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5.4.2 Summary

This section has discussed the tools and strategies that FTTs used in making decisions on
how they managed potential conflicts to survive different and difficult situations during their
negotiations of being and becoming teachers in Ontario schools.

It was found that internally, learning was an essential tool for the FTTs to negotiate for
entitlement. Some believed in patience and persistence and others had the ability to live with "fate".
An FTT, the only one among the seven who had the opportunity to supply teach drew strength from
her religious faith. Externally in their contact with significant others in schools, most FTTs relied
on volunteering and supply teaching and some were willing to make sacrifices in exchange for
acceptance. A few of them tried to compromise to avoid potential conflicts. Additionally, some FTTs

found that silence was an effective strategy.

5.5 Research Question Five

How does the process of professional upgrading and subsequent experiences change FTTs'
long-term professional aspirations in Canada?

This question seeks to assess the FTTs' over three-year experience in reconstructing a
professional identity as teachers in Ontario schools and examine its impact on their long-term career
goals in Canada.

5.5.1 Insiders' !fI'E!!!Su
The FTTs mentioned that their three-year experiences in Ontario schools were rewarding in

that they understood what teaching meant in Canada; but also disappointing in that they had a real

*  Similar to the presentation in 5.4., there is no Outsiders’ Views subsection since there were no relevant data
available to the question addressed.
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taste of what it meant to be a (racial minority) immigrant teacher in Canadian schools. Consequently,
their experiences had both positive and negative impacts on them.

Positive impact. The positive impact was evidenced in their feelings towards those who had
assisted them and their future plans.

The first positive impact is FTTs' appreciation for the support that they received from
Canadian educators and school teachers in their reconstruction of a professional identity in Ontario
schools.

Adam owed his success to the PUP which he described as an important cornerstone for his
professional career in Canada. Angela, Barbara and Wilson acknowledged that the PUP had created
an opportunity for them to gain actual Canadian teaching experience which led to their teaching
certification. To Ted, the most significant gain from the PUP was that he had attained some
Canadian working experience upon which he built confidence to compete for jobs with CTTs. The
meaningfull benefit for Henry and Rose, who had been certified teachers but never taught before the
PUP, was the opportunity to experience what it meant to be a teacher in Canada.

The second impact is that most FTTs developed some sense of satisfaction with their
accomplishments after they had received additional Canadian training and gained actual teaching
experiences in Ontario schools.

Adam had a strong feeling of satisfaction in his career advancement. Wilson was satisfied
with the fact that the PUP assisted him in becoming an Ontario certified teacher when he had been
in Canada for only about two years. In addition, Angela enjoyed her success in the PUP; Henry was
content with what he could get; Rose was satisfied with her own effort; and Ted was pleased with

the fact that he had a job.
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The third impact is the fact that some FTTs were actively waiting for teaching positions for
they had some faith that perhaps one day they could end up in teaching in classrooms within a
Canadian school system.

Ted had been employed by a school board for three years. He hoped that as time went by he
would become more and more familiar with the system, which could lead to a teaching position for
him.

Rose had some real advantages. To begin with, she was financially burden-free, and could
afford to wait for a teaching position without doing odd jobs. Additionally, she was certified in
teaching English and French and had gained adequate experience through supply teaching since the
PUP. Most importantly, she was acknowledged by the MET and confirmed by a large local school
board that she was, indeed, a competent and effective teacher. Rose was waiting, persistently,
patiently and actively because she had faith in God and in herself.

Wilson expected to be employed as a classroom teacher or a school administrator after he
finished his graduate studies. In case he failed to succeed in obtaining either position, he would stop
working in the MLO position which he regarded as a dead-end job. Instead, he would seek to work
for an internationally-based educational organization.

The fourth impact refers to a multiple career path that some FTTs took. Given the limited
opportunities for teaching, most FTTs looked for alternatives. For example, at the time of the
interview, Adam and Wilson, who had majored in biology, had acquired some counselling skills and
were doing graduate studies in sociology and educational adminstration, respectively. Henry, whose
specialization was mathematics, had developed some skills in counselling and was taking computer
training. Ted, who had degrees in English and history, had earned a mater's degree in history, a

certificate in teaching ESL, and some training in counselling.
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Negative impact. The first one can be described as inactive waiting. In contrast with those
who had some hope and were waiting actively for an opportunity to work in classrooms, Angela was
also waiting, but inactively. Due to her diminishing connections within the system, her career was
at stake. She hoped that there would be something for her to do in schools, for instance, working as
a teachers' aid. Certified teachers were, unfortunately, not allowed to work as teachers' aids in
Ontario schools. Angela did not have a specific plan as what to do and how to make a breakthrough
to improve her situation.

Furthermore, contrary to their feelings of satisfaction, all FTTs had some disappointment.
Barbara was very disappointed. According to her, she was accepted by her students but rejected by
some teachers in the name of her accent. She said that these teachers were actually jealous of her and
felt threatened by her recognition from students. She was no longer called for supply teaching after
her one-time setback in supervising kids at a lunch time in a school.

Barbara obviously felt that she was discriminated against because of her race. She regretted
taking the PUP because her certificate was useless; she regretted volunteering because she had
wasted one year and lots of gas. In other words, she regretted investing in the PUP and she was
angry, demanding that, "The system should give us a break and do more than just offer courses and
issue certificates.”

Other FTTs shared Barbara's disappointment, but not as intensely as she did. Ted was
disappointed because he was not employed as a teacher, and Wilson felt suppressed because he was
not allowed to be open and creative. Rose did not want to talk about satisfaction. When pressed with
the question if she was, in any way, pleased with what she had achieved, her answer was that "l am

satisfied with my own effort."
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Angela displayed her vulnerability, wishing that she had not wasted her investment because
"work after education really makes you feel that you are part of the system". She also wished that
she were able to get back her previous evening teaching position. Henry believed that the outcomes
of the PUP could have been better for the FTTs if obstacles had been removed.

Analogous to disappointments is a feeling of powerlessness. In spite of having received
additional training in Canada, FTTs were still unknown and many employers were unwilling to hire
them. As Sandra observed, "They [FTTs] are just like going against a brick wall. Nobody seems to
listen to them": and as Ben concluded, "They [FTTs] are not going to get into the system if they are
on their own."

These barriers nursed a profound sense of powerlessness, a feeling created by the outside but
felt inside by some FTTs. Angela felt hopeless for being unable to break the ice and start anew.
Henry felt that he had no choice but to invest in a new career with his limited resources. Rose, who
seemed to be strong, when asked about her ideal workplace, refused to answer the question. Instead,
she questioned, "Do [ have a choice?"

The FTTs' disappointment and powerlessness generated some distrust and cynicism. It was
not because FTTs had not achieved what they had expected and started to blame those who had the
power to hire them but failed to do so. For example, during the group session when the discussion
focused on race, Rose cautioned her fellow FTTs, "I wouldn't want us to accuse white people as
racists. It's so easy to do [that]...I want us to look at this in a more charitable way." In expressing his
view that some teachers had a prejudice against FTTs and ESL students, Henry made it clear, "I
am not saying these teachers are bad but it is a barrier that the system should make a start to

remove it."
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Angela and Wilson did not have full confidence in the school system which claimed to hire
teachers on merits and principles but in reality appeared to use other criteria. Adam, although
relatively successful, did not dare to trade his current position within his community with a teaching
position in a school even if he was offered one. He did not want to take the chance of working under
the leadership of a principal who might distrust people like him. Working for his community, a "safe
nest", freed him from having to endure potential racial- and ethnic-related burdens.

Ted was uncertain whether he was the "problem” or the school system was the "barrier”.
Sometimes he felt that if he had learned how to negotiate with the system effectively, he would get
a teaching position, and therefore he was actively waiting. But sometimes, he felt that "There is no
way we [FTTs] can get in because they [principals, retiring teachers and supply CTTs] all know each
other."

Henry distrusted the school system because it welcomed immigrant students to its schools
but rejected immigrant teachers to work there. Rose did not trust the school system because of its
superficiality, for example, when school personnel talked about multiculturalism and put posters on
school walls, "This is us, Canada - with different faces - black faces, Chinese faces. They are
laughing together, they are posting us. But the teachers are not laughing with you [us]."

Henry was cynical. In his view, the value system in some Ontario schools was saturated with
the notion that "we [the white] are superior and they [the non-white] are inferior." Unless FTTs were
willing to be used or to butter up those in power, they would not have a chance to be employed in
the school system. Henry also suggested that acceptance of a few individual FTTs was just a
symbolic gesture on the condition that they were seen to be like the white persons. It did not mean

at all that FTTs as a group were valued.
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This may help explain why Rose sounded very cynical when the focus group was arguing on
whether to be or not to be judgemental about Ontario school practices. She said, "This is interesting,
hey? It's okay for them [CTTs] to criticize us. But it is not okay for us to see anything wrong with
it [school system]." What she said implied that while everything was probably allowed for CTTs,
the same thing could be sharply condemned if FTTs were involved. It was like an old problem of

different meanings for the same expression which left the FTTs feeling hopeless®.

5.8 m

This section has explored the impact of the FTTs' three-year experience in an Ontario school
system on their long-term professional aspirations in Canada.

All FTTs expressed their appreciation for the support from Canadian educators and some
school teachers. They were also satisfied with their academic achievements, teaching certification
and actual Canadian teaching experience. These positive experiences gave some FTTs confidence
to continue their investment in improving their academic qualifications and professional
development. They were actively waiting for an opportunity to have a career in Canadian classrooms.

While some FTTs enjoyed their experiences and were confident of eventually achieving
career plans, some others were disappointed because of their negative experiences. Consequently,
these FTTs felt that they had wasted their time and energy and regretted taking the PUP. Some had
lost faith in the system and were critical of or even cynical of the initiatives taken by the system with

the good intention of helping them become established in Canada.

5. When the focus group was held, teachers across the Province of Ontario were on strike, the largest ever in North

America. Wilson did not understand while CTTs were unconcerned about student learning and walked out of classrooms
to fight for their own contracts, salary increase and benefits, they accused him of being judgemental when he showed
genuine concemns for student behaviour and for their learning.
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5.6 Suggestions for Future Initiatives
This section reports on the suggestions offered by the informants about what should be done

to better facilitate FTTs' integration into Ontario school systems.

5,6.1 Insi ' Vi

Reflecting on their experience in Ontario schools, the FTTs made a few general suggestions
on how to be successful in pursuing a professional career in Canadian classrooms.

To begin with, most FTTs emphasized that they must satisfy Canadian competence
requirements by being strong in teaching, proficient in English (L2), and committed to the teaching
profession. A few FTTs also proposed that FTTs must develop skills in nerworking. Due to their
isolation and lack of support from a school milieu, it became critical that an organization should be
established where they could turn to for advice and support when they needed. As Barbara
explained,"The whole game is about networking, about whom you know because what's happening
in schools is that every teacher has a supply teacher as a backup."

In addition to teaching competence and networking, all FTTs recommended strongly that it
was absolutely essential that support from the OMET, school boards and school principals be
provided to ensure FTTSs' success in Ontario schools. Given the various barriers (as described in 5.1),
"there must be policy changes in hiring practice within the school system, and an independent agency
should monitor the implementation of policies” (Ted). Otherwise, "constantly there will be people
[FTTs] who are at the door but never be able to enter it" (Rose).

6 iders'
Looking back over their experience with the FTTs in their classrooms, schools, and on the

university campus, the outsiders offered four sets of suggestions.
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To begin with, some outsiders were concerned about FTTs' training. Jack pointed out that
it was important for FTTs to keep themselves informed about Canadian curricula and educational
innovations. To become teachers in Canadian schools, they should become competent and
knowledgeable by taking courses, subscribing to a professional journal, and by volunteering and
supply teaching in schools. Most importantly, they should never give up but keep going until they
reached their career goals.

Brian indicated that university education faculties should identify accurately what FTTs'
needs were and integrate their needs into the training program it offered. According to Peter, FTTs
needed a "complete package" of retraining in teacher education. He suggested that they be givena
series of very rigorous training sessions and workshops on basic pedagogical and assessment skills
acceptable in the North American teaching environment. As well, they must have a good
understanding of Canadian education, and of North American sociology on the characteristics and
needs of the early, middle and late adolescent. Finally, they should learn how to create a professional
persona as a teacher.

To assist FTTs in competing on an equal playing field with Canadian candidates, Peter also
advised that FTTs be given workshops on how to write professional portfolios and prepare for job
interviews. In conclusion, Peter felt that if FTTs fuily satisfied these Canadian teaching criteria, there
would be no reason why they would not be hired for teaching in Canadian schools.
Extract | (Peter):

If they can't obtain a position, then my question is:"Are they in fact equal to other
student teachers? Can they teach?" If not, then we don't want them.

By contrast, Sandra disagreed with Peter's assessment of the FTTs' teaching qualifications.
When asked what Canadian universities could do to help FTTs upgrade their skills, Sandra repeated

that FTTs did not need to go through a regular teacher training program.



Extr. ra):
What [ want to emphasize is that foreign-trained teachers do not need to go through
what regular students should go through. So they should be given condensed
courses, weekend courses that can help them get familiar with the system here.

They don't need to take B.Ed. here and they don't need the whole package of teacher
education.

Pat appeared to agree with Sandra. She commented that the PUP was a well-designed
program but it could have been longer so that these FTTs could have gained more practical
experience. In her opinion, the PUP was successful overall, and the FTTs she knew met the basic
requirements as teachers in Canada except that they needed to continue enhancing and refining
their language skills.

Ex 3

I like the program Angela went through. I like the fact she was in the classroom for
four days, for a sustained period of time, maybe longer.

They are getting teaching methodology through the university and the classroom.

They are becoming familiar with that. However, their language must be absolutely

fluent. It's the tool we work with. Without language, how do we teach? If you are

the best teacher in the world but you don't speak the language, then we would have

a major problem.

Janet indicated that it was a valid complaint about FTTs' language skills if they interfered
with communication. However, language educators should take up the challenge and try to find
ways to help improve their language skills, for example, by offering individualized language
training.

In addition to training, almost all the outsiders emphasized the need of sustainable support
for FTTs. Both Janet and Brian suggested that a mentoring system between school teachers and

FTTs be set up so that in case of unfamiliar situations, FTTs could always turn to their mentors and

ask for advice before they responded and acted.
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Extract 4 (Jan
I think it would be a big help if they [FTTs] would see a number of classes with
different teachers in different situations at different levels. And there should be

some compensation or recognition for the teachers for being mentors. Well, I am
expecting that more money may be necessary.

Extract S (Brian):

They [FTTs] should get to know the teachers and students, get to know how they

deal with the situations that they are facing in their classes. And get comfortable

with those situations by being prepared for them.

[In fact] they have a lot of new ideas they picked up from the university, a lot of

ideas that may grow from their background, from their previous experience. These

are all valuable tools and they need show that they have all these valuable tools.

The outsiders pointed out that the most critical support needed was, however, government
policy. As Ben explained, training provided to foreign professionals would not have much positive
impact unless it were legislated by government policy and supported by a sufficient number of non-
mainstream people already working in the system. According to him, nothing would change the
fact that there were unwritten criteria for employers who simply did not want to hire people from
other cultures. "Nobody has ever put that down in paper. But there are rules to play with" (Ben).
Extract 6 (Ben):

I think that if these teachers [FTTs] want to get some kind of teaching positions in

the system, there has to be some kind of affirmative action policy, it has to be

supported by the government legislation. The idea of offering the PUP was to assist

their [FTTs'] entry into the system. But once they [FTTs] graduate from the

program and saying that:"Now you are on your own", they are not going to get in.

Like Ben, Sandra firmly believed that it was the school system and its decision makers that

determined whether qualified FTTs could be employed as teachers in Canadian schools, because

most of the FTTs under study were accepted by Canadian students.
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Extract 7 ndra):

It is with the Ministry of Education, it's with teacher education, and most
importantly, it's with the school itself.

In a way, Brian agreed with Sandra that the OMET should also have some polices that
would ensure those who did not want to be teachers should leave the profession so that qualified
teachers, regardless of where they were trained, could fill in the positions that were made available.

Extract 8 (Brian):

People who don't want to be there, and who are there because it is a job and don't
have other options should be packing.

Similarly, Ellen suggested that the Ministry should have policies to make sure that qualified
and competent FTTs could be equally hired within the system.
Extract 9 (Fl

They have to establish some policies. Maybe they have to say:"We have a hiring

quota and the next four to be hired have to be foreign-trained teachers". [ mean

that's what happens with an affirmative action program.

Sandra also said that school principals must be willing to accept FTTs. Instead of saying:
"Well, they [FTTs] are going to destroy our educational system," they [principals] should have
some faith in FTTs and say:"Let me try this foreign-trained teacher” and give them an opportunity
to demonstrate their skills and then assess their performance.
Extract 10 (Sandra):

Sometimes what happens is initially there is a barrier that foreign-trained teachers

are nervous and they may not be able to do well in the first or second sessions. But

given time, they will integrate beautifully because they come with a lot of

experience and their knowledge is very good.

According to some of the teachers [FTTs] who have gone to the schools, supply

teaching, they have been very well accepted, as far as students are concerned.
Students are very happy with them. In fact, some of them [FTTs] say that students
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love them because they see a different way of teaching and they find that more
interesting and brings them a lot more than their regular [teacher or teaching]. Also,
students see a teacher from a different culture and they are able to see themselves
reflected in schools. They are happy. These teachers [FTTs] say that students are
the easiest part. It is mainly other teachers or some principals [whom] they find
hard to get close to...

The principal and school boards should make it mandatory that principals should

encourage foreign-trained teachers to be able to demonstrate their skills in the

classroom, and then assess them. The mentor teachers can assess them. If they

[FTTs] are successful, they [principals] should make a commitment to take them

when the next opportunity arises in the school.

Janet summarized all the others' viewpoints. She said that the first thing that needed to be
done was to put forward the mandate that schools and the school boards start considering FTTs for
possible positions in order to mirror the student population in the teaching population. School
employers should learn to take the responsibility for possible complaints and get rid of their fear.
Further, the OMET could help improve the situation by introducing a legislated policy. But she
emphasized that schools and school boards were the key players because changes had to happen
at the local level.

Furthermore, some outsiders proposed to establish a uniform system for assessing foreign
credentials across Canada in order to provide honest and accurate information on immigration and
employment related issues because much of such information was either unavailable or misleading.
This not only created a bad image of the government but also had a negative impact on many adult
immigrants and their children.

When interviewed, Brian learned about that Rose had never stopped taking university
courses after the PUP, Brian responded in a sympathetic tone.

Extract 11 (Brian):

I'd like to say that she has invested her time, energy and money in education and



234

nothing would make me happier than to see her name on the list, getting regular
calls [for supply teaching].

Perhaps after being made aware of Rose's continued effort in improving her teacher skills,
there was a change in his view of Rose as a teacher. Brian said that it was unfortunate that there
was no room for people like Rose because she was an intelligent individual who could be very
positive role model for many immigrant students in our schools.

Finally, some outsiders noted the need for education of the general public. During the
interview with Jack, when he learned about that Angela had had no opportunity to teach at all after
the PUP, Jack looked disturbed. In his mind Angela was indeed a good teacher who had her foot
already in the door of the school system upon completion of the PUP.

Extract 12 (Jack):

That's too bad! It really is! Because she was a very good, dedicated teacher. Not

even going for occasional teaching? My goodness, there should be something out

there for her. To my way of thinking, her foot was in the door.

Jack felt that it was necessary that the general public be educated through a partnership
between teacher educators and school boards. Furthermore, the OMET should take the lead in
exploring practical and constructive ways to facilitate FTTs' search for employment if they fulfilled
Canadian requirements but were still unable to get into the system.

Extract 13 (Jack):

Once these people [FTTs] do get their degrees, but they are finding their doors are

shut, then we should go to the next level. So, from the board level, go up to the next

higher level, and ask:"With whom can we speak at the Ministry level?" How can

you facilitate the process of finding employment?

