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Abstract 

This dissertation tells a research story about Canadian educators and the journey 

of international teaching. In reading this work you will become familiar with dimensions 

of experience at what some international teachers call “education’s best kept secret”—

international schools. Although international schools do not feature significantly in 

educational research, their impact on the lives of teachers who inhabit their classrooms is 

significant. In this dissertation you will discover how the Canadian teachers in this study 

narrate their reasons for considering international teaching, their experiences in obtaining 

overseas positions, their professional and personal perceptions of teaching abroad, their 

reasons for staying overseas, and what it means to come back to Canada. This 

metaphorical journey of international teaching encompasses three embedded narrative 

phases: leaving home, teaching abroad, and coming home. Along this journey of 

international teaching, Canadians share what it means to be a Canadian at global 

international institutions.  

This study addresses a gap in the literature on international education: the 

perspectives of 110 Canadian teachers at three different stages of the journey of 

international teaching: (a) those considering positions at international schools, (b) those 

currently working abroad, and (c) those who have returned to Canada after overseas 

appointments. The stages and the borderlands along the journey provide the opportunity 

to find home in places both imagined and unanticipated. Interpreting this metaphorical 

journey through the tensions and possibilities that occur in the borderlands offers insight 

for both teacher education and teacher identity in local and global contexts. 
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Chapter 1 Introduction 

Mapping the Journey 

Let me begin today by taking you to the place that inspired this research. 20 years ago, 

can it really be 20 years?  I landed at the Subang airport in Malaysia. It was a day I’ll 

never forget. Many years have passed, but I can still conjure the intense wall of heavy air 

rising from the tarmac, thick enough to taste, an unmistakable mixture of jet fuel, 

cigarette smoke, diesel fumes, old dampness, and newly painted mold. Like many of my 

participants, I fell in love with the country I taught in. It inspired my master’s work on 

what motivates Malaysian parents to choose an international school education for their 

children, and it inspired the work that you will read here...    

 

This dissertation tells a research story about Canadian educators and the journey 

of international teaching. In reading this work you will become familiar with dimensions 

of experience at what some international teachers call “education’s best kept secret”—

international schools. Although international schools do not feature significantly in 

educational research, their impact on the lives of teachers who inhabit their classrooms is 

significant. In this dissertation you will discover how the Canadian teachers in this study 

narrate their reasons for considering international teaching, their experiences in obtaining 

overseas positions, their professional and personal perceptions of teaching abroad, their 

reasons for staying overseas, and what it means to come back to Canada. This 

metaphorical journey of international teaching encompasses three embedded narrative 

phases: leaving home, teaching abroad, and coming home. Along this journey of 

international teaching, Canadians share what it means to be a Canadian at global 

international institutions, through their eyes and through the perceptions of others. In the 

spirit of these journey-makers, I invite you into this research, and welcome you to the 

journey as it is narrated by the Canadian educators who have participated in the creation 

of this work.  
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Points of Departure: Purpose & Rationale for the Study 

As a PhD student, people often ask me what my research is about. At first I used 

to say it was about Canadian teachers at international schools. That usually required 

further explanation, so I would clarify by saying it is about Canadians who teach 

overseas. The habitual response is a comment about how they know someone who has 

taught English in Asia. This is a commonly held impression—that Canadians who go 

overseas must be teaching English language courses in places like South Korea. 

However, my research features Canadians who are elementary or high school educators 

teaching students subjects like math and biology and music and physical education, but 

they are teaching in other countries, at one of the thousands of international schools 

across the world. 

International schools are variously defined in the literature and in practice (e.g. 

Dolby & Rahman, 2008; Hayden, 2006; Hayden, Thompson, & Walker, 2004; 

MacDonald, 2006). For the purposes of this study, I define an international school as an 

educational institution that employs English-speaking staff to teach children enrolled in 

an English-language elementary or secondary curriculum in a non-English speaking 

country. The staff and students at international schools are sometimes comprised of both 

foreigners and local host nationals, in variable numbers and ratios. Historically, there 

have been two dominant types of international schools: one set inspired by the British 

educational system and the other fashioned after the American educational system 

(Lauder, 2007). More recently, Canadian institutions offering Canadian credentials have 

been established as well, but there seems to be no published research on Canadian 

international schools specifically, and none that features Canadian teacher identity. 
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Studies of globally mobile children who have attended international schools are 

extensive, and consistently highlight issues of identity construction and cultural 

dislocation. While many researchers acknowledge that international school educators are 

also subject to identity shifts and cultural vulnerability, they point to a significant lack of 

scholarly research into this aspect of international school teachers’ experiences (Hayden, 

2006; Joslin, 2002; Odland & Ruzicka, 2009). Given the rise in the numbers of Canadian 

educators going abroad, and the associated consequences of being culturally dislocated 

(Heyward, 2002), there is a place for scholarly attention to this phenomenon. By re-

framing the decision to teach abroad as an act of ‘leaving home,’ this study narrates 

perceptions of what ‘home’ means to Canadians who have chosen to be educators in an 

international context. The broad purpose of this study is to understand how the identities 

of Canadian teachers are negotiated within international school teaching and how these 

teachers respond to, reconstruct, live within, and move beyond the identities available to 

them. This qualitative interpretive inquiry explores how the experience of teaching 

abroad affects teachers’ understanding of themselves as Canadians through their notions 

of home. An elusive but significant determinant of identity, the feeling of being home is 

closely associated with a sense of belonging—culturally and socially (Hedetoft & Hjort, 

2002). In seeking to understand how Canadian teachers story their lives as international 

teachers, my work is informed by the theoretical and methodological principles of 

narrative inquiry (Clandinin & Connelly, 2000; Fowler, 2006) and situated within the 

narrative tradition of bricolage—a complex, dense, and reflexive interpretive practice 

(Denzin & Lincoln, 1998; Denzin, 2009).   
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Where Are We Going? The Research Questions 

In considering how Canadian teachers negotiate their identities along the journey 

of international teaching, this study asks the following questions of Canadian educators:  

1. Who considers the journey of international teaching? 

2. Why do they consider the journey? 

3. What are the experiences of Canadian educators 

overseas? 

4. What are the experiences of Canadians who return to 

Canada after teaching internationally? 

In posing these questions, this study addresses a gap in the literature on international 

education: the perspectives of teachers, specifically Canadian teachers. Capturing the 

experiences of Canadians at various stages of the journey of international teaching was 

integral to the exploration of Canadian educators’ experiences at three different stages of 

the journey of international teaching: (a) those considering positions at international 

schools, (b) those currently working abroad, and (c) those who have returned to Canada 

after overseas appointments. Through narratives of leaving home, abroad as home, and 

coming home, I explore the relationship between overseas teaching and identity by 

illuminating the complex notions of ‘home’ along the journey of international teaching.  

This dissertation is organized according to seven chapters. In the first chapter, I 

first orient the reader by mapping the journey of international teaching and providing a 

brief overview of how I have come to this research. In Chapter Two, I provide a literature 

review and develop a conceptual framework that brings together the literature on teacher 

identity with literature on culture and class. Using an integrative perspective, I identify, 

describe, and connect concepts that have not yet been brought together in the educational 

literature. In Chapter Three I offer a rationale for this integration and for the 

methodological choices that guide this inquiry into Canadian teachers’ notions of home 
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along the journey of international teaching.  Chapter Four: Leaving Home narrates the 

findings that answer the first two research questions: who considers the journey of 

international teaching and why do they consider leaving home to teach? In Chapter Five, 

Teaching Abroad, I narrate findings for the third research question and discover how 

Canadians teaching abroad talk about who they are and what the experiences are like 

along the journey. The fourth research question is explored in Chapter Six: Coming 

Home, as international educators story their experiences returning to Canada after 

teaching internationally. Reflections on the characters who have emerged in this study, 

connections revealed by their stories, and implications for future pedagogical practice and 

research are presented in Chapter Seven. 

This is a curriculum journey. It runs the course of my academic interests in 

narrative, international education, and the dimensions of experience that are impacted by 

the identities teachers embrace or deny. I understand these concepts from the traditions of 

curriculum scholars who call me to recognize that these teachers are embodied curricular 

texts. Teachers are involved in the everyday lives of the children who inhabit their 

classrooms, and their aspects of identity will be the teacher-texts that children read. If 

international teachers are role models (Hayden, 2006) then examining the discourse of 

identity constructions (Britzman, 1992) is part of the negotiation of an ethical teaching 

self (Fowler, 2006).  

This work aims to bring together stories not yet told, stories that occur at the 

borderlands of the journey where teachers are confronted by curricular tensions. These 

tensions are told and unfold through teachers’ attempts to reconcile their rural, working 

class, or middle class homes with the economically elite environments at international 
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schools. They must negotiate being a non-white teacher in an elite school where quality 

teaching is (subtly or overtly) associated with whiteness. This study addresses the 

intersections of social class and culture on the journey of international teaching. I am a 

teacher who has been on this journey. My lived experience as a rural, working class 

Canadian international teacher of thirteen years informs my individual passion for this 

work. So does my recognition that these are dimensions of experience that are 

encountered by others along the journey. As an instructor at a Faculty of Education, I 

taught a course in which preservice teachers had the option to complete an overseas 

practicum at international schools. One of the story threads often shared by returning 

teacher candidates was a reaction to the economic privilege represented in international 

schools. These teacher candidates were unprepared for the vast canyons of difference 

between their middle class educational experiences in provincial public schools in 

Canada on the one hand and their international school placements on the other. Their 

unsolicited expression of these shared tensions reinforces the importance of including 

class as a conceptual location along the journey of international teaching.  

Within a critical frame of culture and class and their attending conversations on 

imperialism, whiteness, and privilege, I hope that this study opens a space for 

understanding the diverse experiences of Canadian teachers who engage in international 

teaching. Although the journey is delineated by three stages–leaving home, teaching 

abroad, and coming home–this does not imply that the experience lacks complexity. The 

stages and the borderlands along the journey provide the opportunity to find home in 

places both imagined and unanticipated. Interpreting this metaphorical journey through 
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the tensions and possibilities that occur in the borderlands can offer insight into teacher 

identity in a global context. 
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Chapter 2 

Literature Review 

In conceptualizing how teachers negotiate identity along the journey of 

international teaching, I will first situate the journey within contemporary frames of 

reference. Then, in a review of the literature on teacher identity I focus initially on the 

connections between the professional development of teachers and personal aspects of 

identity. I follow this with an exploration of Canadian identity and teaching, and suggest 

the term shifting locations as a way of thinking about how teachers can reposition 

themselves when they encounter the overlapping influences of culture and class in the 

practice of teaching. The next section locates class and culture on the landscape of 

teacher identity and paves the way for us to think about how notions of discourse and 

desire inform the positioning of international schools on the map of global education. 

Then I explore the metaphorical conditions of home as a way of bringing together the 

concepts identified in the previous sections. Finally, in the section on intersections I 

consolidate the concepts covered and assert that repositioning the self, or shifting 

locations, is a way of negotiating borderlands along the journey of international teaching.  

Situating the Journey 

Globalization and the emergence of English as the global lingua franca have had 

a profound effect on the educational landscape of countries around the world. Since 2000, 

the number of international schools has more than doubled, with new schools opening 

each month (ISC, 2012). Evidence suggests that these institutions are functioning as 

feeder schools for entry into higher education, with a large proportion of their graduates 

seeking university placements in the United States, United Kingdom, Canada, and 
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Australia (Canterford, 2003). International school curricula are based on or exclusively 

derived from these countries, and teachers from Anglo-Western nations dominate staff 

numbers at many international schools (Garton, 2002, Hayden et. al 2007). Western-

educated, native English speaking teachers are frequently sourced through international 

recruiting agencies and at annual recruitment fairs, which take place predominantly in the 

United States and the United Kingdom, with a limited number of fairs occurring in 

Canada. Recently, the number of Canadians seeking jobs as teachers at international 

schools has experienced increased growth (Hayden & Thompson, 2008). Although there 

is limited specific data pertaining to the increased numbers of Canadians seeking 

overseas employment, in Ontario the number of new graduates seeking employment as 

educators abroad may reflect the constrained employment market in the province. Only 

36% of newly certified Ontario teachers secured full-time positions in 2008, in 2009 that 

number fell to 31%, and in 2010 only 26% of new teachers were teaching full-time in 

Ontario (McIntyre, 2009, 2011). First-year teacher unemployment in Ontario has seen a 

steady increase over recent years, rising from 7% in 2008 to 37% in the 2011-2012 

school year. Limited local employment prospects indicate that for many Canadian 

teachers, going abroad to teach may be a necessary reality. 

Literature on the characteristics and experiences of international school teachers is 

limited, and Canadian perspectives are significantly under-represented in the research 

(Canterford, 2003; Heydon, 2006). Data specific to the number or characteristics of 

Canadian teachers abroad are difficult to obtain, as there is no specific governing body 

responsible for overseeing this multi-billion dollar industry (MacDonald, 2006). Detailed 

information about staff nationalities is either not collected by organizations which 



 

10 

 

specialize in teacher recruitment for international schools, or it categorizes teacher 

recruits as American, British, Host National, or Other (Canterford, 2003). The 

designation of Canadians as “Other” is symbolic of how Canadians fall outside the 

research categories and perhaps find themselves culturally dislocated in schools far from 

home and dominated by US and UK teachers. Therefore, this research seeks to explore 

how Canadian teachers see themselves, as teachers and Canadians, abroad and at home. 

Although more Canadian teachers are opting to teach internationally (Hayden, 

2006), the lives of Canadian teachers at international schools do not feature on the 

landscape of educational research. As an entry point for this inquiry, I offer a 

metaphorical framing of the journey of international teaching within three stages: leaving 

home, abroad as home, and coming home. In this dissertation, the intersections of teacher 

identity, class, and culture are presented as borderlands in the journey of international 

teaching. These borderlands are spaces that can be interpreted as sites of both tension and 

possibility, where experiences of difficulty (Fowler, 2006) can move us to shift locations 

away from difficulty or toward insight.  

Teacher Identity 

In the last decade, reviews of research on teacher identity have indicated growing 

attention to multiple perspectives on what teacher identity is and how it can be addressed 

in a research context (e.g. Beauchamp & Thomas, 2009; Beijaard, Meijer & Verloop, 

2004; Hamilton & McWilliam, 2001). What is still missing from the discussion is a 

bridge between research on teacher identity and international education. Within teacher 

identity literature little attention is paid to teachers in international schools, and within the 

international education literature there is an absence of interest in teacher identity. In this 
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section, I give an overview of the related literature as a means of connecting these 

landscapes. Dimensions of class and culture will be signposts along the way.   

Developing a Professional Identity 

A dominant approach to teacher identity has been the study of the role of teachers 

and their professional work and selves (Beijaard, Meijer, & Verloop, 2004). As part of 

their professional expectations, teachers have historically been expected to uphold a 

certain moral responsibility as a role model for young people (Strike, 1996). Matters of 

professional preparation (Darling-Hammond, Chung, & Frelow, 2002) and professional 

knowledge have been considered, specifically the subject matter, pedagogy, and didactic 

knowledge that teachers must acquire and enact (Beijaard, Verloop & Vermunt, 2000).  

In addition to role and professional practice, teacher beliefs and influences have 

been explored through studies on teacher self-regulation (Cardelle-Elawar & Sanz de 

Acedo Lizarraga, 2010), pedagogical relations (van Manen, 1994) and multicultural 

identities in preservice teaching (Li, 2007).  Drawing on studies from various countries 

and contexts, Bullough (1997a) notes the centrality of teachers’ prior experience and 

beliefs in the development of a teaching identity, suggesting that preservice teachers’ 

ideas are so fixed that they “usually leave student teaching with their initial views intact” 

(p. 83). Weber and Mitchell (1996) also show the connection between prior experiences 

as students and preservice teachers’ images of teacher identity. Husu (2007) states that 

“teachers form their identity in the social context of schooling and in the ways those 

contexts enable and limit their meaning making” (p. 46). There is evidence that prior 

beliefs and school experience are influential in shaping the way teachers negotiate their 

professional identities. 
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The role of teacher education in the identity formation of teachers is addressed in 

studies by Britzman (1986, 1991) and Sumara and Luce-Kapler (1996). Britzman (1991) 

looks at the impact of preservice programs and considers the contradiction between 

students’ perceived images of teaching and the realities of practice teaching. By opening 

a space for stories of difficulty to be told about the journey of becoming a teacher, 

Britzman’s work made important contributions to theories of teacher development and 

identity. Similarly, Sumara and Luce-Kapler’s work (1996) looks at the tensions that 

emerge as teacher candidates attempt to negotiate the discontinuities within their 

experiences in university courses and their placements in schools. Sumara and Luce-

Kapler’s work illustrates how tensions are important sites of possibility in the critical 

examination of teacher identity.     

Other studies highlight the connections between the personal and professional 

selves, seeing identity and practice as reflections of each other (Alsup, 2006; Brilhart, 

2010; Britzman, 1986; Fowler, 2006). One of the tensions highlighted within this 

approach is the difficulty that arises when aspects of the personal or private conflict with 

dimensions of the public or professional. Olsen (2008) points to the clear connections 

between the private self and the public persona of teacher, claiming “who one is as a 

person has a lot to do with who one is as a teacher” (p. 39). This expectation means that 

becoming a teacher may mean “discarding and excluding various identities and 

experiences that do not conform to the constricting cultural myths and practices 

conditioning the teacher education curriculum” (Sumara & Luce-Kapler, 1996, p. 81).  

Teacher identity has been described as a process that continues throughout a 

teaching life (Beauchamp & Thomas, 2009). Student teachers experience shifts in 
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identity as they move into the first year of practice (Rogers & Scott, 2008), and the 

cultural contexts in which teachers practice their profession continues to influence who 

they are and become (Bullough, 1997b; Carson, 2005). The importance of community in 

teacher identity is recognized in Wenger, Dinsmore, and Villagomez (2012), who see the 

construction of teacher identity as a highly relational process that is socially situated and 

influenced by both the community and other teachers.  

Contextual influences can be seen to be instrumental in the formation of teacher 

identity across the journey of teaching. Earlier work on the lives of teachers (Ball & 

Goodson, 1985) offers insight into how identity and meaning are shaped over the course 

of teachers’ lives, and the influence of storying professional practice is highlighted across 

the body of Clandinin and Connelly’s work. Narrative approaches to teacher identity 

highlight the multiple influences in how teachers shape their identities within the contexts 

of their professional and personal lives. In a multi-layered study of teacher identity 

development, Alsup (2006) examines various types of discourse within the process of 

professional identity development. Among her findings was the importance of 

negotiating the dissonance between personal and professional selves in the creation of a 

teaching identity. The vulnerabilities that emerge from this dissonance have prompted 

narrative researchers to find ways of sensitively portraying teachers’ experiences with 

tensions and difficulty. In a study of the tensions in teachers’ lives, narrative researchers 

Clandinin, Murphy, Huber, and Orr (2010) created fictionalized research texts to move 

teachers’ intimate experiences of tensions to the more public domain of research. 

Through a composing process that brings together multiple field texts based on various 

research experiences, Clandinin and colleagues composed texts that are not fictional but 
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fictionalized. Fictionalized research texts are “a way to stay awake to complex stories” 

(Clandinin et al., 2010, p. 85) without making participants feel vulnerable or visible. 

Similarly, Fowler (2006) uses an analytical process of recording and narratively crafting 

experiences of tension and difficulty as an ethical approach to representing teacher stories 

that are difficult to tell. These research stories, which Fowler calls “internarratives,” 

become safe places for describing experiences that shape a teaching life but run counter 

to definitions of success in teaching. 

In a recent overview of the literature on teacher identity, Beauchamp and Thomas 

(2009) uphold that teacher identity and its related issues are important to understand but 

challenging because of their complexity.  They highlight how the issues are overlapping 

and difficult to delineate because they are often interlinked. They also argue for 

continued investigation into the contexts that inform teacher identity so that teachers are 

prepared for teaching in contemporary schools. I take up this call for further research by 

bringing together concepts not already conjoined in educational literature: the 

intersections of class, culture, and identity in the journey of Canadian teachers who 

engage in teaching internationally. These concepts shape the questions I asked and 

framed the windows through which I viewed and interpreted the stories teachers told of 

the journey. 

Exploring Canadian Identity and Teaching 

There seems to be no clear definition of what it means to be Canadian (Sumara, 

Davis, & Laidlaw, 2001), and as Canadian teachers our experiences are diverse. Many of 

the participants in this study have attended Canadian public schools for some or all of 

their schooling, and are hired to teach internationally because of their educational 
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background. While acknowledging the vast regional differences within the provincial 

school systems in our country, Canadian schools are social institutions that share what is 

sometimes depicted as both the burden and the privilege of producing successive 

generations of a nation’s citizenry. Education is central in the formation and maintenance 

of national identity (Cooper & Olsen, 1996).  

Discussions about national identity have more recently been contextualized within 

larger discourses of globalization and cosmopolitanism (Rizvi, 2007b). Concerns have 

been raised about maintaining the integrity of national cultures, and sustaining cultural 

diversity in the face of competing pressures (Matthews & Sidhu, 2005). While some 

scholars suggest that cultural integrity is threatened by the forces of globalization (Apple, 

Kenway, & Singh, 2005), others assert that this is inevitable, since cultures are not 

bounded systems, and are always changing and adapting (Jhappan, 2006). Hall (2006) 

reminds us that national forms of cultural and linguistic homogenization are already 

artificial boundaries of connection, conquest, and compromise. National identities are 

modern forms of identification that are discursively produced and reproduced through 

social institutions such as schools (Cooper & Olsen, 1996; Hall, 2006).  

Chambers (1999) highlights how the colonial traditions and normative narratives 

within Canadian curriculum have acted as marginalizing agents, and challenges us to 

consider our sense of who we are as Canadians, as teachers, as marginalized selves. In 

recent decades, marginalized identities have gained visibility in the Canadian educational 

landscape (Mahtani, 2006). Following the 1971 national policy on multiculturalism, 

greater recognition of the contributions of Aboriginal peoples and those not of British or 

French ancestry has been incorporated into school curricula (Mahtani, 2006). 
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Perspectives informed by critical pedagogy reveal, however, that the discourse of 

multiculturalism is frequently articulated in terms of a tolerance of difference within 

dominant culture, and that in English-speaking Canada, integration and acceptance are 

still defined by a set of markers defined by dominant culture (Howard-Hassmann, 2006).  

Abandoning the markers of ethnic identity and assimilating into dominant culture results 

in the production of a new identity—what Howard-Hassmann calls the ethnic English 

Canadian (2006). A new social creation, the ethnic English Canadian is a form of cultural 

practice that is located in social markers and shared ways of being. According to 

Howard-Hassman, “identity is a state of mind; to think of oneself as Canadian is to be 

Canadian,” (2006, p. 229). This perspective suggests that identity formation can be 

agentic, and that we can choose (or abandon) aspects of cultural practice to comprise our 

cultural repertoire. Later in this dissertation this perspective is problematized as the 

participants in this study reveal how others impose cultural scripts on our bodies, and that 

bodies are texts that are read differently in different locales. 

The ideas of cultural scripts and class negotiation are also explored in Twine’s 

(1996) study of mixed race women who were brought up in culturally white, middle class 

environments and identify as culturally white. Twine’s (1996) articulation of a white 

identity conflates it with a middle class identity that can be acquired based on cultural 

practices and access to material resources. In her analysis, Twine describes suburban, 

middle class communities as a “cultural and socio-economic milieu dominated by 

consumerism” where “shopping at malls constitutes one of the primary social and leisure 

activities” (Twine, 1996, p. 210).  The mixed race women in Twine’s study reported 

“almost no contact with people of color or working-class people as children” (p. 210). 
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According to Twine, middle class suburban communities are an economically and 

racially exclusive environment where “purchasing power is the cultural community in 

which my participants described growing up and to which they felt a sense of cultural 

belonging” (p. 210).   

 Twine’s (1996) work highlights how enacting forms of cultural practice can 

facilitate boundary crossing. Having access to material resources, performing well in 

school, and identifying with a strong individual rather than communal sense of self were 

identified as white cultural practices. In their homes and middle class neighborhoods, 

these women were accepted as white. Moving outside of the middle class environment 

and attending university was noted to be disruptive in their negotiations of identity, where 

being physically coded as black contradicted being culturally coded as white (Twine, 

1996).  While identity might be considered a state of mind (Howard-Hassmann, 2006), 

Twine’s work highlights how identities are also constructed by the complex reactions of 

others in society. Seen alongside Howard-Hassman’s work, Twine’s findings suggest the 

likelihood of intersections between forms of cultural practice and class in the journey of 

international teaching. At this point, a discussion of whiteness further informs an 

understanding of identity in the borderlands.  

In a study of white women teaching in isolated Aboriginal communities in the 

Canadian North, Harper (2000) illustrates the struggle to negotiate an identity within 

these complex relations. Although Harper’s focus is on white women, her findings are 

instructive for a consideration of whiteness generally. Harper gives insights through the 

experiences of Robin, a white teacher who considered herself outside of mainstream 

culture because of her unstable childhood. Robin’s teacher identity was marked by 
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tensions that she attributed to a conflict between the middle class values of schooling and 

her social positioning as an outsider. Robin described her marginalized status at school 

and in society in relation to her social class: she had grown up within unstable family 

dynamics in a series of working class neighborhoods. As a student, she had spent time in 

a school in Detroit and been the only white child in the class; throughout elementary 

school Robin was frequently suspended and in her secondary years she resisted 

schooling. Harper’s account of Robin’s struggle to negotiate an identity while teaching in 

the North highlights complex interactions. Although she did not identify with dominant 

white culture, Robin was coded as white by the Aboriginal community where she taught. 

This recognition of the association between whiteness and the cultural script of oppressor 

engendered in Robin a sense of complicity within educational practices that have 

supported white imperialism and racism (Harper, 2000; Heydon, 2010).   

Looking at Twine’s (1996) and Harper’s (2000) studies alongside each other 

permits us to see how whiteness can be a cultural text encoded in non-white bodies, and 

how rejecting cultural whiteness can be difficult for bodies coded as white.  One 

construct that configures whiteness in relation to teaching is the postcolonial notion of 

imperialism, and it is at this location that we discover how Robin’s individual struggle is 

cast within historical lessons that are difficult to unlearn.   

From a postcolonial standpoint, encoding non-white bodies with culturally white 

practices can be read as an enduring imperial project (Willinsky, 1998). Willinsky asserts 

that the influences of the imperial project are still apparent in education throughout the 

world and urges us to question normative notions of education by considering the 

reproduction of colonialist notions of educational quality. The postcolonial overtones 
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within current discourses of globalization remind us that cultural encoding through 

education was deployed throughout the world during colonization (Willinsky, 1998). The 

reproduction of white cultural texts in the bodies of colonial subjects was cast as a 

“civilizing mission” (Sharpe, 1995). It might be argued that a quality education is the 

latest articulation of such a civilizing text. The neoliberal discourses that promote 

consumerist forms of education have forged new divides in the competition for globally 

recognized academic credentials (Olssen, Codd, & O’Neill, 2004; Rizvi, 2007a, 2007b). 

International schools are implicated in the reproduction of exclusionary educational 

practices (Lowe, 1999) while simultaneously promoting themselves as institutions that 

are internationally-minded (Hayden, 2006). These discursive tensions are borderlands 

where classed and culturally encoded curriculum, teacher identity, and international 

education intersect with one another. 

 Negotiating Identity at the Borders of Class and Culture 

The literature on teacher identity suggests that while some components of identity 

are fixed, establishing a teaching identity is a dynamic process (Beauchamp & Thomas, 

2009). Using the idea of negotiation between stable and fixed aspects of identity can 

inform a conceptual understanding of teacher identity. Negotiation suggests that certain 

aspects of a teacher’s identity are fixed and non-negotiable, that others may not be fixed 

but are less likely to be negotiated, and that some may be unstable and ready to be 

negotiated or exchanged. For those who embark on the journey of international teaching, 

a certain willingness to negotiate components of identity appears likely from the outset of 

the journey. A simple example would be a willingness to relocate. Teachers who identify 

strongly with a particular geographic region, community, or family connections may not 
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be willing to negotiate a physical or psychical relocation. Recent statistics show that high 

numbers of Ontario Certified Teachers in the province are underemployed (McIntyre, 

2011, 2013), indicating strong attachments to place may supersede a desire to attain 

employment in the teaching profession, and individuals may take on other forms of work 

rather than leave home to teach.  

Throughout the educational literature various terms are used to describe how 

teacher identity is formed. Beauchamp and Thomas (2009), Clandinin, Downey, and 

Huber (2009) and Connelly and Clandinin (1999) call this process shaping an identity. 

Others use the term negotiating (Alsup, 2006; Britzman, 1992; Harrington, 2008; Sumara 

& Luce-Kapler, 1996). In conceptualizing teacher identity in international contexts, I will 

use the term negotiating to highlight the transactional nature of identity shifts that occur 

as teachers cross educational boundaries. At each border crossing—whether it be from a 

social class position, geographical territory, cultural or linguistic landscape, physical or 

psychical border—identity transactions occur. Teachers assume, reject, incorporate, and 

dismiss new components of identity. Identity components can be integrated selectively, 

or even unwittingly. Identity shifts are transactional in the sense that each negotiation 

offers the possibility of both accumulation and loss. Negotiation can also represent the 

transactional nature of educational exchanges taking place within the context of 

globalization. In later sections of this dissertation, I will suggest that educational 

discourses around the globe are framed by notions of competition, quality, student 

achievement, and teacher accountability. These notions are increasingly defined by 

corporatized systems of measurement in the competitive global market in which 

Canadian teachers in this research participate.  
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Class and Teacher Identity 

Schools are inhabited by class values, and curriculum is cultural and classed 

(Giroux, 1997; Kanu, 2006). Teachers enter the profession as classed subjects long before 

they ever teach a subject to their classes. In the next sections of this review, I note the 

relevance of social class to teacher identity as it appears in the literature on educators in 

national contexts.  

Educators from working class backgrounds have articulated a sense of exclusion 

in educational systems heavily invested in middle class values (Burn, 2001; Dews & 

Law, 1995; hooks, 2000, Maguire, 1999). In Burn’s (2001) exploration of social class 

bias in one working class teacher’s experience of exclusion in the United Kingdom, she 

explores the role of accent as a class marker in educational settings. Burn (2001) 

introduces us to Jenny, a successful deputy head teacher from a working class 

background. The link between Standard English and power is evidenced in Jenny’s sense 

that her own working class language is perceived to be incompatible with her 

professional success. In her desire to claim and honor her working class origins by 

maintaining her accent, Jenny feels a consistent need to achieve and prove herself, to 

offset the impact of her accent as a marker of class inferiority. 

Teachers at another level of the scholastic spectrum experience similar 

displacement as they move between the geographies of lower class backgrounds into the 

professional class of academe (Heller, 2011). In her analysis of 19 autobiographical 

essays by upwardly mobile academics, Heller explores the sense of alienation 

experienced in these educators’ attempts to assimilate into the academy. Like Jenny, the 

academics in Heller’s analysis express themes of alienation, exclusion, and 
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inauthenticity. Since class affiliation is tied to occupation, income, and economic 

position, becoming a teacher can mean shifting class locations for working class students. 

Becoming an international school teacher can mean shifting locations for either working 

class or middle class teachers. 

There may be more working class teachers in the profession than we imagine, 

since shedding the working class coat is one way of passing in the middle class world 

(Dews & Law, 1995). I suspect that becoming a teacher could be an accessible aspiration 

for academically successful working class children. hooks (2000) tells us that if “you do 

not know something exists, you don’t know how to ask about it” (p. 62). By virtue of 

continued exposure to teachers and peripheral awareness of the workings of the 

profession, students might be able to imagine themselves as teachers in ways they might 

not imagine themselves in other, less visible professions, such as accountants or 

engineers. If practicing as a teacher is a vocational aspiration that working class children 

can envision, perhaps teaching is a middle class profession occupied by many former 

inhabitants of the working class.  

According to hooks (2000), “it is fashionable to talk about race or gender; the 

uncool subject is class” (p. vii). She argues that looking at these intersections is essential, 

since “race and gender can be used as screens to deflect attention away from the harsh 

realities class politics exposes” (p. 7). Jhappan (2006) also urges us to consider class 

alongside other dimensions of social experience, and warns against romanticizing cultural 

purity or disregarding inequality within cultures. Scholars note increased solidarity 

centered on a culture of consumerism and suggest that class allegiances can supersede all 

other allegiances, including ethnic and racial affiliations (Allahar, 2006; hooks, 2000, 
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Twine, 1996). In light of these assertions, how can we consider dimensions of culture in 

relation to teacher identity, class, and international teaching? 

Culture and Teacher Identity 

From the literature explored so far, I have established that teacher identity is 

situated in both the personal and professional realms. A teaching identity is a dynamic 

negotiation of influences from our formative experiences, our family, our individual 

history, the relationships we have within society, and our participation in socially 

constructed organizations. Establishing a teaching identity is a complex negotiation.  

In negotiating a teaching identity, teachers are also confronted with cultural 

dimensions that inhabit each of these realms. The cultural myths and scripts that inform 

teacher identity play a role in determining who becomes a teacher and how teachers 

negotiate professional identities. This negotiation may be more difficult for some new 

teachers than for others due to their outsider or marginalized status in society. If a new 

teacher is not a member of the middle class, White, female, and heterosexual, the 

difficulty of the transition is exaggerated (Alsup, 2006.) 

Reynolds’ (1996) and Weber and Mitchell’s (1996) findings suggest that the 

image of white women teachers is both prominent and enduring. Weber & Mitchell’s 

(1996) study found that preservice teachers not only remember the staid white female 

teachers pointing at blackboards, who they encountered in their childhood experience and 

culture, but they also discover, when they get out into the schools as student teachers and 

teachers, that such stereotypes continue to be the accepted norm.  

Reynolds’ (1996) study of beginning teachers revealed the enduring nature of 

cultural scripts in Canadian teacher identity. Her results were based on a survey of 1000 
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students who had been enrolled in an Ontario faculty of education program, followed by 

a subsequent survey of 300 teachers in their first year after graduation, and finally 

interviews with 60 teachers, 3 years after graduation. Building on the conceptual notion 

that we interpret and makes sense of the world through our cultural storylines, or scripts, 

Reynolds identifies four cultural scripts for teachers: (a) the child saver, (b) the learned 

one, (c) the super parent/coach/friend, and (d) the professional. These cultural scripts 

were aligned at the elementary level with young, unmarried white women of Judeo-

Christian beliefs. Secondary teachers and administrators were associated with 

heterosexual, mature, married, white, Judeo-Christian, males. Using demographic data on 

Ontario teachers in the last century, Reynolds confirms that the cultural scripts for 

Canadian teachers in the 1990s had not changed much from those of the early 1900s.  

Britzman (1991) has argued that in order to disrupt the reproductive mechanisms 

at work in educational systems we need to critically engage with the cultural myths that 

are reproduced in practice. Exploring the dimensions of class and culture can expand our 

understanding of teacher identity, and suggest we look to individual stories that are not 

normatively scripted. These intersections can be places for recognizing alternative scripts, 

and negotiating new identities on the boundaries of education. For some, “becoming a 

teacher may mean becoming someone you are not” (Britzman, 1991, p. 4). The process of 

becoming someone you are not can be read as both an act of loss, for those who have to 

give up their identity to assume a dominant script, or a sense of agency, for dominant 

culture teachers who shift locations and become more critical in their attention to the 

privilege they carry. This next section attends to how the cultural dimensions of 

contemporary classrooms may be shifting. 
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Locating Class and Culture 

Locating class and culture in public schools. We live in times of technological 

saturation, increased geographical mobility, and significant population shifts. Public 

education systems globally are under pressure by increasingly diverse student populations 

(Mercado, 2001). An interesting feature of the North American educational literature on 

culture and schooling is the perception of diversity as alternatively a privilege and a 

pressure. Within the Canadian discourse of multiculturalism, diversity is seen as a 

privilege, a rich space for interaction, a symbol of Canadian inclusivity and national 

pride. Within the literature on identity and teacher beliefs, cultural diversity is sometimes 

represented as a problem (Dilworth & Brown, 2001) or a challenge that a predominantly 

White and middle-class profession must address (Causey, Thomas & Armento, 2000). 

For example, in their case study research on teacher beliefs, Causey et al. highlight the 

“daunting task of preparing predominantly White middle-class college students with 

limited or no experience with persons from another ethnicity or social class to be 

effective teachers of diverse students” (2000, p. 35).   

Other studies have characterized preservice teachers as bright and well-meaning 

but “culturally insular” (Zimpher & Ashburn, 1992, p. 44) and “unable or unwilling to 

grasp the concept of culturally responsive practice” (Dilworth & Brown, 2001, p. 659). 

Zimpher and Ashburn (1992) characterize the typical North American teacher as a 

“White female from a small town or suburban community, who matriculates in a college 

less than 100 miles away from home and intends to return to small town America to teach 

middle-income children of average intelligence in traditionally organized schools” (p. 

41). According to Dilworth and Brown (2001), the intersections of issues of race, culture, 
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gender, and class are “complex and insidious” (p. 643). Within these tensions it becomes 

apparent that an ability to shift locations could be an important feature of teacher identity 

within the context of diversity. Critiques of location, of who we are and where we feel at 

home can be a way to theorize diverse journeying and inform the field of teacher identity. 

Such critiques are necessary because “patriarchy and capitalism have been constructed on 

an international racial hierarchy, and, hence, neither can be understood without facing the 

fact that we are all implicated in oppressive socioeconomic and political relations at the 

global and local levels” (Jhappan, 2006, p. 60). The dimensions of class and culture 

appear to be deeply intertwined. 

In considering culture and its relationship to class, teacher identity, and 

international schooling, I draw from the work of Homi Bhabha (1990, 1995). Two key 

ideas that guide my inquiry into these relationships are the concepts of dominance and 

difference. While the social position of a Canadian teacher at home may become 

individually blurred in the act of leaving home to teach, the cultural expectation for an 

international teacher is clear. International school teachers are expected to exhibit 

international-mindedness (Hayden, 2006). The concept of international-mindedness will 

be considered in more detail in the next section, but allow me here to elaborate on the 

cultural context in which international-mindedness can be considered within frames of 

dominance and difference. 

Previously I made reference to the abandonment and acquisition of social markers 

in order to establish oneself as an ethnic English Canadian—as a member of dominant 

culture. Bhabha (1990) describes this as a process that sustains dominance and contains 

difference: “A transparent norm is constituted, a norm given by the host society or 



 

27 

 

dominant culture, which says that ‘these other cultures are fine, but we must be able to 

locate them within our own grid,’” (p. 208). Bhabha also makes a useful distinction 

between difference and diversity, a distinction that helps us to understand how diversity 

becomes a way for difference to be located within the grid of the dominant. He presents 

diversity as a way of suggesting that culture is fixed and examinable. In other words, 

culture can be edified and defined and seen as unproblematic. Non-dominant ways of 

being can be separated from what is dominant and given permission to exist on the grid. 

Bhabha articulates cultural difference, however, as a process that is not clearly visible or 

named. Difference is located not within the grid, but within a Third Space, or the 

borderlands. Bhabha (1995) states that “the problem of the cultural emerges only at the 

significatory boundaries of cultures, where meanings and values are (mis)read or signs 

are misappropriated” (p. 206). This interpretation of the boundaries of cultures as being a 

location of tension suggests that international schools, communities where multiple 

cultural groups are represented, would naturally be inhabited by tensions.  

Locating class and culture in international schools.  Although international 

schools may be sites of tension, their explosive growth and successful integration of 

multiple nationalities also suggests that they may be sites of possibility, cooperation, and 

hybridity. Said (1994) reminds us that no one is “purely one thing….Imperialism 

consolidated the mixture of cultures and identities on a global scale” (p. 336). Bhabha 

(1995) urges us to move toward notions of cultural difference “not based on exoticism or 

multi-culturalism of the diversity of cultures, but on the inscription and articulation of 

culture's hybridity” (p. 209). Noticing how culture is engaged at international schools will 

be important to our understanding of the experiences of Canadians on the journey of 
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international teaching. Researchers on multiculturalism and schooling have highlighted 

the crucial need for teachers “who are consciously responsive to their students’ cultural 

backgrounds and learning styles” (Dilworth & Brown, 2001, p. 659). An interesting 

feature of international schools that runs contrary to the kinds of messages being relayed 

in the literature on multicultural education is the practice of hiring teachers who may or 

may not come from ethnically diverse communities but who have English fluency and 

Western schooling.  

