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ABSTRACT
This critical multi-case study involves a group of migrant eikaiwa (English
conversation) school teachers in Japan. The purpose of the study was to investigate
the teachers’ positions and treatment in the commercial English language teaching
(ELT) sector and their adaptation to their work environment and the host country,
through applying the concepts of capital, habitus, and field. The issues of who should
be employed as teachers, to whom learners should be exposed to as model language
users, and whose English should be taught that are problematized in this study have
implications beyond the commercial ELT industry. This study also sheds light on the
eikaiwa industry’s practices, in particular regarding teacher recruitment and marketing.
The study is timely because the impact of this industry has grown significantly as the
formal educational sector has increased the outsourcing of ELT courses to the
commercial sector in recent years. Teachers from private language academies have
been dispatched to high schools and universities, which has blurred the line between
the commercial sector and formal educational institutions.
The core cases investigated in the study were six multilingual native and
nonnative English-speaking migrant teachers from diverse national, ethnic, and sociocultural backgrounds. For triangulation purposes, data were collected not only in
individual interviews and emails exchanged with the six core participants, but also
from interviews and emails with 10 managers and private language academy owners,
13 teachers who were noncore participants, and from eikaiwa job postings. Managers
and school owners, mainly male native English speakers, were included for their
perspectives and insights into the sector, in particular, staffing decisions and
marketing, to which most teachers were not privy.
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Data analysis draws on Bourdieusian “thinking tools” (Bourdieu & Wacquant,
1992, p. 160), with the focus on gains, losses, and conversions of different types of
capital and manifestations and transformations of teachers’ habitus in new fields.
Capital here refers to convertible resources that people have access to, such as
educational degrees and social connections. Habitus is one’s “feel for the game”
(Bourdieu, 1998, p. 25) that influences an individual’s perceptions and behavior
(Bourdieu, 2000, pp. 86-87). The participants’ habitus was a driving force that
strongly affected their adaptation to the eikaiwa industry and Japan. However, habitus
did not operate independently on its own. It functioned in interplay with capital and
the field that rejected some but embraced other teachers. Participants’ English as a
first language, Western cultural background, and White race, which were positively
evaluated in their ELT contexts in Japan, influenced the way the participants were
treated in the industry and resulted in different outcomes for them. The native
English-speaking teachers of Asian descent were racially discriminated, but they
relatively easily found ELT work because of their nationalities and native Englishspeaking status. The nonnative English-speaking participants who were also people of
color were discriminated against not only based on their race and nationality. They
were also discriminated against because of their nonnative English-speaking status. In
contrast, White nonnative English-speaking participants were frequently rejected
because of their first language and nationality.
Due to the insecure nature of contract work and few opportunities for career
development in the commercial sector, most participants were unable to build stable
careers in ELT. Whereas some had limited success in finding an administrative
position within the commercial sector, most participants felt trapped in it, unable to
gain substantial convertible capital during their teaching years. The participants’
v

choices regarding their employment and further migration were partly determined by
the stakeholders in the field, and outcomes widely varied for the participants. By the
end of the study, two nonnative English-speaking participants left ELT and Japan.
Two native English speakers found non-teaching work in Japan. One native and one
nonnative English-speaking participant, both female, continued teaching even though
their ELT jobs were not their ultimate professional goals.
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CHAPTER 1
INTRODUCTION

This chapter begins with a description of my motivation for this study on migrant
teachers and their position and treatment in the Japanese commercial English language
teaching (ELT) sector. Although the teachers are the focus of the study, the findings
about them reveal also what the eikaiwa industry is like. After describing my motivation
for conducting this research, I contextualize the study by providing some necessary basic
information about the eikaiwa industry and why this sector is of importance to ELT in
Japan. Following that, I share the rationale for the study and research questions, explain
the significance of the study, and describe the audience that might be interested in
reading the study. The chapter ends with a section about the scope of the study and a
short description of the study organization.

Motivation for the Study
I once worked as an eikaiwa ([英会話] English language conversation) school
teacher. I taught a wide range of students of different ages, backgrounds, and
nationalities. I worked alongside several Japanese teachers of English, many native
English-speaking teachers (NESTs), and a few non-Japanese nonnative English-speaking
teachers (NNESTs). I enjoyed teaching in the eikaiwa sector at first. Still, the longer I
stayed in it, the more I started to question its teaching philosophies, its pedagogical
approaches, hiring decisions, and treatment of teachers. I became interested in reading
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about the experiences of other migrant teachers in Japan. However, I was not able to find
relevant literature at that time, which made me think that I should research the industry
myself. The timing was perfect as I was starting my doctoral studies at the time.
Throughout the study, I refer to my research participants as native English
speakers (NESs) and nonnative English-speaking teachers (NESTs). I use these terms to
indicate nationals of one of the Inner Circle countries (Kachru, 1985) or NABA (North
America, Britain, and Australia) (Mahboob & Szenes, 2010), regardless of their ethnic
group, race, or country of birth. In addition, English is their first (L1) or dominant
language; they acquired it at an early age and have received all or most of their education
in it. In a similar vein, I use the terms nonnative English speakers (NNESs) and nonnative
English-speaking teachers (NNESTs). These terms refer to people who are not from the
Inner Circle and whose L1 is not English, regardless of their ethnic group and race. Some
NNESs have received little or no education where English is the only or main language
of instruction. However, English might be, or might have been at some point in their lives,
NNESs’ dominant language. A more detailed discussion of the terms NES(T) and
NNES(T) can be found in the literature review section in Chapter 3.
I continue to use the contested terms NES, NEST, NNES, and NNEST partly
because of how they have been used in earlier research but also because the participants
frequently referred to themselves as either NESs or NNESs. The interviewed employers
also used these terms regularly in their interviews and in job postings. Furthermore, it is
still essential to make this distinction because being a NES, having a nationality (i.e., a
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passport) of a dominant English-speaking country, and receiving education in English for
a minimum of 12 years continues to be an important requirement for many ELT jobs.
As mentioned above, I was satisfied working in the eikaiwa sector at first. I liked
interacting with interesting adults who wanted to communicate with me, I enjoyed getting
to know my coworkers, and my income was far better than what many other part-time
jobs offered. With time, however, I began to question my employment conditions, the
teaching methods prescribed by the owner of the school I worked at, and even the legality
of its practices. Some aspects of my work experience started to frustrate and worry me. I
either experienced personally or witnessed labor law violations, verbal abuse of
employees by the management, sexism, and racial discrimination.
At the same time, I met both NES and NNES teachers who seemed content with
their jobs. Some appreciated the wages that were, in some cases, significantly higher than
in many other part-time or contract employment. Many teachers enjoyed flexible
schedules their eikaiwa jobs provided. These teachers were able to choose the days and
time slots when they wanted to work and work for multiple employers at locations of
their choice. Some teachers said they did not want to work in a typical Japanese company
and felt shielded from the competitive business world by working in language schools.
Some believed that they would not be able to have as a good life, due to a lower income
and lack of employment opportunities, in their home countries, so they seemed more or
less satisfied with their eikaiwa jobs.
However, as mentioned above, I heard stories about verbal, emotional, and legal
abuses in the industry. It also seemed that many teachers, particularly the foreign ones,
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did not know that their rights as workers and residents of Japan were legally protected, so
they endured the abuses. Some teachers were led to believe, by their employers, that the
labor conditions in Japan are different from other countries’ conditions and laws. For
instance, some foreign teachers trusted unscrupulous employers who falsely claimed that
part-time foreign employees were not entitled to paid holidays or that labor laws in Japan
do not cover non-citizens. The General Union (a labor union in Japan) website and blogs
written by current and former eikaiwa teachers (for example, Currie-Robson’s blog,
http://craigkneedeep.blogspot.com, and posts by various writers on
https://blog.gaijinpot.com) are full of stories about such issues.
I wanted to do something about these everyday problems I witnessed. I also
wanted to know how widespread the issues were and to see if there were benefits to
working in the commercial sector because, as mentioned above, some teachers seemed
satisfied. I thought I should first assess the work conditions of several eikaiwa teachers
working for different schools through collected data. To try to help, I shared my
knowledge of the Japanese labor regulations and resources I had used or knew where to
access. Furthermore, I was there to listen to the participants, which might have been
helpful to some of them. I also wanted to share research participants’ stories, giving them
a platform to make their struggles known to more people. I also wanted to investigate
what made some teachers continue working in the commercial industry. Finally, thinking
about alleviating the predicament in which the less teachers found themselves would be
the final stage of my project. However, activism is beyond the scope of this study and is
not discussed.
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The Eikaiwa Industry and its Importance
The purpose of this section is to contextualize the current study by describing the
broader context that is the locus of the study. Below, I describe the eikaiwa industry to
convey how important, large, and problem-ridden it is. Even a brief description of the
industry clarifies the situation migrant eikaiwa teachers find themselves in and why this
study was worth conducting. Further details about the specific workplaces where the
participants were employed are in Chapter 4.
Eikaiwa schools can be seen everywhere in Japan. Their advertisements are
visible on every train and in many magazines and newspapers. Eikaiwa chain school
commercials are featured on television and the Internet. Although the eikaiwa sector is
omnipresent and vast, it is a rarely researched aspect of ELT in Japan (Nagatomo, 2013).
Occasional articles in the popular press, such as The Japan Times or Japan Today and
press releases by the General Union, indicate that the industry is rife with problems. The
problems range from sexual harassment (McCrostie, 2014) to the mistreatment of
teachers’ workers’ rights in large private eikaiwa chain schools (Kosaka, 2019). One
example is a scandal with unpaid salaries for teachers working for the Nova eikaiwa
chain in 2007. Another example is eikaiwa chain schools that treated their teachers not as
employees but as independent contractors, which harmed their income and careers
(General Union, 2015; Kosaka, 2019). The teachers did not have paid holidays or paid
overtime work. Independent contractors are not unique to Japan. For example, such
working arrangements exist in the United States (Greenhouse, 2008, April 20; Zhou,
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2011). Independent contractors, also called self-employed people, earn less for doing the
same work as regular employees and having even longer work hours. In addition, their
work conditions tend to be poor, and they receive few, if any, benefits (Zhou, 2011).
Independent contract work can be seen as controversial. That is because some employers
do not treat independent contractors any differently than their regular employees in terms
of what is required of them when they perform their jobs. However, in terms of
remuneration and benefits, independent contractors receive less. Furthermore,
independent contractors might be denied the right to unionize (Greenhouse, 2008, April
20). In ELT in Japan, the treatment of independent contractors is problematic because,
according to the employer’s argument, the teachers would not be covered by the labor
law as workers and would not have the right to paid annual leave and unemployment
insurance (General Union, 2016). Labor laws do not protect independent contractors; thus,
even the minimum wage regulations do not apply in their case (Zhou, 2011).
These problems are not limited to the commercial ELT sector. They have also
increasingly pertained to institutions for compulsory education—elementary and junior
high schools, but also in high schools and postsecondary educational institutions such as
universities. Although being a separate entity from formal educational institutions, the
commercial eikaiwa sector’s activity is not entirely separate from regular, meaning
formal or conventional, educational institutions anymore due to the outsourcing of ELT
to private businesses that are eikaiwa schools. Primary schools, secondary schools, and
businesses have long been accepting teachers and assistant language teachers (ALTs)
from private ELT dispatch companies. For instance, Interac, Japan’s largest private ALT
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provider, was established in 1972 and has continued business activities to the present
(Interac, n. d.). Kindai University has collaborated with Berlitz, a private language
teaching company (Breaden, 2016) that provides “business English courses” and
“practical English education” at the university (Kindai University, n. d.). Some of these
courses are compulsory. However, this ELT outsourcing can result in conventional
schools, such as high schools and universities, being caught up in legal actions, as
happened in the case of a local Board of Education that used dispatched ALT services as
outsourced sub-contractors (General Union Fukuoka, n. d.; Sugimoto & Fujita, 2016).
But what makes commercial language schools different from conventional
schools such as elementary and high schools? One crucial difference is that the
commercial ELT or eikaiwa sector is a for-profit industry (Seargeant, 2009), unlike most
elementary, junior high, high schools, and universities. Admittedly, a fraction of private
universities in the United States (e.g., University of Phoenix) are also for-profit. However,
their enrollment numbers have decreased (Center for analysis of postsecondary education
and employment, 2018, February). Unlike eikaiwa schools, for-profit private universities
give credits for their courses and offer educational degrees. Furthermore, most
universities in Japan are not for profit, and school organizations or foundations called
gakkou houjin (学校法人), which are common in Japan, do not operate for-profit. The
eikaiwa sector operates outside of the formal (Kubota, 2011a), regular educational sector
that consists of compulsory education, high schools, and institutions of higher education.
In the commercial ELT sector, “the free market [of foreign language teaching] operates in
its purest form” (Aspinall, 2012, p. 146). In short, private English language schools are
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commercial enterprises and businesses before anything else (Appleby, 2014; Seargeant,
2009). Because their owners register eikaiwa schools as businesses, these schools are not
under the jurisdiction of the Ministry of Education, Culture, Sports, Science and
Technology (MEXT) but under the Ministry of Economy, Trade and Industry (METI),
just as, for example, beauty parlors or fitness clubs are (Nagatomo, 2016).
The Research and Statistics of the Department of Ministry of Economy, Trade
and Industry (METI, 2016) reported that there were over 3,800 foreign language
conversation business establishments (commercial language schools) at the end of 2016.
A quick online search shows that an eikaiwa chain school can have over 100 branches
throughout Japan. For example, AEON had 249 branches in 2018, ECC, had over 200
offices and over 16,000 ECC Junior and branch school classrooms, whereas Gaba had
115 branches. These schools have reported having large numbers of students. For
example, ECC disclosed on its website (www.ecc.co.jp) that it had over 400,000
students enrolled in its schools in 2016. According to its website
(www.interacnetwork.com), the ALT dispatch company Interac sends its teachers to
over 7,000 schools all over Japan, and recruits 1,000 teachers every year. The number of
teachers employed in eikaiwa schools is measured in thousands (Nagatomo, 2013). The
sheer numbers of learners and employees involved in this industry and the industry’s
increased presence through its dispatched teachers in the formal education sector and in
business corporations make a compelling case for more investigation of these schools
and their teachers.
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It is also essential to take notice of the large amounts of money that the
commercial ELT industry generates. According to a press release from the Yano
Research Institute (2016), the revenues from all commercial language schools were over
340 billion yen (one U.S. dollar was about 100 yen in the spring of 2020). This figure
excluded revenues from sales of teaching materials published or sold by these schools. In
contrast, the Ministry of Economy, Trade and Industry (METI, 2017) disclosed that the
sales (excluding the sales of teaching materials) in foreign language conversation schools
in 2016 overall were around 650 billion yen. Although these two reported values are of a
different magnitude, they nevertheless indicate that the industry handles large amounts of
money measured in hundreds of billions of yen.
What might be of interest to the academic TESOL community is that the presence
of eikaiwa dispatch companies has been growing in universities (Yoder, 2011).
Specifically, the number of part-time teachers dispatched from private eikaiwa companies
is increasing in universities (Nagatomo, 2016). This growth is also evident from frequent
eikaiwa school job postings that are recruiting teachers for part-time university teaching,
for example, on gaijinpot.com, a popular job search website among foreign residents in
Japan. Teachers from eikaiwa schools are also sometimes sent to teach in Japanese
graduate schools (Currie-Robson, 2015; Fukunaga et al., 2018), even though some of
these teachers hold only bachelor’s degrees. Dispatch teachers have shared online their
personal experiences (e.g., Blincowe, 2018; Carrigan, 2017). Even though many teachers
have been dispatched from private ELT companies, this trend has rarely been discussed
in academic TESOL publications and Japan-based conferences.
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One reason that little is known about the commercial ELT sector in the academic
circles (Duff & Uchida, 1997; Nagatomo, 2013, 2016) might be that as privately owned
businesses that operate outside the formal educational sector, commercial schools might
be difficult for researchers to access. Ironically, as many of these schools dispatch their
teachers to high schools and universities, many learners study and many regularly
employed teachers work, knowingly or not, with teachers from the commercial sector.
Although the category of foreign language schools includes teaching different
foreign languages, Otake (2004) reported that the majority of classes in these schools
were focused on English. Although this source is dated, it can be safely assumed that the
majority of the schools teach English as their main foreign language even now. The
importance given to English has stayed the same for a long time. In many contexts,
English is frequently valued “as an instrument of modernization, economic progress and
social, educational and occupational success” (Tan & Rubdy, 2008, p. 5). Teaching and
learning English have long been important also for Japan’s international education
(Yamada, 2014, p. 4). English is also the only foreign language that is a compulsory
subject in Japanese schools and the MEXT (2015) has strongly emphasized the
development and improvement of English language education. Furthermore, over 2.5
million people take the TOEIC in Japan (ETS, 2016), which further shows how important
English is in the country. Finally, most participants on the Japan Exchange and Teaching
Program (JET) are from English-speaking countries. In 2016, out of 4,952 participants,
4,400 were from the United States, the United Kingdom, Australia, New Zealand,
Canada, and Ireland (JET Programme, 2016). This indicates that the “exchange and
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teaching” focus has been mainly on the English language and involved NESs from six
countries.
As I have argued in this section, the lack of research on this vast industry calls for
a thorough exploration of its current status and practices, given its size and economic and
pedagogic influence it has on its employees and learners. I focus on one segment of the
industry, migrant English language teachers, in order to understand them, and through
them also the industry itself, better.

Key Terms, Rationale, and Significance of the Study
In this section, I first provide a brief definition of the key theoretical terms used in
the study. These terms—habitus and capital—are the most important concepts in the
study, but they have not been widely used in TESOL research and need to be explained
first as I use them to discuss the rationale for the study. A more detailed discussion of the
theoretical concepts is in Chapter 2, Bourdieusian Sociology as an Analytical Tool. After
I define the theoretical concepts and offer several examples that are useful to understand
how these concepts are used later in the study, I explain the purposes and significance of
this study.
I use the term capital as a Bourdieusian concept that refers to resources that
people have access to. Bourdieu (1986) categorized capital as: (a) economic, such as
money and property; (b) cultural, for example, language and educational degrees; (c)
social, such as networks and memberships, and; (d) symbolic, which includes an
individual’s reputation and stems from the other three types. Capital can be converted
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from one type to another. That happens, for example, when people use their income (i.e.,
economic capital) to earn a master’s degree (institutionalized cultural capital), which
often results in different individual career outcomes and returned economic capital as the
gain in the transaction. Capital, for example, one’s prestige and reputation (symbolic
capital), also affects how other social actors, such as employers and learners, perceive
teachers. The capital conversion rate varies because not all kinds of capital are valued
equally. For example, certain accents (e.g., Received Pronunciation British vs. Jamaican
accent in English) are considered more prestigious in certain contexts and specific L2
abilities more desirable than others (e.g., knowledge of French vs. knowledge of Tok
Pisin). Varying degrees of such capital conversions are readily detectable in the
commercial ELT sector.
Another term I use is habitus, which is “a system of lasting, transposable
dispositions” that influences an individual’s perceptions and behavior (Bourdieu, 2000,
pp. 86–87). In other words, habitus is a “feel for the game” (Bourdieu, 1998, p. 25) or
“way of being” (Costa & Murphy, 2015, p. 7), acquired unconsciously through
upbringing and life experiences. This inner driving force affects the way each person
perceives the world around them and how they behave, which is extremely helpful to
consider when researching how migrant teachers navigate the eikaiwa world. Habitus can
tangibly manifest when people find themselves misaligned or not completely fitting in a
(new) environment, feeling like “fish out of water” (Bourdieu & Wacquant, 1992, p. 127;
Davey, 2009; Waterfield, 2015).
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This project is a critical multiple case study focused on a group of migrant1
eikaiwa teachers and their adaptation to the eikaiwa sector. In addition to opening a
window to the participants’ working conditions, treatment in the eikaiwa industry, their
career outcomes, and their experiences provided information about the commercial ELT
industry. Understanding how the industry operates is important because commercial
English schools have been described as “propagators of stereotype” regarding what
successful ELT is and more focused on sales than EFL pedagogy (Seargeant, 2009, p.
94). In addition, as the industry has become increasingly present and influential in
conventional educational institutions, it is crucial to know how the eikaiwa industry
operates, what kinds of teachers it values and markets, and what kind of educational
services it has provided in recent years.
The main goal of the current study was to explore how a group of migrant eikaiwa
teachers has adapted to their working environment, that is, how their habitus affected the
process of adaptation, and how they have converted different types of capital to achieve
their goals. The influence of habitus and capital conversion is analyzed in an attempt to
explain how certain participants experienced job satisfaction and were successful in
adapting to life and work in the host society, whereas others did not. The concepts of
capital and habitus were useful because they allowed me to focus on individual teachers’
characteristics. Using the concepts, I analyzed the participants’ innate and early acquired
1

I use the terms immigrant and migrant synonymously when referring to earlier research because
earlier relevant studies used both terms. When referring to my research participants, I used the term
“migrant,” in accordance with the UNESCO’s migration related terminology, to mean: “Any person
who lives temporarily or permanently in a country where he or she was not born, and has acquired
some significant social ties to this country [and] where the decision to migrate is taken freely by the
individual concerned, for reasons of 'personal convenience' and without intervention of an external
compelling factor, [which excludes refugees].”
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dispositions (habitus), resources (capital) they possessed either as a result of being born
to particular parents and raised in a particular place (e.g., their race and mother tongue) or
due to, in large part, their efforts (e.g., educational degrees). Furthermore, I was able to
focus also on the interactions of the teachers’ habitus and capital within the eikaiwa
industry as a social field. Through the use of Bourdieusian concepts, it was possible to
connect the study findings to a more significant issue of who is portrayed as a legitimate
teacher of English. This approach is a significant contribution to the literature because
earlier research did not address such details and connections between the concepts of
habitus, capital, and the contexts of ELT.
Furthermore, this approach allowed me to identify specific characteristics of the
teachers and to see how diverse were the national, ethnic, socio-cultural, and linguistic
backgrounds from which they came. In earlier research, detailed information about
English language teachers, in particular in Japan and the commercial sector, has been
limited. It has been argued that the diversity of English language teachers, both NESs and
NNESs, has not been sufficiently addressed in research (Breckenridge & Erling, 2011;
Moussu & Llurda, 2008). More specifically, unlike Japanese descendants from the Inner
Circle (who have been researched by, for example, Kubota and Fujimoto, 2013 and
Kusaka, 2014), Inner Circle countries’ nationals of non-Japanese East Asian descent have
not been researched in Japan. In addition, NNESTs who teach English in Expanding or
Outer Circle countries that are not their home countries (e.g., a situation in which a
Mexican national teaching English in Japan would find themselves), have rarely been
researched globally. One of the purposes of the study was to address these gaps.
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Therefore, findings about this specific teacher population are a significant contribution to
literature. Researching these populations is important because the findings can show how
minority people of color and NNESs contribute and change the ELT sector that has
traditionally been perceived as White and native speaker dominant.
This focus on non-mainstream teachers’ experiences adds a new, more nuanced
perspective about ELT in Japan as most previous research on foreign teachers in Japan
has focused mainly on White NESTs (see, for example, Appleby, 2013, 2014, and
Nagatomo, 2016). TESOL researchers have largely overlooked the types of teachers
participating in this study, and one of the purposes of the study was to have these
teachers’ voices heard. The findings from these teachers’ data highlight issues
experienced by the employees in the industry, which further contributes to the knowledge
about migrant English teachers’ experiences globally. The inclusion of minority teachers
is a unique feature, and the findings about their lives and careers are a major contribution
of the study. As the entire TESOL community clearly stands against discriminatory
practices (TESOL, 2001, 2006), illuminating discriminatory practices that target minority
teachers is of global importance.
Critical in this study refers to addressing the social structures that foster
inequalities and problematizing social conditions (Leavy & Harris, 2019; Winkle-Wagner,
Gaskew & Lee-Johnson, 2019). In this case, I address the social structures in the
participants’ new environment in Japan that produce inequalities among the NESTs,
NNESTs, White, and people of color. These inequalities are, in large part, rooted in
White normativity and representations of Western culture in ELT (Holliday, 2005, 2015;
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Jenks, 2017; Kubota, 2011a). Therefore, inequality, injustice, and compassion for the
research participants are brought to the fore (Pennycook, 2001) in the study. The ways
and reasons people are represented, hired, exploited, or rejected in the eikaiwa industry
are problematized in the study. In addition, the reasons for employers’ decisions about
who is preferable as a teacher and model language user for learners are investigated and
scrutinized. Various power relations are at play: employers versus employees, foreign
and migrant versus local and established, and mainstream teachers (White, NESs) versus
non-mainstream teachers (people of color, NNESs), and provide useful material for the
analysis of teachers’ treatment in the eikaiwa industry.
The current study fills a large gap in the literature because what has been known
or implied about the eikaiwa industry comes mainly from the popular press, online
forums where foreign residents of Japan post their comments, and a few published
memoirs written by eikaiwa teachers (Brotherstone, 2014; Currie-Robson, 2015). There
have been only a handful of academic publications (Appleby, 2013; Bailey, 2006, 2007;
Kubota, 2011a). Some of these sources suggest that there are many cases of
discrimination, harassment, and labor law violations in the industry. Thus, a critical
approach toward discrimination is important in this study, not only from an ethical point
of view but, more importantly, from a legal point of view. Several domestic and
international laws are binding in Japan, and they prohibit discrimination based on one’s
race and nationality. Such laws and regulations include the Constitution of Japan, the
Japanese Labor Standards Act, and the International Convention on the Elimination of
All Forms of Racial Discrimination (ICERD). Furthermore, it is essential for the TESOL
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community to acknowledge instances when these laws are being broken and problematize
such incidents and tendencies that affect broader ELT contexts, from the commercial to
the formal, academic sector.
Finally, the point of conducting a case study is to conduct empirical research that
addresses timely topics in depth (Duff, 2008). The focus of the study is on migrants,
which makes is significant for the time when it was conducted. The government of Japan
has published a report on its first-ever survey on migrants, in particular their experiences
of discrimination in Japan (Ministry of Justice, 2017). The findings of the survey
indicated that migrants face a great deal of discrimination in Japan. However, the data
were collected only through a written questionnaire. A qualitative approach, such as the
current study, has the potential to uncover more complex, nuanced details about migrant
teachers’ lives.

Research Questions
The following research questions, categorized in two thematic groups—one based
on habitus and the other on capital—are addressed in the study:
1. How does the participants’ habitus influence their behavior in the eikaiwa industry
and the host society? Furthermore, how does their habitus affect their perceptions of
their work environments, career development in the industry, and life in Japan?
Finally, how does habitus, in turn, transform in the new environment?
2. What types of capital are readily convertible in the field of the eikaiwa industry, and
how do different types of capital affect individual teachers’ career outcomes?
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The findings in Chapter 5 and Chapter 6 that present the data that help capture the core
participants’ habitus will help answer research question one. The data in these two
chapters come from the interviews and email messages that I exchanged with the six core
participants. Research question two will be mainly addressed through the findings in
Chapter 7. The findings in Chapter 7 come from the data from the 19 teachers, 10 school
owners and managers, and eikaiwa job postings. Both research questions will be
elaborated on in the discussion section in Chapter 8.

Audience for the Study
The first audience for this study is researchers interested in Japanese English
education, commercial language teaching contexts that include eikaiwa and similar
private English academies overseas (e.g., buxiban in Taiwan or hagwons in South Korea),
migrant teachers, and Bourdieusian thinking tools applied in empirical research. The
second audience is teachers working and those considering employment in the
commercial ELT sector. Finally, the third audience is stakeholders in institutions that hire
teachers dispatched from the private English academies.
Researchers interested in Japanese education, ELT in Japan, migrant teachers, and
commercial language teaching contexts can find much relevant information in this study.
Using a variety of data, I was able to reach conclusions about the participants’ trajectories
over several years. Undertaking a longitudinal project allowed me to collect rich data on
them and provide the information about the eikaiwa industry. From the managers,
recruiters, and school owners who interviewed, I learned what their perspectives were on
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commercial ELT and teacher marketing. A selection of eikaiwa job postings that I
analyzed helped triangulate the findings from the interviews. Therefore, this study can
give other researchers a great deal of information from both employees’ and employers’
perspectives about a sector that is difficult to access and that has been rarely researched.
Furthermore, researchers interested in applying Bourdieusian thinking tools to
TESOL research will find this study useful because it contains detailed descriptions of
how I applied Bourdieusian concepts to develop findings from the collected data. To the
best of my knowledge, previous researchers have not used a set of Bourdieusian tools,
including capital, habitus, and field, to research migrant teachers in commercial ELT
contexts.
As little literature on the eikaiwa industry is available, not only researchers but
also former and current eikaiwa teachers and people considering working in the
commercial language teaching industry might find sections of this study informative. The
participant teachers’ experiences over many years of working in the industry can serve as
a point of comparison with the readers’ experiences. Reading about the research
participants’ experiences can help the former and current eikaiwa teachers reflect on their
own experiences and contexts. In addition, information about the legal aspects of the
problems faced by the participants can help current eikaiwa teachers better understand
their legal position and encourage them to seek the protection of their rights. Finally, for
individuals who are considering working or building a career in the for-profit language
teaching sector, the study can offer a great deal of insight. Information from this study

19

can be useful for them to decide whether they would be satisfied with this type of
employment and limited career prospects in the industry.
Finally, administrators and other stakeholders whose institutions are outsourcing
or considering outsourcing their English classes to the for-profit sector can find a breadth
of relevant information. Reading the study can help them gain a new insight into how this
industry operates. In particular, information about pedagogical philosophies that eikaiwa
schools embrace, how its teachers are hired, who the teachers are, what their skills,
educational background, and teaching experience are, and how they are selected and
trained, might be of interest to such readers.

Scope of the Study
The scope of the study was limited to the eikaiwa industry in the Kanto area of
Japan between 2013 and 2020. I investigated only non-Japanese, migrant teachers of
English employed in the commercial sector. I did not research other schools, either
private or public, that are not a part of the for-profit ELT sector. Furthermore, my focus
was on native English speakers from NABA and nonnative English-speaking teachers
who come from Outer or Expanding Circle countries. However, I did not investigate
White NES teachers from dominant English-speaking countries because such research
has been done in recent years (e.g., Appleby, 2013, 2014; Nagatomo, 2016), which means
that the findings might not apply to such migrant NESTs. Instead, the focus here is, as
stated earlier, on NESs of non-Japanese Asian descent from English-speaking countries
(such as Korean Canadians), in addition to non-Japanese NNESs (such as South
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Americans) regardless of their ethnicity and race. Their experiences with ELT in Japan
are different from those of White NESTs and Japanese teachers of English.
Furthermore, it is not advisable to generalize the findings to the whole population
of minority English language teachers in Japan as the sample is limited to a small number
of participants. In a case study, generalizing findings is not the goal, even though I would
not go so far as to claim that generalizing from case studies is impossible (see Flyvbjerg,
2006, for a discussion on generalizing from case studies). I hope that findings from the
current study will be used at least for either comparison purposes in future research or be
transferable to other times and places (Bartlett & Vavrus, 2017). As the issues addressed in

the study include racial and national discrimination and labor law violations, the findings
are transferable to wider language teaching contexts, to some other times and places. In
particular, they can be transferable to commercial language teaching contexts in other
Outer and Expanding Circle countries.

Organization of the Study
As I have investigated multiple layers of the participants’ daily professional lives
and changes that took place over time, in the literature review I include several
conceptual and empirical strands of literature, divided into two chapters. In Chapter 2,
Bourdieusian Sociology as an Analytical Tool, I review relevant Bourdieusian concepts
that are used in data analysis and in discussing findings. In the same chapter, I review
recent empirical studies in which a Bourdieusian theoretical framework was applied. In
Chapter 3, Migrant Teachers Working Overseas, I review empirical research and
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literature on English-language teachers working outside their home countries and studies
on the Japanese commercial ELT sector. Chapter 4, Methods and Procedures, contains a
description of the multiple case study approach used in the current research. I also
describe the participants, their work contexts, and data collection methods. How I did
analyses is explained at the end of Chapter 4. In Chapter 5, Hanging On, and Chapter 6,
Getting Out, I describe the six core participants’ life trajectories and work experiences in
the commercial ELT sector. The participants’ past experiences, starting from their
childhood and youth, are included in their stories as essential influences on their habitus
formation. Chapter 7, Capital, consists of the findings from 19 teachers’ and 10
managers’ and school owners’ interviews and emails as well as a selection of job postings.
The focus is on capital that had been gained or lost in a variety of contexts over time. In
Chapter 8, Discussion, I discuss the findings and make connections with the literature.
The final part is Chapter 9, Conclusion, in which I discuss the study’s implications for
researchers, teachers, and administrators and make recommendations for future research
on migrant teachers and the commercial language teaching industry.
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CHAPTER 2
BOURDIEUSIAN SOCIOLOGY AS AN ANALYTICAL TOOL

In this chapter, I review the conceptual framework for the current study. I start
with an explanation about why I have applied Bourdieu’s theoretical framework in this
research. Following that, I define the Bourdieusian concepts that are most important for
this research. After explaining each concept, I introduce studies in which the concepts
have been applied in empirical research. More importantly, in some of these studies, the
researchers expanded on Bourdieu’s ideas and modified his thinking tools. Finally, I
explain how I use Bourdieusian concepts, drawing on the relevant examples from recent
Bourdieusian scholars’ work.

Theoretical Concepts: Why Bourdieusian Sociology?
Ideas from Bourdieu’s (1991) Language and Symbolic Power can be applied to
analyzing the influence of native-spoken English in ELT in Japan. I found this idea of
applying Bourdieusian concepts appealing when I started the current study. I realized that
only several dominant English-speaking countries’ varieties of the language are
sometimes misrecognized, to use a Bourdieusian term, as the only appropriate and
authentic English varieties in many contexts. These language varieties are perceived as
such without regard for other legitimate varieties of the language such as Indian,
Singaporean, South African, or English as a Lingua Franca. This type of English from a
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few dominant English-speaking countries has already become the normative English
variant in Japan’s ELT overall.
To explain what misrecognition is, I turn to several scholars who have worked
with the concept in depth. Swartz (1997) stated that misrecognition of an idea is similar
to “‘false consciousness’” (p. 43). It can also be explained as individual or group
misattribution (James, 2015). For Bourdieu and Passeron (2000), misrecognition involved
perceiving power relations in a way “that renders them legitimate in the eyes of the
beholder,” failing to see these relations objectively (p. xxii). It is what ideological beliefs
are based on and what gives them power (Bourdieu, 1991). Drawing on that idea, I argue,
for the purposes of the present study, that it is merely an arbitrary idea that the Inner
Circle native-spoken English is the only appropriate type to be taught to ELLs and to be
used by teachers at the time when English is a global language. There does not seem to be
a valid and logical scientific or pedagogic explanation for the widespread exclusion of
teachers and varieties of English from outside a handful of countries from the Inner
Circle. Because English has become a global language spoken more frequently as a
foreign or second language than as an L1, it is important to problematize the tendency to
overvalue only a few versions of it.
To understand the issue of misrecognition, it is necessary to first understand
symbolic power. Unlike physical power that relies on physical strength or even violence
or weapons, symbolic power relies on language (Schubert, 2014), which is used by
certain groups or institutions to assert control over other groups of people. Symbolic
power is an invisible power that has a relational character, and it manifests in linguistic
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exchanges between speakers (Bourdieu, 1991). The term refers to a shared characteristic
of power relationships in general and not to a particular kind of power (Thompson, 1991,
p. 23). Thompson (1991) argued that symbolic power is “an arbitrary social construction”
(p. 23). It is made legitimate by all the actors in a society/community, and it depends on
the subjugated actors as well. They need to see this power as legitimate in order to make
it become a power. Bolton and English (2016) noted that symbolic power manifests, for
example, in the form of school curricula. What becomes accepted as legitimate is then
used as the standard used to evaluate others. Another example is the standard language
that is accepted and believed to be the most appropriate variety. However, it is typically
simply based on the most powerful group’s type of language in each society. Related to
the concept of symbolic power is the idea of the speaker’s worthiness of engaging others
in communication on an equal footing. Merely being able to produce grammatically
correct language that others understand is not enough, argued Bourdieu (1991). Being
recognized by others in the community and accepted by them as legitimate and worthy of
listening to is the only way one’s voice will be heard. This idea is particularly powerful
and important in the current study because it allowed me to investigate how different
English teachers are treated—accepted or rejected—by the English-speaking community
they belonged or at whose periphery they existed. It also made it possible for me to see
how the arguably subjugated speakers perceive English and their own status as English
speakers.
Connections between the concept of misrecognition, cultural capital, symbolic
capital, and the tendencies in the ELT field in Japan to favor certain teachers and their
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kinds of English over others are noticeable. Scholars have pointed out that English
language education overemphasizes American and British English linguistic models (Lee,
2012, pp. 155–156). Reliance on such language models can be evident even when schools
have tried to appear inclusive. For example, if a school hires only NESTs from the Inner
Circle as their full-time foreign English teachers and NNESTs only as part-time teachers.
This discrepancy might be only a coincidence. However, it would not seem plausible that
only NESTs from several English-speaking countries are qualified and suitable for fulltime teaching positions and that numerous NNESTs from the rest of the world are
qualified only for part-time work. Hiring practices such as this one are an excellent
example of misrecognition rooted in the arbitrarily assigned and assumed the prestigious
status of dominant varieties of English.
Scholars have drawn on the concept of misrecognition. Fairbanks and Ariail
(2006) noticed that certain types of capital, such as a particular way of talking, certain
behaviors, and knowing a particular person or a group of people, are perceived as being
more valuable than others. This arbitrarily assigned status of high value is then perceived
as natural (Fairbanks & Ariail, 2006, p. 314). Regarding ELT, Widin (2010) described
the dominant belief that teaching English is best done in English-speaking countries as a
pervasive myth (p. 187). Judging from the most common types of people hired to teach
English, this myth seems to be still believed in by many and profitable to some.
For the current study, Bourdieu’s ideas about imposed and accepted forms of
language and their use in education help analyze and interpret how commercial English
language schools recruit people and what type of English is considered and promoted as
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authentic or legitimate English. To understand whose English is promoted as the most
appropriate and valuable to learn, it is important to investigate how the images of and the
desire for the specific, most desirable English language teachers (arguably, White male
NESs [Rivers & Ross, 2013; Ruecker & Ives, 2015]) are constructed, imposed, and
exploited in ELT. The teachers in this situation can be seen as the embodiment of the
most valued language. At the same time, it is necessary to investigate how less than
“ideal” teachers, that is NNESs and people of color, fare in the commercial ELT industry.
Comparing their positions with the positions of White NESTs can further identify the
nuances of the legitimacy of English speakers in ELT. By saying that NNESTs are less
than ideal, I mean that, in the eyes of some stakeholders, they do not have sufficient
desirable capital and appropriate habitus. They might not be from a dominant Englishspeaking country and not know its culture and customs. Or, they might not be of the
phenotype, gender, and age that employers prefer.
To investigate these issues of (un)desirability, the concept of habitus is helpful.
To recap, by habitus I mean early acquired, durable dispositions, attitudes, and
inclinations to do certain things (Jenkins, 2002). Habitus has also been described as
embodied characteristics such as accent, way of walking, and speaking (Thompson,
1991), which are socially acquired. Less than ideal individuals are seen as not possessing
legitimate competencies such as knowledge of certain expected ways of behavior in
particular social communities (Bourdieu, 1986). Likewise, as stated above, less desirable
teachers are not employers’ and students’ first choice as English language models.
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A Bourdieusian Framework
In the sections below, I review the Bourdieusian concepts used in the current
study. Numerous scholars have stated that the key Bourdieusian concepts are capital,
habitus, (social) field (or market), practice, and rules of the game (Jenkins, 2002; Swartz,
1997; Wacquant, 2008. I introduce the concepts of capital, habitus, and field as I utilized
them in my analyses.

Capital
Capital is a variety of resources that social actors have access to and can utilize in
ways that are beneficial to them when they interact with others, in a field (social space) in
which they are positioned as in an invisible coordinate system, depending on the amount
and type of capital they possess (Bourdieu, 1984, 1985, 1986; Wacquant, 2008). Types of
capital include economic, cultural, social, and symbolic capital (1984). Economic capital
is financial means and material resources that have a monetary value. Materials goods
that easily and directly exchangeable for money are economic capital (Bourdieu, 1986). It
includes material wealth such as “stocks and shares, property” (Thompson, 1991, p. 14).
Property includes real estate and vehicles. Stocks and real estate can be easily converted
into money. Money itself is also economic capital. Cultural capital, on the other hand,
encompasses a variety of resources, from spoken eloquence to cultural knowledge, and
Bourdieu indicated that as such cultural capital can be immensely powerful (Swartz,
1997, p. 75). Thompson (1991) defined cultural capital as “knowledge, skills” and
“educational or technical qualifications” (p. 14). Cultural capital is also exchangeable,
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under certain circumstances, for money. For example, earning a professional degree can
lead to a high salary. Bourdieu classified cultural capital as: (a) embodied (acquired
personal attributes such as beliefs), (b) objectified (for example, paintings, books,
instruments), and (c) institutionalized capital, such as educational qualifications (1986, p.
17). Objectified cultural capital, such as paintings or musical instruments, cannot be
simply categorized as material goods because to be able to use or appreciate this
objectified cultural capital, one needs to be sufficiently knowledgeable about such objects
(Swartz, 1997). In other words, one needs to have “mastery of the specialized symbolic
code” (Wacquant, 2008, p. 270). For example, people cannot enjoy a musical instrument
fully as cultural capital unless they know how to play it. In the current study, I use the
concept of economic capital to refer to the participants’ ability to afford university and
graduate school education, and to their salaries. As their cultural capital, I refer, for
example, to the institutionalized cultural capital that takes a form of university diplomas
and other certificates.
A special type of cultural capital is linguistic capital. It is linguistic competence or
the ability to use appropriate forms of language. Linguistic capital was described by
English and Bolton (2016) as the language that is acquired in one’s home and reinforced
in school. Appropriate forms do not mean merely speaking a language fluently as one’s
L1 and using grammatically correct language but appropriate in socially, arbitrarily
defined ways, specific to each particular context, that are economically or socially
profitable (Bourdieu & Passeron, 2000). A good example is academic writing language
that can be challenging to master even for native speakers of that specific language. It is
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even more challenging for a student from a lower social class to acquire such academic
discourse. Accent and pronunciation are also part of people’s linguistic expressions that
others judge them by. Although Bourdieu did not extensively research accents, his view
of linguistic capital includes pronunciation and accent as both are the most easily
noticeable features of people’s speech. In the current study, linguistic capital is the
participants’ L1 and L2. In particular, English as a first language is of high value, as
compared to English as a second language. The concept further refers to different dialects
of English used by NESs and to different types of discourse.
Issues of appropriate discourses have been discussed in different ways by other
scholars as well (e.g., Gee, 1990). For instance, the widely accepted language varieties
that society holds in high esteem are perceived as linguistic capital (Menard-Warwick,
2009). Menard-Warwick considered linguistic capital to be an asset because of which
speakers can gain access to resources in their community. She argued, similarly to
Bourdieu, that linguistic capital “resides in the standardized forms of speech used by
dominant social groups,” which is how reproduced power relations in the ways native and
nonnative speaker interactions take place (p. 32). In this study, linguistic capital is useful
because it allows me to identify the kinds of English—accents, regional native, and
nonnative varieties—that seem to be of most value in the eikaiwa industry.
The idea that the value of a language variety changes when the language “move[s]
with [its] users across borders” (De Costa, 2010, p. 771) resonated with me because I
noticed that participants’ languages had different values and prestige depending on where
they were. That is one more reason that the concepts of symbolic and linguistic capital
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are essential in the present study. I refer to not only a specific language that one needs to
speak in order to teach it, but also to a specific variety of English such as different types
of American or British English, standard or nonstandard.
Another type of cultural capital is institutionalized cultural capital, such as
credentials and degrees. This capital is sometimes unhelpful in the case of a NNEST
because it might not the perfect currency in a given context. In other words, these
credentials and degrees are not perceived and assessed separately from their holders
(Bourdieu, 1986, p. 29). In the case of NESTs, it can be helpful to earn a degree and
improve their chances of finding a more prestigious job. For example, in Patterson’s
(2019) case study, a freelancer NEST hoped to start teaching in Japanese universities
after earning a master’s degree from an English-speaking country. This higher education
degree would give her an increased level of legitimacy and authenticity as an English
teacher, but her NES status can make the whole process smooth.
It takes time for cultural capital to accumulate in either embodied form. Embodied
cultural capital, which is external wealth integrated into a person and their habitus, cannot
be given to somebody in the way that money can be given, and it cannot be instantly
bought as things can be (Bourdieu, 1986). Instead, according to Bourdieu, individuals
must put in effort, study, or cultivate themselves, all of which takes time, in order to
increase their embodied cultural capital. An example would be an individual’s skill to
play the piano. Years of training and effort result in the ability to play. Bourdieu also
asserted that embodied cultural capital could be acquired unconsciously. As it is not a
material good but skills and demeanor, embodied cultural capital is transmitted more
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obscurely than economic capital. Embodied cultural capital can easily perform as
symbolic capital, as in the case of an L1 acquired in the parental home. Embodied
cultural capital is often not recognized as capital but “as legitimate competence, as
authority exerting an effect of (mis)recognition” (p. 18). If a particular kind of embodied
cultural capital, such as a skill or knowledge, is scarce, it is of increased value to its
bearers. It will probably bring them economic or symbolic profits (Bourdieu, 1986). A
large amount of this sort of embodied cultural capital transfers in the family, at an early
age (“by osmosis,” i.e., implicitly), but it can also be earned through deliberate teaching
and learning (Wacquant, 2008, p. 270). This is an important distinction, I believe,
between what has been acquired implicitly and what has been learned deliberately,
because, in the case of language, this difference might be not only the greatest but the
only distinction between L1 and L2 users. However, L1 users of a language are
frequently perceived as more legitimate than L2 users of the same language.
Finally, Bourdieu devised a concept of social capital. It refers to beneficial
connections that an individual has with other people. It can also be converted into
economic capital (Bourdieu, 1986), for example, when belonging to certain social
networks help people find work. In addition, social capital can also be seen as accrued
prestige (Thompson, 1991, p. 14). One example of effective use of social capital would
be relying on “the ‘old boy network’” (Bourdieu, 1986, p. 19) to expand opportunities for
employment. A similar example would be relying on connections developed in college or
belonging to exclusive clubs, for example, expatriates’ clubs overseas where only English
speakers gather and casually exchange job information.
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Bourdieu (1986) also discussed symbolic capital, which can be recognized or
misrecognized, depending on how others perceive it. Symbolic capital is a form of the
other three types of capital that manifest as symbolic capital in certain situations when
accumulated other types of capital gain a symbolic value (Bourdieu & Wacquant, 1992).
Recognition of capital as symbolic takes place in every linguistic exchange, resulting in
one person or the other being socially dominated over in every interaction (Bourdieu,
1991). Finally, Bourdieu provided another definition of symbolic capital—“a reputation
for competence and an image of respectability and honourability” (1984, p. 291), and that
is how the term is used in the current study.
The concept of capital has allowed researchers to uncover various tendencies in
and aspects of social life. Cultural capital, for example, has helped scholars (e.g., Burke,
2016; Wallace, 2016) in different countries point out that in many cases, education has
not effectively rectified social inequality but instead has allowed its reproduction.
Bourdieu (1986) had pointed out this problem himself. Johnson (1993) argued that
educational stakeholders in educational institutions perceive as natural talent or natural
superiority, something that certain students acquired informally in their homes. In this
way, schools legitimize such traits or knowledge as accomplishments and reproduce
inequalities. This further means that “social hierarchies [are transmitted] into academic
hierarchies [and then into] hierarchies of ‘merit’” (Johnson, 1993, p. 23).
In research practice, cultural capital is challenging to define, but it can be used to
understand what social class the participants feel they belong to (Burke, 2016).
Participants can discuss where they feel comfortable, for example, with the middle-class
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or working-class communities and events, which can help evaluate what their cultural
capital is. Burke (2016) measured cultural capital through his research participants’
perceptions of whether they felt they belonged or saw a socioeconomic group as a
community they did not belong to. Recording and noting how his research participants
displayed being comfortable and at ease with different social classes helped Burke
identify the levels of cultural capital the participants possessed.
Unlike how it has been defined and measured in many studies, cultural capital
does not necessarily need to be defined as relating to high culture. Instead, it can be
viewed as allowing “culture to be used as a resource that provides access to scarce
rewards,” and be subject to transfer through generations, from parents to children (Lareau
& Weininger, 2003, p. 587). Cultural capital can be operationalized broadly to include
formal knowledge, skills, goods, and credentials, and can be investigated through
research into participants’ daily interactions and negotiations with actors in different
contexts, such as a workplace, hospital, or school that are a part of larger fields (Lareau &
Weininger, 2003).
Through a simplified and stereotyped application of the concept of cultural capital,
for example, focusing only on things such as museum visiting practices, the concept loses
its explanatory potential (Warin, 2016). In a 13-year long ethnographic study, Warin
researched the development of identity capital in a group of young students in northern
England. She chose a Bourdieusian framework because it is relational and social and thus
more appropriate as a research approach than theories that are more concerned with
internal psychological conditions. She advised researchers to collect various data on
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issues such as parental involvement in children’s education, extracurricular activities, and
investment in tutoring, when researching youth schooling. Warin collected detailed data
on the participants, including their parents’ occupation, living conditions such as house
ownership, number of family members, possessions such as cars and computers, and
family connections in the local community through a church. Through this information,
she was able to understand how different types of capital were interdependent and
compounded one another. That means that she found clear connections between, for
example, the parents’ social standing, social networks, engagement with their children’s
education, their expectations regarding their children’s school success, and the outcomes
of the students’ education.
In this section, I introduced Bourdieu’s original research and his definitions of
capital. In addition, I provided a brief review of two recent Bourdieusian studies by
Burke (2016) and Warin (2016) to show how the concept has been utilized in empirical
studies. How different researchers have defined and analyzed capital in recent studies
indicate that the concept can be applied flexibly in empirical research. Like Burke, I tried
to be thorough and find a variety of ways of collecting data that helped me determine and
describe what sort of capital the participants had. Like Warin, I interviewed the core and
noncore participants and included data from school managers and job postings.

