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Abstract  

This thesis prÅÓÅÎÔÓ Á ÎÁÒÒÁÔÉÖÅ ÓÔÕÄÙ ÔÈÁÔ ÅØÐÌÏÒÅÄ ρτ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎȭÓ 

narratives of navigating careers in Malaysia following international study in New 

Zealand. The women were part of a Twinned In-Service Teacher Education 

Programme (TISTEP) ɂ a collaboration between the Malaysian Government and 

New Zealand. These women studied at a New Zealand university from 1995 to 

1998, and then returned to Malaysia.  

 

The Malaysian Government invested significant funding in TISTEP in the 1990s, 

and more than 60 percent of the TISTEP participants were women. However, only 

a small percentage of these women were appointed to senior positions following 

their return to Malaysia, despite their teaching experience and international 

education. 

 

This study employed a narrative approach to explore how a small cohort of TISTEP 

women graduates made sense of their international studies and subsequent 

careers. The study was informed by a constructionist-interpretivist epistemology. 

Data were collected in Malaysia between September 2016 and January 2017 using 

photo-elicitation and semi-ÓÔÒÕÃÔÕÒÅÄ ÉÎÔÅÒÖÉÅ×ÓȢ 7ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ×ÅÒÅ 

analysed using a narrative analytic approach, which attended to both chronology 

(how women made sense of their past, present and future), and to the themes that 

emerged within and across their narratives. The Kaleidoscope Career Model was 

ÕÓÅÄ ÁÓ ÁÎ ÉÎÔÅÒÐÒÅÔÉÖÅ ÌÅÎÓ ÆÏÒ ÅØÁÍÉÎÉÎÇ ÈÏ× ȬÃÁÒÅÅÒÓȭ ÅÍÅÒÇÅÄ ÉÎ ÔÈÅ ×ÏÍÅÎͻÓ 

narratives. 

 

)Î ÔÈÉÓ ÔÈÅÓÉÓȟ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÁÒÅ ÃÏÎÓÉÄÅÒÅÄ ÃÈÒÏÎÏÌÏÇÉÃÁÌÌÙ ÉÎ ÒÅÌÁÔÉÏÎ to 

their early career choices and decisions, international higher education 

experiences, interpretation of career challenges and enablers, and imagined future 

career trajectories. The women described parents and educators as key people 

who shaped their early career choÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȢ 4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ 

revealed unique transition experiences in New Zealand and highlighted specific 
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challenges they encountered. Challenges included navigating family, social and 

academic demands. However, the women spoke positively about their exposure to 

new ideas and practices, new knowledge systems and new ways of thinking while 

studying in New Zealand. Reflecting on their return to Malaysia, the women 

identified career challenges related to home and family and/or workplace 

demands. At the same time, they also described home, family and workplace 

support as enabling factors that contributed to career success. The women 

imagined their future career trajectories in two ways ɂ as involving staying in the 

system or leaving the system. When reflecting on their career pathways to date and 

possible future careers, the women ÉÍÁÇÉÎÅÄ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ ÉÎ ×ÁÙÓ ÔÈÁÔ 

exceeded the conflation of income and labour, or public recognition and work.  

 

This thesis contributes to the existing liteÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÃÁÒÅÅÒ 

development in relation to their international education experiences. Specifically, 

it addresses a lack of attention to the career trajectories of TISTEP participants. It 

also addresses a lack of in-depth qualitative studi es more broadly exploring the 

study experiences of non-Western women educators who studied in Western 

ÃÏÎÔÅØÔÓ ÂÅÆÏÒÅ ÒÅÔÕÒÎÉÎÇ ȬÈÏÍÅȭ ÔÏ ×ÏÒËȢ )Î ÁÄÄÉÔÉÏÎȟ ÔÈÉÓ ÔÈÅÓÉÓ ÁÄÄÒÅÓÓÅÓ Á ÌÁÃË 

of attention to non-Western contexts in literature on women and careers, 

highlighting how career theories grounded in Western contexts may be limited in 

their application to other contexts. The data considered in this thesis suggest a 

ÎÅÅÄ ÔÏ ÔÒÁÃË ÔÈÅ ÏÕÔÃÏÍÅÓ ÏÆ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅÄÕÃÁÔÉÏÎ ÆÏÒ ÔÈÏÓÅ ×ÈÏ ÒÅÔÕÒÎ ȬÈÏÍÅȭȟ 

and to aÄÄÒÅÓÓ ÆÁÃÔÏÒÓ ÔÈÁÔ ÍÁÙ ÌÉÍÉÔ ×ÏÍÅÎȭÓ ÁÃÃÅÓÓ ÔÏ ÃÁÒÅÅÒ ÏÐÐÏÒÔÕÎÉÔÉÅÓ 

ÆÏÌÌÏ×ÉÎÇ ÉÎÖÅÓÔÍÅÎÔ ÉÎ ×ÏÍÅÎȭÓ ÅÄÕÃÁÔÉÏÎȢ While this thesis highlights the 

important role of mentors and sponsors in male-dominated work contexts, it also 

complicates simplistic notions ÏÆ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭȢ )Î ÔÈÉÓ ÒÅÇÁÒÄȟ ÔÈÅ ÔÈÅÓÉÓ 

highlights the value of international education for its own sake, as a means for 

promoting personal growth, and new ways of understanding work and the world. 
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CHAPTER OVERVIEW 

This chapter provides an overview of the thesis, and the research project that the 

thesis describes. It begins with a brief introduction to the study (Section 1.1), 

followed by an introduction to the study context (Section 1.2), and its purpose 

(Section 1.3). Section 1.4 describes the significance of the study and my 

motivation to carry it out. Section 1.5 provides definitions of terms used. Finally, 

Section 1.6 includes an outline of the remaining chapters of the thesis.  

 

1.1 INTRODUCING THE STUDY 

This thesis describes a study which explored the experiences of Malaysian 

×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓ ×ÈÏ ÃÁÍÅ ÔÏ .Å× :ÅÁÌÁÎÄ ÔÏ ÓÔÕÄÙ ÆÏÒ ÔÈÅÉÒ ÂÁÃÈÅÌÏÒȭÓ ÄÅÇÒÅÅ 

through a Twinned In-Service Teacher Education Programme (TISTEP), and then 

returned to their home country, Malaysia, to work in the public sector (see 

Section 1.2.2). Since TISTEP involved huge public funding from the Government 

of Malaysia, there is a social obligation to find out the outcomes of such an 

investment (see also, Ball & Chik, 2001; Cuthbert, Smith & Boey, 2008). This 

thesis does not address the financial outcomes of TISTEP. Rather, it explores the 

ÉÍÐÁÃÔÓ ÏÆ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÅØÐÅÒÉÅÎÃÅÓ ÏÎ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎȭÓ 

careers. The thesis addresses an area that has received limited attention in 

literature published to date ɂ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÁÔÈ×ÁÙÓ ÉÎ !ÓÉÁÎ ÃÏÕÎÔÒÉÅÓȟ ÁÎÄ 

specifically, Malaysia (see Chapters Five, Six and Eight).  

1.2 BACKGROUND TO THE STUDY: SETTING THE SCENE 

Before I discuss the research project in more depth, it is necessary to briefly 

ÏÕÔÌÉÎÅ ÓÏÍÅ ÉÓÓÕÅÓ ÒÅÌÅÖÁÎÔ ÔÏ ÔÈÅ ÓÔÕÄÙ ÒÅÌÁÔÉÎÇ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÇÌÏÂÁÌÌÙȢ 

There has been a marked change in the nature of work and the rise of women in 

the workforce over the past 30 years (Heilman, 2012). Recent shifts in the way 



 

2 Chapter 1: Locating the thesis 

that careers and career developments are conceptualised suggest the need to 

address the lives, experiences, and issues of women in the workforce ɉ/ȭ.ÅÉl, 

Hopkins & Bilimoria, 2008). For example, Baruch (2006) argues that while the 

ÃÈÁÎÇÅ ÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ ÉÓ ÎÏÔÁÂÌÅ ÁÎÄ widespread, women are 

still under-represented in many careers, and organisations are still male 

dominated (Burke & Major, 2014).   

 

While women have achieved notable progress in educational attainment and 

career advancement in many places (including Malaysia), research findings 

ÒÅÐÏÒÔ ÔÈÁÔ ×ÏÍÅÎȭÓ ÒÅÐÒÅÓÅÎÔÁÔÉÏÎ ÉÎ ÔÈÅ ÅÃÏÎÏÍÙ, as well as in the public 

sector, remains low globally (Ely, Ibarra & Kolb, 2011). Similarly, Hoobler, 

Lemmon and Wayne (2011) report that although women are now more visible in 

lower and middle management positions globally (and in Malaysia), they are still 

under-represented in upper management positions. People define career and 

career success differently (Bostock, 2014; Olson & Shultz, 2013), but Baruch 

ɉςππφɊ ÁÒÇÕÅÓ ÔÈÁÔ ȬÃÌÉÍÂÉÎÇ ÔÈÅ ÈÉÅÒÁÒÃÈÙ ÌÁÄÄÅÒȭȟ ÈÉÇÈ ÉÎÃÏÍÅȟ ÈÉÇÈ ÓÔÁÔÕÓȟ ÁÎÄ 

power are still defining factors of success for some people. 

 

4ÈÅÒÅ ÁÒÅ ÄÉÆÆÅÒÅÎÔ ÂÁÒÒÉÅÒÓ ÌÉÍÉÔÉÎÇ ×ÏÍÅÎȭÓ ÁÃÃÅÓÓ ÔÏ ÓÅÎÉÏÒ ÐÏÓÉÔÉÏÎÓȢ /ÎÅ 

common barrier, for example, is gender stereotyping (Booysen & Nkomo, 2010; 

Haveman & Beresford, 2012; Sealy & Singh, 2010). OthÅÒ ÂÁÒÒÉÅÒÓ ÉÎÃÌÕÄÅ ȰÌÁÃË ÏÆ 

mentoring, lack of networking ... lack of opportunities for career advancement 

and personal ÄÅÖÅÌÏÐÍÅÎÔ ȣ ×ÏÒË-ÌÉÆÅ ÉÍÂÁÌÁÎÃÅ ȣ ÌÁÃË ÏÆ ÔÒÁÉÎÉÎÇ ÆÏÒ ×ÏÍÅÎȭÓ 

ÌÅÁÄÅÒÓÈÉÐ ȣ ÁÎÄ ÈÕÍÁÎ ÒÅÓÏÕÒÃÅÓ ÐÏÌÉÃÉÅÓȱ ɉ/ȭ.ÅÉÌ ÅÔ ÁÌȢȟ ςππψȟ ÐȢ χςψɊȢ /ȭ.ÅÉÌ ÅÔ 

al. (2008) indicate that although these barriers might explain some of the overall 

ÐÁÔÔÅÒÎÓ ÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅer development and access to senior positions, there is 

a need to be cautious in their use and interpretation as barriers impact upon 

mÅÎȭÓ ÁÎÄ ×ÏÍÅÎȭÓ ÌÉÖÅÓ ÁÎÄ ÃÁÒÅÅÒÓ ÄÉÆÆÅÒÅÎÔÌÙȢ   

 

In Malaysia, the national context for this study, the latest statistics available show 

that 57 percent of Malaysian students enrolled in local universities, and 70 

percent of Malaysian students enrolled in foreign universities, are female 
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(Malaysian Ministry of Higher Education, 2015). In the local workforce 

population, 54 percent are women but only 21 percent of women are in 

managerial positions. An even smaller percentage (around 5 percent) of women 

are in senior positions (Ministry of Women, Family, and Community 

Development, 2014). 

 

The statistics above highlight some puzzling questions. Despite women in 

Malaysia now having better access to education and employment, why do they 

remain under-represented in senior management positions? What challenges 

and barrierÓ ÌÉÍÉÔ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÁÄÖÁÎÃÅÍÅÎÔȩ .ÏÔÁÂÌÙȟ ÒÅÌÁÔÉÖÅÌÙ ÌÉÔÔÌÅ ÃÁÒÅÅÒ-

ÒÅÌÁÔÅÄ ÒÅÓÅÁÒÃÈ ÈÁÓ ÔÁËÅÎ ÐÌÁÃÅ ÉÎ ȬÎÏÎ-7ÅÓÔÅÒÎȭ1 contexts such as Malaysia 

(Sullivan and Baruch, 2009). I discuss this further in Chapter Two. 

 

1.2.1 The studyȭÓ context  

In 1948, the United Nations General Assembly declared that education was a core 

human right. Education was seen as crucial for narrowing the gap between men 

and women, ÁÎÄ Ȱ×ÉÔÈ ÒÅÓÐÅÃÔ ÔÏ ÓÏÃÉÁÌ ÁÎÄ ÅÃÏÎÏÍÉÃ ÏÐÐÏÒÔÕÎÉÔÉÅÓ ȣ ɍÁÓɎ Á ËÅÙ 

to empowering women to become agents of change in economic, social and 

ÐÏÌÉÔÉÃÁÌ ÓÐÈÅÒÅÓȱ (UNESCO, 2014, p. 59). In response to this declaration, in 1950, 

a development plan called the Malaysia Plan was developed. This aimed at 

ÍÁÎÁÇÉÎÇ ÔÈÅ ÃÏÕÎÔÒÙȭÓ ÓÏÃÉÏÅÃÏÎÏÍÉÃ ÄÅÖÅÌÏÐÍÅÎÔ in a strategic and 

sustainable manner, to promote the welfare of all citizens (including women) 

through better educational attainment, and to improve the living conditions of all 

people (including women) in rural areas, particularly among low-income groups 

(Malaysia Economic Planning Unit, 2016). 

 

In 1989, the Government of Malaysia launched the first National Policy on 

Women, with a strong emphasis on the emancipation of women, particularly in 

education and the workforce. Although women in Malaysia were then more 

 

 

1 ) ÅØÐÌÁÉÎ ÍÙ ÕÓÅ ÏÆ ÔÈÅ ÔÅÒÍÓ Ȭ7ÅÓÔÅÒÎȭ ÁÎÄ ȬÎÏÎ-7ÅÓÔÅÒÎȭ ÉÎ 3ÅÃÔÉÏÎ ρȢφȟ ÂÅÌÏ×Ȣ 
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visible in the labour force than was the case previously, the representation and 

status of women in social, political, educational, and economic life remained 

below desired levels envisioned by most women in Malaysia (Ministry of Women 

and Family Development, 2003).  

 

In 1997, the Government of Malaysia acknowledged the key role that women play 

in driving forward the national , social, political, and economic development 

agendas (including education), by developing another National Plan of Action. 

This was followed by another review in 2009, which led to both the National 

Policy on Women and the Plan of Action being re-evaluated to keep abreast of the 

contemporary challenges and changes that come with the development of the 

nation (Ministry of Women, Family, and Community Development, 2014). 

Education and training, which are given high priority in relation to national 

modernisation and nation-building projects in Malaysia, have received significant 

annual funding under all versions of the Malaysia Plans, the National Policy on 

Women, and the Plan of Action.  

 

The most recent 11th Malaysia Plan (Malaysia Economic Planning Unit, 2016) 

continues the aim of intensifying and expanding the development of human 

resources in the country. This expansion refers not only to increasing the number 

ÏÆ ÈÕÍÁÎ ÒÅÓÏÕÒÃÅÓ ÂÕÔ ÁÌÓÏ ÔÈÅ ÑÕÁÌÉÔÙ ÏÆ ÔÈÅ ÒÅÓÏÕÒÃÅÓȡ ȰÑÕÁÎÔÉÔÁÔÉÖÅ ÉÎÃÒÅÁÓÅ 

in capital and labour ÉÎÐÕÔÓȟ ȣ ÁÌÓÏ ÑÕÁÌÉÔÁÔÉÖÅ ÉÍÐÒÏÖÅÍÅÎÔÓ ÉÎ ÔÈÅÓÅ ÉÎÐÕÔÓȟ ȣ 

increasing the productivity ÏÆ ÈÕÍÁÎ ÒÅÓÏÕÒÃÅÓ ÔÈÒÏÕÇÈ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ÔÒÁÉÎÉÎÇȱ 

(Malaysia Economic Planning Unit, 2016, p. 163).  

 

Arguably, improving teacher education, which is of interest to this study, has been 

one of the most important tasks facing the Malaysian educational system since 

1956, from a human resource development perspective. It is important to 

improve the quality of teachers in terms of their knowledge and skills to ensure 

a strong ÆÏÕÎÄÁÔÉÏÎ ÆÏÒ ÓÔÕÄÅÎÔÓȭ ÆÕÔÕÒÅ ÌÅÁÒÎÉÎÇȢ 4ÈÅ -ÁÌÁÙÓÉÁÎ ÇÏÖÅÒÎÍÅÎÔ ÈÁÓ 

focused on improving and expanding teacher education in several ways, leading 

to more highly educated teaching personnel, and growth in the number of teacher 

education colleges and facilities (Malaysia Economic Planning Unit, 2016). 
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From 1991 to 2000, through its Sixth and Seventh Malaysia Plans, the Malaysian 

government introduced in-service courses for 165,600 qualified teachers. As part 

of this initiative, 975 teachers were sent abroad for further teacher education 

(Malaysia Economic Planning Unit, 2016). Among those who benefitted from the 

huge funds allocated to these Malaysia Plans were eight groups of educators 

(teachers and lecturers) from the Malaysian Ministry of Education ( MMoE) who 

were sent to New Zealand and the United Kingdom under the Twinned In-Service 

Teacher Education Programme, or TISTEP (Personal communication, MMoE 

Director, 2015).  

 

1.2.2 The Twinned In -Service Teacher Education Programme (TISTEP)  

TISTEP began in 1992 and ended in 1998, with three cohorts studying in New 

Zealand and five cohorts in the UK. The educators in TISTEP were female and 

male and were either English language teachers from various schools or Music 

lecturers from Teacher Education Institution s throughout Malaysia.   

 

4)34%0 ×ÁÓ ÁÉÍÅÄ ÁÔ ÄÅÖÅÌÏÐÉÎÇ ÅÄÕÃÁÔÏÒÓȭ ËÎÏ×ÌÅÄÇÅ ÁÎÄ ÓËÉÌÌÓȟ ÎÏÔ ÏÎÌÙ ÉÎ 

academic and intellectual areas, but also in other social-cultural skills. Through 

TISTEP in both New Zealand and the UK, eight groups of educators were able to 

ÁÃÈÉÅÖÅ ÔÈÅÉÒ ÂÁÃÈÅÌÏÒȭÓ ÄÅÇÒÅÅÓ ÉÎ -ÕÓÉÃ %ÄÕÃÁÔÉÏÎ ÁÎÄ %ÎÇÌÉÓÈ 3ÔÕÄÉÅÓ 

(Personal communication, MMoE Director, 2015). 

 

TISTEP scholarships were unique in Malaysia, in that they were awarded to in-

service teachers and lecturers. Previously, only pre-service teacher trainees or 

ÈÉÇÈ ÁÃÈÉÅÖÉÎÇ ÈÉÇÈ ÓÃÈÏÏÌ ÇÒÁÄÕÁÔÅÓ ÒÅÃÅÉÖÅÄ ÓÃÈÏÌÁÒÓÈÉÐÓ ÔÏ×ÁÒÄÓ Á ÂÁÃÈÅÌÏÒȭÓ 

degree at universities abroad; most were for science-related subjects, with a 

small number in arts and humanities. Pre-service teachers are student teachers 

who are still studying in teacher education institutions, and who do not yet have 

professional experience or a formal teaching qualification. However, TISTEP 

scholarships were offered to in-service teachers who had been in permanent 

service for a minimum of five years. The applicants were required to successfully 
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complete the Specialist Teaching Certificate Course ɂ Teachers of English to 

Speakers of Other Languages (TESOL), prior to TISTEP application. This course 

was undertaken over 12 months or one full academic year. Only applicants with 

excellent academic records and excellent work performance were selected to 

pursue the remaining 24 months of the degree programme in New Zealand or UK 

ÕÎÉÖÅÒÓÉÔÉÅÓȢ !ÐÐÌÉÃÁÎÔÓȭ ÁÃÔÉÖÅ ÉÎÖÏÌÖÅÍÅÎt in co-curricul ar activities was also 

taken into account in relation to their scholarship applications (Personal 

communication, MMoE Director, 2015 and with all participants in this study). 

 

A total of 975 participants were involved in TISTEP. Approximately 30 percent 

were men, and 70 percent women. TISTEP in the UK involved 900 educators, with 

180 participants in each cohort. The New Zealand cohort included 75 educators, 

with 25 in each cohort (Personal communication, MMOE Director, 2015). 

 

This thesis focuses on women educators who studied in New Zealand under 

TISTEP. I describe the studyȭÓ participants in Chapter Three. In total, 25 TISTEP 

educators studied in New Zealand each year from 1995 to 1998. (The programme 

ended after 1998 due to a lack of funding). In each yearȭÓ group, 20 participants 

were in the English Studies Programme, and five in the Music Studies Programme. 

These students were based jointly in a teacher education institution and 

university in a southern New Zealand city.  

 

Upon completion of TISTEP, the primary school teachers were appointed to 

secondary schools in Malaysia to meet the increased demand for university 

graduate teachers. The music lecturers were assigned to teacher education 

institutions. Some teachers were also promoted to departments in the MMoE. 

However, no formal data about the positions of TISTEP participants (both New 

Zealand and the UK cohorts) were available from the ministry.  

 

No evaluation was conducted on the outcomes of TISTEP, despite the level of 

investment in the programme (Personal communication, MMoE Director, 2015).  

&ÕÒÔÈÅÒȟ ÕÎÔÉÌ ÎÏ×ȟ ÔÈÅÒÅ ÈÁÓ ÂÅÅÎ ÎÏ ÒÅÓÅÁÒÃÈ ÏÎ 4)34%0 ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

international higher education experiences, or the impact of their study 
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experiences on their subsequent career pathways. I initiated this research project 

to address this gap, with a specific focus on women. 

 

1.3 AIMS OF THE STUDY 

Two broad aims underpin this thesis. The first is to explore the international 

higher education experiences of Malaysian women educators (I also refer to these 

women as in-service teachers) who completed TISTEP in a New Zealand higher 

ÅÄÕÃÁÔÉÏÎ ÉÎÓÔÉÔÕÔÉÏÎȢ 4ÈÅ ÔÅÒÍ ȬÉÎ-ÓÅÒÖÉÃÅ ÔÅÁÃÈÅÒÓȭ ÒÅÆÅÒÓ ÔÏ ÔÅÁÃÈÅÒÓ ×ÈÏ 

obtained their teaching certificates or teaching diplomas from teacher education 

institutions in Malaysia, and who were teaching in the Malaysian school system 

at the time of their studies. The in-service teachers who were selected to be part 

of TISTEP in New Zealand had at least five years of teaching experience in 

primary schools prior to studying in New Zealand.  

 

4ÈÅ ÓÅÃÏÎÄ ÂÒÏÁÄ ÁÉÍ ÉÓ ÔÏ ÁÄÄÒÅÓÓ ÔÈÅ ÌÁÃË ÏÆ ÁÔÔÅÎÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

development in non-Western contexts. In this thesis, I focus on the narratives of 

14 TISTEP women educators, using a constructionist-interpr etivist lens, to 

explore their work experiences across various organisational contexts in 

Malaysia, following a period of international study.  

 

1.3.1 Research questions  

This thesis reports on a doctoral research project conducted from 2015 to 2019 

that eØÐÌÏÒÅÄ ×ÏÍÅÎȭÓ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈer education experiences, and their 

subsequent career pathways. In line with the aims for this research project, the 

thesis addresses the following questions:  

 

1. 7ÈÁÔ ÆÁÃÔÏÒÓ ÉÎÆÌÕÅÎÃÅÄ ÍÁÔÕÒÅ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÅÁÒly career 

choices and decisions? 

2. How do the women interpret their international higher education 

experiences in New Zealand? 
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3. How do the women currently make sense of their career pathways in 

Malaysia? 

4. (Ï× ÄÏ ÔÈÅ ×ÏÍÅÎ ÄÅÆÉÎÅ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ, now? 

5. How do the women imagine their future career trajectories? 

6. (Ï× ÍÉÇÈÔ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎÆÏÒÍ ÏÕÒ ÔÈÉÎËÉÎÇ ÁÂÏÕÔ ȬÎÏÎ-7ÅÓÔÅÒÎȭ 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȩ 

 

1.3.2 Research Approach 

In this thesis, I report on a qualitative study which drew on a narrative approach 

ÔÏ ÅØÐÌÏÒÅ ×ÏÍÅÎȭÓ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ of both their higher education experiences in 

New Zealand, and their subsequent career pathways. As a narrative inquiry, the 

thesis assumeÓ ȰÔÈÁÔ ÐÅÏÐÌÅȭÓ ÁÃÔÉÏÎÓ ÁÒÅ ÁÌ×ÁÙÓ ÍÅÁÎÉÎÇÆÕÌ ÉÎ ÓÏÍÅ ×ÁÙÓ ÁÎÄ 

that through the process of engaging with those meanings, deeper insights into 

ÒÅÌÅÖÁÎÔ ÓÏÃÉÁÌ ÐÒÏÃÅÓÓÅÓ ÍÁÙ ÂÅ ÇÁÉÎÅÄȱ (Willig, 2017, p. 276).  

 

Methodologically, my theoretical understandings of a narrative approach shaped 

my research project. In brief, I chose narrative inquiry because it allowed me to 

ÁÃÃÅÓÓ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÔÈÏÕÇÈÔÓ ÁÎÄ experiences, and it provided a platform for 

dynamic discussions with the participants ɉ"ÙÒÎÅȟ ςπρχɊȢ $ÁÔÁ ɉ×ÏÍÅÎȭÓ 

narratives) were contextual, conversational, and retrospective, and were 

collected through photo-elicitation, using semi-structured in-depth narrative 

interviews.  

 

4ÈÒÏÕÇÈ ÔÈÅ ÁÎÁÌÙÓÉÓ ÐÒÏÃÅÓÓȟ ) ÓÏÕÇÈÔ ÔÏ ÔÒÁÎÓÆÏÒÍ ȬÍÅÓÓÙȭ ÄÁÔÁ ÉÎÔÏ ÍÅÁÎÉÎÇÆÕÌ 

stories (Kim, 2016; Webster & Mertova, 2007). This involved coding using NVivo 

software (Bazeley, 2007) and ÁÔÔÅÎÄÉÎÇ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓ ÁÓ Á ×ÈÏÌÅȟ ÁÎÄ 

to emerging themes within and across their narratives, in order to excavate 

ÍÅÁÎÉÎÇÆÕÌ ÓÔÏÒÉÅÓ ÔÏ ɉÒÅɊÔÅÌÌȢ ) ȬÒÅÁÄȭ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎ ÔÅÒÍÓ ÏÆ ÔÈÅ 

research aims and questions, the theoretical framework for the study, and the 

broader context within which the study was situated.  I describe my research 

methodology in Chapter Three.  
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In moving between the two broad aims of this study, the specific research 

objectives, and my ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȟ ÔÈÉÓ ÔÈÅÓÉÓ Áims to accomplish two 

goals. First, it explores the ways in which 14 women educators made sense of 

their personal and professional lives after studying in New Zealand and returning 

to Malaysia to work in educational contexts. Second, it draws connections 

ÂÅÔ×ÅÅÎ ÔÈÅÓÅ ×ÏÍÅÎȭÓ ÐÅÒÓÏÎÁÌ ÁÎÄ ÐÒÏÆÅÓÓÉÏÎÁÌ ÌÉÖÅÓȟ ÔÈÅÉÒ ÐÁÓÔ ÁÎÄ present 

career experiences, and their future career trajectories and life plans. I elaborate 

below. 

 

This thesis foregrounds the voices of women educators who now live in various 

parts of Malaysia, and who have had varied career pathways. 4ÈÅ ȬÆÉÎÄÉÎÇÓȭ2 of 

ÔÈÉÓ ÓÔÕÄÙ ÃÏÎÔÒÉÂÕÔÅ ÔÏ ÔÈÅ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ ÂÙ 

exploring the lived experiences of women who obtained their higher education 

in a Western context and then returned to a non-Western context to resume their 

careers in the public sector. The thesis also provides insights that may inform the 

×ÏÒË ÏÆ ÏÒÇÁÎÉÓÁÔÉÏÎÓ ɉÉÎÃÌÕÄÉÎÇ ÇÏÖÅÒÎÍÅÎÔÓɊ ÃÏÎÃÅÒÎÅÄ ×ÉÔÈ ×ÏÍÅÎȭÓ 

education and educaÔÉÏÎÁÌ ÏÕÔÃÏÍÅÓȟ ÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔȢ 

According to Mertens (2014), the purpose of knowledge construction is to 

support people to improve society. This thesis may also contribute to our 

ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ÔÈÅ ÂÁÒÒÉÅÒÓ ÔÏ ÁÎÄ ÅÎÁÂÌÅÒÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ !ÌÔÈÏÕÇÈ 

based in Malaysia, the study may have relÅÖÁÎÃÅ ÔÏ ÏÔÈÅÒ ȬÎÏÎ-7ÅÓÔÅÒÎȭ ÁÎÄȾÏÒ 

ȬÄÅÖÅÌÏÐÉÎÇȭ ÃÏÕÎÔÒÉÅÓȢ  

 

1.4 SIGNIFICANCE AND MOTIVATION 

Before I describe my study further, it is necessary to explain my personal 

motivations for conducting this research project. I am from Malaysia, where I was 

 

 

2 -Ù ÕÓÅ ÏÆ ÓÃÁÒÅ ÑÕÏÔÅÓ ÈÅÒÅ ÓÉÇÎÁÌÓ ÍÙ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ȬÆÉÎÄÉÎÇÓȭ ÁÓ Á ÃÏÎÔÅÓÔÅÄ ÎÏÔÉÏÎ ×ÈÅÒÅ 

ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÉÔ ÒÅÆÅÒÓ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ and my interpretations based on 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓ ɉScott, 1992). I elaborate on this point in Chapter Two.  
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a teacher in primary and secondary schools, a senior lecturer, and later a senior 

administrator in a teacher education institution. At the post-college level, I also 

worked in the Ministry of Higher Education and at a foreign embassy. My interest 

in studying wÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÓÔÁÒÔÅÄ ×ÈÅÎ ) ×ÁÓ ×ÏÒËÉÎÇ ÁÓ Á ÔÅÁÃÈÅÒ ÅÄÕÃÁÔÏÒ 

in Malaysia. I noticed the Malaysian public sector often left women out of the 

ȬÓÙÓÔÅÍȭ ÅÖÅÎ ÔÈÏÕÇÈ ÔÈÅÙ ÈÁÄ ÃÏÎÔÒÉÂÕÔÅÄ ÇÒÅÁÔÌÙȢ ) ÍÕÓÔ ÁÄÍÉÔ ÍÙ ÌÅÖÅÌ ÏÆ 

awareness was rather low then, and I assumed there was not much women could 

ÄÏ ÔÏ ÃÈÁÎÇÅ ÔÈÅ ÓÉÔÕÁÔÉÏÎȢ -Ù ÉÎÔÅÒÅÓÔ ÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒs following international 

higher education experiences grew when I worked as an Education Attaché at the 

High Commission of Malaysia in Wellington, New Zealand. I became interested in 

×ÈÅÔÈÅÒ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭ ÅØÐÅÒÉÅÎÃÅÓ Èad 

ÍÕÃÈ ÉÍÐÁÃÔ ÏÎ -ÁÌÁÙÓÉÁÎ ÓÔÕÄÅÎÔÓȟ ÅÓÐÅÃÉÁÌÌÙ ÏÎ ×ÏÍÅÎ ÓÔÕÄÅÎÔÓȭ ÓÕÂÓÅÑÕÅÎÔ 

careers. 

 

Preceding this research, I also encountered the belief among some Malaysians 

(and particularly from my participants) that women are regarded as second class 

citizens iÎ -ÁÌÁÙÓÉÁȢ !ÃÃÏÒÄÉÎÇ ÔÏ ÔÈÉÓ ÖÉÅ×ȟ ×ÈÅÎ Á ×ÏÍÁÎ ÉÓ ȬÖÉÓÉÂÌÅȭ ÉÎ ÁÎ 

ÏÒÇÁÎÉÓÁÔÉÏÎȟ ÓÈÅ ÉÓ ÅÉÔÈÅÒ ȬÌÕÃËÙȭ ÔÏ ÈÁÖÅ ÂÅÅÎ ÁÐÐÏÉÎÔÅÄ ÔÏ ÔÈÁÔ ËÅÙ ÒÏÌÅȟ ÏÒ ÓÈÅ 

has connections within and outside the organisation. From my own experience in 

Malaysia, there seemed to be very few women appointed to leadership roles in 

the education sector, despite having exceptional leadership skills (see Chapters 

Six and Seven).  

 

I undertook this study as an insider and an outsider researcher. I am an insider 

because in 1995, I came ÔÏ .Å× :ÅÁÌÁÎÄ ÔÏ ÃÏÍÐÌÅÔÅ ÍÙ ÂÁÃÈÅÌÏÒȭÓ ÄÅÇÒÅÅ 

ÓÐÏÎÓÏÒÅÄ ÂÙ ÔÈÅ --Ï% ÕÎÄÅÒ Á 4)34%0 ÓÃÈÏÌÁÒÓÈÉÐȢ $ÕÒÉÎÇ ÍÙ ÂÁÃÈÅÌÏÒȭÓ 

degree programme in New Zealand, I was eØÐÏÓÅÄ ÔÏ ÔÅÒÍÓ ÓÕÃÈ ÁÓ ȬÇÅÎÄÅÒ ÇÁÐȭȟ 

ȬÇÅÎÄÅÒ ÂÉÁÓȭȟ ȬÅÑÕÁÌÉÔÙȭȟ Ȭ×ÏÍÅÎȭÓ ÒÉÇÈÔÓȭ ÁÎÄ ȬÆÒÅÅÄÏÍ ÏÆ ÓÐÅÅÃÈȭ ÉÎ ÍÙ %ÄÕÃÁÔÉÏÎȟ 

Sociology, and English literature lectures. Although I had come across some of 

these terms before coming to New Zealand, I did not understand their relevance 

to me and my career at that time. However, after I returned to Malaysia, I became 

ÍÏÒÅ Á×ÁÒÅ ÏÆ ×ÏÍÅÎȭÓ ÉÓÓÕÅÓȢ &ÏÒ ÅØÁÍÐÌÅȟ ÉÎ ÏÒÄÅÒ ÔÏ ÂÅ ÅÌÉÇÉÂÌÅ ÆÏÒ ÏÖÅÒÓÅÁÓ 

scholarships, both men and women had to go through a series of strict selection 
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processes conducted by the MMoE. However, upon their return, women were not 

necessarily able to access the same career opportunities as men. I was fortunate 

in my career advancement because various (mostly male) mentors supported my 

later career journey. Yet, other women I knew as experts in their fields, were 

unable to progress in their careers in the Malaysian setting. I found this situation 

very frustrating as I experienced similar challenges in the early stages of my 

career. I discuss these issues further in Chapters Four to Eight.  

 

As an outsider researcher, in undertaking this research, I sought to understand 

ÈÏ× ×ÏÍÅÎȭÓ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÅØÐÅÒÉÅÎÃÅÓ ÓÈÁÐÅÄ ÔÈÅÉÒ ÃÁÒÅÅÒÓ ÉÎ 

the Malaysian context. I also wanted to know what challenges and enablers 

women identified in relation to their careers and lives. I was interested in the 

(dis)connections between how women made sense of their lives and experiences, 

and the broader socio-political and policy contexts in which they lived and 

wÏÒËÅÄȟ ÁÎÄ ÉÎ ÔÈÅ ÐÏÓÓÉÂÉÌÉÔÉÅÓ ÆÏÒ ÃÈÁÎÇÅ ÔÈÁÔ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÓÕÇÇÅÓÔÅÄ 

(see Hopkins & Bilimoria, 2008; Knörr, 2011).  

 

I undertook the study, aware that my own international higher education 

experiences would shape my interactions with the women, my reading of their 

narratives, and my engagement with the topic of study. In Chapter Three, I 

discuss the steps I took to manage my position in relation to the study as an 

insider-outsider researcher. 

 

1.5 TERMINOLOGY: DEFINITIONS AND ASSUMPTIONS 

There are several key terms in this thesis that need explaining from the outset. 

4ÈÅÓÅ ÁÒÅȡ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌȭȟ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎȭȟ ȬÖÏÉÃÅȭȟ ȬÆÉÎÄÉÎÇÓȭȟ 

ȬÅÖÉÄÅÎÃÅȭȟ ȬÐÁÒÔÉÃÉÐÁÎÔÓȭȟ Ȭ×ÏÍÅÎȭȟ ȬÅÄÕÃÁÔÏÒÓȭȟ ȬMalaysian Englishȭȟ Ȭ7ÅÓÔÅÒÎ 

ÃÏÎÔÅØÔÓȭȟ ȬÎÏÎ-7ÅÓÔÅÒÎ ÃÏÎÔÅØÔÓȭ, ȬÃÕÌÔÕÒÅȭȟ ȬÅÔÈÎÉÃÉÔÙȭȟ and ȬÒÅÌÉÇÉÏÎȭ. I explain 

other terminology throughout the thesis.  

 

In using tÈÅ ÔÅÒÍ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌȭȟ ) ÒÅÆÅÒ ÔÏ ÔÈÅ ÌÏÃÁÔÉÏÎ ×ÈÅÒÅ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓ 

studied away from Malaysia, which was New Zealand. Interchangeably, the word 
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ȬÉÎÔÅÒÎÁÔÉÏÎÁÌȭ ÁÌÓÏ ÒÅÆÅÒÓ ÔÏ ÂÅÉÎÇȟ ÌÉÖÉÎÇȟ ÏÒ ÓÔÕÄÙÉÎÇ ÁÂÒÏÁÄȢ &ÏÒ ÅØÁÍÐÌÅȟ ×ÈÅÒÅ 

I refer to the impact oÆ ÁÎ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅØÐÅÒÉÅÎÃÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

development, I refer to their experiences during their stay in New Zealand.  

 

) ÕÓÅ ÔÈÅ ÔÅÒÍ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎȭ ÉÎ ÒÅÆÅÒÅÎÃÅ ÔÏ ÔÅÒÔÉÁÒÙ ÅÄÕÃÁÔÉÏÎ 

that international students receive abroad. For example, students from South-

East Asia, the USA, European countries or any other countries other than their 

own studying in New Zealand are considered as international students. I use the 

ÔÅÒÍ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎ ÏÆ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎȭ ÍÏÒÅ ÂÒÏÁÄÌÙ ÉÎ ÒÅÆerence to the 

movement of knowledge, staff and students between countries, as well as to 

international cooperation and communication, international education and 

research,  and efforts to promote intercultural competence (Teichler, 2017). 

 

4ÈÅ ÔÅÒÍ ȬÖÏÉÃÅȭ ÒÅÆÅÒÓ ÔÏ ×ÏÍÅÎȭÓ narratives or stories, which were my primary 

ÓÏÕÒÃÅÓ ÏÆ ÒÅÓÅÁÒÃÈ ÄÁÔÁȢ ) ÒÅÃÏÇÎÉÓÅ ÔÈÁÔ ȬÖÏÉÃÅȭ ÉÓ Á ÃÏÎÔÅÓÔÅÄ ÎÏÔÉÏÎ ÉÎ ÁÎ 

interpretivist thesis. In my role as the initiator and writer of the research story, it 

is inevitable that the story produced will reflect my voice as much the 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÖÏÉÃÅÓ ɉByrne, 2017). In reporting on a narrative study, this thesis 

ÏÆÆÅÒÓ ÍÏÒÅ ÔÈÁÎ ÊÕÓÔ ÔÈÅ ȰÓÕÂÊÅÃÔÉÖÅ ÁÃÃÏÕÎÔÓ ÏÆ ÅØÐÅÒÉÅÎÃÅȱ ÏÆ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓ 

(Denzin, 1997, p. 225); it offers my interpÒÅÔÁÔÉÏÎÓ ÏÆ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

perspectives, voices and interpretations (Byrne, 2017), informed by relevant 

theoretical and contextually-based scholarship.  

 

7ÈÅÎ ÄÅÓÃÒÉÂÉÎÇ ÍÙ ÒÅÓÅÁÒÃÈ ȬÆÉÎÄÉÎÇÓȭ ÏÒ ȬÅÖÉÄÅÎÃÅȭȟ ) ÒÅÆÅÒ ÔÏ ȬÎÁÒÒÁÔÉÖÅ ÔÒÕÔÈȭȟ 

ÎÏÔ ȬÈÉÓÔÏÒÉÃÁÌ ÔÒÕÔÈȭ ɉ3ÐÅÎÃÅȟ ρωψςɊ ÏÒ ȬÐÏÓÉÔÉÖÉÓÔ ÔÒÕÔÈȭ (Riessman, 1993). 

Narrative truth is parÔÉÃÉÐÁÎÔÓȭ ÔÒÕÔÈȟ ÏÒ ÔÒÕÔÈ ÂÁÓÅÄ ÏÎ ÔÈÅÉÒ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÏÆ 

events, and as such, it is inevitably partial and incomplete (Spence, 1982). 

Elements of narrative accounts may constitute historical truth in the sense that 

they recall events that actually happened (Spence, 1982). Positivist truth refers 

to the scientific ideal of truth based on a posture of descriptive realism or external 

criteria (Riessman, 1993). The ÆÉÎÄÉÎÇÓ ÏÒ ÅÖÉÄÅÎÃÅ ÉÎ ÔÈÉÓ ÔÈÅÓÉÓ ÁÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

interpretations of their own experiences, and my interpretations of my 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓ ÏÒ ÓÔÏÒÉÅÓ (Scott, 1992). While, as noted, my influence in 
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this research is unavoidable, I am ÃÁÕÔÉÏÕÓ ÎÏÔ ÔÏ ÁÌÌÏ× ÍÙ ÖÏÉÃÅ ÔÏ ÂÅ ȰÉÎÔÒÕÓÉÖÅȱ 

(Lather, 1992, p. 91) in the interpretive process, and I want to ensure my 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÔÒÕÔÈ ÉÎ Èonest, authentic and meaningful ways. 

 

)Î ÕÓÉÎÇ ÔÈÅ ÔÅÒÍ ȬÐÁÒÔÉÃÉÐÁÎÔÓȭȟ ) ÒÅÆÅÒ ÔÏ ÔÈÅ ×ÏÍÅÎ ×ÈÏ ÐÁÒÔÉÃÉÐÁÔÅÄ ÉÎ ÔÈÉÓ 

ÓÔÕÄÙ ɉ) ÕÓÅ ÔÈÅ ÔÅÒÍ ȬÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÎÄ Ȭ×ÏÍÅÎȭ ÉÎÔÅÒÃÈÁÎÇÅÁÂÌÙ ÉÎ ÔÈÉÓ ÔÈÅÓÉÓɊȢ ) 

ÕÓÅ ÔÈÅ ÔÅÒÍ ȬÅÄÕÃÁÔÏÒÓȭ ÍÏÒÅ ÂÒÏÁÄÌÙȟ ÉÎ ÒÅÆÅÒÅÎÃÅ Ôo teachers and teacher 

education institution lecturers who were selected to attend TISTEP in New 

Zealand or the UK.  

 

)Î ÄÅÓÃÒÉÂÉÎÇ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÃÃÏÕÎÔÓ, as much as possible, I keep their use of 

Malaysian English (ME), one of the many registers of spoken English used in 

Malaysia (Hei, 2002).  For example, to change a verb into a command or to soften 

ÉÔÓ ÔÏÎÅȟ ÓÐÅÁËÅÒÓ ÏÆ -% ÕÓÅ ÓÕÆÆÉØÅÓ ÓÕÃÈ ÁÓ Ȭlahȭȟ Ȭmaȭȟ ȬÁÈȭ and ȬËÁÎȭȢ For example, 

okay lah ÍÅÁÎÓ ȬÉÔ ÉÓ ÏËÁÙȭȠ ÎÏ ÐÒÏÂÌÅÍ ma ÍÅÁÎÓ ȬÔÈÅÒÅ ÉÓ ÎÏ ÐÒÏÂÌÅÍȭȠ ÏËÁÙ ah? 

ÍÅÁÎÓ ȬÉÓ ÅÖÅÒÙÔÈÉÎÇ ÁÌÌ ÒÉÇÈÔȩȭȠ ÔÅÓÔ ÎÅØÔ ×ÅÅË kan meanÓ ȬÔÈÅÒÅ ×ÉÌÌ ÂÅ a test next 

week, right or is ÉÔȩȭ. In linguistic terms, these suffixes are considered as discourse 

particles, which do not change the semantic meaning of the sentence, but are used 

for logical functions, such as indicating tone.  

 

The terÍ Ȭ7ÅÓÔÅÒÎ ÃÏÎÔÅØÔÓȭ ÉÎ ÍÙ ÓÔÕÄÙ ÒÅÆÅÒÓ ÔÏ ÓÏÃÉÅÔÉÅÓ ÏÒÇÁÎÉÓÅÄ ÏÎ ÔÈÅ ÂÁÓÉÓ 

of Western European thinking and philosophies, and intellectual debates arising 

out of historical and social events occurring in Western Europe (see for example, 

Cousin, 2011; Crowley-Henry, 2007; Scheurich & Young, 1997). In this thesis, I 

use ÔÈÅ ÔÅÒÍ Ȭ7ÅÓÔÅÒÎ contextsȭ ÔÏ ÄÅÎÏÔÅ ÔÈÅ ÉÎÆÌÕÅÎÃÅ ÏÆ ÔÈÅ ×ÅÓÔÅÒÎ ÓÏÃÉÁÌ ÁÎÄ 

cultural environment (Shiel, 2006) oÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȟ ÌÉÖÅÓ ÁÎÄ ÅØÐÅÒÉÅÎÃÅÓ, 

and how the women deal with these influences and the subsequent impact on 

their own world views (Szkudlarek, 2009).   

 

)Î ÃÏÎÔÒÁÓÔȟ ) ÕÓÅ ÔÈÅ ÔÅÒÍ ȬÎÏÎ-7ÅÓÔÅÒÎ ÃÏÎÔÅØÔÓȭ ÔÏ ÒÅÆÅÒ to societies, for 

example Malaysia, which are/were not organised on the basis of Western 

European thinking and philosophies before colonisation. 
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)Î ÔÈÉÓ ÔÈÅÓÉÓȟ ) ÕÎÄÅÒÓÔÁÎÄ ÔÈÅ ÔÅÒÍÓ Ȭ7ÅÓÔÅÒÎ contexts/non -Western contextsȭ 

as dualistic terminology which ÍÁÙ ȰÃÁÐÔÕÒÅ Á ÃÏÌÏÎÉÁÌ ÂÉÁÓ ÉÎ ÏÕÒ ÔÈÉÎËÉÎÇȱ 

(Cousin, 2011, p. 585), as the meanings associated with the terms may be unique 

to specific contexts (Chawla & Rodriguez, 2007; Delbanco, 2005). I also 

understand these as highly contested terms that mask considerable complexity, 

diversity, and ambiguity (Cousin, 2011). I ÕÓÅ ÔÈÅ ÔÅÒÍÓ Ȭ7ÅÓÔÅÒÎ contextsȭ ÁÎÄ 

ȬÎÏÎ-Western contextsȭ ÉÎ ÔÈÉÓ thesis to describe particular groupings of 

countries, but I understand that these terms are socially constructed, and that 

they can also be seen as problematic (Anderson, 2008; Chawla & Rodriguez, 

2007; Kumashiro, 2006).  

 

In this thesis, I use the term Ȭcultureȭ in reference to ethnic and religious affiliation 

(Ibrahim, 2007), anÄ ÏÎÅȭÓ ×ÁÙ ÏÆ ÌÉÆÅȟ ÐÒÁÃÔÉÃÅÓ ɉÁÎÄ ÅØÐÅÃÔÁÔÉÏÎÓɊ ÏÆ ÓÏÃÉÁÌ 

norms and individual sense of belonging (Watson, 2002) ÉÎ ȰÎÁÔÕÒÁÌÌÙ ÏÃÃÕÒÒÉÎÇ 

ÅÃÏÌÏÇÉÅÓȱ ɉ#ÈÁ×ÌÁ Ǫ 2ÏÄÒÉÇÕÅÚȟ ςππχȟ ÐȢ χπςɊȢ I also use the term culture to refer 

to ȰÁ ÃÏÌÌÅÃÔÉÏÎ ÏÆ ÄÉÆÆÅÒÅÎÔ ÃÁÔÅÇÏÒÉÃÁÌ ÇÒÏÕÐÓȱ ɉ#ÈÁ×ÌÁ Ǫ 2ÏÄÒÉÇÕÅÚȟ 2007, p. 

700). However, I understand that ×ÈÁÔ ÉÓ ÓÅÅÎ ÁÓ Ȭcultureȭ is highly situated, and 

that its forms and meanings are constantly changing in different contexts 

(Kumashiro, 2006).  

 

After Fullinwider (1996) , I understand culture as including categories such as 

gender, class, ethnicity, race, religion, disability, sexual preference and age. 

Despite the issues associated with categories (like those listed above), in order to 

describe my participants, I need to use language that categorises. Kumashiro 

(2006) notes the irony that, even if we want to critique simplistic ways of 

categorising people, we are stuck with language that categorises. Similarly, 

Chawla & Rodriguez (2007) argue, even when we do not intend to categorise 

people according to culture or ÒÅÌÉÇÉÏÎȟ ×Å ȰÆÅÅÌ ÃÏÍÐÅÌÌÅÄ ÔÏ ÁÌÉÇÎ ×ÉÔÈ ÏÎÅ ËÉÎÄ 

of orientation, doing what we do with race, religion, and other areas ɀ bracket 

ÏÕÒÓÅÌÖÅÓ ÉÎÔÏ ÄÅÆÉÎÁÂÌÅ ÃÁÔÅÇÏÒÉÅÓȱ ɉÐȢ χπτɊȢ I use the term culture in this thesis, 

in acknowledgment of its relevance to Malaysia as a multicultural society, 

however, I recognise that it is a highly contested term (see for example Anderson, 
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2008; Apte, 2001; Chawla & Rodriguez, 2007; Fullinwider, 1996; Hall, 2000; 

Ibrahim, 2007; Spencer-Oatey, 2012; Watson, 2002).  

 

Next, thÅ ÔÅÒÍ ȬÒÅÌÉÇÉÏnȭ ɂ I use the term religion in reference to one aspect of 

culture (Chawla & Rodriguez, 2007), and as referring to ÐÅÏÐÌÅȭÓ ÃÏÎÃÅÒÎ with  

matters, such as life and death, good and evil, merit and failure, or in other words 

the meaning and morality of life (Baumann, 1999). Constitutionally, Malaysia is 

considered a Muslim country with 69.3 percent of the population practices Islam 

(Malays), 22.8 percent Malaysian Chinese practices Buddhism and Christianity, 

6.9 percent Malaysian Indians practices Hinduism and Christianity, and the rest 

of the population (1.0 percent) practice Sikhism and other traditional religions. I 

explain the affiliation between ethnicity and religion in Malaysia with more 

caution below as these two aspects of culture are often considered sensitive and 

political ly fraught in the Malaysian context (Ibrahim, 2007; Shamsul, 2001; Tan, 

2000). 

 

The term Ȭethnicityȭ in Malaysia is closely related to cultural identity  (Ibrahim, 

2007; Matondang, 2016; Tan, 2000). In this thesis, I use the term ethnicity in 

reference to cultural identity  - biological ancestry, Ȭrootsȭȟ ÏÒ oneȭÓ ÇÅÎÅÁÌÏÇÉÃÁÌ 

origins  (Ibrahim, 2007; Tan, 2000); ÏÎÅȭÓ ÓÅÎÓÅ ÏÆ ÓÅÌÆ ɉ-ÁÔÏÎÄÁÎÇȟ ςπρφɊ; 

and/or the  ȰÎÁÔÕÒÁÌÌÙ ÏÃÃÕÒÒÉÎÇ ÅÃÏÌÏÇÉÅÓȱ with which one associates (Chawla & 

Rodriguez, 2007, p. 702). !ÇÁÉÎȟ ) ÒÅÃÏÇÎÉÓÅ ȬÅÔÈÎÉÃÉÔÙȭ ÁÓ Á ÃÏÎÔÅÓÔÅÄ ÎÏÔion. In 

accordance to Article 152 of the Federal Constitution of Malaysia, a Malay 

ethnicity refers to someone who speaks the Malay language, practices the Malay 

culture and follows the religion of Islam (Chuah, Shukri & Yeoh, 2011, Ibrahim, 

2007; Shamsul, 2001). Similarly, a Malaysian Indian ethnicity is typically 

someone who speaks the Tamil (or Malayalam) language, practices the Indian 

culture and professes Hindu or Christianity as a religion. In the same manner, a 

Malaysian Chinese ethnicity refers to someone who speaks the Chinese language 

or dialects (mother-tongue languages), practices the Chinese way of life, and 

professes Buddhism, Taoism or Christianity as a religion (Ibrahim, 2007; Tan, 

2000). According to Ibrahim, based on these affiliations, culture is considered as 

ȰÁ ÈÅÒÉÔÁÇÅȟ ÆÉØÅÄ ÁÎÄ ÎÅÖÅÒ ÃÈÁÎÇÉÎÇȱ ɉςππχȟ p. 157). However, Ibrahim argues 
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ÔÈÅ ÒÅÁÌÉÔÙ ÏÆ -ÁÌÁÙÓÉÁȭÓ ÐÌÕÒÁÌ ÓÏÃÉÅÔÙ ÉÓ ÔÈÁÔ ÔÈÅ &ÅÄÅÒÁÌ #ÏÎÓÔÉÔÕÔÉÏÎ ÏÆ -ÁÌÁÙÓÉÁ 

permits its citizens the rights for religious freedom. In other words, one can 

convert from one religion to another (except for Malay Muslims) and yet one may 

maintain ÏÎÅȭÓ ethnicity or cultural practices. Additionally, as a multicultural 

society made up of multiple ethnicities , Malaysia practices different rituals, 

festivals, culinary shows and customs (Matondang, 2016). Thus, tying ÏÎÅȭÓ 

religion with ÏÎÅȭÓ ethnicity  (or culture)  in Malaysia context is sometimes 

problematic (Ibrahim, 2007; Shamsul, 2001; Tan, 2000). Additionally, culture and 

identity (and religion) are ȰÓÔÒÏÎÇÌÙ ÂÅÌÉÅÖÅÄ ÔÏ ÂÅ ÒÏÏÔÅÄ ÉÎ ÁÍÂÉÇÕÉÔÙȱ ɉÐȢ φωχɊ 

and the complexities in these terms potentially can be understood by their 

patterns, not by focusing upon religion, culture (or ethnicity) as identity markers 

(Chawla & Rodriguez, 2007). 

 

Although culture and religious beliefs shape everyday life in Malaysia (Chuah et 

al., 2011; Ibrahim, 2007; Tan, 2000), they are not parameters that I focus on in 

ÍÙ ÁÎÁÌÙÓÉÓ ÏÆ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ. I do not explicitly attend to these 

parameters for the following reasons. First, although, in my original protocol, I 

included questions aimed at exploring ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÖÉÅ×s of how culture and 

religion might have shaped their international education experiences and later 

careers, four participants told me that they were uncomfortable with my 

interview questions.  

 

Second, given the hierarchical nature of Malaysian society, my position as a Malay 

researcher and a senior government officer may have made women reluctant to 

discuss these matters.   

 

Third , my interviews took place at the end of 2016 and early 2017, when Malaysia 

was politically unstable. There was a change in government after 60 years of 

governance from the previous ruling party. Most Malaysians, particularly 

government servants, were reluctant to express personal views related to social, 

political, or cultural influences on education and on their jobs or careers. As an 

insider-researcher and a Malaysian government servant, I understood the 

×ÏÍÅÎȭÓ ÓÅÎÓÉÔÉÖÉÔÉÅÓ, and therefore, dropped these questions from the interview 
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schedule. Additionally, given that I was required to return to government service 

after my doctoral study, that many of my participants were government servants, 

and that my thesis would be read by other government employees, I had to 

exercise caution when writing the thesis. I did not want to put my participants in 

a difficult situation  in relation to the role of culture and religious beliefs in 

Malaysian social and political contexts, including education and public service. I 

explain this further in the Methodology Chapter. 

 

1.6 THE STRUCTURE OF THE THESIS 

This thesis consists of eight chapters. In this introductory chapter, I have 

introduced the study, explaining its context, and my rationale for undertaking it. 

In Chapter Two, the literature review, I provide a further contextual introduction 

by exploring relevant literature on internaÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ×ÏÍÅÎȭÓ 

ÃÁÒÅÅÒÓȢ )Î ÔÈÉÓ ÃÈÁÐÔÅÒȟ ) ÄÉÓÃÕÓÓ ÓÏÍÅ ×ÁÙÓ ÉÎ ×ÈÉÃÈ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÈÁÖÅ ÂÅÅÎ 

understood in the past, noting that most literature to date focuses on women in 

Western contexts, and much lÅÓÓȟ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÎÏÎ-Western contexts. 

However, where possible, I draw on literature from South East Asia, and 

ÓÐÅÃÉÆÉÃÁÌÌÙȟ -ÁÌÁÙÓÉÁȟ ÔÏ ÅØÐÌÏÒÅ ÔÈÅ ÄÉÖÅÒÓÅ ÉÎÆÌÕÅÎÃÅÓ ÔÈÁÔ ÓÈÁÐÅ ×ÏÍÅÎȭÓ 

career choices and career development.  

 

Chapter Three explains the theoretical and methodological frameworks that 

guide my research approach. I begin by providing a broad overview of my 

ontological and epistemological stances. I justify my constructionist-

interpretivist position and note how I addressed ethical issues and ensured 

rigour throu ghout the study. In the methodology section, I explain how I collected 

my data and provide an account of the decisions made during the data analysis. 

 

In Chapters Four, Five, Six and Seven, I present the findings and discussion. In 

Chapter Four, I consider ÆÁÃÔÏÒÓ ÔÈÁÔ ÉÎÆÌÕÅÎÃÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓȢ 

)Î #ÈÁÐÔÅÒ &ÉÖÅȟ ) ÄÉÓÃÕÓÓ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÆÌÅÃÔÉÏÎÓ ÏÎ ÔÈÅÉÒ .Å× :ÅÁÌÁÎÄ ÈÉÇÈÅÒ 

education experiences, and interpretations of how these experiences influenced 

their career pathways. In Chapter SÉØȟ ) ÃÏÎÓÉÄÅÒ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÕÒÒÅÎÔ ÃÁÒÅÅÒ 
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situations, paying particular attention to the factors they identified as having 

hindered their career development, and those they see as enabling their career 

success. In Chapter Seven, I explore my participantsȭ ÆÕÔÕÒÅ ÃÁÒÅÅÒ ÁÓÐÉÒÁÔÉÏÎÓ ÉÎ 

relation to either staying in the system or leaving the system.  

 

Chapter Eight concludes the thesis. In this chapter, I revisit the findings discussed 

in the previous four chapters, considering how my findings answer the research 

questions and speak to the aims of this research. I also consider the limitations 

and the contributions of the study, and I make recommendations for future 

research. Finally, I offer a fledging theoretical model for undÅÒÓÔÁÎÄÉÎÇ ×ÏÍÅÎȭÓ 

careers in non-Western contexts. 
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Chapter 2: Literature Review 

INTRODUCTION  

In this chapter, I review the literature on international higher education and 

×ÏÍÅÎȭÓ career development. Throughout the chapter, I draw mostly on peer-

reviewed journal articles published since 1990. I limit the research to this 

timeframe, as earlier research is likely to be less relevant to my study, given the 

ÃÈÁÎÇÉÎÇ ÎÁÔÕÒÅ ÏÆ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

development since then. Where possible, I draw on literature relating to teacher 

education and the Asia-Pacific region, but much of the literature reviewed in this 

chapter comes from Western contexts and a range of professional fields ɂ not 

just teaching. This reflects a limitation of the current literature that my research 

seeks to address. 

 

Although my study is primarily concerned with the experiences of Malaysian 

women, I also draw on literature from New Zealand and the UK, since the eight 

cohorts of students involved in the Twinned In-Service Teacher Education 

Programme (TISTEP) studied in these two countries, as well as in Malaysia. To 

date, no published research has explored TISTEP, whether in the UK, New 

Zealand, or Malaysia. Also, no published research has examined any other study 

abroad programme involving mature3 Malaysian women or in-service teachers, 

although some research has been published that has examined the 1950s 

Colombo Plan and its outcomes. Therefore, this chapter both situates and 

provides a justification for my study.  

 

In order to identify literature that was relevant to my study, I used the library 

catalogue as well as online databases that index higher education and career-

 

 

3  ) ÕÓÅ ÔÈÅ ÔÅÒÍ ÍÁÔÕÒÅ ÉÎ ÒÅÆÅÒÅÎÃÅ ÔÏ ×ÏÍÅÎ ×ÈÏ ÁÒÅ ςυ ÙÅÁÒÓ ÏÆ ÁÇÅ ÁÎÄ ÏÌÄÅÒȟ ÁÓ ȰÁÄÕÌÔ 

ÓÔÕÄÅÎÔÓ ×ÉÔÈ ×ÅÁÌÔÈ ÏÆ ɉÐÒÉÏÒɊ ÅØÐÅÒÉÅÎÃÅȱ (Taylor, Marienau, & Fiddler, 2000, p. 7).  
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related research, such as EBSCOhost, Education Database (ProQuest), ERIC, 

Google Scholar, ScienceDirect, and Web of Science. I started with a narrow search 

ÕÓÉÎÇ ÔÅÒÍÓ ÓÕÃÈ ÁÓ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭȟ Ȭ×ÏÍÅÎȭÓ ÃÁÒÅÅÒȭȟ ȬÎÏÎ-7ÅÓÔÅÒÎȭȟ ÁÎÄ 

Ȭ-ÁÌÁÙÓÉÁȭȢ 4ÈÅ ÓÅÁÒÃÈÅÓ ÏÎÌÙ ÐÒÏÄÕÃÅÄ Á ÆÅ× ÒÅÌÅÖÁÎÔ ÓÔÕÄÉÅÓȢ 4ÈÅÎȟ ) ÓÅÁÒÃÈÅÄ 

the more broadly, ÕÓÉÎÇ ÔÅÒÍÓ ÓÕÃÈ ÁÓ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎȭȟ ȬÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎȭȟ 

ȬÔ×ÉÎÎÉÎÇ ÐÒÏÇÒÁÍÍÅȭȟ ȬÔÅÁÃÈÅÒ ÅÄÕÃÁÔÉÏÎȭȟ ÉÎ-ÓÅÒÖÉÃÅ ÔÅÁÃÈÅÒÓȭȟ Ȭ7ÅÓÔÅÒÎ 

ÅÄÕÃÁÔÉÏÎȭȟ Ȭ×ÏÍÅÎȭ ÁÎÄ ȬÇÅÎÄÅÒȭȢ  

 

My search revealed literature that explores internationalisation as a concept 

(Altbach & Knight, 2007; De Wit, 2015; Stromquist & Monkman, 2014);   

international education policy (Anderson, 2008; Robson, 2011); knowledge and 

education as international commodities (Altbach, 2015; Bashir, 2007); education 

quality, teaching and learning in higher education (Moeller & Catalano, 2015; 

Sayed & Ahmed, 2015; Sursock, 2015); global research, trends, and models in 

internationalised higher education (Altbach, Reisberg & Rumbley, 2019; Knight, 

2015; Kuzhabekova, Hendel & Chapman, 2015); and questions relating to 

internationÁÌÉÓÅÄ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎȢ 4ÈÅÓÅ ÉÎÃÌÕÄÅ ÓÔÕÄÅÎÔÓȭ ÔÒÁÎÓÉÔÉÏÎÓ ÉÎÔÏ 

higher education, student mobility, and stÕÄÅÎÔÓȭ ÅØÐÅÒÉÅÎÃÅÓ ÏÆ ÌÅÁÒÎÉÎÇ ÁÎÄ 

living abroad (Abrahams, 2014; Bamber & Tett, 2000; Guruz, 2011); international 

ÓÔÕÄÅÎÔÓ ÁÓ ȬÍÏÂÉÌÅ ÁÇÅÎÔÓȭ ÏÒ ÐÅÏÐÌÅ ×ÈÏ ÐÕÔ ÌÅÁÒÎÉÎÇ ÉÎÔÏ ÐÒÁÃÔÉÓÅ ȬÏÎ ÔÈÅ 

ÇÒÏÕÎÄȭ ÁÎÄ ÅÎÇÁÇÅ ×ÉÔh it actively in their respective contexts (Madge, 

Raghuram, & Noxolo, 2009; 2015); and intercultural orientation and 

acculturation in internationalised higher education (Gareis, 2012; Glass, Gómez 

& Urzua, 2014; Smith & Khawaja, 2011).  

 

I could not locate any literature that specifically explored Malaysian women 

ÓÔÕÄÅÎÔÓȭ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÅØÐÅÒÉÅÎÃÅÓȟ ÏÒ ÔÈÅÉÒ ÃÁÒÅÅÒ ÐÁÔÈ×ÁÙÓ 

following international study. This is despite the fact that thousands of Malaysian 

women students have been educated abroad. I discuss this further in Section 

2.1.2.  
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2.1 LITERATURE ON THE INTERNATIONALISATION OF HIGHER 

EDUCATION, WITH A SPECIFIC FOCUS ON THE MALAYSIAN AND NEW 

ZEALAND CONTEXTS 

This section is structured into three sub-sections. In the first, I consider 

conceptions of the internationalisation of higher education. In the second, I 

discuss literature on the internationalisation of higher education, with a specific 

focus on the Malaysian and New Zealand contexts. In the third, I review literature 

that examines the outcomes of internationalised higher education for 

international students. Here, I also discuss literature that considers international 

higher education practices, benefits and challenges. 

 

2.1.1 The internationalisation of higher education  

There is no standardised definition for the internationalisation of higher 

education ɂ different people interpret and define the term differently.  Teichler 

(2004) asserts thaÔ ȬÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎȭ ÒÅÆÅÒÓ ÔÏ ÂÏÒÄÅÒ-crossing activities, 

ÓÔÕÄÅÎÔÓȭ ÐÈÙÓÉÃÁÌ ÍÏÂÉÌÉÔÙȟ ÁÃÁÄÅÍÉÃ ÃÏÏÐÅÒÁÔÉÏÎȟ ÁÎÄ ÁÃÁÄÅÍÉÃ ËÎÏ×ÌÅÄÇÅ 

transfer, as well as international education and research. Knight (2008) defines 

ÔÈÅ ÔÅÒÍ ÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎ ÁÓ ȰÔÈÅ ÐÒÏÃÅÓÓ ÏÆ ÉÎÔÅÇÒÁting an international, 

intercultural, or global dimension into the purposes, functions, or delivery of 

post-secondary eÄÕÃÁÔÉÏÎȱ ɉÐȢ ςρɊȢ )Î ςπρυȟ $Å 7ÉÔ and Hunter expanded on 

+ÎÉÇÈÔȭÓ ɉςππψɊ ÄÅÆÉnition as the intentional process of integrating an 

international, intercultural or global dimension into the purpose, functions and 

delivery of post-secondary education, in order to enhance the quality of education 

and research for all students and staff, and to make a meaningful contribution to 

society (their emphasis). A decade later, Teichler (2017) referred to 

ÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎ ÁÓ ȰÃÕÒÒÉÃÕÌÁÒ ÅÌÅÍÅÎÔÓ ÏÆ ÓÔÕÄÙ ÐÒÏÇÒÁÍmes aimed at 

ÆÏÓÔÅÒÉÎÇ ÓÔÕÄÅÎÔÓȭ ÃÏÍÐÅÔÅÎÃÉÅÓ ÔÏ ÁÃÔ ÉÎ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅÎÖÉÒÏÎÍÅÎÔÓ ɉÆÏÒ ÅȢÇȢ 

foreign language training, provision of knowledge on other countries or cross-

national features such as international law, international trade, international 

comparison and various activities aimed at contributing to international and 

ÉÎÔÅÒÃÕÌÔÕÒÁÌ ÕÎÄÅÒÓÔÁÎÄÉÎÇɊȱ ɉÐȢ ρψρɊȢ /ÔÈÅÒ Ôerms used in reference to the 
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ÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎ ÏÆ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÉÎÃÌÕÄÅ ȬÓÔÕÄÙ ÁÂÒÏÁÄȭȟ ȬÔÒÁÎÓÎÁÔÉÏÎÁÌ 

ÅÄÕÃÁÔÉÏÎȭȟ ȬÂÏÒÄÅÒÌÅÓÓ ÅÄÕÃÁÔÉÏÎȭȟ ÁÎÄ ȬÃÒÏÓÓ-ÂÏÒÄÅÒ ÅÄÕÃÁÔÉÏÎȭ (see for example, 

Andrade, 2006; Knight, 2015).  

 

In my study, I understand internationalisation broadly, in line wÉÔÈ 4ÅÉÃÈÌÅÒȭÓ 

(2017) definition: in relation to the international knowledge transfer, the 

physical mobility of students between countries, international cooperation and 

communication (between countries and institutions of higher education), 

international education and research, and intercultural competence. Next, I 

review the literature on the internationalisation of higher education, with a 

specific focus on the Malaysian and New Zealand contexts.  

 

2.1.2 Literature on the internationalisation of higher education, with a 

specific focus on the Malaysia n and New Zealand contexts  

Non-Western students may choose to study in Western countries for a variety of 

reasons. For example, a lack of access to higher education may be a key driver for 

students to study abroad (Mazzarol & Soutar, 2002). Other factors that influence 

ÓÔÕÄÅÎÔÓȭ ÄÅÃÉÓÉÏÎs to study abroÁÄ ÍÁÙ ÉÎÃÌÕÄÅ ȰÈÉÓÔÏÒÉÃÁÌ ÏÒ ÃÏÌÏÎÉÁÌ ÌÉÎËÓ 

ÂÅÔ×ÅÅÎ ÈÏÓÔ ÁÎÄ ÈÏÍÅ ÃÏÕÎÔÒÉÅÓ ȣ ÔÈÅ ÁÖÁÉÌÁÂÉÌÉÔÙ ÏÆ ÓÃÉÅÎÃÅ ÏÒ ÔÅÃÈÎÏÌÏÇÙ-

based programs, and geographic ÐÒÏØÉÍÉÔÙ ÂÅÔ×ÅÅÎ ÔÈÅ Ô×Ï ÃÏÕÎÔÒÉÅÓȱ ɉςππςȟ ÐȢ 

82).  

 

Under the 1950 Colombo Plan, ÓÔÕÄÅÎÔÓ ÆÒÏÍ ȬÄÅÖÅÌÏÐÉÎÇȭ ÃÏÕÎÔÒÉÅÓ ÓÕÃÈ ÁÓ 

Ceylon, India, and later, other countries across the Southeast Asia region  were 

offered scholarships to study in the UK and current or former UK colonies 

(Canada, New Zealand and Australia) during a period of post-WWII regional 

decolonisation (Healey, 2017; Rizvi, 2004; Tarling, 2016). Malaysia, the context 

of this study, has participated in the Colombo Plan since the 1950s (Healey, 

2017). Under the Colombo Plan, Malaysian students, along with students from 

Asian countries such as Thailand (Chalapati, 2007; Lavankura, 2013) and Korea 

(Jon, Lee & Byun, 2014; Moon & Kim, 2001; Shin, 2009) were sent abroad to 

English-speaking countries as a means to develop future leaders for the region. 
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Anecdotally, TISTEP ɂ the outcomes of which are the focus of this thesis ɂ was 

developed through relationships formed during the Colombo Plan era.  

 

As noted, thousands of Malaysian students have been educated abroad. For 

example, in 2017-2018, there were about 14,950 Malaysian students studying at 

various universities in the UK; 33,730 students in Australia; 8,271 students in the 

USA; and 935 students in New Zealand (Malaysian Ministry of Higher Education 

[MMoHE], 2018). However, in my search of the literature on the 

internationalisation of higher education involving Malaysians abroad, I found 

only one published study ÔÈÁÔ ÆÏÃÕÓÅÄ ÏÎ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎȭÓ ÉÎÔÅÒÎÁÔÉÏÎÁÌ 

education experiences, or on the impact of their international studies on their 

later careers. (One exception is) AndersÏÎȟ 9ÏÕÎÇȟ "ÌÁÎÃÈȟ ÁÎÄ 3ÍÉÔÈȭÓ ɉςπρψɊ 

study explores ÔÈÅ ȬÒÅÔÕÒÎȭ ÅØÐÅÒÉÅÎÃÅÓ of beginning male and female teachers. 

4ÈÉÓ ÓÔÕÄÙ ÆÏÕÎÄ ÔÈÁÔ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅÄÕÃÁÔÉÏÎ ÓÈÁÐÅÄ ÔÈÅ ÔÅÁÃÈÅÒÓȭ ÌÁÔÅÒ ×ÏÒËȟ 

but they experienced challenges associated with their teaching work in Malaysia. 

The challenges included short-notice placements in remote and rural schools 

with limited infrastructure , lack of collegial support, being out-of-place in their 

school communities, and teachers being tasked with ensuring student mobility in 

terms of learning outcomes and ranking information.  

 

After the Asian financial crisis in 1997, the higher exchange rate for Malaysian 

currency against the US dollar forced Malaysian students to pursue their higher 

education in Malaysia (Wilkinson & Yussof, 2005; Ziguras, 2003). Accordingly, 

the Malaysian government increased the number of public and private higher 

education institutions in Malaysia, resulting in a decrease in the number of 

Malaysian students being sent abroad (Tham, 2013). Additionally, by the mid-

2000s, Malaysia had become a key international education hub for developing 

countries (Aziz & Abdullah, 2013), and several Malaysia-based studies have 

ÆÏÃÕÓÅÄ ÏÎ ÉÎÂÏÕÎÄ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭ ÌÅÁÒÎÉÎÇ ÅØÐÅÒÉÅÎÃÅÓ (Akida, 2008; 

Banumathy & Vinekswaran, 2010; Slethaug & Manjula, 2012; Yee & Mokhtar, 

2013). Malaysia-based studies that have been published have considered 

questions relating to transnational education; globalisation and the 

internationalisation of higher education; the challenges faced by different higher 
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education institutions; and staff competency in managing international students 

in higher education institutions in Malaysia (see for example, Ahmad, 2015; 

Akida, 2008; Sarjit, Morshidi, & Azman, 2010; Tham & Kam, 2008; Yee, 2014). The 

research to date has tended to focus on internationalisation involving 

international students in Malaysia, rather than internationalisation involving 

Malaysian students abroad. My study addresses this gap by focusing on wÏÍÅÎȭÓ 

narratives of international study and post-study career pathways. Next, I turn to 

the internationalisation of higher education in the New Zealand context.  

 

In New Zealand, there was a rapid growth in the number of inbound international 

students from the late 1990s to 2016. Following legislative changes in 1989, 

higher education institutions were able to recruit and enrol full fee-paying 

internatio nal students(Collins, 2006). Numbers increased from 675 international 

students in 1989, to 62,600 in 2016 (Education New Zealand, 2017). This change 

ÒÅÆÌÅÃÔÅÄ Á ÓÈÉÆÔ ÆÒÏÍ .Å× :ÅÁÌÁÎÄȭÓ ÐÁÒÔÉÃÉÐÁÔÉÏÎ ÉÎ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ 

ÅÄÕÃÁÔÉÏÎ ÐÒÏÖÉÓÉÏÎ ÁÓ Á ÆÏÒÍ ÏÆ ȬÁÉÄȭ ÕÎÄÅÒ ÔÈÅ Colombo Plan, to its development 

of an ȬÅØÐÏÒÔ ÅÄÕÃÁÔÉÏÎ ÉÎÄÕÓÔÒÙȭ ɉ#ÏÌÌÉÎÓȟ ςππφɊȢ )Î ςπρφȟ ÅØÐÏÒÔ ÅÄÕÃÁÔÉÏÎ ×ÁÓ 

.Å× :ÅÁÌÁÎÄȭÓ ÆÉÆÔÈ ÌÁÒÇÅÓÔ ÅØÐÏÒÔ ÉÎÄÕÓÔÒÙȟ ÃÏÎÔÒÉÂÕÔÉÎÇ NZD 4.5 billion to the 

national economy (Education New Zealand, 2017).  

 

Demographically, most international students in New Zealand come from Asian 

countries, including Malaysia (11%) (Education Counts New Zealand, 2018; 

Education New Zealand, 2017). Throughout the 1990s to 2016, students from 

China (45%), South Korea (20%) and Japan (17%) made up more than 80% of 

international students in New Zealand (Education Counts New Zealand, 2018). 