International Schools & Intersections of Identity 

International education research on teachers has examined professional 

development, programmes for teachers, interpersonal teacher behavior, teacher 

certification, and classroom management, but teacher identity is not addressed (Dolby & 

Rahman, 2008; Hayden, Levy, Thompson, 2007). In examining the identity of teachers 

engaged in the international school system we might question the complex historical 

forces that have positioned Anglo-western teachers as desirable hires in an era of 

globalizing educational practices. Research suggests that greater numbers of Canadians 

are electing to teach at international schools (Hayden, 2006; McIntyre, 2011, 2013).  For 

international school parents, both expatriates and locals, a consistent factor in their 

decision to send their children to an international school is the desire for their children to 

be educated in English (Hayden, 2006). The recruitment of teachers from Anglo-Western 

nations has been linked to parent preference: “there is plenty of anecdotal evidence to 

suggest that…a number of parents would ‘prefer’ their child be taught by a native English 

speaking ‘Western-trained’ overseas-hire expatriate” (Garton, 2002, p. 87).  Similarly, 

more recent research on parental choice of an international school indicates that quality 
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teachers are a top factor in parents’ decision-making (Ingersoll, 2010; MacKenzie, 2010). 

These connections suggest that parents are perhaps associating the markers of a white 

cultural identity with quality teaching.   

There are no statistics on how many Canadian teachers have left home to teach, 

who they are, where they have gone, how long they have stayed, where they went next, or 

when they came home. But we do know that these stages are parts of the journey of 

international teaching. Leaving home, abroad at home, and coming home are part of the 

cycle of encounters and border crossings that teachers encounter along the journey of 

international teaching. This research asks how these experiences are played out 

differently along the lives of those who leave home to teach. 

Research on teachers in international schools has tended to focus on teachers’ 

roles and professional development concerns. In one of the few published chapters about 

international school teachers, the focus is on professional development support “for the 

teacher as both technician and role model” (Hayden 2002, p. 117). Limited concern about 

teachers’ professional preparation is expressed since teachers are assumed to have 

received “training” within a national context; however, concerns are raised about whether 

teachers are prepared for the role model aspect of international teaching. Hayden (2002) 

elaborates: 

International education, it is argued, is concerned with the 

promotion of education for international understanding, and 

the ‘teacher as role model’ plays a crucial part in the 

development of relevant attributes in students….since 

every teacher acts as a role model, presumably every 

teacher should, in such a school, be a role model in terms of 

‘international-mindedness’. (p. 117)  
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On the surface, Hayden’s suggestion that teachers at international schools should 

be role models for their students is unproblematic. Just as parents want the best for their 

children, teachers want to be good examples for their students. This statement is an 

example of the seemingly neutral language but assumption-laden language used in the 

research on international education. Is international-mindedness itself perhaps a contested 

framework for understanding, since nations themselves are not comprised of unified 

identities (Hall, 1996)? The term international-mindedness also appears to be 

unproblematically deployed in the marketing of elite schools whose communities are 

engaged in or aspire toward a layer of cosmopolitan practice that is beyond the reach of 

most of the world’s students and families1. It is a term that implies a certain degree of 

comfort and complacency with the local, such that one can invest in preoccupations 

beyond everyday survival. The discourse of internationalism can obscure the deeply 

classist divide between the children of the elite, whether transnational or local, and those 

who cannot access international education. While the mission statements of international 

schools evoke a shared culture of cosmopolitanism where there are no divides, this 

solidarity can be seen as a shared experience that is defined by its exclusivity.  

Discourse and Desire in International Schools 

Almost all colonial schemes begin with an assumption of native 

backwardness and general inadequacy to be independent, 

‘equal,’ and fit. (Said, 2000a, p. 348) 

The discourse of promotion and prestige that circulates within the realm of international 

schools serves to elevate them as offering an education that will put students at an 

advantage. The language of advantage is situated within a discourse of competition, and 

                                                      

1 See Appendix L, for sample mission statements and visual representations of international-mindedness. 
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relates to a framework of desire. It is a discourse that plays to parents’ desires to offer 

their children the best possible education (Ingersoll, 2010; MacKenzie, 2010). Public 

perceptions of international schools, through their marketing to parents and their 

recruitment of teachers, operate within a discourse of competition, advantage, 

international-mindedness, global citizenship, and academic excellence (Cambridge, 2002, 

2003). When placed alongside the advantage conferred by globally recognized academic 

credentials, the offerings of local systems are contingently devalued.  This dichotomy of 

local and global raises interesting questions for teachers who have left the local to attain 

experience in the global, and may experience tensions in situating themselves within the 

disruptive experiences offered by these frames. In the next section I offer notions of 

home, exile, and shifting locations as ways of thinking about these experiences. 

Notions of Home 

As a conceptual choice for framing this research, the notion of home has emerged 

because of its resonance in the stories of teachers and identity, professional and personal, 

public and private. Home is represented in the metaphorical and lived experiences of 

teachers (hooks, 2009) and within studies of teachers’ lives (Ball & Goodson, 1985). The 

human preoccupation with home as it relates to belonging and exile (Said, 1999) offers 

insight into the new forms of cultural hybridity that are shaping contemporary identities. 

More recently, cosmopolitanism has emerged as a new cultural script available to those 

whose lives are intertwined with the complex flows of globalization (Gunesch, 2004; 

Matthews & Sidhu, 2005). In this section of the dissertation, I aim to draw these concepts 

out, and then together.  
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I understand home as it relates to a nation to be far more complex than a simple 

definition of what it means to be Canadian, or a Canadian teacher, or what the experience 

of teaching overseas means to all Canadians who are teaching in all countries. I use home 

as a metaphorical tool, in the tradition of Clandinin and Connelly (1996) who use 

landscape to refer to the broad concept of the environment in which teachers work.  

Metaphor has the capacity to engage with the nuance and complexity of teachers’ storied 

lives. If we see identity as a broad concept represented in a storied metaphor like home, 

we have an opportunity to explore teachers’ experiences as they navigate the journey of 

international school teaching, and their experiences of home in different locations. The 

metaphor of leaving home is useful for conceptualizing the experiences of shifting 

locations in order to assume a teaching identity, and the metaphor abroad as home is 

offered as a way of thinking about teaching internationally. The notion of exile is 

considered as a counter-metaphor for those who may not find a home abroad, and for the 

sense of dislocation that can also accompany coming home. 

Leaving Home 

Reynolds (1996) acknowledges that it was being in an unfamiliar place that 

invoked her questions about teacher identity, and the experience of being away from 

home was a precursor to seeing Canadians differently. Similarly, perceptions within the 

literature on international schools support the idea that to be truly international, teachers 

must have lived as more than a traveler or tourist, and should actually have an altered 

sense of home (Hayden & Thompson, 1995; Schwindt, 2003). The emphasis on the value 

of shifting locations is acknowledged monetarily at international schools. Locals, who are 

considered to be home, are generally paid less than teachers who relocate as part of their 
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profession (Canterford, 2003; Schwindt, 2003). The lack of opportunity to participate in a 

national pension scheme is one justification for this discrepancy, as is the suggestion that 

a difference in remuneration rewards teachers’ willingness to detach themselves from 

their roots. This complex sense of who one is in the world and the experience of shifting 

locations to a professional home that is far removed from one’s childhood origins is 

explored by numerous teachers and academics who describe their experiences of what I 

call leaving home to teach.  What I mean by this conceptually is the metaphorical sense 

of leaving one’s location, social or geographical, to engage in the profession of teaching. 

I use this metaphor to pose questions that are relevant to the experiences of teachers who 

have experienced borderlands in the journey of teaching. 

Abroad as Home 

The term cosmopolitanism has been used to capture different dimensions of 

international education: it has been articulated as a form of capital (Weenink, 2008), a 

new subjectivity (Matthews & Sidhu, 2005), an orientation to learning (Rizvi, 2009) and 

a type of literacy and practice (Tarc, Mishra-Tarc, Ng-A-Fook, & Desai Trilokekar, 2012; 

Tarc, 2013). Cosmopolitanism has also been defined as a feeling of being at home in the 

world, of having the capacity to accommodate both the global and local spheres within 

one’s sense of personal identity (Gunesch, 2004).  How does the concept of 

cosmopolitanism feature in the journey of international teaching? Do Canadian teachers 

feel at home abroad? This dimension of experience is open to the possibility of multiple 

interpretations. Abroad as home is a metaphor that is open to such possibility, since home 

could also take on new meaning, as: 

formed from the multicultural perspective of the 

cosmopolitan individual. Another possibility is a 
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multiplicity of homes, combining several or all of the 

previous alternatives, while logically and logistically home 

cannot be everywhere. In the end, the question of home 

remains literally wide open. (Gunesch, 2004, p. 4) 

Attention to the importance of home is built into the contract of the international 

school teacher, with contractual leave often involving a plane ticket to the country of 

origin (Canterford, 2003). Placing value on the sense of belonging sustained by the 

maintenance of ties to one’s national home is perhaps a symbolic mitigation against a 

sense of exile…an understanding that those connections might be anchors that allow us to 

feel at home in other locations. For hooks (2009), an annual visit home was “a rite of 

passage to reassure myself that I still belonged, that I had not become so changed that I 

could not come home again” (p. 16). If abroad is home, then how does the home 

Canadians have left become reconceptualized within a teacher’s identity, especially if 

being abroad at home means that the classical idea of home may no longer be exist. Does 

this suggest a concomitant experience of exile? Is exile only experienced abroad? 

Coming Home? Home & Exile  

Living away from my native place I became more 

consciously Kentuckian than I was when I lived at home. 

This is what the experience of exile can do, change your 

mind, utterly transform one’s perception of the world of 

home. The differences geographical location imprinted on 

my psyche and habits of being became more evident away 

from home. (hooks, 2009, p. 13) 

As much as we may be able to find a metaphorical home abroad, we may also feel a 

sense of exile at home, either in the leaving to teach or in the coming home. Like hooks 

(2000), the rural and working class educators in Dews and Law (1995) note how the 

distance between one’s growing up and one’s teacher home is vast. A return home during 

the professional years may seem impossible for those who have left rural backgrounds to 
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teach overseas. While cosmopolitanism has been described as a feeling of being at home 

in the world, hooks (2009) also notes how there can be a particular kind of tension within 

those who leave rural spaces for jobs and homes far away: “The self I had invented in 

these other worlds seemed too unconventional for Kentucky, too cosmopolitan” (p. 15).  

The contemporary Canadian job market is a difficult landscape for teachers 

(McIntyre, 2011, 2013). If national employment is the desire, then international teaching 

could be considered an interim exile in the search for a teaching home. Is teaching abroad 

conceived as a pleasurable exile (Said, 2000b)? Until we ask, we will not know; 

“theorizing diverse journeying is crucial to our understanding of any politics of location” 

(hooks, 2009, p. 100). In my inquiry I will use Said’s (2000b) two categories of 

metaphorical exile: insiders and outsiders. Such categories are a useful distinction for 

examining teachers’ overseas encounters in relation to their feelings of being at home.  

According to Said, insiders feel like they benefit from, contribute to, and feel at home in 

a society. Outsiders, however, are more distanced from the prevailing norms, in conflict 

with the society, and feel like they are removed from societal privileges or do not have 

access to power. Outsiders are unsettled, and “cannot go back to some earlier and perhaps 

more stable condition of being at home: and, alas, you can never fully arrive, be at one 

with your new home or situation” (p. 373). Another component of the outsider condition 

is the possibility that the identity of being in perpetual transition becomes a home in 

itself. Within the condition of being away from the familiar, there is a potential for 

deliberately placing oneself into exile in order to experience its pleasures of seeing and 

experiencing things anew.  
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The pleasures of exile are differently experienced or sought out by insiders versus 

outsiders (Said, 2000b). For insiders who understand the game and the advantages that 

can be conferred by alternative experiences or economic opportunities, the desire of 

taking on the identity of an international teacher can be closely related to the acquisition 

of privilege afforded by moving into the international realm. For outsiders, however, the 

element of escape or the feeling of the unfamiliar within the familiar may offer an 

attractive alternative to the sense of isolation already felt in what is supposed to be one’s 

home, with the idea of risk being mitigated by a current level of discomfort that one 

might perceive impossible to worsen. A privilege of the position of being outside of a 

culture is that a “condition of marginality, which might seem irresponsible or flippant, 

frees you from having always to proceed with caution, afraid to overturn the applecart, 

anxious about upsetting fellow members of the same corporation” (Said, 2000b, p. 380). 

The notion of exile has interesting implications for the conceptual mapping of the 

lives of Canadian teachers at international schools. The weakness of an insider versus 

outsider notion of exile is its suggestion that shifting locations isn’t possible. It might also 

be considered an antiquated notion in a globalizing world where communication with 

“home” is instant, synchronous, pervasive. Exile might also be considered a problematic 

term because of its historical associations with banishment. Exile suggests an inability to 

return home, although we know that many Canadian teachers do come back. On a survey 

of teacher attrition in international schools, international educators reported ageing 

parents and homesickness as reasons for leaving their schools and returning home (Farber 

& Sutherland, 2006). There should be space for greater understanding of the stories that 

surround these reasons for return. We need terms and methods that leave space for 
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multiple interpretations of the journey of international school teaching. Establishing these 

terms is important in conceptualizing the experience, since language plays an important 

role in setting the boundaries of our identities. 

Intersections & Shifting Locations  

In researching the experiences of international school teachers, I hope for an 

opportunity to in some way answer hooks’ (2009) call for us to theorize diverse 

journeying. By conceptualizing this study within the notions of home, I offer the idea that 

for some of us, finding home means leaving it. To find home might mean repositioning 

ourselves physically or psychically in order to find who we are within and in relation to 

the world. I think it is important for us to imagine that there is the capacity for curricular 

insight through what might be called shifting locations, when those who recognize their 

privilege attempt to move outside of it and see the world other-wise, to “learn how to 

occupy the subject position of the Other” (Spivak, 1990, p. 121). I use this notion of 

shifting locations to represent hope at the intersections of identity, class, and culture--a 

hope that as we negotiate borders on the journey of international teaching, we might shift 

locations. That we can find ourselves at home with (or as) the Other.  

Shifting Locations: Teaching Up 

For working class students, discarding the class or cultural markers of home may 

be important in negotiating an acceptable teaching identity. In his essay “Complicity in 

class codes: The exclusionary function of education,” Peckham (1995) notes how 

working class students must negotiate the worlds of home and school: “[S]tudents from 

the professional/managerial class are learning to think, speak, and write in ways that are 

reinforced by their homes and communities, while working-class students have to make 
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significant breaks with their families’ and communities’ patterns of thought and 

language” (p. 264). hooks (2000) also notes how “at all educational levels students from 

working-class-backgrounds fear losing touch with peers and family” (p. 145). In the 

journey of becoming a teacher, working class students must learn to keep the ways of 

school and home separate. For working class students who go on to become international 

school teachers, we can imagine that several shifts in location might occur along the 

journey of becoming an international school teacher.    

A difficult job market and underemployment could be influencing the number of 

Canadians seeking jobs as teachers at international schools, a number which has risen 

steadily over the last decade (Hayden & Thompson, 2008; McIntyre, 2009, 2011).  And 

Canadian teachers are highly marketable in an educational context that privileges bodies 

and voices that inherently symbolize the prestigious Western credentials they are 

contracted to deliver. The demand for Western-educated, native-fluency English speakers 

means that teachers are frequently sourced through international recruiting agencies and 

at annual recruitment fairs which take place predominantly in the United States, the 

United Kingdom, and Canada. Attractive employment conditions, the opportunity to 

travel, and the restricted local job market are, anecdotally, often given as reasons 

Canadian teachers want to go overseas initially. Historically, Anglo-Western societies 

have not drawn their teachers from the elite classes. There is the potential, then, that 

access to prestige that is unavailable at home may be an unspoken motivator in teachers’ 

stories of leaving home to teach. Hayden’s description supports what I will call teaching 

up: 

it is undoubtedly the case that many international school 

teachers, while committed, hard-working and professional 
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in every sense, enjoy a lifestyle they could not hope to 

emulate ‘back home’. As a member of the expatriate 

community, the lifestyle and status of a teacher may be far 

removed from that of the semi-detached suburbia more 

familiar to many teachers, however senior or experienced, 

in a national context. (Hayden, 2006, p. 90) 

Shifting Locations: On the Margins 

How the practice of teaching in international contexts shapes the lives of 

Canadian teachers has not yet been situated on the landscape of international education. 

Teachers appear in the field as authors (Dolby & Rahman, 2008), parents (Ziber, 2005), 

and as the objects of practical and professional development concerns (Hayden, 2006; 

Hayden, Levy, & Thompson, 2007). On the subject of lived experiences along the 

journey of teaching internationally, the field is noticeably silent. While mention is made 

of the predominance of American and British teachers at international schools, Canadians 

appear in single line references. Canadians are in many ways on the margins. In making 

the decision to focus on the lives of Canadian teachers, I acknowledge that Canadians are 

a numerical minority in the international teaching community. Canadians’ marginal status 

is amplified by the use of the category “Other” to denote the nationalities of international 

records of non-American or non-British teachers (Canterford, 2003). By understanding 

that identity is complex, I leave room for Canadian teachers to explore the marginal 

spaces of home and exile as borderlands along the journey of international teaching.  

Shifting Locations: Bodies of Text 

Focusing on the category Canadian to frame this study in no way implies that 

Canadians themselves are a homogenous entity. Rather, I look to Canadians for rich 

stories of the journey because of the complexity of the Canadian identity. I am interested 

in how being a Canadian teacher, within the context of international schools, situates us 
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as both “Other” in relation to American or British identities (Canterford, 2003) and 

“preferred” in relation to our teaching counterparts from host nations (Garton, 2002). 

From within the international school industry, Canadians are hired on the basis of their 

compatibility with desirable and dominant curricular forms.  From the postcolonial 

perspectives presented in this review, I suggest that Canadians are not hired solely for 

their teaching credentials; perhaps it is also their embodiment of a cultural curriculum—

what is written on the body and read in the voice as a cultural curriculum text—that 

positions Canadian teachers in the international school industry. Canadians are shaped by 

their experiences in the Canadian school system, and these experiences are considered to 

be compatible with the liberal-humanist curriculum offered at international schools 

(Tamatea, 2008). Just as the intersections between culture and class are complex, so is the 

relationship between imperialism and education. At the same time that public schools are 

struggling to be inclusive and foster cultural awareness, they have also been deemed 

responsible for reproducing societal divides. How do Canadian teachers, themselves 

perhaps the products of a school system that reproduces scripts of dominant culture 

(Reynolds, 1996; Rizvi, 2007b; Weber & Mitchell, 1996), become role models for 

international-mindedness? When considering aspects of class and culture in these 

discussions, Jhappan (2006) highlights the need for a broad sense of these intersections in 

the way we address them. These complex layers of individuals teaching up, layered with 

the marginality of Canadians in international school teaching, and further complicated by 

the likelihood that being Canadian means embodying a dominant curriculum text, provide 

conceptual borderlands that are rich places for inquiry. 
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Shifting Locations: At Home with Hybridity 

International schools can be simultaneously seen as sites of tension and 

possibility. Ashcroft, Griffiths, and Tiffin (1995) note that “hybridity and the power it 

releases may well be seen as the characteristic feature and contribution of the post-

colonial, allowing a means of…developing new anti-monolithic models of cultural 

exchange and growth” (p. 183). International schools are situated within this in-between 

space, the place of boundary crossing, a space of tension and bumping against one 

another (Clandinin, Downey, & Huber, 2009). But places of difficulty, as Fowler reminds 

us (2006) are also places of possibility. In keeping with Giroux’s (1997) vision of critique 

that invites hope, I reach toward this possibility. By paying attention to teachers’ 

engagement in pedagogical relations outside of the borders of their geographical or 

cultural home, I invite the idea that we can be at home with hybridity, or that we can be at 

home abroad.  This is an examination of the self within the borderlands, and it considers 

borderlands to be the places where we meet others and ourselves in places of tension and 

cooperation.  

Negotiating Identity on the Journey of International Teaching  

Along the journey of international teaching, teachers may be required to negotiate 

their identities. In the absence of existing research on Canadian teacher identity in 

international schools, conceptualizing a study that turns its gaze to the existing tensions in 

international education and the complexity of teacher identity promises to illuminate 

aspects of global education that are not currently conjoined in the research literature.  

Canadian teachers of various backgrounds are engaged in international teaching. 

How do the dimensions of culture and class intertwine in relation to their engagement 
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with international teaching? Has the role of an ethnic English Canadian identity been 

instrumental? As we consider the intersections of culture and class, we make space for a 

nuanced understanding of how diverse identities are negotiated along the journey2. 

Narratives of experience have the potential to be powerful indicators of how the self is 

constituted in contexts with competing cultural influences. Understanding the experiences 

of Canadian teachers from multiple positions will deepen our understanding of teacher 

identity within the context of globalizing education.  

In leaving home to teach, Canadians are engaging in their professional practice in 

culturally diverse locales. At the same time that Canadian teachers are not members of 

the dominant culture in the countries where they teach, they may symbolically be 

considered cultural ambassadors of a dominant, desired, or elite educational offering. One 

of the tensions of a critical examination of teacher identity within international schools is 

this coexisting expansion of opportunity for Canadian teacher participation in a global 

education community and the preferential hiring of teachers from Anglo-Western nations 

over certified local teachers. The structural inequality of the everyday is easily elided in 

familiar contexts, but the heightened sense of strangeness that is such a part of the initial 

overseas teaching experience can be a precursor to comparison and reflection. As 

Reynolds (1996) tells us, “it was, to a large extent the act of leaving my usual workworld, 

of placing myself in unfamiliar contexts that spurred on my reflections about my 

identity” (p. 69). Crossing physical borders to teach can mean immersing ourselves in the 

unfamiliar, without those anchors of identity that we attach ourselves to in the context of 

“home.” Other aspects of the crossing highlight what it means to be Canadian within a 

                                                      

2 See http://internationalschoolsreviewdiscuss.wordpress.com /2009/ 11/19/teachers-of-color-overseas/  
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global context since (like culture) elements of identity are often only revealed at their 

boundaries (Bhabha, 1995).  These are the borderlands of identity where we recognize 

that tensions can be difficult, but they can also be sites of possibility, where shifting 

locations can bring insight.  

The literature on teacher identity suggests that experiences of dissonance are 

instructive (Sumara & Luce-Kapler, 1996). Points of tension along the journey of 

teaching internationally are signposts in the borderlands; they mark moments of 

experience or knowing that challenge previous assumptions or understandings. Exploring 

the complex dimensions of teaching at an international school could offer teachers a 

better understanding of the cultural scripts that are available to international educators 

prior to teaching abroad. The emotional, relational, and ethical aspects of teacher identity 

(Clandinin, Murphy, Huber & Orr, 2010; Connelly & Clandinin, 1999; van Manen, 1994; 

Zembylas, 2003) play a role in their journeys of international teaching. Considering the 

constitutive nature of these components in the journey of international teaching, selecting 

a methodology that allows for the emotions, relations, and ethics of a teaching identity to 

emerge is essential to the methodological choices I make. Uncovering the tensions as one 

crosses borders within a teaching identity can both illuminate aspects of the self that are 

yet unexplored or aspects of the teaching self that have been difficult (Fowler, 2006). The 

limitations of current literature underscore the need for a complex, critical, and expansive 

way of looking at the identities of teachers in international contexts. Seeing ourselves 

reflected in the context of our relations with others is an important part of identity 

negotiation, and the stories in which we feature are ways of telling ourselves into the 

world.    
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Chapter 3 

Coming to a Methodological Home 

Why Narrative, Why Bricolage? 

I come to this research from a narrative sensibility, with an understanding that 

storytelling is a form of expression that reaches across the borders teachers 

travel/transit/transgress. Narrative spaces have provided homes for experiences of 

pedagogical difficulty, teacher identity development, educational practice, and teachers’ 

personal and professional lives and ways of knowing (Connelly & Clandinin, 1995, 1999; 

Fowler, 2006). Of the methodologies available to educational researchers, I see narrative 

as foundationally aligned with this research. Story is one of our oldest forms of 

instruction and guidance. Story has the power to obscure (by providing anonymity) and to 

reveal (through its educative power). It has the capacity to weave multiple threads of 

evidence into a densely layered interpretation of events, actions, words. By combining 

narratives of experience with the methodological craft of bricolage (Denzin & Lincoln, 

1998; Kincheloe & Berry, 2004, Rogers, 2012),), I present an inquiry that is emergent, 

flexible, and draws on multiple methods and perspectives. Bricolage is a fitting tool for 

this study, given that there is no existing research into the lives of teachers at 

international schools.  The “etymological foundation of bricolage comes from a 

traditional French expression which denotes crafts-people who creatively use materials 

left over from other projects to construct new artifacts” (Rogers, 2012). The challenge of 

this project will be to construct new artifacts—in this case, narratives—out of multiple 

data forms, using integrated conceptual tools. While this may be considered by some to 

be unscholarly, I would argue that the standards for ethical scholarship require that 
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research be accessible and transparent to those it involves or portrays. In bringing 

narrative and bricolage together I highlight the potential utility of this methodological 

congruence with reference to audience and ethics.  To make this point, I echo sentiments 

from Laurel Richardson’s May 2013 keynote address at the Ninth International Congress 

of Qualitative Inquiry, where she posed the following questions:   

If research falls in the academy… For whom do we write? 

Only for each other? Why do we publish where we do? 

Only for our academic advancement? What about the 

myriad of possible audiences outside the academy? How 

might we reach them? How about jumping out of the box? 

Off the page? We can make a difference; we can affect 

quality of people’s lives. If we reach them. (Richardson, 

2013) 

Indeed—for whom do we write, and how do we reach them? Richardson’s address is 

closely linked to questions of ethics in research. For research to be ethical, it must 

involve reciprocity (Seidman, 2006); there must be something given in return. In the 

absence of academic or popular material on the experience of international teaching, this 

research has the potential to simultaneously fill a gap and bridge a divide. By conducting 

research that attends to the experiences of international educators I will fill the gap in the 

literature; by approaching the research with a narrative sensibility, I will bridge the divide 

between academic research and popular literary and cultural forms, and represent the 

experiences of Canadian educators in ways that might reach them. “Of all the ways we 

communicate with one another, the story has established itself as the most comfortable, 

the most versatile…. Stories touch all of us, reaching across cultures and generations, 

accompanying humanity down the centuries” (Fulford, 1999, p. x).  It is this enduring, 

inclusive capacity of story that underpins my selection of narrative as a methodological 

support for my research. Narrative is fallible, of course—all methods are—in that it is 
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human. But it is this intensely human aspect of narrative that enables it to reflect to a 

broad audience the dimensions of experience that the journey of international teaching 

reveals. There is space for the “unaccredited forms of narrative that arise from 

conversation, in particular the stories, true or untrue, that we tell about ourselves and 

people we know” (Fulford, p. xi).  

Interlogues 

In writing this dissertation the compelling force of narrative arose as a way of reflecting 

on the meaning my participants were making for and with me. There were times when I 

was listening to a portion of an interview or reading a line of transcript and my own 

stories surfaced, or the power of participants’ words presented themselves poetically. 

Rather than separating these recollections, in the tradition of bricolage I have retained 

them. In calling them interlogues, I acknowledge discourse as a reciprocal form of 

meaning making that occurs with, in the midst of, and bears an influence on curriculum. 

And so, I have nestled the interlogues alongside the stories that inspire, reflect, and 

invigorate them. By naming these intercurricular narratives “interlogues,” I acknowledge 

that my participants’ stories are intertwined with my own, that they exist between and 

among each other, and that they reflect the reciprocity of discourse this curriculum 

journey entails. Writing these stories alongside and with one another recognizes the 

writing process as a living, dynamic, and ecological process of interpretation (Luce-

Kapler, 2004).  In the methodological tradition of narrative and curriculum, these 

interlogues offer movement between the panes that reveal and frame the journey of 

international teaching.   
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Figure 1. Etymology of the “Interlogue” 

 

My use of narrative acknowledges my position that research participants do not 

consistently reveal a particular examinable truth that can be generalized and applied, but 

that stories do reveal inherent truths about human experience. Narrative has always 

occupied a prominent space in the elucidation of human experience and contemporary 

mass culture (Fulford, 1999), and the significance of narrative in contemporary academic 

culture is becoming more widespread and accepted. The recent call from the Social 

Sciences and Humanities Research Council of Canada and the Federation for the 

Humanities and Social Sciences (SSHRC, 2013) underscores the importance of bringing 

a narrative sensibility to academic work: “People-focused research matters. How you tell 

its story is … important.”  This announcement from Canada’s national funding body is a 

strong rationale for conducting, analyzing, and authoring this research using the tools of 

the bricoleur and the lens of narrative.  
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One framework for entering into narrative inquiry is outlined by Clandinin and 

Connelly, whose work on experience and story in qualitative research is extensive. Based 

on Deweyan notions of experience, Clandinin and Connelly (2000) suggest three 

dimensions that can define an inquiry: (a) temporality, (b) social and personal, and (c) 

place. They explain how a three-dimensional narrative inquiry space allows for narrative 

inquiry to travel inward, outward, backward, forward, while being situated within place 

(p. 49, 2000). My study aligns with this framework: it has temporal dimensions, focuses 

on the personal and the social, and occurs in specific places or sequences of places.  My 

work recognizes the journey as a locale, a collation of curricular spaces. In 

conceptualizing my research as a study of experience and a desire to make meaning of it, 

I draw on the metaphor of journey as an organizational tool that bounds the phenomenon 

under inquiry: the experiences of Canadian educators.  The three dimensions of the 

journey of international teaching—leaving home, teaching abroad, and coming home—

are situated places where the inward, outward, backward, forward experiences of 

negotiating identity can be recognized and explored. By using home as a touchstone for 

exploring the dimensions of identity across the temporal, social, and personal, I draw 

upon this three-dimensional narrative inquiry space to examine how home is perceived by 

international educators.  

Characters, Setting, Plot: The Methods of Inquiry 

The characters, or participants, who feature in this narrative exploration were 

drawn from data collected in three phases over a seven-month period in two countries. 

Data from 110 educators at different stages of the journey of international teaching were 

gathered, and included 73 written responses and 37 interviews. Participants included 
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teachers (a) seeking positions at an international school for the first time, (b) currently 

working abroad, and (c) who have returned to North America after overseas contracts. 

Multiple forms of field texts (Clandinin & Connelly, 2000) were included, and an 

overview of the data collection is provided in Figure 2 then explained in further detail 

below.   

Figure 2. Overview of Participants and Data Collection  

Collection Phase Location & 

Participants 

Recruitment Sources 

Leaving Home: 

Educators seeking 

international 

employment   

Registrants at the 

Teachers Overseas 

Recruiting Fair (TORF) & 

Final Year Bachelor of 

Education students at 

Queen’s Faculty of 

Education, Kingston, ON  

January- 

April, 2013 

30 – 60 minute 

individual 

interviews 

 

500 word written 

responses.  

Abroad as Home: 

Educators currently 

working abroad 

(TORF) Kingston, ON, 

and educators at 

international schools in 

Kuala Lumpur, Malaysia 

January 25-27, 

2013 and  

May-August 

2013. 

30 – 60 minute 

individual 

interviews 

 

Coming Home: 

Educators who have 

returned to Canada 

after teaching overseas  

Word of mouth 

recruitment in Ontario  

Ongoing from 

January 2013 to 

August 2013. 

30 – 60 minute 

individual 

interviews 

 

Data Collection: Leaving Home 

The first aim of this research is to explore the experiences of Canadian educators 

seeking positions at international schools. I sought insights into who considers the 

journey of international teaching, why they are interested, and how they perceive the 

relationship between international teaching, identity, and home. In order to meet this aim, 

I conducted interviews and collected written responses with educators who were 

interested in leaving home to teach.   
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Interviews. Ethics clearance for an exploratory entry into this iterative study was 

sought in November, 2012, and received in December, 2012 (see Appendix G).The first 

phase of data collection occurred in Kingston, Ontario from January to April, 2013. Prior 

to the 25th Annual Teachers Overseas Recruiting Fair (TORF), permission was sought 

from Queen’s Career Services for recruitment notices to be posted on the TORF website 

and emailed to recruiters and attendees (see Appendix E). Up to 80 schools from 40 to 50 

countries attend TORF to seek Canadian educators for hundreds of international teaching 

positions. The Teachers Overseas Recruiting Fair (TORF) provided a venue for 

interviewing prospective international teachers who are (a) inexperienced teachers with 

no international school experience, (b) currently employed in Canadian school boards but 

seeking international appointments, and (c) experienced international teachers and 

administrators with longer overseas experience in diverse locales.  Over the course of 

three days, interviews were conducted with self-selected participants on a first response 

basis. Participants were invited to contact me via email to arrange participation in audio-

recorded interviews at a private location. Table 1 provides a summary of participants 

from this phase of the data collection. 

Table 1  Participant Overview in Initial Data Collection Phase: TORF 

Volunteers 

Not interviewed due to conflict of interest  6 

Not interviewed due to scheduling conflicts 12 

Total number  30 

Total number interviewed 12 

 

Six volunteers were not interviewed at this time due to a potential conflict of interest: 

they were students in courses I taught. I emailed the students to thank them for their 
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interest in participating and suggested that if they were still willing to be interviewed 

once final grades have been submitted we could arrange a future time. Another twelve 

volunteers indicated interest but we were not able to arrange a mutually convenient time 

during the recruiting fair. I was able to conduct semi-structured interviews ranging from 

20 to 76 minutes in length with 12 of the 30 educators who expressed interest (see 

Appendix F). Seven males and 5 females participated, and one interview was conducted 

with a teaching couple. Prior to the interviews, all participants had an opportunity to 

review the Letter of Information and Consent (see Appendix B) and have questions 

answered to their satisfaction. I explained that confidentiality will be maintained to the 

extent possible, but no participant expressed concern about confidentiality and all twelve 

participants selected their own names rather than pseudonyms for representation in the 

research.  All participants were invited to participate in subsequent phases of the study 

should they wish to be contacted, and all participants willingly gave their consent for 

further contact. Ongoing informal field notes were recorded by hand in the form of 

fictionalized descriptive accounts and were used to inform the contextual and thematic 

elements of the content analysis of written responses.  

Written responses. I conducted a content analysis of existing texts submitted as 

coursework by Bachelor of Education students enrolled in an elective course called FOCI 

255—Educators Abroad (see excerpt from the course outline: Appendix C). Ethics 

clearance for the written responses was obtained in March, 2013 (See Appendix H). 

During this time, preservice teachers considering international teaching were completing 

their second semester of a one-year Bachelor of Education program. The written 

responses were guided by questions that prompted preservice teachers to consider their 
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personal identity in relation to their professional goals. One of the course aims is to 

support preservice teachers who are preparing for professional practice in international 

schools, and as an instructor of the course I assigned questions regarding teachers’ 

intentions surrounding international practice. To maximize the utility of the data 

collected, ethical clearance was sought for all 2012–2013 FOCI 255 coursework 

responses to be field texts for this study or future studies that the researcher may 

undertake. In April, 2013, I spoke to students in FOCI 255 about the intended research in 

a short research briefing. At that time, all students in the course received a Letter of 

Information to keep for their records and a consent form (see Appendix A).  I was present 

at the research briefing to answer questions, but to protect confidentiality I was not 

present for the completion or collection of the consent forms. A student proxy collected 

and sealed all consent forms in an envelope that was delivered to the Administrative 

Assistant to the Associate Dean of Graduate Studies and Research.  Students who were 

not present in class on the day of the research briefing were also offered the opportunity 

to participate by obtaining a copy of the LOI from the Administrative Assistant and 

submitting it to that office. Absent students were made aware of this opportunity via a 

message on the course web platform, Desire2Learn, and an oral announcement at 

subsequent classes to ensure that all students were aware of the opportunity to participate. 

At the research briefing and in the LOI, students were informed that their participation in 

course assignments was required for educational and assessment purposes, but 

participation in the research is completely separate from course assessment. Students 

were assured that participation was voluntary, and that I would only be informed of 

student consent to participate once final course grades were submitted. Only students 
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who indicated a willingness to participate had their coursework included in this research; 

they were asked to provide a pseudonym when signing the letter of information of 

consent in order to maintain confidentiality in the analysis, writing, and publication of the 

research. A pseudonym key was created and kept separately from the participant 

responses, and students were informed of a right to withdraw their participation in the 

research in part or in full by emailing the researcher. A check-box on the consent form 

offered students the opportunity to participate in individual interviews once final course 

grades were submitted. At the time of data collection, there were two sections of 40 

students enrolled in the year-long course, for a total of 80 students, 71 of whom gave 

consent for their written responses to be included in this research.  

Data Collection: Teaching Abroad  

The second aim of this research was to explore the experiences of Canadian 

educators currently teaching abroad. Within this phase of the research, I sought insights 

into who makes the journey, and how Canadian teachers perceive the relationship 

between international teaching, identity, and the complex notion of ‘home’ while 

employed abroad. There were two entry points for collecting the stories of international 

educators: at a recruiting fair in Canada in February, 2013 and at international schools in 

Kuala Lumpur, Malaysia from May to July, 2013.  

Preliminary interview data were collected at TORF. Interviewing at the recruiting 

fair offered a unique opportunity to capture the perspectives of educators working in a 

variety of countries and at different stages of the journey of international teaching. 

Conducting interviews at the fair was also necessary in the event that my application for 

travel funding for the international data collection phase was unsuccessful. The 
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constrained time frame of a recruitment fair such as TORF presented challenges that 

extended onsite collection in Kuala Lumpur had the potential to mitigate. I submitted an 

ethics amendment to add Malaysia as a research site once I secured funding to support 

my travel and accommodation (see Appendix I). Interviews at TORF informed the data 

collection that occurred once funding was obtained for travel to Kuala Lumpur, Malaysia. 

The high concentration of international schools, including two Ontario Ministry of 

Education Overseas Schools, was a criterion for the selection of the research site, as was 

my prior experience in and familiarity with the country. Being onsite to collect data in 

situ was important to maintaining the integrity of the data collection across each of the 

participant categories by capturing experiences while they are geographically and 

temporally resonant. While the experience of international teaching is diverse, situating 

one window of the data collection in a central geographic location also offered the 

potential to draw out similarities that interviews at a recruiting fair may not have 

revealed. Additionally, conducting the data collection in a country with a high 

concentration of international schools offered a high yield of participants.  

Canadian teachers at international schools in Kuala Lumpur were recruited to 

participate in the study over the course of three months. Upon my arrival in Malaysia 

administrators at three schools were formally contacted with an email (see Appendix J) 

and an invitation to participate (see Appendix K), which they distributed to staff 

members. Within an hour of the invitation email, seven Canadian teachers had responded 

to indicate their interest in participating. I arranged the interviews to be held at mutually 

agreeable times and places and all participants signed letters of information and consent 

forms prior to commencing the interviews (see Appendix D). Interest in participation was 
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high, and word of mouth recruitment, or snowball sampling (Patton, 2002), resulted in 

interviews with 21 teachers from five different international schools. Given the 

enthusiasm of school administrators and educators, participant recruitment for this phase 

of the study was not a difficulty. 

Data Collection: Coming Home 

The third aim of this research is to explore the experiences of Canadian educators 

returning to Canada after teaching in international schools. Within this phase of the study, 

I sought insights into how Canadian teachers perceive the relationship between 

international teaching, identity, and the complex notion of ‘home’ after returning to 

Canada.  

Given that there is no focal site such as those in Phases 1: Leaving Home and 2: 

Abroad as Home, Phase 3: Coming Home was the most problematic in terms of 

recruitment. Initial anecdotal evidence suggests that many Canadian teachers who return 

from international schools enroll in graduate education. Therefore, the selection criteria 

for Phase 3: Coming Home was in order of preference (a) educators who have returned to 

teach in Canadian schools and (b) educators who have returned to Canada but are not 

currently teaching, and (c) educators abroad who are about to return to Canada. Snowball 

sampling and word of mouth recruitment were used to recruit participants, up to a total of 

10, for 30 to 60 minute semi-structured interviews. The number of years spent abroad or 

since a teacher has returned to Canada were not restrictive criteria for this phase.  

