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Abstract 

This study explores the stories and experiences of second-generation Portuguese

Canadian secondary school students in Southern Ontario, Canada. The purpose of this 

research was to understand the educational experiences of students, specifically the 

successes, challenges, and struggles that the participants faced within the education 

system. Questions were also asked about identity issues and how participants perceived 

their identities influencing their educational experiences. 

Six Portuguese Canadian students in grades 9 to 11 were interviewed twice. The 

interviews ranged from 45 minutes to 90 minutes in length. Data analysis of qualitative, 

open-ended interviews, research journals, field notes and curricular documents yielded 

understandings about the participants' experiences and challenges in the education 

system. Eight themes emerged from data that explored the realities of everyday life for 

second-generatiop Portuguese Canadian students. These themes include: influences of 

part-time work on schooling, parental involvement, the teacher i~ key, challenges and 

barriers, the importance of peers, Portuguese Canadian identity, lack of focus on identity 

in curricul:um content, and the dropout problem. 

Recommendations in this study include the need for more community-based 

programs to assist students. Furthermore, teachers are encouraged to utilize strategies and 

curriculum resources that engage learners and integrate their histories and identities. 

Educators are encouraged to question power dynamics both inside and outside 

the school system. There is also a need for further research with Portuguese Canadian 

students who are struggling in the education system as well as an examination of the 

number of hours that students work. 
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CHAPTER ONE: INTRODUCTION 

Concerns regarding the academic success of Portuguese Canadian students in the 

Ontario education system in Canada have been noted in recent decades. A 1993 study 

revealed that "33% of all Portuguese Canadian students had been designated as 'at-risk' of 

dropping out of school" (Yau, Cheng, & Ziegler, 1993, p. 26). Similarly, current research 

found that "85 percent of young people in all the Southern European groups had 

completed high school, except for 67 percent of the Portuguese" (Ornstein, 2006, p.38). 

The voices'ofPortuguese Canadian students are an important piece in examining these 

problematic statistics and the challenges that Portuguese Canadian students face in the 

education system. This study explores how second-generation Portuguese Canadian 

secondary students in southern Ontario talk about and understand their experiences in the 

schooling system. In addition, this study examines how students self-identify and 

perceive how their identities influence their educational experiences. 

Background on Portuguese Canadian Underabhievement 

As previousry noted, the underachievement of Portuguese Canadian students has 

been examiped in various studies (Nunes 1999; Ornstein 2006). Studies indicate that these 

s-tudents have a lower educational attainment than that of other ethnically diverse students, 

particularly in Toronto where the Portuguese community is more concentrated. More 

recently, Ornstein noted that one of the groups facing the most difficulty in terms of 

education was the Portuguese. Nunes (2003) discusses systemic influences on 

underachievement including culturally biased educational assessments, low teachers' 

expectations, academic "streaming", ethnocentrism, and racism in the curriculum (p. 137). 

Nunes argues that underachievement in the Portuguese community is a result of the 
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marginalized status of the community in Canadian society and the education problem due 

to a variety of factors including the underachievement problem of Portuguese Canadian 

students. This research examines the educational experiences of students currently in the 

secondary school system in order to better understand the problem from the students' 

perspectives. 

Background on the Term "At Risk" 

"At risk" has become a term that is commonly used in the education system today 

to identify students who are unlikely to graduate with an Ontario secondary school 

diploma. In an Ontario Ministry of Education report, at-risk students are defined as those 

who have had a "failure to acquire literacy skills for learning and, as a consequence, 

failure to graduate with an Ontario Secondary School Diploma" (Ontario Ministry of 

Education, 2003, p. 12). The latter statement addresses the results of at-risk youth who 

often drop out and_do not complete secondary school. The Ministry report describes an at-

I 

risk student as performing at level 1 or below grade level expectations, particularly with 

regards to literacy development. These Ministry definitions are simplistic: They 

categorize s,tudents, generalize the complex reasons students struggle, and often neglect 

systemic inequities. The Ministry report briefly mentions barriers such as personal, social, 

or family issues, but it does not provide an in-depth analysis of how barriers affect student 

learning or what can be done to assist at-risk students. These barriers and other socio 

economic factors often affect a student's ability to learn and complete his or her high 

school diploma (Hospital for Sick Children, 2005). Effective teaching strategies and 

literacy initiatives often do little to address issues of systemic inequities or barriers. 
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Students who experience difficulties may possess great inteilectual ability but 

struggle in a system that is too restrictive and does not meet their learning styles. For 

example, is it possible that Portuguese Canadian students have a markedly different blend 

oflearning styles than other ethnic groups. It is therefore arguable that the problem is not 

always the student that is at risk but rather the educational system that is at risk of failing 

the learner. Examining the problem of at-risk youth from a narrow perspective of poor 

literacy skills is inadequate, and these initiatives and documents advocate teaching in a 

narrow and monolithic manner, without taking into account the diversity of students in the 

Ontario education system. A report prepared by Community Health Systems Resource 

Group at the Hospital for Sick Children (2005) notes that "no universally accepted 

definition of early schoolleaver or 'dropout' exists" (p. 59) and argues: 

Historically, the term 'at high risk' has been used interchangeably with 

poverty an~ was conceptualized as being located within the individual or 
-, 

family, as opposed to structures and systems. Current work attempts to link 

individual aiTd systemic factors and to place the developmental needs of young 

people at the nexus of the investigation. (p. 59) 

furthermore, the report identifies three types of students who leave school early: 

dropouts, tune-outs, and pushouts. Dropouts refer to students who have left school, tune-

outs are students who are still in school but have become disengaged from learning, and 

pushouts are students who may leave school due to suspensions or expulsions. 

Currently, school staff flag at-risk students in Grade 8 prior to their commencing 

secondary school. Students who are at risk are monitored closely in high school by 

Student Success Teachers (SST). Literature and research on at-risk students are examined 
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in more detail in the literature review. My understanding of the term at risk for the 

purpose of this research focuses on what systemic aspects of the education system prevent 

students from becoming more engaged and successful in their academic pursuits and 

attaining the goals they have set for themselves. 

Government Initiatives 

The government has set a goal of having 85 % of high school students graduating 

by the year 2010-2011; as a result, a variety of Student Success Initiatives (SSI) have been 

put in place. One of these strategies includes Student Success Teams, which consist of a 

team that works with school, staff, students, parents, and community members to ensure 

that students obtain the necessary credits to graduate. Other supports under Student 

Success Initiatives include reducing class size in applied or locally developed courses, 

providing credit recovery periods, and improving the transition for students from Grade 8 

to 9. Furthermore, !he Ministry of Education announced recently that it would spend $1.5 
.. , 

million to assist 3,000 students at risk of dropping out by ensuring that they have adult 

role models in theii'schools. This research study is timely, as it seeks to address the 

underachiev,ement of Portuguese Canadian students including those in this study who are 

being impacted by these current changes. 

The Study 

This qualitative research study examines the schooling experiences of 6 secondary 

school students of Portuguese Canadian descent. For the purpose of my thesis, I 

interviewed students who are second-generation Portuguese Canadians (students whose 

parents were born in a Portuguese-speaking community but who themselves were born in 
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Canada). Students' parents in this study came from either Portugal or the Azorean 

Islands, specifically the islands of Sao Miguel and Terc;eira. 

Research Questions 

My research questions include: 

1. What are some of the successes, challenges, and/or struggles that Portuguese 

Canadian students face within the current education system? Are Portuguese 

Canadian students' educational needs being met? Do students perceive the need for 

changes in the education system? Do they have any suggestions for educators or 

community groups? 

2. How do Portuguese Canadian students who may experience academic 

difficulties and would be flagged as at risk understand their educational experiences 

in the school system or understand the label of at risk? What connection do they see 

between their experiences and being flagged at risk? 

3. How do students describe their ethnic and racial identiti~s? 

My Story 

My ~nterest in this topic is both personal and professional. As a White, Portuguese 

Canadian middle-class elementary educator who was born in Canada, I have always been 

proud of my ethnic background. My mother grew up in Lisbon, Portugal and my father in 

Sao Miguel, Azores. Both of my parents have always impressed upon me the importance 

of education, even though they were not afforded the same opportunities as I have been 

given. While I was growing up in Mississauga, my parents assisted me with homework, 

attended parent-teacher interviews, and supported me both emotionally and financially in 

my educational pursuits. My grandmother took care of me while my parents worked full 
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time, and so I spoke predominantly Portuguese at home. Growing up I had few academic 

difficulties and enjoyed school. I always felt proud to be Portuguese and embraced my 

ethnicity. In late elementary school, my parents enrolled me in Heritage Language classes 

on Saturdays, where I learned to speak and write Portuguese and learned about the history 

and cultural background of Portuguese-speaking communities. In addition, through my 

father, who is part ofthe Portuguese Canadian band Os Panteras, I was exposed to 

aspects of music and culture. Growing up, my weekends often consisted of attending 

Portuguese dances and celebrating various festivals with a large extended family. I believe 

that I was lucky to have been immersed in the Portuguese Canadian culture. 

My professional experience has also stimulated my interest in this research topic. 

In my undergraduate days, I first encountered struggling Portuguese Canadian students 

through my involvement with a Portuguese association at the university I attended, where 

I worked with the outreach program. Along with other initiatives, this program tried to 

encourage Portuguese students to pursue post secondary studies. This interest continued 

throughout my undergraduate career and into my teaching career, where I worked with 

Portuguese ~anadian students. Some of the Portuguese Canadian students I have worked 

with over the years have struggled, and I was concerned that they would leave high school 

prior to graduating. In my graduate studies, I have always been interested in pursuing the 

topic of early schoolleavers. I am aware that the complexity of the issue dictates that 

there are no definitive or simple answers. I was interested in learning from students and 

hearing what their experiences had been in schools. I have learned from listening to the 

stories of students, and I believe that the information gained through this research project 

will assist me to become a more empathetic educator. Furthermore, I hope to share my 
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research and findings with other educators and community groups with whom I have been 

involved, such as the Portuguese Canadian National Congress. In addition, a conference I 

attended in 2006, held by the Portuguese Canadian National Congress ("Student 

Achievement ... Our Challenge" [Aproveitamento Escolar ... 0 Nosso Desafio] ) and 

attended by enthusiastic parents, tells me that community members are actively looking 

for change, eagerly assisting their children, and already engaging in productive dialogue. 

Purpose of the Research 

A research project that takes into account the stories of Portuguese Canadian 

students makes a contribution to the field. Many Canadian studies completed on 

Portuguese students are based on research compiled only in Toronto. I have been told in · 

discussion with other researchers that we really don't know what is happening in the 

suburbs. Other community members have told me that this is a Toronto problem and the 

problem of dropouts is not happening in the suburbs. My experiences and intuition as an 

elementary educator outside of Toronto tells me otherwise. Through my research, I gained 

a better understanding of the successes and challenges that Portuguese Canadian students 

face within ~he education system. I also gained an understanding of cultural capital and 

how it can impact Portuguese Canadian students, which is discussed in more detail in 

Chapter Two. These understandings are applicable to some of my own experiences as a 

Portuguese Canadian student and educator and can be shared with other members of the 

community. It is my hope that reflections and recommendations emerging from my 

research lead to improved conditions and practices for students and that the dialogue 

within the community continues to occur. 
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Scope of the Study 

This study took a cultural focus as I examined how students identify as Portuguese 

Canadians: I did not examine adolescent development, although I understand the 

importance of students' developmental needs. In addition, none of the 6 participants who 

. 
were interviewed for this study had left high school prior to completing their secondary 

school education. The experiences of students who do not complete their high school 

education may be different from the experiences of the students in my study. 

Organization of the Document 

In Chapter Two, I review the literature on Portuguese Canadian students in more 

detail and I examine the research on at-risk students and students who leave school early. 

I also examine the research on cultural identity, racial identity, and Whiteness. 

Furthermore, research demonstrates how recent changes to the education system have 

impacted students who struggle in the education system, at times in negative ways. How 

the influence of social categories such as class, race, and social and' cultural capital can 

influence the educatiOnal opportunities of students is addressed in the literature. 

Chap.ter Three is a detailed discussion of my methodology for this qualitative 

study and the methods that were used. I provide a rationale for choosing to use qualitative 

research and to conduct interviews with 6 Portuguese Canadian students. In Chapter 

Three, I explain how I recruited participants, collected data, transcribed, coded, and 

conducted the analysis of the interviews, curricular documents, research journal, and my 

fieldnotes. I also describe participants in detail and examine ethical implications. 

In Chapter Four, the themes that emerged from the data analysis, document 

analysis, fieldnotes, and research journal are explored in detail from both of the interviews 



9 

that I conducted with all of the participants. Chapter Five concludes this thesis with a 

discussion of the findings as well as reflections, recommendations, and a conclusion to my 

thesis. 

.. , 
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concerning are statistics on generational change in the educational attainment of the 

Portuguese community. Ornstein reported that 85 % of young people in all the southern 

European groups had completed high school, except for 67 % of the Portuguese. 

Ornstein's report is limited, however, because it does not examine reasons for these 

troubling findings or what factors within the education system contribute to these 

statistics. The report does bring attention to the educational concerns regarding 

Portuguese Canadian students and the need for research and partnerships with Portuguese-

speaking communities in order to improve educational levels. 

Another recent study entitled Portuguese Canadians and their Academic 

Underachievement in High School in British Columbia: The Case of an Invisible Minority 

(2006) by Henrique Santos also used census data and focus groups to examine challenges 

that Portuguese Canadian participants faced in schools in the province of British 

Columbia. Santos's study encompassed focus groups where participants stated that their 
-- , 

, 
parents often had a relaxed attitude towards their schooling. Santos identified this as one 

of seven themes in hIS research: 

In sqme cases, the disinterest in their children's education is only a perceived 

disinterest. The parent is not often around enough to appear interested because 

they are working multiple jobs, or simply working too many hours to be around 

the house (p. 43). 

Some research has been conducted with regards to the struggles of Portuguese 

Canadian youth, but Nunes (1999) notes, "the question of why Portuguese children have 

been failing in such proportions has generally been ignored by educators, researchers, and 

interested observers of the Portuguese community" (p. 49). Many changes have occurred 
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in the last decade in education, such as standardized curriculum and high stakes testing, 

that were not taken into account in prior research with the Portuguese community (A.M. 

Coelho, 1973; Cummins, Lopes, & King, 1987). Previous research often attributed the 

educational difficulties of Portuguese youth to the cultural duality that students 

experience; this has been discussed as negatively affecting the students' education 

(Anderson & Higgs, 1976; A.M. Coelho, 1973, 1977). This literature attributed problems 

to cultural conflicts and norms as well as parental practices. For example, student 

underachievement was attributed to a lack of parental involvement. Research completed 

in the 1970s generalized that many Portuguese Canadian parents did not value education 

and were more concerned with financial income, did not have an understanding of the 

knowledge of the school system, did not become involved in their children's education, 

and were not able to communicate with their children's educators (Alpalhao & Da Rosa, 

1980; Anderson & ,Higgs; Grosner, 1995). 

A.M. Coelho's (1970) research on Portuguese Canadian youth presents a general 

narrative account of some of the complexities of schooling. Coelho describes how during 

the 1970s m,any immigrant students were placed in the schooling system without 

consideration of age appropriateness (p. 4). She also noted that there was a lack of 

resources such as English as a Second Language (ESL) or staff in dealing with language 

minority children. Sociological research on Portuguese Canadians includes Noivo (1999), 

who interviewed 35 Portuguese Canadians from three generations in an attempt to 

examine factors affecting migration and family, with a minimal discussion of education 

and some of the difficulties students faced. Noivo's findings indicate that students lack 

self-esteem in their academic ability, and almost all of the youth harboured some kind of 
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anger towards their parents because of the pressure that the parents exerted on them to 

study. Many students who did drop out of school blamed their parents for their decision to 

drop out. A detailed account of academic challenges or concerns of youth, however, is not 

discussed and was not the focus ofNoivo's research. 

Parental involvement was also noted by lanuario (2003), who discusses the 

formation of the TPPA (Toronto Portuguese Parents Association). This is a group of 

active parents who sought to address the academic achievement of their children and the 

streaming of students. lanuario also describes the formation of other community groups 

that have been involved with educational issues, including the Portuguese Interagency 

Network (PIN), the Portuguese Canadian National Congress (PCNC), the Portuguese 

Canadian Coalition for Better Education, the Federation of Portuguese Canadian Business 

and Professionals (FPCBP), and Pais e Filhos (a coalition of parents). These groups 

worked with the school boards in Toronto to address issues of underachievement and 
-. , 

streaming. Although some of these community groups have dissolved or merged, some of 

them continue to wOTk towards the improvement of education for Portuguese Canadian 

students. Fo~ example, I have attended meetings as a member of the Educators' Network 

organized through the Portuguese Canadian National Congress, where community and 

representatives, teachers, and school officials have come together to discuss ways to raise 

the educational attainment of Portuguese Canadian students. 

Inequities in the Education System: Creating the Risk 

Nunes (1999) conducted a 3-year nationwide participatory-research project in 

Canada to examine a community development approach to the issues affecting Portuguese 

Canadian youth. With respect to at-risk youth or dropouts, Nunes's work revealed that 
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both parents and youth are concerned with the high dropout rate of Portuguese students in 

Toronto. In addition, the research project revealed that many people within the Portuguese 

community believe that the Portuguese Canadian community is less educated or capable 

of succeeding economically. Nunes argues that these beliefs will affect younger 

generations by creating lower expectations for them (p. 225). As well, Toronto 

participants felt that there was a lack of strong leadership and unwillingness by the 

Portuguese community to face problems that perpetuated the ongoing underachievement 

problem in the community. 

As Nunes (1999) notes, one of the elements missing in the research on Portuguese 

Canadian youth who are struggling is "the lack of critical evaluation of the role of the 

educational system, in producing educational failure" (p. 52). Although nominal 

information on at-risk Portuguese youth exists, the Ontario government has focused on at

risk students in ge~eral. The Ontario government expresses its concern thus: 

"Approximately 25% of all Ontario secondary students do not complete their schooling 

and just under 40% Tail to acquire 16 credits by the end of Grade 10, a figure that rises to 

65% for stu?ents taking applied courses" (Ontario Ministry of Education, 2003, p. 15). 

Focus on Curriculum 

Another factor that contributes to inequities and leads to students becoming 

labelled at risk is the curriculum. Students at times are not afforded opportunities in the 

classroom to learn about their cultures, histories, and voices. Nunes (1999) argued that 

schools are not inclusive of the diversity found in Canada. One participant in his study 

noted that the role Portuguese immigrants played in the history of Canada was absent in 

today's curriculum (p. 253). Participants in Nunes's research also felt that the schooling 



system discouraged the preservation of Portuguese language, culture, and traditions (p. 

256). In addition to the lack of content in culture and traditions in the curriculum, 

participants in his study felt that Portuguese Canadians needed to be included in 

affirmative-action and antiracist initiatives (p. 260). 