Previous studies have suggested that the main reasons students from Malaysia 

and other Asian countries are attracted to New Zealand include quality education, 

ȬÌÅÎÉÅÎÔ ÅÎÔÒÙ ÒÅÑÕÉÒÅÍÅÎÔÓȭȟ ÌÏ× ÆÏÒÅÉÇÎ ÃÕÒÒÅÎÃÙ ÅØÃÈÁÎÇÅ ÁÎÄ .Å× :ÅÁÌÁÎÄȭÓ 

image as an eco-friendly and safe location to study in (Campbell & Li, 2008; 

Education Counts New Zealand, 2017; Ward & Masgoret, 2004). In the next 

section, I review the literature on the outcomes of the internationalisation of 

higher education for international students, generally. 
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2.1.3 The outcomes of international higher edu cation experiences for 

international students  

Literature that explores the outcomes of the international higher education 

experiences for international students reveals mixed outcomes. For example, 

Smith and Khawaja (2011) suggest that international students bring a range of 

benefits to the host country  such as substantial contributions to the host 

countryȭÓ economy (revenue from tuition fees, food, clothing, accommodation, 

ÔÒÁÎÓÐÏÒÔȟ ÓÔÕÄÅÎÔÓȭ ÖÉÓÁÓ and tax), scientific and technical research and 

internat ional perspectives, and ethnic and cultural diversity (also see, Barnett, 

Lee, Jiang, Park, 2016; Lee & Rice, 2007; Stein & de Andreotti, 2016). However, 

internat ional students also sometimes experience challenges which affect their 

education and well-being, including difficulties adjusting to unfamiliar situations 

in their host country (Anderson, 2008; Gu, Schweisfurth, & Day, 2010; Smith & 

Khawaja, 2011; Zhou & Zhang, 2014).  

 

Included in the growing research on international higher education experiences 

is scholarship on the beneficial outcomes for international students. International 

students tend to perceive that the quality of teaching and learning in foreign 

universities is better than the universities in their home countries (Mahat & 

Hourigan, 2007; Ramsden, 2003; Ryan, 2011). For example, international 

students in some studies have described Western universities as encouraging 

independent learning, critical thinking, student-centred activities, self-discovery, 

and problem solving (Biggs & Tang, 2011; Entwistle & Ramsden, 2015; Ramsden, 

2003). However, the literature listed here is asymmetrical as these studies 

explore the experiences of students who study in a limited range of contexts (e.g. 

Australia, Britain, Ireland, Sweden, and Switzerland). Additionally, quality audits 

and appraisal processes arguably drive attention to the quality of teaching and 

ÓÔÕÄÅÎÔ ÐÒÏÇÒÁÍÍÅÓ ÉÎ ȬÅÄÕÃÁÔÉÏÎ ÐÒÏÖÉÄÅÒȭ ÃÏÕÎÔÒÉÅÓ (Biggs, 2001; Brown & 

Knight, 2012; Coates, 2005; Hill, Lomas & MacGregor, 2003). Resulting indicators 

ÓÕÃÈ ÁÓ ȬÒÁÎËÉÎÇÓȭ ÍÁÙ ÉÎÆÌÕÅÎÃÅ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓ ÁÎÄ ÓÔÁËÅÈÏÌÄÅÒÓȭ 

decisions when choosing to study (or to send students) abroad.  
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Studies that focus on the benefits of international higher education experiences 

for international students in a wide range of disciplines suggest that students also 

benefit in terms of personal and professional growth (Green, Johansson, Rosser, 

Tengnah, & Segrott, 2008; Kulbok, Mitchell, Glick, & Greiner, 2012). For example, 

a multiple case study utilising semi-structured individual and group interviews 

and documentary analysis in the UK and Sweden found that nursing students 

described an increase in cultural awareness, as well as an increase in confidence, 

self-reliance and professional knowledge and skills (Green et al., 2008). Similarly, 

Kulbok et al. (2012), reviewed 23 empirical articles from 2003 to 2010 on nursing 

ÓÔÕÄÅÎÔÓȢ 4ÈÅÓÅ ÒÅÖÅÁÌÅÄ ÔÈÁÔ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÎÕÒÓÉÎÇ ÓÔÕÄÅÎÔÓȭ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ 

Western universities (the USA, UK, Finland, Netherlands, Germany, Australia, 

Denmark, and Sweden) provided them with insights into other models of health 

care delivery, opportunities to develop strategies for lifelong learning in nursing, 

and an increased appreciation of and sensitivity towards cultural issues and 

cross-cultural care in the home country after they returned from their study 

abroad.  

 

Studies involving students engaged in international higher education in other 

professional fields also suggest that international study offers a range of benefits. 

For example, pre-service teachers in international education programmes in New 

Zealand (Anderson et al., 2015; 2018), Honduras (Malewski & Phillion, 2009), 

and the USA (Willard -Holt, 2000; Willard -Holt & Bottomley, 2000) suggest that 

the outcomes of international education are useful in that they provide 

preparation for working in difficult environmentÓ ÕÐÏÎ ÔÈÅ ÒÅÔÕÒÎ ȬÈÏÍÅȭȟ 

improved language skills, exposure to quality teaching and learning activities, 

and raised awareness of unfamiliar cultural and local contexts. What is common 

among all these studies is that the international students have a more critical 

attitude towards practice-as-usual in their countries of origin and heightened 

interest in pursuing advanced degrees abroad in the future (also see Pence & 

Macgillivray, 2008).  

 

On the other hand, a number of studies also highlight significant challenges for 

ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȢ 4ÈÅÓÅ ÉÎÃÌÕÄÅ Á ÍÉÓÍÁÔÃÈ ÂÅÔ×ÅÅÎ ÒÅÃÒÕÉÔÅÒÓȭ ÐÒÏÍÉÓÅÓ 
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and the actual delivery of international education (Lee, 2010; Lee & Opio, 2011), 

challenges with academic adjustment (Andrade, 2006; Ramsay, Jones, & Barker, 

2007; Wu, Garza, & Guzman, 2014), and sociocultural acculturative stress or 

ÄÉÆÆÉÃÕÌÔÉÅÓ ÁÄÁÐÔÉÎÇ ÔÏ ÔÈÅ ȬÆÏÒÅÉÇÎȭ ÅÎÖÉÒÏÎÍÅÎÔ ÏÆ ÔÈÅ ÈÏÓÔ ÃÏÕÎÔÒÙ ɉ'Õ ÅÔ ÁÌȢȟ 

2010; Lee, 2012; Smith & Khawaja, 2011). I elaborate on these challenges below. 

 

One of the key challenges for international students when they arrive in a host 

ÃÏÕÎÔÒÙ ÉÓ Á ÍÉÓÍÁÔÃÈ ÂÅÔ×ÅÅÎ ÒÅÃÒÕÉÔÅÒÓȭ promises and the delivery of 

international education. For example, a study in the USA by Lee and Opio (2011) 

reported a mismatch bÅÔ×ÅÅÎ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭ ÁÃÁÄÅÍÉÃ ÅØÐÅÃÔÁÔÉÏÎÓ ÁÎÄ 

the realities of university life. Sixteen Black and Arab African students described 

ÅÎÃÏÕÎÔÅÒÉÎÇ ÁÎ ÁÐÐÁÒÅÎÔ ÕÎÄÅÒÅÓÔÉÍÁÔÉÏÎ ÏÆ !ÆÒÉÃÁÎ ÓÔÕÄÅÎÔÓȭ ÄÅÓÉÒÅ ÔÏ ÌÅÁÒÎȟ 

cultural and religious misconceptions, negative assumptions about their 

academic success, and negative stereotypes and discrimination about their race 

and region of origins. Lee and Opio (2011) also reported that most students noted 

that they consistently experienced isolation, exclusion, a lack of belonging and 

ÉÎÆÅÒÉÏÒÉÔÙȢ 4ÈÅÙ ×ÅÒÅ ÌÁÂÅÌÌÅÄ ÁÓ ȰÏÕÔÓÉÄÅÒÓ ȣ ÕÎ×ÅÌÃÏÍÅÄ ÆÏÒÅÉÇÎÅÒÓȱ ÁÎÄ ÆÁÃÅÄ 

ȰÁÃÃÕÓÁÔÉÏÎÓ ÏÆ ÂÅÉÎÇ ÁÓÓÏÃÉÁÔÅÄ ×ÉÔÈ ÔÅÒÒÏÒÉÓÔÓ ȣ ÔÈÒÅÁÔÓ ÔÏ ÔÈÅ ÈÏÓÔ ÎÁÔÉÏÎȱ ɉÐȢ 

641).   

 

Academic adjustment can also be difficult for some international students. To 

illustrate, five studies found that first-year Asian, East and Southeast Asia, 

European,  African, and other international university students in New Zealand 

(Anderson, McGrath, Butcher, 2014; Lee, Farruggia, & Brown, 2013), the USA 

(Hirai, Frazier & Syed, 2015), the UK (Li, Chen, & Duanmu, 2010) and Australia 

(Ramsay et al., 2007), struggled with academic content and English language-

related skills. Specifically, students struggled to understand lectures due to the 

host countryȭÓ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÁÃÃÅÎÔȟ ÌÅÃÔÕÒÅÒÓȭ ÖÏÃÁÂÕÌÁÒÙ ÁÎÄ ÓÐÅÅÄȟ ÁÎÄ 

ÔÕÔÏÒÓȭ ÓÐÅÁËÉÎÇ ÓÐÅÅÄ ÏÒ ÌÁÃË ÏÆ ÉÎÐÕÔ into the subjects taught.  

 

Other studies also suggest that many international students who study in English-

medium contexts for the first time struggle with understanding academic content 

and concepts. For example, scholars such as Andrade (2006), Lee et al. (2013), Li, 
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Chen & Duanmu (2010), and Senyshyn, Warford, and Zhan (2000) found that 

international students can struggle with listening to and understanding lectures, 

comprehending academic reading material, note-taking, engaging in oral 

communication, and academic writing skills in English. The outcomes of 

international education for international students in these studies included a lack 

of confidence in their English abilities, a fear of making errors, and stress and 

anxiety, which may also have inhibited their class participation. 

 

While most studies identify language-related skills as a key barrier that is widely 

felt by international students, other studies also highlight the challenges 

associated with transitional difficulties, and social and cultural problems in 

foreign lands (Carroll, 2002; Dawson & Conti-Bekkers, 2002; Hechanova-

Alampay, Beehr, Christiansen & Van Horn, 2002; Rajapaksa & Dundes, 2002). 

4ÈÅÓÅ ÃÈÁÌÌÅÎÇÅÓ ÒÅÌÁÔÅ ÔÏ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭ ÄÉÓÔÁÎÃÅ ÆÒÏÍ ÐÒÅÖÉÏÕÓ ÓÏÃÉÁÌ 

supports such as family members and friends, leading to feelings of loneliness, 

homesickness, and depression, subsequently affecting their personal well-being, 

mental health and academic performance (see for example, Carroll, 2002; 

Dawson & Conti-Bekkers, 2002; Rajapaksa & Dundes, 2002).  

 

My study focuses specifically on mature-age, in-seÒÖÉÃÅ ÔÅÁÃÈÅÒÓȭ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ 

Western universities, and the impact of these experiences on their later careers. 

Some studies suggest that challenges faced by young (post-secondary education) 

and mature-age students (who have returned to study from employment and 

who may or may not have families) may be different. For example, studies have 

shown that mature-age learners may experience barriers such as social 

exclusion; language and cultural barriers; career-related, job-related and 

academic-related barriers; financial problems; and a lack of support services for 

students with families (Deggs, 2011; Kasworm, 2010; /ȭ$ÏÎÎÅÌÌ & Tobbell, 2007; 

Waller, 2006). Such challenges may be specific to, or amplified for, mature-age 

ÌÅÁÒÎÅÒÓ ÂÅÃÁÕÓÅ ÔÈÅÙ ÁÒÅ ȰÉÎ Á ÄÉÆÆÅÒÅÎÔ ÐÌÁÃÅ ÉÎ ÌÉÆÅ ÁÎÄ ÖÉÅ× ÔÈÅ ×ÏÒÌÄ ÁÎÄ ÔÈÅÉÒ 

future differentlyȱ (Kasworm, 2003, p. 9), and (international) higher education 

providers may ÆÁÉÌ ÔÏ ÁÄÄÒÅÓÓ ȰÁÄÕÌÔ ÌÅÁÒÎÅÒÓȭ ÄÉÖÅÒÓÅ ÉÄÅÎÔÉÔÉÅÓȟ ÃÈÁÒÁÃÔÅÒÉÓÔÉÃÓȟ 

ÁÎÄ ÎÅÅÄÓȱ (Pusser ÅÔ ÁÌȢȟ ςππχȟ ÐȢ χɊȢ /ȭ$ÏÎÎÅÌÌ ÁÎÄ 4ÏÂÂÅÌÌ ɉςππχɊ ÁÒÇÕÅ ÔÈÁÔ 
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mature-age learners are heterogeneous ɂ they may come to education with 

particularly diverse educational backgrounds, career experiences and family 

situations. Therefore, their challenges may be different from those faced by 

younger college or university students.  

 

Mature-age students studying abroad might also face complex challenges 

because they are managing multiple responsibilities. For example, women who 

are mothers may need to bring and care for their children while abroad, and at 

the same time manage their studies ɉ/ȭ3ÈÅÁȟ ςππχȠ 3ÔÏÎÅȟ ςππψȠ 3ÔÏÎÅ Ǫ /ȭ3ÈÅÁ, 

2013). Additionally, some students might need to work part-time due to lack of 

financial support, either from their home country or their partner (Gale & Parker, 

2014; Oȭ3ÈÅÁ Ǫ 3ÔÏÎÅȟ ςπρρȠ 3ÔÏÎÅ Ǫ /ȭ3ÈÅÁȟ ςπρσɊȢ  

 

In my search of the international education literature, I found no published 

studies exploring the impact on mature-ÁÇÅ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ ÏÆ ÔÈÅÉÒ 

international education experiences. The available literature focuses on 

international students generally, and local mature-age students returning to 

universities. My thesis addresses this gap by focusing on mature-age women who 

engaged in international study while in-service teachers. I now turn to the second 

part of my review, which explores the literature on career theories and career 

issues with a specific focus on women.  

 

2.2 #!2%%2 4(%/2)%3 !.$ ,)4%2!452% /. 7/-%.ȭ3 #!2%%23 

I divide this section into four parts. First, I illustrate the contested nature of the 

ÔÅÒÍ ȬÃÁÒÅÅÒȭ ÁÎÄ explain the definition I draw on in this thesis. Then, I consider 

ÔÈÅ ÎÏÔÉÏÎ ÏÆ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭ. Second, I consider career theories relating to 

women. Third , I discuss the Kaleidoscope Career Model as a theoretical lens I 

drew on to interpret my data. Notably, the literature in this section of the review 

focuses on Western, rather than non-Western contexts, due to a gap in the career 

literature in this regard. My thesis is partly intended to address this gap. Fourth, 

I explore literature relating to womenȭÓ ÃÁÒÅÅÒÓȡ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ 
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ÁÎÄ ÄÅÃÉÓÉÏÎÓȠ ÃÈÁÌÌÅÎÇÅÓ ÔÈÁÔ ÈÉÎÄÅÒ ÁÎÄȾÏÒ ÅÎÁÂÌÅ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

ÄÅÖÅÌÏÐÍÅÎÔȠ ÁÎÄ ÃÈÁÎÇÅÓ ÉÎ ×ÏÍÅÎȭÓ ÌÁÔÅÒ ÌÉÆÅ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓȢ  

 

2.2.1 $ÅÆÉÎÉÔÉÏÎÓ ÏÆ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭ 

Reviews of the careers field by Hall (2002), Patton and McMahon (2006, 2014), 

Patton, McMahon and Watson (2006), and Watson and Stead (2006) in various 

contexts reveal the contestation inherent in career definitions and theories. Like 

ȬÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎȭȟ ÔÈÅ ÔÅÒÍ ȬÃÁÒÅÅÒȭ ÉÓ ÄÅÆÉÎÅÄ ÄÉÆÆÅÒÅÎÔÌÙ ÂÙ ÄÉÆÆÅÒÅÎÔ ÐÅÏple 

in different fields. Without conceptual clarity, it is challenging to achieve 

ÃÏÎÓÅÎÓÕÓ ÏÎ ×ÈÁÔ ÃÏÎÓÔÉÔÕÔÅÓ Á ÃÁÒÅÅÒ ÏÒ Á ȬÓÕÃÃÅÓÓÆÕÌȭ ÃÁÒÅÅÒȢ Some scholars 

note that much literature on careers has tended to focus only on white Western 

middle-class male models of (linear) careers, assuming their universality to all 

peoples and contexts (Patton & McMahon, 2006, 2014; Patton et al., 2006; 

Watson & Stead, 2006). Watson and Stead note that the notion of what constitutes 

a career may differ across cultures and contexts. However, career scholars such 

as Hall (2002) and Patton and McMahon (2006, 2014) have attempted to map the 

(career) field, perhaps in the hope of establishing some kind of common ground 

among scholars and practitioners. 

 

Despite a lack of consensus on what constitutes a career, the body of literature 

that addresses careers from different disciplines continues to grow (Arthur, Hall, 

& Lawrence, 1989; Baruch, Szücs, & Gunz, 2015; Chudzikowski, 2012). Arthur et 

al. (1989) note that a lack of consensus is not surprising, given that careers have 

been studied across the social science disciplines, including psychology, social 

psychology, sociology, anthropology, economics, political science, history, and 

geography disciplines. Other examples include career studies in business and 

management (Chudzikowski, 2012; Mainiero & Sullivan, 2005, 2006); medical 

and nursing contexts (Raha, Berman, & Bhatnagar, 2009; Stevens, Browne, & 

Graham, 2012); gender studies (Mainiero & Sullivan, 2005, 2006; Spurk, 

Meinecke, Kauffeld, & Volmer, 2015); and academia (Kraimer, Greco, Seibert, & 

Sargent, 2019; Spurk et al., 2015). Baruch et al. (2015) argue that the careers field 
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has become more complex as a result, as theoretical and disciplinary 

understandings proliferate.  

 

/ÔÈÅÒ ÔÅÒÍÓ ÆÕÒÔÈÅÒ ÃÏÍÐÌÉÃÁÔÅ ÔÈÅ ÃÁÒÅÅÒ ÌÉÔÅÒÁÔÕÒÅȢ Ȭ7ÏÒËȭ ÉÓ ÓÏÍÅÔÉÍÅs used to 

distinguish between situations where people are typically paid or unpaid for an 

outcome of a labour or service provided (Baruch et al., 2015; Patton & McMahon, 

ςπρτɊȢ Ȭ*ÏÂȭ ÁÎÄ ȬÖÏÃÁÔÉÏÎȭ ÒÅÆÅÒ ÔÏ ÓÐÅÃÉÆÉÃ ×ÏÒË ÐÏÓÉÔÉÏÎÓ ×ÈÉÃÈ ÍÁÙ ÔÁËÅ ÖÁÒÉÏÕÓ 

forms such as permanent full-time or part-time, or involvement in certain roles 

or organisaÔÉÏÎÓ ɉ!ÒÔÈÕÒ ÅÔ ÁÌȢȟ ρωψωȠ 0ÁÔÔÏÎ Ǫ -Ã-ÁÈÏÎȟ ςπρτɊȢ Ȭ#ÁÒÅÅÒȭ ÃÁÎ ÂÅ 

seen as the sense that people make of their work, job or vocation (Baruch et al., 

2015; Inkson, Dries, & Arnold, 2007; Patton & McMahon, 2014). Inkson et al. 

(2007) argue that although a person may have different jobs or occupations, a 

person has only one career. To put it differently, Inkson argues that the entirety 

ÏÆ ÏÎÅȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ ÄÉÓtinct roles, different organisations, and in different 

contexts over the ÌÉÆÅÓÐÁÎ ÃÏÎÓÔÉÔÕÔÅÓ ÏÎÅȭÓ ÃÁÒÅÅÒȢ 

 

Definitions of careers for men and women have until recently been considered 

independently. Patton and McMahon (2014) argue that, traditionally, meÎȭÓ 

careers were assumed to be chosen during post-adolescence and to stay 

relatively constant throughout their lives, leading to upward mobility. In contrast, 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ×ÅÒÅ ÕÎÄÅÒÓÔÏÏÄ ÔÏ ÂÅ ÐÒÏÖÉÓÉÏÎÁÌȟ ÕÎÔÉÌ ×ÏÍÅÎ ÓÅÔÔÌÅÄ ÄÏ×Î 

ÔÏ ÁÓÓÕÍÅ Á ȰÆÕÌÌ ÔÉÍÅ ÃÁÒÅÅÒ ÏÆ ÍÏÔÈÅÒÈÏÏÄ ÁÎÄ ÈÏÍÅÍÁËÉÎÇȱ ɉÐȢ ρσψɊȢ (Ï×ÅÖÅÒȟ 

Poole and Langan-&ÏØ ɉρωωχɊ ÁÒÇÕÅ ÔÈÁÔ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÒÅ ÎÏÔ ÃÏÎÆÉÎÅÄ ÔÏ ÔÈÅ 

concept of a full-time career of motherhood and homemaking. Although these 

ÎÏÔÉÏÎÓ ÈÁÖÅ ÃÈÁÎÇÅÄ ÏÖÅÒ ÔÈÅ ÙÅÁÒÓȟ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÁÎÄ ÄÅÆÉÎÉÔÉÏÎÓ ÏÆ ×ÏÍÅÎȭÓ 

careers still reflect conflicting ideas and ideals (Mainiero & Sullivan, 2005, 2006; 

Patton and McMahon, 2014). )Î ÔÈÉÓ ÔÈÅÓÉÓȟ ) ÃÏÎÃÅÐÔÕÁÌÉÓÅ ȬÃÁÒÅÅÒȭ ÁÓ Á ÐÅÒÓÏÎȭÓ 

work -related experiences over time, whether or not they involve a change in 

work patterns, or vertical advancement within organisations (Hall, 2002; Patton 

& McMahon, 2014). I consider this further in relation to my own data in Chapters 

Four, Six and Seven.   
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,ÉËÅ ȬÃÁÒÅÅÒȭȟ ÔÈÅ ÔÅÒÍ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭ ÈÁÓ ÂÅÅÎ ÄÅÆÉÎÅÄ ÉÎ ÍÙÒÉÁÄ ×ÁÙÓ ÉÎ ÔÈÅ 

literature. For the purposes of this thesis, it is useful to think about this term in 

two ways, namely, in relation to subjective career success and objective career 

ÓÕÃÃÅÓÓȢ 3ÕÂÊÅÃÔÉÖÅ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓ ÉÓ ÄÅÆÉÎÅÄ ÁÓ ȰÁÎ ÉÎÄÉÖÉÄÕÁÌȭÓ ÉÎÔÅÒÎÁÌ 

apprehension and evaluation of his or her career, across any dimensions that are 

important to that ÉÎÄÉÖÉÄÕÁÌȱ (Van Manen, 1997, p. 9). In other words, career (and 

career success) is understood as a subjective construction of the individual 

ɉ#ÏÌÌÉÎ Ǫ 7ÁÔÔÓȟ ρωωφɊȢ 4ÈÒÏÕÇÈ ÔÈÉÓ ÌÅÎÓȟ ȬÃÁÒÅÅÒÓȭ ÏÎÌy exist because they are 

created by individuals, unlike jobs, work or occupations (Herr, 1992). Herr 

argues that subjective career success refers to how one makes sense of ÏÎÅȭÓ 

career journey and that this sense-ÍÁËÉÎÇ ÍÁÙ ÉÎÆÌÕÅÎÃÅ Á ÐÅÒÓÏÎȭÓ ÆÕÔÕÒÅ ÃÁÒÅÅÒ 

choice. Savickas (2002) also ÁÒÇÕÅÓ ÔÈÁÔȟ ÓÕÂÊÅÃÔÉÖÅÌÙȟ ȬÃÁÒÅÅÒȭ ÒÅÐÒÅÓÅÎÔÓ ÔÈÅ 

ÍÅÁÎÉÎÇ ÏÆ ÁÎ ÉÎÄÉÖÉÄÕÁÌȭÓ ÏÃÃÕÐÁÔÉÏÎȟ ÒÁÔÈÅÒ ÔÈÁÎ ÔÈÅ ÏÃÃÕÐÁÔÉÏÎ ÉÔÓÅÌÆȢ 

 

In contrast, objective career success is defined as success measured on the basis 

of objective or social comparisons (Patton & McMahon, 2014). Objective career 

ÓÕÃÃÅÓÓ ÔÅÎÄÓ ÔÏ ÂÅ ÄÅÓÃÒÉÂÅÄ ÉÎ ÔÅÒÍÓ ÏÆ ÁÎ ÉÎÄÉÖÉÄÕÁÌȭÓ ÏÒÇÁÎÉÓÁÔÉÏÎÁÌ ÐÏÓÉÔÉÏÎȟ 

or promotions gained between positions (Arthur , Khapova, & Wilderom, 2005). 

So far, studies of objective career success tend to rely on key variables such as the 

number of promotions, salary increments, or scales of career satisfaction 

(Seibert, Kraimer, & Liden, 2001; see also Turban & Dougherty, 1994). 

 

$ÅÓÐÉÔÅ ÔÈÅ ÃÏÎÔÅÓÔÅÄ ÎÁÔÕÒÅ ÏÆ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭ ÉÎ ÔÈÅ ÌÉÔÅÒÁÔÕÒÅȟ ÔÈÅÒÅ ÁÒÅ ÓÈÁÒÅÄ 

understandings among career scholars about what can be considered success 

(Patton & McMahon, 2014). Some ÓÃÈÏÌÁÒÓ ÒÅÃÏÍÍÅÎÄ ÔÈÁÔ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭ 

ÎÅÅÄÓ ÔÏ ÂÅ ÕÎÄÅÒÓÔÏÏÄ ÎÏÔ ÊÕÓÔ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ÐÅÏÐÌÅȭÓ ÐÏÓÉÔÉÏÎ ×ÉÔÈÉÎ 

organisations, but also in relation to other contexts (Clark, 2001; Mainiero & 

Sullivan, 2005, 2006; Thompson, Beauvais, & Lyness, 1999). For example, career 

success migÈÔ ÒÅÌÁÔÅ ÔÏ Á ÐÅÒÓÏÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ÔÈÅÉÒ ÏÃÃÕÐÁÔÉÏÎÁÌȟ 

cultural, and family situation; and the extent to which they experience a sense of 

life-work balance (Clark, 2001; Mainiero & Sullivan, 2005, 2006; Thompson et al., 

1999).  
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In this thesis, I define ÃÁÒÅÅÒ ÓÕÃÃÅÓÓ ÁÓ ÁÎ ÏÕÔÃÏÍÅ ÏÆ ÁÎ ÉÎÄÉÖÉÄÕÁÌȭÓ ÅØÐÅÒÉÅÎÃÅÓ 

accomplishing desirable work (whether paid or unpaid) over time (Patton & 

McMahon, 2014) and the perceptions, feelings and meaningfulness of the career  

to the individual  personally. I consider this further in relation to my own data in 

Chapters Seven and Eight. Next, I discuss some of the career theories evident in 

the literature.  

 

2.2.2 Career theories relating to women  

My research is about women. Hence, my focus in this section is on contemporary 

(non-linear) career theories relating to women. In this section, I do not include a 

lengthy discussion on traditional career theories because they do not fit all 

×ÏÍÅÎȭÓ ÕÎÉÑÕÅ ÅØÐÅÒÉÅÎÃÅÓ ÁÎÄ ÌÉÖÅÓ ÁÓ ÒÅÖÅÁÌÅÄ ÉÎ ÔÈÅ ÃÁÒÅÅÒ ÌÉÔerature. 

Nevertheless, I reference some of these theories briefly and explain why they do 

ÎÏÔ ÆÉÔ ÓÏÍÅ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ÌÉÖÅÓȢ 4ÈÅÎȟ ) ÐÒÏÖÉÄÅ ÁÎ ÁÂÒÉÄÇÅÄ ÒÅÖÉÅ× ÏÆ 

some theories related to women, beginning from the early 20th century through 

to the 21st century, accompanied by some critiques from within and outside the 

field of career development studies. 

 

Table 1 lists some career theories relating to women and key writers associated 

with each. There are many other theoretical ideas relating to womeÎȭÓ careers; 

however, I discuss the theories below because they are helpful in foregrounding 

my own study. 
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Table 1 

Contemporary (non-linear) career theories relating to women 

 

!ÓÔÉÎȭÓ Career Theory (Astin, 1984) 

Protean Career Theory (Hall, 1996, 2004) 

Boundaryless Career Theory (Arthur, Rousseau, 1996; Sullivan & Arthur, 2006) 

Four Facet Heuristic Model (Pringle & McCulloch Dixon, 2003) 

Three-Stage Model (/ȭ.ÅÉÌ Ǫ "ÉÌÉÍÏÒÉÁ, 2005) 

System Theory Framework (Patton & McMahon, 1999, 2006) 

Kaleidoscope Careers Model (Mainiero & Sullivan, 2005, 2006) 

 

7ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÒÅ ÍÏÒÅ ÃÏÍÐÌÅØ ÁÎÄ ÍÕÌÔÉÆÁÃÅÔÅÄ ÔÈÁÎ ÔÈÏÓÅ ÔÒÁÄÉÔÉÏÎÁÌÌÙ 

associated with men (Pringle & McCulloch Dixon, 2003). Traditional career 

theories (for example, Erikson, 1968; Ginzburg, Ginsburg, Axelrod, & Herma, 

1951; Super, 1953, 1957, 1963; Holland, 1959, 1966, 1973) mostly focused on 

whit e middle-class men, and were grounded in North American, European, and 

other Western contexts. This (earlier) career literature assumed linear career 

pathways based on an examination of the path men had taken, either through 

paid employment, unpaid service, or unemployment (Pringle & McCulloch Dixon, 

2003). As /ȭ.ÅÉÌ et al. ɉςππψɊ ÁÒÇÕÅȟ ÍÁÎÙ ÓÔÕÄÉÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅers have been 

ÉÎÁÃÃÕÒÁÔÅȟ ÓÉÎÃÅ ÔÈÅ ÌÁÎÇÕÁÇÅ ÁÎÄ ÔÅÒÍÓ ÕÓÅÄ ÔÏ ÄÅÓÃÒÉÂÅ ×ÏÍÅÎȭÓ ÌÉÖÅÓ ×ÅÒÅ 

ÂÁÓÅÄ ÏÎ ÍÅÎȭÓ ÃÁÒÅÅÒ ÅØÐÅÒÉÅÎÃÅÓȢ 7ÏÍÅÎȭÓ historic lack of access to the paid 

workforce (Patton & McMahon, 2014), and experiences of transitioning between 

homemaking and paid work, and in and out of organisations through 

unpredictable, disjointed stages (Bardwick, 1980), cannot be understood by 

reference to ÔÈÅ ÐÁÔÔÅÒÎÓ ÏÆ ÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ÌÉÖÅÓ (Pringle, 1996; Woodd, 2000). 

For these reasons, scholars argue that traditional career theories fail to 

ÁÄÅÑÕÁÔÅÌÙ ÃÏÎÓÉÄÅÒ ÍÁÎÙ ×ÏÍÅÎȭÓ ÓÏÃÉÁÌ ÅØÐÅÒÉÅÎÃÅÓȟ ÆÁÍÉÌÙ ÃÉÒÃÕÍÓÔÁÎÃÅÓȟ 

and the complexities and demands associated with woÍÅÎȭÓ ÌÉÖÅÓȢ !ÄÄÉÔÉÏÎÁÌÌÙȟ ) 
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argue that traditional theories do not necessarily capture the uniqueness of 

specific groups of women (e.g. Malaysian women such as those in my study). 

 

Later work suggests a need to reframe careers separately for women. However, 

Patton (2013) argues that some career scholars are not convinced of the 

ÎÅÃÅÓÓÉÔÙ ÏÆ ÈÁÖÉÎÇ ÄÉÓÔÉÎÃÔ ÔÈÅÏÒÉÅÓ ÔÏ ÍÁËÅ ÓÅÎÓÅ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ Moreover, 

several scholars have also argued that it is impossible to find a perfect career 

ÔÈÅÏÒÙ ÔÈÁÔ ÁÄÄÒÅÓÓÅÓ ÁÌÌ ÔÈÅ ÃÏÍÐÌÅØÉÔÉÅÓ ÉÎÈÅÒÅÎÔ ÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ÌÉÖÅÓ 

(Larwood & Gutek, 1987; Marshall, 1989). Nevertheless, during the 1980s, some 

contemporary or non-linear career theorists ÔÒÉÅÄ ÔÏ ÁÄÄÒÅÓÓ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

complexities specifically (for example, Bardwick, 1980; Larwood & Gutek, 1987).  

 

Larwood and Gutek (1987) identified six factors that shape and constrain 

×ÏÍÅÎȭÓ careers:career preparation, societal opportunities, marriage, pregnancy 

and children, timing, and age. Other scholars have noted that ×ÏÍÅÎȭÓ ÉÎÃÒÅÁÓÅÄ 

access to higher education and changing societal views on the roles of women add 

ÔÏ ÔÈÅ ÃÏÍÐÌÅØÉÔÉÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ pathways ɉ/ȭ.ÅÉÌ ÅÔ ÁÌȢȟ 2008; Sullivan & 

Mainiero, 2008). However, some careers scholarship still seeks to consider and 

ÅØÐÌÁÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÌÉÇÈÔ ÏÆ ÔÒÁÄÉÔÉÏÎÁÌ ÕÎÄÅÒÓÔÁÎÄÉÎÇÓ ÏÆ (white middle -

ÃÌÁÓÓɊ ÍÅÎȭÓ ÃÁÒÅÅÒ ÐÁÔÔÅÒÎÓ (Betz & Fitzgerald, 1987; Osipow & Fitzgerald, 1996; 

Patton, 2013).   

 

From the mid-20th century onwards, more career theorists, for example Astin 

ɉρωψτɊ ÄÅÍÏÎÓÔÒÁÔÅÄ ÁÎ ÉÎÔÅÒÅÓÔ ÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ patterns; 

nevertheless, still within a traditional frameȢ !ÓÔÉÎȭÓ ÃÁÒÅÅÒ ÔÈÅÏÒÙ ÄÒÅ× ÏÎ 

ÓÏÃÉÏÐÓÙÃÈÏÌÏÇÉÃÁÌ ÐÅÒÓÐÅÃÔÉÖÅÓ ÔÏ ÕÎÄÅÒÓÔÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ and 

ÃÁÒÅÅÒ ÐÁÔÔÅÒÎÓȟ ÂÕÔ ÓÈÅ ÄÉÄ ÎÏÔ ÁÎÁÌÙÓÅ ÔÈÅ ÇÒÏ×ÉÎÇ ÃÏÍÐÌÅØÉÔÙ ÏÆ ×ÏÍÅÎȭÓ 

careers across varying fields (Elley-Brown, 2015; Fitzgerald & Harmon, 2001). 

Fitzgerald & Harmon (2001) contend that wider social phenomena shape how 

women are perceived by employers, social and economic policymakers, the 

geneÒÁÌ ÐÕÂÌÉÃȟ ÁÎÄ ×ÏÍÅÎ ÔÈÅÍÓÅÌÖÅÓ ɉ&ÉÔÚÇÅÒÁÌÄ Ǫ (ÁÒÍÏÎȟ ςππρɊȢ !ÓÔÉÎȭÓ 

career theory (1984) highlighted the critical importance of social/environmental 

ÖÁÒÉÁÂÌÅÓ ÔÈÁÔ ÉÎÆÌÕÅÎÃÅ ×ÏÍÅÎȭÓ ÅÄÕÃÁÔÉÏÎÁÌ ÁÎÄ ÃÁÒÅÅÒ ÄÅÃÉÓÉÏÎÓȟ ÈÏ×ÅÖÅÒȟ ÉÔ 
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did not address other complexities such as changes to the family role when 

women assume careers (Kahn, García-Manglano, Bianchi, 2014). 

 

21st Century career theory literature reveals closer attention to the complexities 

ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÁÔÔÅÒÎÓȢ /ȭ.ÅÉÌ et al. (2013) and Pringle and Mc Culloch Dixon 

(2003) maintain that new theories are muÃÈ ÎÅÅÄÅÄ ÔÏ ÁÄÄÒÅÓÓ ×ÏÍÅÎȭÓ 

numerous roles and complexities. I discuss some examples below (also see Table 

1). 

 

4ÈÅ ÔÅÒÍ ȬÐÒÏÔÅÁÎ ÃÁÒÅÅÒȭ ÒÅÆÅÒÓ ÔÏ ÔÈÅ ÃÏÎÃÅÐÔ ÏÆ Á ȬÓÅÌÆ-ÇÅÎÅÒÁÔÉÎÇȭ ɉÐÒÏÔÅÁÎɊȟ 

self-directed and values-driven career orientation (Briscoe & Hall, 2006; Briscoe, 

Hall, & DeMuth,  2006). Ȭ0ÒÏÔÅÁÎ #ÁÒÅÅÒ 4ÈÅÏÒÙȭ (Hall, 1996, 2002) is concerned 

with the ways in which individuals take charge of their career direction and 

exercise agency by adapÔÉÎÇ ÔÏ ÃÈÁÎÇÉÎÇ ÃÉÒÃÕÍÓÔÁÎÃÅÓ ÉÎ ÔÈÅ ×ÏÒÌÄȢ (ÁÌÌȭÓ ÔÈÅÏÒÙ 

reflects a shift in focus from organisational to individual agency, and from linear 

and vertical careers to non-linear career patterns. In other words, his theory is 

concerned with the ways in which individuals determine their own careers based 

on their values, regardless of external rewards such as salary, position and 

promotion. Notably, (ÁÌÌ ÕÓÅÓ ÔÈÅ ÔÅÒÍ ȬÉÎÄÉÖÉÄÕÁÌÓȭ ÂÅÃÁÕÓÅ ÔÈÅ ÃÅÎÔÒÁÌ ÆÏÃÕÓ ÏÆ 

Protean Career Theory is on individuals; hence, it applies to both men and 

×ÏÍÅÎȢ (Ï×ÅÖÅÒȟ ÁÒÇÕÁÂÌÙȟ ÔÈÅ ÎÏÔÉÏÎ ÏÆ Á ȬÐÒÏÔÅÁÎ ÃÁÒÅÅÒȭ ÁÐÐÌÉÅÓ only to skilled 

elites who can exercise agency or make career choices. In contrast, women (and 

men) working in lower-skilled employment are dependent on organisations to 

make a living.  

 

In what I perceive as a refinement of the Protean Career Theory, Boundaryless 

Career Theory considers how individuals organise their own careers regardless 

of organisational and occupational contexts (Arthur & Rousseau, 1996). Sullivan 

and Arthur (2006) expanded on this theory, noting that for boundaryless careers 

to be successful in the 21st Century, physical and psychological mobility is 

required. Physical mobility refers to the actual movement of individuals across 

jobs, organisations, and countries, while psychological mobility relates to 

ÉÎÄÉÖÉÄÕÁÌÓȭ ÃÏÎÓÉÄÅÒÁÔÉÏÎ ÏÆ ÃÕÒÒÅÎÔ ÁÎÄ ÆÕÔÕÒÅ ÃÁreers (Lazarova & Taylor, 
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2009; Patton & McMahon, 2014). While the notion of boundaryless careers may 

ÓÏÕÎÄ ÐÒÏÍÉÓÉÎÇ ÁÓ Á ÆÒÁÍÅ×ÏÒË ÆÏÒ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ×ÏÍÅÎȭÓ ÃÏÍÐÌÅØ ÃÁÒÅÅÒ 

patterns, Boundaryless Career Theory has received much criticism due to the 

ÔÅÒÍ ȬÂÏÕÎÄÁÒÙÌÅÓÓȭȢ &ÏÒ ÅØÁÍÐÌÅȟ ÓÏÍÅ ÁÕÔÈÏÒÓ (for example, Gunz, Peiperl & 

Tzabbar, 2007; Inkson, 2006; Zeitz, Blau & Fertig, 2009) argue that in practice, 

ÂÏÕÎÄÁÒÙÌÅÓÓ ÃÁÒÅÅÒÓ ÁÒÅ ÎÏÔ ȬÂÏÕÎÄÁÒÙ-ÌÅÓÓȭ ÂÕÔ ȬÂÏÕÎÄÁÒÙ-ÃÒÏÓÓÉÎÇȭȢ 3ÅÃÏÎÄȟ 

the assumption of agency in Boundaryless Career Theory does apply to all women 

(or men) and can therefore be seen as problematic. Career scholars (for example, 

Currie, Tempest, & Starkey, 2006; Marler, Barringer & Milkovich, 2002; Pringle & 

Mallon, 2003; Van Buren, 2003) contend that agency is only possible for highly 

qualified professionals and, as such, Boundaryless Career Theory disregards 

×ÏÍÅÎ ɉÁÎÄ ÍÅÎɊ ÉÎ ȬÌÏ×-ÓËÉÌÌÅÄȭ ÅÍÐÌÏÙÍÅÎÔȢ &Ïr such employees, 

boundarylessness simply means redundancy and uncertainty.  

 

Pringle and McCulloch Dixon (2003) propose a heuristic model for understanding 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ 4ÈÅ ȬÌÅÁÒÎÉÎÇ ÆÒÏÍ ÐÒÁÃÔÉÃÁÌ ÅØÐÅÒÉÅÎÃÅȭ ɉÈÅÕÒÉÓÔÉÃɊ ÍÏÄÅÌ 

identifies four career facetsɂ explore, focus, rebalance and revive ɂ in an effort 

ÔÏ ÕÎÄÅÒÓÔÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÍÏÒÅ ÐÒÅÃÉÓÅÌÙȢ 0ÒÉÎÇÌÅ ÁÎÄ -Ã#ÕÌÌÏÃÈ $ÉØÏÎ 

noted that for women to move from one facet to another, there is a period of re-

evaluation. They argue that women may stay at one facet or move through all four 

facets in a lifetime, depending on their re-evaluation of life circumstances. Pringle 

and McCulloch Dixon note that although facets of womeÎȭÓ ÌÉÖÅÓ ɉÓÕÃÈ ÁÓ 

motherhood) are linked to age, other facets (such as time used for continuing 

study, employment, and caregiving commitments) cannot be linked to age 

ÓÐÅÃÉÆÉÃÁÌÌÙȟ ÂÅÃÁÕÓÅ ÔÈÅÙ ÍÁÙ ÏÃÃÕÒ ÁÔ ÁÎÙ ÔÉÍÅ ÏÆ ×ÏÍÅÎȭÓ ÌÉÆÅȢ !ÄÄÉÔÉÏÎÁÌÌÙȟ 

Pringle ÁÎÄ -Ã#ÕÌÌÏÃÈ $ÉØÏÎ ÃÈÁÌÌÅÎÇÅ ÔÈÅ ÁÓÓÕÍÐÔÉÏÎ ÔÈÁÔ ×ÏÍÅÎȭÓ Ãareers end 

when they retire. (I discuss this more below, and also in Chapter Seven). 

 

/ȭ.ÅÉÌ ÁÎÄ "ÉÌÉÍÏÒÉÁȭÓ ɉςππυɊ ÔÈÒÅÅ-stage model identifies career stages as a way 

ÏÆ ÅØÐÌÁÉÎÉÎÇ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȠ ÈÏ×ÅÖÅÒȟ ÔÈÅÓÅ ÁÒÅ ÅØÐÌÉÃÉÔÌÙ ÁÇÅ-related. They 

are: stage 1ɀ idealistic achievement;  stage 2 ɀ pragmatic endurance; and stage 3 

ɀ reinventive ÃÏÎÔÒÉÂÕÔÉÏÎȢ /ȭ.ÅÉÌ ÁÎÄ "ÉÌÉÍÏÒÉÁ ɉςππυɊ ÁÒÇÕÅ ÔÈÁÔ ×ÏÍÅÎ ÆÁÃÅ 

different life issues in each stage; however, in all three career stages, women are 
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concerned with success in careers and success in relationships. Table 2 illustrates 

this model. 

Table 2 

Three-3ÔÁÇÅ #ÁÒÅÅÒ -ÏÄÅÌ ɉ/ȭ.ÅÉÌȭÓ ÁÎÄ "ÉÌÉÍÏÒÉÁȟ φττωɊ 

 

Stage 
Age 

(years)  
Concerns 

1. Idealistic achievement 24 ɀ 35 Career satisfaction, achievement, success, and 

positively impacting others. 

2. Pragmatic endurance 36 ɀ 45 Managing family, domestic demands, and work 

commitments. 

3. Reinventive distribution 46 ɀ 60 

Contribution to organisations, families and 

communities; learning and opportunities to 

make a difference for others; success as 

recognition, respect and living integrated lives. 

 

/ȭ.ÅÉÌ ÁÎÄ "ÉÌÉÍÏÒÉÁ (2005) acknowledge ÈÏ× ×ÏÍÅÎȭÓ ÌÉÖÅÓ ÁÎÄ Ãareer-related 

concerns may change during the course of a lifetime. This idea is also reflected in 

work by Patton and McMahon (2006, 2014) that builds on -Ã-ÁÈÏÎȭÓ ɉρωωςɊ 

Systems Theory Framework (STF). Initially, STF was a contextual model for 

understanding adolescent career decision-making rather than a theory of career 

development. STF works on the premise that the most useful aspects of particular 

career theories can be considered and applied to specific people and contexts in 

order to understand individual career behaviour (Osipow, 1996). In other words, 

STF is a generic theory that captures the intricacies and complexities of social, 

and behavioural phenomenon. Later, Patton and McMahon (1999, 2006) refined 

STF, arguing that it enables practitioners to choose the theory that is most 

relevant to the needs and contexts of the individual. However, although STF made 

ÁÎ ÁÔÔÅÍÐÔ ÔÏ ÅØÐÌÁÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÂÙ ÃÏÎÓÉÄÅÒÉÎg women and the roles 

women play in both the domestic and the work sphere, McMahon (2002), and 

Patton and McMahon (2006, 2014) conceded that STF was not designed to be a 

ÔÈÅÏÒÙ ÏÆ ×ÏÍÅÎȭÓ Ãareer development per se. Rather, it represented a 

metatheoretical account of other career development theories, and as such, failed 

ÔÏ ÁÄÄÒÅÓÓ ÔÈÅ ÍÁÎÙ ÃÏÍÐÌÅØÉÔÉÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ  
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In sum, the career theories I have discussed so far have been critiqued as paying 

ÌÉÍÉÔÅÄ ÁÔÔÅÎÔÉÏÎ ÔÏ ÔÈÅ ÒÅÁÌÉÔÉÅÓ ÁÎÄ ÃÏÍÐÌÅØÉÔÉÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ÌÉÖÅÓȢ 

Scholars such as Baruch et al. (2015), Baruch and Vardi (2016), and Patton and 

McMahon (2014) call for further research to explore these complexities. This 

thesis is partly aimed at addressing the lack of attention to the complexities of 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÁÔÈ×ÁÙÓȟ ÓÐÅÃÉÆÉÃÁÌÌÙȟ ÔÈÒÏÕÇÈ ÁÔÔÅÎÔÉÏÎ ÔÏ ÔÈÅ ÐÏÓÔ-study 

experiences of women in the Malaysia context. Next, I turn to the Kaleidoscope 

Career Model, which I used as a framework for my research. 

 

2.2.3 The Kaleidoscope Career Model (KCM) as a means for studying and 

ÕÎÄÅÒÓÔÁÎÄÉÎÇ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ  

The KCM model was developed by Mainiero and Sullivan (2005) as a means to 

understand what Belkin (2003) dÅÓÃÒÉÂÅÄ ÁÓ ÔÈÅ ȰÏÐÔ-ÏÕÔȱ ÒÅÖÏÌÕÔÉÏÎ ɂ a 

phenomenon observed by career scholars where, at the early start of the 21st 

century, many ambitious, talented and highly qualified women opted out of the 

corporate work-force at mid-career level, deciding not to advance in their 

careers. Mainiero and Sullivan (2005) proposed that individuals make career 

decisions at different stages of their lives based on three key parameters ɂ

Authenticity, Balance, and Challenge (ABC). Table 3 represents Mainiero and 

3ÕÌÌÉÖÁÎȭÓ ÉÄÅÁÓ. 

 

Table 3 

The parameters of the Kaleidoscope Career Model (Mainiero & Sullivan, 2005, p. 113- 114) 

KCM is situated in a critical interpretivist paradigm (Mainiero & Sullivan, 2005). 

!Ó Á ÒÅÓÅÁÒÃÈ ÆÒÁÍÅ×ÏÒËȟ ÃÒÉÔÉÃÁÌ ÉÎÔÅÒÐÒÅÔÉÖÉÓÍ ÉÓ ÃÏÎÃÅÒÎÅÄ ×ÉÔÈ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

subjective experiences (Alvermann & Mallozzi, 2010), and with investigating 

Authenticity Can I be myself in the midst of all of this and still be authentic? 

Balance If I make this career decision, can I balance the parts of my life 
well so there can be a coherent whole? 

Challenge Will I be sufficiently challenged if I accept this career option? 
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ȬÒÅÁÌÉÔÙȭ ÁÓ ÃÏÎÓÔÒÕÃÔÅÄ ÂÙ ÐÁÒÔÉÃÉÐÁÎÔÓȟ ÉÎ ÌÉÇÈÔ ÏÆ ÔÈÅÉÒ Ï×Î ÂÁÃËÇÒÏÕÎÄÓ ÁÎÄ 

experiences (Creswell, 2015; Yanow & Schwartz-Shea, 2011). My research is a 

ÐÒÏÃÅÓÓ ÏÆ ÃÏÎÓÔÒÕÃÔÉÎÇ ÍÅÁÎÉÎÇ ÆÒÏÍ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÏÎÓÔÒÕÃÔÅÄ ÍÅÁÎÉÎÇÓ ÉÎ 

relation to their careers, in the hope of initiating positive social change. In this 

study, I chose to draw on KCM as a theoretical framework because it allowed me 

ÔÏ ÅØÐÌÏÒÅ ÔÈÅ ÃÏÍÐÌÅØÉÔÉÅÓ ÁÎÄ ÎÕÁÎÃÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ÌÉÖÅÓ ÉÎ ÔÈÅ 

Malaysia context, following higher education in New Zealand. Specifically, it 

allowed me to explore ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÎÔÅrpretations of their career-related 

experiences over the life span. Further, KCM centres agency; it allowed me to 

ÆÏÃÕÓ ÏÎ ×ÏÍÅÎȭÓ ÓÅÎÓÅ-making in relation to their  lives and careers. While I 

ÄÒÅ× ÏÎ +#- ÔÏ ÉÎÔÅÒÐÒÅÔ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓȟ ) also considered 

ÈÏ× ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÐÒÏÂÌÅÍÁÔÉÓÅÄ ÏÒ ÅØÃÅÅÄÅÄ +#- ÁÓ ÁÎ ÅØÐÌÁÎÁÔÏÒÙ 

framework (see more below). 

 

Historically, KCM was developed based on five different studies using methods 

such as interviews, focus groups, and three surveys of more than 3000 

professional workers in the USA (Maniero & Sullivan, 2005, 2006). The metaphor 

ÏÆ Á ËÁÌÅÉÄÏÓÃÏÐÅ ÒÅÃÏÇÎÉÓÅÓ ÐÁÔÔÅÒÎÓ ÉÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ -ÁÉÎiero and Sullivan 

(2005) explain that they use this metaphor because as a kaleidoscope rotates, its 

glass chips generate complex and changing patterns. Like a kaleidoscope, at 

ÄÉÆÆÅÒÅÎÔ ÐÏÉÎÔÓ ÉÎ ÏÎÅȭÓ ÌÉÆÅȟ ÖÁÒÉÅÄ ÁÓÐÅÃÔÓ ÏÆ ÉÎÄÉÖÉÄÕÁÌÓȭ ÌÉÖÅÓ ÁÎÄ ÃÁÒÅÅÒÓ 

change. For example, due to a change of circumstances, women may opt to 

arrange (and rearrange) their roles and relationships in new ways in service to 

their families, their jobs and themselves (Mainiero & Sullivan, 2005, 2006). These 

changes may also arise due to maturation (age), or environmental changes (such 

as a change of job, unemployment or redundancy). Women may then make 

decisions based on the alternatives available to manage workloads, limitations, 

and prospects, as well as relationships, personal values and interests (Sullivan & 

Baruch, 2009). Researchers continue to apply KCM to a range of career-related 

questions (for example, August, 2011; Elley-Brown, 2015; Elley-Brown et al., 

2018; Mainiero & Gibson, 2018). My study was, in part, developed as a way of 

exploring new and emerging career and life patterns for TISTEP graduate women 

in Malaysia.  
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Mainiero and Sullivan (2005) explain the KCM model as follows: 

 

¶ Challenge begins at early-career level. Women at this level are concerned 

with goal achievement. Hence, they tend to engage in challenging activities 

so they can pursue autonomy, responsibility, and take control while 

learning and growing in their careers.  

 

¶ Balance usually takes place at the mid-career level. Women at this level 

consider a career as part of a network. For example, they might think: If I 

make this career decision, how might this affect others in my life? Can I 

balance the parts of my life with my career decisions so that my life can be 

a coherent (reasonable) whole? Generally, at this level, women tend to 

make adjustments in their careers to balance their work and life as they 

shift focus on family, personal lives and relationships.  

 

¶ Authentic ity  usually takes place at the senior-career level. At this stage, 

authenticity is a key concern for women. Authenticity here is about being 

true to oneself and making decisions that suit the self above others. During 

the later career stage, women set priorities, and define success in their 

own terms.  

 

KCM facilitates attention to the ÃÏÍÐÌÅØÉÔÉÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ÌÉÖÅÓȟ 

although it was developed to explain the career patterns of both men and women 

(August, 2011; Clarke, 2015; Elley-Brown et al., 2018). Both quantitative  

(Sullivan, Forret, Carraher & Mainiero, 2009; Mainiero & Sullivan, 2006; Sullivan 

& Mainiero, 2008) and qualitative studies (for example, August, 2011; Clarke, 

2015; Elley-Brown, 2015) drawing on KCM as a theoretical framework have 

demonstrated how ×ÏÍÅÎȭÓ ÌÉÖÅÓ ÄÉÄ ÎÏÔ ÆÉÔ ÔÈÅ ÔÒÁÄÉÔÉÏÎÁÌ linear career 

development. Additionally, Mainiero & Sullivan (2006) suggest that women 

ÁÄÏÐÔ Á ȬÂÅÔÁȭ ÃÁÒÅÅÒ ÐÁÔÔÅÒÎ ÏÆ ÃÈÁÌÌÅÎÇÅȟ ÆÏÌÌÏ×ÅÄ ÂÙ ÂÁÌÁÎÃÅ and then, 

authenticity (CBA) (see Figure 1ɊȢ )Î ÃÏÎÔÒÁÓÔȟ ÍÅÎ ÔÅÎÄ ÔÏ ÄÅÍÏÎÓÔÒÁÔÅ ÁÎ ȬÁÌÐÈÁȭ 

career pattern beginning with a challenge, followed by authenticity,and then, 

balance (CAB) (see Figure 2).  
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Figure 1. Beta Kaleidoscope Career Pattern of CBA ɂ 7ÏÍÅÎȭÓ #ÁÒÅÅÒÓ ɉ-ÁÉÎÉÅÒÏ Ǫ 

Sullivan, 2006) 

 

 

 

Figure 2. Alpha Kaleidoscope Career Pattern of CAB ɂ -ÅÎȭÓ #ÁÒÅÅÒÓ ɉ-ÁÉÎÉÅÒÏ Ǫ 

Sullivan, 2006) 

 

4ÈÕÓȟ +#- ÏÆÆÅÒÓ ÕÓÅÆÕÌ ÉÎÓÉÇÈÔÓ ÉÎÔÏ ÔÈÅ ×ÁÙÓ ÍÅÎȭÓ ÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÍÁÙ 

differ. 

 

KCM has received much attention in the past decade. For example, in a pioneering 

empirical study, Cabrera (2007) conducted a study involving 497 professional 

women who had a graduate degree in international business in the USA. This 

study aimed to explore whether the reasons women opted out of the workforce 

were domestic, or more complicated, as KCM would suggest. Additionally, 

#ÁÂÒÅÒÁ ɉςππχɊ ÓÏÕÇÈÔ ÔÏ ÅØÁÍÉÎÅ ×ÈÅÔÈÅÒ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÇÏÁÌÓ ÃÈÁÎÇÅÄ ÏÖÅÒ 

time, as predicted by KCM. Their findings revealed that 233 women decided to 

opt-out at some point in their career pathways but for numerous reasons. For 

example, 35 percent opted out due to caregiving roles, and 62 percent noted their 

career focus had shifted for other reasons. In line with KCM, mid-career women 
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in this study were found to be more interested in finding balance in their lives 

and work and revealed a focus on career authenticity across the life span. Further 

analysis indicated that 70 percent of the women who opted out, decided to opt-

in again at some point in their life, in contrast to what might be predicted, based 

on KCM. Cabrera (2007) suggested that further research is needed to validate 

their findings, and to test KCM with different populations and contexts.   

 

In more recent years, researchers ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÈÁÖÅ ÃÁÌÌÅÄ ÆÏÒ ÍÏÒÅ 

research to examine whether models such as KCM still remain a useful lens to 

ÅØÐÌÁÉÎ ÔÈÅ ÖÁÒÉÅÔÙ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÁÔÔÅÒÎÓȢ &ÏÒ ÅØÁÍÐÌÅȟ ÉÎ Á ÈÅÒÍÅÎÅÕÔÉÃ 

phenomenological study by Elley-Brown et al. (2015) involving 14 professional 

women in the education sector in New Zealand (school and tertiary levels), KCM 

was used to explore how women make career choices, and how their motivations 

and perspectives shift when they make career decisions. In their conclusions,  

Elley-"ÒÏ×Î ÅÔ ÁÌȢ ɉςπρυɊ ÁÒÇÕÅ ÔÈÁÔ ȰÔÈÅ ÉÎÆÌÕÅÎÃÅ ÏÆ ÔÈÅ ÔÈÒÅÅ ÐÁÒÁÍÅÔÅÒÓ ×ÁÓ 

ÎÏÔ ÃÌÅÁÒ ÃÕÔȟ ÒÁÔÈÅÒ ÔÈÅÙ ÍÅÌÄÅÄ ÁÎÄ ÆÕÓÅÄ ÔÈÒÏÕÇÈÏÕÔ ×ÏÍÅÎȭÓ ÌÉÖÅÓȱ ɉÐȢ ρɊȢ 4ÈÅ 

three parameters of KCM were not distinctive in the careers of the women in their 

study. Rather, their study findings suggested that women were concerned about 

ÂÏÔÈ ȬÃÈÁÌÌÅÎÇÅȭ ÁÎÄ ȬÁÕÔÈÅÎÔÉÃÉÔÙȭ ÄÕÒÉÎÇ ÔÈÅÉÒ ÅÁÒÌÙ ÃÁÒÅÅÒÓ ÁÎÄ ÔÈÁÔ ÔÈÉÓ 

continued until mid-ÃÁÒÅÅÒ ÌÅÖÅÌȢ 4ÈÒÏÕÇÈÏÕÔ ÔÈÅÓÅ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȟ ÔÈÅ ÔÈÒÅÅ 

parameters (ABC) did ÎÏÔ ÒÅÆÌÅÃÔ ȰÔÈÅ ÇÅÎÅÒÁÔÉÏÎÁÌ ÓÈÉÆÔȱ ÁÓ ÃÌÁÉÍÅÄ ÉÎ +#-ȟ ÁÎÄ 

×ÏÍÅÎ ÄÉÄ ÎÏÔ ȰÏÐÔ-ÏÕÔȱ ÏÆ ÃÁÒÅÅÒÓȟ ÂÕÔ ÉÎÓÔÅÁÄ ȰÏÐÔɍÅÄɎ-ÉÎȱ ɉÐȢ σρɊȢ !ÄÄÉÔÉÏÎÁÌÌÙȟ 

ÔÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÒÅÖÅÁÌÅÄ ÔÈÁÔ ÔÈÅÉÒ ȰÄÅÃÉÓÉÏÎÓ ÁÂÏÕÔ ÔÈÅÉÒ ÃÁÒÅÅÒÓ ɍ×ÅÒÅɎ 

contextual and that their careers took predominance in decision-ÍÁËÉÎÇȱ ɉ%ÌÌÅÙ-

Brown et al., 2015, p. 30-31). However, limited studies have explored KCM in the 

education sector, particularly in higher education (with the exception of, for 

example, Abrahams, 2014; Baruch, 2013; Baruch, Dany, Pralong, & Davense, 

2014; Carraher, Crocitto, & Sullivan, 2014; Elly-Brown et al., 2015, 2018; Ricketts 

& Pringle, 2014). 

Career literature discussed so far has mostly explored the careers of professional 

women in business, human resources and management. In my review of the 

literature, I found no published research that applied KCM to mature-age women 
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teachers who were educated in Western contexts and returned to the workforce 

in non-Western contexts. My study was partly a response to the calls of Mainiero 

and Sullivan (2005, 2006), Sullivan and Baruch (2009) and other researchers to 

explore KCM with other populations and in other research contexts. Next, I 

ÄÉÓÃÕÓÓ ÅØÉÓÔÉÎÇ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ 

 

2.2.4 LÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ  

)Î ÔÈÉÓ ÓÅÃÔÉÏÎȟ ) ÅØÐÌÏÒÅ ÔÈÅ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÕÓÉÎÇ ÔÅÍÐÏÒÁÌÉÔÙ ÁÓ Á 

framework for doing so. Temporality is a key focus in narrative inquiry, where 

ȰÔÈÅ ÎÏÔÉÏÎ ÏÆ ÐÌÏÔ ÉÎÖÏÌÖÅÓ Á ÓÅÑÕÅÎÃÅ ÏÆ ÅÖÅÎÔÓ ÉÎ ÔÉÍÅȱ (Cortazzi, 1993, p. 85). 

It is an approach that I drew on in this study (see methodology chapter). Although 

temporality is a contested notion, in this chapter, I consider further literature on 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÔÈÒÅÅ ÍÁÉÎ ÓÅÃÔÉÏÎÓȡ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ 

choices and decisions; literature on challenges for ÁÎÄȾÏÒ ÅÎÁÂÌÅÒÓ ÏÆ ×ÏÍÅÎȭÓ 

cÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔȠ ÁÎÄ ×ÏÍÅÎȭÓ later life career trajectories. I also consider the 

notion of cultural influence briefly. Although I did not use culture as an analytic 

parameter in this study for ethical reasons (see Chapter One and next chapter), 

given the composition of Malaysia as a multicultural population,  it is important 

to acknowledge the role of culture in shaping the study context. 

 

3ÔÕÄÉÅÓ ÏÎ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȟ ÐÁÒÔÉÃÕÌÁÒÌÙ ÉÎ their 

adolescent years, reveal complexities. For example, USA and UK based studies 

×ÈÉÃÈ ÉÎÖÅÓÔÉÇÁÔÅ ÆÁÃÔÏÒÓ ÔÈÁÔ ÓÈÁÐÅÄ ÙÏÕÎÇ ×ÏÍÅÎȭÓ ÐÌÁÎÓ ÁÂÏÕÔ ÅÄÕÃÁÔÉÏÎȟ 

career development, motherhood, and combining career and motherhood, reveal 

ÔÈÁÔ ÙÏÕÎÇ ×ÏÍÅÎȭÓ ÅÄÕÃÁÔÉÏÎ and career plans were influenced by their 

assumptions about later motherhood and family life (for example, Askari, Liss, 

Erchull, Staebell, & Axelson, 2010; Battle & Wigfield, 2003; Ganginis Del Pino, 

/ȭ"ÒÉÅÎȟ -ÅÒÅÉÓÈȟ -ÉÌÌÅÒȟ ςπρσȠ 'ÒÅÇÏÒ Ǫ /ȭ"ÒÉÅÎȟ 2016; Marks & Houston, 2002).  

 

Some young women in Western contexts seem to restrict career choices quite 

early on, with a view to later family life and motherhood. In another example ɂ 

a quantitative study involving 401 college women of diverse ethnicities at a large 
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mid-Atlantic university in the USA ɂ women were willing to consider and 

compromise career plans for future children but were less willing to sacrifice 

their careers for their future partners (Ganginis Del Pino et al., 2013). Similarly, a 

questionnaire survey by Marks and Houston (2002) involving 92 high-achieving 

grammar schoolgirls aged 15-17 in the UK, found that the girls anticipated their 

future roles as mothers and expected social pressure to give up work to attend to 

future children and familial commitments. Despite having strong intentions of 

educational attainment and a career, the girls recognised the possibility of 

combining motherhood and a career, and expected that, in the ÆÕÔÕÒÅ ȰÉÍÐÏÒÔÁÎÔ 

ÏÔÈÅÒÓ ×ÏÕÌÄ ×ÁÎÔ ÔÈÅÍ ÔÏ ÓÔÏÐ ×ÏÒË ÔÏ ÃÁÒÅ ÆÏÒ ÔÈÅÉÒ ÃÈÉÌÄÒÅÎȱ ɉ-ÁÒËÓ Ǫ 

Houston, 2002, p. 329).  

 

Additionally, Gottfredson (1981) argued that children begin to consider options 

for prospective careers based on gender-specific notions of which jobs are 

considered suitable for males and females. Research by Cotter, Hermsen and 

Vanneman (2012) found that in the last three decades, many occupational fields 

have remained highly gendered; for example, women were overrepresented in 

fields such as dental nursing, secretarial science, nursing, primary school 

teaching, and domestic work. Notably, the context of this research is unclear. One 

longitudinal study in the USA comprising 409 participants found that, at a very 

young age, adolescent women decided to work towards less highly regarded jobs 

because they foresaw their responsibilities as wives and mothers later in life 

ɉ/ȭ"ÒÉÅÎȟ &ÒÉÅÄÍÁÎȟ 4ÉÐÔÏÎ Ǫ ,ÉÎÎȟ ςπππɊȢ  

 

Notably, women in the Western studies discussed so far display a level of agency 

when choosing their early careers, while at the same time anticipating domestic 

roles in the future. Although the literature considered so far has reflected 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ 7ÅÓÔÅÒÎ ÃÏÎÔÅØÔÓȟ ÌÉÍÉÔÅÄ ÓÔÕÄÉÅÓ ÓÉÎÃÅ ςπρς ÈÁÖÅ ÉÎÖÏÌÖÅÄ 

young girls in non-Western contexts, revealing similar findings (Chan, Ngai & 

Choi, 2016; Rogers, 2017). For example, in a life history study involving a 

purposive sampling of eight primary school women principals in Hong Kong, 

Chan et al. (2016) reported that while Chinese society has a high regard for 

education, girls were expected to sacrifice their education to give way to their 
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ÂÒÏÔÈÅÒÓȭ ÅÄÕÃÁÔÉÏÎȢ 4ÈÅ ×ÏÍÅÎ ÐÒÉÎÃÉÐÁÌÓ ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÎÏÔÅÄ ÔÈÁÔ ÉÎ Á 

patriarchal Confucian society in Hong Kong, as elsewhere in the developing 

worl d, parents have higher aspirations for boys than girls (except younger 

daughters). Elder daughters are expected to give up schooling to provide for the 

ÆÁÍÉÌÉÅÓ ÏÒ ÔÈÅÉÒ ÂÒÏÔÈÅÒȭÓ ÅÄÕÃÁÔÉÏÎ ÏÒ ÙÏÕÎÇÅÒ ÓÉÓÔÅÒȭÓ ÅÄÕÃÁÔÉÏÎ ɉ#ÈÁÎ ÅÔ ÁÌȢȟ 

2016; Choi, 2010). During the interviews, the principals in this study noted that 

×ÈÅÎ ÔÈÅÙ ×ÅÒÅ ÙÏÕÎÇȟ ÔÈÅÙ ×ÅÒÅ ȰÕÎÕÓÕÁÌÌÙ ÄÅÔÅÒÍÉÎÅÄ ÁÎÄ ÓÔÒÏÖÅ ÔÏ ÄÏ ×ÅÌÌȱ 

in school (Chan et al., 2016, p. 201). This was because only exceptional academic 

performance could save them from being the main care-providers or 

homemakers or working as factory workers or shoe-shiners after primary level 

six.  

 

Similarly, a study by Rogers (2017) involving 43 schoolgirls and 23 young tertiary 

women in Cambodia, revealed that most girls and young women anticipated their 

future roles as being homemakers. However, at the same time, the girls and 

women imagined futures as unconventional females and positive role models (as 

educated individuals and independent women), and as obedient daughters. To 

date, very ÌÉÍÉÔÅÄ ÌÉÔÅÒÁÔÕÒÅ ÈÁÓ ÅØÐÌÏÒÅÄ ÙÏÕÎÇ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÁÇÅÎÃÙ ÉÎ ÔÈÅ 

non-Western contexts, and so my study was partly  developed as a way of 

ÅØÐÌÏÒÉÎÇ ÆÁÃÔÏÒÓ ÔÈÁÔ ÉÎÆÌÕÅÎÃÅ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȢ  

 

Malaysia, the context of this study, includes three dominant ethnic groups ɀMalay, 

Chinese and Indian, along with multiple indigenous people groups, each with 

their own unique language, culture and heritage (MAMPU, 2019). There is very 

limited research available from Malaysia that focus on womÅÎȭÓ ÁÇÅÎÃÙ ÉÎ 

enacting their careers. However, available rÅÓÅÁÒÃÈ ÏÎ ×ÏÍÅÎȭÓ ÁÇÅÎÃÙ ÉÎ 

relation to their careers reveals ÔÈÁÔ ×ÏÍÅÎȭÓ ÄÅÃÉÓÉÏÎÓ may be influenced by 

cultural norms and societal expectations. For example, a survey conducted by 

Lim, Tan, and Chan (2013) involving 162 middle-level management female 

executives from ten manufacturing companies in Malaysia revealed that out of 

four variables (work-life balance, networking, mentoring support, and training 

and development), work-life balance and networking were identified as gender-

ÂÁÓÅÄ ÓÔÒÕÃÔÕÒÁÌ ÂÁÒÒÉÅÒÓ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÁÄÖÁÎÃÅÍÅÎÔȢ 4ÈÉÓ ÓÔÕÄÙ ÁÌÉgned 
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with the study by Cho et al. (2015), which showed that female employees 

prioritised families over their careers due to cultural demands and also due to 

little support received from their organisations. Therefore, instead of spending 

time on career networking, the women focused on family responsibilities and 

societal expectations. They were expected to prioritise  the expectations of family 

and society, in line with  cultural demands which are common in Malaysia (also 

see Hashim & Omar, 2004; Mahpul & Abdullah, 2011; Michael, Munisamy, Haron, 

& Yin-Fah, 2010). I elaborate more on the influence of culture below. Next, I turn 

to the literature on other issues and challenges women encounter in their careers. 

 

7ÏÍÅÎȭÓ ÐÁÒÔÉÃÉÐÁÔÉÏÎ ÉÎ ÔÈÅ ÌÁÂÏÕÒ ÆÏÒÃÅ ÉÓ ÒÅÌÁÔÉÖÅÌÙ ÈÉÇÈ ÉÎ ÍÏÓÔ ÃÏÕÎÔÒÉÅÓ 

around the world (Catalyst, 2018; International Labour Organisation, 2018). For 

example, a 2018 report on equality between women and men in the European 

Union (EU), noted thÁÔ ÔÈÅ %5ȭÓ ÁÉÍ ÉÓ ÔÏ ÒÅÁÃÈ χυ ÐÅÒÃÅÎÔ ÅÍÐÌÏÙÍÅÎÔ ÒÁÔÅ ÆÏÒ 

women by 2020 (Eurostat: Labour Force Survey, European Union, 2018). 

#ÕÒÒÅÎÔÌÙȟ ×ÏÍÅÎȭÓ ÌÁÂÏÕÒ ÆÏÒÃÅ ÐÁÒÔÉÃÉÐÁÔÉÏÎ ÉÎ ÔÈÅ %5 ÉÓ φφȢφ ÐÅÒÃÅÎÔ 

(European Union, ςπρψɊȢ )Î -ÁÌÁÙÓÉÁȟ ÔÈÅ ÃÏÎÔÅØÔ ÏÆ ÔÈÉÓ ÓÔÕÄÙȟ ×ÏÍÅÎȭÓ 

participation in the labour force is 50.98 percent with 35 percent in mid-level 

positions, but only 4.8 percent in senior-level positions (International Labour 

Organisation, ILOSTAT Database, Sept 2018). Similarly, in countries in the Asia 

0ÁÃÉÆÉÃ ÒÅÇÉÏÎȟ ×ÏÍÅÎȭÓ ÐÁÒÔÉÃÉÐÁÔÉÏÎ ÉÎ ÔÈÅ ×ÏÒËÆÏÒÃÅ ÅØÃÅÅÄÓ υπ ÐÅÒÃÅÎÔȟ ×ÉÔÈ 

women in mid-level positions ranging between 12 and 38 percent. However, 

women in senior-level positions range from 4.8 to 20 percent (Catalyst, 2018; 

International Labour Organisation, 2018). 

 

For decades, women have been under-represented in senior ranked positions in 

both public and private sectors in most countries around the world (see Aycan, 

2004; Barreto, Ryan & Schmitt, 2009; Burke & Mattis, 2007; Evans, Edwards, 

Burmester, & May, 2014). Researchers argue that, despite having higher 

educational attainment and better qualifications than men, women remain 

under-represented in most sectors of industry and the economy, and gender 

imbalances still exist (Cho, McLean, Amornpipat, et al., 2015; also see Davidson & 

Burke, 2004, 2011; Helfat, Harris, & Wolfson, 2006; Tarr-Whelan, 2009).  
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4ÈÅÒÅ ÉÓ Á ÐÌÅÔÈÏÒÁ ÏÆ ÌÉÔÅÒÁÔÕÒÅ ÐÒÏÖÉÄÉÎÇ ÐÏÓÓÉÂÌÅ ȬÒÅÁÓÏÎÓȭ ÆÏÒ ×ÏÍÅÎȭÓ ÌÉÍÉÔÅÄ 

representation in leadership positions. Several scholars argue that reasons 

include gender stereotyping and discrim ination in the workplace (for example, 

Liu, 2013; Heilman, 2012; Ryan & Haslam, 2007; Ryan, Haslam, Hersby, & 

Bongiorno, 2011; Schein, 2001); implicit bias4 or prejudicial attitudes (for 

example, Bruckmüller & Branscombe, 2010; Morley, Berma & Abdul Hamid, 

2016; Neale & Ozkanli, 2010; Nguyen, 2013); lack of quality mentoring and 

sponsoring ɉÆÏÒ ÅØÁÍÐÌÅȟ !ÂÒÁÍÏȟ $Ȭ!ÎÇÅÌÏ Ǫ 2ÏÓÁÔÉȟ ςπρυȠ "ÁÕÍÇÁÒÔÎÅÒ Ǫ 

Schneider, 2010; Ely, Ibarra & Kolb, 2011; Healy, Bradley & Forson, 2011; 

Hoobler, Lemmon, & Wayne, 2011); exclusion from social and informational 

networks (for example, Bartol & Zhang, 2007; Linehan & Scullion, 2008; Wang, 

2009); and gendered expectations of motherhood and domestic roles (for 

example, Alessio & Andrzejewski, 2000; Elias & Gunawardana, 2013; European 

Union, 2018; Liu, 2013).  Below, I consider these factors in more depth.  

 

Some scholars argue that stereotypical understandings of what it means to be a 

woman, ÓÈÁÐÅ ×ÏÍÅÎȭÓ Ãareer pathways. Stereotyping can be seen as a common 

feature of human nature (Cook & Cusack, 2010), and stereotypes about 

leadership and gender may be moderated by various contextual factors (Ryan & 

Haslam, 2007; Ryan et al., 2011). For example, in three comparative studies using 

online surveys in the USA, Ryan et al. (2011) found that companies with deficient 

performance considered women to be better managers. However, companies 

selected women for precarious leadership positions because women were seen 

as being more responsible if there was any failure. This discovery linked to an 

earlier study, whereby Ryan and Haslam (2007) asserted that in times of crisis, 

ÐÅÏÐÌÅ ÁÒÅ ÍÏÒÅ ÌÉËÅÌÙ ÔÏ ÍÁËÅ ÔÈÅ ÁÓÓÏÃÉÁÔÉÏÎ ȬÔÈÉÎË ÃÒÉÓÉÓ ɀ ÔÈÉÎË ÆÅÍÁÌÅȭȢ )Î 

contrast, under more promising circumstances, companies preferred men to lead. 

