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Abstract 

At the inception of the Canadian French as a Second Language (FSL) program, 

researchers primarily examined students’ success (e.g. Cummins, 1998; Tardiff, 

1990). However, there has been increasing focus on FSL teacher perspectives (e.g. 

Arnott, 2017; Salvatori, 2009). This qualitative study used a narrative inquiry 

method and semi-structured interviews to investigate six novice and experienced 

(i.e., based on years of experience) FSL teacher participants’ accounts of the 

allocation of resources and support for their FSL teaching. Narrative inquiry 

allowed for a richly detailed understanding of the teachers’ accounts of their 

practice. Results suggest that the novice teacher participants received more 

resources and support than the experienced teachers, based on the assumption that 

they were more willing to learn new teaching practices and in greater need. 

Ironically, this study suggests that the experienced teachers were very willing to 

adopt new strategies, and their need for resources and support was equally great. 
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Chapter 1: Introduction 

1.1 Introduction  

At the onset of the FSL program in Canada, research focused on student 

success during the widespread implementation in primary, secondary, and tertiary 

levels of schooling (Cummins, 1998; Fortune, 2011; Mady, 2007; Tardiff, 1990; 

Turnbull & Dailey-O’Cain, 2009). However, some research has focused on the 

implementation of FSL programs in Ontario (Burger, Weinberg, Hall, Movassat & 

Hope, 2011). There are three different FSL programs available in Ontario, which 

are Core French (CF), Extended French (EF) and French Immersion (FI). FSL 

research in Ontario particularly focused on the CF or FI programs (Cummins, 

1998). 

With Ontario having the highest enrolment of FI (Office of the 

Commissioner of Official Languages, 2019), there is a high demand of FSL 

teachers. In several cases, school boards reported difficulty with finding qualified 

teachers (Karsenti, Collin, Villeneuve, Dumouchel, & Roy, 2008; Salvatori, 2009; 

OCOL, 2019). Studies have mentioned that there is a lack of qualified teachers to 

fulfill the growing needs in the FSL program (Arnett & Mady, 2018; Cooke & 

Faez, 2018; Jack & Nyman, 2019; Karsenti et al., 2008; Salvatori, 2009). Teacher 

qualifications are governed by the Ontario College of Teachers (OCT). FSL 

teachers are expected to complete the same qualifications as their English 

colleagues along with additional qualifications in FSL pedagogy (Cloutier, 2018; 

Jack & Nyman, 2019). In cases where a school was unable to assign a qualified 
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FSL teacher, unqualified teachers are given special temporary considerations to 

instruct a class.  

Several studies have focused on the teacher retention problem (Karsenti et 

al., 2008; Salvatori, 2009; Salvatori & MacFarlane, 2009), which attributed to a 

growing body of research interested in teacher culture in FSL research. Teacher 

culture as noted above was highlighted by Hargreaves (1989), who argued that 

“patterns of thinking, belief, and assumption are so widely shared among the 

community of teachers, that they might amount to what might be called a broad 

occupational culture of teaching…, [which] seriously inhibits practical curriculum 

change at school and classroom level” (p.54). Black and Wiliam (2010) expanded 

Hargreaves concerns by noting that teachers are not given adequate resources and 

training. While previous research has investigated areas for the improvement of 

FSL teaching conditions, it mainly focused on the needs of novice teachers 

(Karsenti, et al., 2008; Salvatori, 2009). For the purpose of this study, novice 

teachers are defined as educators who have at most 5 years of experience based on 

Vonk and Schras’ (1987) induction period. Vonk and Schras (1987) considered the 

first seven years of teachers’ classroom experience to be the induction period 

because they typically retain insecurities about their teaching practices, whereas, 

after the induction period, more experienced teachers have been known to feel 

more secure and confident about their teaching practices. In order to mitigate 

potential residual insecurities about their teaching practices, I defined experienced 

teachers as educators who have at least 10 years of teaching experience. 



 3 
 

1.1.1 Description of the FSL Program  

The Ontario Ministry of Education (MoE) published several resources and 

guidelines, which are available on their website 

(https://www.ontario.ca/page/ministry-education). The Capacity Building series 

provided a general guide of FSL education in Ontario. Ontario MoE (2011) 

highlighted that the goal of the FI program is to develop students’ proficiency in 

French in addition to mastering English. The FSL program was developed to add an 

additional language to students’ repertoire. Ontario MoE (2011) further explained 

how English and FSL teachers were supposed to establish an integrated classroom 

with the intent for communication skills to be developed where one language 

supports and reinforced the other language.  

The Ontario Ministry of Education has since published A Framework for 

French as a Second Language in Ontario Schools: Kindergarten to grade 12, which 

acknowledged the federal government’s support to improve outcomes in FSL 

education (Ministry of Education, 2013a). The Canadian-Ontario Agreement on 

Minority Language Education and Second Official Language Instruction 

agreements established partnerships to enhance FSL and French minority language 

(FML) across the country (Ministry of Education, 2013a). Ontario MoE (2013a) 

acknowledged that French is an integral part of the Canadian identity and aims to 

equip students to communicate with French-speaking Canadians.  

Ontario MoE (2013a) listed a series of goals that coincide with those of the 

Ontario curriculum for FSL programs. The first goal is to increase student 
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confidence, proficiency, and achievement in FSL. The second goal is to increase the 

percentage of students studying FSL until graduation. The final goal is to increase 

student, educator, parent, and community engagement in FSL. The Ontario MoE 

provided teachers with several language policy and written curriculum documents 

(Ontario MoE, 2013a,2013b; Ontario MoE, 2014). There is never a guarantee that 

teachers will implement or interpret the curriculum as intended by policy makers or 

curriculum designers (Arnott, 2012; Black & Wiliam, 2010). The differences in 

teaching practices can be accounted by teachers’ beliefs, assumptions, and 

knowledge (BAK). Teachers’ BAK guide their practices tacitly and/or explicitly 

(Woods, 1996). 

1.2. Rationale  

While I was enrolled in the Ontario publicly funded school system, I participated 

in the FSL program, where I obtained my FI certificate. After spending all those 

years from kindergarten to grade 12, I believed that my proficiency in French 

should have been more native-like. While enrolled in the program, I was frustrated 

with certain aspects of learning French. Due to the large class sizes and 

unmotivated teachers, the FSL program did not satisfy my needs as a student. It was 

evident that some of the FSL teachers were also frustrated with the large class, lack 

of resources and support. The mandated textbooks for classes such as the FSL 

history and geography classes were in disrepair. 

During my secondary schooling, I was interested in becoming a teacher myself, 

so I inquired about my FSL teachers experiences and teaching conditions. I was 

fortunate to be taught by several novice teachers who were willing to share their 
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lived experiences. While researching the FSL program and accompanying studies, I 

also became aware of the large number of novice teachers who leave the FSL 

program and the undersupply of trained FSL teachers to meet demands. This 

prompted my curiosity regarding FSL teachers’ classroom experiences and teaching 

conditions.  

1.3 Purpose of the study 

The purpose of this study was to explore the allocation of resources and 

support for FSL novice and experienced teachers. Recently, there has been more 

research on FSL teachers’ accounts of their needs and classroom experiences (e.g., 

Arnott, 2011; Lapkin et al., 2006). Some research (Karsenti & Colin, 2013; 

Karsenti et al. 2008; Salvatori, 2009) has focused on the retention of novice FSL 

teachers, as many teachers leave the profession after the initial induction period. 

However, there appeared to be a gap specifically focusing on the differences 

between novice and experienced FSL teachers. While it is important to further 

explore why novice teachers are exiting the profession, I felt that experienced 

teachers’ needs were not being as well researched. I was particularly interested in 

novice and experienced teachers’ interpretations of the curriculum, their access to 

resources and support, and their accounts of their classroom experience. Therefore, 

for the purpose of this study, I interviewed six FSL teachers in Ontario regarding 

their interpretation of the Ontario MoE written curriculum, available resources and 

support, and their lived experiences as FSL teachers. 

1.3.1 Research questions  

1. How do FSL teachers interpret the Ontario Ministry of 
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Education FSL Curriculum? 

2. What resources and support are FSL teachers given? 

 

3. Are there differences between FSL novice and experienced teachers? 
 

1.4 Overview of the thesis   

In response to the research questions, I conducted a qualitative research study, 

which resulted in interviewing six FSL teachers with varying years of experience 

and taught various FSL programs. In Chapter two, I review literature of relevance 

regarding teacher perspectives of curriculum and language policies, teacher culture, 

FSL research, teacher attrition and differences between novice and experienced 

teachers. In Chapter three, I review my research methodology and method. 

Following this, I discuss the participants, procedure and analysis. In Chapter four, I 

report my research findings, which are framed by my research questions. Finally, in 

Chapter five, I summarize my findings, discuss the research limitations, and 

recommendations for future research. 
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Chapter 2: Literature Review  

2.1 Introduction  

In the previous chapter, I introduced the research background, research problem, 

purpose of the study and research questions. As discussed in the first chapter, French as a 

Second Language (FSL) researchers began with monitoring student success and retention 

as factors for determining the success of the FSL program (Burger, Weinberg, Hall, 

Movassat & Hope, 2011; Cummins, 1998; Fortune, 2011; Mady, 2007; Tardiff, 1990; 

Turnbull & Daily-O’Cain, 2009). Although, more recently, there has been a shift in FSL 

research, where FSL teachers have become the focus (Arnott 2012, 2017; Cooke & Faez, 

2018; Jack & Nyman, 2019; Karsenti, Collin, Villeneuve, Dumouchel, & Roy, 2008; 

Salvatori, 2009). While there have been improvements on FSL teachers centered 

research, there are still opportunities to further address teachers’ professional needs. 

In this chapter, I discuss research literature of relevance to my research questions, 

namely: How are FSL language policies and curriculum documents from the Ontario 

Ministry of Education interpreted by FSL teachers? What resources and support are FSL 

teachers given? Are there differences between FSL novice and experienced teachers? In 

the present study, novice teachers are defined as those with at most 5 years of experience 

based on Vonk and Schras’ (1987) induction period. Vonk and Schras (1987) considered 

the first seven years of teachers’ classroom experience to be the induction period because 

they typically retain insecurities about their teaching practices, whereas, after the 

induction period, more experienced teachers have been known to feel more secure and 

confident about their teaching practices. In order to mitigate potential residual 

insecurities about their teaching practices, I defined experienced teachers as educators 

who have at least 10 years of teaching experience. 

In this chapter, I begin by discussing the FSL program in Ontario along with the 
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respective curriculum documents, FSL teaching conditions and FSL research. Following 

the discussion on FSL research, I discuss teachers’ perspectives on the following topics: 

curriculum, professional learning versus professional development, teacher professional 

needs assessment, inclusivity of English Language Learners (ELL)s, and the differences 

between novice and experienced teachers. As my research questions indicate, the 

emphasis in my thesis is on FSL teachers’ perspectives, evident in their accounts of their 

teaching experiences and practices. However, it is important to situate their accounts 

within the larger FSL program.  

2.2 FSL Program  

As discussed in the previous chapter, in Canada, the delivery of education is a 

provincial responsibility, which in Ontario is governed by the Ontario Ministry of 

Education (MoE). The Ontario MoE allocates financial support to school boards based on 

various factors (Coutier, 2018) such as student enrollment and demographic within a 

school board jurisdiction. The Ontario MoE responsibilities are not limited to funding, 

but also include curriculum and policy development. In this regard, the Ontario MoE has 

developed multiple documents pertaining to curricular expectations for elementary (e.g., 

The Kindergarten Program, The Ontario Curriculum: French as a Second Language: 

Core, Grades 4-8; Extended, Grades 4-8; Immersion, Grades 1-8) and secondary schools 

(e.g., The Ontario Curriculum, Grades 9-12: Core, Extended, and Immersion French) as 

well as a document related to the inclusion of ELLs (e.g.., Welcoming English Language 

Learners into French as a Second Language Programs). According to Cloutier (2018) 

once a school board has received funding, the school board decides how to allocate the 

funds based on school specifications (e.g., student population and demographic) and 

required staff (e.g., teachers, librarians, education assistants, custodians, administrators). 

Cloutier (2018) investigated how school administrators support their FSL teachers 
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as well as whether administrator’s background knowledge and experience can have an 

effect on the support. The participants in this 2018 study completed an online 

questionnaire with a selection of some participants completing interviews. Cloutier 

(2018) reported that “overall, school administrators reported being supportive of their 

FSL teachers” (p.63), which is positive considering FSL teachers have previously 

indicated that they felt unsupported by their school administration (Lapkin, MacFarlane, 

and Vandergift, 2006). Cloutier (2018) observed that “background knowledge and 

experience does occasionally impact the support reportedly provided by the school 

administrators in the study, the majority of the participants reported being supportive of 

their FSL teachers” (p.68). Cloutier (2018) argued that FSL not being taken seriously by 

stakeholders (e.g.., parents, school administrators) had resulted in poor teaching 

conditions. This finding is reinforced by other studies, which were focused on teacher 

perspectives of teaching conditions (e.g., Lapkin, MacFarlane, Vandergift, 2006; 

Karsenti et al., 2008). 

Mady (2013) highlighted how administrators failed to advocate for ELL inclusion 

in FSL programs. Cloutier (2018) argued that the failure to advocate for ELLs’ 

enrollment stems from administrators deeming the FSL program as not important enough 

to pursue. After Mady (2013) published her study, the Ontario MoE (2016) published a 

document on ELL inclusion in the FSL program, where the previously held negative 

views were acknowledged and where suggestions on how to integrate ELLs into the FSL 

program were provided. 

Lapkin, et al. (2006) also found negative mindsets, which were evident in 

accounts of the lack of resources for FSL. In this study, Lapkin et al. (2006) surveyed 

FSL teachers regarding teaching conditions, teacher resources, support from 

stakeholders, support from administrators, and PD opportunities. Following the study, 



 10 
 

Lapkin and Barkaoui (2008) further investigated the results from Lapkin et al. (2006) 

with particular focus on FSL teachers’ lived experiences in Ontario. Regarding classroom 

availability, 50% of the Core French (CF) teacher participants reported that they used a 

cart rather than obtaining a stationary classroom. While these studies may be slightly 

outdated, the allocation of stationary classrooms was more recently mentioned in the 

Ontario’s New Teacher Handbook (Canadian Association of Second Language Teachers, 

2017). 

2.2.1   FSL teachers  

The Ontario College of Teachers (OCT) regulates the teaching profession in 

Ontario. Cloutier (2018) discussed how the OCT governs: (1) the standardized process of 

obtaining a teacher license; (2) the accreditation of universities who offer the Bachelor of 

Education program, which is required for candidates to complete prior to receiving their 

license; (3) the accreditation for institutions which offer Additional Qualifications and 

Additional Basic Qualification courses; (4) teachers with designated Ontario certified 

teaching status. The OCT provides several options for obtaining FSL teacher certification 

in Ontario. For teachers who have already obtained their teaching certification and are 

proficient in French, they can complete Additional Qualification courses to add another 

area of specialization to what they are already qualified to teach. Although, prior to 

completing their teaching degree, teachers can obtain their FSL teaching qualifications 

while completing their Bachelor of Education. 

As noted above Cloutier (2018) investigated how school administrators support 

their FSL teachers, as well as whether administrator’s background knowledge and 

experience can have an effect on how they provide support. Cloutier (2018) argued that 

FSL not being taken seriously by stakeholders can result in poor teaching conditions, 

which negatively impacts teacher retention. The research by Cloutier (2018) regarding 
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school administrators reinforces findings from several other studies regarding teacher 

retention (Karsenti & Colin, 2013; Karsenti et al., 2008; Salvatori, 2009). 

OCOL (2019) conducted a survey where some school board interviewees noted that 

some FSL teachers may feel overworked and do not receive enough paid and professional 

development leave. FSL classes are also given less consideration for scheduling, 

resources, staffing and professional development (Lapkin, MacFarlane, & Vandergift, 

2006). When feeling overworked, experienced FSL teachers are less likely to consider 

mentoring their novice colleagues as they must already accommodate their various 

students’ needs while lacking adequate support themselves (OCOL, 2019). Also, teacher 

retention studies have reported that the workload of FSL teachers was a factor in their 

decision to leave the profession (Karsenti et al., 2008; Salvatori, 2009). 

2.2.2 FSL Research 

At the beginning of this chapter, I noted that there appears to be a shift in FSL 

research, which has begun to focus on teacher practices and perspectives. Teachers’ 

perspectives have recently become of more interest to researchers regarding topics such 

as instructional methods (Arnott, 2012, 2017; Faez, Majhanovich, Taylor, Smith, & 

Crowley, 2011), ELLs in FSL programs (Arnett & Mady, 2018; Mady, 2016), forms of 

assessment (Mison & Jang, 2011), and teacher retention (Karsenti et al., 2008; OCOL, 

2019). Previously, teachers were viewed negatively by researchers (Black & Wiliam, 

2010; Hargreaves, 1989; Lortie, 1977). Hargreaves (1989) discussed the concept of 

teacher culture, describing teachers as present-oriented, conservative and individualistic 

…[and]…tend to avoid long-term planning and collaboration with their colleagues, and 

to resist involvement in whole school decision-making in favour of gaining marginal 

improvement in time to make resources their own individual classroom easier” (p.54). 

The systematic barriers imposed on teachers is what Lortie (1977) coined as the egg- 
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crate structure model of education as a form of criticism regarding the school system. 

Schools segment teachers into isolated and insulated structures (e.g.., classrooms), which 

inhibits their ability to discuss issues, ideas, and solutions with collaborators who 

otherwise could provide support (Lortie, 1977). Hargreaves (1989) argued that “isolation 

is…a product of the egg-crate…[divided]…teachers from one another…[making] 

comparison and collaboration between them difficult” (p.55). Following Hargreaves 

(1989) and Lortie (1977), the insulated nature of teachers’ classrooms restrict 

collaboration among teachers, which contributes to the negative perception of teachers in 

research. The implications of their environment results in teachers being resistant to 

change and collaboration, which extends to collaborating with researchers.  

Several researchers have advocated for more professional development (Masson, 

Arnott, & Lapkin, 2018; Office of the Commissioner of Official Languages, 2019). For 

example, Masson, Arnott, & Lapkin (2018) examined predominant trends in 21st   Century 

FSL research. This 2018 edition of Canadian Parents for French: the state of French as 

a Second Language Education in Canada. reviewed “teacher perspectives and needs as 

well as approaches to teaching”, which emphasized areas of professional development 

including “inclusive pedagogy, CEFR-informed practices, digital literacies and attitudes 

towards English Language Learners” (p.1). There were several guest commentaries that 

focused on these topics. For example, there was a contribution made by Joseph Dicks 

entitled, “Towards a common framework of reference for language teacher competence: 

supporting Language Teachers” (Masson, Arnott, & Lapkin, 2018). Several other studies 

have incorporated teacher perspectives into their research through focus groups and 

interviews (Arnott, 2012, 2017; Faez et al., 2011; Freeman & Richards, 1993). 
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Masson et al. (2018) reported how most of the studies occurred in a French 

immersion (FI) setting and were focused on “teacher needs and perspectives to reporting 

outcomes of new initiatives that teachers’ launched in their classroom,” (p.4). Among the 

studies focused on teachers, Masson et al. (2018) noted that there was an emphasis on 

professional development, inclusive pedagogy, Common European Framework of 

Reference (CEFR)-informed teaching practices and attitudes towards ELLs. The CEFR is 

“the common reference levels and the illustrative descriptors” (Mison & Jang, 2011, 

p.100). According to Masson et al., (2018), “[t]he CEFR is a set of benchmarks created to 

track the linguistic and cultural competencies language learners develop over time” (p.4). 

