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Belonging. It’s what we’re all after. The tendril of emotion that ties us to people and places and 

things, entwining us in the particulars of that blessing. 

- Richard Wagamese, One Native Life 
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Abstract 

This study is an exploration of the experiences of and perceptions toward immigrants and 

refugees who settle outside of large urban centres. Rural immigration in Canada is increasing, 

but still underrepresented in the literature. While regionalization strategies designed to entice 

newcomers to settle in rural areas expand, it is necessary to have a deeper understanding of the 

implications in welcoming them to places that may not be able to offer necessary settlement 

services, language classes, or other supports. Using a case study approach, I ran focus groups and 

interviews with newcomers, leaders, educators, and community members in Brandon, Manitoba. 

These groups were selected for various reasons. Newcomers were selected because in a study on 

newcomer integration, it was important to include their perspectives, experiences and 

suggestions for ways forward. Educators, leaders, and community members were included 

because the study was also focused on the role of education and the community more broadly in 

providing an environment of welcome.  

 Because of a large-scale meatpacking plant, Brandon hires large numbers of immigrant 

workers and has seen a dramatic demographic change in the last two decades. What does it mean 

to welcome well? What are the perceptions surrounding newcomer integration, and what 

experiences do newcomers have outside urban centres? How do the host society and educational 

institutions need to change to accommodate growing diversity? And finally, what are the ways 

forward for equity, inclusion, and cohesive society?  

This study found that newcomers in Brandon experience both systemic and 

individualized racism. Through a Critical Race Theory analysis, I examined the ways racial 

inequity is upheld through conversational maneuvers that serve to assuage white guilt, hedge, 

shift blame, recentre white agency, or provide covering justification for racist practices. These 
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maneuvers included upholding inaccurate stereotypes, expressing conflicting perceptions, and 

using coded language such as ‘clear communication’ or ‘our culture,’ to justify exclusionary 

stances. Using Intersectionality as a theoretical lens allowed me to explore the ways that multiple 

identities of newcomers can overlap and compound barriers and inequities, and the ways that 

multiple positions of privilege can overlap to solidify power.  

Participants in this study expressed ways to move forward to create positive social 

change, including implications for education. These included building on the strengths of rural 

communities, addressing racism and other barriers, acknowledging complexity, educating 

community members, nurturing belonging, planning for the long term, and fostering education 

that moves people forward.  
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Chapter One: Introduction 

Context 

Rural areas in Canada are becoming more culturally and linguistically diverse (Ashton, 

2016; Carter et al., 2008; Hamm, 2015). This increasing diversity is happening for several 

reasons: First, “outmigration” or the exodus of youth from small towns and smaller cities who 

leave in search of education and employment can leave local communities with shrinking 

populations and the need for local labour. Responding to these needs, particularly in the Prairie 

provinces, policy-makers and local community leaders use immigration as a way to strengthen 

communities, fill shortages, rejuvenate local economies, and ease pressure on larger urban 

centres (Burstein, 2010; Krahn et al., 2005; Shields, 2015). These result in increasing rural 

diversity. These newcomers are also from increasingly diverse source countries (Ashton et al., 

2016), so in rural areas, it is not only overall newcomers who are increasing, but those 

newcomers are also from increasingly diverse linguistic and cultural backgrounds.  

Second, communities outside major urban cities are an attractive option for newcomers 

looking for a low cost of living, welcoming neighbourhoods, and a high quality of life 

(Hellstrom, 2018). Third, smaller communities play an essential role in refugee resettlement, 

sponsoring refugees through the private sponsorship path (Hyndman, 2017). In addition, many 

smaller centres are also destinations for government-sponsored refugees, as the Canadian 

government is making efforts to geographically disperse refugees outside of Vancouver, 

Montreal, and Toronto. Yet despite this increasing diversity, migration research remains 

concentrated in the large urban centres of Toronto, Vancouver, and Montreal.  

This research responds to the need for a more robust understanding of settlement and 

integration outside of large urban centres and an understanding of the role that host communities 
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and educational institutions play in those experiences. Although rural areas have some newcomer 

services, their extent is limited, as are the employment opportunities and cultural diversity in 

these communities (Krahn et al., 2005). Yet regional areas are viewed as having a valuable 

capacity and potential for attracting newcomers and are currently the target for the Canadian 

government’s efforts to regionalize immigration (Hellstrom, 2018; Keung, 2019; Krahn et al., 

2005; Valade, 2019).  

These growth strategies require newcomer retention to be successful. Yet, research on 

secondary migration outside major urban centres shows that newcomers have higher mobility 

than both the Canadian population and newcomers in larger cities (Hellstrom, 2018). Reasons 

newcomers leave smaller locations may include lack of access to settlement services or adequate 

services, lack of employment, lack of educational opportunities for themselves or their children, 

particularly post-secondary and language education, and the desire to be closer to friends or 

family (Hellstrom, 2018; Krahn et al., 2005).  

Strategies for encouraging regionalization exist, such as fast-tracked immigration streams 

or extra points for willingness to settle outside major cities (Krahn et al., 2005). However, these 

do not address the role of the host community or educational institutions and the development of 

social conditions necessary for newcomers to want to stay. In recognition of this, Citizenship and 

Immigration Canada (now Immigration, Refugees and Citizenship Canada) launched the 

“Welcoming Communities Initiative,” a program aimed at “creating connections between 

newcomers and Canadians, eliminating integration barriers by creating welcoming communities, 

and educating against racism” (Government of Canada, 2011, p. ii). One of the outcomes of this 

initiative was a report, which describes key characteristics of welcoming communities and 

indicators of those characteristics. This report describes seventeen aspects of welcoming 
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communities, covering the following topics: employment, social capital, housing, positive 

attitudes towards newcomers, newcomer serving agencies, links between main actors, sensitive 

municipal features and services, education, health care, public transit, diverse religious 

organizations, social engagement, political participation, police and justice, safety, recreation, 

and media. The report emphasizes strong connections between newcomers and the host society. 

It states that “networks in rural areas or smaller communities are more difficult to facilitate, but 

of greater importance in convincing newcomers to settle in these communities” (Esses et al., 

2010, p. 25). Emphasis on the role of social networks and educational opportunities for 

newcomer well-being is not new and continues to appear as a theme in newcomer integration 

research (Bragg & Wong, 2016; Derwing & Waugh, 2012; Hellstrom, 2018; Jedwab & 

Wilkinson, 2016; Kandiah, 2018). But, as Alboim points out, “only metropolitan and second-tier 

cities with their population size and diversity would meet all 17 factors identified for welcoming 

communities to be able to attract and retain newcomers” (Alboim, 2016, p. 29). It is necessary, 

therefore, to have a deeper understanding of the role of social networks and educational 

opportunities in smaller cities.  

Integration experiences and the role of host communities and educational institutions 

outside large urban centres remain underrepresented in migration research, and the need for 

further research outside major immigrant-receiving cities has been highlighted (Ashton et al., 

2015; Lusis, n.d.; Varma, 2003). The need for focus on engagement with the host society was 

summarized well by Varma (2003), who wrote, “Research on immigration to rural areas must 

focus on two questions: 1) how to engage the current population in a dialogue on diversity and 

immigration, and 2) how to attract new immigrants and promote the retention of all diversity” (p. 

97). Although small communities cannot meet all the factors for attracting and retaining 
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newcomers detailed in the Welcoming Communities Initiative described above, significant 

involvement of the host community, including educational institutions (Alboim, 2016), can help 

fill the gap.  It is necessary, therefore, to deepen understandings of the role played by the host 

society and educational institutions in providing an environment of welcome. 

A new five-year pilot program, Rural and Northern Immigration Pilot, which launched in 

January 2019 (IRCC, 2019), highlights the timeliness and necessity of this project. A similar 

program started in Atlantic Canada in 2017 as an attempt to stimulate provincial growth in rural 

areas (CIC News, 2019b; Keung, 2019; Keung, 2017). These newer programs operate through 

the longer-standing Provincial Nominee Programs, which allow Canadian provinces and 

territories to nominate individuals for settlement by giving them additional points through 

Canada’s ranking system. In the Rural Pilot projects, governments prioritize candidates who are 

willing to settle in rural areas. However, the programs are community-driven, meaning the local 

community is responsible for ensuring employment, access to housing, language training, 

childcare, and education (Keung, 2017). The fact that these programs include supports beyond 

employment is promising, as it shows a recognition that integration is a multi-faceted process 

that requires more than only an employment pathway. These programs demonstrate the 

government’s increasing focus on rural immigration and show that there is an awareness of the 

need for host societies to create welcoming environments. This case study project promotes a 

deeper understanding of the role played by host communities and educational institutions in 

Brandon, Manitoba and sheds light on how integration and retention can happen outside of major 

urban centres.  
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Brandon, MB 

Searching for the history of Brandon results in articles about the settler activities that 

began in the late 1800s around the arrival of the Canadian Pacific Railway. Some even go so far 

as to say that this land was “empty prairie lying on either side of the Assiniboine River” 

(Coleman, n.d.) However, as Chimamanda Ngozi Adichie says, “Stories can be used to 

dispossess and malign… if you want to dispossess a people, the simplest way to do it is to tell 

their story and to start with, ‘secondly’” (2009; 17:25). In writing about the Canadian context, 

Timothy Stanley (2018) challenges the dominant ways that history in Canada is told, and 

describes the way such exclusions are portrayed as normal. He writes: 

People make racist exclusions and benefit from them…The system of reserves (0.2% of 

the Canadian land mass) is the result of colonization, the process that allows the rest of us 

to occupy what were once the lands of First Nations and of other Indigenous peoples.  

(Stanley, 2018, p. 1) 

 

In light of this, I begin this description of context not with the arrival of settlers who set up a 

trading post for the Hudson’s Bay Company along the Assiniboine River, but rather before 

Confederation. This is an important place to begin, as there is a connection to be made between 

the way the “grand narrative” (Stanley, 2000, p. 82) is constructed and also the way the nation 

decides who belongs and how.  

 The Kairos Blanket Exercise describes life before European arrival well. The script for 

the exercise reads, “Turtle Island was your home, and home to millions of people like you living 

in hundreds of nations” (Kairos, 2012, p. 8). Against this backdrop, the land now named Brandon 

was not an empty prairie wilderness, but a shared responsibility that provided for spiritual, 

cultural, and material needs. As Europeans began to arrive, they thought of land differently, and 

‘acquired’ this land for commercial purposes through a charter from the British Crown, resulting 

in the formation of the Hudson’s Bay Company in 1670. Two years after Confederation in 1867, 
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the HBC sold the land back to the British Crown without the consulatation or consent of 

Indigenous inhabitants. The Métis resisted, and the Manitoba Act was created in response, which 

guaranteed land. However, during this time, there were no treaties signed with other Indigenous 

peoples on this land, despite petitions for a fair treaty. After the sale of the land from the HBC, 

concern was heightened, as, “We have never yet, seen or received anything for the land and the 

woods that belong to us, and the settlers use to enrich themselves” (Albers, 2015, p. 4). After 

nearly a thousand Indigenous protestors formed a camp at Fort Garry in 1871, negotiations began 

for the first of the numbered treaties, which set out a framework for relationships and land use. 

The current city of Brandon is situated on the boundary between Treaty 1 and 2.  

 Land is at the centre of the history of this region, and continues to play a key role in 

understanding the experiences and perceptions of newcomers arriving to this place. While this 

study is not an exploration of Indigenous-immigrant relations, it is important to note that the 

early immigrants to this area viewed the land in vastly different ways than its Indigenous 

inhabitants (Craft, 2014). Until today, land influences identities of residents in this area, although 

many “old-timers” (Li, 2003, p.11)—those immigrant settlers who now form the majority in this 

area—have come to claim rural, land-based, farming Canadian identities as their own.   

In recent years, although Brandon calls itself the “Wheat City,” Manitoba’s industry has 

been steadily shifting from wheat and grain production to focus more on intensive livestock 

operations (Epp & Whitson, 2001). This shift is occurring due to increasing transportation costs 

for grain, increasing distance to market as local grain elevators close, and decreasing government 

subsidies. As one rural farmer commented, “Family farms were chosen for lifestyle. That whole 

thing has changed. It’s not just a lifestyle; it’s big business” (Leitch, 2016, 13:21).  

https://www.thecanadianencyclopedia.ca/en/article/metis/
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In Brandon, this trend from small operations to intensive-scale ones can be seen in the 

hog industry. Maple Leaf opened a massive processing plant in Brandon in 1999. This industrial-

scale food production resulted in small family-farm producers unable to compete. Although a 

large-scale local facility meant shorter distances for shipping hogs, a change in government 

regulation in 1996 allowed processors to require specific numbers to receive the delivery, which 

squeezed out smaller operations (Epp & Whitson, 2001). Although the local community initially 

welcomed the promise of jobs from the packing plant, the low wages and severe working 

conditions meant that local labour could not supply the demand, and immigrant labour was 

brought in. The current reality of the Covid-19 pandemic has illuminated the problematic 

working conditions that make it difficult to contain the spread of the virus, and there is currently 

a petition underway to close the plant for two weeks for sanitation and wide-spread testing. To 

date, the plant has not been closed despite 52 employees testing positive for Covid-19 (Slark, 

2020). Instead, the Maple Leaf plant has instituted mandatory overtime and a public campaign 

handing out free face masks to the community (Robertson, 2020).  

 Whether or not Brandon should welcome Maple Leaf’s proposed plant played a large role 

in the 1999 municipal election. Environmental concerns, public health issues, and social and 

economic concerns relating to the Maple Leaf plant were points of division and contention. Still, 

the vote is telling: only ten percent of the vote went to the candidate running on the platform of 

opposing the new plant (Epp & Whitson, 2001). The perceived benefits of employment and 

economy outweighed other factors. However, concerns about Brandon’s reliance on a single 

industry can be seen in fears of what will happen if Maple Leaf relocates or automates its 

production line. Deep divisions over immigration within the community can be observed (Epp & 

Whitson, 2001; Robertson, 2018).  
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 Brandon’s recent immigration numbers are closely tied to decisions made at the Maple 

Leaf plant. When the plant began recruiting temporary foreign workers in the late 2000s, 

immigration to Brandon increased dramatically. After the initial jump, numbers were stable until 

the workers were eligible for permanent resident status, at which time they could sponsor their 

families and immigration numbers increased again (Burstein, 2010). Similar trends can be seen 

when the plant added a second production line. Settlement services in Brandon saw their client 

numbers rise and fall in the same pattern (Lam et al., 2017).  

Definition of Terms 

Rural and third-tier cities 

 Rural contexts within the Western Canadian provinces are a significant portion of the 

population, although defining “rural” is contested. Rural can be used to mean “non-urban,” or it 

can denote a specific community or region. Also, some cities are “rurally influenced cities,” 

which means that although they technically classify as cities according to population numbers, 

they retain close connections to rural industries and identities (C. Banack, personal 

communication, November 2, 2018). Brandon, Manitoba, fits this definition of a rurally 

influenced city. Others define rural according to economic and social attributes like extensive 

land use, attachment to the environment, and cohesive social structures (Blake & Nurse, 2003). 

According to Statistics Canada, rural communities are those with less than ten thousand 

inhabitants (Statistics Canada, 2001). Depending on how rural is defined, Canada’s rural 

population varies between 22 percent and 38 percent (Statistics Canada, 2001). Economically, 

rural areas produce thirty percent of Canada’s GDP (Keung, 2019). In the words of columnist 

Jeffrey Simpson (2018), Canada is a “country of cities strung together by countryside” (p. 2).  
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 The Rural and Northern Immigration Pilot Project targets communities with populations 

under 50,000 people and at least 75 km from a metropolitan area (over 100,000 people, with 

50,000 people in the core). Communities over 50,000 people can still participate if they are 

“remote,” which is determined by an index that considers distance from cities that offer public 

services and population size (Immigration, Refugees and Citizenship Canada (IRCC), 2019). 

Brandon, Manitoba, is an approved destination under this pilot project and fits this definition of 

rural or remote.  

The criteria for the rural and remote pilot project for eligible rural communities roughly 

coincides with “third-tier cities” (Krahn et al., 2005). Examples of first-tier cities in Canada are 

Toronto, Vancouver, and Montreal. Whereas second-tier cities include places such as Winnipeg 

or Edmonton and have a broadly-diversified economy, tailored settlement services, and diverse 

communities, third-tier cities can be those who may offer some settlement services, but in a 

limited capacity (Krahn et al., 2005). For this study, then, I will use the term Rural as described 

by IRCC’s pilot project and will consider Brandon, MB, to be included in that description.  

Stakeholder group.  

 Throughout this project, I will refer to various stakeholder groups. I use this term as an 

umbrella term to broadly refer to groups who are involved in newcomer integration in multiple 

capacities. Examples of specific stakeholder groups targeted in this project include educators (K-

12, adult, post-secondary), community leaders, community members, and newcomers 

themselves.  

 Canadians and newcomers. 

 There are different ways to draw lines. Governments or authorities determine citizenship 

through gatekeeping mechanisms such as citizenship tests, accreditation boards, the points 
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system, and other ways of determining belonging. These differentiations are legal and the lines 

between newcomer and Canadian can be drawn from that perspective, where Canadians are those 

who hold Canadian citizenship. However, in this study, I wanted to acknowledge the multiple 

roles held by participants. While it sounds like a simple categorizing task to sort participants into 

focus group categories, this involves complex identities, where people may not always identify 

themselves in the same ways (Anthias, 2013). In the analysis of this study, I needed a way to 

reflect the positioning being claimed by participants and to acknowledge that these can shift. 

This reflects the affective dimension to belonging, and in the study, I explore the factors 

involved in these identity claims, such as the role of context, the identities of others in the group, 

sense of belonging, group dynamics, and so on.  

 In these more complex understandings of identities, race plays a role in the identities 

taken up and the identities ascribed by others. The purpose of this project was to explore and 

reflect on these positionings, which required me to be able to present people as they were 

presenting themselves. If I were to ascribe a fixed identity (“Canadian”) without allowing 

participants to speak from other positionings (“I’m an immigrant, too”) that would have run 

counter to what I was trying to explore, which was about perceptions and how people view 

themselves and others.  

 That being said, I needed a way to talk about the significant differences between 

perceptions put forward by newcomer voices in the study (those who claimed newcomer 

identity) and the largely white, old-stock settler voices in the study (those who claimed identities 

as ‘hosts’ or as ‘Canadians’ doing the welcoming). There were instances in the data where these 

perceptions were dramatically different, and I needed a way to talk about these differences. As 
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such, I use the terms “Canadians” and “Newcomers” to reflect the identities chosen by my 

participants at particular times and places, rather than as legal categories.  

Researcher Positioning 

I approach this study as someone who has lived in Brandon, MB, for ten years. For seven 

of those years, I taught English as an Additional Language (EAL) to adult language learners 

through the only settlement service agency in Brandon. In my classroom over the years, I heard 

stories of discrimination and marginalization from my students that did not seem to align with 

my understandings and experiences of small-town hospitality. I believed that our license plates, 

proclaiming Friendly Manitoba, had to be accurate, and the experiences of my students were 

only anomalies or the result of a ‘few bad apples.’ Furthermore, I was at a loss as to how to 

respond to these disclosures, and I remember falling back on platitudes like, “Most people don’t 

think that.” 

I grew up in rural Manitoba, I have memories coloured by the rose-coloured glasses of 

unearned privilege and sentimental nostalgia. In my mind, my community was tightly knit and 

warm, with neighbours who cared for one another and shared the understanding that for us to 

have a good life, we all had to “pitch in.” It was not until my students opened my eyes to another 

reality that I realized just how rosy my glasses were. I had assumed that the heartwarming 

narrative of rural hospitality that I had grown up with would translate into a warm welcome for 

immigrants and refugees. I was wrong. Over the years that I have taught and worked with 

newcomer communities, I have found instead a system deeply divided by intake stream with 

services available only to some. There is a rhetoric of support lacking concrete, tangible help, 

and a community spirit considerably colder than I had imagined. As I have sought to facilitate 

integration for my language students over the years, I have heard countless stories of racist 
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interactions, from smaller microaggressions to outright racist encounters. These stories are part 

of what forms my motivation to study integration, and they are what draws me to critical social 

theories. I do not only want to focus on barriers to integration, or challenges to social inclusion, 

but I want to be able to relate the findings of my study to a practical application that can have a 

positive impact. Since I believe that education can both empower newcomers to pursue their own 

goals and combat racism and inequality in the larger society, understanding the role that 

education plays is an integral part of my project and one that is born out of my years working 

and teaching as an EAL instructor. 

Before moving to Brandon, while living and teaching EAL in Calgary, I remember 

hearing a professor say she thought Canada should aim to settle newcomers in rural areas 

because they would have “no other option but to learn English to survive.” I remember feeling 

uncomfortable with her statement, although I could not identify why. Later, in my early twenties, 

when I was living and teaching English in rural Thailand, my own experiences seemed to support 

her opinion, as the lack of English-speaking opportunities and community meant that my Thai 

language skills flourished. However, despite fast language acquisition, it was a lonely and 

challenging year. A decade later, I moved to rural Vietnam and taught English there. Although 

my Vietnamese skills took longer to attain, which could be a result of the amount of time I spent 

using English, my sense of community and belonging was much higher, and I ended up staying 

for four years. Perhaps, although I had not had the personal experience to verify it at the time, the 

professor’s statement made me uncomfortable because it seemed to assume that English 

acquisition was more important than a sense of belonging and community, or because there was 

a sense that English was somehow superior to other languages. These experiences have taught 

me to value the importance of listening to the goals of newcomers, not ones determined on their 
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behalf (Lam, 2018a). I’ve also learned that integration is not always linear, and requires a holistic 

approach that recognizes multiple and intersecting factors related to identity, belonging, and 

social positioning.  

Another memory stands out when I think about my own integration experiences when 

living overseas. Once, while walking with my children, who were then aged two and four, I 

encountered an older woman. My Vietnamese was weak, and she had no English, but she smiled 

and gestured for me to stay. I did, and she ran down a hill and out of sight. I spent several 

moments wondering if the gesture I had interpreted as “stay here” could mean something else, 

but eventually, she came back with two yogurt treats. She passed them to my children, smiled 

again, and we went our separate ways. I remember being deeply touched at her hospitality, 

thinking of the stark contrast to the Canadian welcome that had been described by my students in 

Calgary, Toronto, and Brandon. I remember feeling ashamed, also, that I had thought of myself 

as a “friendly Canadian” for so long.  

While in Vietnam, I also became convinced that identity impacts integration experiences. 

Although I had not yet heard of intersectionality at that time, I experienced the theory within my 

own family. My husband is the child of Vietnamese refugees and was born the year they were 

sponsored to Canada. Both of us moved to Vietnam as qualified English teachers, but I was 

privileged and praised in every way, while he was often criticized for not speaking correctly, or 

not knowing subtle cultural rules. At school events, leaders would ask me to speak on behalf of 

the school, and my husband would be asked to stand to the side and translate. In school photos, I 

would be in the front, and he would be in the back. Even several years after leaving Vietnam, he 

still says he would be doubtful to return, whereas I would readily. This stark contrast remains 

imprinted in my mind, highlighting issues related to identity, social positioning, and 
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discrimination. Undoubtedly, these experiences have shaped my thinking and informed the way I 

have interpreted the findings of this case study.   

Integration. 

The term integration is not a neutral term. The ideology of assimilation shifted to one of 

integration after the Second World War, as mass movements of people from Europe settled in 

Canada. In the early days of Canadian immigration, society expected newcomers to assimilate 

and adopt Canadian traits, with ethnic communities considered a barrier to assimilation (Shan, 

2015). This terminology remains today (Shan, 2015). Yet despite inclusive definitions of 

integration which emphasize a reciprocal process, immigrants are compared with and expected to 

match native-born Canadians in economic performance, cultural standards, and over time to 

“resemble Canadians in terms of behaviour and psychology profiles” (Hébert, 2013, p. 4). In the 

words of Shan (2015), “how to integrate this ideal [integration] into practice remains a 

challenge” (p. 22). Despite Canada’s ideologies of multiculturalism and inclusion, there are 

significant social benefits for immigrants who have assimilated and diminished their “visibility” 

in terms of language, social, or economic behavior (Li, 2002). Despite this imbalance, Canada 

defines integration as a “two-way street” model, where both the newcomer and the host society 

adapt and benefit (Government of Canada, 2012).  

One challenge to realizing the full ideology of “two-way integration” lies in conflicting 

desires between the host society and the newcomers. The host society is interested in “jobs, 

investment, and employment creation” (Wilkinson, 2013, p. 2). While those interests may 

overlap with newcomers looking for economic opportunities, it does not address the issues of 

social or cultural integration, legitimacy, and power. In other words, “the social worth of 

immigrants is largely evaluated as their ability to augment the country’s productivity so that 
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those already in the country can benefit” (Li, 2002, p. 11). However, it is not sufficient to 

welcome the economic contributions of newcomers while denying them a legitimate voice in 

civic and democratic life, for fears that outcomes of such involvement may result in “decisions 

we do not like” (Biles, et al., 2011, p. 2).  Therefore for this study, which examined integration 

experiences and the role of host communities and educational institutions, I use the definition of 

integration as defined by Shields (2016): “the ability to contribute, free of barriers, to every 

dimension of Canadian [/host society] life, that is, economic, social, cultural and political” (p. 5), 

recognizing that it is a problematic term. 

Newcomers and Canadians. 

 I use the term Newcomer to describe all streams of immigration to Canada, including 

refugees, immigrants, temporary foreign workers, stateless citizens, and international students. 

When proposing this study, I had planned to use the terms newcomer to refer to someone who 

has been in Canada for less than five years, and the term mainstream Canadians to refer to 

Canadian citizens. I understood at that time that these terms were problematic and that the lines 

between newcomers and Canadians are not only lines demarcated by time but had other 

associated factors such as identity and sense of belonging. However, feeling that I needed to 

differentiate between newcomers and Canadians, I had planned to use five years as the criteria, 

since that is generally the time it takes to attain citizenship (Government of Canada, 2018).  

 However, after conducting this study, it became clear that these terms were insufficient. 

In March 2020, I wrote the following in a journal entry: 

Why have I been dancing around with the word “mainstream” Canadians, when what I 

mean is “white” Canadians? This is not to say that stereotypes or racist experiences only 

happen between White and racialized minorities – certainly, stereotypes exist between 

minority groups themselves. However, in rurally-influenced cities like Brandon, the 

people who hold power are white Canadians. And all of my Canadian participants, 

except for one second-generation immigrant and one White South African community 
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leader, were white Canadians. Why did I hesitate so long to use the word “white,” when 

what I meant was exactly that? Why does that make me uncomfortable? Why is naming 

‘whiteness’ so hard? It’s a bit embarrassing to me, especially since I have been writing 

with a Critical Race Theory perspective, that it’s taken me this long to call it what it is. 

(Lam, personal journal entry, 2020).  

 

Since that journal entry, I now use these terms: newcomers, by which I mean all streams of 

immigrants and refugees, and Canadians, by which I mean Canadian citizens or participants who 

hold Canadian citizenship. When whiteness is an important consideration, I use the term ‘white 

Canadians.’ I have, as much as possible, also attempted to follow the way people describe 

themselves rather than ascribing a category to them. I have also tried to be as specific as possible 

without violating the confidentiality of my participants.  

Research Questions 

 This study was a single case study of Brandon, MB. It provides illumination on the topic 

of integration outside of large urban centres, mainly focusing on the role of host communities 

and educational institutions. Specifically, I addressed the following research questions:  

1. How do different stakeholder groups in Brandon, MB, perceive newcomer integration?  

2. How do different stakeholder groups respond to discussion prompts drawn from real-life 

integration experiences?  

3. How do newcomers experience integration in Brandon, MB? 

4. What recommendations might inform the role of educational institutions and host 

societies in rural areas in addressing the needs of newcomers?  

Theoretical Foundations  

 This study was informed and guided by Critical Race Theory (CRT) (Crenshaw, 1989; 

Delgado & Stefancic, 2012; Yosso et al., 2009), and intersectionality (Anthias, 2008; Carbado et 

al., 2013; Viruell-Fuentes et al., 2012). Critical theory entered education through the work of 
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Paulo Freire (1970) in his development of a pedagogy aimed toward liberation. Groundbreaking 

in its time and still widely relevant today, Freire’s work is both valuable and problematic. In 

Azano’s (2015) words, “The brilliance is recognizing literacy as a means through which 

emancipation occurs. The problem is discussing who needs liberating” (p. 267), and also who 

does the liberating. Since the 1970s, critical scholars have focused on education, putting forward 

different theories of society, power, identity, among others (Apple, 2008; Freire, 1970; Giroux, 

2003; Gottesman, 2016). Rural contexts can benefit from these critical theories, in part because 

of their underrepresentation in literature, and because rural communities across Canada are 

rapidly changing due to immigration. In a study involving newcomer integration and education, 

it was imperative to have a strong theoretical foundation that acknowledged issues of racism, and 

the intersectionality of social identities. 

Critical race theory. 

Critical Race Theory is an analytic lens used to examine racial inequality (Ladson-

Billings, 2015). It uses narratives and counter-narratives to understand how racism operates 

(Ladson-Billings, 2015), and attempts to “explain the implicit and explicit consequences of 

systemic, policy-related racism… to disrupt and transform policies, laws, theories, and practices 

through the exposure of racism” (Milner, 2007, p. 391). CRT argues that race is a powerful and 

contested social construct, not one rooted in biology (Ladson-Billings, 2015).  

Critical race theory (CRT) was born out of legal scholarship in the 1970s and 1980s when 

civil rights litigation was not producing meaningful changes (Gottesman, 2016; Taylor, 1998). It 

now uses critical social science to point out that racism is considered “normal, not aberrant” in 

society (Ladson-Billings, 2015, 6:17). Notions of normality, in society, education, and research, 

which view racialized and cultural “others” as unfavourable, “are the results of ingrained systems 
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of knowing” (Milner, 2007, p. 389). Critical legal studies largely influenced CRT but it also has 

roots in ethnic studies, women’s studies, Marxist and Neo-Marxist frameworks, cultural 

nationalist paradigms, and internal colonial models (Solorzano & Yosso, 2001).  

Because of its origins in civil rights legislation, CRT tends toward a Black/White binary, 

which has been challenged by other subordinated groups (Yosso, 2005). As a theory, CRT has 

branched into new forms of critical race theories such as LatCrit, FemCrit, AsianCrit, and 

WhiteCrit (Solorzano & Yosso, 2001). These theories are not in competition with one another, 

but rather have highlighted the multiple and intersecting ways that people experience racism, 

sexism, and classism (Crenshaw, 1989). In the words of Yosso (2005), “CRT scholarship has 

benefited from scholarship addressing racism at its intersections with other forms of 

subordination” ( p. 72). Beyond challenging the experience of whites as a “norm,” CRT also 

points out that social, experiential, and historical contexts are relevant in understanding racism. 

Individual racism is not isolated from broader structural and institutional settings (Taylor, 1998). 

CRT also focuses on education, “because race and racism exist in society, they also are present 

and prevalent in education and the research and practice of education” (Milner, 2007, p. 391). 

CRT challenges claims of “objectivity, meritocracy, colour-blindness, race neutrality, and 

equal opportunity” (Solorzano & Yosso, 2001, p. 472). Both liberal and conservative political 

discourses have adopted the notion that race is not a critical construct (Ladson-Billings, 2015). 

Terms like “post-racial” or “colourblind” minimize race, and the effect of this discourse is 

dangerous for racially subordinated groups (Ladson-Billings, 2015). Ignoring differences is 

hazardous because “People of colour are not White people with pigmented or coloured skin. 

Their experiences are shaped by (among other qualities) their racial, ethnic, and cultural 

heritage” (Milner, 2007, drawing on Dillard (2000), p. 389). The danger of colourblindness is 
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that it ignores racism and reinforces privilege and oppression (Taylor, 1998). People who argue 

for colourblindness are unable to see the inequalities that exist and believe that racial minorities 

have not “taken advantage of the opportunities the government so generously gave them” 

(Ladson-Billings, 2015, 31:23), blaming individual minorities for structural failures (Anderson, 

2015). The idea that society is a meritocracy in which anyone who works hard can succeed leads 

to messages about “getting over the past” or relinquishing group identity (Ladson-Billings, 

2015). Meritocracy beliefs allow the dominant group to assert its neutrality (Taylor, 1998). CRT 

argues that these claims only serve the “self-interest, power, and privilege of dominant groups” 

(Solorzano & Yosso, 2001, p. 472). These claims can be seen in the denial of racism by white 

individuals or groups. As Timothy Stanley writes, “People also speak of being tired of hearing 

about racism, implying that it is of marginal significance to their lives or is something over 

which they have no control and for which they have no responsibility” (Stanley, 2000, p. 81). 

By viewing experiential knowledge as legitimate and necessary, CRT scholars draw on 

the lived experiences of racial minorities’ lives using a variety of qualitative methodologies 

(Solorzano & Yosso, 2001). Part of the everyday experiences of People of Color is the subtle yet 

incessant racism that can be wrongly considered insignificant or inconsequential (Huber & 

Solorzano, 2018). These experiences are microaggressions, which are:  

One form of systemic racism that (a) are verbal and nonverbal assaults directed toward 

People of Color, often carried out automatically or unconsciously; (b) are based on a 

Person of Color’s race, gender, class, sexuality, language, immigration status, phenotype, 

accent, or surname; and (c) are cumulative—taking a physiological, psychological, and 

academic toll. (Huber & Solorzano, 2018, p. 56) 

 

These microaggressions are “consciously or unconsciously perpetrated, welling up from the 

assumptions about racial matters most of us absorb from the cultural heritage in which we come 

of age” (Delgado & Stefancic, 2012, p. 2). Microaggressions lead to lower levels of confidence, 
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lower academic performance, lower overall health, higher levels of anger and stress for People of 

Colour (Huber & Solorzano, 2018). Although large-scale racial violence occurs, Critical Race 

Theory also focuses on the ‘thousand daily cuts’ that are considered acceptable within society 

(Ladson-Billings, 2015). 

CRT posits that equity and civil rights decisions are more likely to occur because of an 

advantage to the White population (Ladson-Billings, 2015) and that for racial minorities to 

benefit, they must find an “interest convergence” (Bell, 1980), or an overlapping of the interests 

of both groups (Ladson-Billings, 2015, Zion & Blanchett, 2012). Although the majority may 

embrace ideals of equality, it becomes limited “when Black progress exacts or imposes a 

personal cost to their [white] position of power and privilege” (Taylor, 1998, p. 124). To 

illustrate this point, Derrick Bell created a parable in which space aliens offer to solve all the 

planet’s problems in exchange for all People of Colour (Bell, 1992). Although they deliberate a 

great deal, in the end, the majority agrees to the transaction. The story points out that the 

historical context of the majority sacrificing the well-being of People of Colour will continue so 

long as the economic and legal structures that serve the interests and privileges of the majority 

remain (Taylor, 1998).   

The field of education has also focused on the tenets of CRT in both theory and practice. 

As Dixson (2018) notes, “struggles for equality (and equity) have always included the fight for 

education” (p. 232). Ladson-Billings and Tate (1995) argued that race was under-theorized in 

education and that educational policies and outcomes were inequitable, pointing out the broader 

context of social and political inequality. CRT has challenged pedagogy and theory, such as 

placement practices, tracking students, higher suspension rates, and harsher punishments for 

students of colour, as well as raising questions about resegregation (Dei, 2001; Milner, 2007; 
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Taylor, 1998). CRT also challenges superficial celebrations of multiculturalism and diversity that 

do not extend themselves toward social justice (Gorski, 2008).  

In analyzing teacher education, Sleeter (2017) noted that although most teachers have 

learned about culturally responsive pedagogy, when asked to explain why some students were 

struggling, teachers blamed individual students or family backgrounds rather than pedagogical 

factors. Also, although a diverse faculty and coursework that focuses on culturally diverse 

children and families is beneficial for all students, teacher education faculties remain 

overwhelmingly white and geared toward meeting the needs of white teachers, who then work in 

schools with curriculum and instruction designed to meet the needs of white students (Milner, 

2007; Schmidt, Young, & Mandzuk, 2010; Sleeter, 2017). This contextual and systemic racism 

exists in teacher education. Sleeter (2017) noted that when “faculty members (particularly 

faculty members of Colour) challenge White students to grapple with racial issues, students often 

express their anger in course evaluations, which are used to undermine and discredit faculty 

members rather than the hegemony of Whiteness” (p. 159). In recognition of these issues, the 

University of Manitoba ran an Internationally Educated Teachers (IET) Pilot Program between 

2005 and 2011 to promote ethnocultural and employment equity and to bridge the gap between 

the demographics of teachers in Manitoba and the diversity of students in the province (Schmidt 

et al., 2010). Yet despite the need for multilingual, multicultural teachers, internationally 

educated teachers still faced discrimination and a lack of recognition or value, as evidenced by 

the different employment rates between certified internationally trained teachers and teachers 

who fit the dominant characteristics of being white, Canadian-born, monolingual English 

speakers (Schmidt, 2015).  
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Solorzano and Yosso identified five themes that underpin CRT in education: the 

centrality of race, racism, and intersectionality with other forms of subordination; a challenge to 

dominant ideology; commitment to social justice; the centrality of experiential knowledge; and 

transdisciplinary perspectives (Solorzano & Yosso, 2001). In the field of education, using CRT 

as a lens, the focus of analysis shifts from “if race is a factor in school inequality to what does a 

race-focused analysis tell us about the structures and ideologies that anchor school inequality and 

inequality in the social order more broadly” (Gottesman, 2016, p. 117).  

Intersectionality. 

Intersectionality is rooted in Critical Race Theory (CRT) and Black feminism (Carbado 

et al., 2013). In 1989, legal scholar and critical race theorist Kimberlé Crenshaw pointed out that 

movements such as CRT and feminism failed to address the ways that social marginalization can 

intersect (Crenshaw, 1989). Although Crenshaw coined the term intersectionality, she was not 

alone in her criticisms. Feminists, social activists, and academics in the 1970s and 80s laid the 

groundwork of addressing the limitations of analyses focused on race, gender, class, or sexuality 

alone (Cole, 2009). Early articulations of these limitations focused on the experiences of multiple 

disadvantages, pointing out that these social statuses are simultaneous. However, Crenshaw 

moved the critique forward by pointing out that in legal cases, Black women plaintiffs 

experienced effects that were simultaneous and intersectional (Cole, 2009). Civil rights 

movements had mainly focused on Black men, while mainstream feminism considered the 

experiences of white women at the centre. In this context, Black women had the “double burden 

of race and gender domination, but… no discourse responsive to their specific position in the 

social landscape” (Crenshaw, 1996, p. 354). Crenshaw pointed out the need for a more complex 

theory that would recognize and explore the fluid and dynamic nature of identities. She offered 
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three permutations of discrimination: similar experiences, additive, or multiplicative effects 

(Cole, 2009).  

Intersectionality draws attention to how “families, schools, workplaces, and the law, and, 

correspondingly, how political, material, and social inequality lead to class, race, and gender 

differences in outcomes” (Cole, 2009, p. 174). In the words of Viruell-Fuentes, Miranda, and 

Abdulrahim (2012), “analyses that focus on gender, race, or class independently are insufficient 

because these social positions are experienced simultaneously” (p. 2100). Intersectionality can 

also capture dynamics beyond identity, such as Robinson’s (2013) social analysis of the 

intersecting influences on the hierarchy of conjugality.  

Intersectionality is not only focused on specific issues, however. It is also a framework 

for theory and research, leading to a new understanding of the complexity and causality of social 

phenomena (Cole, 2009). Intersectionality theory is used in multiple fields, including law, 

sociology, education, history, and political science (Carbado et al., 2013). For example, in health, 

intersectionality has pointed out the multifactorial nature of health disparities (Viruell-Fuentes et 

al., 2012). In psychology, it provides ways that psychologists can understand the meaning and 

consequences of social categories (Cole, 2009). All these disciplines and fields have employed 

intersectional methods, demonstrating the flexibility and continual nature of the theory. In other 

words, “there is potentially always another set of concerns to which the theory can be directed, 

other places to which the theory might be moved, and other structures of power it can be 

deployed to examine” (Carbado et al., 2013, p. 304).  

Intersectionality posits that structural racism pervades societal-level institutions, and 

influences both society and education in multiple ways. According to the theory, multiple 

dimensions of inequality impact educational outcomes. Broadening individual frameworks to 
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include these simultaneous and complex dimensions allows for a deeper understanding of the 

experiences of minoritized students. For example, immigration policies have effects on access to 

social services, which directly impact access to opportunities, including higher education and 

employment.  

In developing educational policies, it is necessary to understand how factors such as 

“immigration policies, labour practices, neighbourhood characteristics, and racialization process 

intersect and affect the economic and social integration of immigrants” (Viruell-Fuentes et al., 

2012, p. 2100). Changing outcomes requires an examination of the ways structural power 

dimensions such as race, class, gender, and immigration status shape educational trajectories and 

outcomes, rather than a static cultural explanation, or individually-based explanations. Within 

education, the use of static definitions and individual explanations falls into deficit orientations 

that blame the student for their poor outcomes (Schick & St. Denis, 2005), or may perpetuate 

stereotypes, despite having good intentions (Gorski, 2008). Intersectionality can thwart 

essentialization by encouraging research that involves multiple subordinated categories. It asks 

who has been frequently overlooked and represents diverse experiences within those categories 

(Cole, 2009). Thoughtfully considering inequality and hierarchy’s effects allows researchers to 

“see individuals as embedded in cultural and historical contexts” (Cole, 2009, p. 173). This 

contextualization mitigates the risk of treating socially constructed categories as definite, static, 

and ahistorical (Cole, 2009).  

Critical social theories in rural places. 

These critical social theories were valuable for a study of integration and education in 

Brandon because they illuminated understandings of how rural places contextualize the choices 

available (Azano, 2015), and they emphasized the nuances of context and interconnections 
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between social influences and educational outcomes. Since both the role of the host society and 

educational outcomes were topics of investigation in this study, theories which could emphasize 

both were valuable. Understanding the reasons that rural people believe and behave the way they 

do requires an understanding of intersectionality, which rejects simple delineations between 

factors and outcomes. Walsh (2012) argues that in social science research, it is necessary to “pay 

attention to the social categories that people find meaningful, as opposed to the categories we 

presuppose are important” (p. 531). Paying attention to this is particularly crucial for 

intersectionality researchers, as “placing people into categories involves a sorting exercise that 

can be done in different ways, and indeed that people themselves may not always act or identify 

in ways denoted by these” (Anthias, 2013, p. 7). Also, intersectionality reminds researchers that 

people sort themselves in terms of positionalities and allegiances and that groups exist as 

outcomes of group-making processes and these groups may change and shift depending on 

context (Anthias, 2013; Hogg & Reid, 2006; Walsh, 2012).  

The concept of interest convergence is valuable for understanding social contexts and 

immigration outcomes in regional areas. For example, interest convergence may explain why the 

provincial nominee program (PNP) has been so successful in regional areas. It allows employers 

in rural areas to meet their labour needs while simultaneously serving the interests of immigrant 

newcomers. However, the challenge that interest convergence puts forward is that there are still 

many who believe that injustices can be remedied without requiring the relinquishment of power 

or changes in the lifestyle of the majority group (Milner, 2007). In many rural areas, the majority 

group has been in power for decades, groups are largely homogenous but are now facing rapid 

population changes, and lifestyle, identity, and morality are closely linked (Banack, 2018).  
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Yosso (2005) describes community cultural wealth as including hopes, dreams, 

resilience, family strength, social skills, networks and community, the ability to maneuver 

through structures and institutions, and the ability to resist. Despite this wealth, interest 

convergence would suggest that this wealth will remain unexplored until it advantages the 

groups in power. Educational administrations, teachers, and policy-makers must recognize the 

forms of “community cultural wealth” (Yosso, 2005) that marginalized groups bring. They must 

go beyond surface-level “lessons about basket-making and other customs in non-Anglo cultures” 

(Cochran-Smith, 1995, p. 495) or explorations of the “global gastronomic landscape” 

(Lotherington, 2017, p. 5), like “taco night” (Gorski, 2008, p. 515). Researchers and educators 

can address the issues raised by interest convergence by focusing on the ways that drawing on 

the cultural wealth of diverse communities can benefit all students (Naqvi, 2015),  rather than 

“celebrating diversity with ethnic food and fiestas while failing to provide equal access and 

opportunity” (Yosso et al., 2009, p. 664). Teachers can meaningfully engage in this by listening 

well to cultural groups, by seeking to deepen their understandings, and then by challenging 

inequality (Gorski, 2008). 

 Critical social theories not only illuminate racism, highlight complex and interwoven 

social identities and positionalities, but they also provide a way forward. These theories 

illuminate not only problems but also opportunities, aimed toward promoting social justice and 

equality. For example, intersectionality can create solidarity between groups by identifying and 

emphasizing commonalities while acknowledging differences (Carbado et al., 2013). In rural 

communities, this theoretical framework has merit. Rural communities may experience rivalry 

and prejudice between towns located only small distances apart, between racial groups, or 

between settler and Indigenous communities (Epp & Whitson, 2001; Perry, 2018). In reconciling 
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these divisions, acknowledging common structures of oppression like decreasing government 

funding for rural services, lack of healthcare, closure of schools, community centres, and rinks 

(Epp, 2018) may be one way to promote alliances which can facilitate change in rural areas 

(Pohler, 2018).  

 In rural areas, people can resist change, especially when it comes from “outside” (Walsh, 

2012). They also resist change if it is perceived to threaten the privilege and interests that rural 

residents hope to pass on to their children, grandchildren, and future generations (Milner, 2007). 

In rural areas, where rurality and identity are intertwined (Banack, 2018), it is necessary to bring 

together an analysis that focuses on the insights of critical race theory, as well as an 

acknowledgement that rural areas involve complex and intersecting factors.  

In this study, critical race theory and intersectionality are not separate, independent 

theories, but work together to provide a deeper understanding of the experiences of rural 

newcomers as they relate to the host society and education. Because of Critical Race Theory, I 

acknowledge that it is vital to recognize that “truth, or what is real and thus meaningful and 

‘right,’ for myself and my participants, depends on how I have experienced the world” (Milner, 

2007, p. 395). As a privileged researcher working with minority groups, there has historically 

been (and continues to be) an assumption in both research, integration, and education, that the 

“Canadian norm” can be standardized and applied to newcomers, against which they are deviant 

or deficient (Watson, 2012).  

Since both rural communities and newcomer groups may be idealized, essentialized, or 

homogenized, intersectionality provides a critical corrective (Anthias, 2013). Because of 

intersectionality, I acknowledge that there is diversity among groups and within groups. I must 

interrogate the “inter-locking ways in which social structures produce and entrench power and 
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marginalization, drawing attention to the ways that existing paradigms that produce knowledge 

and politics often function to normalize these dynamics” (Carbado et al., 2013, p. 312). In 

examining the experiences of newcomers, looking at social structures in the host society that 

impact them can be further illuminated by careful consideration of power imbalances and 

marginalization.  

The realities experienced by newcomers in Brandon, MB, may be very different than 

white Canadian residents of that community, leading them to different ways of thinking about 

and understanding the same places. For this reason, this case study explores multiple 

perspectives in one location.   
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Chapter Two: Literature Review 

Criteria for Inclusion 

 Areas of literature that I reviewed were related to Canadian immigration, the role of 

community and social networks in integration, and the relationships between education and 

integration. I also reviewed literature that mentioned immigration in Brandon, MB, specifically, 

although such studies were sparse.  

When looking for literature relating to Canadian immigration, I focused on rural 

perceptions, but there is limited data, so I expanded to include Canadian opinions more broadly. I 

noted rural contexts or findings where possible. Initially, I thought I would focus only on very 

recent literature. Still, pilot immigration initiatives designed to increase migration to rural areas 

have been in place since the 1990s (Government of Manitoba, 2017). I, therefore, included 

literature on immigration and integration from the past twenty-five years, beginning in 1994.  

In searching for literature related to education and integration, I did not limit the search to 

only Canadian contexts. Still, I included research on language learning and integration from 

other countries, although the majority focuses on Canadian settings.   

I have divided this literature review into three sections: 1) Canadian immigration, which 

focuses on historical perspectives, streams of arrival in Canada, strategies for attracting 

newcomers in rural communities, and the specific context of Brandon; 2) Integration, which was 

then further broken down into literature relating to the role of host communities, challenges and 

barriers to integration, and promising practices; and 3) Education which examined the 

relationship between education and integration, including education both for Canadians and 

newcomers.  
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Canadian Immigration 

 In this section, I provide a historical overview of Canadian immigration, along with a 

brief description of different immigration pathways, rural immigration, and the specific context 

of Brandon.  

Historical overview. 

 Although I will focus on current immigration to Brandon, it is helpful to situate these 

contexts in the broader historical context. Factors driving immigration are significant. As Li 

(2002) writes, “Throughout the history of Canada, it has framed immigration policies to address 

economic needs and to regulate the social, cultural, and symbolic boundary of the nation” (p. 

36). In the early 1900s, immigrant labour was viewed as cheap and expendable, leading 

economic interests to drive immigration. This led to conflicts between employers who supported 

open immigration, trade unions concerned about low wages, and nationalists who desired a 

homogeneous, British-based society. The Immigration Act was amended in 1906 and 1910 to 

“weed out undesirable immigrants” (Kelley & Trebilcock, 2010, p. 15). As Wong and Guo 

(2018) remark, “ethnocentrism and racism were the underpinnings in the creation of prohibited 

classes of people who were deemed undesirable because of their perceived inability to integrate 

into Canadian society” (p. 2). This ‘weeding out’ was achieved through head taxes, continuous 

journey requirements, and a voluntary emigration quota, which targeted Asian countries (Kelley 

& Trebilcock, 2010; Li, 2002). The massive deportations of immigrants during the economic 

depression of the 30s, the forced relocation of Japanese Canadians during the second world war, 

as well as the exclusion of Jewish refugees seeking asylum, are all evidence of racist and 

exclusionary policies that were generally accepted by the Canadian population at large (Kelley & 

Trebilcock, 2010).  
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 The postwar economic boom from 1946-1962 brought industrialization and a focus on 

nation-building (Wong & Guo, 2018). This economic boom, along with increasing international 

pressure that reflected a retreat from racist public discourse, led to admissions of more diverse 

groups. However, immigrants were valued according to their economic contributions, and Asian 

immigration was still discouraged for fear of “social and economic problems” stemming from a 

lack of assimilation (Former Prime Minister Mackenzie King, cited in Kelley & Trebilcock, 

2010, p. 317). During this time, settlement services were set up to help war refugees and families 

of soldiers adjust to Canadian society. Still, they were discontinued in 1966 as it was believed 

that newcomers should turn to mainstream services (Shan, 2015).  

Before 1961, 90% of all immigrants came from Europe (Kelley & Trebilcock, 2010). 

However, in the 1960s and 1970s, concepts such as equality and non-discrimination, combined 

with almost thirty years of a strong economy, led to high levels of immigration from increasingly 

diverse countries. The public sentiments of justice and anti-racism ultimately led to a points-

based immigration system adopted in 1967, which selected immigrants based on their ‘human 

capital’ (Hiebert, 2006; Kelley & Trebilcock, 2010; Wong & Guo, 2018). The concept of ‘human 

capital’ is not neutral and carries with it problematic questions about which aspects of human life 

are considered ‘of value.’ In this sytem, points were allocated for factors such as education, job 

skills, occupation, work experience, age, and knowledge of English/French (Wong & Guo, 

2018). The increasing numbers of diverse immigrants led to the policy of multiculturalism in 

1971 and the subsequent coordination of immigrant settlement services in 1974 (Shan, 2015).  

 In 1976, an Immigration Act was passed, which marked a significant directional shift. For 

the first time, the goals of immigration were laid out: reaching Canada’s demographic goals, 

fostering a strong economy, facilitating family reunification, fulfilling international obligations 
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to refugees, and upholding humanitarian traditions (Kelley & Trebilcock, 2010). The Act also 

required that provinces be consulted about annual admission numbers. The 1976 Act detailed 

four classes of admission: family, assisted relatives, independent, and humanitarian. A business 

class was added two years later (Kelley & Trebilcock, 2010), which was designed to “secure 

offshore capital to support small- and medium-sized businesses and commercial ventures that 

have difficulties in raising venture capital” (Li, 2002, p. 29). Although the points system may 

appear to be neutral, it can still perpetuate racism and bias by favouring some forms of ‘human 

capital’ over others. For example, weighting points allocated to language ability more heavily 

may be “defining who potentially belongs or does not belong to Canada” (Wong & Guo, 2018, p. 

3). It also prioritizes working ages over older adults, leading to reduced capacity for sponsoring 

grandparents (Harris, 2019).  

Although the categories have shifted and undergone changes since the Immigration Act 

of 1976, the three prominent streams have primarily stayed the same. Currently, newcomers to 

Canada arrive within one of three streams: economic immigration, family reunification, or 

humanitarian class (Government of Canada, 2018).  

Economic immigration streams. 

 Economic streams are the largest of Canada’s immigration sources, with over 60 percent 

of newcomers coming through the economic category (Jedwab, 2016). Various programs leading 

to permanent residence under the economic umbrella are tailored to specific needs. The programs 

target three broad groups: skilled workers, business people, and provincial nominees (Li, 2002), 

although there are finer distinctions within each category. The Provincial Nominee Program 

(PNP) is a program where all provinces (except Quebec, which has the Quebec-Selected Skilled 

Workers program) can set up criteria they are seeking and then nominate immigrants they would 
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like to settle within that province. Within smaller communities, the PNP program is a way for 

employers to fill labour shortages, although there is a significant variation between provincial 

approaches (Alboim, 2016). Manitoba is a successful example of employers using the PNP 

stream (Carter, 2009). Some provinces focus on retaining workers, others target international 

students, while others aim for recruiting family members of people already employed in the 

region (Alboim, 2016). Skilled workers may express their interest in coming to Canada through a 

program called Express Entry, where an individual is ranked for their language ability, 

education, skills and experience using a points system. There is also a Caregiver Program, 

which as the name suggests, streams workers who provide care for children in homes, or for 

people with medical needs, and a Start-up Visa Program, which is designed for entrepreneurs 

who have the support of Canadian investors (Government of Canada, 2018). The Caregiver 

Program was under review in 2019 and is now paused because of the Covid-19 pandemic.   

There are also temporary programs for tourists, workers, and students. The Temporary 

Foreign Worker (TFW) program is designed for Canadian employers to find labour abroad. 

Researchers, business people, or other specialized professionals can be transferred to Canadian 

employers through the International Mobility Program. The International Experience Canada 

program brings young professionals to Canada for a working holiday or an internship 

(Government of Canada, 2018).  Finally, there are streams for entrepreneurs, investors, and self-

employed individuals who are selected based on their potential to succeed in the labour market 

and contribute to the economy (Prince-St-Amand, 2016).  

The points system is currently weighted towards those with job offers, those with 

Canadian work experience, and those nominated by provinces, which led to 78% of invitations 

for permanent residence being extended to people already within Canada in 2015, such as 
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temporary foreign workers (TFWs) or international students (Alboim, 2016). These invitations 

are primarily economically driven. 

Canada has always used immigration as a source of labour, beginning with agricultural 

workers in the early days to manufacturing and construction to the formal adoption of the points 

system (Reitz, 2016). In recent years, however, there has been a shift in the level of involvement 

of employers in selecting and recruiting immigrants (Reitz, 2016; Shields, 2015). These models 

which rely on employers’ participation are unique to Canada and are designed to streamline 

economic integration (Reitz, 2016). These programs are not a panacea, however, as there can be 

challenges with ensuring accountability and supervision of the employer role in immigrant 

selection, challenges for spouses and families not finding employment, and a disconnect between 

what the programs offer and what employers need (Reitz, 2016). Employers are not always 

“sensitive to the value that immigrants bring” (Shields, 2015, 6:52), and there are concerns about 

racist discrimination from employers, who may not know how to evaluate foreign qualifications 

and who may have biases against ‘foreign’ sounding names (Reitz, 2016). Beyond these 

challenges, there is a systemic concern that these shifts toward employer-driven immigration 

have happened mostly without focused parliamentary and public debate, as is usually the case 

with changes in legislation. Instead, these changes have happened without significant 

consultation or advance notice (Banting, 2016).  

Within Canada, the use of temporary foreign workers is increasing, while the pathways to 

citizenship for those temporary workers become increasingly narrow (Abu-Laban, 2013). These 

workers live in an environment of precarity (Abu-Laban, 2015). The temporary foreign worker 

program also came under criticism because employers were replacing Canadian workers with 

immigrants willing to work at lower wages (Reitz, 2016). Another criticism is the ability of the 
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employer to deport workers, leading to questions about employment standards, pressures on 

employees, and whether workers are aware of their rights (Reitz, 2016). A final concern of the 

program is whether workers leave the country when their visa expires, as there is currently no 

tracking in place for this (Reitz, 2016). If they stay, these undocumented workers may continue 

to work in environments of precarity, unable to access support or meet legal needs.  