In  Study 1 by Ryan et al. (2011) which replicated 3ÃÈÅÉÎȭÓ ɉρωχσȟ ρωχυɊ Ótudies 

 

 

4 Implicit bias is a term used to explain how our brains instantly categorise people, based on 

stereotypes (Reskin, 2005). 
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ÔÏ ÅØÁÍÉÎÅ ÔÈÅ ÎÏÔÉÏÎ ÏÆ ȬÔÈÉnk managers ɀ ÔÈÉÎË ÍÁÌÅȭȟ 2ÙÁÎ ÅÔ ÁÌȢ ɉςπρρɊ ÁÌÓÏ 

ÄÉÓÃÏÖÅÒÅÄ ÔÈÁÔ ÍÏÓÔ ÃÏÍÐÁÎÉÅÓ ÐÒÅÆÅÒÒÅÄ ÍÅÎȭÓ ÌÅÁÄÅÒÓÈÉÐ ÂÅÃÁÕÓÅ ÍÁÌÅ 

leaders were associated with successful companies.  

 

Other studies have explored how stereotypes aÓÓÏÃÉÁÔÅÄ ×ÉÔÈ ȬÆÅÍÁÌÅÎÅÓÓȭ ÍÁÙ 

shapÅ ×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ ÔÈÅ ×ÏÒËÐÌÁÃÅȢ &ÏÒ ÅØÁÍÐÌÅȟ ,ÉÕ ɉςπρσɊ ÓÕÇÇÅÓÔÓ 

that nurturing and friendliness are seen as contrary to the attributes alleged to 

be key success characteristics in many organisations (Heilman, 2012; Schein, 

2001). Schein (2001) argues that women are less successful in organisations due 

to their feminine attributes. Schein insists that in business organisations, for 

example, the responsibilities for key decision-making and company profit are still 

held by men as they are seen as being decisive, assertive, and dominant (Catalyst, 

2010; also see Donnelly & Twenge, 2017; Heilman, 2012; Prentice & Carranza, 

2002) and women are seen as lacking these qualities. These gender stereotypes 

lead to biased ÐÅÒÃÅÐÔÉÏÎÓ ×ÈÉÃÈ ÍÁÙ ÁÆÆÅÃÔ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ 

(Heilman & Parks-Stamm, 2007). I consider the question of stereotypes in 

relation to my own data in Chapters Six and Eight. 

 

Second, although there seems to be obvious evidence that gender discrimination 

exists in workplaces, the literatÕÒÅ ÓÕÇÇÅÓÔÓ ÔÈÁÔ ÓÏÍÅ ÃÏÍÐÁÎÉÅÓȭ ȬÍÏÄÕÓ 

ÏÐÅÒÁÎÄÉȭ ÉÓ ÓÕÂÔÌÅ ÁÎÄ ÉÍÐÌÉÃÉÔ (Bruckmüller & Branscombe, 2010; Strauss, 

2013). For example, two quantitative experimental studies in the USA by 

Bruckmüller and Branscombe (2010) found similar findings to Ryan et al. (2011). 

"ÒÕÃËÍİÌÌÅÒȭÓ ÁÎÄ "ÒÁÎÓÃÏÍÂÅȭÓ ɉςπρπɊ ÓÔÕÄÙ ÓÏÕÇÈÔ ÐÏÓÓÉÂÌÅ ÅØplanations for 

ÔÈÅ ȬÇÌÁÓÓ ÃÌÉÆÆȭȟ ÏÒ ÇÅÎÄÅÒÅÄ ÌÅÁÄÅÒÓÈÉÐ ÐÁÔÔÅÒÎÓ ɉ%ØÐÅÒÉÍÅÎÔ /ÎÅɊ ÁÎÄ ÈÏ× 

expectations of future leaders may be driven by gender stereotypes (Experiment 

Two). The study revealed that implicit bias or prejudicial attitudes exist in times 

of success, there is a preference for male leadership, and in times of crisis, female 

attributes matter most in a future leader. As Bruckmüller and Branscombe 

ɉςπρπɊ ÁÒÇÕÅȟ ÔÈÅÒÅ ÉÓ Á ȰÄouble irony here ... When women get to enjoy the spoils 

of leadership (a) it is not because they are seen to deserve them, but because men 

no longer do, and (b) this only occurs when, and because, there are fewer spoils 

ÔÏ ÅÎÊÏÙȱ ɉÐȢ ττωɊȢ  
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Similarly, decision-making positions in university settings also reflect implicit 

bias and prejudicial attitudes towards women. For example, previous studies in 

Western contexts (such as New Zealand, and the UK) found that university 

leaders tend to favour men in decision-making positions such as vice-chancellor, 

deputy vice-chancellor, dean and manager, due to social norm perceptions that 

men can focus on their time at work better or without having to worry about 

domesticity, unlike women who have strong family obligations (Arini , Collings, 

Conner, McPherson, Midson, & Wilson, 2011; Doherty & Manfredi, 2006; Neale & 

Ozkanli, 2010). In contrast, some studies in non-Western contexts (for example, 

Malaysia, Vietnam and Turkey), found ÏÂÓÔÁÃÌÅÓ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ 

included implicit bias or prejudicial attitudes in organisational structures, norms, 

and values (Neale & Ozkanli, 2010; Nguyen, 2013), resulting in very few women 

ÌÅÁÄÅÒÓ ÉÎ ȬËÎÏ×ÌÅÄÇÅ ÅÃÏÎÏÍÙȭ ÐÏÓÉÔÉÏÎÓ ɉ-ÏÒÌÅÙ et al., 2016). For example, in 

Malaysian public universiÔÉÅÓȟ ÁÓ ÉÎ ÍÁÎÙ ÏÔÈÅÒ ȬÄÅÖÅÌÏÐÉÎÇȭ ÃÏÕÎÔÒÉÅÓȟ ÓÅÎÉÏÒ 

leadership positions such as vice-chancellor and deputy vice-chancellor are 

political appointments (Morley et al., 2016). Morley and colleagues argue that 

even though a policy in the 10th Malaysia Plan clearly evidenced that 30 percent 

of women should be appointed to decision-making positions, the appointment of 

only one woman as vice-chancellor in 2016 seemed to reflect prejudicial attitudes 

towards women in Malaysian universities. In October 2019, this woman vice-

chancellor was replaced with a man, leaving no women in vice-chancellor 

positions in Malaysia.  

 

Some studies suggest that women may experience difficulties ascending to higher 

positions in male-dominated organisations if they do not have the support of 

mentors and sponsors either inside or outside the organisation (Abramo et al., 

2015; Baumgartner & Schneider, 2010; Ely et al., 2011; Healy et al., 2011; Hoobler 

et al., 2011). These researchers argue that even when women have the right 

qualifications and skills to be in senior leadership roles, they cannot succeed 

witÈÏÕÔ ÔÈÅ ÓÕÐÐÏÒÔ ÏÆ ÔÈÅ ȬÒÉÇÈÔ ÍÅÎÔÏÒÓ ÁÎÄ ÓÐÏÎÓÏÒÓȭ. In order to have access 

to mentors and sponsors, women must enhance their human and social capital. 

Human capital is commonly acknowledged as an important asset for career 

development. Education, training, developmental opportunities, job tenure, 
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experience and mobility in work assignments each contribute to enhancing 

ÈÕÍÁÎ ÃÁÐÉÔÁÌ ɉ/ȭ.ÅÉÌ ÅÔ ÁÌȢȟ ςππψȟ ÐȢ χσσɊȢ 3ÏÃÉÁÌ ÃÁÐÉÔÁÌ ÒÅÆÅÒÓ ÔÏ ÓÏÃÉÁÌ ÎÅÔ×ÏÒËÓȢ 

Networks can take the form of formal arrangements or informal associations and 

provide critical advice and resources for career development (Ibarra , 1993, as 

ÃÉÔÅÄ ÉÎ /ȭ.ÅÉÌ ÅÔ ÁÌȢȟ ςππψȟ ÐȢχσσɊ. For example, Bickel (2014) recommends that 

for women to advance in the organisations, they must engage in constant 

ÉÎÔÅÒÁÃÔÉÏÎÓ ×ÉÔÈ ÔÈÅ ȬÒÉÇÈÔ ÐÅÏÐÌÅȭ ɉÁÌÓÏ ÓÅÅȟ "ÕÒË Ǫ %ÂÙȟ ςπρπȠ (ÁÇÇÁÒÄ & 

Turban, 2012). Scholars (Abramo et al., 2015; Baumgartner & Schneider, 2010; 

Healy et al., 2011) argue that, in order to succeed, women must build their 

Ȭnetworksȭ by getting to know and working with influential people in both their 

personal and professional circles. ) ÒÅÆÅÒ ÔÏ ȬÎÅÔ×ÏÒËȭ ÁÓ Á ÃÏÎÎÅÃÔÉÏÎ ÏÒ 

relationship with a variety of colleagues, particularly people with influence, that 

leads to mutual benefits (Linehan & Scullion, 2008). These scholars contend that 

women who are successful in their careers, more often than not, hold leadership 

positions in some ways due to the influential people who inspired them, instilled 

confidence in them, and encouraged them to succeed (also see, Baruch, 2004; 

Heilman, 2012; Rudman & Phelan, 2010). I explore this point in relation to my 

own data in Chapters Six and Eight.  

 

Research suggests that women can enhance their social capital by having access 

to social and informational networks in the workplace. For example, Wang 

ɉςππωɊ ÁÒÇÕÅÓ ÔÈÁÔ ÉÎÃÌÕÓÉÏÎ ÉÎ ÓÏÃÉÁÌ ÎÅÔ×ÏÒËÓ ÉÓ ÖÉÔÁÌ ÆÏÒ ×ÏÍÅÎȭÓ ÐÏ×ÅÒ 

attainment and career success; however, even if women do have access to top-

level management or capitalise on time and effort in constructing social 

networks, the benefit is not always favourable to women. Nevertheless, formal or 

informal collaborations involving support, ties, and influence are crucial to 

accomplish tasks, gain upward mobility, and personal and professional 

development (Bartol & Zhang, 2007; Linehan & Scullion, 2008).  

 

&ÉÎÁÌÌÙȟ Á ËÅÙ ÃÈÁÌÌÅÎÇÅ ÁÎÄ Á ÐÏÓÓÉÂÌÅ ÂÁÒÒÉÅÒ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ ÉÓ 

the role of motherhood and caregiving commitments. Research suggests that 

motherhood, caregiving responsibilities (including children and incapacitated 

ÁÄÕÌÔÓɊȟ ÁÎÄ ÏÔÈÅÒ ÄÏÍÅÓÔÉÃ ÒÏÌÅÓ ÍÁÙ ÌÉÍÉÔ ×ÏÍÅÎȭÓ ÆÕÌÌ ÃÏÍÍÉÔÍÅÎÔ ÔÏ ÔÈÅÉÒ 
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professional work, their participation in the social networks necessary to 

succeed, and their opportunities to ascend to top level management positions 

(Alessio & Andrzejewski, 2000; Elias & Gunawardana, 2013; European Union, 

2018; Liu, 2013). For example, a report by the European Union (2018) found that 

housekeeping aÎÄ ÒÁÉÓÉÎÇ ÃÈÉÌÄÒÅÎ ÁÒÅ ÓÔÉÌÌ ×ÉÄÅÌÙ ÃÏÎÓÉÄÅÒÅÄ Á ×ÏÍÁÎȭÓ ÒÏÌÅȢ 

More than four in ten Europeans (44 percent) believe the most important role of 

a woman is to take care of her home and family. Additionally, in one-third of EU 

Member States, this percentage was 70 percent or more (European Union, 2018). 

Such expectations and beliefs may make it hard for women to balance work-life 

commitments or have an uninterrupted focus on their careers, relative to men. 

 

In other contexts, such as in Asian countries, many factors hinder women from 

attaining higher management level positions. Cho et al. (2015) reviewed research 

conducted by eight female researchers representing eight Asian countries (China, 

India, Japan, Korea, Malaysia, Sri Lanka, Taiwan and Thailand). They found that 

these studies reported barriers including traditional cultural values and religious 

beliefs (also see similar findings in Jonsen, Maznevski & Schneider, 2010; Kim, 

2011; Kim & Rowley, 2009), traditional gender roles such as gendered 

stereotypes around motherhood and domestic work (also see Cooke, 2013; Elias 

& Gunawardana, 2013; Liu, 2013), lack of progress and resources in workplace 

reforms (also see Yamaguchi, 2019), and time constraints due to domestic 

demands (also see Cho et al., 2015). I discuss the traditional cultural values and 

religious beliefs next.  

 

Research suggests that cultural customs and religious beliefs influence ×ÏÍÅÎȭÓ 

values and views, as well as models and patterns of leadership (Ali, 2014; Hashim 

& Omar, 2004; Jonson, Maznevski & Schneider, 2010). For example, research in 

Asia suggests that appointing women to prominent leadership roles is very 

difficult  due to strict cultural customs and religious beliefs in family structures 

and relations (Ali, 2014; Cho et al., 2015; Kim, 2011; Kim & Rowley, 2009). In 

most parts of Asia, including Malaysia, regardless of their education levels, 

women are held accountable for domestic duties, childcare and motherhood (Cho 

et al., 2015; Hashim & Omar, 2004). Research suggests that employers in Malaysia 
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tend to ignore that women have both career and family commitments, limiting 

×ÏÍÅÎȭÓ career advancement and ignoring ×ÏÍÅÎȭÓ claims for equality in the 

workforce (Ali, 2014; Mahpul & Abdullah, 2011).  

 

Next, I explore some academic ÌÉÔÅÒÁÔÕÒÅ ÔÈÁÔ ÎÏÔÅÓ ÃÈÁÎÇÅÓ ÉÎ ×ÏÍÅÎȭÓ ÌÁÔÅÒ-life 

career trajectories, including how women define career and success. I discuss 

×ÏÍÅÎȭs later life career trajectories first in relation to career changes, and 

second, in relation to retirement. 

 

LiteratÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÒÅÃÅÎÔ ÙÅÁÒÓ ÈÁÓ ÓÈÉÆÔÅÄ ÆÒÏÍ Á ÆÏÃÕÓ ÏÎ 

organisational to individual agency (Belkin, 2003; Mainiero & Sullivan, 2006). 

-ÁÉÎÉÅÒÏ ÁÎÄ 3ÕÌÌÉÖÁÎ ɉςππφɊ ÁÒÇÕÅ ÔÈÁÔ ×ÏÍÅÎ ÁÒÅ ÄÅÆÉÎÉÎÇ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÃÁÒÅÅÒ 

ÓÕÃÃÅÓÓȭ ÄÉÆÆÅÒÅÎÔÌÙ ÎÏ× ÔÈÁÎ in the past. For example, women recognise non-

linear career pathways as acceptable, along with the ability to opt-in and opt-out 

as they wish (Belkin, 2003). Howeverȟ ÓÏÍÅ ÓÔÕÄÉÅÓ ÁÒÇÕÅ ÔÈÁÔ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ 

are still organisation-bound (Baruch, 2006; Baruch & Vardi, 2016; Inkson, Gunz, 

Ganesh & Roper, 2012), and ÁÎ ÉÎÃÒÅÁÓÉÎÇ ÎÕÍÂÅÒ ÏÆ ÓÔÕÄÉÅÓ ÈÉÇÈÌÉÇÈÔ ×ÏÍÅÎȭÓ 

decision to shift from one career to another (Deodhar , 2002; Hall, 2004; Sharma, 

2012; Yang & Konrad, 2011), for example, when women move abroad to work, 

opt for self-employment, or take optional5 or compulsory6 retirement (see for 

example, Duberley, Carmichael, & Szmigin, 2014; McKie, Biese & Jyrkinen, 2013). 

 

Women may choose to opt out of particular work contexts for a range of reasons. 

For example, they want to focus on motherhood, domesticity and caregiving 

roles, take early retirement, or they have health issues (Arber, 2004; Duberley, et 

al., 2014; Halim, Aziz, & Samsudin, 2016; Stone, 2008). Some women choose to 

 

 

5 Optional retirement in Malaysia refers to a retirement age of 56 or 58 years of age. If a public 

servant decides to retire earlier, they can apply for early retirement if they have been in service 

for more than 25 years or reach the age of 50.  

 

6 The compulsory age for retirement in the Malaysian public sector is 60 (Public Service 

Department, 2019). 
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shift careers when they opt-out from their home country (Deodhar, 2002; McKie 

et al., 2013; Sharma, 2012).  

 

There are many countries with high demand for highly skilled teachers. For 

example, Sharma (2012) reports that highly skilled teachers (including school 

teachers, academics, and researchers) in India opt-out and shift careers by 

moving abroad due to their dissatisfaction with the Indian education system, a 

desire for a better life, and to meet the rising demand for teachers in destination 

ÃÏÕÎÔÒÉÅÓȢ )Î 3ÈÁÒÍÁȭÓ ɉςπρςɊ ÓÔÕÄÙ ÉÎÖÏÌÖÉÎÇ ςυ )ÎÄÉÁÎ schoolteachers, teachers 

emigrated to high schools in the USA, Qatar, the United Arab Emirates, and 

Malaysia, seeking better prospects.  

 

Skilled teacher migration is relevant to my study, which involves women who 

were (or had been) teachers. Skilled teacher migration is relatively common in 

developing countries with the English language as a medium of instruction. For 

example, a study by Deodhar (2002) found that after opting-out from their 

careers as teachers in India, many women teachers moved to the USA, the UK, 

South Africa, Canada, Jamaica, India, Gulf countries, Singapore, the Maldives and 

Malaysia for better career opportunities.  

 

Global recruitment agencies recruit teachers from developing countries whose 

education systems use the English language (/ȭ+ÁÎÅȟ ςππ2). For example, the 

American Federation of Teachers (2009) reported that almost 19,000 teachers 

were recruited from abroad to work in the USA in 2007. The movement of 

teachers from Fiji to other countries has negatively impacted the quality of 

education in Fiji (Chandra, 2004; Voigt-Graf, 2003; Voigt-Graf, Iredale, & Khoo, 

2007). In South Africa, Manik (2007) found that teachers shifted careers after 

opting-out from their home country in search of better socio-economic prospects 

and career opportunities in the UK. Notably, no research seems to have explored 

the career trajectories of women teachers in South-East Asian countries such as 

Singapore and Malaysia. Next, I explore the ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÌÁÔÅÒ ÌÉÆÅ ÃÁÒÅÅÒ 

trajectories and plans after retirement. 

 



 

Chapter 2: Literature Review 55 

The concept of retirement has been implicitly linked to conventional male career 

pathways (Mavin, 2001), or the conclusion of uninterrupted employment 

(Szinovacz, 2003; Chung, Mitsui, 3ÚÉÎÏÖÁÃÚȟ Ǫ $ÁÖÅÙȟ ςππψɊȢ (Ï×ÅÖÅÒȟ ×ÏÍÅÎȭÓ 

lives and careers often do not follow orderly stages from education, through work 

to retirement, due to women experiencing breaks at some stages (Loretto et al., 

2009; Mavin, 2001). It is beÙÏÎÄ ÔÈÅ ÓÃÏÐÅ ÏÆ ÔÈÉÓ ÓÔÕÄÙ ÔÏ ÃÏÍÐÁÒÅ ÍÅÎȭÓ ÁÎÄ 

×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÂÅÃÁÕÓÅ ÍÙ ÃÏÎÃÅÒÎ ÉÎ ÔÈÉÓ ÔÈÅÓÉÓ ÉÓ ÔÏ ÅØÐÌÏÒÅ ×ÏÍÅÎȭÓ 

later life career trajectories which may include retirement. Armstrong-Stassen 

and Cameron (2005) ÁÒÇÕÅ ÔÈÁÔ ÏÌÄÅÒ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÅØÐÅÒÉÅÎÃÅÓ ÁÎÄ 

retirement have been given relatively little attention. My study, in part, addresses 

this gap in the literature.  

 

3ÕÐÅÒȭÓ ɉρωωπɊ ÃÁÒÅÅÒ ÄÅÖÅÌÏÐÍÅÎÔ ÔÈÅÏÒÙ ÉÄÅÎtified the final stage of career 

(over 65 years) as a period of detachment. Super argued that during this period, 

ÉÎÄÉÖÉÄÕÁÌÓȭ ÅÎÅÒÇÙ ÄÅÔÅÒÉÏÒÁÔÅÓȟ ÁÎÄ they prepare for a new living arrangement 

where paid employment is no longer a priority. Previous studies highlight key 

considerations at this stage as including personal health (Arber, 2004; Arber, 

Davidson, & Ginn, 2003), family and caring responsibilities (Price, 2003; Wong & 

Hardy, 2009; Loretto & Vickerstaff, 2015), financial issues (Kim & Moen, 2002; 

Perkins, 2003; Price, 2000; Ranzijn, Patrickson, Carson & Le Sueur, 2004; 

Smeaton & McKay, 2003), employment policies and discrimination (Armstrong-

Stassen, 2008; Patrickson & Ranzijn, 2004; Soidre, 2005), and institutional 

factors (Loretto & White, 2006; McNair, 2006). Each of these factors may 

influence womÅÎȭÓ ÒÅÔÉÒÅÍÅÎÔ ÄÅÃÉÓÉÏÎs, but due to their more complex career 

trajectories than men, women may also be differently positioned at the age of 

compulsory retirement.  

 

Women are less likely than men to be in full-time employment when they reach 

the age of compulsory retirement. In a mixed-methods study by Duberley et al. 

(2014) utilising contextual data and qualitative analysis across the UK, the 

researchers found that women under 65 years old were less likely than men to 

be in full-time employment, but more likely to be in part-time paid or unpaid 

employment, responsible for informal care of an adult or a disabled child, and 
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engaged in family care or voluntary work. Their analysis was based on a dataset 

derived by pooling the first 17 waves of the British Household Panel Survey 

(BHPS) from 1991 to 2007 involving 88,584 observations of people aged 50 and 

above, and 153,740 observations of people under 50 years old. The second set of 

data was taken from in-depth, semi-structured interviews with 28 women across 

ÔÈÅ 5+Ȣ $ÕÂÅÒÌÅÙ ÅÔ ÁÌȢ ɉςπρτɊ ÁÒÇÕÅ ÔÈÁÔ ×ÏÍÅÎȭÓ ÁÔÔÁÃÈÍÅÎÔ ÔÏ ÆÏÒÍÁÌȟ ÆÕÌÌ-time 

paid ÅÍÐÌÏÙÍÅÎÔ ÉÓ ÌÏÏÓÅÒ ÔÈÁÎ ÍÅÎȭÓȟ ÁÎÄ ÒÅÌÁÔÉÖÅÌÙ ÅÁÒÌÙ ÓÔÁÇÅÓ ÏÆ ÒÅÔÉÒÅÍÅÎÔ 

are a satisfying period for many women. Six of the 28 interviewees continued to 

work full -ÔÉÍÅ ÁÎÄ ×ÅÒÅ ÕÎÃÅÒÔÁÉÎ ÁÓ ÔÏ ×ÈÅÎ ÔÈÅÙ ×ÏÕÌÄ ÒÅÔÉÒÅ ȬÆÏÒ ÇÏÏÄȭȢ 

Seventeen women characterised retirement in terms of continuity and shifted 

from organisation-bound careers as academics, university managers, probation 

officers, solicitors, and finance managers to work in roles such as yoga teacher, 

part-time teacher, self-employed person, or home-based employee. The 

remaining five women retired completely due to ill-health. Interestingly, women 

in all age groups, except the oldest and sickest, were involved in voluntary work 

and linked voluntary work to personal well-being. In this sense, the women 

ÃÈÁÌÌÅÎÇÅÄ ÓÔÒÁÉÇÈÔÆÏÒ×ÁÒÄ ÎÏÔÉÏÎÓ ÏÆ ȬÐÅÎÓÉÏÎÅÒ ÉÄÅÎÔÉÔÙȭ ɂ a pattern which also 

emerged in my study (see Chapter Seven).  

 

2.3 CONCLUSION 

In this chapter, I reviewed the research literature relevant to international higher 

ÅÄÕÃÁÔÉÏÎ ÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅrs in Western and non-Western contexts. Drawing 

ÏÎ ÔÈÅ ÁÖÁÉÌÁÂÌÅ ÌÉÔÅÒÁÔÕÒÅȟ ) ÄÉÓÃÕÓÓÅÄ ÔÈÅ ÃÏÎÔÅÓÔÅÄ ÕÎÄÅÒÓÔÁÎÄÉÎÇÓ ÏÆ ȬÔÈÅ 

ÉÎÔÅÒÎÁÔÉÏÎÁÌÉÓÁÔÉÏÎ ÏÆ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎȭ ÁÎÄ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭȢ ) ÉÄÅÎÔÉÆÉÅÄ ÖÁÒÉÏÕÓ 

issues, benefits, and challenges relating to ×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ ÉÎÔÅÒÎÁÔÉÏÎÁÌ 

higher education and their subsequent careers over time. I identified the limits of 

7ÅÓÔÅÒÎ ÓÔÕÄÉÅÓ ÏÆ ×ÏÍÅÎȭÓ careers and explained the Kaleidoscope Career 

Model KCM as a career model that I draw on in this thesis to explore my 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓ ÁÎÄ ÈÏ× ÔÈÅÙ ÍÁÄÅ ÓÅÎÓÅ ÏÆ ÔÈÅÉÒ ÃÁÒÅÅÒÓȢ 

 

As discussed, students from Malaysia have participated in international 

education in Western universities since the early 1950s, initially under the 
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Colombo Plan arrangements. The Colombo Plan was aimed at producing leaders 

who would return to their home countries. However, no published research since 

the Colombo Plan era has explored the reasons Malaysian scholarship students 

choose to study abroad. In this thesis, I address this gap through attention to the 

study experiences of TISTEP participants who were sent to New Zealand. 

 

During their international education, international students have varied 

experiences. The literature reviewed in this chapter highlights how students find 

aspects of their experiences both challenging and rewarding. No published 

research to date has explored the international study experiences of mature-age, 

in-service teachers engaged in international study. My study addresses this gap 

through its attention to the international study experience of TISTEP 

participants.   

 

! ÆÕÒÔÈÅÒ ÁÓÐÅÃÔ ÏÆ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅÄÕÃÁÔÉÏÎ ÉÓ ÉÔÓ ÉÍÐÁÃÔ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ 4ÈÉÓ 

study explores how women from a non-Western context (Malaysia) navigate 

their careers following higher education experiences in a Western context (New 

Zealand). The eØÉÓÔÉÎÇ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÙ ÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÆÁÉÌÓ 

to consider the full complexity of womeÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÎÏÎ-Western contexts, and 

how non-Western mature women with Western higher educational experiences 

ÁÎÄ ÑÕÁÌÉÆÉÃÁÔÉÏÎÓ ÁÒÅ ÐÏÓÉÔÉÏÎÅÄ ×ÈÅÎ ÔÈÅÙ ÒÅÔÕÒÎ ÔÏ ÅÍÐÌÏÙÍÅÎÔ ȬÁÔ ÈÏÍÅȭȢ )Î 

this thesis, I draw on KCM as an interpretive lens to analyse wÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ 

of study and subsequent employment.  I draw on the three parameters of KCM 

(authenticity, balance, ÁÎÄ ÃÈÁÌÌÅÎÇÅɊ ÔÏ ÍÁËÅ ÓÅÎÓÅ ÏÆ ÔÈÅ ×ÏÍÅÎȭÓ ÓÅÎÓÅ-

making, as they reflect on their past, present, and future career trajectories.  

 

Finally, with  its focus on Malaysian women and temporality, my thesis addresses 

0ÁÔÔÏÎȭs (2013, p. 200) injunction that researchers ÅØÐÌÏÒÅ ÈÏ× Ȱ7ÏÍÅÎȭÓ ÒÏÌÅÓ 

ÉÎ ÐÁÉÄ ×ÏÒË ÁÒÅ ÃÈÁÎÇÉÎÇȱȢ )Ô ÁÌÓÏ ÁÄÄÓ ÔÏ ÔÈÅ ÍÁÉÎÌÙ 7ÅÓÔÅÒÎ-centric career 

literature by highlighting  ÔÈÅ ȰÈÅÔÅÒÏÇÅÎÅÉÔÙ ÁÎÄ ÄÉÖÅÒÓÉÔÙ ÏÆ ×ÏÍÅÎȱ ÔÈÒÏÕÇÈ 

ÁÔÔÅÎÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ in Malaysia (p. 200).  

 

In the following chapter, I explain my research methodology.   
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Chapter 3: Methodology  

INTRODUCTION  

In this chapter, I describe my research methodology. The chapter is divided into 

eight sub-sections. First, I outline the main research questions that guided my 

study, and then, I briefly revisit the context in which the research was conducted. 

In the second section, I explain my research approach, including the ontology and 

epistemology underpinning the study. In the third section, I discuss the ethical 

considerations that guided my engagement with participants and the use of their 

narrative accounts. In the fourth section, I detail the recruitment of participants 

in this study. In the fifth section, I outline my methods of data collection and data 

management. In the sixth section, I explain how I analysed the data using 

narrative analysis. In the seventh section, I discuss the steps taken to ensure 

rigour in the findings. In the eighth section, I conclude by acknowledging some 

limitations to my methodological approach and outlining the finding chapters 

that follow. 

 

3.1 RESEARCH QUESTIONS AND RESEARCH CONTEXT 

Research questions are fundamental to the construction of the research 

methodology and research design. As outlined in Chapter One, the research 

questions that guided this study were: 

1. 7ÈÁÔ ÆÁÃÔÏÒÓ ÉÎÆÌÕÅÎÃÅÄ ÍÁÔÕÒÅ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ 

choices and decisions? 

2. How do the women interpret their international higher education 

experiences in New Zealand? 

3. How do the women currently make sense of their career pathways in 

Malaysia? 

4. (Ï× ÄÏ ÔÈÅ ×ÏÍÅÎ ÄÅÆÉÎÅ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ, now? 

5. How do the women imagine their future career trajectories? 
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6. (Ï× ÍÉÇÈÔ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎÆÏÒÍ ÏÕÒ ÔÈÉÎËÉÎÇ ÁÂÏÕÔ ȬÎÏÎ-

7ÅÓÔÅÒÎȭ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȩ 

 

In the following sections, I explain how I went about addressing the research 

questions; however, I first briefly revisit the context in which this research was 

conducted. 

 

As noted in Chapter One, as a Malaysian Twinned In-Service Teacher Education 

Programme (TISTEP) participant, I initiated the project because I was interested 

in what other TISTEP participants had to say about their lives as women before, 

during and after their New Zealand educational experiences, and about how their 

careers had progressed since then. My overall study aims align with a narrative 

analysis approach: to explore the international higher education experiences of 

Malaysian women educators who completed TISTEP in a New Zealand higher 

education institution, and to address the lack ÏÆ ÁÔÔÅÎÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

development in non-Western contexts. 

 

3.2 RESEARCH DESIGN  

In this section, I discuss the research design that I employed in this study. First, I 

begin by explaining the ontology and epistemology that informed my study. Then, 

I explain my use of narrative inquiry to explore how women made sense of their 

personal lives and careers in relation to their international study in New Zealand. 

In other words, in this section, I explain why and how I drew on a narrative 

approach. 

 

3.2.1 Ontology and epistemology  

Ȭ/ÎÔÏÌÏÇÙȭ ÒÅÆÅÒÓ ÔÏ ÏÕÒ ÁÓÓÕÍÐÔÉÏÎÓ ÁÂÏÕÔ ÔÈÅ ÎÁÔÕÒÅ ÏÆ ÔÈÅ ×ÏÒÌÄ (Grix, 2002) 

ÁÎÄ ÁÂÏÕÔ ÈÕÍÁÎ ÂÅÉÎÇÓȭ ÉÎÔÅÒÁÃÔÉÏÎÓ ÉÎ ÓÏÃÉÁÌ ÃÏÎÔÅØÔÓ (Bryman, 2016). My 

research reflected a relativist ontology in that narratives are interpretive, and 

therefore need interpretation (Riessman, 1993). In designing the study, I 
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assumed that there are many ways of interpreting the world , that truth is not 

singular, ÁÎÄ ÔÈÁÔ ȬÒÅÁÌÉÔÉÅÓȭ ÁÒÅ ÓÏÃÉÁÌÌÙ ÃÏÎÓÔÒÕÃÔÅÄ (Denzin & Lincoln, 2008; 

2011; Gergen, 1999; Gergen & Gergen, 2000). In this thesis, I explore how 

×ÏÍÅÎȭÓ ÓÔÏÒÉÅÓ ×ÅÒÅ ÉÎÔÅÒÐÒÅÔÅÄ ÉÎ ÍÁÎÙ ×ÁÙÓ ÂÙ ÔÈÅ ×ÏÍÅÎ ÉÎ ÍÙ ÓÔÕÄÙȟ ÁÎÄ 

how I, as a researcher, also interpreted their interpretations. In this sense, the 

thesis is an account of multiple, subjective realities.  

 

Meanings for interpretivists are not fixed. A narrative approach is situated within 

an interpretivist paradigm, where meanings are perceived as continually being 

created, changed, modified, and developed through interaction (Creswell, 2015; 

Patton, 2015).  The meanings and understandings in this thesis were developed 

socially and experientially. As an interpretivist, when collecting and analysing the 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȟ ) ×ÁÓ ÉÎÔÅÒÅÓÔÅÄ ÉÎ ÔÈÅ ÄÉÆÆÅÒÅÎÔ ÁÎÄ ÓÉÍÉÌÁÒ ÒÅÁÌÉÔÉÅÓ ÔÈÁÔ 

emerged acroÓÓ ÔÈÅÍȢ ) ×ÁÓ ÁÌÓÏ ÉÎÔÅÒÅÓÔÅÄ ÉÎ ÈÏ× ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÓÉÔÕÁÔÉÏÎÓȟ 

decisions, actions, and experiences constructed realities which were also subject 

ÔÏ ÍÙ ɉÁÎÄ ÔÈÅ ÒÅÁÄÅÒÓȭɊ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ɉCortazzi, 2014). Since I am interested in 

how women experienced international study and their subsequent careers, and 

how they made sense of their experiences, my thesis reflects multiple 

constructions of reality (Bunge, 1993). It is not an attempt to find one coherent, 

or unified, account. 

 

My epistemology draws on constructionism. This is appropriate since a 

constructionist approach enables me to consider how the women in my study 

constructed narratives based on their experiences, and to similarly construct 

ÉÎÓÉÇÈÔÓ ÆÒÏÍ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ɉRiessman, 1993). A 

constructionist epistemology can enrich our understanding of how people learn 

and grow (Ackermann, 2001) and is in line with a relativist ontology (Bunge, 

1993). In this thesis, I generate knowledge through my interpretations of 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÏÎÓÔÒÕÃÔÉÏÎÓ ÏÆ ÔÈÅÉÒ ÅØperiences and actions (including decisions 

about their personal lives and careers). My aim in drawing on a constructionist 

epistemology is not to uncover absolute truth, bound by time and context (Burr, 

2015), but to examine multiple realities and interpretations of these realities. 
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Additionally, within an interpretive paradigm, narrative inquiry helps me to 

understand both the subjective experiences of participants (Bryman, 2016) and 

the contexts or situations in which their experiences were situated (Merriam & 

Tisdell, 2015). My main goal as a constructionist-interpretivist researcher is to 

understand the meanings of a social situation from the points of view of TISTEP 

women who went through the situation. In other words, I seek to interpret the 

ÅØÐÅÒÉÅÎÃÅÓ ÏÒ ÅÖÅÎÔÓ ×ÈÉÃÈ ÏÃÃÕÒÒÅÄ ÉÎ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÌÉÖÅÓȟ ÕÎÄÅÒÓÔÁÎÄ ÈÏ× 

they made (and continue to make) sense of their experiences, and examine the 

meanings embodied in the ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÃÔÉÏÎÓ ÏÒ ÄÅÃÉÓÉÏÎÓ (Schwandt, 2014).  

 

The phenomena under study ɂ ×ÏÍÅÎȭÓ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅÄÕÃÁÔÉÏÎ ÅØÐÅÒÉÅÎÃÅÓ 

and subsequent careers ɂ are examples of social constructs. As discussed in 

Chapter Two, there are many different understandings of what constitutes the 

internationalisation of higher education, and of what constitutes a (successful) 

career. In Chapter Two, I explained how, in the research literature, the 

internationalisation of higher education is understood differently, depending on 

how it is constructed in relation to time, history, culture and/or contexts. In this 

ÔÈÅÓÉÓȟ ) ÍÏÖÅ ÂÅÙÏÎÄ Á ÓÉÍÐÌÅ ÁÃËÎÏ×ÌÅÄÇÅÍÅÎÔ ÔÈÁÔ ×ÏÍÅÎȭÓ ÉÎÔÅÒÎÁÔÉÏÎÁÌ 

higher education experiences and careers are socially constructed phenomena. 

This is because the study examined how my parti cipants constructed knowledge 

by reconstructing or telling stories of their individual experiences (Clandinin, 

2000). Narrative inquiry allowed me to do this, through interviews with my 

participants about their life experiences.   

 

3.2.2 Narrative Inquiry  

In this study, I utilised a narrative approach to qualitative inquiry (Clandinin, 

2016). Although educational research uses narrative inquiry extensively, it 

remains contested in many ways (Byrne, 2017). For example, the notion of 

ȬÎÁÒÒÁÔÉÖÅ ÉÎÑÕÉÒÙȭȟ ÁÎÄ ÔÈÅ ÍÅÁÎÉÎÇÓ ÁÔÔÁÃÈÅÄ ÔÏ ÓÕÃÈ ÃÏÎÃÅÐÔÓ ÁÓ ÌÁÎÇÕÁge, voice 

and representation are debated in the literature (for example, see Byrne, 2017; 

Denzin, 1997, 2004; Foley, 2004; Leavy, 2009, 2010). Nevertheless, in my study, 

narrative inquiry offers a participant-centred approach to data collection that 
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ÆÏÃÕÓÅÓ ÏÎ ×ÏÍÅÎȭÓ ÃÏÍÐÌÅØ ÓÔÏÒÉÅÓ ÏÆ ÔÈÅÉÒ ÅØÐÅÒÉÅÎÃÅÓȟ ÏÆÆÅÒÉÎÇ ÒÉÃÈ ÁÎÄ 

holistic views that are also women-centred (Webster & Mertova, 2007). 

Contextuality is at the heart of this narrative study (Kim, 2016).  

 

4ÈÒÏÕÇÈÏÕÔ ÔÈÅ ÔÈÅÓÉÓȟ ) ÕÓÅ ÔÈÅ ÔÅÒÍ ȬÎÁÒÒÁÔÉÖÅȭ ÔÏ ÐÏÓÉÔÉÏÎ ÍÙ ÒÅÓÅÁÒÃÈ ÄÁÔÁ ÁÓ 

ȬÓÔÏÒÉÅÓȭȟ ÉÎ ÌÉÎÅ ×ÉÔÈ Á ÎÁÒÒÁÔÉÖÅ ÉÎÑÕÉÒÙ ÒÅÓÅÁÒÃÈ ÍÅÔÈÏÄ (Connelly & Clandinin, 

1990, 2006). As Van Manen (1990) suggests, the research method should be in 

ÈÁÒÍÏÎÙ ×ÉÔÈ ÔÈÅ ÒÅÓÅÁÒÃÈÅÒȭÓ ȰÄÅÅÐ ÉÎÔÅÒÅÓÔȱ ɉÐȢ ςɊȢ As discussed in Chapters 

One and Two, my interest was informed by my own experiences as a TISTEP 

participant, and the academic accounts of challenges and enablers women face in 

ÔÈÅÉÒ ÃÁÒÅÅÒÓ ɉ"ÁÒÕÃÈȟ ςππφȠ /ȭ.ÅÉÌ et al., 2008, 2013) ɂ in particular, in non-

Western countries (Cho et al., 2015). Narrative inquiry allows me to foreground 

×ÏÍÅÎȭÓ ÕÎÄÅÒÓÔÁÎÄÉÎÇÓ ÏÆ ÔÈÅÉÒ ÃÁÒÅÅÒ ÅØÐÅÒÉÅÎÃÅÓ ɉ/ȭ.ÅÉÌ et al., 2013) as a 

basis for drawing conclusions that might help policy and practice in relation to 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ (Chapter Eight).  

 

Narrative interviews invite participants to express themselves freely (Riessman, 

ρωωσɊȢ -Ù ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅØÐÅÒÉÅÎÃÅÓ ÔÏÏË ÐÌÁÃÅ ÍÏÒÅ ÔÈÁÎ ςπ ÙÅÁÒÓ 

ago; therefore, a narrative approach, combined with photo-elicitation (see below) 

allowed them to reflect on their experiences in a natural, conversational way. In 

the interviews, I asked questions that generated extended discussion (Riessman, 

1993), and allowed my participants to construct answers in the ways they found 

meaningful (Cortazzi, 2014).  

 

Narrativisation tells not only about past moments, but also about how people 

understand the meanings of those moments (Riessman, 1993). The women in my 

ÓÔÕÄÙ ÍÁÄÅ ÓÅÎÓÅ ÏÆ ÔÈÅÉÒ ÃÁÒÅÅÒÓ ÔÈÒÏÕÇÈ ÒÅÆÌÅÃÔÉÎÇ ÏÎ ȰÒÏÕÔÉÎÅ ÐÒÏÂÌÅÍÁÔÉÃ 

momentÓ ÁÎÄ ÍÅÁÎÉÎÇÓȱ ÉÎ ÔÈÅÉÒ ÌÉÖÅÓ (Denzin & Lincoln, 1994, p. 2). Webster and 

-ÅÒÔÏÖÁ ɉςππχɊ ÓÕÇÇÅÓÔ ÔÈÁÔ ÎÁÒÒÁÔÉÖÅÓ ɉÏÒ ÓÔÏÒÉÅÓɊ ȰÁÒÅ Á reflection of the fact 

that experience is a matter of growth, and that understandings are continually 

ÄÅÖÅÌÏÐÅÄȟ ÒÅÓÈÁÐÅÄ ÁÎÄ ÒÅÔÏÌÄȟ ÏÆÔÅÎ ÉÎÆÏÒÍÁÌÌÙȱ ɉÐȢ ρτɊȢ 4ÈÅÙ ÁÒÇÕÅ ÔÈÁÔ 

narratives can reveal understandings which more traditional modes of inquiry do 

not.  
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In this thesis, I focus on context in terms of temporality,  geographical locations 

(New Zealand and Malaysia), and other people whose lives and work shaped my 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÁÒÅÅÒ ÐÁÔÈ×ÁÙÓȢ 7ÈÅÎ ÉÎÔÅÒÖÉÅ×ÉÎÇ ÔÈÅ ×ÏÍÅÎ ÉÎ ÍÙ ÓÔÕÄÙȟ ) 

explored the temporal context by asking them to reflect on their early career 

experiences (past), their time in New Zealand (past), their current career 

challenges, and their enablers (present), and their hoped for (future) career 

trajectories. During the process of retelling the events in their lives, my 

participants discussed other contexts in which they interacted with people. The 

pÅÏÐÌÅ ÔÈÅÙ ÒÅÆÅÒÒÅÄ ÔÏ ÉÎÃÌÕÄÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÆÁÍÉÌÉÅÓ, colleagues and friends in 

New Zealand, and workplace colleagues in Malaysia.  

 

As noted, narrativeÓ ÁÒÅ ȰÒÏÏÔÅÄ ÉÎ ÃÏÎÔÅØÔȱȟ ÂÕÔ ÔÈÅÙ ÁÒÅ ÁÌÓÏ ȰÉÎÔÅÒÐÒÅÔÅÄ 

ÁÃÃÏÒÄÉÎÇ ÔÏ ÔÈÅ ÌÏÃÁÌ ËÎÏ×ÌÅÄÇÅ ÏÆ ÔÈÁÔ ÃÏÎÔÅØÔȱ ɉ3ÔÅÐÈÅÎÓ & Trahar, 2012, p. 

υωɊȢ -Ù ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÃÁÒÅÅÒ ÐÁÔÈ×ÁÙÓ ×ÅÒÅ ÒÏÏÔÅÄ ÉÎ 

ÂÏÔÈ -ÁÌÁÙÓÉÁ ÁÎÄ .Å× :ÅÁÌÁÎÄȢ !Ó ÁÎ ȬÉÎÓÉÄÅÒ ÒÅÓÅÁÒÃÈÅÒȭ ɉÓÅÅ ÄÅÔÁÉÌÓ ÉÎ #ÈÁÐÔÅÒ 

One), I have a deep understanding of both contexts, having also studied, lived, and 

worked in both. For this reason, I had contextual knowledge which aided me in 

ÉÎÔÅÒÐÒÅÔÉÎÇ ÔÈÅ ×ÏÍÅÎȭÓ ÃÏÎÔÅØÔÕÁÌÌÙ-situated narrative accounts. 

 

3.3 RESEARCH METHODS 

In this section, I make explicit how I conducted this study and the evaluative 

judgement behind my decisions (Creswell, 2015; Pillow, 2003). Specifically, I 

highlight how I utilised narrative inquiry to collect and analyse my data. I begin 

this section by highlighting the ethical issues and considerations inherent in the 

study, and how I sought to address them.  

 

3.3.1 Ethical issues and considerations  

Researchers must be aware that they are responsible for the ethical implications 

of their research (Mutch, 2013). Therefore, in my study, I was (and remain) 

answerable to both people and institutions for my formal and everyday ethical 
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decisions (Guo, 2009; Mutch, 2013). For example, I was answerable to my 

research participants, the ethical approval committee from the university that I 

enrolled for my doctoral study, my research project supervisory committee, and 

the Malaysian Ministry of Education. Next, I describe the formal and everyday 

ethical considerations that informed my study. 

 

I started my PhD study at a university in the North Island of New Zealand in March 

2015. However, due to unforeseen circumstances, I applied for a transfer to 

another university in the South Island of New Zealand in March 2017. I applied 

for a full Human Ethics Approval in 2016 while I was still pursuing my study at 

the first university. I obtained the formal ethical approval on 29th July 2016 

(Ethics Notification: SOB 16/29, see Appendix A).  

 

After consultation with the new supervisory team and the Graduate Research 

School at the second university in March 2017, I received confirmation that I did 

not have to make any amendments nor apply for a new approval as the existing 

formal Human Ethics Approval (SOB/16/29) was still valid and transferable to 

the second university. Moreover, by the time I transferred to the second 

university, I had completed my data collection.  

 

Before applying for ethical approval, I sent letters about the proposed study to 

the New Zealand university where the women studied (see Appendix B), and to 

the Malaysian Ministry of Education (see Appendix C). I sent the letters to these 

organisations because TISTEP, the twinning programme in which the 

participants had taken part, was based on a partnership between the Malaysian 

Ministry of Education and the New Zealand university (see Chapter One). The 

letters described what the research was about and what was involved for 

participants and asked for approval to use the university database to send out 

details of the research to potential participants. 

 

I also included a project summary (Information Sheet ɀ Appendix D), where I 

explained my role as a student researcher in relation to my (then) universitÙȭÓ 
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Human Ethics Committee requirements. I also attached a Consent Form for 

prospective participants (see Appendix E). 

 

The Information Sheet and the Consent Form clearly outlined that participation 

in the study was voluntary, and that the participants had the right to withdraw 

from the study at any stage. Since all participants were still working in the 

Malaysian public service at the time of recruitment, I assured them any sensitive 

information revealed about them and/or their organisations would remain 

aÎÏÎÙÍÏÕÓȢ 3ÔÅÐÓ ÔÁËÅÎ ÔÏ ÅÎÓÕÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÎÏÎÙÍÉÔÙ ÉÎÃÌÕÄÅÄ ÕÓÉÎÇ 

pseudonyms; removing their personal details, including locations; and removing 

all details which might show their organisations. 

 

When developing the study, my primary concern was for the welfare of my 

participants and maintaining respect for their dignity and rights (see Allmark, 

2002). Some key ethical considerations ÉÎÃÌÕÄÅÄ ÈÏ× ÔÏ ÍÁÉÎÔÁÉÎ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

anonymity when some sensitive issues might implicate other participants or 

ÃÏÌÌÅÁÇÕÅÓȟ ÁÎÄ ÈÏ× ÔÏ ÅÎÓÕÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÎÏÎÙÍÉÔÙ ×ÉÔÈÉÎ ÏÒÇÁÎÉÓÁÔÉÏÎÓ 

where they may still be working. 

 

In my study, attention to ethics was not just a matter of filling out a form, but also 

involved in my decision-making from the beginning to the end of my study. I 

understand attention to ethical considerations as part of my everyday practice as 

a researcher ɀ from the choice of my research and interview questions to the 

dissemination of findings and everything in between. Two examples demonstrate 

how I exercised ethical judgment during the project in an everyday sense. First, 

on two occasions, I had to stop the audio recording, when participants who were 

unwell became upset and very emotional when they talked about their serious 

illness and loss of family members. Second, in four interviews, participants told 

me they were very uncomfortable answering questions about whether they 

thought their ability or inability to be in a leadership position had anything to do 

with their cultural  or religious background. One of these participants, who was in 

a senior leadership role, said that if she wanted to keep her position, she had to 

decline my request to answer questions related to culture and Malaysian 
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education system. As a result, I dropped this question in subsequent interview s 

in consideration for participantsȭ sense of safety and comfort.  

 

3.4 3!-0,).' 02/#%$52%3 !.$ 0!24)#)0!.43ȭ #(!2!#4%2)34)#3 

As noted in Chapter One, in total, 975 educators (75 in New Zealand and 900 in 

the UK) took part in TISTEP. These included men and women educators from 

multiple ethnicities and a range of religious backgrounds. However, my study 

focused only on TISTEP women educators who obtained their degrees in New 

Zealand because I was interested in researcÈÉÎÇ ×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÏÆ 

international education and subsequent careers. The participants in my study 

were recruited from approximately 60 per cent of the 75 New Zealand TISTEP 

educators. Participants in this study were all in-service teachers who were part 

of TISTEP for 2 to 2.5 years as full-time students at University Y in the South 

Island of New Zealand between 1995 and 1998. Thus, I employed a purposive 

sampling approach (Bryman, 2016) to find female participants who fitted the 

study criteria, according to the purposes of the research project (Trochim, 2006). 

 

My justification for choosing only the New Zealand group was that I had insider 

knowledge of their  programme. Additionally, I chose 14 women as the sample 

size for pragmatic reasons. As a self-funded PhD student living in New Zealand, it 

was necessary to limit the scope of the study for practical and financial reasons.  

These 14 women were close to where I live in Malaysia (some of them were up to 

400 km away), and they were all women. However, I understand that 14 could be 

seen as a small number of participants and I recognise this as a limitation of my 

study (see Discussion). 

 

Locating research participants was problematic (Flick, 2018). Initially, I began 

recruitment by writing formally to two divisions of the MMoE: 1. Bahagian 

Pendidikan Guru (The Teacher Education Division), and 2. Bahagian Tajaan 

Biasiswa (The Scholarship Division). After waiting for more than a month, I did 

not get any feedback from either division. I then made phone calls to the directors 

ÏÆ ÂÏÔÈ ÄÉÖÉÓÉÏÎÓȟ ÂÕÔ ÔÈÅ ÄÉÒÅÃÔÏÒÓ ÔÏÌÄ ÍÅ ÔÈÁÔ ɉ4)34%0Ɋ ÓÃÈÏÌÁÒÓÈÉÐ ÒÅÃÉÐÉÅÎÔÓȭ 
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records were neither kept nor archived after seven years; this is a Malaysian 

Government standard archival procedure. Additionally, the directors noted that, 

as TISTEP took place more than 20 years ago, documents such as lists of 

scholarship recipients and their contact details were not kept in online databases 

(online databases were not yet available in the 1990s); however, the records 

were all in standard hard copies. 

 

In 2016, when my efforts to recruit participants through the MMoE failed, I 

contacted the Alumni Office at their previous university in New Zealand. The 

Alumni Office keeps all past ÓÔÕÄÅÎÔÓȭ ÉÎÆÏÒÍÁÔÉÏÎȠ ÈÏ×ÅÖÅÒȟ ÄÕÅ ÔÏ ÐÒÉÖÁÃÙ ÁÎÄ 

ÓÅÃÕÒÉÔÙ ÌÅÇÉÓÌÁÔÉÏÎȟ ) ×ÁÓ ÎÏÔ ÁÂÌÅ ÔÏ ÁÃÃÅÓÓ ÔÈÅ ÕÎÉÖÅÒÓÉÔÙȭÓ ÄÁÔÁÂÁÓÅÓȢ (Ï×ÅÖÅÒȟ 

the Alumni Office agreed to send out the invitation via a preliminary  survey 

(Google Forms) that I created, with the Information Sheet and Consent Form 

attached. The Alumni Office extended the invitation in two ways: via email and by 

courier. The preliminary survey was to gather information on partÉÃÉÐÁÎÔÓȭ 

locations, gender, and ethnicities, as well as to invite them to take part in this 

study. I did not predetermine the number of participants. In the Google forms (via 

email), I asked participants who wished to be part of the study to read the 

Information Sheet, complete the survey, sign and return the Consent Form to 

indicate their willingness to take part in the research.  

 

Next, I contacted all those who responded to the preliminary survey. Out of 75 

TISTEP educators, only three women responded to the survey in the first attempt. 

Therefore, I decided to also contact people through my personal and professional 

networks. Using Á ȬÓÎÏ×ÂÁÌÌÉÎÇȭ ÔÅÃÈÎÉÑÕÅȟ ) ÒÅÃÒÕÉÔÅÄ ÁÎÏÔÈÅÒ ςσ ÐÏÔÅÎÔÉÁÌ 

participants. Out of the 23 participants whom I managed to contact via telephone 

and email, seven declined to take part, leaving 16 women who agreed to take part 

in the study.  

 

A further potential participant declined to take part due to her busy schedule.  

Additionally, I had to reject another potential participant as she lived in East 

Malaysia, which would have been too costly for me to visit to conduct a face-to-

face interview. I offered to interview this participant via video call, but she 
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declined due to the poor internet connection in the rural area where she was 

living. I therefore commenced data collection with the remaining 14 participants.  

 

In Table 4, I provide demographic details for the 14 women who took part in this 

study. I use pseudonyms for their names and current locations to ensure their 

anonymity. Their ethnicities, current positions, and current organisations are 

worth noti ng here because they highlight the diversity of the participant 

population. 

Table 4 

Demographic information of research participants 

 

 

Qualitative research scholars have not been able to achieve a firm consensus on 

the ideal sample size. Beitin (2012) recommends a sample size between six to 12 

ÐÁÒÔÉÃÉÐÁÎÔÓȟ ÓÕÇÇÅÓÔÉÎÇ ÔÈÁÔ ÓÔÕÄÉÅÓ ÃÁÎ ÒÅÁÃÈ Á ÐÏÉÎÔ ÏÆ ȬÓÁÔÕÒÁÔÉÏÎȭ ÁÆÔÅÒ ÓÉØ 

interviews once there is thematic repetition. However, Kvale (2008) suggests that 

No. 
Name 

(Pseudonym) 
Ethnicity 

Current 
Location 

Current 
Position 

Current organisation 

1. Rahmah Fauzi Malay Kelantan Lecturer 
Ministry of Higher 
Education 

2. Wan Anna Amin Malay Putrajaya 
Deputy 
Director 

Ministry of Education 

3. Teoh Sui Sum Chinese Johor 
Deputy 
Director 

Teacher Education 
Institute  

4. Teh Kim Hong Chinese Kedah 
Senior 
Lecturer 

Teacher Education 
Institute  

5. Suriah Manap Malay Johor Lecturer 
Teacher Education 
Institute  

6. Edina Abi Talib Malay Cyberjaya 
Deputy 
Director 

Ministry of Education 

7. Mary Anne Chinese Perlis Lecturer 
Teacher Education 
Institute  

8. Elaine Capel Indian Johor Lecturer 
Teacher Education 
Institute  

9. Hema Malini Indian Terengganu 
Senior 
Teacher 

Secondary School 

10. Zaini Othman Malay Cyberjaya 
Assistant 
Director 

Ministry of Education 

11. Jalina Jaafar Malay Cyberjaya 
Assistant 
Director 

Ministry of Education 

12. Noridah Ismail Malay Pahang Lecturer Matriculation College 

13. Caryn Chan Chinese Kelantan Teacher Secondary School 

14. Ong Puay Cheng Chinese Terengganu Teacher Secondary School 
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the number of interviews in existing interview studies tends to be in the vicinity 

of 15 + 10, depending on the time and resources available to the researchers. In 

this qualitative, narrative study, a small number of participants can be justified 

(Yin, 2013). This is because a narrative inquiry usually focuses on an in-depth 

study of a relatively small number of participants, purposefully selected 

(Creswell, 2013; Patton, 2015). Next, I turn to data collection procedures. 

 

3.5 DATA COLLECTION PROCEDURE AND TIMELINE 

I used two main methods to collect data: photo-elicitation, and in-depth one-to-

one interviews with the 14 participants. I describe each in turn, below.  

 

3.5.1 Photo-elicitation  

When I first contacted participants about the research, some responded with, 

Ȱ.Å× :ÅÁÌÁÎÄ ÅØÐÅÒÉÅÎÃÅÓȩ 4ÈÅÙ ×ÅÒÅ Á ÌÏÎÇ ÔÉÍÅ ÁÇÏ kanȩ ɉ*ÁÌÉÎÁɊȱȟ ȰÎÏÔ ÓÕÒÅ ÉÆ 

I could recall anything lah (Suriah)ȱȟ ÁÎÄ ȰÃÁÎÎÏÔ ÒÅÍÅÍÂÅÒ ma, more than two 

ÄÅÃÁÄÅÓ ÁÇÏ ɉ4ÅÏÈ 3ÕÉ 3ÕÍɊȱȢ 4ÈÅÒÅÆÏÒÅȟ I decided to use photo-elicitation as a 

×ÁÙ ÏÆ ÅÌÉÃÉÔÉÎÇ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÃÏÌÌÅÃÔÉÏÎÓȢ ) ÅÎÃÏÕÒÁÇÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓ ÔÏ ÂÒÉÎÇ ÔÏ 

the interviews any photographs of their time in New Zealand or about their lives 

and careers at any stage. At the end of interviews, most participants thanked me 

ÆÏÒ Ȱ×ÁÌËÉÎÇ ÄÏ×Î ÍÅÍÏÒÙ ÌÁÎÅ ɉ%ÌÁÉÎÅɊȱ ÁÎÄ ȰÇÏÉÎÇ ÔÈÒÏÕÇÈ ÔÈÅ ÂÅÓÔ ÐÁÒÔ ÏÆ 

ɉÍÙɊ ÌÉÆÅ ÏÎÃÅ ÁÇÁÉÎ ɉ0ÕÁÙ #ÈÅÎÇɊȱ ×ÉÔÈ ÔÈÅÍ ÔÈÒÏÕÇÈ ÐÈÏÔÏ-elicitation. 

Participants admitted ÔÈÁÔȟ ÁÔ ÆÉÒÓÔȟ ÔÈÅÙ ×ÅÒÅ ȰÓÃÅÐÔÉÃÁÌ ÔÈÅ ÉÎÔÅÒÖÉÅ×Ó ×ÏÕld 

×ÏÒË ×ÅÌÌ ɉ#ÁÒÙÎɊȱ ÁÓ ÔÈÅÙ ÃÏÕÌÄ ÎÏÔ ÒÅÃÁÌÌ ÍÕÃÈȢ (Ï×ÅÖÅÒȟ ÐÈÏÔÏ-elicitation 

allowed participants to recall and share their experiences in New Zealand, and to 

reflect on their personal lives and careers.  

 

Photo-elicitation in this study was more than jÕÓÔȟ ȰÔÈÅ ÓÉÍÐÌÅ ÉÄÅÁ ÏÆ ÉÎÓÅÒÔÉÎÇ 

ÐÈÏÔÏÇÒÁÐÈÓ ÉÎÔÏ Á ÒÅÓÅÁÒÃÈ ÉÎÔÅÒÖÉÅ×ȱ ɉ(ÁÒÐÅÒ, 2002, p.13). Instead, the photos 

provided evidence (Grady, 2004), a source of data (see Becker, 2008; Denzin, 

2004; Shaw, 2013) and a research methodology (Pink, 2012; Webster & Mertova, 
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2007). Photo-elicitation allowed parti cipants to explain the significance and 

meanings of the photos. In this study, I used the photos during the interview 

ÐÒÏÃÅÓÓ ÂÏÔÈ ÁÓ Á ÍÅÔÈÏÄ ÁÎÄ Á ÓÏÕÒÃÅ ÏÆ ÄÁÔÁ ÔÏ ÃÁÐÔÕÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȢ 

Notably, photographs, like interview accounts, are ambiguous; the 

interpretations of the photographs depend on the descriptions offered by 

individuals, and different meanings may be attached to any image (Barthes, 1977 

as cited in Felstead, Jewson & Walters, 2004). However, photographs are 

ȰÖÁÌÕÁÂÌÅ ÒÅÃÏÒÄÓ ÏÆ ×ÈÁÔ ×ÁÓ ÒÅÁÌÌÙ ÔÈÅÒÅ ×ÈÅÎ ÔÈÅ ÓÈÕÔÔÅÒ ÓÎÁÐÐÅÄȟ ÁÎÄ ÔÈÅÙ 

are therefore uniquely valuable, detailed resources of evidence in social science 

ÒÅÓÅÁÒÃÈȱ ɉ2ÏÓÅȟ ςπρςȟ ÐȢ ςωωɊȢ Photo-elicitation in this study adds rigour to the 

stuÄÙȟ ÂÙ ÃÏÎÔÒÉÂÕÔÉÎÇ ÑÕÁÌÉÔÁÔÉÖÅ ȬÅÖÉÄÅÎÃÅȭ ÏÒ ȬÆÉÎÄÉÎÇÓȭȢ 

 

More specifically, I adopted photo-elicitation in this study for four reasons. First, 

photographs convey significant information (Pain, 2012; Prosser, 2012). Second, 

ÔÈÅÙ ÓÕÐÐÏÒÔ ÔÈÅ ÅØÐÌÏÒÁÔÉÏÎ ÏÆ ÃÏÍÍÏÎ ÉÓÓÕÅÓ ÏÒ ȰÔÁËÅÎ-for-granted things in 

ÔÈÅ ÒÅÓÅÁÒÃÈ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÌÉÖÅÓȱ ɉ2ÏÓÅȟ ςπρςȟ ÐȢ σπφɊȢ 4ÈÉÒÄȟ ÐÁÒÔÉÃÉÐÁÎÔÓ ÁÒÅ 

ÅÍÐÏ×ÅÒÅÄ ÁÎÄ ÁÒÅ ÒÅÇÁÒÄÅÄ ÁÓ ȬÅØÐÅÒÔÓȭ ÂÅÃÁÕÓÅ ÔÈÅÙ ÁÒÅ ÔÈÅ ÏÎÅÓ ÅØÐÌÁÉÎÉÎÇ 

the meanings of the visual materials to the researcher (Pain, 2012; Rose, 2012). 

Fourth, photo-elicitation requires collaboration between the researcher and the 

researched (also see, Liebenberg, 2009; Mannay, 2010). Given these points, 

photo-elicitation in this study added richness and depth to participantÓȭ words 

(narratives) and provided opportunities for my participants to reflect in a more 

visual way upon their international experiences which, for most, were at least 20 

years ago.  

 

3.5.2 General considerations for the interview  

Prior to fieldwork, I developed ten interview questions based on themes that 

emerged in my review of relevant literature (see Chapter Two). I piloted the 

interview questions with two of my colleagues who were involved in a TISTEP 

United Kingdom cohort and a TISTEP New Zealand cohort. Based on their 

feedback, I added five more questions (See Appendix F). 
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The interview process began once participants returned the consent form. Then, 

I contacted participants via email and telephone to set up the date, time, and 

venue of the interview. I gave each participant the option of choosing an 

interview venue to ensure their privacy and convenience. I held some interviews 

ÉÎ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÈÏÍÅÓȟ ÁÎÄ some in other venues such as offices, cafes, or the 

hotel where I was staying.  

 

I conducted individual face-to-face interviews. Although I had initially planned to 

hold a small group interview as some participants lived near each other, this plan 

did not materialise as I could not find a date that suited everyone. I conducted 12 

interviews between September to December 2016, and two interviews in January 

2017. I conducted one of the 12 interviews twice because the participant (Wan 

Anna) was not in good health. In addition, she had experienced a family 

bereavement ÁÎÄ ×ÁÓ ÐÒÅÐÁÒÉÎÇ ÆÏÒ ÈÅÒ ÄÁÕÇÈÔÅÒȭÓ ×ÅÄÄÉÎÇȢ ) ÃÏÎÄÕÃÔÅÄ Á 

second interview with Wan Anna when she felt better.  

 

3.5.3 Interview protocol  

The interview protocols were semi-structured in format. Open-ended questions 

provided a framework for conversation (Kvale & Brinkmann, 2009) with my 

participants about the distinct stages of their lives. Specifically, in developing the 

questions, I considered elements of temporality (past, present, and future) by 

asking participants to discuss their personal background, early career choices 

before and after their New Zealand higher education experience, present career 

challenges and enablers, and future personal plans and career trajectories.  

 

I began by asking them to share about their earlier career choices before studying 

in New Zealand. I employed a schedule of prompts in the form of open-ended 

questions (Appendix F) to encourage participants throughout the research topic, 

and this step also allowed participants to cover other areas raised in the 

interviews (Van Manen, 1997). I also used probes (which were not in the original 

list of questions) when I needed more information or clarification from 

participants about a specific experience.  
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3.5.4 Actual intervi ews 

Clandinin ɉςπππɊ ÒÅÆÅÒ ÔÏ ÎÁÒÒÁÔÉÖÅÓ ÁÓ ȬÆÉÅÌÄ ÔÅØÔÓȢȭ $ÕÒÉÎÇ ÔÈÅ ÃÏÌÌÅÃÔÉÏÎ ÏÆ ÆÉÅÌÄ 

texts in this study, the participants and I negotiated the meanings shared during 

the in-depth semi-structured interviews. I audio-recorded all interviews and took 

snÁÐÓÈÏÔÓ ÏÆ ÓÏÍÅ ÏÆ ÔÈÅ ÐÈÏÔÏÇÒÁÐÈÓ ×ÉÔÈ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÐÅÒÍÉÓÓÉÏÎȠ ) ÁÌÓÏ ×ÒÏÔÅ 

notes during the interviews. Additionally, I kept a research journal where I 

recorded my feelings and notes on the research journey. 

 

4Ï ÇÁÉÎ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÔÒÕÓÔȟ ) ÇÅÎÅÒÁÔÅÄ ÁÎ atmosphere of safety and openness, as 

ÂÏÔÈ ÁÒÅ ÃÒÉÔÉÃÁÌ ÔÏ ÔÈÅ ÒÅÓÅÁÒÃÈÅÒ ÁÎÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÌÁÔÉÏÎÓÈÉÐ (Polkinghorne, 

2007). I assured participants that I would maintain every effort to ensure their 

anonymity. Typically, I would begin the interview by introducing the research 

project and ensuring participants understood the Information Sheet I had sent 

them earlier. I told each participant of their right to withdraw from the project or 

end the interview at any stage. I also informed the participants that if they did not 

want any part of the information revealed during the interview to be reported in 

the project, they just needed to tell me, and that part of the information would be 

kept strictly confidential. My aim was to create a sense of empowerment that 

allowed participants to feel comfortable and safe about sharing rich insights 

(Berger, 2015; Brinkmann & Kvale, 2005).  

 

To ease recall, I presented a verbal storyboard to participants (Veroff, Sutherland, 

Chadiha, & Ortega, 1993), and said:  

To begin with, if you wish, using the photographs that you have brought along 

with you today, can you tell me a little about your life? You can also include your 

family, your early career before you went to New Zealand, after you came back, 

anything ɀ anything that you would like to share with me. We will expand on any 

of these as we progress. (Extract from interview with Hema) 

Nevertheless, some participants in my study did not follow the storyboard I gave 

them in the interview, namely, they did not tell their stories in linear form (Veroff 

et al., 1993). However, as the interview progressed, I found that participant-led 

narratives somehow extended and altered my understanding of the phenomena 
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ÉÎÖÅÓÔÉÇÁÔÅÄȢ ) ÈÁÄ ȰÁÎ ÏÐÐÏÒÔÕÎÉÔÙ ÔÏ ÇÁÉÎ ÎÏÔ ÊÕÓÔ ÍÏÒÅȟ ÂÕÔ ÄÉÆÆÅÒÅÎÔ ÉÎÓÉÇÈÔÓ 

into social phenomena, which research methods relying on aural or written data 

ÃÁÎÎÏÔ ÐÒÏÖÉÄÅȱ ɉ"ÏÌÔÏÎ, Pole & Mizen, 2001, p. 503). As participants and I 

clarified the precise meanings of expressions used during the interviews, my 

interpretations of the phenomena studied deepened. This was important for me 

because asking questions7 during the interview (Brinkman & Kvale, 2005) 

created a validation check for the analysis stage later (Creswell & Miller, 2000).  

 

Some participants highlighted new and unexpected aspects that related to the 

study (Kvale & Brinkmann, 2009). For example, during the interview with Hema, 

ÉÔ ÁÐÐÅÁÒÅÄ ÔÈÁÔȟ ÁÌÔÈÏÕÇÈ (ÅÍÁȭÓ ÐÁÒÅÎÔÓ ×ÅÒÅ ÔÅÁÃÈers, they had put her 

ÂÒÏÔÈÅÒȭÓ ÅÄÕÃÁÔÉÏÎ ÁÂÏÖÅ ÈÅÒÓȢ 'ÉÒÌÓȭ ÅÄÕÃÁÔÉÏÎ ×ÁÓ ÃÏÎÓÉÄÅÒÅÄ ÌÅÓÓ ÉÍÐÏÒÔÁÎÔ 

ÔÈÁÎ ÂÏÙÓȭȟ ÒÅÇÁÒÄÌÅÓÓ ÏÆ ÔÈÅ ÐÁÒÅÎÔÓȭ ÂÁÃËÇÒÏÕÎÄȢ (ÅÍÁȭÓ ÁÃÃÏÕÎÔ ÐÒÏÖÉÄÅÄ ÎÅ× 

insights into my research context (Kvale & Brinkmann, 2009), as officially, 

-ÁÌÁÙÓÉÁ ÐÒÏÖÉÄÅÓ ȬÅÑÕÁÌ ÅÄÕÃÁÔÉÏÎÁÌ ÏÐÐÏÒÔÕÎÉÔÙ ÆÏÒ ÁÌÌȭȢ  

 

I encountered two main challenges during the interview process. The first 

challenge was the difficulty finding mutually agreeable interview dates, times, 

and venues. From September to mid-November 2016, most participants were 

busy with their duties, both personal and professional. Those with teaching jobs 

were busy with examinations and other official programmes. From mid-

November to the end of December 2016, some participants had other plans; for 

example, they were going on holidays locally or abroad. As a result, I rescheduled 

two appointments to January the following year.  

 

 

 

7 During the interview, I worked to balance free conversation and control of the interview 

situation, based on my interview guide, and research focus (Brinkman & Kvale, 2005). For 

example, if an interviewee digressed from the questions asked, I sometimes prompted them to 

return to the topic, or asked for further clarification. Notably, as conversation partners, 

participants also actively exercised control over what they said and how they said it (Brinkman & 

Kvale, 2005).  
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4ÈÅ ÓÅÃÏÎÄ ÃÈÁÌÌÅÎÇÅ ×ÁÓ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÈÅÁÌÔÈ ÃÏÎÄÉÔÉÏÎÓȢ 4×Ï ÐÁÒÔÉÃÉÐÁÎÔÓ 

(Edina and Wan Anna) were on medical leave due to serious health issues ɀ one 

had had multiple strokes, while the other had just completed chemotherapy and 

had recently lost her spouse. I found it challenging interviewing Edina and Wan 

Anna. Edina spoke slowly due to the stroke, and at times, I could not understand 

her words. There were pauses and tears when she described her frustration 

about her situation, and about not being able to achieve her career dream. 

Sometimes, I found the silence and tears awkward, but I was aware of the warning 

by Van Manen (1990) not to fill the awkward space in the interview. 

 

Similarly, when Wan Anna spoke of her career journey, illness, and bereavement, 

there was great sadness and pain. For a while, I seemed to forget I was there as a 

researcher. These situations also reminded me of the importance of ontological 

and epistemological silence (Van Manen, 1990). Van Manen explains that 

ontoÌÏÇÉÃÁÌ ÓÉÌÅÎÃÅ ÉÓ ÔÈÅ ÓÉÌÅÎÃÅ ÏÆ ȬÂÅÉÎÇȭȟ ÏÒ ÏÆ ÌÉÆÅ ÉÔÓÅÌÆȢ )Ô ÉÓ ÔÈÅ ÆÕÌÆÉÌÌÉÎÇ ÓÉÌÅÎÃÅ 

ÏÆ ÂÅÉÎÇ ÉÎ ÔÈÅ ÐÒÅÓÅÎÃÅ ÏÆ ɉÎÁÒÒÁÔÉÖÅɊ ÔÒÕÔÈȢ  !Î ÅÐÉÓÔÅÍÏÌÏÇÉÃÁÌ ÓÉÌÅÎÃÅ ÉÓ ȰÔÈÅ 

kind of silence we are confronted witÈ ×ÈÅÎ ×Å ÆÁÃÅ ÔÈÅ ÕÎÓÐÅÁËÁÂÌÅȱ ɉVan 

Manen, 1990, p. 113). Thus, I filled these silences with tears and listened 

attentively to the participants, including their silences. Although these interviews 

were hard for my participants and me, I felt blessed that ÔÈÅÙ ȬÉÎÖÉÔÅÄȭ ÍÅ ÉÎÔÏ 

their lives to share their career journeys through their stories. I believed my 

participants felt somehow comforted after sharing their sad experiences with me. 

Both Edina and Wan Anna expressed their appreciation of the interviews as the 

interviews provided an opportunity for them to recall and share some of the best 

moments in their lives, particularly their time in New Zealand.   

 

3.5.5 Data saturation   

 Ȭ3ÁÔÕÒÁÔÉÏÎȭ ÃÁÎ ÂÅ ÒÅÇÁÒÄÅÄ ÁÓ Á ÑÕÁÌÉÔÙ ÍÁÒËÅÒ ÉÎ ÑÕÁÌÉÔÁÔÉÖÅ ÒÅÓÅÁÒÃÈ (Patton, 

2015; Suarez-Ortega, 2013). Suarez-Ortega suggests that a researcher can claim 

she or he has reached a point of saturation when new interview data do not 

generate any added information, but rather, data verify or repeat what has been 

discovered in the current data. Alternatively, an interviewer reaches a point of 
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saturation when the interviewee has exhausted all the relevant stories that she 

or he wants to share (Patton, 2015). In this thesis, I reached saturation by the 14th 

interview . At this point, I found the interviews were revealing recurring themes, 

so I did not add any more participants. Looking for more interviewees would not 

necessarily have revealed a clearer ɉÏÒ ÍÏÒÅ ÃÏÍÐÌÅØɊ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ×ÏÍÅÎȭÓ 

experiences (Kvale & Brinkmann, 2009; Suarez-Ortega, 2013). Hence, the data 

collection process was complete once I had interviewed the 14 participants.  

 

3.5.6 Transcriptions  

After I conducted all the interviews, I transcribed eight of the audio-recorded 

tapes on my own; a transcription service completed the remaining transcripts. I 

began the transcription process by listening to the audiotape recorder 

individually while referring to my field texts. Although a transcription service 

transcribed the other half of the transcriptions, I listened to all 14 audiotapes 

again and took notes about the silences and emotions that did not appear in the 

transcripts typed by the transcription service (King & Horrocks, 2010; Riessman, 

1993).  

