiness.
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Another benefit of communication around work-readiness, is the understanding inferred by
employers that, although they consider that educators should bear most of the burden of
preparing young people for “the real world”, employers are committed to aiding the process
of skills-building by, for example, providing students with work experience. Most
educators, along with some employers and some school-leavers, noted the perceived
importance of starting careers education from an earlier age, and of seeking opportunities to
integrate careers education within the curriculum. Some employers, some educators and
some school-leavers also reported that they perceived the young person’s family as playing
a vital role in work-readiness skills-building.

5.2.4 How can the school-to-work transition opportunities be improved for the benefit
of school-leavers in my school?

Most respondents in this study promoted an increased focus and articulation of workreadiness skills within the school curriculum and particularly for students in Years 11, 12
and 13. Specifically, respondents mentioned the work-readiness skills of time management,
self-management, interpersonal communication, personal financial management and
personal wellbeing. Several researchers outlined in the literature review above support this
idea of building a personal careers biography (for example, Hodkinson et al, 2016; Gog,
2016).

Most educators and school-leaver respondents promoted the need for a robust method of
organising and documenting work-ready skills through the school-to-work transition period,
for example via a cloud-based digital application. This idea is supported in the literature (for
example, by Jackson & Bridgstock, 2018; Owen, 2018; and Te Kete Ipurangi, 2016). In
Southland, a portfolio style work-ready passport in combination with a cloud-based digital
application is being trialled (Beckham & Diack, 2018).

89

Most employer and some educator respondents endorsed the nomination of one schoolbased mediator or facilitator to act as a communication conduit for work-readiness, and that
all stakeholders should feed information through this channel. This mediator would be
accountable for storing work-readiness information, and proactive in reporting relevant
information to stakeholders. Again, the Gateway programme was cited as an effective model
for this process.

Most respondents reported their perception that careers education should start at an earlier
age in school, for example at Year 7 and 8, and should keep going through to Year 11,12
and 13, with a focus on building personal career-management skills and providing authentic
experiential learning. Educator respondents particularly endorsed more effective integration
of careers education through mainstream curriculum subjects via a holistic careers
programme. They also requested more effective dissemination of careers professional
learning development to all educators and, where appropriate, to employers and the
community. This aligns with the UK’s Gatsby Career Benchmarks (Holman, 2014), and
advice from researchers such as Ravenscroft (2018) and Hobby (2018), who advocate
starting careers education in Primary School. It also links closely to Holman’s (2014)
suggestion that, in order to plan for their career, a young person should have a minimum of
“four meaningful encounters with employers” during their years at school” (p. 2), as
mentioned in the literature review above.

Some educators and some employer respondents advocated building mentorship into the
transition experience. Specially, they suggested that each school-leaver has a personal
mentor or life-coach to provide advice and direction, possibly with meetings for selfreflection on personal targets. There was a recognition that mentorship is time- and
resource-heavy, and may need streams of funding to be sought. Researchers such as Hobby
(2018) and Holman (2018), outlined in the literature review, advocate the sharing of
professional information between practitioners in the education and industry sectors. As
“time is money” (EI7), there may be a requirement for funding to cover time allocated to
giving and receiving professional development in careers.
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5.3. Recommendations for practice

The following recommendations have been devised with direct reference to the community
involved in the study but may be of interest to other New Zealand schools and communities
that endeavour to improve the school-to-work transition for their young people. The
recommendations for practice have been categorised under three aspects which relate to the
three identified stakeholder groups: 1) recommendations for the implementation of a career
and transition programmes in the school of study, 2) recommendations for facilitating
employers to provide work experience for young people in the community of study, and; 3)
recommendations for school-leavers to further develop work-readiness and career
management skills.

5.3.1 Recommendations for the implementation of a careers and transition programme
in the school of study:

1. The planning and implementation of a whole-school careers education programme is
recommended (Holman, 2014; Careers New Zealand, 2017). The programme should be
integrated into the current curriculum, guided by the Career Guidelines (Ministry of
Education, 2009), linked to the key competencies (p.38) and characterised by a team
approach led by the Careers Lead Team (p. 29).

2. Also recommended is the implementation of a work-readiness transition tool in Year 11,
12,

13

programmes,

for

example

a

digital

cloud-based

application

(www.myblueprint.co.nz), that documents an individual young person’s development of
work-ready and career-ready skills, and which may be modelled on a ‘graduate profile’
created through consultation with the community (as described in Te Kete Ipurangi, 2016).
This may be implemented in conjunction with the Venture Southland region-wide initiative
(Beckham & Diack, 2018).
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3. In addition, time and funding should be allocated for personal careers mentorship,
particularly for school-leavers around the time of their school-to-work transition, which
could be continued and ‘handed over’ to a future employer, for example via a Work-Ready
Passport. (Fraser, 2017).

4. A transition facilitator/mediator should be nominated, who will act as a conduit for
communication between employers, educators and school-leavers, and develop and support
communication with career partners in the community, for example, employers, and the
youth service (Holman, 2014).

5. There should be a transparent system implemented within school whereby regular careers
information and professional learning development can be disseminated. Information from
this system should also be disseminated to employers, families and community members as
and when relevant (Careers New Zealand, 2017).