Family reunification. 

 The family reunification program allows Canadian citizens and people who hold 

permanent residence to sponsor family members (Government of Canada, 2018). As the focus of 

immigration policy has shifted to favour economic immigrants, the family class has declined (Li, 

2002). The current system for reunifying families has been heavily criticized. For example, it 

was described as an “obstacle-ridden process which can stretch well beyond reasonable limits of 

time and patience” (The Canadian Bar Association, 2016). Obstacles include restrictive quotas, 

lengthy processing times, inconsistent or arbitrary assessments, and a lack of a right to appeal 

(Li, 2002; The Canadian Bar Association, 2016).  

Another criticism of the current system is that it can be seen as reinforcing patriarchy. 

Since men are usually the primary applicants, the system can cause women to be dependent on 

men for their social and economic well-being (Bragg & Wong, 2016; Kilbride & Ali, 2010). The 

system also reinforces ageism since older adults are perceived as uncontributing members of 

society (Bragg & Wong, 2016). This view sees immigrant families, particularly women, as a 

burden on Canada’s social welfare system. It does not take into account a broader look at what it 

means to be a contributing member of society (Bragg & Wong, 2016). The central positioning of 

human capital theory as well as larger neoliberal and global capitalism shifts lead to the belief 

that “the more skills and education an individual has, the more likely they are to succeed in the 
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labour market” (Bragg & Wong, 2016, p. 49). The problems with this view are that economic 

participation is not individualized but takes place within complex family and household supports. 

Skills are not only valuable if they are formally obtained or institutionally authorized. Unpaid, 

feminized labour, such as childcare or familial support, is a legitimate contribution (Bragg & 

Wong, 2016). Also, the human capital theory underpinning immigration policy has a simplified 

view of integration, which posits that the more integrated an individual is in the labour market, 

the more integrated they will be in the larger society. However, integration means more than 

having a job. Family separation harms nation-building, belonging and identity (Bragg & Wong, 

2016). The reduction of social programming, including childcare, means that family members, 

particularly women, may encounter more barriers to all aspects of integration. These barriers are 

compounded in the family class by the short-term nature of visas for family members, high costs 

for the required private medical insurance, the emotional toll of providing for ageing relatives in 

their home country, and the pressures of sending financial assistance back home (Bragg & 

Wong, 2016). 

Humanitarian class. 

 People who enter under the humanitarian class are either refugees resettled from abroad 

or people who claim asylum after arriving in Canada. Asylum claimants stay in Canada until 

their claim is decided, and if the application is rejected, they are deported (Government of 

Canada, 2018). Refugees can resettle in Canada through three different streams: government-

assisted refugees (GARs), privately sponsored refugees (PSRs), or programs where sponsorship 

is shared, such as the blended visa office-referred (BVORs) program or the joint assistance 

program (JAS). Refugees can also seek asylum upon arrival, and if successful, these refugee 

claimants are granted permanent residence status (Prince-St-Amand, 2016; Wilkinson & Garcea, 
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2017). In the past ten years, policymakers have increased the share of privately sponsored 

refugees, based on a desire to offload costs to the public and because preliminary evidence seems 

to point to faster economic and social integration when refugees are sponsored by individuals 

who form a support network (Wilkinson & Garcea, 2017).  

 Current public discourse has become polarized between those who view asylum-seekers 

as legitimate and in need of protection, and those who see them as threats to national security or 

a strain on Canada’s social welfare system. This has led to recent increases in ‘border-crossers’ 

being labelled as a “refugee crisis” and contested in public and political discourse and media 

(Byle, 2018; Casas, 2017). This rhetoric has a long history of being used to discriminate and bar 

entry to specific groups, such as Jews fleeing Nazi Europe in WWII. The current issue has been 

particularly polarized because of the politicization of immigration topics, with political groups 

capitalizing on and stoking public fears. While politicians campaign, however, asylum-seekers 

and other undocumented immigrants are particularly vulnerable to exploitation and abuse. While 

waiting for processing, they provide cheap labour for developed countries (Li, 2002). They are 

unable to access supports or services, including language classes until their claims are either 

accepted or rejected. 

Rural immigration. 

 Rural growth through immigration is not new and can trace back to the earliest days of 

confederation when immigrants from Ukrainian, Mennonite, and Jewish communities were 

incentivized by the government of Canada to escape poor conditions in their home countries and 

settle the land (Alboim, 2016). When industrialization and urbanization changed rural 

communities, leaving them with declining populations and increasing age demographics, once 

again, immigration provided an answer. Manitoba’s Provincial Nominee Program (PNP) began 
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in 1999 and was very successful, although there were concerns as previously mentioned (Carter, 

2009). In rural areas, temporary foreign workers continue to be brought in to fill labour gaps, 

many of whom are nominated directly by the provinces in which they land (Alboim, 2016).  

 In the early 2000s, then-immigration minister Denis Coderre proposed to regionalize 

immigration and promote retention by only allowing temporary workers eligibility for permanent 

residence if they remained in their first destination for three years. Ultimately the proposal was 

determined to be unconstitutional, but it launched a discussion about regionalization, small 

community integration and retention, and welcoming communities (Alboim, 2016). Despite this, 

small areas are under-researched and report a lack of capacity for governance and planning 

(Ashton et al., 2016).  

Integration 

 In this section, I will discuss integration of newcomers, including the role of the host 

community in integration, barriers to integration, and promising practices in promoting 

integration.  

Role of host community. 

 Before World War II, settlement services were the responsibility of newcomers 

themselves. After the war, the Canadian government established settlement services to help 

soldiers and war refugees adjust to Canadian life (Shan, 2015). In 1966, these services were 

discontinued, as it was believed newcomers would simply make use of existing services 

available to all Canadians. However, in the 60s and 70s, the introduction of a points system led 

to changing demographics of newcomers. The previous system had favoured European source 

countries (Kelley & Trebilcock, 2010). The new demographics from increasingly diverse source 

countries raised questions about the identity of Canada as a nation (Shan, 2015). The policy of 
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multiculturalism of 1971 was a response to these questions, and in 1974, the government again 

established immigrant settlement services. Since then, immigration services have adapted over 

the years with changes to political priorities and programs. For example, after a federal invitation 

to manage these services provincially in 2009, Manitoba established an integrated model of 

settlement services (Clement et al., 2013). However, in 2012, the jurisdiction of language 

education and settlement services reverted to federal control, with detrimental effects (Clement 

et al., 2013).  

Access to settlement services can promote newcomer participation in all aspects of life in 

Canada (Ashton et al., 2016). Although it was initially believed that “multiculturalism was most 

likely to succeed if newcomers could slide seamlessly into workplaces,” (Robertson, 2005, p. 

410), research now shows that “having more money does not necessarily bring a stronger sense 

of belonging” (Jedwab & Wilkinson, 2016, p. 26). Indeed, “work must be done to ensure the host 

society is ready and amenable to accepting the arrival of newcomers as integration takes place at 

the community level” (Wilkinson, 2013, p. 1).  

The ideals of integration as a two-way process where both host society and newcomers 

adapt for one another (Government of Canada, 2012; Wilkinson, 2013), are not always realized 

in practice (Shan, 2015). The concept of integration is more complicated than the linear, 

measurable pathway envisioned (Guo, 2015; Li, 2003), and that pathway is less than smooth. 

Higher levels of immigration mean investments in housing, increased property taxes, more local 

business profits, younger average ages, and longer-term sustainability (Burstein, 2010). Yet as 

immigration numbers increase, infrastructure is challenged, and services are stressed by a sudden 

increase in numbers (Kandiah, 2018). Housing, health care, education, recreation, law 

enforcement, and local infrastructure are all affected (Burstein, 2010). Although many Canadians 
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view immigrant workers as economically necessary, they simultaneously believe that minority 

groups create social and economic problems (Abu-Laban, 2015). Opinions toward immigration 

are complex and multifactorial.  

Identity is also a factor in how Canadians view immigration. Rural Canadians in areas 

that have been until recently, mostly homogenous, are “more apt to associate multiculturalism 

with part of a national, rather than local, identity” (Varma, 2003, p. 85). Long-term residents 

may view the success of immigrants in their communities with resentment, perceiving the 

success as opportunities “stolen from non-immigrants” (Varma, 2003, p. 94). This coincides with 

Clement, Carter, and Vineberg’s (2013) assessment of the realigned system of settlement 

services in Manitoba, which describes instances of racism and “negative backlash” (p. 53), which 

reduced retention rates in the initial years after arrival. Shields (2015) reiterates the need for 

community and social networks in integration, stating that “a welcoming environment is critical 

to their long-term integration and sense of belonging” (p. 18). Within education, responses to the 

arrival of newcomers are not always positive, and some people may view newcomer students as 

a “threat to ‘standards’ and the quality of education in schools” (Leung, 2016, p. 160). These 

responses and fears are kindling onto which governments pour the gasoline of fast-tracked 

permits and streamlined immigration. In a survey of Manitoba’s Provincial Nominee Program 

participants, nineteen percent said their children had faced discrimination at school, and thirty-

three percent said they experienced racism or bigotry themselves (Carter, 2009).  

Societies that focus on economic outcomes without a corresponding focus on other 

aspects of integration face problems which can extend beyond the first generation (Ali, 2008; 

Wilkinson, 2013). Second-generation visible minority Canadians are less likely than both 

nonvisible minorities and their parents to feel a sense of belonging in Canada (Ali, 2008; Bragg 
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& Wong, 2016). In other words, “when immigrants are reduced to their labour-market 

contributions and ignored as people with families and plans and hopes for the future, it serves to 

alienate these immigrants from the nation in which they are settling and building their lives” 

(Bragg & Wong, 2016, p. 59). But when host communities are supportive, newcomer language 

learning outcomes improve, which in turn promotes both economic and social integration 

(Derwing & Waugh, 2012).  

For newcomers, concerns are not just “just about surviving and thriving but also 

belonging” (Duff, 2015, p. 58), although considerations of belonging and identity need careful 

attention to “flexible identities” (Duff, 2015, p. 71), the recognition that identities shift and 

change. This process of creating home is not linear or balanced (Wilkinson, 2013), as integration 

and newcomer trajectories are “multifaceted and complex” (Jedwab & Wilkinson, 2016). In 

other words, “home is not some end state, but rather a process” (Abu-Laban, 2015, p. 6).  The 

importance of identity was demonstrated in a recent study which showed that power dynamics in 

relationships between sponsored refugees and their sponsors could be alleviated by challenging 

victim and deficit stereotypes and recognizing refugees as people of agency and “self-rescue” 

(Kyriakides et al., 2018, p. 59).   

Family reunification is tied to integration, identity, and belonging. However, with the 

government’s emphasis on economic immigration, reunification with extended family becomes 

more difficult (Abu-Laban, 2015; Bragg & Wong, 2016). In 2018, the program designed for 

immigrants to sponsor their parents and grandparents, which had been a highly criticized lottery 

system, was changed to a first-come, first-serve approach. In 2019, when the new application 

system opened for expressions of interest, more than 100,000 people tried to access the form, and 
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the program hit the limit of 27,000 application spots after only 11 minutes (CIC News, 2019a; 

Harris, 2019).  

Barriers to integration. 

Job opportunities, foreign credential recognition, family reunification, language training, 

and housing are critical concerns for newcomers arriving in Canada (Hellstrom, 2018) and may 

become barriers if unaddressed. As destination patterns of newcomers change, there can be a 

mismatch between the location of services and residence of newcomers, with distance and 

transportation significant barriers (Shields, 2015). Secondary migration, or newcomers leaving 

rural areas for larger cities, is problematic for smaller communities, as it deters new immigrants 

from settling (Varma, 2003). Reasons for leaving include finding a ‘better’ city, inadequate 

services, employment needs, education needs, or to be near to family and friends (Krahn et al., 

2005). The primary factors that promote retention include employment and educational 

opportunities available in the local community (Krahn et al., 2005).  

Another primary concern for rural areas is the lack of ethnocultural community. 

Integrating into a location without the support of a sizeable ethnocultural group causes additional 

stress (Varma, 2003). The importance of this is demonstrated by studies that found that 

emotional health and ethnocultural group size are related. Hospitalization on account of 

impediments to mental wellness increased as the size of the local ethnocultural community group 

decreased (Varma, 2003). Integrating into rural areas can cause a sense of social disconnection 

and feelings of cultural isolation, as there may not be adequate social support, food staples, deep-

rooted traditions, or ethnocultural community (Varma, 2003). 
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Mental health is another barrier, highlighted in both urban and rural areas. The need for 

adequate and culturally appropriate mental health services is a crucial finding reiterated by many 

scholars (Clement et al., 2013; Kandiah, 2018; Kilbride & Ali, 2010). Rural areas are particularly 

vulnerable due to the lower availability of specialized services and a reliance on individualized 

Western frameworks without an acknowledgement of the vital role of community members and 

family (Ashton, 2016; Kandiah, 2018). Living without close social ties, difficulty finding 

housing and employment, and encountering discrimination all contribute to poor mental health 

(Kandiah, 2018). 

Although refugee trauma 

is often thought of as a 

past factor, “the mental 

health stress often faced 

by refugees in host communities has less to do with their historical experiences and more to do 

with the stressors and difficulties they face after migration” (Kandiah, 2018, p. 3, emphasis 

mine).  

 Other barriers for settlement services include a wide geographic area with relatively few 

newcomers, which makes service delivery both challenging and costly (Burstein, 2010), high 

demand for services, lack of childcare, and clashes between work schedules and service hours 

(Garcea & Wilkinson, 2017). Newcomers may also be unaware of services available to them 

and, therefore, not access them (Shields, 2015). 

Figure 1: Barriers to Integration 
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Promising practices.  

 Putting services and supports online may be beneficial to some newcomers in remote 

areas (Shields, 2015), and digital advancements have educated school leaders to promote 

discussions around race, diversity, and education (Hamm & Cormier, 2015). Computer-based 

technology is not a panacea, though, as it can also cause additional barriers for those without 

internet access or technological skills.  

Increasing language services and expanding eligibility for such services, as well as 

offering language classes in local schools during the hours children are in attendance, could 

remove barriers, particularly for women (Derwing & Waugh, 2012; Kilbride & Ali, 2010). The 

idea of using local school buildings for community activities is echoed by other researchers, who 

suggest that schools become “community hubs,” for community members and immigrant groups 

(Hamm, 2014; Hamm, Doğurga, & Scott, 2016, p. 220). A similar idea of moving language 

training into workplaces was recently proposed in rural New Brunswick (Hellstrom, 2018), and 

this type of program has been successful in the past. Building on local knowledge, some place-

based models of settlement have seen success operating out of schools and libraries, highlighting 

the integral role played by municipal stakeholders (Welcoming Communities, 2012).  

Another promising practice is including diverse perspectives in municipal planning, 

educational leadership, and settlement service planning and delivery. By consulting with 

newcomer communities, parents and leaders can find culturally acceptable channels to make 

services such as mental health treatment available and accessible (Derwing & Waugh, 2012; 

Kandiah, 2018). In addition, including culturally diverse representation in schools, 

administrations, school councils, and parent-teacher associations promotes more in-depth 

dialogue to confront racism and promote social justice (Hamm, Massfeller, Scott, Lafargue, & 
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Matheson, 2017; Hamm & Cormier, 2015). Within settlement services, governance which 

involves newcomers in the design and delivery of services, is promising (Shan, 2015).  

 Since many (76%) who apply for permanent residence are already in Canada, working 

with educational institutions to welcome and support international students and helping them 

transition to permanent residence, and working with settlement services, employers, and 

community members to help temporary foreign workers become residents are ways that small 

communities can support integration (Alboim, 2016). Although it is problematic that these 

temporary visa holders are not eligible for federally funded settlement services, strong 

community involvement can support their integration (Alboim, 2016).  

 Public education about immigration could also help impact perceptions toward 

immigration (Jedwab, 2016). This call for educating white Canadians about diversity and 

immigration is a crucial finding in other work (Derwing & Waugh, 2012; Hamm, Peck, & Sears, 

2018). Involving multiple stakeholders, such as employers, government, NGOs, community 

organizations, and others, has resulted in “greater awareness of some of the barriers facing 

newcomers” (Derwing & Waugh, 2012, p. 17), in turn prompting increased communication and 

engagement across cultural groups.   

Relationships Between Education and Integration 

 Education is needed on both sides of the “two-way street” (Government of Canada, 2012) 

of integration. Education can promote integration both by providing opportunities for newcomers 

to meet their goals and by promoting “immigration literacy” (Jedwab, 2016, p. 12) among 

Canadians. This need is demonstrated by the fact that one in four Canadians believe there are too 

many immigrants, but the vast majority are unaware of how many immigrants Canada receives 

(Jedwab, 2016).  
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Rural education needs to recognize changing demographics. As Varma (2003) aptly 

states, “The assumption that children living in isolated and rural areas do not require 

multicultural education is shortsighted and potentially dangerous” ( p. 98). Instead, rapid 

demographic changes affect people in smaller regions, requiring educators and leaders to 

“(re)organize their institutions” (Hamm, 2012, p.3). Teachers and leaders must address 

challenges related to marginalization, conflicts, and values clashes (Hamm, 2012). 

Intercultural education is for all students, not just newcomers (Hamm, Massfeller, Scott, 

Lafargue, & Matheson, 2017).  In schools, it is necessary for all students to understand that their 

worldviews may not be universally accepted in person and online, to be given opportunities to 

grow their intercultural competence (Hamm, Massfeller, Scott, Lafargue, & Matheson, 2017; 

Hamm, Massfeller, Scott, & Cormier, 2017). They must also know how to navigate the myriad 

of information available to them (Hamm et al., 2017).  

Language education. 

 Language ability is a significant factor in all aspects of integration (Derwing & Waugh, 

2012) and is a critical need in settlement (Hellstrom, 2018). Lack of English skills contributes to 

a sense of disempowerment and alienation (Varma, 2003). Common barriers to learning English 

in rural areas are a low number of weekly hours, mixed competency levels, and a curriculum that 

may not be considered relevant (Hellstrom, 2018).  

Language retention also needs particular supports, such as schooling, heritage language 

classes, and the availability of media and entertainment in the native language to be successful 

(Varma, 2003). However, current educational practices in Canada mean that students risk losing 

home languages (Lotherington, 2013; Ntelioglou et al., 2014).  Since “languages are not social 
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equals” (Lotherington, 2013, p. 619), the decisions around which language(s) are prioritized are 

complex (Ntelioglou et al., 2014; Varma, 2003).   

Newcomers’ language learning outcomes are greatly improved when they are “not 

construed as definitional novices and instead, their invisible expertise is made visible” (Ortega, 

2009, p. 238). Students must not be viewed as “other, as different, as deficient and struggling to 

catch up to an idealized English-speaking norm” (Stille & Cummins, 2013, p. 631). Instead, 

reaffirming students’ identity, culture(s), language(s), and expertise increases their investment, 

engagement, and learning (Creese & Blackledge, 2011; Cummins, 2011b; Haneda & Wells, 

2012; Ntelioglou et al., 2014). Practices which promote multilingualism and multiculturalism, 

such as translanguaging (Creese & Blackledge, 2010; Dagenais et al., 2017; García, 2007), 

multiliteracies (Moore, 2010; Ntelioglou et al., 2014), or projects such as identity texts 

(Cummins, 2011a) or dual-language books (Naqvi, 2015), not only benefit minority students but 

benefit all students by preparing them for an increasingly diverse world (Lotherington, 2017; 

Naqvi, 2015).  

Culturally sensitive education. 

 Teacher education is still predominantly white and middle class (Hamm, 2015). As 

Haneda and Wells (2012) write, “Ideally, all teachers would be professionally prepared to meet 

the dual needs of [English language learners], but that is certainly not the case at the present 

time” (p. 298, see also Ali, 2012). The ramifications of teachers unprepared for diverse 

classrooms are significant for both educators and students, involving heightened anxiety, 

burnout, stress, and fatigue for teachers and administrators (Hamm, 2015; Hamm & Cormier, 

2015). In addition, education that takes advantage of the cultural, linguistic, religious, and 

ethnically rich background wealth that students bring to the classroom has been shown to 
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increase engagement and learning outcomes (Hamm et al., 2016; Naqvi, 2015; Yosso et al., 

2009). However, rather than drawing on that wealth, teachers send language learners to empty 

classrooms, hallways or libraries (Hamm, 2014). They may use seating arrangements to restrict 

children from conversing in other languages, and prevent other classroom activities which would 

increase language skills, such as borrowing materials, repeating, working together, copying, or 

helping each other (Toohey, 1998).  

Teachers and immigrant parents may also have different expectations of one another 

based on prior assumptions and experiences (Ali, 2012). Respectfully engaging parents and 

immigrant communities is not only good pedagogical practice for the classroom, but it also has 

lasting effects on the welcome perceived by students and their families (Ali, 2012; Hamm, 2014, 

2015; Hamm et al., 2017; Hamm et al., 2018).  

It has been well documented that “when students see their language, culture, and 

community reflected in and respected by a school, this positively affects their engagement with 

learning” (Stille, 2015, p. 485, see also Cummins, 2011a, 2011b; Stille & Cummins, 2013). 

However, educators and other professionals working with newcomer populations do not always 

have or understand the need for culturally appropriate knowledge and practice (Kandiah, 2018; 

Shields, 2015). In rural areas, lack of resources and locally available professionals make a 

“dangerous chasm of understanding which leaves the area unprepared to deal with potential 

immigration conflicts (Varma, 2003, p. 97). Also, multicultural, inclusive education may not be a 

priority because of the relatively low numbers of immigrant students (Varma, 2003).  

 One desired outcome of public education is an understanding and respect for diversity, 

such as, “willingness to adapt, to accommodate, and to advocate for principled accommodation” 

(Hamm et al., 2018, p. 102). This emphasis on adjustments and accommodations is in line with 
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Canada’s ideology of a “two-way street” model of integration (Government of Canada, 2012), 

where both newcomers and the host society adapt and benefit. Yet, when examining educational 

practices relating to diversity, the ideology is not always matched by practice on the ground 

(Hamm et al., 2018).  

 In light of the need for a focus on the ways ideals that uphold equity are not always 

realized in practice, I designed a study that focused the experiences of newcomers in Brandon, 

on how different stakeholder groups perceive integration and respond to integration experiences, 

and on ways forward.   
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Chapter Three: Study Design 

This study was designed to answer the following questions: 

1. How do stakeholder groups in third-tier cities perceive newcomer integration?  

2. How do different stakeholder groups respond to discussion prompts drawn from real-life 

integration experiences?  

3. How do newcomers experience integration in third-tier cities?  

4. What recommendations might inform the role of third-tier cities in addressing the needs 

of newcomers?  

These questions targeted motivations, identities, perceptions, and lived experiences that could 

not be adequately explored in depth through quantitative methods. A qualitative methodology 

was chosen to explore the reasons why, rather than merely understanding what is happening 

(Lincoln, 2018). The way that this study can be useful, then, is for community members, 

educators, leaders, newcomers, or other stakeholders to select those findings which are valuable 

for further inquiry or adaptation in their contexts. If these stakeholders aim to develop policies or 

programs that are “oriented toward social justice, equity, relieving oppression, [and] 

democratizing education, big data aren’t going to do that” (Lincoln, 2018, 9:15). In-depth 

methodologies are needed.  

Case Study  

This study was conducted as a single case study in Brandon, MB. Case studies are an 

examination into a bounded system (Putney, 2010), or an “in-depth inquiry into a specific and 

complex phenomenon (the ‘case’), set within its real-world context” (Yin, 2013, p. 321). A more 

robust definition is provided by Helen Simons (2009):  

Case study is an in-depth exploration from multiple perspectives of the complexity and 

uniqueness of a particular project, policy, institution, programme or system in a ‘real life’ 
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context. It is research-based, inclusive of different methods and is evidence-led. The 

primary purpose is to generate in-depth understanding of a specific topic (as in a thesis), 

programme, policy, institution or system to generate knowledge and/or inform policy 

development, professional practice and civil or community action. (p. 21) 

 

While case studies can involve multiple cases or comparisons between cases, this study is 

a single case study. Limiting the number of ‘cases,’ can allow for greater depth of exploration 

(Gomm, Hammersley, & Foster, 2002, p. 3). In this study, the boundaries were geographic, as I 

only included participants from Brandon, MB. Determining these boundaries sounds simple, but 

there were further methodological considerations as the data collection and analysis progressed. 

For example, when a resident of Brandon began sharing stories about experiences in rural 

immigration outside of Brandon, I needed to make decisions about whether that fit within the 

bounds of this study. To make these decisions, I followed Baxter and Jack’s (2008) advice, 

which was to consider whether the boundaries were appropriate for restricting the data to the 

research questions being answered. In some cases, these stories increased the depth of 

understanding, and were therefore included, although noted as going beyond the geographic 

bounds originally stated.  

Case study as a methodological choice is reasonable because it is an exploratory study, 

seeking to understand how integration and education of newcomers happens outside of large 

urban centres. Case studies help researchers “understand the complexity of a program or a 

policy, as well as its implementation and effects on the participants” (Putney, 2010, p. 3). As 

compared with an experimental study, where the particular case(s) is/are created in a controlled 

manner, case study is a qualitative exploration of “naturally occurring social situations” (Gomm, 

Hammersley, & Foster, 2002). Robert Yin (2003) details four considerations for when to use a 

case study methodology. These considerations include a focus on answering qualitative questions 

such as ‘how’ or ‘why,’ not aiming to manipulate behaviour, believing context is relevant, and 
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not having clear boundaries between the phenomenon being studied and the context. In this case, 

the goals of this dissertation meet all four criteria.  

Case study also has the advantage of allowing the researcher to “get close to the 

participants within their local contexts” (Putney, 2010, p. 3). It allows researchers to explore the 

complexities, including deconstructing particular phenomena (Baxter & Jack, 2008). Another 

reason case study was an appropriate choice for this study is because case studies, as Duff (2015) 

wrote, “lend themselves to analyses of the participants’ agency and constraints as well as their 

multifaceted identities in different settings” (p. 62). Since I wanted to gain a deeper 

understanding of perceptions and experiences surrounding newcomer integration, a case study 

allowed me to explore these in detail and from a variety of vantage points.  

Case study methodology also influenced my decisions around how to write and present 

findings. As Thomas writes, “You should, in a case study, be able to smell human breath and 

hear the sound of voices” (2015, p. 7). In keeping with this, I included many direct quotations, 

keeping their contexts as clear as possible, so that the voices of participants would ring through 

the text. Within the analysis, using a case study methodology gave me the opportunity to 

converge data collected through this study with broader literature, which strengthens findings, 

“braiding [them] together to promote a greater understanding of the case” (Baxter & Jack, 2008, 

p. 554). 

In this study, I wanted to understand how integration and education happen outside large 

cities and gain an understanding of the effects of this regionalizing shift in immigration policy. I 

investigated the ways that community contexts are involved in integrating newcomers, with 

attention paid to the role of the host community and educational institutions. I used multiple 

forms of data, including focus groups, exit slips, and individual interviews. I also kept a journal, 
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which I used to document my thoughts. One unique aspect of the study design was that I used a 

board game that I designed as a way to collect data and explore the topic. I will describe this in 

detail below when describing data collection.  

By focusing on multiple perspectives within one geographic area, I have strengthened the 

validity of my findings by using various sources. Methodologically, there are debates among 

case study researchers about generalizability, or whether findings can be applied to other 

settings. Here I find VanWynsberghe and Khan’s concept of “tentative generalizations” 

(VanWynsberghe & Khan, 2007, p. 85) to be helpful. I do not assume that what is true of 

Brandon will be identical to other locations or contexts. However, a deeper understanding of the 

complexity at work within one specific context can be useful in other places, as the results can be 

used for inspiration or further exploration in other areas. It is also helpful because Brandon is a 

location where, because of a meat-packing plant hiring newcomer labour, immigration has 

increased at a higher rate than average third-tier cities in Canada. However, due to 

regionalization strategies that bring diversity to smaller cities, Brandon may not be such an 

outlier in the future. As such, it becomes a valuable place for understanding the future of small 

centre immigration, settlement, and education and exploring these issues from a rural area that 

has rapidly become diverse.  
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Data Collection 

I gathered qualitative data using four focus groups, exit slips after the focus groups and 

then followed up with ten individual interviews. The data I sought related to opinions and 

experiences with integration in Brandon, MB, and the role of host communities and educational 

institutions. In the focus groups, I used a board game I created, Refugee Journeys: Identity, 

Intersectionality, and Integration (Lam, 2018b). The game, which is similar to snakes and 

ladders in that players move along a path towards a goal, serves three purposes: 1) It raises 

awareness of newcomer 

experiences after arrival in Canada 

using “experience cards,” which the 

players read and discuss. 

Experience cards are both positive 

and negative and highlight a range 

of real-life experiences gathered 

from news, media, scholarly 

articles and personal experiences. 2) The game promotes empathy and encourages players to 

think about how different people can experience the same thing in different ways by using 

“identity cards.” 3) The 

game prompts discussion 

around issues of 

immigration, integration, 

identity, policy, and is an 

open platform for sharing 

Figure 2: Board Game 

Figure 3: Sample Experience Card 
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personal experiences. The game uses 

intersectionality to enable richer 

understandings of these experiences by 

prompting discussion from multiple 

vantage points. For example, if a player 

draws a card that says, “Your small 

community does not have bus 

transportation,” this may result in different 

impacts for a family with small children 

compared to a single person. Other factors, 

like mobility or age, may also be layers of 

complexity. In past uses of the game, participants have found the discussion to be a valuable 

component of the game.  

Before beginning this study, I piloted the game with high school students, pre-service 

teachers, teachers, curriculum developers, academics, and community members. I collected 

initial feedback on the game, which highlighted its value as an educational tool. Although I 

created the game as an educational tool designed to highlight discrimination and increase 

empathy, the game had shown promise as a springboard for promoting in-depth discussion about 

issues relating to newcomer integration. In the previous events with the game, the sharing had 

been powerful and honest, involving insights from personal experiences, differences in opinions 

and perspectives, and educating one another. Thus, it seemed an appropriate tool to launch focus 

group discussions around the topic of newcomer integration in Brandon, MB.  

Figure 4: Sample Identity Card 
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To collect data, I used the game with stakeholder groups in Brandon, MB, video 

recording the conversations that ensued and then following up with exit slips and individual 

interviews.  Before beginning the game with each group, I gave a brief preamble to explain the 

game, including clarifying that although the game was created around the idea of refugees, the 

integration experiences described in the game could be broadened to discuss issues related to all 

newcomers. I also “stacked 

the deck” so that the 

experience card discussion 

prompts remained constant 

for each focus group. The 

card prompts were as 

follows:  

1. Your EAL teacher 

doesn’t learn your real name 

and just calls you Jenny 

because that’s easier. Move 

back two spaces. 

 

2. Your EAL workplace 

preparation class includes a Canadian work experience placement, which is an unpaid 

internship. You are 56 years old, move back three spaces.  

 

3. You attended a workplace training seminar because you want to learn how to start a 

business. Instead, they give you information on accent reduction courses and advise you to 

anglicize your name. Move back two spaces.  

 

4. Your child joined a club at school and is beginning to make friends. Move ahead two 

spaces.  

 

5. You went to your child’s school to ask for the textbook, but your teacher told you they 

don’t use textbooks in your child’s class. You are confused and don’t know how to help 

your child. Move back two spaces. 

 

Figure 5: Players Play Refugee Journeys (players are not participants in this study; used 

with permission) 
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6. Your child’s teacher sends paperwork for you to sign, and you don’t understand it. Move 

back one space. 

 

7. In order to attend class, you must put your child in daycare, and the child has major 

separation anxiety and cries until he throws up. Move back two spaces.  

 

8. You took the bus to go EAL class. When people walked past you, they clasped their purses 

tighter or glared in your direction. By the time you got to class, you already wanted to go 

home. Move back two spaces. 

 

Focus groups. 

The focus groups were arranged around four broad categories: Newcomers, Community 

Members, Educators, and Community Leaders. To recruit participants I used a snowball method 

where I invited acquaintances who I thought might be interested, and asked them to pass along 

my contact information to others who may be interested as well. The relationships in the group 

were sometimes complex, such as participants who were married to each other, or who had 

worked together, for example. In the community members’ focus group, one such couple was 

married, and one partner was on the board of the school where the other partner worked. 

Needless to say, there were complex dynamics. As intersectionality suggests, my participants 

also did not always fit nicely within only one category. For example, I interviewed a community 

leader who was also a newcomer, and one of my community members had been an educator for 

several years. One of my educators was a newcomer, and one of my community members was a 

second-generation immigrant. In my opinion, this complexity enriched the study by allowing for 

multiple perspectives within each focus group and interview.  

Data collection took place from December 2019 to February 2020. I invited participants 

to fill out exit slips following the focus groups and to volunteer for a one-on-one interview. I had 

13 exit slips (6 from newcomers, two from community members, and five from educators), and I 

conducted ten interviews (5 with community leaders, 2 with community members, 2 with 
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educators, and 1 with a newcomer). In the end, I had over 200 pages (217 pages) of transcribed 

interviews, focus groups, and exit slips.   

Educator focus group.   

 The educator focus group was the smallest, with only four participants and me. Of those 

four participants, two were post-secondary educators, one taught middle school, and one was an 

early childhood educator. The group had three women and one man, ranging from early career 

stages to nearing retirement. One of the educators also considered himself an immigrant, as he 

had immigrated to Brandon decades prior.  

Community member focus group.  

The community member focus group had 5 participants comprised of a school 

administrator, health care aide, construction worker, a community college student studying 

business, and a pastor. The group was split evenly by gender, and most of the group was within 

the age range of 25-40.  

Newcomer focus group. 

The newcomer focus group had 6 participants comprised of international students and 

some of their partners, within the age range of 20-40. All had recently moved to Brandon to 

study or engage in business. All members of this group were Black, from different countries. 

This group was evenly split between male and female participants.  

Community leader focus group. 

The community leader focus group had 8 participants who were all non-profit leaders at 

various organizations in Brandon. This group was primarly male (6 male participants, 2 female 

participants) and all were white. One of the group members had immigrated to Brandon from an 

English-speaking country but self-identified as both a community leader and a newcomer.  
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Using the Refugee Journeys Board Game in Focus Groups 

Using the game to launch discussion in focus groups served two purposes: First, it 

confirmed the data as collected and presented in the game. This happened through conversations 

about personal experiences and group prompts, which I curated by ensuring that the card decks 

were in the same order for each group and by sorting through the cards to select those 

experiences which directly related to education or the role of the host society. Second, it 

provided vast opportunities for participants to discuss meanings and potential areas for further 

exploration. This praxis-oriented, dialogue-rich process was drawn from methodological 

considerations to enhance professional development opportunities for educators and community 

leaders (Hamm et al., 2016). Although I was using the game for data collection, another goal for 

this project was to be a part of a “positive change process that helps participants adjust their 

pedagogies to work effectively within their multiple educator and leadership roles in diverse 

schools and communities” (Hamm, Massfeller, Scott, & Cormier, 2017, p. 54). Thus, rather than 

merely collecting data about a topic, the process of collecting that data itself became educative 

and had transformative power through collaborative group discussions.  

In Brandon, I used the game with four different focus groups, each one organized around 

a particular community. The four groups were educators, community members, community 

leaders, and newcomers. Since I live in Brandon, MB, I often had access to these different 

stakeholder groups through my connections.  

With discussions prompted by real-life experiences, the conversations that ensued in the 

focus groups were intended to address the first two of the four research questions: How do 

different stakeholder groups perceive newcomer integration? How do different stakeholder 

groups respond to discussion prompts drawn from real-life integration experiences? However, in 
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reality, the focus group conversations covered a wide range of discussion, encompassing all four 

research questions. The third and fourth research questions: How do newcomers experience 

integration in Brandon, MB? What recommendations might inform the role of educational 

institutions and host societies in rural areas in addressing the needs of newcomers? were 

addressed by all focus groups, exit slips, and interviews. Underlying all discussions were 

opinions and experiences of newcomer settlement and integration in Brandon, which directly led 

to implications of how to provide services and welcome within that context.  

Research Question: Data sources that answered the question: 

How do stakeholder groups in third-tier 

cities perceive newcomer integration? 

How do different stakeholder groups 

respond to discussion prompts drawn 

from real-life integration experiences?  

 

Focus group discussions, exit slips, and interviews 

with community members, community leaders, 

newcomers and educators prompted by integration 

experiences through Refugee Journeys Board 

Game 

How do newcomers experience 

integration in Brandon, MB? 

 

Focus group discussions with newcomers, 

Interview and exit slips drawn from existing 

literature on welcoming communities, rural 

immigration, and integration 

What recommendations might inform the 

role of educational institutions and host 

societies in rural areas in addressing the 

needs of newcomers? 

 

Analysis of focus groups, interviews, and exit slips 

through the lens of intersectionality and critical 

race theory. Analysis focused on the role of the 

host society and educational institutions, including 

limitations and barriers to settlement and 

integration.  

Table 1: Research questions and data sources that answered the question 

Each focus group was video recorded to ensure the quality of transcription, and to help 

differentiate overlapping voices and include gestures in the transcription. For example, during 

one recording, a participant gestured “low level,” saying “like this,” which would have been 

impossible to understand with only an audio transcription.  During transcription, I removed any 

identifying information such as names or places of employment. Following transcription, all 

video recordings were deleted.  
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Interviews. 

Following the focus groups, I conducted interviews with ten individuals. These 

individuals had participated in the focus groups and agreed to meet with me for a follow-up 

interview. Every focus group was represented in the interviews. The interviews were not tightly 

structured but allowed the participants to discuss issues related to newcomer integration that they 

felt were important. Interviewees were guided in the following ways: 

 After I greeted each interviewee, I provided a brief overview of the research 

project and went over the consent forms for ethics.  

 I asked interviewees to provide a brief overview of their role and/or institution 

and asked how they are involved with newcomers. 

 As the interviews progressed, as specific issues and topics emerged about 

newcomer integration, host community roles, or education, I asked questions to 

dive deeper into these topics. As a general framework, each interview was guided 

by the following questions:  

o Could you tell me about your role in your organization?  

o How are you involved with newcomer settlement or integration?  

o Why do you think newcomers come to Brandon?  

o Why do you think newcomers might choose to leave Brandon? 

o How do you think education impacts these decisions?  

o How do you think Brandon can help facilitate settlement and retention?  

I recorded each interview, then transcribed each for analysis. During transcription  

I removed any identifying information, such as names or places of employment. Following 

transcription, the audio recordings were deleted.  
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Exit slips. 

 Focus group participants were invited to fill out an anonymous exit slip. These exit slips 

contained the following questions:  

1. How would you describe the current reality of immigration in Brandon? 

2. What do you think should change in the future (if anything) in regards to immigration in 

Brandon? 

3. What are the main strengths Brandon has to offer newcomers? 

4. What are the biggest challenges? 

5. How do you think educational institutions should be involved? 

6. Anything else you would like to share on this topic? 

Remuneration / Compensation 

 For each focus group, refreshments such as fruit, muffins, and coffee/tea were provided. I 

also gave each focus group participant a small gift card to a local coffee shop. Interview 

participants were also given small coffee shop gift cards.  

Analysis 

For this single qualitative case study, I analyzed the data in the following steps:  

1. I uploaded all the data (focus group transcripts, exit slips, and interview transcripts) to 

NVivo. While I know NVivo’s capabilities are designed for quasi-positivist research 

methods, this was not my intention in this study. Instead, I used it to highlight sections of 

the transcripts. First, I used different colours to code the transcripts according to different 

perceptions across all groups (newcomers should learn English, for example). I printed 

these out in hard copy and explored different groupings and ways to represent the data. 

These steps aimed to answer the first research question, How do different stakeholder 
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groups in Brandon, MB perceive newcomer integration? The results of this process are 

explored in Chapter Five: Perceptions.  

2. Next, still using NVivo, I organized the focus group data according to answers to the 

discussion prompts (experience card questions). For each prompt, I compared the 

responses across all four stakeholder groups. This answered the second research question, 

How do different stakeholder groups respond to discussion prompts drawn from real-life 

integration experiences? The results of this step are in Chapter Six: Responses to 

Newcomer Experiences.  

3. To answer the third research question, How do newcomers experience integration in 

Brandon, MB? I used all three data sources from newcomers (four interviews, newcomer 

focus group, and newcomer exit slips) to compile the experiences shared by newcomers. 

Although only one of my interviewees was from the newcomer focus group, for these 

experiences, I included interviews from other groups who also identified as newcomers 

(one community leader was also a newcomer, one educator was also a newcomer, and 

one community member was a second-generation newcomer). I explore these responses 

in Chapter Four: Newcomer Experiences in Brandon. The decision to change the order of 

the way I represented the research questions was intentional. Although newcomer voices 

were less represented in the overall study, I wanted to push against the way whiteness 

norms itself by instead presenting newcomer experiences as the primary, and the largely 

white perceptions and responses as secondary, even though my initial questions were 

ordered the other way around.  
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4. Finally, I used all data sources to search for recommendations, which answered the final 

research question, What recommendations might inform the role of educational 

institutions and host societies in rural areas in addressing the needs of newcomers?  

Within each of the above sections, I analyzed the data both within this study’s data (for example, 

comparing newcomer responses with white Canadian responses) as well as by comparing with 

broader literature. Where it was appropriate, I used Critical Discourse Analysis (Terry Locke, 

2004; Wodak & Meyer, 2001), employing in particular the use of a focus on social dynamics of 

power and their workings through discoursive constructions.   

Ethical Considerations  

Relationships and positionality. 

 In this project, I was working closely with the members of my own community. The 

existing relationships I had with my participants created unique considerations of ethical matters 

(Clandinin, 2013; Li, 2011). Even for participants whom I had not previously known, throughout 

the research process, relationships began to develop. For example, several of my participants 

invited me to their workplaces and one to her home. I had to consider the feelings and reactions 

of my participants throughout the research process, as “relationships develop, trust forms, 

experiences [are] shared, stories told, and lives connected” (Clandinin et al., 2007, p. 30). Ethics 

in this way meant “negotiation, respect, mutuality and openness to multiple voices” (Clandinin, 

2006, p. 52). Ethics within a relational framework is complex, multifactorial, uncertain, and 

caused unanticipated dilemmas. Ethical considerations were, therefore, ongoing throughout the 

research process. For example, racist comments arose in several of the interviews and focus 

groups. When trying to process this, I felt a deep conflict between my feelings of appreciation 

and affection for my participants who were sharing their time and opinions with me and my 
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feelings of hurt and frustration that they didn’t understand how problematic some of those 

opinions could be. I wrote the following journal entry after one such focus group:  

I finished a focus group discussion a couple of days ago. Although I usually find group 

discussions a source of joy and energy, the comments and perspectives expressed by 

some participants left me feeling exhausted, confused, and sad. It took a few days, and 

some conversations with safe people to understand my feelings. The nutshell version is 

that I was wholly unprepared for the openness with which racist views and stereotypes 

were shared. And when they were shared, I was unprepared for the lack of challenge 

from the group. No – it’s more than that. It was the fact that the way they were shared 

made it seem as though the speakers felt that their views were good ones. They actually 

thought they were doing a good thing or sharing a good view. And I was treated as an 

insider to that group. It made me incredibly sad. When racist views are shared in a joking 

manner, although still problematic, usually the way they are delivered communicates that 

the person knows they are being racist, and they are using humour to soften the blow. But 

these views were not shared as jokes. They were shared as statements, and there was no 

recognition of the offense they might have caused. Part of the pain personally also comes 

from the fact that these are “my people.” Rural, White, educated. It’s painful because I 

knew some of them personally before this focus group and will still need to interact with 

them again afterwards. It was painful because had I not taken a divergent path, married 

a person of colour, pursued higher education, and had an interest in anti-racist work, I 

would’ve been still sitting at that table, nodding along with the rest of them. It’s painful 

because now I have the job of moving forward with those people, interviewing them for 

this study, and interacting in other spheres. It’s painful because I know those views were 

shared openly because of my “insider” status. This work is lonely and difficult. It is 

causing rifts in friendships that were previously peaceful. It’s forcing me to straddle two 

worlds – the privileged white world of insider information, where I don’t feel like I 

belong but I haven’t mustered the courage to push myself out by calling out the racism I 

see, and the world of anti-racist work, where I don’t feel like I belong either because at 

the end of the day, I am still white. The more I learn, the farther apart the worlds get, and 

the more uncomfortable I feel trying to straddle them. I sometimes imagine scenarios 

where I try to educate the people in my privileged white world, but I have not yet 

imagined a scenario that has a positive outcome. (Lam, personal journal entry, 2020) 

 

In my understanding of how to think through these ethical tensions, it was helpful to 

ensure that I had a clear perspective about my role, my conscience, and feelings of guilt and 

obligation, as “addressing ethical dilemmas starts with self-awareness” (Lee, 2011, p. 48). 

Critical work contains a fundamental tension, as it “attempts to turn a fundamentally 

undemocratic space (the classroom) into a more democratic one, while at the same time 

promoting particular egalitarian values and a social justice agenda” (Mckinney, 2005, p. 386). 
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Despite my firm belief in the necessity of listening to participants, and my desire to honour them 

for sharing their time and opinions with me, I still have the desire to work towards particular 

values. This caused a great deal of inner conflict. I also experienced tensions around the ideas of 

writing for multiple audiences (participants, community members and leaders, educators, 

university supervisors, and the broader research community). I worried about how my 

participants would feel about the very critical analysis through the lens of Critical Race Theory. 

As part of my ethics application, I had agreed to write a summary to send to all participants. 

However, as I worked through the data, I had to slowly and carefully consider how this would 

impact my participants, especially when discussing instances of racism that arose. In some cases, 

I had said nothing during the focus group, but after analyzing the transcript, saw how whiteness 

and racism were at work in the conversations. Would my participants feel that I had encouraged 

them the share freely and openly only to later write about them in ways that would hurt them?  

On the other hand, I also felt an obligation to fully consider the theoretical implications 

undergirding this study, such as Critical Race Theory. I felt a level of shame, as well, for if I, 

positioned as a privileged white insider, could not name racism for what it was, then who could? 

This issue is complex, and indeed, my gender and socialization play a role. I was raised to be 

agreeable and not ‘air the dirty laundry.’ I found myself asking complex questions—who is this 

study for, who does it benefit, and where do I belong?  

Confidentiality. 

 In a small geographical area, I had to be careful to protect the confidentiality of my 

participants. For example, because of the nature of a small community, there may only be one or 

two racialized individuals in positions of leadership who could be easily identified if I described 
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their particular ethnicities. For this reason, I had to consider how I described participants 

carefully. Similarly, the focus group of not-for-profit leaders could not be identified.  

Safety and trust. 

In exploring the experiences of newcomers and in eliciting the opinions of local rural 

residents, it was necessary that both felt safe to express their genuine thoughts and experiences. 

Disclosing personal views could be risky for participants, notably if these views contradicted 

what others think or if they clashed with larger narratives. It was vital to create a space where 

participants could share freely. This did not always mean that the area remained conflict-free. In 

some cases, my views differed from those of my participants, and in some focus groups, 

members had differing opinions. In this study, I felt that my participants who were from white 

Canadians from Brandon quickly gave me that level of trust, as they shared some thoughts and 

opinions that they likely would not have shared with someone who they viewed as an “outsider.” 

As someone who is white, middle class, and grew up in a rural area, perhaps I was viewed as an 

“insider.” I also felt that my years of teaching as an EAL instructor helped create some level of 

trust with my newcomer participants, although certainly not to the same ‘insider’ level. Finally, 

the anonymous exit surveys created an atmosphere of safety since the person writing could not 

be identified in any way. At the same time, I believe that a smaller group of participants with a 

more participatory research design may have created even greater levels of trust. In the future, a 

duo-ethnography exploring divergent opinions on immigration, or a participatory narrative 

inquiry with a small group of co-investigators may provide useful insights that my participants 

did not feel comfortable sharing in a group of peers or one-on-one with me.  
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Chapter Four: Newcomer Experiences in Brandon 

 It is important to preface this chapter with the recognition that the small number of 

participants involves a great deal of intersubjectivity between the researcher and participants 

(Marom, 2019). As a white Canadian in Brandon, I cannot authentically represent the 

experiences, perspectives, or knowledges of what it is like to integrate here as a racialized 

minority. Therefore, my focus is on “opening spaces of critique” (Marom, 2018, p. 7), and 

“engaging audiences to rethink and reimagine” (Clandindin, 2013, p. 51). In reflecting on my 

positioning in relation to my participants, I can “draw on the meanings the participants gave to 

their experiences while aiming to articulate a wider critique that can be drawn from them” 

(Marom, 2019, p. 7). As a white woman from rural Manitoba, I felt I was treated as an “insider” 

with many of the participants. Stories, including those with openly racist overtones, were shared 

freely. I wonder if participants would have censored those stories to a greater extent had I been a 

person of Colour, a newcomer myself, or someone from a different province or region.  

 Many of the experiences described by my participants will be explored in greater detail in 

the sections that follow. However, to provide a clear and concise answer to this research 

question, I coded the data, only looking for experiences from newcomers in Brandon. Although 

they are valuable, I excluded experiences described by Canadians (old-stock newcomers) 

because they were primarily explored in other sections. I also excluded experiences that occurred 

outside of Brandon.  

 To answer this question, I used the data from newcomer participants (one focus group, 

one interview, six exit slips). Although this sounds simple, it was not an easy decision because 

other participants could have been included. For example, some of the community leaders were 

new to Brandon. Some participants who were not in the newcomer group were from other 
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countries, and one community member was a second-generation immigrant. True to 

intersectionality theory, drawing lines is never easy. However, when I initially framed the 

question, I wanted to know how immigrants and refugees coming to Brandon experienced 

settlement and integration. This was born out of my own experiences as a rural person. I wanted 

to know whether the rosy rural childhood of community, hospitality, and warmth was one also 

experienced by newcomers when they arrive. Since Critical Race Theory does not ask if racism 

exists, but rather what are its effects, I was concerned that broadening the definition of which 

data to include in this analysis might leave me with many participants who were white and 

English-speaking. Although their insights are also valuable, to answer this question, I decided to 

focus on newcomers who had selected to attend the newcomer focus group. For example, a white 

educator who said, “I’m an immigrant myself” (Male Speaker 1, Educator Focus Group) was not 

included because he had attended the educator focus group, even though technically, he had 

immigrated to Canada decades earlier and still considered himself an immigrant.  

 Newcomers mentioned both positive and negative experiences when discussing settling 

and integrating into Brandon. Some of the positives included a participant who expressed 

gratitude that she felt listened to when she raised a concern to the administration of her university 

and that the situation was resolved in a positive way. Another participant mentioned a time that 

he had seen a Black manager at a bank and felt encouraged to see that some powerful positions 

in Brandon were held by people who looked like him.  

 However, there were many instances of negative experiences. Many of these experiences 

are woven into the following sections. However, the overall analysis showed ways that racism 

operates in Brandon, both in overt and subtle ways. Participants discussed examples of culture 

shock and cultural differences, feelings of disillusionment over misinformation or broken 
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promises related to what life would be like in Canada, difficulties with language differences, the 

pressure to succeed or perform, financial pressure, adjustment stress, and examples of 

stereotyping and racism. The racism they described was both directed hate and systemic in 

nature. One newcomer participant shared a story about the racism she experienced during the 

focus group, but unfortunately, the recording device did not catch it. I asked her afterwards if I 

could include it, and she sent it to me in her own words. This is what she wrote: 

It happened one day in the Brandon Shoppers Mall parking lot. We just got out of our car 

and started to proceed to an entrance door. I was pregnant at the time and accompanied 

by my son and partner. There was a man going into his truck that was parked in one of 

the areas for persons with disabilities. He looked at us and said: "Who let you monkeys 

out?" It was very much shocking; I froze for a bit just staring at him and could not say 

anything and did not say anything. At that point, my son and partner stopped, too (maybe 

because I was just standing there in shock). Then the man said, "Oh, I thought you were 

somebody else." It was very heartbreaking because my son was experiencing racism in 

another setting. It was just one of those sad realities. 

 

Elijah Anderson (2015) wrote about his own experience of jogging in a primarily white 

community. While jogging, a middle aged white man parked in the middle of the road and yelled 

at him to “Go home.” In his article on the experiences of Black people in white spaces, he wrote, 

“In the white space, the anonymous black person’s status is uncertain, and he or she can be 

subject to the most pejorative regard…Almost any white person present in the white space can 

possess and wield this enormous power” (p. 15). In the spaces that white people consider 

“normal spaces,” like grocery stores, sidewalks, or parking lot malls, racism is wielded to signal 

that “whites belong and Black people can so easily be reminded that they do not” (p. 15).  

 In many ways, when people think about racism, they imagine scenarios like the one 

described by my participant above. Then, because they have never hurled racial insults in a 

parking lot, they think of themselves as ‘not racist.’ However, racism is not only an act of 

personal hatred. Much of what I have written in the sections that follow describe the perceptions 
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of newcomer integration and the responses to the discussion prompts relate experiences that 

newcomers have had integrating into Brandon. The experiences described by newcomer 

participants in my study cover both individual acts of discrimination, racism, or hate, as well as 

more subtle discrimination, bias, or systemic exclusion. Multiple participants described this 

exclusion: “People don’t want to feel as if, you know, they're the outcasts” (Newcomer Interview 

1). Others described “some person’s attitudes” as “cold” (Newcomer Exit Slip 1). They also 

mentioned needing an increase in respect for other cultures (Newcomer Exit Slip 3).  

 Newcomers in Brandon have a variety of experiences, many of which were not 

favourable. Racism was present in both direct racist events like the one described above, as well 

as more systemic structures, like lending practices that were predatory (Newcomer Interview 1) 

and post-secondary recruiters that painted an image of life that was not matched by reality: “This 

place is sold as the ideal place, but when you come here you realize that the reality is different” 

(Newcomer Interview 1).  

 As I will explore below, different stakeholder groups and individuals have formed 

opinions about newcomer integration that, in some cases, serve to dismiss or rationalize away 

these experiences. I also explore responses to integration experience prompts, many of which 

contain critical elements like the experiences described by the participants above. As this study is 

framed by Critical Race Theory and intersectionality, I explore these perceptions and responses 

to understand how they are both impacted by racism and how racism serves to perpetuate them 

as well as the multiple and intersecting factors that influence these perceptions.  
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Chapter Five: Perceptions 

To answer the question of how different stakeholder groups perceive newcomer 

integration, I examined all the data (interview transcripts, focus group transcripts, and exit slips) 

for common perceptions or opinions about newcomer integration. After going through each and 

combining those that were very similar, I was left with 49 perceptions. The large number of 

perceptions was not surprising, given the variety of stakeholders interviewed, and the number of 

perceptions and commonly held beliefs regarding newcomer integration.  

In analyzing common perceptions, I initially grouped them by themes (employment, 

education, push/pull factors, social factors, and so on). However, as I was grouping them, it 

occurred to me that although the perceptions listed had been commonly expressed, many were in 

tension with one another, and some were directly conflicting. For example, one common 

perception expressed was, “Newcomers come because Brandon is affordable,” while another was 

“Brandon is too expensive.” Similarly, a perception was, “Brandon needs larger ethno-cultural 

community groups for newcomers to want to stay,” while another read, “Integration is aided by 

cultural isolation.” To explore these tensions, I began developing a non-thematic schema. Rather 

than grouping the perceptions into themes, I grouped them according to tensions that arose when 

they were held side by side.  

I felt satisfied with this process for two reasons: 1) Given my theoretical frameworks, I 

inherently resist simplified narratives and feel drawn to explore complex understandings, and 2) I 

wanted to explore the multiplicity of perceptions toward newcomer integration in Brandon. 

Given that this is a geographically-bounded case study, I had the freedom to examine perceptions 

in nuanced ways. Methodologically, I had been making choices to honour a diversity of 

perspectives throughout this study. For example, I chose a dialogic, engaging board game to 
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gather data. I chose a variety of stakeholder groups across numerous sectors. I employed multiple 

methods of data collection, some anonymous and some in-person. I made these choices because I 

wanted to explore the variety represented within Brandon. Analyzing the data by examining the 

dynamic tensions that arose was consistent with the rest of the choices made up until this point.  

 In the following section, I explore common perceptions or opinions expressed by my 

participants. Although they do not always align with my convictions about newcomer 

integration, I examine them here to address the first research question, “How do different 

stakeholder groups perceive newcomer integration?”  

Tension 1: Newcomers are overqualified, but they are just happy to have a job. 

 In this section, I explore two commonly held perceptions: 1) Many newcomers are 

overqualified for the jobs they have, and 2) Newcomers are more grateful than Canadian-born 

workers.  

