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ABSTRACT 
 

In this study, I explore how EFL teachers in Japan become feminists, what 

feminism means to them, and how their feminist identities affect their teaching beliefs 

and practices. In relation to their feminist identities, I also examine what teaching 

beliefs they hold, how their teaching beliefs are applied to their teaching practices, and 

how they teach in their actual language classrooms. This study enabled me to 

understand more deeply what is going on in feminist EFL classrooms. 

To explore the research questions posed above, I employed poststructural 

feminist pedagogical theory as my conceptual framework and narrative inquiry as my 

primary methodological tool. I recruited nine self-identified feminist EFL university 

teachers in Japan as participants (four Japanese, five non-Japanese). The in-depth 

interviews, classroom observations, and teaching journals comprised the primary data. I 

analyzed all of the data and described their feminist teacher identities, teaching beliefs, 

and teaching practices. 

I found that even though each participant took a different path in becoming a 

feminist EFL teacher in Japan, the concept of gender equality and justice was shared by 

my participants. They believed that it was important to teach about gender-related 

topics in the EFL classroom or incorporate gender issues into the lessons. Even though 

some did not teach about gender topics in a straightforward way, they taught English 

according to feminist principles. A question arises as to what distinguishes feminist 

teaching and good teaching. What distinguishes them is whether feminist teachers are 

consciously aware of what they are doing and why. I also found that among some of my 
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participants, their stated beliefs and actual teaching practices were not in synchrony 

because personal and contextual factors. 

From a poststructural feminist view, I analyzed compatibility and 

incompatibility among feminist teacher identities, beliefs, and practices. Through this 

process, I realized the importance of redefining feminist pedagogy in TESOL and 

defining it in TEFL in Japan. I hope my dissertation helps expand the knowledge of 

feminist pedagogy in TESOL and encourages both ESL/EFL teachers and feminist 

ESL/EFL teachers to practice feminist teaching in their classes. 
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CHAPTER 1 

INTRODUCTION 

 

Background of the Issue 

Since becoming an EFL teacher at the college level, I have been asking 

myself what my responsibility as an EFL university teacher is and how I can 

prepare my students for their future. I believe that our job is not just to teach 

grammar, vocabulary, and linguistic information, but also to promote equality, 

peace, justice, freedom, and human rights among all people. The importance of the 

social responsibility of ESL/EFL teachers has been highlighted by Cates (2002), 

who pointed out that one of our responsibilities as language teachers in ESL/EFL 

classes is to address global issues of ethnic conflict, social inequality and injustice, 

and environmental destruction and to educate our language students to become 

socially responsible world citizens. Gender issues are also discussed in language 

education to promote social equality and justice (Benesch, 1998; Casanave & 

Yamashiro, 1996; McMahill, 1997, 2001; Norton & Pavlenko, 2004; Simon-Maeda, 

2004b; Vandrick, 1995b, 1997b, 1998). Feminist teaching can be placed under the 

umbrella of global education, human rights education, and humane education. 

I have also argued that we should teach gender issues in our language 

classrooms in articles (Yoshihara, 2010b, 2011) and conferences (Yoshihara, 2006, 

2008, 2010a, 2012). However, when I argued that we should include not only 

gender equality on wages and laws but also violence against women, sexual 
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harassment and LGBT issues, hesitation and resistance from ESL/EFL teachers 

sometimes arouse. Even accusations of indoctrination or brainwashing are leveled 

against feminist or pro-feminist language teachers including me. However, as 

Vandrick (1995b) noted, addressing these difficult gender issues is important 

because often girls and women “are not taught about gender issues or given tools to 

fight sexism” (p. 4). She concluded that this kind of teaching should not be 

criticized as indoctrination and that one of language teachers’ responsibilities is to 

help students raise consciousness about issues of justice in order to end sexism. 

I agree with Vandrick (1995b) and believe that teaching about gender issues 

along with language practice in ESL/EFL classrooms raises consciousness about 

gender equality and social justice among students. One of our responsibilities is to 

teach equality and justice for a better world even in the language classroom. In any 

educational institution, progressive teachers do not tolerate discriminatory language 

and attitudes toward women or minority groups. Avoiding teaching about gender 

issues deprives students of an opportunity to learn about important topics for social 

justice. 

How and why do I have such a strong feminist teaching belief and teach 

about gender issues in my EFL university classroom? Becoming a feminist 

language educator was not straightforward. It was a very complex journey. I was 

born in a Tokyo suburban middle-class family in which typical gender roles, such 

as believing that a man should work outside the home and a woman should stay 

home and take care of children (see Fujimura-Fanselow, 2011; Fujimura-Fanselow 
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& Kameda, 1995; Inoue, 2011; Koyama, 1991; Mackie, 2003; Sabatini, 2012) were 

endorsed. My parents expected me to be a good wife and wise mother (ryosai 

kenbo), so they sent me to a private girls’ high school and a women’s university. 

However, like many women I know who are daughters, I did not want to be like my 

mother. I had known that women in my generation would have more possibilities 

and choices beyond being a full-time housewife. Therefore, against my parents’ 

wishes, I went to the United States to study abroad and escape from my 

“overprotective” mother. While I was enrolled in American universities, I took a 

few women’s studies courses at the undergraduate level and majored in women’s 

studies in graduate school, which opened the door of feminism to me. Women’s 

studies taught me what to name my experiences as a woman and how to place them 

in social, cultural and political contexts. Feminism became my philosophy and one 

perspective through which to see things in the world (see Mimura, 2007). 

When I returned to Japan, I wanted to teach women’s studies in a Japanese 

university. However, there were very few opportunities to teach women’s studies 

courses in Japan. I had no job in Japan even though I had fairly high academic 

achievement. One professor in my Japanese university introduced me to an English 

teaching job in the university because I was able to speak English and had 

graduated from an American graduate school. Although many people told me that I 

was lucky to have a teaching job in a university in my late twenties, I was not 

happy to teach only English, especially with assigned textbooks that focused on 

grammar, vocabulary, linguistic information, and superficial topics. 
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However, even though I found that I had freedom to use any kinds of 

materials later, I did not teach about gender issues in my language classroom. Like 

many other ESL/EFL teachers, I worried about the inappropriateness of using 

gender and other sociopolitical issues in the language classroom. For a long time, I 

separated my feminist identity from my classroom practice in EFL classes. 

However, I have met many feminists or pro-feminist language teachers in Japan. 

Through interactions with them, I changed my perspective toward teaching English 

and started to incorporate gender and other sociopolitical issues in my EFL 

classroom. Nevertheless, I was still worried about the appropriateness of teaching 

about these issues in EFL university classes. Such anxiety as well as curiosity about 

TESOL made me decide to go to Temple University in Japan and study TESOL in 

an official way. One course I took at Temple University in 2004, on the topic of 

controversies in second language education, taught by Dr. Christine Pearson 

Casanave, was eye-opening for me. I found and learned that there were 

controversial debates on teaching about sociopolitical issues in the TESOL field. I 

have been strongly attached to feminist and critical pedagogues in the TESOL field 

and assured myself that it is important to teach about gender and other 

sociopolitical issues even in language classrooms, even though this view is not 

universal. 

 Thus, the process of becoming a feminist language teacher was a struggle 

and it took time to unite my feminist identity, teaching belief, and teaching practice. 

Not only I but also many language teachers take different paths in becoming 
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feminist EFL university teachers in Japan. Each has different perceptions of 

feminism, teaching beliefs, and teaching practices. Several studies showed that 

there were interconnections among identities, beliefs, and practices even though 

they did not focus on feminist identities (Varghese, Morgan, Johnston, & Johnson, 

2005; see also Ajayi, 2011; Duffy & Uchida, 1997; Ellis, 2004; Hayes, 2005; 

Morgan, 2004; Nagatomo, 2012; Nishino, 2009; Tsui, 2007). In On Becoming a 

Language Educator, Casanave and Schecter (1997), as editors, collected stories 

told by well-known language educators and researchers and showed the complexity, 

diversity, and transformation of authors’ professional identities, teaching beliefs, 

and teaching practices. However, research on feminist ESL/EFL teachers’ identities, 

teaching beliefs, and teaching practices in TESOL or stories about the professional 

lives and development told by feminist ESL/EFL educators, particularly in 

Japanese higher education contexts, is not sufficiently widespread or scrutinized. 

Like other ESL/EFL teachers, feminist ESL/EFL teachers must construct and 

reconstruct complex, diverse and transformative identities, beliefs, and practices. 

They must convey the value of feminist teaching to the TESOL field. 

 

Statement of the Problem 

Since the mid-1990s, the TESOL field has paid some attention to the impact 

of gender on ESL/EFL learning and teaching (Norton & Pavlenko, 2004). The 

TESOL Quarterly 2004 special issue on gender issues and other articles appeared 

after this initial interest was established. As for professional lives and development 
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among female EFL university teachers in Japan, there were two studies on female 

EFL teachers’ professional identities and development in Japan. Simon-Maeda 

(2004a) explored how EFL female teachers at the college level in Japan constructed 

their professional identities as educators. Nagatomo (2012) also explored Japanese 

EFL university teachers’ professional identities in connection with their teaching 

beliefs and practices. Although Nagatomo coincidently found feminist EFL 

teachers in her study, she did not focus on feminist teachers’ identities, teaching 

beliefs, and teaching practices. 

Regarding feminist teaching in TESOL, several studies on teaching about 

gender issues have been conducted in either ESL or EFL classrooms (for a detailed 

discussion in ESL, see Benesch, 1998; Nelson, 1999, 2004; Vandrick, 1995b; for 

EFL, see O’Mochain, 2006; Saft & Ohara, 2004; Simon-Maeda, 2004b; 

Summerhawk, 1998; Yoshihara, 2010, 2011). I review some of these studies in 

more detail in Chapter 3. Although gender has been increasingly discussed by 

researchers in TESOL since the 1990s, research and resources about feminist 

pedagogy are still not sufficient. My study adds to and expands our knowledge of 

feminist teaching, with special attention to the context of Japan. 

 

Purposes of the Study 

The main purpose of this study is to explore feminist pedagogy in TESOL 

(see further discussion of the concept of feminist pedagogy in Chapter 2). However, 

because I am particularly interested in EFL in my home country, I focus on 



 7 

feminist EFL educators’ teaching practices in Japanese universities. To understand 

their feminist teaching practices deeply, I need to understand their feminist 

identities and teaching beliefs because feminist teachers’ identities, teaching beliefs, 

and teaching practices might be closely connected. Therefore, I first explore their 

feminist teacher identities: how participants in this study became feminists, what 

feminism means to them, and how they developed their feminist teacher identities. 

I then examine what teaching beliefs the teachers have in relation to their feminist 

identities and how they have reflected their teaching beliefs in their practices. My 

final analysis explores how they relate their feminist identities, teaching beliefs, 

and teaching practices. The in-depth interviews of nine feminist EFL university 

teachers in Japan have helped me answer these what- and how-questions about their 

feminist identities, teaching beliefs, and teaching practices. To more deeply 

understand what is going on in the feminist EFL classroom in Japanese universities, 

I observed their classrooms and was shared teaching journals. 

 Even though it does not concern feminist issues, much of the literature has 

reported that teachers’ beliefs were incompatible with their classroom practices 

because of contextual factors (see Johnson, 1994; Nishino, 2008, 2009; Sato & 

Kleinsasser, 2004) while several studies have shown the strong connection between 

teachers’ beliefs and classroom practices (see Golombek & Johnson, 2004; Woods, 

1991). In my study, I wondered if my participants who identified themselves as 

feminists and pro-feminists apply their feminist teaching beliefs to their teaching 

practices and how they actually teach in their EFL classes. When practices look 
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similar, what makes a distinction between feminist and nonfeminist teaching? A 

qualitative, interpretive investigation enables me to more deeply understand what is 

going on in the feminist EFL classroom in Japanese universities. 

Another purpose of this study is to share the information about feminist 

teaching practices and the resources with other feminist ESL/EFL teachers and 

ESL/EFL teachers. Through reading my participants’ stories, other language 

teachers, whether or not they label themselves feminist, might share my 

participants’ happiness and frustration with feminist teaching. I want to encourage 

other ESL/EFL teachers to develop feminist teaching and materials further. I also 

would like to share the information and resources about feminist teaching with 

ESL/EFL teachers who are interested in feminist teaching but are not confident 

about practicing feminist teaching. In my study (Yoshihara, 2011), I found that 

some language teachers hesitated to use or disliked using gender issues in their 

classroom because they lacked confidence in teaching about gender issues, worried 

about appropriateness, and had anxiety about the unexpected consequences of 

discussing delicate gender topics in their classrooms. Moreover, some teachers 

might hesitate to use the term “feminist/feminism” to describe their teaching even 

though they teach about gender-related topics. All these emotions such as lack of 

confidence, inappropriateness, anxiety, and hesitation came from a lack of 

information, knowledge, and resources about feminism and teaching about gender-

related topics in the language classroom. Even for ESL/EFL teachers who see their 

primary job as teaching language only, learning about feminist teaching might be a 
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good chance to reflect on their own teaching and think of the importance of 

teaching about meaningful contents about equal rights and social justice in 

language classes (see further discussion of “Indoctrination or Education” in 

Chapter 3). Even though it might be a small encouragement, I would like to support 

and encourage ESL/EFL teachers to practice feminist teaching in their classrooms. 

In addition, I hope my study adds to and expands our knowledge of feminist 

pedagogy. Bringing out the narratives of feminist EFL university teachers in Japan 

expands the research on the exploration of feminist language teachers’ identities, 

teaching beliefs, and teaching practices in the TESOL field. 

 

Theoretical Lens 

As a theoretical lens, I use poststructural feminist pedagogical theory to 

frame my study (covered in more detail in Chapter 2). However, poststructural 

feminist pedagogy is the extension of structural feminist pedagogy. Therefore, it is 

important to look at both structural and poststructural feminist pedagogical theories. 

Structural feminist pedagogy evolved out of the second wave of the 

women’s movement, Dewey’s progressive educational theory, and Freire’s 

(1970/1996) liberatory pedagogy. The view of poststructuralism made structural 

feminist pedagogy further progress. While structural feminist pedagogy is 

grounded in structural feminist theory (see Definition of Key Terms), poststructural 

feminist pedagogy is based on poststructural feminist theory (see Definition of Key 

Terms). 
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Based on structural feminist theory, structural feminist pedagogy focused 

on the importance of women’s voice as oppressed, empowerment, consciousness-

raising, knowledge production based on women’s experience, and the commitment 

of social actions (Briskin & Coulter, 1992; Crabtree, Sapp, & Licona, 2009; Luke 

& Gore, 1992; Schniedewind, 1981, 1987; Shrewsbury, 1987; Tisdell, 1998). 

However, a structural feminist approach ignored more complex issues like 

differences among women, identity issues, and power issues. Therefore, a 

poststructural feminist approach moved our thinking further by taking into more 

consideration issues of voice, identity, and power. Therefore, poststructural 

feminist pedagogy highlights multiple women’s voices, knowledge constructed in 

“the connections between,” “shifting identity” of students and instructor, and 

power-relations as part of the positionality of the instructor (Tisdell, 1998). 

Specifically, when working for knowledge construction, poststructural feminist 

pedagogues question dichotomies such as voice/silence, egalitarian/authority, 

safety/danger, empower/oppression, and rationality/affectivity (Tisdell, 1998; 

Weedon, 1997). They also try to create progressive teaching by active agency on 

the part of educators and individuals in a variety of social contexts. Although I 

primarily use poststructural feminist pedagogical theory to analyze my data, 

structural feminist pedagogical theory is a secondary important theoretical lens for 

my study. 
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Definitions of Key Terms 

 In this section, I define key terms used in this study: feminism, feminist 

identities, teaching beliefs, teaching practices and cognition, structural feminist 

theory, and poststructural feminist theory. 

 

Feminism 

What is feminism? Who is a feminist? Delmar (1994) said that these 

questions have little meaning because “the content of terms like ‘feminism’ and 

‘feminist’ seems self-evident, something that can be taken for granted.” (p. 5). 

However, she provided a base-line definition of feminism and the feminist that can 

be shared by feminists and non-feminists as follows: 

Many would agree that at the very least a feminist is someone who holds 

that women suffer discrimination because of their sex, that they have 

specific needs which remain negated and unsatisfied, and that the 

satisfaction of these needs would require a radical change (some would say 

a revolution even) in the social, economic and political order. (p. 5) 

However, as Delmar continued to point out, “beyond that, things immediately 

become more complicated” (p. 5). It is very difficult to define feminism and the 

feminist as homogeneous and unitary. 

 I agree with her base-line definition of feminism and the feminist, and 

understand her frustration and difficulty defining feminism and the feminist under 

the assumption that the meaning of feminism is “obvious.” For me, feminism is 
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mainly focused on gender equality and justice, but as the Black feminist theorist, 

bell hooks (2000), argues, since feminism seeks equality and justice for everybody, 

it must necessarily concern race, ethnicity, sexual orientation, age, and other 

oppressions as well as gender. 

 

Feminist Identities 

Although the concept of identity is not easy to define, one concept of 

identity is described as “the sense of reflexivity used to explore the question of 

‘Who am I?’” (Savvidou, 2010, p. 117). As one explores the question of “Who am 

I?”, one first finds his/her identity based on natural given, fixed, objective criteria 

such as race, ethnicity, and sex, which rest on essentialism. In contrast to this 

essentialist view, in social constructionist theory, identity is formed by a 

predominantly social, cultural and political choice of certain characteristics, which 

draws on Tajfel’s (1974) social identity theory. Tajfel defined identity as “that part 

of an individual’s self-concept which derives from his [sic] knowledge of his [sic] 

membership of a social group (or groups) together with the emotional significance 

attached to that membership” (p. 69). In this sense, feminist identity can be defined 

an individual’s self-concept that derives from certain knowledge that is feminist 

with political significance attached to feminism. It rests on political and socially 

constructed identity, not natural given, fixed identity. 

To explain further, feminist identity should be considered as non-unitary, 

complex, and diverse. The non-unity, complexity, and diversity of feminist identity 
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are in line with the identity issues proposed by poststructural feminist theorists. 

Poststructural feminist theorists argued that identities are not autonomous 

properties or discovered attributes but are constructed, maintained, and negotiated 

primarily in the conditions under which people speak, within institutional and 

community contexts (Butler, 1990; Haraway, 1988; Weedon, 1997). The 

poststructural feminist, Christine Weedon (1997), focused on language in discourse 

in the examination of the relationship between the individual and the social worlds: 

Language is the place where actual and possible forms of social 

organization and their likely social and political consequences are defined 

and contested. Yet it is also the place where our sense of ourselves, our 

subjectivity, is constructed. (p. 21) 

She replaced “identity” with “subjectivity” and described subjectivity as 

constructed and revised through language interactions with individuals, groups, and 

communities while being contested. 

In arguing that subjectivity was multiple, complex, and contested, Weedon 

(1997) also argued that subjectivity changes over time. She said, “the political 

significance of decentering the subject and abandoning the belief in essential 

subjectivity is that it opens up subjectivity to change” (p. 33). One often-cited 

poststructural feminist theorist, Judith Butler (1990), also refuted the idea of 

identity that exists a priori and stated that “there is no gender identity behind the 

expressions of gender; that identity is performatively constituted by the very 

‘expressions’ that are said to be its result” (Butler, 1990, p. 25; also see Sabatini, 
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2012). That is, it is discourse that constitutes identities, the only means through 

which one can perceive and articulate oneself. The notion that gender is 

performative—for example, not “being” but “becoming” and “doing”—leads to the 

understanding of performative identities. Thus, poststructural feminist theorists 

highlighted the changing and performative quality of identity through discourses, 

social interactions with others, and social contexts including society, culture, and 

situations that influence identity formation. Feminist identity that has political 

significance attached to the belief of gender equality and justice is an identity that 

is “becoming” and “doing.” 

The poststructural feminist concept of identity is a logical extension of the 

position that feminist identity is constructed and reconstructed through discourses, 

social interactions, and social contexts. Although feminist identity often emerges 

from individual women’s experiences in a given time and place, it should not be 

identified in the narrow sense. One does not have to be a woman to be a feminist or 

a feminist teacher (see O’Mochain, 2006; Schacht, 2000). 

 

Teaching Beliefs and Cognition 

In general education, Pajares (1992) was one of the first researchers to 

define teacher beliefs. By examining the meaning, definition, and nature of belief 

as outlined by prominent researchers, he argued that teacher beliefs are teachers’ 

efficacy, knowledge, perceptions and attitudes about teaching, the subject matter to 

be taught, and the educational process. In the TESOL field, teacher beliefs have 
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been discussed over the past two decades (Arnett & Turnbull, 2008; Borg, 2006). 

Like Pajares, Kagan (1992) regarded teacher beliefs as “teachers’ sense of self-

efficacy and content-specific beliefs” (p. 67). She referred to teacher cognition as 

“teachers’ self-reflections, beliefs and knowledge about teaching, students, and 

content” (p. 421) and separated teacher beliefs from teacher cognition. 

Similarly, Borg (2001, 2003, 2006) distinguished between beliefs and 

cognition and asserted that teacher beliefs are a component of teacher cognition. 

Borg (2001, 2003) defined teacher beliefs as “teachers’ pedagogic beliefs, or those 

beliefs of relevance to an individual’s teaching” (2001, p. 187) and used teacher 

cognition to describe the “unobservable cognitive dimension of teaching—what 

teachers know, believe, and think” (2003, p. 81). In addition to teacher knowledge 

and beliefs, he included concepts shaping teachers’ practices such as teachers’ 

theories, attitudes, assumptions, images, perspectives about teaching, learning, 

students, subject matter, curricula, materials, instructions, and the self. 

It is difficult to draw a clear line between teacher beliefs and teacher 

cognition because teacher beliefs and teacher cognition are mutually interdependent 

(Borg, 2001, 2003, 2006; Nishino, 2009, Nagatomo, 2011). In my study, I use the 

term ‘teacher beliefs’ to describe what my participants believe when they teach and 

to illustrate my participants’ perspectives not only about teaching, but also about 

learning, students, subject matter, curricular, materials, and instruction in their 

teaching beliefs. 
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Teaching Practices 

Although the terms teaching practice and classroom practice are often used 

interchangeably, Krainer and Goffree (2005) as cited by Nishino (2009) 

distinguished between teaching practice and classroom practice as follows: 

Whereas “teaching practice” more clearly refers to the teacher as a person 

(perhaps primarily expressing an interest in his or her teaching, or an 

interest in studying different teaching styles), “classroom practice” more 

neutrally refers to the classroom as a system that includes more than the 

teacher’s actions (e.g., expressing an interest in the interaction process 

among students or between the teacher and the students). (Nishino, 2009, p. 

9) 

I prefer to use the notion of teaching practice rather than classroom practice 

because I am interested in feminist EFL teachers’ practices based on their feminist 

identities and teaching beliefs. Although I use the terms teaching practice and 

classroom practice interchangeably in my study, in principle I use teaching practice 

as teachers’ descriptions about their own pedagogical actions and behaviors of 

relevance to their teaching beliefs and interests and classroom practice as what 

teachers actually do in the classrooms that I observed. 

 

Structural Feminist Theory 

From the late 1960s to the mid-1980s, feminist theory and analyses tended 

to reflect the viewpoints of white, middle-class, heterosexual women of North 
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America and Western Europe, which is called “structuralist” and “modernist” 

(Nicholson, 1990). Structural feminists include liberal feminists and radical 

feminists. For structural feminists, the central subject of concern is “woman” as a 

unity (Delmar, 1994; Fraser & Nicholson, 1990; Tisdell, 1998; Zalewski, 2000). 

Structural feminists have typically believed that women share similar experiences 

such as unfair and unequal treatment under the patriarchal system, claim for rights 

for women, have control in their lives, and should be emancipated and liberated 

from oppression (Zalewski, 2000). Structural feminists consider women’s 

experience as unitary and universal. 

 Moreover, within feminist scholarship more generally, structural feminist 

theory focuses on social structure, notably a patriarchal system that oppresses 

women. Structural feminist theorists highlight the influence of patriarchy and by 

doing so they identify women’s oppressions and unjust treatments (Langston, 1991). 

Structural feminist theorists also use a dualistic way of thinking about the world 

such as man/woman, culture/nature, mind/body, subject/object, and reason/emotion 

and tend to seek to discover a “real truth” (Tisdell, 1998; Zalewski, 2000). Under 

the deterministic views of women’s circumstances, structural feminist theorists 

ignore differences among women, attending to class, race, ethnicity, age, and 

sexual orientation, and diverse women’s experiences in historical and sociocultural 

contexts. 
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Poststructural Feminist Theory 

 In the 1990s poststructural feminist theory (see in more detail in Chapter 2) 

arose because of the influence of poststructuralism and as opposed to structural 

feminist theory. Poststructuralist feminist theorists question the universal and single 

category of “woman” (Butler, 1990; Fraser & Nicholson, 1990; Weedon, 1997; 

Zalewski, 2000). They do not deny the importance of the category of woman, but 

attempt to illustrate how the category of woman is represented (Zalewski, 2000). 

This simply means that “woman” is a Western, white, middle-class, and 

heterosexual woman and does not represent differences among women in terms of 

race, class, sexual orientation, and age (Nicholson, 1990). Poststructural feminist 

theorists question the structuralist notion about what a woman is. They then tend to 

question who defines truth and possesses power and why and how certain beliefs 

get to be considered truth in defining what woman is (Zalewski, 2000). 

Poststructural feminist theory is aligned with the deconstructive strategies of 

poststructuralism in general and does not look for a “real truth” (Weedon, 1997; 

Zalewski, 2000). Rather, poststructural feminist theorists tend to understand 

different “truths” as we go along with the “connections between” (Tisdell, 1998). 

To understand different “truths” about women and gender, poststructural feminist 

theorists use deconstructive strategies and see women’s subjectivities and 

experiences as diverse, multiple, nonunitary, and changing over time and in 

historical and sociocultural contexts. 
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Thus, poststructural feminist theorists urge us to reject any theory that 

generalizes from the experiences of Western, white, middle-class, and heterosexual 

women and to recognize the importance of knowledge construction in historical 

and sociocultural contexts. 

 

The Audience for the Study 

I have written my dissertation for EFL university teachers particularly in 

Japan. My intention extends even to researchers and educators who hesitate to 

describe themselves as feminist or even might be anti-feminist. A lack of 

confidence, a sense of inappropriateness, anxiety, and ignorance about feminist 

teaching among these educators might be caused by a lack of training, knowledge, 

and resources for teaching about gender issues (Yoshihara, 2011). I found in my 

previous work that even though EFL university teachers acknowledged the 

importance of feminist teaching, they did not know what to teach and how to teach 

in their EFL classrooms (Yoshihara, 2011). The problem is not with them but with 

their insufficient information about feminist teaching. 

I have also written this dissertation for feminist ESL/EFL teachers and 

feminist researchers in the TESOL field. Feminist ESL/ESL teachers might 

experience being questioned about whether teaching about gender issues is 

indoctrination or brainwashing. They might hear people argue that English teaching 

should focus on linguistic goals over sociopolitical concerns. Although they might 

have positive responses from students about learning about gender issues, they 
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might also have negative and challenging comments from students (Benesch, 1998) 

and indifferent comments from students (Saft & Ohara, 2004; Yoshihara, 2010b). 

Feminist ESL/EFL teacher readers might forge a link between stories told here and 

their own stories and find the commonalities and differences between them. 

Narratives told here are intended to support and encourage feminist ESL/EFL 

teachers. 

It is important to make feminist pedagogy progress further in TESOL and to 

add to the academic literature on feminist pedagogy in ESL/EFL. I hope my 

dissertation contributes to furthering research on feminist pedagogy in TESOL. At 

the same time, I hope my dissertation inspires EFL university teachers in Japan to 

practice some form of feminist teaching in many major or minor ways. 

 

Delimitations 

The purposes of this study stated above limit the scope of findings in my 

research. First, because my study focuses on feminist EFL teachers in Japanese 

universities, some of its findings might not be applicable to ESL/EFL teachers in 

different countries and to EFL teachers in junior and senior high schools in Japan. 

My participants’ experiences might not even be applicable to EFL university 

teachers throughout Japan because of different class settings, teaching contexts, 

curriculum purposes, textbook choices, teachers’ individual differences, and 

students’ English ability levels and individual differences. As one participant in my 

pilot study pointed out, the topic that his friend successfully taught did not work 
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very well in his own classroom because of the teachers’ different personalities 

(Personal communication, 08/09/2011). Thus, some of its findings might not 

always be applicable even to teachers in situations similar to those of my 

participants. 

My emphasis in this study is neither to generalize, in a traditional scientific 

sense, my participants’ stories about their feminist identities, teaching beliefs, and 

teaching practices nor to prove that their stories are applicable to all ESL/EFL 

teachers. My focus is to understand how specific individuals construct/reconstruct 

feminist identities and teaching beliefs, and how they implement feminist teaching 

in their classrooms. My participants might demonstrate common features of 

feminist pedagogy among them or reveal features of feminist pedagogy shown in 

existing literature. Although I attempt to find common features among them and 

make connections to the literature and to readers (both are types of generalizations 

available to qualitative inquiry) (see Flyvbjerg, 2006; Thomas, 2001), my intention 

is to understand how these particular teachers practice feminist teaching in their 

EFL classrooms and to show the diversity of feminist pedagogy. In the contours of 

feminist identities, teaching beliefs, and teaching practices told by participants, 

readers might find some commonalities between the participants and themselves, 

which might stimulate them to use feminist pedagogy in their own classrooms and 

develop their feminist teaching practices. 
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Overview of Chapters 

Chapter 2 discusses feminist pedagogy as a guiding concept of this study. I 

first define feminist pedagogy and then describe the unique assumptions of feminist 

pedagogy and the foundations of feminist pedagogy: second-wave feminist 

movement, Dewey’s progressive educational theory, Freire’s liberatory pedagogy, 

and poststructural feminist theory. I then discuss characteristics and methods of 

feminist pedagogy. I also expose the limitations of feminist pedagogy. Because I 

focus on feminist teaching in TEFL in Japan, the exploration of how feminist 

pedagogy is discussed in Japan is reviewed in this chapter. 

Chapter 3 provides a review of empirical studies on feminist pedagogy in 

TESOL. I begin by describing feminist pedagogy research in TESOL. Second, I 

discuss the issue of whether using sociopolitical topics including gender-related 

topics is indoctrination or education in TESOL. Third and fourth, I examine 

empirical findings on feminist teachers’ practices in the ESL/EFL field. Last, I 

discuss findings of a pilot study on teachers’ beliefs and practices. 

In Chapter 4, I explain the methodology and research methods employed 

and elaborate on my data collection. First, I lay out the common ground between 

feminist research and qualitative research. Second, I introduce narrative inquiry as 

the major methodological tool in this study. I follow by describing the significance 

of narrative inquiry and my positionality in this study. Finally, I explain how I 

collected the data, analyzed the data, and dealt with methodological concerns such 

as trustworthiness in this study. 
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Chapters 5, 6, and 7 describe findings. Chapter 5 focuses on how each of 

my participants became an EFL university teacher in Japan. I describe my 

participants’ accounts with reference to their family background, educational 

background, pre-teacher history, and teacher history. I focus on how each came to 

the teaching profession and how they felt about teaching. In addition, concerning 

native English speaking teachers, I describe how they came to Japan. 

In Chapter 6, I explore how the nine participants in this study became 

feminists and what feminism meant to them. Eight participants identified 

themselves as feminists. One participant did not like being labeled as a feminist, 

but she strongly believed in gender equality and justice. Exploring the meanings of 

feminism for each participant helps reveal the relations with her or his teaching 

beliefs and practices. I also explore feminist teacher identity as characterized by 

complexity including coherence, contradictions, and mutability. 

Chapter 7 focuses on feminist teaching beliefs and participants’ descriptions 

about feminist teaching practices. Their stories on what teaching beliefs individual 

participants hold, how their feminist identities connect with their teaching beliefs 

and practices, and how they reflect their teaching beliefs in their teaching practices 

provides two main themes: teaching about gender issues in EFL classes and 

teaching according to feminist principles. I explain what and how the feminist 

language teachers in my study taught in their EFL university classes. 

Chapter 8 focuses on feminist EFL classrooms, exploring my participants’ 

actual classroom practices; I report on six cases from classroom observations, one 
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case from the DVD that the participant recorded of his own classroom, and two 

cases from teaching journals. I illustrate what was happening in the feminist EFL 

classroom and how these feminist EFL teachers taught in their classrooms. I 

describe their classroom practices by following three themes; teaching about 

gender-related topics, incorporating gender issues into the lessons, and teaching 

about non-gender-related topics. 

In Chapter 9, I make connections between my findings and the literature 

and respond to my important and last research question of how feminist EFL 

teachers relate feminist identities, teaching beliefs, and teaching practices. I first 

discuss compatibility among feminist teacher identities, beliefs, and practices in 

relation to identity theory. I also explore incompatibility among feminist teacher 

identities, beliefs, and practices in relation to identity theory and the issue of power. 

Poststructural feminist views help me examine the linear/nonlinear relationships 

between identities, beliefs, and practices. I conclude the discussion by redefining 

feminist pedagogy in TESOL and defining it in TEFL in Japan. 

The last chapter includes a summary of findings, implications and 

recommendations, reflections on the study, and future research. I provide 

suggestions that help readers make connections between feminist teaching and their 

own teaching. I conclude with my personal reflection on the doctorate process 

including dissertation writing. 
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CHAPTER 2 

WHAT IS FEMINIST PEDAGOGY?: GUIDING CONCEPTS 

 

In this chapter, I explore what feminist pedagogy is, how it has evolved, 

what characteristics feminist pedagogy has, how it is practiced, and how it is 

discussed in Japan. I first define feminist pedagogy and examine the uniqueness of 

feminist pedagogy. Next, I discuss the foundations of feminist pedagogy such as 

the second-wave feminist movement, Dewey’s progressive educational theory, 

Freire’s liberatory pedagogy, and poststructural feminist theory. In this section, I 

also uncover differences between feminist pedagogy and Dewey’s progressive 

educational theory and differences between it and Freire’s liberatory pedagogy. 

To understand characteristics and methods of feminist pedagogy, I examine 

the key concepts of feminist pedagogy; (a) voice/voices, (b) empowerment, (c) 

safety, (d) consciousness-raising and social change, (e) community, and (f) power. I 

also discuss feminist teaching methods including writing techniques, problem-

posing teaching, group techniques, and extracurricular activities. 

I also investigate how feminist pedagogy is discussed and practiced in Japan. 

There might be uniqueness of feminist pedagogy in Japanese educational settings. 

Last, I examine some limitations of feminist pedagogy. Like other pedagogies, 

feminist pedagogy is not a perfect pedagogy, and I examine its limitations. 
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The Definition of Feminist Pedagogy 

 Over the last three decades, feminist scholars have earnestly discussed 

feminist pedagogy. The words feminist pedagogy first appeared in Fisher’s “What 

is feminist pedagogy?” in The Radical Teacher in 1981. Fisher focused on 

incorporating the common experience of oppression felt by women, their awareness 

of feelings, consciousness-raising, and all central features of the women’s 

movement into women’s studies in higher education. She defined feminist 

pedagogy as “teaching which is anti-sexist, and anti-hierarchical, and which 

stresses women’s experience, both the suffering our oppression has caused us and 

the strengths we have developed to resist it” (p. 20). For her, feminist pedagogy is 

teaching for the purposes of ending sexism and asking for social change to resist 

sexism. 

Shrewsbury (1987) developed ideas about feminist pedagogy and attempted 

to theorize feminist pedagogy. She characterized feminist pedagogy as follows: 

Feminist pedagogy is engaged teaching/learning—engaged with self in a 

continuing reflective process; engaged actively with the material being 

studied; engaged with others in a struggle to get beyond our sexism and 

racism and classism and homophobia and other destructive hatreds and to 

work together to enhance our knowledge; engaged with community, with 

traditional organizations, and with movements for social change. (p. 6) 

Like Fisher (1981), Shrewsbury stressed learning/teaching for ending sexism and 

asking for social change. However, she focused not only on sexism but also racism, 
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classism, homophobia, and other destructive hatreds for the construction of 

knowledge. 

Although Fisher (1981) and Shrewsbury (1987) recognized feminist 

pedagogy as a form of feminist practice having roots in the women’s movement, 

Tisdell (1998) created a stir in the discussion of feminist pedagogy from a 

poststructural perspective. She argued that poststructural feminist pedagogy focuses 

on the positionality of the instructor, foregrounding “marginalized” voices in the 

curriculum and in the classroom, knowledge construction, and authority. I explain 

the four themes of poststructural feminist pedagogy in more detail in the following 

section. 

At all events, feminist pedagogy is not simply teaching about gender-related 

topics but an ideology of teaching based on feminist theory. Therefore, feminist 

educators must engage in “dialogue and reflection not only about what we teach but 

also about how we teach” (Crabtree, Sapp, & Licona, 2009, p. 2, italics in original). 

Crabtree et al. added that feminist pedagogy should be discussed not only in 

teaching a women’s studies course in higher education, but also in teaching various 

subjects and in considering different educational institutions. 

 

The Unique Assumptions of Feminist Pedagogy 

Many feminist theorists have pointed out the unique assumptions of 

feminist pedagogy (Briskin & Coulter, 1992; Crabtree et al., 2009; Maher & 

Tetreault, 2001; Schacht, 2000; Schniedewind, 1981, 1987; Shrewsbury, 1987; 
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Tisdell, 1998). To preview, there are three things that make feminist pedagogy 

unique: issues of gender, the attention to female students in classrooms, and the 

teacher’s self-identification as a feminist. 

 One unique assumption of feminist pedagogy is that it foregrounds issues of 

gender (Briskin & Coulter, 1992; Maher & Tetreault, 2001; Tisdell, 1998). Tisdell 

(1998) mentioned that “feminist pedagogy foregrounds issues of gender, focusing 

more on women’s learning, although many writers also account for race, class, and 

sexual orientation differences among women” (p. 141). She continued to explain 

that “in feminist pedagogies of all types, gender remains primary, and the primary 

‘subject’ is female” (p. 141). Thus, feminist pedagogy has focused on gender issues 

and issues of women as subjects. 

Another unique assumption of feminist pedagogy is the need to encourage 

women in classrooms (Crabtree et al., 2009; Maher & Tetreault, 2001; 

Schniedewind, 1981). Schniedewind (1981) discussed feminist values and 

guidelines for teaching methodology in women’s studies and stressed the 

importance of encouraging female students to achieve academic and personal 

excellence. Maher and Tetreault (2001) also pointed out that feminist pedagogy 

aims to encourage female students “to gain an education that would be relevant to 

their concerns, to create their own meanings, and to find their own voices in 

relation to the material” (p. 4). To improve the educational experiences, 

professional opportunities, and daily lives among women, feminist pedagogy 

focuses on a need for special attention to female students in the teaching process. 
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This does not mean that feminist pedagogy is unconcerned with underprivileged 

people apart from women. Rather, as well as other liberatory pedagogies, feminist 

pedagogy aims to encourage all disempowered students, such as women, working-

class students, students of underrepresented ethnic groups, and sexual minority 

students. 

The third assumption of feminist pedagogy is that feminist pedagogy is 

practiced by feminist teachers. Most of the research about feminist teaching 

practice has been carried out by feminist instructors (e.g., Cohee, Daumer, Kemp, 

Krebs, Lafky, & Runzo, 1998; Lather, 1991; Maher & Tetreault, 2001; Ropers-

Huilman, 1998). Needless to say, each feminist instructor has different feminist 

perspectives, beliefs, and practices. However, feminist teaching is assumed to be 

practiced by teachers who have feminist perspectives, whether or not others feel 

these might be too radical or too conservative. Also, feminist teachers should not be 

considered simply women. Although feminist teachers are often assumed to be 

women, much of what feminist pedagogy calls for is applicable to both female and 

male teachers (Schacht, 2000). Schacht (2000) argued that male instructors who 

hope to teach their classes using feminist pedagogy could similarly attend to many 

of the same issues feminist female instructors do, even though they might approach 

their classes differently. He described his own teaching experience as a male 

feminist instructor as follows: 

While women instructors can experientially relate to and highlight the ways 

in which women are oppressed in society, I, as a man, have little if any 
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familiarity with being oppressed. To the contrary, given my background, my 

experiences with oppression have been in terms of being the oppressor. 

Thus, my partial and situated perspective enables me to share with course 

participants how oppression is done—sadly, I was quite successful at 

oppressing other people when I was younger—and why I now find it so 

personally troubling. (p. 3) 

Schacht attempted to persuade us that male instructors who hope to live feminist 

worldviews can teach their courses from a feminist perspective and undertake 

different teaching methods. Thus, feminist pedagogy practitioners can be either 

female or male teachers. 

 

Foundations of Feminist Pedagogy 

There are mainly three sources in the foundations of feminist pedagogy: the 

second-wave feminist movement in the 1960s, Dewey’s progressive educational 

theory, and Freire’s liberatory pedagogy (Crabtree et al., 2009; Fisher, 1981; Maher 

& Tetreault, 2001). However, poststructural feminist theory also influenced current 

feminist pedagogy and developed it further. Here, I illustrate the four sources from 

which feminist pedagogy evolved and was constructed. 

 

Second-Wave Feminist Movement 

Whereas the first wave of feminism in the United States focused on 

women’s suffrage legislation in the early nineteenth century, the second wave of 
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feminism began in the early 1960s and challenged cultural norms about gender and 

gender inequality.  It is the second wave, not the first, that pertains to this 

dissertation. The second wave of feminism was triggered by Betty Friedan’s 1963 

book, The Feminine Mystique. Friedan interviewed educated, white, middle-class 

wives and mothers in the suburbs of the United States and found what she called 

“the problem with no name” (p. 15) in which these women were dissatisfied with 

their lives. She revealed cultural and political gender inequality within the society 

that created sexism, focusing on women’s experience and personal lives. She 

conclusively promoted the improvement of women’s status and situation in 

American society including reform of legislation and public policy, which was a 

core-concept of liberal feminism. Friedan’s book impressed many white, middle-

class, and heterosexual women in the United States and was a major impetus for the 

second wave of the women’s movement. 

However, young women among the second-wave feminists in the United 

States became more radical and theoretical, and were called radical feminists. They 

challenged cultural norms about gender and focused on psychological emancipation 

of women as individuals. Radical feminists developed influential perspectives and 

projects on issues ranging from media, rape, pornography, abortion, domestic 

violence, health, to sexuality, in addition to changing legislation and public policy 

(Whittier, 2006). Until radical feminists brought up sexuality and health issues as 

women’s issues, these issues had been considered private matters. Radical 

feminists argued that an isolated phenomenon that was assumed as personal was 
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connected to political issues. They drew attention to the political nature of women’s 

individual experiences, hence the slogan, “the personal is political” (Langston, 

1991). 

To discuss women’s issues and develop feminist perspectives and projects, 

second-wave feminists, mainly radical feminists, formed consciousness-raising 

groups in which they expressed their own experiences and circumstances, became 

aware of women’s oppression, patriarchy, and male supremacy, and challenged the 

structures and cultures that maintained women’s oppression (Langston, 1991; 

Whittier, 2006). They began organizing political actions aimed at changing their 

oppressive situations and conditions that they saw as limiting women’s lives. Most 

consciousness-raising groups followed a similar pattern for meetings and 

discussion. Meetings were usually held with a small group of women and involved 

going around in a circle with each woman talking in turn so that everyone spoke 

(Brownmiller, 1999). Every woman spoke from her own experience and expressed 

her feeling, with no formal leader for the discussion and few rules for directing and 

limiting discussion; however, a few rules were designed to keep anyone from 

dominating a discussion (Brownmiller, 1999). In consciousness-raising groups, it 

was important to give every woman a chance to speak. 

A consciousness-raising approach was introduced even in women’s studies 

courses in higher education in the United States. Since the start of women’s studies 

courses in higher education in the 1960s, teachers have valued female students’ 

personal experiences, connected the personal to the political, raised awareness and 
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consciousness to gender equality/inequality and justice/injustice, and promoted the 

engagement of action and social change among students (Fisher, 1981). 

Consciousness-raising as an educational process has also been widely utilized in 

women’s studies classes (Fisher, 1981). 

The second-wave of feminism in the United States had repercussions 

outside the United States and influenced women around the world. In particular, 

radical feminism had a great impact on women in Japan and triggered the women’s 

liberation movement of the early 1970s in Japan (Tanaka, 1995). Japanese 

feminists highlighted establishing a clear self-identity as an individual woman 

(Tanaka, 1995). In order to enable women to develop a clear self-identity, Japanese 

feminists used consciousness-raising as a means not only of recognizing women as 

victims of sexual discrimination but also of revealing their own femininity (Tanaka, 

1995). Like radical feminists in the United States, Japanese feminists also formed 

consciousness-raising groups to share their personal experience as women, develop 

a clear self-identity as an individual woman, and challenge patriarchy and male 

supremacy in Japanese society (Fanselow, 2011; Fanselow & Kameda, 1995; Inoue, 

2011; M. Tanaka, 1992; K. Tanaka, 1995). 

 

Dewey’s Progressive Educational Theory 

Many feminist scholars have pointed out that the progressive educational 

theory led by John Dewey influenced feminist pedagogy (Crabtree et al., 2009; 

Maher, 1999, 2001; Walkerdine, 1992). Both Dewey’s followers and feminist 
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pedagogues highly value learners’ experiences and a student-centered approach for 

promoting democracy and humanism. 

Dewey was a well-known American philosopher of education in the early 

twentieth century. He presented his educational theory in My Pedagogic Creed 

(1897), Democracy and Education (1916), and The School and Society (1900/1957), 

and advocated democracy and social reform in education. He believed that learning 

was a social, interactive process, and that a school was a place where students 

brought their experience and connected their experience to their studies. 

In its concern for students’ experience, feminist pedagogy shares similar 

ideas with Dewey’s progressive educational theory. One feminist pedagogical 

theorist, Maher (1999, 2001), has pointed out that both feminist pedagogues and 

Dewey’s progressive educational theorists value the experiences of students and 

connections between students’ experiences and the academic disciplines. Maher 

(2001) mentioned that a key issue of Dewey’s progressive educational theory was 

“unity: the unity of the home and the school, the unity of the child’s experiences 

with the academic disciplines, and the unity of the heart and mind in the service of 

educating the whole child for the good of the whole community” (p. 19). Like 

Dewey and his followers, feminist educators emphasize personal experience, 

encourage students to bring their personal experience to their classroom, and help 

students make connections between the private and the public, between their 

personal lives and their studies, and between feeling and knowledge. 
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 Another feminist pedagogical theorist, Gomez (2008), discussed student-

centered teaching as one aspect of feminist pedagogy influenced by Dewey’s 

progressive educational theory. Gomez noted that like Dewey and his followers, 

feminist pedagogues challenge “traditional notions of teacher-centered, curricular, 

and canonical authority” (p. 314). They prefer to use student-centered teaching 

coupled with terms such as “democratic,” “liberatory,” “freedom,” “respect,” 

“care,” “culturally responsive,” and “authentic,” and regard a teacher as a facilitator 

or a guide in the classroom (Gomez, 2008). 

However, Dewey did not address gender issues and feminist goals. Dewey 

highlighted potential and self-efficacy among students through student-centered 

teaching and the focus of students’ lived experience (Christie, 1997). Therefore, 

Dewey’s educational theory focused primarily on student’s personal growth. It paid 

little attention to girl pupils’ personal growth and oppressive school culture and 

sociocultural contexts towards girl pupils (Christie, 1997). Dewey did not address 

sexism, racism, classism, and heterosexism (Christie, 1997). He seemed to be 

uninterested in oppressive social structure and social change. 

Also, poststructural feminist pedagogical theorists criticized the 

essentialism and universalism in Dewey’s educational theory (Maher, 1999, 2001). 

Dewey regarded children’s lived experiences as essential and universal and 

therefore valued the importance of connecting children’s lived experiences to 

school lessons. According to Maher (2001), poststructural theorists questioned the 

notion of children’s experiences as the essential self and children’s experience a 
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singular and universal concept in Dewey’s educational theory. Maher (2001) 

criticized Dewey’s educational theory and structural feminist theory and noted that 

to simply encourage the expression of everyone’s experience was to encourage the 

more privileged voices and often to ignore the marginalized voices. 

 

Freire’s Liberatory Pedagogy 

Another revolutionary educational theorist that influenced feminist 

pedagogy was Paulo Freire. He proposed liberatory pedagogy. (Although critical 

pedagogy is well known, liberatory pedagogy is used here in Freire’s original 

sense.) Freire’s (1970/1996) best-known book Pedagogy of the Oppressed was 

about a theory and practice of curriculum and instruction intended to engender 

radical social change for the oppressed. Through his experience of teaching poor, 

illiterate peasants in Brazil, he developed a liberatory pedagogy of adult literacy. 

He attacked a “banking” concept of education, in which learners were regarded as 

an empty vessel to be filled by the teacher and were expected to deposit 

information given in class. He regarded learners as “critical co-investigators” (p. 

68) who can investigate their unfavorable situations and problems, seek solutions in 

the process of “conscientization,” and engage in social and political actions. 

The similarity between Freire’s pedagogy and feminist pedagogy is the 

focus on critical thinking, consciousness-raising, the examination of oppression, 

and social change. Weiler (2001) explained the similarity between Freirean 

pedagogy and feminist pedagogy as follows: 



 37 

Like Freirean pedagogy, feminist pedagogy emphasizes the importance of 

consciousness raising, the existence of an oppressive social structure and 

the need to change it, and the possibility of social transformation. … Like 

Freirean pedagogy, feminist pedagogy assumes as fundamental the need to 

challenge dominant assumptions of knowing and knowledge and to value 

all students. (p. 68) 

Consciousness-raising, challenge of an oppressive social structure, and social 

change are key concepts in both Freire’s pedagogy and feminist pedagogy. As 

Weiler (1991) pointed out, both pedagogies hold a belief to challenge the status quo 

and a commitment to social equality and justice for a better world and liberation 

from oppression. 

On the other hand, several scholars in feminist pedagogy have explored 

differences between Freire’s pedagogy and feminist pedagogy (Ellsworth, 1992; 

Luke, 1992; Orner 1992; Weiler, 1991, 2001). One feminist pedagogical theorist, 

Weiler (1991, 2001), identified two ways that feminist pedagogy differed from 

Freire’s pedagogy: in questioning teachers’ roles and in exploring differences 

among people. First, Weiler (1991) focused on the teacher’s role and authority in 

Freire’s pedagogy. She noted that Freire failed “to address the various forms of 

power held by teachers depending on their race, gender, and the historical and 

institutional settings in which they work” (p. 460). Freire was not particularly 

concerned with power imbalances between teachers and students and was overly 

optimistic about teachers’ willingness to share authority (Weiler, 1991). On the 
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other hand, poststructural feminist pedagogical theorists are more conscious of 

imbalanced power relations between teachers and students and more concerned 

with teachers’ authority (Maher & Tetreault, 2001; Tisdell, 1998; Weiler, 1991). 

They seek to find ways to reform new relations between teachers and students in 

academic settings (Maher & Tetreault, 2001; Tisdell, 1998; Weiler, 1991). 

Weiler (1991) also criticized Freire’s tendency to universalize students’ 

experience and conceptualize the dichotomy. According to Weiler, Freire 

(1970/1996), in Pedagogy of the Oppressed, assumed a universal experience of 

oppression and considered the oppressed the absolute oppressed. Freire 

oversimplified the experience of the oppressed and dichotomized oppression into 

simplified groups such as oppressor or oppressed. Like Freire, the early feminist 

theorists fell into the trap of universalism and dichotomy. However, poststructural 

feminist theory recognizes differences among women and focuses on the 

deconstruction of binary opposites in the construction of knowledge (Tisdell, 1998; 

Weedon, 1997). Thus, poststructural feminist pedagogical theorists were critical of 

a teachers’ role as authority, students’ experience as oppressed, and the dichotomy 

in Freire’s pedagogy. 

 

Poststructural Feminist Theory 

Feminist pedagogy made further progress through the influence of 

poststructural feminist theory. According to Tisdell (1998), elements of 

poststructural feminist theory were relevant to four themes of poststructural 
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feminist pedagogy such as knowledge construction, voice, authority, and 

positionality. First, as for knowledge construction, structural feminist theorists 

highlighted a unitary identity of women and patriarchy as a system of oppression, 

and constructed the knowledge based on women’s experience as unitary. However, 

poststructural feminist theorists challenged the category of “women”—

universalism—and argued for the intersections of gender with other systems of 

oppression such as race, class, and sexual orientation (Langston, 1991; Nicholson, 

1990; Tisdell, 1998; Weedon, 1997). Poststructural feminist pedagogues attempted 

to construct the knowledge with connections between gender, race, class, and 

sexual orientation in their classrooms (Tisdell, 1998). 

Both structural and poststructural feminist pedagogues highlighted voice in 

feminist pedagogy. However, although structural feminist pedagogues focused on 

women’s voice as unitary, poststructural feminist pedagogues foregrounded 

women’s voices as diverse and multiple (Tisdell, 1998). Poststructural feminist 

pedagogues focused on difference among women. The idea of foregrounding 

differences among women led feminist educators to the concerns of “silenced” and 

“marginalized” voices in the curriculum and in the classroom (Tisdell, 1998). 

As for teachers’ authority, structural and poststructural feminist pedagogues 

acknowledged teachers’ power and privilege. Structural feminist pedagogues 

thought that as teachers acknowledged teacher power and privilege, they should 

confront unequal power relations (Tisdell, 1998). However, poststructural feminist 

pedagogy focuses on an instructors’ role as directive in deconstructing binary 
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opposites (Tisdell, 1998). Poststructural feminist pedagogues believed that it was 

not enough to confront unequal power relations; rather “poststructural feminist 

educators maintain directive roles as challengers of unequal power relations and are 

proactive in working for social change” (Tisdell, 1998, p. 151) through 

deconstructing dichotomies such as the safe/unsafe learning environment and 

rationality/affectivity in working for social justice. In other words, poststructural 

feminist educators do not deny an instructors’ authoritarian and directive role to 

challenge the status quo and promote emancipation. 

Although structural feminist pedagogy was unconcerned with teacher 

positionality, poststructural feminist pedagogues highlighted the positionality of the 

teacher and argued that the race, gender, class, or sexual orientation of teachers 

certainly has an influence on teaching and learning, on the construction of 

knowledge, and on classroom dynamics (Maher & Tetreault, 2001; Tisdell, 1998). 

Positionality is a crucial point for feminist educators in non-western countries in 

that it opens up possibilities for reshaping pedagogy by locating their work in their 

local sites and with attention to specific practices. 

 

Characteristics of Feminist Pedagogy 

I illustrate in this section the key concepts that characterize feminist 

pedagogy; (a) voice/voices, (b) empowerment, (c) safety, (d) consciousness-raising 

and social change, (e) community, and (f) power. These concepts do not stand 

individually or separately but are interrelated historically and theoretically as well 
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as functionally, discursively and materially. I also explore the characteristics of 

feminist pedagogy from structural and poststructural feminist views. Additionally, 

to distinguish feminist pedagogy and good teaching, I explain how feminist 

educators perceive seven characteristics of feminist pedagogy. 

 

Voice/Voices 

Attention to women’s voice, connected to personal experience, has been 

central to the teaching practices of feminist pedagogy (Belenky, Clinchy, 

Goldberger, & Tarule, 1986; Briskin & Coulter, 1992; Crabtree et al., 2009; Maher 

& Tetreault, 2001; Tisdell, 1998; Weiler, 1992). Voice refers to the awakening and 

ability of people to speak for themselves, to bring their own questions, and to 

express their own responses, connected to their personal experience and abilities 

that have been ignored or neglected in the mainstream society and history. Because 

women’s experience has often been ignored and neglected in the academic 

disciplines, feminist pedagogy values the individual voice as a way of knowing 

(Belenky et al., 1986). Recovering, naming, and theorizing voice has been central 

to developing new knowledge (Briskin & Coulter, 1992). 

Maher and Tetreault (2001) discussed voice as one of the focuses in 

feminist pedagogy. They studied feminist teachers and students who took women’s 

studies courses at the college level in the United States in the 1990s and explored 

the meaning of voice in feminist classrooms through their work and lives in the 

academy. They considered voice as “an important feminist metaphor for women’s 
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awakenings” (p. 18). In their study, female students engaged with feminist issues 

and theory and shaped conscious feminist voices for themselves through the course 

materials on women, the personalized and interactive discussions, and journal 

writing. Each female student first struggled with creating a consciously female self, 

broke through, and found a personal voice to interpret feminist theory. Maher and 

Tetreault asserted that feminist classrooms provided female students with a chance 

to shape and express themselves. 