Habitus
To explain the concept of habitus in more detail, in this section I review
Bourdieu’s work and empirical research from recent years. I also explain why I decided
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to incorporate habitus in this research. For Bourdieu (1984), habitus was “a transposable
disposition [that] carries out a systematic, universal application—beyond the limits of
what has been directly learned—of the necessity inherent in the learning conditions” (p.
170). Habitus “generates meaningful practices and meaning-giving perceptions” (p. 170)
that function mostly unconsciously and are not controlled by our will (p. 466). Bourdieu
(1998) referred to habitus as practices that make a distinction between individuals, and he
gave an example of what and how a person eats and what sport the person plays, which
can clearly show distinct ways in which different social classes engage in the activities
mentioned above (p. 8). He added that habitus serves as a way to classify people, and
based on that, people are divided and acquire different tastes. Bourdieu (1998) compared
habitus to a “‘feel’ for the game,” as in sports, describing it as a feeling of knowing what
one should do and how one should behave in different social situations (p. 25). He did not
describe it only as one’s knowledge acquired through socialization but also as having
access to others, like family and friends, and their knowledge and connections. Bourdieu
described cultural and social capital as greatly influencing an individual’s habitus as well
as educational and social success, such as in the example of choosing a university to
enroll in.
Bourdieu (2005) revisited the concept of habitus as “a system of dispositions, that
is of permanent manners of being, seeing, acting and thinking, or a system of long-lasting
(rather than permanent) schemes or schemata or structures of perceptions, conceptions
and actions” (p. 43, emphasis in the original). He characterized habitus as generative and
dynamic. He also argued that a person’s habitus is systematic because all the aspects of
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one’s behavior are related, similarly to how their handwriting is recognizable, whether
they use a pencil or a brush because of the peculiar style, regardless of the medium of
expression. He repeatedly used the word style when he discussed habitus at that time. In
the same article, Bourdieu clarified again that habitus was not a destiny (not
deterministic) but that the change it can go through is limited. He compared it with the
accent, writing that “a linguistic habitus” is a result of “primary education” and cannot be
usually changed even if an individual tries (p. 45). He further stressed that habitus should
not be thought of in isolation but together with field and capital.
This interconnectedness of concepts is felt in Bourdieu’s words that refer to
habitus as “a system of lasting, transposable dispositions.” These dispositions integrate a
person’s past experiences but also affect their “perceptions, appreciations, and actions”
(Bourdieu, 2000, pp. 86–87). In other words, people gain experience and act in social
fields through the capital they possess. Finally, habitus has also been succinctly defined
as “a way of being,” an unconsciously “assimilated past” in one’s life journey (Costa &
Murphy, 2015, p. 7).
Researchers who used the concept of habitus in their studies have shared practical
ideas regarding its operationalization for research purposes. Reay (1995) used the
concepts of habitus and cultural capital in her research on peer interactions in elementary
school classrooms. She proposed that habitus is one way to look at collected data to see
how gender, race, and class work in a certain context. She identified four key aspects of
habitus that were most applicable in her research context:
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(a) habitus as embodiment: the way the social world is internalized, not only in one’s
thinking but also in behavior and mannerisms,
(b) habitus as agency: not seeing habitus as fixed and unchangeable, not as a determinant
of the outcome, although the choices an agent has are limited,
(c) habitus as a compilation of collective (i.e., concerning one’s family and class) and
individual trajectories (considering individual differences),
(d) habitus as the interplay between past and present: individual histories are internalized
in habitus and thus important to understand.
This approach is helpful in research that focuses on participants of different genders,
races, nationalities, and from various linguistic backgrounds.
However, Reay warned about the danger of seeing habitus in anything that data
indicate. She argued that Bourdieu wanted his theoretical concepts to be used and adapted
in future research. She also advised researchers to be careful when applying and
operationalizing this concept. There is a risk of seeing habitus as deterministic.
Furthermore, problems can occur with the circularity of the concept and its dualistic
nature (collective and individual). Researchers also need to think about it as a method to
explore relationships, for example, not an idea (p. 358).
Although some scholars have argued against using Bourdieusian concepts in
empirical research too frequently (Reay, 2004), or have suggested that habitus is
unclearly defined and unsuitable for researchers’ use (for example, Sullivan, 2002), a
great deal of empirical research that draws on habitus has been carried out in recent years
(e.g., Chou, Lee, & Ho, 2012; Costa, 2015; Friedman, 2016; Wacquant, 2014). Various
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scholars have argued for and included a variety of characteristics or variables in their
research on habitus. Reay (2004) encouraged researchers to make the concept of habitus
work in specific settings and for particular data sets. Even though Bourdieu might not
have engaged deeply with the issue of race in his empirical work, his theoretical concepts
can serve as instruments to research race (see, for example, Wallace’s work, 2016). For
example, Bonilla-Silva, Goar, and Embrick (2006) and Perry (2012) worked with the
concept of White/racial habitus. Ingram’s (2018) and Ingram and Abrahams’ (2016)
studies further expanded on the concept of habitus and categorized it empirically into
four subtypes: abandoned, destabilized, reconfirmed, and reconciled. As this
categorization pertains to the data in the current study, I revisit these concepts in the
discussion section.
Below, in order to illustrate how habitus has been used in empirical studies, I
review a few recent studies. They have a thematic or methodological relevance to my
research. Some studies focused on migrants and others focused on discussions of race,
accent, or nationality as important factors. My interest in these studies was mainly in the
operationalization of habitus or methods of data collection, not in the findings.
An example of the utilization of the concept of habitus is Mu’s (2016) study. He
focused on the concept of Chineseness and learning of Chinese as a heritage language
and drew on several of his earlier qualitative and quantitative studies from 2014 to 2015.
In his earlier studies, he had collected data from sources that include interviews and
questionnaires. In one study, he constructed, validated, and employed quantitative
instruments such as a nine-item instrument. The instrument captures different aspects of,
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the author explained, Confucian dispositions, and working with it enabled Mu to measure
what was termed in the study as the habitus of Chineseness in Chinese participants living
overseas (Mu, 2016, p. 22). A critical reader might argue that this view of Chineseness is
essentialist. However, Mu’s study serves a methodological example of the versatility and
flexibility of the concept of habitus to be utilized even in quantitative research and to
research a complex identity and heritage language use. Mu found the poststructuralist
approach to the multiplicity and fluidity of identity limiting as it did not allow to capture
well durable aspects of habitus (Mu, 2016, p. 19).
Another example is Bodovski’s (2015) study in which the researcher investigated
parents and adolescents’ habitus and the effects it has on learners’ educational outcomes.
She asserted that habitus had a collective aspect based on specific groups’ practices but
that it also included individual “attitudes, expectations, and dispositions” (p. 42). She
understood the embodied nature of individual habitus as internalized collective cultural
practices. Her goal was to see how the academic achievement of adolescents reflected the
parents’ habitus. However, because habitus cannot be measured (this was a quantitative
study) directly, researchers need to find particular dimensions through which to measure
habitus as a latent variable. To operationalize habitus in her research context, Bodovski
collected data through questionnaires administered to adolescent participants and their
parents. In a longitudinal study, from 1999 to 2007, Bodovski found that early
socialization greatly affected the way youth saw themselves. Parents’ expectations also
greatly influenced their children’s educational outcomes. In addition, the measures of
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adolescents’ habitus were positively correlated with the socioeconomic status of families
and indicated that they were causally related to the students’ class status (p. 49).
Nationally and culturally bounded habitus and cultural capital, which affects the
habitus, were investigated in a comparative study of Polish and South African migrants in
the United Kingdom (Thatcher & Halvorsrud, 2016). Thatcher and Halvorsrud
interpreted habitus as dispositions learned while growing up, or as “practices and cultural
competence that give actors a sense of the position they occupy in social space” (p. 88).
The researchers conducted individual in-depth interviews with the participants. The
respondents often referred to the issues of race and Whiteness, foreign accent, and
nationality as either reasons for inclusion or preferential treatment in the case of
Whiteness and South African nationality, or exclusion in the case of accent and Polish
nationality. The migrants not only became racialized (Poles, as other Eastern Europeans,
considered as not White enough in the United Kingdom) but also classed. It was also
found that a lack of economic capital obstructed the participants’ children’s acquisition of
educational/cultural capital. Despite migration, the participants’ national habitus, at the
time of the study, appeared to be relatively intact.
As another example, I introduce Reavis’ (2017) longitudinal multi-site critical
case study. The researcher investigated how families and educational institutions
influenced her participants’ motivation for higher education and their choice of
institutions to attend. Her data analyses regarding the participants’ habitus focused on the
students’ aspirations and plans. She coded the interview data in two stages. In the first
stage, she used low-level codes that were taken from the participants’ own words. In the
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second stage, following Bourdieusian concepts, she developed high-level codes. They
were based on the low-level codes and themes developed from grouped low-level codes.
Finally, one of the most notable recent examples of the application of habitus in
empirical research comes from Ingram (2018). First, she correctly pointed out that
Bourdieu had not argued that habitus was a permanent state that the environment did not
affect, although he was frequently accused of being determinist. Ingram further argued
that habitus, as a concept, had a sufficient explanatory power of agency in its current
form. In her study on a group of White working-class boys and their educational
outcomes, she applied the concept of habitus by focusing on its multiple dimensions to
paint a complex picture of how habitus manifests when it meets different contexts.
Ingram and Abrahams (2013, 2016) first proposed and devised the following four-way
typology of habitus interruptions: abandoned, re-confirmed, reconciled, or destabilized
habitus. They are based on the way habitus reacts to its “originary” (to which an
individual is “attuned”) and new, secondary fields (Ingram, 2018, p. 65). Ingram
empirically applied the four types successfully and portrayed her research participants’
attempts to reconcile or reconfirm their identities as they were at the same a part of their
working-class communities and the local schools that operated based on different sets of
values.
Following earlier studies, in the present study, I use the term habitus when
referring to the participants’ acquired dispositions that affect how each individual
“orients to the social world” (Edgerton & Roberts, 2014, p. 195). I specifically analyzed
the participants’ data where they mentioned their upbringing, their national, racial, and
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L1 identity, their perceptions of their position in their professional field, and their beliefs
about and attitudes toward ELT and their suitability for it. In addition, I analyzed the
participants’ expectations and their plans for action in the future.

Field
The concept of field was of great importance in Bourdieu’s theoretical framework
(Swartz, 1997). English and Bolton (2016) regarded the notion of social space or field as
a key concept in Bourdieu’s work and defined it as “networks […] that impose values
and rules in specific social spaces” in which social agents (people) compete (p. 104).
English and Bolton saw these networks and struggles evident in today’s education of
educational systems and hierarchically arranged schools. Field has also been described as
a market where positions in which agents are depend on the capital they possess
(Thompson, 1991). Thompson elaborated that actors always struggle to keep or improve
their position in a field through possession of relevant types of capital.
Bourdieu (1990) saw field was a social construct in which the game (people’s
activities) takes place (p. 67). He compared having the appropriate habitus, which
matches the field and entails knowledge of how to play the game to acquiring of the
mother tongue. He also compared the condition of not having such habitus, and thus
having to try to develop it, to learning a foreign language. This notion of field and
interplays of habitus and capital in the field are particularly relevant for the current study
because the study deals with the participants’ positions in the commercial ELT sector and
the host country, determined by their habitus and the capital they possess.
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It is easy to see that field is dynamic because occupants struggle to keep their
positions or when they try to improve them. Johnson (1993) noted that there are diverse
available positions in the field that agents can try to take, but they can also make new
positions. However, actors do not always compete for material things only and their
efforts are not always carefully calculated (Johnson, 1993).
Bourdieu (1984) himself provided a formula in which some of his main concepts
are included: [(habitus) (capital)] + field = practice (p. 101). Maton (2008) “unpacked”
and simplified this formula of Bourdieu’s as follows: “practice results from relations
between one’s dispositions (habitus) and one’s position in a field (capital), within the
current state of play of that social arena (field)” (p. 50). This formula is relevant for the
present study because it allowed me to analyze the participants’ actions, such as applying
for and choosing not to apply for certain jobs, changing jobs, and being let go, in relation
to their status in the ELT market.
As already mentioned, field is not a physical space but consists of relations,
making a network in which relations are established between different positions
(Bourdieu, 1992). In the present study, I refer to the field in which the study participants
work as a network of positions in the eikaiwa industry and in the host society. In addition,
I understand that the participants’ positions are not fixed. Although people’s positions are
hierarchized, people still have certain agency and their positions change (Thomson,
2008). It is this interplay between capital, habitus, position-taking, and change in the field
that interested me and that I investigated.
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Several researchers focused on field in their research. Nowicka (2013, 2014,
2015), for example, investigated the migration of Polish people who trans-nationalized
the capital they had acquired in Poland after they arrived in Germany or the United
Kingdom. She argued that how earlier acquired capital would be realized depended on
the new fields because skills tend to be “geographically and historically specific”
(Nowicka, 2014, p. 171).
The focus of Nowicka’s (2013) study was migrant entrepreneurs and their
transnational social positioning. She asserted that the larger extent to which migrants are
“socially, culturally, and economically” rooted in multiple countries, the less appropriate
would be to refer to the national framework when analyzing their positions in social
contexts. However, she also noted that national borders continue to be an important factor
because people’s institutional capital needs to be recognized in the labor market that is
comprised of nation-states. In some cases, Nowicka (2014) found, university graduates
worked in low-wage jobs in their new countries. They might not consider themselves
skilled in the new country even when they are highly educated. Some of them devalued
their previously earned educational degrees from Poland to get quick access to jobs. They
hoped they would then prove themselves in the future as intelligent and hard-working in
what they believed to be a meritocratic system in the United Kingdom. They believed
that the U.K. system valued one’s present merits, not necessarily what was achieved (e.g.,
university degrees) in the past.
In the current study, I was interested in finding out what the participants saw as
the networks’ rules and how they understood these rules (English & Bolton, 2016). I also
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wanted to know if they believed or not that these rules were worth obeying. I was also
interested in understanding how the participants played the “game” in the field
(Bourdieu, 1990) of commercial ELT. The issue of capital transfer into a different field is
also relevant to my research because the participants I investigated had all moved from
their home countries to Japan. Like Nowicka’s participants, all the participants in my
study entered a field for which they were not trained. In Japan, they had jobs that they
would not have taken in their home countries.

Overview of Bourdieusian Concepts Used in the Current Study
I draw on the concepts of habitus and capital as situated and interacting in the
field of Japanese commercial ELT, to explain them not in isolation but as a whole,
complex network. I use habitus both as it has been defined by Bourdieu but also as
operationalized in empirical research by other scholars, particularly Reavis (2017),
Morrin (2016), Ingram (2018), and Thatcher and Halvorsrud (2016). Bourdieu’s concepts
are particularly useful for an investigation of the capital conversion by different agents,
namely NESTs and NNESTs. As the participants in my study vary in their L1, national,
racial, and educational backgrounds, these characteristics can be explained through the
concept of various kinds of capital they possessed in different amounts and shapes, as
well as through their habitus. The concept of habitus has been partnered with the concept
of capital (Burke, 2016; Edgerton & Roberts, 2014) as I worked with the data in order to
theorize the teachers’ ways of being, perceptions, and actions, for the purpose of pointing
out inequalities in the industry, including illegal practices.
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CHAPTER 3
MIGRANT TEACHERS WORKING OVERSEAS

The purpose of this chapter is to provide an overview of findings from a body of
literature on migrant English teachers who teach English outside of their home countries.
The first part of this chapter, however, is reserved for important theoretical concepts from
earlier research and that will be used in this study as well. These concepts and ideas are
foreignness in Japan, race and racism, speakerhood status, and perception of speakers of
English concerning their race and accent. The studies on migrant English teachers and the
above-stated issues are of importance because the focus of the present study is also on
migrant teachers (details are explained in Chapter 1).
Following the discussion of relevant theoretical concepts, I review several studies
that are most relevant to mine. I divided these studies into three categories: (a) NNESTs
working outside their home countries, in the Expanding and Outer Circle countries in
Europe and Asia, except in Japan, (b) migrant NESTs working in East Asia, except
Japan, and (c) migrant NESTs and NNESTs working in Japan. Finally, at the end of this
review, I introduce several studies about ELT job postings in Asia.

Important Concepts from the Empirical Studies
The following section includes explanations of the concepts of foreignness in
Japan, race, racism, NES, NNES, and the influence of accent and race on how English
language speakers are ascribed (N)NES identities and different personality traits.
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Who Is a Foreigner in Japan and Why It Matters
I use the word foreigner in two ways. Originally, I planned to use this term to
simply refer to anyone who did not have Japanese citizenship, either residents of Japan or
only temporary visitors. However, in some cases in this study, the word foreigner refers
only to people’s appearance (phenotype), that is, one’s skin pigmentation, hair color and
texture, eye shape and color. In this case, “foreigner” refers to someone who does not
look like what is stereotypically considered Japanese, regardless of their actual
citizenship, which could be Japanese. I use the word foreigner in this sense only and
specifically because that is how my research participants tended to perceive and label
people in this society (see Arudou, 2015, for an extensive elaboration on the issue of
visible foreignness). The word foreigner is, thus, sometimes used to refer to a White
person/Caucasian, Westerner, or, in Japanese, gaijin—all three usually meaning the same
in common discourse in Japan—or a “Black” foreigner, again mainly because that is how
the research participants talked about phenotypically non-Asian people.
In addition to simply meaning a foreigner, the Japanese word gaijin can also
convey the meaning of an outsider, and this has been elaborated on in previous research
(e.g., Appleby, 2014, pp. 12–13; Arudou, 2015, p. 216; Kamada, 2010, p. 32). Gaijin is a
short, colloquial form of the more formal word gaikokujin, the latter literally meaning a
foreign national or a person from a foreign country, looking from a Japanese national’s
perspective. Gaijin is considered to be more pejorative than gaikokujin because the two
Chinese characters used to form the word gaijin mean outside and person. Gaikokujin, on
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the other hand, consists of three Chinese characters, for outside, country, and person.
Therefore, gaijin might also convey the meaning of an outsider, and gaikokujin, (outside
+ country = a country outside Japan or a foreign country) is much less likely to have such
connotations. It simply refers to someone from another country.
When I interviewed them, the participants used all these expressions, except an
outsider, in English and Japanese, to mean a visibly foreign person, typically White or
Black. However, they sometimes also referred to Chinese British or Filipino people as
gaijin and foreigners. Appleby (2014) reported that her research participants also used the
terms gaijin, White, Western, and foreign when they talked about themselves and other
non-Japanese people in Japan. In the current study, most of the participants of Asian
descent, all of whom have been on occasion mistaken for Japanese by the local people,
also referred to themselves as nationally or culturally gaijin or foreign.
A foreigner status allows many young NESs to arrive and successfully find
teaching jobs in Japan. Along with their educational degrees and language skills, their
national and cultural backgrounds—i.e., being foreign—become resources for getting
ELT jobs. This “import of diversity” is not incidental because the government of Japan is
officially running The Japan Exchange and Teaching Programme that every year brings
in mainly young NESs to support English language education in formal schools in Japan
(McConnell, 2000). Foreign NESs are in high demand for various reasons. For some
ELLs simply being in contact with foreign English speakers is a fun, leisure activity
(Kubota, 2011a). However, these speakers’ Whiteness and their belonging to the Western
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cultures have been “constructed as superior, cool, exotic, or desirable” (Kubota, 2011a, p.
486), as opposed to the essentialist view of Japanese cultures.
Whether a teacher is perceived as a foreigner or not can be of great importance in
the labor market. Being legally foreign, which means not having Japanese nationality,
can render teachers employable for special positions and on contracts reserved for
foreigners. Their status, workload, and work content can be extremely different from
those of their Japanese counterparts (Hayes, 2013; Heimlich, 2013; Nagatomo, 2012). It
can also complicate one’s legal status in Japan and their ability to obtain work permits.
However, just looking foreign, in particular White, even if having a Japanese
nationality/ancestry, can be beneficial for ELT job seekers. That is because even NNESs,
although sometimes under the condition that they pretend to be NESs, have been shown a
preferential treatment in hiring for ELT work (Galloway, 2014). This issue is further
discussed below.

On Race and Racism
A limited number of features that people most commonly pay attention to when
they ascribe others to a certain race have been researched for decades. These features
typically include skin color, hair color and type, and shape and color of eyes (Garner,
2009). However, it is extremely difficult, if not impossible, to define race because
humans are genetically 99.9% alike (Smedley & Smedley, 2005) genetically or
biologically. Despite difficulties with defining what race is, most scholars from different
disciplines agree that racism does exist. Furthermore, to expose and fight it, or to simply
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describe racism, in their scholarly work all these scholars (e.g., Arudou, 2015; Kubota,
2015; Kubota & Lin, 2009; Lee & Simon-Maeda, 2006; Motha, 2006, 2014; Sue, 2010)
use terms such as Asian, Black, race, and White. Indeed, describing people without
mentioning their race when it is relevant to describe their positions in society or in their
workplaces would mean “color blindness,” which might “deny the differences which
exist between different” people “as a result of centuries of discrimination” (Quraishi &
Philburn, 2015, p. 27). Ignoring race would also mean ignoring the role it has had in
various outcomes that the participants of the current study have talked about.
Unfortunately, throughout history, people have ascribed cultural and social
differences and even different abilities and affinities to one another, simplistically and
incorrectly, based on the other’s phenotype. Examining how people categorize one
another and treat them differently based on the differences in their appearance, Memmi
(2000) referred to racism as heterophobia that assigns different values to different people
based on real or imaginary differences. It is to “the advantage of the one defining and
deploying them [accusateur], and to the detriment of the one subjected to that act of
definition [victim]” (p. 100, italics in original). Racism is a multifaceted social
phenomenon, with different levels and overlapping forms that involves attitudes, actions,
processes, and unequal power relations (Memmi, 2000).
To this today, there are considerable disparities in status, power, and wealth that
persist among different racial groups in many multiracial societies (Smedley & Smedley,
2005). Targets of discrimination can be physically visible minorities, different religious
groups, or new migrants, as in neo-racism or xenophobia expressed against, for example,
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new Eastern European migrants in Western Europe (Garner, 2009). Racism continues to
be a global phenomenon, which is why it cannot be ignored in the present study.
In TESOL specifically, racism that favors White people has been discussed by
several scholars (Kubota & Fujimoto, 2013; Kubota & Lin, 2009; Motha, 2006; Ruecker
& Ives, 2015). Oftentimes, being perceived as a NES or as a NNES is conflated with
one’s race (and, sometimes, with nationality). Frequently, White people are seen as NESs,
whereas people of color as perceived as NNESs (Kubota & Lin, 2009, p. 7). However, in
some cases being a non-Western White person (for example, being White Eastern
European) means being considered inauthentic as an English teacher or speaker (Pacek,
2005), and such teachers might be forced by employers to pass for a NES (Galloway,
2014).
Discussing racism and defining it is relevant for the current study because, in
some instances, racism is seen in some eikaiwa practices. Schools might exploit images
of White people and hire Westerners (men) to attract customers (Appleby, 2014; Bailey,
2006; Jenks, 2017; Kubota, 2011a). In the present study, I investigated racialization
processes to understand how race had influenced the employment prospects of White and
people of color, non-Western and Western participants.

Using the Terms Native English-Speaking (NES) and Nonnative English-Speaking
(NNES) Teacher
In order to acknowledge how the participants self-identified and to uncover how
others perceived them based on the participants’ accent and L1, I used the terms NESs,
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NNESs, NESTs, and NNESTs. I described how I operationalized the terms NES and
NNES in Chapter 1, but here I explain why I continued using these contested terms.
Although using such labels runs the risk of reifying the concepts and glossing over their
complex meanings, I used them because the terms are extensively used in the literature
and the participants used them to refer to themselves. In the study, I was concerned with
how the participants were treated. The aforementioned labels influenced how the
participants were treated and, thus, these terms are essential in this study.
The issue of speakerhood status that stems from one’s L1, among other
characteristics, might be as important as the issue of racism. To uncover racism,
researchers do not shy away from letting participants disclose their race. They do not shy
away from using the term race, either. Therefore, disclosing research participants’ selfidentified speakerhood status is as important as disclosing their race because languages
and accents are of extreme importance and can determine how people are treated in
particular in language education. Indeed, sociolinguistics has taught that “language is one
of the most prominent and salient” criteria that help people to distinguish their group
from another, and that “accent is at the forefront of this process” (Moyer, 2013, p. 9).
By making a choice to use the contested terms, I do not intend to essentialize—to
reduce the research participants’ status and experiences to their accent and L1—or to
condone discrimination based on one’s speakerhood status (i.e., their L1) and country of
origin. However, I strongly believe that I had to utilize the terms NES and NNES in order
to understand the situation in which the participants found themselves in the competitive
ELT market. I would not wish to be accused of promoting native-speakerism or
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essentialism any more than anti-racist researchers would want to be accused of being
racist simply because they “critically analyze race and racism or write about the topic”
(Kubota & Lin, 2006, p. 6, paraphrasing Bonilla-Silva, 2003).
Furthermore, I do not use the terms NES(T) and NNES(T) to imply that either
category is superior in any way but use these terms for practical reasons. As I explained
in Chapter 1, in this study these terms simply indicate that NES(T)s are people who
acquired English early in life (in their childhood or as L1) and that they have also
received a large proportion, if not all, of their education in English. In addition, in this
study, NESs are people who have citizenship from NABA and their employers
acknowledged them as NESs. In the present study, all of the non-NABA participants
referred to themselves as NNESs, and the NABA participants referred to themselves as
NESs throughout the research period. The secondary participants (recruiters, managers)
also referred to persons whose English was their L1 and who were educated mainly in
English as NESs, and to the rest as NNESs.
Although the terms NES and NNES have been hotly debated and contested by
some scholars as imprecise, irrelevant, or judgmental (Pacek, 2005), these terms are still
commonly used in SLA/TESOL research. Frequently, they are used without elaboration
or operationalization of what the terms mean. For example, Huang and Jun (2015),
Schaefer (2008), Weigle, Boldt, and Valsecchi (2003) used these terms in their research.
Another example is from studies in which the authors discussed what it means to be a
NNES and how NNESTs might feel and behave (e.g., Bernat, 2008; Horwitz, 1996;
Morita, 2004; Rajagopalan, 2005).
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Finally, these terms are also of great importance to governments that invite
foreign English language teachers to come from overseas and teach in local schools.
Some governments strictly stipulate the parameters regarding who is seen as a NES. For
example, the Education Bureau of the government of Hong Kong (2018), on its website,
defined NESs as people who acquired English as infants and develop it “through
adolescence and adulthood” in “a community where English is spoken as the first
language.” They are also believed to use English fluently, spontaneously, creatively and
to produce grammatically correct utterances. The South Korean government issues a
special type of visa (the ‘English teaching visa in South Korea, E-2 type) only to
nationals of Australia, Canada, Ireland, New Zealand, South Africa, the United Kingdom,
and the United States (Ahn, 2017).

Native Speaker Status, Accent, and Race
For some scholars, both accent and race are seen as important factors in
determining a native speaker. For example, Kubota and Lin (2009) problematized the
tendency to equate White people with being NESs and people of color as NNESs.
Holliday (2009) also stated that the exclusionary view of NESs relates to the image of
White Anglo-Saxon Westerners from English-speaking nations. It is also quite common
to read that the earlier the age of immersion or exposure to a second language, the more
target-like or nativelike will be the acquired accents (Huang & Jun, 2015). This idea
indicates that language learners’ goal should be to sound like native speakers of the
language they are learning, English, in this case.
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In this discussion on speakerhood, accents are critical. They quickly reveal who is
not a native speaker of a given language and it is symbolically valuable (Moyer, 2013).
Intriguing examples come from animated movies. Many more Disney® animation
characters with foreign accents were evil characters when compared to the number of evil
characters who spoke with a standard American English accent (Lippi-Green, 2012).
Furthermore, people have even lost their jobs or been discriminated against because they
spoke English with a foreign accent (Lippi-Green, 1994, 2012). Such examples include
Chinese people and White English L2 speakers from Poland and Ukraine.
Perceptions of foreign accents vary from language to language. In her study on
accent perception in the United States, Lindemann (2005) found that Chinese English
was rated as much more pleasant and overall likable (ranked eighth) than Russian
speakers’ English, which was rated the lowest (ranked 15th). In Lindemann’s study,
Eastern European accented English (Russian, Romanian, Ukrainian, Bulgarian, Czech,
and Bosnian) ranked the lowest. It was ranked together with the accents from the Middle
East and less familiar Asian countries (South Korea, North Korea, Indonesia, and
Thailand). Countries of NABA ranked the highest.
In Japan, even though employers frequently require job applicants for ELT
positions to be native speakers, they do not explicitly define the term. Rivers and Ross
(2013) critiqued this tendency. However, even Rivers used speech samples collected
from an American and a British NES as well as NNESs (Japanese, Thai, Korean, etc.) in
his earlier study (2011), without questioning the validity or preciseness of the terms. He
used the terms NES and NNES without operationalizing them. Rivers (2011) found that
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the participants in his sample preferred the NES (American and British) speech, even if
they were not always able to tell where the speakers were from. It might be that, even
without defining the terms NES and NNES, universities and researchers understand who
qualifies to be either a NES or a NNES, for their own specific purposes. Even when
employers do not define what they mean by NESs, my research participants perceived it
as an invitation only to people whose L1 is English and who come from NABA. Without
fail, they understood that they were excluded.
However, accents and L1s are not the phenomena to be problematized. Many
scholars have pointed out that Whiteness plays an important role in evaluating who is an
authentic speaker. Holliday (2009), for example, noted that to sound like NESs is not
enough, and that someone such as a Pakistani British NEST might not be perceived as
NES due to their skin color, regardless of their native, English L1 pronunciation.
However, being White might also not be enough to be seen as authentic or “native”
enough in some NNESs’ cases. For example, Galloway’s (2014) research participant, an
Eastern European NNES, was White but was also forced by her employer to conceal her
country of origin and lie that she was an American, whereas a NNEST from northern
Europe employed in the same school did not need to hide his nationality and L1. These
incidents unmistakably point to how having a nativelike accent and “matching” skin color
can affect one’s livelihood.
Again, I am fully aware of the controversies surrounding the binary categorization
that involves the use of terms NES(T) and NNES(T). However, despite the loaded nature
of the terms, I choose to use them to expose how the perception of speakerhood statuses
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affects the participants in this study. I follow Appleby (2014), who noted that even
though the term NES can be considered fictional, it still is “a powerful term that is used
to establish an ideal for English language speakers who hail from the Inner Circle
countries and travel abroad” to teach English (p. 13). Appleby used the term to describe
teachers who come from Australia, Canada, Ireland, the United Kingdom, the United
States, and New Zealand. In this study, this is an important starting point in
operationalizing the term NES, but the most important determinant is the participants’
self-identification.
In the following section, I review several studies on migrant English language
teachers. I have mainly focused on studies carried out in the past 10 years. One exception
is Duff and Uchida’s seminal study of an eikaiwa school from 1997.

Migrant Nonnative English-Speaking Teachers Teaching in the Expanding and
Outer Circles
Two studies from Europe and East Asia provide a rare glimpse into the lives of
migrant NNESTs in non-NABA regions. Petrić (2009) researched four female NNESTs
from Eastern Europe who taught English in Hungary. The women had ELT experience
prior to their arrival in Hungary and had earned teaching degrees in their home countries.
Two of the participants had lived several years in English-speaking countries when they
were very young, and their English proficiency made it possible for them to pass as
NESs. However, even these two participants did not consider themselves to be NESs.
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None of the women originally shared L1 and culture with their Hungarian ELLs,
although some of the women did learn Hungarian.
Petrić investigated how these teachers’ identities were constructed in the
classroom and what role the ELLs’ linguistic and cultural backgrounds had on the
participants’ teaching practices (p. 136). Petrić pointed out that for NNESTs who teach in
non-Inner Circle countries and outside their home countries, the dilemma about which
kind of identity to project in the classroom might be complex. As teachers of English,
they might be expected to introduce the cultures of English-speaking countries, but as
NNESTs and migrants, they have identities different from the local English language
teachers and NESTs. One participant, concerned about her professional image, tried to
“justify” herself as, despite being a Macedonian, also being someone who “grew up in
London” (p. 140, emphasis in original). Her employer instructed her to firmly answer to
any inquiries from her students with a reply that she was a NES.
A 15-year (1995-2010) long ethnographic case study of two experienced NNESTs
(L1 Mandarin) originally from China was conducted by Zhang and Zhang (2015). The
participants arrived in Singapore to pursue their education, which finally led to their ELT
positions in a Singaporean university. The NESTs, whose interactions with the Chinese
NNESTs were reported in the study, were all L1 Singaporean English speakers.
The participants’ professional identity, its development, and re-formation were
investigated. The NNEST participants attempted to bond with their Singaporean
colleagues and to be included in the local professional arena were. Zhang and Zhang saw
teacher identity as being changeable and complex, co-constructed in communication, as
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identity talk, with the local colleagues. The researchers were particularly interested in the
NNESTs’ experiences in the Outer Circle countries because, they argued, not much
research addressed this issue and not many studies researched teachers’ professional
identities negotiated through NESTs and NNESTs interaction (p. 121).
The findings indicated that the participants were Othered in their professional
work and social interactions with their Singaporean colleagues. They were challenged or
looked down upon by local colleagues and students when they tried to assert themselves
as legitimate, proficient English-speaking professionals and as migrants well-integrated
in the local English-speaking community. They continuously persisted in asserting
themselves in the face of such challenges. It seemed that Singaporean teachers considered
their own English to be standard. In contrast, the Chinese NNESTs believed that British
and American English were standard varieties to be used in professional practice. When
the two NNESTs tried to assert their ELT professionalism and proficient English speaker
status, they were sometimes met with the local Singaporean teachers’ native-speakerism.
Petrić (2009) and Zhang and Zhang (2015) studies provide a rare glimpse into the
spaces and ways in which migrant NNESTs work. Their research contributes to our
knowledge of language teacher identity and, to some extent, teaching practices. In both
studies, it was common that most of the NNES participants internalized the belief that
Inner Circle English varieties are the best to use in ELT and have difficulty asserting
themselves as both NNESs and legitimate language professionals.
It would be interesting to expand the data sources and include interviews or
survey data from the participants’ students, employers, or colleagues. In addition, the
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migration aspect could have been explored in more depth as well. It would be helpful to
understand the teachers’ statuses of residence, their career building in Hungary and
Singapore, and to see how they adapted to the host countries overall.

Migrant Native English-Speaking Teachers Working in East Asia
Three studies reviewed in this section focused on NESTs employed in Taiwan,
China, and South Korea. The geographical position of the settings close to Japan, the
studies’ focus on NESTs of Asian descent and White people, and their inclusion of
teachers working in non-academic ELT sectors make these studies relevant to mine.
Lan (2011) investigated labor migration from the global North to the global
South, mainly from NABA to Taiwan. She wanted to find out how high-skilled Western
migrants negotiate their immigrant status, being privileged as the Other and as
professionals in the host country. Fifteen NESs from the Inner Circle countries and two
NNES from Europe were recruited. Most were White men in their 30s and taught English
at some point in their lives in Taiwan. Many continued teaching when the study was
undertaken, in various institutions such as kindergartens and cram schools.
Lan argued that English-speaking Westerners “become ‘skilled’” when they move
to Asia because their L1 and cultural knowledge increase in value upon immigration (p.
1670). However, some migrants might become deskilled as their knowledge and
credentials could have less value in their new destinations. Lan found that ELT jobs in
kindergartens and schools were the bottom level jobs for Western expatriates in Taipei,
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whereas managers, people employed in engineering, sales, and marketing and higher
education were of much higher status.
Lan confirmed that race and national background were important in ELT work in
Taiwan. Work with young learners and in cram schools was highly racialized and White
people were preferred. North American accents were privileged and most English
teachers in Taiwan were from North America. European NNESs had more difficulty
finding ELT jobs. Furthermore, White men were popular among the local women as
targets of romantic interest, whereas White women were not popular among the local
men.
Lan’s research participants enjoyed “flexible cultural capital conversion” because
their L1 and culture could be turned into economic (monetary) and social (popularity,
friendships, access to numerous local residents) capital and “symbolic privilege” (p.
1690). What made this possible was the local, non-Western people’s emotional and
economic investment in maintaining relationships with Westerners to enhance their own
capital and become globally oriented.
Although Lan argued that ELT jobs gave her participants relatively high incomes
from their easily convertible cultural capital, they also became immobile. The longer they
stayed in Taiwan, the more difficult it was for them to return to their home countries and
find jobs there. Likewise, it was nearly impossible for most of them to change careers in
Taiwan as their sole work experience tended to be in ELT. They were culturally
ghettoized as White, NES Westerners, and perceived as permanent teachers unfit for
other professional positions.
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In another study, participants were male NESTs, who seemed to have a status of
so-called superheroes in China (Stanley, 2013). Seven single Westerners (Canadians,
British, and American), mainly White, aged 23-40, taught English in a university in
Shanghai. Stanley found that Western masculinity was allowed and even pressured to
manifest itself in the Far East (the superhero phenomenon). Unlike in their home
countries, the men experienced increased popularity and sexual appeal in China.
However, the outcomes of the men’s migration to China varied. The positive
changes were the participants’ increased self-assurance and social status. On the other
hand, some of the men detested being seen as a source of money, such as paying for
everything when on a date with the local women. These men felt that they were
interchangeable. In other words, they believed that any foreign man would be acceptable
to some of the women. The superhero phenomenon had mainly negatively affected the
participants. They felt pressured to display appropriate “‘authenticity’ that is attributed
rather than appropriated, and to commoditize themselves in the process,” which resulted
in a struggle and dualism of identity (p. 227).
Cho (2012) researched male Korean American NESTs who came to South Korea
to teach English. The men worked under a South Korean government-supported program
that allowed people of Korean ancestry to come to South Korea for work. Many Korean
Americans found employment in well-paid ELT positions through that program. Cho
researched how Korean Americans’ linguistic capital behaved in the transnational
markets, and how these global migrants were able to move from West to East due to their
English skills. The men worked in a private language institute where Korean students
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who wanted to enroll in American universities studied. The cost for each course they
taught was several times higher than in other such schools.
Most of the participants came to Korea on an impulse, not having anything better
to do or feeling bored in their hometowns in the United States. However, they stayed in
Korea for different reasons. Some enjoyed their new, higher status as males in a
patriarchal society and not being a racial minority anymore as they were in their home
country. They also enjoyed their NES status that brought them a good income. However,
getting older, many of the men felt displaced in a society they had not grown up in, and
where local Koreans perceived them negatively. If they had been successful in the United
States, the sentiment was, they would not have to come to Korea. Their race also
diminished their being perceived as authentic NESs and they were often paid less than
White NESTs.
Like Lan’s participants, Cho’s participants also found it difficult to go return to
their home country as it would have been difficult for them to find jobs after years of
absence and without transferable work experience. It was also difficult for them to give
up the relatively good status they became accustomed to in South Korea. However, they
also reported feeling “stuck” and anxious, being like a “butler” or even “English
prostitutes” as local service ELT workers (p. 233). They were also in somewhat
precarious employment as contracted workers, employed in a casual or contingent type of
labor under limited-term contracts, working part-time, or being dispatched. A sense of
stagnation was felt among them.
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These three studies provide a great deal of insight into the complexity of the lives
of different types of migrant NESTs in Asia. Stanley’s (2013) focus was on a formal,
academic context, but her study findings can be applied to other professional contexts in
which Western men work in East Asia. Lan’s (2011) and Cho’s (2012) focus was on
commercial ELT sectors, which is rather rare in TESOL research. However, the findings
from all three studies indicate that in spite of their arguably and conditionally elevated
status in the Far East, many NESTs cannot fully appreciate their newly found status due
to the feeling of being in a permanently fixed position of expendable ELT workers and
the perpetual Other.

Japanese Americans in ELT in Japan
To the best of my knowledge, TESOL research on NESTs of Asian descent, other
than people of Japanese ancestry, has not been done in Japan. A few studies have been
done on Japanese Americans in Japan (for example, Fujimoto, Kusaka, and Sakayori’s
2007 study on a group of people of Japanese ancestry). Among these studies, only a few
focused on ELT contexts.
Analyzing what the Japanese Americans had reported in their study, Kubota and
Fujimoto (2013) argued that the term “NES” was a proxy for Whiteness. One of the
difficult and clearly discriminatory issues brought up in the study was the lower pay that
a Japanese American teacher of English was offered compared to his White NES
counterpart. Furthermore, phenotype was reported as an important criterion for hiring
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English language teachers—White (Western) foreigners being preferred. Japanese
Americans were also sometimes Othered by expatriate Americans.
In a longitudinal qualitative study on seven Japanese American university
teachers, Kusaka (2014) found that race (phenotype) and Japanese ethnic background
were important issues in the participants’ lives in Japan. Many of their Japanese
colleagues and neighbors expected them to be proficient in the Japanese language and
familiar with the local culture. Naturally, some of the participants were unable to fulfill
such expectations. In addition, the participants had difficulty being seen as authentic
Americans, NESs, and TESOL professionals. At the same time, despite expectations to
be familiar with the local language and culture, they tended to be seen as “perennial
outsiders” in the local community (p. 98).
Although the focus of these two studies was not on the commercial sector, the
findings might be transferable to other teachers of Asian descent employed in Japan.
Given the importance of phenotype for professional recognition, people of non-Japanese
East Asian descent might be in a similar predicament as Japanese Americans. Further
research can address this issue by including a more varied population of (NESTs of)
Asian descent.

Native English-Speaking Teachers (NESTs) in the Eikaiwa World
Among a few studies on the eikaiwa industry, some discussed ideologies related
to English language learning in the private sector (Bailey, 2009; Kubota, 2011b; Lummis,
1976; Seargeant, 2009), whereas others focused on students in eikaiwa schools (Bailey,
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2007, 2009) or on marketing eikaiwa schools (Bailey, 2006). In this section, I review a
few studies that researched eikaiwa teachers.
Duff and Uchida (1997) conducted a six-month ethnographic study with four
English language teachers employed in a postsecondary ELT (probably eikaiwa)
institution. Two Japanese women and two American teachers, one male and one female,
were the focus of the study. Their job was teaching English and North American culture.
The researchers examined the complexities of the interconnectedness of language and
culture and teachers’ identities and pedagogy. They also investigated the differences
between teachers’ discussions of and actual practices in classroom implementations of
“cultural transmission” (p. 451).
Duff and Uchida found that the participants’ views of their identities were
intricately connected with their educational and professional backgrounds, past
experiences. Their identities had to be continuously negotiated because of changing
contexts such as teaching materials and students’ and colleagues’ reactions. The
researchers also found that despite the curriculum promising the teaching of culture, the
teachers did not see their role as necessarily teachers of cultural content.
MacNaughton (2008) conducted a longitudinal anthropological study of a small
local eikaiwa school, where he also taught. He reported that the participant teacher
identities were complex and included a variety of aspects which he categorized as talk
show host, marriage counselor, conversation coach, and psychologist (p. 316). Some of
the foreign teachers, he noted, resisted the school’s corporate ideology.
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Kubota (2011a) investigated a variety of aspects of learning English in eikaiwa
schools. She found that some learners studied in eikaiwa schools for the purposes of
gaining skills and career development. A Japanese woman in her study became an
English teacher, but her income was reduced to a third of what she made in her previous,
non-teaching job. Moreover, she was paid half the amount of what NESTs were paid in
the same school. A Japanese male teacher and school owner admitted to hiring White
(male) NESTs because he believed that that was what the students wanted. He compared
this type of English lesson to nighttime entertainment, where male hosts attract female
clientele. Another Japanese male teacher of eikaiwa style English commented that the
main goal of the eikaiwa industry is to make a profit, and not effective teaching of
English. The study’s findings indicate that learners in eikaiwa schools are attracted to
interaction and socializing with (foreign, White) English language teachers and that the
language, Western culture, foreignness, and Whiteness are “commodified and consumed”
in eikaiwa schools (Kubota, 2011a, p. 486).
Appleby’s (2013) interviewed 11 White, Australian male eikaiwa teachers. She
focused on previously unmarked identities of White male NESTs and heterosexual
normativity. Most of them had arrived in Japan attracted by what they believed to be a
better (paid) opportunity for career development than in Australia. In their eikaiwa jobs,
the men reported feeling encouraged or pressured to perform the role of outgoing,
cheerful, entertaining foreigners. They seemed to have been hired because of their
personality, NES status, and, in many cases, their appearance and foreignness.
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However, these men experienced difficulties in building “an acceptable masculine
professional identity” (p. 136). They were often sexualized in the context of eikaiwa
schools. The boundaries between the professional and private were unclear as some
schools encouraged teachers to meet their adult students outside school, if that meant
keeping customers satisfied.
The men felt uncomfortable with the commercial but not pedagogic focus of the
industry. There was also a sense of shame present in some of them because the sentiment
was that eikaiwa jobs were not a real profession. Furthermore, the men’s incomes were
relatively low compared to the pay in other types of ELT jobs. Those who stayed in the
eikaiwa sector felt disillusioned and humiliated. Others found different ELT jobs or left.
Appleby’s (2014) findings are similar to Stanley’s (2013). They both point to the
desirability of (White) Western men in Asia, men’s dissatisfaction with their status in the
long term, the privilege that White men might experience in hiring processes for ELT
jobs, and the complexities of professional identity development.
Foreign female teachers, who taught English in their homes or local communities,
were the focus of Nagatomo’s (2013) study. The findings showed that this type of
eikaiwa work was considered flexible and viewed positively by the women who
participated in the study. However, many of them also felt taken advantage of because
their students would become their friends and would impose on them. Furthermore,
financial instability was a concern of most of the participants, even though for some
women this eikaiwa teaching income was only extra pocket money. Issues of race,
ethnicity, nationality, and L1 status were not addressed in the study.
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Two of the participants in another Nagatomo’s study (2016) were female NES
eikaiwa teachers and school owners. Their schools were located in their own homes in
Japan. The women’s schools, understandably, needed to make a profit, but the women
also catered to their students’ needs and strived to provide professional service. This
finding is different from Seargeant’s (2009) argument that the commercial ELT sector
emphasizes profitability over pedagogy. It is also somewhat different from Appleby’s
(2013) findings in which the men expressed their dissatisfaction with the schools’ focus
on the commercial and not pedagogic aspects of the enterprise. However, Nagatomo’s
participants were owners of small eikaiwa schools and autonomous in making decisions
about what their priorities were.
The studies reviewed above offer important insights into a shadow, arguably
marginalized and peripheral, ELT sector. Unmarked White male NES identities brought
to our attention by Appleby (2013) also carry a great deal of information on how the
private ELT sector works. MacNaughton (2008) provided a first-hand account of
operations at one particular school, which had not been done in research before.
Nagatomo’s (2013, 2016) work offered detailed information about women working in the
industry. However, even though Duff and Uchida (1997) and Kubota (2011a) included
some Japanese participants in their studies, none of the reviewed studies included any
migrant teachers who are also people of color and foreign NNESs.
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Migrant NNESTs in the Japanese Eikaiwa
Only one article has been published to date on migrant NNES eikaiwa teachers in
Japan. Galloway (2014) undertook a yearlong study of a female, Eastern European,
multilingual eikaiwa teacher. Galloway found that the participant was forced by her
employer to pretend to be an American and to use a fake name. Nevertheless, she was
unable to have her employer sponsor her visa because the employer claimed that the
reason for not sponsoring her was due to the participant’s NNES status. Fluent in
Japanese, the participant had originally applied for an administrative position at that
language school, but being a White foreigner, she was hired as a teacher instead. Being
non-Japanese made it possible for her to find a teaching job when she was not even
looking for that kind of work. However, that also means that she was pigeonholed into a
stereotypical foreign English teacher role.
The fact that she had to hide her nationality and pretend to be a NEST clearly
showed “conditional favoritism” (Galloway, 2014, p. 12). The participant lived in fear of
being found out to be a fake NES. She contrasted her predicament with the situation in
which her Scandinavian and Filipino colleagues were. They did not have to assume
another identity in order to work for that school.
Galloway also found that the teachers who worked for this particular eikaiwa
school were required to acquire an American accent if they did not have it when they
started working there. The hierarchy of nationalities placed the United States at the top.
Teachers from New Zealand, Canada (a French L1 speaker), and Jamaica (who had
teaching credentials) were reprimanded for their non-American accents. Customer

71

satisfaction was of utmost importance: if clients’ requests, White teachers were assigned
to them. The participant from this study shared that the school was not interested in
teaching English but in making customers happy and earning money.
Although this teacher detested the ways in which her school portrayed the world
and English speakers in the lessons it provided, arguing for a more balanced, nuanced
way that would introduce the world (of NESs and NNESs) beyond the United States, she
also felt inferior as an English language user when compared to NESs. She resented that
she had to deceive her students and pretend that she was an American. Although unable
to disclose her NNES identity, the participant believed that if the students knew her true
identity, it would allow them to understand that different people can learn English well,
which might help to motivate them as well.
Galloway’s study is a great contribution to the knowledge of the eikaiwa industry,
but some issues still need to be addressed. The next step needs to be a study that would
expand on Galloway’s findings and include multiple sources of data. More migrant
NNESTs of different national and racial backgrounds should be recruited. Their
coworkers, supervisors, and employers could also be interviewed as well as learners.
Artifacts such as teaching and promotional materials could be analyzed in order to
provide a more encompassing picture of the sector and the position of NNESTs in it.

ELT Job Postings: What do Employers Want?
In the sections below, I review three studies on ELT job postings. They are
relevant for the current research because I also plan to collect a sample of data from job
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postings that recruit teachers for eikaiwa schools. All three studies reviewed below had a
focus, partly or exclusively, on Asia.
In some contexts, English language teachers’ L1 and nationality are important
factors that qualify or disqualify individuals from getting ELT jobs. In such cases,
employers do not even try, and sometimes they are not legally allowed to hire NNESTs,
regardless of teachers’ qualifications and experience. In some regions of the world, there
are instances where in the past NNESTs were allowed to teach English, but new
regulations or laws prohibit such practices. For example, in 2016, China announced a
new law that does not allow any foreign nationals who are NNESs to teach English in
China, even if they earned a degree in an English-speaking country (Ximeng, 2017). In
numerous blogs and newspaper articles, it has been reported that only nationals of six or
seven dominant English-speaking countries (some omit South Africa) would be given a
visa to teach English. For example, English First, a website that accepts applications for
ELT jobs in China, has the following warning on their website, posted above the
application form: “Due to China’s visa requirements, only citizens of the UK, Ireland, the
USA, Canada, Australia, New Zealand, South Africa, and China will be considered for
job openings” (English First, n. d.). Similarly, in South Korea, only nationals of
Australia, Canada, Ireland, New Zealand, South Africa, the United Kingdom, and the
United States can be legally employed as English language teachers (Jenks, 2017).
Research has also been done on hiring criteria. Selvi (2010) analyzed online job
postings placed on two websites renowned among overseas ELT job seekers: TESOL’s
Online Career Center and Dave’s ESL Café. The Online Career Center is a prominent
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website. It was hosted by TESOL, the most prominent organization for ELT professionals
that has thousands of members located all over the world (Selvi, 2010). Dave’s ESL Café
was founded and has been maintained by a private individual, Dave Sperling. The
website’s job postings section is the most popular ELT website among ELT job seekers
(Selvi, 2010).
Selvi (2010) collected 249 ELT job postings from the two websites. Over 60% of
job advertisements from the TESOL website stated that the applicant should be a NES or
have near-native proficiency in English. Some postings required applicants to have lived
a certain number of years or have received education in a dominant English-speaking
country. Others asked only for nationals of dominant English-speaking countries.
About 74% of the job advertisements from Dave’s ESL Café required native or
native-like English proficiency, some postings including the exact phrase native speaker
in the title. Some employers specified countries from which job applicants should come
from and which passports they should carry. For some advertised jobs there were no
requirements for work experience or qualifications if the applicant was a NES. Because
certain employers stated that due to strict immigration regulations they could hire or
sponsor only certain nationalities, Selvi argued that discrimination against NNESTs was
becoming institutionalized.
To investigate in what ways employers discriminate against ELT job seekers,
Mahboob and Golden (2013) analyzed 77 ELT job postings posted on the ESL Jobs
World website for jobs in East Asia and the Middle East. The authors found seven key
elements included in the requirements for English language teachers. The factors were
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categorized as biographical and professional. The biographical factors were age, gender,
nationality, L1 status, and race. Under the category professional, Mahboob and Golden
noted two factors: educational qualifications and teaching experience. Out of 77 postings,
as many as 61 mentioned the NES status as a job requirement. Nationality was an
important factor in 38 postings. Education and experience were mentioned in about 50
postings, and they mainly focused on bachelor’s degrees or some type of TESOL/TEFL
certification. More than half of the postings from East Asia did not require any teaching
experience, but most from the Middle East (89%) stated that teaching experience was
desirable or required. In terms of nationality, 49% of postings stated that applicants
should be from the United States, the United Kingdom, Canada, Australia, and less
frequently from New Zealand and Ireland. None of the postings from East Asia
mentioned South Africa.
Being a NES was the most common among the biographical variables as only ten
job postings did not specify the requirement for a job applicant to be a NES (p. 76). In
addition, being White race was mentioned in two postings. Mahboob and Golden
commented that only because a certain requirement was not spelled out in postings, it did
not mean that it would not become an important factor when employers actually decided
to hire or reject a candidate. The authors argued that their data indicated a strong
employer preference for NESs from the Inner Circle countries and that for many schools
the status of teachers as NESs was more important than their qualifications and teaching
experience, a worrisome finding for the TESOL profession.
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Ruecker and Ives (2015), who conducted the most recent study of ELT job
postings, collected postings from 59 websites from China, Japan, Korea, Taiwan, and
Thailand. They reported that the most typical requirements in postings included “a degree
[three- to four-year university education], native speaker status, and a passport from one
of the approved NES countries, with no requirement for previous teaching experience”
(p. 741). The requirement for job applicants to be NESs was found in 81% of the 59 sites.
Required teaching experience was mentioned in only 14% of websites.
For micro-analysis, Ruecker and Ives focused on two websites (TEFL Heaven and
Hess International Educational Organization) as they found them to be representative of
the 59 websites. Frequently used words in these websites emphasized the thrill of visiting
foreign lands, mainly located in Asia. Destinations were labeled as “exotic,” “ancient,” or
“modern,” whereas the ELT jobs available at these exotic locations were described as
“challenging” and “exciting” (Ruecker & Ives, 2015, p. 741). The job postings specified
in detail who qualified as a NES—White people from certain countries in the Inner
Circle. The authors critiqued the trend of inviting the youth from the West seeking
adventure to go to Asia. They argued that potential employers take advantage of the fact
that White NESs would allow the employers to make a profit from employing them,
which in turn would enable young Westerners to “pay off debts” and travel “through
exotic territories,” on a salary typically much higher than what local English language
teachers received (p. 751).
These studies brought to light substantial evidence of the discriminatory
tendencies in ELT hiring globally. The studies, however, did not address another
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important issue, which is what teacher recruiters (school owners and managers) report
when directly asked about their hiring practices. In addition, the most popular ones in
Japan (such as gaijinpot.com and ohayosensei.com) have not been examined.