In conclusion, Stone articulated that for FTTs to successfully integrate into Ontario school

systems, training programs such as the PUP should provide orientation to educators at all levels.



Extract 14 (Stone):
We need to do some orientations with principals, unions, some education for these
people because we just directly send those people [FTTs], jumping in the line,
saying these people are in the foreign-trained program, it's not going to work. We

need a mentoring system, networking and that kind of thing. It is a big education,
big education for all.

5.6.3 Synthesis

In this section, suggestions on future initiatives to better assist FTTs' reestablishment of a
professional career in Canadian schools are reported.

From the insiders' perspective, to be successful, they must first meet Canadian teaching
requirements and establish a network which would assist their entry into the school system. But for
them, the most important element determining FTTs' success was government policies which
supported their willingness and efforts to integrate into Canadian school systems. Without concrete,
constructive and sustainable government support, FTTs would only be able to reach the door of the
school system but never be able to actually enter it.

From the outsiders' perspective, FTTs wishing to teach in Canadian schools should keep
themselves informed about Canadian curricula and educational innovations. Some outsiders
pointed out that training programs offered to FTTs should identify accurately FTTs' needs. Like
the insiders, almost all outsiders emphasized the importance of government support for FTTs. A
few outsiders felt that information and feedback provided to immigrant professionals must be
accurate and honest. Some also proposed that education on the issue be given to the general public.

In conclusion, it was recommended that genuine initiatives must be taken to facilitate the
process of finding jobs to ensure that qualified FTTs would be equally employed. Figure 16

provides a summary of the above points.
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Figure 16:  Suggestions for future initiatives to ensure that FTTs may successfully integrate
into Canadian school systems.

Insiders' Views Outsiders' Views

1) FTTs' competence D Training offered to FTTs

2) Need for networking 2) Support trom the government

3) Support trom the government 3) Information provided to FTTs
4) Education to the public

5.7 Chapter Five Summarized

In this chapter, research data related to the five questions are presented. Informants'
suggestions for future initiatives to better assist FTTs are reported.

In 5.1., various personal and environmental factors that influence the process of the FTTs'
reconstruction of a professional identity are identified and positive and negative influences are
distinguished. In 5.2., training and employment opportunities for the FTTs to participate in Ontario
educational practices are examined. In 5.3, it is found that FTTs' acceptance in Ontario schools is
largely symbolic. In 5.4., tools and strategies that FTTs used in their negotiations of being and
becoming teachers in Ontario schools are described. In 5.5., the impact of the FTTs' three-year
experience in Ontario schools on their long-term professional aspirations in Canada is explored.
In 5.6., it is concluded that genuine initiatives must be taken and serious policy efforts must be
made in order to ensure that programs similar to the PUP will be truly successful.

Figure 17 presents a summary of the data reported above, which will serve as a basis for

the discussion in the chapter that follows.



Figure 17:
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Summary of results related to the five research questions and suggestions for future
initiatives.

Questions

Finding.:

What personal and

Personal factors & positive influence:

Environmental factors & positive

environmental factors 1) English language proficiency influence:
appear to influence this 2) Cultural knowledge 1) Student needs
process, positively or 3) Knowledge of subject matter ) Official support
negatively? 4 Teaching methodology

3) Care for student learning

6) Commitment

7) Human relations

Personal factors & negative influence: Environmental factors & negative

8) Family responsibility influence:

9) Financial ability 3) Economic reality

10 Judgementality 4 Power <-race <accent

I Unrealistic expectations 3) Public perception

12) Selt-perception 6) Discrimination

13) Personal image 7 Political considerations

8) Misleading information

What opportunities appear Training opportunities: Employment opportunities:
to increase FTTs' 1) Volunteering )] Helping students (i.e..
participation in Ontario 2) Counselling counselling)
educational practice? 3) Graduate studies 2 Supply teaching

1) ESLFSL Special education k) Teaching L1

3) Classroom management course 4) Qutside-school work

6) Computer course

7) Hi-tech program
To what degree does Symbeolic recognition: Material reward:
Ontario educational 1) Significant acceptance 1 Insignificant gain
practice promote FTTs' 2) Some gain 2) About 50% less than CTTs
acceptance as competent 3 No value 3 Enough tor tuition fees
teachers in Ontanio 4 Professional even if not teaching 4 Not enough for tuition fees
schools? 3) Professional in name only 3) No gain

6) Waste of effort. money & time

In what way do FTTs' Internal negotiations: External negotiations:
negotiate their protessional 1) Leaming 1) Networking
identities. internally and 2) Persistence and patience 2 Sacrifice
externally? 3) Accepting the reality 3 Compromise

4) Holding onto a religious beliet’ 4 Silence
How does this process of Positive impact: Negative impact:
professional upgrading & 1) Appreciation 1 Inactive waiting
subsequent experiences 2) Satisfaction 2) Disappointment
change FTTs' long-term 3) Active waiting 3 Powerlessness
professional aspirations in 4 Multiple career path 4) Distrust & cynicism

Canada?

Suggestions for future
initiatives

Internal (FTTs’ own) initiatives:

1) Be competent in teaching
2) Be proficient in English

3) Be committed to teaching
4) Be capable of networking

External supporting initiatives:

1) Offer relevant training

2) Ensure government support

k)) Give accurate information &
honest feedback

4) Educate the public
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Chapter Six: Discussion

Effective integration for a newcomer to Canada means the ability to contribute, free of barriers, to
every dimension of Canadian life - economic, cultural and political.

Citizenship & Immigration Canada, June I, 1998, p. 1.

The Taoists claimed that the comedy of life could be made more interesting if everyone would
preserve the unities. To keep the proportion of things and give place to others without losing one's
own was the secret of success in the mundane drama. We must know the whole play in order to
properly act our parts: the conception of totality must never be lost in that of the individual.

Kakuzo Okakura, 1997, p. 57.

It was hypothesized in Chapter Two that the process of FTTs' professional identity
reconstruction would be regulated by three elements: competency, opportunity and negotiation. It
was further suggested that three success indicators be utilized to determine whether during this
process FTTs could acquire membership (i.e., an identity as professionally-trained teachers) within
the larger Canadian school system and the Ontario teaching force, and concurrently be able to
maintain their own individuality, that is, being teachers in their own right.

In Chapter Four, documentation on the PUP, the seven FTTs' individual stories and a
collective account of their experiences in Ontario schools were presented. In Chapter Five, five
research subquestions were examined from the perspectives of both the insiders (i.e., FTTs) and
the outsiders (i.e., PUP implementors and facilitators). Informants' suggestions for future initiatives
were also reported.

In this chapter, underlying meanings of these findings are explored and the main research
question is addressed. The chapter is divided into seven sections. In 6.1., the PUP mission is
reviewed and assessed, and FTTs' teacher competence is examined. In 6.2., the larger social context

influencing FTTs' entry into the Ontario teaching profession is explored, and in 6.3., identity
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formation theory is revisited. In 6.4., the main research question is addressed, and then the
conceptual framework is revisited. In the last three sections, limitations to the study are

acknowledged, and implications of the findings and conclusions of the study are considered.

6.1 The PUP and the FTTs
A discussion of the PUP mission and the FTTs' teacher competence becomes necessary in
that the PUP was the basis upon which FTTs began their journey of being and/or becoming
teachers in Ontario. It also becomes necessary to address the FTTs' teacher competence given the
criticism by some outsiders that the PUP overlooked pedagogical aspects in selecting and training
for FTTs. Subsequently, the assessment of foreign credentials, mainly from non-European

countries, is discussed.

6.1.1 The PUP Mission; i r Not?

It was stated in the PUP proposal that the rationale of the PUP was to:

Provide FTTs with opportunities to upgrade their skills and training in order to

better qualify for an Ontario Teacher Certificate (Mawhinney 1994, p. 1, see

Appendix A).

It was reported in 4.1.3. that the seven FTTs' additional Canadian training and professional
qualifications were recognized by both the University of Ottawa and the OMET. Like any Ontario
certified teachers, these FTTs are certified to teach in Ontario schools. Beyond doubt, the major
objective of the PUP was achieved.

But some of the PUP's six additional objectives (also see 1.2 and Appendix A) were not or

were only partially accomplished. In comparison with the FTTs' three-year post-PUP experience,

these expected outcomes are explained as follows.
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The first was that the PUP was expected to facilitate school boards' compliance with the
Education Act, specifically, the equity policy (see Appendix A). By and large, the FTTs' stories,
particularly their descriptions of an ideal workplace (see Figure 8) suggest that they were not
always treated equally and fairly and they were left wishing to work in a place "where nobody cares
about where I come from" (Henry), "where [ am respected for who I am" (Barbara) and "where I
could feel safe" (Wilson).

The second and third expected outcomes were to recognize FTTs' prior learning, to develop
their teaching competencies for Ontario school contexts, and to enhance their understanding of the
educational, social and cultural dimensions within the Ontario school system. It is unarguable that
the Ontario Teaching Certification of the seven FTTs was an acknowledgement of their learning
and experience. It is also true that these FTTs became increasingly familiar with different
dimensions of the Ontario school system through continuous learning at Canadian universities,
working in the Ontario schools, and living in the Province of Ontario.

The fourth expected outcome was to develop the skills of classroom teachers and professors
working with the FTTs. No specific data were collected to assess this objective. The nine outsiders'
retrospective views on their experience with the FTTs, nevertheless, imply that they became more
aware of the complexity and challenges of working with student teachers like FTTs. Such an
awareness is valuable for future initiatives.

The fifth expected outcome was to facilitate job entry opportunities for FTTs. In terms of
working in schools, the PUP made it possible for Adam, Ted and Wilson to work as MLOs but in
terms of teaching, there were few opportunities for them. Needless to say, it is very unlikely that

these FTTs will be teaching in the future because "it is not going to work to let the FTTs be on their
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own seeking teaching positions" (Ben). It seems clear that sustainable official support must be
provided to ensure that FTTs can contribute in Ontario classrooms "free of barriers" (CIC, 1998).

The last expected outcome was the development of transferable materials, programs and
methodologies so as to better serve teacher trainees like the seven FTTs from under-represented
groups. In this regard, it is hoped that documentation on the PUP and the current study will provide
some positive and constructive insights.

In conclusion, the PUP successfully accomplished its primary mission but it was less
successful in achieving some of the other expected outcomes. In particular, the equity policy
appeared not to have been complied with and the FTTs' job entry opportunities for teaching, the
major concern for the FTTs and the primary success indicator for their professional identity
reconstruction, remained largely unchanged. A number of questions then arise: Why were these
objectives not achieved? What went wrong? And should the PUP be held responsible for the FTTs'
unsuccessful efforts in obtaining teaching positions?

According to the FTTs, the PUP should not be blamed for its unaccomplished objectives.
Adam made it clear, "Honestly, I don't know how you [the PUP leader] can help us more than you
have already done for us." (4.1.4). Even Rose, the critical FTT, said, "The University [of Ottawa]
is doing its best to help us, trying to put people back into their chosen professions. Universities
cannot hire people [i.e., school teachers], the Ministry [i.e., OMET] does not employ [school
teachers]" (4.2.5). Overall, the FTTs felt that the problem was with the employment section (i.e.,
schools, school boards and employers, see 4.2). Other informants with exception of one
implementor also felt that it was the absence of policy efforts in the school system that made it

difficult to achieve the outcomes sought by the PUP (see 5.6).
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6,1 !

In this section, the FTTs' teacher competence is reexamined in terms of their self-assessed
and perceived competence. The former is important because understanding how the FTTs saw
themselves as teachers could help other people understand why these FTTs acted or reacted in
given ways. The latter is even more critical because the FTTs' professional status was in large
measure shaped by significant others in their environment. If they were perceived not to meet the
Ontario teaching requirements by those who had power or influence in making hiring decisions,
they would not be accepted as teachers regardless of how they thought about themselves. It is their
perceived competence that counts.

Data reported in 4.1.4 indicate that upon completion of the PUP, the FTTs dared to hope
that they would have opportunities to teach in Ontario schools. After having become certified
teachers, they began to believe that they belonged to the Ontario teaching profession. As Ted
claimed with confidence and excitement, "I am no longer an outsider."

Data presented in 4.2 show that three years later the FTTs were still convinced that they
were qualified and good teachers despite the fact that none of them was employed as a teacher
except Rose working as a back-up teacher. A few of them even considered themselves better
teachers than some of those currently teaching in classrooms. The following remarks taken from
4.2. (i.e., FTTs' individual stories) summarize their self-assessed teacher competence:

I. I am qualified to teach. Even without the PUP, I was still qualified to teach (Rose).

2. I have to be better than Canadian teachers in order to get a teaching position (Rose).

3. I know what's happening here in schools. I know what to teach and how to teach

(Adam).
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I am not scared to teach. Teaching is something that I don't need to reinvest in
(Henry).
If I teach math, how much English do they want me to have? (Ted).
I have more experience than Canadian-born teachers. I have two perspectives, at
least two perspectives, if it's not more than that (Wilson).
I know English, French and my native language, which puts me in an advantage

position and I relate well with kids from different backgrounds (Barbara).

Without doubt, the FTTs were positive that they had developed sufficient professional

readiness to teach in Ontario. Was the FTTs' self-assessed teacher competence, however,

compatible with their perceived teacher competence? As we will see, the answer is "No".

Contrary to the FTTs' self-assessment, many of the outsiders, primarily PUP implementors,

did not think that the FTTs were qualified and ready to teach in their schools. The following

comments taken from 5.1.1.2 are a summary of their perceptions and assessment of the FTTs'

teacher competence:

L.

They [i.e., Adam and Ted] are very limited in teaching ability and they treat
students in an extremely autocratic way (Peter).

[ have concerns, and she [i.e., Rose] too, about controlling children's behaviour
(Brian).

They have to know how to motivate Canadian students (Brian).

They [Adam and Ted] have to understand Canadian culture, the nuances of our
school culture (Peter).

They [Henry and Wilson] have to understand Canadian educational psychology on

child development (Ellen).
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6. Our students may not be used to their [FTTs in general] accent (Jack).

7. They [FTTs in general] must be extremely fluent in English (Pat).

According to one implementor, the list could be extensive because "there are a million
problems out there. They even come down to personal hygiene." A vice principal who had the
power to offer FTTs some teaching opportunities never called a single FTT for supply teaching.
He said, by way of explanation, "My goal is to provide our students with the most effective supply
teachers available," implying that the FTTs were not as effective as others available to teach in his
school. Even though he acknowledged that Rose was professional, fluent in English, motivated and
anxious to succeed, he refused to call her for supply teaching and let her improve and demonstrate
her knowledge and skills.

It is evident that there was a big gap between the FTTs' self-assessed teacher competence
and their perceived teacher competence. While the FTTs, full of confidence and energy, felt ready

to act and perform on stage, they were seen to be unready to do so.

6.1.3 Summ mments; The E ial
The contradictions between the accomplishment of the PUP primary mission and the
difference in FTTSs' self and perceived teacher competence suggests that there was a tendency on
the part of at least some Canadian educators to underestimate the FTTs' strengths and to overstate
their weaknesses. The fact that the seven FTTs out of 35 candidates had gone through six screening
processes before the PUP, completed the PUP, and finally had become certified teachers is a
guarantee that they were trained teachers, whether measured by Canadian, non-Canadian and/or

international standards. It is quite possible that some of them were good and very good teachers.
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Otherwise, it would be very difficult to explain in the first place why they had passed six screening
processes before the training by a group of Canadian educators, community representatives and
settlement experts. It would also be very difficult to explain subsequently why the OMET certified
them after the training.

A comparison of the teacher qualifications of the FTTs and of Canadian teachers will
confirm that the former were not any less qualified in terms of training than the latter. On average,
Canadian teachers have a university degree, and 10% of 10-12/OAC teachers and only 3 percept
of K-3 teachers have masters of education degrees (CTF 1992, p. 22). Like Canadian teachers, all
the seven FTTs had university degrees. In addition to upgrading and other special training, three
of them had either completed or were doing graduate studies.

[t is true that some FTTs were weak in handling discipline problems, some were not
creative in teaching methodology, and none of them completely understood school culture. These
weaknesses, however, can not be overcome by getting more qualifications from universities. What
the FTTs needed most was to be given opportunities to gain practical experience by doing the job,
which is to teach and "to live with the school culture" (Pat). Graduaily, they would be able to,
consciously and subconsciously, develop methods and styles suitable to Ontario teaching contexts
and to understand the nuances of the Canadian school culture.

According to the CTF (1992), there are stages in the teaching career. Normally, it takes
about three to five years (first one or two year(s) as probationary year(s), followed by two to four
years' independent teaching in class) for beginning teachers to build their expertise and become
more relaxed in classrooms, gym, guidance office and lab (p. 33). If Canadian-born/trained student

teachers are allowed several years (approximately 150 to 250 weeks) to become experienced and
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relaxed in classrooms after their formal training in teacher education, it is unreasonable and
unrealistic to reject FTTs who had less than 13-weeks exposure to Ontario classrooms during the
PUP implementation.

Stone, speaking from his own experience as a racial minority immigrant teacher and as a
vice principal, and from his contact with the FTTs. once pointed out that the FTTs should be given
time and opportunities to demonstrate their competence. He felt that "School boards, principals and
teachers should have a little bit more patience with these FTTs because they have a lot to offer.
They demonstrate a genuine love for their students and for the teaching profession.” He wondered,
"What is more important than these qualities for a teacher?" (see 4.1.2).

In conclusion, the FTTs' teacher competence tended to be undervalued and their
shortcomings were exaggerated by administrators and their counterparts in the school system.
When the FTTs' initial access to Ontario schools was barely achieved, underestimation of their
strengths and overstatement of their weaknesses could only further restrain their opportunities for
teaching. An important question must be asked: Why were the FTTs assessed the way they were?
To be able to understand the issues involved, it is necessary to examine the larger social context

within which they were perceived, evaluated and judged.

6.2 Larger Social Context for FTTs' Entry into the Ontario Teaching Profession
This section explores the larger social context between January 1995 and January 1998, a
period during which, and beyond, the seven FTTs' search for teaching opportunities in Ontario
schools took place. The discussion focuses on: a) the public (mis)perceptions, a persistent obstacle

faced by the FTTs, b) the school system, a structural barrier/contradiction constraining the FTTs'
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access to schools while making efforts to ensure unity and diversity, c) the FTTs' perceptions of
school personnel and the education system, a problem which complicated the process of their

becoming teachers, and d) a summary of essential issues and consequences.

6.2.1 Public Perception

Two kinds of public perceptions are examined. The first is the widespread public
dissatisfaction with Canadian education, a problem faced by the Ontario school system (and to a
certain extent an internal problem if FTTs are considered as outsiders). The second is the social
misperception of immigrants which is a persistent barrier faced by the FTTs in the larger world.
Taken together, these perceptions became a strong negative force for the FTTs to deal with in
building a new professional identity.

Canadians place a high value on schooling and the work of teachers but in recent years, the
general public has become increasingly dissatisfied with Canadian education. As a result, some
people have begun to describe schools as "day-care centers" and teachers as "babysitters" (see
2.2.3). Some educators urge that our society face the unarguable fact that Canadian schools are not
only producing but also graduating functionally illiterate young adults (Jones 1991). Even some
school teachers themselves felt that schools must "get serious about what teachers do in classroom"
(see 2.2.3). What is discouraging is that this lack of attention is not incidental. It is found in
classrooms where students from Grade 1 to Grade 13 are thought to learn and become educated
(see 2.2.3.3) but also in classrooms where adults expect to learn and enhance their knowledge and
skills. For example, a Canadian teacher teaching adult immigrants ESL has recently called for

stopping the fooling around in classrooms (Goodchild 1999, p. 35):



I have often been thanked by students who have finally learned how to put a

sentence together without looking like the proverbial "dumb immigrants". Some of

these people have spent 10 or more years with teachers who have merely patronized

them, treating them like overgrown children, humiliating them with endless

arbitrary "communication games."...If these students want to get English-language

higher education, or if they want high-level jobs, they do not need a "patron."