Maher and Tetreault (2001) also asserted that feminist classrooms give 

voice to the marginalized and the students who experienced oppression. Giving 

voice to them means recovering voice and healing (Maher & Tetreault, 2001). They 

argued that feminist classrooms enable these students to face the pain of their own 

experience by demonstrating that they could share it with others and that their 

personal stories are part of a larger history of oppression. This might lead to 

support from the class and a community for solidarity and even social actions. 

As a poststructural feminist pedagogical theorist, Tisdell (1998) questioned 

voice only as outcome. She discussed the voice-silence dichotomy and argued who 

are silenced and what made them silent. Borrowing the idea of Goldberger (1996), 

she asserted that feminist educators should not assume that “silence means lack of 

voice, rather they should ask questions about what is ‘underneath silence’” (Tisdell, 

1998, p. 151). Feminist educators must consider how to include or represent the 

voices of those who are silent in the classroom. 
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Empowerment 

Empowerment is a significant element of feminist pedagogy. Shrewsbury 

(1987) emphasized empowerment as one central concept of feminist pedagogy to 

enhance both autonomy and mutuality. She regarded empowerment “both as a way 

to maintain a sense of self and as a way to accomplish ends” (p. 8) and as a means 

of connecting “with others in mutually productive ways” (p. 8). She explained the 

strategies of empowerment: 

Empowering strategies allow students to find their own voices, to discover 

the power of authenticity. At the same time, they enable individuals to find 

communication with others and to discover ways to act on their 

understanding. Empowering classrooms are places to practice visions of a 

feminist world, confronting differences to enrich all of us rather than to 

belittle some of us. (p. 9) 

Thus, empowerment enables students to find their own voices, discover 

autonomous subjectivities, and create a sisterly solidarity. 

While poststructural feminist pedagogical theorists acknowledge the 

importance of empowerment in feminist pedagogy, they are at the same time 

concerned with feminist teacher’s stance as an empowerer. Orner (1992) criticized 

the feminist teacher’s stance as well as that of critical educators. She criticized the 

view that some feminist educators and critical educators assumed that they were 

already emancipated and able to empower students. They did not question that they 

might be oppressors: 



 44 

Feminist and critical educators are clearly the ones who are in a position to 

interrogate students’ voices. They are the ones who can empower and 

interrogate because they are the ones who know. We are to believe that 

critical and feminist teachers have already dealt conclusively with their own 

inscription and involvement in oppressive power dynamics. Given the 

binarism and unified subjectivity which underlies much “liberatory” 

education, educators see themselves as “empowerers”—not as “oppressors.” 

(Orner, 1992, p. 87) 

This is an important point for feminist educators in thinking of their own position 

and teaching practices including interactive strategies and classroom management. 

When students perceive their teacher as an oppressor, they do not come to voice or 

speak up. Silence is common when oppressed groups come face to face with 

authority, even when that authority supports emancipatory politics (Freire, 

1970/1996). Feminist educators must be willing to learn from their positions (Orner, 

1992). 

 

Safety 

For women coming to voice, feminist educators are concerned about 

creating a safe environment in the classroom. Belenky, Clinchy, Goldberger, and 

Tarule (1986) discussed how to create environments where women can come to 

voice and emphasized the role of psychological safety when women express their 

experience. Similarly, Briskin and Coulter (1992) focused on classroom safety to 
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encourage women to speak of their experiences. The issue of a safe atmosphere in 

the classroom is strongly related to the notion of coming-to-voice. 

In addition, Manicom (1992) argued that a safe environment helps students 

not only come to voice but also develop feminist critique and analysis: 

Safety must be consciously constructed to allow women to speak of certain 

of their experiences. This dismantling and reconstructing is essential, both 

to deepen the feminist critique of the social world and to develop an 

analysis that will permit formation of alliances across differences. (pp. 378-

379) 

Thus, feminist educators are concerned about creating a safe environment in the 

classroom for students coming to voice and engaging in feminist critique and 

analysis. 

However, interestingly noted, hooks (1989) argued that students could be 

empowered not only in a safe environment but also by means of “a rigorous, 

critical discussion” (p. 53). She asserted that although students feel empowered in 

an atmosphere of safety and nurture, they could also feel empowered in an 

atmosphere where differences, difficulty, conflict, and contradictions are 

confronted to make students aware of the issue of racism and sexism. Similarly, 

Kishimoto and Mwangi (2009) argued that feminist learning could occur in 

“threatening situations” and “nervous conditions” by confronting differences 

among students (p. 89). They explained that although confessional narratives, 

books or discussions proposed by women of color bring discomfort among white 
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students, white students could learn about differences among women and become 

aware of the interrelated issue of racism and sexism from the stories by women of 

color. Feminist learning could happen not only in a mutual and safe environment 

but also in a tense situation. 

From a poststructural feminist view, this is an important point for feminist 

educators to deconstruct a dichotomy of the safe-unsafe learning environment 

(Tisdell, 1998). Not only hooks (1989) and Kishimoto and Mwangi (2009) but also 

poststructural feminist pedagogues focus on the safe and conflicting learning 

environment in order to develop awareness and consciousness about inequality and 

injustice and empower marginalized students. They situate feminist teachings in the 

safe-unsafe environments as the particular situation happens and the need arises. 

 

Consciousness-Raising and Social Change 

As in Freire’s pedagogy, consciousness-raising and social change are key 

concepts of feminist pedagogy. Consciousness-raising is an educational tool by 

which students become aware of social conflicts and contradictions by sharing their 

experiences with oppression while resisting the status quo through social action. 

Like Freire’s pedagogy, feminist pedagogy values critical thinking. Shrewsbury 

(1987) discussed how important critical thinking is in the feminist classroom and 

asserted that critical thinking leads to personal growth and mutuality with others: 

Critical thinking, then, is not an abstracted analysis but a reflective process 

firmly grounded in the experiences of the everyday. It requires continuous 
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questioning and making assumptions explicit, but it does so in a dialogue 

aimed not at disproving another person’s perspective, nor destroying the 

validity of another perspective, but at a mutual exploration of explications 

of diverse experiences. (p. 7) 

Thus, like Freire’s pedagogy, feminist pedagogy rests on critical thinking and is 

grounded in a vision of social change. 

To develop students’ critical thinking, feminist pedagogy uses not only 

students’ experiences but also their feelings (Fisher, 1981; Weiler, 1991). Early 

consciousness-raising groups were based on friendship and common political 

commitments and addressed sexuality, work, family, and participation in the male-

dominated leftist political movement (Weiler, 1991). In the attempt to recognize 

women’s oppression and to change the patriarchal society, it is very important for 

women to begin with feelings in order to integrate an awareness of feelings into 

consciousness-raising. As Fisher (1981) noted, “feeling helps us define what the 

world is like and how we want to change it” (p. 21). Feelings in the consciousness-

raising approach are essential for women to define what women’s oppression is and 

how to change society to end sexism. 

Feminist pedagogy begins with and values the feelings and experiences of 

both teachers and students with the purpose of raising consciousness. The aim is to 

transform oppressive relations of gender, race, class, and sexuality and to change 

the situation, the society, and the world. 
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Community 

Feminist educators are concerned about building a learning community. 

Shrewsbury (1987) advocated that “a re-imaging of the classroom as a community 

of learners” (p. 10) and explained that a community of learners is a place “where 

there is both autonomy of self and mutuality with others that is congruent with the 

developmental needs of both women and men” (p. 12). For feminist educators, a 

classroom is a community of learners where students develop autonomy of self and 

a sense of mutuality. In the feminist classroom, students can find connections with 

themselves and their classmates and with their studies and the world. They, then, 

can develop the quality of networking and support of others. This networking and 

support extends to solidarity and sisterhood and even a community for action and 

social change. 

 When feminist educators build a community of learners, they are concerned 

with care and compassion (Noddings, 2003; Shrewsbury, 1987). Shrewsbury 

(1987) noted that feminist educators pay attention to compassion and care in the 

classroom. Noddings (2003), an educational philosopher, also focused on an ethic 

of care in the classroom. She asserted that it is important to teach students with care, 

respect, and trust, which she called “a feminine approach” because an ethic of care 

was found more among females than among males (Nodding, 2003). She developed 

the idea of care as a feminine ethic and applied it to the practice of moral education. 

Although this approach might not be specifically found in the feminist classroom 
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but also in any classrooms, an idea of care effects classroom management and the 

development of a community of learners. 

 

Power 

A central concern for feminist pedagogy is imbalanced power relations 

between teachers and students as well as the authority of teachers within the 

institutionalized university system (Luke, 1996; Maher, 1999; Tisdell, 1998; Weiler, 

1991). This discussion is framed by structural factors of power and privilege, so 

teachers’ role is to confront unequal power relations (Tisdell, 1998). Under this 

circumstance, feminist educators often face a dilemma between their egalitarian 

ideals and their own ex-officio power in the classroom. In the face of this dilemma, 

they try to seek a new and dynamic relationship between teacher and student that 

differs from a traditional, hierarchical one (Parry, 1996; Shrewsbury, 1987; Webb, 

Allen, & Walker, 2002). Shrewsbury (1987) urged that teachers engage in “a 

participatory, democratic process in which at least some power is shared” (p. 7) and 

suggested that teachers should teach student leadership tasks and roles throughout 

the course period. Similarly, Parry (1996) and Webb, Allen, and Walker (2002) 

discussed reformation of the relationship between teacher and student, and 

suggested that a teacher should give students more responsibility for teaching to 

have students gain power and control over knowledge and, as a consequence, have 

authority in the classroom. 
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Whereas structural feminist pedagogues are concerned with how to share 

power in the classroom, poststructural feminist pedagogues focus on teachers’ role 

as directive in confronting power relations and deconstructing binary opposites 

(Tisdell, 1998). Tisdell (1998) explained that poststructural feminist pedagogical 

educators more directly discuss who is more recognized or given more status and 

who is more marginalized by the system of oppression. These educators seek out 

emancipatory possibilities in deconstructing dichotomies such as voice/silence, 

egalitarian/authority, safety/unsafety, empowerer/empowered, and 

rationality/affectivity in learning/teaching. Although poststructural feminist 

pedagogical educators are concerned with the issue of power, they maintain 

directive roles as challengers of unequal power relations and are proactive in 

working for social change. They have an overt political agenda in order to “educate 

for the practice of freedom” (hooks, 1994). 

 

Methods of Feminist Pedagogy 

As Crabtree et al. (2009) noted, feminist pedagogy is “not only what we 

teach but also about how we teach” (p. 2, italics in original). Even though feminist 

educators might use gender topics, if they are teaching in traditional ways such as 

top-down teaching or lecture style teaching, they are missing an important 

opportunity to help students discover their own voice, feel empowered, raise 

awareness and consciousness, and build a community for solidarity and social 

change. 
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To accomplish goals of feminist pedagogy, there are techniques and 

methods that can be used effectively in feminist classrooms proposed by 

Schniedewind (1987) and Parry (1996), which include journal writing, jigsaw 

reading, group work, group projects, discussion, role playing, and contracting for 

grades. However, these techniques might be shared not only by feminist educators 

but also by good teachers. What distinguishes feminist teaching and good teaching 

is whether or not an educator embraces these techniques with feminist ideas and a 

goal of ending sexism. Feminist teaching has not only an anti-sexist view but also 

an anti-oppressive, anti-racist, and anti-heterosexist view. Thus, the techniques and 

methods that feminist teachers use are similar to these of humanistic and radical 

teaching including Dewey’s progressive teaching and Freire’s liberatory pedagogy 

but include as well conscious adoption of feminist ideals. 

 Hereafter, I discuss feminist teaching techniques and methods such as 

writing techniques (Fisher, 1981; Parry, 1996), problem-posing teaching (Freire, 

1970/1996; Nelson, 1999; Parry, 1996; Shor, 1992), group techniques (Parry, 1996; 

Schniedewind, 1987), and extracurricular activities (Schniedewind, 1987). 

 

Writing Techniques 

As Crabtree et al. (2009) noted, feminist pedagogy is “not only what we 

teach but also about how we teach” (p. 2, italics in original). Even though feminist 

educators might use gender topics, if they are teaching in traditional ways such as 

top-down teaching or lecture style teaching, they are missing an important 
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opportunity to help students discover their own voice, feel empowered, raise 

awareness and consciousness, and build a community for solidarity and social 

change. Writing techniques are one of feminist teaching methods. They include 

“quick” writing, reflective writing including reading response and class response, 

essay writing, diary writing, writing imaginary letters, and interviews (Parry, 1996). 

In particularly, Parry (1996) explained the feminist meanings of journal writing: 

Journals can be used to address central feminist issues—gender, for 

example—and can serve as important elements of feminist teaching. By 

providing a safe space for self-expression, journals can help engage students 

in the exploration of complex ideas, such as the relationships between 

gender, race, ethnicity, and class. Journals help empower students who are 

usually silent by allowing them to develop voice and mastery. Journal 

entries can also serve as bases for small or large group discussions, enabling 

students to participate in the structuring of the class period. Journal writing 

is also an effective means through which students can explore the 

relationship between their personal experiences and theory. (pp. 47-48) 

Journal writing creates the opportunity for students to express their voice/voices, 

which feminist pedagogy highlights. It allows them to explore their autonomous 

subjectivities in relation to gender, race, ethnicity, sexuality, class, language, 

physical ability, nationality, and religion. Journal writing can also help students 

connect their own feelings and experiences to their studies and the broader political 

context. 
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 In addition, Parry (1996) mentioned imaginary letters and interviews as 

worthwhile feminist writing exercises. In imaginary letters, students are asked to 

write to children explaining a difficult gender issue, write in the voice of the person 

concerned, or write something important that they themselves want their parents or 

friends to know. Interview writing is based on students' interviewing their mothers 

about women’s issues and interviewing women who are involved the women’s 

movement, female unions, and women’s organizations. These efforts/assignments 

help students develop feminist consciousness as well as voice. In particular, writing 

a letter in the voice of the person concerned and interviewing others can nurture 

mutual respect and empathy and give students an opportunity to engage in a 

feminist community. 

 However, some remind us that journal writing is used not only by feminist 

pedagogues but also by L1 and L2 journal writing advocates. Casanave (2011) has 

pointed out that although journal writing should not always be considered a 

“feminized” style of writing or a gendered activity, the personal and emotional 

features of journal writing should be taken into account when teachers use journal 

writing. She described Gannett’s (1992, 1995) studies in which female students 

were more engaged with journal writing than male students, and in contrast, 

Mlynarczyk’s (1998) study in which there was no difference between female and 

male students about engaging with journal writing. Casanave concluded that she, as 

an ESL/EFL educator, used journal writing because she wanted her ESL/EFL 

students, male and female, “to learn to think and write reflectively, to develop 
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fluency and confidence in their L2, and to respond to readings” (p. 216). In journal 

entries, she wanted her students to connect personal, interpersonal, and academic 

issues. 

Like many journal writing advocates, feminist pedagogical educators focus 

on the nature of journal writing in which students can express themselves openly 

and freely, empower themselves, and connect between their personal experiences 

and their study. However, what distinguishes journal writing advocates and 

feminist pedagogical educators is that feminist pedagogical educators use journal 

writing not only for self-expression, self-reflection, and empowerment, but also for 

addressing “central feminist issues—gender” (Parry, 1996, p. 47) and raising 

feminist consciousness for gender equality and justice. 

 

Problem-Posing Teaching 

To raise consciousness and challenge the status quo, feminist pedagogy 

focuses on the development of critical thinking skills among students (Fisher, 1981; 

Shrewsbury, 1987; Weiler, 1991). However, the pedagogue who first highlighted 

the development of critical thinking skills among students in classroom practices 

was Paulo Freire. To develop critical thinking skills, Freire (1970/1996) developed 

what he called “problem-posing education” and focused on dialogues with students. 

Problem-posing education is rooted in the works of Dewey and Piaget, who 

advocated active, inquiring, hands-on education with a student-centered approach 

(Shor, 1992). Freire developed this idea. According to Freire, it is an inductive 
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questioning process that a teacher begins by asking a series of questions and 

encourages students to generate questions from within students’ own lives and 

make their own conclusions through dialogues with the teacher. 

Similarly, Nelson (1999) proposed “pedagogies of inquiry” based on queer 

theory. In pedagogies of inquiry, teachers facilitate inquiry in an open-ended 

framework, in particular within the intercultural context of ESL (Nelson, 1999). 

“Teachers are expected not to have all the answers but rather to frame questions, 

facilitate investigations, and explore what is known” (Nelson, 1999, p. 377). The 

inquiry approach posed by teachers in pedagogies of inquiry seems to be in line 

with Freire’s problem-posing approach. The difference between them is that 

pedagogies of inquiry focus on analyzing how language and culture work in terms 

of sexual identities. 

Like Freire’s problem-posing approach and Nelson’s pedagogies of inquiry, 

feminist pedagogy values a problem-posing approach and an inquiring approach 

posed by teachers. Parry (1996) called “think-pair-share” (p. 50). In a think-pair-

share activity, teachers assign readings and ask open-ended or pros-cons questions 

about readings to the class. Students first think about an issue individually, discuss 

the issue in pairs, and have discussion in the whole classroom. Parry asserted that 

this technique helps students both to gain an awareness of the importance of the 

issue and to develop critical thinking skills in relation to the topic. 
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Group Techniques 

 Parry (1996) proposed several group work activities including group 

discussion and group teaching. Group work activities promote not only a sense of 

self-esteem and self-confidence but also cooperation, and a sense of community 

(Parry, 1996; Schniedewind, 1987). Parry (1996) noted that through participating in 

group work and small-group projects, students feel mastery of the subject matter 

and an increased sense of authority. Parry (1996) also asserted that the classroom 

could be the place where “students get acquainted with and learn from each other as 

they work together” (Parry, 1996, p. 46). 

Of group techniques, Schniedewind (1987) also proposed role-playing for 

conflict resolution and jigsaw reading for cooperation. For example, by asking 

students to play the roles in the issue like a pro and con debate, students start to 

resolve the conflict and look for new ways of perceiving the issue through several 

exchanges (Schniedewind, 1987). By assigning each group member one part of the 

course reading, jigsaw reading develops skills for cooperation (Schniedewind, 

1987). Thus, feminist educators use group techniques for a sense of autonomy, self-

confidence, and cooperation among students. 

In the processes of group work activities, Schniedewind (1981) highlighted 

“I-message” communication in which students express their own feelings by saying 

“I feel,” not generalizing to “we” or “women.” She explained an advantage of I-

messages in the feminist classroom, by mentioning that “‘I-messages’ are easy to 

learn, can be shared among peers and between students and instructors, and are 
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effective in producing an honest classroom atmosphere” (Schniedewind, 1981, p. 

25). I-messages help students identify and share feelings in a personal way with 

other classmates and teachers, which creates an honest and trusting relationship 

among students and between teacher and student. 

 

Extracurricular Activities 

 In order to connect theory to practice and sustain feminism, feminist 

educators encourage students who are enrolled in women’s studies courses to 

engage in feminist activities outside the classroom (Schniedewind, 1987). Like 

Dewey’s progressive educational theory, feminist educators try to connect 

classroom activities to students’ lives outside the classroom. 

For example, Schniedewind (1987) suggested that feminist educators 

encourage students to attend workshops, conferences, and events supported by 

feminist organizations whether or not they are held on campus. She also suggested 

that after studying male dominance and power relations between men and women, 

teachers encourage students to work as volunteers and interns in a battered 

women’s shelter. Feminist activities ranged from marching and petitioning to letter-

writing (Rose, 2009). Engaging in these activities can be a good opportunity for 

students to learn skills for building feminist networks and forming support systems 

(Schniedewind, 1987; Rose, 2009). It can also provide students the opportunity to 

develop feminist consciousness and engage in personal and social change as well as 

feminist research and praxis (Rose, 2009; Webb, Allen, & Walker, 2002). 
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Feminist Pedagogy in Japan 

 Feminist pedagogy has been discussed by Japanese feminist scholars (Irie, 

2001, 2004; Nozaki, 2000). However, these scholars summarized feminist 

pedagogy, based on articles and books written by American feminist scholars 

whom I cited in previous sections (Belenky, Clinchy, Goldberger & Tarule, 1986; 

Ellsworth, 1992; hooks, 1989, 1990; Maher & Tetreault, 2001; Schniedewind, 1981, 

1987; Shrewsbury, 1987; Tisdell, 1998; Weiler, 1991). By borrowing American 

feminist scholars’ works and ideas, Japanese feminist scholars stressed 

voice/voices, empowerment, and consciousness-raising as features of feminist 

pedagogy. Nozaki (2000) additionally summarized methods of feminist pedagogy 

including cooperative learning, shared leadership, journal writing, critical self-

reflection, role-plays, and self-evaluation according to American feminist scholars’ 

works. Unfortunately there was nothing new and unique about feminist pedagogy 

in Japan. 

 Although the number of women’s studies courses in Japanese universities in 

the 1980s increased because of the influence of American feminism (Ehara, 1990), 

women’s studies has not been widely recognized in universities (Uchimizaki, 1999). 

Uchimizaki (1999) conducted a quantitative study about women’s studies courses 

in Japan. She researched Japanese university instructors who taught women’s 

studies courses and incorporated feminist issues into their classes. She also 

investigated how they taught in their classrooms. She found that women’s studies 

courses and gender studies courses were not widespread and feminist university 
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instructors usually incorporate feminist and gender issues into their classes in the 

field of education, English, history, psychology, and sociology. She noted that 

under these circumstances, feminist pedagogy has not been widely discussed and 

women’s studies instructors have used lecture-style teaching. In an open-ended 

questionnaire in her study, the instructors responded that even though group work, 

discussion, journal writing, and role-plays were good feminist teaching, it was 

difficult to implement them in a large classroom for 100-300 students (Uchimizaki, 

1999). 

From my experience of teaching women’s studies courses in universities, a 

women’s studies course as one subject of the liberal arts usually has 100 to 200 

students in the classroom. Even though I know good methods of feminist pedagogy 

including journal writing, cooperative learning, problem-posing teaching, and 

extracurricular activities, it is difficult to implement these methods in such a large 

classroom. 

I think that feminist pedagogy including its particular methods has been 

paid little attention in Japanese universities as well as in women’s studies. If 

feminist pedagogy is concerned about empowerment and consciousness-raising as 

Japanese feminist scholars have noted (Irie, 2001, 2004; Nozaki, 2000; Uchimizaki, 

1999), methods of feminist pedagogy must be considered in women’s studies in 

Japanese education. As I mentioned above, contextual factors such as class size 

should also be reconsidered. 
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The Limitations of Feminist Pedagogy 

With all its uniqueness and strengths, feminist pedagogy is by no means a 

perfect pedagogy. In this section, I discuss limitations of feminist pedagogy. From 

a poststructural feminist view, Tisdell (1998) discussed the limitations of feminist 

pedagogy, in particular feminist educators’ roles. She noted the limitation of 

feminist teachers’ teaching capacity to facilitate social action or emancipatory 

activities, even though they have an agenda for social change and emancipation. 

That is, feminist teachers cannot always have students engage in social action and 

emancipatory activities. Davies (1997) and Markowitz (2005) also pointed out that 

it is difficult to help students engage in gender consciousness and critical thinking. 

All pedagogies have limitations, and feminist pedagogy is no exception. It is 

limited in the extent to which it can change students’ minds and attitudes toward 

gender issues. 

Several studies also examined students’ resistance and refusals to take up 

feminist knowledge and students’ complaints in feminist teachers’ teachings (Bauer, 

1990; Lindquist, 1994; Markowitz, 2005; Rakow, 1991; Titus, 2000). As these 

studies have pointed out, although feminist teachers often receive positive 

comments from students, there are students who act out against discussions in the 

classroom, accuse the lecturer of being a male-basher, or are unwilling to 

understand the social context of oppression. Similar to Santos's (1992, 2001) 

arguments from the TESOL field, students might also resist the idea that the 

classroom should be an ideologically interested space and believe that teachers 
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should not impose their feminist views on students (Bauer, 1990). To deal with 

students’ resistance, refusals and complaints, Bauer (1990) suggested that teachers 

should emphasize the importance of dialogue between teachers and students by 

foregrounding “dialogics” in the classroom as explained by Shor and Freire (1987) 

and cited in her article. Titus (2000) also suggested that for resistant students a 

teacher could show historical evidence and documents about the positive changes 

of gender equality; and for students who discount gender issues, a teacher could use 

field exercises. She connected course materials with students’ lives and asked 

students to go to a shopping mall and see how gender affects their lives. She also 

suggested that popular culture, magazines, advertising and newspapers are useful 

tools in helping students to understand the concept of gender in their lives. 

Although these attempts in teaching might reduce students’ resistance, refusal, and 

complaints, it is impossible to eliminate the affective actions and expect students to 

make personal change. 

Although this is not a limitation of feminist pedagogy, there are external 

factors that prevent feminist educators from practicing feminist teaching. There are 

several institutional constraints, which Gore (1993) called “institutionalized 

pedagogy as regulation” (p. 142). Tisdell explained that feminist teachers are 

required to be in an evaluative role and to satisfy the demands of the institution. 

The teachers might be required to use an assigned textbook, follow the unitary 

curriculum, and evaluate with standardized tests and grading system. Institutional 

regulations pose limitations for an emancipatory agenda of feminist pedagogy. Also, 
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the broader context of Japanese society might be an external factor that prevents 

EFL educators from practicing feminist teaching. In Japanese society, women are 

still in a subordinate position in a male-dominant society and feminism is not 

considered a prestigious way of life. Such sociocultural contexts of Japanese 

society pose limitations for feminist teaching practices in language education in 

Japan. Also, considering the various activities discussed above, students’ English 

proficiency levels, class sizes, and class periods are external factors that might 

prevent feminist EFL teachers from practicing feminist teaching.  

 

Chapter Summary 

In this chapter, I explored what feminist pedagogy is. Feminist pedagogy 

involves teaching about women, teaching feminist ideas, and teaching feminist 

concerns. Overviewing the foundations of feminist pedagogy, I explored 

characteristics of feminist pedagogy. Poststructural feminist views provided 

interesting, insightful, and occasionally controversial discussions on characteristics 

of feminist pedagogy such as voice/voices, empowerment, safety, consciousness-

raising, social change, community, and power. 

To put feminist pedagogy into practice, feminist educators often use writing 

techniques, problem-posing teaching, group techniques, and extracurricular 

activities in their classrooms. These teaching methods can be used not only by 

feminist teachers but also by any kind of good teachers. What distinguishes 

feminist teaching and good teaching is whether or not an educator embraces these 
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techniques with feminist ideas and a goal of ending sexism. Feminist teaching has 

not only an anti-sexist view but also an anti-oppressive, anti-racist, and anti-

heterosexist view. Therefore, the techniques and methods that feminist teachers use 

are similar to these of humanistic and radical teaching including Dewey’s 

progressive teaching and Freire’s liberatory pedagogy but include as well conscious 

adoption of feminist ideals. Considering that an educator uses these teaching 

methods with feminist ideas and principles in mind, it is important to investigate 

feminist teachers’ identities and teaching beliefs in relation to feminist pedagogy. 

I tried to find characteristics of feminist pedagogy that have been applied in 

Japanese education. However, works about feminist pedagogy in Japan have 

mainly discussed the evolution, development, and summary of feminist pedagogy 

in the United States. This work shows that feminist pedagogy is not well-known in 

higher education in Japan. 

Last, I noted limitations of feminist pedagogy from a poststructural feminist 

view. Feminist educators acknowledged the limitations of their own capacity to 

change students’ minds toward gender issues and facilitate social action. I also 

found that there is an external factor that prevents feminist educators from 

practicing feminist teaching such as institutional regulations. 

The goal I wish to achieve in reviewing this work here is to explore what 

feminist pedagogy is and how feminist pedagogy is discussed in previous work. 

What I found is that feminist pedagogy is one effective approach for raising 

feminist consciousness and achieving gender equality and justice. The lessons 
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learned from feminist pedagogy literature can be applied not only in a women’s 

studies course in higher education, but also in various subject areas and in a broad 

range of educational situations, including in the TESOL field. I also learned the 

limitations to applying feminist pedagogy to TESOL. 
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CHAPTER 3 

FEMINIST PEDAGOGY IN TESOL: ISSUES AND EMPIRICAL STUDIES 

 

In this chapter, I narrow feminist pedagogy down to the TESOL field and 

discuss the controversial issues on teaching sociopolitical issues including gender 

issues in ESL/EFL classrooms. I then explore empirical research on what feminist 

ESL/EFL teachers actually practice in their classrooms. 

 

Applying Feminist Pedagogy in TESOL 

During the past two decades, feminist or gender perspectives have 

influenced a broad range of research in applied linguistics, including gender and 

language or discourse (Cameron, 1990; Litosseliti, 2006; Litosseliti & Sunderland, 

2002; Tannen, 1993, 1996), gender and second language acquisition (SLA), toward 

embracing social and cultural perspectives in understanding language teaching and 

learning (Casanave & Yamashiro, 1996; Norton, 2000; Norton & Pavlenko, 2004; 

Pavlenko, Blackledge, Piller, & Teutsch-Dwyer, 2001), and feminist teaching or 

feminist pedagogy in TESOL (Benesch, 1998; McMahill, 1997, 2001; Simon-

Maeda, 2004b; Vandrick, 1994, 1995b, 1997b, 1998, 2000). 

Focusing on feminist pedagogy in the field of TESOL, the work of 

Vandrick (1994, 1995b, 1997b, 1998, 2000) is the primary source. In her 1994 

article, she agreed with the principles of feminist pedagogy such as equality, ethics, 
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and social justice provided by numerous feminist scholars’ works (e.g., Ellsworth, 

1992; Luke, 1992; Shrewsbury, 1987; Weiler, 1988, 1992). Vandrick (1994) stated: 

Feminist pedagogy is not a specific set of practices; each classroom, each 

teacher, each group of students, is different. Teaching that has been 

informed by feminist pedagogy can and does take many forms, as such a 

consciousness infuses the teaching in many major and minor ways. (p. 84) 

Schenke (1996) similarly noted, “feminism, like antiracism, is …not simply one 

more social issue in ESL but a way of thinking, a way of teaching, and most 

importantly, a way of learning” (p. 158). As both of these feminist TESOL scholars 

noted, feminist pedagogy is not simply teaching about gender-related topics but 

also teaching according to feminist principles. 

Vandrick (1994, 1997b) suggested that ESL educators should include 

readings and discussions on women’s issues and make women visible in classes. In 

particular, she concretely discussed how ESL educators can teach according to 

feminist pedagogy: gender bias-free teaching, equal attention to female students, 

and extracurricular activities related to women’s issues. First, Vandrick (1997b) 

suggested that ESL educators should avoid gender stereotyping, false generics such 

as “he,” and gendered job titles. Some students, for example, do not know that 

“policeman” is a sexist word or how to avoid the generic use of male nouns and 

pronouns such as “Everyone brought his books to class.” Therefore, it is important 

to teach gender-neutral language and expressions. Also, educators should not 

tolerate stereotypes, or jokes with racist or sexist overtones in class. 



 67 

Second, Vandrick (1994, 1997b) suggested that ESL educators should call 

on female students as often as male students, because one feminist practice is to 

give women students more voice. She (1994) asserted that feminist ESL educators 

should be aware of gender difference in learning styles and give female students 

equal attention and treatment. Over two decades ago, a well-known feminist 

scholar, Dale Spender (1989) claimed that in mixed-sex classes girls received a 

small part of the teacher’s attention. In the TESOL field, Jule (2002) reported that 

in her study the girls contributed little to the classroom discussion, and the 

classroom discussion was dominated by the boys in the class. Vandrick (1997b) 

noted that girls and women were often silenced because of their cultural norms. 

ESL teachers are therefore advised to wait longer for girls' responses or ask girls to 

participate in conversations (Jule, 2002; Vandrick, 1997b). Thus, equal treatment 

and attention, and even special treatment and attention to female students, must be 

considered in the feminist classroom (Jule, 2002; Vandrick, 1997b). 

Third, Vandrick (1997b) suggested that feminist teachers can provide 

students with information about women’s studies programs, lectures, and films on 

and off campus about women’s issues or women’s lives as part of other academic 

advising. 

I agree with Vandrick’s ideas of feminist pedagogy. Feminist pedagogy is 

“not a specific set of practices” and multiple and diverse. While feminist teaching 

focuses on an anti-sexist view, it simultaneously concerns an anti-oppressive, anti-

racist, and anti-heterosexist view. Feminist teaching is one kind of radical teaching 
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including Dewey’s progressive teaching, Freire’s liberatory pedagogy, and a 

humanistic approach. To end racism, sexism, classism, heterosexism, and other 

discriminations, feminist teachers and other radical teachers use similar teaching 

approaches and methods as I explained in Chapter 2. However, feminist teaching 

distinguishes itself from simply good language teaching by applying more to anti-

oppressive, anti-racist, anti-sexist and anti-heterosexist views. 

 

Indoctrination or Education? 

Although critical and feminist pedagogues and global educators have long 

asserted the importance of teaching about social, political, global, and gender issues 

in ESL/EFL classes (Benesch, 1993, 1996, 2001; Cates, 2002, 2004; Peaty, 2004; 

Pennycook, 1997; Vandrick 1995b), some TESOL scholars and educators have 

criticized it as indoctrination (Allison, 1994; Reid, 1989; Santos, 1992, 2001; Smith, 

1997). One reason for this accusation is that TESOL, with its foundations in the 

scientific traditions of applied linguistics, has historically emphasized linguistic 

goals over sociopolitical concerns (Benesch, 1998; Casanave, 2004). Focusing on 

the grammar, vocabulary, and rhetorical forms in a language classroom and fitting 

students into academic settings have been given priority over the use of 

sociopolitical issues in ESL/EFL courses. As for the use of sociopolitical issues in 

an ESL course, some years ago there was a debate between Benesch (1996, 2001) 

and Santos (2001) in the TESOL field, in particular, the ESL context. 
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Benesch (1996), a well-known advocate of critical pedagogy, illustrated 

some examples of classroom practices to promote students’ critical thinking and 

social change in an ESL course at the college level in New York. One example was 

that she taught a paired ESL and psychology course and required students to write 

assignments about anorexia. The reason she chose anorexia was that the topic 

implied a social and feminist issue. Another example was that she used the class 

period to have students write letters in class to legislators protesting budget cuts in 

education. She mentioned that this was a suggestion and students were free not to 

participate. 

However, Santos (2001) criticized Benesch’s (1996) classroom practices. 

First, she criticized using the topic of anorexia because a few male students resisted 

the topic in Benesch's classroom, and some female students remained silent. She 

argued that the practice imposed the teacher’s social agenda on students. Instead of 

teacher-imposed topics, Santos suggested that teachers should allow students to 

choose topics that interested them. She also criticized Benesch’s classroom activity 

in which students wrote letters in class to legislators protesting cuts in education. 

She argued that the activity was inappropriate and problematic because teachers 

used their students on behalf of teachers’ own political positions. Behind her 

assertion, Santos believed that ESL courses should “be primarily concerned with 

helping students achieve these goals [the norms and standards of academic 

writing]” (p. 188) and the responsibility of ESL teachers was to “focus on 

preparing students as quickly and effectively as possible for their immediate, or 
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imminent, academic needs” (p. 188). She believed that an ESL classroom should be 

a neutral site and that ESL teachers should not impose their ideology (Santos, 

2001). 

To respond to Santo’s criticism of her classroom practices, Benesch (2001) 

asserted that ESL teachers should bring sociopolitical, challenging topics into the 

language classrooms. She argued the advantages of teacher-selected topics because 

they could inspire students when the topics they had not thought of were addressed 

or they could stimulate them when political and radical topics were proposed. She 

asserted that if teachers taught about conventional, bland topics, they might exclude 

the possibility of in-depth, whole-class scrutiny of a particular topic that students 

strongly engage in. Benesch referred to the students who resisted learning about 

anorexia: 

Taking Sasha’s [resisting student] suggestion in future classes would mean 

ignoring the positive feedback of students who enjoyed studying anorexia, a 

topic most knew previously little or nothing about, …. Attending to Sasha’s 

suggestion would also deny an opportunity to balance the masculinist 

orientation of the psychology class. (p. 83) 

She asserted the importance of teaching about sociopolitical issues including 

gender issues even though a few students resisted it. 

Benesch’s assertion on the importance of teaching about sociopolitical 

issues has not changed since her previous article (1993). She believed that 

sociopolitical issues help students think of the world critically, raise social 
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consciousness, question the status quo, and take actions that lead to social change 

(Benesch, 1993). She stated that ESL educators should “negotiate academic 

curricula responsive to urgent social, economic, and political issues, rather than 

serving one that is so narrowly focused on career preparation” (Benesch, 1993, p. 

714). Benesch severely criticized ESL educators who attempt to be politically 

neutral in their classroom, by stating that “[e]ducators who do not acknowledge or 

discuss their ideology are not politically neutral; they simply do not highlight 

ideology” (p. 706). Her views have not changed (Benesch, 2001, 2012). She 

asserted the importance of “critical EAP” by citing the theories of Paulo Freire, 

Michel Foucault, and feminist writers and offered examples of critical EPA in 

particular classroom settings (Benesch, 2001). In her later book (2012), she also 

analyzed emotions including hope, disappoint, resentment, and attachment in 

critical ELT and concluded that affection and friendship could be an effective 

pedagogy in teaching about critical and sociopolitical topics. 

In the EFL context, in particular, Japan, the supporters of critical pedagogy 

such as Cates (2002, 2004) and Peaty (2004), who are often called global educators, 

also valued teaching about social, global, political, and gender issues in EFL 

classes. Cates (2002, 2004) discussed the importance of teaching about global 

issues such as environmental issues, poverty in developing countries, and 

children’s rights in the EFL university classroom. He asserted that the 

responsibility of EFL instructors was to educate students to be global citizens who 

were conscious about equality and justice. To educate students to be global citizens, 
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he emphasized peace, human rights, development, and the environment as the four 

content areas of global education in the EFL classrooms. In his 2002 article, Cates 

illustrated global education content, methods, materials, course design, teacher 

training, and extracurricular activities. He urged EFL instructors to commit to 

global education and promote global awareness and international understanding 

among students. 

Similarly, Peaty (2004) asserted the importance of incorporating global 

issues in the EFL university classroom. Although he advocated teaching about 

global issues, he pointed out the tension between the traditional curriculum, the 

more progressive elements of global education, and the risk of indoctrination. He 

finally asserted that teaching about global issues should not be considered 

indoctrination if an international society accepts and respects the principles, values 

and goals being advocated and supported by United Nations conventions and 

international agreements. Like Cates (2002, 2004), Peaty proclaimed that teaching 

about global issues in EFL classes helps students be socially responsible global 

citizens. 

Along with Peaty’s assertion, I hold that teaching about gender issues 

should not be criticized as indoctrination if the international society accepts and 

respects the principles, values, and goals for gender equality and justice. Vandrick 

(1994, 1995b, 1997b) asserted that feminist teaching is needed and appropriate in 

ESL settings for raising the consciousness of all students toward gender equality 

and justice. In her articles (1995a, 1997a, 1998, 2000, 2009, 2011), she pointed out 
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that teaching feminist or gender issues is important for ESL students from 

privileged class backgrounds to raise awareness and consciousness toward gender 

justice because these privileged ESL students often take for granted gender 

segregation in their culture and tolerate gender inequality (Vandrick, 1995a, 2011). 

Second, more and more immigrant and international women students with various 

cultural backgrounds and women from a working-class have been appearing in 

college ESL classes (Vandrick, 1998, 2000). Feminist pedagogy would provide the 

opportunity to give them voice and help empower them. Third, feminist pedagogy 

also gives ESL students with hidden identities more voice (Vandrick, 1997a). Their 

voices are often marginalized and not heard in ESL settings. All students, whatever 

their sexual identities are, should be treated equally and respectfully. 

These three concerns can refer to not only ESL settings in the United States 

but also EFL settings in Japan. More and more women learn English as a foreign 

language and go to higher education in EFL settings, and women from various 

cultural and social backgrounds are appearing in EFL university classes in Japan. 

Feminist teaching would give these women voice and empower them. Further, EFL 

teachers might find Japanese female students have internalized typical gender roles 

and fear being labeled odd or unfeminine, or being criticized by parents and peers 

(Hardy, 1996). Feminist teaching would give these female students the opportunity 

to express their own opinions and analyze gender inequality in Japanese society. In 

my teaching experience in Japan, I often see male students who agree with 
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women’s equal rights but feel no particular connection to them. Feminist teaching 

might provide an opportunity to change these male students’ perception. 

By agreeing with critical and feminist pedagogues, I think that even though 

topics are difficult and controversial, it is important for teachers to bring 

sociopolitical issues including gender issues to the language classroom. The 

problem is not in advocating certain values and viewpoints in the classroom but in 

intentionally preventing students from engaging with these issues around us. One 

of my responsibilities as a feminist EFL educator is to educate students to be 

citizens who are conscious about gender equality and justice. 

I also believe that it is important not only to address issues of a group that I 

belong to (women), but also to advocate for people with other identities, especially 

oppressed identities. Discussing issues relating to sexual identity issues, ethnic 

identity issues, racism, and classism is one of feminist teachers’ responsibilities for 

fairness and equality. Whether or not there are LGBT students, ethnic minorities, 

and students with working class backgrounds in the classroom, it is important to act 

as if there were and to provide the opportunity to give them voice (Vandrick 2000). 

Moreover, Vandrick (2009) asserted that especially addressing LGBT issues and 

rights is heterosexual teachers’ responsibility because heterosexual teachers are far 

less likely to being the victims of harassment, losing a job, or exposing themselves 

to danger of abuse. 
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Feminist ESL Teachers’ Practices 

 One important early study that looked at the use of a women’s issue as a 

topic in an ESL course at the college level in New York was conducted by Benesch 

(1998). As I mentioned briefly earlier and now describe in more detail, she used a 

women’s issue, anorexia, as one of the topics in an ESL course, linking it to a 

psychology course taught at the same university. She described a feminist ESL 

course and analyzed students’ responses to the topic. She as a teacher-researcher 

conducted this study with 25 students (11 men and 14 women) in two ESL classes 

and taught one feminist issue, anorexia. To introduce the topic, she assigned a 

fictional case history of an adolescent girl with anorexia and supplemental reading 

and held discussions on the topic using student-generated questions. The students 

were required to write their responses (journals) to the reading, the topic and the 

class discussion to produce a research assignment on anorexia. 

 Through students’ journals, Benesch (1998) found that most of the female 

students empathized with the girl in the fictional case history and a few women 

shared their own experiences about eating disorders. She could see that some 

female students looked deeply at the causes of anorexia and examined anorexia not 

only as a private problem of self-esteem or family dysfunction but also as being 

related to cultural constructions of femininity. Benesch argued that women’s issues 

were rich and important topics for ESL classes because feminist classes made room 

for women’s voices that were often ignored in classrooms and gave women 

students a greater sense of entitlement. 
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On the other hand, she found that a few men in her classes resisted studying 

anorexia because they thought it had nothing to do with them. However, Benesch 

(1998) found that the issue in male resistance to studying anorexia was not only a 

lack of interest in women’s issues but also irritation that the adolescent girl with 

anorexia in the fictional case history was turning herself into an undesirable object. 

She reflected on her own teaching to deal with resisting students and noted that she 

could have commented on their responses in writing, discussed them privately with 

these students, asked them to share their responses with the class, or remained 

silent. She chose the latter approach because she was unconvinced that some kind 

of treatments would lead them to become engaged in the issue. This might be a 

limitation of feminist and critical pedagogical educators’ own teaching to help 

students engage in consciousness and critical thinking. 

Frye (1999) and Rivera (1999) explored ESL classes for immigrant women 

in a community education setting. Frye discussed an immigrant women’s ESL class 

in the United States in which 17 working-class Latina women participated. She 

used a feminist pedagogical approach and instructed immigrant women in her role 

of a teacher-researcher. A goal of her class was to offer the opportunity to think 

critically about and to effect change in immigrant women’s lives. She referred to 

this approach as “critical literacy work” (Frye, 1999, p. 501). To promote critical 

literacy work, she attempted to create a safe, nonthreatening environment in which 

students could express personal experiences, emotions, and feelings. In class, by 

reflecting on students’ lives and her own personal life, she was a facilitator who 
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promoted discussion of differences among women, multiple oppressions and 

marginalization, and oppressive social, cultural, and political forces in their lives. 

Throughout the class, she found many successes in using a feminist pedagogical 

approach. For example, the women developed solidarity, increased their sense of 

identity, explored woman-centered issues, and empowered themselves and others. 

In particular Frye emphasized a community for empowerment, and illustrated what 

the class was like: “the participants began to offer one another rides to class and 

share child care. They also shared in bringing food and materials to class” (p. 507). 

The community for learning English nurtured sisterhood and grew into a small, 

mutual, and supportive community. 

Rivera (1999) as a teacher-researcher also illustrated the practices of a 

community-based adult education program in New York City. Like Frye’ (1999) 

study, the students in Rivera’s study were Latina women, who were mothers with 

children and received some kind of welfare benefits. They had experienced work as 

garment workers, had grown up poor, had had little formal schooling, and had 

begun to work at an early age, and had faced unfair social policies by being 

unemployed immigrants. Rivera stated that the intention behind the curriculum was 

to link literacy education with the development of the ability to organize and 

combat the women’s problems. In the program, students were encouraged to share 

their personal experiences, examine their social reality and the forces that had 

shaped their lives, and do some kind of social action for a better life. As a final 

project, the students made a video that collected women’s garment workers’ voices 
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to contest, reclaim, and transform reality. They also raised funds for educational 

supplies, and met with funders and politicians to help the program survive, when 

they faced the struggle of social policies resulting from welfare reform. Rivera 

concluded that feminist classes developed consciousness-raising among the 

students and led them to social change. 

Like critical pedagogical teachers, feminist teachers value students’ 

experiences, raise their consciousness, encourage them to question the status quo, 

and lead them to social change. Feminist teachers view students’ personal 

experience as a learning component for consciousness-raising and social change, 

which can lead students to empowerment and sisterhood (Frye, 1999; Rivera, 1999). 

Nelson (2009) did not analyze sexual identities in ESL programs from a 

feminist viewpoint; instead, she examined them from a queer theorist viewpoint. It 

is important to illustrate her study about sexual identities in English language 

education in this section because many feminist teachers are concerned about 

LGBT issues in their language classrooms (Vandrick, 1995b, 1998). In her book, 

Nelson examined teachers’ perspectives toward LGBT issues and their experiences 

of teaching about LGBT issues in their language classrooms and looked at actual 

classroom conversations in three ESL classes in the United States. To explore 

teachers’ perspectives toward LGBT issues and their experiences of teaching about 

LGBT issues in their ESL classrooms, she conducted a study through group 

discussions at conferences and outside class time, in-depth interviews and 

classroom observation with six ESL teachers in a qualitative approach and analyzed 
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it from a viewpoint of queer theory. In total, 44 ESL teachers (31 women, 13 men) 

voluntarily participated in her study. 

Nelson (2009) found that several teachers in her study who were teaching 

about lesbian/gay themes in their classrooms attempted to support LGBT students 

and desired to teach all of the students in their classrooms the notion of accepting 

cultural diversity and tolerant attitudes for sexual diversity. These teachers believed 

that teaching about lesbian/gay themes brings students to the question of 

heteronormativity, leads to attitude change among students, and enhances students' 

personal growth. 

Although Nelson (2009) described case studies with three ESL teachers, her 

description of Roxanne’s (a pseudonym) classroom practice helped me explore my 

own study. Roxanne taught grammar-based ESL class at a community college in 

the United States. Roxanne was teaching 26 students (13 male and 13 female) from 

13 countries and who ranged in age from their early 20s to early 70s. Roxanne 

incorporated a gay/lesbian topic in a unit of work on modal auxiliary verbs in her 

class. Roxanne put the sentence “Those two women are walking arm in arm” in the 

worksheet and asked students to think of three or four different possibilities to 

explain what was occurring. In a small-group work and a follow-up class 

discussion, students expressed their cultural meanings and perspectives about 

same-sex affection. Through class discussion, they learned that in some cultures, it 

is common to walk arm and arm in same-sex pairs. They also learned that each 

student had different perceptions toward gays/lesbians within them, not only just 
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between cultures. Roxanne took a risk in using the lesbian topic in her classroom, 

respected students’ privacy, framed sexual identities as culturally situated, and 

foregrounded the ambiguity of sexual identity, which led to a successful lesson 

(Nelson, 2009). 

 Roxanne’s classroom practice showed the possibility of incorporating 

sociopolitical issues such as LGBT issues into the grammar lesson. As there were 

no such sentences or topics featured in their textbook, she brought in the language 

and topic in the classroom and directed the discussion on LGBT issues. It 

stimulated her students to learn about LGBT issues along with the language 

practice, and some students even wrote about LGBT issues on their own initiative 

in their assigned journals. In this sense, there are various ways to teach about 

sociopolitical issues including LGBT issues and gender issues; it involves not only 

teaching about these issues directly and explicitly, but also entails incorporating 

these issues into the lesson more subtly. 

 

Feminist EFL Teachers’ Practices in Japan 

Case studies in EFL also offer an array of approaches to feminist language 

education in Japan. Casanave and Yamashiro (1996) edited Gender Issues in 

Language Education, which is a collection of articles on gender issues and topics in 

foreign language education in Japan, including critical thinking and pedagogy, 

feminist teaching, feminist analysis in research, and authored narratives. In this 

collection, one interesting article that looked at a feminist teacher’s beliefs and 
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practices was written by Beebe (1996). She believed that language itself is biased 

and political and that sexist language is an appropriate topic to import into language 

classrooms to raise students’ awareness of sexist features of English. By 

mentioning that teachers do not have to search for an interesting gender topic to 

bring into language classrooms if teachers show students that language itself was 

interesting, she presented one lesson to raise awareness of sexist language and 

discourse with a worksheet on avoiding sexist language. As a result of teaching 

about sexist language with the worksheet, she received positive responses from her 

students and found her students rating this lesson as interesting and useful. 

Simultaneously, she discovered that English was changing quickly, so sharing 

knowledge and finding language with teachers and students together made teacher 

authority less salient and could build a community of learners in the classroom. 

 Simon-Maeda (2004b) described a feminist course in a women’s junior 

college in Japan. She as a teacher-researcher taught the course for 90 minutes once 

a week for a 15-week semester. The course introduced a variety of topics: gender 

and language, sexism in textbooks, the media, and fairy tales, sexual harassment, 

and domestic violence. Throughout the course, she examined 60 students’ journals 

and explored students’ perceptions and perspectives toward given gender topics 

from a poststructuralist feminist position. She encouraged students to consider on 

their own terms why they might hold a certain opinion about a given issue, how 

women had come to be positioned in society, and how the limits of these 

positionings could be expanded, by reflecting on relationships between the lecture 
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topics and their personal experiences. She found the course to be effective to help 

her junior college students develop awareness of gender inequality in linguistic, 

cultural, and social contexts. Throughout the course, she hoped that their renewed 

attitudes toward gender would lead to social action and change for gender equality. 

 Saft and Ohara (2004) conducted a study on the effect of teaching about 

gender topics in a Japanese university, illustrating the example of teaching about 

gender topics as one of the modules that they taught. They developed a 4-day 

module on gender and language including gender roles in the United States and 

Japan. The classes met once a week for 75 minutes and the module was 

implemented for Weeks 25-28 of the course. The researchers had 116 student 

participants (64 men and 52 women) in three first-year EFL classes in a large 

Japanese national university. One of the researchers taught these classes and 

facilitated discussions of reading materials on the topic. The data from the 

audiotapes and the questionnaires were collected and revealed that this module had 

a great impact on female students. As the module continued, female students 

expressed their opinions with their experiences and critical reflection in response to 

the reading material. They also expressed critical ideas about gender in Japanese 

society. The researchers concluded that teaching about gender topics promoted 

critical consciousness about gender issues in Japanese society. However, the 

researchers pointed out that male students did not explore in much depth their 

feelings about gender and resisted the idea that change in gendered relationships in 

Japan was necessary. 
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 I as a teacher-researcher also conducted a study on teaching about domestic 

violence in my two EFL college classrooms by using theme-based language 

instruction (Yoshihara, 2010b). I developed a 4-week unit on the topic and 

conducted a study with 55 students (29 men and 26 women) in a large private 

university in Japan. The class met once a week for 90 minutes for 24 weeks during 

the academic year and the 4-week unit was implemented for Weeks 5-8. In the 4-

week unit, my students were required to read an article, watch a short film and a 

news clip, discuss the topic in a group, and write a final essay about the topic. I 

examined the data provided from pre- and post-questionnaires about domestic 

violence, students’ final written products, and open-ended questionnaires about the 

module. As a result of teaching this unit, I found that students’ perceptions of 

domestic violence changed and that they gained new knowledge about domestic 

violence from the unit. They corrected their misconceptions and stereotypes toward 

domestic violence, gained new knowledge about the causes of domestic violence, 

and viable solutions, and finally attempted to express their own opinions to solve 

the problem. As a teacher, I felt that students were curious about not only domestic 

violence but also controversial, social issues, even in a language classroom where 

they are usually expected to learn grammar, vocabulary, and rhetorical forms. 

O’Mochain (2006) used life-history narratives as a pedagogical strategy for 

discussing issues of gender and sexuality with EFL students in Japan. The life-

history narratives also provided useful sources for examining gender and sexuality 

issues. O’Mochain as a teacher-researcher taught seven women students in a 
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seminar course “Introduction to Cultural Studies” at a women’s junior college, 

which focused on cultural constructions of gender and sexuality in people’s lived 

experiences. During the final ten class periods out of 30, he used autobiographical 

stories from Queer Japan edited by Summerhawk, McMahill and McDonald 

(1998) as reading materials and asked students to conduct face-to-face interviews 

or do text-based research. After that, students were required to report to the class on 

their work, and initiate class discussion and activities with their own text. The data 

from audiotaped class discussions and students’ written products demonstrated that 

the narrative-based pedagogy was an effective way of exploring issues of sexuality, 

gender, and language. Illustrating three narratives, O’Mochain found that narratives 

held the interest of the students and stimulated a lively discussion on sexuality, 

provided an opportunity to present differences among gays, and made it possible to 

explore the role of social norms and mass-media representations of gays/lesbians. 

The narrative-based pedagogy could promote students’ awareness about sexuality 

issues in Japan. 

Gender topics can be productively discussed not only in EFL classes at the 

college level but also in women’s groups. McMahill (1997, 2001) undertook a case 

study of two feminist English conversation study groups in Japan. One group was 

led by a Japanese feminist who facilitated discussions of women’s and 

environmental issues and another group was led by a Japan-born Korean feminist. 

McMahill attended discussion sessions as a guest speaker and analyzed the open-

ended questionnaires filled out by 14 adult female participants. The participants 
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included homemakers, freelance writers, an elementary school teacher, an office 

worker, a college student, an assertiveness trainer, and a hair designer. McMahill 

found that these feminist language classes were a site for disclosure of personal 

experience and self-reflection from the point of view of gender. Using women’s 

issues as a topic for language practice encouraged learners to reflect more critically 

on their own gender socialization and raise their feminist consciousness. She also 

found that the acquisition of English as an internationally hegemonic language 

could be considered by learners as empowering and as a weapon to counter 

hegemony. 

One interesting study that looked at Japanese university female EFL 

teachers’ teaching beliefs and practices was conducted by Nagatomo (2012). 

Although her analysis did not focus on feminist pedagogy, there were three self-

identified feminist EFL teachers in her study. These three feminist teachers 

believed that it is important to teach about women’s issues and the impact of 

gender on society, and to help students to develop critical thinking and express 

their opinions, which develops confidence in students. Nagatomo was able to 

observe only one classroom of one female EFL teacher (pseudonym: Miwa) who 

identified herself as a feminist. Miwa dissected the reading passage in the textbook 

sentence-by-sentence, word-by-word, and translated the reading passage from the 

textbook into Japanese for her students. Nagatomo examined the relationship 

between Miwa’s teaching belief, professional identity, and classroom practice and 

concluded that her professional identity as a scholar of English and American 
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literature was in conflict with her identity as a language teacher. Although 

Nagatomo did not examine the relationship between Miwa’s feminist identity and 

her teaching beliefs and practices, I found that Miwa’s feminist identity was not 

reflected in her teaching beliefs and classroom practices. For Miwa, a professional 

identity as a scholar of English and American literature seemed to be the highest 

priority of the possible teacher identities. Although EFL teachers who have 

feminist and gender consciousness practiced feminist teaching as I reviewed above, 

Nagatomo’s study showed that EFL teachers who identify themselves as feminists 

do not always practice feminist teaching. 