How the Current Study Complements Literature on Migrant Teachers
In this chapter, I reviewed a series of studies on migrant English language
teachers. In this section, I explain how the present study complements the body of
literature on migrant teachers. The focus of my argument here is only on the gaps in the
literature and the need for the current study. The complete rationale and the study
significance are explained in Chapter 1.
As is evident from Chapter 3, only a few studies of a small number of minority
migrant teachers have been conducted in Japan. In addition, research on foreign teachers
in Japan has been done mainly on teachers in higher education (e.g., Kusaka, 2014;
Nagatomo, 2012; Whitsed & Wright, 2011). A few studies have been focused on gender
and racial issues, but without specifically discussing the intersection of such identity
markers with the NNES status and lower status of part-time, non-regular employment in
much detail (although these issues are briefly mentioned in Simon-Maeda, 2004 and Lee
and Simon-Maeda, 2006). In addition, the focus of rare research on teachers in the
commercial ELT context in Japan has been mostly on White, oftentimes male English
language teachers from dominant English-speaking countries (Appleby, 2013, 2014;
Bailey, 2006, 2007, 2009). When the participants were women, they were also mainly
NESs from NABA (Nagatomo, 2016).
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Although there have been claims that, arguably, a significant amount of research
in TESOL has been undertaken with a focus on marginalized groups of racial minorities
or NNESTs worldwide (Appleby, 2016), this is not the case in Japan. In-depth, empirical
scholarly research on racial and nonnative, non-Japanese English-speaking minorities is
largely missing in Japan. Braine (2010) agreed with Medgyes (2000) that NNESTs are
largely under-researched, emphasizing that “little is known about [their] socioeconomic
backgrounds, levels of education and training,” their association with the language they
teach, and how important they perceived their ELT careers (Braine, 2010, p. 46).
Likewise, Breckenridge and Erling (2011) called for research on complex, multilayered
identities of NESTs and the way they are affected by their idealization.
In short, no systematic empirical research has been done to investigate diverse
teachers’ working conditions, professional development, or teaching practices in the
private ELT sector. I drew on and expanded on the studies that I reviewed above.
Whereas in most of the reviewed studies data collection focused on rather limited sources
(for example, some studies relied on one-shot interviews), I utilized a variety of
sources—from interviews and emails with primary participants, eikaiwa school
managers, supervisors, and owners, and job postings. In addition, what makes this study
different from most others is that I have recruited a diverse group of participants from
several different continents—Africa, Asia, Australia, Europe, and the Americas—who
are also of different racial and linguistic backgrounds.
In the following chapter, I describe the methods utilized in the current study. The
study was designed to answer the following research questions: How does the
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participants’ habitus influence their behavior in the eikaiwa industry and the host society?
Furthermore, how does their habitus affect their perceptions of their work environments,
career development in the industry, and life in Japan? Finally, how does habitus, in turn,
transform in the new environment? What types of capital are readily convertible in the
field of the eikaiwa industry, and how do different types of capital affect individual
teachers’ career outcomes?

79

CHAPTER 4
METHODS AND PROCEDURES

In this chapter, I describe the research method I utilized and my approach to data
collection and analysis. I also introduce the participants, discuss how I dealt with ethical
issues, and describe the setting. I start with an introduction of different ideas about what
defines and constitutes a case study and describe what makes this study a case study.
After that, the participants and details about data collection and their analyses are briefly
described. Following that, I discuss ethical considerations and conclude the chapter with
a description of the setting.

Case Study
Case studies have been employed in various disciplines (Bartlett & Vavrus, 2017;
Casanave, 2015; Simons, 2009; Stake, 1998, 2006; Thomas, 2015) and have become an
established research approach in education (Bassey, 1999) and applied linguistics (Duff,
2008; Hood, 2009). Although scholars of different backgrounds define case studies in
different ways (Merriam, 2009; Simons, 2009), prominent case study scholars share
similar ideas about what constitutes a case study. Case studies are complex, in-depth
studies where each unit of analysis is a singular, individual entity (Duff, 2008; Merriam,
2009; Stake, 1995; Yin, 2014). Case studies concern complexities that researchers expect
to detect in order to address commonalities and uniqueness of cases (Stake, 1995). Such
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studies allow researchers to analyze a wide variety of data sources to research a certain
phenomenon (Casanave, 2015).
Case studies have plenty of potential in contributing to research in education
because they can develop educational theory and thus help improve educational policies
and pedagogy (Bassey, 1999). Bartlett and Vavrus (2017) have suggested that qualitative
case studies have both theoretical and analytical potential. Following these ideas, I
undertook a case study approach in order to help illuminate the state of ELT in Japan and
the conditions of migrant teachers from the periphery of TESOL practice.
Case study research is an appropriate approach for research questions that contain
the words how or why, when the events under investigation are contemporary, and when
the researcher cannot intervene, that is, has little or no control over the events (Yin,
2014). All these conditions apply to the current study. Bartlett and Vavrus (2017) also
suggested that explanatory case studies (answering the how and why) are the most
significant in social science research. Therefore, as the current study focus is on the why
and how of migrant teachers’ adaptation to the eikaiwa industry, a case study was an
appropriate approach for this research.
Although common in the past, more recently a priori attempts to delimit and find
bounded cases has been criticized because boundaries are not found [but] made by social
actors” (Bartlett & Vavrus, 2017, p. 34). There is a risk that researchers could arbitrarily
and unnaturally demarcate a case, isolating it from whatever could affect the case
(Bartlett & Vavrus, 2017). That would be a missed opportunity for research.
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Qualitative studies are studies of emergent nature and design, and thus, the
research process and case investigation should be flexible, open to unanticipated
discoveries, and iterative (Bartlett & Vavrus, 2017). In 2013, I partly instinctively and
partly due to the opportunistic nature of access to participants took a similar approach,
starting with a small number of participants from two small, non-chain eikaiwa schools.
However, I have expanded the pool of participants to include a more diverse sample of
teachers from a variety of schools. Realizing that I could gain a great deal of insight from
managers and school owners as well, I included them in the study as informants in 2015
and 2018.
Bartlett and Vavrus further challenged the meaning of Yin’s “real-world context,”
restating that phenomena and contexts are not clearly bounded. They advised expanding
the concept of context in terms of location and relations, clearly showing their displeasure
and discomfort with the “limited, limiting” traditional, orthodox case study design that
does not correspond well with present-day social science (p. 115). They further proposed
that contexts are (Bourdieusian) social fields rather than physical space. Following that, I
understand that context in the current study does not refer to eikaiwa schools as places
where the participants work. Instead, the whole eikaiwa industry is a social field in which
the participants are positioned (Bourdieu, 1998).
Therefore, I did not limit the recruitment of participants to those working for one
eikaiwa school or one particular eikaiwa chain. In case studies, many scholars define
boundness of cases to a particular institution, which is what Bartlett and Vavrus have
critiqued, and I agree with their argument. In the current study, thus, context is the fluid
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field of a variety of commercial English schools, and the participants have worked not
only in different types of schools and in different areas but also at different times.
Researchers have discussed the desirability of including more than one unit of
analysis. Stake (2006) and Bartlett and Vavrus (2017) appear to be in favor of including
multiple cases. The latter authors advocated incorporating constant comparison of events
that take place at different locations and at different times. This comparison method is
useful in my study as well, and I considered how to compare cases across space and time
based on the participants’ country of origin, race, or type of school they work in, for
example.
Case study scholars have often discussed the importance and process of different
kinds of triangulation. Duff (2008) has elaborated on the use of interviews with multiple
individuals and of other sources in case studies and described the process of triangulation
as using different types of data sources in the analysis. She saw the main purpose of
triangulation as investigating research questions from different aspects, which can help
gain “more complex and ideally more valid insights” (p. 144). She noted that different
inputs or results will not always converge; however, such findings would also be
important. I believe that such inputs were not only well worthy but necessary for the
study I conducted because of a variety of individuals and data included in it.
The purpose of triangulation for Stake (1995) is to ensure that our interpretations
are as accurate as possible. He quoted Denzin’s 1989 work and created a list of guidelines
to ensure triangulation. They include having multiple observers, multiple perspectives
(from data), and multiple research methods. In the current study, I relied on within-case
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triangulation, across-case triangulation, input from several different types of actors,
including employers, and data collected through different collection methods—
interviews, emails, SNS, and online job postings.
Thomas (2015) argued that another type of triangulation relies on conducting a
case study longitudinally, which I did. I interviewed the core participants over an
extended period of time. In some cases, the same participant is interviewed over a period
of five or six years.
Participants in the present study were chosen in order to reveal the phenomenon
under investigation better and to gather enough detail about it (as per Stake, 2006). The
current study can thus be categorized as an instrumental case study (Stake, 1995, 2006)
because a phenomenon—capital conversion and habitus manifestation in the field of
eikaiwa industry—is its main focus. However, in many studies, the current one included,
researchers are not completely able to decide whether a study is clearly intrinsic or
instrumental (Stake, 1995). Indeed, Stake (2003) suggested that some studies cannot be
categorized as either intrinsic or instrumental. Likewise, my interest also lies in the
participants’ conditions, feelings, and experiences, although my equally important goal
was to understand a phenomenon. A description of case selection follows below.

Setting
Contexts are crucial in case studies (Duff, 2008) and should be looked at not only
as a location (Bartlett & Vavrus, 2017) but rather the overall conditions that surround the
research project and its participants. In Chapter 1, I introduced the eikaiwa industry, but,
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in the following paragraphs, I add more detail. Much of this information comes from the
literature; however, a great deal of it also applies to the participants’ working contexts.
Again, my focus is only on the for-profit, private ELT sector that is not regulated
by governmental institutions in charge of education and whose development the
government of Japan has not planned (Aspinall, 2012). These ELT institutions most often
call themselves schools, and I use this term as well, interchangeably with the term
“companies.” However, a big difference between eikaiwa schools and conventional
schools such as elementary schools or universities is that the former are not perceived as
regular schools and MEXT does not regulate them.
The commercial ELT sector consists of countless private language schools and
their target clientele are both adults and young learners. Some ELT companies also
specialize in dispatching teachers to business corporations and regular schools, but some
small schools that provide courses in their classrooms also dispatch teachers to others.
Teachers can be dispatched to business corporations, regular elementary, junior high or
high schools, and universities, for a limited time that can range from one weekend to one
year. Sometimes private dispatch ELT companies, such as Interac or Borderlink (see
links in references), only send assistant language teachers (ALTs) to formal educational
institutions, without providing any courses or lessons on their own premises. Indeed,
most ALTs in Japanese schools are outsourced by dispatch companies (McCrostie, 2017),
meaning that few ALTs have been directly hired by regular schools or boards of
education. These dispatched ALTs might either perform solo teaching or team-teach (coteach) with a Japanese teacher of English. Among my participants, Elizabeth, Francis,
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Lyla, Richard, and Steven had experienced working as ALTs dispatched from either
small eikaiwa schools or large private dispatch ELT companies. Joseph and Hannah, for
example, were dispatched by their employer to different corporations, to teach business
English.
The research participants also worked for schools that include English
conversation (eikaiwa) schools for adults, afterschool programs, and childcare services
that offer English lessons. The participants’ workplaces ranged in size from large chain
schools such as Berlitz, ECC, or Gaba to small schools run by one person. Smaller
schools employed only one or a few teachers. The smallest school in this study had only
three employees, including the owner, who also taught there.

Data Collection and Analysis
The data collection for this study involved the following methods: (a) individual
interviewing of a group of eikaiwa teachers and managers, (b) email and SNS message
exchanges with the participants, and (c) accessing online sources through two ELT job
search websites. More specifically, I:
• Interviewed the six core participants;
• Interviewed the other 13noncore teacher participants;
• Interviewed 10 supervisors (managers, headteachers, or school owners) who
were employed at or owned a private English language school;
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• Analyzed commercial ELT job postings on two popular ELT job search
websites called Gaijinpot (gaijinpot.com) and O-hayo Sensei
(ohayosensei.com).

Case Selection
Following Duff’s (2008) suggestion, for this study I had first recruited a wide
sample of participants in order not to miss any important themes that a variety of
participants might mention. That means that the study had a broadening phase (Bartlett &
Vavrus, 2017) that allowed me to meet teachers (cases in this study) from various
backgrounds and from different language schools before I selected the core participants. I
gradually expanded the pool of participants after learning of the breadth of institutions in
the commercial ELT sector. By 2018, I had invited 22 teachers to participate in the study.
Nineteen of them accepted. Some of them were recruited through snowball sampling. I
used personal contacts to recruit participants, conducted online searches for people who
discussed eikaiwa work issues on expat forums or other websites, met potential
participants at social events.
I had recruited more people than I was able to focus on as core participants. The
reason for this was the risk of attrition, which can jeopardize studies with a small sample.
Attrition is particularly problematic in long-term studies with migrants because they tend
to move to find more suitable work or for other reasons (Duff, 2008). As this study is
longitudinal and involves people whose jobs are relatively unstable (mostly nonstandard,
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part-time, or annual contract employment), I continued recruiting until I secured enough
participants whom I interviewed multiple times.
Following Stake’s (2006) guidelines, I recruited individuals who had certain
characteristics in common: (a) being a foreigner/migrant in Japan, (b) being
multilingual—this was a requirement both for the NNESs and NESs, and (c) having work
experience in the commercial ELT sector for at least one year. A more detailed
description of the participants is in the Participants section below.
I also wanted to increase the opportunity to learn from the participants as much as
it would be possible, ensuring balance and variety (Stake, 1995). To this end, I tried to
select participants based on particular characteristics (Duff, 2008) such as coming from
different continents and as many countries as possible, in order to explore how diverse
the teachers are in the eikaiwa industry in terms of national, ethnic, and linguistic
backgrounds. This diversity helped me understand how teacher experiences and
perceptions of the private ELT sector varied.
Furthermore, my focus has been on somewhat atypical cases that can be
“theoretically interesting” (Duff, 2008, p. 45). I have referred to the teachers in this study
as nonmainstream and minorities. This status is elaborated in the next section.

Teachers as Nonmainstream and Underrepresented
None of the teachers in this study are citizens of Japan, which makes them
national minorities in this country. Furthermore, they can also be considered minority
teachers because they are much less mainstream and underrepresented than most foreign
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English teachers in Japan. Mainstream teachers in the eikaiwa industry are, by contrast,
largely NESs from the Inner Circle countries, White, and male (Kubota, 2011a).
The non-NABA teachers might not be seen as belonging to either of the two
widely acknowledged, prominent groups of local Japanese NNESTs and foreign NESTs.
The non-Japanese NNESTs tend to be seen as not possessing either group’s perceived
advantages (Braine, 2010; Medgyes, 1992; Petrić, 2009). One reason is that their L1 is
not English, which tends to make them less desirable than NESTs. Moreover, some of the
non-NABA teachers are not Westerners at all. Their cultural background might not be
perceived as authentic enough for an English speaker (Kramsch, 1998). NESTs of Asian
descent from the Anglophone West are also frequently perceived as inauthentic due to
their phenotype (Kubota & Lin, 2009; Kusaka, 2014).
Furthermore, unlike local, Japanese NNESTs, migrant NNESTs frequently do not
share their students’ L1 and their cultural background. Even though some migrant NES
and NNES teachers speak fluent Japanese and know the local culture well, that might not
be readily acknowledged by those around them. The reason is the still prevailing
discourse that labels foreigners as unable to speak the language and understand the
culture of Japan well (Arudou, 2015; Kamada, 2008, 2010).
A good example of how NNESTs are perceived when they teach outside their
home countries is Pacek’s (2005) study. Her research participant, an Eastern European
NNEST who taught in Britain, was seen as lacking advantages that NNESTs are believed
to possess in their home countries. Pacek pointed out that NNESTs might be seen as
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without merit when their students are from a variety of foreign countries and do not share
the same background with the teacher.
The fact that NNESTs are seen without much merit outside their home countries
can make it extremely difficult for NNESTs to find work overseas. What might make the
situation even graver for them in Japan is the tendency of Japanese educational
institutions to set up separate teaching positions for Japanese teachers of English and for
NESTs, with mutually vastly different roles (Hayes, 2013). Because they are nonJapanese, foreign NNESTs cannot be hired for Japanese L1 speaking teachers’ positions.
Moreover, they are frequently not perceived as the appropriate kind of foreigner to be
hired for teaching positions reserved for NESTs from NABA.
Similarly, the participants who are NABA nationals and of Asian descent can also
be considered a minority in Japanese ELT as schools prefer White NESTs (Appleby,
2013, 2014; Bailey, 2006; Kubota, 2011; Rivers & Ross, 2013; Seargeant, 2009).
Learners easily associate Black and White teachers with the United States (as a
participant in Galloway’s 2014 study observed), which is also problematic. However, in
the case of Asian-looking English language teachers, the students might not associate
them with any English-speaking country at all. They might even mistake such a teacher
for another ELL (see Bueno and Cesar, 2003, p. 120, for a vignette about being perceived
as an ELL while being an English language teacher of Asian descent). For the above
reasons, non-Japanese NNESTs and NESTs of Asian descent are a relatively uncommon
type of English language teacher.
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Participants’ Backgrounds
The six core participants worked at several different locations and in various types
of private ELT institutions and programs. They worked in children’s eikaiwa schools,
private dispatch companies that send ALT and teachers to elementary, junior high, high
schools, and universities. Some participants also worked in corporate ELT. Several of the
core and other teachers worked for the same employer at the same site, at the same or
different time. When recruiting, as explained above, I intended to achieve greater
“variation across the cases” and be able to come up with a “more compelling
[interpretation]” (Merriam, 2009, p. 50) of the participants’ varied experiences with
different workplaces and teaching philosophies. Thus, it was important to recruit
participants who had experience from different workplaces. In addition, the core
participants were selected based on their availability and willingness to be interviewed
multiple times.
To protect the participants’ privacy, the extent of disclosure of their biographical
details is limited. In some instances, only overall descriptions of the whole group are
provided, without specific details linked to specific individuals. Although I do not
disclose the country of origin and nationality for some participants, the countries and
regions from which the participants come include Australia, Ecuador, Romania, South
and North America, the Philippines, and others. Table 1 below shows the schedule of
interviews and the basic demographic data of the six core participants.
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Table 1. Data Collection with Core Participants
Interview
Pseudonym Interview
length
(age)
date
(minutes)
Other data
Catherine
9/5/2014
110
Email
(30s)
7/28/2015
75
1/15/2016
60
9/21/2017
120 (notes)
2/9/2018
67
6/2/2019
30 (notes)
Danielle
(20s)

2/11/2014
5/18/2014
6/23/2015
3/3/2016

Francis
(40s)

2/24/2016
3/14/2016
11/2/2016
2/9/2017

Kureha
(20s)

30
130
60
30

Selfidentified as
Filipina

Origin
The
Philippines

Email

White
European

Non-NABA
(Europe)

80
97
50
40 (notes)

Email

Latino,
Peruvian of
Japanese
descent

Peru

1/13/2014
7/27/2015
2/13/2017
8/24/2019

105
90
115
15 (notes)

Email

Korean

Canada

Mike (30s)

2/14/2014
3/27/2015
8/28/2015
2/ 24/2017

180
30
75
120

Email

Korean
Canadian

Canada

Steven
(30s)

8/24/2013
11/7/2013
2/10/2014
7/30/2015
1/28/2017
3/1/2018
6/23/2019

100
75
60 (notes)
130
110
89
25 (notes)

Email

Chinese
Australian

Australia

Table 2 contains information about the rest of the participating teachers. Further
description of the participants follows.
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Table 2. Data Collection with Other Teachers
Interview
Pseudonym
Interview
length
(age)
date
(minutes)
Other data
Anna (20s)
11/9/2013
30
Email
11/21/2013
60

Selfidentified as
Asian

Origin
Non-NABA
(Asia)

Chris (50s)

9/6/2014

90

Email

White

Non-NABA
(Europe)

Emma (30s)

6/22/2015

80

Email

White

Non-NABA
(Africa)

Hannah
(30s)

11/13/2014

50

Email

White

Non-NABA
(Europe)

Joseph
(20s)

6/5/2014
8/6/2015

90
95

Email

White and of
Japanese
origin

Non-NABA
(Europe)

Lyla (20s)

3/7/2016
3/11/2016
3/28/2016

70
45
60

Email

Hispanic and
of Japanese
descent

Non-NABA
(South
America)

Diana (20s)

1/31/2017
2/8/2018

95
60

Email

White

Non-NABA
(Europe)

Fernando
(20s)

2/24/2018

85

Email

Hispanic

Non-NABA
South
America

Elizabeth
(40s)

3/6/2018

120

Email

Chinese
Australian

Australia

Mei (20s)

10/30/2013
1/26/2014

90
60

Email

Asian

Nathan
(40s)

Jan, 2014
Dec, 2016

N/A

Email only

Filipino
American

NABA
(North
America)
The United
States

Richard
(20s)

8/29/2013
2/3/2014
7/24/2015
12/15/2016
8/12/2017
3/12/2018
11/17/2013

80
90
90
105
30 (notes)
48
120

Email

British of
Chinese
descent

The United
Kingdom

Email

Asian
Australian

Australia

Sean (30s)
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At the time they were first interviewed, the participants had lived in Japan from
three to about 20 years. Some of them had had non-ELT jobs in their home countries, in
Japan, or in other countries overseas, before they started teaching in Japan. While being
employed as English language teachers, some participants also had side jobs. For some of
them ELT was their main source of income. Some of the participants freelanced or did
part-time work as journalists and fashion models. By the end of the study, many left ELT
completely or significantly reduced their ELT workhours.
All of the teachers in this study had either long-term or permanent residence
status in Japan. Some of them first came to Japan to study in university or graduate
school (for example, Catherine, Danielle, and Diana). Many were interested in the
Japanese language and culture. A few of the participants took Japanese studies as their
major or minor in university. Some of the participants, for example, Chris and Emma,
came to Japan as spouses of Japanese nationals, whereas others like Francis and Lyla,
came with their parents and siblings.
As is mentioned above, all of the teachers, core and noncore, are multilingual. I
was interested in including multilingual participants in the study because including them
would allow me to analyze the potential of multilingualism as cultural capital in the
industry that focuses on language teaching. The participants’ L1s include languages such
as Cantonese, Bicol, German, Korean, Mandarin, Spanish, Tagalog, or, for the NABA
participants, English. However, the participants also speak some other languages such as
Dutch, French, Italian, Japanese, Mandarin, or Spanish, as foreign or second languages.
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To communicate with coworkers, but also with friends and family, the participants
reported using their L1, English, and Japanese as well. Their Japanese proficiency ranged
from lower intermediate to fluent.
Many of the participants have traveled extensively overseas. Many had also lived
in other countries overseas, before coming to Japan. For example, Francis had lived in the
United States for several years; Hannah had lived in Australia and the United Kingdom,
and Mike in China and South Korea.
The participants’ teaching experiences and credentials varied greatly. Some
participants (for example, Diana and Joseph) majored in education in university. Chris,
who had worked with children, and Joseph, who had worked with children and university
students, gained teaching experience in their respective home countries, before coming to
Japan. Elizabeth, Francis, Lyla, and Mei earned TESOL teaching certificates. Mike and
Nathan had degrees in English, earned in their home, Inner Circle countries. Emma
gained ELT experience before coming to Japan, teaching in another Asian country for six
years. When I met her, Hannah had taught for only one year part-time, only in Japan,
which makes her the least experienced as a teacher among the participants. Sean only
taught for one year full-time, but he had already left ELT when I interviewed him. The
remaining participants had at least five years of ELT experience each.
The participants taught in a variety of settings, which means that their workload,
content of work, salaries, and benefits also varied. Some participants taught English
conversation, test preparation (for example, the IELTS and TOEIC), business
communication, and others taught university English classes, and young learners’ English
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classes in or dispatched through private language schools. Most of them were on
renewable fixed-term (usually annual) contracts. Only a small number of the participants
had semi-full (29.5 hours) or full-time teaching jobs (from over 30 hours to 40 or more
workhours per week). However, most of the participants worked fewer than 30 hours
weekly for the same employer and did not receive benefits such as employees’ health
insurance, unemployment insurance, and pension. In Japan, employees’ health insurance
and pensions are reserved for workers who work at least 3/4 of the work hours of fulltime employees (40 hours or more per week; Yoder, 2011). Therefore, employees who
work less than 3/4 of the 40-hour-full-time workweek for the same employer do not
receive the said benefits.

Managers and School Owners
Duff (2008) suggested interviewing people with whom research participants work
and socialize with, in addition to the main participants who are the focus of the study.
Similarly, the examples of case studies in Stake’s (2006) book also indicate that it is
common in multicase studies to interview various informants, in addition to the core
participants. Therefore, in 2015 and 2018, I recruited different types of participants. They
were managers, headteachers, and eikaiwa school owners. Table 3 below shows the
interview schedule with these participants. Some of the managers have worked for the
major, well-known eikaiwa chain schools, whereas others have worked in smaller, lessknown schools. Three owned their own schools. Overall, their duties involved hiring,
training, supervising, and evaluating teachers. I interviewed these participants in order to
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have their input on hiring practices and teachers’ marketability in the eikaiwa sector. Data
from their interviews also served for triangulation purposes.
These informants come from Australia, Canada, Japan, the United Kingdom, and
the United States of America. Eight of them were White male NESs. One participant was
Japanese. Most of the non-Japanese managerial staff came to Japan to teach English four
to fifteen years before I interviewed them. Five participants worked, in some capacity, at
some point in the past, with some of the teachers included in this study (Elizabeth,
Hannah, Joseph, Mei, Mike, Richard, and Steven). I believe that the other five managers
did not meet or work with the teachers from this study.
The managers also taught English at their workplaces. More importantly, they
also interviewed candidates who applied to work for the schools they own or were
employed at and/or participated in making hiring decisions. Most of them were involved
in supervising and evaluation of eikaiwa teachers and some also trained eikaiwa teachers.
Some of these participants were also involved in the production of job postings and
worked on their schools’ online presence and flyer design. In sum, all of these
participants were familiar with the details of the recruitment process in the commercial
ELT sector as they had either been actively involved in it or had observed for many years
how teachers are hired, trained, and supervised. Thus, they are knowledgeable about what
schools and clients tend to see as a marketable or popular teacher.
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Table 3. Data Collection with Managers and Owners
Interview
length
Informant
Interview date
(minutes)
Other data
1
8/28/2015
30
Email
2

9/1/2015

40

Email

3

8/17/2015

60

Email

4

8/21/2015

50

Email

5

8/25/2015

30

6

8/17/2015

20

Email

7

1/7/2018

N/A

Email interview only

8

2/13/2018

70

Email

4/1/2018

35

9

3/23/2018

38

Email

10

3/12/2018

95

Email

Interviews
I conducted interviews that elicited detailed responses and relied on the
interpretation and integration of the collected data (Weiss, 1995). Such qualitative
interviews are designed to provide insight into the participants’ regular, everyday lives
(Kvale & Brinkmann, 2009). I conducted semi-structured interviews that focused on
specific topics and which included suggested questions to be posed to the interviewee
(Kvale & Brinkmann, 2009). The questions can be found in Appendices A and B.
In order to construct interview questions, I read studies on the commercial ELT
sector in Japan and what is considered to be the ideal English teacher in the context that I
was investigating (e.g., Appleby, 2013, 2014; Nagatomo, 2013, 2016; Rivers & Ross,
2013; Ruecker & Ives, 2015). In addition, I read on the topics related to English language
teachers working in other countries (e.g., Braine, 2010; Cho, 2012; Llurda, 2015; Stanley,
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2013), in order to prepare questions and prompts that include topics that were reported as
salient and important in earlier studies.
I had also read literature on interviewing (Kvale & Brinkmann, 2009; Rubin &
Rubin, 2005; Seidman, 2013; Weiss, 1995), to be able to construct questions that would
be open-ended enough and not leading, in order to collect rich data that would help me
answer my research inquiry. When preparing follow-up questions, I was careful not to
include questions that start with the word “why,” but instead to be more precise and ask
the participant to describe what happened and how they reacted in certain situations
(Rubin & Rubin, 2005).
In addition, I made sure to brief and debrief interviewees in each interview (Kvale
& Brinkmann, 2009). Briefing involved first reminding the interviewee what the purpose
of the interview was, briefly explaining what issues I would ask about, and informing
participants about approximately how many questions there would be and how long the
interview would last. I gave the participants an opportunity to ask for any additional
information or clarification before I started the interview. I also reminded the participants
that I would record the interview and checked again if they were comfortable being
recorded. Before each interview, I told the participants that they could ask for the
recorder to be turned off at any time if they wanted to speak off the record, and that they
did not have to answer any questions they did not feel comfortable with. Before the end
of each interview, I would tell the participants when I was going to ask one last question.
After the last question, I asked if they wanted to say anything else. Following the
interview, I thanked the interviewees, expressed how pleased I was to learn something
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new about them or from them, and reminded them that I would send them transcripts to
check the content and modify information as they saw fit.
Before interviewing the participants, I discussed the interview questions with a
nationally and linguistically diverse group of peers in a qualitative research methods
course I was enrolled in at that time. I adapted the questions based on the peers’
suggestions and suggestions made by the professor/researcher who taught the course.
Next, I showed the questions to three multilingual NNESs to see if the questions were
comprehensible. A few minor changes to the questions were made at this point.
All the interview questions were written in the English language. As all of the
participants are English language teachers, the fact that English was not an L1 for some
of us did not pose problems in the interviews. In general, I conducted the interviews in
English, but occasionally both the participant and I would say something, a word, a
phrase, or even a sentence in the Japanese language. This happened in particular when
either one of us quoted conversations we had with Japanese people we meet, live, or
work with. I transcribed these utterances verbatim.
For subsequent interviews, I usually did not have a list of common questions.
Before these subsequent interviews, I reread earlier transcripts and email exchanges with
the participant. I usually added a few questions to confirm if the situation the participant
was in or if the feeling she had was still the same as reported in earlier interviews. This
procedure served as an opportunity for member checking. I also typically asked if the
participants had any updates that they wanted to share. At the end of the subsequent
interviews, I asked about the participant’s plans for the future, typically for the rest of the
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year or a few years from the interview. These data helped me gain insight into the
participants’ habitus.
Although it probably would not have made much difference in their decision to
participate in the study, I decided to treat the participants either to lunch or coffee, in
return for their taking time to meet and talk with me, as I believed that they would
appreciate that (Weiss, 1995). A few female participants were invited to my home, where
I prepared a meal for us, and I interviewed them at my home, individually. The other
interviews took place at cafes or restaurants.
For interviews with managers and school owners, I used a shorter list of questions
that were designed for one-shot, semi-structured interviews that would last less than one
hour with each participant. We mainly discussed the participants’ experience with
recruiting and hiring teachers. These participants were asked about how they hired, who
they hired, what their school saw as a marketable teacher, and what they thought a good
teacher was (regardless of what their school’s policy was). These participants also
received their interview transcripts and were invited to modify the transcript or comment
on it. In most cases, they did not make changes to the transcript. These participants also
answered my follow up questions in emails.
I recorded the interviews with a portable, digital Sony voice recorder. I
transcribed the interviews with Sound Organizer software released by Sony. I transcribed
the interviews in full, writing down all speech by both the participants and me. After each
interview was transcribed, I listened to the recording again and, while listening, I reread
the transcript to check for its accuracy (Braun & Clarke, 2006). Every transcribed
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interview was sent to the participant to review it and make changes as they desired
(which includes but is not limited to correction, deletion, and addition of information).
Before sending the transcripts, I adapted the version of the transcript that I sent to
the participants. For example, I added information in brackets in order to make their
utterances clearer. To illustrate what I did: if the participant said it or they, I sometimes
added, in parentheses, what that word was referring to. I also wrote additional notes in
parentheses, where I thought it was necessary to do so in order to make the transcript
easier to read (Seidman, 2013). For example, I added notes such as “interrupted by the
waiter,” or “looking at a picture and talking about it,” when it was not obvious from the
interaction what the topic or reason for the interaction or interruption was. In some cases,
I added follow up questions directly in the transcript, as comments in Word documents. I
did that when I was not sure I understood something the participants had said, or when I
wanted to ask additional questions. I did not remove all the uhm and ahs, and long pauses
but instead indicated them as pause or long pause or with three dots (…). I explained to
the participants that these fillers, pauses, and hesitations were important things to see in
interviews and that this sort of “unclear” or “disorganized” speech was natural in spoken
discourse. They could also see in the transcripts that my own utterances were equally full
of hesitations, incoherence, and false starts as I did not edit my speech much in the
transcripts. However, it is also important to spare the participants a probably unpleasant
surprise at seeing their parts of the interview transcribed verbatim (Kvale & Brinkmann,
2009). Therefore, I slightly edited the parts that seemed incoherent or contained random,
nonessential words, and I also removed or reduced the amount of false starts, if extensive,
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in the participants’ speech. I did that because a completely unedited transcript would “not
do the participant justice in a written version of what s/he has said” (Seidman, 2013, p.
124). I wanted to be respectful and protect the participants’ dignity.
In most cases, the participants made hardly any changes to their interview
transcripts. A few asked for some sentences to be deleted when they talked about other
people, such as details about a parent-in-law’s illness or specific details about their
spouse’s workplace. Some participants added information to the transcripts, and in these
cases, I honored their requests to add information as additional data. I consider this
procedure to be a form of member checking. In some cases, the participant and I would
continue the conversation via email. I would ask a few more follow questions, they would
answer, and then I might have more questions, to which they also responded.

Other Data Sources
I collected data from online job postings that allowed me to see the commercial
ELT industry in more detail and as more complex than I would be able to understand it
through the interview data alone. I was particularly interested in finding out what kinds of
teachers commercial ELT schools seek. Job postings placed by such schools on Gaijinpot
and O-hayo Sensei websites provided such data. These websites are, arguably, the most
popular sites for looking for ELT jobs in the private sector in Japan. I focus on job
adverts posted by well-known English language schools and ELT service providers.
These schools are Aeon, Berlitz, Berkley House, British Council, Coco Juku, ECC, Gaba,
Shane, and Interac (the largest ALT dispatch company in Japan).
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I did not conduct a full-fledged investigation of percentages or frequency (e.g., as
in content analysis) of all job postings that sought NESTs versus NNESTs, as this has
been investigated in recent years (Mahboob & Golden, 2013; Mizuta, 2009; Ruecker &
Ives, 2015). Instead, I examined phrases that pertained to potential applicants, as
specified by the recruiters as: (a) being L1 English speakers or NESs, (b) having 12 years
of education in English, or (c) being from an Inner Circle country. I also investigated
what other conditions were set by the recruiters (for example, work experience,
educational level, visa, age, personality traits, and L2 requirements). I decided to analyze
online job postings from Gaijinpot and O-hayo Sensei because all of the managerial staff
recruited in this study used at least Gaijinpot website to post jobs for their schools. In
addition, most of the teacher participants mentioned both of these websites as a source
they had used to look for work.

Details on Triangulation in the Current Study
As mentioned above, a researcher triangulates if she conducts “both a case study
and a longitudinal study together in the same piece of research” (Thomas, 2013, p.111),
which is one of the ways triangulation was carried out in the current study. It is not clear
if Thomas (as he seems to have implied) saw case studies and longitudinal studies as two
distinct types of research. However, I used his suggestion in order to establish my study
as both a case study and as longitudinal research.
In this study, I have been guided by a definition that is a blend of Duff’s and
Stake’s ideas on what triangulation is. Therefore, in the current study, triangulation refers
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to a reliance on repetitive appearance of data or their interpretation (Stake, 2008), which
“draw[s] upon various kinds of sources of information for analysis” (Duff, 2008, p. 30).
In order to produce rich and complex data and knowledge, I used multiple data sources
and analytical tools, as has been done in Braun and Clarke’s (2013) work.
Through designing the study as a multicase one, I was able to take full advantage
of the case study approach and thus utilize multiple people’s viewpoints (Duff, 2008).
Repeated interviews with the core participants allowed for collecting of similar or the
same data (Stake, 2006, p. 34) within each case but also across cases. Exceptions were
made when important data appeared, even if only once, if I thought that they helped me
to understand the phenomenon under investigation “and are useful in addressing realworld problems” (Buetow, 2010, p. 124) in the eikaiwa industry.
As I have explained above, 13 noncore participants (teachers) were included in
this study. The purpose of recruiting them for the study was to help me gather even more
confirmations/assurances regarding the topics of my research. Interviewing the recruiters
and supervisors, as well as analyzing data from job postings, served the same purpose of
having another perspective of the issues under investigation. Each kind of data collected
through different methods has functioned as “one piece of the ‘puzzle’” (Baxter & Jack,
2008, p. 554) and helped me answer the research questions.
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Analyzing Interviews
A case study involves an iterative process (Duff & Chapelle, 2003), which means
that the analysis already starts, to some extent, during interviews (Duff & Chapelle, 2003)
and is later repeated. By anticipating how and why the researcher will analyze the data in
the future, she can plan better how to collect needed information (Rubin & Rubin, 2005).
Thus, to an extent analyzing and interpretation is a part of the interview process (Kvale &
Brinkmann, 2009). Informal analysis can further happen during transcription, and in the
interpretation, links with theories can be made (Duff & Chapelle, 2003).
In the present study, interpretation of data happened on several different levels:
(a) the participants interpreted their own situations, experiences, and perceptions; (b) they
further interpreted other minorities’ situations as they perceived them (e.g., a White
European NNEST of English commented on discrimination toward NESTs who are
people of color at her workplace, or vice versa); (c) recruiters and managers working at
commercial language schools discussed the situation of nonmainstream teachers they
worked with, hired, or decided not to hire; and, finally, (d) I interpreted the data.
Case studies do not impose any particular analytical method, and therefore, I
chose thematic analysis for my research (Braun & Clarke, 2006, 2013; Clarke & Braun,
2013). I used Braun and Clarke’s (2006, 2013) guidelines to thematic analysis (TA),
which is “a method for systematically identifying, organizing, and offering insights into
patterns of meaning (themes) across a data set” (Braun & Clarke, 2012, p. 57). Thematic
analysis is theoretically flexible (Braun & Clarke, 2006). Thus, it was a convenient
approach for my study because it is compatible with Bourdieusian theories.
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Although flexible and widely used, thematic analysis has also been criticized as a
method that tends to interpret recurrent themes as important themes, which results in even
important codes that do not recur being ignored (Buetow, 2010). In their 2013 handbook,
Braun and Clarke referred to Buetow’s (2010) work as extended TA that takes into
account information that is important even though it does not repeatedly occur (Braun &
Clarke, 2013). They also emphasized that identifying patterns across data is more about
the meaning than about quantity. As Stake (2006) pointed out, repeated assurances are
important in his take on multiple case studies, and in my analyses I kept both approaches
in mind. Again, as even themes that occurred only once could be of importance and
relevance in other contexts for the purpose of comparison (Buetow, 2010), I paid
particular attention to Buetow’s concept of importance and saliency when analyzing the
collected data. Important data are those that are new, help us understand the phenomenon
and address real-world issues (Buetow, 2010). These two approaches do not exclude each
other, as Buetow (2010) also noticed that frequent occurrence of data might indicate their
importance.
In this study, I followed Braun and Clarke’s (2006, 2013) six-step approach to
thematic analysis. The steps include rereading and coding of the transcribed data,
generating initial codes, reviewing and naming themes, and producing a report. I
searched for patterns in each participant’s interview data individually and then across all
the interviews together. Through this process, I developed themes relevant to answering
the research questions on the role of capital and the participants’ habitus manifestations.
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I coded transcripts of early interviews from 2013 and 2014 completely. That
means that I “identify anything and everything [within the entire data set] of interest or
relevance to answering” my research inquiry, and I was “more selective” in the analytic
process later on (Braun & Clarke, 2013, p. 206, italics in the original) in these initial
interviews. In complete coding, codes are seen as words that can be of use in further
analysis in the future. However, due to severe time constraints and the large amount of
data that I had collected, I decided, for the purposes of this dissertation, to code more
economically. My main focus was on the codes that would help me answer the research
questions. Therefore, the data were coded mainly for themes of habitus, capital, and the
participants’ positive and negative experiences and perceptions in regard to the eikaiwa
industry and ELT in general.
I coded in two ways, using both data-derived (also called semantic) and
researcher-derived (also called latent) codes, as per Braun and Clarke (2013). Dataderived codes succinctly summarize what data contain, whereas researcher-derived codes
allow the researcher to imply what the data indicate in terms of theoretical frameworks
that the researcher works with. In the current case study, researcher-derived codes
focused on anything that I thought could be linked to habitus and various types of
Bourdieusian capital.
For example, the data were coded as information on different types of capital that
the participants had or that employers desired teachers to have. Several examples of
coding follow. Danielle and Hannah’s references to their enrollment in prestigious
universities in an English-speaking country were coded as institutionalized cultural

108

capital, with a plus sign (+) meaning that the participants saw it as a positive trait or it
resulted in positive outcomes for them, such as conversion of institutionalized (degrees
from overseas) and embodied cultural capital (skills) to economic capital (income).
Emma mentioned that “unlike me [the researcher]” she never studied nor lived in an
English-speaking country, which was coded as cultural capital with a minus sign (-) to
mean a perceived lack of this type of capital. However, this perceived lack of this specific
type of capital might connect with Emma’s habitus as well. A note about habitus was
added to the data so that I could later explore Emma’s habitus. In a particular instance
when Emma spoke about being uncomfortable and unconfident about teaching English to
adults, I coded that as one aspect of her habitus. Emma had taught English in a high
school in another Asian country for six years. In addition, she did other work globally
and, for that purpose, she communicated in English. It might be her destabilized habitus
as an English teacher (she said she felt as “fake” when teaching English) and internalized
ideas about NNESs’ low status or incompatibility with ELT that affected her final
decision to reduce the amount of ELT work she did. Catherine or Danielle’s mentions of
other languages, French and Italian, that they used at work were coded as potential
linguistic cultural capital. In Danielle’s case, there is a plus sign as well because she used
Italian at work, which means that she was able to convert this linguistic capital into
cultural and symbolic, if not necessarily and immediately into economic capital. Emma’s
discussion about race, where she described a scene from her life where a recruiter was
relieved to see that she was a White person from Africa was coded in a straightforward
manner as racism.
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In the (saliency) analysis, I followed Buetow’s (2010) advice to assess how
frequently repeated and how important each code was and I took note of them as: “(a)
highly important and recurrent; (b) highly important but not recurrent; (c) not highly
important but recurrent; (d) not highly important and not recurrent” (p. 124). In this
process, non-recurrent but important and new data were not ignored or lost in the process.
In the findings sections, I indicate which findings were non-recurrent but offered new
insights that help us understand the commercial ELT better. Data and subsequent codes
were judged as important if the participants explicitly mentioned something and talked
about it at length or passionately, even if on one occasion only, and if the data/codes were
also relevant to the investigation of habitus, capital, and the operating of the industry.

Analyzing Other Data
I investigated how job postings were used by eikaiwa schools to recruit
marketable types of teachers. I also wanted to see what English language varieties
employers deem desirable and profitable. Eikaiwa job postings provide an important
insight into the world of the eikaiwa industry and indicate how their content might affect
teachers looking for work. I relied on the Bourdieusian theoretical framework to theorize
how each investigated aspect (two sets of data from interviews and postings) contribute
to answering my research questions. I specifically looked into what desirable traits of
potential candidates job advertisements included and how this information (mis)matched
with the traits that the research participants had. This was one kind of triangulation as
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well because the data from job postings were compared and contrasted with what the
teachers and recruiters had reported.

Ethical Issues
Several times I have undertaken two types of online training for researchers
working with human research participants and for researchers in humanities. As required
by Temple University, I completed a Human Research Social/Behavioral Basic Research
Course under the Collaborative Institutional Training Initiative (CITI) most recently on
August 8, 2018. In addition to receiving the CITI completion certificate, I also undertook
the Responsible Conduct of Research Training provided by the Association for the
Promotion of Research Integrity. I completed this training last time on August 27, 2019.
In the following sections, I describe my positionality in regard to this research project, the
treatment of data, and discuss the issues of confidentiality and member checking.

Positionality
Researchers doing qualitative studies need to be particularly reflexive (Braun &
Clarke, 2013; Wilkinson, 1988). Braun and Clarke (2013) defined reflexivity as “a
critical reflection on the research [process and practice and] one’s own role as researcher”
(p. 335). They also advise researchers to think critically and acknowledge their role in
knowledge production and reflect on their position that will affect the way they collect
and analyze data. Researchers themselves are virtually an instrument through which data
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are processed and interpreted. Therefore, researchers need to be reflexive in order to
account for their biases.
Reflexivity is a required practice in research for Bourdieu as well, who believed
that researchers see the world, so to speak, through their personal lenses (Bourdieu &
Wacquant, 1992). For him, “reflexivity is a necessary habituated scholarly self-analysis”
(Thomson, 2017, p. 48). He warned about biases that might obscure researchers’ vision.
He argued that these biases are one’s background (such as gender and ethnicity),
academic position at the time of research, and one’s “intellectualist bias” which tempts
researchers to record, analyze, and interpret rather than (try to) actually solve real
problems they encounter when doing social research (p. 39). The researcher’s
background and experiences also shape what topics she will explore (Wilkinson, 1988). I
am concerned about the knowledge I produce, how others will use it in the future, how it
can help reduce inequalities and injustice, and how it will advantage me as a researcher
(Thomson, 2017). Conducting this research, I always confirmed that the participants
understood and accepted that I would present and publish content based on the data from
their interviews and email messages. Following Ingram (2018), I self-analyze my
position as a researcher who comes from a specific background and whose earlier
experiences and positions in social networks necessarily affect the way I approach the
topic I study, the research participants, and what I focus on when reporting the findings.
My background is full of difficult, even tragic events, one of them being a war
that broke out in my home country when I was young. I have lived in four different
countries thus far and had to learn English and Japanese to be able to continue my
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education and find employment. I am of mixed ethnic background, female, a migrant,
permanent resident of Japan, NNES, and a nonnative speaker of Japanese. These aspects
of my identity have inevitably affected the choice of my research topic, selection of
participants, and my choice of Bourdieusian theory.
Working on this project, I have discovered that my background has similarities
with some of the participants’ backgrounds. For example, just like me, some of the
participants are NNESs and their home countries went through turmoil. Some participants
migrated from one country to another several times, like I have done. With other
participants, I have much less in common but share the privilege of being White,
receiving a high level of education, and learning English to a level that allowed me to
find ELT work and pursue doctoral studies.
I worked in the eikaiwa industry and that I still teach as a migrant teacher in a
location where I am a minority due to my NNES status, gender, and nationality. This
background made me interested in the lives of other teachers similar to me. My encounter
with Bourdieusian sociology intrigued me because Bourdieu wrote about the symbolic
power of language, which was extremely insightful, and which resulted in my interest in
applying his theoretical framework in my research. Reading Bourdieu’s work also made
me particularly interested in researching capital and habitus. Furthermore, reading his
The Weight of The World made me want to interview people and share as much of their
own voices as possible.
However, whereas at the start of the study I still worked for an eikaiwa school, I
started doing other types of ELT work. Nevertheless, at the beginning of my research, I
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was perhaps in an even more precarious position than many of the participants in this
study. Whereas some of them had semi-full or full-time jobs, I had only a part-time job
with one employer. I was paid on an hourly basis, without benefits. Some of the
participants also worked only part-time, and some of them did so by choice. Some
participants experienced troubles similar to those I experienced working in the eikaiwa
industry. For example, some teachers were rejected by employers or students because of
their NNES status or race. Some teachers did not receive paid leave and were sometimes
forced to do unpaid work.
This “common wound” (Gair, 2012) helped create a bond between the
participants and me when we talked about our teaching experiences and job search.
Developing empathy and “feeling” the participants’ experiences (Gair, 2012) was
possible because of the similarities in status between them and me. In this type of
research in which information about personal lives is gathered in interviews and email
messages, developing relationships with the participants is crucial (Ingram, 2018). On the
other hand, this semi-insider status might have affected how I see the eikaiwa industry. In
addition, my presence might have provoked the participants’ negative responses about the
eikaiwa industry. Therefore, I found it even more important to interview as many
managers and school owners as I could recruit, to understand their perspectives.
With time, my status changed. I was able to find a contracted, full-time job. These
changes only reinforced my understanding of the need to do research, present on it, and,
importantly, publish it. However, the requirement for doing research, presenting, and
publishing is something that most of the participants in the study did not experience.
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Therefore, I felt that I had to repeatedly explain that our conversations were also a basis
for my research that I plan to present on and publish as an opportunity for presenting and
publishing increased. Indeed, that opportunity came when I did not even expect it. A
book I co-edited and wrote a chapter in was published in 2020. Because of all that, I
realized that I need to be constantly on the lookout to make sure that my academic
obligations do not obscure what I see as real issues that need to be solved in the eikaiwa
industry. The requirement to research and publish must not take away from my original
intention to assist the participants. I was determined to have their voices heard and to
share any information that I can to help them find ways to address real problems they
face (e.g., share sources where they can find information about their labor rights).
Sharing information with the participants did not interfere with data collection
and did not diminish my ability to analyze, interpret, and connect the findings with the
literature. On the contrary, providing something in return might have helped me gain
continuous access to the participants for such a long period that the study took to
complete. Giving something in return, although it was sometimes nothing more than
listening to them or share information about a job, was a way for me to establish a certain
level of reciprocity in the research process (Wax, 1952). I took hours of the participants’
time, and the least I could do was to try to reciprocate.