15 

Similarly, Grosner (1995) found systemic barriers that included a curriculum that 

ignored students' cultural and historical Portuguese background (p. 34). Often the projects 

of Portuguese Canadian students are artificial, taking place on Portugal day as 

"multicultural projects" rather than being imbedded in the curriculum itself throughout the 

school year. E. Coelho, Costiniuk, and Newton (1995) discuss the problem of the 

exclusivity of the Ontario curriculum in its contents and resources and advocate for a 

more global perspective in trying to foster a more inclusive teaching practice (p. 38). A 

recent report by Community Heath Systems Resource Group at The Hospital for Sick 

Children (2005) noted that curriculum, passive instruction, and disregard for learning style 

are all risk factors for youth (p. 21). The benefits of imbedding Portuguese Canadian 

perspectives in the curriculum were observed by Cummins, Lopes, and Ramos (1987), 

who found ttlat children who were able to maintain their first language had higher reading 

scores than those students who did not. The research indicates that allowing students to 

explore their own identities and adding Portuguese Canadian narratives into the 

curriculum could lead to academic improvements for Portuguese Canadian students and 

address the disproportionate number of students who do not complete their high school 

education. 

In addition to these risk factors created by a curriculum that does not take into 

account Portuguese Canadian perspectives, Hargreaves, Earl, Moore, and Manning (2001) 
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describe the Ontario curriculum as hurried and clinical. These researchers explain how 

students are asked to learn more curriculum content than in previous decades and to do it 

at a faster pace (p. 3). Evidence ofthe magnitude of what students are being asked to learn 

is apparent in the number of expectations students are required to cover each year which 

are mandated by the Ministry of Education. The result of trying to cover curriculum 

expectations results in the coverage of curriculum becoming more important than 

learning. The need to produce curriculum can also be seen as clinical in its focus on 

literacy, numeracy, and science and in the minimal importance being paid to imagination, 

diversity, and identity. 

The Role of Social Capital and Cultural Capital in Education 

An examination of social capital and cultural capital in the education of 

Portuguese Canadian students is important in understanding how students are impacted by 

these factors. Socjal class is described as more than income levels or occupation but rather 
, 

"a series of relationships. A person's social class is defined here by the way that person 

relates to the process in society by which goods, services, and cultures are produced" 

(Anyon, 1?80, p. 68). Cultural capital is described as forms of knowledge which, when 

-accumulated, may create advantages for certain individuals (Bourdieu & Passeron, 1977). 

These forms of knowledge can include skills and education and result in power and status 

for individuals. Thus, students with a cultural capital that closely resembles that of schools 

are advantaged and more likely to succeed. Y osso (2005) expands Bourdieu' s cultural 

capital theory and offers an alternative concept, community cultural wealth, which she 

conceptualizes as a critical race theory (CRT). Yosso examines the strengths that students 

of colour bring from their communities into the classroom and argues that marginalized 
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groups possess forms of cultural capital that traditional cultural capital theory does not 

recognize. For example, Yosso states that a student from a working-class Chicana family 

whose mother works in a garment industry may bring vocabulary in both English and 

Spanish from the lived experiences of her family that is not recognized as capital in the 

school system. 

Cultural capital and social class are two factors that also play an important role in 

the construction of the at-risk student. Teachers are often unaware ofthe influence of 

social class and cultural capital on student learning. Anyon (1980) conducted a study of 

five elementary schools in contrasting social communities that included what she 

categorized as two working-class schools (parents that have blue-collar jobs), one middle-

class school (parents in working class and middle class white-collar jobs), one affluent 

professional school (consisting of the upper income level of the upper middle class), and 

an executive elite school (the majority of families belonged to the capitalist class). Anyon 
.' , .. 

I 

discovered that the education of elementary students was often dependent on their social 

class. In her study '"Of 5 fifth-grade classrooms she observed that children from working-

class families developed a potential conflict relationship with capital. In addition, she 

noted how working-class children prepared for a future of labour that was mechanical and 

routine and denied creativity (p. 88). Alternatively, the students in the executive elite 

school were provided with knowledge that involved "practice in manipulating the socially 

legitimized tools of analysis of system," which is described as symbolic capital (p. 89). 

Although Anyon's study was completed in the early '80s, the findings likely still 

apply today. Schools today continue to support a process of social reproduction. For 

example Nunes (2003) argues that the problem of underachievement in the Portuguese 
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Canadian community is " ... the result of the ongoing economic, political and cultural 

marginalization ofthis community" (p. 122). Similarly, Januario (2003) commented that 

the Toronto Portuguese Parent Association (TPPA) discovered that schools in Toronto 

were not uniform and that streaming was occurring. Januario writes: "Schools in the 

inner-city areas were usually not staffed by the best teachers and principals, who preferred 

to work and were placed in the more affluent neighbourhoods with children of 

professional parents" (p. 163). Januario also noted that there were lower expectations and 

academic -outcomes in "inner-city" schools. This process of social reproduction creates a 

"hidden curriculum-a system that, through the structure of pedagogy of school, tries to 

shape the behaviour of students" (Contenta, 1993, p. 11). 

Much of the Portuguese Canadian community in the Toronto area can be classified 

as working class, consisting of workers in semiskilled machine operatives or 

manufacturing jops (Nunes 1999; 2003). Ornstein (2006) noted that there was a very high 

proportion of Portuguese in unskilled manual jobs and a very lo~ proportion in 

professional jobs (p. 51). Ornstein also found that rates of low income numbers are 

slightly higher for Portuguese groups, and low-income levels were even higher (25.5%) 

for members of female single parent families (p. 72). Furthermore, the Portuguese also 

had lower than average self-employment rates than other European groups, and the mean 

income for a Portuguese family was $43,000. Ornstein attributes this to the lower level of 

education often found in unskilled manual jobs. Nunes argues that many schools do not 

serve the needs of working-class youth. 

A research report entitled Intergenerational Earnings Mobility Among the 

Children o/Canadian Immigrants (Aydemir, Chen, & Corak, 2005) studied the 
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intergenerational income mobility of the earnings of Canadians born to immigrant parents 

from 70 countries, using the 2001 census. Findings in the study indicate that the 

educational attainment and labour market outcomes of second-generation Canadians are 

in many ways better than those whose parents were born in Canada and that there is more 

generational mobility in Canada than in the United States among immigrants. The report 

also examined the ethnic community to which children belonged and examined the 

education levels of parents. The report found that in more educated communities, children 

were advantaged because they were not affected by broader social barriers such as 

discrimination and lack of access to schools. 

The way that schooling creates challenges for students of low socioeconomic 

family backgrounds in education is an important area to study. Dei, Mazzuca, Mc Issac, 

and Zine (1997) state: "It is argued that the structural processes of schooling and 

education provid~ unequal opportunities and create differential outcomes, particularly for 

racial minority students from low socio-economic family backgrounds" (p. 13). Taking 

into account Dei eral., it is conceivable to see that the situation in Anyon's study is still 

occurring. ,In particular, Dei's and Anyon's work highlights how Portuguese Canadian 

-students coming from lower social economic backgrounds could face unequal 

opportunities and challenges in the education system. 

Cultural Identity and Racial Identity 

Cultural identity is complex and involves aspects of a person's individual 

personality and existence (Adler, 1977). Cultural identity is a social construct that is not 

static but alters with time as people interact with societies and change (James, 1995). A 

variety of socializing characteristics intersect to influence an individual's cultural identity. 
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Some of these socializing characteristics include gender, race, ethnicity, ability, and age. 

Other socializing forces that shape cultural identity are mentors, teachers, and family. 

With regard to these characteristics, Gale and Densmore (2000) state: "Class, race and 

gender stratification, their intersections, and objective constraints and historical 

circumstances, create a different range of choices and options for any individuals' 

identity, status and circumstance" (p. 124). Gale and Densmore argue that not all 

identities are equally available to all people. 

One of the challenges in understanding cultural identity and the Portuguese 

cultural identity in particular is its complexity. For example, there are several Portuguese

speaking communities such as those of the Americas (Brazil), Europe (Portugal), and 

Africa (Angola, Cape Verde). Pacheco's (2004) research locates various Portuguese

speaking communities in Canada within Avtar Brah's notion of "diaspora" and the diverse 

experiences of etqnicity and race within Portuguese-speaking communities. Pacheco's 

work begins to examine the differentiating identities of Portuguese speaking youth. 

Although Pachecowould classify some of her Portuguese participants in her research as 

White, the participants had difficulties with their "Whiteness" as it related to Anglo 

"Canadianness" and remarked how participants' Portuguese ancestry distinguished them 

from mainstream culture (p. 110). Pacheco argues that this "inbetween" status describes 

the positioning of many White Portuguese-speaking second-generation people in Toronto 

(p. 13). Arruda (1993) notes that one of the limitations of the literature is the "monolithic 

composite" presented of Portuguese Canadians in the research and the lack of 

acknowledgement in the cultural diversity within Portuguese-speaking communities (p. 

9). Indeed, in the most recent census (Statistics Canada, 2006), although 410,850 people 



identified as Portuguese, 148, 620 of these respondents provided two or more ethnic 

origins. 
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In "Whiteness in White Academia", Aguiar (2001) argues that it is plausible that 

the experience of immigrating to Canada made the Portuguese Black. Aguiar writes: 

The Portuguese are segmented into specific job ghettos, residential 

neighbourhoods, perform poorly in school, are subjected to streaming, 

criminalized by the media, and possess an "exotic" culture of food, customs, 

and traditions. With the exception of the work ethic, which the Portuguese are 

assumed to have in abundance, they share these "characteristics" with Blacks in 

Canada. (p. 177) 

The quote by Aguiar draws attention to the fact that both Black Canadians and Portuguese 

Canadians are sometimes subjected to the same stereotypes of inferiority. Also, the 

description by Aguiar is hugely problematic as it misrepresents both the Portuguese and 

Black communities by perpetuating stereotypes such as performing poorly in school. 

Furthermore, Agumr fails to recognize how the systemic inequities that exist in our 

society can exemplify the challenges that some Black people or Portuguese people may 

-endure. Aguiar does note that Whiteness often implies power and describes his own 

journey through White academia, beginning with his own immigrant roots. Aguiar notes 

that as he grew older he began to withdraw from the Portuguese community, absorbing 

Whiteness. Aguiar describes the experiences of the Portuguese in Canada as perhaps 

belonging to a "racial middleness" and uses his own experiences in the education systems 

and in White academia to support his claims. 
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In Understanding White Privilege, Kendall (2006) examines race and Whiteness. 

Kendall notes that race is a social construct giving some people greater power or worth 

than others. Kendall also points out that there is resistance among Whites to identify as 

White, and many have never thought of their skin colour. Kendall also examines White 

privilege as an institutional set of benefits including power and resources. Kendall states: 

"All of us who are white have white privilege, although the extent to which we have it 

varies depending on our gender, sexual orientation, socioeconomic status, age, physical 

ability, si:zoe and weight, and the like" (p. 63). An important aspect of the interviews in my 

study is how students describe their own ethnic and racial identities, which will be 

discussed in more detail in Chapters Four and Five. 

Summary and Final Thoughts on the Literature 

Some Portuguese Canadian students struggle in the Ontario educational system. 

Statistics and lite~ature clearly point to a problematic situation among Portuguese 
.. , 

Canadian youth in schools, with a high percentage leaving school prior to graduation. 

Some of the literarnre on Portuguese Canadian students argues that there may be need for 

more activ,e parental involvement in the schooling system. Also, students can become 

-disengaged with curriculum as it often does not reflect their cultures or experiences. 

In addition to the literature on the education of Portuguese Canadian students, this 

literature review also examined the role of cultural capital and social class which results in 

inequities in the education system. Literature on Portuguese Canadian students 

demonstrated examples of the impact of social class and cultural capital, as seen in the 

streaming of Portuguese Canadian students. Last, this chapter explores literature on 



cultural identity and racial identity. The literature on Portuguese-speaking communities 

points to complex experiences of ethnicity and race. 
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The literature reviewed created a knowledge base from which I conducted research 

with the Portuguese Canadian participants. This knowledge base informs my data analysis 

in Chapter Four and the discussion and recommendations in Chapter Five. 



CHAPTER THREE: METHODOLOGY AND PROCEDURES 

The focus of my research was best suited to qualitative methodology. According to 

Glesne (2006), qualitative researchers often examine the personal narratives of 

participants, making sense of the descriptions participants recount. I conducted this 

research because of my desire to understand and learn from the experiences of Portuguese 

Canadian students. I conducted in-depth, open-ended interviews and dialogued with 

students. The type of study I conducted can be classified as a generic qualitative study, 

which, as noted by Merriam (1998), "seeks to discover and understand a phenomenon, a 

process, or the perspectives and worldviews of the people involved" (p. 11). I constructed 

the stories of students through a cultural lens by examining the values, beliefs, and ideas 

of Portuguese Canadian students. I focused on the stories and identities of participants. 

Glesne maintains that "human beings construct their perceptions of the world, that no one 

perception is "rigl)t" or more "real" than another, and that these realities must be seen as 

wholes rather than divided into discrete variables that are analyzed separately" (p. 7). 

Glesne's remarks are relevant to my study, as I learned through the varied and multiple 

accounts p';lrticipants shared. In this chapter, I address researcher positioning, participant 

recruitment, data collection, transcription, and analysis. 

Researcher Positioning 

I came to this research study with my beliefs and insights, having done prior 

reading on the topic and being a White, Portuguese Canadian middle-class elementary 

school teacher, as noted in the previous chapters. Using Tilley's (1998) discussion of the 

possibilities of conducting respectful research and the importance of positioning oneself 

as a researcher, I would classify myself as "someone familiar." I belong to the same 
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ethnic and racial group as the participants and have experiences in a similar education 

system as a second-generation Portuguese Canadian student. I believe that the participants 

recognized this in the interview, as they sometimes started speaking to me in Portuguese 

or describing cultural elements of their lives. In addition, I found that I could identify with 

many of the experiences of participants. Tiago, for example, recalled being involved in a 

variety of Portuguese cultural events and danc;as (folklore dances that are a form of 

popular theatre that takes place during carnival in Tergeira), of which I had knowledge 

and to which I could relate. 

Unlike the participants, I am a teacher whose experiences are centered on teaching 

predominantly in the intermediate division. I have never taught in a secondary school 

environment, although I hold teaching qualifications in Senior English. Although I came 

to know the participants throughout the research process, I have not been a teacher to any 

of them. All ofth~ participants knew that I was both a researcher and a teacher. In 

"Conducting Respectful Research: A Critique of Practice" (1998), Tilley notes how the 

power relationships between student and teacher affects an interview. I was conscious of 

this power, dynamic between me and the participants during the research process as I 

-asked them to critique the education system. As in the case with Tilley, I am part of the 

education system, yet I believe that the participants felt free to critique the schooling 

system to some extent: I was able to create a comfortable and open dialogue through body 

language, and I reassured the participants from the onset that there were no appropriate or 

right answers in our interviews. Tilley notes, however, that, "power relationships, those 

between student and teacher (as well as others) were present in the interview context 

regardless of my attempt to shift into researcher position" (p. 323). During the second set 
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of interviews, I found that participants were even more critical and open, which may have 

been due to a greater rapport and comfort level that had been established. 

Participant Recruitment 

The participants consisted of 4 male and 2 female second-generation Portuguese 

. 
Canadian secondary school students. They were between 15 and 17 years of age and in 

grades 9 to 11 at the time of the interviews and lived in Southern Ontario. Students came 

from households where both parents were from Portuguese-speaking communities 

(Portugal and Azores), and all students were born in Canada. 

I attempted to recruit participants throughout community centres and Portuguese 

organizations and clubs by posting information about my study; however, I was most 

successful in recruiting participants through personal contacts in the community, word of 

mouth, or discussions with other teachers who taught in predominantly Portuguese 

schools, which Tro~him (2001) describes as snowball sampling (p. 58). When potential 

participants contacted me, I introduced myself, explained the study,' and answered any of 

their questions. I also described the process to ensure confidentiality and outlined the 

interview pr~cedures, the recordings of the interviews, and made arrangements to get a 

package to participants containing consent forms for participants and guardians. I then set 

up appointments to arrange for interviews. 

One of the challenges of recruiting participants was their busy schedules. Almost 

all of my participants worked part time in addition to attending school full time. 

Originally, 8 participants were recruited, but busy schedules, personal commitments, and 

time conflicts prevented 2 female participants from participating in the study. 



Description of Participants 

The following is a short description of the participants, who are all second

generation Portuguese Canadian students. As previously noted, participants are all in 

secondary school in Southern Ontario. The names of participants used in the study are 

pseudonyms. 

Pedro 
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Pedro was the first participant I interviewed for this study. In our first interview he 

was in Grade 11, and for our second interview he was in his last year of high school. 

Pedro lives in a working class nuclear family and has two older brothers. Both of his 

brothers are employed. One of his brothers entered the workforce immediately after high 

school and works in construction, while the other brother studied a trade and is currently 

employed in this field. Pedro's father works as a head waiter and custodian, and his 

mother is an office receptionist. Both of Pedro's parents were born in the Azores. Pedro 

takes mostly appliedlevel classes, but he has also taken some academic courses. He finds 

applied level, classes most effective because he receives additional support, which he finds 

beneficial, and he gets higher marks. Pedro works two part-time jobs. Pedro attends 

Catholic high school. Pedro identified as Portuguese and White but felt that he was 

different from his peers whose parents were born in Canada. Pedro described wanting to 

go into architecture in his first interview; however, after working in the field in a co

operative learning placement, he discovered that he did not enjoy the position and has 

instead decided to go into real estate. Pedro was very social, confident, and talkative 

throughout both interviews and described himself as such in them. 
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Fernando 

During the first interview, Fernando had completed Grade 11, and he was 

completing his last year of high school in his second interview. Fernando lives in a 

working class nuclear family and has one older sister and one younger sister. Fernando's 

parents were born in Sao Miguel, Azores and immigrated to Canada. Fernando's mother is 

a homemaker, and his father works in a trade. Fernando attends a high school that is 

predominantly Portuguese and takes all academic courses. He plans to study in the 

sciences at university next year. Fernando's older sister attends university and hopes to 

pursue a career in teaching. His younger sister is also in high school. Fernando has 

worked part time in retail since he was in Grade 11. He is not sure if he will be working 

next year when he starts university. Fernando explained that his parents will help to pay 

his tuition, but he wjll be responsible for additional costs such as housing, residence, 
" 

books, and meals. Fernando described himself as White and Portuguese. Fernando was a 

quiet and reflective participant. He was initially more reluctant to speak in the interviews 

but seemed t? become more comfortable as the interview progressed and rapport was 

established. 

Isabella 

Isabella is an outgoing female participant who had just finished Grade 9 when she 

attended her first interview and was finishing Grade 10 during her second interview. 