Stories of patronizing or even humiliating adult immigrants are also found in the studies
by Peirce (1994) and Goldstein (1997), respectively. Not surprisingly, many concerned Canadians
demand that it is time that our society must start increasing its sense of responsibility. We
Canadians can no longer afford to live in an environment that demands rewards even for minimal
efforts. Otherwise, we will soon be left in the wake of a developed, educated and motivated world
that has passed us by, and we will not have the ability to figure out why Canada faces 24% of
functionally illiterate persons in its society, including one in six Canadians in the labour force (see
Canadian students in 2.2.3.3.; also see Jones 1991; Lewington and Orpwood 1993; Laibman 1996;
Pratt 1995; Wagner 1996).

Perhaps due to public dissatisfaction, the current provincial government launched an
educational reform in Ontario when it took office in 1995. The government claimed to take
responsibility for Canadian students, demanding discipline and accountability from schools and
teachers. Substantial funding cuts in education, perhaps more motivated by climbing government
debt and deficit, were some of the initial steps taken by the government, which generated
excitement, fear, resentment, and other mixed feelings among people in Ontario. In particular, staff
reduction and school closures brought about "chaotic” and confusing situations in schools and staff
members became worried about their jobs.

Whether the educational reform is good or bad is beyond the discussion here but the impact

of different reactions and emotions it created among the public must be referenced to the FTTs' job
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search for teaching in Ontario schools. Findings presented in 5.1 show that the bad economy in the
province, few job openings, and demoralization and disarray in the schools were seen by most
informants as some of the major barriers that the FTTs had to deal with during their search for
teaching positions.

In addition to these transitory problems resulting from the educational reform and funding
cuts in particular, the FTTs had to deal with a persistent barrier, public misperception. As a
multicultural society, Canada's largest cities and towns make neighbours of people of diverse
creeds and colours, and Canadians are proud of being the most tolerant people in the world. By and
large, this feeling is genuine and true. Unfortunately, biased attitudes towards certain groups of
people do exist in Canadian society.

It has been well established in the literature that the public has a misperception of
immigrants in general and, racially different immigrants in particular. In educational settings,
negative views and attitudes are often manifested in teacher expectations. Teachers may prejudge
students based on their membership in a specific cultural, racial, ethnic, linguistic, or other minority
community. Teachers' biases and prejudices are often subtly (and sometimes not so subtly)
communicated to students. For example, a Canadian professor, based on his superficial observation
of a non-white student's physical characteristics, questioned her ability to learn French in his class
(see 2.3.4).

The present study has found similar biases against immigrant students and the FTTs
themselves. Henry was once criticised by his mentor for leading a discussion in class based on a
question raised by an ESL student. Wilson found that some teachers used accent as a criterion to
predict the future of students at Grade 1 to Grade 6. Instead of searching for ways to help young

pupils to acquire "a proper accent”, the teachers claimed that these kids were doomed to failure in
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Canadian society (see 4.2.7). Similarly, accent played a critical and negative role in the FTTs'
search for teaching positions (see 2.3 above and 6.2.4 below).

Thus, the FTTs came to the conclusion that the word, "immigrants”, was associated with

a bad reputation in Ontario schools. When something bad happened, immigrant students were often

targeted as first suspects (see 4.1.4, 4.2.1 above and 6.4.3. below). Immigrant teachers, like the

FTTs, were treated in a similar fashion. They were often perceived as less effective teachers

because of their physical difference (i.e., non-white) (see Thiessen et al. 1996). Stone was correct

in pointing out that "Perception is a big factor. It may not be voiced but it is reflected in the

opportunities provided and the relationships formed."

6.2.2 ral Barri radi

All Canadian school systems state that their mandate is to provide the best education to
Canadian students (see 2.2.3.1). In reality, ambitious goals remain a beacon which will never be
fully achieved. On the contrary, maintaining the status quo often becomes the priority of those who
manage school operations. Consider the school structure as an example. While school officials
come and go, the industrial model of today's schools dates back over one hundred years. All people
inhabit schools based on educational and management principles of the 19th century (i.e., school
boards as owners, superintendents as managers, principals as foremen, teachers as workers and
students as products), yet are heading into the work world of the 21th century. With the new
millennium approaching, our schools continue to treat students as products, sending them home
to harvest every summer for three months. According to Cordeior, Reagan and Martinez (1994),
no research has ever been conducted to examine whether such an academic calendar year

maximizes student iearning.
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The structure of the current school system is not only a barrier to student learning, it
restricts teachers' initiatives in teaching. Much of their work is buried in administrative paper work
and interrupted by constant instructions from the main offices in schools, leaving little time for
teachers to do what they need to do in their classrooms. Some teachers are very frustrated. As one
of them said, "we just have to be given the support to do our job and then left alone to get on with
it" (see 2.2.3.3).

While the public may picture Canadian teachers as getting fat cheques by babysitting, they
may fail to realize that many Canadian teachers are in fact fed up of being forced by the realities
in the contemporary society to play diverse roles as mother, psychologist, social worker,
disciplinarian and entertainer. As one teacher puts it hopelessly, "I am neither qualified nor
energetic enough to fulfil all these roles for those kids. For my sanity, and that of the students, it's
time to leave and find something else" (CTF 1992, p. 123). Canadian teachers are impeded by the
traditional societal structures from solving problems and making changes.

The irony is that while the current bureaucratic structure of the industrial model clearly
posits an incompatible position about how today's schools should be operated, it effectively cuts
off new blood that might introduce new ideas that may be seen to threaten the status quo.

Ted's unsuccessful efforts in having his job application accepted is a good example. When
Ted submitted applications to principals, he was told that it was school boards that made decisions
in hiring teachers. When he contacted the school boards, he was told that he should approach
principals (see 4.2.6). The reality is that both human resource units and principals accept job
applications and make hiring decisions. Why did neither of them at least accept Ted's application?

It is quite possible that Ted was perceived as "an ineffective teacher” or "a potential source of
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problems," leading to his feeling virtually kicked around like a ball up and down within the
hierarchical school system, from the school board down to different schools and then back up to
the school board. Most unfortunate is that while Ted was the hapless victim of the traditional
hierarchy, those in authority not only refused to accept his application but also painted him as a
stranger who did not know how Canadian schools operated (i.e., knocking at the wrong doors),
placing the responsibility upon him for his unsuccessful attempt of submitting a job application.

Within this edu-culture where the repetitive cycle of school life and the reproduction of
structures are sustained and enhanced by the persistent practices of hierarchical control, even
Canadian teachers, who are financially secure, morally and socially supported by their unions, are
given few opportunities to participate. By comparison, newcomers like the FTTs, who lack
financial security, moral and social support, would need exceptional strengths to make a
breakthrough in order to obtain access to the school system.

6,23 FTTs' i

Similar to the ways in which the FTTs were perceived by others, some FTTs developed
their (mis)perceptions of Canadian schools and teachers. Those (see 6.1.2 FTTs' perceived teacher
competence) who judged the FTTs unqualified for teaching were described by the FTTs as
unconcerned and irresponsible in their work. Perhaps like the public, some FTTs failed to
understand the complexity of teaching Canadian students and described some schools as day-care
centers where teachers babysit students. The following summarizes typical comments they made
about some teachers and schools: !

1. My mentor was prejudiced against ESL students (Henry).

2. The teacher was insensitive to the students' culture (Adam).
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3. The teacher has to be open-minded and be flexible. The basic principle has to be

reinforced - don't dictate over anybody else (Wilson).

4. Discipline problems? They are running a day-care centre and students are not

challenged academically (4.1).

5. Some teachers who are not good teachers happen to know English (Henry).

6. The schools are posting us, and everybody is laughing in the picture, but the

teachers are not laughing with us (Rose).

7. The principal seemed to be a well-informed politician (Henry).

8. There is always an excuse that we do not live up to the standards. The system does

not allow us to get in (Ted).

9. The schools are really not professional (Henry).

10. The system should give us a break (Barbara).

As is apparent, these comments reflect various kinds of FTTs' frustrations. What seems
unfortunate is that the FTTs who felt that they were judged unfairly tended to have more negative
views - probably both due to the influence of their negative experience and of their inability to deal
with them constructively. It should be pointed out that the FTTs did not have these frustrations
upon completion of the PUP. Their frustrations were built out of the negative treatment that they
experienced in some schools. As Peirce (1994) points out in her study, immigrant women who were
made to feel inferior while living in Canada did not feel "inferior" upon their arrival in Canada.

It is not a coincidence, however, that the last four comments reveal FTTs' frustrations
similar to those of other teachers, indicating that a major issue faced by them all was the

bureaucratic school system itself.
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6.2.4 : i

Underlying the public dissatisfaction with Canadian education, different perceptions of one
another and structural barriers are embedded in some important issues and consequences.

Job security. Jobs and job security are important for all human beings because the job is
an important part of how one sees himself or herself and how he or she is seen by others; in other
words, what he or she does makes who he or she is (Kanter 1979; Ochs 1993). This essential point
of human existence is shared by the most distinguished advocate, Adam Smith (1723-90), and the
most distinguished critic, Karl Marx (1818-83), of modern capitalism. As the former said, "The
understanding of the greater part of men are necessarily formed by their ordinary employments"”
and the latter agreed, "It is not the consciousness of men that determines their existence, but, on
the contrary, their social existence determines their consciousness."

The public dissatisfaction with Canadian schools and funding cuts in education have
generated concerns and fear among school employees during the past few years. While the concern
among teachers and other staff about issues such as the curriculum reform is genuine, their fear of
losing their jobs is also real. It is an undeniable fact that the Ontario teachers' strike in the fall of
1997 was in large part triggered by teachers' fear of losing their jobs, mixed with their differences
with the provincial government, including the OMET, about who should run schools, and how.

Given teachers' regular workload, along with the recent educational reforms and a variety
of related issues such as strikes and work-to-rule, much of what went on inside the school system
during the FTTs' post-PUP period seemed to be upside-down, full of tensions and dilemmas. When
school officials were pressured to lay off staff and close schools, it was unrealistic to expect them

to consider hiring FTTs even if they should. When teachers were worried about how to protect their
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positions, it was understandable that they did not welcome new candidates to come in and "take
away their jobs". Rose reported that when she went to schools, supply teaching, other teachers
would stare at her as if they were saying, "Why are you here? There are no jobs here" (4.2.5).

Stereotypes and prejudices. Public misperception of immigrants in general, and racially
different immigrants in particular, shows that although the Canadian population is becoming
increasingly diverse, Canadians still do not understand each other. When dealing with the so-called
unknown in their daily lives and at work, many tend to use stereotypes about other groups in a
variety of ways. Stereotypes and prejudice may not be instantly dangerous, but in time they are
intrinsically harmful and potentially dangerous.

For instance, Henry's mentor's prejudice toward ESL students was not dangerous to the
students physically. The real issue is, however, that prejudice of this nature can become a rationale
for justifying low expectations of ESL students. Some researchers have taken the position that
teachers with these attitudes toward ESL students may simply let them play games and fool around
in class (Goodchild 1999). According to Glesne and Peshkin (1992), it is regrettably common to
find this kind of irresponsible teaching practice that takes place in classrooms where:

...generally minorities, whom [ [Peshkin] observed getting nowhere in their

classrooms. They were being taught by teachers who had not learned enough, often

did not care enough, to make a difference in their students' lives. Class time for both

students and teachers was an occasion for little more than marking time until the

beli released both from their meaningless engagement. This circumstance,

regrettably common, disturbed me more than I had ever been disturbed by the

ineffective teachers I had observed at other schools (p. 105).

In a study conducted in a working-class school in Britain, Sharp and Green (1975) observed
that "whilst teachers display a moral concern that every child matters, in practice there is a subtle

process of sponsorship developing where opportunity is being offered to some and closed off to

others" (p. 218).
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If minority and ESL students continue to be "taught" by this kind of teachers, in the long
run, these students may become incompetent and unskilful when they enter adulthood. Henry's
mentor's prejudice had an additional negative impact on Henry who not only disdained the mentor's
attitude but also grew to distrust the school system, which might have helped to form his prejudice
and stereotypes against others (see 6.2.3. above).

Why do people stereotype? According to Bennett (1990), individuals' inability, ignorance
and unwillingness to work harder to figure out and understand what is happening in their her
environment leads to stereotypes and prejudice. As he explains:

We stereotype because it is impossible for the human brain to employ all the

information present in man's environment. Furthermore, there is a natural tendency

to simplify our problems and to solve them as easily as possible. A "pet formula"

such as "Mexicans are lazy" makes it possible for an Anglo employer to eliminate

much of his mental effort by simply not considering Mexicans for jobs in his firm.

If he were to check on each applicant and to understand the causes of his behaviour,

he would have to work much harder (p. 18).

[t is important to realize that prejudice is not entirely an individual matter. It derives from,
and is supported by, a wide range of social, cultural, political, and economic forces. According to
Cordeiro et al. (1994), prejudice has to do with individuals' attitude, but its implications for actions
taken by institutions and behaviour exhibited by decision makers, should be taken seriously.

Suppose, for example, that when a white teacher, acting on his or her own part, chooses to
discriminate against an FTT who appears "different" from his or her instilled perceptions of an
"ideal teacher image," individual discrimination takes place. This particular individual's attitude
does not in itself constitute any harmful action. If supported by his or her principal who also

chooses to reject an FTT for the same reason, however, his or her actions will indeed have some

significant negative implications.
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It is policy makers, not any given individual, who determine what actions to take and what
behaviour is acceptable because their actions are supported by established laws, customs, and
practices that reflect and reproduce institutional actions. When this type of action is prejudiced,
institutional discrimination occurs and inequalities are created. It is the institutional discrimination
that in many ways poses the greatest threat for us all.

In a study which examines the patterns of teachers' control over students, Mawhinney
(1998) offers a similar conclusion that to change teachers' attitude towards and control over
students, the taken-for-granted quality of institutional practices and their reproduction of structures
that constrain teachers efforts must be first challenged and examined. With this in mind, let us turn
to the next issue, the most fundamental of all.

Institutional discrimination "is something that people don't want to talk about" (Wilson)
because it involves policies or practices which appear to be neutral in their effect on minority
individuals or groups but which in reality have a disproportionately negative impact upon them.

Indeed, most Canadians, politicians and ordinary citizens alike, feel uncomfortable
discussing this subject. Often, they do not (or refuse to) believe in the existence of institutionalized
discrimination in Canadian society, noting Canada's five-year perch atop the UN list of the best
place to live in the world. Unfortunately, institutional bias and discrimination do exist in Canada.
In The 51% Minority, Anderson (1991) documents discriminatory practices that take place in the
social context:

In any Canadian election, the public will probably be hammered numb with talk of

the economy, energy and other current issues. But there will always be some far

more startling topics that no one will talk about at all.

No one is going to say to all new Canadians: "Look, we're going through some
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tough times. Three out of four of you had better face the fact that you're always
going to be poor. At 65 more than likely you'll be living below the poverty level."

As for blacks:"Because of the colour of your skin, you're going to be paid less than

the white person next to you who is doing exactly the same job. It is tough, but

that's the way it is".

A shocking example of this nature was publicized in December 1998 when Canadian
officials were asked by the UN committee at the Geneva Convention to explain why the residents
of Indian reserves in Canada lived on a 63rd-place par with jungle dwellers in Thailand, why the
unemployment rate on the Reserves was 70%, why one-third of the native people had no running
water at home, and why young aboriginal men were the most likely to commit suicide of any
country in the world. The answer, according to Switzer (1998), has to do with the effect of Canada's
institutional colonial approach to aboriginal issues. A truly non-discriminatory institution or society
should ensure that democracy and equality are reflected in fair distribution of material benefits
among its members or citizens regardless of their race or other characteristics. Money is fertilizer.
When scattered in all directions, it helps plants to grow. When gathered in one spot, it reeks.

In the school context, institutional bias tends to be manifested under the guise of
educational equality. The idea of providing all students with the same, high-quality educational
experience is one that has a great deal of initial superficial merit. The problem is that such a goal
fails to take into account the cultural, social, economic backgrounds of racially different and
other minority student populations. When it comes to hiring, all institutions use a similar
statement in public that they adopt equal employment policy - women, visible minorities and
disabled people are particularly encouraged to apply. In reality, final decisions may more often
than not be made behind closed doors in secrecy, on the basis of power relations, personal

connections, individual perceptions of so-called candidates' "fit-in" characteristics (i.e., Anglo-
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Canadian characteristics and norms), and ethnicity, including accent and acts (Porter 1965;
Young 1982; Mills & Simmons 1995; Newman 1998; Angela, Barbara, Ben, Henry, Janet, Rose,
Sandra, Stone, Ted and Wilson).

The "fit-in" requirement appears dynamic but illogical. Consider the FTTs' entry into the
Ontario school system. They were required to be seen and involved in school activities, yet
structurally they were not allowed to integrate into the school system. Henry observed, "the school
does not let us know other teachers"; and Ted concluded, "the schools are structured in such a way
that we can't get in." When the FTTs were denied opportunities to work and to mingle with school
teachers, demands on them to understand the Canadian school culture became self-contradictory.
When the FTTs were later denied opportunities to learn on the job (e.g., supply teach and
volunteer), demands on them to improve their performance became problematic because there was
no further way to learn through experience in the system.

Personal prejudice and individual discriminatory behaviour is one part of the problem,
which may never be fully eliminated in this or any society. But what needs to be dealt with is
institutional bias/discrimination. To some extent a focus on personal and individual issues can
mask the underlying, and arguably more serious, threats posed by institutional bias.

Disillusion and cynicism. It is a position taken in this thesis that a professional identity
must be co-constructed by the FTTs and by significant others through their interactions in relevant
educational and social contexts. A due recognition from other people fosters dignity and pride. On
the contrary, an undue rejection leads to disappointment which can be worsened by individuals'
inability to effectively cope with rejections. The changes in the FTTs' feelings upon completion of

the PUP and at the time of the interviews reveal disappointment and anger as well as disillusion
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and cynicism. These feelings were primarily the product of their circumstances. If they were not
fully caused by prejudice, stereotypes, and institutional bias/discrimination, they were at least
influenced by them.

Adam was proud of his success but in order to avoid racism, he would not venture any
further. As he said, he would not have been successful if working under the leadership of some
school principals who did not believe in diversity (4.2.1). Angela, being the most successful FTT
in the PUP, could hardly bear the reflection on her post-PUP experience. While she restrained
herself from complaining, she failed to conceal her disappointment and disillusion. Barbara
definitely had had enough taste of what it meant to be a racially different immigrant in Canada. Her
disappointment mixed with some anger appeared to be out of control. Henry developed "humour":
"To kiss up, to butter up somebody... you will get a job, I am sure, [ am sure." Rose, when advised
not to be critical of Canadian schools for their own sake, spoke in a mocking voice, "Strange, hey!
It's okay for them to criticize us and it's not okay for us to see something wrong with them." As the
most experienced and successful FTT in terms of employment as a teacher, Rose was disappointed
from what she had gone through. She distrusted the system and believed only in God and herself.
Ted was confused. To keep employed, he had to keep his outsider identity inside a system which
he was working for. Wilson had neither high hopes nor disappointment. He was simply doing his
best to get ready to go wherever he felt safe and happy.

These feelings were an indication of FTTs' weak coping skills and had their own
implications because they could cause conflicts and lead to poor human relations. Nevertheless,
such feelings were to some extent inevitable if the FTTs felt rejected by the system regardless of

their willingness to improve. In other words, the FTTs' negative feelings and attitudes were at least
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to some extent generated and reinforced by what they had been through in Ontario schools. When
people feel hopeless, with no solutions at their disposal, there is a danger that they may become
desperate and lose control. Everything has its limits.

In conclusion, the hope for a better future for Ontario schools requires bringing in new
ideas, new attitudes, and a new vision which will ensure that all human beings are treated with
dignity and equality in order to reconcile tensions among a diverse population. If human problems
are to be solved, the school system needs a serious reexamination of power and power relations
(see 6.3.5. below) as these shape the organization at all levels. Problems and solutions do not lie
in the hands of individuals alone.