Data Analysis 

Within the realm of narrative research, the movement from field texts (data) to 

research texts (reporting) is a complex process of searching for patterns, narrative 
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threads, tensions, and themes (Clandinin & Connelly, 2000). In framing this research as 

an inquiry into the experiences of teachers along the journey of international teaching, I 

created a metaphorical inquiry space that is rooted in the phenomena of experience as it 

relates to notions of home. In discovering and constructing meaning from the stories of 

experience, I drew on interpretive-analytic considerations of narrative coding (Clandinin 

& Connelly, 2000). This analytical process involves (a) identifying characters, places, 

scenes, plots, tensions, narrators, context and tone, and (b) interpreting the patterns, 

narrative threads, tensions, characters and themes within and across the field texts.  

The results of this iterative analytical process informed each stage of the research, 

and research texts that story the experiences of home across the journey of international 

teaching will be shared in three chapters that are influenced by the content of the field 

texts and mirror the stages of the journey.  Multiple forms of representation are offered to 

represent the layers of interpretation that can be applied to the field texts. And since one 

aim of this research is to create field texts that resonate with and are accessible to the 

participants, multiple representations of the research stories have been offered.   

In order to ethically represent the stories participants have shared, I draw on the 

interpretive tools of the bricoleur, who understands that the rigorous researcher considers 

context, perspective, and discourse, and uses “multiple research traditions and theoretical 

tools to understand the way these factors influence how we make sense of the world 

around us" (Kincheloe & Berry, 2004, p. 89). To uncover these layered dimensions, I am 

also called to draw on the orbitals of analysis offered by Fowler, who provides tools for 

uncovering and articulating the counternarratives that run below the surface of what 

Clandinin and Connelly call cover stories (1995). Teachers who fail to meet the 
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unrealistic expectations celebrated in the idealized cultural discourse of teaching 

excellence can be overwhelmed and silenced by feelings of inadequacy. They sometimes 

tell cover stories to assert their competence and mask their uncertainties. Fowler (2006) 

suggests that we can move through difficult curricular spaces by examining these 

relations through a process of narration and analysis. By breaking silence and giving 

voice to stories that run counter to the idealized cultural discourse of teaching, narrative 

research can enact intentional pedagogical movement and more productive pedagogical 

relations. Through our willingness to engage in the storying of counternarratives, we can 

safely illuminate the underside of teaching, and confront those experiences that are 

difficult to accept or know. I interpret Fowler’s work as a call to craft ethically attentive 

narrative research stories that reveal any systemic and ideological tensions running below 

the surface of international educational discourse.  
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Chapter 4 

Leaving Home 

The place that is familiar can be the place where we are most 

lost. (Grumet, 1988, p. 65) 

In mapping the journey of international teaching, I wanted to understand more 

about who considers this journey and why. Two sections of teacher candidates enrolled in 

an Educators Abroad elective provided a unique opportunity for understanding more 

about the teacher candidates who selected a fifth-year university course designed to 

prepare them for international teaching. 

Seventy-one teacher candidate responses to two sets of assigned coursework 

questions are presented and analyzed here to further this understanding of who takes the 

journey and why.  

Table 2 Written Responses 

Educators 

Abroad 

Who takes this journey (September) and why? (April) 

 

Question One Tell us about yourself. (i.e. Where is home for you? How 

would you introduce yourself and describe your life to 

someone from another country or culture?)   

Question Two Tell us about why you chose Educators Abroad as your focus. 

How does taking this course fit with your expectations of 

being a teacher? 

Question Three Tell us about whether you intend to teach internationally after 

taking this course & finishing your B.Ed. Explain why you 

plan to teach internationally, or why you might not. 

Question Four Has your alternative practicum experience influenced the way 

you think about education? About yourself as a teacher? 

How/why or how/why not? 

 

The first set of questions was assigned in September, during the first weeks of the 

semester. Teacher candidates were assigned the second set of questions in April, seven 
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months later, during the final weeks of their Bachelor of Education program. For both 

sets of questions, students were asked to complete the questions within one week and 

submit responses via the online dropbox for the course. Student responses varied from 

just a few lines of text to longer narratives that exceeded the 500 word limit. In this 

section, I analyse the data from the first question and show how these self-portrayals 

reveal aspects of teacher identity, teacher narratives, and conceptions of home. I also 

propose three new categories for thinking about Canadian international teacher identity.  

Who considers the journey? 

Question One: Tell us about yourself. (i.e. Where is home 

for you? How would you introduce yourself and describe 

your life to someone from another country or culture?)   

Two concepts were used in the construction of this initial question about teacher identity: 

enabling constraints and personal practical knowledge. First, I considered the concept of 

enabling constraints, drawn from complexity theory and developed by Davis, Sumara, 

and Luce-Kapler (2008). Enabling constraints are boundaries that set the context for 

complex responses. In designing the question and providing leading prompts, students 

were given opportunities for expansive responses within the limitations given. Although 

broad, the question incorporated constraints of length (500 words) and audience 

(instructors); specific prompts were suggested but not required.  Second, the concept of 

personal practical knowledge, drawn from narrative inquiry (Clandinin, 1985; Clandinin 

& Connelly, 1986) informed the decision to ask teachers about themselves, since identity 

and beliefs are situated within teachers’ experiences and autobiography (Beijaard, Meijer, 

& Verloop, 2004; Britzman, 1992). Narrative inquiry also underpinned the decision to 
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frame the question using the words “Tell us about,” since these words evoke an invitation 

to story.  

My analysis of the first question is informed by the academic principles of close 

reading, narrative inquiry, and by the human principles of crowd watching.  

Understanding close reading as “a technique to make us learn, to make us see what we 

don’t already know” (Gallop, 2000, p. 11) I examined the structure and content of the 

narratives. In my first reading I cast a gaze across the crowd of responses gathered before 

me, looking at their responses like appearances, thinking about their words and topics as 

a sort of choice of attire and accessories. I thought of the responses as costumes selected 

for the audience, or clothing selected for certain weather, since the question suggested the 

instructors as audience and a different cultural environment as the climate. Through the 

responses I hoped to develop a broad sense of the characters who intended to write their 

lives into the textual landscape of international education.  

As I read through the reflections, patterns began to emerge. Telling someone 

“about yourself” and “your life” meant describing the following six dimensions:  

Table 3 Dimensions of Identity  

 Includes 

Origins  hometown, places lived, other national affiliations, and languages spoken 

Family  parents, siblings, partners, and pets 

Education  elementary, secondary, and post-secondary years 

Interests  sports, reading, community activities, travel 

Work  past, current, and future aspirations, non-teaching & teaching 

Self  descriptors of personalities, traits, or characteristics 

 

These six dimensions of identity appeared consistently, with varying emphases, across 

the body of responses to Question One.  Like similar elements of clothing and 



 

61 

 

accessories, only arranged differently or with variations of colour, these dimensions 

contained similar costume components but with various effects on the eye. Out of these 

dimensions, three larger groupings became apparent: (a) Entrenched Canadian, (b) Co-

Canadian, and (c) Cosmopolitan Educators.   

Group One: Entrenched Canadians 

Responses that fell into this first group included those who described themselves 

in ways they categorized as typically Canadian, or suggested that they had a “pretty 

stereotypical” life. Using the responses that contained words synonymous with this 

construction of typicality, I generated a typology of items and conducted a cross-

comparison of all other responses.  

Table 4 Normative Typology 

 Includes 

Origins  High degree of emphasis: Canadian born, strong geographical ties (rural, 

small town, long term),  

Family  High degree of emphasis:  nuclear, positive influence, vacations,    

Education  High degree of emphasis: chronological descriptors, sequential, 

uninterrupted, geographical shift for higher education, current life situation 

defined by 

Interests  High degree of emphasis: seasonal, interrelated with family life and 

friendships, sports, community engagement 

Work  Low degree of emphasis: part-time or post-secondary 

Self  “typical” or “stereotypical” are used in relation to self, named or symbolic 

Canadian terms used in relation to self 

 

The typology is characterized by specific elements of each of the six identity dimensions 

(see Table 4) and I have labelled it the “Normative Typology” for two reasons: (a) the 

terms “typical” and “stereotypical” are drawn from the responses themselves, and 

highlight the normative assumptions associated with the responses, and (b) the narrative 
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patterns of the responses that reflected items from the normative typology had a high 

degree of internal consistency, further reinforcing these normative patterns.  

The cross-comparison involved detailed coding with items from the normative typology.  

Through the cross-comparison, I identified a number of teacher candidates whose 

descriptions shared similar narrative patterns and plot threads, and read much like Joe’s 

story: 

For me, home is wherever my friends and family are. 

Currently, my home is in Kingston, which is also where I 

spent the first 18 years of my life. I grew up in a household 

with a very healthy family life, a family that included two 

parents and younger brother and a golden retriever. I lived 

a somewhat stereotypical Canadian lifestyle that included 

multiple sports throughout the year; hockey, skating and 

skiing in the winter; soccer and baseball in the summer and 

several others in between. In addition to the sports, our 

summers always included many family camping trips 

across many parts of Ontario as well as the Maritime 

provinces. It was on these trips that I became comfortable 

on/in the water, learned to fish and developed strong 

canoeing and swimming skills. 

Other members of the Entrenched Canadian category portray home as the town or family 

home they grew up in and maintain strong connections to. Kristy describes her 

attachment to her small-town origins and her family, who are “back home” in North-

Western Ontario: 

For me, the greatest challenge about living far away from 

home is the physical distances between me and my loved 

ones.  I am emotionally close to my family members and 

not a day passes that I do not think about them.  My 

parents, my two brothers and my grandmothers are all back 

home, so I find it difficult to be the only one away. 

The responses of Entrenched Canadians are imbued with descriptions of familial 

life, geographical affiliations, extra-curricular interests and educational locations and 
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routines. Jess tells us that she is 21 years old and her “everyday life is typical of that of a 

student, filled with classes, friends, and extra-curricular activities.” Annabelle’s story 

reflects similar dimensions of the normative typology for this category: 

My name is Annabelle and I am 22 years old. I was born 

and raised in Ottawa and I moved to Peterborough to attend 

Trent for my undergrad in the Queen’s-Trent Concurrent 

Education program. I completed my honors in psychology 

and took the required courses to hopefully get my FSL 

(French-second language) when I am done teacher’s 

college. I have one sister who I am very close with and she 

is two years older than me. Family and friends are a huge 

part of my life and are very important to me. My parents 

have supported me all my life and pushed me to reach my 

goals and try new things. I am fairly athletic and I enjoy a 

variety of sports. My favorite sport to play and watch is 

hockey. I also golf, play volleyball, football, field-hockey, 

softball and yoga. I will give any sport a try as I enjoy the 

challenge and competition. I also enjoy the outdoors and 

like to go biking and roller-blading. I spend most of my 

free time in the summer at cottages or camping. I live a 

very high paced, busy lifestyle so it is a nice to relax in the 

peace and quiet for a change sometimes.   

Teacher candidates’ interests featured prominently in their descriptions of who 

they are:  in sports, reading, and community-oriented activities such as Scouts, Cadets, 

Camp Counsellors, charity fundraisers, faith-based or humanitarian organizations.  

Despite the lack of structure in the question asked, many students in the 

Entrenched Canadian category present depictions of their lives and selves that are 

similarly shaped in terms of their structure and selection of topics. There is a normative 

pattern of description that stories the self as: My name is x and I am x years old and was 

born and raised in x. I went to x for university and in my free time I like to x. Jess & 

Annabelle’s responses, like many of the teacher candidates who are in their early twenties 

and their fifth year of university, also highlight that in the first months of the teacher 
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education program, many teacher candidates still articulate their identity in terms of 

being students. They have not yet shifted to thinking about a professional identity.  

Stories in the Entrenched Canadian group varied only slightly. Those responses 

that did not follow the normative pattern included symbolic elements of Canadiana that 

reinforced their belonging in the Entrenched Canadian group. Denise’s response is an 

example of those teacher candidates for whom home may be many things, but those 

many things are still entrenched in what they perceive to be a Canadian identity.  

Home for me is a lot of things. I am at home in Oshawa, I 

am at home at my Dad’s, I am at home at my Mom’s, I am 

at home in Ottawa where I went to university, and I am at 

home in New Brunswick where my family is from. To me, 

home is an abstract concept. I am at home wherever I have 

my family, my friends, and my dog. If I had to describe 

myself to someone, I would identify as strictly Canadian. 

Some say Canada does not have a culture because it is a 

“mosaic.” I do not believe this to be true. I think Canadian 

culture is whatever you associate with “being Canadian.” 

This idea of Canadian culture may change from person to 

person because what Canada means to them may be 

different from what it means to me. And my culture is this: 

Canada embraces all cultures, religions, ethnicities, and 

languages; Canada is polite; Canada does not discriminate 

against you because of your skin colour or because of your 

sexuality; Canada loves hockey, poutine, and beer; Canada 

is friendly; Canada is not one language, one race, one 

religion, one skin colour, or one culture – Canada is 

everyone. 

Only one response from the Entrenched Canadian group alludes to alternative national 

identities, but that allusion serves to underscore the typology that informs and bounds this 

group: 

I am of English descent on both sides of my family, but that 

ancestral tie has been severed by at least five generations of 

my family living in Canada. Separated by geography and 

time, I have always believed that my ethnic identity is 
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Canadian. I feel no cultural connection to England, and if I 

still have family there now, I have no knowledge of them.  I 

believe that the story of our past – our ancestors, our 

ethnicity – is both an inadvertent and intentional myth-

making process. We make conscious choices to remember 

the most palatable version of our past, focusing on what we 

deem worthy and ignoring the rest. This selective past 

informs our cultural, ethnic, and national identity. I identify 

as Canadian and if anyone asks about my ethnicity or 

cultural background, I tell them what I can or embellish 

what I know – it depends on the day. 

The responses of Entrenched Canadians are centred around descriptions of 

familial life, geographical affiliations, educational locations and routines, and symbolic 

representations firmly entrenched in normative narratives of Canadiana.  

Group Two: Co-Canadians 

Several teacher candidates approached Question One through an explanation of 

themselves that featured co-existing national or ethnic origins, including Irish, Iranian, 

Italian, African, Indian, Austrian, Filipino-Chinese, Irish-Polish-Ukrainian, Canadian-

born Korean, Japanese-German, Belorussian, Taiwanese-born-Canadian, Mexican, 

Canadian-Serbian, Dutch, Hong Kong, Chinese, English, British, Hungarian, Mauritian, 

Vietnamese, Pakistani-Canadian. Responses that fell into the Co-Canadian group 

included those who described their lives and experiences in terms that shared dimensions 

of the Entrenched Canadian group but whose self-representations are narrated in terms of 

difference. Key elements of identity differentiate those who fall into the Entrenched 

Canadian group, and these elements have impacted their understandings of home and 

themselves. The prefix “Co” is used to identify those teacher candidates who situate 

themselves as having co-existing national and self-identities.  
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The teacher candidates in this group articulate co-existing identities of difference. 

One TC begins her response to Question One with a description of her “normal,” one that 

some people struggle to understand:  

I am Canadian-Serbian. Sometimes that is hard for people 

to grasp both in Canada, Serbia, and abroad. My friends in 

Serbia see me as Serbian but living in Canada. My friends 

in Canada argue over whether my passport or my place of 

birth is more important. When I go abroad I introduce 

myself as Canadian and later explain that my background is 

Serbian, usually when it comes up especially in relation to 

the origin of my name. Many people I meet struggle with 

the idea that I can be from two places at once. But for me, 

that is normal. I am both and I always will be, no matter 

where I live. 

Aminah also fits into the Co-Canadian group. She was born in Canada and grew 

up in a small town in Southern Ontario. Of Mauritian descent, Aminah says that growing 

up as part of the visible minority in this “predominantly white town” was “challenging at 

first.”  

[B]eing the only ‘brown girl’ throughout my Elementary 

years was a struggle at times. I never really felt like I fit in 

with my peers, but at the same time they embraced my 

difference as it was new and exciting to them. Not only did 

I have a different skin colour, I had a different religion, and 

that was being a Muslim. I remember my classmates being 

fascinated by the fact that I would not eat lunch during 

lunch time or have pepperoni pizza on pizza days because I 

was either fasting for Ramadan, and because of the fact that 

the only meat I ate had to be halal. I was never 

discriminated against, or disrespected because of my 

culture or skin colour, but I guess I never really felt 

comfortable amongst everyone because they were all the 

same and I was so different. 

Even though she was born and grew up in small town Ontario, Aminah’s 

portrayal of her educational experience stands in sharp contrast to those who articulate 
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their identities as “typical.” She details aspects of the self that are closely connected to 

her sense of home and identity.  

Today being 24 years young, I can finally say I am so 

happy to be who I am and I wouldn’t trade it for anything. I 

am happy to have a different skin colour, I am happy to be 

from a paradise island which no one has ever heard of so 

that I can tell them all about it, and I am so proud to be a 

Muslim woman, even through all of the negative 

perceptions of Muslims, and overall I am just so proud to 

be me. 

Aminah clearly articulates the co-existing dimensions of her identity, highlighting 

the balance that these dimensions require: 

Even though I was born [here], and I am a Canadian 

Citizen, I still feel home for me is Mauritius, and home in 

Canada is in [name of small town]. All of my family is 

back on Paradise Island and I have been fortunate enough 

to have gone back to visit numerous times. My mother 

always used to say to my sister and I “You are Muslim 

first, Mauritian second and Canadian last”. I guess she just 

never wanted us to forget our roots, and not be completely 

influenced by Western Culture. My parents did an amazing 

job raising my sister and I in the society we grew up in. 

They gave us all the freedom we could ask for but we 

always knew where to draw the line. We still had our 

responsibilities to our family, our religion, and our culture, 

but as time went on it was easier to find a balance between 

everything in life.    

Aminah draws connections between her own sense of difference and the contribution she 

can make as a teacher: “It’s differences which make classrooms, society, and our world 

an exciting and intriguing place, and I am so happy to be able to contribute mine.” 

Other teacher candidates also describe the co-existence of national affiliations and 

identities. Another teacher candidate who was born and raised in Eastern Europe, and 

says that for her, “home is Belgrade (the capital of my country)” and the university and 
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town in Canada where she studied for her degree. “All those come as one.” Yi, who was 

born in China and immigrated to Toronto at age 11, describes this co-existence: 

Up until this point, my life is split exact in half between 

China and Canada. Having bipolar cultural experiences 

from the two countries, I consider myself fortunate to have 

tasted both sides of the world. The embodiment of two 

cultures is allowing me to perceive the world with a very 

open mind and treat every individual with respect. I 

consider Canada as my country of residence and China my 

mother country.  

Similarly, Winnie came to Canada at age 15, and proclaims her devotion to both 

her country of birth and her country of residence. Like Aminah, having family in another 

country strengthens Winnie’s connections to another home. 

I love Canada with all my heart yet I would still call Hong 

Kong my home! There are a few reasons to how I have this 

feeling, it’s because I still hold the Hong Kong passport so 

I still feel that I belong to the country. Another reason why 

I would still consider Hong Kong as my home is because 

my family members all live in Hong Kong, therefore I 

would have to go back once in a while to visit and that 

makes me feel like I am going home. 

Within this group of teacher candidates, co-existing national affiliations are 

expressed as catalysts for understanding cultural difference. Faridah tells us: 

I am a Pakistani who was born and raised in Edmonton….I 

have travelled to many countries and because I am both 

Canadian and Pakistani I feel like I have a lot of experience 

in dealing with ‘different cultures’.    

For Ales, an immigrant to Canada in her teens, the balance of co-existing national 

and geographic homes is negotiated within the space of the family: 

The idea of ‘home’ was always a blurry one because for a 

while I considered Belarus to be home, but that created 

questions about where Canada fits in that equation, and if 

home is in Canada, then is it Toronto, or is it Montreal (the 
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two cities I’ve lived in)? I came to realize that home is 

where the family is; I have a home in Toronto, with my 

parents, and my husband and I have a home in Montreal; I 

also have a home (and a gorgeous cottage) in Belarus, 

which will always be there for me, whenever I visit.  

Ales accords her willingness to explore the world to the Canadian aspect of her identity: 

Canada is a great example of all kinds of different people, 

from various countries, living together in a peaceful way 

(most of the time), and I am one of those people. My past 

and my culture shaped my childhood, but Canada helped to 

continue nurturing, respecting and encouraging my growth 

in all kinds of directions.  

Ales sees the desire to “explore the world, learn about other cultures, experience 

challenges other countries face” as the “Canadian aspect of who I am.” 

Within this group, Co-Canadians, the lived experience of difference and 

dimensions of nationality informed their sense of home and identity. Co-Canadians’ 

perceptions of home and identity place emphasis on their Canadian citizenship, but also 

narrate their affiliations with geographical spaces beyond Canadian borders or personal 

identities outside the normative typology of the Entrenched Canadian group.  

Group Three:  Cosmopolitan Educators 

The third group of teacher candidates are called Cosmopolitan Educators to 

reflect a set or responses with (a) eclectic narrative patterns, (b) a fluid sense of home 

(while doing, while being, while experiencing the world), and (c) narrative expressions of 

themselves as educators. The teacher candidates in this group narrated their sense of 

home in non-normative alternatives to the Entrenched Canadian typology and situated 

themselves globally rather than co-culturally. Their responses frequently indicate 

extensive periods of travel or employment in other countries, and highlight how those 

experiences have changed their perspectives and placed them in relation to a teaching 
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life. Within the group of Cosmopolitan Educators, there is also a sub-group of home-

seekers whose desire for a professional home was inspired by overseas experiences and 

resulted in their return to Canada to pursue a Bachelor of Education. 

How Do Teachers Narrate Cosmopolitanism? 

In his response, Max highlighted complex aspects of identity that moved beyond 

the template offered by those in the Entrenched Canadian or Co-Canadian group. 

Although there are dimensions of his response that would have warranted placement in 

either of the other groups, Max’s identity is rooted in what he does and hopes to do. Max 

describes himself as a musician and an educator, roles he will be at home within no 

matter where he is. Max does not describe his family or education to contextualize his 

origins, he simply says: “I am originally from the City of Toronto but I would like to 

eventually practice teaching all over the world because I truly believe that education is a 

universal activity where we all have lots to learn from each other.”  In interactions with 

others from another culture, Max identifies superficial symbolic elements but emphasizes 

embodied traditions and customs as reflections of his Canadian identity. 

If I were to introduce myself to a person from a different 

country or culture than me, two things I shall proudly hold 

are a Tim’s mug and a Maple Leaf backpack. Although I 

am not so much of a hockey fan, I can definitely explain to 

them how the game works. Through my interactions with 

them, the mix of my Chinese traditions and Canadian 

customs will most likely shine through. That I feel will be 

my biggest contribution to exposing the Canadian culture to 

a foreign culture. The Canadian culture is made up of so 

many intricate yet inseparable elements that make us the 

most multicultural country in the world. By living in 

Canada, I feel that my life is not surrounded by boundaries 

but is instead encircled with boundless opportunities. 
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Max, a self-described “dreamer,” articulates an integrated sense of identity that positions 

him at home in the world as a teacher and performer. As a Cosmopolitan Educator, 

teaching abroad is a way of combining his personal and professional goals, and living his 

dreams in the world.  

Other teacher candidates also position their identity within global frames of 

reference and connect it to their educational aspirations. Katie’s story of herself has an 

emphasis on travel as a determinant of identity: “My travel experiences make up who I 

am and what I place value on in my life….[they allow] me to grow as a global citizen and 

inspire my future students to do the same.” Like many other teacher candidates who have 

travelled extensively, lived abroad, or moved often, Katie considers herself changed by 

these experiences: 

Going to school, church and living in (another country) 

gave me a whole perspective on what it means to be in a 

different culture.  Since that experience, I have been able to 

appreciate the opportunity and learning experience that you 

can get through travelling.  I’ve been able to take this 

attitude and use it for when I travel, both outside of and 

throughout Canada.  I have explored and learned from 

experiences in Aboriginal communities in northern Canada, 

poorer communities in Venezuela, and the different 

lifestyles in Australia.  All of my experiences have allowed 

me to value the diverse and many cultures that make up the 

global community. These values have now integrated 

themselves into my everyday life. 

Similarly, James has lived in two different provinces and in Asia for nearly two 

years as the child of an international educator. He describes his life as “one of transition 

and distance” and says “home, for me, has been many different places.” Jenna describes 

how “I have been very fortunate in my life in the sense that I have had the opportunity to 
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call many places home.” Jenna has lived and studied in six different schools in three 

countries, and has “adopted all these places into my repertoire of experiences.”  

Many of the teacher candidates in the Cosmopolitan Educator group have lived 

outside Canada and referenced the impact of these experiences on their decision to 

become teachers and on their sense of home and identity.  

During my travels to other countries including Scotland, 

the United States, South Korea, Vietnam, China, and 

Thailand, I have had many wonderful experiences.  I really 

like being immersed in different cultures and seeing how 

the rest of the world live.  Overall, I’m a very friendly 

person that loves to smile.  I am fortunate to be alive after a 

few accidents in Asia.  They serve as a reminder to live 

each day to the fullest and embrace the pleasures of life.  I 

love sports, people, and am excited to continue my journey 

to travel and teach. 

Shifting Locations: Finding & Validating a Professional Home 

Within the Cosmopolitan Educators, there was evidence that prior experiences 

outside of Canada significantly influenced one sub-group of teacher candidates. Members 

of this sub-group have already taught abroad and their experiences inspired their return to 

Canada to seek a professional teaching credential. Teacher candidates in this sub-group 

shared narratives of “home-seeking” journeys that took them beyond their small town 

origins and Entrenched Canadian upbringing. Ned, for example, described how his entry 

into international education marked a shift in location from Entrenched Canadian to 

Cosmopolitan Educator:  

[M]y parents bought their first home in [mid-size town], 

Ontario, when I was the age of 3. That is the home I grew 

up in and is where my parents still live today. My 

childhood was enriched with sports, similar to the lives of 

many young boys in Canada, with my main sports being 

baseball and hockey. 
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From Ned’s narration above, it is clear that elements of the normative typology are 

present in his response. Below, Ned shares how his desire for a professional home 

influenced his decision to move beyond national boundaries:   

[A]fter a few years of trying different careers, I went 

overseas to Hong Kong to teach English. That is where I 

found my love for teaching, and also gained an invaluable 

perspective on the world from travelling and seeing places 

outside of Canada. I have just recently come back to 

Canada to complete my Bachelor of Education degree and 

further my teaching skills and my career.   

Another teacher candidate, Lori, grew up in small town Ontario, and like Ned she 

returned to university for a B.Ed after working at other jobs and teaching English in Asia. 

While overseas Lori did some “incredible things” that she “had never pictured herself 

doing” and hopes to teach abroad again. Lori and Ned’s experiences overseas were 

influential in their decision to become certified teachers, and so were Laura, Jon, and 

Hanna’s. Laura’s opportunities to travel and teach abroad led her to study for her B.Ed, 

and she hopes to return to an international teaching opportunity after gaining professional 

certification. Jon returned to university after classroom experiences in Scotland helped 

him find his professional calling:  

I was doing a puppet play at the school with the children.  

During the play a head fell off our main character, and the 

audience started laughing.  Two things happened that day. 

One, we fixed the head on the puppet and the play was 

successful.  Two, I knew from that moment on I wanted to 

teach.   

Similarly, Hanna tells us that:  

The decision to leave my comfort zone in Toronto, Canada 

and move to the opposite end of the world was the best 

decision I have ever made. It was due to this experience 



 

74 

 

that I realize how much I loved teaching and how much I 

want to work towards becoming a qualified teacher. 

Emma also describes the comfort zone of her childhood in ways typical of Entrenched 

Canadians, but highlights the change that occurred when she left her farm in small town 

southwestern Ontario to teach in China. Emma’s story shows how teaching abroad 

altered her sense of home: 

[T]hroughout my travels I gained some invaluable insight 

into where is home.  I discovered for me home isn’t a place 

I can pinpoint on a map that is simply where I’ve lived.  

Home for me is with people who have touched me and 

made me feel welcome and even if I’m not actually part of 

their family they still make me feel that way.  I’ve lived in 

4 countries and travelled to 16 and I now have many homes 

which I don’t get to visit as often as I would like.  When 

trying to describe myself to someone from another country 

I tell them I am Canadian because that’s what my passport 

says.  I also tell them I have been very fortunate to live and 

travel to many places.  I’m a bit like a tree always growing 

in some way, with my roots spreading around the world. 

And finally, meet Nick, whose story echoes that of the home-seekers described above. 

Nick is in his thirties, and first left Canada at age 19. He attributes his decision to leave 

Canada right after high school to a difficult home life, and calls it “a journey that would 

change my life forever.” After living and working at various jobs in many countries, he 

found himself returning “to Canada to get educated. Through my travels I realized how 

important it is to have an education and to have a job you love.” After completing an 

honors degree, Nick went abroad again, this time to teach in Korea. “My plan was to go 

for a year and that year turned into four. It was an incredible experience and I owe a lot to 

Seoul. I met the love of my life there, and we are here together at Queen’s in the same 

program! Isn’t life grand!” Nick’s story is similar to many other teacher candidates who 

were in search of a professional home or knew they wanted to experience other ways of 
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life. For this sub-group of home-seekers, they discovered a love for teaching and returned 

to Canada to pursue a teaching credential after travelling, working, or teaching English as 

a second language abroad.  

The teacher candidates in this sub-group exemplify a group of Canadians whose 

sense of home and identity has been shaped by their professional identities as teachers in 

the world. For many, their sense of home and professional identity has been altered after 

an overseas teaching experience: (a) they have decided to become certified teachers, (b) 

they have returned to university in order to gain certification, and (c) they have an altered 

sense of home based on their experiences living and working overseas.  

In addition to the three groups that emerged from the analysis of this question, 

other dimensions surfaced across the collection of responses and are discussed here. They 

are (a) rural to urban cultural shifts and (b) privileged learners in the world.  

Shifting Locations: Rural to Urban Cultural Shifts 

Across the three groups that emerged, geographical movements across rural-urban 

spaces were presented as a distinct type of shift. In describing her transition to France, the 

language, food, or other cultural differences are not the focus of Jenna’s account. Rather, 

Jenna references the “culture shock” of living in a “population of less than 400 people,” 

noting how “very strange” it was to have such an individualized school experience and 

not worry about postal codes for letter delivery.”  It is the marked difference between 

rural and urban spaces that comprises a cultural shift Jenna had to make.  

Rural to urban cultural shifts are a frequent theme within the responses. Britta 

highlights the move from a rural area to a university town: “Since I come from a small 

town venturing to Queen’s was a bit of a culture shock in terms of meeting the diverse 
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community of students.” Another teacher candidate, Armando, who is originally from 

Mexico grew up in Manitoba but it was his movement from the prairies to Toronto that 

he highlights. Armando describes his transition from a rural to urban centre as “difficult 

for me, even though it was within Canada, there were huge cultural differences.”  Kristy 

also comments on the “minor culture shock” she had moving from North-Western 

Ontario to Ottawa for university. Being away from family is a challenge, but leaving 

home is an inevitability for many rural students. Kristy doesn’t see herself returning 

“home” to northern Ontario, because “I know that I have to satisfy my curiosity about the 

world….remaining physically (distant) from my family while fulfilling my own dreams 

will be one of my greatest challenges in life.” Of the 67 teacher candidates whose 

responses comprise this portion of the data, 30 described themselves as being from small 

towns. Frequently they left those towns for further education and expressed wanting to 

see more of the world, to experience different cultures. Given the frequency of this 

commentary within the body of responses, this dimension is highlighted as an analytical 

dimension for future chapters.  

Traits of Journey-Makers: Privileged Learners in the World 

While not many of the teacher candidates in this course highlighted particular 

aspects of the self in response to Question One, there were similar traits and 

characteristics evident in the responses of those who did: curiosity, flexibility, and a 

desire to learn about the world by experiencing it. Many students highlighted privilege as 

a dimension of their own lived experience in diverse geographical locales or as children 

of mixed cultural backgrounds. For those who came from mixed cultural backgrounds or 

had already lived in and experienced other cultures for extended periods of time, this 
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privilege is highlighted by the use of words like privileged, lucky, fortunate, and blessed. 

Teacher candidates also drew connections between these experiences, their professional 

aspirations and their sense of home.  

Armando establishes his identity as a learner in the world: “Overall, I see myself 

as a continuous learner in all aspects of life with an insatiable appetite for the unknown.” 

Some students attributed their curiosity to international family connections: Kenda’s 

“mom was born in Columbia and grew up in South America,” and this family connection 

sparked her desire to study abroad, her love of languages, and her interest in teaching 

English Language Learners in South America.  Dana also outlines the influence of family 

on her interest in teaching internationally and her flexibility. Her parents are Filipino-

Chinese and Irish-Polish-Ukrainian, and “My dad has always jokingly said that I am a 

‘world citizen’ because I am such a mixture, but I really do feel blessed with a unique 

experience, perspective of the world around me.” 

Jenna, a self-described “native-born Canadian” has attended schools in Richmond 

Hill, Toronto, Evreux, France, Kingston, and Coventry England. “I have been very 

fortunate in my life in the sense that I have had the opportunity to call many places home.  

I’ve adopted all these places into my repertoire of experiences which I would not give up 

for anything, and I believe give me invaluable experience to relate to those just coming to 

Canada or who I am visiting abroad.” Another TC writes: “I have had a privileged life 

growing up. My background is a mix of many different cultures and my experiences 

travelling abroad and to many different countries has really defined me as a person. My 

father is African and my mother is Indian. I was born in U.A.E but have spent now the 
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majority of my life in Canada.”  These students highlight how fortunate, or privileged 

their background and experiences make them feel.  

Students expressed that it was the privilege of learning from diverse experiences 

rather than the accumulation of material goods that is invaluable. Christina writes: “I 

don’t care about money or material things. I enjoy people and am very open minded. I 

love education and, if I could afford it, I would take one degree program after another, in 

various universities, and just keep learning things I am interested in.” Similarly, Dana 

loves “learning about other cultures and I really love learning other languages.” Peter’s 

interest “in teaching internationally comes from my unquenchable thirst for knowledge.”  

Being curious and flexible are traits that many teacher candidates in the Educators 

Abroad elective expressed as part of their personal and professional identity.  Lori is 

happiest when “trying and learning new things, meeting new people and exploring new 

cities.  I love to be outside of my comfort zone, in countries and cultures that are 

completely new to me; there is so much to learn from these experiences, as well as so 

much to teach.”  Jon describes himself as easy going, and Annika writes that she is “very 

flexible and adaptable, therefore can easily transition into new environments and places.” 

In some cases, these traits distinguish them from their family members or give 

participants an altered sense of their home in the world. Kristy says that she is at home 

with her flexibility and curiosity: “I have never been the type to walk a direct-line path 

and I am comfortable with that.” Thomas further describes his altered sense of home: 

Home is no one place for me, but I know what it feels to 

leave it and return to it. I think it’s good to embrace 

homesickness every now and then. Even swim in it. Gotta 

get away from home to be able to see it.  
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Leigha describes her life as shifting across geographical planes: “I don’t 

necessarily feel like I have a geographical home. There is no town where I know 

everyone; there are no places that I claim to be my own. Instead I live my life one day at 

a time, and collect friends and experiences like shells on a beach.” Collecting friends, or 

building relationships, is a key part of the lives these future educators have lived or 

imagine. Annika describes her flexibility, curiosity, and desire to build connections: 

Personally, having lived in multiple countries before provided 

me an exposure to people of various cultures and backgrounds. 

Therefore, when I introduce myself and describe my life to 

someone from another country or culture, I try to look for 

commonalities and relations and start from there. I find talking 

about food and family helpful to share experiences and build 

relationships. I am also very open to trying new things and 

experiencing different cultures. Despite language barriers and 

differences, a connection can always be established. 

Annika notes how these traits facilitate fluid transitions between different places, 

and inform her articulation of where she is from:  

I am very flexible and adaptable, therefore can easily transition 

into new environments and places. Therefore, when asked the 

question “where are you from?” I often answer with what makes 

most sense. In this case, I am from Toronto because I spent 6 

years in Toronto prior to Kingston, while my immediate family 

resides in Hong Kong. 

In this section, the traits of curiosity, flexibility, and a desire to learn about the 

world by experiencing it are highlighted by students who perceive their own diverse 

cultural or geographical experiences as privileged. These traits are connected to a 

willingness to leave Canada and to prioritize the collection of diverse experiences over 

the accumulation of material goods. Learning from others and building relationships are 

noted throughout this section.  
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Why Do Teachers Consider this Journey? 

In the final weeks of the B.Ed program, teacher candidates were asked to reflect 

on their aspirations as they neared the completion of the course and embarked on next 

steps. By asking teacher candidates to narrate their explanations, character motivation 

was used as a tool for both the expression of their motivation and the analysis.  Each 

candidate’s response was analysed individually within the context of their responses to 

other questions and in relation to other teacher candidates’ responses. The question was: 

Question Two: Tell us about whether you intend to teach 

internationally after taking this course & finishing your 

B.Ed. Explain why you plan to teach internationally, or 

why you might not. 

Out of 67 responses, 24 teacher candidates indicated that they had secured jobs 

internationally, 25 were planning on accepting jobs overseas, 12 were hoping to teach 

overseas but not immediately, and 6 were not sure whether they would teach 

internationally.  

Staying home 

Of the 13 teachers who indicated that they would not teach internationally 

immediately after their B.Ed, most indicated personal reasons as immediate obstacles. 

Reasons given included strong family connections or commitments, plans for future 

study, non-teaching partners, or a lack of mental or emotional readiness.  The five 

teachers who were not sure whether they would ever teach abroad expressed professional 

reasons for their indecision, including: a strong desire to establish a teaching career in 

Canada, uncertainty regarding their professional future, feeling that teaching overseas 

would not be the right personal or professional fit, and the decision not to pursue a career 

in teaching. 
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Who Goes? Leaving Home to Teach 

The majority of respondents indicated that they would be leaving home to teach in 

the next year. This decision was described as (a) a temporary decision made with the 

specific hope that local job prospects will improve in the next two to four years, (b) an 

open-ended decision that would be re-evaluated after an initial experience, and (c) a firm 

decision based on a desire to establish an overseas teaching career. Teacher candidates 

expressed their intentions to teach internationally in motivational combinations that 

included various push and pull factors. These factors were grouped into two dimensions, 

professional and experiential, and are explored below.   

Several teacher candidates identified professional motivations for seeking 

overseas teaching positions. Poor local job prospects, lower status entry positions, and 

systemic issues were considerations for teacher candidates who are leaving home to 

teach. For some, an uncertain job market and the prospect of not practicing the profession 

for which they have prepared outweighs the desire to teach in Canada. Aminah, who 

accepted a two-year contract teaching internationally, describes the professional 

uncertainty she faces after graduation: 

Being open and flexible is important in this employment 

sector. My contract lasts for 2 years, after which time, I am 

not sure where I will be teaching. Eventually, I would like 

to teach in Ontario. However, with the current Ontario job 

situation, another few years of international teaching might 

be in my future, which I am very open to.  

The prospects of unemployment in teaching or underemployment in teaching are 

at the forefront of teacher candidates’ decision-making. The nature of the job market and 

the obstacles to entry are formidable detractors for young professionals looking to 
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establish themselves within their chosen careers. Current market conditions affect their 

decision, but there is hope that the employment situation will improve. 

[One] reason is the job market in Ontario. Not just the job 

market, but the new hiring practices as well. I don't want to 

spend the first several years of my career being a substitute 

teacher or going from LTO to LTO. While I realize I will 

have to do this eventually, I am quite eager to get a 

classroom of my own and hone my teaching skills through 

the best possible method: practice. 

A strong desire for “a classroom of my own” was expressed by a number of 

teacher candidates who see international classrooms as an opportunity to avoid the 

“game” that pursuing a job in Ontario entails. Teacher candidates differentiated between 

the immediate status and professional opportunities afforded by full-time overseas 

teaching versus uncertain substitute or occasional teaching locally. From their responses, 

teacher candidates revealed a sense that if they were not going to be able to establish a 

teaching home in Ontario, then leaving home to teach was a viable temporary decision 

with additional benefits of travel and cultural exposure.  

The opportunity for a temporary yet expansive experience of travel and teaching 

prior to “settling down” was presented as another motivation for teaching internationally. 