 First, the perception that many newcomers are overqualified for the jobs they hold was 

expressed by every stakeholder group. It was also a common sentiment expressed in many of the 

interviews and appeared in newcomer exit slips as well. One newcomer summarized it well:  

 “I was trying to understand the Brandon immigration program. Like, yes, you want  

people to come here. But why is it that these immigrants are treated like second-class 

citizens because the only positions that you're offering are, I mean, they might have one 

and two upper-end jobs, but you know they're lower-end. And so why is it that only 

immigrants are good enough for those, you know? That's my question.” (Newcomer 

interview 1) 

 

Canadians also shared this perception. They often shared personal stories, such as, “Somebody 

who we know, they’re a Nigerian family, he is working well below his pay grade because the 

only work he can get in this field is at a fast-food restaurant. Where I think he's an engineer or 

something like that” (Community leader interview 4). The following example illustrates this 

well: 
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FEMALE COMMUNITY MEMBER 1: “We had a parent at our school last year. He 

was a doctor in India, and his wife was a doctor in India, but they both couldn’t – they 

couldn’t afford to both take their – recognized in Canada doctorate. So she went first and 

then he was going to go after- 

 RESEARCHER: What’s he doing in the meantime? 

 FEMALE COMMUNITY MEMBER 1: Nothing. 

MALE COMMUNITY MEMBER 3: He’s a lunch supervisor at school.” (Community 

member focus group) 

 

I selected these examples of personal stories as illustrations of the larger theme. When 

comparing the stories of overqualified, underemployed workers, common qualifications 

described included medical professionals such as doctors, lab techs, dental hygienists, nurses, or 

other highly trained professions such as engineers and teachers. These qualifications are 

consistent with the higher allotment of points under the Manitoba Provincial Nominee Program 

(PNP) where completing education or training programs is worth 25% of the total distribution of 

points (Immigrate Manitoba, 2020). This trend of certain occupational groups and entry-level 

positions having greater newcomer employment was also noted in an immigrant labour market 

research project, where entry-level positions in hospitality, healthcare, retail, manufacturing, and 

information technology were occupations that hired newcomers (Jothen, 2015).  

 These comments about overqualified, underemployed newcomers often appeared 

alongside comments that focused on barriers, inequities, or racism, such as:  

“I think there's a lot of benefits to having teachers who are different working in our 

system and they can't get jobs because we can't, well, first of all, they can't get certified 

no matter how many years they've taught outside of Canada.” (Educator Interview 1) 

 

These comments were often expressed along with a recognition that overqualification and 

underemployment are wrong or unethical. For example, “I would probably see it as 

discrimination, but it’s very subtle. So it's not out there to say what sometimes that's the sense 

where OK you’re this person. Let's move on to some other candidate kind of thing. (Newcomer 

Interview 1), or this comment: 
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You have very educated people coming here, but they're still at the whims and mercies of 

the majority, the host culture. And we have people here who are coming overseas, very 

qualified skilled people whose qualifications don't apply here. I understand that there 

needs to be some sort of standard or verification, right? But just with the interaction of 

my students and what I've seen, that process is extremely difficult, and I would say it in 

some ways unreasonable, where two or three years of extra education is the answer or is 

the requirement. And you ask the question. Is that really, is that really the answer to 

that?” (Community Member Interview 2) 

 

Educators also expressed the view that the system needed to be changed: 

 

“So we have people that we've given a master of education degree to, that work in youth 

care. I think [we need to work on] recognizing and honouring and resolving the conflicts 

of employment because, honestly, they have to do all the jobs that none of us will do. And 

that is, that is just not OK. It's good for us; it's good for us to have somebody to do all 

that youth care that we don't want to do, to look after our disabled, to look after seniors, 

those care jobs are taken up primarily by newcomers and not that that's bad. I think 

they're doing a really good job of it in most cases. But lots of those people that are there 

would be trained as teachers; would be trained as medical professionals. And I think we 

as a people, as Canadians, but also here in Brandon; I think we need to find ways to 

resolve those issues.” (Educator Interview 1) 

 

While these barriers were openly discussed, there was a unique way that the Canadian 

participants expressed them, which pointed to admiration or respect. This could be seen in 

comments such as: 

When they come here, and they think right away, they can start working as a health care 

aide, but then they have to take more courses and upgrade English and upgrade this to 

get back to their doctor or nursing, which a lot of them don’t because it’s so expensive or 

they don’t have time or energy to do it. But man, they’d all be like, “Oh, I’m like this and 

this and this in my country.” I’m like, “Whoa. Sorry, I have like so much more respect for 

you.” Like I mean, I’m quite nice to – nice to each one that comes, but then when you find 

out, like you’re not – you’re like, “I feel like this (gestures low) and you should be like up 

here (gestures high).” (Female speaker 2, Community member focus group) 

 

When talking about underemployment, Canadian participants respected newcomers for working 

below their level of qualifications, as seen in the comment above, where the participant said, “I 

have so much more respect for you,” after she found out their level of qualification. This is 

classism, where the participant felt her level of respect for her colleague was dependent on her 

level of education and professional training.  
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 Taken together, these comments show that people in multiple stakeholder groups in 

Brandon recognize that there is a practice of bringing in newcomers with high qualifications and 

yet not providing them with job opportunities that are in line with those qualifications. While 

every group mentioned these disparities, Canadians attached notions of admiration for 

newcomers working in situations for which they were overqualified. Another significant 

difference between the way newcomers discussed underemployment and Canadians talked about 

it was related to the notion of gratitude.  

 The second perception, Newcomers are more grateful than Canadian-born workers, 

is one that evokes a feeling of tension when held alongside the recognition that newcomers are 

overqualified for the jobs they have. Notably, the idea that newcomers are simply thankful for 

any job did not appear in any of the transcripts from newcomer participants. This absence is one 

that speaks loudly. When talking about the issue of overqualification and underemployment, 

newcomers did not point to their gratitude to be in Canada and paying the bills. Instead, they 

spoke about barriers for equitable employment, discrimination from employers, and systemic 

challenges like lack of recognition for qualifications. For example: 

“When I just came here, I had to be taking off some of my experiences just to get the job. 

Like, I just need a job…Because when they see, like oh, I'm not going to hire this person, 

this person is too qualified for this and still when you apply for the jobs that you're 

qualified for you're not going to get it. So sometimes it comes down to a means of 

survival. You are just wanting to survive. (Newcomer interview 1) 

 

The quote above describes CRT’s idea of interest convergence well. The host community needs 

professional labour, and are in a position where they “don’t have a choice.” Then, newcomers fill 

that need. Less-educated newcomers are in a similar situation, where they become the choice for 

low-end, entry-level jobs that Canadian employers like Maple Leaf demand. As the quote above 

signifies, if Canadian workers were able to meet those demands, the overlapping interests of 
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newcomers seeking employment and employers seeking workers would no longer converge. This 

is problematic and is what Daniel Hiebert argues when he explains that the lack of job 

competition in Canada’s middle class plays a significant role in the high rates of favourability 

toward newcomers (Hiebert, 2006).   

 For the newcomers in this study, working low-end jobs was a matter of survival, not a 

matter of gratitude. Their sentiment is one described by Jothen: “There is a measurable gap 

between the expected and actual quality of life for many immigrants when faced with the 

challenge of finding meaningful, sustainable employment based on their experience and 

credentials” (Jothen, 2015, p. 5).  

 For the Canadians in this study, when talking about the inequity of qualifications and 

employment, participants spoke about gratitude. Perhaps they felt compelled to justify the 

inequity by maintaining the belief that newcomers were not suffering for the inequity, but were 

grateful to be in Canada, and grateful to have any job at all. There is certainly evidence of this in 

the data. For example, all Canadian groups mentioned the belief that newcomers are generally 

grateful, as exemplified by comments such as, “I think we're more likely to take it for granted” 

(Community leader interview 1), and “But then, well, why are they here? Because you wouldn’t 

bloody do the jobs in the first place!” (Educator interview 2). 

 In some cases, participants explicitly made the connection between underemployment 

and gratitude:  

“They usually say their country is going through a rough time. You’re treated better in 

Canada from other people they’ve heard that have come here before them, and so they 

say it’s better here even if it’s not the same job as you were working in your own 

country.” (Community member interview 1) 

 

In this particular interview, I pushed further into that comment to explore it in greater detail: 
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COMMUNITY MEMBER 1: I still think they’re so grateful just to have a job. Like oh, 

my word, you were a doctor or like some high up person in your home country and you 

come here, and you have to start at the bottom and work your way up if you want to. It’s 

a lot of work and a lot of money it sounds like. But they’re willing to do it for the most 

part, and they are still grateful for the job that they can get here. 

RESEARCHER: Do they say that to you? Like I’m glad that I have this. This is better 

than working at- 

COMMUNITY MEMBER 1: Yeah. I think I have had a conversation like that. But they 

just seem like such happy people. Like once you get to know them, yeah, they just seem 

very happy. (Community member interview 1) 

 

The community members focus group also made this connection between underemployment and 

gratitude: 

There’s a family in our – that just moved to Canada from India. And they just got here at 

the end of August. And the parents got jobs at McDonalds and were so excited to work at 

McDonalds because they got paid well, and they only had to work 8 hours instead of 12, 

which gave them extra hours to spend with their son. (Community members focus group, 

Female speaker 1) 

 

Both perceptions, that newcomers are frequently overqualified and underemployed, and that 

newcomers are just grateful to have a job, are two beliefs that when held together, produce a 

feeling of tension and discomfort.  

 While acknowledging barriers such as newcomer overqualification and underemployment 

are not new (Coalition of Inclusive Municipalities (CIM), 2019; Hynie & Changoor, 2016), 

exploring perceptions and responses to these issues provides a more in-depth and layered 

understanding. For example, it is significant that newcomers respond to this issue by discussing 

barriers and inequities and do not talk about respectability or gratitude. While Canadians 

acknowledged the existence of these barriers, they were more inclined to take an “equity detour” 

(Gorski, 2019) by bringing up topics such as their respect for newcomers in that position, or the 

gratitude that newcomers must feel. These detours assuage the conscience of Canadians who 

benefit from newcomer labour while preventing deeper engagement with the issue.  
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 Dina Nayeri pointed to the pervasiveness of expected gratitude (2017), pushing back 

against the notion that newcomers must be grateful for the ‘altruism’ of Canada. This narrative is 

not only a “single story” (Adichie, 2009) that replaces a complex human experience with a 

flattened existence, but it avoids any discussion of how Canadians benefit from the arrival of 

newcomers. If interest convergence benefits both parties, and if integration is a mutually-

beneficial process, then gratitude should flow in both directions.  

Tension 2: Diversity hiring adversely affects white people, but newcomers are more hard-

working. 

 In this section, I explore two commonly held perceptions: 1) Diversity hiring affects 

white people adversely, and 2) Newcomers are more hard-working than Canadian-born workers. 

Both are problematic individually, but the idea that hiring newcomer candidates prevents white 

people from getting a job and that newcomers have a stronger work ethic than their Canadian-

born counterparts appeared together often in the data. For this reason, I include them both in this 

section.  

 First, I explore the perception that white people are adversely affected by hiring diverse 

candidates. This perception was most common among the community members and community 

leader stakeholder groups. Although both educators and newcomers referenced this idea, it was 

framed differently than the community members and leaders groups. Newcomers recognized that 

there was a hierarchy in hiring:  

“When you look at the advertisement, it's fine to say that Canadian citizens will be given 

priority, then PR, then, so you realize where you fall down the line. So for example if 

when I'm done and I cannot get a job here I'm going to look outside because I know that I 

am going to be third in that pile.” (Newcomer interview 1) 

 

The educators also recognized this disparity: 
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“Even here, if there is a Canadian who is suitable to do the job, we must hire the 

Canadian, even if there was somebody from, that was non-Canadian who we thought 

would be better if there's a Canadian, and it's the law. And universities are a place that 

we should be finding other perspectives and inviting people, thinkers in, to think 

differently than we do. And we are limited just the same way. So when a job opens up 

here, we always get a whole bunch of international applicants, and we eliminate them 

right off the top.” (Educator interview 1) 

 

Both these comments point out a policy of clearly stating hiring practices, but they point to it as a 

source of problems or barriers for newcomers. The newcomer interviewed pointed out that her 

lack of PR status meant that she was unlikely to find a job in Brandon, and would look at leaving 

the city to find employment. The educator pointed out that even places that are claiming to 

promote diverse ways of thinking have policies that prevent people from entering those spaces.  

 In direct contrast, many community leaders and community members focused not on the 

barriers to newcomers because of hiring policies, but rather the perceived disadvantages for 

white candidates. They expressed the belief that hiring diverse candidates affected white 

Canadians adversely. For example, “That's because they can keep the human cost figure down if 

I’m honest. That's just an observation I have because I know some white people who have tried, 

and they haven’t been able to get in” (Community leader interview 4). Or similarly, “A certain 

percentage of people in your organization have to be of colour. So now the white person doesn't 

get a job, you know? Where before, it was a Black person who couldn't apply for the job, right? 

You know, so it's just turned around this whole thing” (Community leader interview 2). 

 This topic was discussed at length in the community member focus group, with 

comments like:  

“This lady, to me, she said she was quite upset because, “Well, I’ve been paying taxes for 

how many years. This is my country. Why can’t my kids get a normal job, minimum wage, 

working a gas pump, whatever attendant?” And so I don’t know, she said that, if like – if 

management is a different culture and then they just hire more different cultures and not 

the white kids or something?” (Female speaker 2, Community member focus group) 
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And similarly,  

 

MALE COMMUNITY MEMBER 1: I was talking to a guy, and he’s –you know, and 

he delivers stuff. And, uh, he was – I just casually asked, “Hey, you know, how are you 

doing” or whatever. And he said, “Not good.” And we chatted about it, and he said his 

boss had called him in and said – and he was getting paid well for what he does. Like I 

mean, he’s been doing his job for a long time. And he says, “Um, you’re too expensive. 

We’re going to have to work on cutting your hours or something like that because we’re, 

you know, I can hire six immigrants for the cost of you.” And he said that that it was the 

first time he felt – he’s not – he said it wasn’t racist, but it was the immigrant population 

being leveraged against him. 

 FEMALE COMMUNITY MEMBER 2: And he was white? 

 MALE COMMUNITY MEMBER 1: And he was white. (Community member focus  

 group) 

 

For white Canadians who are accustomed to having privilege, it can be disconcerting to have to 

relinquish that power. Critical race theorists argue that this will not happen unless there is an 

interest convergence where there is a mutual benefit to both groups (Bell, 1980; Zion & 

Blanchett, 2012). When the participants in this study expressed their dismay that white 

employees no longer slide seamlessly into desired careers, they did not point to the state of the 

economy or globalized competition. They did not point to any systemic factors at all. They also 

did not recognize that what they viewed as a ‘disadvantage’ (my white child can no longer work 

at the grocery store) served to advantage them through increasing local populations, taxes, and a 

multicultural environment. With critical race theory’s interest convergence idea in mind, I would 

argue that even when there are overlapping and mutually beneficial systems at work, on the 

individual level, people within those systems may not see how they benefit each other. For the 

perception that diverse hiring affects white people adversely, rather than acknowledging the 

ways they did benefit, they instead explained it with simplified and stereotyped ideas, such as the 

perception that newcomers are more hardworking than Canadian-born employees. An interest 

convergence analysis suggests that what is happening is that those in power are making decisions 
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to support their own interests, such as hiring newcomers at lower wages, and casting these jobs 

as “providing opportunities” for which these newcomers are supposed to be eternally grateful.  

 The second perception in this section is that newcomers are more hardworking. Notably, 

newcomers themselves did not express this perception. For Canadian participants, this was given 

as a reason for an employer preferentially hiring a newcomer. One educator summarized it as 

follows: “They turn up on time, and they work like producers. They take 15 minutes for their 

coffee break as designated. They leave at 12:00 noon for lunch, and they are back exactly at one 

o'clock, and then they leave exactly at 4:00 when they’re supposed to leave” (Male speaker 1, 

Educator focus group).  

 Canadian participants in the study considered diligence as an innate or cultural attribute 

that was lacking in Canadian-born workers. For example, comments such as, “Most Filipinos 

know how to work,” (Community member interview 1), or “They’ll come every shift,” 

(Community member focus group), or “They will be willing to do whatever without really 

complaining,” (Community member focus group). One focus group member contrasted it with 

her belief that Canadian-born workers are not as hard-working by saying, “We are a lazy 

culture” (Community member focus group).  

 This stereotype is one identified in the literature on newcomer employment. In a study of 

employers from Surrey and Abbotsford, employers reported that newcomer workers were “more 

productive and, at times, easier to manage” (Immigrant Employment Council of BC, 2017, p. 

12). These qualities could be summarized using words such as diligence, punctuality, and lack of 

resistance, and were expressed as admirable qualities by the participants who mentioned them. 

However, similar to the tension described in the section above, there is a notable lack of this 

perception expressed by the newcomer group. Newcomers did not mention any innate or cultural 
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qualities that made them more hard-working or productive. When viewed together, these two 

perceptions point to an underlying belief that the reason newcomers are hired selectively is 

because of work ethic. Yet this was not always the case. One interview, in particular, expresses 

this well: 

COMMUNITY LEADER 5: We would all of a sudden have a different world view 

present there, and I think that would make – make them maybe a slightly better 

candidate. It's because of the diversity they could bring because you don't want 

everybody thinking the same.  

RESEARCHER: How did you get to that viewpoint? Like, because a lot of the things 

that I've heard is well, people who have different world views, they can’t work with us. 

They don't understand how we do things. So how did you get to the place where now 

you're saying if someone has a diverse worldview that's actually good for your 

organization? Is that education or where did you – because I bet you didn't grow up with 

that view, did you? 

COMMUNITY LEADER 5: No (laughs). 

RESEARCHER: You told me you grew up here [in Brandon]. So- 

COMMUNITY LEADER 5: I think just as I've worked with people who think 

differently than I do, I've always appreciated it. I've always seen an organization richer 

when there's more diversity around the table. (Community leader interview 5) 

 

In this interview, the leader described a situation where he had to decide whether to hire a 

newcomer or a Canadian-born applicant. Yet in this situation, he did not employ the newcomer 

because of an essentializing belief that newcomers have a stronger work ethic but rather because 

he believed that diversity of perspectives strengthens an organization. When I asked how he had 

come to this perception, he referenced working with diverse people in the past. This affirms what 

was mentioned by a newcomer, who described a process of entering an organization in a lower-

paying position and then working her way up through demonstrating a professional demeanour 

and work ethic: “When you start working with these organizations, and they realize that you are 

a professional and your work ethic begins to speak for itself then that perception slowly begins to 

change” (Newcomer Interview 1). This view points out that the work ethic described is not an 

innate quality, but rather an attempt to educate an ignorant majority. The same newcomer said, “I 
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don’t know why from the onset, you cannot see it that way.” This educational labour, educating 

employers by demonstrating the value of diverse employees, is uncompensated and invisible. 

Perhaps it would be more accurate to say that newcomers feel they have to be hardworking to 

gain the respect of employers who have not yet learned to value newcomer contributions. Putting 

the onus on minority group members to do the work of educating the majority can make minority 

participants feel “angry, sorrowful, and in some cases, afraid of the repercussions” (Arao & 

Clemens, 2013, p. 137).  

 It is unreasonable to hold the belief that all newcomers are hard-working, yet that 

stereotype was commonly expressed. The neoliberal ethos of having a good work ethic, being 

willing to do anything, constantly reinventing oneself, launching a ‘side gig,’ or willingness to 

retrain certainly encompasses all workers, not only newcomers. However, in the perceptions 

expressed in this section, newcomers were seen as more willing to adopt these traits. It is absurd 

to assume that all newcomers are hardworking, or even that all members of a particular cultural 

group share the same work ethic. For example, many Latin/South American contexts have a 

siesta after lunch. And within each particular cultural group, personal dispositions and 

motivations certainly vary. However, what the Canadian participants accomplished during 

conversations about work ethic was a way to explain their discomfort. When the conversation 

became uncomfortable because of the perception that white people were disadvantaged by 

increasing diversity, Canadian participants looked for a reason to explain why newcomers were 

selected. This reason was often the idea that newcomers worked harder than Canadian workers. 

It is not a logical reason, since an employer would be unable to determine work ethic in an 

interview directly and could only know such a personal trait after a period of observation. 

However, by signalling to ‘work ethic’ as a cultural trait, what the employer means is that the 
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newcomer keeps their head down and does the work. It is a way to create a workforce that aligns 

with the particular desired values of the employer. It is more culturally acceptable to say, “I want 

a hardworking employee” than to say, “I want a Chinese employee who will keep their head 

down and not cause a fuss.” However, the result is newcomers selected based on stereotypes and 

essentialized ideals of their cultural norms. This is coded language that serves to deny or allow 

access to racialized groups. Researchers did a study involving job interviews where the applicant 

was visibly Muslim, visibly Christian, or non-religious. Some had foreign training, others had 

Canadian training, and others had foreign training with Canadian certification. The interviewers 

then rated the hard or soft skills of the applicant. The applicants who were Muslim fared worse - 

especially if their applications had foreign training. If they had Canadian certifications, then they 

were then rated lower in "soft skills." The authors argue that the employers showed bias, but 

used a “covering justification, a process where prejudice is released in the presence of an 

alternative rationale that is socially or personally acceptable” (Esses et al., 2014, p. 57). These 

alternative rationales are often “fuzzy sets, not checklists, of attributes (e.g., attitudes and 

behaviours) that define one group and distinguish it from other groups” (Hogg & Reid, 2006, p. 

10). The use of the rationale that newcomers are more hardworking is one such fuzzy covering 

justification. It uses the vague but socially acceptable “hardworking” to select employees that 

align with the employer’s particular values or desires, as expressed openly by employers quoted 

earlier who said they wanted compliant employees, or employees who were “easier to manage” 

(Immigrant Employment Council of BC, 2017, p. 12). Within the context of this discourse, these 

messages “justify unequal placement within social hierarchies…mak[ing] our social 

positionalities seem natural, or even deserved” (Straubhaar, 2015, p. 383). 
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 Another purpose of pointing to the stereotype that newcomers are hardworking is that it 

allowed employers to avoid issues of race, and instead revert to a meritocracy model. 

Meritocracy is an “ideology of social justice that is based on the notion of equality of 

opportunity” (Jin & Ball, 2020, p. 64). If everyone had the same opportunity, the belief goes, 

then those who deserve it the most (by working the hardest) will get it. For example, rather than 

saying, “we employ newcomer workers because they will work for lower wages,” employers can 

say, “newcomers are hardworking” which includes a subtext: “if you were more hardworking, 

you could have that job too.” Pointing to diligence as the factor for selection eases the 

employers’ conscience because it absolves them of racial bias. However, belief in meritocracy 

does not increase equality; in fact, it has resulted in less concern for the unequal treatment of 

others (Mijs, 2019). If employers (and others) are serious about addressing inequity, they must 

be willing to look past explanations that essentialize and homogenize and be ready to 

acknowledge and address the systemic factors that result in exclusion and discrimination.  

Tension 3: Newcomers are lonely here, but at least this way, they’ll integrate faster. 

 In this section, I explore two commonly expressed beliefs: 1) Brandon needs larger 

ethnocultural community groups for people to want to stay, and 2) Integration is aided by 

cultural isolation. The first of these beliefs, the impact of the ethnocultural community, was 

mentioned by every stakeholder group. It was commonly expressed in answer to one of the 

interview questions, “Why do you think newcomers might leave Brandon?” Responses included 

statements such as, “I think it would have to do with whether they feel a sense of belonging here” 

(Community Leader Interview 5), or: 

“Isolation, connection... Some people would just say you know what; there's no 

community here. There's also something to be said about trying to be who you are 

uniquely, culturally and ethnically in the culture that is here in Brandon, which is 

predominantly farmers and white. And I don't mean that in a necessarily bad way is that 
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that's just the context that people live in and there's things that need to be navigated on 

both sides. And some of that stuff is not great. (Community Member Interview 2)  

 

How participants expressed this belief varied. For example, in the newcomers focus group, a 

participant described her culture shock upon arriving in Brandon by saying, “I’m the only Black 

person, and everybody is white, and they all have their coffee mugs. And I’m like, is this what it's 

going to be for the rest of the year? And I’m like, no, (name of friend) is coming so at least one 

other Black person” (Female speaker 2, Newcomer focus group). This reference speaks to 

isolation in Brandon and also the comfort experienced by having people from a similar 

background nearby. This is backed by research that shows that when present in “the white 

space,” which are spaces considered as unremarkable or “normal” for white people, “Blacks 

reflexively note the proportion of whites to Blacks, or may look around for other Blacks with 

whom to commune if not bond, and adjust their comfort level accordingly” (Anderson, 2015, p. 

10). An educator expressed a similar belief by saying, “I think often they find their peer groups 

and they survive because their people are here” (Educator interview 1). This was also expressed 

by a community member who was a second-generation immigrant:  

“My parents live in (larger urban centre). And you know there's a sizeable (ethnic) 

community there. And so it's quite easy to kind of feel a sense of belonging there because 

it’s not just, oh let’s have a little shop here or a store there, but there are businesses and 

events and a life in and of itself that can be plugged into. And just thinking about the 

(ethnic) people here in Brandon, I mean, I can count them on two hands.” (Community 

member interview 2) 

 

While the above references point to an understanding of the importance of ethnocultural 

communities and the sense of belonging that they provide, other comments, particularly from 

Canadians, linked lack of sizable ethnocultural communities to reasons newcomers would choose 

to leave Brandon. Sometimes this was expressed because I had asked a question in interviews 

about why newcomers might decide to leave Brandon, and lack of community was a standard 
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answer, seen in comments like, “If there was a larger, there was more of that particular ethnic 

group here. I think people will stay” (Community Leader Interview 4). However, it also came up 

in other contexts. For example, some participants mentioned their own experiences of living 

overseas and how exhausting it was for them not to have a sense of familiarity within their 

cultural communities:  

“What a blessed relief it is to not have to think so hard anymore and just be able to 

chatter away in English or to not have to translate for someone else. So I can see the 

attraction of a large population.” (Community Leader Interview 1) 

 

And similarly: 

 

“I think about our own experience going into a different country and how we responded 

and how important it was for us to be able to try to understand the culture. But when we 

found people that were of our own culture, it was so easy to just sit with them and visit 

with them. Any other culture takes effort, and any other language takes effort as well. It 

takes a lot of work.” (Community Leader Interview 3) 

 
They also viewed wanting to spend time with your cultural community as “normal,” as one 

participant who had lived abroad stated, “People, you know, stay with their own groups, and 

we're just as guilty, when we saw Canadians, oh somebody who understands us, finally. And 

that's, that's normal” (Male Speaker 5, Community Leader Focus Group).   

 What was particularly interesting was that although these participants could empathize 

with the difficulties of cultural isolation and the longing for a sense of belonging and community, 

they simultaneously held the belief that isolation was beneficial for integration. This was seen by 

sharing personal stories, such as, “She integrated better as the only Chinese kid in her school” 

(Community Leader Interview 1), and: 

I tell my girls, my Chinese girls, the best way to improve your English, both in 

vocabulary and accent, is very simple. You get a Canadian boyfriend. They learn English 

real fast. And their accent is really good. And I hate to say this – it’s true. And but you 

know the best English speakers I know amongst international students are the ones who 

had homestays… A friend of mine was the best I've ever heard of an international student 

who started from scratch, and he stayed with (name). She had lots of kids, and he was all 
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in it together. He and I used to sit down at dinner, and you see the kids from age five up 

to 23 talking and using the local vernacular and then hearing the quite educated English 

of (local person) and her husband. His English was essentially accent-less because he 

spent six years with them. (Male Speaker 1, Educator focus group) 

Not only did this participant assume the sexuality of “his Chinese girls,” thinking they were 

interested in a Canadian boyfriend, but he also believed that “accent-less” English was the 

desired outcome. For a Chinese woman in his class, there would be layers of stereotypes and 

assumptions stacking upon each other. In thinking about this with an intersectional lens, the 

multiple and intersecting factors of gender, sexuality, ethnicity, and language all compound the 

experience of being stereotyped by a teacher, who believes that integration is aided by avoiding 

ethnocultural community. This view, that ethnic community is a barrier to integration, is one 

with a long history. As explored by Shan, a handbook for new Canadians written in 1919, argued 

that “unassimilated groups…are a menace to Canadian unity” (Shan, 2015, p. 21, quoting 

Fitzpatrick, 1919).  

 In some white, local participants’ views, larger ethnocultural communities were also 

detrimental to newcomers’ language learning. For example, “They’re working at Maple Leaf. 

And they put all the Chinese together on one line, and they put all the Ethiopians together on one 

line. So the result is that they're just speaking Chinese all day. Speaking Amharic all day, or 

whatever, speaking Ukrainian” (Male Speaker 1, Educator Focus Group). Not only is this view 

dismissive of the crucial affective role played by ethnocultural communities, but it is also an 

inaccurate view of language learning. As one teacher told her students in a study on multilingual 

and multimodal composition, “If you speak more than one language if you use your language, it 

helps you learn English” (Dagenais et al., 2017, p. 269).  

 Similarly, the belief that Canadian friendships were beneficial to newcomers’ integration 

was also expressed:  
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That community part I can just feel is very strong and I’d say they're very tight knit. But I 

also see a lot of integration like one of the students, her parents are very very strict and 

she's from Ethiopia. And they always go on a missions trip every year to Calgary. And 

her dad was like only comfortable with her going if one of the other parents who's white 

was going because they have such a good bond and relationship that OK you're going to 

care for her. So yeah I would see there's definitely like integration in that way, from what 

I see.” (Female Speaker 2, Educator Focus Group) 

 

 The same individuals sometimes expressed this tension between the belief that cultural 

communities are important for belonging, community, and for newcomer retention and the belief 

that cultural communities are detrimental for language learning and integration. With two of 

these individuals, I asked questions in the interviews to explore the topic further. One individual 

was the second generation immigrant quoted above: 

RESEARCHER: What you're talking about, feeling comfortable in your own culture 

because you have your own community, and then on the other hand that being a 

detriment to integration and learning English, or, you know, there's two perspectives 

there- 

COMMUNITY MEMBER 2: It's actually nice to be able to escape, so to speak, and 

just to kind of be with your own people and commiserate even if you wanted to even use 

that language. And that's ok. Where it begins to, I would say, if you want to, in the 

language of segregation, as too much segregation as a problem, using that language I 

think is when it starts to migrate over to second generation maybe even generation one 

and a half you know where, yeah if you're all of a sudden like pulling away, does that 

make sense? … I think that's how it is. I mean some people and I've known people who 

just dove right in, you know and they in a sense, not died to themselves, but they they 

really postured themselves to let me be as Canadian as possible and trying to learn those 

things. 

RESEARCHER: That's a really interesting phrase “died.” Do you feel like it involves 

some death? 

COMMUNITY MEMBER 2: I don't know. It's I think die is maybe too strong. But at 

least I would say, a suppression of, you know, knowing that you'd have to kind of tuck 

these things away for the sake of surviving, I guess when it comes down to it, you know? 

(Community member interview 2) 

 

 This perspective is fascinating because it shows multiple understandings. Perhaps this is 

because this participant was a second-generation immigrant who understood both the white 

context and the value of the ethnocultural community. He started by saying that “escaping” into 

an ethnic community was a source of comfort, but then balanced that view with the idea that “too 
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much segregation” was a problem. This aptly summarized the other perspectives above, where 

people believed that ethnocultural communities were a source of comfort and strength. Still, they 

thought they were detrimental to integration and language learning. Here, one participant states 

both perspectives. However, he takes it further, by pointing out that integration involves some 

“death” or “suppression” of one’s identity as a matter of survival. It is not a matter of either/or 

but of both/and. Integration can be both aided and hampered by ethnocultural communities. 

However, it is necessary to nuance the way integration is perceived. It is also essential to 

recognize the emotional impact that this can have. For some newcomers, integration 

(assimilation) can be painful and is only undertaken as a matter of survival. Dei (2001) 

recognizes this loss or grief by pointing out that those who claim citizenship or nationhood must 

critically question why others in society feel loss or “absent presence” (p. 153). He calls for a 

belonging and feeling of entitlement that is not limited, patriarchal or oppressive.  

 Sense of belonging is part of integration and can be enhanced by culturally-responsive 

pedagogies and spaces (Huot et al., 2014; Museus et al., 2016; O’Meara et al., 2017). However, 

what this study shows is that there are differences in the way belonging is perceived. For 

newcomers in this study, belonging was complex and nuanced, balanced between ethnocultural 

belonging and finding a place in their new home. For some of the Canadian participants, there 

were problematic assumptions about belonging that contradicted their own experiences when 

they travelled or worked abroad. They recognized the importance of ethnocultural communities 

and accurately understood that supporting these communities resulted in higher levels of 

retention (Alboim, 2016). However, they simultaneously believed they impeded ‘successful 

integration.’ They also made assumptions about what newcomers desired (accent-less English) 

and the best ways for them to achieve their goals (get a Canadian boyfriend).  
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Tension 4: White people have power, but they’ve travelled, so they understand. 

In this section, I explore two commonly held perceptions: 1) Power in Brandon is held by 

white people, and 2) People who have travelled are more open and understanding to newcomers. 

First, the idea that power in Brandon is held by the white majority was expressed by every group 

except the community leaders. Ironically, these leaders are the ones in positions of authority, and 

all at that table were white. This is not an unusual situation, however. Delpit (1988) wrote, “those 

with power are frequently least aware of—or at least willing to acknowledge—its existence. 

Those with less power are often most aware of its existence” (p. 282).  

This idea that whiteness and power in Brandon are connected was first expressed in the 

community members’ focus group discussion, after the experience card prompt, “You took the 

bus to go EAL class. When people walked past you, they clasped their purses tighter or glared in 

your direction. By the time you got to class, you already wanted to go home.” After reading this 

card, I asked the group whether they thought this happens in Brandon. The immediate response 

was, “I absolutely, one hundred percent think it happens in Brandon” (Female speaker 1, 

Community Member Focus Group). When I asked why she was so confident, she responded that 

she works in a multicultural school, and, in her words, “I see the way that parents of different 

ethnicities watch the white people in the room” (Female speaker 1, Community Member Focus 

Group). I was curious about this response, and it also generated interest from the other focus 

group members, one of whom chimed into the conversation by saying, “They’re sitting there for 

the information but not to input anything back because they feel that they can’t” (Male Speaker 

3, Community Member Focus Group). The conversation expanded from there, with other 

speakers commenting on language ability, and whether that was the reason for their silence, or 

whether it was an unfamiliar environment. But the original speaker replied, “They’ll come and to 
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talk to me about that at the office, but they won’t speak up in the public group,” to which another 

speaker confirmed, “I  think they would feel the same in every situation they were in that was 

with a similar dynamic of people there” (Male Speaker 3, Community Member Focus Group). 

The effects of whiteness are described by Sara Ahmad (2007), who wrote, “whiteness is an 

orientation that puts certain things within reach” (p. 154). George Dei (2001) also wrote about 

this: “Because the dominant has the privilege of controlling who is and who is not included, the 

dominant becomes heavily implicated in the reproduction of racism” (p. 141). I will explore this 

conversation further in Chapter Six: Responses to Immigration Experiences.  

It is important in a discussion about power and whiteness to acknowledge that words like 

‘integration’ and ‘inclusion’ have long and painful associations. It must be questioned—whose 

system are we encouraging integration and inclusion into? In the words of Cole:  

Immigration isn’t about an objective set of rules that have dropped from the sky for our 

collective benefit. Immigration laws did not apply to white settlers who colonized this 

land. Only after they claimed their place here did they decide they needed an entry 

system that strictly favoured their kinfolk. (2020, p. 158) 

 

This is echoed by Roger Epp, a man who grew up in rural Saskatchewan and has made politics in 

the rural west his life’s work. He explores the notion of ‘home,’ and what it means to be a settler 

in rural spaces. He writes, “It was not so long ago that my ancestors arrived here… [there is] the 

need to remember the relational terms of our settlement that most would prefer to forget” (Epp, 

2008, p. 4). Taking into consideration the dislocation and continued marginalization and policing 

of Indigenous bodies, racist history of Canada’s immigration laws from founding until present, 

and current realities of discrimination, marginalization, and racism, discourses around ‘inclusion’ 

and ‘integration’ must be interrogated at all levels. Locally, Brandon is home to a powerful white 

majority that holds the ability to “define the terms” of inclusion. Whitaker (2019) quotes Delpit 

(1988):  



104 

 

Within a group, who holds power includes the right to control and the right to exclude. 

People in power are usually unaware of its existence, whereas those without are most 

aware. This "us vs them" dichotomy is a way that whiteness exists - it cannot exist 

without opposition to an 'other.’” (p. 4) 
 

 The idea that power is held by a white majority also plays a role in employment. This was 

expressed by an educator, who said, “If they're certified they can't get hired because if they don't 

fit into the narrow margin of the hiring committee’s idea of the perfect teacher, then they just 

don't get the job.” (Educator interview 1). After hearing several comments like this in other 

interviews, I asked one interviewee the question directly after he commented that he had noticed 

a lack of diverse representation from school trustees and no translation of election materials in a 

local election. Since he was very passionate about this topic, I asked a question about power: 

RESEARCHER: You're talking about change in relation to power dynamics. People are 

very, it seems like, very positive about some changes. They like the restaurants, and they 

like the pavilions- 

COMMUNITY MEMBER 2: Yeah yeah, I think that's just, bluntly saying that it is 

about power dynamics. I mean I was talking about it with somebody, a white guy, and he 

was like, I wonder what would have happened if all of a sudden that what I just explained 

about you know translating things and having even persons of Colour run and then fill 

those trustee positions, he said I suspect people would have, here in Brandon, would've 

gotten very nervous about that.  

RESEARCHER: Really? Why? 

COMMUNITY MEMBER 2: Because now their voice isn't as big on the table and 

then, you know, we don't know where things are going to go, and there's an 

unpredictability, there's a sense of fear there. But this guy, he's a leader in his own right. 

And he actually saw that; he was like, there would have been a shift in the voice at the 

table which is ultimately when it comes down to it, that power dynamic. (Community 

member interview 2) 

 

Power held by white people in Brandon is particularly problematic because of the potential for 

the replication of social injustices. Community leaders in this study were all members of the 

white majority, held positions of power, and had the ability to influence others with their views. 

Thus, their ways of thinking and doing, including practices of bias, discrimination, othering, 

racism, or other inequities influence future employees and other community members. In the 
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quote above, a community member who was not white recognized the way this dynamic serves 

its own interests when he said ‘people would’ve gotten very nervous,’ if the power dynamic 

shifted away from white people. He clarified that this nervousness was because they wouldn’t be 

able to predict and control outcomes as they currently do.  

 Despite the recognition that a white majority mainly holds power in Brandon and that it 

can be difficult for newcomers to speak up in that dynamic, there was also a perception that 

travelling abroad somehow equipped white people to be more sensitive to the needs of diverse 

groups of people. One notable observation is that this view was most commonly expressed by 

community leaders, who were less vocal on the issue of power dynamics. The idea that travelling 

increases sensitivity to cultural dynamics could be seen in comments like, “I do think it's people 

who've travelled outside of their own country are often more open to different to the differences 

where people who haven't, are like, ‘no, that's just not how we do it.’” (Community Leader 

Interview 2), and,  

“I guess here because of my experience overseas, I'm looked to as the person that can 

have a, bring a little bit of understanding when new cultures come into [organization], 

and I enjoy it. I love being able to go to talk to somebody, and I know some people 

consider it politically incorrect to ask a person where they're from. Not me. I think that's 

a fantastic chance for anybody to tell their story.” (Community Leader Interview 3) 

 

 In one interview, I pointed out that travelling as a privileged white man abroad was not 

an equivalent experience to living in a white-dominated culture as a minority: 

COMMUNITY LEADER 3: We moved into a community in an area where there's no 

tourists. This is, we're the only white couple in the whole neighbourhood, white family in 

the whole neighbourhood. And I thought to myself, fantastic! What an opportunity to find 

out what it's like to be a minority here. So I walk up the door the first morning, and 

immediately I’m met by our doorkeeper there, and it's just Mr. (first name), Mr. (first 

name) bowing to me, like you know, what can I do for you, what can I do for you. And 

I’m like, okay.  

RESEARCHER: Not really the minority experience- 

COMMUNITY LEADER 3: Not at all. 
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RESEARCHER: Well, maybe technically you're a minority, but you’re a minority with 

power, right? There’s a big difference. 

COMMUNITY LEADER 3: Yeah yeah. And the other the flip side of that was, though, 

that every time I would go into in any community or neighbourhood in [name of country], 

I immediately had all the beggars following me. I immediately had all the little salesmen 

coming up and the kids trying to sell me stuff like that because the assumption is I'm 

white, therefore I'm rich. 

 

The perspective expressed above was one explored in another case study of Canadian students 

participating in an international educational initiative. In this study, many of the white, middle-

class Canadian university students experienced special treatment as guests in that country but 

also were irritated when locals asked for money or when they were charged more at a market. 

The authors wrote that this reflected “their own lack of awareness of their racial background and 

privileges” (Larsen, 2015, p. 110).  

 In my view, there is a dynamic tension between acknowledging a position of power and 

simultaneously trying to claim an insider perspective as someone who has travelled and therefore 

understands. As one member of the community leader focus group stated, “It's such a good 

experience to live elsewhere and be the minority, not that you get treated like a minority. But, but 

be the minority” (Male Speaker 5, Community Leader Focus Group). This statement is striking 

because it acknowledges that as a white Canadian, he did not lose any privilege by moving 

abroad. Despite this acknowledgement, however, he still believes living as a minority elsewhere 

equipped him to understand the experiences of newcomers better than people who had not 

travelled. Other focus group participants seemed to agree with the sentiment: “You feel that extra 

level of stress” (Male Speaker 1), and “Yeah, oh the culture shock” (Male Speaker 4). While it 

may be true that living in another country or travelling abroad can broaden horizons or deepen 

understandings, the experiences of newcomers coming to Brandon are unique. For example, all 

of the leaders mentioned above were white men. It would be unlikely that they have had the 
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experiences described by the newcomers in this study, of being sidelined for jobs or feeling 

silenced or self-censoring in meetings. Claiming to understand without listening is a form of 

erasure and suppression. It performs a similar function as the argument that diversity education 

must only focus on similarities since we are all people (Hamm et al., 2018). Concentrating only 

on commonalities, such as the fact that we have all travelled, or we have both experienced 

culture shock, erases the real discrimination that results from being a racialized person in 

Brandon.  

 The two perceptions, that white people in Brandon hold power, and that travelling equips 

people to understand the experiences of newcomers are ones that, when diving into the data, are 

held by different groups of people. Community members, educators, and newcomers mentioned 

the white majority and power dynamics. In contrast, the white leaders talked about their 

experiences travelling and how that equipped them to better understand and empathize with 

newcomers.  

 It is essential to recognize that the act of sorting into categories is never simple, and 

intersectionality suggests that the lines between groups are easily blurred or crossed (Anthias, 

2013). For example, I can challenge my earlier categorization of “white leaders” by pointing out 

that the group is far from homogenous. Some of the leaders in that group were women and may 

have had experiences of self-censoring or being sidelined. One participant in that group was 

white, but from South Africa and spoke with an accent. She may have experienced layers or 

marginalization as both a woman and an immigrant.  

 It would be interesting to explore whether more mixed groups would feel comfortable 

sharing these views. For example, would the white leaders still feel comfortable expressing the 

opinion that they are qualified to speak about newcomers’ experiences because they have 
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travelled? Would a group of women leaders talk about the issue differently? Would newcomers 

feel comfortable talking about unequal power dynamics in front of white leaders? Arao and 

Clemens wrote about this in their examination of safe spaces, and the need to create brave spaces 

for engagement rather than safe spaces that prioritize the comfort of majority group members. 

They wrote, “In such settings [mixed minority and majority groups]…group members take risks 

by participating fully and truthfully, though these risks differ substantially by group membership 

and which identities hold the most salience for a given participant at a given time” (Arao & 

Clemens, 2013, p. 139). Although they do not mention intersectionality, their view is consistent 

with the theory. They recognize that for participants who identify with the majority or privileged 

group, they can feel fear, shame, anger, or hopelessness when confronted with stories of 

marginalized members. They also recognize that these negative emotions can result in resistance, 

denial, critique, explaining away others’ experiences, and gaslighting. This can revictimize 

people who had already been marginalized. In the authors’ words, “authentic expression of the 

pain they experience as a result of oppression is likely to result in their dismissal and 

condemnation as hypersensitive or unduly aggressive” (Arao & Clemens, 2013, p. 140). One of 

the methodological decisions in this study was not to populate the focus groups across the 

stakeholder groups for this very reason. I believed that groups would feel more comfortable 

when grouped with similar stakeholders and they would feel more comfortable to share freely. 

However, mixing groups with careful attention to power dynamics, identities, and 

intersectionalities, may result in new learning for all, if careful ground rules are agreed upon.  
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Tension 5: Brandon is very diverse, but integrating and being accepted here requires acting 

white.  

 In this section, I explore two of the participants’ commonly expressed beliefs: 1) 

Integration and acceptance in Brandon requires acting white, and 2) Brandon is very diverse. At 

first glance, these two perceptions seem similar to the section above. One of the similarities is 

that the idea that acting white is necessary for integration and acceptance in Brandon was only 

expressed by newcomers, community members, and educators. The community leaders did not 

say this. However, the perception that Brandon is diverse was raised by educators, community 

members, and community leaders. Newcomers did not express this belief. When they did talk 

about diversity, they mentioned it in broad Canadian terms, or restricted it to some areas only, 

such as: “Canada is diversified” (Newcomer Exit Slip 4), or “When I got to Toronto airport, I 

saw some Black people in high positions” (Male Speaker 1, Newcomer Focus Group), or “The 

university is diversified” (Newcomer Exit Slip 3). However, there is a distinct difference 

between these comments, and comments made by Canadian participants, such as, “Brandon is 

really impressively ethnically diverse” (Community Leader Interview 1), or “Our demographics 

are changing quickly” (Educator Exit Slip 2), or “There are large amounts immigrating to 

Brandon” (Educator Exit Slip 4), or “Living in Brandon, you don't have to walk through 

Superstore very long before you realize there's a lot of people here that are coming from 

different parts of the world” (Community Leader Interview 5). 

 Perhaps one of the reasons to explain this difference in perception could be that the 

newcomers in this study had only been in Brandon for a few years. In contrast, the majority of 

the other participants had been here much longer. This would mean that their frame of reference 

for what diversity in Brandon looks like would be different. For the newcomers, diversity looked 



110 

 

like Toronto, Canada as a whole, or the university campus. But for Canadians, the ‘ordinary 

spaces’ (e.g., Superstore) were becoming diverse and rapidly. This shows that views on diversity 

are a matter of opinion and depend on what is being compared. Some comments from Canadians 

would seem to support this view, such as “Immigration has vastly improved over the 20 years” 

(Educator Exit Slip 3), and “Immigration in Brandon is prevalent – more and more! We are 

growing” (Educator Exit Slip 1). This aligns with research on how perception can shift as a 

result of who is doing the perceiving. Elijah Anderson wrote, “What whites see as ‘diverse,’ 

blacks may perceive as homogenously white and relatively privileged” (Anderson, 2015, p. 11).  

 Despite this emphasis on diversity, the idea that integration and acceptance in Brandon 

require acting white was expressed by community members, educators, and newcomers 

themselves. One participant said it this way: 

COMMUNITY MEMBER 2: There are things that I just know to not bring out on the 

table…  

 RESEARCHER: Could you give me some examples, maybe? 

COMMUNITY MEMBER 2: This is this is why it's interesting cause I've actually never 

had to articulate this before. OK. The phrase that’s coming to mind is, “I know how to be 

white” is what actually comes to mind, and so I think that knowing, that knowing how to 

be white, so to speak …you realize that there are just things that just don't fit in the 

cultural circumstance that you find yourselves in, in particular. So, in this case in 

Western Canada and you don't bring those out to the table. Either just because it's maybe 

too strange or too weird or it's, or you just don’t want to deal. You don’t want to deal 

with people poking and prodding and asking and maybe saying some hurtful things. 

(Community member interview 2).  

 

Later in the same interview, he shared stories of ridicule or confusion over his ethnic food, 

language, and different ways of doing things like leadership and conflict resolution. He 

summarized, “I’ve had to learn to adapt.” This participant was a second-generation immigrant, 

and so I asked: 

RESEARCHER: It’s interesting that you feel like that journey of integrating that your 

parents started when they arrived, you're still feeling like you're needing to integrate into 

the workplace culture that you're in? 
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COMMUNITY MEMBER 2: Oh yeah, oh yeah. You know, I want to be accepted. 

RESEARCHER: Would you call it a two-way street? 

COMMUNITY MEMBER 2: No, I wouldn't. (Community member interview 2) 

 

 I find this interesting because this participant grew up in Canada. Mehrunnisa Ali (2008) 

wrote about how second-generation Canadians can feel disillusioned with the ‘myth’ of 

multiculturalism when they begin encountering marginalization and racism after high school. 

She wrote, “Many second-generation Canadians do not feel they are a part of mainstream 

society” (Ali, 2008, p. 90), pointing out that despite growing up in Canada, stereotypes based on 

ethnic identities remain with them, and structural inequities continually disadvantage them.  

 One way that newcomers may try to overcome these stereotypes and disadvantages is to 

‘act white.’ Physical appearance and language are two ways that participants in this study 

attempted to use strategically. Regarding physical appearance, one visible minority participant 

stated, “I dress the way I do because it presents a different thing here in Brandon. Like if I show 

up, I’m perceived differently. And I paid attention to this. I’ll like show up like really grungy, and 

it’s like, people interact with me differently” (Male Speaker 1, Community Member Focus 

Group). In the community member focus group, this was discussed at length: 

Male Speaker 1: Because I’m Asian. Because people – automatically, it’s like often – I 

mean how many times. It’s happened to me often in Brandon, you know, and it’s like, 

“Oh, hey, hi. How are you?” (speaking slowly) I was like, “I’m fine. How are you?” He 

was like, “Oh, your English is really good.” I was like, “Thanks. So is yours.” Like what 

am I, you know…, as a visible minority, we just – it’s just the dynamic we live with. It’s 

not weird. It’s like we just have – we, as in I say, we as in like a visible minority people. 

Like we just know how to navigate those things. 

 

The comments described above, “We just know how to navigate those things,” or “I know how 

to be white,” were supported from a different vantage point in an educator interview: “They've 

been so driven to accept Western values and accept Western language” (Educator Interview 1). 

While this is problematic because of its essentializing assumptions, it speaks to internalized 
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colonialism and racism. E.J.R. David, a Filipino author, wrote about this in Brown Skin, White 

Minds (2013). In that book, he quotes Dr. Jose Rizal: 

 “Little by little they lost their old traditions, the mementos of their past; they gave up  

their writing, their songs, their poems their laws in order to learn by rote other doctrines 

which they did not understand, another morality, another aesthetics different from those 

inspired by their climate and their manner of thinking…degrading themselves in their 

own eyes; they became ashamed of what was their own; they began to admire and praise 

whatever was foreign and incomprehensible; their spirit was dismayed, and it surrendered 

to…this disgust of themselves.” (1977) 

 

In the newcomer focus group, one participant pointed out that there are numerous countries 

where English is a first language. While this is also a colonial legacy, this participant spoke 

about how the assumption here in Brandon is still that all non-White newcomers must not speak 

English. As he describes below, having to overcome stereotypes slows him down:  

 I think the responsibility is placed on the immigrants to adjust in every aspect.  

Right? Um, in my experience in commerce, it’s slow. I’m used to a fast-paced 

environment. The situation with the stereotype of Black people outside of Canada and 

America understand English; you know that hurdle you have to overcome rather than 

them understanding that, you know, there are parts of the world where Black people, 

their native language is English. And you need to learn to accept that. But instead, you 

have to overcome that stereotypical hurdle. So the full responsibility is placed on 

immigrants to overcome these stereotypical hurdles to function properly with society. You 

know, and it takes a while to get to that point. So it’s like, a spoke in the wheel. Or it's 

like, you know, it slows you down because there's no, there's no continuity. (Male 

Speaker 3, Newcomer Focus Group) 

 

 As the newcomer participant quoted above said, “It slows you down.” Anderson 

commented on these setbacks by saying, “Blacks experience on occasion moments of acute 

disrespect that may result in racial setbacks at work, at play, and in everyday life” (Anderson, 

2015, p. 11). It is significant that as long-time residents of Brandon perceive a sharp increase in 

diversity, this diversity has not resulted in newcomers feeling they can fully be themselves in 

their new environments. This interview excerpt summarizes this tension well: 

COMMUNITY LEADER 5: Probably the difference in the last 20 years is people are 

coming, you know, because you can come from parts of Europe and you come here, the 
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language may be different. The accents may be different, but the world view is pretty 

similar. Now it's like, okay, you know, we're ready to embrace another world view and 

not just one world view but many many.  

RESEARCHER: I feel like you hit the nail on the head like just sort of the atmosphere 

of Brandon towards newcomers. It's often we're very happy for them to come and do the 

jobs that we don't want to do, but we don't necessarily want to open all our spaces. 

There’s sort of that feeling, right?  

COMMUNITY LEADER 5: Yeah.  

RESEARCHER: Do you want to talk a little bit about that?  

COMMUNITY LEADER 5: Oh yeah. I mean, I grew up in Brandon, so you know I 

always feel like what I kind of know the dark places of my mind are true of the society. I 

don't have to try and understand the culture of Brandon. And so I suspect that that that 

would be the case. And you know when I meet with people, like in those moments when 

it's safe, and people are saying things, and because there's, I can talk about my coffee 

pals, and there's a few times where I've been like, did you just say that? You know, 

because I'm kind of offended right now. (Community Leader Interview 5) 

 

In her book, Native, Kaitlin Curtice explores her ancestry as a Potawatomi woman. She wrote, 

“When our ancestors moved to Oklahoma from Kansas, taking citizenship and allotment in order 

to survive, assimilation was asking us to become as white as we possibly could, so that we 

wouldn’t cause a fuss” (Curtice, 2020, p. 29). Becoming as white as possible was a survival 

decision in the face of forced migration and white power, and is one still made by newcomers in 

Brandon today. This tension between assimilation and acceptance is also explored by Yvonne 

Hébert (2016), who wrote, “The paradox of multiculturalism lies in its ability to incorporate 

diversity but also to neutralize dominance and legitimacy while anesthetizing racism and 

resistance” (p. 202).  

 To summarize, newcomers in Brandon make strategic decisions about what to wear, how 

to speak, how to lead, and how to overcome stereotyped views. These signals can be intentional, 

as Hogg and Reid (2006) explored, as a way to align with the norms of a group. In addition, the 

cost of not performing these signals can be very high, including being challenged, racially 

profiled, arrested, or worse, particularly for casually dressed Black men (Anderson, 2015). These 

decisions were also explored by Marom (2019), who described the concept of ‘professionalism’ 
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in teacher education. In this study, the qualities of candidates were presumed to be professionals 

when they aligned with narrow stereotypes about what teachers looked like (dress code), spoke 

like (speech patterns), and taught like (knowledge, pedagogy, and assessment). In quoting a 

participant, she wrote, “Those who are successful are usually a little more willing to assimilate” 

(Marom, 2019, p. 14). For newcomers pushing against these narrow stereotypes, it carries a very 

real cost, as when they do not conform to the group norms, they are treated as “deviants” and 

their views discredited (Hogg & Reid, 2006, p. 21).  

Tension 6: Newcomers in Brandon experience racism and resistance, and multiculturalism 

requires resilience. 

 In this section, I explore two commonly expressed perceptions: 1) Newcomers in 

Brandon experience racism and resistance, and 2) Multiculturalism requires resilience. At first 

glance, these two perceptions may appear to co-exist smoothly, without any tension. For 

example, a simple explanation is that because racism toward newcomers exists, they develop 

resilience as a coping strategy. However, when the two perceptions were analyzed, there was 

much more nuance. For example, the resilience often mentioned was not always the resilience of 

newcomers in the face of racism, but was described by community leaders about their difficulties 

in conducting business if their employees were not fluent English speakers, for example. So the 

surface readings of the two perceptions were not straightforward and required a more in-depth 

understanding. 

 Of all the perceptions that I coded in the data, the idea that newcomers experience racism 

and resistance was the most common. This could be because the study was designed to elicit 

sharing of personal experiences, and one of the game prompts was, “You took the bus to go EAL 

class. When people walked past you, they clasped their purses tighter or glared in your direction. 
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By the time you got to class, you already wanted to go home. Move back two spaces.” The high 

occurrences could also be affected by my understandings and theoretical underpinnings: I am 

thinking a great deal about critical race theory and therefore notice it more readily. However, the 

sheer volume of this perception – 73 instances – makes it noteworthy. As a point of comparison, 

the next common perception, 37 instances, is the second perception in this section – the idea that 

multiculturalism requires resilience. For a point of comparison, Table 2 (below) details each 

perception alongside the number of sources and instances in the data.  

Tensions # of Sources # of Instances 

Newcomers are overqualified. 