6. There should be an improvement in students’ experience of careers-focused events, such
as the Trades Careers Forum. This could be done by acting on feedback from students who
have previously participated in these events, and by working through the Career
Benchmarks (Careers New Zealand, 2016).

7. The school should continue to facilitate students to participate in school-based
experiential programmes such as the BP Business Challenge (Young Enterprise Trust,
2018a) and Young Enterprise Scheme (Young Enterprise Trust, 2018b), and should also
seek to implement other programmes which provide opportunities for experiential learning,
for example project-based learning modules (as explored by Fraser, 2017).

8. The school should also continue to facilitate students to participate in Gateway and
relevant Industry Training Organisation programmes (Tertiary Education Commission,
2018; Industry Training Federation, 2016) as well as expanding opportunities for
workplace-based experiential learning, for example through Work Exploration days.
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9. In addition the school should continue to value and celebrate the careers journeys of exstudents, for example, through ‘Where are they now’ posts on social media
(www.facebook.com/aparima-college/where-are-they-now)

5.3.2. Recommendations for facilitating employers to provide further development of
employability skills for young people in the community of study through experiential
learning:

1. Employers should participate (or continue to participate) in current experiential
programmes such as Gateway and ITO (subject-based Industry Training Organisation
programmes) and Work Exploration days.

2. Employers should also participate (or continue to participate) in careers-focused events
aimed at students and school-leavers, utilising advice from the Employer’s Toolkit on how
to effectively engage with young people (Careers New Zealand, 2017).

3. Employers should communicate regularly with the School’s Careers / Transition
facilitator (Holman, 2014).

4. Employers should also be prepared to mentor (or continue to mentor) students and
school-leavers with relevant career interests which align to their industry sector, and
encourage them to develop career management competencies through regular meetings in
which career progression is discussed. Again, the Employer’s Toolkit provides advice on
effective mentorship (Careers New Zealand, 2017).

5. In addition, employers should become familiar with other agencies in the community that
may be available to help support young employees, for example, Southland’s youth service
(www.comcol.ac.nz/youth-service-southland).
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5.3.3. Recommendations for school-leavers to further develop work-readiness and
career management skills:

1. School-leavers should actively seek a mentor or life-coach to help create and support a
personal career management plan (Careers New Zealand, 2017).

2. School-leavers should also actively maintain a personal career management plan, for
example using the Career Management competencies of ‘developing self-awareness’,
‘exploring opportunities’, ‘deciding to act’ (Ministry of Education, 2009, p.7), or the
attributes listed on a community-created ‘graduate profile’ (Te Kete Ipurangi, 2016).

3. School-leavers should actively target, articulate and develop their own work-readiness
skills such as time-management and personal financial management (Careers New Zealand,
2018).

4. In addition, school-leavers should organise and maintain personal careers-related
documentation (Ifenthaler et al, 2016, Bridgestock, 2009), for example by using a digital
cloud-based application (for example, myblueprint.co.nz).

5.4. Limitations

The findings of this study are limited in a number of ways. The study focused on only one
community and involved only a small number of participants. Hence, the findings are very
specific to this community and a small number of its educators and employers. The
participants were also volunteers. It is possible that educators and employers who were less
favourable to the idea of work-readiness chose not to participant in the study. With such a
small sample of potential stakeholders bias should be considered in the data analysis and
research findings (Tymms, 2012).
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The study was also time-limited, having been conducted over a period of approximately six
months. Stakeholders’ transition experiences which occurred outside this timeframe have
not been included in this research (Mutch, 2005).

The study did not include communication with the parents and families of the schoolleavers, or current students in Year 11, 12 and 13 at the school of study. Information
gathered from these groups would be extremely valuable, but was outside the remit of this
research.

In addition, the study was limited in that it focused on non-tertiary pathways from school to
work, and on non-professional work outcomes. The study inferred that school-leavers who
take a tertiary pathway immediately after school still need opportunities to develop
employability skills, but the finer details of how this might be supported within a tertiary
environment were not covered. Similarly, the idea about career-related experiential learning
was raised in this study but this aspect was not researched in enough depth to make
recommendations on how this might be implemented.

Another possible limitation in this study was the fact that it was practitioner research, so
although efforts were made to ensure participants openly shared their views and opinions, it
is possible pre-existing relationships could have affected how accurate the responses were or
how they were perceived.

5.5. Recommendations for future study

As highlighted by literature, and evidenced through the actions of many schools in New
Zealand and globally, educational change is deemed vital to prepare students for a fast
emerging and changing future (Owen, 2018; World Economic Forum, 2016; Jackson, 2015).
The shift to provide school programmes that strengthen a school-leaver’s employability
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skills, rather than having a sole focus on producing academic qualifications, is occurring
across New Zealand schools and educational institutions in other OECD countries (Careers
New Zealand, 2016; Holman, 2014).

This study focused only on one community and its employers, educators and school-leavers.
However, as pointed out by Fullan and Hargreaves (2016), “communicating and
collaborating provides enriched opportunities for learning that are often more spontaneous
and deeper than what may have been originally planned” (p. 7).