Upon reviewing teacher identities and language proficiencies, Masson et al. (2018) 

discussed how findings demonstrated that “FSL teachers are creative and resilient when 

faced with challenges in their school boards” (p.4). Based on their review of the literature 

on FSL teacher practices, Masson et al. (2018) remarked on how there was a shift in the 

focus of research from research-led professional development to teacher-led professional 

development. Teachers are leaders in education, they build close relationships with 

students, which allows the teachers to best determine what their students need. 

2.3 Teacher perspectives  

As previously discussed, FSL researchers have begun investigating FSL 

teacher perspectives, although, it is also important to investigate teacher culture for 

additional insights. 

2.3.1 Teacher culture  

Teachers can play many roles (e.g., syllabus designers, needs analysts, instructors) 

without receiving adequate training or resources (Black & Wiliam, 2010; Brown, 1995; 

Cheng & Fox, 2017). According to Black and Wiliam (2010), learning is driven by what 

occurs in the classroom, yet teachers are given increasingly larger classes with little 
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guidance other than what is written in the curriculum. The research suggests that teachers 

have very little time to read, reflect, or collaborate with their fellow teachers in using 

curriculum documents, which are available to them as it relates to Lortie’s observation 

about egg-crate teaching. 

Connelly and Clandinin (1988) discussed the different views of the potential 

relationship between the terms practice and theory in education research. These disparate 

views have become a divisive topic among education researchers. Connelly and 

Clandinin (1988) argued that the field should examine ways to collaborate on problems 

that have arisen in research rather than dismissing views. By adopting the dialectic view, 

Connelly and Clandinin (1988) explained that extracting practical and theoretical 

knowledge through lived experiences, then assembling that knowledge, develops a more 

productive relationship between teachers and researchers. This process could be 

replicated in educational research by creating an open dialogue with a researcher who has 

previous teaching experience. The researcher could be a potential mediator for 

collaboration between researchers and teachers’ views who otherwise might not align. 

The dialectic view examines practice and educational theory as inseparable 

because practice is evidence of theory being explored by the intended recipients. 

Hollingsworth, Dybdahl, and Minarik (1993) demonstrated the productive relationship 

between researcher and teachers through a longitudinal study, where the participants 

were supported by the researcher through relational knowing. Relational knowing 

refers to “relational development as a primary way of knowing about teaching,” (p. 6). 

Hollingsworth et al. (1993) claimed that: 

It was intended to detail our learning through the support of rich, challenging, and 

sustained conversation, a passionate and political belief in ourselves and urban 

children as knowledge creators and evaluators, a willingness to create eclectic 
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approaches to literacy characterized by relational integrity, and a propensity to look 

critically at children, each other, and ourselves in relationship to evaluate the results. 

This focus was not intended to diminish the additional importance of their 

cognitive/logical knowledge of teaching and learning. (p.30) 

The study arose from the participants’ problems with insufficient pre-service education 

due to their teaching environment. The participants did not develop the necessary skills to 

address their students’ needs (Hollingsworth et al., 1993). 

Lapkin et al. (2006) conducted a study surveying teacher perceptions and 

opinions regarding teaching resources, and other resources such as classrooms, 

consultants, French-speaking support staff, support from key stakeholders, teaching 

conditions and professional development. The participants responded that there was a 

lack of funding for activities and available consultants to help with learning difficulties. 

The participants noted that the diversity of student needs was the most prevalent 

challenge. The results indicated that the teachers were working with students who had 

varying French proficiencies, the most challenging for teachers being second language 

(L2) ELLs, and students with learning difficulties.  

2.3.2 Curriculum  

A curriculum is a document that lists expectations in what should be taught to 

students (Hainer-Violand, 2013). Depending on the country, there can be both top-down 

and bottom-up curriculum documents (Hainer-Violand, 2013). In Canada, top-down 

curriculum documents are mandated by the province, which describe academic 

expectations. There are two different types of top-down curriculum: one with a flexible 

curriculum, and one with a non-flexible curriculum. In a flexible top-down curriculum, 

teachers can develop resources based on the curricular expectations. Teachers are also 

allowed to develop lesson plans with the guidance from outside organizations. Teachers 
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are given autonomy to teach students without being constrained by specific materials. 

The teachers are creating and developing resources based on their students’ needs 

while meeting standards mandated by the governing body (Hainer-Violand, 2013). In 

non- flexible top-down curriculum, teachers are expected to teach all the requirements 

from the curriculum along with using the mandated accompanying materials. Teachers 

are expected to implement content and skills. This approach to curriculum is deskilling 

teachers because they are unable to teach based on their beliefs, assumptions and 

knowledge (BAK). Teachers were once considered curriculum designers but are now 

curriculum implementers of institutional strategies and content (Cochran-Smith & Lytle, 

2006; Hainer-Violand, 2013). 

Bottom-up curriculum documents are planned by the teacher around the students’ 

skill levels and needs (Aoki, 2005; Hainer-Violand, 2013). In bottom-up curriculum 

documents, curriculum is not limited to content and skills. Curriculum also encompasses 

relationships and an environment that teachers foster with their students (Hainer-Violand, 

2013). With bottom-up curriculum, teachers are able to develop their skills through 

collaboration with their colleagues, where they can share lesson plans and materials 

along with evaluating the effectiveness. 

2.3.2.1 Flexibility with the curriculum.  Hainer-Violand (2013) highlighted the 

Cesar Chavez bilingual program where 50% of the content is taught in Spanish, while the 

other 50% is taught in English. Teachers in the program are given the flexibility to create 

a curriculum that addressed student needs (Hainer-Violand, 2013). Teachers are expected 

to comply with the district requirements for testing and teacher evaluations. In the 

program, teachers are required to display the lesson’s objective for the class along with 

displaying the standards achieved on students’ work (Hainer-Violand, 2013). This 

technique is relatively similar to the CEFR can-do statements, where teachers’ present a 
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list of can-do statements that demonstrate the benchmarks for achieving a certain 

proficiency in a language (Mison & Jang, 2011; Picardo, North, & Maldina, 2019). 

Having discussed teachers’ perspectives of curriculum, in the following section, I 

discuss professional development and professional learning. 

2.3.3. Teacher professional development versus professional learning  

In this section, I discuss the differences between professional development and 

professional learning drawn in literature regarding in-service support for teacher 

development. The purpose of teacher professional development and learning is to 

improve teaching practices for the benefit of student learning (Pedder & Opfer, 2013; 

Masson, 2018). It should be acknowledged that there is a difference between professional 

learning and professional development. Professional development occurs when teachers 

are mandated to learn about a new theory or activity but are not consulted about their 

knowledge base or specific needs (Hainer-Violand, 2013; Cordova, 2014; Webster- 

Wright, 2009). Opfer and Pedder (2011) discussed how professional development 

activities at workshops often yield disappointing results and are deemed ineffective. The 

activities fail to achieve their goals because, in part, developers do not recognize that 

professional learning is a complex and recursive process embedded in lived experiences 

in classroom practices. Opfer and Pedder (2011) claimed that developers have focused on 

the programs and activities without incorporating teaching and learning environments. 

While teachers are mandated to implement activities and programs (e.g., Portfolio Based 

Language Assessment (PBLA) for Language Instruction for Newcomers to Canada 

(LINC)) learned during professional development (PD) days (Fox, 2014), there is no 

guarantee that it will be included in their teaching practices (Coburn, 2004; Grossman, 

2010; Meyer & Rowan, 1977; Hinnant-Crawford, 2016). When teachers are not given 

agency in how they are being trained and what they can teach in the classroom, teachers 
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can demonstrate their agency by leaving the program or workforce (Hainer-Violand, 

2013; Ingersoll, 2004). 

Unlike professional development, professional learning is teacher-led where they 

research a topic or find out where their knowledge potentially is lacking through 

collaborative inquiry (Cordova, 2014). The nature of professional learning is often 

misunderstood by researchers because they misinterpret or underplay its complexity 

Opfer and Pedder (2011). According to Opfer and Pedder (2011), researchers often focus 

on individual teachers rather than influences from schools, school boards, and Ministry of 

Education. Opfer and Pedder (2011) argued that acknowledging the complexity of 

teacher learning in research could lead to the development of more effective professional 

development activities. 

Pedder and Opfer (2013) analyzed data from a nation-wide survey conducted in 

England from primary and secondary school teachers. Pedder and Opfer (2013) were 

particularly interested in examining “evidence of patterns…between professional learning 

practices and reported teacher values” (p.545). Teachers responded to a four-point Likert 

scale asking about teaching practices and the importance of learning opportunities. Five 

groups of teachers emerged: ‘engaged learner’, ‘moderate learners’, ‘infrequent learners’, 

‘individual explorers’, and ‘solitary classroom learners.’ Among the five groupings, 

individual explorers were the most prevalent, whereas, engaged learners were a minority. 

This finding supports Hargreaves’ interpretation of teacher culture, where teachers are 

viewed as individualistic rather than collaborative. Pedder and Opfer (2013) 

recommended supporting collaboration to promote effective professional learning. 
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Along with investigating professional learning, there has been a growing body of 

literature interested in different stakeholders’ perspectives of FSL language policies and 

curriculum documents. While many stakeholders, such as principals and parents, have an 

impact on student learning, teachers have the most influence because they ultimately 

decide how the curriculum is implemented. 

Arnott (2011) conducted a case study on how CF teachers adopted the 

Accelerative Integrated Method (AIM) during its implementation by examining “its use 

in multiple contexts” (p.160). According to Arnott (2017), AIM is “a method combining 

exclusive target language use with emblematic gestures” (p. 259). Arnott (2011) recruited 

eight participants, who were each interviewed four times. The participants “seemed to 

consider AIM to be a pragmatic resource for their pedagogy” in deciding which 

procedures best fit the needs of their classroom (p.170). The findings demonstrated how 

flexible teachers can become based on student needs. Although, this study did not 

specifically investigate novice versus experienced teachers, Arnott (2011) reported that 

years of experience made a difference in how AIM was utilized. “While some AIM 

routines, activities, and strategies were implemented by all, the participating teachers also 

exercised their agency while using AIM, especially those with more CF teaching 

experience in general, and those with more AIM experience in particular” (p.172).  

Arnott (2017) presented a second language (L2) perspective on micro-policy 

implementation and pedagogical change. The purpose of the article was to investigate 

the experiences and perspectives of Canadian teachers and administrators as they 

implemented a new teaching method called the Accelerated Integrated Method (AIM). 

Arnott (2017) was also interested in decisions related to its use. AIM combines exclusive 

target language use with emblematic gestures, choral activity, and drama among other 

strategies. Arnott (2017) relied on Michael Fullan’s framework to understand whether 
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AIM provides “meaningful” educational change. Arnott (2017) compared educator 

perspectives across two contexts: (1) AIM was mandated for elementary FSL teachers to 

use core French, and (2) AIM was an optional method for CF teachers to use. The 

participants consisted of 40 stakeholders from various positions relating to FSL 

education (FSL consultants, Ministry of Education representatives, AIM teachers, non-

AIM teachers and principals). Arnott (2017) adopted a mixed-methods research where 

the participants were asked to complete. According to Arnott (2012), Fullan’s 

framework indicated that it was developed “a conceptual framework to better understand 

the dynamics of ‘meaningful’ educational change” after observing numerous “failures of 

innovations and reforms in educational systems” (p.45). This involves “top-down and 

bottom-up initiatives” to come together (Arnott, 2012, p.46). Other stakeholders were 

asked questions about accompanying resources, decisions related to AIM in their context 

role of local and external agents in its implementation, the usefulness of AIM in 

elementary and its overall effectiveness (Arnott, 2017). The rationale for this study was 

to investigate what made each of the mandated and optional contexts unique and to note 

areas of convergence and divergence (Arnott (2017). A point of convergence was how 

the use of AIM had the potential to help CF teachers make French the language of the 

classroom and develop students’ oral French fluency, which underscores the need to 

implement classroom-based ideas to improve CF programming. There were several 

points of divergence for the participants, which were related to the utility of AIM across 

the immediate grade levels and teacher agency. According to Arnott (2017), the 

participants opinions diverged “related to the utility of AIM across intermediate grade 

levels, teacher agency, and collaborative monitoring” (p. 276). Arnott (2017) 

demonstrated how teachers impact how a policy is implemented and how the policies 

might not satisfy the needs of the class
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2.3.4 Teacher professional needs 

With focus on teachers’ professional needs, several studies have investigated 

teacher retention (Karsenti & Collin, 2013; Karsenti et al., 2008; Salvatori, 2009). The 

purpose of studying teacher retention was to highlight areas of improvement for teaching 

conditions. Karsenti et al. (2008) conducted a survey “to better understand why new 

French [I]mmersion teachers are leaving the profession in the first few years of service,” 

(p.7). The survey examined why new teachers are leaving the profession, their level of 

satisfaction with the teaching, what opportunities new teachers have to collaborate, the 

relationship between their professional aspirations and their departure, who do new 

teachers ask for help when problems arise, and what can schools do to help new teachers 

(Karsenti et al., 2008). Upon analysis of participants’ responses, Karsenti et al. (2008) 

reported five factor groups for teacher drop out such as “difficult work conditions 

inherent in French immersion and [FSL] teaching; lack of instructional materials 

(particularly immersion programs); inherent challenges in the relational aspect of 

teaching; underlying problems with classroom management and sometimes difficult 

clientele; and initial training and career choice of the drop-out” (p.57). Karsenti et al. 

(2008) recommended “better support in general and administrative support in particular 

as well as university training…and more instructional materials” (p.59). The lack of 

resources has been noted in several additional studies as a main issue for FSL teachers 

(Lapkin et al., 2006; Wise, 2011). Meanwhile, other researchers argued the lack of 

professional development to be the prevalent issue (Ingersoll, 2004; Masson, 2018; 

Salvatori, 2009; Salvatori & MacFarlane, 2009). Lapkin et al. (2006) studied FSL teacher 

needs, where the teachers were concerned with meeting exceptional students’ needs. 

There is a link between not knowing how to effectively educate students and not 

receiving adequate training. Following Karsenti et al. (2008) investigation on teacher 
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retention, another avenue for gaining FSL teachers’ perspectives could be examining 

pedagogical change. 

Karsenti and Collin (2013) conducted a Canada-wide survey, which explored 

why novice teachers were leaving the profession. Karsenti and Collin (2013) was 

interested in novice teachers’ perspectives because they were more likely to leave the 

profession than their more experienced colleagues. The participants indicated that lack 

of support was the primary reason for leaving. When some teachers were struggling, 

they sought help from their school administration. Some participants were fortunate to 

be fully supported by their administrations, whereas other participants stated that there 

was a lack of involvement. Some French Immersion teachers discussed how their 

administration failed to understand their problem or simulate “specific immersion 

conditions” (Karsenti & Collin, 2013, p.146). When the administration did not address 

the participants needs then the novice teachers would seek help from their more 

experienced colleagues. Although this process was interchangeable in cases where the 

novice teachers first explored their problems with their colleagues, if not addressed or 

ameliorated, then teachers would seek help from the administration. 

Salvatori and MacFarlane (2009) completed a report that outlined knowledge, 

skills and experiences needed to be effective second language (L2) teachers. The report 

highlighted previous research that acknowledged the need to support FSL ongoing skill 

development. It should be noted that the support should not solely be provided to novice 

teachers but experienced teachers as well. Fortunately, Salvatori and MacFarlane (2009)
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included several considerations for supporting FSL teachers whether it is collaborating 

with other FSL stakeholders or strengthening existing support for practicing educators. 

The report also provides information on the development of initiatives and activities by 

Canadian Association for Second Language Teachers (CASLT) designed to further 

develop L2 teacher skills and knowledge (Salvatori & MacFarlane, 2009). Salvatori and 

MacFarlane (2009) reported that, at the time of the study, CASLT was developing 

mentoring programs for FSL teachers. The goal of the initiatives and activities were to 

provide opportunities for improving novice teachers’ teaching practices. 

Similar to Karsenti and Collin (2013) and Karsenti et al. (2008), Salvatori (2009) 

highlighted how there is a shortage of FSL teachers. Unlike the previously mentioned 

studies on teacher retention, Salvatori (2009) noted how the shortage of qualified FSL 

teachers has left an opportunity for often unqualified and ill-prepared teachers to be in the 

classroom, who otherwise would not have received the position if there were more 

qualified FSL teachers. In Canada, each province determines the guidelines for certifying 

teachers. Due to the shortage of FSL teachers in Ontario, some teachers are given yearly 

probationary clearance to teach FSL classes without adequate qualifications when they 

are unable to locate a qualified candidate for the teaching position (KippFerguson, 2013). 

In some cases, the teachers only have one section of this FSL teaching certificate and 

others are allowed to teach FSL classes based on their French proficiency. KippFerguson 

(2013) noted that in cases where qualified teachers are found, they often transition into 

English-only teaching positions because they received more funding and support from 

their colleagues and administration. Salvatori (2009) noted that the Ontario Ministry of 

Education has been concentrated on “student retention and participation in FSL 
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programs, student proficiency in French, and increased teaching capacity in FSL” (p. 

289). According to Salvatori (2009), many school boards facilitated collaboration 

between FSL teachers, where successful literacy-based projects were shared, while 

providing the opportunity for dissemination of knowledge. OCOL (2019) argued that 

there should be collaboration vertically and horizontally. Horizontal collaboration would 

require provinces and territories to collaborate, whereas vertical collaboration is amongst 

ministries of education, faculties of education at universities, and school boards. The 

purpose of the collaboration is to develop a long-term coordinated strategy. There should 

also be opportunities for collaboration within schools, where teachers can work amongst 

themselves with help from consultants (OCOL, 2019). 

Due to FSL teachers’ overwhelming workload, some participants from OCOL 

(2019) explained that new teachers have difficult inductions and are often left alone 

because experienced teachers do not have adequate time to collaborate or act as a mentor. 

Some of the less proficient novice teachers are assigned to Core French (CF) classes 

whereas the more proficient teachers are assigned to French Immersion (FI) classes. 

OCOL (2019) acknowledged that to better retain teachers, teachers require access to 

professional development and opportunities for professional learning, which includes 

ongoing L2 skill development, mentorships, networking opportunities along with 

seminars and workshops. 

Masson (2018) noted that developing a model for professional learning “rooted in 

a sociocultural approach” could address the problem with retaining FSL teachers by 

reclaiming teacher agency in the professional learning process (p.77). Masson (2018) 

conducted a case study, which described the formation of two Core French teachers’ 

professional identities. The study addressed two issues: information about FSL teachers’ 

learning experience and the potential of teachers leading their professional learning. 
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Masson (2018) recruited two participants from Southern Ontario who previously 

participated in a Professional Learning Community (PLC). While participating in the 

PLC, they were given full-release days during the school year and participated in six 

online video conferences each year between 2012 and 2015. After interviewing the two 

participants, the findings suggested that developing a strong positive relationship with 

their school administration through open communication and negotiation benefited the 

FSL teacher self-actualization. By enrolling in the PLC, the participants felt supported by 

their peers and combated feelings of isolation through validating their professional 

learning inquiries. 