Isabella attends a private school and lives in an upper middle class nuclear family. She is 

taking all academic courses: These are the only ones offered at her high school. She plans 

to attend university to study medicine and hopes to become a doctor. Isabella described 
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how her parents have been saving money for her university studies. She has one younger 

brother who also attends the same private secondary school. Isabella's parents were both 

born in Portugal. Her mother is a homemaker, and her father owns his own company. She 

noted throughout both interviews that she feels abnormal due to the fact that all of her 

. 
extended family lives in Portugal. Isabella described herself as White and Portuguese and 

emphasized that she was proud to be Portuguese. Isabella is a confident and very talkative 

participant who was very comfortable speaking and sharing her experiences. 

Susana 

Susana is an athletic and confident female participant who, just finished Grade 9 in 

her first interview and was finishing up Grade lOin her second interview. Susana attends 

a Catholic high school and lives in a working-class nuclear family. She is taking only 

academic classes and noted that most of her friends were as well. Susana is heavily 

involved in sports at her high school, which has a high percentage of Portuguese students. 

I 

She plans to pursue a career in education and become a teacher or an early childhood 

educator. She has two older siblings, a brother and a sister. Her mother works as a 

homemaker, ~nd her father works in a trade. Susana noted that she has a large extended 

-

family and connected this with her Portuguese Canadian identity. She described herself as 

Portuguese and White. Susana does not work part time but noted that she was looking for 

a summer job. 

Tiago 

Tiago is an outgoing and confident individual who spent his school years in public 

and private schools. Tiago had finished Grade 9 in his first interview and was completing 

Grade lOin his second interview. He is taking only advanced courses and is determined to 
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go to university. Tiago lives in a working-class family and has a step brother and a step 

sister who both live in Portugal. His step father is from Portugal and his mother is from 

the Azores. Tiago' s step father works as a waiter and his mother as a cleaner. Tiago began 

working part time this year in the service sector. Tiago described himself as White and 

Portuguese but described a difference between his Canadian-born peers and himself. This 

was a topic that came up repeatedly in Tiago's interviews and will be discussed in detail 

in Chapters Four and Five. 

James 

James had just finished Grade 11 during his first interview and was completing his 

last year of high school in his second interview. James lives in a working-class family that 

is best described as an extended family: Although he lives with his mother and father and 

has one younger brother, he has spent considerable time with his grandparents, uncle, and 

aunts. James's parents were born in the Azores. James's mother works as a receptionist, 
-, , 

and his father works as a cleaner. James has taken a mix of academic and applied courses 

in high school. He plans to attend college next year and study a trade. James works two 

part-time job~ all year long. James described himself as White and Portuguese. James was 

a confident but shy participant. As the interview progressed, James seemed to become 

more comfortable to share his experiences. 

Interviews 

For my primary data collection, I conducted two sets of interviews with 6 

secondary school students in southern Ontario. As noted by Fontana and Frey (2000), "the 

interview has become a means of contemporary storytelling, where persons divulge life 

accounts in response to interview inquiries" (p. 647). The interviews were in-depth and 
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open-ended to help me develop a deep understanding of the experiences that these 

Portuguese Canadian participants have in schools. Interviews were conversational, and 

questions asked were appropriately worded for the age of the participants. 

First Set of Interviews 

I decided to conduct the first interviews during my summer vacation, thinking that 

this would be best; however, many participants were employed full time in the summer, 

so flexibility was crucial during scheduling. In addition to the challenge of work, many of 

the participants did not drive or have access to a vehicle. This required students to either 

take public transit, which is not easily accessible in some suburban areas, or rely on 

parents to drive them to and from the interview. Furthermore, some participants lived in 

different municipalities than I did. I made every effort to simplify this problem by meeting 

them either close to their home or at their work. At the start of the interviews, I ensured 

that participants were fully aware of the extent to which their participation was required. 
:j 

They signed consent forms that explained the process and provided background on the 

study. 

For th,e first set of 60-minute interviews, I used a schedule as a guide (see 

Appendix A) and allowed for flexibility based on the participants' needs and the flow of 

conversation. Prior to starting the first interview, I spent some time (approximately 20 

minutes) speaking with each participants and answering any questions to establish 

rapport, which was important in creating a comfortable, conversational tone for the 

interview (Fontana & Frey, 2000). This was the first time that all of the participants had 

taken part in such a study. Some of my participants seemed nervous during our first 

interview but seemed to be much more relaxed at the start of the second interview. As 
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were the participants, I was nervous and anxious for the first set of interviews because I 

had not met any of the students and had limited communication with them via telephone 

or computer. In addition, I sometimes worried that I would get lost driving in 

municipalities that were unfamiliar to me. To ensure I would not be late, I left early and 

gave myself lots of extra time to get to the location of the interviews. I was also nervous 

because of my limited experience conducting interviews for the purpose of research. After 

the first interview with Pedro, I felt much more relaxed and confident with the interviews 

that followed. 

Interviews took place in a variety of locations. For example, I interviewed Pedro at 

his workplace for the first interview, while I interviewed Fernando, Isabella, Susana, and 

James at a library for both interviews because it was closer to their homes and therefore 

most convenient for them. Tiago decided to meet at a local coffee shop near his home for 

his interviews. Mee~ing in public places was initially awkward during the first interviews; 

for the most part, I had no idea what the participants looked like other than a brief 

description that we liad shared over the telephone or email. As a result, I sometimes 

confused str~ngers as possible participants. Furthermore, when having interviews in 

public areas, I tried as much as possible to choose areas that were quiet in order to ensure 

clearer recordings. Admittedly, this was a challenge during noisy lunch hours. 

I also kept fieldnotes prior to and following each interview in order to 

contextualize the interview and describe what was not on the audiotape. While waiting for 

participants I would record my reflections and note details about the surroundings. Prior 

to my interview with Tiago 1 wrote: "I am early for my interview with Tiago. It is very 

busy here for the lunch rush. Hopefully it will get less busy and quieter before the 
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interview begins" (Fieldnote, Tiago, Interview 1). I also recorded reflections in my 

research journals, which were later analyzed. 

One memorable incident that resulted in much self-reflection occurred during my 

first interview with Isabella. Isabella began describing her family and how she had 

recently lost her grandfather. This caught me completely off guard. In "Conducting 

Respectful Research: A Critique of Practice", Tilley (1998) states: 

An interview may not be as harmless an experience as oftentimes portrayed. 

Questions, answers, discussion-particularly in an open-ended format-do not 

occur in a vacuum, isolated from past and/or future experiences. Control is not 

necessarily in the hands of the interviewer or interviewee but rather is fluid, 

moving. (p. 324) 

Tilley's quotation speaks to my experience: As a researcher, I was surprised and 

felt uncomfortable. I recorded my emotions later in my research journal as I listened to the 

-, 

recording. While transcribing the interview with Isabella I wrote: 

Isabella descrtbed how she recently lost her grandfather, and I did not even say 

I'm sorry for your loss or something to that effect ... I was just silent, and I felt 

horrible! I think I was surprised that she opened up to me, and it is obvious that 

she is still mourning the loss of her grandfather. Listening to the recordings I also 

realize that I tend to try to finish participants' thoughts or cut them off sometimes. 

I need to be a better listener in the next set of interviews. 

Entries and self-reflections helped improve and inform my second set of interviews. For 

example, when Isabella brought up the loss of her grandfather again in the second 

interview, I expressed my condolences. I also made an improvement in my second 



interview by being a better listener and interjecting less in the conversations, which was 

evident when listening to my recordings. I transcribed the first round of interviews and 

then prepared to conduct the second round of interviews. The second set of interviews 

were coded and analyzed using the same process as the first interviews. I found that I 

became more efficient at transcribing the second set of interviews, and I began to see 

themes that were emerging, so I noted them in my research journal. 

Second Set of Interviews 
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The second interviews were conducted during the students' March break, which 

seemed to be convenient for all of the participants. In the second set of interviews, 

participants and I were more relaxed, as rapport had been established and participants had 

gone through the experience of being interviewed the first time. As a researcher, I felt 

more confident and relaxed in the second set of interviews. I was also excited to learn 

about the changes and events that had occurred in my participants' lives since our last set 

of interviews. Some of the participants were also curious about changes in my life since 

our last interview as T had been in my third trimester of pregnancy during the first set of 

interviews. As a result, our second interview often began with a conversation about 

changes in our lives since our last meeting. I also felt different in the second interviews as 

a new parent listening to the students speak about their own families. My own identity 

changed as I became a mother, and I believe that this impacted the way in which I 

interacted with the students in the second interviews. 

As previously noted, I found that being of Portuguese Canadian descent assisted in 

the interviews because at times students used Portuguese words or recounted cultural 
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elements in stories that I could understand or to which I could relate. Similar to the first 

time, interviews took place in a variety of locations. 

In the second set of 60-minute interviews, I based my questions on any 

clarifications and/or questions I had from the first interviews that had resulted from my 

analysis and fieldnotes as well as any questions the participants had. I began by asking the 

participants what was new and how school was going, allowing the participants to lead the 

conversation. I also asked participants if there was anything that they had thought of 

adding or wanted to share since our first interview. To close both interviews, I asked 

participants if they had any questions or anything else to share or add. Both sets of 

interviews were recorded using a digital voice recorder and were transcribed, coded, and 

analyzed. 

Fieldnotes 

As previously noted, secondary data were collected through fieldnotes where I 

I 

recorded significant events. Emerson, Fretz, and Shaw (2001) state: "Fieldnotes are 

intended to provide descriptive accounts of people, scenes and dialogue, as well as 

personal exp~riences and reactions" (p. 353). I recorded fieldnotes to contextualize the 

-

interview and to document aspects of the interview not recorded; these included the 

surroundings and the participant's body language. Fieldnotes were written before and 

after the interview. Prior to interview 1 with Pedro I wrote: 

We are meeting at his work, and it is 4:15 p.m. This room is smaller than I would 

have anticipated. I hope to start the interview soon. 
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[Continued after the interview] A great interview! Pedro seemed very happy to 

talk and share his stories. He didn't seem too nervous, especially once we started 

talking. (Fieldnotes, Pedro, Interview 1) 

Fieldnotes were not kept during the interviews, as I felt this would distract my 

participants' and my attention during the interviews. After the interview, fieldnotes were 

analyzed. 

Curricular Documents 

SchoQl documents such as curricular reports pertaining to at-risk students were 

also examined. These documents provided additional background information on the 

programs and resources available to assist at-risk students. I obtained information through 

the Internet, school in-services, and communication with secondary school teachers. I 

recorded my reflections and questions in a research journal, and they were analyzed 

throughout the resea!ch process. I coded the documents by circling or highlighting key 
-, 

words and noted codes in the left margin, and I analyzed the content' of the documents. In 

a pamphlet I receivectfrom a Student Success teacher who works with students who are 

at-risk, I circled various key words. The codes and notes are in italics. 

6 Ways to Help Students Graduate 

Assistance More than 300,000 students have benefited from over 200 new 

technology courses and 500 upgraded courses, including hospitality, health 

care and computer engineering. 

This contradicts: Interview 1 Fernando, regarding the limited course selections 

(pp.16-17); Interview 2 Isabella regarding the lack of course selections at her 
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school (p. 21). It is possible that those changes have not been developed in all 

secondary schools? 

The documents that dealt with at-risk students and student success provided 

important information about the current assistance available to students and the measures 

that the Ministry of Education in Ontario is taking. Additionally, the documents helped 

me examine how the measures taken by the Ministry can assist students in meeting their 

educational needs. 

Research Journal 

In addition to the fieldnotes and curricular documents, I collected data through a 

research journal. Lincoln and Guba (1985) describe a reflexive journal and suggest three 

sections to comprise the journal, which include the daily schedule and logistics ofthe 

study, a personal diary that provides the opportunity for catharsis and reflection, and a 

methodological log (p. 327). I utilized these three components in my research journal. 

"' 
Following an interview with Isabella I wrote: 

Isabella's inteTview really touched me on a personal level when she talked about 

not having her family here to support her since they are all back in Portugal. I have 

such a support system of extended family that surrounds me and have only had the 

opposite experience of Isabella. Her interview made me appreciate my 

circumstances more fully. I also realize how much of an advantage (even 

academically!) that can be to have all my extended family around. 

In the second interview I shared this entry with Isabella when she brought up the topic of 

family again. 
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Data Analysis 

Following each individual interview I transcribed the in-depth interview and wrote 

a synopsis based on my interpretations of the interview conversations. The interviews and 

synopses of my interpretations were shared with the participants, and they were given a 

chance to respond as a form of member checking (Glesne, 2006; Lincoln & Guba, 1985). 

Researchers describe the implications of having the researcher interview and transcribe 

the data (Grundy, Poll on, & McGinn, 2003; Tilley 2003). Grundy et al. argue, "This 

closeness inereases the validity of the transcript as a research document" (p. 11). When 

the transcriber is not the interviewer, misrepresentations of the participants' experiences 

can occur. I am also aware as a researcher that transcription is an act of interpretation 

where the transcriber makes choices (Lapadat & Lindsay, 1999). Throughout the process 

oftranscription, I kept notes in my research journal ofthe decisions that I made during the 

transcription proces~. 

Sometimes, the participants used Portuguese words in the interviews. I decided to 

transcribe Portuguesewords verbatim in the transcripts but have included the English 

translations ~f such words in this study for the reader's convenience. Temple and Young 

(2004) ask, "Does it matter if the translation act is identified or not? And does it matter if 

the identity of the researcher and translator are the same?" (p. 161). To answer the first 

question, Temple and Young argue that this depends on the position of the researcher. 

Keeping with the constructivist approach of my research which suggests that translation is 

not a neutral exercise and that "your location within the social world influences the way in 

which you see it", then I must acknowledge the process of translation in my research 

(Temple & Young, p. 164). At times, the act of translation was difficult because some 
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words could not directly be translated. For example, Tiago described the danc;as which are 

a form of popular theatre that takes place during carnival in Ten;eira. Although I can 

translate the word into English as dances, it is impossible to capture the cultural elements 

of the word through writing and something that is best understood through experience. I 

tried to address this problem in the study by including the original word in Portuguese 

with a short description in English following the word to explain what it means. I felt that 

it was necessary to do this to preserve the cultural integrity of the word. 

After. transcribing, I listened to the digital recordings while reading the transcripts 

in full as an additional check for accuracy. Member checking was an interesting part of 

my research, as many of the participants were surprised at the detail and depth of the 

transcripts and synopsis. None of the participants had ever been involved in a study for a 

graduate program. Many of the participants enjoyed the experience of having the 

opportunity to examine the written transcript and synopsis. A few participants were a bit 

" 

apprehensive about the colloquial nature of the interviews. I explained to participants that 

the manner in which~We engage in conversations is often quite different from the way we 

write. As such, I would be editing out the "urn," "ah," and repetitive words in the 

interviews as well as the inaccurate tense usages for the ease of reading. Tilley and 

Powick (2002) note that there are limitations when clipping quotes from transcripts and 

inserting them in the final document to represent retelling of participant experiences but 

that the "picture constructed has much to tell" (p. 293). The same statement can be applied 

to my study. Although I have edited the quotations for ease of reading, the participants' 

quotations provide an insight into the experiences of Portuguese Canadian students in the 

Ontario schooling system. 
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As part of the transcription, I listened for moments of silence in the interviews and 

recorded them in my researchjoumal, including silences of both the participants and 

myself as the researcher. Charmaz (2002) states, "Stories and silences simultaneously 

frame and constitute meaning among people who experience disrupted lives, and 

s·ubsequently, inform the content of much qualitative inquiry" (p. 302). 

Coding 

Once I transcribed the interviews, I began the formal process of data analysis by 

coding the data. Coffey and Atkinson (1996) describe coding as a "range of approaches 

that aid the organization, retrieval, and interpretation of data" (p. 27). They continue to 

explain how coding can also lead towards additional questions about the data (p. 31). I 

began the process of coding with a list of approximately lOa priori codes based on the 

readings from research literature and the interview questions (Coffey & Atkinson, p. 32). 

Each of these a prio~i codes were clearly defined. When coding the transcripts, fieldnotes, 
·i 

and my researchjoumal, the a priori codes were noted in the right-Hand margin. I read and 

reread the transcripts;-paying close attention and assigning emergent codes in the left-hand 

margins. When rereading my transcripts, I often found that I added codes that I had 

missed the first time. I moved on to interpreting the data, where I sometimes chose to 

change or alter my codes (Coffey & Atkinson, p. 46). 

Silences 

When analyzing the silences, I referred to the categories of silences that Mazzei 

(2003) describes as a guide. These categories include: polite silences, privileged silences, 

veiled silences, intentional silences, and unintelligible silences. I found examples of 

privileged silence which Mazzei describes. Mazzei states: "The participants in my study 
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often revealed a hesitancy to speak for fear of offending someone. In this fear of 

offending, we say nothing, we are silent" (p. 364). All of the participants knew that I was 

a teacher; as a result, I questioned if at times they were using polite silence. In addition, 

when the conversation centered on race or ethnicity some participants seemed to be 

hesitant to speak or seemed to choose their words carefully. Mazzei similarly found that 

students in her preservice teacher education program were often reluctant to speak when 

conversations centered on ethnicity and race. 

In addition to the silences of participants, I also listened to my own silences during 

the interviews. There were not many examples of silences, and I found through listening 

closely to the interviews that I had trouble with allowing silence to exist in the interviews. 

Sometimes I would begin speaking to fill the void of silence. Mazzei (2003) discusses 

how silence can be difficult and argues: "I concur with Buechner (1977) that we are none 

of us very good at silence. It makes us uncomfortable and if given a serious hearing does 

I 

say too much" (p. 361). I agree with Mazzei: I feel that silence does make me feel 

uncomfortable. Often the uncomfortable feelings resulted in the interview from 

unexpected ,and personal moments that the participants shared. For example, when 

Isabella described how her grandfather had died I was silenced because I was 

uncomfortable. I had not anticipated that Isabella would share such a personal loss with 

me in the interview. In addition, I also found examples of my polite silences when 

participants made comments that I did not agree with. For example, when Tiago described 

Black students as ignorant and not caring about school, I was silent. Although I disagreed 

with his remarks and wanted to respond, I said nothing and let him speak. I felt that if I 
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did respond, Tiago might not continue to be as honest in the interview for fear of being 

judged. 

Trustworthiness of Data 

Harrison, Mac Gibbon, and Morton (2001) note the importance of having 

. participants engage in member checks as a method of ensuring trustworthiness. Member 

checking of transcripts and synopses with participants provided verification and ensured 

that their interpretations of the data represented the meanings participants intended. 

Lincoln and Guba (1985) note that these member checks are both informal and formal and 

should continue to occur throughout the research process. Before the second interviews, 

took place, participants were given a copy of the first interview transcript and synopsis to 

review. Following the second interview, participants were sent copies of the second 

interview transcripts and synopsis through email (password protected). The participants 

requested this email process because it was most convenient for them. Lincoln and Guba 

-, 

also suggested that triangulation be used to ensure credibility. The' use of triangulation 

was achieved in my-study through comparing and contrasting data in the participant 

. 
interviews, fieldnotes, research journal, and content analysis of documents. 