  

Checking transcripts repeatedly to ensure accuracy, although tedious, is a critical 

process (Riessman, 1993). I checked the accuracy of all the transcriptions by 

listening to the interviews several times. Even with multiple checks, I found there 

were errors such as misinterpreted words aÎÄ ÐÈÒÁÓÅÓ ÉÎ ÔÈÅ ÓÅÒÖÉÃÅȭÓ 

transcriptions. &ÏÒ ÅØÁÍÐÌÅȟ ÔÈÅ ÐÈÒÁÓÅȟ Ȱ(Å ÉÓ Á ÖÅÒÙ ÇÏÏÄ ÌÅÁÄÅÒȱ ×ÁÓ ÉÎÓÔÅÁÄ 

ÔÒÁÎÓÃÒÉÂÅÄ ÂÙ ÔÈÅ ÔÒÁÎÓÃÒÉÐÔÉÏÎ ÓÅÒÖÉÃÅ ÁÓ Ȱ(Å ÉÓ Á ÖÅÒÙ ÇÏÏÄ-ÌÏÏËÉÎÇ ÆÉÇÕÒÅȦȱȠ 

Ȱ4ÈÁÔ ÉÓ ÇÏÉÎÇ ÔÏ ÂÅ Á ÄÉÆÆÅÒÅÎÔ ÔÈÉÎÇȱ ×ÁÓ ÔÒÁÎÓÃÒÉÂÅÄ ÁÓ Ȱ4ÈÁÔ ×Éll be very 

ÄÉÓÔÕÒÂÉÎÇȱȢ !ÌÓÏȟ ÔÈÅ ÔÒÁÎÓÃÒÉÐtion service did not transcribe some essential 

phrases and expressions, and there were a few missing paragraphs. I assumed 

the errors were due to poor audio recording quality. However, I also realised that 

the inconsistencies and discrepancies could not be avoided, even if experienced 

ÔÒÁÎÓÃÒÉÂÅÒÓ ÄÉÄ ÔÈÅ ÔÒÁÎÓÃÒÉÂÉÎÇȟ ÄÕÅ ÔÏ ȰÆÁÔÉÇÕÅȟ ÓÌÏÐÐÉÎÅÓÓȟ ÌÁÃË ÏÆ ÆÁÍÉÌÉÁÒÉÔÙ 

×ÉÔÈ ÔÈÅ ÓÕÂÊÅÃÔ ÍÁÔÅÒÉÁÌÓ ȢȢȢ ÏÒ ÏÔÈÅÒ ÆÏÒÍÓ ÏÆ ÈÕÍÁÎ ÅÒÒÏÒȱ ɉ0ÏÌÁÎÄ, 1995, p. 

293).  



 

76 Chapter 3: Methodology 

Additionally, some participants who were bilingual (English and Malay) 

responded to the interview questions in Malay. Thus, I had to transcribe in the 

original (Malay) language first, followed by translation to the English language. I 

had to be incredibly careful as a literal translation would carry different 

meanings, and I had to refer to my field texts to ensure the accuracy of the 

information given by my bilingual participants. Later, I returned the typed 

transcripts to all participants for checking and comment (Creswell & Miller, 2000; 

Thomas, 2006). Only two participants (Jalina and Wan Anna) asked me to include 

additional information in their interviews. However, three other participants 

asked that I alter the wording in a particular part of the transcript, for example, 

to change the locations of their organisations and mask the identities of people 

they had referred to in the interviews. I discussed the changes with the 

participants involved, and where requested, agreed not to include the exact 

×ÏÒËÐÌÁÃÅ ÉÎÆÏÒÍÁÔÉÏÎȟ ÏÒ ÔÏ ÍÁÓË ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÄÅÎÔÉÔÉÅÓ ÉÎ ÏÔÈÅÒ ×ÁÙÓȢ  

 

3.6 DATA ANALYSIS  

I analysed the data using a narrative analysis approach. This involved reading the 

interview transcripts in  ÄÅÔÁÉÌ ÔÏ ȰÄÅÒÉÖÅ ÃÏÎÃÅÐÔÓȟ ÔÈÅÍÅÓȟ ÏÒ Á ÍÏÄÅÌ ÔÈÒÏÕÇÈ 

ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÍÁÄÅ ÆÒÏÍ ÔÈÅ ÉÎÔÅÒÖÉÅ× ÔÒÁÎÓÃÒÉÐÔÓȱ ɉ4ÈÏÍÁÓȟ ςππφȟ ÐȢ ςɊȢ )Î 

ÏÔÈÅÒ ×ÏÒÄÓȟ ÍÙ ÄÁÔÁ ÁÎÁÌÙÓÉÓ ÁÌÌÏ×ÅÄ ÒÅÓÅÁÒÃÈ ȬÆÉÎÄÉÎÇÓȭ ÔÏ ÅÍÅÒÇÅ ÔÈÒÏÕÇÈ 

attention to the frequent, dominant, or important themes in the interview 

transcripts (Riessman, 1993; Thomas, 2006). 

 

In the first stage of my data analysis, I began with a rough transcription 

(Riessman, 1993). In doing so, I took note of specific points such as getting the 

words and other important ÉÄÅÁÓ ÏÆ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÓÔÏÒÉÅÓ in my research 

journal. I had to do this step to clarify my thinking about what had been shared 

ÉÎ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȢ /ÆÔÅÎȟ ) ÈÁÄ ÔÏ ÐÉÃË ÕÐ ÐÉÅÃÅÓ ÏÆ ÔÈÅ ÓÔÏÒÉÅÓ ÆÒÏÍ 

different parts of the interview transcript , and ȬÃÌÅÁÎȭ ÏÒ ÄÅÌÅÔe unnecessary 

ÄÉÓÃÏÕÒÓÅ ÐÁÒÔÉÃÌÅÓ ÓÕÃÈ ÁÓȟ ȰÈÍÍȣ ËÁÎ ȣ ÁÁÈ ȣ ÙÏÕ ËÎÏ×ȣ ÍÁ ȣ ÌÁÈȱ ÁÎÄ 

redundant words, to generate meaningful sentences and understand what was 

being said (Bryman, 2016). Occasionally, I had to drop or change the order of 
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certain superfluous words, phrases, and sentences, to ensure that the 

participantsȭ intended meaning was clear. However, I made sure that I did not 

ÐÁÒÁÐÈÒÁÓÅȟ ÓÕÂÓÔÉÔÕÔÅȟ ÏÒ ÒÅ×ÒÉÔÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ×ÏÒÄÓȢ )ÎÓÔÅÁÄȟ ÁÓ ÍÕÃÈ ÁÓ 

ÐÏÓÓÉÂÌÅȟ ) ÕÓÅÄ ÔÈÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ Ï×Î ×ÏÒÄÓȢ The data cleaning process required 

long hours of listening to the audiotapes (Denscombe, 2003). 

 

!ÆÔÅÒ ) ÈÁÄ ȬÃÌÅÁÎÅÄȭ ÔÈÅ ÄÁÔÁ ÓÏ ÔÈÁÔ ÒÅÁders could understand the stories 

parti cipants had shared, I gave each one a title, drawn from the key themes within 

the participanÔÓȭ narratives. Then, I grouped the 14 story titles into three major 

ÃÁÔÅÇÏÒÉÅÓȢ ) ÃÁÌÌ ÔÈÉÓ ÐÒÏÃÅÓÓ ȬÃÒÁÆÔÉÎÇȭ ɉKim, 2016). An example of the process I 

took in craÆÔÉÎÇ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÓÔÏÒÉÅÓ ÉÓ ÉÎ !ÐÐÅÎÄÉØ G.    

 

The second stage of analysis involved coding (see Appendix H). Due to the large 

amount of raw data, I used NVivo software which helped me to organise the data, 

summarise the important points, and make clear connections between my 

research aims, research questions and my (preliminary) findings (Bazeley, 2007; 

Riessman, 1993; Thomas, 2006). The coding process involved a few steps. First, I 

imported all 14 interview transcripts into NVivo and created 14 folders to 

organise them. In order to identify themes in my interview transcripts, I began by 

reading the transcriptions repeatedly, interpreting and extracting the emergent 

themes.  

 

Eventually, based on my initial coding, I developed a coding frame, which allowed 

me to code all the transcripts systematically. For example, if new codes emerged 

from this reading, I changed the coding frame, and I re-read the transcripts 

according to the new structure (Thomas, 2006). This process was vital as it 

helped me to develop categories. Any themes (including sub-themes) or 

categories which emerged later, were fitted into the coding frame accordingly. 

Where sub-themes were similar, I collapsed them into major themes or 

categories (Bazeley, 2007). For example, themes such as women as threat, queen 

ÂÅÅȭÓ ÓÙÎÄÒÏÍÅȟ ÌÅÁÒÎÅÒÓȭ ÃÏÍÐÅÔÅÎÃÙ ÉÓÓÕÅÓȟ ÇÅÎÄÅÒ ÓÔÅÒÅÏÔÙÐÉÎÇȟ ÎÅÔ×ÏÒËÉÎÇ 

issues, mentoring and sponsoring, and conflict of practice were categorised as 

Career Challenges. In contrast, themes which reflected the support that the 
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women received were grouped together as Career Enablers. I later combined 

these two categories as Present Career Challenges and Enablers. 

 

Additionally, I highlighted quotations from my participants, which I considered 

ÎÏÔÁÂÌÅ ÆÏÒ ÔÈÅ ×ÁÙ ÔÈÅÙ ÅØÐÒÅÓÓÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÅÎÔÒÁÌ ÉÄÅÁÓȟ ÏÒ ÔÈÅ ÅÓÓÅÎÃÅ ÁÎÄ 

critical aspects of each theme. Where transcript sections were not relevant to the 

research questions and aims, I did not code them. This analysis resulted in 42 

themes, and later, I re-grouped these themes into 11 main categories.  

 

Finally, given that my study is a narrative study, I re-grouped the 11 categories 

into three major categories based on temporality elements: past, present, and 

future. Therefore, I re-arranged the data into chronological order, and my four 

findings chapters reflect this move. (Ï×ÅÖÅÒȟ ÓÏÍÅ ÎÁÒÒÁÔÉÖÅÓ ×ÅÒÅ Ȭ×ÅÉÇÈÔÉÅÒȭ 

than others, as they reflected a higher level of emotion, or divulged more in-depth 

insights than others. I highlight these in my findings chapters. The first two 

ÃÈÁÐÔÅÒÓ ÁÄÄÒÅÓÓ ×ÏÍÅÎȭÓ ÐÁÓÔ ÅØÐÅÒÉÅÎÃÅÓ ɉÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÔÉÍÅ ÉÎ 

New Zealand); the third examines their current career challenges and enablers; 

and the fourth explores their future career plans and aspirations (see Appendices 

G and H).  

 

3.7 ENSURING RIGOUR IN THE FINDINGS 

In a qualitative study, the process of interview and analysing data rests on 

personal interpretation (Creswell, 2016). Hence, a researcher undertaking a 

qualitative study needs to consider ways of validating findings. In this thesis, I 

ÔÈÉÎË ÏÆ ȰÖÁÌÉÄÉÔÙ ÁÓ ÅÓÔÁÂÌÉÓÈÉÎÇ ÔÈÅ ÁÃÃÕÒÁÃÙ ÏÆ ÔÈÅ ÁÃÃÏÕÎÔȱ (Creswell, 2016, p. 

ρωρɊȢ 4Ï ÁÓÓÅÓÓ ÔÈÅ ÁÃÃÕÒÁÃÙ ÏÆ ÍÙ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÏÆ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȟ ) 

used a combination of three validation strategies suggested by Creswell (2016) 

ÁÎÄ ÔÈÅ ÆÏÕÒ ÄÉÍÅÎÓÉÏÎÓ ÏÆ $ÁÎÉÅÌȭÓ ɉςπρψɊ 4!#4 ÆÒÁÍÅ×ÏÒË ɉ$ÁÎÉÅÌ, 2018) to 

assess the rigour of the qualitative studies. CreswÅÌÌȭÓ ɉςπρφɊ ÖÁÌÉdation 

strategies involve attention to self-reflexivity, disconfirming evidence, and the 

ÒÅÁÄÅÒÓȭ ÏÒ ÒÅÖÉÅ×ÅÒÓȭ ÌÅÎÓȢ 4ÈÅ 4!#4 ÆÒÁÍÅ×ÏÒË ÈÁÓ ÆÏÕÒ ÄÉÍÅÎÓÉÏÎÓ ɀ 
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(T)rustworthiness, (A)uditability, (C)redibility, and (T)ransferability (Daniel,  

2018). I explain the validation process I employed in my study below.  

 

The first dimension of the TACT framework is trustworthiness. It was essential 

that I demonstrated different ways in which my project can gain a certain level of 

trustworthiness to ensure a level of confidence in the quality of my research 

findings (Daniel, 2018). Therefore, my findings are situated in relation to the 

views expressed by participants (Lietz, Langer, & Furman, 2006; Morrow, 2005; 

Sinkovics & Alfoldi, 2012). Specific steps I took to ensure trustworthiness 

included asking my participants to check the interview transcripts and to adjust 

them if necessary, and acknowledging my personal biases (Daniel, 2018; see 

Chapter One). Creswell (2016) describes this step in terms of researcher 

reflexivity, where the researcher reflects on their experiences in relation to the 

research project; provides a detailed account of how their background and 

assumptions have shaped the research (See Chapter One and this chapter); and 

outlines how the process and circumstances that informed the data collection 

process may have impacted the research account (Daniel, 2018).  

 

In this chapter, I have explicitly explained my ontology and epistemology and the 

steps I took to undertake the research. In exercising self-reflexivity in this way, I 

have established a level of separation or distance between myself as a researcher 

and the data (Meyrick, 2006; Seale & Silverman, 1997). I was conscious of the 

need to balance subjective (insider-researcher) interpretation with neutrality 

(Kreftin g, 1991) in order to ensure trustworthiness, so that the findings reflected 

ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÖÉÅ×Ó, instead of my personal opinions, and that the breadth of 

their views was also carefully represented. 

 

The second dimension of the TACT framework is Auditability . To establish rigour 

in my findings, I fully documented and described my research steps (Daniel, 

2018). During and after each interview, I wrote field notes in my research journal, 

and I recorded the analytical decisions I made during the research process. Guba 

ÁÎÄ ,ÉÎÃÏÌÎ ɉρωψωɊ ÄÅÓÃÒÉÂÅ ÓÕÃÈ ÄÏÃÕÍÅÎÔÁÔÉÏÎ ÁÓ ÁÎ ȬÁÕÄÉÔ ÔÒÁÉÌȭȢ ) ÕÓÅd my 

research journal to describe the research evidence I perceived as I collected and 
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analysed the data, and to record the considerations that directed me to the 

conclusions in my study (Speziale & Carpenter, 2007).  

 

Once I ÃÏÍÐÌÅÔÅÄ ÔÈÅ ȬÁÕÄÉÔ ÔÒÁÉÌȭȟ ) ÈÁÄ ÒÅÇÕÌÁÒ ÃÏÎÓÉÓÔÅÎÃÙ ÃÈÅÃËÓȟ and discussed 

the categories I had derived from the themes and data sets with my supervisory 

committee. Based on this feedback (or external audit), I re-examined the data. 

Discussion with the sÕÐÅÒÖÉÓÏÒÙ ÃÏÍÍÉÔÔÅÅ ÁÌÌÏ×ÅÄ ÍÅ ÔÏ ȬÒÅÁÄȭ ÔÈÅ ÄÁÔÁ ÉÎ 

several ways, providing space where my developing ideas and interpretations 

could be challenged and re-considered (Shenton, 2004). 

 

The third dimension of the TACT framework is Credibility. In this thesis, 

credibility refers to the process I have undertaken to ensure my findings are 

credible, relevant, and congruent (Daniel, 2018), and that the data obtained 

ÒÅÆÌÅÃÔ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÖÉÅ×Ó (Sandelowski, 1986; Patton & McMahon, 2014). For 

example, in Chapters Five to Seven, I provide a detailed description of my data, 

and how I authenticated the data with my participants. As noted earlier, the 

ÐÁÒÔÉÃÉÐÁÎÔÓ ÖÅÒÉÆÉÅÄ ÔÈÅ ȬÃÌÅÁÎÅÄȭ ÎÁÒÒÁÔÉÖÅÓȢ !ÄÄÉÔÉÏÎÁÌÌÙȟ ÔÏ ÅÎÓÕÒÅ ÃÒÅÄÉÂÉÌÉÔÙ 

of the data, I had intensive discussion with my supervisory team and academic 

peers in the department and university community (I explain more below). 

 

!ÄÄÉÔÉÏÎÁÌÌÙȟ ÕÓÉÎÇ #ÒÅÓ×ÅÌÌȭÓ ɉςπρφɊ ÄÉÓÃÏÎÆÉÒÍÉÎÇ ÅÖidence strategy, I created 

ÔÈÅÍÅÓ ÂÁÓÅÄ ÏÎ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȢ &ÏÒ ÅÁÃÈ ÔÈÅÍÅ ) ÃÒÅÁÔÅÄȟ ) ÁÌso 

ÌÏÏËÅÄ ÆÏÒ ȰÁÎ ÁÌÔÅÒÎÁÔÉÖÅ ÅØÐÌÁÎÁÔÉÏÎȱ ɉ#ÒÅÓ×ÅÌÌȟ ςπρφȟ ÐȢ ρωςɊȢ #ÒÅÓ×ÅÌÌ 

explains that disconfirming evidence helps create a realistic and accurate picture 

ÏÆ ÔÈÅ ÔÈÅÍÅȟ ÂÙ ÈÉÇÈÌÉÇÈÔÉÎÇ ȬÁÌÔÅÒÎÁÔÉÖÅ ÒÅÁÄÉÎÇÓȭ ÔÈÁÔ ÍÁÙ ÂÅ ÐÏÓÓÉÂÌÅȢ )Î ÏÔÈÅÒ 

words, as themes emerged, I looked for evidence that fit each theme, but I also 

looked for evidence that was inconsistent with the descriptions of that theme 

(Creswell & Miller, 2000). When I found any disconfirming evidence, I referred to 

my research questions, and ) ÒÅÁÄ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓ ÁÇÁÉÎȢ 4ÈÅÎȟ ÄÕÒÉÎÇ 

my supervisory meetings and engagement in consultation seminars and 

workshops, I actively sought out and utilised understandings that were in 

opposition to my observations, analyses, and interpretations (Iannacci, 2007). 

This step was important as it prevented me from simply confirming themes that 
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I was comfortable with. My use of disconfirming evidence helped shaped my 

analysis through critical explorations of the connections between my personal 

experiences, my theoretical understandings, and my interpretations (Iannacci, 

2007). 

 

The fourth dimension of the TACT framework is Transferability. According to 

Daniel (2018), transferability in qualitative research is similar to the concept of 

reliability in a quantitative methodology, whereby a phenomenon is described 

with sufficient detail that logical generalisations may be made (Golafshani , 2003; 

Lincoln & Guba, 1986; Myers, 1997; Patton, 2002). Transferability is different 

from statistical generalisability in quantitative research, however, in rigorous 

qualitative research, research outcomes or findings may offer valuable lessons 

that apply to other contexts. In this thesis, I attended to transferability by 

providing enough information about the context of my study to enable future 

researchers to make a comparison with their own research setting, and to 

determine its relevance (Shenton, 2004). For example, this research may be 

transferable to twinned in-service or pre-service teaching or nursing 

programmes in other countries (see Discussion chapter).  

 

Additionally, as a final way of validating my research, I sought to draw on other 

ÒÅÖÉÅ×ÅÒÓȭ ÏÒ ÒÅÁÄÅÒÓȭ ÌÅÎÓes (Creswell, 2016). This allowed me to confirm my 

ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÏÆ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÍÕÌÔÉÐÌÅ ÒÅÁÌÉÔÉÅÓȟ ÁÎÄ ÔÏ ÈÁÖÅ ÍÙ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ 

ÃÈÁÌÌÅÎÇÅÄ ÏÒ ȬÔÅÓÔÅÄȭ ɉ'ÏÌÁÆÓÈÁÎÉȟ ςππσȠ -ÙÅÒÓȟ ρωωχɊȢ 3ÐÅÃÉÆÉÃÁÌÌÙȟ ) ÃÏÎÓÕÌÔÅÄ 

other resource persons within my academic department and the broader 

university community, inviting feedback on my analysis and interpretations. I 

engaged in such consultation via seminars, workshops, postgraduate meetings, 

symposia, and conferences. During these sessions, colleagues questioned my data 

analysis, coding process, and descriptions of the categories I had identified. I also 

regularly referred to my research questions, research aims and recent literature 

reviews to ensure my analysis remained aligned. I revisited the analysis 

repeatedly to ensure my research questions and research aims continued to be 

reflected throughout the thesis. I summarise the steps taken to ensure the rigour 

of my findings below: 
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Figure 3. Summary of the process undertaken to ensure rigour in the analysis 

 

3.8  SUMMARY 

In this chapter, I have described my research methodology, including my 

ontological and epistemological perspectives and how they align with my 

research methods and the methodological decisions I made throughout the 

research project. I have described the ethical considerations inherent in this 

study, and outlined the steps taken to recruit my participants, and collect, 

manage, and analyse my data. I have also described how I practised reflexivity 

and attended to trustworthiness, auditability, credibility and validity ɂ the steps 

) ÔÏÏË ÔÏ ÅÎÓÕÒÅ ÒÉÇÏÕÒ ÉÎ ÍÙ ȬÆÉÎÄÉÎÇÓȭȢ  4ÈÒÏÕÇÈÏÕÔ ÔÈÉÓ ÃÈÁÐÔÅÒȟ ) ÈÁÖÅ ÓÏÕÇÈÔ ÔÏ 

acknowledge the limitations of the study and provide transparency with regards 

to my research process.  

 

)Î ÔÈÅ ÆÏÌÌÏ×ÉÎÇ ÆÏÕÒ ÃÈÁÐÔÅÒÓȟ ) ÄÉÓÃÕÓÓ ÍÙ ÒÅÓÅÁÒÃÈ ȬÆÉÎÄÉÎÇÓȭȢ 3ÐÅÃÉÆÉÃÁÌÌÙȟ ÉÎ 

#ÈÁÐÔÅÒ &ÏÕÒȟ ) ÄÉÓÃÕÓÓ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓȢ #ÈÁÐÔÅÒ &ÉÖÅ ÒÅÌates to 

ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÐÁÓÔ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ .Å× :ÅÁÌÁÎÄȢ #ÈÁÐÔÅÒ 3ÉØ ÆÏÃÕÓÅÓ ÏÎ ÍÙ 

participantsȭ ÐÒÅÓÅÎÔ ÃÁÒÅÅÒ ÃÈÁÌÌÅÎÇÅÓ ÁÎÄ ÅÎÁÂÌÅÒÓȟ ÁÎÄ #ÈÁÐÔÅÒ 3ÅÖÅÎ 

ÈÉÇÈÌÉÇÈÔÓ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÆÕÔÕÒÅ ɉÈÏÐÅÄ for) career trajectories. In these chapters, I 

examine the imÐÁÃÔ ÏÆ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÅØÐÅÒÉÅÎÃÅÓ ÏÎ ÔÈÅÉÒ ÌÁÔÅÒ ÌÉÖÅÓ 

and careers, and how they made sense of these experiences in retrospect. Finally, 

in Chapter Eight, I revisit the research questions that guided this study, and I 

consider how the study findings answer these research questions. I end Chapter 

Eight by highlighting some implications of this study for research, policy, and 

practice.   
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Chapter 4: Factors that influenced 

wÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ 

and decisions  

INTRODUCTION 

In the previous chapter, I outlined the research questions that guided this study, 

and the research methodology used to answer them. In this chapter, I consider 

my research data in relation to the first research question: what factors 

influenced mature MalÁÙÓÉÁÎ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÅÁÒÌÙ career choices and 

decisions? To answer this question, I discuss how my research participants 

described two broad key factors that influenced their career choices and 

ÄÅÃÉÓÉÏÎÓȡ ρȢ ÐÁÒÅÎÔÓȭ ÉÎÆÌÕÅÎÃÅȠ ÁÎÄ ςȢ ÔÈÅ ÉÎÆÌÕÅÎÃÅ ÏÆ Énspirational teachers at 

school, as well as New Zealand educators. In certain narrative accounts, 

participants acknowledged multiple influences, but I address the influences one 

by one for analytic purposes.  

 

In the first section, I discuss how the women described their  ÐÁÒÅÎÔÓȭ infl uence on 

ÔÈÅÉÒ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȢ 4ÈÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ 

suggested ÔÈÁÔ ÍÁÎÙ ÏÆ ÔÈÅÉÒ ÐÁÒÅÎÔÓ ÈÁÄ ÅØÅÒÃÉÓÅÄ ÁÕÔÈÏÒÉÔÙ ÏÖÅÒ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

early career choices, and hence, their career trajectories as teachers. Following 

this, in the second section, I also consider three ways in which participants 

responded to parental authority when making early career decisions. 

 

In the third section, I discuss how inspirational teachers at school, as well as 

teachers and lecturers at tertiary ÌÅÖÅÌÓȟ ÉÎÆÌÕÅÎÃÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ 

choices and decisions. Here, some participants also shared that they were 

ÉÎÔÅÒÅÓÔÅÄ ÉÎ ÅØÐÌÏÒÉÎÇ ÏÔÈÅÒ ÃÁÒÅÅÒÓ ×ÈÉÃÈ ÔÈÅÙ ÃÏÎÓÉÄÅÒÅÄ ÁÓ ÍÏÒÅ ȬÃÈÁÌÌÅÎÇÉÎÇ 

ÁÎÄ ÁÕÔÈÅÎÔÉÃȭ ɉ-ÁÉÎÉÅÒÏ & Sullivan, 2005, 2006) before they joined the teaching 

profession. However, their former teachers, while they were in school, and New 

Zealand educators motivated and influenced them to choose to teach as a career. 

Only at the mid-career level or towards tÈÅ ÅÎÄ ÏÆ ÍÏÓÔ ÐÁÒÔÉÃÉÐÁÎÔÓȭ career 
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journey, did participants in my study feel a sense of freedom to make more 

challenging and authentic career decisions (I discuss these levels in Chapters Six 

and Seven). Nevertheless, at an early career stage, participants still grappled with 

constraints in choosing their career trajectory.  

 

In the last section of this chapter, I revisit the two keys factors that likely 

ÉÎÆÌÕÅÎÃÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȢ ) ÁÒÇÕÅ ÔÈÁÔ 

ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÔÈÅ ×ÏÍÅÎȭÓ ÅÁrly career choices is essential for understanding 

the next phases of their experiences in New Zealand and the impact of these 

experiences on their later career development in Malaysia. I also suggest that 

ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ ÄÅÃÉÓÉÏÎ-making is critical in order to 

see how the ability to make decisions empowers women by providing them with 

increased autonomy which may result in improved work-life balance, income, 

and social mobility, as well as a better quality of life.  

 

4.1 7/-%.ȭ3 .!22!4)6%3 /& 0!2%.43ȭ ).&,5%.#%S ON THEIR EARLY 

CAREER CHOICES AND DECISIONS 

The ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÕÓÅÆÕÌÌÙ ÉÌÌÕÓÔÒÁÔÅ ÔÈÅ ÒÁÎÇÅ ÏÆ ÆÁÃÔÏÒÓ that may 

ÉÎÆÌÕÅÎÃÅ ×ÏÍÅÎȭÓ career choices. However, parents emerged as key actors who 

exercised authority over ÃÈÉÌÄÒÅÎȭÓ ÃÁÒÅÅÒ-related choices and decisions. The 

women perceived their parents as wanting them to teach for a range of altruistic, 

intrinsic, and extrinsic reasons (Kyriacou & Coulthard, 2000). Altruistic  reasons 

are based on a view of teaching as a socially worthwhile and important job, a 

desire to help others succeed, and a desire to help society improve; intrinsic 

reasons reflect an interest in the job activity itself, such as the activity of teaching 

children, or using subject matter knowledge and expertise; and extrinsic reasons 

relate to aspects of the job which are not inherent in the work itself, such as long 

holidays, level of pay, and status (Kyriacou & Coulthard, 2000). 

 

Some women described their parents as having promoted teaching as a career 

because the parents were also teachers. These parents seemed to think that 

teaching was a lucrative career choice and, by default, encouraged their children 
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to choose to teach. )Î ÔÈÅ ×ÏÍÅÎȭÓ Îarratives, some described that their parents 

seemed to perceive teaching as allowing for an excellent work-life balance, while 

others seemed to perceive teaching to be feminised care work, and therefore, 

appropriate for daughters.  

 

Some women described thÅÉÒ ÐÁÒÅÎÔÓȭ ÐÒÅÆÅÒÅÎÃÅ ÆÏÒ ÔÅÁÃÈÉÎÇ ÁÓ Á Ȭ×ÏÒÔÈÙȭ 

profession, particularly during the pre- and post-independence years in Malaysia. 

Some women described that their parents seemed to favour teaching since it 

offered a secure position provided by the Malaysian government upon 

graduation, along with other rewarding benefits. I elaborate on these points 

below. 

 

4.1.1 Teaching as appropriate work for children of teachers  

)Î ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓȟ ÆÏÕÒ ×ÏÍÅÎ ÓÈÁÒÅÄ that their parents had a 

direct and indirect influence on their early career choices. For example, two 

participants (Jalina and Wan Anna) noted that their parents, who were teachers 

or had previously worked as teachers, encouraged them to choose to teach as a 

career. According to Jalina, her parents encouraged her to teach because her 

parents previously worked as teachers. She commented:  

The main reason [for me to choose teaching] was my mother. My mother was a 

ÔÅÁÃÈÅÒȣ -Ù ÄÁÄ ×ÁÓ Á ÔÕÉÔÉÏÎ ÔÅÁÃÈÅÒ ɍÔÅÁÃÈÉÎÇ ÉÎ ÐÒÉÖÁÔÅ ÈÏÍÅÓɎ ×ÈÅÎ he was 

ÙÏÕÎÇ ÂÅÃÁÕÓÅ ÈÅ ÎÅÅÄÅÄ ÔÏ ÆÉÎÄ ÓÏÍÅ ÍÏÎÅÙ ÁÆÔÅÒ ÈÉÓ ÄÁÄ ÐÁÓÓÅÄ Á×ÁÙȢ ȣ 4ÈÅÙ 

always wanted me ÔÏ ÂÅ Á ÔÅÁÃÈÅÒ ȣ 3Ïȟ ) ÂÅÌÉÅÖÅ ÔÈÅÙ ËÎÏ× ×ÈÁÔȭÓ ÂÅÓÔ ÆÏÒ ÍÙ 

future because they were teachers too. They influenced me a lot.  

 

Similarly, Wan Anna described her father and sisters as having a direct influence 

on her early career choice and decision. However, Sui Sum described her parents 

as having an indirect influence on her early career choice and decision. Sui Sum 

said she decided on her own to become a ÔÅÁÃÈÅÒ ÔÏ ÆÏÌÌÏ× ÈÅÒ ÐÁÒÅÎÔÓȭ ÆÏÏÔÓÔÅÐÓȟ 

even though her parents allowed her and her siblings to choose their own career 

aspirations. Sui Sum said she was inspired by what her parents were doing as 
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teachers; she looked up to them as role models and wanted to follow their 

exampleȢ ) ÄÅÓÃÒÉÂÅ 3ÕÉ 3ÕÍȭÓ ÁÃÃÏÕÎÔ ÂÅÌÏ×ȡ 

My parents allowed us to choose our owÎ ÃÁÒÅÅÒÓ ȣ !ÍÏÎÇ ÔÈÅ ÓÉÂÌÉÎÇÓȟ ) ÁÍ ÔÈÅ 

ÏÎÌÙ ÔÅÁÃÈÅÒȢ ) ÇÕÅÓÓ ) ÃÈÏÏÓÅ ÔÏ ÂÅ Á ÔÅÁÃÈÅÒ ÂÅÃÁÕÓÅ ɍÏÆɎ ÍÙ ÐÁÒÅÎÔÓȣ ÍÙ 

parents were teachers too.  

 

In contrastȟ (ÅÍÁ ÃÈÏÓÅ ÔÏ ÔÅÁÃÈ ÁÇÁÉÎÓÔ ÈÅÒ ÐÁÒÅÎÔÓȭ ×ÉÓÈÅÓȢ (ÅÍÁȭÓ ÐÁÒÅÎÔÓ 

were teachers, and Hema thought her parents would support her dream to be a 

teacher because they had inspired her to teach. However, Hema experienced 

conflict with her parents due to her ambition to be an overseas graduate teacher. 

(ÅÍÁȭÓ ÐÁÒÅÎÔÓ ÓÅÅÍÅÄ ÔÏ ÖÁÌÕÅ ÈÅÒ ÙÏÕÎÇÅÒ ÂÒÏÔÈÅÒȭÓ ÅÄÕÃÁtion above hers. 

This situation was very upsetting for Hema. She felt that, as teachers, her parents 

should adhere to equality in education, regardless of culture, gender, or ethnicity. 

Hema reminisced: 

I come from a very small family. I have only one younger brother. My parents, my 

Mum and Dad were teachers, but what saddened me was my parents gave me an 

ÏÐÔÉÏÎ ÂÅÃÁÕÓÅ ÔÈÅÙ ÔÏÌÄ ÍÅ ÔÈÁÔ ÔÈÅÙ ×ÏÎȭÔ ÁÌÌÏ× ÍÅ to go overseas for my 

education because they wanted to school my brother in overseas. So, because of 

that, I was forced to do it locally because my parents, who were teachers, felt that 

ÇÉÒÌÓ ÓÈÏÕÌÄ ÊÕÓÔ ÓÃÈÏÏÌ ÌÏÃÁÌÌÙ ÁÎÄ ÎÏÔ ÏÖÅÒÓÅÁÓ ɍÌÏÎÇ ÓÉÇÈɎ ȣ ÄÏ ÙÏÕ ËÎÏ× ×ÈÙȩ 

ȣ ÂÅÃÁÕÓÅ ÉÔ ÉÓ Á ÍÁÌÅ ÔÈÉÎÇȣ ÉÔȭÓ -#0 ȣ -ÁÌÅ #ÈÁÕÖÉÎÉÓÔ 0ÉÇ ÔÈÉÎÇȦ "ÏÙÓ ÃÁÎ ÄÏ 

things their ways, [for] example, getting education abroad and choose what they 

want ÔÏ ÂÅ ÁÎÄ ÄÏ ÉÎ ÌÉÆÅ ÂÅÃÁÕÓÅ ÔÈÅÙ ÁÒÅ ÂÏÙÓ ȣ ÂÕÔ ÉÆ ÇÉÒÌÓ ×ÁÎÔ ÔÏ ÄÏ ÔÈÅ ÓÁÍÅ 

ÔÈÉÎÇȟ ÔÈÅÙ ÃÁÎȭÔȦ 4ÈÅÉÒ ÐÁÒÅÎÔÓ ×ÏÎȭÔ ÁÌÌÏ× ÔÈÅÍȣÊÕÓÔ ÌÉËÅ ÍÙ ÐÁÒÅÎÔÓȦ  

 

(ÅÍÁȭÓ ÄÅÓÉÒÅ ÔÏ ÂÅ ÁÎ ÏÖÅÒÓÅas graduate teacher was in tension with her 

parentsȭ ÁÓÐÉÒÁÔÉÏÎÓ ÆÏÒ ÈÅÒ, ×ÈÉÌÅ *ÁÌÉÎÁ ÁÎÄ 3ÕÉ 3ÕÍȭÓ ÐÁÒÅÎÔÓȭ ÁÓÐÉÒÁÔÉÏÎÓ for 

them were compatible with their own. I now turn to the second reason parents 

promoted teaching as a career for their daughters.  
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4.1.2 Teaching as allowing for an excellent work -life balance  

Eight women in this study noted that parents wanted them to teach for extrinsic 

reasons (Kyriacou & Coulthard, 2000). According to these women, their parents 

seemed to think that teaching offered work-life balance. In Malaysian schools, 

teaching is perceived by some people as a half-day job since the school day starts 

at 7.30 am and ends at 1.30 pm (for primary schools) or 2.40 pm (for secondary 

schools). Therefore, the women said their parents believed teaching would allow 

their daughters more time to care for their families than would be the case if they 

worked in 9.00 am to 5.00 pm jobs. This is a cultural or regional assumption about 

the nature of teaching and teachers are assumed to be happy people who work 

half-days (Faridi, 2014). 

 

Edina, Kim Hong, and Mary AnneȭÓ ÁÃÃÏÕÎÔÓ suggested that their parents viewed 

teaching as allowing work-life balance. Edina said her mother advocated that a 

teaching career wÏÕÌÄ ÌÅÁÖÅ ×ÏÍÅÎ ÆÒÅÅ ÔÏ ÄÏ ÏÔÈÅÒ ÃÁÒÅ ×ÏÒËȢ (Ï×ÅÖÅÒȟ %ÄÉÎÁȭÓ 

status as a single woman did not provide her with the opportunity to experience 

the work-life balance her mother desired for her. During the interview, Edina 

joked: 

My Mum particularly, wanted me to be a teacher. She said I only work a half a 

day so I will have more time for my husband and kids. I can cook for them, take 

care of them but [Laughter] tapi sampai tua I tak kahwin-kahwin you! [but I am 

old now and I am not married] [Laughter]. Well, it's okay. I wanted to make my 

ÐÁÒÅÎÔÓ ÈÁÐÐÙ ÁÓ ÔÈÅÙ ÌÏÖÅ ÍÅ ÖÅÒÙ ÍÕÃÈȣ ÓÕÐÐÏÒÔ ÍÅ ÁÌÌ ÍÙ ÌÉÆÅȢ  

 

Kim Hong and Mary Anne recalled how their fathers tried to persuade them to 

take up teaching positions. Both fathers believed that, by working as teachers, 

their daughters would have more time to care for their families. Kim Hong said 

she did not give much thought to work-life balance at an early career stage, but 

ÓÈÅ ×ÅÎÔ ÁÌÏÎÇ ×ÉÔÈ ÈÅÒ ÆÁÔÈÅÒȭÓ ÄÅÃÉÓÉÏÎȢ #ÏÒÒÅÓÐÏÎÄÉÎÇÌÙȟ -ÁÒÙ !ÎÎÅ ÓÁid she 

wanted a more challenging career as an accountant, in order to earn a better 

ÉÎÃÏÍÅ ÁÎÄ ÇÁÉÎ ÓÏÃÉÁÌ ÍÏÂÉÌÉÔÙȢ (Ï×ÅÖÅÒȟ -ÁÒÙ !ÎÎÅ ÏÂÌÉÇÅÄ ÈÅÒ ÆÁÔÈÅÒȭÓ ×ÉÓÈ 

that teaching would be the best choice for work-life balance. Nevertheless, when 
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reflecting on their career as teachers, Kim Hong and Mary Anne noted that their 

fathers might not have promoted teaching as offering work-life balance if they 

had known about the heavy workloads that teachers currently face in Malaysia. 

Kim Hong said:  

Oh yes. My father had always wanted me to be a [Music] teacher. I guess thatȭÓ 

why lah ÆÒÏÍ ÖÅÒÙ Á ÙÏÕÎÇ ÁÇÅȣ ) ÔÈÉÎË ) ×ÁÓ ÏÎÌÙ ÆÉÖÅ ÏÒ ÓÉØ ÙÅÁÒÓ ÏÌÄ ×ÈÅÎ ÈÅ 

sent me for piano lessons. When I grew up, my Dad said teaching is good because 

I will have more time for my own famÉÌÙ ÌÁÔÅÒȢ )ÔȭÓ ÏÎÌÙ Á ÈÁÌÆ ÄÁÙ ÊÏÂ maaȣ ÓÏ ÈÅ 

thought a bit relax lahȣ ÍÏÒÅ ÔÉÍÅ ÁÔ ÈÏÍÅȣ ÍÏÒÅ ÔÉÍÅ ÆÏÒ ÆÁÍÉÌÙȢ )Æ ÏÎÌÙ ÈÅ 

ËÎÅ× ÔÅÁÃÈÅÒÓȭ ×ÏÒËÌÏÁÄ ÎÏ×ȟ ɍÂÅÃÁÕÓÅɎ ÔÈÅÒÅȭÓ ÎÏ ÔÒÕÔÈ ÉÎ ÉÔȦ ɍ,ÁÕÇÈÔÅÒɎȣ ÂÕÔ 

ÁÎÙÈÏ× )ȭÍ ÓÔÉÌÌ ÇÌÁÄ ) ÌÉÓÔÅÎÅÄ ÔÏ ÍÙ ÆÁÔÈÅÒȭÓ ÁÄvice.  

 

-ÁÒÙ !ÎÎÅ ×ÁÓ ÃÏÎÖÉÎÃÅÄ ÂÙ ÈÅÒ ÆÁÔÈÅÒȭÓ ÉÍÁÇÉÎÁÔÉÏÎ ÏÆ ×ÏÒË-life balance, based 

on 20th century teaching realities. Mary Anne recalled: 

-Ù ÆÁÔÈÅÒ ÓÁÉÄȟ Ȭ9ÏÕ ÂÅÉÎÇ Á ÇÉÒÌȣ ÂÁÃË ÉÎ ÔÈÅ ψπÓ ÉÔȭÓ ÇÏÔ ÔÏ ÂÅ Á ÔÅÁÃÈÅÒȭȣ Ȭ'ÉÒÌ 

one day must get married and ÈÁÖÅ ÆÁÍÉÌÙȭȢ (Å ÂÅÌÉÅÖÅÄ ÔÅÁÃÈÉÎÇ ÉÓ ÅÁÓÙ ÊÏÂ 

ÂÅÃÁÕÓÅ ) ×ÉÌÌ ÈÁÖÅ ÍÏÒÅ ÔÉÍÅ ÆÏÒ ÆÁÍÉÌÙȣ So, he helped me to apply [to go into 

teachers education institution ]. That was in the 80s. Maybe my father think it 

was an easy job for girls. Now, we [are] all half dead with workload! Time has 

changed because now teaching means no time for family. In fact, I think more 

busy than other job [sighed]. I wish I can tell my father that! [Laughed] 

 

+ÉÍ (ÏÎÇ ÁÎÄ -ÁÒÙ !ÎÎÅ ÒÅÆÌÅÃÔÅÄ ÏÎ ÔÈÅÉÒ ÆÁÔÈÅÒÓȭ ÉÍÁÇÉÎÅÄ ×ÏÒË-life balance 

as revealing an idealistic conceptualisation. However, both women still expressed 

ÁÐÐÒÅÃÉÁÔÉÏÎ ÆÏÒ ÔÈÅÉÒ ÆÁÔÈÅÒÓȭ ÁÄÖÉÃÅȢ 'ÉÖÅÎ ÃÕÒÒÅÎÔ ÔÅÁÃÈÅÒÓȭ ÈÅÁÖÙ ×ÏÒËÌÏÁÄÓ ÉÎ 

Malaysia, Kim Hong and Mary Anne said they could not achieve the work-life 

balance suggested by their fathers. In some societies, such as -ÁÌÁÙÓÉÁȟ ×ÏÍÅÎȭÓ 

faith, position, role, and career seemed to be pre-determined and that left women, 

such as those in my study, with limited choices.  
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4.1.3 Teaching as appropriate work for women  

Seven woÍÅÎ ÒÅÆÌÅÃÔÅÄ ÏÎ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÖÉÅ× ÏÆ ÔÅÁÃÈÉÎÇ ÁÓ Á ËÉÎÄ ÏÆ ÆÅÍÉÎÉÓÅÄ 

care work that is appropriate work for women (also see Luke, 1998; Pullen & 

Simpson, 2009; Skelton, 2012). Some women described how their parents 

contrasted teaching with male-dominated professions. Two of the paÒÔÉÃÉÐÁÎÔÓȭ 

accounts are noted here. First, Rahmah: 

-Ù ÉÎÉÔÉÁÌ ÁÍÂÉÔÉÏÎ ×ÁÓ ÎÏÔ ÔÏ ÂÅ Á ÔÅÁÃÈÅÒȢ 4ÅÁÃÈÉÎÇ ×ÁÓ ÎÅÖÅÒ ÙÏÕ ÓÅÅȣ one of 

my career options. Actually, I love something to do with business. But my parents 

objected to my idea [of becoming a businesswomanɎȢ 4ÈÅÙ ÓÁÉÄȟ Ȭ"ÕÓÉÎÅÓÓ ÁÒÅ ÆÏÒ 

ÍÅÎȢ .ÏÔ ÆÏÒ ɍÁɎ ×ÏÍÁÎ ÌÉËÅ ÙÏÕȦȭ ) ×ÁÓ ÅØÔÒÅÍÅÌÙ ÄÉÓÁÐÐÏÉÎÔÅÄ ÂÕÔ ÂÅÉÎÇ Á ÇÏÏÄ 

daughtÅÒ ÔÏ ÍÙ ÐÁÒÅÎÔÓȟ ) ÌÉÓÔÅÎÅÄ ÔÏ ÔÈÅÉÒ ÁÄÖÉÃÅ ȣ ×ÅÌÌȣ ÁÔ ÔÈÁÔ ÔÉÍÅ ÔÈÅÙ ÓÁÉÄȟ 

Ȭ4ÅÁÃÈÉÎÇ ÉÓ Á ÇÏÏÄ ÐÒÏÆÅÓÓÉÏÎȭȢ ) ÃÁÎÎÏÔ ÓÁÙ ÔÈÅ ÓÁÍÅ thing now but at that time, 

teaching was okay. Well, since teaching was a good profession and being a good 

ÄÁÕÇÈÔÅÒȟ ÔÈÁÔȭÓ why I entered the teacher education institution in 1981.  

Rahmah suggested that she was looking for a challenging business career which 

ÉÓ ÏÆÔÅÎ ÄÏÍÉÎÁÔÅÄ ÂÙ ÍÅÎȢ (Ï×ÅÖÅÒȟ ÓÈÅ ȬÓÉÄÅ-ÔÒÁÃËÅÄ ÉÎÔÏ ÔÅÁÃÈÉÎÇȭ ÔÏ ÆÕÌÆÉÌ ÈÅÒ 

ÐÁÒÅÎÔÓȭ ×ÉÓÈȢ !Ô ÔÈÁÔ ÔÉÍÅȟ 2ÁÈÍÁÈ ÃÁÎ ÂÅ ÓÅÅÎ ÁÓ ÁÄÈÅÒÉÎÇ ÔÏ ȰÔÈÅ ÖÁÌÕÅ ÏÆ ÆÉÌÉÁÌ 

piety and responsibility, the self-ÓÁÃÒÉÆÉÃÉÎÇ ÓÔÅÒÅÏÔÙÐÅ ÏÆ !ÓÉÁÎ ÆÅÍÉÎÉÎÉÔÙȱ ɉ,ÕËÅ, 

1998, p. 252). Filial piety applies to both women and men in terms of respect and 

life-lonÇ ÒÅÓÐÏÎÓÉÂÉÌÉÔÙ ÆÏÒ ÆÁÍÉÌÙ ÅÌÄÅÒÓ ɉ,ÕËÅȟ ρωωψɊȢ 'ÉÖÅÎ -ÁÌÁÙÓÉÁȭÓ ÒÉÃÈÎÅÓÓ 

in its cultures, traditions, and religions, I suggest that in most Malaysian families, 

most men and women practise the value of filial piety. 

 

Similarly, NoridahȭÓ ÍÏÔÈÅÒ ÄÉÓÁÇÒÅÅÄ with NoridahȭÓ ÉÎÔÅÎÔÉÏÎ ÔÏ ÂÅÃÏÍÅ Á ÃÉÖÉÌ 

lawyer. Her mother was sceptical about Malay female civil lawyers being hired or 

accepted in Malaysian society. Her mother felt that most people would prefer to 

employ male civil lawyers (particularly non-Malays) instead of female lawyers. 

Here is NoridahȭÓ ÁÃÃÏÕÎÔ ÏÆ ÈÅÒ ÉÎÔÅÒÁÃÔÉÏÎ ×ÉÔÈ ÈÅÒ ÐÁÒÅÎÔÓȡ 

I wanted to apply for law [studiesɎȟ ÉÎÉÔÉÁÌÌÙȢ %ÒÒȣ ÁÎÄ ÍÙ ɍÈÉÇÈ ÓÃÈÏÏÌɎ ÒÅÓÕÌÔÓ 

were good enough for me to apply for law or other courses. But my parents, 

especiallÙ ÍÙ ÍÏÔÈÅÒȟ ×ÁÓ ÒÅÁÌÌÙ ÁÇÁÉÎÓÔ ÔÈÅ ÉÄÅÁȣ ÔÈÅ ÆÁÃÔ ÔÈÁÔ ÈÅÒ ÄÁÕÇÈÔÅÒ 

×ÁÎÔÅÄ ÔÏ ÂÅÃÏÍÅ Á ÃÉÖÉÌ ÌÁ×ÙÅÒȢ 4ÈÅÙ ɍÍÙ ÐÁÒÅÎÔÓɎ ÄÏÎȭt see it [becoming a 

ÌÁ×ÙÅÒɎ ÈÁÓ Á ÂÒÉÇÈÔ ÆÕÔÕÒÅ ÉÎ -ÁÌÁÙÓÉÁȣ 4ÈÅÙȣ ÁÒÅ ÁÆÒÁÉÄ ÔÈÁÔ ÔÈÅÉÒ ÄÁÕÇÈÔÅÒ 
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might not be able to find work afÔÅÒ ÇÒÁÄÕÁÔÅ ȣ ) ÔÈÉÎË ÂÅÃÁÕÓÅ ÏÆ ÔÈÁÔȢ %ÒÒȣ 

ÍÁÙÂÅ ÂÅÃÁÕÓÅ ÙÏÕ ËÎÏ×ȣ ÔÈÅÙ ɍÍÙ ÐÁÒÅÎÔÓɎ ×ÁÔÃÈÅÄ ÔÏÏ ÍÕÃÈ ÏÆ 46 ÐÅÒÈÁÐÓȣ 

They ÔÈÉÎË ) ÍÉÇÈÔ ÈÁÖÅ ÔÏ ÓÔÒÕÇÇÌÅ ÂÅÃÁÕÓÅ ) ×ÁÎÔÅÄ ÔÏ ÃÏÍÐÅÔÅ ×ÉÔÈ ÍÅÎ ȣ  )Î 

the end, I took their advice [long sigh] because my parents thought teaching suits 

a woman like me.  

Similarly, Caryn, Mary Anne, Zaini, Jalina, Edina, and Puay Cheng also said that 

they had initial career aspirations other than teaching. However, they went along 

×ÉÔÈ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ×ÉÓÈ ÆÏÒ ÔÈÅÍ ÔÏ ÔÅÁÃÈȟ ÁÓ ÔÅÁÃÈÉÎÇ ×ÁÓ ÃÏÎÓÉÄÅÒÅÄ Á ȰÆÅÍÁÌÅ 

ÊÏÂȱȢ  

 

Gendered work and behavioural differences are arguably more pronounced in 

Asian multiracial societies (such as Malaysia) than in countries that are less 

steeped in historically-grounded customs, religions, and traditions (Abdullah, 

Noor, & Wok, 2008; Brown, 1980; Luke, 1998; Subon, 2013). Although some 

scholars contest this view, gendered differences in behaviours exhibiting 

ÐÏÌÉÔÅÎÅÓÓȟ ÒÕÌÅÓȟ ÁÎÄ ÔÒÁÄÉÔÉÏÎÓȟ ÓÕÇÇÅÓÔ ÔÈÁÔ ×ÏÍÅÎ ÁÒÅ ȬÓÕÐÐÏÓÅÄȭ ÔÏ ÂÅÈÁÖÅ 

differently than men (Brown, 1980; Holmes 2013; Luke, 1998). However, in the 

early 1990s, in many countries fewer women were represented in career fields 

that were traditionally male-dominated (Ahmad, 2009; Ayalon, 2003; Bradley, 

2000). For example, internationally, there were fewer women than men in fields 

such as law, engineering, mathematics, technology, and business (Ayalon, 2003; 

Bradley, 2000). Although women now outnumber men in tertiary education in 

most deveÌÏÐÅÄ ÁÎÄ ÄÅÖÅÌÏÐÉÎÇ ÃÏÕÎÔÒÉÅÓȟ ×ÏÍÅÎȭÓ ÐÁÒÔÉÃÉÐÁÔÉÏÎ ÒÅÍÁÉÎÓ ÈÉÇÈÅÒ 

in education, nursing, and social sciences ɂ fields which have traditionally been 

dominated by women (Bastick, 2000; Manuel, 2003; Manuel & Hughes, 2006). In 

this study, the cultural and national architecture of society seemed to be reflected 

ÉÎ ÐÁÒÅÎÔÓȭ ÖÉÅ×Ó ÏÆ ÔÅÁÃÈÉÎÇ ÁÓ ÁÎ ÁÐÐÒÏÐÒÉÁÔÅ ÃÁÒÅÅÒ ÃÈÏÉÃÅ ÆÏÒ ÔÈÅÉÒ daughters.  

 

4.1.4 Teaching as a worthy profession  

Some women described how their parents saw teaching as a worthy profession 

ÔÈÁÔ ×ÏÕÌÄ ÍÁËÅ Á ÄÉÆÆÅÒÅÎÃÅ ÉÎ ÏÔÈÅÒ ÐÅÏÐÌÅȭÓ ÌÉÖÅÓȟ ÌÉÎËÉÎÇ ÔÈÅ ×ÏÒË ÏÆ ÔÅÁÃÈÉÎÇ 

to educational, social, economic, and political reform. Historically, in pre- and 
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post-independence Malaysia (which was a British colony from 1786 to 1956), 

teachers had been involved in political movements. They took part actively in 

political, social, and economic activism (Mohamad & Ng, 2006; Saat, 2014). I note 

the accounts of two participants here:    

(ÏÎÅÓÔÌÙȟ ) ÎÅÖÅÒ ÌÉËÅÄ ÔÈÅ ÉÄÅÁ ÔÏ ÂÅ Á ÔÅÁÃÈÅÒȣ ÂÕÔ ÍÙ ÆÁÔÈÅÒ ÕÓÅÄ ÁÌÌ ÈÉÓ ÐÏ×ÅÒ 

ÔÏ ÄÅÃÉÄÅ ɍÃÈÕÃËÌÅÄɎ ȣ ÈÅ ÔÏÌÄ ÍÅȟ ȬOk, kerja guru kan pekerjaan yang mulia. 

Sebelum merdeka, ramai orang jadi guru, jadi pejuang bangsa. English kau bagus 

ȣ 0ÉÌÉÈ ÊÁÄÉ cikgu Bahasa Inggeris! Dulu orang jadi cikgu supaya boleh ubah nasib 

ȣ ÄÁÎ ËÅÌÕÁÒ ÄÁÒÉ ÈÉÄÕÐ ÓÕÓÁÈ ÄÁÎ ÄÉÊÁÊÁh! [Teaching is a worthy profession. 

Before independence, there were a lot of people who became teachers, who were 

strong advocates for independence. Your English language is good. Choose to be 

an English language teacher! In the past people became teachers so that they can 

ÃÏÍÅ ÏÕÔ ÏÆ ÐÏÖÅÒÔÙ ÁÎÄ ÆÉÇÈÔ ÆÏÒ ÉÎÄÅÐÅÎÄÅÎÃÅȦɎȭȣ ) ÃÁÎ ÔÏÔÁÌÌÙ ÕÎÄÅÒÓÔÁÎÄ ÍÙ 

ÆÁÔÈÅÒͻÓ ÓÅÎÔÉÍÅÎÔ ȣ ÈÅ ×ÁÓ ÊÕÓÔ Á ÇÅÎÅÒÁÌ ÌÁÂÏÕÒÅÒ ȣ Á ÇÏÖÅÒÎÍÅÎÔ ÓÅÒÖÁÎÔ ȣ 

we were extremely poor. I decided to follow my father's wish. (Zaini) 

I wanted to ÂÅ Á ÓÅÃÒÅÔÁÒÙȢ 3ÏÍÅÈÏ×ȟ ÔÈÁÔ ÄÉÄÎȭÔ ×ÏÒË ÏÕÔȢ 4ÈÅÎ ÁÆÔÅÒ ÔÈÁÔ ) 

applied for this Rotary Club scholarship to go to Australia for nursing course, but 

my mother put down [the idea]. My Mum suggested that I should apply to be a 

teacher and return to my hometown to teach [the] folks in my kampong [village] 

so that I could change their social and economy status. She said teaching is [a] 

worthy job compared to other profession. So, I applied [for the teaching course] 

ÁÎÄ ) ÇÏÔ ÉÔȦ "ÕÔ ÈÏÎÅÓÔÌÙȟ ) ×ÁÓÎȭÔ ÔÈÁÔ ÐÁÓsionate [about being a teacher] because 

ÙÏÕ ËÎÏ×ȣ Á ÙÏÕÎÇ ÇÉÒÌ ÌÉËÅ ÍÅ ÂÅÉÎÇ ÓÅÎÔ Á×ÁÙ ÔÏ Á kampong [village] school 

20 miles away from home! (Caryn) 

In these excerpts, Zaini and Caryn describe how they abandoned their passions 

and followed the wishes of their parents who perceived teaching as an essential 

tool to educate rural folks, eradicate poverty, and restructure society after 

colonisation by the British.  

 

Wan Anna, on the other hand, thought it was natural for her to opt for the teaching 

profession because she came from a family of teachers. Although Wan Anna said 

her father was a religious teacher, and it was not common for Malay girls to be 

highly educated at that time, he made an exceptional decision for his daughters 

to join teaching. Wan Anna reminisced: 
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I grew up in a strictly religious family. My father taught religious studies and was 

himself a renowned Quran [Islam Holy Book] reciter. Ironically though, he was 

very open-minded for [someone who was] somewhat radical in his thinking. At 

the time when girls were encouraged to be polite and timid, groomed to become 

obedient wives, my father sent my sisters hundreds of kilometres away from 

home to learn to become teachers. My father often reminded us that a teacher 

shapes a character, quality and a ÆÕÔÕÒÅ ÏÆ ɍÁÎɎ ÉÎÄÉÖÉÄÕÁÌȢ !ÌÔÈÏÕÇÈ ÔÅÁÃÈÅÒÓȭ ÐÁÙ 

is low, ÂÕÔ Á ÔÅÁÃÈÅÒ ×ÏÕÌÄ ÇÏ ÁÌÌ ÏÕÔ ÅÄÕÃÁÔÉÎÇ ÏÔÈÅÒÓȢ 4ÈÁÔȭÓ Á ×ÏÒÔÈÙ ÔÈÉÎÇ ÔÏ 

ÄÏ ȣ  (Å ɍÍÙ ÆÁÔÈÅÒɎ ÁÎÄ ÍÙ ÓÉÂÌÉÎÇÓ ÓÈÏ×ÅÄ ÕÓ ÁÌÌ ÔÈÁÔ ȣ !ÎÄ ÔÈÅÙ ɍ×ÅÒÅɎ ÏÎÅ 

of the few Malay women teachers in the country in the early 1950s to be involved 

ÉÎ ÔÈÅ ÉÎÄÅÐÅÎÄÅÎÃÅ ÍÏÖÅÍÅÎÔȣ ÌÉÆÅ ×ÁÓ ÈÁÒÄȟ ) ÓÁ× ÈÏ× ÍÙ ÆÁÔÈÅÒ ÁÎÄ ÍÙ 

siblings sacrificed their lives, safety to educate others and gained independence 

ÆÒÏÍ ÔÈÅ "ÒÉÔÉÓÈȣ )ÎÄÅÅÄ ȣ ÔÅÁÃÈÉÎÇ ×ÁÓ ÉÎÄÅÅÄ Á ×ÏÒÔÈÙ ÐÒÏÆÅÓÓÉÏÎ in those 

ÄÁÙÓȢ -Ù ÆÁÔÈÅÒ ×ÁÓ Á ÒÅÓÐÅÃÔÁÂÌÅ ÆÉÇÕÒÅ ÉÎ ÓÏÃÉÅÔÙȢ 4ÈÁÔȭÓ ×ÈÙ ) ÃÁÎ ÆÕÌÌÙ ÒÅÌÁÔÅ 

to why he gave equal opportunities for his sons and daughters to pursue 

ÅÄÕÃÁÔÉÏÎȣ 4ÈÁÔȭÓ ×ÈÙ ÍÏÓÔ ÏÆ ÍÙ ÓÉÂÌÉÎÇÓ ×ÅÒÅ ÔÅÁÃÈÅÒÓȢ !ÎÄ ÔÈÉÓ ÈÁÄ 

perpetually influenced my career path.  

5ÎÌÉËÅ (ÅÍÁȭÓ ÐÁÒÅÎÔÓ ×ÈÏ ÄÉÄ ÎÏÔ ×ÁÎÔ ÈÅÒ ÔÏ ÂÅÃÏÍÅ Á ÔÅÁÃÈÅÒȟ 7ÁÎ !ÎÎÁ said 

her parents encouraged her and her siblings to join the teaching profession. To 

7ÁÎ !ÎÎÁȭÓ ÆÁÔÈÅÒȟ ÔÅÁÃÈÉÎÇ ×ÁÓ Á ×ÏÒÔÈÙ ÐÒÏÆÅÓÓÉÏÎ through which one could 

ÍÁËÅ Á ÄÉÆÆÅÒÅÎÃÅ ÉÎ ÏÔÈÅÒ ÐÅÏÐÌÅȭÓ ÌÉÖÅÓȢ &ÕÒÔÈÅÒÍÏÒÅȟ he implied that having 

access to teaching would likely provide Wan AnnÁ ÁÃÃÅÓÓ ÔÏ Á ÍÁÎȭÓ ÄÏÍÁin (or 

a greater level of influence). With this view, 7ÁÎ !ÎÎÁȭÓ ÆÁÔÈÅÒ seemed to contest 

gendered ÉÄÅÁÓ ÁÂÏÕÔ ȬÁÐÐÒÏÐÒÉÁÔÅȭ ×ÏÒË ÆÏÒ ×ÏÍÅÎ.  

 

Notably, the implementation of post-independence affirmative development 

policies, such aÓ -ÁÌÁÙÓÉÁȭÓ .ÁÔÉÏÎÁÌ %Äucation Act of 1961 and 1996, the National 

Education Philosophy of 1988 and the 7ÏÍÅÎȭÓ $ÅÖÅÌÏÐÍÅÎÔ 0ÏÌÉÃÙ ÏÆ ρωψωȟ 

provided opportunities for social transformation for women in work in Malaysia 

(Alhabshi & Hakim, 2010; Bakar, 2017; Sidin, 2000). These policies allowed more 

women to fill traditionally male positions in certain areas of development such as 

education, society, economy, and politics, although there are still relatively few 

women in upper management roles. Although this appeared to be a positive 

ÄÅÖÅÌÏÐÍÅÎÔ ÆÏÒ ×ÏÍÅÎȟ ÓÏÃÉÅÔÙȭÓ ÐÅÒÃÅÐÔÉÏÎÓ ÏÆ ×ÏÍÅÎȭÓ ÒÏÌÅ ÉÎ -ÁÌÁÙÓÉÁÎ 

society was and is still much debated. In my study, some women described that 
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their parents saw teaching as contributing to increased economic, social, and 

ÐÏÌÉÔÉÃÁÌ ÉÎÄÅÐÅÎÄÅÎÃÅȟ ÁÎÄ ɉÐÅÒÈÁÐÓ ÉÎÁÄÖÅÒÔÅÎÔÌÙɊ ÁÓ ȰÁ ËÅÙ ÔÏ ÅÍÐÏ×ÅÒÉÎÇ 

×ÏÍÅÎ ÔÏ ȣ ÂÅÃÏÍÅ ÁÇÅÎÔÓ ÏÆ ÃÈÁÎÇÅ ÉÎ economic, social and political spherÅÓȱ 

(UNESCO, 2014, p. 59). 

 

4.1.5 Teaching as a secure profession with rewarding benefits  

3ÏÍÅ ×ÏÍÅÎȭÓ ÐÁÒÅÎÔÓ ÓÁ× ÔÅÁÃÈÉÎÇ ÁÓ ÏÆÆÅÒÉÎÇ Á ÐÒÏÍÉÓÉÎÇ ÊÏÂ ÂÅÃÁÕÓÅ ÔÒÁÉÎÅÅÓ 

were assured of job placements without having to apply for them. Here are two 

participaÎÔÓȭ ÁÃÃÏÕÎÔÓȡ 

7ÅÌÌȣ ) ÔÈÉÎË ÁÌÌ ÐÁÒÅÎÔÓ ×ÏÒÒÙ ÁÂÏÕÔ ÊÏÂ ÓÅÃÕÒÉÔÙȢ 9ÏÕ ËÎÏ× lahȣ ÏÎÃÅ ÙÏÕ 

complete a degree, ÙÏÕ ÈÁÖÅ ÔÏ ÓÅÁÒÃÈ ÆÏÒ ÔÈÅ ÊÏÂ ÏÎ ÙÏÕÒ Ï×Î ȣ -Ù ÆÁÔÈÅÒ ×ÁÓ 

a government servant, so I think he was also thinking that once I finished my 

[teacher] training, I will straightaway be posted to school. No need to search [for 

a job]. (Kim Hong) 

-Ù ÍÏÔÈÅÒ ÄÉÄ ÎÏÔ ÈÁÖÅ ÍÕÃÈ ÓÁÙȣ )Ô ×ÁÓ ÁÌ×ÁÙÓ ÍÙ ÆÁÔÈÅÒ ×ÈÏ ÄÅÃÉÄÅÄ 

ÅÖÅÒÙÔÈÉÎÇȢ 7ÅÌÌȣ ) ÇÕÅÓÓ ÍÙ ÆÁÔÈÅÒ ×ÁÎÔÅÄ ÍÅ ÔÏ ÂÅ Á ÔÅÁÃher because teacher 

training guaranteed job [offer]. Other people or even university graduates have 

ÔÏ ÌÏÏË ÆÏÒ ÊÏÂÓ ÏÎ ÔÈÅÉÒ Ï×Î ÁÓ ÔÈÅÒÅ ×ÁÓ ÎÏ ÊÏÂ ÇÕÁÒÁÎÔÅÅ ÁÆÔÅÒ ÓÔÕÄÙ ȣ  ÓÏ ÈÁÒÄ 

to get into university then no job [afterwards] ... You know lah how difficult it is 

to get a job without degÒÅÅȢ 0ÅÏÐÌÅ ×ÉÔÈ ÄÅÇÒÅÅ ÁÌÓÏ ÃÁÎÎÏÔ ÇÅÔ ɍÁ ÊÏÂɎ ȣ "ÕÔ 

teachers, after three years [of teacher training], you get a job immediately. No 

ÎÅÅÄ ÔÏ ÓÅÁÒÃÈ ÏÒ ×ÁÉÔ ÆÏÒ Á ÊÏÂȢ 4ÈÅ ÊÏÂ ÉÓ ÏÆÆÅÒÅÄ ÔÏ ÙÏÕȣ ÎÏ ÎÅÅÄ ÔÏ ÁÐÐÌÙȢ 

(Zaini) 

,ÉËÅ +ÉÍ (ÏÎÇȭÓ ÁÎÄ :ÁÉÎÉȭÓ ÐÁÒÅÎÔs, Caryn, Noridah, Rahmah, Mary Anne, Elaine, 

and Puay Cheng also mentioned that their parents encouraged them to join 

teaching because it was considered a secure position with rewarding benefits.  

 

Under the Public Service Secular 1992, teachers (and all government servants) in 

Malaysia received various rewarding benefits (Public Service Department of 

Malaysia, 2018). These benefits included free medical care and hospitalisation 

cover, housing facilities or housing allowance, and cost of living allowance, 

ÄÅÐÅÎÄÉÎÇ ÏÎ ÔÈÅ ÅÍÐÌÏÙÅÅȭÓ ÌÏÃÁÔÉÏÎ ɉÕÒÂÁÎ ÏÒ ÒÕÒÁÌɊȢ -ÏÒÅÏÖÅÒȟ -ÁÌÁÙÓÉÁÎ 

government servants could apply for a housing loan, car loan and computer loan 
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with interest rates fixed at 4% per annum. To this day, upon retirement, 

government servants are entitÌÅÄ ÔÏ ÍÏÎÅÔÁÒÙ ÂÅÎÅÆÉÔÓ ÓÕÃÈ ÁÓ ÔÈÅ ȬÇÏÌÄÅÎ 

ÈÁÎÄÓÈÁËÅȭ ÒÅ×ÁÒÄȢ The golden handshake reward is paid based on a maximum 

of 150 days of annual leave, which has not been utilised during employment. The 

remainder of the annual leave can be taken prior to the final year of retirement. 

Depending on the total years of service, the reward might be between 50% - 60% 

of the last earned salary. This amount is paid as one lump sum gratuity upon 

retirement. Furthermore, a pension is paid until the death of an employee, and 

beneficiaries will inherit the pension, including the wife/husband and children 

under 21 years old. Perhaps due to these benefits, despite ongoing calls for 

reforms and improvements in Malaysian public service provisions (Alam 

Siddiquee, 2006; Mohamed, 2012), parents of participants in this study seemed 

to think that employment in the public sector in Malaysia was more rewarding 

than the private sector.  

 

4.2 (/7 $)$ 0!24)#)0!.43 2%30/.$ 4/ 0!2%.43ȭ ).&,5%.#%ȩ 

4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÒÅÖÅÁÌÅÄ ÔÈÒÅÅ ×ÁÙÓ ÏÆ ÒÅÓÐÏÎÄÉÎÇ ÔÏ Ðarental influence 

in early career decision-making. Some participants felt compelled to do what 

their parents said. Some linked their socio-economic status (SES) with a desire to 

oblige their parents. Other participants decided to choose a career which they 

ÃÏÎÓÉÄÅÒÅÄ ÔÏ ÂÅ ÃÈÁÌÌÅÎÇÉÎÇ ÏÒ ÁÕÔÈÅÎÔÉÃȟ ÄÅÓÐÉÔÅ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÉÎÆÌÕÅÎÃÅȢ  
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Figure 4. 0ÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁrly career choices and decisions (n=14) 

 

As shown in Figure 4, six participants (Caryn, Mary Anne, Noridah, Puay Cheng, 

Rahmah, and Zaini) said that teaching was not their first career choice. Instead, 

ÔÈÅÙ ×ÁÎÔÅÄ ÔÏ ÔÁËÅ ÕÐ ÃÁÒÅÅÒÓ ÔÈÅÙ ÃÏÎÓÉÄÅÒÅÄ ÍÏÒÅ ȬÃÈÁÌÌÅÎÇÉÎÇ ÁÎÄ ÁÕÔÈÅÎÔÉÃȭ 

(Mainiero & Sullivan, 2006), such as an accountant, lawyer, nurse, secretary, 

ÂÕÓÉÎÅÓÓ×ÏÍÁÎȟ ÁÎÄ ÊÏÕÒÎÁÌÉÓÔȢ (Ï×ÅÖÅÒȟ ÔÈÅÓÅ ÏÂÌÉÇÅÄ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ×ÉÓÈÅÓ ÁÎÄ 

became teachers, regardless of their own preferences.  

 

Four participants (Sui Sum, Kim Hong, Elaine and Suriah) described their parents 

as giving them the freedom to choose their own careers. All four women 

described their parents as highly educated and having a liberal outlook on life. 

Two other participants (Jalina and Edina) said they had no specific early career 

choices and hence obliged their parents by choosing to teach. One participant 

(Wan Anna) said that her father, who worked as a teacher, influenced her. Only 

one participant (Hema) continued her teaching degree overseas against her 

ÐÁÒÅÎÔÓȭ ×ÉÓÈÅÓȢ ) ÄÅÓÃÒÉÂÅ ÔÈÅ ÒÅÁÓÏÎÓ ÆÏÒ Ôhese choices and decisions more in 

the following paragraphs.  

 

6

4

2

1 1

Had own career preferences but obliged parents' decisions

Freedom to choose own careers

No specific career preferences but aligned with parents' decisions

Career choice influenced by father's career aspiration

Went against parents' decisions
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In the first situation, six of the 14 participants felt compelled to oblige their 

ÐÁÒÅÎÔÓȭ ×ÉÓÈÅÓȢ 4ÈÅ ÐÁÒÔÉÃÉÐÁÎÔÓ ÇÁÖÅ Ô×Ï ÄÉÓÔÉÎct reasons for their compliance 

with parents: as a way of giving back to the community, and in order to gain better 

educational attainment. The two quotes below (Wan Anna and Puay Cheng) 

illustrate these different situations: 

I grew up in a family of teachers. My father and three other sisters were teachers. 

That has perpetually influenced my career path. My father has always been 

staunch support ÆÏÒ ÅÑÕÁÌ ÏÐÐÏÒÔÕÎÉÔÉÅÓ ÆÏÒ ÂÏÔÈ ÂÏÙÓȭ ÁÎÄ ÇÉÒÌÓͻ ÅÄÕÃÁÔÉÏÎȢ (Å 

did not discriminate us in anyway. We were treated equally and seeing my father 

and sisters giving back to the community inspired me to be like them too. (Wan 

Anna) 

In three participantsȭ ÎÁÒÒÁÔÉÖÅÓȟ ÔÈÅÙ noted their parents were strong advocates 

and supporters of their  education. Therefore, Jalina, Edina and Wan Anna thought 

that joining teaching was undeniably the right decision. Thus, they complied with 

ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ×ÉÓÈÅÓȢ  

 

Three other participants (Puay Cheng, Noridah and Rahmah) tried to negotiate 

their choices and ambitions with their parents. For example, Puay Cheng recalled: 

My ambition was to be a secretary. I wanted so much to become a secretary, but 

ÍÙ ÐÁÒÅÎÔ ÓÁÉÄȟ Ȭ.ÏȦȭȣ -Ù ÆÁÔÈÅÒ ÔÈÏÕÇÈÔ ) ÓÈÏÕÌÄ ÁÐÐÌÙ ÔÏ ÂÅ Á ÔÅÁÃÈÅÒ ÂÅÃÁÕÓÅ 

my English [language] is good. I tried to convince him that I will be better at 

ÓÅÃÒÅÔÁÒÉÁÌ ɍÊÏÂɎ ×ÉÔÈ ÍÙ %ÎÇÌÉÓÈ ɍÌÁÎÇÕÁÇÅɎ ÂÕÔ ÍÙ ÆÁÔÈÅÒ ×ÏÕÌÄÎȭÔ ÌÅÔ ÍÅȢȢȢ 

4ÈÁÔȭÓ ÈÏ× ) ÅÎÄÅÄ ÕÐ ÁÓ Á ÔÅÁÃÈÅÒȢ !ÎÄ ɍÔÈÅÒÅ ×ÁÓɎ ÎÏ ÔÕÒÎÉÎÇ ÂÁÃËȢ ,ÁÔÅÒȟ ) 

applied for a scholarship. So, when I got this scholarship, it was a golden 

opportunity. Who would refuse a scholarship to New Zealand? Most importantly 

because I love English [language]. Although I disagreed with my father at first 

but when I thought over, I am happy he forced me into teaching. So here ) ÁÍȣ 

ÔÁÄÁÁ ȣ Á ÔÅÁÃÈÅÒȦ ɍ,ÁÕÇÈÔÅÒ]  

Like Puay Cheng, Noridah and Rahmah also failed in their negotiations and gave 

ÉÎ ÔÏ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÄÅÓÉÒÅȢ However, Puay Cheng suggested that she later felt quite 

happy about obliging her parents, as she looked forward to going abroad to 

further her studies.   
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In the second situation, three participants linked their teaching decision to their 

socio-economic status, alongside a desire to oblige their parents and to gain social 

mobility.  Caryn and Zaini were brought up iÎ ÔÈÅ Ȭkampongȭ ÏÒ ÖÉÌÌÁÇÅ ×ÈÅÒÅ Íost 

people were poor farmers. Their experience of the economic challenges 

ÁÓÓÏÃÉÁÔÅÄ ×ÉÔÈ ÌÉÖÉÎÇ ÉÎ ÓÍÁÌÌ ÖÉÌÌÁÇÅÓ ÉÎÆÌÕÅÎÃÅÄ ÔÈÅÍ ÔÏ ÆÏÌÌÏ× ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ 

wishes. Zaini explained:  

I was a kampong [village] girl and my parents were very poor when I was young. 

-Ù ÆÁÔÈÅÒ ÕÓÅÄ ÔÏ ÒÅÍÉÎÄ ÕÓȣ ÔÈÅ ÃÈÉÌÄÒÅÎȟ ÉÆ ×Å ×ÁÎÔÅÄ ÔÏ ÇÅÔ ÏÕÔ ÏÆ ÐÏÖÅÒÔÙȟ 

we have to study hard. I used to be [a] very timid girl but deep down I wanted to 

ÓÅÅ ɍÔÈÅɎ ÏÕÔÓÉÄÅ ×ÏÒÌÄȣ )Î ÏÕÒ ÈÏÕÓÅȟ ×Å ÈÁÄ ÏÎÅ ÂÉÇ ×ÏÒÌÄ ÍÁÐȢ $ÏÎȭÔ ËÎÏ× 

where my father got it [chuckled]. But my father always encouraged us to read. I 

ÌÉËÅ ÔÏ ÒÅÁÄ ÅÎÃÙÃÌÏÐÁÅÄÉÁÓ ÁÎÄ ) ÌÉËÅ ÔÏ ÌÏÏË ÁÔ ÍÁÐÓȢ ) ÈÁÖÅ ÂÉÇ ÄÒÅÁÍÓȣ ÎÏÔ ÔÏ 

get good grades but just to get out from my kampong ɍÖÉÌÌÁÇÅɎ ȣ ÔÏ ÂÅ ÁÂÌe to get 

into teaching profession ÉÎ ÏÖÅÒÓÅÁÓ ÒÅÁÌÌÙ ÍÁÄÅ ÍÙ ÐÁÒÅÎÔÓ ÐÒÏÕÄȣ ÖÅÒÙ ÐÒÏÕÄȦ  

Mary Anne, Caryn and Zaini mentioned in the interviews that, although their 

parents were poor and had little education, they nevertheless advocated and 

impressed upon them the importance of education. In a developing country like 

Malaysia, education was important because it provided an opportunity to gain 

social mobility, fight against poverty, and make a significant contribution to 

others who come from similar backgrounds (for example, poor and rural people). 

