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ABSTRACT

The study sheds light on the writing and research experiences of six
doctorate-holding Japanese university English teachers over the course of their careers,
along with their pre-professional backgrounds. The teachers, currently mid-career
professors tenured in different Japanse universities, were a generational cohort in their
early 40s at the time of the study. They all attended universities in Japan as undergraduates,
albeit their age of first exposure to English differed. Three of the participants received their
doctoral education in Japan, whereas the remaining three did so in the U.S.

Adopting the narrative inquiry approach (Connelly & Clandinin, 1990; Clandinin &
Connelly, 2000), the study used as main data two or three in-depth interviews along with
one member check interview with each of the participants. The interviews were
supplemented by texts, including their responses to biographical questionnaires and their
written products, published or unpublished. The study further used a combination of the
restorying approach (Clandinin & Connelly, 2000; Ollerenshaw & Creswell, 2002), and
cross-narrative analysis in order to describe and explore the shared as well as differing
characteristics of the participants’ storied experiences.

Through their pre-professional stories, the participants’ individually unique
language, literacy, and teaching-related backgrounds, particularly against the backdrop of
the era of pre-to early Japanese university reformation, came to light. Their shared agentic
endeavors to proactively respond to the evolving learning needs that led them to pursue
doctoral studies became evident as well. On the other hand, all of the participants, building
on their respective personal histories, constructed non-linear and complex journeys, when

it came to their main stories on their writing and research experiences. What they
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recounted in these stories was their constant move back and forth across the world of
academia on the one hand, where knowledge construction through research is the norm,
and the world of English teachers on the other, where research is viewed as a “minority
activity” (Borg, 2010, p. 391).

At the early stage of their academic career, irrespective of their academic training
pathways, all of the particpants were found to be actively engaged in English-medium
dissertations and other publications. The Japan-trained teachers, who experienced
concurrent engagement in teaching and research from the outset of their doctoral lives,
focused on the efficient production of the works across languages and genres. On the other
hand, the American-trained teachers, who experienced a focused period of research, valued
the intellectual process of the production of the works and used English-dominant genres
mainly in the form of research articles. Overall, the respective writing and research
practices the teachers adopted at the time seemed to serve as the basis for their present
practices. Meanwhile, the majority of the teachers experienced insecure yet labor-intensive
job conditions under the effects of increased managerialism in higher education, while they
simultaneously gained valuable professional opportunities.

In their stories on their present career phase, in the context of the era of intensified
university reform and managerialism, the participants expressed a sense of an institutional
mission, as well as personal passion, to contribute to English education at their universities.
However, all of them, especially those tenured in private universities, and among them,
those trained in the U.S. in particular, seemed to find it challenging to continue their
studies the way they liked despite their capacity for knowledge construction. Although
they currently seemed to be more fortunate to be in conditions (Xu, 2014) that helped them
view themselves as researchers as compared with many of Non-Native English Speaking
(NNES) teachers portrayed in the existing literature, they showed ambivalence in being

and becoming researchers owing to their personal, institutional, and network constraints.
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Nonetheless, they are willing to continue their studies within these constraints.

These findings suggest the importance of recognizing that NNES university English
teachers’ issues with their career path, disciplinary enculturation through writing, and
research engagements in professional contexts are interrelated and should be addressed
more holistically. In light of the findings and relevant literature, and considering the
negative prospects of the research-related environment in academia, the study concludes
with a case for providing not only career-long writing-and-research related training,
support, and mentoring but also sustained career education and guidance, including

entrepreneurship training, to such teachers.
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CHAPTER 1
INTRODUCTION

The study explores six Japanese university English teachers’ writing and research
experiences over the course of their academic career along with their pre-professional
backgrounds. After introducing the personal and academic rationale for pursuing this
inquiry, the chapter will give the overview of the study. It will then go on to introduce
research questions and explain the significance of the study. The chapter will end with

presenting the organization of the study.

Personal Rationale for the Study

My rationale for investigating the writing and research experiences of NNES
university English teachers is partly personal. Research of any kind requires one to position
herself in the context of the field. However, | always wondered how I should situate myself
in the field. It is because my relationship with the world of writing and research, as well as
the field, has been unstable, despite my consistent love for writing as a tool for intellectual
self-expression. Specifically, my indecision on my researcher stance stems broadly from
the following three interrelated sources:

1. My highly accidental career path prior to engagement in doctoral studies.

2. My locally uncommon disciplinary focus.

3. My institutional conditions causing difficulty in engaging in writing and

research.