Respectful Research 

The participants in this thesis (Fernando, Pedro, Isabella, Susana, Tiago, James) 

were given pseudonyms as stated in the Information Letter and in the Informed Consent 

Forms. This was done to protect the participants' privacy, who were all minors, and their 

families. 
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Ethical Considerations and Complications ' 

Prior to commencing with the research I obtained approval from the Brock 

University Research Ethics Board. Throughout the process of data collection and analysis, 

I maintained standards to ensure I conducted respectful research and maintained Brock 

. University Research Ethics Board standards (see Appendix B). The confidentiality of data 

was crucial, and as a result pseudonyms were used throughout the process. Furthermore, 

data were kept secure throughout the research process and will continue to be for a period 

of time after the research is completed. Finally, respect for participants was critical to my 

research, and member-checking was used throughout the process (Fontana & Frey, 2000). 

I demonstrated respect for participants by ensuring that they understood the process and 

by keeping them informed about the research. Also, I attempted to ensure the process was 

as convenient as possible for participants with regards to the locations and times of the 

interviews. In addition, I answered questions and ensured that parents understood the 
., 

research as well. I also maintained a positive atmosphere during the interviews, listened 

attentively, and thanked participants for their commitment to the research. 

In addition, guardians and parents signed consent forms, since all participants were 

under 18 years of age. I was able to meet with some parents prior to the interviews 

because they had driven participants to our meeting place. I communicated with 

participants through phone, Facebook, or email and made myself available to answer any 

questions that parents or guardians had about the study. 



CHAPTER FOUR: FINDINGS 

The purpose of this study was to explore the experiences of second-generation 

Portuguese Canadian secondary students in southern Ontario schooling system. My 

research questions focused on Portuguese Canadian students' educational experiences and 

. their experiences in the education system. In addition, I examined how students described 

their ethnic and racial identities. I conducted two sets of interviews with 6 secondary 

school students, analyzed curricular documents, and documented the process through a 

research journal. In this chapter I examine the eight themes that emerged from my 

analysis of the data from both sets of interviews, curricular documents, and research 

journal. These themes, although discussed individually, are interconnected and reflect 

participants' experiences as second-generation Portuguese Canadian students. The themes 

reflect my research focus which included an examination of the successes, challenges, and 

struggles that Portuguese Canadian student face within the current education system. My 

research focused on the academic difficulties of at-risk students. I explored participants' 

understandings of tlreir ethnic and racial identities. The eight themes discussed in this 

chapter are: 

Influences of Part-Time Work on Schooling 

Parental Involvement: Silent or Secondary Fathers 

The Teacher Is Key 

Challenges and Barriers 

The Importance of Peers 

Portuguese Canadian Identity: What Does It Mean to Be Portuguese? 

Lack of Focus on Identity in Curriculum Content 
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The Dropout Problem 

Influences of Part-Time Work on Schooling 

A common theme among the male participants in this study is that they all have 

part-time jobs in addition to being full-time secondary students. The four male 

' participants (Fernando, Tiago, Pedro, and James) hold a variety of part-time jobs in the 

service sector, and 2 ofthe participants (Pedro and James) hold two part-time jobs in 

addition to attending school. It should also be noted that one of the female participants 

(Susana) intends to obtain a part-time job in the summer. Most of the participants noted 

that they work more hours in the summer than they do during the school year. Fernando, 

for example, works 20 hours a week in the summer but 15 hours during the school year. 

Similarly, James works 54 hours a week in the summer and 20 hours a week during the 

school year, and Pedro works 32 hours in the summer and 20 hours during the school 

year. Only 1 participant (Tiago) worked 22 hours throughout the year. 
-, , 

When asked about the balance between part-time work and school, 2 of the 

participants (Tiago(tnd Fernando), who are in the academic stream, discussed challenges 

between balancing part-time work and attending school fuli time. 

Fernando: Sometimes it's kind of hard because I work after school one day during 

the week. Tuesdays it's like from 5-10, so even if! have homework or a test the 

next day I have to stay up and stuff. And working on Sundays, that's brutal if you 

have a test on Monday ... because tests are usually on Fridays and Mondays. 

(Interview 2) 
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Tiago: I'm not getting as high marks as I want because I've 'started a new job. So I 

don't have a lot of time to go home and do homework. (Interview 2) 

Two of the participants (Pedro and James) did not feel that balancing work and 

school was a problem. James described how he did his homework at one of his jobs, while 

Pedro explained that he was able to work quickly and finish most of his homework in 

class. In the second interview, I asked Pedro ifhe felt that he could obtain higher marks if 

he worked fewer hours; he stated that it might make a slight difference in his grades. 

When asked what the participants were doing with the money that they earned, 

most of the participants described using their money to purchase items such as clothes or 

to go out with their friends. One of the participants (Pedro) described how his money was 

assisting his parents. Similarly, Nunes (1999) found that Portuguese students often 

worked after-school and summer jobs in order to support themselves and their families 

(pp. 178-179). 

Pedro: My money goes to helping my parents, which eventually comes back to 

helping me at the end. (Interview 1) 

James: Well, I keep some of my money for weekly spending, but I mostly save it. 

Well, I've been saving now forever since I got the job, and now because of all my 

savings I'm going to go tomorrow and purchase a car. (Interview 2) 

Tiago: I actually spend a lot of my money. [Laughs] I'm very bad with saving. 

(Interview 2) 
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None of the participants who held part-time jobs mentioned saving money to pay for their 

post secondary education. James noted that he did not need money for his post secondary 

schooling because his education to study a trade would be subsidized by the government. 

In his recent study of Portuguese Canadian students in British Columbia, Santos 

'(2006) also found that many participants were working throughout their high school 

education. Santos states: "The most commonly cited reason for wanting to work during 

high school was to supplement their own income and purchase items they wanted for 

themselves; since their parents could not afford or were reluctant to purchase expensive 

items" (p. 40). The same reasons were described by the participants in this study who 

discussed using the money they earned to make purchases of items that they wanted. 

As noted earlier, female participants did not have part-time jobs, although 

Susana's goal was to find ajob in the summer. The topic of employment was not brought 

up by Isabella, wh~ attends a private school. Isabella did not indicate any plans to obtain a 

part-time job, nor did she allude to any of her friends having part-time jobs. It is possible 

that Isabella did nofwork part time while attending secondary school because this was not 

expected of, her at home and thus was not something that she had been socialized to do. 

For example, Crompton (2006) argues that family plays a critical role in the reproduction 

of social class and class inequalities. In particular, Crompton notes that advantages or 

disadvantages are created through the family by culture and materials. Some children 

inherit economic capital, and culturally children are socialized in different ways. Isabella 

seemed to have more access to financial resources than the other participants. For 

example, Isabella noted that she spent her spare time taking horseback riding lessons. In 

addition, she described her most memorable moment as a 5 day ski trip to Quebec with 
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her school. These aspects ofIsabella's interview set her apart from the other participants, 

who likely did not have access to the same kind of material wealth. Having access to 

financial capital can create certain advantages for Isabella, such as providing her with the 

opportunity to be able to attend private school. 

It is arguable that many Portuguese Canadian students work part time and full time 

while attending school because ofthe ways they are culturally socialized and based on the 

economic capital they inherit from their family. Although most of the participants in this 

study worked and attended school, they were all passing and planning to stay in school. 

Parental Involvement: Silent or Secondary Fathers 

As previously noted in the literature review, one of the criticisms the Portuguese 

community often receives is that parents are not involved in their children's education 

(Nunes, 1999). All of the participants in this study noted how their parents and often 

extended family (Fernando, Susana, James, and Tiago) were involved in their education . 
. , 

This involvement included assistance with homework, attending parent-teacher 

interviews, helping financially with post secondary education, encouraging the 

participants to stay in school, and transporting them to and from extracurricular activities. 

However, the discussion often focused on the role participants' mothers or other extended 

female family members played. The participants talked of fathers in secondary roles or 

fathers were not mentioned at all. 

Tiago: My mom cares a lot and is like, "Okay you better study!" (Interview 1) 

James: But ifI had trouble, I'd ask anybody at home. My aunt Lucy is a teacher, 

so I ask her sometimes for help. (Interview 1) 
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Isabella: My mom helped me out a lot but my Godmother, I'd say it's thanks to 

her that I enjoy reading because she is the one that bought me Harry Potter. 

(Interview 2) 

Susana: My mom usually asks in do have homework or what I did, but they don't 

look at the agenda. (Interview 2) 

In addition, some participants (Fernando, Isabella, Tiago) noted that parents' 

assistance with homework was often limited due to their parents' educational background 

or limitations with the English language. 

Fernando: It's changed totally, like it's so different from what our parents learned. 

So like I'll show my mom my Math textbook, she won't know one thing because 

it's so different from what she learned (Interview 1). 

Isabella: Well, after one point they couldn't help me much ... like they came here 

hardly knowing much English. My mom said the way she learned English was 
-, , 

reading books and watching soap operas, which I thought was kind of funny. 

(Interview It 

Tiago: Academically we have to rely on ourselves; because they are not like as .. .I 

don't know how to put this, they are ... what they learned isn't the same thing as 

we are learning. (Interview 2) 

As a second-generation Portuguese Canadian student myself, I could relate to the 

experiences that participants describe above. My parents' educational experiences in 

Portugal and the Azores were significantly different than mine were in Canada. My 

father's educational experiences were limited; growing up, he was expected to begin 

working and help support his family in Canada at a very early age. For my mother, she 
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began working full time immediately after immigrating to Canada to help support her 

family, and she was not afforded the opportunity to pursue any post secondary education 

until she was married and had her children. I reflect on my experiences in my research 

journal: 

I could completely relate to Isabella today as she spoke about how her mom taught 

her long division. I had the exact same experience growing up, and I noticed the 

differences between my parents' education and the Canadian education system. I 

can remember my own parents helping me with homework but having faith in my 

teachers and supporting them in the marks I received, at times I think giving them 

too much credit. I also remember that when I wanted to improve my Calculus 

mark my mother got a tutor for me and she drove me and my sister to get extra 

help. They were always there for me, supported me, and encouraged me. I also 

remember that my aunt Lucy also used to help edit my French homework. 

Tiago and Fernando described differences between Portuguese Canadian parents 

and parents who were born in Canada. Tiago referred to these Anglo parents who were 

born in Canada (referred to as "cakers"): 

Tiago: But they're [Portuguese parents] more like, you know, I want to see you get 

good marks as opposed to like those "caker" parents who want to go to school 

every day to check on their kids. (Interview 1) 

Tiago's comment closely resembles the finding in Santos's (2006) study. Participants 

noted that parents had "a very relaxed attitude towards school" (p. 42). Santos noted that 

often this was due to the fact that parents were working many hours and therefore were 

not at home. Fernando felt that students whose parents were born in Canada had an 
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advantage as their parents had gone through a similar education system as their children. 

He also felt that children of university-educated parents were at an advantage. 

Fernando: I guess they [parents] want the best for us, they [parents] want us to like 

... they're always here to support us and stuff like that ... but like academically ... 

we have to rely on ourselves. Because they [parents] are not as ... I don't know 

how to put this ... they're ... what they learn isn't the same as we learn ... they 

[parents] can't really help us 'cause they don't know ... but they [parents] try to 

support us as much as possible like they try to encourage us to do our best. 

(Interview 2) 

Fernando's observations seem to take into account the role that social capital can play in 

the education system. As noted in Chapter Two, children from communities that are more 

educated have advantages because they are often steered through broader social barriers. 

The role of Portuguese Canadian parents could also be linked to class. As 

previously noted, family plays a critical role in the reproduction df social class and class 

inequalities including the way in which parents invest time and resources in their 

children's education. Thus parents who are educated in the Canadian system have more 

familiarity with the education system. This may include, for example, how the curriculum 

works, different forms of assessment and evaluation, or how to ask the right types of 

questions at parent-teacher interviews. Those who lack this familiarity could be prevented 

from engaging further in their children's education, which could be the case for some 

Portuguese Canadian participants. Furthermore, the "relaxed attitude" Santos describes 

could be due to a lack of understanding and trust in the education system. 
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The Teacher Is Key 

All participants indicated that the teacher played an instrumental role in whether or 

not they enjoyed a class. Overall, participants were pleased with their teachers, although 

all of the participants stated that some teachers and classes were more engaging and 

. productive than others. Some of the more successful teaching strategies that participants 

described included group work, peer dialogue discussions, and educational games 

(Isabella, James, Susana, Pedro). 

Isabella: But there are some other teachers that have a different way of putting 

things ... like games and stuff that actually help us. Like my Science teacher: She 

made BINGO with the periodic table. She would make us put on the symbols and 

we had to learn all the names. She would call out the names like hydrogen and you 

had to know it started with an H and crossed it off. (Interview 1) 

Pedro: Wherever you go you are going to have to be able to communicate with 

-, 

other people, right? So being in class and talking to people and stuff like that 

helps ... it hetps me at least. (Interview 1) 

Pedro and James, who described themselves as kinaesthetic learners, found classes that 

provided opportunities for hands-on learning particularly interesting. They enjoyed 

classes where teachers employed these methods, resulting in engagement and positive 

interactions between peers. 

Most of the participants felt that they received adequate assistance when needed 

and that this was important in their schooling experiences. Susana, who attends a private 

school, described how teachers at her school are forced to stay an hour after school to 

provide assistance to students. Pedro stated one of the reasons he took applied courses was 



due to the additional assistance he received. Some of the participants felt more 

comfortable approaching other students for assistance while other participants preferred 

seeking assistance from a teacher. 
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Pedro: There was always a person to help. If! didn't get it from one teacher, I 

would go to another teacher .... like all the teachers that are there [school] like 

they know me and stuff like that, so it wasn't hard getting help from one teacher if 

I didn't get if from another. Obviously, teachers have their different learning 

strategies,and I guess I grasped it from one teacher more than another. (Interview 

2) 

Isabella: Sometimes it's easier to ask a friend first ... I don't know ... for me, I 

usually ask a friend first before a teacher. (Interview 2) 

All participants spoke of the importance of teacher personality. Many participants 

described how important it was for teachers to be able to relate to their students, be 

approachable, and have a sense of humour (James, Fernando, Tiago, Pedro). The 

importance of teaclrer personality was noted by all of the participants as strengths in the 

classroom ~nd likely contributed to the fact that none of the students in the study were at 

fisk or thinking of dropping out of school. Teacher personality also played an important 

role in whether or not participants asked for help. Participants noted that some teachers 

were intimidating or unapproachable (Tiago, Fernando). 

Fernando: Like, he just come to class ... he'll be like "okay take out your notes," 

and then he'll just write the notes and that's it and then help us with homework 

questions and stuff like that. But like my teacher in the first semester, my 

functions teacher, he was like the complete opposite. He was always telling us 
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stories and jokes and stufflike that ... and yeah, it's more like ... it makes you feel 

more comfortable, it makes you feel like you can actually like ask for help. 

(Interview 2) 

Most of the participants felt that they were treated respectfully and equally by 

. teachers. Again, the importance of respectful encounters with teachers was noted by the 

participants as integral to their success in school. Portuguese Canadian students who are at 

risk or choose to drop out may not have similar experiences within the education system. 

One participant (Tiago) felt that Portuguese Canadian students were not treated 

equally in the classroom: 

Tiago: Teachers give more ... you can tell that teachers care more about the 

Canadian, the cakers, than the European or the Black students because they're 

more ... you know ... well they're not per se racist, but they're like you can tell 

kind of thing. (Interview 1) 
~ , 

When Tiago was asked why he felt that Portuguese students were (not given as much 

attention, Tiago de-stribed how teachers assisted students that came to class early and 

wanted to get good marks. 

Tiago: I think they'd still help the White one more [student] because they 

[teachers] think that the White one will go further ... as opposed to the Portuguese 

student. (Interview 2) 

Tiago indicated that if Portuguese students were "really dedicated" teachers would be 

"nicer to students." In the second interview, Tiago was asked to expand on what he 

meant by "dedicated": 
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Tiago: If you show that you come to school early ... like you're fixed on getting a 

good mark ... you know ... I guess if you're not rude to the teacher ... I guess if 

you finish your homework on time you know ... get everything done ... and you 

try your hardest, I think that's dedicated to me. (Interview 2) 

. Tiago describes students who demonstrate little resistance in the education system and 

notes that teachers are more likely to assist them, while teachers were less encouraging 

with those students who showed resistance to the education system. Research conducted 

by Canadian researcher and educator George Dei et al. (1997) and his team found that 

students who drop out are more likely to have resisted conforming to the education 

system. Findings in a study compiled by the Community Health Systems Resource Group 

at The Hospital for Sick Children (2005) states: "Teachers were seen as inflexible in their 

approach toward young people and unwilling to work with students who did not 

demonstrate a one hundred percent commitment to academics" (p. 37). Fine (1991) also 

found that students who dropped out of high school were found to/be "critical of social 

and economic injustices ... and unwilling to conform mindlessly" and that "the act of 

dropping out could be recast as a strategy for taking control of lives fundamentally out of 

control" (p. 4). Thus, one of the reasons so many Portuguese Canadian students drop out 

or are at risk may not be the result of academic shortcomings but rather their 

unwillingness to conform to an educational system that seeks to control their learning 

experiences and does not reflect their experiences. Also, it is possible that some teachers 

hold lower expectations for students who come from Portuguese Canadian descent due to 

preconceived notions or stereotypes. For example, Nunes (2003) notes that there are a 
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difficulties with reading and language. 

It should be noted that none of the participants in my study were in Special 

Education or English as a Second Language (ESL) programs. It was only Tiago who 
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. described the unequal treatment of Portuguese Canadian students. Tiago was far more 

critical of the education system than were any other participants in my study. The lack of 

a critical lens by other participants could be due to the fact that they have conformed on 

some level-to the education system since, as previously noted, it has served them well. For 

instance, most of the participants are in academic programs or applied programs. All of 

the participants, including Tiago, seem to be doing well in school and do not fit the 

Ministry definition of at risk. Furthermore, most of their experiences within the education 

system have been somewhat positive, and they seem to have found their places within 

their educational settings. This is likely not the case for Portuguese Canadian students 

who decide to leave school early before graduating or may be labelled at risk. 

The participnnts provided a variety of suggestions and advice to teachers that 

included slowing down the pace at which the curriculum was covered (Susana, James, 

Tiago), being more relaxed (James, Susana, Pedro, Fernando), and listening to their 

students (Susana, Isabella, Tiago). Fernando and Tiago suggested becoming more 

involved by talking to students. 

Fernando: Like talking to the kids I guess ... instead of just like throwing a lesson 

on the board. So like sort of getting more involved ... more interactive learning. 

(Interview 2) 



57 

Tiago: Like maybe you should take the time of day once in'a while to help the 

ones [students] that are kind of falling behind. Be like "okay do you want help?" 

or the ones that are passing, well should you go to academic? Or if they are doing 

really well, would like to try something." (Interview 1) 

Similarly, Community Health Systems Resource Group at The Hospital for Sick 

Children (2005) advises all those who work with youth to "be more understanding, be 

more flexible, and be more proactive in reaching out to youth, families and 

communities" (p. 44). Furthermore, teachers in the focus groups in that study agreed 

that one caring adult who supported youth could make a difference. For Portuguese 

Canadian students who may be labelled at risk of dropping out of high school, this 

caring adult could prove to be even more important. 