Being young, single, and having no obligations to stay in Canada are part of the decision 

for some teachers:  

Since deciding to go into teaching as a career, I have had 

my sights set on spending at least the first several years of 

my career teaching abroad. There are several reasons for 

this I suppose. The first, and most important, is that I want 

to travel and experience that which I may not be able to in 

Canada. Especially while I’m young enough not to have 

anything seriously tying me to Canada.   
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For some teacher candidates, the benefits of overseas teaching are more appealing 

than teaching in Ontario, and they have made the decision to carve out a long-term 

professional career internationally. In describing his decision to become a career 

international teacher, Joe was both specific and clear about the professional and 

experiential motivations that impacted his choice: 

Upon completion of my B.Ed I will begin a career teaching 

overseas. This July I will be moving [to an American 

curriculum school in South America]. I have made this 

career choice with several contributing factors in mind. I 

am very excited to be able to combine my interest in travel 

with a teaching career.  I look forward to being able to 

explore new places and cultures while developing my 

professional skills.  Further to this, at the stage of life I am 

currently in, the opportunity to work in a school for 2-4 

years and then move to an entirely new part of the globe 

without negatively affecting my career is particularly 

appealing. 

After spending two semesters learning how to teach 

Ontario curriculum, I have confirmed that I actually have 

little interest in teaching it at this point in time.  I am very 

excited to be going to a school that has a much more clearly 

laid out and easy to follow curriculum program which 

provides more consistency and continuity between grade 

levels AND individual classes. 

In my own, albeit limited, experience I have been 

disappointed in the lack of collaboration that I have 

observed between teachers in my practicum placement 

school.  I am very excited to be going to an International 

School that actively promotes a collaborative culture. 

I am excited to be working in a school that has invested 

into increasing technological integration in the classroom.   

Aspects of professional autonomy, “unreasonable” curricular expectations, and a 

desire to experience educational alternatives were cited as motivational factors. For some 

teacher candidates, negative practicum experiences in Ontario schools were given as 

reasons for teaching overseas, including negative perceptions about institutional culture. 

For instance, Armando felt that his vision of teaching, where learning is done “with each 
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other rather than a transmission model,” was met with “resistance” during his practicum 

experiences at Ontario schools. Laura describes her preference for single subject teaching 

in elementary grades, which she experienced during her alternative practicum 

internationally. Conversely, she says, in her Ontario practicum “I found it very 

overwhelming during practicum to ensure that all curriculum requirements for all 

subjects were met and that each lesson during the day was engaging and meaningful.”  

Other teacher candidates also noted their perceptions of the differences between Ontario 

schools and international schools as influential in their decision-making: “When I was at 

the International School of Brussels (ISB), I learned a lot about the amazing collaboration 

that exists at international schools, which really sealed the deal for me.” 

For those teacher candidates who expressed a desire to establish an international 

teaching career, the role of the Educators Abroad course, the support of the Career 

Services Office, an alternative practicum at an international school, and the experience of 

participating in the Teachers Overseas Recruiting Fair were influential. Through 

experiences teaching at international schools, interacting with professionals who had 

chosen this journey, as well as becoming familiar with the options available provided 

students with a model of career teaching internationally: 

[A] career really can be built on teaching at international schools 

and it is possible to see the world by doing so. By speaking to 

recruiters and experienced teachers, I learned a tremendous 

amount about what my future options are and things I can do to 

make a career of international teaching. The last eight months 

have been a whirlwind of pedagogical inquiry and practice that 

will inevitably direct the course of my path in life. 
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Conclusion 

Narrative data from teacher candidates enrolled in a Bachelor of Education 

elective designed to prepare them for teaching abroad revealed three groupings with 

various motivations for leaving home to teach. Across the three groups, teacher 

candidates’ responses highlighted traits of flexibility, curiosity, and a desire to learn 

through diverse experiences. Shared themes from across the three groups also highlighted 

personal identity shifts as they made rural-urban movements on the geographical 

landscape and characteristics and descriptions of themselves as privileged learners in the 

world.  

Group One, Entrenched Canadians, described their geographical rootedness and 

categorized themselves as “typical Canadians.” The Entrenched Canadians’collection of 

narratives included similar experiences, chronologies, and trajectories associated with 

normative patterns of identity expression. For many students in the Entrenched Canadian 

group, “The most basic explanation for teaching abroad is due to the lack of teaching 

positions in Ontario and Canada.” This category of teacher candidate sought an interim 

overseas experience prior to establishing a teaching career in Canada. For all groups, a 

lack of positions locally was an opening to the possibility of a combined travel and 

teaching opportunity. Many of the students who fell into the Co-Canadian and 

Cosmopolitan Educator Groups felt that teaching overseas was an opportunity for 

independence, for sharing elements of culture, and for gaining professional knowledge. 

Annika tells us: 

I am interested in different cultures and getting to know 

different educational systems. Students are always going to 

be interested in their teacher’s background and where they 

came from, so I would love to be able to share with my 
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students my background and where I came from as well as 

get to know and understand my students’ cultures…..I 

would like to make use of my time as a single woman to be 

free and travel to the places I want to before I settle and 

step into my future. I believe each step of life is challenging 

yet exciting, and I would like to make use of any 

opportunities in front of me and gain as much experience as 

I can.  

For Annika and others, the possibility of teaching internationally was seen as a first step 

prior to establishing a more “settled future.” However, for the career international 

teachers, the end of the Bachelor of Education program was the beginning of an extended 

journey of leaving home to teach. Career international teachers fell into Group Three: 

Cosmopolitan Educators. Their experiences and perspectives are informed by 

professional identity, family status, geography, and mobility. The Cosmopolitan 

Educators’ experiences in schools and outside Canada have impacted their 

understandings of home and themselves.  Cosmopolitan Educators see international 

teaching as a journey of opportunities to build connections and learn about others through 

diverse experiences. In the next chapter, Teaching Abroad, we learn more about how 

teacher candidates’ narratives of leaving home feature in the stories of international 

educators currently engaged in the journey of international teaching. 
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Chapter 5 Teaching Abroad 

I set off on a journey that would change my life forever. (Scott) 

I went for one year…and I knew within a month of being there 

that one year wasn’t going to be enough. (Heather) 

My plan was to go for a year and that year turned into four 

(Nick) 

I always thought I would do one year and come back: I ended up 

staying for seven. (Carolyn)  

In this chapter, the stories of thirty-three overseas educators further inform our 

understanding of the journey of international teaching. From these participants, who 

enthusiastically and generously indicated a desire to share their stories, I was able to meet 

Canadian international educators embarking on the journey of international teaching for 

the first time and those who have made the journey a life. In this chapter I share their 

motivations, perspectives, and experiences. I also suggest new categories for thinking 

about and framing future research with Canadian educators who teach internationally.  

Who is Teaching Abroad? 

Of the thirty-three Canadian teachers’ whose responses story this segment of the 

journey, eight were experienced Canadian teachers with no previous international 

teaching experience, seven were teachers with both Canadian and overseas teaching 

experience, nine were experienced overseas teachers who had not taught in Canada, four 

were teaching overseas for the first time, and five were experienced overseas 

administrators. From these stories five main characters emerged: early entry 

internationals, educational sojourners, late entry international educators, career 

international teachers and outsider internationals. The descriptions below highlight 
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salient characteristics that depict Canadian educators on the journey of international 

teaching. 

Temporary Internationals   

I want to go to back to Canada eventually. So for me no 

matter where I go to teach, it is only temporary.  

At first I called this category “immediate educators” because these Canadians want to 

work. Now. But they aren’t always sure they want to teach, they sometimes just have no 

desire to wait for their first fulltime jobs, they don’t want to be on supply lists, they aren’t 

sure that they actually want to teach forever, they want to travel, or they have debt they 

need to pay off. They may or may not have a teaching partner or children, and usually 

they don’t, but are willing to go international to get their own classrooms. They are often 

at the beginning of their careers, just out of a Bachelor of Education program, focused on 

the moment and plan to go overseas for an initial contract and see how it goes. Some 

temporary internationals decide that they want to stay overseas longer, and they quickly 

transition to what I describe below as career international teachers. Some temporary 

internationals make a decision in their first contract that they want to continue overseas 

indefinitely; they make the transition to career international teachers and the 

characteristics of temporary internationals no longer apply. However, for those 

characters on the journey who decide to work overseas for a few years then return to 

Canada and start a family and settle down, their journeys are temporary, and 

circumscribed.  

Within the range of characters who can be described as temporary internationals 

there was a discourse of liminality that emerged in their self-descriptions. Their 

encounters in the international sphere are depicted as transient and unanchored in the 



 

89 

 

local spaces they inhabit. They share characteristics with the Entrenched Canadians from 

Chapter Four, and while they have shifted geographical locations they remain characters 

essentially unchanged by their journeys. Their current lives are portrayed as surreal, and 

removed from what they imagine their lives should or will be. For temporary 

internationals, abroad is not home. As one temporary international noted, she plans to 

follow her initial contract with “one more year.  I am ready to go home and start to build 

what you’d call home. And start my life.” Temporary internationals were characters on 

the journey who expressed that “real life” is somehow delayed or separate from their time 

overseas.  

Dimensions of the institutions in which teachers worked sometimes affected this 

perception. Teachers at schools that catered to multiple grade levels more frequently 

described a community feeling co-created between students, teachers and parents. 

However, teachers who taught in programs that catered to upper level students who enroll 

in condensed Ontario Secondary School Diploma (OSSD) programs were more likely to 

portray themselves and their colleagues in ways that fit with the characterization of 

temporary internationals. Some participants suggested that one-year contracts influenced 

higher rates of teacher turnover and difficulty establishing a strong sense of community. 

One teacher noted that the high turnover of teachers and lack of opportunity to build 

sustained relationships with students meant that she didn’t feel like she was at a “real” 

school: 

[I]f I was to go home, and work at a school at home, that is 

a real school because that is where I am building my life. 

People live there, that is what they are doing. It’s not kind 

of a transient sort of lifestyle.   
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Across the cast of characters I interviewed it became apparent that setting influenced 

stories of the journey. For some teachers in condensed OSSD programs there was a sense 

of suspended reality that was described as a setting unlike other schools that have their 

own campus and “a PA system and a cafeteria and everything.” The built environment of 

the institution acted as a familiar signal of what was a “real school” to these teachers. 

Teaching at an institution that has just one Canadian program among a host of other 

programs geared to prepare students for university-level study felt “very much like 

university” for some teachers: 

I consider at this point in my life, this is very much an 

extension of university for me. I find that at this school it's 

a very transient staff for the most part. [Our school] is a 

little bit different than [another school nearby] and they’ve 

got more long term teachers that teach up there.  

Dale shared how the existence of one-year contracts for teachers where she works means 

that “it’s Canadian teachers in and out…there are 60 of us total and a lot of it is 

constantly turning over.” Age has an impact on how characters approach the journey, and 

the extended university feel is sometimes attributed to the fact that there are “a lot of 

young teachers.” This creates what returned educator Meg described as a “dorm culture” 

and what Dale confirms is akin to university life: 

I very much consider this kind of still the university 

experience where you’ve got so many friends living in such 

a small area with the same sort of schedule and the same 

sort of interests. That and honestly with my moving houses 

and apartments it is still very much like the university 

lifestyle where you [have roommates] and are moving and 

everything is kind of temporary. So for me right now it is 

just kind of like an extension of like...that like I have not 

started real life yet. 



 

91 

 

An interesting difference between temporary internationals and other characters on the 

journey of international teaching is their perceptions of one another. Educational 

sojourners, late entry international educators, and career international teachers all 

commented on the differences between the social dynamics of young single teachers in 

comparison to couples and older teachers. In the interlogue below, late entry international 

educators narrate these shared perspectives from one point of view. 

Interlogue: Portrait of the International Teacher as a Young Person 

I have had many discussions with other people who have retired and come over here 

later, and who have been here for a while. And it is very interesting how the young 

people perceive this job compared to people who have actually worked in Ontario. For 

the people who have not worked in Ontario before, this might be their first job and they 

have only known the world overseas. It is very different. And their mentality is very 

different, and their personal social life is very different from what it would be in Canada. 

The biggest difference I think is in, it is almost an extension of the university as a party 

time, an amazing amount of drinking on a regular basis, every weekend definitely. A lot 

of times during the week. And I am amazed at the amount of alcohol that is consumed 

here. I have talked to other people who have gone to different schools internationally, 

and they say that that is kind of a lot of what happens with international teachers, unless 

they have families. They consider it a party time, and they are always out drinking, and 

they socialize and … I know they would not be doing this in Canada, if they were in an 

Ontario school. First of all it wouldn’t be the perception, and the whole attitude of your 

life would be very different. But this is almost like a continuation of the university party 

time. And it is almost as if it doesn't really matter what they do here, because it is not for 

real. You have some teachers who are dedicated international teachers, but some of them 

are just putting in time and just doing this for the travel and the fun and then they will go 

back to their real life, it's just very different on that social level.  

 

The interlogue above incorporates elements of description from more than one character 

on the journey. As the combined voices of the interlogue express, there is a category of 

young, temporary international who are professional in their work lives but who do not 

inhabit the role of career international teacher. Their time on the landscape of 

international teaching is a temporary travel to a work and play opportunity, and their 

“real lives” will only be established when they return “home.”  It is important to note that 
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not all young teachers fit into this category, but the presence of these characters on the 

journey echoes associations with another enduring stereotype of an imperialist colonial-

expatriate drinking culture (Burgess, 1992; Fischer-Tin, 2012). It is also important to 

emphasize that some journey seekers who planned on temporary overseas contracts found 

a professional and personal home on the journey and established their desire to continue 

overseas rather quickly. Across the cast of characters who storied their journeys, many 

described their initial entry into international teaching as a temporary solution to 

employment, but they discovered along the way a desire to extend their contracts and 

make their “real” lives overseas. These characters are described below as career 

international teachers.    

Career International Teachers 

Several of the teachers who shared their stories with me have made a career of 

international teaching. Some career international teachers were at the beginning of the 

journey but knew that “this is for me,” others were rising through the ranks and 

establishing themselves as administrators on the circuit, and some were nearing 

retirement after more than three decades of teaching. Although their experiences and age 

ranges are diverse, their reasons for going overseas are similar to those offered in Chapter 

Four. Here are some of their stories. 

Earl, a career educator in his sixties, was described as “an absolute gentleman” by 

his principal at a large international school in Kuala Lumpur. A prairie boy originally, 

Earl and his wife began their international teaching careers in the 1970s. It was a time 

when there were very few international schools globally, and Earl “had no idea...I really 
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didn’t know that these types of schools existed.” He describes their entry into the 

international circuit as just happenstance: 

My wife was at the university doing some course work. I 

was finished and she basically brought home a poster off 

the bulletin board. There was no internet at that time. So it 

was literally a poster called Friends of World Teaching and 

for a dollar per country you could request and they would 

send you addresses of international schools. So we sent off 

about 40 letters, painstakingly handwritten or typed or 

whatever, but still certainly not like today, and received a 

number of requests for follow up interviews. But really we 

had no idea that such things existed until we started to 

pursue that and then found out. 

Over the next thirty years Earl and his wife would teach internationally, return to Canada 

for ten years, then go back out again. They taught overseas with two school-aged 

children, and it was a decision that their family and friends in Canada did not understand, 

but was right for them. 

A lot of people at home would just go: “You had a nice 

home in Winnipeg, you had a couple of cars, you had great 

jobs, why would you even want to think about leaving in 

the first place?” I think most of our friends don’t get it.   

Earl contrasts their lives with the lives of friends back home in Canada, and notes that the 

accumulation of material goods is not important to him: “I am not really very 

materialistic. I don’t really care if I have moved from one house to a bigger house and 

buy a nice leather coach or a newer car.” Earl describes how moving to Europe with his 

wife to teach was an adventure he was drawn to, being able to “go to places where the art 

history which I am familiar with took place was just a real draw for me.” Since their first 

overseas positions in the 1970s, he and his wife have continued to teach in a variety of 

locales. Their children have returned to Canada for their post-secondary education and 
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work lives. He and his wife originally planned on being in Kuala Lumpur for four years 

and have stayed for fifteen, attributing the duration of their stay to strong professional 

satisfaction: 

I love teaching here. I feel like I am a teacher here. The 

kids seem to be more excited and I know I am more 

excited. I had great kids back home too, but it seems to be 

an ethos amongst kids in our school that it is okay to be a 

really good student. It is okay to be enthusiastic about 

school. And your colleagues pump you up, we never sit 

around the staff room and beef about kids. 

At 62 years old, Earl says that “living in Malaysia, in Kuala Lumpur is fabulous” and “I 

love going to work every day.” Professional satisfaction is a strong motivator for 

sustaining his international teaching career.  

Across the stories of career international teachers, professional satisfaction 

featured prominently in their reasons for staying overseas. Like the teacher candidates in 

chapter four, Wayne cites an absence of jobs in Ontario as the reason for his initial 

departure, even thirty years ago. He told me how he 

graduated from Teacher’s College in 1978, and then I 

worked at Hudson’s Bay Company for about three years. 

But I didn’t like that. I was trained to be a teacher and that 

is what I wanted to do. 

And so Wayne went abroad. Within five years of working in international education he 

became a principal, and has been serving as an administrator in more than five countries 

over the course of a three decade career. Like Earl, Wayne came back to Canada to teach 

at one point, but went abroad again. Ample opportunities for rapid professional 

advancement appeared in the lives of the career international teachers I spoke with. Many 

of them were in administrative positions or hoped to be, and spoke with a genuine 
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excitement about their teaching lives. They frequently contrasted the opportunities they 

had overseas with the situation “back home” and cited professional opportunities as 

strong reasons for establishing and sustaining an international teaching career.  

As the stories along the way tell us, chance connections often directed the 

journey. In the next section, I trace through the plot lines of Shannon’s story, a story like 

many others, to narrate common facets of the journey and intentions behind teacher 

movements. In her eight years of international teaching, all of Shannon’s jobs were 

through chance connections, or as she described, through “a friend of a friend.” For her 

first overseas job, Shannon got an email through a “friend of a friend of a friend” who 

sent out an email asking if anyone was interested in teaching English as a Second 

Language (ESL) in South Korea since “my school is hiring.” Shannon thought “That 

sounds fun, let’s do it for a year then come back. And then we never came back.”  

Shannon told me how after Korea, and again through a “friend of a friend kind of 

thing” she found a job in China. Shannon’s husband is a non-certified teacher who has 

been teaching ESL or doing private English tutoring in each of the locales where they 

have moved. After Korea, Shannon emailed her resume to a British Columbia curriculum 

school in China, had a phone interview, and then was hired by them, a “huge school, with 

60 to 70 Canadian teachers on one campus.” Since she had done her teacher training in 

BC, going to a school with a familiar curriculum was an attractive prospect. Three years 

later, Shannon was ready to move again, pulled by financial prospects and the 

opportunity to teach the subjects she had trained in: “I went to school for so long…I 

wanted to teach my subjects and make better pay.”  Professional reasons inspired her 
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move and the “huge community of teachers” kept them at their third locale for another 

three years.  

Then, while travelling in Malaysia with a colleague from their school in China, 

Shannon and her husband met up with another Canadian who was teaching in Kuala 

Lumpur. After a night out “for drinks while in KL” with their travelling companion’s 

buddy from high school, Shannon tucked his business card in her purse. Nearly three 

years later and about six months before the end of her contract in China, Shannon thought 

she would look around to see if the “grass is greener” or simply for “a new adventure.”  

And she thought “I wonder if I still have that card?” She and her husband had been to 

Malaysia many times and loved it, so Shannon “cold-called the buddy” and reminded him 

of their meeting for drinks years ago with your “friend you went to high school with.” 

After asking him “if there was anything available at your school” Shannon sent her 

resume. Not long after she got an email for a Skype interview and was hired for a two-

year contract in KL. In her second year Shannon had a baby, and she and her family will 

stay at least another two years because “it’s very easy for an expat to live here.” Shannon 

compares the ease of living in KL to the “mental preparation for the pushing and shoving 

and screaming of going to the grocery store in northern China.” In Kuala Lumpur there 

are “many expats, a good network, a good community, it’s very easy. We’ve had some 

frustrations and challenges but nothing like China.”   

Shannon’s description of life on the international teaching circuit reveals 

characteristics and elements that enable the journey to feel like home for her. She and her 

husband have created their “real home” together overseas; they’ve bought a car, had a 

baby, and established professional lives. Shannon demonstrates an attitude of sensitivity 
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toward the differences she faces in another country and culture, and embraces the ways of 

the world around her. Shannon told me a story about her first staff meeting in KL: it was 

supposed to start at three-thirty, but when she arrived no one was there yet. Her initial 

reaction was surprise, since “the person running the meeting didn’t even show up until 

quarter to four.” Shannon quickly realized that “Malaysian time” meant that a three-thirty 

meeting was likely to start at four, and  “once you give in to that” and embrace “the 

whole if you can’t beat ‘em join ‘em thing you don’t get nearly so frustrated.” Shannon’s 

sensitivity to religious beliefs means that “Here I kind of tiptoe around things; I was just 

leery of students being offended. I don’t know why. It wasn’t ever said to be careful. It’s 

just I’ve never taught such a diverse composition of students before.” She says she is 

particularly cautious about the content when topics like evolution or sexual education or 

genetics and technology arise and moral overtones can come in. 

 Encountering diversity in international classrooms is a new experience for 

Shannon, who told me “I’m from the suburbs, so my classrooms were not very diverse at 

all.” For Shannon, staying on the international circuit is a strong consideration. She and 

her husband make the “obligatory” trip home each year to visit family, but if the school 

didn’t pay for it, she wonders whether they would. Much of their summer visiting now is 

with friends they have made while teaching overseas. Shannon describes the process of 

watching friendships with people back in Canada become harder and harder to sustain: 

We realized that some people who are interested in travel 

are interested in our stories. But some people who have 

never left home have no interest. You can see their eyes 

glazing over because they can’t imagine it and they don’t 

want to do that so they have no interest. And we had a very 

hard time with a lot of our very close friends. They were 

the same age and they were buying houses and having 

babies and their conversations were around that, so we had 
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nothing to contribute. We couldn’t relate to each other. 

Some of our friends we’ve not lost but sort of grown apart 

from. But others, people who are truly interested, we have 

maintained. People we’ve met at other schools have 

become some of the closest friends we have. 

In another segment later in this chapter, I consider in greater depth the strength of the 

relational connections made on the journey, and how these connections inform Canadian 

teachers’ notions of home and direct future movements. But for Shannon and her 

husband, living overseas means home has become a fluid concept:  

We’ve moved so many times now. It just gets easier each 

time. We’d be in Canada and say yeah when we go back 

home to China in a couple weeks people would say 

“WHAT? This is your home!” And we’d be like, “Yeah, 

sorry.”  

Like all of the international teachers I interviewed, Shannon told me she is frequently 

asked when she is coming home. She and her husband are on the cusp of deciding 

whether after eight years overseas they will continue abroad, and whether she will 

become a career international teacher. Having a child overseas means they are 

considering what it will be like to be so far from family, and “the grandparents are 

pushing for us to come back.” Several questions arise as they consider what happens 

next, especially now that they have a son: “Do we want him to go to school in Canada? 

Where do we go? There’s no home base anymore. So family, whether it’s our child or 

parents that’s what would pull us back.” Still, Shannon and her husband see themselves 

staying overseas for awhile, especially considering the situation back home:  

There’s not a lot of jobs in Ontario and I’m not too 

interested in going back to supply teach after having 8 

years of experience, but that’s what would happen. I’d have 

to start at the bottom. But the longer I stay the harder it is to 

go back. I’m not ready to give up the job that I have so if 
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and when we go back I’d probably have to go into a private 

school system because I wouldn’t be able to get into a 

public school without doing my time. I think I’d miss not 

teaching. 

When I asked if teaching is a home for her, Shannon paused for a long time. With a sense 

of real consideration and genuine pondering she seemed illuminated by her reply:   

Yeah. No matter where you go, that’s the constant. And for 

me I’m lucky because my husband and I can go together. 

But yeah, that’s kinda cool. Teaching is kind of the 

constant. It doesn’t seem to matter where I am, when I get 

in the classroom that’s the same. 

Shannon’s story leaves off at a place where Dan found himself years ago—on the cusp of 

deciding whether to stay overseas or return to Canada. Next I share portions of Dan’s 

story and illustrate other characters’ motivations for entering and continuing the journey 

of international teaching. 

Although his initial reasons for teaching internationally were largely financial, 

Dan has embraced the life of a career international educator. Dan shared how as a 

beginning teacher he had substantial student loans after going to the United States to 

complete his teacher training. An international job “did exactly what I wanted, it gave me 

tax free American dollars, it gave me free housing and flights and all the benefits and I 

managed to pay off all those loans in under three years.” Financial reasons were part of 

Dan’s initial journey, which began in 1999.  

At that point that a lot of my friends from education were 

going up to Yellowknife or Whitehorse or were going 

down to Mexico and they were making a lot of tax free 

dollars or making isolation pay. So I said wow as a young 

teacher that would be a good opportunity to pay money 

back on my loans. 
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Dan joined other Canadian teachers in the Middle East at a Nova Scotia curriculum 

school. It was an easy transition for him since he was Nova Scotia “born and raised.” 

Dan, like many other teachers along the journey, describes his entry into international 

education as a fortunate event that happened through chance connections.  

Interlogue: Serendipity 

Well it was really lucky, I was just traveling. I was on my way to Mexico through an 

online school. I was just looking online—it wasn’t at a fair or anything—and I found this 

contact in México and I had an interview with them. And it looked like I was heading that 

way until I stopped off one night at a gas station. It was just one night after I was bar 

tending in the summer, and I ran into a girl who I did my education degree with who had 

just signed a contract with a school in Abu Dhabi that day. This was in Prince Edward 

Island in Canada. So it is very serendipitous actually, the story, because she told me  

“I think they are still looking for an elementary school teacher.”  

 

So I emailed this guy the next morning, and two weeks later I was on a plane to Abu 

Dhabi and I thought I didn’t even know where that was. I knew of Dubai, I thought it was 

Abu-Dubai, I had no idea. So I get off the plane, I wasn't sure what I was going to run 

into and the person who had the keys to my apartment is now my wife, who happened to 

be born and raised in Nova Scotia as well. So we have grandparents a half an hour away 

from each other and it’s a very serendipitous story for me. She was teaching in Abu 

Dhabi as well for a year before I showed up. So that was lucky, good fortune. Best 

decision I ever made is go and buy that Coke at that gas station.  

 

Characters on the journey of international teaching recounted numerous stories of snap 

decisions that led to fortuitous events. Frequent themes of positive consequences and 

optimism emerged from the stories of career international educators who have made their 

lives overseas. Many see the rest of their careers unfolding in similar patterns of moving 

to their next job or opportunity when the time is right or waiting to see what comes up. 

However, there comes a time on the journey when returning to Canada is the most 

unlikely movement of all. Alex, another career international teacher who became part of 

an administrative team within the first five years of his time overseas considered the 

professional and personal costs of returning to Canada:    
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The thought of going back home and just being on the 

supply list and having no continuous education, not 

knowing how much income is coming in, being at the 

bottom of the totem pole and having no social capital or 

political capital in the organization I'm working for…that is 

a humbling thought. 

For many career international teachers, sustained investment in an international career 

often means that returning to Canada is not a viable option. Many narrated their attempts 

to return to Canada and their corresponding discovery that they “had to go back out 

again.” Dan, like many others, now considers himself “past the point of no return” and he 

“won't came back to Canada.” Career international teachers spoke of the opportunities 

that international teaching offers them professionally and personally. 

It is just too good of an opportunity internationally. Not 

only for myself professionally but for the educations that is 

for my children and the opportunities for travel, the 

opportunities to make a really decent living and something 

that I'm passionate about, I just won't come back. 

Professional opportunities, including professional development and career advancement, 

were notable events on the journey of international teaching. Threaded through the stories 

of educators were subtle and direct references to the informal rankings of international 

schools among those on the circuit. Although rankings are not a focus of this research, 

these references are woven into the fabric of teacher-narratives in ways that signal 

differential levels of privilege and prestige. Later in this chapter Louise’s story highlights 

how privilege and prestige are sometimes animated at top tier international schools. 

Below, Dan’s use of terms such as professional development, top schools, connections, 

and we won the lottery signify how certain schools are associated with elite rankings, 

professional opportunities, and future connections. 
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We went to a job fair, my wife and I, a year after we were 

married. And we won the lottery in [getting positions at] 

what is arguably one of the top 5 international schools in 

the world. And it was life changing in so many ways for the 

two of us with regards to just growing into the educators 

that we have since become. The professional developments 

that we have had and the resources and the facility…it is 

virtually unmatched.  

The professional conditions and opportunities that accompany international positions are 

often cited as reasons for remaining internationally. Building connections on the 

international circuit can result in professional advancement opportunities, as this 

administrator highlights:  

Actually it’s a funny story, the guy who had hired me in 

Jakarta had just moved to Shanghai to become the principal 

of an upper school. And then he then hired me again to 

become the upper school vice principal and that was my 

first admin gig. It was so hard to get your foot in the door, 

internationally for an admin job it is so hard to do it, and so 

he was like my education angel twice for me. So I did a 

year as an upper school vice principal, and I parlayed that 

into middle school principalship.   

Career international teachers’ stories revealed shared traits of attraction to professional 

mobility and challenge. This desire for challenge and change is articulated as an integral 

part of teachers’ identity, and it affects their notions of home on the journey of 

international teaching. I end this section with an interlogue from Jeremy, who describes 

the compelling elements that draw people into the journey, make it feel like home, and 

convince many Canadian teachers to commit to a career of international teaching. 

Interlogue: Addictions to the journey 

It was quite a challenge to make a life for yourself, by yourself. It was my first real job, 

the first time I had to pay for my own apartment, the first time having my own car, the 

first time like basically doing everything on your own, relying on yourself. And it was 

challenging—my first time teaching in a different culture, in a different curriculum, 

everything was different. And because it was so challenging it really felt really good to 
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have succeeded. And so you made a success of yourself in a new place which you thought 

would be an extreme challenge, and because of that the place really means a lot to you. 

And basically after one year I felt like I was completely comfortable, and I had so many 

friends, so many people, I had a good relationship with all the students and staff and all 

the people that worked there to the point where it felt like home. 

And it's really weird to say but I just don't feel…there's no sense of adventure 

when I'm at home in Canada. Even after being here two and a half years and being 

comfortable here, if I walk on the street there's that feeling that you don't know exactly 

what is going to happen at any point in time; you are still going to be surprised by little 

things. It is still foreign and it gives you a little bit more of a...it feels like you are a little 

bit more alive, a little bit more awake I guess. Because you are a little bit more conscious 

of your surroundings all the time and maybe it's an addiction; the sense of feeling like 

everything is a little bit more exciting. 
 

 

Educational Sojourners 

 Through this research I met a character in the story of international teaching 

whom I had not previously encountered: teachers taking overseas contracts while 

sustaining their jobs at Canadian school boards. In calling this category of Canadian 

educator abroad an educational sojourner, I acknowledge the temporary and permanent 

features that characterize these educators’ dual professional and personal attachments. By 

definition, sojourners are temporary residents who stay as travelers or guests; in this 

study, educational sojourners are teachers who have permanent attachments to a 

Canadian school board but are temporarily employed at international schools. Education 

is a professional home that enables their temporary travels. 

 I met my first educational sojourners during the Teachers’ Overseas Recruiting 

Fair. Five of the fair candidates I interviewed were currently employed as full time 

educators at Ontario school boards. They ranged in age from 26 to 45, had between four 

and twenty years in classrooms, and were all seeking overseas experiences. Two 

interesting characters hoping to become educational sojourners were Marcia and Steve, 

and I share their story here.  
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Marcia and Steve were attending TORF for the first time. They both work for 

Ontario school boards which allow a one year leave that can be extended for a second, 

but they are open to the option of staying abroad as well. They have family friends who 

are international teachers, and have always been intrigued by their stories of living and 

teaching overseas. After numerous conversations about the journey, it was a friend who 

currently teaches in the Middle East who was instrumental in encouraging them to 

consider it seriously. They were excited to be at the fair, and hopeful that something 

would present itself, since they felt they had a narrow window of opportunity “because of 

their kids’ ages” and wanted it to be a smooth academic transition. Taking children out of 

their schools and into a different culture during high school felt like to late a move for 

them, so they considered this their window.  

Marcia and Steve described their family life in terms that most people consider 

ideal, so when they told friends and family what they were thinking of doing, they 

received mixed responses:  

I think some people are envious and some people think 

we’re crazy. I mean we have good jobs, a lovely home 

(which we would sell if we were going) a vacation property 

and family in Canada. I think it’s hard sometimes for 

people to understand why we would give up what we have, 

which is the North American ideal.   

But in many ways, Marcia and Steve are also atypical for their neighborhood and peer 

group. Unlike other couples they spend their summers travelling around the world with 

their kids. Their children already say, “Why don’t we go where normal families go? Like 

on cruises, and to Disney?” Marcia and Steve demonstrated characteristics of 

international educators that set them apart from their entrenched Canadian peers and 
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clearly aligned them with educators who made successful transitions to career 

international educators. 

Like many international educators, Marcia and Steve describe a desire for 

challenge and change. Even though they have been teaching for 20 years, each at their 

respective school boards, they have sought different career moves within their jobs. Steve 

notes: “look at my career; every 5 to 7 years I challenge myself, because if I don’t I’d go 

bonkers. My job now is great because it’s got lots of challenges.” Marcia notes that she 

finds it difficult “to work with people who just aren’t motivated and complain all the 

time.” In her current role, she works with people “who aren’t interested in pushing, but I 

want someone to push me to be better” and hopes that she would find that on the journey 

that their friend, who is never coming back to Canada, described to them. He said:  

You know how in Canada you’re in a school of 80 staff and 

you might have like 10 good teachers, and 6 who were 

phenomenal, and the rest were okay, and some are uh oh 

you don’t want to go there? Where I teach, everybody is 

motivated. You’re working with people who want to work, 

and if you need X then here it is. You’re in an environment 

where you can test the latest pedagogy. They want you to 

be happy in your job and that extends beyond your school 

walls, where your staff also becomes your community. This 

is the best place we can be right now. 

Word of mouth perceptions of the journey were powerful motivators for Marcia and 

Steve.  Their struggle with the decision concerned aging parents, a fear that their children 

might hate it, and their concerns about putting their children into a privileged educational 

environment. Steve described himself as “a public education guy. All through my career I 

have worked with kids who don’t have. I really struggle with going to a private school 

where yeah, they might all be diverse but they are all from the same socio-economic 

strata.”  Marcia and Steve’s comments on the classed environments of elite international 
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schools reveal an element of the journey that other international educators also 

highlighted. Diversity in international schools might be represented by a broad range of 

nationalities, but a very narrow range of socio-economic difference. Other elements of 

difference along the journey are highlighted in a later section in this chapter, and in the 

final chapter I take up Marcia and Steve’s motivations as closely aligned with Weenink’s 

(2008) description of parents seeking cosmopolitan capital for their children. 

  Like Marcia and Steve, other educational sojourners I interviewed were fulltime 

Canadian public school teachers who desired or had already signed contracts with 

international schools overseas. Teachers referenced school board policies that allow time 

off with no loss in seniority as enablers to their journeys. An arrangement popularly 

known as a “four over five” is also offered by a number of Ontario school boards: 

teachers arrange for a reduced monthly salary plan that pays four years of salary over five 

years. During the fifth year, teachers can opt to take a year off with pay, and many 

teachers take advantage of the opportunity to teach abroad under this arrangement. Others 

were from school boards with extended leave options that permit leaves with no loss in 

seniority. Teaching at Ontario curriculum schools overseas made for an easy transition, 

and the integrated opportunities of travelling while teaching were described as appealing 

pull factors,.  

In Chapter Four, Leaving Home, teacher candidates in a consecutive education 

program described their reasons for enrolling in a course designed to prepare teachers for 

international practice. One finding from within the narratives of those teacher candidates 

was the category of preservice teacher who had already taught internationally and 

returned to Canada in order to gain a professional credential. In the following excerpt 
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from my interview with Janet, an educational sojourner whom I interviewed in Malaysia, 

further findings about Canadians’ relationship with the international teaching journey are 

revealed.  

Like the preservice teachers in Chapter Four, Janet found her love for teaching 

while she was abroad. Like many others, Janet explains that it was a chance connection 

that took her abroad initially: 

[I]t kind of fell in my lap after I was done my undergrad. 

Teaching was at the forefront of my mind in terms of a 

career and a next step but a friend of mine was in Japan and 

he was leaving his job and we had been corresponding the 

whole year. And he said you know if you want to interview 

you can take my position. So I went over to Japan. That 

was just doing the ESL teaching gig at that time, it wasn’t 

an international school, just kind of like a private ESL 

school. And I signed on for a year and loved it so much I 

decided to sign on for another year and a few months.  And 

I went back to Canada and I worked for a little bit.  I 

worked at an education library and I worked at a bank etc. 

but I really missed teaching so I applied to teachers-college 

and that’s how that transpired. 

While Janet’s script reads like that of the cosmopolitan educators in Chapter Four, she 

has made the transition to educational sojourner. Teaching is a professional home for her 

but she sees herself as a teacher in the world, not just in Canada. A strong desire to 

inform her craft leads her to seek international experiences while maintaining her status 

at a Canadian school board. For Janet, there are pull factors that lead her into the world 

and back to Canada again. 

One educator cited push factors in 1990s Ontario as the precursor to his entry into 

the international arena as an educational sojourner. Accompanied by a teaching partner 

from the same Ontario school board he says what led them “to international teaching is 

probably best explained by what led me away from Ontario. And that was huge labor 
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strife under Mike Harris.” Together they decided that “we had enough. We were sick of 

the politics and decided we needed a break. So we left. We weren’t attracted to the 

international; we left because of the political situation here.” Although they weren’t sure 

what it would be like, they discovered that teaching internationally was a good fit for 

them, they loved “the travel and I really enjoyed the job; I liked the people at school. We 

met some very like-minded people and I think that is probably the biggest draw to 

international education….like-minded people who are willing to put their heart and soul 

into the job and also that love the adventure of travel.” After three temporary overseas 

sojourns and returns to their Canadian school board, this couple was ready for retirement 

from Canada, but not from teaching, and have made the move to late entry international 

educators.  

Late-Entry International Educators 

In the previous section, teachers who are employed at Canadian school boards but 

are seeking a temporary overseas teaching experience were introduced as educational 

sojourners. In this section, I draw the distinction between educational sojourners and late 

entry international educators: those who have a desire to permanently enter the 

international teaching arena near or after retirement from teaching in Canada, with no 

intention of teaching in Canada again. For some late entry international educators, the 

opportunity to teach overseas was a lifelong desire postponed until retirement from 

teaching in Canada: 

So it has been a goal of mine to teach internationally ever 

since I became a teacher, and I just had to wait for a while. 

Now we are living out what I've dreamt about for most of 

my life. (Glenn) 
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Like Glenn, Shelley reveals that she always wanted to teach internationally but postponed 

engaging in international educational education until the circumstances were right for 

her: 

Ever since I graduated 32 years ago from Teacher’s 

College, I have wanted to do international teaching, I was 

in a relationship at that time and it was not considered an 

option and so I waited 30 years until my son was in second 

year university and I said, “Now it is my turn. I get to do 

what I wanted. And after 30 years of dreaming of 

international teaching, I was able to do it.” 

One administrator who always wanted to teach internationally recalls the conscious 

decision to delay teaching abroad until his children were grown and independent. It was a 

decision made with considerable forethought, planning, and consultation within their 

nuclear family. When he and his wife told friends they were moving overseas the 

responses did not indicate understanding or sometimes even approval: 

They can just look at you and say “You are doing what?! 

But I thought you guys were a close family.” All these 

questions that are expressed question your value set.  

When Shelley told people she was leaving Canada to teach overseas after her 32-year 

career in an Ontario school board she got “two reactions. ‘Oh my goodness how 

exciting,’ or ‘Oh my goodness are you crazy, why in the world would you want to do 

that?” Shelley’s explanation of why she would want to move to Malaysia and teach 

completely new subjects after teaching drama for 32 years was saturated with the same 

kind of enthusiasm and excitement as the Bachelor of Education students I taught. When 

I asked Shelley if it was quite a shift in professional identity to move from being a drama 

teacher to her new role in Malaysia she replied: 
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Absolutely! Never had taught the course before, and 

completely new system, new country, new technology, new 

everything. Pretty exciting though! 

I noted that “Okay, so that could be described as exciting by some people and it could be 

described differently by others. Tell me what—for you—makes it exciting.”

 Shelley’s reply reveals shared characteristics with the career international teachers 

above: a desire for challenge and change.  

The people who would not describe it as exciting would not 

entertain the notion of international teaching because it is 

too far from their comfort level. I like excitement. I like 

change. One of the things about drama is that every year it 

is very different because we do different plays, different 

scenes and it is always different. I was at the board office 

for seven years as a consultant and that was different and 

working with teachers et cetera and putting up new 

programs and getting new things all the time. And I love 

that, so going to a new country and learning everything was 

very exciting for me and I love new challenges and I get 

bored very easily, so taking on a new course is not a 

problem.   