 

In the third situation, four participants made challenging career decisions for 

ÔÈÅÍÓÅÌÖÅÓȟ ÓÏÍÅÔÉÍÅÓ ÄÅÓÐÉÔÅ ÐÁÒÅÎÔÁÌ ÉÎÆÌÕÅÎÃÅȢ ) ÓÈÁÒÅ 3ÕÒÉÁÈȭÓ ÁÃÃÏÕÎÔ 

during the interviews. 

My parents were the ones who encouraged me toɂto further my studies, 

especially going overseas because theyɂthey also did their degree overseas. I 

am good in Music so that made me choose to study Music in overseas. My parents 

send my sister to [the] US [United States of America] and my brother to UK 

[United Kingdom]. When I visited them, ) ÄÉÄ ÎÏÔ ÌÉËÅ ÔÈÅÉÒ ÓÌÁÎÇ ȣ ɍ,ÁÕÇÈÔÅÒɎȢ 

So, I discussed with my parents and they told me to go to Australia or New 

Zealand as Music is offered there.  
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Although their parents made suggestions, these four participants were allowed 

the freedom to decide their own career pathways. Such freedom was rare for 

women in Malaysia before, and during, the 1980s. As well as parents, teachers at 

school and New Zealand educators also infÌÕÅÎÃÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ 

choices. I turn to this aspect now.  

 

4.3 TEACHERS AND NEW ZEALAND EDUCATORS AS INFLUENCERS IN 

7/-%.ȭ3 #!2%%2 $%#)3)/.3Ȣ 

)Î ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓȟ six participants identified teachers in school and New 

Zealand educators as influencers in their  career decisions. Two participants, 

Jalina and Noridah, said that some high school teachers at Sekolah Berasrama 

Penuh (SBP), or full boarding schools, were particularly inspirational and 

influential. According to Jalina, in Malaysian boarding schools, students spend 

most of their time at school and in the hostel; hence, some develop a strong bond 

and close relationship with teachers. Although Jalina and Noridah did not initially 

have a peÒÓÏÎÁÌ ÁÍÂÉÔÉÏÎ ÔÏ ÔÅÁÃÈȟ ÔÅÁÃÈÅÒÓȭ ÉÎÆÌÕÅÎÃÅ ÃÏÎÔÒÉÂÕÔÅÄ ÔÏ ÔÈÅÉÒ 

eventual career pathway. Jalina described her high school teachers as shaping her 

career preference, and she reminisced about their impact.  

) ×ÏÕÌÄÎȭÔ ÁÃÔÕÁÌÌÙ ÓÁÙ ÔÈÁÔ ÆÒÏÍ ÔÈÅ ÖÅÒÙ ÂÅÇÉÎning I wanted to be a teacher. ... 

"ÕÔ ÔÈÅÎȟ ) ÈÁÄ ÁÌ×ÁÙÓ ÈÁÄ ÔÈÅÓÅ ÐÅÏÐÌÅ ÂÅÈÉÎÄ ÍÅ ÉÎ 3"0 ȣ ÍÙ ÍÁÒÖÅÌÌÏÕÓ -ÁÔÈ 

tÅÁÃÈÅÒ ȣ ÁÎÄ ÍÙ (ÉÓÔÏÒÙ ÔÅÁÃÈÅÒȣ ×ÈÏ ÉÓ ÓÔÉÌÌ ×ÉÔÈ ÍÅ ÁÔ -/% ɍ-ÉÎÉÓÔÒÙ ÏÆ 

Education] sampai sekarang [until now]. [My Math teacher] was also an overseas 

student from [the] UK. He influenced me a lot... a wonderful teacher.  

Jalina went on to describe the impact of these teachers on her career and life. 

Through these teachers, she developed a desire to work with young people and 

make a difference in their lives. The meaningful engagement she had with her 

teachers helped her reached personal fulfilment and a sense of meaning. 

Interestingly, Jalina said she idolised her teachers with an overseas background. 

These teachers had inspired her to achieve a similar professional status for 

herself.  
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Similarly, another participant said that, as early as in primary school, her English 

language teacher had much influence on her career preference. Puay Cheng felt 

motivated to become a teacher due to her inspiring primary school teachers. Puay 

Cheng recalled: 

My English teacher, Mr Ganesan [pseudonym] always inspired me. Although I did 

not really have the ambition to be a teacher, but I have always enjoyed his English 

ÌÅÓÓÏÎȢ 4ÈÁÔȭÓ ÐÒÏÂÁÂÌÙ ×ÈÙ ) ÅÎÄÅÄ ÕÐ ÂÅÃÏÍing a teacher! [Laughter]. Mr 

Ganesan ÔÏÌÄ ÕÓȟ Ȭ9ÏÕ ÓÈÏÕÌÄ ÈÁÖÅ Á ÃÏÌÏÕÒÆÕÌ ÌÉÆÅȣ ÌÉËÅ ÈÏ× ) ÈÁÖÅ ÌÉÖÅÄ ÌÉÆÅ ÔÏ ÉÔs 

ÆÕÌÌÅÓÔȭȢ !ÎÄ ÔÈÅ ÏÎÌÙ ÔÈÉÎÇ ) ÈÏÌÄ ÔÏ ÁÌ×ÁÙÓ ÉÓ ×ÈÁÔ ÍÙ ÔÅÁÃÈÅÒ ÓÁÉÄȣ ÕÈȣ Ȭ.ÅÖÅÒ 

ÓÅÔÔÌÅ ÆÏÒ ÍÅÄÉÏÃÒÅȟ ÁÌ×ÁÙÓ ÁÉÍ ÆÏÒ ÔÈÅ ÂÅÓÔȭȢ 7ÈÅÎ ) ÂÅÃÁme a teacher, I always 

tell my students the same thing. It [the motivation] was given by my teachers in 

school, particularly my English teacher, my primary English teacher. I still think 

of Mr Ganesan until today.  

Puay Cheng linked her achievement in English language and her connections with 

other inspirational teachers to her own desire for a challenging career. In one 

sense, this finding is not surprising. Palmer (1998) argues that teaching involves 

creating an identity and seeking connectedness (for example, with students). He 

ÓÁÙÓȟ ȰÔÈÅ ÃÁÌÌ ÔÏ ÔÅÁÃÈ ÅÍÅÒÇÅÓ ÆÒÏÍ ÔÈÅ ÉÎ×ÁÒÄÎÅÓÓ ÏÆ ÔÈÅ ÓÅÌÆȟ ÏÒ ÔÈÅ ÈÅÁÒÔȟ 

where intellect, emotion and ÓÐÉÒÉÔ ÃÏÎÖÅÒÇÅȱ ɉÐȢ υɊȢ 4ÈÅ ÐÏ×ÅÒ ÏÆ ÔÅÁÃÈÅÒÓ ÁÓ ÒÏÌÅ 

models not only lies in good teaching, but also in their capacity to generate 

interest within students and the impact of this interest (and connectedness) on 

ÓÔÕÄÅÎÔÓȭ ÌÁÔÅÒ ÃÁÒÅÅÒÓ ɉ-ÁÎÕÅÌȟ ςππσȠ Manuel & Hughes, 2006; Palmer, 1998). 

Jalina, Noridah and Puay Cheng found teaching appealing due to a connection 

with inspirational teachers during past schooling.  

 

Participants also spoke about some New Zealand educators they idolised at 

tertiary levels. All 14 participants explicitly stated their New Zealand teacher 

ÅÄÕÃÁÔÏÒÓȭ ÓËÉÌÌÓȟ ÁÐÐÒÏÁÃÈÅÓȟ ÁÎÄ ÁÔÔÉÔÕÄÅÓ ÈÁÄ ÈÅÌÐÅÄ ÃÒÅÁÔÅ Á ÐÏÓÉÔÉÖÅ ÉÍÁÇÅ of 

ÔÈÅ ÔÅÁÃÈÉÎÇ ÐÒÏÆÅÓÓÉÏÎ ÁÎÄ ÈÅÌÐÅÄ ÔÈÅÍ ÒÅÁÌÉÓÅ ×ÈÁÔ ÉÔ ÍÅÁÎÔ ÔÏ ÂÅ ÁÎ ȬÅÆÆÅÃÔÉÖÅȭ 

teacher. All 14 participants repeatedly mentioned particular New Zealand 

educators who they had idolised in New Zealand. The students recalled these 

New Zealand ÅÄÕÃÁÔÏÒÓȭ teaching approach as exhibiting commitment, 

enthusiasm, and a desire to empower students. The women also recalled the 



 

100 Chapter 4: &ÁÃÔÏÒÓ ÔÈÁÔ ÉÎÆÌÕÅÎÃÅÄ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓ 

ÔÅÁÃÈÅÒ ÅÄÕÃÁÔÏÒÓȭ ÁÎÄ ÌÅÃÔÕÒÅÒÓȭ ÆÒÉÅÎÄÌÉÎÅÓÓ ÁÎÄ ÃÁÒÅ ÆÏÒ ÓÔÕÄÅÎÔÓȟ ÔÈÅÉÒ ÓÕÐÐÏÒÔ 

ÆÏÒ ÓÔÕÄÅÎÔÓȭ ÌÅÁÒÎÉÎÇȟ ÁÎÄ ÔÈÅ ÐÏÓÉÔÉÖÅ ÃÌassroom climate they promoted. 

4ÏÇÅÔÈÅÒȟ ÔÈÅÓÅ ÆÁÃÔÏÒÓ ÉÎÆÌÕÅÎÃÅÄ ÁÌÌ ρτ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÐÅÒÃÅÐÔÉÏÎÓ ÏÆ ×ÈÁÔ ÉÔ 

means to be a teacher. The following excerpts exemplify how the participants 

spoke about their teachers in New Zealand. 

Actually, we learnt a lot through this [TISTEP] programme. I learnt various 

ÔÅÁÃÈÉÎÇ ÔÅÃÈÎÉÑÕÅÓ ÏÆ ÔÈÅ ÂÉÇ Ȭ,ȭ ɍ%ÎÇÌÉÓÈ ,ÉÔÅÒÁÔÕÒÅɎ ÆÒÏÍ ɍÔÈÅɎ ÌÅÃÔÕÒers there 

[in New Zealand]. The subject [Literature] was really difficult but they made it 

ÉÎÔÅÒÅÓÔÉÎÇȣ 4ÈÅÉÒ ÁÐÐÒÏÁÃÈ ×ÁÓ ÄÉÆÆÅÒÅÎÔȟ and I did apply some of the skills with 

ÍÙ ÓÔÕÄÅÎÔÓ ȣ ,ÉÎÇÕÉÓÔÉÃÓ ÐÁÐÅÒÓ ×ÅÒÅ ÒÅÁÌÌÙ ÈÁÒÄ ÔÏÏȢ 2ÅÍÅÍÂÅÒ ÔÈÅ +ÏÒÅÁÎ 

lecturer who taught us the subject? (Å ×ÁÓ Á ÖÅÒÙ ÈÅÌÐÆÕÌ ÐÅÒÓÏÎȣ ÁÎÄ ) ÕÓÅÄ ÔÏ 

see him, and he wasɂhe would give some tips for me to score this and that. He 

×ÁÓ ÓÕÃÈ Á ÆÕÎÎÙ ÇÕÙ ÁÎÄ Á ÖÅÒÙ ËÉÎÄ ÍÁÎȣ ÓÙÍÐÁÔÈÙȣ ÅÍÐÁÔÈÙ ×ÉÔÈ ÕÓȢ /Æ 

course, I learnt to love the subject because of him. I learnt to be empathetic with 

my students because of [names lecturer]. I think it is important for me to have 

these kinds of characters in order to help my students learn and build their 

character. I learnt to be a friend to my students just like [the] lecturers were our 

friends when we were there [in New Zealand] ȣ ) ÎÏ× ÔÒÁÉÎ ÍÙ ÓÔÕÄÅÎÔÓ ÔÏ ÂÅ 

ÃÏÎÆÉÄÅÎÔȣ ÔÏ ÈÁÖÅ Èigh self-esteem like I once did because of my lecturers and 

professors ÔÈÅÒÅ ȣ I sangat garang kat sekolah rendah dulu you tau sebelum I pi 

New Zealand ɍ) ÕÓÅÄ ÔÏ ÂÅ Á ÖÅÒÙ ÓÔÒÉÃÔ ÔÅÁÃÈÅÒȣ ÙÏÕ ËÎÏ×ȢȢ ÉÎ ÐÒÉÍÁÒÙ ÓÃÈÏÏÌ 

prior to New Zealand programme]. But then I became a bit more friendly in 

secondary schools and now in here [the current ÃÏÌÌÅÇÅɎ ȣ )ȭÍ ÔÈÅÉÒ ÆÒÉÅÎÄȣ )ȭÍ 

just like a mother to them [my students]. I berubah kerana values yang I bawak 

ÄÁÒÉ ÓÁÎÁȣ !ÌÈÁÍÄÕÌÉÌÌÁÈȣ ËÁÒÅËÔÏÒ ) ÄÁÈ ÂÁÎÙÁË ÂÅÒÕÂÁÈȦ $ÁÈ tak garang dah! 

I boleh bergurau lagi [Laughter] [I have changed a lot because of the values I 

brought back from New ZealanÄȢ 0ÒÁÉÓÅ ÂÅ ÔÏ !ÌÌÁÈȣ ÍÙ ÃÈÁÒÁÃÔÅÒÓ ÈÁÖÅ 

ÃÈÁÎÇÅÄȣ ÎÏ ÌÏÎÇÅÒ Á ÓÔÒÉÃÔ ÔÅÁÃÈÅÒȦ ) ÁÍ Á ÈÕÍÏÒÏÕÓ ÐÅÒÓÏÎ ÎÏ× ɍ,ÁÕÇÈÔÅÒɎȢ 

(Rahmah) 

In the previous section, I noted how Rahmah had not initially chosen teaching as 

her first career choice. However, New Zealand educators at her New Zealand 

college of education and the university had changed her perceptions about the 

teaching career and influenced her later teacher identity.  
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Another participant, Noridah, also reflected on how New Zealand lecturers had 

influenced her views about teaching, and her attitudes and approaches towards 

her own students.  

Lecturers there [in New Zealand] who taught at [the] university and [the] college 

of eÄÕÃÁÔÉÏÎ ÈÁÖÅ ÔÈÅ ÓÁÍÅ ÓÔÙÌÅȢ 4ÈÅÙ ÇÉÖÅ ÙÏÕ ÔÈÅ ÆÒÅÅÄÏÍ ÔÏ ÔÈÉÎËȣ ÔÈÅÙ ÁÒÅ 

ÕÎÉÑÕÅȣ ÔÈey give you full support but at the same time allow you to be 

independent. I particularly like the lecturers in college of education. They were 

ÖÅÒÙ ÐÁÓÓÉÏÎÁÔÅ ÁÂÏÕÔ ÔÅÁÃÈÉÎÇȢ 4ÈÅÙ ÒÅÓÐÅÃÔ ÕÓȣ ÔÈÅÙ ÒÅÓÐÅÃÔ ÏÕÒ ÄÉÖÅÒÓÅ 

ÃÕÌÔÕÒÅȣ ÏÕÒ ÄÉÆÆÅÒÅÎÔ ÖÁÌÕÅÓȣ ) ÎÏÔÉÃed that the lecturers would try to reduce 

ÔÈÅ ÇÁÐÓ ÂÅÔ×ÅÅÎ ÓÔÕÄÅÎÔÓ ÁÎÄ ÌÅÃÔÕÒÅÒÓȣ ×ÉÔÈ ÔÈÁÔ ËÉÎÄ ÏÆ ÁÔÔÉÔÕÄÅȠ ) ÆÏÕÎÄ ÔÈÁÔ 

I learnt ÔÏ ÒÅÌÁØ ÉÎ ÃÌÁÓÓ ȣ ÍÅÁÎÉÎÇ ) ×ÁÓ ÎÏÔ ÁÆÒÁÉÄ ÔÏ ÓÁÙ ÍÙ ÏÐÉÎÉÏÎȢ 9ÏÕ ËÎÏ× 

lah ×Å -ÁÌÁÙÓÉÁÎ ÄÏÎȭÔ ÇÉÖÅ ÏÕÒ ÏÐÉÎÉÏÎ ÏÐÅÎÌÙȣ ÖÅry scared and very shy one! 

[Laughter]. But somehow, because I like our classes and lectures there [in New 

Zealand], now, I am doing the same to my students. I try to create [the] same 

ÁÔÍÏÓÐÈÅÒÅ ÆÏÒ ÍÙ ÓÔÕÄÅÎÔÓȣ ) ÔÒÙ ÔÏ ÍÁËÅ ÓÔÕÄÅÎÔÓ ÖÅÒÙ ÃÏÍÆÏÒÔÁÂÌÅ ×ÉÔh me 

ÔÈÁÔ ÉÎ ÆÁÃÔȟ ÔÈÅÙ ÄÏÎȭÔ ÍÉÎÄ ÇÏÓÓÉÐÉÎÇ ×ÉÔÈ ÍÅȣ ÁÓ ÌÏÎÇ ÁÓ ÉÔ ÉÓ ÉÎ %ÎÇÌÉÓÈ 

[language] [Laughter]. 

Noridah expressed her appreciation of her New Zealand lecturers who had 

significantly shaped her later career experiences and outcomes. Similarly, Caryn 

Chan, Mary Anne, and Hema shared about the treatment they received from their 

lecturers in New Zealand and how it  had impacted on their career decisions, and 

ÏÎ ÔÈÅÉÒ Ï×Î ÓÔÕÄÅÎÔÓ ÌÁÔÅÒ ÉÎ -ÁÌÁÙÓÉÁȢ &ÏÒ ÅØÁÍÐÌÅȟ ÁÌÔÈÏÕÇÈ (ÅÍÁȭÓ ÐÁÒÅÎÔÓ 

objected to her having an overseas education, her ambition to be an inspiring 

teacher was reinforced with the kind of treatment she received in New Zealand. 

Hema said: 

.Å× :ÅÁÌÁÎÄ ÈÁÓ ÓÈÁÐÅÄ ÍÙ ÐÅÒÓÏÎÁÌÉÔÙȣ ÉÔ ÈÁÓ ÍÁÄÅ ÍÅ ÔÈÅ ÂÒÁÖÅ ÐÅÒÓÏÎ ÔÈÁÔ 

I am today. It has given me a ÒÅÁÓÏÎ ÔÏ ÂÅÈÁÖÅ ÔÈÅ ×ÁÙ ) ÄÏȟ ÕÍÍȣ ×ÈÁÔ ÅÌÓÅȢ )Ô 

ÈÁÓ ÇÉÖÅÎ ÍÅ ÔÈÅ ÆÒÅÅÄÏÍ ÔÏ ÔÈÉÎË ÁÎÄȣ ÁÎÄ ÅØÅÃÕÔÅ ÍÙ ÔÈÉÎËÉÎÇ ÌÉke putting it 

into action because I can still fall back on my reasons, that things were this way 

when I was in New Zealand. I can still say that the experiences in New Zealand 

are just different and I am bold enough to make that difference in my career and 

my life now here in Malaysia. 

In Chapter Five, I consider in more depth how participants described their 

international experiences in New Zealand.  
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4.4  A RETURN TO THE RESEARCH QUESTION 

This chapter addresses the first research question for my study: what factors 

ÉÎÆÌÕÅÎÃÅÄ ÍÁÔÕÒÅ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ 

decisions? Parents, teachers, New Zealand educators emerged as key people who 

×ÅÒÅ ÃÒÉÔÉÃÁÌ ÉÎ ÓÈÁÐÉÎÇ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȢ  

 

In relation to parents, the women described parental choice, parental aspirations, 

cultural and gendered expectations, job assurance, and remuneration benefits 

asÓÏÃÉÁÔÅÄ ×ÉÔÈ ÐÕÂÌÉÃ ÓÅÒÖÉÃÅ ÅÍÐÌÏÙÍÅÎÔ ÁÓ ÆÏÓÔÅÒÉÎÇ ÐÁÒÅÎÔÓȭ ÐÒÅÆÅÒÅÎÃÅ ÆÏÒ 

teaching as a career option (for womenɊȢ 4ÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ 

ÉÎÆÌÕÅÎÃÅ ÐÒÏÂÌÅÍÁÔÉÓÅ ÔÈÅ ÎÏÔÉÏÎ ÏÆ ȬÃÈÏÉÃÅȭ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ 

 

All 14 women identified teachers, and New Zealand educators as key role models 

who contributed to their interest in teaching and career decision-making. Some 

women described how excellent educators had influenced their own decision at 

an early career stage, while women who had embarked on a career they did not 

ȬÃÈÏÏÓÅȭȟ ÄÅÓÃÒÉÂÅÄ ÅØÃÅÌÌÅÎÔ .Å× :ÅÁÌÁÎÄ ÅÄÕÃÁÔÏÒÓ ÁÓ ÆÏÓÔÅÒÉÎÇ ÔÈÅÉÒ ÌÁÔÅÒ ÌÉking 

for teaching.  

 

4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÂÏÔÈ ÐÒÏÂÌÅÍÁÔÉÓÅ ÁÎÄ ÒÅÆÌÅÃÔ Á ÖÉÅ× ÏÆ ÔÅÁÃÈÉÎÇ-as-

calling (Carneiro, 2003). Some women described themselves as not initially 

interested in teaching as a profession but noted that their views changed due to 

the influence of parents and/or their teacher education experiences in New 

:ÅÁÌÁÎÄȢ 4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÃÁÎ ÂÅ ÓÅÅÎ ÁÓ ÅØÅÍÐÌÉÆÙÉÎÇ CarneiroȭÓ ×ÏÒÄÓȟ 

ÔÈÁÔȟ ȰÅÄÕÃÁÔÉÎÇ ÔÏ ÌÅÁÒÎ ÁÎÄ ÌÅÁÒÎÉÎÇ ÔÏ ÅÄÕÃÁÔÅ ÁÒÅ ÉÎÔÅÒÔ×ÉÎÅÄ ÊÏÕÒÎÅÙÓȱ ɉςππσȟ 

ÐȢ ρχɊȢ &ÏÒ ÔÈÅ ×ÏÍÅÎ ÉÎ ÍÙ ÓÔÕÄÙȟ .Å× :ÅÁÌÁÎÄ ÅÄÕÃÁÔÏÒÓȭ ÐÅÒÓÏÎÁÌ ÁÔÔÒÉbutes 

(such as kindness, caring and considerateness; commitment to social justice or 

open-mindedness; and cultural Á×ÁÒÅÎÅÓÓɊȟ ÍÁÄÅ Á ÄÉÆÆÅÒÅÎÃÅ ÔÏ ÔÈÅ ×ÏÍÅÎȭÓ 

lives as students, leading them to see teaching as an important and influential 

profession. 
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WhiÌÅ ÓÏÍÅ ×ÏÍÅÎ ÒÅÆÌÅÃÔÅÄ ÔÈÁÔ ÌÉÓÔÅÎÉÎÇ ÔÏ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÁÄÖÉÃÅ ÁÎÄ ÏÂÌÉÇÉÎÇ 

ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÃÈÏÉÃÅ ×ÁÓ ÂÅÎÅÆÉÃÉÁÌȟ others described teachers as being over-

worked and teaching as an underpaid profession; hence, some of these 

participants chose to leave teaching (see Chapters Six and Seven). These women 

also noted that although teaching in some ways contributed to their social 

mobility, teaching was no longer seen as a respected, high status or favoured 

position (also see, Hilton, 2017; Manuel 2003; Manuel & Hughes, 2006).  

 

A significant amount of research has examined the predictors of career choices 

for those in Western contexts (Kyriacou & Coulthard, 2000; Manuel & Hughes, 

2006). These include altruistic, intrinsic, and extrinsic reasons (Kyriacou & 

Coulthard, 2000), and choices made based on moral, humane, and visionary 

leadership (Palmer, 1998). My study, which involved women in a non-Western 

context, provides a complex insight into the influence of parents, teachers, and 

.Å× :ÅÁÌÁÎÄ ÅÄÕÃÁÔÏÒÓȟ ÁÓ ÉÎÆÌÕÅÎÃÉÎÇ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÄÅÃÉÓÉÏÎÓȢ The women 

noted that their early career choices were influenced ÂÙ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÁÌÔÒÕÉÓÔÉÃ 

reason such as teaching was seen as a socially worthwhile and important job, an 

opportunity to help others succeed, and a desire to help society improve 

(Kyriacou & Coulthard, 2000). 

 

The Kaleidoscope Career Model (KCM) offers a lens for interpreting the 

experiences of Malaysian women educators in the Twinned In-Service Teacher 

Education Programme (TISTEP). KCM posits that the parameters of authenticity, 

ÂÁÌÁÎÃÅȟ ÁÎÄ ÃÈÁÌÌÅÎÇÅ ɉ!"#Ɋ ÓÈÁÐÅ ×ÏÍÅÎȭÓ ɉÁÎÄ ÍÅÎȭÓɊ ÃÁÒÅÅÒ-decisions and 

lives (Mainiero & Sullivan, 2005, 2006). As noted in Chapter Two, proponents of 

KCM posit that the alpha kaleidoscope career pattern is more common in men 

than women. In the alpha kaleidoscope career pattern, attention to challenge is 

dominant at the early career stage, followed by an emphasis on authenticity in 

mid-career level, and then balance and work-life integration at the senior career 

level. However, the beta kaleidoscope pattern is more widely found among 

women and some younger men. In the beta kaleidoscope career pattern, balance 

is a focus at the mid-career level, while attention to challenge and authenticity 

appear at various stages (Mainiero & Sullivan, 2005, 2006). 
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TÈÅ ÄÁÔÁ ÄÉÓÃÕÓÓÅÄ ÉÎ ÔÈÉÓ ÃÈÁÐÔÅÒ ÐÒÏÂÌÅÍÁÔÉÓÅ ȬÔÙÐÉÃÁÌȭ ÁÃÃÏÕÎÔÓ ÏÆ ×ÏÍÅÎȭÓ 

ÃÁÒÅÅÒÓȟ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ +#-Ȣ &ÉÒÓÔȟ ÁÌÔÈÏÕÇÈ ȬÃÈÁÌÌÅÎÇÅȭ ÓÅÅÍÅÄ ÔÏ ÂÅ Á ËÅÙ ÆÏÃÕÓ 

for ten of the women in this study as they made early career decisions, attention 

to the challengÅ ×ÁÓ ȬÎÏÔ ÐÅÒÍÉÔÔÅÄȭ ÆÏÒ ÓÉØ ÐÁÒÔÉÃÉÐÁÎÔÓȢ 4ÈÉÓ ÉÓ ÂÅÃÁÕÓÅ ÔÈÅ 

ÐÁÒÅÎÔÓ ÏÆ ÔÈÅÓÅ ÐÁÒÔÉÃÉÐÁÎÔÓ ÐÌÁÙÅÄ Á ÓÉÇÎÉÆÉÃÁÎÔ ÒÏÌÅ ÉÎ ÉÎÆÌÕÅÎÃÉÎÇ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

ÃÁÒÅÅÒÓ ȬÃÈÏÉÃÅÓȭ, ÒÅÑÕÉÒÉÎÇ ÔÈÁÔ ÔÈÅÉÒ ÄÁÕÇÈÔÅÒÓ ȬÃÈÏÏÓÅ ÔÏ ÔÅÁÃÈȭȟ ÄÅÓÐÉÔÅ 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ in relation to challenge. These parents advocated for 

ÔÅÁÃÈÉÎÇ ÁÓ Á ÐÒÏÆÅÓÓÉÏÎ ÄÕÅ ÔÏ ÔÈÅ ÐÅÒÃÅÉÖÅÄ ȬÂÁÌÁÎÃÅȭ ÁÎÄ ×ÏÒË-life integration 

it offered, or due to their perception of teaching as feminised care work that is 

suitable for women (Luke, 1998; Pullen & Simpson, 2009; Skelton, 2012). 

 

3ÅÃÏÎÄȟ Ô×Ï ÐÁÒÔÉÃÉÐÁÎÔÓ ÄÉÄ ÎÏÔ ÅÍÐÈÁÓÉÓÅ ȬÃÈÁÌÌÅÎÇÅȭ ÁÔ ÁÌÌȟ ÁÔ ÁÎ ÅÁÒÌÙ ÃÁÒÅÅÒ 

ÓÔÁÇÅȢ )ÎÓÔÅÁÄȟ ÔÈÅÙ ÅÍÐÈÁÓÉÓÅÄ ȬÁÕÔÈÅÎÔÉÃÉÔÙȭ ɂ for example, a view of teaching 

as a worthy job, ÁÓ ÍÁËÉÎÇ Á ÄÉÆÆÅÒÅÎÃÅ ÔÏ ÐÅÏÐÌÅȭÓ ÌÉÖÅÓȟ ÏÒ ÁÓ Á ÃÁÒÅÅÒ ÃÈÏÉÃÅȢ 4ÈÅ 

ȬÁÕÔÈÅÎÔÉÃÉÔÙȭ parameter of KCM, which Sullivan and Mainiero (2005, 2006) 

predicted at various career stages for women, was reflected at the early career 

ÓÔÁÇÅ ÏÆ (ÅÍÁȭÓ ÁÎÄ 7ÁÎ !ÎÎÁȭÓ Ãareers. Through their accounts, they were 

consistent in wanting to be teachers for reasons described in the earlier part of 

this chapter. 

 

Third, four participants indicated they made their own career decisions, but their 

narrative accounts did not really reflect concerns about authenticity, balance or 

challenge.  Instead, one reflected the influence of parents, and all four noted their 

ÔÅÁÃÈÅÒÓȭ ÉÎÆÌÕÅÎÃÅ ÉÎ ÓÈÁÐÉÎÇ ÃÁÒÅÅÒ ÄÅÃÉÓÉÏÎÓȢ  

 

)Î ÓÕÍÍÁÒÙȟ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓȟ ÁÓ ÄÉÓÃÕÓÓÅÄ ÉÎ ÔÈÅÉÒ ÎÁÒÒÁÔÉves, 

problematise a view of individual women as having absolute power to make their 

Ï×Î ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ ÄÅÃÉÓÉÏÎÓȢ )ÎÓÔÅÁÄȟ ×ÏÍÅÎȭÓ ÄÅÃÉÓÉÏÎÓ ×ÅÒÅ ÓÈÁÐÅÄ 

by parents, whose expectations were shaped in turn by cultural and gendered 

expectations, and their own experiences of poverty or influence, and by teachers 

and teacher educators. In this regard, my data problematise the contention that 

women tend to demonstrate beta kaleidoscope career patterns (Mainiero & 

Sullivan, 2005, 2006). While a desire for a challenging career other than teaching 
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appeared for some participants, and authenticity might have emerged as shaping 

ÓÏÍÅ ×ÏÍÅÎȭÓ ÄÅÃÉÓÉÏÎ ÔÏ ÂÅ ÔÅÁÃÈÅÒÓȟ ÓÏÍÅ ÏÆ ÔÈÅÍ ÈÁÄ ÔÏ ÃÏÍÐÌÙ ×ÉÔÈ ÔÈÅÉÒ 

ÐÁÒÅÎÔÓȭ ×ÉÓÈÅÓȢ 4ÈÅ ÐÁÒÅÎÔÓ ÔÅÎÄÅÄ ÔÏ ÆÏÃÕÓ ÏÎ ÏÐÐÏÒÔÕÎÉÔies for a balanced life 

as a factor that made teaching desirable. My findings extend our knowledge of 

socio-ÃÕÌÔÕÒÁÌ ÄÉÆÆÅÒÅÎÃÅÓ ÉÎ ×ÏÍÅÎȭÓ ÄÅÃÉÓÉÏÎ-making power (Oplatka, 2006; 

Singh, 2010), although it is not possible to generalise from such a small sample of 

women. In any case, the data discussed in this chapter highlight the importance 

of attending to the ÓÏÃÉÏÃÕÌÔÕÒÁÌ ÃÏÎÔÅØÔ ÉÎ ÓÔÕÄÉÅÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ 

ÐÒÏÖÉÄÅ ÆÕÒÔÈÅÒ ÅÖÉÄÅÎÃÅ ÏÆ ÔÈÅ ÎÅÅÄ ÆÏÒ ÁÔÔÅÎÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÎÏÎ-

Western settings, including Malaysia (Tu, Forret & Sullivan, 2006). I return to this 

point in Chapter Eight (Discussion).  

 

In the next chapter, I consider how women in this study interpreted their 

international higher education experiences in New Zealand and made sense of 

the impact of these experiences on their later career pathways. 
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Chapter 5: 7ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ about  

navigating higher education in 

New Zealand 

INTRODUCTION 

In this chapter, I explore how the Twinned In-Service Teacher Education 

Programme (TISTEP) participants interpreted their international higher 

education experiences in New Zealand. I also explore the ways women made 

sense of the impact of these experiences on their later career pathways. In doing 

so, I address the second research question: how do the women interpret their 

international higher education experiences in New Zealand?  

 

In the first two sections of this chapter, I focus on the themes that emerged in 

×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÏÆ ÔÈÅÉÒ .Å× :ÅÁÌÁÎÄ ÅØÐÅÒÉÅÎÃÅÓȢ 4ÈÅÎȟ ) ÆÏÃÕÓ ÏÎ ÔÈÅ 

×ÏÍÅÎȭÓ ÒÅÆÌÅÃÔÉÏÎÓ ÏÎ ÈÏ× ÔÈÅÉÒ ÔÉÍÅ ÉÎ .Å× :ÅÁÌÁÎÄ ÓÈÁÐÅÄ ÔÈÅÉÒ ÌÁÔÅÒ 

professional practice. In the third section of the chapter, I conclude by 

considering how my research might inform new understandings of international 

experience in twinned in-service teacher education programmes in general, and 

in higher education more broadly.  

 

5.1 7/-%.ȭ3 .!22!4)6%3 ABOUT NEW ZEALAND EXPERIENCES 

Five key themes emerged from participÁÎÔÓȭ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÔÉÍÅ ÉÎ .Å× 

Zealand.  The first related to family and community demands and concerns about 

ÆÁÍÉÌÙ ÉÎ -ÁÌÁÙÓÉÁȢ 4ÈÅ ÓÅÃÏÎÄ ÒÅÌÁÔÅÄ ÔÏ ÔÈÅ ×ÏÍÅÎȭÓ Óocial and personal 

conflicts, as well as cultural adjustment difficulties in New Zealand. The third 

ÒÅÌÁÔÅÄ ÔÏ ÔÈÅ ×ÏÍÅÎȭÓ ÆÉÎÁÎÃÉÁÌ ÓÅÔÂÁÃËÓ ÁÎÄ ÈÁÒÄÓÈÉÐȢ 4ÈÅ ÆÏÕÒÔÈ ÒÅÌÁÔÅÄ ÔÏ 

×ÏÍÅÎȭÓ ÃÏÎÃÅÒÎÓ ÁÂÏÕÔ Á ÐÅÒÃÅÉÖÅÄ ÌÁÃË ÏÆ ÆÁÍÉÌÉÁÒ ÃÕÌÔÕÒÁÌ ÁÎÄ ÒÅÌÉÇÉÏÕÓ ÖÁÌues 

ÉÎ .Å× :ÅÁÌÁÎÄȟ ÁÎÄ ÔÈÅ ÆÉÆÔÈ ÒÅÌÁÔÅÄ ÔÏ ÔÈÅ ×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÁÄÁÐÔÉÎÇ ÔÏ ÔÈÅ 

academic environment in New Zealand. I discuss each theme in turn. 
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5.1.1 Family and community demands, and concerns about family in 

Malaysia 

Participants in this study included single and married women, some of whom had 

children, and some of whom did not. The Malaysian government did not allow 

participants in the first cohort (1995) to bring their families to New Zealand 

because their scholarships covered only university tu ition fees and a living 

allowance for one student. However, some TISTEP participants with families 

made numerous appeals to the MMoE. As a result, students in the first cohort 

were allowed to bring their families in the second year of study, if they chose to 

do so, but at their own expense. Subsequent cohorts were also permitted to bring 

their families to New Zealand under the same condition. Participants noted the 

demands and concerns associated with decisions around study and family.  

 

All 14 participants described themselves as overjoyed when told they had won a 

TISTEP scholarship to study in New Zealand. However, five married participants 

(Wan Anna, Rahmah, Caryn, Julie, and Elaine) discussed the dilemma involved in 

leaving their children and husbands in Malaysia. Only one participant, Hema, said 

she was happy to leave her parents and husband. I begin with Hema, and then 

ÃÏÎÓÉÄÅÒ ÔÈÅ ÏÔÈÅÒ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓȢ 

 

Hema explained that a family feud resulted from her decision to continue her 

higher education in New Zealand (see Chapter Four). However, she described 

coming to New Zealand as involviÎÇ ȰÊÏÙ ÁÎÄ ɍÔÈÅɎ ÂÅÓÔ ÄÅÃÉÓÉÏÎȱ ÓÈÅ ÈÁÄ ÅÖÅÒ 

made. For example, she said:  

I had issues with my family [in Malaysia]. So, getting the [New Zealand] 

scholarship was the best thing that ever happened to me. Life was tough but I 

ÁÃÔÕÁÌÌÙ ÄÉÄÎȭÔ ÆÅÅÌ ÔÈÅ ÌÏÓÓ ÏÆ ÎÏÔ ÈÁÖÉÎÇ ÍÙ ÆÁÍÉÌÙ ×ÉÔÈ ÍÅȣ ) ×ÁÓ ÎÅÖÅÒ 

ÐÒÅÓÓÕÒÅÄ ÉÎÔÏ ÌÅÁÒÎÉÎÇ ×ÈÅÎ ) ×ÁÓ ÉÎ ɍ.Å× :ÅÁÌÁÎÄɎ ÕÎÉÖÅÒÓÉÔÙȣ ) ÔÈÉÎË ÔÈÅÒÅ 

was a lot of joy that went into learning. There was a lot of joy that went into 

ÁÓÓÉÇÎÍÅÎÔÓȣ ÔÈÅ ÂÅÓÔ ÔÈÉÎÇ )ȭÖÅ ÅÖÅÒ ÄÏÎÅȣ ÔÏ ÂÅÃÏÍe a teacher. The joy of 

ÂÅÉÎÇ Á ÔÅÁÃÈÅÒȣ 7ÈÅÎ ) ÄÏ ÔÈÉÎÇÓȟ ÉÔ ÉÓ ÔÏ ÍÙ ÂÅÓÔ ÁÂÉÌÉÔÙȢ 3Ïȟ ) ÇÁÖÅ ÍÙ ÂÅÓÔ ÉÎ 

.Å× :ÅÁÌÁÎÄ ÁÎÄ ÃÁÍÅ ÂÁÃË ɍÔÏ -ÁÌÁÙÓÉÁɎ ×ÉÔÈ Á ÎÅ× ÍÅȣ Á ÎÅ× ÔÅacher!  

 



 

108 Chapter 5: 7ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÁÂÏÕÔ ÎÁÖÉÇÁÔÉÎÇ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÉÎ .Å× :ÅÁÌÁÎÄ 

In contrast to Hema, five married participants described leaving for New Zealand 

as creating a profound dilemma, since they had to leave their loving families 

behind. The women recalled feeling anxiety, hesitancy, confusion, and concern 

for the well-being of their families. Two of the five married participants explained 

their dilemma in the following terms: 

It was quite hard leaving behind my husband. Especially thinking about [leaving] 

my four young kids. I was so homesick ȣ ) ÆÅÌÔ ÓÏ ÁÌÏÎÅ ÁÎÄ ÌÏst without my 

husband and my kids. (Rahmah) 

In one word, challenging. I came with a baggage full of unfulfilled commitments. 

Being away from my country meant that I could not be there for my family. My 

husband and children had to carry on with life on their own in my absence. Long 

distance relationships always took a toll on the mental faculty. The studies, too, 

were demanding. As such, it was not always easy to juggle my mental and 

emotional capacities between two equally huge commitments. (Wan Anna) 

I ×ÁÓ ÒÅÁÌÌÙ ÈÏÍÅÓÉÃË ÆÏÒ ÔÈÅ ×ÈÏÌÅ ÏÆ ÆÉÒÓÔ ÙÅÁÒȣ ÅÖÅÒÙ ÎÉÇÈÔ ) ÃÒÉÅÄ ÂÅÃÁÕÓÅ ) 

missed homÅ ȣ ) ÍÉÓÓÅÄ ÍÙ ÃÈÉÌÄÒÅÎ ÁÎÄ ÈÕÓÂÁÎÄȢ &ÉÒÓÔ ÆÅ× ÍÏÎÔÈÓȟ ) ×ÁÓ Á 

loner, very depressed ȣ  ) ÓÐÅÎÔ ÍÏÓÔ ÏÆ ÍÙ ÔÉÍÅ crying alone in the library. 

Sometimes when [I felt] okay I went to [the] university [to] watch free theatre or 

cheap movies in [the] ÃÉÔÙȣ 4ÈÅÎ ÌÁÔÅÒȟ ) ÒÅÁÌÉÓÅÄ ) ÎÅÅÄ ÔÏ ÂÅ ÓÔÒÏÎÇ ȣ Most of 

ÕÓ ×ÅÒÅ ÖÅÒÙ ÌÏÎÅÌÙ ÉÎ .: ȣ ÎÅ× ÐÌÁÃÅ ȣ ÅÖÅÒÙÔÈÉÎÇ ÎÅ×ȣ ÂÕÔ ÓÌÏ×ÌÙ ×Å ÌÅÁÒÎÔ 

ÔÏ ÃÏÐÅ ×ÉÔÈ ÅÁÃÈ ÏÔÈÅÒȭÓ ÐÒÅÓÅÎÃÅ. (Caryn)  

 

Rahmah, Wan Anna ÁÎÄ #ÁÒÙÎȭÓ accounts reflect the accounts of the other two 

married participants. For these women, the decision to study was personally 

ÃÏÓÔÌÙȢ )Î ÔÈÉÓȟ ÔÈÅ ×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÒÅÆÌÅÃÔÅÄ ÔÈÅ ÃÈÁÌÌÅÎÇÅÓ ÎÏÔÅÄ ÉÎ ÏÔÈÅÒ 

literature, where international students describe distance from family members 

and friends as leading to feelings of loneliness, homesickness, and depression, 

and as affecting their personal wellbeing, mental health and academic 

performance (see example, Carroll, 2002 ; Dawson & Conti-Bekkers, 2002; 

Rajapaksa & Dundes, 2002).  

 

The eight single participants in this study described their experiences in New 

Zealand quite differently. I describe NoridahȭÓ ÁÃÃÏÕÎÔ ÆÉÒÓÔ ÁÎÄ ÔÈÅÎ 0ÕÁÙ 

#ÈÅÎÇȭÓ ÁÃÃÏunt. 
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I thought of my Mum all the time but life [in Ne× :ÅÁÌÁÎÄɎ ×ÁÓ ÅÎÊÏÙÁÂÌÅ ÁÎÄȣ 

ÆÕÎ ɍÃÈÕÃËÌÅÄɎȣ ÁÎÄ ÂÅÌÉÅÖÅ ÍÅȟ ) ÔÈÉÎË ÓÏÏÎ ) ÄÉÓÃÏÖÅÒÅÄ Á ÌÏÔ ÏÆ ÍÙÓÅÌÆ ÔÈÅÒÅȢ I 

learnt to be actually very independent and brave there [in New Zealand]. 

(Noridah) 

Single participants, such as Noridah (and seven others) described missing their 

parents and families but spoke about adapting to their unfamiliar environment  in 

.Å× :ÅÁÌÁÎÄ ÁÓ ÁÎ ÅÁÓÉÅÒ ÐÒÏÃÅÓÓȢ 0ÕÁÙ #ÈÅÎÇȭÓ ÁÃÃÏÕÎÔ ÐÒÏÖÉÄÅÓ ÁÎÏÔÈÅÒ 

example: 

I missed my family when I first arrived, but not long after that I could adapt 

ÍÙÓÅÌÆ ×ÅÌÌ ɍÌÁÕÇÈÅÄɎȢ ) ÔÈÉÎË ÉÔ ×ÁÓÎȭÔ ÄÉÆÆÉÃÕÌÔ ÆÏÒ ÍÅȢ 0ÅÏÐÌÅ ÉÎ .Å× :ÅÁÌÁÎÄ 

×ÅÒÅ ÖÅÒÙ ÎÉÃÅȟ ÖÅÒÙ ÈÅÌÐÆÕÌ ÁÎÄ ÆÒÉÅÎÄÌÙ ȣ ÏÕÒ -ÁÌÁÙÓÉÁÎÓ ÁÌÓÏ ÎÏÔ ÆÒÉÅÎÄÌÙ ÌÉËÅ 

that lah ɍÃÈÕÃËÌÅÄɎ ȣ ÓÏ ȣ ÉÎ ÎÏ ÔÉme I made a lot of friends.  

Puay Cheng reported missing her family and siblings when she first arrived in 

New Zealand. However, she noted that she took only a few weeks to adapt to the 

ÎÅ× ÃÏÎÔÅØÔ ÁÎÄ ÍÁËÅ ȰÁ ÌÏÔ ÏÆ ÆÒÉÅÎÄÓȱȢ !ÄÄÉÔÉÏÎÁÌÌÙȟ 0ÕÁÙ #ÈÅÎÇ ÄÅÓÃribed 

joining various activities at her New Zealand university, including a mentoring 

programme, committee work, social events, and community and volunteer 

projects. Puay Cheng, and six other participants (Sui Sum, Edina, Mary Anne, 

Zaini, Suriah, and Jalina), reported that their involvements in local activities had 

enhanced their cultural awareness from meeting different people from diverse 

cultures and backgrounds. These findings reflect the findings in other literature, 

where pre-service teachers improved their language skills, and gained increased 

awareness of unfamiliar cultures and local contexts through studying abroad and 

becoming involved in local activities (Malewski & Phillion, 2009; Medina, 

Hathaway, Pilonieta & 2015; Pence & Macgillivray, 2008; Sahin, 2008). These 

seven participants (Puay Cheng, Sui Sum, Edina, Mary Anne, Zaini, Suriah, and 

*ÁÌÉÎÁɊ ÓÔÁÔÅÄ ÔÈÅÙ ÂÅÃÁÍÅ ÓÏÍÅ×ÈÁÔ ÁÂÌÅ ÔÏ ȬÂÌÅÎÄȭ ×ÉÔÈ both local and 

ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓ ɉÁÌÔÈÏÕÇÈ ÔÈÅÒÅ ×ÅÒÅ ÓÏÍÅ ÃÏÍÐÌÅØÉÔÉÅÓ ÔÏ ÔÈÉÓ ȬÂÌÅÎÄÉÎÇȭȟ 

which I explain in the next section).  
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5.1.2 Personal and social conflicts, and cultural adjustment difficulties  

4ÈÅ ÓÅÃÏÎÄ ÔÈÅÍÅ ÔÈÁÔ ÅÍÅÒÇÅÄ ÉÎ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ .Å× 

Zealand was related to personal and social conflicts, as well as cultural 

adjustment difficulties. Four participants described personal conflicts that 

affected their studies in New Zealand. These women shared flats with colleagues 

who had brought families to New Zealand. For example, Caryn and Rahmah were 

both married but had left behind their families in Malaysia. In New Zealand, both 

women lived with friends who had brought their spouses and children. Caryn and 

2ÁÈÍÁÈ ÆÏÕÎÄ ÔÈÅÉÒ ÌÉÖÉÎÇ ÓÉÔÕÁÔÉÏÎÓ ÐÒÏÂÌÅÍÁÔÉÃ ÄÕÅ ÔÏ ÔÈÅ ÃÈÉÌÄÒÅÎȭÓ ÎÏÉÓÅȟ 

overcrowding, and the clutter associated with the presence of children. These 

situations affected their studies and well-being. Caryn and Rahmah mentioned 

they found it difficult to talk with their flatmates to find solutions. Their repeated 

attempts to discuss the issues with their flatmates created a rift between them. 

 

3ÏÃÉÁÌ ÃÏÎÆÌÉÃÔ ×ÁÓ ÁÎÏÔÈÅÒ ÉÓÓÕÅ ÔÈÁÔ ÕÐÓÅÔ ÔÈÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÐÅÒÓÏÎÁÌ 

relationships and studies. According to three participants, some TISTEP 

educators seemed to form groups of their own and avoided mixing with other 

local and international students. I describe the accounts of Wan Anna, Puay 

Cheng, and Mary Anne, who shared their experiences in relation to social 

conflicts.  

 

Wan Anna reported a conflict with another TISTEP educator who struggled with 

her coursework and assignments (I call ÔÈÉÓ ÅÄÕÃÁÔÏÒ Ȭ.ÁÔÈÉÒÁÈȭ ɀ a pseudonym. 

Nathirah was not a study participant). Wan Anna described Nathirah as 

depending too much on her and another flatmate to complete required 

ÃÏÕÒÓÅ×ÏÒËȢ 7ÁÎ !ÎÎÁ ÒÅÃÁÌÌÅÄ ÈÏ× .ÁÔÈÉÒÁÈȭÓ ÄÅÐÅÎÄÅÎÃÅ ÃÁÕÓÅÄ ÐÒÏÂÌÅÍÓ for 

her other flatmate because they were struggling with the heavy workloads too. 

Wan Anna described Nathirah as portraying herself as having family problems, 

ÂÕÔ 7ÁÎ !ÎÎÁ ÓÕÓÐÅÃÔÅÄ ÔÈÁÔ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÃÏÍÐÅÔÅÎÃÙ ×ÁÓ .ÁÔÈÉÒÁÈȭÓ ÍÁÉÎ 

weakness. Wan Anna recalled how, when she and her flatmate finally suggested 

to Nathirah to seek help from relevant people at the university, a 

misunderstanding developed between them, which continued throughout their 

stay in New Zealand. Wan Anna described how Nathirah and her friends formed 
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their own clique and distanced themselves from Wan Anna and her flatmate. 

During the interview, she broke into tears and noted how this incident had 

negatively affected both her studies and her sense of social bonding within the 

cohort for an exceptionally long time. 7ÁÎ !ÎÎÁȭÓ ÁÃÃÏÕÎÔ ÈÉÇÈÌÉÇÈÔÅÄ Á ÐÏÓÓÉÂÌÅ 

lack of explicit attention to study skills in the TISTEP programme.  

 

-ÏÓÔ ÏÆ ÔÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÓÕÇÇÅÓÔÅÄ ÔÈÅÙ ÈÁÄ ÐÒÅÆÅÒÒÅÄ ÓÏÃÉÁÌÉÓÉÎÇ ÉÎ ÔÈÅÉÒ 

own TISTEP groups, rather than with  other international students. However, 

three of my participants were exceptional in this regard. They described how they 

had not wanted to restrict their circle of friends to only Malaysians. Two of the 

three participants noted that this decision caused some conflict with other 

TISTEP educators. For instance, Puay Cheng recalled: 

My own cohort [pause], hmm ... I would only meet them during the classes. I 

×ÏÎȭÔ ÓÔÉÃË ÔÏ ÍÙ Ï×Î ÃÌÁÎ ÁÌÌ ÔÈÅ ÔÉÍÅȢ 4ÈÅÙ ×ÏÕÌÄ ÓÔÉÃË ÔÏÇÅÔÈÅÒ ÁÎÄ ÇÏ 

wherever on their own, but I ×ÏÎȭÔȢ ) ×ÁÓ ÁÌÏÎÅȢ .Ï ÏÎÅ ÅÌÓÅ ÆÏÌÌÏ×ÅÄ ÍÅ ȣ /ÎÅ 

day, I saw a job advertisement in [the] uni[versity] and I just took the 

opportunity and went for it. They [university] gave us some training and then I 

was put with one international student from Hong Kong ... We were from 

different coÕÎÔÒÉÅÓȟ ÁÌÌ ÏÆ ÕÓ ȣ ) ÄÉÄÎȭÔ ÒÅÁÌÌÙ ÓÔÉÃË ÔÏ ÍÙ -ÁÌÁÙÓÉÁÎ ÆÒÉÅÎÄÓ ȣ 3Ïȟ 

I was very independent. And I made a lot of friends. Some were weird, some were 

funny, and some cannot be understood [laughter]. But it was fun! The only thing 

was my own cohort was not happy with me! [sigh].  

Puay Cheng went on to describe how her decision to distance herself from her 

Malaysian peers had caused severe conflict among them. As noted in Chapter 

Four, Puay Cheng had complied with  ÈÅÒ ÆÁÔÈÅÒȭÓ wish that she goes to New 

Zealand, not because she wanted to be a teacher, but to experience diverse 

cultures and meet people from other countries. Puay Cheng described how her 

involvement in activities with international students who were not from Malaysia 

×ÁÓ ȬÒÅÁÄȭ ÂÙ -ÁÌÁÙÓÉÁÎ ÐÅÅÒÓ ÁÓ Á ÄÅÔÁÃÈÍÅÎÔ ÆÒÏÍ ÔÈÅÍȢ 0ÕÁÙ #ÈÅÎÇȭÓ ÁÃÃÏÕÎÔ 

adds to the literature which notes the tendency of students to maintain social 

contact and friendships only within their own groups (Andrade, 2006; Reynolds 

Ǫ #ÏÎÓÔÁÎÔÉÎÅȟ ςππχɊȟ ÁÎÄ ÈÉÇÈÌÉÇÈÔÓ ÈÏ× ÓÔÕÄÅÎÔÓ ÍÁÙ ȬÐÏÌÉÃÅȭ ÅÁÃÈ ÏÔÈÅÒȭÓ 

behaviour in this regard.  
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Likewise, another participant shared how fellow Malaysian students were 

concerned about her involvement in community activities in New Zealand. Mary 

Anne reported: 

) ×ÁÎÔÅÄ ÔÏ ÍÏÖÅ ÏÕÔ ÆÒÏÍ ÔÈÅ ɍ-ÁÌÁÙÓÉÁÎ ÔÅÁÃÈÅÒÓȭɎ ÃÉÒÃÌÅ ÉÎ .Å× :ÅÁÌÁÎÄȢ 3Ïȟ ) 

joined the church group over there. There were people from Taiwan, China, 

Vietnam, Kiwi and other multi-nationals. I joined them. I had places to go. I was 

ÖÅÒÙ ÈÁÐÐÙ ÔÏ ÊÏÉÎ ÔÈÅÍ ȣ ) ÈÁÄ ÎÅÉÇÈÂÏÕÒÓ ÆÒÏÍ !ÍÅÒÉÃÁȢ ) ×ÅÎÔ ÏÕÔ Á ÌÏÔ ×ÉÔÈ 

ÔÈÅÍ ȣ "ÕÔ ÓÏÍÅ ÏÆ Íy [Malaysian] friends thought I was losing myself 

ɍÌÁÕÇÈÔÅÒɎȢ ) ÔÏÌÄ ÔÈÅÍȟ ) ×ÁÓÎȭÔ ÌÏÓÉÎÇ ÍÙÓÅÌÆȟ ) ÁÃÔÕÁÌÌÙ ÆÏÕÎÄ ÍÙÓÅÌÆ ÔÈÅÒÅ ɍÉÎ 

New Zealand]!  

-ÁÒÙ !ÎÎÅȭÓ ÁÃÃÏÕÎÔ ÓÕÇÇÅÓÔÓ ÔÈÁÔȟ ÉÎÓÔÅÁÄ ÏÆ ȰÌÏÓÉÎÇ ÈÅÒÓÅÌÆȱ ÏÒ ÌÏÓÉÎÇ ÈÅÒ 

identity in New Zealand, she found her interaction with people from other 

backgrounds and cultures profoundly enriching. Mary Anne suggested that by 

making new friends, sharing her interests and hobbies, and joining diverse teams 

and groups in New Zealand, she was able to claim, ȰÈÅÒ ÔÒÕÅ ÉÄÅÎÔÉÔÙȱȢ -ÁÒÙ !ÎÎÅ 

noted, Ȱ.ÏÔ ÏÎÌÙ ) ÇÏÔ ÔÏ ÄÏ ÔÈÅ ÔÈÉÎÇÓ ) ÅÎÊÏÙÅÄ ÂÕÔ ) ÇÁÉÎÅÄ ÍÁÓÓÉÖÅ ËÎÏ×ÌÅÄÇÅȟ 

ÖÁÌÕÁÂÌÅ ÅØÐÅÒÉÅÎÃÅ ÁÎÄ ÍÅÁÎÉÎÇÆÕÌ ÓÕÐÐÏÒÔ ÁÎÄ ÆÒÉÅÎÄÓÈÉÐÓȱȢ  

 

A few other participants shared the difficulties they experienced navigating their 

own ÁÎÄ ÏÔÈÅÒÓȭ ÅØÐÅÃÔÁÔÉÏÎÓ ÏÆ ȬÃÕÌÔÕÒÁÌ ÁÄÊÕÓÔÍÅÎÔȭ ÉÎ .Å× :ÅÁÌÁÎÄȢ &ÏÒ 

example, three participants (Noridah, Zaini and Jalina) recalled how their peers 

ÌÁÂÅÌÌÅÄ ÔÈÅÍ ÁÓ Ȱ×ÅÓÔÅÒÎÉÓÅÄȱ ÁÎÄ ȰÆÏÒÇÅÔÔÉÎÇ ÔÈÅÉÒ -ÁÌÁÙÓÉÁÎ ÒÏÏÔÓȱ ×ÈÅÎ ÔÈÅÙ 

tried to hang out or do assignments with other local and international students. 

Hechanova-Alampay et al. (2002) and Carroll (2002) have highlighted such issues 

which include transitional difficulties, as well as social and cultural problems 

among international students. Correspondingly, the narratives discussed here 

suggest suÃÈ ÐÒÏÂÌÅÍÓ ÍÁÙ ÂÅ ÁÎ ÏÕÔÃÏÍÅ ÏÆ ÔÈÅ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭ ÄÉÆÆÅÒÅÎÔ 

ideas about what an acceptable cultural adjustment should be in an international 

environment. 

 

.ÅØÔȟ ) ÅØÐÌÏÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓ ÁÂÏÕÔ ÆÉÎÁÎÃÉÁÌ ÓÅÔbacks and hardship 

experienced during their time in New Zealand. 
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5.1.3 Financial setbacks and hardship in New Zealand  

Many TISTEP educators described their experience of financial setbacks and 

hardship while they were in New Zealand. The six married participants in this 

study decided not to bring their families to New Zealand due to issues such as 

financial hardship, the expense of educating children, concerns about family 

ÍÅÍÂÅÒÓȭ ÈÅÁÌÔÈ ÁÎÄ ×ÅÌÌ-being, and their husbandsȭ difficulty finding 

employment in New Zealand. These participants acknowledged that concerns 

about family financial hardship added to their study anxiety and stress in New 

Zealand. New Zealand passed legislation in 2005 allowing children of 

international students to study in New Zealand fees-free and partners of 

international students to be granted work visas. However, at the time of the 

TISTEP programme, children of international students were required to pay 

ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÆÅÅÓ ÉÎ ÏÒÄÅÒ ÔÏ ÓÔÕÄÙ ÉÎ .Å× :ÅÁÌÁÎÄ ÓÃÈÏÏÌÓȟ ÁÎÄ ÐÁÒÔÎÅÒÓȭ ×ÏÒË 

visas were not guaranteed. 

 

Two participants, Rahmah and Mary Anne, reported that other TISTEP educators 

who brought their families to New Zealand, experienced severe financial 

hardship. This was mainly because TISTEP educators were given half-pay study 

leave in Malaysia (their salaries then were approximately equivalent to NZD250 

to NZD400 per month, paid into a Malaysian bank account). Their living 

allowance from their scholarship in New Zealand was only NZD345.00 per 

month. Rahmah noted that, with less than NZD1000.00 per month, it was almost 

impossible for TISTEP educators to support their spouses and children living in 

New Zealand.   

 

Rahmah described her decision not ÔÏ ÂÒÉÎÇ ÈÅÒ ÆÁÍÉÌÙ ÁÓ ȰÁ ÔÏÕÇÈ ÄÅÃÉÓÉÏÎȱȟ ÂÕÔ 

she said she could foresee the financial hardship even before she arrived in New 

Zealand. According to Rahmah, had her husband come with her while she was 

studying in New Zealand, they would not have been able to support their whole 

ÆÁÍÉÌÙȢ 4ÈÉÓ ×ÁÓ ÂÅÃÁÕÓÅ 2ÁÈÍÁÈȭÓ ÈÕÓÂÁÎÄ ×ÏÒËÅÄ ÉÎ ÔÈÅ -ÁÌÁÙÓian private 

sector, and in private sector positions, and employees were not allowed to take 

extended unpaid leave. The only options were to take a few months of unpaid 

leave or resign. Additionally, Ramah had four school-age children, whose tuition 
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fees as international students in New Zealand would have been expensive, given 

the exchange rate at the time.  

 

The other 13 participants in this study noted that life was financially difficult even 

for those who came without families. From 1995 to 1998, there was an agreement 

between the Government of Malaysia and New Zealand, which did not allow 

TISTEP educators to take up any part-time jobs. This situation added to the 

particiÐÁÎÔÓȭ ÆÉÎÁÎÃÉÁÌ ÄÉÆÆÉÃÕÌÔÉÅÓ ÉÎ .Å× :ÅÁÌÁÎÄȢ Here is an excerpt from #ÁÒÙÎȭÓ 

account: 

We were so poor in New Zealand with very little [living] allowance given by 

[Malaysian] government ȣ 7Å ÃÁÎÎÏÔ ×ÏÒË ÐÁÒÔ ÔÉÍÅ ÂÅÃÁÕÓÅ ×Å ×ÅÒÅ ÎÏÔ 

ÁÌÌÏ×ÅÄ ÔÏ ×ÏÒË ȣ we onÌÙ ÈÁÄ ÌÉÔÔÌÅ ÍÏÎÅÙ ÔÏ ÓÐÅÎÄ ȣ 3Ïȟ ÓÌÏ×ÌÙ ÍÙ ÆÒÉÅÎÄÓ ÁÎÄ 

I supported each other by doing our ÇÒÏÃÅÒÉÅÓ ÔÏÇÅÔÈÅÒȢ ȣ yes, we were so poor 

that we had to share our veges, rice, eggs, etc [sigh] ȣ we bought whatever was 

ÃÈÅÁÐ ÏÒ ÏÎ ÓÁÌÅ ÏÎÌÙ ȣ and we survived!  

Four participants (Caryn, Sui Sum, Rahmah and Edina) described financial 

difficult ies associated with sharing house rental expenses and dividing utility 

bills with housemates who were accompanied by their families. For these women, 

financial matters were a source of interpersonal conflict. When I asked about the 

possibility of moving out to other flats, Edina and Sui Sum said they could not 

afford to rent other apartments or to pay for other added expenses. Apartments 

around the university area were expensive, and if they were to move out, other 

expenses such as transport-related costs would be added stressors. These 

participants noted they had no choice but to allow their housemates to live with 

them. My findings add to other studies which highlight that mature students may 

face specific conflicts and frustrations when entering a new community, and 

navigating financial barriers associated with accessing higher education (Bowl, 

2001; Christie, Tett, Cree, Hounsell, & McCune, 2008; Preece, 2018).  

 

.ÅØÔȟ ) ÔÕÒÎ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÃÃÏÕÎÔÓ ÏÆ Á ÐÅÒÃÅÉÖÅÄ ÌÁÃË ÏÆ ÆÁÍÉÌÉÁÒ ÃÕÌÔÕÒÁÌ ÁÎÄ 

religious values in New Zealand. 
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5.1.4 Lack of familiar cultural and religious values  

All 14 participants reflected on their experiences encountering unfamiliar 

cultural and religious values in New Zealand. For example, participants described 

ÂÅÉÎÇ ÅØÐÏÓÅÄ ÔÏ ȰÈÏÍÏÓÅØÕÁÌÉÔÙȟ ÎÏÎ-marriage partnership, and weekly 

ÓÔÕÄÅÎÔÓȭ ÁÌÃÏÈÏÌ ÆÉÅÓÔÁȱȢ !ÃÒÏÓÓ ÔÈÅ ÉÎÔÅÒÖÉÅ×Óȟ ÐÁÒÔÉÃÉÐÁÎÔÓ ÁÌÓÏ ÅØÐÒÅÓÓÅÄ 

varied viewpoints as to whether unfamiliar values in New Zealand were negative, 

ÏÒ ÍÅÒÅÌÙ ÄÉÆÆÅÒÅÎÔ ÔÏ ÔÈÅÉÒ Ï×ÎȢ (ÅÒÅ ÉÓ ÁÎ ÅØÃÅÒÐÔ ÆÒÏÍ +ÉÍ (ÏÎÇȭÓ ÁÃÃÏÕÎÔȡ  

We mingled with them [the New Zealand people] and you can see a very peculiar 

culture they have. Let me give you an example. We happened to meet this lady, a 

white lady there, and we became quite close to her, chatted with her and edited 

ÐÁÐÅÒÓ ×ÉÔÈ ÈÅÒȢ ) ÄÏÎȭÔ ËÎÏ× ÈÏ× ×Å got to know her [laughter] and she used 

ÔÏ ÓÁÙȟ Ȱ-Ù ÐÁÒÔÎÅÒ ȣ ÍÙ ÐÁÒÔÎÅÒȱȢ 7Å ×ÅÒÅ ÖÅÒÙ ÉÇÎÏÒÁÎÔȟ we thought it was her 

husband lahȢ ,ÁÔÅÒȟ ÓÈÅ ÅØÐÌÁÉÎÅÄ ÔÏ ÕÓ ×ÈÁÔ ÔÈÅ ×ÏÒÄ ȬÐÁÒÔÎÅÒȭ ÍÅÁÎÔȢ 7Å ×ÅÒÅ 

quite shocked! She was living withɂher partner was theɂone of the deans in 

the department at the university (in New Zealand). They can stay togetherɂthe 

ȬÐÁÒÔÎÅÒȭ ÔÈÉÎÇ ɍÎÏÔ ÌÅÇÁÌÌÙ ÍÁÒÒÉÅÄɎȢ 3Ïȟ ×ÈÁÔ ÄÉÄ ) ÌÅÁÒÎȩ ) ÌÅÁÒÎÔ ÔÈÁÔ ȣ Á 

different environment. An environment which would never be accepted by my 

religion and my culture [sigh].  

+ÉÍ (ÏÎÇ ÄÅÓÃÒÉÂÅÄ Á ÓÅÎÓÅ ÏÆ ÈÅÒ Ï×Î ȰÉÇÎÏÒÁÎÃÅȱ ÁÓ ÓÈÅ ÅÎÃÏÕÎÔÅÒÅÄ ÄÉfferent 

lifestyles in New Zealand during her university years. Although her perception 

about such matters had slightly changed by the time of our interview, Kim Hong 

remained firm about her religious beliefs forbidding de facto relationships.  

 

On the other hand, Hema stated her view outright that unfamiliar values were 

something that students should be exposed to and to become familiar with, as 

part of living in a global context. Hema said: 

It was an eye opener lah ÆÏÒ ÍÅ ÉÎ ÍÁÎÙ ×ÁÙÓȢ 4ÏÄÁÙ ÙÏÕ ËÎÏ×ȣ ÔÈÅ gay culture, 

the living-ÉÎ ɍÌÉÖÉÎÇ ÔÏÇÅÔÈÅÒ ×ÉÔÈÏÕÔ ÍÁÒÒÉÁÇÅɎ ÃÕÌÔÕÒÅȟ ÉÔȭÓ ÈÁÐÐÅÎÉÎÇ ÁÌÌ ÁÒÏÕÎÄ 

ÕÓ ȣ ÔÈÅ ÄÒÉÎËÉÎÇ ÃÕÌÔÕÒÅȢ 9ÏÕ ÌÏÏË ÁÔ ÃÈÉÌÄÒÅÎ ÔÏÄÁÙȟ ×ÈÅÎ Ôhey talk about LGBT 

[lesbian, gay, bisexual, and transgender] ÉÓÓÕÅÓ ÁÎÄ ÁÌÌ ÔÈÁÔȟ ÔÈÅÙ ÇÏȟ Ȭ%××× ȢȢȢȭ 

[making a gesture of profound dislike or annoyance caused by something 

sickening or offensive] ... But you need to take time and sit down and share your 

friendships with them, the kind of friendships that you had with LGBT people, 

they [students] may actuÁÌÌÙ ÃÈÁÎÇÅ ÔÈÅÉÒ ÍÉÎÄ ÁÎÄ ÌÅÁÒÎ ÔÏ ÕÎÄÅÒÓÔÁÎÄ ×ÈÁÔȭÓ 
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ÈÁÐÐÅÎÉÎÇ ÁÒÏÕÎÄ ÔÈÅÍȢ ) ÔÏÌÄ ÔÈÅÍ ɍÓÔÕÄÅÎÔÓɎȟ Ȭ9ÏÕÒ ÒÅÌÉÇÉÏÎ ÍÁÙ ÆÏÒÂÉÄ ÁÌÌ 

these. Your culture is different, ÂÕÔ ÙÏÕ ÎÅÅÄ ÔÏ ËÎÏ× ×ÈÁÔȭÓ ÇÏÉÎÇ ÏÎ ÉÎ ÏÔÈÅÒ 

ÐÁÒÔÓ ÏÆ ÔÈÅ ×ÏÒÌÄȭȢ  

(ÅÍÁȭÓ ÖÉÅ×Ó ÃÁÎ ÂÅ seen as somewhat at odds with the typical cultural and 

religious values held by many Malaysians in the 1990s. However, to Hema, being 

in foreign university taught her to embrace diversity and differences in all aspects 

of life, and in our interview, she said she has continued to practise embracing 

diversity in both her personal and professional life until now. Although, at face 

ÖÁÌÕÅȟ +ÉÍ (ÏÎÇ ÁÎÄ (ÅÍÁȭÓ ÒÅÓÐÏÎÓÅÓ ÔÏ ÕÎÆÁÍÉÌÉÁÒ ÖÁÌÕÅÓ ×ÅÒÅ ÄÉÆÆÅÒÅÎÔȟ ÔÈÅÉÒ 

accounts suggest their study experiences nevertheless shaped their later careers. 

Kim Hong commented on her suspicion that, currently, some work colleagues and 

other Malaysians may practise live together without being married. She noted 

that her experience in New Zealand had changed her mind set a little. Kim Hong 

said that, while her religious values had stayed the same, her cultural perspective 

had altered, making her more accepting of such freedoms and practices. Similarly, 

(ÅÍÁȭÓ ÅØÉÓÔÉÎÇ ÃÕÌÔÕÒÁÌ ÁÎÄ ÒÅÌÉÇÉÏÕÓ ÖÁÌÕÅÓ ÒÅÆÌÅÃÔÅÄ ÔÈÅ ÃÈÁÎÇÅ ÉÎ ÈÅÒ ÖÉÅ×Óȟ 

resulting from her New Zealand experience.  

 

Hema and 13 other participants also noted other unusual and unfamiliar values 

which they met in New Zealand while adjusting to the new academic 

ÅÎÖÉÒÏÎÍÅÎÔȢ 3ÏÍÅ ÏÆ ÔÈÅÓÅ ÉÎÃÌÕÄÅÄ Ȱ×ÅÉÒÄȱ .Å× :ÅÁÌÁÎÄ ÓÔÕÄÅÎÔ ÃÕltur e (e.g. 

ȬÂÅÄ ÒÁÃÅÓȭȟ ×ÈÅÒÅ ÂÅÄ ÂÁÓÅÓ ÁÒÅ ÒÁÃÅÄ ÄÏ×Î ÔÈÅ ÍÁÉÎ ÓÔÒÅÅÔ ÉÎ ÔÈÅ ÃÉÔÙȠ ȬÎÁËÅÄ 

ÒÕÇÂÙȭȟ ×ÈÅÒÅ ÐÌÁÙÅÒÓ ÐÌÁÙ ÔÈÅ ÃÁÓÕÁÌ ÒÕÇÂÙ ÎÁËÅÄ ÏÎ ÔÈÅ ÕÎÉÖÅÒÓÉÔÙ ÇÒÏÕÎÄÓȠ 

student drinking culture; and student costume and street parties). I turn to 

adapting to the new academic environment next.  

 

5.1.5 Adapting to the academic environment  

/ÎÅ ÏÆ ÔÈÅ ÑÕÅÓÔÉÏÎÓ ) ÁÓËÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓ ×ÁÓȟ Ȱ7ÁÓ ÉÔ ÈÁÒÄ ÆÏÒ ÙÏÕ ÔÏ ÁÄÁÐÔ 

ÙÏÕÒÓÅÌÆ ÔÏ ÔÈÅ ÕÎÉÖÅÒÓÉÔÙ ÉÎ .Å× :ÅÁÌÁÎÄȩȱȢ %ÌÅÖÅÎ ÐÁÒÔÉÃÉÐÁÎÔÓ ÁÃËÎÏ×ÌÅÄÇÅÄ 

ÉÎÉÔÉÁÌÌÙ ÆÅÅÌÉÎÇ ȰalieÎÁÔÅÄȱ ×ÉÔÈÉÎ ÔÈÅ ÕÎÉÖÅÒÓÉÔÙȭÓ ÁÃÁÄÅÍÉÃ ÅÎÖÉÒÏÎÍÅÎÔȟ 

although three (Hema, Mary Anne, and Puay Cheng) said they adapted quickly. 

The literature notes that moving to a different country to complete a degree is a 
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huge and difficult undertaking (Andrade, 2006; Bowl, 2000; Christie et al., 2008), 

particularly for mature students, such as the participants in this study. Zaini and 

Rahmah recalled their anxiety and struggles. First, Zaini claimed: 

It was difficult . The first three months I took [lecture] notes because of the Kiwi 

ÁÃÃÅÎÔ ɍÓÉÇÈɎȢ ) ÌÅÁÒÎÔ ÔÈÁÔ ÕÈȣ ÉÆ ) ×ÁÎÔ ÔÏ ÇÅÔ ÇÏÏÄ ÍÁÒËÓȟ ) ÍÕÓÔ ×ÏÒË ÔÈÒÏÕÇÈ 

my difficulties to get good marks. Then, there was one Shakespeare [literature] 

ÃÌÁÓÓȟ ÎÏȟ ÎÏȟ ÉÔȭÓ Renaissance class. Uh, one time the lecturer, you kno×ȣ ×hen I 

ÄÉÄ ÑÕÉÔÅ ÂÁÄ ÉÎ ÍÙ ÅØÁÍȟ ÈÅ ×ÒÏÔÅ Á ÎÏÔÅ ÔÈÁÔ ÓÁÉÄȟ Ȭ0ÌÅÁÓÅ ÓÅÅ ÍÅȭȢ ) ×ÁÓ ÓÏ 

×ÏÒÒÉÅÄ ÁÎÄ ÓÃÁÒÅÄȣ ) ×ÅÎÔ ÔÏ ÓÅÅ ÈÉÍȢ (Å ÓÁÉÄȟ honestly, I had good ideas, but 

the language was really not helping me. Which means my [English] language 

×ÁÓÎȭÔ ÇÏÏÄ Ånough! So, he asked me to find ways to improve my language in 

ÏÒÄÅÒ ÔÏ ÇÅÔ ÇÏÏÄ ÇÒÁÄÅÓȢ ) ÄÉÄÎȭÔ ËÎÏ× ×ÈÁÔ ÔÏ ÄÏȢ 4ÈÅÎ ÓÏÍÅÏÎÅ ÔÏÌÄ ÍÅ ) ÃÏÕÌÄ 

get help from student [learning] support. So, I did. I sought help from them ... I 

worked really hard and I succeeded.  

Here, Zaini articulates a view that learning English in New Zealand is difficult due 

ÔÏ ÌÅÃÔÕÒÅÒÓȭ ÕÎÆÁÍÉÌÉÁÒ ÁÃÃÅÎÔÓȟ ÁÎÄ ÎÏÔÅÓ ÔÈÁÔ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÐÒÏÆÉÃiency is 

ÃÒÕÃÉÁÌ ÉÆ ÓÔÕÄÅÎÔÓȭ ×ÏÒË ÉÓ ÔÏ ÂÅ ÔÁËÅÎ ÓÅÒÉÏÕÓÌÙȢ 

 

At the same time, some participants vented their frustration that they were 

ȰÄÅÃÅÉÖÅÄȱ ÔÏ ÂÅÌÉÅÖÅ ÔÈÅÙ ×ÅÒÅ ÇÏÉÎÇ ÔÏ ÓÔÕÄÙ 4%3, ɉ4ÅÁÃÈÉÎÇ %ÎÇÌÉÓÈ ÁÓ Á 

Second Language) in New Zealand. For example, Rahmah confessed her 

fretfulness upon learning she was to complete her degree majoring in English 

Literature, instead of Teaching English as a Second Language (TESL), as stated in 

her offer letter from the MMoE. Rahmah described the sense of distress that 

ÒÅÓÕÌÔÅÄ ÆÒÏÍ ÔÈÉÓ ȰÓÕÒÐÒÉÓÅȱȡ 

I was extremely surprised when I went there [New Zealand] ȣ oh my goodness! 