Challenges and Barriers 

One of the research questions in this study addresses the challenges or struggles 

that Portuguese Canadian students encounter within the current education system. One of 

the challenges notoo by the participants in the academic stream was homework (Fernando, 

Susana, Isabella, Tiago). In particular, Isabella and Tiago explained that they had to give 

up extracurricular activities because they had a lot of homework. In addition to 

homework, Pedro described how he found it challenging when an essay was due the next 

day and that he preferred to be given more time to complete his work, particularly with his 

part-time work schedule. Academically, Fernando, Isabella, and Tiago noted that exams 

were challenging due to the amount of information that had to be studied. In the literature 

review of Chapter Two, I discussed how today's curriculum is sometimes hurried or 

clinical-that is, the coverage of curriculum expectations has taken on increasing 
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importance over student learning (Hargreaves, et aI., 2001). As previously noted, this 

dense curriculum can contribute to students becoming labelled at risk, which could be the 

case for Portuguese Canadian students. Students and teachers need to find a balance 

between homework and extracurricular activities. 

With regard to curriculum, participants commented that certain subjects seem to 

be more challenging. One of these subjects was Mathematics (James, Pedro, Susana, 

Tiago). 

Tiago: I think Math was my difficult subject .... Math is what I was freaking out 

before because I was scared that I was going to fail it like ... my exam ... because 

I'm not good in Math. So yeah I thought I was definitely going to fail, but I passed 

it thank God. (Interview 2) 

Pedro and James explained that if a student's first language was Portuguese and 

not English, then tpis would be a barrier. Students whose first language is Portuguese 

would require additional assistance, accommodations, and modifi~ations to their academic 

program and be considered an ESL learner. It should be noted that none of the participants 

were classified as ESL learners in my study, and none of them described their first 

language as Portuguese. In fact, half of the participants described not being able to speak 

Portuguese, although they understood when someone was speaking Portuguese to them. 

Pedro also suggested that students themselves could put barriers up if they did not 

put enough effort into their school work. The lack of effort was discussed in James's 

interview where he described his lack of engagement with Mathematics. 

James: I didn't have the patience for Math [laughs] ... to be honest with you I 

didn't really ... I hate Math ... if I had an important test come up I'd go for extra 
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help during lunch ... after school ... whenever a teacher has time she or he would 

tell us to go for help but ... 1'd go maybe once in a while. But If I had trouble 1'd 

ask anybody at home ... my aunt, she's a teacher, so I ask her sometimes for help 

... but I never really used to go for extra help during school. (Interview 1) 

During the second interview, I asked James ifhis teachers had been able to show some 

connections between automotive mechanics and Mathematics whether it would have 

increased his engagement. 

James: They are not going to ... the teachers are not going to change the 

curriculum for one student, right? If they are not into auto they are not going to 

like ... the program ... you can't please everybody. (Interview 2) 

Given my experience as an educator, I believe that James was likely not the only student 

with an interest in automotive mechanics or with a weakness in Mathematics. Although 

not every lesson could be connected to automotive mechanics, it may have been effective 

if the teacher had attempted to make some connections between the two subject areas or 

provided some hands-on methods of teaching mathematics in order to reach kinaesthetic 

learners su«h as James. Santos (2006) also found that participants in his study struggled 

-
with mathematics and language, as they lacked support in the foundational skills (p. 36). 

Santos's focus group participants described how their struggles began in their early years 

and continued into late elementary and high school. Similarly, James in my study 

described how his problems in Mathematics began in early elementary school and 

continued into high school. 
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Participants described teachers as a challenge. Tiago noted that in elementary 

school he was confronted by a teacher who pulled him aside when he was caught skipping 

school. 

Tiago: So I remember she told me once ... my mouth kind of dropped because I 

was shocked, she said, "What are you going to do, skip school every day now? So 

that when you finish high school or if you do finish high school ... you will go to a 

factory ... because I know if you are going this way you are going to drop out and 

go to a factory anyways. I don't want to see you go to a factory ... typical 

Portuguese you know ... go to a factory at the age of 16!" That's what she said to 

me. (Interview 1) 

Although Tiago described this situation as a barrier in the first interview and indicated 

that he was offended, in the second interview he argued that this teacher had a profound 

impact on him and. that this teacher had actually helped him. 

Tiago: In a way she was stereotyping me, but she was using it as a negative way to 

like I think . ~. to be positive ... like she's looking at it in a negative way like "oh 

you ,are going to be Portuguese and go work in a factory and I want you to exceed 

and go past that". (Interview 2) 

Although Tiago felt that the teacher was trying to assist him by trying to motivate him, 

there are more effective ways to do so without the use of stereotypes and insults. For 

example, the teacher could have perhaps conferenced with Tiago and his parents 

regarding his academic performance and concerns. The teacher could have described all 

of the potential that she saw in Tiago and his abilities as a student. In addition, the 
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comments reflected the preconceived ideas that this teacher had with regard to Portuguese 

Canadian students. 

As discussed in Chapter Two, role models can also be important to students and 

help to break down stereotypes. Some of the students observed that there were only a few 

Portuguese teachers on staff (Fernando, Susana, Tiago). Pedro stated that there were 

many Portuguese teachers at his school; however, a Portuguese course was not offered. A 

language course would assist students in developing and exploring their Portuguese 

Canadian identity and in maintaining the Portuguese heritage. For myself, I was lucky 

enough to be able to attend Portuguese heritage classes on Saturdays, where I learned to 

read, write, and speak Portuguese. I also was able to meet other Portuguese Canadian 

students and I feel that this helped shape my own Portuguese Canadian identity. The focus 

on identity could be even more important to Portuguese Canadian students who are 

identified as at-risk or in helping to engage students in the classroom. If students see 

themselves reflected in their own schooling, they are likely to warit to participate more 

actively. 

Isa~ella, who attends a private school, discussed limitations in her private school 

with course selections. She described how her school is set up as a university preparatory 

school and has more traditional courses. 

Isabella: Like some of my friends, they said they want to be animators or learn 

how to do animation. In my school they don't have that course, and I would love 

to take it. (Interview 1) 

Isabella noted that her school did not offer any courses that led to employment in a trade 

such as auto mechanics, cosmetology, or cooking. Isabella described that arts courses 
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(music, drama, and visual arts) were also not offered beyond Grade 9 and that there was 

no library at her school. 

Isabella's preparatory college and university experiences contrast with James's 

schooling experiences at a public school with a focus on the trades. This contrast between 

the two schools echoes Anyon's study (1980) discussed in the literature review where 

Anyon noted that working-class children were prepared for a future oflabour, thus 

creating a process of reproduction. Maxwell and Maxwell's (1995) research found private 

schools in Canada went to great lengths in socializing students and more was done that 

can not be measured by academic performance. Maxwell and Maxwell also state: "While 

it is argued that the wide variety of non-academic activities contribute to present academic 

performance and to future role performance, they are not the type of cultural or 

educational capital that is as easily measured as academic performance" (p. 315). It is 

arguable that Isabella and James were being conditioned for their futures through their 
" "' 

I 

schooling experiences. In addition, it is possible that the streaming of Portuguese 

Canadian students 1s continuing to occur. 

Asi<;ie from school, Isabella also felt that she was disadvantaged because she did 

not have any extended family in Canada. Most of her extended family lived in Portugal. 

She described how this made her feel abnormal, as most of her peers had a large support 

system of family members. 

Isabella: But family wise ... I noticed all my family is in Portugal, and other 

people, they have all their family here. It is kind of weird and different. (Interview 

1) 



Isabella reinforced the importance of having extended members in her life in her second 

interview. 
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Isabella: Normal is you have your family around ... normal kids are like someone 

that doesn't have to worry that much . .. you are not worrying about your family 

being away. (Interview 2) 

Many of the other participants discussed how their extended family meinbers assisted 

them in a variety of ways, such as helping with homework. Isabella was the only 

participant-whose extended family members were in another country. 

Participants were asked if they felt that being Portuguese Canadian impacted their 

education. Pedro and Isabella felt that being Portuguese Canadian had no impact on their 

education. Tiago felt that being Portuguese Canadian had impacted his education and 

made him feel different. 

Tiago: We~l, it kind of has, because when you are like a Portuguese Canadian 

student you kind of feel like you are different than the rest 'you know ... because if 

you look at1he Canadian kids . . . the "cakers" they have all their stufflike 

org~nized . . . like I'm organized too. (Interview 1) 

Fernando stated that because Portuguese students made up the majority at his school, he 

did not feel that there were any challenges or barriers. Susana felt that there was no 

impact; however, at times people joked about her being Portuguese. 

Susana: I've been treated the same way as everyone else ... but sometimes people 

make jokes saying like "oh just go be like a roofer or something" because 

apparently a lot of Portuguese people are roofers or do construction ... I don't 

know ... but yeah .. . I've been treated the same way. (Interview 2) 
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Susana did not identify the comments by peers as negative stereotypes of Portuguese 

Canadians; however, it is obvious that such comments are occurring at her school. Susana 

likely recognizes these stereotypes. Although she feels uncomfortable, she is unsure of 

how to address these conversations with peers except to laugh them off. A young 

participant in Nunes's (1999) study noted that the subtle existence of prejudice sometimes 

existed in schools. The report by Community Health Systems Resource Group at The 

Hospital for Sick Children (2005) also noted in its report that a negative school climate 

that included discrimination also created risk factors for youth (p. 57). Stereotypes of 

Portuguese Canadian students could also contribute to the high level of students who 

choose to leave school early. Students may begin to internalize the stereotypes and believe 

them to be true. 

The Importance of Peers 

In the interyiews, participants spoke of the important roles that their peers played. 
-, , 

When participants were asked about memorable moments, all of them described spending 

time with friends in extracurricular activities. 

Fe~ando: Memorable moment in high school? I guess like the activities that they 

do at school kind of thing ... those are always fun ... 'cause it's a break from 

studying and stuff like that. So like dances are fun. (Interview 1) 

James: Maybe being in the spotlight, being on the football team ... I don't know 

... it's hard to say ... maybe hanging out with your friends a lot. (Interview 1) 

Susana: 'Cause I'm active I would take more of the sports. So I took soccer, 

volleyball, and that was really fun actually, so that was like my favourite. But 

there is like the school dances. And there is like the banquets. (Interview 1) 
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Participants also noted that friends could influence a student academically by encouraging 

or discouraging them. For example, Pedro noted that he often assisted his best friend who 

was Portuguese, the result being that his friend received higher marks. 

Pedro: There is my one friend who is Portuguese, and I sort of like push him to do 

a little more then what he is supposed to do. Ifhe is like in my class, he is really 

laid back and he doesn't want to do any homework, and if something he finds is 

hard he won't do it. (Interview 1) 

Pedro also described how he decided to pursue the applied stream because most of his 

friends were in that stream. 

When asked what suggestions participants would give their Portuguese Canadian 

peers about schooling, many participants argued that it was important to seek assistance 

when needed, studying for tests and exams, and staying in school (Fernando, Pedro, 

Isabella). James noted that students should enjoy school since it is better than working, 

f 

which was interesting given the fact that James talked about not really enjoying school 

very much. 

~ortuguese Canadian Identity: What Does It Mean to Be Portuguese? 

An important aspect of the interviews in my study was how students described 

themselves. During the first interview, participants were asked what the word 

"Portuguese" meant to them. All of the participants had difficulty initially answering this 

question. Isabella noted that she had never really thought about it. I tried to foster a 

discussion by explaining to the participants that this was a very personal and open-ended 

question that assisted in opening up a dialogue around identity. All of the participants 

identified as Portuguese, but James described himself as "watered-down Portuguese." 
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I say I am Portuguese. I don't really say ... when they ask me where, if I was born 

there, I say, "No, I was born here." I'm watered down, right? (Interview 1) 

He went on to explain that he was "watered down" because he was born in Canada and 

noted a duality in his cultural background. 

Really, I'm not fully Portuguese; I'm not fresh off the boat. Really, I am born in 

Canada ... I'm Canadian, right. (Interview 1) 

In James's opinion, someone who is fully Portuguese is not born in Canada, and therefore 

he considers himself not completely Portuguese. He notes that he is "not fresh off the 

boat," referring to a stereotypical comment often used for describing immigrants that have 

come from a foreign country. James believes that someone who is truly Portuguese has 

immigrated from Portugal, and he goes on in the interview to describe his parents and 

specifically his dad. He states, "I have a little bit of Portuguese in me, but I'm mostly 

Canadian. That is why I'm watered down" (Interview 1). James has internalized 

I 

stereotypes, and this influences how he sees himself and his identity. 

The descriptions of participants' identity were varied. Some participants (Tiago 

Isabella anq James) recalled images from their summer trips to the Azores and Portugal. 

These experiences influenced what they believed or described as being Portuguese. 

Isabella, Pedro and Fernando discussed culture and being proud of their heritage. 

Tiago: When I think of Portuguese, I think back home ... I think back on the 

Islands ... and then walking on the streets, you know ... I think of them walking 

on the streets with their cats and dogs running around kind of thing ... I don't 

think of Portuguese Canadian you know ... I think of the cobblestone streets, and 



they are all talking to each other "Ah Maria!" kind of thing you know ... like 

"how are you?" (Interview 1) 

Pedro: I think of the Islands ... I don't really think of the mainland ... I think of 

the Islands when they say "Portuguese" cause I'm from ... well my parents are 

from Teryeira right? The ocean, fish [Laughs] urn ... basically all the Jestas 

[festivals or parties] they have there. (Interview 1) 
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Isabella: Well, being Portuguese I find like urn ... getting into the festival and stuff 

like in Portugal, urn ... languages, like knowing the culture, like it's an amazing 

culture, like all the stories ... one story my mom told me is about the rainhas 

[queens]. (Interview 1) 

Fernando: I guess it's sort of like a heritage ... who you are kind of thing. 

(Interview 1) 

Pedro: It'sjust the heritage, the food we eat ... the ... because like in my 

household, the food that we eat, it's like pure Portuguese like ... the codfish, the 

rice and potatoes, or like the chicken and stuff like that right, urn ... that's 

bas~cally what it means. (Interview 1) 

For Susana the question of identity brought up images of family. 

Susana: When I think of Portuguese, for some reason it brings up family. Because 

like my family is really open ... like we are really close. Most of my Portuguese 

friends are really tight with their family too. So I just think of like ... family and 

like just really close and bonding and stuff. (Interview 1) 

Some of the participants (Fernando, Susana, Tiago) described being able to identify 

students as Portuguese by the way they looked, which often resulted in the description 
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of Portuguese stereotypes, internalizing the stereotypes rather than critiquing them. 

Susana: You can tell by like their face, and most Portuguese ... well, I know like 

my family, we are all loud. And we laugh really loud [laughs] and stuff. So I can 

just tell by that ... and most Portuguese that I know are really short. If they are 

kind of tanned or whatever, I can just tell. (Interview 1) 

Tiago and James also described not looking Portuguese. 

Tiago: People say I don't look Portuguese ... but I think I am ... like I act it ... I 

talk very loud sometimes, and I don't even notice it. (Interview 1) 

James: Most Portuguese are really tanned, right? They are very hairy. I don't have 

any hair. (Interview 1) 

Tiago went on to describe how he did not look Portuguese because he did not have a 

Portuguese nose. When asked to describe what a Portuguese nose looks like, Tiago noted 

that there were tW9 types of Portuguese noses the Fernandes and the Da Silva. 
"' , 

" 

Tiago: Like Fernandes ... okay you know how you see like Portuguese people 

with a ball at the end of their nose? 

Vickie: Yeah. 

Tiago: Yeah, well I kind of have a ball. I have a Da Silva. The Fernandes is more I 

think your face. 

Vickie: So I have a Fernandes? [Laughs] 

Tiago: Yeah, you have a Fernandes and I have a Da Silva. You have a Fernandes 

kind of nose because it's not like a ball, you know. The Fernandes is like a regular 

Portuguese nose. (Interview 1) 
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Only one of the participants (Isabella) described how it was not possible to 

identify someone as Portuguese by how they looked. 

Isabella: It's kind of hard because its not like ... they have urn different facial 

features, right? Like my dad is really dark skinned, and then you see my mom who 

is really light skinned. You couldn't tell if they were Portuguese or not. Its not like 

Portuguese only have blond hair or they have only blue eyes. You can't really tell 

that. (Interview I) 

Isabella was the only participant who seemed critical of Portuguese stereotypes 

and noted the diversity of the culture. Perhaps this is due to the fact that her parents do not 

reflect the stereotypical images of Portuguese people. Alternatively, it could be due to 

Isabella's schooling experience, as she may have had the opportunity to learn to be more 

critical and discuss stereotypes. Further questioning would be needed to confirm this. 

In addition to their ethnic identity, participants were also asked how they identify 
.. , 

racially. The result was often silence, which I feel is in indication 'of their White privilege. 

Mazzei (2003) dest:ribes this as veiled silences. Mazzei argues, "As Whites, we don't 

describe o~selves as White; it is the norm, it is given, and therefore a silence occurs" (p. 

365). In the book Understanding White Privilege, Kendall (2006) notes that one of the 

main privileges of being White is the access to power and resources, which is not 

provided to people of colour (p. 63). All of the students identified as White; however, 

Tiago, whom I would visibly identify as White, described differences in Whiteness. In the 

second interview, Tiago described how he and a friend were caught skipping school but 

only he was suspended. 



Tiago: He was on the basketball team and the other fact too was because he was 

White, right? 

Vickie: But you're White? 

Tiago: But I mean like Irish White ... like Caker White ... yeah, like blond hair 

White. 

Vickie: Because I asked you in the last interview racially how you identify and 

you said White. 

Tiago: Yeah White ... White. 

Vickie: But you just said that he's Irish White? 

Tiago: Like Caker White. 

Vickie: So are there different levels of Whiteness, do youthink? 

Tiago: Not really ... I think if you are White you're White ... but I mean we are 

definitely a little darker, right, I guess we are not as White. But yeah ... yeah. 

Vickie: So you are not the same Whiteness as, let's say, somebody who is Irish? 

Or Canadian White, like born in Canada? 

Tia~o: No ... they are way Whiter than us yeah. 

Vickie: Really? 

Tiago: Yeah .. .I think so. 

Vickie: What if their skin colour is the same matching White? 

Tiago: I still think they are Whiter then. [Laughs] 

In this excerpt, Tiago alludes to the fact that, as previously noted, Whiteness is an 

institutionalized, societal structure and not just about someone' s skin colour. Pacheco 

(2004) found in her interviews that some Portuguese Canadian participants actually did 

70 
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not identify as White. Instead, "many white participants had an uneasy relationship with 

their whiteness and its connotation of Anglo 'Canadianness' referencing how their marked 

Portuguese ethnicity somehow differentiated them from the 'mainstream" (p. 110). 

Pacheco argued that participants could be considered both privileged and inferior and that 

Whiteness was fluid and depended on the position of power and privilege. 