Informed Consent, Protection of Confidentiality, and Treatment of Data
I sent a copy of the informed consent form (Appendices C, D, and E) to each
participant before their first interview with me. At every first interview, I brought a hard
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copy of the consent form for both of us to sign. I sent a PDF copy of the signed form to
the participants in an email and kept another PDF for my records. The paper copies have
been destroyed. In addition, audio recordings of interviews were deleted within three
years after the participants have checked and modified the transcript and I have finished
the coding.
Transcribed interviews have been stored in my password-protected computer at
my home. In the transcripts, all references to workplaces and people’s names have been
redacted. In addition, the participants are referred to by pseudonyms only. I disclose only
the minimum of information about the participants. Unlike in the case of the rest of the
participants in this study, the core participants’ interview data were the main source of
information. A great deal about these participants is disclosed in the discussion and
findings sections. This manuscript will live as a document for many years, and the
participants might change their minds about how much they want revealed about
themselves in the future. Therefore, I have decided to limit the amount of information I
share about them.

Member Checking
Member checking was carried out in two ways. One way was through email and
the other was in subsequent interviews. As I have described briefly in the section titled
Interviews, upon finishing transcription of each interview, I sent the transcript to the
participant to check it. In some cases, the participants asked for certain information (e.g.,
about their family) to be removed from the transcript. I honored all such requests. In
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some cases, the participants added their own interpretation of their words from the
interview. In addition, in some cases, the participants corrected their words in the
transcripts to make themselves better understood. Finally, some participants added more
information either as updates, because they recalled something they wanted to share that
they had not mentioned in the interviews, or they wanted to adjust what they had said.
In some cases, additional interviews were scheduled. In follow-up interviews, I
asked follow-up questions and checked whether I correctly understood what participants
had reported in earlier interviews. In all follow-up interviews, the participants also
answered some or all of my follow-up questions.
As described in the section about interviews, in the second and subsequent
interviews, I referred to previous interviews and asked if the participants still had the
same feelings or perceptions about events they had discussed earlier. At the end of the
interviews, I asked the participants if they wished to correct or add anything to what they
had already said.
The following three chapters include findings from the current study. The focus of
Chapters 5 and 6 is on life trajectories of six core participants, whereas Chapter 7
contains information on capital. More specifically, Chapters 5 and 6 include information
about the participants’ thought processes that led them to decide to migrate to Japan, start
working in the eikaiwa sector, and stay in it for years. This information shows how the
participants’ habitus shaped the actions they undertook before and during their eikaiwa
employment. In order to better understand and interpret the participants’ reasons for
staying or leaving the industry, the participants’ experiences with ELT are presented in

117

detail as the participants remembered and reported them. Their recollections portray a
vivid picture of what the schools they worked for were like. But, their feelings and
opinions about the particularities of their jobs and the events they witnessed in the
eikaiwa industry also shed light on the eikaiwa industry as a whole.
In Chapters 5 and 6, I also include the participants’ descriptions of their earlier
migrations (before Japan), their memories from their childhood and school days as well.
These descriptions and reflections are important because they helped me have as
complete as possible picture of the participants’ lives and how the events from the past
transformed their life outcomes. Therefore, instead of separating information on the core
participants into an introduction and findings, I provide basic demographic information
about them in Chapter 4 in Tables 1 and 2 and present most of the findings in the chapters
that follow.
Finally, in the discussion chapter, it was important to interpret events that took
place in the relational field in which the participants were positioned in Japan. To do that
successfully, I triangulated the data collected from the core participants’, the 13 noncore
participants’, 10 eikaiwa school managers’ interviews, and from eikaiwa job postings.
The findings from the noncore participants’ and managers’ interviews, as well as job
postings, are in Chapter 7.
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CHAPTER 5
HANGING ON

Chapter 5, together with Chapter 6, provides the basis for the answer to research
question one: How does the participants’ habitus influence their behavior in the eikaiwa
industry and the host society? Furthermore, how does their habitus affect their
perceptions of their work environments, career development in the industry, and life in
Japan? Finally, how does habitus, in turn, transform in the new environment? The six
core participants’ findings are divided into two chapters based on the outcomes of the
participants’ journeys in ELT in Japan.
Because habitus is socially and culturally constructed, exploring the participants’
past, including their childhood and earlier migration experiences, is important when
analyzing their habitus. Therefore, in the findings chapters—Chapter 5 and Chapter 6—I
include data from the six core participants’ reflections on their earlier lives. Their lives
and work in Japan provide additional information about how their habitus manifests and
how the environment affects it. This interplay between the field and habitus influences
the participants’ decisions regarding their futures. Thus, I include information about their
daily lives in Japan and their plans for the future in Japan or elsewhere.
This chapter contains findings from interviews and emails exchanged with three
core participants who were still working in the for-profit ELT industry when the study
was finalized. The findings on them are included in the same chapter because the
outcomes of these three participants’ trajectories are somewhat similar—they all stayed
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in the commercial ELT sector until the end of the study. I exchanged the final emails with
all three of the participants in winter 2019, and they were still working in the eikaiwa
industry. Catherine was also regularly dispatched to teach university ELT courses. Steven
sometimes substituted for teachers who were dispatched to several universities in Tokyo.
He also was sent to teach English to a graduate school class on a couple of occasions.
Among the participants included in this chapter, Catherine was the only one who was not
from the Inner Circle. She was not perceived and did not identify as a NES. Kureha and
Steven were both nationals of English-speaking countries and identified as NESs. All
three teachers were of Asian descent. Although none of them were of Japanese descent,
in Japan, they were frequently mistaken for Japanese nationals.

Catherine
At the time I interviewed her for the first time in 2014, Catherine had been in
Japan for five years. It was her second time to live in Japan. The first time she stayed in
Japan was when she was a university student in an exchange program and worked parttime as an ALT for one year. She then returned to her home country, graduated from
university, worked for several years in the Philippines and overseas in Asia and Europe.
She returned to Japan after that and started living with her Japanese partner.
Catherine had tried different types of work in Japan, such as working in the food
industry and doing administrative work. However, she always returned to ELT, mainly in
the eikaiwa industry. For a long time, she had planned to leave this industry and find
regular, full-time non-ELT employment. Her most recent attempt to find such work was
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in 2018, but she returned to the eikaiwa industry again. When we first met, Catherine was
working mainly for a large chain eikaiwa school, but at the same time, she taught at some
other, smaller schools as well. During the interview period, between 2014 and 2019,
Catherine left Japan twice and tried living once in another foreign country and once back
in her home country. Both times she returned to Japan. At the time of our last interview,
in 2019, Catherine was in Japan again. She was working as both an eikaiwa and an
English teacher dispatched by a private ELT company to teach university ELT classes.

Reluctant Returns
As described above, Catherine had tried leaving Japan and the eikaiwa sector
several times but always felt she had no choice but to return. In her teaching career,
Catherine taught in a variety of schools, but all of her ELT employment was semi-fulltime (29 work hours per week and no benefits) and part-time (a few hours per week). She
worked for large and small eikaiwa schools but was also frequently dispatched to work in
various corporations, summer camps, and afterschool programs for children.
Catherine’s chain eikaiwa workplace, where she spent most of her work hours in
2014, was overly prescriptive. For example, teachers were not allowed to use words such
as grammar or read. Instead of read, they were required to say look at because the
employer believed that using so-called technical words, such as grammar or reading,
would remind the learners of regular school English education and “scare them.”
Catherine found that practice “funny” and “unbelievable” (interview 9/5/2014). She also
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reported that the employer enforced the rules by installing audio surveillance equipment
in each classroom.
In this workplace, Catherine was concerned about employee performance
appraisals and pay raise, which was nearly impossible to receive:
Most of the time, I get negative feedback when I’m evaluated. It affects your
confidence! They make you feel like s*it all the time and they say it’s their job to
do that. They can’t be bothered to comment if everything is OK, to say, “Good
job.” They’re just, “She’s OK, no problem.” But, if there’s something wrong,
they’ll be like, “Can I talk to you?” with a bossy voice, condescending. They
always rate people as “meets expectations.” Nobody ever gets “excellent.” I heard
it’s linked to the raise. They don’t give you an “excellent” so that they don’t have
to give you a raise, even though it’s just 2 yen per lesson per year.
In the same interview, Catherine described the workload and why it was difficult to
conform to the overly prescriptive norms:
On the weekends, you have to teach 12 lessons! It’s like McDonald’s. But, we’re
people! It’s hard to be consistent with 12 lessons. It’s all the time thinking, “I
have to do this, have to do that.” There are so many things that you have to
conform… but not everybody can fit the mold; we’re all different individuals. At
[this school], they’re super strict. (interview, 9/5/2014)
She described other negative aspects of her work. That offered a glimpse of what was
happening in the classroom and how lessons were chosen by ELLs at that particular chain
school. Teachers were not consistently protected and treated with respect:
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Male students requested me, and sometimes I didn’t feel comfortable. This time,
when my manager was away, I told the assistant manager, “I don’t want to teach
this guy anymore,” and she said, “No, you can’t refuse because he requested
you.” Really? For three lessons?! It’s really hard to teach the same student for
three lessons in a row. I usually teach one or two lessons per student. She forced
me to teach, and I felt like, come on, he was asking for my Facebook account!
Isn’t that harassment? “No,” like, “just can’t.” If they request you, you have no
choice; you have to teach them. (interview, 9/5/2014)
Catherine’s disturbing experience and the lack of employee protection at her workplace
disappointed her. She analyzed the situation and offered her interpretation:
With this kind of industry, this isn’t really teaching; it’s more like hostessing.
Like, if this person doesn’t want to be corrected, you don’t correct them. So, is
that even learning if you cannot correct them? You just talk with them because
they’re paying. Yeah, it’s like hostessing practically. You know, these people are
paying 80 dollars for 40 minutes with you, so some of them think they buy your
company. (interview, 7/28/2015)
Catherine explained that students, who were working adults, were able to see the
teachers’ photographs and basic information about each teacher online, which led her to
conclude that some students probably based their selection on the teacher’s attractiveness
(interviews, 9/5/2014 and 7/28/2015). She believed that some students only wanted to be
entertained and enjoy the company of foreigners.
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In addition to working in brick and mortar eikaiwa schools, Catherine was
registered as a teacher online. She had negative experiences in this case as well:
Most of the students that contacted me were males. It can’t be a coincidence! You
have to post your profile and your picture. I posted a couple. I get messages
mostly from men. There was this CEO who contacted me. […] He sent me his
home address and said, “Why don’t you come?” I said, “I’m not going to your
house!” I mean, I can meet you at Starbucks or somewhere. Not at your house!
And then he mentions that he’s divorced… He’s not the first actually, so I think
they have the sense that they can… I get that a lot. I don’t know if this is the
students’ fault. Maybe it’s how it’s being marketed. If you look at [certain chain
eikaiwa schools] posters, it’s mostly matching men and women. (interview,
7/28/2015)
Catherine’s life changed a little a year later. In 2015, while still working for the same
school, Catherine was adjusting her work schedule to have more free time. She seemed
more satisfied with her work at that time than before:
I’m fairly satisfied schedule-wise. But from August, I’ll be working four days a
week. It’s supposed to be better. Now I work six days a week. It’s up to you. You
can’t have everything: you have money, or you have time. I make less money than
my friend who works for a big company, but I can leave whenever I want. I love
this flexibility; it’s important to me, so it’s a compromise. […] This year I’m
going on vacation every four, five weeks! I lead a sweet life. I now try to be
thankful instead of complaining so much. Which I do, which is just me being
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Filipino and complaining all the time. But, to be honest, I have a sweet life now.
Who travels abroad all the time? Like, you can change your perspective. If I talk
to other Filipinos, they would give an arm and a leg for my life because they don’t
make much money. (interview, 7/28/2015)
The level of her satisfaction fluctuated. In the past, the situation was more difficult for
Catherine. She recalled that past when she talked about newcomer Filipinos as being
particularly vulnerable to predatory employers:
Filipinos tend to accept low-paid jobs [in Japan]. Many of them are just desperate
to take any job and get out of the Philippines. They don’t know their rights as
workers in Japan, which makes it easier for them to be exploited. I also didn’t
know my rights in the past when I was fresh off the boat. I think I sold myself
short too many times. (interview, 9/21/2017)
Although Catherine had decided to teach English as a freelancer, by 2018 she grew
unsatisfied with her freelance status. She still loved the idea of freelancing that provided
much flexibility, but “there’s just no stability” because “sometimes the jobs are three
months long, so you're good for three months, but after that you don’t know” (interview
2/9/2018). This job instability made her feel insecure.
In 2016, Catherine had temporarily returned to her home country and returned to
Japan in 2017. We met at the time she started looking for work, which proved to be a
challenge:
Schools promise one thing in their [job postings], but the work turns out to be
more demanding. Or, they promise more work, but they give you less work, so
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you can’t make enough money. I was just promised five lessons per day, but in
reality, it’s three or four lessons only. At one school, they advertised 3,000 yen
per hour. But when I arrived, they said they’d pay me 2,000 yen because I was a
NNES. The interviewer said, “It’s not me; it’s the clients. They’d complain and
say, ‘She’s not a native.’ They want native speakers.” Through [an online
company], I sometimes get clients, businesspeople. One canceled because he
didn’t like having a [NNEST]. But the real reason probably is that they don’t want
to have me, a Filipina teacher. It’s easier to admit that they don’t want a NNEST
than show their racism. He wants a White teacher. (interview, 9/21/2017)
Fortunately, her job search was fruitful in the end. Three months later, Catherine
reported, “I’ve been so busy. First I was worried about not having enough jobs. Now I
work for 11 companies! It’s crazy, isn’t it?” (email, 12/16/2017).
Over the years, Catherine shared that teaching was not her dream job but that she
enjoyed some aspects of it. However, she also repeatedly characterized eikaiwa teaching
as a job with no future and security:
It’s a dead-end job! You could probably become a manager, but what else? You’ll
be teaching, teaching, teaching, and you can’t make much money long-term. It’s
OK if you really like teaching and your salary is increasing substantially every
year. (interview, 9/5/2014)
If you do this, you’ll be doing the same thing in five years, 10 years, and… I just
don’t see… a way out! (interview, 7/28/2015).

126

It was evident that the circumstances were such that Catherine had little choice. It was not
she who chose teaching as a career. It seemed almost as if the job had chosen her.
As described in the excerpts above, working in the eikaiwa industry, Catherine
experienced a series of unpleasant events and a great deal of discrimination. She believed
that a hierarchy of desirable teachers in the eikaiwa industry was partly the reason:
Here’s the thing, there are certain categories. You have to be from the States or
from Canada. Or Australia. […] There are some schools that won’t take even
people from New Zealand. It’s on their website. And if you check Craigslist, you
can see they always say things like “Caucasians,” so it’s very specific. You can’t
really say this in many countries, like, “We prefer Caucasians,” or “We prefer
females,” for example. It’s not only just race, but gender and age: “25 to 30 years
old Caucasian female! Or male.” […] It’s always tough because you have to look
the part! Ideally, you have to be blonde with blue eyes. […] And you know how
they market teachers in Japan. If you’re a White male, they can market you to
Japanese females. […] It’s so difficult to find a job. You are never just good
enough. It’s much easier for NESs to get a job. I think they live on easy street.
They can pick jobs, move from one place to another, and have different jobs. But,
for me, if I quit this, what am I going to do next? (interview, 9/5/2014)
In 2015, Catherine added that she believed that “White males are at the top of the food
chain, among foreign teachers here” (interview, 1/28/2015). However, she did not
internalize these ideas. She found it regrettable that some eikaiwa schools hired only
specific types of teachers:
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It’s just too bad. Such a waste. They don’t know what they’re missing. English is
just more global; it’s not like Japanese, which is spoken only in Japan, basically.
[…] So the more types of English you’re exposed to, it’s supposed to work for
you, not against you. (interview, 1/28/2015)
Catherine then explained how she looked for work:
I access the school website and look at the teachers’ profiles. If I see Filipino
teachers hired, OK, I can apply. If I’m really desperate for a job, if I see “a NES, a
BA degree, one year of teaching experience,” I’ll probably apply. If you try, you
don’t really lose anything, just your time. I’d like to believe that people will judge
you for your qualifications. But, if the school is something like [a certain British
English eikaiwa chain school], I wouldn’t bother. They only accept British or
Australians, not even Americans. That’s their marketing strategy, to be a British
school. (interview, 7/28/2015)
Catherine carefully tailored her CV and applied for jobs in schools that she assumed
would be more inclined to employing NNESTs and people of color. Indeed, she found a
job in a chain eikaiwa school that catered specifically to the clientele interested in global
English, and the school marketed its lessons accordingly:
They boast for having both native and nonnative teachers, like, “We give you
global Englishes.” […] But this is just one such school. […] They also try to be
really global with their materials. They sometimes mention Brazilians, Filipino,
Chinese. There are characters [in textbooks] who are non-English, nonnative
speakers. (interview, 9/5/2014)
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In 2018, Catherine had a variety of freelance ELT jobs, ranging from private, one-on-one
lessons to dispatch corporate group English lessons, university English classes, and
weekend or summer boot camps for young learners. She was able to find students for
private lessons through networking with other eikaiwa teachers and via SNS, and that
year she again worked six days per week (interview, 2/9/2018). In one of her “well-paid”
jobs that year, teachers were hired regardless of their L1. Being “outgoing and
enthusiastic” was important to be hired for this specific ELT job because the courses
were “very intensive” and “even during the breaks you are expected to talk to the
customers” and keep them engaged (interview 2/9/2018).
In 2019, the newest challenged she faced was teaching in university. She was
dispatched from a private ELT company that also provided eikaiwa lessons, but the
company did not provide any additional training for this job. Catherine prepared by
herself, searching for information online (interview, 6/2/2019). When we met last time in
2019, she asked me for advice about university teaching, and I was glad to share what I
knew from my experience. When I heard her describe how she prepares and how friendly
and firm her approach is in the classroom, my impression was that Catherine was doing
well in her newest dispatch job.

Surviving
Catherine found some positive aspects of her life in Japan. Her circle of friends
and acquaintances was large. She was active in networking and had initiated group
gatherings with other eikaiwa teachers. They would meet, exchange information from
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their work experiences, and introduce available jobs to one another. Despite her negative
experiences, Catherine tried to rationalize her choice of employment:
There’s nothing else. I could work in [my specialty] in Japan, that’s also OK, but
it would be only 1,000 yen per hour, and you have to remain standing for hours at
a time, as a staffer. I also worked at a shipping company, for 1,000 yen per hour.
You have to type all day. It’s very inhumane. Even when you’re having lunch,
you have to sit at your desk. […] So, teaching isn’t as bad as that, even though it’s
still dead-end. But, it’s not like other jobs aren’t dead-end. […] Japanese also feel
that way. They feel trapped probably even more than I do. They can’t just say,
“Oh, I’m going to move to Singapore,” because of the language barrier. You can’t
have everything. (interview, 9/5/2014)
She spoke about her former Japanese classmates from university. Despite having
university degrees, they found only employment that did not offer career development.
She also compared her work hours with a friend’s “12 hours every day, six days a week”
and tried to “put things into perspective” (interview, 9/5/2014).
One difficult aspect of living in Japan for Catherine was the way some Japanese
nationals perceived people from the Philippines:
It’s really hard for Filipinos here. Japanese are biased against other Asians. Like,
they see themselves as the highest of all. They have this very extreme superiority
complex, sometimes not only against Asians but maybe also against the world.
With Filipinos maybe it’s less, if you compared with Chinese or Koreans, but still
how they treat us... You know in the 80s and 90s, there were many hostesses, so
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they still have this image. These [women] still remain here, leftover from the 80s
or 90s. But one student asked me, “Were you a hostess before?” He was serious.
Come on, I’m 30 years old! And the second stereotype is that I’m probably
married to someone who’s about 60. I always joke about it, “Yeah, my husband is
65 years old,” and they believe it! (interview, 9/5/2014).
Gradually, Catherine stopped socializing with Japanese people. It was partly due to the
way she was treated by some of them but also because “we just don’t have much in
common; our priorities are different, and we don’t even read the same books, so it’s
going to take very long to become close” (interview, 9/5/2014). In the interviews between
2017 and 2019, Catherine mentioned having only non-Japanese friends. She seemed
satisfied with her circle of selected friends.
After living in Japan for almost a decade, Catherine found living here difficult:
As a country, it’s really unforgiving. If you didn’t graduate from a good
university, you can’t become a salaried worker. You’re validated by your job, so
people judge you, your character, by the company you work for. Not who you are,
but who you know. That’s what’s discouraged me from going deeper into
Japanese society. If I have kids someday, there’s absolutely no way; I don’t want
them to be raised as Japanese. That’s what discouraged me from speaking
Japanese, because of rules that apply to you then. The better Japanese you speak,
the harsher the rules become… I’m gaijin [外人, foreigner/outsider]. I don’t
really care. I’ve survived Japan because I don’t mingle with Japanese unless I
have to. (interview, 9/5/2014)
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However, being a foreigner had its drawbacks as well: “if you’re not Japanese, you
always have to work harder to just prove yourself. And it’s a very, very sexist country,
which doesn’t work in our favor as foreign women” (interview, 9/5/2014).
In spite of difficulties and disappointments, Catherine developed as a person
specifically because of migration and exposure to other cultures:
I’ve changed a lot. I’ve learned a lot of lessons in Japan. I got to know myself
more. I was always job-hopping in the past, so always in between jobs.
Sometimes I would be jobless for a month and then find another job, so, basically,
I’ve tried many things. […] I charge everything to experience—you get to know
yourself because of what you went through. […] I feel better now than I did when
I was in my 20s. You get to know yourself better, you know when you are not
going to put up with sh*t, or you can choose whose sh*t you are going to put up
with. (interview, 7/28/2015)
She repeatedly said she knew herself better with time and through her growing
experience and life in another culture. She commented that even the way salaries were
paid changed her thinking and behavior:
In the Philippines, we get paid every other week, so you live for the weekend.
But, in Japan we get paid monthly, so you have to plan more. You start planning
long-term, you start saving money. That has changed me. I manage my time more
wisely now. (interview, 7/28/2015)
She added that she had saved enough money and bought property in her home country,
which gave her a sense of security that she very much needed.
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Catherine reflected on her work life in her home country in the past, saying that
she was “a corporate slave who worked for big companies.” Once again, she reflected, in
more detail this time, on how she has changed after living overseas:
I'm really proud that I could make it on my own here. My cousins wouldn’t be
able to survive doing everything, doing laundry, cooking your own food… and
just survive by yourself in a foreign country. I wouldn’t trade it for anything
because it’s made me really tough. But my cousins back home are super spoiled.
Some of them are in their 30s and still live with their parents. I'm proud that I'm
here by myself. There’s no family here. If there’s a problem, it’s just me. The
development that I’ve been through here, the maturity! If you talk to people
who’ve lived abroad, no matter the prestige or whatever, if you lived abroad, it
changes you in a lot of ways. You can’t ever return to how you were. For
example, now I'm used to working with all the foreigners. (interview, 2/9/2018)
She reflected on her own cultural background and the people she left behind:
I can't imagine going back and working with just Filipinos. I just can't work with
them anymore. It’s just different. I don’t get along well with them. They are not
very strict about time, appointments, and I value my time now, every hour,
everything because I get paid by the hour. But they just cancel on the day. Or they
don’t come on time. I just snap. I'm a freelancer, so my time is very valuable. The
Filipinos don’t have that mindset. […] (interview, 2/9/2018)
She concluded repeating that she was a transformed, stronger person now and that she
was proud of what she accomplished because, “you know, Japan is not easy. It’s very
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expensive. And because of its society and culture, it’s not an easy place to live.” I believe
that Catherine’s own words conclude her story the best.

Kureha
Kureha was born in South Korea but moved with her parents to Canada soon after
she had started elementary school. Her mother and father were fluent in English, but
Kureha spoke almost no English at the time. However, she later learned the language and
was an excellent student who was placed in a gifted class. She now considers English to
be her most dominant language, but she is also equally fluent in spoken Japanese. She
also speaks Korean and knows some French. After graduating from university in Canada,
Kureha briefly worked as an English teacher in South Korea but then found an ALT job
in Japan, where she had longed to go.

“I Love Everything About It!”
Kureha has been fascinated by Japan, its arts, and culture for as long as she could
remember. To indulge in anime, she had to find moments when her “very strict,
restrictive” parents (“I wasn’t allowed even to close my bedroom door; they did not let
me watch TV”) were not at home (interviews, 1/13/2014 and 7/27/2015). She sometimes
enjoyed anime and manga “secretly, on the Internet or DVDs” borrowed from her friends
(interview, 2/13/2017). She adored everything Japanese, from the country’s architecture,
Zen gardens, to kimono, “which makes you look really slim because you are rolling a
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piece of cloth around you, unlike the ugly Korean hanbok [traditional national dress] that
spreads around your body and makes you look fat!” (interview, 7/27/2015).
When she was a university student in Canada, she visited Japan once on her own
during a stopover. At the time, her parents had left Canada and returned to live in South
Korea for several years. They financially supported Kureha, who stayed in Canada to
continue her university studies. The visit to Japan charmed Kureha and she immigrated
there, after earning a degree in science. In every interview, she professed not only her
love for Japan but her strong decision to naturalize and live as Japanese:
I really want to become Japanese, so that I can say I come from Japan. I want to
say that so much! (interview, 1/13/2014)
I’m not leaving Japan anymore! (interview, 7/27/2015)
I really like Japan, everything about it! […] I really wish that I was born
Japanese! I don’t like it when people assume I’m a foreigner. […] I want to
change my name, have a real Japanese name, and get a Japanese passport. […]
Japan is the place I want to live for the rest of my life. (interview, 2/13/2017)
Finding a culture that matched her personality and interests—her habitus—and
developing a new identity gave a new purpose and motivation to Kureha, who had
negative experiences living as an Asian minority in Canada.
Although she seemed satisfied with her life in Japan, her other migration
experiences were much less satisfying to her. Kureha’s first encounter with education
overseas was an unhappy experience. In her first interview (1/13/2014), Kureha reflected
on that period of time. She felt disoriented in a new country, surrounded by people who
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looked, spoke, and behaved differently from what she was used to. In higher grades, she
was considered “a typical nerd” by some. Her school days continued to be a struggle:
When I moved to Canada, it was a big culture shock. It was also a completely new
language. I was really skeptical… in speaking English. I couldn’t communicate
properly. […] I’m a perfectionist, sort of. If I don’t know the answer 100 percent,
if it’s 99 percent, I don’t raise my hand [in class]. I refused to speak to people in
my class for a long time. Sometimes they’d call me on the phone, and I’d tell my
mom what to say in Korean, and she would tell them in English. […] I had issues
with… um, I was in a gifted class in high school, and the gifted class was 98
percent Asian. But, before I entered the gifted class, I was in a regular class,
which was all very mixed. I really didn’t like the regular class because of …
whole visible minority business going on. They tend to assume, “Oh, you wear
glasses and you are Asian, you must be smart, you must be good [at math].”
Calling you Smarty Pants. I really, really hated being in the regular class. […]
After living most of my school life in Canada, where I should’ve been more
integrated into the schooling system… for me personally, I just couldn’t fit in.
(interview, 7/27/2015)
Her early immigrant life was burdened with a variety of problems. School was just one of
them. Kureha did not feel accepted by the new environment because of her ethnic
background, and she continued to feel the same way about her experience with life in
Canada upon migrating to Japan:
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If they ask where I’m from, I say I was born in Korea and I lived abroad for a
while. I don’t actually say I’m from Canada because I don’t like saying that. I
don’t like saying I’m Canadian. I was born in Korea and I used to live in Canada.
I don’t even like saying I’m Canadian, to begin with, for example, as in Korean
Canadian. (interview, 1/13/2014)
In an interview one year later, she explained in more detail:
I don’t call myself Canadian also because I’m not Caucasian. If I were born in
North America, I’d maybe call myself American or Canadian, but I would be
Asian Canadian, Korean Canadian, or something, still. […] When people ask me,
“Where are you from?” I always pause. I never say I’m from Canada. I just say I
lived there. I lived in Canada for more than half of my life, but… ((a long
pause)), but like, I don’t connect myself with Canada. […] My parents didn’t
have any friends in Canada or anything like that either. They didn’t have an Asian
community or a church. I eventually made some friends, but once we split to
different schools, we weren’t talking anymore. […] I didn’t have a house; we
moved a lot. I didn’t have a real attachment to anything. (interview, 7/27/2015)
Seeing her parents’ isolation, focusing greatly on learning the language and being an
excellent student, further isolated Kureha from the environment that was not very
friendly toward her to begin with as even children’s friendships were divided along
ethnic lines. In Japan, Kureha was able to form a strong social network. She found a
group of friends, mainly Japanese women and a few from elsewhere in Asia such as
Hong Kong, with whom she shares an interest in the “2D world” of manga and anime and
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with whom she regularly meets and attends events and concerts (interviews, 7/27/2015
and 2/13/2017).
Even her birth country was not forgiving to Kureha. When she was 18 years old,
her parents returned to South Korea once (they moved back to Canada again in 2017),
and Kureha, after graduating from university, tried working there once. However, she
encountered employers’ racist attitudes:
I got interviewed for a job at an eikaiwa type of school, and they’re like, “Oh,
you’re not White, so we don’t want you.” They were like, “Oh, you’re Korean, so
we can’t hire you.” I think they’re fine with teachers as long as they aren’t Asian.
[…] I get discriminated because I’m Korean, but sometimes they see me as
foreign, not as one of them. Like, I’m Korean because I look like this, and I speak
Korean, but I don’t speak it perfectly, so for them, I’m not Korean. They’re like,
“Oh, sorry we can’t hire you because although you speak English, you’re Korean.
And when I’m trying to speak Korean, they’re like, Oh, but you are not Korean as
us. So, what am I then?” (interview, 7/27/2015)
The treatment she received there, combined with her father’s sentiment (“He can’t stand
Korea! He’s complaining about it all the time” [interview, 7/27/2015]), made Kureha
develop a negative attitude toward the country where she was born. She shared, “I
connect myself with Korea because I was born there. But that’s the only link,” and added,
“I can’t really stand Korea because they discriminate” (interview, 1/13/2014).
She has internalized negative perceptions of her immigrant and ethnic identity but
then reinvented herself in Japan. The rejections she had experienced in her birth country,
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combined with her negative experiences in Canada, made it difficult for Kureha to see
her Korean ethnicity and her Canadian citizenship as an identity available to her.

“So I Can Stay in Japan”
Because career choices are “very limited for foreigners” in Japan, Kureha found it
easiest to find work in commercial ELT (interviews, 1/13/2014 and 2/13/2017). Her first
job was at a large chain eikaiwa school that she found while she was still in Canada. A
friend, who had already moved to teach in Japan, introduced the job to her, and Kureha
interviewed for it online. It was easy to get her first but also her subsequent jobs because
of her nationality and a bachelor’s degree from the Inner Circle:
A lot of schools promote or hire people who have lived or were born in the major
English-speaking countries. Some say even on their recruiting page, “We are
specifically looking for people from Canada, America, Australia,” so I understand
that they want to say that I’m Canadian. It’s because of this. (interview,
1/13/2014)
Furthermore, she believed that it would not be appropriate to be called Korean because
she was an English teacher, “my school also promotes me like a Canadian. That’s all fine
because you can’t really say, ‘She’s ((whispers)) Korean.’ Like, ‘She’s an English
teacher,’ right? So, that’s all fine, and I don’t mind” (interview, 1/13/2014).
Although her dream had been to naturalize and become a Japanese citizen, she
also believed that that change might make it impossible for her to continue ELT work:

139

I’d have to give up my Canadian citizenship, which I’m perfectly happy to do. I
don't have any attachment to it. ((laughs)) But, it does take away the proof that
I’m… that I was raised in Canada. (interview, 7/27/2015)
Kureha’s original dream was to find regular employment that would match either her
major or her interest in arts and anime. However, without relevant work experience, she
was unable to apply for a job in the discipline in which she majored. She also knew that
her reading of the Japanese script (kanji) was not advanced enough for her to work
independently for a Japanese company. Although in the past she had found a school and
courses that would help her improve her written Japanese, she had no financial means to
afford it: “60,000 yen per month, that’s too expensive” (interview, 1/13/2014).
Even though she had once mentioned her desire to go to graduate school, in 2017,
Kureha informed me that she had completely given up looking for work and further
education in the field that she majored in. In 2019, which was the last time I exchanged
email with her, Kureha was still doing the same ELT job—children’s eikaiwa afterschool
program—that she had in 2014, when I first met her.
However, although she kept the job, Kureha did not feel fulfilled with ELT:
I’m not doing exactly something that I really like, but I have to get up and go to
work just to pay the bills. I don’t like children but teach them for money. A whole
different level of energy is required for teaching children. Every Tuesday
morning, I feel, “Oh, no, I don’t want to go to work again!” And it starts all over
again. And then it’s Saturday. I somehow manage until Saturday. And then on
Tuesday, I start again, “Oh, no, I have to go to work.” (interview, 7/27/2017)
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On the other hand, she sometimes enjoyed communicating with her young students, some
of whom were returnees from overseas and who spoke fluent English. She liked seeing
how their English improved, which was quickly obvious because they were so young.
Nevertheless, Kureha did not feel comfortable identifying as an English teacher.
In 2014, I asked if she saw herself as a teacher in the future, and she responded, “Oh, no,
no, no! This is what I can get in Japan right now. I don’t have much interest in teaching,
to be honest.” One year later, when I asked if she had any updates, and she replied:
It’s kind of upsetting that I’m still stuck in teaching English. I didn't start teaching
because I like teaching; I'm just doing it to get by. Ideally speaking, I’d like to do
something related to my major. But nothing has changed. I can’t afford to change
right now. I have no money saved up to even quit this job and look for another. I
don’t have the time or money to study. (interview, 2/27/2015)
She shared some specific reasons for feeling reluctant to be a teacher:
I’m not really good at teaching. I don’t know what a clause is. I don’t even want
to know what it is! My grammar is super weak. I didn’t really learn grammar as a
second language. I just naturally learned it as a child. Don’t know theories,
methodologies. I just use English naturally. I’m just an English speaker. Is that
enough to teach? […] I don’t want to call myself a teacher because I’m not
qualified for it. I’m not suited for it. I’m not properly educated to teach. English
teacher, to me, means someone who has completely settled in this whole ESL
concept. (interview, 2/13/2017)
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In spite of her reluctance to become a teacher, she had many ideas about how ELT in
Japan could be improved. For example, she was adamant about the need to change the
testing method for young learners because she knew how tests such as Eiken and the
TOEIC were “geared toward adults” and unsuitable for elementary school children:
The students are proficient, but the questions are about working in an office, like
adult questions! Some situations are about smoking or about signing petitions!
They have no idea, in elementary school grade one, about overtime work. These
tests are a very bad measure of English. (interview, 7/27/2015)
As she was uninterested in ELT, Kureha did not plan to study TESOL, take online
teaching courses, or build a teaching career. Due to a lack of financial means, she has
been unable to receive other kinds of training, and because of a lack of non-ELT work
experience, she was unable to change jobs. In our 2017 interview and in a 2019 email
message, Kureha expressed concern about her future. She felt that not only her career
could not develop but she also needed to have better arrangements for her retirement. She
did not have permanent residence in Japan yet, which made her feel uncomfortable.
She knew that marrying a Japanese national would be the fastest way to become a
permanent resident of Japan. Her parents had been asking if she would “settle down with
someone,” but Kureha found that nearly impossible for various reasons. “I have no time,
no place to meet any guys. I don’t have a chance to meet anyone. I only have girlfriends.
And none of my friends has a boyfriend,” she said (interview, 2/13/2017). She also
believed that in Japan it was:
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easier for men to find a partner—it's a mentality. A lot more Japanese women
want a foreign partner than Japanese men wanting a foreign lady. A lot of the
guys are more traditional [than Japanese women]. They want a traditional type of
housewife. I absolutely refuse to be a housewife ((laughter)). (interview,
7/27/2015)
Kureha appeared happy being single, having a group of friends, and “access to anything I
want to access, such as anime goods, manga, events.” But she was sometimes also
concerned about how long she would be able to enjoy her “very happy lifestyle.” As she
did not work in a traditional Japanese corporate world, Kureha did not need to engage
with somewhat challenging aspects of Japanese culture such as the seniority system,
saving face and façade [建前, tatemae]. At work, she used English only, and off work,
she did not need to observe the strict rules of communication in Japanese because her
circle of friends communicated “in a very informal, friendly way” (interview, 2/13/2017).
In spite of difficulties, concerns, and her feeling of “being stuck” in ELT, Kureha
believed that she found a meaningful life in Japan, although her life was not centrally
connected with ELT. What she cared most about was fitting in: “I feel like I’m back
home. ((laughs)) I fit in here. Maybe I’m an invisible minority, but it doesn’t feel like
being a minority. I’m perfectly happy with that” (interview, 2/13/2017).

Steven
Over the span of more than 10 years of his life in Japan, Steven was at times a
reluctant resident of his host country. He was burdened by many issues ranging from
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looking for a dream job to not having enough financial security. But eventually, he found
a supportive community in Japan and a better paying managerial job in ELT.
Steven first became interested in Japan when he studied the Japanese language in
his home country, Australia, in high school. He became friends with Japanese exchange
students who were studying in high school that he attended. In university, Steven visited
Japan and instantly liked it, “I was amazed by the difference in the culture; everything
was new and different” (interview, 8/24/2013). After graduating, he decided to fulfill his
old dream and move overseas. He had traveled in several Asian countries and chose to
move to Japan, which he found to be the most comfortable destination for him to
immigrate to.
Steven easily found a job in a chain eikaiwa school while still in Australia.
However, after less than two years, his employer went out of business and Steven had to
accept a temporary ELT job first in an elementary and a junior high school. That job was
the only one he was able to find so quickly at that time. Over the years, he changed jobs
several times but continued working as a teacher for more than 10 years in total. He had
temporary non-ELT jobs as well and tried finding a more stable non-ELT employment.
At the time of our final interview in 2019, Steven taught English only occasionally and
had a managerial position in a large private ELT company. In addition to teaching
eikaiwa and corporate English classes, he was sometimes sent to substitute for other
teachers in the university classroom, in 2018 and 2019. In a couple of instances, Steven
had to substitute for teachers who were sent from his ELT company to teach English in
graduate school.
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“Chinks, Go Home!”: Life Before Japan
Steven was born in a Chinese immigrant family in Australia. He grew up with
“Asian traditions, Asian values, speaking Chinese at home, feeling that Asian heritage,”
which made him feel “that difference” between himself and the majority White
population in the community where he grew up (interviews, 8/24/2013 and 11/7/2013).
Steven contrasted the circumstances of his upbringing with the feeling of “blending in” in
Japan (interviews, 8/24/2013, 11/7/2013, and 7/20/2015). Recalling his life before Japan,
he spoke of his White neighbors whom he befriended as a child. He recalled their parents,
who were friendly and kind to him and provided support when his own family struggled
financially and was unable to provide everything Steven needed. However, he also shared
a heartbreaking incident that took place in his home country:
In the area I lived there was a lot of White people. I was about 11 or 12 at the
time, walking with my brother, and you know, these Aussie blokes, all of a
sudden, “Go home, you Chinks!” and at that moment I was really shocked. In my
head, I was like, “But I was born here, where should I go?” That was kind of
disappointing, to hear someone say that. And then in high school, some people
were like, “OK, where are you from?” “What do you mean where I’m from? I
was born here; I’m Australian.” “No, where you are really, really from; what’s
your background?” (interview, 8/24/2013)
Over time Steven became aware of his “minority status.” To him, the “majority”
Australian culture was at times inexplicable, and he felt somewhat excluded:
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Coming from an Asian background, I’m considered the minority, right, because
a lot of Australians are White ((laughs)). At home, I’d speak Chinese to my
parents. And when I was [a teenager], I didn’t feel I was Australian Australian.
I’d still had that image I’m still Asian, I have a Chinese background. […] When
I stayed with my White, European-Australian friends, there were a lot of things I
couldn’t get. […] They’re wearing shoes in the house! […] When I worked [in
retail], my coworkers were nice, we got along fine. But they weren’t open to
international culture, didn’t understand concepts from Asian culture. […] I
couldn’t really speak to anyone about Asian cultures. I still felt out of place.
They talked about things that I didn’t really know about, like the way that they
raised their kids. I was thinking, I wasn’t raised like that. (interview, 11/7/2013)
Fortunately, Steven’s inquisitive and friendly nature resulted in his making many friends
and acquaintances. He connected well with them, expanded a circle of friends, and
became interested in other cultures in university.
because I had many friends from overseas—international students from Hong
Kong, Korea, Germany. I would always end up interacting with the international
students. Never with an Australian Australian. I just felt I could form friendships
with international people rather than Australians. That’s also why I came to Japan,
an Asian country. (interview, 11/7/2013)
Finding out about opportunities for employment in the eikaiwa sector in Japan was a
coincidence, but Steven saw it as the easiest way to immigrate as employers did not ask
for extensive qualifications and work experience:
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I saw an ad that promoted “Experience Japan!” It didn’t really say in detail about
the job itself. It was promoting more of a working holiday, but it was a teaching
job. I thought it would be great to work in Japan. I’d be teaching English, OK, it’s
gonna be interesting because I did a bit of a tutorial in Australia, helping friends
who were from Asia and we had to work together in university. (interview,
8/24/2013)
After his first employer’s bankruptcy, Steven was forced to find “any work” quickly in
order to earn a living. His experience of working as an ALT in a regular Japanese school
exposed Steven to some of the less pleasurable sides of the Japanese workplace:
I wouldn’t do [ALT work] again! It’s fun teaching the kids, but the Japanese
working conditions were really difficult for me to adapt. I was the only foreign
teacher. I was sitting at my desk and the other teachers were doing their work.
They would not communicate with me at all. They didn’t make a small talk.
Among themselves, they only talked about work. I was just sitting there at the
table alone. Occasionally, I had nothing to do, so I tried to make a small talk.
They’d nod and say something, but they’d never ask any questions. None of the
teachers wanted to get to know me. (interview, 8/24/2013)
The isolation Steven had faced when he worked as an ALT was similar to what he
sometimes felt in his subsequent encounters with Japanese staff in eikaiwa schools. Of
his current workplace (as of fall 2019), where he works in a mainly Japanese-staffed
department and where he is the only non-Japanese employee in his section, Steven said:
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I’ve seen the differences between my team and the native [English speakers’]
team. The [NESs] are in the same room as us, but they are just in a different part
of the room. […] The dynamics is quite different. They’re always talking,
chatting. Of course, they’re doing their work at the same time, but they seem to
interact a lot more with each other. Maybe I just miss interacting with someone
native-like. I take my team members as NESs [as they’re fluent in English], but
it’s always about work with them, which is fair enough, to each their own. They
keep their private and personal lives separate. (interview, 7/20/2015)
Steven had put much effort into finding his new managerial job that was more stable,
provided higher income, and allowed him to develop new skills in addition to teaching.
He felt fortunate that his former eikaiwa coworker remembered him and recommended
him for their job when they decided to leave the managerial job they had done for a few
years. But, as is clear from the quote above, Steven found some aspects of his current
managerial job unsatisfactory. Cultural differences that dictated how coworkers
interacted, how he was required to stay at work even if he had no work to do sometimes
frustrated him. However, he accepted these less desirable aspects of his job as inevitable
(interview, 7/20/2015).
He still continued and enjoyed teaching English occasionally when he substituted
for other teachers dispatched by his workplace, sometimes in universities. However, he
missed teaching adults in eikaiwa “because now I don’t get to interact with learners that
much anymore, in a more personal way. I miss communicating with adult students and
seeing how they’re doing” (interview, 7/20/2015). Steven needed to regularly teach
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because teaching provided a much-needed balance in his working life and overall
wellbeing. Therefore, in 2016 he returned to teaching eikaiwa part-time, “I’m back at [my
earlier eikaiwa school]! Crazy, right? I’m looking forward to teaching again, twice a
week” (email, 12/5/2016). He was pleased to “provide some of the language or grammar
feedback, interact with students one on one and see their improvement” in his capacity as
a part-time eikaiwa teacher (interview, 1/28/2017).
Steven frequently talked about teaching, what he learned from his adult students,
who they were, and contrasted teaching with his managerial work:
At [my current workplace], you don’t hear any positive feedback from the
students. There’s no recognition, no personal connection. […] I enjoy teaching. In
eikaiwa, I still have the same students that I had in the previous years, and I have
new regular students. I enjoy it. (interviews, 1/28/2017 and 3/1/2018)
But, in spite of increasing his teaching hours and doing a managerial job that provided
more income than his earlier ELT jobs, Steven was contemplating changing his career:
“I’m giving myself a year. This year I really want to make an effort just to find something
that I really wanna do” (interview 1/28/2017).

“They Think my Mother Speaks Perfect English!”
Although Steven loved teaching, he has had a plethora of negative experiences
with that job. He spoke of many different expectations that people had about him and that
were based on his phenotype and his NES status. His first encounter with his first eikaiwa
employer and the school staff was disappointing because the Japanese staff had already
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set their minds about Australian people and expected a White teacher (interview,
8/24/2013). Steven felt that it was “heartbreaking” to see how “some Japanese have
stereotypes and have no idea that there are Asians that live in other countries. Are you
seriously asking me that question?! ‘Oh, you’re Australian?’ You know. ‘Yeah, I’m
Australian’” (interview, 11/7/2013). It was not an isolated experience because, in 2018,
Steven said again, “For them, it’s hard to wrap their heads around the fact that my
heritage is Chinese, and I grew up in Australia. […] I feel it's just too much of an
explanation, a really long story. I’d have to explain to them how immigration works and
how families move ((laughs))” (interview, 3/1/2018). Experiencing such encounters
frustrated Steven repeatedly.
In the past, some younger learners as well reacted with disappointment when
meeting Steven, who was “less exotic” than they had expected: “‘What do you eat? Oh,
you’re just like Japanese!’” In this instance, they were referring to the fact that Steven
enjoyed Japanese cuisine but also that the dishes he grew up eating were Chinese, a type
of cuisine that Japanese people are typically familiar with. When the students found out
that Steven was “not Japanese at all; they think my mother speaks perfect English! Which
she, of course, does not. We speak Chinese at home” (interview 8/24/2013). Many
learners seemed to go from one extreme to another, seeing an “Asian-looking” individual
as someone who could not be from an English-speaking country but then, after realizing
that that person is not Japanese, but indeed from NABA, they would simply shift their
thinking and see him as a monolingual English speaker. Many employers’ and learners’
perceptions of non-Japanese NABA nationals of Asian descent and assumptions about
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NESs are complex, but they frequently did not understand what Steven’s multilingual and
multicultural reality was like.
Confusion and surprise were not the only reactions that learners showed:
There were times when people saw that I wasn’t White [and] weren’t interested in
speaking to me. One time the student was just so shocked to see me. ((a long
pause)) Yeah. You know, I’ve been offended by some. When students say, “I
want an Australian that… ((a long pause)) that looks Australian!” They were
implying, “OK, he’s Australian, but you know, I want… a real Australian.” They
say that to school staff. (interview, 11/7/2013)
Such racist undertones of clients’ requests were sometimes unaddressed by the staff, but
sometimes the staff tried to persuade the clients to continue with the same teacher.
On the other side of the spectrum were some female students’ reactions:
Some students join because, from a woman’s perspective, they want to meet a
foreigner. They’ve heard these fantasy stories about foreigners being gentlemen
and… they want that interaction or that experience. You know, I’ve had students
choose me, honestly speaking, I’m very friendly, and because of my looks! They
see my picture on the website. After demo lessons, they say, “Oh, how cool he
is!” They tell the staff, and the staff tell me. And, “OK, and she’s gonna take your
lessons.”
I asked how he felt about it and if he might have felt flattered by such reactions. Steven
laughed and then responded, pointing to a larger issue:
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At first, I was flattered! But now, OK, I’m just a product. I’m used to it now. You
know, it’s kind of like sales. The boss chooses our sales staff because of their
looks. He’s always choosing young women. It’s what he thinks is attractive. He
always chooses only females. And he chooses appearance. In the meetings, this is
really unprofessional; he’s telling female sales staff how to dress. He suggests
things, “Why don’t you try putting this on? Wearing this. Or wearing a bit more
make-up.” (interview, 7/11/2013)
At the same time, Steven’s appearance was not deemed as authentically Western when a
TV director came to his school to recruit “foreigners” to appear in a TV show. Steven
was rejected because of his phenotype being “the same” as the majority of Japanese
nationals (interview, 8/24/2013). The situation changed in his other workplace a few
years later, and Steven’s attractive looks drew attention:
They asked me to appear in their advert, but that was a strange thing for me. I
asked, “Is it OK? Oh, really, is that OK with you? But I look Japanese!” I don’t
know why I said that! It’s interesting how I doubted myself about that shoot.
Really, you want me to be an instructor even though I look Japanese? Is it OK?
(interview, 7/30/2015)
It was clear that as the needs of his employers and the market changed, Steven’s role, his
looks, and his photographs fluctuated in their value on the market.
In spite of these negative experiences, Steven felt a great deal of joy in providing
a different perspective to his students and “opening people’s minds about other cultures. I
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kind of like arguing those points and making students see things from a different point of
view rather than just only what they’ve been told or heard so far (interview, 8/24/2013).
But the matter is even more complex than simply experiencing positive and
negative encounters with students and employers. Steven also expressed what seemed to
be wide-spread conflicted feelings about being an eikaiwa teacher:
[Eikaiwa] teachers don’t consider themselves teachers. Teaching isn’t their ideal
career path and that’s why they don’t have the confidence to say, “I’m a teacher.”
They don’t believe that that’s what they want to do in the end. […] I notice this
when I hear my friends introduce themselves. They deny, in a sense, that they are
teachers. They avoid using the word “teacher,” avoid accepting or acknowledging
the fact that they are a teacher. (interview, 1/28/2017)
Steven offered his interpretation as to why many teachers felt ambivalent:
It’s about the prestige. It’s in a sense losing face, and it’s the label that you’re
given. They don’t just say, “Yeah, I teach.” It’s always this, Yeeeah, buuut, umm,
umm… Yeeeah, but…” There’s always this hesitation. It’s not this confidence or
acceptance in the tone, the way they say it. […] They don’t want to be judged for
something that’s seen as not very respectable or prestigious. (interview, 1/28/2017)
About his teaching job, he said that “There are many teaching techniques, methodology,
and a lot of theory behind teaching” that he and many other teachers did not know. That
is why “I wouldn’t really call myself a teacher. I think I’m maybe facilitating,” he argued
(interview, 7/30/2015). Steven also did not “feel like a teacher.” “Not [being] fully
qualified to be a teacher” was “the missing part that would make me fully confident with
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being a teacher” (interview, 1/28/2017). He also experienced conflicted feelings and
critiqued eikaiwa schools:
How do I feel if someone asks me, “Are you a teacher?” … Well… No, I’d be… I
don’t know if I could say … I would say, of course, that’s my job. Whether I have
the confidence to fully believe in that job, that’s a different story. […] You know,
eikaiwa is not really an institution where people go to really improve their skills.
They’re going there for a social life or a new community, whereas, if it were a
real university class, they’d have to reach a score, get a grade for their work. And
all the people employed there want to help them reach that grade, because that’s
what university is. Part of the purpose of a university is passing on knowledge. In
eikaiwa, it’s just entertaining in a sense. […] That’s why I don’t even call it a
school. (interview, 1/28/2017)
The topics of the sense of shame and lack of confidence as well as qualifications that
prevented many foreign eikaiwa teachers from seeing themselves as professional teachers
arose in Steven’s emails and interviews several times.
But what makes the matter even more complex is the data that paint Steven as a
considerate, devoted, and diligent teacher, in spite of his not seeing himself a teacher. On
several occasions, Steven described his pedagogical approach. For example, this is how
he described what he did when he substituted for another teacher and was required to go
to a university class outsourced to the ELT company he worked for:
I thoroughly checked the syllabus and the objectives of each unit. But, then, at the
same time, you can't prepare everything concretely. So, I went to the class with
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my plan, prepared but ready to listen to why [these learners] need English. I asked
them at the beginning, just to get a feel for their level as well as why they need
English. […] Then I can adjust my approach to suit their level and their needs.
(interview, 3/1/2018)
He also shared specific details about what he did in the classroom, such as how he chose
newspaper articles to share with his advanced level students, how he taught them
summarizing and paraphrasing techniques, gave feedback, and asked them to self-correct.
When he talked about his experience of teaching ELT in university, he mentioned
that he was surprised when he found out that his company had contracts with universities
and dispatched its teachers to teach university ELT (interview, 3/1/2018). He said that
some of the teachers did not have master’s degrees, which also “shocked” him because he
“had no idea universities would hire you and let you work like that.” “It’s incredible,” he
shared, “how they sent this guy to teach management and business negotiation,” even
though the teacher had no such qualifications and work experience to match the job
(interview, 6/23/2019).
On the other hand, when Steven was sent to a graduate school class, he was
uncomfortable because his own education was a bachelor’s degree. He felt unprepared to
teach a graduate school level class, but he felt “lucky” he had to do it “only a couple of
times.” He reported that his employer regularly sent teachers with undergraduate degrees
and without teaching credentials to teach courses both for and not for credit. Steven was
also involved in materials development in his workplace in the past, as headteacher, and
much experience with different aspects of teaching work. Although he felt that the job
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lacked social prestige and even though he was reluctant to call himself a teacher, he put
much effort into teaching and enjoyed it.