 

Findings of a Study on Teachers’ Beliefs and Practices 

I conducted a study in 2011 (as yet unpublished) to understand teachers’ 

teaching beliefs and practices in an ESL program in Hawaii, where I was residing 

for a one-year sabbatical. (This study also served to pilot the research techniques 

for this dissertation; see next chapter.) Even though the participants were not self-

identified feminist teachers, the study helped me understand the complexities of 

teacher’s beliefs and practices. Because I explain the piloted research methods and 

data collection for this study in Chapter 4, here I only briefly describe the 

participants and findings of the study. 

Three ESL teachers were selected on the basis of their reputations as good 

teachers and their willingness to participate in this study: one Caucasian American 

male (pseudonym: John), one Caucasian American female (pseudonym: Mary), and 
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one Japanese female (pseudonym: Keiko). All three were in their late 30s to early 

60s and had a Master’s degree with TESOL and roughly six—21 years of teaching 

experience at the ESL program at the outset of the study. 

All the three teachers had similar teaching beliefs but their classroom 

practices were quite different. All of three stated that one of their teaching beliefs 

was to meet what students want and need and believed that their teaching beliefs 

were reflected in their classroom practices. For example, John believed that it was 

important to satisfy what students want, to motivate students, and to use authentic 

materials. In order to motivate and challenge students, he focused on sociopolitical 

issues such as racism, HIV/AIDS, sexual harassment, and protesting. He was aware 

that his working-class background influenced his choice of topics and his choices 

were often related to equality and social justice. Keiko also stated that her teaching 

belief was to answer what students need and that her role as a teacher was to guide 

students to understand what they were studying. She repeatedly mentioned her 

teacher role as a bridge between students’ home culture and American culture, 

which, as she stated, was influenced by her experience as a former ESL learner. As 

she focused on what students wanted to learn in her classroom, she allowed 

students to choose topics they wanted to study, instead of choosing her favorite 

topics. Mary had the same teaching belief as John and Keiko did that teachers 

should provide what students want and need. She also believed that as there was no 

one-size-fits-all approach, a content comprehension approach with multi-methods 

was important, which came from her foreign language learning when she was a 
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graduate student. On choosing topics, she was in the middle between John and 

Keiko. She provided students with several topics and asked them to choose the 

topics that they wanted to study during the session. She pointed out that difficult 

social issues were not often brought up by students. So, if she thought students 

needed to know about these issues, she would be willing to bring them to her 

classroom even if students had not requested such topics. 

The findings of this study showed that each teacher differently constructs 

and enacts their teaching beliefs. Their teaching beliefs were 

constructed/reconstructed on the basis of their ethnic and social backgrounds, 

learning and teaching experiences, their mentors, and articles and books they had 

read. Coincidently, all the three participants had similar teaching beliefs. However, 

their classroom practices and ways of choosing topics were different. I understood 

the multiplicity and diversity of teaching practices in relation to teaching beliefs. I 

suspect that like these three participants, teaching practices in connection with 

teacher identity and teaching beliefs among feminist EFL university teachers in my 

main study might be multiple, diverse, and complex even if they are self-identified 

feminists. 

 

Chapter Summary 

In this chapter, I explained feminist pedagogy in the TESOL field based on 

empirical studies. Although teaching sociopolitical issues including gender issues 

in ESL/EFL classrooms is controversial, feminist pedagogues and critical 
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pedagogues assert the importance of teaching these issues even in the language 

classroom to raise awareness and consciousness and promote social actions. There 

are several feminist pedagogical practices in ESL classrooms in English speaking 

countries and EFL classrooms in Japan. Many feminist ESL/EFL educators in the 

works I reviewed focused on teaching gender-related issues in their classrooms, 

correcting gender biased perceptions among students, raising feminist 

consciousness about issues such as gender equality and justice, and empowering 

students. Some feminist educators led students to the building of community 

(sisterhood) and social actions. 

However, there are few studies that explore feminist pedagogy in relation to 

teacher identities and teaching beliefs in ESL/EFL contexts. In my 2011 study, I 

found that even though the participants had similar teaching beliefs, their classroom 

practices were diverse. I suspect that even if EFL teachers in my main study were 

self-identified feminists and supported gender equality and justice, they would have 

different teaching practices. I investigate this question in the chapters following my 

description of my methods and procedures. 
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CHAPTER 4 

FROM THE PERSONAL TO THE RESEARCH: METHODOLOGY, 

METHODS, AND DATA ANALYSIS 

 

In this chapter, I first define my research as feminist qualitative research and 

discuss why feminist researchers favor qualitative research and make the link 

between feminist research and qualitative research. Second, I discuss narrative 

inquiry as a methodological tool. In this section, I explain the definition and the 

focuses of narrative inquiry. Third, I argue why narrative inquiry is significant to 

this study. Fourth, I discuss my positionality as a researcher. Fifth, I describe the 

research sites and participants, and illustrate what data I collected and how I 

collected the data. I also discuss methodological issues that arose from the 2011 

study I conducted in Hawaii (discussed in the previous chapter). Sixth, I explain 

how data were analyzed. Last, I discuss methodological concerns such as 

trustworthiness. 

 

Feminist Research and Qualitative Research 

I consider my study feminist qualitative research. As for the question of 

what feminist research is, Lather (1991) stated, “Very simply, to do feminist 

research is to put the social construction of gender at the center of one’s inquiry” (p. 

71). Hammersley (1992) narrowed it down and noted that feminist research focuses 

on (a) the significance of the issues of gender, (b) the importance of experiences as 
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resources, (c) rejection of hierarchy between the researcher and the researched, and 

(d) emancipation as the goal of the research. Agreeing with Lather and 

Hammersley, I believe that feminist research places the issues of gender at the 

center of the research, uses personal experiences as resources, sees things from 

feminist perspectives, and commits to emancipation, empowerment, or change. 

Gender, as Hammersley pointed out, refers not only to social and cultural 

constructions of masculinities and femininities, but also to “differences between 

them in power” (p. 187). Gender is one perspective for seeing things in the world. 

In this section, I discuss why feminist researchers favor qualitative research and 

make the link between feminist research and qualitative research. Then, I discuss 

what my starting point is as a feminist qualitative researcher, what I will do in this 

study, and what my concerns are. 

Not only myself but also many feminist researchers believe that qualitative 

research is more suited to feminist research than quantitative research (Chase, 

2005; Hammersley, 1992; Henwood & Pidgeon, 1995; Sarantakos, 2005). Initially, 

feminist researchers used positivist methods. Numerous quantitative studies had 

been conducted to investigate the effects of women’s studies: increased egalitarian 

attitudes toward women, increased awareness of discrimination against women, 

greater activism and commitment to activism for women’s causes, and greater self-

confidence (Stake & Gerner, 1987; Stake & Hoffmann, 2001; Stake, Roades, Rose, 

Ellis, & West, 1994; Stake & Rose, 1994). As a reaction to more impersonal 

surveys and quantitative research, feminist researchers gradually distanced 
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themselves from positivism and worked towards developing qualitative research 

based on women’s personal narratives (Sarantakos, 2005). As Hammersley (1992) 

stated, citing Du Bois (1983), one major task of feminist research is “to explore the 

experience of women, this experience often being treated as valid in its own terms” 

(p. 188). Accordingly, feminist research focuses on women’s experiences as 

resources (Hammersley, 1992; Harding, 1987; Sarantakos, 2005) and treats 

women’s personal narratives as “essential primary documents for feminist 

research” (Personal Narratives Group, 1989, cited in Chase, 2005, p. 654). 

Qualitative researchers also focus on participants’ experiences as resources 

(Denzin & Lincoln, 2000; Maxwell, 2005; Merriam, 2009). Maxwell (2005) 

described five intellectual goals for qualitative research and asserted that one 

intellectual goal is to understand the meaning of the events, situations, experiences, 

and actions participants engage in. To make sense of these, qualitative researchers 

are interested in individuals’ lives and personal experiences as resources. Valuing 

participants’ experiences as resources is a common stance of qualitative researchers 

and feminist researchers. 

Qualitative researchers also assert the importance of using their own 

personal experience, values, and identities to construct the conceptual framework 

for their study (Denzin & Lincoln, 2000; Maxwell, 2005). They believe that the 

incorporation of researchers’ identity and experience in their research supports a 

theoretical and philosophical framework. This aspect of qualitative research has 

attracted feminist researchers. Ramazanoglu and Holland (2009) asserted that for 
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feminist researchers, research questions start them off and incorporate the 

researchers' own values, theory, ontology and epistemology. Thus, both qualitative 

researchers and feminist researchers value not only participants’ experiences but 

also their own experiences and incorporate their identity and personal experience in 

their research. 

Furthermore, like some qualitative researchers (de Fina, 2011; Hesse-Biber 

& Leavy, 2011), feminist researchers reject the goals of objectivity, detachment, 

and hierarchy in the research relationship (Chase, 2005; Hammersley, 1992; 

Henwood & Pidgeon, 1995; Lather, 1991; Reinharz, 1992; Sarantakos, 2005). 

Feminist researchers approach participants as subjects rather than as objects (Chase, 

2005; Hammersley, 1992; Henwood & Pidgeon, 1995; Lather, 1991). Consequently, 

feminist researchers create a reciprocal relationship between researcher and 

researched, not a hierarchical relationship between researcher and researched 

(Hammersley, 1992). The insider position and the reciprocal relationship help 

researchers gain access to research participants, conduct in-depth interviews, and 

have the insightful understanding of stories told by research participants (de Fina, 

2011; Hesse-Biber & Leavy, 2011). 

Feminist researchers also hope that participants take part in the analysis of 

data (Reinharz, 1992). Similarly, qualitative researchers advocate “interpretive and 

participatory action methods” (Tolman & Brydon-Miller, 2001, cited in Maxwell, 

2005, p. 84) in which participants review the transcripts and interpretations, 

negotiate meanings, and work collaboratively to generate knowledge. Both feminist 
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researchers and qualitative researchers believe that through the building of 

cooperative relationships with participants and the participants’ involvement in the 

analysis of data, researchers are able to more easily find what is meaningful to 

participants as well as what is really happening in specific contexts. Thus, there are 

many common points between feminist research and qualitative research. 

As a feminist qualitative researcher, I started with myself and have 

incorporated my identity, experience, and values in my study. I used my 

participants’ experiences and my own experiences as resources. I collected 

participants’ narratives based on their past and present experiences in their personal 

lives and teaching lives, how they constructed their feminist identities, how their 

feminist identities were applied to their teaching beliefs and practices, and how 

they interpreted them into a meaningful whole. I also focused on the researcher-

researched relationship. Building up rapport with participants is one qualitative 

technique but means more than a research method for feminist researchers. As for 

the relationship with participants, Bloom (1998) pointed out that many feminist 

researchers indicate “the assumptions of inherent closeness and identification 

between women,” (p. 151) such as “long-lasting friendships” (p. 151) and “sisterly 

solidarity” (p. 152). As a feminist researcher I sought to reduce the barriers 

between the researcher and the researched and build a sense of alliance with my 

participants while collecting the narrative data and writing the interpretive research 

findings. 
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Narrative Inquiry as a Methodological Tool 

To understand EFL teachers’ feminist identities, teaching beliefs, and 

teaching practices in Japan, I employed narrative inquiry as a methodological tool. 

Pajares (1992) has pointed out that to explore in-depth insights on teachers’ beliefs, 

qualitative research methods such as narrative, biography, or case studies are 

appropriate. Connelly and Clandinin (1987) also stated that narrative inquiry is a 

useful tool for the study of teaching. Taking these opinions into consideration, 

narrative inquiry is appropriate for my study. In this section, I throw light on the 

definition of narrative and the focus of narrative inquiry to explain why narrative 

inquiry is significant for my study. 

 

The Definition of Narrative 

Polkinghorne (1995) defined the term narrative as “a discourse form in 

which events and happenings are configured into a temporal unity by means of a 

plot” (p. 5). Although he referred to narrative as prosaic discourse and narrative as 

story, he values narrative as story, which he believes holds significant promise for 

qualitative researchers. He highlights plots that compose and configure events and 

segments into a story. Ricoeur (1980) also noted two dimensions of narrative: 

Every narrative combines two dimensions in various proportions, one 

chronological and the other nonchronological. The first may be called the 

episodic dimension, which characterizes the story as made out of events. 
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The second is the configurational dimension, according to which the plot 

construes significant wholes out of scattered events. (p. 178) 

Whereas storied narratives include chronological and episodic dimensions, non-

storied narratives are composed of segmental dimensions. Non-storied narratives 

include scattered events, brief segments, short phrases, and lexical items that make 

up a larger story, and even irrelevant responses to interview questions. Stories are 

often not shared in chronological sequences, rather they emerge out of 

nonchronological segments. These non-storied narratives, even irrelevant responses 

to interview questions, might help researchers understand insightful thoughts of 

participants. Non-storied narratives will be important in helping the researcher to 

construct a story from the scattered events and segments. 

As Bell (2002) importantly noted, narrative inquiry goes beyond simply 

telling stories to the examination of the underlying insights and assumptions in 

stories participants tell. Many narrative researchers have argued that narrative 

inquiry aims to interpret and restory participants’ stories (Casanave, 2005; Mishler, 

1986, 2006; Polkinghorne, 1995; Riessman, 2008). In order to interpret and restory 

participants’ stories, narrative inquirers focus on the dialogical nature of narrative 

inquiry—dialogue between researchers and their participants and dialogue between 

data and text. 

Several narrative researchers advocated that narratives are not solitarily 

individual productions, but joint production between participant and researcher 

(Chase, 2005; Connelly & Clandinin, 1990; Kumazawa, 2011; Mishler, 2006; 
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Pavlenko, 2002). Chase (2005) views narratives as “socially situated interactive 

performances” (p. 657) and “a joint production of narrator and listener” (p. 657). 

She explained that as narratives are produced in a particular setting, for a particular 

audience, and for a particular purpose, the participant’s story is flexible, variable, 

and shaped in part by interaction with the interviewer. In other words, narratives 

are produced through interaction between participant and researcher rather than 

transmitted from participant to researcher. Therefore, narrative inquirers concern 

empowering relationships—feelings of connectedness—between participants and 

researcher (Connelly & Clandinin, 1990). 

Narrative researchers highlight the dialogical nature between data and text 

as well as that between researcher and participant. The process of narrative inquiry 

is often described as a recursive, reflexive process among being in the field, 

composing field texts (data), drafting and sharing interim research texts and 

constructing research texts (Clandinin & Huber, 2010). Mishler (2006) explained 

the role that narrative researcher should engage in to construct research texts as 

follows: 

Narrative researchers rely, in the same way and to the same extent as the 

narrators we study, on the ending of a story to make sense of it. We go back 

and forth, between our understandings of the whole and its parts, engaging 

in a repetitive recycling of interpretive moves towards a deeper and more 

comprehensive understanding of a story and how it is put together. In this 
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process, we work toward an interpretation of how the sequence of events is 

connected together into a meaningful whole. (p. 47) 

Similarly, Casanave (2005) advocated the two levels of dialogue to construct final 

research texts: “At least two levels of story are involved. At one level, participants 

tell and retell stories over time to researchers; at another level, researchers construct 

a story of the participants’ stories for the final research text” (p. 21). For 

researchers, narrative is not only a tool to make sense of participants’ experience 

and express it to others but also a tool to have dialogues with participants and the 

data and interpret a deeper and more comprehensive understanding of a story.  

To understand participants’ stories more deeply and comprehensively and 

restory participants’ stories, narrative inquirers use non-narrative data such as 

fieldwork observations and other discourse forms such as chronicles, reports, 

arguments, and question and answer exchanges for analysis (Riessman, 2008). 

These non-narrative data help fill out and back up stories told by participants. A 

researcher’s notes and journals also help researchers compose interim research texts 

(Casanave, 2011). 

In the next section I describe the focuses of narrative inquiry and explain 

how the focuses are significant to explore teachers’ identities, teaching beliefs, and 

practices. 
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The Focuses of Narrative Inquiry 

Experience. 

Narrative inquiry emphasizes experiences. Ochs and Capps (1996) pointed 

out that narrative “is born out of experience and gives shape to experience” (p. 20). 

Chase (2005) mentioned that “narrative is retrospective meaning making—the 

shaping or ordering of past experience” (p. 655). She continued to note that 

narrative is a way of understanding one’s actions, of organizing events into a 

meaningful whole, and of connecting and seeing the consequences of actions and 

events over time and also expresses emotions, thoughts, and interpretations.  

Clandinin and Connelly (2000), who have been researching narrative in 

teacher education for many years, also noted that experience is a key term in 

educational studies: 

When one asks what it means to study education, the answer—in its most 

general sense—is to study experience. Following Dewey, the study of 

education is the study of life—for example, the study of epiphanies, rituals, 

routines, metaphors, and everyday actions. We learn about education from 

thinking about life, and we learn about life from thinking about education. 

This attention to experience and thinking about education as experience is 

part of what educators do in schools. (p. xxiv, italic in original) 

Agreeing with their view about experiences as narrative constituents, I focus on 

how my participants’ experiences construct their feminist identities, teaching 

beliefs, and teaching practices. 
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Sociality. 

Sociality as well as personal experience is an important issue in narratives. 

Connelly and Clandinin (2006) importantly noted that narrative inquirers are 

concerned with social conditions as well as personal conditions. According to them, 

social conditions mean “the existential conditions, the environment, surrounding 

factors and forces, people and otherwise, that form the individual’s context” 

(Connelly & Clandinin, 2006, p. 480). They argued that narrative inquiry includes 

both personal studies that focus on a person’s thoughts and feelings and social 

studies that focus on social conditions that might treat an individual as a hegemonic 

expression of social structure and social process. 

Riessman (2008) also focused on social contexts as well as past experiences 

in the meaning-making process: 

In a dynamic way then, narrative constitutes past experience at the same 

time as it provides ways for individuals to make sense of the past. And 

stories must always be considered in context, for storytelling occurs at a 

historical moment with its circulating discourses and power relations. (p. 8) 

I agree that it is important for narrative inquirers to connect personal experiences 

with social contexts in the meaning-making processes. The social constructivist 

view offers great potential to understand how social contexts including 

administration, policy, community, and society that teachers take part in influence 

their teacher identities, teaching beliefs, and teaching practices. 
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Political work. 

In addition to experience and sociality, I would like to highlight narrative as 

political work. Riessman (2008) asserted that “narratives do political work” (p. 8). 

She continued to discuss the social role of stories as an important aspect of 

narrative inquiry. She explained that stories foster a sense of belonging and 

mobilize others to action: 

[S]tories can mobilize others into action for progressive social change. 

Major resistance movements of the twentieth century (including civil rights, 

feminist, and gay and lesbian movements) were born as individuals sat 

together and told stories about small moments of discrimination. 

Commonalities in the stories created group belonging and set the stage for 

collective action. (p. 9) 

Narratives might therefore inspire the reader to engage with issues and actions. 

Stories told by the narrator might be shared by the others who are in the same 

community with the narrator. Narrative inquiry is the study of theory and action 

and has a possibility to inspire others to action for progressive change. 

 

The Significance of Narrative Inquiry in My Study 

Narrative as a research method has been found to be a tool for analyzing the 

identity, beliefs, knowledge, practice, and motivation of teachers in general 

education (Carter, 1993; Clandinin & Connelly, 1995, 2000; Clandinin, Pushor, & 

Orr, 2007) as well as of teachers in ESL/EFL education (Bell, 2002; Murray, 2009; 
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Pavlenko, 2002). Narrative inquiry allows me as a researcher to understand how the 

feminist EFL teachers in my study became feminists, what feminism meant to them, 

how their feminist identities influenced their teaching beliefs and practices, what 

teaching beliefs they held, and what and how they actually taught in the EFL 

classroom. Narrative inquiry lets me explore “complexity, specificity, and 

interconnectedness of the phenomenon” (Carter, 1993, p. 6) of the teachers’ 

narratives about their feminist identities, teaching beliefs, and teaching practices in 

Japanese EFL university classrooms. 

First, participants’ past experiences as a focus of narrative inquiry were 

significant for my study. I highlighted my participants’ experiences to explore how 

they became feminists and EFL teachers in Japan and how their past experiences 

formulate their teaching beliefs and practices. To investigate these questions, I 

collected their personal and biographic stories told and written by them. Their 

stories allowed me to understand commonalities and differences among the 

participants. The stories also allowed me to understand the diversity, multiplicity, 

and complexity of feminist teacher identities, teaching beliefs, and teaching 

practices. In addition, combined with classroom observations, narrative inquiry 

helped account for their teaching practices. Using narrative and non-narrative data, 

I tried to identify meaningful phenomena that were happening in the feminist 

teachers’ EFL classrooms. 

Second, a social context as a focus of narrative inquiry was significant for 

my study. My interests included how social contexts influenced participants' 
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feminist identities, teaching beliefs, and teaching practices. Social contexts 

including sociocultural contexts and social interactions can influence the formation 

of feminist identities, teaching beliefs, and teaching practices. The contexts 

included institutions and community that my participants participated in. The 

stories about social contexts that my participants told allowed me to understand 

contradiction and complexity between their ideals and reality in their teaching. 

Third, I was attracted by narrative inquiry as political work. Riessman 

(2008) stressed that stories told by participants mobilize readers to action. In a 

similar way, stories told by participants in my study might be shared by the readers 

who are in our teaching community—a community of EFL college teachers in 

Japan, and give the readers an opportunity to reflect on their own identities, 

teaching beliefs, and practices. They might encourage the readers to practice 

feminist teaching in their classrooms. For these reasons, narrative inquiry benefits 

my study. 

 

Researcher Positionality 

As I described in Chapter 1, I consider myself a feminist qualitative 

researcher and posit a subjective stance in this study. According to Atkinson and 

Sohn (2013), because the positionality of the researcher is directly implicated in 

knowledge production in qualitative research, qualitative researchers need to report 

their positionality statements. My role as a feminist qualitative researcher in this 

study was not only to assemble feminist EFL teachers’ narratives into a meaningful 



 104 

whole, but also to share their identities, beliefs, and practices with other ESL/EFL 

teachers, enlighten the community to feminist pedagogy and teaching, empower 

feminist EFL teacher-participants, and ultimately contribute toward change in 

university EFL education in Japan. 

In pursuing this researcher role, I employed subjective principles of research 

and avoided a traditional objectivist and positivist stance. Although much 

traditional social science research insists on the neutrality and unobtrusiveness of 

the researcher, several researchers have pointed out the illusion of researcher 

neutrality (de Fina & Perrino, 2011; Atkinson & Sohn, 2013). Qualitative 

researchers who support an insider status believe that researchers can take 

advantage of their insider status in gaining access to an interview and the insightful 

understanding of an interview (de Fina, 2011; Hesse-Biber & Leavy, 2011). As a 

feminist EFL teacher and researcher I am an insider in that I am familiar with my 

participants’ situations including teaching experiences in Japanese universities. 

Although I am in a tenured position in a university now, I have worked as a part-

time lecturer in several universities for ten years. I am aware of the huge gap 

between tenured EFL teachers and part-time EFL teachers under labor conditions. I 

also assume that we share certain feminist perspectives even though there are 

differences. Such commonalities “help the research move along more smoothly and 

allow for more in-depth analysis” (Park, 2009, p. 64). Okada (2009) and 

Kumazawa (2011) also noted that the status of insider enables researchers to better 
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understand the complexity and subtlety of the stories being told and to be a 

qualified interpreter of those stories. 

To conduct an in-depth interview and find insights of participants, I 

attempted to break down hierarchical relationships between the researcher and the 

researched and build rapport with my participants. I took up an engaged, interactive 

and dialogic stance and revealed myself in the interviews. Revealing myself might 

encourage and empower participants by reducing the distance between us. Engaged, 

interactive, and dialogic conversations allow for in-depth data collection and 

enhance the authenticity of the research. 

However, there are some disadvantages of being an insider when 

conducting qualitative research. Holmes (2008) noted that an insider can overlook 

distinctive phenomena that seem natural to an insider, but that are quite distinctive 

to their community. From my research experience, I often failed to ask the details 

of participants’ lives and discouraged them from revealing the more intimate details 

of their lives in interviews. Hesse-Biber and Leavy (2007) also argued that being 

too personal with research participants can provide a false illusion. This might 

make participants feel overrated, belittled, or more vulnerable. 

Therefore, self-reflective researchers’ perspectives, in which researchers 

look at their own values and attitudes in relation to the research process, are 

important. Bloom (1998) stated that it is important for a feminist researcher to be 

critically self-reflective, citing Harding (1991). She explained that 
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To be critically self-reflective is not mere self-indulgence on the part of the 

researcher. Rather, our reflections must be acknowledged as analytic data 

and offered as part of the overall epistemological project of interpreting 

women’s lives and experiences – particularly when that interpretation 

emerges, as it does, from an intersubjective relationship between women. 

Furthermore, as Harding (1991) warns, critical self-reflection must do more 

than make simple declarations of researcher identity or subject position. The 

real task for researchers in self-reflection is to take responsibility for our 

identities, particularly by learning how we are related in society to others. (p. 

149) 

Applying this to my researcher positionality, I must take responsibility for my 

identity and social locations. My position as a middle-class Japanese heterosexual 

female EFL educator who has tenure in a large private Japanese university, 

received women’s studies and TESOL education in a master’s course, and pursues 

a doctoral degree must be critically scrutinized. I must critically reflect on myself 

by learning how my position as a tenured professor differs from part-time teachers’ 

positions, how my feminist perspectives as a middle-class Japanese heterosexual 

woman are unlike my participants’ positions as working-class, underprivileged-

class, lesbian, or non-Japanese, and how the consequence of my academic 

background in which I learned women’s studies in an official way influences my 

feminist teaching beliefs and practices. In contrast, I need to attend to how the 

consequences of my participants’ absence of experiences learning about women’s 



 107 

or gender studies in an official way influence their teaching beliefs and practices. 

The critical self-reflection allows me to articulate my voice through the analysis 

and helps my professional development. I believe that my voice as well as the 

participants’ is an important resource of academic research because the personal 

and academic are inseparable. To explicitly express a researcher’s voice in the 

research means to employ a subjective, transparent stance with regard to research 

topics and procedures. 

 

Data Collection and Methods 

Participant Selection 

Regarding participant selection, I used purposeful sampling. According to 

Merriam (2009), “purposeful sampling is based on the assumption that the 

investigator wants to discover, understand, and gain insight and therefore must 

select a sample from which the most can be learned” (p. 77). Patton (2002) also 

argued that “the logic and power of purposeful sampling lies in selecting 

information-rich cases for study in depth. Information-rich cases are those from 

which one can learn a great deal about issues of central importance to the purpose 

of the inquiry, thus the term purposeful sampling” (p. 230, italics in original). 

Purposeful sampling allowed me to gain rich information from the participants and 

to discover, understand, and gain insights about feminist EFL teachers’ beliefs and 

classroom practices. 
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As a strategy of purposeful sampling, Maxwell (2005) stated that “particular 

settings, persons, or activities are selected deliberately in order to provide 

information that can’t be gotten as well from other choices” (p. 88). Selecting 

participants that can provide me with the information that I need to answer my 

research questions is most important. To begin purposeful sampling, I first 

determined selection criteria that were important in choosing the people or sites to 

be studied. To select the participants, I created a list of the attributes essential to my 

study: (a) persons who are self-identified feminists and (b) who have incorporated 

their feminist perspectives into their EFL university classrooms in Japan. Although 

feminist research often highlights women as the subjects of research, as 

Ramazanoglu and Holland (2009) have pointed out, feminist researchers should not 

take “women” as the only subjects of the research or assume that a feminist is 

simply a woman. Ramazanoglu and Holland asserted that “a politically sympathetic 

man” should be included in research (p. 8). I agreed with Ramazanoglu and 

Holland’s perspectives toward the subjects of the research. Therefore, I did not 

create “women” as a list of the attributes. 

I started by posting a message about recruiting participants for my doctoral 

dissertation in the mailing lists of academic circles in Japan such as GALE (Gender 

Awareness in Language Education SIG of the Japan Association of Language 

Teaching), WELL (Women Educators and Language Learners), and EPA (Engaged 

Pedagogy Association) in January and February, 2011. In the email message, I 

briefly explained about my doctoral dissertation and the criteria for participant 
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selection. Eight people were interested in being participants in my research. 

However when I explained about conducting journal exchanges, several interviews, 

and classroom observations, only four people (two American women, one British 

woman, and one American man) remained. There were no Japanese participants 

who contacted me. Therefore, I used my network to recruit Japanese participants 

who meet the criteria for the participants in my study. By March, 2011, I had found 

three Japanese, one Japan-born Korean, and one American. At the end of March, 

2011, I had nine participants (three American women, one American man, one 

British woman, three Japanese women, one Japan-born Korean woman) (Table 3 

showing basic data of the participants is presented later). I emailed pdf files of 

informed consent forms or snail-mailed the forms to each participant as soon as 

they agreed to become my participants in my study and asked them to return the 

forms. I received the consent form from each participant by the end of March, 2011. 

 

2011 Study to Pilot Methods 

 According to Murray (2009), a pilot study can be used to test and refine 

research methods and procedures for data collection and analysis. I conducted a 

study (findings described in the previous chapter) to pilot and evaluate the methods 

used in the dissertation study including interviews and classroom observations. In 

this section, I briefly describe the procedures of the study and discuss some 

concerns in the methods. 
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To conduct the study, I first wrote a research proposal (Appendix A) to 

conduct research in an ESL program in Hawaii in 2011. Data collection sources 

included: (a) audio-recorded interviews with each participant (Appendix B), (b) 

classroom observation of each teacher by me, (c) fieldnotes, (d) follow-up 

questions via email, and (e) instructional materials (e.g., course statements, 

assignments, textbooks, other materials, and syllabi). Before I started interviews, I 

followed these three principles: informed consent (Appendix C), confidentiality, 

and voluntary participation, in terms of the protection of basic human rights of the 

participants. After interviews and classroom observations, I roughly wrote the 

interview accounts including the date and time, a brief summary, and my 

impressions, and the classroom observation accounts including a summary, my 

responses, and my impressions. I transcribed interview data word for word without 

fillers, pauses, false starts, or non-verbal expressions. I did not transcribe classroom 

observation data because the observations were used as reference points for 

subsequent interviews. 

Through my 2011 study, I found some concerns in the methods to conduct 

interviews and classroom observations and analyze the data. As for interview 

techniques, in this study I was a very quiet listener while interviewing, though the 

ideal of interviews is often dialogic and conversational to elicit participants’ 

experiences and construct participants’ stories. The study taught me not to be a 

passive listener but to be an active listener by sharing my own experiences. By 

giving the participants some examples and telling my experiences, my participants 
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might better understand the interview questions, make connections, and make sense 

of their own experiences. I also realized that I needed to be more concerned about 

the location where I conducted interviews. I did one interview at the school 

cafeteria that was noisy at lunchtime. As a result, I had difficulty transcribing the 

recording because of noise. The place of the interview was thus carefully chosen 

for my dissertation study. 

As for classroom observation, I first explained my research and the purpose 

of classroom observation to the teachers when I entered the classroom. I received 

consent from the students for letting me observe the classroom and recording the 

class activities. I used the same voice recorder with classroom observations as with 

the interviews in this study. A video camera is more useful than a voice recorder to 

recall the class atmosphere, watch the scene that I wanted to see again, and describe 

the observation accounts more in detail. Also, in the 2011 study, I received course 

materials just before I started to observe participants’ classes and did not know 

ahead of time what they were doing in their classroom on that day. If I had received 

these materials before classroom observations, I could have had time to look at and 

analyze them in advance. Also, if I could have made time to talk with participants 

about what they were doing in their classrooms on that day before the observation, 

I would have been able to conduct in-depth classroom observations. These issues 

on classroom observations were considered in the dissertation study. 

As for data analysis, I transcribed data recorded in English and Japanese by 

myself in the 2011 study. I learned that checking a portion of my data recorded and 



 112 

transcribed in English with a native English speaker was necessary in my 

dissertation study. I learned as well that the data translated from Japanese to 

English needed to be checked by a bilingual native English speaker in my 

dissertation study. 

 

Contextualizing the Study 

Historical background and sociocultural contexts in Japan. 

Women in Japan were given the suffrage in 1946. Other postwar reforms 

opened education institutions to women and required that women receive equal pay 

for equal work. In 1986, the Equal Employment Opportunity Law was enforced. 

Although few barriers to women’s equal participation in the life of society remain 

legally, Japanese society still upholds traditional gender roles. According to the 

Global Gender Gap Report (2012)1, Japan ranks 101 out of 135 countries on the 

gender gap index scale. Although Japan ranks top in terms of women’s literacy rate 

and life expectancy, it ranks very low on other measures; 78 on women’s labor 

force participation, 106 on female senior officials and managers, and 102 on 

women’s participation rate in parliament. 

In education, clearly, more women have entered universities over time. 

According to “Basic School Data (Gakko Kihon Chosa)” by MEXT (2008), more 

women have enrolled in universities and the percentage of female students who go 

to four-year universities was 45.2% in 2011, while the percentage of male students 

                                                
1 See http://www3.weforum.org/docs/WEF_GenderGap_Report_2012.pdf. 
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was 56.4%.2 In higher education, female students are found in departments of 

literature, education, nursing, nutritional science, and health and welfare, whereas 

more male students belong to the departments of sciences, technology, law, 

economics, finance and other social sciences (Inoue, 2009). Although more women 

go to four-year universities and enter fields that used to be male-dominant, there is 

still a gender gap in higher education in Japan. 

As for female EFL teachers’ situations in Japanese universities, whether the 

teachers are Japanese speaking teachers or English speaking teachers, the number 

of female full-time teachers is much smaller than that of male full-time teachers. 

Although there are no data specifically about EFL university teachers, there are 

data about the gender gap among university full-time teachers and part-time 

teachers. According to “School Teachers’ Data (Gakko Kyoin Tokei)” conducted by 

MEXT (2009), whereas the percentage of male full-time university teachers was 

82%, the percentage of female full-time university teachers was 18%. Likewise, the 

percentage of male part-time university teachers was 74% and the percentage of 

female part-time university teachers was 26%. The percentage of foreign part-time 

teachers in Japanese universities was only 7% (male: 64%, female: 36%). Although 

there were no data about foreign full-time university teachers, it was assumed that 

there was a very small percentage of foreign full-time teachers in Japanese 

universities. These data show that Japanese universities are male-dominant. A glass 

ceiling remains in the careers of high achieving women academics in Japan. 

                                                
2 See http://www.worldtimes.co.jp/wtop/education/data/dt110829.html. (Heisei 23-
nendoban Danjo Kyodosankaku Hakusho) 
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EFL contexts in Japanese universities. 

For many years, English at the university level has been regarded as a 

subject to expand the minds of Japanese university students, which leads to 

personal growth (Eto, 2006; Hatta, 2003; Kuno, 2007). Therefore, no matter what 

their majors are, university students are required to study English as a liberal arts 

subject. In the name of expanding students’ minds, some university language 

educators have taught English by using texts of American and English literature, 

mainly through intensive reading and grammar translation methods (Kuno, 2007). 

It is believed that reading literary texts deeply and understanding the background of 

the literary work enriches students’ minds. This kind of English is often called 

Cultural English (Kyoyo Eigo). On the other hand, the lack of English speaking 

and listening skills among Japanese university students has been an issue for a long 

time. Practical English (Jitsuyo Eigo) that highlights communication with others in 

English and focuses on listening and speaking ability has been discussed since the 

1970s (Hiraizumi & Watanabe, 1975). Although the debate over whether EFL 

university educators should teach Cultural English or Practical English was heated 

in the 1970s, it has remained unresolved. 

However, in the 1990s, the Ministry of Education (now, the Ministry of 

Education, Culture, Sports, Science and Technology, or MEXT) required high 

schools to introduce English oral communication classes (Kuno, 2007). With this as 

a start, several universities in Japan began offering courses focused on speaking 
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and listening and started to hire more native English speaking teachers at the 

university level in the 1990s. In 2001, MEXT reported that university English 

education still remained heavily focused on reading and did not promote listening 

and speaking ability (Kuno, 2007). The 2001 report accelerated the shift from 

Cultural English to Practical English in Japanese university English education. 

Simultaneously, the TOEIC boom started in the mid-1990s. Many 

companies started to insist that their employees take the TOEIC test and required a 

certain minimum score in order to prepare for globalization in business. More and 

more companies recognized the need for prospective employees to have a high 

TOEIC score as a means to evaluate how effectively they might be able to use 

English at work. As a result, many Japanese universities have introduced TOEIC 

courses to improve students’ career opportunities after graduation. 

However, curriculums in Japanese universities are still diverse and often 

depend on teachers. Although some universities have introduced a specific course 

purpose, a unified syllabus, and an assigned textbook in EFL courses, other 

universities provide a very rough course purpose and give each EFL teacher the 

freedom to make her/his own syllabus, choose a textbook, and use any kinds of 

materials. In Japanese universities, administrators such as department heads, key 

faculty, and presidents make the curriculum reform and decide class settings, 

course contents, and purposes. Whether a syllabus and a textbook are each 

teacher’s choice or a university requirement depends on key faculty’s decision. 
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Participants and participants’ sites. 

There were nine participants in my main study: Akiko, Fumiko, Jennifer, 

Kathy, Linda, Mika, Sarah, Tom, and Yu Ri (all pseudonyms). When I contacted 

them between January and March 2011, I got an official consent form (Appendix 

D) signed by each of them. The consent form included the purpose of the study, 

procedures, time commitment, risks and benefits, confidentiality and voluntary 

participation. 

The nine participants were in their late 40s to early 60s and have roughly 

six-27 years of teaching experience at the university level in Japan when the data 

collection started. They have taught English as a foreign language in Japanese 

universities. Linda, Tom, Sarah, and Fumiko also have experienced teaching the 

seminar because they are full-time teachers and professors in their universities. A 

description of the teachers is provided in Table 1. 

 

Table 1. Basic Data of the Participants 
Feature Akiko Fumiko Jennifer Kathy Linda 
Sex Female Female Female Female Female 
Degree MA in 

English 
Literature 

MA in TEFL MATESOL MEd in 
TESOL 

PhD in 
Linguistics 

Nationality Japan Japan U.S.A U.K.  U.S.A 
Age 50s 40s 40s 50s 50s 
Position Part-time 

lecturer 
Associate 
Professor 

Part-time 
lecturer 

Part-time 
lecturer 

Associate 
Professor 

Teaching 
experience 
(Years) 

22 years 9 years 12 years 11years 27 years 

Table 1 (continues) 
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Basic Data of the Participants (continued) 
Feature Mika Sarah Tom Yu Ri 
Sex Female Female Male Female 
Degree MA in 

Education 
MSTESOL 
and MBA 

MATESOL MEd in TESOL 

Nationality Japan  U.S.A U.S.A Korea  
Age 50s 50s 30s 60s 
Position Part-time 

lecturer 
Full-time 
lecturer 

Full-time 
lecturer 

Part-time 
lecturer 

Teaching 
experience 
(Years) 

18 years 13 years 8 years 6 years 

  

Akiko, Jennifer, Kathy, Mika, and YuRi were part-timer lecturers. Like 

many part-time EFL university teachers, who generally teach ten to 15 classes per 

week, my participants taught ten to 15 classes per week except Yu Ri. Yu Ri was a 

professional interpreter and translator of a company, so she taught four classes per 

week at different universities. All the participants in my study commuted daily by 

train to universities, with one to two hours spent in commuting in Japan. 

The participants worked in three different areas in Japan, Kanto, Kinki, and 

Chubu. Table 2 includes general location, area type, school type, class size, major, 

and Gakka hensachi. Hensachi means the deviation value of a university that 

indicates the university’s relative academic level, ranging from 25 to 75. In Japan, 

where the hierarchy of universities strongly influences students’ future life paths, 

universities at the higher hensachi level are considered prestigious and universities 

at the lower hensachi level are ranked lower. Gakka hensachi (the deviation value 

of the department) is from the class I observed. Classrooms as research sites were 

chosen by my participants. While Linda, Sarah, and Tom chose classrooms where 

they taught as a full-time or tenured teacher, Fumiko chose the classroom where 
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she taught as a part-timer lecturer. The part-time teachers including Akiko, Jennifer, 

Kathy, Mika, and Yu Ri chose the classrooms that they preferred. 

Table 2. The Research Sites of the Participants 
Feature Akiko Fumiko Jennifer Kathy Linda 
General  
Location 

Kanto 
 

Kanto Kanto Kanto Kanto 

Area type Urban Urban Suburban Urban Urban 

School 
type 

Private Private Public Private  Public 

Class size 
 

35-40 30-35 10-15 20-25 20-25 

Major Business Management English English English 
Gakka 
Hensachi 

53 55 57 62 65 

 

The Research Sites of the Participants (continued) 
Feature Mika Sarah Tom Yu Ri 
General 
location 

Kanto Chubu Kinki Kanto 

Area type Urban Urban Urban Urban 
School type Private Public Private Private 
Class size 25-30 20-25 25-30 35-40 
Major Sociology International 

cultural 
studies 

Economics Business 

Gakka 
Hensachi 

44 63 64 53 

  

Data Collection 

 Open-ended background survey. 

After I received the informed consent from each participant, I sent an open-

ended background survey out by email and gave enough time (approximately four 

weeks) for them to fill it in and return it to me. The survey included fill-in items 

and open-response items (Appendix E). Fill-in items were used to collect 

participants’ biodata such as name, sex, age, nationality, address, email address, 
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educational history (university, degree, major), professional history (number of 

years teaching, position, institution), and teaching situation (types of classes taught, 

contents of classes taught). Open-response items were used to explore what my 

participants were thinking about in the areas of feminism, teaching beliefs as a 

feminist, and classroom practices. I explored their responses further in interviews. 

As I received the electronic version of the open-ended survey, I printed out the 

responses and stored them in each participant’s paper folder. I saved all the 

electronic versions of open-ended survey on a USB drive. All of the data have been 

kept in locked cabinets in my home in Tokyo. 

My first efforts at writing open-ended questions needed quite a bit of time 

and revision. Brown (2009) suggested that researchers should avoid overly long 

questions, double-barreled questions, negative form questions, leading questions, 

prestige questions, embarrassing and biased questions, and irrelevant questions. He 

also suggested that researchers pilot their questionnaire and get feedback from 

other researchers, colleagues, and potential respondents. To make open-ended 

questions, I first chatted with other researcher-friends and colleagues and looked at 

open-ended questionnaires that other researchers had written. I showed the open-

ended survey to my advisor, received feedback from her, and revised it. Then I 

piloted the survey with a few of my researcher-friends and made sure that they 

understood each open-ended question. One researcher-friend suggested a change of 

format so that respondents could write (type) biodata items easily in the blanks. I 

revised it again and created the final version. 
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 Exchanges of email communication. 

To better communicate with participants and to better understand them, I 

exchanged email journals with participants from April 2011 to February 2012 while 

I was on sabbatical in Hawaii. As I received email exchanges, I printed them out 

and stored them in each participant’s paper folder. I also saved all the email 

exchanges on a USB. Like the open-ended survey, the data have been kept in the 

same locked cabinets in my home in Tokyo. 

In email exchanges, I asked the same questions to all the participants about 

their thoughts and experiences about feminist pedagogy, feminist teaching and 

classroom practices (Appendix F). I also asked questions about the open-ended 

survey and their responses. Although I attempted to exchange emails at least once a 

month, some of the participants returned responses less frequently. I hoped that I 

would get more information about their thoughts and experiences about feminist 

pedagogy, feminist teaching and classroom practices; however, email 

communication was relatively unsuccessful. 

However, by conducting in-depth interviews and observing classroom 

practices from March 2012 to August 2013, I was able to get information about 

their thoughts and experiences about feminist teaching. Although email 

communication data was less central, it helped me confirm each participant’s story 

and teaching practice. 
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Participant interviews. 

 I conducted person-to-person interviews and skype interviews with each 

participant and did classroom observations during the period from March, 2012 to 

August, 2013 (Appendix I). I recorded all the interview data by a voice recorder 

(Sanyo MP3: ICR-S340RM). Each interview was between 30 and 150 minutes. 

Although some interviews were taped around 30 or 40 minutes, I sometimes had 

conversation with each participant for a few hours with coffee and meals. The 

follow-up interviews were conducted by interviews, emails, and skypes. I saved all 

of the recorded interview data on a USB drive. The transcribed interview data were 

printed out and stored in each participant’s paper folder. All of the data have been 

secured in the same cabinets with other data in my home in Tokyo. 

In my research, interviews were valuable to look at my participants’ 

insights of their experiences, identities, beliefs, and practices. To facilitate my 

participants’ telling their stories or relating their experiences with regard to a 

specific event, I conducted semi-structured interviews with a list of questions or 

issues to be explored (Appendix G). In addition I asked additional and prompt 

questions. Before the interviews, I emailed all participants a list of questions to help 

them prepare some responses because I learned from my pilot study that giving a 

list of questions to participants benefited interviewing. 

 To elicit participants’ stories and experiences, I needed to conduct in-depth 

interviews. Hesse-Biber and Leavy (2011) suggested that researchers should build 

rapport with participants and actively listen to the stories and experiences they tell 
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with a minimum of intervention. To build rapport, I wanted my participants to feel 

safe, comfortable, and valued. Therefore, I started to engage in casual conversation 

before beginning the interview by sharing some personal topics and talking about 

our mutual topics. I also used eye contact and appropriate gesturing such as 

nodding for building rapport. To be an active listener, I used probes to show my 

participants that I was listening, understood, was empathetic, and wanted them to 

continue. 

In addition, Chase (2005) suggested that questions should be phrased in 

everyday rather than sociological (i.e., specialized) language. She stressed that 

interviewers need to invite stories rather than reports during interviews and elicit 

participants’ experiences, thoughts, and feelings to gather data thick enough to shed 

light on research questions. Therefore, I avoided using technical and scientific 

language and asked questions with everyday language. To introduce questions, I 

shared my opinions about feminism and feminist pedagogy and teaching beliefs 

and practices at the university level in Japan if necessary. By offering these 

introductory comments, the questions would be less abstract. 

Regarding of the sequence of interviewing, I used the three-interview series 

suggested by Seidman (2006). Seidman indicated that the three-interview series 

does not necessarily restrict researchers to three interviews. Instead of stressing the 

number, length, and spacing of interviews, he focused on the structure. He 

borrowed the idea of the three-interview series from Schuman (1982) and explained 

that the first interview focuses on participants’ life history, the second interview 
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concentrates on the participants’ present lived experience, and the third interview 

asks them to reflect on the meaning of their experience. 

However, in my study, as many of my participants took a lot of time for the 

first interview, I asked their life stories and the details of the participants’ present 

work and experiences as a feminist language teacher (Appendix G). In the second 

interview, I focused on reflection on meaning by referring to what the participants 

had said in the previous interviews and asked questions that came up in my mind 

during the period between the first interview and the second interview (Appendix 

G). In the third interview, I asked follow-up questions and reflections as research 

participants in my study (Appendix G). Although I made what seems to be less 

flexible and less conversational questions, the real interviews were more flexible, 

open, and conversational. I made these questions as a guide for me and for my 

participants to think about the questions and reflect on their feminist identities, 

teaching beliefs, and teaching practices with their personal histories and 

experiences. 

 

 Classroom observations. 

 Another purpose of my research is to explore feminist EFL teachers’ 

teaching practices involving the use of gender issues and the participants’ teaching 

according to feminist principles. Therefore, to observe how these feminist EFL 

teachers actually teach gender related issues in their language classrooms is 

important in my research. Maxwell (2005) stated that although interviewing is an 
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efficient way to understand participants’ perspectives, observations enable 

researchers to understand their actual views that they directly stated in interviews. 

Merriam (2009) also pointed out that observations as a primary source of data in 

qualitative research are as important as interviews. However, she explained that 

there are differences between interviews and observations. First, “observations take 

place in the setting where the phenomenon of interest naturally occurs” and second, 

“observational data represent a firsthand encounter with the phenomenon of 

interest” (Merriam, 2009, p. 117). Thus, observations enable me to learn about 

participants’ perspectives and behavior and the context in which this occurs. 

In my research, observations took place in the EFL college classrooms 

where my participants taught. Observations were used in conjunction with 

interviewing, course materials, and their written artifacts to substantiate the 

findings. Also observations were used as reference points for subsequent interviews. 

I observed three classrooms in which three of my participants (Kathy, Sarah, and 

Yu Ri) used gender issues or gender related issues during the period of April, 2012 

to December, 2012. I also observed three classrooms in which three other 

participants (Akiko, Linda, and Mika) taught English with non-gender-related 

topics during the same period. Before observation, I briefly explained my research 

and the purpose of the classroom observation and received students’ consent. 

During observations, I used a video camera (Canon HD Video Camera: iVIS 

HFR31) and a voice recorder (Sanyo MP3: ICR-S340RM) and wrote fieldnotes. I 
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saved each classroom observation on a USB drive and DVD, which have been kept 

in locked cabinets in my home in Tokyo with other data. 

Before or after observations, I had some small talk with a few of the 

participants to find why they used certain topics, how they taught them with course 

materials, and how they felt about their teaching practices and students’ reactions. 

However, as some of them had classes before and after the observed class, I was 

not able to have a small talk with all of them. 

As I learned from my experience in my pilot study, I wrote observation 

accounts after I came home, based on the fieldnotes, instead of transcribing their 

classes word for word. In the observation accounts, I focused on the process of the 

lesson, how my participants instructed the class with gender-related topics or non-

gender-related topics, and how they interacted with their students. Although I 

observed students' reactions, I did not analyze these as part of this project. 

Two participants (Jennifer and Fumiko) preferred writing teaching journals 

on teaching about gender issues. They also provided me with materials that they 

used in their classrooms, and explained how they taught more precisely in 

interviews. In the interview, I asked them about students’ reactions to their teaching. 

I wrote observation accounts after I interviewed them, supplemented by their 

teaching journals, materials, and interview data. When I wrote their teaching 

accounts, I focused on the process of the lesson and how my participants said they 

taught about gender-related topics. 



 126 

One participant (Tom) allowed me to watch the lesson that he videotaped in 

2011. He sent the DVD to me in 2012 and I watched his lesson several times. I 

carefully looked at how he incorporated gender issues into the lesson of “identity 

issues.” He also provided me with his teaching materials on “identity issues.” 

Based on the DVD and materials, I wrote an account of his teaching. 

 

 Course materials. 

 I collected teaching materials and handouts distributed in my participants’ 

classrooms. I also bought the course textbooks while they used them. Two 

participants (Akiko, Yu Ri) provided me the course descriptions and syllabi that 

their universities created. Although I did not get the course descriptions and syllabi 

from all of my participants, teaching materials, handouts, textbooks helped me 

describe their teaching practices in a focused way and understand what was going 

on in their classrooms. 

 

Participants’ written artifacts. 

 As a few of my participants have written articles, essays, and books, I 

collected them and stored them in each participant’s folder. They included their 

autobiography, feminist perspectives, and interests in TESOL. Participants’ written 

artifacts as supplementary sources helped me better understand how they became a 

feminist, what teaching beliefs they held, and what interests they had in the TESOL 

field or English language teaching. 
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 Research journals. 

Like many qualitative researchers, Casanave (2011) pointed out the 

important roles of journals for research purposes. She explained that journals help 

researchers not only to write about their ideas, questions, problems, and decisions 

on a research project but also to deal with ongoing anxieties, emotions, and 

frustrations. She concluded that dissertation journals can function as research tools 

and personal supports. 

I have kept three kinds of journals for research purposes: research journals, 

personal journals, and fieldnote journals. I started to keep research journals in the 

fall of 2005 in which I wrote my evolving ideas, questions, methods, and decisions 

about the dissertation project in English and Japanese. It included mapping, listing, 

and notes. It showed that after many twists and turns, I finally found the research 

topic and that it took five years to find a suitable dissertation topic. I also started to 

keep personal journals in April, 2011 that contained my feminist thoughts, teaching 

beliefs and practices, philosophical responses to articles that I read for this project, 

and all my emotions such as happiness and frustration regarding this research in 

English and Japanese. I also kept fieldnote journals for interviews and observations. 

In the fieldnote journals, I wrote not only notes about interviews and observations 

in classrooms but also my impressions about my participants and their teaching 

practices and what I learned from them. I mainly wrote in English in these journals 
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but I used Japanese when Japanese was more convenient and comfortable than 

English. I was switching languages whenever I felt like doing it. 

 

Data Analysis 

Transcription 

 There are several styles of transcription including transcribing words only, 

transcription with some features of speech such as changes in pitch, stress, volume, 

and rate, and nonlinguistic features of speech such as pauses, gestures, facial 

expressions, and body movements (Mishler, 1986), sentence-like prosodic 

transcription in stanza form (Gee, 2005; also see Bradley, 2011; Kusaka, 2014), 

and poetic transcription (Richardson, 2002; also see Bradley, 2011). Given that 

data analysis is “the process used to answer your research question(s)” (Merriam, 

2009, p. 176, italics in original), researchers must make a decision about what 

transcription system they use to examine interview data in their studies. 

I chose to transcribe words by words fully in all the interviews. I did not 

transcribe other features of speech such as pitch, volume, fillers, pauses, false starts, 

and non-verbal expressions. Because I wanted to find thematic elements from my 

participants’ narratives, there was no need to transcribe all the paralinguistic and 

non-linguistic features of speech. Before I transcribed the initial interview data, I 

listened to the tapes several times. I revised transcripts as needed, based on 

relistening to the tapes, and ensured the accurate transcription for my own analytic 

purposes. I also asked a native English speaker to listen to portions of the tapes and 
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check my understanding when I had problems understanding the recordings. 

Roberts (1997) discussed an issue of transcription: managing the tension 

between accuracy, readability, and political issues of representation. While I was 

transcribing the interview data, the question of how accurately I should transcribe 

the data came up. Roberts (1997) stated that “we are transcribing people when we 

transcribe talk” (p. 170) and suggested that researchers should use standard 

orthography even if the speaker used nonstandard languages. I as a transcriber and 

a researcher was aware that transcription that is overly detailed in the quest for 

accuracy might degrade participants as social and moral beings and cause 

unreadability, as sometimes happens in traditional conversation analysis. Therefore, 

although I first made a version that included false starts, fillers, and hesitant 

language, I created a second version in which most false starts, conversational 

fillers, and simple grammatical mistakes were eliminated. 

 

Translation 

In this study, four participants were Japanese language speakers and I 

conducted an open-ended survey and exchanged journals in Japanese. I interviewed 

these participants in Japanese as well. My concerns about translation were how 

competent I was and how I was able to translate what my participants meant 

precisely. Even though I am a doctoral student in an English-medium institution, I 

am not competent to use English like a native English speaker and I have not 

formally studied translation. I make grammatical mistakes and choose wrong words. 
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To deal with this issue, I asked a native English speaker who understood Japanese 

to check my translation. I was also concerned about how I could translate what my 

participants meant precisely. Even though some interviews were conducted in 

Japanese, I might have misunderstood or overinterpreted what they said. To avoid 

this problem, I also asked each participant to check my transcription and translation 

of the quoted interview data because they were competent at checking my 

translation. 

However, misunderstanding and overinterpretation can also happen to the 

interpretation of narratives produced by native English speaking participants. 

Therefore, to deal with the issue, I shared my drafts with my participants for 

member-checking and was open to their comments. 

 

Process and Analysis 

Thematic analysis. 

Thematic analysis is a well-known form of analysis in qualitative research. 

Creswell (2007) noted that the researcher focuses on a few key issues and looks for 

common themes (patterns) that transcend the cases, not for generalizing beyond the 

case, but for understanding the complexity of the case. I used thematic analysis 

because I was interested in commonalities and differences (patterns) among 

participants in an overview of feminist teachers’ identities, teaching beliefs, and 

teaching practices. 
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To find thematic elements (categories) across the cases, I followed 

Riessman’s (2008) thematic analysis: familiarization with data, identifying 

common thematic elements, reviewing themes, defining and naming themes, and 

producing the final report. She emphasized that in thematic narrative analysis the 

researcher should preserve “the sequences, rather than thematic coding segments” 

(Riessman, 2008, p. 74). She stressed the importance of sequence and detail for 

interpretive purposes. Although there are multiple approaches to analyze narratives 

including coding-categorizing methods (Holstein & Gubrium, 2012), Gergen 

(2003) warned that an “analytic method of deconstructing stories into coded piles” 

could undermine “the aims of the research” (p. 272). To think narratively about 

experience, I used Riessman’s wholistic thematic analysis for my study. 