6.3 Identity Formation Theory Revisited and FTTs' Identity

One key concept that was highlighted in 2.3. is the role of opportunity and identity
formation. Opportunity is seductive. It is tied closely to career progress because individuals cannot
ever achieve their career goals without opportunities to learn to grow professionally/occupationally
competent on the job. For instance, experienced teachers, after having completed principal training
courses at universities, will not become principals if no senior administrators of the school board
are willing to place them in positions as vice-principals for training (Thiessen et al. 1996, p. 102-
122). Beginning teachers will not become experienced and relaxed without opportunities to learn
to teach for 150 to 250 weeks (CTF 1992, pp. 33-41). Analogous to these two examples, FTTs will
not be able to integrate into the Ontario teaching force unless principals are willing to let them learn
and gain Canadian teaching experience in classrooms.

In what follows, four significant characteristics of the FTTs' experiences are examined, with

a focus on the role of opportunity (as reviewed in Chapter Two). In 6.3.1., Ochs' (1993) notion of
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identity construction is used to illustrate how FTTs' identity is collaboratively and collectively
created. In 6.3.2., immigrant teachers' stories documented in Thiessen et al (1996) are referenced to
show how the FTTs' professional identity is manifested ethnically and linguistically. In 6.3.3., the
concept of negotiation for identity (Thiessen et al. 1996) is applied to demonstrate that the FTTS'
identity is multiple and conflictual (Peirce 1995; Cummins 1996; Duff and County 1997). In 6.3 4.,
dimensions of time are considered to explain that FTTs' identity is time-bound (He 1995). Finally
in 6.3.5., opportunity and power arrangements (Cherryholme 1988; Peirce 1994) which helped shape

the FTTs' identity are analyzed, summarizing the essential issues dealt with in this section.

6.3 | i llectiv

Ochs (1974, 1993) has used the classic example of the relationship between a mother and her
child to establish and validate the concept that a given identity is achieved through displays and
ramifications of social acts and stances. According to her, children come to associate certain actions
and stances with the structuring of their own and others' identities, say, as mother, father, sibling,
stranger and so forth. They do this by demonstrating actions such as touching, reaching and
manipulating and by taking stances such as reacting to objects, either approaching or avoiding them.

From this perspective, one can best understand FTTs' professional identity as a collaborative
and collective effort by the FTTs and others (e.g., school boards and principals) in their environment.
The FTTs had only a certain degree of control over their success in reconstructing their professional
identity in Canada, while others played an equally significant role. Without others' ratification of the
FTTs' evolving competence and skills, the FTTs' individual efforts could not succeed.

The implementation of the PUP itself is an excellent example which manifests identity

formation as a process of collaboration. Given official support, Adam, Angela, Barbara, Ted and
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Wilson acquired additional Canadian training to qualify for Ontario teaching certification. With the
availability of official support in the form of the PUP, Henry and Rose (including all other FTTs)
had an opportunity to demonstrate their teacher competence or stances (e.g., knowledge of
mathematics, biology, ESL and FSL) and their skills in teaching (e.g., lesson planning, instructing
and explaining). Otherwise, they would not have had opportunities to experience what it meant to
teach in Canadian schools because before the PUP, no schools had endorsed their teacher
competence, nor were they considered certified.

The FTTs' stories (i.e., the outcomes and the impact of the PUP), successful or otherwise,
further reinforced the significance of the collaboration played out between the FTTs' individual
efforts and facilitative role on the part of other people within the school system. Consider Adam's
success as an example. The PUP and his subsequent learning had prepared and motivated him to
make a career breakthrough. Based on his knowledge and understanding of a local community, he
submitted a proposal to a local government, suggesting to set up a new centre to help build a better
and healthier community, and his proposal was accepted. The needs of the community, his ability
to identify these needs, and the government's acknowledgement of his identification of the
community needs fulfilled all the necessary conditions which allowed Adam's identity to emerge as
a professional within this community.

Conversely, it is also true that a given identity cannot be established when collaboration is
absent. For instance, some implementors were extremely critical of the FTTs' English language use
which, in their view, was not suitable in a school context. But one cannot expect FTTs to acquire an
identity as fluent speakers in a school context if they do not have opportunities to use the language

in a teaching context, talking to and interacting with colleagues and students in schools. After the
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FTTs had developed functional competence in L2 from university classrooms, they needed to move
from their learning site to a doing site (i.e., school classrooms) to develop fluent competence and to
further enhance their overall L2 competence. To succeed in doing so, a joint effort between the FTTs
and school personnel was essential. To put it another way, what the FTTs needed was learning (i.e.,
teaching) on the job in the classroom.

The research literature has acknowledged the importance of on-the-job learning for graduates
to become employed as opposed to learning acquired primarily from books (e.g., Hall 1987). In
particular, its importance has been highlighted in L2 learning and acquisition. As early as in 1972,
Hymes noted that ability for L2 use was important in determining language proficiency. In 1992,
Wesche called for attention to what the leamer can do in a second language as opposed to the
conventional interest in what the learner knows about the language. In 1994, Peirce reported that
immigrant women failed to acquire an identity as good speakers of English due to a restricted
opportunity to practice oral English at home, at the workplace and in the larger society. In 1996, the
CIC recognized the need for creating situational classroom contexts to ensure that adult immigrants
develop fluent competence in English. MacFarlane (1997) has recently reported that Canadian
immersion students who have learned an L2 to a high functional level still need exposure to native
speakers and contexts for L2 use in order to acquire a higher level of socially appropriate L2
competence. More recently, Wang (1999) has reported that 27 out of 30 (90%) Chinese women
immigrants who participated in her doctoral study on language acquisition in adults expressed great
disappointment at their lack of opportunity to learn and practice oral English in Canada.

Language use is not entirely an individual matter. Language is used for doing things. People

use it in everyday conversation for transacting business, informing the public, persuading the
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audience, instructing students, debating politics, entertaining and gossiping. In all these instances
of language use, a joint action is carried out by a couple or a group of people acting in coordination
with each other. Language use, therefore, embodies both individual and social processes. Speakers
and listeners must carry out actions as individuals if they are to succeed in their use of language. But
they must also work together as participants in social units.

Angela's story of her 13-week experience in the PUP and 150-week experience after the PUP
is another example which reveals two aspects of co-construction of a professional identity. While
in the PUP, Angela and Pat (her mentor) collaborated well. Although she was not always
comfortable in following Pat's style, she did her best to "copy" it. The /3-week presence of their joint
efforts provided Angela with an outsider's assessment of "good teacher material". After the PUP,
Angela had no opportunity to display her knowledge and skills because of her parental duties. Her
invisibility in schools made it virtually impossible for others to further facilitate her entry into the
teaching force. The /50-week absence of a joint effort blocked - at least temporarily - Angela's
potential of constructing an identity as a classroom teacher.

6.3.2 Ethni i
Thiessen et al. (1996) have asserted that the professional identity of racial minority immigrant
teachers must be understood within the perception of "difference” and "otherness." Because of their
perceived differences, they are often reminded that they are "not Canadians." For instance, a black
teacher who was constantly followed by policemen at night concluded, "I don't feel like a Canadian
because people won't let me" (p. 163).
But the worst is that non-white teachers, whether born inside or outside Canada, are often

perceived as less effective than white teachers. Hence, they are prejudicedly offered specific
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opportunities and positions which are deemed less important or not wanted by white teachers. For
instance, Thiessen et al (1996) describe how a Canadian FSL teacher who had an Asian-looking
appearance was burdened with responsibilities beyond her ability and job description in an Ontario
school. The principal kept sending her ESL students with emotional problems although she was not
qualified to provide any kind of counselling services, for she had grown up in Canada and was not
trained for counselling. Even her co-workers (i.e., white teachers) would complain to her about so-
called ESL problems, "It's time to have a talk with this kid, he really has bad b.o., don't they use
deodorant where they come from?" (p. 35; also see Abram & Hogg 1990; He 1995; Peirce 1994).

The FTTs' stortes are poignant in a strikingly similar way, in that they were put into the
inescapable position of having to manage their difference in accents, looks and acts. The implication
of their difference-managing process is that FTTs' professional identity and their activities in schools
were at least to some extent ethnically and linguistically determined.

The FTTs' ethnicity was treated as one of the major criteria, or some kind of identity, during
their search for teaching opportunities within a school system. A local school board offered Ted and
Wilson each a position as an MLO but did not endorse their application for teaching positions in
spite of the fact that their training and actual experience in teaching (both had over 48 months plus
some practical experience) was much more significant than that in counselling (only 4 months with
zero experience). Comparatively, Ted and Wilson were more qualified to be teachers in classrooms
than to be MLOs in schools. If Wilson were to teach a lesson on biology to a diverse student
population, his lesson plan in content would be more or less the same as that of a Canadian-born
teacher except for some pedagogical differences. However, as an MLO, Wilson had to be at least

familiar with a wide range of cultural, linguistic, social-economic, and particularly, psychological
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knowledge in order to be effective in counselling a diverse student population. For Wilson,
counselling was more challenging than teaching, for it was his new profession in which he had to
invest a great deal before becoming competent, while teaching was his trained profession upon
which he had rebuilt. This view was shared by other FTTs. As Henry pointed out, he could walk into
a classroom with confidence to teach math, but he had to invest heavily before becoming
comfortable with a new profession. Regardless of their lack of professional preparation, Ted's and
Wilson's ethnicity led to their employment in counselling. One might think that they should feel
lucky if they were in need of employment.

But according to the constructive and critical advances in social identity theory written by
Abram and Hogg (1990), (see the ethnicity section, pp. 215-221), the reality is that the concept of
ethnicity is often regarded as deviant because the mainstream group tends not to be conceived of in
terms of ethnicity in spite of some cases in which the so-called mainstream group is in fact
numerically the minority group (e.g., see Rose's reflection in Figure 7, Bascia 1996). The deviation
is particularly striking when language (i.e., how one sounds) is held to be inherently linked to
ethnicity. This is because it can then symbolize dominance and oppression, if these characterize the
relevant ethnic group relations. It is such social dominance and oppression that obliges people to
accept a given identity which they do not necessarily want, for example, if school authorities employ
language features to evaluate FTTs on an ethnic basis. Wilson repeatedly mentioned that accent was
a major barrier created by the system and it could prevent him from getting a teaching position. Data
presented in 4.2 (individual stories) and 4.3 (a collective story) suggest that accent was employed
as a hidden criterion for assessing the FTTs' competence, which "legitimately" made them seem

"handicapped” and "disqualified".
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While none of the FTTs considered an incomprehensible accent which impeded classroom
communication acceptable, they found that whether accent was an issue or not depended on where
an FTT came from. According to most FTTs, an FTT who spoke with a strong and difficult accent
but came from European regions had an easier entry into a Canadian school system than an FTT who
spoke with a British-like accent but was a visible minority coming from Africa. By way of example,
let us consider the following data. It compares the language skills of Angela and Rose based on their
pre and post-PUP CanTest results (see Figure 5 in 4.1.2. for details).

Figure 18:  Comparison of results from the CanTEST pre-test and post-test between Angela and

Rose.
PSELDONYM PRE-TEST POST-TEST
SPEAKING LISTENING READING WRITING TOTAL SPEAKING LISTENING READING WRITING TOTAL
Angela 5~ b] 5~ 5~ hRd 5 5~ 5~ 5~ 5+~
Rase 5~ 5 5 5 5 5~ 5 5 §ee 5~

As the figure shows, Angela and Rose were equally strong in their overall language
proficiency. In fact, the post-test results show that Rose made more progress than Angela during the
PUP training. In terms of their accents, Angela had an Eastern European accent while Rose who was
educated under a British school system in Africa had a British-like accent. Both Angeia and Rose
were judged by their professors to be competent teachers, and in addition Rose had an L3, French,
as a distinct advantage over Angela. But Angela's experience in the PUP was far more enjoyable and
her accent never posed a problem for her. On the contrary, Rose's first mentor, without much
knowledge of Rose, claimed that "no one is going to hire her because the whole package of being
a teacher is missing {in Rose]", discounting Rose's teacher competence. In the meantime while still

in the PUP, Rose was encouraged to take an "accent reduction” course, hoping that a "Canadian-
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English" accent would increase her chance of getting a teaching position after the PUP. Three years
later when she recalled her experience with her mentor, she realized that her accent was not the issue
but her ethnicity was. She concluded that her mentor judged her because she was a black person.
A conclusion can be drawn from the above cases that by and large FTTs' teaching
opportunities were not determined solely by their qualifications, experience and skills but also
probably by their ethnicity which was treated as inferior. Therefore they were entitled only to specific
opportunities. In the case of Wilson and Ted, although their accents were considered "unacceptable",
their ethnicity was considered useful for MLO positions which could not be easily filled, or would
possibly be refused, by members of the mainstream group within the system (see the similar findings
obtained by Jupp et al., 1982). In the case of Rose, her accent could not be challenged as
"unacceptable” but it appears that her ethnicity was the underlying issue. In either case, ethnicity was
a determinant of whether an FTT was either embraced or rejected for given opportunities in some

Ontario schools.

6,3.3 Iti
Peirce (1995), on the basis of the findings from her study on immigrant women in Canada,
concluded that social identity is produced on the basis of subjectivity at different social sites. These
social sites are structured by relations of power in which a person takes up different subject positions
(e.g., as a student, a teacher, or a colleague), some of which may be in conflict with others. A person
positioned in a particular way at a given site within a given time, however, might resist the subject
position or even set up a counterdiscourse which positions the person in a relatively powerful rather

than marginalized subject position.
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Rose's experience in the PUP (see 4.1) and after the PUP (see 4.2.5) supports Peirce's
findings and highlights that identity is multiple and contradictory. During the initial stage of her
practicum, Rose was assigned a "non-teacher" identity by her first mentor's subjectivity. Despite her
feelings of powerlessness, she believed that she was mitigated against because of her race. The
complex interaction process between Rose and the mentor created a conflictual relationship.

Rose's identity was, however, not fixed. In the eyes of her second mentor, Rose was a teacher
who had many creative ideas and a non-threatening way of teaching. The contrast between the
mentors was quite clear, showing that Rose's reconstruction of a professional identity as a teacher
was mediated by two mentors, across multiple sites in the relationships played out in two different
classrooms within one school. The multiple sites of identity formation explains that "power is
created with others" (Cummins 1996, p. 15) which was significantly evidenced in Rose's
disempowerment with her first mentor and empowerment with her second mentor.

As in Peirce's (1995) observations, Rose also set up a counterdiscourse when placed in a
marginalized position. When she was designated as "non-teacher", she fought back with strong
determination, "If I really want this [teaching], I will stick to it". It came as no surprise that Rose was
the only FTT teaching three years after the end of the PUP. If Rose was perceived as less effective
because of her physical difference, then "I am going to go about this by not diminishing my
difference. I am not going to try it in any way. I will try to be more than myself [more different than
she actually was]. I start out by being effective. I know I am effective.”

Furthermore, an extension of Rose's identity as multiple and contradictory was the question
of "who [ am" posed by Ted and Adam (4.1.4), which confirms Peirce's (1994) conclusion that

identity formation was a site of struggle. While on site, Ted and Adam were subjected to constant



271
negotiations due to the changing expectations of their mentors and other possible contextual
elements such as the classroom/school culture, instructional materials and the reactions from others.
Regardless of their best efforts in improving their skills, they failed to win trust from their mentors,
including Peter.

From a constructivist position taken in this study that an individual's identity is co-
constructed, negotiated, and transformed over interactional time, it can thus be assumed that Ted and
Adam were unable to establish an identity they desired, at least partially due to a lack of
collaboration from the external forces within the school environment where they had their practica.
It can also be assumed that Ted and Adam built identities which "perhaps have no label, blended
identities, even blurred identities” (Ochs 1993, p. 298) for they acquired neither "a teacher identity"
(in the eyes of their mentors) nor maintained their own previous identity, part of which was lost, in
Ted's terms, "I don't know who I am." Indeed, according to Stone, Adam and Ted "were treated
badly" in the school where they had their practica.

6.3.4 Temporary and Changing

He (1995) suggests that research on identity should be situated with specific activities and
examined along temporal dimensions and the relevance to the context of the local culture.

When the FTTs mainly relied on their identity as learners (see 5.4.1), and when their identity
was understood as multiple and unfixed (see the above) in their being and becoming teachers in
Ontario schools during a period of over three years after the PUP, it took on a dynamic connotation
of something moving forward, developing in time from the past, to the present and to the future,
which could not be defined at static points. As He (1995) points out, "time is a distinctive dimension

of identity” (p. 219). In this sense, the FTTs' identity should be understood not only on the basis of
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their past as what they had been but also on the basis of what they were becoming then, and what
they would be in the future. In other words, their identity was associated with their past experience,
present work and future goals. To illustrate, let us consider some examples below.

Angela's identity of "good teacher material" that she acquired at a school setting in 1994 was
gradually lost as she consolidated her identity as a mother at home over a period of three years. Her
future goal was unclear except for that she appeared to be prepared to live with whatever would
allow her identity to emerge.

Barbara was initially seen as "fitting in" the eyes of her mentor and other school staff (see
4.1.1). She became a supply teacher after being a volunteer for a period of time. According to her
(see 4.2.3), her future goal of becoming a regular classroom teacher was ruined by her one-time
mishap in classroom management. She tried to change others' view of her as a "weak" organizer by
taking a course on classroom management for which she paid $400 (but which was free for
employed teachers). When the employment situation did not improve as she expected, she lost
patience and changed her career. Her "fit-in" identity as a teacher disappeared piece-by-piece,
initially forced upon her and gradually given up willingly.

Time is a striking dimension in the change of Ted's identity. Before Ted was offered the
MLO position, he described himself as an outsider. When he became an MLQ, he claimed with
excitement that, "I am no longer an outsider." Three years later, although he was physically still
occupying a position inside a school board, he felt "like an outsider all the time."

These cases demonstrate that the FTTs' identities were time-bound and were constantly
changing across a variety of school settings. Their identities were context-specific, locally produced

and managed moment-by-moment.
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6.3.5 Summary Comments: The Essential Issues

One of the main ideas that ran through 6.3.1. is the contradictory position which the FTTs
experienced. On the one hand, they were required to take responsibility for improving their
competence but on the other, they were denied opportunities to enhance such competence. Take
language use for example. While it was critical for the FTTs to acquire fluent competence in English,
teaching in classrooms was inaccessible to them. Perdue (1984) noticed this dilemma faced by adult
L2 learners over a decade ago, "An adult learner has, paradoxically, to learn in order to
communicate, and to communicate in order to learn" (p. 68). Ten years later, Peirce (1994) extended
Perdue's argument:

On the one hand, they [immigrant women] need access to anglophone social

networks in order to practice and improve their English; on the other hand, they have

difficulty gaining access to these networks because common language is a priori

condition of entry into them (p. 78).

Furthermore, Peirce has claimed that in order to help L2 learners to be successful in gaining
access to such networks, "structural contradiction” has to be resolved. By structural contradiction,
she means that the social opportunity structure is maintained and sustained by unequally constructed
social relations of power which automatically and "legitimately” determine one's social identity (see
6.2.2. above). For instance, social relations of power limited the five immigrant women, who
participated in Peirce's study, to certain job categories such as "working for first ten years as a
dishwasher [or cleaning lady] in Canada" (p. 176), and determined when they could speak, how
much they could speak, and what they could speak about at work regardless of their education levels
which ranged from a high school diploma to graduate degrees. Unequal power relations depreciated

their qualifications and brought them limited material resources that could barely sustain their daily

lives and accordingly shaped their low-class identity in Canadian society.
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Cherryholmes (1988), in Power and Criticism, wrote that like any social practices,
opportunities are supported by power which operates visibly and invisibly. Power operates visibly
through formal, public criteria that must be satisfied. Power also operates invisibly, where potential
abuse of power occurs. When official decision-making prerogatives reward one group of people and
deny another, their ideology infiltrates their thinking and actions. In other words, power relations and
opportunity are value-loaded, and sometimes they connote moral choices that powerful people
should make.