This study has not provided information on plans to support the recommendations for future
practice. In addition, it did not include current student, parent or wider community voice.
For these reasons I suggest a number of aspects of this topic that are worthy of further
research, including:

1. To what extent an increase in a young person’s employability skills impacts their
personal wellbeing and resilience.
2. To what extent a whole-school integrated careers programme affects the mid-term
employment rates of school-leavers.
3. To what extent careers-related experiential learning impacts on Year 10 and 11
students in their curriculum subject and career pathway choices.
4. To what extent the implementation of a digital cloud-based work-readiness
application can improve the school-to-work transition programme.
5. To what extent personal career mentorship could be facilitated and funded through a
nominated training programme.
6. To what extent a school-leaver’s family supports and manages their career choices.
7. The impact of a work-readiness skills programme on school-leavers who choose to
pursue a tertiary pathway to employment.
8. The impact of a whole-school integrated careers programme in improving student
commitment to extra-curricular activities.
9. The impact on work-readiness of the changing social, economic and cultural
environment in a specific community.
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5.6. Final Word

This research was borne from my perception that students were leaving school with few
employability skills, and that the school-to-work transition was confusing not only for
students but for educators and employers. I wanted to explore how communication between
school-leavers, employers and educators could improve the process of lifelong learning and
development of work-readiness skills. Integrating careers education into a whole-school
integrated programme using currently available resources and benchmarks is a way to
revitalise our secondary school curriculum and provision of pastoral care, and making it
more connected to the ‘real-world’. Initiatives such as a Work-Ready Passport, graduate
profile or a digital work-readiness application could also be practical ways for students to
build a portfolio of proof of their employability skills that is recognised by educators and
employers.

The study provided educators, school-leavers and employers in this community with an
opportunity to voice their experiences of the school-to-work transition period. The study has
also made some recommendations that may clarify the next steps that this community could
take to help its young people become more work-ready.

Personally, I have gained a vast amount of knowledge on the complexities around the
school-to-work transition, and a new appreciation for the potential value and benefit
research can have in community change initiatives. Namely, I was surprised by how closely
linked the findings of this study were to previous literature and have gained an
understanding of how practitioner research can be valuably used to link the findings of
previous literature to current contexts.

I have gained a heartfelt appreciation for the educators and employers in this community
who have, to date, provided students with a pathway to gaining work-readiness skills, with
the goal of meeting the needs of school-leavers in the twenty-first century. I have also
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gained a deeper appreciation of the challenges and opportunities experienced by our schoolleavers through the school-to-work transition process. The sacrifice and commitment
demonstrated by the participants in this study is heartily commended. The research
highlights that the road ahead is unlikely to be smooth and more challenges are likely to
arise but it is through such commitment and a growing sense of collaboration that I believe
this community is likely to succeed in implementing successful school-to-work transition
communication that meets the needs of school-leavers, employers and the wider community.
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Appendices
Appendix A: Participant Consent Form

Participant Consent Form
Research Project Title: School-leaver work-readiness: the perspectives of students, educators
and employers in a rural New Zealand setting

I have had the research project explained to me and I have read and understand the information
sheet given to me.
I understand that I don't have to be part of this research project should I choose not to participate
and may withdraw at any time, without giving a reason, until 4 weeks after an interview.
I understand that everything I say is confidential and none of the information I give will identify me
and that the only persons who will know what I have said will be the researchers and their
supervisor. I also understand that all the information that I give will be stored securely on a
password-protected computer for a period of no longer than 5 years.
I understand that my discussion with the researcher will be audio taped and transcribed, and that I
may review the transcription for accuracy and intent.
I understand that I can see the finished research document.
I have had time to consider everything and I give my consent to be a part of this project.

Participant Name: …………………………………………………………………….....

Participant Signature: ………………………….. Date: ……………………………
Project Researcher: ……………………………… Date: ……………………………
UREC REGISTRATION NUMBER: 2018 - 1013
This study has been approved by the UNITEC Research Ethics Committee from 3 May 2018 to 3 May
2019. If you have any complaints or reservations about the ethical conduct of this research, you may
contact the Committee through the UREC Secretary (ph: 09 815-4321 ext 8551). Any issues you raise
will be treated in confidence and investigated fully, and you will be informed of the outcome.
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Appendix B: Participant Information Sheet

Information for participants

Research Project Title: School-leaver work-readiness: the perspectives of students, educators
and employers in a rural New Zealand setting

Synopsis of project
Across educational, research and employment sectors, there is a general agreement that the nature of
‘work’ is changing in New Zealand and in many other parts of the world. Preparing school-leavers for this
uncertain future is a complex task. Traditional methods of transitioning
16-18 year-olds into the
workplace are no longer sufficient to meet the demands of the changing world of work, particularly for
those students who choose not to continue with tertiary education or formal vocational training schemes.
Improving communication channels between employers, educators and school-leavers may provide fertile
ground for responding to the demands of this transition stage, and increase mutual understanding. This
may inform potential next steps that employers, educators and school-leavers could take to ease transition
between school and paid work.

This project is part of a Master of Applied Practice thesis and aims to examine ways that schoolleavers, educators and employers communicate in terms of work-based skills and competencies, in a
rural New Zealand setting.