I was to learn [English] Literature. Of all the things we learnt, [English] Literature 

×ÁÓ ÏÕÒ ÍÁÉÎ ÓÕÂÊÅÃÔȦ ɍ3ÈÏÃËÅÄɎ ȣ 7ÈÅÎ ×Å ÒÅÁÃÈÅÄ .Å× :ÅÁÌÁnd, only then we 

×ÅÒÅ ÔÏÌÄ ÔÈÁÔ ×Å ÈÁÄ ÔÏ ÌÅÁÒÎ ÌÉÎÇÕÉÓÔÉÃÓ ÁÎÄ ÔÈÅ ȬÂÉÇ ,ȭ ɍÌÉÔÅÒÁÔÕÒÅɎȢ 3Ï, I was 

very surprised because my offer letter was TESL! I struggled and I was really 

scared because I had no background of literature. The thought of taking the first 

ÆÌÉÇÈÔ ÈÏÍÅ ÏÃÃÕÒÒÅÄ ÉÎ ÍÙ ÍÉÎÄ ÁÔ ÔÈÁÔ ÔÉÍÅ ȣ ÕÍÍȣ ÅÖÅÎ ÉÎ -ÁÌÁÙ ɍÌÁÎÇÕÁÇÅɎȟ 

I was not interested in Malay Literature, how could I be interested in English 

,ÉÔÅÒÁÔÕÒÅȩ ɍ&ÒÏ×ÎÉÎÇɎȢ !ÎÄ ) ÈÁÄ ÔÏ ÌÅÁÒÎ ÔÈÅ ÅÒÁ ÏÆ #ÈÁÕÃÅÒȣ ÏÈ ÍÙ ÇÏÏÄÎÅÓÓȦ 

7ÉÔÈ ÔÈÏÓÅȣ ÕÍÍȣ what do you call the old English? What do you call that? Yes, 



 

118 Chapter 5: 7ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÁÂÏÕÔ ÎÁÖÉÇÁÔÉÎÇ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ ÉÎ .Å× :ÅÁÌÁÎÄ 

3ÈÁËÅÓÐÅÁÒÅȭÓ ÅÒÁ ÁÎÄ ÓÏ ÏÎ ȣ those were something really new to me. And I did 

struggle to get through the exam and sometimes I felt that I regretted going to 

that course. Goodness me!  

Upon her arrival in New Zealand, Rahmah regretted her decision to accept the 

scholarship. She noted that she had to extend her stay in New Zealand for an 

additional year because she failed two linguistics papers and two English 

Literature papers. This situation was also experienced by eight other TISTEP 

ÅÄÕÃÁÔÏÒÓ ÉÎ 2ÁÈÍÁÈȭÓ ÃÏÈÏÒÔ ×ÈÏ ÆÁÉÌÅÄ ÖÁÒÉÏÕÓ ÓÕbjects at the university. 

Rahmah argued that learning English Literature was not necessary for her as it 

was not a compulsory subject in Malaysian secondary school at that time. She said 

she later learnt to like Linguistics although she did poorly in Linguistics in the 

first two years. Rahmah added that until the end of her study, she had to struggle 

to motivate herself to learn English Literature. 

 

In contrast, another participant, Caryn, reflected on her smooth transition to the 

new academic environment in New Zealand. Caryn recalled: 

When I was in Form Six [in Malaysia], I did the big L [English Literature].  I had 

ÔÏ ÓÔÕÄÙ 3ÈÁËÅÓÐÅÁÒÅȭÓ ÌÁÎÇÕÁÇÅȣ ÑÕÉÔÅ ÄÉÆÆÉÃÕÌÔ Ôo understand while I was in 

high school ... But then, after that in New Zealand it was different because I 

ÁÔÔÅÎÄÅÄ ÔÕÔÏÒÉÁÌÓȢ 7Å ÌÅÁÒÎÔ ÁÂÏÕÔ ÁÎÓ×ÅÒÉÎÇ ÅØÁÍ ÑÕÅÓÔÉÏÎÓ ÁÎÄ ÁÌÌ ÔÈÁÔ ȣȢ 3Ïȟ 

) ÄÉÄÎȭÔ ÈÁÖÅ ÔÈÁÔ ÍÕÃÈ ÏÆ Á ÐÒÏÂÌÅÍ ÔÈÅÒÅ ȣ ) ÁÌÓÏ ÔÏÏË Linguistics, and I love 

Linguistics. The lecturers, especially [names lecturer] was really supportive. He 

×ÏÕÌÄ ÅÖÅÎ ÁÌÌÏ× ÍÅ ÔÏ ÇÏ ÉÎÔÏ ÈÉÓ ÏÆÆÉÃÅ ȣ ) ÁÌÓÏ ×ÅÎÔ ÔÏ ÓÏÍÅ ÏÔÈÅÒ ÌÅÃÔÕÒÅÒÓȭ 

ÏÆÆÉÃÅ ÔÏ ÂÏÒÒÏ× ÂÏÏËÓ ÔÈÁÔ ) ÌÉËÅÄ ȣ ) ÅÎÊÏÙÅÄ ÍÙ ÔÉÍÅ ÌÅÁÒÎÉÎÇ ÔÈÅÒÅ ɍÉÎ .Å× 

ZÅÁÌÁÎÄɎȢ -ÏÓÔ ÏÆ ÔÈÅ ÔÉÍÅ )ȭÄ ÅÉÔÈÅÒ ÁÔÔÅÎÄ ÌÅÃÔÕÒÅÓȟ ÏÒ )ȭÄ ÂÅ ÉÎ ÔÈÅ ÌÉÂÒÁÒÙȢ !ÎÄ 

I love the library, there were so many good books!  

Caryn explained that, in high school, she found English Literature exceedingly 

difficult. She felt that learning English Literature was slightly easier at her New 

Zealand university and college of education, due to the extra tutorials and support 

provided by lecturers.  

 

Some participants described a lack of (Malaysian) role models as making their 

adaptation to the academic environment in New Zealand difficult. As the first 

group to arrive in New Zealand, they had ÎÏ ȰÓÅÎÉÏÒ ÓÔÕÄÅÎÔÓȱ ÔÏ ÃÏÎÓÕÌÔ ÁÂÏÕÔ 
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their work and assignments. Additionally, some participants felt their three-

month pre-departure programme in Malaysia did not equip them with accurate 

information, such as the actual course or major subject they would embark on in 

New Zealand (English Literature or TESL). Other participants suggested the pre-

departure programme in Malaysia should have focused on study skills, given that 

most of them had left college many years prior to coming to New Zealand. 

Participants suggested that all TISTEP educators would have benefitted from 

refresher courses focused on tertiary level literacy skills before departure.  

 

Two participants ɂ Kim Hong and Elaine ɂ recalled pre-departure sessions on 

ȰÆÉÎÅ ÄÉÎÉÎÇ ÅÔÉÑÕÅÔÔÅȱ ɉ+ÉÍ (ÏÎÇ). The sponsorship body in Malaysia thought 

4)34%0 ÅÄÕÃÁÔÏÒÓ ÍÕÓÔ ÂÅ ÐÒÅÐÁÒÅÄ ÆÏÒ ÆÉÎÅ ÄÉÎÉÎÇ ×ÉÔÈ ÔÈÅ Ȱ7ÈÉÔÅ 0ÅÏÐÌÅȱ ɉ+ÉÍ 

(ÏÎÇɊ ÁÎÄ ȰÕÎÉÖÅÒÓÉÔÙ ÄÉÇÎÉÔÁÒÉÅÓȱ ɉ%ÌÁÉÎÅɊ ×ÈÉÌÅ ÔÈÅÙ ×ÅÒÅ ÉÎ .Å× :ÅÁÌÁÎÄȢ +ÉÍ 

Hong and Elaine recalled: 

What a joke! Instead of preparing us for academic readiness, they [the sponsors] 

prepared us for makan beradab [fine dining]! [Laughter] We had a few sessions 

ÏÎ ÆÉÎÅ ÄÉÎÉÎÇȣÔÈÅÙ ÔÁÕÇÈÔ ÕÓ ÈÏ× ÔÏ ÕÓÅ ÆÏÒË ÁÎÄ ÓÐÏÏÎ lah, and the knife of 

course! When we arrived in New Zealand, not only did we not have any fine 

dining, we did not even get to meet the university top ÇÕÎȦ 4ÈÅÙ ÄÉÄÎȭÔ ×ÁÎÔ ÔÏ 

see us also lah [laughter]. (Kim Hong) 

I think the pre-ÄÅÐÁÒÔÕÒÅ ÓÅÓÓÉÏÎ ÓÈÏÕÌÄ ÆÏÃÕÓ ÏÎ ÇÅÔÔÉÎÇ ÕÓ ÒÅÁÄÙ ÆÏÒ ×ÒÉÔÉÎÇȣ 

ÕÍÍȣ ÁÓÓÉÇÎÍÅÎÔÓȟ ÌÉÂÒÁÒÙ ÓËÉlls, academic writing, or research skills. 

"ÕÔȣÉÎÓÔÅÁÄ ɍÌÁÕÇÈÔÅÒɎ ÔÈÅÙ ɍÔÈÅ ÓÐÏÎÓÏÒs] gave us lessons on how to use fork 

and spoon, how to hold wine glass the right way! ... umm ... We also practised all 

sorts of [Malaysian] traditional dances to perform in New Zealand. What a waste 

ÏÆ ÔÉÍÅȣ ÂÕÔ ×ÈÅÎ ) ÒÅÃÁÌÌÅÄ back, we all had so much fun! [Laughter] Nak makan 

pon so susah! ɍ%ÖÅÎ ÔÏ ÅÁÔ ÉÓ ÓÏ ÄÉÆÆÉÃÕÌÔȦɎ 4ÈÅÙ ÓÈÏÕÌÄ ÐÒÅÐÁÒÅ ÕÓ ÆÏÒ ÏÕÒ ÓÔÕÄÙȣ 

adapt to academic lifestyle in New Zealand lahȣÎÏÔ makan lifestyle! [Laughter] 

(Elaine) 

Here, the participants hint at a mismatch between the Malaysian sponsoring 

ÂÏÄÙȭÓ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ÓÔÕÄÅÎÔÓȭ ÐÒÅ-ÄÅÐÁÒÔÕÒÅ ÎÅÅÄÓȟ ÁÎÄ ÓÔÕÄÅÎÔÓȭ ÁÃÔÕÁÌ 

needs in terms of academic and social preparation. Women expressed a view that 

pre-ÄÅÐÁÒÔÕÒÅ ÉÎÆÏÒÍÁÔÉÏÎ ×ÈÉÃÈ ÉÎÖÏÌÖÅÄ ȰÓÅÔÔÉÎÇ ÅØÐÅÃÔÁÔÉÏÎÓȱ ɉ+ÉÍ (ÏÎÇɊ 

and explainÉÎÇ ȰÁÃÔÕÁÌ ÏÐÐÏÒÔÕÎÉÔÉÅÓȱ ɉ%ÌÁÉÎÅɊ ×ÏÕÌÄ ÈÁÖÅ ÂÅÔÔÅÒ ÅÑÕÉÐÐÅÄ ÔÈÅÍ 
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for international study. In addition, Kim Hong and Elaine suggested that 

information about TISTEP educatoÒÓȭ ÅØÐÅÃÔÁÔÉÏÎÓ ÍÁÙ ÈÁÖÅ ÅÎÁÂÌÅÄ .Å× 

Zealand lecturers and university staff to provide more appropriate learning and 

pastoral support as the students adjusted to a new context.  

 

) ÔÕÒÎ ÎÏ× ÔÏ ÔÈÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÆÌÅÃÔÉÏÎÓ ÏÎ ÈÏ× ÔÈÅÉÒ ÔÉÍÅ ÉÎ .Å× Zealand 

shaped their professional practice when they returned to Malaysia.   

 

5.2 7/-%.ȭ3 NARRATIVES ABOUT HOW THEIR TIME IN NEW ZEALAND 

SHAPED THEIR PROFESSIONAL PRACTICE 

Across the interviews, participants in this study described a broad range of 

reflections on their New Zealand experiences and how these experiences shaped 

their later professional practice. In this section, I highlight three key themes that 

developed in paÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȡ ÅØÐÏÓÕÒÅ ÔÏ ÎÅ× ÉÄÅÁÓ ÁÎÄ ÐÒÁÃÔÉÃÅÓȠ 

exposure to new knowledge systems; and exposure to new ways of thinking.  

 

5.2.1 Exposure to new ideas and practices  

All 14 participants described themselves as having gained new ideas, practices, 

and exposure from New Zealand which made them more open-minded and 

enhanced their understanding of cultures which were different from their own. 

Participants referred to ideas and practices such as gender equality, freedom of 

speech, and de facto versus legal/traditional marriage. They noted that, while 

initially, they had found these ideas and practices culturally shocking, they had 

ÁÄÁÐÔÅÄ ÔÏ ÔÈÅÍ ÉÎ ÔÉÍÅȢ -ÏÓÔ ÐÁÒÔÉÃÉÐÁÎÔÓ ÓÁÉÄ ÔÈÅÙ ȰÇÏÔ ÕÓÅÄȱ ÔÏ ÎÅ× ÉÄÅÁÓ ÁÎÄ 

practices, and that new ways of thinking had subsequently impacted their 

professional practice throughout their careers. However,  

 

All 14 participants described how being exposed to new ideas and practices in 

New Zealand had helped them understand the diverse cultures, traditions, and 

lifestyles amongst students and colleagues in Malaysia. Participants also noted 

that from their exposure to new ideas and practices, they developed a new 
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understanding of their own culture. Four participants (Sui Sum, Jalina, Puay 

Cheng and Hema) pointed out that through encountering new knowledge, ideas, 

and practices in New Zealand, they learnt to be more flexible with their students 

ÉÎ -ÁÌÁÙÓÉÁȟ ÆÏÒ ÅØÁÍÐÌÅȟ ÔÏ ȰÂÅ ÍÏÒÅ ÃÒÉÔÉÃÁÌ ÉÎ ÔÈÅÉÒ ÏÐÉÎÉÏÎÓ ÁÎÄ ÓÕÇÇÅÓÔÉÏÎÓȱ 

ɉ3ÕÉ 3ÕÍɊ ÁÎÄ ȰÍÏÒÅ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ÔÈÅÉÒ ÌÁÃË ÏÆ Ðarticipation in class.ȱ ɉ(ÅÍÁɊ 

 

Two participants (Zaini and Suriah) also noted their exposure to new ideas in 

New Zealand allowed them to be more understanding of students, and more open 

to supporting them. For example, Zaini described how she used public speaking 

workshops to support her students to gain confidence in using the English 

language. Similarly, Suriah described how she encouraged informal engagements 

with students outside lecture hours, for example, visits to her music room to play 

musical instruments with her. Previous studies agree that international 

experiences often allow people to see the world in new ways, although some 

ÓÔÕÄÉÅÓ ÉÎÄÉÃÁÔÅ ÔÈÁÔ ÅÎÃÏÕÎÔÅÒÓ ×ÉÔÈ ȬÏÔÈÅÒÎÅÓÓȭ ÍÁÙ ÁÌÓÏ ÅÎÔÒÅÎÃÈ ÓÔÅÒÅÏÔÙÐÅÓ 

ÁÂÏÕÔ ÐÅÏÐÌÅ ÐÅÒÃÅÉÖÅÄ ÁÓ ȬÄÉÆÆÅÒÅÎÔȭ (Ahmed, 1999; Anderson, 2012, 2014; 

Goetz, Jaritz, & Oser, 2011; Madge et al., 2015). In my study, although participants 

faced tension with these new ideas and practices when they returned to Malaysia 

(see Section 6.2.4), they only described such exposure as shaping them in positive 

ways.  

 

5.2.2 Exposure to new knowledge systems  

All 14 participants described their New Zealand experiences as having exposed 

ÔÈÅÍ ÔÏ ȬÎÅ× ËÎÏ×ÌÅÄÇÅ ÓÙÓÔÅÍÓȭȢ 0ÁÒÔÉÃÉÐÁÎÔÓ ÔÁÌËÅÄ ÁÂÏÕÔ ÅÎÃÏÕÎÔÅÒÉÎÇ ȬÎÅ× 

ËÎÏ×ÌÅÄÇÅ ÓÙÓÔÅÍÓȭ ÔÈÒÏÕgh formal and informal situations, including 

interactions with lecturers and other students in academic courses and non-

academic situations, and interactions outside the university. Four participants 

(Sui Sum, Elaine, Mary Anne, and Kim Hong) described a new knowledge system 

encountered through their exposure to music activities in New Zealand. For 

example, Gamelan, a traditional Indonesian instrumental ensemble, was known 

to participants in this study before they came to New Zealand. However, those 

who studied music encountered different genres of Gamelan. Additionally, they 
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learnt to compose alternative Gamelan music, combining New Zealand, 

Indonesian and Malaysian musical genres. When these four participants came 

back to Malaysia, they worked with other TISTEP students who had studied 

music in New Zealand to develop a novel music syllabus in Malaysia, based on 

their new knowledge.  At the time of our interviews, the Malaysian teacher 

education institutions were using this syllabus at the national level. 

 

These four music participants also described a perception of New Zealand 

university staff as being willing to learn from them as students. Sui Sum, Elaine, 

Mary Anne, and Kim Hong recounted how they shared a variety of Malaysian 

traditional musical genres with their lecturers and professors in New Zealand, 

using different instruments, and reflecting a range of Malaysian ethnicities and 

cultures. For these students, knowledge exchange was not unidirectional but 

multidirectional. The students described their experiences in New Zealand as 

involving a rich exchange of cultures, values, and genres, which generated new, 

more diverse knowledge systems. 

 

Participants reflected on how they are now sharing knowledge gained in New 

Zealand with their students in Malaysia. This includes both musical knowledge 

and knowledge about (or a stance towards) teaching. For example, the four 

participants above said they are now learning different modern music genres 

from their students. In particular, Mary Anne mentioned that the evolution of 

modern music had allowed her to exchange knowledge with her students, in the 

same way that she exchanged traditional music knowledge with her lecturers in 

New Zealand. 

 

Similarly, nine TISTEP English group participants described how they gained new 

ways of thinking about education while gaining knowledge of English as a subject. 

These participants noted that they were exposed to different teaching and 

learning strategies and approaches in New Zealand, which included innovative 

approaches to classroom management, independent learning skills, and ways of 

fostering bonds between staff and students. Participants described the informal 

staff-student interactions they experienced outside formal learning hours, noting 
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ÌÅÃÔÕÒÅÒÓȭ ÆÒÉÅÎÄÌÉÎÅÓÓȟ ÎÏÎ-hierarchical practices (e.g. use of first names), and 

shared social events. Participants described how they applied this learning in 

their interactions with students when they returned to Malaysia. All 14 

participants noted that their interactions with students in Malaysia continue to 

be shaped by the less hierarchical ways of understanding and enacting the 

teacher-student relationship they experienced in New Zealand. 

 

5.2.3 Exposure to new ways of thinking  

I asked each participant several questions regarding whether their exposure to 

new ways of thinking in New Zealand had led them to new beliefs about 

university education and to new teaching practices. Some participants spoke 

about terms ÓÕÃÈ ÁÓ ȬÃÒÉÔÉÃÁÌ ÔÈÉÎËÉÎÇȭȟ ȬÇÌÏÂÁÌ ÔÈÉÎËÉÎÇȭȟ ȬÆÅÍÉÎÉÓÍȭȟ ȬÓÅÌÆ-

reflectionȭ ÁÎÄ ȬÓÅÌÆ-ÅÖÁÌÕÁÔÉÏÎȭ ×ÈÉÃÈ ×ÅÒÅ ÕÎÆÁÍÉÌÉÁÒ ÎÏÔÉÏÎÓ ÐÒÉÏÒ ÔÏ ÔÈÅÉÒ .Å× 

Zealand experience.  

 

Rahmah and Caryn shared how their university experiences in New Zealand 

exposed them ÔÏ ȬÃÒÉÔÉÃÁÌ ÔÈÉÎËÉÎÇȭȢ 4ÈÅÙ ÓÁÉÄ ÔÈÁÔȟ ÔÈÒÏÕÇÈÏÕÔ ÔÈÅÉÒ ÓÃÈÏÏÌ ÁÎÄ 

college days in Malaysia, they had whole-heartedly accepted knowledge 

ȬÉÍÐÁÒÔÅÄȭ ÔÏ ÔÈÅÍ ×ÉÔÈÏÕÔ ÑÕÅÓÔÉÏÎȢ 4ÈÅÙ ÁÃÃÅÐÔÅÄ ×ÈÁÔÅÖÅÒ ÔÅÁÃÈÅÒÓ ÁÎÄ 

ÌÅÃÔÕÒÅÒÓ ÔÁÕÇÈÔ ÔÈÅÍ ÁÓ ȬÔÈÅ ËÎÏ×ÌÅÄÇÅ ÁÎÄ ÔÈÅ ÔÒÕÔÈȭȟ ÁÎÄ ÔÈÅÒÅ ×ÅÒÅ ÎÏ 

opportunities to be critical about the knowledge they received. Rahmah and 

Caryn noted that, when they first became teachers, they too had never given 

opportunities to their students to be critical in their thinking. However, after 

studying in New Zealand, both participants said they had become more open-

minded in their teaching approach, understanding the need to teach the 

importance of critical thinking to their students. 

 

Similarly, another participant, Hema, spoke about learning to think more globally 

because of her New Zealand experience. As noted earlier, Hema described her 

exposure to lesbian, gay, bisexual, and transgender (LGBT) issues in New Zealand 

ɂ issues which are considered sensitive in Malaysia. In our interview, Hema 

described how she openly shared her experiences in New Zealand with her 
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current students in Malaysia. She said she was non-judgemental, and she 

ÁÃÃÅÐÔÅÄ ÈÅÒ ÓÔÕÄÅÎÔÓȭ ÏÐÉÎÉÏÎÓȟ ÁÌÔÈÏÕÇÈ ÓÈÅ ÎÏÔÅÄ ÔÈÁÔ ÓÏÍÅ ÓÔÕÄÅÎÔÓ ÃÈÏÓÅ ÔÏ 

stay quiet, as such topics are considered taboo.  

 

Three other participants (Jalina, Zaini, Elaine) spoke about how they learnt about 

feminist ideas through the subjects they chose at their New Zealand university. 

&ÏÒ ÅØÁÍÐÌÅȟ :ÁÉÎÉ ÓÁÉÄ ÓÈÅ ×ÁÓ ÎÏÔ Á×ÁÒÅ ÏÆ ÔÈÅ ÔÅÒÍ ȬÆÅÍÉÎÉÓÍȭ ÕÎÔÉl she 

decided to sign up for a Sociology paper in her second year of study in New 

Zealand. Upon her return to Malaysia, Zaini said she could speak about feminism 

more confidently due to her exposure to this subject. Zaini said she had become 

aware that MalÁÙÓÉÁÎÓ ÒÁÒÅÌÙ ÔÁÌËÅÄ ÁÂÏÕÔ ȬÆÅÍÉÎÉÓÍȭȠ ÉÎÓÔÅÁÄȟ ÔÈÅÙ ÔÅÎÄÅÄ ÔÏ 

accept the norms of a patriarchal and male-dominated society.  

 

0ÁÒÔÉÃÉÐÁÎÔÓ ÁÌÓÏ ÔÁÌËÅÄ ÁÂÏÕÔ ÄÉÓÃÏÖÅÒÉÎÇ ȬÓÅÌÆ-reflection and self-ÅÖÁÌÕÁÔÉÏÎȭ 

while studying in New Zealand. For example, Edina, Suriah, and Sui Sum noted 

they performed self-reflection often after the lectures, particularly in their 

subjects at the college of education. They linked self-ÒÅÆÌÅÃÔÉÏÎ ÔÏ ÔÈÅ ȬÓÅÌÆ-

ÅÖÁÌÕÁÔÉÏÎȭ ÔÁÓËÓ ÒÅÑÕÉÒÅÄ ÁÆÔÅÒ ÍÉÃÒÏ-teaching classes, where students were 

asked to reflect on the strengths and weaknesses of their teaching with fellow 

classmates. The participants said they later shared these skills with their 

colleagues and students in Malaysia. In the 1990s, the concepts of self-reflection 

and self-evaluation were relatively new to the Malaysian education system. These 

participants felt they had improved their professional practice by applying these 

concepts.  

 

5.3 A RETURN TO THE RESEARCH QUESTION 

In this chapter, I considered the second research question: how do the women 

interpret their international higher education (experiences) in New Zealand? In 

the first part of this chapter, ) ÎÁÍÅÄ ÆÉÖÅ ËÅÙ ÔÈÅÍÅÓ ÔÈÁÔ ÅÍÅÒÇÅÄ ÉÎ ×ÏÍÅÎȭÓ 

narratives of studying in New Zealand. The first three themes included family and 

community demands, and concerns about family in Malaysia; financial setbacks 

hardship; and adapting to the academic environment in New Zealand. The 
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remaining two themes (personal and social conflict, and cultural adjustment 

difficulties; and the lack of familiar cultural and religious values) emerged less 

frequently, appearing only in some interview accounts. In this section, I discussed 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÆÌÅÃÔÉÏÎÓ ÏÎ Á ÒÁÎÇÅ ÏÆ ÃÈÁÌÌÅÎÇÅÓ ×ÈÉÌÅ ÓÔÕÄÙÉÎÇ ÉÎ .Å× :ÅÁÌÁÎÄȟ 

which were, at times, compounded by a lack of assistance from both the 

Malaysian and the New Zealand govÅÒÎÍÅÎÔÓȢ 0ÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÃÏÌÌÅÃÔÉÏÎÓ ÏÆ ÔÈÅÉÒ 

lack of confidence in their English competency, fear of making errors, and stress 

and anxiety seem to resonate with previous studies found in the literature 

(Andrade, 2006; Lee et al., 2013; Li et al., 2010; Senyshyn et al., 2000).   

 

In the second part of this chapter, I identified three key themes that emerged in 

×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÏÆ ÈÏ× ÔÈÅÉÒ ÔÉÍÅ ÉÎ .Å× :ÅÁÌÁÎÄ ÓÈÁÐÅÄ ÔÈÅÉÒ ÌÁÔÅÒ 

professional practice in Malaysia. All three themes emerged iÎ ÍÏÓÔ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

narratives. The themes were exposure to new ideas and practices, exposure to 

new knowledge systems, and exposure to new ways of thinking. The data 

discussed in this section sÕÇÇÅÓÔ ÔÈÁÔ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÔÉÍÅ ÉÎ .Å× :ÅÁÌÁÎÄ ÈÁÄ 

positively influenced their later careers. Participants described how the 

knowledge, skills, ideas and values they had gained in New Zealand shaped their 

later interactions with students and organisations in Malaysia. Notably, 

ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅØÐÏÓÕÒÅ ×ÁÓ ÎÏÔ ÊÕÓÔ ÒÅÌÁted to content and ideas, but also to ways 

of being a teacher. In this sense, my findings align with the findings of previous 

studies which highlight how competent higher education staff deeply impact 

ÓÔÕÄÅÎÔÓȭ ÁÃÑÕÉÓÉÔÉÏÎ ÏÆ ËÎÏ×ÌÅÄÇÅȟ ÓËÉÌÌÓ ÁÎÄ ÖÁÌÕÅÓȟ which may be transferable 

in their later careers (De Wit, Deca & Hunter, 2015; Teichler, 2004, 2017; Yee, 

2014).  

 

All 14 participants came to university in New Zealand with existing beliefs, 

values, experiences, and knowledge from Malaysia. As mentioned in Chapter One, 

all had between seven and fifteen years of teaching experience in Malaysian 

primary and secondary schools, and/or teacher education institutions. 

0ÁÒÔÉÃÉÐÁÎÔÓȭ ÂÅÌÉÅÆÓȟ ÖÁÌÕÅÓȟ ÅØÐÅÒÉÅÎÃÅÓȟ ÁÎÄ ËÎÏ×ÌÅÄÇÅ ÈÅÌÐÅÄ ÓÈÁÐÅ ÔÈÅ 

meanings they made of their new experiences at a New Zealand university. 

Overall, these women suggested that their experiences in New Zealand enriched 
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their later teaching practice (and in some cases, their disposition as a teacher) in 

Malaysia.    

 

In the next chapter, I consider how women in this study made sense of their 

career pathways in Malaysia, ÁÎÄ ÈÏ× ÔÈÅÙ ÄÅÆÉÎÅÄ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ ÁÔ ÔÈÅ 

time of our interviews. 
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Chapter 6: 7ÏÍÅÎȭÓ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÏÆ 

career challenges and 

enablers  

INTRODUCTION 

)Î #ÈÁÐÔÅÒ &ÉÖÅȟ ) ÅØÐÌÏÒÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÉÎÔÅÒÎÁÔÉÏÎÁÌ 

experiences in New Zealand and their reflections on how these experiences 

shaped their practices and influenced their ongoing career pathways in Malaysia. 

)Î ÔÈÉÓ ÃÈÁÐÔÅÒȟ ) ÃÏÎÓÉÄÅÒ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÃÁÒÅÅÒ 

situations at the time of our interviews. Here, I consider my research data in 

relation to the third and fourth research questions: How do the women currently 

make sense of their career pathways in Malaysia, and how do the women define 

ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭȟ ÎÏ×ȩ 

 

To answer these questions, I divide this chapter into five main sections. In the 

first and second sections, I discuss two groups of factors that participants 

associated with career challenges. These are home and family-related factors, and 

workplace-related factors. In the third and fourth sections, I discuss two groups 

of factors that participants associated with their career successes. These are 

home and family support; and workplace support and motivation. Following this, 

) ÃÏÎÓÉÄÅÒ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÄÅÆÉÎÉÔions of career and career success. In the concluding 

section, I consider the importance of understanding how women conceptualise 

career challenges and enablers, and note how their conceptions were both 

reflective of, and contradictory to, existing literatuÒÅ ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

challenges and enablers. I argue that it is particularly critical to recognise 

×ÏÍÅÎȭÓ ÕÎÄÅÒÓÔÁÎÄÉÎÇÓ ÏÆ ÃÁÒÅÅÒ ÃÈÁÌÌÅÎÇÅÓ ÁÎÄ ÅÎÁÂÌÅÒÓ ÉÎ ÈÉÅÒÁÒÃÈÉÃÁÌ ÁÎÄ 

patriarchal societies such as in Malaysia. I turn now to the first factor that 

participants associated with career challenges.  
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6.1 HOME AND FAMILY RELATED CHALLENGES 

0ÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÆÌÅÃÔÉÏÎÓ ÏÎ ÈÏÍÅ ÁÎÄ ÆÁÍÉÌÙ-related challenges that affected their 

careers differed depending on their marital status. Eight women were single 

before they embarked on their study in New Zealand (see Table 5 below). Of these 

participants, five later married, and three stayed single; however, at the time of 

this research project, one of the five married women was widowed, and another 

was divorced. Six participants were married prior to studying in New Zealand. At 

the time of our interviews, four were married, while one was divorced, and one 

was widowed.  In Table 5ȟ ) ÓÕÍÍÁÒÉÓÅ ÔÈÅ ×ÏÍÅÎȭÓ ÆÁÍÉÌÙ ÓÉÔÕÁÔÉÏÎÓȢ ) ÃÁÔÅÇÏÒÉÓÅ 

ÔÈÅ ×ÏÍÅÎ ÁÓ ÅÉÔÈÅÒ ȬÓÉÎÇÌÅȭ ÏÒ ȬÍÁÒÒÉÅÄȭ ÓÉÎÃÅ ÔÈÅÓÅ ÃÁÔÅÇÏÒÉÅÓ ÒÅÆÌÅÃÔ ÈÏ× ÔÈÅÙ 

represented career challenges and successes associated with home and family in 

the interviews. 
 

Table 5 

0ÁÒÔÉÃÉÐÁÎÔÓȭ ÍÁÒÉÔÁÌ ÓÔÁÔÕÓ ×ÈÅÎ ÉÎ .Å× :ÅÁÌÁÎÄ ÁÎÄ ×ÈÅÎ ÉÎÔÅÒÖÉÅ×ÅÄ 
 

Name of 

participants 

Marital status 

while in New 

Zealand 

Marital status when interviewed 

Zaini Othman Single Married with childcare and spousal care responsibilities 

Ong Puay Cheng Single Married with childcare and spousal care responsibilities 

Noridah Ismail Single Married with childcare and spousal care responsibilities 

Teoh Sui Sum Single Single with parental care responsibilities 

Mary Anne Single Widowed with childcare responsibilities 

Edina Abi Talib Single Single without care responsibilities 

Jalina Jaafar Single Single without care responsibilities 

Suriah Manap Single Divorced without care responsibilities 

Rahmah Fauzi Married Married with childcare and spousal care responsibilities 

Caryn Chan Married Married with childcare and spousal care responsibilities 

Teh Kim Hong Married Married with spousal care responsibilities only 

Elaine Capel Married Married with spousal care responsibilities only 

Wan Anna Amin Married Widowed (with adult children)  

Hema Malini Married Divorced without care responsibilities 
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In the next section, I discuss challenges faced by single women with and without 

care responsibilities.  

 

6.1.1 Challenges faced by single women 

Being Ȭsingleȭ in many South-East and East Asian countries, including Malaysia, is 

a sensitive issue for women (Jones & Ramdas, 2004; Situmorang, 2007), and 

experiences of singleness are mostly absent from research literature (DePaulo & 

Morris, 2005; Jones, 2004). 4ÈÅ ÔÅÒÍ ȬÓÉÎÇÌÅ ×ÏÍÅÎȭ ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÒÅÆÅÒÓ ÔÏ Á 

heterogenous population comprising of previously married women, such as 

widows, divorced and separated women; and women who have never married 

(A. Byrne, 2000). Single women in this study did not tend to talk explicitly about 

their single, widowed, or divorced status. However, insights into how their 

different experiences of singleness posed career challenges nevertheless 

emerged in their narrative accounts. In this section, I first discuss the narratives 

of single women who managed both family-related care responsibilities and 

careers. Then, I discuss the narratives of single women without care 

responsibilities at home. 

 

The experience of singleness in relation to home and family challenges may have 

some similarities across diverse cultures in Malaysia, yet a few differences may 

exist due to the vast array of cultural and religious practices (Ibrahim & Hassan, 

2009). At the time of my study, three single participants had to juggle their 

careers with home and family-related care responsibilities. Two (Mary Anne and 

Wan Anna) had become single following the death of a spouse, one had childcare 

responsibilities, and one was without children. The third woman (Sui Sum) 

carried parental care responsibilities. One of the three participants, Mary Anne, 

was a single parent with two school-age children. She found it really challenging 

to survive on her own without her husband. Previously, her husband had 

managed the household bills and shared the domestic duties so that Mary Anne 

ÃÏÕÌÄ ÐÕÒÓÕÅ ÈÅÒ ÃÁÒÅÅÒȢ -ÁÒÙ !ÎÎÅȭÓ ÎÅ× ɉ×ÉÄÏ×ÅÄ ÁÎÄ ÓÉÎÇÌÅɊ ÓÔÁÔÕÓ ÍÅÁÎÔ 

she had to be independent and manage everything on her own. Mary Anne noted 
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that her new situation had led to considerable emotional, mental, and physical 

pressure both at home and in the workplace.  

 

Additionally, single (and married) women noted that detaching themselves from 

their careers to focus on home and family felt like a compromise. For example, 

Mary Anne found balancing her role as a single parent and as a senior lecturer 

extremely difficult. She shared how she felt severely drained by the heavy 

teaching workload, other non-teaching responsibilities, domestic duties, and 

motherhood. At the time of the interview, Mary Anne said she had filed for 

optional retirement.8 Mary Anne noted that quitting her job had been a difficult 

ÄÅÃÉÓÉÏÎȟ ÂÕÔ ÔÈÁÔ ÆÏÃÕÓÉÎÇ ÏÎ ÈÅÒ ÃÈÉÌÄÒÅÎȭÓ ×ÅÌÌÂÅÉÎÇ ÁÎÄ ÅÄÕÃÁÔÉÏÎ ×ÁÓ ÍÏÒÅ 

ÉÍÐÏÒÔÁÎÔ ÆÏÒ ÈÅÒ ÃÈÉÌÄÒÅÎȭÓ ÆÕÔÕÒÅȢ 3ÈÅ ÈÁÄ ÄÅÃÉÄÅÄ ÔÏ ÒÅÔÉre early, noting that 

her pension was enough to support her family.  

 

Wan Anna found that life was difficult after she was first diagnosed with a 

terminal illness, and the doctor had said she had only a few months to live. Wan 

Anna was forced to retire on medical grounds. In our interview, Wan Anna 

expressed sadness because she was at the peak of her career when she was 

diagnosed with the illness. Wan Anna described how, a year after her diagnosis, 

while she was undergoing treatment and beginning to improve, she was informed 

by the family doctor that her husband, too, had a terminal illness. Her husband 

ÐÁÓÓÅÄ ÏÎ Ô×Ï ×ÅÅËÓ ÁÆÔÅÒ ÈÅ ×ÁÓ ÄÉÁÇÎÏÓÅÄ ×ÉÔÈ ÔÈÅ ÉÌÌÎÅÓÓȢ 7ÁÎ !ÎÎÁȭÓ 

ÈÕÓÂÁÎÄȭÓ ÓÕÄÄÅÎ ÄÅÁÔÈ ×ÁÓ ÊÕÓÔ ÐÒÉÏÒ ÔÏ ÔÈÅ ÔÉÍÅ ÏÆ ÍÙ ÉÎÔÅÒÖÉÅ×Ȣ &ÏÒ ÔÈÉÓ 

reason, we postponed the interview to a later date.  

 

Nevertheless, Wan Anna wanted me to note that she was blessed with four 

successful children she had raised with her husband. Although Wan Anna 

described her children as thriving, at the time of the interview, she lived alone, as 

 

 

8 A public servant who has served for 25 years or reached the age of 55 years old in Malaysia, whichever 

comes first, can apply for optional retirement and receive 50 -60 percent of their last salary depending on 

the number of years of service (Public Service Document JPA/PEN 228/174/1.2). 
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they have their own careers. Wan Anna explained that she finds life as a widow 

hard, since she is single and all by herself. However, she said she was determined 

to get better from her illness and take life one day at a time. Later in the chapter, 

) ÅÌÁÂÏÒÁÔÅ ÏÎ 7ÁÎ !ÎÎÁȭÓ ÃÁÒÅÅÒ ÁÆÔÅÒ ÓÈÅ ÏÐÔÅd out.  

  

Sui Sum described how she had decided to stay single to cope with parental care 

responsibilities. Her narrative account revealed how her current role as the 

deputy director of an institute of teacher education, and caregiver to her mother 

(and previously, father) was mentally, emotionally and physically demanding. Sui 

3ÕÍ ÎÏÔÅÄȟ Ȱ)Æ ) ÈÁÄ ÂÅÅÎ ÍÁÒÒÉÅÄȟ ) ×ÏÕÌÄ ÎÏÔ ÂÅ ÁÂÌÅ ÔÏ ÃÁÒÅ ÆÏÒ ÍÙ ÐÁÒÅÎÔÓ 

ÐÒÏÐÅÒÌÙȢȱ 3ÕÉ 3ÕÍ ÄÅÓÃÒÉÂÅÄ ÈÅÒ ÏÔÈÅÒ three siblings as busy with their own 

families, and as having left her with the responsibility of caring for their mother 

alone. She said: 

I sometimes feel a little burdened taking care of my Mum ÁÌÏÎÅȣ ÂÕÔ ×ÈÁÔ ÔÏ ÄÏȩ 

My sisters and my younger brother are in overÓÅÁÓ ȣ ÓÏ ) ÔÈÉÎË ÉÔȭÓ ÇÏÏÄ ÔÈÁÔ ) 

am single. I can take care of my Mum.  I feel I am not only taking care of my Mum 

ÂÕÔ ÁÌÓÏ ÍÙ ÓÉÂÌÉÎÇÓ ȣ ÂÕÔ ×ÉÔÈ ÍÙ ÊÏÂ ÉÎ ÔÈÅ ÏÆÆÉÃÅ ÁÎÄ ÔÁËÉÎÇ ÃÁÒÅ ÏÆ ÍÙ Mum 

ÃÁÎ ÓÏÍÅÔÉÍÅÓ ÂÅ ÖÅÒÙ ÔÉÒÉÎÇ ȣ ÂÕÔ ) ÁÍ ÏËÁÙ ɍÓÉÇÈÓɎȢ  

Sui Sum reflected on how she had sacrificed opportunities to attend professional 

ÃÏÕÒÓÅÓ ÁÎÄ ÅÖÅÎÔÓ ÉÎ ÏÒÄÅÒ ÔÏ ÁÔÔÅÎÄ ÔÏ ÈÅÒ ÍÏÔÈÅÒȭÓ ÃÁÒÅ ÎÅÅÄÓ ÁÔ ÈÏÍÅȢ ) ÎÏ× 

turn to the family-related challenges discussed by single women who did not have 

care responsibilities at home.  

 

Despite their single status, four women noted challenges relating to home and 

family. Edina and Jalina never married, while Hema and Suriah were divorced. 

Hema lost custody of her child to her husband, while Suriah had no children. 

These women suggested that most cultures in Malaysia (e.g. Malay, Chinese, 

)ÎÄÉÁÎȟ ÁÎÄ ÏÔÈÅÒ ÅÔÈÎÉÃÉÔÉÅÓɊ ÓÅÅÍÅÄ ÔÏ ÌÉÎË ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓ ɉÏÒ ÆÁÉÌÕÒÅɊ 

to success (or failure) in marriage and life. As a result, focusing on their careers 

as single women was still challenging. For example, Edina and Jalina suggested 

their status as anak dara tua (a Malay phrase that translated literally to English 

ÍÅÁÎÓ ȬÏÌÄ ÖÉÒÇÉÎȭɊȟ ÃÁÒÒÉÅÄ ȰÁÓ ÎÅÇÁÔÉÖÅ Á ÃÏÎÎÏÔÁÔÉÏÎ ÁÓ ÔÈÅ ×ÏÒÄ ȬÓÐÉÎÓÔÅÒȭ ÁÎÄ 

denoted failure and a mark of shameȱ ÔÏ ÓÏÍÅ ÆÁÍÉÌÙ ÍÅÍÂÅÒÓ ÁÎÄ ÒÅÌÁÔÉÖÅÓ 
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(Ibrahim  & Hassan, 2009, p. 397). Even though they were highly educated, 

professional women and were successful in their careers, Edina and Jalina noted 

that the attitudes of family members and relatives sometimes led to a lack of 

emotional and moral support.  

 

During the interviews, Edina and Jalina argued that single women are mostly 

dedicated in their careers, and their single status should not determine how their 

work performance is judged. In this view, they echoed DePaulo and Morris 

(2005), who argue that negative connotations about being single women need to 

ÃÈÁÎÇÅ ÁÓ ÔÈÅÙ ÈÁÖÅ ÎÏ ÒÅÌÁÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓȢ  

 

Similarly, Hema and Suriah shared that some relatives and community members 

put pressure on them due to their status as Ȭvivàkarathu panna pennȭ ɉȬÄÉÖÏÒÃÅÄ 

×ÏÍÅÎȭ ÉÎ 4ÁÍÉÌɊ ÁÎÄ ȬÊÁÎÄÁȭ ɉȬÄÉÖÏÒÃÅÄ ×ÏÍÅÎȭ ÉÎ -ÁÌÁÙɊȟ ÇÅÎÅÒÁÔÉÎÇ ÐÏÉÎÔÌÅÓÓ 

home and family challenges. Suriah recalled how relatives, colleagues and friends 

ȰÔÒÅÁÔÅÄ ÍÅ ÄÉÆÆÅÒÅÎÔÌÙȱȟ ÁÎÄ (ÅÍÁ ÎÏÔÅÄȟ ȰÍÙ ÓÔÁÔÕÓ ÁÓ Á ÄÉÖÏÒÃÅÅ ÉÓ Á ÓÔÉÇÍÁ ÉÎ 

ÓÏÍÅ ɍÐÁÒÔÓ ÏÆɎ -ÁÌÁÙÓÉÁÎ ÓÏÃÉÅÔÙȱȢ Hema said: 

"ÅÉÎÇ ÄÉÖÏÒÃÅÄ ÉÓ ÓÔÉÌÌ ÃÏÎÓÉÄÅÒÅÄ ÔÏ ÂÅ ȬÔÁÂÏÏȭ ÁÃÃÏÒÄÉÎÇ ÔÏ ÖÁÒÉÏÕÓ ÃÕÌÔÕÒÅÓ ÉÎ 

-ÁÌÁÙÓÉÁȣ ÅÓÐÅÃÉÁÌÌÙ ÉÎ )ÎÄÉÁÎ ÁÎÄ -ÁÌÁÙ ÃÕÌÔÕÒÅȢ 3ÏÍÅ ÒÅÌÁÔÉÖÅÓ ÃÁÎ ÐÕÔ ÔÅÒÒÉÂÌe 

ÐÒÅÓÓÕÒÅ ÏÎ ÙÏÕ ɍÆÏÒ ÂÅÉÎÇ Á ÄÉÖÏÒÃÅÅɎȢ $ÏÎȭÔ ÁÓË ÍÅ ×ÈÙȣ ) ÄÏÎȭÔ ËÎÏ× ÁÎÄ ) 

ÄÏÎȭÔ ÕÎÄÅÒÓÔÁÎÄ ɍÌÏÏËÉÎÇ ÕÐÓÅÔɎ ȣ $ÅÓÐÉÔÅ ÔÈÅ ÆÁÃÔ ÔÈÁÔ ÄÉÖÏÒÃÅÄ ×ÏÍÅÎ ÃÁÎ 

also be successful in their career, many believe that failed marriages may also 

reflect a failure in other areas of life. How lah? We now live in a modern world, 

ÙÅÔ ÐÅÏÐÌÅȭÓ ÁÔÔÉÔÕÄÅ ÉÓ ÓÏ ÂÁÃË×ÁÒÄÓȦ ɍÓÉÇÈɎ  

 

Hema explained she had experienced difficulty coping with her divorce case 

while trying to focus on her career, due to ÈÅÒ ÈÕÓÂÁÎÄȭÓ ÈÉÇÈ ÓÔÁÔÕÓ ÁÎd 

reputation in society. Hema said a lack of support from her relatives, family, and 

mainly Indian community members had affected her severely while she 

endeavoured to build and re-build her career. Hema noted she had digressed 

from her work commitment to fight for the custody of her son in court, in a case 

which lasted for many years. Due to her personal situation and her ÆÁÍÉÌÙȭÓ ÌÁÃË 

of support, Hema had found it hard to survive on her own and to focus at work. 
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Suriah highlighted that negative perceptions from family and relatives, as well as 

ÃÏÍÍÕÎÉÔÙ ÍÅÍÂÅÒÓ ÁÎÄ ×ÏÒËÍÁÔÅÓȟ ÃÏÕÌÄ ÅÒÏÄÅ ÄÉÖÏÒÃÅÄ ×ÏÍÅÎȭÓ ÓÅÌÆ-

esteem. Suriah said she had to step back from focussing on her career because the 

divorce had severely affected her sense of self-esteem and self-wor th. To find 

some peace, Suriah had become actively involved in other interests outside work 

(e.g. music activities). Unfortunately, her relatives, family, and employer saw her 

new life pattern as displaying a lack of interest in her work. Suriah contested this 

view, but her lifestyle choices had created tensions in her relationships with 

family, relatives, her employer, and colleagues over many years.  Next, I turn to 

challenges faced by married women in relation to home and family.  

 

6.1.2 Challenges faced by married women   

In Malaysia, men are generally considered to be the head of the family (Abdullah 

et al., 2008). This arrangement is regarÄÌÅÓÓ ÏÆ ×ÏÍÅÎȭÓ ÉÎÃome or professional 

status (Syed, 2008). Seven married participants in my study noted that their 

husbands acted as the head of the family through decision-making and the 

provision of monetary and non-monetary support for their spouse and children. 

Non-monetary support included providing for the material, spiritual, and 

security needs of the family (also see Abdullah et al., 2008; Syed, 2008). However, 

in my study, Elaine suggested ÔÈÁÔ ɉÐÒÏÆÅÓÓÉÏÎÁÌɊ ×ÏÍÅÎ ÍÁÙ ÁÌÓÏ ÈÁÖÅ Á ȰÖÏÉÃÅ 

in decision-ÍÁËÉÎÇȱ ÄÕÅ ÔÏ ÔÈÅÉÒ ÁÂÉÌÉÔÙ ÔÏ ÐÒÏÖÉÄÅ ÍÏÎÅÔÁÒÙ ÁÎÄ ÎÏÎ-monetary 

support for the family. The participants, however, noted that men seem to have 

the most power in decision-making processes in Malaysia.  

 

4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎ ÍÙ ÓÔÕÄÙ ÈÉÇÈÌÉÇÈÔÅÄ that ÄÕÅ ÔÏ ÍÅÎȭÓ ÄÉÆÆÅÒÅÎÔÉÁÌ 

status in Malaysia, women often carry the burden of care responsibilities in 

marriage relationships. Arguably, the unequal distribution of care work is not 

unique to Malaysia (Cheung & Halpern, 2010; European Union, 2018; Stone, 

2008). All seven married participants suggested their ability to focus on their 

careers changed after they got married. Three women (Puay Cheng, Caryn and 

Noridah) questioned ÍÁÒÒÉÅÄ ×ÏÍÅÎȭÓ ÁÂÉÌity to have successful careers when 

inundated with multiple responsibilities and demands at home. For example, 
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Puay Cheng and Noridah noted that as well as carrying out care responsibilities 

for their children and husbands, married women in Malaysia sometimes had to 

care for siblings, parents, and their ÈÕÓÂÁÎÄȭÓ ÐÁÒÅÎÔÓ ÁÎÄ ÓÉÂÌÉÎÇÓȢ !Ó ÎÏÔÅÄ ÂÙ 

Johnson and DaVanzo (1997) and Ngin and DaVanzo (1999), it is rather common 

for Malay, Chinese, or Indian married couples in Malaysia to have co-residence9 

or quasi-coresidence10 arrangements with their older parents (and sometimes, 

siblings). According to Johnson and DaVanzo (1997), and Ngin and DaVanzo 

(1999), these arrangements are due to the traditional obligations of children to 

care for their elderly parents, the roles of grandparents as childcare providers, 

the perceived economic benefits of co-residing, and lack of housing. In my study, 

some participants noted that certain households in Malaysia were still practising 

the co-residence and quasi-coresidence arrangements. Puay Cheng and Noridah 

reflected on how their obligations to nuclear and extended family members had 

shaped both their domestic roles and careers.  

) ÃÏÍÅ ÆÒÏÍ Á ÂÉÇ ÆÁÍÉÌÙ ȣ ÅÖÅÎ though I am married, I still have my Mum, 

ÂÒÏÔÈÅÒÓ ÁÎÄ ÓÉÓÔÅÒÓ ÔÏ ÃÁÒÅ ÆÏÒ ȣ ) ÓÔÉÌÌ ÇÉÖÅ ÔÈÅÍ ÍÏÎÅÙ, share house chores, 

take them to hospitals, shopping, here and there despite my heavy workload at 

ÈÏÍÅȣ  ÍÏÒÅ ÓÏ ÁÔ ×ÏÒËȢ )Ô ÄÒÉÖÅÓ ÍÅ ÃÒÁÚÙ ȣ !Ô ÔÉÍÅÓȟ ) ÆÅÅÌ ÓÏ ÅÍÏtionally 

burdened and physically tired because I have to rush here and there for my 

-ÕÍȭÓ ÆÁÍÉÌÙ ÁÎÄ ÌÏÏË ÁÆÔÅÒ ÍÙ Ï×Î ÆÁÍÉÌÙȭÓ ÎÅÅÄÓ ȣ ÉÔȭÓ ÈÁÒÄ ÂÕÔ ÎÏ× ÔÈÁÔ ) 

looked back [laughed], I realised all these taught me to manage my emotion and 

mental health better  ȣ ÍÁÎÁÇÉÎÇ ÍÕÌÔÉÐÌÅ ÒÏÌÅÓ ÁÒÅ ÎÏÔ ÅÁÓÙ ÂÕÔ ) ËÎÏ× ÂÅÉÎÇ 

able to do it means I can bÁÌÁÎÃÅ ÁÌÌ ÓÏÒÔÓ ÏÆ ÄÅÍÁÎÄÓ ÁÔ ×ÏÒË ÁÎÄ ÁÔ ÈÏÍÅȣ 

[smiled] I wonder how I managed all that! (Puay Cheng) 

) ÈÁÖÅ ÔÏ ÄÏ ÅÖÅÒÙÔÈÉÎÇ ÁÔ ÈÏÍÅ ȣ ) ÁÌÓÏ ÔÁËÅ ÃÁÒÅ ÏÆ ÍÙ ÍÏÔÈÅÒ and father, my 

two sisters and my younger brother. On top of this, I have my husband and two 

kids at home ȣ ) ÈÁÖÅ ÔÏ ÄÏ ÅÖÅÒÙÔÈÉÎÇ ÏÎ ÍÙ Ï×Î ȣ ÔÈÁÔȭÓ ×ÈÙ ×ÈÅÎ )ȭÍ ÁÔ my 

college, I have no problem when my boss asked me to do all sorts of stuff other 

than teaching. Why? Because I am so used to handle ÁÌÌ ÓÏÒÔÓ ÏÆ ×ÏÒË ÁÔ ÈÏÍÅ ȣ 

 

 

9 Co-residence refers to adult (married or unmarried) children living with their older parents and 

in some cases with their siblings (Ngin & DaVanzo, 1999). 

10 Quasi-ÃÏÒÅÓÉÄÅÎÃÅ ÒÅÆÅÒÓ ÔÏ ȰÐÁÒÅÎÔÓ ÁÎÄ ÔÈÅÉÒ ÁÄÕÌÔ children living nearby and assisting each 

other but not actually co-ÒÅÓÉÄÉÎÇȱ ɉ.ÇÉÎ Ǫ $Á6ÁÎÚÏȟ ρωωω, p. 55). 
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so in college I managed things better even though sometimes I ran out of energy 

by the time I got home [sighed].  I just need to have a timetable to balance work 

at home and work at the college ... at first not okay but slowly things got better 

because I am a good manager. I am proud to say I am a superwoman! [laughed]. 

(Noridah) 

The seven married participants also spoke about the centrality of married life and 

womanhood in relation to home and family challenges. Five participants said that 

as married women, they handled childcare and spousal care, regardless of their 

ÐÏÓÉÔÉÏÎ ÉÎ ÔÈÅ ×ÏÒËÐÌÁÃÅȢ 4×Ï ÐÁÒÔÉÃÉÐÁÎÔÓ ÃÏÍÍÅÎÔÅÄȟ Ȱɍ)Î -ÁÌÁÙÓÉÁɎ ×ÏÍÅÎȭÓ 

ÐÌÁÃÅ ÉÓ ÓÔÉÌÌ ÉÎ ÔÈÅ ËÉÔÃÈÅÎȱ ɉ#ÁÒÙÎɊȟ ÁÎÄ Ȱ-Ù Mum always reminds me that no 

matter how highly qualified a woman is, her place is ÓÔÉÌÌ ÉÎ ÔÈÅ ËÉÔÃÈÅÎȱ ɉ:ÁÉÎÉɊȢ 

Additionally, one Muslim woman commented that married women must oblige 

ÔÈÅÉÒ ÈÕÓÂÁÎÄÓ ÂÅÃÁÕÓÅ ȰÈÅÁÖÅÎ ÌÉÅÓ ÕÎÄÅÒ Á ÈÕÓÂÁÎÄȭÓ ÆÅÅÔȱ ɉ2ÁÈÍÁÈɊȢ 2ÁÈÍÁÈ 

ÓÕÇÇÅÓÔÅÄ ÔÈÁÔ ÒÅÇÁÒÄÌÅÓÓ ÏÆ ×ÏÍÅÎȭÓ ÓÔÁÔÕÓ ÉÎ ÔÈÅ ×ÏÒËÐÌÁÃÅȟ -ÕÓÌÉÍ ×ÉÖÅÓ must 

fulfil the obligation to be obedient and respectful to their husbands as the leaders 

in the home (with conditions). Therefore, three out of four Muslim participants 

(Rahmah, Zaini and Wan Anna) who were in leadership roles, described their 

domestic roles as, at times, impacting on their self-confidence as female leaders 

in the workplace.  

 

An imbalance of power-sharing at home sometimes created conflicts that affected 

ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÁÒÅÅÒÓȢ 4ÈÅÓÅ ÆÉÎÄÉÎÇÓ ÁÌÉÇÎ ×ÉÔÈ ÔÈÅ ÆÉÎÄÉÎÇÓ ÏÆ ÒÅÓÅÁÒÃÈ 

conducted in other parts of the world, for example, in India (Buddhapriya, 2009), 

Oman (Al-Lamky, 2007), Lebanon (Kauser & Tlaiss, 2011; Tlaiss & Kauser, 2011), 

UAE and the Gulf (Metcalfe, 2007; Salloum, 2003). Notably, reviews undertaken 

in both Western and non-Western contexts (Cheung & Halpern, 2010) highlight 

challenges for women navigating the balance between work and family life. 

 

Four women in my study described how, as married women, they were at times 

expected to leave employment permanently and focus only on the home and 

family. For a professional woman such as Zaini, this expectation not only affected 

the husband and wife relationship, but it also created tension in her relationship 

with her parents and parents-in-law. Zaini described how she had almost 

resigned from her professional career due to the cultural and religious demands 
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of her parents-in-law who were Arabs. This is because, in most Middle East 

ÃÏÕÎÔÒÉÅÓȟ ×ÏÍÅÎȭÓ ÐÌÁÃÅ ÉÓ ÐÒÉÍÁÒÉÌÙ ÁÔ ÈÏÍÅ ɉ!Ì-Lamky, 2007; Metcalfe, 2007; 

3ÁÌÌÏÕÍȟ ςππσɊȢ :ÁÉÎÉ ÄÅÓÃÒÉÂÅÄ ÈÏ× ÓÈÅ ÎÁÖÉÇÁÔÅÄ ÈÅÒ ×ÉÄÅÒ ÆÁÍÉÌÙȭÓ 

expectations while also negotiating her position within the family: 

It is a challenge for us because my mother thinks that my temporary choice 

not to work [is] because I am married to an Arab man. And my mother-in-

ÌÁ× ×ÈÏ ÉÓ ÁÎ !ÒÁÂ ÉÎÓÉÓÔÓ Á ×ÉÆÅ ÍÕÓÔ ÓÔÁÙ ÁÔ ÈÏÍÅȣÆÕÌÌ ÔÉÍÅȦ )ÎÉÔÉÁÌÌÙȟ ÉÔ 

was hard to convince both sides of the family that I am only taking a 

ÔÅÍÐÏÒÁÒÙ ÂÒÅÁË ÂÅÃÁÕÓÅ ) ×ÁÎÔ ÔÏ ÆÏÃÕÓ ÏÎ ÍÙ ÃÈÉÌÄÒÅÎȭÓ ÕÐÂÒÉÎÇÉÎÇȢ ) 

almost give in to my mother-in-ÌÁ× ÁÎÄ ÒÅÓÉÇÎ ÐÅÒÍÁÎÅÎÔÌÙ ȣ -Ù ÍÏÔÈÅÒ 

ÔÈÉÎËÓ ) ÓÈÏÕÌÄ ÂÅ ×ÏÒËÉÎÇ ȣ !ÎÄ ÁÆÔÅÒ ÏÎÅ ÙÅÁÒȟ ) ÁÓËÅÄ ÍÙ ÈÕÓÂÁÎÄȟ Ȭ!ÒÅ 

we okay financially if I stay at home? Do you need any financial help? But he 

ɍÈÕÓÂÁÎÄɎ ÓÁÉÄȟ Ȭ.Ïȟ ÉÔȭÓ ÏËȢ 7Å ÃÁÎ ÍÁÎÁÇÅ ×ÉÔÈÏÕÔ ÙÏÕ ÇÏÉÎÇ ÂÁÃË ÔÏ ×ÏÒËȭȢ 

So, Alhamdulilah [Praise be to God] and I can now concentrate on my 

childrenȭÓ upbringing and stay at home until I am ready to go back to work 

ȢȢȢ ) ÁÍ ÇÌÁÄ ) ÈÁÖÅ ÔÈÅ ÐÏ×ÅÒ ÔÏ ÍÁËÅ ÔÈÉÓ ÄÅÃÉÓÉÏÎ ×ÉÔÈ ÍÙ ÈÕÓÂÁÎÄȭÓ 

support.  

:ÁÉÎÉȭÓ ÍÏÔÈÅÒȭÓ ÁÎÄ ÈÅÒ ÍÏÔÈÅÒ-in-ÌÁ×ȭÓ ÅØÐÅÃÔÁÔÉÏÎÓ ÃÏÎÃÅÒÎÉÎÇ ÆÁÍÉÌÉÁÌ 

commitments and professional careers conflicted with each other due to cultural 

ÄÉÆÆÅÒÅÎÃÅÓȢ )Î :ÁÉÎÉȭÓ ÃÁÓÅȟ ÅØÔÅÎÄÅÄ ÆÁÍÉÌÉÅÓȭ ÉÎÔÅÒÖÅÎÔÉÏÎ ÓÅÅÍÅÄ ÔÏ ÌÉÍÉÔ ÈÅÒ 

autonomy, despite the fact that she was successful in her career. However, in the 

quote above, Zaini reveals that she chose to stay at home for a time on her own 

terms, and in consultation with her husband. Not all married women in my study 

were able to negotiate with their spouse or families about balancing home and 

ÆÁÍÉÌÙ ÄÅÍÁÎÄÓ ×ÉÔÈ ÐÒÏÆÅÓÓÉÏÎÁÌ ÃÁÒÅÅÒ ÃÏÍÍÉÔÍÅÎÔÓȟ ÁÓ #ÁÒÙÎȭÓ ÎÁÒÒÁÔÉÖÅ 

account shows (see below). 

 

The inability of some women to negotiate the demands associated with home and 

family led to overwhelming challenges which sometimes women could not 

overcome. For example, Caryn described tensions at home and in her family, 

alongside overwhelming career challenges in school. 

Can you imagine I teach five classes and each class has about 40 to 45 girls? So, 

the amÏÕÎÔ ÏÆ ÍÁÒËÉÎÇ ÔÈÁÔ ) ÄÏ ȣ ÉÔ ÃÁÕÓÅÓ ÔÅÎÓÉÏÎ ÉÎ ÔÈÅ ÈÏÕÓÅ ÂÅÃÁÕÓÅ ÍÙ 

ÈÕÓÂÁÎÄ ÓÁÙÓ )ȭÍ ÔÁËÉÎÇ ×ÏÒË ÈÏÍÅ ȣ ÓÏ ) ÍÁËÅ ÓÕÒÅ ) ÃÌÅÁÎ ÔÈÅ ÈÏÕÓÅȟ ) ×ÁÓÈ 
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up everything, cook for them. So, when the children are asleep, then only I do my 

ÍÁÒËÉÎÇ ȣ 3Ïȟ ÔÈÅ ÃÈÁÌÌÅÎÇÅ is that it does affect husband and wife relationship 

ÁÎÄ ÔÈÅ ÕÐÂÒÉÎÇÉÎÇ ÏÆ ÔÈÅ ÃÈÉÌÄÒÅÎȢ ) ÔÁËÅ ÍÙ ÊÏÂ ÖÅÒÙ ÓÅÒÉÏÕÓÌÙȣ )Î ÔÈÅ ÅÎÄȟ ÍÙ 

family suffer because ÏÆ ÍÙ ×ÏÒËȢ -Ù ÃÈÉÌÄÒÅÎ ÄÉÄÎȭÔ ÄÏ ×ÅÌÌ ÁÔ ÓÃÈÏÏÌȢ .ÏÔ ÔÈÁÔ 

ÍÙ ÃÈÉÌÄÒÅÎ ÁÒÅ ÓÔÕÐÉÄȣ )ÔȭÓ ÊÕÓÔ ÔÈÁÔ ) ÄÉÄÎȭÔ ÓÐÅÎÄ ÔÉÍÅ ÏÎ ÔÈÅÍ ɍÌÏÎÇ ÓÉÇÈɎȢ  

-ÏÓÔ ÐÁÒÔÉÃÉÐÁÎÔÓ ÎÏÔÅÄ ÔÈÅÙ ×ÅÒÅ ÈÅÌÄ ÒÅÓÐÏÎÓÉÂÌÅ ÆÏÒ ÔÈÅÉÒ ÈÕÓÂÁÎÄȭÓ ÁÎÄ 

ÃÈÉÌÄÒÅÎȭÓ ×ÅÌÌ-being, and primarily responsible for preparing meals, doing 

laundry, house cleaning (also see Ali, 2014; Halim et al., 2016), raising children, 

and overseeing their education (also see Hamid & Salleh, 2013; Salleh, Mahmud, 

& Inangda, 2007). Puay Cheng noted that home responsibilities affected her 

ability and willingness to focus on her career. Puay Cheng said: 

I am not bothered about my promotion [laughed]. Well, whÏ ×ÏÕÌÄÎȭÔ ×ÁÎÔ Á 

promotion but to be up there [career ladder], so much time would be taken from 

my family! [sighed]. I ÍÕÓÔ ÂÅ ×ÉÌÌÉÎÇ ÔÏ ÔÒÁÖÅÌ ÏÆÔÅÎ ÂÕÔ ) ×ÁÓÎȭÔ ×ÉÌÌÉÎÇ ÔÏ 

sacrifice my famÉÌÙ ȣ ) ÈÁÖÅ ÔÏ ÔÁËÅ ÃÁÒÅ ÏÆ ÍÙ ÈÕÓÂÁÎÄȟ ÃÈÉÌÄÒÅÎȟ ÐÁÒÅÎÔÓ ȣ ÌÏÏË 

after my brothers lah and sisters lah ȣ ÔÈÅÉÒ ÅÄÕÃÁÔÉÏÎȟ ÔÕÉÔÉÏÎȟ ÐÏÃËÅÔ ÍÏÎÅÙ ȣ 

ÈÁÉÓÈÈ ȣ ÓÏ ÍÕÃÈ ×ÏÒË ÔÏ ÄÏ lah! So, never mind [if] no promotion!  

Notably, six Muslim and four non-Muslim participants emphasised the 

importance of treating parents well since their parents had given them a good 

education and encouraged their character development. These participants felt 

oÂÌÉÇÁÔÅÄ ÔÏ ÒÅÔÕÒÎ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÅÆÆÏÒÔs by taking care of them in old age.  

 

6.2 WORKPLACE RELATED CHALLENGES  

Participants also described four ways in which workplace demands led to career 

challenges. The first was when women encountered professional demands that 

affected their career progression. The second was gender role stereotypes and 

ÄÉÓÃÒÉÍÉÎÁÔÉÏÎ ÔÈÁÔ ÌÉÍÉÔÅÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÁÄÖÁÎÃÅÍÅÎÔȢ 4ÈÅ ÔÈÉÒÄ ×ÁÓ Á ÌÁÃË ÏÆ 

ÍÅÎÔÏÒÉÎÇ ÏÒ ÁÃÃÅÓÓ ÔÏ ÎÅÔ×ÏÒËÓȢ 4ÈÅ ÆÏÕÒÔÈ ×ÁÓ ×ÈÅÎ ×ÏÍÅÎȭÓ ÐÒÏÆÅÓÓÉÏÎÁÌ 

practice based on their international experience was seen as challenging local 

work culture. I consider each in turn. 
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6.2.1 Professional demands that affected career progression  

!ÌÌ ρτ ÐÁÒÔÉÃÉÐÁÎÔÓ ÎÏÔÅÄ ÔÈÅÙ ×ÅÒÅ ÂÕÒÄÅÎÅÄ ×ÉÔÈ ÈÅÁÖÙ ×ÏÒËÌÏÁÄÓ ÁÎÄ ȬÎÏÎ-

standard work sÃÈÅÄÕÌÅÓȭ (Bianchi & Milkie+, 2010) which included long working 

hours, as well as multiple roles and tasks. Participants said heavy workloads had 

a substantial negative impact on their career advancement. Participants who 

were working as teachers were teaching between 20 to 28 hours a week and 

lecturers were teaching 15 to 18 hours a week, not including other 

responsibilities. Participants revealed they worked long hours, including at night 

and during weekeÎÄÓȢ ) ÂÅÇÉÎ ×ÉÔÈ ÔÈÅ ÔÅÁÃÈÅÒÓȭ ÁÃÃÏÕÎÔÓ ÁÎÄ ÔÈÅÎ ÃÏÎÓÉÄÅÒ ÔÈÅ 

ÌÅÃÔÕÒÅÒÓȭ ÁÃÃÏÕÎÔÓȢ  

 

Although official working hours for secondary school teachers in Malaysia are 

from 7.30 am to 2.40 pm, the teachers in my study said they had often had to stay 

at school for longer to carry out non-teaching duties. These duties included 

administrative tasks, such as acting as textbook administrator, and transitional 

programme coordinator, hostel warden, health and well-being administrator, 

morning or afternoon session coordinator, school assets officer, or school 

canteen supervisor. In the Malaysian education system, there is no assistance for 

teachers; teachers must carry out all teaching and non-teaching duties in the 

school.  

 

Some participants who were lecturers in teacher education institutions (TEI) also 

complained about having to perform non-teaching duties. For example, Kim Hong 

and Elaine said that, although official working hours at their TEIs were from 8.00 

am to 5.00 pm, all lecturers had to lead co-curricular activities for teacher 

trainees after 5.00 pm, including during weekends and semester breaks. Kim 

Hong and Elaine noted that these extra hours affected their core function, limiting 

their capacity to teach and attend to other professional demands.  

 

One participant noted that, sometimes, teachers in her school were forced to 

attend courses that were not relevant to their job scopes. For example, Hema said 

she had to attend irrelevant courses merely to fill the seven days requirement of 

continuing professional development courses set by the Malaysian Ministry of 
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Education (MMoE). If she failed to attend, she would be penalised in the Annual 

Performance Review. Upper management would make decisions about course 

attendance without consulting the teachers. The teachers were then required to 

attend courses, even if they were not relevant to their work. Teachers were then 

required to make up the hours they spent at courses by teaching students during 

weekends. Caryn and Puay Cheng described such requirements as emotionally, 

mentally, and physically draining, and noted a high rate of mental illness among 

teachers. The National Union of Teaching Profession (NUTP), Malaysia, has also 

noted high levels of stress among teachers  (https://www.thestar.com.my/news/ 

nation/2018/10/12/teachers -teaching-no-longer-a-passion-but-a-burden-

today). 

 

6.2.2 Gender role stereotypes and discrimin ation  

7ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÁÌÓÏ ÒÅÖÅÁÌÅÄ ÉÓÓÕÅÓ ÒÅÌÁÔÉÎÇ ÔÏ ÔÈÅ ÇÅÎÄÅÒÅÄ ÎÁÔÕÒÅ 

of their organisations, for example, encounters with stereotyping and 

discrimination. Six women commented that female teachers or lecturers who 

contributed to their schools and TEIs over and above their regular teaching duties 

were not rewarded accordingly in their Annual Performance Reviews. Zaini gave 

a gendered explanation for this, suggesting that women were disadvantaged 

×ÈÅÎ ÔÈÅÙ ȰÈÁÄ ÎÏ ÃÏÎÎÅÃÔÉÏÎÓ ×ÉÔÈ ÔÈÅ ÂÏÓÓȢȱ )Î ÔÈÅÉÒ )ÎÔÅÌÌÉÇÅÎÔ #ÁÒÅÅÒ 4ÈÅÏÒÙȟ 

Arthur et al. (1995) contend that knowing the right people, or having connections 

wit h upper management, is lÉËÅÌÙ ÔÏ ÉÎÃÒÅÁÓÅ Á ÐÅÒÓÏÎȭÓ ÏÐÐÏÒÔÕÎÉÔÙ ÆÏÒ ÃÁÒÅÅÒ 

advancement (see more below). Although there is no empirical research to 

defend this claim in the Malaysian context, 14 participants made similar 

arguments. For example, Hema, Zaini and Mary Anne commented that male 

teachers and lecturers tended to lead the recipient list for the Excellent 

Performance Award each year. They argued that many female teachers and 

lecturers were more deserving. 

 

Women also described gender role stereotypes as halting their access to career 

advancement. Here, I refer to the belief that analytical, dominant and agentic 

ÔÅÎÄÅÎÃÉÅÓ ÁÒÅ ȬÍÁÓÃÕÌÉÎÅȭ ÔÒÁÉÔÓȟ ×ÈÅÒÅÁÓ Á ÑÕÉÅÔ ÄÅÍÅÁÎÏÕÒȟ ÇÅÎÔÌÅÎÅÓÓȟ 
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ÓÙÍÐÁÔÈÙȟ ÁÎÄ ÃÁÒÅ ÁÒÅ ȬÆÅÍÉÎÉÎÅȭ ÔÒÁÉÔÓ (Donnelly & Twenge, 2017; Heilman, 

2012; Prentice & Carranza, 2002). Three participants (Jalina, Edina and Wan 

Anna) expressed a view that men are appointed as leaders in Malaysia primarily 

due to their perceived masculine traits. These views aligned with 3ÃÈÅÉÎȭÓ (2001) 

ÁÒÇÕÍÅÎÔ ÔÈÁÔ ×ÏÍÅÎ ÁÒÅ ÌÅÓÓ ÓÕÃÃÅÓÓÆÕÌ ÉÎ ÏÒÇÁÎÉÓÁÔÉÏÎÓ ÂÅÃÁÕÓÅ ȬÆÅÍÉÎÉÎÅȭ 

attri butes are perceived as reflecting a lower level of capability. Jalina contended 

that, even when women had better educational credentials (including overseas 

qualifications), leadership ability, and knowledge and skills, male colleagues 

were given preference and considered more suitable for senior positions. One 

explanation some women offered was that women lack access to mentoring and 

professional networks.  

 

6.2.3 Lack of networking, mentoring and sponsoring opportunities for 

women  

0ÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓ ÓÕÇÇÅsted that, in their workplaces, women and men 

received different support when it came to networking, mentoring, and 

sponsoring. In Chapter Two, I noted that the literature highlights a lack of such 

ÓÕÐÐÏÒÔÓ ÁÓ ÌÉÍÉÔÉÎÇ ×ÏÍÅÎȭÓ ÁÃÃÅÓÓ ÔÏ ÈÉÇÈÅÒ ÐÏÓÉÔÉÏÎÓ ÉÎ male-dominated 

organisations (Abramo et al., 2015; Baumgartner & Schneider, 2010). Four 

participants (Hema, Edina, Jalina and Wan Anna) ÓÕÇÇÅÓÔÅÄ ÔÈÁÔ ÁÎ ȬÏÌÄ ÂÏÙÓȭ 

ÎÅÔ×ÏÒËȭ11 existed in their workplaces, where senior male colleagues and those 

in leadership positions would mentor some male mentees and later sponsor 

specific mentees to take up leadership and essential roles. According to these 

women, in the MMoE, TEIs, and schools, men were generally appointed to senior 

management roles, even when there were many capable women. Other scholars 

have noted that networking, mentoring, and sponsoring among male 

counterparts often leads to men being selected, rather than women, as men tend 

 

 

11 This is a term used in reference to an informal system through which men are thought to use their 

positions of influence to help others who went to the same school or university as they did, or who share a 

similar social background (https://en.oxforddictionaries.com) 
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to be favoured by other men, even when women are equally or better qualified 

(for example, see Ely et al., 2011; Healy et al., 2011; Hoobler et al. , 2011).  