There are several resources directed towards the professional needs of novice 

teachers. One of the solutions for retaining FSL teachers was to create a mentoring 

program. There are a specific set of requirements for the program. A school board can 

enroll a first-year permanent full-time or part-time position hire who is certified by the 

Ontario College of Teachers. The teacher must be teaching for the first time in an Ontario 

publicly funded school system. If teachers do not meet the requirements in their first year 

of teaching then they can apply in their second year (Ontario MoE, 2010). The Ontario 

MoE developed a series of texts for new teachers, mentors, and principals. The program 

was developed as a form of professional development through guided collaboration from 

the documents. The New Teacher Induction Program (NTIP) document for novice 

teachers provided month-by-month planner and suggested topics for exploration that 

“…many mentors and new teachers commonly explore during each month” (Ontario 

MoE, 2010, p.2). The informed suggestions from the document were designed to ease the 

transition and provide embedded support that the novice teacher can rely on during their 

first year of teaching. 
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The Canadian Association for Second Language Teachers (CASLT) developed 

Ontario’s The New Teacher Handbook: Surviving and Thriving in the French as a 

Second Language Classroom (2017). The purpose of the document was “to provide 

concrete [and] practical solutions to address many” of the challenges that novice teachers 

can be faced with at the onset of their new career. The document lists various scenarios 

that a novice teacher might be faced with during their first year (e.g., classroom space, 

their language proficiency, professional learning, student engagement). 

Connelly and Clandinin (1988) further explained that theory cannot be forced 

onto teachers’ practices because practice can evolve into a theory as practice develops 

through narrative experience. According to the dialectic view, practice establishes theory, 

although in cases where theory and practice do not align then theory is at fault. With the 

dialectic view, Connelly and Clandinin (1988) discussed how theory is assumed to 

evolve based on what is being practiced. I agree with Connelly and Clandinin’s (1988) 

arguments for the dialectic view because teacher practices should be informed by 

educational theory. This further argued that professional development does not 

necessarily address teachers’ specific needs, whereas professional learning is specific to 

their needs and therefore has the potential to be of greater benefit to their learning.  

2.3.4.1 Assessment. Abdulhamid and Fox (2020) explored seven Language 

Instruction for Newcomers to Canada (LINC) “teachers’ accounts for evidence of 

washback from PBLA on teaching and learning” in LINC programs, and identified 

“potential leverage points which might be responsive to intervention and support” 

(p.175). Washback refers to the influence that assessment has on teaching and learning 

(Abdulhamid & Fox, 2020). Abdulhamid and Fox (2020) reported “negative washback 

effects on some instructional practices, as it encouraged teachers to adopt approaches that 

they would not otherwise have adopted” (p.177). 
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Alviarez (2017) suggested incorporating new strategies for the purpose of 

developing a more inclusive classroom setting for students. As discussed in Alviarez 

(2017), Ontario MoE (2014b) called for assessment practices to be inclusive of students 

with special education needs (SEN) and those who are English Language Learners 

(ELLs). Despite Ontario MoE (2014b) calling for inclusion, the achievement chart 

particularly focuses on “vocabulary, organization of logical thoughts, and clear 

expression of ideas” (Alviarez, 2017, p.31), whereas the achievement criteria encouraged 

oral, visual and written forms of communication. Several of the participants in Alviarez 

(2017) reported partial mutism in their students. The participants were unable to assess 

their students because they were unable to orally communicate. The participants 

expressed frustration with the suggested assessment criteria because it was difficult to 

assess students when their needs do not align with language benchmarks. Alviarez (2017) 

suggested that diversified instructional and assessment opportunities could support and 

encourage students with SEN. Alviarez (2017) noted that diversified teaching practices 

will not appear the same amongst educators based on differing teaching preferences 

regarding teaching styles and practices along with varying students’ needs. Some teachers 

might prefer to adopt an approach that focuses on students’ abilities rather than their 

shortcomings. 

Regarding addressing FSL teachers’ assessment practices and needs, Mison 

and Jang (2011) implemented three focus groups to gain insights into the needs of 

Canadian FSL teachers. The focus group interviews inquired about “the teachers’ 

and schools’ French language assessment practices,” (p.102). Mison and Jang 

(2011) observed that “transparency of the assessment process …varied substantially 

across the focus groups,” (p.104). During their interviews, the participants 

expressed concerns “over the lack of consistency within the province, school 

boards, and…within the same schools in terms of content and assessment,” (p.104). 
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Mison and Jang (2011) argued that CEFR addressed several of the concerns that 

arose during the interviews. Mison and Jang (2011) claimed that CEFR can support 

“diverse and dynamic classrooms”, and also facilitate “transparency, consistency, 

and plurilingualism in language learning”, which are all fundamental to CEFR,” 

(p.106). 

2.3.4.2 Inclusion of English Language Learners in FSL. As the population in 

Ontario becomes more diverse, there has been an increased amount of English Language 

Learners (ELLs) in the school system (Triokekar & El Masri, 2020). As discussed by 

Triokekar and El Masri (2020), teachers increasingly do not share the same cultural 

background and experiences as their students. As the diversity among students grows, the 

same diversity is not represented in the teaching population. Based on data from Turner 

Consulting Group (2014), racial minorities represent 26% of the population, whereas 

they account for 9% of elementary and kindergarten teachers along with 10% of the 

secondary teaching population in Ontario. The differing percentages of racial minorities 

among the population and teaching population further highlighted how teachers are 

unable to understand students’ lived experiences, which can hinder teachers’ ability to 

understand and address students’ needs. 

Mady (2012) investigated FSL teacher beliefs and knowledge regarding the 

inclusion of ELL students. By conducting interviews and questionnaires in Ontario, 

Mady (2012) determined that FSL teachers shared positive attitudes towards “appropriate 

pedagogy and openness to inclusion of ELLs” regardless of their proficiency in English 

(p.11). Interestingly, participants from this study expressed that the use of ELLs first 

language (L1) may be beneficial to learning French in the FSL context. Although, this 

study promoted the need for further professional development in strategies like 

translanguaging in the classroom. Based on Gentil (2018), translanguaging refers to the 

use of multiple languages in the classroom as a language repertoire “mixing in complex 
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dynamic ways and forming one linguistic repertoire”, although, it also acts 

as a “backdrop of assumptions, practices, and discourses that continue to create 

them as separate languages” (p.123). 

In another study on teacher perspectives on ELLs in the FSL program, Mady (2016) 

examined FSL kindergarten teachers’ beliefs on the inclusion of ELLs in French 

Immersion beginning in Grade one. Mady (2016) reported that kindergarten teachers 

expressed that French Immersion is not viable “for everyone, claiming it is less suitable 

than [C]ore French and agreeing that ELLs should, at times, be exempt” from learning 

FSL (p.263). These beliefs were supported by the school board’s information for parents 

that French Immersion is not for every student by describing “characteristics of 

successful FI students thereby implying that other students might not be successful” 

(p.263). Notably, the participants expressed that ELLs should “focus on learning English, 

that their focus on French could not help their acquisition of English, and that the 

students required English to be successful in FI” (p.263). Regardless of the participants’ 

beliefs regarding the inclusion of ELLs in the FSL program, parents “were motivated to 

enroll their children in FI” (p.263). Mady (2016) promoted the idea of providing the 

kindergarten teachers with more recent information of ELLs success in the FSL program 

during PD days to inform parents. 

Mady conducted several studies (Mady, 2014, 2015, 2018) that explored French 

Language proficiency in ELLs and their bilingual advantage. The purpose of these 

studies was to further argued for the inclusion of ELLs in the FSL program. Mady 

(2014) compared FSL achievement of one hundred and sixty-five students divided into 

three groups: Canadian-born English speaking, Canadian-born multilinguals and 

immigrant multilinguals. The participants were asked to complete a proficiency test and 

a questionnaire. The immigrant students outperformed the other groups, and the 
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Canadian-born multilingual students outperformed the Canadian English speaker 

students. Mady (2014) claimed that the immigrant group’s success cannot be attributed 

to “language(s) proficiency, motivation, attitude, metalinguistic awareness” or specific 

strategies (p.332). In Mady (2015), the comparison among the three groups was again 

investigated, where once again, the immigrant group of students outperforms the other 

groups. Although this time, Mady (2015) determined that “integrative motivation, 

willingness to communicate and attitude to learning situation predicted test results” 

(p.299). 

Following the previous studies comparing different grouping of students, Mady 

(2018) promoted the inclusion of ELLs in the FSL program through the comparison of 

English and French proficiencies of Grade six participants, which were Canadian-born 

English speakers, Canadian born multilinguals and immigrant multilingual students. The 

findings indicated that the immigrant group performed better than the other two groups in 

French proficiency tests, although, there were no significant differences among the 

results for the English proficiency tests. 

2.4 Novice versus experienced teachers  

Previous research has explored novice and experienced teachers’ pedagogical 

knowledge (Gatbonton, 2018; Okas, van der Schaaf, & Krull, 2014). Evens, Elen, and 

Depaepe (2019) investigated the impact of teaching experiences on pedagogical content 

knowledge (PCK) with particular focus on whether novice teachers differ from 

experienced teachers PCK. The participants were tested with a paper-and-pencil 

instrument then their answers were coded in four categories. Afterwards, the answers in 

the four categories were compared between groups. The qualitative results revealed that 

experienced teachers with conceptual knowledge demonstrated more practical knowledge 

than novice teachers. At the time of the study, I was unable to locate research that 
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investigated differences between FSL novice and experienced teachers. 

While teacher attrition is a contentious issue, there are some studies that reveal 

unqualified teachers are more likely to leave the FSL program than qualified teachers 

(Miller, Brownwell, & Smith, 1999; Salvatori, 2009). At the onset of a career, novice 

teachers experience feelings of insecurities about their capabilities to effectively teach 

their studies similar to imposter syndrome. According to Sims and Cassidy (2019) 

imposter syndrome is when individuals disclosed “that they do not know enough to 

legitimately pursue their career” (p.47). Although, as the novice teachers become 

confident and secure in their teaching practices, then the feelings associated with 

imposter syndrome dissipate. 

2.5 Conclusion  

This chapter explored previous literature investigating FSL research, teacher 

culture, teacher perspectives, teacher professional development, along with teacher 

professional needs. The purpose of the literature review was to highlight a gap in the pre- 

existing literature landscape in FSL research. While reviewing literature that researched 

teacher perspectives, I was unable to locate research that explored the differences 

between novice and experienced teachers. The research articles that investigated teacher 

retention solely focused on the needs of novice teachers. Other articles investigating 

teacher perspectives appear to focus on their perspectives of implementing new or 

existing programs in their classroom. 

In the following chapter, I discuss the qualitative methodology and narrative inquiry 

method in response to my research questions. This is followed by, how participants were 

recruited for the study, participant biographical sketches, procedures for the study, and 

ethics protocol. Finally, I review how I analyze the transcripts from the interviews. 
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Chapter 3: Methodology 

3.1  Introduction 

In the first chapter of this study, I clarified the research background, purpose of 

the study and rationale. As discussed in Chapter one, at the onset of the Ontario French as 

a Second Language (FSL) program, research primarily investigated student success 

(Burger, Weinberg, Hall, Movassat & Hope, 2011; Cummins, 1998; Fortune, 2011; 

Mady, 2007; Tardiff, 1990; Turnbull & Daily-O’Cain, 2009). Although, researchers have 

begun investigating FSL teachers, (Arnott, 2012, 2017; Cooke & Faez, 2018; Jack & 

Nyman, 2019; Lapkin, MacFarlane, and Vandergift, 2006; Karsenti, Collin, Villeneuve, 

Dumouchel, & Roy, 2008; Salvatori, 2009). However, this change in research direction is 

acknowledged, it appeared that FSL research had undervalued teacher perspectives and 

did not adequately address teachers’ professional needs. 

In Chapter two, I discussed literature of relevance to the research questions which 

guided my study, namely: How are FSL language policies and curriculum documents 

from the Ontario Ministry of Education interpreted by FSL teachers? What resources and 

support are FSL teachers given? Are there differences between FSL novice and 

experienced teachers? As an outcome of the literature review, I identified a gap, which 

my research could begin to address. The gap related to the lack of research examining 

resource allocation and support for novice as opposed to experienced teachers in FSL 

classrooms in Ontario. I began by defining the terms, novice teacher and experienced 

teacher, drawing on the distinction in Vonk and Schras (1987). As noted in Chapter two, 

Vonk and Schras (1987) considered the induction period for teachers to last 7 years, 

which spans their developing sense of competence from the onset of their careers 
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(novice) to feeling competent and secure about their teaching practices 

(experienced). For the novice teacher participant group, I recruited FSL teachers with a 

maximum of five years of experience to acquire the novice teachers’ perspectives prior to 

feeling secure and confident about their teaching practices. The second category of 

participants were experienced teachers who had at least 10 years of teaching experience, 

which I assumed was a sufficient amount of time to act as a buffer for any residual 

insecurities about their teaching practices. 

Having reviewed the previous chapters, I begin below by describing my research 

methodology and research approach. This is followed by my chosen research method, the 

study participants, research instruments, procedures for data collection. and analysis. 

3.2  Research Methodology 

As a research methodology, narrative inquiry often appeals to researchers who 

study teachers because it is informed by a theoretical perspective which accounts for the 

nature of human life as lived experiences (Clandinin, Pushor, Orr, 2007; Connelly & 

Clandinin, 1990). Narrative inquiry is defined in educational research by the 

“construction and reconstruction of personal and social stories … [where] learners, 

teachers, and researchers become storytellers and characters in their own and other’s 

stories” (Connelley & Clandinin, 1990, p.2). Bruner (2002) hypothesized that the way 

people lived their lives prevents them from seeing the narrative structures that 

characterize their lives. Clandinin (2006) notes: 

Perhaps … [the]…reason we can give for engaging with others in narrative inquiry [is 

that]… we can slow down lives, pause and look to see narrative structures that 

characterize ours’ and others’ lives. Narrative inquiry gives us a research methodology 

for engaging in this study of people’s experiences. (p. 51) 
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Wertz, Charmaz, McMullan, Josselson, Anderson and McSpadden (2011) noted 

that researchers who undertake narrative inquiry should adopt a cyclical approach when 

analyzing data, which allows them to contextualize shared stories by slowing down lived 

experience to better understand participants’ actions and establish patterns. In other 

words, narrative inquiry is open, emergent, and exploratory. It allows for a point of 

reference to be established for additional inquiry into what may arise in the data.  Below, 

I will explain why I chose qualitative research and used narrative inquiry for my study of 

the FSL teachers’ perspectives considered here rather than using ethnographic or case 

study research methods. 

3.3 Research  Approach 

Wertz (2014) noted that qualitative research focused on exploring and analysing 

participants descriptions of lived experiences. These descriptions require fastidious 

attention to language and deep reflection on emerging patterns of human experience 

that are otherwise unclear and intertwined (Saldaña, 2013; Wertz, 2014). Qualitative 

inquiry investigates the context, outcomes, and significance of what is being 

investigated by describing and understanding the local and situated; to increase the 

meaningfulness of what is going on by virtue of ‘rich and thick description’ while, 

quantitative research is focused on the magnitude of a phenomena, which is typically 

measured with sophisticated statistical procedures (Wertz Charmaz, McMullen, 

Josselson, Anderson, & McSpadden, 2011). Quantitative research aims to generalize 

key variables in a sample of a population; to make predictions (cause and effect) outside 

of a study on the basis of variables in the sample (e.g., age, education, first language) to 

a population. It requires numbers – large numbers to allow for more security in 

generalizing, whereas qualitative research requires words – to fully account for what is 

happening in a local context. 
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Qualitative research allowed for a deep analysis of my research participants’ 

accounts of their lived experience in order to address my research questions. Groups were 

identified (novice vs. experienced teachers), but the distinction was not meant to imply a 

cause-and-effect relationship.  

3.4 Method  

3.4.1 Why qualitative research? 

Following Smart (2008), I distinguished the differences between the terms, 

‘methodology’ from ‘method’: 

According to this distinction, a method is a set of procedures for collecting and 

analyzing research data. A methodology, on the other hand, is broader: a 

methodology is a method plus an underlying set of ideas about the nature of 

reality and knowledge. (p. 56) 

The chosen methodology for this study was qualitative research because it allowed for a 

rich and in-depth analysis of the research data. For this research study, I chose to follow 

the narrative inquiry method when I analyzed the data rather than using another 

qualitative method. 

3.4.2 Overview: why I chose narrative inquiry for my study 

Ethnographic research is adopted when researchers observe and interact in the 

participants’ environment (Reeves, Kuper, & Hodges, 2008). An ethnographic approach 

could have been beneficial, but it was not feasible especially for the rigorous ethics 

clearances needed for observing participants in classrooms. The introduction of COVID- 

19 along with the necessary steps to maintain the public’s safety made it impossible to 

observe participants inside their classroom. It would have been beneficial to not only gain 

their perspectives but to also observe their teaching practices. Other researchers have 

acknowledged that there can be a difference in mandated policy and what is practiced in 
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the classroom (Coburn, 2004; Grossman, 2010; Meyer & Rowan, 1977; Hinnant- 

Crawford, 2016). Following Lemke (1995) and Fox (2009), evidence of a community 

accepting change is evident in how it is discussed by the community, which argued that 

gaining participants’ perspectives can be sufficient for research. 

Case study research was not the best method for this study because I wanted to 

analyze and interpret the experiences of two groups (i.e., novice and experienced 

teachers). A case study “explores a real-life, contemporary bounded system (a case) or 

multiple bounded systems (cases) over time, through detailed, in-depth data collection 

involving multiple sources of information… and reports a case description and case 

themes” (Creswell, 2013, p. 97). Cousin (2005) argued that case studies are not intended 

to analyze data, but to define cases and explore settings. In order to effectively explore 

the data for a case study, I would have needed to conduct multiple case studies. Several 

researchers highlighted how multiple case studies can be expensive and time-consuming 

(Baxter & Jack, 2008; Dyer, Wilkins & Eisenhardt, 1991; Gustafsson, 2017; Yin, 2003). 

Although the participants for this study could be defined as being a part of a single 

group (i.e., FSL teachers), it was crucial to divide the participants into groups to better 

understand the differences in their experiences. Regarding the intent of this study, a 

multiple case study could have been effective, but I would have required more time to 

effectively conduct an in-depth study. 

According to Clandinin and Huber (2010), narrative inquiry is “a recursive and 

reflective process” (p.1), which begins from the field. This involves participants sharing 

their lived experiences, which evolves into research texts for analysis. With narrative 

inquiry, there is collaboration between the researcher and participant(s) where stories are 

told and retold (Clandinin & Huber, 2010; Connelly & Clandinin, 1990). Following 

Connelly & Clandinin (1990), the participants are “reflecting on their actions and 
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explaining themselves to others” (p,4). The participants are engaging, telling and retelling 

when discussing their stories. 