Peirce's examination of power relations and Cherryholme's description of power operations
are theoretically useful in understanding the FTTs' stories; in particular, why their identity is
ethnically and linguistically manifested, and why it is conflictually multiple, and constantly changing
(see 6.3.2., 6.3.3. and 6.3.4). In what follows, four central themes that emerged from the FTTs'
stories are analyzed to illustrate how power operates invisibly, largely on the basis of misperceptions,
and how power relations determined what the FTTs could get, how much they could get, where,
when and why.

Integratability. The rejection of Ted's job application by a school board and principals, and
the shocked look a school principal gave Henry when he said that he was not a student but a
candidate looking for a teaching position, appeared to them to rest on the perception that they did
not "fit" the "ideal teacher image" that these school personnel held in their minds. Ted and Henry
experienced discrimination, intentional or not, from these individuals and perceived that school
personnel did not realize that black persons could also be as good teachers as white persons. These
employers might have feared that they would make mistakes in hiring Ted and Henry if they did not
perform well once employed, in which case, the employers would "look bad" (see 5.1, Extract 38

Janet). Due to the "responsibility-avoidance" attitude of these powerful individuals and their
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unwillingness to work harder to check on Ted and Henry to understand who they really were (see
6.2.4. above), Ted's and Henry's skin colour appeared to have become a criterion for assessing their
potential "fit-in" quality with given school staffs.

The quality of FTTs being able or not to fit in is not due to their personality traits per se but
must also be understood as reflecting specific socially constituted relationships of power that
determine hiring in schools where mainstream teachers dominate the profession. Pre-judgement
about whether a candidate will fit in shows how power, operating invisibly on the basis of
misperceptions, can turn proper qualifications into a low-source of opportunities for the individual
FTTs involved. In addition, it shows how bureaucratic function may be sustained by fear of failure.
One of the big flaws is that the school system appears to be geared to the worst-case scenarios in
dealing with the "UNKNOWN?" like the FTTs. For this reason, those in authority may be inclined
to ignore, criticize and reject FTTs because of their perceived differences from those of the
mainstream group.

Judgementality. The advice that FTTs should not be judgmental about Ontario school
practices probably reflects good intentions of school teachers trying to help FTTs become integrated
into the school system. A careful examination of what the FTTs' were critical about, however,
indicates that the criticism of FTTs' being judgemental was sometimes not useful for it only showed
some relatively trivial differences from what the Canadian staff themselves believed in.

For example, while Wilson was still in the PUP, the researcher visited the school where he
was having his practicum and observed his teaching performance in his class. At one point, Wilson
criticized some students for being unkempt in class. Right after his class, the researcher interviewed
his mentor who commented that Wilson had a tendency to make judgements of her students, which

could be a self-created barrier for him being accepted. Three years later when the researcher
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interviewed her again, the mentor made the same remark and again used the dress incident as an
example, emphasizing that Canadian students' dress was casual but respectfully casual.

Perhaps, it might be inappropriate to speculate why this incident created such a deep
impression on the mentor, but it is necessary to clarify whether Wilson was really judgemental. As
known to the general public, there has been some debate recently in Ontario, and perhaps in other
parts of North America, on whether students should wear school uniforms, an indication that
Wilson's "judgemental” comment might not be unjustified. In fact, this incident reveals that Wilson
was a decent and responsible young man who had genuine concern for students. Unfortunately, being
perceived as "judgemental” may have become an opportunity limiting barrier for Wilson. Upon
completion of the PUP, he was rejected for volunteer work at this school despite a good evaluation
of his practicum (see Figure 6), and his favourable, sociable and outgoing personality.

Of course, there might be cases in which the FTTs and CTTs were in real conflict with each
other in terms of student behaviour and teacher expectations. These differences should be taken
seriously, for they would affect the quality of teaching and learning. But it must also be remembered
that social practices are supported by power which is, for the most part, in the hands of the members
of the mainstream group. What is more, the reality is that "this power has been used to prevent
people of colour from securing the prestige, power, and privilege held by whites" (Gollnick and
Chinn 1990, p. 34). Hence, it appeared to some FTTs like Wilson, Rose and Henry, that the advice
to them to be less judgemental signailed that the members of the mainstream group were trying to
exercise their power by telling the FTTs to accept the status quo of schools, right or wrong, as
"normal" and beyond critique.

It is possible that the FTTs were sometimes wrong but it is not possible that they were always

wrong. It is also possible that some FTTs were wrong but it is not possible that all FTTs were wrong.



277
That was why some FTTs reacted strongly, when they were said to be "judgemental" about some
school practices. In their own view, FTTs needed to make changes in order to adapt to the needs of
Ontario schools and students. Likewise, the school system should also make necessary changes to
ensure that unity and diversity in schools could be developed and maintained simultaneously. The
complacent "we-know-best attitude" is unacceptable for the simple reason that it is not in the best
interests of Canadian students.

Non-native English accent. Because of their non-native English accents, the FTTs were
constantly questioned about their "legitimacy as teachers." To some FTTs, the issue was not about
accent but rather about where they came from.

Henry and Wilson found that in their search for teaching positions in Canadian schools, FTTs
who came from Western Europe had no problem, those who came from Eastern Europe had some
problems, but FTTs who came from Africa or Asia had a lot of problems. Henry was extremely
articulate about one point that it was difficult to understand any strong accent but people assumed
that it was okay with European accents but not okay with African or Asian accents. Henry concluded,
"That's the problem", meaning that racially visible FTTs were subject to discrimination within the
school system.

Wilson, although employed by a school system, was unable to expand his network as he had
expected to do upon his acceptance of the job offer as an MLLO. People become "powerful" because
of their visibility through participation in activities. For FTTs to increase opportunities for teaching,
they had to be visible and to attract the attention from other people. Wilson felt that it was his accent
that determined his denial of access to powerful social networks that would further enhance his

visibility.
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Figure 19 below presents a summary of Henry's and Wilson's observation and analysis,

suggesting that their professional opportunities as teachers were at least to some extent determined
in order of accent "superiority" or "inferiority" on the grounds of ethnicity®.

Figure 19: FTTs' accent, opportunity and subsequent consequences

Accent (race) Opportunity Experience in Job Search Visibility in Schools
Western European Many No problem Visible

Eastern European Some Some problems Moderate

African or Asian Little Many problems Invisible

The figure reflects these FTTs' perceptions that accent and race/ethnicity played a
determining role in what experience the FTTs would be able to get and how much the system would
reward them in the form of visibility in schools (i.e., how often they would teach). A Western
European accent would mean many sources of opportunity for FTTs. They would have no problem
in their job search and surely they would be employed as teachers, becoming permanently visible in
schools. FTTs with an Eastern European accent might have some sources of opportunity. They
might have some problems in their job search but they still could have some hope of being hired as
teachers. Their visibility in schools might be moderate. FTTs with an African or Asian accent would,
however, have few opportunities. They would face many problems, and as a consequence, might be
permanently invisible in schools (see 4.2.4. Henry; and Extract 9 [Wilson] in 4.3.2). In this case,
the FTTs saw themselves as placed in another contradictory position that little opportunity means

invisibility and invisibility means little opportunity.

* According to Badwin (1997) who has extensively studied race and racism, placing things in an hierarchical

order is racist in nature. As he notes, "One of dilemmas of racism is that we want to be rational and therefore not racist;
but we want to still place things in hierarchy, with "our" on top, which is racist (p. 28, [emphasis original]).
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In fact, Henry's and Wilson's observation and analysis were not something they invented but
identical to the results of an extensive examination of the opportunity structure in Canadian society
by John Porter between 1955 and 1965 (1965)”. Based on Porter's analysis, ethnicity played an
important role in determining Canadians' occupational and socioeconomic status and class positions
in Canadian society. At the high end of the social class spectrum were people from middle and upper
classes of British origin, followed by French-Canadian elites. The subsequent positions were
assigned to immigrants from European regions; the closer their ethnicity was to the British origin,
the higher their ranks would be. At the bottom end of the spectrum were racially visible immigrants
mainly from Africa and Asia. These hierarchical relationships allowed Porter to portray Canada as
a "vertical mosaic”, denoting a structure designed from the top (i.e. the most powerful) to the bottom
(i.e. the least powerful). In Porter's view, the historical legacy of ethnic stratification contributed to
the low rates of social mobility and to the lack of genuine equality of opportunity in Canadian
society. It appears that these data from almost half a century ago still have relevance today.
Porter's illustration of the class stratification on the basis of ethnicity helps us better
understand the influence of their accents on the FTTs' opportunities for teaching. It is important to
recognize that a vicious cycle begins where different accents become indices of the social positions
of groups and individuals, based on ethnicity. By setting this criterion, or using it as a weapon, some
people from given ethnic groups can "legitimately” exploit the system of differences (i.e., different

accent, presumably a "superior" accent) to their advantage.

According to Mills and Simmons (1995), many Canadian scholars turned their backs on John Porter when he
completed his book entitled The Vertical Mosaic. But in recent years, there is a growing renewed interest in his
extraordinary and outstanding analysis of Canadian society.
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Forms of recognition, It should be understood that identity formation relates to desires for
recognition, for security and for safety. According to West (1992), such desires cannot be separated
from the distribution of material resources in society. In reference to these FTTs' experience, their
acceptance level within a Canadian school system certainly did not lead to the security and safety
they desired and believed they deserved.

We must still remember what jobs were available to these FTTs before the PUP (see Table
7 in 4.2), why on average some of the FTTs worked 70 hours a week while taking the PUP training,
and why Ted took a job when still in the program®. According to Henry, the answer was simple,
"We all have to make a living", whether a Westerner or a Easterner and whether a black person or
a white person.

These data suggest that the FTTs' symbolic recognition (i.e. being certified teachers) should
have been reflected in some form of access to material benefits. It was their access to material
resources that defined for them the terms on which they could articulate their desires. Their identity
shifted in accordance with changing economic relations, many of which may be inequitably
structured in Canadian society. By extension, economic security relates to a fundamental issue, that
is, human rights, which are the natural outgrowth of people becoming culturally and economically
secure. One measure of determining whether a society is democratic or non-democratic is to find out
how minority people are treated socially and economically.

It appears then that the requirement that FTTs should sound more English and should get rid

of their accent was not only a linguistic concern but possibly discriminatory practice, intentional or

% Ted was criticized for lack of commitment to training by his mentors, who were then described as being

insensitive by a university professor.
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otherwise, directed at FTTs' search for teaching positions. Due to the unequal social power relations
in the school system and larger society, the PUP training was unable to assist the FTTs in achieving
their ultimate goal as teachers. In fact, unequal social power relations are found to be held largely
responsible for failures or undesirable outcomes of many training programs similar to the PUP
offered to immigrants. For instance, Goldstein (1997) has recently claimed that formal English
classes to prepare immigrants for higher-level jobs seem largely superfluous. Researchers such as
Peirce (1994; 1995; 1997), Goldstein (1997), Hunter (1998) and Wang (1999) have all pointed out
that there is a new urgency that research should address the tensions between the meanings of
marginalized people's everyday lives and the broader economic and institutional powers that shape
those lives and account for the ways in which these powers initiate, maintain, and exploit
subordination of others.

According to Hunter (1998), if educators "strive to uphold social justice equality in an era
when all marginalized populations are now in danger of even greater exclusion" (p. 305), they should
study the opportunity structures portrayed by Henry and Wilson, which, according to Cherryholmes
(1988), should be destructured. Indeed, Canadian schools can no longer afford multiculturalism
policies which acknowledge the legitimacy of cultural diversity but fail to offer a structural
framework through which it can be implemented. If not impossible, it is at least very difficult to
maintain the Anglo-Canadian value system and to have a multicultural population to work for and
live within it simultaneously.

6.4 Conceptualizing FTTs' Identity Formation
In this section, three themes are identified to address the guiding research question: What is

the process by which the seven FTTs who had received additional Canadian training and
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qualification strove to establish and have themselves acknowledged as professionals in the Ontario
educational milieu over a period of three years. These themes entail: a) continuous learning, b)
managing differences and c) constant struggle. After the response to the main research question,

summary comments are offered by revisiting the conceptual framework (see Figure 1).

6.4 i i

The FTTs' decision to pursue a career in Ontario schools created an opportunity for them to
learn, to relearn and to unlearn.

To learn means a process during which the FTTs discovered and developed new skills. At
the top of the list was networking skills. Most FTTs mentioned that when it came to hiring, they
were somehow at a loss as to how to make themselves known to prospective employers. They felt
that they were weak and ineffective in networking and making connections with powerful people
who could help to enhance their visibility in schools.

Furthermore, the FTTs were initially "shocked" by the seriousness of discipline problems in
some classrooms. In their previous teaching contexts, the FTTs had never been through this kind of
challenge. However, as the FTTs became aware of and familiar with the school culture, most of
them developed some strategies for coping with discipline problems. They learned how to be firm
with students and at the same time not to hurt their feelings. Angela mentioned that one of the
"tricks" that she used in discipline was to keep students busy because:"An idle mind is the devil's
playground.” Most FTTs reported that students behaved much better when they focused on academic
learning.

In addition, the FTTs felt that some Canadian teachers varied their teaching techniques to an

extent they had not previously experienced. By reading books on teaching methodology and
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observing how experienced CTTs taught, the FTTs discovered, accumulated and invented some
effective teaching techniques and strategies. As a result, they became more open, creative and
flexible than they used to be. Nevertheless, most FTTs came to a sobering conclusion that impressive
methods and varied techniques were necessary but only secondary because the principles of good
teaching should be instilling a love for learning and producing good citizens through concern for
student learning®.

To relearn suggests that the FTTs needed to enhance their existing skills (i.e., upgrading their
existing skills, the main objective of the PUP). Relearning became crucial for those who had had no
opportunities to teach in classrooms where they could apply, test and improve their skills in practice
before and even after the PUP. They worried about losing their skills by having no opportunities to
use them in relevant contexts. Wilson, for example, saw his only solution as taking courses and
reading books to maintain and upgrade his skills.

Another area for FTTs to relearn was their language skills. Although most of them did
reasonably well on the CanTest at the end of the PUP, and felt that they had no problems in
communication, there was still much room for improvement, particularly in oral fluency.

To unlearn required FTTs to get rid of the skills or methods which were irrelevant to and
unsuitable for the Ontario teaching context. Such skills might include some FTTs' lecturing style and
their overly open and direct approaches to problem solving in terms of student behaviour. In many

countries where the FTTs came from, students - for a variety of reasons - had seemed more respectful

¥ Wheeler (1999), an American university professor who has been teaching in many countries in different

continents, has recently compared ideas of good teaching from three great minds from vastly different times and cultures
(Confucius Sth century BC; Saint Augustine 5th century; and [bn Khaldoun 14th century). His conclusions include that
“many essential aspects of good teaching have not changed in all of history” (p. 73) and that "The essence of good
teaching is independent of time and place” (p. 75).
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to teachers and motivated to learn. As soon as the teacher entered the classroom, class would begin.
When the teacher talked, students would listen attentively. In Canada, teachers often have to search
for ways to keep students interested and motivated. Because of this fundamental difference,
Canadian teachers and FTTs taught differently, and responded differently to student behaviour. Thus,
whether right or wrong, some FTTs' lecturing style and approaches to problems generated criticism
from some Canadian teachers. As the FTTs gained more knowledge about how the Ontario school
system functioned, they became more able to use the methods acceptable to Canadian students.

In short, the process of FTTs' continuous learning is characterized by learning new skills,
relearning existing skills, and unlearning irrelevant skills. More meaningfully, learning was
rewarding and rendered them strength which might turn into possible opportunities for increasing

their visibility in schools.

6.4.2 Managing Differences

One might assume that since the population in Ontario schools as well as in Canadian society
is becoming increasingly diverse, Canadians would view "difference" as normal. Unfortunately, the
present findings suggest that the process of these FTTs' reconstructing a professional identity
involved the FTTs having to "manage their difference" due to others' reactions to their perceived
difference.

For instance, let us first look into the difference in accent. For a consideration of teaching,
the FTTs were advised by some school personnel to get rid of their accents and to sound "more
English." Although the FTTs did not disagree that accent was extremely important for non-native

speakers of English to teach in an English-speaking setting, their reactions towards such a linguistic
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requirement were somehow emotional. To them, the issue was not about accent and but an attempt
to demean their identity as "who [ am", and to deny their opportunity to teach in Ontario classrooms
because of "who I am." Some FTTs maintained that even if they wanted to change their accents,
"physically, it is almost impossible for any adults to obtain a native accent.” As Barbara said, "I will
never be able to change my accent.”

Adam and Barbara argued that in communication, people rarely care about the accents of
interlocutors involved. They listen to each other's ideas and focus on the meaning of the messages
that they conveyed. Barbara used the current Prime Minister of Canada and the Minister of
Citizenship and Immigration of Canada as examples to support her position. These two politicians
speak with very strong francophone accents and yet when they make public speeches, millions of
Canadians, including new Canadians from different linguistic and cultural backgrounds understand
and/or try to understand them by acknowledging their competence in presenting and confirming their
political views and government policies. Canadians do not reject the Prime Minister and the
Minister because of their accents except for possible jokes and insignificant remarks. Collaboratively
and jointly, competent politicians and the Canadian people co-construct the identities of the leaders
of the country.

Angela's successful practicum was another example that supported Barbara's argument.
While on site, Angela did her best to meet the demands of her mentor regarding lesson planning and
delivering. She was rewarded by her mentor's seeing her as "good teacher material." Her reputation
of being good teacher material, however, did not mean that Angela would bow to whatever was
required of her. She detested the idea that she should change her accent and acquire a Canadian

English accent simply for the sake of being accepted in Ontario schools. In her opinion, if a strong
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British accent was acceptable, then any other non-Canadian accents should be treated as equal, for
her teaching performance was not affected by the way she sounded to her students. Angela indicated
clearly that she would not invest her time and energy in changing her accent. For her, anyone who
attempted to do so would in the end not only fail to acquire a Canadian identity but also lose his or
her original ethnic identity. The essential point for Angela was that her accent was her identity and
there was nothing wrong with that identity.

The FTTSs' reaction to the accent challenge depicts their determination to be good teachers
on equal terms with others, and their strong desire of maintaining their established identities - that
is - to be who they were. Maintaining their accents was, in a sense, a protection of who they were.

It should be pointed out that no FTTs denied that accent was a valid issue for a teacher whose
speech was incomprehensible to students. Nevertheless, that might not be the case with all these
FTTs. The accent of retrained FTTs cannot be so difficult or so different that they cannot be
understood. This conclusion is in fact supported by a recent study by Munro and Derwing (1999)
on foreign accent (Cantonese, Japanese, Polish and Spanish), comprehensibility and intelligibility
in the speech of second language learners. According to them, "an accent itself does not necessarily
act as a communicative barrier...even heavily accented speech is sometimes perfectly intelligible
(p. 285).

Those who insist that FTTs must get rid of their accents, and speak like them have probably
forgotten what is unique about Canada. As a nation largely comprised of immigrants coming from
all parts of the world, linguistic changes in Canadian English will continue. The Loyalists who

arrived in Canada as refugees from the American Revolution in the 18th century (1776) did not
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sound like Shakespeare®. The current Anglo-Canadians who were the descendants of immigrants
from Britain and Ireland in the 19th and 20th centuries do not sound like the Loyalists. Canadian-
born children grow up speaking not like their parents but like their schoolmates and playmates.

Now that Canada has become post-colonial both historically and spiritually, a great many
linguistic changes are expected. In the living language there is a reflection of where Canadians have
been and where they are likely to go next. What seems impossible today becomes a reality tomorrow.
Particularly, in the rapid rise of the current globalization and commodification of education and
business, English is seen internationally to "belong to the people who speak it, whether native or
nonnative, whether ESL or EFL, whether standard or nonstandard" (Norton 1997, p. 427).