Here, 1 will detail the composite circumstance that | went through and explain how



this has led me to consider exploring this theme.

My Highly Accidental Career Path Prior to the Engagement in Doctoral Studies

I hold a master’s degree in Teaching English to Speakers of Other Languages
(TESOL), and I had nine years of career teaching at a Japan-based American university at
the time of the study. Thus, I may be broadly categorized as a university English teacher.
However, my career path towards academia involved many twists and turns. To begin with,
my original field was not English, nor did | have any particular interest in the profession
related to English teaching when | was an undergraduate student.

I was born in the early 1970s in the Kansai area, and have lived in Kanto since |
was nine years old. Through my childhood to teenage years, | loved drawing cartoons and
writing in a variety of genres in my first language (L1). | was attached to putting together
my own thoughts and stories in prose and graphic form, in and out of classroom contexts.

My first exposure to English occurred temporarily at around the age of five. My
father, currently a retired professor emeritus, had taught English, English education, and
phonetics in the undergraduate and graduate programs of a national university, University
N (pseudo-initial) in Japan. Although he did not formally teach me English, he helped me
learn the basics of phonics. He also occasionally invited English-speaking colleagues and
friends to our home, with whom my family and | enjoyed informally interacting. When |
was five years old, we had a chance to stay at the home of a local family in London during
the half-year sabbatical of my father. Subsequently, continued self-directed exposure to
English after returning to Japan allowed me to get used to the language albeit at a basic
level, even before | learned English formally in junior high school. | was largely influenced
by my father’s strategies for independent learning of the language. I enjoyed reading
English books, listened to English-speaking TV radio programs, and occasionally

participated in conversations with English speakers whom my family invited.



In my junior high school years, while I enjoyed English as a subject, | viewed
English mainly as a means of creative self-expression for my own sake. At the time, | was
absorbed in playwriting and, as the leader of an English drama club, devoting myself to
adapting existing bilingual play scripts for the members of the club to use. I also
participated in an English speech contest upon the recommendation of teachers and won a
first prize for my performance.

In high school, although I maintained my interest in English, | became attracted to a
wider range of Humanities and Social Sciences (HSS) subjects, including Japanese,
Chinese classics, social studies, world history, and ethics. | found myself excelling at
English as well as these subjects, and | did apply to and gained admission to the English
major program of several universities through the regular entrance examinations.
Nevertheless, [ was not particularly interested in following my father’s footsteps. My
unlimited academic interest, coupled with the desire to pursue something different from my
father’s field, eventually shaped my decision to enter the faculty of letters of a private
university that allowed students to postpone their decision on their majors until the
beginning of the second year. | looked forward to learning whatever subjects would interest
me.

My high intellectual expectation toward university life was not completely satisfied
at first. None of the liberal arts classes that I attended in the first year was genuinely
stimulating, and almost no professor expected the students to attend their classes regularly.
| was surprised at the fact that the majority of my peers showed up only to sit examinations.
On the whole, | was depressed by the “all play and no work” feel of the campus, in which
any display of academically oriented attitude was dismissed as “uncool” (7= >), and even
thought of leaving the university.

The eventual key to resolving my depression was my secret self-study of Chinese,

which | loved to learn while fulfilling the curricula’s second foreign language requirement.



Over time, one of the Chinese professors observing my rapid acquisition of the language
told me that I should consider majoring in Chinese. Her recommendation was encouraging
to me and in fact led me to proceed to specialize in the language. As this period was shortly
after the Tiananmen massacre, Chinese major was unpopular, but it offered a unique form
of rigor. I had only three other peers in the same major, all of whom were either native
Chinese speakers or already extremely advanced Chinese users. From the beginning of my
foray into the major, | was under extreme pressure to catch up to the level of my peers. |
attended Chinese-medium classes, and read and discussed authentic academic literature
and articles in Chinese with much verve. | even attended inter-university Chinese speech
contests twice, for both of which I was able to win a prize, owing to my efforts and the
guidance of Chinese-speaking peers. | was able to acquire the needed Chinese proficiency
to attend a short learning program at a prestigious university in Beijing, where | further
learned language, linguistics, and literature.

In the course of learning the language during these years, | envisioned a career as a
Chinese linguist or professor. At the time, | was continuing to learn English simultaneously,
partly because this career also required a high level of English proficiency. In parallel with
the extensive listening and reading of materials on my own, | periodically attended a range
of discussion and content courses taught in English and offered mainly for English majors
and returnees. | also worked hard at reading English translations or commentaries of
Chinese works and English-language articles on the Chinese language to deepen my
knowledge of the field of Chinese literature and linguistics.