Narrative inquiry allowed the influence of commonplaces (i.e., learner, milieu, 

assessment, content, teacher) to be explored through rigorous analysis by developing 

several texts such as, field texts, interim research text and a final research text (Connelly 

& Huber, 2010). The field texts can include the notes and transcripts from the interviews. 

The interim text is a document of excerpts from the transcript that the researcher uses for 

analysis, which removed any identifying information and conversations that were not 

applicable to the interview questions. Finally, the final research text refers to specific 

excerpts from the interviews that are used to discuss the findings from the study. After 

the interviews, the researcher curates an interim text by selecting stories that address their 

interview and/or research questions (Wertz et al., 2011) then the researcher codes the 

collection of stories to gain further understanding of their participant and lived 

experiences. By understanding teachers and students educationally, there needs to be an 

understanding of people’s narrative of life experiences. Connelly & Clandinin (1990) 

explained that “[l]ife’s narratives are the context for making meaning of school 

situations” (p.3). 

During the semi-structured interviews, I asked a series of questions to elicit 

information about my participants’ lived experience. The questions allowed the 

participants to converse freely in response to the questions, and allowed me, as the 

researcher, to further contextualize the participants’ lived experiences through their 

accounts of their roles as teachers, how they viewed the role of their students, the content, 

the milieu and assessment (i.e., the commonplaces) (Connelly & Clandinin, 1988). When 

I asked about their classroom settings, participants discussed how this could include the 

online classroom settings, to changing their classroom settings (i.e., outdoors, boardroom, 
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their assigned classroom), or remaining in their classrooms to maintain an FSL mindset 

for their students. It should be noted that the interviews for this study were conducted 

prior to the COVID-19 pandemic (i.e., when teachers and students were still in schools 

and classrooms across the province). I inquired about their personal experiences and the 

social aspects of teaching. For example, I questioned how often they collaborated with 

their colleagues on different tasks or assignments. 

In sum, following Wertz et al. (2011), I adopted narrative inquiry because it 

allowed for a “creative process of organizing data so that the analytic schemes” would 

emerge (p. 227). Narrative inquiry allowed for the development of an interim text by 

extracting excerpts that I deemed relevant for analysis into a separate document. The 

interim texts were read multiple times in consideration of how the whole illuminates the 

parts, and how the parts in turn offer a fuller and more complex picture of the whole”, 

which lead to a greater understanding of the anecdotes shared by each participant (Wertz 

et al., 2011, p. 227).  

3.5  Ethical Procedures  

In this section, I have outlined the ethical review procedures that I used to ensure 

the safety, comfort and privacy of my participants. Prior to conducting interviews, I 

obtained ethics approval from the Carleton University Research Ethics Board (CUREB) 

who awarded a certificate after reviewing my study (Appendix A). As I conducted the 

semi-structured interviews, it was crucial to uphold the standards of confidentiality, 

privacy, and informed consent. 

 

In qualitative research, there is a greater potential for participants’ information to 

be revealed than in quantitative research (Cresswell, 2013; Wertz, et al., 2011). 
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Depending on the size of the community at the focus of the research, participants 

might discuss events or experiences that could reveal their identity. Further, qualitative 

research is characterized by rich and thick descriptive detail – the richer and thicker the 

better. It is the researcher’s responsibility to ensure the least amount of risk to the 

participant(s). There are some steps that a researcher can take to protect the 

confidentiality of participants. 

The first step was to send an email invitation (see Appendix A) to any perspective 

participants, which described the study to give the participant a better understanding of 

what will be asked of them if they decide to participate in my study. The second step was 

to obtain consent prior to the interview but also ongoing throughout the interview up 

until the time that the data is analyzed. Consent is essential in qualitative interviews 

because the interviews can reveal unforeseen information that the participant might not 

wish to be revealed. In this study, consent was viewed as a dynamic ongoing process. In 

other words, the participant could choose to amend statements or withdraw from the 

interview at any time before the data was analyzed. I ensured that all of my participants 

signed the informed consent form where they authorized to be interviewed and audio 

recorded. The informed consent form gave a detailed overview of the experiment (see 

Appendix A) and outlined ethical implications. The location of the interview can pose 

risks because people may overhear information or identify the participants in the final 

study. This can be mitigated by conducting interviews in locations chosen by the 

participant away from their place of work and where the participant felt comfortable. 

In order to maintain confidentiality, the participants were given pseudonyms and 

any identifying traits such as school names were removed. Based on the nature of my 

study, I did not foresee any of the questions making the participants feel uncomfortable 

or vulnerable, as the participants had a good understanding of what the interview entailed 
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from the email invitation and consent letter. Information regarding the participants in the 

study is provided in the following section. 

3.6  Participants  

In this section, the criteria for recruitment, participant descriptions, and the role 

of the researcher are discussed. The participant descriptions included details about 

whether they were satisfied with their teaching practices or situation, what classes they 

previously taught, years of experience, brief descriptions about their students and brief 

descriptions of the type of area that they taught in at the time of the study (i.e., rural, 

suburb). 

3.6.1 Purposive Criteria  

Participants were recruited based on criterion sampling, convenience sampling, 

and snowballing. Criterion sampling is based on specific criteria set by the researcher 

when recruiting participants for the study. The participants were required to be an FSL 

teacher in Ontario, who taught in the public school system. Convenience sampling was 

helpful in recruiting people who I knew in my personal life or being referred to a 

potential participant. Lastly, snowballing was crucial to obtaining more participants for 

this study because after interviewing the participants, I asked whether they knew of 

anyone who not only met the criteria for the study but would also be interested in 

participating in the study. 

3.6.2 Participant descriptions 

There were six FSL teacher participants in this study, drawn from various 

teaching backgrounds, schools, and school boards. The participants were divided into two 

groups based on previously discussed criteria, novice and experienced teachers. As 

notated above, teachers with less than five years of teaching were considered to be novice 

teachers, whereas teachers with over 10 years of experience were classified as 
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experienced teachers based on Vonk and Schras (1987) induction period. 

The following table described information about the participants and was used to 

contextualize their responses by giving more information about their teaching history. It 

provides background on the number of years that they have been teaching; what levels 

they were teaching at the time of the study; whether their school was in an urban or rural 

area; whether they self-identified as male or female; and the backgrounds of their 

students at the time of the study. Some of their students had Individual Learning Profiles 

(IEPs). These are provided to students who have special learning needs, which require 

individual accommodation. When recruiting participants, I aimed to have a wide 

distribution of educators who taught at various levels such as, elementary, middle-school 

and high school. While interviewing the participants, I obtained general descriptions 

about their students to have a better understanding of their classes to contextualize their 

needs and experiences as a teacher.
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Table 3.1 Participant Descriptions 

 

Pseudonym Years of 
experience 

Levels Context Classes taught Self- 
identified 
as: F/M 

Students (L1, 
behavioural issues, etc.) 

Brian 3 months Elementary Suburb Grades four, five/six 
French Immersion 

 Male Majority of students have IEPs 

Alice 4 months Elementary Suburb Grade two Extended 
French, Grade 
two/three, Grade 
five extended 
French 

Female Majority of students have 
English as their L1 and two 
have Arabic as their L1. There 
are several students have 
Individual Education Plans 
(IEPs) 

Anne 11 years 7/8 and high 
school 

Suburb French Immersion (high 
school level) 
Core French (middle 
school) 

Female All students had English as 
their L1 

Elizabeth 15 years Elementary Suburb Geography, Music, 
French Immersion, 

science 

Female Majority of students have 
English as their L1. 

Samantha 20 years Kindergarten Suburb 50/50 English and 
French Kindergarten 

Female L1 for more students is not 
English 

George 27 years High school Online teacher 
in rural Ontario 

History, French 
Immersion, Geography, 
Civics and careers 

Male Students’ L1 
was English. 
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4.6.3 Researcher’s role as interlocutor  

After providing information regarding the participants in this qualitative 

study, I would like to address my own role as the researcher – the social other, the 

storyteller. Connelly and Clandinin (1990) explained how during the process of 

engaging with narrative inquiry, researchers become a part of the process. 

Following MacLure and Stronach (1993), I recognized that my role as a researcher 

was just as prevalent in the data as the participant. Caine, Estefan and Clandinin 

(2013) observed that the “researcher’s presence and investment is an important 

feature of narrative inquiry research (p.577). MacLure and Stronach (1993) 

demonstrated how data can be manipulated in various ways to satisfy chosen 

narratives. As the researcher, I chose the participants, interview questions and data 

in the interim text that was analyzed to fit my developing narrative. The narrative 

that I cultivated from my data attempted to address the research gap, which 

highlighted a lack of research investigating the allocation of resources and support 

for both novice and experienced teachers – but it is important to acknowledge that 

the narrative here reflected my own perception and involvement in the study. 

Another researcher, with similar research questions, might have told the story 

differently. This does not take away from the usefulness or meaningfulness of the 

study, however. I am able to address my research questions with rich and thick 

description – but I also need to acknowledge my role in the study. Also, the value 

of qualitative research given its inability to generalize allows us to better 

understand by increasing our awareness of what is going on by transferring our 

knowledge to other contexts. 
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3.7 Procedure  

As discussed in the ethics review section, participants were asked to meet 

with the researcher in a location of their choosing that was quiet enough for 

recording as well as far enough from their place of work, so the participant felt 

comfortable answering the interview questions. If the participants were unable to 

decide upon a location for the interview, I suggested multiple potential meeting 

locations. Upon meeting with the participant, I asked the participant to review the 

informed consent forms to begin the study. Each participant was given a copy of the 

form for their personal records. 

Once the participant signed the informed consent form, I recorded six semi-

structured interviews. These interviews allowed me to “probe for further 

information, elaboration, and clarification for responses (Creswell, 2012, p. 18), 

whereas a questionnaire would not provide the depth required for qualitative 

research. The interview guide that I followed consisted of 11 questions, which was 

accompanied by several prompts (Appendix B). The questions explored the 

participants’ background information, their accounts of FSL language policies and 

their use of curriculum documents.  

The semi-structured interview format was helpful for when new lines of 

inquiry arose as I interviewed additional participants. As discussed, each interview 

was framed by the same interview questions (see Appendix B), but the responses 

lead to new topics during the naturalistic conversations. I also reinforced what was 

discussed in previous interviews while questioning participants. Narrative inquiry 
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allowed for my interview questions to be open-ended as a way of getting at their 

lived experiences. If I were to specifically ask about the differences in novice 

versus experienced teachers and the attrition problem, then it could have narrowed 

and distorted their responses. Instead, having the novice and experienced teacher-

participants discuss curriculum documents, resources and support served as a 

catalyst (Fox, 2009, re: Delphi Technique), which generated their commentary, 

accounts, and reflections of their lived classroom experiences. After the interview 

was completed, each participant was given a $10 gift card to either Starbucks or 

Tim Hortons as a small token of my appreciation for their participation in the 

research study. Each interview was later transcribed for analysis. 

3.8 Analysis  

After audio-recording the data, I transcribed each interview. I developed an 

interim text by including sections from the data that I deemed relevant to the 

interview or research questions. Each interim text was analyzed for initial codes 

(i.e., bottom-up coding for patterns in the data). (See Appendix C for an example of 

an interim text). According to Saldaña (2013), “a code…is most often a word or 

short phrase that symbolically assigns a summative, salient…attribute [to] a portion 

of language-based or visual data” (p.3). Following the first round of coding, I 

analyzed each transcript again for emotion coding, descriptive coding, and value 

coding (Saldaña, 2013). Emotion coding analyzed whether experiences recounted in 

the data elicited feelings of frustration or dissatisfaction among other emotions. 

Descriptive coding referred to a word or phrase to describe the theme of a passage. 

Finally, value coding assessed a participants’ attitudes, values and beliefs (See 
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Appendix D and example of coding procedures). Based on Saldaña (2013) 

description of categorizing, I applied and reapplied codes to qualitative data to 

segregate, group and regroup to develop meaning and explanation. In other words, I 

organized and grouped similar coded data into categories based on shared 

characteristics (Saldaña, 2013). Once major categories arose and consolidated with 

one another, I was able to progress towards “the thematic, conceptual, and 

theoretical” (Saldaña, 2013, p.13) by reaching more general and higher-level 

constructs. For magnitude coding, I compared and contrasted the themes by 

recording how many times specific themes occurred in a participant’s interview 

(Saldaña, 2013). These contributed to frequency counts, which captured the 

emotive force and prevalence of the themes.  

From the themes, I was able to make key assertions in relation to the 

research questions that will be explored in following chapters. After I finished 

several rounds of coding, I took excerpts from various interviews then asked for a 

second coder, who was familiar with the study, to analyze the transcripts for top-

down coding. Since I knew which themes were present in the data, we used a top-

down approach to investigate whether or not the themes were valid for the data (See 

Appendix D). We used more general codes like teacher professional needs and 

classroom for top-down coding rather than bottom-up coding. This exercise resulted 

in 100% consensus between my own coding and that of the second coder. In the 

following chapter, I will summarize the different themes in the data through 

histograms. The histograms displayed the findings in a useful way for 

interpretability and synthesis. The histograms were derived from the magnitude 
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coding.  

3.9 Conclusion  

This chapter discussed the qualitative methodology; and the narrative 

inquiry method which I chose to use in this thesis in order to respond to my 

research questions. I began with a description of qualitative inquiry and why it was 

suitable for my study along with a description of narrative inquiry. I described how 

the participants were recruited for this study. Following the description of 

recruitment strategies, I gave general descriptions of the participants, which will be 

further explored in the following chapter. I explained my procedures for the study 

along with ethics protocols. Finally, I described how I analyzed the transcripts from 

the interviews with participants. 

Having described how the study was conducted in Chapter three, I used my 

research questions to frame the findings from the study by identifying and 

discussing themes that arose in the data in connection with the literature that was 

reviewed in the second chapter. In the next chapter, Chapter four, I present and 

discuss the findings of my research. 

 

 

 

 

 



 48 
 

 

Chapter 4: Findings and Discussion  

4.1 Introduction 

In the first chapter, I introduced the research context, rationale, and purpose 

of the present study. As discussed in the first chapter, researchers have primarily 

investigated the success of the FSL program through student achievement (Burger 

et al, 2011; Cummins, 1998; Fortune, 2011; Mady, 2007; Tardiff, 1990; Turnbull & 

Daily-O’Cain, 2009), whereas, more recently, researchers began examining FSL 

teachers’ perspectives (Arnott 2012, 2017; Cooke & Faez, 2018; Jack & Nyman, 

2019; Lapkin et al., 2006; Karsenti, Collin, Villeneuve, Dumouchel, & Roy, 2008; 

Salvatori, 2009). Although this broadened perspective is welcomed, it appeared that 

FSL research continued to undervalue teachers’ accounts of their front-line, 

classroom experience, and that this might limit the impact of support in addressing 

the FSL teachers’ professional needs. As noted in Chapter one, this thesis was 

motivated by my own concerns for the FSL program: I am a product of the 

program, maintain contact with some of my former teachers, have studied with 

teachers who currently work within the program, and have heard their comments 

about it over the years. My reflections prompted me to look more deeply into the 

program itself by turning initially to the research literature and later engaging in 

research of my own.  

Thus, in the second chapter of this thesis I discussed literature of relevance 

to the research questions which guided my study, namely: How are FSL language 
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policies and curriculum documents from the Ontario Ministry of Education 

interpreted by FSL teachers? What resources and support are FSL teachers given? 

Are there differences between FSL novice and experienced teachers? As an 

outcome of the literature review, I identified a gap related to the lack of research 

examining resource allocation and support for novice as opposed to experienced 

teachers in FSL classrooms in Ontario, which my research could begin to address. I 

defined the terms, novice teacher and experienced teacher, by drawing on the 

distinction from Vonk and Schras (1987). As noted in Chapter two, Vonk and 

Schras (1987) considered the induction period for teachers to last 7 years from the 

onset of their careers to developing feelings of competency and security regarding 

their teaching practices. For the novice teacher group, I recruited teachers with a 

maximum of five years of experience because I wanted to acquire the novice 

teachers’ perspectives prior to them feeling secure and confident about their 

teaching practices. The second category of participants were experienced teachers 

who were required to have at least 10 years of teaching experience, which I 

considered to be a sufficient amount of time to act as a buffer for any residual 

insecurities about their teaching practices after the induction period (Vonk & 

Schras, 1987).  

In the third chapter, I discussed qualitative methodology (Saldana, 2013), 

the narrative inquiry method (Connelly & Clandinin, 1990), and provided 

information regarding the study participants, ethics protocols, procedures, and 

analysis. As discussed in the third chapter, the purpose of using the narrative 

inquiry method was to analyze and to develop a rich and detailed understanding of 
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teachers’ accounts of their practice through semi-structured interviews (Connelly & 

Connelly, 1990; Clandinin, 2006). I recruited six participants for this study and 

subsequently divided them into their respective groups based on their years of 

teaching experience (i.e., novice and experienced teachers). Upon converting the 

audio recordings of my semi-structured interviews to written transcripts, I 

developed an interim text then analyzed the data based on several techniques 

described in Saldaña (2013). An interim text is a document of excerpts from 

transcripts that the researcher uses for analysis, removing any identifying 

information and commentary that is not applicable to the interview questions. Upon 

the development of the interim text, I coded the collection of stories to gain further 

understanding of the participants and their lived experiences.  

In the present chapter, I begin by providing additional context for the 

participants’ accounts based on brief sketches of their lived experiences and a 

review of their biographies. The biographical sketches described their teaching 

history and their views of teaching, learning, and their students at the time of the 

interviews. I used my research questions to frame the findings from the study to 

examine how the curriculum is interpreted by the participants, and the allocation 

and availability of resources and support for novice and experienced teachers, 

which was reinforced by literature of relevance previously discussed in the second 

chapter. The participants biographical sketches were divided by novice and 

experienced teachers to address the following research question: Are there 

differences between FSL novice and experienced teachers? 
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4.2 Participant biographical sketches  

Participants’ biographical sketches were brief descriptions about the 

participants divided into their respective groups (i.e., novice and experienced 

teachers) in an attempt to provide further detail about the participants’ experiences 

and where they taught at the time of interviews. The purpose of the participant 

biographical sketches contextualized to a limited degree their responses to the 

interview questions  

4.2.1 Novice teachers  

Brian was a male teacher who worked at an elementary school in a 

suburban area in a large city in Eastern Ontario. At the time of the interview, Brian 

had 3 months of teaching experience in an Ontario publicly funded school board. 

Brian was in the process of completing his Master’s in Education at a mid-sized 

Canadian university. As a result, he had a 0.75 day contract, where he taught a 

Grade five/six extended French class, a kindergarten class and a developmental 

education class where he instructed students with physical disabilities. Several of 

the students in his Grade five/six class had Individual Education Plans (IEPs). IEPs 

are accommodations awarded to a student for a variety of reasons such as the 

student having a learning disability. For example, students can be awarded 

additional time on tests and assignments or receiving modified assignments. These 

modifications could include the spacing or colour of the assignment sheet 

Alice was a female teacher who worked in a residential area in a large city 

within Eastern Ontario at the time of the study. At the time of the interview, Alice 
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had 4 months of teaching experience working in the Ontario publicly funded school 

system. She was teaching two FSL Grade two classes, a Grade two/three class and a 

Grade five class. Two of Alice’s students in her Grade five class were ELLs along 

with several students who had IEPs.  