In order to find thematic elements of feminist identities, I read the 

transcribed data over and over again, kept track of salient themes and categories to 

match my research questions, and revised concepts by multiple reviews of the data. 

To find categories to match my research questions of how my participants became 

feminist, what feminism means to them, and how they became feminist EFL 

teachers in Japan, I first made three categories: feminist identity formation, the 

meanings of feminism, and development of feminist teacher identity. I underlined 

lines, phrases, and words in the transcripts and put tags in the place that were linked 

to these three categories. Then, I looked at and read each category and found key 

words in each category as commonalities among my participants. In the category of 

feminist identity formation, I found three themes: sociocultural contexts, feminist 
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discourses, and interaction with feminists. In the category of the meanings of 

feminism, I found two themes: gender equality and social justice for women and 

other oppressed groups. As for development of feminist teacher identity, I found 

more complexity of feminist EFL teacher identity among my participants. I 

therefore revised concepts from poststructural feminist views of identity and found 

two themes of complex feminist teacher identities: coherence and contradictions of 

feminist teacher identity and the mutability of feminist teacher identity over time. 

As for feminist teaching beliefs and teaching practices, I first mapped them 

out from key words of feminist pedagogy in my literature review such as 

voice/voices, empowerment, safety, consciousness-raising, social change, 

community, and power. I underlined lines, phrases, and words in the transcripts and 

put tags in the place that were linked to these key words. While I was doing this, I 

found that teaching about gender issues was highlighted in EFL classes by my 

participants while it was assumed in women’s studies courses. Therefore, I revised 

concepts and made two categories: teaching gender issues in EFL classes and 

teaching according to feminist principles. In the category “teaching gender issues in 

EFL classes,” I found themes by multiple reviews of the data: using gender topics, 

incorporating gender issues into the lessons, and impromptu feminist teaching. In 

the category “teaching according to feminist principles,” I looked for themes from 

literature reviews of feminist pedagogy: equal attention to female students, valuing 

voice/voices, building a safe environment, empowering students, and confronting 

teacher authority. 



 133 

As for my participants’ teaching practices, I looked for categories based on 

classroom observations, teaching journals, and the DVD of one teacher's class. I 

found three main categories based on their teaching practices: teaching about 

gender-related topics, incorporating gender issues in the lesson, and teaching about 

non-gender-related topics. 

 

Memo-ing. 

As Hesse-Biber and Leavy (2011) suggested, memo-ing and finding 

negative cases are important processes for analyzing and interpreting interview data. 

Through personal communication with sociologist David Karp, they stressed the 

importance of memo-ing. Memo-ing is writing down researchers’ ideas about how 

the data do or do not fit together; memos generally run to two or three pages 

(Hesse-Biber & Leavy, 2011). By following their suggestion, based on my “idea” 

or “concept” notes, I wrote memos (5-7 pages) for each of the first interviews in 

terms of identity, teaching beliefs, and teaching practices. I integrated information 

from email exchanges, open-ended survey, fieldnotes and my other research 

journals into each participant memo. After I had second and third interviews, I 

added memos and created each participant’s interview accounts. Simultaneously, I 

noted negative cases that did not seem to fit together or that were unexpected. 

I also wrote memos (3-4 pages) about my participants’ classroom practices, 

based on classroom observations, teaching journals, the DVD, and interview data. 

When I was allowed to observe the classroom, as I did in the 2011 study, I briefly 
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wrote observation accounts (1-2 pages) in English with the data such as fieldnotes, 

instructional materials, and the interviews before and after the classroom as soon as 

I came back home. Later, I looked over the videotapes several times and wrote 

memos. As for the DVD that Tom videotaped his classroom in 2011, I watched the 

DVD several times, took notes, and wrote a memo with the data such as 

instructional materials and notes. As for teaching journals, I read the journals 

several times, took notes, and wrote memos. Later, I asked the teachers about 

classroom practices in detail in interviews. Interview data filled in a gap in their 

classroom observations and teaching journals. 

 

Methodological Concerns 

 Firestone (1987) asserted that the qualitative and quantitative paradigms 

should employ different rhetoric to describe trustworthiness. Not only Firestone but 

also many qualitative researchers argue for new vocabulary on validity and 

reliability (Lazaraton, 2003; Lincoln & Guba, 1985; Mishler, 1986; Seidman, 2006). 

Lincoln and Guba (1985) substituted the notion of trustworthiness for validity and 

discussed the concepts of credibility, transferability, dependability, and 

confirmability as the evaluative criteria for qualitative research. Agreeing with 

qualitative researchers (e.g., Davis, 1992; Denzin, 1994; Lazaraton, 2003), a 

quantitative researcher, Brown (2005, 2009), also argued that reliability, validity, 

replicability, and generalizability do not fit qualitative research and that credibility, 

dependability, confirmability, and transferability should be used as the evaluative 
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criteria for qualitative research, as laid out by Lincoln and Guba (1985, although 

not cited by Brown). Below, I discuss credibility, transferability, dependability, and 

confirmability in relation to the methods that frame my research. I then discuss 

ethical issues in qualitative research such as privacy, confidentiality, consent, and 

trustworthiness. 

 

Credibility 

Lincoln and Guba (1985) argued that ensuring credibility is one of the most 

important factors in establishing trustworthiness. Credibility deals with the question 

of how research findings match reality (Merriam, 2009). Although qualitative 

researchers concur that researchers can never capture an objective “truth” or 

“reality,” they could be closer to reality if they employ appropriate strategies for 

dealing with validity (Maxwell, 2005; Merriam, 2009). To enhance credibility in 

qualitative research, Merriam (2009) summarized five strategies: triangulation, 

member checks, adequate engagement, researchers’ reflexivity, and peer 

examination. 

In this study, I used multiple sources such as an open-ended survey, 

exchange journals, interviews, classroom observations, course materials, and 

participants’ written artifacts. I had three to five interviews with each participant 

and follow-up interviews by emailing and skyping. I also observed classes where 

my participants used gender related issues and non-gender-related issues and 

collected teaching journals. I also asked my participants to do member-checking. 
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Five out of the nine participants member-checked the accounts that I wrote and four 

had no responses. To critically reflect on my perspective, biases, and assumptions 

toward the study, I wrote research journals. 

 

Transferability 

Merriam (2009) stated that transferability “is concerned with the extent to 

which the findings of one study can be applied to other situations” (p. 223). Lincoln 

and Guba (1985) suggested that it is researcher’s responsibility to provide the 

reader “sufficient descriptive data” to make a transfer (p. 298). Some aspects of one 

study might transfer to different situations, which, along with theoretical 

generalizations, allow for a kind of generalization in qualitative research. In order 

to enhance transferability, researchers provide detailed descriptions (Brown, 2005; 

Davis, 1995; Lincoln & Guba, 1985; Merriam, 2009). Davis (1995) noted that to 

achieve detailed descriptions, an emic perspective should be considered “that 

includes the actor’s interpretations and other social and/or cultural information” (p. 

434). Therefore, I explored my participants’ feminist identities, teaching beliefs, 

and teaching practices by considering their sociocultural contexts. I hope that my 

detailed descriptions would help readers reflect on their own teacher identities, 

teaching beliefs, and teaching practices. 

 

Dependability 
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Lincoln and Guba (1985) stressed the close relationship between credibility 

and dependability and conceptualized reliability in qualitative research as 

dependability or consistency. As for dependability, the important questions are 

whether the results are consistent with the data collected and whether the results are 

trustworthy (Merriam, 2009). To enhance dependability, qualitative researchers 

have proposed triangulation (Lincoln & Guba, 1985; Merriam, 2009). To achieve 

overlapping methods in my study, I used multiple data gathering procedures such 

as interviews, observations, and questionnaires. 

 

Confirmability 

More than some other qualitative research scholars, Patton (2002) is 

concerned with objectivity in qualitative research. The concept of confirmability is 

the qualitative researchers’ response to the concern about objectivity (Guba, 1981; 

Shenton, 2004). Borrowing the idea from Miles and Huberman (1994), Shenton 

(2004) noted that although the role of triangulation in ensuring confirmability must 

be emphasized, “a key criterion for confirmability is the extent to which the 

researcher admits his or her own predispositions” (p. 72). 

However, feminist qualitative researchers reject conventional standards of 

objectivity and neutrality (Eichler, 1997; Hammersley, 1992; Hesse-Biber & Leavy, 

2007; Olesen, 2005; Reinharz, 1992). Like many other feminist qualitative 

researchers, I do not strive for the objectivity and neutrality that traditional 

qualitative researchers discuss. I situated myself deeply inside my research, 
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acknowledging and accepting my biases and political stances. My predispositions 

and involvement were transparently presented in my journals including fieldnotes, 

memos, a field diary, process and personal notes, and a reflexive journal. 

Qualitative researchers have asserted the importance of audit trails in qualitative 

research (Davis, 1995; Lincoln & Guba, 1985). In addition to audit trails, as I 

mentioned earlier, Casanave (2011) highlighted the value of journal writing for 

research purposes. Following Casanave’s suggestion, I kept three journals such as 

research journals for memo, personal notes, and process, personal journals for my 

thoughts, reflections, and emotions, fieldnote journals for a field diary in this study. 

 

Ethics 

 Although the guidelines for conducting qualitative research have been 

developed by TESOL Quarterly’s Editorial Advisory Board (Chapelle & Duff, 

2003), actual ethical practice comes down to the individual researcher. Many 

qualitative researchers have discussed ethical considerations and issues when 

engaging in qualitative research (Patton, 2002; Lincoln & Guba, 1985; Maxwell, 

2005; Merriam, 2009). Rallis and Rossman (2009) discussed three ethical issues in 

qualitative research: (a) privacy and confidentiality, (b) deception and consent, and 

(c) trust and betrayal. To deal with (a) and (b), I made an official consent form 

(Appendix D). In the form, I informed participants that their individual privacy is 

maintained in all written and published work and presentations resulting from the 

study, confidentiality of records identifying the participants is maintained by the 
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use of pseudonyms, and the data gathered is used for no purpose other than 

academic. Regarding voluntary participation, I explained in the informed consent 

that they had the right to drop out and refuse to share with me any information that 

they did not want to disclose. It also included the information about my research 

purpose, procedures, time commitment, and risks and benefits. 

As for the third issue provided by Rallis and Rossman (2009), building 

trustworthy relationships between researchers and the researched is important in 

qualitative research. They stated that in particular feminist researchers seek 

“participatory, shared, and purposeful (other than research purposes) engagement 

with participants” (p. 278). Although I had known some of my participants for 

several years before this study started, I have met other participants because of this 

study. Some of them invited me to their home and talked to me over coffee and 

meals before and after interviews. They were cooperative with me in my research. 

They as feminists seemed to feel that it was their duty to help my research. I also 

felt “sisterhood” and “feminist solidarity” with my participants. 

In reference to the relationship with participants, I add one ethical concern 

as a feminist qualitative researcher. As some feminist qualitative researchers 

pointed out, feminist researchers must not exploit participants, dismiss or re-

interpret in order to fit within a research discourse, or steal participants’ words 

(Olesen, 2005). To avoid these issues, I shared parts of my dissertation drafts with 

my participants, checked my interpretations with them, and negotiated meanings 

with them. 
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Chapter Summary 

 In this chapter, I explained the significance of narrative inquiry as a 

methodological tool to explore feminist teachers’ identities, teaching beliefs, and 

teaching practices: how my participants became feminist EFL teachers in Japan, 

what feminism means to them, what teaching beliefs the teachers have in relation to 

their feminist identities, and how their feminist teaching beliefs were reflected in 

their teaching practices. I considered my research feminist qualitative research and 

positioned myself as an insider. 

I also explained the process of my research. I described how I collected the 

data. I explained how I recruited the nine EFL teachers who self-identify as 

feminist or gender-conscious EFL teachers in Japanese universities and how I 

interviewed them and observed their classrooms. I used interviews and classroom 

observations as main sources of this study and an open-ended background survey, 

exchanges of email communication, course materials, participants’ written artifacts, 

and research journals as supplementary sources of this study. To better understand 

sociocultural contexts in Japan and EFL contexts in Japanese universities, I also 

explained general ideas about women’s status in Japan, female EFL teachers’ 

situations in Japanese universities, EFL contexts in Japanese universities as well as 

my participants’ basic data. 

As for data analysis, I explained how I transcribed and translated the data 

and how I used thematic analysis. I also discussed methodological concerns such as 
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trustworthiness and ethics and illustrated how the methodological concerns were 

implemented in my study. 
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CHAPTER 5 

ON BECOMING AN EFL TEACHER IN JAPAN 

 

In this first findings chapter, drawing on data from interviews, open-ended 

surveys, written artifacts, and email communications, I describe how the nine 

participants became EFL university teachers in Japan. Each teacher took a different 

path in becoming an EFL teacher in a Japanese university. They were unique in 

terms of family background, educational background, pre-teacher history, how each 

came to the teaching profession, and teaching experience. Although there were 

some similarities, the differences surpassed the similarities. Even those things held 

in common manifested themselves differently in each participant’s story. 

In the following, I tell nine stories in alphabetical order according to the 

participants' first names (pseudonyms). In each story, I describe how the person 

became an EFL college teacher in Japan, including each teacher’s family 

background, educational background, pre-teacher history and teacher history. 

 

Akiko 

Akiko was born and grew up in the Kanto area, Japan. She was raised in a 

typical Japanese family where her father worked outside the home and her mother 

was a full-time housewife. She had two sisters. She was kind of a tomboy and liked 

playing with boys (e.g. climbing trees). Since she was a child, she was critical of 

the gender roles that many people assumed. 
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She went to a municipal university and then to the graduate school of a 

national university in the Kanto area. She majored in English literature in both 

undergraduate and graduate school. After Akiko completed graduate school, she 

started to teach English as a part-time teacher at a high school. She worked as a 

part-time high school teacher for four years and as a full-time high school teacher 

for four years. As she wanted to teach at the university level, she tried to find an 

EFL part-time teaching job in a university. Since then, she has been a part-time 

lecturer in universities for 22 years. Although she had no chance to teach courses in 

English and American literature, she published many articles about English and 

American writers and published a book about one famous British female writer 

with a Japanese publisher. 

 She was not satisfied with a position as a part-time university teacher. 

Although she wanted to become a full-time university teacher, she did not have a 

chance or luck. At the time I drafted this chapter, she was working at five 

universities as a part-time university teacher. 

 

Fumiko 

 Fumiko was born in the Kanto area, Japan. She was raised by her parents, 

who worked at home. In an interview, when I asked her what kind of child she was, 

she said that she was an independent child and often questioned what adults said 

(Interview, 2012/03/27). In particular, when adults said, “That’s the way it is,” she 

questioned why it was assumed to be so in her mind. She told me that she might 
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have been “扱いにくい子 (atsukainikuiko, a child who was hard to handle)” 

(Interview, 2012/03/27). 

She went to a private university in Tokyo, Japan. She majored in 

philosophy and studied not only philosophy but also education and sociology in the 

university as an undergraduate. While she was a university student, she wanted to 

be an English teacher, so she took several courses to obtain a junior and senior high 

school English teacher’s certificate. After graduating from the university, she 

became a full-time English teacher at a private junior and high school. 

While she was a full-time high school teacher, she had an inferiority 

complex because her major in the university was not English. In an interview, she 

said that she was not asked to help with English speech contests or English plays, 

which made her lose her confidence in being an English teacher (Interview, 

2012/03/27). She started to think of studying TEFL in graduate school. At the same 

time, the Ministry of Education declared its intention to emphasize English as 

communication in junior and senior high schools, which made her decide to study 

TEFL in graduate school. After five years of teaching at a high school, she went to 

the United Kingdom and studied TEFL. 

After she obtained a master’s degree in TEFL, she returned to the same 

junior and senior high school where she had worked before. However, she was 

disappointed because she did not have a chance to use her knowledge about TEFL 

and communicative language teaching that she had learned in the United Kingdom. 

She was instead expected to teach English for university entrance examinations. 
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Although she enjoyed instructing students in English speeches, plays, and activities 

related to cross-cultural understanding, a busy post and taxing work made her feel 

burned out and led to poor health. After eight years of teaching, she resigned from 

her teaching job in a high school. 

While she gradually recovered her health, she renewed her interest in 

teaching and found a job teaching English in a university once a week. She slowly 

increased the number of classes she taught in different universities and worked as a 

part-time ESL lecturer in several universities for seven years. She finally found a 

tenured position in the university where she was working at the time I drafted this 

chapter. Although she was commuting from her home to the university for over two 

hours, she was very happy to teach undergraduate and graduate students who 

majored in English and wanted to be English teachers in the future, because she 

was able to use her professional knowledge and teaching experience. 

 

Jennifer 

 Jennifer was born and raised in a middle-class family in California, the 

United States. In an interview, she said that she has always been independent since 

she was young (Interview, 2012/03/12). She started working at fourteen and went 

to university at sixteen. She said that she has liked the feeling of earning her own 

money and being independent (Interview, 2012/03/12). 

She went to a university in California and majored in English. She was 

interested in creative writing and wanted to be a journalist. While she was a 
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university student, she was interested in students’ political activities and 

participated in a protest against apartheid and a protest about the United States’ 

involvement in Central America. She developed a commitment to peace, equality, 

and justice while she was a university student. 

 After she graduated from a university, she came to Japan to teach English. 

She actually wanted to go to Spain, but she was not able to find a job in Spain. 

However, she accidentally found an English teaching job in Japan. She first taught 

in an English conversation school and became interested in teaching, as a result. 

She went back to the United States and enrolled in graduate school majoring in 

applied linguistics to get a TESOL certification. While she was studying in 

graduate school, she married a Japanese man. Since she came to Japan with her 

Japanese husband, she has been an English conversation school teacher and an 

ALT in a junior high school in Japan. In 1999, she found a teaching job at a 

university. At the time I drafted this chapter, she was teaching in four universities 

as a part-time teacher and teaching private English conversation classes at home. 

 

Kathy 

 Kathy was born and brought up in a working-class family in England. She 

said that because of her family background, it was natural that she worked and 

supported herself since she was young (Interview, 2012/04/01). Also, she self-

identified as a lesbian at an early age. When she was 16 years old, she went to 

Amsterdam with her partner, continuing to go back and forth between England and 
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Amsterdam for ten years. At the age of 26, she was asked to teach Dutch to mainly 

English-speaking women. At that time, she had no qualification for teaching but 

she was one of the few English-speakers who were fluent in Dutch. So, she taught 

Dutch to English-speaking women who lived in Amsterdam and enjoyed it very 

much for a few years. Then her partner suggested that they go to the Dominican 

Republic together, and Kathy moved to the Dominican Republic at the age of 28. 

She was asked to teach English to a variety of Dominican people including children, 

adults, elderly people, and teachers. She greatly enjoyed teaching English to them. 

While she was teaching in the Dominican Republic, she went back to Amsterdam 

and took a one-month ESL/EFL teaching course to further develop her teaching 

skills. 

However, she honestly confessed that she never felt she was competent as a 

teacher (Interview, 2012/04/01). So, she went back to England, became a university 

student, and majored in TESOL at the age of 37. After she finished an 

undergraduate course, she had a job interview with someone from a Japanese 

English conversation school. She was accepted and came to Japan at the age of 40. 

When she came to Japan, she liked the country quite well. She worked for the 

conversation school for two years and then became a full-time teacher at a girls’ 

private high school. She really liked the job. However, she felt that she did not 

know enough about teaching and wanted to learn more about teaching. Then, she 

went to an American graduate school located in Japan. 
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She said that after she received a master’s degree in TESOL, she was more 

confident about her teaching (Interview, 2012/04/01). While she was very happy at 

the girls' high school, she was asked if she would like to teach English in a 

university. She first said no, but one university professor whom she did not know 

but was introduced to her by a friend called her and begged her to teach English in 

his university. Kathy felt so sorry for him and thought that she could help him by 

teaching just one lesson a week. It was 1995. After that, she was asked to teach 

English by other universities and gradually shifted to teaching more classes in 

universities. In an interview, she said that in her life, people always helped her 

along, pushed her, and guided her in the directions she should go (Interview, 

2012/04/01). She said that she enjoyed teaching English at the university level in 

Japan and was satisfied with her life in Japan (Interview, 2012/04/01). 

 

Linda 

 Linda was born in England and grew up all over the United States and 

Europe. She came from a well-off family and was raised by aged parents. She first 

came to Japan as an exchange student when she was a high school student in 

California. After she graduated from high school, she went to a university in 

California and majored in Child Development and Education. Because she quite 

liked Japan and had a Japanese boyfriend, she came back to Japan after she 

graduated from a university. She married and had children in Japan. 
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After her son was born, she was offered a part-time teaching job in a 

university. In an interview, Linda described her becoming a university teacher as an 

“accident” (Interview, 2012/03/30). She had not planned to become a university-

level EFL teacher when she came to Japan. At the age of 26, she was welcomed 

and accepted as an EFL university teacher in spite of only having a B.A. degree 

because there were not many native English-speaking teachers in Japan in the 

1980s. After several years as a part-time teacher, one university professor whom 

she knew offered her a full-time position with tenure. She honestly told me that at 

that time she did not really understand the difference between a tenured position 

and a part-time position and that she was very naïve about it (Interview, 

2012/03/30). 

While she was teaching in the university, she started an M.A. program in 

the field of TESOL in the United States through distance education, though there 

was no pressure from her employer to get a master’s degree. In the mid-1990s, she 

engaged in making a textbook with her colleagues and met a professor of the 

university where she is working now. He offered her a tenured position at his 

university, where she continues to work. She pointed out that nowadays the hiring 

practices are completely different; however, in the 1990s, it was not so unusual to 

be hired under the kinds of circumstances that led to her own hiring (Interview, 

2012/03/30). After she moved to the university, she realized that high academic 

standards such as doing research and writing academic papers for publication were 

demanded. One of her colleagues, whom she called a mentor, encouraged her to 
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publish articles and do some research jointly. She started a doctoral program in 

Australia and received her Ph.D. in applied linguistics while she was teaching. 

 At the time I drafted this chapter, she had just published a book based on 

her Ph.D. dissertation and had given lectures at several conferences. She is very 

energetic in doing research and is now planning to publish another book. She is 

also active in study groups and organizes events about gender and language 

teaching. 

 

Mika 

Mika was born and grew up in the Kanto area, Japan. Although her mother 

had worked part-time, her father’s salary was primary and her mother’s salary was 

secondary like many Japanese families. Her father followed typical gender roles 

and made gender-biased comments at home. In an interview, she said that as a 

result of observing the situation in her family, she came to feel that it was important 

even for women to be independent financially (Interview, 2013/04/02). 

She went to a national university in Tokyo and majored in French. Even 

though she majored in French, she had liked English very much and studied 

English as a second and foreign language. While she was a university student, she 

wanted to be an English teacher. Therefore, as an undergraduate student, she took a 

teacher certificate of English and took the examination for a public junior and 

senior high school teacher in Tokyo. After Mika passed the examination and 

graduated from the university, she became a junior high school teacher in Tokyo. 
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Like many other public high school teachers, she had been transferred over 

time to several high schools. As a result, she had worked in a junior high school for 

four years, a technical high school for five years, and a regular senior high school 

for three years. She said that to brush up on her English-speaking ability, she went 

to an English conversation school while she was a junior and senior high school 

teacher (Interview, 2012/04/02). While learning English in an English conversation 

school, she became interested in studying abroad, which she was not able to 

experience when she was a university student. However, she confessed that at the 

same time she was rather tired of teaching at a high school because of routine 

duties and taxing work (Interview, 2012/04/02). She finally decided to go to 

graduate school in the United States and majored in secondary education. 

After she returned to Japan with a master’s degree of education, she wanted 

to do something different. She worked at a publishing company where mainly 

English textbooks were published. However, she said that she felt that something 

was missing, so she left that workplace after just one year (Interview, 2012/04/02). 

She went back to a teaching life. At first she became a part-time teacher in a high 

school and then found a part-time teaching job at universities. She gradually shifted 

from teaching at high school to teaching at universities. She has been teaching 

English in several universities as a part-time lecturer now for twenty years. 

At the time I drafted this chapter, Mika was teaching English in several 

universities as a part-timer teacher. While teaching English in Japanese universities, 

she has also helped interpret when non-governmental organizations invited 
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speakers including feminists, peace activists, and environmentalists. She is also 

very active in political activities such as anti-nuclear power protests and the defense 

of Article 9 of the Constitution. She is also involved in local community groups in 

relation to organic foods, garbage issues, local women, and film gatherings. 

 

Sarah 

 Sarah was born and grew up in California, the United States. She was raised 

by a single mother who worked all her life and a grandmother whom she described 

as a strong woman. She told me that her mother and grandmother influenced her 

very much (Interview, 2012/03/26). She said that her mother was a kind of role 

model in terms of a woman who worked all her life and raised a child as a single 

mother (Interview, 2012/03/26). Although her grandmother supported her 

husband’s business, her grandmother was “the ruler in the house” (Interview, 

2012/03/26). Sarah respected both her mother and her grandmother as independent 

women very much. 

She went to a university in California and majored in Spanish and 

Linguistics. She had worked at a company for five years in California after 

graduation. However, she wanted to do something different. Her independence and 

curiosity led her outside the United States. She found a teaching job in Japan and 

taught English in an English conversation school for two years. Although she liked 

Japan, she wanted to see more of the world. Therefore, she moved to Spain and 

taught English at a conversation school for another eight years. 
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As she said, “My heart was always back here in Japan” (Interview, 

2012/03/26), she came back to Japan and got a job of teaching English 

conversation in Japan. She started a master’s program in the United States through 

a computer-based program online in TESOL, because she wanted to get a better job 

such as teaching English at the university level. After she got her master’s degree, 

she has worked part-time and full-time at the university level. 

While teaching EFL in Japanese universities, she also received an MBA. 

However, this seemed to be somewhat accidental. The graduate school where she 

received a master’s degree in TESOL contacted her and offered her a scholarship. 

According to her, “they said, ‘Well, you run a volunteer organization, so some 

other things you learn here will probably be useful there’” (Interview, 2012/03/26) 

and she agreed with them. She went through the computer-based program and 

earned the MBA. 

At the time I drafted this chapter, she was working in a university as a full-

time teacher and in another university as a part-time teacher. She said that she was 

happy to work in both universities (Interview, 2012/03/26). When I visited her 

school, she was growing onions, potatoes, beans, tomatoes, and other vegetables at 

school and invited her students to help with farming and harvesting. 

 

Tom 

 Tom was born and brought up in a middle-class family in Florida, the 

United States. In an interview, he told me that since he was young, he was 
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conscious about human rights issues and the need for freedom from oppression 

(Interview, 2012/04/07). Although he was not actively involved in political 

activities and events when he was a university student, he said that human rights 

issues were always at core for him (Interview, 2012/04/07). 

He went to a university in Florida and majored in English with a 

concentration on writing and Spanish. After graduating from the university, Tom 

went straight to a graduate school in Florida, majoring in education with a 

specialization in TESL/TEFL. After completing his master’s degree, he taught ESL 

at a public school for four years as a part-time teacher. In the public school, he was 

also a resource teacher, that is, one who trains teachers and does paper work. After 

that, he worked for non-governmental and non-profit programs on the east coast of 

the United States before going back to teaching ESL in a university as a part-time 

teacher there. He continued teaching ESL part-time for four years. While doing this 

work, he wanted to do something different and take up a new challenge (Interview, 

2012/04/07). As a colleague who had worked in Japan spoke highly of Japan, he 

started to look into teaching in Japan and applied for a teaching job in Japan. He 

had worked full-time on a four-year contract in one university in Japan and had 

become full-time on a five-year contract in the university where he is working now. 

At the time I drafted this chapter, he had been in this university for four years. 

In an interview, he said that although he really enjoyed teaching English in 

Japan, his contract of teaching in the university would be terminated within one 

year (Interview, 2013/04/07). He said that after the contract ended, he would 
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explore new possibilities in the United States, including teaching English 

(Interview, 2013/04/07). 

 

Yu Ri 

Yu Ri is a “2.5-generation” Japan-born Korean (so-called zainichi) in the 

Kanto area, Japan.3 She self-classified her family as part of an underprivileged 

class even though she was not poor or starving. Her parents sent four children out 

of six to Korean schools in Japan because they wanted their children to maintain 

their Korean identity, culture, and language. Yu Ri was one of the children who 

were sent to Korean schools. In the 1950s and 1960s, there was still strong 

prejudice and overt discrimination against Korean residents and Japan-born 

Koreans in Japan. Therefore, it was common that the parents of Korean residents in 

Japan sent their children to local Korean schools. Her parents were not exceptional. 

For Yu Ri, it was a long journey to become an EFL university teacher. She 

started to teach English at the college level in her mid-fifties. She experienced 

several jobs before that, such as the nanny of an American family, a maid for a 

New Zealander’s family, a secretary in several foreign affiliated companies and 

foreign banks, and a translator and interpreter at various companies. When she was 

young, she wanted to be a workingwoman at a foreign affiliated company, in 

particular a Western affiliated company and did not think of being a teacher. 

                                                
3 Yu Ri is a “2.5-generation” Japan-born Korean because her parents’ families have 
resided in Japan for two and three generations, respectively. 
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Her perspective toward career development was strongly influenced by her 

ethnic background. When she was growing up in the 1950s and 1960s in Japan, it 

was difficult for Japan-born Koreans in Japan to get a job in a Japanese company 

because of prejudice and discrimination against them. As she described in her essay 

“Onna-to-kazoku-to-shigoto (Women, Family, and Work),” Japan-born Koreans 

during 1950s - 1970s seldom went to a university after graduating from high school. 

Most of them got a job in Korean-owned companies and financial institutions. 

Under these circumstances, she noticed that she had to compete not only with 

Japanese male workers but also with Japanese female workers. In an interview, she 

told me that since she was young, she had noticed that English would be a 

powerful/effective tool to be a successful workingwoman in Japan (Interview, 

2012/03/22). 

Although she acquired English and worked for a foreign affiliated company 

in Japan, she went to the United States to receive a university education. She 

enrolled in an American university at the age of 34, majoring in sociology. While 

she was in an American university, she took many other classes such as Black 

studies and some other courses about gender. As she described herself, she really 

liked learning and was energetic about learning. Therefore, even though she 

returned to Japan and started to work for a famous Japanese company as a 

professional interpreter and translator, she went to the graduate school of an 

American university in Japan in her forties and earned a master’s degree in TESOL. 

However, she said that at that time she did not think of becoming an EFL university 
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teacher (Interview, 2013/03/22). She continued to say that she was just interested in 

learning, and besides, she was satisfied with her job at the company (Interview, 

2013/03/22). 

However, when she reached her mid-fifties, she wanted more time to be 

involved in feminist activities, in particular, helping Japan-born Korean women in 

Japan (Interview, 2012/03/22). For her, becoming a part-time EFL teacher in a 

university was perfect for her life plan. At the time I drafted this chapter, she had 

taught English at two universities for six years. She has worked as a part-time 

teacher a few days a week and spent other time on her social and political activities. 

 

Chapter Summary 

Each participant’s story in this chapter explained how each person came to 

the teaching profession. As for their educational backgrounds, their majors in 

undergraduate schools were varied. They majored in education, English literature, 

English, French, linguistics, philosophy, TESOL, Spanish, and sociology. However, 

many of them majored in TESOL and TEFL in graduate school. This might 

represent one unique characteristic of EFL university teachers in Japanese 

universities. Unlike my participants, many other EFL teachers in Japanese 

universities major in areas with no relation to TESOL in undergraduate school or 

graduate school, and become EFL university teachers. 

Also, some of my participants made a decision to become EFL teachers 

when they were university students and became teachers soon after graduation. 
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Others experienced different jobs and became EFL teachers later on. Interestingly 

eight out of the nine participants experienced teaching at high schools or 

conversation schools before they became EFL teachers in Japanese universities. For 

several of them, their teaching experiences in high schools and conversation 

schools made them realize the importance of developing professional knowledge 

about teaching English. 

Thus, participants in this study followed different paths to become EFL 

teachers in Japanese universities. I hope their biographical stories detailing their 

educational backgrounds have provided readers with a foundation that helps them 

better understand the feminist teacher identity construction of the nine participants 

in this study that is presented in the following chapter. 
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CHAPTER 6 

FEMINIST IDENTITIES 

 

In this second findings chapter I explore how each of the participants in this 

study became a feminist and what feminism meant to them. Although eight 

participants identified themselves as feminists, one participant did not like being 

characterized as a feminist. In spite of this, she strongly believed in gender equality 

and justice. Each participant had a different path to develop feminist awareness. I 

reveal that my participants gradually developed their feminist identity in 

connection with their family background, ethnic background, social contexts where 

they were born and grew up, social interactions with other feminists, learning 

experiences, and various other lived experiences. As for the formation of feminist 

identities, I identified three common themes among my participants: sociocultural 

contexts, feminist discourses, and interactions with feminists. 

Next, I look into the meanings of feminism for each participant in my study. 

Understanding what feminism meant to them might be related to teaching beliefs 

and practices of my participants that I discuss in the following chapters. I identified 

two common themes in the meanings of feminism that my participants shared: 

gender equality and social justice for women and other oppressed groups. 

Third, I examine complexities of feminist teacher identities. As I personally 

had struggled to negotiate my feminist EFL teacher identity (the feminist side and 

the sometimes conflicting EFL aspects), I asked my participants if they experienced 
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any struggle negotiating a feminist EFL teacher identity. While I try to find how 

they negotiate their feminist EFL teacher identities, I reveal complexity of feminist 

teacher identity. I uncover their coherent or contradictory feelings on becoming a 

feminist EFL teacher and feminist teacher identity as changing over time. 

Focusing on what they repeatedly said and stressed in interviews, open-

ended surveys, email communication, and written artifacts, I describe each category 

with my participants’ narratives. Readers will find commonalities and differences 

of feminism that my participants asserted. They might find slight differences 

among participants even in the midst of common themes. My attempt is to reveal 

not simply the commonalities of feminist teacher identities manifested by the 

participants, but also the differences in feminist teacher identities expressed by 

them. 

 

The Formation of Feminist Identities 

Sociocultural Contexts 

 One important theme that I identified through the participants' accounts was 

that Japanese sociocultural contexts influenced the formation of feminist identities 

among Japanese-speaking participants in my study. In Japanese society, where 

traditional gender roles are still upheld, the Japanese-speaking participants were 

influenced by their family background and sociocultural environments where they 

were born and raised when developing gender awareness and consciousness. The 
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stories told by three of the Japanese-speaking participants provided clear examples 

of how they formed their feminist identities. 

In an interview, Akiko told me about inequality and unfairness in Japanese 

society as follows: 

制度的に、女だからとか男だからというので待遇が違うということ

はおかしいと思うし、日常的な雑用を女性だけがというのはおかし

いと思うのね。[I think that it is not right to be treated differently by the 

system because you are a woman or a man. I think it is unfair that only 

women should do everyday household chores.] (Interview, 2012/03/31) 

She continued to talk about her childhood: 

それはすごい個人的なことで、私は数学とかが得意だったんだけど、

かわいくないと言われたことかな。数学とか算数が速い女というの

はかわいくないって。あと、勉強ができることに対して「女のくせ

に」みたいな。[This is a personal story. I was good at math when I was a 

child. However, I was told that I was not desirable. That is, a girl who was 

good at math and arithmetic was undesirable. People view a smart girl as 

“unfeminine.”] (Interview, 2012/03/31) 

When she was a child, she was smart. However, her cleverness was not appreciated 

or praised; rather, she was treated coldly. She was too young to express unfairness 

in her words, but she questioned expected gender roles in Japanese society. 

Akiko also told me about her mother in an interview. Her mother wanted to 

work outside the home, but women of her mother’s generation were expected to 
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marry, stay at home, and raise children. Her mother followed the expected gender 

roles, but she encouraged her daughters including Akiko to have a job and be 

independent. While she was looking at her mother’s life, she kept questioning 

gender roles expected by Japanese society. Doubts about traditional gender roles 

developed as a part of her childhood experience and family background. The more 

Akiko identified the unfairness of gender roles, the more she came to believe in 

gender equality and justice. 

Mika made a similar comment as Akiko. In an interview, when I asked her 

how she came to identify herself as a feminist, she first mentioned her family 

background (Interview, 2013/09/03). She was raised in a typical Japanese family 

that adhered to traditional gender roles. Although her mother had worked part-time 

since she was a child, her father’s salary was primary and her mother’s salary was 

secondary. Her father promoted very typical gender roles and made gender-biased 

comments at home. 

父親はとにかく「誰に食べさせてもらっているんだ」ということを

口癖のように言う人だったので。それで反抗期になって父親が大嫌

いになったりしたので、早く独立したいと思った。それから母親は

結構アルバイトっていうか、内職とかね。…母親はちょっと働いて

いるとはいえ、最終的には父親に従わざるを得ないみたいなのは、

やっぱり見ていてこういうふうにはなりたくないというのはすごく

思いましたね。[My father often said, “Who feeds you? (It’s me.)” When I 

was at the rebellious age, I hated my father and thought that I wanted to be 
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independent. My mother did piecework at home as a part-time job. Even 

though my mother worked, she had to accept my father’s requests and 

proposals. When I was watching her, I thought that I didn’t want to be like 

my mother.] (Interview, 2012/09/03) 

In this situation, it was natural that she started to question her father’s gender bias 

and, furthermore, gender inequality in Japanese society. Even though she liked and 

respected her mother, she did not want to be like her mother. 

Yu Ri, a Japan-born Korean woman, had questioned inequality and 

unfairness in Japanese society because of her ethnic background since she was 

young. She put in this way: 

この三つ（ジェンダー、クラス、人種）というのは 10代のころから

私の中に、言葉としてはないよ、だけれども全部あったと思う。と

いうのは、在日性で民族差別があったしね。あと、日本社会もそう

だし、在日社会も性差別があったしね。それとやっぱり貧乏だった

から。なぜ貧乏なのかというのがわかっちゃったんだよね。何か知

らないけど 10代のころ。だって家族は一生懸命働いているわけじゃ

ん。うちは別に暴力家族じゃなかったしね。どう考えたって、うち

が貧乏なのはうちの人たちが悪いんじゃなくて、何か世の中が変な

んだってやっぱりわかってたんだと思う。言葉としてはわかってな

いよ。[I had these three issues (gender, class, and race) inside me since I 

was a teenager. Although I didn’t have words to express them at that time, I 
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sensed them. Because I was Japan-born Korean, I faced ethnic 

discrimination. In Korean residents’ society as well as Japanese society, 

there was sexism. Moreover, because my family was poor, I noticed 

classism. When I was in my teens, I realized why my family was poor even 

though my parents worked so hard. My father was not violent at all and 

rather worked very hard. I sensed that the reason why my family was poor 

was not my family’s fault, but something wrong in Japanese society. At that 

time, I didn’t have words to express this.] (Interview, 2012/03/22) 

Inequality and unfairness toward Japan-born Koreans in Japanese society made her 

think of her own identity. In her autobiographical essay, she also expressed her own 

contested identity as follows: 

日本社会（マジョリティ）のなかの在日（マイノリティ）としての

違和感、男性優位社会における女性としての違和感、そして、「一

億総中流」社会のなかで貧しい家庭に育ったものとしての違和感は、

私の意識の中心にドンッと居座って動こうとしなかった。[Living as 

a Japan-born Korean (minority) in Japan (the majority), as a woman in a 

male-dominant society, and as a poor family member in a society where 

middle class families are in the majority, made me feel that I do not belong 

anywhere. The feeling lingered in my consciousness and could not be 

dislodged.] 

Living as a woman in a male-dominant society, a Japan-born Korean in Japanese 

society, and an underprivileged class family member in a so-called all middle-class 
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society made her think of the interconnected issues of gender, race/ethnicity, and 

class and differences among women in Japan. 

Like Akiko and Mika, Yu Ri mentioned her mother. Since she was young, 

she sought a woman who could provide a role model that was different from her 

mother’s. Her mother never deviated from the traditional patriarchal family system 

and set limits on Yu Ri’s life. As she said, in those days the social contexts did not 

allow Korean resident women in Japan, including her mother, to be independent. 

Because of the social situation, her mother did not spend her life as an individual. 

Yu Ri did not want to be a woman like her mother. Her mother’s life made her 

think of her life as a Japan-born Korean woman. 

 

Feminist Discourses 

In this study, two American participants constructed their feminist identities 

in sociocultural interaction with feminist discourses in the United States and three 

Japanese participants developed their feminist consciousness through feminist 

discourses in Japan and the United States. 

In an open-ended survey, I asked Linda, an American woman, how she 

became a feminist. She mentioned the 1970s when she was growing up in the 

United States and expressed her suspicion that the 1970s had had an impact on her 

as follows: 

I think the Helen Reddy song “I am woman” had a strong influence on 

women my age because it made everyone think that anything is possible. 
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I’m of the first generation where it came to be taken for granted that women 

would work outside the home whether they were married or not. Also we 

were the first generation to believe that it would be possible to succeed in 

the world. (Open-ended survey, 2011/02/06) 

In another interview she pointed out, additionally, that the 1970s when she spent 

her teens in the United States influenced her view of life as a woman (Interview, 

2012/03/30). She was a child of aged parents. Her mother was fairly old and had a 

traditional mind, and convinced her to a certain extent that she should go to college 

to find a good man. However, she noticed that her generation was different from 

her mother’s generation and believed in a lot of possibilities in women’s lives. The 

social contexts in the 1970s in the United States right after the women’s movement, 

the civil rights movement, and the students’ movement that occurred in the 1960s 

influenced her as well as many other young American women. 

In an interview, Linda also said that although she did not take women’s 

studies classes or learn about feminism in any official way, she developed a 

feminist consciousness by reading feminist books (Interview, 2012/03/30). One 

book she mentioned was The Women’s Room written by Marilyn French. The novel 

moved her and made her realize how powerless women in previous generations had 

been. Thus, she developed her own feminist identity through songs that praised 

women, feminist books and novels, and the social environment in 1970s America. 

Similarly, Sarah, an American woman, responded that she was influenced 

by women’s books and music in the 1970s (Interview, 2012/03/26). One book she 
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remembered most was When God Was a Woman written by Merlin Stone. She said 

that although the book was related to anthropology, it made her think of the 

position of women in religion and history around the world. She also mentioned 

that women’s music in the late 1970s in the United States influenced her 

developing feminist identity very much. Because of the women’s movement in the 

1960s, women’s music bloomed in the 1970s. She really liked the songs sung by 

Cris Williamson and Holly Near who were American feminist singer-songwriters 

and pioneers as visible lesbian political activists in the 1970s, because their songs 

encouraged and praised women. During her college life in the late 1970s, although 

she did not have a lot of interaction with feminists in terms of discussion, she went 

to various meetings and events, had a lot of liberal women friends and gay friends, 

and often visited a women’s bookstore. Through these interactions, she gradually 

developed a feminist consciousness. 

Akiko, Fumiko, and Yu Ri had questioned gender inequality in Japanese 

society since they were children. However, they also developed feminist 

consciousness through feminist books and discourses. Akiko said that she learned 

women’s unequal status and unfair treatment from novelists of the early 20th 

century such as D. H. Lawrence, E. A. Poe, H. James, J. Austin, and V. Wolf in her 

undergraduate and graduate courses (Interview, 2013/03/31). As well, she learned 

not only about women’s unfair status and situation but also about humanism, 

equality, and social justice from English and American literature.  
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Fumiko also learned gender equality and feminism from several women’s 

philosophers and thinkers such as Simone de Beauvoir, Ellen Key, Raicho 

Hiratsuka, Kikue Yamakawa, and Akiko Yosano in her undergraduate courses 

(Interview, 2012/03/27). She said that she was influenced by Ellen Key and 

believed that it is important to protect women and children (Interview, 2012/03/27). 

Yu Ri told me that her study in the United States was epoch-making on the 

development of feminist consciousness (Interview, 2012/03/22). She took some 

Black studies classes and some other sociology courses including gender roles, 

which opened her eyes. The more she studied African-American women’s lives in 

the United States, the more she felt attachment and empathy with them. Their life 

experiences overlapped her life experiences as a Japan-born Korean woman in 

Japan. She called bell hooks (an well-known Black feminist) as her role model and 

read almost all of her books. 

Thus, feminist discourses expressed in songs, books, and university classes 

helped my participants develop their feminist consciousness. 

 

Interactions with Feminists 

The other common theme that I identified in the data was the importance of 

participants’ interactions with feminists. Several of my participants mentioned that 

they met feminists in their personal lives, schools, women’s groups, and feminist 

meetings, and were influenced by them. 
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Kathy, a British woman, positively defined herself as a feminist and openly 

presented as a lesbian. When I asked her how she realized that she was a feminist, 

she told me that a lot of women she met in Holland had a strong influence on her. 

Before then, she took it for granted that there were traditional gender roles and 

gender difference because she was raised in a Catholic family. However, because of 

interactions with a lot of Dutch women who were educated, had professional jobs, 

and discussed gender equality, she was influenced by them and learned about 

feminism from them. The encounter with Dutch women opened her eyes to 

feminism and led her to affirmatively identify herself as a feminist. 

Similarly, Tom, an American man who defined himself as a pro-feminist, 

said that his former colleague and close female friend who was a feminist 

influenced him very much (Interview, 2012/04/07). This colleague and friend was 

an EFL teacher in his previous university. He learned from her about feminism, 

feminist teaching, and feminist philosophy on both a professional and a personal 

level. In Tom’s words, 

My main influence has been from a close friend and former colleague of 

mine who is a feminist. She challenged me to think differently about the 

world, about my teaching, and about my own personal choices in life. 

Human rights and freedom from oppression have been important to me 

from a young age, and I realized that the patriarchy and the oppression of 

women was [sic] at the core. It became not only an issue of human rights 
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for me, but a matter of economics and security throughout the world, as 

well as important in how I lived my life. (Open-ended survey, 2011/04/08) 

Although he was already conscious about human rights and freedom from 

oppression, he did not have overt feminist awareness before he met his feminist 

colleague. He became aware of women’s oppression in a patriarchal society. He 

started to reflect on his own behavior as a man, not only in his teaching but also in 

his personal life. The feminist colleague had a great impact on him in his teaching 

and personal life. 

Jennifer and Mika developed their feminist identity through meeting 

feminist EFL teachers and feminist activists in feminist meetings and women’s 

groups. Jennifer, an American woman, did not know what it was called until she 

was in her mid-thirties, even though she believed in gender equality and was 

concerned about women’s rights issues. In the 80s when she spent her college life 

in the United States, the women’s movement had already declined. She hardly saw 

any instances of women’s protests or feminist meetings in the period of time she 

spent as a student. However, several years after she came to Japan, Jennifer 

attended her friend’s workshop in Japan about Buddhism, spirituality, and 

feminism. Because of the workshop, she realized that she had become a feminist. 

As a result of this experience she found the word to identify herself. Then, she 

attended a women’s retreat and listened to some presentations about feminism in 

Japan. While attending feminist workshops and retreats, she gradually developed 

her feminist consciousness. 
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Like Jennifer, Mika was not interested in feminism until she was in her late 

30s. When she was in her late 30s, she attended women’s self-study groups and 

meetings to learn about the Third World women’s issues inside and outside Japan. 

In these meetings, she met Japanese, American, Korean, and Filipino feminist 

activists. She learned about women’s issues from these women’s groups and 

meetings. Then, she affirmatively identified herself as a feminist. However, in an 

interview, Mika confessed that she first had negative images of feminists 

(Interview, 2012/04/02). For example, feminists were too assertive, selfish, and 

angry, and claimed only their own rights. When I asked her what made her change, 

she said that the interaction with both Japanese and American feminists in Japan 

changed her negative images (Interview, 2012/04/02). She continued to say that as 

she interacted with Japanese and American feminists in Japan, she realized that her 

negative images of feminists were made by the mass media (Interview, 2012/04/02). 

In sum, some of my participants who were born and raised in Japan 

constructed and developed their feminist identities in Japanese sociocultural 

contexts in which traditional gender roles were still upheld. On the other hand, the 

American participants who were raised in the 1970s in the United States were 

influenced by social contexts and feminist discourses in the 1970s right after the 

women’s movement, the civil rights movement, and the students’ movement that 

occurred in the 1960s. Several of my participants developed their feminist identities 

through interaction with feminists including feminist activists, feminist EFL 

teachers, and feminist colleagues. 
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What Feminism Means to Them 

Gender Equality 

For all of the participants in my study, feminism meant gender equality and 

justice. The following stories from four of the participants provided clear examples 

of how they believed in gender equality and justice. 

As for the question of what feminism meant to him, Tom had a clear idea 

about gender equality in feminism and stated in an open-ended survey as follows: 

Feminism to me is both a belief system and a political movement. It means 

that women have the right to equality under the law and the right to equal 

opportunities in the workplace, in the family, and in society in general. It 

means that women have the right to full control over their bodies and their 

sexuality, and have the right to live in a society where they are safe and 

secure. (Open-ended survey, 2011/04/08) 

In an interview as well, he stressed gender equality and opportunity: 

There is a quote. I’m paraphrasing the quote but basically it says, 

“Feminism is the radical notion that women are people and basically the 

idea behind that is that women deserve equality, deserve equality of 

opportunity in all facets of life.” That’s the essence of what it means. It just 

may be equality and opportunity, social justice. (Interview, 2012/04/07) 

For him, feminism is the belief and action to work for gender equality and justice. 

He even brought out the issue of personal control over the female body. For him, 
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feminism meant not simply gender equality but also sexual equality such as 

women's control of over their own body and their own sexuality. 

Linda also stressed equality between men and women. She stated in an 

open-ended survey that “it means hoping for, and/or promoting an ideology that 

recognizes equality between men and women” (Open-ended survey, 2011/02/06). 

In an interview, she also said, “Definitely equality of sexes – that would be the core 

of it” (Interview, 2012/03/30). She strongly opposed treating women unfairly, 

devaluing women’s jobs, and limiting women’s possibilities. 

Like Linda, Kathy opposed treating women unfairly because of sex and 

restricting women’s possibilities. In her survey, she stated as follows: 

Feminism is the worldview that women should not be denied their basic 

rights as members of society due to the fact that they are female. Women 

should be supported in developing their own concepts of what they as 

women are. Women need to develop within the cultural position they find 

themselves. As women develop their own opinions, views, and social rights, 

women will benefit by being allowed freedom from their traditional 

obligations. (Open-ended survey, 2011/02/13) 

Jennifer also mentioned that feminism meant gender equality and women’s rights 

issues. She put it this way: 

It definitely means equality… and maybe why should we even have to 

mention equality. It’s a human rights issue. Of course, we should have equal 

rights. (Interview, 2012/03/12) 
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She continued to talk about gender-biased remarks that a male friend made in a 

reading circle in our interview. 

This friend, the guy from Australia was leading a book club and had 

recommended a book. I was saying, “Wow, I’m pretty busy and the book is 

900 pages long.” He said, “Oh, that’s okay. I think it’s more of a guy’s book 

anyway.” Immediately, I said, “What’s a guy’s book? Okay, I’m reading 

this book. I don’t care how busy I am. You are not going to tell me 

something as a guy’s book.” But that sort of thing, sort of ideas that people 

have that this is for guys and that is for girls. It’s a chick flick or something 

like that. (Interview, 2012/03/12) 

For her, feminism seemed to mean not only gender equality but also questioning 

gender roles and stereotypes in everyday life and challenging them. 

 

Social Justice for Women and Other Oppressed Groups 

Whereas all of my participants affirmed that feminism meant gender 

equality and about women’s rights issues, some of them extended the meaning of 

feminism. For instance, Kathy explained as follows: 

Well, to me, feminism originally had a narrow meaning because women 

were so oppressed; just because you are female, you cannot be denied 

certain rights. But this must be connected in the end. (…) Then, once we 

achieve those things to a certain extent, feminism will move because the 

energy is still there. The energy or a sense of something must be done in 
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society. It can evolve and then it goes out into other areas. You can’t treat 

me badly because I’m a woman, and then it reverses back to Black, Muslim, 

Jewish, the handicapped, or the transgendered. (Interview, 2012/04/01) 

For her, feminism did not simply mean discussing gender equality and women’s 

rights issues, but considering equality of other oppressed groups such as “Black, 

Muslim, Jewish, the handicapped, or the transgendered.” 

Similarly, Sarah defined feminism as “seeking equality among humans not 

only between men and women but between underrepresented, marginalized, 

oppressed (politically and otherwise) peoples and males in position of power in 

society” (Open-ended survey, 2011/02/05). In an interview, she stressed that 

feminism was not just a male-female thing and added: 

I think feminism is kind of like wanting to care for everything. It includes 

the environment. It includes people, animals, and everything but with a kind 

of respect and desire to care for like mamoru, take care of or to protect. In 

that there’s this kind of idea of we’re all the same and we’re all part of one 

thing. (Interview, 2012/03/26) 

For her, feminism means not only seeking equality between women and men but 

also considering and protecting underrepresented, marginalized, and oppressed 

people, and even animals and the environment. 

Mika also shared a similar idea about feminism with Sarah. Mika mentioned 

that feminism meant not simply the issues of women and men but also support for 

the underprivileged and the marginalized. She put it in this way: 
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男女だけではなく、すべての命とか弱い者とかをケアするというか。

すべての平等性を考えて、弱い者の立場にいつも立とうとする。そ

ういうものがフェミニズムのバックボーンかなと思っているんです

ね。 [Feminism means caring not only for women and men but also all 

kinds of lives and the weak. Feminism focuses on all kinds of equality and 

stands by the weak. That’s the backbone of feminism.] (Interview, 

2012/04/02) 

Recalling one meeting, a bell hooks4 reading circle, that impressed her very much, 

she continued to say, 

あういうの（ベティ・フリーダン）は好きじゃなかったんだよね。

もともと恵まれた人が勝手なことを言っているみたいなのがあって

ベル・フックスみたいに、やっぱり女性の中にだって階級格差があ

るし。（自分も）本当に庶民の出だからもともとそういうのがあっ

たから。ベティ・フリーダンとかアメリカの女性の自立の何とかあ

あいうのを見ても、いまいちそんな共感できないというがあったわ

け。[I didn’t like her (Betty Friedan). I thought that privileged women 

spoke out about what they liked. As bell hooks says, there are differences 

among women. The idea of differences among women evokes my sympathy 

because I’m from a working class family. When I learned about Betty 

                                                
4 bell hooks is a famous Black feminist theorist in the United States.  
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Friedan and American women’s independence, I didn’t have empathy for 

them.] (Interview, 2012/04/02) 

She learned from the reading circle that there were different varieties of feminism 

and that several minority feminists like bell hooks were not discussing simply 

gender equality but also the connections between gender, race/ethnicity, and class. 

Agreeing with hooks’s assertion that there were differences among women, her 

interests became centered on marginalized women in Japan and underrepresented 

women in Asian countries. 

Similarly, Yu Ri, a Japan-born Korean woman, focused on the connections 

between gender, race/ethnicity, and class. In an interview, I asked her what 

feminism meant to her and she responded: 

レイコ：ユリさんにとってフェミニズムって何ですかって言われた

ら、ユリさんは何て答える？ 

ユリ：世界の中の差別構造、力関係の不平等の中にいろんな不平等

があって、近代で言うところのクラスの問題とジェンダーの問題と

… 

レイコ：人種だね。 

[Reiko: If you are asked what feminism means to you, how do you respond? 

Yu Ri: There are various types of inequality such as discrimination in the 

world and power imbalance. There are class issues, gender issues, … 

Reiko: And race issues.] (Interview, 2012/03/22) 
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She affirmed it and said that it was important to look at the social structure from a 

point of view of gender, race/ethnicity, and class. She said that she learned this 

viewpoint from bell hooks and other Black feminist theorists. Thus, her ethnic 

background and Black feminist thoughts influenced her feminist idea in which 

feminism means not only equality between men and women but also social justice 

for underprivileged and underrepresented women among women. 