What we are doing
The information will be gathered via questionnaire and semi-structured interviews with randomly chosen
voluntary participants from the 2016/17 school-leaver cohort, educators from the local secondary school
who are invested in the school-leaver / work transition stage, and local employers who have employed
school-leavers from this cohort.

What it will mean for you
Your opinions and experiences form a vital part of this piece of research. You have been chosen to
participate because of your connection with the transition experience. You will be asked to complete a
short questionnaire (which will take about 30 minutes, in your own time) about your experiences in the
school-work transition stage, and potentially, to be interviewed individually by me, Lynne Grove, (the
researcher) for about 60 minutes. The first three respondents to return the questionnaire, and who are
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happy to be interviewed, will be contacted by the researcher using the contact details provided by the
respondent, and an interview arranged at a mutually convenient time and place. The respondent may
bring along a suitable support person (who will be asked to sign a privacy statement). Refreshments will be
provided during the interview.

If you agree to participate, please sign the consent form and complete the questionnaire. This does not
stop you from changing your mind if you wish to withdraw from the project. If you are interviewed, the
transcript of the interview will be able for you to review for accuracy and intent within 4 weeks of the
interview date.

Your name and information that may identify you will be kept completely confidential. All information
collected from you will be stored on a password-protected file and only you, the researcher and the
supervisor will have access to this information. The information will be retained securely for 5 years following
the completion of the project, and then deleted or shredded. You will be entitled to a copy of the written
report for comment before it is published, and also following publication.
Please contact me if you need more information about the project: Lynne Grove, phone 0211290296 or email
grovel03@myunitec.ac.nz

At any time if you have any concerns about the research project you can contact my supervisor:

Dr Lisa Maurice-Takerei, phone 0211535340 or email lmauricetakerei@unitec.ac.nz

UREC REGISTRATION NUMBER: 2018-1013
This study has been approved by the UNITEC Research Ethics Committee from 3 May 2018 to 3 May
2019. If you have any complaints or reservations about the ethical conduct of this research, you may
contact the Committee through the UREC Secretary (ph: 09 815-4321 ext 8551). Any issues you raise
will be treated in confidence and investigated fully, and you will be informed of the outcome.
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Appendix C: Questionnaire – School-leavers

Questionnaire: School-leaver work-readiness project
This questionnaire seeks to examine your perspectives on school-leaver work-readiness. The information
will be kept anonymous and secure, and will be used only for research purposes on this specific project.
Please answer the questions as honestly and fully as you can. It should take no longer than 30 minutes.

Section A: Personal description
1. Gender: (please circle as appropriate) Are you….. Male

Female

I would rather not

say
2. Age: (please circle your current age) 16

17

18

19

20

other

3. How long is it since you left school? ______________years / months / weeks (please indicate which)
4. What factors influenced your decision to leave school when you did? (Tick as many circles as
appropriate)
o
o
o
o
o
o

end of term or end of year
a job opportunity became available
I did not want to be at school any longer
social reasons
financial reasons
other (please explain )_____________________________________________

5. Did you feel ready for work when you left school?

Yes

No

I did not think about this then

6. Was there anyone who you could communicate with about work-readiness?

Yes

No

Maybe

If ‘yes’, who? ________________________________________
7. Do you feel ready for work now?

Yes

No

I have not thought about this

8. Is there anyone you can communicate with about this now?

Yes

No

Maybe

If ‘yes’, who? ________________________________________
9. What qualifications have been most useful to you during the last 2 years?
_________________________________________________________________________________

Section B: Indicate, by circling a number on a sliding scale, your thoughts about how school supported (or
did not support) your transition between school and life-after-school.
(Note: 1 = did not support; 5 = supported a lot)
School supported me to…..
1. develop social skills, eg. communication, teamwork
1
2
3
4
5
2. develop relevant academic skills, eg. literacy
1
2
3
4
5
3. confidence in my own abilities
1
2
3
4
5
4. gain experience in a relevant occupation
1
2
3
4
5
5. qualifications, eg. NCEA, trades, creative
1
2
3
4
5
6. life skills, eg. punctuality, financial
1
2
3
4
5
7. mental/emotional attributes, eg. resilience, self-control 1
2
3
4
5
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8. physical attributes, eg. fitness, presentation
9. link with out-of-school agencies, eg. careers, banks

1
1

2
2

3
3

4
4

5
5

Section C: Describe your current work situation
1.
o
o
o
o
o
o
o
o
o
o
o

Currently I …. (tick as many boxes as relevant)
am in paid work
am seeking paid work
am in voluntary work
am seeking voluntary work
am seeking official training or further study
am working from home
am not seeking work, because of illness or family commitments
am not seeking work, because of other intentions, eg. travel, pursuing other interests
have interviews lined up
have a job lined up to start in the near future
have no idea what to do

2. If in paid work, are you working … (tick as many circles as apply to your current situation)
o full-time
o part-time
o on a casual basis
o seasonally
o in the same job you did part-time while you were at school
o in a job that developed from GATEWAY / STAR courses you did while at school
o in a job located in or near Riverton
3. How many different jobs have you had since leaving school? 1