4.2.2 Experienced teachers  

Samantha was a female teacher who was teaching in a residential area in a 

large city Eastern Ontario. Samantha taught for 20 years in the Ontario publicly 

funded school system, but she had been working as an FSL teacher for the previous 

three years. After being forced into teaching FSL classes, she was thrown back into 

a new subject, which resulted in her experiencing imposter syndrome (Sims and 

Cassidy, 2019). Samantha taught a 50/50 English French kindergarten class, where 

50% of the content is taught in English, while an additional 50% of the content is 

supposed to be taught in French. Due to the students’ proficiencies in English and 

French, the 50/50 distribution was not feasible. Samantha mentioned how the 

majority of the students have lower socio-economic status and were ELLs. She 

received help from two Early Childhood Educators (ECEs) Luckily, the ECEs often 

spoke the same Home Languages as the students, but the ECEs did not speak 

French.  

George was a male teacher who taught online classes in rural Eastern 

Ontario. George had been teaching in Quebec and Ontario for 27 years. George 

previously taught high school FSL History, Geography, Civics and Careers. At the 

time of the study, he was one of two teachers at his school who taught online FSL 

classes.  
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Anne was a female teacher who taught in a suburban area with a mix of 

commercial and residential properties in a large city within Eastern Ontario. She 

had 11 years of experience teaching French. During her first year of teaching, she 

taught an FSL class in England. After the year abroad, she returned to Ontario to 

teach in the publicly funded school system. She had only worked in middle schools 

and high schools where she taught ELLs, students with behavioural problems, and 

learning difficulties. Anne has taught history, Core French, French Immersion, 

Religion, Grades seven/eight Social Science, along with Civics and Careers. 

Elizabeth was a female teacher who taught in a suburban neighbourhood in 

a large Eastern Ontario city. She had 15 years of teaching experience, where she 

taught various classes mainly in Ontario. Elizabeth briefly taught French and Music 

classes in Australia. In Ontario, she taught grade four, five, six French Immersion 

classes, kindergarten, seven/eight science, and art classes. 

4.3 From codes to categories to themes: analysis of the participants interviews 

Having presented the participant biographical sketches, in the following 

section, I elaborated on how the participants described their interpretation of the 

Ontario FSL curriculum, and accounted for their FSL teaching experiences in 

relation to the research question that guided the present study. As discussed in 

Chapter three, I developed interim texts and analyzed transcripts of the interviews 

using emotion coding, descriptive coding, and value coding. Upon organizing and 

grouping similar codes, I noticed clusters of categories that I was able to develop 

into themes. The following themes appeared in the data:  

- curriculum, 
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- desire for more concrete guidance, 

 
- frustration, 

 
- dissatisfaction, 

 
- self-doubt, 

 
- classroom environment, 

 
- assessment, 

 
- student needs, 

Upon analyzing the participants’ discussion of the curriculum, I explored 

the kindergarten and grade-specific curriculum interpretations, which highlighted 

the flexibility that can arise from the curricular expectations.  

4.4 Interpretation of the Ontario written curriculum for FSL teachers  

As previously discussed, the first question guiding the present study was 

How are FSL language policies and curriculum documents from the Ontario 

Ministry of Education interpreted by FSL teachers? The purpose of questioning 

participants’ interpretation of the curriculum was to determine whether the 

participants could benefit from additional resources and support. While 

interviewing participants, I asked the same 11 questions in each of the six semi-

structured interviews and presented several prompts to contextualize the questions 

regarding curriculum documents (Appendix B). When the participants were asked 

about which documents that they use, they all remarked how they only focused on 

the document that pertained to their classes (e.g., The Kindergarten Program 

(Ontario MoE, 2016a); and, that they might have previously seen the Ontario MoE 

(2013a) A Framework for French as a Second Language in Ontario Schools, 
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Kindergarten to Grade 12). However, as seen in Figure 4.1, all of the participants 

discussed the Ontario MoE written curriculum to some degree.  

 

I recorded number of occurrences that the participants referred to the 

curriculum. The purpose of the histogram was to provide a visual representation of 

the data, which made it easier to summarize.  Samantha, Anne and Elizabeth 

discussed the curriculum 6 times during their respective interviews (Figure 4.1). 

George and Alice discussed the curriculum 3 times during their interviews, whereas 

Brian discussed the curriculum the most at 7 times. This may have been because at 

the time of the interviews, Brian was pursuing his master’s degree in Education.  

When the participants were asked how they interpret the FSL curriculum, an 

overwhelming number reported that they view the curriculum as a “guideline”. 

Brian remarked how:  
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Maybe this is just me and I need to look at it more in-depth, but I would say that 

this is more like a guideline to follow. This is what I need to follow, here are my 

four pillars and as long as I can get my class to those attainable goals then that’s 

kind of how I see it 

As his comment suggests, Brian viewed the curriculum as a guideline rather 

than a step- by-step protocol on exactly what to teach. This finding is similar to that 

of Cloutier (2018) who, argued that the Ontario MoE curriculum documents 

provided general guidance for FSL programs, special education and English 

Language Learners (ELLs). After Brian was asked about the FSL Curriculum, he 

stated that “I mean…I looked at where they’re at roughly in terms of what the 

document expects but the document has the same general expectations”. Brian’s 

response was similar to Anne’s and reflected the organization of the curriculum, 

which is divided into separate grades followed by their respective expectations. 

Anne stated “…basically the curriculum’s very similar from grade to grade. The 

expectations are pretty…like they’re basically verbatim, word for word the same 

thing…what does differ is the examples that they give.” 

Interestingly, Alice (a novice teacher) and Anne (an experienced) shared the 

same interpretation of limitations of the curriculum. They both struggled with 

which benchmarks to implement because of their similarities. In other words, due to 

the openness and overlapping choices of wording across levels, some participants 

had difficulty understanding what was expected by level in the FSL program. Upon 

discussing the general guidelines in the curriculum, several participants requested 

more concrete guidelines specific to program levels and encouraged more 
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systematic progression across years and levels of the program. Anne discussed how 

she hoped for more detail and specific information from the curriculum, stating,  

by the end of this year, your kids need to know this exact material and that’s not 

quite what it does. I think that it guides, especially French teachers, to have 

responsibility in that they need to meet certain requirements every year. I just 

wish that some of those requirements were more concrete.  

As seen in Figure 4.2, the desire for concrete information, specific strategies 

and other material resources was not addressed in all of the interviews. The two 

participants, George and Elizabeth, who expressed that they were satisfied with the 

curriculum, did not express a desire for more specificity in the curriculum. This 

may suggest that they had developed strategies, materials, and so forth to meet their 

own students’ needs, which were better addressed by a flexible curriculum such as 

the Ontario MoE curriculum.  

However, Samantha, Anne, Brian and Alice (Figure 4.2) were interested in 

more concrete guidance in the curriculum, which will be further explored in the 

discussion below, regarding the kindergarten and grade-level curriculum. 
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During their respective interviews, Samantha, Anne, Brian, and Alice all 

indicated a desire for more detailed information in the Ontario MoE FSL 

curriculum. Anne argued that new teachers should be able to rely on the 

information in the curriculum to support and guide their classroom practices (e.g. 

with specific suggestions for strategies, content, approaches). In his respective 

interview, Brian reinforced this idea by stating: 

the new teachers who aren’t doing it like the ones making mistakes like me and 

others. Not saying that it’s not right but the ones making mistakes and not 

learning, I think they definitely need a step-by-step. It would be helpful because 

then you’re avoiding mistakes then there is no opportunity to learn as a teacher 

and meeting your class where they are at too with their lived experiences and 

matching it to the curriculum between where they are and where the curriculum 

is to find that space so they can grow in between.  
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Brian indicated that a guided curriculum and additional resources could 

benefit teachers who are struggling with their teaching practices and otherwise are 

not seeking help. 

 I also explored what participants found frustrating in their ongoing teaching 

experience. Frustration was recorded when the participant explicitly stated that they 

were frustrated with a particular problem. For example, Anne said that “I do think 

that it’s very frustrating that I dedicated that much of my post-secondary education 

to it and that anybody can walk into the job.” 

 

As seen in Figure 4.3, Samantha and Anne, who were both experienced 

teachers, expressed frustration about what they identified as an issue in the FSL 

program, namely, the lack of consistency in hiring practices. For example, Anne 

remarked quite forcefully that she was disappointed about how seemingly easy it 
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was for unqualified teachers to obtain an FSL teaching position based solely on 

their ability to speak French: 

It happens all the time, two of my sisters are French teachers, and they’re 

phenomenal French teachers, and one is a vice principal now. But we took 

extended French in high school, and they were strong, and they make damn good 

French teachers. But they got hired out of teacher’s college into French 

positions, with no French background after high school, where I did my degree 

in French, and they have the same job.  

Anne dedicated a notable amount of time and education towards her 

FSL certification to receive the same teaching position as her sisters, who 

never obtained their FSL teaching qualifications, yet they were able to 

secure similar teaching positions. Notably, unqualified teachers may secure 

an FSL teaching position, but they are more likely to leave the program than 

their qualified colleagues (Miller, Brownwell, & Smith, 1999; Office of the 

Commissioner of Official Languages, 2019; Salvatori, 2009). 

Meanwhile, Samantha also expressed considerable frustration in what she 

perceived to be a lack of consistency in allocating teachers without training or 

experience to teach new FSL levels. The inadequacy of the curriculum was 

highlighted by this practice because, in her view, it failed to provide adequate 

guidance. For example, in her consideration of the kindergarten curriculum, she 

said: “I found it really frustrating that nobody actually just said to me: ‘Okay, you 

will teach the following things in French in kindergarten.’ It’s just like ‘speak to 

them half the day in French, and deliver some of the curriculum’, but we don't 
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actually know what...” It is possible that Samantha’s teaching situation is unique, 

but at the time of the interview, she had received minimal guidance regarding what 

and how to teach FSL other than one PD day that she attended at the beginning of 

the new 50/50 program. As noted in Samantha’s biographical sketch at the 

beginning of this chapter, the new 50/50 program required half of the content to be 

presented in French and the other half of the content to be presented in English.  

Most of the teachers expressed a need for more specific information by level 

for themselves or for teachers newly hired to teach a new level in the FSL program. 

There were differences in the degree of frustration that they expressed and the 

reasons for their frustration seemed to differ as well to an extent. Differences in 

their experiences were at times specific to the level they were teaching, as reported 

below with regard to the Kindergarten curriculum and the Grade-specific 

curriculum.  

4.4.1 Kindergarten curriculum  

In contrast to other participants, Samantha reported a completely different 

experience with the curriculum for kindergarten students, The Kindergarten 

Program (Ontario MoE, 2016a). Although, the kindergarten curriculum is divided 

into four frames. The four frames of the curriculum are belonging and contributing, 

self-regulation and well-being, demonstrating literacy and mathematics behaviours, 

and problem-solving and innovating (Ontario MoE, 2016a). Samantha 

acknowledged that the Kindergarten curriculum is: 

…divided into four frames, there’s belonging and contributing, there’s self-
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regulation and well-being. There's demonstrating literacy and math behaviors 

and there's innovating and problem solving. So those are the four kind of 

categories of like where they put the individual expectations into those four 

things. Okay, none of the four frames are French. 

Among the four frames in the kindergarten curriculum, there were no 

expectations for educators regarding what content should be taught in French. The 

kindergarten curriculum is dissimilar to the grade-level curriculum documents 

because there is a separate FSL-specific curriculum document, as is the case for 

subjects like math, art and science. Samantha was especially worried about the lack 

of concrete guidelines in FSL but also how relevant it is at their school: 

Well, there's no assessment criteria for French. I can assess anything in the early 

learning. I don't know if you've seen the early learning or the early years that 

used to be called the kindergarten curriculum, but it's about this thick. It's two 

years but it’s this enormous document with millions of expectations and I can… 

essentially as far as I can tell I can teach any of them in French, or none of them 

in French! Well, no, but like 50% of them but randomly selected I guess so, 

yeah. It's an interesting situation that I found myself in. Okay. What am I 

supposed to do? 

Samantha expressed considerable concern over the state of FSL for 

kindergarten and her frustration with the lack of specific expectations regarding 

what she should teach her students. After conducting magnitude coding (Saldaña, 

2013) to compare the different themes that arose in the data, Samantha, one of the 
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most experienced participants, was one of the two participants who expressed their 

frustration and dissatisfaction most strongly, (Figure 4.3 and Figure 4.4, 

respectively), about teaching conditions. Dissatisfaction was coded with regard to 

gaps in support. In general, it did not carry the same emotive force as an explicit 

statement such as: 

 Like I found it really frustrating that nobody actually just said to me: “Okay, 

you will teach the following things in French in kindergarten.” It’s just like 

“speak to them half the day in French, and deliver some of the curriculum, but 

we don't actually know what.”  

 

Samantha indicated at various points throughout the interview that she was 

dissatisfied with the lack of FSL curricular expectations. At Samantha’s school 

board, the kindergarten classes have to be 50/50 split with FSL and English because 
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of demand. Samantha explained: “so our school board decided to make all 

kindergarten classes 50/50 English and French…we had all these class size caps 

imposed by the government…and they also at the same time implemented the 

mixed age groups as well as best practice”. Samantha suggested that the purpose of 

the 50/50 English and French classes was to have fewer kindergarten classes, 

because at some schools with a high demand for FSL classes sometimes there 

would be multiple full capacity FSL classes and small English classes. It is logical 

to assume that the implementation of the 50/50 English-French classes were more 

cost effective. 

According to Samantha, with the mandatory 50/50 English and French 

kindergarten classes, there was typically an English and French teacher who 

determined which of the four frames from the kindergarten curriculum were to be 

taught in French and what content was to be taught in English. Samantha observed 

that all teachers but particularly FSL kindergarten teachers:  

need some directions. And honestly, I would rather have… personally I'd rather 

have too much direction than not enough. Like I found it really frustrating that 

nobody actually just said to me: “Okay, you will teach the following things in 

French in kindergarten.” It’s just like “speak to them half the day in French, and 

deliver some of the curriculum, but we don't actually know what.” We need to 

have some sort of consistency across the board. Like if I have a kid who I taught 

for two years and then they move to [another city] or whatever, then there needs 

to be some sort of flow to their education 
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At the time of the interviews, there was no mandate indicating which 

aspects of the curriculum should be taught in French and what should be taught in 

English: “most people teach with a cohort who’s teaching in English and you kind 

of decide amongst yourselves who can teach what”. Samantha expressed how the 

lack of concrete curricular expectations could lead to problems when a student 

transfers schools or entered Grade one. As seen in Figure 4.2 and 4.3, Samantha 

was one of the participants who expressed the most frustration about the lack of 

concrete guidance in the FSL program, inadequate explanation or detail regarding 

developmental progression, and a lack of systematic material resources. Due to the 

lack of guidance for FSL kindergarten education, teachers at different schools could 

decide on instructing certain subjects in French that do not align with the Grade one 

FSL curriculum guidelines or if a student transferred to a different school during the 

schoolyear then there was no guarantee that the new teacher would decide to teach 

the same frames of the kindergarten curriculum document in French.  

With the shortage of FSL teachers (Karsenti et al., 2008; OCOL, 2019; 

Salvatori, 2009), Samantha assumed the role of both English and French teacher for 

her class. Samantha’s frustrations align with observations found in OCOL (2019), 

which reported that some school boards faced challenges with hiring qualified FSL 

teachers because there was a lack of a hiring pool where a number of candidates 

apply for the purpose of school boards securing qualified FSL teachers. 

Having discussed teachers’ perceptions and accounts of the kindergarten 

curriculum, in the section that follows below, I discussed the participants’ accounts 

of the grade-specific curriculum. 
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4.4.2  Grade specific curriculum  

As discussed in the literature review, there are two grade-level written 

curriculum documents for teacher’s referral (Ontario MoE, 2013b,2014). In the 

following subsections, I highlighted what the participants reported with regard to 

the Grade-specific Curriculum. The participants indicated that they appreciated the 

flexible nature of the written curriculum allowing for the participants to tailor their 

teaching practices to their participants needs, which is consistent with Hainer-

Violand’s (2013) findings. 

4.4.2.1 Curriculum guidelines. The primary and secondary school 

curriculum documents are divided into the following four sections: reading, 

writing, listening and speaking. Some of the participants indicated that they 

appreciated the flexible nature of the written curriculum because it allowed for the 

participants to tailor their teaching practices to their participants needs, which is 

consistent with Hainer-Violand’s (2013) findings. At the same time, with regard to 

the more general expectations in the curriculum, participants identified problems 

with determining how to satisfy the expectations through activities and projects 

engaged in by students and leading to forms of assessment. With the curriculum 

expectations being similar from grade to grade, Anne noted: “when it’s exactly 

identical in some areas of the curriculum, it’s hard to decide what’s most 

applicable. Some schools worked on transitions to decide what to teach students 

year to year”. During the interviews, as noted above, almost all of the participants 

mentioned how they desired more concrete content, examples, outcomes or 

requirements. All of the participants who taught primary- and secondary-level 
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grades described how the requirements were the same from year to year. 

4.4.2.2  Curriculum flexibility. Some of the participants indicated that they 

appreciated the flexibility of the Ontario MoE written curriculum, but they desired 

more concrete expectations. A trend emerged while discussing whether participants 

were satisfied with the FSL Curriculum. Anne expressed that: “I think that it 

guides, especially French teachers, to have responsibility in that they need to meet 

certain requirements every year. I just wish that some of those requirements were 

more concrete.”. When the participants were more secure in their teaching 

practices, they enjoyed the freedom in how they taught their classes. Elizabeth, who 

is an experienced teacher, explained that “I really like how the document offers 

concrete ideas on what to teach. For example, they should listen for meaning, for 

example they should learn vocabulary through songs, oh perfect I’m going to use 

that.” Experienced teachers generally found the curriculum gave them enough 

information to allow them to draw from their teaching repertoires of exercises, 

activities, resources and such, in their classrooms. The curricular guideline that 

students should “listen for meaning” elicited a number of possible activities that 

would satisfy this requirement. 

However, other participants expressed that they were insecure not only 

about their teaching practices, but also their ability to effectively teach the class 

based on their lack of qualifications. In reflecting on this finding, I thought that the 

participants would benefit from a program that shared certain attributes of the Cesar 

Chavez bilingual program (Hainer-Violand, 2013), where the teachers had weekly 

grade-level meetings and day-long professional development (PD) days to discuss 
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lesson plans and what activities had been beneficial to student learning. The Cesar 

Chavez program shared criteria regarding expectation, similar to the transparency 

recommended by Common European Framework of Reference for Languages 

(CEFR), which recommends discussing explicit expectations for activities or 

projects with students (Mison & Jang, 2011; Piccardo, North & Maldina, 2019). 

 On the other hand, if a more detailed, fully specified curriculum were to be 

implemented then there would not be as much flexibility in tailoring the 

requirements in relation to students’ needs (Aoki, 2005; Hainer-Violand, 2013). 

The benefits of such a flexible curriculum are that it can be inclusive of individual 

student needs and teacher preferences when teaching. However, this is only 

effective if the teachers have the necessary knowledge to interpret their students’ 

needs (Cheng & Fox, 2017).  