An interesting finding of this study is the persistence of these characteristics across the 

lifespan. Shelley articulated her desire for challenge and change across her career in a 

Canadian school board: 

I stayed in the same location for all those years, but I 

changed schools, I changed grades, I changed jobs, I never 

did anything more than four years except for the 

consultancy which was seven years. I had seven different 

schools that I was at, which I really liked and now I have 

been here four years and I am going to Egypt. Not because 

I don't love Malaysia. I love the school. I love everything 

about Malaysia. I have just been here four years and it is 

time for a change. 

For Shelley, Glenn, and other late entry international educators in this research, the desire 

to move into the international educational arena is closely associated with a need for 
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challenge and change and the opportunity to pursue professional and personal goals. 

These characteristics are common across the body of responses and across the journey, 

and explored more fully in Chapter Six. 

Outsider Internationals 

Along the journey of international teaching I met a few people who were not at 

home in the countries where they lived. Despite repeated contracts overseas, outsider 

internationals did not integrate into their host countries or establish strong social ties 

outside of their workplace. Participants in this category identified Canada as home and 

spoke of their host nations as countries where they were employed, where they were 

afforded a good lifestyle, where they could travel, eat out, or have a maid. Participants in 

this category tended not to learn the local language, had few local friends or attachments, 

and often remarked about negative aspects of life in their host countries. Teaching was 

portrayed as the job that allowed them to pursue this lifestyle, and participants in this 

category saw teaching as a temporary career choice that was likely to change upon their 

return to Canada. This category uses the term outsider because the very few participants 

who fit this description were outliers whose sharply contrasted responses highlighted 

their difference from other journey-makers. Other international educators acknowledged 

elements of difficulty fitting in, establishing ties, or connecting to their host countries, but 

they also remarked on numerous positive elements, highlighting that despite the 

challenges they have found many things they can appreciate or even “love” about the 

country. However, outsider internationals focused almost exclusively on the negative 

aspects of their environment: 

I do not like living around so many people. I don’t like the 

way people drive on the roads. It’s unsafe even crossing the 
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road because the sidewalks are in terrible shape. People 

drive way too fast, so there’s the danger there. Crime is a 

bit on the rise…. people tend to be petty rude, very 

untrusting of one another. 

This character in the story of international teaching often used negative phrases like “I do 

not like” and “I hate” to describe their personal and professional surroundings. The 

outsider international often lives within what others call the bubble and seldom ventures 

beyond it into the everyday world of the host country. As one outsider international 

reflected: 

Honestly, I’m either at the gym or I’m at home. I live in a 

very small world between here, my apartment building 

about a kilometer away, and the gym right beside it, so 

most of my day to day is spent in this bubble.  

One outsider international emphasized how he is sometimes deliberately difficult with 

locals “because I’m trying to challenge them…because they can be kind of closed-

minded.” In the same breath, this outsider international shared his narrow view about 

why he did not feel at home in the country where he had lived for five years, and why 

being back in Canada felt like home: 

[B]eing able to make an order at a restaurant and being 

understood what it is that I want…because of the language 

barrier here. The training for customer service is so much 

better in Canada. You don’t have to chase after someone to 

get assistance at a store. People, the sales people, they 

know the right questions to ask, they can hear what you’re 

saying and they can suggest lots of things versus shopping 

here, it’s pretty much a one way experience. The people 

working at store are more or less security guards. Don’t ask 

them anything about the products. Don’t ask them for any 

assistance. And so those little annoyances are usually not 

present in Canada. But of course Canada has its other 

annoyances such as you know… it’s fairly more expensive, 

taxes and what not. 
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After listing the numerous annoyances of his host country one outsider international 

stated: 

So why do I put up with that? I don’t mean to sound like a 

sellout, but the money is very good. I mean the fact is, it’s a 

job. I gotta go where the job is, it’s better that I’m over 

here, making a good amount of money than at home 

making no money. 

The financial and travel benefits emphasized by the outsider international tended to use 

consumerist descriptions that highlighted the number of countries visited, such as “I’ve 

been to over 30 countries now and my plan is one country for every year I live.” This is 

in sharp contrast to educators from other categories who characterize the privilege of 

travel as an enriching opportunity to share in the experiences of others, learn about the 

world, and improve their teaching craft. 

Children Abroad 

Children were frequently mentioned by overseas teachers when referencing their 

decisions to go abroad, stay abroad, or move along the journey of international teaching. 

Children were portrayed as characters of concern and consideration and featured as 

strong influences on career decisions. For single young teachers overseas there were 

references to wanting to teach internationally for a short while, before “real life” happens 

and the “whole marriage and kids and house in the ‘burbs” that keeps you “tied to 

Canada.”” Family members back home often expressed concern about deciding to have 

children while teaching internationally: “My mother thinks this lifestyle isn’t stable, so 

she will be afraid for me to bring children into this world that would have this lifestyle. 

Because they need stability.” Late entry international educators with children noted that 
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they had negotiated with their partners and waited until the children were older before 

going overseas.  

Really the questions that get you the most deeply are the 

ones that suggest that you don't really love your kids if you 

are prepared to leave them and to abandon them, like “How 

can you go overseas and only see them like once a year?” 

Whether couples decided to teach internationally after their children were older or while 

their children were still young, whether couples decided to leave Canada and go abroad 

after their children had started school in Canada, or whether teachers decided to have 

children while they were abroad, family and friends expressed concern and sometimes 

judgment in relation to teaching abroad and children.     

Professional plans can be altered by personal dimensions, and children can 

determine where teachers on the journey stay or go. Wayne describes his reasons for 

leaving his job as an administrator in Bangladesh: “I had just gotten married at that point, 

and the life in Bangladesh was really too rough to have a family with me.” Another 

administrator cites his child’s health as the reason he and his family left Hong Kong: “my 

son was born there and then we found out that he had a peanut allergy and so we had to 

leave Hong Kong because of peanut oil everywhere….it was just too unsafe.” Staying 

abroad is also influenced by international teachers’ desire to have their children 

experience an international education, and one administrator notes that while 

“professionally I wanted to be overseas, I also saw what international schools did for 

kids, and I really wanted my son to experience that.” Several career international teachers 

noted that the educational opportunities international schools offer were influential in 

their decision to stay overseas until their children have completed secondary level 

education and beyond: 
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Right now we are looking at quality schools where it is all 

about my kids’ education and a great package so that we 

can save up for college and for our retirement. But when 

they leave I think it is going to be more about us and going 

to a place where maybe we wouldn't have thought about 

taking the kids. Maybe a place in Africa that we would 

have been too nervous to take our young ones or an 

opportunity in South America, something that we are really 

intrigued by and then I guess it is a matter of looking for 

retirement. 

Children were cited as reasons for staying in Canada, going international, or staying 

overseas. One mid-career couple whom I met at TORF expressed a strong desire to be 

educational sojourners with the possibility of turning a two-year contract into an 

international career and becoming late entry international educators. They described how 

teaching internationally has been a goal of theirs “since they were in Teachers College” 

but “life happens: you get your jobs, you get married, you have kids” and it just “gets 

away from you.” Finding a good fit at TORF meant looking for a professional home for 

them and the right environment for their children, and they were conscious of the 

transitional impact of moving their children to a different country and culture before high 

school. The desire to go abroad with their children was also underpinned by the 

experiential opportunity of learning that the world is “more than the little community that 

you have lived in and feel comfortable in” and that you need “to have that greater 

knowledge of where you are in relation to everyone else.” This couple’s decision-making 

was grounded in the belief that living abroad would provide their children with 

enlightening global experiences. Ironically, this couple did not begin an educational 

sojourn at the time of this study, since the school interested in hiring them was unable to 

take on another teaching couple with two dependents.  
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Relational Connections on the Journey 

I feel that because family is so far away, your friends 

become more of your family because you have similar 

experiences. 

I feel like when you are living in a place overseas where 

you are so different from everyone else, language-wise, 

culture-wise as an expat, we really bonded together with 

other teachers at our school. Those teachers were 

everything. They were our family, you know. We celebrated 

together at Christmas time, we did everything together. We 

didn’t go outside and make friends with others because of 

the language barrier. There were some, but not many. 

In the previous section, I highlighted how children can be determining factors in both the 

professional and personal dimensions of the journey. Other relational connections 

emerged as a significant dimension of the overseas teaching experience during my 

interviews with characters on the journey of international teaching.  Educators recounted 

how Canadian ties, intercollegial ties, local ties, and familial ties impacted their journeys.   

The strength of the social ties that overseas teachers created influenced their 

decisions to stay abroad. Similarly, length of time abroad sometimes influenced teachers’ 

social ties. In some situations the length of time abroad was a key feature in teachers’ 

attachment to a school or community. In these cases, teachers who renewed contracts and 

remained for extended periods of time began to form deeply interconnected social ties 

with other teachers at the school. Their lives became deeply interconnected and 

influenced by long-term friendships with colleagues. 

I would say that I socialize out of work with people that I 

work with on average at least every second day. It could be 

something as simple as meeting up at a coffee shop to do 

marking together. So you are just sitting there marking, 

chatting but you are doing work whatever. To other things 

like on weekends we are here together and do some sort of 
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activity or maybe hang out in some nice place and chat and 

have a good socializing time.  

Teachers gave examples of how these social ties influenced daily life and longer term 

outcomes, from afterschool activities to professional decisions to the purchase of side-by-

side summer cottages in Canada.   

There was a sense that international school communities are unique social 

cultures of their own, with various subgroups forming each year as new people come and 

go. The landscape of international education appeared populated with welcoming groups 

of those who have gone before, know the drill, and initiate the next batch of newcomers. 

Jeremy, like many teachers, shared anecdotes that highlight this cycle of welcoming: 

They were very welcoming when I first came. I was very 

impressed by how supportive they all were. There were a 

couple of staff that were here 6 months before me and they 

just have this attitude that everyone treated us so well so we 

have got to treat the next group very well and make them 

feel comfortable.  

First time overseas teachers narrated stories of being welcomed into these communities, 

forming collegial friendships quickly, and using the newly formed social ties as bonds of 

support during the initial adjustment period. Others moved away from the expat 

community and made connections with locals, forming strong relational connections 

beyond the international school community. The formation of strong social ties with 

locals and with each other influenced teachers’ perceptions of feeling at home abroad.  

Once you have worked in a couple of different places, you have 

multiple homes. And no matter where you go after that point 

there's still part of you that wishes that you were somewhere else 

no matter where you go. And I feel right now I have 3 homes. 

And so when you are talking to people back home, like siblings 

for example, they don't quite understand how much it changes 

you when you work abroad. 
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Length of time abroad was not indicative of the strength of relational connections: some 

teachers overseas for more than a decade had few local ties while others integrated into 

local communities shortly after their arrival. The stories of returned educators suggest 

that strong local ties or intense feelings of being at home on the journey make for a more 

difficult re-entry to Canada. In all of the stories that were relayed, teacher characteristics 

played an important role in the establishment of strong relational connections on the 

landscape of international education. In the following section, teacher characteristics are 

explored as a curricular force along the journey of international teaching. 

Shifting Locations: Bodies of Text and a Visual Curriculum of Difference 

Interlogue: She says, He says. 

She says: “Why are all the teachers white?” 

He says: “Honestly I’ve never thought about it, that you’re 

not white.” 

She says: “There must be Chinese British people or Black 

British people or Indian British people who apply for the 

job. How come there are none here”? 

He says: “I don’t know. There’s not like a racial box that 

you tick. Maybe white people want to travel more?” 

One theme that emerged in this research is the recognition and articulation of whiteness. 

By tracing the plot threads of one participant’s question “Why are all the teachers 

White?” to a senior leader at her school, I saw how dimensions of whiteness influenced 

teachers’ stories of their place in the global education arena, their educational practice, 

and teacher identity. Non-white educators articulated a not so hidden curriculum of what 

first time international educator Louise called a “visual difference.” This visual difference 

in some ways separated non-white teachers from their white colleagues while 
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simultaneously reducing their distance from non-white students, parents, classroom 

assistants, and community members. The curriculum of visual difference that is deployed, 

consciously or unconsciously, in international school contexts is discussed below. 

Confronting and being confronted by a curriculum of visual difference caused teachers to 

experience shifting locations in identity and recognize themselves as bodies of text that 

are read along this curricular journey.  

Four educators from different international schools in Malaysia noted ethnicity as 

an influence on their negotiation of the journey of international teaching. As the sole 

Canadian on staff, Louise already inhabited an identity on the margins. But she was also 

“the only non-white teacher,” and “for me that’s just kind of an odd place to be, coming 

from Canada.” After all, she explains, “I’m from Montreal. In Canada it’s perfectly 

normal to just be Canadian and not be white.” Alex works at a Canadian curriculum 

school and notes that he is “unique compared to the pool of expats who are working here 

that are from a Caucasian background. I’m repeatedly asked by students, other teachers 

and parents who see him or his name and ask: “Are you from Canada?” Alex points out 

that white Canadians are assumed to be Canadian, while non-white teachers are often 

asked where they are from. Samsher is not the only non-white teacher at his Canadian 

curriculum school, and he spoke at length about the elements of visual difference that 

comprise his identity: 

People (in Malaysia) don’t know I am a Canadian, as 

obviously I am a Canadian Sikh and I wear my articles very 

outwardly.  The beard and the turban are very outward so 

most people use their stereotypes and I tell them that is 

great that they use that, because it is a level to understand 

me. We understand people at the beginning with 

stereotypes. So like people would be “Oh you’re from 

India?” And I’m like no, my grandfather is from India. And 
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they’re like “Where are you from?” I am like, I am from 

Canada. And everyone would pause. But they would put 

two and two together right away with my accent. Like, 

“Oh. That is where your accent comes from. It is not an 

Indian accent.”  

Amanda describes how students made assumptions about her identity at the beginning:  

I do look Asian, I have an Asian ethnicity, so at first they 

thought I was a Malaysian teacher. But once I started 

speaking to the class, they could hear that the English is 

different. So they are like: “Huh? Who is she?”  

Amanda’s comment that students are trying to figure out who she is, and Samsher’s note 

that people want to know where he is from, highlight students’ reading of their teachers 

as embodied curricular texts. Teachers in this research storied encounters of identifying 

with and being identified by their ethnicity or nationality. Students anywhere are curious 

about their teachers: at international schools that is no different. So when students are 

confronted by bodies of text that do not read like the teacher-texts they are accustomed 

to, they learn to read Canada differently. Samsher notes that “In Malaysia especially they 

assume I am a Malaysian. Even students will come in my class” and assume “oh he is a 

Malaysian teacher” but within five minutes they realize that I am not.” Samsher says that 

while outwardly he could be read as a Malaysian Sikh, his “personality, my language, my 

accent, and my mannerisms” are the dimensions of his Canadianness. Louise notes that “I 

identify myself as Canadian but here I also say I’m Chinese.” Participants expressed how 

embodying both ethnic and cultural identities is part of the negotiation of belonging as an 

international educator in Malaysia. 

Participants also noted how shared linguistic or physical attributes influenced 

their integration into the host nation. The physical appearance of being “Chinese” or 

“Asian” or “Indian” means that these Canadian teachers can visually “pass” as 
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Malaysians. Samsher said that “people think I am local” and “that has helped a lot” in 

terms of integrating. He volunteers at a Sikh “church, or gurdwara” on weekends and has 

access to the local Punjabi community through their shared language. Also, when he gets 

“into a taxi or when I have gone to a restaurant no one has given me any extra looks, no 

one has treated me differently; they are just treating me as what a Malaysian walking into 

that locale would be.” Similarly, Alex, who “grew up as a second generation Asian in 

Canada” shares how he has easily assimilated into life in Malaysia. “When I walk around 

I’m not white, I’m not a visual attraction that way.” He shares that part of his “comfort 

level in this country is that physically I can easily just blend in.” After his first three years 

in Malaysia he asked himself whether he was going to “keep on living as if this is just my 

fake job for a while and go back home to real life or treat it like it was my real job.” In 

response to that self-questioning, Alex has stayed in Malaysia for ten years, bought a car 

and a property, and has established a local friendship circle:  

[W]hen I get off the plane in KL that feels more like home 

now than when I land in Canada. I remember having that 

feeling during my second year here and having the thought 

“What is happening?”   

For Alex, being abroad, teaching in his current school, living in Malaysia feels like home. 

Amanda is a first year overseas teacher in Malaysia, and she narrated her identity 

in ways that aligned with the scripts of Co-Canadian teachers in Chapter Four. Educated 

between Canada and Hong Kong, Amanda describes herself as a dual citizen of two 

countries who is also able to inhabit the dual cultural worlds of the school where she 

teaches. As an Ontario Certified teacher with Bachelor of Education and Master’s 

degrees from Canada, Amanda often finds herself closely aligned with her Chinese-

speaking Malaysian colleagues. She also identified closely with her students, many of 
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whom are English Language Learners dealing with what she calls the contrasting 

teaching styles of “traditional” Asian teachers and the “constructivist” Canadian teachers.  

Amanda intends to do three years at her current school and then move to another country, 

and has no intention of returning to Canada to teach. She hopes to continue as a career 

international teacher in the Asian region, citing her close cultural and family ties as 

strong motivators. Amanda’s positioning as a Co-Canadian teacher with personal 

experiences as an English Language Learner allows her to be the kind of educator many 

of the Co-Canadians in Chapter Four aspired to be: those who understand what it is like 

to inhabit multiple identities and are able to bridge the gaps between. 

A Visual Curriculum of Difference 

As the characters in this research story noted above, inhabiting non-white bodies 

and culturally Canadian selves influences the negotiation of belonging along the journey 

of international teaching. The relationship between the physical self and the curriculum 

one conveys or inhabits becomes a source of dialogue among characters on the 

international curricular journey. In my interview with Louise, I encountered an insightful 

narration of the environment at her school. Her stories are analytical reflections of the 

role of visual difference in conveying a curriculum of inequality. Louise is an Ontario 

trained teacher living in Kuala Lumpur with her non-teaching partner. She identifies as 

“Ethnically I am Chinese but culturally I’m Canadian. Culturally I feel very Canadian, 

and my friends say we always forget you’re Chinese.” Louise had experiences teaching in 

a variety of schools and classrooms in Canada, Hong Kong, and Kuala Lumpur before 

she secured her current job at “a top tier” international school in KL. She notes that the 

“whole non-white bit, it’s something I obviously noticed. Even when I first went to the 
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school as a supply teacher. I was like Wow! All the teachers are white!” Then Louise 

noted that there was a difference between classroom teachers, language teachers and 

teaching assistants (TAs). “All the teachers are white, except for the language teachers” 

who were mostly locals. “But all the classroom teachers are white. And all the TAs are 

Indian and one is Chinese, so there’s a huge visual difference.” Louise notes that having 

mostly Indian Malaysian TAs means that the one Chinese Malaysian TA “already looks 

odd in the group because she is visually different, because she’s Chinese Malaysian.” 

Louise notes the power imbalance among these roles and adds that “all the admin staff 

are either Chinese or Indian Malaysian. Yeah, visually there is a clear difference between 

a teacher and a TA. Just by nature, maybe not by the school’s intention, it’s somewhat 

hierarchical.” Along the journey of international teaching, the visual curriculum of 

inequality is also underscored by the differences in pay between local and expatriate staff. 

This practice is frequently employed but seldom discussed. Some participants noted that 

expatriate teachers receive more remuneration for the same job that local teachers 

perform, but not all expat teachers are aware of this or consider it problematic. Some do 

raise this as a tension in their narration of the journey:  

[W]e are paid significantly more for doing the exact same 

thing. Like we do the same job. They (local teachers) even 

work more because in June they have to come in …while 

we get the month off. So I can definitely see where there 

would be tension within that for sure. 

Louise discovered the role of visual difference firsthand through her movement from a 

supply teacher to a classroom teacher. After her appointment as a fulltime classroom 

teacher she felt that to the other classroom teachers “I’m a Westerner” but to the TAs her 

status meant something: “They were proud of me. They like me because I’m Asian” and 



 

124 

 

she felt like they were on her side, supporting her, saying “good for you, you’re 

representing the Asian cohort.” Her ethnicity gained her what she felt was misplaced 

affinity from some of the Chinese parents who approached her and expressed sentiments 

like: “You’ll understand my child.” Louise laughed at the irony of this and shrugged her 

shoulders as she says, “But I had a Western upbringing….culturally I’m Canadian…my 

parents brought me up that way.” Clearly, one feature of comparative visual difference 

that features in this study is the way that white and non-white teachers are perceived in 

their host country. In a school, status is often formally and informally accorded by the 

degree of professional authority and financial remuneration. The presence of whites in 

higher level roles and non-whites in lower level roles reveals a “hierarchy” that becomes 

a curricular text of inequality, a visual curriculum of difference.  

While this visual difference is not the case at all international schools in Malaysia 

or at all international schools in any locale, it is important to note the social dynamics that 

influence local manifestations of visual curricular texts. Malaysia is a multi-ethnic 

country with a British colonial past: race is at the forefront of the Malaysian social 

imaginary and frequently the topic of conversation or casual inquiry. My own lived 

experience in the country is filled with encounters of inquiry about race, particularly 

since my children inhabit non-white bodies. It is an environment in which school 

marketing decisions made at the local, host national level involve depicting “white faces” 

to signal the international status of an institution. A decision which one Canadian 

administrator points out is misleading when promoting a Canadian institution, since it 

doesn’t actually “capture the essence of our multicultural society.” Marketing 

international education through promotional materials that feature whiteness as a marker 
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of quality is not uncommon in Malaysia, a country that is steeped in a bath of racial 

politics, contemporary neoliberal economics, and the residue of colonialism. In this 

research, Canadian teachers sometimes find themselves “ambassadors” for the 

multicultural dimensions of “Canadianness.” As embodied curriculum texts, teachers 

sometimes “feel a duty” to educate others about Canada’s multicultural society.  

Conclusion 

In Chapter Five, the stories of thirty-three overseas educators frame new windows 

into the journey of international teaching. Their stories of the journey highlight new 

metaphors for understanding the identities of Canadian educators who embark on the 

journey of international teaching. In this chapter, five characters on the journey emerge: 

(a) temporary internationals, (b) career international teachers, (c) educational sojourners, 

(d) late-entry international educators, and (e) outsider internationals. Among these 

characters, the words teachers, educational, and educators are used deliberately. These 

words distinguish characters whose educational lives internationally provide a personal 

and professional home.  

Also in this chapter, teachers narrate unsuccessful journeys, and these cautionary 

stories provide insights for those unsure about whether they are suited to the journey. 

Stories of educators who have had children abroad or are considering their professional 

lives internationally in relation to raising a family offer a range of views about 

establishing “real lives” overseas. I also present the influence of relational connections 

and social ties on the journey, since so many international educators find that their lives 

abroad feel like home because of the people they work with and live among. Finally in 

this chapter I present the stories of Canadian teachers whose inhabited curriculum of 
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bodily teacher texts impacts their own negotiation of identity and influences students’ 

understanding of what it means to be Canadian. In the next chapter, Chapter Six, I move 

beyond the international milieu to a curricular space of return, where Canadian teachers 

who have taught internationally and “come home” tell stories of their journeys. 
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Chapter 6 

Coming Home 

It was very difficult. It was unexpectedly difficult. And I just label 

it as reverse culture shock, which I haven’t been able to find 

much literature on. And so trying to make sense of that has been 

a journey in itself. (Meg) 

In this chapter, I share the experiences of educators who have returned to Canada 

after teaching internationally. I begin the chapter with a section on the Chance 

Connections that are woven into teachers’ stories of the journey, then I organize the 

stories of returned educators into sections on how they articulate moments of curricular 

difficulty in Borderlines: Crossings and Tensions. Next, I present the findings of how 

returned educators frame Identity along the Journey. The section on Characteristics of 

International Teachers presents dimensions of unsuccessful and successful journeys, and 

the final section in this chapter articulates teachers’ Notions of Home after returning to 

Canada. 

While many of the themes that emerged in Chapter Five: Teaching Abroad are 

also prevalent in the stories of returned educators, I have reported them separately. In 

listening to the interviews and re-reading the transcripts, in analyzing the commentary of 

returned educators alongside the voices of those currently in the field, I recognized the 

role that perspective played in the stories that were shared. For returned educators, the 

reflective lens offers another view of their experience. Although there is distance, there is 

also a powerful capacity for seeing the experience through the carefully focused yet bi-

focal lens of past and present. Many have chosen to attend graduate school upon their re-
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entry to Canada, suggesting that there are dimensions of the journey that call for 

reflection, pondering, and critical examination. Or perhaps there are dimensions of the 

travellers themselves that call them to be critically attentive to this journey. 

Interlogue: Chance Connections 

While in the hallway at TORF, I saw a Director looking for a key to the room 

where he was supposed to conduct his interviews. He asked me if I knew where he could 

get the key. Off I went. When I returned with the help he needed, the Director and I 

started chatting but he stopped abruptly in the middle of our conversation, telling me how 

much I reminded him of someone named Jewel. The interview candidate arrived, but the 

Director promised to find a photo so he could show me how much I resembled his friend, 

Jewel. The next day in the hallway the Director and I crossed paths again. Flagging me 

down he pulled me aside and introduced me to Carolyn, saying: “Doesn’t she look like 

Jewel?” As we looked at pictures of Jewel on the Director’s phone, we got chatting about 

Carolyn’s involvement at the fair. As a former international educator now teaching in a 

country school near the location of the recruiting fair, she returns each year to talk to 

prospective educators about jobs overseas. And that is how Carolyn and I met, and how 

she expressed her willingness to participate in this study.  

 

Chance Connections   

The interlogue above signals the chance nature of connections that emerged 

during the course of this study, and how one returned educator became a participant in 

this study. The interlogue also reflects a dimension of the journey of international 

teaching that emerged again and again. During our interview, Carolyn talked about the 

prevalence of random connections in the international teaching world: 

[I]t is amazing….how small the world we live in really is. 

And international teaching is very small. You have no idea 

who you are going to end up meeting. (Carolyn) 

Across the body of responses from overseas educators, there were anecdotes about 

chance connections, interactions, or conversations with others who were involved in or 

connected to the world of international teaching.  Through their stories of chance 

connections, random encounters, or unlikely entry points to international education, 
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participants reinforced the sense that qualities of openness, optimism, and flexibility were 

key characteristics. Using words and phrases like it was a fluke, the opportunity sort of 

presented itself to me, I sort of ended up in, it just kind of fell into my lap, many 

participants portrayed their entry into international education as fortunate events that 

were essentially unplanned.  

My mum ran into somebody who used to coach me when I 

was little and worked at the Kindergarten that I ended up 

working at in Shanghai when I first got there. Basically she 

said, “Hey, if Heather wants a job overseas I can get her a 

job in China.” That is sort of how I ended up in Shanghai. 

So it’s not like I had to sort out where to go. I had been 

open to that opportunity and ….was like, Okay, I’ll give it a 

whirl. 

Other international teachers also talked about the role of chance connections in 

their professional lives. These chance connections and random encounters were threaded 

throughout participants’ stories of being hired for overseas positions. Jason “had a history 

in international connections within the family.” He “grew up around overseas educators” 

and one of the people who would “come to the house once a year for dinner…ended up 

giving me my first job.” The role of chance connections is closely associated with 

professional opportunities along the journey of international teaching. 

Chance connections become extended into tightly connected networks built 

within the international teaching community, networks that lead to new opportunities.  

Threaded throughout the data were comments such as: it was through people, it’s 

networking, it was all kind of word of mouth how I ended up there. I asked a director with 

three decades of experience about what led him to move positions; he replied: 

Opportunities come up and friends and acquaintances who 

were in the position to hire people will remember you. And 
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then that is how I went to Lesotho, they said would you be 

interested in going in and doing that out there, I said yes. 

And when I was in Bangladesh I was invited by a former 

employer to go to Singapore and when I went to Antigua, 

there was a woman that I had worked with in North 

Region…. it is usually people and opportunity. 

The abundance of opportunities to teach internationally reframes the lack of opportunities 

in Ontario. The prospect of a one-year contract to fill the gap of unemployment or 

underemployment can be an attractive opportunity for young educators completing their 

professional qualification. Each year, Bachelor of Education candidates at the Teachers 

Overseas Recruiting Fair anecdotally report their preference for one-year contracts as an 

immediate and endurable solution to unemployment or underemployment. As the 

findings in Chapter Four and Five suggest, the one year time frame is portrayed both as a 

professional opportunity and an extended holiday with opportunities to travel before 

settling down in the “real world.”  

Another plot thread that is stitched into the international teaching quilt is the 

awareness after entering the journey of international teaching that for some, this is the 

real world, and one year is not enough. Elements of professional and personal awakening 

featured within teachers’ stories of their desire to renew their contracts. Heather recounts 

how she 

knew that after a school year I wasn’t going to be ready to 

leave that place, to leave the school, to leave the travel.…It 

was such an exciting place to be. New, and very different. 

Exciting! 

Heather recognized that the excitement of new challenges and opportunities were 

an important piece of her commitment to another contract period. Similarly, Meg decided 

to renew her contract after her first year in Mongolia. Meg describes the first year as 
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“very difficult,” mostly for personal reasons, but had a strong desire to sustain the 

relationship with the children in her class and to give the country a fair chance after 

getting “through all the kinks and through all the rough times and whatever culture 

shock.” Meg’s student-centred philosophy was evident as she described how she didn’t 

think it was fair for the kids to “have another teacher leave them again.” The comment 

also alludes to the industry awareness of and Meg’s sensitivity to high teacher turnover in 

international schools (Odland & Ruzicka, 2009). Professionally, Meg felt that staying at 

the school, which was during its infancy and undergoing accreditation, would be a way of 

fulfilling professional goals: “I wanted to do more at the school. I wanted to grow it 

more.” Meg’s desire to be part of something that was growing and developing reflects a 

pioneering sensibility that some teachers along the journey emphasize and even crave. 

There are stories of finding that there is no set curriculum or maybe no furniture, and 

being expected to deal with the situation alongside colleagues you’ve just met in a 

country you’ve just arrived in. For some teachers, their romantic ideas of teaching abroad 

were misaligned with the reality of an unregulated industry with conditions upon arrival 

not being what they expected. While unsuccessful journeys may be the result for some 

teachers, for others such conditions forge strong networks. Teachers with a pioneering 

sensibility handle the situation and see unexpected circumstances as an opportunity to 

challenge their resourcefulness and work cooperatively. Carolyn recounted a story I have 

heard before and experienced myself in a different school, in another country, at another 

time. Yet her story was nearly the same: 

School was not finished when we arrived. The kids were 

coming in a week and there was no furniture. We spent our 

first day at a staff meeting screwing table legs on so we 
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could have somewhere to put our paper. Like put chairs 

together; like that is what we were doing.  

Carolyn also recounts, “that there was no curriculum and we got there and we became so 

close as a staff because of this. Because when you go through something like really hard 

you really stick together, right?” Her comments highlight how strong social ties can result 

from the cooperative demands of new environments with limited resources. Teachers 

often described how coworkers become like family members, and school becomes your 

community. Some teachers articulated family as being situated within the classroom. 

Heather used the words family and community to describe her classroom as both “we had 

our own community: myself, my Chinese co-teacher, and our kids.” She says it 

was a family and it was a community. We learned from one 

another and it wasn't any kind of hierarchy, it was very 

much like we are all here to have a conversation and to 

learn together. I felt very comfortable in that world.  

Heather’s description of her classroom as a world unto itself highlights some 

international teachers’ sense of their classrooms as personal and professional homes. 

Leaving those homes is difficult, and sustaining ties to them becomes a way of holding 

home close. When I asked another teacher who returned to Canada whether the journey 

of international teaching itself was a home for her, she described experiencing “moments 

when I either come across artifacts of my time overseas or speak to friends overseas or 

something that reminds me of what it is like to teach overseas.” In those moments, she 

said, “This feeling comes back,” a feeling of “belonging, that sense of belonging. You 

know the journey of that international experience might just be that belonging, that sense 

of belonging. You might be onto something!” 
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Borderlines: Crossings and Tensions 

Teachers commented on the borderlines between classes, cultures, and other 

curricular territories where dimensions of difference, discrimination and privilege 

presented themselves in complex ways: sometimes subtly, sometimes overtly. In this next 

section I share comments from participants who highlighted dimensions of their 

experiences of borderlines, seen through the lens of reflection.  

Cultural Borders and Community Integration. 

In speaking with the international educators in this research, I heard how cultural 

borders were being defined in particular ways. International educators talked about the 

“expat bubble” as a cultural territory separate from the local environment. Within the 

expat bubble, social networks appeared tied to and determined by four dimensions: (a) 

professional conditions and status, (b) daily interactions, including place of residence, 

shopping habits, mobility (e.g. whether teachers drove), (c) romantic relationships, and 

(d) status (visible or linguistic) as a foreigner. Extracts from the following participants 

highlight these four dimensions that appeared across the body of responses of returned 

Canadians. 

Just as the participants in Chapter Five described strong social ties and support 

systems in international school communities, so did the returned educators.  

Heather: Yeah, I found it way easier going to Shanghai, the 

teachers at the school that I was at, they were all really 

welcoming and there were quite a few people who were starting 

at the same time. I think in those settings friends become family 

very quickly and we become one another's support groups very 

quickly.  I had a good group of friends and then the longer I 

stayed there the more people I knew and connected with whom 

weren't leaving. There were a lot of people that would come 

through in this transient way but there's definitely some solid 

people who were doing the same thing as we were, we were 

there for a while, people to fall back on. 
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Meg says “they are your support system. They are sort of your pseudo family. You need 

each other.” However, there is a line between support and exclusionary interaction. Meg 

highlights how easy it was to remain in the “expat bubble” with “potluck Thanksgiving 

dinners” rather than having an “authentic experience.” For her, moving outside that 

environment was important, and she asked herself 

I was in Mongolia. Why was I here? Why did I come here? I 

didn’t come here just to teach and hang out with other people 

like me. I came here to learn something about this culture, learn 

about myself. And I knew that if I didn’t go outside my comfort 

zone literally and figuratively then I wasn’t going to get what I 

want out of this experience. Otherwise, what is the point of being 

here if I am doing the things that I could be doing back in 

Canada. 

Meg describes moving “outside the expat bubble” and immersing herself in the local 

culture. She moved into the city center, a move that was “a bit unusual. Only people who 

were in relationships with Mongolians did that, or the local hires did that.” Most teachers 

lived in the “teacher apartments that were right next door to the school in our guarded 

compound…and the teacher apartments were a culture in themselves.” Meg goes on to 

describe a dorm-like environment, which teachers who worked in other countries alluded 

to as well. “It felt like a dorm; it was like a dorm but it seemed a bit unusual because we 

are all grownups, colleagues, living in very close quarters.” Meg’s description of the 

dorm culture inherent in the living arrangements of expatriate teachers echoes the 

comments of other teachers in Chapter Five, who portray aspects of the international 

journey as an extended university experience.  

Jason commented on the difficulty of crossing cultural borders in Abu Dhabi; it 

was “really hard. I tried to break those barriers but that wasn’t welcomed by the people I 

was trying to engage with.” He says:  
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I didn't like the deference because of the way I looked. The 

deference to me made me very uncomfortable; I didn't 

enjoy that. I worked hard to eliminate that…. but it's 

engrained, so that didn't make me feel comfortable at all. 

Jason talks about the tension between his desire to cross cultural borders and his 

incapacity to do so “because of the way I looked.” Although he does not name it, Jason 

articulates his whiteness as a barrier to the crossing. He speaks of his efforts to enter into 

the realm of those outside his social and professional circles in Abu Dhabi, but felt that 

the social roles of particular expatriate groups in Abu Dhabi are “engrained” and difficult 

to penetrate. Crossing colour and classlines is sometimes not a privilege of the journey. 

Through teachers’ stories of the journey of international teaching, it became 

apparent that whether teachers felt integrated into their host communities influenced their 

satisfaction with the personal aspects of their lives abroad. One administrator offered an 

anecdote about his brother, who lives in Dubai, to highlight the role that community 

integration plays in creating supportive feelings about the host country. 

I don’t know that he has interacted with the host country in 

the same way that I have. We have made some great friends 

from among our support staff and among our neighbors. 

We consider them to be dear friends. They are 

Singaporeans and I just have deep, deep respect for them, 

for the country and that helps to have this sense of, this is a 

place that we can really call home. It isn't a place just 

where we got a good job and we kind of make a lot of 

money.  

For some journey-makers, the “expat bubble” is a home away from home. For others, 

being able to move into the local community was a key determinant in their sense of 

home. For example, Jason contrasts his easy assimilation into life in Turkey with the 

cultural segregation he experienced in Abu Dhabi. In Turkey, he says “even if I was on 

my own I've never felt alone because I could go outside, and go to the village, and talk to 
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the store guy, and do all that kind of stuff.” Feeling like you were a member of a 

community came from participation in the daily life of the environment and from the 

acknowledgement received by those around you: “they recognized you and they said hi 

and it was lovely. You felt like you had a place or you are making a place.” In Abu 

Dhabi, however, the “least homely” of the places he had lived, the “caste system” played 

a role in community integration: “it is very prevalent there, about the value of life and 

who you are and where you come from and what value your life has in that community.” 

In a succinct overview of his perceptions of community segregation, Jason says  

Indians were construction workers….The Pakistanis and 

the Bangladeshis were taxi drivers and then Sri-Lankan 

women most often were house keepers. Filipinos were 

higher up, so they worked in the service industry and then 

there was this weird white western middle class. They 

didn’t have to be white, strike that for the record, just the 

western middle class. Western cultural middle class. And 

then there were the Emiratis on the top. 

Jason’s comment “They didn’t have to be white, strike that for the record, just the 

western middle class” implies his reconsideration of how class lines are globally drawn, 

or perhaps how those lines are perceived by Canadians. For Canadians moving into other 

national spaces the delineation of social and professional roles by race, ethnicity, or 

nationality was frequently remarked upon in reference to how these lines did not seem as 

visible to them “back home”. Also, as I noted in Chapter Five, layers of difference or 

similarity intersect with teachers’ sense of community integration along the journey of 

international teaching.  

Interlogue: Breaking Bread 

 Narrative (Inward/Backward) 
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I remember the lady at the boulangerie. Miriam. Every day I 

stopped to buy bread and petit pain au chocolat from the corner 

bakery. And every day Miriam was there. She had no name tag, 

but I heard the shopkeeper growl her name whenever I came to 

the counter. Miriam! He would point at me and nod his head 

backwards to where she stood, indicating that I should direct my 

order to her. Miriam. Her slight frame standing in relief against 

the wooden slats enclosing the golden discs of bread and crusted 

sleeves of baguettes. Miriam. With dark hair, closely cropped 

around the nape of her neck, pale skin, and a sprinkling of 

freckles just above her cheeks. Miriam. With dark eyes. Deep 

eyes, the kind that simultaneously penetrate and conceal. As I 

passed her my carefully counted dirhams (as easily as I now 

pass the toonie for my Tim Horton’s), the right amount every 

time, she withdrew her palm as soon as I dropped the coins. It 

was a deliberately practiced movement of retraction, so that our 

hands never entered into the dangerous zone of collision. It was 

if she couldn’t bear our flesh to be in such proximity. She hastily 

flung the dirhams and centimes into the cash drawer, seemingly 

repelled by the transaction, wanting to wash the coin of my 

touch. I didn’t understand her apparent loathing. Each day I 

smiled. “Shukran,” I said. And each day she looked beyond me 

with her oddly absent yet penetrating stare. 

Until. 

One day I went to the local hammam with a Moroccan woman, 

Atika, the drama teacher from our school. It was a run-down 

place, cinderblock, no sign. Atika explained that there were 

separate days and times for men and women, and we talked 

about the capacity of local communities to have such clearly 

established lines of organization that are invisible to outsiders. 