2

3

4

What is the longest period of time you have spent in any one job? _________day(s)/weeks/months
What is the shortest period of time you have spent in any one job? _________day(s)/weeks/months
Which job have you enjoyed most _______________________?
Why? _____________________________________________________________________
Which job have you enjoyed least _______________________?
Why? _____________________________________________________________________

4. At work, I feel… (tick as many points as are relevant to you)
o Valued and appreciated
o Not valued and appreciated
o That my skills are being developed
o That I am not developing any current or new skills
o That I would prefer to be doing something else.
5. Which statements describe you? (tick as many points as are relevant to you)
o I am content with my current situation
o I would like to do something else
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o
o
o
o
o
o
o
o
o
o
o
o
o
o

I would like to shift away from Riverton
I know where to find career advice
I am confident in applying for jobs online
I am confident in applying for jobs on paper
I am confident during interviews
I manage finances well
I have a good work-life balance
I am physically fit
I feel emotionally strong
I have a supportive family or circle of friends
I do interesting things with my spare time
I spend too much time on social media or gaming
I struggle with sleeping and/or I am frequently tired
I have financial worries or are in debt

Section D: Consider the development of your competencies since leaving school. On a sliding scale,
(where 1 = undeveloped, and 5 = highly developed), number your competencies where you feel
you were in Year12/13 at school, and then where you feel you are now.
Competency
Self-management
Solving real-world problems
Working with others
Digital / computer skills
Communication

While at school ( 1 – 5)

Now (1-5)

Section E: Consider the development of your ‘soft skills’ since leaving school. On a sliding scale,
(where 1 = undeveloped, and 5 = highly developed), number your competencies where you feel
you were in Year12/13 at school, and then where you feel you are now.
Soft skill
Empathy (see others’ points of view)
Creativity
Commitment
Leadership
Flexibility

While at school ( 1 – 5)

Now (1-5)

Section F: Communication between School, students and employers during the school-work
transition stage
1. How could school have supported you more successfully? Write as many ideas as you can.

2. How could employers support you more successfully? Write as many ideas as you can.
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2. How could employers support you more successfully? Write as many ideas as you can.

3. How easy has it been for you to communicate with the School and with employers during the
transition stage?
Easy
OK, but not easy
Difficult (please indicate which)
4. In your opinion, how could communication between School, Students and Employers be improved?
__________________________________________________________________________
5. How many times within the last 1-2 years have you communicated with the local High School about
transition /careers, eg. for a reference or advice? (circle the most relevant answer)
None
1 or 2 times
3 or 4 times
Many times
6. In your opinion, what is the most effective way(s) for students, school and employers to
communicate? (tick more than one way if appropriate)

•

Informal, face-to-face contact with school representatives

•
•
•

Formal written communication, eg. letters, emails
Organised employment-focused events, eg. careers fairs, options evenings
Other (please indicate)
________________________________________________________

Section G: The future
1. In your opinion, how will the ‘world of work’ be different 10 years from now?

2. How will this affect you?

3. Do you feel ready for the future ‘world of work’?
4. In what ways could you prepare yourself better for the future ‘world of work’?
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4.

In what ways could you prepare yourself better for the ‘world of work’?
5.

5. Do you have any comments about your school-work transition experience, or any advice
that you would like to give to students currently experiencing the transition stage?

Thank you for completing this questionnaire. Please return it in the postage-paid envelope
provided.
Please indicate below if you are willing to be interviewed (for about 1 hour, at a time and place
convenient to you) on this topic:
o

I am willing to be interviewed on the transition topic.
Contact number________________

Name ______________________

o I would prefer not to be interviewed on the transition topic.
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Appendix D: Questionnaire – Educators

Questionnaire for Educators: School-leaver work-readiness project
This questionnaire seeks to examine your perspectives on school-leaver work-readiness. The information
will be kept anonymous and secure, and will be used only for research purposes on this specific project.
Please answer the questions as honestly and fully as you can. It should take no longer than 30 minutes.

Section A: Your experience in the school-work transition stage:
1.

In what capacity have you had contact with school-leavers? ____________________________

2.

How long have you worked in this area? ____________years

3.

What attracted you to work in this area in the first place? ______________________________

4.

What qualifications or experience best prepared you to work in this area? ________________

5.

Have you had any professional development in this area? _____________________________

6.

Would you like any professional development in this area? ____________________________
If so, what? ______________________________________________

7. In your opinion, does the size and location of the school make a difference to the way school-work
transition is supported? ____________________________________________________________
8. Have you kept in touch with none / some / many / all (circle which) of the 2016/17 cohort of schoolleavers? Why? ___________________________________________________________________
9. In your opinion, how well does School communicate with local employers about transition students?
Not well

OK, but could be improved

Very well (please indicate which)

10. In your opinion, how could communication between School and Employers be improved?

11. How many times within the last 2-3 years have you communicated with local employers about
transition students? (please circle which)
None

1 or 2 times

3 or 4 times

Many times

12. In your opinion, what is the most effective way(s) for School to communicate with the local employers?
(tick more than one way if appropriate)
•
•
•
•