When asked about how she perceived the curriculum, Alice, one of the novice 

participants, viewed the curriculum as “just a list of requirements to meet”. She 

explained that: 

I would say it's more of just a list of expectations to meet. And what I've been 

told as especially a new teacher, is to try and look at the overall expectations 

because every grade has… it starts with an overall expectation and then it goes 

into specific expectations. I don't know how familiar you are with the curriculum 

documents, but that's how basically it goes and what I've been told, from, you 

know, the French consultants in my board, especially for social studies is to look 

at… start by just looking at the overall expectation and try not to treat it as like a 
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whole list to check off every single specific expectation. Because it happens that 

you don't cover every single specific expectation throughout the year. There's a 

lot to cover. But yes, I don't find there’s… I find that document is a lot more just 

focused on the list of like, okay get this done. 

She was advised by her French consultant to focus on the overall expectations 

for each section because it is unrealistic to expect a teacher to satisfy every specific 

curricular requirement within a year. Contrary to the other participants, Elizabeth stated 

how she had no problem with the curriculum document: 

I have to admit I only read the part that’s specific to me, I really like how the 

document offers concrete ideas on what to teach. For example, they should listen 

for meaning, for example they should learn vocabulary through songs, oh perfect 

I’m going to use that, so this is my listening mark, and they’ve given me a 

tangible task that I can do with as I please. 

Elizabeth, one of the most experienced teachers, was satisfied with the FSL 

curriculum because she had already obtained the necessary skills and teaching practices 

to effectively interpret what the document communicated. Due to her teaching 

experience, she had an extensive repertoire of activities that she could use when 

teaching. It seems likely that the satisfaction of having a more flexible curriculum is 

favourable for more experienced teachers like George and Elizabeth because they relied 

on their pre-existing knowledge, repertoire of activities and forms of assessment based 

on their years of teaching experience. 

Having presented how the participants responded to the interview questions about 
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their experiences with the Ontario MoE written curriculum, in the following section I 

explored what resources the participants were given access to, which had contributed to 

their experiences with professional learning and development. I also explored the 

participants’ account of their professional needs. 

4.5 Resources and support for FSL teachers  

As previously noted, the second research question guiding this study was: What 

resources and support are FSL teachers given? The purpose of inquiring about 

resources and support was to provide insight into what the participants’ taught 

their students, since I was unable to observe the participants in their classroom. 

Another reason for the exploration into resources and support was because the 

Ontario Ministry of Education Curriculum was reportedly acting as a guideline 

for the participants rather than a collection of resources and specific or detailed 

material. 

Although all of the participants were teaching in the Ontario public school 

system at the time of the study, this did not guarantee that they received the same 

number of resources, based on the participants’ accounts of what was supplied to them. 

Indeed, the participants received varying amounts of support from their schools, school 

boards and colleagues. At the same time, all of the participants desired more resources 

and support to better their teaching practices. This finding is similar to that of Lapkin, 

Vandergift, and MacFarlane (2006) who observed that FSL teachers considered 

resources were not adequate enough for their needs. As discussed in the biographical 

sketch, Anne had previously taught French Immersion (FI) classes. Lapkin et al. (2006) 

discussed how FI teachers are more dissatisfied with materials, whereas Core French 
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(CF) teachers have more available resources specific to their students’ needs (cf., 

Arnott, 2011).  

However, Anne discussed how support for a new curriculum failed in spite of 

resources and materials: 

she [the curriculum leader] and I got permission from the board to work, we had 

five days, to work alongside the French high school teachers … to talk about 

transitions, and what their kids were lacking, and using the new curriculum, what 

we should be implementing at every grade. We were the ones who initiated it, 

and I’ll never forget the teachers there. And they’ve since changed their minds 

because they were like, “they can’t make me change how I teach.” And I’m like 

yes, I can it’s government mandated, like this your job, you don’t get to choose. 

If you want to choose then you need to change your job and write curriculum. 

But it was a very frustrating five days, with an entire French department at the 

high school level, who had no interest of actually adopting the new curriculum. 

Now that has since changed and ironically, they were the ones, two of them the 

two that were so anti-new curriculum, were the two presenting this big, really 

useful charts [relating] to CEFR at the last French PD [workshop]. 

Later, Anne determined that the new curriculum and resources were not addressing 

the needs of her students, so she collaborated with teachers at another school that was 

also resistant to change. Fortunately, the teachers became professional learning leaders 

by developing new resources. These findings highlighted that teachers who were 

previously resistant to pedagogical change can alter their perspectives when they have 
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professional learning opportunities (Hargreaves, 1989). 

4.5.1 Collaboration  

Resources do not have to be limited to solely physical resources; human support 

can also be a critically important resource for FSL teachers. As previously discussed in 

Chapter two, and as evident in the example of Anne’s response to the new curriculum, 

Hargreaves (1989) discussed the concept of teacher culture, wherein he considered 

teachers to be present oriented, individualistic, and isolated in their classrooms. The 

systematic barriers imposed on teachers is what Lortie (1977) coins as the “egg-crate” 

model of education, where the school relegates teachers like eggs in an egg-crate – all in 

the same school, but structurally and systematically prevented from engaging with each 

other in day-to-day collaboration within their schools. The structural limitations (e.g., 

time for collaboration, collective problem solving) isolated teachers and inhibited their 

ability to discuss issues, ideas, and solutions with collaborators, who otherwise could 

provide support (Lortie, 1977). Unfortunately, such a lack of collaboration seemed to be 

a problem for several of the participants. For example, Samantha reported that she did 

not have any opportunities to collaborate with her colleagues:  

I've rarely seen the other French teacher that teaches kindergarten at my school, like 

rarely, like I see her in the hallway to say hi in the morning and that's it. Like I don't 

sit down with her, we're supposed to have team meetings once a month after school, 

but that's not what we talked about. We talked about the practicalities like field 

trips, and supplies, and that kind of thing. Yeah, there’s very little professional 

collaboration unless you seek it out yourself, and really put your mind to it, which I 

don’t, at this point. 
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Karsenti et al. (2008) conducted a study to determine why FSL teachers are leaving 

the profession. Based on Karsenti et al.’s (2008) findings, one important reason for 

teacher attrition is a lack of formal collaboration and interaction with teacher colleagues. 

Karsenti et al. (2008) discussed how a primary factor of attrition is a lack of formal 

collaboration. Formal collaboration refers to the allocation of a certain amount of time 

by school boards or schools for teachers to discuss teaching practices. As highlighted by 

Samantha, on occasion when she did see her FSL kindergarten colleagues, the intention 

of the meetings was not to discuss what activities they implemented in their class, but 

rather to plan activities like field trips. The lack of opportunities to collaborate with her 

colleagues suggests that Lorte’s (1977) egg-crate structure is still present in the school 

system.  

Similarly, Brian expressed how experienced teachers were hesitant to 

supply novice teachers with support and resources: 

I find that most teachers will help you if you bug them. “Hey, I’m looking 

for this, do you have anything?’ and they go yes. And maybe they’ve 

learned not to step on people’s toes. Maybe some new teachers, they felt 

that they needed help and go ‘here this is all my stuff’. I can help you if 

you want to sit later. But they’ve received feedback saying that the new 

teacher ‘my stuff is no good. You just want to replace all the stuff that I’m 

doing,’. I don’t know. Personally, I would love to have all this stuff thrown 

at me but that’s why she said that she was hesitant. You can come and ask 

me but I’m not going to put it on you and I’m like okay, alright.  
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Brian mentioned how previously, novice teachers informed the school administration 

that they felt their resources were not adequate after the novice teachers were 

approached by the experience teachers. Brian’s colleagues informed him that if he 

required help with developing assignments or projects then it was up to him to seek 

help. Although, it is completely understandable that Brian’s colleagues were hesitant to 

provide support based on their past experiences for fear of undermining the confidence 

of novice teachers. Developing a widely accessible database of resources could address 

the problem of teachers previously hesitating to share resources 

Interestingly, Alice and Brian, who were categorized as the novice teachers in the 

present study, went to the same teacher’s college and taught similar grades. However, 

they did not share their resources. During their separate interviews, Brian and Alice 

mentioned how they used resources to support their transition of becoming novice 

teachers. Alice was enrolled in the New Teacher Induction Program (NTIP) (Ontario 

MoE, 2010), whereas Brian was provided with Ontario’s The New Teacher Handbook: 

Surviving and Thriving in the French as a Second Language Classroom for support 

during his first year of teaching (Canadian Association for Second Language Teachers, 

2017). When I interviewed Alice, she had no knowledge of the CASLT (2017), whereas 

Brian did not note the existence of NTIP program (Ontario MoE, 2010). Although Brian 

would not qualify for NTIP, his school setting created some informal opportunities for 

mentorship and collaboration because several teachers shared offices. However, the lack 

of communication between Alice and Brian could be attributed to teacher culture 

(Hargreaves, 1989) where the egg-crate structure dominated their perspectives on how 

to manage the demands of their profession, in spite of the evidence accumulated from 
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the literature on the benefits of relational knowing (e.g., Hollingsworth, Dybdahl, and 

Minharic, 1993) in supporting teachers’ professional development.  

Having described the findings regarding collaboration, the following section 

further explored professional development. 

4.5.2 Teacher professional development  

The purpose of teacher professional development and learning is to improve 

teaching practices for the benefit of student learning (Pedder & Opfer, 2013; Masson, 

2018). As discussed in Chapter two, there is a difference between professional learning 

and professional development. Professional development is when teachers are mandated 

to learn about a new theory or activity. The theories and activities were decided upon 

without discussing the needs of the teachers (Hainer-Violand, 2013; Cordova, 2014; 

Webster-Wright, 2009). A governing body who is imposing the professional 

development does not consult the specific group of teachers on their knowledge base or 

specific needs of a school or school board (Hainer-Violand, 2013). 

As discussed in Salvatori (2009), there is an influx of unqualified FSL teachers 

entering the workforce based on the increased interest in FSL programing without 

allocating qualified FSL teachers. Anne agreed, “…what’s happening right now is that a 

lot of French teachers are being hired who shouldn’t necessarily be teaching French, 

because there’s such a demand for it, because even my board is expanding the French 

program, but they don’t have the French teachers to fill it.” While teacher attrition is a 

contentious issue, as noted previously, there are some studies that reveal unqualified and 

novice teachers were more likely to leave the program than qualified teachers (Miller, 
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Brownwell, & Smith, 1999; KippFerguson, 2013; Karsenti & Collin, 2013; Karsenti et 

al., 2008; Salvatori, 2009). Without effective training, there is high chance of attrition 

because of the teachers’ inability to cope with the demands of the job (Karsenti et al., 

2008). Although, the problem with lack of training is typically expressed by novice 

teachers. This sentiment is echoed in Samantha’s frustration with her current teaching 

position. When the 50/50 French-English kindergarten classes began, there was a PD 

day to explain the new program in attempt to prepare the teachers. Since the first French 

focused PD day, Samantha had not been invited to attend another FSL focused 

kindergarten PD day. The lack of collaboration can lead to emotional toll, where 

teachers feel isolated and alienated (Hargreaves, 1989; Karsenti et al., 2008; OCOL, 

2019). For example, Samantha seemed upset when she discussed the minimal 

interactions with other FSL kindergarten colleagues. As discussed in OCOL (2019), 

Samantha could be having a difficult induction (Figures 4.3 and 4.4). Since Samantha is 

considered to be an experienced teacher, her administration might not have recognized 

how the change in her career had affected her perception of her teaching practices. 

Upon investigating FSL professional learning, Masson (2018) observed that with an 

open dialogue with their school administration, FSL teachers were able to benefit from 

their self- actualization. 

Out of all the participants in this study, Alice was awarded the most resources and 

support compared to the other participants in this study. She mentioned how she was 

able to communicate directly with a French consultant and was involved in a mentorship 

through the NTIP program. 
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Yeah, so that NTIP program that I was telling you about…so I chose to be 

part of it and you have to pick a mentor, so I have a mentor in my school 

who also teaches similar grades to me, and I luck out because we share an 

office and so we get to cheat. Well, she supports me a lot that way where 

we'll be working, or we’ll be on prep and we'll be working together. We 

also get release days, not many we get two between the two of us, and that 

allows us to book a supply teacher so that her and I can meet up and 

conference and plan or whatnot. So what we're planning is using that in the 

new year once report cards are starting because it will be my first time 

writing like big report cards. I did progress reports in the fall, but those are 

not… they aren't quite as complicated. So, there's quite a bit of opportunity, 

but that applies to both French teachers and English teachers.  

During the release days, Alice and her mentor were provided with supply teachers, so 

they could focus on the suggestions that were made in the document or potentially other 

issues that might have arose during Alice’s teaching practices (Ontario MoE, 2010). The 

release days did not include them meeting during their prep time, whereas Brian only 

had an opportunity to collaborate with his colleagues in their shared office.  

There seemed to be a problem with the dissemination of information 

and an overall lack of communication between teachers. This finding is similar 

to that of Lortie (1977) and his discussion of constraints found in the school 

system, which acts as a barrier for communication. For example, Brian and 

Elizabeth worked at the same school but unlike Elizabeth, Brian was instructed 

how to get more assessment opportunities from projects and activities – not his 
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colleagues: 

A lot of them are open ended projects for sure. So, I’m trying to give 

them explore at your own pace so whether, I try to avoid group work 

because there is a lot of conflicting personalities. I get some in there but 

the majority tends to be their own little French presentations to get their 

oral marks and their social studies so they can get up and talk and do it 

in a way that feels most comfortable to them.  

Brian learned during teacher’s college that an activity or project should 

yield multiple opportunities for assessment, such as tasking students with 

presentations in order to have an opportunity to assess their FSL oral 

communication skills and social studies knowledge. 

4.5.2.1 Teacher professional needs 

Based on several research studies exploring FSL teachers’ professional 

needs (Black & Wiliam, 2010; Cochran-Smith & Lytle, 1999; Hopkins, 2000; 

Karsenti & Collin, 2013; Karsenti et al., 2008), the Ontario MoE appeared to 

address the professional needs of novice educators. The Ministry of Education 

had implemented NTIP (Ontario MoE, 2010) and published the Ontario’s The 

New Teacher Handbook (CASLT, 2017). Although, there seemed to be less 

focus on experienced teachers’ professional needs. Studies on professional 

learning have acknowledged how teachers continuously learn throughout their 

career (Opfer & Pedder, 2011; Karsenti et al., 2008), yet initiatives targeting 

professional needs are typically directed at novice teachers (CASLT, 2017; 
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Ontario MoE, 2010). 

Samantha, one of the experienced teachers, became an FSL teacher later in her 

career unlike other experienced participants in this study who had been FSL teachers 

since the onset of their careers. There is a possibility that she did not receive adequate 

support because her administration was not aware of the problems that she was having 

with assessment and teaching practices. This is supported by Karsenti et al. (2008), who 

indicated that some of the novice FSL teachers did not have the confidence to approach 

their school administration for help. Samantha became an FSL teacher based on 

necessity and indicated that she did not consider herself to be a real FSL teacher 

because she lacked the adequate qualifications. It did not help that she was not invited to 

a FSL PD day:  

Well, we have focuses, foci, but we haven't had a PD day that's just been 

about French any time in recent history. But you know what? I might not 

be invited to them now that I think about it. We had one at the very 

beginning of this new 50/50 program. I did attend and they showed us a 

whole bunch of… I think most teachers… it doesn't make sense to me, 

but most teachers decide they're going to try and do math mostly in 

French, which is a big disconnect for me because math is now taught in 

English even in French immersion, it's taught in English. It didn’t used to 

be, it used to be if you’re in French immersion, math was in French. 

Yeah, I would say that's probably true and I would say also that I likely 

get sent if there's options for PD. I like to get sent to kindergarten PD 

versus FSL PD, because I'm not really teaching like French classes. But 
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yeah, as I said we did have at the very beginning of this, probably two to 

three years ago maybe longer, we had a PD day about teaching the new 

kindergarten curriculum in French. And yeah, we just were shown a lot 

of resources for math, story books and that sort of thing is what I would 

call… And there was a lot of emphasis on trying to get kids to actually 

productive language as a means of learning and retaining and all that sort 

of thing. 

Instead of attending FSL PD days, Samantha attended to kindergarten-

focused PD days. Unfortunately, she was unable to indicate whether her 

FSL colleagues also attended the kindergarten PD days with her rather 

than attending FSL PD days at her school board. 

4.5.3 Insecurities about teaching practices 

 As discussed in Chapter two, some unqualified teachers are able to teach FSL 

classes because of a shortage of qualified teachers (Karsenti et al., 2008; OCOL, 2019; 

Salvatori, 2009). Since Samantha completed high school with her FSL diploma and can 

speak French, she was asked to take on the responsibility of the FSL teacher for her 

class. OCOL (2019) observed that due to the shortage of qualified FSL teachers, school 

boards relied on self-assessment techniques for teachers’ proficiency in French. 

Samantha mentioned how she dedicated more time outside of work for her professional 

development at the beginning of her career. “I remember when I first graduated from 

teacher’s college I was all about professional reading and all that kind of stuff.”. 

Depending on teacher’s responsibilities, they do not have time to focus on their 

professional development outside of school hours since they are already tasked with 
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developing lesson plans and marking (Karsenti et al., 2008). Although Samantha has 20 

years of overall teaching experience, she is relatively new to teaching FSL classes. 

Samantha considers herself unqualified for her teaching position because she has not 

completed the FSL certification. Although imposter syndrome is often associated with 

someone at the beginning of their career, it can appear when there is a change in 

someone’s career (Sims & Cassidy, 2019).  

As discussed in Chapter two, experienced teachers can encounter 

feelings similarly found in the imposter syndrome. When new situations occur, 

there is a learning curve, which may be shorter for more experienced teachers 

than novice teachers. In Samantha’s case, she did not consider herself to be a 

real FSL teacher because she lacked all of the necessary qualifications. As seen 

in Figure 4.5, she seemed to doubt her abilities as a FSL teacher because she 

lacks the adequate qualifications. Samantha reported that, “I've only taken part 

one of the of the three-part additional qualification series” 
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As seen in Figure 4.5, the novice teachers, Brian and Alice, indicated that 

they were insecure more about their ability to adequately speak French to their 

students than their ability to teach. The more experienced teachers, all of whom 

have ongoing experience in the FSL program, Anne, Elizabeth, and George, did 

not indicate that they were insecure about their teaching practices or proficiency. 

It is logical to conclude that if Samantha had not undergone a change in her 

career, she would have responded similarly to the other experienced teachers 

who did not indicate insecurities about their teaching practices. 

Following the discussion of professional development and 

participants insecurities about their practices, the next section explored 

the teachers’ accounts of their classroom environment. 
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4.5.3 Classroom environment 

Following Connelly and Clandinin (1988), the commonplaces refer to “a 

set of factors or determinants that occur in statements about the aims, content, 

and methods of the curriculum”, which consists of the role of the teacher, 

assessment, milieu, learners, and content (p.84). The role of the classroom was 

addressed differently among the participants. As seen in Figure 4.6, the theme 

was prevalent during the interviews with Samantha, Elizabeth, Brian and Alice. 