 

Three participants used metaphors to exÐÌÁÉÎ ×ÏÍÅÎȭÓ ÄÉÓÁÄÖÁÎÔÁÇÅ ÉÎ ÔÈÅÉÒ 

×ÏÒËÐÌÁÃÅÓȟ ÉÎÃÌÕÄÉÎÇ ȰÇÌÁÓÓ ÃÅÉÌÉÎÇȱ ɉ3ÕÉ 3ÕÍɊȟ ÁÎÄ ȰÇÌÁÓÓ ÅÓÃÁÌÁÔÏÒȱ ɉ%ÄÉÎÁ ÁÎÄ 

Wan Anna). Women used these terms in reference to the presence of invisible 

barriers which are subtle and transparent, yet powerful in preventing women 

and other minority groups from being promoted to top leadership positions 

(Corsun & Costen, 2001; Randel, Galvin & Gibson, 2017). Sui Sum, Edina and Wan 

Anna held senior positions, but admitted their career journey had been arduous 

due to barriers within their organisations. For example, Sui Sum said women 

constitute more than half of the academic staff in her TEI. Since Sui Sum held a 

senior leadership role, she did not want to elaborate on this, saying the issue was 

ȰÓÅÎÓÉÔÉÖÅ ÁÎÄ ÔÈÁÔ ) ×ÏÕÌÄ ÒÁÔÈÅÒ ÎÏÔ ÃÏÍÍÅÎÔ ÉÆ ) ×ÁÎÔ ÔÏ ÃÏÎÔÉÎÕÅ ÂÅÉÎÇ ÉÎ ÔÈÉÓ 

rÏÌÅȱȢ 3ÉÍÉÌÁÒÌÙȟ %ÄÉÎÁ ÁÎÄ 7ÁÎ !ÎÎÁ ÅØÐÌÁÉÎÅÄ that some of their women 

colleagues who had strong leadership qualities imagined climbing the leadership 

ÌÁÄÄÅÒȠ ÈÏ×ÅÖÅÒȟ ÔÈÅ ȰÇÌÁÓÓ ÅÓÃÁÌÁÔÏÒȱ ÐÒÅÖÅÎÔÅÄ ÔÈÅÍ ÆÒÏÍ ÍÏÖÉÎÇ ÕÐ ÉÎ ÔÈÅ 

management hierarchy. According to Edina and Wan Anna, most of these women 

only managed to attain mid- to senior-level positions, rather than top leadership 

positions. However, interestingly, Wan Anna also attributed this outcome to the 

×ÏÍÅÎȟ ÓÕÇÇÅÓÔÉÎÇȟ Ȱ4ÈÅ ÓÔÒÏÎÇ ÏÎÅÓ ÓÕÒÖÉÖÅÄ, but most women gave in to their 

ÍÁÌÅ ÃÏÕÎÔÅÒÐÁÒÔÓȱȢ  

 

My study corroborates the findings of previous work which found that women 

are often side-lined for promotion compared to men (for example, see Alksnis, 

Desmarais, & Curtis, 2008; Ely et al., 2011; Groysberg, 2014). However, six 

participants noted thÁÔ ÃÏÎÎÅÃÔÉÏÎÓ ×ÉÔÈ ȰÈÉÇÈ ÒÁÎËÅÄȱ ɉ2ÁÈÍÁÈɊ ÏÒ ȰÔÈÅ ÒÉÇÈÔȱ 

people (Edina) inside and outside organisations, along with  the ability to Ȱ×ÏÒË 

ÈÁÒÄ ÁÎÄ ×ÏÒË ÓÍÁÒÔȱ ɉ7ÁÎ !ÎÎÁɊ ÁÎÄ ȰÅÎÓÕÒÅ ÔÈÁÔ ÔÈÉÎÇÓ ÇÅÔ ÄÏÎÅȱ ɉ3ÕÉ 3ÕÍɊȟ 

could nevertheless lead to career progression for women. I now turn to the 

challenges women associated with applying their international experiences and 

ÉÄÅÁÓ ÔÏ ȬÈÏÍÅȭ ÃÏÎÔÅØÔÓȟ ×ÈÅÎ ÔÈÅÙ ÒÅÔÕÒÎÅÄ ÔÏ -ÁÌÁÙÓÉÁ ÆÒÏÍ ÁÂÒÏÁÄȢ  
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6.2.4 Challenges applying international experiences and ideas in  

Malaysia 

Eight participÁÎÔÓ ÓÁÉÄ ÔÈÁÔ ÓÏÍÅ ÏÆ ÔÈÅ ÉÄÅÁÓ ÔÈÅÙ ȰÂÒÏÕÇÈÔ ÂÁÃË ÁÎÄ ÐÕÔ into 

ÐÒÁÃÔÉÃÅȱ ɉ(ÅÍÁɊ ×ÅÒÅ ÓÅÅÎ ÁÓ ÃÈÁÌÌÅÎÇÉÎÇ ÌÏÃÁÌ ×ÏÒË ÃÕÌÔÕÒÅ ÎÏÒÍÓȟ ÏÒ ÁÓ 

ȰÄÉÆÆÅÒÅÎÔȱ ɉ*ÁÌÉÎÁɊȢ 4ÈÅÓÅ ×ÏÍÅÎ ÄÅÓÃÒÉÂÅÄ ÆÅÅÌÉÎÇ ÓÉÄÅ-lined in their current 

organisations as a result. For example, Jalina reported her struggles conducting 

and bringing change to official ceremonies at the ministry level. Jalina noted that 

ÏÆÆÉÃÉÁÌ ÃÅÒÅÍÏÎÉÅÓ ÉÎ -ÁÌÁÙÓÉÁ ÁÒÅ ÖÅÒÙ ȰÆÏÒÍÁÌȱ ÁÎÄ ×ÈÅÎ ÓÈÅ ÔÒÉÅÄ ÔÏ ÍÁËÅ 

ÔÈÅÍ ȰÉÎÆÏÒÍÁÌȱȟ ÓÏÍÅ ÓÔÁÆÆ ÓÎÕÂÂÅÄ ÈÅÒ ÅÆÆÏÒÔÓȟ ÓÁÙÉÎÇȟ Ȱ4ÈÉÓ ÉÓ -ÁÌÁÙÓÉÁ ÁÎÄ ÎÏÔ 

.Å× :ÅÁÌÁÎÄȦȱȢ *ÁÌÉÎÁ ÁÄÍÉÔted she was frustrated but noted that such a response 

did not surprise her because she had similar experiences when she was teaching 

in school. Jalina described how colleagues had previously labelled her as 

ȰÂÒÉÎÇÉÎÇ ÉÎ ÔÈÅ 7ÅÓÔÅÒÎ ÃÕÌÔÕÒÅȱ ×ÈÅÎ ÓÈÅ ÉÎÔÒÏÄuced some teaching strategies, 

work culture practices, and values she learned in New Zealand. Jalina said only a 

handful of her colleagues gave her the support to bring about changes; these 

colleagues were also trained abroad, in places such as the United Kingdom, 

Australia, Germany, and Japan. 

 

(ÅÍÁ ÄÅÓÃÒÉÂÅÄ ÓÉÍÉÌÁÒ ÓÉÔÕÁÔÉÏÎÓ ÔÏ *ÁÌÉÎÁȭÓȢ She described how her colleagues 

ÒÉÄÉÃÕÌÅÄ ÈÅÒ Ȱ7ÅÓÔÅÒÎ ÉÄÅÁÓȱ ÁÎÄ ÁÃÃÕÓÅÄ ÈÅÒ ÏÆ ÏÐÐÏÓÉÎÇ Ȱ-ÁÌÁÙÓÉÁÎ ÎÏÒÍÓȱȢ 

Hema recalled a confrontation with her colleagues when she tried to introduce 

different teaching and learning strategies and different ways of conducting co-

curricular activities. She recalled that, recently, her colleagues had mocked her 

when she decided ÔÏ ÔÁËÅ ÐÁÒÔ ÉÎ ÔÈÅ ÓÃÈÏÏÌ ÓÐÏÒÔȭÓ ÄÁÙ ÐÁÒÁÄÅ ÄÒÅÓÓÅÄ ÁÓ Á 

mascot. Hema said that, in the past, only students took part in the sports parade. 

She ÎÏÔÅÄ ÔÈÁÔ ÈÅÒ Ȱ7ÅÓÔÅÒÎ ÂÒÁÖÅÒÙȱ ÃÈÁÌÌÅÎÇÅÄ ÔÈÅ ÓÃÈÏÏÌ ÎÏÒÍÓȢ (ÅÍÁ ÓÈÁÒÅÄ 

her story: 

I was bold enough to make a difference. Teachers have never taken part in sports 

paÒÁÄÅȢ 4ÈÅÎ ÏÎÅ ÙÅÁÒȟ ) ÄÅÃÉÄÅÄ ÔÏ ÄÒÅÓÓ ÕÐ ÌÉËÅ %ÌÓÁ ɍ7ÁÌÔ $ÉÓÎÅÙȭÓ &ÒÏÚÅÎ 

ÃÈÁÒÁÃÔÅÒɎ ÁÎÄ ×ÁÌËÅÄ ÉÎ ÔÈÅ ÐÁÒÁÄÅ ×ÉÔÈ ÔÈÅ ÓÔÕÄÅÎÔÓȣ -Ù ÐÒÉÎÃÉÐÁÌ ËÎÏ×Ó ÔÈÁÔ 

) ÁÍ ÄÉÆÆÅÒÅÎÔȢ 3ÏÍÅ ÃÏÌÌÅÁÇÕÅÓ ÇÁÖÅ ÍÅ ȬÔÈÁÔ ÌÏÏËȭȦ "ÕÔ ×ÈÏ ÃÁÒÅÓȦ ) ÌÉËÅ ×ÈÁÔ ) 

×ÁÓ ÄÏÉÎÇȣ ) ÔÒÅÁÔ Íy students and colleagues just like how I was treated in New 

Zealand. New Zealand had different, unique traditions! [Laughter] And most of 
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all, the way I teach my students is different. I may not be successful in my career 

ȣ ÎÏ ÐÏÓÉÔÉÏÎȟ ÎÏÔÈÉÎÇȦ "ÕÔ ÔÈÁÔȭÓ ÏËÁÙ ÂÅÃÁÕÓÅ ) ÁÍ ÄÉÆÆÅÒÅÎÔ ȣ  ÁÎÄ ) ËÎÏ× ) 

enjoy myself and do my best. And that is all that matters! [sigh]  

Six other participants shared similar stories, describing instances when their 

preseÎÃÅ ÁÎÄ ÉÄÅÁÓ ÓÅÅÍÅÄ ÔÏ ÂÅ ÓÅÅÎ ÂÙ ÃÏÌÌÅÁÇÕÅÓ ÁÓ Á ȰÔÈÒÅÁÔ ÁÎÄ ÃÈÁÌÌÅÎÇÅȱ 

(Rahmah) to local work culture norms. Some participants said they had given in 

to local work culture norms as a result, while others said they would be persistent 

in implementing Western ideas in Malaysian organisations.  

 

Now, I turn to the factors women in my study identified as supporting their career 

success.  

 

6.3 (/-% !.$ &!-),9 !3 3500/24).' 0!24)#)0!.43ȭ #!2%%2 35##%33 

In this section, I discuss how participants linked home and family support to their 

career success. First, I consider the accounts of single women. Then, I consider 

ÍÁÒÒÉÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÃÃÏÕÎÔÓȢ  

 

6.3.1 Single women and career success 

In this study, five single women described three ways in which the family 

supported them and contributed to their career success. The first was through 

domestic work; the second, by providing motivation; and the third, through 

ÐÁÒÅÎÔÓȭ ȬÆÁÖÏÕÒÉÎÇȭȢ .ÏÔÁÂÌÙȟ ÔÈÅ ×ÏÍÅÎȭÓ ÄÅÐÉÃÔÉÏÎ ÏÆ ÓÉÎÇÌÅÎÅÓÓ ÉÎ ÔÈÅ 

Malaysian context ran counter to representations of singleness as living alone. At 

the time of our interviews, four of the seven single women were co-residing with 

their parents and/or siblings, while the other two widows were living alone, and 

another (also a widow) was living with her two children. In this section, I begin 

by considering the narratives of single women who described receiving domestic 

ÓÕÐÐÏÒÔȟ ÔÈÅÎ ) ÃÏÎÓÉÄÅÒ ÓÉÎÇÌÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÏÆ ÒÅÃÅÉÖÉÎÇ ÍÏÔÉÖÁÔÉÏÎÁÌ 

support. Finally, I consider how some women described singleness as benefiting 

them in their careers. 
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Two women associated their success in leadership roles with the domestic 

support they received at home. For example, Sui Sum and Jalina noted that they 

owed their success to their parents (Sui Sum and Jalina) and siblings (Jalina). 

With parents and siblings attending to most domestic duties, both women said 

they could focus on their careers, while focusing on their postgraduate study. As 

noted earlier, being the only child who never married, Sui Sum co-resided with 

her mother. Sui Sum noted that she probably could not have divided her time 

between parental care responsibilities, family, career, and pursuing higher 

education if she had been married. Being single, Sui Sum said she only had her 

ÍÏÔÈÅÒ ȰÔÏ ×ÏÒÒÙ ÁÂÏÕÔ ÁÎÄ ÌÅÓÓ ÏÆ ÏÔÈÅÒ ÃÏÍÍÉÔÍÅÎÔÓȱȢ 3ÕÉ 3ÕÍ ÎÏÔÅÄ ÔÈÁt her 

single status and the support she received from her mother throughout her 

career journey before her mother fell ill had contributed to her educational 

attainment and career success.  

 

Similarly, Jalina, who was co-residing with her parents and siblings, said she was 

grateful to her family for providing both motivational and domestic support. 

Jalina said: 

I choose to focus on it [my career] more. Kadang-kadang kesian juga [Sometimes 

I feel sorry] because I live with my parents. I feel like the house is like a hotel. 

Kadang-kadang I balik, tidur, makan [Sometimes I just go home to sleep and have 

my meals]; then, I go for out station [out of city] for work ... However, my parents 

and sisters helped me with house chores, and they are very understanding about 

my work. So, I don't have to worry about it [house chores]. I can travel here and 

there for work. My Mum especially...because I am single, she asked me to focus 

on my career ... it would be difficult if I was married, right? [chuckled].  

Jalina went on to describe the nature of her work, whereby she had to travel very 

often. She said that without the motivation and domestic support from her family, 

she would not have been appointed to her current leadership role, which 

required full commitment. 

 

Edina and Sui Sum suggested that their status as single women had a positive 

impact on their careers. For example, Edina noted that it was due to her single 

status that her mother gave extra motivation which contributed to her career 

success. Being the youngest and the only one in the family who was left 
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unmarried, Edina said her mother favoured her more than her other siblings. 

$ÅÓÐÉÔÅ ÈÅÒ ÍÏÔÈÅÒȭÓ ÉÌÌÎÅÓÓȟ %ÄÉÎÁȭÓ ÍÏÔÈÅÒ ÅÎÃÏÕÒÁÇÅÄ ÈÅÒ ÔÏ ÐÕÒÓÕÅ ÈÅÒ ÈÉÇÈÅÒ 

education abroad, and then subsequent degrees (masters and doctoral) and a 

career in Malaysia. Edina recalled: 

) ×ÁÓ ÉÎ Á ÄÉÌÅÍÍÁ ×ÈÅÎ ÔÈÅ ÏÆÆÅÒ ɍÆÏÒ ÔÈÅ ÓÃÈÏÌÁÒÓÈÉÐɎ ÃÁÍÅȢ ) ÃÏÕÌÄÎȭÔ ÌÅÁÖÅ my 

[ailing] Mum. But my Mum wanted me to accept the offer. This was for my future. 

I knew I must grab the opportunity. My sisters could care for her, but I was feeling 

very guilty. They were married and had families of their own. But my Mum 

insisted that I should go [to New Zealand] ȣ !ÆÔÅÒ ÌÏÎÇȟ ÃÁÒÅÆÕÌ ÔÈÏÕÇÈÔȟ ) 

accepted the offerȢ )Ô ×ÁÓ Á ÃÈÁÎÃÅ ÏÆ Á ÌÉÆÅÔÉÍÅȣ !ÌÔÈÏÕÇÈ ) ËÎÅ× ÉÔ ×ÁÓ ÇÏÉÎÇ ÔÏ 

be a problem at home, Mum wanted me to accept the challenge. Then, throughout 

my career later, Mum was always there to support me.  

Edina noted that as the only single daughter in the family, throughout her career, 

her mother was always a key source of motivation for her career success.  

 

3ÉÍÉÌÁÒÌÙȟ 3ÕÉ 3ÕÍ ÓÁÉÄ ÓÈÅ ÒÅÃÅÉÖÅÄ ȰÅØÔÒÁ ÁÔÔÅÎÔÉÏÎȱ ÆÒÏÍ ÈÅÒ ÐÁÒÅÎÔÓ ÄÕÅ ÔÏ ÈÅÒ 

singleness. She noted she was the only child living with her parents while her 

other siblings were married and lived on their own. Sui Sum suggested that, in 

many ways, her parents had favoured her over the other siblings. Sui Sum said 

that, because of this, it was her responsibility to care for her parents. Ngin and 

DaVanzo (1999) highlight how some (single and married) women still co-reside 

with their parents and/or siblings in Malaysia to fulfil their traditional care 

obligations. However, in my study, Edina and Sui Sum suggested that co-

residence benefitted them; while carrying out their duty as loyal daughters, 

ÐÁÒÅÎÔÓȭ ÓÕÐÐÏÒÔ ÃÏÎÔÒÉÂÕÔÅÄ ÔÏ ÔÈÅÉÒ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓȢ .ÅØÔȟ ) ÄÉÓÃÕÓÓ ÆÁÃÔors that 

ÃÏÎÔÒÉÂÕÔÅÄ ÔÏ ÍÁÒÒÉÅÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÓÕÃÃÅss.  

 

6.3.2 Married women and career success  

In this study, seven married women described spousal support, family, and 

parental motivation as factors that shaped their career success. For example, six 

out of seven married participants suggested that strong family ties, strengthened 

by a sense of goodwill and togetherness among family members, were the main 
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contributing factors to their career success (also see, Alesina & Giuliano, 2010; 

Salleh et al.,  2007). These women noted that parental and sibling understanding 

of their challenges as married women with careers meant that family provided 

support when they needed help with managing childcare or doing house chores 

and provided motivation to continue working towards career advancement.  

 

Successful dual-career marriages require couples to share domestic and child-

rearing responsibilities (also see, Salleh et al., 2007; Silberstein, 2014). Two 

participants (Rahmah and Wan Anna) shared that they could study in New 

:ÅÁÌÁÎÄ ÄÕÅ ÔÏ ÔÈÅÉÒ ÓÐÏÕÓÅÓȭ ÁÎÄ ÆÁÍÉÌÉÅÓȭ ÓÕÐÐÏÒÔ ÁÎÄ ÍÏÔÉÖÁÔÉÏÎȢ 2ÁÈÍÁÈ 

recalled how her husband had taken on the role of both father and mother to their 

four young children while she was away in New Zealand. The sacrifice made by 

her husband had enabled Rahmah to graduate successfully. Possessing a much 

higher qualification, Rahmah later held better positions. With several promotions 

over two decades, Rahmah said she owed her career success to her husband.  

 

Wan Anna described a similar situation, noting she could not depend on her 

parents and parents-in-law because they had passed away. She depended solely 

on her husband for support with domestic chores and childcare, and it was her 

ÈÕÓÂÁÎÄȭÓ ÓÕÐÐÏÒÔ ÁÎÄ ÍÏÔÉÖation that allowed her to focus on her study and 

attain later career success. Wan Anna reflected on her success during the 

interview:  

)Æ ÉÔ ×ÁÓÎȭÔ ÆÏÒ ÍÙ ÈÕÓÂÁÎÄ ÁÎÄ ÃÈÉÌÄÒÅÎȭÓ ÓÕÐÐÏÒÔȟ ) ×ÏÕÌÄÎȭÔ ÈÁÖÅ ÃÏÍÅ ÔÈÉÓ ÆÁÒȢ 

From only [an] undergraduate teacher, I became Deputy at [names government 

department]. My children are also very successful. My eldest daughter migrated 

to [the] United Kingdom. My son [is] a doctor in Germany and the other two are 

ÁÌÓÏ ÖÅÒÙ ÓÕÃÃÅÓÓÆÕÌȢ 7ÉÔÈÏÕÔ ɍ ÈÕÓÂÁÎÄȭÓɎ ÈÅÌÐȟ ÍÙ ÃÈÉÌÄÒÅÎ ÁÎÄ ) ×ÏÕÌÄÎȭÔ ÈÁÖÅ 

come this far in our careers.  

However, some women also noted that spousal support in domestic roles was 

seen as contradicting traditional marriage norms. Two participants, Elaine and 

Kim Hong, said they owed their career success to their spouses who shared 

ÄÏÍÅÓÔÉÃ ÄÕÔÉÅÓ ÁÔ ÈÏÍÅȢ (Ï×ÅÖÅÒȟ ÔÈÅÙ ÄÅÓÃÒÉÂÅÄ ÔÈÉÓ ÓÕÐÐÏÒÔ ÁÓ ȰÁÇÁÉÎÓÔ ÔÈÅ 

ÎÏÒÍÓȱ ɉ%ÌÁÉÎÅɊ ÂÅÃÁÕÓÅ Ȱ×ÏÍÅÎȭÓ ÐÌÁÃÅ ÉÓ ÉÎ ÔÈÅ ËÉÔÃÈÅÎȱ ɉ+ÉÍ (ÏÎÇɊ ÁÎÄ ȰÍÅÎ 
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ÈÁÖÅ ÔÏ ÂÒÉÎÇ ÍÏÎÅÙ ÈÏÍÅȱ ɉ%ÌÁÉÎÅɊȢ +ÉÍ (ÏÎÇ ÎÏÔÅÄ ÔÈÁÔ ÉÎ ÔÈÅ ρωωπÓ ÁÎÄ 

beforeȟ ȰÔÈÉÓ ×ÏÕÌÄ ÈÁÖÅ ÂÅÅÎ ÁÎ ÕÎÕÓÕÁÌ ÐÈÅÎÏÍÅÎÏÎ ÉÎ -ÁÌÁÙÓÉÁȱȢ Next, I 

discuss how some women also associated workplace support and motivation 

with their career success. 

 

6.4 WORKPLACE SUPPORT AND MOTIVATION AS FACILITATING 

0!24)#)0!.43ȭ #!2%%2 35##%33 

As noted in Chapter Two, some Western scholars define career success in terms 

of linear or hierarchical career pathways, external reward, and personal 

achievement (Baruch, 2004; Hall, 1996, 2002; Heslin, 2005). All 14 participants 

in my study shared these definitions in some respects; however, five participants 

(Elaine, Sui Sum, Rahmah, Noridah and Zaini) also defined success differently.  

 

%ÌÁÉÎÅ ÁÎÄ 3ÕÉ 3ÕÍ ÄÅÆÉÎÅÄ ÓÕÃÃÅÓÓ ÉÎ ÔÅÒÍÓ ÏÆ ÔÈÅÉÒ ÂÏÓÓÅÓȭ ÁÃËÎÏ×ÌÅÄÇÅÍÅÎÔ ÏÆ 

their capabilities and contributions. For example: 

My HoD [Head of Department] is a role model for me. She is also a graduate of 

New Zealand. She invited me to be part of the national curriculum panel. She also 

supports me in my application for promotion. Though I may not be in any 

position, but her acknowledgement of my contribution tells me that I am 

ÓÕÃÃÅÓÓÆÕÌȣ ÍÁÙÂÅ ÂÅÃÁÕÓÅ ÓÈÅ ÉÓ Á ×ÏÍÁÎ ɍ,ÁÕÇÈÔÅÒɎȢ !ÎÄ ÓÈÅ ÕÎÄÅrstands 

ÈÏ× ) ×ÏÒËȢ 3Ïȣ ) ÁÍ ÈÁÐÐÙȦ 4ÈÁÔ ÉÓ Á ÓÕÃÃÅÓÓ ÆÏÒ ÍÅȢ ɉ%ÌÁÉÎÅɊ 

)ÔȭÓ ÎÏÔ ÁÎ ÅÁÓÙ ÊÏÂȢ "ÕÔ ) ÈÁÖÅ ÇÏÏÄ ÓÕÐÐÏÒÔ ÆÒÏÍ ÍÙ ÂÏÓÓȟ (Ï$Ó ÁÎÄ ÃÏÌleagues. 

!Ô ÔÉÍÅÓȟ ÉÔȭÓ ÕÈȣ Á ÂÉÔ ÔÏÏ ÓÔÒÅÓÓÆÕÌ ×ÉÔÈ ÁÌÌ ÄÉÆÆÉÃÕÌÔ ÄÅÃÉÓÉÏÎ-making stuff. But 

my boss is always oÎ ÍÙ ÓÉÄÅȣ (ÅȭÓ Á ÎÉÃÅ ÇÕÙȟ ÖÅÒÙ ÓÕÐÐÏÒÔÉÖÅ ÏÆ ÍÙ ÄÅÃÉÓÉÏÎÓ 

ȣ !ÃÁÄÅÍÉÃ $$ ɍ$ÅÐÕÔÙ $ÉÒÅÃÔÏÒɎ all the while has been a male post. I was really 

surprised when he offered me the job. [Laughter] I told him I am soft-spoken, 

ÈÏ× ÔÏ ÂÅ Á ÂÏÓÓȩ $ÏÎȭÔ ÈÁÖÅ ÍÁÓÃÕÌÉÎÅ ÃÈÁÒÁÃÔÅÒÉÓÔÉÃÓȢ "ÕÔ ÈÅ ÔÏÌÄ ÍÅ ) ÄÏÎȭÔ 

ÈÁÖÅ ÔÏ ÂÅ ÏÎÅȟ ÒÉÇÈÔȩ 3Ï ÊÏÂ×ÉÓÅȟ ÕÈȣ ÄÉÆÆÉÃÕÌÔ ÂÕÔ ÃÁÎ ÍÁÎÁÇÅ lah ... I know my 

ÂÏÓÓ ÔÒÕÓÔÓ ÍÅ ȣ ) must prove that woman can do it too! [Laughter] (Sui Sum) 

For both Elaine and Sui Sum, a sense of being valued by senior staff mitigated 

other career challenges, such as a lack of formal status (Elaine), and work-related 

stress (Sui Sum).  
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Rahmah and Noridah related their success to a sense of personal achievement. 

They also related their success to the achievement and success of other people in 

their lives. They said: 

) ÒÅÌÁÔÅ ÓÕÃÃÅÓÓ ÔÏ ÍÙ ÃÁÒÅÅÒ ÁÎÄ ÈÁÐÐÉÎÅÓÓ ÉÎ ÌÉÆÅȣ )Æ ) ÄÏÎȭÔ ÆÅÅÌ ÓÔÒÅÓÓ ÃÏÍÉÎÇ 

to woÒËȣ )ȭÍ ÈÁÐÐÙ ×ÉÔÈ ÅÖÅÒÙÔÈÉÎÇȣ ÔÈÅÎ ÔÈÁÔ ÉÓ Á ÓÕÃÃÅÓÓȢ )ȭÍ ÈÁÐÐÙ ×ÈÅÎ ÍÙ 

students excel in learning the [English] ÌÁÎÇÕÁÇÅ ÁÎÄ )ȭÍ ÈÁÐÐÙ ×ÈÅÎ ÔÈÅÙ ÔÒÙ ÔÏ 

communicate with me in English. It was really hard teaching them the [English] 

language, you know... But I received good support from my bosses and 

ÃÏÌÌÅÁÇÕÅÓȢ 3Ïȟ ÉÔȭÓ ÏËÁÙ ÉÆ ) ÄÏÎȭÔ ÈÁÖÅ ÁÎÙ ÐÏÓÉÔÉÏÎ ÂÕÔ ) ËÎÏ× )ȭÖÅ ÍÁÄÅ ÍÙ 

ÓÔÕÄÅÎÔÓ ÓÕÃÃÅÅÄ ÁÎÄ ÔÈÁÔȭÓ ÍÙ ÓÕÃÃÅÓÓ ÔÏÏȢ ɉ2ÁÈÍÁÈɊ 

3ÕÃÃÅÓÓ ÔÏ ÍÅ ÉÓ ×ÈÅÎ ) ÃÁÎ ÂÁÌÁÎÃÅ ÃÁÒÅÅÒ ÁÎÄ ÆÁÍÉÌÙ ȣ -ÏÓÔ ÉÍÐÏÒÔÁÎÔÌÙ ÉÓ 

when my kids do well in school and my students do well in college. Even if I excel 

in my career but my children strÕÇÇÌÅ ÉÎ ÓÃÈÏÏÌȟ ÔÈÅÎ ÔÈÁÔ ÉÓ ÎÏÔ ÓÕÃÃÅÓÓȣ  3ÕÃÃÅÓÓ 

must happen both at work and at home. My boss knows that I am dedicated to 

ÍÙ ÓÔÕÄÅÎÔÓȢ  )ȭm happy that he knows that. Success to me is not about me, but I 

ÓÅÅ ÍÙ ÓÕÃÃÅÓÓ ÔÈÒÏÕÇÈ ÍÙ ËÉÄÓȭ ÁÃÈÉÅÖÅÍÅÎÔȣ ÁÎÄ when I say kids, they mean 

both my own children and my students. (Noridah) 

 

Other participants in this study (with the exception of Hema and Jalina) also 

associated success with achievements other than being in leadership positions. 

Most women also defined success in relation to doing what makes one happy and 

contented in life and ÃÏÎÔÒÉÂÕÔÉÎÇ ÔÏ ÏÔÈÅÒ ÐÅÏÐÌÅȭÓ ÓÕÃÃÅÓÓ ÁÎÄ ÈÁÐÐÉÎÅÓÓȢ  

 

Rahmah and Zaini, on the other hand, related their success to mobility patterns 

or (in)voluntary transfers. They described how they were initially reluctant to 

move location when asked to do so, but how they later re-considered this when 

moving locations opened up opportunities for formal career success (for 

example, promotion). Rahmah and Zaini described that they had been assigned 

difficult tasks and were required to travel extensively during their early and mid-

career stages to improve the quality of their positions. Rahmah noted that most 

women decline job transfers, even when the transfers involve promotion, due to 

family commitments and having to teach in rural areas. However, Rahmah and 

Zaini, interpreted their willingness to move as having led to better leadership 

positions. They noted: 
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After I came back from New Zealand in 1999, I was transferred to a Chinese-

medium seÃÏÎÄÁÒÙ ÓÃÈÏÏÌȣ 4ÈÅÎ ÉÎ ςππςȟ ÄÕÅ ÔÏ ÍÙ ÔÉÍÅ-based promotion, I 

was transferred out to another school in a very remote area ... Gosh, that place! 

[sigh].  After five years there, I was promoted as a StÕÄÅÎÔÓȭ !ÆÆÁÉÒ /ÆÆÉÃÅÒ ȣ ×ÉÔÈ 

the condition that I must be willing to go on another transfer. It was okay because 

I was thrilled at the ministry. Then, I was given another promotion with the same 

condition to be transferred back to my hometown. Of course, lah, I accepted the 

offer! [Laughter]. I am happy because my boss was very nice to me. A lot of 

ÔÒÁÎÓÆÅÒÓ ȣ ÂÕÔ ×ÈÁÔ ÔÏ ÄÏ ȢȢȢ ɍÌÁÕÇÈÔÅÒɎȢ /ÔÈÅÒ×ÉÓÅȟ ) ÈÁÖÅ ÔÏ ×ÁÉÔ ÆÏÒ ρπ ÏÒ ρς 

years to be promoted. (Rahmah) 

So, when I returned from New Zealand, my level is different before. They [my 

bosses] could see that I developed the most ... they offered [me] a job like to be 

the facilitator for these smart schoolteachers and administration from Vietnam 

and Myanmar. I was happy, you know, having to practice my first international 

ÅØÐÅÒÉÅÎÃÅȢ ) ×ÁÓ ÈÁÐÐÙ ÁÎÄ ÔÈÅÎ ÕÈȣ ÉÔȭÓ time to go back to [MoE], you know, 

and then to school ... after lots of thoughts, I accepted the offer ȢȢȢ ÔÈÁÔȭÓ ÔÈÅ ÏÎÌÙ 

way to get a promotion. I need only to serve for another two years, then I will 

think about it. I must be willing to accept all sorts of tasks that others refused to 

do if I really want to be somebody [with position] ... I must accept the job and 

transfer here and there or else I will be stuck in the same place doing the same 

job for the rest of my career ... uh no! (Zaini) 

These findings align with Aycan (2004), who found that in order to be promoted, 

women need to exceed what is normally required of men involving ȰÄÉÆÆÉÃÕÌÔ ÁÎÄ 

high visibility assignments ... exceeding performance criteria ... [and] the extent 

to whicÈ ×ÏÍÅÎ ÁÒÅ ÒÅÃÒÕÉÔÅÄ ÆÏÒ ÈÉÇÈÅÒ ÐÏÓÉÔÉÏÎÓȱ ɉÐȢ τυχɊȢ :ÁÉÎÉ ÁÎÄ 2ÁÈÍÁÈ 

suggested that in order to improve the quality of their positions, they needed to 

accept multiple transfers within the ministry or schools and accept difficult tasks 

that came along with the transfers. Next, I turn to the support and motivation 

received from male colleagues. 

 

Six women constructed success with reference to men in the workplace. These 

women (Wan Anna, Rahmah, Sui Sum, Edina, Suriah and Noridah) represented 

men as both crucial enablers and people who presented barriers for their careers. 

On the one hand, these women suggested that their male bosses provided better 

support and motivation than female bosses. On the other hand, they also noted 
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that some men (for example, colleagues and those in higher positions) tended to 

ÐÒÏÖÉÄÅ ÂÁÒÒÉÅÒÓ ÁÎÄ ÂÌÏÃË ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÒÏÇÒÅÓÓÉÏÎȢ  

 

Six women discussed ways in which their male bosses had seemed to value their 

ideas or effort to bring about change in the organisations. Edina and Noridah 

noted: 

I agree that men should hold upper management posts. Male bosses [are] willing 

ÔÏ ÈÅÁÒ ÙÏÕÒ ÉÄÅÁÓȢ )Æ ÙÏÕ ÁÓË ÆÏÒ ÁÄÖÉÃÅȟ ÔÈÅÙ ÈÅÌÐ ÙÏÕ ȣ ÁÎÄ ÉÆ ÙÏÕ ÁÒÅ 

hardworking, they notice. I became the KPP [Chief Assistant Director] because of 

male bosses. They promoted me. They recognised my contribution, but female 

bosses have different preferences. There are things and people that they like and 

dislikes, and they cannot be as rationaÌ ÁÓ ÍÅÎȢ ) ÄÏÎȭÔ ËÎÏ× ×ÈÙ ÓÏÍÅ ÆÅÍÁÌÅ 

ÂÏÓÓÅÓ ÁÒÅ ÌÉËÅ ÔÈÁÔȦ ȣ "ÁÓÅÄ ÏÎ my experience, I feel like women are gender-

biased ...  If there are just women bosses around, we are doomed! I feel like we 

are put on lockdown [Laughter]. Maybe they [female bosses] are looking at me 

differently because I am overseas trained. Those who also graduated from 

overseas can accept changes that you bring to the department because they too, 

ÁÒÅ ÏÖÅÒÓÅÁÓ ÔÒÁÉÎÅÄ ȣ 4ÈÅÙ ÍÁÙ ÁÃÃÅÐÔ ÓÏÍÅ ÌÉÍÉÔÅÄ ÃÈÁÎÇÅÓȟ ÂÕÔ ÁÃÃÅÐÔÁÎÃÅ 

×ÏÎȭÔ ÂÅ ÅÁÓÙ ȣ 3ÏÍÅ ÁÒÅ ÒÅÓÉÓÔÁÎÔ ÔÏ ÃÈÁÎÇÅȢ ɉ%ÄÉÎÁɊ 

I prefer a male. I still prÅÆÅÒ ÍÁÌÅȣ ×Å ÈÁÖÅ ÔÈÏÓÅ ×ÈÏ ÁÒÅ ÈÉÇÈ ÐÏÓÉÔÉÏÎ ÆÅÍÁÌÅÓȟ 

×ÈÅÒÅÂÙ ×Å ÈÁÖÅ ÍÁÎÙ ÐÒÏÂÌÅÍÓȢ 4ÈÅ ÆÅÍÁÌÅ ÂÏÓÓ ÉÓ Á ÌÉÔÔÌÅ ÂÉÔ ÈÍÍ ȣ ÖÅÒÙ 

meticulous and particular with details. Male bosses are not! [Laughter] Women 

bosses can sometimes be very strict. They are veÒÙ ȣ ÈÍÍ ȣ ÇÏ ÂÙ ÔÈÅ ÂÏÏËȢ 

Male [bosses] less fussy and more understanding. (Noridah) 

Notably, most women in this study who were in leadership roles acknowledged 

they had received support and motivation from men, and built their careers with 

the support of influential men, both inside and outside their organisations. The 

findings from six women in my study seemed to contradict other research on 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ (also see Abramo et al., 2015, 2016; Burk & Eby, 2010; Haggard 

& Turban,  2012) where women leaders are represented as supporting female 

subordinates based on merit, and men, as supporting other male subordinates 

based on favouritism. In my study, some women represented men rather than 

women leaders as recognising their service based on merit. 
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6.5 A RETURN TO THE RESEARCH QUESTIONS 

In this chapter, I have considered my third and fourth research questions: How 

do the women currently make sense of their career pathways in Malaysia, and 

how do they ÄÅÆÉÎÅ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭȟ ÎÏ×ȩ 4ÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ 

revealed a rich interplay between home, family, and workplace challenges and 

enablers, while revealing some dissimilarities between single and married 

×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓȢ  

 

Specifically, in this chapter, I highlighted the ways in which the single and married 

participants noted various challenges in their careers. Women who were 

widowed, divorced, or never married shared the emotional, mental and physical 

pressures of having to cope with home and family-related challenges, as well as 

workplace challenges. For example, divorced and never-married women were 

aware of their stigmatised status in society. They shared how certain society 

members in Malaysia failed to distinguish between failure in marriage and 

success in careers. This finding echoes the literature which acknowledges that the 

ÎÅÇÁÔÉÖÅ ÍÅÁÎÉÎÇÓ ÁÔÔÁÃÈÅÄ ÔÏ ×ÏÍÅÎȭÓ ÓÉÎÇÌÅ ÓÔÁÔÕÓ ÔÅÎÄ to impact negatively 

ÏÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓ ɉ$Å0ÁÕÌÏ Ǫ -ÏÒÒÉÓȟ ςππυȠ )ÂÒÁÈÉÍ Ǫ (ÁÓÓan, 2009). 

4ÈÅ ÓÉÎÇÌÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÒÅÖÅÁÌÅÄ ÃÏÍÐÌÅØ ÐÁÔÈ×ÁÙÓȟ 

including how forced choices (for example, due to family demands or ill-health) 

impacted negatively on their career progression; how family support enabled 

career progression; and how career-advancement was also enabled through 

independent hard work and risk-taking (for example, accepting transfers).  

 

Additionally, single women in this study knew that home and workplace factors 

could both support and limit their career advancement. They emphasised the 

ÓÉÇÎÉÆÉÃÁÎÃÅ ÏÆ ÆÁÍÉÌÉÅÓȭ ÓÕÐÐÏÒÔ ÉÎ ÓÕÐÐÏÒÔÉÎÇ ÔÈÅ ×ÏÍÅÎȭÓ ÓÕÃÃÅÓÓÆÕÌ ÂÁÌÁÎÃÉÎÇ 

of professional and domestic demands. For example, some parents motivated 

single women who cared for their families to upgrade their knowledge and skills 

and to take on successfully more challenging tasks. My study contributes to the 

ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ÏÆ ÓÉÎÇÌÅÎÅÓÓ (Jones, 2004; Reynolds & Taylor, 

2005) by highlighting how the women in my study constructed singleness, not in 
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terms of isolation, but in terms of connectedness with wider family networks, 

including living arrangements, such as co-residence.  

 

!Ó ÐÒÅÖÉÏÕÓÌÙ ÎÏÔÅÄȟ ÔÈÅÒÅ ÉÓ ÌÉÍÉÔÅÄ ÒÅÓÅÁÒÃÈ ÏÎ ×ÏÍÅÎȭÓ ÓÉÎÇÌÅÎÅÓÓ ÉÎ -ÁÌÁÙÓÉÁ 

(Azmawati, Hashim, & Endut, 2015), and the experience of singleness is still 

ÒÅÐÒÅÓÅÎÔÅÄ ÉÎ ÔÅÒÍÓ ÏÆ Á ȬÄÅÆÉÃÉÔ ÉÄÅÎÔÉÔÙȭ (Reynolds & Taylor, 2005). However, 

my study makes several noteworthy contributions. First, four women 

represented singleness in terms of autonomy, independence, and happiness in 

relation to their careers. While these single women described many challenges 

associated with being single, they did not represent these challenges as hindering 

them from successfully managing their lives and careers. Gordon (2016) argues 

ÔÈÁÔ ÈÉÓÔÏÒÉÃÁÌÌÙȟ ȰÍÅÎ ÐÒÏÖÉÄÅɍÄɎ ÔÈÅ ÎÏÒÍȟ ÔÈÅ normal, the absolute; they [were] 

ÔÒÕÅ ÁÕÔÏÎÏÍÏÕÓ ÉÎÄÉÖÉÄÕÁÌÓȱ ɉÐȢ ρɊȢ (Ï×ÅÖÅÒȟ ÍÙ ÓÔÕÄÙ problematises the 

conflation of singleness with autonomy. While some single women in my study 

expressed enjoyment of  their freedom and linked their singleness with career 

success, they also reflected on the contributions others had made to their careers, 

and expressed a desire to be recognised, based on the basis of their expertise, 

rather than their status as single women. 

 

The married women in my study identified challenges associated with the care 

demands of their immediate and extended families, including parents-in-law. For 

these women, juggling motherhood, family roles, domestic duties and careers 

was challenging, and most of the women expressed a sense that their multiple 

commitments meant they were disadvantaged in terms of career advancement. 

Most of the married women suggested that the burden of domestic and family 

responsibilities affected their ability to perform in the workplace, for example, to 

meet increasing performance expectations or compete with their male 

counterparts. These findings aligÎ ×ÉÔÈ ÔÈÅ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ÃÁÒÅÅÒ ×ÏÍÅÎȭÓ 

difficulties balancing work-life commitments (Ahmad & Masood, 2011; Patton, 

ςπρσɊȢ 4ÈÅÓÅ ÆÉÎÄÉÎÇÓ ÁÌÓÏ ÁÌÉÇÎ ×ÉÔÈ ÌÉÔÅÒÁÔÕÒÅ ÔÈÁÔ ÒÅÃÏÇÎÉÓÅÓ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ 

are complex and do not follow linear career pathways (/ȭ.ÅÉÌ ÅÔ ÁÌȢȟ ςπρσȠ 0ÒÉÎÇÌÅ 

& McCulloch Dixon, 2003). -ÁÒÒÉÅÄ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÏÆ ÊÕÇÇÌÉÎÇ ÈÏÍÅÍÁËÉÎÇ 

and paid work and moving in and out of organisations, echo research findings 
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grounded in Western contexts, as discussed in Chapter Two (Bardwick, 1980; 

Emslie & Hunt, 2009; European Union, 2018; /ȭ.ÅÉÌ ÅÔ ÁÌȢȟ ςππψ). 

 

On the other hand, some married participants attributed their success to their 

husbands who moved away from traditional roles to support their wÉÖÅÓȭ ÃÁÒÅÅÒÓȢ 

Furthermore, as dual-income partners who contributed to the family income, 

some women were successful in negotiating their domestic responsibilities 

ɉÉÎÃÌÕÄÉÎÇ ÎÅÇÏÔÉÁÔÉÎÇ ÔÏ ȬÓÔÁÙ ÈÏÍÅȭɊȢ -Ù ÓÔÕÄÙ ÁÄÄÓ ÔÏ ÔÈÅ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ÇÅÎÄÅÒ 

relations in patriarchal cultures such as in Malaysia (Abdullah et al., 2008; Syed, 

2008)ȟ ÈÉÇÈÌÉÇÈÔÉÎÇ ÂÏÔÈ ÔÈÅ ÐÏ×ÅÒÆÕÌ ÒÏÌÅ ÏÆ ÍÅÎ ÉÎ ÓÕÐÐÏÒÔÉÎÇ ×ÏÍÅÎȭÓ ÓÕÃÃÅÓÓȟ 

and the active ways in which women navigate familial and cultural expectations 

of what it means to be Á ȬÇÏÏÄ ÍÏÔÈÅÒȭ ÏÒ ȬÇÏÏÄ ×ÉÆÅȭȢ !ÌÓÏȟ ÍÙ study 

problematises the simplistic application of literature drawn from Western 

contexts to countries such as Malaysia ɂ for example, the representation of 

women and men as increasingly sharing domestic labour equally, while pursing 

professional careers, (Clarke, 2015; Silberstein, 2014). 

 

My study seems to be consistent with other research which found that, although 

×ÏÍÅÎȭÓ ÐÒÅÓÅÎÃÅ ÉÎ ÔÈÅ ×ÏÒËÆÏÒÃÅ ÈÁÓ ÉÎÃÒÅÁÓÅÄȟ ×ÏÍÅÎ continue to 

experience challenges in their workplaces (Betz, 2005; Burke & Major, 2014; 

Davidson & Burke, 2011; Patton, 2013). For example, my study revealed the 

ongoing existence of gender imbalance (Ely et al., 201; Patton, 2013), and the 

over-representation of men in senior ranked positions, as has been noted in most 

countries around the world (see Aycan, 2004; Barreto et al., 2009; Burke & Mattis, 

2007; Evans et al., 2014). 

 

Although gender ÉÎÅÑÕÉÔÉÅÓ ×ÅÒÅ ÅÖÉÄÅÎÔ ÉÎ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓȟ ÓÉØ ×ÏÍÅÎ 

attributed their career success to men who acted as mentors and sponsors. Thus, 

ÍÅÎ ÅÍÅÒÇÅÄ ÉÎ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÁÓ ÂÏÔÈ ÃÒÕÃÉÁÌ ÅÎÁÂÌÅÒÓ ÁÎÄ ÐÅÏÐÌÅ 

who presented career barriers. This finding contributes to the literature which 

ÔÅÎÄÓ ÔÏ ÅÍÐÈÁÓÉÓÅ ÈÏ× ÍÅÎ ÂÌÏÃË ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÒÏÇÒÅÓÓÉÏÎ ɉ!ÂÒÁÍÏ ÅÔ ÁÌȢȟ 

2015; Baumgartner & Schneider, 2010), particularly in male-dominated 

organisations, where men are seen as favouring other men to be leaders (Ely et 
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al., 2011; Healy et al., 2011; Hoobler et al. , 2011). My study suggests that support 

ÆÒÏÍ ÍÁÌÅ ÌÅÁÄÅÒÓ ×ÁÓ Á ËÅÙ ×ÏÒËÐÌÁÃÅ ÆÁÃÔÏÒ ÔÈÁÔ ÃÏÎÔÒÉÂÕÔÅÄ ÔÏ ÓÏÍÅ ×ÏÍÅÎȭÓ 

success, despite the challenges women experienced competing with male 

colleagues in male-dominated organisations. This data complicates simple 

narratives of men and women or masculinity and femininity  in relation to 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÐÒÏÇÒÅÓÓÉÏÎȢ 

 

The narratives discussed in this chapter also highlight how women defined career 

success in their own terms. Specifically, women viewed success in three ways: as 

associated with acknowledgement from superiors, a sense of personal 

ÁÃÈÉÅÖÅÍÅÎÔȟ ÏÒ ÅÎÁÂÌÉÎÇ ÏÔÈÅÒÓȭ ÓÕÃÃÅÓÓȢ )Î ÔÈÉÓȟ ÍÙ ÓÔÕÄÙ ÁÄÄÓ ÔÏ the literature 

that represents career success as a subjective construction of the individual 

(Collin & Watts, 1996), and not simply as a matter of vertical advancement within 

organisations (Hall, 2002; Patton & McMahon, 2014). 

 

In the following chapter (Chapter Seven), I consider ÐÁÒÔÉÃÉÐÁÎÔÓȭ imagined future 

career trajectories.  
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Chapter 7: 7ÏÍÅÎȭÓ ÉÍÁÇÉÎÅÄ ÆÕÔÕÒÅ 

career trajectories  

INTRODUCTION 

)Î ÔÈÉÓ ÃÈÁÐÔÅÒȟ ) ÅØÐÌÏÒÅ ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÉÍÁÇÉÎÅÄ 

future career trajectories. This chapter builds on the previous three chapters, 

wherÅ ) ÄÉÓÃÕÓÓÅÄ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÅÁÒÌÙ career choices and decisions, their 

narratives of navigating higher education in New Zealand, and their 

interpretations of career challenges and enablers. In this chapter, I consider my 

research data in relation to the fifth research question: How do the women 

imagine their future career trajectories? In response to this question, I discuss 

ÈÏ× ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÒÅÖÅÁÌÅÄ Ô×Ï ËÅÙ ÔÒÁÊÅÃÔÏÒÉÅÓȡ ÓÔÁÙÉÎÇ ÉÎ ÔÈÅ ÓÙÓÔÅÍ 

and leaving the system. I explore each trajectory separately and consider the 

implicatioÎÓ ÏÆ ÅÁÃÈ ÆÏÒ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÐÅÒÓÏÎÁÌ ÌÉÖÅÓ ÁÎÄ ÆÕÔÕÒÅ ÃÁÒÅÅÒÓȢ !ÌÔÈÏÕÇÈ 

) ÓÅÐÁÒÁÔÅ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÆÏÒ ÁÎÁÌÙÔÉÃ ÐÕÒÐÏÓÅÓȟ ÂÏÔÈ ÔÒÁÊÅÃÔÏÒÉÅÓ ×ÅÒÅ 

ÅÖÉÄÅÎÔ ÉÎ ÓÏÍÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓȢ 4ÈÉÓ ÒÅÆÌÅÃÔÅÄ ÓÏÍÅ ×ÏÍÅÎȭÓ ÕÎÃÅÒÔÁÉnty 

about their plans; women noted the many critical issues they needed to consider 

regarding whether to stay in or to leave the system.   

 

)Î ÔÈÅ ÃÏÎÃÌÕÄÉÎÇ ÓÅÃÔÉÏÎȟ ) ÃÏÎÓÉÄÅÒ ÔÈÅ ÉÍÐÏÒÔÁÎÃÅ ÏÆ ÃÏÎÓÉÄÅÒÉÎÇ ×ÏÍÅÎȭÓ ÐÁÓÔȟ 

present, and future lives and careers. I note the apparent contradiction in 

×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÂÅÔ×ÅÅÎ ÅØÐÒÅÓÓÉÏÎÓ ÏÆ ÃÈÏÉÃÅȟ ÃÏÎÔÒÏÌ ÁÎÄ ÁÕÔÏÎÏÍÙȠ ÁÎÄ 

ÌÉÍÉÔÅÄ ÃÈÏÉÃÅ ÏÒ ÕÎÃÅÒÔÁÉÎÔÙȢ ) ÔÕÒÎ ÎÏ× ÔÏ ×ÏÍÅÎȭÓ ÐÌÁÎÓ ÆÏÒ ȬÓÔÁÙÉÎÇ ÉÎ ÔÈÅ 

ÓÙÓÔÅÍȭȢ 

 

7.1 STAYING IN THE SYSTEM 

In this study, five participants expressed a wish to stay in the system and improve 

themselves, with two stating they hoped their efforts would eventually lead to 

ÐÒÏÍÏÔÉÏÎȢ 0ÁÒÔÉÃÉÐÁÎÔÓȭ ÐÌÁÎÓ ÆÏÒ ÓÅÌÆ-improvement reflected three possibilities. 

The first was to continue postgraduate study, for example, at masterȭÓ ÏÒ doctoral 
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levels. The second was to improve their professional practice by attending 

continuing professional development courses or doing research (outside of 

postgraduate study). The third was to be persistent anÄ ȬÐÒÏÖÅ ÔÈÅÉÒ ×ÏÒÔÈȭ 

through their day-to-day tasks, to achieve a sense of personal success and not just 

ÔÏ ȰÐÌÅÁÓÅ ÕÐÐÅÒ ÍÁÎÁÇÅÍÅÎÔȱ ɉ(ÅÍÁɊȢ ) ÅÌÁÂÏÒÁÔÅ ÍÏÒÅ ÉÎ ÔÈÅ ÆÏÌÌÏ×ÉÎÇ 

paragraphs. 

 

Firstly, two participants planned to continue their postgraduate study at ÍÁÓÔÅÒȭÓ 

and doctoral levels. At the time of my interview with Hema, she had just won a 

scholarship to continue her ÍÁÓÔÅÒȭÓ study at a local public university in Malaysia, 

while Elaine planned to continue her doctoral degree either in Malaysia or the 

UK. Both women hoped that with a better qualification, their employer would 

consider them for promotion. Elaine and Hema wished to be appointed as the 

head of the department at a teacher education institution and a school principal, 

respectively.  

 

Secondly, one participant planned to improve her professional practice by 

attending continuing professional development courses and pursuing research 

work. Suriah noted that she wanted to do research relating to Music Education 

without engaging in a formal doctoral degree or being in any leadership position. 

Suriah explained that her exposure to New Zealand culture and her master's 

degree in Malaysia had increased her creativity and critical understanding of her 

own Malaysian music culture. She noted that she would like to merge the two 

cultures in her future research work (see Chapter Five). 

 

Thirdly, three participants indicated an intention to be persistent in their day-to- 

day tasks, to continue to prove their worth, and (hopefully) gain recognition from 

their employers. The first two participants (Jalina and Hema) said they aimed for 

ÌÅÁÄÅÒÓÈÉÐ ÐÏÓÉÔÉÏÎÓȢ (Ï×ÅÖÅÒȟ ÄÕÅ ÔÏ ȰÇÒÅÁÔ ÃÏÍÐÅÔÉÔÉÏÎȱ ɉ*ÁÌÉÎÁɊ ×ÉÔÈ ÍÁÌÅ 

counterparts, they said they would be happy if their employers recognised their 

contribution to the workplace by increasing their salary and service grade which 

is also a form of promotion. In Malaysia, public servants can be promoted in at 

least two ways: through appointment to a leadership position, or through a salary 
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scale and grade increment (without holding any leadership position). Hema also 

ÓÐÏËÅ ÏÆ ÓÔÁÙÉÎÇ ÉÎ ÔÈÅ ÓÙÓÔÅÍ ÔÏ ÁÃÈÉÅÖÅ ÈÅÒ ÐÅÒÓÏÎÁÌ ÇÏÁÌÓȢ ) ÄÉÓÃÕÓÓ *ÁÌÉÎÁȭÓ 

ÁÃÃÏÕÎÔ ÆÉÒÓÔȟ ÆÏÌÌÏ×ÅÄ ÂÙ (ÅÍÁȭÓ ÁÃÃÏÕÎÔȟ ÁÎÄ ÔÈÅÎ 0ÕÁÙ #ÈÅÎÇȭÓ ÁÃÃÏÕÎÔȢ  

 

Jalina and Hema hoped to gain recognition through a promotion, based on work 

performance and merit. Jalina noted that her experiences within the current 

division at the ministry and her ability to apply knowledge and skills learnt from 

New Zealand, as well as from different organisations that she had served in 

Malaysia, had profoundly shaped her career. Hence, Jalina hoped to be appointed 

as the head of her department one day. Despite having to compete with her male 

counterparts (see Chapter Six), Jalina was confident that one day, her employer 

would see her worth and give her the promotion she felt she deserved. Jalina also 

ÎÏÔÅÄ ÓÈÅ ×ÏÕÌÄ ȰÃÈÁÎÇÅ ÔÈÅ ×ÁÙÓ ÔÏ ÈÁÎÄÌÅ ÔÈÅ ÐÒÅÄÉÃÁÍÅÎÔÓ ÁÔ ×ÏÒËȱȢ  

 

Similarly, Hema spoke about leading the school in a way that was hugely 

influenced by the values she gained in New Zealand (see Chapters Five and Six). 

HÅÍÁ ×ÁÎÔÅÄ ÔÏ ÂÅ ȰÐÁÒÔ ÏÆ ÔÈÅ ÍÉÎÉÓÔÒÙ ÔÅÁÍ ÔÏ ÃÈÁÎÇÅ ÔÈÅ ÅÄÕÃÁÔÉÏÎ ÓÙÓÔÅÍ ÉÎ 

-ÁÌÁÙÓÉÁȱȟ ÎÏÔÉÎÇ ÔÈÁÔ ÓÈÅ ÈÁÄ Á ÌÏÔ ÔÏ ÓÈÁÒÅ ×ÉÔÈ ÈÅÒ ÆÕÔÕÒÅ ÓÕÂÏÒÄÉÎÁÔÅÓȢ (ÅÍÁ 

ÅØÐÒÅÓÓÅÄ Á ÄÅÔÅÒÍÉÎÁÔÉÏÎ ÔÏ ÌÅÁÄ ÔÈÅÍ ×ÉÔÈ ÈÅÒ ȰÃÒÅÄÅÎÔÉÁÌs and experiences 

ɍÆÒÏÍɎ ÁÂÒÏÁÄȱȢ  

 

However, Hema also noted that although more women in Malaysia were 

obtaining essential qualifications and experience for career advancement, the 

number of women in leadership positions was still low. In noting this, Hema was 

ÅÍÐÈÁÓÉÓÉÎÇ ×ÏÍÅÎȭÓ ÓÕÂÏÒÄÉÎÁÔÉÏÎ to men in Malaysian work contexts. Hema 

spoke jovially about the perseverance needed to stay in the system. Here, she 

described her dream of driving a luxury vehicle as a symbol of her future career 

success: 

It is typical for Malaysians to measure personal success through the type of car 

ÔÈÁÔ ÔÈÅÙ ÄÒÉÖÅ ȣ  3Ïȟ ) ÄÒÅÁÍ ÔÏ ÄÒÉÖÅ Á *ÁÇ ɍ*ÁÇÕÁÒɎ ÏËÁÙȦ )ȭÍ ÓÅÒÉÏÕÓ ȣ ÏÎÅ ÄÁÙ 

ÙÏÕȭÌÌ ÓÅÅȟ ×ÉÔÈ ÍÙ ÐÏÓÔ ÁÓ ÉÎÓÔÒÕÃÔÉÏÎÁÌ ÐÒÉÎÃÉÐÁÌȟ )ȭÌÌ ÄÒÉÖÅ ÏÎÅ *ÁÇȦ ɍ,ÁÕÇÈÔÅÒɎ  
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Hema noted an image of herself driving a luxury car reÐÒÅÓÅÎÔÅÄ ÈÅÒ ÁÓ ȰÁÎ 

ÉÎÄÅÐÅÎÄÅÎÔȟ ÓÉÎÇÌÅȟ ÐÒÏÆÅÓÓÉÏÎÁÌ ×ÏÍÁÎȱȢ 3ÈÅ ÁÓÓÅÒÔÅÄ ÔÈÅÒÅ ÓÈÏÕÌÄ ÂÅ ÎÏ 

ÍÅÎÔÉÏÎ ÏÆ ÍÅÎ ÏÒ ȰÃÏÍÐÁÒÉÓÏÎ ÔÏ ÍÅÎȭÓ ÓÕÃÃÅÓÓ ÁÓ ×ÏÍÅÎ ÃÁÎ ÓÔÁÎÄ ÏÎ ÔÈÅÉÒ 

Ï×Î ÔÏÏȱȢ  

 

Puay Cheng said she looked forward to recognition from her employer through 

an increment in her salary and grade. Puay Cheng taught the English language in 

Á #ÈÉÎÅÓÅ ÍÅÄÉÕÍ ÓÃÈÏÏÌȟ ÁÎÄ ÓÁÉÄ ÔÈÁÔ ×ÉÔÈ ÈÅÒ ȰÏÖÅÒÓÅÁÓ ÂÁÃËÇÒÏÕÎÄȟ ÉÔ ×ÁÓ 

tough to compete with educated Chinese colleagues who formed the majority of 

the staff in the schÏÏÌȱȢ .ÅÖÅÒÔÈÅÌÅÓÓȟ 0ÕÁÙ #ÈÅÎÇ ÓÔÁÔÅÄ ÈÅÒ ÉÎÔÅÎÔÉÏÎ ÔÏ Ȱ×ÏÒË 

hard until the principal could not avoid my existence and give me the due 

ÒÅÃÏÇÎÉÔÉÏÎȱȢ 3ÈÅ ÄÉÄ ÎÏÔÅ ÔÈÁÔ ÄÕÅ ÔÏ ÆÁÍÉÌÉÁÌ ÃÏÍÍÉÔÍÅÎÔÓ ɉÓÅÅ #ÈÁÐÔÅÒ 3ÉØɊȟ ÓÈÅ 

did not plan to be in a leadership position.  

 

Next, I discuss the accounts of participants who intended to leave the system. 

 

7.2 LEAVING THE SYSTEM 

Seven participants shared their intention to leave the system, while two had 

already retired due to health reasons. I divide their intended career pathways 

into four sub-categories: planning to migrate; planning for care commitments; 

planning to shift careers; and planning to retire.  

 

Three women (Zaini, Noridah and Puay Cheng) stated their intention to migrate 

ÉÎ ÏÒÄÅÒ ÔÏ ÓÕÐÐÏÒÔ ÔÈÅÉÒ ÈÕÓÂÁÎÄÓȭ career aspirations. Zaini (and Noridah, see 

below) mentioned New Zealand as a possible destination. Zaini, who had married 

a foreigner from the Middle East and was on unpaid maternal leave during the 

interview (see Chapter Six), noted she might have to follow her husband back to 

his home country. Although Zaini said she wanted to return to the workforce in 

Malaysia when her two children were much older, she was prepared to migrate 

ÆÏÒ ÔÈÅ ÓÁËÅ ÏÆ ÈÅÒ ÈÕÓÂÁÎÄȭÓ ÃÁÒÅÅÒȢ :ÁÉÎÉ ÁÌÓÏ ÓÁÉÄ ÔÈÁÔ ÅÄÕÃÁÔÉÎÇ ÈÅÒ ÃÈÉldren 

ÁÂÒÏÁÄ Ȱ×ÏÕÌÄ ÂÅ ÂÅÔÔÅÒ ÆÏÒ ÔÈÅ ËÉÄÓȭ ÆÕÔÕÒÅȱ ɉÓÅÅ ÍÏÒÅ ÂÅÌÏ×ɊȢ 0ÕÁÙ #ÈÅÎÇȟ ÏÎ 

the other hand, said she was still sceptical about her future because she was in a 
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ȰÃÏÍÆÏÒÔ ÚÏÎÅ ÉÎ -ÁÌÁÙÓÉÁȱȟ ÂÕÔ ÔÈÁÔ ÓÈÅ ×ÁÓ ×ÉÌÌÉÎÇ ÔÏ ÓÁÃÒÉÆÉÃÅ ÈÅÒ ÁÍÂÉÔÉÏÎ ÆÏÒ 

the sÁËÅ ÏÆ ÈÅÒ ÈÕÓÂÁÎÄȭÓ ÁÎÄ ÃÈÉÌÄÒÅÎȭÓ ÅÄÕÃÁÔÉÏÎȢ ) ÅÌÁÂÏÒÁÔÅ ÍÏÒÅ ÏÎ :ÁÉÎÉȭÓȟ 

NoridahȭÓȟ ÁÎÄ 0ÕÁÙ #ÈÅÎÇȭÓ ÐÌÁÎÓ ÂÅlow. 

 

In recent years, there has been an increasing interest in Malaysia in teaching in 

foreign universities, especially in Arab countries, where faculty members 

ÅÄÕÃÁÔÅÄ ÉÎ Ȭ7ÅÓÔÅÒÎȭ ÁÃÁÄÅÍÉÃ ÃÏÎÔÅØÔÓ ÁÒÅ ÍÕÃÈ ÓÏÕÇÈÔ-after (Alrashidi  & 

Phan, 2015; Romanowski & Nasser, 2015). Zaini seemed optimistic about 

securing a job in the Middle East with the Western teaching degree that she had 

obtained from New Zealand. Additionally, Zaini also spoke of her dream to 

become a writer. In Chapter FÏÕÒȟ ) ÄÅÓÃÒÉÂÅÄ ÈÏ× :ÁÉÎÉȭÓ ÆÁÔÈÅÒ ÈÁÄ ÐÉÎÎÅÄ Á ÖÁÓÔ 

world map on the wall when she was a child; Zaini noted that, ever since, she had 

wanted to travel around the world and write about her travel experiences. 

 

Another participant, Noridah, also expressed Á ÄÅÓÉÒÅ ÔÏ ÓÕÐÐÏÒÔ ÈÅÒ ÈÕÓÂÁÎÄȭÓ 

career aspirations, given that he was the head of the family and had better career 

prospects than she did. When asked about her career plans, Noridah noted that 

she would also like to secure an English language teaching job abroad, but that 

ÔÈÉÓ ×ÏÕÌÄ ÂÅ ÁÎ ȰÏÐÔÉÏÎÁÌ ÏÒ ÌÁÓÔ ÃÈÏÉÃÅȱȟ ÁÓ ÈÅÒ ÈÕÓÂÁÎÄȭÓ ÃÁÒÅÅÒ ×ÁÓ ÍÏÒÅ 

important than her own. Noridah noted that her husband planned to migrate to 

Japan or Korea, where English would be a foreign language. She expressed 

confidence that she could find a teaching job in one of those countries if she chose 

ÔÏ ÌÏÏË ÆÏÒ ÅÍÐÌÏÙÍÅÎÔȟ ÇÉÖÅÎ ÔÈÁÔ ÈÅÒ ȰÄÅÇÒÅÅ ×ÁÓ ÏÂÔÁÉÎÅÄ ÆÒÏÍ Á ×ÅÌÌ-known 

ÕÎÉÖÅÒÓÉÔÙ ÉÎ .Å× :ÅÁÌÁÎÄȱȢ  

 

Puay Cheng imagined leaving the system in a few more years so she could focus 

full -ÔÉÍÅ ÏÎ ÃÁÒÅ ×ÏÒË ÆÏÒ ÈÅÒ ÃÈÉÌÄÒÅÎ ×ÈÉÌÅ ÓÕÐÐÏÒÔÉÎÇ ÈÅÒ ÈÕÓÂÁÎÄȭÓ ÃÁÒÅÅÒ 

plan. During the interview, Puay Cheng admitted she had imagined holding a top 

position in her later career years, but she was not prepared to sacrifice her 

ÈÕÓÂÁÎÄȭÓ ÃÁÒÅÅÒ ÁÎÄ ÈÅÒ ÃÈÉÌÄÒÅÎȭÓ ÅÄÕÃÁÔÉÏÎ ÆÏÒ ÈÅÒ Ï×Î ÃÁÒÅÅÒȭÓ ÓÁËÅȢ 0ÕÁÙ 

Cheng expressed scepticism about her future career possibilities while teaching 

in a vernacular school in Malaysia, where she said her opportunity to be 

promoted was very slim (see Chapter Six). In the pre-independence era of 



 

160 Chapter 7: 7ÏÍÅÎȭÓ ÉÍÁÇÉÎÅÄ ÆÕÔÕÒÅ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓ 

Malaysia, the British introduced secular education with English as the medium of 

instruction and later other vernacular schools, classified according to the 

language of instruction, were the Malay, Chinese, and Tamil schools. After 

independence in 1957, Malay language became the National language and the 

medium of instruction in national schools. Currently, only Chinese and Tamil 

schools are known as vernacular schools (Liu, Selvadurai, Saibeh, Radzi, Hamzah, 

& Hoon, 2013). Thus, Puay Cheng indicated that she preferred to focus on her 

ÃÈÉÌÄÒÅÎȭÓ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ×ÅÌÌ-ÂÅÉÎÇ ÁÎÄ ÈÅÒ ÈÕÓÂÁÎÄȭÓ ÃÁÒÅÅÒȢ 3ÈÅ ÓÁÉÄȡ 

-ÁÙÂÅ ÍÙ ÈÕÓÂÁÎÄȭÓ ÄÒÅÁÍ ȣ ÉÓ ÆÏÒ ÍÅ ÔÏ ÂÅ ÈÏÌÄÉÎÇ Á ɍÌÅÁÄÅÒÓÈÉÐɎ ÐÏÓÉÔÉÏÎȢ To 

be pengetua ɍÓÃÈÏÏÌ ÐÒÉÎÃÉÐÁÌɎ ÂÕÔ )ȣ ÏÎ ÔÈÅ one hand, I would say I would like 

to remain as a regular teacher, you know, just with no post. On the other hand, I 

like to move up as well. I will want to see myself in one of the top positions in 

school onÅ ÄÁÙȣ ÈÏ×ÅÖÅÒȟ ) ÈÁÖÅ ÎÅÖÅÒ ÔÈÏÕÇÈÔ ÁÂÏÕÔ ÔÈÉÓ seriously. I only 

thought about my children. Hopefully, my son will be able to secure a scholarship 

ÆÒÏÍ ɍÎÁÍÅ ÏÆ ÇÏÖÅÒÎÍÅÎÔ ÁÇÅÎÃÉÅÓɎȢ 5È ȣ ÍÙ ÈÕÓÂÁÎÄȟ ÈÅ ÉÓ ÁÌ×ÁÙÓ ÌÏÏËÉÎÇ ÆÏÒ 

greener pastures abroad, but lÉËÅ ÍÅȟ ) ÄÏÎȭÔ ÈÁÖÅȟ ×ÈÁÔ ÙÏÕ ÃÁÌÌ ÔÈÁÔȟ ÔÈÅ Ãourage 

ÔÏ ÌÅÁÖÅ ÍÙ ÃÏÍÆÏÒÔ ÚÏÎÅȢ !Ô ÔÈÅ ÍÏÍÅÎÔȟ ÏÕÒ ÌÉÖÅÓ ÁÒÅ ÓÏ ÃÏÍÆÏÒÔÁÂÌÅ ȣ 3Ï, if 

ÓÕÄÄÅÎÌÙ ÔÈÉÎÇÓ ÃÈÁÎÇÅȟ ) ÄÏÎȭÔ ËÎÏ× ÈÏ× ÔÏ ÁÄÁÐÔȢ ) ÃÁÎȭÔ ÍÁËÅ ÕÐ ÍÙ ÍÉÎÄȢ 

(Puay Cheng) 

 

Zaini, Noridah and Puay Cheng were willing to compromise their careers for their 

ÈÕÓÂÁÎÄÓȭ ÃÁÒÅÅÒ ÁÓÐÉÒÁÔÉÏÎÓȟ ÃÈÉÌÄÒÅÎȭÓ ÅÄÕÃÁÔÉÏÎȟ ÁÎÄ ÔÈÅ ÏÖÅÒÁÌÌ ×ÅÌÌ-being of 

their families. As senior career women, their narratives seemed to contradict 

×ÉÔÈ -ÁÉÎÉÅÒÏ ÁÎÄ 3ÕÌÌÉÖÁÎȭÓ ɉςππυȟ ςπρψɊ +ÁÌÅÉÄoscope Career Model, which 

suggests that women are more concerned about work-life balance at the mid-

career level, and about being authentic at the senior career level. Zaini, Noridah 

and Puay Cheng, who were at a later stage of the career journey, planned to focus 

on family, and were more concerned abÏÕÔ ÔÈÅÉÒ ÈÕÓÂÁÎÄȭÓ ÃÁÒÅÅÒÓ ÔÈÁÎ ÔÈÅÉÒ 

own. Next, I discuss the accounts of participants who planned to leave the system 

in order to focus on other care commitments. 

  

Sui Sum imagined leaving the system to engage in care work. At the time of the 

interview, Sui Sum said she was deliberating between working until compulsory 

retirement, which is set at 60 years in Malaysia, or opting out early to engage in 
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full -time caregiving work for her ailing mother. The public sector in Malaysia 

does not allow for flexible working conditions (e.g. part-time work, flexible 

working hours, reduced working hours, or the ability to work from home). Hence, 

Sui Sum planned to retire because she found it hard to combine employment and 

caregiving work. Young and Grundy (2008) suggest that women in midlife from 

the UK and Wales are less likely to provide caregiving than women with no work 

ÅØÐÅÒÉÅÎÃÅȢ (Ï×ÅÖÅÒȟ 3ÕÉ 3ÕÍȭÓ ÁÃÃÏÕÎÔ ÓÅÅÍÓ ÔÏ ÄÉÆÆÅÒȢ 3ÕÉ 3ÕÍ ×ÁÓ ÃÏÎÓÉÄÅÒÉÎÇ 

leaving full-time employment since work negatively impacted her capacity to 

care. .ÅØÔȟ ) ÔÕÒÎ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÃÃÏÕÎÔÓ of planning to shift careers. 

 

Five participants imagined shifting careers in the future or at a later stage of their 

lives. Participants described two options that would allow them to shift careers: 

optional retirement or compulsory retirement. Public servants in Malaysia have 

the option to retire early if they have served the government for 25 years or if 

they have reached the age of 55 years. Compulsory retirement is when a public 

servant has reached the age of 60 years. Mary Anne and Rahmah were planning 

to go for optional retirement and three participants (Sui Sum, Kim Hong, Caryn) 

were aiming for compulsory retirement.  

 

Although in the previous paragraph Sui Sum mentioned providing care for her 

mother, Sui Sum also shared another plan ɂ to leave the system to start a new 

career in a private university or college following compulsory retirement. Sui 

Sum said that once her caregiving commitment ended, she would like to engage 

in teaching part-time. Sui Sum had invested time, effort and money in gaining a 

doctoral degree in Music Education, and she noted that Music Education in the 

private sector is in demand. Interestingly, Sui Sum also planned to learn the 

Mandarin language, a dream thaÔ ÓÈÅ ȰÈÁÄ ÐÕÔ ÏÎ ÈÏÌÄ ÆÏÒ ÄÅÃÁÄÅÓȱȢ 3ÕÉ 3ÕÍ 

noted: 

I am telling myself I am Chinese, but I do not know how to read and write in 

Chinese! I only know how to speak Chinese. Terrible, right? [sigh]. So, people like 

meȣ ) ÆÅÅÌ ÔÈÁÔ ) ×ÁÎÔ ÔÏ ÐÉÃË -ÁÎÄÁÒÉÎ ×ÈÅn I am old. At least I learn to write, 

learn to read. You know, Hokkien, Mandarin, Cantonese use the same characters. 

One character, different pronunciation, same meaning. However, different tune, 

different pronunciation. I can speak, but I cannot read [sigh]. 
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In the same way, Kim Hong noted she was also looking forward to joining a 

ÐÒÉÖÁÔÅ ÃÏÌÌÅÇÅ ÏÒ ÕÎÉÖÅÒÓÉÔÙ ÆÏÌÌÏ×ÉÎÇ ÈÅÒ ÃÏÍÐÕÌÓÏÒÙ ÒÅÔÉÒÅÍÅÎÔȢ +ÉÍ (ÏÎÇȭÓ 

future career plans included teaching and research work in Music Education. Her 

other imagined career trajectories following retirement included teaching music 

to young children in kindergarten. Kim Hong revealed she was still passionate 

ÁÂÏÕÔ ÔÅÁÃÈÉÎÇ ÍÕÓÉÃ ÁÎÄ ×ÁÓ ÎÏÔ ÓÕÒÅ ÉÆ ÓÈÅ ȰÃÏÕÌÄ ÆÕÌÌÙ ÒÅÔÉÒÅ ÁÎÄ ÅÎÇÁÇÅ in 

ÓÏÍÅ ÏÔÈÅÒ ÆÉÅÌÄÓ ÏÔÈÅÒ ÔÈÁÎ ÍÕÓÉÃȱȢ /n top of that, Kim Hong also planned to 

spend more time reading. She commented: 

I only like music. So, all the courses that I have taken so far were always music. 

Yup, definitely music. Maybe I'll go to kindergartenȟ ÁÎÄ )ȭÌÌ ÔÅÁÃÈ ÔÈÅ ÙÏÕÎÇ ÏÎÅÓȢ 

-ÁÙÂÅ )ȭÌÌ ÇÏ ÆÒÅÅÌÁÎÃÅ ÁÔ Á ÐÒÉÖÁÔÅ ÃÏÌÌÅÇÅ ȣ -ÁÙÂÅ Ô×Ï ÈÏÕÒÓ Á ÄÁÙ ÁÎÄ ÄÏ ÍÕÓÉÃ 

ÁÎÁÌÙÓÉÓ ×ÉÔÈ ÔÈÅÍȢ !ÌÓÏȟ ÓÅÅ ÈÏ× ÔÈÅÙ ÁÃÔ ÔÏ ÍÙ ÍÕÓÉÃȢ !ÎÄ ÔÈÅÎ ) ×ÏÎȭÔ ÈÁÖÅ 

ÓÔÒÅÓÓȠ ) ×ÏÎȭÔ ÈÁÖÅ paperwork; ) ÄÏÎȭÔ ÒÅÁÌÌÙ ÈÁÖÅ ÔÏ ÐÒÅÐÁÒÅ ÁÎÙÔÈÉÎÇ ȣ ÁÎÄ ÊÕÓÔ 

teach music and movemÅÎÔȢ )ȭÌÌ ÐÌÁÙ ÔÈÅ ÐÅÒÃÕÓÓÉÏÎ ÁÎÄ ÔÅÁÃÈ ÔÈÅÍȢ ) ÕÓÅÄ ÔÏ 

ÔÈÉÎËȟ ÙÏÕ ËÎÏ×ȣ )ȭÌÌ ÇÏ ÂÁÃË ÔÏ ËÉÎÄÅÒÇÁÒÔÅÎ ÁÎÄ ÄÏ ÔÈÉÎÇÓ ÌÉËÅ ÔÈÁÔȢ !ÌÓÏȟ ) ×ÁÎÔ 

ÔÏ ÇÏ ÂÁÃË ÔÏ ÍÙ ÒÅÁÄÉÎÇȢ ) ÄÏÎȭÔ ÒÅÁÄ ÍÕÃÈ ÎÏ×Ȣ )ÔȭÓ ÒÅÇÒÅÔÔÁÂÌÅȟ ÁÎÄ ) ÒÅally want 

to read more.  