Informal, face-to-face contact with employers
Formal written communication, eg. letters, emails
Organised employment-focused events, eg. careers fairs, options evenings
Other (please indicate)
________________________________________________________
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Section B: indicate, by circling a number on a sliding scale, your thoughts about how this school
supports (or does not support) students’ transition between school and life-after-school.
(Where 1 = did not support; 5 = supported a lot)
School has supported transition students to develop…..
13. social skills, eg. communication, teamwork
14. relevant academic skills, eg. literacy, numeracy
15. confidence in their own abilities
16. experience in a relevant occupation
17. qualifications, eg. NCEA, trades, creative
18 life skills, eg. punctuality, financial
19. mental/emotional attributes, eg. resilience, self-control
20. physical attributes, eg. fitness, presentation
21. link with out-of-school agencies, eg. careers, banks

1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5

In your opinion, what could educators learn from employers about supporting school-leavers through transition?
___________________________________________________________________________________________
In your opinion, what are the major ways that school could support transition students better?

Section C:
1. In your opinion, how well does the School help develop year 12/13 students’
competencies? (where 1 = undeveloped, and 5 = highly developed)
Competency
Self-management
Solving real-world problems
Working with others
Digital / computer skills
Communication

While at school ( 1 – 5)

2. In your opinion, how necessary are these competencies for life-after-school? Indicate on a
sliding scale (where 1= not necessary, and 5 = highly necessary)
Competency
Self-management
Solving real-world problems
Working with others
Digital / computer skills
Communication

Necessary for life outside school (1-5)
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Section D:
1. In your opinion, how well does the school help develop year 12/13 students’ ‘soft skills’?
(where 1 = undeveloped, and 5 = highly developed)
Soft skill
Empathy (see others’ points of view)
Creativity
Commitment
Leadership
Flexibility

While at school ( 1 – 5)

2. In your opinion, how necessary are these ‘soft skills’ for life-after-school? Indicate on a
sliding scale (where 1= not necessary, and 5 = highly necessary).
Soft skill
Empathy (see others’ points of view)
Creativity
Commitment
Leadership
Flexibility

Necessary for life outside school (1-5)

Section E: The future of ‘work’
1. In your opinion, what are the major ways in which the ‘world of work’ will be different 10 years
from now?
2. In what ways could school prepare Year 12/13 students better for the future ‘world of work’?

2. In what ways could school prepare Year 12/13 students better for the future ‘world of
work’?

3. What advice that you would like to give to Year 12/13 students currently experiencing the
transition stage?
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4. What advice that you would like to give to young people not in tertiary or formal training,
who are 1 or 2 years out of school?

5. Are there any other comments you would like to make regarding the transition stage?

Thank you for completing this questionnaire. Please return it to the school Office. Please indicate
below if you are willing to be interviewed (for about 1 hour, at a time and place convenient to you)
on this topic:
o

I am willing to be interviewed on the transition topic.

Name ____________________________
Contact phone number: _____________

o

I would prefer not to be interviewed on the transition topic.
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Appendix E: Questionnaire – Employers

Questionnaire for Employers: School-leaver work-readiness project
This questionnaire seeks to examine your perspectives on school-leaver work-readiness. The
information will be kept anonymous and secure, and will be used only for research purposes on
this specific project. Please answer the questions as honestly and fully as you can. It should take
no longer than 30 minutes.
Section A: Your experience in the ‘school-work transition stage’ (this applies to the employment
of young people who left school within the past 0-2 years):
1. In what capacity have you had contact with school-leavers? ______________________
2. How long have you been involved in employing school-leavers? ____________years
3. What attracted you to employ school-leavers in the first place?
__________________________________________________________________________
4. What qualifications or experience best prepared you to work with school-leavers?
__________________________________________________________________________
5. Have you had any professional support in working with school-leavers?
__________________________________________________________________________
6. Would you like any professional support in this area?
______________________________________
If so, what?
________________________________________________________________________
7. In your opinion, does the size and location of the business make a difference to the way
school-to-work transition is supported?
__________________________________________________________________________
8. How easy is it for you to communicate with the local High School about transition
students?
Easy

OK, but not easy

Difficult (please indicate which)

9. In your opinion, how could communication between School and Employers be improved?
__________________________________________________________________________
10. How many times within the last 1-2 years have you communicated with the local High
School about transition students? (please circle the most relevant answer)
None

1 or 2 times

3 or 4 times
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Many times

11. In your opinion, what is the most effective way(s) for employers to communicate with
the local High School? (tick more than one way if appropriate)
•

Informal, face-to-face contact with school representatives

•
•
•

Formal written communication, eg. letters, emails
Organised employment-focused events, eg. careers fairs, options evenings
Other (please indicate)
________________________________________________________

Section B: indicate, by circling a number on a sliding scale, your thoughts about how the local
High School supports /does not support students’ transition between school and life-after-school.
(Note: 1 = did not support; 5 = supported a lot)
School has supported transition students to develop…..
1. social skills, eg. communication, teamwork
1
2
3
4
5
2. relevant academic skills, eg. literacy, numeracy
1
2
3
4
5
3. confidence in their own abilities
1
2
3
4
5
4. experience in a relevant occupation
1
2
3
4
5
5. qualifications, eg. NCEA, trades, creative
1
2
3
4
5
6. life skills, eg. punctuality, financial
1
2
3
4
5
7. mental/emotional attributes, eg. resilience
1
2
3
4
5
8. physical attributes, eg. fitness, presentation
1
2
3
4
5
9. links with out-of-school agencies, eg. careers
1
2
3
4
5
10. In your opinion, are there any ways that employers support the transitioning of students more
successfully than school does?
_________________________________________________________________________________