Japan as Home
“For the first several years after I arrived in Japan, I went back [to Australia]
every year. Now, it’s about once every two years. Now, I feel I have a stronger
connection with Japan than with Australia,” said Steven about his adapting to living in
Japan (interview, 3/1/2018). In the same interview, he also reconfirmed that in Australia
he did not “feel completely Australian because there's still that Asian background. But,
when I'm here, I actually sometimes feel more Australian because here I have to talk
about it more.” He had actually started calling Japan home a long time ago:
Japan feels more like home. I feel foreign when I go back to Australia right now.
Yeah, it’s comfort. It’s weird. I don’t know. You can understand that feeling
maybe when you go back home. I feel relaxed, but at the same time, I don’t
belong. Yeah. I can let loose when I’m back in Australia. I can relax, it’s nice, but
at the same time foreign because I don’t know, I don’t remember these things. I
don’t remember how certain things work. And there are some changes that have
happened, and my friends ask me why I don’t know about these changes, why I’m
not up to date. […] In Japan, I’m pretty satisfied. I’ve established myself here. I
had to overcome a lot of challenges in order to get here, which is a good thing
because I would’ve never experienced such challenges back home. (interview,
7/20/2015)
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In an email that Steven sent to me after this interview, he wrote that in Japan he had
found “friends and family. I call them family, yeah. I’ve built that from the bottom up, so
really from scratch, and I feel I’ve put all that effort into it. It’s comfortable for me.”
The community he belonged to in Japan was important to Steven. The friends he
made in Japan “understand and respect me and don’t see me as a foreign foreigner. They
speak to me in Japanese, and I speak to them in English and Japanese; it’s just half and
half. I can generally be myself around them” (interview, 8/24/2013). Steven emphasized
not being seen as a foreign foreigner. In our interviews,, he sometimes referred to himself
as a foreigner in Japan, but he would usually describe me as “foreign foreign” or “foreign
foreigner” to make a distinction between my White and his Asian phenotype and the way
local people perceive us. He added that his friends were “special” because “they’re not
your typical Japanese Japanese, if you know what I mean. They’re open and will say
how they feel. They’re Japanese, but they don’t have the Japanese mind” (interview,
11/7/2013). He further explained, “My friends back home are not as educated as people
I’ve met here. My hometown is quite small, and they’re closed, not as well-traveled as a
lot of the students and friends that I’ve met here” (interview, 8/24/2013).
Living in Japan, he was happy to have met “so many different nationalities and
cultures” and felt “that the people I know in Japan have more of a global mindset”
(interview, 7/20/2015). In every interview over the years, Steven mentioned that the
workplaces and communities he belonged to in Japan were more globally oriented than
anything that he was a part of before. He appreciated his “global experience,” which “has
had a big impact on how I see things now” (interview, 3/1/2018).
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Steven frequently talked about his transformation that was caused by his
immigrating to Japan. He was satisfied with and proud of this transformation. He said,
“I’m so open-minded now and full of knowledge that when I go home, I’m kinda
arrogant ((laughs)) because my friends [in Australia] don’t know anything, don’t have a
clue ((laughs))” (interview, 8/24/2013). He said that he learned “a lot just living in Japan
[and] I’ve grown as a person.” He explained what transformed him:
At home, I was often helped and supported when I was growing up. But in Japan,
I learned so much on my own and how much I could actually do without any
support or help from anyone. […] I stepped into a country I didn’t know much
about except for what I had stereotypes of. I learned how to deal with people, that
was a big one, like the way to interact with people and different cultures.
(interview, 11/7/2013)
He believed that the process of adapting to the host society was “mentally really
fulfilling” and that it made him “mentally so much stronger” (interview, 3/1/2018).
However, he also shared that although he had learned “so much,” he still
continued to learn (interview, 3/1/2018). His journey was not over:
There are things that keep me here because I've worked so hard to get to where
I’m now. And just going home would be kind of like me running away and just
going with whatever is maybe easy back at home. […] Well, I don’t know if it
would be easy, but I could always stay [with family or friends], until I find a job. I
have friends there to support me. It would probably be easy to settle back in. But I
haven’t fully experienced what I want to experience here in Japan. I'm giving
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myself an ultimatum this year, just to see how to really push myself to figure out
what I really want to do. This is what I'm trying to figure out. (interview,
3/1/2018)
Steven not only wanted to enjoy the fruits of his labor, but he also did not want to give up
his ambition to achieve more than he already had achieved in Japan. Although he had
already given himself an ultimatum to decide what he would do by the end of 2017
(interview, 1/28/2017), he repeated the process one year later. He has made a decision to
stay in Japan long-term, if not “forever.” In 2018 and 2019, he emailed me and talked
about his application for permanent residence in Japan. He was also networking and
trying to be involved in a language education entrepreneurship as well.
In this chapter, I introduced three core participants who, after many years of
teaching English in the private ELT sector, were still here and continued working in the
sector in 2019. Although they are of different nationalities, ethnicities, genders, and
linguistic backgrounds, in Japan they have found something that was missing from their
lives in the past. Their eikaiwa jobs are not necessarily their first choice but this work
enabled them to live in a society or in a way they desired. More specific discussions
about their habitus and trajectories follow in Chapter 8.
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CHAPTER 6
GETTING OUT

Chapter 6 contains the findings that, together with Chapter 5, helped me answer
research question one that focuses on the way habitus develops, operates, manifests,
becomes more noticeable, and transforms when people are in a new environment.
Whereas Chapter 5 contains the findings on the participants who were still working as
teachers in the commercial ELT sector when the study finished, Chapter 6 is about three
core participants who left the eikaiwa industry, Danielle, Francis, and Mike. All three
participants had spent several years doing a variety of jobs for private ELT companies in
Japan. Throughout their life in Japan, the three participants also had non-teaching jobs in
Japan. After years of living in Japan, these participants made different decisions about
their futures. After leaving ELT and Japan, Danielle returned to her home country, and
Francis migrated to yet another foreign country on a continent where he had never lived
before. Mike, while still in Japan, had sometimes contemplated returning with his spouse
to his home country when his child grows older, but in January 2020, he was still
working in Japan.

Danielle
Danielle had thought about becoming a teacher when she enrolled in a university
in her home country. In our second interview (5/18/2014), she reflected on the time when
she decided to become qualified as a teacher and take relevant university courses to
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achieve her goal. Although “becoming a teacher was not exactly a big dream” of hers, it
was a rational, practical decision to take courses in pedagogy parallel to language study.
That allowed Danielle to prepare for “a possibility to find work as a teacher after
graduation [in her home country],” an option that she seriously considered at the time and
did not mind it at all (interview, 5/18/2014). Therefore, Danielle chose pedagogy as her
major, in addition to studying foreign languages. After a few years of studying in her
home country, Danielle decided to transfer to a university in an English-speaking
country. Studying overseas allowed her to take a larger variety of courses, experience life
in a different culture, and polish her English.
In her new university overseas, Danielle was able to take Japanese language
courses. She was interested in the language and the cultures of Japan. She was also
interested in Buddhism, traditional Japanese arts, martial arts, and “all those things from
that past that are now losing their presence and are difficult to find in modern Japan”
(interview, 5/18/2014). While studying overseas, she took a year to come to study in
Japan as an exchange student. After that, she returned to her university in an Englishspeaking country, graduated, and returned to Japan as an English teacher.
Although Danielle did not initially mind becoming a teacher, her feelings about
the teaching profession drastically changed after she experienced teaching English for
several years in the commercial sector in Japan. She realized that she did not “think
anymore it’s such a great idea for me to be a teacher.” That, “looking back, [isn’t
something] I really dreamed of anyway,” and it “definitely isn’t my goal anymore”
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(6/23/2015). It seemed that even her perception of the decision that she had made to
qualify as a teacher many years ago changed over time.

“Teaching” Extremely Young Learners
Danielle’s first job was in a children’s English afterschool program. She
succeeded a NES friend who left the job after introducing it to Danielle. Although
Danielle applied to a variety of ELT positions (some of which were adult eikaiwa classes)
during her life in Japan, she usually received offers for teaching children. Sometimes the
learners she was assigned were extremely young children. She believed that she
frequently was put in charge of very young children’s classes because employers
preferred “someone like me, female and petite” (interview, 5/18/2014).
At the time of our first interview in 2014, Danielle was working full-time in a
small English language school for children of preschool age. The teachers were expected
to decide the teaching content and prepare all the required materials themselves. The
school seemed rather disorganized:
It’s strange. There’s no program, no curriculum. Sometimes the contents of
different classes overlap because teachers pick topics at random and prepare
whatever they’ve got available. A new preschool teacher just started, but she’s got
no materials. The previous teacher left and took all the materials with her. And the
school expects new teachers to build up everything from scratch, to develop a
program in the middle of the school year! (interview, 2/11/2014)
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Danielle was suddenly put in charge of a class attended by one- to three-year-old
children. They stayed in that school for most of the day, from early morning until late
afternoon, and the school seemed to function like a daycare center. This demanding job
turned out to be Danielle’s last ELT job. She described her work as “mentally and
physically demanding”:
It’s exhausting! You work with such small kids and you have to pick them up
frequently and carry them all the time. I regularly got backaches after two, three
days of work. You need so much energy for this job! To keep the children
engaged, you have to be active all the time. I had to dance, sing, play, and jump
together with them all the time. (interview, 6/23/2015)
Danielle was worn out by this last teaching job that she had quit by the time of our third
interview in 2015:
It was really tough when I got a group of one- to three-year-olds. At first, a
Japanese assistant and I had nine kids in class, all less than three years old. But
the number grew to 15 and finally we had to accept 20 of them in my class! It was
just the two of us adults and 20 tiny kids, some barely turning one. (interview,
6/23/2015)
This school practically served as a daycare center. Although it was called an English
language school, the teachers who had one-year-old children in class spent little time
teaching English. Most of their work involved caretaking and cleaning. Nearly every day,
Danielle also had to do unpaid overtime work such as riding the school bus with the
children and seeing them off when they left the school. What she found the most
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challenging was being required to do a great deal of other, also non-teaching work that
was gradually added to her workload even though it was not included in her contract. For
example, she had to clean the floors, vacuum clean, feed the children, and change their
diapers daily. Danielle became deeply unsatisfied:
The other day it was the first time ever in my life that I had to change a baby’s
soiled diaper! Was that unpleasant! And the kids just continue screaming
endlessly. I’ve cleaned so many floors in this school so many times I can’t even
count. You know, I’ve been thinking recently: is this why I studied hard and went
to such good universities, to do this?! Did I go to these good schools so that I now
spend time cleaning floors and changing diapers? I just hope I can endure this
until summer! Then, I hope I’ll find another job. (Email, 4/19/2014)
Danielle found it challenging to deal with increasing demands from the employer and her
students’ parents, in particular, because she believed that the low salary and lack of
benefits did not justify such demands, expectations, and the amount of work. Her new
goal by that time was to find non-ELT work.
When Danielle told her employer that she was leaving the job that summer, she
found out that several other teachers were also leaving:
I’m not surprised at all. This school doesn’t treat its teachers well. It doesn’t tell
them what’s expected of them at work, and duties are added to your schedule
sneakily. You feel tricked into doing extra unpaid work. […] It’s such a pity
because there are really good teachers here who care about the children and are
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trying hard to do a good job. I feel really sorry for them and for the kids who
attend that school. (interview, 6/23/2015)
What made this experience even worse for Danielle is that the employer penalized her for
leaving before the end of the month (that was the employer’s justification at least) and
deducted a few weeks’ worth of her salary. Danielle had intended “just to make it easier
for them to calculate” her salary that was always calculated on the 15th of every month,
and she was shocked and hurt by the outcome.
Speaking of her experience with several other schools, Danielle shared that some
of them employed teachers who not only had little education but did not appear as
someone whom parents would want near their children:
Some schools will hire anyone because everyone leaves in the end. […] There
was even a guy at my other school who talked about drugs. He sometimes came to
work drunk and chased any woman he laid his eyes on. He harassed me, too, sent
me bizarre messages, but the school owner didn’t think of firing him. He would
curse loudly and harass other teachers, in particular female Japanese assistants.
The management would just have talks with him after really bad incidents.
(interview, 5/18/2014)
Negative experiences solidified Danielle’s decision to leave ELT. But she not only left
ELT but Japan as well. Below, I share her recollections about her efforts to adapt to the
host country and how she decided to leave.

165

Struggle in the Wonderland
As mentioned above, Danielle had a lot of passion for Japan. She was interested
in its culture, history, and language. She was fluent in the Japanese language. However,
after several years of living here, she felt that it was time for her to leave.
Apart from having some difficulty finding work (several times she mentioned
how NNESs like her were frequently rejected by ELT employers but as non-Japanese
also unable to find decent non-ELT work), Danielle faced many other challenges in her
daily life. She spoke about the time when she came to Japan for the first time and
reflected on how she felt later, after living in Japan for some time:
I expected a lot and dreamed about living here. But even when I was here as an
exchange student, I noticed many things that weren’t that nice. But, I just didn’t
really want to admit that to myself back then. I think that many of us foreigners
think of Japan as a Wonderland. It’s an illusion we believe in. This is a rich
country but so closed to others. So, if you succeed here as an outsider, a foreigner,
then that’s a big deal! For us. Anyway, if you have money, it’s fun to live here.
For me, it’s not so fun. I don’t earn much. I’ve realized that this lifestyle isn’t that
great, with such long work hours, long commute, the Japanese work mentality,
and hierarchy in the workplace. (interview, 5/18/2014)
Although she noticed that Japan was not what she had believed and wanted it to be, she
still believed it was worth trying to adapt, and so she
tried to make peace with the negative aspects too, realizing that the positive and
the negative coexist. I tried to reconcile the feelings of love and hate that I had in
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myself toward this country. It was like when you’re just starting dating someone
new or living with someone. You’re trying to make the relationship work. That
was Japan for me, that new person in my life. You realize that person has aspects
you don’t like, but you want to accept him as a whole. There are so many
beautiful, wonderful sides to this country. I hoped that it would all work out, but I
found it increasingly difficult to cope. (interview, 5/18/2014)
Danielle also had mixed feelings about her relationships with Japanese men:
Even having a relationship with men here is often a challenge. Many of them just
can’t open up. They either don’t want or don’t know how to talk about their
emotions. For some, dating a foreign woman is just a way to satisfy curiosity.
We’re like an exotic species for such men. In general, they tend to feel
overwhelmed when dating and interacting with a foreign woman. But, even if the
men commit, most of the time their families refuse to accept a foreign woman.
(interview, 5/18/2014)
Danielle sometimes felt isolated because she was a visibly foreign woman. She felt that
she stood out, although she put effort into adapting to the host society. However, she met
a Japanese partner with whom she was in a long-term stable relationship. Her relationship
with him continued even after she had left the country.
Dissatisfied with her ELT career but also trying to have “a regular life” and adjust
herself to Japan even more, Danielle finally found non-ELT work in the service industry.
When she started her new job, she was enthusiastic and hopeful. At the time of our
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interview in 2015, Danielle was still working at the same workplace in the service
industry. This experience, however, resulted in another disappointment:
I’ve been treated differently, worse than the other employees, even though I’m
educated a lot more than the others. I think there was this mistrust from the start
because I’m the only foreigner working there, even though the boss was eager to
hire me. They also need my English. But my coworkers always give me the
dirtiest, most difficult work that they don’t want to do, and nobody helps me. But,
if new Japanese interns come, there’s always someone who helps them, whatever
they’re doing. (interview, 6/23/2015)
Danielle also resented the inflexible work style at her workplace and felt that she was not
a good match for her coworkers:
The employees here also operate in a rigid hierarchy. They really either don’t
know or never want to try any other, new ways. Some of them are just very shy, I
guess. It’s difficult to make a connection. They were uncomfortable when I joined
the company. I’m just too different—foreign, from a different industry, and my
educational background is different from theirs. Not being accepted and spending
11-12 hours a day in that typical Japanese hierarchical workplace is really hard.
(interview, 6/23/2015)
Even after several years of hard work in Japan, being proficient in the language, and
having a long-term Japanese partner, Danielle did not feel that she had accomplished
much. The lack of finances and free time were particularly problematic.
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However, these were not the only reasons Danielle left the country. She felt
almost emotionally damaged but definitely largely changed:
Overall, Japan has changed me for the worse. Sure, I’ve learned new things, my
confidence has grown, in a way… but I’ve lost a part of myself, a large piece of
who I am, or who I was. I’ve lost my spontaneity here. An important part of me
has been suppressed, not allowed to surface. I can’t explain it, but some of me is
gone, and I feel like I’m losing myself even more. Not only at work, but even in
intimate relationships, I don’t function the way I used to. I miss my old self very
much. (interview, 6/23/2015)
Danielle’s decision to leave was a painful one. She had once expected that her love for
Japan would be undying and help her overcome the difficulties she experienced.
Although her love affair with Japan left her heartbroken, Danielle was strong enough to
start all over again elsewhere. She has not been back to Japan since she left in 2016 and
was not considering visiting any time soon (emails, 9/22/2019 and 1/27/2020).

Francis
Francis came to Japan with his family in the late 1990s. One of Francis’ parents
was of Japanese descent, which made it relatively easy for the whole family to obtain
legal residence in Japan. The family decided to move to Japan after their livelihood in
their home country deteriorated due to the economic downturn. The family had their own
business in the foodservice industry in South America and then established the same type
of business after they arrived in Japan.
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Francis worked for his family, but their business failed “after several years” in
Japan. Most of their clientele had been “other Latino immigrants. Back then, there had
been many Latinos, not only the Nikkei Latinos, working in Japan. But, their numbers
soon decreased” (interview, 2/24/2016). The family business did not survive. After it
collapsed, Francis left Japan and spent a few years living with a relative in the United
States. Francis attended an English language school there and his English proficiency
developed greatly. He returned to Japan and worked in a variety of non-ELT jobs. One of
his jobs was in a local factory in the countryside where his family lived.

“Teaching is… Like a Circle!”
Looking for a higher income and more stable work conditions, Francis tried
a variety of jobs until one day he stumbled upon ELT:
I started hanging out a lot with Canadian and American ALTs who worked in the
area. That helped me maintain and even improve my English. These guys told me
to go look for English teaching work in Tokyo because there would be more
options there, not just limited to ALT work through the local Board of Education
[like in our area]. I went but it was tough. At first, I got only a job to distribute
flyers for an eikaiwa school. I did this job with many other NNESs from Europe
and Brazil and it took me six months to finally get my first [teaching] job.
(interview, 2/24/2016)
After deciding to start looking for ELT work, Francis realized that his experience of
living in the United States would be useful in teaching: “I myself have been a language
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learner. I know how people feel when they study a language, and I know how to help. I
know the learning process, and I’m sensitive to learners’ feelings and needs” (interview,
2/9/2017). Although he had difficulty finding a job, he was eventually offered part-time
teaching work in a children’s language school in Tokyo.
After doing a series of his initial, part-time teaching jobs, Francis decided to
improve his teaching skills. He went to another Asian country and enrolled in a TESOL
course in a training center there. Upon his return to Japan, he felt that it was easier for
him not only to teach but to find more ELT work after taking the course. He interviewed
with NESTs and “some of them recognized me as a teacher. I felt they thought I had a
potential. They hired me and introduced me to other jobs.” However, it was not only his
newly acquired certificate that made a difference:
In the past, it was really difficult for me to get a teaching job. So, I started saying
I’m American! But, actually, it wasn’t a lie! I am American, but South
American—that’s what I was thinking. I just really wanted to work. I had to do
this. (interview, 2/24/2016)
Most of his jobs involved teaching young learners, but he also had some opportunity to
teach adult ELLs, which he found to be an eye-opening experience. He “once got a love
letter from a female student! It’s actually a common thing for male teachers. There are
always women looking to have something with a teacher. They invite them out for coffee,
dinner.” Francis realized that “these students are lonely.” He reflected on and analyzed
the situation he found himself in:
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In this society, there are so many lonely people. They don’t have many friends. If
you are nice to the student, they misunderstand that you have emotions for them,
“Oh, he cares! He just asked me how I feel and nobody’s asking me that.” You
just want to be nice, but they believe that you have feelings for them. Another
thing is, they see you as a foreign gentleman. Like, ladies first, opening the door
for them, unlike with Japanese men. I even had students who didn’t want to study
but just talk, just spend time together. It’s like counseling. You have to listen to
them and try to help them. Being a good listener is [essential in this line of work].
(interview, 2/24/2016)
Noticing that there are many people in need (for example, struggling with anxiety and
depression) around him, some of them being his friends, Francis felt a strong urge to
help. He undertook training with a Japanese institution that provided counseling courses
for volunteers interested in helping people in crisis. This training also equipped Francis
with skills that helped him to talk with his students.
As mentioned above, Francis mainly taught young learners. On his own, he
studied and read extensively about young learner pedagogy. He critiqued the lack of
curriculum development for young learners in private English schools in Japan. He
believed that these students deserved better and would tremendously improve if more
effort were put into educating them. He loved teaching children and worked well with
them, but after many years of teaching them, he grew dissatisfied and unmotivated:
I got tired. You know, teaching is… like a circle! It’s always the same thing. Not
challenging anymore for me. I’m not motivated. I realized that I can’t do this
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anymore, physically, mentally. I’m getting older, but I’m working with kids,
riding my bike from place to place, from one classroom to another. There’s no
real chance for promotion. Once I even worked as an ALT through an eikaiwa
school, but that was like being a clown, a foreigner for show. And then, just
“repeat after me.” I do not want to do that anymore. (interview, 2/24/2016)
That constant “running from one place to another,” in particular because the classrooms
where he taught were located “in different parts of the town” contributed to Francis’s
rethinking his life at that point in time (interview, 2/24/2016).
It is important to note that Francis did not give up ELT on a whim. He genuinely
loved teaching. He once had even considered enrolling in a master’s program and
specializing in TESOL, but “it was expensive and these past 10 years I’ve been so busy. I
didn’t have the time to study properly. I worked from early morning until 9 pm almost
every day.” Nevertheless, Francis “took an online course, for credit, from Harvard
University. It’s about [children’s learning]” (interview 2/9/2017). That only shows how
dedicated as a teacher he was. When we talked and exchanged emails, he always
passionately spoke and wrote about teaching. To illustrate,
I tell my students, “I’m like a film director, and you are the actors. So, it’s not my
work; I’m just guiding you through the movie, so you guys have to put much
effort to be the center, the soul of the film.” (interview 1, 2016)
At the time of our last interview in 2017, Francis had already stopped teaching, but he
still thought and spoke like a teacher. That quality seemed to have led him to his new
adventure:

173

I’m still thinking about teaching because it’s one of the things that I enjoy a lot.
Dealing with people is what I like. Massage ((which he was also trained in)) is
also like that. I've been talking to many people and a lot of people have issues.
They tend to talk a lot with me. I’m kind of a good listener. I really listen. I have
this connection with people, and they become more open to learning. The most
important thing is how to get to the students. You can “teach” ((signaling inverted
commas with his fingers)) but if you don’t get through to the student... […] This
job has helped me develop some extra sense to deal with people. (interview,
2/9/2017)
He continued talking about having a feel for what people need and how he enjoyed
working with them. He seemed to be a compassionate person. He became interested and
learned how to teach yoga and perform massage and was looking for a job where he
could help people through care and communication.
Before he quit, Francis had hoped for more in ELT. At one point, the owner of the
school where he worked invited him to be a co-manager, which he accepted. After a few
years, the owner had promised, Francis would be the manager and eventually would be
the only leader after the owner retires. He felt betrayed when the owner broke the
promise after several years (interview, 3/14/2016). After nearly two decades of teaching,
Francis left ELT as it did not fulfill him, nor did it provide a stable enough career.
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“I love Japan, and I Hate it!”
Francis had many positive experiences in Japan, but he also had negative ones. He
seemed disappointed at the lack of knowledge about the world that his students and that
people around him exhibited:
The image that the Japanese people had about my country when I just started
teaching was so narrow-minded. When they ask me where I’m from, and I say
I’m from Peru, some people asked, “Do you have cars in Peru?” and “Do you
keep llamas?” And many of them actually don’t even know where Peru is. That’s
because they don’t care much about other countries. They just know America and
maybe France, or Europe. And that’s it. (interview, 2/24/2016)
Although the ignorance he encountered disappointed Francis, he found it more difficult to
cope with the way Latino people were perceived in Japan. He knew that “Latinos have a
history of working in factories,” doing difficult, low paid, menial jobs, “where you have
to deal with people without education.” He felt that “Japanese people behave as superior
to foreigners and they treat them very badly.” However, Francis’ status started changing
when he became a teacher:
It was like now the Japanese [ELLs] started looking from the bottom… up… to
where I was. Before, they’d be looking down upon you. But, it was a turnaround
now, in my situation. Now, for them, I was, “Oh, OK, you’re a teacher!”
(interview, 2/24/2016)
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In spite of his somewhat elevated status, Francis still experienced isolation. For example,
he spoke about the time when he worked as a dispatched ALT. He shared an office with
Japanese staff and teachers, but there was little communication between them:
It was really hard to fit in that place. In the teachers’ room, you’re like sitting in
one corner, and that’s your space. They were nice, smiling, but you’re sitting in
one place only, alone, and waiting for your classes. In general, Japan is a very
difficult place for foreigners to live in. (interview, 2/24/2016)
He spoke about discrimination he and his friends from different ethnic and national
backgrounds experienced in Japan. For example, he mentioned foreigners being
discriminated against when renting a place to live and being stopped by police officers
when driving or riding a bicycle. His partial Japanese descent meant that Francis’ facial
features somewhat resembled the majority of Japanese nationals, which resulted in his
“being left alone, in general,” when his non-Japanese friends were racially profiled.
He then returned to the issue of how Latino and South American Nikkei people
living in Japan are treated, “I love Japan. I hate it at the same time! It’s like you are
welcome, but you are not welcome. You get a visa, but you’re not accepted.” He recalled
an incident from the night before one of our interviews when he had a business meeting
with a Japanese company owner:
I was with this Japanese guy, a company president. We went to a very expensive
restaurant and these Japanese there are shocked to see a Peruvian guy with this
person! I mean, that guy is important. Oh, wow! How? They seemed very
surprised, like, how can I even have this kind of friend! He’s very important and
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this place is very expensive. The image is like that because if you’re Peruvian,
you’re not important. And that guy is usually with other Japanese, but last night
he came in with me. (interview, 2/9/2017)
When people do not know what nationality Francis is, they frequently assume that he is
Japanese, and he can easily pass. On the other hand, when he is found to be a Latino
Nikkei person, he sometimes becomes a target of discrimination. The situation was
equally disheartening but different in the way Francis was treated in his home country,
where he was a visible minority:
They said I’m not Peruvian. They say Chino, which means Chinese [used as a
generic term for East Asians]. And they say, “Chino, Chino,” when they see me.
You don’t feel like you’re a Peruvian 100 percent, even if you were born in Peru,
because you look different. And then when you come here, you are not Japanese
either. You’re a foreigner. So, wherever I go… (interview, 2/9/2017)
Francis did not finish the sentence. He did not need to. The disappointment and pain were
obvious—he could not find a place where he would feel accepted for who he was and
where he completely belonged.
Despite the negative aspects of his life in Japan, Francis felt that there was a great
deal that he gained living and working there:
After leaving Peru, it’s been from zero up, up for me. It was from zero going up
because I came to work with my parents and didn’t have many options here. So, I
did many different jobs, but in the end, I was gradually getting a more stable life
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here. I earned enough money to travel, and I got a job that gave me the
opportunity to meet so many people. (interview, 11/2/2016)
For him, moving from Peru to the United States and then to Japan was a long, winding
but upward journey. He “started from the bottom” but made his way up:
I was doing the most difficult work and gaining experience over the years. I
realized that even though I’m a nonnative [English speaker], I have the skills to
become a good teacher. That helped me a lot. I was on Peace Boat too. I was also
a volunteer teacher for Spanish. (interview, 2/9/2017)
Visiting India and Thailand, where Francis went most recently in 2016 and where he
received training in massage, meditation, and yoga, made a profound impact on him:
I was without guidance about how to lead my life. I was only working all the
time—home, work, home, work, like that. I wasn’t thinking about my life and my
future. I didn’t plan things. Now that I’ve stopped, I realize that I needed to stop,
to quit teaching English. I needed to realize that I have to change many things.
When I was in India and Thailand, I had time to think and to rethink my life. I had
time to take care of myself, to really think it over. I felt more comfortable in my
skin and I also studied and studied... and thought a lot. (interview, 2/9/2017)
Francis moved outside Japan in 2017 and his new adventure started. In his last email to
me in September 2019, Francis informed me that he was doing well. He fondly
remembered his time teaching children in Japan but was also eager to continue building a
new, successful business career in his new host country.
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Mike
Mike’s family moved from South Korea to Canada when he was in elementary
school, which resulted in a long and complicated process of adaptation Mike had to go
through. When he was a university student in Canada, he came to Japan for a year as an
exchange student before moving to Japan after graduating from university. After
graduating from university, he experienced some ESL teaching in Canada, but was
unable to make it a regular job. Before coming to Japan, he also lived for two years in
another Asian country and learned the national language of that country. At the time of
our first interview in 2014, Mike had lived in Japan for eight years. His first job in Japan
was in the countryside, where he taught eikaiwa to children and adults. After that, he also
had a non-ELT full-time job, but he returned to teaching English after that. When I met
Mike, he was working for a small eikaiwa school in Tokyo. He not only taught English
but also worked in the administrative section of the school.

“I have Switches in my Head!”
In our interviews, Mike frequently mentioned his transition from his native South
Korea to Canada, where he moved as a child, and to Japan, where he moved later in his
adult life. By saying that he had “switches” in his head, Mike was referring to the
different cultures in which he lived and explained how he learned to adapt to each one,
albeit with some difficulty: “I’ve become really good at adapting. I know what to do,
what’s expected of me. But, I’m actually a mixture of everything. I can’t really define a
nationality and be attached to one country” (interview, 2/14/2014).
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After a long journey that involved living in three different countries (Canada,
South Korea, and another Asian country), Mike had finally found a place for himself.
That place for him was Japan and he did not need to put much effort into adapting to it:
That’s why I live in Japan. If I were to live in Korea, I’m half Canadian, sort of;
I’d feel uncomfortable. In Korea, people would see me as Korean and I would
have to do things the Korean way, to follow Korean culture. It would be really
uncomfortable. In Canada, too, although it’s multicultural, it’s individualistic, and
I’m also Asian. I’m not 100 percent Korean, and in Canada, too, I’m not 100
percent Canadian. I’m in between and when I came to Japan, I thought the place
was a good mixture of Asian and Western culture. (interview, 2/14/2014)
However, as a child and in his youth, he was able to adapt relatively well to both
Canada and South Korea. At one point, Mike said that he could, if needed, be extremely
flexible and he even called himself a chameleon.
The roots of this need and ability to adapt could be in his early life when he
moved to Canada. He did think of that transition as beneficial in the end and, as an adult,
felt happy that his parents had moved to Canada. That migration allowed him “to learn
many things and become able to speak different languages” (interview, 8/28/2015).
However, in the same interview, he also qualified that transition as challenging: “I really
had to pretend that I’m satisfied. I had to adjust. Everything was just always pretend,
pretend, pretend! Pretend that I’m adjusting. Pretend that I’ve adjusted.” He felt
pressured by the people around him to show them how he was adapting well, and he did
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not want to disappoint and worry his parents. He found the transition from Korea to
Canada so painful that he used the word “sacrifice” repeatedly:
The sacrifice that I had to make in Canada, in order to get all the education, just to
be able to catch up with everyone… Can you imagine 14 years of just studying!
Even hankouki [反抗期, a rebellious teenage age], I didn’t have it! I didn’t even
have time to experience that. (interview, 8/28/2015)
He looked back at his formative years and education overseas rather unfavorably as he
experienced discrimination as an immigrant and racial minority. He eventually gave up
integrating in the society and focused all his energy on learning:
There was a lot of discrimination. […] My 14 years in Canada was just plain
miserable. […] But, once I learned English, I really didn’t want to interact, after
the experience with discrimination. I didn’t want to get involved at all with
Canadians. For 14 years, I spent all that time by myself, alone; it’s not an
exaggeration to say. Studying by myself; 14 years of just studying by myself.
(interview, 2/14/2014)
What he had been through left deep scars. The whole process resulted in Mike’s inability
and unwillingness to identify with the host country and the nation that his family had
become a part of: “I don’t feel like I’m Canadian. I didn’t really have friends among
Canadians, so I don’t know that dynamic, relationships. I didn’t really belong to any
group in Canada” (interview, 8/28/2015).
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His interactions with other Koreans who arrived as exchange students were not
fruitful either because of the cultural differences between Mike, who grew up in Canada,
and Koreans who had spent a much longer time in Korea:
I had some Korean friends who came from Korea to study, but I couldn’t really fit
in in that group because they were very Korean. It’s a very collectivist society.
They really want to be in a group. […] I thought they were using me in some
ways. I could speak English, so, “Can you write my essay for me?” and so on.
And they were doing favors for you because, “You did it for me,” you know.
They always had to return the favor. I didn’t like that kind of Korean ways of
doing things. (interview, 2/14/2014)
This experience cemented Mike’s decision not to try living in South Korea when he
considered moving out of Canada after he graduated from university. He found that the
best place for him to live was Japan, which he said he liked very much and felt
comfortable living in: “No one forces me to stick with one culture, there’s no pressure. I
don’t really have to pretend much, to pretend by external forces, only by my own choice”
(interview, 2/14/2014).
Like Kureha, another Korean Canadian who loved living in Japan, Mike did not
work for a traditional Japanese company but in a school where most of the rest of the
workforce were non-Japanese. This situation might have made it easier for him to adapt,
compared to what the situation would have been like in a more typical Japanese company
where the atmosphere would probably be less international. Ironically, the collectivism
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that marks the traditional Japanese society and work culture might be too similar to
Korean collectivism to Mike’s liking.
Nevertheless, Mike had to adapt to his workplace to a higher degree than did the
other foreign employees who he worked with. Whereas the other foreign teachers had
only to teach, Mike’s job meant that he had to participate in meetings with the Japanese
staff and sometimes write emails in Japanese. He was, in fact, hired by an eikaiwa
employer specifically because of his Japanese ability. He was not originally hired as a
teacher but as a member of administrative staff. As he was a NES, he was asked to also
teach English after he was hired. His position, due to his linguistic and cultural capital,
was a blended one. Thus, he had to moderately use his “switches”: “It’s not like turning
the switch completely on and off. It’s like in the living room, you have this round thing,
and you can completely change the lighting, adjusting it bit by bit, at different levels”
(interview, 8/28/2015). That was what he did when he had to perform different roles and
use different languages.
Sometimes his adjustment to his environment might seem almost extreme. In
different interviews, Mike frequently mentioned, with satisfaction, that he could blend in
in Japan because of his appearance, mannerisms, and linguistic ability. He described an
event where a Japanese person who had not met before spoke with him: “[She] never
noticed that [I was] a foreigner because I spoke in Japanese only and behaved
accordingly. She probably thought that [I was]. I really believe that. I love that…
camouflage!” (interview, 8/28/2015).
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His desire to adapt and blend in had been strong from before: “As long as I’m in
Japan, I want to be like them! I want to be like a Japanese, to behave like them!”
(interview, 2/14/2014). He was a perfectionist as well and wanted to be so fluent in
Japanese that he could “fool a native speaker into thinking that I’m a native speaker [of
Japanese], that I’m Japanese!” (interview, 8/28/2015). As mentioned before, however,
Mike did not feel forced to excessively adapt in the new host country; it was his choice
because he loved the culture and felt comfortable in Japan.
Mike’s Japanese fluency allowed him to perform administrative duties that, he
said, no other foreign teachers at his eikaiwa workplace were able to do (as described
above). He was proud of the work he did. Although he enjoyed being able to do nonteaching work at the school, he was also passionate about language education. His desire
stemmed from the “hard time” and “shock” he experienced as a child moving to Canada:
[That’s why] I’ve wanted to help people, to teach, because of this experience.
Sometimes I can see things from [the learners`] point of view. I used to be like
them. I teach them English, but I also teach them how to study. I enjoy teaching a
lot! Being able to help. But at the same time, I enjoy being able to see myself
capable of providing that. It's self-satisfaction for me. (interview, 2/14/2014)
Mike had a strong opinion about what makes a good teacher. In his view, good teachers
effectively convey their knowledge and induce a change in the learner. Furthermore, he
believed that language teachers should understand their students’ L1. In an email a day
after our first interview, Mike wrote: “You need to know the Japanese language because
you need to know how your students think. And they think in Japanese” (email,
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2/15/2014). He was so passionate and enthusiastic about teaching that he added, “A
lesson needs to have a story, like a novel, not to be dry like a technical manual” (email,
2/15/2014).
However, in spite of his enthusiasm for teaching, about 18 months later, Mike did
“not want to be seen as just an eikaiwa teacher; don’t want to be seen as one of them,”
referring to the NESTs he worked with. He described some of his NES colleagues as not
hardworking enough. He resented that they did not learn much Japanese even after living
in Japan for many years (interview, 8/28/2015). Mike critiqued the eikaiwa industry:
A lot of eikaiwa teachers are not qualified to teach, and because of the messy
conditions in eikaiwa it's exactly like that for Japanese staff as well. It’s not a kind
of job that people want to have. They end up here because they don’t have a better
choice! That’s why you end up working with such unprofessional, unmotivated
people—teachers and staff. (interview, 8/28/2015)
Mike had work experience in a non-ELT field, and he used this knowledge in the eikaiwa
classroom when teaching adult students from the same professional field. He frequently
worked overtime and was committed to his work. But he felt that he was undervalued and
underpaid for what he did with his expertise. He blamed the lack of proper employee
performance evaluation for this situation in his workplace (interview, 8/28/2015).
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“I Feel So Special”
Mike was growing increasingly unsatisfied with his eikaiwa job:
I’m not satisfied with my career at this point. Maybe I was satisfied before
because I was learning new things, but right now, I feel like I’ve got everything
that I need to get from this workplace. I really need to make a big jump right now
for my next career. Yeah, I want to be involved more in business, not so much in
teaching. I want less teaching. (interview, 8/28/2015)
About a year and a couple of months after he talked about his desire to leave the eikaiwa
sector, Mike found a new, non-teaching job. When we met several months after he had
started a new job, he looked back at his final years in the eikaiwa industry. He mentioned
again that there was no appropriate promotion system in his former eikaiwa school. He
shared that in that particular school salaries had not changed for years. Moreover, all the
teachers were paid the same, regardless of their qualifications and experience.
After moving to Japan, Mike had always wanted to use as much of his linguistic
ability at work as possible. He was fortunate to have found his last eikaiwa workplace
that made that possible and hired him not only as a teacher but someone who also helped
with the administrative work, marketing, and translation. He did not limit his marketable
skills and values as an employee to his languages only, but language use had been a point
of contestation for him in the past. Some English language schools would not allow him
and other foreign teachers to use the Japanese language in class and wanted their teachers
to speak English only in the classroom. But, Mike’s Japanese is at an advanced level, and
he enjoyed using it at work. Some of the students wanted consultations with him in
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Japanese. Being able to use Japanese at work made him happy, but with time, he wanted
to do more—build a solid career and try new things. Although the search did not go
smoothly, he eventually found a new job:
When I started my job search, I didn’t want just [ELT]. I was interested in
material development and curricula. But, many schools just rejected me. They
would look at my resume and they would not be interested. There isn’t much
space for me in that industry because I’m of a rare kind. [Employers] can’t
imagine a position for someone like me. They imagine only [monolingual] NESs.
I realized there’s just no place for me in this industry! So, I thought, “Where can I
use my skills?” I've done translation a lot and worked in [another industry] for
several years. I also consulted with a recruitment agency. […] I used all my
experience to get into this company I work for now. (interview, 2/24/2017)
He was satisfied with his new job and felt proud that he worked under the same
conditions, “just like a normal Japanese employee.” His current employer appreciated
hiring someone like him because the company had to look hard to find a balanced
bilingual capable of working in that particular field that Mike had worked in in the past:
This company knows who I am. They tried for a year to find someone for this job,
but they couldn’t find the right person. This is a good position for me. I enjoy
working there. […] I don't use English, except to read documents, and there’s no
teaching involved. (interview, 2/24/2017)
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Mike has found a new sense of self-worth and extreme satisfaction: “I feel so special
now, and I feel that I deserve this position, and not many people can take this position
away from me” (interview, 2/24/2017).
As mentioned above, one of the reasons for his earlier dissatisfaction and
disappointment was that his strong work ethic was mismatched with the work
environment in his eikaiwa school. He detested being categorized “just as a NES”
because he considered many of the foreign teachers who he worked with to be “on
language vacation, getting paid to speak their mother tongue.” This state of affairs
frustrated him:
Foreign teachers don’t see the organization, at meetings, they’re bored. They just
want to get over with it. They don’t like to think about what they can do for the
organization and for the students. They just want to do their 10 lessons, that’s all.
Even when they work only 30 minutes of overtime, they focus on how much they
work overtime. They don’t think about the students. They think, “I worked
overtime; I work hard!” It’s all me, me, me. (interview, 2/14/2014)
He was so annoyed with his former coworkers’ (in his view lack of) work ethic that he
brought this same topic up again in our interview in 2017:
Some teachers are making money for almost doing nothing. Nobody monitors
them. They can afford to slack off, do nothing, and still get paid. That's why some
teachers stay in eikaiwa. It’s an easy way to make money. It’s a sweet spot that
they’ve found, and they don’t want to let go. (interview, 2/24/2017)
He contrasted that with his own strong work ethic and passion for work:
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I see what I need to do for the company and I do it. That’s the source of
motivation for me, and school means students, so I focus on that--what’s best for
our students. Even when I work until 5 am, and I do that often. (interview,
2/14/2014)
In 2017, after having started his new non-ELT job, Mike’s work ethic seemed equally
strong: “I never get stressed. I like what I do. I love my job. Even if I work until 5 am, I
don’t feel stressed. I don’t do it because I have to, I want to” (interview, 2/24/2017). He
reported that his new coworkers work as much as he does, and his bosses appreciate his
efforts. Mike seemed enthusiastic and satisfied.
His newly found career also affected his and his family’s life plans. In 2015, Mike
mentioned that he sometimes had some concerns about living in Japan as a person of
Korean descent. At one point in his life he entertained the idea of returning to Canada
because he was concerned about how his child would be treated in school because of the
family’s Korean last name. But his new career made Mike change his mind. It made him
feel increasingly hopeful. When I asked about the plan to return to Canada, he said:
That has changed. Sure, it would be good for our child if we moved to Canada,
but it would be difficult for us to do something that we want to do, if we move
there. The economy is not good there. My career plan has also changed. Right
now, it’s good because I’m working in this company and I’m learning something
new every day. To work with our clients, I have to use a lot of complex language,
complex grammar in Japanese.
He started thinking about new plans for his new, future career as well:
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Eventually, I want to get into [a niche field]. There will be a lot of demand for that
in the future. I hope to become a freelancer, so that I can work anywhere and take
[my child] to Canada during the summer. But if my current company treats me
well, I get a raise, get promoted, I could stay. I could just freelance on the side. I
used to think I would maybe continue ELT and material development in
particular, but I cannot make the most of my bilingual skills that way and I don’t
get the money. (interview, 2/24/2017)
The new career has clearly given Mike something to rely on and his self-esteem grew. In
his interviews and emails (he last emailed in 2019), Mike repeatedly mentioned the
sacrifices he had to make in his life to adapt and to learn new things. It seemed that his
sacrifices finally paid off. The new career had put an end to Mike’s struggles.
In Chapter 6, I shared the findings on Danielle’s, Francis’s, and Mike’s life
journeys trajectories. Their trajectories offer a glimpse of the lives of people who
experienced multiple migrations. All three of these participants lived in at least three
different countries. These migrations left deep impressions, if not scars, on them.
Working in the eikaiwa industry resulted in disappointment for all three participants.
Fortunately for all three, each one of them had other options and other dreams to pursue.
Their internal drive but also their educational, cultural, and linguistic background and the
connections they had built over time allowed them to move on relatively smoothly.
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CHAPTER 7
CONVERTIBLE CAPITAL IN THE EIKAIWA INDUSTRY

This chapter includes findings from the data from the 19 participant teachers’ and
ten managers’ interviews and email messages and eikaiwa job postings. The findings
from this chapter serve as a basis to answer research question two: What types of capital
are readily convertible in the field of the eikaiwa industry, and how do different types of
capital affect individual teachers’ career outcomes? In the chapter, I describe what types
of capital were readily convertible in the eikaiwa industry in the case of the 19
participants and based on the reports from the managers. These conversions and
transformations of capital made it at times easy and, at times, difficult for the teachers—
six core and 13 noncore participants—to find desired work.
Some individual characteristics, either acquired (e.g., a second language) or innate
(for example, race), helped the participants find employment. In other cases, these same
characteristics made it difficult for some participants to find work. These characteristics
can be categorized as Bourdieusian cultural, economic, and social capital. Certain types
of capital, such as English as L1 and White race, were readily recognizable in the host
country as in the participants’ home countries. Moreover, these characteristics became
more valuable in Japan in ELT than in the participants’ home countries. Further
elaboration of these types of capital is in the discussion chapter. Connections with
relevant literature are also made in the same chapter.
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In the first section of the present chapter, I describe how the participants found
eikaiwa work and how their social networks (social capital) helped them in their search.
Following that, I focus on the participants’ educational background, and work experience,
both of which are categorized as cultural capital in the discussion section. Next is the
section that is reserved for findings about the issues that concern the participants’ accents,
race, nationalities, L1s, and what entails the perceived native speaker status. Finally, I
discuss an emergent issue of ELT outsourcing from the commercial to the formal
educational sector. I discovered this issue unexpectedly first in my interview with a
NEST participant Steven (described in detail in Chapter 6). I later found more
information about it from Catherine (NNEST, the Philippines) and Elizabeth (a noncore
NEST participant, Australia) who were dispatched to high school and university classes,
respectively. Two managers and a school owner also shared details about their eikaiwa
schools dispatching teachers to a large number of universities in the Kanto area.
As the six core-participants’ life and work trajectories are described in Chapters 5
and 6 in detail, this information will not be repeated in this chapter. Instead, the focus in
Chapter 7 is on the findings that pertain to the six core-participants that were not dealt
with in detail in Chapters 5 and 6. Findings from the 13 noncore participants’ interviews
and emails complement the findings from the six core participants. These findings help
provide a fuller description of how Bourdieusian capital behaves in the eikaiwa industry.
For the purpose of data triangulation, findings from two additional sets of data are
included in this chapter. First, there are findings from the series of interviews and emails
with 10 managers, supervisors, and eikaiwa school owners. In addition to that, findings
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from eikaiwa job postings from Gaijinpot, “the largest recruitment website for global
talent in Japan” (Gaijinpot, n. d.) and O-hayo Sensei, the “oldest and largest jobs-inJapan publication” (O-hayo Sensei, n. d.) are also included. The data from job postings
were collected at random intervals between 2016 and 2019. Occasionally, when a
particular posting contained less detailed information, I looked at the schools’ websites
for which the links were provided in the postings. Accessing the websites enabled me to
gather more information about particular schools’ hiring processes.
As mentioned earlier, the participants’ privacy needs to be protected. To ensure
that, in some cases, in particular where participants come from countries with small
populations, I do not reveal the participants’ nationality or their native languages. Sharing
information about their L1 might, in some cases, reveal the participants’ nationality and
thus jeopardize their anonymity. The managers, supervisors, and school owners are
mentioned only as “informants” with numbers assigned. These participants’ life
trajectories and capital they possess are not part of the research. Therefore, their
nationality, gender, and other demographic data are not relevant for the study. Although
eight out of 10 of these participants are male, I refer to them with the singular “they.”