 

In Figure 4.6, as it was one of the interview questions, all of the participants 

discussed the classroom environment to some extent during their interview. However, 

some of the participants mentioned the theme less than others. During their respective 

interviews, it appeared that Anne and George did not refer to their classrooms as often 

as the other participants, at 3 occurrences, whereas the other participants discussed their 



 84 
 

classroom 6 times each. The majority of both novice and experienced teachers remarked 

how there was no mention of the role of the classroom in the FSL curriculum.  

Samantha referred to the classroom as “the third teacher”. Since 

kindergarten is play-based, the centers set out for the students are based on 

what the children are interested in to spark interest in learning. Samantha 

explained: 

The third teacher? Yes, it's huge in kindergarten because everything is play-

based now, so really the beginning of the year, we look at the group that we 

have, and you can kind of figure out how your years going to go... 

[students] just come in and choose what they want to do and we just focus 

on helping them interact successfully with each other and with the 

equipment and furniture and stuff like it's pretty basic. 

With the new kindergarten play-based curriculum, the teachers were 

expected to help the students interact successfully with each other and 

the activities. Samantha reported that: 

So, you put out what are called invitations, or there's another word for them 

to, provocations. So, I'll put on a table for example a dice and some 

Domino's and maybe some number cards. And then the kids can like roll 

the dice and count the dots and then find a matching number card and 

match them up. Or, I will sit and play with for example, we have those 

plastic animals that belong to my children that I brought in. So, I'll stay with 

them and they're playing with them, and so I'll do like okay, what is this 
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called or what is it called in French, that kind of thing, where you just 

integrate into their play and try and direct them. 

Based on the play-based model, Samantha would integrate new vocabulary 

words, while her students were fascinated with different items in the classroom, 

whereas Elizabeth used a different tactic to interest her students. Elizabeth used 

various classroom arrangements and activity centers as a way to make her 

practices more engaging: 

Yeah, I think it does, but I think the bigger factor is the teacher themselves. 

I know I tend to have my classes in different rooms. For example, we might 

do an activity in the cubby area, we might do an activity in the library, the 

conference room, around the piano, we’ll be outside. So, our environment 

tends to change. I do have a dedicated classroom, and the kids move to me, 

but I won’t always teach in that room, I might teach in the gym, I might 

teach outside. Again, that’s like a teacher preference.  

Based on what was described, Elizabeth changing classrooms did not have 

a direct impact on learning, which was the case with Samantha’s kindergarten 

class. There is no obligation for the participant to teach in different settings. 

Elizabeth expressed that changing the classroom setting is more engaging for 

the students, which contradicts what was discussed in Ontario’s The New 

Teacher Handbook: Surviving and Thriving in the French as a Second 

Language Classroom (CASLT, 2017).  CASLT (2017) discussed how it is 

important to establish a specific area or develop cues to transition a classroom 
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for French. Mnknjian (2016) argued that learning environments can facilitate 

student success by engaging and motivating students. 

As noted above, the participants noted that there was no mention of the 

role of the classroom in the grade-specific curriculum. Fortunately for Brian, 

CASLT (2017) discussed the importance of simulating a French-specific 

learning environment with specific cues. Brian discussed how: 

With the handbook, it’s mostly designed to provide tricks of the trade, so 

tips of being a new teacher. You should bring a cart around because even if 

you don’t have a full class to yourself. They recognize the cart and 

recognize you and they know what time it is the second they see it. It gives a 

lot of symbolism stuff. I would say that it gives a lot of classroom 

management and classroom teaching and all that stuff. Most French teachers 

go from class to class, I’ve found. 

CASLT (2017) stated that often the classrooms that FSL teachers were teaching in were 

most likely not theirs, and suggested techniques to employ in order to make the 

classroom environment more amenable to the FSL program. These changes were 

designed to put students in a frame of mind which would make them more receptive to 

learning French. 

4.5.5 Assessment  

The Ontario MoE (2014) published a written curriculum document, 

which called for assessment practices to take into account students’ needs, 
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whether the student had special educational needs or were ELLs.  

While interviewing the participants, it appeared that the participants 

preferred to use projects and presentations rather than using worksheets as a form 

of assessment which were better able to accommodate very different levels of 

proficiency and capability in their classes. Brian discussed how the projects he 

chose were based on students’ skill level and language proficiency: 

A lot of them are open ended projects for sure. So, I’m trying to give them 

explore at your own pace so whether, I try to avoid group work because there is 

a lot of conflicting personalities. I get some in there but the majority tends to be 

their own little French presentations to get their oral marks and their social 

studies so they can get up and talk and do it in a way that feels most comfortable 

to them. Um, and I have very different expectations depending on where they 

are. I would say that’s the easiest.  
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The presentations appeared to have been a way to get the most out of an 

activity by getting marks for both French and social studies. It was interesting 

that both novice teachers used this method. 

One of the experienced teachers, who also taught at the same level, 

remarked on a desire for guidance regarding how to assess students’ French 

proficiency and social studies knowledge in the same activity. The novice 

participants also modified assessments to the benefit of the students’ abilities. 

Brian provided opportunities for assessment based on his students’ skill level 

and whether they have special education needs (SEN). Brian discussed how 

one of his students has a much higher proficiency in French than the other 

students in the class, 

It gives him a chance too because he’s so advanced to modify him. I’ve given 

him either if they’re doing a short 4 or 5 questions. We’ll try to work on that and 

build it. I’ll give him quite a bit more or something that has been good for him. 

He’s a good writer but he makes a lot of grammatical mistakes because he’s just 

a speaker. So, giving him something to copy down is fun to watch because he’ll 

make little mistakes in the grammar or as he’s listening that he’s an oral 

language person and his writing is good. I think that’s an area of improvement 

and I think it’s been very good for him 

For example, if a students’ abilities were more advanced than the rest of the students 

then the teacher would alter the assignment to better match the students’ skills. Brian 

implemented a form of needs analysis in order to gauge how to effectively meet your 
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students’ needs while still satisfying curriculum (Cheng & Fox, 2017).  

Especially for the novice and kindergarten participants, there was 

interest in having more assessment tools. Assessment for kindergarten 

teachers was fairly different than the grade- specific teachers. When 

Samantha assesses her students, she conducted: 

small group learning where I'll do, you know, I do a math game with them 

or I'll do guided reading with them or that kind of thing so that that's more 

control then I can pull them three at a time and make sure I get through 

everybody. But yeah, a lot of it is just through their play and through just 

regular conversation, so I could be playing outside, and we'll talk about you 

know, what we're seeing about the weather, what we're seeing about the tree 

in our yard and that kind of stuff. It's very loosey-goosey. They just come in 

and choose what they want to do and we just focus on helping them interact 

successfully with each other and with the equipment and furniture and stuff 

like it's pretty basic. 

According to Samantha, kindergarten teachers are expected to assess how 

the students are interacting with the activities. 

4.5.6 Students needs  

Several of the participants noted that they were faced with diverse 

students’ needs. Brian had multiple types of difficult students in his classes. 

Many of his students were unmotivated and had learning disabilities or disorders. 

“Um, and I have very different expectations depending on where they are. I 
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would say that’s the easiest”. Brian tailored his assessments based on his 

students’ skill levels. Brian mentioned how, “[a] lot of the IEPs require 

organizational stuff, so a lot of it is me making them checklists”. Also, many of 

Brian’s students had behavioural problems, “[B]ecause they’re so low, there’s 

fighting over who gets to be in the front of the line and they’re in grade 6. I mean 

come on guys. Fighting over who’s going to be in the front of the line for recess. 

That’s just my frustration”. He expressed that he was overwhelmed because he  

was never trained on how to effectively teach students with students’ educational 

needs (SEN). Alviarez (2017) argued that the lack of resources could make it 

difficult for teachers to attend to students’ needs. Brian’s description of his 

students’ needs was similar to findings found in Karsenti et al. (2008), which 

indicated that there were three types of difficult student bodies: students with 

behavioural problems and/or learning disorders, classes with diverse learning 

needs, and unmotivated contumacious or violent students. It is important to note 

that there is a potential to have multiple types of students within the same class 

(Karsenti et al., 2008). 

In Figure 7, Samantha demonstrated that she was particularly attuned to 

her students’ needs, which she was unable to address, which resulted in her 

being frustrated. Samantha indicated that: 

So yeah, they're still learning English. So the amount of curriculum I can 

deliver in French realistically is not where it would be at a regular school, I 

would say so, I'm really just doing like the sort of instructions that I give 

every day. I will do those in French and I do read to them in French and that 
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sort of thing but I can't… we're not at the point generally even by the end of 

the second year that I teach them, they're not really conversing a lot with me 

in French or English. Yeah, because they're literally just beginning to learn, 

so. 

At Samantha’s school board, kindergarten students remain with their teacher for both 

years of kindergarten. Samantha expressed that the fact that her students are ELLs 

hinders her ability to teach FSL because her practices rely on her students’ proficiency 

in English. Based on her FSL teaching knowledge, she was unable to effectively teach 

her students because of their minimal proficiency in English. Karsenti et al. (2008) 

indicated that the various difficulties (i.e., lack of resources and support, difficulties 

with student body) could lead to teacher attrition.  
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As seen in Figure 4.8, the participants did not acknowledge students’ 

needs with the same frequency. Samantha and Anne appeared to frequently 

mention their students’ needs. This finding contradicted arguments made by 

Cloutier (2018) in which she argued once teachers are not focused on their 

professional development, they will focus more on their students’ needs. In my 

study, the participants who were particularly attuned to their students’ needs 

were the teachers who have students with learning disabilities and ELLs in their 

classes, whereas Elizabeth and Brian did not indicate during their respective 

interviews that these characteristics were present in their participants. 

4.5.6.1 Diversity. Gentil and Séror (2014) noted how in Canada, English is 

the chosen language for disseminating knowledge in research contexts. This 

can be limiting for those who do not have English as their L1. The FSL 

program in Ontario is based on the assumption that students L1 is English. 

While this is true for many students, there is an increasing number of ELLs in 

Ontario as the population becomes more diverse (Trilokekar & El Masri, 

2020). Unfortunately, the teaching population does not reflect the same level 

of diversity as the student population. According to Trilokekar and El Masri 

(2020), teachers increasingly do not share the same lived experiences as their 

students because they do not share the same ethnic background and values as 

their students.  

The Ontario MoE published a document, Welcoming English 

Language Learners into French as a Second Language programs, to promote 
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ELLs in the FSL program. In the section discussing strategies for supporting 

ELLs in FSL, Ontario MoE (2016b) claims that “FSL educators are well 

suited” to support ELLs in FSL (p.10). This statement assumes that the FSL 

teacher is qualified and has an arsenal of educational tools when teaching an 

FSL class. Ironically, the two participants, Alice and Samantha, who have 

ELLs in their FSL classrooms are not qualified to teach FSL because they 

lack the qualifications. Samantha discussed how:  

because I've only taken part one of the of the three-part additional 

qualification series and I teach at a very…. Well we’re the number one 

raised index, that school, I think in the province. So we're like 

socioeconomically the most disadvantaged, so all of our kids are recent… 

their parents are recent immigrants to Canada at least so we have a lot of 

ESL kids, like stage one ESL, or step one. 

As discussed in Samantha’s participant biographical sketch, the majority of 

her students are ELLs. She stated that: 

there are a whole bunch of second language English speakers speaking to 

each other and I'm the only proficient English speaker in the classroom. 

Even my ECE partners generally are not first language English speakers. 

That's what's happening too now, which is great because often they speak 

Somali or they speak Arabic and that's what a lot of my kids speak. So the 

ones that have no English at least have a way to communicate with staff in 

the building. 
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Although she does not speak the same L1 as her students, she has ECEs who, 

fortunately, speak the same L1 as the students, which provided a buffer. Utilizing 

the ECEs is similar to translanguaging, which uses multiple languages in the 

classroom to build tools so that students can better understand the course content 

(Gentil, 2018). Samantha conveyed that it can be difficult teaching FSL when 

her students barely speak their home language let alone English.  

Samantha disclosed that:  

they're still learning English, so the amount of curriculum I can deliver in 

French realistically is not where it would be at a regular school, I would say 

so, I'm really just doing like the sort of instructions that I give every day. I 

will do those in French and I do read to them in French and that sort of 

thing but I can't… we're not at the point generally even by the end of the 

second year that I teach them, they're not really conversing a lot with me in 

French or English. Yeah, because they're literally just beginning to learn, 

so. 

Samantha highlighted how her students’ proficiency in French was not 

where she believed it should be by the end of Kindergarten. She also 

expressed having difficulty with trying to teach in accordance with the 

curricular expectations while addressing her students’ language needs. This 

finding is similar to Mady (2016), where the participants disclosed that FSL 

was for all students. One of the participants from Mady (2016) advocated 

for exempting a student from the FSL program because their needs were not 
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being addressed in the class. Mady conducted several studies advocating for 

the inclusion of ELLs in the FSL program comparing ELLs with bilingual 

and monolingual Canadian-born students. The participants from Mady 

(2012, 2014, 2015) were grade 6 and had a better grasp of language whether 

it was their Home Language, English or French, whereas Samantha’s 

students were beginning to develop their linguistic repertoires. 

Having discussed the allocation of resources among the participants, this next 

section will explore the differences between the novice and experienced FSL 

teachers.  

4.6 Differences between novice and experienced teachers  

As previously discussed, the third research question guiding this study was: Are 

there differences between FSL novice and experienced teachers? Similar to Arnott 

(2012), I explored areas of convergence and divergence in the accounts of the 

participants. As seen in Table 4.1, magnitude coding was beneficial for comparing how 

many times a participant discussed different themes during their respective interviews 

(Saldaña, 2013). Table 4.1 demonstrate the different themes that arose in the data during 

each interview, while Figure 4.9 better highlighted how the salience of certain themes 

during the interviews, which was an indication of the theme’s importance. 

Table 4.1 – Magnitude coding 
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Theme Samantha Anne Elizabeth George Brian Alice 

Self-doubt 3 0 0 0 1 1 

Students needs 7 6 0 0 1 1 

Class environment 6 3 6 3 6 6 

Assessment 9 9 9 4 4 1
1 

Curriculum 6 6 6 3 7 3 

Desire for more 
concrete guidance 

2 2 0 0 1 2 

Frustration 3 5 0 0 0 0 

Dissatisfaction 2 0 0 0 0 0 

 

Figure 4.9 further highlighted the distribution of themes across the 

participants and drew attention to areas of convergence and divergence. As 

previously illustrated by Figure 4.7, assessment was a prevalent theme that 
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emerged in the analysis of all the participants’ accounts of their teaching 

experience. However, Samantha, Anne, and Elizabeth, who were all 

experienced teachers, were more focused on assessment, whereas George and 

Brian discussed assessment, but it was not a dominant concern. Out of all of 

the participants, Alice appeared to focus the most on assessment during the 

interview.  

Among the participants, an area of divergence was the satisfaction or 

frustration with the curriculum. Regarding the curriculum Brian was more 

enthusiastic about the curriculum than most of the other experienced teachers. 

In general, there were almost no difference among the novice and experienced 

teachers in their accounts of the curriculum. The majority of the participants 

requested more resources regardless of their teaching experience. The main 

difference among the novice and experienced teachers was their perceived need 

for additional allocation of resources and support. Based on the data from the 

interviews, novice teachers received more resources than their experienced 

colleagues. For example, Brian shared an office with another FSL teacher who 

gave him regular support by sharing resources and methods of assessment, and 

Alice was enrolled in NTIP during her first year of teaching. Alice was formally 

paired with a mentor with whom she met on a regular basis. Both of the novice 

teachers, Alice and Brian expressed a desire for more resources and workshops 

to better tailor their teaching practices, not only to meet curriculum 

requirements but also to address student difficulties. Brian suggested that: 
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… there should be a giant resource database where here is everything 

that every teacher has tried. I think that would be helpful. I know 

that’s too in a dream world. I don’t see why it wouldn’t be because I 

think every child should have access to an equal opportunity 

education. There should be an online connection for the ministry but 

how would you filter that. 

Brian thought it could be constructive to have a database where teachers could 

upload different resources, so teachers could have agency in their professional 

learning. This could be a beneficial form of collaboration because it could 

disseminate resources that would otherwise be confined to specific schools or 

school boards. 

Among the participants, a key area of divergence was their level of 

satisfaction and frustration. As previously seen in Figure 4.4, Samantha and 

Anne, who were both experienced teachers expressed that they were frustrated 

in their respective interviews. Although all of the participants refer to 

assessment during their interviews, the play-based model and lack of FSL in the 

kindergarten written curriculum (Ontario MoE, 2016a) appeared to have a 

negative effect on Samantha’s teaching practices. Samantha explained that: 

The difficulty that I find is that I'll do that [a play-based activity] with a 

little group of kids, but what about the kids who didn't choose to do 

that? So then I've only covered it with the kids who chose to participate. 

So then how do I assess and whatever. So a lot of it is observations and 
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anecdotal notes and that kind of thing. 

The play-based assessment strategies from the curriculum made it fairly 

difficult for Samantha assess her students, because the students were allowed 

to choose whether or not to engage the activity. Abdullhamid and Fox (2020) 

discussed the importance of assessment for both teachers and learners. At the 

time of this study, Samantha was new to FSL instruction, she was frustrated 

with the lack of support for assessment strategies that she is supposed to use. 

Her frustration stemmed from her need for additional human and material 

support in this new teaching context even though she was a very experienced 

teacher. 

As previously discussed, Anne expressed that she was frustrated about how 

seemingly easy it was for unqualified teachers to obtain a teaching position. She 

had dedicated much of her time and education to teaching FSL but ended up 

with a teaching position that was similar in all respects to positions offered to 

unqualified individuals. As seen in several studies on teacher retention, 

unqualified teachers have a higher chance of exiting the profession within the 

first five years of teaching, whereas qualified teaching candidates will remain in 

the profession (OCOL, 2019; Salvatori, 2009). 

4.7 Conclusion  

This chapter presented the findings and discussion based upon the 

analysis of the data, which investigated teachers’ accounts of the interpretation 

of curriculum, allocation of resources and support for novice and experienced 

teachers. It explored six teachers’ accounts of curricular and human resources 
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in teaching FSL. Having identified recurring themes in their responses, I 

looked for areas of convergence and divergence in their accounts. Finally, I 

conducted a synthesis of how novice and experienced FSL teachers interpreted 

the curriculum and were allocated resources and support. 