11. In your opinion, what are the major ways that School and employers could work together to
help transition school-leavers into work more successfully?
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Section C:
1. In your opinion, how well does the school help develop Year 12/13 students’ competencies?
Indicate on a sliding scale (where 1 = undeveloped, and 5 = highly developed).
Competency
Self-management
Solving real-world problems
Working with others
Digital / computer skills
Communication

While at school ( 1 – 5)

2. In your opinion, how necessary are these competencies for life-after-school?
Indicate on a sliding scale (where 1 = not necessary, and 5 = highly necessary).
Competency
Self-management
Solving real-world problems
Working with others
Digital / computer skills
Communication

Necessary for life outside school ( 1 – 5)

3. In your opinion, how well does the school help develop year 12/13 students’ ‘soft skills’?
Indicate on a sliding scale (where 1 = undeveloped, and 5 = highly developed).
Soft skill
Empathy (see others’ points of view)
Creativity
Commitment
Leadership
Flexibility

While at school ( 1 – 5)

4. In your opinion, how necessary are these ‘soft skills’ for life-after-school?
Indicate on a sliding scale (where 1 = not necessary, and 5 = highly necessary).
Soft skill
Empathy (see others’ points of view)
Creativity
Commitment
Leadership
Flexibility

Necessary for life outside school (1-5)
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Section D: The future of ‘work’:
1. In your opinion, what are the major ways in which the ‘world of work’ will be different 10
years from now?

2. In what ways could school prepare Year 12/13 students better for the future ‘world
of work’?

3. What advice would you give to Year 12/13 students currently experiencing the transition
stage?

4. What advice would you give to young people not in tertiary or formal training, who
are 1 or 2 years out of school?

5. Are there any other comments you would like to make regarding the transition
stage?

Thank you for completing this questionnaire. Please return it to the researcher in the
postage paid envelope provided. Please indicate below if you are willing to be interviewed
(for about 1 hour, at a time and place convenient to you) on this topic:
o I am willing to be interviewed on the transition topic. Name ________________________
Contact number_________________
o I would prefer not to be interviewed on the transition topic.
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Appendix F: Interview Schedule – School-leavers

Interview Schedule: School-Leavers
1. What are your strongest memories of your last two years at school?
Is there anything you miss?
Is there anything you are glad to leave behind?
If you could return to Year 12/13, what would you do differently?
What prompted you to leave school at the time that you did?
2. Please describe your work-related experiences since leaving school.
What has been your best work experience? Why?
What has been your worst work experience? Why?
Describe the communication between you and your employer(s) that relates to workreadiness?
In your opinion, how could this communication be improved?
3. Do you think that school adequately prepared you for life after school?
If so, in what ways?
(If not, how could school have better prepared you?)
Was there a person / people (eg. friend, peer, teacher, support staff member, parent,
family member, employer, other adult) who influenced you greatly during the transition
stage?
Describe any communication between you and the school staff that relates to workreadiness?
In your opinion, how could this communication be improved?
Has your view of the world changed since leaving school, in terms of work opportunities
available to you?
4. In your opinion, what are some of the benefits of having gone to a small rural school?
In your opinion, what are some of the disadvantages of having gone to a small rural school?
Do you think there are adequate job opportunities in or near Riverton?
Do you think there are more job opportunities in other parts of New Zealand? If so, where?
Do you think there are more job opportunities in other parts of the world? If so, where?
5. Do you keep in touch with school friends / peers?
Did any of these friends/ peers choose a tertiary or apprenticeship pathway?
Did you want to take a tertiary/ apprenticeship pathway when you left school?
What were the barriers that prevented you from doing this?
Are you planning to follow a tertiary / apprenticeship pathway in future? If so, when?
6. What skills and /or qualifications did you develop while still at school? (include soft skills,
competencies, formal qualifications, informal qualifications, work experience)
What skills and/or qualifications have you developed since leaving school?
What skills and/or qualifications have been most useful to you since you left school?
What skills and/or qualifications are you currently working on?
What skills and/or qualifications would you like to work on in future?
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Do you have a clear career / work pathway for the next few years?
7. In an ideal world, what would you like to do as a career/ for work?
Is this likely to happen in the next few years, or sometime later in the future?
If so, what will you need to do to help make this happen?
(If not, who or what could help you change this situation?)
What non-work-related dreams / plans do you have for your future?
What do you see yourself doing when you are aged 40?
8. What are your greatest concerns about your current situation?
What are your greatest concerns about the future?
How can you best reduce these concerns? Who could help you?
9. Is there anything else you would like to say about the past few years?
What advice would you give to current Year 12/13 students who are about to enter the
transition stage?
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Appendix G: Interview Schedule – Educators
Interview Schedule: Educators
When answering these questions, think particularly of those school-leavers who do not follow a
tertiary or formal qualification pathway immediately after leaving school.
1. Describe why you became involved in the education of school-leavers?
What motivates you to work with students in this age-group?
Describe one or two of your best experiences with school-leavers.
If appropriate, describe one or two of your worst experiences or frustrations with schoolleavers.
Have you kept in touch with any of the school-leavers?
If so, what have you learned from their transition experiences?
What are the major barriers that prevent school-leavers from following a tertiary/
apprenticeship pathway?
Do none/some/many school-leavers take up a tertiary / apprenticeship pathway within 2-3
years of leaving school?
Have you been able to support any school-leavers during the first 2-3 years of transition
beyond school?
Describe any communication that relates to work-readiness between you and any of the
2016/17 school-leavers?
How could this communication be improved?
In your opinion, what are the major changes for the transition period that have occurred
during the last 2-3 years (eg. digital/ social media resources)?