Newcomers are grateful.  

9 

9 

21 

18 

Diversity hiring adversely affects white people 

Newcomers are more hard-working. 

7 

5 

11 

10 

Newcomers are lonely here 

Cultural isolation aids integration 

8 

5 

11 

10 

White people have power 

White people have travelled, so they understand. 

3 

3 

6 

5 

Brandon is very diverse 

Integrating and being accepted here requires acting white. 

7 

4 

20 

24 

Newcomers in Brandon experience racism and resistance 

Multiculturalism requires resilience. 

17 

11 

73 

37 

Canadians think they are friendly  

Dealing with diversity is an inconvenience. 

3 

10 

3 

31 

Newcomers benefit Brandon. 

Newcomers need our help and advice.  

8 

9 

16 

26 

Canada is better than other countries 

Assimilating is desirable 

4 

9 

9 

27 

Canadians think its fun to learn about newcomers. 8 24 

Most Canadians have good intentions 

When people are ignorant, it has emotional impact 

4 

3 

6 

3 

Society is going too far to be politically correct 

Some places aren’t welcoming well 

2 

4 

2 

11 

Canadians need to accommodate newcomers 

Newcomers don’t know about opportunities 

5 

3 

9 

3 

Push and pull factors 

 Brandon is expensive 

 Brandon is affordable 

 Brandon is not ideal (too boring, too cold, snow) 

 Newcomers treat Brandon like a launchpad 

  

 8 

 5 

 11 

 3 

  

 15 

 9 

 12 

 4 
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 Newcomers come because Brandon is small 

 Newcomers come because they know someone here 

 Newcomers come for educational opportunities 

 Newcomers come for employment 

 Newcomers come for freedom and safety 

 Newcomers leave for better opportunities elsewhere 

 Newcomers leave for other education 

 Newcomers leave because they don’t feel a sense of 

belonging 

 Newcomers leave because they know people 

elsewhere or stay because they have made 

connections 

 Newcomers make decisions to benefit their children 

 Newcomers would stay if people in Brandon were 

humble and willing to change 

 4 

 5 

 5 

 8 

 4 

 8 

 4 

 2 

 

 5 

 

 

 8 

 2 

 8 

 5 

 10 

 9 

 5 

 12 

 5 

 3 

 

 8 

 

 

 16 

 6 

Table 2: Perceptions, # of sources, and # of instances 

 The idea that newcomers experience racism and resistance was a commonly shared 

perception. For example, it was seen in the sharing of stories, such as,  

“I was in a shop, and the person had a nametag and it said yo hablo Espanol. So it was a 

signal to someone, if you don't want to do it in English, we can do it in Spanish. And I 

thought that was a lovely gesture. And the person in the line behind me said, you know, 

come to our country, you should speak our language.” (Community Leader Interview 1) 

 

 Not all participants only spoke to the issue by sharing stories about other people’s racism, 

however. Some shared stories of their organizations and the resistance encountered towards 

diverse groups of people. I sincerely appreciated the vulnerability it takes to share these stories. 

For example, one community leader shared a recent hiring decision: 

“Some of the applicants would have had accents that would have been very difficult for 

people to hear... These were the honest conversations, like what do we do with this? Like 

if we hire somebody, because we say, we say we would love to be ethnically diverse, but 

are we willing to really pay the price? And you’ll see by who we selected, we didn't.” 

(Community Leader Interview 5) 

 

As we spoke, it became clear that what he meant by ‘pay the price’ was related to his opinion 

that people served by his organization would complain about a front-facing employee with an 

accent. In my interview with him, he referenced our earlier focus group, saying that the prompt 
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about accent reduction (You attended a workplace training seminar because you want to learn 

how to start a business. Instead, they give you information on accent reduction courses and 

advise you to anglicize your name. Move back two spaces.) “haunted” him, because, “everything 

within me said that’s wrong, and yet...” He trailed off, unable to articulate why he was so 

bothered by the inconsistencies with his belief in honouring the cultural and linguistic 

background of a candidate, and his eventual hiring decision. Instead, he concluded with a story 

about communication breakdown at a local drive-through, as though to emphasize the difficulties 

that arise with linguistic differences.  

An educator shared a similar story. She said:  

 

We were talking about getting research assistants, and we're looking for research 

assistants that can do telephone interviews around Manitoba. We need them to be able to 

do it in a relatively short amount of time, and we want the people to respond positively to 

them. But I have a bit of a fear about how people would respond to some of our 

international students on the phone that they would have difficulty understanding, and 

then they would get a negative response because of that. (Female Speaker 1, Educator 

Focus Group) 

Both the community leader and the educator described above used a similar strategy to deflect 

from uncomfortable conversations or to avoid the realizations that racism was at work. They 

both used other people’s racism as excuses for making hiring decisions that sidelined or 

marginalized candidates with accents.  

 One participant shared a quote from a student on the other end of those hiring decisions. 

She said, “We had a particular international student that had a really hard time being 

understood and kept asking what could I do differently, like I'm not able to get a job here. What 

am I doing wrong?” (Female Speaker 1, Educator Focus Group). These stories highlight a 

common thread running through this perception – racism and resistance are not only the result of 

a few people with stereotyped views, but they are woven into the everyday experiences of life in 
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Brandon, like the act of applying for a new position or doing your job. Hiebert (2006) explored 

this as well, finding that “employers favour only a small range of accents” (p. 44).  

That’s not to say that racism in Brandon is only woven into systems and does not exist in 

acts of personal hatred. Participants in this study shared both individual and systemic accounts of 

racism. Participants who were visible minorities shared stories of racism they had experienced in 

Brandon, including horrific experiences like a black woman participant and her son being called 

monkeys, or curry compared to excrement. There were also stories shared about othering 

comments regarding language, such as, “I’ve made phone calls here at work, and people walk by 

and say wow it’s so weird. And then I’m asking, you know, why is that weird? Or sometimes 

people have said, you know, oh man, it's like, [language] sounds like you're angry all the time” 

(Community Member Interview 2). This is consistent with a study on othering in teacher 

education, where researchers analyzed discussions about ‘cultural diversity.’ They found that 

multilingual othering, or representing monolingualism as ‘ordinary,’ and multi- or –bilingualism 

as ‘other,’ was the most common type of othering in their data (Nilsen et al., 2017).  

Participants commented on the prevalence of racism by sharing personal stories, but they 

also commented directly, with comments like, “I think we still suffer from a sort of 

understanding the fluidity of newcomer/settler/original people relationships and dynamics, and 

there’s still the majority and still a minority. And even though people become more open-minded, 

I think it's still part of our culture in our society.” (Educator Interview 1), and “There's a 

resistance in this city, you know to immigrants. There’s definitely, as P.C. as people are here, 

there's just such an underlying, I think, prejudice” (Community Leader Interview 2), and: 

When the doors are closed and when the guards are down…What people are willing to 

speak in a coffee setting that's just got to be magnified that much more when people are 

just thinking their own thoughts inside their head. (Community Leader Interview 5) 
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The sentiment that when white people are together in groups (a coffee setting, for example), they 

are more free to express racist views was also mentioned in the community member’s focus 

group. One participant commented, "I'm a white man right…People talk to me.” (Male Speaker 

1, Community Member’s Focus Group). I believe the fact that I am a white woman also played a 

role in the openness with which white participants shared these perceptions with me.  

One participant described difficulties encountered in healthcare:  

I know some patients say they don’t want Filipinos or the Blacks to work with them or 

they say – yeah. So I can see it being hard on them. I worked with – there was actually a 

lady, a Filipino that I worked with that she was refused, or the patient refused care from 

her. So we tell the patient you can’t really refuse care because there’s nobody else to do 

the job then …So it’s hard sometimes on the patients if they can’t understand them if 

there’s a hard accent there or very little English. It’s hard on the patients. (Community 

Member Interview 1) 

 

In this particular interview, I was expecting the participant to say that it was hard for the health 

care worker. But she concluded that this experience was challenging for the patients who were 

refusing care from minority healthcare providers. When I asked about that, she replied: 

Some, it’s hard for me to understand them. So I can get it when there’s a senior patient, 

and they’re just like, “You’re yelling at me, and I don’t know what you’re saying.” So 

they’re like – just yell back kind of thing or just refuse care. Don’t understand. Stand up. 

They’re saying, “What?” Sit down. What are you saying? Brush my hair? What are you 

saying? Like, stand up? So it’s just – I could see it’s frustrating on some patients. 

(Community Member Interview 1) 

 

It is commendable for a healthcare provider to have empathy for her patients, especially when, as 

she pointed out later in the interview, many are experiencing dementia or simply do not 

understand what is happening around them. However, I also wanted to express empathy toward 

the healthcare provider who was experiencing racism.  

 RESEARCHER: And for a healthcare aide too, right? Like that. 

COMMUNITY MEMBER 1: Yeah, they’re getting screamed at, and they’re like I’m 

trying to do my job. But I’m sorry you can’t understand me, and so somebody else has to 

go in there and like try to explain it to them. He’s just trying to help you wash up for the 

night. Oh, OK.  
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RESEARCHER: Yeah, that would be frustrating. I think if you’re just – if you’re there 

to do your job and- 

COMMUNITY MEMBER 1: But they’re not trying to be mean about it. It’s just the 

language barrier or the comprehension of the patients themselves. 

RESEARCHER: Yeah. 

COMMUNITY MEMBER 1: But the rejection part would hurt you like – the lady I 

work with, she’s a nice lady. Works hard, and sometimes it’s just the patient’s dementia 

or the way maybe they view immigrants. But they don’t want somebody else doing it. 

 

Although racism and resistance to immigration were common perceptions, there were 

perceptions that were not only about racism generally, but about racism from older Manitobans 

in particular. This topic also often launched a spin-off conversation about racism in Brandon 

towards Indigenous peoples. Although that was not the focus of this project, I include it here 

because it came up frequently despite never being prompted.  

When stories of racism were shared, “covering justifications” were often also present. 

This can be seen in the example above, where reasons such as accented English and dementia are 

both given. Similarly, another such justification can be seen in this example:  

On Halloween the one year, me and my cousin (name) were at grandpa’s house with my 

dad. And this kid came to the door dressed up all in black, my grandpa opens the door and 

says, “Oh, look, a little n-gger.” And my dad, me, and my cousin is like, “(gasp),” And like 

we’re old enough to know that he shouldn’t be saying that. My dad just of kind of looks at 

him, and he’s like, “He doesn’t know any better. He’s never been taught anything 

different.” And so he doesn’t know any better to not say that. And so he just – my dad felt 

like he needed to tell us right away, like, he’s not saying that because he’s being racist. 

He’s just – that’s what - when he was your age, or whatever, that’s just what they call 

Black people, and so he doesn’t know any better. No one’s ever taught him any different. 

(Male Speaker 3, Community Members Focus Group) 

 

 Similarly, one educator commented about the political forces that result in increasing 

racism, “The one thing that populists can do, they can whip data. It’s what they did in the UK, 

Trump’s done it down in the US. Milosevic did it in Yugoslavia. You can make those lines easily” 

(Educator Interview 2). Another participant commented that the size of Brandon and the tightly-

knit relationships had an effect on preventing openness to newcomers: 
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The smaller the community, the more slower it is, the more community connections 

you've had, the long term community connections that have had over generations and so 

so they’re coming in, it's an invasion…  Because the rural people are, again the family 

connections are long term generational stuff and then just much more, closed is not the 

right word, but because they haven't had experience to it, they’re not as open to it. 

(Community Leader Interview 4) 

 

This idea, that rural communities are slower to embrace change, or that they are more tightly knit 

and therefore it’s harder for newcomers to gain acceptance, was also expressed by a participant 

in the community member’s focus group: “I think it’s also a mindset that’s been passed down 

from generation, to generation, to generation that nobody has come in to break. And so then 

they’re raised with this mindset and then they raised their kids with that mindset, and then it’s 

just a thing, like – and everybody does it” (Female Speaker 1, Community Members Focus 

Group).  

 What was incredibly painful on a personal level was the realization that even in the 

course of this dissertation, I also employed a covering justification in a focus group. When one 

participant shared a story about being stereotyped as not speaking English, I asked a leading 

question about whether people in Brandon were unused to second-generation immigrants, since 

most newcomers to the city are first-generation. By asking this question, I excused ignorance and 

racism. It is humbling and embarrassing to see my ignorance spelled out in a transcript. Still, I 

share it because many times, since conducting this study, I have sat with friends, family, or 

colleagues. When they learn the focus of this study, the topic of conversation invariably goes to 

immigration, integration, and perceptions, such as the ones in this study begin to become the 

topic of discussion. There are patterns of conversation that are used to justify, cover, and excuse 

racism. These are well-worn conversational paths designed to ease the comfort of the white 

people in the room. What is especially concerning is that even after conducting this study, the 
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perceptions I am critiquing still find their way to the tip of my tongue and I must consciously 

resist the conversational paths in which I have been steeping since birth.  

  While political forces, education, generational differences, and community size and 

history certainly play a role in fomenting racism, the problem with sharing about racism to 

explaining or justifying it is that it prevents people from recognizing their complicity in hurting 

newcomers. For example, it’s not grandpa’s fault because he never learned differently; it’s not 

the patient’s fault because she has dementia, and it’s not the general populace’s fault because 

politicians are manipulating them. And for the participant sharing a racist story, they believe it is 

not their fault, either, even as they offer these defences. But in the meantime, newcomers are 

experiencing hiring discrimination, microaggressions, and hateful comments. I asked one of my 

last participants about this: 

RESEARCHER: I've heard a lot of comments about – in doing this project, about other 

people's racism, and there's always a comment attached to it. Like yeah, but they didn't 

know because no one taught them or they don't know that's inappropriate now and things 

like that, and I want to know how you can have compassion while at the same time 

recognizing that their actions are hurtful to newcomers.  

COMMUNITY LEADER 5: I mean, I wonder what the next – like what my grandkids 

are going to say about the way I say things because I'm – you know, I'm kind of immersed 

in this culture. And so when all of a sudden this culture becomes inappropriate in 

whatever ways it's going to become inappropriate, are they going to be gracious toward 

me? 

RESEARCHER: That's a good way to think about it. What do you hope is in place for 

you when you're older? So that you can stay – educated isn't the right word. But you 

know what I mean? Like what would- 

COMMUNITY LEADER 5: That really begins now. Like, you know, I've even – we’ve 

even had conversations with our kids in developing kind of a safe environment for them 

to speak into our lives, you know, and vice versa. And so I'm thankful our kids do it very 

respectfully, but I always want to listen, and I hope that I carry that on into my senior 

years where when I say or do things – and (name of daughter) is really good. I mean 

she'll – very respectfully, but if I'm wrong or if I say something inappropriate, she calls 

me on it. And so that's something that has probably been fostered along the way, and so I 

hope that they will continue to call me on those things as I get older.  
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 The second perception in this section is the idea that resilience is required to navigate 

multiculturalism. This idea was, as earlier mentioned, sometimes raised in relation to racism:  

COMMUNITY MEMBER 2: Leadership is hard in general…There's a lot of 

leadership decisions that need to made, and not everyone's gonna be happy about it. But 

when you're putting it all out on the line as a visible minority knowing that you get 

wounded, for me, that's just not worth it. My skin is pretty thick, but that doesn't mean I 

have the stamina to maintain something like that.  

RESEARCHER: That's what you were talking about - resilience. 

COMMUNITY MEMBER 2: Yeah, some of it, yeah. You know there's a resilience that 

you have to already face just by coming into, like, baggage, right? Resilience from the 

baggage that you're already carrying but then also resilience and moving forward while 

carrying that baggage. And some people can fare better than others. (Community 

Member Interview 2) 

 

However, the idea of resilience was not only mentioned as a result of racism or difficult 

experiences. This was also seen in comments about how exhausting multilingualism could be, “I 

know from my own travels that working in another language or trying to function in another 

language is hard. It's tiring” (Community Leader Interview 1), and how much of a relief it is not 

to have to navigate cultural differences for a while (Community Member Interview 2). One 

participant said, “I get tired of correcting people” (Educator Interview 2). The thread running 

through these comments was the idea that diversity required more effort, as seen in this comment 

by an educator:  

And diversity? Definitely the hardest part of teaching… I guess in terms of you know it as 

it's measured at the university in terms of student feedback. So in a group where they're 

very similar, they give me really positive feedback because I can nail it. You know I could 

figure out who they are, and I can nail it. In a group that's more diverse, you can't ever 

nail it because somebody is always outside the box. And so then you have to move the 

box, and it means somebody else is outside the box. (Educator Interview 1) 

 

Resilience was also seen as a requirement for finding success in the face of unreasonable 

or unnavigable systems, such as government bureaucracy (Male Speaker 1, Educator Focus 

Group) or certification requirements: 
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That process [job credentialing] is extremely difficult, and I would say it in some ways, 

unreasonable. Where two or three years of extra education is the answer or is the 

requirement. And you ask the question, is that really, is that really the answer to that? 

You know you have people and some people who are resilient, they will grit their teeth. 

I’m like, okay, this is what is done. And I will do this…I really think education certainly 

helps but is certainly also dependent on the resilience of the person trying to navigate the 

system. (Community Member Interview 2) 

 

In this example, the ‘resilience’ was seen as a quality of enduring an unreasonable system, but 

that same system was critiqued. Similar to recent critiques of “grit,” where the solution to 

inequity was to build personal resilience rather than to address the sources of inequity, this 

participant saw both the strengths of people enduring the unfair job credentialing process while 

simultaneously recognizing that the system needed to change.  

 One participant imagined the level of resilience required by putting himself into the shoes 

of the identity card he drew in the game: 

I work at a hotel. And so that’s already a lot of different shifts, different hours. How is 

this gonna work now having to do this other work placement how is that going to fit in my 

schedule? Again, I've just gone through the whole scenario of letting my workplace know 

that I am a practicing Muslim, so I need to spend certain times a day in prayer, and we 

finally got through that hurdle. Now I’m going to have to go somewhere else where they 

might not be understanding, and they’re not paying me. How am I going to work out my 

own practice of religion now in this other environment, so it’s going to be very stressful. 

(Male Speaker 3, Community Leaders Focus Group) 

 

To summarize, navigating complex systems requires resilience. All stakeholder groups 

recognized this. When both views are held together, there is a dynamic tension between 

recognizing that newcomers in Brandon experience racism and resistance, and that navigating 

systems and navigating multiculturalism and multilingualism requires resilience. For example, if 

Canadians recognize the barriers, resistance, racism, and systemic issues faced by newcomers, 

the correct response is one of empathy, deepening understanding, and working to establish a 

more equitable system. However, the reaction in the data is more often one of explaining, 

justifying, or excusing. Some participants recognized that doing this work was essential and that 
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it was their responsibility, such as, “Diversity is a really really challenging part of being a good 

teacher. And yet, that's the responsibility of the teacher” (Educator Interview 1). However, 

addressing racism was also seen as something as difficult, exhausting, or an impossible task, “It's 

not right, but it's part of the reality that we live in in Canada, and I don't know how we fix it” 

(Female Speaker 1, Educators Focus Group).  

Tension 7: We think of ourselves as friendly, but please don’t inconvenience us. 

 In this section, I explore two commonly held beliefs: 1) People in Brandon are friendly, 

and 2) Having to deal with low levels of English and different accents is inconvenient. The first 

perception, the idea that Brandonites are friendly, was expressed through explicit statements. For 

example, one community leader said, “People are friendly” (Community Leader Interview 3), 

one educator wrote, “People in Brandon are basically decent” (Educator Exit Slip 3), and 

another community leader said, “You can make friends fairly quickly, you know, and in a couple 

of years it's amazing how close people can become” (Community Leader Interview 5). This idea 

that Brandonites are open and friendly is contradicted by an earlier perception, that Brandon is a 

“big boys event” (Community Leader 4) and that people are more open and hospitable to those 

they view as “the same [as us].” This tightly-knit community dynamic was listed as an excuse for 

exclusion and racism, often coded as ‘having the same values.’ Significantly, the idea that 

Brandonites are friendly and easy to get to know was directly negated by the newcomer focus 

group: 

FEMALE NEWCOMER 1: Back home, you pass your neighbour you say hello, hi. 

Coming here, hi, you just get this grin, fake. And then nobody is answering. So that was 

something like I had to quickly adapt to say, ‘Oh, you don't do that. You just pass.’ 

RESEARCHER: But our license plate says friendly Manitoba.  

FEMALE NEWCOMER 1: No, far from it. So you get that little grin, that, I don't know 

if anybody has experienced it, it’s that fake grin and all of that. 
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FEMALE NEWCOMER 2: Oh, they don’t look up, like in the morning, I would say 

good morning! And one or two persons who know me, they’ll say, “Oh, (name), hi. But 

everybody else-  

FEMALE NEWCOMER 1: Even here on campus like I realize that if they know you, 

they say hi and hello, but if you just randomly say hi, they don’t really get an answer even 

from profs.  

 

 In regards to the perceptions of friendliness, there is a clear dividing line between the 

people of colour, minorities, and people new to Brandon, who felt that people in Brandon were 

less friendly than expected, and people who had lived in Brandon their whole lives, who felt that 

people in Brandon were friendly and easy to get to know. This idea that to benefit from 

relationships, you need to have relationships already was communicated by one participant, who 

said, “Because we have relationships with them, we would do a lot a lot of stuff for them that I 

wouldn't necessarily do for these people over there who I just don't have a relationship with” 

(Community Leader Interview 4). This quote encapsulates the difference between people who 

are not known and experiencing unfriendliness and people who are known and experiencing 

friendliness. In speaking about the difficulties in establishing relationships in a tightly-knit 

community, the same participant said: 

As somebody who's relatively new, I have a bit more of an understanding and 

compassion for these immigrant populations because we immigrated to Brandon. We 

have not been long established here. We don't have family relationships here. We don't 

have anything like that. Brandon is a harder place to live because it's a big Foxwarren, 

than it would be for us in other places…The smaller the place, the harder it is.” 

(Community Leader Interview 4) 

 

Despite Brandonites’ belief that they are friendly and easy to get to know, those without long-

term community connections told a different story.  

 The second perception in this section is that having to deal with low levels of English and 

different accents is inconvenient. Newcomers did not share this perception, but every other 

stakeholder group expressed it in some way. One way this came across was by sharing stories of 
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inconvenience, such as, “I go through – and it has happened a couple of times, go through a 

drive-through when it’s – I'm trying my hardest, but I cannot understand what you're saying. So 

what do we do with that?” (Community Leader Interview 5), or: 

I watched a boy just recently at Tim Hortons who was really struggling with English, and 

it was at the Tim Hortons at the hospital. The line up there is frequently very long, and he 

was with one other lady who was working with him, and he made a mistake in each of the 

eight people’s orders in front of me, and I was feeling really bad for him and really bad 

for her and really bad for how long it was taking all of us in the lineup. And yeah, I was 

thinking about it a lot and about, you know, the challenge of integrating immigrants. 

(Female Speaker 1, Educator Focus Group) 

 

 Another way this was expressed was by participants who directly stated that they found 

accents frustrating: 

I think that having people understand you and the country you live in is important too. 

And if people can’t understand you or can’t understand what you’re saying, there’s going 

to be a lot of misunderstanding and a lot of frustration because they don’t know what 

you’re saying. (Female Speaker 1, Community Member Focus Group) 

 

Participants also felt that low levels of English made their own jobs more difficult, such as 

answering parent questions about papers from school that they did not understand fully, or 

having to provide translated documents.   

 Participants felt that accented English affected job performance, “It makes it hard for him 

to command the class” (Male Speaker 3, Community Member Focus Group), and prevented 

socialization, “People can’t understand you. They’re not going to want to talk to you, socialize 

with you” (Female Speaker 2, Community Member Focus Group). Some participants believed 

that low levels of English should prevent newcomers from employment in public jobs:  

I heard that there’s really poor English. As an EA, I’ve heard of other East Indian EAs 

that speak four words of English. Well, how can you help a student be like, “Okay, this is 

four plus four, and this is four groups of two,” when you can’t speak English? So how 

can you be an EA to a kid that needs one on one help? So I wonder how they get hired 

just because they were a teacher in their country and now you can be an EA just because 

you have the qualification over someone who doesn’t have an EA course under their 
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name or whatever? So yeah, I raised it. I thought you had to have, like, some course of 

English. (Female Speaker 2, Community Member Focus Group) 

 

And,  

What if you're applying for a job, it's a receptionist or somebody that’s communicating to 

the public? I was going through a drive-through. And the person that was taking my 

order, I didn't understand a word they were saying, and I was trying my hardest because 

I wanted them to win, you know, so I'm in their corner, and I'm saying you know what 

finally somebody else had to come on and take the role. So as an employer like you don't 

want to put your employees in a position that's going to make them not succeed. (Male 

Speaker 2, Community Leader Focus Group) 

 The idea that low levels of English were problematic was expressed by multiple 

participants, with comments like, “Sometimes your accent is a, is a disability, right?” (Educator 

Interview 1). The idea that low levels of English or accented English was a problem was 

crystalized with this statement by one community leader: “If you can't speak clearly in an 

interview, whether it’s because you don't have teeth or because you mumble or because you’re 

stoned in the interview or because English is not your first language, you’re not going to do well 

in the interview” (Female Speaker 1, Community Leader Focus Group). In the quote above, the 

speaker grouped multilingualism with mumbling, drug use, and dental problems. Not only is this 

recasting the strengths of multilingualism a detriment, but it also denies the fact that language 

and identity are closely intertwined. Multilingualism is deeply connected to a person’s identity 

and is a benefit, not an impediment.  

 Being ‘friendly’ should involve some degree of understanding, patience, and a 

willingness to learn and adapt. Yet these community leaders, educators, and community 

members held the view that when it comes to language, it is the responsibility of the newcomer 

to learn and adapt to the majority. Rather than seeking to deepen their understanding or 

practicing their ‘ear for accents,’ they felt inconvenienced and even suggested newcomers should 

not be in public-facing roles. They used coded language like ‘clear communication’ to justify 
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exclusion and racism. Their arguments usually focused on their own inconveniences (drive-

throughs, etc.) and then a conversational pivot to their own helplessness to address such an 

impossible conflict between needing to get things done and wanting to be seen as tolerant.  

 This conflict was explored by Hébert, who wrote that we are a society that “preaches 

tolerance in the abstract, but remains intolerant toward cultural specificities deemed to be outside 

the mainstream” (Hébert, 2016, p. 220). Even when newcomers were already fluent in English, 

participants felt their accents must become standardized, as this participant expressed:  

She’s African-American. She has poor English, and it makes it quite difficult to have 

conversations with her because she’s hard to understand. My dad has told her, “You 

should go take English speaking classes,” and she thinks why, because she thinks she 

knows she’s pronounces things right. But it’s so hard to understand her, so it’s just like I 

just try to avoid conversation at gatherings because you can hardly understand half of 

what she says, or she speaks too fast, and mumbles, jumbles. (Female Speaker 2, 

Community Member Focus Group) 

 

Using an obscure criterion like “clear communication” is a way that group power is maintained 

for insiders, and ‘outsiders’ are kept at bay. This obscurity is also carried into legal documents. 

As Kouritzin and Mathews wrote of human rights documents, “Failure to specify language as a 

prohibited grounds for discrimination, not only allows for discrimination in public service or 

under the law on the basis of language, but could also result in discriminatory practices based on 

race.” (Kouritzin & Mathews, 2002, p. 12).  

 Whitaker also spoke about these obscure criteria that can lead to marginalization: “The 

invisible norms of whiteness create the standards by which difference is defined. The more 

obscure the criterion for defining the characteristics of ‘us’ and ‘them,’ the easier it is to negate 

the achievements of subjugated beings to halt the blurring of social categories” (Whitaker, 2019, 

p. 5). This can be seen in the data shared earlier. By keeping the criterion vague (clear 

communication), individuals are ostracized and group power is maintained. The use of language 
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as a marker of exclusion is rationalization of stigma. As Skutnabb-Kangas (2015) wrote, “When 

[minoritized groups] and their ‘characteristics’ and ‘possessions’ have been stigmatized, their 

resources (both material and symbolic) cannot be converted into material or immaterial resources 

(good salaries, long formal education) or to positions of power” (p. 2). She goes on to explain 

that this stimatization is rationalized on the basis of presumed linguistic deficits. This is precisely 

what is observed in this section of the data. Linguistic differences are cast as a ‘problem’ for 

employers, resulting in a denial of equal access to power and resources. However, the description 

of linguistic differences is racialized. Two of the white participants in my study were themselves 

immigrants who did not speak with a local accent. However, these are not the accents being 

described.  

 As a white educator who has spent many years teaching “English pronunciation” and 

now grappling with my previous lack of nuanced understanding of what these lessons might have 

entailed for my learners, I experience deep discomfort. Sara Ahmed (2007) described these 

complex emotions: “Discomfort, in other words, allows things to move by bringing what is in the 

background, what gets over-looked as furniture, back to life” (p. 163). In my case, this 

‘background’ that had been previously unrecognized was my own whiteness. Yet Ahmed also 

pointed out that this discomfort can lead to growth. She wrote, “Every experience I have had of 

pleasure and excitement about a world opening up has begun with such ordinary feelings of 

discomfort, of not quite fitting” (p. 163). Cornel West (2004) also writes about this process. He 

wrote, “This love of wisdom is a perennial pursuit into the dark corners of one’s soul, the night 

alleys of one’s society, and the back roads of the world in order to grasp the deep truth about 

one’s soul, society, and the world” (p. 209). These ‘dark corners,’ or ‘alleys’ have been charged 

with emotion, as I’ve wrestled through feelings of guilt, questions of belonging and community 
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allegiance, and wondering whether writing this dissertation is some sort of betrayal. However, 

drawing from Freire, I have concluded that asking critical questions can be the beginning of 

empowerment that can lead to the benefit of all. This is not a betrayal, but rather can be a 

liberating force for both minoritized groups and those in positions of privilege.  

 When I look at this topic from a critical race theory perspective, I recognize that power is 

deeply entrenched in the way this linguistic imperialism unfolds. Newcomers are marginalized, 

sidelined, discriminated against and channelled into low-end jobs, using coded language like 

“clear communication” as a covering justification. Because of intersecting attributes such as 

language, race, or other identity markers determined to be “outside” the norms of the group in 

power, they are prevented from accessing those social connections. These norms, or “regularities 

in attitudes and behaviour that characterize a social group and differentiate it from other social 

groups” (Hogg & Reid, 2006, p. 7), are not fixed but change depending on context. Hogg and 

Reid use the example of representing vegetarians in the context of vegans or carnivores. This 

variation means that the criteria for belonging shifts to maintain in-group differentiation. This 

can be seen in the linguistic imperialism described above. When those ‘outside’ are non-English 

speakers, the in-group criteria is English ability. However, when those ‘outside’ are English 

speakers who speak with a racialized non-local accent, the in-group criteria becomes a local 

accent. Whitaker wrote about the role of these in-and-out group dynamics in an exploration of 

how social identity influences status in relation to a group. She wrote, “prejudiced and 

discriminatory behaviours use identity markers as a rationale to deprive out-group members of 

resources that could possibly improve their social position” (Whitaker, 2019, p. 3). Intersections 

of race, language, and other aspects of identity are used to keep marginalized individuals in roles 

that serve those in power. One educator in this study recognized this injustice, “I always think 
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about why would we want to talk differently? It's not that he doesn't understand English or that 

he isn't fluent in English it's that he doesn't pronounce things the way that I do. And that seems 

wrong” (Educator Interview 1).  

Tension 8: Newcomers benefit Brandon, but they need our help and advice. 

 In this section, I explore two commonly expressed perceptions: 1) Newcomers are a 

benefit to Brandon, and 2) Newcomers need help and advice. Despite the perception from 

Canadian participants described above that diversity is inconvenient, many participants 

recognized that newcomers bring benefits to Brandon. This perception was expressed across all 

stakeholder groups.  

 Newcomers pointed out benefits of immigration in Brandon, such as: “You get to grow 

and it boosts your economy too” (Newcomer Interview 1). As Ashton et al. (2016) wrote, “In 

Western Canada, away from cities such as Vancouver, Calgary, Regina, and Winnipeg, where 

fewer immigrants arrive, newcomers often inject vital lifeblood into local economies, bring new 

ideas for businesses, and further diversify the ethno-cultural profiles of rural communities” 

(Ashton et al., 2016, p. 69). 

The benefits described by my participants can be broken down into three categories: 

financial benefits, linguistic benefits, and multicultural benefits. First, financial benefits were 

described in comments such as: “Could you imagine if places like Maple Leaf shut their doors? 

Like what would happen? Just simply from a financial standpoint, I mean financially we're better 

off because people from around the world are moving here” (Community Leader Interview 5), 

and,  

“Go on 10th street, from about Victoria down to Princess. Look at the number of 

businesses that have been opened by immigrants. I think we’d find that two-thirds of them 

are and they're responsible for creating economic activity in our town. This town has 
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changed in the times since we got immigration economically and also there's a vibrancy 

that we didn’t have before. (Educator Interview 2) 

 

This perspective is interesting because much of the current messaging on a larger scale tends to 

focus on ‘diversity of thought’ or ‘accessing international markets’ rather than on local impact, 

and local impact is tagged as something that needs to be more clearly understood (Jothen, 2015). 

Contradicting this, some participants in this study did understand the local economic impact of 

immigration. 

When asked in an interview why they think newcomers choose Brandon as a destination, 

all five community leaders, two community members, and one educator mentioned employment 

as a significant drawing factor. Of these 8 interviews, 6 specifically mentioned the Maple Leaf 

plant. Two people did not mention jobs as a major drawing factor in the interviews. One was an 

educator, who spoke about international students coming because of low tuition, and the other 

was the only newcomer interviewed individually, who mentioned Brandon’s small size, ability to 

commute, and cost of living. Interestingly, the newcomer interviewed did mention Maple Leaf, 

however she said, “They're (newcomers) not going to stay at Maple Leaf forever, because people 

are coming with certain qualifications and as soon as they can stand on their feet, they're going to 

move on” (Newcomer interview, p. 8).  

Other ways that newcomers benefit Brandon were also mentioned. Linguistic benefits 

could be seen from comments like:  

The advantage though is that if you're in a community or if you are a business owner you 

know that that community matches your applicant. That's a benefit. If you can speak the 

local language of that community instead of sticking somebody in there that only speaks 

English. (Male Speaker 4, Community Leaders Focus Group) 

 

This can seem to be in direct contrast to the views expressed earlier, where newcomers were 

considered deficient because of linguistic differences. This tension serves to highlight the 
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intersecting nature of the perceptions expressed by participants. For example, with this comment, 

the idea is that linguistic difference is inconvenient, but if you hire somebody who is multilingual 

and speaks the language of your clientele, that’s good for business. Across the perceptions, these 

tensions can be seen and felt. This serves to illustrate the point that perceptions are not only 

beliefs about integration, but they also serve particular purposes within the group dynamics and 

in the conversation.  

Multiculturalism was also viewed as a benefit for Brandon. As one participant stated, 

“I’ve talked with some other moms from school, students, and they think it’s great to have their 

kids in a multicultural school so that you know you’re not the only white kid on the block” 

(Community Member Interview 1). Multiculturalism was also viewed as a source of learning 

opportunities for students. One educator said, “I think that international students benefit our 

university greatly in that they expose students to different cultures and different ways of looking 

at the world which I think is very much part of the education experience” (Educator Interview 2).  

Diverse perspectives were also seen as a benefit by some leaders, such as this participant who 

said that if two resumes were identical, he would preferentially hire the diverse candidate: 

We would all of a sudden have a different world view present there and I think that would 

make – make them maybe a slightly better candidate. It's because of the diversity they 

could bring because you don't want everybody thinking the same…if all is kind of equal, I 

would pick somebody of a different ethnicity to sit at the board table. (Community Leader 

Interview 5)  

 

This view is consistent with research that suggests that diverse identities and viewpoints produce 

better group decisions and outcomes (Hogg & Reid, 2006).  

 Several times, participants who were describing these benefits included statements like, 

“Brandonites need to begin to understand some of the benefits to immigration and then the 

benefits of helping immigrants to settle” (Educator Exit Slip 2). Although these participants 
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could list benefits of immigration, they felt that others did not share their views. This could be 

seen in comments like this one, where the participant was expressing the idea that the more 

people in Brandon understood the benefits of immigration, the more intentional the city could be 

about encouraging retention: “I think we've seen that financial benefit but I think there's you 

know, obviously if we start seeing some of the deeper, richer benefits of having a diverse 

community I think it probably has to start with that” (Community Leader Interview 5).  

 The second perception in this section is the idea that newcomers need help and advice.  

In general, newcomers mentioned appreciation for thoughtful gestures, both from Canadians and 

from their own communities. For example, one newcomer’s employer set up their house before 

she arrived. She said, “They were very helpful in just setting up the home in terms of furniture 

because we didn't have any furniture and we weren't able to bring a lot. So we were very blessed 

to move into a home that had already been furnished” (Community Leader Interview 2).  

Another newcomer mentioned her role in advocating for international students, “I have worked a 

lot with international students, advocating for them in terms of their rights” (Newcomer 

Interview 1). She mentioned that international students sometimes needed protection from 

predatory practices, and needed help finding accurate information or understanding their options: 

Having those access to information, like coming to Canada, so when you're out there 

you're like oh this is like you know utopia. You're going to this place and everything will 

be okay. And that's how it has been sold to a lot of persons. But when they do come and 

the reality hit them they’re like OK let us see what our options are. (Newcomer Interview 

1) 
 

 However, these occasional kind gestures do not excuse a single, flattened portrayal of 

newcomers as deficient and needy. For many of the Canadian participants in this study, 

adjustment to Canada was seen as something that required their assistance. This idea could be 



136 

 

seen in comments about how newcomers did not know how to take care of themselves or how to 

do things that Brandonites might consider basic: 

My landlord also says that it's hard to, sometimes hard to get them to understand about 

cleaning the stove or cleaning the sink. Those kinds of chore maintenance things. One 

family had been living in a refugee camp for 20, 25 years so they didn't think to mention 

to the landlord when the ants came, or when the mice came and I think by the time they 

moved out there were, anyway, they said they spent a fortune on pest control. 

(Community Leader Interview 1)  

 

Associating newcomers and people of colour with lack of cleanliness or hygiene is a long-

standing aspect of racism. This could be seen in President Trump’s accusation of Mexican 

migrants bringing “infectious diseases” across the border, or the more recent labelling of 

Coronavirus as the “China Virus” (City, 2015; Lindaman & Viala-Gaudefroy, 2020). On the 

individual level, this racism has deep impact. For example, a Black homeowner in the U.S. 

recently had her home evaluated twice. The second time, she removed all family photos, books 

by Black authors, or Christmas cards with Black subjects and replaced them with oil paintings of 

white subjects, books by white authors, and Christmas cards with white families. The second 

appraisal was 40% higher (Kamin, 2020).  

 One newcomer participant mentioned how learning and adaptation was required for 

‘everyday’ things. She said, “The lifestyle. How do people do lunchtime breaks and you know, 

what do people talk about in the workplace?” (Female Speaker 2, Community Leader Focus 

Group). However, her tone was one of taking an interest in learning about life in Canada, and 

exploring this on her own terms. Some Canadian participants also shared about newcomers they 

knew who had to learn about life in Canada, but their tone was demeaning: “Our custodian’s 

from [East Africa]. He said, ‘Oh when I finished shoveling the walks, my lips were so red and 

big!’ Like, dude! Tie a scarf over your face. Even I know this! You know, he didn't, I don't know, 

somehow didn’t know that (Community Leader Interview 1). This is an example of ‘social 
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othering,’ or creating social distance by contrasting “between the dependent, who requires 

special attention and help, and the non-dependant or ordinary” (Nilsen et al., 2017, p. 46).  

 Sometimes the perceptions about help required was because of language or interpretation 

needs. This came up often in the educator focus group as well as in personal interviews, with 

comments like, “Their parents just don't speak English very well at all. And so it's really hard 

when you're sending stuff home and they get, to get them to sign something they don't know what 

they're signing” (Female Speaker 3, Educator Focus Group), and: 

At parent teacher interviews the kids had to come because the parents wouldn't 

understand enough without them that they really had to come and be the translators or 

they'd show up with the form and they'd say, can you just talk to me about this form my 

mom needs to fill it in. And it would be something for taxes or for like social insurance 

numbers or you know it would be something that I wanted to say oh no I shouldn’t look at 

that form, you know. But they really needed your help because they're just like grade 6 

and 7 kids. (Educator Interview 1) 

 

 Other times the help was financial, such as, “Families need more support in finding 

resources” (Educator Exit Slip 4), and “We don't understand the level of poverty that they've 

experienced before they come here. And in my opinion if we could make a difference for those 

people…if we could change the outcomes for them, that would be an important thing. (Educator 

Interview 1), or the help was emotional:  

With my international students especially several that are a little bit lost. People forget 

that these are you know these are 18, 19 year old kids some of them, and they're away 

from home for the first time. And some of them are a little bit scared, their parents are 

worried about them. But sometimes they're not treated perhaps as well as they should. So 

I always could say hello in their language. (Educator Interview 2) 

 

Finally, sometimes the help was to gain information or navigate Canadian systems, as 

seen in comments like, “They go and visit government offices, they currently don't understand 

the bureaucracy. And eventually they sort of, they become irritating because they’re getting 

everything wrong. And then just one of us goes down with them and they get it sorted out in 
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seconds” (Male Speaker 1, Educator Focus Group). Rather than critiquing the helpfulness of the 

office workers, or their ability to explain complex bureaucratic systems, this educator’s solution 

was to go and “sort it out” for them. This is infantilizing and removes agency from the 

newcomer. Corina Stan explored the idea of refugee tropes and critiques hospitality that is 

shallow or unethical. She writes that they were, “pitied, resented as a burden, and dispensed 

charity” (Stan, 2018, p. 797). Similarly, in this quote, rather than treated as equals with agency, 

newcomers were described as in need of rescue from the kind, white Canadian. The notion of a 

“white savior” (Straubhaar, 2015; Whitaker, 2019) is one where power is maintained by the 

white ‘helper’ who makes decisions that ultimately leave the white ‘helper’ in control. This can 

be clearly seen in the situation described by the male educator above. The white savior trope in 

education was explored in a 2015 analysis of popular movies, where a white teacher performed 

‘miracles’ in underserved, “at-risk” classrooms. In these movies, the classrooms were populated 

with Black and Brown students, and the teacher was often underqualified. In the analysis, the 

author pointed out that these movies “propagate images of urban youth as ‘in need’ and white 

teachers as saviours and construct a dominant narrative largely irreconcilable with the research 

[on good teaching]” (Cann, 2015, p. 290).  

 Overall, newcomers were seen as a group needing help and advice. This theme of 

neediness was one explored by Tyyskä et al., who analyzed Canadian media coverage of Syrian 

refugees and found that the theme of vulnerability and neediness appeared in many news stories 

and served to remove agency and resilience (2017). It was also explored by Kyriakides et al., 

who challenged the framing of refugees as “objects of rescue,” and redefined them as “persons of 

self-rescue” (2018, p. 60). Mjelde and Daly also wrote about this, arguing that paternalistic 

benevolence creates a cycle of victimization (2012). One final problem with the “one of us goes 
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down with them and they get it sorted out” mentality is that it assumes the privileged insider 

(‘us’) is the ‘natural’ resource to help and solve problems. This is what Freire described when he 

wrote that the privileged “truly desire to transform the unjust order; but because of their 

background they believe that they must be the executors of the transformation. They talk about 

the people, but they do not trust them” (Freire, 1970, p. 60).  

 Taken together, these two views form an idea that was succinctly expressed by one 

participant: “We need these people to live with, you know, and I’m using us and them language, 

but using kind of that, like, we need each other” (Community Leader Interview 5). While it may 

seem simplistic to say ‘we need each other,’ Critical Race Theory’s idea of interest convergence 

supports the notion that the areas of overlap between the needs of both groups are a place where 

momentum can be found. While this synergy may be useful, it is important to point out that there 

is a great deal of “helping” that is not always wanted or needed, and there are a great deal of 

needs that are not always met well. In addition, the rhetoric of ‘helping’ is sometimes nothing 

more than, as Gorski (2008) wrote, “a perceived need to eradicate inequality by ‘fixing’ deficient 

people” (Gorski, 2008, p. 518). This gap between expected or needed help, and what is actually 

offered was also explored by Tyyskä et al., who identified that the advice often given was that 

“all that is required is to ‘do normal Canadian things” (2017, p. 11).  

 Finding the overlap between needs and supports requires listening, mechanisms of 

feedback and good information, and flexible models of delivery. I will explore these ideas more 

when I analyze the data to answer the fourth research question, What recommendations might 

inform the role of educational institutions and host societies in rural areas in addressing the 

needs of newcomers?  
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Tension 9: We’re great; you must want to be like us.  

 In this section, I explore two commonly expressed beliefs: 1) Canada is better than other 

countries, and 2) Assimilating is desirable, and newcomers want to “fit in.” The idea that Canada 

is a place that is a desirable destination was reinforced with many participants’ responses to an 

interview question, “Why do you think newcomers come to Brandon?” Common answers 

included employment, family or community connections, safety, affordability, small size, 

educational opportunities, and freedom. These were viewed as ‘draw’ factors to Canada and 

Brandon in particular. However, some comments went beyond merely describing the positive 

aspects of Canada or Brandon and drew comparisons between Canada and other countries. The 

other countries were viewed as less-than. The idea that Canada is a superior country was seen in 

comments such as, “It’s just better for families to be raised here even though it’s hard starting 

off. But still better and they’re enjoying it…they come here, and that’s a good thing that our 

country is doing” (Community Member Interview 1), or “I know a few in the Philippines that’s 

like the country is really bad to women and like just the whole government is corrupt and just 

really bad. So anything living here poor is better than living there poor or medium wealthy” 

(Female Speaker 2, Community Member Focus Group). This praise of Canada was not only 

expressed by white Canadians. Newcomers themselves also praised aspects of Canada:  

I knew Canada is diversified so, but when I got to Toronto airport, I saw some Black 

people in high positions. So, wow, so this is happening here. Because in Japan, you don’t 

see those things. If you go to Superstore or something, you don’t see a Black, somebody 

with Black skin working there. No, it’s never them. So, wow, this environment for me, and 

I was so happy when I came here...In Canada, we are all one. And that’s good. (Male 

Speaker 1, Newcomer Focus Group) 

 

However, it is essential to point out that the speaker above had only been in Canada for several 

months, and the other newcomers in the focus group did not necessarily share his views. After 

his comment, another participant spoke up to talk about the “fake” friendliness she experienced.  
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 The idea that Western countries were superior was also spoken about in the community 

member focus group. One participant relayed a story about his newcomer parents: 

My dad – he told me this. When he first moved to Canada, he just thought, “Everything 

American was better,” you know. And there’s almost a – he almost had this inferiority 

complex and – so I mean, he was like, “I’m going to buy American.” So he bought an 

American car…when he looked at the car or whatever and – because he thought 

everything American was better until like the car broke down…He started to realize, he 

said, “Actually, I’m actually just as capable as everybody else around here. I don’t need 

to feel this inferiority complex.” And so, his mindset changed there. (Male Speaker 1, 

Community Member Focus Group) 

 

This story is interesting because it shows a progression from believing that “West is Best” to 

realizing that that was a false perception. The phrase, “I’m actually just as capable,” also shows 

that it was not only the belief that Western products were superior, but that Western ways of 

doing or being were also believed to be ideal. However, dominant and superior are two different 

things. As Janks wrote about language, “Just because a language or a variety or a genre is 

dominant, it is not ‘superior’” (Janks, 2004, p. 9). A similar shift could be seen during the 

newcomer focus group, when the first participant, who had only been in Canada for several 

months, mentioned his view that Canada was a country of unity and equality. The second 

participant, who had been in Canada much longer, spoke up to say that what was on the surface 

(friendliness) was, in her words, ‘fake.’  

 Just as in the quote above, where Western ways were considered superior, this was also 

seen in the community member focus group, when a participant shared a story about a newcomer 

family she knew who enrolled their child in many after-school programs. Although over-

scheduling children is a problem for many families, including Canadians, in this focus group, the 

participants were discussing one newcomer family’s decisions, which involved putting their 

children in as many after-school activities as they could: 
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FEMALE COMMUNITY MEMBER 2: I’ve also heard that kids are supposed to be 

kids, not pushed from 6:00 AM until 8:00 PM until bedtime. 

MALE COMMUNITY MEMBER 1: That’s a cultural thing, it’s – 

FEMALE COMMUNITY MEMBER 2: It’s – yeah. 

MALE COMMUNITY MEMBER 3: Yeah, that’s his parenting style though, it’s not 

really for us to say it’s wrong. 

FEMALE COMMUNITY MEMBER 1: No. 

MALE COMMUNITY MEMBER 1: It’s wrong. 

FEMALE COMMUNITY MEMBER 2: I don’t agree with it. (Community Member 

Focus Group) 

 

When one participant (Male Speaker 3) attempted to point out that a parenting difference was 

simply a difference in style and shouldn’t be judged, three other participants immediately 

responded to disagree. There was no recognition that many white Canadian parents do the same 

thing.  

 In one interview, a participant described her positive emotional reaction to hearing stories 

about Canada’s superiority:  

COMMUNITY MEMBER: I like getting to know people from different countries and 

hear about what their country is or like to hear how our country is better in some ways 

than others. Not to say that we’re better than other countries, but to hear that we’re doing 

some things good.  

RESEARCHER: People want to come here. 

COMMUNITY MEMBER: Yeah, that they’re fleeing their country because women are 

mistreated or hard to get good jobs, treated equally, treated fairly or something. So they 

come here, and that’s a good thing that our country is doing.  

RESEARCHER: So it feels good? 

COMMUNITY MEMBER: Yeah. (Community Member Interview 1)  

 

This attitude is predicated on a competitive, comparative stance, where Canada is positioned as 

superior and benevolent. Being assured that one’s country is a good place, safe, full of 

opportunity, and welcoming to newcomers should not require stories of other countries doing 

bad things. This points toward the ‘gratitude narrative’ (Nayeri, 2017), where newcomers are 

expected to continually experience gratefulness to their new country, rather than the full range of 

human emotions. This gratitude narrative stokes the egos of white saviourism (Cann, 2015; 



143 

 

Straubhaar, 2015), while ignoring the historical, economic, and colonial contributions Canada 

has made that have contributed to conditions resulting in refugee movements. For example, as 

Applebaum writes about terrorism:  

Asking for explanations of the conditions that give rise to the possibility for international 

terrorism is not to abandon the project of assigning responsibility but, instead, it is to 

invoke a type of responsibility for the larger conditions of and matrix of forces. 

(Applebaum, 2012, p. 626) 

 

Failing to recognizing this complexity, or matrix of forces, results in an individualized blame laid 

at the feet of minorities who do not succeed, blaming them for “living that way” (Anderson, 

2015, p. 13). Only hearing a selective narrative also prevents Canadians from learning ways that 

Canada can improve, because it selectively hears the narrative it’s looking for, namely that we 

are doing a good job and that newcomers are grateful to be here. Further, seeking stories of 

Canada’s goodness is focused on the emotional validation of Canadians. Straubhaar (2015) 

explored this dynamic by describing his journey in international development when he 

legitimized his position not through evidence of success but by relying on the emotional 

satisfaction of seeing locals leaf through his curriculum and buy in to his prescribed agenda. He 

went on to begin to recognize the privilege and white savior mentality present in his actions, and 

wrote:  

I personified the ‘naïve consciousness’ described by Freire (1973) as preceding critical 

consciousness, relying on gross over-simplifications and generalisations of social 

problems, lacking interest in critical investigation into whether what I taught was really 

‘working’ and relying on emotional feelings of validation rather than empirical evidence 

of success. (Straubhaar, 2015, p. 391)  

 

A similar dynamic is explored with a broader historical perspective in the video, “The White 

Man’s Last Burden.” This video describes the historical “White Man’s Burden” of ‘civilizing’ 

the colonized world through education and makes connections to the current realities in the 

global educational landscape. There is a powerful quote in the film: “There’s a widely held belief 
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today, that it is through modern education that we’re going to raise people out of poverty. But if 

we look honestly at what’s happening, we’ll see that it is the advent of colonialism, development, 

and aid that have created poverty” (Black, 2014, 30:08).  

The second perception in this section is the notion that Canadians believe newcomers 

should assimilate. The pressure to assimilate and to be “Canadian” was felt by newcomers. One 

said, “Some people want you to adapt to their way…you know, that this is how we've done it for 

years. This is how we need to do it. And you know, that's been quite challenging actually” 

(Community Leader Interview 2). White newcomers commented on this as well: “People said to 

me as if it was a compliment, if you kept your mouth shut, no one would know you weren't from 

here” (Community Leader Interview 1), and “If people look at me on the outside, they think I'm 

Canadian. Until I start speaking. So I definitely think colour has a, it has an impact on 

immigration and on how you’re received in a community. Sad to say, but it is true” (Community 

Leader Interview 2).  

 It is notable that while some Canadians in every stakeholder group expressed the 

perception that cultural and linguistic assimilation was beneficial, newcomers themselves 

described this in very negative terms. They used words like “challenging” or “sad.” 

 I included both of these perceptions in one area because they inspired a sense of conflict. 

On the one hand, Canada was held as superior in things like safety, equality, and inclusion. On 

the other hand, this sense of superiority led to the perception that finding success here required 

embracing [white] ‘Canadian’ ways of doing and being. Anderson wrote about this idea in ‘The 

White Space,’ when he described adopting white tendencies as a requirement for acceptance. He 

pointed out that the white space holds many social rewards, like “education, employment, 

privilege, prestige, money, and the promise of acceptance” (Anderson, 2015, p. 16). However, he 
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goes on to show that often the acceptance given is easily reversed, as racial stereotypes create the 

“perennial definition as outsider” (p. 18). The idea that spaces can be dominated by particular 

norms or ‘habits,’ is also explored by Ahmed, who wrote that “spaces can take on the very 

‘qualities’ that are given to such [white] bodies” (p. 156). She goes on to describe how habits 

associated with whiteness collectively shape institutions, which then reproduce whiteness even 

when the physical bodies within them change. She writes, “Becoming a ‘part’ of an institution, 

which we can consider the demand to share in it, or even have a share of it, hence requires not 

only that one inhabits its buildings, but also that we follow its line” (p. 158). In other words, 

belonging is predicated on adopting the norms, ways, or ‘habits’ of whiteness.  

 Despite equitable ‘two-way street’ definitions of integration, the process described by 

Ahmed and Anderson above is akin to assimilation. Wilkinson wrote, “The majority of the 

changes are done by the newcomers and virtually none by the host society” (2013, p. 2). The 

same tension between holding Canada up as a beacon of safety, belonging, and hospitality while 

requiring newcomers to assimilate and adopt particular norms was also explored by Stille in her 

exploration of multicultural identities in language learning classrooms. She wrote, “Part of the 

national imaginary of Canada as a safe haven for those who are escaping war, persecution, or 

environmental disaster…this script features predominantly in popular news media and political 

discourses about global conflict, a discourse that underscores demands for cultural assimilation 

of immigrants” (Stille, 2015, p. 491). As Blake wrote, “Much more often, the members of a 

culture assimilate because the surrounding community has made it difficult or impossible not to 

do so” (Blake, 2000, p. 1). 

 One educator commented on this same tension by saying, “They've been so driven to 

accept Western values and accept Western language that they've never felt the pride in their 
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system that helps you to form identity and be grounded” (Educator Interview 1). She pointed out 

that the values and language being ‘driven’ into newcomers came at a cost – that of their identity 

and groundedness. This is described by George Dei (2001), who wrote that the focus on 

‘citizenship’ or ‘sameness’ can subsume and negate valuable difference rather than defining 

citizenship, rights and responsibilities in a way that fosters belonging for all.  

 Kaitlin B. Curtice, an Indigenous author, describes this exchange of identity for 

belonging by writing, “For many of us (but not everyone), we were set, and that’s exactly what 

assimilation does – it offers you a trade: your God-given identity for a chance to be seen, to be 

comfortable, to fit in with ease.” This exchange was also expressed by another participant in the 

study. In this quote, he points out that this assimilative process is not painless. He says, “I would 

say, a suppression of, you know, knowing that you'd have to kind of tuck these things away for 

the sake of surviving” (Community Member Interview 2). 