Pacheco's (2004) arguments are certainly applicable to Tiago's comments above. 

In both interviews, Tiago distinguishes himself from his Canadian counterparts, whom he 

refers to as· "Cakers." Susana also noted a difference between herself and her "Canadian" 

peers when describing the ethnic composition of her school. 

Susana: I think it goes Portuguese first, there are a few Italians. Like Asian, 

Chinese ... and then there is like Canadians .... but mostly it is Portuguese. 

(Interview 1) 

Similarly, Aguiar (2001) states that perhaps the Portuguese experience in Canada is a 

"racial middleness". Aguiar argues that the Portuguese "have endured both economic 

marginalization ana'racial' demotion due to immigration" (p. 178). 

Tia~o also described racial tensions at his school, which he discussed as being 

made up of predominantly Black students. Tiago stated that at his former private school 

he did not recall seeing one Black student. Tiago also noted that students segregated 

themselves by race at lunch time: White students sat with White students, and Black 

students sat with Black students. When I asked Tiago if he felt that this was a problem, he 

stated: 

Tiago: I don't care. I'm not racist personally ... but I'm just going to be 

completely honest, most of them are ignorant, you know, because ... I've met 
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Black people that are intelligent, you know that really care about school and stuff 

... so that's why I think sometimes maybe teachers don't give a shit because of all 

this ... because I can understand. If I went to go teach and I had all these Black 

kids giving me attitude ... like kissing their teeth [makes the noise], then I would 

be like, okay you know what, forget it! Take your work and just take it ... most of 

them [Black students] are ignorant, but I've met really intelligent ones like ... 

there are some White people that are ignorant too and like stupid. But I think it's 

more Black people that are ignorant kind of thing. (Interview 1) 

Tiago's racist comment complicates the issue of race. It is also indicative of his White 

privilege. When situated between Black and White, Tiago sees himself as White and his 

Portuguese ethnicity seems to disappear. The resistance of the Black students at Tiago's 

school could be viewed as resistance to the dominant ideology found in the school system. 

Dei, James, Karumanchery, James-Wilson and Zine (2000) argue, "Student resistance is 

therefore not a general rejection of education and learning, as it is often perceived. Rather 

it is a rejection oftne status quo in education that privileges certain voices and discourses 

while silen~ing and marginalizing others" (p. 172). The resistance of Black students in 

Tiago's school could be a result oftheir opposition to a Eurocentric curriculum and an 

environment that does not reflect their identities or experiences. Tiago noted in his 

interview that although his school population was made up of predominantly Black 

students, there were few Black teachers. 

James, Susana, and Pedro also described how students at their high schools 

congregated together based on ethnic or racial background. James stated that this 

sometimes resulted in physical conflicts between groups at his school but noted that he 



had never been involved in any himself. Susana described conflicts between Portuguese 

and Italian students at her school. 
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Susana: I'm treated the same way, actually. But like some Italians just get on my 

nerves. Some people they always start stuff with the Portuguese for some reason. 

But we are all the same. (Interview 1) 

Susana stated that often these conflicts were a "joke" and that they were "funny." Again, 

Susana seems to make light of an issue by describing it as a joke, when obvious tensions 

exist at her school between Portuguese and Italian students. Although both Portuguese and 

Italian cultures share some commonalities, Susana's comment does not acknowledge an 

understanding of the uniqueness of both cultures. 

In the second interview, participants all reread their statements of identity and how 

they described being Portuguese. Then they were asked if they agreed with the 

statements. All of the participants agreed with their initial descriptions and reaffirmed 

what they had said. 

Lack of Identity in Curriculum Content 

The, importance of including student narratives and experiences in the curriculum 

was noted in Chapter Two in the literature review. The participants discussed limited (if 

any) mention of Portuguese Canadian material in their schooling experiences. Fernando 

noted that although his school was predominantly Portuguese, the only mention of 

Portuguese Canadian culture was a multicultural day that occurred once a year. Isabella 

noted that the only mention was in Grade 6 when they discussed the Portuguese explorers 

and a project she had completed in Grade 3. 
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Isabella: In Grade 3 they asked you to choose a country and talk about it. And 

when I was in Grade 3, I chose Portugal. I came dressed up in the little costumes 

like the minhota [folklore costume ofa girl from Minho, Portugal]. (Interview 1) 

The examples of Portuguese Canadian content illustrate superficial content and reinforce 

stereotypical images of Portuguese Canadian people. These experiences do little to 

address issues of Portuguese Canadian identity and the uniqueness and multiplicity of the 

various cultures. 

Isabella noted that a Portuguese course was not offered at her school and how she 

wished that there was one that she could take. In the second interview, she discussed 

really wanting to learn about Portuguese culture and stories; however, she felt that other 

students might not find it as interesting as their own cultures. 

The participants were asked in the second interview if they had the chance to learn 

Portuguese Canadian content at school whether that would have made a difference in their 

/ 

education. Many participants felt that it might have had a positive impact (Susana, 

Fernando, Isabella:Tiago). 

Fernando: Yeah ... it would sort of be interesting to learn where you came from 

and stuff like that ... and people who are successful ... yeah, that would be pretty 

cool. (Interview 2) 

Tiago noted that integrating more Portuguese Canadian content could make a 

difference, but some Portuguese Canadian students might perceive this to mean that the 

Portuguese culture is more important or superior than other cultures. Tiago's comments 

are important, as he is in a school that has a culturally diverse group of students and notes 
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the importance of including the identities and cultures of all students, especially those that 

are absent. 

The Dropout Problem 

It should be noted that none of the participants in my study had dropped out of 

school. In fact, 4 of the participants plan to attend university (Fernando, Isabella, Tiago, 

Susana), and 2 of the participants plan to attend college (Pedro, James). Most participants 

(Pedro, Fernando, Susana, Tiago, James) knew of Portuguese Canadian students in their 

school who had dropped out of school and that these students were often working full 

time. Pedro and Susana attend a school with a school population that is largely 

Portuguese, and their peers were predominantly second, or third, generation Portuguese. 

Fernando stated that most of the Portuguese students in his school were in the applied 

stream. 

Fernando: They are more like ... trades kind of thing ... like I know most of the 

Portuguese girls ... they do go into cosmetics and like hairstyling and stuff like 

that .... most of them ... and then more of the guys go into like urn ... electrician 

or t~chnology and stuff like that. (Interview 1) 

Fernando's comment indicates that many Portuguese Canadian students at his school 

seem to be streamed towards the trades. Furthermore, when asked if there are a lot of 

Portuguese students that drop out of school, Fernando was quick to respond "yes." 

Fernando: Yeah, there is actually. I don't know. I guess they're not like ... they 

don't have the will to stay in ... or whatever but ... yep 'cause the majority of 

Portuguese people in our school are doing the applied kind of thing. (Interview 1) 
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Fernando notes that Portuguese students who do not drop out often"take applied courses. 

Pedro, who was in the applied stream, described how his Portuguese friend is planning to 

work with his father in carpentry. 

Pedro: Yeah, so he is going to go into work with his dad, and a couple of my other 

ones [friends] are going to go to College. (Interview 2) 

The value of working in a trade should be valued, and at times there seems to be a tension 

that exists between class structures within the Portuguese Canadian community. For 

example, in his dissertation Nunes (1999) states that researchers are giving "recognition to 

a budding community underachievement problem by describing the presence of low 

educational ambitions amongst the community's youth" for which the list includes auto 

mechanics, clerical work, social work, nursing, and teaching (p. 56). This idea is 

problematic, as it is placing a value judgement on employment area, such as auto 

mechanics, nursing and teaching, rather than recognizing the role that all areas of 
-, 

employment serve in a community. Academic excellence can be fostered without 

asserting value judgements to employment areas and devaluing work choices. 

Furthermor,e, as a society we need to acknowledge the contributions of all Portuguese 

Canadian workers, not just those who are seen as "professionals." Students' career 

choices should be embraced without placing a judgement on them, and the contributions 

of all individuals in society need to be acknowledged, valued, and respected. What is 

troubling in the Portuguese Canadian community, however, is the number of students that 

are streamed into the trades, which was discussed in Chapter Two. 

James and Tiago articulated their opinions on why Portuguese Canadian students 

sometimes drop out of school. Both James and Fernando described that sometimes other 
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family members drop out, which could encourage their siblings to follow suit. Aside from 

the influence of family members who had dropped out, James also felt that stress and drug 

use posed a problem for some students. 

James: I've seen people that have ended up dropping out of school ... and got into 

the wrong path and ... all because of, well I can't say all because, but mostly 

because of school being too stressful, they go over there and have drugs maybe to 

relieve the stress or to get another way to cope with it. (Interview 2) 

The report by Community Health Systems Resource Group at the Hospital for Sick 

Children (2005) similarly found that "early schoolleavers have a greater tendency to 

experiment with socially risky activities than do continuers or graduates" (p. 66). The 

report highlights these activities, which include frequent cigarette and/or substance abuse 

(p.67). 

Tiago felt that the problem derived more from the parents of Portuguese Canadian 

I 

students who drop out. He felt that Portuguese Canadian parents were too overprotective 

of their children. 

Tiago: I think because their parents baby them too much kind of thing, like you 

know ... yeah, like Portuguese parents are different than Canadian ones. If 

something is wrong they want to know; they are very protective about their young. 

(Interview 1) 

Tiago also described how Portuguese Canadian parents spoiled their children with 

material items. 

Tiago: You know your mom probably hasn't lived the best life, my mom hasn't 

because Tergeira, Sao Miguel they're really poor Islands kind of thing. So they 
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wanted to corne to Canada to get a better life, so they spoil their kids. That's 

basically what I think of most of the guys at my school. They are so used to it ... 

my parents are always there to support me; if not I have construction. (Interview 1) 

Tiago's comment describes the reason that some Portuguese people decided to immigrate 

to Canada but also reinforces stereotypes, such as his reference to Portuguese construction 

workers. Although his statement may be true for some Portuguese Canadian students, it is 

not true for all students. For instance, my father's family, which also immigrated from Sao 

Miguel, owned a successful dairy farm and decided to immigrate to Canada so that their 

children would not have to enter the military, which at the time was mandatory for males 

when they reached a certain age. 

In the second interview I asked Tiago to expand on how he felt Portuguese parents 

"baby them too much." Tiago described how Portuguese Canadian parents were not as 

strict as other Canadian parents, especially Anglo Canadian parents, both socially and 

academically. 

Tiago: I think it's with Portuguese its more like ... you can do this, you can do that 

as opposed to caker kids where you're supposed to be horne at 8 o'clock ... you 

know you are supposed to have this done, that done, you are supposed to show me 

your marks. (Interview 2) 

Tiago also argued that Portuguese Canadian parents were stricter with females and he 

stated that parents had higher academic expectations for females. 

Tiago: I think females are more protected than males ... they are more babied .. . 

definitely ... let's say for example, you know, you miss school, you drop out .. . 
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"oh it's okay whatever, you'll go work construction." As in'females, you drop out 

they'll be like oh no, you are going back to school. (Interview 2) 

Tiago's observation of gender differences is fascinating, and his observation could prove 

to be an interesting area for further research. For instance, in examining the education of 

women and men using the 2001 census, Ornstein (2006) found that 71.3 % of Portuguese 

Canadian women graduated from high school versus 62.9 % of Portuguese Canadian men. 

Conclusion 

The experiences of the 6 second-generation Portuguese Canadian students are 

varied, unique, and complex. Eight themes emerged from my analysis of the data 

collected through two sets of interviews: influences of part-time work on schooling, 

parental involvement, the teacher is key, challenges and barriers, the importance of peers, 

Portuguese Canadian identity, lack of identity in curriculum content, and the dropout 

problem. I believe that through the interviews with these participants, readers are given an 

opportunity to learn about the experiences of these students. This chapter provided a 

glimpse of challenges or barriers that confront these students and an examination into how 

they descri~e their ethnic and racial identities as Portuguese Canadian students. In Chapter 

Five, further understandings of the findings are explored. I reflect on my own teaching 

practice, make recommendations for educators and those who work with Portuguese 

Canadian students, and identify areas for future research. 



CHAPTER FIVE: DISCUSSION AND CONCLUSIONS 

The purpose of this research was to develop an understanding of the educational 

experiences of second-generation Portuguese Canadian students in southern Ontario. 

Specifically, I was interested in learning about the successes, challenges, and struggles 

'that these students face within the education system. Questions were also asked about the 

participants' identity and how identity impacted their education. All of the participants 

identified as Portuguese and White, but their description of these identities varied. My 

interviews with the 6 participants yielded understandings about the realities of everyday 

life for second-generation White Portuguese Canadian students, including barriers and 

challenges. Eight themes emerged from my analysis of the interviews with participants. In 

this chapter, I examine some points that were introduced in my analysis chapter in more 

detail and include my own reflections and suggestions. Specifically, this chapter examines 

more closely the areas of curriculum and identity as well as issues surrounding equity. 

Curriculum and Identity 

One of the most interesting areas of this research study was the questions 

surroundin~ identity. The participants all identified as Portuguese and White; however, 

descriptions and explanations of what the word "Portuguese" means varied. One finding 

that was consistent among the participants was the limited, if any, experience in the 

school system with Portuguese Canadian content. This was quite surprising given that 

June is Portuguese Heritage Month in Ontario and that some of the participants attend 

schools that are predominantly Portuguese. Aoki (1993) describes the curriculum as plan 

as the work of curriculum planners which "is imbued with the planners' orientation to the 

world, which inevitably include their own interests and assumptions about how teachers 
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and students are to be understood" (p. 258). I suspect that the focus' on curriculum as plan 

prevents many teachers from engaging in curriculum or lessons that centre on Portuguese 

Canadian narratives as well as a lack of resources and knowledge. It is also plausible that 

teachers do not see an absolute need to include other cultural contexts in their teaching. 

"Hargreaves and Fink (2006) note, "The rich diversity of urban classrooms and 

communities has been flattened by the imposed uniformity of curriculum content, one

size-fits-alliiteracy programs, strangulating testing regimes." (p. 166). For instance, the 

Ontario Secondary School Literacy Test (OSSLT), written in Grade 10, places heavy 

curriculum demands on teachers and students. Participants described how teachers spent a 

great deal of time preparing students for such tests using preparatory tests and questions. 

As noted in the literature review, the inclusion of students' cultures, histories, and 

voices is important for all students, not just those who are Portuguese Canadians, and 

even more so for those students who may be identified as at risk (Community Health 

Systems Resource Group at The Hospital for Sick Children, 2005Y. The report argues, 

"One of the key factt>rs to early school leaving is a monotonous school environment with 

no apparent connection to adolescents' experiences in the wider community or to the adult 

world" (p. 69). Curriculum should be relevant and engage students, but often certain 

dominant voices and certain kinds of knowledge are more present in the education system. 

The result of this lack of student engagement is the possibility that students will leave 

school early. By providing all students the opportunities to express and share their 

cultures and histories, the curriculum takes on personal meaning for the students and a 

more global perspective in curriculum is expressed. Students may begin to take ownership 

of the curriculum and see themselves within the learning process. 
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The inclusion of Portuguese Canadian content could also be' utilized to address 

Portuguese Canadian stereotypes and perhaps encourage students to pursue post 

secondary studies. Many of my participants had internalized the stereotypes of Portuguese 

Canadians. As a result, they often used stereotypes in discussing Portuguese Canadian 

'characteristics, generalizing Portuguese Canadian people, and perhaps limiting 

opportunities for students. 

While writing my thesis I was simultaneously involved with the Portuguese 

Canadian National Congress in developing Portuguese Canadian curriculum for students 

in Ontario. With the help of my colleague, loao Linhares, we wrote a series of 16 lessons 

for primary, junior, intermediate, and senior divisions. One of the goals of the lessons was 

to create dialogues around identity and explore the many narratives of Portuguese 

Canadians (see sample in Appendix C). My interviews with participants informed my 

writing of the lessons plans and that the lessons informed my research. 
-, 

We realized that the lessons had to meet provincial curriculum expectations, so we 

integrated ministry initiatives such as Think Literacy in order for the resources to be 

accepted by administrators, school boards, and teachers. However, we also kept in mind 

the uniqueness and diversity of the Portuguese Canadian culture. Specifically, we wanted 

to write lessons that explored the many facets of being Portuguese Canadian and discuss 

stereotypes and biases with all students. I feel that these types of lessons will not only 

engage Portuguese Canadian students but also all students in opening up dialogues and 

discussions around identity. 



83 

Issues Surrounding Equity 

As previously discussed in Chapter Four, all of the participants described 

themselves as White. Tiago described himself as White but not as White as his Canadian-

born peers who were "Whiter" than he was, recognizing the power dynamics and 

complexities that exist across racial divides. Participants racially reflected the dominant 

power group, and they had never really considered the privileges that Whiteness affords 

them in society and the schooling system. Kendall (2006) argues that: 

our task, as I see it, is to examine at increasingly deeper levels what it means for us 

to be white and then to alter our behaviour so that we are better able to change our 

systems to be just and equitable and ourselves to enter into authentic cross-race 

relationships. (p. 41) 

Likely, students have never discussed Whiteness in their classes or discussed the 

privileges and power of Whiteness. But by not discussing Whiteness or issues of power in 

f 

schools, inequities continue to exist and remain unquestioned, and systemic oppression 

continues to occur. 

The reason that Whiteness is not discussed may be due to the fact that it is the 

norm. In addition, schools and teachers may be unequipped with resources or lack the 

theoretical knowledge to be comfortable in beginning the dialogue. In "Multicultural 

Practices in Educational Contexts: Addressing Diversity and the Silence Around Race", 

Tilley (2006) discusses the notion of comfort and safety in a classroom and states: "This 

heavy emphasis on comfort is suspect considering that discomfort may actually be a 

prelude to learning about and understanding race and racism" (p. 154). Educators need to 

begin to find ways to discuss Whiteness and issues of power in their classrooms. 
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Furthermore, Portuguese Canadian students who are not White may experience inequities 

in the schooling system; further research is needed with Portuguese Canadian participants 

who do not identify as White. 