2. Do you work closely with any local employers?
Have you been able to pass on any advice about school-leavers to the employer?
Have you received any feedback from employers that has changed your school-leavers’
programme?
In your opinion, what is the most important information that employers require about a
school-leaver they are hoping to employ?
Describe any communication between you and local employer(s) that relates to workreadiness?
In your opinion, how could this communication be improved?

3. Do you think that school adequately prepares school-leavers for life after school?
If so, in what ways?
(If not, how could school better prepare them?)
In your opinion, which roles amongst the staff are most influential to school-leavers during
the transition stage?

4. In your opinion, with school-leavers in mind, what are some of the benefits of attending a
small rural school?
In your opinion, with school-leavers in mind, what are some of the disadvantages of
attending a small rural school?
131

Do you think there are adequate job opportunities in or near Riverton?
Do you think there are more job opportunities in other parts of New Zealand? If so, where?
Do you think there are more job opportunities in other parts of the world? If so, where?
5. What skills and /or qualifications are most important to develop while still at school?
(include soft skills, competencies, formal qualifications, informal qualifications, work
experience)
What skills and/or qualifications are most likely to be developed within 2-3 years of leaving
school?
What skills and/or qualifications should school-leavers be planning to work on in future?
Who could school-leavers approach to help guide them to a clear career / work pathway
once they leave school?
6. Describe any professional development that you have received that has been directly
applicable to the transition stage.
What professional development relating to the transition stage would you like to receive?
What are your greatest concerns about the current transition situation?
What are your greatest concerns about the future?
How can these concerns be reduced? Who could help?
7. Is there anything else you would like to say about the past few years in relation to
transition?
What advice would you give to current Year 12/13 students who are about to enter the
transition stage?
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Appendix H: Interview Schedule – Employers

Interview Schedule: Employers
When answering these questions, think particularly of those school-leavers who do not follow a
tertiary or formal qualification pathway immediately after leaving school.
1. Describe your involvement in the employment of school-leavers?
What motivates you to employ young people in this age-group?
If so, on what basis are you most likely to employ school-leavers: casual, part-time, full-time?
Do you employ school students while they are still at school?
Are you more likely to employ these school students after they leave school, as opposed to
other school-leavers?
On average, how long do school-leavers stay in your employment?
Describe one or two of your best experiences with school-leavers.
If appropriate, describe one or two of your worst experiences or frustrations with schoolleavers.
In your opinion, what are the major changes for school-leavers that have occurred during
the last 2-3 years (eg. digital/ social media resources)?
Describe any communication between you and your school-leaver employer(s) that relates
to work-readiness?
In your opinion, how could this communication be improved?

2. Do you work closely with anyone from the local high school?
Have you been able to pass on any advice about school-leavers to the school personnel?
Have you received any feedback from school personnel that has changed the way you deal
with school-leavers?
In your opinion, what is the most important information that school could provide about a
school-leaver you are hoping to employ?
Describe any communication between you and the local High School that relates to workreadiness?
In your opinion, how could this communication be improved?

3. Do you think that school adequately prepares school-leavers for life after school?
If so, in what ways?
(If not, how could school better prepare them?)
In your opinion, which roles amongst the staff are most influential to school-leavers during
the transition stage?
4. In your opinion, with school-leavers in mind, what are some of the benefits of attending a
small rural school?
In your opinion, with school-leavers in mind, what are some of the disadvantages of
attending a small rural school?
Do you think there are adequate job opportunities for school-leavers in or near Riverton?
Do you think there are more job opportunities in other parts of New Zealand? If so, where?
Do you think there are more job opportunities in other parts of the world? If so, where?
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5. What skills and /or qualifications are most important for students to develop during their
last 2-3 years at school? (include soft skills, competencies, formal qualifications, informal
qualifications, work experience)
What skills and/or qualifications are most likely to be developed within 2-3 years of leaving
school?
What skills and/or qualifications should school-leavers be planning to work on in future?
Who could school-leavers approach to help guide them to a clear career / work pathway
once they leave school?
6. Is there anything else you would like to say about the past few years in relation to the
school-work transition?
What advice would you give to current Year 12/13 students who are about to enter the
transition stage?
What advice would you give to other employers who might consider employing schoolleavers?
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