The Adventure Begins
In this section, I share findings about the participants’ job searches. I begin with
descriptions of social networks that comprise their social capital and that helped them
find eikaiwa work. Following that, findings about the participants’ cultural and symbolic
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capital—their educational background and work experiences—are shared. The focus is
on acquired, not innate traits. The participants had some control over these traits.
The ways NESTs and NNESTs in this study found their first eikaiwa jobs were
different. The types of employment they found were also different. That is, all NESTs
had full-time jobs, whereas almost all NNESTs had only part-time jobs, even when they
wanted to work full-time. Danielle was the only NNEST who once had a full-time job
(described in Chapter 6). Among the NNESTs, Emma, Fernando, and Hannah were not
interested in working full-time in ELT because they were either involved in other types of
work as well or were graduate school students at the time our interviews took place.
Most NNESTs in this study found their first eikaiwa jobs through a variety of
social networks they had access to. Some of these NNESTs had already been in Japan,
for example, on visas for visiting students or Japanese nationals’ dependents, when they
learned about commercial ELT job opportunities and applied for them. Typically, the
NNESTs did not see eikaiwa job postings in their home countries. Furthermore, none of
the NNESTs were recruited while still in their home countries. Some NNES participants
(for example, Danielle, Diana, Francis, and Fernando) explained that they first found out
through friends or university classmates that there was an eikaiwa job market and that
people fluent in English could find ELT work even without teaching credentials.
These social networks were helpful to some participants even before they arrived
in Japan. For example, Emma (NNEST, Africa) had learned about ELT opportunities in
an Asian country, where she worked at the time. She “had a friend, from my home
country, working [there in Asia]. She taught English there and made a lot of money. Back

194

then, it was still very profitable to teach English” (interview, 6/22/2015). Many years
later, Emma found herself in Japan with her Japanese spouse and “found my jobs and
private students through friends who were here, word of mouth, friends of mine that left
Japan.” Diana’s (NNEST, Europe) first eikaiwa job was introduced to her by a Polish
friend from the same graduate school. These accounts indicate that social capital was
particularly valuable in the case of NNESTs who looked for their first ELT jobs in Japan.
Most NESTs had first traveled to Japan as tourists or to visit relatives, as high
school or university students. Following these visits, these participants wanted to
experience life in Japan. This desire led to their looking for a type of work that would
allow them to fulfill their desire to relocate. Elizabeth, Mei, Mike, Kureha, Richard, Sean,
and Steven (all NESTs of Asian descent, from NABA) shared similar stories of their wish
to migrate to Japan. Most of them found ELT employment from job postings they saw in
their home countries. Some found job postings at their universities that eikaiwa recruiters
visited. It is common practice, as explained by Informant 8 that larger eikaiwa schools,
such as the one where this informant worked “advertise overseas in universities,” and
some people apply for these jobs before they graduate (interview, 2/13/2018). Once in
Japan and looking for new jobs, the NESTs also had at least some of their subsequent
jobs introduced to them through friends, resulting in their social capital transforming into
economic capital.
Non-ELT jobs were also introduced to some of the participants through friends
and coworkers. Some of these new or side jobs were well-paid and significantly helped
the participants’ budgets. Emma’s (NNEST, Africa) students learned that she knew
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Mandarin and introduced students interested in that language to her. Sean (NEST) was
able to build relationships with Japanese friends, which led to his early abandonment of
the eikaiwa job that he did not see as a career. He quickly found a job relevant to his
educational background and professional interests (interview, 11/17/2013). For Richard
(NEST), having a friend and coworker who was in graduate school helped him find a
program and scholarship to undertake graduate study (interview, 7/24/2015), which he
completed by the time study ended. In addition, his friends introduced another part-time
job in English language testing to him. Overall, social networks were largely beneficial to
most of the NES and NNES participants for non-ELT employment as well.
Educational degrees, specific majors, credentials such as TEFL certificates,
proficiency in multiple languages, and work experience also helped the participants find
work. Prior to arriving in Japan and starting ELT work, all participants except Chris
(NNEST, Europe), who had an associate degree holder, had earned either bachelor’s or
master’s degrees. Having a university-level education was a fundamental requirement for
eikaiwa work, as was evident from many eikaiwa job postings on Gaijinpot and O-hayo
Sensei. The 10 eikaiwa managers interviewed in this study also confirmed that their
schools hired only people with university degrees in any subject. A university degree is a
requirement for the most typical visa that the participants held: the Specialist in
Humanities/International Services Visa. This visa was unnecessary for the participants
who were granted visas according to family status (e.g., dependents or descendants of
Japanese nationals) as that status also allows employment. Chris, for example, had this
type of residence permit as a spouse of a Japanese national.
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Having a major in education, SLA, or TESOL was not a requirement for most
eikaiwa jobs. In fact, some employers negatively perceived job applicants who had a
degree in education or having teaching qualifications such as CELTA (Certificate of
English Language Teaching to Adults). Informant 7 was a former eikaiwa school
headteacher and, at the time of our correspondence, worked as an overseas recruiter for a
large eikaiwa chain school. This participant explained that their school did not look for
candidates who “already have much ESL teaching experience” or ESL or SLA teaching
credentials. Such teachers might be “stuck in their ways,” which the school wanted to
avoid (email, 1/7/2018). Similar to that, Informant 1 did not seek people who were
“fixated on teaching in their own way because they would be inflexible, not willing to
change [and] accept new ways” (interview, 8/28/2015). Informant 8 did not wish to hire a
teacher with any teaching credentials
because even if you have the knowledge which you gained through, let’s say
CELTA, you don’t have a chance to use it [in our school]. You have to follow our
prescribed ways and what you learn in our training only. It’s easier for us to train
teachers. […] They accept our teaching method more readily if they don’t have
previous training and knowledge. (interview, 2/13/2018)
This Informant also deemed it “suspicious and strange” if someone had a master’s degree
but was looking for eikaiwa work instead of better-paid employment. In these instances,
cultural capital ceased to function as capital and did not transform into income—
economic capital.
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Another issue with having teaching experience and credentials is that it might not
be beneficial in terms of career development and salary increase. Informant 8 explained,
“even if you have a qualification, the salary is the same, and TESOL qualifications are
not important because staff and clients are not familiar with them anyway” (interview,
2/13/2018). Lyla (NNEST, South America) had a CELTA in which she invested “2,000
U.S. dollars.” However, her salary was not affected by this qualification, and it stayed the
same as before the certificate (interview, 3/7/2016). In her home country, Diana (NNEST,
Europe) was also qualified to teach English to elementary, junior high, and high school
students. However, that did not have any positive effect on her eikaiwa salary, even when
she taught ELLs of the age where her knowledge of pedagogy was of practical use.
Findings from job postings support the findings from the interviews. Some
employers paid all the teachers who start working for them the same salary, regardless of
their experience and qualifications. For example, Berkley House, an ELT company,
advertised its jobs on Gaijinpot in 2019, disclosing the following information: “All
instructors start at the same salary, regardless of background or experience” (Gaijinpot, n.
d.). In spite of some employers’ reluctance to hire candidates with teaching credentials,
other employers welcomed such teachers (Informants 4, 9, and 10), which is elaborated
below, following the findings about work experience.
Many job postings did not require teaching experience. Some schools, such as
Nova, did not mention work experience at all in their job postings. Other postings read
that the job did not require teaching experience. For example, Gaba typically included the
“no experience required” phrase. This phrase also appeared as part of their company
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introduction disclosed online (Gaijinpot, n. d.). For Aeon, another chain eikaiwa school,
teaching experience was “helpful, but not necessary” (Aeon, n. d.). Berlitz considered
teaching and other work experience as a plus, but it did not seem to be required for their
regular eikaiwa jobs (Gaijinpot, n. d.).
However, some of the managers I interviewed said that they highly valued job
applicants’ teaching experience. The teachers that Informant 9 sought “should have at
least two years of experience teaching English in Japan.” This employer also believed
that their students wanted experience teachers (interview, 3/23/2018). For Informant 4,
teaching experience was the most important requirement when hiring teachers (interview,
8/21/2015).
Several teachers (Emma, Chris, Joseph) also shared that their earlier teaching and
other work experience was sometimes helpful when they looked for new jobs. Chris
(NNEST, Europe) was hired by her Japanese employer because she had relevant work
experience as she had been employed for many years in childcare in her home country.
By the time of our interview, Chris had worked with young children in the same
“afterschool children’s English program for about 11 years” (interview, 9/6/2014). Emma
(NNEST, Africa) had taught English in an Asian country in public schools for six years
before coming to Japan. This experience was sometimes helpful when she looked for
ELT work in Japan. Some of Joseph’s (NNEST, Europe) employers appreciated he had
gained some teaching experience in his home country, where he taught children but also
university students.
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However, some other teachers (for example, Danielle or Lyla—who had English
teaching experience in their home countries) believed that some of their employers did
not positively value their teaching experience. It appeared that every school and every
employer had specific requirements regarding teaching experience. Thus, the teachers
had different experiences with their job search. Most of the interviewed NESTs and
NNESTs knew that quite a few schools did not seek teachers with previous teaching
experience, which many of the participants found surprising at first.
Apart from relevant work experience, some of the employers in this study were
interested in recruiting teachers with teaching credentials. Informant 4, a Japan-based
eikaiwa teacher recruiter and headteacher, preferred teachers who had a teaching degree
or master’s level education (interview, 8/21/2015). Informant 9, an eikaiwa school owner,
preferred hiring “teachers with teaching experience and qualifications [because they] are
easier to market to our students” who want to study with “professional educators”
(interview, 3/23/2018). Some schools, for example Shane, might require the applicant to
have a teaching certificate such as a CELTA. An interesting piece of information came
from Informant 10, who reported that the school where they worked as a manager
considered a CELTA type of qualification more valuable than having a master’s degree.
“CELTA is the minimum and non-CELTA qualified teachers would have been screened
out before the interview, possibly even if they had a master’s” (interview, 3/12/2018).
Even when education-related qualifications such as TESOL and CELTA were not
required, some teachers felt positively transformed after obtaining them. Through selfdirected study Francis (NNEST, South America) read extensively on psychology and
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teaching. He also found his TEFL certificate, earned in a Southeast Asian country after a
month of daily study, helpful in his teaching, “After the course, I became more
professional as a teacher. It gives you the structure […]. When I use it, I control my time,
I can be more confident, and the students notice it” (Francis, interview, 2/24/2016).
Through this program, Francis gained confidence but also a tangible outcome, something
to put in his CV to show to potential employers.
Diana’s education in pedagogy—she was qualified as a teacher in her home
country—helped her feel comfortable in the classroom at first because she knew she had
training and knowledge, which increased her confidence. However, she was not trained to
teach three-year-old children that she was put in charge of by her employer (“This is not a
job. It’s hard work!”). The employer, who did not have children of her own and no
experience teaching children, did not provide any training and simply told Diana to put
“three-year-old children into groups and teach them, as if they’re gonna stay where you
put them!” However, Diana was determined:
I learned the hard way, through experience. I’d feel very bad, go home and cry. I
blamed myself, “Ah, half of my class lost interest! So what can I do, what kind of
games can I introduce?” I realized they don't find this... fun! ... OK, I’ll find
another one, and another one, and another... I struggled and struggled and
struggled. I kind of got used to it. And then sooner or later, something will work!
(interview, 2/9/2018).
In this study, there were some employers welcomed teachers with graduate school
degrees. In fact, more NNESTs in this study had higher-level degrees than did the NESTs.
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Among the NNESTs, Diana, Emma, Fernando, Hannah, and Joseph had non-TESOL
master’s degrees that they had earned before coming to Japan. Diana earned her second
master’s degree in Japan. When I met her, Hannah was a doctoral student of science.
Among the NESTs, Elizabeth started her master’s in an area related to TESOL after
having experienced ELT work in Japan, and Richard started his non-TESOL master’s
degree in 2015. After he earned it, he left eikaiwa work for another, non-ELT job. In one
particular school, NNESTs “have much more formal education” than NESTs (Informant
4, interview, 8/21/2018). This manager hired NNESs “because I was impressed with their
experience [and] education.” In another school, the most popular teachers were German
and Singaporean NNESTs who had graduate degrees (Informant 2, interview, 9/1/2015).
The teachers with master’s degrees reported that employers and students typically
reacted positively to their degrees. However, the fact that these participants had such
education was not necessarily reflected in remuneration—institutionalized cultural capital
did not function as capital in this case. It did not result in economic gains for its bearers.
Richard (NEST), for example, compared his income before enrollment in his master’s
program and by the time he finished it. His newly acquired degree made “no difference”
in his salary, even though he also tried looking for new, better-paying ELT work when he
initially failed to find non-ELT work post master’s (interview, 3/12/2018).
In line with Richard’s experience, the NNESTs with graduate degrees also did not
report having any higher salaries than their NES and NNES colleagues who had only
bachelor’s degrees, even when their employers were pleased to hire them and disclose
their degrees on schools’ websites. Diana’s case was extreme. For one year working as a
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dispatch teacher from an eikaiwa school, she was sent to teach in kindergartens and was
paid only 1,000 yen per hour without transportation covered. Later, she was dispatched to
elementary schools and was paid more. This pay was much lower than she would have
been “paid for work in retail shops folding clothes” (interview, 1/31/2017).
As higher education did not necessarily improve teachers’ career prospects, this
market force deterred some teachers from obtaining more education. For example, like
Francis, Catherine also had considered enrolling in a TESOL master’s program. She
changed her mind because she did not believe it would be worthwhile as not many
employers were interested in hiring graduate degree holders (interview, 2/9/2018). Steven
also said that he also never seriously considered obtaining any sort of TESOL or CELTA
certification because it would not improve his income, and he would not be able to utilize
the knowledge in the classroom fully (interview, 3/1/2018).
In addition to work experience and educational background, several NNESTs
reported that their knowledge of languages other than English was beneficial to them,
although all NESTs were also multilingual. For some NNESTs, their L1 was an
additional source of income. For instance, Emma, Fernando, Francis, Hannah, Lyla, and
Joseph shared that they had opportunities to teach their L1s (for example, Spanish) in
Japan, although these instances were rare. Catherine was also able to use her French L2 at
one of her past workplaces. Emma had an opportunity to teach Mandarin, in which she
was proficient at the time. Danielle’s employer was pleased that Danielle taught basic
Italian to the pupils at their school. Danielle’s father was born in Italy, his family and his
cultural, ethnic, and linguistic background were not Italian at all. Although Danielle did
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not learn from nor communicate with her father in Italian, her employer thought it was
important that Danielle’s father’s place of birth was in Italy. The employer informed
Danielle’s students’ parents and they were all “delighted that my dad was from Italy
when I taught the kids Italian words” (interview, 5/18/2014).
Multilingualism as a feature, in general, was also positively evaluated by some
employers. Danielle said that the fact that she “had studied Italian, German, and Spanish,
and still being able to understand these languages to an extent” was something that
“employers like to see in my CV. It tells them that I’m fine with dealing with foreign
languages” (interview, 2/11/2014). For Joseph, the outcome was even more tangible:
I got one or two jobs explicitly because of my multilingual competencies. There
seems to be a trend of rethinking the way they look at English teachers in Japan.
[…] Employers realize that a person who’s learned a few languages can
understand the students’ feelings better than someone who can speak only his
native language. (interview, 6/5/2014)
However, this kind of outcome was rare. Most employers did not specifically mention
bilingualism as a trait that they look for in job candidates. Even for Joseph, his
multilingualism was “just an additional plus point, but not something which helped me
always get a job” (interview, 6/5/2014). Informant 1 did work for a school that sought
multilingual teachers, “We advertise our teachers’ multilingualism and qualifications
when potential clients come for counseling” (interview, 8/28/2015).
Although all NESTs in this study were multilingual, none of them believed that
speaking multiple languages was beneficial in their ELT work. As all of them had full-
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time jobs for most of their careers, there was not much need for them to seek additional
employment in languages other than English. When they wanted additional part-time
work, the demand for English was high enough to give them more ELT work.
Some NNESTs also argued that their multilingualism was not helpful in their ELT
work. For example, Chris (NNEST, Europe), who spoke her L1, English, and Japanese,
believed that multilingualism was not well received and understood:
My bilingualism never helped me find work. Employers still don’t understand
what bilingualism is and why it might be beneficial. Now some of them are just
starting to understand that there are different Englishes all around the world, and
they are all proper English languages. Only now some people are getting into it,
just a little bit more than before. (interview, 9/6/2014)
Similar to this account was Lyla’s (NNEST, South America). She spoke Spanish,
Japanese, English, and some French. Lyla explained that her multilingualism was not
helpful in terms of her ELT work in Japan. She worked as a dispatched English language
teacher for a private ELT company and said that “in this [job], you have to prove that
your English is good enough to become a teacher. And that’s it. […] Nobody cares about
your having another language” (interview, 3/7/2016).
There were other characteristics that employers expected and considered even
more important than job candidates’ education and experience. Overall, the managers
tended to mention the teacher’s personality and attractive looks as essential when hiring
new teachers. They phrased desirable personality traits in similar ways: friendly, fun,
kind, caring, approachable, and genki [元気, cheerful and energetic]. Job postings also
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referred to teachers’ personality. For example, a posting by a school called Aloha asked
for teachers with a “bubbly personality” (Gaijinpot, n. d.). This requirement was listed
under job qualifications. Informant 10 shared:
Students probably don’t know that eikaiwa teachers aren’t qualified. Do they even
mind? Students tend to put a lot of emphasis on “friendly,” “kind,” in their
feedback. So, things like friendliness are important. Friendly, kind, helpful. They
never say anything about, “I learned about this, something specific, from this
teacher.” ((laughs)) It's more about that kind of…characteristic, “He’s kind. He’s
really helpful.” But, really, if it were an image, like an attractive person, to be
honest. An attractive, young teacher. I think that’s a marketable image
everywhere ((laughs)). (interview, 3/12/2018)
Francis, who also worked temporarily as a “co-manager” in his workplace, said that when
the school received “a bunch of applications,” he and the female Japanese owner would
“then be choosing them just by looking at their pictures.” He said that “looks are most
important for marketing purposes” (2/24/2016). Most other managers mentioned that
teachers’ appearance (looking attractive, being fit) was necessary because “schools sell
an image” (Informant 6, interview, 8/17/2015). The impact of the teacher image, in
particular race, is revisited in more detail later in this chapter.
The examples described above show that study participants’ successes in finding
employment that they perceived desirable varied. The traits that were marketable and that
the participants had a certain level of control over were introduced. In the sections that
follow, I focus on the traits that the participants had little or no control over at all and
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how these traits affected the participants’ eikaiwa employment and teaching opportunities.
In some cases, other traits such as life overseas and education are described or revisited
as something a participant tried to use to compensate for some other, more desirable traits
that they did not possess.

Sounding Right
The focus here is on the findings about the participants’ efforts to appeal to
stakeholders as capable English teachers and how their hardwired (innate or nearly fixed,
irreversible) traits affected these efforts. In their job searches, the participants had to
tailor their resumes, prepare for job interviews, and satisfy the conditions that employers
deemed important. In other words, the participants had to market themselves. Sometimes,
they failed in their endeavors and employers and students rejected eikaiwa teachers for a
variety of reasons that teachers did not have much or any control over. Other teachers, on
the other hand, were successful exactly because of these same characteristics. These
characteristics include teachers’ accents, their L1, race, and nationalities. Some
participants tried to compensate for their disadvantageous traits and drew attention to
their other characteristics.
What stood out in the interviews with the NNESTs were Danielle’s and Hannah’s
responses. They, like all the other NNESTs in this study, reported having difficulties
finding ELT work mainly because of their NNES status and nationality. However,
Danielle and Hannah also emphasized the fact that they had lived in Inner Circle
countries and received their degrees there. These degrees worked in their favor even

207

though their L1 and non-NABA nationalities were disadvantageous to successful
employment. No other NNESTs in this study received their bachelor’s or master’s
degrees in the Inner Circle. All NESTs, on the other hand, had received their bachelor’s
(and master’s, in Elizabeth’s case) degrees in their English-speaking home countries. The
NESTs did not refer to that fact specifically as an advantage.
When asked about what was beneficial for her to find ELT work, Hannah
(NNEST, Europe) said:
Usually, I show my degrees from [a world-leading graduate school from the Inner
Circle]. So, people are like, “OK, she studied at [that university], probably her
command of English is good!” […] My education is from [two English-speaking
countries] and I’ve lived abroad for so many years now and used English all that
time. […] In job interviews, I emphasize that I’ve lived abroad for a long time and
that I got this education in English because I need to show that my English is
better than the average person’s English from [my country]. English is not our L2.
So, obviously, I’m trying to present myself as a native [L1] speaker with a very
high level of English by mentioning my qualifications and my experience living
abroad. (interview, 11/13/2014)
Danielle (NNEST, Europe) talked about her degree from an English-speaking country
repeatedly, in different interviews. She explained that she found her first children’s
eikaiwa employment in Japan in large part because of that degree:
My first Japanese boss really liked that I went to such good universities, the one
in [NABA] and [a prestigious Japanese] university. She offered to sponsor my
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visa, although she gave me only a part-time job instead of the promised full-time
work. […] My CV also shows that I studied in [NABA]. I studied and lived there
for three years. (interview, 2/11/2014)
Some NNESTs who never experienced studying or living long-term in English-speaking
countries felt that they lacked something important for an English teacher. Some even felt
inadequate as English teachers partly because they did not receive education and live in
the Inner Circle. Joseph (NNEST, Europe), for example, when asked if he ever studied
abroad, said: “I never say this to anyone, but honestly, I didn’t spend a long time in
English-speaking countries. I grew up in [home country] and I spent several weeks in the
U.S. I usually never tell this to anyone” (interview, 6/5/2014). He did not feel
comfortable and preferred not to disclose the fact.
Emma (NNEST, Africa) also felt inadequate as an English teacher because she
had not lived in an English-dominant country. She compared herself to me, saying she
was embarrassed and “have always felt like a liar. I’m not like you, I didn’t live in
America. When I teach adults, I feel, ‘Oh, no, my English isn’t good enough because I’m
not really a native English speaker” (interview, 6/22/2015). This was a surprising
statement because, to me, Emma’s English seemed excellent and she had taught the
language in government-run schools in another Asian country for six years.
It sounded like Emma was affected by the impostor syndrome, which was
sometimes noticeable to an extent in other teachers’ interviews as well. For example,
Lyla (NNEST, South America), fluent in Japanese, said she felt “worse” when she did
not know a word in English than when she did not know it in her L1. She explained,
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“You feel like you have to prove that you are capable” and translate into English
“whatever [Japanese] words your students throw at you” (interview, 3/28/2016).
Although she was not always confident in her English, Danielle felt that many
employers and her students’ parents saw her background in a positive light:
Nobody [at work] tried to hide the fact that I am from [a non-NABA country], but
I always liked to mention that I studied in [NABA] […], so that the parents don’t
think that I’m some kind of a Russian and that I speak with a Russian accent!
((laughs)) Yeah, they actually always liked to mention that at work: “But, she
studied at [a well-known university in NABA]!” […] Although many things don’t
work in my favor, this university degree has definitely always been a plus.
(interview, 2/11/2014)
As is evident from the quote above, when Danielle spoke about what helped her find ELT
work, she did not only discuss her educational background because of its content but
more so because of the country where she had earned her degree. A bonus was her
changed accent in English, which reflected her learning efforts and the fact that she had
lived in an English-speaking country.
Concerns about their accents or pronunciation were evident in many teachers’
interviews. Although Danielle loved not sounding “Russian,” she was still aware that her
accent was not completely NES-like. In the same interview, she admitted that she
“worried” and knew that NES job interviewers “can tell I’m nonnative.” That made her
“insecure and inferior.” She compared herself to a former coworker whose parents were
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from North Europe and South America but who spent several years as a child in the
States, “so although she’s not native, she can pass.”
Many teachers had negative perceptions or experienced their employers’ and
students’ negative reactions to their accents Hannah (NNEST, Europe) admitted that she
had some concerns about her accent:
If people say, “You sound American” or Australian, I feel complimented because
it means that my English has evolved to a level very close to native speakers’
English. So, that’s nice. Or, if they say that I have a northern European accent,
that’s also nice because I think that northern European accents sound good. If they
said that I sound so [my nationality], I’d be offended because I think it’s such a
strong, thick accent, and I don’t like it. I used to be kind of depressed that I could
never pick up the British accent when I lived in the U.K. (interview, 11/13/2014)
Catherine (NNEST, the Philippines), on the other hand, did not have concerns about how
her employers evaluated her speech. She was an excellent English speaker whose accent
was frequently perceived as authentic and “native.” People usually “can’t tell where I’m
from unless I tell them.” Sometimes they assumed that Catherine was from the United
States. Her “American boss” (from one of her past workplaces) suspected that Catherine
had “one American parent” (interview, 9/5/2014). Catherine was able to use a particular
accent that she felt was suitable for the situation she was in and people around her
sometimes reacted strongly:
Back at the university, I had friends from non-English-speaking countries and
they always gave me a hard time for my accent. Friends from Brazil, Bulgaria,
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and Germany… “Why do you speak English like an American, where is your
identity?” I said, “I don’t need to speak like this always. Back home, I use the
Filipino accent! I don’t even speak English back home!” (interview, 9/5/2014)
Lyla (NNEST, South America) also had similar positive experiences because of her
“North American accent,” but most NNESTs reported that they suspected they were
sometimes not given jobs because of their accents. Nathan (NEST, the United States)
knew about a case where “the school owner asked a manager to fire this teacher because
she was Indian.” She spoke with an accent that was perceived as typical of the region
where she was from but was undesirable in the classroom (interview, 1/30/2014).
Emma (NNEST, Africa) had a job interview in which “the interviewers didn’t like
my accent.” She also had a client who reserved a private lesson with her but then
questioned her background and commented
“I don’t know if people in [your country] speak English, what kind of accents
they have.” He checked my CV, and after he saw that I have a proper education,
he was fine. But he would comment a lot, “Do you pronounce it like this or that? I
thought you should pronounce it like that. Americans or British would say it this
way...” In Japan, people would ask me openly, “Hmm, [your country], is that a
native English-speaking country?” […] Some people made inconsiderate
comments about my accent and it made me feel inferior. (interview, 6/22/2015)
However, Emma also had a student who wanted to study with her precisely because of
her particular African “[regional] accent.” His future job was taking him to a country

212

where many people spoke with an accent that was like Emma’s and he wanted to
familiarize himself with it (interview, 6/22/2015).
Joseph (NNEST, Europe), who was rather satisfied with his accent, believed,
however, that his accent and English level were suitable for ELT work only in Japan. He
believed that his accent would “give away” his NNES status in other countries: “I would
definitely not feel comfortable in other countries. I can’t go to Slovakia and teach English
there because they’d immediately recognize that I’m a [NNES]. So, this is a role I can
have only in Japan” (interview, 6/5/2014). Nevertheless, he believed that his skills were
of use in Japan and was confident that he provided good quality lessons.
Problems involving their regional accents occurred in the case of some NESTs as
well. For example, Catherine (NNEST, the Philippines) mentioned two British colleagues
who were perceived by those around them to have “too strong accents.” That created
difficulties for these teachers to continue working at Catherine’s workplace because a
student had complained that they were unable to understand the teachers. Catherine
shared that her British boyfriend at the time also complained about being asked about and
commented on “his strong British accent.” Furthermore, in the workplace where
Catherine worked in 2018, the employer clearly “prefers a North American accent”
(interview, 2/9/2018). Lyla’s (NNEST, South America) British acquaintances “were so
offended” when employers “wanted someone who could speak American English
because it’s more popular.” One of her British coworkers told her that the employer
“‘asked me if I could speak with an American accent’” (interview, 7/3/2016).
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That NESTs also struggle with negative perceptions of not only their accents but
also their perceived regional differences in English usage overall was confirmed by a
NES manager who also teaches at a chain eikaiwa school:
I feel frustrated when someone asks me to translate something and I tell them and
they say, “Oh, but is that Australian English?” “No! It’s English!” Like, would
Americans or British people understand what I’m saying, because they all know
that Australian sounds “funny.” I get that a lot, “Is that Australian English?” […] I
guess at the top of that hierarchy, you could put the Americans. […] Even this
discrimination between Englishes as well, like Australian English, is low on the
totem pole. (Informant 4, interview, 8/25/2015)
Mei (NEST, NABA) felt that some schools were particular about the accents they wanted
their teachers to have. She recalled her past job search:
I looked into a British school [once]. On the phone, the interviewer said they were
seeking British speaking individuals. So, I was secretly planning to develop a
British accent, but I know that would probably blow up in my face. So, I stopped
going down that road. (interview, 1/26/2014)
Steven (NEST, Australia) felt pressured to change the way he spoke:
Some students are afraid to have an Australian teacher because, “I can’t
understand Australian accents!” Honestly, I had to adjust the way I speak. When I
first came here, a lot of students couldn’t understand me. I couldn’t use any
Australian slang either, like “mate.” I had to change the way I pronounce words,
for example, “name,” the “a” in it. (interview, 8/24/2014)
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It took him time to adapt and change the way he spoke to make his accent more
intelligible and less Australian sounding. He felt this adaptation was important for him to
keep his jobs and to stop students from complaining.
Not many job postings on Gaijinpot and O-hayo Sensei mentioned accents. One
posting on O-hayo Sensei asked specifically for NESs who spoke with
“U.S.A./U.K./Canada/Australia/New Zealand or Ireland accent” (O-hayo Sensei, n. d.). A
school that provided pronunciation training was more specific, asking for teachers to
fulfill the following requirements:
British: Teaching pronunciation with the ability to teach in neutral British accent
similar to BBC English, using International Phonetic Alphabet (IPA).
American: Teaching pronunciation in General American accent, using
International Phonetic Alphabet (IPA). (Gaijinpot, 7/23/2019)
Furthermore, employers might ask for less specific native English accents or somewhat
ambiguous “native-level English with no strong accent” (Gaijinpot, 7/26/2019).
A school that was particular regarding their teachers’ speaking was Shane. On the
school introduction page on Gaijinpot, Shane was described as “the largest ‘British’
English school in Japan” (Gaijinpot, n. d.). Its 2018 job posting stated, “Ideal candidates
will be recruited from a native British, Australian, New Zealand or Commonwealth
English speaking background” (Gaijinpot, n. d.). In this posting, the school did not seem
to explicitly reject other NESTs. However, as the school’s introduction website
emphasized “British” English (the quotation marks were used in the original phrasing on
the website), job seekers might be screened out during the application process.
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Although they might not specify accents in their job postings frequently, many
employers paid close attention to job candidates’ accents in job interviews. Informant 5
shared that his American colleague, also a manager at the same workplace, would never
want to hire NNESTs, regardless of their expertise. Their accents usually give away their
NNES status, and this manager frequently argued that people with nonnative
pronunciation and “accented speech” were unsuitable for teachers of English. On the
other hand, Informant 5 was less particular and believed that “less jarring” NNES accents
would be acceptable provided that they are “intelligible” (interview, 8/25/2015).
Informant 9, a school owner in the countryside where there was a lack of NESTs, hired
NNESTs, but typically assigned NNESTs to children’s classes and NESTs to adult and
advanced level classes. The employer’s reasoning was that adult and advanced level
students “had to be exposed to NESs’ accents” (interview, 3/23/2018).
A large chain eikaiwa school recruiter who was based in North America focused
on accents when they tried explaining why they thought some employers did not hire
NNESTs:
Accents is perhaps the reason. Most Japanese students’ ideas of a NES is someone
with an American or British accent. It isn’t right. If we want to expose Japan to
speaking English, they should experience English speakers from all over the
world. Otherwise, they aren’t getting the full experience. It’s important to think
outside of the box. English is a global language, not just spoken in the U.S. or
U.K. But there is still a lot of stereotyping. (Informant 7, email, 1/7/2018)
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Informant 6 thought that as “schools sell an image, a different voice and accent maybe
doesn’t fit the image that they’re trying to sell” (email, 6/30/2015). Informant 4 did not
show any hesitation toward hiring NNESTs even when their accents were not native-like
but sounded “like the accent my European [immigrant] grandparents speak with”
(interview, 8/21/2015). Informant 2, a headteacher and recruiter, assessed NNESs “based
on their grammar accuracy and comparing it to that of a native speaker, and whether I
was able to clearly comprehend what they said.” However, this recruiter did not assess
NNESs “based on his or her accent or pronunciation as even native speakers have various
accents and ways of pronouncing things” (interview, 9/1/2015). Informant 3, now a
school owner and former headteacher for a chain eikaiwa school offered a different
insight about teachers’ accents:
Pronunciation is a big thing for students [in this school], but it hasn’t been
whether the teacher is from a certain country or not. It’s been issues with people
with strong regional accents in the U.K. Some Scottish accents were problematic,
and some Scottish accents were not. […] Students would certainly complain to
the management about the accents of the [NES] teachers. (interview, 8/17/2015)
Although this Informant did not specifically mention it, it can be inferred that if certain
NESTs’ accents are problematic for students who are particular regarding what they see
as proper and correct pronunciation, they would probably be equally or more dissatisfied
with a NNEST’s accent. In that school, there might have been employed only one
NNEST from Europe and the rest were NESTs.
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Informant 10, a manager employed at a school that focuses on British English and
where almost all teachers are British argued:
Some students want to learn a certain kind of English, as if it makes any
difference… I don’t think it does! ((laughs)) I don’t notice my students speaking
with a British accent! Even though we do things like pronunciation practice. But
they’ll come to our school and say, “I want to learn the Queen’s English.” And no
one is going to teach them the Queen’s English! But that’s their perception. So,
maybe schools just think, “Well, it's a selling point to have certain accents,
nationalities.” To advertise, they say, “We are all Americans,” “We are all
British,” in each school. Many of our students come for this “authentic British”
experience ((laughs)). (interview, 3/12/2018)
This manager rejected the idea that teachers’ accents affected their students’
pronunciation. As these students took a few hours’ worth of classes per week at best,
teachers’ “British accents” could have negligible effects even after long-term enrollment.
Arguably proper and desirable accent and type of English might not be sufficient
for some employers and students to see the teacher as an authentic English speaker.
Elizabeth (NEST, Australia) who taught in Japan for over 10 years said:
The students are more concerned about the accents and understanding the accents
than the culture. […] It could also be the visual image, the teacher’s race that is
distracting them. Teachers with a different appearance [might be] visually
distracting. Some students refuse the teacher and request another one because,
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“Oh, I can't understand the accent,” when indeed it’s the teacher’s race….
(interview, 3/6/2018)
An illustrative example comes from Informant 7, an overseas recruiter. They talked about
an incident that happened when they worked in Japan in the past:
A teacher […] was from the States; however, he was of Chinese descent. A
mother of a student complained that [this teacher’s] accent sounded differently.
Even though he was born and raised in the States and had an American accent,
she had a preconceived notion that he wouldn’t be able to speak English perfectly
because of the way he looked. (Informant 7, email, 1/7/2018)
Catherine witnessed a similar incident that involved her Austrian coworker of Japanese
descent and “looks Japanese” who was rejected by their student:
Catherine: So, a student requested someone who looked Caucasian.
Natasha: Seriously, like just… They said that?
C: Yeah, they said they wanted a Caucasian, a non-Asian looking, a White
teacher, even if it’s a native speaker, it has to be a non-Asian looking.
N: And the school was fine with that?
C: Yeah, the school had to give him what he wanted because he’s paying; it’s his
money, right? (interview, 9/5/2014)
Some other teachers also had first-hand experience similar to what was described above.
These excerpts indicate that teachers’ race can have an impact on whether
employers, students and their parents perceive them as suitable teachers and language
models, regardless of teachers’ educational background or L1. To investigate the issue of
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racism and how it relates to teachers’ nationalities and native languages, I share findings
that pertain to these factors in the section below. In addition, I revisit the issue of defining
what a NES is in the context of the Japanese eikaiwa industry.

Race, Nationality, and L1
Teachers and managers in this study discussed race, nationality, and L1 as
important factors in hiring decisions and teacher career outcomes. Contrary to that, job
postings did not mention race. They did frequently specify job applicants’ L1 or English
level, typically as “a native speaker,” “a native level speaker,” or “near-native.”
Furthermore, job postings sometimes mentioned the desired nationality of applicants. On
the other hand, race and Whiteness were frequently mentioned in the interviews and most
participants had strong feelings about this issue.
Most participants of Asian descent, both NESs and NNESs, experienced or
witnessed racial discrimination while working in ELT. Only Nathan (a NEST of Filipino
descent from the United States) shared that for him the issue of racism was a complex
one because it might have been “a lot worse” in his home country (email, December,
2016). The other NESTs also talked at length about racial discrimination in their home
countries (all dominant English-speaking countries). However, they also believed that a
great deal of racism was present in the eikaiwa industry.
A common question that NESTs of Asian descent were asked in Japan was about
their places of birth. Their responses frequently left the local people surprised and, in
some cases, unsatisfied with the answers. Mei’s birth country and ethnic background
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were frequently questioned. She had to clarify that she “was born and raised in [North
America] and that English is my native language,” which “really shakes my students up”
(Mei, interview, 1/26/2014). Richard (a NEST of Chinese descent) also felt that he had
“to work very hard to be seen, accepted as a Westerner, not Asian,” although it “doesn’t
always work” as some people “simply refused” to see him as a Westerner (interview,
7/24/2015). Some of his students “look shocked when I tell them I’m from [an Englishspeaking country]” (interview, 2/3/2014).
Elizabeth’s (a NEST of Chinese descent from Australia) identity was questioned
by her young ELLs. The children protested after she introduced herself with her Western
first name:
I’m not really native in their eyes. “This is not your real name!” It is my real name,
but they assume it’s a persona I put on, that it’s an act. They’d ask me if my
parents were White, like Anglo-Saxon, “Are they hakujin [白人, White]? Are
they Australian?” They assume it’s not an Asian face. ((scoffs)) I often get that.
(interview, 3/6/2018)
Many NESTs of Asian descent reported this disbelief that some students showed about
their “Asian” teachers’ home countries and nationalities. They also reported that some
adult students took trial lessons with several teachers and then chose the teachers based
on their race and age but also attractive appearance.
The NNESTs’ accounts support those of the NEST. They had all heard about or
witnessed situations in which ELLs or employers rejected NESTs and NNESTs of Asian
phenotype. For instance, Lyla’s (NNEST, South America) colleagues, NESTs of Asian
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descent, were asked, “Why are you this color or Chinese, and you are from America at
the same time?” (interview, 3/7/2016).
NNESTs of color also experienced racism. Hannah reported that her White
American friend had “a Filipina coworker who did the same job, with the same work
hours.” However, the Filipina teacher was paid less and was not even expected to observe
the same dress code as the White American teacher. A British teacher from the same
school “explained” the situation to the American teacher this way:
Look, you’re American. To the company, you’re an asset they can sell: a young,
bright, genki American. They can’t sell the Filipina so well. […] So, she’s on a
low salary and they just let her be, but you have to be always very presentable,
dressed up for the clients. (Hannah, interview, 11/13/2014)
Hannah’s friend concluded that the reason for the unequal treatment was the Filipina
teacher’s race and her NNES status.
Even before she heard the story from her American friend, Hannah had been
highly aware of racism in the eikaiwa industry. She received plenty of positive attention
from students and they tended to “adore you just for being a White female.” Sometimes,
her students reacted to her opinions with the phrase, “ah, you are… native, so.” To this
Hannah, a NNEST, said she thought, “Oh, OK, if I’m a native for you, so be it,”
concluding that for these ELLs “native probably means gaijin.” However, she also
believed that her popularity as a teacher was not only due to her race, education, and
English proficiency. Her European nationality was held in high esteem by many ELLs:
“[people of my nationality] are seen as trustworthy, punctual, professional, and diligent.”
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Her demeanor, “the way I behave, my posture, and the way I sit upright,” was also
positively evaluated. This account is similar to Joseph’s. His cultural background was
also highly valued and helped him find work (interview, 8/6/2015). Diana (NNEST,
Europe) also believed that similar characteristics, in particular being “nice, warm, kind,
and different from the Japanese, being non-Asian and Western,” made her desirable to
some employers (Diana, interview, 2/8/2018).
Nevertheless, being “White, tall, and blonde certainly helped,” as Emma (NNEST,
Africa) phrased it (interview, 11/13/2014). Her being White sometimes “made it easier”
for her to find ELT work “because some people explicitly say they like teachers who
really look like foreigners—tall, with long blonde hair.” After finding out that she is from
Africa, before they meet her, many people were concerned that she might be Black. It
shocked her that “In a job interview, a British employer said that their students’ parents
didn’t really like Black teachers, so he was glad I was a White African. They specifically
wanted to have White teachers” (interview, 6/22/2015).
Even being only of partial White descent can be beneficial. However, that also
means that one is not accepted for who they really are as a biracial and, sometimes,
bicultural individual. Joseph, of European and Japanese descent, despite having one
Japanese parent, found that he was frequently seen as a foreigner because he “wasn’t 100
percent pure Japanese, [which means that] here you’re not Japanese at all.” He added that
“it also depends what kind of a foreigner one is,” and that people who are visibly White
and from the West are
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more likely to be seen as kind of [NES] than a Filipino or an Indonesian speaking
English because many people associate English with White people and Western
countries. […] These methods of image-creating re-produce themselves to keep
up the image of the "White person speaking natural English." This is highly
questionable. (Email, June 2014)
Although this excerpt shows that a part of the Japanese society might reject an
individual’s belonging to the Japanese ethnicity simply because only one of their parents
is Japanese, for Joseph being visibly biracial or even White also meant an opportunity to
work as a “foreign” teacher.
Fernando (NNEST, South America), who had lived for some time in the United
States, was in a peculiar situation. He knew that in the United States, people of the same
ethnicity as his were not seen as White. “In Japan,” however, he laughed and said, “We
are White! We are White here!” He considered himself fortunate for being recognized as
foreign and Western and was excited to teach part-time and earn “sometimes the
unbelievable 40 or even 50 dollars per hour!” (interview, 2/24/2018).
The managers were also of the opinion that being White and, according to some,
possibly Black but not Asian, was advantageous for teachers. The managers reported that
ELLs still frequently associated Whiteness with being a Westerner and NESs and showed
preference for White teachers. Some students were vocal about their expectations of
conversing with White people not only in the classroom in Japan but also in Englishspeaking countries. Informant 3 heard students “commenting on or even complaining
about the lack of White people in London,” which negatively surprised these students.
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“They expected White people for an authentic British experience” (interview, 8/17/2015).
In that particular school that focuses on providing British English lessons, some “students
have complained about having non-white teachers.”
Another manager and headteacher, who worked for a different school that is also
perceived as a provider of British English courses, thought that Whiteness was perceived
as “exoticness” by some ELLs. “[Many Japanese] had an image of English teachers being
young, White, male. And you can sit in the room ((laughs)) with them and talk about
something for 40 minutes ((laughs)). It’s something kind of like a host club” (interview,
3/12/2018). Other managers and teachers shared similar thoughts.
It is then interesting to note that Informant 8 reported that their chain school
already had enough male clients who were mainly businesspeople. Wanting to attract
more female clientele, the school recruited a popular young female Japanese celebrity for
their advertising campaign. Thus, different schools had different perceptions and
strategies concerning what attracts ELLs.
At the same time, in some schools, teachers of Asian descent were highly valued
and marketed as culturally savvy and a good match for Japanese ELLs due to an assumed
cultural connection:
Sales staff would emphasize our [NES] teachers’ Asian background, saying that
[these teachers] understand Asian cultures. Staff use that as a strategy sometimes,
for selling. They said, “He understands Asian cultures, and so he also has a better
understanding of Japanese students’ culture and needs.” (Informant 2, interview,
9/1/2015)
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In that school, the management actively hired teachers of Asian descent but also NESTs
and NNESTs of any race. The staff tried to market any type of teacher focusing on the
teacher’s specific, whether real or imagined, attributes. Richard (NEST) resented being
expected to behave like “an Asian person” the way the Japanese staff expected him to
behave, claiming his British identity: “I’m definitely English!” interview, 6/22/2019.
Thus, he accepted the role of “a foreign gentleman” more readily: “Japanese women say
to me, ‘Oh, you’re a gentleman.’ I open doors, allow them to go first, I’m polite, the way
I talk to them, and I listen” (interview, 8/29/2013).
Whereas it does help to find work and be accepted as an “authentic Westerner” or
NES, simply being White is, naturally, insufficient to find work and ensure that students
will accept the teacher. In many cases, Whiteness is beneficial only when combined with
the teacher’s L1 English and a matching passport. Likewise, teachers’ non-English L1
and non-NABA nationality can diminish their employment prospects.
The NNES participants had been challenged specifically because of their
nationality and NNES status. Similarly to what Emma described (mentioned above) about
a student who questioned the way she spoke as compared to how “Americans or British”
would pronounce English, Catherine’s student challenged her expertise. The student
rejected her instruction about a word usage in English, “I told her, ‘If your husband plays
the violin and you go to his concert, you say ‘watch,’ and not ‘listen,’ not ‘listen to his
concert.’ But, she said, ‘But, it is listen, right? Correctly.’ I said, ‘No.’ And she was
asking me repeatedly. And I thought, would she really ask repeatedly if I didn’t tell her I
was from the Philippines, you know!” (interview, 9/5/2014).
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Chris’s male NESTs coworkers, “young boys” (as she called them perhaps to
stress the age difference in an attempt to preserve her status and dignity), would
sometimes challenge and tease her. “These guys will think about a word when they’re in
the mood, ‘Do you know, do you know what this means?’ and sometimes they’d
mispronounce the word!” (interview, 9/6/2014). These men would dare Chris to explain
the meaning of low-frequency English words.
To prevent students from rejecting a NNEST, employers sometimes forced
NNESs to pretend to be NESs. These teachers were forced to fabricate information about
their nationality and claim that they come from specific English-speaking countries.
Emma (NNEST, Africa) had such experience:
[My employers] asked me to pretend to be a [NES] all the time. They always,
always wanted to present me as a native speaker. But, it’s so sad... […] I feel that
the way I look counted so much that it wasn’t such a big thing that I’m [an L2
English speaker] because I looked so native to them. But the employers always
told everyone, all the students, their parents, they explicitly said that I was a
[NES]. […] The school owner told me that some of the parents questioned it, but
[the employer] “explained,” “No, for people from [my home country], first
language is English. They are English speakers!” (interview, 6/22/2015)
After she almost completely stopped teaching English, Emma said she was happy that she
did not have to pretend to be a NES anymore.
Another good example is Lyla’s (NNEST, South America). She worked as a
substitute teacher for a friend and was falsely introduced as a NES. “Although I’m from
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Latin America, not an English-speaking country, the owner told me to tell the students
that I was from the States. She came up with the idea because of my American-like
accent,” shared Lyla, saying she was unable to reject the request (interview, 3/7/2016).
The excerpts above show that, to some employers, teachers’ nationality and first
language were of utmost importance to market the teachers successfully. In that sense,
teachers’ nationality and L1 are as important as their race, if not more, and are relatively
easily falsified. Emma’s and Lyla’s employers feared that the teachers’ not being a NES
or from the Inner Circle would turn off the students. Thus, the employers coerced the
teachers to hide their identities and lie to the students.
The assumption here is that clients (ELLs) tend to choose NESTs over any other
teacher. Some employers believed that ELLs would “feel they aren’t getting what they
paid for,” unless they study with a NEST (Informant 7, email, 1/7/2018). However,
Emma’s and Lyla’s students were lied to and were not able to make any choices. What is
also interesting is that these ELLs were not able to identify these teachers as NNESTs
even after studying with them for prolonged periods. Furthermore, most students (and
employers) were satisfied with these teachers’ lessons and their English.
There is further evidence that shows that nationalities and passports from a
handful of English-speaking countries are essential in commercial ELT. Elizabeth
(NEST) reflected on her past ELT experience at the time when she had not yet earned her
master’s degree. At the same time, a very experienced and qualified teacher with a
foreign language teaching license earned in university was hired by the same school:
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It was a very unfair way to grade teachers, according to their passports basically.
Because my passport is Australian, I automatically got the maximum pay, and the
[Eastern European] teacher, even though she was completely qualified and had a
lot more experience than me and my other [NES] colleagues, she got only about
2/3 of what we got. She still took the job because it was hard to get a job in other
companies because most of the companies out there wouldn’t even hire [NNESs].
(interview, 3/6/2018)
Elizabeth further explained that that particular school had a three-tiered pay scale. There
were different levels of payment “for native instructors, Japanese, and for non-Japanese,
nonnative instructors,” respectively. The school later “phased out the non-Japanese
nonnative instructors.”
The NNESTs in this study reported similar experiences. Catherine (NNEST, the
Philippines) applied for a job that promised an hourly rate of 3,000 yen. However, after
meeting her and offering her the job, the employer said they would “pay me only 2,000
[yen per hour] instead because I’m a NNES.” The employer told Catherine, “‘It’s not me,
it’s the clients. They’d complain and say, ‘She’s not a NES.’ They want a NES’”
(interview, 9/21/2017). Anna’s (NNEST, Asia) past employer
[gave] a much higher salary to [NESs] than to [NNESs]. [The employers] told me
that native speakers were considered to be those coming from America, Britain,
Australia, Canada, basically Westerners, and that non-native teachers were those
not coming from the listed countries. […] The difference in pay was staggering in
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my opinion and was unfair as there are many qualified [NNESTs] who could do a
great job but would be paid less.” (Email, 11/12/2013)
Although the teachers reported that they knew about or even experienced being
paid less due to being a NNES, the managers and recruiters whom I interviewed did not
report that any of their schools paid these two groups of teachers any differently.
However, Coco Juku’s job posting had a different pay scale for NESTs and NNESTs.
The pay for “English Instructor” (a NEST) was from 250,000 to 265,000 yen per month
or an hourly rate from 1,740 to 2,100 yen. The rate for the “Japanese instructor” was
from 205,000 to 220,000 yen per month or an hourly pay from 1,540 to 1,800 yen (Coco
Juku, n. d.). The company did not hire non-Japanese NNESTs.
Many examples showed that employers wanted to hire only NESs from a small
number of countries, mainly from the United Kingdom or the United States (e.g., Aeon,
Berkley House, and ECC). From 2016 to 2019, numerous job advertisements for eikaiwa
and dispatch English teachers posted on both Gaijinpot and O-hayo Sensei contained
phrases such as “native [English] speaker” and “native teacher” in the job title. The
difference between the two websites was that postings on Gaijinpot frequently included
“(or) native-level speaker” or “near-native,” whereas these phrases rarely appeared in
advertisements on O-hayo Sensei. In some cases, the requirement on both websites listed
“Native English Speakers” in three- or four-item lists of qualifications.
Job postings by Aeon, Berkley House, ECC, and several other schools specified
that the job applicant had to be raised and educated in an English-dominant country. In as
late as 2019, Berkley House essentialized job applicants by dividing them into those who
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“must be a NES” or Japanese bilingual teachers. The NESTs were sought to teach young
ELLs or to be dispatched to junior and senior high schools, whereas bilingual Japanese
(and no other bilingual) teachers of English would be dispatched to teach English in
universities (Gaijinpot, n. d.). Informant 2 and Informant 10 reported that NESTs from
their workplaces were dispatched to several Japanese universities, but that they did not
have Japanese teachers employed.
An employer spread misinformation about job applicants’ passports. Shane
English School instructed that applicants “need to have a passport from one of the
following [eligible] countries: Australia Canada Ireland New Zealand South Africa UK
USA” (Saxoncourt, 2019). This information appears after interested candidates click on
the “Can I teach in Japan” tab in the FAQ section of the Shane recruiter’s website. This
recruiter claimed, “We realize (we really do!) that many people from other countries are
completely fluent in English. But this is a government requirement in each country where
we operate,” (Saxoncourt, 2019).
However, that information is incorrect. The Government of Japan does not require
ELT job applicants to have any particular nation’s passports in order to apply for the visa
that is typically issued to eikaiwa teachers (the Specialist in Humanities /International
Services Visa) (Ministry of Foreign Affairs Japan, n. d.). In fact, Danielle had a passport
of a non-English-speaking European country and obtained the said visa sponsored by an
eikaiwa school (interview, 6/23/2015).
Furthermore, it was not enough to be a NEST from a major English-speaking
country. Shane wrote that “ideal candidates will be recruited from a native British,
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Australian, New Zealand or Commonwealth English speaking background and will
preferably have some EFL teaching background” (Gaijinpot, n. d.). Although the
nationality requirement is spelled out precisely, strictly limiting the countries that
teachers should be from, there is no description regarding what “some EFL teaching
background” means. That suggests that the school might not be as interested in looking
for experienced professional educators as much as it is interested in the stereotypical,
limited, and incorrect image of a NES. The problem with this image, as mentioned above,
is not only that it can be conflated with an arbitrarily chosen list of six or fewer countries
but that it can also be conflated with Whiteness or certain accents only. The symbolic
capital of Whiteness and certain NES accents was readily convertible to economic capital.
In the present study, all participants mentioned that they knew that eikaiwa
employers were frequently discriminatory and asked for job applicants to be from
specific countries and specific L1 backgrounds. Therefore, many of the NNESTs and
some NESTs explicitly blamed their nationality, L1/accent, and/or race as the reasons
they were at times unable to find work. Lyla, for example, believed that she was
sometimes rejected by employers (“it definitely made it more difficult”) because of
“where I come from.” She also believed that “it had to do with my race” (interview,
3/28/2016). At the same time, Lyla considered herself fortunate to even have a job:
It doesn’t matter if your English is good or not. If you don’t come from one of
those countries that are listed, then you don’t really stand a chance. […] I’m lucky
I got this job because there’s a lot of people who are nonnative speakers and
they’re trying to get a job, but they can’t. (interview, 3/7/2016)
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It is important to note that even though all NNESTs in this study reported that they were
discriminated against and some eikaiwa schools posted job advertisements, most
managers interviewed in this study reported that they had no reservation regarding hiring
qualified NNESTs. One exception was Francis (NNEST, South America), who, at one
point, had a managerial position in his school for children. He said that they had a fully
qualified applicant who was rejected by the school owner:
There was this lady from the Philippines, with a Montessori certificate, but they
said, “No, it’s the Philippines.” There were too many Filipinos in Japan. They
have the image of working in hostess bars and that kind of work. So, from the
point of view of business, parents won’t like it. (interview, 2/24/2016).
Several of the Informants, as mentioned above, actually hired NNESTs.
On the opposite side of the spectrum, Informant 2 said that the clients in their school
liked German and Singaporean NNESTs’ teaching styles, educational background
(graduate school degrees), and their personae, which resulted in all their lesson slots
“always full booked” (interview, 9/1/2015). Informant 4 also sometimes hired NESTs
from Cuba, Germany, Romania, Sweden, and the Philippines. Informant 9, a school
owner, shared that “some of our NNESTs have commented that they appreciate us and
that they didn’t feel welcomed at many of their previous schools” (email, 3/18/2018).
This Informant believed that these teachers’ experience with learning the English
language was useful when they taught English to other ELLs (3/23/2018).
Reflecting on her ELT work experience and recalling the teachers she had worked
with, Hannah commented that eikaiwa employers might be inclined to “accept [NNESs]
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only if they got their education in an English-speaking country or if they feel that their
level of education is so high that they think that [NNESs] might be more intelligent than
your average native English teacher” (interview, 11/13/2014). Similar to this view,
Informant 4 argued that, in many cases, the NNESTs interviewed at their school “had a
lot more grasp on methodology and teaching practices, and more education, which made
me really excited about hiring them.” This Informant added that they were not surprised
that some NNESTs were more qualified and interested in teaching because the way that
the NESTs were brought into the country was flawed:
Look at how a lot of [NESs] come over here. This is sold to them: “Hey, yeah,
come over, this is a holiday! Teach English and see Japan!” A lot of people
become lazy and complacent, whereas perhaps [NNESs] have more of a direction
in their life to do something more. (interview, 8/21/2015)
Informant 10 commented in a similar way, ironically noting that as a NEST their own
“qualification for teaching is ((laughs)), ‘I grew up with English’” (interview, 3/12/2018).
In this case, the Informant’s NES status might have helped them initially to find work.
But they also had teaching qualifications and a master’s degree.