Three other participants stated they wanted to opt for early retirement and shift 

careers. Rahmah, Mary Anne and Caryn aspired to shift to careers in business, 

community service and child-care, respectively. For example, Rahmah spoke at 

length about applying her New Zealand experience to her future business. As 

noted in Chapter Four, Rahmah mentioned that from an early career stage, she 

imagined being in business rather than in education. However, she had to oblige 

her parents when they wanted her to choose to teach. Rahmah said she planned 

ÔÏ ÐÁÒÔÉÃÉÐÁÔÅ ÉÎ ȰÁÌÌ ×ÏÍÅÎȭÓ ÂÕÓÉÎÅÓÓ ÐÌÁÎÓ ÉÎ ÈÅÒ hometownȱ ÕÐÏÎ ÈÅÒ 

ÒÅÔÉÒÅÍÅÎÔȟ ÐÌÁÃÉÎÇ ÅÍÐÈÁÓÉÓ ȰÏÎ ÆÅÍÉÎÉÓÔÓȭ ÖÁÌÕÅÓȟ Á ÔÅÒÍ ÌÅÁÒÎÔ ÆÒÏÍ .Å× 

:ÅÁÌÁÎÄȱȢ 7hen asked about her five-year plan, Rahmah said: 

7ÅÌÌȣ ÙÏÕ ÓÅÅ ÉÎ ÆÉÖÅ ÙÅÁÒÓȭ ÔÉÍÅȟ ÁÎÄ ) ÁÍ ÃÏÎÆÉÄÅÎÔ ÔÏ ÓÁÙ )ȭÌÌ ÂÅ Á 

ÂÕÓÉÎÅÓÓ×ÏÍÁÎ ȣ I have three business plans to do. One is to open a marriage 

ÃÏÎÓÕÌÔÉÎÇ ÆÉÒÍ ȣ ÁÎÄ ÔÈÅ ÏÔÈÅÒ ÏÎÅ ÉÓ ÁÂÏÕÔ ÁÈȣ ÕÍÍȣ ÕÍÍȣ honey! My first 

ÈÏÎÅÙ ÅØÐÅÒÉÅÎÃÅ ×ÁÓ ÉÎ .Å× :ÅÁÌÁÎÄ ȣ 3Ïȟ ) ÄÉÄ ÁÔÔÅÎÄ ÃÌÁÓÓÅÓ on how to go 

ÁÂÏÕÔ ÄÏÉÎÇ ÂÅÁÕÔÙ ÐÒÏÄÕÃÔÓ ×ÉÔÈ ÈÏÎÅÙ ȢȢȢ 4ÈÉÒÄȟ ÏÐÅÎÉÎÇ Á ×ÏÍÅÎȭÓ ÃÌÕÂȢ 

/ÐÅÎÉÎÇ ÕÐ Á ÐÌÁÃÅ ×ÈÅÒÅÂÙ ×Å ÃÁÎ ÔÒÁÉÎ ×ÏÍÅÎ ȣ ! ÐÌÁÃÅ ×ÈÅÒÅ ×ÏÍÅÎ ÃÁÎ 
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be in one place to build up their skills, knowledge and interests. Yes, only a club 

or business pÌÁÃÅ ÆÏÒ ×ÏÍÅÎ ȣ  4ÈÉÓ ÉÓ ×ÈÁÔ ) ÈÁÖÅ ÉÎ ÍÉÎÄȢ  

Two other participants imagined shifting careers by engaging in community 

service and learning new interests. Mary Anne mentioned she would love to 

engage in community service in churches in her hometown. She recalled that, 

while she was in New Zealand, she made new friends through her church 

activities. Mary Anne described her plan to channel her experiences in 

community youth services in Malaysia following her retirement. Mary Anne 

lamented an increase in MaÌÁÙÓÉÁÎ ÙÏÕÔÈ ÉÎÖÏÌÖÅÍÅÎÔ ×ÉÔÈ ȰÄÒÕÇÓȟ ÂÕÌÌÙÉÎÇȟ 

ÐÏÒÎÏÇÒÁÐÈÙȟ ÁÎÄ ÖÁÒÉÏÕÓ ÃÒÉÍÅÓȱȢ 3ÈÅ ÉÍÁÇÉÎÅÄ ÔÈÁÔ ÈÅÒ ÅØÐÅÒÉÅÎÃÅ ÔÅÁÃÈÉÎÇ ÉÎ 

schools and TEIs (see Chapter Six) would enable her to provide effective 

counselling services to youth. Mary Anne noted: 

I intenÄ ÔÏ ÒÅÔÉÒÅ ×ÈÅÎ )ȭÍ υυȢ )ÔȭÓ ÔÉÍÅ ÔÈÁÔ ) ÄÏ ÔÈÉÎÇÓ ÔÈÁÔ ) ÌÉËÅȣ 4ÈÉÎÇÓ )ȭÖÅ 

not done before ... Other things that I would love is that as human beings, we have 

to give back to ÓÏÃÉÅÔÙ ȢȢȢ ) ÂÅÌÉÅÖÅ ×ÈÅÎ ×Å ÇÏ ÂÁÃË ÔÏ ÓÅÅ 'ÏÄȟ 'ÏÄ ×ÉÌÌ ÁÓËȟ Ȭ7ÈÁÔ 

have you ÄÏÎÅ ÆÏÒ ÍÅȩȭ 3Ïȟ ÈÕÍÁÎ ÂÅÉÎÇÓ ÁÒÅ ÔÈÅ ÐÅÏÐÌÅ ÔÈÁÔ (Å ÌÏÖÅÓȢ 3Ïȟ ÉÔȭÓ 

time to do something, and I have no other skills than teaching. Maybe I have a 

little bit of gift in counselling to help them [youth]. These children are from 

broken homes, underprivilegÅÄ ÃÈÉÌÄÒÅÎȢ 9ÅÁÈȣ ÉÔ ×ÉÌÌ ÂÅ ÄÏÎÅ ÔÈÒÏÕÇÈ ÔÈÅ 

ÃÈÕÒÃÈȢ 4ÈÁÔ ÍÅÁÎÓ ) ÁÍ ÎÏÔ Á ÔÒÕÅ #ÈÒÉÓÔÉÁÎ ÉÆ ) ÄÏÎȭÔ ÈÅÌÐ ÍÙ #ÈÒÉÓÔÉÁÎ 

community ... Look at their needs. Go and look at their needs and help them. 

Because God has given us the resources and gifts to help them. My father was a 

ÐÁÓÔÏÒ ɍÓÍÉÌÅɎȢ .Ï× ÉÔȭÓ ÍÙ ÔÉÍÅ ÔÏ ÇÉÖÅ ÂÁÃË ÔÏ ÍÙ ÒÅÌÉÇÉÏÎȢ  

Similarly, Caryn imagined shifting careers by engaging in community work after 

her retirement, such as working in a non-profit child -care service. Caryn 

expressed discontentment with the system because she had worked in her 

current school for 19 years without the potential for promotion. During this time, 

Caryn said she neglected her children to focus on her career, but she was 

ȰÉÎÖÉÓÉÂÌÅȱ ÔÏ ÔÈÅ ÁÄÍÉÎÉÓÔÒÁÔÉÏÎ ÏÆ ÔÈÅ ÓÃÈÏÏÌ, and hence, had received no 

promotion. Caryn imagined offering child-care services as a way of compensating 

for the years she had lost with her children (see Chapter Six). Caryn commented: 

End of next year, I will retire at 60. I told myself that when I was working, I had 

ÐÒÏÂÌÅÍÓ ÔÁËÉÎÇ ÃÁÒÅ ÏÆ ÍÙ ÃÈÉÌÄÒÅÎȢ ) ÄÏÎȭÔ ËÎÏ× ×ÈÅÒÅ ÔÏ ÓÅÎÄ ÍÙ ÃÈÉÌÄÒÅÎ ÔÏ 

ȢȢȢ 3Ïȟ ) ÓÁÉÄȟ Ȭ7ÈÅÎ ) ÒÅÔÉÒÅȟ )ȭÍ ÇÏÉÎÇ ÔÏ ÔÁËÅ ÃÁÒÅ ÏÆ Á ÆÅ× ÃÈÉÌÄÒÅÎ ×ÈÅÒÅ Ôhe 
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ÍÏÔÈÅÒÓ ÁÒÅ ×ÏÒËÉÎÇȭȣ 3Ï ÔÈÉÓ ÉÓ ×ÈÁÔ ) ÐÌÁÎ ÔÏ ÄÏɂI went through this kind of 

problem when I was a young muÍȟ ÁÎÄ )ȭÍ ÖÅÒÙ ÓÕÒÅ ×ÈÅÒÅ ×ÏÍÅÎ ÁÒÅ ÃÏÍÉÎÇ 

out into the workforce, they too will have this kind of problem, just like I did 

when I was focusing ÏÎ ÍÙ Ï×Î ÃÁÒÅÅÒȣ ÍÙ ÃÈÉÌÄÒÅÎ ×ÅÒÅ ÎÅÇÌÅÃÔÅÄȢ So, I 

thought this would be a really good service if I could help other working moms 

ȣ Á ÎÏÎ-profit kind of day-care where parents who are really desperate for child-

care services but cannot afford, they can send their kids to me. 

-ÁÒÙ !ÎÎÅ ÁÎÄ #ÁÒÙÎȭÓ ÁÓÐÉÒÁÔÉÏÎÓ ÃÈÁÌÌÅÎÇÅ ÔÈÅ ÅØÉÓÔÉÎÇ Ìiterature by countering 

a unidirectional shift from juggling care work to enjoying career freedom 

(Duxbury & Higgins, 2013; Mainiero & Sullivan, 2006; Pyper, 2006).  

 

Interestingly, both Mary Anne and Caryn imagined shifting careers after 

retirement to return to child -care or care-related work at a later stage of their 

lives or careers. Studies to date that examine the relationship between paid 

employment and care work have tended to focus on how the provision of flexible 

×ÏÒËÉÎÇ ÃÏÎÄÉÔÉÏÎÓ ÁÌÌÏ×Ó ÐÅÏÐÌÅ ÔÏ ÍÁÉÎÔÁÉÎ ÂÏÔÈ ȬÈÏÍÅͻ ÁÎÄ Ȭ×ÏÒËȭ 

responsibilities (see, e.g. Craig & Powell,  2011; Lyonette et ÁÌȢȟ ςπρρɊȟ ÏÒ ÔÏ ȬÏÐÔ-

ÏÕÔȭ ÁÔ ÍÉÄ-career level to focus on full-time caregiving work (Mainiero & 

Sullivan, 2006). However, as Emslie and Hunt (2009) argue, most studies that 

explore work-ÌÉÆÅ ÏÖÅÒÌÁÐ ȰÅÉÔÈÅr ÉÇÎÏÒÅ ÇÅÎÄÅÒ ÏÒ ÔÁËÅ ÉÔ ÆÏÒ ÇÒÁÎÔÅÄȱ ɉÐȢ ρυςɊȢ 

They argued that no studies centred around flexible work options after 

retiremeÎÔ ÆÏÃÕÓ ÏÎ ÐÅÏÐÌÅȭÓ ÄÅÃÉÓÉÏÎ ÔÏ ÓÈÉÆÔ ÃÁÒÅÅÒÓ ÏÒ ÒÅÖÅÒÓÅ their career 

direction (for example, to return to activities customarily associated with the 

mid-career level, such as caregiving and domestic commitments).  

 

As noted, at the time of our interviews, two participants were on medical leave 

and had submitted their applications for optional retirement. Although both Wan 

Anna and Edina held senior leadership positions, they had left the system due to 

serious health issues. Since our interview, Wan Anna has recovered from her 

illness and returned to voluntary work. She now goes into rural areas to provide 

continuing professional development programmes and assist teachers in 

whatever way she can. Edina, on the other hand, said her illness had allowed her 

to take time for herself. For example, Edina felt that when she was unwell, she 

had more time to strengthen her faith by reading religious books and devoting 
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her time to religious rituals. She also felt she had more time to give to her siblings 

and friends. These two participants contested dominant constructions of a 

ȬÐÅÎÓÉÏÎÅÒ ÉÄÅÎÔÉÔÙȭ ɉ$ÕÂÅÒÌÅÙ et al., 2014; Elder & Johnson, 2003; Kim & Moen, 

2002; Price, 2000). Wan Anna returned to the workforce voluntarily, despite her 

serious illness, and after her recovery, she continued to assist rural area teachers 

in an unpaid capacity. Edina linked her illness with opportunities for self-

improvement and devoting time to others. 

 

To varying degrees, my participants expressed a sense of authenticity (Mainiero 

& Sullivan, 2006) and authentic leadership (Avolio, Gardner, Walumba, Luthans 

& May, 2004; Eagly, 2005). However, their career identities contested 

ÕÎÄÅÒÓÔÁÎÄÉÎÇÓ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓ ÁÓ ÕÎÉÄÉÒÅÃÔÉÏÎÁÌ ÏÒ ÁÓ ÉÎÖÏÌÖÉÎÇ 

increasing career freedom. In addition, they contested constructions of a 

meaningful career that valorise mainstream markers of success such as 

remuneration and promotion (for example, see Mainiero & Sullivan, 2006, 2018). 

 

7.3 A RETURN TO THE RESEARCH QUESTION 

In this chapter, I have considered my fifth research question: how do the women 

imagine their future career trajectories? 7ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓ ÁÎÄ 

decisions (Chapter Four), New Zealand experiences (Chapter Five) and 

challenges and enablers in their career pathways (Chapter Six) seemed to 

influence their imagined future career trajectories, as discussed in this chapter.  

In this chapter, ) ÎÏÔÅÄ ÈÏ× ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÍÁÇÉÎÅÄ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓ ÉÎÖÏÌÖÅÄ 

either staying in or leaving the system.  

 

In the first section, I focused on five participants who intended to remain in the 

system and move forward. Their imagined plans were to continue postgraduate 

study, improve their professional practice and do research work, and to continue 

to be persistent and prove their worth. In this section, I discussed how these five 

participants persevered in their efforts to improve themselves and stay in the 

system, despite a lack of recognition of their talents and skills within  their 

organisations. 
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The narrative excerpts discussed in this chapter seem to reflect other research 

×ÈÉÃÈ ÓÕÇÇÅÓÔÓ ÔÈÁÔ ×ÏÍÅÎȭÓ ×ÏÒË ÄÏÅÓ ÎÏÔ ÇÅÔ ÔÈÅ ÓÁÍÅ ÒÅÃÏÇÎÉÔÉÏÎ ÁÓ ÍÅÎȭÓ 

(Cho et al., 2015; Hakim, 2006, 2016; Probert, 2005). Nevertheless, my study also 

highlights how, despite not getting the recognition they deserved, some women 

decided not to give in easily ÔÏ ÔÈÅ ÓÙÓÔÅÍȟ ÂÕÔ ÒÁÔÈÅÒȟ ÔÏ ÃÏÎÔÉÎÕÅ Ȭ×ÏÒËÉÎÇ ÔÈÅÉÒ 

way up' or navigating challenges to achieve success. However, these women 

described their choice to stay in the system as depending on two conditions. The 

first was how they were treated at work in terms of workloads, promotions, and 

opportunities to take up management or senior leadership roles. The second was 

their ability to balance work and family commitments or personal interests. 

 

There are similarities between the attitudes expressed by the five women in this 

study who wanted to stay in the system, and those described in research by Lewis 

& Simpson (2017) and Probert (2005), who consider how and why some women 

continue to persevere in their orgaÎÉÓÁÔÉÏÎÓȢ 3ÉÍÉÌÁÒÌÙȟ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÏÆ 

hoping to balance work and family commitments or personal interests, mirror 

those expressed by women involved in studies by Hakim (2006) and Yerkes 

ɉςπρσɊȟ ×ÈÏ ÅØÁÍÉÎÅÄ ÈÏ× ×ÏÍÅÎȭÓ ÐÅÒÓÏÎÁÌ ÃÈÏÉÃÅÓ ÃÏÎÄÉÔÉÏÎÅÄ ÔÈÅÉr decision 

to stay in the workforce. 

 

In the second part of this chapter, I described women's imagined plans for leaving 

the Malaysian educational system. These involved planning to migrate, planning 

for care commitments, planning to shift careers, and planning to retire (or staying 

retired, having retired early for health reasons). The narratives in this section 

revealed participants' frustration with the system, despite their commitment to 

their careers. However, the women also proactively imagined future (alternative) 

career trajectories, which included teaching in private universities (locally and 

abroad), colleges and kindergartens; travelling around the world; focussing on 

family care commitments; venturing into female-focused businesses; and 

engaging in community work through church and non-profit child -care services. 

 

7ÈÉÌÅ ÌÁÃË ÏÆ ÒÅÃÏÇÎÉÔÉÏÎ ÍÁÙ ÈÁÖÅ ÓÈÁÐÅÄ ×ÏÍÅÎȭÓ ÄÅÃÉÓÉÏÎ ÔÏ ÌÅÁÖÅ ÔÈÅÉÒ 

existing careers, they were also active in re-imagining their futures or imagining 
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ȬÃÁÒÅÅÒÓȭ ÄÉÆÆÅÒÅÎÔÌÙȢ )Î ÔÈÉs sense, the women revealed agency, intentionality, and 

generosity, as well as constraint. The women felt that, since their paid 

employment contexts did not value their expertise and contributions, they 

needed to contribute elsewhere. In this regard, my study aligns with existing 

literature which represents women as agentic individuals who make 

ȰÅÍÐÏ×ÅÒÅÄ ÃÈÏÉÃÅÓ ÁÒÏÕÎÄ ×ÏÒËȱ ɉ,Å×ÉÓ Ǫ 3ÉÍÐÓÏÎȟ ςπρχȟ ÐȢ ρρφɊȢ 

Disadvantage due to discrimination and differing treatment was intertwined in 

ÍÙ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁtives with proactive choice-making in relation to career 

and personal futures. 

 

Notably, the choice to move can be seen as a marker of privilege, and in this sense, 

my study echoes the longitudinal study by McRae (2003), who found that women 

with higher income levels (such as the women in my study) had the ability to 

ÍÁËÅ ÃÈÏÉÃÅÓ ÁÎÄ ÌÉÖÅ ÔÈÅÉÒ ÌÉÖÅÓ ÁÎÄ ÃÁÒÅÅÒÓ ȰÁÓ ÉÆ ÔÈÅÙ ÆÁÃÅÄ ÎÏ ÃÏÎÓÔÒÁÉÎÔÓȱ ɉÐȢ 

329). Some other studies have found that women with lower incomes have 

limited choices, and thus, remain in the workforce, despite a sense of 

dissatisfaction (James, 2008; Walters, 2005).  

 

As noted earlier, the findings discussed in this chapter both contribute to and 

challenge the existing literature in several ways. First, my study adds to the 

ÅØÉÓÔÉÎÇ ÌÉÔÅÒÁÔÕÒÅ ÏÎ ×ÏÍÅÎȭÓ ÆÕÔÕÒÅ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓ ÔÈÒÏÕÇÈ ÆÏÃÕÓÉÎÇ ÏÎ 

×ÏÍÅÎȭÓ ÉÍÁÇÉÎÅÄ ÐÌÁÎÓ ÉÎ Á ÎÏÎ-Western context. So far, women (particularly 

women in Malaysia) have received limited attention; most literature on post-

ÒÅÔÉÒÅÍÅÎÔ ×ÏÒË ÆÏÃÕÓÅÓ ÏÎ ÍÅÎȭÓ ÅØÐÅÒÉÅÎÃÅÓ ɉÆÏÒ ÅØÁÍÐÌÅȟ ÓÅÅ ,ÏÒÅÔÔÏ Ǫ 

Vickerstaff, 2015; Price, 2003; Price & Nesteruk, 2008).  

 

Second, my study also adds to the literature by highlighting the complexities of 

women's career trajectories and the diverse and creative ways in which they 

think about careers. On the one hand, women in my study expressed frustration 

with a lack of opportunity for promotion or the uneven ways in which men and 

women were promoted in their workplaces.  On the other, they also imagined 

ȬÃÁÒÅÅÒͻ ÁÎÄ ȬÓÕÃÃÅÓÓͻ ÉÎ ×ÁÙÓ ÔÈÁÔ ÅØÃÅÅÄÅÄ ÔÈÅ ÃÏÎÆÌÁÔÉÏÎ ÏÆ ÉÎÃÏÍÅ ÁÎÄ ÌÁÂÏÕÒȟ 

or public recognition and work. Some women imagined opting-out or retiring as 
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offering opportunities for Á ȬÃÁÒÅÅÒ ÃÈÁÎÇÅͻȟ but their imagined (future) careers 

involved giving back to their communities, for example, through counselling or 

child-ÃÁÒÅ ÓÅÒÖÉÃÅÓȢ )Î ÔÈÉÓ ÒÅÇÁÒÄȟ ÔÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÉÎ ÍÙ ÓÔÕÄÙ ÂÏÔÈ 

reflected and contested the Kaleidoscope Career Model (Mainiero & Sullivan, 

2005, 2006); women asserted their merit as senior staff whose experience was 

not always recognised, but in their narratives, they affirmed service work as also 

being meaningful, despite its lack of public recognition (see also, Blum & 

Sherman, 2010; Duxbury & Higgins, 2013).  

 

4ÈÉÒÄȟ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÁÌÓÏ ÃÏÎÔÅÓÔÅÄ ÁÎÄ ÒÅÆÌÅÃÔÅÄ -ÁÉÎÉÅÒÏ ÁÎÄ 

3ÕÌÌÉÖÁÎȭÓ ɉςππυȟ ςπρψɊ +ÁÌÅÉÄÏÓÃÏÐÅ #ÁÒÅÅÒ -ÏÄÅÌ ɉ+#-Ɋ ÉÎ ÔÈÁÔ ÔÈÅ ×ÏÍÅÎ 

remained concerned about work-life balance at a senior level. This is a departure 

ÆÒÏÍ ÔÈÅ +#-Ȣ (Ï×ÅÖÅÒȟ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ×ÅÒÅ ÁÌÓÏ ÃÏÎÓÉÓÔÅÎÔ ×ÉÔÈ the KCM, 

since they reflected a concern about authenticity or meaning. 

 

Fourth, the career aspirations of the women in my study challenge the existing 

literat ure by countering tÈÅ ÒÅÐÒÅÓÅÎÔÁÔÉÏÎ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÓ ÉÎÖÏÌÖÉÎÇ Á 

unidirectional shift from juggling care work to enjoying career freedom (Duxbury 

& Higgins, 2013; Mainiero & Sullivan, 2006; Pyper, 2006). Some women changed 

careers after years of service, and some sought opportunities to serve others in a 

voluntary capacity. 

 

Fifth, the narratives of the two retired participants who had experienced illness, 

ÃÏÎÔÅÓÔÅÄ ÄÏÍÉÎÁÎÔ ÃÏÎÓÔÒÕÃÔÉÏÎÓ ÏÆ Á ȬÐÅÎÓÉÏÎÅÒ ÉÄÅÎÔÉÔÙͻ ɉ$ÕÂÅÒÌÅÙ et al., 2014; 

Elder & Johnson, 2003; Kim & Moen, 2002; Price, 2000, 2003). According to 

Duberley et al. (2014), it is important to recognise the different aspects of 

ÐÅÎÓÉÏÎÅÒ ÉÄÅÎÔÉÔÙ ÂÙ ȰÃÏÎÓÉÄÅÒÉÎÇ the historical, cultural and social context of 

life experiences to particular attributes, current and past statuses, in order to 

understand how people manage tÒÁÎÓÉÔÉÏÎ ÔÏ ÒÅÔÉÒÅÍÅÎÔȱ ɉÐȢ χςɊȢ In this study, 

ÔÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÏÆ their career trajectories problematised the notion of 

retirement by ÒÅÖÅÁÌÉÎÇ ×ÏÍÅÎȭÓ engagement in the volunteer workforce, and 

their search for career satisfaction elsewhere. This finding contributes to the 

ÌÉÔÅÒÁÔÕÒÅȟ ×ÈÉÌÅ ÁÌÓÏ ÅÃÈÏÉÎÇ -ÁÉÎÉÅÒÏ Ǫ 3ÕÌÌÉÖÁÎȭÓ ɉςππφɊ ÒÅÐÒÅÓÅÎÔÁÔÉÏÎ ÏÆ 
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senior women as being concerned with authenticity and authentic leadership 

(Avolio et al., 2004; Eagly, 2005). 

 

In the next chapter, I revisit the findings of this study overall and discuss how 

ÔÈÅÙ ÍÉÇÈÔ ÉÎÆÏÒÍ ÏÕÒ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÎÄ ×ÏÍÅÎȭÓ 

international education experiences. 
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Chapter 8: Discussion and conclusion  

INTRODUCTION 

In this chapter, I conclude the thesis. In the first section, I revisit the research 

questions. In the second, I highlight my key research findings. In the third section, 

I outline the implications of the study, and in the fourth section, I identify the key 

contributions of this research in relation to existing international education and 

career literature. In the fifth section, I acknowledge five main limitations of the 

study and suggest potential future research directions.  

 

8.1 REVISITING THE RESEARCH QUESTIONS 

This thesis reported on a doctoral research project, conducted from 2015 to 

ςπρωȟ ÔÈÁÔ ÅØÐÌÏÒÅÄ ÍÁÔÕÒÅ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎȭÓ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÈÉÇÈÅÒ ÅÄÕÃÁÔÉÏÎ 

experiences, and their subsequent career pathways. The Malaysian government 

had been involved in internationalisation initiatives with New Zealand 

universities through programmes such as the Colombo Plan in the 1950s and 

TISTEP in the 1990s. As part of this process, Malaysia had invested significant 

funding in TISTEP, but the programme had never been evaluated. Prior to this 

study, no research had tracked the outcomes of the TISTEP programme for any 

TISTEP funding recipients. Furthermore, limited literature to date had explored 

the experiences of Malaysian students who have studied in New Zealand 

universities. In my study, I explored the impact of international experiences on 

ÔÈÅ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÌÉÖÅÓ ÁÎÄ ÃÁÒÅÅÒÓȟ ÁÌÏÎÇÓÉÄÅ ÏÔÈÅÒ ÆÁÃÔÏÒÓ ÔÈÁÔ ÓÈÁÐÅÄ ÔÈÅÉÒ 

career experiences before they went to New Zealand, during their time in New 

Zealand, and after they returned to Malaysia.  

 

This thesis addressed the following research questions:  

1. 7ÈÁÔ ÆÁÃÔÏÒÓ ÉÎÆÌÕÅÎÃÅÄ ÍÁÔÕÒÅ -ÁÌÁÙÓÉÁÎ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÅÁÒÌÙ ÃÁÒÅÅÒ 

choices and decisions? 
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2. How do the women interpret their international higher education 

experiences in New Zealand? 

3. How do the women currently make sense of their career pathways in 

Malaysia? 

4. (Ï× ÄÏ ÔÈÅ ×ÏÍÅÎ ÄÅÆÉÎÅ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ, now? 

5. How do the women imagine their future career trajectories? 

6. (Ï× ÍÉÇÈÔ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎÆÏÒÍ ÏÕÒ ÔÈÉÎËÉÎÇ ÁÂÏÕÔ ȬÎÏÎ-

7ÅÓÔÅÒÎȭ ×ÏÍÅÎȭÓ careers? 

 

In order to answer these research questions, I employed a qualitative 

interpretative narrative approach which explored how 14 women educators 

made sense of their international study experiences, lives, and careers. During 

interviews, I utilised photo-elicitation, where participants brought photographs 

of their choice as a basis for reflecting on their experiences in New Zealand, 

and/or on their subsequent lives and career pathways in Malaysia. I analysed the 

interview data using a narrative analytic approach (Riessman, 1993; Thomas, 

ςππφɊȢ 4Ï ÁÓÓÅÓÓ ÔÈÅ ÁÃÃÕÒÁÃÙ ÏÆ ÍÙ ÉÎÔÅÒÐÒÅÔÁÔÉÏÎÓ ÏÆ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÎÁÒÒÁÔÉÖÅÓȟ ) 

used a combination of three validation strategies suggested by Creswell (2016) 

ÁÎÄ ÔÈÅ ÆÏÕÒ ÄÉÍÅÎÓÉÏÎÓ ÏÆ $ÁÎÉÅÌȭÓ ɉςπρψɊ 4!#4 ÆÒÁÍÅ×ÏÒË ɉÓÅÅ #ÈÁÐÔÅÒ 4ÈÒÅÅɊȢ  

 

I used narrative analytic procedures to produce explanatory stories 

(Polkinghorne, 1995), attending to both chronology (how women made sense of 

their past, present and future), and to the themes that emerged within and across 

their narratives. I drew on the Kaleidoscope Career Model (KCM) as an 

ÉÎÔÅÒÐÒÅÔÉÖÅ ÌÅÎÓ ÆÏÒ ÅØÁÍÉÎÉÎÇ ÈÏ× ȬÃÁÒÅÅÒÓȭ ÅÍÅÒÇÅÄ ÉÎ ÔÈÅ ×ÏÍÅÎͻÓ ÎÁÒÒÁÔÉÖÅÓ. 

In Chapters Four to Seven, ) ÃÏÎÓÉÄÅÒÅÄ ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ chronologically 

in relation to their early career choices and decisions, international higher 

education experiences, interpretations of career challenges and enablers, and 

imagined future career trajectories.  
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8.2 REVISITING THE RESEARCH FINDINGS 

In this section, I revisit the findings of this study, as discussed in Chapters Four to 

Seven. The first research question asked which factors influenced mature 

-ÁÌÁÙÓÉÁÎ ×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓȢ +ÅÙ ÆÉÎÄÉÎÇÓ ÒÅÖÅÁÌÅÄ ÔÈÁÔ ÐÁÒÅÎÔÓȟ 

teachers at school, and New Zealand educators all had a strong influence on 

×ÏÍÅÎȭÓ ÅÁÒÌÙ ÃÁÒÅÅÒ ÃÈÏÉÃÅÓȢ .ÉÎÅ ÐÁÒÔÉÃÉÐÁÎÔÓ ÄÅÓÃÒÉÂÅÄ ÐÁÒÅÎÔÓ ÁÓ ÈÁÖÉÎÇ ÔÈÅ 

most influence on their career decisions and career trajectories, with some 

identifying parents as requiring that they ȬÃÈÏÏÓÅȭ ÔÅÁÃÈÉÎÇ ÁÓ Á ÃÁÒÅÅÒȢ   

 

The women perceived their parents as wanting them to teach for a range of 

altruistic, intrinsic, and extrinsic reasons. First, some women described their 

parents as thinking that teaching was a lucrative career choice; these parents 

were working as teachers. Second, some women described their parents as 

perceiving teaching as offering an opportunity for work-life balance. Third, some 

×ÏÍÅÎ ÒÅÆÌÅÃÔÅÄ ÏÎ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÖÉÅ× ÏÆ ÔÅÁÃÈÉÎÇ ÁÓ ÄÉÆÆÅÒÅÎÔ ÔÏ ÍÁÌÅ-

dominated professions ɂ Á ËÉÎÄ ÏÆ ÆÅÍÉÎÉÓÅÄ ÃÁÒÅ ×ÏÒË ÔÈÁÔ ÉÓ ȬÁÐÐÒÏÐÒÉÁÔÅȭ 

×ÏÒË ÆÏÒ ×ÏÍÅÎȢ &ÏÕÒÔÈȟ ÓÏÍÅ ×ÏÍÅÎ ÄÅÓÃÒÉÂÅÄ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÖÉÅ×s of teaching 

ÁÓ Á Ȭ×ÏÒÔÈÙȭ ÐÒÏÆÅÓÓÉÏÎȟ ÌÉÎËÉÎÇ ÔÈÅ ×ÏÒË ÏÆ ÔÅÁÃÈÉÎÇ ÔÏ ÅÄÕÃÁÔÉÏÎÁÌȟ ÓÏÃÉÁÌȟ 

economic, and political reform. Finally, sÏÍÅ ×ÏÍÅÎ ÄÅÓÃÒÉÂÅÄ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ 

views of teaching as promising work where graduates are assured of job 

placements without having to apply for them, along with other rewarding 

benefits (see Chapter Four).  

  

4ÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÏÆ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÉÎÆÌÕÅÎce problematised the notion of 

ȬÃÈÏÉÃÅȭ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ (Ï×ÅÖÅÒȟ ×ÈÉÌÅ ÓÏÍÅ ×ÏÍÅÎ ÒÅÃÁÌÌÅÄ 

ÈÁÖÉÎÇ ÃÏÎÃÅÒÎÓ ÁÂÏÕÔ ÐÁÒÅÎÔÓȭ ÉÎÆÌÕÅÎÃÅ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ÔÈÅÉÒ ÃÁÒÅÅÒȟ ÔÈÅ ÍÁÊÏÒÉÔÙ 

of the women interviewed felt, in retrospect, that listening to and obliging their 

parents had proved beneficial. They noted that, as teachers, they had gained 

scholarship funding to study in New Zealand. Also, others mentioned that 

teaching was a secure position, in which women may gain social mobility through 

educational attainment, occupational prestige, and career progression 

opportunities within the wider education sector.  
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Although the women in my study articulated varying levels of autonomy in their 

ȬÃÈÏÉÃÅȭ ÏÆ ÔÅÁÃÈÉÎÇ ÁÓ Á ÃÁÒÅÅÒȟ ÔÈÅ ÒÅÁÓÏÎÓ ÔÈÅÙ ÇÁÖÅ ÆÏÒ ÔÈÅÉÒ own or their 

ÐÁÒÅÎÔÓȭ ÃÈÏÉÃÅ ÏÆ ÔÅÁÃÈÉÎÇ ÎÅÖÅÒÔÈÅÌÅss reflected reasons identified in other 

literature. According to Kyriacou and Coulthard (2000), some people choose to 

teach for altruistic reasons, where teaching is seen as a socially rewarding and 

impor tant job ɂ a way to help others succeed and to improve society. Others 

choose to teach for intrinsic reasons. For example, people may choose to teach 

because they like children or to share their subject expertise with others. People 

may also choose to teach for extrinsic reasons, for example, to enjoy long school 

holidays, good salaries and high status in society (Kyriacou & Coulthard, 2000).  

 

However, ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÁÌÓÏ ÃÏÎÔÒÁÄÉÃÔÅÄ ÔÈÅ ÅØÐÅÃÔÁÔÉÏÎÓ ÏÆ ÔÅÁÃÈÉÎÇ 

noted above. For example, they shared their  feelings of being overworked and 

underpaid, and suggested that teaching is no longer seen as a high-status 

position. Other research has noted the ÃÏÍÐÌÅØÉÔÙ ÏÆ ÃÏÎÔÅÍÐÏÒÁÒÙ ÔÅÁÃÈÅÒÓȭ 

workloads; the challenges they face to ensure ÓÔÕÄÅÎÔÓȭ ÁÃÁÄÅÍÉÃ ÐÅÒÆÏÒÍÁÎÃÅ 

and achievement; and, in some cases, the lack of incremental increases in salary 

alongside workload increases (Anderson et al., 2015; Hilton, 2017). Other 

research has also argued that teaching is seen as a stressful occupation involving 

low pay and low status (Hilton, 2017; Razavi & Staab, 2010; Worth, Bamford, & 

Durbin, 2015).  

 

Although some ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÅÃÈÏÅÄ ÏÔÈÅÒ ÒÅÓÅÁÒÃÈ ×ÈÉÃÈ 

identifies teaching as a stressful, demanding career (see above), they also 

revealed the powerful influence of inspirational teachers and educators. Some 

women identified New Zealand educators as key influencers who shaped their 

later commitment to teaching ɀ in some cases, ÄÅÓÐÉÔÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÎÉÔÉÁÌ 

reluctance to teach. In this respect, my study echoes work by Palmer (1998), 

Manuel (2003), and Manuel and Hughes (2006), who found that powerful and 

ÐÏÓÉÔÉÖÅ ÒÏÌÅ ÍÏÄÅÌÌÉÎÇ ÃÁÎ Á×ÁËÅÎ ÓÔÕÄÅÎÔÓȭ ÉÎÔÅÒÅÓÔ ÉÎȟ ÁÎÄ ÃÏÍÍÉÔÍÅÎÔ ÔÏ, 

teaching. Additionally, these scholars found that teaching role models impact on 

ÓÔÕÄÅÎÔÓȭ lives as future teachers. In this study, while parents, teachers in school 

ÁÎÄ .Å× :ÅÁÌÁÎÄ ÅÄÕÃÁÔÏÒÓ ÉÎÆÌÕÅÎÃÅÄ ×ÏÍÅÎȭÓ ÄÅÃÉÓÉÏÎÓ ÁÔ ÔÈÅ ÅÁÒÌÙ ÃÁÒÅÅÒ 
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stage, some women developed a liking for teaching later, having embarked on a 

ÃÁÒÅÅÒ ÔÈÅÙ ÄÉÄ ÎÏÔ ȬÃÈÏÏÓÅȭ.  

 

Viewed through the lens of KCM, my research findings problematise notions of 

ȬÔÙÐÉÃÁÌȭ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ &ÏÒ ÅØÁÍÐÌÅȟ -ÁÉÎÉÅÒÏ ÁÎÄ 3ÕÌÌÉÖÁÎ ɉςππυȟ ςππφɊ ÁÒÇÕÅ 

that most women at an early career stage are concerned with goal achievement 

and the ability to pursue autonomy, responsibility, and control while learning and 

ÇÒÏ×ÉÎÇ ÉÎ ÔÈÅÉÒ ÃÁÒÅÅÒÓȢ (Ï×ÅÖÅÒȟ ÉÎ ÍÙ ÓÔÕÄÙȟ ÍÏÓÔ ×ÏÍÅÎ ÄÉÄ ÎÏÔ ȬÃÈÏÏÓÅȭ 

their careers autonomously, and some preferred other careers which they 

thought were more challenging (see Chapter Four). Instead, some women 

ÄÅÓÃÒÉÂÅÄ ȬÂÁÌÁÎÃÅȭ ÁÓ ÔÈÅ ÐÒÉÍÁÒÙ ÃÏÎÓÉÄÅÒÁÔÉÏÎ ÁÔ ÔÈÅÉÒ ÅÁÒÌÙ ÃÁÒÅÅÒ ÓÔÁÇÅȟ 

although this was largely a concern for parents, rather than for the women 

ÔÈÅÍÓÅÌÖÅÓȢ -Ù ÓÔÕÄÙ ÈÉÇÈÌÉÇÈÔÓ ÈÏ×ȟ ÉÎ ÁÔÔÅÍÐÔÉÎÇ ÔÏ ÕÎÄÅÒÓÔÁÎÄ ×ÏÍÅÎȭÓ 

career choices in Malaysia, and possibly non-Western countries more broadly, we 

need to account for factors such as culture, family influence and societal 

expectatioÎÓȟ ÁÓ ×ÅÌÌ ÁÓ ×ÏÍÅÎȭÓ ÉÎÄÉÖÉÄÕÁÌ ȬÃÈÏÉÃÅȭȢ !ÃÃÏÒÄÉÎÇ ÔÏ /ÐÌÁÔËÁ (2006) 

and Singh (2010), taking into account  cultural and social factors when studying 

ÃÁÒÅÅÒ ȬÃÈÏÉÃÅÓȭ ÉÎ ÎÏÎ-Western countries is important because these factors may 

have a much greater influence on women than is the case in many Western 

contexts.  

 

The second research question asked how the women interpreted their 

international higher education experiences in New Zealand. In Chapter Five, I 

discussed how participants made sense of their New Zealand transition and study 

experiences, and the associated challenges they identified. Key challenges were 

associated with family and community demands, and concerns about family in 

Malaysia; personal and social conflict, and cultural adjustment difficulties; 

financial setbacks and hardship; a perceived lack of shared cultural and religious 

values; and academic adjustment issues. All 14 participants recalled being 

overjoyed when told they had won the scholarships to study in New Zealand. 

However, the six participants who were married when they entered the TISTEP 

programme also recalled the dilemma they faced when told they could not bring 

their families to New Zealand. The women described this situation as having a 
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negative impact on their lives and studies in New Zealand. In this respect, my 

study reflects other literature which notes how living apart from family members 

(and friends) can lead to feelings of loneliness, homesickness, and depression for 

international students, and affect their academic performance while abroad (see 

Carroll, 2002; Dawson & Conti-Bekkers, 2002; Rajapaksa & Dundes, 2002). My 

study suggests that such challenges may be particularly acute for mature 

international students when their international study conditions require that 

they be separated from babies and young children for prolonged periods. 

 

In contrast, eight participants who were single when they came to New Zealand 

described their experiences in New Zealand quite differently. Although these 

women described missing their parents and families, they described their 

adaptation to New Zealand as involving few difficulties. Some women described 

their efforts to blend in with other students in New Zealand through social events 

and cultural activities; however, women reported that efforts to engage with New 

Zealand students were unusual amongst their cohort.  

 

As discussed in Chapter Five, research suggests that international students gain 

an increased awareness of unfamiliar cultures and local contexts when they 

became involved in local activities abroad (Malewski & Phillion, 2009; Medina et 

al., 2015; Pence & Macgillivray, 2008; Sahin, 2008). These studies suggest that 

ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÅÎÔÓȭ ÉÎÖÏÌÖÅÍent in local community work, mentoring 

programmes, social events, and volunteer projects provides opportunities to 

ÍÅÅÔ ÏÔÈÅÒÓ ÆÒÏÍ ÄÉÖÅÒÓÅ ÃÕÌÔÕÒÅÓ ÁÎÄ ÂÁÃËÇÒÏÕÎÄÓȟ ÔÈÅÒÅÂÙ ÉÎÃÒÅÁÓÉÎÇ ÓÔÕÄÅÎÔÓȭ 

cultural awareness. As noted, the women in my study were exposed to a short 

induction prior to their arrival, which focu sed on fine dining and cultural 

performances, rather than on how to initiate social interaction. A broader 

introduction to the New Zealand social and cultural context was not provided, nor 

was an induction into academic and study skills for New Zealand. Some women 

recalled having difficulty integrating with local and other international students 

in New Zealand, and four participants reported they were labelled by their 

-ÁÌÁÙÓÉÁÎ ÐÅÅÒÓ ÁÓ Ȭ×ÅÓÔÅÒÎÉÓÅÄȭ ÁÎÄ ȬÆÏÒÇÅÔÔÉÎÇ ÔÈÅÉÒ ÒÏÏÔÓȭ ×ÈÅÎ ÔÈÅÙ ÍÁÄÅ 

friends with  New Zealand students. I could not find other studies in the academic 
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literature whereby international students were specifically labelled as 

westernised and forgetting their roots. studies  , my study echoes otherHowever

dents who adapt easily while studying abroad that international stu foundwhich 

other peers who do not adapt  compared todifficulties  transitionentry -refaced 

). 2007, Christofi & Thompson, 2004, 2003; Arthur, 2001broad (to studying a

behaviours, ideas, and  values, attitudes, ÓÔÕÄÅÎÔÓȭȰhese studies suggest that T

ȰÉÄÅÏÌÏÇÉÅÓ ÁÎÄ ÌÉÆÅÓÔÙÌÅÓȱ  and) 54(Christofi & Thompson, 2007, p. ȱperceptions

the  (Huntley, 1993, p. 4) changed as a result of the international experiences in

 . entry transition difficult-, thereby making the recountry host  

 

Next, some participants described having had issues due to their living conditions 

in New Zealand. These included women who shared homes with other TISTEP 

educators who brought families with them in the second year following a 

Malaysian government policy change. Other conflicts include managing 

relationships with friend s who had academic competency issues and who were 

reluctant to mix with other local and international students when completing 

their assignments. These findings also resonate with other literature (Andrade, 

2006; Reynolds & Constantine, 2007) which contends that international students 

tend to maintain social contact and friendships only within their co-national peer 

groups. The personal and social conflicts, as well as the cultural adjustment 

difficulties that women identified in this study, highlight the importance of 

fostering social and cultural awareness for international students, for example, 

through providing a comprehensive induction programme for both international 

students (or their sponsorship bodies) and key stakeholders in their host 

countries (Carroll, 2002; Hechanova-Alampay et al., 2002).  

 

In relation to financial setbacks and hardship in New Zealand, most women 

acknowledged severe financial hardship which added to their study anxiety and 

stress in New Zealand. The living allowance received as part of their scholarships 

and partial salary from Malaysia were insufficient to support the cost of living in 

New Zealand, particularly when women were also supporting families. 

Additionally, the strict regulation that women could not work part-time had 

ÓÅÖÅÒÅ ÉÍÐÌÉÃÁÔÉÏÎÓ ÏÎ ×ÏÍÅÎȭÓ ×ÅÌÌ-being, studies, and ability to support 
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families in New Zealand. Married students were not the only ones affected; single 

women also reported it was difficult to make ends meet. Additionally, joint living 

arrangements due to financial hardship (for example, where married students 

with families and single students shared a home) created considerable anxiety 

and conflict. Other scholars have also identified that international students may 

face conflicts and frustrations when entering a new community and navigating 

financial barriers associated with accessing higher education (Bowl, 2001; 

Christie et al., 2008; Preece, 2018). My study highlights how suboptimal living 

ÁÒÒÁÎÇÅÍÅÎÔÓ ÃÁÎ ÉÍÐÁÃÔ ÏÎ ÓÔÕÄÅÎÔÓȭ ×ÅÌÌ-being, suggesting the need to ensure 

scholarships are funded sufficiently to avoid students facing financial hardship 

during their period of internat ional study. These findings also suggest the need 

ÆÏÒ ÓÃÈÏÌÁÒÓÈÉÐ ÐÒÏÖÉÄÅÒÓ ÔÏ ÃÏÎÓÉÄÅÒ ÔÈÅ ÓÕÐÐÏÒÔ ÎÅÅÄÓ ÏÆ ÓÔÕÄÅÎÔÓȭ ÐÁÒÔÎÅÒÓ ÁÎÄ 

children, since prolonged separation may impact negatively on family 

ÒÅÌÁÔÉÏÎÓÈÉÐÓȟ ÓÔÕÄÅÎÔÓȭ ×ÅÌÌÂÅÉÎÇȟ ÁÎÄ ÓÔÕÄÅÎÔÓȭ ÓÔÕÄÉes.  

 

With regards to the lack of shared cultural and religious values, all 14 participants 

reflected on their experiences dealing with unfamiliar situations while they were 

in New Zealand. Most participants were concerned about being exposed to 

homosexuality, non-marriage partnership, and ÓÔÕÄÅÎÔÓȭ weekly alcohol fiesta. 

However, others expressed different viewpoints, suggesting that unfamiliar 

values in New Zealand were merely different to their own. Some participants 

recalled they had responded positively to new values and ideas, while others 

recalled finding it hard to accept unfamiliar values and religious beliefs. These 

ÄÉÆÆÅÒÅÎÃÅÓ ÌÉËÅÌÙ ÒÅÆÌÅÃÔÅÄ ÔÈÅ ÓÔÕÄÅÎÔÓȭ ÄÉÆÆÅÒÉÎÇ ÉÄÅÁÓ ÒÅÇÁÒÄÉÎÇ ×ÈÁÔ 

ÃÏÎÓÔÉÔÕÔÅÓ ȬÁÃÃÅÐÔÁÂÌÅȭ ÃÕÌÔÕÒÁÌ ÁÄÊÕÓÔÍÅÎÔ ÉÎ Á ÎÅ× ÅÎÖÉÒÏnment (Carroll, 2002; 

Hechanova-Alampay et al., 2002) 

 

4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÏÖÅÒ×ÈÅÌÍÉÎÇÌÙ ÓÕÇÇÅÓÔÅÄ ÔÈÁÔ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÓÔÕÄÙ 

provided opportunities for them to gain awareness of unfamiliar cultures and 

values, in some cases in retrospect, followinÇ ÔÈÅÉÒ ÒÅÔÕÒÎ ȬÈÏÍÅȭȢ 3ÏÍÅ 

participants who described having difficulty comprehending unfamiliar ideas 

and behaviours while in New Zealand noted that in their later careers, they 
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responded differently to Malaysian students, as a result of their New Zealand 

experiences (see Chapter Five).  

 

Most (11) participants acËÎÏ×ÌÅÄÇÅÄ ÆÅÅÌÉÎÇ ȬÁÌÉÅÎÁÔÅÄȭ ×ÉÔÈÉÎ ÔÈÅ ÕÎÉÖÅÒÓÉÔÙȭÓ 

academic environment in New Zealand. Such feelings of alienation are 

unsurprising, since previous literature has also found that moving to a different 

country to complete a degree is a challenging undertaking, particularly for 

mature students such as those in this study (Andrade, 2006; Bowl, 2000; Christie 

et al., 2008). Some participants described a sense of mismatch between the 

Malaysian MinÉÓÔÒÙ ÏÆ %ÄÕÃÁÔÉÏÎȭÓ ÐÒÏÍÉÓÅÓ ÁÎÄ ÁÃÔÕÁÌ ÃÏÕÒÓÅ ÃÏÎÔÅÎÔ ÉÎ .Åw 

Zealand. For example, some participants thought they had been funded to study 

TESL (Teaching English as a Second Language). However, upon arriving in New 

Zealand, they were expected to study English Literature and Linguistics, which 

resulted in some students experiencing failure and having to extend their stay in 

New Zealand. One implication was that these women had to pay the additional 

fees to the MMoE or extend their teaching contract upon returning home. My 

findings add to the existing literature which notes the challenges international 

ÓÔÕÄÅÎÔÓ ÆÁÃÅ ×ÈÅÎ ÔÈÅÒÅ ÉÓ Á ÍÉÓÍÁÔÃÈ ÂÅÔ×ÅÅÎ ÒÅÃÒÕÉÔÅÒÓȭ ÐÒÏÍÉÓÅÓ ÁÎÄ ÔÈÅ 

actual delivery of international education (Lee, 2010; Lee & Opio, 2011). My 

findi ngs also echo the literature which highlights how international students may 

face challenges associated with academic adjustment requirements (Andrade, 

2006; Ramsay et al., 1999; Wu, Garza, & Guzman, 2014), and sociocultural 

acculturative stress or difficuÌÔÉÅÓ ÁÄÁÐÔÉÎÇ ÔÏ ÔÈÅ ȬÆÏÒÅÉÇÎȭ ÅÎÖÉÒonment of the 

host country (Gu et al., 2010; Lee, 2012; Smith & Khawaja, 2011).  

 

)Î #ÈÁÐÔÅÒ &ÉÖÅȟ ) ÁÌÓÏ ÆÏÃÕÓÅÄ ÏÎ ×ÏÍÅÎȭÓ ÒÅÆÌÅÃÔÉÏÎÓ ÏÎ ÈÏ× ÔÈÅÉÒ ÉÎÔÅÒÎÁÔÉÏÎÁÌ 

education experiences in New Zealand shaped their later professional practice. 

Key findings showed that, overall, all women had positive recollections of New 

Zealand due to the opportunities it offered for exposure to new ideas and 

practices, exposure to new knowledge systems, and exposure to new ways of 

think ing. Participants argued that the knowledge, skills, ideas, practices, and 

values they had gained in New Zealand had profoundly impacted their careers 

and shaped their later interactions with students and organisational stakeholders 
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in Malaysia. Notably, participants described their exposure not only in relation to 

ÃÏÎÔÅÎÔ ÁÎÄ ÉÄÅÁÓȟ ÂÕÔ ÁÌÓÏ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ÔÈÅ ×ÁÙÓ ÏÆ ȬÂÅÉÎÇȭ Á ÔÅÁÃÈÅÒȢ )Î ÔÈÉÓ 

aspect, my findings align with other studies which showed that competent role 

models such as teacher educators and lecturers profoundly impact studentÓȭ 

acquisition of knowledge, skills, and values, which may be transferable in their 

later careers (De Wit & Hunter, 2015; Teichler, 2004; Yee, 2014). They also align 

with other literature that highlights how internation al study experiences enrich 

pre-serviÃÅ ÔÅÁÃÈÅÒÓȭ ÐÅÒÓÏÎÁÌ ÁÎÄ ÐÒÏÆÅÓÓÉÏÎÁÌ ÇÒÏ×ÔÈ ÁÎÄ ÃÏÎÔÒÉÂÕÔÅÓ ÔÏ 

improved language skills, and increased awareness of unfamiliar cultures and 

local contexts, through involvement in local activities (Malewski & Phillion, 2009; 

Medina et al., 2015; Pence & Macgillivray, 2008; Sahin, 2008).  

 

The third research question asked how the women currently make sense of their 

career pathways in Malaysia. In Chapter Six, I considered how women interpreted 

the challenges and enablers that had shaped their career pathways in Malaysia, 

after their return. Women identified home and family, as well as the workplace, 

as presenting both challenges and enablers in relation to their careers. On the one 

hand, home and family presented challenges, such as pressure to run the 

household alone following the death of a spouse; personal health-related 

challenges; and the need to prioritise children, spouses and parents alongside (or 

instead of) careers. Additionally, some women noted how pressure from 

relatives, family members, and other members of society led to a sense of 

ÐÒÅÓÓÕÒÅ ÏÒ ÏÆ ÂÅÉÎÇ ÊÕÄÇÅÄ ɉÆÏÒ ÅØÁÍÐÌÅ ÉÎ ÒÅÌÁÔÉÏÎ ÔÏ ×ÏÍÅÎȭÓ ÓÉÎÇÌÅ ÏÒ 

divorced status), with serious repercussions on their careers.  

 

These findings align with findings reported elsewhere. For example, Al-Lamky 

(2007), Buddhapriya (2009), Cheung and Halpern (2010), Kauser and Tlaiss 

(2011), Metcalfe (2007), Salloum (2003), and Tlaiss and Kauser (2011) found 

that women who held leadership positions, particularly those from non-Western 

countries, sometimes faced an imbalance of power-sharing at home. To date, few 

ÓÔÕÄÉÅÓ ÈÁÖÅ ÅØÐÌÏÒÅÄ ×ÏÍÅÎ ÅÄÕÃÁÔÏÒÓȭ ÅØÐÅÒÉÅÎÃÅÓ ÏÆ ÐÏ×ÅÒ-sharing in the 

public and private spheres in Malaysia. Therefore, my study contributes to our 
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understanding of the kinds of difficulties diverse Malaysian women may face 

balancing power-sharing responsibilities across their lives and careers.  

 

Additionally, my study findings echo the work of scholars such as Abramo et al. 

(2015) and Baumgartner and Schneider (2010), who found that lack of support 

in the workplace is a key barrier to women attaining higher positions in male-

dominated organisations. Issues these scholars ÁÓÓÏÃÉÁÔÅ ×ÉÔÈ ×ÏÍÅÎȭÓ ÄÉÆÆÉÃÕÌÔÙ 

at work include heavy workloads; non-standard work schedules; lack of support 

and access to networking, mentoring and sponsoring; and gender role 

stereotyping and discrimination. My study findings also corroborate the findings 

of other scholars who found that women were often side-lined for promotion 

compared to men (for example, Alksnis et al. , 2008; Ely et al., 2011; Groysberg, 

2014).  

 

On the other hand, key findings revealed that home and family and workplace 

factors also functioned as enablers to particiÐÁÎÔÓȭ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓȢ 3ÉÎÇÌÅ ÁÎÄ 

married participants alike expressed appreciation for the support and motivation 

they received from home and family members. Single participants described how 

family members offered support in terms of domestic work. Most single 

participants also admitted their parents tended to favour them compared to 

other children due to their singleness.  

 

The single women also received on-going motivation from parents and siblings 

to further their study and focus on career progression. As discussed in Chapter 

3ÉØȟ ÔÈÅ ×ÏÍÅÎȭÓ ÄÅÐÉÃÔÉÏÎ ÏÆ ÓÉÎÇÌÅÎÅÓÓ ÉÎ ÔÈÅ -ÁÌÁÙÓÉÁÎ ÃÏÎÔÅØÔ ÒÁÎ ÃÏÕÎÔÅÒ ÔÏ 

representations of singleness as living alone. In this regard, my study challenges 

the Western view of singleness as involving isolation. While in Western contexts 

ÔÈÅ ÔÅÒÍ ȬÓÉÎÇÌÅÎÅÓÓȭ ÃÏÍÍÏÎÌÙ ÒÅÆÅÒÓ ÔÏ ÌÉÖÉÎÇ ÁÌÏÎÅ ɉ2ÅÙÎÏÌÄÓ Ǫ 4ÁÙÌÏÒȟ ςππυȠ 

Shoebridge, 2012; Simpson, 2016), in the Malaysian context, singleness may 

involve co-residing with parents and siblings (Johnson & DaVanzo; 1997; Ngin & 

DaVanzo, 1999). My study adds to other research which highlights that 

understandings and experiences of singleness are socially and culturally located 

(for example, see Jones & Ramdas, 2004; Situmorang, 2007).  My study offers new 
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ÉÎÓÉÇÈÔÓ ÉÎÔÏ ÔÈÅ ÃÏÍÐÌÅØ ÌÉÎËÓ ÂÅÔ×ÅÅÎ ÓÉÎÇÌÅÎÅÓÓ ÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ 

Malaysia.  

 

Similarly, married participants described support and motivation from their 

spouses, parents, and other family members. For some of the married women, 

having their spouses share domestic duties in the 1990s and earlier was rare, as 

the customary practice at the time was that wives should shoulder 

responsibiliti es for motherhood and domestic roles. To some married women 

who co-resided with their parents and siblings, this meant they received added 

support at home, and they had more time to focus on their careers. My study 

highlights the importance of recognising the different arrangements of married 

×ÏÍÅÎȭÓ ÌÉÖÅÓ ×ÈÉÃÈ ÍÁÙ ÓÈÁÐÅ ÔÈÅÉÒ ÃÁÒÅÅÒ ÅØÐÅÒÉÅÎÃÅÓ ÉÎ ÔÈÅ -ÁÌÁÙÓÉÁÎ ÃÏÎÔext 

ɂ in my study, factors such as strong family ties and successful dual-career 

ÍÁÒÒÉÁÇÅÓ ÈÁÄ ÉÍÐÏÒÔÁÎÔ ÐÒÁÃÔÉÃÁÌ ÉÍÐÌÉÃÁÔÉÏÎÓ ÆÏÒ ×ÏÍÅÎȭÓ ÃÁreer experiences 

and outcomes. This finding is in keeping with work by Alesina & Giuliano (2010),  

Salleh et al. (2007) and Silberstein (2014) who suggest the importance of  taking 

into account such support when studying the impact of domestic duties on 

professional roles.  

 

My study findings highlight that the KCM may be complicated by attention to 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ ÎÏÎ-Western contexts. For example, Mainiero and Sullivan 

(2005, 2006) contended that at mid-career level, most women are concerned 

×ÉÔÈ Á ÆÁÍÉÌÙȭÓ ÎÅÅÄ ÆÏÒ ȬÂÁÌÁÎÃÅȭ, relationships, and caregiving alongside their 

nÅÅÄ ÔÏ ÂÅ ȬÁÕÔÈÅÎÔÉÃȭ. However, most women in my study described a need to 

juggle work-life balance not only at mid-career level, but also at senior-career 

levels (see Chapters Six and Seven). Such an outcome once again suggests that, 

when seeking to underÓÔÁÎÄ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȟ ×Å ÎÅÅÄ ÔÏ ÔÁËÅ ÉÎÔÏ ÁÃÃÏÕÎÔ 

contextual factors, such as culture, family role and expectations, and societal 

values. AcÃÏÒÄÉÎÇ ÔÏ /ȭ.ÅÉÌ ÅÔ ÁÌȢ ɉςπρσɊȟ 0ÁÔÔÏÎ ɉςπρσɊȟ and Pringle & McCulloch 

Dixon (2003), taking into account cultural and social factors when considering 

×ÏÍÅÎȭÓ ÌÉÖÅÓ ÁÎÄ ÃÁÒÅÅÒÓ ÉÓ ÉÍÐÏÒÔÁÎÔ ÂÅÃÁÕÓÅ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÒÅ ÕÎÉÑÕÅȟ 

complex, and often, non-linear. The KCM used in this study to make sense of 
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×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÄÏÅÓ ÎÏÔ ÃÁÐÔÕÒÅ ÔÈÅ ÃÕÌÔÕÒÁÌ ÁÎÄ ÓÏÃÉÁÌ ÃÏÍÐÌÅØÉÔÉÅs women 

revealed when discussing career challenges and enablers.  

 

4ÈÅ ÆÏÕÒÔÈ ÒÅÓÅÁÒÃÈ ÑÕÅÓÔÉÏÎ ÁÓËÅÄ ÈÏ× ÔÈÅ ×ÏÍÅÎ ÄÅÆÉÎÅÄ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ 

at the time of our interviews. Key findings discussed in Chapter Six revealed that 

most women in this study no longer associated career success with linear or 

hierarchical career pathways, or external reward. In contrast, 12 of the 14 

participants defined career and success in relation to a sense of personal 

achievement and the achievement or success of other people in their lives (for 

example, children, spouses, and students). These women also associated success 

with doing what made them happy, and wiÔÈ ÂÏÓÓÅÓȭ ÁÃËÎÏ×ÌÅÄÇÅÍÅÎÔÓ ÏÆ ÔÈÅÉÒ 

capabilities and contributions. These findings both contradict and reflect the 

existing literature (Baruch, 2004; Hall, 1996, 2002; Patton & McMahon, 2006, 

2014) which suggests that, in Western settings, people mostly associate career 

success with vertical advancement within organisations. Notably, other literature 

has suggested that success is a subjective construction of the individual, for 

example, where people define success as being able to do what they desire in their 

careers (Collin & Watts, 1996).  

 

Some women shared how their willingness to accept job mobility in response to 

ÍÁÌÅ ÂÏÓÓÅÓȭ ÒÅÑÕÅÓÔÓ subsequently contributed to career success. These women 

described how, despite a reluctance to move location, new places provided 

opportunities for better career prospects.  

 

4ÈÅ ×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÖÁÒÉÅÄ ÉÎ ÔÅÒÍÓ ÏÆ ÔÈÅÉÒ ÒÅÐÒÅÓÅÎÔÁÔÉÏÎÓ ÏÆ ÍÁÌÅ 

colleagues. Some women who were in leadership roles attributed their career 

success to male mentors and sponsors. Other women described male colleagues 

and bosses as having blocked their career progression. These findings suggest 

that male sponsors and mentors may play a particularly influential role in work 

contexts which tend to be dominated by men. Similar findings have been reported 

in studies by Bickel (2014), Burk and Eby (2010), and Haggard and Turban 

(2012). My study findings echo those reported in other literature which notes 

that career success (understood as linear progression) requires engagement with 
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ÔÈÅ ȬÒÉÇÈÔ ÐÅÏÐÌÅȭ ×ÉÔÈÉÎ ÏÒÇÁÎÉÓÁÔÉÏÎÓ (Abramo et al., 2015; Baumgartner & 

Schneider, 2010; Healy et al., 2011), particularly for women (Arthur et al., 1995; 

Forret & Dougherty, 2004; Wang, 2009). These findings of my research suggest a 

need for organisational leaders to make gender equity an explicit priority and to 

ÄÅÖÅÌÏÐ ÍÅÎÔÏÒÉÎÇ ÁÎÄ ÓÐÏÎÓÏÒÉÎÇ ÐÒÏÇÒÁÍÍÅÓ ÉÎ ÏÒÄÅÒ ÔÏ ÓÕÐÐÏÒÔ ×ÏÍÅÎȭÓ 

career enhancement.   

 

The fifth question asked how women imagined their future career trajectories. In 

#ÈÁÐÔÅÒ 3ÅÖÅÎȟ ) ÄÉÓÃÕÓÓÅÄ Ô×Ï ÔÒÁÊÅÃÔÏÒÉÅÓ ÔÈÁÔ ÅÍÅÒÇÅÄ ÉÎ ÔÈÅ ×ÏÍÅÎȭÓ 

narratives: staying in the system and leaving the system. The four women who 

planned to stay in the system imagined continuing their postgraduate study at 

masterȭs or doctoral level and persisting in their effort to prove their worth to 

their employers. These women hoped they would obtain the promotion they 

wanted and deserved. However, one woman planned to improve her professional 

practice by attending continuing professional development courses and pursuing 

research work. This woman said she was not looking for promotion, but for what 

made her happy. 

 

The remaining eight women who planned to leave the system imagined various 

career possibilities. These included overseas migration, engaging in care work for 

their families and communities, shifting careers, and retiring. At the time of the 

interviews, two women had already retired due to poor health. However, in a 

recent development, one of the women who retired had returned to voluntary 

work , while the other sought to improve her faith and spend more time with 

families and friends.  

 

Women who planned to migrate overseas described a shift to prioritising their 

spousesȭ ÃÁÒÅÅÒÓ ÁÎÄ ÃÈÉÌÄÒÅÎȭÓ ÅÄÕÃÁÔÉÏÎȢ 7ÏÍÅÎ ×ÈÏ ÐÌÁÎÎÅÄ ÔÏ ÄÏ ÍÏÒÅ ÃÁÒÅ 

work by opting for early or compulsory retirement were concerned about 

fulfilling their duties to families and communities. Women who planned to shift 

careers described a career change as an opportunity to fulfil their earlier career 

ÁÓÐÉÒÁÔÉÏÎÓȟ ×ÈÉÃÈ ÔÈÅÙ ÃÏÕÌÄ ÎÏÔ ÆÕÌÆÉÌ ÄÕÅ ÔÏ ÔÈÅÉÒ ÐÁÒÅÎÔÓȭ ÉÎÆÌÕÅÎÃÅȢ 4ÈÅ 
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×ÏÍÅÎȭÓ ÁÃÃÏÕÎÔÓ ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÓÕÇÇÅÓÔ ÔÈÁÔ ÇÁÉÎÉÎÇ ÌÅÁÄÅÒÓÈÉÐ ÏÐÐÏÒÔÕnities is 

ÎÏÔ ÐÁÒÔ ÏÆ ÅÖÅÒÙ ×ÏÍÁÎȭÓ ÇÏÁÌÓȢ  

 

)Î ÓÕÍȟ ÔÈÅ ×ÏÍÅÎȭÓ intended career trajectories both reflected and contradicted 

-ÁÉÎÉÅÒÏȭÓ ÁÎÄ 3ÕÌÌÉÖÁÎȭÓ ɉςππυȟ ςπρψɊ +#-ȟ ×ÈÉÃÈ ÓÕÇÇÅÓÔÓ ÔÈÁÔ ×ÏÍÅÎ ÁÒÅ 

more concerned about work-life balance at the mid-career level and about being 

authentic at the senior career level. To varying degrees, participants in my study 

demonstrated authenticity concerns ɂ what Mainiero and Sullivan (2006) 

ÄÅÓÃÒÉÂÅ ÁÓ ȰÂÅÉÎÇ ÔÒÕÅ ÔÏ ÏÎÅÓÅÌÆȱ ɉÐȢ φɊ ÁÎÄ !ÖÏÌÉÏ ÅÔ ÁÌȢ ɉςππτɊ ÁÎÄ %ÁÇÌÙ ɉ2005) 

ÔÅÒÍ ȬÁÕÔÈÅÎÔÉÃ ÌÅÁÄÅÒÓÈÉÐȭȢ (Ï×ÅÖÅÒȟ ÔÈÅ ×ÏÍÅÎȭÓ ÉÍÁÇÉÎÅÄ ÆÕÔÕÒÅ ÃÁÒÅÅÒÓ 

contested understandings of successful careers as unidirectional, moving 

towards increasing freedom, or constructed in relation to mainstream markers 

of success (remuneration and promotion).  

 

My study findings highlight the complexities of women's careers, revealing the 

multiple ways in which Malaysian women think about careers and career success. 

On the one hand, women in my study expressed frustration with a lack of 

opportuni ty for promotion or with the uneven ways in which men and women 

×ÅÒÅ ÐÒÏÍÏÔÅÄ ÉÎ ÔÈÅÉÒ ×ÏÒËÐÌÁÃÅÓȢ /Î ÔÈÅ ÏÔÈÅÒ ÈÁÎÄȟ ÓÏÍÅ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ 

aspirations challenge existing literature, which positions care work involving 

children and ageing parents as counter ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÓÕÃÃÅÓÓ ɉ$ÕØÂury & 

Higgins, 2013; Mainiero & Sullivan, 2006; Pyperȟ ςππφɊȢ 7ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÉÎ 

ÍÙ ÓÔÕÄÙ ÃÏÕÎÔÅÒÅÄ Á ÕÎÉÄÉÒÅÃÔÉÏÎÁÌ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÏÆ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÁÓ 

involving movement away from juggling care work to enjoying career freedom. 

!ÌÓÏȟ ÔÈÅ ×ÏÍÅÎ ÉÍÁÇÉÎÅÄ ȬÃÁÒÅÅÒͻ ÁÎÄ ȬÓÕÃÃÅÓÓͻ ÉÎ ×ÁÙÓ ÔÈÁÔ ÅØÃÅÅÄÅÄ ÔÈÅ 

conflation of income and labour, or public recognition and work. These findings 

show ÔÈÁÔ ×ÏÍÅÎ ÕÎÄÅÒÓÔÁÎÄ ȬÃÁÒÅÅÒȭ ÁÎÄ ȬÓÕÃÃÅÓÓȭ ÉÎ ÍÕÌÔÉÐÌÅ ×ÁÙÓȟ ÁÎÄ ÔÈÁÔ 

their understandings are likely to shape their unique career trajectories, 

alongside specific barriers and enablers.  

 

-Ù ÆÉÎÁÌ ÒÅÓÅÁÒÃÈ ÑÕÅÓÔÉÏÎ ÁÓËÅÄ ÈÏ× ÔÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÍÉÇÈÔ ÉÎÆÏÒÍ ÏÕÒ 

thinking about non-7ÅÓÔÅÒÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ 4ÈÒÏÕÇÈÏÕÔ #ÈÁÐÔÅÒÓ &ÏÕÒ ÔÏ 

Seven, this study highlighted the complex and contradictory situations in which 
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Malaysian women educators made sense of their careers in the Malaysian 

context. These women highlighted how, having been trained abroad, some felt 

they deserved better positions and rewards in the organisations. However, most 

felt side-lined in relation to promotion and formal leadership roles. Even women 

who were in leadership roles described having gone through multiple obstacles 

ÉÎ ÏÒÄÅÒ ÔÏ ÇÁÉÎ ÌÅÁÄÅÒÓÈÉÐ ÐÏÓÉÔÉÏÎÓȢ )ÎÔÅÒÅÓÔÉÎÇÌÙȟ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ 

positioned men as both presenting barriers to their career progression and as 

ÅÎÁÂÌÉÎÇ ×ÏÍÅÎȭÓ ÁÃÃÅÓÓ ÔÏ ÌÅÁÄÅÒÓÈÉÐ ÐÏÓÉÔÉÏÎÓȢ  

 

4ÈÅ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ ÐÒÏÖÉÄÅ ÉÎÓÉÇÈÔÓ ÉÎÔÏ ÔÈÅ ÒÅÌÅÖÁÎÃÅ, or otherwise, of the 

+#- ɉ-ÁÉÎÉÅÒÏ Ǫ 3ÕÌÌÉÖÁÎȟ ςππυȟ ςππφɊ ÔÏ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓ ÉÎ -ÁÌÁÙÓÉÁȟ Ánd 

perhaps, in other non-Western contexts. First, while the KCM predicted that 

women tend to look for challenge at the early career stage, most women in this 

study had limited agency at the early career stage, as parents exercised influence 

over their earlÙ ÃÁÒÅÅÒ ȬÃÈÏÉÃÅÓȭ ɉÓÅÅ #ÈÁÐÔÅÒ &ÏÕÒɊȢ Second, KCM predicted that 

women tend to focus on family life, and hence, face issues balancing work-life at 

the mid-career level. However, women in this study were still confronted with 

work -life balance issues even at the senior-career level. Third, KCM predicts that 

most women are focused on authenticity at the senior-career level. To varying 

ÄÅÇÒÅÅÓȟ ×ÏÍÅÎȭÓ ÁÓÐÉÒÁÔÉÏÎÓ ÉÎ ÔÈÉÓ ÓÔÕÄÙ ÒÅÖÅÁÌÅÄ Á ÓÅÎÓÅ ÏÆ ÁÕÔÈÅÎÔÉÃÉÔÙ ÁÎÄ 

authentic leadership at mid-to senior-career levels, but not necessarily in relation 

to formal career progression (see Chapters Six and Seven). Instead of focusing on 

getting leadership roles within their organisations, women imagined their career 

trajectories differently, mostly in relation to (paid or voluntary) work outside 

their organisations. In this regard, women contested dominant constructions of a 

ȬÐÅÎÓÉÏÎÅÒ ÉÄÅÎÔÉÔÙȭȟ where people make sense of and manage the transition to 

retirement in relation to their lifetime careers (see Duberley et al., 2014; Elder & 

Johnson, 2003; Kim & Moen, 2002; Price, 2000, 2003). As noted, authenticity was 

ÎÏÔ ÎÅÃÅÓÓÁÒÉÌÙ ÁÓÓÏÃÉÁÔÅÄ ×ÉÔÈ ȬÃÁÒÅÅÒȭ ÕÎÄÅÒÓÔÏÏÄ ÉÎ ÔÒÁÄÉÔÉÏÎÁÌ ÔÅÒÍÓ ÉÎ 

relation to linear progression. Some women also contested dominant 

constructions ÏÆ Á ȬÆÒÕÓÔÒÁÔÅÄȭ ×ÏÒËÅÒ ÂÙ ÌÏÏËÉÎÇ ÆÏÒ ÃÁÒÅÅÒ ÓÁÔÉÓÆÁÃÔÉÏÎ 

elsewhere, choosing to do what they liked, and shifting their skills to other 

ÓÅÃÔÏÒÓȢ 4ÈÉÓ ÓÔÕÄÙ ÃÏÍÐÌÉÃÁÔÅÓ ÓÉÍÐÌÉÓÔÉÃ ÕÎÄÅÒÓÔÁÎÄÉÎÇÓ ÏÆ ×ÏÍÅÎȭÓ ȬÃÈÏÉÃÅȭ ÉÎ 
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relation to careers, the role of family in relation to careers, and what constitutes 

ȬÃÁÒÅÅÒ ÓÕÃÃÅÓÓȭȢ )Ô ÓÕÇÇÅÓÔÓ ÔÈÅ ÉÍÐÏÒÔÁÎÃÅ ÏÆ ÁÃÃÏÕÎÔÉÎÇ ÆÏÒ ÃÕÌÔÕÒÁÌ ÁÎÄ ÓÏÃÉÁÌ 

context, including family and expectations and roles when seeking to understand 

×ÏÍÅÎȭÓ ÃÁÒÅÅÒÓȢ  

 

So far, I have discussed how my study findings complicate KCM. The patterns and 

stages of the Malaysian TISTEP women in this study did not quite fit the model of 

KCM developed by Mainiero and Sullivan (2005, 2006). Next, I propose a model 

(see Figure 5 below) which illustrates MalaÙÓÉÁÎ ×ÏÍÅÎȭÓ ÃÁÒÅÅÒ ÔÒÁÊÅÃÔÏÒÉÅÓ ÁÓ 

they emerged in my study, and the factors they saw as shaping these. The factors 

in this model are based on the findings in my study as discussed in Chapters Four 

to Seven. 

 

Figure 5. Proposed ÍÏÄÅÌ ÆÏÒ -ÁÌÁÙÓÉÁÎ 4)34%0 7ÏÍÅÎȭÓ #ÁÒÅÅÒ 0ÁÔÈ×ÁÙÓ 

 

Figure 5 shows that the parameters (ABC) were ÅÖÉÄÅÎÔ ÉÎ ×ÏÍÅÎȭÓ ÎÁÒÒÁÔÉÖÅÓ in 

my study. However, the parameters did not appear in sequence, and neither did 

they move in predictable stages as predicted in the version of KCM (see page 97) 

developed by Mainiero and Sullivan (2005, 2006). !Ó ÄÉÓÃÕÓÓÅÄȟ ×ÏÍÅÎȭÓ ÁÇÅÎÃÙ 

was constrained, in that women could not necessarily shift the pattern of their 




















































































































