 

Complexity of Feminist Teacher Identity 

Coherence and Contradictions of Feminist Teacher Identity 

Most of my participants (Akiko, Fumiko, Jennifer, Kathy, Linda, Mika, 

Sarah, Tom) did not have any contradictory feeling between being a feminist and 

being an EFL teacher. Let me contextualize this by sharing my experience when I 

was a novice EFL teacher in Japanese universities. When I started to teach EFL in 

Japanese universities after I returned from the United States to Japan with a 

master's degree in women’s studies, I was required to use an assigned textbook and 

a unified syllabus. Although I was excited to teach even EFL in Japanese 

universities, I soon faced the dilemma of women’s studies as my specialty and 

English language teaching as my job. As I shared my dilemma about EFL teaching 

with my participants, Sarah said, 

Sarah: I don’t see any conflict at all. I don’t think there is any conflict, no. 

Reiko: Outside the classroom, I regarded myself as a feminist and also I 

was involved in feminist activities. I wrote papers about feminism a lot. But 
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when I went to the classroom, I didn’t talk about gender issues or 

incorporate gender perspectives into the lesson. I just taught English. At that 

time, I had a contradiction between being a feminist and a language teacher. 

I wondered if you have a similar… 

Sarah: Did you also have a contradiction about teaching poverty? Did you 

have a contradiction about teaching the environment? Did you have a 

contradiction so it’s just all the topics? 

Reiko: No, I didn’t. 

Sarah: Not necessarily… 

(Interview, 2012/03/26) 

Sarah then suggested that I should incorporate my gender perspective into the 

lesson, so that I might not have contradictory feelings between my identities as a 

feminist and as a language teacher. 

Like Sarah, Kathy responded to my question, “None whatsoever” and 

continued to say, “I have to learn how to marry my areas that I’m interested in with 

relevance to them (lessons)” (Interview, 2012/04/01). She told me that there were 

several ways to incorporate her feminist perspectives into the lessons that she 

taught. 

On the other hand, only one participant, Yu Ri, felt difficulty ironing out 

differences between what school wanted her to teach and what she wanted to teach. 

In an interview that I had with her, she talked about TOEIC courses in two 

Japanese universities. She was required to use an assigned textbook in one of the 
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universities. As for the question of whether there was any contradiction between 

being a feminist and being an EFL teacher, she responded, 

あるある。当然ある。というのは、学校側の要求というのがあるじ

ゃないですか。それと、実際に自分がやろうとしていることの齟齬

をどうやってすり合わせをしていくか。[Yes, it’s a matter of course. 

It’s because there are school requests. How do I iron out differences 

between what universities want me to teach and what I actually want to 

teach?] (Interview, 2012/03/22) 

School expectations, a teaching course, and an assigned textbook made her feel it 

was difficult to reflect her feminist identity in her teaching practice, even though 

she mentioned that there might be some ways to incorporate her feminist 

perspectives into her lessons. 

 

The Mutability of Feminist Teacher Identity Over Time 

For some of my participants, it took a long time to practice feminist 

teaching in their classes. My participants gradually developed agency as feminist 

teachers over time. In an interview, Mika said that she was not confident in 

teaching about gender issues even though she already taught about social issues in 

EFL university classes (2012/04/02). However, she noticed that it was important to 

incorporate gender issues as well as social issues into the EFL classroom through 

interactions with feminist EFL teachers and activists. 
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Sarah and Jennifer were worried about the inappropriateness of teaching 

about gender topics in EFL classes when they were novice teachers, even though 

they already had feminist awareness and identified themselves as feminists. Sarah 

said, “When I first started teaching social issues, I was really afraid of the reactions 

of the students, and I thought maybe they’re not going to like this because it’s not 

teaching the past tense” (Interview, 2012/03/26). However, as she taught about 

gender issues and social issues, she found that students enjoyed learning about 

these issues. Moreover, she received positive comments about her teaching from 

students. Similarly, Jennifer wondered if using gender topics in her EFL college 

classroom was appropriate. However, like Sarah, even though Jennifer taught about 

gender topics, nothing adverse happened. On the contrary, students were open-

minded and appreciated new and challenging topics. These students’ positive 

comments encouraged her to teach about social issues, environmental issues, and 

gender-related issues. 

Kathy and Tom introduced feminist teaching when they started to teach 

EFL at the university level in Japan. Kathy did not reflect her feminist identity in 

her EFL teaching practices when she first became an EFL high school teacher in 

Japan. She thought that it was important to focus on teaching grammar and 

preparing students for university entrance examinations. However, when she 

became an EFL university teacher in Japan, she wondered if university students 

wanted to learn grammar and linguistic information. She thought that Japanese 

university students wanted to practice English with meaningful contents instead of 
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learning grammar. For her, meaningful contents meant gender and other 

sociopolitical topics. 

Tom was also a very typical ESL teacher in the United States; however, he 

began to question what an ESL/EFL teacher was and what teaching English meant. 

When he started teaching, especially in Japan, he began to question a traditional 

skill-based language teaching and introduced content-based language teaching into 

his classes. Through his friendship with feminist and critical pedagogical 

professionals and teaching experiences in Japan, he became a critical language 

pedagogue and had more feminist awareness. He started to believe that it was 

important to incorporate gender issues into ESL/EFL classes. His feminist 

awareness influenced his teaching beliefs and practices. 

Thus, several participants in my study changed their feminist teacher 

identities over time through their teaching experiences, interactions with students, 

and their encounters with feminist teachers. They were not “being” but “becoming” 

and “doing” feminist teachers. 

 

Multiple Identities of Feminist Teachers 

Feminist teachers construct their teacher identities not only with feminist 

identity but also with other identities including autonomous properties (identities 

based on race, gender, class, sexual orientation, and age) and discovered attributes 

(identities based on political beliefs and professional features). Several of my 
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participants expressed not only feminist identity but other identities as an important 

element of teacher identity. 

For instance, Yu Ri valued ethnic identity as well as feminist identity. 

When she first entered the classroom every year, she mentioned her ethnic identity 

of a 2.5-generation Japan-born Korean because she did not want to surprise her 

students. She explained as follows: 

言わないとびっくりしちゃうから。「安心してね。私の第一言語は

日本語なのよ」ということを言わないと、「この先生、日本語しゃ

べれるのかな」って心配しちゃうから。[If I didn’t, students would be 

surprised. If I didn’t say, “Feel relieved. My first language is Japanese,” 

students would be worried if I can speak Japanese.] (Interview, 2012/03/22) 

She continued to say that when she taught about immigrants as one of the 

international topics in her classroom, she included Japan-born Korean issues, but 

did not teach about the issue in a straightforward way. Her ethnic identity affected 

classroom interactions, discourses, and practices. 

On the other hand, Jennifer expressed a mixed, complicated feeling of being 

an American. She explained a contradiction between being an EFL teacher in Japan 

and being a promoter of Western hegemony and culture as an American as follows: 

If I had to mention any contradiction at all, it would be in my concern of the 

imperialism of America and English and that I am a part of that machine. I 

have some guilt about that because on the one hand, I hate to see that 

America is taking over so many countries and culture, and we’re taken in 
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with American culture and American fast-food and even languages are 

dying out. I’m a part of spreading that. To compensate for that, what I try to 

do is to spread awareness about tolerance and even awareness to remind 

people, to embrace their own culture and don’t just buy into it. I recognize 

that English is a useful international tool, but I wouldn’t want Western 

culture to dominate the world. (Interview, 2012/03/12) 

She felt a contradiction with regard to her teacher identity as an American EFL 

teacher in Japan. She did not want to be a party to the promotion of Western 

hegemony or a tool of Western culture. However, she was teaching English 

language accompanying the culture and recognized English as a useful international 

tool. 

For Kathy and Sarah, sexual identity seemed to be one of important teacher 

identities. They were openly lesbians and came out of the closet. Kathy made her 

lesbianism explicit inside and outside the classroom. She told me one incident that 

happened two weeks before I interviewed her. 

In the discussion class, one of the students said to me, “How did you meet 

your partner?” (…) I said, “I met my partner in a political environment.” 

She said, “How did you meet your boyfriend?” I looked at her and I said, 

“girlfriend?” She was totally shocked. I mean absolutely stunned. 

(Interview, 2012/10/27)  

She expressed her lesbianism explicitly when she thought it was appropriate and 

useful to her students. Then, she explained that her partner had died some years 
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before. In the next week, the students came up to her with a small flower 

arrangement and said, “This is for your dead partner. I hope she is in heaven.” 

(Interview, 2012/10/27). For her, this moment meant that she accepted lesbianism 

and learned tolerance. 

On the other hand, Sarah said that she did not express her lesbianism in the 

classroom (2014/08/08). It did not mean that she hid her sexual identity or denied it. 

She said that if students asked her, she would say, “Yes, I am gay” (2014/08/08). 

However, according to the course that she taught, she consciously used her sexual 

identity as a teaching tool. For example, in the American culture course, she taught 

about LGBT culture/history and required students to watch the film “The Times of 

Harvey Milk” for homework. During class, she played his famous speech appealing 

to people to come out and why. Then, she told her students that she is a lesbian and 

emphasized that there were many more people who have not come out yet. She 

expressed her lesbianism in a very planned lesson. 

Political identity is one of the important teacher identities. For Mika, her 

teacher identity cannot be expressed without political concerns She is very active in 

political activities including anti-nuclear power protests, the defense of Article 9 of 

the Constitution, garbage issues in her local area, and support of organic foods. 

When she was a university student, she was involved in student protests and 

political actions. When she was a high school teacher, she joined the teachers’ 

union and fought for better working conditions and a menstrual leave. As the 3.11 

earthquake in Japan had a great impact on her, she has been actively involved in 
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anti-nuclear power protests. And she said that it also had an impact on her teaching 

practices and classroom discourses (Interview, 2012/04/02). 

Yu Ri and Akiko expressed their professional identities. Yu Ri used her 

professional identity as a working woman in a company as a teaching tool. She said 

that she often expressed her identity as a working woman in a company and shared 

her working experiences with students in the classroom (Interview, 2012/03/22). 

Akiko considered herself a scholar of English literature. She felt a contradiction 

between being an EFL teacher and being a scholar of English literature as follows:   

英文学を研究していることとの間のほうが乖離がある。文学的もの

がこれだけ嫌われている時代に、文学的な教材を使うことにすごい

壁があって、全く別人にならなきゃならない。[I have a gap between 

being an English language teacher and a scholar of English literature. In 

these days, as literature is not preferred (in college English classes), it is 

very difficult to use literary texts. I must be a totally different person.] 

(Interview, 2012/03/31) 

She was conflicted in the choice of her teacher identity – between that of an 

English language teacher and that of a scholar of English literature. 

Thus, many of my participants constructed their teacher identity from 

multiple elements. While some of them used each of multiple identity as a teaching 

tool, a few of them had mixed, contradictory feelings about their teacher identities. 

Such multiple identities influenced classroom management, discourse, and 

practices. 
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Chapter Summary 

My participants’ stories illustrate how the teachers became feminists as well 

as what feminism meant to them. First, the process of becoming feminists was 

different among my participants. I found that Japanese sociocultural contexts 

influenced feminist identity formation of my participants who were born and raised 

in Japan. Feminist discourses such as women’s books and music in the 1970s in the 

United States influenced two American participants. Similarly, novels and other 

discourses discussed by feminist philosophers and thinkers also influenced three 

Japanese participants. Also, for some of my participants, interactions with feminist 

activists and feminist EFL teachers and the enrollment of university courses had an 

impact on the development of their feminist identities. 

As for the question of what feminism meant to them, all of the participants 

believed that feminism meant equality between men and women. For them, it was 

important to support gender equality and justice. Several of them extended the 

meaning of feminism. For example, some of them believed that feminism meant 

considering the oppressed including the unrepresented, the underprivileged, and the 

marginalized. They thought that feminism meant pursuing social equality and 

justice for women and other oppressed groups. 

As for complexities of feminist teacher identities, I found that my 

participants reveal how they developed a feminist teacher identity over time. It was 

not a straightforward process but an evolving and complex one to become a 

feminist EFL university teacher. Also, stories told by my participants showed 
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mixed, complicated feelings about feminist EFL teacher identities. These mixed 

feelings seemed to be influenced by ethnic, sexual, political, and professional 

identities. 

Thus, there were some similarities and differences in the process through 

which these educators have become feminists and the meanings each assigns to the 

notion of feminism. I think that it was important to find that each participant 

developed a feminist identity and formulated a personal concept of feminist ideas 

in a gradual, interwoven and complex way, based on her/his own life experiences. 

While some of my participants learned feminist ideas and knowledge in the 

academic courses and discourses they encountered in the university, others 

developed them in everyday life and social interactions. Such development of 

feminist ideas and knowledge is assumed to influence their teaching beliefs and 

practices. I explain about this in detail in the next chapter. 
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CHAPTER 7 

FEMINIST TEACHING BELIEFS AND PARTICIPANTS’ DESCRIPTIONS 

ABOUT PRACTICES 

 

In the previous chapter, I described each participant’s feminist identity: the 

formation of feminist identity, the meanings of feminism, coherence and 

contradictions of feminist teacher identities, and the mutability of feminist teacher 

identity over time. In this third findings chapter, I explore their feminist teaching 

beliefs and their descriptions about practices: How did the participants’ feminist 

identities influence their teaching beliefs and practices? What feminist teaching 

beliefs do individual teachers hold? How did my participants describe their feminist 

teaching practices? (Observations of actual practices are reported in the next 

chapter.) 

In order to answer these questions, I report the findings from the interview 

data, the personal communication data, and the email communication data of the 

nine participants. I also used my interview fieldnotes to describe the findings in this 

chapter. I identified two major findings. One is that the participants teach gender 

issues in EFL classes by using gender topics, incorporating gender issues into the 

lessons, and impromptu feminist teaching. Another is that the participants teach 

according to feminist principles: equal treatment to female students, valuing 

voice/voices, building a safe environment, empowering students, and confronting 
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teacher authority. This perspective focused more on how to teach, rather than what 

to teach in the feminist teaching that my participants described. 

 

Beliefs about Teaching Gender Issues in EFL Classes 

Using Gender Topics 

 All of the participants in my study affirmed that it was important to teach 

about gender topics in EFL classes. In interviews, they said that they have taught 

about a variety of gender topics such as gender roles, divorce, marriage, child-

rearing, birth control, female genital mutilation (FGM), domestic violence, women 

and AIDS, women’s health, LGBT issues, abortion and contraception, the Grameen 

bank, female positions in main religions, separate surnames in marriage, gender 

roles, child-rearing, balance between work and family, women’s issues in 

Afghanistan, and Sommers’ sexist speech about gender differences. 

However, my participants valued the importance of teaching about other 

sociopolitical topics as well as gender topics. For my participants, teaching about 

sociopolitical topics is equivalent in importance to teaching about gender topics. 

Therefore, I asked my participants why it was important to teach not only about 

gender-related topics but also about sociopolitical topics. The following 

descriptions illustrate the participants’ reported beliefs regarding teaching about 

gender and other sociopolitical topics. 

First, my participants responded that they wanted to raise students’ 

awareness about these issues. For example, Yu Ri expressed the importance of 
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teaching about global issues, social issues, and human rights issues and raising 

awareness about these issues as follows: 

学生たちが本当にものを知らない、世界を知らないということがよ

くわかった。英語を教えるということが何なのかということをよく

よく考えて、実は何を教えるつもりなのか。私にとって、英語教え

るんじゃなくて世界を教えることだと思っているわけね。これはと

ても大事だと思っているから、そういう意味では、私は非常勤であ

っても、やっぱり教育の現場で可能な限り、何かできるんだったら

やりたい。[I realized that Japanese students didn’t know about what was 

happening in the world. I deeply thought what teaching English meant and 

what I was going to teach. For me, teaching English is not teaching English 

itself but about the world. For me, this is very important. Even though I’m a 

part-time teacher, I want to do what I can do for this in my teaching 

situation.] (Interview, 2012/03/22) 

For Yu Ri, it was important to teach about the world even in the EFL classroom. 

She continued to say that gender was one perspective to look at the world.  

Fumiko also mentioned “world knowledge” advocated by Lyle Bachman5. 

She believed that it was very important in the EFL classroom to teach not only 

                                                
5 Lyle Bachman, a scholar of applied linguistics, asserted the importance of 
communicative language ability and argued that strategic competence is affected by 
the knowledge structures (world knowledge) of the language user. 
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linguistic skills and information but also meaningful contents including world 

knowledge. She continued to talk in the interview about her teaching beliefs: 

一番は視野をひろげてほしいなと思う。いろんなことに敏感になっ

てほしいと思う。疑問をもってほしいと思う。素朴な疑問からすご

く大きなことが広がるというか、授業は一つの窓みたいな感じで、

そこから知らなかったことをいろいろ知っていく、プラス自分で問

題意識をもって解決策も考えていってほしいな。[I want students to 

broaden their perspectives. I want them to be sensitive about many issues. I 

want them to question. A class helps students broaden their perspectives 

with a simple question. A class is one window to open for students to learn 

things that they do not know. I want them to be aware of the issues and 

think of a solution.]  (Interview, 2012/03/27) 

Fumiko wanted students to learn about global issues, raise awareness about these 

issues in the world, and discover their own ideas and opinions about these issues. 

She emphasized gender issues as one of the important human rights issues. As well, 

she wanted her students to question their assumptions and develop critical thinking. 

Second, like Fumiko, other participants also placed the importance of 

critical thinking skills as the reason why they taught about gender and 

sociopolitical topics. For instance, Tom believed that teaching English was not just 

about teaching the language but also involved teaching the use of critical thinking 

skills and analysis. In an interview he said: 
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Well, of course, one of the objectives is to improve their proficiency in 

English, but I think another equally important objective is to have them 

improve their own critical thinking and critical analysis, so as to be able to 

argue a position in English and support it with their experiences or evidence 

or data or examples. I think that that’s really an important objective. 

(Interview, 2012/04/07) 

To help students develop critical thinking and analysis, he stressed the importance 

of introducing controversial, political, and social topics to ESL/EFL classes. For 

him, teaching English meant improving students’ critical thinking skills and 

analysis with the language practices through the use of sociopolitical topics 

including gender topics. 

Akiko also stressed the importance of questioning taken-for-granted matters. 

She said: 

学生はどっぷりと因習というか従来の考えに囚われて当たり前だと

思っているけど、その当たり前なのかなということを目覚めさせる

きっかけとして、そのほうが本人のためになるし、ひいては社会の

ためになるので。[Students are bound by convention and accept the status 

quo. Teaching is one opportunity to have students question taken-for-

granted matters. This is good for students and society.] (Interview, 

2012/03/31) 

For her, questioning the status quo and taken-for-granted matters was a key concept 

in her teaching. Her teaching belief with respect to critical thinking and analysis 
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was applied to her feminist teaching beliefs. To develop students’ critical thinking, 

she focused on reading texts about gender and other social issues and provided 

students with the information about these issues. She strongly believed that reading 

meaningful texts such as gender issues, sociopolitical issues, and literary texts 

helped students develop critical thinking skills. 

 By using gender and other sociopolitical topics in her classroom, Sarah 

wanted her students to develop both critical thinking skills and social actions. In an 

interview, she explained, 

I want them to understand even just a little bit that there are other worlds 

outside and other worlds are these social issues that they are a part of even 

though they’ve never considered it before. (…) So, like raising awareness of 

what we have, being grateful for that, don’t take it for atarimae (granted). 

But then maybe making a step further, taking the step further and doing 

something about it. That’s called activism. (Interview, 2012/03/26) 

Sarah wanted her students question “atarimae” (the taken-for-granted matters) and 

commit to social actions if possible. Actually, she encouraged students to 

participate in extracurricular activities. She introduced AIDS day walks, women’s 

day on March 8th, nuclear protests, and hunger fast strikes to her students. She also 

organized extracurricular activities by herself. For instance, she has done concerts 

with her students for charity and collected pencils and notebooks to send to an 

orphanage in Guatemala. 
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Mika also valued social actions as well as critical thinking skills. She said 

that by teaching about gender issues and other sociopolitical topics, she easily 

introduced extracurricular activities such as nuclear protests, Southeast Asian 

women’s meetings, organic farming activities, and other volunteer activities to her 

students (Interview, 2012/04/02). 

 As for the reason why she used gender and sociopolitical topics, Jennifer 

highlighted empowerment. She wanted to empower students by teaching about 

gender-related topics and other sociopolitical topics as follows: 

I’m happy to empower the students knowing about gender issues and 

different things whether or not they agree. Again, I’m not here to 

indoctrinate but just to empower them with knowledge. If they still choose 

to be a housewife and quit working when they are 30 and change their 

names, that’s fine. I’m not here to change their political views. I just feel 

like empowering them with knowledge and know the issues and then they 

can choose their own opinions. (Interview, 2012/03/12) 

To empower students, Jennifer used global, social, environmental, and human 

rights issues including women’s rights in EFL classes and encouraged students to 

discover their own ideas and thoughts. Thus, my participants use gender topics for 

different reasons and purposes. 



 196 

Incorporating Gender Issues into the Lessons 

In some of the discussions I had with participants about teaching about 

gender-related topics, described above, several of them expressed the importance of 

incorporating gender issues into the lessons. In an interview, Sarah told me that she 

incorporated gender issues into the other sociopolitical topics such as poverty, war, 

media, health, and children (Interview, 2012/03/26). She put one example this way: 

If you’re talking about water, well, I’ll bring in – there’s the great video 

about women and girls having to go for water and they don’t get education. 

If we solve the water problem, then we can raise the education rates. That’s 

the idea. (Interview, 2012/03/26) 

She tried to give students information on how each of these issues was related to 

women and gender. For her, teaching about gender issues meant not simply 

teaching about gender topics but also incorporating gender issues into the lesson. 

Like Sarah, Tom incorporated gender issues into sociopolitical topics. 

Instead of teaching about gender topics directly, he preferred incorporating gender 

issues into the topics such as media, identity issues, ethics, language, and 

communication. He explained: 

It’s not that we’re going to talk about gays and lesbians today, but we’re 

talking about ethics, and as it happens, we’re going to talk about and use an 

example. Although the man happens to be a gay, he is talking about his 

experiences and defending his right to be a gay. That’s one of the examples. 

It might be on language and communication. I’ll talk about the myth that 
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women talk- about stereotypes of women talking more than men. The 

stereotypes exist, given that the research doesn’t support that and so forth. 

Again, it’s not like we’re going to talk about women in language specifics. 

It’s talking about different perspectives and different approaches to it. 

(Interview, 2012/04/07) 

For him, it was important to teach the issues from different perspectives and in 

different approaches. He believed that these perspectives and approaches developed 

students’ critical thinking skills. 

The participants who preferred using textbooks also asserted the importance 

of incorporating gender issues into the chapters in the textbook. Linda said that 

although she basically instructed students by following a textbook, she sometimes 

incorporated gender issues into the lesson that she taught (Interviews, 2012/03/30 

& 2012/09/13). She said that teachers could always incorporate gender issues into 

the lessons, even if teachers did not bring in special materials they created 

(Interview, 2012/03/30 & 2012/09/13). Showing me the textbook she used in her 

classroom, she explained this as follows: 

Every topic can be a kind of gender thing, especially employment issues, 

organ tissue and donation, it’s about your body, that can be a feminist issue. 

Animal rights, they talk about using animals, testing animals for makeup so 

that’s a feminist issue. Violence and non-violence, that’s a feminist issue; 

education and family, marriage and divorce, so all of these are kind of 
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related, but it doesn’t just say gender, gender, gender. Actually everything is 

related to gender, right? (Interview, 2012/03/30) 

In an interview, Mika also gave me one example in which she incorporated gender 

issues into the textbook chapters (Interview, 2012/04/02). When she taught about 

one textbook chapter concerned with fashion, she showed the documentary film 

China Blue in which Chinese women laborers were exploited in clothing factories. 

She wanted her students to understand their harsh working conditions, low-wages, 

and long working hours. Moreover, she wanted them to understand that people in 

developed countries including us took advantage of them. Fumiko similarly 

mentioned that she incorporated gender issues in topics on overpopulation in India 

and China and the notion of political correctness in English that were chapters of a 

textbook and prepared supplementary materials. 

Thus, my participants’ descriptions about feminist teaching practices 

revealed that for them feminist teaching not only involved teaching about gender 

topics in a straightforward way but also incorporating gender issues into other 

social, cultural, global, and humane issues. 

 

Impromptu Feminist Teaching 

Akiko, Fumiko, Mika, and Yu Ri mentioned that they opportunistically 

brought gender issues into their classes. For instance, Fumiko has taught about 

women’s issues in Afghanistan and Sommers’ sexist speech about gender 

differences in her EFL classes because these were current issues and she wanted 
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her students to know these issues as an example of a global and current issue. She 

believed that to connect society with students, it was important to bring in current 

social topics including gender topics in her EFL classes in a straightforward way. 

When Akiko had extra time, she brought in literary texts such as short 

stories and digest versions of D. H. Lawrence, E. A. Poe, H. James, and J. Austen 

in her classes. She said that by using the literary texts, she was able to talk about 

women’s status and situations in the 19th century and to give information of how 

differently women were treated at that time, as compared with now (Interview, 

2012/03/31). She strongly believed that students could learn about humanism, 

equality, and social justice from English and American literature just as she had 

done. She thought that meaningful texts and understanding the contents led 

students to awareness and consciousness toward social equality and justice 

including gender equality and justice. 

Yu Ri told me that even if she did not bring in gender topics in a 

straightforward way, she would teach English from her feminist perspective 

(Interview, 2012/03/22). She explained: 

教材の中にいろんなのが出てくるわけ。その時は私はもう全部話す。

絶対やるのはミズ（Ms.）って出てくるでしょう。それから、センテ

ンスの中にいろんなのがでてくるんですよ。ちょこっとはアメリカ

社会知っているし、外資のことも知っているし。材料はいくらでも

あるから、こっちがそういう視点をもっていればいくらでも拾える。

[Even in the (TOEIC) textbook, various words and topics appear. I talk 



 200 

about many things in relation to the words and topics. “Ms.” always appears 

in the textbook and I definitely talk about it. Some sentences include 

various issues. I know about American society and foreign affiliated 

companies. As there are some materials related to gender in the textbook, if 

we have such a perspective (feminist perspective), we can incorporate it into 

the lesson.] (Interview, 2013/03/22) 

She also said that she pointed out false generics such as “he” and job titles such as 

“policeman” to promote gender bias-free teaching (Interview, 2103/03/22). She 

thought that if teachers had feminist perspectives, they could do something to 

reflect their feminist perspectives in their classrooms. I found that this perspective 

was shared by many other participants in my study as well. 

Thus, there are some minor but important ways that the teachers incorporate 

their feminist perspectives into their lessons. 

 

Teaching According to Feminist Principles 

Equal Attention to Female Students 

One important feminist principle I identified through interviewing was the 

value that my participants placed on equal treatment and attention to female 

students. Tom provided a clear example of the importance of treating female 

students fairly and equally: 

I’ve become more aware of making sure, for instance, that I treat men and 

women equally both in terms of teaching time and in terms of treating them, 
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because a lot of times if you look at the literature, women usually 

participate less in conversations or are given less time to think and so forth. 

Teachers often concentrate more on boys than girls or men than women. 

You have to, as a teacher, be very conscious of that and make sure that you 

are not falling into that pattern. It's just conscious awareness of my teaching 

practices. (Interview, 2012/04/07) 

He believed that teachers should pay more attention to female students and give 

more linguistic space to them, because female students were typically paid less 

attention to in the classroom. 

Kathy also drew attention to the classroom activities inclusive of women by 

giving special attention and treatment to female students. She said, 

I usually have a feminist perspective on everything, but even in class, even 

in small things in class. If they have to be in a group and they’re going to be 

writing, some of them have to take notes. This often happens in my 

classroom. I’ll say, “Girls are not allowed to take notes. Boys have to take 

notes.” (Interview, 2012/04/01) 

She did not want both male and female students to take it for granted that girls take 

notes and do secondary jobs. She gave equal treatment and attention, and even 

special treatment to female students. 

Similarly, Yu Ri said that she consciously encouraged female students, 

though she tried to treat male and female students equally (Interview, 2012/09/24). 

When I asked her if this choice of how to treat her students came from her feminist 
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perspective, she affirmatively said, “もちろんです [Of course]” (Interview, 

2012/09/24). 

Thus, Tom, Kathy, and Yu Ri taught according to their feminist principle of 

equal, or even special attention toward and special treatment of female students. 

 

Valuing Students’ Voice/Voices 

Many of my participants (Fumiko, Jennifer, Kathy, Linda, Mika, Sarah, Yu 

Ri) said they valued students’ voice/voices including self-expression. For feminist 

educators, voice is a learning component and the awakening and ability of students 

to speak for themselves, connected to their personal experience. Fumiko’s account 

is one example of this. She stressed that she wanted students to engage in 

sociopolitical issues including gender issues, consider them introspectively, and 

express their own opinions about these issues in English. She valued introspection 

through a dialogue with an inner self and wanted her students to discover their own 

voice/voices, which she explained as follows: 

内なる変化というか、自己との対話みたいなのをめざしてほしい。

人は人で、誰かがこうだからこうだとか、世の中の流れがこうだか

らこうだじゃなくて、それにちょっと疑問をもって、みんなはこう

思うかもしれないけれど、自分は本当はこうなんだっていう、自分

を見つめてほしい。他者との比較の中で。[I want students to have a 

dialogue with the self and an inner change. It’s not like someone said so or 

that’s the way it is. I want them to have questions and express their ideas 
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even though other people have different ideas. I want students to look at the 

inner self through the interactions with others.] (Interview, 2013/02/22) 

She valued students’ discovering their own voices and personal growth. For her, 

voice meant the awakening and ability of students to speak for themselves. To help 

students discover their voices and express themselves in English, she always made 

a post-activity for each lesson and had students write their ideas and opinions in 

English. She also encouraged students to use I-messages such as “I think…” “I 

feel…” and “I like/dislike…” For Fumiko, helping students discover their own 

voices and express them in English was one of her important teaching philosophies. 

Similarly, in an interview, Mika said that she sometimes used reflective 

writing for students’ self-expression (Interview, 2012/09/03). She asked students to 

write about their opinions and feelings concerning the topic that they learned in the 

class and collected these short writings, which she called reflective writing. 

Depending on students’ English proficiency, she asked students to write their 

reflection in English or Japanese. She thought that reflective writing helped 

students “express their feelings and write whether they liked it or not and why” 

(Email communication, 2011/09/30). Like Fumiko, Mika encouraged students to 

use I-messages. She also thought that she wanted to give students an opportunity to 

express their ideas and opinions as much as possible because Japanese students 

hardly spoke up in class and had very little opportunity to express themselves. She 

often found students’ insightful comments in their reflective writing, in which they 

seemed awakened to new ideas. 
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Yu Ri also valued student’s voices and self-expression. She learned that for 

women, gaining voice is power through studying feminism and helping in feminist 

workshops, and believed that it is important even for students to gain voice. For her, 

voice meant not only expressing their own opinions based on their personal 

experience but also using voice/voices. She explained, 

さっき私、ボイスっていったよね。私がクラスの中で英語の、たと

えば TOEICであっても、実践していることは口を開かせること。ま

ず口を開かせるということ。音を出すということ。自分の身体性を

もっているということね。だから、ボイスという意味では口を空け

させる。[To put it concretely, what I’m teaching now is English and the 

tool is English. I mentioned voice a few minutes ago. In my English classes, 

even in the TOEIC course, what I’m doing is to have students open their 

mouths. I do make them open their mouths. I make them give voice. 

Voicing means that they are there and it is related to their bodies. So, in 

terms of voice, I have students open their mouths.] (Interview, 2012/03/22) 

She connected voices to bodies. She said that if students were sleeping in the 

classroom, it would be equal to students' not being there (Interview, 2012/03/22). 

To make learning happen, she wanted her students to speak up in her classroom. 

She also used reflective writing for producing students’ voices (ideas) and 

expressing themselves in English and even in Japanese. She said, 

ペーパーをやっぱり書くことは、ある程度自分の考えをまとめない

ことには書けないからね。(…)自己表現もそう。だって、ペーパー



 205 

を書くのは言葉をそこに投げつけるわけだから、ある程度言葉がな

いと書けないじゃないですか。自分はこう思いますって、そこにだ

さなきゃだめなわけですよ。一応「私」が主語。主語をもってこな

いとダメだから。[Writing a paper means organizing your ideas to some 

extent. (…) (Without this) you cannot write a paper. The same as self-

expression. As writing paper means expressing your words (ideas) in it, (if 

you don’t have your words,) you can’t write a paper. You must write “I 

think…” in the paper. You must express this. “I” is the subject. You must 

bring the subject in it.] (Interview, 2012/03/22) 

Yu Ri thus valued students’ voices in her classroom as oral production and I-

messages in reflective writing as written production to help students express 

themselves in both English and Japanese. 

 

Building a Safe Environment 

 For students coming to voice, feminist educators are concerned about 

creating a safe environment in the classroom. As well my participants were 

concerned with “a safer environment” (Sarah) in the classroom. Some of them 

referred it as “a friendly and fun atmosphere” (Kathy), “rapport with students” 

(Mika), and “a trusting relationship with students” (Yu Ri) for discussing gender 

topics in future lessons and helping students express themselves in English. The 

following descriptions from my participants illustrate the value that they placed on 

creating a safe environment in their classrooms. 
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Sarah was very concerned about creating a safe environment because she 

believed that a safe environment would encourage students to discuss sensitive, 

difficult, and controversial gender issues in future lessons. To make a safe 

environment, she has spent the first two weeks doing a significant amount of pair 

and group work to encourage students to get to know each other by using very easy 

questions such as “What’s your favorite?” “Do you like pizza?” “What high school 

did you go to?” and so on. She thought that creating a safe environment was 

meaningful for students not only for expressing themselves but also discussing 

gender and other sociopolitical issues in the future lessons, which she explained as 

follows: 

I mean hopefully it’s a safer environment, which is another thing to create a 

classroom to talk about these issues [gender and other sociopolitical issues]. 

A lot of times, especially university students can’t talk about these things. 

How many times have I read on the questionnaires at the end of the 

semester? “Thank you. I never had a place to talk about these things.” Even 

just creating that safe environment, I think it’s meaningful, right? (Interview, 

2012/03/26) 

Similarly, Kathy tried to create “a friendly and fun atmosphere to which students 

want to come back next week” to help students express themselves in English and 

for future lessons to discuss difficult and controversial gender topics (Interview, 

2013/03/16). She explained how to build a friendly and fun atmosphere as follows: 
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The first three weeks of the semester are nothing about teaching. The first 

three weeks are mind changing. Students don’t know about this. … But my 

main focus of the first three weeks is to get used to the ideas, “we come to 

like English,” “it’s fun,” “it’s fascinating,” “we can work together,” “as 

soon as we come in the room, we are on it.” (Interview, 2013/03/16) 

For her, the first three weeks of the semester was helping students change their 

attitudes. In the first three weeks, students talk about themselves such as their 

family, hometown, hobbies, favorite foods, and favorite seasons in pair and group 

work in order to get to know each other and become comfortable using English. 

She believed that a friendly atmosphere would make students less tense and 

nervous when she introduced difficult and controversial gender topics in future 

lessons. 

Thus, the feminist EFL teachers in my study tried to build a safe, friendly, 

and trusting environment in their classrooms to help students express themselves 

and discuss difficult and controversial issues including gender issues in the future 

lessons. 

 

Empowering Students 

A teaching principle expressed by several of my participants was a desire for 

students to become empowered through the participants’ classes. Kathy for instance 

emphasized empowerment as an important issue for her feminist teaching 
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philosophy. As the following comment shows, she connected successful English 

acquisition and students’ confidence. In her words, 

At the end of year, the most important thing is that all the students feel 

better about themselves as human beings. They feel more confident and 

many students say, “I really feel much better and I don’t care about my 

mistakes any more blah, blah, blah, blah. I know I’ve done a good job.” 

Then, they are able to think and they’ve been exposed to these issues. So, to 

me, education is a holistic issue. I went to school to learn how to think 

better and to have more confidence, not to be able to pass tests. This is the 

chance we have in these universities. (Interview, 2012/04/01) 

Such successful experiences in which students expressed their opinions in English 

made students feel better about themselves and developed their self-confidence. To 

have students express their opinions in English in a non-threatened way, she said 

that she used a lot of pair work and group work (Interview, 2012/04/01). 

Similarly, Linda connected English acquisition and empowerment. She 

believed that it was important to teach meaningful communication through the use 

of gender and sociopolitical topics. She believed that through meaningful 

communication students felt empowered by expressing themselves in English. She 

called it “linguistic empowerment” (Email communication, 2011/06/13). The 

reason why she focused on communication skills, including self-expression in 

English, was that she believed that developing high-level English communication 
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skills could result in future success for female students, and thus empower them. 

Her ideas are as follows: 

For English to be empowering, the girls must be able to have sufficient 

ability that they can work freely in English and Japanese. If they develop 

high-level English skills, I assumed they are also developing high level 

thinking skills and knowledge about many issues (including their own 

academic areas) as well. (Email communication, 2013/10/15) 

Linda focused on developing high-level English communication skills in her 

female students, which she believed would lead female students to better jobs, and 

not become merely the subordinate staff of male workers. 

To help students develop high-level English communication skills in her 

English conversation classes, Linda said that she used a lot of pair and group work 

and gave students more opportunities to express themselves in English (Interview, 

2012/03/30). In her writing classes, Linda used journal writing because she thought 

that students recycled the vocabulary that they were studying in the textbook and 

got used to writing without a dictionary, which developed fluency in writing. She 

seemed to teach high-level English skills according to her feminist principle of 

empowerment. 

 

Confronting Teacher Authority 

Every teacher in my study acknowledged that there was a power imbalance 

between teacher and student in that teachers had power over students in various 
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ways such as topic choice, textbook choice, assignments, tests, grading, and 

classroom instruction. The issue of power is one of feminist pedagogy’s concerns. 

Although the power imbalance between teacher and student is inevitable, how did 

the feminist teachers in my study deal with teacher authority? What kinds of power 

relations facilitated their teaching? 

In interviews, I asked them how they managed their classes. As for 

textbooks, Akiko, Fumiko, Linda, Mika, and Yu Ri said that they often used the 

textbook that they chose if they have freedom to choose. On the other hand, 

Jennifer, Kathy, Sarah, and Tom said that they often created their own materials for 

students. As for classroom management, many participants in my study (Fumiko, 

Jennifer, Kathy, Linda, Mika, Sarah, Tom, Yu Ri) said that they directed classes by 

using a series of inductive questions to students, pair and group work, and class 

discussion. They guided students toward group work and class discussion, and 

coached students into suggesting solutions and consequences to the problem. Their 

teaching seemed to be teacher-directed in terms of the choice of topics, materials, 

and classroom management. 

However, at the same time several participants (Kathy, Mika, Sarah, Tom) 

negotiated assignments, grades, and syllabi to avoid conveying an authoritarian and 

directive persona in their classrooms. For instance, Kathy, Sarah, and Tom 

negotiated grading. They mentioned that when students wanted to get better grades 

and consulted with them, they gave students extra work such as journal writing and 

outside-of-class activities and gave better grades. Tom also said that he negotiated 
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syllabi (Interview, 2012/10/17). He told me that although he went with his original 

plan at the beginning, in the middle of the semester he asked students what they 

thought about the class and negotiated any changes that students wanted (Interview, 

2012/10/17). By negotiating assignments, grades, and syllabi, my participants 

seemed to negotiate a power imbalanced relationship between teacher and student. 

Mika’s case was an interesting example of a teacher trying to avoid power 

over students. By making test questions with students together, she tried to avoid 

presenting herself as an authoritarian figure in the classroom. She explained that in 

her English reading class she had students make a few questions about a reading 

passage in each unit in a textbook (Personal communication, 2012/09/03). She 

collected the questions, chose five good questions from students, typed them, and 

distributed them to students. To review the previous lesson, she had students solve 

these questions in the first ten minutes of the class. Then, she included some of 

these questions in the term test. She seemed to deconstruct the idea that a teacher is 

the only one who has power to make a test and students just take a test. 

In terms of the relationships between teachers and students, some of the 

participants (Akiko, Fumiko, Jennifer, Linda) drew a clear line between students 

and teachers and refused an equal and egalitarian relationship between students and 

teachers. When I asked Linda about power imbalance between teachers and 

students and teacher authority, she acknowledged such a power imbalance. She told 

me that she has power to make students fail but never abused students with it 
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(Interview, 2012/09/13). However, she drew a line of demarcation between 

students and teachers. She said: 

These days when I teach freshman students, I tell them to call me professor, 

doctor, or Mrs., not my first name, because I don’t want them to call me 

Linda. First of all, it’s kind of foreign thing. I’m not an ALT at school. 

Japanese high school teachers kind of tell that all foreign teachers talk on a 

first name basis. But you don’t. You need to know that when you talk to 

foreign persons who are old and in the position of power, you are always in 

the air of politeness. You always start with the most polite way of calling 

someone. …Even in the States, if you go to the university, you don’t go up 

to your professor for the first time and say, “Hey, Bob.” You have to 

negotiate this kind of relationship. (Interview, 2012/09/13) 

Linda refused the equal and egalitarian relationship between teachers and students. 

Jennifer made a similar comment about the relationship between teachers and 

students and said that Japanese students usually thought that Americans use their 

first names with each other at any time. 

Like Linda and Jennifer, Fumiko said that she disliked being called by her 

first name by students: 

自分のことをフミコさんとか呼ばせるのは嫌なの。陰で呼んでいる

のは知っているけど。私の前では TPOをわきまえてほしいから。力

関係というわけではなくて、politenessのひとつだと思う。社会性だ

と思う。変に馴れ馴れしいのはやめてほしい。学生には Don’t be too 
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friendlyって言うのだけど、あまり friendlyにはしてほしくない。[I 

don’t like students calling me Fumiko-san. I know that they are calling me 

like that behind my back. I want students to understand TPO [Time, Place, 

Occasion]. It does not mean that I want to show my power, but I think it is 

one politeness. I think it is a social manner toward teachers. I don’t like 

students being too friendly. I said to students, “Don’t be too friendly.” I 

don’t want students to contact me with too friendly attitudes.] (Interview, 

2012/09/08) 

She emphasized that she was not her students’ friend and there should be a clear 

line between students and teachers. Akiko also did not like being called her first 

name by students because she thought that it was not the issue of power but 

etiquette. She thought that students need to learn about well-mannered behavior 

and politeness in the academic and social world. 

On the other hand, Kathy, Mika, Sarah, Tom, and Yu Ri were not 

concerned with what they were called by students and whether it was a first name 

or a family name. They seemed to be more concerned about building a trusting 

relationship between teachers and students. In an interview, Yu Ri said: 

つながる装置をつくってあげるのが先生の仕事だと思う。それぞれ

が繋がる。私が今回気にしてやったのは、今度もやろうと思うんだ

けど、場づくり。場づくりというのは、私と生徒は当然なんだけど、

生徒と生徒の繋がりをつくってあげるとすごくいいクラスができる。

点が何点あがったというよりも学ぶ空気をつくりたい。[I think a 
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teacher's role is to make a space to connect others. Each connects others. I 

continue to make that kind of space for students next year although I tried to 

make it this year. Connections means not only between students and me but 

also among students, which leads to a very good class environment. I want 

to make a good learning environment for students before I improve their 

test score.] (Interview, 2013/02/25) 

She stressed the trustful relationship between teachers and students. To build a 

trustful relationship between a teacher and students, she memorized students’ 

names and shared her personal stories including career experiences and life 

experiences. She was assured that a trusting relationship between teachers and 

students affects classroom management, atmosphere, discourses, and even her own 

teaching and students’ learning. 

Kathy similarly mentioned an emotional relationship between teachers and 

students. She said, “Teaching is an abstract emotional connection between teachers 

and students, which is meant to stimulate students to become better” (Interview, 

2012/04/01). She believed that a friendly and trusting emotional connection 

between teachers and students stimulated students to engage with learning and feel 

confidence. She also said that if there were a friendly and trusting emotional 

connection between teachers and students, everything would go well in the 

classroom (Interview, 2012/04/01). Like Yu Ri, Kathy was assured that it affects 

not only students’ learning but also classroom management and atmosphere. 
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Thus, my participants confronted teacher authority. However, how they 

dealt with teacher authority differed. To teach about good manners and politeness 

in the academic and social world, some of the participants used teacher authority as 

a teaching tool. To make teacher power less explicit and more balanced, they 

negotiated assignments, grades, and syllabi and tried to build a trusting relationship 

between themselves and students. 

 

Chapter Summary 

All of the nine participants believed that teaching English meant more than 

teaching the language; therefore, it was important to teach about meaningful 

content such as gender issues in the EFL classrooms. However, they had different 

reasons and purposes for bringing in gender issues into their classrooms. They used 

gender-related topics because they wanted to raise students’ awareness about 

gender issues, develop their critical thinking skills, and empower students. Whereas 

some of them valued the importance of using gender topics in a straightforward 

way, others asserted the importance of incorporating gender issues into other social, 

cultural, global, and humane topics. Whereas some of them carefully prepared and 

brought in gender-related topics in their classrooms, others opportunistically 

brought in gender-related topics when they thought it was appropriate and had extra 

time. 

My participants were also concerned with teaching according to feminist 

principles such as equal treatment to female students, valuing students’ 
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voice/voices, building a safe environment, empowering students, and confronting 

teacher authority. Even though they might not teach about gender-related topics in 

their classrooms, their feminist beliefs reflected their views about teaching 

practices. They valued gender equality, so they gave equal treatment and attention 

to female students. They evaluated students’ voice/voices, so they encouraged 

students to express themselves in Japanese and English. They considered a safe 

environment as necessary to help students express themselves and for future 

lessons to help them discuss controversial and difficult gender topics. They also 

valued empowerment to encourage female students to have better jobs and success 

in their lives. Although they acknowledged a power imbalance between teacher and 

student, their different views of power distance between teacher and student was 

reflected in their behaviors and attitudes toward students. To promote feminist 

values, my participants said that they used different teaching methods and 

approaches such as group techniques, writing techniques, problem-posing teaching, 

and I-messages. 

Thus, my participants reported that they practiced feminist teaching in two 

ways; teaching gender issues in EFL classes and teaching according to feminist 

principles. 
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CHAPTER 8 

FEMINIST EFL CLASSROOMS IN PRACTICE 

 

What I learned from the nine participants in my study in the previous 

chapters leads me to further inquiry: What is actually happening in the classroom? 

What and how do these feminist EFL university teachers in Japan teach in the 

language classroom? In order to answer these questions, in this last findings chapter 

I describe my participants’ classroom practices based on six cases from classroom 

observations, one case from the DVD that the participant recorded of his own 

classroom, and two cases from teaching journals. In addition, I used classroom 

observation-field notes, interviews, email communications, and personal 

communications, as well as handouts and textbooks that the participants used in 

their classrooms in order to describe their actual classroom practices in detail. I 

identified three categories of feminist EFL classroom practices among my 

participants: teaching about gender issues, incorporating gender issues into the 

lesson, and teaching about non-gender-related issues. I describe five cases in which 

teachers overtly taught about gender issues, one case in which the teacher 

incorporated gender issues into the lesson, and three cases in which teachers taught 

about non-gender-related issues. Readers can compare the descriptions of actual 

practices to what the participants reported they believed and did. 
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Teaching About Gender Issues 

Fumiko 

Fumiko, a Japanese associate professor, shared her teaching journal with me 

when she taught an EFL course in the private university where she worked as a 

part-time lecturer. The course was called “General English I” a required course for 

first-year students who majored in management in the university. There were 

generally 30 students (26 male, four female) in the classroom. The class met once a 

week for 90 minutes for fifteen weeks per semester. As she had the freedom to 

choose a textbook for the course and made her own syllabus, she used the textbook, 

CBS News Show broadcast, published by a Japanese publishing company. In the 

classroom, she reportedly used 60-70% English and 30-40% Japanese in the 

classroom, depending on students' English proficiency and the topics employed 

(email communication, 2013/05/12). She said that she instructed in English as 

much as possible, as long as her students were able to understand what was going 

on in the classroom (Interview, 2013/02/22). 

To describe her classroom practice, I refer to a textbook and handouts that 

she used in her classroom, interviews, email communications, and my interview-

fieldnotes as well as her teaching journal. The teaching journal described how she 

taught one unit of the textbook, “Unit 10 Women Rise in Workplace.” It was 

originally a CBS news show. It reported about a woman who started to work full-

time and her husband, who stayed home with their two children since he lost his 

job during the recession. Their children said that the change in family roles had 
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given them a better relationship with their father. The news report illustrates family 

dynamics and the change in American family roles. 

According to her teaching journal that I received on March 3rd, 2013, 

Fumiko spent two lessons to teach this unit, December 8th and 15th, 2012. In the 

pre-activity, she did a vocabulary quiz in which she pronounced 10 words in 

English that were key words in the lesson and had students spell each out on paper 

and write their meanings in Japanese. After she checked the spelling and meanings 

with the students, she got into the day’s lesson by asking the questions “Would you 

like to be a stay-at-home mom?” to female students and “Would you like to be a 

stay-at home dad?” to male students in English. She called on a few of both male 

and female students and asked these questions to them. There were interactions 

between the teacher and individual students, which she called “a small talk.” Then 

she moved into the textbook. First, she had students watch the DVD news clip in 

the textbook that dealt with the topic of women's rise in the workplace and asked 

them what the news was about. She called on a few students and had “a small talk” 

with them. To help students understand the news story, she had students do two 

Word Matching exercises in the textbook. She played the DVD news clip again. 

She asked students to take notes during the second viewing. Then, through 

interactions between the teacher and students, she illustrated the story of the news. 

She had students do a cloze listening exercise of the short passage in the textbook 

that was a summary of the news story about women’s rise in the workplace by 
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listening to the CD. She asked students to check words in the blanks in the passage 

and read the passage aloud in pairs. This was how she conducted the first lesson. 

In the second lesson, Fumiko reviewed the previous lesson and had students 

do a cloze listening exercise by listening to the whole script of the news in the 

textbook. She played the DVD news story a few times and answered the blanks 

through interactions between her and students. She went to the comprehension 

questions in the textbook and checked them with students. As a post-activity of the 

lesson, she provided students with a handout written in English that she created. In 

the handout, she gave two situations, one for female students and another for male 

students. For female students, the situation was that her husband loses a job, and for 

male students, it was that he loses a job. She provided four choices to solve each 

situation in the handout. She required students to choose one of them and write the 

reason why they chose it. Then she had students share their opinions in small 

groups in English. After that, she interacted with students and discussed which they 

chose and why they chose it. 

Finally, she introduced a Japanese newspaper article about a public-opinion 

poll about marriage and family that compared Japan and the United States. She 

noted that students were surprised at the conservative attitudes of Americans 

toward marriage and family (Fumiko’s teaching journal, 2012/03/03). 

In sum, Fumiko purposely chose a textbook that included gender issues 

because she thought that it was important to teach about gender topics in her EFL 

classes. She used a textbook as a resource for input and created a post-activity 
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exercise for output. She used interactions between the teacher and students while 

doing exercises in the textbook. She used a post-activity that she created to help 

students discover their own voices and express their opinions in English. Through 

learning about this topic, she wanted her students to understand family dynamics. 

She also wanted them to question the traditional roles of father at work and mother 

at home and understand that gender roles and family roles are changing. 

 

Jennifer 

Jennifer, an EFL American part-time lecturer, allowed me to look at her 

teaching journal and handouts that she used when she taught the Intensive English 

course in a women’s university where she worked as a part-time lecturer. I provide 

an account of her classroom practice from her teaching journal, handouts that she 

provided in her classroom, interviews, email communications, and my interview-

field notes. The Intensive English course met five times a week for 90 minutes for 

three weeks in summer, 2012. She taught two Intensive English courses; one was 

for 13 advanced female students and another had 18 intermediate female students. 

The courses were electives and the students were first- and second-year students 

who majored in English. In the course, she had the freedom to use any sort of 

materials and write her own syllabus. Accordingly, she chose not to use a textbook 

and instead prepared materials from Internet news reports, articles, and some short 

readings from books. For this course, she focused on gender-related topics such as 

news reports about Japanese women’s Olympic soccer players upgraded to 
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business class on flights, separate surnames and double surnames in marriage in 

Japan, and body images of women. 

In the first-week lessons, Jennifer used a news report written in English 

about Japanese women soccer players in the Olympics upgrading to business class 

on a flight. The news was that whereas men players flew business class to and from 

London, women players flew economy class. After the women’s team won the 

Olympics silver medal, the upgrade happened. The Japanese football association 

made a discriminatory comment that this was because men players were 

“professional.” The news was a hot topic in summer, 2012, in Japan after the 

Olympics. She thought it would be a good topic for her students. She brought in the 

news report from a website. In the first lesson, to warm up, she had her students 

talk in groups in English about the Olympics and business class on flights. Then, 

she opened class discussion in English. Her female students actively engaged in 

discussion and ended up talking about gender inequality in Japanese society in 

English. In the second and third lesson, following her handout, she had students do 

pair and group work to fill in a chart about gender inequality and how to remedy it 

and fill in the blanks by listening to the news report. Every time the students 

finished an activity, she opened the class to discussion to encourage students to 

express their opinions in English. In the classroom she put issues and concepts “out 

there in a non-preachy way” (Interview, 2012/09/16) and casually engaged in 

dialogues with students by asking questions. In the fourth lesson, she played the 

English song “Sisters are doing it for themselves” and went over the lyrics in detail. 
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The students and she discussed their ideas about the meaning of the song and about 

gender equality/inequality in Japan in English. 

In the second week, she brought in a two-page handout about surnames 

after marriage from the textbook Colors of English. She put students in groups and 

asked them to discuss the surname issues in English. She opened a class discussion, 

reviewed students’ opinions, and wrote them on the board in English. She clarified 

that separate surnames in marriage were not allowed under the law in Japan. She 

also brought in the four-page English essay “The ‘Double Surnames’ Issue in 

Japan” written by Keiko Watanabe and divided the essay into four parts. She put 

students into four groups and each group summarized the part assigned to their 

group. She had students do a jigsaw reading in English to better understand the 

content of the essay. Last, she had a class discussion with the students to give them 

a chance to express their opinions in English. 

In the third week, she brought in two English essays about “A beauty 

contest for men” and “Whose body is this?” from books. Through these essays, she 

tried to have students critically think of and analyze beauty images. According to 

her teaching journal, “a lot of what the students said pointed to a shift from Asian 

beauty to Westernized beauty,” which did not surprise her (Jennifer’s teaching 

journal, 2012/09/16). She listened to all of their ideas before mentioning her own. 

In the reading “Whose body is this?” that discussed weight/body images, students 

expressed their experiences in high school with diets, and various thoughts 

regarding the topic in English. 
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At the end of the course, she gave a survey. The two questions were “What 

did you like about this course?” and “What did you learn in this course?” She 

received positive comments from the students about her lessons. For example, “I 

had never thought about this topic before the class, so it was interesting to know 

why the surname is important to us;” “I learned about gender issues and critical 

thinking about what is thought of as natural;” and “All articles were interesting. I 

could learn about feminism in this class. Moreover, I learned some words related to 

feminism and beauty” (Jennifer’s teaching journal, 2012/09/16). Thus, the students 

seemed to enjoy learning about various gender topics. 

To clarify her classroom practice as described in her teaching journal, I 

asked her how she facilitated classroom discussion (Interview, 2013/08/09). To 

motivate students to express their own feelings, opinions, and ideas in English, 

Jennifer said that she often used interactions between teacher and student and 

among students (Interview, 2013/08/09). During the interactions, she also used 

encouraging comments and compliments such as “Good,” “That’s an interesting 

idea,” and “I like your idea. Can you explain it?” (Interview, 2013/08/09). Even if 

she did not agree with the student, she used comments such as “Why do you think 

like that?” and “That’s an interesting way to look at it but consider…” (Interview, 

2013/08/09). She posed questions and tried to encourage students to express their 

ideas and opinions in English. 

To summarize her teaching practice, she valued teaching about gender-

related topics in her EFL course. Through teaching about gender-related topics, she 
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tried to help students be aware of gender equality and justice, develop critical 

thinking, and discover their ideas and thoughts and express them in English. 

 

Kathy 

Kathy, a British EFL part-time lecturer, invited me to her class, which was a 

required English course for English major students in a private university. There 

were 15 second-year students (three male, 12 female) in the class. The class met 

once a week for 90 minutes for fifteen weeks during the first semester of 2012. In 

this course, Kathy used materials that she created and made her own syllabus. The 

lesson that I observed was about LGBT issues. For the following account of 

Kathy’s classroom practice, I used audiotaped classroom observation, observations-

fieldnotes, personal communications before and after the classroom observation, 

and handouts that she provided in her classroom. 