It is deeply troublesome that success in the country perceived to be equitable, free, and 

inclusive is found by jettisoning aspects of identity, language, and culture. It is troubling that this 

was perceived not only as a choice that newcomers were intentionally making to find success but 

also by Canadians as a desirable outcome. One educator described the dramatic changes his 

students had undertaken: “We have those Somali refugees who come, and some of them change 

dramatically...they come out with the hijab, right? And some of them were close to wearing a 

niqab... And after five years or so, I've seen some of those girls walk around completely 

uncovered” (Male Speaker 1, Educator Focus Group). These changes are deeply personal, and 

are related to factors of identity, community, faith, and belonging. The idea that jettisoning 

aspects of identity to ‘fit in’ in Canada is a desirable trajectory is hurtful and demeaning.  
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Another educator spoke about the tension between learning new ways and feeling like the 

old ways are inferior. She recognized that there is a problem when surviving in Canada requires 

a sense of disowning what has come before. She said,  

There's two ways you can look at that, and one is to say I'm going to learn the whole new 

set of skills. And at the end of it, we'll see what I got out of it. And the other one is to say I 

need those skills to survive in the world. And so I want to disown everything that I had 

before. And I think that's where the problem comes. (Educator Interview 1) 

 

Sometimes participants expressly stated that they viewed assimilation as a positive 

outcome. For example, one educator said, “You're going to suffer consequences for having an 

accent that stands out. And you do gain from a regular accent” (Male Speaker 1, Educator Focus 

Group). What this educator expressed is similar to what Ajit K. Mohanty (2009) wrote in a 

critique of the hierarchical “pecking order” of languages and the forces that lead children to 

abandon home languages in favour of English: “Their language is their destiny” (p. 5). However, 

the educator in my study did not offer it as a critique, but rather as an explanation of the way 

things are here. This is problematic for several reasons. First, it denies the connection between 

language and identity (Cummins, 2014; Norton, 2014). Second, it puts the onus on the newcomer 

to adopt a “regular accent” rather than on the Canadian for expanding their linguistic repertoire. 

Third, the idea of a ‘regular accent’ is something nebulous and ever-changing. As Sewell wrote, 

“the pronunciation of a single word represents the dynamic interplay of historical and social 

currents” (2016, p. 3).  Instead, what is often meant by ‘regular’ or ‘standard’ English is the 

adoption of those Englishes with cultural power. For example, although a native English speaker 

can be from a Caribbean country, as my participants pointed out, what is usually meant by 

‘native English speaker’ is a reference to whiteness or an accent from the U.K., Canada, U.S.A. 

or Australia (Fang, 2016; Myhill, 2003). Finally, asserting English’s dominance is a form of 

linguicism, a term first coined in 1986 by Skutnabb-Kangas and Phillipson (Skutnabb‐Kangas, 
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2015). Although most people can understand the phrase as discrimination based on language, the 

authors’ definition of linguicism is broad, including elements of power and resources. They write 

that linguicism is: “Ideologies, structures and practices which are used to legitimate, effectuate, 

regulate and reproduce an unequal division of power and resources (both material and 

immaterial) between groups which are defined on the basis of language” (p. 1). This 

discrimination is not separate from other ‘isms,’ but overlaps with race, gender, class, and other 

facets of identity.  

Although comments about learning English and standardizing accents were common and 

have been thoroughly explored above, this perception was mostly filled with comments about 

embracing ‘Canadian culture,’ which was seen as desirable by many Canadian participants: “I 

think it also helps when they embrace some of our culture…I know it's easy to stay in that 

cultural little bubble. But at some point, you need to embrace the culture that you're in” 

(Community Leader Interview 4). Some Canadian participants in this study viewed it as a 

problem when newcomers did not embrace ‘Canadian culture.’ As a further example to those 

listed above, one educator wrote that one of the biggest challenges she sees is the “transition to 

our culture” (Educator Exit Slip 2). This is an example of ‘cultural othering,’ where one’s own 

culture is viewed as ordinary and normal and the culture of others is seen as unusual. In other 

words, “the contrast in cultural othering is between the stranger and the native” (Nilsen et al., 

2017, p. 46). This “cultural condescension” (Shan, 2015, p. 25) is seen in education when 

educators “take a prescriptive approach to teaching Canadian culture to newcomers, rendering 

irrelevant immigrants’ cultures, epistemological perspectives, and life experiences” (Shan, 2015, 

p. 25). This idea came up frequently in the community member focus group, where one member 

said, “That’s what their [rural residents’] mindset is, ‘I was here first, and I don’t need to learn 
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how to accommodate you. You can learn how to live in my country” (Female Community 

Member 1, Community Member Focus Group). What this lacks is a recognition that ‘Canadian 

culture’ is not a static or defined thing, and that looking backwards to ‘who was here first,’ needs 

to acknowledge Indigenous peoples instead of claiming ownership as white settlers. As Hébert 

wrote, “Today’s citizen is yesterday’s immigrant, the result of previous processes of adaptation 

contributing to a continuously evolving sense of Canadianness” (Hébert, 2013, p. 5).  

 Drawing on Critical Discourse Analysis, it is also interesting that this exchange happened 

in the third person (their mindset). The participants were more comfortable describing this 

perception as something that other people held. Perhaps the participants were uncomfortable 

stating this opinion as their own. Other participants also seemed to hedge these statements, using 

phrases like, “is it racist to say…?” or “My answer is going to sound so white, but…” These 

types of hedging statements are interrogated by Samuel Parker (2018), who explored the 

discursive construction of “everyday racism.” These hedging statements involve hesitation 

(indicated by pauses), and then a construction that minimizes or dismisses the relation to race 

(Parker, 2018). These elements were present in this study’s transcripts. For example, after the 

participants used the phrases above, they then went on to express racist sentiments.  

 The quote above is also problematic for its “us and them” language, such as “you can 

learn to live in my country.” Another participant described this attitude as well in his interview: 

Immigrants are not integrating very well, and we’ve never had this problem before. The 

Polish people, they integrated. The Ukrainians, they integrated. The Russians, the 

Germans, and so on, the Irish. And it’s like, okay, but not only are they the same, you 

know, Caucasian looking, but also they come from the same worldview…But now we’re 

bringing over people that are totally different…is it racist to say that we would like them 

to learn about our culture, as they live in our community? (Community Leader Interview 

3) 
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This statement, “is it racist to say,” is often a conversational tactic used to express racism, as 

mentioned earlier. In addition, this statement blatantly ties whiteness and western worldviews 

with “our culture…our community.”  

 In thinking about the tensions in this section, I created a piece of word art to explore the 

differences in these perceptions. The art is two separate pages, one filled with black redacted 

lines, and the other with a full transcript. Comparing the messages from the two pages result in 

very different narratives. I will explore the artwork further below: 
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In the first piece, the messages are selectively positive (this place is the ideal place; this is 

utopia). This piece represents the perceptions in this section that focus on the good feelings that 

Canadians have when newcomers talk about their gratitude, or how bad things were before they 

came to Canada. However, I wanted to point out that for Canadians to have these good feelings, 

they are often listening “selectively,” which I chose to represent through dark redactions. The 

full transcript that follows shows the real story – one that includes marginalization, struggle, and 

racism.  

The artwork above was created by taking an amalgamation of two transcripts – a 

newcomer who was an international student and a community member who is a second-

generation immigrant. I wanted to demonstrate the differences between what is expressed and 

what is heard. I used heavy black redactions to demonstrate stubborn unwillingness to listen, 

engage, and welcome well. I wanted to explore the idea that failing to recognize privilege and 

positions of power and selectively hearing only that which we want to hear is, in fact, an act of 

racism. It denies and suppresses the authentic experiences that newcomers express and creates an 

alternate narrative that serves the interests of the majority. As Applebaum wrote, we must 

“interrogate ‘what can we hear’” (Applebaum, 2012, p. 626).  

Tension 10: You belong, and you’re different. 

 In this section, I explore one commonly held perception: White Brandonites think it’s fun 

to learn about newcomers and that showing interest communicates value. While most of the 

tensions described in these sections involved combining two or more different perceptions that 

caused a sense of discomfort, this perception carries its own inconsistency. On the one hand, 

many white participants expressed their enjoyment in learning about other cultures. They felt that 

this was an expression of interest, and therefore value in another person. On the other hand, this 
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expression is an example of othering, where pointing out interest involves pointing out 

differences that separate. Othering was first described by Edward Said using the term 

Orientalism to detail a fetishizing and simplifying notion that has much in common with anti-

Semitism (Said, 1979). It can be defined as “a manifestation of power relations in which the 

other is disempowered through the process of being defined as the other and not as included in 

the large ‘we’ of society, as ordinary members of society” (Nilsen et al., 2017, p. 47). As George 

Dei (2001) wrote, “Power is enacted in everyday classroom practice by students and teachers to 

[in]validate, silence, and affirm voices, knowledges and positions” (p. 146).  

 The perception that asking questions and showing interest in cultural differences 

communicates interest and value was not apparent in the newcomer transcripts. This stark 

difference was especially visible in the conversation surrounding one of the focus group 

discussion card prompts: Your EAL teacher doesn’t learn your real name but just calls you 

“Jenny,” because that’s easier, which I will explore in the section below on responses to this 

prompt. However, to summarize here, Canadian focus groups responded with the belief that 

learning real names and trying to pronounce them was an important way to show respect and 

communicate value to newcomers: 

MALE COMMUNITY LEADER 2: I would prefer to watch the teacher struggle with 

my name and it would make me feel very much a part of it just to watch them, even if they 

mangle it. I think I'd rather them mangle my name but keep trying. 

MALE COMMUNITY LEADER 5: Because it tells you that they value you. Yeah if I 

give you just this weird other name that has no connection, it says that that they don't 

actually value you.  

 On the other hand, the newcomer group responded to the same prompt quite differently. 

This will be explored more in the section on responses to discussion prompts, but the difference 

between the desired message of value and respect that Canadians were seeking to communicate 
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and the message that was being heard by newcomers was particularly striking within this 

discussion.  

 In an interview, one White participant touched on the fact that this sense of cultural 

interest was largely a white phenomenon by commenting on a recent festival where cultural 

groups in Brandon host pavilions with food and dances. He said,  

COMMUNITY LEADER: What was fascinating for us is when we went to the mosaic 

festival …We didn't see any, we only saw that ethnic group there. We didn't see those 

ethnic groups in the English pavilion or the Scottish pavilion. We saw lots of East Indian 

in the East Indian. And lots of Spanish in the Salvadoran but not a lot.  

RESEARCHER: So are the consumers of that festival largely white Brandonites?  

COMMUNITY LEADER: Yes. Well, largely white Brandonites, And we got, we wanted 

to go try the El Salvadorian food and we wanted to try the East Indian food and we 

wanted to do all this stuff. But I didn’t see a lot of lot of non-white at these other ones. 

 

This aligns with Gorski’s (2008) view that celebrating cultural differences without working for 

justice only exploits those from marginalized groups. He wrote, “I especially must avoid the 

sorts of cultural awareness activities that other or essentialize non-dominant groups or that, 

absent a commitment to social justice, require dominated groups to make themselves ever more 

vulnerable for the educational benefit of the privileged” (Gorski, 2008, p. 522). George Dei 

(2001) also wrote about this: “Anti-racism challenges the celebration of culture without a serious 

attempt to deal with the unequal power relations that crosscut our societies” (p. 150). 

 In this study, this is a large part of why I made the decision to not mix the focus group 

participants. I have run groups in the past comprised of newcomers and Canadians, and while it 

is always an engaging conversation, the dynamic can result in newcomers feeling pressured to 

educate the Canadians about their integration experiences.  

 Other participants mentioned the pavilion festival as well. One interesting exchange 

happened in the leaders’ focus group: 
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MALE COMMUNITY LEADER 1: When we first moved to Brandon last year they did 

the pavilions and so what we were like, we’re adventurous people, so we're like, Let's go 

check them all out. You can't do ‘em all in one night. That gets really difficult. But we are 

really encouraged by it. The fact that there are these, like Brandon was intentionally 

trying to showcase all these different cultures and all these different people from these 

cultures are really being ambassadors. And I thought that was really great. Turns up like 

tearing down those stereotypes and looking to learn more about the history of these 

different cultures and to see their world view, right? And sort of-  

MALE COMMUNITY LEADER 4: And value it, too. (Community Leaders Focus 

Group) 

Once again in this exchange the notion of value was tied to learning more about different 

cultures and showing interest. This is not always what is received on the newcomers’ end. One 

participant said it succinctly, “People want to see the novel things, right? … I don’t want to be 

acknowledged for my novelty” (Community Member Focus Group 2). This topic was explored 

by Gorski, who wrote about his reflections of “Taco Night” held for a fourth-grade classroom. 

He wrote, “They did not purposefully reify my growing sense of racial and ethnic supremacy by 

essentializing the lives and diverse cultures of an already-oppressed group of people, then 

presenting that group to me as a clearly identifiable ‘other.’ But that is exactly what they did” 

(Gorski, 2008, p. 516). The need for deeper levels of engagement that go beyond superficial 

forms of cultural celebration was also explored by Pamela Palmater in her discussions of 

decolonization. She wrote,  

 Public officials have adopted our calls for decolonization in their bit to promote more  

superficial forms of reconciliation like changing the names on buildings, placing our art-

work on currency, or wearing clothing with Indigenous cultural designs in Parliament. 

Meanwhile, the crisis issues facing many Indigenous peoples …remain unaddressed. 

(Palmater, in McFarlane & Schabus, 2017, p. 75) 

 

Lotherington also wrote about the superficiality of Canadian engagement with multiculturalism. 

She wrote:  

Spaces for cultural maintenance… [have been] relegated to safe production in the home 

away from the economic necessities of the workplace and the social mandate of the 
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classroom, performed in costume as historic theatre, and reified in the marketable 

consumables of the global gastronomic landscape.” (Lotherington, 2017, p. 5) 

 

Educational institutions are also critiqued as places that, “celebrate diversity with ethnic food and 

fiestas while failing to provide equal access and opportunity” (Yosso et al., 2009, p. 664). 

 Every Canadian stakeholder group mentioned the perception that Canadians commonly 

tried to learn about newcomers and that this was viewed as fun, exciting, or interesting. For 

example, one participant said, “It’s kind of fun getting to know new people and where they’re 

from. That’s usually my first question … I like getting to know people from different countries 

and hear about what their country is or like to hear how our country is better in some ways than 

others” (Community Member Interview 1). Another white participant shared stories about his 

own excitement, when he entered a program geared for high school students and experienced 

being a minority: 

COMMUNITY LEADER 5: And it is very diverse where I am in the minority by far.  

RESEARCHER: How did you feel when you walked into that room? 

COMMUNITY LEADER 5: Excited. Yeah it was very exciting. (Community Leader 

Interview 5) 

 

Other stories focused on the perceived reaction from the newcomers: “I said to him, ‘I can sing 

your national anthem.’ And he said, ‘No way.’ And so I did. And he was so delighted that he took 

me from store to store to all his friends (Female Speaker 1, Educators Focus Group), or, “I talk 

to anybody who I think is interesting and I find, especially with newcomers, they're always keen 

to talk to somebody if somebody will talk to them” (Educator Interview 2). 

 One common element in many of the stories shared was the idea that newcomers were 

impressed or dumbfounded by the knowledge and interest displayed by Canadians, and that this 

led to friendship. For example: 

When I started reeling off the names of Marrakesh and Rabat and other names of 

Moroccan cities, [he] just about dropped dead…When you know the capital city of 
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Eritrea... You are an instant friend of anybody from Eritrea. It's really funny. If you can 

remember something about somebody’s country, whether it be geographically or 

linguistically you would have an instant connection with an immigrant.” (Educator 

Interview 2) 

 

The idea that newcomers are impressed or appreciative when Canadians share their knowledge 

of, or experiences with their country of origin is an idea that centres the Canadian and their 

(limited) knowledge, often at the expense of the newcomer. For example, in one focus group, I 

asked an educator if he had ever gotten it wrong: 

MALE EDUCATOR 1: I've actually made the effort to learn a little bit about just about 

every language that’s spoken in this town. If I see somebody from India I’ll say Namaste. 

I got somebody from Saudi Arabia I’ll say Assalamualaikum. Or if they’re Chinese, Ni 

Hao. It just brings a smile to their face, right?  

RESEARCHER: Have you ever said the wrong language? Guessed wrong? 

MALE EDUCATOR 1: Oh yeah. I’ve mistaken Chinese for Koreans. Yeah and then 

they will often tell me rather bad-temperedly- 

RESEARCHER: That probably didn't go over very well. 

MALE EDUCATOR 1: No, but you should see the smile on their face when I say 

Annyeong Haseyo. (Educator Focus Group) 

 

Educators were not alone in this belief. Community leaders also expressed the sentiment that 

demonstrating their knowledge about a newcomers’ background somehow earned them 

friendship. In the following quote, this community leader not only believed he was giving a 

newcomer a “fantastic chance” to tell their story (nevermind whether they wanted to or not), but 

he demonstrated a belief that having friends from the same country was enough to establish 

relationship: 

I go across the street and I asked my neighbours…I said, “Where are you from?” And 

then I get a response, just, “India.” And I said, ‘Yeah, but where in India?” They look 

and then their eyes get big and they say, ‘You know India?’ And I said I’ve never been 

there but I have a whole bunch of friends…” so they get a chance to talk about their 

homeland and I think that’s special. This opens up doors to build, create relationships, 

community and then talk about deeper things like life and faith and family. (Community 

Leader Interview 3)  

 



159 

 

This same perception was expressed in the community leader focus group. Here, one participant 

expressed his belief that newcomers are usually “excited” when somebody is interested in them:  

But at the same time if you're earnestly interested in learning more about who they are 

and who, you know, where they come from and their country even, I have found when I've 

gone beyond you know, I'm starting to ask this question, you know it may be politically 

incorrect but where do you come from? They say Canada was born and raised here. OK 

but where do your, where does your family come from? Most people are excited to know 

that somebody is interested in them and their country and their history and that sort of 

thing. And you know when you see somebody sitting on the bus that looks like a terrorist 

or looks like a thief or whatever you think, sit down beside them and ask them- (Male 

Speaker 4, Community Leader Focus Group) 

The comment above is not only problematic for its othering stance, it’s flattening of diversity 

within cultures, and its assumption that everyone from elsewhere is flattered by the attention of 

white Canadians, but it also contains very harmful stereotypes. It is very problematic that the 

efforts mentioned as ways to communicate value or to embrace diversity were not only based on 

such harmful stereotypes but on cornering the newcomer into a conversation, cast as an 

‘opportunity.’ This community member viewed himself as valuing others, yet perpetuated 

damaging stereotypes and othering practices. 

 When this view was offered in the focus group, the speaker was interrupted with a joke:  

MALE COMMUNITY LEADER 4: sit down beside them and ask them- 

MALE COMMUNITY LEADER 5: Are you a terrorist? (laughs) 

MALE COMMUNITY LEADER 4: Yeah, no, don’t ask that. (laughs) 

 

The laughter of the group served to reinforce a racist stereotype at that moment. The authors Jin 

Jang and Cordero-Pedrosa describe racism covered by laughter as a form of violence. They 

wrote, “The racialized living in a white-dominated society only know too well how they are seen 

by the dominant discourse. When such discourse adopts the form of humor…they might laugh 

along, but their laughing is not really laughing” (Jang & Cordero-Pedrosa, 2016, p. 475).  
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 Although it could also have fit well within this section, the next deals with ‘good 

intentions.’ 

Tension 11: Good intentions and harmful impacts. 

 In this section, I explore the dynamic tensions between two commonly expressed 

perceptions: 1) Newcomers have negative emotions when Canadians are ignorant, and 2) 

Canadians mean well and have good intentions.  

 The first perception is the idea that anger or frustration is a response to Canadians’ 

ignorance. Newcomers did express frustration at Canadians’ ignorance. For example, in talking 

about names, one newcomer said, “I've had my name spelled in ways that, I don't even know how 

someone could spell it that way. It can be in mail, in e-mail, and my sister, it’s the family name. 

She also shared this, like, I don't understand, how they do not get it right?” (Female Speaker 3, 

Newcomer Focus Group). However, the perception that adverse reactions from newcomers when 

they encounter Canadians’ ignorance was mostly seen in statements from Canadians in response 

to experience card prompts. For example, after reading the prompt about the teacher who just 

decided to call a student ‘Jenny,” one participant said, “I would feel really irritated or get pretty 

angry. It’s not my name. Like, yeah, it’s not my name” (Female Speaker 1, Community Member 

Focus Group). The same participant responded to the prompt about a parent trying to help a child 

with schoolwork in a similar fashion:  

 I think that if I was a parent going to a school and I wanted to know what my – or 

wanted to be able to help my child succeed in school, and the teacher says, “We don’t 

use a textbook,” but ends there and doesn’t provide any other form of information for me 

to follow to help my child, I think I’d be pretty ticked. (Female Speaker 1, Community 

Member Focus Group)  

 

Other participants expressed similar empathetic responses, such as, “If 10 percent of the people 

that looked at me assumed that I was a thief? I’d go home at night pretty sombre” (Male Speaker 
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3, Community Leader Focus Group), or “That would be frustrating, I think if you’re just – if 

you’re there to do your job” (Community Member Interview 1).  

 Although frustration and anger were perceived to be legitimate responses to Canadians’ 

ignorance, there was also a belief that many Canadians were trying their best. For example, one 

participant said, “Professors try and pronounce the names and butcher them really badly. But I 

haven’t had one yet who hasn’t like apologized and said, “Am I saying that right?” and gets the 

person to actually say it correctly. And then they try to pronounce it correctly” (Male Speaker 3, 

Community Member Focus Group). Another participant included a description of his good 

intentions in asking newcomers where they are from: “I haven’t had a negative response, I mean, 

not when I explain myself anyway. So I was genuinely interested in who they are and where 

they’re from” (Community Leader Interview 3).  

 However, the ways that Canadians ‘try their best’ can result in more tension or 

discomfort for the newcomer. As explored earlier, when Canadians insist on learning names even 

though the newcomer has indicated they prefer an English name, or when Canadians in positions 

of relative power ask newcomers to state their preferences, but this goes against the cultural 

norms of the newcomer. This can be seen in comments like, “I have had a student who I always 

wanted to keep calling her name, and she kept correcting me to the point that I just gave up and 

started calling her Sally because that's what she wanted to be called” (Female Speaker 1, 

Educator Focus Group). As a final example:  

When they say their name, then I try to repeat it, they’re like, “Close enough,” I’m like, 

“No, like say it again and so I can get it right. I want to be able to pronounce your name 

right.” Like, “No, no, it’s fine.” I’m like, “No, dang it. Just give me your real name, so I 

will try to give it – say it the right way.” … There’s a Chinese, and I won’t say her name 

– like her name has two names, and I try to say it, and she’s just like, “No, it’s this,” and 

I’m just like, “I’m pretty sure that’s exactly how I said it,” and she’s like, “No, it’s” – 

I’m like, okay, so I say it, and she’s like, “No, it’s this.” No, I’m pretty sure I said it the 

exact same way, but she’s just like, “No, you have like a ‘hah’ (plugs nose to make a 
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sound).” Just a little bit of a different sound to it, I was like, “Hah.” So it’s just –, and 

she’s like what’s my name, it’s like yeah, no, it’s not that – seriously. I’m saying it the 

way you think it is. (Female Speaker 2, Community Member Focus Group) 

 

The quote above describes a participant’s idea that she can correct the pronunciation of a 

newcomer’s name (I’m saying it the way you think it is). It also contains an offensive description 

of plugging one’s nose to try to replicate the sounds of Chinese. What is problematic about the 

above story is that after this white Canadian woman’s insisted that she would learn it (say it 

again), when the newcomer corrected her pronunciation, her response was one of frustration and 

insistence that she was right the whole time (I’m saying it the way you think it is). I cannot 

imagine any scenario where this was a positive interaction for the newcomer. Instead, this 

interaction is steeped in imperialism, racism, and superiority. Such interactions form part of the 

trauma that newcomers describe that happens after arrival in Canada (Miller et al., 2019).   

 The perception that Canadians have good intentions and are “making an effort” (Male 

Speaker 3, Community Member Focus Group) is used to excuse this harmful impact. This is a 

common justification used to excuse racism, as I explored earlier with the grandfather who 

‘didn’t know any better.’ However, as Skuttnab-Kangas pointed out in a discussion of linguicism 

and genocide, intent to harm is not necessary for discrimination to exist. This is true on both an 

individual and systemic basis.  

 For Canadians to overcome ignorance, they must indeed try their best and keep learning. 

However, tension occurs when they assume that newcomers are the ones to help them overcome 

ignorance (say it again). This can cause discomfort because of differences in cultural norms, or 

because this requires time, effort, and emotional cost from the newcomer. I asked one participant 

about this: 

RESEARCHER: I've had other people say, ‘Well you know, that's just because they 

don't know,’ or you know like kind of that. Well, they have good intentions. And what you 
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were just talking about is not- it's just out of ignorance. So isn't the solution to ignorance, 

education? 

COMMUNITY MEMBER 2: Yes, of course, it’s education. But education can only go 

as far as the person being educated is willing to receive, quite honestly. I mean, I've had 

conversations here, some very hard conversations here about culture and colour 

blindedness and how there's no such thing as colour. I mean and, yeah…but you know 

every time we raise that question, or the topic comes up you know, yeah there's education 

that's needed. But generally people on the edge, people on the end of being educated get 

touchy and wounded, and maybe they get defensive, and they minimize and sometimes 

gaslight, and that stinks…I never actually articulated it that way, why these 

conversations were, why I dreaded having these conversations or why I tried to run away 

because the emotional cost is very real you know. (Community Member Interview 2) 

 

 In the quote above, the participant pushes back against the ‘good intentions’ argument 

and acknowledges that the status quo is powerful and pervasive. The cumulative effects of this 

ignorance and unwillingness to ‘own the impact’ are a source of ongoing trauma for newcomers. 

As Vickers wrote, it is possible that good deeds and well-intentioned acts can veil prejudice and 

racism (Vickers, 2002). Arao and Clemens wrote about the need for educators to not only own 

their intentions but also their impact. They wrote, “intention and impact matter…the impact of 

our actions is not always congruent with our intentions and positive or neutral intentions do not 

trump negative impact” (2013, p. 146, emphasis mine). To summarize, “It matters little whether 

such acute disrespect is intended or unintended. The injury most often has the same effect” 

(Anderson, 2015, p. 15).  

 The same participant above also mentioned the reactions that arise when ‘people on the 

end of being educated’ get defensive. This was also a point of discussion in Arao and Clemens’ 

(2013) article on the difference between safe spaces and brave spaces. They call for further 

questioning of whose safety is prioritized in educational spaces. They rightly point out that when 

the majority group participates in social justice learning, they can experience negative emotions 

such as shame, guilt, or hopelessness when they begin to reckon with their privilege and power. 

But rather than embracing these as moments for powerful transformative learning, some 
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participants in their equity workshops would instead critique the activity, explain away others’ 

experiences, or find other ways to resist and deny the discomfort they were experiencing. This is 

what is described by my participant above when he speaks of white colleagues getting defensive, 

minimizing, and gaslighting. In his words, “the emotional cost is very real.”    

Tension 12: Is it too far, or not enough? 

 In this section, I explore the dynamic tensions between two commonly held beliefs: 1) 

Some places aren’t welcoming newcomers very well, and 2) Society is going too far to be 

politically correct.  

 The first perception was the idea that some places in Brandon were not doing enough to 

welcome newcomers. For example, one participant shared his experience of travelling to China: 

EDUCATOR 2: It's a dire place. They treated me like an emperor. And I'm very good at 

being treated like an emperor-  

RESEARCHER: After going there and being treated like an emperor, and then seeing 

how students are treated when they come here, do you feel like we do a good job of being 

hospitable? 

EDUCATOR 2: In this particular institution, no, we don't. I think we're terrible. 

(Educator Interview 2) 

 

The comment above, ‘They treated me like an emperor,’ is reminiscent of Teju Cole’s criticism 

of the white Saviour complex. He wrote, “Africa has provided a space onto which white egos can 

conveniently be projected…A nobody from America or Europe can go to Africa and become a 

godlike savior” (2012, p. 2). This privileged mentality is entitled and naïve, sometimes 

“blissfully unaware” of things like implied coercion, local capacity and expertise, or cultural 

ways of being and doing (Straubhaar, 2015, p. 388).  

 When I inquired into why this participant felt his institution wasn’t welcoming 

newcomers well, the participant mentioned a lack of support for newcomer students and a lack of 

dedicated personnel who viewed welcoming as a part of their job description, “The file is on the 
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corner of somebody’s desk. And it very often falls onto the floor” (Educator Interview 2). 

Because of lower immigration numbers, smaller cities cannot always afford to hire dedicated 

personnel, but for newcomers arriving, this can mean they do not receive adequate support. This 

was confirmed by a newcomer participant, who said, “When I look at other universities and what 

they're doing for international students, and it's a great disparity with that. So and it's not the 

office, I think it's money” (Newcomer Interview 1). It can be challenging, then, for newcomers 

coming in who are not met with professional supports from dedicated personnel, and this may be 

exacerbated if they do not already have established relationships within the community. One 

community leader who was also a newcomer pointed out that in her case, she had people in 

Brandon who helped her settle and had furnished her house. However, she thought this assistance 

was rare: “That was helpful, you know, having those people just to come alongside you and I 

don't think many people have that” (Community Leader Interview 2). 

 Newcomer participants also mentioned areas where they perceived a lack of welcome. 

Breaking down these lacks shows three particular areas that were viewed as needing 

improvement: friendliness, predatory practices, and accuracy and flow of information. 

Friendliness was not seen by newcomers as a characteristic of Canadian welcome, as I described 

earlier. Predatory practices such as aggressive loan offers were also mentioned: “Some of those 

places are set up by the fact and you being naive not understanding everything, then you just fall 

into that” (Newcomer Interview 1). Finally, newcomers spoke about misinformation and broken 

promises: “Some of the students that I speak to, they’re given information, or they were made 

certain promises, and when they come here it's totally different” (Newcomer Interview 1). When 

I asked about this, the participant pointed to discrepancies between recruiters and the reality after 

arrival but did not share specifics.  
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 All of these perceptions point to the notion that there are still places in Brandon that are 

not welcoming newcomers well. Newcomers primarily pointed out these lacks, but they were 

also mentioned by Canadians as well: “We don't do anything spectacular for them when they 

come” (Educator Interview 1).  

The second perception in this section is the idea that society has gone too far in 

accommodating newcomers. Newcomers themselves, both in the dedicated newcomer focus 

groups and interview, and those in other groups who had newcomer backgrounds, did not 

express these views, except in the case of the questioning an action under affirmative action 

hiring:  

“At the very end, her boss came in and says, “Can you sign this?” And it was basically 

this form that said, “You know, we have hired a person of whatever.” And she was like, 

“What the bleep is this?” She was like, “Did you hire me because I’m Chinese or did you 

actually hire me because I actually have the skills brought to the table? (Male Speaker 1, 

Community Member Focus Group)  

 

Interestingly, this discussion was pointing out the emotional cost to the immigrant worker who 

was left questioning if she was hired for her skills or her race. I included it in this section because 

it fit the perception that society had gone too far to be politically correct. However, it is distinct 

from the other expressions of this perception. It stands apart because the reason it is criticized is 

not because of the cost to Canadians, as are every other example that follows, but the price to the 

newcomer.  

 The perception that society is going too far to accommodate newcomers and that 

Canadians should not have to change or adapt was only expressed by non-newcomer 

participants. It was present in comments like: 

I wish that there was a way of teaching it [racism is not right] in a moderate way, but 

unfortunately like anything, it’s like a pendulum, right? It always goes past the point of, 

okay this is about where we need to be, but then it goes past that and all of a sudden, you 
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know, everything is racist now and in society it is just like, hold on here. (Community 

Leader Interview 3) 

 

The statement ‘everything is racist now’ is a defensive reaction and one that minimizes the 

experiences expressed by Black, Indigenous, and people of colour. The same participant 

mentioned unwillingness to accommodate or change around issues of language: 

I think, okay now this is something that we’re going to be seeing more of in our city and 

in our country where we just have to expect a different accent of Canada, of a Canadian. 

So that, do we just simply need to accommodate that? Or do we need to have a certain, I 

mean for the businesses, and I’ve been a business owner if my customers can’t 

understand my employees, that’s a problem for me. (Community Leader Interview 3)  

 

I discussed the way that pointing to linguistic differences was a way of excluding or 

marginalizing earlier. However, for this leader, having to ‘accommodate’ is tied to the notion of 

it being a ‘problem.’ There was a dismissive attitude present from the participant, as though it 

was unreasonable to ask them to accommodate.  

 When held together, these two perceptions result in a distinct feeling of tension. Since 

this is a section exploring perceptions, it is entirely possible that people in Brandon feel both of 

these perceptions. A small number of participants expressed resistance to what they felt were 

sudden changes that had gone ‘too far.’ I found it interesting that Community Member 3, quoted 

above, who was the most vocal in expressing this perception, had spent the most time abroad and 

had only recently returned to Canada. I wonder if his resistance to these changes were more 

palpable because, for him, the differences between the Brandon he left decades ago is not the 

same as the Brandon he re-entered. For other participants who had been in Brandon the entire 

time, the changes would have been more gradual. Although this cannot be known for sure, one 

participant did mention the jarring nature of the changes in Brandon over the past couple of 

decades: “I understand that this is a change in maybe the last 20 years, which so it might be 

shocking to some old-time Manitobans” (Community Leader Interview 1). This change is not an 
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arms-length observation. For long-time white Brandonites, it can carry with it a sense of identity 

threat (Hogg & Reid, 2006), which is the feeling that group identity has changed and group 

members are “no longer sure whether they fit the new group” (p. 22). This was also explored by 

Elijah Anderson (2015), who wrote, “White society’s reception of upwardly and outwardly 

mobile Black people, however, was decidedly mixed…consumed by deep prejudices [they] 

powerfully resisted these changes, which they feared abrogated their own rights and assumed 

privileges”  (p. 10). 

 Resistance to change and accommodations are informed by Critical Race Theory, which 

posits that change only gains momentum when it benefits both parties. In this case, 

accommodations were viewed as a ‘problem’ demanding more work from white employers. The 

only benefit expressed was when they gained perks from hiring diverse employees, as in the 

example earlier. However, it is interesting that there is also a perception that there is more to be 

done in welcoming well. While newcomers more often expressed this view, it was also 

represented by Canadian participants. It seems incongruent to believe that more should be done 

and also to believe that less should be demanded. However, these are not incongruent. Instead, 

the difference lies in who is seen as needing to up the ante. When discussing how some places in 

Brandon needed to more to welcome well, individuals pointed to vague subjects like the 

institution or the community. Sometimes they were indicated through the use of we, such as in, 

‘Could we stop being jerks to people?’ however, it is likely that this ‘we’ refers to other 

Canadian jerks, not the speaker herself. This is similar to what I described earlier, when pointing 

to other people’s racism was a way to absolve oneself of the discomfort experienced from 

recognizing racism’s presence and prevalence. By holding these two perceptions together, white 

participants are excusing their racist actions of dismissing the necessity of accommodation, while 
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pointing to other people who are not welcoming well. As with many other tensions described in 

this chapter, this is a covering justification for racism that protects the interests of the white 

majority.  

Tension 13: Well, we put it on our website, so… 

 In this section, I explore the dynamic tensions between two commonly expressed 

perceptions: 1) Canadians need to accommodate too, and 2) Newcomers don’t always know 

about opportunities that exist.  

 Although there were many statements described in the sections above about the ways that 

newcomers accommodate or adjust to life in Brandon, there were also statements that mentioned 

the ways that Canadians change to support and welcome newcomers. This is in line with the 

‘two-way street’ model of integration purported by the Canadian government. Some examples of 

these perceptions were statements like, “This is society's responsibility to slow down when 

somebody doesn't speak English particularly well” (Male Speaker 1, Educator Focus Group), or 

“We’re the country that people immigrate to. So our emphasis should be on our program being 

as flexible as it can be for those people who come here” (Male Speaker 1, Community Leaders 

Focus Group).  

 Despite this recognition that accommodation is necessary for both newcomers and 

Canadians, there was also a perception that newcomers do not know about opportunities that 

exist. Every stakeholder group mentioned this perception. It could be seen in comments like, 

“There are a lot of free programs actually. But it's like not everybody taps into that, them. You 

know they don't really know about them” (Community Leader Interview 2). One community 

member spoke about this at length. He believed that Brandon had a culture that was resistant to 

change, and said, “I'm not asking people to bend over backwards, I mean Canada is still Canada, 
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you know? But I think there needs to be a humility and a willingness to change. And I think that's 

probably the biggest challenge …here in Brandon; I would say there that there's a culture that is 

resistant to change” (Community Member Interview 2). This was one of the last interviews I had 

conducted, and by this time, I had heard many stories of one-sided accommodation on the part of 

the newcomer, so I wanted to inquire about this more in-depth. The following is his response: 

RESEARCHER: I don't think people feel that they need to change. Why would they need 

to? 

COMMUNITY MEMBER 2: They have to. I'll use the example of the schools in 

Brandon, public schools. Maple Leaf has been here for a long time. I see students now, 

they were working at Maple Leaf, who are not working at Maple Leaf and they've moved 

into other jobs. They've purchased property; they have houses. Yet the school trustees, 

there's no representation there. Meaning they're all white. And I remember speaking into 

this on an online forum and really taking hits and just trying to explain like look; you 

know a lot of these schools have ethnic kids. And so how come none of your election 

campaign material is translated? And how come there's nothing reached out to these, you 

know? I mean there's kids here and what's happening is people who, I mean good 

intentions, teachers all have great intentions, I respect teachers a lot, you know, but it's 

based on what they think is best. They're not even asking the people who they're teaching 

what is needed …So I was like, ‘How can people access this information? So, well, 

people need to learn English.’ And I anticipated that one, and that was, I was like, well 

look people are learning. These newcomers are coming; they are learning English, but it 

takes time. I mean, we have the CLB levels for a reason, right? I mean, you're not going 

to ask a first grader do 12 grader things, it takes time, you know? So they're just kind of, 

this is the way it used to be done, and it worked fine, so why do we need to change? And 

that's probably one of the biggest stumbling blocks that I think for newcomers in general, 

not just in Brandon but in general, have to overcome.  

 

The phrase, “This is the way it used to be done, and it worked fine, so why do we need to 

change?” is one that is discussed by Whitaker, who wrote that some teachers might believe that 

“good teaching is good teaching, regardless of the audience or setting” (Whitaker, 2019, p. 12). 

She goes on to explain that working in a diverse setting like a school requires flexibility and 

willingness to change. This involves an acknowledgement of biases and self-examination of the 

influence of social identities. Similarly, Haberman (2010) explored the concept of ‘good 

teaching’ as one that involved, among other things, developing greater understandings related to 
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differences in race, culture, religion, ethnicity, and gender, and encouraged students to engage in 

heterogenous groups, question assumptions, and apply ideals. In places like Brandon, where 

diversity is increasing, this provides incredible opportunities for learning and growth for all 

students, if teachers and administrators are willing to support it.  

 The reason I included these two perceptions together was that the first points to the idea 

that integration is a two-way street, and there was a recognition that both sides must 

accommodate each other. However, the second perception showed that there was a recognition 

that when it came to providing accessible information, accommodations were not being made. 

The prevailing attitude was simply, as Leung wrote, “the responsibility of society is to ensure 

equality of access. Beyond that, it is up to individuals to avail themselves of the opportunities 

available” (Leung, 2016, p. 166). This could be seen in an unwillingness to translate election 

materials, finding access to existing programs, or finding information about supportive resources. 

This dismissive attitude was exemplified by a community member who was speaking about 

diverse families in a school and said, “Obviously, you cannot send the paper home in 20 different 

languages” (Male Speaker 3, Community Member Focus Group). If integration is indeed a two-

way street, then accommodations must flow in both directions. This means that the recognition in 

the first perception that Canadians must also change needs to inform the second perception, that 

information must be available and accessible. It is necessary to move beyond merely providing 

equality of access to addressing issues equity, which requires intentionality, effort, and 

proactivity (Massfeller & Hamm, 2019). As Gorski wrote, “In inequitable contexts, equality—

attending equally to everybody’s interests—reproduces inequity” (Gorski, 2019, p. 60).  
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Tension 14: Push and Pull Factors 

 During the coding process, some commonly held perceptions were brought up as answers 

to the interview questions: “Why do you think newcomers come to Brandon?” and “Why do you 

think newcomers leave Brandon?” All of these answers could be summarized as push and pull 

factors. These perceptions were: 

1. Brandon is not an attractive destination because it is too small and boring. 

2. Newcomers come because Brandon is affordable, free, and safe. 

3. Brandon is an expensive place. 

4. Brandon is not an ideal destination, and newcomers treat Brandon like a launchpad. 

5. Newcomers don’t like cold and snow. 

6. Newcomers come for jobs and leave for other employment. 

7. Newcomers come for education and leave for other educational opportunities. 

8. Newcomers make decisions to benefit their children.  

9. Newcomers come because they know people, stay because they’ve made friends, or 

leave because they know people elsewhere. 

Some of these perceptions reflect contradictions. For example, do newcomers come to Brandon 

because it’s small? Or do they leave because it’s small? Do they come for employment? Or is 

that a reason they go to larger urban centres? However, many of these factors are dependent on 

contextual circumstances for each individual or family. For example, some newcomers arrive for 

employment and then leave for alternative work elsewhere. Both are correct. Some aspects of 

Brandon are viewed as too expensive (housing, and after school programs, for example), while 

other elements (education) were considered relatively affordable. These are not either/or but 

rather both/and. Some factors (cold and snow, or Brandon is not an ideal destination) were 
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factors identified by some people, but not by others and depended on individual understandings. 

Some perceptions (they come for freedom and safety; they leave because they are bored) were 

dependent on a comparison with another country or location. To summarize this section, multiple 

factors go into the decisions of arrival or departure, and personal preferences, familial needs, 

points of comparison, and opportunities impact these decisions.  

These push and pull factors of rural areas mentioned by my participants are well 

documented in the literature, including factors such as inadequate settlement services, 

employment, education, and ethnocultural community (Hellstrom, 2018; Kandiah, 2018; Krahn 

et al., 2005; Lam, 2019). Newcomers who arrive in rural areas leave after several years for larger 

urban centres at rates higher than urban centres (Hellstrom, 2018) and focusing on retention of 

those who come may be a better strategy than trying to entice newcomers away from large cities 

(Krahn et al., 2005).  

Summary of Perceptions  

How, then, do different stakeholder groups perceive newcomer integration? A shared 

thread through the tensions above is how racism operates in and through discourses surrounding 

the topic of integration. As discussed in the sections above, racism, stereotypes, bias, and 

discrimination are embedded in opinions about and experiences with moving and integrating into 

Brandon, MB. This focus is embedded in the theoretical frameworks woven throughout this 

study. For example, many of the tensions above include the idea that racism is not only an act of 

individual hatred but is seen in the structures of privilege and oppression and the systems which 

advantage some at the expense of others. Story-telling was commonly employed by participants 

who wished to communicate about racism but perhaps wanted to distance themselves from the 

topic. Stories are not neutral. They perform specific functions within a group, such as managing 
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group bonds and constructing representations of social categories and norms (Hogg & Reid, 

2006). As such, stories in this study were often told to share racist views while distancing the 

speaker from the view.  

 It is not possible to summarize the perceptions into a single theme or narrative, and to do 

so would run counter to the main thrust of this study, which is to explore in-depth the richness 

and variety of perceptions. Instead, by abstracting from the tensions listed above, I can make the 

following statements: 

1. Stereotypes about newcomers are rampant in Brandon. These stereotypes include 

assumptions about their gratefulness, hard-working nature, desire to assimilate, level of 

English ability, neediness, and reasons for coming, going, or staying. Canadians in 

Brandon also had stereotyped ideas of what type of hosts they were: friendly, 

knowledgeable because of their travels, well-intentioned, and willing to accommodate. 

As with any stereotype, they do not hold up well under scrutiny. For example, not all 

newcomers were happy to work at McDonald's, and not all community members were as 

willing to accommodate as they claimed.  

2. There were many contradictions or tensions in the beliefs mentioned by participants. 

Sometimes the lines of contradiction were straightforward, such as when the community 

members and community leaders believed that diversity hiring affected white people 

adversely, but educators and newcomers viewed it differently. Another example arose 

when every group, except the leaders, mentioned that white people hold power in 

Brandon. These contradictions did not always flow along the lines of group allegiance, 

however, and that was expected. As intersectionality suggests, it is not possible to make 

assumptions that because a specific person identifies with one particular group, they will 
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necessarily hold a particular perception. For example, in the same focus group, the 

discussion could flow from empathy over how difficult it must be to live in a new country 

and operate in a new language to a story about being inconvenienced by someone’s 

accent at a drive-through. These contradictions or tensions became more obvious after 

analyzing the conversations, interviews, and exit slips and comparing and contrasting the 

many perceptions that had been stated. The diversity of opinions expressed emphasizes 

how it is entirely possible to hold seemingly conflicting views about a single issue. For 

example, it is possible to hate a pipeline for its environmental impact and simultaneously 

be grateful for its employment. Viewed this way, to answer the question, “How do 

different stakeholder groups perceive newcomer integration?” any answer demands an 

acknowledgement that both groups and individuals can have multiple and even 

conflicting perceptions. Perceptions toward newcomer integration are not merely ‘for’ or 

‘against’ but are nuanced and varied.  
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Chapter Six: Responses to Integration Experiences 

 At this level of analysis, I organized the focus group data according to answers to the 

discussion prompts (experience card questions). For each prompt, I compared the responses 

across all four stakeholder groups. Most groups lasted between an hour and a half to two hours. 

However, not every group progressed through the cards at the same rate. Also, the newcomer 

group had a recording malfunction, which cut off the end of the recording. For both these 

reasons, not every group responded to every prompt. In each section below, I will detail which 

groups responded to the prompt and what their responses showed.   

Prompt 1: Your EAL teacher doesn’t learn your real name and just calls you Jenny 

because that’s easier. Move back two spaces. 

 All four stakeholder groups responded to this prompt. In response to this prompt, a 

community member focus group participant immediately told a story about his instructors who 

could not correctly pronounce student names but regularly apologized and tried to improve. The 

focus of the story was that “they all seemed to make an effort” (Male Speaker 3, Community 

Member Focus Group). In response to his story, another participant mentioned that that 

experience would likely make her angry, and another said that some newcomers she knew 

purposely chose Canadian names. A fourth participant reiterated the story of the instructors, only 

from her own experience, where she was trying to pronounce the name correctly but could not 

say it satisfactorily. The conversation went back and forth from there, around the topic of why 

newcomers might choose Canadian names, with comments like, “Why do you want me to call 

you by Ken? It’s like, this is your name you’ve lived with for the past – your entire life” (Male 

Speaker 1, Community Members Focus Group). The group believed that one reason could be 

making their names simpler to pronounce for English speakers and shared personal stories of 
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people who had made this decision. Another participant thought this should not be done, saying, 

“You shouldn’t have to – you shouldn’t have to change it so that other people could pronounce 

it” (Male Speaker 3, Community Members Focus Group). Other group members agreed, 

although one participant pointed out that it might be more comfortable for the newcomers as 

well, since, “because they have to adjust to so many things, they just really don’t want to have 

that conversation every time” (Male Speaker 1, Community Members Focus Group). The 

conversation concluded that it should be the choice of the newcomer. “That should be their 

choice; it’s not you should change your name so that it’s easier for me to remember” (Male 

Speaker 3, Community Member Focus Group). A participant told a final story about a newcomer 

who received bad advice from friends about naming himself and had done so without knowing 

the name was also a euphemism for genitalia. After laughing at the unfortunate name and saying 

those friends were not good friends, the conversation around the topic of names ended.  

 To summarize this conversation, the prompt led to a discussion of the ‘good intentions’ 

of teachers who try to learn names but fail, then to a discussion around the nuances of names, to 

a conclusion that newcomers should be the ones to choose their names. The educator focus group 

followed a remarkably similar pattern. The conversation was launched with a story, this time 

from an educator telling about how she wanted to call a student by her name, but the student 

ended up selecting an English name. The discussion then flowed to the emotional impact of 

hearing one’s name pronounced correctly, to how students may choose English names because 

they want to fit in. The conversation ended with an educator who had a non-English name saying 

that sometimes he just gets tired of correcting people.  

 In the community leader focus group, the conversation also flowed along similar lines. A 

participant said that he would rather hear someone try to pronounce the name correctly and fail 
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but keep trying, “because it tells you they value you” (Male Speaker 2 and 5, Community Leader 

Focus Group). A participant shared a personal story to illustrate how some newcomers want 

English names. Participants felt it was important to “respect their request” (Female Speaker 2). 

During this focus group, one participant thought it was necessary to add “both perspectives” 

(Male Speaker 4) by telling a story about a time he lived abroad. He described how his name 

would be mispronounced, and he “wouldn’t spend a ton of time to get them to say my name 

properly.” This launched another participant into a story about her time abroad, hearing her name 

mispronounced. She described how she would answer to many versions of her name, including 

an anecdote about a colleague named “Rick,” who was called “Lick.”  

 At this point, the only newcomer participant in the group of leaders pointed out that 

permanently moving to a new country may feel different than only spending some time in 

another country. She also questioned the power dynamic between the student and the teacher by 

saying, “In an EAL setting, you're in the position of receiving something from people sometimes 

for free. You know the lessons are free, so you feel you didn't have necessarily the power to say, 

“Actually my name is this, could you try to pronounce-” (Female Speaker 2, Community Leaders 

Focus Group). Significantly, the way the Canadian participants engaged with this topic was to 

share stories based on humour, or to point out good intentions. In contrast, the newcomer 

participant in the group pointed out the power dynamics at work. I will explore this further 

below.  

 This prompted discussion was the most robust across all groups. This may have been 

because it was the first card drawn, and people were not feeling any pressure to progress in the 

game or to move forward quickly. To pull the three primarily Canadian groups together, most 

felt that trying to pronounce names correctly signalled good intentions and value of the 
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newcomer and their language. There were several stories intended to be humorous, about names 

with alternate meanings. Discussions often included personal stories and points of connection, 

along with guesses as to what would motivate students to self-select English names. Generally, 

most felt there was a big difference between a teacher picking a name for a student, and the 

student selecting the English name for themselves, with the first being considered rude and the 

second being something viewed as acceptable.  

 Interestingly, the newcomer discussion followed a very different path. At the outset, a 

personal story was shared. This time, the focus of the story was not the good intentions of the 

educator, but the discomfort of the student: “I've actually had lecturers say, “Which one are you 

more comfortable with?” And to me, I find that weird” (Female Speaker 2, Newcomer Focus 

Group). The group then discussed cultural differences between teachers back home who would 

select whichever they preferred, rather than asking the student to identify. Multiple participants 

viewed this as a source of pressure, feeling that to demand a particular name would be a sign of 

disrespect to the teacher. They also discussed how back home, names were always spelled 

correctly, but in Canada, they often found their names were misspelled, and this was a source of 

frustration. For incorrect spelling, they did correct their instructors and appreciated if their 

corrections were taken. Finally, another story was shared about how one of the participants’ 

names was a royal name and mispronouncing it was akin to mocking it. He said, But if I came 

again, I wouldn’t use that name. I’d just use my abbreviated name. So it’s easier for me, for 

everybody to pronounce” (Male Speaker 1, Newcomer Focus Group).  

 Some similarities in these responses include the common sharing of stories, both personal 

experiences and stories about other people. Power dynamics, cultural differences, and selective 

name changes were all considered mentionable factors. One major difference between the 
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newcomer group and the Canadian groups was the recognition of cultural differences. One 

participant in the community leader group was close to what was discussed in the newcomer 

group when she mentioned the power dynamics at work. Still, the three Canadian groups did not 

mention that in some cultures, correcting a teacher was not something commonly done. For the 

newcomer group, this difference formed the largest part of the discussion.  

 After reading this prompt, Canadians may think, “Well, what should I do then? Do I ask 

them to teach me to pronounce it properly? Do I ask which name they prefer? Or do I not?” This 

‘just tell me what to do!’ is a common response (DiAngelo & Sensoy, 2010). However, there is 

no one right way to address cultural differences since they are complex and nuanced. That is 

what this prompt has shown. A similar dynamic in this study can be seen around the topic of 

asking, “where are you from?” to newcomers. One newcomer in this study mentioned that she 

liked being asked this question. However, there is no ‘one right way’ to perform cultural 

awareness or cultural sensitivity. What one newcomer prefers cannot be applied across the board.  

Prompt 2: You attended a workplace training seminar because you want to learn how to 

start a business. Instead, they give you information on accent reduction courses and advise 

you to anglicize your name. Move back two spaces.  

 In response to this prompt, the newcomer focus group conversation shared stories of 

white Canadians’ surprise at the English ability of the newcomers in the group. It began with a 

Black participant who had grown up in a country where English was commonly spoken, sharing 

a story about coming to Brandon and experiencing other people’s surprise that she could speak 

English. In her words, “We’re like, “Yes! It’s our first language.” I didn't know if I should feel 

happy or sad that they were genuinely surprised that we speak English” (Female Speaker 2, 

Newcomer Focus Group). She included an explanation of this story. She believed the surprise 
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was because she was not from Africa and did not have an African accent, and the surprise came 

because the Canadians could “actually understand.” She continued that when she gets very 

comfortable, she will begin speaking Creole, but usually, when she speaks, most people can 

understand her. Another newcomer participant also commented that she had experienced 

something similar: “I’ve had that experience too. I guess they were trying to comment that, oh, 

you speak English well. Like, that is my first language. So, I’ve had that experience” (Female 

Speaker 3). This surprised response to English ability is an example of a microaggression. As 

Wong and Guo wrote, “Microaggressions motivated by race, ethnicity, and religion are fairly 

prevalent in Canada” (Wong & Guo, 2018, p. 6). The term was first coined in 1969 by Chester 

Pierce, an education and psychiatry professor at Harvard. He defined microaggressions as 

“subtle, innocuous, preconscious, or unconscious degradations … which are designed to reduce, 

dilute, atomatize, and encase the hapless into his ‘place’” (Pierce, 1969, p. 303). 

Microaggressions negatively impact the sense of belonging (Lewis et al., 2019) and mental and 

physical health (Gee et al., 2009; Wang et al., 2011). Although the initial ‘sting’ is subtle, and 

individuals may consider it “not worthy of the mental work and trouble” (Anderson, 2015, p. 

15), the effects are traumatic and compounding over time.  

 Her story prompted another participant to share a story about stereotyping. This 

participant had a son in elementary school who, despite speaking English as a first language and 

growing up in Canada, was placed in an EAL class. She said:  

So I went to the teacher, and I was like, ‘Why is this [EAL] checked?’ Oh, he's from 

[country], they speak Creole. And I'm like, ‘I don't understand, is he getting support for 

EAL? Does he need support for EAL?’ ‘No, but because he's from [country], that is why 

it was there.’ And I was like, ‘Can you take it off’ because the weird thing is that he does 

not understand any Creole. (Female Speaker 1, Newcomer Focus Group)  
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The situation of a Black boy being streamlined into an EAL class despite growing up in Canada 

and only speaking English is racism at work. The situation described above is reminiscent of one 

of the situational prompts used in a large-scale study analyzing the effects of microaggressions. 

In that study, the prompt read, “Imagine that you have just given your first presentation for a 

class. The professor gives feedback for all student presentations, and he asks whether English is 

your native language” (Wang et al., 2011, p. 1676). The 172 participants in this study were asked 

to respond via computer to the situational prompts, and then to select whether they felt that 

situation had occurred because of race, gender, age, height/weight, or social class using a 9 point 

scale (very unlikely to very likely). They also rated how they would feel in that situation. A 

second study was conducted to replicate the results which compared the ethnicities of the 

participants. What the researchers found was that being treated differently because of race was 

more strongly associated with negative emotional consequences, which, over time, have 

significant detriments to emotional well-being and health.  

From there, the conversation circled around further stereotyping and differences in 

specific terminology (water cooler vs. fountain, clicks vs. kilometres, etc.). The final comment 

was about how participants have learned to deal with a lack of understanding: “When persons 

give me a look, I learned to look out for the blank look. And I’m like, do you understand what I 

just said? I make sure to ask that when I’m speaking about certain things” (Female Speaker 2, 

Newcomer Focus Group). I will explore this sentiment further below.  

 The same prompt began a very different discussion in the community leaders group. They 

started with a question: “Is that ethical? Can you even do that?” (Male Speaker 1, Community 

Leaders Focus Group). Rather than beginning the conversation with discussing language, the 

leaders focused on the ethics of the bait-and-switch model where newcomers thought they were 
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signing up for a seminar on how to start a business but instead were referred to accent reduction 

programs. As one participant said, “You come in for this [business class]. But then, oh no, we 

want you to do this [accent reduction]” (Male Speaker 5).  

 The same speaker suggested that as Brandon has become more diverse, people have also 

become more sensitive: “Because of the influx of the actual immigration to the smaller 

communities like Brandon, that some of, there's more sensitivity towards this stuff, it's not 

completely gone, and I know that, but I wonder if it's just a bit more- That scenario’s less 

prevalent” (Male Speaker 5). However, he was very uncertain and surrounded his statement with 

phrases like, “My sense is, and I could be really wrong about that...” and “That's all I'm asking. 

And I could be wrong.” 