Defining a Native English Speaker
However, who is this “native English speaker” that all the participants talked
about? Although some job postings used the phrase “native (English) speaker,” many did
not provide any other information about that specific requirement. On the other hand, a
few schools did define it. For example, ECC defined NESs as people who had “grade 1

234

through completion of high school conducted with English as the main language of
instruction.” Aeon was satisfied with bachelor’s degrees “from an accredited institution
in an English-speaking country and at least 10 years of education from schools where
English is the primary mode of education” (Gaijinpot, n. d.).
Most other schools did not specify what they mean by “NES” even when these
were the only candidates they hired. Thus, I decided to ask the teachers who applied for
these jobs how they interpreted the requirements. I also asked the managers to offer their
definition of “NES” found in job postings and mentioned in job interviews.
Most of the teachers believed that “NESs” meant people whose mother tongue
was English and who came from English-speaking countries. The managers shared
similar definitions that they believed the job postings were trying to convey. Informants 1,
2, 4, and 5, for example, specifically mentioned that NESs were born and grew up in
English-speaking countries. America, Canada, United Kingdom, Australia, and New
Zealand were most commonly mentioned.
Many of the managers did not agree that such definitions were appropriate. They
believed other schools, but not their own, imposed. For some managers being a NES did
not mean being born in a certain country or having English as one’s L1. For example,
Informant 3 argued that, although “even that is problematic,” a NES “was somebody who
would be a band nine speaker on the IELTS” (interview, 8/17/2015). Informant 2 shared
that
A native speaker is someone who is able to communicate proficiently in any
situation without causing any strain to the listener. By “strain,” I mean not
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causing stress to the native speaker so that he/she has to accommodate to a NNES.
(Email, 9/27/2015)
Both these definitions used the NES as a yardstick with which to measure NNESs’
proficiency in English, but they did not refer to any innate traits or educational
background. That might be what “near-native” and “native-level” in job postings referred
to as well—not a birthplace or L1 but the ability to use the language.
The findings shared in this chapter show that some NNESTs were successful in
obtaining eikaiwa jobs, although some of these NNESTs were forced to pretend to be
NESs. But, the NNES participants continued to experience frequent rejection because of
their NNES status, nationality, and sometimes race. Being White largely proved as
beneficial in finding work and being accepted by ELLs.
Having a desirable accent was another advantage enjoyed by some of the teachers,
either NESs or NNESs. What that specific desirable accent was greatly varied. It
depended on the employers’ and students’ expectations, which sometimes resulted in not
only NNESs’ but also NESs’ accents being undesirable in certain contexts.
Furthermore, some NESTs were rejected and challenged even though their L1
was English and they carried coveted passports from English-speaking countries. Asian
descent sometimes meant that NESTs, but also some NNESTs, were not perceived as
authentic English language models. On the other hand, teachers of Asian descent were
sometimes expected to have stereotypical and imagined Asian traits. At the same time,
some NESTs benefited from their English L1 status and passports that not only gave
them employment but resulted in salaries higher than those of NNESTs.
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An Emergent Issue: Outsourcing
In this section, I revisit the issue of ELT outsourcing, mentioned in Chapter 5 and
Chapter 6. In Chapter 5, I write about Catherine (NNEST, The Philippines), whose last
job that I know of was teaching English as a teacher dispatched to a university in the
Kanto area. In Chapter 6, Steven talks about his experience substituting as an English
teacher in university and graduate school classrooms. Catherine and Steven did not
receive any specialized training that would prepare them for teaching English in
universities where they were dispatched in 2018, 2019, and 2020. In addition to these two
examples, Elizabeth also talked about her job as a dispatched teacher to several junior
high schools in Tokyo, but she was a CELTA-certified teacher and had a master’s degree
in a discipline close to TESOL. Finally, two managers and one school owner talked about
their schools having contracts with local schools and universities that outsourced some of
their English courses to these commercial schools. These employers’ experiences and
knowledge about ELT outsourcing are the focus of this section.
Informant 9, who owned an English-language academy with several branches in
the countryside, said that the school frequently dispatched teachers to local elementary
and junior high schools. In the countryside, the Informant argued that many schools did
not have an opportunity to hire a foreign teacher of English because not many such
individuals lived in the area. The teachers from this particular English academy served as
assistant language teachers in formal local schools. This Informant also shared that the
teachers who they hired were “TEFL-qualified,” but there was no one common
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qualification that all teachers shared (interview and email, 3/23/2018). I was unable to
find more specific information on these qualifications. This employer did not clarify how
rigorous the training and tests were that allowed teachers to receive such TEFL
certificates.
Informant 10, who worked as a teacher supervisor in a large, well-known English
school, reported that the school had contracts with several junior high schools, high
schools, and universities in Japan. This Informant was also dispatched to the university
classroom, but they had official teaching credentials, a CELTA, and a master’s degree
from their home country. Teaching in university was not particularly challenging in the
case of this participant (interview, 3/12/2018).
In the same interview, this supervisor said that many teachers from their school
were dispatched to the university classroom that year. The school had signed a contract
with many universities. As a result, the number of dispatched teachers was expected to
grow in 2019 and later. Some teachers from this school taught only in university, but they
received their salary from this commercial school, not from the university where they
taught every day. Other teachers worked on the school’s premises and taught university
English lessons for several hours per week. Some of these teachers might have had a
CELTA but not necessarily graduate degrees such as a master’s. The requirement for
them was to have some university teaching experience but not all of them had it.
Informant 10 shared that some courses these teachers taught in university were for credit.
Informant 2 was the most outspoken about outsourcing. This Informant shared
that, in their opinion, not many teachers who worked for their ELT company had teaching
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credentials and adequate training to teach in university. When they talked to the upper
management, this participant discovered that “universities just trusted the company to
send qualified teachers” and did not check their credentials or teaching skills. When
asked about the criteria for choosing teachers to be sent to teach in university, this
Informant said that the company “doesn’t choose. They just base it on any instructor that
is [available]” (interview, 9/1/2015). Informant 2 believed that the client universities
pretty much just want an English program that is really going to help students
improve, and whoever teaches it is not really of concern. They realize that their
curriculum is [very bad], in a way, because Japanese professors created this
curriculum and syllabus, which they feel is not effective for these students.
An example I can give you, [a well-known university] has decided to sign on this
big contract with us, and they want us to create a completely new curriculum.
That’s credited as well. And this is what I find fascinating because we’ve never
done such a thing! But they’ve given us this, I guess, opportunity, to do it and
make it for them. But how can you…? I’m wondering how, why. We have [a
team] that develops materials and courses. I think most of them have never
worked in a university, which is interesting. But they are still creating this forcredit course, for a real university! (interview, 9/1/2015)
I asked if the curriculum their ELT company was making would be better than what “the
Japanese professors” had produced. The Informant laughed and said they “have no idea.”
In addition, there was no information about the learning outcomes of English language
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classes taught by the company’s teachers. The teachers who taught also graded the
students, and there did not seem to be third-party testing.
When asked about specific details regarding the dispatched teachers’ training,
Informant 2 voiced their concerns:
I think to myself, how can some of these people that we hire be [university]
instructors? You really are allowing them to handle this class? Some of them are
marking papers! Do they really know what to look for? Can they give proper
advice? Are they marking it correctly? Are they basing it on some sort of system?
Or just doing it? So, you are letting this instructor mark this sheet, this paper,
which is going to be graded and added to someone’s score and [GPA]. But this
person doesn’t have any writing experience. Maybe she has a degree, of course,
but does she have any writing or editing experience in general. And there’s no
training that’s [observed and evaluated]. (interview, 9/1/2015)
This Informant explained that all teachers from this ELT company receive “some
training” but that the training typically consists of “reading a manual” that the company
prepared, without practicing the methods from the manual. Overall, this participant’s
view of the outsourcing practice was negative.
In this chapter, I shared findings from three types of data, from the teachers, the
managers, and eikaiwa job postings. In the following chapter, I refer to these findings and
make connections with literature. In that chapter, I discuss how different types of capital
have affected particular teachers. In addition to interpreting capital based on the findings
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from the current chapter, I discuss the habitus of the six core participants, based on the
findings shared in Chapter 5 and Chapter 6.
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CHAPTER 8
DISCUSSION: WHAT IT ALL MEANS

I begin this chapter with an overview of the study’s goals and findings.
Discussion that responds to the research inquiry (research questions are in Chapter 1)
follows. The discussion consists of two sections. In the first section, I discuss the
conditions and habitus mainly related to the six core participants whose trajectories are
described in detail in Chapter 5 and Chapter 6. This section of the chapter answers the
first research question about the core participants’ habitus. The participants’ upbringing
and earlier migration experiences seemed to largely affect the outcome of their migration
to Japan. In another section of the current chapter, I focus on the recognition and function
of capital in the eikaiwa industry as it concerns all 19 teachers. This section is the answer
to research question two that focused on capital in the eikaiwa industry. As has been
reported in earlier research, the findings from the current study also indicate that English
as a first language, White race, and citizenship from NABA continue to be highly
convertible types of capital in the commercial ELT sector.

Overview of the Study’s Goals and Findings
I conducted this study to address a gap in the literature on ELT, in particular on
nonmainstream or underrepresented migrant teachers working at the periphery of TESOL
in Japan. One of the study’s goals was to shed more light on the commercial ELT sector
and address its problematic practices. One of the main features of the study is that it
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includes the rarely heard voices of migrant teachers but also the viewpoints shared by a
group of private English language school owners and managers. The owners and
managers shared their insights into important decisions about hiring teachers and
marketing their schools’ services. Thus, their input was crucial for me to understand how
the for-profit ELT field functioned over the past several years.
The core participants in this study performed a variety of roles and occupied a
variety of positions in different commercial ELT contexts over time. Through employing
Bourdieusian theoretical concepts and through analyzing the core participants’ life
histories (Park, 2012) and emotional states (Reay, 2015) over time, I investigated the
complexity of the teachers’ multifaceted transnational identities (Braine, 2010;
Breckenridge & Erling, 2011; Llurda, 2015; Menard-Warwick, 2008). The theoretical
framework is explained in Chapter 2, but here I provide the essence of how I used the
framework as it pertains to the discussions that follow.
To analyze the core participants’ life trajectories and the decisions that they made
regarding their migrations and life and work in Japan, which I shared in Chapter 5 and
Chapter 6, I relied mainly on the concept of habitus (Bourdieu, 1998, 2000). Habitus is
one of the key factors that helped reveal how and why the participants adapted to the
eikaiwa sector and the host country or decided to leave. This concept allowed me to
incorporate the participants’ self-reflection and their own interpretations of the events
from their past and those that occurred as I carried out the study (Nowicka, 2014, 2015).
The concept of capital also played an essential role in the analyses and helped me
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understand what contributed to the 19 participants’ successful or unsuccessful job
searches and their adaptations to their work environments.
Although many of the participants did not yet seem to occupy social positions that
they desired for themselves, they were not in any way emotionally unstable individuals
unable to cope with the situation. In this process of the participants’ adjustment, the field
itself had a large role. Understanding the impact of field (Bourdieu, 1984, 1990) was
crucial in this investigation because the field, i.e., the relationships among various
stakeholders in it, played an important role as the participants tried to adapt to their new
contexts. The commercial ELT sector is positioned at the periphery of the Japanese ELT
field, whose formal sector has the MEXT, as the language education policymaker, at the
top. The social agents at the periphery of the ELT field—employers, ELLs, and the local
people—accepted some of the teachers as authentic language role models. These
teachers’ cultural and symbolic capital made them also socially desirable to be associated
with. Thus, they benefited in multiple ways from their cultural capital, which also
functioned as symbolic capital. For example, employers hired them for full-time positions,
most ELLs acknowledged them as legitimate and desirable language models, and local
communities embraced them. This treatment and the effect of their capital helped some of
the participants feel like “fish in water” (Bourdieu & Wacquant, 1992) in Japan. In
contrast, other teachers were rejected as not sufficiently authentic and desirable, which in
some cases led to their feeling isolated and like “fish out of water” (Bourdieu &
Wacquant, 1992).

244

Fish in Water?
The teachers’ habitus is the internal force that regulates what goals people see as
worth pursuing, what they perceive as achievable in their specific contexts and according
to their personal backgrounds, and how they use their capital in order to reach desirable
social positions (Bourdieu, 1998). The teachers’ ideas, ambitions, decisions about actions
they undertook, and their own interpretations of outcomes were the topics of the
interviews and were included in the findings sections, all of which helped me understand
how their habitus affected them. As habitus stems from one’s past experiences in addition
to being affected by newer experiences (Bourdieu, 2005), the participants’ pasts were an
important topic in the interviews and analyses.
A Bourdieusian framework can be compared to a card game simplistically, to
paraphrase Edgerton and Roberts (2014, p. 205). The game itself is the field (in the
current study, the eikaiwa industry as a section of the ELT field). More specifically, it is
not a location but the social space and the relationships between social actors that occupy
that space (Bourdieu, 1998; Thomson, 2017). The game rules are the norms of the field
that most participants acknowledge as valid and so obey them (Bourdieu, 1990). The
cards are the capital, and the habitus directs an approach that each player (social actor)
takes in the game. Indeed, habitus can be perceived as the feel for the game (Bourdieu,
1998, p. 25). Thus, because of their different habitus configurations, each participant
even if dealt the same cards (capital) as other participants would likely choose a different
strategy for the game.
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The idea of an individual feeling like a fish in or out of water in certain social
spaces is the main thread in this section. The phrase “like a fish in water” is how
Bourdieu described the match between habitus and field: “when habitus encounters a
social world of which it is the product, it is like a ‘fish in water’: it does not feel the
weight of the water and it takes the world about itself for granted" (Bourdieu &
Wacquant, 1992, p. 127). When the field changes, due to, for example, the participants’
migration or due to changes in their socioeconomic status, habitus can go through
hysteresis (Bourdieu, 1990; Hardy, 2012), which is “an emotional turmoil” (Morrin, 2016,
p. 124) that individuals experience when they take prolonged periods trying to adapt or
conform to their living and professional contexts. When one’s habitus is congruent with
one’s context, a person does not reflect on their habitus and does not notice it much
(Ingram, 2018).
Exposure to a new context or changes in the old context results in different
possibilities of interrupted (and negotiated) habitus: abandoned, re-confirmed, reconciled,
or destabilized, which are all products of habitus re-alignment with the field (Ingram
2018; Ingram & Abraham, 2016). I followed Ingram’s habitus categorization to explore
its interpretational potential in the current study as I saw it fit for a study on migration
and language teaching. Such a liberal adaptation of tools that Ingram undertook differs
from applying Bourdieu’s concepts randomly and uncritically to collected data sets
(which has been critiqued by Grenfell, 2010 and Thomson, 2017). Instead, the concepts
are reworked in order to be applicable in different research contexts (Li, 2015).
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The approximate categorizations of habitus undergoing transformation developed
by Ingram (2018) were well suited to be applied to the six core participants in my study.
What is different from Ingram’s application is that the participants in the current study
were not developing youth anymore but were adult transnational migrants. Again, these
habitus transformations did not occur simply because of the actors’ agency or their
behaviors stemming from their unconscious dispositions only. These transformations
were largely affected by the participants’ positions in the social space and by the
relationships with other social agents that they engaged in or were excluded from. In
other words, the field had a large impact on them. More detail on the concept of habitus
can be found in Chapter 2.

Abandoned and Reconciled Habitus
The term a fish in water (Bourdieu & Wacquant, 1992) well describes Kureha’s
and Mike’s lives. It seemed as if the two were well-transplanted in Japan. The same
phrase (a fish in water) might be applicable to Steven’s case, but this phrase applies to
him to a lesser degree than to Kureha and Mike. Steven sometimes struggled and did not
always seamlessly move from one social space to another without feeling the conflict
between his habitus and the field (Reay, 2015), compared to Kureha and Mike.
Feeling like a fish in water can be understood as being in one’s original context,
where one grew up and thrives in it, such as in an example from Nowicka’s (2015) study
of Poles in Germany and the United Kingdom. These immigrants supposedly felt more
comfortable in Poland, their home country, than in their host countries. Ingram’s (2018)
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classification of habitus provided an even more precise fit for my research participants’
habitus because her categories can apply to people who have experienced habitus
interruption but also to those who occupy two or more social spaces at the same time (for
example, being a successful student at an elite school and living with a working-class
family in the humble parental home). More importantly, Ingram’s (2018) categories
allow for an analysis of habitus that was interrupted but then further transformed and
became either congruent or more discordant with the field. Naturally, it is not an
individual’s agency that works in this process alone, but it is also up to the forces in the
field (Bourdieu, 1990, 1998; Reavis, 2017; Thomson, 2017).
It is not an exaggeration to say that Kureha and Mike, and to some extent Steven,
felt at home in Japan, and thus can be seen as fish in water. Indeed, even Steven explicitly
said that Japan was his (new) home. However, having habitus congruent with the new
field is not necessarily an outcome of a painless, smooth process.
The three participants had been through different processes and their habitus
transformed in different ways. Kureha’s is a good example of abandoned habitus (Ingram,
2018), whereby an individual’s habitus from the old context (Canada and South Korea in
this case) is overridden by her new identity of a naturalized-Japanese-to-be. Her goal was
to become fully Japanese, which included changing her name. Mike, on the other hand,
had developed reconciled habitus that allowed him to seamlessly sail from one field to
another (Abrahams & Ingram, 2013; Ingram, 2018). Apart from being frustrated by what
he saw as his foreign, NES colleagues’ misbehavior and lack of work ethic, Mike did not
resent most of the behaviors, social rules, and mannerisms that were observed by the
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Japanese. But, unlike Kureha, Mike did not resent his experience living in South Korea
either. He also kept his Korean family name, which his child shared as well, and did not
wish to change it into a Japanese name. He could still imagine himself, his wife, and
child living again in Canada, which he continued visiting (as of 2019) but also in Japan.
Steven’s habitus is similar to Mike’s in terms of his adjustment to Japan. However,
Steven had been through a phase of destabilized habitus before when he was eager to
leave the eikaiwa sector and considered returning to Australia. The reason was that he
had been unable to change jobs for a long time and felt that he had not achieved enough
in Japan.
Several common elements contributed to these participants’ feeling so
comfortable in Japan. First, they had had comparatively negative past experiences before
moving to Japan, which had left emotional scars on them (Friedman, 2016). Second, in
Japan, they did not stand out from the local Japanese residents, which frequently
defended them from overt discrimination that visible minorities go through (Arudou,
2015). Finally, all three of them found a community or built a family in Japan and found
work or hobbies that were meaningful to them and fulfilled them.
Negative past experiences living in the countries where they grew up and received
education might have been a trigger for the participants to look for an opportunity to
immigrate elsewhere, to which they hinted in their interviews and emails. Regardless of
their being born or arriving in Australia and Canada as children and becoming citizens,
all three participants’ identities were, in their recollections, occasionally under attack
when they were growing up. Mike and Kureha felt like “fish out of water” in Canada
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because they felt isolated due to their race and, in the beginning, the inability to speak
English. Steven, born in an immigrant family in Australia, frequently felt discrepancies
between his East Asian home cultural background and the local White families’ cultural
values. The participants had also been exposed to racial slurs. These experiences left
scars on them, and many years later, in their interviews, they still talked about that part of
their past lives, even though I never asked direct questions about discrimination in their
home countries.
This finding is similar to the experiences reported in Cho’s (2012) study of male
Korean Americans teaching English in South Korea. Many of them were, at least initially,
happy not to be a racial minority anymore and enjoyed a higher status afforded to men in
what Cho described as a patriarchal society in Korea. However, what is different is that
the participants in my study did not “return” to their or their parents’ home countries, and
one participant was female. Most importantly, their satisfaction with their new status in
the host country (but not necessarily always in their workplaces) was not only an initial
feeling as it was for Cho’s (2012) participants. The feeling of satisfaction with living in
Japan withstood the test of time for Kureha, Mike, and Steven. This finding is similar to
Stanley’s (2013), whose several male NEST participants also reported positive outcomes
of their migration from the Western countries to China, even though they did not report
racial discrimination in their home countries. They felt more self-confident and satisfied
with the way they were validated in the host country, even though they also reported
certain negative outcomes as well.
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For better or for worse, Kureha, Mike, and Steven were frequently mistaken for
Japanese in Japan. Kureha and Mike enjoyed being able to pass. Although blending in
and looking like the locals made their lives easier in general, it made it sometimes
problematic in their ELT jobs. Being seen as (too similar to) Japanese and thus, in some
instances, not being seen as a NES in the work settings frustrated Steven in particular.
This finding corroborates Kusaka’s (2014) finding about Japanese American NESTs
working in Japan. Her research participants were also at times misrecognized as less
linguistically competent as English speakers/teachers simply due to their phenotype.
Racial issues as they pertain to the eikaiwa workplace are further discussed in a separate
section below, as they apply not only to the core participants.
Kureha, Mike, and, to a smaller degree Steven, put much effort into aligning their
habitus with the host society. They succeeded in learning the Japanese language to
advanced levels. They believed that their East Asian (as they referred to it) upbringing
had already matched well with the Japanese milieu, which made it relatively easy for the
participants to adapt to their new linguistic and socio-cultural contexts. Findings clearly
showed that these participants’ cultural capital had adjusted to the local society and they
felt that they belonged (Burke, 2016). As a matter of fact, they reported that they felt
comfortable not only with what they saw as a more Asian cultural environment than their
home countries (by home countries, here I refer to Australia and Canada, where they
spent most of their lives) but also enjoyed that Japan, in their experience, was not as
overly collectivistic as Korea and China.
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Kureha’s case is particularly insightful. She professed her love for Japan
repeatedly. It was fascinating to listen to her as she went so far as to say that even the
kimono was far more esthetically pleasing than the traditional Korean dress. She had
acquired a new identity that she seemed to enjoy, in a way abandoning her earlier
attributed identity of the Korean minority and a “nerd” in Canada. Her old habitus was
abandoned (Ingram, 2018) as she became a new person. This finding is similar to
Stanley’s (2013) description of her research participant called “Leo,” a Canadian NEST.
Leo had referred to himself as Chinese-Canadian at first, but after the study ended and
Stanley revisited the participant, he was fully transformed and his identity was
overridden: He referred to himself as Chinese only and was determined to stay in China.
Kureha did accept being introduced or “marketed” as a “Canadian” teacher of
English only for work purposes, but she shed that ascribed identity when off work and
never referred to herself as Canadian or even Korean Canadian. It does not mean,
however, that she developed a reconciled habitus. Her earlier habitus had been truly
abandoned. She did not have to struggle anymore to try to be seen as a NES in South
Korea and being rejected both as an inauthentic NES and Korean at the same time. It is
important to remember that although Kureha reported that she had struggled with being a
racial minority in Canada, she was courageous enough to return to South Korea and try
living there. In her capacity as an English teacher, she was frequently rejected or
attributed an identity that she resisted. That experience might have made her more eager
to successfully remake herself in Japan, which was, arguably, her third try to adapt. Now,
her troubled past was over, although she still remembered it vividly.
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The strongest indication that Mike’s habitus was reconciled was his referring to
his ability to adjust to what others expected him to be. Having access to an Englishspeaking community, a local Korean community, and Japanese family and friends
satisfied his socio-cultural needs and helped him maintain what he called his Korean
identity. As he put it, he had “switches” in his head that enabled him to use different
languages as needed and to put forward different aspects of his complex cultural identity.
The way his habitus acted resembled the descriptions of students with reconciled habitus
in Ingram’s (2018) study. They adapted well to school life, became successful students
liked by their teachers, but also felt comfortable enough and adapted their mannerisms
when in their working-class family homes and neighborhoods.
Steven’s case is similar to Mike’s in the sense that he also had diverse
communities where he felt accepted. But, many years before, after arriving in Japan,
Steven had sometimes felt rejected. He had been sometimes seen as some sort of tainted
foreigner or tainted NES, due to his Asian phenotype and upbringing. However, by the
time the study ended, Steven confidently talked about his ties with his chosen local
community. He was satisfied with having found “a family” in Japan and a group of
friends of diverse nationalities. He learned enough about the cultures he was in touch
with so that he did not feel confused or insecure and his personal needs were fulfilled in
interactions with a wide range of individuals. His habitus as well became reconciled over
time, enabling him to be himself and enjoy the best parts of all the worlds he belonged to
without struggling as he had in the past.
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Earlier TESOL studies on foreign, migrant teachers did not report such high
levels of migrants’ adaptations to the host society (Appleby, 2014; Galloway, 2014;
Zhang & Zhang, 2015), apart from Leo’s case in Stanley’s (2013) study. Not as much
detail has been provided about such identity transformations over a prolonged period and
with the participants’ recollections starting from their childhood, even though Park
(2012) called for the inclusion of teacher life histories in TESOL research. Kusaka’s
(2014) unpublished doctoral study is a notable exception. Stanley’s (2012, 2013)
participant “Leo” was also an exceptional case of a person adapting to the host country.
However, he was a Chinese Canadian and going to China helped his own hereditary
Chinese identity to flourish. Kureha, Mike, and Steven had no Japanese ancestry.
It should be noted again that their cultural identities stem from East Asian values
and traditions, which might be a factor that made it easier for them to adapt to Japan than
for most non-Asian participants in this study. However, even Zhang and Zhang’s (2015)
study participants, who were of the same Chinese ethnicity as their Chinese Singaporean
colleagues, did not feel as comfortable and did not adapt as much in their host country
after moving from China to Singapore. An important factor was the relational aspect of
the field—their Chinese Singaporean colleagues did not readily accept the participants.
Similar to that, Cho’s (2012) Korean American male participants in South Korea did not
feel as welcomed and accepted in their ancestral homeland either, which only indicates
how other social actors and relational fields affect outcomes of people’s migrations. In
Kureha’s, Mike’s, and Steven’s cases, as described above, local communities played an
important role in the participants’ successful adaptations to Japan.
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This finding that pertains to Kureha and Mike is particularly interesting when
seen in the light of the trouble-ridden history of ethnic Koreans’ living experiences in
Japan (Sugimoto, 2014; Willis & Murphy-Shigematsu, 2008). Ethnic Koreans’ history in
Japan is long and complex, but it is true that to this day, anti-Korean sentiment and
discrimination continue to torment these people (Hatano, 2018; Osaki, 2015, 2020). It is
understandable then that Mike, at one time, voiced his concern about his child growing
up and attending school in Japan while having his father’s Korean last name. Despite that
concern, Mike reported that he was still comfortable and loved living in Japan.
Professionally, the three participants have achieved very differently. During the
study, Mike and Steven changed jobs and found new careers. Finding new jobs was not
an easy process for either of them and it took them time to find new careers. Both men
held managerial positions for several years in their adult eikaiwa workplaces (in addition
to teaching English), which allowed them to build their CVs. Kureha, who worked fulltime with young learners, did not have such opportunities.
It is not completely clear what led the men but not Kureha to obtain better paid
and more prestigious managerial positions that ultimately helped them change jobs, but
there are several possibilities. Gender might be one reason. Japan is known as a rather
patriarchal society and, in recent years, serious instances of discrimination against
women have been reported (Shoji, 2018; Villa, 2019). Overall, more permanent, stable,
and higher-paying jobs and leadership positions are frequently reserved for men. A
similar situation can be seen in ELT in Japan (see, for example, a discussion on
homosocial networking and male dominance in TESOL in Appleby, 2013, 2018).
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Therefore, it is possible that Kureha was not seen by her employer as suitable for a
leadership position due to her gender. Kureha was also younger than Mike and Steven,
which might partly be why she was not offered to be a headteacher or occupy a different
managerial role. Finally, she was not very interested in ELT and building a career in it.
Although she did not mind interacting with her young learners who were fluent in
English, Kureha did not find it interesting or challenging to teach English, and she did not
look for ways to improve her pedagogy. She was fortunate that at her workplace she did
not have to play a role of a stereotypical entertainer foreigner from the West (Appleby,
2013; MacNaughton, 2008; Stanley, 2013), which made the work, although still a
necessary evil that allowed her to stay in Japan, bearable for her.
Among the core participants, Mike seemed the most satisfied professionally. He
had found greener pastures and loved his job in a non-ELT field, although he still used
English at work, in addition to the dominant Japanese language. He was proud that he
worked like a regular Japanese employee, as he described it. Steven, although earning
more than he would as an eikaiwa teacher, was aware of some mismatch between what he
saw as a comfortable, more “Westernized” work atmosphere and the work environment
he was a part of. He did make peace with the differences. He successfully arranged for a
work schedule that allowed him to do both—his managerial job and part-time teaching—
and this balance was crucial to keeping him satisfied. Thus, both men can be categorized
as possessing reconciled habitus.
All three participants’ cultural capital (in particular their linguistic abilities),
despite their race, was valued positively enough for them to keep their full-time jobs long

256

term. Although the eikaiwa industry and ELT in Japan and elsewhere have been
frequently described as having racist tendencies (Appleby, 2013, 2014; Jenks, 2017;
Kubota & Lin, 2009; Motha, 2006; Seargeant, 2009) and which they still have in Japan,
the three NESTs of Asian descent had sufficient symbolic capital to make them desirable.
The findings from Mike’s and Steven’s interviews also reveal an important discovery
about migrant NEST professional development. Even though Kureha’s case is close to
the findings reported by Cho (2012) and Lan (2011), Mike’s and Steven’s experiences are
different. Cho’s (2012) and Lan’s (2011) participants reported a strong sense of
immobility. They felt trapped, unable to find other jobs in South Korea and Taiwan,
respectively, because after they had spent several years teaching English, they were
deemed practically unemployable in any other sectors in the host countries. Employers
saw them as unfit for anything but ELT. In contrast, Mike and Steven managed to find
jobs that did not impose the requirement to teach English on them.

Destabilized and Re-confirmed Habitus
Feeling like a fish out of water (Bourdieu & Wacquant, 1992) particularly well
described how Danielle and, to a lesser extent, Francis, felt, which led them to leave ELT
and Japan. As described in Chapter 6, while the study was still underway, Danielle
returned to her home country, whereas Francis moved to another foreign country. To a
lesser extent than Danielle and Francis, Catherine also felt like a fish out of water. But,
she had enough strength to resist the forces of the field and stayed in ELT (as of 2019).
At the point in time when their participation in the study ended, these participants’
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habitus were the closest to re-confirmed habitus. It is important to keep in mind that these
habitus types are approximate and not an exact measurement or labels that determine
people’s future possibilities (Ingram, 2018).
Following a typically dramatic change in one’s social space (but this is not the
only or absolute requirement), an individual can become increasingly aware of the effects
of their habitus and the context they are in and go through “emotional turmoil” (Morrin,
2016, p. 124). Following that, destabilized habitus occurs in situations when forces and
norms of different fields result in a conflict and cannot be reconfigured and accepted by
an individual, even if they put effort into reconciling these influences (Ingram, 2018). Reconfirmed habitus can develop from destabilized habitus. Re-confirmed habitus is that of
a person who does not wish to or cannot align with the field. They are alienated from the
field and they resist it even while they are a part of the field and its relationships and rules
put pressure on them. They do not internalize the field structures, and their old or original
habitus thus becomes re-confirmed even if they stay in the new/changed social space
(Ingram, 2018; Ingram & Abrahams, 2016).
It is not that Catherine was unfamiliar with the culture, society, and the language
of her current host country. Catherine had learned the Japanese language quite well. She
attended university in Japan as an exchange student, even though she never mentioned
being interested in the country’s cultures, which stood in stark contrast to Kureha’s and
Danielle’s interest in Japan. When this study started, Catherine had lived with a longterm Japanese partner, from whom she separated after several years. But even at the time
she lived with her partner, in her interviews and emails there was no indication that she
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felt the need to culturally adapt much to the society she lived in. She did have
opportunities to experience the Japanese work environment much more than Kureha did,
for example. Catherine had worked in several non-ELT workplaces in Japan and was
exposed to the rules of the game that apply in such contexts. In her rejections of the
hierarchical, patriarchal Japanese society and work environment, she went so far as to
reject making friends or even interacting with Japanese people outside. She cannot be
entirely blamed for that as she had experienced a great deal of prejudice and
discrimination as a Filipina and NNEST. She even refused to further improve her
Japanese language skills, being happy to even forget the language. She decided to be a
gaijin (a foreigner but also an outsider to an extent) to the maximum level that it was
possible to do so and still live in Japan relatively comfortably.
At the time the study was ending, Catherine did not have many other options but
to continue working in ELT in Japan (Cho, 2012; Galloway, 2014; Lan, 2011). She had
repeatedly left Japan, but every time she returned because it still provided a
comparatively better income and some opportunity for relatively undemanding ELT jobs.
It was an environment she knew well, and the job was something that she had done many
times. She did not have to follow the rules as she was a foreigner, something she would
not be able to do in her home country. In addition, in Japan Catherine possessed quite a
bit of social capital, some of which derived from her cultural and linguistic capital (De
Costa, 2010; Lan, 2011). She had a strong network of friends from many countries, and
she could rely on these friends for help. These factors helped Catherine reconfirm herself
as a unique, foreign individual in Japan.
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On the negative side, her employment status did not improve, and she was
relatively immobile in her ELT jobs (Cho, 2012; Lan, 2011). In the past, there were
periods of time when she had been satisfied with the balance she had achieved in terms of
her work schedule, finances, and a good number of holidays. However, the situation
became rather difficult as she relied on a series of part-time jobs that did not provide
much income, benefits, or future. The situation that a Filipina English teacher can find
herself in was reported in Simon-Maeda’s article (2004): Simon-Maeda’s Filipina
participant had difficulty applying for work as a NNEST in Japan. In addition, she faced
discrimination based on stereotypical views of Filipina women at the time. Catherine’s
example indicates that the situation has not changed much in 16 years as Catherine faced
similar obstacles to those of Simon-Maeda’s participant.
Although I would not claim that Catherine’s habitus has become close to being
reconciled, elements of her disposition have changed. She was dissatisfied with the way
some Filipino people act and claimed for herself a new attitude, professionalism, and
punctuality. She was proud of her achievements as an immigrant who managed to live by
herself for many years, something that she argued most of her relatives and friends in the
Philippines were not able to do. Again, although she changed in certain ways and grew as
a person, that does not mean that hers was reconciled habitus. For that, she would have
had to internalize the structuring forces of the major fields that she was in (Ingram, 2018).
She did not do that, and she was clearly aware of the mismatch between her ways of
being and the majority of the society she was in. This finding resembles the findings
reported in Cho’s (2012) and Lan’s (2011) studies of migrants who felt trapped in their
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ELT roles. Catherine, like the NNEST participant in Galloway’s (2014) study was
unhappy with her work conditions but continued working, nevertheless. She also was
aware of the lack of career prospects in the eikaiwa job that is a bottom-rung type of ELT
in Japan (Nagatomo, 2016), which only contributed to her feeling torn between her
desired life, her identity, and the reality of her status in Japan. Nevertheless, she rejected
internalizing the field and maintained her own independent, strong, foreign identity.
Compared to Catherine, Danielle had gone through more extreme emotional
turmoil (Morrin, 2016) while she was in Japan. Danielle was enthusiastic when she was
about to start her life in Japan. At the same time, when she was still an exchange student
in Japan, she noticed the sides of modern life in Japan that displeased her. With time,
Danielle started feeling a strong aversion to certain socio-cultural aspects of the host
country, in particular its rigid social hierarchy, the ways in which people tend to socialize,
and the work ethic that mandates long work hours.
It was not only that she grew to dislike these socio-cultural norms. Danielle had
also been discriminated against. She was rejected by some employers due to her NNES
status and nationality, was tricked into doing work that was not in her contract, given
unpleasant work that the Japanese staff did not want to do, and had her pay deducted.
These experiences were unlike anything she had experienced before coming to Japan.
Her habitus was truly destabilized at one point in her life in Tokyo, making her
feel as if she were suffocating. She had been torn between the forces from the field and
her own disposition, feeling emotionally damaged in the end (Bourdieu, 1999; Lee &
Kramer, 2013). The situation she was in made her very self-aware, which commonly
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happens in such uncomfortable situations, making it possible for an individual to reflect
and to be conscious of their habitus (see other examples about how such processes work
in studies by Friedman, 2016; Ingram & Abrahams, 2016; Li, 2015; Reavis, 2017). She
was able to articulate the many points that made her feel like she was losing her identity.
She did not want to forget her old ways of being and did not desire to become culturally
and socially similar to the people around her.
However, a certain level of transformation had occurred, and Danielle did not
stand out in Japan as much after living there for several years. At the same time, her
habitus did not fully transform into a new form or into a “Japanized” self. It was
somewhere in between for a while, signaling disjuncture between habitus and field
(Thatcher & Halvorsrud, 2016) and a certain internal division (Friedman, 2016).
As a result, Danielle became desperate to leave and to recover who she was. The
conflict between her habitus, the host society, and the eikaiwa field never resolved. To
leave Japan, the country she had once fallen in love with, was difficult and painful, but
she was aware that she had dreamed of a wonderland, an idealized country, that did not
really exist. She had to leave to preserve her identity and even her sanity. Financial
problems were the last straw. The migration and life experiences made Danielle’s habitus
more complex but still malleable enough to spring back to what she used to be when she
returned to her home country, resulting in her re-confirmed habitus (Ingram, 2018;
Ingram & Abrahams, 2016).
Francis’s habitus can also be categorized as re-confirmed, even though he had not
been through such dramatic crises as had Danielle while living in Japan (or he did not

262

react to them as strongly as Danielle did). Although Francis’s and Danielle’s reasons for
leaving the eikaiwa industry were not completely the same and it took them a different
period of time to leave, they shared a deep sense of dissatisfaction with their jobs.
Frustrations with their foreigner status were also mutual.
Francis also suffered as he had been rejected by ELT employers. In addition, he
felt that his drive for leadership and entrepreneurship was stifled in Japan. He had been
promised but later denied a leadership position at an English language school, which
deeply disappointed him. In his teaching job, too, he resented how little autonomy
teachers had. At last, he took time and traveled outside of Japan to learn new skills and
reconnect with himself. He fully realized that his career was stale and that even changing
jobs would not result in a better career outcome if he stayed in ELT. Francis was
unwilling to take more risks in the same field. Thus, the social connections that he had
made in Asia were a window of opportunity for his entrepreneurial spirit. His newly
acquired cultural and social capital resulted in a new adventure abroad.
Francis’s uneasiness with life and work in Japan was not due to the work aspect
of his life alone. He was a product of a mixed marriage, one parent being Latino Peruvian
and the other of Japanese descent. That caused him to suffer from racial discrimination
not only in Peru, where he was sometimes wrongly attributed Chinese ethnicity, but also
in Japan. In Japan, he faced discrimination based on his being foreign (Peruvian) and not
the same Japanese as those born in Japan to both Japanese parents (Arudou, 2015;
Kamada, 2010). What complicated the matter was the prejudice and expectations that
Latinos of Japanese descent would be employed in low-paid, difficult, and dirty jobs.
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Latino people of Japanese descent continue to be discriminated against and isolated in
Japan (Manzenreiter, 2017; Reyes-Ruiz, 2005).
Francis tried adapting to Japan, but unlike in the case of the rest of the core
participants, he had not dreamed or planned to immigrate. It was rather his family’s
choice to move to Japan. In the interviews, Francis did not voice any fascination with
Japanese history, arts, or pop culture. He had tried his best to succeed in the new country,
and he could not be blamed for not achieving all his goals. Instead, he tried to think of
different ways to immigrate elsewhere and try a different path. He had formed social
connections and built knowledge during his several trips overseas and gradually detached
himself emotionally from his ELT work and life in Japan.
From his last message to me, it was clear that he was busy and eager to succeed in
his new job. He was in an ethnically diverse city, and that helped him be himself again,
without restraints from an employer (now he was self-employed) and rigid workplace
rules. He was optimistic as he was already having some business success.

Accidental Immigrants, Accidental Teachers
It is important to note that none of the six core participants were taken to Japan as
young children, most were not economic immigrants, and none immigrated after
marrying a Japanese national. However, they still can be seen as accidental immigrants
(Kelley, 2013). When they arrived in Japan, they did not realize how greatly this
transition would later affect their personal and professional lives (Kelley, 2013). It can be
said that they, in part, came to Japan on a whim, which is similar to the findings in Cho’s
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(2012) study but different from Appleby’s (2013) White male participants who expected
more professional growth and opportunity for themselves than they had in Australia.
Most of the six core participants in the current study came to Japan to experience
living in the country they were interested in and simply in order to learn about and enjoy
a different culture. Even those who were passionate about Japanese cultures did not at
first think about staying in Japan for many years (for example, Danielle and Kureha)
when they just arrived. However, most of them stayed in Japan quite long. Four of the six
core participants were still in Japan, and they were prepared to stay in Japan for good,
which was surprising to them upon reflection. Most of them had developed a feel for the
game and followed the rules and believed in them, trying to fit in (Bourdieu, 1990, 1998;
Wacquant, 1989). Those who left were also permanently changed by their Japan
experience. However, unlike a participant in Stanley’s (2013) study, who developed
“China capital” (pp. 222, 245) that he could transfer elsewhere, Danielle and Francis did
not report that they professionally benefited from gaining similar “Japan capital.”
Findings from the core participants’ data furthermore indicate that the participants
became accidental teachers. The processes in which migrant teachers in (commercial)
ELT become accidental teachers and what effects that has on them has not been
researched much (except for Neilsen, 2009), but deserves more attention because this
issue might affect teachers beyond the eikaiwa sector. Many teachers in the commercial
sector come to Japan not because they want to teach, but because they have other
interests (Appleby, 2013). The participants in this study were also mainly interested in
experiencing Japan and teaching was just a means to an end, which is not surprising. The
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eikaiwa field, in general, has not minded that and many teachers who see eikaiwa job
postings assume that they will be able to enjoy some kind of working holiday and be able
to engage in ELT without needing pedagogical skills. The job postings lead them to
believe that (Ruecker & Ives, 2015). Also, it is common for them to stay only one or two
years in Japan (Aspinall, 2012), which also indicates that the industry does not want most
teachers to commit long term. Indeed, among 19 participants in the present study, only
two female teachers continued working for the same employer during the time that the
study was carried out.
Being inexperienced and insufficiently trained to teach in their specific contexts
resulted in the participants’ sometimes struggling and feeling frustrated (Stanley, 2013;
Wibawa & Xiao, 2018), in particular initially in their jobs. Being asked to do specialized
work that they had no experience with and no qualifications for (e.g., Danielle was
required to care for infants) added hardship to the teachers’ already unfavorable working
conditions. In some cases, such employers’ requests resulted in teachers’ leaving the job.
None of the six core participants had deliberately planned to be English teachers
overseas. Most of them did not think about teaching in their own countries either. When
they realized that there were opportunities for ELT work in Japan, they simply took that
chance. Thus, the process in which they became teachers was purely accidental. However,
it would be unfair to call these teachers unprofessional. Even though eikaiwa schools
typically provide very little training (Nuske, 2014), which was the same in the case of the
participants in the present study, most of them studied on their own, reflected on their
practice, and became more skillful in their jobs with time. Recently, there have been
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other examples of eikaiwa teachers taking charge of their own education that helped them
conduct their classes more effectively (Hooper & Hashimoto, 2020).
But in the end, a lack of opportunities for professional development in their
workplaces and a lack of validation of teaching credentials and efforts (Appleby, 2014;
Seargeant, 2009) resulted in most participants’ giving up on obtaining additional TESOL
education and their decision to leave ELT altogether. This finding indicates that it is still
common for commercial ELT to rely on short-term foreign labor regardless of teachers’
pedagogical skills, credentials, and experience (Seargeant, 2009). Many employers
seemed unwilling to invest in their teachers, and their clients’ (ELLs’) ignorance or
naiveté might have been exploited in the process.
In the current study it was clear that larger societal fields of power (Bourdieu,
1998; Bourdieu & Wacquant, 1992) (for example, the larger economy, higher education,
the MEXT) have indirectly affected the field of eikaiwa. Formally, the MEXT is not
jurisdictionally involved in eikaiwa issues (Nagatomo, 2016), even though this ministry’s
duty is to deal with educational issues. However, its decisions about English language
education in the nation do have an influence on the eikaiwa field. The more emphasis that
the MEXT’s guidelines and directives place on English, the more the importance of
English language schools increases. If trade companies require their employees to pass an
English proficiency test or obtain English speaking skills, they enroll in eikaiwa school
classes. In Japan, they are left few choices to turn to as there are no community centers,
community colleges, and similar reliable places that offer English lessons continually
(Makino, 2016). It should be noted that sometimes local libraries or community centers
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might organize an event with an English-speaking migrant or a “guest speaker” English
teacher, but these are typically one-time events or short-term courses. To complicate the
matters further, the boundary between the field of eikaiwa and higher education has
started to blur as some eikaiwa schools dispatch their teachers to universities (Breaden,
2016; Fukunaga et al., 2018), which the current study confirms.
The findings from this study paint a complex picture of how migrant teachers
adapt to their host societies, and, equally important, how they leave the host country. In
the study, I was able to see how the field(s), the participants’ habitus, and capital played a
role in placing the actors into different hierarchical positions (Bourdieu, 1990, 1998). The
experience of feeling like a fish out of water in their past lives before Japan or in Japan
made it possible for the participants to reflect on their feelings and actions in relation to
the field (Nowicka, 2015). These reflections, in turn, allowed me to understand their
trajectories in terms of relationships in different fields and time frames.
The ways in which the participants’ pasts, their current dispositions, but also
influences of the field, its norms, and other social actors influenced each participant
resulted in different outcomes. Whereas some teachers had a matching disposition, easily
convertible capital (De Costa, 2010; Stanley, 2013), and were fortunate to enjoy support
in relationships with other social actors, others struggled excessively and their trajectories
were interrupted (Bourdieu, 1999; Ingram, 2018; Neilsen, 2009; Reavis, 2017). A
discussion of further findings that regard both core and noncore participants’ capital
follows in the section below.
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Capital Matters
This section addresses research question two about the participants’ capital
conversions in ELT and Japan. As explained in Chapter 2, the concept of Bourdieusian
(1986) capital ranges from economic (such as income and property), cultural (for
example, knowledge of foreign languages or institutionalized cultural capital such as
educational degrees), to social (social networks). In addition, any type of capital can be
perceived as symbolic capital by the actors in the field and then be recognized as a
legitimate value in itself (Bourdieu, 1986, 1989; Locock et al., 2016). When the
“arbitrariness of its possession and accumulation” is (mis)recognized by others (Bourdieu
& Wacquant, 1992, pp. 118-119), it can be analyzed as symbolic. For example, a degree
from an Ivy League university would not only be cultural capital that leads to desired
employment (economic capital). It would further label its holder as having a prestigious
education, which means that the degree itself would act as symbolic capital. It would be
evaluated separately from the knowledge and skills that the degree serves as evidence of.
As symbolic capital, it would also indicate the degree holder’s access to other alumni,
some of whom are likely to hold positions of power. Owing to that, the degree holder
might then expand their social network (social capital) even further and be introduced to
professionally beneficial opportunities (this might occur regardless of one’s actual grades
and ability). In the case of the participants in this study, their degrees but also their
demeanor, appearance, or even race and citizenship acted as symbolic capital in the
eikaiwa industry. Specific examples follow.
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Each participant arrived in Japan with a certain preexisting amount of capital.
They also gained capital after their arrival in Japan, such as through studying, gaining
work experience, and socializing. Each participant invested and converted their capital
according to their goals, governed by their habitus, which resulted in various returns. The
focus of the discussion here is placed on how these different types of capital affected the
teachers in their navigation of the eikaiwa field and their life in Japan. Symbolic capital
stood out as the most prominent and readily convertible (Pret et al., 2016) and is,
therefore, the focus of discussion. However, the effects of other types of capital are not
ignored. Their conversion patterns are briefly discussed below.