Having discussed how the research questions framed the findings, in the 

following chapter, I summarize key findings that arose from the analysis along with 

limitations and implications for future research.  
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Chapter 5: Conclusion  

5.1 Introduction 

The study presented in this thesis was guided by the following research 

questions: How are FSL language policies and curriculum documents from the 

Ontario Ministry of Education interpreted by FSL teachers? What resources and 

support are FSL teachers given? Are there differences between FSL novice and 

experienced teachers? The study aimed to highlight teachers’ accounts of the 

allocation of resources for novice and experienced teachers who, at the time of the 

study, were teaching in the FSL program in Ontario schools. I defined the terms, 

novice teacher and experienced teacher, by drawing on the distinction from Vonk 

and Schras (1987). As noted in Chapter two, Vonk and Schras (1987) considered 

the induction period for teachers to last seven years from the onset of their careers 

to developing feelings of competency and security regarding their teaching 

practices. For the novice teacher group, I recruited teachers with a maximum of five 

years of experience because I wanted to acquire the novice teachers’ perspectives 

prior to their feeling secure and confident about their teaching practices. The second 

category of participants were experienced teachers who had at least ten years of 

teaching experience, which I considered to be a sufficient amount of time to act as a 

buffer for any residual insecurities about their teaching practices after the induction 

period (Vonk & Schras, 1987). Having discussed the findings in Chapter four, in 

this final chapter, I have briefly summarized the findings, discussed the limitations 

of the study, provided recommendations that emerged from the study and important 

next steps for future research. 
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5.2 Summarizing Findings  

Various key themes emerged from the analysis of the teachers’ 

accounts. The participants in this study reported that the Ontario Ministry of 

Education (MoE) French as a Second Languages Curriculum was 

essentially a list of abstract guidelines, a finding which was similar to a 

finding reported by Cloutier (2018). Depending on the teachers’ experience, 

they requested more concrete guidance and resources. Two of the teachers, 

Brian (a novice teacher) and Elizabeth (a very experienced teacher), did not 

share the same desire for concrete guidance, which suggested that they had 

already developed strategies, materials, and so forth and appreciated having 

a flexible curriculum. Although, Samantha (an experienced teacher), was 

frustrated and dissatisfied with the lack of concrete guidance and resources 

for the Kindergarten Program (Ontario MoE, 2016a), it should be noted 

that Samantha also had only recently begun teaching FSL at the 

kindergarten level. Similar to findings from Sims and Cassidy (2019), 

Samantha expressed feelings of insecurity about her teaching practices and 

a desire for additional support, which suggested that the differences among 

novice and experienced teachers cannot be simply attributed to years of 

teaching experience, as stated Vonk and Schras (1987). When teachers 

experience substantive changes in their careers, they can have insecurities 

about their teaching practices, which are typically felt by novice teachers 

(Sims & Cassidy, 2019). 

Regarding the allocation of resources, the study suggested that 
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resources should not be viewed solely as physical or material ones (e.g., 

assessment tools, textbooks, data bases). An even more significant resource 

is the human support provided by colleagues and other professional 

stakeholders through the creation of opportunities to collaborate. Such 

opportunities can arise in both formal (e.g., assigned mentors, needs-based 

professional development events) and informal (e.g., shared office spaces, 

time for interaction, mentoring relationships with colleagues) initiatives (cf., 

Hargreaves, 1989; Hainer-Violand, 2013). 

Further, the results of this study suggested that most of the 

professional learning opportunities and learning resources focused on 

novice teachers (e.g., NTIP and Ontario’s New Teacher Handbook). 

However more experienced teachers in this study also desired opportunities 

for collaboration with their colleagues similar to those occurring during 

mentoring sessions found in NTIP. Unfortunately, not all teachers are 

afforded opportunities for collaboration due to the egg-crate structure/ 

educational model (Lortie, 1977), which still characterizes the school 

system and prevents collective and collaborative interaction amongst 

teachers. 

Having summarized the key findings from this study, the 

following section will discuss the study’s limitations. 

5.3 Limitations  

There are several limitations to this study. The first limitation was 
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the inability to observe the participants demonstrate their teaching practices. 

As discussed in Chapter three, I recognized that there is a difference in 

reported practices and practices adopted in the classroom (Coburn, 2004; 

Grossman, 2010; Meyer & Rowan, 1977; Hinnant-Crawford, 2016). With 

the advent of the global pandemic (i.e., COVID-19), I was unable to 

observe the teachers actually teaching in their classrooms. Further, this may 

not have been possible regardless of the pandemic. Although, I was able to 

obtain ethics clearance from Carleton, it is a more rigorous process at the 

school board level in Ontario. 

The second research limitation was the number of participants 

that I was able to recruit for this study. With such a small group of 

participants, it is impossible to generalize the findings from this study 

(Creswell, 2013). However, this was a qualitative study that had as its 

intent to provide rich and thick contextual information about six FSL 

teacher’s lived teaching experiences. Hopefully readers will find the 

study trustworthy and credible and will be able to transfer some of its 

findings to their own contexts. Clearly, more data would have enriched 

the contextual detail provided in the study, but I relied on semi-

structured interviews as my source of data. The study could have been 

improved through the use of other methods as a triangulating approach. 

In conducting this qualitative study, I recruited participants who 

taught various grades to provide a wide array of accounts of the FSL 

teaching experience in Ontario classrooms. However, this also created a 
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limitation. Recruiting such a wide array of participants, who taught at so 

many different levels of FSL in the Ontario public school system, meant I 

sacrificed a richer description of FSL teachers in a particular cohort (e.g., 

FSL kindergarten teachers). Although the advantage of recruiting a wide 

array of participants was that it allowed for a better understanding of what 

was going on across the FSL program, and it allowed for considerations of 

convergence and divergence in the teachers’ accounts, it also limited the 

meaningfulness of my findings, which could have been enhanced by 

focusing on FSL teachers from a particular cohort or grade level (e.g., FSL 

kindergarten teachers, grade specific teachers). 

5.4 Recommendations 

With these limitations in mind, I recommend facilitating learning for FSL 

teachers through collaboration between researchers and FSL teachers 

(Hollingsworth, Dybdahl, and Minharic, 1993) and among teaches themselves. This 

could give them more agency in their professional learning, which could motivate 

teachers, who are otherwise resistant to pedagogical change through bottom-up 

professional development. During her interview, Anne discussed how colleagues 

who were previously resistant to change became leaders in pedagogical change by 

developing resources in collaboration with others. Their change in perspective was 

facilitated by being given opportunities for professional learning through 

collaboration with her colleagues 

As discussed in Chapter 4, some participants, Alice (novice teacher) 

and Anne (experienced teacher) indicated that they had difficulty 
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determining the curricular expectations due to the lack of specificity, and 

abstractness of the wording. It would not be unrealistic to assume that other 

FSL teachers could have the same challenges with interpreting the Ontario 

written curriculum documents. It could be beneficial for the Ontario MoE to 

develop a resource that is widely available to all teachers that fleshes out 

curriculum expectations and resources for teachers across all grades. Then 

they could invite teachers who need additional support to use the resource, 

and allow those teachers who do not, to continue drawing on their own 

teaching repertoires in their teaching. 

Finally, I recommend the promotion of professional learning by 

providing opportunities for collaboration between teachers. In designing 

professional learning opportunities, more attention needs to be directed at 

the teachers’ needs themselves – what do the teachers in a school or at a 

particular level say they need? Needs analysis is a fundamental classroom 

assessment strategy in teaching, and teachers routinely organize their 

activities around their students’ needs. This does not appear to be a routine 

assessment approach with regard to teacher professional learning. Building 

formal learning events such as a PD day for teachers expressed needs within 

a school community (e.g., in a school, across a level) would build 

relationships – collective and collaborative. This study suggests that 

teachers are not generally asked for their feedback on their own needs. Too 

many PD days are centrally organized and “top down” in terms of 

information, procedures, planning that teachers in general need to 
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understand and apply. A strong recommendation that emerged from the 

present study was the need for more time during PD days for FSL teachers 

to discuss problems arising in their day-to-day teaching practices (e.g., 

activities, issues in student motivation, forms of assessment). This would 

allow for teacher professional learning – from one another – and build 

community. All of these recommendations suggest future research 

regarding, 

- FSL teachers’ perspectives on their professional needs,  

- differences between novice and experienced FSL teachers accounts 

of their teaching, 

- forms of assessment or resources, which are beneficial to FSL 

teachers’ practices, and 

- the situations, circumstances and causes for FSL teacher 

5.5 Final Remarks  

The FSL program relies on teachers who require professional 

learning to develop their teaching practices. Professional learning arises 

from collaboration and mentoring opportunities. Following OCOL (2019), 

qualified FSL teachers are more likely to remain in the program, meanwhile, 

unmotivated and under-qualified teachers are more likely to leave the 

program. As a former student, I recall having an amazing FSL history 

teacher, who made quite an impact on my feelings towards FSL. For 

example, this teacher divided the class into small groups to develop a board 

game based on different battles from the first and second world war. I 



 108 
 

fondly recall looking forward to attending my FSL history class with the 

intention to learn. How my FSL teacher developed strategies for assessment 

made the class memorable and enjoyable. 

Unfortunately, I was also being taught by teachers who simply handed out 

worksheets for the class to complete, who made the process of learning French 

almost unbearable. When FSL teachers are motivated to engage their students, 

students are more likely to remain in the program and potentially contribute by 

conducting research or becoming motivated and qualified FSL teachers themselves. 

By developing improved hiring practices and addressing teachers’ needs for 

professional learning, the FSL program could retain more motivated students who 

in turn could become motivated and qualified teachers. 
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Appendices  

Appendix A – Ethics Protocol 

Subject: Invitation to participate in a research project on French as a 

Second Language (FSL) teachers 

Dear Sir or Madam, 
 

My name is Megan Ouellette and I am a Master’s student in 
the School of Linguistics and Language Studies at Carleton 
University. I am working on a research project under the 
supervision of Professor Janna Fox 

I am writing to you today to invite you to participate in a 
study entitled “Teachers interpreting documents: novice 
versus experienced French as a Second Language (FSL) 
teachers”. This study aims to determine whether there is a 
difference in how novice and experienced teachers interpret 
Ontario FSL language policies and curricular documents. 

This study involves one 30-60 minute interview that will take 
place in a mutually convenient, safe and quiet location away 
from your place of work. With your consent, interviews will be 
audio-recorded. Once the recording has been transcribed, the 
audio-recording will be stored on an encrypted USB and locked 
in a secure cabinet. 

While this project does not involve risks other than what is 
expected in daily life or in a conversation with a professional 
colleague, care will be taken to protect your identity. This will 
be done by keeping all responses anonymous. 

 

You will have the right to end your participation in the study at 
any time, for any reason. If you choose to withdraw, all the 
information you have provided will be retained up to the point of 
withdrawal. 

As a token of appreciation, I will be providing you with refreshments 
during the interview along with a $10 Starbucks or Tim Hortons gift 
card. (The compensation is yours to keep, even if you choose to 
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withdraw) 
 

All research data, including audio-recordings and any notes will 
be encrypted. Any hard copies of data (including any 
handwritten notes or USB keys) will be kept in a locked 
cabinet. Once the recording has been transcribed, it will be 
deleted. Research data will only be accessible by the 
researcher and the research supervisor. 
 
The ethics protocol for this project was reviewed by the 
Carleton University Research Ethics Board, which provided 
clearance to carry out the research. Clearance expires on: 
October 31, 2020. 

CUREB-A: 
 

If you have any ethical concerns with the study, please contact 
the Carleton University Research Ethics Board-A (by phone at 
613-520-2600 ext. 2517 or via email at ethics@carleton.ca). 

 

If you would like to participate in this research project, or 
have any questions, please contact me at 
meganeouellette@cmail.carleton.ca or the researcher 
supervisor, Janna Fox at janna_fox@carleton.ca. 

 
Sincerely, 

 

 

Megan Ouellette 
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Letter of Invitation 

Title: Teachers interpreting documents: Novice versus 
experienced French as a Second Language (FSL) teachers 

 

Date of ethics clearance: October 17, 2019 
 

Ethics Clearance for the Collection of Data Expires: 
October 31, 2020 December 3, 2019 

Dear Sir or Madam, 
 

My name is Megan Ouellette and I am a Master’s student in 
the School of Linguistics and Language Studies at Carleton 
University. I am working on a research project under the 
supervision of Professor Janna Fox. 

 

I am writing to you today to invite you to participate in a study 
on how novice and experienced teachers interpret French as a 
Second Language (FSL) language policies from the Ontario 
Ministry of Ontario. This study aims to contribute to a growing 
body of literature on teacher culture and FSL educators. 

 

This study involves one 30-60-minute interview that will take 
place in a mutually convenient, quiet and safe location, which 
is away from your place of work. With your consent, interviews 
will be audio-recorded using a digital recording device. Once 
the recording has been transcribed, the audio- recording will 
be stored in an encrypted file, which will require a password on 
a password-protected computer. Once the recording has been 
transcribed, it will be deleted. 
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This project does not involve risks other than what would be expected 
in daily-life or a professional encounter with a colleague. It should be 
noted that care will be taken to protect your identity. This will be 
done by keeping all responses anonymous. 

 

You will have the right to end your participation in the study at 
any time, for any reason. If you choose to withdraw, all the 
information you have provided will be retained. 

 

As a token of appreciation, I will be providing you with 
refreshments during the interview as well as a $10 gift card 
for Starbucks or Tim Hortons. 

 

All research data, including audio-recordings and any notes will 
be encrypted. Any hard copies of data (including any 
handwritten notes or USB keys) will be kept in a locked cabinet 
at Carleton University. Research data will only be accessible by 
the researcher and the research supervisor. 

 

This ethics protocol for this project was reviewed by the 
Carleton University Research Ethics Board, which provided 
clearance to carry out the research. Should you have 
questions or concerns related to your involvement in this 
research, please contact: 

CUREB-A: 

If you have any ethical concerns with the study, please contact 
the Carleton University Research Ethics Board-A (by phone at 
613-520-2600 ext. 2517 or via email at ethics@carleton.ca). 
 

If you would like to participate in this research project, or 
have any questions, please contact me at 
meganeouellette@cmail.carleton.ca or contact Janna Fox 
at janna_fox@carleton.ca. 

 

Sincerely, 

 

Megan Ouellette
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Appendix B Interviews 

The participants were asked of the following texts, which one is familiar: 

1. A framework for French as a Second Language in Ontario 
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2. The Ontario curriculum grades 9 to 12: French as a Second Language 
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3. Capacity Building Series: French Immersion in Ontario 
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4. Ontario Schools Kindergarten to Grade 12: Policy and Program Requirements 
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Interview Questions 

 

The following questions will be used for the 
semi-structure interview: Background 
information: 

1. How long have you been a teacher? 

 
2. How long have you been teaching FSL classes? 

 
3. What age ranges and subjects have you taught in the past? 

 

FSL language policy and curriculum documents prompt (prompt 
would be chosen based on answers from survey: 

4. Of the following texts, which ones are familiar: 
 

a. A framework for French as a Second Language in Ontario 

 
b. The Ontario curriculum grades 9 to 12: French as a Second 
Language 

 
c. Capacity Building Series: French Immersion in Ontario. 

 
d. Ontario Schools Kindergarten to Grade 
12: Policy and Program Requirements 

5. Of the documents chosen, which document do you refer to? 

 
6. How does the document address the role of the teacher? 

 
7. How does the document address the role of the classroom? 

 
8. What jumps out at you? 

 
9. What is the purpose of the Ministry of Education 

publishing curriculum and language policies? 
10. What do you think the document mainly focuses on? How 

to better help teachers educate students? Or is the document 
solely focused on student learning? Teaching practices: 
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11. How would you apply the language policies and 

curriculum documents in your classroom? Can you give 

me examples? 
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Appendix C - Example of coding 

Example of Interim Text 

Participant #4 

So far I've assessed on… for when it comes to listening and speaking for French, I use 

my calendar and my daily questions as one of my main ways to track it, so I track it almost daily. 

And so I'm able to see if there's a progression there, if they're struggling, if we need to work on 

something. For reading, I'll take some short text, they need to be very basic. Yeah, and we'll 

work on like a letter sound combination. Like “ou” for example, like O and U, and we’ll read it, 

we’ll practice it many times, and once we've practiced it a lot then I sit with each student while 

my other students are working and we'll do like a reading little assessment where they read to me 

and I track. You know if they make mistakes, if they correct themselves, how fluent they are, 

that kind of thing. in terms of writing, I use it mainly in my projects and so they have a very 

structured way of needing to write sentences. 

Yeah, so I use rubrics. I could send you one of my sample rubrics if you're interested. I'll 

see if I can find it on here. It might be a little cramped on here because it’s on my phone. 

But the way I assess, and this was something that was given to me again from an 

experienced teacher who kind of showed me what she’s done, my mentor. 

Yes, yes, there's lots… it's very wordy, very overwhelming. And for like FSL in 

particular I mentioned this before but, the expectations are word for word the same from 

grade 2. And so we were actually discussing… I was at an, oh, I forgot to mention this, I 

was at an FSL PD day for those who voluntarily signed up, like I voluntarily signed up 

for it, for new teachers. I'm part of a program called NTIP. It's the new teacher induction 

program. And so it was for FSL teachers and we were talking about how it would almost 

be nicer if the curriculum was laid out like: okay here is the expectation, which is 

verbatim written the same way, either way, for every age. And then just saying: for 
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 grade one here's an example of what you could do. Grade two, an example grade three, 

an example, instead of using all those pages to write the same thing over and over again. 

Yeah, it's really good. I think t's a provincially recognized program, like NTIP, 

but they send out emails every month and we'll have a list of PD events that you can 

attend and so the board covers it, you get a supply teacher to come in for you while you 

go. It's a good program so far from what I've gotten. Once you get permanent you get a 

lot more release days. So like I have two release days between me and my mentor, so 

basically like one day each kind of thing. Whereas permanent I think get five, between 

the two of them. So, who told you about NTIP? Was it just starting at your job? Well, I 

knew from my placement at Thomas Darcy McGee there was a leadership consultant that 

would come in every once in a while. And so I knew her through that, and I ran into her 

at the beginning of the year this year and when she saw that I had an LTO she said hey 

just send me an email and we'll put you into this program. And so that was pretty much 

how. It's just because of the people I knew and the connections I made beforehand in the 

board as well. Otherwise, I don't know that I would have actually signed up for it or 

known about it. 

 

For the curriculum document? So, they give… basically the FSL curriculums very similar 

from grade to grade. The expectations are pretty… like they're basically verbatim word 

for word the same thing. Like from grade four to six it's all the same, grade one to three 

it’s pretty much all the same. What does differ is the examples that they give. So they'll 

give examples of questions that you can ask to back up a specific point in the curriculum. 

So, if it's saying you know, students will write… students will learn to write simple texts 

in a variety of forms. Then it will give examples of questions or types of text that they 

can write that kind of thing. It's a very broad example, there's no like… It's very much up 

to interpretation by the teacher, like the teacher can really make it their own. Which is 
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 good, but also it takes away that kind of way to make it uniform, from teacher to teacher, 

you know, but it is good because it gives us an ability to be creative with how we want to 

present it. 

It’s just because of the people I knew and the connections I made beforehand in the board 

as well. Otherwise, I don't know that I would have actually signed up for it or known 

about it. For the curriculum document? So, they give… basically the FSL curriculums 

very similar from grade to grade. The expectations are pretty… like they're basically 

verbatim word for word the same thing. Like from grade four to six it's all the same, 

grade one to three it’s pretty much all the same. What does differ is the examples that 

they give. So they'll give examples of questions that you can ask to back up a specific 

point in the curriculum. So, if it's saying you know, students will write… students will 

learn to write simple texts in a variety of forms. Then it will give examples of questions 

or types of text that they can write that kind of thing. It's a very broad example, there's no 

like… It's very much up to interpretation by the teacher, like the teacher can really make 

it their own. Which is good, but also it takes away that kind of way to make it uniform, 

from teacher to teacher, you know, but it is good because it gives us an ability to be 

creative with how we want to present it. 
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Example of coding  
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Appendix D - Intercoder reliability 
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