We entered, and she instructed me to pass my dirhams to the 

woman serving as gatekeeper, remove my shoes, and pass into a 

small changing area. Atika laughed at my Canadian 

prudishness; she comfortably removed her clothing as I looked 

down sheepishly. Making casual conversation and gentle fun of 

my French accent, Atika waited as I self-consciously stripped to 

my panties, the only article of clothing it was acceptable to 

retain at the public baths. Laughing, Atika pulled me by the arm 

into the depths of the hammam. We entered the first room and 

sat in steamy silence, enveloped by dark mists. I had the sense of 

other women’s presence, but it wasn’t until our feet slapped us 

into the next room, where light slanted through glass blocks high 

in the rafters, that faces and figures emerged as my eyes 

adjusted. Just across the room, sitting next to a tap and bucket, 

was Miriam. She was squatting, naked, engaged in the Moroccan 

act and art of weekly bathing. And then she looked up. I was so 

startled by the sight of her out of context, by the fact that she was 

looking directly at me for the first time ever, and by the fact that 
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I was in such close and naked proximity with a woman who 

seemed repelled by me, I froze. She looked from me to Atika, and 

back to me. And then, astonishingly, came a smile as direct as 

the stare she had previously gifted me. The smile was as warm as 

the room, as enveloping as the mists of steam, as caressing as 

the lapping water circling the stone floor. It was a smile of 

recognition, acceptance, and welcome. I beamed back at her, 

elated by the breakthrough. With my entry into one of the most 

basic facilities in that small Middle-Atlas mountain community I 

had stepped closer to those in my community. One year of 

Miriam’s dismissal was washed away by the sisterhood of that 

hammam smile. From that day forward she came to the counter 

as soon as I entered the bakery, took my coins in a casual clasp, 

and we smiled. Together at one another.  

Privileged Locations: Class Lines. 

Teachers in this research discussed elements of classed privilege that presented as 

borders along the journey of international teaching. Although Jason recounts how clearly 

delineated ethnic professional lines appeared in Abu Dhabi he also notes the presence of 

a “Western middle class” that is framed by socio-economic privilege.  The cultural 

territory of the international school can be isolated from the surrounding host country 

because of clearly delineated borders of socio-economic privilege. Meg describes how 

“the culture of my school kind of felt like an island in a way. It was really difficult to 

reach out in the community.” Meg spoke for awhile, trying to explore that relationship 

and then stated that the “reason for not really feeling like part of the community, our 

schools, kind of the bubble, was…” and she paused, careful in her expression of the next 

articulation “Well for example we tried to develop a sports tournament with other state 

schools, high schools, and they didn’t want to. Because of the class difference.” 

 Meg goes on to describe an interscholastic sports game where tensions between 

the local Mongolian state schools and the private international school where she taught 

were on full display, and that these tensions were “rooted in how our school had these 
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rich kids, privileged kids, even though they were all Mongolians.” The class tensions 

were made evident by the difficulty organizing activities between the local schools and 

the international schools: “they just didn’t want to.” International teachers commented on 

how class lines were drawn and affected attitudes and revealed tensions. These tensions 

were made visible by the contrast with teachers’ own school experiences. As Meg says, 

her student experience in Canadian public schools was diverse in the sense that students 

and teachers in Canada come “from all walks of life, different classes. It is diverse in that 

sense. We all have our own socioeconomic backgrounds.” At the international schools 

where they taught, however, Canadian teachers noted that the privileged socioeconomic 

backgrounds of their students was an adjustment for them.  

Meg shared that “One of the issues at the school I worked at was getting kids to 

do their work. There was just this laziness because they were entitled.” She went on to 

note that the students at the international schools where she taught “knew that they had 

rich parents who would give them whatever they wanted. And you don’t get that in state 

school systems or at least not the ones that I came from.” Meg articulates this disparity as 

a line of privilege that she was unaccustomed to: “So yeah, being faced with this 

privilege on a regular basis was something to get used to.” Carolyn also highlights the 

levels of privilege at play in the international schools where she worked, noting that she 

“always taught” at “the really hoity toity rich schools, you know? Like Dubai was like 

cream of the crop. I think they were paying like 10 grand for their like grade three kids to 

go to school.”  

Teachers’ commentary on the levels of privilege evident in the international 

schools where they taught and the socioeconomic backgrounds of the children in 
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international schools is highlighted by the contrast with their experiences in Canadian 

public schools. The dimensions of class privilege at play along the journey of 

international teaching evokes a complicated sense of tensions for some Canadian teachers 

along the journey. There are blurred territorial lines around these dimensions of privilege 

and classed identity that make navigating movement within or between communities a 

highly nuanced experience. How teachers look, what languages they speak, and what 

characteristics they hold are identity markers that can impede, facilitate, or confuse the 

crossing of borders. Confronting those markers and negotiating identity components at 

the borderlines is an aspect of the journey of international teaching. 

Negotiating Identity along the Journey 

Canadian Identity  

My friend Günther says Canadians and Filipinos are the 

nicest people in the world. He would repeat that over and 

over and again and he still says that. I think as a Canadian 

that’s how we’re seen out there, as being nice. (Heather) 

We have adaptability in terms of our practice as well as our 

thinking that makes us viable overseas. (Jason) 

In the literature review for this research, I established that there is no focused study of 

what it means to be a Canadian teacher internationally.  In order to understand this aspect 

of the journey, I asked participants about being Canadian internationally. I asked them 

about how it felt to be a Canadian overseas and whether they felt like there was anything 

distinctive about being a Canadian teacher internationally. I was interested in whether the 

responses of those currently overseas or those who had returned to Canada bore any 

similarities to the responses of those about to embark on the journey. I was also curious 

to know whether these responses aligned with the comments of administrators with 
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decades of experience on the journey of international teaching. And that is why I have 

chosen to report on the question of Canadian identity internationally in the final chapter, 

along with the responses of those who are at or near the end of the journey of 

international teaching. 

When asked directly about what it means to be Canadian internationally, the 

teachers in this research responded in ways that reveal how difficult it is to articulate or 

define a Canadian identity. Finding a visual or symbolic means of representing a 

Canadian identity was described as a struggle: 

We had an international dress day once a year and I always 

struggled with it because I think Canadian identity is not as 

strongly set as other cultures. Like in China there is 

Chinese dress and there are traditions that everybody does 

and there are holidays when you eat specific foods. In 

Canada it is not so clear cut because it is multicultural. 

(Heather) 

Their responses also indicated that a unique Canadian teaching identity is not distinct, 

either. In fact, this lack of delineation may be one of the delineating features. Canada’s 

diversity is articulated as a dimension of Canadian teacher identity internationally: 

On the international circuit, there is a sense that Canadian 

teachers are highly regarded and valued. Not over any other 

teacher but there's a sense that Canadians do well overseas, 

that we are stable overseas and we've done a lot to 

contribute.  

Jason connects the reputation of Canadian teachers to intrinsic social arrangements that 

are features of our national identity: 

From my own research this year I think it has to do with the 

diversity and multiculturalism that we come from with our 

own country that allows us to move a little bit easier with 

the ebb and flow of the overseas teaching world. 
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The flexible nature of Canadian teachers can be articulated as a kind of neutrality that is 

also reflected in the perceived neutrality of the Canadian accent, which is considered by 

some parents to be a desirable attribute for their children’s teachers to have: 

I've had parents who are happy to have a Canadian because 

of the accent. As opposed to an American who is coming 

from the southern states or something like that, and they 

just liked the accent better as their children were learning 

English.  (Jason) 

Also, as indicated in Chapter Five, a “Canadian” accent was identified by several 

participants as a strong signifier of their Canadian nationality. And finally, having 

positive responses during international encounters influenced Canadian teachers’ sense of 

national identity.  

I feel much more Canadian overseas that I did living in 

Canada. When you are far from home you need your own 

identity. Both my husband and I found that, and we’re very 

proud now to tell people we’re Canadian. It’s always a 

positive response. Internationally people seem to like 

Canadians. 

Across the stories shared, many characters on the journey of international teaching 

expressed increased feelings of a strong Canadian identity while living overseas. 

Professional Identity: Teaching as Home 

In Chapter Four, evidence from within the group of Cosmopolitan Educators 

supports the connection between international experiences and teachers’ desire for 

professional certification. For many educators in this research, strong feelings are 

associated with experiences of being overseas and discovering teaching as a possible 

vocation or establishing a love for international teaching and assuming it as their 

professional identity.  
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There is a sense from educators in this research that their desire to teach 

internationally is underpinned by the levels of curricular flexibility that exist at the 

international schools where they have worked. Two returned educators describe their 

initial entry into teaching as a natural course of study because they liked children, even 

though they did not see themselves teaching in Canadian public schools. Meg did her 

Bachelor of Education “not necessarily because I wanted to be a teacher” but because she 

enjoyed working with children.” When she did her B.Ed she wasn’t even “sure if I was 

going to stay in it” but in retrospect she considers that perhaps “that’s because I didn’t see 

myself as a teacher in Canada.” However, after teaching overseas Meg felt “more secure” 

in who she is “as a teacher” and knows “for sure that this is what I should be doing.” It is 

evident that for Meg, a strong sense of belonging to the world of international teaching is 

apparent: “now that I have been out of it for almost two years I know for sure this is what 

I should be doing.” Returning to Canada and doing graduate work helped her to clarify 

this sense of identity and direction: “This is me, this is me in so many ways and I have 

just been itching to go back to teaching, and I need this because it is who I am. That is my 

identity; that is where I get my happiness from.” While other aspects of identity are more 

uncertain, international teaching is a home for her; a place where she belongs. 

Similarly, Heather pursued a teaching qualification because of her calling to work 

with children, but had no particular interest in teaching in a traditional public school 

environment in Canada. When she encountered the inquiry-based curriculum at an 

International Baccalaureate (IB) school, however, Heather began to think differently 

about herself as a teacher. While teaching in Shanghai Heather worked at two schools. 

The first was in the process of seeking IB accreditation, and this exposure helped Heather 
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realize that inquiry-based learning “really spoke to me. That way of learning, that way of 

teaching it kind of fits.” Heather describes the curriculum at her second school as an 

“emergent, play-based curriculum, and that I just got completely sucked into.”  Heather 

cites the curriculum as what 

kept me in Shanghai for so long. That curriculum, that way 

of learning, that way of teaching, but then it’s also working 

with the Chinese co-teacher. In our classroom we had like 

fourteen or fifteen different nationalities. During play time 

you could sit back and you could hear kids talking in 

English, talking in Chinese, talking in Cantonese, speaking 

in French and then switching between the languages and it 

was pretty magical. 

In Heather’s recollections, dimensions of student diversity, professional 

cooperation with a host national co-teacher, and curricular freedom informed her 

negotiation of a professional identity along the journey of international teaching. 

In Chapter Four, preservice teachers expressed a strong desire to teach, acquire 

cultural experience, and travel as factors underpinning their decision to consider 

international teaching. Experienced overseas teachers reported similar reasons for going 

overseas, with the job market being a key determinant in their decision to leave Canada 

whether that decision was made in 1978 or 2008. Wayne graduated in 1978, but “when I 

came out I was a history teacher and there weren't any jobs in Ontario” and he began his 

life as a career international teacher in the years after graduating. Nearly 27 years ago 

Dee and his wife made the decision to leave for fulltime teaching first in the Canadian 

North and then in Thailand: “We knew we could stay back home and go on sub lists and 

work our way into where we wanted or we could go North and start teaching right away.” 

And another teacher seeking fulltime teaching describes his motivation for leaving in 

2004:   
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I wanted to work, I graduated from my B Ed and more than 

anything I wanted to work. At the time the job market was 

tough; there were jobs but there was no guarantee and so I 

wanted to work. (Jason) 

The desire to work, to practice the profession of teaching is often central to the decision 

to go abroad. The opportunity overseas teaching provides for immediate professional 

engagement is significant, and experienced overseas educators report how easy the 

transition to teaching was for them: “I walked into my own classroom three months after 

I graduated (Jason).” Many of the stories shared with me outlined an intense personal and 

professional satisfaction that arose from being immediately able to teach in their own 

classrooms. The ease of entry into the profession abroad is contrasted by the difficulty of 

re-entry when coming back to Canada. Returning presents a difficult transition for 

overseas educators who so easily obtained their first positions. In 2008, Carolyn returned 

to Canada after teaching overseas for seven years. She spoke of her personal connections 

within the school board and her prior status on the emergency supply list as hopeful 

connections to gaining fulltime teaching employment when she returned. However, 

moving directly into a fulltime position did not happen easily. She described what other 

participants called “the game” of first obtaining part time work as a supply teacher and 

then hoping for long term occasional contracts (LTOs). 

I only got maybe six LTOs and then I got contract piece so 

I did an interview for that so like I was doing interviews in 

my sleep right, but it was hard. I did 30 interviews like it 

took me almost two years to get a contract and I know 

people, right? Like it took me a long time and I knew 

people who could help me with my reference letter who 

could help me with my cover letter…  

For inexperienced teachers seeking their first positions, the challenges of entering into the 

Ontario job market are clearly articulated in everyday conversations, professional 
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magazines, and in the narratives I presented in Chapter Four. In the stories of returned 

overseas educators, however, there is a differently articulated and felt frustration. It is a 

frustration founded in the fact that they are not newly minted, inexperienced teachers, yet 

their professional tenure overseas is not recognized or transferable. Experienced overseas 

teachers shared how their experiences outside Canada were professionally grounded and 

enriching: 

Interviewer: What did that feel like to be teaching outside 

Canada for the very first time? 

Jason: It felt like teaching. Because I just had my 

practicum experience in Ontario and it was…( pause) I 

hadn’t had any clear idea of what the profession was 

supposed to be or what I was supposed to be like. I knew I 

was flexible and I knew it was diverse and so teaching 

there was just, I was learning the job and I just happened to 

be in a different country with a cultural aspect to it as well, 

which was very rich. So that is kind of what teaching was 

there and I was lucky that I had phenomenal support for 

new teachers, the school had a very clear vision and was 

really helpful in guiding me to their vision and allowing me 

the freedom to play with my own vision. 

The combination of opportunity, autonomy, and support that Jason articulates highlights 

how Canadian teachers who go overseas are invested in shaping their professional selves. 

The pause as he steers away from describing his practicum, the tactful “I hadn’t had any 

clear idea of what the profession was supposed to be or what I was supposed to be like” 

highlights how teachers invested in their professional selves are searching for 

opportunities to be supported yet autonomous professionals. Heather highlights the 

importance of autonomy in assuming a professional self by contrasting her experiences in 

practicum with her experiences in Shanghai: 
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Shanghai felt more like home, those classrooms for sure; I 

felt uncomfortable during my B.Ed placement because it 

was stepping into someone else's world with someone else's 

rule and ways of teaching and classroom management that I 

wouldn't necessarily agree with. 

 For Jason, Heather, and others in this research, “learning the job” can be a continuous 

process of challenging professional development. For international educators who move 

between countries, schools, and systems, there are a number of new opportunities and 

challenges in each locale. Teachers’ descriptions of movements between schools with 

high numbers of local host nationals or multiple nationalities highlight the unique cultural 

dimensions of each school. Attending to the cultural differences and multiple viewpoints 

that present themselves in different locales can be a form of professional challenge and 

development that international educators in this study spoke to as a characteristic of the 

job: 

I guess it is a very social constructivist approach. You’re 

saying here is this viewpoint, this is mine, and let’s see 

what you guys bring. Mexico was 97% Mexican, Turkey 

was 100% Turkish students and Abu Dhabi was like 40 

nationalities. You have very national perspectives in those 

first two places and in the third place you really have that 

hodge podge of kids who are bringing their culture to the 

understanding of the curriculum. So there were some really 

interesting conversations. (Jason) 

Professional opportunities are frequently cited by these experienced overseas educators as 

motivating factors in their movement between schools and countries. Jason remarks how 

his first teaching position gave him a strong professional foundation that led him to seek 

other experiences: “Mexico helped me grow. I was very confident coming out of Mexico 

that I had an opportunity to really understand the craft, the art, and science of teaching.” 

From there, Jason sought other opportunities to teach different subjects, different age 
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levels, and different curricula. He moved two more schools and countries before 

returning to Canada to pursue doctoral work, and has signed a contract to return to the 

international circuit after two years back “home.” 

The professional expectations of international teachers can be very high, and 

limited year contracts with behaviour clauses are not uncommon. Returned educator 

Carolyn speaks to the role of personal behaviour and professional obligations on the 

international circuit: 

I always thought it was kind of strange when I signed 

contracts saying we can let you go if you do something that 

is against school policy outside on your own time. I was 

thinking “Hey! but it is my own private time,” but now I 

get it. I totally get it because as a teacher you are a model 

everywhere, wherever you go. That’s the thing with 

international teaching. 

High professional standards are mentioned by other participants as well, and sometimes 

framed in relation to their observations about and lack of desire to teach in the public 

system in Canada. Other differences between teaching internationally and in Canada were 

highlighted as well. Both teachers and administrators spoke to the flexibility of contracts, 

and the absence of unions at international schools as a mechanism for sustaining high 

professional standards. One career international educator and administrator who returned 

to Canada mid-career to teach for two years was frank in his commentary: 

One thing I noticed was there were a lot of deadbeats 

teaching here [in Ontario]. They weren't very engaged in 

their schools and were just putting in their time waiting to 

retire and weren't very excited about what they were doing. 

Sometimes they weren't so innovative in using some of the 

resources that were available here. Professional 

development opportunities were lacking here, I think, 

compared to my present school [overseas]. 
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Other comments on the role and “functions of the principal” suggest that as a principal in 

Canada “you are doing a lot of paperwork” and “spending a lot of time outside of the 

school” compared to the “more hands on” job internationally “where you are addressing 

the teaching and learning issues in your school more directly maybe.” Also, 

administrators noted that overseas “of course you are not dealing with the unions, which 

is what you deal with here and that can be restrictive sometimes.” 

Few of the overseas educators in this research described a teaching position in the 

Canadian public system as a professional option or desire upon their return to Canada. 

Systemic issues and personal desires were most frequently cited. Their reasons were 

informed by “the process of getting a job,” settling down in one place, and by the 

“curriculum.” Educators indicated that opportunities for professional innovation in 

different learning environments that are considered “untraditional” here have “informed 

my perspective of what education is, and can look like, and should look like” (Heather). 

I don’t really want to teach in Ontario. I don’t really want 

to teach in Ontario or in Canada, for several reasons. One 

the process of getting a job, two finding one place to be 

forever—I 'm not ready to do that—and then three the 

curriculum, I really enjoyed what I was doing in Shanghai 

and I think if I was to step back in a classroom I would 

have to find a school that supports my philosophies.  

Although Heather sees her professional self beyond the kindergarten classroom, she is 

still interested in teaching and wants to stay in “the education world, I think education is 

a comfortable place for me” most likely at the university level with B.Ed students.  

Jason used similar terms to express his relationship to the education world. When 

I asked him if the classroom was a home for him he replied emphatically: “Absolutely, it 

really is, it’s a very comfortable space for me.” Comfort is not conflated with stagnation 
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or apathy, however. Just as Heather’s responses indicated, there is a sense of comfort 

rooted in the personal and professional challenges that an international teaching career 

offers. In the same breath that Jason expressed the classroom as a comfortable space, he 

indicated that he 

would like to become a curriculum coordinator, I’m 

interested in facilitating change and working with teachers 

and working with students and in those both capacities. I 

would like to move up to administration but I have no 

desire to be a VP or a principal, I would like to work with 

curriculum and practices and pedagogies and getting 

teachers excited with things and getting students excited 

with things and doing that kind of stuff. 

The desire to innovate pedagogically and improve one’s craft is articulated in many of the 

returned educator’s reflections. The level of flexibility in creating the environment 

suitable for such development of a professional self is also revealed in Jason’s next 

response, when I asked him: “All things being equal, if you have the opportunity for that 

position somewhere abroad and somewhere here in Canada, what do you think you might 

choose?” 

At the moment I would probably stay, I think I would and 

the only reason I keep overseas open is because it is the 

most viable of all the options at this point in time. Above 

all else I want to work, I want to be in the environment. We 

are at the point where that luxury is not necessarily 

afforded in Ontario but I have the luxury of still working 

and it just has to be somewhere else. Not that we are 

begging or choosing but it is just the reality of it, you can’t 

have it all and as long as I’m working then I’ll be happy. 

Jason’s comments echo those of the Cosmopolitan Educators in Chapter Four: he wants 

to be an educator, it doesn’t matter where. As a returned teacher with eight years’ 

experience, Jason has assessed the landscape and determined that returning to Canada 
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will not provide the professional opportunities he seeks. It is telling that Jason chooses 

the word “luxury” to describe the opportunity to practice the profession he has trained for 

and is experienced in within his home province. There is an integral flexibility present in 

the mindset and practice of Canadians who teach internationally. However, the flexibility 

that inhabits the mindset of the international teacher is intertwined with the professional 

hesitation around working in Ontario.  

I mean the benefits in the [international]classroom are 

pretty amazing in that respect which is why I don't think I 

can work in the Ontario public school system because I 

wouldn’t be interested in being a good Ontario teacher. The 

Ministry of Education in Ontario is really focused on 

making Ontario teachers really good at delivering the 

Ontario curriculum. 

International teachers’ perceptions that Ontario schools are confronted by a lack of 

respect for teachers, curricular rigidity, and funding cutbacks are contrasted with their 

experiences in international schools.   

 

Traits of International Teachers 

When I think of international teachers I just think of these really 

adaptable adventurous people. A lot of them were just really 

passionate about teaching. 

One of the questions this research asks about the journey of international teaching 

is “who goes?” Other related questions include: “Who doesn’t make it?” and “Who 

stays?” The following section on unsuccessful journeys and successful international 

educators responds to these questions.  

Unsuccessful Journeys 

None of the experienced overseas educators in this research would be considered 

“unsuccessful.” Overall, their commentary about their time abroad suggests that while 
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not without challenges, their teaching experiences were positive and successful. They had 

returned to Canada after multiple extended contracts at various international schools.  

Participants in this study reported that they had returned or expected to return to Canada 

for specific reasons, such as: (a) professional development or graduate study, (b) 

retirement, (c), to care for aging or ill family members, or (d) to teach in Canada. Other 

reasons given were less specific but focused on a need for change and anticipated that a 

return to Canada would require flexibility given the difficulty in obtaining a teaching job. 

Participants described circumstances when other teachers have returned because of 

negative, unsuccessful international experiences.  

Meg described those who leave the journey as “teachers who are not adaptable. 

Not willing to step outside their comfort zone. Teachers who try the international route 

and then leave in the middle of the school year.” Other teachers told me that those who 

go back are “people who expect it to be like home,” or say things like “This isn’t the right 

way to do it.” The difference between people who go and people who stay is being able 

to realize this isn’t “the way I would do it but I can’t say that it’s right or wrong” and 

“you have to let that go, really.” Unsuccessful journey-makers are “really inflexible and 

not ready to accept that there are other ways to do things.” Many teachers told me they’ve 

“seen a lot of people get on the plane and say “I’m out. I can’t do this” because “they 

can't hack it there; they don’t want to be there.” Meg added that being “away from home 

is too hard on them. I think if they are too attached to where they were before, wherever 

home is for them, being away from that is too hard. And I’ve seen a lot of people leave.” 

One category of unsuccessful international educator is what those in the field call 

“runners” or those who “pull a runner.” Although they aren’t the majority, “I think 
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everyone has run into those people,” Heather says. She adds that pulling a runner means 

“just breaking contract without giving any kind of warning or discussion or anything.” 

She knew a couple who “literally just packed up their stuff and left over the weekend.” 

Another teacher spoke of a teacher who just didn’t return to school after American 

Thanksgiving. Eventually his colleagues “tracked him down, and he was in his mother’s 

basement in Oregon.” Being a runner or pulling a runner are common terms for an 

uncommon yet familiar category of international educator. 

The teachers I spoke with frequently attributed a lack of success internationally to 

cultural clashes and teacher inflexibility. Heather expresses this inflexibility as an 

unwillingness on the part of teachers to “adapt their notions, their identity” to the 

international context where they worked. Teachers in this research highlighted situations 

that can be a catalyst for frustration while teaching overseas, and shared stories of 

incidents when other teachers were not able to cope with the challenges. Heather talks 

about how unfamiliar calendar customs were one thing that contributed to a colleague’s 

frustration:  

[S]ome of the ways that the Chinese schools work are very 

frustrating coming from the western society. The Chinese 

holidays for example. At the first school that I worked at, 

holidays were dictated by the Chinese government. They 

would have a holiday coming up but they wouldn't tell you 

when it was. It would be sometime around the first week of 

October, but you wouldn't know until a week before what 

dates you had to work.  

Heather notes that it “was frustrating, yes if you are trying to plan a trip for example. But 

at the same time you are in China and you just have to deal with it.” But for international 

teachers who do not just “deal with those situations,” who “approach things in a very 

ethnocentric way,” negative behaviour and mental health issues can ensue. Heather goes 



 

154 

 

on to describe how one couple who were not able to assimilate “would start yelling at 

people” and then one day they just “disappeared.” 

Jason also shared stories of three people who were unsuccessful at managing the 

journey of international teaching.  “One got really depressed and just couldn’t make the 

changes, the other two got really angry, like very very angry at everything. Anything and 

everything was a source for frustration and anger, including students. It wasn't just 

culturally it could be institutional.” Jason pointed out: “it all permeates through 

everything.” Jason attributed the anger his colleagues exhibited to the fact that “they were 

overseas and they wanted to live like Canadians in a foreign country. You can't do that 

when you go overseas.” Like other participants who noted the need to be flexible as an 

international educator, he says: “You have to bend, you have to let go, and you have to 

adapt. You have to adapt to new things and it doesn’t mean letting go of where you came 

from.” Like Heather, Jason points out that accepting local differences is key: “if traffic is 

going to take you an hour to go five blocks you have to be okay with that.”  However, the 

two people Jason knew were “not willing to bend.” Their attitude reflects the 

ethnocentrism that Heather alluded to, and that Jason characterizes as “a feeling that you 

hired me because I'm from this country (Canada), I have this value structure and I'm 

going to hold you accountable to that because that is the value structure I bring.” Jason 

recounted how he knew those people wouldn’t be successful: “I was like oh-oh!! You are 

teaching a class of 24 Turkish kids. I just want you to know you're outnumbered!” Jason 

laughed, and continued: “Yeah, you're not going to win that one. Those are the two 

people that I've seen who haven't made it.” Cultural clashes, missing home, and an 
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unwillingness to adapt to the local environment were consistently indicated as predictors 

of unsuccessful journeys. 

Successful Journeys 

Interlogue: The Ideal Candidate: A Recruiter’s Profile 

 

There are a handful of things I can think of just off hand, one would be the 

obvious part about just having some appetite for adventure or risk or newness. That 

challenge of being in something unfamiliar and learning to cope with that. And that fits 

some people, it just a really stimulating kind of thing, it is a mildly intoxicating 

experience, realizing that you don't know how life is going to unfold, and if you have a 

high need for change, knowing you are just wired that way. That is a good starting 

point…The danger in that is …what they call the mavericks, people who are just hoping 

to find a new place every two years, doesn't matter how satisfying it was, they need 

change so they are going to see the whole world and they are going do it all over the 

course of two year stints. But it hasn't been my approach to it. I value that, I respect that 

might be someone else's approach, that this is just a strategy for exploration but it is tied 

to profession and that is one way of approaching going overseas. So that is a different 

profile than, I think the way I would answer the question from my own personal 

experiences, and for really who I am recruiting. I try not to recruit mavericks because I 

am trying to slow down that revolving door, people coming in and out and I am 

interested in people who really are attracted to our community and for how they 

approach our chosen profession of educating kids. I want them to be attracted to that and 

fall in love with it and stay for a while. 

 

To get a sense of what it takes to be successful on the journey of international teaching, I 

focus on the comments of experienced international school administrators. While 

comments from all participants indicate and support these dimensions, I have chosen to 

report comments from administrators. Their role includes recruiting, meeting, hiring, and 

(occasionally) dismissing international educators, so their experience with a broad range 

of candidates gives weight to their commentary. Also, they are frequently called on to 

articulate these characteristics to potential hires during teacher recruitment, so their 

expression of the traits required is fairly well-honed. One experienced administrator 

characterized successful international educators as “curious, risk-taking, energetic people. 
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I guess it’s in their blood.” Another experienced administrator said that some people 

“have a high need for change” and are “just wired that way.”  Often noted is the desire 

for “the challenge of being in something unfamiliar and learning to cope with that.” This 

is the profile that “fits some people, it’s just a really stimulating kind of thing, it is a 

mildly intoxicating experience, realizing that you don't know how life is going to unfold” 

being able to just “wait and see what kind of doors open up and…being open to whatever 

opportunities present themselves.” There is a clear articulation of an inherent desire for 

personal and professional challenge as being markers of the successful international 

educator. 

In this section, experienced international educators and administrators shared 

responses about the traits of international educators, both successful and unsuccessful. 

The words of the experienced administrators are supported by the perspectives of 

returned teachers who noted that dealing with adversity and learning along the way are 

important components of the journey. Conflicts, tensions, and challenges produce what 

one teacher described as the “defining moment” where you discover that “it is not about 

what you teach necessarily, but what you learn as you are teaching.” Across the body of 

responses, an additional characteristic of successful international teachers was a desire to 

learn. Also, they often fell in love.  

Notions of Home 

When Are You Coming Home?  

As noted in the previous section, a strong desire for challenge and change 

sometimes sets international educators apart from friends and family members. Across 

the cast of characters in this study, there was a consistently expressed sense that most 
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people back home do not really understand or appreciate stories of the journey of 

international teaching. 

It is hard…I find that I can’t talk a lot about what I am 

doing, all my travels and that sort of stuff because …if you 

talk to somebody who has never travelled before they don’t 

get it. They are not interested. You can sit down and be like 

let me show you pictures, but they don’t care at all. 

Shelley describes the dual reactions she has experienced when sharing her experiences 

abroad:  

[W]hen you go home you get the same kind of reactions. 

When you say that I’ve been to Cambodia, Thailand and 

China and all of those countries, you get two reactions: 

“Oh, that’s nice. What’s for lunch”? or “Tell me more, I am 

so interested, what is it like in Cambodia”? 

Many international teachers talk about returning to Canada in the summers and 

strengthening ties with friends and family “back home.” Because their friends and family 

often have more “settled” lives and less “mobility” there is an expectation that the 

returned international educators spend some of their holidays travelling around to touch 

base with family members. Glenn’s description of the dual experiences of feeling at home 

in Canada and abroad provide an insightful interlogue. 

Interlogue: At Home  

When we are packing up in Singapore to come back to Calgary—where most of my 

family is based—we say how it is nice to be going home. And when we are in Calgary 

packing up to get on the plane to fly back to Singapore, we say it feels kind of good to be 

going back home. Home is used interchangeably because they both feel like home. They 

both have a place that feels that there is a strong emotional connection to it, one being a 

place of residence and place where our roots are currently being sunk, the other one 

being rooted more in people who are there, as well as the history that we have with that 

part of the world. So we use them interchangeably and I do think of them equally fondly 

and with a different kind of attraction to both of them. If I were forced to choose one, 

Singapore would be home for now.  
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In Glenn’s story and for other educators, the word home is used interchangeably to 

represent the various locations where they have lived, currently live, or have a feeling of 

being established in other ways. The dimensions of home are relational, geographic, 

historical, and experiential. The words “for now” signal the temporal dimensions of a 

home as a potentially temporary and mobile concept. Such traits are shared with the 

Cosmopolitan Educators in Chapter Four, who articulated a sense of being at home in the 

world. 

 Friends and family who do not understand the desire to teach internationally 

frequently ask “When are you coming home”?  Implicit in the question is a difference in 

values, as well as a misunderstanding of the journey and the capacity for feeling at home 

while teaching internationally. Friends and family in Canada sometimes say those who 

choose to go abroad are “crazy” because they don’t want to enjoy “a nice life in Canada.”  

After “eight different postings, or is it nine?” Wayne “couldn't imagine” being in “the 

same school” and spending his “entire career there” like some of his friends in Canada. 

Similarly, Glenn comments: 

I deeply respect people who live in the same comfortable 

life, work at the same company or in the same firm…. 

That's an equally valid life choice, I am making a different 

one. 

When he returns for summers in Canada, Wayne gets together with “some of my closest 

friends who have never left at all.” Does he talk about his life overseas? No. “I don't 

really talk about it very much. I’ll come home in the summer and we'll go golfing, we'll 

talk about the Blue Jays and baseball. I won't talk much about what I do over there.” 

Movements between home and abroad call teachers to perform their identities differently 

when crossing borders along the journey. 
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International teachers consistently reported having to justify their decision to 

teach abroad to friends or family members who did not understand, were critical, or who 

felt like they were being abandoned by those who were leaving, asking questions such as: 

Don't you like us? Don't you like where we live? Don't 

you…all these questions that I think you have to 

respectfully manage in one way or another.  

For Glenn, who was born overseas but spent 24 years teaching in Canada, the longing “to 

go international” was always there.  As a third-culture-kid (TCK) he explained that going 

overseas was “in my blood.” The characteristics of optimism, flexibility, and desire to 

learn are readily apparent in my conversation with him. In teaching internationally he has 

“a chance to do something professionally that is going to give me these opportunities, I 

get to work in this kind of a setting and I have the opportunity to learn.” His expression 

of the world of international teaching reveals the interconnectedness of his personal and 

professional goals: 

The world is too big a place and I don't feel like I have 

experienced enough of it. There is nothing at all wrong 

with this life, it is a wonderful life. I am not escaping 

anything. I'll miss you very much. I hope you come and 

visit. But the world is a huge place and there are so many 

things that we can do in the world professionally as well as 

personally. I think for me, I would like to marry both of 

those because they are inextricable. A meaningful 

profession satisfies personal needs as well. 

Glenn’s comments reflect dimensions of the Cosmopolitan Educator category.  Teaching 

internationally is not a rejection of Canada but a recognition of a broader positioning in 

the world. He sees his personal and professional selves as mutually entwined and 

extending into the world, and expresses a desire to learn, contribute, and experience life 
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beyond national borders. And as a TCK who grew up internationally, going into the 

world perhaps means coming home.  

Returning to Canada 

The decision to return to Canada was described as complex, and fraught with 

conflicted emotions. Based frequently on what participants described as a shared 

characteristic, a need for change, and the same desire for learning that emerged in 

Chapters Four and Five. Some participants described returning to Canada after 

completing their initial contracts abroad but then “feeling “antsy” (Carolyn) and “itching” 

(Meg) to go back out again. They described feeling like they “belonged” overseas at the 

time, or that being international was “just the right thing for me then.” One experienced 

overseas administrator says he has seen “a lot of people come back” to Canada after 

“these great adventures” overseas and “they start talking to people back here but nobody 

really listens or cares to what they are saying.” I nod when he says “you have probably 

heard that before” because I have, many, many times. Wayne continues and says that 

returned educators “feel a bit like they are outsiders in some ways … And I think it drives 

them overseas again because people here aren't getting it.” Another career international 

teacher confirms that this is exactly how he and his wife felt when they returned to 

Alberta after teaching in Thailand for five years. In the middle of their first year back 

they decided not to stay in Canada, “So I had to go to my principal and say ‘Look I know 

you just gave me this nice job as a vice principal, and I appreciate it, but we really feel 

like we need to go back overseas.” It was a need that few people in Canada understood: 

I mean we lived in a beautiful home on a river with 30 

acres…we bought this thinking this is it we want to settle 

down with the kids. And it was the most money I had ever 

made as a VP…but it just didn’t work. There were so many 
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things that we missed…. We didn’t feel a part of the 

community. We were more like kind of outsiders. 

Despite the material comforts of a beautiful residence in his home province and a well-

paying position, returning to Canada “just didn’t work” for Dee and his family. They 

returned to the international arena and made a home as career international teachers. 

Although they intend to retire in Canada, returning again is overshadowed by the 

difficulty of their unsuccessful return, and Dee says: “I don’t know…I hope we are able 

to just kind of convert it to another adventure, and I don’t know …a new chapter.” 

Another teacher whose initial return to Canada was unsuccessful shares how 

losing her professional home as a fulltime teacher meant that within months she knew “I 

wanted out again.” Carolyn felt like “I don’t think I can do this, this occasional teaching.” 

Without fulltime teaching in Canada upon her return, Carolyn found it difficult to commit 

to staying in Canada. With the assistance of contacts from within her established 

international network, Carolyn was put in touch with a school in Columbia, and hired for 

the January start. She describes the two years she spent there as the best of her life: “I 

absolutely fell in love in every way with Columbia.” Participants often described falling 

in love with certain countries. Or not. Heather had to go back. Meg couldn’t leave, 

Carolyn talks about her relationship with the country as if it is a lover lost, and Jason says 

his heart is in Turkey and always will be. Glenn says he is looking to hire teachers who 

fall in love with the country and want to stay a while. Love features prominently in 

stories of the journey.  

Teachers often framed their relationships with geographical locales in terms of 

love and loss. Connections to geographical locations can be difficult to sustain after 
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leaving. This is highlighted by Wayne’s comments about returning to Singapore, where 

he had lived for ten years: 

I went back about a year ago, after being away since 1998, 

and it had completely changed. It was very changed. It was 

my home and ultimately I didn't even know I was looking 

at my school until I was about fifteen yards away. 

Attempting to return to places that were once home can be experiences of nostalgia and 

grief. After living in multiple places over the course of a career, Wayne reflects how 

“those places are only now in my memory, I think now it'll never be the same as they 

were in those times.” The strength of teachers’ emotional attachments to the places they 

have lived is sometimes matched by their expressed grief at the loss of permanence, the 

loss of a relationship. Many teachers described their love for the places they had lived, 

and spoke about leaving and grieving the countries as being like losing a lover that no 

one knew you had, or not being able to talk about that love with anyone who wasn’t there 

then, because they just can’t understand. The emotional commentary is a powerful 

undercurrent in the stories of successful international educators cycling through new 

professional challenges, personal connections, and geographical orientations, and then 

leaving those, grieving those, and moving on. Teachers storied an ongoing narrative of 

new experiences, new loves, and resilience in the face of change and loss. Sometimes 

teachers storied their journeys in ways that ensured they could remain emotionally 

anchored in the face of change. These teachers exhibited traits of Entrenched Canadians: 

although they have lived and worked in other places, they make yearly returns to Canada, 

sustain strong social ties, and slot effortlessly back into life in Canada.  While their 

professional lives are lived overseas, Canada can still be the dominant and permanent 

connection for Entrenched Canadians abroad: “Canada is home for me.”  
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Participants often framed their return to Canada in relation to their feelings of 

being overseas. Jason says “Abu Dhabi wasn’t working for me; the classroom was very 

exciting but outside the classroom wasn’t working for me.” Heather describes her 

decision to return after five years overseas as “being ready for some kind of change and I 

wanted to feed my brain. And then coming home, it’s been hard, it’s been really hard. It’s 

almost two years and it’s still really hard.” According to Heather, going abroad was the 

easy part, and  

coming back, that is its own book. But that is something I 

don't think I had thought about when I was going abroad. 

Because people just talk about you going abroad and 

having culture shock living there, but no one ever talks 

about the culture shock of coming back. 

Returning to Canada presented overseas teachers with a range of emotions and feelings 

that were often unanticipated and unsettling. Returning teachers described stepping back 

into an environment that should feel familiar but doesn’t, that should feel welcoming but 

feels alienating, that should feel real but feels superficial. Meg describes her return to this 

“familiar environment but it is not so familiar.” Heather used very similar terms:  

It’s…unfamiliar familiarity. And it's like everything looks 

the same, and people are still the same, and people are still 

doing the same things, and I come into this and I'm not 

really sure where I fit in. 

Negotiating belonging is a concern along each phase of the journey of 

international teaching. Meg talks about how she didn’t “quite belong here or in Mongolia 

either. I was a foreigner. I was reminded on a regular basis by some people that I didn’t 

belong there.” Not knowing where they fit, not knowing where they belonged, was 

disruptive to returning teachers’ sense of identity. Meg says: “if I didn’t belong there and 
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I didn’t belong here where do I belong? So that is psychologically difficult.” Participants 

described the culture shock of contrast that they encountered when returning to Canada as 

unsettling. They gave examples like the lack of difficulty in completing tasks or errands 

that would take an entire day in the countries where they had lived:  

[E]ven doing things like…you have a chore to do, in 

Shanghai it would take an entire day and it would be a 

complete adventure of some kind and you’d end up going 

in a different direction than what you wanted to do. Here 

you just hop into a car and 10 minutes you are back and 

done. I found that unsettling too. 

The challenging nature of the experience is a clearly important dimension that surfaces 

again and again: international educators simply “like the challenge of the unknown” 

(Jason). Another dimension of the challenge is an opportunity for competence that 

participants fear may not be present upon return to Canada:  

I was terrified that I would never be challenged in the same 

way. Because of all the challenges that came about caused 

me to realize what I was capable of, what I didn’t know 

that was there. And so it was empowering, but it was also 

enlightening, and it was transforming. (Meg) 

Many participants described a sense of loss in leaving behind daily challenges and sense 

of discomfort in returning to a place of seeming comfort. This unsettling return to the 

unfamiliar familiar challenges their sense of belonging. Re-entering a familiar landscape 

after establishing a personal and professional life overseas leaves teachers who have 

returned with an altered sense of home and identity: 

It’s a sense of…I have me who was in Shanghai who 

traveled all the time and who dealt with all these challenges 

on a daily basis and really enjoyed that. Then I come back 

here and I don’t really know where that person is here. 