All of the participants' parents were educated in an educational system outside of 

Canada that was vastly different from the one the participants were currently in. As noted 

in Chapter Four, having parents who were educated in a system outside of Canada could 

prove disadvantageous for students because cultural capital and social class are two 

factors that play an important role in a student's education. For example, parents may not 

be familiar with curriculum. The education system can do more to address this inequity by 

providing training programs to support parental involvement at the community level. For 

example, the conference organized by the Portuguese Canadian National Congress in 

2006 with the co-operation of the Ministry of Education and various school boards in 

Toronto was extremely successful. Workshops at the conference were held in both 
-, , 

" 

Portuguese and English. Dehli and lanuario (1994) note that it is also important to 

question the educatiofisystem and the ways schools are doing things that may exclude or 

silence many individuals. They state, "This is where the notion of institutional racism is 

useful, because it points to how prevailing organizational practices have the effect of 

devaluing or marginalizing particular 'racial' groups." (p. 30) 

In addition to the role of parental involvement, class can also impact the education 

of students and create issues around equity. Crompton (2006) argues that there are 

multiple meanings when it comes to class and states: 

There is no 'correct' definition of the concept, nor any single 'correct' way of 

measuring it. However, despite this conceptual heterogeneity, common to all 



sociological conceptions of class is the argument that social and economic 

inequalities are not 'natural' or divinely ordained, but rather, emerge as a 

consequence of human behaviours in relation to both material resources and 

cultural distrinctions (p. 658). 
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Crompton notes that class can be examined in terms of economics, where class 

reproduction is a result of inequalities of access to "material resources and the institutions 

that govern such access," such as higher education (p. 659). However, class identity and 

behaviour CaB also be examined in terms of culture, in which identities and behaviours of 

class are noted. The participants in my study seemed to have access to a variety of 

material resources, although Isabella seemed to have access to more material resources 

than those ofthe other participants. The report prepared by Community Health Systems 

Resource Group at The Hospital for Sick Children (2005) argues: 

The best documented correlate of early school leaving is socioeconomic status and 

parent social class. Students from lower SES backgrounds are much more likely to 

leave high sch-crol without obtaining a diploma, than are those from higher SES 

backg~ounds . (p. 60) 

The report states that more working-class students in Ontario can be found in applied 

streams, while those students who come from professional or privileged families are often 

found in academic streams (p. 61). Four of my participants were found in the academic 

stream and 1 (Pedro) was in the applied stream. James was unique because he was taking 

both academic and applied classes. One problem is that students often attend schools that 

stream them towards the trades. Students in the study sometimes noted these factors as 
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disadvantages. Fernando, for example, stated that those students whose parents had gone 

to university had an advantage over students like himself whose parents had not. 

Fernando described how his parents have the best of intentions in helping him 

academically but notes that there are limitations due to the fact that his parents were 

educated in a system that was completely different. Later in the interview, Fernando 

described how his parents were going to pay for his tuition, but he was going to pay for 

his books, a computer, and other expenses. Also, Fernando was not sure ifhe was going to 

work part time while attending university. Paying for university is certainly more 

challenging for working-class families as tuition prices continue to increase, a challenge 

that students who are not from working-class families likely do not encounter to the same 

degree. 

Portuguese Canadian participants often faced challenges due to the fact that 

parents were educated in an education system that was different from Canada's . 
.. , 

-, 

Portuguese Canadian Parents may lack the cultural knowledge of the education system, 

thus creating disadvarnages for students. For example, Dehli and lanuario (1994) also 

note the importance of class and state, "the form, content and practices that structure 

school community meetings tend to match, and thereby reinforce and favour, some social 

experiences over others" (p. 30). Portuguese Canadian students who lack this cultural 

knowledge and do not have access to material resources face greater challenges, which 

could account for the high numbers of students who choose to leave school and pursue 

full-time work. Almost all of the participants were employed part time, and 2 participants 

held two part-time jobs, which some participants noted impacted their schooling. A 

survey conducted in 1995 by Paul Grayson found that students' marks began to decline 
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only when they worked 17 hours or more a week (Jenish, Aikenhead: Branswell, & Treijs, 

2000, p. 46). James, Pedro, and Tiago worked more than 17 hours a week during the 

school year. Tiago describes the impact of part-time work on academics, noting how his 

marks had dropped since he had started his part-time job. Staff and Mortimer's recent 

(2008) research found that, "Employment may provide them [students] an alternative 

source of human capital acquisition, especially ifthey face limited prospects for 

postsecondary schooling" (p. 58). In James' case, one of his part-time jobs has 

encouraged him to pursue a future career and allowed him to network with others in the 

field. 

Staff and Mortimer (2008) also found that "more advantaged youth, as gauged by 

their parents' highest levels of education, limit their hours of work during high school; 

their less-advantaged counterparts tend to pursue more intensive work patters" (p. 60). 

The latter statement is certainly the case for Pedro and Tiago, who worked many hours 

during the school year. The Canadian report by Community Health Systems Resource 

Group at The Hospitat for Sick Children (2005) found that Ontario had one of the highest 

percentages ~fworking students, with 40% of males and 15% of females citing work as a 

reason for leaving school early. The report states, "There is an important interaction 

between employment pull factors linked to job-marked structures and/or family cultural 

values or needs, and early school leaving, particularly in the short term." (p. 72). The 

report also noted that moderate levels of part-time employment (10 hours or fewer) while 

in school yielded positive academic outcomes (p. 72). All of the males in this study were 

employed part time, but none were planning to leave school to work prior to completing 

high school. This finding in the research could point to changes that are occurring; 
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however, the area of part-time employment and education for Portuguese Canadian 

students needs further study. My experiences as a second-generation Portuguese Canadian 

student are similar to those of most of the participants in my study. I also worked part

time while attending high school. In the summer, I worked full time, at times working two 

pcirt-time jobs. I worked approximately 12 hours during the school year and 45 hours 

during the summer time as a lifeguard and swim instructor. However, unlike the 

participants, my main objective in working part time was to save money for my post 

secondary education. Certainly, part-time work could prove to be one of the main factors 

contributing to the high number of students who choose to leave high school before 

graduating or who are failing. 

As noted in Chapter Four, the roles of fathers in the participants' interviews were 

often secondary or not mentioned. Anderson and Higgs (1976) noted that often 

Portuguese Canadian fathers did not become involved in their children's education. I was 

not able to locate any recent studies of Portuguese Canadian fathers and education. The 

role of Portuguese Canadian fathers is an area that requires further concentration and 

would make a. worthwhile study. This silence may be due to the fact that some mothers of 

the participants were homemakers (Fernando, Susana, Isabella) and therefore more likely 

to be involved in students' education. In Fernando's case, for example, he noted that his 

mom was more involved because she was home; however, his father was aware of what 

was going on in school and would intervene if needed. For other participants, the 

secondary or absent role of fathers may be a result of parental roles and expectations, but 

further questioning and research would be required to determine this. 
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Shimoni, Este, and Clark examined the role of fathers in "Paternal Engagement in 

Immigrant and Refugee Families" (2003). The authors noted that paternal disengagement 

has been identified as a risk factor for children in Canada. They also examined fathering 

from the perspective of the participants. Although none of their participants were of 

Portuguese descent, the report could shed interesting information on the role of fathering 

for Portuguese participants. In particular, the study noted that fathers faced work 

challenges due to unemployment or underemployment. In addition, the authors argue that 

there is a need to "create new opportunities that are specifically geared to fathers who are ,c -Y,'-., 

facing the challenges of immigration while taking on childrearing responsibilities" and 

that these initiatives should be culturally sensitive (p. 566). A similar study with 

Portuguese Canadian fathers would prove to be quite useful in addressing areas of concern 

with regard to the education of youth in our community. 

The report by Shimoni et aI., (2003) also makes mention of the strategies that 

I 

immigrant families use to cope with different norms or values. It describes the strategies 

referred to by Roer-Strier (1996), including rapid assimilation, which is "more likely to be 

adopted by immigrants who believe that the faster their children adapt to host country 

norms, values and behaviours, the easier it will be for children to succeed" (p. 556). Rapid 

assimilation often results in the "withdrawal of parental authority," as parents see 

professionals such as teachers as more competent. It is possible that such a situation is 

occurring with Portuguese Canadian parents, but again further research is needed. 

A recent study by Santos (2006) entitled Portuguese Canadians and Their 

Academic Underachievement in High Schools in British Columbia: The Case of an 

Invisible Minority found that it was difficult for parents to become involved in their 
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children's education due to their insecurities. Santos states, "Many parents are not 

comfortable with their English skills to come to meet the teachers in a formal setting such 

as parent-teacher conferences" (p. 44). The absent or secondary roles of fathers could also 

prove to be challenging for students who may also rely on their fathers as role models or 

for assistance with any challenges that they face in the schooling system. For example, 

the report prepared by Community Health Systems Resource Group at The Hospital for 

Sick Children (2005) found that "membership in a close family and/or having the support 

of another adult can counteract the adverse consequences of risk factors, including early 

school leaving" (p. 72). Although some of the participants did not mention their fathers, 

many participants noted the role of extended female members (e.g., cousins, aunts) in 

assisting them with homework. 

The experiences of the students in my study were similar to my own experiences 

as a researcher who is someone familiar. That is, I belong to the same ethnic and racial 

". groups as the participants and have experiences in a similar education system as a second-

generation Portuguese-canadian student. With regard to the role of parental involvement 

and fathers, my father was involved in my education. For example, I can recall him 

helping me with my homework and attending parent-teacher interviews at my school. 

However, due to the fact that he worked longer hours in the evenings and many times on 

weekends, I would say that my mother was more involved with my schooling. Also, I 

watched my mother attend college while raising a family, which led to my belief in the 

importance of post secondary education. 
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Portuguese Canadian Students Who May Be At-Risk 

Although none ofthe participants in the study fit the Ministry of Education's 

definition of at risk, their experiences can be used to examine what is working for 

Portuguese Canadian students in Ontario. In addition, this study could suggest that 

perhaps things are improving academically for Portuguese Canadian students. All of the 

participants in my study seemed to be performing well academically, and all of them had 

every intention to graduate from high school and pursue some kind of post secondary 

education. As previously noted, students had the support of their parents and extended 

family members as well as positive relationships with peers and school teachers. 

Furthermore, all of the participants had access to financial resources and did not have to 

leave school in order to work full time. Portuguese Canadian students who are at risk of 

leaving school prior to the completion of their schooling may have very different 

experiences. For example, these students may not have the support of family, either 

-, 

financially or academically, or they may demonstrate more of a resistance to the schooling 

system. 

It is also important to examine what policies or practices might help to address the 

challenges that Portuguese Canadian students face in the education system. A report 

entitled Missing the Mark: How Ontario's Education Funding Formula Is Short Changing 

Students (2007) by Hugh Mackenzie for the Canadian Centre for Policy Alternatives notes 

that there are significant flaws in the current funding formula for school boards that 

impact students at greatest risk. The report notes that gaps in funding are ultimately felt by 

students. Furthermore it states that the one size fits all approach to funding does not 

produce equity. It argues that the province ignores the cost differences across the province 
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and that there is inadequate funding for at-risk and ESL students. The report notes that the 

definition of ESL is restrictive as "the current base formula provides pro-rated funding for 

students who have entered Canada over the last three years from non-English-speaking 

countries" (p. 13). As a result, 6,000 students who need ESL services do not qualify for 

funding. Students who come from Portuguese-speaking homes and have spent their 

preschool years in homes where no English is spoken would not qualify for assistance. 

In addition to a need for change to the current funding formula, a community 

based program that seems to be making changes and addressing these inequalities is the 

On Your Mark program in Toronto, which provides free tutoring services for students in 

elementary and high school. It is the goal of this program--operating since 2001-to 

improve the academic performance of students of Portuguese descent. Since its inception 

it has assisted over 750 students, and it promotes parental involvement in education while 

offering practical workshops for parents in conjunction with PINS (Portuguese Speaking 

Interagency Network). 

Community programs such as On Your Mark are needed outside of Toronto in 

order to deal with the disadvantages that some Portuguese Canadian students encounter. 

These supports might include help with homework workshops for parents. In his study 

from British Columbia, Santos (2006) suggests that the Ministry of Education adopt a 

similar tutoring program. Santos also points out the benefits to tutors in such a program. 

He states: "Post-secondary students would benefit from ajob that uses the skills they have 

developed through their education and pays a higher wage than the typical retail job 

available to these individuals" (p. vi). The report prepared by Community Health Systems 

Resource Group at The Hospital for Sick Children (2005) also addresses the importance 
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of community collaboration in order to assist students and see them become successful. 

The report states: "Schools can no longer function as isolated, self-contained institutions; 

they must become part of a network of organizations all concerned with the entirety of 

children's development" (p.82). Other school boards outside of Toronto or the Ministry 

of Education should consider such community projects for groups of students who are 

experiencing difficulties. In particular, Campbell (2000) urges an educational policy that 

acknowledges cultural diversity and is non-discriminatory and non-racist. 

Teachers also playa role in addressing issues of equity for students: Educators 

need to examine curriculum closely. Examining inequities in our society links to what 

authors Miller and Seller (1985) describe as the transformational position in which the 

focus of curriculum is on personal and social change (p. 8). I closely connect with what 

Miller and Seller describe as the second strand of social change orientation that asks 

educators to "take a more critical view ofthe role of schools in society so that schools do 
"' , 
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not just mirror dominant economic interests" (p. 8). It is important for teachers to question 

what they are teachihg and what messages are being communicated to students. Educators 

need to address issues of equity in the classroom as well as focus on personal and social 

change. We should allow students to share and learn about their cultural identities in 

meaningful ways and integrate experiences of students in some form into the curriculum. 

Campbell (2000) argues that 

having multiple cultural identities is a natural response to living in a culturally 

complex cultural environment, and developing the ability to adapt to different 

cultural contexts may be one of the key learning areas of the curriculum of the 

future. (p. 38) 
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It is not enough to simply talk about diversity or recognize 'different cultures. 

Teachers must examine power relationships and, as Gale and Densmore (2000) note, 

"examine all the structural arrangements that variously position different groups of people 

as unequal with one another. We need to understand how culture and the economy work 

together to produce injustices" (p. 124). Teachers need to be critically aware of the 

possible disadvantages that Portuguese Canadian students encounter in order to 

effectively work towards change. There is a need for further professional development for 

educators with regards to this area. The focus on a transformational position is one way in 

which students and curriculum are "seen to interpenetrate each other in a holistic manner" 

(p.8). 

As previously discussed, participants identified teachers as being extremely 

important in the interviews. Characteristics such as passion, approachability, and humour 

were noted as being particularly important to participants, as were teaching strategies such 
" , "' 

as co-operative learning. Teachers who are approachable and listen to students are 

particularly important to students who seek assistance and may be at risk. Participants 

also identi~ed the need for respectful interactions with teachers and the need for teachers 

to slow down the pace of the curriculum. Unfortunately, this is often out of teachers' 

control due to the standardized Ontario curriculum and EQAO test scores, which 

sometimes prioritize the course material that teachers will cover. Hargreaves and Fink 

(2006) discuss the "fast school nation" and argue: 

So the curriculum is crammed with more content, testing occurs more often, 

concepts are downloaded to younger age groups, more time is devoted to the 

tested basics, teachers give students less time to answer questions in class, and 
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question and curiosity begin to dry up (p. 47). 

Instead, Hargreaves and Fink advocate slow learning, which is "critical, penetrative, 

thoughtful, and ruminative" (p. 53). Further research with Portuguese Canadian students 

and community members is definitely needed, particularly with students who may be 

struggling or have left school prior to the completion of their high school diploma. 

Discussion and Conclusion 

As an educator, the process of interviewing second-generation Portuguese 

Canadian students was extremely rewarding. Being a White Portuguese Canadian, I could 

identify with some of the experiences that the participants described in the interviews. For 

example, like many of the participants I had limited opportunity to discuss or learn about 

Portuguese Canadian identities in elementary and secondary school other than my heritage 

language classes on Saturday mornings. I could also identify with cultural elements of the 

stories participants told, such as their descriptions of their visits to Portugal, and I 

I 

understood the Portuguese terminology that the participants used. All of the participants 

provided perspectives of their experiences as second-generation Portuguese Canadian 

students th~t provided some insight into their challenges and successes as students in the 

secondary panel in Ontario. One of the areas I sought to explore was the experiences of 

students who may be at risk. I did not use the label at risk, and neither did any of my 

participants. None of the participants in my study talked about leaving school early, 

although some were eager to finish their high school education as quickly as possible. All 

of the participants, however, discussed aspects of the education system that prevented 

either them or their peers from becoming more engaged with their schooling, which is part 

of my definition of at risk. In Chapter One I provided my own understanding of at risk, 
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which includes the systemic aspects of the education system that prevent students from 

becoming more engaged and successful in their academic pursuits and attaining the goals 

they have set for themselves. Many participants were familiar with Portuguese Canadian 

students who had dropped out of school. Participants also discussed barriers and 

challenges that could also contribute to students becoming labelled as at risk. Barriers and 

challenges were also noted and discussed in Chapter Four, including too much homework, 

ineffective teachers, dense and disengaging curriculum, large class sizes, and limited 

course selections. Students also faced other challenges that were explored in this chapter. 

Through the interviews with participants, I began to understand better that as 

educators we contribute to students being considered at risk. The report prepared by 

Community Health Systems Resource Group at The Hospital for Sick Children (2005) 

found in their study that "relationships with teachers and school administrators were often 

crucial protective or risk factors" (p. 46). The participants expressed throughout the 
-, 

interviews that teachers and administrators played a crucial role in' their engagement or 

sometimes disengag-ement with their schooling. 

My ,own teaching practice was an area that I addressed throughout this research 

process. Specifically, I have reflected on how I can improve as an educator. The 

important role that teachers play in the classroom was not only a theme but something I 

found myself thinking about following the interviews with participants. In my journal I 

wrote: 

What things have I done that place my students at risk? The term is so incredibly 

loaded ... aren't we all at risk? Aren't there elements ofthe education system that 

contribute to the at-risk problem ... the same system that is trying to assist these 
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students? Don't students' own actions put them at risk? Teachers want the best for 

their students, but what prevents them from being able to help learners? How does 

the combination of home, school, and society contribute to the students becoming 

labelled at risk? (Journal Entry) 

The process of reflection and interviewing students was extremely rewarding. I 

enjoyed listening to the participants, and I would like to continue to do research with 

students in the future. A comment Tiago made in the second interview made me reflect on 

my teaching practice. He stated: 

It's such a big class and there is so many people talking they're [teachers] kind of 

trying to get rid of you fast so they'll come up to you like, "Oh I have a problem" 

and they'll [teachers] explain it really quickly to you really brief. (Interview 2) 

Tiago's comment made a significant impact on me because it reminded me of myself as a 

teacher. I sometimes find it challenging to assist all of the students in my daily practice, 

and I sometimes find myself rushing when providing assistance as I attempt to reach all 

learners. His comnl'ent has made me question my own pedagogical practice; this is an area 

that I would like to improve by slowing down and taking more time to explain concepts 

that students may be struggling with. 

All of the participants reinforced my pedagogical belief in going beyond 

curriculum and getting to know the students. I have always known that this was essential, 

but unfortunately the demands of curriculum, report cards, extracurricular activities, and 

other aspects of the job sometimes get in the way. As an educator it is easy to forget the 

importance of human relationships and the uniqueness of each student. The interviews 

with participants reinforced how students individually need to be the priority in the 
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classroom, particularly those students who may be struggling or labelled at risk. This is 

difficult to achieve due to the many challenges students often encounter both socially and 

academically. For example, I find as a teacher that it is difficult and time-consuming to 

find appropriate social and academic support for students. There is also not enough 

. assistance with social workers, and special support services (ESL teachers, Educational 

Resource Workers, and Special Education Support) to assist students. Also, as teachers we 

receive very little professional development on community resources that can assist 

students and their families. Sometimes support staff, such as the special education teacher, 

are asked to take on the role of teacher in charge when the administrator is outside of the 

school. Alternatively, they may be asked to cover for other teachers who may be out of 

the school with a sports team or at a professional development workshop. The result is 

that additional support services do not occur on those days. The needs of struggling 

students seem to be far greater than the availability of support. More resources and 

"' 
funding are needed in the classroom. In addition, I have observed that there is a great deal 

of paperwork that i'S"involved with special education teachers, such as Individual 

Education Plans (lEP's), which must be completed three times a year. This workload 

often discourage highly effective teachers from entering the field of special education. 