 The “look how far we’ve come” narrative is the same one employed by National Post 

columnist Rex Murphy in response to the recent protests following the death of George Floyd at 

the hands of police in the United States (Murphy, 2020). In Cole’s words, “Canada says ‘look 

how far we’ve come’ without defining who ‘we’ is, how we’ve arrived where we are, and from 

hwere we came, and in what condition we’ve arrived” (2020, p. 109). While we can learn many 

things from the protests in the United States, one of the lessons for white people is that saying, 

“look how far we’ve come” prevents us from realizing there is still a very long way to go. The 

same narrative thread was seen in Brandon and was explored in detail in Tension 5 above.  

 In response to his very tentative suggestion that people in Brandon were becoming more 

sensitive, and this scenario was not very likely to happen, another speaker told a story about 

going through a drive-through and not understanding the worker’s accented English. He told this 

story to try to build empathy for the “intentions of the employer” (Male Speaker 2). The other 

speaker agreed, saying, “The scenario isn’t necessarily always negative” (Male Speaker 5). He 
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went on to talk about how communication is necessary for many jobs, and learning to 

communicate better is part of integration. At this point, another speaker joined the conversation 

also in support of ‘clear communication,’ by saying:  

“When we go to a foreign land, we have to learn the language to live in the land. I had to 

learn the language just to go in and buy groceries to do anything. Communication. So we 

can't always look at this as being a prejudice thing. This is just part of the reality for 

anybody. You need to be able to communicate clearly.” (Male Speaker 4, Community 

Leader Focus Group) 

 

While I explored this in greater detail earlier, this expectation, that newcomers communicate in 

ways comfortable for English speakers, and that the onus is on the newcomer, is termed a 

“backlash pedagogy” by Guitierrez et al. They wrote,  

“Historically, backlash practices have used race as the primary screening device for 

categorizing and marginalizing sectors of the population. In this current political climate, 

backlash politics and its pedagogy create other surrogates, such as language and ability, 

for the larger category of race.” (Gutirrez et al., 2002, p. 343) 

 

By focusing on linguistic differences, employers or community members can discriminate under 

the guise of needing ‘clear communication.’ This is deemed more acceptable than racial 

discrimination. As I explored in the tensions described earlier, this “covering justification” 

(Esses et al., 2014) is simply a more socially acceptable form of racism. As Applebaum wrote 

about how white people employ strategies like distancing or shielding to avoid responsibility and 

establish themselves as non-racist, “white discursive moves are culturally sanctioned discourses 

of evasion” (Applebaum, 2012, p. 617).  

 Up until this point, the bulk of the conversation in the community leaders focus group 

had been towards supporting the employer in requiring employees to improve their 

communication (i.e. standardize their accents). However, at this point, one participant referenced 

a study highlighting employer discrimination, which I thought would lead the conversation to 

more profound empathy for the newcomer. She said: 
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There are studies that suggest employers do discriminate looking at a resume. They look 

at a name and is that male or is that female, is that person going to be able to speak 

English? Is that person going to be like us? Is that person going to be not like us? So in 

terms of business success tips those, they might be hurtful to me personally because I feel 

critiqued, and I feel that my identity is not, you're saying my identity is not enough. 

(Female Speaker 1, Community Leader Focus Group)  

 

However, immediately after that statement, she continued by saying, “But...” Then she told a 

story about a family member who worked for an employment agency: “She helps people have 

interview practices and things, and if you can't speak clearly in an interview, whether it’s 

because you don't have teeth or because you mumble or because you’re stoned in the interview 

or because English is not your first language, you’re not going to do well” (Female Speaker 1, 

Community Leader Focus Group). I examined this particular comment earlier in Tension 7, 

exploring the very problematic aspects of including linguistic diversity alongside issues such as 

drug use, mumbling, and having dental problems.  

 The final comment on this topic from the community leaders focus group was that in 

some cases, hiring a candidate who knows multiple languages can be a benefit: “The advantage 

though is that if you're in a community or if you are a business owner, that community matches 

your applicant. That's a benefit. If you can speak the local language of that community instead of 

sticking somebody in there that only speaks English, you've got a benefit” (Male Speaker 4, 

Community Leader Focus Group). While this comment seems positive, it was directed towards 

the benefits of multilingualism from the perspective of the business owner, not the applicant or 

job seeker.  

 Significantly, the only person around the table with a newcomer background did not 

participate much in this discussion except for adding two words to the sentence “as an employer 

you don’t want to put your employees in a position that’s going to make them not succeed” 

(Male Speaker 2), to which she added, “feel embarrassed” (Female Speaker 2). Her minimal 
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participation was something that I only noticed after transcribing. In this study, the focus group 

can arguably be considered a microcosm of Brandon, relating to and reflecting broader 

discourses of identity and power (Straubhaar, 2015). Her silence is in line with literature on how 

minority voices and perspectives are silenced (Delpit, 1988), and also in line with what other 

participants in this study noticed about how white-dominated spaces silence newcomer voices.  

 When the Educators Focus Group drew this card, they also began with stories. One 

educator emphasized the conflict that she felt when deciding whether to hire an international 

student to do phone interviews as a research assistant. She also described a conflict over how to 

respond when a student who had a “really hard time being understood” asked for advice about 

why he could not get a job.  This tension was similar to that mentioned in Tension 7 above. 

Canadians expressed a tension between wanting to help newcomers succeed but were not ready 

to be inconvenienced. The statement earlier by Male Speaker 2 about not wanting to put 

employees in a position where they could not succeed recognized that communication was vital 

for success, but rather than asking customers or community members to adapt or learn better 

listening skills, his solution was to hire people with local accents selectively. This is incredibly 

problematic, as I will explore below.  

 Following this exchange, one participant began suggesting ways to develop a “close to 

Canadian accent” (Male Speaker 1, Educators Focus Group), such as creating a romantic 

relationship with a Canadian or living with a local family. This is problematic not only because it 

assumes the goal is to speak ‘like a Canadian’ but also because the recommended path makes 

assumptions about gender, sexuality, and the desires of his students. In this focus group, I pushed 

back at this point by inquiring whether developing a local accent was an important goal. The 

educator responded, “Which is first the chicken or the egg? And you’ve got a conundrum on your 
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hands” (Male Speaker 1, Educators Focus Group). This ‘conundrum’ is a manufactured one – a 

way to avoid discomfort. It’s a way to avoid responsibility (it’s a conundrum – there’s no way 

forward) rather than acknowledging the power and privilege present in the conversation. This is 

similar to the racial equity detours described by Gorski (2019), who pointed out ways that are 

employed to “relieve us of the responsibility to name and eliminate the ways racism operates” (p. 

2), such as celebrating diversity rather than acknowledging inequality or praising grit rather than 

addressing the racist conditions that led to that grit being required for success.  

 At this point, some participants began expressing their views on the topic, with comments 

like, “If the English is not comprehensible and cannot be understood, then yes, I think you should 

change it” (Male Speaker 1, Educators Focus Group), while others attempted a more neutral 

stance: 

I think in rural areas too, just from what I've seen and heard …people come into the bank 

and if they're speaking to somebody and they don't understand what they're saying, and 

they're talking about their money, they don't feel comfortable, right? … I'm pregnant, and 

we're using the midwife. My midwife is from Nigeria, and I remember her saying, she just 

said like if you don't understand anything I'm saying, I recognize that I have an accent. 

She's like, don't leave until you feel comfortable with everything that I said. That's an 

interesting approach. She was aware of it, and not like this is bad. But I also want to be 

able to communicate, and you understand. (Female Speaker 2, Educators Focus Group)  

It is essential to point out here that the midwife’s approach is entirely one-sided, taking the time 

to ensure that her clients have understood her. It is doubtful whether a white Canadian medical 

professional would do the same when using medical jargon or when speaking with a client 

whose first language was not English. Even when both parties speak the same language, 

misunderstandings or miscommunications are common. In the quote above, the midwife is 

praised for holding the responsibility for both parties’ understanding. The client was not required 

to make any contribution to a positive and productive interaction.  
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This approach was similar to a method described by the newcomer focus group 

mentioned earlier, when Female Speaker 2 said, “I learned to look out for the blank look. And 

I’m like, do you understand what I just said? I make sure to ask that when I’m speaking about 

certain things” (Newcomer Focus Group). While this strategy may increase understanding, it is 

nevertheless a strategy unilaterally adopted by the newcomers in this study. In a more equitable 

model, processes to ensure understanding would be employed in both directions.  

 Finally, the community members’ focus group followed along similar lines to the leaders 

and educators’ groups. They also began with a story:  

I know a Russian lady. She’s taken a lot of English courses, and her English is like, better 

than some English people, but like her accent is still in there, but she just pronounces 

words very clear. So she either studied really well or had, like, a really good teacher that 

wanted her to pronunciate [sic] English well. (Female Speaker 2, Community Members 

Focus Group)  

 

At that point, the card was re-read for someone who had not heard it, and then the same 

participant said, “I think I would do it if I’m not pronouncing it well enough” (Female Speaker 2, 

Community Members Focus Group). I asked if she would change her name and accent if it 

meant she would do better in business, and she replied simply, “Yeah.” Another participant 

spoke up in support, pointing out that she believed understanding was important and 

misunderstandings only led to frustration (Female Speaker 1, Community Members Focus 

Group). This idea—that communication is hampered by multilingualism—is a common 

perception in this study. However, it is essential to note that good communication requires effort 

from both parties, even when they speak the same language. Communication breakdowns are not 

always the fault of the newcomer, but can also result from the assumptions, refusal to listen, or 

poor understanding of the Canadian.  
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 Similar to the community leader group, the community member group felt that the bait-

and-switch was inappropriate:  

I don’t think telling somebody when they come for information on starting a business, 

and then you tell them they have to have an accent reduction, I think that’s pretty rude, 

but to still give them the business information but then encourage them to maybe take this 

accent reduction class so that when they start their business, people will be able to 

understand them, might be a nicer way of going about it. (Female Speaker 1, Community 

Members Focus Group) 

 

 Also, similar to the other two Canadian groups, participants in the community member 

group shared stories about people they knew who they held up as positive examples or negative 

examples of language learning. These stories focused on inconveniences to the listener as 

explored in Tension 7, and on situations involving misunderstandings. For example, “The kids 

seem to understand mostly what he says, but there have been some misunderstandings where 

some of the kids thought that he had called them stupid, but he hadn’t, he had said a different 

word, but they went home and told their parents” (Female Speaker 1).  

 To summarize this prompt, the newcomer focus group shared stories of marginalization, 

stereotyping, and strategies they have employed to overcome the local population’s lack of 

familiarity with non-local accents. Some Canadian participants felt a tension between wanting 

newcomers to succeed locally, which required they adopt local accents and between wanting to 

honour their identities, which included unfamiliar accents. There was a spectrum of acceptance 

along these tensions. Some participants felt that if they were incomprehensible to a local (white, 

L1 English) audience, the newcomer should change their accent. Others expressed more unease 

and did not place themselves. No participants outright said that they felt it was the responsibility 

of the local population to learn to understand a variety of accents. One educator did mention he 

thought that it was society’s responsibility to slow down the rate of speech if someone could not 

understand. Non-local English accents were seen as preventing job success, lack of 
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communication, confusion, or frustration. Overall, this prompt included many racist perceptions 

involving linguistic discrimination (Myhill, 2003; Skutnabb‐Kangas, 2015) and a lack of 

responsibility placed on Canadians to learn listening skills, overcome biased stereotypes, and 

work towards a more equitable linguistic environment. This is not consistent with the literature 

on success for newcomers, which suggests that honouring multilingualism and multicultural 

identities support belonging (Duff, 2015; Ntelioglou et al., 2014; Stille, 2015).  

Prompt 3: Your EAL workplace preparation class includes Canadian work experience 

placement, which is an unpaid internship. You are 56 years old, move back three spaces.  

 The first response to this question from the educators focus group was disbelief: “Is that 

actually true? Does that happen?” (Male Speaker 1, Educators Focus Group). The Community 

Leaders Focus Group had a similar response, although later in the discussion, “I'm assuming that 

this is legal. Businesses can actually do this?” (Male Speaker 2, Community Leaders Focus 

Group).  

Participants in the educator group made empathetic statements about how this would 

affect a person who was 56, with ‘responsibilities’ such as a family to support. The community 

members group similarly felt empathetic: “I’m 56, living in a new country, trying to figure out 

how I’m going to pay for my apartment, and I can’t get a job because I have to do this work 

experience placement…I would feel anxious” (Female Speaker 1, Community Members Focus 

Group). Community leaders were also empathetic. Participants in the leaders group responded by 

suggesting perhaps the newcomer was overqualified for the internship, or it prevented the 

newcomer from looking for alternate employment. Participants made empathetic statements 

about how such an experience would be stressful, particularly if the newcomer required 

accommodations for religious practices.  
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 There was also a recognition from the educators that such an experience would have 

benefits, and that Canadian work experience was an important factor in successfully landing a 

job. The community leaders group reiterated these points, with comments like, “In fact, they’d 

like you to have local provincial work experience” (Female Speaker 1, Community Leaders 

Focus Group). Newcomer participants also saw the value of such experiences:  

That free or volunteer work experience is really wonderful on other levels, social levels, 

and, you know, just integrating into life. The lifestyle. How do people do lunchtime 

breaks, and you know, what do people talk about in the workplace? So there are many 

aspects to it you see it not only from the point of view that, oh it's my work experience. 

It's actually my life in Canada experience. (Female Speaker 2, Community Leaders Focus 

Group)  

 

While it is true that volunteer experience or unpaid work placement can provide inroads into 

social networks and provide cultural insights, it does not address the precarious position that 

newcomers may be forced to take and the exploitative nature of volunteering for those in already 

vulnerable positions. As Shan wrote, “Although immigrants may gain valuable learning 

experiences by volunteering, volunteering is a labour that immigrants contribute to the Canadian 

labour market without pay” (Shan, 2015, p. 25). 

Participants in the leaders group also shared personal stories about the need for local 

connections when looking for a job. For example, one leader shared, “People may find it hard 

just coming to Brandon because a lot of the job situation here is word of mouth, it’s who you 

know” (Male Speaker 3, Community Leaders Focus Group), and another leader who was a 

newcomer herself said, “Most people come, and they know nobody. And now you have to have 

Canadian references and friends. I couldn’t adopt an animal because I didn't have Canadian 

references. I couldn’t!” (Female Speaker 2, Community Leaders Focus Group). This idea was 

explored by Hiebert, who called it a ‘vicious circle.’ He wrote, “Employers typically demand 

Canadian labour market experience before taking on a new employee. Immigrants, therefore, 
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face a vicious circle of ‘no Canadian experience, no job, no Canadian experience, etc.’” (Hiebert, 

2006, p. 43). This is also supported by research on Canadian employers’ views. One study, 

which involved fifteen focus groups of Canadian employers, found that “Employers view a lack 

of Canadian work experience as a clear impediment to hiring more immigrants, primarily 

because they see a cost associated with training and mentoring” (Pollack, 2012, p. 9).  

 Participants in the community members group discussed the logistics of the situation, 

suggesting that perhaps one spouse could do the internship while the other supported the family. 

This suggestion assumes a particular family structure and is not necessarily a solution for many 

newcomers. One participant in the leaders group summarized by pointing out the need for 

flexible options.  

Across the focus groups, participants shared stories about colleagues or acquaintances, 

primarily in healthcare or education, who were overqualified for their jobs. These colleagues 

were highly trained but needed to upgrade to resume their previous positions. The costs 

associated with upgrading were often too high, both financially and in terms of time and energy.  

 The community members group pointed out that the experience may be demeaning to the 

newcomer. As one participant said, “I’ve worked my whole life, I’m like four years away from 

retirement, and now I have to do work experience to learn how to do a job I already know how to 

do? That’s ridiculous” (Female Speaker 1, Community Members Focus Group). The community 

leaders group raised a similar issue, but in the leaders group, it was phrased as a question: 

“You're 50, 60 years old, so you got all this experience behind it, and now you're almost 

demeaned?”  (Male Speaker 5, Community Leaders Focus Group).  

 There was disagreement in the community leaders focus group over whether this practice 

was beneficial. The very first response to the card was a participant questioning the negative 
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implication of the card: “So let's just clarify. The assumption here is that the 56-year-old is 

negatively impacted by his work placement, instead of encouraged by it? Because there’s a 

negative to the card” (Male Speaker 1, Community Leaders Focus Group). One participant said, 

“You can look at it from two perspectives in terms of, you know, it is helping you practise your 

English, and you've obviously signed up for English as a second language. It's not forced upon 

you” (Male Speaker 1, Community Leaders Focus Group), and another said, “They probably had 

high levels of education and are coming into low-level entry jobs, but sometimes that's the 

reverse too. You know? And so recognizing that this may be of great assistance to somebody 

learning some basic skills in the workplace” (Male Speaker 2, Community Leaders Focus 

Group). It can be argued that the attitude that this is a choice—it’s not forced upon you—is not 

much of a choice, when barriers to employment such as the linguistic and cultural discrimination 

described earlier are so pervasive. Newcomer volunteerism might not always be voluntarily 

undertaken, and it does not necessarily result in gainful employment (Wilson-Forsberg & Sethi, 

2015). Casting this type of practice as an ‘opportunity’—this may be of great assistance—is a 

justification for an unjust practice. With CRT’s interest convergence idea in mind, it is important 

to recognize that employers are not altruistically giving ‘opportunities’ to newcomers to 

volunteer in their organizations. Instead, they are benefitting from a Canadian immigration 

strategy, where the ‘cream of the crop’ are ranked for their skills, background, and employment, 

and then encouraged to provide free labour for Canadian employers.  

Prompt 4: Your child joined a club at school and is beginning to make friends. Move ahead 

two spaces. 

 This prompt was answered by three focus groups: community leaders, community 

members, and educators.  The community members group did not discuss the card at all, other 
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than saying, “That’s a success,” and “Congrats! So inspiring!” The community leaders group 

was similarly brief, although participants raised some interesting remarks. One participant said, 

“Children integrate far easier than adults” (Female Speaker 2), and another pointed out that as 

someone new to the community, he wished he had children who could help him make 

connections. Participants in the leaders focus group also believed that some ages were easier to 

integrate than others, “They’re teenagers too, which isn't an easy age to immigrate” (Female 

Speaker 2). It is not entirely clear in the data whether the intended meaning was that children 

learn language faster, or adopt local accents or cultural traits in an assimilation model. Why were 

teenagers assumed to have a more difficult time than younger children? The participant did not 

specify but presented these views as though they were fact. None of the other participants spoke 

to negate her thoughts. However, the research suggests that there are great variances and 

complexities involved in integration, and it is not so simple to say that one group (like children) 

has a more straightforward trajectory than others (adults, or teenagers). For example, in one 

study of 96 Chinese families in Canada with foreign-born parents, increased involvement in 

Canadian culture seemed to foster stronger Chinese values and identity, not more robust 

identification with Canadian culture (Costigan & Su, 2004). The view that children integrate 

easier also does not recognize barriers that exist for children and youth, such as distrust of 

authority and systems, linguistic or cultural differences, stigma, or the need to prioritize other 

settlement stressors (Heidi et al., 2011).  

Several leaders commented on the emotions they felt this experience would inspire. One 

commented that seeing children integrating would be a source of joy for newcomer parents: “I 

mean you don't get more excited than when your kids integrate. Probably most parents they 

would just rather your kids integrate than them integrate” (Male Speaker 2). Another described 
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fear: “That’s one of the biggest fears, I think, in immigrating. How are my children going to 

cope?” (Female Speaker 2). The community leader conversation around this prompt ended by a 

participant pointing out that when the children make friends, the parents also benefit: “That's a 

win-win for both the kids and for you because then, you know, if that means your Jonny and your 

Billy get together, you're going to get together potentially. So you'll have a friend or whatever as 

well. So I think it's a win-win” (Male Speaker 5). These views were all flattened portrayals of 

very complex experiences. Chimamanda Ngozi Adichi described this in her TED talk, The 

Danger of a Single Story. In it, she said, “Power is the ability to not just to tell the story of 

another person, but to make it the definitive story of that person” (2009, 10:13). In this section, 

people in positions of power made assumptions about the motivations of newcomer parents, or 

their emotions at any given time, and presented these assumptions as definitive facts.  

 For the educators’ focus group, this discussion had some similarities with other groups, 

but lasted longer and focused more on the role of school clubs. This seems unsurprising, since 

educators may have more knowledge of children’s school lives and the role that social clubs 

play. Similar to the community leaders group, the discussion was launched by someone pointing 

out that children can integrate quickly:  

As a teacher, what I noticed was that it happened way faster than I thought it would. We 

had new students come in from other countries. They would come into my class, and they 

would come knowing zero English. And the first week, they didn't talk much. And by the 

second week, they had like; it was amazing how much they had learned in just a week. 

(Female Speaker 1, Educators Focus Group)  

 

Other educators supported the view that children integrate quickly by telling stories from their 

classrooms or clubs. Similar to the focus group described above, this narrative downplays the 

complexity and challenges of the process of integration at all ages.  

One participant commented on the changes that this could bring to the family dynamic:  
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It's sort of a troubling thing for the family … often the women will learn English faster 

than the men due to the fact women tend to socialize more. Women also often have 

chances to go to classes with the men's I mean, men are usually doing the jobs, and then 

the social dynamic changes in the family. The people who’ve got the most command of 

the English are the children. It causes problems with marriages as well. When you do get 

that one partner learns English a lot quicker than the other. If it’s the man who doesn't 

learn it, then his position, especially if they come from a strongly patriarchal culture, has 

now been compromised. Increased tension. (Male Speaker 1, Educator Focus Group) 

 

While it is true that there are significant gender differences in language learning and integration, 

this participant’s view contradicts research that shows the additional barriers faced by women 

who put their language learning on hold to take care of children or other family members. Bragg 

and Wong pointed out the way Canada’s shifting immigration policy and restrictions on family 

reunification disadvantage women (Bragg & Wong, 2016) and Kilbride and Ali discuss barriers 

that immigrant women may face as they try to learn language (Kilbride & Ali, 2010). In rural 

areas, where there may be fewer settlement services available, women are particularly 

disadvantaged (Telfah, 2019).  

 After the participant above shared his view that men were disadvantaged in their 

language learning, another participant disagreed. She said, “I found that the men, the fathers 

often learned English faster because they went to work. And moms were left at home. I don't 

think that they were going out and taking classes” (Female Speaker 1, Educator Focus Group). 

In response, the male speaker pointed out that most immigrant men locally work at Maple Leaf, 

where they separate workers by language group (“So the result is they’re just speaking Chinese 

all day”). The female speaker brought the conversation back to the shift in family roles as a point 

of agreement and included a story: I would have things like kids bringing forms to school that 

their parents needed to fill out … But they were really, you know, not the things that they 

normally would have been dealing with (Female Speaker 1, Educator Focus Group). As the 

conversation wound down, another participant joined the discussion by pointing out her 
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experience as a mother organizing social events for her child. In her words, “I noticed that 

children that come from India or China, their parents really encourage socializing outside of 

school. I think those kids in those families are picking up their English much faster” (Female 

Speaker 3, Educator Focus Group).  

 To summarize this prompt, there were beliefs in the Canadian focus groups that children 

integrate more easily than adults, and that different ages of children may integrate at different 

speeds. What was lacking from this conversation was the recognition that the social worlds 

newcomer children occupy is very different than that of the parents (Marshall & Toohey, 2010), 

or that newcomer students learning language might face significant difficulties. These 

stereotyped beliefs are not only debunked by research evidence, but the theoretical framework of 

intersectionality also challenges them. For example, the idea that women learn English faster 

than men because they “tend to socialize more,” is a stereotyped idea of gender and denies the 

complexity of other aspects that affect learning. Similarly, the idea that the age of children is the 

only factor of identity that determines whether they will ‘easily’ integrate is challenged by the 

complexities of other intersecting factors. As Robertson wrote, “Behind the stereotype of 

charming little newcomers absorbing a new language ‘like sponges’ hides an increasingly 

common story of disillusionment, dropping out, underemployment, and ghettoization…Bitter 

reality and shattered dreams create fertile soil for social hostility” (Robertson, 2005, p. 411). 

 In this study, children’s integration was seen as important for immigrant families, with 

joy when they integrated, and fears that they would not cope well in their new environment. 

Participants believed that as children integrated, this also could benefit families by creating more 

social connections, but that it might also cause changes in the family dynamic, either for 

patriarchal families or for children taking on adult responsibilities. There was also the belief that 
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social or work interaction in English (between newcomers and Canadians) was helpful for 

integration, and that those who embraced social opportunities or who were employed in English-

speaking careers integrated faster. These stereotypes are also challenged by research evidence. 

For example, inequitable power relations play a crucial role in the social interactions between 

language learners and language speakers (Norton, 2013; Peirce, 1995). It is not merely a matter 

of exposure. Also, as I mentioned earlier, involvement in Canadian culture and values sometimes 

resulted in a stronger attachment to ‘traditional’ values rather than automatic assimilation of 

Canadian traits (Costigan & Su, 2004).  

Prompt 5: You went to your child’s school to ask for the textbook, but your teacher told 

you they don’t use textbooks in your child’s class. You are confused and don’t know how to 

help your child. Move back two spaces. 

 This prompt was only answered by two focus groups – the community members group 

and the community leaders group. As with many of the other prompts, the community members 

group began with a story. One participant who was taking classes shared about his instructor, 

who asked everyone to purchase a textbook but then announced in the first class that he would 

not be using it. After discussing the financial ramifications and ways to resolve the issue, the 

conversation circled back to the prompt. A second participant spoke up, empathizing with the 

parent in the prompt. This prompted one of the participants to discuss his own experience 

growing up with newcomer parents. He said, “Because of teachers like that, you get to go to 

Kumon … because it’s like, ‘Well, the teachers aren’t teaching you anything, so we’re going to 

send you to Kumon” (Male Speaker 1, Community Member Focus Group). Other group 

members did not know what Kumon was, so the participant explained, “It’s just these drills and 

drills because it’s like, you have to do well in school, and you have to do well in school.” He 
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further explained the pressure this caused, including a discussion about his own parents’ mixed 

motivations. In his view, “the narrative is always, ‘We came – we did it for you so you could 

have a better future,’ but no, you didn’t. You want to be able to say, ‘My son or my daughter is 

this’ [prestigious career]” (Male Speaker 1, Community Member Focus Group). In this 

statement, this participant is pushing back against the common stereotype that newcomer parents 

come only to benefit their children. Instead, he points to another motivation, which is the social 

power generated when comparing children’s accomplishments. In his words, “They start to 

measure and compare where you are in the pecking order, right? So they go, ‘My son’s a doctor, 

what does your son do?’” This adds another layer of nuance to the perception explored earlier 

that newcomers come because they want a better life for their children. As with other 

stereotypes, the idea that all newcomers come for the same single motivation is unlikely. Instead, 

there are multiple and overlapping motivations, as this participant pointed out. Hogg and Reid 

pointed this out as well in their discussion of group identities. They describe how people are 

categorized into groups, which depersonalizes how individuals are viewed. Rather than as unique 

individuals, they are viewed as “embodiments of the attributes of their group” (Hogg & Reid, 

2006, p. 10). The idea that all newcomers are selfless parents willing to endure poor working 

conditions so their children benefit from a life in Canada is a flattened portrayal that this 

participant nuances by pointing to multiple motivations.  

 At this point, another participant shared a story of a newcomer parent she knew who 

enrolled his child in many extra-curricular activities. In her view, “the reason why he put his son 

into all of those extracurricular things was because he wanted his son to be so well-rounded in 

everything” (Female Speaker 1, Community Member Focus Group). This prompted a great deal 

of discussion. Some participants felt it was too demanding on the child, and others thought it was 
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an unwise decision financially. Finally, the participant who shared the story added some detail at 

that point, which softened their view: “He did say that when his son said he didn’t want to play 

chess anymore, he didn’t make him. He still sets the board up every day, but his son didn’t have 

to play” (Female Speaker 1). The group dynamics in this portion of the focus group showed the 

ways that a common decision like enrolling children in after-school activities was judged. They 

related this decision to the family’s newcomer status, rather than acknowledging that this a 

common decision made by many families, including Canadians. When a participant tried to stem 

the tide of judgemental comments, he was quickly overridden and dismissed. This shows how 

difficult it can be to change group dynamics or shift opinions. Hogg and Reid (2006) explored 

the formation of group identity and the role of group norms. They wrote that in group 

discussions, attitides and perceptions that are considered to be inconsistent with the norms are 

the group are “strain[ed] out” (p. 19). The example above can be considered evidence of such 

‘straining.’  

 At that point in the focus group, the second-generation newcomer participant shared a 

story about a recent conversation where his parent apologized for the amount of pressure to 

succeed. He said, “She [his mother] was like, ‘If I knew what I knew now then, I would have 

parented you differently.’ And she apologized for that. She said, ‘I didn’t know sports were 

important.’ Right? Because [my] parents, they wanted me – they wanted you to do the, you know, 

the important stuff, right?” (Male Speaker 1, Community Member Focus Group). It must be 

considered that both this participant and his mother may have internalized the idea that to 

succeed in Canada, they had to adopt local values and jettison the ways they knew—the 

‘important stuff,’ that their previous system had emphasized. For this participant’s family, 

choosing to send their child to Kumon as he described earlier, was the result of a value system 
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where doing well in school was primary, and sports were seen as less important. While the 

participant shared this story to push back against the pressure to succeed that he experienced, it 

also reveals an assimilative movement. This was described by Li, who wrote, “immigrants’ 

cultural differences are typically depicted in a negative light and rarely as contributing to 

Canada, and as such they must be discarded as quickly as possible” (Li, 2003, p. 234).  

 The community leaders group did draw this prompt but did not have a lengthy discussion 

about it. After the prompt was read, there was a long pause, and I asked the group if they used 

textbooks when they had been students. They had. Then I asked if their children are using 

textbooks. They were not. One participant joked, “If they do, they haven’t brought it home” 

(Male Speaker 6, Community Leaders Focus Group).  

 At that point, one participant said, “I guess education again was one of those just like 

parenting, one of those things that's very unique to the family, I guess, like because you probably 

have a wide range from like wholesome homeschooling to private schooling, right? Like what's 

that look like? What's comfortable? What's normal?” (Male Speaker 1, Community Leaders 

Focus Group). This statement questions the idea of ‘normal,’ confirming what was mentioned in 

the community member’s group about the adjustment for newcomers to understand a new 

educational system. This adjustment, as described by the second-generation participant in the 

community member group, required a change of values and knowledges, abandoning the 

‘important stuff’ in favour of majority views, like valuing sports over after-school tutoring. 

Similarly, the second-generation participant in the focus group also mentioned that his parents 

did not feel it necessary to communicate with his teacher. In his words, “They didn’t need to 

[connect with the teacher] because whatever the teacher said is what the teacher said” (Male 

Speaker 1, Community Member Focus Group). This reminded me of conversations I had had 
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with one of my EAL classes years ago. During a unit on schools, I had mentioned that parents 

could contact teachers with any questions or concerns. Some of my students expressed surprise, 

as this was not a common practice in their home countries. The significant differences between 

educational practices was explored by Hamm et al., who wrote, “Educators realize more success 

when they intentionally reach out to parents to inform, invite and include them in the school 

community” (Hamm et al., 2017, p. 58). Mehrunnisa Ahmad Ali also speaks to this issue, 

pointing out that while some parents can collaborate with teachers, parents who do not have the 

discursive tools, including the ability to navigate a European curriculum and a primarily white 

bevy of teachers, administrators, and school board trustees, are effectively silenced (2012).  

 In speaking about the adjustments required to adapt to a new educational system, one 

community leader participant said, “I assume that there’s some sort of immigrant, refugee 

teacher training overlap? I would assume?” (Male Speaker 1, Community Leader Focus Group). 

Another participant who had recently immigrated to Brandon with her children responded to his 

question, “No, no.” (Female Speaker 2, Community Leader Focus Group). Then he continued,  

“Really? I would assume that that would exist. That there would be some sort of 

discussion between children who are immigrating to a country and the education system 

that they're going to be plugged into. I assumed that there would be some sort of board or 

some sort of group of people who are like, you know, this might be helpful. (Male 

Speaker 1, Community Leader Focus Group)  

 

While some ‘discussion’ between newcomer families and the education system does happen 

locally through the “Welcome Centre,” when newcomer families come to enroll their children in 

school, and while there are some supports available like Settlement Workers in Schools (SWIS), 

these supports are aimed at answering questions about Canadian schools or Canadian settlement 

and providing information. They are not aimed at helping the Canadian educational system or 

settlement system adapt or change. On individual levels, these supports are beneficial. However, 
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on broader scales, they have not been mechanisms for systemic change. This is consistent with 

Ali’s research on cultural sensitivity in education, where individual teachers may make an effort 

to learn and adapt to become more culturally sensitive. Still, broader systems remained 

unchanged (Ali, 2012). It is also explored by Haberman (2010), who wrote, “Parent conferences 

give parents who are perceived as poorly educated or otherwise inadequate a chance to have 

things explained to them” (p. 82). This dispensing of information assumes that vast and complex 

differences related to multiple intersecting points of identity will be addressed with ‘having 

things explained’ rather than engagement in a dialogic process whereby multiple viewpoints are 

considered and change is possible in multiple directions.  

 To summarize this prompt, much of the discussion from both groups focused on the 

adjustments required to adapt to and understand a new country and a new educational system. 

These differences were recognized as something that would not necessarily automatically be 

comfortable, normal, or understood. Some community members were judgemental of newcomers 

for spending time or money differently than what they deemed worthwhile. This type of 

pressure, over time, can result in newcomers assimilating to the majority view, letting go of their 

values or ways. This could be seen in the stories shared by the second generation newcomer and 

his mother, both of whom had adopted these views (like enrolling children in sports being valued 

rather than academic tutoring or discussing a child’s education with their teacher). Ways of 

parenting and education are determined not only by cultural norms but are also dependent on 

each individual family’s or child’s context, preferences and circumstances. However, when 

newcomer families made these decisions, they were critiqued by community members who 

ascribed these decisions to newcomer families in one broad stroke. This is a familiar dynamic 

described by Black, Indigenous, and People of Colour. For example, the fear of being associated 
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with the stereotype of an ‘angry black man’ led Obama to be accused of showing too little 

emotion. Yet when he did express anger, it nearly cost him the presidency (Blake, 2010).  

 The advice of the community leader who concluded this prompt could provide a useful 

way forward. Holding discussions between newcomer families and the education systems that 

they will be ‘plugged into’ may offer new understandings and insights about the priorities and 

values of each.  While not newcomer focused, this dialogic approach is one employed by Circles 

for Reconciliation (CFR), a grassroots initiative that fosters relationship and dialogue between 

Indigenous and non-Indigenous participants. The challenge with these types of initiatives is that 

often the white group gains insights and knowledge, while the non-white participants share their 

time and expertise without a clear benefit. With interest convergence in mind, these initiatives 

will struggle to retain participants, as has been seen in the CFR movement. One way to address 

this concern may be to make the benefit of participation clear, such as recognizing the emotional 

cost of sharing about topics related to trauma, marginalization, racism, or other difficult topics, 

and paying for the expertise and time being offered.  

Prompt 6: Your child’s teacher sends paperwork for you to sign, and you don’t understand 

it. Move back one space. 

This prompt was answered by the educators, community members, and community 

leaders groups. When the educators focus group drew this prompt, they pointed out that they had 

talked about that a great deal already, and drew another card. After reading through the 

transcripts, they did share several stories with this theme. One was a response to the prompt 

about language when a participant shared about students whose parents did not understand what 

they were signing, and another in response to the prompt about children joining a club and 

making friends. One educator shared a story about parents who had the language to fill the forms 
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but didn’t have the knowledge about what they were asking. That prompted another story was 

about government bureaucracy, and the amount of paperwork required that was “actually quite 

difficult to do” (Male Speaker 1, Educators Focus Group). That was the extent of the discussion 

on the topic of paperwork from the educators group.  

The community members discussed this slightly more than the educators. After the 

prompt was read, one participant said to another, “This is – that’s your job” (Male Speaker 1). 

The person he was referring to was a school receptionist. Another participant asked, “Does that 

happen?” (Female Speaker 2), to which she replied, “All the time.” (Female Speaker 1). She 

continued, sharing that she feels uncomfortable answering questions that would be better 

answered by a healthcare professional. In her words, “When parents come in with their 

immunization papers for their child, they want to know what the HPV vaccine is, I’m like, ‘Can 

you just read it?’ I think it’s not on Google Translate” (Female Speaker 1). There could be many 

reasons why the receptionist was feeling uncomfortable, including a lack of knowledge about 

HPV, discomfort discussing issues related to sexuality, feeling like she was being asked to do 

things beyond her job description, or some other reason. However, the phrase, “Can you just read 

it?” is one that shows her belief that they should ‘figure it out’ on their own. For the newcomer 

parent, asking the receptionist was an attempt to ‘figure it out.’ Intersectionality analysis focuses 

on the processes by which power and inequity are produced (Hankivsky, 2014). The 

receptionist’s unwillingness to share knowledge in this situation excludes the newcomer family 

from the knowledge that they need to make informed decisions about health.  

After that, the conversation focused on translation tools and the capacity of Google to 

take a photo and translate it from the camera. Another participant suggested another solution: “It 
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seems like they should provide a link on the page where you could go and type it in, and it would 

be translated in a bunch of different languages” (Male Speaker 3).  

The conversation moved to story-telling, with one participant sharing a story about trying 

to explain a learning difficulty to a newcomer when the word did not exist in her language, and 

another telling a story about getting poison ivy, but the nurse was from another country and had 

never seen it before. While initially, these stories did not seem related to the prompt about 

paperwork, they nevertheless addressed the issue of different cultural understandings and some 

of the challenges in moving to Canada.  

Finally, in the community leaders' focus group, the conversation began with the group 

stating how much they hated paperwork, and empathizing with newcomers on this issue: “You 

don’t need to be from another country. (Laughs). I’m filling out forms, and I’m like, but I can't 

imagine what it would be like if English wasn’t your first language” (Male Speaker 2, 

Community Leaders Focus Group). Other participants agreed, adding words like “Terrible” 

(Female Speaker 1), and “It would be impossible” (Male Speaker 2). Participants pointed out that 

most of the paperwork was vitally important, such as health information or immigration 

information. Participants shared aspects of life that were first introduced through paperwork, 

after one participant pointed out that, “Your child would be excluded from some of the, like not 

just the extra-curricular, but even gym and a host of other things” (Male Speaker 2). After that, 

some older participants could not remember what paperwork was required, so multiple 

participants chimed in with examples like “allergies” (Male Speaker 4), or “pizza day” (Female 

Speaker 1).  

Another leader pointed out that depending on who was asked, the newcomer may receive 

different responses. She said, “Depending on the school and depending on the secretary, they 
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may have different levels of patience with parents coming in and not understanding things” 

(Female Speaker 1, Community Leaders Focus Group). I found it interesting that this was 

assumed to be the role of the school secretary because when I was creating the cards, it had been 

from my experience as an educator. However, both perceptions may be accurate. Indeed, the 

school receptionist in the community members group had had this experience, as had classroom 

educators in the educators' group.  

 One leader asked whether the local settlement agency was involved in helping to fill 

such forms, and I replied with information about SWIS (Settlement Workers in Schools), which 

was newly introduced to Brandon three years ago. Other participants pointed out that they felt 

“teachers are very helpful actually and accessible generally” (Female Speaker 2), or were 

“willing to go above and beyond” (Male Speaker 2) to help children succeed. But one participant 

then pointed out that this paperwork that was going home, and that meant that the children might 

be filling it out rather than the parents. This participant said, “I can understand as a parent my 

stress level, which is high, just went up more because I don’t understand what this says” (Male 

Speaker 5, Community Leaders Focus Group). However, to that, another participant pointed out, 

“The classrooms aren't that big that they're unaware. And when somebody new comes into the 

classroom, there's lots of meetings and conferences that happen through that” (Male Speaker 2, 

Community Leaders Focus Group). This resulted in a dismissal of the empathetic statement 

made prior. Rather than acknowledging that this would be a very stressful experience, they 

focused instead on their belief that ‘somebody would take care of it.’ I discuss this further below.  

Both groups empathized with the difficulty of the amount and content of paperwork. 

While the community members believed that the differences in understanding would be a 

significant barrier, and many shared personal experiences in encountering these barriers, they did 
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not focus as much on the teachers. Instead, the community members felt that some paperwork 

could be supported by other strategies, such as Google Translate, or providing a web link to 

translated documents. While this may be useful for some, it does not offer a one-size-fits-all 

solution. For example, some people do not have the literacy to read documents, whether 

translated or not. Even if they can, they may not have the digital literacy to use the internet or 

download documents. Even if they can do those things, they may not have a computer or device, 

or perhaps they do not have internet connectivity.  

Generally, the leaders' focus group felt that paperwork could be overwhelming or 

complicated. Instead, they focused on the professional capabilities of local settlement workers, or 

on teachers’ willingness to do the help required. This served as a way to avoid more profound 

discomfort or empathy. By focusing on ideas about how things have improved, and now there 

are lots of meetings about orientation, or on how teachers are good people and ‘generally 

available,’ they avoided taking any direct responsibility or deeper empathy. Desmond Cole 

speaks to this in his book, The Skin We’re In. He writes, “The idea that Canada’s racist injustices 

are not as bad as they could be—this notion of slavery lite, of racism lite, of what my friend calls 

the ‘toy version of racism’—is a very Canadian way of saying ‘remember what we could do to 

you if we wanted to’” (2020, p. 64).   

Prompt 7: In order to attend class, you must put your child in daycare, and the child has 

major separation anxiety and cries until he throws up. Move back two spaces.  

 This prompt was answered by the educators focus group, community leaders focus group, 

and the community members focus group. All three groups had answers on a spectrum from 

“they got to suck it up” (Male Speaker 5, Community Leaders Focus Group), to “If my child did 
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that we’d just pull him out” (Male Speaker 1, Educators Focus Group). I will analyze all three 

conversations below.  

 The community members group was the only group that empathized with the difficulty of 

separation anxiety compounded by immigration stress. One parent shared that her daughter had 

experienced deep anxiety when she began kindergarten. She said, “Every day I had to pry her off 

my leg, screaming, and crying, and it was like “I have to do this” (Female Speaker 2, 

Community Members Focus Group). I pointed out that as a Canadian parent, this participant had 

the benefit of understanding the language and probably trusted her teachers. I said, “Imagine if it 

was in a different country.” She said, “She’d be, like, ten times worse” (Female Speaker 2). 

Another participant who was a second-generation immigrant joined in with a story of a younger 

sibling who had also experienced similar separation anxiety and how his mother had handled it. 

He said, “Now, thinking back, I wonder how she felt every time she pulled away?” (Male 

Speaker 1). These moments, where people are struck by new thoughts, or deeper empathy, are 

rewarding to me personally, since empathy building was a large motivator for creating the board 

game.  

 In the community leaders’ focus group, one participant commented that he felt the 

underlying issue in this scenario was communication. He said: 

The issue would be just communication, I would think. You know, in terms of coming to a 

new culture where these two practices, one is unacceptable, one is acceptable right? And 

in terms of how do you communicate that? Like in Canada we find that that's OK, you 

know, this leads to independence. This leads to, you know, healthy expectations for 

parents and kids and stuff like that. But how do you communicate that to someone? (Male 

Speaker 1, Community Leader Focus Group). 

 

The underlying assumption in this statement is problematic. It assumes that the newcomer parent 

wants to raise their children in a ‘Canadian’ way, and the issue is only a lack of communication. 

This statement assumes that Canadian ways are superior and other methods of raising children 
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are harmful. This was the main thrust of Ali’s article on immigrant parents and their children’s 

teachers. She wrote, “While schools had created mechanisms for immigrant parents to learn 

about their children’s schooling and ‘Canadian ways of parenting,’ there were no corresponding 

opportunities for the teachers to learn about immigrant parents’ parenting beliefs and practices, 

and expectations from their children’s schools” (Ali, 2012, p. 210). As mentioned earlier, this 

was also explored in Haberman’s Pedagogy of Poverty (2010). He explained that in many 

schools, parent conferences are places where parents are perceived as deficit are given a chance 

to have things explained to them, rather than being engaged in a dialogic process.  

 The community leader group also focused on the differences in values. When one leader 

said, “The fact is, my granddaughter is going to have to face tough things later on. So she has to 

learn now. That's my value. How dare you tell me that my value’s not right?” (Male Speaker 5, 

Community Leaders Focus Group), another speaker pointed out that value differences exist 

between Canadian parents as well: “If you were younger, you’d be a helicopter parent and you’d 

be saying, ‘oh no, I have to stay here!’ That’s two cultures right in itself” (Male Speaker 4, 

Community Leaders Focus Group). This statement assumes that all younger parents are 

helicopter parents, which is yet another essentializing stereotype.  

At that point the conversation turned towards cultural differences, which included 

stereotyping like, “you bring in say the Chinese culture where if it's your first born and if it was 

a boy then he is your prince. You know he has to be taken care of utmostly [sic]” (Male Speaker 

4, Community Leaders Focus Group). This stereotyping of other cultures’ parenting styles was 

also seen in the educators group, for example, “They’re a lot more physical with their 

children…they let them run a little bit more free than our children. And so once they start 

Kindergarten it’s really hard for them to learn the structure of school and just follow the 
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routine” (Female Speaker 3, Educators Focus Group). As with the stereotype of Chinese 

parenting above, or young parents being helicopter parents, these stereotypes are flattened and 

harmful. Not only does the statement above include othering ‘their children’ and ‘our children’ 

language, but it was broadly applied to a very diverse group of parents. The assumptions with 

many of these essentializing stereotypes is a superiority of what is perceived to be “our” ways of 

parenting, even when how those ways are defined varies greatly.  

In the leaders group, I inquired further about the process of accommodation. The only 

newcomer parent in the room suggested that it should be a process involving both sides. She 

said: 

A bit of both, I'd say, you know I don’t think it's either or. I think there needs to be a 

process of moving that child into a place of feeling more safe which means you will have 

to work with the parent and the child as a teacher. And that happens in your own country 

too. I mean there are situations where you have a child who is just highly anxious or 

separation anxiety is high. So you'd accommodate that parent and the child in some way 

make that transition knowing they've got the added stress of immigrating. (Female 

Speaker 2) 

 

After her statement, other speakers agreed, including statements pointing out how this was not an 

issue unique to newcomers, like, “Canadians can have the same anxiety” (Male Speaker 1). The 

conversation ended with one suggestion: “A solution to this could be, as Grandpa, that I'm 

allowed to stay in class” (Male Speaker 5, Community Leaders Focus Group). It was 

encouraging that this grandpa went from “suck it up” to looking at alternate and flexible models 

that allowed for adaptations. This is a good example of why I made the methodological decisions 

that guided this study. Using a board game instead of a traditional focus group creates an 

experience where views and opinions are still shared, but the conversation becomes experiential, 

participatory, and both critical and pragmatic. Participants engage with one another and 

encourage each other to think in new ways. I no longer become the driving force in the group, 
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doling out questions and recording answers. Instead, participants themselves are the ones who 

shape and guide the conversation in ways that seem suitable to them. This process has suited me, 

as I am both a critical theorist and a pragmatic educator. Finding ways to provide opportunities 

for experiential learning while simultaneously conducting participatory research on a topic 

guided by critical theory has been deeply rewarding because of moments like this.  

Prompt 8: You took the bus to go EAL class. When people walked past you, they clasped 

their purses tighter or glared in your direction. By the time you got to class, you already 

wanted to go home. Move back two spaces. 

 When the community members group and educators groups drew this card, I asked, “Do 

you think that happens in Brandon?” Both groups immediately answered in the affirmative. The 

community member group had a very provocative discussion about one woman’s workplace (a 

school) where parent meetings were places where white people spoke and minorities listened. 

When I asked why they remained silent, multiple participants suggested reasons for their silence, 

including the new environment, lower levels of language ability, insecurity, or not wanting other 

people to look at them. This sentiment was also raised by Derwing and Waugh (2012). They 

pointed out that newcomers may be prevented from fully participating in society because of both 

lacks of official language proficiency or cultural knowledge. One participant then expanded from 

this particular organization to others in Brandon by saying, “I don’t think that’s just like at our 

[organization]. I think they would feel the same in every situation they were in that was with a 

similar dynamic of people there” (Male Speaker 3, Community Members Focus Group). As this 

participant recognized, these problematic dynamics are not limited to a particular organization or 

only to Brandon. The issues of racism are insidious and ubiquitous.  



213 

 

 The conversation then moved to story-telling. The single participant of colour at the table 

shared multiple stories of racism and discrimination that he had experienced or had witnessed. 

For example, he was yelled by a bystander after his car was rear-ended. As soon as he replied in 

fluent English, the bystander changed his tone. In the participant’s words, “The moment I opened 

my mouth and said, “She doesn’t have insurance,” then I could see the look on his face. I mean, 

like he put me in a completely different box. “Oh, oh, okay.” And then he drove off” (Male 

Speaker 1, Community Members Focus Group). He shared other stories about how his mother 

felt the need to display wealth to be perceived as equal: “She said it doesn’t matter how bad my 

English was, if I showed up with money, then I’m their best friend” (Male Speaker 1, 

Community Members Focus Group). He also shared about how White people in service roles 

hesitated to address him. He said, “She was like, (speaking slowly) ‘Hey, (name of daughter). So 

who did you bring with you today?’ And (daughter) was like, ‘Uh, my dad?’” (Male Speaker 1, 

Community Members Focus Group). Eve Tuck (2018) wrote about the fetishization of stories 

involving the pain of marginalized others. She quotes bell hooks’ (1990) observation: “No need 

to hear your voice. Only tell me about your pain. I want to know your story” (p. 343). This ‘tell 

me your story’ dynamic was viewed by some community leaders as an ‘opportunity,’ and a way 

to communicate value, which denies the voyeuristic desire described by Tuck, and also does not 

recognize the ways that power and social positioning can make such demands deeply 

uncomfortable and traumatic.  

 These stories prompted other participants to share stories of their own. One participant 

told a story of a small town in Manitoba where an Asian family ran the local grocery store: “They 

don’t talk about them. But they call it the Chinaman Store, which is terrible because they’re from 

Korea…I think that would be something that would be your typical small-town awfulness” 
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(Female Speaker 1, Community Members Focus Group). This prompted another participant to 

share a story about his grandfather, who was using a racial slur. The participant said, “My dad 

just of kind of looks at him and he’s like, ‘He doesn’t know any better. He’s never been taught 

anything different.’ And so he doesn’t know any better to not say that…No one’s ever taught him 

any different” (Male Speaker 3, Community Members Focus Group). I explored this statement 

earlier in Tension Six.  

 At that point, the conversation began focusing on ways to move forward. Two 

participants mentioned that they felt that rural areas were “like that” (racist) because “the same 

people lived there their whole lives” (Female Speaker 1 and Male Speaker 3). When I asked 

about whether there should be educational initiatives geared towards adults, one participant said 

she thought the response to such an endeavour would be: “Why would grandpa need to go to that 

class anyway? Grandpa is living just fine” (Female Speaker 1). This was compared to driving 

without seatbelts, by a participant who said, “He can just keep doing it the same way he’s always 

done it” (Male Speaker 3, Community Members Focus Group). The idea behind these comments 

is that the ‘way things are’ is good enough. For example, a person who has always driven 

without a seatbelt and hasn’t been harmed might say, ‘Well, I’ve never had a problem.’ This type 

of mentality selectively ignores the harms of racism. The idea that ‘Grandpa is living just fine’ is 

focused on Grandpa’s comfort, but misses the damage that Grandpa has caused as a result of his 

ignorance.  

Another participant said, “I think a lot of the mentality is, we were here first” (Female 

Speaker 1), and another joined in, “I was thinking that it’s our turf” (Male Speaker 1). This is 

problematic for its erasure of Indigenous peoples, and the language of ownership (‘my’ country). 

I pointed out that only a few generations earlier, they had probably been immigrants too and 
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were not in fact ‘here first.’ While they acknowledged that, they also said again, “Yeah, but we 

were here first…Like you just look at from when you arrived and moving forward, we were here 

first, right? No one really looks back” (Male Speaker 1, Community Members Focus Group). 

Again, this statement selectively focuses on what benefits the white person sharing it. ‘No one 

really looks back,’ is a choice to lay claim and selectively ignore the damage done to make that 

claim, and the damage done in maintaining it.  

After that, a participant shared something he had learned in a recent university class. In 

his class, a professor had used an analogy of a house and a yard to describe Indigenous peoples 

after the arrival of European settlers. The student told how in this analogy, he had been living in 

his ‘house,’ and then had been forced to leave and move into the garage because the settlers had 

claimed the house. Nobody commented on the irony of his statement, “This is my house! Why do 

I have to give up my house!” after a statement like “It’s our turf.” While the student participant 

was able to acknowledge the problematic claim to the settlers’ ownership over Indigenous lands, 

there was no resulting discussion about how this problematic settler dynamic has not changed 

and continues to exclude and marginalize newcomers from ‘our’ country. There are many factors 

at play in this conversation: age, willingness to embrace change, access to education, 

perspective, sense of ownership, and identity. Intersectionality suggests that these are not 

separate or additive factors, but instead they intersect and form barriers that maintain power.  

When the community leaders drew this card in their focus group, a participant 

summarized the card by saying, “Yeah, discrimination, stereotyped, pigeonholed” (Male Speaker 

1). After this, participants began sharing stereotypes: “You look like a terrorist” (Female Speaker 

1), “What’s another immigrant in Brandon! There are people who feel like that” (Female 

Speaker 2), and “They’re taking all our jobs!” (Male Speaker 5). The phrase, “There are people 
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who feel like that,” was a distancing phrase, as though to emphasize that these are stereotypes 

other people hold. However, the conversation that ensued only served as attempted justifications 

for the stereotypes they had just mentioned: “It’s been quite a change in the last fifteen years” 

(Female Speaker 1), and “I can understand that that’s a big shock” (Female Speaker 2); and 

“You come from a Judeo-Christian worldview. Our Western worldview. We have people coming 

now from different worldviews entirely. We don't understand them” (Male Speaker 5). This ‘we 

don’t understand them’ idea was explored by Wong and Guo, who wrote, “In many ways, 

contemporary racism in Canada is formulated and invoked as a defence of Canadian and western 

values and is profoundly a form of cultural fundamentalism that is racist in nature” (Wong & 

Guo, 2018, p. 5).  

The participants talked about how living abroad had equipped them to understand, which 

was a perspective I explored earlier in Tension 4. At that point, one participant empathized by 

saying, “You think, not just being a minority, but now you’d be, the assumption is you're a thief. 

Yes. Right. You are not welcome here. Like I mean, that’s, I don't think you could ever get used 

to that” (Male Speaker 3, Community Leaders Focus Group). 

 Notwithstanding these empathetic remarks, much of the conversation in the community 

members group remained focused on what they viewed as ‘positive efforts’ to embrace and value 

other cultures. For example, participants mentioned a local festival with cultural pavilions in a 

positive light (Male Speaker 1). What was lacking from these ‘positive’ remarks was the 

recognition that, as Gorski wrote, “many ‘celebrating diversity’ initiatives are crafted to help 

white students learn about diversity—not racism, but diversity—in ways that will be most 

comfortable for them” (Gorski, 2019, p. 59). Gorski goes on to explain that celebrating diversity 

without addressing racial inequity only serves to reify inequitable conditions.  
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When the educators' group drew this card, they shared stories in much the same way as 

the community members group. One educator said, “You know there's the public face. And 

there’s the private face. …And people who wouldn't say things in one situation, the private 

situation … I do hear things that really, especially from older men, right? Older working-class 

men that really do quite shock me. I'm not easily shocked” (Male Speaker 1, Educators Focus 

Group). This idea, that people will share racist views in some groups but not others, is explored 

by Hogg and Reid (2006), who point out that people in groups will comply with the norms of 

that group and that the norms shift depending on context. They write that belonging can 

influence behaviour: “In-group prototypes not only describe behaviour but also prescribe it—

telling us how we ought to behave as group members” ( p. 13).  

I inquired further, and he began telling stories about stereotypes he had heard of both 

Indigenous peoples and newcomers. After dismissing the Indigenous stereotypes as “a cultural 

belief in this subculture that reinforces their bigotries,” he then endorsed the newcomer 

stereotype by saying, “To be fair, some of the Nigerians in this town have actually earned their 

reputation.” He pointed out, though, that people tend to put a “stamp” on the whole 

demographic when one person “does not behave” (Male Speaker 1, Educators Focus Group).  

 Another educator pointed out that white people also misbehave, but this does not stamp 

the whole group. The original speaker agreed and went on to say that part of the problem was 

that people could not differentiate between those individuals and other members of the minority 

group.  Other stories of stereotyping, racism, and discrimination were shared in the educators’ 

group, including an account of people crossing the street, so they did not have to meet. One 

educator pointed out that the stereotype of “they’re taking our jobs” (Male Speaker 1) was 
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untrue, and expressed his opinion that the economic prosperity of Brandon was primarily due to 

immigrant labour.  