Yeah…I guess belonging. (Heather)  
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There was a sense that the overseas self and the returned self are two different 

people, two separate identities that are difficult to reconcile. Wayne notes that the 

experiences in the different contexts run “counter” to each other, and Heather says it is 

hard “to find a balance between me here and me there. And trying to put them together 

into some kind of settled…I don’t know. I haven’t quite found it.” Part of the unsettled 

nature of the return is not having their overseas experiences understood or valued. 

Returned educators shared a common reluctance to talk about their time abroad with 

friends and family: “I’m very self-conscious about bringing it up so often but then at the 

same time it was five years of my life, and that was my home base and my context” 

(Heather). Families did not always understand the desire to teach internationally as a 

career, and many teachers had family members ask them “how long are you going to 

keep this up for? When are you going to settle down?” (Meg). Overseas teachers 

frequently noted the “misconceptions” that others, including friends and family members 

have about overseas teaching. Teachers described a need to explain what international 

teaching entails, and why they chose to keep doing it, to explain that “I am not some 

vagrant, I am not some lost soul trying to find purpose in life that is not what is going 

on.” Meg also reports “This lifestyle, I call it a lifestyle because it is, isn’t always 

understood by others, and I feel like I am constantly trying to defend it.” The perceptions 

of others made return journeys and connections with people “back home” difficult. 

Statements like: “Oh some day she will find herself and come back home and settle 

down” reveal how the choice to teach abroad is perceived as outside the norm. However, 

teaching abroad was described as a natural path to follow for these participants, whose 

histories were filled with stories of existing outside the boundaries of expectation.   
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[T]This is a choice and it is who I am and I have known 

from since when I was little. Even my mum will tell me 

that she knew I wasn't going to do what other people do. I 

have a different path. Free spirit, free spirit she says and so 

I think by my sixth year overseas I started to realize that 

they weren’t going to fight with me anymore. (Meg) 

Heather described her return to Canada as unsettling, but described her upcoming 

return to China as a desire for reconnection, for “touching base.” The “welcoming” that 

she anticipated was described in sharp contrast to the shifting, unsettled experience of her 

Canadian return. And her advice to returning teachers? “I would definitely warn people 

that it’s not as easy as you think. Coming back, you’re changed and it’s hard.” Carolyn 

also describes her desire for reconnection with others who have shared the experience. 

After five years back in Canada, Carolyn feels “it is hard to find people who get it 

here, you know? Really hard. That is why it is so good that I have kept in touch with my 

Dubai people. We have a reunion every year.” Returning to the place you’ve grown up in 

after teaching internationally “is hard, right? Like I feel at home but it is difficult because 

my very close people don’t get it, you know?” Carolyn has returned to the familiarity of 

friends she has known since elementary school, but “I am trying to figure out where I fit 

with them because they never left.” Carolyn also describes the difficulty in negotiating 

her identity within the familiarity of home. Participants noted that family members or 

friends who came to visit them overseas were much more likely to understand, and to 

“get it” (Glenn).  

For some educators, coming home reinforces their commitment to sustaining an 

international teaching career. Several participants indicated that they had come home at 

some point, “gave it a try” then realized they “had to get back out there.” Jason says: “I 

felt like if I took another contract that I was committing to a career overseas and I wasn't 
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ready to make that commitment so I came back” to attend graduate school: he had “to do 

something and I'm not going to walk into a teaching job.” The difficulty of transitioning 

to the Canadian labour market poses a challenge for returned overseas teachers, and is 

suggested as a factor in their decisions to go overseas again, as Meg, Jason, and Carolyn 

all did. Carolyn also describes a close friend, who 

is never coming home. She said I am never coming home. 

She tried it for a year. She has a son as well, so that is hard, 

she tried it for a year and she can't get in to a school board. 

Nobody cares about your international teaching, they really 

don't. They want the Ontario curriculum. 

In the stories of returned educators, there were echoes of loss: loss of professional 

standing when their teaching experiences were not recognized or understood, loss of the 

sense of competence that had grown out of the challenges they had faced and overcome, 

loss of the lifestyles they had lived and given up.   

Shifting Locations: Home after the Journey  

I think home used to be a building where I grew up, where 

my parents are, where I'm living now. But I think a home 

now has to do more with… I don't know, maybe it's more a 

feeling too and a sense of belonging and a place of comfort. 

I don't really know if it's a physical place or it is a state of 

being and what you feel. (Heather).   

Returned educator Heather’s altered sense of home and self was threaded throughout her 

conversations with me. Her return to her childhood home was difficult to reconcile with 

her life in Shanghai, and she spoke intently of the connection she had left behind and 

wanted to re-establish: 

I'm going back to China for a visit and I feel like that is the 

place that I need to go to touch base with… me. Which if 

you had talked to me 10 years ago that would never have 

been the case. I don't think it's a physical place, I think it is 
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more of a feeling and, I don't know, it's hard to describe, it's 

not what it was, that's for sure. 

Returning to China to visit the place and people with whom she had spent five years was 

a strong pull for Heather. She spoke of a sense of comfort rooted in the challenges she 

had to overcome: “I need to touch base with the Heather that has been missing for the 

past two years. I just need to touch base with the person that came out of those 

experiences.” There was a longing in her voice as she spoke of this compelling pull back 

to the school and community where she had forged her professional self and found a new 

side of her personal being.  

It was a longing I understood well. And it happened that when Heather made that 

return journey to China a few months later, I was also on my way to Malaysia to conduct 

this research. My younger son was accompanying me on the journey back to the country 

of his birth. I posted the obligatory Facebook status for my family back home, 

announcing our safe arrival in Tokyo. Within minutes, Heather posted a comment on the 

status, echoing the shared excitement of journey-making, of a return, a going home. I 

spoke with Heather again as I was writing this section of the dissertation and asked her 

whether that journey met the expectations she had expressed during her interview with 

me the year before. Was it the welcoming experience she had hoped? And there were 

tears in our eyes as she told me it was. It was everything she expected and needed to 

know that her experience there had been real, and valued. And it felt like going home. 

Going home to a place where she was reminded of a part of her, a part of her self that was 

so present, but that no one in Canada really knew or understood.  

In this chapter I have shared the reflections of educators who have returned to 

Canada after teaching internationally. The stories they told revealed the role of chance 
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connections in embarking on the journey of international teaching, their perspectives of 

the borderlines and tensions, and their perceptions of those who are successful or 

unsuccessful along the way. The unsettling dimensions of returning to Canada are shared, 

as are returned teachers’ notions of home as teaching, as a feeling, and as a shifting 

location across time and place. The participant interlogue below provides a narrative 

moment of poetic reflection that looks inward, outward, forward, and backward at the 

journey.  
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Interlogue: Who I am. Why I do this. Who we are. 

My earliest memory of when I was little was just this curiosity 

about the world. But not just the places. It is about… 

who is out there? 

what are the experiences? 

how do they compare to mine? 

and what can I learn from them? 

and then  

in turn  

what can I 

learn about myself? 

And that is what drives me. 

So it is not necessarily be a teacher  

it is to be a learner. 

 

People. Ask. 

Why are you doing this? 

Why are you choosing… 

to move away from your family?  

Why are you choosing... 

to not have roots?  

to compromise? your  

        sense  of belonging,  

and all these really solid things  

that you need, for         your             well-being?  

Why are you willing  

To go through that again? 

And I say… 

I feel like it is  

Who I am. 

I need to understand. 

We are so lucky  

to be… 

I am very 

privileged 

to be…  

in a position where I can see 

the rest of this planet 

who is here and 

what their stories are. 

And I am going to do that. 

(Meg) 
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Chapter 7 

Reflections on the Journey 

Because teacher education is inextricably linked to 

teachers’ lives and narrative inquiry studies lives in 

motion, the link between teacher education and narrative 

inquiry could not be stronger. (Craig, 2011)  

 

This study sought to answer the following questions through the stories of 

Canadian international teachers:  

1. Who considers the journey of international teaching? 

2. Why do they consider the journey? 

3. What are the experiences of Canadian educators overseas? 

4.  What are the experiences of Canadians who return to Canada after 

teaching internationally?  

As I listened to the stories of international educators, I was struck by the intensity 

of connection that I felt as they described what it was like to work with likeminded 

individuals, to hear how they had never planned to stay as long as they did, to feel the 

pull of this lifestyle even after you have given it up. In 1994 I went overseas with the 

intention of staying for one year, and I returned to live in Canada thirteen years later. 

When I first began teaching abroad, international schools were fledgling institutions. 

There were few of them, they were relatively unknown among host nationals, and most 

were financially out of reach for all but the very wealthy. Although international schools 

are still largely sites of privilege, there is now a broad range of international educational 

offerings available around the globe, with a corresponding range of fee structures and 
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increased middle-class enrolments. For example, in 1994 there were a handful of 

international schools in Kuala Lumpur, and twenty years later there are nearly one 

hundred schools3 catering to a much wider demographic than in the past.  

My own journey of teaching at international schools drives my passion for 

research questions that consider international schools and their communities. I am drawn 

to the complexity of this research because I have lived it and it has influenced my own 

identity formation. Whether this experience positions me as an insider or an outsider 

depends on one’s angle of repose (Richardson, 1997). From a narrative perspective, it is 

impossible to separate myself from this study: as the narrator of the research story I am 

inevitably a character within it.  

Significance of the Study 

1. Who considers the journey of international teaching? 

This study maps Canadian experiences of the journey and adds to the existing 

categories of international educator and offers greater nuance. The limited descriptions of 

teachers in the international school literature previously wavered between careerist and 

escapist: (a) childless career professionals, (b) mavericks (‘free and independent spirits’), 

(c) career professionals with families, and (d) ‘Penelopes’ those who develop an 

allegiance to a country and never go home, (Hayden, 2006, pp. 75-76). Hayden also 

suggests that some teachers are motivated to join the international school system to 

escape personal and professional problems.4  Some participants in this study fall into the 

                                                      

3 http://www.themalaymailonline.com/malaysia/article/as-doors-to-international-schools-open-race-to-

snag-malaysian-students-is-o  
4 She also references the international school circuit as having “the potential to be the French Foreign 

Legion of the education world.” That reference combines, in an interesting way, both the themes of 

imperialism and marginality/exile considered in the conceptual framing of this research. See 

http://www.themalaymailonline.com/malaysia/article/as-doors-to-international-schools-open-race-to-snag-malaysian-students-is-o
http://www.themalaymailonline.com/malaysia/article/as-doors-to-international-schools-open-race-to-snag-malaysian-students-is-o
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previously established categories, but by exploring the Canadian experience, this study 

reveals nuanced categories of international educator not yet represented in the literature 

on international schools. By focusing this research on Canadian teachers I highlight the 

growing presence of Canadians internationally, both in Canadian curriculum and in 

“British and American-type international schools” (Hayden, 2006). Within this currently 

underrepresented group of Canadian international teachers, new characters have been 

narrated. The stories of journey-makers whose lived experience as bodies of text that 

students read both provoke and reveal the visual curriculum of difference permeating the 

larger categories of early entry internationals, educational sojourners, late entry 

international educators, career international teachers and outsider internationals. 

Home along the Journey: Privileged Mobility 

My work uses the conceptual notion of home to frame a three-part narrative 

inquiry into the experiences of Canadian educators along the journey of international 

teaching. Whether they are leaving home, teaching abroad, or coming home, home is a 

complex construct that is variably experienced by this diverse selection of educators. It is 

experienced continuously, simultaneously, and differently across geographies. It is 

experienced in various locales, and expressed in terms of professional homes and 

personal homes, geographical and symbolic homes.  

2. Why do they consider the journey? 

The second question this research poses asks Canadians why they leave home to 

teach. Through their narratives, teachers identified both professional and personal 

                                                      

http://www.telegraph.co.uk/news/ worldnews/europe/france/3546207/ The-French-Foreign-Legion-the-last-

option-for-those-desperate-to-escape-the-UK.html 

http://www.telegraph.co.uk/news/%20worldnews/europe/france/3546207/%20The-French-Foreign-Legion-the-last-option-for-those-desperate-to-escape-the-UK.html
http://www.telegraph.co.uk/news/%20worldnews/europe/france/3546207/%20The-French-Foreign-Legion-the-last-option-for-those-desperate-to-escape-the-UK.html
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motivations for seeking overseas teaching positions. Professional motivations were 

framed through both negative and positive lenses. Negative reasons for going 

international included poor local job prospects, low status entry positions, systemic 

issues, and philosophical curricular differences. Positive associations with an 

international teaching position included opportunities for immediate employment, and 

perceived high levels of professional satisfaction, development, and autonomy. Personal 

motivations included opportunities to travel and engage in intercultural and personal 

learning. 

The perceived ease of mobility recounted in Canadian teachers’ narratives 

highlights a capacity to shift global locations and transcend class affiliations. This 

suggests a level of privileged mobility that is afforded by a Canadian nationality and 

cultural markers. 5 The movement of Canadian teachers into elite global educational 

spaces is one of privileged mobility. If we consider whether non-Canadian teachers enjoy 

a corresponding ease of mobility into Canadian educational spaces, the negative reply to 

that inquiry reminds us that the directionality of privilege is one way. Canadian teachers 

expressed dimensions of the upward mobility that international teaching afforded them, 

in terms of access to opportunities that they would not have had access to otherwise.  

                                                      

5 Such as accent. Several participants in Chapter 4 noted that accent was a signifier of belonging or 

difference in the communities where they taught: “as soon as I opened my mouth they knew I wasn’t 

Malaysian.” 
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Disrupting Normative Scripts 

3. What are the experiences of Canadian educators overseas? 

Britzman (1986, 1991) has argued that in order to disrupt the reproductive 

mechanisms at work in educational systems we need to critically engage with the cultural 

myths that are reproduced in practice. To further understand teacher identity in global 

contexts, we can look to individual stories that are not normatively scripted. Intersections 

can be places for recognizing alternative scripts, and negotiating new identities on the 

boundaries of education.  

Other researchers have highlighted gender issues as a concern along the journey, 

particularly in reference to the low numbers of women in senior administrative positions 

(Hayden, 2006; Thearle, 2000). Thearle’s study suggests that just over a decade ago, only 

20 percent of senior administrators were women. While my research did not focus on 

gender specifically, evidence in practice emerged to suggest that an equitable 

representation of women and men in senior leadership positions is still unlikely. One 

senior administrator stories his ascendance to a principalship as “definitely part of the old 

boys’ club,” alerting me to the gender dynamics at play. In my study, more men than 

women volunteered for the interviews with current overseas educators (8 women out of 

25 participants—an unusual ratio for educational research), all of the administrators who 

participated were men, and all of the schools represented had male senior administrators. 

Thearle argues that a lack of women in the most senior administrative positions 

discourages capable women from aspiring to those roles, and that international educators 

have a responsibility to provide role models of both sexes for all students. She also 

suggests that a lack of promotion of equality of opportunity could be inconsistent with the 



 

176 

 

ethos and mission of international schools. Building on Thearle’s assertions, I would like 

to extend the call for equitable gender representation to include more conscious critique 

of the visual curriculum of inequality that is potentially deployed.   

In this research, the stories of non-white Canadian educators abroad reveal diverse 

insights and nuanced perspectives of the journey of international teaching. Their 

experiences underpin the fact that while some administrations consider staff 

demographics in their hiring of teachers and make conscious decisions to visually 

represent their student populations in the teaching staff, other institutions do not. This 

finding also suggests that more conscious critique of international school education is 

required, especially when the inaccessibility of exorbitant fees and an all-white teaching 

staff are possibly conflated with a “quality” education.  The stories of non-white teachers 

abroad require that we articulate and question the reproductive influence of the visual 

curriculum of whiteness in globalizing educational contexts. There are clearly levels of 

cultural privilege and power that have been engaged and animated in the process of 

international teacher recruitment, but teacher diversity in relation to class and culture has 

received little attention in the literature on international schools (Garii, 2009). In 

highlighting the visual curriculum that is knowingly or unknowingly deployed in some 

international schools this research makes the case for including these concepts in future 

inquiry. In arguing for the ethical dimensions of pedagogy to be attended to, Soltis asserts 

that there is also a need for exploring  

the critical-normative ideological context of pedagogy, a 

need for bringing about its demystification and bringing to 

critical awareness the most fundamental embodiments of 

power in the historical sociocultural world we all share. 

(Soltis, 1984, p. 9)  
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This research also highlights another dimension of diversity that disrupts the assumptions 

surrounding diversity in North American public schools. My reading of the landscape 

suggests that diversity in North American terms is subtly coded to imply classrooms that 

are not filled with middle-class white children. When North American teachers encounter 

classrooms of diversity in international schools, another situation is presented. 

International schools educate children from many nationalities and cultural backgrounds: 

in North America, such school populations would be described as diverse. But 

international schools are also elite and privileged locations accessible to only a narrow 

socio-economic strata. These dynamics highlight the need for further examination of the 

intersections of class and culture in ways that take into account polyvalent influences and 

divergent ways in which culture and power are articulated in the lives of individuals and 

across societies within the frames of globalization. I was guided in this study by a critical 

consciousness that urged me to examine the intersections of culture and class as identity 

markers and narrate their capacity to influence the journey of international teaching. 

Teachers’ articulation of identity markers along the journey highlight the animation of 

their privileged curricular positioning as conveyors of globally desired educational 

capital. Intersectionality theory offers a way of analyzing the relationship between 

dimensions of whiteness and class (Levine-Rasky, 2011). “In intersectionality theory, 

identity is experienced not as composed of discrete attributes but as a subjective, even 

fragmented, set of dynamics” (p. 242, Levine-Rasky, 2011) and identity is a process that 

is contingent upon context. In international contexts, Canadian teachers perform identities 

that involve both social position and social positioning: social position refers to identity 

and access to resources that are both symbolic and material, while social positioning is 
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determined by how positions are defined, negotiated and challenged (Anthias, 2005; 

Levine-Rasky, 2011). International educators can ignore or be confronted by their own 

class or racial positioning in relation to their students and communities. In this study, 

rural working-class educators reported confronting their inner conflict between a belief in 

the value of public education while aspiring to teach in privileged, “world class” 

environments. White educators experiencing the process of being othered sometimes 

examined and sometimes denied their positioning in relation to their professions and 

communities. Non-white educators evaluated their racial positioning and the curious 

advantages conveyed and ironies arising in relationships with white colleagues and non-

white students, administrative staff, and broader communities. For international 

educators, participating in elite international environments raises issues of positioning 

that are inextricably linked to curricular power. When Anglo-Western middle-class 

teachers are globally recruited to teach, dimensions of whiteness, privilege, and curricular 

power come into play. Including this awareness into teacher education programs is 

essential, since students “(of all ages) benefit from an ideological critique of whiteness so 

that they understand the total, global implications of whiteness, a sensibility that links the 

local with the global processes of racial privilege” (Leonardo, 2002, p. 36). This 

dissertation aims to open the discussion about how whiteness is perceived and deployed 

in international schools, with the goal of creating dialogue about productive ways to 

engage with questions of privilege in international education.   

Learning from the Journey 

4. What are the experiences of Canadians who return to Canada after 

teaching internationally? 
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Returned Canadians are adept in the ways of cosmopolitan literacies and praxis 

that curriculum scholars are calling for (Tarc, Mishra-Tarc, Ng-A-Fook, & Desai 

Trilokekar, 2012). Canadian teachers who returned after teaching internationally shared 

stories of difficulty in negotiating and reconciling dimensions of professional and 

personal identity upon their return to Canada. Perceived professional roadblocks in the 

form of provincial and board level mandates and hiring practices were combined with a 

lack of recognition for international experience. These obstacles mean that continued 

professional practice at the school level is an unlikely pathway for returned teachers: 

graduate level education, return to the international circuit, or exit from the profession are 

more likely. The personal effects of reduced professional recognition are exacerbated by 

the difficulties in re-establishing social ties in contexts vastly different from the 

international circuit. The unfamiliar familiarity of geographical and emotional spaces to 

which Canadian teachers return are described in terms of cultural and personal identity 

shifts. These shifts are made difficult by the conditions of isolation: without the shared 

social experiences of dislocation, returned Canadian teachers can find themselves 

culturally, personally, and professionally adrift.  

Recommendations and Implications 

In considering the stories of over one hundred Canadians along the journey, this 

study documents the presence of Canadians moving in the world as national and 

educational ambassadors. One implication of this finding is the concomitant 

responsibility that faculties of education should be ensuring that their educators are 

sufficiently prepared for the possibility of international educational employment and the 

ethical and professional responsibilities associated with being a Canadian teacher 
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overseas. This research also highlights potential economic and educational implications 

and possibilities associated with the extensive network of Canadians considering, 

engaging in, or returning from the journey of international teaching. Methodologically, 

the conceptualization and use of interlogues offer a new methodological tool for 

incorporating author-participant narratives of curricular journeys.  The voices of the 

Canadian educators in this study reflect a broad range of experiences along the journey of 

international teaching. Bachelor of Education students about to complete their 

professional qualifications, newly qualified teachers seeking overseas placements, first 

year overseas teachers, experienced overseas educators, international school 

administrators on the cusp of retirement, and newly retired Canadian teachers embarking 

on new professional experiences are all reflected in this research.  

This research reveals that there are multiple entry points along the journey of 

international teaching. The teachers in this study represent various dimensions of the 

journey’s entry points and departures. Those along the journey are young Bachelor of 

Education students about to accept or consider their first contracts overseas, returned 

Canadians who have worked abroad and come back to gain professional teaching 

qualifications before continuing the journey, experienced Canadian public school 

teachers who want the experience of living and teaching overseas without giving up their 

careers in Canada, retired Canadian teachers who have pursued a second teaching career 

elsewhere, and experienced overseas educators who have built a career internationally 

and are about to retire. Those who leave the journey have as many reasons as those who 

join.   
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Recommendations to Canadian Public Schools  

The findings of this study suggest that successful international teachers 

demonstrate curricular flexibility. This finding aligns with recent research highlighting 

the broadened pedagogical and personal understandings of North American teachers who 

undertake early career international teaching experiences (Garii, 2009). Garii’s 

examination of teachers’ integration of international experiences into their professional 

practice found that United States and Canadian educators bring an enhanced sensitivity to 

diverse teaching and learning practices to their North American classrooms after 

international teaching experiences. Like the participants in Garii’s work, the Canadian 

educators in my research storied an increased flexibility in working with varied curricula 

and student populations. Successful international educators navigated uncertain 

pedagogical situations with professional flexibility while also managing personal 

challenges of acculturating to diverse geographic locales. What Canadian international 

teachers may lack in experience with the Ontario curriculum is potentially countered by 

their professional and personal flexibility. Characters along the journey of international 

teaching articulate movements between and adaptions within different curricular 

structures. The dimension of flexibility that teacher candidates and international teachers 

speak of is translated in the field into a sophisticated level of curricular flexibility that is 

readily translatable to an Ontario context.  

Teachers in this research noted that the policies of some Canadian school boards 

allow full-time teachers to experience international sojourns through flexible leave 

options. However, the current job market and other policies referenced by the characters 

along this journey pose significant hiring and employment challenges to Canadian 
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teachers seeking first-time employment at home after establishing their early careers 

abroad. Contemporary policies and hiring practices elide the professional experiences and 

intercultural exposure that returning Canadian teachers have to offer. The findings from 

my study correspond with those of Garii (2009), who found that international “teachers’ 

active, ongoing participation in the process of learning the local environment, culture, 

and language seems to positively inform their understanding of their students’ struggles 

as learners (p. 98). Given that U.S. and Canadian teachers are increasingly less likely to 

reflect the students they teach (Garii, 2009), and the resulting cultural dissonance that 

occurs in national contexts (Chan, Lam, & Covault, 2009), increased teacher diversity 

should be encouraged through policies or practices that recognize and value international 

teaching experience. The stories of the international educators in my research reveal that 

international experiences can be influential: dominant culture “ethnic English Canadians” 

must reconsider their positioning on the educational landscape after experiencing life in 

contexts where they find themselves to be the “other.” These experiences can result in 

new perspectives, causing teachers to reconsider their identity and shift epistemological 

locations.  

My work calls for Canadian school boards to mitigate the reproductive cultural 

dissonance that may occur if predominantly white, middle-class teachers perform 

reproductive cultural scripts of teachers. Given that increased focus on the 

internationalization of curriculum and practice (Pinar, 2006), it is counterintuitive for 

Canadian school boards to dismiss international experience. However, this is the case in 

other countries as well, and other studies report that returning teachers’ experiences are 

deemed irrelevant or even negatively (Black & Scott, 1997; Hayden, 2006). Few scholars 
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have explored the experiences of teachers who have returned to their home countries 

(Black & Scott, 1997). This lack of exploration is potentially confounded by the 

difficulty recruiting such educators or the possibility that few returned internationals 

continue teaching. These possibilities are underscored by the findings from my 

participants, who mostly returned to graduate education, alternative careers, or intended 

to embark on the journey again in the absence of professional opportunities back home.  

Recommendations for Higher Education 

Making Room for Research. Prior to this research, there was no existing data 

regarding students enrolled in the Educators’ Abroad course and their intentions of 

teaching overseas. The findings from this study reveal dimensions of Bachelor of 

Education student demographics that have not previously been highlighted, particularly 

the number of Canadians who have already taught internationally and are returning to 

obtain teaching certification in order to validate their professional identity. Identifying 

this group of students informs future research that focuses on preservice teachers. This 

information has historically been gathered (but not collated or analyzed) via course 

assignments that ask students to consider their personal and professional goals in relation 

to course aims. Targeted research on student intentions could provide further information 

about student demographics, and assist with curricular alignment by informing course 

development at the instructor or institutional level. Another consideration that arises from 

this new understanding of returning overseas educators seeking a teaching credential is 

the question of how to best serve Canadians who have taught internationally and want to 

continue their professional development while remaining in the global sphere. Several 

participants returned to Canada for higher education, or took Additional Qualifications 
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while teaching overseas to support their professional development. Others indicated that 

they have taken or hope to take advanced graduate or professional courses while teaching 

internationally in order to support their teaching. Capturing this niche market of 

Canadians along the journey of international teaching seeking teaching credentials or 

study opportunities from “home” is a potential opportunity for higher education 

institutions in Canada.   

Preservice Teacher Education. For beginning teachers who are entering the 

challenge of an international teaching position, understanding the self in relation to the 

act of teaching in an international school could be a proactive mechanism for reducing 

teacher attrition at international schools. Understanding the experiences of teachers 

leaving home to teach, currently engaged in the act of teaching internationally, and those 

who have returned home and must renegotiate their teaching identities, bridges the gap in 

the literature. By attending to this under-researched area, I hope to have initiated 

theoretical insights about the positioning of the Canadian teaching subject in an 

international context. Focusing on Canadian teachers has allowed a nuanced perspective 

of the relationship between national identity in a global teaching context and an 

awareness of the common and divergent plot lines that story the experience. These 

dimensions are relevant to preservice programs preparing teachers for international 

teaching, administrators responsible for hiring them, and returning teachers transitioning 

to Canadian schools.  

Implications for Practitioners in the Field 

Greater awareness of these boundaries of privilege could provide international 

educators with increased intentionality around their curricular decision-making and have 
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a concomitant effect on the lessons storied in global classrooms. Subsequent to this 

dissertation I intend to narrate the critical complexity of this journey through accessible 

literary representations that could support teachers’ readings of privilege. Highlighting 

dimensions of privilege in the curricular lives of international educators can enable 

journey-makers to more consciously, intentionally, and reflectively consider their own 

journeys. 

Limitations 

Several limitations influence the story told here and simultaneously provide 

openings for other research windows into the journey of international teaching. One of 

the strengths of open recruitment is the potentially wide range of participants who might 

volunteer for your study. However, this also may have precluded voluntary participation 

from educators who did not feel at home on the journey. Also missing are perspectives 

from the group of educators who would be considered unsuccessful journey-makers. 

Finally, the difficulties of recruiting returned international educators leave room for 

further examination of their experiences and transitions to teaching in Ontario. Further 

studies specifically dedicated to returned educators are recommended. 

Conclusion 

In this dissertation, I suggest the journey of international teaching as a metaphor 

for inquiry into the intersections between teachers’ personal and professional identities. 

For teachers who make the decision to journey in order to teach, theirs are certainly lives 

in motion. In preparing teachers for professional practice in contemporary times, 

international teachers’ lives could be instrumental stories to live by (Clandinin & 

Connelly, 2000) for teachers engaged in diverse journeying. Narrative theorists 
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acknowledge that we tell different stories to different audiences, and that borderlands can 

be places of difficulty and possibility (Clandinin, Murphy, Huber & Orr, 2010; Fowler, 

2006). This narrative inquiry into teacher identity, informed by sensitivity to the context 

of international schools and the dynamic elements of culture and privilege that are at 

play, offers stories of awareness, reflection, and direction for teachers who are 

contemplating overseas teaching, already engaged in the field, or have returned “home.” 

In bringing together notions of identity, culture, class, and international schools, this 

research also provides a conceptual framework for future research on teacher identity in 

international contexts. It also proposes new categories for thinking about Canadian 

international teacher identity. The narrative approach complements the concepts I have 

drawn together in this research and offers a space for theorizing about borderlands in the 

journey of international teaching. And there is much to be learned from stories of the 

journey.  

  



 

187 

 

REFERENCES 

Allahar, A. (2006). The social construction of primordial identities. In S. P. Hier, & B. S. 

Bolaria (Eds.), Identity and belonging: Rethinking race and ethnicity in Canadian 

society (pp. 31–42). Toronto, ON: Canadian Scholars’ Press Inc. 

Alsup, J. (2006). Teacher identity discourses: Negotiating personal and professional 

spaces. Mahwah, NJ: Lawrence Erlbaum Associates.  

Apple, M., Kenway, J., & Singh, M. (Eds.). (2005). Globalizing education: Policies, 

pedagogies and politics. New York, NY: Peter Lang. 

Ashcroft, B., Griffiths, G., & Tiffin., H. (Eds.). (1995). The post-colonial reader. 

London, UK: Routledge. 

Ball, S., & Goodson, I. (Eds.). (1985). Teachers’ lives and careers. London, UK: The 

Falmer Press.  

Beauchamp, C. & Thomas, L. (2009). Understanding teacher identity: An overview of 

issues in the literature and implications for teacher education. Cambridge Journal 

of Education, 39(2), 175–189. doi:10.1080/03057640902902252 

Beijaard, D., Meijer, P. M., & Verloop, N. (2004). Reconsidering research on teachers’ 

professional identity. Teaching and Teacher Education, 20, 107–128. 

Beijaard, D., Verloop, N., & Vermunt, J. D. (2000). Teachers’ perceptions of professional 

identity: An exploratory study from a personal knowledge perspective. Teaching 

and Teacher Education, 16, 749–764. 

Bhabha, H. K. (1990). The third space: Interview with Homi Bhabha. In J. Rutherford 

(Ed.), Identity, community, culture, difference (pp. 201–213). London, UK: 

Lawrence & Wishart. 



 

188 

 

Bhabha, H. K. (1995). Cultural diversity and cultural differences. In B. Ashcroft, G. 

Griffiths, & H. Tiffin (Eds.), The postcolonial studies reader (pp. 206–209). 

London, UK: Routledge.  

Brilhart, D. (2010). Teacher conceptualization of teaching: Integrating the personal and 

the professional. Journal of Ethnographic & Qualitative Research, 4, 168–179.  

Britzman, D. (1986). Cultural myths in the making of a teacher: Biography and social 

structure in teacher education. Harvard Educational Review, 56(4), 442–456. 

Britzman, D. (1991). Practice makes practice: A critical study of learning to teach. 

Albany, NY: State University of New York Press. 

Britzman, D. (1992). The terrible problem of knowing thyself: Toward a poststructural 

account of teacher identity. Journal of Curriculum Theorizing, 9(3), 23–46. 

Bullough, R.V. (1997a). Becoming a teacher: Self and the social location of teacher 

education. In B. Biddle, T. Good, & I. Goodson (Eds.), International handbook of 

teachers and teaching (pp. 79–134). Dordrecht, The Netherlands: Kluwer 

Academic. 

Bullough, R. V. (1997b). Practicing theory and theorizing practice. In J. Loughran, & T. 

Russell (Eds.), Purpose, passion and pedagogy in teacher education (pp. 13–31). 

Washington, DC: The Falmer Press.   

Burgess, A. (1992). The Long Day Wanes: A Malayan Trilogy. New York: W.W. Norton. 

Burn, E. (2001). Battling through the system: A working-class teacher in an inner-city 

primary school. International Journal of Inclusive Education, 5(1), 85–92. 

Cambridge J. (2002). Global product branding and international education. Journal of 

Research in International Education, 1(2), 227–243. 



 

189 

 

Cambridge, J. (2003). Identifying the globalist and internationalist missions of 

international schools. International Schools Journal, 22(2), 54–58. 

Canterford, G. (2003). Segmented labour markets in international schools. Journal of 

Research in International Education, 2(1), 47–65. 

Cardelle-Elawar, M. & Sanz de Acedo Lizarraga, M. (2010). Looking at teacher identity 

through self-regulation. Psicothema, 22, 293–298. 

Carson, T. (2005). Beyond instrumentalism: The significance of teacher identity in 

educational change. Journal of the Canadian Association for Curriculum Studies, 

3(2), 1–8. 

Causey, V. E., Thomas, C. D., Armento, B. J. (2000). Cultural diversity is basically a 

foreign term to me: The challenges of diversity for preservice teacher education. 

Teaching and Teacher Education, 16, 33–45. 

Chambers, C. (1999). A topography for Canadian curriculum theory. Canadian Journal 

of Education, 24(2), 137–150.  

Clandinin, D. J. (1985). Personal practical knowledge: A study of teachers’ classroom 

images. Curriculum Inquiry, 15(4), 361–385.  

Clandinin, D. J., & Connelly, F. M. (1996). Teachers’ professional knowledge 

landscapes: Teacher stories-stories of teachers-school stories-stories of 

school. Educational Researcher, 25(3), 2–14. 

Connelly, F. M., & Clandinin, D. J. (2000). Narrative inquiry: Experience and story in 

qualitative research. Educational Researcher. San Francisco: Jossey-Bass, 6, 94-

118. 

http://www.jstor.org.ezproxy.lib.uh.edu/stable/1176665
http://www.jstor.org.ezproxy.lib.uh.edu/stable/1176665
http://www.jstor.org.ezproxy.lib.uh.edu/stable/1176665


 

190 

 

Clandinin, D. J., Downey, C.A., & Huber, J. (2009). Attending to changing 

landscapes:  Shaping the interwoven identities of teachers and teacher 

educators. Asia Pacific Journal of Teacher Education, 37(2), 141–154. 

Clandinin, D. J., Murphy, M.S., Huber, J., & Murray Orr, A. (2010).  Negotiating 

narrative inquiry: Living in a tension-filled midst. Journal of Educational 

Research, 103(2), 81–90. 

Connelly, F. M., & Clandinin, D. J. (Eds.). (1999). Shaping a professional 

identity: Stories of educational practice. New York, NY: Teachers College Press. 

Cooper, K., & Olson, M. R. (1996). The multiple “I’s” of Teacher Identity. In M. Kompf, 

W. R. Bond, D. Dworet, & T. Boak (Eds.), Changing research and practice: 

Teachers’ professionalism, identities and knowledge (pp. 78–89). London, UK: 

The Falmer Press 

Craig, C. (2011). Narrative inquiry in teaching and teacher education. In C. Parker, D. 

Pushor (Eds.), Narrative Inquiries into curriculum making in teacher education 

(Advances in Research on Teaching, Volume 13), Emerald Group Publishing 

Limited (pp. 19-42). doi 10.1108/S1479-3687(2011)00000130005 

Darling-Hammond, L., Chung, R., & Frelow, F. (2002). Variation in teacher preparation: 

How well do different pathways prepare teachers to teach? Journal of Teacher 

Education, 53(4), 286–302. 

Davis, B., Sumara, D., & Luce-Kapler, R. (2008). Engaging minds: Changing teaching in 

complex times (2nd Ed.). New York: Routledge. 

Denzin, N. (2009). Qualitative inquiry under fire: Toward a new paradigm dialogue. 

Walnut Creek, CA: Left Coast Press. 

http://ezproxy.lib.uh.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=37840502&site=ehost-live
http://ezproxy.lib.uh.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=37840502&site=ehost-live
http://ezproxy.lib.uh.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=37840502&site=ehost-live
http://ezproxy.lib.uh.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=45475413&site=ehost-live
http://ezproxy.lib.uh.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true&db=ehh&AN=45475413&site=ehost-live


 

191 

 

Denzin, N. & Lincoln, Y. (Eds.). (1998). Strategies of qualitative inquiry. Thousand 

Oaks, CA: Sage.  

Dews, C. L. B., & Law, C. L. (Eds). (1995). This fine place so far from home: Voices of 

academics from the working class. Philadelphia, PA: Temple University Press. 

Dilworth, M. E., & Brown, C. E. (2001). Consider the difference: Teaching and learning 

in culturally rich schools. In V. Richardson (Ed.), The handbook of research on 

teaching (4th ed., pp. 643–667). Washington, DC: American Educational Research 

Association.   

Dolby, N., & Rahman, A. (2008). Research in international education. Review of 

Educational Research, 78(3), 676–725. 

Farber, R. L., & Sutherland, B. (2006). Waste not, want not: Teacher attrition and 

retention in global schools. International Schools Journal, 25(2), 14–20.  

Fowler, L. C. (2006). A curriculum of difficulty: Narrative research in education and the 

practice of teaching. New York, NY: Peter Lang.  

Fischer-Tin, H. (2012). The drinking habits of our countrymen: European Alcohol 

Consumption and Colonial Power in British India. The Journal of Imperial and 

Commonwealth History, 40(3), 383-408, DOI: 10.1080/03086534.2012.712379 

Fulford, R. (1999). The triumph of narrative: Storytelling in the age of mass culture. 

House of Anansi. 

Gallop, J. (2000). The ethics of close reading: Close encounters. Journal of Curriculum 

Theorizing 17 (3), 7-17. 



 

192 

 

Garton, B. (2002). Recruitment of teachers for international education. In M. Hayden, & 

J. Thompson (Eds.), International education in practice: Dimensions for national 

& international schools (pp. 85–95). London, UK: RoutledgeFalmer. 

Giroux, H. (1997). Pedagogy and the politics of hope: Theory, culture, and schooling. 

Boulder, CO: Westview. 

Gunesh, K. (2004). International education’s internationalism complemented by 

cosmopolitanism: A personal cultural identity model. IB Research Notes, 4(4), 2–

7.  

Hall, S. (2006). The future of Identity. In S. P. Hier, & B. S. Bolaria (Eds.), Identity and 

belonging: Rethinking race and ethnicity in Canadian society (pp. 249–269). 

Toronto, ON: Canadian Scholars’ Press Inc. 

Hamilton, D., & McWilliam, E. (2001). Ex-centric voices that frame research on 

teaching. In V. Richardson (Ed.), The handbook of research on teaching (4th ed., 

pp. 17–43). Washington, DC: American Educational Research Association.   

Harper, H. (2000). White women teaching in the north: Problematic identity on the shores 

of Hudson Bay. In N. M. Rodriguez & L. E. Villaverde (Eds.), Dismantling white 

privilege: Pedagogy, politics, and whiteness (pp. 127–143). New York, NY: Peter 

Lang.  

Harrington, P. (2008). The negotiation of identity in an international school setting. 

International Schools Journal, 28(1), 12–16. 

Hayden, M. C. (2002). Pragmatism and professionalism in supporting teachers. In M. 

Hayden, J. Thompson, & G. Walker (Eds.), International education in practice: 



 

193 

 

Dimensions for national & international schools (pp. 112-125). London, UK: 

RoutledgeFalmer. 

Hayden, M. C. (2006). Introduction to international education: International schools and 

their communities. London, UK: Sage. 

Hayden, M. C., Levy, J. & Thompson, J. J. (2007). The SAGE handbook of research in 

international education. London, UK: Sage. 

Hayden, M.C., & Thompson, J. J. (1995). International schools and international 

education: A relationship reviewed. Oxford Review of Education 21(3), 27–347.  