Now let us consider the difference in looks and acts. Unlike the accent which, to a certain
degree, can be changed and improved through training, racial difference (i.e., physical appearance
and certain customary acts or behaviour) cannot be negotiated through learning. The written
documents (4.1) and interview data presented in 4.2. show that some FTTs brought much unwanted
attention and scrutiny on themselves. In the eyes of some school staff, racially visible FTTs did not
have the ideal "teacher image" for the "reasons" below:

L. Some came from countries where "a bad smell was part of their culture” (Peter's

explicit comment on Adam and Ted).

(84

Some others did not act like teachers and they "were marching like soldiers" while

teaching in a classroom because they came from "an authoritarian culture” (Peter's

% In an 18-year study of The English Historv of African American English conducted by an Ottawa linguist
(Poplack 1981-1999, in press), it is reported that black people have been drilled to think that their language is infertor
while in fact, Black English was transplanted from a common British source - from Scotland and Ireland as well as
England when slaves were exported by slave traders between the 16th and the [9th centuries. Some linguistic features
of Black English have not completely disappeared in Shakespeare's Hamlet.
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explicit comment on either Adam or Ted; and Ellen's implicit comment on either
Wilson or Henry).

3. Still others were treated as students when approaching schools and school boards to
apply for a teaching position; school personnel, without thinking, would take them
as students, assuming that they were there either registering for or taking courses. But
if FTTs told them that:"T want to find a job as a teacher", these people would change
their expression, looking shocked:"Uh?" (Job search experience of Henry and Ted).

None of the above remarks or reactions was directly referenced to the word, "race". It was
evident, nevertheless, that they conveyed a message, questioning FTTs' legitimacy to be teachers.
They imposed burdens on the FTTs who were ridiculed, who listened to, and who witnessed the
scene in which such offensive remarks were made.

In addition, some FTTs witnessed that immigrant students or even established immigrant
teachers underwent a similar treatment in Canadian schools. Each one of these FTTs had stories of
this nature to tell. Adam was once asked by his principal to investigate which minority student had
damaged her car parked in a school parking lot. He asked the researcher during the interview what
made the principal think that her car was damaged by an immigrant student, without any evidence.
Once Rose witnessed an argument involving a principal and a vice principal with an immigrant child
who wore a veil over her head. She said to herself, "Why such a big fuss about it? There are better
ways to handle it." Wilson reported reading comments on immigrant children made by Canadian
teachers, which prejudged these kids as failures because they had an accent. He then came to realize
its potential negative impact on his own teaching opportunities. On one occasion, Henry felt

extremely insulted, listening to his principal describing immigrant students as coming from a culture
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“where they grab whatever they can, and they take whatever they find." On another occasion, Henry
witnessed his fellow students giving a hard time to his own racially visible minority teacher at a
college where he took computer training.

Confronted with prejudice and racial remarks, some FTTs spoke with vulnerability, some
with anger, some with reason, some with avoidance and some with resistance. But none chose to
directly challenge racially offensive individuals in schools, for in their view, some discriminatory
practices were, although hidden, entrenched values in the school system, creating "systemic racism"
(Ben; Sandra) that made individual acts of discrimination acceptable (Thiessen et al. 1996).

At the focus group session, when asked how they managed their difference in order to survive
and succeed in the school system, Barbara said that she would simply try to "do as the Canadians
do." Adam who always focused on improving himself almost screamed, "I am different, that's
obvious. Different culture, different colour. How am I supposed to be less different? I am different
but I do a good job." Wilson would continue to "be myself" because he did not want to act upon
others' perceptions. Rose said she would give a tit-for-tat, "if they judge me as less effective, I am
going to be more different than myself" (see Extract 27 in 4.3.4). Henry said he might not be
bothered at all because he saw through it anyway. Ted felt that the best way would be to learn to
"negotiate with the system, find out what the criteria are and act accordingly." To him, complaining

would not solve their problems and confrontation would lead them nowhere.

6.4.3 Constant Struggle
During the process of the FTTs' learning, relearning, and unlearning, and of difference-

managing, they struggled continuously against various adversities.
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To begin with, most FTTs had to deal with financial problems which were mainly the
consequence of their unemployment and/or underemployment. As Angela said, "Not having any
security... A job is security for everybody...It's very hard, not easy [to get into the system]." Thus,
they often ended up doing odds jobs, working long hours and just managing to get by.

Many felt that their struggle to overcome financial difficulties was not fully understood.
While in fact their empty wallets carried a heavy heart, some FTTs even felt humiliated for having
"image problems" because they did not dress the way the Canadians dress. Some others were
questioned about their commitment to the teaching profession because they did not buy textbooks
or were not available for volunteering. These FTTs in fact understood the basic but universal
standards of what teacher image was although they came from countries poorer than Canada. In
addition, they were aware of some Canadian distinctiveness, since they were offered orientation
sessions on Canadian culture in general and school culture in particular at the initial stage of the
PUP.

Nevertheless, the most trying and enduring problem for most FTTs was not the financial
difficulty but the struggle of coping with a fear of making mistakes, of being misunderstood, of being
suppressed, of being subjected to discrimination, and of being isolated. In a word, they felt
sometimes unsafe in some Ontario schools, not physically but mentally, and not among students but
among teachers. Despite their willingness and effort to integrate with other teachers, eating lunch
together and sharing ideas as Peter suggested, most FTTs found themselves to be often
misunderstood and treated as outsiders and second class citizens. As a result, they were very careful
in their interactions and conversations with other teachers. Otherwise, they might get unwanted

attention. They were frustrated and tired of having to be constantly on guard.



291

Instead of a speculative analysis of why these FTTs felt frustrated or unsafe, let us consider

how they responded to an interview question that if they had a choice, where they would like to
work. Their responses are summarized in 4.2.8 (Figure 8).

Where I could have my voice heard.

Where I am allowed to be creative and open.

Where I don't have to be "perfect".

Where I am respected and accepted for who I am.

Where nobody cares about where [ came from.

Where teachers are evaluated on their teaching ability only.
Where I am not subject to any kind of discrimination.
Where I can feel safe.

PN D

6.4.4 Summ ments;: Revisi Framework

The reconstruction of a professional identity by seven FTTs in a Canadian school context,
a goal which to them involved them ultimate acceptance as classroom teachers, is characterised by
their continuous learning in developing new skills, upgrading existing skills, and not using irrelevant
skills. Furthermore, it depicts the FTTs' efforts in managing their perceived differences as related to
how they spoke, how they looked, and how they acted. More inclusively, the FTTs' experience in
building a new professional identity exemplifies the FTTs' constant struggle during which they had
to deal with a variety of impediments and challenges.

In spite of the difficulties they faced, the FTTs were nevertheless successful in gaining some
opportunities to participate in certain school activities. No matter how limited these opportunities
might seem when compared to their original plans and/or ultimate goals, the FTTs' presence in a
school environment did have an impact where they worked. For instance, their presence in schools
helped foster some recognition of individual differences and respect for diversity among students
and staff. Such a contribution might be token, brief and occasional, but did reflect positively on the

system even if temporarily.
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In Chapter Two, several studies on identity formation were reviewed. In 2.1, the Canadian
teaching profession was described and in 2.2., linguistic and professional requirements of FTTs were
identified and Canadian educational systems, basic values, goals, school practice and student culture
were discussed. In 2.3, it was proposed that FTTs could achieve their professional identity by
demonstrating relevant competencies and by seeking opportunities to build a network through
negotiations and interactions with others. In 2.4., a conceptual framework was suggested, which
hypothesized that in order for FTTs to achieve the goal of reconstructing a professional identity in
Canada, they must satisfy three conditions: a) they should be competent teachers, b) they should be
given opportunities to demonstrate their competencies, and c) they should be strategic negotiators
in interacting with significant others in their environment and in dealing with tasks and problems.
In order to be able to evaluate the extent of the FTTs' goai-achievement, three success indicators
were included in the framework: a) they should participate like all others, b) they should act like
some others, and c) they should be themselves like no others (see Figure | and below). In what
follows, the conceptual framework is revisited, examining each element with reference to the FTTs'
stories (see 4.2).

The goal. The overriding goal of the seven FTTs was to have a career in Ontario schools,
working as teachers. "Getting a job, a teaching position" (see 4.3.5) motivated them to apply for the
PUP in the summer of 1994, complete the training in December 1994 and continue their journey
since then in order to fulfil the necessary conditions (see below).

Beyond this, most FTTs expressed a view that it was important to them not only to work as
teachers but also to be treated as teachers. Ted did not enjoy being called to supply teach, get paid

and then disappear. Wilson dreamed of working in schools where he was allowed to be creative and



293
open. Henry said he would not take a teaching position if it was offered to him on the basis of his
race - he was black. In his view, to ensure equal treatment in schools, his qualifications must be
acknowledged first. In short, the FTTs hoped that they could teach in schools where they were
respected and treated equally. These comments indicate that the FTTs' goal was manifest in both
physically occupying a teaching position and psychologically receiving equal respect and treatment.

Conditions. In order to achieve the above goal, three conditions - competencies,
opportunities and negotiations - had to be fulfilled. Under the first condition, FTTs were evidently
expected to have strong English language skills, solid teaching competencies and good knowledge
of Canadian educational standards and practices including knowledge of school culture. It was found
from the data that this supposition in principle was supported by all the informants aithough there
was somewhat different weight given to individual items (see 5.1). For instance, while the FTTs
considered knowledge of subject matter as the most important skill that they needed to upgrade, most
implementors felt that teaching skills were the most crucial area in which FTTs had to improve. In
the eyes of the facilitators, English language skills were the priority for most FTTs. In addition, some
informants, most of the FTTs and a couple of facilitators, felt that accent - which might not
necessarily affect comprehension - was sometimes used as the only criterion to hire or not to hire an
FTT for teaching.

Under the second condition, FTTs expected to be provided with opportunities to demonstrate
their competencies. It was assumed that opportunities would generate two kinds of outcomes. The
first was a recognition of FTTs' academic qualifications and professional experience, which would
endow them with symbolic value/status. The second expected outcome was material gain for the
FTTs as a result of having opportunities to offer their services to students with their acquired and

trained skills.
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In 4.1.3,, it was reported that the FTTs were successful in gaining an initial recognition for
their academic qualifications from Canadian universities and professional certification from the
OMET. Their symbolic recognition was, however, not reflected in material benefits that they
expected to acquire (see 4.2., 4.3., and Table 7). In other words, when it came to opportunities for
employment, the FTTs' qualifications and experience were not seen as sufficient and thus their desire
for security in the form of material resources was denied. Other additional factors were also
apparently at play (see 5.1., and 6.2).

Under the third condition, negotiation is considered as an important and useful tool for
entitlement. According to the study conducted by Thiessen et al. (1996) (see 2.3.4), racial minority
immigrant teachers' actions and activities and their roles as teachers in Canadian schools are
profoundly the products of ongoing negotiation with others in their environment.

It was found from the interviews described in 4.2. and from the focus group session discussed
in 4.3. that most FTTs felt that negotiation was necessary in terms of self-reflection on how to deal
with barriers, overcome difficulties, restore trust and so forth. In terms of their negotiations with
others, including personnel in the school system, they often ended up being compromisers, yielding
to whatever was required of them (see seven stories in 4.2). Furthermore, if an FTT did have the
courage to voice his or her opinion and if it was critical, he or she would be seen as being
"judgemental" (e.g., Wilson).

Probably, a major difficulty for the FTTs in negotiating more openly and comfortably for
entitlement lies in the fact that the FTTs were not regular employees. Their temporary appearance
in schools, for example, as supply teachers, would disappear permanently if they ventured to
negotiate with the system for entitlement and/or to argue and disagree with regular staff members.

In contrast, the participants in the study by Thiessen et al (1996) were regular employees who
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could not be fired easily; thus they were able to use the tool more effectively than the FTTs in the
present study.

Success indicators. Three success indicators were established to determine the extent to
which the FTTs succeeded in reconstructing a professional identity. These indicators were drawn on
Lewvita's (1965) concept that "every individual, concurrently is like all other men, some other men,
and no other man" (p. 74).

The first indicator, "participate like all others", measures the extent to which the FTTs by the
end of the study had (had been given) opportunities to participate in educational practice like all
others in a school system (i.e., a school board). The second indicator, "act like some others", verifies
whether the FTTs were like other teachers in schools, complying with Canadian teaching standards
and practice. The third indicator, "be oneself like no other", evaluates whether the FTTs were
respected for who they were in that among all other teachers they each also occupied a place where
they were accepted as equal and for their uniqueness.

It was reported in 4.2. and discussed in 6.3. that like all employees working for a local school
board, most FTTs actively participated in various kinds of activities in their designated positions
after the PUP, such as role modelling, helping students and promoting social harmony from one
school to another (e.g., Ted and Wilson as MLOs, travelling across the city to different schools) and
from one classroom to another (e.g., Rose as a supply teacher teaching in different classrooms). Like
other school teachers, most FTTs were diligent learners who strove to improve their teaching skills
and enhance their understanding of Canadian education and standards. As a result of their continuous
learning, some FTTs were employed as counsellors and back-up teachers. Additionally, FTT Rose
became a regular supply teacher who occasionally occupied a classroom where she taught "like no

other."
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Thus, the FTTs' success can be expressed in terms of their increased visibility in the Ontario

educational milieu on the basis of the FTTs' employment and their understanding of what success

meant (see 4.3.8 and the goal above). Their stories show that they were most successful in being

members within a school system and less successful within a school(s), and that they could hardly

succeed in becoming teachers in a classroom(s). To put it another way, these FTTs' success or
acceptance in this Canadian school system can be defined and characterized as follows:

L. It was possible for the FTTs to be permanently visible within a school system.

(3%

It was possible for the FTTs to be symbolically visible in schools.

(O]

It was possible for the FTTs to be permanently invisible in classrooms.

This characterization is necessary and useful. Without addressing what is possible and what
is not possible for FTTs to achieve, their puzzles of "accent and acceptance”, "teacher versus non-
teacher" and "who I am" cannot be fully worked out.

In conclusion, the FTTs' experiences in reconstructing a professional identity in Ontario
schools demonstrate what they became was the product of an interplay between individual talents,
desires, life circumstances, choices, and social and institutional contexts, which determined their
opportunities, (see the middle box in Figure 1), which in turn constrained what was possible for them
to achieve.

Final comments. At its simplest, the basic assumption of the conceptual framework is that
FTTSs' professional identity was co-constructed by themselves and by significant others within given
social contexts. The framework proposes the reconstruction of FTTs' professional identity as the
central goal which directs and monitors the process. The goal requires FTTs to fulfil the three
conditions, and a starting point for FTTs to begin the process of the identity reconstruction. Three

success indicators are added as an evaluative tool to determine whether the outcome of an FTT's
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identity construction was desirable - to fulfil their career expectations and those of the PUP
facilitators.

It should be noted that this framework is not a theory of identity. It is built on several pieces
of work on identity formation (see Chapter Two), featuring a philosophical view of an "I-you"
relationship ("I" refers to the first condition - FTTs' competence; and "you" refers to the second
condition - school personnel or schools, school boards etc). Negotiation, a relatively new concept
(Thiessen et al. 1996; Duff and County 1997), is considered as a useful tool which allows a
researcher to examine an identity acquirer’s activities in managing situations in which there is a lack
of collaboration from the other party (i.e., "you").

The utility of the framework rests in the opportunity which it affords to demonstrate relevant
competencies, to determine if there are obstacles blocking the process, and to assess the significance
of its outcomes. Thus, it becomes possible to capture the overall process of FTT's integration into

a Canadian school system.

6.5 Limitati he Stud

The present study has the following limitations. The project has explored the process of
professional identity formation of a small group of participants whose backgrounds were
linguistically, culturally and ideologically specific. The outcomes of the study, therefore, may not
be generalizable beyond these particular participants and their context. However, such a study may
generate insights which contribute to a better understanding of the careers and the work lives of
immigrant professionals in Canada, especially those from non-European regions.

The study also reflects disadvantages as well as advantages of mixed research methods,

which included consultation of written documents, interviewing and focus group discussions.
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Written documents which grounded the context for the current research helped the researcher
uncover meanings, develop understanding and discover insights relevant to the research program;
consistency, was, nevertheless, not guaranteed. As was found out, there were discrepancies in written
data and interview data regarding the evaluation of some FTTs' upgrading performance.

In considerations of internal validity, the use of personal data (i.e., FTTs' stories) connected
with the public data (i.e., the insights of the PUP implementors and facilitators) poses a peculiar
class of problems. Some aspects of the study such as job security, racial relations and human rights
were sensitive and political and they emerged to a greater intensity than expected. Informants'
possible unwillingness or avoidance in telling the truth might have led to some misstatement of facts.
In addition, informants were asked to provide retrospective views which could be subject to some
distortion. Ideally, interviews with the seven FTTs' students and the parents of their students would
strengthen the study since the researcher was dependent on the limited data sources to interpret these
FTTs' experiences. It was unfortunately not possible to gain access to this group of potential
informants.

In addition to the above limitations, the researcher might not be fully objective in interpreting
the data. Occupying a similar marginality as the subjects under study, she was challenged to search
for a way of understanding identity formation not as stable or single but as continuous/muitiple and
conflictual. It is from this marginal and contradictory location that she listened and observed, she
spoke, she wrote, and she put forward the analysis in this thesis. Therefore, there could be a sceptical
attitude on the part of readers who occupy other locations toward the explanations of the ideas and
facts expressed in this writing.

In spite of possible bias, the researcher made an effort to tame her subjectivity, while

recognizing it as the basis for allowing her to see and to tell the stories of others. It was a strength
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on which she built. It made her who she was, equipping her with the perspectives and insights that
validated and shaped all that she did as a researcher, from the selection of the topic through the
gaining of informants' confidence to the emphases in the analysis and writing. All in all, "Seen
as virtuous, subjectivity is something to capitalize on rather than exorcise" (Gelsne & Peshkin
1992, p. 104).

As mentioned in the introductory chapter, interested readers are once again advised to
keep in mind that the purpose of this thesis was to offer them much to consider but little to fear or
hope for.

6.6 licati f

The study has provided some compelling evidence supporting the position that FTTs' identity
formation is a process of collaboration between the FTTs and the people and social/ institutional
structures in their environment, with the former as the driving force, but the latter in an essential -
facilitative role. These findings may have implications in the following areas.

6.6.1 r Adj n

Foreign trained professionals who choose Canada may draw insights from the study and
become aware that Canada is the best country in the world in a relative sense only. Canada is neither
heaven nor hell. It is like a battlefield for those from elsewhere who must be competent, determined
and strategic in order to have a meaningful and successful career here.

To begin with, foreign-trained professionals must take responsibility for their own career
adjustment in the Canadian context. To be successful in Canada, they should be highly trained and
have the skills that are needed in the Canadian job market. If they are non-native speakers of English,
they must be aware that both professional identity formation and the perception of others have a

linguistic dimension. Furthermore, they should be willing and able to cope with new standards of
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accepted behaviour, habits, and customs instead of attaching themselves stiffly to old and irrelevant
ones. Ultimately, the key to success is knowing how to proactively "play the game" in the Canadian
workplace.

Above all, foreign-trained professionals should be prepared for a process of a career
adjustment that is complex, slow, and sometimes very painful. It goes far beyond a simple matter
of competence, skills and job opportunities. Immigrants, recruited or otherwise, come to Canada
expecting, and expected, to contribute to the development of this nation. In return, they desire some
benefits from their contribution, touching the most sensitive issue, job security, which Canadians are
also extremely concerned about. Immigrants should be aware of the existing "opportunity structure”
which regulates employment opportunities and controls the distribution of social wealth, and be able
to determine what their share could be and, accordingly, what they should do.

In short, it is important for toreign-trained professionals to realize that individuals are the
change agents. A good change agent is someone who knows how to demonstrate his or her strengths
despite his or her weaknesses, perceived or real. Those who wish to have a meaningful career within
Canadian society have to figure out themselves how to make that happen.