Economic and Social Capital
Among the 19 teachers, 18 had bachelor’s or master’s degrees (one had an
associate degree from a technical college), which testifies that they or their families had
enough economic and cultural capital that allowed them to study, in some cases overseas.
Even the participants who were from countries with a relatively low percentage of people
who had higher levels of education, at least had bachelor’s degrees, which can mean that
the participants were relatively wealthy in their home countries. Even if university
education is not extremely costly in all countries, going to university frequently means
living outside the parental home and being out of full-time work for several years, which
means that not everyone can afford it. It also means that the participants were sufficiently
driven (an effect of their habitus and cultural capital) to earn a college education (Reavis,
2017). As most private academies like eikaiwa (or Korean hagwons or Taiwanese
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buxiban) schools and governments require foreign job applicants to have a university
degree (Cho, 2012; Jenks, 2017; Lan, 2011), it is not surprising that my recruitment of
research participants resulted in a sample of university-educated individuals.
The participants’ social capital was utilized by many of them when they looked
for work. Most of the participants had at least one of their jobs introduced to them
through different networks—workplaces and communities they belonged to. Different
social agents provided them with support and the participants’ social capital was able to
accumulate over time (Bourdieu, 1986; Papapolydorou, 2015). Some of the teachers
taught private lessons and their former eikaiwa students became their private students and
brought in their friends and acquaintances.
These jobs were not only exclusively ELT. For example, Steven’s former
colleague introduced him to their new employer when they were leaving that job. Steven
then replaced his former colleague in their managerial role. Overall, the pattern of social
capital conversion into economic capital (income) was evident.
Social capital was also beneficial in a non-economic sense. The social
connections that the participants had built over time were of immense importance to them.
To be able to build relationships with the local people, the participants frequently had to
become fluent in the language but also the culture, which means that they had to build
cultural capital in order to increase their social capital. Having close friends provided the
necessary support, care, and a sense of belonging. This is an important factor that affects
migrants’ decisions to stay (longer) in the host society.
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Education and Work Experience as Assets
Despite being called and employed as teachers, the participants’ educational
backgrounds and teaching work experience generally had little impact on their positions
in their workplaces and on their finances (Appleby, 2013). It is expected that institutions
that call themselves schools (as eikaiwa gakkou means English conversation school, and
that is what these establishments are called in English) are interested in their teachers’
educational backgrounds. However, that interest was rarely evident from their hiring
practices. That is not to say that eikaiwa employers do not care at all about who works for
them, but in many cases, teachers’ appearance, NES status, personality, and cheerfulness
mattered as much as if not more than their education and teaching skills (also reported in
Aspinall, 2012 and Mahboob & Golden, 2013), which trivializes education.
As a matter of fact, effective teaching skills were not mentioned much in the
managers’ interviews and even less so in job postings. Many managers, with a few
exceptions, appreciated teachers with teaching skills or credentials. But they did not
discuss particular teaching methods and techniques that they wanted their employees to
use, even when I asked them to describe an ideal teacher they would like to hire. The
findings show that the teachers’ institutionalized cultural capital did not convert
successfully into economic capital.
However, having teacher training was beneficial for teachers like Francis. His
TESOL training helped him build confidence as a teacher and be successful in the
classroom. In the managers’ interviews, there was a sporadic mention of teachers’
TESOL credentials, but even in such cases, it was mostly purely incidental that such
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qualified teachers applied for specific eikaiwa jobs. The recruiter would then be either
“impressed” and hire the teacher at the same pay as every other new hire or reject them
because they were not perceived as flexible enough to adapt to the school in question.
Although most teachers did not have graduate degrees, for those six who did, their
master’s degrees did not mean that their status and income grew. Some employers were
eager to hire such degree holders but usually for the same initial salary as other “new”
teachers. However, such teachers might be perceived as overqualified or even looked at
with suspicion (Informant 8 wondered why anyone with a master level education would
want to teach in an eikaiwa school). However, when they were hired, well-educated
teachers were able to attract large numbers of students and have a positive impact on
customer satisfaction and sales, as reported by Informants 2 and 4. If these teachers’
pedagogy had a positive effect on their students’ learning was unclear.
Overall, educational degrees and teacher qualifications did not act fully as capital
in many cases, beyond being the bare minimum—a bachelor’s degree in anything—
necessary to be invited to a job interview and, in some cases, to secure a visa with work
permit. Such degrees did not affect one’s career prospects in the eikaiwa industry. At
least three participants in this study decided against obtaining more education in TESOL
because they did not believe it would have improved their careers.
Work experience, on the other hand, sometimes helped the participants to find the
type of teaching work they wanted. Some participants had built cultural capital in their
earlier workplaces in more than one way. For example, for Chris and Joseph, it was
helpful to have had teaching experience before they applied for ELT work in Japan. They
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were able to convert their cultural and symbolic capital (their earlier work experience and
skills) into economic capital (income) in a way that did not depend on their educational
backgrounds alone. In fact, Chris’s institutionalized cultural capital was lower than that
of the other participants’ as she had an associate degree only.
However, work experience, like educational background, was also sometimes
deemed irrelevant by some employers. Typically, newly hired teachers, regardless of
their previous teaching experience in or outside the eikaiwa sector, all started with the
same salary, and the situation has not changed for a long time (Bailey, 2006; CurrieRobson, 2015; Seargeant, 2009). For example, even though Emma had six years of
teaching from a public high school in another Asian country, that experience had little
positive impact on her ELT work in Japan. In job postings that I analyzed salaries were
typically disclosed for entry-level positions and there was little margin between the
lowest and highest remuneration offered. To make matters worse, eikaiwa salaries do not
increase much over time, if at all (Brotherstone, 2014).

Other Cultural and Symbolic Capital
Although, as stated above, their educational background did not have much of a
tangible positive impact on teachers’ employment status and income, for some NNESTs
such degrees can be perceived as important beyond being the requirement for a visa and
work permit. These degrees can function as symbolic capital for NNESTs. The only
difference between NNESTs Danielle’s and Hannah’s degrees and the rest of the
NNESTs’ degrees was that Danielle and Hannah earned their degrees in English-
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speaking countries. The other NNESTs earned their degrees in their non-NABA home
countries or in Japan. Thus, the location of where the degree was earned gave it more
prestige than its content (Holliday, 2005, 2015).
As Danielle and Hannah were NNESTs, their NABA degrees elevated their value
in their employers’ and perhaps their students’ eyes. These women’s degrees served as a
symbol of the women’s enriched cultural capital and habitus that embodied the
authenticity of English (Kramsch, 1998; Lowe & Pinner, 2016) to the extent that the
other NNESs were unable to achieve. These participants internalized the norm of the field
and believed that their NABA degrees were justly seen as more valuable than non-NABA
degrees for ELT work (Canagarajah, 2012; Petrić, 2009; Zhang & Zhang, 2015).
This spillover effect does not occur in the case of English teaching only. The most
baffling was the situation in which Danielle once found herself. Her employer was
pleased that Danielle was able to teach some Italian to her young ELLs. More poignantly,
the employer was impressed to know that Danielle’s father was born in Italy. The man
was not Italian and did not teach Italian to Danielle nor communicate with her in Italian.
Nevertheless, Danielle’s employer and her students’ parents were simply delighted to
know that her father’s place of birth was Italy. The effect of her parent's place of birth
spilled over and served as symbolic capital, which enabled Danielle to be seen as an
authentic teacher of Italian. This way of thinking misrecognizes one’s or one’s parents’
origins for one’s ability.
What speaks further to this symbolic value of degrees that serve to prove one’s
closeness to “authenticity” is that the NNESTs who did not have such educational
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background from NABA sometimes felt inadequate as English language teachers. Some
of them struggled with “a ghost of deficit” (Morrin, 2016, p. 134) that made them feel
inferior, as if their cultural capital were insufficient for their workplace roles. However,
both the NNESTs with and those without NABA degrees felt at times inadequate as
teachers of a language that was a second language for them (Bernat, 2008; Horwitz,
1996; Rajagopalan, 2005), regardless of the years they had spent teaching the language.
Having a passport from an Inner Circle country to be hired as a teacher (Braine,
2010; Jenks, 2017; Mahboob & Golden, 2013; Ruecker & Ives, 2015) continued to be of
importance. For teachers from NABA, their English more easily became readily available
cultural capital for them. They did not need to struggle to find ELT work. Owing to their
English ability and nationality, they became skilled workers after arriving in Japan (Cho,
2012; Lan, 2011; Stanley, 2012, 2013).
Nonnative English-speaking teachers were also hired, but, unlike most NESTs in
the study, their contracts were mostly for part-time jobs. The overall situation did not
seem as extreme as in the case of Galloway’s (2014) NNEST participant who was
pigeonholed into a stereotypical foreigner role and given an ELT job even though she
spoke fluent Japanese and had applied for a managerial position. In the current study,
some NNESTs and NESTs were able to find non-ELT employment, although not all of
those who desired to were able to do so.
When working in the eikaiwa industry, however, some NNESTs experienced
microaggressions (Sue, 2010) because of their speakerhood status. Some experienced
being challenged and looked down upon (Zhang & Zhang, 2015). Some were perceived
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as inauthentic (Kramsch, 1998; Pacek, 2005). Some, like Emma and Lyla, were forced to
lie that they were NESTs, which is similar to findings in Galloway (2014).
Although NABA nationals were preferred as teachers in general, certain
nationalities were preferred over others. This hierarchy affected the NEST participants. It
was apparent that the most desirable were nationals of the United States and the United
Kingdom (equally ranked were foreign male teachers in Appleby’s findings [2014], with
the men from these countries being ranked the highest).
Arguably, English is of a higher standard in the Outer Circle (for example, in the
Philippines and India), where it is one of the official languages and is used in education
more frequently than in the Expanding Circle (for example, in Brazil and Russia).
However, among the NNESTs in this study it was not the Outer Circle nationalities that
had most symbolic capital. On the contrary, the closer to the imaginary West they were
perceived to be, even if only geographically, the more symbolic capital they had.
The findings also showed that being recognized as adequate, sufficiently authentic,
or even accepted as a NES (regardless of one’s actual L1 or proficiency) depended on
other elements as well. Not only nationality but race continued to be frequently conflated
with the term NES(T) (Holliday, 2005, 2008; Phillipson, 2016; Sung & Pederson, 2012).
It can be concluded from the current study findings that skin color functioned as symbolic
capital. Whiteness was perceived as a symbol of one’s habitus and cultural capital being
closer to authentic English and the West (Holliday, 2005). Findings from several the
participants’ interviews showed that whatever feature resembled non-Western and nonWhite (and thus, nonnative) identity risked rejection. To offset the lack of desired skin
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color, a teacher could engage in emphasizing their nationality, which happened even in
the case where the participant (Kureha) did not identify with her citizenship at all and
was unsure which identity to project in the classroom (Petrić, 2009).
The reported “exceptions” to White NNESTs from certain European countries
being more readily accepted as English users and teachers only underlined this bias. The
findings from the current study corroborate the findings from Galloway’s (2014) study.
In the particular setting Galloway investigated, Scandinavian teachers’ English as an L2
user identity was not problematic for their teaching jobs. However, it was problematic for
an Eastern European NNEST. The current study reflects this finding. In another instance,
Asian phenotype, if perceived attractive enough, can be exploited as much as White
masculinity (Appleby, 2014; Kubota, 2011a), such as in the case of Steven (a NES of
Asian descent), whose appearance was used for marketing purposes.
The findings further showed that a great deal of stigma was still involved
regarding “foreign” accents (Galloway, 2014; Jenkins, 2005; Lan, 2011; Pacek, 2005).
Having a “wrong” accent has been reported as problematic in non-TESOL disciplines and
in society in general (Lippi-Green, 2012). Migrants within Europe who moved from
Poland to the United Kingdom also faced discrimination when they spoke English
because of their Polish accents (Thatcher & Halvorsrud, 2016). However, it was not only
NNESTs that were discriminated against because of their accents. The NESTs also
suffered from accent-based discrimination. In some instances, their accents did not match
what the stakeholders perceived as standard American or British accents. The result was
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that they were pressured to conform to the arbitrary norm of the field. Likewise, nonBritish NESTs were unable to work in schools that were perceived as “British.”
Despite the findings from teacher interviews that point to the negative aspects of
the industry, the findings from most of the managers’ interviews frequently did not reflect
the same discriminatory ideas. The findings indicate that several recruiters and managers
argued against L1, national, and racial discriminatory hiring practices. They sometimes
reported that it was other schools, other managers, or ELLs that had misconceptions
about what made a legitimate English speaker and teacher.
Finally, the findings indicate that most teachers put effort into adapting to their
workplaces. They strived and struggled to deliver lessons that would make their students
satisfied. The current study, for the most part, corroborates findings from earlier studies
where researchers argued that the issue of conflation of L1, nationality, and race is
problematic (Holliday, 2009; Jenks, 2017; Kubota & Lin, 2006, 2009; Lowe & Pinner,
2016). However, the study also shows that many eikaiwa teachers simply tried to do their
jobs to the best of their ability. Through the use of Bourdieusian concepts, the study also
shows that the interplay between social actors (teachers, managers, ELLs), the norms, and
the fields is complex and multidirectional.
In the following chapter, I discuss the implications and the limitations of the study.
Finally, I make recommendations for further research.
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CHAPTER 9
CONCLUSION

I start this chapter with a brief overview of the current study. Following that, I
discuss the implications of the findings for researchers, teachers, and administrators. The
chapter continues with a discussion of the study’s limitations and my final reflections on
the research process. The chapter ends with my suggestions regarding future directions
that research on eikaiwa and migrant teachers can take.

Overview of the Study
The current study was designed to research aspects of the Japanese eikaiwa
industry that are not easily visible to outsiders, that have not been extensively
investigated in the past, and that have implications for contexts broader than the
commercial ELT sector alone. This study contributes to the literature on the eikaiwa
context (Appleby, 2013; Bailey, 2009; Kubota, 2011a, 2011b) by adding the perspectives
of multiple migrant teachers as well as recruiters, school owners, and managers, and by
addressing issues that have been infrequently addressed by researchers. The study also
contributes to the literature on migrant language teachers (Cho, 2012; Hooper &
Hashimoto, 2020; Stanley, 2013). To better understand the participants’ habitus, I
incorporated the effect of emotions (Martel & Wang, 2015; Reay, 2015) as an essential
aspect of research on these migrant teachers. Using a Bourdieusian theoretical framework,
I investigated undertheorized “teachers’ cultural, intercultural, national, and transnational
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identities” (Menard-Warwick, 2008, p. 620). To theorize negotiations of teachers’
identities, I researched teachers in diverse contexts and roles.
I specifically investigated how the participants started working in the eikaiwa
industry, how different teachers were treated in it, how they perceived their own status,
and what made some teachers more accepted in the field than others. I made an effort to
de-essentialize NESTs (Appleby, 2014; Breckenridge & Erling, 2011) and provided
detailed information about NNESTs working outside their home countries and outside the
Inner Circle (Braine, 2010; Llurda, 2015). Furthermore, to know the field of for-profit
ELT industry better, in addition to investigating the teachers’ lived experiences, I
analyzed eikaiwa job postings and recruited the “gatekeepers”—school owners and
managers who supervised eikaiwa teachers.
The concept of habitus and its effects was applied to analyze teachers’ past and
present experiences from the data collected from interviews and email messages of
teachers’ reflections and self-analyses (Nowicka, 2014, 2015). These findings are shared
in Chapter 5 and Chapter 6, where the focus is on the six core participants. These
participants had unique insights into the industry because of their nonmainstream status.
They gave firsthand accounts of what transpired in their schools and described how these
events affected them and their colleagues. The data provided information about their
daily lives, work environments, and the ways and reasons they teach. These findings are
an important contribution of this study because earlier researchers have insufficiently
addressed these issues.
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However, the teachers’ insights were limited due to their positions in the field of
commercial ELT. Thus, most of them did not directly observe or participate in decisionmaking processes in their schools because they typically did not attend managers’
meetings. In contrast, school owners and managers provided information about how they
evaluated English teachers’ capital when they hired teachers and how they marketed their
schools’ services. These findings are shared in Chapter 7.
Furthermore, looking into eikaiwa job postings, I focused on determining what
types of capital they mentioned. I needed to see what employers considered crucial when
they hired new teachers. I also wanted to know if schools sought to hire only teachers
from specific backgrounds, which indeed was the case in some schools’ job postings (see
Chapter 7). Triangulating the findings from such varied sources of data led to a relatively
complete and complex picture of the eikaiwa industry as a field (Bourdieu, 1990, 1992).
I learned under what conditions the teachers tried to find their place and mitigate
problems in the eikaiwa sector and what they did to adapt to the host society. As is
described in Chapter 5, Chapter 6, and Chapter 7, Catherine, Kureha, Steven, and some
noncore participants, seem to have, consciously or unconsciously, successfully utilized
strategies to adapt to their new social spaces, or Bourdieusian fields. However, a sense of
being trapped in their current positions was also occasionally evident in these participants’
interviews. Three other core participants, Danielle, Francis, and Mike, and some noncore

participants frequently felt like fish out of water (Bourdieu & Wacquant, 1992) in the
eikaiwa industry. Danielle and Francis also felt isolated or discriminated against in the
local communities, which contributed to their leaving Japan before the study ended.
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In turn, these findings about the participants provided information about the
Japanese for-profit ELT sector between 2013 and 2020. Knowing the social actors (the
teachers) was a step in the research process. This step was essential as it provided a basis
for investigating the field (eikaiwa industry) as a whole. It helped me see how schools
chose teachers and how they marketed them. I also found information about teachers
being dispatched to formal educational institutions.
From the findings based on the complete data set from 19 teachers’ and 10
managers’ interviews and a selection of job postings, it became apparent that capital
played a crucial role in the outcomes of the participants’ adaptation to the field. What had
been seen as capital in some of the participants’ contexts in the past ceased to be an asset
for them in Japan. For example, institutionalized cultural capital, such as educational
qualifications, did not always work in the participants’ favor when they sought
employment in Japan. Some participants were frustrated and unable to readjust to the new
contexts. On the other hand, certain features started functioning like capital in Japan. For
example, certain phenotypes and specific accents or linguistic capital that had no such
high symbolic value for the participants in the past led to more readily available
employment and social prestige in Japan.
Through my chosen research approach, I was able to collect and analyze data on
the participants’ lives starting from their childhood, migrations to different countries, and
arrival in Japan. I came to understand better the participants’ treatment in the eikaiwa
sector, their perceptions of the events, and the outcomes of their migration and
employment in particular regarding their lives in Japan. Furthermore, I addressed a
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variety of discriminatory practices in for-profit ELT (Appleby, 2013, 2014; Kubota & Lin,
2009; Seargeant, 2009). These practices continue to affect a large proportion of teachers
negatively. A more detailed discussion of the study’s implications follows.

Implications for Researchers
To some extent, the results showed how diverse migrant NNES and NES
populations of teachers in Japan are. From the participants’ biographical data and their
comments about the experiences of their coworkers and friends employed in the
commercial ELT sector, it is evident that many NESTs are people of color, multicultural,
and multilingual individuals. The reality of migrant NESTs teaching in Japan is far from
the widespread assumptions and stereotypical portrayals in research of NESTs as a
monolithic entity of monolingual, mono-cultural NABA citizens. Unfortunately, as has
also been the case with NNESTs, accents and regional varieties of English, even standard
English, such as standard Australian English, that NESTs use can be the cause of
discriminatory treatment and obstruct their path to employment. Researchers who work
with (migrant) NESTs should pay attention to their participants’ complex identities,
linguistic and cultural backgrounds, and problematic aspects of their employment that
stem from their backgrounds.
Like NESTs, the NNESTs in the study were of different races, ethnicities, and
nationalities. The NNESTs were also multilingual and some were multicultural.
Researchers (e.g., Braine, 2010 and Llurda, 2015) have called for more research on
NNESTs working globally, in order to understand why they choose to engage in ELT,
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how they teach, and what their lived experiences are. The present study contributes to the
literature on NNESTs’, but also NESTs’, trajectories, migrations, and lived experiences
in the host country, but further research on these populations is needed.
I investigated the core participants’ life histories, as Park (2012) suggested should
be done. In this kind of research, it is not enough to collect data only about what migrant
teachers do after they arrive in the host country. Not looking into other periods in their
lives would mean that a large part of these teachers’ educational backgrounds and events
that had led to their migration would be obscured. Furthermore, focusing only on
migration and employment in the host countries would not have allowed me to compile a
complete picture of the participants’ trajectories and events from their youth. Including
such events when collecting data, however, is crucial because such events, if not
investigated, might hide information about what made an impact on the development of
participants’ dispositions, sets of values, accruing of capital, and development of their
teacher beliefs. For the same reason, the ways habitus develops, becomes embodied, and
transforms need to be included in research of teacher identity.
Furthermore, researchers who investigate issues such as teacher identity, nativespeakerism, and racism in TESOL need to remember that in Japan (and probably
elsewhere, such as in Hungary [Petrić, 2009] and Singapore [Zhang & Zhang, 2015])
many NNESTs are not local (Japanese in the case of this study). Too frequently, TESOL
research reports refer to and describe English teachers, in Japan, for example, as either
NESTs from NABA or local, i.e., Japanese teachers of English, ignoring everyone else.
Simon-Maeda’s (2004) is a rare study in which an ethnic Korean, born and raised in
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Japan and an immigrant Filipina teaching in Japan were portrayed. To be inclusive but
also accurate about the makeup of teachers in Japan, non-local NNESTs should not be
ignored when researchers refer to English teachers in general.
Another methodological implication regards Whiteness and the term NES(T).
Researchers have correctly argued that the term “NES” frequently serves as a proxy for a
White teacher (Kubota & Fujimoto, 2013). This point has been corroborated by the
present study as well. Racism in ELT continues to be as problematic as ever. However, it
is also true that simply being White is not sufficient to be considered a NES, much less to
be hired and accepted as a legitimate English teacher, even in the lowest rung ELT
eikaiwa jobs in eikaiwa. Additionally, being raised in a non-English-speaking country or
having a foreign accent frequently diminishes teachers’ legitimacy in employers’ and
ELLs’ eyes. The current study shows that nonnative English accents continue to be
stigmatized. Passports from countries other than dominant English-speaking countries
can render teachers unemployable, regardless of their qualifications and experience.
Moreover, NNESTs, White and people of color, are vulnerable to employers’
requests to disguise their NNES status and nationality (Galloway, 2014; Petrić, 2009).
Such requests are particularly likely in the cases where NNESTs teach outside of their
home countries, as in the case of Emma (NNEST, Africa) and Lyla (NNEST, South
America). This practice not only deceives ELLs but is demeaning to NNESTs. It
misrepresents NNESTs, contests their multilingual identity, and can be detrimental to
their confidence as teachers. It also perpetuates stereotypes about who authentic English
teachers are in the learners’ eyes.
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Another implication concerns theoretical frameworks for research. Although it
was challenging for me to grapple with Bourdieu’s ideas, his framework helped me
greatly to interpret multifaceted problematic matters in this study. A Bourdieusian
framework allows researchers to focus not only on the main protagonist(s) of the research
story but also to include the effects of other social agents, fields, and policies. Using
Bourdieusian theoretical concepts can help connect research findings to larger issues of
migration, identity, discrimination, and, in TESOL, implications of NNESTs’ practice in
the classroom, and L2 use in educational settings globally.
However, researchers need to apply as complete a set of concepts as possible
when utilizing Bourdieusian thinking tools. Applying only habitus or only capital cannot
provide a fully detailed picture of the field and phenomena under investigation. In
addition, adapting the concepts to one’s research needs is possible and advisable (Li,
2016). For example, habitus can be quantified for researchers’ needs (see, for instance,
Mu, 2016, for quantification of Chinese identity and heritage language learning). The
concept of capital is expandable and applicable to one’s context as needed, as Wallace
(2016) did to investigate Black cultural capital. I found Ingram’s (2018) approach to
researching habitus valuable for my project. She modified Bourdieu’s concept of habitus
to suit her research needs when she investigated multiple aspects of habitus. I, in turn,
benefited from the categories she devised—the four types of habitus interruptions—and
used them to analyze the core participants’ habitus. It can be rewarding to venture outside
of Bourdieu’s original works and apply newer generations of Bourdieusian scholars’
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tools derived from the work of Pierre Bourdieu and adapt the concepts to researchers’
specific contexts.

Implications for Teachers and People Considering Working in Eikaiwa Schools
The participants in the study explained why and how they started teaching in
eikaiwa schools, which can be useful for past and current eikaiwa teachers to compare
with and reflect on their own experiences. Detailed accounts of what transpired at their
workplaces and how the participants felt working in the industry can be of use also to
people who have not worked in the commercial ELT sector but are considering this type
of employment. The owners and managers shared what they were looking for in
successful job candidates. They also provided information about their customers’ needs
and demands of eikaiwa work. This additional information is not commonly disclosed in
job postings, but it can be useful for eikaiwa teachers to better prepare for the job search
and to consider if commercial ELT is what they would be satisfied with as a job.
The information from the findings can also serve as a cautionary tale about
teachers who left eikaiwa teaching or stayed but felt trapped in their jobs. Some of the
teachers thought that they did not gain much—financially and otherwise—from their time
in the industry. Some of them found that their jobs did not lead to satisfying careers.
Some felt that their social standing in the host society was low due to their eikaiwa jobs.
Moreover, some teachers endured various types of discrimination, which had a
detrimental effect on their emotional wellbeing.
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Implications for Administrators
The findings also concern administrators because, in recent years, the number of
schools and boards of education that outsource ELT to private companies and use
teachers dispatched from private ELT companies instead of directly hiring teachers has
increased (McCrostie, 2018; Nishinippon Shimbun, 2018). Many universities have started
to or announced that they would outsource their English language courses to the
commercial sector (Business Journal, 2018, 2019). Because there are ethical and legal
implications, school administrators who are (considering) outsourcing ELT need to know
what outsourcing to such ELT businesses involves.
Administrators have various reasons for outsourcing. Faculty who supervised
part-time university English teachers reported that it was more convenient and cheaper to
rely on dispatch companies than hire teachers directly. These faculty members argued
that students enjoyed classes taught by dispatched teachers whose attractive
appearance—“cool guys, handsome and tall,” “Charisma men”—was a bonus (Nagatomo,
2016, pp. 192–193). Although they might not have ill intentions, administrators such as
this risk contributing to pigeonholing and commodifying foreign teachers (Appleby,
2013; Hooper, 2020; Kubota, 2011a; Nuske, 2020). Furthermore, such practices create a
second-class population of subcontracted teachers who might be doing the same work as
part-time or full-time instructors but be paid less, have little job security, and no social
insurance. Institutions that outsource to private ELT companies that recruit only or
mainly White NESTs are complicit in perpetuating the discourse of White normativity
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and the stereotype of the Western (male) foreigners as ideal English speakers (Holliday,
2015; Jenks, 2017; Kubota & Lin, 2009; Stanley, 2013).
Outsourcing can also be damaging to schools’ reputations. Some private ELT
companies have violated Japanese labor laws, which has resulted in foreign governments
becoming involved in the matter and officially protesting, in an attempt to protect their
citizens working in Japan (General Union, 2019). Furthermore, when educational
institutions outsource their courses, they can be perceived as failing to provide the
fundamental service that is the main if not sole purpose of their existence as providers of
education (General Union Fukuoka, n. d.; Sugimoto & Fujita, 2016). The public learns
about these issues from the news and the General Union activities; thus, educational
institutions connected with such ELT businesses risk having their reputations tarnished.
Another problem is teachers’ qualifications and teaching experience. In the
commercial sector, some school owners and managers might not be concerned about
whether their teachers are qualified or not (Appleby, 2013; Seargeant, 2009; Wibawa &
Xiao, 2018). Because the commercial sector is not under the MEXT supervision, there
are no rules regarding what qualifications the teachers should have and how experienced
they should be to teach. In contrast, in conventional primary and secondary schools that
are under the supervision of the MEXT, teachers need to have teaching licenses or
advanced degrees to be employed. Relying on dispatched teachers and relinquishing their
right to evaluate the teachers’ credentials can jeopardize the pedagogical goals of formal
educational institutions such as high schools and universities.
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Finally, racist, sexist, and other discriminatory practices that have occurred in
some commercial language schools are not only ethically but legally problematic.
International regulations (such as the ICERD) and domestic laws (e.g., the Japanese
Labor Standards Act) that ban discrimination of employees based on their nationality,
race, gender, and religion are binding in Japan. Professional organizations such as
TESOL are also against such discriminatory practices (TESOL, 2001, 2006).
Administrators involved in hiring dispatched teachers from less reputable ELT companies
risk being complicit in these discriminatory practices and inadvertently commit labor law
violations.

Limitations
In this section, I discuss the limitations of the current study and reflect on the
research process and its shortcomings. The term limitations refers to the ways that the
collected data and conducted analyses might diminish “the study’s methodological
integrity, reliability, and validity” and “the limits of the scope of [transferability]” of the
findings (American Psychological Association, 2020, p. 104). My reflection also
concerns additional data that I have collected but did not include in the study, even
though these data might have strengthened it significantly.
The present study is limited in several ways. As one of the goals of this case study
was for me to understand the practices of the eikaiwa field, I recruited and interviewed as
many participants as possible. However, that recruitment and interview process was
severely limited, as in many other such studies. I selected ethnically and nationally
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diverse participants, people of different ages, different lengths of stay in Japan, different
genders, and people who worked for different schools and in various positions. However,
I selected the participants mainly through a snowball sampling method, which resulted in
the specific group of people who the few initially recruited participants had access to.
These participants’ experiences greatly varied but are not representative of all eikaiwa
teachers’ experiences.
Furthermore, the study involved interviews with NESTs and NNESTs, but there
were limitations to their selection. All NESTs were of Asian descent, such as Chinese
Australians or Korean Canadians. I did not recruit other native English-speaking people
of color. The NNESTs, on the other hand, were mainly Asian, Asian biracial, or White
individuals. The research would have benefited from including other people of color.
Their lived experiences could have been compared and contrasted with those of the other
NES and NNES participants to paint a more detailed and complex picture of the field.
As one of the principles of ethical research is member checking, I sent the
transcribed interviews to the participants to be checked. I explain the rationale for this
decision and the process in Chapter 4. This step might be perceived as detrimental to the
research because the participants might have deleted segments of the transcripts that
show them in an unfavorable light, for the reasons of social desirability. Indeed, one
school manager removed small sections of their interview transcript that I found
particularly intriguing and illuminating but was unable to use. However, it would have
been unethical not to allow the participants to review the data that would go into a
dissertation and future publications that will be publicly disclosed. Furthermore, sharing
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the transcripts instilled trust between the participants and me, which helped me have
access to them for data collection over a long time.
A different type of limitation was the categories of the participants that I had
interviewed but did not find a way to include in the study and had to decide not to include
them. I interviewed four Japanese female eikaiwa teachers and three adult female
Japanese ELLs. I continued collecting data from one of the Japanese teacher’s email
messages and interviews from 2014 to 2019. In addition, in 2017 and 2018, I interviewed
two White male NESTs. Their cases were interesting because both men managed to find
what they perceived as better employment. One Australian man became a manager in a
large chain eikaiwa school after having only a teaching job for many years. The other was
an American teacher who earned a master’s degree and found multiple part-time
university ELT jobs. He then taught eikaiwa classes in a local community center only
once a week. My failure to include these data in the study was partly due to the time
constraints but also my inexperience with conducting complex qualitative research that
involves a variety of data sets from multiple sources.
Another limitation concerned the types of data sources I relied on. As mentioned
in Chapter 4, I collected interview data with teachers, school owners, school managers,
and data from job postings. More varied data sets would have allowed for a better
triangulation process. I had initially planned and collected data from eikaiwa school
advertisements and analyzed these data using a semiotic approach (Rose, 2016) in 2017
and 2018. I also collected samples of teaching materials from two different eikaiwa
schools in 2014 and 2016. The samples were several textbooks that contained

293

conversation and grammar lessons, and several handouts used in an eikaiwa classroom.
Finally, in 2013, I observed two 50-minute-long eikaiwa sessions and video recorded
them. Although including the findings from these sources would have strengthened the
study, I was unable to incorporate them for the same reasons mentioned above.

Recommendations for Future Research
There are several ways that future research can contribute to the knowledge about
migrant English language teachers and commercial language schools. A more diverse
sample of teacher participants could be recruited. Their unique experiences and
perspectives would add depth to what is known about migrant teachers. Researchers
could also employ more varied data collection methods.
Recruiting more people of color is necessary as there is a paucity of research that
includes such participants, in particular in Japan. Including people of color from Englishspeaking countries but also other NNESs from the Expanding and Outer Circles would
improve the transferability of research to different teaching contexts. Continuing
researching NES people of color and NNES teachers is important because nonmainstream teachers contribute to ELT in their specific ways and challenge the traditional
perception of a White and NES dominant ELT field. An effort should also be made to
continue showing how important it is to evaluate teachers on their language skills, their
knowledge about the language, their teaching qualifications, and their ability to share that
knowledge with the learners.
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Recruiting teachers from various social classes and cultural backgrounds is
necessary. Investigating teachers’ capital and habitus and seeing how their social
backgrounds and social class affect their classroom experiences in the host country would
be worthwhile as not much is known about these matters. Investigating how teachers’
religious backgrounds influence their careers and lives when they migrate would also be
interesting to explore. Discoveries about how, for example, devout Christians or Muslims
experience teaching English in the commercial sector and more broadly (via outsourcing)
would add a crucial aspect to the knowledge of migrant teachers’ lived experiences.
Teachers dispatched to primary schools, secondary schools, and universities
should also be researched. Three school owners and managers interviewed in the current
study mentioned that their schools have contracts with conventional schools, and their
teachers were sent to teach in junior high schools, high schools, and universities. Three
teachers (Catherine, Elizabeth, and Steven) had experience teaching in junior high
schools, universities, and as a substitute in a class in graduate school in Tokyo. Further
research into such teachers’ situations would inform TESOL researchers about the
training these teachers receive, if any, their credentials, and their approaches to teaching
English in the classroom outside the eikaiwa industry with which they are familiar.
Furthermore, collecting data using a variety of methods and from a variety of
sources would improve the knowledge that has been compiled through earlier research. In
addition to individual interviews, conducting focus groups (as in Kusaka’s 2014 and
Stanley’s 2013 studies) can lead to important discoveries. Researching teaching materials
would add a great deal of insight into what and how commercial language schools teach.
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The participants in the current study readily discussed the teaching materials from their
workplaces. However, it would be insightful to analyze such teaching materials directly.
Analyzing eikaiwa schools’ curricula would be one more way to expand what is known
about commercial schools’ teaching goals and pedagogies. Findings could be compared
with the results from other sources of data and with other research of ELT textbooks and
curricula. Finally, conducting observational studies in the eikaiwa classroom is needed
because little is known about everyday practice in such schools. Few observational
studies in the commercial sector have been done, with notable exceptions of Duff and
Uchida’s study from 1997 and Kubota’s study from 2011. Admittedly, such research can
be particularly challenging for researchers because gaining access to private language
academies is difficult.
Recruiting ELLs who attend eikaiwa schools is another way to contribute to the
literature on private language academies. English language learners have a unique
perspective from the students (or customers), and their input, whether through interviews,
questionnaires, or diary entries, for example, would enrich any study on the commercial
ELT context. Including ELLs and their experiences with different eikaiwa schools might
also help researchers to understand the learning outcomes in commercial ELT.
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APPENDIX A
INTERVIEW PROTOCOL FOR TEACHERS
JAPAN EXPERIENCE
1. How did you decide to come to Japan?
2. Have you lived in any other countries—for work other than teaching or for studying?
(When, where, and how was that?)
3. How did you decide to teach English (in eikaiwa)?
Can you tell me about your teaching experiences in other countries?
4. How did you find your first English teaching job in Japan?
5. And how did you find your current job?
6. What cultural differences, if any, have you experienced here in Japan?
FOLLOW UP: How did you feel when you first came here?
What learning opportunities for you arose because of these differences? And how do
you feel now about these differences?
How was the process of finding employment for you before you found your job?
What are your personal experiences in relation to Japanese people like? How about
your interactions with city/government officials? (Could you describe a specific
incident?)
7. What can you tell me about the cultural differences that posed problems or discomfort
to you at your workplace or in the local community, if any?
FOLLOW UP: What happened, can you describe a specific example? How were they
resolved, or are they still ongoing issues?
8. What is your experience with ethnic, national, or age and gender-related stereotyping
in your workplace(s), personal or as witnessed happening to others?
FOLLOW UP: Could you tell me a story about what happened?
EIKAIWA IN GENERAL & MATERIALS
9. How would you describe the school you teach at? (What types of classes does it
offer? What kind of students are enrolled?)
10. What can you tell me about your colleagues from work? (Describe them.)
11. How do you feel about the teaching materials you have used so far?
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FOLLOW UP: What sort of messages do they send about what the typical English
speaker is like?
12. What racial, national, or gender images projected in teaching materials (textbooks,
videos, audio materials) have you noticed, if any?
ABOUT STUDENTS
13. How do your students react to you when they first meet you?
FOLLOW UP: What do they say? What kind of questions do they ask you? What are
they curious about related to you? How do their reactions/questions make you feel? How
do you react?
14. What can you tell me about your relationship with your students?
15. Are there any differences between the reasons why male and female students/clients
take English lessons at your school? What seems to be the difference?
OTHER
16. Could you tell me about both the good and bad aspects of working in eikaiwa?
17. Where do you find and how do you maintain supportive relationships?
18. How do you see your future as a teacher?
19. How do you see your future in Japan?
20. How can I introduce you in my paper (demographics that I can share with my
readers)? Skip anything you do not want to discuss/disclose.
Education – level & field,
Teaching qualifications, level,
Age – approx.; country,
Languages; identity – self-identified.
Pick a pseudonym.
Questions to use in further interviews:
1. Do you have any updates for me?
2. What have been some of the most important events or issues in your life in Japan so
far?
3. What events or issues have stood out the most in the past (half) year?
4. How do you see yourself in the next one or two years?
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APPENDIX B
INTERVIEW PROTOCOL FOR RECRUITERS AND SUPERVISORS
1. When (if) your institution needs a new teacher, what kind of person would the
school/you look for?
Follow up: Please, think, for example, in terms of their educational background,
mother tongue, nationality, multilingualism, socio-cultural background, race or ethnic
origin, personality, experience, age, and gender.
2. What do you think makes a good English language teacher?
3. Regardless of what you think a good teacher is, from your experience, what kind of
teachers do you believe your clients/students would like to have?
Follow up: Are there any kinds of teachers you think they would prefer more than
others?
4. Some say that English language teachers need to be marketable for schools to stay in
business. What is something that you think would make a teacher easier to “sell” and
attract more students? Please, name/describe several things that you think are
important.
5. How many English teachers are working with you (or for you) now?
Where are they from?
What is their educational background?
How many are male and how many female?
What is their mother tongue?
How many of them can be perceived as White/Caucasian (based on your opinion or
what you notice students/clients perceive)?
6. Some English language schools do not hire nonnative English-speaking teachers from
non-English-speaking countries, regardless of their qualifications and teaching
experience. Why do you think this is?
What do you think about this policy?
7. Some schools in Japan only hire teachers from certain countries (some from only a
few countries: US, UK, Canada, and Australia; but some only from the UK OR only
from North America, for example).
Why do you think this happens?
What do you think about that kind of practices?
8. There have been reports in press and academic journals about a strong preference for
(young) White English language teachers in the Japanese ELT market. Have you ever
noticed anything that would indicate that an employer or a student prefers a White
teacher over a Black or Asian looking teacher?
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Follow up: Have you heard about this issue from your colleagues?
9. There have also been reports about a strong preference for native English-speaking
teachers in the Japanese ELT market. Would you share what you think and know
(vignettes, first-hand experiences, or impressions you have) about this phenomenon?
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APPENDIX C
INFORMED CONSENT FORM FOR NONNATIVE ENGLISH-SPEAKING
PARTICIPANTS
INFORMED CONSENT FORM
Title of Study: A Bourdieusian Analysis of Migrant Teachers’ Adaptation to the Eikaiwa
Sector (working title)
Researcher Natasha Hashimoto (Ph.D. student in Applied Linguistics at Temple
University, Graduate School of Education, Japan campus)
Purpose of the Form: The purpose of this form is to ask you to participate in a research
study. Please feel free to ask any questions that you may have before you decide if you
want to participate. Whether you take part in the study is entirely up to you, and you are
also free to withdraw from the study at any time. By signing this consent form, you are
not waiving any legal rights that you have. You are only indicating that the study has
been explained to you, that you have had an opportunity to ask questions, that you
understand what is involved, and that you are willing to participate.
Explanation of the study: The goal of this study is to investigate how foreign English
language teachers assess their professional lives and various aspects of teaching English
and living in Japan. The participants will be asked about their teaching jobs and (other)
careers, about their foreigner status in Japan and about benefits and drawbacks that their
status entails. This study might be published in specialized academic journals and shared
in presentations at conferences in the future. Data collected in the study will be used for
educational and research purposes only.
Imposition on participants: The estimated duration of your participation in the study is
about 1-2 hours. During this time, I would like to interview you and audio record our
conversation. In the future, I might ask you some additional questions about the themes
that emerged in the interview. This might mean asking for more, about one hour long,
interviews in the future, but only if you also agree to be interviewed again. Also, I might
send an email to clarify your responses in the interview or to ask a follow-up question.
Risks: The reasonably foreseeable risks of participating in this study: some discomfort
from being interviewed about your work conditions, your experience as a foreigner and
minority, and discomfort from being audio recorded is possible, but I will do my utmost
to minimize this discomfort. If you at any time do not feel like having your words
recorded, please let me know, and I will respect your requests. Some of the questions
may make you feel uncomfortable; however, you can request to skip those questions.
There is also some risk that somebody who knows you could read this study once it is
published in the future, in an academic journal. However, the study will include multiple
participants from various geographical regions, from various schools and companies, of
different genders and ages; and only pseudonyms will be used for all of the participants,
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without disclosing any information about your workplaces or area you live. This should
make it difficult to identify who the participants in the study are. You will receive a copy
of the interview transcript and be asked to decide what information you want to be
excluded from analysis. You may also add any additional information to the transcript if
you wish so.
Benefits: The benefit of participating in this study is knowing that you have contributed
to an increased understanding of the English teaching enterprise in Japan, which is an
under-researched area, and to the development of a future researcher. This study will also
contribute to the knowledge of language teacher and foreigner/immigrant diversity in
Japan. Another minor benefit is that I, as a language teacher and immigrant with over a
decade of life in Japan, will participate in the discussion and share my opinions,
experiences, knowledge, and coping mechanisms with you.
Your rights as a research participant: Your participation is voluntary. You may decide
not to participate, and you are free to stop participating in the research at any time. If you
decide not to participate in this project, any collected data related to you will be deleted.
At any time now and in the future, you may ask me questions about this study, and I will
do my best to answer your questions to your satisfaction.
Confidentiality: I will do my best to keep the data collected for this study confidential. I
will keep all the information in a safe place and do my best to ensure your anonymity. All
the proper names (names of people, institutions, places, etc.) used in this study, including
yours, will be changed in every file, folder, and document. I will not disclose at any time
any of this information to anyone. I will also do my best to limit the disclosure of your
identity, but I cannot promise complete secrecy. Audio files and transcripts will be kept
in my computer protected by a password. Audio recordings will be destroyed within five
years of the recording date.
Dissemination: I plan to use the collected data for publication and presentations at
conferences (specialized events and academic journals related to English language
teaching, identity, multilingualism, and applied linguistics).
Your consent to participate in this study
Please initial or stamp the ways in which you agree to participate in this study.
1. I agree to participate in this research and I give permission to Natasha Hashimoto to
retain the audio recordings for five years for educational and research purposes only.
___
2. I give permission to have the transcripts from the interviews be used in publications.
___
I understand the information given to me, and I have received answers to any questions I
have about the study. I understand and agree to the conditions of this study. If you have
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any other conditions regarding the use of the data provided for this study, please specify
them below:
________________________________________________________________________
____________________________________________________________________
______________________________________________________________________
I understand that my participation in this study is voluntary and that I may withdraw from
this study at any time by telling Natasha Hashimoto to remove me from the study.
Contact information is written below.
I also understand that I will receive a signed copy of this consent form.
_____________________________________ ______________________
Name (please print)
Email address
_____________________________________ ______________________
Signature
Date
Thank you very much for your participation.
Natasha Hashimoto
_____________________________________ __________________
Researcher’s signature
Date
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APPENDIX D
INFORMED CONSENT FORM FOR
NATIVE ENGLISH-SPEAKING PARTICIPANTS

INFORMED CONSENT FORM
Title of Study: A Bourdieusian Analysis of Migrant Teachers’ Adaptation to the Eikaiwa
Sector (working title)
Researcher: Natasha Hashimoto (Ph. D. student in Applied Linguistics at Temple
University Japan)
Purpose of the Form:
The purpose of this form is to ask you to participate in a research study. I will explain the
study and ask you to participate in it. Please feel free to ask any questions that you may
have before you decide if you want to participate. Whether you take part in the study is
entirely up to you, and you are also free to withdraw from the study at any time. By
signing this consent form, you are not waiving any legal rights that you have. You are
only indicating that the study has been explained to you, that you have had an opportunity
to ask questions, that you understand what is involved, and that you are willing to
participate in the study.
Explanation of the study
The goal of this study is to investigate how eikaiwa teachers of Asian descent assess their
professional lives and various aspects of teaching English, living as immigrants in Japan,
what their perception of their acceptance in the Japanese society is, and how they cope
with cultural differences in their workplaces and places where they live (and study). This
project is part of my course work and Ph.D. dissertation at Temple University Japan, but
it may evolve into a journal article to be published in the future. Data collected in the
study will be used for educational and research purposes only.
Imposition on participants
The estimated duration of your participation in the study is about one and a half hour.
During this time, I would like to interview you and audio record our conversation.
However, in the future, I might ask you some additional questions about the themes that
emerged in the interview. I might talk to you in person, which might mean asking for
more, about one hour long, interviews in the future, but only if you also agree to be
interviewed again. I might send an email to clarify your replies in the interview or to ask
a follow-up question. Alternatively, instead of an interview, you can opt to participate via
email only, from the beginning.
Risks
The reasonably foreseeable risks or discomforts of participating in this study: some
discomfort from being interviewed about immigration and life as a minority and being
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audio recorded is possible, but I will do my utmost to minimize this discomfort.
However, if you at any time do not feel like having your words recorded, please let me
know and I will respect your requests. It is possible that some of the questions make you
feel uncomfortable; however, you can request to skip those questions. You will receive a
list of questions before the interview and you can indicate which themes and questions
you would like to avoid. There is also some risk that somebody who knows you could
read this study once it is published in the future. However, the study will include
participants from various eikaiwa schools and only pseudonyms will be used for you and
all participants, without disclosing any information about the participants’ workplaces or
areas they live. This should make it difficult to identify who the participants in the study
are. You will receive a copy of the interview transcript and be asked to decide what
information, personal stories, and experiences you want to be excluded from analysis.
Benefits
The benefit of participating in this study is knowing that you have contributed to an
increased understanding of the world of eikaiwa, which is an under-researched area, and
to the education of a future researcher. This study will also contribute to the knowledge
of language teacher diversity in Japan and the practice of English teaching outside of the
field of formal education. Another minor benefit is that I, as a language teacher and
immigrant with over a decade of life in Japan, will participate in the discussion and share
my opinions, experience, and coping mechanisms with you.
Your rights as a research participant
Your participation is voluntary. You may decide not to participate, and you are free to
stop participating in the research at any time. If you decide not to participate in this
project, any collected data related to you will be deleted.
At any time now and in the future, you may ask me questions about this study,
and I will do my best to answer your questions to your satisfaction.
Confidentiality
I will do my best to keep the data collected for this study confidential. I will keep all this
information in a safe place and do my best to ensure your anonymity. All the proper
names (names of people, institutions, places, etc.) used in this study, including yours, will
be changed. I will also do my best to limit the disclosure of your identity, but I cannot
promise complete secrecy. Recorded interviews will be kept in a locked drawer at my
home. Audio files and transcripts will be kept in my computer protected by a password.
Audio recordings will be destroyed within three years of the recording date. Interview
transcripts will be destroyed within five years of the recording date. In addition, to ensure
that I am following the rules and regulations regarding research and the protection of
human subjects, some organizations (e.g., the IRB at Temple University) may inspect and
copy your information.
Dissemination Data collected for this project will go into assignments for my
coursework at Temple University Japan. I will also be using the data in a class

327

presentation to my fellow classmates. In the future, the data may also be used for
publication and presentation at national and international conferences.
Your consent to participate in this study
Please initial or stamp the ways in which you agree to participate in this study.
1. I do not want to participate in this study in any way. ___________
2. I agree to participate in this research. ___________
3. I also give permission to Natasha Hashimoto to retain the audio recordings for three
years for educational and research purposes only___________
4. I give permission to have the transcripts from the recorded sessions be used in a
research report or publications. ___________
I understand the information given to me, and I have received answers to any questions I
have about the study. I understand and agree to the conditions of this study.
If you have any other conditions regarding the use of the data provided for this study,
please specify them below. ______________________________________________
_____________________________________________________________________
_____________________________________________________________________
I understand that my participation in this study is voluntary and that I may withdraw from
this study at any time by telling Natasha Hashimoto to remove me from the study.
Contact information is written below.
I also understand that I will receive a signed copy of this consent form.
_____________________________________ ______________________
Name (please print)
Email address
_____________________________________
__________________
Signature
Date
Thank you very much for your participation.
Natasha Hashimoto
_____________________________________ __________________
Researcher’s signature
Date
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APPENDIX E
INFORMED CONSENT FORM FOR RECRUITERS AND SUPERVISORS
INFORMED CONSENT FORM
Title of Study: A Bourdieusian Analysis of Migrant Teachers’ Adaptation to the Eikaiwa
Sector (working title)
Researcher Natasha Hashimoto (Ph. D. student in Applied Linguistics at Temple
University, Graduate School of Education, Japan campus)
Purpose of the Form: The purpose of this form is to ask you to participate in a research
study. Please feel free to ask any questions that you may have before you decide if you
want to participate. Whether you take part in the study is entirely up to you, and you are
also free to withdraw from the study at any time. By signing this consent form, you are
not waiving any legal rights that you have. You are only indicating that the study has
been explained to you, that you have had an opportunity to ask questions, that you
understand what is involved, and that you are willing to participate.
Explanation of the study: The goal of this study is to investigate how foreign English
language teachers apply for work and become employed in Japan’s commercial ELT
sector. The participants will be asked about their company’s recruitment/hiring practices
and about the teachers they have supervised. This study might be published in specialized
academic journals and shared in presentations at conferences in the future. Data collected
in the study will be used for educational and research purposes only.
Imposition on participants: The estimated duration of your participation in the study is
up to one hour. During this time, I would like you to answer nine questions—either
writing your answers directly under the questions in a Word document, or in an
interview. In the future, I might ask you some additional questions about your initial
responses, but only if you also agree to be contacted again.
Risks: The reasonably foreseeable risks of participating in this study: some discomfort
from being asked questions about your (or your company’s) working conditions, hiring
practices, or even about discrimination that you might have experienced or witnessed.
You might feel some discomfort from being audio recorded (if you choose to participate
in an interview), but I will do my utmost to minimize this discomfort. If you at any time
do not feel like having your words recorded, please let me know, and I will respect your
requests. It is also possible that some of the questions make you feel uncomfortable, but
you can skip those questions. There is also some risk that somebody who knows you
could read this study once it is published in the future, in an academic journal. However,
the study will include over 20 participants from various geographical regions, from
various schools and companies in Japan, of different genders and ages; and only
pseudonyms will be used for all of the participants, without disclosing any information
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about your workplaces or area you live. This should make it difficult to identify who the
participants in the study are. If I interview you, you will receive a copy of the interview
transcript and be asked to decide what information you want to be excluded from
analysis. You may also add any additional information to the transcript if you wish so.
Benefits: The benefit of participating in this study is knowing that you have contributed
to an increased understanding of the English teaching enterprise in Japan, which is an
under-researched area, and to the development of a future researcher. This study will also
contribute to the knowledge of language teacher and foreigner/immigrant diversity in
Japan. Another minor benefit is that I, as a language teacher and immigrant with over 15
years of life in Japan, will participate in the discussion and share my opinions,
experiences, knowledge, and coping mechanisms with you.
Your rights as a research participant: Your participation is voluntary. You may decide
not to participate, and you are free to stop participating in the research at any time. If you
decide not to participate in this project, any collected data related to you will be deleted.
At any time now and in the future, you may ask me questions about this study, and I will
do my best to answer your questions to your satisfaction.
Confidentiality: I will do my best to keep the data collected for this study confidential. I
will keep all the information in a safe place and do my best to ensure your anonymity. All
the proper names (names of people, institutions, places, etc.) used in this study, including
yours, will be changed in every file, folder, and document. I will not disclose at any time
any of this information to anyone. I will also do my best to limit the disclosure of your
identity. Audio files and transcripts will be kept in my computer protected by a password.
Audio recordings will be destroyed within five years of the recording date.
Dissemination: I plan to use the collected data for publication and presentations at
conferences (specialized events and academic journals related to English language
teaching, identity, multilingualism, and applied linguistics).
Your consent to participate in this study
I understand the information given to me, and I have received answers to any questions I
have about the study. I understand and agree to the conditions of this study. If you have
any other conditions regarding the use of the data provided for this study, please specify
them below:
______________________________________________________________________
________________________________________________________________________
____________________________________________________________________
I understand that my participation in this study is voluntary, and that I may withdraw
from this study at any time by telling Natasha Hashimoto to remove me from the study.
Contact information is written below.
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I also understand that I will receive a signed copy of this consent form.
_____________________________________ __________________________
Name (please print)
Email address
____________________________________
Signature
Thank you very much for your participation.
Natasha Hashimoto
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__________________________
Date

APPENDIX F
TRANSCRIPTION CONVENTIONS

[Adapted or filled in]

Phrases adapted to facilitate readability

Italics

Used for the words that were stressed

((laughs))

Nonverbal emotional expression such as laughter

…

Unfinished utterance followed by silence

[…]

Deleted text

genki [元気, cheerful and energetic] Translation from Japanese, in this case genki
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