Hayden, M., & Thompson, J. J. (2008). International schools: Growth and influence. 

United Nations Educational, Scientific and Cultural Organization. 

Hayden, M. C., Thompson, J. J., & Walker, G. (2004). International education in 

practice: Dimensions for national and international schools. London, UK: 

RoutlegeFalmer.  

Hedetoft, U., & Hjort, M. (Eds.). (2002). The postnational self: Belonging and identity 

(Vol. 10). University of Minnesota Press. 

Heller, J. L. (2011). The enduring problem of social class stigma experienced by 

upwardly mobile white academics. McGill Sociological Review, 2, 19–38.  

Heydon, R. (2010). Knitting teacher: A narrative inquiry of a research who has been 

researched. Qualitative Inquiry 16(2), 130—139. 

Heyward, M. (2002). From international to intercultural: Redefining the international 

school for a globalized world. Journal of Research in International Education, 

1(1), 9-32. 

hooks, b. (2000). Where we stand: Class matters. New York, NY: Routledge.  



 

194 

 

hooks, b. (2009). Belonging: A culture of place. New York, NY: Routledge.  

Howard-Hassmann, R. E. (2006). ‘Canadian’ as an ethnic category: Implications for 

multiculturalism and national unity. In S. P. Hier, & B. S. Bolaria (Eds.), Identity 

and belonging: Rethinking race and ethnicity in Canadian society (pp. 217–232). 

Toronto, ON: Canadian Scholars’ Press Inc. 

Husu, J. (2007). Constructing teaching as identity practice—linking teachers’ individual 

minds to their school communities. In M. Zellermayer & E. Munthe (Eds.), 

Teachers learning in communities (pp. 45–60). Boston, MA: Sense Publications.  

Ingersoll, M. L. (2010). Spheres of influence: Understanding international school choice 

in Malaysia. (Unpublished master’s thesis). Queen’s University, Kingston, ON. 

ISC Research.  Retrieved on November 10, 2012, from http://www.iscresearch.com/  

Jhappan, R. (2006). Postmodern race and gender essentialism or a post-mortem of 

scholarship. In S. P. Hier, & B. S. Bolaria (Eds.), Identity and belonging: 

Rethinking race and ethnicity in Canadian society (pp. 57–71). Toronto, ON: 

Canadian Scholars’ Press Inc. 

Joslin, P. (2002). Teacher relocation reflections in the context of international schools. 

Journal of Research in International Education, 1(1), 33–62. 

Kanu, Y. (Ed.). (2006). Curriculum as cultural practice: Postcolonial imaginations. 

University of Toronto Press. 

Kincheloe, J., & Berry, K. (2004). Rigour and complexity in educational research. 

Berkshire, England: Open University Press.  



 

195 

 

Lauder, H. (2007). International schools, education and globalization: towards a research 

agenda. In M. Hayden, J. Levy, & J. Thompson (Eds.), The SAGE handbook of 

research in international education (pp. 441–449). London, UK: Sage. 

Levine-Rasky, C. (2011).  Intersectionality theory applied to whiteness and middle-

classness. Social Identities, 17(2), 239-253. DOI:10.1080/13504630.2011.558377 

Li, X. (2007). Multiculturalize teacher identity: A critical descriptive narrative. 

Multicultural Education, 14(4), 37–43. 

Lowe, J. (1999). International examinations, national systems and the global market. 

Compare: A Journal of Comparative and International Education, 29(3), 317–

330. 

Luce-Kapler, R. (2004). Writing with, through, and beyond the text: An ecology of 

language. Mahwah, NJ: Lawrence Erlbaum Associates, Inc. 

MacDonald, J. (2006). The international school industry: Examining international schools 

through an economic lens. Journal of Research in International Education, 5(2), 

191–213. 

MacKenzie, P. (2010). School choice in an international context. Journal of Research in 

International Education, 9(2), 107–123.   

Maguire, M. (1999). A touch of class: Inclusion and exclusion in initial teacher 

education. International Journal of Inclusive Education, 3(1), 13–26. 

Mahtani, M. (2006). Interrogating the hyphen-nation: Canadian multicultural policy and 

“mixed race” identities. In S. P. Hier, & B. S. Bolaria (Eds.), Identity and 

belonging: Rethinking race and ethnicity in Canadian society (pp. 163–177). 

Toronto, ON: Canadian Scholars’ Press Inc. 



 

196 

 

Matthews, J., & Sidhu, R. (2005). Desperately seeking the global subject: International 

education, citizenship and cosmopolitanism. Globalisation, Societies and 

Education, 3(1), 49–66.  

McIntyre, F. (2009, March). A new generation of Ontario teachers. Professionally 

Speaking. Retrieved from 

http://www.oct.ca/publications/professionally_speaking/ march_2009  

McIntyre, F. (2011, March). Transition to Teaching 2010: Determined new teachers face 

increased wait times. Professionally Speaking. Retrieved from 

http://professionallyspeaking.oct.ca/ march_2011/features/ T2T.aspx 

McIntyre, F. (2013, March). Transition to Teaching. Professionally Speaking. Retrieved 

from http://professionallyspeaking.oct.ca/march_2013/features/transition.html 

Mercado, C. I. (2001). The learner: Race, ethnicity and linguistic difference. In V. 

Richardson (Ed.), The handbook of research on teaching (4th ed., pp. 668–694). 

Washington, DC: American Educational Research Association. 

Odland, G., & Ruzicka, M. (2009). An investigation into teacher turnover in international 

schools. Journal of Research in International Education, 8(1), 5–29. 

Olsen, B. (2008). Introducing teacher identity and this volume. Teacher Education 

Quarterly, 35(3), 3–6.  

Olssen, M., Codd, J., & O’Neill, A. (2004).  Education policy: globalization, citizenship 

& democracy. London, UK: Kogan Page. 

Peckham, I. (1995). Complicity in class codes: The exclusionary function of education. In 

C. L. B. Dews, & C. L. Law (Eds.), This fine place so far from home: Voices of 



 

197 

 

academics from the working class (pp. 263–276). Philadelphia, PA: Temple 

University Press.  

Reynolds, C. (1996). Cultural scripts for teachers: Identities and their relation to 

workplace landscapes. In M. Kompf, W. R. Bond, D. Dworet, & T. Boak (Eds.), 

Changing research and practice: Teachers’ professionalism, identities and 

knowledge (pp. 69–77). London, UK: The Falmer Press. 

Rizvi, F. (2007a). Internationalization of curriculum: A critical perspective. In M. 

Hayden, J. Levy, & J. Thompson (Eds.), The SAGE handbook of research in 

international education (pp. 390–403). London, UK: Sage. 

Rizvi, F. (2007b). Postcolonialism and globalization in education. Cultural studies <=> 

Critical Methodologies, 7(3), 256–263. 

Rizvi, F. (2009). Towards cosmopolitan learning. Discourse: Studies in the Cultural 

Politics of Education, 30(3), 253–268.  

Rogers, C. R., & Scott, K. H. (2008). The development of the personal self and 

professional identity in learning to teach. In M. Cochran-Smith, S. Feiman-

Nemser, D. J. McIntyre, & K. E. Demers, (Eds.), Handbook of research on 

teacher education: Enduring questions in changing contexts (3rd ed., pp. 732–

755). New York, NY: Routledge. 

Said, E. (1994). Culture and imperialism. New York, NY: Vintage Books. 

Said, E. (1999). No reconciliation allowed. In A. Aciman (Ed.), Letters of transit: 

Reflections on exile, identity, language and loss (pp. 87-114). New York, NY: 

The New Press.  



 

198 

 

Said, E. (2000a). Jane Austen and empire (1990). In M. Bayoumi & A. Rubin (Eds.), The 

Edward Said reader (pp. 347–367). London, UK: Vintage Books. 

Said, E. (2000b). Intellectual exile: Expatriates and marginals (1995). In M. Bayoumi & 

A. Rubin (Eds.), The Edward Said Reader (pp. 368–381). London, UK: Vintage 

Books. 

Seidman, I. (2006). Interviewing as qualitative research: A guide for researchers in 

education and the social sciences (3rd ed.). New York: Teachers College Press. 

Sharpe, J. (1995). Figures of colonial resistance. In B. Ashcroft, G. Griffiths, & H. Tiffin 

(Eds.), The postcolonial studies reader (pp. 99–103). London, UK: Routledge.  

Schwindt, E. (2003). The development of a model for international education with special 

reference to the role of host country nationals. Journal of Research in 

International Education, 2(1), 67–81. 

Spivak, G. (1990). The postcolonial critic: Interviews, strategies, dialogue. London, UK: 

Routledge.  

Strike, K. A. (1996). The moral responsibilities of educators. In T. J. Buttery & E. 

Guyton (Eds.), Handbook of research on teacher education (2nd ed. pp. 869–892). 

New York, NY: Macmillan.  

Sumara, D., & Luce-Kapler, R. (1996). (Un)becoming a teacher: Negotiating identities 

while learning to teach. Canadian Journal of Education, 21(1), 65–83. 

Sumara, D., Davis, B., & Laidlaw, L. (2001). Canadian identity and curriculum theory: 

An ecological, postmodern perspective. Canadian Journal of Education, 26(2), 

144–163. 



 

199 

 

Tamatea, L. (2008). A practical and reflexive liberal-humanist approach to international-

mindedness in international schools: Case studies from Malaysia and Brunei. 

Journal of Research in International Education, 7(1), 55-76. 

doi:10.1177/1475240907086888  

Tarc, P. (2013). International education in global times: Engaging the pedagogic. New 

York, NY: Peter Lang. 

Tarc, P., Mishra-Tarc, A., Ng-A-Fook, N., & Desai Trilokekar, R. (2012). Reconceiving 

international education: Theorizing limits and possibilities for transcultural 

learning. Canadian and International Education / Education canadienne et 

international, 41(3.6). Retrived from: http://ir.lib.uwo.ca/cie-eci/vol41/iss3/6  

Thearle, C. (2000). The role of women in senior management in international schools. In 

M. C. Heydon & J. J. Thompson (Eds.), International Schools and International 

Education: Improving Teaching, Management and Quality. (pp. 112-23).London, 

UK: Kogan Page. 

Twine, F. W. (1996). Brown skinned white girls: Class, culture and the construction of 

white identity in suburban communities. Gender, Place & Culture: A Journal of 

Feminist Geography, 3(2), 205–224. 

van Manen, M. (1994). Pedagogy, virtue, and narrative identity in teaching. Curriculum 

Inquiry, 24(2), 135–170. 

Weber, S., & Mitchell, C. (1996). Drawing ourselves into teaching: Studying the images 

that shape and distort teacher education. Teaching and Teacher Education, 12(3), 

303–313. 



 

200 

 

Weenink, D. (2008). Cosmopolitanism as a form of capital: Parents preparing their 

children for a globalizing world. Sociology, 42(6), 1089–1106. 

Wenger, K. J., Dinsmore, J., & Villagomez, A. (2012). Teacher identity in a multicultural 

rural school: Lessons learned at Vista Charter. Journal of Research in Rural 

Education, 27(5), 1–17.  

Willinsky, J. (1998). Learning to divide the world: Education at empire’s end. 

Minneapolis, MN: University of Minnesota Press. 

Zembylas, M. (2003). Emotions and teacher identity: A poststructural perspective. 

Teachers and Teaching: Theory and Practice, 9(3), 213–237.  

Ziber, E. (2005). International school educators and their children: Implications for 

educator-parents, colleagues and schools. Journal of Research in International 

Education, 4(1), 5–22.  

Zimpher. N., & Ashburn, E. (1992). Countering parochialism in teacher candidates. In M. 

E. Dilworth (Ed.), Diversity in teacher education: New expectations (pp. 40-62). 

San Francisco, CA: Jossey-Bass. 

 

 

  



 

201 

 

APPENDIX A: LOI & CONSENT FOCI 255 

LETTER OF INFORMATION AND CONSENT FORM  

FOR STUDENTS IN FOCI 255: EDUCATORS ABROAD 

 

Dear students in FOCI 255: 

 

I am requesting your participation in my study Where then is home? Cultural identity 

narratives: Canadian teachers at home and abroad. This study aims to explore how Canadian 

teachers see themselves, as individuals and Canadians, abroad and at home. I am interested in 

how the identities of Canadian teachers are negotiated within international school teaching and 

how these teachers respond to, reconstruct, live within, and move beyond the identities available 

to them. In order to understand the perspectives on this topic, I am inviting you to participate in 

this study. 

 

There are two options for participation. Option 1: By agreeing to participate in Option One you 

give your consent for me to use your coursework responses to FOCI 255 assignments for a 

thematic analysis of notions of home and identity in relation to international teaching. All 

identifying information (such as names or places) that could connect you to what you have 

written will be removed. No individual responses will be identified. Your confidentiality will be 

protected. Option 2: A 30 minute interview to be conducted once final marks have been 

submitted.  

 

Your participation in this research is optional and voluntary. There are no known risks to your 

participation and there is no remuneration. I will not know whether you agree to participate until 

after final grades for this course are submitted. Your consent forms will be administered and 

collected by a student volunteer and delivered to Erin Wicklam,  Administrative Assistant to the 

Associate Dean (Graduate Studies and Research). Ms. Wicklam will hold the completed consent 

forms in a sealed envelope and only release them to me after I have submitted your final grades.  

 

This research may result in the formulation of a doctoral dissertation, and in publications of 

various types. The results of this study have the potential to inform future teacher candidates 

about the experiences of Canadians who teach internationally.   

 

Any questions about study participation may be directed to Marcea Ingersoll at 

marcea.ingersoll@queensu.ca or my supervisor Rebecca Luce-Kapler at 613-533-6000 ext. 

77267 or rebecca.luce-kapler@queensu.ca. Any ethical concerns about the study may be directed 

to the Chair of the General Research Ethics Board at 613-533-6081 or chair.GREB@queensu.ca 

 

This study has been granted clearance according to the recommended principles of Canadian 

ethics guidelines, and Queen's policies. 

 

I would like to take the opportunity to thank you for your time and consideration. 

 

Sincerely, 

 

Marcea Ingersoll 

 

mailto:chair.GREB@queensu.ca


 

202 

 

Do you consent to participate in the study “Where then is home? Canadian teachers at home and 

abroad” or future publications by the researcher?  

 

Option 1 

 Yes, I consent to the use of my written responses to FOCI 255 Educators Abroad 

course assignments for the study “Where then is home? Canadian teachers at 

home and abroad” or future publications by the researcher.  

 No, I do not give my consent to the use of my written responses to FOCI 255 

Educators Abroad course assignments for the study “Where then is home? 

Canadian teachers at home and abroad” or future publications by the researcher.  

Option 2 

 I am planning to teach abroad and am willing to participate in a 30 minute 

interview about that decision. 

 After final grades have been submitted, Marcea may contact me by email to 

arrange a time for a 30 minute interview. 

 I am not planning to teach abroad. 

 

I understand that my instructor will not be aware of my decision to participate until after my final 

grades have been submitted.   

STUDENT NAME: (Required) _____________________________ 

STUDENT EMAIL: (Optional, if you are willing to participate in an interview. You will only be 

contacted after your grade has been submitted) 

_________________________________________ 

 

LOI & Consent Form for FOCI 255 Students Option 2: Interview 

My name is Marcea Ingersoll, and I am a PhD student at Queen’s University. I am conducting a 

study titled Where then is home? Cultural identity narratives: Canadian teachers at home and 

abroad. This study has been granted clearance according to the recommended principles of 

Canadian ethics guidelines and Queen's policies.  

 

This study aims to explore how Canadian teachers see themselves, as individuals and Canadians, 

abroad and at home. I am interested in how the identities of Canadian teachers are negotiated 

within international school teaching and how these teachers respond to, reconstruct, live within, 

and move beyond the identities available to them. In order to understand the perspectives on this 

topic, I am inviting you to participate in this study. The total time required for your participation 

is a 30 minute interview, to be held in person once final grades for FOCI 255 have been 

submitted. 
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There are no known risks to participation. Participation is voluntary. Your signature below 

indicates that you understand that your participation is voluntary and that you are free to 

withdraw at any time. You are not obliged to answer any questions that you find objectionable or 

which make you feel uncomfortable. You will receive no remuneration for participating in this 

study. If you choose to withdraw from the study, you may email the researcher to request to 

remove any and or all of your data. Neither participation in nor withdrawal from the study 

will affect your grade in FOCI 255 in any way. 

 

Recording devices will be used, specifically a digital audio recorder. No identifying information 

will be collected. Pseudonyms will be used in the transcription process. Confidentiality will be 

protected. While all identifying information will be changed and recorded using pseudonyms, 

there is a remote chance that you may be identifiable in the final report. Interview transcripts will 

be stored in a password-protected computer folder on my personal computer and in accordance 

with Queen’s policy, data will be retained for a minimum of five years. Data will either be 

destroyed after five years or retained indefinitely. If data is used for secondary analysis it will 

contain no identifying information. Only the researcher and the supervisory committee will have 

access to the data.  

 

 This research may result in the formulation of a doctoral dissertation, and in publications of 

various types, including journal articles, and conference presentations. Any questions about study 

participation may be directed to Marcea Ingersoll at marcea.ingersoll@queensu.ca or my 

supervisor Rebecca Luce-Kapler at 613-533-6000 ext. 77267 or rebecca.luce-kapler@queensu.ca. 

Any ethical concerns about the study may be directed to the Chair of the General Research Ethics 

Board at 613-533-6081 or chair.GREB@queensu.ca 

 

Your signature below indicates that you understand these provisions around confidentiality, and 

that confidentiality of your identity will be protected to the extent possible. Your signature also 

indicates that you have read this Letter of Information and have had any questions answered to 

your satisfaction. Please keep a copy of this letter for your records.  

 

Please sign one copy of this LOI/ Consent Form and return to Marcea Ingersoll. Retain the 

second copy for your records. 

 

Participant’s Name: _________________________________  

Date:_______________________________ 

 

Participant’s Signature     E-mail Contact:   

Are you willing to be contacted regarding participation in future phases of this research? (You are 

not obligated to reply or to agree to participate.) 

 

_____ Yes    _____ No 

  

mailto:chair.GREB@queensu.ca
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APPENDIX B: LOI & CONSENT TORF    

 Combined Letter of Information and Consent Form 

 
My name is Marcea Ingersoll, and I am a PhD student at Queen’s University. I am conducting a 

study titled Where then is home? Cultural identity narratives: Canadian teachers at home and 

abroad. This study has been granted clearance according to the recommended principles of 

Canadian ethics guidelines and Queen's policies.  

 

This study aims to explore how Canadian teachers see themselves, as individuals and Canadians, 

abroad and at home. I am interested in how the identities of Canadian teachers are negotiated 

within international school teaching and how these teachers respond to, reconstruct, live within, 

and move beyond the identities available to them. In order to understand the perspectives on this 

topic, I am inviting you to participate in this study. The total time required for your participation 

is a 30 minute interview, to be held in person at TORF 2013 or at a mutually agreed upon future 

time to be arranged by email and conducted via Skype. 

 

There are no known risks to participation. Participation is voluntary. Your signature below 

indicates that you understand that your participation is voluntary and that you are free to 

withdraw at any time. You are not obliged to answer any questions that you find objectionable or 

which make you feel uncomfortable. You will receive no remuneration for participating in this 

study. If you choose to withdraw from the study, you may email the researcher to request to 

remove any and or all of your data. Neither participation in nor withdrawal from the study will 

affect your participation at TORF in any way. 

 

Recording devices will be used, specifically a digital audio recorder. No identifying information 

will be collected. Pseudonyms will be used in the transcription process. Confidentiality will be 

protected. While all identifying information will be changed and recorded using pseudonyms, 

there is a remote chance that you may be identifiable in the final report. Interview transcripts will 

be stored in a password-protected computer folder on my personal computer and in accordance 

with Queen’s policy, data will be retained for a minimum of five years. Data will either be 

destroyed after five years or retained indefinitely. If data is used for secondary analysis it will 

contain no identifying information. Only the researcher and the supervisory committee will have 

access to the data.  

 

 This research may result in the formulation of a doctoral dissertation, and in publications of various 

types, including journal articles, and conference presentations.    

 

Any questions about study participation may be directed to Marcea Ingersoll at 

marcea.ingersoll@queensu.ca or my supervisor Rebecca Luce-Kapler at 613-533-6000 ext. 

77267 or rebecca.luce-kapler@queensu.ca. Any ethical concerns about the study may be directed 

to the Chair of the General Research Ethics Board at 613-533-6081 or chair.GREB@queensu.ca 

 

Your signature below indicates that you understand these provisions around confidentiality, and 

that confidentiality of your identity will be protected to the extent possible. Your signature also 

indicates that you have read this Letter of Information and have had any questions answered to 

your satisfaction. Please keep a copy of this letter for your records.  

 

mailto:chair.GREB@queensu.ca
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Please sign one copy of this LOI/ Consent Form and return to Marcea Ingersoll. Retain the 

second copy for your records. 

 

Participant’s Name      Date 

 

Participant’s Signature     E-mail Contact 

 

Are you willing to be contacted regarding participation in future phases of this research? (You are 

not obligated to reply or to agree to participate.) 
 

o _____ Yes     

o _____ No 
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APPENDIX C: LOI & CONSENT TORF    

  

 

FOCI 255:  EDUCATORS ABROAD 
Faculty of Education 2012-2013 

 

Calendar Description: This program focus supports candidates’ scholarly and personal development as 

they prepare for professional practice in (a) international schools, and (b) other English speaking 

countries. This course is also appropriate for those considering international teaching after gaining full 

time teaching experience in Canada. Learning in this course occurs through a combination of structured 

classes, contact with professors, a self-directed independent study, and an alternative practicum. While 

an international alternative practicum placement is supported, it is not a requirement of this program 

focus. Candidates are required to link their alternative practicum to their Educators Abroad independent 

study. Regardless of career path, this course will help candidates address the complexities of teaching and 

learning in ESL, multicultural, and diverse contexts in Canada or abroad.  
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APPENDIX D: LOI & CONSENT PHASE 2 

Combined Letter of Information and Consent Form  

Canadians Who Have Taught Internationally 

 
Hello! 
 
My name is Marcea Ingersoll, and I am a PhD student at Queen’s University. I am conducting 
a study titled Where then is home? Cultural identity narratives: Canadian teachers at home and 

abroad. This study has been granted clearance according to the recommended principles of 
Canadian ethics guidelines and Queen's policies.  
 
This study aims to explore how Canadian teachers see themselves, as individuals and 

Canadians, abroad and at home. I am interested in how the identities of Canadian teachers are 

negotiated within international school teaching and how these teachers respond to, reconstruct, 

live within, and move beyond the identities available to them. In order to understand the 
perspectives on this topic, I am inviting you to participate in this study. The total time required 

for your participation is a 60 minute interview, to be held in person at a mutually agreed upon 

future time and location to be arranged by email and conducted in person or via SKYPE. 

 

There are no known risks to participation. Participation is voluntary. Your signature below 
indicates that you understand that your participation is voluntary and that you are free to 
withdraw at any time. You are not obliged to answer any questions that you find 
objectionable or which make you feel uncomfortable. You will receive no remuneration for 
participating in this study. If you choose to withdraw from the study, you may email the 
researcher to request to remove any and or all of your data.   
 
Recording devices will be used, specifically a digital audio recorder. No identifying 
information will be collected. Pseudonyms will be used in the transcription process. 
Confidentiality will be protected. While all identifying information will be changed and 
recorded using pseudonyms, there is a remote chance that you may be identifiable in the 
final report. Interview transcripts will be stored in a password-protected computer folder 
on my personal computer and in accordance with Queen’s policy, data will be retained for a 
minimum of five years. Data will either be destroyed after five years or retained indefinitely. 
If data is used for secondary analysis it will contain no identifying information. Only the 
researcher and the supervisory committee will have access to the data.  
 
 This research may result in the formulation of a doctoral dissertation, and in publications of 
various types, including journal articles, and conference presentations.    
 
Any questions about study participation may be directed to Marcea Ingersoll at 
marcea.ingersoll@queensu.ca or my supervisor Rebecca Luce-Kapler at 613-533-6000 ext. 
77267 or rebecca.luce-kapler@queensu.ca. Any ethical concerns about the study may be 
directed to the Chair of the General Research Ethics Board at 613-533-6081 or 
chair.GREB@queensu.ca 
 

mailto:chair.GREB@queensu.ca
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Your signature below indicates that you understand these provisions around 
confidentiality, and that confidentiality of your identity will be protected to the extent 
possible. Your signature also indicates that you have read this Letter of Information and 
have had any questions answered to your satisfaction. Please keep a copy of this letter for 
your records.  
 
Please sign one copy of this LOI/ Consent Form and return to Marcea Ingersoll. Retain 
the second copy for your records. 
 
Participant’s Name      Date 
 
Participant’s Signature     E-mail Contact 
 
Are you willing to be contacted regarding participation in future phases of this research? 
(You are not obligated to reply or to agree to participate.) 
 

o _____ Yes     
o _____ No 
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APPENDIX E: RECRUITMENT REQUEST  

Permission Request Email: To be sent to Queen’s University Office of Career Services 

Dear Ms. Morgan: 

This letter concerns a request for permission to recruit participants for phase one of a study of 

Canadian teachers at international schools.  With the permission of your office, the Recruitment 

Information (see below) would be distributed to TORF registrants before and during TORF 2013.  

At your convenience, I would appreciate an opportunity to meet with you for a discussion of the 

feasibility of disseminating this recruitment notice to TORF registrants before and during the 

fair, as well as the possibility of 1) me setting up a participant recruitment table at TORF 2) 

conducting participant interviews in a private location at TORF, and 3) being present and making 

informal field notes throughout the fair. These notes would contain no identifying information 

related to TORF participants and would be used only for contextual information and possible 

themes for further phases of the study.  

All of these proposed arrangements would be conditional pending consultation with and 

approval from your office. 

I look forward to meeting with you. 

Kind regards, 

Marcea Ingersoll 

 

Recruitment information for TORF REGISTRANTS 

Invitation to Participate in Research 

 

My name is Marcea Ingersoll and I am a PhD student at the Faculty of Education, Queen’s 

University. I am looking for participants for my study, Where then is home? Cultural identity 

narratives: Canadian teachers at home and abroad. I am interested in how the identities of 

Canadian teachers are negotiated within international school teaching and how these 

teachers respond to, reconstruct, live within, and move beyond the identities available to 

them. In order to understand the perspectives on this topic, I am inviting you to participate 

in this study. I am seeking to interview 

 Canadian teachers who are applying to teach internationally for the first time 

 Canadian teachers who have taught internationally for 5 years or more 

 Canadian recruiters who have been at international schools for 5 years or more 
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Your involvement would comprise one 30 minute interview, to be held in person at TORF 

2013 at a mutually agreed upon time. If you are interested in participating in this research 

but not available during TORF, arrangements can be made to conduct the interview via 

Skype at a time that is convenient. 

You are under no obligation to participate in this research, and your decision will have no 

impact on your participation at TORF. You may withdraw from the study without penalty at 

any time by emailing the researcher. There will be no remuneration for your participation, 

and this project does not involve any more risk than you would experience in your everyday 

life. You may perceive no direct benefit of your involvement in the study; however, this 

investigation will add to a growing body of research on international teaching. 

I welcome your questions. If you are interested in participating in this study, please contact 

me via email or visit my information table at TORF to arrange an in person or Skype 

interview. My email address is marcea.ingersoll@queensu.ca 

I look forward to hearing from you, 

(Researcher’s signature here) 

  

mailto:marcea.ingersoll@queensu.ca
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APPENDIX F: INTERVIEW GUIDE 

Interview Guide: teaching identity, social identity, national & cultural 

identity.  

Teaching Identity & the Beginning International Teacher 

 What has influenced your decision to attend the fair and seek employment at an 

international school? 

 How long do you think you will teach internationally? 1-2 years, 3-5 years, 5+? 

  Do you expect to teach overseas for your entire teaching career? 

Social Identity 

 Do you have friends or a partner who is or will be teaching internationally? 

  How do you anticipate your friendships/social situation might be influenced by 

choosing to teach internationally? 

 How does your family feel about your decision to attend the fair/teach internationally? 

 How might your socioeconomic status be impacted by teaching internationally? 

 

National & Cultural Identity 

I’m interested in the background of Canadians who decide to teach abroad, and what it means 

to be Canadian at an international school. 

 How would you introduce yourself and describe how you grew up to someone from 

another country or culture?   

 How often do you expect you will visit Canada during your first contract? 

 Why do you think Canadians decide to teach internationally?  

 Why do you think Canadians might stay abroad/come back to Canada? 

 Why do you think Canadian teachers are recruited to teach at international schools? 

 How do you think being Canadian influences the way that you teach? 

 Do you feel Canadian? What does that mean to you? 

 What does “home” mean to you?  

  Do you feel at home in Canada? 

 Have you ever read anything about being an international teacher? What kind of writing 

might you read—short stories, a novel, poetry, academic articles, magazine articles, 

informational pieces like “int’l teaching for dummies”? 
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Questions for experienced teachers    

Teaching Identity 

 How long have you been teaching?  

 When did you first decide to teach internationally?  

 How long have you stayed in each place?  

 What influenced your decision to move each time?   

I wonder if you could describe how it felt to teach outside Canada for the first time?  

 What was that experience like for you? 

 How would you compare it to your own experience of school? 

 Do you see yourself returning to Canada to live and work? When?  

 Do you see yourself teaching in Canadian public schools after teaching internationally? 

 Do you think being Canadian influences the way that you teach? 

 Do you recall any times when educational or cultural differences caused you to reassess 

your own ways of thinking about education, culture, yourself? 

Social Identity 

How would you describe the social groups you belong to as an international teacher?  

 How do you establish friendships as an international educator?  

 What sort of social or cultural groups/events do you belong to/participate in? 

 Do you go to or organize uniquely “Canadian” events? (holidays/events at the high 

commission/etc?) 

 Have your social groups/affiliations changed over the course of your international 

teaching career? According to geographical location? According to relationship 

status/children? 

 Has your socioeconomic status been impacted by teaching internationally? 

 How do you describe your work/life to family members and friends in Canada? 

National & Cultural Identity 

I’m interested in the background of Canadians who decide to teach abroad, and what it means 

to be Canadian at an international school.  

  How would you introduce yourself and describe how you grew up to someone from 

another country or culture?   

 How often do you visit Canada? 

 Have there been many Canadian teachers at the schools you’ve taught in? 

 What do you think the presence or absence of Canadian teachers means to an 

international school? 

 Why do you think Canadians decide to teach internationally? Why do they stay 

abroad/come back to Canada? 
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 Do you feel Canadian? What does that mean to you? 

 What does “home” mean to you?  

 Have you felt at home while teaching internationally? 

 Do you feel at home when you visit Canada? 

What advice would you give to Canadian teachers or teacher candidates who are considering 

international teaching? 

Have you ever read anything about being an international teacher? What kind of writing might 

you read—short stories, a novel, poetry, academic articles, magazine articles, informational 

pieces like “int’l teaching for dummies”? 

Sample Questions for recruiters (Recruiters are generally experienced 

teachers, so many of the same questions will apply).  

Teaching Identity:  

 Tell me about how you came to be at an international school  

 How long have you been teaching?  

 When did you first decide to teach internationally?  

 How long have you stayed in each place?  

 What influenced your decision to move each time?   

 Explain how being a recruiter influences your understanding of who should be an 

international school teacher. 

I wonder if you could describe how it felt to work at a school outside Canada for the first time?  

 What was that experience like for you? 

 How would you compare it to your own experience of school? 

 Do you see yourself returning to Canada to live and work? When?  

 Do you see yourself teaching in Canadian public schools after teaching internationally? 

 Do you think being Canadian influences the way that you teach? 

 Do you recall any times when educational or cultural differences caused you to reassess 

your own ways of thinking about education, culture, yourself? 

Social Identity 

How would you describe the social groups you belong to as an international school recruiter?  

 How do you establish friendships as an international educator?  

 What sort of social or cultural groups/events do you belong to/participate in? 

 Do you go to or organize uniquely “Canadian” events? (holidays/events at the high 

commission/etc?) 

 Have your social groups/affiliations changed over the course of your international 

teaching career? According to geographical location? According to relationship 

status/children? 
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 Has your socioeconomic status been impacted by teaching internationally? 

 How do you describe your work/life to family members and friends in Canada? 

National & Cultural Identity 

I’m interested in the background of Canadians who decide to teach abroad, and what it means 

to be Canadian at an international school.  

  How would you introduce yourself and describe how you grew up to someone from 

another country or culture?   

 How often do you visit Canada? 

 Have there been many Canadian teachers at the schools you’ve taught in? 

 What do you think the presence or absence of Canadian teachers means to an 

international school? 

 Why do you think Canadians decide to teach internationally? Why do they stay 

abroad/come back to Canada? 

 Do you feel Canadian? What does that mean to you? 

 What does “home” mean to you?  

 Have you felt at home while teaching internationally? 

 Do you feel at home when you visit Canada? 

 In your experience of hiring teachers, are there any particular qualities that you feel 

Canadian teachers have that distinguish them from non-Canadians?  (From your 

perspective or the perspectives of students or parents?) 

 Do you also recruit at other fairs?  

 Why do you recruit at this fair? 

What advice would you give to Canadian teachers or teacher candidates who are considering 

international teaching? 

Have you ever read anything about being an international teacher? What kind of writing might 

you read—short stories, a novel, poetry, academic articles, magazine articles, informational 

pieces like “int’l teaching for dummies”? 
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APPENDIX G: ETHICS CLEARANCE 

  
December 18, 2012  

Ms. Marcea Ingersoll, Ph.D. Candidate  

Faculty of Education, Duncan McArthur Hall  

Queen's University, 511 Union Street  

Kingston, ON  K7M 5R7  

  

GREB Ref #: GEDUC-652-12; Romeo # 6007639  

Title: "GEDUC-652-12 Where then is home? Cultural identity narratives: Canadian 

teachers at home and abroad"  

  

Dear Ms. Ingersoll:  

  

The General Research Ethics Board (GREB), by means of a delegated board review, has cleared 

your proposal entitled "GEDUC-652-12 Where then is home? Cultural identity narratives: 

Canadian teachers at home and abroad" for ethical compliance with the Tri-Council 

Guidelines (TCPS) and Queen's ethics policies. In accordance with the Tri-Council Guidelines 

(article D.1.6) and Senate Terms of Reference (article G), your project has been cleared for one 

year. At the end of each year, the GREB will ask if your project has been completed and if not, 

what changes have occurred or will occur in the next year.  

  

You are reminded of your obligation to advise the GREB, with a copy to your unit REB, of any 

adverse event(s) that occur during this one year period (access this form at 

https://eservices.queensu.ca/romeo_researcher/ and click Events - GREB Adverse Event Report). 

An adverse event includes, but is not limited to, a complaint, a change or unexpected event that 

alters the level of risk for the researcher or participants or situation that requires a substantial 

change in approach to a participant(s). You are also advised that all adverse events must be 

reported to the GREB within 48 hours.  

  

You are also reminded that all changes that might affect human participants must be cleared by 

the GREB. For example you must report changes to the level of risk, applicant characteristics, 

and implementation of new procedures. To make an amendment, access the application at 

https://eservices.queensu.ca/romeo_researcher/ and click Events - GREB Amendment to 

Approved Study Form. These changes will automatically be sent to the Ethics Coordinator, Gail 

Irving, at the Office of Research Services or irvingg@queensu.ca for further review and clearance 

by the GREB or GREB Chair.  

  

On behalf of the General Research Ethics Board, I wish you continued success in your research.   

  

Yours sincerely,   

https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
https://eservices.queensu.ca/romeo_researcher/
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Joan Stevenson, Ph.D.   

Professor and Chair, General Research Ethics Board, cc: Dr. Rebecca Luce-Kapler, Faculty 

Supervisor, Dr. Don Klinger, Chair, Unit REB, Erin Wicklam c/o Graduate Studies and Bureau of Research    
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APPENDIX H: ETHICS AMENDMENT ONE 

  
  

March 04, 2013  

  

   

Ms. Marcea Ingersoll  

Ph.D. Candidate  

Faculty of Education  

Duncan McArthur Hall  

Queen's University  

511 Union Street  

Kingston, ON  K7M 5R7  

  

Dear Ms. Ingersoll  

  

RE: Amendment for your study entitled: GEDUC-652-12 Where then is home? Cultural 

identity narratives: Canadian teachers at home and abroad; ROMEO# 6007639  

  

Thank you for submitting your amendment requesting the following changes:  

  

1) To add an additional data source to Phase One of the study to be referred to as Phase One 

part Two (l.2) in order to conduct a content analysis of written responses from pre-service 

teachers who are considering international teaching which have been submitted as coursework by 

current Bachelor of Education students at Queen’s University;  

  

2) Revised Combined Letter of Information and Consent Form, Permission Request E-mail, 

Recruitment Information, and Interview Guide (sample questions)  

  

This request is well substantiated and the ethical concerns have been addressed.    

  

By this letter you have ethics clearance for these changes.   

  

Good luck with your research.  

  

  
John Freeman  

Acting Chair, GREB   

  

c.  Dr. Rebecca Luce-Kapler, Supervisor  
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APPENDIX I: ETHICS AMENDMENT TWO 

  

 March 26, 2013  

   

Ms. Marcea Ingersoll  

Ph.D. Candidate  

Faculty of Education  

Duncan McArthur Hall  

Queen's University  

511 Union Street  

Kingston, ON  K7M 5R7  

  

Dear Ms. Ingersoll:  

  

RE: Amendment for your study entitled: GEDUC-652-12 Where then is home? Cultural 

identity narratives: Canadian teachers at home and abroad; ROMEO# 6007639  

  

Thank you for submitting your amendment requesting the following changes:  

  

1) To add an additional location for Phase 2 (Kuala Lumpur, Malaysia);  

  

2) To add an additional data source (focus group);  

  

3) To add an additional participant category for Phase 3 (Canadians who have returned to  

  Canada after teaching internationally);  

  

4) To increase the number of minutes for the interview (60 minutes);  

  

5) Revised Letters of Information and Consent Forms.  

  

By this letter you have ethics clearance for these changes.   

  

Good luck with your research.  

  
John Freeman  

Acting Chair, GREB   

  

c.  Dr. Rebecca Luce-Kapler, Faculty Supervisor  
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APPENDIX J: ADMINISTRATOR EMAIL 

Email to Administrators at Malaysian international schools: invitation to 

participate. 

 

Dear ****, 

My name is Marcea Ingersoll and I am a PhD candidate at Queen’s University, Kingston, 

Ontario. I am conducting research on the experiences of Canadians who teach at international 

schools. The aim of my research is to gain insight into Canadian teachers’ perspectives before 

teaching at an international school, while teaching abroad, and after returning to Canada.  

I will be in Malaysia in May, 2013, and hope to speak with Canadian teachers at international 

schools in Kuala Lumpur. I am writing to invite you and teachers at your school to participate in 

this research.  Participation would involve a 30 minute interview and a 90 minute focus group. 

Further information about the study is attached to this email. 

If you or any of your teachers are interested in speaking with me while I am in K.L. it would be 

great to hear from you.  
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APPENDIX K: INVITATION KUALA LUMPUR 

Invitation to Participate in Research, Kuala Lumpur May-July 2013 

My name is Marcea Ingersoll and I am a PhD student at the Faculty of Education, Queen’s 
University. I am looking for participants for my study, Where then is home? Cultural identity 
narratives: Canadian teachers at home and abroad. I am interested in how the identities of 
Canadian teachers are negotiated within international school teaching and how these 
teachers respond to, reconstruct, live within, and move beyond the identities available to 
them.  
 
In order to understand the perspectives on this topic, I am inviting you to participate in this 
study. I am seeking to interview Canadian teachers at international schools. Your 
involvement would comprise one 30-60 minute individual interview, and one 90 minute 
focus group, to be held in person at a mutually agreed upon time.   
 
You are under no obligation to participate in this research, and you may withdraw from the 
study without penalty at any time by emailing the researcher. There will be no 
remuneration for your participation, and this project does not involve any more risk than 
you would experience in your everyday life. You may perceive no direct benefit of your 
involvement in the study; however, this investigation will add to a growing body of research 
on international teaching.  
 
I welcome your questions. If you are interested in participating in this study, please contact 
me via email.  My email address is marcea.ingersoll@queensu.ca  
 
I look forward to hearing from you, 
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APPENDIX L: MISSION STATEMENTS 

Fig. 1 

 

 

Fig. 2 

 

 