Nevertheless, from the co-constructive position taken for the study, individual efforts cannot
succeed unless sustainable social and institutional support is provided. As Jackman and Crane (1986)
note in a study of their best friends who are black, even if minority groups' attitudes are more
positive, dominant culture members still like to maintain political and economic power. Moreover,
given that perception is often a hidden but major factor in making employment decisions in the top
ranks of some organizations, focusing change efforts on the individual level might only reinforce
institutional discrimination. With this in mind, let us turn to the next topic, policy efforts, the most

important of all.
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6.6.2 Policy Efforts

A professor, on the first day of the school vear, says to his students, "Let us do a little quiz on logic
today.” He begins to fill a big glass bottle which is on his desk with big stones until it appears full.

The professor then asks the class, "Is the bottle full?" "Yes," answer the class in chorus. "Really?"
As the professor questions the students, he produces from under his desk a pail of shredded stones and
pours them into the bottle. "Is it full now? "Perhaps, not," reply the students cautiously this time.
"Good", the professor nods his head and takes out a pail of sand and pours it into the bottle. "Is it full
now?" "No," the students chant loudly with confidence. "Very good,” says the professor, and then
takes out a pail of water and pours it into the bottle until the water runs out of the bottle. The bottle
1s full now.

The professor sets evervthing aside and tums to the class, "What does this tell us?" A heated
discussion starts among the students who come up with different answers but none of them seems right.
The professor writes on the blackboard, "Can the big stones be put into the bottle if sand and shredded
stones are poured into 1t first?”

What is the big stone identified in this thesis? The discussion in 6.2.4. made it very clear that
unless institutional bias/discrimination is acknowledged and addressed, the structural barrier is
removed and the we-know-best attitude is changed, issues such as unequal power relations,
opportunity distributions, tensions, prejudices cannot be resolved and settled.

The FTTs' experience of "being professional students" without professional employment is
a collectively created social phenomenon. Their cry for "work after education” implies that Canada
faces a series of apparent contradictions in the development of effective employment policies for
immigrant professionals, particularly those from racial minority groups.

Individual efforts are insufficient because institutions direct and control individuals' choices.
As presented in Chapter Four and discussed above, the sharp contrast between the success that FTTs
achieved during 13-week training in the PUP and their unsuccessful efforts during a period of over
150 weeks after the PUP is a simple but powerful example which emphasizes that collective as well
as individual efforts are needed to enact change. If the FTTs were to achieve their goal of becoming

classroom teachers, collaboration between them and the school system must be present. Sustainable
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official support can not only facilitate FTTs' integration into the system and also add much to the
development of the system itself. The relationship between an individual's efforts and a system
support is similar to that between environmental conditions and the growth of a seed. Unless the seed
encounters the right conditions - humidity, rain, soil nutrients, temperature, and so on, it cannot grow
healthy and strong.

The FTTs believed that what they wanted was very simple and just - to work in the field in
which they were trained. How could anything so sensible be so difficult for them to accomplish in
Canada? John Kennedy once said, "Anyone who is honestly seeking a job and can't find it, deserves
the attention of the United States government." If immigrant-related policies are to illustrate sincere
concern for allowing professionally trained immigrants to contribute "free of barriers, to every
dimension of Canadian life" (CIC 1998), it is imperative that Canadian policy makers first come to
terms with abundant evidence that immigrant professionals like FTTs experience discriminatory
treatment in their search for employment. Then it is possible that they will seriously consider how
to implement the policies that they have made. It is important to realize that a policy without being
properly implemented is a sugar-coated policy which does more harm than good, for it has a
backlash on those the policies intended to help.

Immigrant recruitment policies cannot just target talented individuals from under-developed
countries into Canada without ensuring opportunities for them to work in their areas of expertise.
It is a huge waste of human resources for trained professionals such as doctors and teachers to deliver
pizza and sweep floors. Even less unacceptable is that after these individuals have obtained Canadian
qualifications, they are still evaluated as not qualified. Then, it appears as if these policies were

satiated with vested interests, resulting in creating members of a poor, disillusioned and humiliated
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immigrant lower class who have lost faith in this country and who will perhaps be forced to use their
skills in abusing the system (see Rose 4.2. and 4.3.; also see Sohail 1998; Miller 1998; Ottawa
Weekend 1997, 1998; May 1998).

Furthermore, educational policies should acknowledge that there is a need for flexibility in
the delivery of upgrading training programs for L2 professionals. For programs similar to the PUP
to be effective and sustainable, on-going mentorship programs between schools, school boards and
universities should be developed to ensure the continued success of participants after they have
received additional training required by Canadian standards.

Finally, there is a need for education on cross-cultural understanding for people at all levels
of the school system. [oannou (1999), the TESL Ontario representative on the TESL Canada Board,
recommends "training principals/managers about these matters as there is a definite lack of
understanding and a great deal of ignorance towards these issues" [personal communication]. If
leaders do not understand the importance of a given policy, the policy will be thrown out window
when it comes to its implementation. As well, while a school is for students, a university is definitely
for teachers. Schools cannot be excellent without continuously exposing teachers to new ideas,
practices and opportunities to reflect on themselves and their programs. And last but not least is the
need to educate the general public. Canadians have to be aware that the strength of this country lies
in the willingness of all Canadian-born and immigrant Canadians to respect one another. Despite
their superficial differences, they have at least one thing in common, that is, they are all human
beings who deserve the same respect and treatment.

Perhaps, the notion of "appreciation” should be promoted instead of that of "tolerance" in a

society as multicultural as Canada. Appreciation enhances an understanding of majority/minorities
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and leads to harmony among them. On the contrary, underlying the concept of tolerance, there is a

potentially negative force which can result in conflicts when members from different groups no
longer show tolerance towards each other.

In a word, what is needed is "a big education, a big education for all", as concluded by

Stone.

6.6.3 Language Training

The FTTs' experience of being constantly questioned about their language ability, particularly
about their accents in English, implies that language training programs should be more flexible and
relevant to the needs of L2 professionals.

According to a recent study on the needs of immigrants undertaken by the Canadian Institute
of Cultural Affairs (ICA, 1998), the most urgent needs of L2 learners are not identified in the current
language training curricula. In spite of the insistent emphasis on communicative competence since
the early 1980s, it appears that much L2 instruction has failed to help L2 learners acquire such
competence (e.g., Peirce 1994; Wang 1999).

It should be realized that the current adult L2 learner population is changing and that
traditional instructional methods might not as effective as they used to be. For example, playing
games in class is seen by many L2 Asian adult learners who are highly educated as a waste of their
time, and talking about travel is not of much interest to them. In fact, some recent studies have
already begun to examine this issue. Goodchild (1999), a Canadian ESL instructor, reports that some
adult immigrants who have spent ten or more years with their ESL teachers keep saying, "I do my

work good, but my boss he no like me” (p. 35) because their teachers have been humiliating them
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with endless arbitrary communication games in class. It is not surprising that Goldstein (1997), a
researcher from OISE, asserted in her doctoral study that formal English training for immigrants was
largely superfluous.

In sum, learners' professional and other L2 needs should be identified accurately and then
translated into lesson planning. Instruction should focus on "what the person can do in the L2"
(Wesche 1992) in order to ensure that L2 learners achieve fluent competence (CLB 1996). In
addition, efforts and creativity may be necessary to help adult L2 learners to acquire a native-like
accent. We should, nevertheless, keep in mind that "a strong foreign accent does not necessarily
cause L2 speech to be low in comprehensibility or intelligibility" (Munro & Derwing 1999, p. 303).

6.6.4 Research

This study and its findings have implications for future research. To begin with, the use of
personal data connected to the public data has methodological implications. While raising special
problems (see 6.5), it has simultaneously illustrated some advantages due to the openness of
qualitative inquiry and strengthened the design of the thesis. The three-stage interviewing technique
(see Table 5 in 3.3) allowed the researcher to engage in a series of interrelated activities. For
example, during the interview with Brian, the researcher presented to him as a problem the claim
voiced by some FTTs that the school system discriminated against FTTs. Brian, from a PUP
implementor’s perspective, thus gained an opportunity to express his view on this issue (see Extract
42 in 5.1.2.2). As a result, the researcher gathered authentic data and was also able to establish
conformability of the data (Lincoln & Guba 1985). Similar to the manner in which a detective works
(Eisner 1991), the researcher was able to compile bits and pieces of evidence to formulate a

"compelling whole".
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Furthermore, in 4.1.3., it was reported that on the basis of their upgrading performance, each
of the seven FTTs was awarded a Certificate of Professional Upgrading recognizing his or her
additional Canadian training and qualifications, and thus became an Ontario certified teacher. In 42
and 4.3.. it was found that the FTTs' qualifications were nevertheless questioned when it cames to
employment. In 6.1. and 6.3., it was asserted that FTTs' professional opportunities were sometimes
determined on the grounds of ethnicity as reflected in accent, uncovering a new aspect of the unequal
opportunity structure in Canadian society. These findings provide some potential future research
topics.

First, the assessment of foreign-trained credentials deserves serious research attention.
Globalization trends and the need for immigrants make the portability of occupational and
educational credentials increasingly important. Although CICIC (1997) has established guidelines,
they are directed at assessing credentials brought from European countries. The current reality is that
increasing numbers of non-European immigrants are recruited and apply for immigration to Canada.
Yet, very often these immigrants' academic qualifications are undervalued and their professional
experiences are overlooked in Canada due to a lack of knowledge of, and/or potential prejudice
against, non-European educational systems.

Information on non-European educational systems can be gathered and compared with
Canadian standards. Accordingly, regulations can be established to ensure that non-European
immigrants' credentials are evaluated without any form of racial and political discrimination.

The FTTs' accent dilemma suggests another possible research topic on race and accent in
relation to one's ability to carry out professional duties. Challenge or criticism of the FTTs'
communication problems cannot be fully understood on the basis of a simple view of a "language

deficiency" expressed in the phrase "non-native accents". If communication problems only arose
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from a "language deficiency”, an increased ability in English would be matched by increased
communication and social power. A focus on the linguistic ability of an L2 user does not sufficiently
explain why FTTs like Rose were not fully accepted by the system. In Canadian society, linguistic
issues are often related to ethnicity and reflected in the struggle for both symbolic power and material
gains. The FTTs' accent dilemma is not only a linguistic issue, but also an ethnic-racial-social-and-
political issue. As Munro and Derwing (1999) explain, "native-speaker listeners tend to downgrade
nonnative speakers simply because of foreign accent" (p. 287). In addition, neither of the two models
of communicative language ability as reviewed in 2.2.1 (Bachman 1990; CLB 1996) addresses the
importance of accent in communication, which implies a potential need for research on
communicative language ability to broaden its scope and revise its definition.

Finally, the topic of human rights was repeatedly brought up by some FTTs. According to
Rose, recruiting professionally trained immigrants into this country when there is not a reasonable
opportunity for them to work in their field, thus leading to leading them to live in poverty, was a
violation of human rights (4.2.1.). Pondering over her comments reverberates Ghandi's assertion that
poverty is the worst kind of violence. Poverty is a callous dungeon located on the bottom of the
civilized society.

In Canada, poverty often results from unemployment. If unemployment is the only option of
individuals who have relevant skills and are willing to work, but are deprived of opportunities to
work because of who they are, then poverty is indeed a violation of human rights. Poverty destroys
human beings physically, mentally and spiritually. It is an unnecessary and immoral violence.

Some FTTs felt strongly that they were treated as second class citizens. While their voices
were silenced, whatever was valued by some members from the mainstream group was imposed

upon them (4.2.3., 4.2.5, 4.2.7). Such feelings of being suppressed are echoed in the penetrating
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criticism of human rights violations by Lu Xun® (1881-1936), "The most horrible thing is not a
government that stages public executions, but a government that secretly disposes of its victims"
(cited by Warren 1998). Lu Xun was right because one of the worst things about life is not how nasty
the nasty people are. We know that already. It is how nasty the nice people can be.

Many people have a deepseated belief that immigrants from "non-democratic" countries do
not understand what democracy means and must feel lucky to enjoy equal opportunities and freedom
of speech in Canada. But Warren, a Canadian, (1998) suggests that those in the West who are
inclined to criticise those in the East for violating human rights should hold on their criticism
because:"It is we in the West who need to know. It is we who haven't a clue about democracy."

The feelings, the comments and the ideas described above demonstrate clearly that creative
thinking and good ideas occur everywhere, in the West and also in the East. Important lessons can,
and should, be drawn from other cultures to enhance our understanding of human rights and to
promote democracy accountability.

Last but not least implication is that of the conceptual framework (see Figure 1) which guided
the present study. The outcomes of the study indicate that the framework might be usable for other
similar studies if certain terminology is rephrased. For example, if a study were undertaken on
foreign-trained doctors who wish to pursue a professional career in a Canadian hospital context, the
phrases, teacher competence and knowledge of education (see the competencies box in Figure 1)

could be changed to medical training and knowledge of health science and so forth.

31 14 Xun was one of the greatest Chinese writers and thinkers in the modern Chinese literature. Recently, a panel

of 14 Chinese scholars, including from the mainland China, Taiwan,
Hong Kong and other parts of the world, have rated his novel (1926), "Na Han", meaning A Passionate Appeal, asthe
best of 100 Chinese novels of the 20th century (Canadian China News, June 18, 1999).
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6.7 Conclusions

Wolcott (1990b) asks the question of how one should conclude a qualitative study, and then

gives the answer, "You don't" (p. 55). Having accompanied the gestation of the PUP and the process

of the seven FTTs' reconstruction of a professional identity in Ontario schools over the past five

years, the researcher has slowly come to realize that bringing about fundamental changes is going

to take much longer than some people have left in a lifetime. Understanding the problems herself,

and explaining them as clearly as she could, which she naively believed was all she had to do,

certainly is only a beginning.

It is clear that progress for FTTs, and for those belonging to a racial minority group, has been

impeded, and will continue to be impeded, as long as:

1.

w

There is a system managed by those whose mandate is to maintain the status quo,
treating "new blood” as a source of "problems" rather than as strength for
improvement. FTTs, as outsiders, find it difficult to penetrate such a system.

There is a long tradition within which mainstream networks have been extremely
powerful. FTTs, as non-mainstreamers, find it difficult to become known.

There is a perception that unemployment among FTTs is not even considered as a
problem. FTTs, as the "less-worthy", find it difficult to manage to get by.

The basic inequality between the powerful and the powerless remains unchallenged.
FTTs, as among the marginalized, find it difficult to be treated fairly.

Members of the mainstream group continue to challenge the way FTTs talk and act,
possibly including how they should look, while FTTs, as the visibly different, find
themselves to be neither Canadian nor what they were before, struggling with "who

I am", a sad phenomenon in human history created by immigration.
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In short, pilot programs similar to the PUP will fail, or perhaps have failed, to significantly
change anybody's status and possibilities as long as politicians continue to talk to minority groups
about how much money has been spent in settlement services offered to them while no one would
dream of telling all new Canadians that three out of four of them are always going to be poor.

So where do we go from here? Let us first make sure that the assessment of foreign
credentials is performed fairly and reasonably, without any form of discrimination. Then let us
ensure that racial minority immigrant teachers are not treated like second-class citizens. And finally
let us make it possible for qualified foreign-trained teachers to have an equal opportunity to do what
they are trained to do, which is to teach. The day will come because:

l. People of diverse creeds and colours from around the world keep coming to Canada,
but in another sense, Canada has first reached out to embrace them for "there is
consensus, from one end of the country to the other, that immigration constitutes an
economic and social force - one that is essential for the continued prosperity of

Canada" (Robillard, Minister of CIC, 1997, p. 1).

N

Canadian society is a mosaic which, among its stated values, promotes respect for
diversity and "what is honoured in a country will be cultivated there" (Plato).
3. Lam, whose experience in Canada was described at the beginning of the thesis, is
now enjoying her career in a Canadian classroom, feaching.
In a nutshell, the strength of Canadian schools has to rely on the willingness of all
professionals (i.e., CTTs and FTTs alike) to collaborate with one another and to sacrifice for the
common good, which is to meet the needs of all Canadian students. Positively, it is time, as Ho put

it (1992), for "Both Sides Now" to work together toward this end.
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APPENDIX A

Proposal for an Pilot Upgrading Program by Hanne Mawhinney
(Faculty of Education, University of Ottawa, March 16, 1994).

Rationale

Many immigrants living in Eastern Ontario were employed as certified teachers in their respective countries. They have
found, however, that their foreign credentials do not fully satisfy the requirements for certification in Ontario. Some
immigrant teachers have been counselled to return to school to upgrade their credentials. These teachers should not have
to compete for regular admission into Faculties of Education. What they need is a professional development program
that will sensitize them into the Ontario educational context and at the same time recognize their rich work and life
experiences. These teachers should be provided opportunities to upgrade their skills and training in order to better
qualify for an Ontario Teacher Certificate.

Aims and Objectives

In collaboration with the partners in the Eastern Ontario Advisory Council on Antiracism [nitiatives in Teacher
Education, the Faculty of Education of the University of Ottawa will design and implement an upgrading program for
teachers trained outside Canada who seek qualifications in a second division in order to gain Ontario certification. The
proposed program is distinguished by its emphasis on the implementation of an approach to assessing and making use
of the prior learning and academic qualifications for foreign trained teachers. The program builds upon and implements
a tramework for assessing prior learning developed by the Access to Professionals and Trades Demonstration Project
funded by the Ontario Ministry of Citizenship. The aim of the program will be to achieve six sets of outcomes:

1. T facilitate school board compliance with the recent amendments to the Educational Act.

2. To recognize prior leamning and develop competencies by the candidates in: a) oral and written English, b)
teaching methodologies for all students, ¢) classroom organization and management, and d) curriculum planning
and pupil evaluation.

To develop understanding by the candidates in: a) the political and legal dimensions of teaching in Ontario, b)
child or adolescent development, ¢) the social and philosophical foundations of education in Ontario, and d)
of Canadian history, geography, and multicultural policies.

(93]

4. To develop in classroom teachers and protessors: a) skills in working with candidates from under-represented
groups, b) understanding of concerns of these groups, ¢) a pool of expertise on issues of antiracism and
ethnocultural equity that can be disseminated in and among boards.

To facilitate mentoring and job entry opportunities for candidates by: a) providing an on-site practicum 4as a
means gaining familiarity with the needs of children/adolescents, and school board policies and practices, and
b) identifying a network of teacher-mentors for under-represented groups.

4l

6. To develop transferable materials, programs and methodologies to: a) evaluate the candidate applications, b)
facilitate teaching relevant skills and knowledge to candidates, c) assist candidates overcome language or
academic difficulties associated with upgrading, d) develop a handbook for candidates from under-represented
groups, and e) develop candidate profiles in order to provide appropriate supports.

Target Groups
Aboriginal peoples, racial minorities, members of ethnocultural groups under-represented in Ontario’s teaching force.

Design of the Program

The Faculty of Education will work with representatives of community groups, school boards, universities and colleges,
teachers federations, and ministries in the Eastern Ontario Advisory Council for Antiracism Initiatives in Teacher
Education in developing, implementing and evaluating a pilot upgrading program. The upgrading program will be offered
as a thirteen week, full-time professional development program over a single semester with entry points in September
or January. It will be primarily field-based with a one day a week on-campus component offered in partnership with
Algonquin College.
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Community Involvement
The Eastern Ontario Advisory Council for Antiracism Initiatives in Teacher Education was recently formed from

representatives of community groups, the federal government, teachers' federations, school boards, post secondary
institutions and professional associations. The Council will provide input on the design, development, implementation
and evaluation of the pilot program on professional upgrading. Subcommittees of the Council will assist the Faculty of
Education in: a) selecting candidates, b) identifying classroom teacher-mentors for the candidates, c¢) developing
teaching, learning, and student prior learning evaluation materials, and d) identifying funding sources for students.