In the first ten minutes, Kathy talked about the topic of journal writing that 

all of the students in the course were required to write as homework in English. The 

journal topic of the week was “Best Friends.” To help students get ideas about the 

journal topic, she talked about her best girlfriend when she was a child. Then, she 

moved to the main teaching about LGBT issues. However, she did not mention the 

topic of the day’s lesson before she started to teach. She first distributed a handout 

of the poem “Stop all the clocks” written by W. H. Auden to students, read the 

poem aloud herself, and explained difficult vocabulary in the poem in English. She 

asked students, “Who wrote this poem to whom?” and let students discuss the 
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question in English in 4-person groups for 10 minutes. Then, she opened class 

discussion in English and each group started to say, “A woman wrote it to her 

boyfriend,” “A mother wrote her son the poem,” “A wife to her husband,” “A girl 

to her pet,” and so on (Classroom observation, 2012/06/14). She made some 

comments such as “It could be so,” “It’s an interesting idea,” and “That’s true” 

(Classroom observation, 2012/06/14). Then, she showed a short film clip of Four 

Weddings and a Funeral in which a man read the poem at his male lover’s funeral. 

At this point, students found that the poem was written by a gay poet. She wrote 

three questions on the blackboard; (1) Do you have any lesbian, gay, bisexual, or 

transgender friends, family members, or schoolmates? On TV? (2) If you have a 

friend who came out to you, what would you advise them to do?; in school, at work, 

with their families? (3) Why are people against gay marriage in Japan? (Classroom 

observation, 2012/06/14). She asked students to discuss these questions in groups 

in English and gave 25 minutes to them. During the group work, she walked around 

the classroom, stopped by each group and promoted discussion by asking questions 

and commenting students’ opinions. As she found that each group seemed to finish 

discussing, she opened a class discussion in English and joined the discussion. It 

took a quite long period for students to speak up in English. However, she did not 

call on students and waited until students started to speak up in English. When the 

students gradually spoke up, she nodded and listened to students’ talk. In the last 

minutes, she told students a humorous story in English of her cousin who was gay. 

Students laughed at the story and seemed to be relaxed despite the serious subject. 



 227 

In our personal communication after classroom observation, she said that 

she used a lot of group work and class discussion because she believed that 

students’ awareness about sociopolitical issues including gender issues was not 

stimulated by the teacher’s lecture but by interactions with other students (Personal 

communication, 2012/06/14). She also said that students might feel nervous about 

speaking up in class, but a small group discussion might reduce their stress 

(Personal communication, 2012/06/14). Therefore, she used a lot of interactions 

among students in her teaching practice. She also explained to me about the 

instruction of journal writing that she made no corrections on students’ journal 

writing and gave a few comments and other types of feedback (Personal 

communication, 2012/06/14). The reason she instructed this way was that she 

wanted students to express their opinions and feelings in English in their journals, 

believing that this effort improved their fluency in English writing. 

In sum, Kathy’s classroom practices reflected her teaching beliefs with 

respect to empowerment and critical thinking. As she valued the empowerment of 

students and focused on their enjoyment in learning English, she always gave 

positive comments to students and encouraged them. She also used her humorous 

personal stories as a teaching tool. In discussions after classroom observation, she 

told me that when she used serious issues like LGBT issues, it was important to use 

humor to relax students (Personal communication, 2012/06/14). She also told me 

that it was important to use her personal stories as a teaching tool to make students 

feel that the issues were relevant to them (Personal communication, 2012/06/14). 
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As for L1/L2 use in the classroom, she had a strict policy that students had to use 

only English in her classrooms because she believed that this helped students 

improve their communication and language skills in English. In my observation, 

her English-only policy worked well and the students seemed to enjoy using 

English. Even though the issue that Kathy brought in was a serious issue, the 

students discussed it in halting English in group work and expressed their opinions 

in classroom discussion. 

 

Sarah 

 Sarah, an EFL American full-time teacher, invited me to her English 

conversation class, which was an elective course for students majoring in 

international cultural studies in a municipal university. In Sarah’s lesson that I 

observed, there were 21 second-year students (four male, 17 female). The class met 

once a week for 90 minutes for fifteen weeks during the first semester. In this 

course, Sarah used materials that she created and made her own syllabus. The 

lesson that I observed was about gender roles and images. I describe her classroom 

practice with this videotaped classroom observation, observation-fieldnotes, 

personal communication after the classroom observation, and handouts that she 

provided in her classroom. 

 In the first ten minutes, Sarah gave a small quiz about a homework 

assignment that required students to watch one video clip on TED.com. After that, 

she started to talk about the story of “Momoko” in English. As Momotaro was a 
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famous Japanese children’s story, she changed the gender of the main character 

from a boy (Momotaro) to a girl (Momoko) and told the revised story to the 

students. Then, she asked students to retell the story in English in pairs. She drew 

attention to pronouns he/she, his/her, him/her to students. Students started to retell 

the story in English while switching the gender of the main character and spent 

about ten minutes doing this activity in pairs. Then, she asked students in English 

how they felt about this activity and if they had had any difficulty in retelling the 

story because of the gender switch. As there was no response from students, she 

asked students to talk about this in English in pairs. She presented some students’ 

comments such as “It felt strange” and “It was confusing” (Classroom observation, 

2012/06/04) and told her students how she felt when she retold the story herself. 

 She then moved on to the main part of the lesson. She first showed a few 

minutes of a photoshop video clip in which a woman had her make-up and her hair 

done and became the sexy icon of a poster. She explained the last phrase “No 

wonder our perception of beauty is distorted” during the video by supplying easier 

English terms such as “no surprise,” “our idea,” and “is twisted” to help students 

understand the meaning of the sentence (Classroom observation, 2012/06/04). Then, 

she had students make five-person groups and do activities from a discussion sheet 

for gender that she made (Appendix J). In the discussion sheet, each student chose 

one of the sub-topics that she provided such as (a) what are gender roles?, (b) 

children and identity, (c) gender and economics, (d) trafficking, (e) photoshop 

beauty, and (f) gender roles in other cultures, and then each student thought of the 
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point he or she wanted to make about the sub-topic. Each also had to think of two 

reasons why he or she chose the sub-topic. Then, she had students discuss this in 

English in groups. In this group work, students shared the sub-topic that they chose, 

the point that they wanted to make, and the reason why they chose the sub-topic. 

She gave students 25 minutes to do this group work. During the group work, she 

joined some of the groups in turn and made a few comments to facilitate discussion. 

She stopped the group work and showed another short video clip about the 

image of beauty. Then, she gave a short lecture about sex, gender, sexuality, and a 

variety of family styles in English by using Power Point text slides for 10 minutes. 

After that, she had an open discussion with all of the students for a rest of the class 

time. Students voluntarily made a big circle for discussion and Sarah joined the 

circle. She encouraged students to make any kinds of comments about gender roles 

and the lesson that she had taught. There was a quite long silence until students 

voluntarily spoke up. To encourage students to express their opinions in classroom 

discussion in English, she stepped back and did not call on students. For the same 

reason she did not tell her personal opinions, either. Students gradually made 

comments about gender roles and expressed their childhood experiences in relation 

to gender roles. During class discussion, she sometimes made comments, asked 

questions, and facilitated the discussion. In the last few minutes, she summarized 

the class. 

 During class time, she did not use Japanese at all even though she is highly 

competent in the Japanese language. She used only English in the classroom. In her 
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classroom practice, she used a lot of pair and group work. After the classroom 

observation, she told me that she used to use a teacher’s lecture, but she realized 

that a teacher’s lecture did not facilitate student awareness about the issues nor did 

it develop critical thinking among students (Personal communication, 2012/06/04). 

She found that discussion and group work helped students to raise their own 

awareness of the issues and to develop critical thinking through her teaching 

experiences. For this, she carefully prepared a discussion sheet about the topic that 

she taught. 

After the classroom observation, I asked her how she felt about the rather 

lengthy silence at the beginning of the class discussion. She said that as students 

needed time to organize what they wanted to say and express their opinions in 

English, teachers needed patience (Personal communication, 2012/06/04). She 

continued to say that when students felt comfortable or safe to speak up, they 

started to express themselves in the classroom (Personal communication, 

2012/06/04). 

In sum, she tried to raise students’ interests about gender-related issues and 

develop questions about gender roles and stereotypes. In her classroom practice, 

she valued students’ engagement in classroom activities and self-expression. She 

encouraged students to express their opinions and ideas about the topic in English. 

To accomplish this, she used pair and group work, class discussion, and “I-

message” communication. These teaching methods also helped students develop 

both critical thinking skills and English communication skills. 



 232 

Yu Ri 

Yu Ri, a Japan-born Korean EFL part-time teacher in Japan, let me observe 

her class, a TOEIC preparation course. The course was required for second-year 

students who majored in business. The class met once a week for 90 minutes for 

twenty-eight weeks during the 2012 academic year. There were 32 students (24 

male, eight female) in her class. In the course, she was required to use an assigned 

textbook and complete all units of the textbook. However, she had the freedom to 

make her own syllabus and was able to incorporate different things into this course. 

 The lesson that she invited me to visit was the one just after a mid-term test. 

She had an agreement with her students that after a mid-term test, she would teach 

something different from the TOEIC lesson because students were a little tired of 

TOEIC exercises. She brought the topic of “marriage” into the lesson that had no 

connection with the TOEIC study. However, reading on this topic might contribute 

to TOEIC study somehow because the TOEIC test includes essay reading. I used 

videotaped classroom observation, observations-fieldnotes, personal 

communication after the classroom observation, and handouts that she provided in 

her classroom to describe her classroom practice. 

In the lesson, Yu Ri started by asking students to work in groups to make 

sure they understood the contents of an approximately 750 word English essay 

about marriage. The essay had been distributed to students the previous week and 

students were expected to read, check vocabulary, and comprehend the essay at 

home. However, they did not seem to do this at home. So, she assigned each group 
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to each paragraph to check the vocabulary and its pronunciation in the essay and to 

translate the paragraph from English to Japanese through group work. During the 

group work, she allowed students to do this work in Japanese because of their low 

English proficiency. While students were doing this work, Yu Ri was walking 

around in the classroom to make sure that students were actively engaged in the 

lesson. She sometimes used English, but mainly used Japanese for instruction. 

Students gradually called on her to help them with pronunciation, the meanings of 

vocabulary, translation, and their summary. She allocated 40 minutes for this group 

work. 

 Then, she had each group come up to the front, read one paragraph aloud in 

English, and read the translation of the paragraph from English to Japanese. She 

carefully asked each student in groups to do some part and speak (voice) in the 

classroom. After one group finished, she gave encouraging comments about their 

pronunciation and translations in Japanese and English. It took 20 minutes to finish 

the presentations. 

 She then collected the translations of each paragraph from each group and 

said in Japanese that she would make copies and distribute them to students the 

following week. She started to ask students in Japanese what marriage was and 

what kind of image students had about marriage. She then explained about many 

kinds of marriages such as domestic partnership in the United States, PACS in 

France, same-sex marriage in the world, shot-gun marriage, and separate names in 
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marriage. As the time had run out, she said that she would continue to talk about 

this the following week. 

 Yu Ri chose the topic “marriage” because she thought that students were 

interested in it. She used the grammar translation method through group work, not 

teacher-centered teaching. She also had her students to read aloud the paragraph in 

English and its translation in Japanese in front of the class. She believed that it was 

important for students to read aloud and listen to other classmates in the classroom. 

After the classroom observation, I asked her if she used group work when she 

taught TOEIC lessons. She affirmed it and explained the reason why she used 

group work in her class. She believed that group work helped create a good 

learning community and also enhance solidarity among students, which led 

students to an excitement for learning with their classmates (Personal 

communication, 2012/11/28). On the other hand, she confessed her mixed, 

complicated feeling by saying, “これで英語力もあがるといいんだけれど[I 

hope students improved their English ability with this activity, though.]” (Personal 

communication, 2012/11/28). She seemed to think that group work might be 

helpful for making solidarity among students and a learning community, but less 

helpful for improving English ability. She instructed the class in Japanese and used 

the very little English because her students were low English proficient, as she 

commented. 
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Incorporating Gender Issues into The Lesson 

Tom 

Tom, an American full-time EFL teacher, provided me with the DVD that 

he recorded of his own classroom in December, 2011. I used this DVD, teaching 

materials that he created, and my fieldnotes to construct the following description 

of his classroom practices. The lesson in the DVD was the required course called 

“General English 4” where he taught 27 second-year students (21 male, six female) 

who majored in economics in his university. The class met once a week for 90 

minutes for 15 weeks during the second semester of 2011. He used the materials 

that he created and made his own syllabus. In the lesson, he taught about identity 

issues and incorporated gender issues into the lesson. 

In the lesson, he started to review the previous lesson on identity issues in 

English and explained how people identified themselves. He reviewed the previous 

lesson concerning colonialism, media effects, the history of racism, internalized 

racism, and the speeches of two Japan-born Korean female students in Japan (DVD, 

2011/12). 

He moved to the main lesson of the day. He first showed the video clip of 

plastic surgery in which one Asian woman had a surgery to construct double 

eyelids and tried to look like a western woman. He handed out his material 

(Appendix K) and asked students, “Why did the woman want to have a surgery of 

double eyelids?” in accordance with his material. A few students answered, “She 

wanted to be like gaijin (foreigners).” He also asked students, “What do you think 
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of when you hear this word gaijin (foreigners)?” (DVD, 2011/12). He had students 

discuss their reactions in small groups in English. While students were discussing 

their views in English, he walked around the classroom and encouraged students to 

actively engage in discussion. Although he encouraged students to speak English in 

the classroom, he was not strict about students’ using Japanese in discussion. He 

himself used Japanese a little such as “Nandemoii (Anything is okay)” to encourage 

students to speak up in English. I saw smiles on students’ faces when he used 

Japanese (DVD, 2011/12). 

After group work, he opened the class discussion in English. Students 

voluntarily responded to his question of what they thought of gaijin (foreigners), 

“cool,” “White,” “tall,” “friendly,” “aggressive,” “small face,” and “long legs” 

(DVD, 2011/12). He wrote down the words on the blackboard and he commented 

that all of these images were somehow related to hakujin (Caucasians) (DVD, 

2011/12). He wanted students to become aware of their assumptions. Although 

gaijin means foreigners, students assumed that gaijin implied Caucasians. 

In the last activity, a discussion of “mixed identity,” he showed the video in 

which a woman whose mother was Australian and father was Japanese gave a 

speech in English about her identity and experience living in Japan. Before 

watching the video, students worked in groups to complete a vocabulary learning 

activity in relation to the video. One student from each group wrote their answer on 

the blackboard. After going over the vocabulary learning activities, the class 

reviewed the comprehension questions and prepared to watch the video. After 
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students watched the woman's speech in English, students responded to the 

comprehension questions in groups. Tom initiated and checked the answers with 

students. In closing, Tom asked them to write a short essay about identity issues 

that they learned from the lessons and explained the writing assignment. 

 For Tom, it was important to incorporate gender issues into the lesson on 

identity, not to teach about gender issues directly. To raise awareness and develop 

critical thinking, he brought in controversial issues in his lesson, had students 

question their own ideas by asking about their image of gaijin, and made them 

realize their own ideas toward gaijin. For critical thinking to occur, he brought in a 

controversial issue and used interactions between him and students in English and 

among students in English and Japanese. 

 

Teaching About Non-Gender-Related Issues 

Akiko 

Akiko, a Japanese EFL part-time lecturer, invited me to her class that 

focused on English reading. The course was a required course “English 3: Reading” 

for second-year students who majored in business. In the course, she was required 

to use an assigned textbook, Q: Skills for Success Reading & Writing, published by 

Oxford University Press. Although the topics and its situations in the textbook were 

suitable for ESL students in western countries, some of them were also relevant to 

Japanese students or local situations. As for syllabus and grading, she had some 

flexibility. Although there was a minimum of chapters that all teachers had to 
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complete per semester, there was no unified syllabus, test, or assignment. She 

seemed to have some freedom when teaching her class. 

In the class that I observed, there were 33 students (19 male, 14 female). 

The class met once a week for 90 minutes for 30 weeks during the 2012 academic 

year. She started the lesson with a 10-minute vocabulary test in connection with an 

essay in which she told students the meanings of ten words in Japanese and had 

students write them in English. To correct the test, she wrote English words on the 

blackboard and had students check them by themselves. 

Then, she started to do exercises in the textbook. She first played a CD and 

had students listen to an approximately 800-word reading essay in the textbook. 

The reading essay was about tips for finding a job. Although the situation seemed 

to be in western countries, the tips for job interviews written in the textbook were 

relevant to college students in Japan and other countries. The essay was about how 

to prepare for job interviews and what to do in the interview; more concretely, the 

essay discussed the notion that when we have a chance to have interviews, we 

should learn about the company, come to the interview punctually, be polite and 

listen to the interviewers, and so on. 

She divided the reading into three parts. She read aloud the first three 

paragraphs in English and had students repeat after her. As she read and they 

repeated, she walked around in the classroom. Then she called on students to 

translate a few sentences from English to Japanese. If necessary, she assisted 

students to translate them in Japanese. While doing this, she explained grammatical 



 239 

structure and modeled the correct pronunciation. Then, she went to the next part, 

utilizing the same teaching methods. 

In her classroom practices, she focused on vocabulary and reading. She 

used a traditional grammar-translation method and instructed in Japanese. She 

focused intensively on translation from English to Japanese. She did not digress 

from reading the essay. Although there were some gender-neutral expressions in 

the reading essay, she did not mention it. Also there were some cultural differences 

between Japanese and western perspectives toward job interviews in the essay. For 

example, the essay suggested that eye contact and smiling shows an interviewee’s 

easygoing and enthusiastic attitudes; however, in Japan interviewees should not 

keep eye contact with interviewers and smile at them. Akiko did not refer these 

cultural differences in her class. Even though the assigned textbook provided pair 

and group work for comprehension and some exercises for writing skills, she did 

not do them. In an email communication after classroom observation, I asked her 

why she focused on grammar-translation in the classroom. She explained as 

follows: 

私が訳読をさせるのは、学生が英文をちゃんと理解していることを

確認する方法が日本語に訳させる以外にないからです。訳をさせれ

ば、構文なり語彙なりがわかっているかどうかすぐにわかります。

日本語を使って思考している以上、ある程度複雑なことを述べた文

章を理屈だてて理解するには、日本語を介するのが合理的だと思い

ます。[The reason I had students translate from English to Japanese is that 
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translation is the only way to make sure if students really understand the 

English sentences. If we have students translate, we would know if students 

understood structures of sentences and vocabulary. I believe that the use of 

Japanese is logical in order to have students understand complicated 

sentences with sensible explanations because we are using Japanese to 

think.] (Email communication, 2013/05/11) 

She seemed to feel that it was more important to have students understand the 

content of the reading essay than to discuss the content in English or Japanese. She 

believed that a grammar-translation method was effective to teach/learn English. 

 Because Akiko was required to use an assigned textbook and teach the 

reading essay about tips for job interviews in the textbook, it seemed that she had 

difficulty incorporating her feminist and critical perspectives into the lesson. Also, 

she hardly used pair and group work, discussion, or journal writing in her teaching 

(Classroom observation, 2013/05/07). As for pair and group work and discussion, 

she told me honestly that she did not know how she could facilitate pair and group 

work and class discussion because she had not learned English this way (Interview, 

2013/02/14). As for journal writing, teaching many courses in several universities 

as a part-timer prevented her from implementing journal writing because she did 

not have time to read everything the students wrote. However, as another reason, 

she told me that she did not know how to teach journal writing: 

書かせるのはいいかもしれないけれど、教える技術がない。どうい

うふうにやればいいのかよくわからない。書かせた後もそうだし、
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書かせる前もいろいろと準備しなければならないと思うのね。自分

でもやってもらったことがないので、どういうふうにやればいいの

かわからない。[Although journal writing might be good, I don’t have the 

technique of teaching with journal writing. I think I must prepare for this 

before I ask students to write and do something after students get done 

journal writing. As I haven’t been taught English by means of journal 

writing by my teachers, I don’t know how I should go about it.]  (Interview, 

2012/09/14) 

Akiko said that she did not know how to facilitate group work and discussion or 

how to teach with journal writing because she did not have the experience of 

learning English with these teaching methods (Interview, 2012/09/14). While her 

beliefs about language acquisition through a grammar translation method matched 

her classroom practices, her feminist teaching beliefs about gender awareness and 

critical thinking did not match these practices. 

 

Linda 

As an American associate professor, Linda let me observe a class that was 

an English writing course, “English Academic Writing.” The course was an 

elective and was offered to third-year university students. There were 21 female 

students who majored in English linguistics and English and American literature in 

the course. The class met once a week for 90 minutes for fifteen weeks during the 

first semester. She had freedom to choose a textbook for this course and make her 
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own syllabus. She chose an academic writing textbook, A Cross-Cultural 

Reading/Writing Text, published by Cambridge University Press. I describe an 

account of her classroom practice below based on videotaped classroom 

observation, observation-fieldnotes, personal communication after the classroom 

observation, interviews, a textbook that she used in the classroom, and handouts 

that she provided in her classroom. 

During the class period, Linda used only English even though she was 

highly competent in Japanese language. In the lesson, she started to review the 

previous lesson and then moved into the day’s lesson. She prepared handouts 

concerning an argumentative essay. Following the handout, she took 20 minutes to 

explain the definition of an argumentative essay, organization, supporting ideas, 

refuting opposing arguments, and language markers. Then, she had students open 

the writing textbook and look at the chapter about an argumentative essay, using 

two of the three sample essays in the textbook. One essay was “We should cherish 

our children’s freedom to think” written by Kie Ho, which originally appeared in 

the Los Angeles Times newspaper. In this essay, Kie Ho discussed American 

education by comparing her educational background and experiences in Indonesia 

with her son’s education in the United States and argued that the American 

educational system provided children with more opportunities to freely speak, write, 

and be creative. Another essay was “Teach knowledge, not ‘mental skills’” written 

by E.D. Hirsch, a professor of English at the University of Virginia and which 

originally appeared in the New York Times newspaper on the opinion page. He 
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argued that it is important to offer standardized education to every child at every 

level of education in the United States and teach academic knowledge, not 

learning-to-learn skills or critical-thinking skills. 

 In the lesson, she used a lot of interactions among students such as pair 

work. For example, as she started to teach Kie Ho’s argumentative essay, she first 

asked students in English to check the vocabulary in pairs. Even though she did not 

have an L2-only policy in her classroom, her students voluntarily used English. 

During the pair work, she was walking around in the classroom and sometimes 

asking questions, commenting, and checking with students. She also explained 

vocabulary in the reading in English and sometimes asked students what words 

meant. Although she did not call on students, they answered voluntarily. Then, she 

asked students to read Kie Ho’s essay in the textbook and to work in pairs to 

confirm what the essay was about. During the pair work, she walked around in the 

classroom. Then, she asked a few questions about the essay and explained 

characteristics of an argumentative essay in English. She also pointed out where the 

introduction of the topic sentences, arguments, personal examples, and a closing 

paragraph were in the essay. In the last part of this reading activity, she asked 

students if they agreed with the author. She also asked students why they agreed or 

disagreed with the author and had students discuss these ideas in pairs. Finally, she 

opened classroom discussion and listened to students’ opinions. 

For Hirsch’s essay, she taught in the same way. She had students discuss 

what the essay was about in pairs. Then, she asked a few questions about the essay 



 244 

and explained situations, solutions, current states, and the issues proposed in this 

essay. In the last part of the class, she summarized each essay in English. She 

questioned students about what they thought of a test-based curriculum and asked 

its merits and demerits. Throughout interaction with her and her students in English, 

she tried to bring out what students think of a test-based curriculum and what its 

advantages and disadvantages were. She talked about her educational experience in 

the United States, her children in Japanese education, and differences between 

America and Japan. She mentioned that her children’s elementary school education 

in Japan was more creative than her own educational experience in the United 

States (Classroom observation, 2012/12/04). 

To summarize her classroom practice, she focused on the development of 

academic writing skills among students. She used pair and group work and 

interactions between her and students while teaching how to write an argumentative 

essay. As she mentioned in an interview (Interview, 2012/03/31), she wanted to 

help students develop high-level English communication skills, which empowered 

them and might bring them success in their careers. Instead of teaching about 

gender topics, she used a high-level English writing textbook and highlighted the 

acquisition of academic English writing skills, which she believed benefited female 

students’ careers and futures. 



 245 

Mika 

Mika, a Japanese EFL part-time lecturer, invited me to a class that was a 

required course “English 2” for first-year university students who majored in 

sociology. There were 22 students (16 male, six female). The class met once a 

week for 90 minutes for 15 weeks per semester during the 2012 academic year. The 

course highlighted English writing. She taught this class in a computer room, so 

each student was able to access a computer. She was required to choose one out of 

five textbooks for this course that full-time English faculty members in the 

university chose. She had freedom to make her own syllabus and incorporate 

different topics and practices into the course. She allowed me to observe her class 

where she brought in her own materials. My account of her classroom practice 

below is based on videotaped classroom observation, observation-fieldnotes, and 

interviews. 

Mika first started to explain about the final test and then explained what she 

was going to do in the day’s lesson; the topics were nuclear power energy and the 

trade game. In the previous class period, she had discussed nuclear power energy 

plants and the 3/11 earthquake in 2011 in Japan. She had students write reflections 

about nuclear power energy and nuclear plants. In the lesson that I observed, she 

reviewed students’ reflections about nuclear power energy written in Japanese on 

the computer screen. She commented on them in Japanese. Then, she listed four 

themes: “(1) merit and demerit (2) how dangerous (3) history, and (4) waste” 

(Classroom observation, 2012/12/24) on the computer screen, called on several 
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students to share their ideas in Japanese, and translated students’ responses from 

Japanese to English. Then, she showed the video clip “Uncle Genpachi and Tama” 

with English captions to raise awareness of the dangers of nuclear power plants. 

She spent 45 minutes of the lesson on nuclear power energy and nuclear plants. 

 Then, she started another activity called “the world vision trading game.”6 

She asked students to make five-person groups and each group represented an 

industrialized country, a newly industrialized country, or a developing country. 

Like the previous activity, she used Japanese for instruction. She prepared bags for 

each of the six groups. Each bag contained such things as scissors, templates, 

sheets of paper, fake $100 bills, and pencils. While groups of industrialized 

countries had two scissors, five templates (shapes) with different values, a sheet, 

six $100 bills, four pencils, groups of newly industrialized countries and 

developing countries had only sheets of papers and a few $100 bills. Mika 

explained the rules of the game and how to play the game in Japanese. She asked 

for two volunteers in each group to be a president who was supposed to be a leader 

of the group and an ambassador who negotiated with other groups in English. 

Others were making and cutting templates (shapes). Ambassadors negotiated with 

other groups and traded resources they had with other groups. Groups tried to 

manufacture as many shapes as they could with their resources. The more they 

made, the wealthier they would be. This game highlights unequal trading situations 

and lets the participants realize how trading benefits the powerful countries. 

                                                
6 See http: www.oxfam.ca/sites/default/files/trade_game.htm. 
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Although she was supposed to have students write their feedback about the game in 

Japanese, Mika ran out of time and did not get students’ reflections. 

 Through teaching about the issue of nuclear power energy, she hoped that 

students would take part in social actions to oppose nuclear power plants (Interview, 

2013/03/12). In the lesson of doing the world vision trading game through group 

work, she wanted students to understand unequal situations in the world and 

question the power imbalance between industrialized countries and developing 

countries in the world (Interview, 2013/03/12). She highlighted a nuclear energy 

issue and inequality, which were issues for people as well as nations. She instructed 

the class in Japanese and used the very little English. 

 

Chapter Summary 

I have illustrated each participant’s classroom make-up, resources, and 

methods. When I had the opportunity to observe classrooms, I saw that some of the 

participants (Kathy, Sarah, and Yu Ri) taught about gender-related issues, and 

others (Akiko, Linda, and Mika) taught about non-gender-related issues. Even 

though I did not have a chance to observe their classrooms, my other participants 

(Fumiko, Jennifer, and Tom) shared their teaching journals and a DVD from 

classes in which they taught about gender-related issues. 

Although I categorized the classroom activities of the nine participants into 

three themes, I found similar and different approaches to feminist pedagogy taken 

in the classes. Most of my participants (Fumiko, Kathy, Jennifer, Sarah, Tom, Yu 
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Ri) used gender-related topics in a straightforward way and incorporated gender 

issues into the lesson to reflect their feminist teaching beliefs in their classroom 

practices. Even though Linda did not teach about gender-related topics in her class, 

she taught high-level English skills according to her feminist teaching belief in 

which high-level English communication skills lead Japanese female students to 

greater possibility\ies in their lives. Among them, some (Kathy, Jennifer, Sarah, 

Tom, Yu Ri) used their own materials, others (Fumiko, Linda) preferred using 

textbooks. As for teaching approaches, they used pair and group work and 

interaction between teacher and student. 

On the other hand, Akiko’s and Mika’s classroom practices were not clearly 

aligned with their feminist teaching beliefs. In the class that I observed, Mika 

taught about nuclear power issues and playing the world vision trading game. Even 

though Mika had an assigned textbook, she brought in her own materials for this 

lesson. She used group work to play the world vision trading game to develop 

students’ critical thinking. There was no correlation between her feminist teaching 

beliefs and classroom practices. Akiko did not reflect her feminist teaching belief in 

her teaching practice, either. Akiko used an assigned textbook and focused on the 

understanding of English morphological structures through grammar translation in 

her classroom practice. Her teaching was a traditional grammar translation method 

and a teacher-centered approach. She did not digress from the textbook even 

though there were some gender-neutral expressions and cultural differences in the 

reading essay. 
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Whereas some participants taught English according to their feminist 

teaching beliefs, others showed no close correlation between their feminist teaching 

beliefs and classroom practices. School expectations, institutional constraints, 

course purposes, previous training (or lack of), and teachers’ interests and previous 

experiences as English learners all influenced the incompatibility between their 

teaching beliefs and classroom practices. 
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CHAPTER 9 

DISCUSSION: BRIDGING BETWEEN STORIES AND THEORIES 

 

In this chapter I connect my participants’ stories with feminist pedagogical 

theories, which I reviewed as part of my literature review. I also respond to my last 

and most important research question of how they relate their feminist identities, 

teaching beliefs, and teaching practices, and analyze the relationship between them. 

First, I focus on compatibility among feminist teacher identities, beliefs, and 

practices. I explore how feminist identities of the EFL teachers influence their 

teaching beliefs and practices. Also, from a poststructural feminist view, I examine 

how the changing quality of a teacher’s feminist identity influences her or his 

teaching beliefs and practices. I also explore how my participants’ feminist 

teaching philosophies including challenging traditional views and approaches and 

empowering students reflected in their teaching practices. 

Second, I focus on incompatibility among feminist teacher identities, beliefs, 

and practices. The poststructuralist feminist view of identity theory has important 

implications for understanding the contradictions between feminist teacher 

identities, beliefs, and practices. Multiple, changing, and accommodating aspects of 

feminist teacher identities expressed by my participants led to a complex relation 

between identities, beliefs, and practices. Also, one participant’s case of using 

traditional teaching approaches evidenced a complicated relation between identities, 
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beliefs, and practices and brought up the issue of whether a feminist style of 

teaching develops naturally or needs to be taught. 

Third, I redefine feminist pedagogy in TESOL and EFL teaching. Several 

researchers have focused on multiplicity and diversity of feminist teaching 

(Casanave & Yamashiro, 1996; McMahill, 1997; Schenke, 1996; Vandrick, 1994), 

but I have focused on deconstructing a binary opposition in feminist pedagogy. One 

focus of poststructural feminist pedagogy is to deconstruct dichotomies such as the 

safe/unsafe learning environment, and rationality/affectivity in working for social 

justice (Tisdell, 1998). This poststructural feminist pedagogical view helps me 

redefine feminist pedagogy in TESOL. Last, I attempt to define feminist pedagogy 

in TEFL in Japan. 

 

Compatibility Among Feminist Teacher Identities, Beliefs, and Practices 

Framing a Feminist Identity as Pedagogy 

Many studies on feminist pedagogy have illustrated that teachers' feminist 

identity influences their teaching practices (see Bloom, 1998; Cohee, Daumer, 

Kemp, Krebs, Lafky, & Runza, 1998; Lather, 1991; Maher & Tetreault, 2001; 

Rakow, 1991; Ropers-Huilman, 1998; Vandrick, 2009). Many would agree that 

feminist identity is a political identity based on the understanding that women 

suffer discrimination because of their sex and that to end sexism social change is 

necessary. However, as Delmar (1994) noted, beyond such a base-line definition, 

things are more complicated, complex, and unstable. Although my participants 
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were struggling with defining what feminism meant to them, all of them shared a 

base-line definition of feminist identity and affirmed the importance of gender 

equality and justice. Such feminist identity greatly affected the range of options and 

constructions of feminist teaching practices. 

First, a feminist identity influences the range of options on choosing 

gender-related topics that feminist teachers bring into their classrooms. All of the 

participants in my study strongly agreed that it was important to teach about 

gender-related topics to help student be aware of gender inequality and injustice 

and promote social change to end sexism. Many of them (Akiko, Fumiko, Jennifer, 

Kathy, Linda, Mika, Sarah, Yu Ri) actually have taught about safe (i.e., 

noncontroversial) issues such as equal wages for equal work, work and family, and 

gender roles. Akiko, Kathy, Mika, and Sarah have taught about unsafe (i.e., 

controversial) issues such as birth control, FGM (Female Genital Mutilation), 

domestic violence, women’s health, and women and AIDS in their EFL classrooms. 

Vandrick (1995b) asserted that it is important to teach about “difficult but 

important issues as violence against women, sexual harassment, the influence of 

religion on the roles of women, the role of business and the media in reinforcing 

negative stereotypes about women, and the current backlash against, or negative 

reaction to, the gains women have made in the past 15 years” (p. 4). Although 

addressing such “difficult but important” women’s issues is challenging in an 

ESL/EFL class, all of them affirmed the importance of teaching about these 

controversial issues to help promote gender equality and justice. 
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All of my participants also took into consideration social justice not only for 

women but also for other oppressed, underprivileged groups. For them, gender was 

one perspective to look at world and society and women’s issues were one of the 

human rights issues. As Shrewsbury (1987) noted long ago, feminist pedagogy 

involves being “engaged with others in a struggle to get beyond our sexism and 

racism and classism and homophobia and other destructive hatreds and to work 

together to enhance our knowledge” (p. 6). To get beyond sexism, racism, classism, 

homophobia, and other destructive hatreds, my participants believed that 

race/ethnicity, class, and sexuality were important issues to teach in addition to 

gender.  

Fumiko, Jennifer, Kathy, Linda, Mika, Sarah and Tom actually have taught 

about LGBT rights, minority issues in Japan and in the United States, children’s 

rights, immigrants, and underrepresented people in the world. They believed that 

teaching about these issues was one of teachers’ roles because teachers should 

educate students about equality and social justice for all human beings. Their 

assertions are in line with the assertions of critical, global, and feminist educators 

(Benesch, 1993, 2001; Cates, 2002, 2004; Peaty, 2004; Vandrick, 2009). I believe 

that I as a feminist EFL teacher am obligated to work for social equality and justice 

for all human beings—not only the group that I belong to but also the group that I 

do not belong to. A feminist teacher identity creates a counter-hegemonic teaching 

for all human beings. 
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Becoming/Doing Feminist EFL Teachers 

Poststructural feminist theory highlights the changing quality of a person’s 

identity (Norton, 2000; Weedon, 1997). For my participants, the construction of 

feminist teacher identity was not straightforward. Several of my participants 

(Jennifer, Kathy, Mika, Sarah, Tom) confessed that even though they identified 

themselves as feminists, they did not introduce gender-related topics to their EFL 

classes when they were novice teachers. They often felt anxiety, insecurity, and 

inappropriateness about teaching gender-related topics in their EFL classes. 

However, they gradually constructed and developed feminist teaching over time 

through reflections on their own teaching (Kathy, Sarah, Tom), interaction with 

students (Jennifer, Sarah), social interaction with feminist professionals (Jennifer, 

Mika, Tom), and the change of working environment (Kathy, Tom). They were not 

aware that they were feminist ESL/EFL teachers when they started to teach English. 

The concept of feminist teacher identity as changing over time has important 

implications for the way my participants developed their feminist teacher identities. 

My participants were not “being” but “becoming” and “doing” feminist teachers 

(Butler, 1990; also see Sabatini, 2012). 

 

Challenging Traditional Views and Approaches 

Much feminist pedagogy literature has stressed the process by which 

feminist educators teach as well as the content of what educators teach (Crabtree et 

al., 2009; Schenke, 1996; Vandrick, 1994). Schenke (1996) noted that feminist 
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pedagogy is “a way of thinking, a way of teaching, and most importantly, a way of 

learning” (p. 158). As hooks (1994) also noted, the first step for feminist educators 

is to oppose the traditional teaching views and approaches. As I agree with their 

assertions, I would like to discuss feminist teaching that challenges traditional 

teaching views and approaches in connection with the stories told by my 

participants. 

First, feminist educators oppose the mainstream curriculum framed by 

male-centered concepts. Spender (1989) and Jule (2002) claimed that girls received 

a small part of the teacher’s attention in the classroom. To oppose this view, my 

participants (Kathy, Tom, Yu Ri) noted that teachers should give equal and even 

special attention to female students and give more linguistic space to them, because 

female students were traditionally given less attention in the classroom (Vandrick, 

1994). 

Second, all of my participants shared a commitment to gender bias-free 

teaching such as avoiding stereotyping, avoiding false generics such as “he,” and 

avoiding gender job titles such as “policeman.” Warren (1998) noted that the 

“traditional malestream curriculum” was built predominantly on male examples in 

so-called human activities. Over two decades ago Sunderland (1992) pointed out 

sexist expressions in grammars, dictionaries, and course books, and noted that 

females were depicted as relatively rare, of lower status and occupation, and 

stereotyped in gender roles in ESL textbooks. To oppose this view, feminist 
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teachers are obligated to reject gender-biased language, expressions, and images 

(Beebe, 1996; Vandrick, 1994). 

Third, to oppose a traditional teaching approach in Japanese university EFL 

classrooms in which grammar translation methods, examination-oriented methods, 

and teacher-fronted approaches are still widely practiced (Kuno, 2007), feminist 

EFL university teachers need to question these methods and approaches. To oppose 

them, feminist pedagogical scholars have offered various teaching methods such as 

journal writing (Fisher, 1981; Parry, 1996), problem-posing teaching (Freire, 

1970/1996; Nelson, 1999; Parry, 1996; Shor, 1992), group work (Parry, 1996; 

Schniedewind, 1987), “I-message” communication (Schniedewind, 1982, 1987; 

Ropers-Huilman, 1998), and extracurricular activities (Schniedewind, 1987) 

according to feminist principles. Even though my participants did not name these 

methods, I found from their accounts and my classroom observations that many of 

them (Fumiko, Jennifer, Kathy, Linda, Sarah, Tom, Mika, Yu Ri) were using these 

methods according to feminist principles. For example, Jennifer, Kathy, Sarah, and 

Mika used group work to raise students’ awareness by discussing the issues with 

their classmates. In addition, Jennifer, Kathy, Linda, and Yu Ri thought that group 

work allowed students to voice with less tension than usual. Fumiko, Sarah, and 

Tom used problem-posing teaching to develop students’ critical thinking skills and 

raise consciousness about gender-related issues. Fumiko and Mika used short 

reflective writing about the topics that students learned in the lessons because they 

valued students’ voices. At the same time, they encouraged students to use I-
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messages. Kathy and Linda also used journal writing for students expressing 

themselves in English. Kathy, Sarah, Mika, and Yu Ri encouraged students to 

participate in extracurricular activities to raise students’ awareness about gender 

and sociopolitical issues and social actions. Thus, opposing grammar translation 

methods, examination-oriented methods, and teacher-fronted approaches is the 

issue that feminist ESL/EFL teachers in Japan need to engage in. This is not an 

easy transition, as is obvious from the case of Akiko, who continued to rely on 

grammar translation methods. 

Fourth, to challenge the curricula proposed by universities, some of my 

participants resisted fixed, oppressive contexts in their professional lives. For 

example, although Yu Ri was required to teach her TOEIC course with an assigned 

textbook, she created the space to teach about gender issues that she wanted to 

teach because there remained some flexibility to make her own syllabus for the 

course that she taught. She challenged the oppressive EFL contexts in the Japanese 

university. Under a similar situation, Mika also created a space to teach about anti-

nuclear power issues that she wanted to teach. Both of them resisted the curriculum 

proposed by universities and created spaces for teaching about their preferred 

topics following their teaching beliefs. 

 Thus, the feminist EFL teachers made a connection between their feminist 

identities, beliefs, and practices by challenging traditional teaching views and 

approaches, some being more proactive and successful at this than others.  
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Teaching for Empowerment 

Shrewsbury (1987) emphasized empowerment as one central concept of 

feminist pedagogy and defined it as “power as energy, capacity, and potential” (p. 

8) and power to “enhance both autonomy and mutuality.” For empowerment to 

occur, feminist teachers help students develop voice, mastery, and collective work 

through writing techniques and group techniques (Parry, 1996). Several other 

authors of feminist pedagogy literature have also emphasized empowerment 

(Briskin & Coulter, 1992; Luke & Gore, 1992; Webb, Allen, & Walker, 2002). 

Studies about feminist teaching in the TESOL field have similarly stressed 

empowerment (Frye, 1999; McMahill, 1997, 2001; Rivera, 1999). 

Several of my participants (Jennifer, Kathy, Linda) also emphasized 

empowerment in their teaching beliefs and practices. For empowerment to occur, 

they did not merely teach about gender-related issues in English but also taught 

English through problem-posing teaching, group work, class discussions, small 

group collaborations, role-playing, reflections including class response and reading 

response, and journal writing. They believed that discovering and expressing their 

own voices led students to self-confidence and empowerment. Linda also pointed 

out the importance of the acquisition of high-level English communication, which 

is what she called “linguistic empowerment.” The value of high-level English 

communication skills derives from the greater possibility to access to more 

prestigious education, desired positions in the workplace, or higher positions in the 

social mobility ladder, which coincides with Bourdieu’s (1991) theory of language 
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as symbolic capital  (Pavlenko, 2001). For Japanese women, the acquisition of 

high-level English communication skills could be considered as a weapon to fight 

against a male-dominant society, which leads to empowerment and greater 

possibilities in their lives (McMahill, 1997, 2001). Each individual took a different 

approach to empower students. 

 

Incompatibility among Feminist Teacher identities, Beliefs, and Practices 

Pedagogical Focuses on Multiple Identities 

The poststructural feminist view in which identities are diverse and multiple 

helps explains how my participants’ teacher identities affected the ways in which 

they were able to construct their teaching practices (Peirce, 1995; Tisdell, 1998; 

Weedon, 1997). Although my participants identified themselves as feminists, 

feminist teacher identity was considered a part of their broader teacher identities 

and not always situated at first when they decided what and how they taught in 

their EFL classrooms. As Ropers-Huilman (1998) noted, a teacher identity is 

composed of political and cultural identities as related to race, gender, class, 

sexuality, age, or intersections of these identity components. In addition, teacher 

identities are situated politically, culturally, and even professionally. Such diverse 

and multiple teacher identities affect and shape teaching practices (Nagatomo, 

2012; Ropers-Huilman, 1998). 

A few of my participants talked about their ethnic and sexual identities 

entering into classroom discourses even though they did not self-present 
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themselves as feminists in her classroom. For example, Yu Ri disclosed that she 

was a Japan-born Korean when she first entered the classroom. For her, it was 

inevitable to inform students of her ethnic identity in her classes because she was 

using a Korean name. Two participants in my study who were lesbians came out of 

the closet and made their sexual identity become part of classroom discourses and 

meaning-making. Kathy made her lesbianism explicit within the classroom when 

she thought it was appropriate and useful to her students. Sarah consciously used 

her sexual identity as a teaching tool when she taught about LGBT issues. 

Although Yu Ri, Kathy, and Sarah felt that their self-presentation as feminists was 

not necessary to reveal in their classrooms, they talked about their sexual and 

ethnic identities when entering into classroom discourses and often used them as 

teaching tools. Thus, teacher identities as related to race/ethnicity, gender, class, 

sexuality, age, or intersections of these identity components are not separated from 

their classroom interactions and discourses (Maher & Tetreault, 2001; Nelson, 

2009; Ropers-Huilman, 1998; Vandrick, 2011). 

Teachers’ political identities also influenced their classroom and teaching 

presentations. When I observed Mika’s classroom, she taught about a nuclear 

power energy issue and played “the world vision trading game.” When I asked how 

she chose the topic and the game, she said that she wanted her students to be aware 

of the danger of nuclear power energy through learning about nuclear energy issues 

and power imbalances between developed countries and developing countries in the 

world through playing the game. Mika was actively involved in anti-nuclear power 
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protests and social activities that worked for underprivileged people in developing 

countries in Asia as her personal political interests. Her political identity often took 

priority over her feminist identity when she decided to choose topics and design a 

syllabus. 

Yu Ri also used her professional identity as a working woman at companies 

as an interpreter and a translator including her working experiences in foreign 

countries and foreign affiliated companies. Although she did not self-present 

herself as a feminist in her classroom, she often talked about her profession in 

classroom discourses and used it as a teaching tool. Akiko also put her professional 

identity as a scholar of English literature in a place of priority as did one participant, 

Miwa, in Nagatomo’s study (2012). Akiko was interested in the use of American 

and English literary texts more than the use of gender-related topics. 

Stories told by Akiko, Kathy, Mika, Sarah, and Yu Ri showed that feminist 

teacher identities were situated in a variety of social sites in which they took up 

different subject positions as a teacher, a feminist, an ethnic minority, a sexual 

minority, an activist, a working woman, and a scholar of English and American 

literature. The diversity and multiplicity of feminist teacher identities ensured a 

complex relationship between identities, beliefs, and practices. 

 

Losing Interest in Feminist Issues 

As I mentioned before, the changing quality of a person’s identity in 

poststructural feminist theory (Norton, 2000; Weedon, 1997) helped me understand 
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a teacher’s “becoming” and “doing” feminist teachers (Butler, 1990; also see 

Sabatini, 2012). On the other hand, the changing quality of teacher identity is a 

two-faced coin and prevents some feminist EFL teachers from enacting feminist 

teaching. 

Akiko and Mika said that they had hardly taught about gender-related topics 

recently. They used to bring in more gender-related topics and sociopolitical topics 

in their classes before. However, Akiko and Mika showed their disinterest as one 

reason why they had not taught about gender-related topics lately. Because the 3.11 

earthquake in 2011 in Japan had a great impact on them, they wanted to introduce 

more current important issues such as the earthquake and nuclear power issues 

rather than gender-related topics. 

Thus, the quality of feminist EFL teachers changes on daily basis. Whether 

feminist EFL teachers are “doing” or keep “doing” feminist teaching depends on 

daily occurrences in their and their students' lives, personal interests, and changing 

teacher identities. 

 

Constraints Preventing Feminist EFL Teaching. 

Akiko pointed out school expectations as another reason why she had not 

taught about gender-related topics lately. She mentioned that several universities in 

Japan started to require EFL part-time instructors to use an assigned textbook, 

follow a unified syllabus and evaluation procedure, and sometimes include the 

common term examination. Even though Akiko believed that it was important to 
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teach about gender-related topics and other sociopolitical topics in EFL classes, she 

accommodated to the contexts in the Japanese university where she worked. These 

institutional constraints prevented her from teaching about gender-related topics, 

which is what Gore (1993) calls “institutionalized pedagogy as regulation” (p. 142). 

Mika made a similar comment about institutional constraints as Akiko. 

The institutional constraints such an assigned textbook and syllabus seemed 

to disempower Akiko as well. As Simon-Maeda (2002) pointed out, power does not 

operate solely in a macro, top-down fashion but rather power circulates in a 

network of micro-power relations in society whose members are often complicit in 

their own disempowerment. Feminist teachers might accommodate to unwanted 

contexts in their teaching lives in relation to power within a particular site. 

In addition, the discrepancy in working conditions between full- and part-

time university instructors might be a significant contributing factor to whether and 

how feminist teaching is enacted. Part-time instructors usually teach 12 to 15 

classes per week, go to different universities every day, and are not provided a 

private office. From my experience as a part-time university instructor, I barely 

managed to teach on a day-to-day basis. I was too tired to create new materials and 

think of innovative lesson plans. I accommodated to unwanted contexts out of a 

need to survive. Mika mentioned this a little, but many of my participants did not 

mention it. However, working conditions definitely affect the decision-making 

process of whether teachers create materials and lessons to teach about gender-

related topics. 
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Teaching According to Traditional Teaching Approaches 

Many feminist pedagogical scholars and educators are concerned about how 

we teach to help students discover their own voices, feel empowered, raise 

awareness and consciousness, and build a community for solidarity and social 

change (Crabtree, Sapp, & Licona, 2009; Fisher, 1981; Nelson, 1999; Parry, 1996; 

Schniedewind, 1987). They advocated writing techniques, problem-posing teaching, 

group techniques, and extracurricular activities to challenge the traditional teaching 

approaches (Fisher, 1981; Nelson 1999; Parry, 1996; Schniedewind, 1987). 

Although most of my participants used these techniques, Akiko used grammar 

translation methods with a traditional teacher-fronted style. This raises the issue of 

whether a feminist style of teaching develops naturally with some people because 

they hold feminist beliefs or whether this style of teaching needs to be overtly 

taught. 

Other participants in my study such as Kathy, Linda, Jennifer, Sarah, and 

Tom told me that they learned the effectiveness of interactions among students and 

between teacher and student from their teaching experience, without overtly being 

taught. Although Fumiko learned various teaching techniques including pair and 

group work in a graduate school, she realized the effectiveness of interaction 

between teacher and student from her teaching experience. Mika learned the 

importance of group work and how to use group work through attending several 

study groups including EFL teacher study group and feminist study group. Yu Ri 

learned the effectiveness of group work through helping feminist workshops. 



 265 

Although Akiko confessed that she did not know how to use group work and 

journal writing, she strongly believed that reading materials about gender topics 

and sociopolitical topics helped students become aware of these issues and develop 

critical thinking about them. Her beliefs about teaching practices seemed to be too 

strong to change. 

Still, there does seem to be a place for overt teaching. By citing Freeman’s 

(1992, 1993) longitudinal study about cognitive change during in-service training, 

Borg (2006) noted that the teachers’ cognitions and practices changed as a result of 

professional discussion about their practices during teacher education. Borg 

highlighted the “professional discourse of education” (p. 96) in Freeman’s study in 

which teachers reflected their own learning and teaching, critically analyzed their 

own practices, and changed their cognitions and practices. In this sense, feminist 

EFL teachers like Akiko might be aware of a feminist style of teaching and have a 

chance to change their teaching beliefs and practices through “professional 

discourse in education.” A feminist style of teaching needs to be discussed and 

taught in teacher education or from study group discussions. Even for teachers who 

learn mainly through experience, such overt education brings principles and 

practices to conscious awareness, thus giving teachers more control over them. It 

won’t develop naturally because they hold feminist beliefs. 
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Redefining Feminist Pedagogy in TESOL 

A poststructural feminist view that emphasizes deconstructing dichotomies 

helps me reconsider feminist pedagogy in TESOL. Over two decades ago, 

Vandrick (1994) attempted to define feminist pedagogy in ESL, by focusing on 

multiplicity and diversity of feminist teaching. However, in my redefinition I have 

focused on feminist pedagogy deconstructing binary oppositions. 

Feminist pedagogy in TESOL goes beyond the boundaries such as 

voice/silence, egalitarian/authority, safety/unsafety, empowerer/empowered, and 

rationality/affectivity. The feminist language teachers in my study often situated 

their teaching in conflicts. For example, while Kathy and Sarah encouraged their 

students to discover their own voices, they simultaneously accepted students’ 

silence as a process of learning (Orner, 1992). 

As for voice/silence, my participants valued voice/voices as a tool of self-

expression. To help students express their own voice, Fumiko, Kathy, Jennifer, 

Linda, and Sarah used group work and interaction between teacher and student. On 

the other hand, Sarah and Kathy used even silence as a facilitating tool. As I 

observed Sarah’s class, she did not call on students but waited until students 

voluntarily spoke up. Kathy also used silence as a facilitating tool in the class that I 

observed. As Sarah said, as it takes time for L2 students to process and produce the 

language, ESL/EFL teachers need to be patient and wait for a while until students 

speak up. Sarah gave students control over classroom discourses and even teaching 

by using silence. Their students seemed to take responsibility for their acts and 
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control of classroom discourses, which can lead students to “the development of 

leadership” (Shrewsbury, 1987, p. 13). Shrewsbury (1987) advocated teaching 

leadership, rather than over-emphasizing the sharing of power. The feminist 

teachers in my study taught leadership through using teacher power to facilitate 

their classes and encouraging students to act. 

My participants come and go across the boundary between egalitarianism 

and authority. Sarah, Kathy, and Tom entered classrooms viewing themselves as 

guides. They shared Schniedewind’s (1981) perspective: “I don’t have a totally 

egalitarian classroom. I take more leadership and have more power than any of the 

students. I have found that students need an arena in which to learn to take 

responsibility for themselves and the group” (p. 26). Sarah, Kathy, and Tom took 

charge of teaching methods that framed their classroom discourses. This practice 

differs from egalitarian practices in which a teacher gives students more 

responsibility for teaching, a practice that several feminist scholars advocated 

(Parry, 1996; Shrewsbury, 1987; Webb, Allen, & Walker, 2002). 

As I observed Sarah’s class, I noticed that her class was teacher-directed in 

terms of the choice of topics, materials, and classroom management, but Sarah 

maintained a wide opening for student input by using discussion questions and 

guides that she created, by asking many questions, and by using group work and 

class discussion. She had classroom discussion with students in a circle instead of a 

traditional teacher-fronted classroom setting. She acted as “a guide rather than an 

authority figure” (Frey, 1987, cited in Vandrick, 1998, p. 82). 
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Kathy’s and Tom’s classes were teacher-directed in terms of the choice of 

topics, materials, and classroom management as well. Even though these 

participants did not mention Freire’s (1970/1996) “problem-posing education,” 

they began by asking a series of inductive questions about texts, helped students 

uncover the issue or problem in the text, guided students toward group work and 

class discussion in a circle, and coached students into suggesting solutions and 

consequences to the problem. They facilitated students' efforts to learn to think in 

different ways. Such teaching deconstructs the boundary between egalitarianism 

and authority. 

As for safety/unsafety, my participants (Kathy, Mika, Sarah, Yu Ri) called 

for a safe learning environment. As feminist scholars noted, psychological safety in 

the classroom enabled students’ coming to voice and helped develop feminist 

critique and analysis (Belenky, Clinchy, Goldberger, & Tarule, 1986; Briskin & 

Coulter, 1992; Manicom, 1992). My participants (Kathy, Mika, Sarah, Yu Ri) also 

stressed the importance of a safe environment to help students express themselves. 

However, not all of the participants in my study rejected a tense learning situation 

caused by introducing controversial sociopolitical issues to develop critical 

thinking and analysis. This assertion is in line with hooks’s (1989) and Kishimoto’s 

and Mwangi’s (2009) assertion. A poststructural feminist view of deconstructing a 

binary opposition helps me understand that feminist teaching situates itself best 

between safe and unsafe learning environments (Tisdell, 1998). 
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Although some of my participants (Jennifer, Kathy, Linda) often felt a 

responsibility to empower their students and see themselves as agents of 

empowerment, they also seemed to be empowered by their students. Orner (1992) 

described the dangers that she perceived in conceptualizing teachers as empowering 

students and criticized the view that feminist educators see themselves as 

“empowerers”—not as “oppressors” (Orner, 1992, p. 87). On the other hand, Gore 

(1990) suggested that empowerment must be linked to pedagogical practices and 

occur in “sites of practice” as “a process of knowledge production” (p. 68) that 

teachers and students create. Jennifer, Kathy, and Linda seemed to be empowered 

by their students in “a site of practice.” When I asked them about their happy 

moments, they often indicated students’ positive and even appreciative comments 

and attitudes about their teaching. Such students’ comments and attitudes 

encouraged them to continue to teach about gender and other sociopolitical issues 

in EFL classes. In this sense, feminist teachers do not simply empower students but 

also are empowered by students. Empowerment is produced by the meaning-

making practices of the class, not just by gifts of power that teachers grant to 

students. 