Despite the large number of Portuguese students at his school, James could not 

recall having any Portuguese teachers at his school. Again, teachers who come from 

Portuguese Canadian backgrounds and are familiar with the cultural contexts of students 

could assist students, particularly those who may struggle. For example, if these teachers 

speak Portuguese, then they can help communicate with parents, and those parents may 

then be more willing and comfortable to meet with school officials. This has been my 
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experience in the classroom, where I have more recently had students who recently 

emigrated from Brazil. Although, there are linguistic and cultural differences between the 

Brazilian dialect and the Portuguese that I have learned, I have noticed that parents seem 

appreciative and more comfortable when I attempt to communicate in Portuguese. Again, 

. this is particularly important with students who are at risk of leaving school prior to 

completion. Often parents have the best of intentions for their children, but, due to 

linguistic or cultural differences, they face challenges within the education system and are 

unsure how to assist their children. 

In the second interview, I asked James ifit would have made a difference if a 

teacher had made more of an effort to integrate his interest in auto mechanics with 

mathematics. James stated: 

They are not going to ... the teachers are not going to change the curriculum for 

one student, right? If they are not into auto they are not going to like ... change the 

" 

program ... you can't please everybody." (Interview 2) 

My first thought wm., why not? If teachers cannot "please everybody," then whom do they 

choose to please? Engagement is extremely important with students who are struggling or 

having difficulties. Creating space for multiple students' identities to thrive is important 

for students to be successful. A report by Community Health Systems Resource Group at 

The Hospital for Sick Children (2005) echoes the importance of openness to learning 

styles and identities and states: "Teachers must develop their curriculum with 

individualized learning at the forefront of their minds" (p. 80). The importance of 

including multiple identities is important to Portuguese Canadian students who may be at 

risk of not completing their high school education. Teachers could focus on those students 
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who are not engaged in the classroom. We should also make an effort to learn about the 

interests of students; this involves learning about what motivates a particular student and 

integrating that into the program. Often this does not occur, as teachers place their focus 

on those students that are doing well. Focusing on a student who is not doing well takes 

. far more effort and time, both of which are in short supply. 

Unfortunately, although teachers often have the best of intentions, mandated 

curriculum expectations often make it difficult for a teacher to spend more individual time 

learning and planning for individual students. For example, in Ontario teachers are 

mandated by a standardized curriculum. Furthermore, test scores often contribute to what 

gets prioritized in the classroom and can take precedence over individual learners. At the 

elementary and secondary levels, Education Quality and Accountability Office (EQAO) 

scores drive curriculum content and assessment. Provincial testing occurs for grades 3, 6, 

9, and 10, but all grade levels are expected to prepare students for EQAO testing. I have 
- , 

-, 

been to various professional development workshops to learn about the Grade 10 literacy 

test and ways to prepare my students for the Ontario Secondary School Literacy Test 

(OSSL T). In addition to the testing that occurs within the Ontario schooling system, 

teachers are often not trained to modify the curriculum to meet students' needs. 

The interviews with participants also made me reflect on my own identity as a 

White Portuguese Canadian student and teacher, something which is hard to put into 

words. As previously noted in Chapter One, cultural identity is a social construct that is 

not static but changes over time as people interact with societies and change (Campbell 

2000; James 1995,2003). My own identity continues to change; indeed, it did so 

throughout this entire research process. Similar to Susana, the word "Portuguese" brings 
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up images of family; it is a central focus in my life. Like Susana, I have a large extended 

family to which I am close and that has helped shape my identity. Similar to the 

participants Fernando, Pedro, and Isabella, being Portuguese Canadian is my heritage, my 

ancestral background, and I sometimes feel unattached to mainstream culture. For me, the 

word "Portuguese" creates images of music and religious festivals, reflective of a major 

focus growing up surrounded by Portuguese music and culture. Being Portuguese is my 

roots, it is part of who I am, and similar to the participants, other social and socializing 

characteristics impact my cultural identity, including my age, race, and gender. Unlike the 

other participants, I am finding that maintaining my Portuguese Canadian identity is 

becomil1g more difficult as I get older. For example, I seem to speak less Portuguese with 

my Portuguese Canadian family members unless I am with my grandparents, and I feel 

that my Portuguese language skills are getting weaker. This is an area that the participants 

did not discuss in the interviews. Finally, I am proud of my Portuguese heritage, I share it 

with my own students, and I hope to share it with my own childre~. 

In addition to my ethnic identity there is my racial identity, which is also a social 

construct. I,identify as White; however, like Tiago and participants in Pacheco's (2004) 

study, I see a difference between the "mainstream" culture and my self-identity. I am 

aware, however, that my Whiteness endows me with privilege and power. Kendall (2006) 

notes that "the social construct is that some people have a greater inherent worth than 

other-white people being superior to people of color-and laws, customs and culture 

were built up to reinforce that thesis" (p. 43). My Whiteness is something that I often take 

for granted and do not think about, especially as a teacher in a predominantly non-White 

classroom. I am very much reflective of the status quo as a middle class, Catholic, White 
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educator. In "White Privilege: Unpacking the Invisible Knapsack",' McIntosh (1990) notes 

some of the daily effects of White privilege in her life and argues that, "to redesign 

systems we need first to acknowledge their colossal unseen dimensions. The silences and 

denials surrounding privilege are the key political tool here" (p. 31). I recognize as a 

. teacher that privilege is practiced in my classroom. I make decisions about what is taught 

and how it is learned. I am aware that what the students read about in their textbooks may 

not be reflective oftheir ethnic or racial identities, but I am continually committed to 

linking their identities to what they are learning. I encourage students to teach me about 

their identities. I also make an effort to include the voices of those who are absent in the 

textbooks through a variety of ways including literature, specifically picture books. 

Ultimately, it is important for me to recognize the power that I have as a White middle-

class female educator and to be critical of the education system. 

As a Portuguese Canadian teacher, I have an understanding of the cultural and 
- , 

linguistic backgrounds and an appreciation for the challenges faced by Portuguese 

Canadian students and their families. Regardless of these challenges, I maintain high 

expectations for all students, including those of Portuguese Canadian descent. It is also 

important for Portuguese Canadian teachers to work with community agencies and take an 

active leadership in their school and community in order to improve the educational 

opportunities for students. This could be achieved in several ways, such as joining a 

community group like the Portuguese Canadian National Congress, the Educator's 

Network, or providing workshops or tutoring opportunities for students and their families. 

Furthermore, I believe it is important to continue to dialogue with parents and other 

educators. 



103 

My study was a starting point, and as previously noted there are a variety of areas 

where additional research is needed. For example, the area of part-time work could prove 

to be one of the main factors in contributing to the high numbers of students who choose 

to leave high school before graduating or who are failing. Also, there is a need for 

. additional research into the role of Portuguese Canadian parents in the education of their 

children, specifically fathers. Furthermore, continued research with Portuguese Canadian 

students and community members is definitely needed, particularly with students who are 

at risk or have left high school prior to completion oftheir diplomas. Finally, Portuguese 

Canadian students who are in various degrees "White" may experience inequities in the 

schooling system, and more research is needed to understand these experiences. 

-, , 
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Appendix A 

Interview Questions 

Interview #1 

·1. How would you describe yourself? 
2. Take me through a day of school. 
3. What do you do after school? (e.g., homework, part-time work, chores) 
4. How has high school been for you? How has your transition been from 

elementary to high school? 
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5. Describe some memorable moments at school. Describe some moments 
that were challenging in school. 

6. What does the word Portuguese mean to you? 
7. Did you learn or have the chance to learn about any aspects of Portuguese 

Canadian history, people, or culture in any of your classes? 
8. How (if at all) has being a Portuguese Canadian student impacted your 

education? 
9. Can you describe (if any) barriers or challenges that you believe 

Portuguese Canadian students face? 
10.Can you describe any support specific to Portuguese Canadian students? 
11. What are your plans after high school? 
12.1s there any additional information that you could add that would be 

helpful for m~ to understand your experiences? Please describe. 
13.Do you have any suggestions for schools? What suggestions can you offer 

for teachers? 
14. Do yo'u have any questions? 

Interview #2 
*Questions will be based on the analysis of the first interview and the queries 
of the researcher and students based on the research focus. 
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Appendix C 
Sample of Lesson Plan from Portuguese Canadian National Congress Project 

Lesson Plan: 
Identity and Discrimination of Portuguese Speaking Canadians 
Courses: HSB4M (Grade 12: Challenge and Change in Society) 

. Time: Variable 

Expectations: 
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• Social challenges: Assess the role of stereotyping as a barrier to full participation 
in society 

• Analyse from a Canadian perspective the social structures that support, and those 
that weaken, global inequalities 

St t ra egles: 
Lesson TeachinglLeaming Tracking Materials and 
Component Strategy Assessment Resources 

Review the term -Ensure students 
stereotyping have an Teacher -Blackboard to 

understanding of observations record responses 
what stereotyping (optional) or chart 
means and ask paper 
studeritsfor , 
examples or to bring -Teacher may 
in pictures, choose to bring in - drawings or songs examples of 
-Ask students to stereotypical images 
think about from newspapers, 

-
stereotypes magazines, etc. 
regarding 
Portuguese 
Canadians or from 
their own cultures 
and discuss these in 
partners (think, pair 
share) 
-Have them discuss 

v. Morgado © 2007 these as a class 
Project For~a, 
Portuguese Canadian 
National Congress 
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Are stereotypes 
negative or Ask students: Teacher B.L.M.2.1 
positive? Are stereotypes observations Stereotyping 

positive or definitions and 
negative? Anecdotal notes background 
Are stereotypes kept 
accurate? 
How can they limit 
someone? 

-Discuss these 
questions as a class 
(see B.L.M. 2.1 for 
assistance) 

Students Read: -Give background 
"Whiteness in on the article Teacher "Whiteness in 
White Academia" -Have students read observations White Academia" 
By: Luis Aguiar* the article by: Luis Aguiar 

"Whiteness in 
White Academia" B.L.M. 2.2 I Read/I 
by Luis Aguiar on think/Therefore * * 
their own 
-As stud~nts read 
encourage them to 

, 

use the graphic - organizer B.L.M. 
2.2 to make notes ** 

Students discuss -Have students meet 
article in groups in groups of 3 or 4 Teacher can opt to Optional 

to discuss the article record an oral mark checklist/rubric 
using B.L.M. 2.2 (I (A.M. 1.2) A.M. 1.2 
Read/I 
Think/Therefore) 
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Identity of -Students will 
Portuguese- examine the Teacher observation B.L.M.2.4 
speaking Canadians quotations of Identities of 

students discussing Sheets can be Portuguese speaking 
their own identities collected and Canadians 
and respond first on written notes kept 
their own in writing 
(B.L.M.2.4) 
-Students will 
discuss responses in 
groups of 3 or 4 
-Then have students 
share as a class 

Students write about 
their own identities -Have students write Assignment and Assignment and 

about their own written Rubric A.M. written Rubric A.M. 
identities 2.1 2.1 

Conclusion: Video -Play the video 
Powerless (Say "Powerless (Say Teacher observation 
What you Want)** what you want)" by -Video "Powerless 

Nelly Furtado or put Written reflection (Say what you 
up the lyrics and may be collected or want)" by Nelly 
play the music for an oral mark may be Furtado or 
studetltsJo listen to kept Song/Overhead of 
-Ask them to share 

I 

B.L.M.2.6 
orally or in writing 
their thoughts on the 
video and what it 
means to them. * * 

Article included with permission from Luis LM Aguiar, PhD, Associate Professor, 
Sociology, Irving K Barber School of Arts & Sciences, University of'British 
Columbia - Okanagan, http://web.ubc.ca/okanagan/ehpps/facultv/laguiar.htmI. 

V. Morgado © 2007 
Project For~a, 
Portuguese Canadian National Congress 



Modifications: 
-Work closely with students having difficulty. 
-Walk around to help students and guide their work and ensure they are on task. 
-Modify article length based on learners 
-Provide extra support for IEP students (i.e., more time, extra help) 
-Pre-teach some vocabulary ifnecessary (i.e., Capitalism, stereotypes, discrimination, 
bourgeois, etc). 

Method: 
M VerballLinguistic 
_Logical/Mathematical 
M Visual/Spatial 
_Bodily/Kinesthetic 
M MusicallRhythmic 
M InterpersonallSocial 
M IntrapersonallIntrospective 

Suggestions/Adaptations: 
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* "'Whiteness' in Academia" is written by: Luis M. Aguiar found in the book Talking 
about Identity: Encounters in Race, Ethnicity and Language edited by: Carl E. James and 
Adrienne Shadd, 2001, pages 177-192. 
**This graphic organizer is based on a strategy found in Think Literacy: Cross-Curricular 
Approaches, Grades 7-12 (Ministry of Education © 2003 pages 72-73). 
***To conclude the lessons play the video "Powerless (Say What You Want)", in which 
Nelly Furtado embraces her Portuguese heritage. This song deals /with the notion that 
someone can still feel like a minority inside, even if they don't look like one on the outside 
(The invisible minority). See B.L.M. for lyrics. This can be put on overhead if the video is 
unavailable. Video is available online at 
http://WW\TIf.youtube.com/watch?v=4wod092NnBg. 
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Stereotypes 

Stereotypes are preconceived ideas held about groups of people. There are supposedly 
"positive" stereotypes (i.e. Chinese people are good at math; Portuguese people are good 
at building things) and overtly negative stereotypes (i.e. Women and girls are not good 
athletes). However, the issue with all stereotypes is that they are harmful in the way they 
falsely generalize an entire group of people by putting them all in the same box. 

. Generalizing groups of people has the negative effect of potentially blocking other 
opportunities for a group that do no match with our stereotypes about who they are or 
what they can do. Unfortunately, stereotypes are often at the basis of how we engage with 
each other. Stereotypes are also at the basis of discriminatory or oppressive acts. 
Stereotypes can be based on a variety of factors including: race, ethnicity, gender, age, 
disability, sexual orientation, physical size, class, religion, etc. 

For additional resources see: 

Media Awareness Network 
http://www.media-
awareness.ca/englishlspecial initiatives/toolkit/stereotypes/what are stereot 
ypes.cfm 

Youth Stereotypes 
http://www .kged.org/w /ymc/ empowered/stereotypes.html 

Ontario Human Rights Commission 
http://ohrc.on.oo/english/consultations/race-policy-dialogue-paper
cj.shtml 

Stereotypes on television 
http://coe.sdsu.edu/eet/articles/stereotypes/index.htm 

Movie: Crash (a short clip from this movie can be shown to illustrate a 
stereotype and its effects) 

B.L.M.2.1 
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"Whiteness in White Academia" 
By: Luis M. Aguiar 

Name: Date: 
------------------------------~ -----------

I read I think 

Therefore ..... 

B.L.M.2.2 
V. Morgado © 2007 
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Identities of Portuguese Canadians . 

Read the following quotations from Portuguese Canadians and respond to them in the 
chart noting your thoughts, opinions, connections or questions. 
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Quotations My thoughts, opinions, connections, or 
questions 

" ... a lot of people too, they think 
Portuguese is one ... that if you're 
Portuguese, you look one way ... a lot of 
people that are black are born in Portugal. 
But 1 think they have to identify with their 
black ancestry too because people look at 
you, if you say 'I'm Portuguese.' And a lot 
of people usually say, 'You're not 
Portuguese, you're something else' .. .If 1 
identify as anything, 1 say Afro-Portuguese, 
just so they know 1 have African culture 
too." (p.70 ) 

"I think in Canada, it's like black, if 
you're black you identify with African
American and the history from Canada, 
North American Black. 1 see it differently 
because Afro-Portuguese have a different 
history than the black that say, i;lre born 
here, or that come from another country." 
(p.62) 

"Because 1 mean, if you see yourself as 
white, then 1 guess you won't identify with 
a lot of the' plight that, 1 guess, Hispanics 
and Brazilians face ... Why 1 think it's 
important to distinguish from white? Well, 
I mean, 1 guess we're multicultural. 1 guess 
it's important to really get at what you are 
or who you are. I don't see myself as being 
"Waspy". I don't really like the term 
Waspy, like white, Anglo-Saxon, 
something like that. Maybe that's the 
connotation of being Caucasian. I think 
Caucasian is. I'm not Caucasian, I'm 
Portuguese." (p. 64) 



, 

"I think one of the sad things that happens 
within the Portuguese community is that 
you receive discrimination within your own 
community. I think, for example, the 
Portuguese community is very divided 
when it comes to where you're from. I 
know that there's a constant sort of rift 
between the mainlanders and the people 
from the Azores right?" (p. 75) 

"No, I can't say that I've ever been 
culturally discriminated against. I guess 
because I'm, when people see me I'm, I 
guess, I have sort of ethnic attributes but 
I'm considered to be white ... Yah, I mean, 
if a black person cam in and I came in, I 
would be seen as obviously more white and 
to that extent somewhat treated differently" 
(p.64). 

Quotations are from Contested Belongings: Crowding tile Portuguese-Speaking 
Diaspora in Canada by: Debbie Pacheco © 2004. Masters Thesis. University of 
Toronto 

B.L.M.2.4 
V. Morgado © 2007 
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B.L.M.2.6 

"Powerless (Say What You Want)" by: Nelly Furtado 
(Universal Records, 2003) 

Paint my face in your magazines 
Make it look whiter than it seems 
Paint me over with your dreams 

Shove away my ethnicity 
Bum every notion that I may have a flame inside to fight 

And say just what is on my mind 
Without offending your might 

Cuz this life is too short to live it just for you 
But when you feel so powerless what are you gonna do 

So say what you want 
Say what you want 

I saw her face outside today 
Weatherworn, looking all the rage 

They took her passion and her gaze and made a poster 
Now it's moccasins we sport 

We take the culture and contort 
Perhaps only to distort what we are hiding 

Cuz this life is too short to live it just for you 
But when you feel so powerless what are you gonna do 

, But say what you want 
Say what you want 

Hey yOU, the one, the one outside, are you ever gonna get in, get in 
Hey you, the one that don't fit in, how ya, hew ya gonna get in 
Hey you, the one outside, are you ever gonna get in with your 

Broken teeth, broken jaw, broken mojo 
Yeah, this life is too short to live it just for you 

But when you feel so powerless, what are you gonna do 

Cuz this life is too short to live it just for you 
But when you feel so powerless, what are you gonna do 

Cuz this life is too short to live it just for you 
But when you feel so powerless, what are you gonna do 

Say what you want, say what you want, say, say, say 

Cuz this life is too short, 
just for you 

V. Morgado © 2007 
Project For~a, Portuguese Canadian National Congress 
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