Partnerships

The Pilot Upgrading Program proposed here will establish a number of links with community stakeholders, school boards
and other post secondary institutions: a) Eastern Ontario Council for Antiracism Initiatives in Teacher Education will
act as an advisory group; b) partnership with Algonquin College in providing an integrated Canadian studies/ESL course,
in consultation with Carleton University, ¢) partnership with Queens' University in evaluation of program; d)
collaboration with school boards in the Eastern Ontario region to establish a network of school advisors for Candidates;
¢) collaboration with community stakeholders to provide an orientation program; f) collaboration with community
stakeholders such as Multicicultural Council of Professional Women (Dr. Sucy Eapen to assess evaluation of
competencies by teachers to assist in defining professional portfolio criteria); g) Ontario Association of Teachers-in-
Settlement to establish a network of school advisors; and h) collaboration with Multicultural Council of Profession
Women to prepare a database of academic credentials and prior learning of foreign trained teachers.

Candidate Selection Criteria

Consistent with the approach to the Preservice Teacher Education Program at the University of Ottawa, candidate
selection will be based on five criteria: a) an evaluation of the Ministry of Education and Training indicating divisional
training requirements to obtain an Ontario Teaching Certificate; b) oral and written competency in English sufficient to
work effectively in an Ontario classroom; c) a letter by the candidate outlining the background and goals of the candidate
that relate to becoming a teacher in Ontario; d) letters of support for the candidate's admittance from under-represented
Ontario community groups; and ¢) transcripts indicating successful completion of an undergraduate degree.

Language Competency Testing

Students will be required to take a language competency test (CanTest) administered by the University of Ottawa Second
Language Institute to indicate level of English language facility prior to admittance into the program. The results of the
test will form part of the candidates’ application.

Many foreign trained teachers need English language training in order to work effectively in a Canadian classroom.
Consequently, the upgrading program to be offered in the Faculty of Education will be articulated with language training
programs offered by school boards, by Algonquin College and in consultation with Carleton University. The Faculty
recognize that many foreign trained teachers require unique evaluations to determine whether their facility in English
is adequate to ensure their success in this intensive four month upgrading program. The intention of the articulation
arrangement with Algonquin is to provide a means for those teachers who require intensive language training prior to
entering the upgrading program to obtain this assistance within a linked arrangement.

Candidate Selection Process

A Candidate Selection Working Group formed of five representatives of the Eastern Ontario Advisory Council for
Antiracism Initiatives in Teacher Education will evaluate Candidate files, and may conduct interviews with the
candidates. The group will rank files based on the above criteria and other factors the group agrees upon. Candidates
will be offered admittance or placed on a waiting list as demand for the program dictates. Ten candidates will be selected
for each semester. The program will accommodate 10 students each of three pilot sessions offered in 1994 and 1995.
A total of 30 students will benefit from this pilot upgrading program during the next two academic years.

School Advisors

The Faculty will work with school boards, teachers federations and the Ontario Association of Teachers in Settlement
(OATS) in identifying a pool of school advisors from the Eastern Ontario region school boards familiar with the unique
needs of teachers trained in foreign countries. The intention is to provide opportunities for the involvement of candidates
and school boards from a broad geographical area. School advisors will be responsible developing with the candidate
a program of practicum experiences suited to that individual's unique needs. School advisors will facilitate opportunities
for the candidates to observe other classrooms, and to become involved in school and professional activities. The school
advisor will be responsible for cultural and professional support and for recommending that the candidate receive a
Certificate of Upgrading upon completion of the program, or recommending that the candidate take other training or
withdraw.
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Faculty Advisor and Program Coordinator

A Faculty of Education Advisor will coordinate student placements, will be responsible for conducting weekly Reflective
Seminars with candidates focused on issues of particular concern to them, and will maintain ongoing contact with school
advisors and candidates. The Faculty Advisor will be responsible for recommending that the candidate receive a
Certificate of Upgrading after compiling and assessing the recommendations from other components of the program.

Mediation Committee _
A Mediation Committee will be formed to evaluate and recommend withdrawal, and to hear appeals regarding

recornmended withdrawals. Membership: representation from: a) community groups, b) faculty, c) federations, and d)
school boards.

Program Components

1. Orientation: Candidates and School Advisors will be given the opportunity to participate in a two evening
orientation session two weeks prior to the beginning of each session. One session will provide an overview of
the program. A second session will address issues of diversity in the context of Canada's policies on
Multiculturalism. This session will be conducted by representatives from the Eastern Ontario Advisory Council
on Antiracism [nitiatives in Teacher Education.

9

On-Site Practicum: Students will be placed with selected school advisors in school boards in the Eastern Ontario
region for the duration of the 13 week program. Involvement in the classroom will be determined by the School
Advisor in consultation with the appropriate school board officials, the student and the Faculty Advisor. It
would include the following: a) initial period of observation, b) gradual assumption of increasing
responsibilities for the classroom, ¢) opportunities to observe other classes, d) participation in school and board
professionals development activities, and e) involvement in school extracurricular activities.

The School Advisor and the Candidate will review prior learning and experiences of the Candidate and develop
requirements for the professional development portfolio. They may agree that the Candidate needs to prepare
certain materials, become skilled in certain teaching strategies, or other tasks for the professional development
portfolio. This porttolio will be reviewed upon completion of the program by an assessment committee.

On_Campus Component: In order to provide the candidates with opportunity to gain an understanding of the
social, political, pedagogical and philosophical frameworks for Ontario education; and to increase competency
in the English language and understanding of Canadian history, politics and geography, three components of
the program will be delivered on campus, one day per week. Three courses will be delivered: a) Reflective
Seminar: This one and one-half hour weekly seminar will be guided by the Faculty Advisor, and will allow
students to retlect on the implications of their experiences in the classroom for their understanding of education
in Ontario; b) Integrated Methods/Foundations Course: Candidates will have the opportunity to gain
understanding of core aspects of teacher expertise: Social and Philosophical Foundations; Protessional and
Legal Foundations including the amendment to the Educational Act: Antiracism and Ethnocultural Equity in
School Boards; Curriculum and Psychology. In total 13, three hour sessions will be conducted during the
program (39 hrs). Faculty instructors will be responsible for facilitating these seminars and will assist candidates
in defining appropriate indicators of professional upgrading related to this component of the program for each
Candidate's professional portfolio; ¢) Integrated Canadian Studies/ESL Course: Candidates will be given the
opportunity to gain understanding the Canadian history, literature, politics, geography as a vehicle for increasing
competency in the English language. The Faculty of Education has formed a partnership with Algonquin
College to provide the students with this three hour per week session on the University of Ottawa campus.
Carleton University will also be called upon as needed.

[9%)

4. Lapguage Assistance: Candidates will be able to use the facilities and services of the University of Ottawa's
Second Language Centre. The centre operates a student resource centre with the following services:
conversation groups, consultations, computer based programs, video and audio programs, and individual
practice labs.

5. ssessment o idate Upgrading: a) Professional Portfolio: Upon completion of the course students will
be required to present a portfolio of work prepared for courses and during the field experience illustrating the
outcome competencies of the program: oral and written English, teaching methodologies and management,
curriculum planning and evaluation, understanding political and legal dimensions of teaching in Ontario,
knowledge of child or adolescent development, understanding the social and philosophical foundations of
education in Ontario, including the amendment to the Education Act; b) Portfolio Assessment Interview: The
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Reflective Seminar advisor and an appropriate divisional representative of the Ontario Teachers Federation will
review the portfolio with the student in an interview. Recommendations will be made based on demonstrated
competencies during this process; and c) Certificate: Students will receive a Certificate of Professional
Upgrading from the Faculty upon completion of the course.

Internal Program Evaluation: Internal evaluations of the implementation of the pilot professional upgrading
initiatives described here will occur in December 1994, April, 1995 and December 1995. Data will be collected
using quantitative and qualitative methods. Results will be used to make improvements in the upgrading
initiatives.

\ valuation/Pro issemination; Queen's University representatives on the Eastern Ontario
Council for Antiracism Initiatives in Teacher Education will be invited to conduct external process and outcome
evaluations in order to provide the Faculty of Education at the University of Ottawa with input on future
program direction. This will allow Queen’s to gain understanding of this model of a professional upgrading. The
members of the Eastern Ontario Council for Antiracism Initiatives in Teacher Education will be kept nformed.

Tracking System for Determining Candidates Success and Barriers; A tracking system will be developed to
provide data on the number of candidates to complete the program, the length of time it takes for them to obtain

emplovment in education-related fields, and the kind of barriers they encounter during this process. This
wacking system will facilitate the development of a mentoring network for future students of the program.

Materials and Methodologies Development: The pilot phases of this program will require the development of
a number of assessment methodologies and leaming materials. These materials can be disseminated to other

programs: a) case studies, b) independent learning packages, c) integrated Canadian students/ESL learning
materials, d) English language competency testing methods to screen for readiness for classroom, e) further
development of prior learning assessment methods, and f) further development of essential competencies for
foreign trained teachers.

Other program components include: a) funding requests, b) cost effectiveness of the program, c) assumption
of ongoing operating costs, and d) budget (note: details are omitted).

APPENDIX B
List of Reports on the Pilot Upgrading Program (1994-1996)

Pilot Upgrading Program for Foreign-Trained Teachers (Faculty of Education 1994). This report offers the
following information:

a) The project proposal (Mawhinney, 1994).

b) Correspondence and memos between the project leaders and two local school boards, school sites,
Algonquin College and members of Eastern Ontario Advisory Council.

¢) L2 ability evaluation of the candidates (Courchéne, 1994).

d) Report on profiles of the candidates (Eapen, January 1995).

e) ESL Training for the candidates (Thompson, December 1994).

f) Canadian educational foundation course and reflective seminar for the candidates (Persad, December
1994).

Investigating the selection criteria and procedures concerning the English language readiness of foreign-trained
teachers in a professional upgrading program: An ethnographic validity study (Xu, December 1994,

An evaluation of foreign-trained teachers’ integration into the Ontario school system: progress, problems, and
prospects (Xu, June 1995).

A summary on the upgrading pilot program for foreign-trained teachers in Ontario: September 1994-June 1996
(Xu, June 1996).
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Additional Information about the FTTs and Their Mentors
Who Participated (and Not) in the Current Study

FTTs & Their Current Insiders’ Past Researcher's
Work Prediction of & Comments on Notes & Comments
Given FTTs (Also see 4.2 & 5.1)

Adam Coordinator Stone (see His (Peter's) school The school was critical of the PUP.
(full-time) & Appendix B, | refused to conduct any [t appears, however, that Adam and
graduate student | Item 1, F) official evaluation Ted turned out to be relatively more
(part-time) because it did not want successful than their fellow FTTs

to take any

Ted MLO (full-time) responsibility for
& eamned a recommending Adam
master's degree and Ted as teachers

Angela Passively Jack: [ thought that she would Both Jack and Pat were
waiting (Oct. 1 do well. disappointed that Angela had not

1997) taught at all since the PUP
Pat: She is a teacher

(Oct. 6, material.

1994)

Henrv Full-time Henry was sutfering According to Stone (see Appendix
training in hi- from a cultural shock B, Item |, F), Henry was the most
tech inteiligent among these teachers.

During my contact with him, Henry
Ellen: appeared to be quite articulate,
(Apr. 12, eloquent, funny and humorous.
1993)

Wilson MLO (full-time) Wilson's practicum was Discrepancies were found between
& graduate successful. He had the Ellen's storv & Wilson's story
student (part- potential to succeed in
time) Canadian schools.

Rose Supply teacher See No one is going to hire
for 3 school Figure 7 her. The whole package Evident discrepancies were found
boards & taking of being a teacher is between what was predicted of
university missing. Rose during the PUP and what she
courses ] ] was able to achieve after the PUP.

Brian: Rose was weak in

(Oct. 7, classroom management.

1997) Their (FTTs")
disappointment seems to
be the result of the false
expectation created by
the university.

Barbara Taking a See 4.1.1 Barbara was willing to Barbara's post-PUP experience was
computer accept criticism and somehow disappointing to her.
training course. made effort to improve

her teaching skills
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APPENDIX D

Letter and Consent Form to Participants
Letter
May 17, 1997
Dear Participant:

[ am conducting a study of foreign-trained teachers' professional upgrading experience in a Canadian context. The
purpose is to achieve a deeper understanding of the dynamics and complexity of their integration into the Canadian
educational system through an exploration of the experience of the group which participated in the Pilot Upgrading
Program at the University of Ottawa and in Ontario schools (1994-1995). Project findings should provide usetul
information for L2 professionals who wish to pursue employment opportunities in an English-speaking setting, for L2
teaching and assessment for academic and professional purposes, and possibly for policy-making relating to the career
adjustments of foreign-trained professionals in Canada. [ am writing to request your agreement (o an interview, as you
were involved in the implementation of the pilote upgrading program and vour viewpoints will be valuable to the
present follow-up study.

Research data will be collected by means of: 1) written document analysis pertaining to foreign-trained teachers’
upgrading experience; 2) individual interviews with the program participants (foreign-trained teachers), the program
implementors (school teachers and principals), and the program facilitators (university professors and a community
representative);, and 3) group interviews with the program participants. Data will be analyzed, triangulated and
validated by experts with related expertise.

In conformity with the Municipal Freedom of [nformation and Protection of Privacy Act, 1989, individual privacy will
be protected throughout the study. When interviews are transcribed into printed form for analysis, all personal and
place names and any other means of identifving you or any other participants will be deleted or replaced with code
names known only to the researcher. Likewise no person's name will be associated with the study or used in any
publication by the rescarcher reporting this research. You have the right to withdraw from the study at any time, in
which case any data vou have previously provided will not be used.

This research has been approved by the Human Research Ethics Commuittee of the Faculty of Education (HRECFE).
You can request information on the ethical conduct of the research from the Secretary of the HRECFE, Room 305,
Lamoureux Hall or by calling at (613) 562-3800, ext. 4057. A summary report of findings will be made available to
interested persons after the study is completed. Your contribution to the project will be fully acknowledged.

I will appreciate vour completing the attached consent form and returning it to me in the pre-addressed, stamped
envelop.

Thank you for your support and cooperation.

Sincerely yours,

Fengying Xu, Researcher



331

Participant Consent Form

May 17, 1997

When a human research project is undertaken by a member of the University of Ottawa, the Ethics Committee of the
University requires the written consent of the participants. The intention is simply to assure the respect and the
confidentiality of the individuals concerned.

This project is part of doctoral research which deals with the integration into the Ontario educational system of the
foreign-trained teachers who participated in the Pilot Upgrading Program offered by the Faculty of Education at the
University of Ottawa, For more details on the study, please see the attached letter.

As one of participants in the Upgrading Pilot Program, you are asked to agree to an individual interview which will
be tape-recorded and will take about an hour (see the attached questions). If you agree, please sign this form in the
space provided below and initial it at the bottom to indicate that you received a copy of the form for your own records.
To ensure anonymity and confidentiality, all personal and place names as well as any other information which might
serve to identify participants in the study will be edited out of the transcripts. You have the right to withdraw from this
project at any time.

[ willingly agree to participate in this study on the understanding that my answers will remain strictly confidential and
that [ will not be identifiable in the presentation of the results.

SIGNATURE DATE

Principal [nvestigator: Fengying Xu, Faculty of Education, University of Ottawa
Dissertation Director: Dr. Marjoric Wesche Second Language Institute & Faculty of Education, University of Ottawa

Dissertation Co-director: Dr. Hanne Mawhinney, Faculty of Education, University of Ottawa (613) 562-5800

Please initia! to indicate that you received a copy of the form to keep
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APPENDIX E

A Chronological Summary of the Process of Negotiating the Access to the Informants

Date

(May 1997 - January 1998)

Event

May 1, 1997 A thesis proposal was submitted to the Human Research Ethics Committee of
the Faculty of Education of the University of Ottawa.

May 15, 1997 A research application was submitted to the
Regional Research Advisorv Committee.

May 16, 1997 A Certificate of Ethical Approval was issued by the Human Research Ethics

Committee of the Faculty of Education of the University of Ottawa.

May 17 - August 20, 1997

Participant consent forms and letters were sent out, inviting seven selected FTTs
and five were signed and returned.

May 27, 1997

As requested, a list of the names of 10 implementors was submitted to the
Regional Research Advisorv Committee.

June 19, 1997

A letter was received from the Regional Research Advisory Committee,
requesting interview guestions for the 10 potential implementors.

August 20, 1997

Six copies of three interview questions for implementors were (see Appendix G)
sent to the Regional Research Advisory Commuttee.

September 23,1997

The Regional Research Advisorv Committee approved the research proposal.

September 24 - October 8
1997

Participant consent forms and letters (see Appendix D) were sent out to 10
selected implementors.

Two declined to participate in the study.

Two were not located.

One principal had retired and no further effort was made to look for him.

October 15 - November 11,
1997

Participant consent forms and letters were sent out to four facilitators and all
agreed (0 an interview.

October 18, 1997

Consent was obtained from Rose.

December 15, 1997

Consent was obtained from Wilson.

December 20, 1997
- January 18, 1998

Arrangements were begun for a focus group session which tinally took place on
January 18, 1998. This concluded data collection from informants.

—

W

consideration? Why?

APPENDIX F

Interview Questions for FTTs

What were your career expectations upon the completion of the upgrading program?
What have vou been doing since the completion of the program?
Are vou satisfied with what you have been doing (or achieved) when taking your career expectations into

What is your understanding of teacher competence?
What internal and external factors contribute to FTTs' successful integration into the Ontario school system?

What barriers impede this process?

English?

What is your response to the claim that barriers faced by FTTs largely result from their own deficiency in
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What aspects of language skills are crucial for FTTs in order to function in a linguistically effective way?

[n what way can such skills be improved (or developed)?

How should such language skills be measured?

To what extent does the upgrading program promote your opportunities to integrate into the Ontario school
system?

In addition to the upgrading program, are there any other opportunities for you to teach?

How do you react to any unfavourable feedback from those already in the system?

How do you keep a balance between what you want to do what you are expected to do?

Could you describe to me a situation in which you had to make a decision and you were sure that you did the
right thing but you were completely misunderstood?

What were you reactions to the misunderstanding? Were there any consequences?

What strategies do you use in dealing with the complexity and difficulty in the process of building a new
professional identity within the new system?

Looking back over what you have been through in Canadian schools, what experiences have been truly
important to vou? Why?

Can vou picture a school where you would like to work (or continue working) or you would like to quit?
Where do you go from here? Are you optimistic or pessimistic about your protessional life in Canada? Why?
What would you recommend so that FTTs could integrate into the Canadian school system more successfully
and less difficult (e.g., What practices should be promoted)?

APPENDIX G
Interview Questions for the [mplementors and Facilitators

Based on vour experience with the FTT(s) in your class (school or at the university), what special competence
do vou think FTTs must acquire in order to obtain a position in the teaching profession in Ontario?

[n what way, if any, do vou think that FTTs can contribute to Ontario education?

Looking back over vour experience with the FTT(s) in your class (school or at the university), what would
vou recommend so that FTTs could integrate into the Canadian school system more successtully?

APPENDIX H

Description of CanTest Band Scores (3 - 5+) by the CanTest Project Office
(Second Language [nstitute of the University of Ottawa, 1994).

Level of proficiency as demonstrated by test performance indicates no language problems that would impede
academic success. An exceptional score awarded when candidate exceeds the minimum for Band 5 in all skills
tested.

Level of proficiency considered adequate for full time academic study. Processes texts at a rate adequate for
most academic purposes and with a high degree of comprehension. Interacts with confidence in area of
expertise. Copes adequately in a range of situations.

Level of proficiency in skill area evidences weaknesses which could atfect performance in an academic
program. Some remedial language tuition would be helpful to improve speed and overall accuracy. Interacts
effectively in area of expertise. Language use problems only occasionally impede communication. Proficiency
adequate for professional exchange and/or study program not leading to a university degree.

Level of proficiency in skill area permits independent operation in moderate language situations and in
interactions with a sympathetic native speaker. Difficult or unfamiliar situations will reduce effectiveness
markedly. Requires additional language tuition before being considered for a Canadian assignment if skill area
is one crucial for successful performance.

Levels [2] and [1] are omitted here.