 To summarize this prompt, educators, leaders, and community members in Brandon 

acknowledged that resistance to newcomers and racism exists here. They shared stories of 

newcomers being silenced, avoided, criticized, or othered. The leaders' group, in particular, 

chose to focus on what they viewed as positive efforts of the city and individuals. In contrast, the 

community group decided to listen to the experiences of the person of colour at the table. This 

may be because the leaders' group was entirely white, or because the leaders themselves may see 

themselves as people who are in positions to lead changes. Or, it may be that facing the reality of 

racism in Brandon was uncomfortable for leaders who were in positions of power.  
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Chapter Seven: Recommendations and Ways Forward 

 This was a topic that came up frequently as participants discussed the issues of 

integration and education in Brandon. To answer the question of what recommendations could 

inform the host society and educational institutions as they seek to provide welcome, I examined 

all the data collected for suggested solutions, recommendations, or ways forward mentioned by 

my participants. I compiled these into the following recommendations, along with my own 

summary of productive ways forward. Several of the suggestions made by participants were ones 

that were included in the analysis above, and I did not include them here. For example, more 

than one participant suggested that newcomers should learn and embrace the ‘culture of Canada’ 

and that this should inform the education offered. While technically this was a recommendation 

made by my participants, it is problematic because of its one-directional stance. Therefore, this 

recommendation fit better in an analysis of perceptions, and not of recommendations. Another 

example of an excluded recommendation made by my participants was for newcomers to take 

classes to decrease their accent. Again, this fit better in the tensions described as examples of 

racism and othering based on linguistics, rather than on productive ways to move forward.  

Build on the strengths of rural communities 

 The concept of place plays an essential role in understanding how people form and 

uphold perspectives, and in rural areas, the idea of place informs perceptions of identity and 

politics (Walsh, 2012). Interpretations of who I am as an individual and who we are as a 

community is interwoven with place and rurality. In rural areas, in particular, place is a way of 

communicating belonging. In Walsh’s (2012) study of rural residents, she noted that when 

discussing the unequal distribution of power, values, and resources, urban residents mentioned 

race, political ideology or citizenship status. However, rural residents were more likely to 
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attribute these inequalities to place, arguing that urbanites made decisions without considering 

rural residents. This intertwining of place and identity can form a type of solidarity. It is essential 

to recognize that definitions of self and identity are social constructions (Hogg & Reid, 2006; 

Whitaker, 2019). ‘Rural’ is not only a marker of location; it is a sense of identity and belonging. 

Rural areas may express this solidarity through strong volunteer spirit, resilience, and tightly 

knit, supportive communities (Azano, 2015; Lam, 2019; Sawatzky, 2018). Many of my 

participants noted how vital these relationships and connections were to newcomers, employers, 

and organizations in the community.  

In light of this strong identity and belonging, this is not to say that newcomers are 

automatically granted access to this solidarity due to their physical location. In rural places like 

Brandon, this connectedness can be a barrier, such as one participant pointed out, when he said, 

“Brandon’s just a big boy’s event.” (Community Leader 4), or another when he said, “The job 

situation here is word of mouth, it’s who you know” (Male Speaker 3, Community Leader Focus 

Group). In Brandon, as in other places, context matters in light of what it means to welcome 

newcomers into this community. For example, an identity primarily based on values associated 

with small-farm agriculture is now commercialized into large-scale operations bringing in 

thousands of immigrant workers. The sense of nostalgia expressed by my participants is not only 

racialized, but it is tied to identity, values, employment, and sense of belonging. A line from the 

film Reserve107 can summarize: “A family farm was chosen for the lifestyle. But it’s not a 

lifestyle; it’s big business.” (Leitch, 2016). In this film from Saskatchewan, farmers discuss the 

changes they’ve encountered and what it means for identity, place, and reconciliation.  

It is also necessary to critique the praise of ‘volunteerism’ in rural communities. As Cann 

(2015) wrote, “the sacrifices of a few white, middle-class teachers are presented as reasonable 
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and honourable as compared with alternatives that require governments and districts to provide 

increased funding” (p. 310). Using an interest convergence analysis, praising volunteers and 

encouraging volunteerism is a low-cost way to offer settlement services and education in rural 

areas, rather than providing the necessary funding to launch such services with experienced and 

qualified professionals. 

However, community connections can also be a useful mechanism. One community 

leader noted how helpful it was for newcomers to hear about a program she ran through an 

“authoritative group” (Community Leader Interview 1). In her case, the third party 

recommendation of her program was helpful because of the connections they established.  

Another participant pointed out just how many businesses in Brandon had been started after a 

former arrangement between the local university and a town in China. Although this connection 

was “seemingly small” (Educator Interview 2), it had resulted in recruitment, retention, and 

economic growth. While trading favours based on relationships can be problematic for 

newcomers who do not yet have relationships locally, it is also an effective way of building 

relationships in Brandon. For example, as one educator shared, he helped a student with a 

university application, which resulted in him being invited to the student’s high school, which 

was something he had desired. This method for breaking into the in-group is not without cost, 

however. Providing a service or trading favours can be used to build relationships, but it requires 

time and effort.  

Building on the strengths of rural communities to welcome well requires a willingness on 

the part of Canadians to avail themselves to address the needs and desires of newcomers. This is 

much different than deciding what newcomers need and then developing a plan of action based 

on perceptions that may or may not be accurate. For example, as one participant in this study 
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said, we must not make decisions based solely on “spreadsheets” (Educator Interview 2) or 

separated from their context. Listening to and hearing what newcomers desire and need must 

come before trying to develop strategies of attraction and retention. It must also be built in to 

these strategies in an ongoing way. For example, another participant told a story about a student 

who had lived here for three years but had never known who to ask to teach her how to pay for 

parking. The participant said: 

I don't know how you can ever ask all the questions that they must have that they need to 

know… We're not doing a very good job of welcoming if we've missed pieces like that or 

haven't availed ourselves to answer questions like that. (Educator Interview 1)  

 

Not prescribing the information that the local community deems necessary for newcomers (Lam, 

2018a), but rather building on the strengths of relationships, and availing ourselves to listen and 

answer questions as needed, Brandon may be able to offer. As one participant said, “People are 

always willing to help each other because they know that it might be them who needs it later on” 

(Educator Interview 2).  

 This perspective, of learning which aspects of Brandon can be leveraged to welcome 

newcomers, is explored by Marc Valade. He describes the ‘wooing’ efforts small communities to 

entice newcomers to come and to stay. In his words, “Local stakeholders must learn which 

aspects of their community may be desirable to prospective immigrants” (Valade, 2019, p. 2). He 

explores desirable attributes of rural communities, including the local economy, population’s 

attitude to newcomers, available services, family-oriented quality of life, and education 

opportunities. In Brandon, participants mentioned “pull factors,” including affordability, safety, 

freedom, education, employment, family-friendliness, and personal connections. These local 

strengths are useful places to begin as Brandon tries to draw newcomers to the city, and building 
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on these strengths as we listen to the voices of newcomers can help us create conditions of 

welcome and hospitality.  

Create ways for newcomers to demonstrate professional knowledge 

In this study, stories of newcomers overqualified for their current positions abounded. 

One participant told a story of a dental hygienist who had to retrain after arrival in Canada. In his 

words, “there was no way for her to demonstrate her knowledge” (Community Member 

Interview 2). In rural areas, where it is more difficult to recruit professional labour, providing 

pathways, not just into Canada, but into the profession that gave them points in the first place, is 

imperative. One participant told a story about a small rural community in need of a lab 

technician and a family member of a newcomer she knew who was a lab technician wanting to 

come to Canada. But despite both the hospital board and the newcomer expressing interest, there 

was too much “political red tape to get through” (Educator Interview 1), and the people in that 

town currently drive 30 miles to go to the next hospital. Research with Canadian employers also 

shows that employers want simplified ways of translating, evaluating, and assessing foreign 

qualifications and credentials (Pollack, 2012).  

Post-secondary institutions also have barriers, as mentioned in Tension 2 about diversity 

hiring. As one post-secondary educator said, “If you don't have permanent residency, we 

probably can't hire you.” (Educator Interview 1). The same participant said, “We have this 

opportunity to hire some non-Canadians … and I think that that's such a huge opportunity for 

our kids, and we need to adjust the system because when the system was set up, we didn't have 

that opportunity” (Educator Interview 1). Reitz et al. confirm this view by pointing out that these 

barriers disproportionately affect visible minorities, which amounts to racial discrimination. As 

they write, “The view that ethnic minorities may possess technical qualifications but lack ‘soft 
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skills’ such as communication and decision-making perspective was found to play a significant 

role” (Reitz et al., 2014, p. 20). Hébert also wrote about this issue. She wrote, “Professional and 

academic knowledge possessed by immigrants is thus deemed inferior and discounted… the 

accreditation issue is the new strategy to maintain the subordination of immigrants and to 

reinforce the extant power relations in Canada” (Hébert, 2016, p. 209). The barriers toward 

finding meaningful employment have significant adverse effects. Not only do they effect income, 

but they have consequences on mental health and well-being (Hynie & Changoor, 2016).  

This discrimination can lead to decisions to assimilate majority-group norms, as a 

second-generation participant emphasized, and I explored in the earlier analysis. It was also 

investigated by Glen Coulthard, who is a member of the Yellowknives Dene First Nation and 

wrote about the challenges of gaining recognition. He wrote, “In order to be recognized, you 

have to make yourself like the power structure that is recognizing you. Recognition, as it always 

does, has a kind of assimilative pull to it.” (McFarlane & Schabus, 2017, p. 61). Hébert echoed 

this critique: “In Canadian immigration discourse, ‘integration’ refers to the desirable way by 

which newcomers should become members of the receiving society…the prevailing discourse 

endorses a conformity model” (Hébert, 2016, p. 219).  

 This is also true of education. As one educator pointed out, “I have real concerns that our 

system doesn't have a way to accept newcomer teachers into our system” (Educator Interview 1). 

She mentioned systemic barriers like certification restrictions that did not consider the amount of 

experience outside of Canada and the bias of hiring committees. Newcomer participants also 

noted this issue, citing high levels of education or experience that made them too “expensive” 

(Newcomer Interview 1) for entry-level positions. As Reitz et al. pointed out, barriers are 
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numerous and complex. In exploring Stats Canada data, they found that 71% of newcomers 

reported encountering at least one obstacle to accessing a job at their level (Reitz et al., 2014).  

 The issue of credential recognition is one raised by Wilkinson et al. in their exploration of 

school-to-work transitions of newcomer youth. Since all the participants in my study were adults 

beyond high school, credential recognition was raised mainly concerning professional skills and 

training. However, as Wilkinson et al. point out, the issue is not limited to professionals but can 

also impact high school students. As they wrote, “Foreign credential recognition is a significant 

problem” (Wilkinson et al., 2012, p. 31). There is a need to create ways for newcomers to 

demonstrate their knowledge that can mitigate these barriers. This is particularly true in rural 

areas, where recruiting qualified personnel can significantly impact the provision of services in 

the community. One community leader summarized this recommendation well. He said,  

There needs to be a flexibility in the program to allow people who have vast amounts of 

experience to maybe get into a placement that's even better for them. Right? But then that 

would be the work of the programmers' side of things not on, which it should be. Right? 

Like we’re the country that people immigrate to. So our emphasis should be on our 

program being as flexible as it can be for those people who come here. (Male Speaker 1, 

Community Leaders Focus Group) 

Address racism 

 Nearly every participant in this study shared stories of experiences with racism. Perhaps 

they heard a snide comment while in line at a grocery store, or maybe it was a group of friends 

chatting over coffee. Other racism explored in the study was more systemic and was revealed 

through the perceptions and responses to the prompts, which reiterated white norms and served 

to justify racist practices. This perpetuation of white norms is deeply intertwined with power and 

identity. The repetitive stereotypes, like the idea that all newcomers are hardworking, were 

compulsively shared by the white participants. These compulsive “discoursive strategies” 

(Applebaum, 2012, p. 617) safeguard dominant ideologies from being challenged, and they 
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maintain group identity (Hogg & Reid, 2006). However, as Applebaum pointed out, “Agency is 

to be found in the possibility to disrupt the repetition of social norms” (Applebaum, 2012, p. 

624). It is precisely by acknowledging these discursive patterns, recognizing their lack of 

legitimacy, and then responding differently that they can be destabilized. However, it is essential 

to point out that interrupting these patterns carries personal risk such as in-group exclusion, no 

longer being perceived as likeable, or burnout (Gorski, 2008, 2018; Hogg & Reid, 2006).  

One participant suggested that addressing racism begins with acknowledging its existence 

and sharing stories. She said, “Acknowledgement. I think it starts with acknowledging that you 

even are prejudiced because I think that's where people start to change... And I think for people 

to tell stories. I think to tell their stories; I think that's what … touches people's hearts when 

people hear other people's stories” (Community Leader Interview 2). Another participant 

pointed out the necessity of humility. He said, “There needs to be a humility and a willingness to 

change” (Community Member Interview 2). This theme of sharing stories is at the heart of 

narrative inquiry. Although not the methodology of this study, nevertheless, stories were 

interwoven throughout the study. As Clandinin (2006) wrote, “It is a commonplace to note that 

human beings both live and tell stories about their living. These lived and told stories and talk 

about those stories are ways we create meaning in our lives as well as ways we enlist each 

other’s help in building our lives and communities”. Telling stories that counter the dominant 

narratives are also a crucial part of Critical Race Theory (Milner, 2007; Solorzano & Yosso, 

2001). Such stories were interwoven throughout this study, from the mini-narratives of the 

‘experience cards,’ to some of the stories told by participants in response, to the group discussion 

and further storying of those responses. These stories informed the answers to the research 

questions since “participants construct stories that support their interpretation of themselves” 



227 

 

(Duff & Bell, 2002, p. 209). I would add that these stories support their interpretations not only 

of themselves but of the place in which they find themselves, the systems, institutions, 

relationships, and social structures.  

Many participants pointed out Brandon’s general culture of sticking to the ‘old ways,’ or 

hesitancy to embrace change. Others pointed out the necessity of relationships. One participant 

pointed this out by sharing a story of a rural area where someone who had lived there for 25 

years was still considered new to the community. Miriam Toews explores a similar dynamic in 

her book, A Complicated Kindness (2016). This story follows a young girl growing up in an 

isolated Mennonite community. She wrote, “That’s the thing about this town—there’s no room 

for in between. You’re in or you’re out. You’re good or you’re bad. Actually, very good or very 

bad. Or very good at being very bad without being detected” (p. 10). This “in or out” mentality is 

similar to the dynamic where an outsider remains outside even after 25 years.  

But as one participant said, change does not require discarding everything that has come 

before. In his words, it is not, “out with the old, but the whole idea is how do we still honour and 

value these outcomes and traditions and goals or whatever in light of change” (Community 

Member Interview 2). This idea of ‘keeping the good’ is one that honours the tradition of small-

town hospitality, neighbourliness, and welcome, while recognizing that the demographics of 

Brandon have changed and the method of delivering these traditions may also need to change. As 

one educator said, “My responsibility as a teacher is always to meet the students’ needs in the 

class and as students’ needs change, my teaching has to change” (Educator Interview 1). This 

was also explored by Hamm et al. (2016), who wrote about leading a diverse school through 

demographic change: “Leaders must support all stakeholders they serve” (p. 211).  
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One participant pointed out the discrimination she faced in entering a professional career. 

She had to enter the occupation under her level of qualification and skill, and then work to 

change the perceptions around her. She said: 

Unless they’re at a place where they don’t have a choice, then you become the choice 

because they just don't have another option. So they use you, but over time, though, what 

I notice is that when you start working with these organizations and they realize that you 

are a professional and your work ethic begins to speak for itself, then that perception 

slowly begins to change. But I mean, I don't know why from the onset you cannot see it 

that way. (Newcomer Interview 1) 

The phrase “I don’t know why from the onset you cannot see it that way” is backed by research 

that shows that Black people feel they have to prove themselves before establishing trust, and 

that their acceptance is conditional on their performance (Anderson, 2015).  

As immigration to Brandon changes the demographics of the city, it will require changing 

definitions of an ‘ideal candidate.’ Within education, the need for systemic change in this area 

was explored by Schmidt (2015), who wrote, “Systemic discrimination continues to exclude 

many teachers who do not fit the dominant characteristics (white, Canadian-born, monolingual 

English-speaking)” (Schmidt, 2015, p. 585). This dynamic was expressed by participants in this 

study, as well.  As people spend time in diverse spaces, they encounter “evidence that negates 

their pre-existing beliefs” (Whitaker, 2019, p. 6). One way to address negative stereotypes is to 

develop emotional connections between different group members in ways that focus on, as 

Whitaker wrote, “others’ self-definition, rather than social perceptions of them” (Whitaker, 2019, 

p. 9).  

It is important for white people not to move too quickly from acknowledging racism to 

providing solutions. Like other discoursive moves described in this dissertation, focusing on 

‘okay then, so what can we do’ repositions the subject of critique as now the agent of change 

(Ahmed, 2007). As Ahmed wrote, “If we want to know how things can be different too quickly, 
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then we might not hear anything at all” (p. 165). Instead, keeping critique open allows the 

discomfort to do its work, making visible the habits, routines, discoursive moves, and diversions 

that priorize white comfort over true equity.  

Acknowledge resourcefulness and provide resources 

 Due to globalization, local resources, like Century 21 Realty videos, or YouTube videos 

of newcomers describing pros and cons of living in Brandon, are able to be accessed anywhere 

there is a device with an internet connection. This can contribute to a new level of information 

that can be accessed by newcomers, even pre-arrival. At the same time, participants mentioned 

resources that they believed would be useful for newcomers coming to Brandon. These included 

technology-based resources such as digital translation and increasing supports like translation 

services, transportation, and settlement workers in schools. One participant mentioned that 

although support and resources do exist, sometimes access is a challenge (Educator Exit Slip 4). 

One of the challenges for providing dedicated support services in Brandon is that 

immigration numbers are not always high enough to pay for designated personnel. One 

participant said, “There wasn't anybody doing it… they don't really have time for it, and so it 

slowly but surely degenerated to very low numbers, increases in fees that make no sense on any 

on any level” (Educator Interview 2). Newcomers also mentioned money issues. One participant 

pointed out that it seemed unreasonable for a place actively recruiting foreign labour to charge so 

many fees to the people it was trying to recruit. She said, “You know you need this skill set. But 

at the same time, these persons coming in, they have to pay all the fees associated with the 

application process. Nothing is being waived even though you know you need them for your city 

to function” (Newcomer Interview 1). Newcomers also mentioned financial struggles related to 

housing and suggested that help be provided to find affordable housing for newcomers. The 
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barrier of housing is explored by Hiebert (2017), who pointed out that raising immigration 

numbers has a significant impact on both local housing prices and the struggle with housing 

affordability. In Brandon, where the vacancy rate in the rental market sits at less than one 

percent, and housing prices increased by 150% between 2002 and 2012, this can undoubtedly be 

seen (Robinson et al., 2013). Addressing housing, Hiebert suggested improving orientation 

services to provide newcomers with information about pathways to housing success and expand 

the availability of subsidized housing. While his focus was on urban centres, Brandon has also 

experienced increased housing costs and fewer available subsidized units (BW Ferguson & 

Associates Ltd., 2017), so this advice is applicable.  

 Flexible models of service delivery and the need for flexible policies were mentioned 

several times as a solution to some of the barriers that exist in Brandon. For example, allowing a 

grandfather to stay with a young child in childcare was mentioned as a possible solution to a 

child experiencing separation anxiety and immigration stress. This was also emphasized by 

Wilkinson and Garcea, who explored the economic integration of refugees in 2017 and included 

a discussion of the difference between who is eligible for services in theory and what happens on 

the ground. They wrote, “In practice, high demand for services, the need for childcare, and 

clashes between work schedules and service hours likely limit the ability of some permanent 

residents to access services” (Wilkinson & Garcea, 2017, p. 8). Providing resources that can 

address these barriers, such as increasing childcare supports or providing flexible service hours 

and delivery, is needed. This is consistent with an intersectional approach that recognizes the 

complex factors behind integration barriers. As I have explored earlier, the complex factors 

behind these obstacles require solutions that can be responsive to this complexity. This was 

explored by Kaushik and Walsh in their 2018 analysis of intersectionality theory as a way to 
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understand settlement and integration needs of skilled immigrations in Canada. They wrote that 

“to remove or mitigate the obstacles, government agencies, immigrant serving organizations, 

funders, and activists advocate for social services and support that are more responsive to the 

specific needs of immigrant communities” (Kaushik & Walsh, 2018, p. 27). Intersectionality as a 

method of analysis, they argue, is a useful way to understand the complexity of these needs.  

Acknowledge complexity 

As just mentioned, sometimes the paths of integration are more complex than anticipated. 

For example, the children of one of my participants were not only transitioning from another 

country’s education system to Manitoba’s but had been homeschooled up until arrival in Canada. 

They were not only learning how Brandon is different than their former city, but they were also 

in the classroom for the first time. Using intersectionality to inform integration pathways requires 

a move away from linear models and programs to a responsive, flexible model. For example, 

assuming that sponsored refugees who arrive will first take two years of language classes and 

then find a job is too narrow a pathway. It does not allow for the flexibility necessary to 

accommodate the real lives of many newcomers. The reality is much more complex, nuanced, 

and ‘messy’ (Grzymala-Kazlowska & Phillimore, 2018). ‘Sponsored refugees’ as a category is 

very broad, and can be broken down in any number of categories. Within these categories, 

further diversity can be found. From an intersectionality perspective, “inequities are never the 

result of single, distinct factors. Rather they are the outcome of intersections of different social 

locations, power relations and experiences” (Hankivsky, 2014, p. 2).  Rather than attempting to 

develop ‘one size fits all’ approaches to settlement and integration, or attempting to understand 

integration outcomes based on single-axis studies, it is necessary to acknowledge complexity, 

including the processes that reproduce power and inequity (Kaushik & Walsh, 2018). In this 
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study, this meant acknowledging the tensions inherent in perceptions of integration, and the 

compounding ways that language, accent, race, gender, nationality, and other factors of identity 

influence experiences of integration. Examples of how the experiences and living conditions of 

people in Brandon are affected by these social structures are woven throughout this study. 

Teasing apart these layers can allow policymakers or service providers useful information about 

how to target their services (Kaushik & Walsh, 2018). For example, after recognizing that 

women with young children were often excluded from language learning classes because of a 

lack of childcare, two local service agencies partnered together to launch a joint program where 

early childhood educators were employed to work with the children while their parents (mostly 

women) studied language. The program also included a whole group component that focused on 

parent-child activities. This program addressed the barrier of childcare, but there were other 

factors that also needed to be addressed. Many of the women did not have access to 

transportation. To address this, the program coordinator began to arrange transportation using 

local taxis. Further complications arose around days when older children did not have school, 

such as Professional Development days. The program adapted, allowing older children to 

become ‘helpers.’ This program was an example of the flexibility and responsiveness mentioned 

earlier. It also highlights the need for an intersectional approach. Addressing only one barrier, 

such as childcare or transportation was not enough. In fact, sometimes addressing one barrier led 

to others, like when older children were permitted to attend and suddenly the transportation 

logistics became more complicated. In the words of Kaushik and Walsh, “There are mutually 

interlocked multiple systems of social stratification that may create unique settlement and 

integration needs” (p. 35). These systems are often interwoven with issues related to power, 

privilege, and marginalization.  
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Addressing racism or marginalization requires an acknowledgement of complexity. 

Drawing on intersectionality, we must understand our own various identities such as racial, 

gender, class, sexuality, nationality, language, accent, ability, age, religion, etc. and how these 

identities influence things like social standing in different contexts. We must then broaden the 

complexity by sharing this awareness with others collectively (Dei, 2001).  

One way to think about the complexity is to draw from Applebaum’s notion of shared 

responsibility. By combining insights from Young’s concept of social connection and 

accountability, and Butler’s insights on the way power forms identities, Applebaum (2012) 

suggested that we need to think about responsibility for inequity or structural injustice as 

something shared, rather than focusing on causality or individual action. She uses the example of 

a sweatshop, asking who is ultimately responsible for reprehensible working conditions. With an 

individual model of responsibility, only the garment manufacturer is liable. However, with a 

more robust model of accountability that acknowledges power dynamics, others are also 

responsible, including consumers. Thinking about the complexities of settlement, and the myriad 

ways that racism, norms, perceptions, and other contextual factors impact settlement 

experiences, a model that cannot capture how both individuals and systems are related to 

perpetuating these norms is not sufficient. Instead, we need to recognize that it goes beyond a 

‘two-way street’ to a much more complex ecosystem. Deeper understandings are aided by the 

kind of intersectionality analysis found in this study. For example, exploring dominant norms 

and responses to settlement experiences from multiple vantage points allows for different 

understandings of the challenges faced by newcomers in Brandon. Acknowledging complexity 

requires a rejection of simplistic comparisons or flattened justifications. It also points to practical 
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ways to intervene, including challenging repetitive discursive strategies that uphold stereotyped 

or racist views.  

Foster education that “moves people forward” 

 One participant noted the differences in source countries and how their education does 

not always align with Canada’s system. He suggested finding ways to cast a wide net of 

enrolment into an education system that “helps them move forward” (Community Leader 

Interview 3). This idea of moving people forward involves gradually and gently pushing (not 

straining) to encourage engagement with difference (Whitaker, 2019, p. 11).  

 While at first, this seems like a simplistic view of education, it aligns with what Peter 

Moss describes:  

The individual is not preformed but is the product of social relations and learns in 

relationship with others; that the autonomous human being is free only if in balanced 

relation with the community; and that choice has individualistic and collective 

meanings…What is needed is a theory of change that does not assume some grand design 

for global education but offers the prospect of gradually gaining ground through 

participatory change. (Moss, 2008, p. 117) 

 

Education that ‘moves people forward’ is also described by George J. Sefa Dei (2001), who 

argues that “all learners can begin where they are at” (p. 139).  

 When thinking about education that “moves people forward,” an important question to 

address is, “toward what?” What is the purpose or goal of this forward movement? This question 

is addressed by Carl Grant (2012), who wrote, “Education is about the cultivation of a 

flourishing life” (p. 910). This cultivation is one that is responsive to the identities, cultures, and 

histories of students. It is nurturing of growth, with “awareness of the multitude of good lives 

and the multiple ways in which lives can be helped to flourish” (p. 915).  

Schools and immigrant parents have been shown to have different expectations and 

assumptions about one another (Ali, 2012). The majority of teachers are White, middle-class 
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women who have limited experience working cross-culturally and whose “norms” about 

development, teaching, and experience are largely based on their own cultural community (Ali, 

2012; Howard, 2016). Within these classrooms come immigrant children from families where 

success in school is largely believed to be the pathway to success (Ali, 2012). There can be a 

significant disconnect between the expectations and experiences of these two groups. In rural 

areas, where educators may be unfamiliar with the benefits of a multicultural classroom, 

affirming these varied identities can be difficult. In addition, rural areas often lack the rich 

supports of ethno-cultural community groups.  

Educational programs which target youth integration usually focus on the initial period of 

settlement but longer-term support is needed (Hébert, 2016). This support is needed even for the 

second generation, who may become disillusioned with the “myth” of Canadian multiculturalism 

as they encounter systemic barriers and racism in the larger society (Ali, 2008). For refugee 

youth, as well as newcomer youth with lower French or English language, and those who were 

incorrectly placed in classes, educational outcomes and labour market outcomes are poorer 

(Wilkinson et al., 2012). This points out the false assumption that youth are resilient and that all 

barriers such as interrupted schooling, language learning, credentialization, lack of support, 

trauma, and adaptation will be easily overcome simply through the virtue of youth (Wilkinson et 

al., 2012). In providing education for newcomers and their families, stable, long-term 

educational programming is needed which can provide flexible solutions to barriers, a school 

community that is humble and that views newcomers as a valued part of their community, a 

curriculum that is designed for the flourishing of all students, and pedagogical practices that 

support and nurture all learners.  
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 A way forward may be to educate both Canadians and newcomers of all ages about their 

rights and corresponding responsibilities. Howe and Covell effectively showed the results of 

educating children about their rights and responsibilities. They wrote that “children who learn 

about their rights are concerned with the rights of others because they identify with those others, 

and because they are driven by a sense of social justice and empathy, rather than duty or charity” 

(Howe & Covell, 2010, p. 100). While their scope was on children’s rights, this may be 

extendable to the rights and responsibilities of newcomers and the host society. As we come to 

understand that our rights and freedoms are intertwined with others, our sense of justice and 

ethics will expand to “responsibility and obligation to others linearly through the local to national 

to global community” (Pashby, 2011, p. 427). This sense of communal responsibility is echoed 

by Dei (2001), who argues that all have an investment in either maintaining or resisting the 

status quo, and though these investments are different from one another, they are nevertheless 

connected. This sentiment was echoed by a newcomer participant who wrote, “Involving every 

person to provide or grow an environment that allows acceptance and growth together” 

(Newcomer Exit Slip 5). An educator also mentioned the need for increased communication 

between different systems. They wrote, “Educational institutions should be in touch with schools 

and workplaces to understand better what the immigrants and their children are coming in 

contact with” (Educator Exit Slip 5). As Portelli and Konecny wrote:  

[Democratic education] is based on equity rather than simply equality of opportunity, 

diversity and difference rather than conformity and normalization, substantive and 

controversial issues rather than cold procedures and facts, taking a fair stand rather than 

pretending to be neutral and reproducing current injustices, and finally, embracing social 

activism rather than simply deliberating and discussing. (2013, p. 93) 

 

 Education that moves people forward can also move educators forward themselves. As 

Lyle Hamm wrote, “Teaching in the diverse classroom and lifelong learning go hand in hand” 
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(2014, p. 2). One participant in this study told a story about a student who stopped her after class 

and debriefed the class with her. She described how that experience opened her eyes: 

I talk about things that are important to me personally are important, you know I talk 

about sports, I talk about things that are going on in our local communities, and I 

anticipate that the people in the class are going to understand that, they're going to 

respond to that, they're going to interact with that. And it was a big ‘aha’ for me to go, 

ooh I left that person completely out of a whole bunch of discussion. (Educator Interview 

1)  

 

Mehrunnisa Ahmad Ali wrote about building mutually respectful and cooperative 

relationships between newcomers and Canadians within school systems. She included many of 

the suggestions mentioned by my participants, such as acknowledging historical and current 

injustices, discussing different values, practices, beliefs, and habits, sharing stories, and 

negotiation towards common goals (Ali, 2012). Massfeller and Hamm addressed teachers 

directly: “Please prepare yourselves to teach and serve a diverse student body now and in the 

future. And if your classrooms are not culturally, linguistically, religiously, and racially diverse, 

we encourage you to be mindful that you are preparing students for a diverse world” (Massfeller 

& Hamm, 2019, p. 21). Lotherington summed it up nicely: “We educate for the future, not the 

present, and certainly not for the past, though past learning informs future directions” 

(Lotherington, 2017, p. 16).  

 Examining education includes work toward reconciliation. One participant acknowledged 

the Euro-centric curriculum by saying, “It would be good if the Canadian curriculum could 

include a lot more about other countries and cultures rather than just spending time on Canada 

and Great Britain” (Community Leader Interview 3). This is similar to what George Dei (2001) 

wrote, quoting a participant: “You have to realize that what you recognize as universal is, quite 

often, exclusionary…curriculum should include the experiences of all people, not just the so-

called ‘normative’ outlook” (p. 151).  
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This participant recognized the challenges of providing such an education: “The teacher 

would have to be aware of that.” Teachers may not feel prepared to teach diverse students or a 

diverse curriculum (Mak & Kennedy, 2012; Piquemal, 2004; Sleeter, 2017), yet it is imperative. 

The idea that teachers’ knowledge, beliefs, and attitudes are crucial is one explored by 

Kubanyiova and Crookes (2016). They wrote that in addition to the conceptual understanding 

required to teach, teachers must also understand the system of which they are a part. This means 

understanding their institutions and their roles, and also the larger society, power dynamics, and 

ideologies. This was also explored by McArthur, who argued that education must not be 

‘artificially separated’ from the broader community (McArthur, 2010).  

This topic was also raised in a focus group by a participant who said, “It’s like, ‘Well, it’s 

our country.’ …Like, well, if you really want to go there, then we need to introduce the 

Indigenous component” (Male Speaker 1, Community Member Focus Group). Finally, a 

newcomer participant pointed out that immigration and decolonizing education were connected. 

She said, “Immigration matters. And I think Canadian history too because as we go back and 

look at people, Okay so you have the first people …so it is a long history there in that sense” 

(Newcomer Interview 1). I found it interesting that the topic of Indigenous history and continued 

presence came up in a study not designed to elicit these topics. The fact is, they are interwoven. 

As educators, we must look at our portrayal of our history and who we centre in those narratives. 

We also must critically look at the social behaviours we may have adopted as part of our colonial 

past. For example, as Melina Laboucan-Massimo wrote: 

We must be aware of how the harmful aspects of this predatory society have seeped into 

our lives, so that we may shed our involuntary inheritance of colonial behaviours: 

hierarchy, dominance, profit, greed, immediate gratification, and caring more about our 

egos and personal gain than the well-being of others. (Laboucan-Massimo, 2017, p. 38) 
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Decolonizing education means expanding our view from ‘fixing deficits’ or ‘closing the 

achievement gap,’ to take a broader look at power and identity (Cummins, 2017). The literature 

on decolonizing education, post-colonial theories, or ways that Indigenous peoples have asserted 

their rights to sovereignty in education can provide useful insights or ways forward (Sharma, 

2020).  

Plan for the long term 

 Planning for Brandon’s future means looking at immigration as an integral part of the city  

 

and community development. As one of my participants said: 

  

What do you want for the community? What do you want this community to look like in 

10, 20, 30 years time? Because if they don’t decide that, like quickly enough, then over, 

you'll see them still being back at point A trying to get people to come in because even 

when they get these people to come in, they're not going to stay at Maple Leaf forever 

because people are coming with certain qualifications and as soon as they can stand on 

their feet, they're going to move on… if these are the areas that you're lacking in the 

community, work with the university to devise some programs or some courses where you 

can train students to fill these positions. (Newcomer Interview 1) 
 

This rotation of recruiting newcomer labour to provide short-term solutions is costly and time-

consuming. Maple Leaf is the largest draw factor in newcomer recruitment. But meat processing 

is a labour intensive job that is difficult on the body. Also, many newcomers come with high 

levels of skills and qualifications. Several of my participants recognized this and suggested that a 

way to help Brandon grow and retain newcomers would be to provide job opportunities at 

multiple levels across different industries. One newcomer wrote, “Immigrants should not only be 

seen as persons to fill lower-end jobs” (Newcomer Exit Slip 6). Diversifying job opportunities 

means addressing systemic barriers that newcomers face, such as linguistic discrimination, 

racism, and stereotyping.  
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Newcomers also mentioned the need for advanced level programs for training and the 

need for facilitated entry into higher-level positions. Although the local university graduates 

qualified international students every year, it is difficult for them to find meaningful 

employment. This was also pointed out by Naomi Alboim, who explored factors that contribute 

to welcoming communities in rural areas. She suggested that although small centres cannot 

provide everything, there are strategic ways that local stakeholders can support the long-term 

retention of newcomers. These strategies include working with local universities and colleges to 

welcome and support international students and help them transition to permanent residence 

(Alboim, 2016). Currently international workers are actively recruited locally for low paid 

positions. Long-term planning also requires diversifying positions at all levels. More than one 

participant pointed out a disparity in education, recruiting higher levels of newcomers whose 

children attend local schools while the teaching force and board of education remain white.  

 Understanding the needs of the community and planning accordingly means considering 

the increasing population, needed resources, methods for attracting investment, and looking at 

the desired long-term effects and opportunities of immigration. As one participant said: 

So they have a new school coming, they're going to need more teachers. Where are you 

going to get those teachers from? You know that kind of thing. How do you want your 

school population to look like in terms of the staff? Do you want it to look like, say if 

you're going into [name of local school]? Can the students identify with that Chinese or 

somebody from India, Filipino that kind of thing. You know how do they identify with 

their group? And it's not about taking away people's job, but it’s just reflecting what your 

society is. (Newcomer Interview 1) 

Long-term perspectives are necessary for societies that desire to support newcomers well. We 

need, as Yvonne Hébert wrote, “a long term perspective, rather than short term fixes” (2016, p. 

223). 
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Foster belonging 

 As one participant pointed out, “We’ve got good parkas. We can navigate all of the 

weather things, but if you don’t have a place where you feel like you belong, that would [cause 

you to leave]” (Community Leader Interview 5). When I asked what he thought would foster a 

sense of belonging, he first pointed out ethnocultural groups described in the section above. This 

is supported by Bragg and Wong, who pointed out the detrimental effects of Canada’s shrinking 

family reunification programs on feelings of belonging (Bragg & Wong, 2016).  However, the 

participant then moved on to point out that the “receptivity of the community to embrace who 

they are” was also a factor. It is not only ethnocultural group belonging that matters. The host 

society also matters. A newcomer participant also tied these two concepts together. She said, “I 

think education will play a big role in terms of changing the perception because people want to 

come here and feel included. Inclusion is a big thing” (Newcomer Interview 1). This idea is one 

explored by Duff, who wrote, “Their [newcomers] concerns—not just about surviving and 

thriving but also belonging—may be acute” (Duff, 2015, p. 58).  

 One way to foster belonging is to provide access to cultural spaces that are a place of 

“escape” (Community Member Interview 2). However, in addition to designated cultural spaces, 

there are other ways to foster belonging. Belonging needs to be intentionally enabled through 

access to cultural areas as well as in cross-cultural spaces. Cross-cultural spaces, or places where 

regular social contact between groups is fostered, can challenge stereotypes and interrupt 

narratives that estrange or marginalize (Anderson, 2015).  

For example, multiple participants mentioned the need for information about and access 

to extra-curricular activities. One of my participants spoke about her shock when she came here 

and saw the costs associated with extra-curricular activities for her children. She suggested an 
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increase in activities like fishing, canoeing or sports. In her words, “You have people who have 

got the money, or you know the income to do it, they all go on the holidays or go on camping 

trips, but then there's a whole portion of the population that just can't do anything” (Community 

Leader Interview 2). Another participant mentioned dance, hockey, soccer, and other sports to 

connect with the broader community. However, he also recognized that “It also takes money, and 

I understand that’s a big barrier” (Community Leader Interview 4). 

Educate community members 

 A newcomer participant said this succinctly: “Educate the people in the 

community/children on the importance of respecting other people’s culture” (Newcomer Exit 

Slip 3), and another wrote, “Sensitize the locals” (Newcomer Exit Slip 5). The educators in the 

study also recognized this. The need for educational initiatives designed to educate Canadians is 

also supported in the literature. Derwing and Waugh called for developing what they called 

“awareness-raising activities for native-born Canadians, some of whom hesitate to engage in 

conversation with those whose mother tongue is not English or French” (Derwing & Waugh, 

2012, p. 1).  

This was also explored by Daniel Hiebert, who believed that by imposing barriers such as 

lack of credential recognition, newcomers were not viewed as competitive labour against 

Canadian-born workers. His view is that if the obstacles were removed, public support for 

immigration would drop, as they would then be directly competing with the Canadian middle-

class (Hiebert, 2006). If this is true, educational efforts must not only focus on the benefits of 

multiculturalism in the broad sense (i.e. look at all the different foods we can now eat) but must 

also include a social justice aspect (i.e. what is right and ethical?).  



243 

 

One newcomer described the need for educating the mainstream in detail in an interview. 

She said,  

The general population, they’re not understanding. Sometimes when you go and look at 

Facebook and see some of the comments, oh, they're coming to take the jobs that you 

know that kind of [thing], so you realize that. So there needs to be education to say, these 

are issues, these are challenges from what we're seeing. These are the numbers, so 

people can understand … you have to look at it, like double. Not just from an immigrant 

perspective but from their perspective too. (Newcomer Interview 1) 

This perspective is supported by Jack Jedwab, who wrote that Canadians are largely unaware of 

immigration levels and intake numbers. Many Canadians (1 in 4) believe the country takes in too 

many immigrations, but do not know how many. He argues for public education that can explain 

the process of these decisions, along with their impacts (Jedwab, 2016). 

 A community leader mentioned the need for Brandonites to recognize “how our city 

benefits on many levels from having people from around the world come” (Community Leader 

Interview 5). He spoke of both financial benefits as well as the benefits of diverse perspectives.  

Participants mentioned the need for educating white Canadians by telling stories of other 

racist people. One participant went farther to discuss how to interrupt and challenge these 

stereotypes and discussed how to bring about change in Brandon. He said, 

The way we look at the world doesn’t necessarily come from rational argument. You can 

win an argument with somebody, but it doesn't necessarily convince them. There’s is a 

very big difference between changing some of these minds and actually winning an 

argument. I think we make changes by actions. People form opinions by what they hear 

and what they say, especially if something is repeated so that people repeatedly hear it. 

People expressing displeasure about the things that have previous been said. And then I 

think that people will change. (Educator Interview 2)  

 

Critical Race Theory recognizes that privilege and oppression are linked. As McKinney 

wrote, “True social change is dependent on the re-education of the privileged, as well as the 

disempowered” (Mckinney, 2005, p. 380). Although intersectionality is most often used to 

analyze overlapping and compounding marginalizations, it has also been used to look at ways 
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that privileged identities also compound power (Straubhaar, 2015). In a document analysis of 

twelve months of journals during his time as an international development worker, an 

ethnographer concluded that the “various intersections of privilege only further compounded my 

own sense of entitlement and lack of recognition of my privilege” (Straubhaar, 2015, p. 385).  

 While learning about differences is important, there is also the need to accept differences 

even while we are still learning. This is counter to many of the processes of integration, which 

aim either to make the newcomer more similar to white Canadians (assimilation) or to educate 

Canadians about other countries’ histories, often essentializing or homogenizing in the process 

(Hamm et al., 2018). Instead, integration requires, as Hébert writes, “to accept difference, 

understand it for what it is, without feeling the need to change it for something familiar to 

ourselves” (Hébert, 2013, p. 7).   
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Chapter Eight: Discussion 

Summary 

 Given the increasing push toward regionalizing immigration outside of large urban 

centres, the underrepresentation of rural areas in migration research, and the increase in 

xenophobia and racism on the world stage, I became interested in learning more about how 

newcomers are welcomed in rural areas. I wondered if the small-town nature of a place like 

Brandon might lead to experiences of hospitality, warmth, and welcome, or whether newcomers 

would encounter barriers to integration unique to rural Manitoba. My specific purpose was to be 

able to answer how community leaders, educators, community members, and newcomers 

themselves perceive integration in Brandon, and how they respond to discussion prompts drawn 

from real-life integration experiences. I also wanted to collect experiences of newcomers as they 

integrated into Brandon and recommendations they and other stakeholders made that could 

inform the role of educational institutions and the host society in rural areas as they seek to 

address the needs of newcomers. These goals were in line with the need raised in a recent 

research and policy brief about rural immigration, in which the author wrote, “knowledge about 

immigrants’ challenges, interests, dreams, and trajectories is lagging in many of these 

communities for lack of experience and outlook on cultural diversity” (Valade, 2019, p. 3). If 

rural communities are targeted as places for increased immigration, we must understand more 

about the specific challenges and experiences newcomers have in rural areas and explore ways to 

educate local populations. Using a creative qualitative methodology, this study aimed to do both.  

 In my analysis of the perceptions of different groups of stakeholders towards newcomer 

integration, I found that many tensions existed between viewpoints. It was common for people to 

think newcomers are overqualified for their jobs, but also common for them to express the idea 
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that they are more grateful for those jobs. Stereotypes about newcomers being more hard-

working existed alongside perceptions that diversity hiring affects White people negatively. 

Participants recognized that newcomers might feel lonely and long for larger ethnocultural 

community groups, but they also believed this isolation would lead to greater integration and 

language learning. Participants recognized that the mostly white majority held power in Brandon, 

but some believed that extensive travel equipped these power holders to understand and relate to 

the needs of newcomers in Brandon. 

Similarly, some participants felt that Brandon had become very diverse, but there was 

also a recognition that finding acceptance and belonging required jettisoning aspects of culture 

that were “not-white.” Stories of racism were plentiful, and there was a perception that 

multiculturalism required resilience and hard effort, not only for newcomers but for everyone. 

Brandonites viewed themselves as friendly but also told many stories about being 

inconvenienced by multiculturalism or multilingualism. Brandonites recognized the benefits of 

immigration to their city, but they also believed that newcomers needed help and advice. Other 

tensions included ideas of belonging and assimilation, good intentions and ignorance, going too 

far or not far enough, communication, and factors in how newcomers choose to stay or go. 

Simply put, there are no simple responses to the complex issue of perceptions toward 

newcomers.  

 In my analysis of the various responses to the discussion prompts in the board game, I 

found similarities and differences. When multiple stakeholders played the board game, they 

responded to real-life discussion prompts in various ways. However, some of the discursive 

patterns reflected and reinforced the tensions described above. For example, some participants 

chose to focus on ‘clear communication,’ requiring newcomers to standardize accents, while at 
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the same time holding the belief that they were friendly and welcoming. It was common for there 

to be significant differences between the three groups that were primarily Canadian, and 

newcomer voices in the study or broader research from newcomer perspectives.  

Newcomers have both positive and negative experiences when they settle and integrate 

into Brandon, and participants included discussions of ways to move forward in positive 

directions. I will now explain how these tensions, responses, experiences, and recommendations 

can be combined to explore newcomer integration in Brandon, MB.  

Interpretation 

Nine years ago, when I was teaching English as an Additional Language to adult 

newcomers in Brandon, a student confided to me about a racist incident she had experienced 

while at the grocery store. I desired to comfort her but little understanding of how such incidents 

were connected to the broader narrative and perspectives of newcomer integration in Brandon. I 

remember attributing the incident to the work of ‘one bad apple,’ and assuring the student that 

most Manitobans in Brandon were not ‘like that,’ and did not share those views. Now, as I am 

writing this concluding chapter, I can explain more accurately that racism is not only the result of 

a single ‘bad apple,’ but is pervasive, insidious, and harmful and that one need not be filled with 

hate to perpetuate racism or to benefit from the marginalization of others.  

In this study, I used the board game initiative as an educational intervention. I sought to 

educate the local community while gaining insights about the role of the host society and 

education in providing an environment of welcome for newcomers settling and integrating into 

Brandon, Manitoba. An additional focus came through the application of Critical Race Study and 

Intersectionality. Rather than describing what I was doing to educate about diversity, Critical 

Race Study and Intersectionality moved the analysis forward. I am now not only telling “What [I 
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am] doing to whiteness,” as Sara Ahmed wrote, but also, “what whiteness is doing” (Ahmed, 

2007, p. 150). Thus, this dissertation is only not a description of experiences and perceptions of 

integration in Brandon, but about how racism impacts these experiences, how whiteness forms 

perceptions and norms, and how any recommendations forward need to include an understanding 

of the ongoing pervasiveness of racism.  

As explored in this study, people in Brandon may simultaneously believe conflicting 

ideas or hold stereotypes that counteract each other. They also frequently take conversational 

detours that assuage guilt or comfort group members while avoiding the hard work of listening 

and reflecting on complicity in a racist system. Desmond Cole calls this “white supremacist 

improv” (Cole, 2020, p. 32). Critical Race Theory argues that the question is not does racism 

exist? but rather, what are its effects? What this dissertation shows is that understanding the 

nature of racism in Brandon from intersectional and CRT lenses can inform recommendations of 

ways to move forward in reducing harm. I have shown that discrimination is found in both racist 

acts of personal hatred and systemic barriers, injustice, and inequity.  

Smaller centres are actively recruiting newcomers, and immigration is often touted as a 

solution to ageing populations and the need for labour. In this environment, it is imperative to 

have initiatives that can address racism, build on the strengths of rural communities, and move 

people forward. To foster an environment where newcomers feel a sense of belonging, long-term 

planning, education, and dedicated resources are needed.   

As I laid out each perception side by side, I was struck by how often they were at odds 

with one another. I came to recognize that some perceptions were held up not because they were 

true, but because they performed an emotional task for the participants. For example, when 

discussing the underemployment of professional immigrant workers, participants also felt it 
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necessary to include statements about how they were just happy to have a job. These perceptions 

jointly held a sense of discomfort. In the group dynamic, the second perception served to ease the 

pain of the first perception. The participants knew it was not right that newcomers are frequently 

underemployed. When confronted with this inequity, they reduced the discomfort by holding up 

another perception that lessened the first. From a Critical Race Theory perspective, this has 

implications for moving forward with positive social change. The idea of interest convergence 

suggests that the white majority will need to somehow benefit from anti-racism for it to succeed. 

As Starkey (2016) wrote of the current Black Lives Matter movement, “America is far more 

likely to make Black lives matter if doing so also makes white lives better. The moral arc of the 

universe does not naturally bend toward justice. Wise women and men coerce it to bend that 

way” (p. 2). Interest convergence suggests that a strategic way to foster significant change will 

be to think about what the majority group might consider an interest in establishing a more 

equitable society. This can be seen in Brandon’s history of recruitment for foreign labour and in 

the current responses to the political climate, where organizations are motivated to renew 

commitments to racial equity or signal their solidarity by writing carefully worded statements on 

their various positionings. Whether these statements will result in meaningful difference is a 

matter of whether the accounts “set down which agents or institutions have the responsibility for 

securing that people receive what the policy entitles them to, and… resources for 

implementation” (Grant, 2012, p. 928). Accountability and resources are necessary, along with 

an understanding that majority-dominated institutions or organizations are unlikely to assign 

these resources or responsibilities unless they consider it in their best interests. Altruism and 

capitalism are unlikely bedfellows. Instead, those who want to promote positive social change 

must “sell” the benefits of this change to find “buy-in” from the majority. In education, this 
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means focusing on how multilingual and multicultural education benefit all students. In 

Brandon’s community, this means focusing on the ways diversity promotes more robust 

communities that benefit all.  

I do not know whether my student eight years ago was comforted by my insistence that 

many Manitobans in Brandon are friendly and supportive of her presence in Brandon. I have 

since deepened my understandings of the nuanced nature of how this friendliness and 

supportiveness look. There are not two separate camps, one with racist individuals and the other 

with friendly Manitobans. Instead, as this study has demonstrated, individuals can hold multiple 

and opposing views simultaneously. There are also forms of oppression within society that can 

compound barriers and marginalization. For example, a newcomer in this study described 

searching for other Black students, and the relief when she found a fellow Black student. She 

told of the discombobulation she felt, surrounded by white people all walking around with coffee 

mugs. Her experiences cannot be separated into categories of international student, female 

student, or Black student. She experiences them simultaneously. These intersectional, 

multidimensional realities require us to continually work to listen and educate ourselves and one 

another, resisting the urge to categorize and flatten these experiences into “single stories” 

(Adichie, 2009).  

 During the data collection stage of this project, very few of the perceptions mentioned by 

my participants struck me as being particularly unusual. Many of the perceptions were things I 

have heard most of my life, growing up in rural Canada. They are things I continue to hear as I 

discuss my dissertation work with my communities. This has been a source of consternation as I 

sought to write this thesis. I felt torn between what I have been socialized to do—don’t air dirty 

laundry, don’t throw your people under the bus, don’t go looking for problems—and what felt 
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honest and honouring to all voices, not only those who claim me as their own. In the end, I 

reconciled this tension by recognizing that movement toward equity is positive for everyone, 

even if there is discomfort along the way. “It is the critics who drive improvement,” Jason 

Lenner said, “It is the critics who are the true optimists” (Lenner, in Orlowski, 2020, 1:28:38). 

Being discontented with the status quo, and pointing out the ways we can do better is not a 

betrayal of my community, but a deeply loving act.  

 As a result of this study, I see at least three aspects of newcomer integration and 

education challenged by the complexity of the perspectives, responses, experiences, and 

recommendations made by participants in this study. First and perhaps most obvious, this study 

confirms the need for integration to be supported by educational initiatives flow in both 

directions of the ‘two way street’ of integration. While newcomers will still need access to 

language classes and other services and supports, there is a need for a broader range of clubs, 

programs, activities, classes, professional development, and other initiatives to educate white 

Canadians. Simply stating that integration is a “two-way street process,” is not enough. It must 

be matched by initiatives and long-term funding dedicated to providing an environment that is 

knowledgeable, educated, and understanding of the disparate experiences newcomers face.  

 The second aspect of newcomer integration and education that is challenged in this study 

is the notion that rural areas are a panacea for the problems of overcrowded cities, ageing rural 

populations, and the need for rural labour. While these economic needs are certainly driving 

factors in the popular Provincial Nominee Program, and initiatives like the Rural and Northern 

Immigration Pilot are building on these factors, employment is only one need among many. 

Arriving in Manitoba with a job in hand is a first step, but it must be matched by social initiatives 

designed to facilitate belonging and a sense of place. It also needs to recognize that the jobs 
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newcomers are arriving at are not always a good match for their background, skills, or 

experience. Providing ways for newcomers to demonstrate their professional knowledge is 

needed, along with recognizing that rural areas function differently than urban places. For 

example, in this study, many people mentioned the necessity of connections and community. 

Supporting pathways to create this community and belonging are needed.  

 Finally, this study contributes to a reconceptualization of equity in the role of the host 

society and educational institutions in welcoming newcomers outside of urban areas. The 

responsibility is not only on the newcomer to adapt. Even the metaphor of the “two-way street” 

between newcomers and Canadians falls short. Integration is a complex intersection of factors 

involving a myriad of perceptions, stereotypes, beliefs, and personal interpretations. This 

complexity must be reflected in the policies and programs created to support newcomer 

integration. Flexible models of service delivery, providing multiple methods of accessing 

information, various forms of demonstrating knowledge, and addressing the myriad of ways that 

racism impacts the experiences of newcomers are places to begin.  

Limitations 

 This study was a case study of Brandon, MB. While it is a unique location because of the 

proximity of a large meat-packing plant that actively recruits newcomer labour, a review of more 

cases might produce different insights or expand on what was learned from the Brandon location. 

I had initially planned this study as a multiple case study, using both Brandon, MB and Brooks, 

AB, as two locations with large meat-packing plants and high levels of rural immigration. 

However, after reflection, I decided to focus solely on Brandon. While I still believe Brooks 

would have been an interesting case study, the two areas are very different, both in population 

size (50,000 vs. 15,000) and political milieus. I revised the study to focus only on Brandon. 
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While other locations may provide new insights into rural immigration, the single site allowed 

me to explore the complexity of the data in greater depth and detail, allowing for insights that I 

might not have been able to find had I spread the study over multiple locations. While it does not 

invalidate this study, another limitation of the research is that the data, as analyzed, represents 

my understandings from a Western perspective and coloured by my perceptions and beliefs. 

Other views may illuminate the data in new ways.  

 Another consideration of the study was the way participants were represented. I opted to 

use numbers (Participant 1) instead of a more humanizing approach involving names to describe 

the data. Initially, the choice to use numbers was purely logistical, as there was a large amount of 

data and using numbers to correspond to a seating arrangement helped me keep track of the 

participants. While I could have gone back and ascribed pseudonyms following the analysis, it 

was uncomfortable because of the deep conversations around the sensitivity of naming, and the 

responses to prompt 1. In light of this, I kept the data with numbers, although in attempting 

similar studies in the future, I may ask participants to choose their own pseudonyms, which 

would have the benefit of humanizing the voices in the study without requiring me to undertake 

the complex and sensitive process of ascribing names.  

 Finally, another limitation of the study was that it only included newcomers who had 

high levels of English speaking ability. Newcomers who had lower levels of English may have 

unique experiences in Brandon, and these would not have been captured in this study. I am still 

very interested in the experiences, perceptions, responses, and recommendations of newcomers 

with lower levels of English and believe it would add another level of insight to what I have 

already learned about integration in Brandon. The choice to not provide translated material was 

largely pragmatic – the board game is currently only available in English. Also, my language 
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abilities are limited beyond English. While it would have been possible to work with interpreters 

and expanding this study to include non-English newcomer voices would be an exciting and 

fruitful study, it was not within my scope at this time.   

Suggestions for Future Research 

 Looking at newcomer integration in Brandon, MB has resulted in several directions for 

future research. This section will explore these research suggestions, which I have broken down 

into the following areas: (1) Exploring policy, programming, and pedagogy as it relates to 

newcomer education in rural areas; (2) Further exploration about mechanisms for promoting 

positive social change in rural areas; (3) The role of social networks in facilitating or blocking 

newcomer integration in rural areas; (4) The relationship between anti-racist education initiatives 

and the environment of welcome perceived by newcomers; (5) A multi-lingual exploration of 

newcomer integration in Brandon, Manitoba; and, (6) Further exploration of the relationship 

between Indigenous history, legacy, and local experiences and the experiences of newcomers 

settling and integrating into rural areas. 