At the same time that my participants as teachers took into consideration the 

role of rationality in teaching/learning, they also valued affectivity such as “I-

message” communications (Schniedewind, 1981) and emotional aspects of teaching 

including compassion, caring, and empowering (Benesch, 2012; Noddings, 2003; 

Shrewsbury, 1987). Thus, feminist pedagogy is situated in contradictory, complex 
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sites. It does not always remain one sided, but rather floats in-between—what 

hooks (1994) refers to as “transgressions—a movement against and beyond 

boundaries” (p. 12). In this sense, feminist pedagogy in TESOL is more contested 

and less straightforward that it has been portrayed in some of the literature. 

 

Defining Feminist Pedagogy in TEFL in Japan 

Over two decades ago, Vandrick (1994, 1995b) asserted that readings and 

discussions on gender issues in ESL classes were important. I believe that 

incorporating gender-related topics in EFL classes is also important. In particular, 

feminist teaching in Japanese university EFL classes, although still rare, is 

meaningful. As I mentioned in Chapter 4, the Global Gender Gap Report (2012) 

showed that Japan ranks 101 out of 135 countries on the gender gap index scale. It 

ranks very low on women’s labor force participation, female senior officials and 

managers, and women’s participation rate in parliament. Under these circumstances, 

a generation of female university students can be more encouraged than in the past 

to take their place in society. Therefore, teaching about gender issues in Japanese 

university EFL classrooms is very beneficial and meaningful for female students. 

As well as the content of what educators in Japan teach, the process by 

which educators teach must be considered in feminist pedagogy (Schenke, 1996; 

Vandrick, 1994). As I explained in the previous section, feminist teaching aims to 

oppose the traditional teaching views and approaches such as grammar translation 

methods, examination-oriented teaching methods, and teacher-fronted teaching 
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approaches. In Japanese university EFL classrooms, these methods and approaches 

are still widely practiced (Kuno, 2007). To oppose these traditional methods and 

approaches, feminist EFL university teachers in Japan could consider introducing 

journal writing (Fisher, 1981; Parry, 1996), problem-posing teaching (Freire, 

1970/1996; Nelson, 1999; Parry, 1996; Shor, 1992), group work (Parry, 1996; 

Schniedewind, 1987), “I-message” communication (Schniedewind, 1982, 1987; 

Ropers-Huilman, 1998), and extracurricular activities (Schniedewind, 1987) 

according to feminist principles. 

Importantly, feminist pedagogy in EFL contexts concerns the use of local 

culture. Localizing TESOL has been discussed by several scholars (Canagarajah, 

2002; Kumaravadivelu, 2006a, 2006b; Pennycook, 1989, 2010). Kumaravadivelu 

(2006a) claimed that TESOL methods “demand a move beyond the centralized 

concept of method and towards the localized concept of postmethod” (p. 20). He 

proposed a local-oriented postmethod that takes into consideration linguistic, social, 

cultural, and political local contexts. My participants supported the concept of the 

localized classroom practices. For instance, Jennifer used separate surnames in 

marriage in Japan to raise a question about he Japanese marriage law among 

students, and the issue of Japanese women soccer players in the Olympics 

upgrading to business class on airline flights to raise questions about gender 

inequality. When Sarah started one of her lessons, she first introduced a famous old 

Japanese tale “Momotaro.” In an interview, Linda said that she often brought in 

statistical data including the Global Gender Gap Report when she taught about 
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gender-related topics (Interview, 2012/03/30). In each interview, Fumiko and Mika 

also said that they brought in or commented on Japanese issues that related to the 

lesson. I also brought local women’s issues and its related resources and 

information when I taught about gender issues such as domestic violence and 

LGBT issues (Yoshihara, 2010b, 2011). The localized feminist pedagogy is 

important because students learn that Japan is not exceptional when they learn 

about gender-related topics. Feminist TEFL pedagogy thus has an obligation to be 

even more vigilant about tying teaching to local issues than does feminist TESOL-

ESL pedagogy. 

Feminist pedagogy in EFL classes also concerns the use of L1/L2, though 

feminist pedagogy in ESL classes assumes that teaching is conducted in English. 

Among my participants, only Kathy had a strict English-only policy in her 

classroom. She used only English to instruct the class and did not allow her 

students to use Japanese in her classroom because she believed that the exposure of 

the target language helped improve students’ English proficiency and 

communication skills. Her belief about the use of target language is in line with a 

monolingual approach advocated by Krashen (1987), Littlewood (1981), and 

Turnbull (2001) but strongly critiqued by others (e.g., Canagarajah, 2013). 

Other participants had gradations of opinion toward teachers’ and students’ 

L1/L2 use. Jennifer, Linda, Sarah, and Tom did not refuse using teachers’ 

occasional use of Japanese language to instruct classroom activities and lower the 

students’ anxiety. However, they mainly used English in their classrooms. 
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Although their students voluntarily used English in their classrooms, the teachers 

gave students a choice to use English and Japanese. Fumiko used 60-70% English 

and 30-40% Japanese in her classroom because of students’ English proficiency. 

Depending on her students’ English proficiency, she increased or decreased the 

percentage of Japanese use in her classroom. Like Jennifer, Linda, Sarah, and Tom, 

Fumiko allowed students to use Japanese in her classroom while she encouraged 

them to use English. Akiko, Mika, and Yu Ri used Japanese instruction and seldom 

used English in their classrooms and did not expect students to use English because 

of students’ low English proficiency. 

However, the reasons why teachers used Japanese and allowed students to 

use Japanese are not only students’ low English proficiency but also increasing 

students’ comprehension. Feminist and critical pedagogies aim to develop students’ 

critical thinking and analytical skills (Fisher, 1981; Freire, 1970/1996; Shrewsbury, 

1987; Weiler, 1991). Like many feminist and critical pedagogical educators, my 

participants focused on students’ development of critical thinking. They believed 

that the aim of teaching ESL/EFL is not only to improve students’ English 

proficiency but also to have students be aware of gender and sociopolitical topics 

and develop critical thinking skills and skills of analysis (Benesch, 1998, 2001; 

Cates, 2002, 2004; Peaty, 2004). To make students understand the content of the 

issues, the teachers’ Japanese use is a valuable tool for both L2 learning and radical 

pedagogies including feminist pedagogy, critical pedagogy, and global education. 

As Atkinson (1993) also stated, for adult and high teen learners, occasional use of 



 274 

the L1 gives them the opportunity to show that they are intelligent and 

sophisticated people. To allow students express themselves, the students’ L1 in 

EFL contexts is also valuable. Encouraging students to discover their own 

voice/voices and express themselves is one important element of feminist pedagogy 

(Belenky, Clinchy, Goldberger, & Tarule, 1986; Briskin & Coulter, 1992; Maher & 

Tetreault, 2001; Weiler, 1992). 

Multilingual awareness and a variety of Englishes should be also considered 

in local feminist pedagogy. Kubota and McKay (2009) critically examined the 

linguistic stance in Japanese society and concluded that there is “double 

monolingualism” (p. 613) of Japanese and English. They suggested the importance 

of multilingual awareness in language policy and practice. For the purpose of 

students’ multilingual awareness in Japan, feminist EFL teachers can bring 

minority women’s voices in Japan including Brazilians, Chinese, Koreans, and 

Arabs. To raise students’ awareness of World Englishes, Horibe (2008) offers a 

linguistic perspective of teaching Asian Englishes in the EFL classroom in Japan. 

By borrowing his ideas, teaching about Asian women’s issues with the use of Asian 

Englishes might be one possibility of local feminist pedagogy. 

 To conclude this chapter, feminist pedagogy in EFL teaching in Japan 

concerns what to teach as well as how to teach, the use of local culture, and the use 

of L1/L2. It is difficult (almost impossible) to offer an ideal set of feminist EFL 

practices because each teacher, each student, and each classroom is different. 

Feminist pedagogy in EFLteaching concerns the balance between traditional 
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teaching and progressive teaching, between local culture and global culture, and 

between English and a mother tongue. Feminist EFL teachers try to find teaching 

practices that challenge to traditional teaching approaches, that feature intentional 

use of local culture, and that take an anti-monolingualist perspective on language 

use. 

 

Chapter Summary 

Feminist teaching that was practiced by my participants took many forms, 

with the result that gender awareness and consciousness were introduced in the 

teaching in many major and minor ways. A feminist teacher identity is reflected in 

and constructed by the pedagogical choices that the teacher makes. Choices of 

topics are clearly reflected by their feminist identity. The changing quality of a 

teacher identity also influenced the decision-making process of whether feminist 

teachers introduce gender-related topics in their classes. Also their teaching beliefs 

about challenging traditional views and approaches and empowering students were 

reflected in their teaching practices. Several of my participants acted as challengers 

who opposed the traditional teaching views and approaches and as empowerers 

who helped students develop voice, mastery, and collective work, and who 

themselves were empowered by students' responses to their teaching. To challenge 

the traditional teaching approaches, and empower students, the feminist teachers in 

my study used writing techniques, problem-posing teaching, group techniques, and 
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extracurricular activities that many feminist pedagogical educators and scholars 

have noted. 

However, feminist EFL teachers did not always prioritize their feminist 

identity in their teaching practices or take up gender-related topics as priorities in 

their teaching practices. The multiplicity of teacher identities prevented some of 

them from teaching about gender-related topics. The changing quality of a teacher 

identity is a two-faced coin and sometimes prevented them from practicing feminist 

teaching. 

 Some might wonder if many other ESL/EFL teachers who do not see 

themselves as feminists also use writing techniques, problem-posing teaching, 

group techniques, and extracurricular activities. Clearly some do. However, the 

point is whether ESL/EFL teachers are actively aware of their feminist principles 

so that they can teach according to them and continue to build and nourish feminist 

teaching, each in his or her own way for each group of students. Feminist ESL/EFL 

teachers use writing techniques, problem-posing teaching, group techniques, and 

extracurricular activities to achieve feminist goals, and have greater control over 

these techniques when they use them intentionally and with awareness. Feminist 

teaching might often be similar to humane and critical teaching that concerns 

equality and social justice because we have anti-oppressive, anti-racist, and anti-

sexist views. 

I also attempted to redefine feminist pedagogy in TESOL and TEFL. 

Feminist pedagogy in TESOL highlighted the deconstruction of binary opposition 
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such as voice/silence, egalitarian/authority, safety/unsafety, empowerer/empowered, 

and rationality/affectivity. Feminist pedagogy in TESOL is situational, 

nonsystematic, and transgressive. The feminist language teachers in my study often 

situated their teaching in conflicts. 

I also characterized feminist pedagogy in TEFL. Feminist pedagogy in 

Japanese university EFL classrooms must concern itself with challenges to 

traditional teaching approaches, active and intential use of local culture, and the 

anti-monolingualist use of both L1 and L2. Although challenging traditional 

teaching approaches such as grammar translation methods, teacher-centered 

approaches, and the memorization of vocabulary is not only a specific feature of 

feminist pedagogy but also a feature of humane, critical and progressive teaching, it 

is important to be considered in Japanese university EFL classrooms where these 

methods and approaches are still widely practiced. Also, feminist pedagogy in 

TEFL contexts must concern the use of local culture because gender-related topics 

in textbooks are often discussed in North American and European contexts. Also, 

the use of L1/L2 in feminist teaching in TEFL contexts should be considered. 

Although it depends to some extent on students’ English proficiency levels, an 

English-only policy in feminist teaching in TEFL might not be always appropriate. 

It might be important to use L1 (Japanese) to make students understand how 

gender-related topics are discussed and to help them connect at a deep and personal 

level with such topics. 
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CHAPTER 10 

CONCLUSION 

 

I conducted a narrative inquiry with nine feminist EFL teachers and 

explored their identities, teaching beliefs, and teaching practices in their Japanese 

university EFL classes. I aimed to explore what feminist identities they had, what 

teaching beliefs they held, how their teacher identities including feminist identities 

influenced their teaching beliefs and practices, and how their teaching beliefs were 

compatible or incompatible with their classroom practices. Through this 

exploration, I attempted to redefine feminist pedagogy in EFL teaching. 

In this chapter I begin by summarizing the findings of my study. Although 

some overlap with previous chapters is inevitable, I would like to confirm what I 

found in this study in this final chapter. I then discuss implications and 

recommendations for ESL/EFL teachers, administrators, textbook writers and 

publishers, and TESOL researchers who study feminist pedagogy. In particular, it 

is important to point out the implications of feminist teaching for ESL/EFL 

teachers because the two major aims of this study are to share feminist teachers’ 

teaching practices and to encourage ESL/EFL teachers to practice feminist teaching 

in one form or another. I also note the achievements as well as the limitations of 

this study and provide possibilities for future research. In the last section, I write 

about my thoughts and feelings about the process of doctoral education including 

dissertation writing. 
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Summary of Findings 

Feminist EFL Teachers’ Identities 

 Whereas some of my participants (Akiko, Fumiko, Kathy, Linda, Sarah, Yu 

Ri) had feminist awareness and consciousness before they became EFL teachers in 

Japan, others (Jennifer, Mika, Tom) developed feminist awareness after they 

became university teachers in Japan. All of my participants gradually developed 

their feminist identity through social interactions including their encounters with 

feminist activists, scholars, and colleagues (Jennifer, Mika, Tom) and their 

participation in feminist meetings (Jennifer, Mika) and gender-related courses 

(Fumiko, Yu Ri). They also gained feminist awareness through the influence of 

family background (Akiko, Mika, Yu Ri), experiences with gender-based 

discrimination (Akiko, Jennifer, Mika, Yu Ri), the society where they grew up 

(Akiko, Fumiko, Linda, Mika, Sarah, Yu Ri), and feminist discourses such as 

books and music about women (Linda, Sarah). They formed their feminist 

identities through the interactions of several different factors. There was no single 

or shocking event that suddenly turned them into feminists when they woke up one 

morning. 

It is very difficult to define theoretically what feminism is. My participants 

were also struggling with defining what feminism meant to them. However, all of 

my participants shared a commitment to pursue gender equality and justice. They 

believed in women’s potential and freedom from traditional gender roles and 

stereotypes. Also, they shared the perspective that feminism involved considering 
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not simply women but also the oppressed. They cared about the underprivileged, 

marginalized, and oppressed people in the world. 

My exploration of the poststructural feminist view that identities are 

multiple, nonunitary, contradictory, and changing over time has helped me 

understand the diversity of teacher identities including feminist identities among 

my participants. I found that my participants’ teacher identities fit this 

poststructural view. Such complex teacher identities influenced their teaching 

practices in diverse ways. 

 

Feminist EFL Teachers’ Beliefs 

All of my participants said that their feminist identities were reflected in 

their teaching beliefs somehow. I found two major findings. One is that my 

participants believed that it was important to teach about gender topics in EFL 

classes. Another is that my participants taught according to feminist principles that 

were in line with characteristics of feminist pedagogy described in the literature, 

such as voice/voices, empowerment, consciousness-raising, and social change. 

The participants in my study believed that it was important to teach a wide 

range of gender topics from noncontroversial issues (e.g., equal wages for equal 

work, women and family, gender roles) to controversial issues (e.g., LGBT issues, 

birth control, female genital mutilation, domestic violence, sexual harassment). 

They also believed that it was important to incorporate gender issues into the 
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lessons such as identity issues, fast-fashion, animal testing, child labor, poverty, 

and overpopulation. 

Second, my participants believed that it was important to teach according to 

feminist principles such as equal attention for males and females, consciousness-

raising, valuing voice/voices, and empowering students, which feminist 

pedagogical scholars focused on in feminist pedagogy. To promote these values, 

my participants used non-traditional teaching approaches such as writing 

techniques, problem-posing teaching, group techniques, and extracurricular 

activities according to feminist principles. These are important cases for 

understanding the concept of feminist pedagogy that feminist teaching is not simply 

what to teach but also how to teach. 

 

Feminist EFL Teachers’ Classroom Practices 

 Several of my participants (Fumiko, Jennifer, Kathy, Sarah, Tom, Yu Ri) 

reflected on their feminist teacher identities and teaching beliefs in their classroom 

practices. When I observed their classrooms and read their teaching journals, they 

taught about gender-related topics such as women and family, gender roles, 

separate surnames in marriage, discrimination against female soccer players, 

women’s body images, marriage, and LGBT issues. Tom incorporated gender 

issues into the lessons of identity issues. To teach these topics, Jennifer, Sarah, 

Tom, and Yu Ri created their own materials and prepared the materials from the 

Internet news report, articles, and some short readings from books. Fumiko used a 
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gender topic in the textbook that she purposely chose and created an additional 

material for teaching about this topic. 

 Although Linda did not teach about gender-related topics in a 

straightforward way, she taught English according to her feminist principles. She 

focused on the development of academic writing skills and high-level 

communication skills in English because she had feminist belief in which for 

Japanese women, the acquisition of high-level English communication skills 

promises greater possibilities to access more higher education, desired positions in 

the workplace, or higher positions in the social mobility ladder. This is a good 

example to show that she was consciously teaching high-level English skills 

according to feminist principles. She thus provided evidence as to what 

distinguishes feminist and nonfeminist teaching. 

However, I identified cases in which feminist teaching beliefs were 

incompatible with the teachers' classroom practices. In Akiko’s class that I 

observed, Akiko was required to use an assigned textbook and taught EFL in a very 

traditional grammar translation approach. In Mika’s class, Mika taught about 

nuclear power energy and “the world vision trading game” by using pair work and 

group work. She wanted her students to develop critical thinking and commit to 

social actions. 

Thus, although some of my participants applied their feminist perspectives 

to their classroom practices, others did not. They did not always prioritize the 

inclusion of gender-related topics in their classroom practices. Such choices and 
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priorities depended on various factors such as institutional expectations, assigned 

textbooks, course purposes, and teachers’ interests. 

  

Implications and Recommendations 

For ESL/EFL Teachers 

My first recommendation for ESL/EFL teachers is to reflect on their 

teaching beliefs and views by reading, discussing with colleagues, and reflecting. It 

is important for all ESL/EFL teachers to introspectively consider their own 

teaching beliefs and practices. Reflection on their own teaching beliefs and 

practices helps them to be aware of their stereotypes about teaching, oppose 

conventional teaching, and invent alternative and creative teaching for diverse 

contexts. There is no right or wrong answer for this, but I hope that ESL/EFL 

teachers can think of the ESL/EFL classroom not simply as a site of linguistic 

improvement but a site of personal growth and change and even social change, in 

spite of continuing controversies about this view. To develop personal growth and 

make the world a better place, there might be many teaching approaches such as a 

humanistic approach, a holistic approach, a critical pedagogical approach, and 

global education. A feminist pedagogical approach is one of them. 

If ESL/EFL teachers have decided that it is important to teach about gender-

related topics to develop personal growth and make the world a better place, my 

second recommendation is for them to choose a gender-related topic that they feel 

comfortable with. As many of my participants pointed out, ESL/EFL teachers can 
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incorporate gender perspectives into the lessons that they teach. Several of them 

mentioned that when ESL/EFL teachers find gender-biased language and discourse, 

they can use them both to raise awareness and to teach bias-free language and 

discourse, while also teaching the meaning and importance of euphemism. As 

Beebe (1996) suggested, ESL/EFL teachers might not have to search for an 

interesting gender topic to import into language classrooms but can teach about 

English language itself, by introducing topics such as sexist language and discourse. 

Also, some of my participants said that they were using video clips and women’s 

films to discuss women’s marriage, divorce, career, family, friendship, and 

sexuality. It is very important to choose gender-related topics and texts that the 

ESL/EFL teacher can feel comfortable with while also feeling competent to teach. 

A third recommendation for ESL/EFL teachers is to join study groups and 

associations such as IGALA (International Gender and Language Association) that 

is an international interdisciplinary academic group that promotes research on 

language, gender, and sexuality, and GALE (Gender Awareness in Language 

Education), REN (Rainbow Educators’ Network), and WELL (Women Educators 

and Language Learners), all of which are accessible in Japan (websites are 

provided in Appendix L). As several of my participants pointed out, they could get 

useful information and materials for teaching about gender-related topics in EFL 

classes from them. As these professional teachers’ study groups also provide the 

information about conferences and publications, they help ESL/EFL teachers 

become professional feminist teachers and researchers. 
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For Administrators and Teacher Education Programs 

I recommend that administrators such as department heads, key faculty, and 

presidents provide faculty development in-service programs to full- and part-time 

ESL/EFL teachers and novice teachers who are interested in teaching about 

sociopolitical topics including gender-related topics, in spite of possible difficulties 

such as institutional resistance, budget realities, and teachers’ heavy workload. In 

Japanese university contexts, there are many EFL university teachers including 

part-time teachers who have diverse academic backgrounds such as not only 

TESOL but also literature, linguistics, cultural studies, communication, history 

about the United States and the United Kingdom, and other areas related to English 

and English speaking countries. Just as their academic backgrounds are diverse, 

their learning experiences are also diverse. One participant in my study confessed 

that she did not know how to teach English with group work, class discussion, and 

journal writing. She taught English in a traditional grammar-translation approach 

like she was taught by her teachers. She seemed to have no opportunity to learn 

how to teach English with group work, class discussion, and journal writing in pre-

service teacher education and after she became a teacher. For these teachers who 

are interested in teaching about sociopolitical issues including gender-related topics 

with techniques such as problem-posing teaching, group work, class discussion, 

and journal writing, administrators should provide further in-service education. 

 I also recommend that for pre-service teachers, teacher education programs 

should include the courses in which they can learn how to teach about 
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sociopolitical topics in a balanced way, including gender-related topics along with 

the language practices, without imposing agendas on students. More specifically, 

the programs should include how to plan the lesson, find and create materials, and 

create alternative teaching methods to oppose conventional teaching. 

 

For Textbook Writers and Publishers 

 Some of my participants mentioned that they chose the textbook that 

included gender-related topics when they had freedom to choose a textbook. In the 

past 20 years, textbook writers and publishers have been concerned more than in 

the past about sexist language and discourse including the danger of stereotyped 

role models for women. They also have made efforts to include gender-related 

topics in textbooks, though the presentation of women’s issues in ESL texts seems 

to be limited to “safe” issues such as women’s wages and legal rights and family 

and work balance. 

On the other hand, some Japanese EFL texts have addressed controversial 

issues such as sexual harassment, domestic violence, same-sex marriage, and sex-

education in school since the late 1990s. For example, Issues: Pro and Cons (1996) 

published by Asahi Press includes gay marriage, Both Sides Now (1999) published 

by Seibido sexual discrimination, sex education, and same-sex marriage, and 

Taking Action on Global Issues (2002) published by Sanshusha violence against 

women. However, gender and sexuality issues in Japanese EFL texts are limited 
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mainly to discussions of them as American or British social issues. This might 

convey the impression that such problems do not exist in Japan. 

Although good teachers localize the topics, I think that it is important for 

both local and international textbook writers and publishers to connect gender and 

sexuality issues to local culture and contexts because students feel some 

connections between the topics that they learn in their classroom and their lives. I 

would like textbook writers and publishers to continue to make efforts to include 

gender-related topics, and even controversial gender and sexuality issues to tie to 

local cultures and contexts in textbooks. 

 

For ESL/EFL Researchers Who Study Feminist Pedagogy 

My suggestion for ESL/EFL researchers who wish to study feminist 

pedagogy is to continue to build a research space for investigating feminist 

pedagogy within the TESOL field. Feminist ESL/EFL researchers create a research 

community for exploring feminist pedagogy in ESL/EFL education and publishing 

articles, books, and anthologies. Multiple multilingual studies on feminist 

pedagogy in a variety of social and institutional settings in different countries will 

go beyond the particular case and contribute to the collective and local knowledge 

of feminist pedagogy in the field of ESL/EFL. Considering that very few 

autobiographical narratives exist of the feminist or female EFL teachers in Japan, it 

would be worthwhile compiling feminist or female EFL teachers’ stories as well. 
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I also recommend that feminist ESL/EFL researchers investigate students’ 

reactions and influences toward feminist teaching. A few studies have investigated 

students’ attitudes and perceptions toward gender issues (Benesch, 1996, 1998) and 

sexuality issues (Nelson, 2009) in the TESOL field. Exploring students’ attitudes 

and perceptions toward feminist teaching can surely help us understand how they 

truly feel about the incorporation of gender-related issues and the application of 

feminist principles to their language learning experience and what they learn from 

this kind of instruction. Students' perspectives are a necessary part of a research 

program on feminist pedagogy in TESOL. 

 

Reflections on the Study 

Achievements 

A major achievement of this study is that narrative inquiry into feminist 

EFL teachers’ identities, teaching beliefs, and teaching practices helped me, and I 

hope will help readers, understand the dynamics, variety, and complexity of 

feminist teaching in university EFL classes in Japan to get away from prescriptive 

and routinized ways of thinking. Through interviews, email communication, 

classroom observations, and teaching journals, I articulated my participants’ 

feminist identities, teaching beliefs, and teaching practices. Each piece of the 

project worked together to form an overall story of these teachers' professional 

lives as feminist educators. I used poststructural feminist pedagogical theories to 

interpret my empirical data. This helped me understand the multiplicity, diversity, 
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and complexity of feminist pedagogy in relation to feminist identities, teaching 

beliefs, and teaching practices. 

 Second, narrative inquiry helped me look at the relations between stories 

told by my participants and their classroom practices. The combination of 

interviews, classroom observations, teaching journals, and other teaching materials 

helped me understand both the compatible and incompatible relations between their 

teaching beliefs and classroom practices. It also helped me investigate the 

contextual factors in which the feminist teachers in my study did not reflect their 

feminist identities and teaching beliefs in their classroom practices. 

Third, as Riessman (2008) considered narrative inquiry to be political work, 

narrative inquiry inspires the audience to engage with issues and actions. For 

example, while I went through the process of this study, such as interviewing and 

observing classrooms, I learned a variety of feminist teaching approaches from my 

participants. Even though I, as a feminist EFL teacher, had taught about gender 

issues, I was less concerned until I did this study about how I had approached the 

teaching of these issues. My participants provided me with teaching tips for making 

a friendly and safe atmosphere and promoting students to express their own 

opinions in English. This gave me the opportunity to practice some of the teaching 

tips provided by my participants in my own EFL classrooms. In this sense, stories 

and teaching practices told and demonstrated by my participants can encourage the 

pedagogical audience to practice feminist teaching in their own classrooms, as well. 

Their stories and practices potentially mobilize the audience to action. I think this is 
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one of the noteworthy achievements of this study. I hope that readers will also be 

inspired by the teaching practices related by my participants and will, likewise, 

consider engaging in feminist teaching, or will consider enhancing their feminist 

teaching practices in new ways. 

 

Limitations 

Several limitations can be described for this study. As for data gathering, 

although it is often unavoidable in qualitative research, my presence as a researcher 

no doubt affected my participants’ responses during interviews and their teaching 

practices during classroom observations. This inevitability is embraced in a social 

constructivist approach, and I tried to be as open and transparent as possible about 

my presence. Such transparency in a study like this one is essential. The accounts 

of participants' feminist identity, teaching beliefs, and teaching practices in this 

study relied on interviews in which my participants selectively talked through their 

own perceptions in interactions with me. Interviews with a different researcher 

might have produced different results. Although I planned to observe as many 

classrooms as possible, I depended on my participants’ willingness to volunteer 

their thoughts spontaneously and to recall and recount their experiences with as 

little prompting, and with as little framing from me, as possible. As a result, the 

accounts of teaching practices in this study relied on one-shot classroom 

observations and teaching journals that my participants wrote. The details of their 

accounts were thus limited. To investigate holistic aspects of the teaching practices 
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of individual teachers, longer-term ethnographic approaches that feature regular 

observations would broaden the scope of the study’s findings. They also will 

illuminate aspects of teaching practices that cannot be revealed through one-shot 

classroom observation. 

With regard to analysis and interpretation, for me, it was a very difficult 

work to classify each participant’s story into one category because each story 

extended over two or three categories and was not so cut-and-dried. I confessed my 

frustration with data analysis and interpretation in my research journal, stating, 

“One frustration is to decide what I should reduce and what I should extend. Out of 

much data, it is very difficult to choose this and that” (Research Journal, 

2013/02/13). I also admitted that categorization depended greatly on my own 

impressions, which were unavoidably guided by feminist theory. As data analysis 

and interpretation were influenced by my personal biases and idiosyncrasies as well 

as theories that I am wedded to, rigor in a traditional sense was difficult to maintain, 

assess, and demonstrate. 

Last, in qualitative research, the astuteness of the research conclusions is 

heavily dependent on the researcher’s experience and skills in this type of research 

and analysis. Due to my limited previous experience in carrying out qualitative 

research, I have depended on others with greater experience in the area to a certain 

extent. I hope that I have not failed to make the most of narrative inquiry or have 

not come up short in analyzing and interpreting the data, or missed pivotal findings. 
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In summary, I provided readers with information about feminist EFL 

university teachers’ identities, teaching beliefs, and teaching practices to the extent 

possible from my empirical data. I interpreted stories on the basis of lived 

experiences told by my participants and on the basis of performance reported by 

them. However, I admit that the stories did not represent the “truth,”7 but they were 

a version of realities that my participants purported to describe and that I as a 

researcher selectively managed to convey to readers. 

 

Future Research 

My future research is a continued pursuit of feminist pedagogical research 

along the same lines within the TESOL field through the use of interpretive, 

qualitative, longitudinal, narrative-based research approaches like the present one. 

There is not enough theory- and practice-based research on feminist pedagogy in 

the TESOL field. I as a feminist pedagogical researcher would like to conduct 

multiple multilingual studies, conducted where possible by bilingual and bicultural 

researchers, on feminist pedagogy in relation to teachers’ teaching beliefs and 

practices with qualitative approaches in a variety of social and institutional settings. 

Each case study will contribute to the collective and local knowledge of feminist 

pedagogy in the field of ESL/EFL. 

                                                
7 According to Atkinson and Sohn (2013), qualitative research has resisted 
objectivity and absolute goals of absolute truth. From a poststructural view, it is 
widely acknowledged that truth is subjective and relative and something that shifts 
through various kinds of knowledge in contexts and history. 
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The students’ reactions were not analyzed in this study, but it is important 

to scrutinize in future research how students feel about learning about gender-

related topics. Also, collecting data from administrators and colleagues in the same 

department might be interesting to understand how they feel about teaching gender-

related topics in Japanese university EFL classes for future research. In my study, 

Akiko was the most conflicted of the participants who had contradictions between 

her interview responses and actual teaching practices. The contradictions represent 

the contradictions that many of us as ESL/EFL teachers experience in our private 

and professional lives. Doing a follow-up study with Akiko might be a future study. 

In my study I pointed out the ever-changing, contradictory nature of identity 

formation from a poststructural feminist view. This feature is also what enables an 

individual to reconstruct his or her private and professional identity in a more 

progressive way. The notion of ‘agency’ plays a role in this reconstruction process, 

and for future research I might include a discussion of how my participants did or 

did not take an agentive role in their professional identity formation. 

I as a feminist qualitative researcher am interested in female teacher identity, 

more specifically female EFL teacher identity in Japan. One of my dissertation 

committee members suggested that I should pay more attention to the situation of 

women working in a university in Japan and discuss feminist issues that are 

intertwined with their work environments. Considering that gender roles and 

gender-segregated activities are still upheld in Japanese society, it is worthwhile 

investigating how female EFL teachers construct and develop their professional 
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identity in Japanese institutions and deal with gender separation and homosociality 

(see Sedgwick, 1985). However, as I focused on feminist educators’ teaching in my 

study, I did not ask questions about my participants’ working environments and 

conditions in Japanese universities and was not able to scrutinize their perception 

about them. Although Simon-Maeda (2004a) and Nagatomo (2012) already 

investigated the development of female teacher identity in Japan, as my dissertation 

committee member advised me, research on female identity formation in 

connection with their working environments and situations is needed. 

Although it is potentially an evaluative approach, I as a critical feminist 

researcher also hope to investigate ESL/EFL teachers who are reluctant to teach 

about sociopolitical issues including gender issues. As TESOL scholars such as 

Benesch (1998) and Casanave (2004) have noted, TESOL, with its foundations in 

the scientific traditions of applied linguistics, has historically emphasized linguistic 

goals over sociopolitical concerns. Exploring teaching beliefs and practices of the 

ESL/EFL teachers who are reluctant to teach about gender or other sociopolitical 

issues has the possibility of revealing the reasoning behind other ideologies in the 

TESOL field. Also, such exploration is capable of demonstrating the complex 

relations between teacher beliefs and external factors. 

 

Concluding Personal Reflection 

 One thing that I learned from my participants in this study is that teachers 

take different paths in becoming feminists. Even though they might not have taken 
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up women’s studies and gender studies as part of their academic education, their 

own gender awareness and consciousness can be raised through the process of 

identity formation by means of social interactions, including interactions with 

feminists and feminist discourses. Whereas some prioritize gender concerns over 

other social concerns in their lives, others prioritize these concerns differently. My 

participants’ stories about identity formation reminded me of the struggle of my 

own feminist teacher identity formation and made me rethink what feminism means 

to me. 

 As a feminist EFL university teacher, I learned from my participants that 

how we teach is as important as what we teach. I had to admit that I had previously 

focused heavily on what I should teach—gender topics that I teach—in my EFL 

classes before I started this research. I had a critical and judgmental attitude toward 

ESL/EFL teachers who did not use gender topics in their classrooms. However, my 

participants taught me that how we teach according to feminist principles is 

important as well. Even if we do not introduce gender topics in the ESL/EFL 

classroom, we can teach English according to feminist principles. Our approach to 

teaching is every bit as important as the content of the lessons. 

 Through this study, I also learned that labels such as ‘feminist’ and 

‘feminism’ both constrain and expand our view. One participant, Fumiko, disliked 

being labeled as ‘feminist,’ although she strongly believed in gender equality and 

justice from a human rights advocate’s view. Not only she but also some ESL/EFL 

teachers might have negative feelings about ‘feminist’ and ‘feminism,’ which limits 
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our view toward feminist teaching. On the other hand, positive feelings about 

‘feminist’ and ‘feminism’ might expand our view and develop feminist teaching. 

Labels move and shift as people change and evolve. 

Learning through the practical utilization of the methodological tools of 

qualitative research, feminist research, and narrative inquiry has been meaningful 

and indispensable for my research and my intellectual life. In graduate school, I had 

studied feminist theories such as liberal feminism, radical feminism, lesbian 

feminism, socialist feminism, women of color, poststructural feminism, and 

postcolonial feminism in relation to the second-wave feminist movement in the 

United States. Since then, I have explored historical and theoretical arguments of 

feminism in the United States and written articles about it. However, in addition to 

my knowledge about feminist theory, learning feminist qualitative research 

methodology has broadened my knowledge as a feminist scholar, and I have 

continued to learn about feminism in Japan. Therefore, I greatly appreciate the 

encouragement and guidance from my adviser who exposed me to these ideas and 

to the related methodological approaches. 

Although I have achieved much and learned many things from this study, 

two words such, “struggle” and “patience,” represent my research project when I 

reflect on the whole process of the doctoral program. The first struggle was to find 

a dissertation topic that I had a passion for. It took about five years to find the topic. 

I needed patience to re-think the topic again and again. The second struggle was 

about data collection such as email exchanges, interviews, and classroom 
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observation. I knew that my participants were all busy throughout the years, and it 

was difficult for them to correspond frequently via email. I did not push them to 

spend their time and energy to respond to my emails. Although they were very 

understanding and most cooperative with my research, it was sometimes difficult to 

set up interviews with them due to their busy schedules. Classroom observation 

was the biggest challenge for data collection. When they were reluctant to be 

observed in their classroom, I did not insist that they permit me to visit. My own 

reluctance to put too much pressure on them kept me from asking them for further 

commitment to this study by, for example, allowing me more visits to their 

classrooms or asking them to check my transcriptions or my interpretive data. The 

third struggle was data analysis, interpretation, and writing a discussion section. 

When I read my research journal, I wrote that I had a lot of feelings such as 

frustration, confusion, anxiety, stress, and even anger. As my adviser had suggested, 

it is important to “take a non-judgmental stance: not what teacher SHOULD do, but 

who they are, what they think and what they actually do and why” and “be patient” 

(Email Communication, 2013/05/12). The doctoral program, including the writing 

of this dissertation, taught me how to take a less judgmental stance and to value 

patience as a researcher. Although I had a lot of mixed feelings such as happiness, 

confidence, accomplishment, frustration, anxiety, and stress as I attempted to 

complete my dissertation, it has been worth the difficulties in learning to become a 

better researcher. 
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AFTERWORD 

 

 When I found nine participants in my study, many of my scholarly friends 

said that there were too many participants for qualitative research. However, my 

adviser said that a few people might drop out from my research for some reasons, 

and therefore, suggested that I should keep them. Fortunately, no one dropped out 

from my research. It reflects their kindness and generosity, but I am sure that there 

was also a sort of “sisterly solidarity” and “a sense of alliance” between my 

participants and me because we all are feminists or pro-feminists. 

 By the end of my study, my participants continued to teach English in 

Japanese universities as full-time teachers or as part-time teachers except for Tom. 

After he ended the contract with the university, Tom moved back to the United 

States and looked for a new job there. 

 As for myself, I continue to teach English and women’s studies in a 

Japanese university. Even though I am required to use an assigned textbook in EFL 

classes, I try to incorporate my gender perspectives into the lessons as much as 

possible. And as I am allowed to make my own syllabus, I am using the last three 

or four classes out of the 15 classes in each semester to teach about gender issues in 

my EFL classes. I also introduce teaching tips and practices taught by my research 

participants into my lessons. Even though I might sometimes become sad, anxious, 

or upset in response to students’ comments and attitudes, for me, teaching, 

nonetheless, is a joy and a hope for future. 



 299 

REFERENCES 

 

Ajayi, L. (2011). Exploring how ESL teachers relate their ethnic and social 
backgrounds to practice. Race Ethnicity and Education, 14(2), 253-275. 

 doi: 10.1080/13613324.2010.488900 
 
Allison, D. (1994). Comments on Sarah Benesch’s “ESL, ideology, and the politics 

of pragmatism”: A reader reacts. TESOL Quarterly, 28, 618-623. 
 
Arnett, K., & Turnbull, M. (2008). Chapter 2: Teacher beliefs in second and foreign 

language teaching: A state-of-the-art review. In H. J. Siskin (Ed.), From 
thought to action: Exploring beliefs and outcomes in the foreign language 
program (pp. 9-28). Boston, MA: Thomson Higher Education. 

 
Asakawa, K., Uetsuki, C., Stronell, C., & Lafaye, B. E. (2002). Taking action on 

global issues. Tokyo, Japan: Sanshusha. 
 
Atkinson, D. (1993). Teaching in the target language: A problem in the current 

orthodoxy. Language Learning Journal, 8, 2-5.  
doi: 10.1080/09571739385200261 

 
Atkinson, D., & Sohn, J. (2013). Culture from the bottom up. TESOL Quarterly, 47, 

669-693. 
 
Bauer, D. M. (1990). The other “F” word: The feminist in the classroom. College 

English, 52, 385-396. 
 
Beebe, J. D. (1996). Sexist language and teaching English as a foreign language. In 

C. P. Casanave & A. Yamashiro (Eds.), Gender issues in language 
education (pp. 100-113). Keio University Monograph No 5. (ERIC 
ED425652). 

 
Bell, J. (2002). Narrative inquiry: More than just telling stories. TESOL Quarterly, 

36(2), 207-213. 
 
Belenky, M., Clinchy, B., Goldberger. N., & Tarule, J. (Eds.). (1986). Women’s 

ways of knowing; The development of self, voice, and mind. New York, NY: 
Basic Books. 

 
Benesch, S. (1993). ESL, ideology, and the politics of pragmatism. TESOL 

Quarterly, 27, 705-7171. 
 



 300 

Benesch, S. (1996). Needs analysis and curriculum development in EAP: An 
example of a critical approach. TESOL Quarterly, 30, 723-738. 

 
Benesch, S. (1998). Anorexia: A feminist EAP curriculum. In T. Smoke (Ed.), 

Adult ESL: Politics, pedagogy, and participation in classrooms and 
community programs (pp. 101-114). Mahwah, NJ: Erlbaum. 

 
Benesch, S. (2001). Critical English for academic purposes: Theory, politics, and 

practice. New York, NY: Erlbaum. 
 
Benesch, S. (2012). Considering emotions in critical English language teaching: 

Theories and praxis. New York, NY: Routledge.  
 
Bloom, L. R. (1998). Under the sign of hope: Feminist methodology and narrative 

interpretation. Albany, NY: State University of New York Press. 
 
Borg, M. (2001). Teachers’ beliefs. ELT Journal, 55(2), 186-187. 
 
Borg, M. (2003). Teacher cognition in language teaching: A review of research on 

what language teachers think, know, believe, and do. Language Teaching, 
36(2), 81-109.  

 
Borg, S. (2006). Teacher cognition and language education: Research and practice. 

London, England: Continuum. doi: 10.1191/1362168806lr182oa 
 
Bradley, C. (2011). An inquiry into relationships between spirituality and language 

pedagogy. (Unpublished doctoral dissertation). Temple University, 
Philadelphia, PA. 

 
Briskin, L., & Coulter, R. P. (1992). Feminist pedagogy: Challenging the normative. 

The Canadian Journal of Education, 17(3), 247-263. 
 
Brown, J. D. (2005). Statistics corner. Questions and answers about language 

testing statistics: Characteristics of sound qualitative research. Shiken: JALT 
Testing & Evaluation SIG Newsletter, 9(2), 31-33. 

 
Brown, J. D. (2009). Open-response items in questionnaires. In J. Heigham & R. A. 

Croker (Eds.), Qualitative research in applied linguistics: A practical 
introduction (pp. 200-219). London, England: Palgrave Macmillan. 

 
Brownmiller, S. (1999). In our time: Memoir of a revolution. New York, NY: Dell. 
 
Butler, J. (1990). Gender trouble. New York, NY: Routledge. 
 



 301 

Cameron, D. (1990). Feminist and linguistic theory (2nd ed.). London, England: 
Macmillan. 

 
Canagaraja, S. (2002). Reconstructing local knowledge. Journal of Language,  

Identity, and Education, 1(4), 243-259.  
doi: 10.1207/S15327701JLIE0104_1 

 
Canagaraja, S. (2013). Translingual practice: Global Englishes and cosmopolitan 

relations. New York, NY: Routledge. 
 
Casanave, C. P. (2004). Controversies in second language writing: Dilemmas and 

decisions in research and instruction. Ann Arbor, MI: University of 
Michigan Press. 

 
Casanave, C. P. (2005). Uses of narrative in L2 writing research. In P. K. Matsuda 

& T. Silva (Eds.), Second language writing research: Perspectives on the 
process of knowledge construction (pp. 17-32). Mahwah, NJ: Erlbaum. 

 
Casanave, C. P. (2011). Journal writing in second language education. Ann Arbor, 

MI: University of Michigan Press. 
 
Casanave, C. P., & Schecter, S. R. (Eds.). (1997). On becoming a language 

educator. Mahwah, NJ: Erlbaum. 
 
Casanave, C. P., & Yamashiro, A. (Eds.). (1996). Gender issues in language 

education. Keio University Monograph No 5. (ERIC ED425652). 
 
Carter, K. (1993). The place of story in the study of teaching and teacher education. 

Educational Researcher, 22(1), 5-12, 18. 
 
Cates, K. (2002). Teaching for a better world; Global issues and language 

education. Human Rights Education in Asian Schools, 5, 41-52. 
 
Cates, K. (2004). Becoming a global teacher. The Language Teacher, 28(7), 31-35. 
 
Chappell, C. A., & Duff, P. A. (2003). Some guidelines for conducting quantitative 

and qualitative research in TESOL. TESOL Quarterly, 37, 157-178. 
 
Chase, S. E. (2005). Narrative inquiry: Multiple lenses, approaches, voices. In N. K. 

Denzin & Y. S. Lincoln (Eds.), The Sage handbook of qualitative research 
(3rd ed., pp. 651-679). Thousand Oaks, CA: Sage. 

 
Christie, A. A. (1997). Using e-mail within a classroom based on feminist 

pedagogy. Journal of Research on Computing in Education, 30, 146-176. 



 302 

 
Clandinin, D. J., & Connelly, M. F. (1995). Teachers’ professional knowledge 

landscapes. New York, NY: Teachers College Press. 
 
Clandinin, D. J., & Connelly, F. M. (2000). Narrative inquiry: Experience and 

story in qualitative research. San Francisco, CA: Jossey-Bass. 
 
Clandinin, D. J., & Huber, J. (2010). Narrative inquiry. In B. McGaw, E. Baker, & 

P. P. Peterson (Eds.), International encyclopedia of education (3rd ed.) (pp. 
436-441). New York, NY: Elsevier. 

 
Clandinin, D. J., Pushor, D., & Orr, A. M. (2007). Navigating sites for narrative 

inquiry. Journal of Teacher Education, 58, 21-35.  
doi: 10.1177/0022487106296218 

 
Cohee, G. E., Daumer, E., Kemp, T. D., Krebs, P. M., Lafky, S. A., & Runzo, S. 

(1998). The feminist teacher anthology: Pedagogies and classroom 
strategies. New York, NY: Teachers College, Columbia University. 

 
Connelly, M. F., & Clandinin, D. J. (1987). On narrative method, biology and 

narrative unities in the study of teaching. Journal of Educational Thought, 
21(3), 130-139. 

 
Connelly, M. F., & Clandinin, D. J. (1990). Stories of experience and narrative 

inquiry. Educational Researcher, 19(5), 2-14. 
 
Connelly, M. F., & Clandinin, D. J. (2006). Narrative inquiry. In J. L. Green, G. 

Camilli, P. B. Clmore, A. Skukauskaite, & E. Grace (Eds.), Handbook of 
complementary methods in education research (pp. 477-487). New York, 
NY: Routledge. 

 
Crabtree, R., Sapp, D. A., & Licona, A, C. (Eds.) (2009). Feminist pedagogy: 

Looking back to move forward. Baltimore, MD: Johns Hopkins University 
Press. 

 
Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among 

five approaches (2nd ed.). Thousand Oak, CA: Sage. 
 
Davies, B. (1997). Constructing and deconstructing masculinities through critical 

literacy. Gender and Education, 9(1), 9-30. 
 
Davis, K. A. (1992). Validity and reliability in qualitative research on second 

language acquisition and teaching: Another researcher comments. TESOL 
Quarterly, 26, 605-608. 



 303 

 
Davis, K. A. (1995). Qualitative theory and methods in applied linguistics research. 

TESOL Quarterly, 29, 427-453. 
 
de Fina, A. (2011). Researcher and informant roles in narrative interaction: 

Constructions of belonging and foreign-ness. Language in Society, 40, 27-
38. doi: 10.1017/S0047404510000862 

 
de Fina, A., & Perrino, S. (2011). Introduction: Interview vs. ‘natural’ contexts: A 

false dilemma. Language in Society, 40, 1-11.  
doi: 10.1017/S0047404510000849 

 
Delmar, R. (1994). What is feminism? In A. C. Herrmann & A. J. Stewart (Eds.), 

Theorizing feminism: Parallel trends in the humanities and social sciences 
(pp. 5-25). Boulder, CO: Westview Press. 

 
Denzin, N. K. (1994). The art and politics of interpretation. In N. K. Denzin & Y. S. 

Lincoln (Eds.), Handbook of qualitative research (pp. 500-515). Thousand 
Oaks, CA: Sage. 

 
Denzin, N. K., & Lincoln, Y. S. (2000). Introduction: The discipline and practice of 

qualitative research. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of 
qualitative research (2nd ed., pp. 1-32). Thousand Oaks, CA: Sage. 

 
Dewey, J. (1897). My pedagogical creed. School Journal, 54, 77-80. Retrieved 

from http://dewey.pragmatism.org/creed.htm 
 
Dewey, J. (1916). Democracy and education. Retrieved from 

http://www.ilt.columbia.edu/publications/dewey.html 
 
Dewey, J. (1957). The school and society [Gakko to shakai] (S. Miyahara, Trans.). 

Chicago: University of Chicago Press. (Original work published 1900). 
 
Duff, P. A., & Uchida, Y. (1997). The negotiation of teachers’ sociocultural 

identities and practices in postsecondary EFL classrooms. TESOL Quarterly, 
31, 451-486. 

 
Ehara, Y. (1990). Feminizumu no 70nendai to 80nedai [The 1970s and 1980s of 

Feminism]. In Y. Ehara (Ed.), Feminizumu ronso: 70nendai kara 90nendai 
he [A dispute of feminism: From the 1970s to 1990s] (pp. 2-46). Tokyo, 
Japan: Keisoshobo. 

 
Eichler, M. (1997). Feminist pedagogy. Current Sociology, 45(2), 9-36. 
 doi: 10.1177/001139297045002003 



 304 

 
Ellis, E. M. (2004). The invisible multilingual teacher: The contribution of 

language background to Australian ESL teachers’ professional knowledge 
and beliefs. The International Journal of Multiculturalism, 1, 90-108. 
http://dx.doi.org/10.1080/14790710408668181 

 
Ellsworth, E. (1992). Why doesn’t this feel empowering? Working through the 

repressive myths of critical pedagogy. In C. Luke & J. Gore (Eds.), 
Feminisms and critical pedagogy (pp. 90-119). New York, NY: Routledge. 

 
Eto, H. (2006). Kyoyo toshiteno Eigo kyouiku toha [English education in a college-

level liberal arts curriculum]. Bulletin of Nagoya College of Nursing, 8, 1-9. 
 
Firestone, W. (1987). Meaning in method: The rhetoric of quantitative and 

qualitative research. Educational Research, 16(7), 16-21. 
 
Fisher, B. (1981). What is feminist pedagogy? The Radical Teacher, 18, 20-24. 
 
Flyvbjerg, B. (2006). Five misunderstandings about case-study research. 

Qualitative Inquiry, 12, 219-245. doi: 10.1177/1077800405284363 
 
Fraser, N., & Nicholson, L. J. (1990). Social criticism without philosophy: An 

encounter between feminism and postmodernism. In L. J. Nicholson (Ed.), 
Feminism/Postmodernism (pp. 19-38). New York, NY: Routledge. 

 
Freire, P. (1996). Pedagogy of the oppressed (Ramos, M. B., Trans.). London: 

Penguin Books. (Original work published in 1970) 
 
Freidan, B. (1963). The feminine mystique. New York, NY: Dell. 
 
Frye, D. (1999). Participatory education as critical framework for immigrant 

women’s ESL class. TESOL Quarterly, 33, 501-513. 
 
Fujimura-Fanselow, K. (Ed.) (2011). Transforming Japan: How feminism and 

diversity are making a difference. New York, NY: The Feminist Press. 
 
Fujimura-Fanselow, K., & Kameda, A. (Eds.) (1995). Japanese women: New 

feminist perspectives on the past, present, and future. New York, NY: 
Feminist Press. 

 
Gee, J. P. (2005). An introduction to discourse analysis: Theory and method (2nd 

ed.). New York, NY: Routledge. 
 



 305 

Gergen, M. (2003). Once upon a time: A narratologist’s tale. In C. Daiute & A. 
Lightfoot (Eds.), Narrative analysis: Studying the development of 
individuals in society (pp. 267-286). Thousand Oaks, CA: Sage. 

 
Gomez, D. S. (2008). Women’s proper place and student-centered pedagogy. 

Studies in Philosophy and Education, 27(5), 313-333. 
 
Golombek, P. R., & Johnson, K. E. (2004). Narrative inquiry as a mediation space: 

examining emotional and cognitive dissonance in second-language teachers’ 
development. Teachers and Teaching: Theory and Practice, 10, 307-327. 
doi: 10.1080/1354060042000204388 

 
Gore, J. (1990). What we can do for you! What can “we” do for “you”?: Struggling 

over empowerment in critical and feminist pedagogy. In C. Luke & J. Gore 
(Eds.), Feminism and critical pedagogy (pp. 54-73). New York, NY: 
Routledge. 

 
Gore, J. (1993). The struggle for pedagogies: Critical and feminist discourses as 

regimes of truth. New York, NY: Routledge. 
 
Guba, E. G. (1981). Criteria for assessing the trustworthiness of naturalistic 

inquiries. Educational Communication and Technology Journal, 29, 75-91. 
 
Hammersley, M. (1992). On feminist methodology. Sociology, 26(2), 187-206. 
 doi: 10.1177/0038038592026002002 
 
Haraway, D. (1988). Situated knowledge: the science question in feminism and the 

privilege of partial perspective. Feminist Studies, 14, 575-599. 
 
Harding, S. (1987). Introduction: Is there a feminist method? In S. Harding (Ed.), 

Feminism and methodology: Social science issues (pp. 1-14). Bloomington, 
IN: Indiana University Press. 

 
Hardy, T. (1996). Teaching about social inequality and gender in the language 

classroom. In C. P. Casanave & A. Yamashiro (Eds.), Gender issues in 
language education (pp. 56-64). Keio University Monograph No 5. (ERIC 
ED425652). 

 
Hatta, Y. (2003). Nihon nikeru Eigo kyoiku to Eigo koyougoka no mondai [The 

issues of making English an official language and English education in 
Japan]. Bulletin of the Faculty of Language and Literature, 16(2), 107-136. 

 
Hayes, D. (2005). Exploring the lives of non-native speaking English educators in 

Sri Lanka. Teachers and Teaching: Theory and Practices, 11, 169-194.  



 306 

doi: 10.1080/13450600500083964 
 
Henwood, K., & Pidgeon, N. (1995). Remaking the link: Qualitative research and 

feminist standpoint theory. Feminism & Psychology, 5(1), 7-30. 
 
Hesse-Biber, S. H., & Leavy, P. (2007). Feminist research practices. Thousand 

Oaks, CA: Sage. 
 
Hesse-Biber, S. H., & Leavy, P. (2011). The practice of qualitative research (2nd 

ed.). Thousand Oaks, CA: Sage. 
 
Hiraizumi, W., & Watanabe, S. (1975). Eigo Kyoiku Daironso [The argument on 

English Education]. Tokyo, Japan: Bungeishunju.  
 
Holmes, J. (2008). An introduction to sociolinguistics (Third ed.). Harlow, 

England: Pearson Longman. 
 
Holstein, J. A., & Gubrium, J. F. (2012). Varieties of narrative analysis. Thousand 

Oaks, CA: Sage. 
 
hooks, b. (1989). Talking back: Thinking feminist, thinking black. Boston, MA: 

South End Press. 
 
hooks, b. (1994). Teaching to transgress: Education as the practice of freedom. 

New York, NY: Routledge. 
 
hooks, b. (2000). Feminism is for everybody: Passionate politics. Cambridge, MA: 

South End Press. 
 
Horibe, H. (2008). The place of culture in teaching English as an international 

language (EIL). JALT Journal, 30(2), 241-253. 
 
Inoue, H. (2009). Gender gap in Japanese higher education. Paper presented at the 

2009 KIEA international conference. Retrieved from 
http://www.kiea21.or.kr/attache/thesis/9.2HiroshiInoue.pdf 

 
Inoue, T. (2011). Shin joseigaku eno shotai [Women’s life in contemporary Japan]. 

Tokyo, Japan: Yuhikaku.  
 
Irie, N. (2001). Feminizumu kyoikugaku no keisei to hatten [The evolution and 

developemnt of Feminist pedagogy]. In Kanagawa daigaku jinbungaku 
kenkyujo (Ed.), jenda poritikusu no yukue [Towards gender politics] (pp. 
55-92). Tokyo, Japan: Keisoshobou. 

 



 307 

Irie, N. (2004). Feminizumu kyoikugaku [Feminist pedagogy]. In K. Akao (Ed.), 
Shogai gakushu riron wo manabu hito no tameni [To people who learn 
about lifelong learning theory] (pp. 33-58). Tokyo, Japan: Sekaisisousha. 

 
Johnson, K. E. (1994). The emerging beliefs and instructional practices of 

preservice English as a second language teachers. Teaching & Teacher 
Education, 10, 439-452. 

 
Jule, A. (2002). Speaking their sex: A study of gender and linguistic space in an 

ESL classroom. TESL Canada Journal, 19(2), 37-51. 
 
Kagan, D. M. (1992). Implications of research on teacher belief. Educational 

Psychologist, 27, 65-90. 
 