 Exploring policy, programming, and pedagogy related to newcomer education in rural 

areas would provide further insights into both the assumptions made by the people who develop 

such policies, programs, and pedagogy, as well as the experiences of newcomers as they arrive 

and settle in rural areas. Specifically, it would be interesting to look at location-specific courses 

designed to welcome newcomers to that particular area or region. For example, in Brandon, there 

is a course called “Welcome Here.” It is a comprehensive course designed to introduce things 

like the local transportation system, grocery shopping, etc. Knowing the process of how this 

course was developed, why some aspects were prioritized, and how newcomers respond to such 

classes would be valuable. I would also like to know whether other rural communities have 
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developed their own “Welcome Here” courses, and how each one might reflect the unique nature 

of each community, and what similarities and differences might exist between them, and what 

that means for newcomers coming to rural areas.  

 One of the things that this study has shown is that education must also target white 

Canadians. This study had many stories of ‘grandpa,’ who meant well but was ignorant and 

racist. How does ‘grandpa’ change? An exploration of ways of promoting positive social change 

in rural areas may reveal insights into providing a better environment for welcoming newcomers 

to rural areas.  

 Another insight from this study is that the connectedness of rural areas can be both a 

benefit and a barrier. For some newcomers, this connectedness meant that they arrived at a house 

already furnished, and had people willing to help them because they were considered part of a 

community already. For others, it has meant barriers to employment and social integration. In 

rural areas, understanding the role that this community connectedness can play in the path of a 

newcomer might provide insights that can further inform the way settlement agencies and others 

seek to facilitate supports for newcomers. For example, if employment in rural areas is mostly a 

matter of ‘who you know,’ then employment supports must not only focus on building a good 

resume and practicing interview skills but must also focus on building relationships and 

networking.  

 The relationship between anti-racist education and the environment of welcome 

perceived by newcomers is a topic very closely related to this current project. In light of the 

protests following the death of George Floyd, and the resultant focus on anti-racism in schools 

and communities, it would be fascinating to monitor the effects of these initiatives on the 

perceptions of newcomers in rural areas. Do these initiatives result in concrete changes? What 
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factors are at work in promoting this change? If the same initiative is conducted in urban and 

rural areas, what do any differences in implementation and outcomes show about the nature of 

integration in those places?  

 As mentioned earlier, a multi-lingual study on the role of the host society and educational 

institutions in providing an environment of welcome outside large urban centres would expand 

the current study and provide new layers of insight about how newcomers perceive their 

integration.  

 Finally, in this study, the history and ongoing role of Indigenous peoples in Brandon 

came up both in discussions around power, privilege, and racism, but also in the 

recommendations of decolonizing education. Understanding more about how newcomers 

perceive and are educated about Indigenous populations and the history of Canada, and how 

these two groups may interact with one another, may provide insights about local experiences. It 

may also offer ways forward as we grapple with reconciliation, decolonization, and what it 

means to live with one another in this particular time and place.   

Significance 

 Rural immigration is underrepresented in existing literature, and this study responds to 

this gap by exploring the role of educational institutions and the host society more broadly in 

creating an environment conducive to belonging. Theoretically, the study provides concrete 

examples of ways racism is experienced in the particular context of Brandon, MB, and details the 

ways multiple social identities can be used to replicate or limit power. Methodologically, the 

board game provides an innovative way to approach data collection, where research participants 

are encouraged to discuss and share their experiences from multiple vantage points in a 

collaborative environment.  
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This study examining integration and the role of the host society and educational 

institutions is essential for three reasons: 1) It constitutes a starting place from which to 

understand increasing diversity in rural areas; 2) It illuminates ways to promote the effectiveness 

of regionalization strategies by suggesting ways that educational institutions and host societies 

can address the needs of newcomers; 3) It contributes to our understanding of human migration 

by focusing on areas that have been vastly underrepresented in the existing research literature.  

 Given the current emphasis on redistributing diversity and the increase in populism and 

xenophobia demonstrated in the news and other outlets, this research is vital because it offers a 

clear description of the role of host societies and educational institutions in providing a welcome 

to newcomers in a rural area. Understanding these roles is a crucial step in understanding 

integration and promoting retention in these locations. As one participant wrote, “Brandon 

recently launched the Rural and Northern Immigration Program. The city wants to attract more 

newcomers, but I do not believe it is adequately prepared” (Newcomer Exit Slip 5).  

 By exploring different stakeholders’ reactions to, opinions of, and experiences with 

various integration experiences, this study contributes to current discussions around newcomer 

integration. By using Critical Race Theory and intersectionality, this study provides a deeper 

understanding of ways racism and intersecting identities inform perceptions and experiences of 

newcomers in Brandon. These in-depth understandings allow for greater awareness of how 

newcomers are marginalized, othered, and excluded. This becomes important knowledge in 

counteracting exclusion and ultimately promoting social justice and equity.  

  



258 

 

References 

Abu-Laban, Y. (2013, December 18). The politics of immigration and the re-bordering of 

Canadian Citizenship [Video]. https://www.youtube.com/watch?v=CbnCKpMmINs 

Abu-Laban, Y. (2015). Transforming citizenship: Power, policy and identity. Canadian Ethnic 

Studies, 47(1), 1–10. https://doi.org/10.1353/ces.2015.0001 

Adichie, C. N. (2009). The Danger of a Single Story [Video].  

https://www.youtube.com/watch?v=D9Ihs241zeg  

Ahmed, S. (2007). A phenomenology of whiteness. Feminist Theory, 8(2), 149–168. 

https://doi.org/10.1177/1464700107078139 

Albers, G. (2015). Treaties 1 and 2. The Canadian Encyclopedia.  

https://www.thecanadianencyclopedia.ca/en/article/treaties-1-and-2 

Alboim, N. (2016). Attracting, retaining and integrating newcomers in smaller centres. Canadian 

Diversity / Canadian Diversité, 13(2), 27–30. 

Ali, M. A. (2008). Second-generation youth’s belief in the myth of Canadian multiculturalism. 

Canadian Ethnic Studies, 40(2), 89–107. https://doi.org/10.1353/ces.2010.0017 

Ali, M. A. (2012). The shadow of colonialism on relations between immigrant parents and their 

children's teachers. Alberta Journal of Educational Research, 58(2), 198–215. 

Anderson, E. (2015). The white space. Sociology of Race and Ethnicity, 1(1), 10–22. 

https://doi.org/10.1177/2332649214561306 

Anthias, F. (2008). Thinking through the lens of translocational positionality: An 

intersectionality frame for understanding identity and belonging. Translocations: 

Migration and Social Change, 4(1), 5–20. 



259 

 

Anthias, F. (2013). Intersectional what? Social divisions, intersectionality and levels of analysis. 

Ethnicities, 13(1), 3–19. https://doi.org/10.1177/1468796812463547 

Apple, M. W. (2008). Can schooling contribute to a more just society? Education, Citizenship 

and Social Justice, 3(3), 239–261. 

Applebaum, B. (2012). Reframing responsibility in the social justice classroom. Race Ethnicity 

and Education, 15(5), 615–631. https://doi.org/10.1080/13613324.2012.674028 

Arao, B., & Clemens, K. (2013). From safe spaces to brave spaces: A new way to frame dialogue 

around diversity and social justice. In Landreman, L. (Ed.), The Art of Effective 

Facilitation (p. 135-150). Stylus Publishing, LLC.  

Ashton, W. (2016). Immigration in five rural Manitoba communities with a focus on refugees: 

Boissevain-Killarney case study. https://www.brandonu.ca/rdi/files/2016/09/5MB-

Boissevain-Killarney-Case-Study-2016.pdf 

Ashton (Bill), W., Chung Yan, M., Francis, J., Galatsanou, E., Garcea, J., West, I. R., Kirova, A., 

McCoy, J., Pettigrew, R., Institute, R. D., & Wilkinson, L. (2015). Immigration 

settlement services and gaps in Citizenship and Immigration Canada's Western region. 

https://www.brandonu.ca/rdi/publication/immigration-settlement-services-and-gaps-in-

citizenship-and-immigration-canadas-western-region/ 

Ashton, W., Pettigrew, R. N., & Galatsanou, E. (2016). Assessment of settlement services 

systems in Western and Northern Canada: Perceptions of settlement provider 

organizations. Canadian Ethnic Studies, 48(3), 69–89. 

https://doi.org/10.1353/ces.2016.0026 

Azano, A. P. (2015). Addressing the rural context in literacies research. Journal of Adolescent & 

Adult Literacy, 59(3), 267–269. https://doi.org/10.1002/jaal.480 



260 

 

Banack, C. (2018, November 2). Rural ‘coffee sentates’ as an avenue for understanding 

communal attitudes towards minorities. Enhancing Inclusivity in Rural Canada 

Conference, Camrose, AB. 

https://drive.google.com/drive/folders/0AMkYGvhngKBYUk9PVA 

Banting, K. (2016). Beyond government by surprise: Governance in the immigration sector. 

Canadian Diversity / Canadian Diversité, 13(1), 8–10. 

Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design and 

implementation for novice researchers. The qualitative report, 13(4), 544-559. 

Bell, D. (1992). The Space Traders. In Bell, D. (Ed). Faces at the bottom of the well: The 

permanence of racism (pp. 158–194). HarperCollins. 

Bell, D. A. Jr. (1980). Brown v. Board of Education and the interest-convergence dilemma. 

Harvard Law Review, 93, 518–533. 

Bergold, J. & Thomas, S. (2012). Participatory research methods: A methodological approach in  

motion. Forum: Qualitative Social Research, 13(1), n/a.  

Black, C. (2014). Schooling the World: The White Man’s Last Burden [Video]. 

schoolingtheworld.org 

Blake, J. (2010, June 9). Why Obama doesn’t dare become the ’angry black man’—CNN.com. 

http://www.cnn.com/2010/POLITICS/06/08/rage.obama/index.html 

Blake, M. (2000, August 18). Rights for people, not cultures. National Post, 16. 

Boostrom, R. (1998). 'Safe spaces': Reflections on an educational metaphor. Journal of  

Curriculum Studies, 30(4), 397-408. https://doi.org/10.1080/002202798183549 



261 

 

Bragg, B., & Wong, L. L. (2016). “Cancelled dreams”: Family reunification and shifting 

Canadian immigration policy. Journal of Immigrant & Refugee Studies, 14(1), 46–65. 

https://doi.org/10.1080/15562948.2015.1011364 

Burstein, M. (2010). Reconfiguring settlement and integration: A service provider strategy for 

innovation and results. http://p2pcanada.ca/wp-content/uploads/2011/09/Reconfiguring-

Settlement-and-Integration.pdf 

BW Ferguson & Associates Ltd. (2017). Market analysis examining the need and demand for 

new residential housing in the downtown Brandon market. 

https://www.brandonu.ca/downtown/files/17-9018-Brandon-Student-and-Seniors-

Housing-Study-Dec-2017.pdf 

Byle, A. (2018, August 5). Canada’s border ‘crisis’ shouldn’t be a point of division. It should be 

a point of pride. CBC News. https://www.cbc.ca/news/opinion/canada-border-1.4774704 

Canadian Bar Association. (2016, November 8). Removing obstacles to family reunification. 

CBA/ABC National. http://nationalmagazine.ca/Blog/November-2016/Removing-

obstacles-to-family-reunification.aspx 

Cann, C. N. (2015). What school movies and TFA teach us about who should teach urban youth: 

Dominant narratives as public pedagogy. Urban Education, 50(3), 288–315. 

https://doi.org/10.1177/0042085913507458 

Carbado, D. W., Crenshaw, K. W., Mays, V. M., & Tomlinson, B. (2013). Intersectionality: 

Mapping the movements of a theory. Du Bois Review: Social Science Research on Race, 

10(2), 303–312. https://doi.org/10.1017/S1742058X13000349 

Carter, T. (2009). An evaluation of the Manitoba Provincial Nominee Program. Manitoba 

Labour and Immigration, 174. 



262 

 

Carter, T., Morrish, M., & Amoyaw, B. (2008). Attracting immigrants to smaller urban and rural 

communities: Lessons learned from the Manitoba Provincial Nominee Program. Journal 

of International Migration and Integration / Revue de l’integration et de La Migration 

Internationale, 9(2), 161–183. https://doi.org/10.1007/s12134-008-0051-2 

Casas, A. (2017, August 10). Canada’s migrant crisis: Hundreds crossing US border daily. BBC 

News. https://www.bbc.com/news/av/world-us-canada-40879869/canada-s-migrant-

crisis-hundreds-crossing-us-border-daily 

CIC News. (2019, January 29). IRCC stands by parents' and grandparents' expression of interest 

process. CIC News. https://www.cicnews.com/2019/01/ircc-stands-by-parents-and-

grandparents-expression-of-interest-process-0111802.html 

City, R. (2015, July 6). Donald Trump: Mexican migrants bring ‘tremendous infectious disease’ 

to US. The Guardian. https://www.theguardian.com/us-news/2015/jul/06/donald-trump-

mexican-immigrants-tremendous-infectious-disease 

Clandinin, D. J. (2006). Narrative inquiry: A methodology for studying lived experience 

.Research Studies in Music Education, 27(1), 44–54. 

https://doi.org/10.1177/1321103X060270010301 

Clandinin, D. J. (2013). Engaging in narrative inquiry (1st edition). Routledge. 

Clandinin, D. J., Pushor, D., & Orr, A. M. (2007). Navigating sites for narrative inquiry. Journal 

of Teacher Education, 58(1), 21–35. https://doi.org/10.1177/0022487106296218 

Clement, G., Carter, T., & Vineberg, T. (2013). Case study: The realigned system of settlement 

service delivery in MB 1999 to 2013 (Western Canadian Consortium on Integration, 

Citizenship, and Cohesion, p. 160). 

https://umanitoba.ca/faculties/arts/media/CaseStudy_RealignedSystemMB2.pdf 



263 

 

Coalition of Inclusive Municipalities (CIM). (2019). Welcoming immigrants and refugees to 

Canada - The role of municipalities: Toolkit for inclusive municipalities in Canada and 

beyond. https://newtobc.ca/2019/08/welcoming-immigrants-and-refugees-to-canada-the-

role-of-municipalities-toolkit-for-inclusive-municipalities-in-canada-and-beyond/ 

Cochran-Smith, M. (1995). Color blindness and basket making are not the answers: Confronting 

the dilemmas of race, culture, and language diversity in teacher education. American 

Educational Research Journal, 32(3), 493–522. 

Cole, D. (2020). The skin we’re in. Penuin Random House Canada Limited.  

Cole, E. R. (2009). Intersectionality and research in psychology. American Psychologist, 64(3), 

170–180. https://doi.org/10.1037/a0014564 

Cole, T. (2012, March 21). The White-savior industrial complex. The Atlantic. 

https://www.theatlantic.com/international/archive/2012/03/the-white-savior-industrial-

complex/254843/ 

Costigan, C., & Su, T. (2004). Orthogonal versus linear models of acculturation among 

immigrant Chinese Canadians: A comparison of mothers, fathers, and children. 

International Journal of Behavioral Development, 28(6), 518–527. 

https://doi.org/10.1080/01650250444000234 

Craft, A. (2014). Living treaties, breathing research. Canadian Journal of Women and The Law,  

26, 1-22. https://ssrn.com/abstract=3432790 

Creese, A., & Blackledge, A. (2010). Translanguaging in the bilingual classroom: A pedagogy 

for learning and teaching? Modern Language Journal, 94(1), 103–115. 

https://doi.org/10.1111/j.1540-4781.2009.00986.x 

https://ssrn.com/abstract=3432790


264 

 

Creese, A., & Blackledge, A. (2011). Separate and flexible bilingualism in complementary 

schools: Multiple language practices in interrelationship. Journal of Pragmatics, 43(5), 

1196–1208. https://doi.org/10.1016/j.pragma.2010.10.006 

Crenshaw, K. (1989). Demarginalizing the intersection of race and sex: A Black feminist critique 

of antidiscrimination doctrine, feminist theory and antiracist politics. University of 

Chicago Legal Forum, 1989(1), 31. 

Crenshaw, K. (Ed.). (1996). Critical Race Theory: The key writings that formed the movement. 

The New Press. 

Cummins, J. (2011a). Identity texts: The collaborative creation of power in multilingual schools. 

(M. Early, Ed.). Trentham Books. 

Cummins, J. (2011b). Literacy engagement: Fueling academic growth for English learners. The 

Reading Teacher, 65(2), 142–146. https://doi.org/10.1002/TRTR.01022 

Cummins, J. (2014). Multilingual education for social justice [Video]. 

https://www.youtube.com/watch?v=-P2cJa92vg8 

Cummins, J. (2017). Teaching minoritized students: Are additive approaches legitimate? 

Harvard Educational Review, 87(3), 404–425. https://doi.org/10.17763/1943-5045-

87.3.404 

Curtice, K. B. (2020). Native: Identity, belonging, and rediscovering God. Brazos Press. 

https://www.goodreads.com/work/best_book/73668486-native-identity-belonging-and-

rediscovering-god 

Dagenais, D., Toohey, K., Bennett Fox, A., & Singh, A. (2017). Multilingual and multimodal 

composition at school: 'ScribJab' in action. Language and Education, 31(3), 263–282. 

https://doi.org/10.1080/09500782.2016.1261893 



265 

 

David, E. J. R. (2013). Brown skin, white minds: Filipino-/American postcolonial psychology. 

Information Age Publishing. 

Dei, G. J. S. (2001). Rescuing theory: Anti-racism and inclusive dducation. Race, Gender & 

Class, 8(1), 139–161. JSTOR. 

Delgado, R., & Stefancic, J. (2012). Critical Race Theory: An introduction. New York 

University Press. 

Delpit, L. (1988). The silenced dialogue: Power and pedagogy in educating other people's 

children. Harvard Educational Review, 58(3), 280–299. 

https://doi.org/10.17763/haer.58.3.c43481778r528qw4 

Derwing, T. M., & Waugh, E. (2012). Language skills and the social integration of Canada’s 

adult immigrants. Institute for Research on Public Policy Study, 31, 1. 

DiAngelo, R., & Sensoy, Ö. (2010). “OK, I get it! Now tell me how to do it!": Why we can't just 

tell you how to do critical multicultural education. Multicultural Perspectives, 12(2), 97–

102. https://doi.org/10.1080/15210960.2010.481199 

Dixson, A. D. (2018). “What’s going on?": A Critical Race Theory perspective on Black Lives 

Matter and activism in education. Urban Education, 53(2), 231–247. 

https://doi.org/10.1177/0042085917747115 

Duff, P. A. (2015). Transnationalism, multilingualism, and identity. Annual Review of Applied 

Linguistics, 35, 57–80. https://doi.org/10.1017/S026719051400018X 

Duff, P. A., & Bell, J. S. (2002). Narrative research in TESOL: Narrative inquiry: More than just 

telling stories. TESOL Quarterly, 36(2), 207–213. https://doi.org/10.2307/3588331 

Epp, R. (2008). We are all treaty people: Prairie essays. The University of Alberta Press. 



266 

 

Epp, R. (2018, November 2). Reconciliation where it matters. Enhancing Inclusivity in Rural 

Canada Conference, Camrose, AB. 

Epp, R., & Whitson, D. (2001). Writing off the rural west: Globalization, governments and the 

transformation of rural communities. University of Alberta Press. 

Esses, V. M., Bennett-AbuAyyash, C., & Lapshina, N. (2014). How discrimination against 

ethnic and religious minorities contributes to the underutilization of immigrants’ skills. 

Policy Insights from the Behavioral and Brain Sciences, 1(1), 55–62. 

Esses, V. M., Hamilton, L. K., Bennett-AbuAyyash, C., & Burstein, M. (2010). Characteristics 

of a welcoming community (p. 121). http://p2pcanada.ca/library/characteristics-of-a-

welcoming-community-report/ 

Fang, F. (Gabriel). (2016). Investigating attitudes towards English accents from an ELF 

framework. The Asian Journal of Applied Linguistics, 3(1), 68–80. 

Freire, P. (1996). Pedagogy of the oppressed (revised edition). Penguin Books. 

Garcea, J., Wilkinson, L., & Canadian Electronic Library (Firm) distributor. (2017). The 

economic integration of refugees in Canada: A mixed record? Toronto, ON, CA: 

Migration Policy Institute. http://www.deslibris.ca/ID/10096009 

García, O. (2007). Intervening discourses, representations and conceptualizations of language. 

Disinventing and Reconstituting Languages, xi-xv.  

Gee, G. C., Ro, A., Shariff-Marco, S., & Chae, D. (2009). Racial discrimination and health 

among Asian Americans: Evidence, assessment, and directions for future research. 

Epidemiologic Reviews, 31(1), 130–151. https://doi.org/10.1093/epirev/mxp009 



267 

 

Giroux, H. A. (2003). Betraying the intellectual tradition: Public intellectuals and the crisis of 

youth. Language and Intercultural Communication, 3(3), 172–186. 

https://doi.org/10.1080/14708470308668103 

Gomm, R., Hammersley, M., & Foster, P. (2000). Case Study Method: Key Issues, Key Texts (1st  

edition). Sage Publications. 

Gorski, P. (2019). Avoiding racial equity detours. Educational Leadership: Journal of the 

Department of Supervision and Curriculum Development, 76(7), 56–61. 

Gorski, P. C. (2008). Good intentions are not enough: A decolonizing intercultural education. 

Intercultural Education, 19(6), 515–525. https://doi.org/10.1080/14675980802568319 

Gorski, P. C. (2018). Fighting racism, battling burnout: Causes of activist burnout in US racial 

justice activists. Ethnic and Racial Studies, 0(0), 1–21. 

https://doi.org/10.1080/01419870.2018.1439981 

Gottesman, I. (2016). The critical turn in education: From Marxist critique to poststructuralist 

feminism to critical theories of race. Routledge. 

Government of Canada. (2011). Evaluation of the welcoming communities initiative. 

http://www.cic.gc.ca/english/resources/evaluation/wci/section1.asp 

Government of Canada. (2012, October 31). Annual report to Parliament on immigration, 2012 

– Section 4: Integration of newcomers and Canadian citizenship. 

http://www.cic.gc.ca/english/resources/publications/annual-report-2012/section4.asp 

Government of Canada. (2018, July 30). Understanding Canada’s immigration system. 

https://www.canada.ca/en/immigration-refugees-citizenship/campaigns/irregular-border-

crossings-asylum/understanding-the-system.html 



268 

 

Government of Manitoba. (2017). The Manitoba Provincial Nominee Program 20th 

Anniversary. Manitoba Immigration and Economic Opportunities. 

https://www.immigratemanitoba.com/community-stakeholders/mpnp20/ 

Grant, C. A. (2012). Cultivating flourishing lives: A robust social justice vision of education. 

American Educational Research Journal, 49(5), 910–934. 

https://doi.org/10.3102/0002831212447977 

Grzymala-Kazlowska, A., & Phillimore, J. (2018). Introduction: Rethinking integration. New 

perspectives on adaptation and settlement in the era of super-diversity. Journal of Ethnic 

and Migration Studies, 44(2), 179–196. https://doi.org/10.1080/1369183X.2017.1341706 

Guo, Y. (2015). Language policies and programs for adult immigrants in Canada: 

Deconstructing discourses of integration. New Directions for Adult and Continuing 

Education, 2015(146), 41–51. https://doi.org/10.1002/ace.20130 

Gutirrez, K. D., Asato, J., Santos, M., & Gotanda, N. (2002). Backlash pedagogy: Language and 

culture and the politics of reform. Review of Education, Pedagogy, and Cultural Studies, 

24(4), 335–351. https://doi.org/10.1080/10714410214744 

Haberman, M. (2010). The pedagogy of poverty versus good teaching. Phi Delta Kappan, 92(2), 

81–87. https://doi.org/10.1177/003172171009200223 

Hamm, L. (2014). The culturally responsive classroom: A proactive approach to diversity in the 

classroom. Education Canada (Web Exclusive). https://www.edcan.ca/articles/the-

culturally-responsive-classroom/ 

Hamm, L. (2015). Hiring and retaining teachers in diverse schools and districts. In N. Maynes,. 

& B. Hatt, (Eds.), The Complexity of Hiring, Supporting, and Retaining New Teachers 



269 

 

Across Canada (p. 20). Canadian Association for Teacher Education/Canadian Society 

for Studies in Education. 

Hamm, L., Doğurga, S.-L., & Scott, A. (2016, April 1). Leading a diverse school during times of 

demographic change in rural Canada: Reflection, action and suggestions for practice 

[Text]. https://doi.org/info:doi/10.1386/ctl.11.2.211_1 

Hamm, L., Massfeller, H., Scott, A., Lafargue, C., & Matheson, J. (2017). Building intercultural 

bridges for peace in New Brunswick: Moving ideas into realities for sustainable futures. 

CAP Journal - The Canadian Resource for School Based Leadership, 25–28. 

Hamm, L., Peck, C. L., & Sears, A. (2018). ‘Don’t even think about bringing that to school’: 

New Brunswick students’ understandings of ethnic diversity. Education, Citizenship and 

Social Justice, 13(2), 101–119. https://doi.org/10.1177/1746197917699219 

Hamm, L. D. (2012). Intercultural research and education on the Alberta Prairies: Findings from 

a doctoral study. Journal of Educational Thought / Revue de La Pensée Educative, 46(3), 

219–232. 

Hamm, L. D., & Cormier, K. J. (2015). School leaders face complex racial issues in diverse 

schools and communities. Antistasis, 5(1). 

https://journals.lib.unb.ca/index.php/antistasis/article/view/22861 

Hamm, L. D., Massfeller, H., Scott, A., & Cormier, K. (2017). “They wanted to study us; They 

didn't want to help us": Socially just and participatory research methodologies for 

demographically changing schools. Journal of Contemporary Issues in Education, 12(1). 

https://doi.org/10.20355/C5S01T 



270 

 

Haneda, M., & Wells, G. (2012). Some key pedagogic principals for helping ELLs to succeed in 

school. Theory Into Practice, 51(4), 297–304. 

https://doi.org/10.1080/00405841.2012.726059 

Hankivsky, O. (2014). Intersectionality 101. The Institute for Intersectionality Research & 

Policy, SFU, 36. 

Harris, K. (2019, January 28). 27,000 parent, grandparent immigration spots snapped up in just 

minutes | CBC News. CBC. https://www.cbc.ca/news/politics/ircc-parent-grandparent-

sponsorship-filled-2019-1.4995806 

Hébert, Y. (2013). Cosmopolitanism and Canadian multicultural policy: Intersection, relevance 

and critique. Encounters on Education; Kingston, 14, n/a. 

Hébert, Y. (2016). Youth in plural cities, multiculturalism and citizenship: Policy challenges and 

opportunities. Foro de Educación, 20, 199–230. 

Heidi, B., Miller, A. B., Baldwin, H., & Abdi, S. (2011). New directions in refugee youth mental 

health services: Overcoming barriers to engagement. Journal of Child & Adolescent 

Trauma, 4(1), 69–85. https://doi.org/10.1080/19361521.2011.545047 

Hellstrom, M. (2018). Refugees discuss their settlement experience in New Brunswick. 

Migration in Remote and Rural Areas, 6. 

Hiebert, D. (2006). Winning, losing, and still playing the game: The political economy of 

immigration in Canada. Tijdschrift Voor Economische En Sociale Geografie, 97(1), 38–

48. https://doi.org/10.1111/j.1467-9663.2006.00494.x 

Hiebert, D. (2017). Immigrants and refugees in the housing markets of Montreal, Toronto and  

Vancouver, 2011. Canadian Journal of Urban Research, 26(2), 52-78. 



271 

 

Hogg, M. A., & Reid, S. A. (2006). Social identity, self-categorization, and the communication 

of group norms. Communication Theory, 16(1), 7–30. https://doi.org/10.1111/j.1468-

2885.2006.00003.x 

hooks, b. (1990). Yearning: Race, gender, and cultural politics. South End Press. 

Howard, G. R. (2016). We Can’t Teach What We Don’t Know (3 edition). Teachers College 

Press. 

Howe, R. B., & Covell, K. (2010). Miseducating children about their rights. Education, 

Citizenship and Social Justice, 5(2), 91–102. https://doi.org/10.1177/1746197910370724 

Huber, L. P., & Solorzano, D. G. (2018). Teaching racial microaggressions: Implications of 

critical race hypos for social work praxis. Journal of Ethnic & Cultural Diversity in 

Social Work, 27(1), 54–71. https://doi.org/10.1080/15313204.2017.1417944 

Huot, S., Dodson, B., & Rudman, D. L. (2014). Negotiating belonging following migration: 

Exploring the relationship between place and identity in Francophone minority 

communities. The Canadian Geographer / Le Géographe Canadien, 58(3), 329–340. 

https://doi.org/10.1111/cag.12067 

Hynie, M., & Changoor, T. (2016). Employment pathways for refugees: Barriers on the pathway 

to a good job and the importance of getting there. Canadian Diversity / Canadian 

Diversité, 13(2), 31–35. 

Immigrant Employment Council of BC. (2017). Mapping refugee skills and employer needs in 

Surrey and Abbotsford. https://iecbc.ca/our-work/programs/mapping-refugee-skills-and-

employer-needs-in-surrey-and-abbotsford/ 



272 

 

Immigrate Manitoba. (2020, May 12). Determine Your eligibility – skilled workers overseas. 

Manitoba Immigration and Economic Opportunities. 

https://www.immigratemanitoba.com/immigrate-to-manitoba/swo/swo-eligibility/ 

Immigration, Refugees and Citizenship Canada (IRCC). (2019, January 24). Rural and Northern 

immigration pilot: About the process. Government of Canada. 

https://www.canada.ca/en/immigration-refugees-citizenship/services/immigrate-

canada/rural-northern-immigration-pilot-about.html 

Jang, I. J., & Cordero-Pedrosa, C. (2016). To laugh or not to laugh at racist jokes. Peace Review, 

28(4), 474–481. https://doi.org/10.1080/10402659.2016.1237116 

Janks, H. (2004). The access paradox. English in Australia, 139, 33. 

Jedwab, J. (2016). Pick a number: The value of annual consultations on immigration levels. 

Canadian Diversity, 13(1), 11. 

Jedwab, J., & Wilkinson, L. (2016). When it comes to migrant belonging and trust, it's not about 

the money, money: A comparison of Canada's refugees and economic immigrants. 

Canadian Diversity / Canadian Diversité, 13(2), 19–26. 

Jin, J., & Ball, S. J. (2020). Meritocracy, social mobility and a new form of class domination. 

British Journal of Sociology of Education, 41(1), 64–79. 

https://doi.org/10.1080/01425692.2019.1665496 

Jothen, K. (2015). Immigrant labour market research report. Surrey Local Immigration 

Partnership. 

http://www.surreylip.ca/sites/default/files/SLIP%20Final%20Report%20November%206

%202015%20Low%20Res.pdf 

Kairos. (2012). The Blanket Exercise. Kairos Blanket Exercise Community.  



273 

 

https://www.kairosblanketexercise.org/ 

Kamin, D. (2020, August 25). Black homeowners face discrimination in appraisals. The New 

York Times. https://www.nytimes.com/2020/08/25/realestate/blacks-minorities-

appraisals-discrimination.html 

Kandiah, L. (2018). Refugee mental health: A review of literature on treatment, practices and 

recommendations. Journal of Ethics in Mental Health, 10, 1–19. 

Kaushik, V., & Walsh, C. A. (2018). A critical analysis of the use of Intersectionality Theory to 

understand the settlement and integration needs of skilled immigrants to Canada. 

Canadian Ethnic Studies, 50(3), 27–47. https://doi.org/10.1353/ces.2018.0021 

Kelley, N., & Trebilcock, M. (2010). Making of the mosaic: A history of Canadian immigration 

policy (2nd edition). University of Toronto Press, Scholarly Publishing Division. 

Keung, N. (2017, November 25). Immigration pilot program aims to draw newcomers to Atlantic 

Canada. The Star. https://www.thestar.com/news/immigration/2017/11/25/immigration-

pilot-program-aims-to-draw-newcomers-to-atlantic-canada.html 

Keung, N. (2019, January 24). Immigration minister unveils program to attract newcomers to 

rural areas. The Star. https://www.thestar.com/news/canada/2019/01/24/immigration-

minister-unveils-program-to-attract-newcomers-to-rural-areas.html 

Kilbride, K. M., & Ali, M. A. (2010). Striving for voice: Language acquisition and Canadian 

immigrant women. Current Issues in Language Planning, 11(2), 173–189. 

https://doi.org/10.1080/14664208.2010.505075 

Kouritzin, S. G., & Mathews, P. G. (2002). Policies affecting ESL instruction in Manitoba. 

Canadian Journal of Educational Administration and Policy, 22, 15. 



274 

 

Krahn, H., Derwing, T. M., & Abu‐Laban, B. (2005). The retention of newcomers in second- and 

third-tier Canadian cities. International Migration Review, 39(4), 872–894. 

https://doi.org/10.1111/j.1747-7379.2005.tb00292.x 

Kyriakides, C., Bajjali, L., McLuhan, A., & Anderson, K. (2018). Beyond refuge: Contested 

orientalism and persons of self-rescue. Canadian Ethnic Studies, 50(2), 59–78. 

https://doi.org/10.1353/ces.2018.0015 

Ladson-Billings, G. (2015, April 8). From colorblind to post-racial: Decoding race discourse in 

democratic America [Video]. https://www.youtube.com/watch?v=katwPTn-nhE 

Ladson-Billings, G., & Tate, W. F., IV. (1995). Toward a critical race theory of education. 

Teachers College Record, 97(1), 47–68. 

Lam, M. (2018a). ‘I put myself in my parents’ shoes:’ Dignity and dehumanization in EAL 

Classrooms. Canadian Journal for New Scholars in Education/ Revue Canadienne Des 

Jeunes Chercheures et Chercheurs En Éducation, 9(2). 

http://journalhosting.ucalgary.ca/index.php/cjnse/article/view/43276 

Lam, M. (2018b). “We can't paint them with one brush: Creating opportunities for learning about 

refugee integration. Refuge: Canada’s Journal on Refugees, 34(2), 103–112. 

Lam, M. (2019). Language education for newcomers in rural Canada: Needs, opportunities, and 

innovations. Journal of Rural and Community Development, 14(1). 

https://journals.brandonu.ca/jrcd/article/view/1596 

Lam, M., Rempel, K., Cronkrite, M., Graham, J. M., Delbridge, N., & Mowbray, A. (2017). 

2012-2016 trends and projections of Westman Immigrant Services (p. 53). 



275 

 

Larsen, M. A. (2015). Internationalization in Canadian higher education: A case study of the gap 

between official discourses and on the ground realities. Canadian Journal of Higher 

Education, 45(4), 101–122. 

Lee, E. (2011). Ethical issues in addressing inequity in/through ESL research. TESL Canada 

Journal, 31–31. https://doi.org/10.18806/tesl.v28i0.1080 

Leitch, B. (2016). Reserve 107: Reconciliation on the Prairies. Rebel Sky Media. 

https://www.reserve107thefilm.com 

Leung, C. (2016). English as an additional language – a genealogy of language-in-education 

policies and reflections on research trajectories. Language and Education, 30(2), 158–

174. https://doi.org/10.1080/09500782.2015.1103260 

Lewis, J. A., Mendenhall, R., Ojiemwen, A., Thomas, M., Riopelle, C., Harwood, S. A., & 

Browne Huntt, M. (2019). Racial microaggressions and sense of belonging at a 

historically white university. American Behavioral Scientist, 0002764219859613. 

https://doi.org/10.1177/0002764219859613 

Li, P. (2002). Destination Canada: Immigration debates and issues. Oxford University Press. 

Li, P. (2003). Deconstructing Canada’s discourse of immigrant integration. Journal of 

International Migration and Integration / Revue de l’integration et de La Migration 

Internationale, 4(3), 315–333. https://doi.org/10.1007/s12134-003-1024-0 

Li, Y. (2011). Translating interviews, translating lives: Ethical considerations in cross-language 

narrative inquiry. TESL Canada Journal, 16–16. https://doi.org/10.18806/tesl.v28i0.1079 

Lincoln, Y. (2018, May 18). Interview with Dr. Yvonna Lincoln during AERA 2018 NYC by 

Marc Spooner [Video]. https://www.youtube.com/watch?v=iDXC23yK13c 



276 

 

Lindaman, D., & Viala-Gaudefroy, J. (2020). Donald Trump’s ‘Chinese virus’: The politics of 

naming. The Conversation. http://theconversation.com/donald-trumps-chinese-virus-the-

politics-of-naming-136796 

Lotherington, H. (2013). Creating third spaces in the linguistically heterogeneous classroom for 

the advancement of plurilingualism. TESOL Quarterly, 47(3), 619–625. 

https://doi.org/10.1002/tesq.117 

Lotherington, H. (2017). Elementary school language and literacy education for civic 

engagement: An evolving playbook for postmodern times. Language and Literacy, 19(3), 

4. https://doi.org/10.20360/G2M952 

Lusis, T. (n.d.). Filipino immigrants in Canada: A literature review and directions for further 

research on second-tier cities and rural areas (Paper Prepared for The Labour Immigrant 

Project, p. 10). 

http://www.geography.ryerson.ca/hbauder/Immigrant%20Labour/Immigrant%2 

0Labour%20Project.html 

Mak, A. S., & Kennedy, M. (2012). Internationalising the student experience: Preparing 

instructors to embed intercultural skills in the curriculum. Innovative Higher Education, 

37, 323–334. https://doi.org/10.1007/s10755-012-9213-4 

Maple Leaf and shortage of pigs, eBrandon discussion. (2014). 

https://ebrandon.ca/messagethread.aspx?message_id=831008&cat_id=3 

Marom, L. (2019). Under the cloak of professionalism: Covert racism in teacher education. Race 

Ethnicity and Education, 22(3), 319–337. 

https://doi.org/10.1080/13613324.2018.1468748 



277 

 

Marshall, E., & Toohey, K. (2010). Representing family: Community funds of knowledge, 

bilingualism, and multimodality. Harvard Educational Review, 80(2), 221–242. 

https://doi.org/10.17763/haer.80.2.h3446j54n608q442 

Massfeller, H., & Hamm, L. D. (2019). “I’m thinking I want to live a better life”: Syrian refugee 

student adjustment in New Brunswick. Journal of Contemporary Issues in Education, 

14(1), Article 1. https://doi.org/10.20355/jcie29354 

McArthur, J. (2010). Time to look anew: Critical pedagogy and disciplines within higher 

education. Studies in Higher Education, 35(3), 301–315. 

https://doi.org/10.1080/03075070903062856 

McFarlane, P., & Schabus, N. (2017). Whose land is it anyway? Federation of Post-Secondary 

Educators of BC. 

Mckinney, C. (2005). A balancing act: Ethical dilemmas of democratic teaching within critical 

pedagogy. Educational Action Research, 13(3), 375–392. 

https://doi.org/10.1080/09650790500200298 

Mijs, J. J. B. (2019). The paradox of inequality: Income inequality and belief in meritocracy go 

hand in hand. Socio-Economic Review, 1–29. https://doi.org/10.1093/ser/mwy051 

Miller, K. K., Brown, C. R., Shramko, M., & Svetaz, M. V. (2019). Applying trauma-informed 

practices to the care of refugee and immigrant youth: 10 clinical pearls. Children, 6(8). 

https://doi.org/10.3390/children6080094 

Milner, H. R. (2007). Race, culture, and researcher positionality: Working through dangers seen, 

unseen, and unforeseen. Educational Researcher, 36(7), 388–400. 

https://doi.org/10.3102/0013189X07309471 



278 

 

Mjelde, L., & Daly, R. (2012). Aspects of vocational pedagogy as practice: Decolonizing minds 

and negotiating local knowledge. International Journal of Training Research, 10(1), 43–

57. https://doi.org/10.5172/ijtr.2012.10.1.43 

Mohanty, A. K. (2009). Multilingual education: A bridge too far. Social Justice Through 

Multilingual Education, 3(18), 1-18. 

Moore, D. (2010). Multilingual literacies and third script acquisition: Young Chinese children in 

French immersion in Vancouver, Canada. International Journal of Multilingualism, 7(4), 

322–342. https://doi.org/10.1080/14790718.2010.502231 

Moss, P. (2008). Toward a new public education: Making globalization work for us all. Child 

Development Perspectives, 2(2), 114–119. 

Murphy, R. (2020, June 1). Canada is not a racist country, despite what the Liberals say | 

National Post. https://nationalpost.com/opinion/rex-murphy-canada-is-not-a-racist-

country-despite-what-the-liberals-say 

Museus, S. D., Yi, V., & Saelua, N. (2016). The impact of culturally engaging campus 

environments on sense of belonging. The Review of Higher Education, 40(2), 187–215. 

https://doi.org/10.1353/rhe.2017.0001 

Myhill, J. (2003). The native speaker, identity, and the authenticity hierarchy. Language 

Sciences, 25(1), 77–97. https://doi.org/10.1016/S0388-0001(01)00023-7 

Naqvi, R. (2015, September 13). The evolving face of literacy: What role can languages play in 

mainstream classrooms? [Video]. https://www.youtube.com/watch?v=SWw9LVZtods 

Nayeri, D. (2017, April 4). The ungrateful refugee: ‘We have no debt to repay’. The Guardian. 

http://www.theguardian.com/world/2017/apr/04/dina-nayeri-ungrateful-refugee 



279 

 

Nilsen, A. B., Fylkesnes, S., & Mausethagen, S. (2017). The linguistics in othering: Teacher 

educators’ talk about cultural diversity. Reconceptualizing Educational Research 

Methodology, 8(1), Article 1. https://doi.org/10.7577/rerm.2556 

Norton, B. (2013). Identity and language learning: Extending the conversation. Channel View 

Publications. 

http://ebookcentral.proquest.com/lib/umanitoba/detail.action?docID=1420627 

Norton, B. (2014, April 30). Literacy, identity, and social change: Back to the future with Jim 

Cummins [Video]. https://www.youtube.com/watch?v=VPMPKrFPZcE&t=6s 

Ntelioglou, B. Y., Fannin, J., Montanera, M., & Cummins, J. (2014). A multilingual and 

multimodal approach to literacy teaching and learning in urban education: A 

collaborative inquiry project in an inner city elementary school. Frontiers in Psychology, 

5. https://doi.org/10.3389/fpsyg.2014.00533 

O’Meara, K., Griffin, K. A., Kuvaeva, A., Nyunt, G., & Robinson, T. N. (2017). Sense of 

belonging and its contributing factors in graduate education. International Journal of 

Doctoral Studies, 12, 251–279. 

Orlowski, J. (2020, September 9). The social dilemma [Documentary, Drama]. Exposure Labs,  

Argent Pictures,  The Space Program. 

Ortega, L. (2009). Understanding second language acquisition. Hodder Arnold. 

Parker, S. (2018). “It’s ok if it’s hidden”: The discursive construction of everyday racism for 

refugees and asylum seekers in Wales. Journal of Community & Applied Social 

Psychology, 28(3), 111–122. https://doi.org/10.1002/casp.2344 

Pashby, K. (2011). Cultivating global citizens: Planting new seeds or pruning the perennials? 

Looking for the citizen-subject in global citizenship education theory. Globalisation, 



280 

 

Societies and Education, 9(3–4), 427–442. 

https://doi.org/10.1080/14767724.2011.605326 

Peirce, B. N. (1995). Social identity, investment, and language learning. TESOL Quarterly, 

29(1), 9–31. https://doi.org/10.2307/3587803 

Perry, B. (2018, November 1). Hate on the back roads: Rural patterns of hate and extremism. 

Enhancing Inclusivity in Rural Canada Conference, Camrose, AB. 

Pierce, C. M. (1969). Is bigotry the basis of the medical problems of the ghetto? In J. C. Norman 

(Ed.), Medicine in the ghetto (301-312). New York: Meredith. 

Piquemal, N. (2004). Relational ethics in cross-cultural teaching: Teacher as researcher. 

Canadian Journal of Educational Administration and Policy, 0(32). 

https://journalhosting.ucalgary.ca/index.php/cjeap/article/view/42706 

Pohler, D. (2018, November 2). Economic and social development in Western Canadian rural 

and indigenous communities: Lessons from the Co-operative innovation project. 

Enhancing Inclusivity in Rural Canada Conference, Camrose, AB. 

Pollack, K. (2012). BC Employer consultation report. Immigration Employment Council of 

British Columbia, 63. 

Portelli, J. P., & Konecny, C. P. (2013). Neoliberalism, subversion and democracy in education. 

Encounters on Education, 14, 87. 

Prince-St-Amand, C. (2016, December 2). Immigrant integration in Canada [Video]. 

https://www.youtube.com/watch?v=Yc9bD0UEDAQ&list=PLP-

OHT3kdKZdQp2nOnmzaa-NHfkpri5Hz 

Putney, L. G. (2010). Case study. In Encyclopedia of research design (pp. 116–119). SAGE 

Publications, Inc. https://doi.org/10.4135/9781412961288 



281 

 

Reitz, J. (2016, December 2). The role of employers in immigrant selection [Video]. 

https://www.youtube.com/watch?v=U4SC6QJPvNA 

Reitz, J. G., Curtis, J., & Elrick, J. (2014). Immigrant Skill Utilization: Trends and Policy Issues. 

Journal of International Migration and Integration, 15(1), 1–26. 

https://doi.org/10.1007/s12134-012-0265-1 

Robertson, B. (2018, November 23). Hog industry facing labour shortage. The Brandon Sun. 

https://www.brandonsun.com/local/hog-industry-facing-labour-shortage-501096342.html 

Robertson, B. (2020, August 22). Overtime forced on stressed workers: Union. The Brandon 

Sun. https://www.brandonsun.com/local/overtime-forced-on-stressed-workers-union-

572189962.html 

Robertson, H.-J. (2005). Lost in translation. Phi Delta Kappan, 86(5), 410–411. 

https://doi.org/10.1177/003172170508600516 

Robinson, R., White, B., & Pachkowski, K. (2013). Housing and support in the community of 

choice. Inclusive Communities, 4. 

Robinson, T. (2013). The properties of citizens. Du Bois Review: Social Science Research on 

Race, 10(02), 425–446. https://doi.org/10.1017/S1742058X13000209 

Said, E. W. (1979). Orientalism. Vintage Books. 

Sawatzky, L. (2018, March 23). Perspectives on refugee settlement and integration across 

Canada. Metropolis Conference, Calgary, AB. 

Schick, C., & St. Denis, V. (2005). Troubling national discourses in anti-racist curricular 

planning. Canadian Journal of Education / Revue Canadienne de l’éducation, 28(3), 

295–317. https://doi.org/10.2307/4126472 



282 

 

Schmidt, C. (2015). Herculean efforts are not enough: Diversifying the teaching profession and 

the need for systemic change. Intercultural Education, 26(6), 584–592. 

https://doi.org/10.1080/14675986.2015.1109776 

Schmidt, C., Young, J., & Mandzuk, D. (2010). The integration of immigrant teachers in 

Manitoba, Canada: Critical issues and perspectives. Journal of International Migration 

and Integration / Revue de l’integration et de La Migration Internationale, 11(4), 439–

452. https://doi.org/10.1007/s12134-010-0149-1 

Sewell, A. (2016). English pronunciation models in a globalized world: Accent, acceptability 

and Hong Kong English. Routledge. 

Shan, H. (2015). Settlement services in the training and education of immigrants: Toward a 

participatory mode of governance: Settlement services in the training and education of 

immigrants. New Directions for Adult and Continuing Education, 2015(146), 19–28. 

https://doi.org/10.1002/ace.20128 

Sharma, N. (2020). Home rule: National sovereignty and the separation of natives and migrants. 

Duke University Press.  

Shields, J. (2015, January 30). Settlement and integration research synthesis report. 

Shields, J. (2016). Immigrant settlement and integration services and the role of nonprofit 

service providers: A cross-national perspective on trends, issues and evidence / John 

Shields, Julie Drolet & Karla Valenzuela. Toronto, Ontario; Ryerson Centre for 

Immigration and Settlement; Ottawa, Ontario; Canadian Electronic Library. 

http://www.deslibris.ca/ID/10050361 

Simons, H. (2009). Case Study Research in Practice. SAGE. https://uk.sagepub.com/en-

gb/eur/case-study-research-in-practice/book208062 

https://uk.sagepub.com/en-gb/eur/case-study-research-in-practice/book208062
https://uk.sagepub.com/en-gb/eur/case-study-research-in-practice/book208062


283 

 

Simpson, J. (2018, April 11). A country of cities strung together by countryside. The Globe and 

Mail. https://www.theglobeandmail.com/news/politics/a-country-of-cities-strung-

together-by-countryside/article761900/ 

Skutnabb‐Kangas, T. (2015, June 19). Linguicism. Wiley Online Library; American Cancer 

Society. https://onlinelibrary.wiley.com/doi/abs/10.1002/9781405198431.wbeal1460 

Slark, C. (2020, August 24). Maple Leaf workers call for Brandon plant shutdown. The Brandon 

Sun. https://www.brandonsun.com/local/maple-leaf-workers-call-for-brandon-plant-

shutdown-572212172.html 

Sleeter, C. E. (2017). Critical Race Theory and the whiteness of teacher education. Urban 

Education, 52(2), 155–169. https://doi.org/10.1177/0042085916668957 

Solorzano, D. G., & Yosso, T. J. (2001). Critical race and LatCrit theory and method: Counter-

storytelling. International Journal of Qualitative Studies in Education, 14(4), 471–495. 

https://doi.org/10.1080/09518390110063365 

Stan, C. (2018). A life without a shoreline: Tropes of refugee literature in Jenny Erpenbeck’s Go, 

Went, Gone. Journal of Postcolonial Writing, 54(6), 795–808. 

https://doi.org/10.1080/17449855.2018.1551272 

Stanley, T. (2018). Thinking through racisms and antiracisms in schools. RSEKN Educational 

Resource. https://rsekn.ca/wp-content/uploads/2019/08/Thinking-through-Racisms-and-

Antiracisms-in-Schools.pdf 

Stanley, T. (2000). Why I killed Canadian history: Conditions for an anti-racist history in 

Canada. Histoire Sociale / Social History. 

https://hssh.journals.yorku.ca/index.php/hssh/article/view/4598 



284 

 

Starkey, B. S. (2016, August 4). Can America make Black Lives Matter without making white 

lives better? The Undefeated. https://theundefeated.com/features/can-america-make-

black-lives-matter-without-making-white-lives-better/ 

Statistics Canada. (2001). Rural and small town Canada analysis bulletin (Vol. 3, No. 3). 

Stille, S. (2015). Identity as a site of difference: Toward a complex understanding of identity in 

multilingual, multicultural classrooms. Intercultural Education, 26(6), 483–496. 

https://doi.org/10.1080/14675986.2015.1109777 

Stille, S., & Cummins, J. (2013). Foundation for learning: Engaging plurilingual students’ 

linguistic repertoires in the elementary classroom. TESOL Quarterly, 47(3), 630–638. 

https://doi.org/10.1002/tesq.116 

Straubhaar, R. (2015). The stark reality of the ‘White Saviour’ complex and the need for critical 

consciousness: A document analysis of the early journals of a Freirean educator. 

Compare: A Journal of Comparative and International Education, 45(3), 381–400. 

https://doi.org/10.1080/03057925.2013.876306 

Taylor, E. (1998). A primer on Critical Race Theory. The Journal of Blacks in Higher Education, 

19, 122–124. https://doi.org/10.2307/2998940 

Telfah, R. (2019). Bringing gender into the analysis of syrian refugee settlement and integration 

in rural Ontario. http://rplc-capr.ca/policy-brief-bringing-gender-into-the-analysis-of-

syrian-refugee-settlement-and-integration-in-rural-ontario/ 

Terry Locke. (2004). Critical Discourse Analysis. Continuum. 

http://ezproxy.brandonu.ca:80/login?url=http://search.ebscohost.com/login.aspx?direct=tr

ue&db=e000xna&AN=378046&site=ehost-live 

Thomas, G. (2015). How to do your case study. SAGE. 



285 

 

Toews, M. (2016). A complicated kindness. Random House. 

Toohey, K. (1998). ‘Breaking them up, taking them away’: ESL students in grade 1. TESOL 

Quarterly, 32(1), 61–84. https://doi.org/10.2307/3587902 

Tuck, E. (2018). Biting the university that feeds us. In Spooner, M. & McNinch, J. (Eds.), 

Dissident Knowledge in Higher Education (149-167). University of Regina Press. 

https://uofrpress.ca/Books/D/Dissident-Knowledge-in-Higher-Education 

Tyyskä, V., Blower, J., DeBoer, S., Kawai, S., & Walcott, A. (2017). The Syrian refugee crisis in 

Canadian media. Ryerson University. 

Valade, M. (2019). From immigrant-friendly to immigrant-competent: Improving the immigrant 

‘dating game’ of smaller communities. Migration in Remote and Rural Areas, 6. 

VanWynsberghe, R., & Khan, S. (2007). Redefining Case Study. International Journal of  

Qualitative Methods, 6(2), 80–94. https://doi.org/10.1177/160940690700600208 

Varma, M. (2003). Including immigration in the rural first aid kit. In R. Blake, & A. Nurse,  

(Eds.), [The Trajectories of Rural Life: New Perspectives on Rural Canada. Regina: 

Canadian Plains Research Center] (94-96). University of Regina Press. 

Vickers, P. J. (2002). The colonial mind in post-secondary education. McGill Journal of 

Education, 37(2), 241–254. 

Viruell-Fuentes, E. A., Miranda, P. Y., & Abdulrahim, S. (2012). More than culture: Structural 

racism, intersectionality theory, and immigrant health. Social Science & Medicine, 

75(12), 2099–2106. https://doi.org/10.1016/j.socscimed.2011.12.037 

Walsh, K. C. (2012). Putting inequality in its place: Rural consciousness and the power of 

perspective. American Political Science Review, 106(3), 517–532. 

https://doi.org/10.1017/S0003055412000305 

https://doi.org/10.1177/160940690700600208


286 

 

Wang, J., Leu, J., & Shoda, Y. (2011). When the seemingly innocuous “stings”: Racial 

microaggressions and their emotional consequences. Personality and Social Psychology 

Bulletin, 37(12), 1666–1678. https://doi.org/10.1177/0146167211416130 

Watson, D. (2012). Norming suburban: How teachers talk about race without using race words. 

Urban Education, 47(5), 983–1004. https://doi.org/10.1177/0042085912445642 

Welcoming Communities. (2012). Welcoming Communities Initiative ebulletin. 

http://p2pcanada.ca/files/2012/04/April-2012-e-bulletin_English.pdf 

West, C., & West, P. C. (2004). Democracy matters: Winning the fight against imperialism. 

Penguin Press. 

Whitaker, M. C. (2019). Us and them: Using social identity theory to explain and re-envision 

teacher–student relationships in urban schools. The Urban Review. 

https://doi.org/10.1007/s11256-019-00539-w 

Wilkinson, L. (2013). Introduction: Developing and testing a generalizable model of immigrant 

integration. Canadian Ethnic Studies, 45(3), 1–7. https://doi.org/10.1353/ces.2013.0038 

Wilkinson, L., & Garcea, J. (2017). The economic integration of refugees in Canada: A mixed 

record? Migration Policy Institute. https://www.migrationpolicy.org/research/economic-

integration-refugees-canada-mixed-record 

Wilkinson, L., Yan, M. C., Tsang, A. K. T., Sin, R., & Lauer, S. (2012). The school-to-work 

transitions of newcomer youth in Canada. Canadian Ethnic Studies; Calgary, 44(3), 29–

44. 

Wilson-Forsberg, S., & Sethi, B. (2015). The volunteering dogma and Canadian work 

experience: Do recent immigrants volunteer voluntarily? Canadian Ethnic Studies, 47(3), 

91–110. https://doi.org/10.1353/ces.2015.0034 



287 

 

Wodak, R., & Meyer, M. (2001). Methods of Critical Discourse Analysis. 

https://doi.org/10.4135/9780857028020 

Wong, L., & Guo, S. (2018). Canadian Ethnic Studies in the changing context of immigration: 

Looking back, looking forward. Canadian Ethnic Studies Journal, 50(1), 1-. Canadian 

Periodicals Index Quarterly. 

Yin, R. K. (2013). Validity and generalization in future case study evaluations. Evaluation, 

19(3), 321–332. https://doi.org/10.1177/1356389013497081 

Yosso, T. J. (2005). Whose culture has capital? A critical race theory discussion of community 

cultural wealth. Race Ethnicity and Education, 8(1), 69–91. 

https://doi.org/10.1080/1361332052000341006 

Yosso, T., Smith, W., Ceja, M., & Solórzano, D. (2009). Critical race theory, racial 

microaggressions, and campus racial climate for Latina/o undergraduates. Harvard 

Educational Review, 79(4), 659–691. 

Zion, S. D., & Blanchett, W. (2012). [Re]Conceptualizing inclusion: Can Critical Race Theory 

and interest convergence be utilized to achieve inclusion and equity for African American 

students? Teachers College Record, 113(10), 2186–2205. 

 

 