Kishimoto, K., & Mwangi, M. (2009). Critiquing the rhetoric of “safety” in 

feminist pedagogy: Women of color offering an account of ourselves. 
Feminist Teacher, 19(2), 87-102. 

 
Koyama, S. (1991). Ryosai kembo toiu kihan [The ideal called a good wife and 

wise mother]. Tokyo, Keiso, 1991. 
 
Krashen, S. D. (1987). Principles and practice in the second language acquisition. 

New York, NY: Pergamon Press. 
 
Kubota, R., & McKay, S. (2009). Globalization and language learning in rural 

Japan: The role of English in the local linguistic ecology. TESOL Quarterly, 
43, 593-619. 

 
Kumaravadivelu, B. (2006a). Dangerous liaison: Globalization, empire and TESOL. 

In J. Edge (Ed.), Relocating TESOL in an age of empire (pp. 1-26). London, 
UK: Palgrave. 

 
Kumaravadivelu, B. (2006b). TESOL methods: Changing tracks, challenging 

trends. TESOL Quarterly, 40, 59-81. 
 
Kumazawa, M. (2011). Vulnerability and resilience: Working lives and motivation 

of four novice ESL secondary school teachers in Japan (Unpublished 
doctoral dissertation). Temple University, Philadelphia, PA. 

 
Kuno, H. (2007). Daigaku nikeru Eigo kyouiku kaikaku [Reform of English 

education at the university level]. Journal of Hokkaido Bunkyo University, 8, 
75-97. 

 



 308 

Kusaka, L. (2014). Negotiating identities: An interview study and autoethnography 
of six Japanese American TESOL professionals in Japan (Unpublished 
doctoral dissertation). Temple University, Philadelphia, PA. 

 
Langston, D. (1991). Feminist theories and the politics of difference. In J. W. 

Cochran, D. Langston & C. Woodward (Eds.), Changing our power: An 
introduction to women’s studies (pp. 14-25). Dubuque, IA; Kendall/Hunt. 

 
Lather, P. (1991). Getting smart: Feminist research and pedagogy with/in the 

postmodern. New York, NY: Routledge. 
 
Lazaraton, A. (2003). Evaluation criteria for qualitative research in applied 

linguistics: Whose criteria and whose research? The Modern Language 
Journal, 87, 1-12. 

 
Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage. 
 
Lindquist, B. (1994). Beyond student resistance: A pedagogy of possibility. 

Teaching Education, 6, 1-18. 
 
Litosseliti, L. (2006). Gender and language: Theory and practice. London, 

England: Hodder Arnold. 
 
Litosseliti, L., & Sunderland, J. (2002). Gender identity and discourse analysis. 

Philadelphia, PA: Benjamins. 
 
Littlewood, W. (1981). Communicative language teaching: An introduction. 

Cambridge: Cambridge University Press. 
 
Luke, C. (1992). Feminist politics in radical pedagogy. In C. Luke & J. Gore (Eds.), 

Feminism and critical pedagogy (pp. 192-210). New York, NY: Routledge. 
 
Luke, C. (1996). Feminist pedagogy theory: Reflecting on power and authority. 

Educational Theory, 46, 283-302. 
 
Luke, C., & Gore, J. (Eds.). (1992). Feminism and critical pedagogy. New York, 

NY: Routledge. 
 
Mackie, V. (2003). Feminism in modern Japan: Citizenship, embodiment and 

sexuality. Cambridge, UK: Cambridge University Press. 
 
Maher, F. (1999). Progressive education and feminist pedagogies: Issues in gender, 

power, and authority. Teachers College Record, 101(1), 35-59. 
 



 309 

Maher, F. (2001). John Dewey, progressive education, and feminist pedagogies: 
Issues in gender and authority. In K. Weiler (Ed.), Feminist engagements: 
Reading, resisting, and revisioning male theorists in education and cultural 
studies (pp. 13-32). New York, NY: Routledge. 

 
Maher, F. A., & Tetreault, M. K. (2001). The feminist classroom: Dynamics of 

gender, race, and privilege (Expanded ed.). Lanham, MD: Rowman & 
Littlefield. 

 
Manicom, A. (1992). Feminist pedagogy: Transformations, standpoints, and 

politics. Canadian Journal of Education, 17(3), 365-389. 
 
Markowitz, L. (2005). Unmasking moral dichotomies: Can feminist pedagogy 

overcome student resistance? Gender and Education, 17(1), 39-55. 
 doi: 10.1080/0954024042000301294 
 
Maxwell, J. A. (2005). Qualitative research design: An interactive approach. 

Thousand Oaks, CA: Sage. 
 
McLean, P. (1996). Issues: Pros and Cons. Tokyo, Japan: Asahi Press. 
 
McMahill, C. (1997). Communities of resistance: A case study of two feminist 

English classes in Japan. TESOL Quarterly, 31, 612-622. 
 
McMahill, C. (2001). Self-expression, gender, and community: A Japanese 

feminist English class. In A. Pavlenko, A. Blackledge, I. Piller & M. 
Teutsch-Dwyer (Eds.), Multilingualism, second language learning, and 
gender (pp. 307-344). Berlin, Germany: Mouton de Gruyter. 

 
Merriam, S. B. (2009). Qualitative research: A guide to design and implementation. 

San Francisco, CA: Jossey-Bass. 
 
Mimura, C. (2007). Constant struggles: The effects of overseas studies on the 

identities of Japanese women (Unpublished doctoral dissertation). Temple 
University, Philadelphia, PA. 

 
Ministry of Education, Culture, Sports, Science and Technology (2008). Gakko 

kihon chosa [Basic school data] Retrieved from 
http://www.hakushyo.mhlw.go.jp/wpdocs/hpwj200801/b0042.html 

 
Ministry of Education, Culture, Sports, Science and Technology (2009). Gakko 

kyoin tokei chosa [School teachers’ data] Retrieved from 
http://www.mext.go.jp/b_menu/toukei/chousa01/kyouin/1268573.htm 

 



 310 

Mishler, E. G. (1986). Research interviewing: Context and narrative. Cambridge, 
MA: Harvard University Press. 

 
Mishler, E. G. (2006). Narrative and identity: The double arrow of time. In A. de 

Fina, D. Schiffrin, & M. Bamberg (Eds.), Discourse and identity (pp. 30-47). 
Cambridge: Cambridge University Press. 

 
Morgan, B. (2004). Teacher identity as pedagogy: Toward a field-internal 

conceptualization in bilingual and second language education. Bilingual 
Education and Bilingualism, 7, 172-188. 

 
Murray, G. (2009). Narrative inquiry. In J. Heigham & R. A. Croker (Eds.), 

Qualitative research in applied linguistics: A practical introduction (pp. 45-
65). London: Palgrave Macmillan. 

 
Nagatomo, D. H. (2012). Exploring Japanese university English teachers’ 

professional identity. Bristol, UK: Multilingual Matters. 
 
Nelson, C. (1999). Sexual identities in ESL: Queer theory and classroom inquiry. 

TESOL Quarterly, 33, 371-391. 
 
Nelson, C. (2004). Beyond straight grammar: Using lesbian/gay themes to explore 

cultural meanings. In B. Norton & A. Pavlenko (Eds.), Gender and English 
language leaners (pp. 127-142). Alexandria, VA: Teachers of English to 
Speakers of Other Languages. 

 
Nelson, C. (2009). Sexual identities in English language education. New York, 

NY: Routledge. 
 
Nicholson, L. (Ed.). (1990). Feminism/Postmodernism. New York, NY: Routledge. 
 
Nishimoto, T., & Porter, B. (1999). Both sides now. Tokyo, Japan: Seibido. 
 
Nishino, T. (2008). Japanese secondary school teachers’ beliefs and practices 

regarding communicative language teaching: An exploratory survey. JALT 
Journal, 30(1), 27-50. 

 
Nishino, T. (2009). Communicative language teaching in Japanese high schools: 

Teacher’s beliefs and classroom practices. (Unpublished doctoral 
dissertation). Temple University, Philadelphia, PA. 

 
Noddings, N. (2003). Caring: A feminine approach to ethics and moral education  

(2nd ed.). Berkeley, CA: University of California Press. 
 



 311 

Norton, B. (2000). Identity and language learning: Gender, ethnicity and 
educational change. Harlow, England: Pearson Education. 

 
Norton, B., & Pavlenko, A. (Eds.). (2004). Gender and English language learners. 

Alexandria, VA: Teachers of English to Speakers of Other Languages. 
 
Nozaki, Y. (2000). Feminisuto pedagoji [Feminist pedagogy]. In A, Kameda & K. 

Tachi (Eds.), Gakko wo jenda furini [For gender free in school] (pp. 197-
214). Tokyo, Japan: Akashishoten. 

 
 
Ochs, E., & Capps, L. (1996). Narrating the self. Annual Review of Anthropology,  

25, 19-43. 
 
Okada, H. (2009). Somewhere “in between”: Language and identities of three 

Japanese international school students. (Unpublished doctoral dissertation). 
Temple University, Philadelphia, PA. 

 
Olesen, V. (2005). Early millennial feminist qualitative research: Challenges and 

contours. In N. K. Denzin & Y. S. Lincoln (Eds.), The sage handbook of 
qualitative research (3rd ed., pp. 235-278). Thousand Oaks, CA: Sage. 

 
O’Mochain, R. (2006). Discussing gender and sexuality in a context-appropriate 

way: Queer narratives in an EFL college classroom in Japan. Journal of 
Language, Identity, and Education, 5(1), 51-66. 
http://dx.doi.org/10.1207/s15327701jlie0501_4 

 
Orner, M. (1992). Interrupting the calls for student voice in “liberatory” education: 

A feminist postructuralist perspective. In C. Luke & J. Gore (Eds.), 
Feminism and critical pedagogy (pp. 192-210). New York, NY: Routledge. 

 
Pajares, M. F. (1992). Teachers’ beliefs and educational research: Cleaning up a 

messy construct. Review of Educational Research, 62, 307-332. 
 
Park, S. (2009). A feminist approach to understanding ESL identity development: A 

case study of Korean women in U.S. universities. (Unpublished doctoral 
dissertation). University of New Mexico, Albuquerque, NM. 

 
Parry, S. (1996). Feminist pedagogy and techniques for the changing classroom. 

Women’s Studies Quarterly, 24(3/4), 45-54. 
 
Patton, M. Q. (2002). Qualitative research and evaluation methods (3rd ed.). 

Thousand Oaks, CA: Sage. 
 



 312 

Pavlenko, A. (2001). Bilingualism, gender, and ideology. International Journal of 
Bilingualism, 5, 117-151. 

 
Pavlenko, A. (2002). Narrative study: Whose story is it, anyway? TESOL Quarterly, 

36, 213-218. 
 
Pavlenko, A., Blackledge, A., Piller, I., & Teutsch-Dwyer, M. (Eds.). (2001). 

Multilingualism, second language learning, and gender. Berlin, Germany: 
Mouton de Gruyter. 

 
Peaty, D. (2004). Global issues in EFL: Education or indoctrination? The Language 

Teacher, 28(8), 15-18. 
 
Pennycook, A. (1989). The concept of method, interested knowledge, and the 

politics of language teaching. TESOL Quarterly, 23, 589-618. 
 
Pennycook, A. (1997). Vulgar pragmatism, critical pragmatism, and EAP. English 

for Specific Purposes, 16, 253-269. 
 
Pennycook, A. (2010). Language as a local practice. New York, NY: Routledge. 
 
Peirce, B. N. (1995). Social Identity, investment, and language learning. TESOL 

Quarterly, 29, 9-31. 
 
Polkinghorne, D. (1995). Narrative configuration in qualitative analysis. 

Qualitative Studies in Education, 8(1), 5-23. 
 
Rakow, L. F. (1991). Gender and race in the classroom: Teaching way out of line. 

Feminist Teacher, 6(1), 10-13. 
 
Rallis, S. F., & Rossman, G. B. (2009). Ethics and trustworthiness. In J. Heigham 

& R. A. Croker (Eds.), Qualitative research in applied linguistics: A 
practical introduction (pp. 263-287). London, England: Palgrave Macmillan. 

 
Ramazanoglu, C., & Holland, J. (2009). Feminist methodology: Challenge and 

choices. London, England: Sage. 
 
Reid, J. (1989). English as a second language composition in higher education: The 

expectations of the academic audience. In D. M. Johnson & D. H. Roen 
(Eds.), Richness in writing: Empowering ESL students (pp. 220-234). New 
York, NY: Longman. 

 
Reinharz, S. (1992). Feminist methods in social research. Oxford, England: Oxford 

University Press. 



 313 

 
Richardson, L. (2002). Poetic representation of interviews. In J. F. Gubrium & J. A. 

Holstein (Eds.), Handbook of interview research: Context and method (pp. 
877-891). Thousand Oaks, CA: Sage. 

 
Ricoeur, P. (1980). Narrative time. Critical Inquiry, 7(1), 169-190. 
 
Riessman, C. K. (2008). Narrative methods for the human sciences. Thousand 

Oaks, CA: Sage. 
 
Rivera, K. (1999). Popular research and social transformation: A community-based 

approach to critical pedagogy. TESOL Quarterly, 33, 485-500. 
 
Roberts, C. (1997). Transcribing talk: Issues of representation. TESOL Quarterly, 

31, 167-172. 
 
Ropers-Huilman, B. (1998). Feminist teaching in theory and practice: Situating 

power and knowledge in poststructural classrooms. New York, NY: 
Teachers College, Columbia University. 

 
Rose, S. (2009). The protest as a teaching technique for promoting feminist 

activism. In R. D. Crabtree, D. A. Sapp, & A. C. Licona (Eds.), Feminist 
pedagogy: Looking back to move forward (pp. 171-175). Baltimore: Johns 
Hopkins University Press. 

 
Sabatini, Y. (2012). Education for self-crafting: Globalization, discourses, and 

English in the lives of three Japanese women. (Unpublished doctoral 
dissertation). Temple University, Philadelphia, PA. 

 
Saft, S. & Ohara, Y. (2004). Promoting critical reflection about gender in EFL 

classes at a Japanese university. In B. Norton & A. Pavlenko (Eds.), Gender 
and English language learners (pp. 143-154). Alexandria, VA: Teachers of 
English to Speakers of Other Languages. 

 
Santos, T. (1992). Ideology in composition: L1 and ESL. Journal of Second 

Language Writing, 1, 1-15. 
 
Santos, T. (2001). The place of politics in second language writing. In T. Silva & P. 

K. Matsuda (Eds.), On second language writing (pp. 161-190). Mahwah, 
NJ: Erlbaum. 

 
Sato, K., & Kleinsasser, R. (2004). Beliefs, practices, and interactions of teachers 

in a Japanese high school English department. Teaching and Teacher 
Education, 20, 797-816. 



 314 

 
Sarantakos, S. (2005). Chapter 3: Feminist research. In S. Sarantakos, Social 

research (3rd ed., pp. 53-71). London: Palgrave Macmillan. Retrieved from 
http://www.palgrave.com/sociology/sarantakos/docs/chapter3.pdf 

 
Savvidou, C. (2010). Myths, memories and “chasing stories”: Exploring 

professional identity in the narratives of university language teachers. In J. 
L. Watzke, P. C. Miller, & M. Mantero (Eds.), Readings in language studies, 
volume 2, language and power (pp. 115-136). Lakewood Ranch, FL: 
International Society for Language Studies. 

 
Schacht, S. P. (2000). Using a feminist pedagogy as a male teacher: The 

possibilities of a partial and situated perspective. Radical Pedagogy, 2(2). 
Retrieved from http://radicalpedagogy.icaap.org/ 

 
Schenke, A. (1996). Not just a “social issue”: Teaching feminist in ESL. TESOL 

Quarterly, 30, 155-159. 
 
Schniedewind, N. (1981). Feminist values: Guidelines for teaching methodology in 

women’s studies. The Radical Teacher, 18, 25-28. 
 
Schniedewind, N. (1987). Teaching feminist process. Women’s Studies Quarterly, 

15(3/4), 15-31. 
 
Schuman, D. (1982). Policy analysis, education, and everyday life. Lexington, MA: 

Heath. 
 
Sedgwick, E. K. (1985). Between men: English literature and male homosocial 

desire. New York, NY: Columbia University Press. 
 
Seidman, I. (2006). Interviewing as qualitative research: A guide for researchers in 

education and the social sciences (3rd ed.). New York, NY: Teachers 
College Press. 

 
Shenton, A. K. (2004). Strategies for ensuring trustworthiness in qualitative 

research projects. Education for Information, 22, 63-75. 
 
Shor, I. (1992). Empowering education: Critical teaching for social change. 

Chicago, IL: University of Chicago Press. 
 
Shrewsbury, C. (1987). What is feminist pedagogy? Women’s Studies Quarterly, 

15(3/4), 6-14. 
 



 315 

Simon-Maeda, A. (2002). A critical ethnographic investigation of Japanese junior 
college female learners’ attitudes toward gender issues and education 
(Unpublished doctoral dissertation). Temple University, Philadelphia, PA. 

 
Simon-Maeda, A. (2004a). The complex construction of professional identities: 

Female EFL educators in Japan speak out. TESOL Quarterly, 38, 405-436. 
 
Simon-Maeda, A. (2004b). Transforming emerging feminist identities: A course on 

gender and language issues. In B. Norton & A. Pavlenko (Eds.), Gender and 
English language learners (pp. 127-142). Alexandria, VA: Teachers of 
English to Speakers of Other Languages. 

 
Smith, J. (1997). Students’ goals, gatekeeping, and some questions of ethics. 

College English, 59, 299-320. 
 
Spender, D. (1989). Invisible women: The schooling scandal. London, England: 

The Women’s Press. 
 
Stake, J. E., & Gerner, M. A. (1987). The women’s studies experience: Personal 

and professional gains for women and men. Psychology of Women 
Quarterly, 11, 277-283. 

 
Stake, J. E., & Hoffmann, F. L. (2001). Changes in student social attitudes, 

activism, and personal confidence in higher education: The role of women’s 
studies. American Educational Research Journal, 38, 411-436.  
doi: 10.3102/00028312038002411 

 
Stake, J. E., Roades, L., Rose, S., Ellis, L., & West, C. (1994). The women’s 

studies experience: Impetus for feminist activism. Psychology of Women 
Quarterly, 18, 17-24. 

 
Stake, J. E., & Rose, S. (1994). The long-term impact of women’s studies on 

students’ personal lives and political activism. Psychology of Women 
Quarterly, 18, 403-412. 

 
Summerhawk, B. (1998). From closet to classroom: Gay issues in ESL/EFL. The 

Language Teacher, 22(5), 21-23. 
 
Summerhawk, B., McMahill, C., & McDonald, D. (Eds.). (1998). Queer Japan: 

Personal stories of Japanese lesbians, gays, bisexuals and transsexuals. 
Norwich, VT: New Victoria. 

 
Sunderland, J. (1992). Gender in the EFL classroom. EFL Journal, 46(1), 81-91. 
 



 316 

Tajfel, H. (1974). Social identity and intergroup behavior. Social Science 
Information, 13(2), 65-93. doi: 10.1177/053901847401300204 

 
Tanaka, K. (1995). The new feminist movement in Japan, 1970-1990. In K. 

Fujimura-Fanselow & A. Kameda (Eds.), Japanese women: New feminist 
perspectives on the past, present, and future (pp. 343-352). New York, NY: 
The Feminist Press. 

 
Tanaka, M. (1992). Inochi no onnatachi e [To women who have their own lives]. 

Tokyo, Japan: Kawadeshoboushinsha. (Original work published in 1972) 
 
Tannen, D. (Ed.). (1993). Gender and conversational interaction. New York, NY: 

Oxford University Press. 
 
Tannen, D. (1996). Researching gender-related patterns in classroom discourse. 

TESOL Quarterly, 30, 341-344. 
 
Thomas, G. (2011). A typology for the case study in social science following a 

review of definition, discourse, and structure. Qualitative Inquiry, 17, 511-
521. doi: 10.1177/1077800411409884 

 
Tisdell, E. J. (1998). Poststructural feminist pedagogies: The possibilities and 

limitations of feminist emancipatory adult learning theory and practice. 
Adult Education Quarterly, 48(3), 139-157. 

 
Titus, J. J. (2000). Engaging student resistance to feminism: ‘How is this stuff 

going to make us better teachers?’ Gender and Education, 12(1), 21-37. 
 
Turnbull, M. (2001). There is a role for the L1 in second language and foreign 

teaching, but…. Canadian Modern Language Review, 57, 531-540. 
 
Tsui, A. B. M. (2007). Complexities of identity formation: A narrative inquiry of 

an EFL teacher. TESOL Quarterly, 41, 657-680. 
 
Uchimizaki, T. (Ed.). (1999). Nihon no joseigaku kyoiku [Women’s studies 

education in Japan]. Tokyo, Japan: Toshindo. 
 
Vandrick, S. (1994). Feminist pedagogy and ESL. College ESL, 4(2), 69-92. 
 
Vandrick, S. (1995a). Privileged ESL university students. TESOL Quarterly, 29, 

375-381. 
 
Vandrick, S. (1995b). Teaching and practicing feminism in the university ESL 

class. TESOL Journal, 4(3), 4-6. 



 317 

 
Vandrick, S. (1997a). The role of hidden identities in the postsecondary ESL 

classroom. TESOL Quarterly, 31, 153-157. 
 
Vandrick, S. (1997b). Feminist teaching in the mixed classroom. Peace Review, 

9(1), 133-139. 
 
Vandrick, S. (1998). Promoting gender equity in the postsecondary ESL class. In T. 

Smoke (Ed.), Adult ESL: Politics, pedagogy, and participation in classroom 
and community programs (pp. 73-88). Mahwah, NJ: Erlbaum. 

 
Vandrick, S. (2000). Language, culture, class, gender, and class participation. Paper 

presented at the Annual Meeting of Teaching of English to Speakers of 
Other Languages, Vancouver, BC. ED 473086. 

 
Vandrick, S. (2009). Interrogating privilege: Reflections of a second language 

educator. Ann Arbor, MI: University of Michigan Press. 
 
Vandrick, S. (2011). Students of the new global elite. TESOL Quarterly, 41, 160-

169. 
 
Varghese, M., Morgan, B., Johnston, B., & Johnson, K. (2005). Theorizing 

language teacher identity: Three perspectives and beyond. Journal of 
Language, Identity, and Education, 4(1), 21-44. 
http://dx.doi.org/10.1207/s15327701jlie0401_2 

 
Walkerdine, V. (1992). Progressive pedagogy and political struggle. In C. Luke & J. 

Gore (Eds.), Feminisms and critical pedagogy (pp. 15-24). New York, NY: 
Routledge. 

 
Warren, K. J. (1998). Rewriting the future: The feminist challenge to the 

malestream curriculum. In G. E. Cohee, E. Daumer, T. D. Kemp, P. M. 
Krebs, S. A. Lafky, & S. Runzo (Eds.), The feminist teacher anthology: 
Pedagogies and classroom strategies (pp. 45-60). New York, NY: Teachers 
College Press. 

 
Webb, L. M, Allen, M. W., & Walker, K. L. (2002). Feminist pedagogy:  

Identifying basic principles. Academic Exchange Quarterly, 6(1), 67-72. 
 
Weedon, C. (1997). Feminist practice and poststructuralist theory (2nd ed.).  

Oxford, England: Blackwell.  
 
Weiler, K. (1988). Women teaching for change: Gender, class & power. South  

Hadley, MA: Bergin & Garvey. 



 318 

 
Weiler, K. (1991). Freire and a feminist pedagogy of difference. Harvard 

Educational Review, 61(4), 449-474. 
 
Weiler, K. (1992). Teaching, feminism, and social change. In C. M. Hurlbert & S. 

Totten (Eds.), Social issues in the English classroom (pp. 322-337). Urbana, 
IL: National Council of Teachers of English. 

 
Weiler, K. (2001). Reading Paulo Freire. In K. Weiler (Ed.), Feminist 

engagements: Reading, resisting, and revisioning male theorists in 
education and cultural studies (pp. 67-88). New York, NY: Routledge. 

 
Whittier, N. (2006). From the second to the third wave: Continuity and change in 

grassroots feminism. In L. A. Banaszak (Ed.), The U.S. women’s movement 
in global perspective (pp. 45-67). Lanham, MD: Rowman & Littlefield. 

 
Woods, D. (1991). Teachers’ interpretations of second language teaching curricula. 

RELC Journal, 22, 1-19. 
 
Yoshihara, R. (2006). Feminist pedagogy and EFL. Presented at the Meeting of 

JALT Gunma Branch, Gunma, Japan.  
 
Yoshihara, R. (2008). Feminist thinking and EFL education: How do university 

students raise feminist thinking through content-based instruction? 
Presented at the Annual Conference of Eibeibunkagakkai, Tokyo, Japan. 

 
Yoshihara, R. (2010a). English education for change: Gender issues in EFL classes. 

Presented at the Annual Conference of JACET, Miyagi, Japan.  
 
Yoshihara, R. (2010b). Teaching women’s issues in an EFL classroom: What do 

students learn? Eibeibunka, 40, 229-242. 
 
Yoshihara, R. (2011). Learning and teaching gender and sexuality issues in the EFL 

classroom: Where students and teachers stand. Journal and Proceedings of 
the Gender Awareness in Language Education, 4, 5-21. Retrieved from 
http://www.gale-sig.org/galejournalv4.pdf 

 
Yoshihara, R. (2012). Raising gender consciousness: EFL classes in Japan. 

Presented at the Annual Conference in JALT, Hamamatsu, Japan. 
 
Zalewski, M. (2000). Feminism after postmodernism. New York, NY: Routledge. 
 



 319 

 
 
 
 
 
 
 
 
 
 
 

APPENDICES 



 320 

APPENDIX A 

RESEARCH PROPOSAL FOR THE 2011 STUDY 

Researcher’s Name: Reiko Yoshihara 
Affiliation: Doctoral student at Temple University, Japan 
Present address:    Permanent address: 
445 Seaside Ave., #1011, Honolulu,  2-33-6 Umesato, Suginami-ku, Tokyo, 
HI, 96815    166-0011 
Cell-phone number: 808-954-0490  Cell-phone number: 090-5446-5398 
Email address:     Home phone number: 81-3-3318-9062 
yoshihara.reiko@nihon-u.ac.jp  Email address: yoshihara.reiko@nihon-u.ac.jp 

  
Research Project: Teachers’ teaching beliefs and practices in an ESL program in Hawaii 
1. Purpose of research/Research question:  

The purpose of this study is to explore teachers’ teaching beliefs and practices in an ESL 
program in Hawaii, where I am residing for a one-year research grant from Nihon University, Japan. 
I regard this study as a pilot in preparation for my dissertation “Feminist teachers’ beliefs and 
practices in EFL college classrooms in Japan.” Through this pilot study, I would like to learn 
qualitative research techniques such as interviews, observations, and interpretation. There are some 
other reasons I would like to interview the faculty in the New Intensive Courses in English (NICE) 
program at the University of Hawaii at Manoa. As a participant of the NICE program, I found that 
the faculty were very experienced and had a high quality of teaching skills. They created lessons 
suited to the students’ interests, needs, and abilities while following the curriculum guidelines for 
each course. In particular, in the courses of “Integrated Skills” and “Oral production,” instructors are 
able to make their own decisions on materials, topics, and assignments. Even in the courses of 
“Grammar” and “Listening” with assigned textbooks, instructors have additional materials and fully 
worked-out plans for the purpose of the course. As a result, each class is unique and innovative. I 
would like to investigate what kinds of teaching beliefs ESL instructors have in the classes I hope to 
observe, where these beliefs came from, and whether and how they enact their beliefs in their 
language classrooms. 

Moreover, the NICE program is the first and only intensive English language program on 
O’ahu to be accredited by the Commission on English Language Program Accreditation (CEA). The 
program received a standard of “excellence” by CEA in terms of the program administration, 
curriculum, faculty, staff, and many other aspects of the program. The NICE program is thus the 
optimal research site. There are several qualitative studies on teachers’ beliefs and practices in 
ESL/EFL contexts. However, exploring NICE faculty’s beliefs and practice might help other 
ESL/EFL instructors inside and outside the U.S. develop curriculum and materials, manage 
classrooms, and innovate other aspects of teaching. Participants also have the opportunity to reflect 
on their own educational beliefs and teaching practices and come to a better understanding of their 
own teaching practices. 
 
2. Method: 
Specifics of what will be required of participants: 
(1) Interviews. I will conduct open-ended interviews with participants about their experiences. 
Interviews will be audio-recorded and later transcribed. 
(2) Classroom observation. I might ask if I can observe one or more of the participants’ classes. I 
will make field notes. 
(3) Follow-up Questions. After reviewing the interviews, I would like to ask participants follow-

up questions by phone or email. 
(4) Course Materials. To better understand participants’ teaching practices, I would like to collect 

copies of course statements, assignments, textbooks, other materials and syllabi. 
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Where the research will take place: 
Interviews will be held at participants’ offices or at places chosen by the participants. I will observe 
participants’ classes in the NICE program. 
 
Time commitment 
One interview should take approximately one hour. I hope to do two interviews. I might ask to have 
follow-up questions by phone or email during this year 2011. 
 
3. Benefits to participants: 
The benefits that participants may gain from this study are: 
(1) Participants will have the opportunity to reflect more deeply on their own educational beliefs 

and teaching practices and perhaps come to a better understanding and development of their 
teaching practices. 

(2) Participants will have the opportunity to share their teaching practices for the possible benefit of 
others. 

 
4. Other concerns: 
Voluntary participation 
Participation is voluntary. Participants have the right to notify me at any time not to use certain data 
sources (e.g., personal email/conversation) and the right to refuse to answer particular questions, as 
well as the right to discontinue their participation in this study at any time. In the latter case, all their 
data will be destroyed. 
 
Confidentiality  
Participants’ individual privacy will be maintained in all written and published work and 
presentations resulting from the study. Confidentiality of records identifying the participants will be 
maintained by the use of pseudonyms. The data gathered will not be used for any purpose other than 
academic (i.e., publications, presentations/papers at conferences, dissertation). All data collected in 
the course of this study will be kept in cabinets in my apartment in Hawaii while I am in Hawaii. 
When I go back to Tokyo in March 2012, all of the data will be kept in cabinets in my office in 
Tokyo. 
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APPENDIX B 
QUESTIONS IN INTERVIEWS IN THE 2011 STUDY 

 
A pilot study: Teachers’ beliefs and practices in the NICE program 
 
(1) Could you explain about your educational background and teaching (career) 
background? 
 
(2) What are your teaching beliefs? (pedagogical beliefs, teaching approach, what you want 
students to acquire or learn from your class, etc.) 
 
(3) Is your gender, ethnic background, or social background related to your teaching 
beliefs? How about classroom practices? 
 
(4) What or who most influenced your teaching beliefs and practices? For example, your 
high school teacher, your university professor, a scholar you met, or your colleague? Or a 
course in the graduate program? 
 
(5) Do you have any books or articles that influenced your teaching beliefs and practices? 
Self-study or schooling? 
 
(6) Have you studied a foreign language? Does your experience learning a foreign 
language influence your teaching beliefs or practices? 
 
(7) Do your teaching beliefs reflect your classroom practices? How? 
 
Pedagogical approach? 
Teaching approach? 
Topics? What topics do you choose? Why? How do you choose topics? How about 
sociopolitical issues? 
Students’ reaction? (positive or negative?) 
 
(8) If your teaching beliefs don’t reflect your classroom practices, what kind of situation 
would it be? 
 
(9) Can you describe one particularly good experience you’ve had as an ESL teacher, and 
one particularly bad one? What’s your idea of a ‘successful’ lesson? 
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APPENDIX C 

CONSENT FORM FOR THE 2011 STUDY 

Research Project: Teachers’ teaching beliefs and practices in an ESL program in Hawaii 
- Consent Form - 

 
Thank you very much for your cooperation in my research project, “Teachers’ teaching beliefs and 
practices in an ESL program in Hawaii.” I would appreciate your consent on this written form, 
which is part of normal Temple University procedures. If you agree to participate in the research 
after reading the following statement, please complete the form below the statement by signing your 
name.  
 
For questions about the study, contact Reiko Yoshihara, a doctoral student at Temple 
University, Japan. 
Present address: 445 Seaside Ave., #1011, Honolulu, HI, 96815 
Cell-phone number: 808-954-0490 
Email address:  yoshihara.reiko@nihon-u.ac.jp 
 
Permanent address: 2-33-6 Umesato, Suginami-ku, Tokyo, 166-0011 
Tel: 81-3-3318-9062 

 Cell-phone number: 090-5446-5398 
 Email address: yoshihara.reiko@nihon-u.ac.jp 

 
PURPOSE OF THE STUDY 
The purpose of this study is to explore teachers’ teaching beliefs and practices in an ESL program in 
Hawaii, where I am currently residing for a one-year research grant. I attempt to investigate what 
kinds of teaching beliefs ESL teachers in the United States have, where these beliefs came from, and 
whether and how they enact their beliefs in their language classrooms. 
 
PROCEDURES (SOURCES OF DATA COLLECTION) 

1. Interviews. I will conduct open-ended interviews with you about your experiences. 
Interviews will be audio-recorded and later transcribed. 

2. Classroom observation. I may ask if I can observe one or more of your classes. I will 
make field notes. 

3. Follow-up Questions. After reviewing the interviews, I would like to ask you follow-up 
questions by phone or email. 

4. Course Materials. To better understand your teaching practices, I would like to collect 
copies of course statements, assignments, textbooks, other materials and syllabi. 

 
TIME COMMITMENT 
One interview should take approximately one hour. I hope to do two interviews. I may ask to have 
follow-up interviews or email exchanges with you during this year (2011). 
 
RISKS AND BENEFITS 
There are no known risks to participating in this study. The benefits that you may gain from this 
study are: 
(1) You will have the opportunity to reflect more deeply on your own educational beliefs and 

teaching practices and perhaps come to a better understanding and development of your 
teaching practices. 

(2) You will have the opportunity to share your teaching practices for the possible benefit of others. 
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CONFIDENTIALITY 
Your individual privacy will be maintained in all written and published work and presentations 
resulting from the study. Confidentiality of records identifying the participants will be maintained 
by the use of pseudonyms. The data gathered will not be used for any purpose other than academic 
(i.e., publications, presentations/papers at conferences, dissertation). All data collected in the course 
of this study will be kept in cabinets in my apartment in Hawaii while I am in Hawaii. When I go 
back to Tokyo in March 2012, all of the data will be kept in cabinets in my office in Tokyo. 
 
VOLUNTARY PARTICIPATION 
Participation is voluntary. You have the right to notify me at any time not to use certain data sources 
(e.g., personal email/conversation) and the right to refuse to answer particular questions, as well as 
the right to discontinue your participation in this study at any time. In the latter case, all your data 
will be destroyed. 
 
PARTICIPANT STATEMENT: 
I have read the explanation provided to me. I have had all questions answered to my satisfaction, 
and I voluntarily agree to participate in this study. 
 
The Participant:  
Signature                                   Name (in print)                                Date _________________ 
  
RESEARCHER STATEMENT: 
I certify that I obtained the consent of the participant whose signature is above. I understand that I 
must give a signed copy of the informed consent form to the participant, and keep the original copy 
for 3 years after the completion of the study. 
 
The Researcher:  
Signature                              Name (in print)  Reiko Yoshihara  Date ________________ 
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APPENDIX D 

CONSENT FORM FOR THE DISSERTATION PROJECT 

Research Project: Feminist teachers’ beliefs and practices in EFL college classrooms in Japan 
- Consent Form - 

Thank you very much for your cooperation in my dissertation research project, “Feminist teachers’ 
beliefs and practices in EFL college classrooms in Japan.” I would appreciate your consent on this 
written form, which is part of normal Temple University procedures. If you agree to participate in 
the research after reading the following statement, please complete the form below the statement by 
signing your name. 
 
For questions about the study, contact Reiko Yoshihara, Associate Professor, Nihon 
University. 
Home address:2-33-6 Umesato, Suginami-ku, Tokyo, 166-0011 
Tel:03-3318-9062 

 Cell-phone number:090-5446-5398 
 Email address:yoshihara.reiko@nihon-u.ac.jp 

 
PURPOSE OF THE STUDY 
The purpose of this study is explore feminist teachers’ beliefs and practices in EFL college 
classrooms in Japan. I attempt to investigate what kinds of beliefs feminist EFL college teachers in 
Japan have, where these beliefs came from, and whether and how they enact their beliefs in their 
language classrooms. 
 
PROCEDURES (SOURCES OF DATA COLLECTION) 
1. Open-ended Survey. I will conduct an open-ended survey with you. I ask that you complete 

the survey in whichever language you prefer. 
2. Dialogue journals or Skype communication. I hope that all participants maintain dialogue 

journals or skype communication with me once a month from April 2011 to March 2012. 
3. Interviews. I will conduct open-ended interviews with you about your experiences. Interviews 

will be audio-recorded and later transcribed. 
4. Classroom observation. I may ask if I can observe one or more of your classes. I will make 

field notes. 
5. Follow-up Questions. After reviewing the interviews, I would like to ask you follow-up 

questions by phone or email. 
6. Course Materials. To better understand your teaching practices, I would like to collect copies 

of course statements, assignments, textbooks, other materials and syllabi. 
 
TIME COMMITMENT 
One interview should take approximately one hour. I may ask to have three or more interviews with 
you over the period of 2012 to 2013. 
 
RISKS AND BENEFITS 
There are no known risks to participating in this study. The benefits that you may gain from this 
study are: 
(1) You will have the opportunity to reflect more deeply on your own educational beliefs and 

teaching practices and perhaps come to a better understanding and development of your 
teaching practices. 

(2) You will have the opportunity to share your teaching practices for the possible benefit of others. 
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CONFIDENTIALITY 
Your individual privacy will be maintained in all written and published work and presentations 
resulting from the study. Confidentiality of records identifying the participants will be maintained 
by the use of pseudonyms. The data gathered will not be used for any purpose other than academic 
(i.e., publications, presentations/papers at conferences, dissertation). All data collected in the course 
of this study will be kept in locked cabinets in my office in Tokyo. 
 
VOLUNTARY PARTICIPATION 
Participation is voluntary. You have the right to notify me at any time not to use certain data sources 
(e.g., personal email/conversation) and the right to refuse to answer particular questions, as well as 
the right to discontinue your participation in this study at any time. In the latter case, all your data 
will be destroyed. 
 
PARTICIPANT STATEMENT: 
I have read the explanation provided to me. I have had all questions answered to my satisfaction, 
and I voluntarily agree to participate in this study. 
 
The Participant: 
Signature                                   Name (in print)                                Date _________________ 
 
RESEARCHER STATEMENT: 
I certify that I obtained the consent of the participant whose signature is above. I understand that I 
must give a signed copy of the informed consent form to the participant, and keep the original copy 
for 3 years after the completion of the study. 
 
The Researcher: 
Signature                              Name (in print)  Reiko Yoshihara  Date ________________ 
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APPENDIX E 

OPEN-ENDED SURVEY 

Project: Feminist teachers’ beliefs and practices in EFL college classrooms in Japan 
 
This survey is designed to obtain information about teaching beliefs and practices of feminist EFL 
college teachers in Japan. Central to the problem I am currently investigating is what kinds of 
beliefs feminist EFL college teachers in Japan have, when these beliefs came from, and whether and 
how they enact their beliefs in their language classrooms. Thank you very much for your 
participation in this project. For your convenience, please copy this symbol [ X ] and paste it in 
appropriate spaces. Your responses will be considered confidential, and will not be reported in my 
research by any identifying information. 
 
Part I 
A. Biographical Data 
Name: 
Sex: 
Age: 
Nationality: 
Address: 
Telephone: 
Email: 
 
B. University History 
From which universities and from what countries did you complete the following degrees? What 
was your major (Area of study)? 
[ ]B.A./[ ]B.S. 
University Name: 
University Location: 
Area of study: 
 
[ ]M.A./ [ ]M.S. 
University Name: 
University Location: 
Area of study: 
 
[ ]PhD/[ ]EdD. 
University Name: 
University Location: 
Area of study: 
 
D. Current Teaching Situation 
1. What year did you start teaching English at a college or university? 
[   ] 
 
2. Do you teach full time at a college or university? 
Yes [  ]  No [  ] 
 
If Yes, 
(1) What is the name of your school? 
 
(2) What position do you hold? 
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(3) What department do you teach for? 
 
(4) What English classes do you teach? (e.g., General English, Reading, Conversation, etc.) 
 
 
If No, 
(1) What is your teaching position at a college or university? 
 
(2) What is/are the name/s of your school/s? 
 
(3) What English classes do you teach? (e.g., General English, Reading, Conversation, etc.) 
 
 
 
Part II 
Your responses to these questions may be explored further in interviews at a later date. 
1. Do you regard yourself as a feminist? 
 Yes or Maybe, yes [  ]  No or Maybe, no [  ] 
 If “Yes or Maybe, yes”, 

(1) Please briefly define what feminism means to you. 
 
 
 

(2) How did you become a feminist? If you have significant incidents that inspired you to 
become a feminist, could you tell me about them briefly? 

 
 
 
2. Does your feminist identity influence your teaching beliefs in EFL language classes? 
 Yes or Maybe, yes [  ]  No or Maybe, no [  ] 
If “Yes or Maybe, yes,” could you explain your teaching beliefs? 
 
 
 
If “No or Maybe, no,” what are your teaching beliefs in EFL language classrooms? 
 
 
 
3. Does your feminist identity influence your teaching practices in EFL language classes? 
 Yes or Maybe, yes [  ]  No or Maybe, no [  ] 
If “Yes or Maybe, yes,” could you explain your teaching practices? 
 
 
 
If “No or Maybe, no,” could you explain why? 
 
 
 
4. Have you taught gender-related topics in your classes? 
 Yes [  ] No [  ] 
If Yes, 
 (1) What topics have you taught? Please write the topics specifically. 
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(2) Why have you chosen these topics? 
 
 
 

(3) What have students’ reactions been? 
 
 
 

(4) Can you describe one particularly good experience you’ve had as a feminist EFL teacher, and 
one particularly bad one? What’s your idea of a ‘successful’ lesson? 

 
 
 
Thank you for your participation. 
 
Reiko Yoshihara 
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APPENDIX F 

QUESTIONS IN EMAIL COMMUNICATIONS 

 
(1) Many feminist pedagogical scholars mentioned characteristics of feminist pedagogy; 

(1) valuing students' voice (experience), (2) consciousness-raising, (3) building a 
community, (4) acknowledging power between students and teachers, and (5) 
acknowledging multiple oppressions (not only sexism, but also racism, classism, 
heterosexism, etc.). Are you concerned about them? If so, how do your concerns 
reflect your teaching practices? Or any opinion about these characteristics? 

 
(2) One feminist pedagogy scholar Schniedewind (1981, 1987) described feminist 

techniques such as keeping journals, jigsaw reading, soliciting students’ responses to 
readings and to the classroom dynamics of a course, role playing and theater games, 
self-revelation on the part of the teacher, requiring students to teach parts of a course, 
and contracting for grades. I think even though teachers are not feminists, they use 
these teaching techniques. But in terms of feminist perspectives, do you use these 
techniques? If so, please choose techniques which you have used in terms of feminist 
perspectives. 
e.g. I usually use journal writings to respond readings and the course topics because I 
really care about students’ voices and experiences in terms of feminist perspectives. 
Students often show their experiences and feelings about topics. Sometimes, it 
contains awareness. I think it is important to raise kind of their gender awareness. 

 
(3) In your teaching experience, have you thought or felt that learning English could be a 

way (tool) to set students free of normative gender roles imposed on them by 
Japanese society? For example, some teacher-researchers found that Japanese female 
students felt they were more assertive and free from female gender roles when they 
expressed their opinion in English than when they did in Japanese. Do you feel that 
kind of things when you are teaching English? If so, could you tell me examples? To 
be honest, I haven’t had that kind of experience. But you might have it.  

 
(4) One well-known ESL/EFL feminist pedagogue Vandrick (1997) insisted on teaching 

gender issues in ESL/EFL. She also asserted that ESL/EFL teachers should teach not 
only “safe” gender issues such as equal wages and legal issue but also “unsafe” gender 
issues such as domestic violence, sexual harassment, and LGBT issues. Do you agree 
or disagree with Vandrick? 
She also described feminist techniques such as not allowing students to use sexist 
language and expressions, calling on female students as often as male students, and 
telling students about the information of lectures and films on and off campus about 
women’s issues or women’s lives. Do you have any comment about her assertion? 

 
(5) How do you respond to students’ negative reaction toward women’s or gender issues? 

Any frustration? 
 
(6) Do you have any happy moment when you teach gender issues? 
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APPENDIX G 

QUESTIONS IN INTERVIEWS 

 

<<First interview>> 

(1) How did you become an EFL college teacher in Japan? Could you explain about this 

chronologically with your educational background and teaching background? 

(2) Do you identify yourself as a feminist? 

If so, see (3) – (6). If not, see (8) – (13). 

(3) When did you begin to see yourself this way or adopt feminist principles in your life? 

(4) How did you become a feminist? How did you become aware of feminism? 

(5) What does feminism meant to you? 

(6) Does your feminist identity influence your teaching beliefs and practices? 

(7) Is there any contradiction for you between being a feminist and being an EFL language 

teacher? If so, how? 

(8) If not, is there any reason that you don’t want to use the label of feminist to describe 

yourself? 

(9) How important is the concept of gender equality for you in your teaching? In your 

workplace? 

(10) When did you begin to be aware of gender (in)equality or adopt the concept of gender 

(in)equality in your life and teaching? 

(11) How did you become aware of gender (in)equality? 

(12) What does “gender” mean to you? 

(13) What do you think of teaching gender-related topics in English language classroom? 

Is it appropriate to use gender-related topics or sociopolitical topics in English language 

classroom? 

(14) Do you have anything else you would like to add? Do you have any questions or 

comments to me? 

 

<<Second interview>> 

+ follow-up questions about a previous interview 

(1) Could you tell me about your working environment? (e.g., How many classes in a week 

are you teaching? What are your universities like?) 
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(2) What is your teaching like? (e.g., What classes are you teaching? Do you have an 

assigned textbook and/or curriculum? Do you prepare your own syllabus? What is the aim 

of these courses? Especially, when you teach EFL in Japan, what do you want your 

students to achieve or learn from your class?) 

(3) What do you think of teaching sociopolitical topics including gender related topics? 

(4) Do you currently teach about gender-related topics in your language classroom? 

If so, see (5) – (10). If not, see (11) – (15) 

(5) What specific gender-related topics do you teach in your English classroom? How did 

you decide on these topics? 

(6) How do you teach the gender-related topic(s)? Could you explain how to introduce and 

teach about the gender-related topic(s)? 

(7) Do you use some specific teaching techniques and activities to raise gender awareness 

and consciousness? 

(8) Did you teach about gender-related topics when you started to teach English? If not, 

when did you begin teaching such topics? 

(9) Do students’ English proficiency levels or class size effect your teaching about gender-

related topics? If so, how? 

(10) In addition to gender-related topics, what kinds of topics are you interested in 

teaching? 

If not, (11) – (15) 

(11) Did you teach about gender-related topics before? 

(12) Is there any reason you do not (currently) teach about gender-related topics? 

(13) Even though you do not directly teach about gender-related topics, do you incorporate 

your feminist perspectives in your teaching? If so, how? (e.g., Do you use some specific 

teaching techniques and activities to incorporate your feminist perspectives in your 

teaching? If so, how?) 

(14) If you had the chance to teach any gender-related topics, what would your choices be? 

Would your choices depend on the type of class you had or on students’ English 

proficiency level? 

(15) What other topics are you interested in teaching? 

(16) Do you openly refer to yourself as a feminist in your language classroom? If yes, in 

what situations do you refer to yourself as feminist? If no, what are your reasons? 
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(17) In addition to gender, what factors influence your teaching beliefs and practices? For 

example, race, ethnicity, class, sexual orientation, nativeness vs. non-nativeness, etc. 

(18) Do you have anything else you would like to add? Do you have any questions or 

comments to me? 

 

<<Third Interview>> 

+ follow-up questions about a previous interview 

(1) Until now, what has been a happy or satisfying moment when you are teaching about 

gender-related topics? 

(2) Until now, what has been a sad or difficult moment when you are teaching about 

gender-related topics? 

(3) Have you had any resistant, challenging or reluctant students when you are teaching 

abut gender-related topics? Why do you think they were resistant? How have you dealt 

with them? 

(4) Have you had such students as survivors of sexual abuse, LGBT students, or students 

from a domestic violence family in your classrooms? If so, how have you learned about 

these students (e.g., their journals, private discussions, open discussions in class, etc.)? 

(5) What do you think of the possibilities (or benefits or positive effects) and limitations 

(or dilemmas or negative effects) of feminist teaching (teaching about gender-related 

topics)? 

(6) Could you tell me about your feeling about being a research participant? What has it 

meant to you? 

(7) Is there anything else you would like to add? Or do you have any questions or 

comments to me? 



 334 

APPENDIX H 

LISTS OF ABBREVIATIONS 

 
EAP  English for academic purposes 

EFL  English as a foreign language 

ELT  English language teaching 

ESL  English as a second language 

LGBT  Lesbian, gay, bisexual, and transgender 

L1  First language 

L2  Second language 

TOEIC   Test of English for international communication 

TESOL Teaching English to speakers of other languages 
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APPENDIX I 

TIMETABLE OF DATA COLLECTION 

Date Akiko Fumiko Kathy Jennifer Linda Mika Sarah Tom Yu Ri 
2011/2/5       OES   

2011/2/6     OES     

2011/2/13   OES       

2011/3/7         OES 

2011/4/2 OES OES  OES      

2011/4/8        OES  

2011/4/14      OES    

2011/4/27   EC (1)       

2011/5/3       EC (1)   

2011/5/5  EC (1)        

2011/5/17 EC (1)         

2011/6/6     EC (1)     

2011/6/13     EC (2)     

2011/7/23 EC (2)  EC (2)       

2011/8/8  EC (2)        

2011/8/26   EC (3)       

2011/10/1       EC (2)   

2011/10/23        EC (1)  

2011/10/24 EC (3)         

2011/10/31     EC (3)     

2011/11/5   EC (4)       

2011/11/6   EC (5)       

2011/11/21        EC (2)  

2011/12/18        EC (3)  

2011/12/29  EC (3)        

2011/1/20       EC (3) & 
(4) 

  

2011/1/22 EC (4)         

2012/1/29   EC (6)       

2012/3/12    IV (1) 
(1:19:58) 

     

2012/3/22         IV (1) 
(2:19:17) 

2012/3/26       IV (1) 
(1:44:51) 

  

2012/3/27  IV (1) 
(1:59:19) 

       

2012/3/30     IV (1) 
(1:31:40) 

    

OES: Open-Ended Survey          (Table continues) 
EC: Email Communication 
IV (hours: minutes: seconds): Interview 
CO: Classroom Observation 
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(Table continued) 
Date Akiko Fumiko Kathy Jennifer Linda Mika Sarah Tom Yu Ri 

2012/3/31 IV (1) 
(1:08:51) 

        

2012/4/1   IV (1) 
(2:22:26) 

      

2012/4/2      IV (1) 
(1:49:12) 

   

2012/4/7        IV (1) 
(1:30:29) 

 

2012/6/4       CO    

2012/6/14   CO       

2012/9/3      IV (2) 
(0:31:02) 

   

2012/9/8  IV (2) 
(0:37:08) 

       

2012/9/11      IV (3) 
(0:42:30) 

   

2012/9/13     IV (2) 
(0:40:28) 

    

2012/9/14 IV (2) 
(1:20:00) 

        

2012/9/16    IV (2) 
(0:32:35) 

     

2012/9/24         IV (2) 
(0:21:47) 

2012/10/9       IV (2) 
(0:20:35) 

  

2012/10/17        IV (2) 
(0:20:01) 

 

2012/10/27   IV (2) 
(0:35:07) 

      

2012/11/29         CO 

2012/12/4     CO     

2012/12/24      CO    

2013/2/14 IV (3) 
(0:58:38) 

        

2013/2/18     IV (3) 
(1:18:36) 

    

2013/2/19        IV (3) 
(0:20:05) 

 

 
2013/2/22 

 IV (3) 
(0:41:44) 

       

 
2013/2/25 

        IV (3) 
(0:38:30) 

 
2013/3/6 

      IV (3) 
(0:28:29) 

  

 
2013/3/12 

  IV (3) 
(00:32:17) 

  IV (4) 
(0:52:14) 

   

2013/5/7 CO          

2013/8/9    IV (3) 
00:31:52 

     

OES: Open-Ended Survey 
EC: Email Communication 
I (Audiotaped hours): Interview 
CO: Classroom Observation 
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APPENDIX J 

SARAH’S HANDOUT 

Name:

Number:

Week 7 Discussion Sheet for Gender

C:aSSE  Ml M2 Tl T2 Fl

is: (check one
1 What are aender roles? T Tnffickino
1 Childrcn and identitv PわOloJ,oρ わeaυly

1 Gender and economics (eg. sinEle mothers) Gender roles in other cultures
The point I want to make about this sub-topic is (in your own words - do not copy):

Reason 1:

Example:

Reason 2:

Example:

Discussion Questions
1.

2.

New Vocabulary I will use:

RgflgCtiOns On tOday'S CIaSS (How well did you learn, what did you learn, problems, etc.)
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APPENDIX K 

TOM’S HANDOUT 

Plastic surgery for Asians 
CNN http://bit.ly/asianplasticsurgery 
 
Why is “double eyelid” surgery becoming more popular? Do you think “double eyelids” 
are more attractive than “single eyelids”? Why or why not? (2) Would you get 
plastic/cosmetic surgery? Why or why not? 
 
Vocabulary 
plastic surgery/ cosmetic surgery Permanent 
Alter Controversial 
operating room Standard 
Caucasian “G.I.” 
Impress Critic 
to turn your back on something/someone ethnicity / race 
Confident Tremendous 
society / societal Consider 
 
Comprehension 
1. Annie thinks that to be really pretty, a woman needs to have [small / big] eyes. 

2. Annie thinks that “double eyelids” make the eyes look [smaller / bigger] and make the 
woman look [prettier / less pretty]. 

3. [ T / F] One of the reasons why Annie wants to get surgery is because she sees many 
Asian actresses in the media who have “double eyelids”. 

4. Eyelid surgery began in the [1930s / 1950s / 1970s] after [World War II / the Korean 
War / the Vietnam War] when women wanted to look more [Asian / Caucasian] to 
impress American soldiers. 

5. [ T / F ] Those who oppose this kind of surgery say that women who get surgery to 
change their eyes are rejecting their cultural identity. 

6. Annie says she looks [better / worse] after her surgery. 

7. The reporter says that she thought about getting plastic surgery, [and she decided to do 
it / but she decided not to do it]. 

 
Discussion 
1. Dr. Lee, the plastic surgeon, says: “The bigger question is whether the standard of 

beauty is changing, but that is a little bit of a different question than whether you are 
trying to change your race.” Do you agree that the “standard of beauty” is changing? If 
so, how is it changing, and how do you feel about this change? Do you agree with 
critics of this surgery? 
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2. The reporter says that many Asian women feel “tremendous pressure” to get eyelid 
surgery, and that “the media has a lot to do with it”. Do you agree with the reporter that 
Asian women get a lot of pressure from the media? How do you feel about this? 

(To be continued) 

3. What would you do if your friend wanted to get eyelid surgery? Would you support 
her, or would you try to convince her not to do it? What if it were your partner? What 
if it were your sister? What if it were your mother? 

4. Read the essay by “Yumi” about her experience with plastic surgery. What is your 
reaction to her story? What would you say to “Yumi” after reading her essay? 

 
Assignment 
Choose one of the discussion questions above to answer. Write at least five sentences and 
use at least three vocabulary words. Use specific details, such as examples, personal 
experiences, or data to support your opinion. 
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APPENDIX L 

LISTS OF FEMINIST ESL/EFL ASSOCIATIONS 

 

GALE (Gender Awareness in Language Education) 

 http://www.gale-sig.org/website/index.html 

IGALA (International Gender and Language Association) 

 https://www.facebook.com/InternationalGenderandLanguageAssociationIG

ALA 

REN (Rainbow Educators’ Network) 

 http://www2.gol.com/users/aidsed/rainbow/index.html 

WELL (Women’s Educators and Language Learners) 

 http://welljapan.org 
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APPENDIX M 

EXAMPLES OF RESEARCH JOURNALS 

An example of research journal  
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An example of personal journal 
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An example of fieldnote journal  

 