However, | ended up giving up on my planned academic career mainly because of
the unexpected death of a Chinese linguist with whom | wanted to work. This incident
directed me to an alternative career in the publishing industry in Japan. Here, | worked
with a number of Japanese HSS scholars engaged in knowledge construction through

writing for publications in Japanese and in English. My responsibilities included the



planning and compilation of books, coordinating and outsourcing editorial teams, public
relations, copy writing, editing, and proofreading. Most of the books | edited were in
Japanese, but I had opportunities to apply my English skills through working with
English-speaking authors and helping Japanese scholars produce Japanese translations of
English originals. In my five-year career as an editor, | was able to acquaint myself with
ways to facilitate authors’ productive endeavors. Nevertheless, this career experience
gradually redirected my attention to my long-standing fondness toward writing and
rekindled my interest in an academic career. In working with HSS scholars, | became more
interested in professions that involved self-expression and education rather than offering
support in their efforts. Thus, | decided to pursue a second career in English teaching, and |
enrolled in the master’s program in TESOL at the Japan-based American university where
I currently work, which accepted students who had no prior or ongoing teaching
experience.

Learning in the master’s program at the American university was my starting point
to become immersed in TESOL-related fields, and to envisage further an academic career.
The master’s program, while based in Tokyo, offered courses in English taught by
mainstream TESOL or applied linguistics scholars, most of whom were from the U.S. All
of the classes met either in the evening on weekdays or in the afternoon on weekends,
geared to the needs of working professionals, which was convenient for me, as | was
working as a freelance translator on an on-call basis, despite being almost a full-time
student. The extensive coursework opened the door to the joy of writing in itself. | enjoyed
writing an array of formal papers ranging from literature reviews and practical curriculum
proposals, to synthetic research project reports. It was encouraging that a number of the
professors kindly invited me to present my papers at a colloquium co-hosted by the
institution and The Japan Association for Language Teaching (JALT), and to publish them

in in-house peer-reviewed journals. More than anything, however, what | reveled in was



personal writing. As part of some coursework, | had opportunities to write journal entries
in response to any given literature in the field. This personal writing was important to me
as it allowed me to examine my personal connection and disconnection to the field.
Learning the mainstream language learning theories and approaches in Japanese contexts,
while practical, inevitably sensitized me to the marginality of language teachers in Japan,
relative to the mainstream discourses. | was often frustrated by the gap between what was
advocated in literature and the reality of Japanese classroom contexts that | experienced as
a student. | was disappointed by the underrepresentation of NNES teachers both as the
target of research and as authors themselves. | was dissatisfied with the negatively biased
portrayals of these people in the limited literature. | often made it a rule to jot down these
feelings, apart from absorbing the practical knowledge that | acquired, envisaging to
contribute my peripheral voice to the mainstream discourses.

Nevertheless, | also felt that it was too premature for me to move directly from the
master’s program to the doctoral program, as I did not have much hands-on experience as a
teacher. | thus decided to prioritize establishing my teaching career over my research career,
as TESOL-related fields seemed to be encouraging teachers to strike this balance. This
decision led me to another phase of my career journey.

In contrast to the cases of language teachers portrayed in fields related to TESOL, |
happened to be trained specifically as a writing instructor and at the same American
university based in Japan. Writing instruction was not the focus of the master’s program;
however, | encountered the field of writing and writing instruction through my voluntary
participation in an elective practicum project in the academic preparation program that was
led by one of my professors. This program was designed to prepare English as a second
language (ESL) or English as a foreign language (EFL) students for undergraduate studies
at the same university or overseas. The American instructor in the program, with whom |

worked as a teaching assistant, was a student of Vivian Zamel, from whom I learned



extensively about the writing approach to academic literacy instruction, which was
prevalently adopted in first-year undergraduate writing programs in the U.S. Helping
students grow as authors came intuitively natural to me, given my prior background in
publishing. Shortly after graduating from the master’s program, I was initially hired as a
writing instructor in the same academic preparation program, where | started my career in
ESL reading-based writing. The main student body in the particular program was EFL
students educated in Japan, most of whom graduated from Japanese institutions.

However, my main career in writing instruction started one year thereafter, in the
undergraduate writing program for freshmen, when | was recruited as a writing instructor
after the sudden death of an experienced British writing instructor. Although unintentional
and daunting at first, | became more involved in the world of writing instruction to a wider
range of international students who were highly proficient in English: 70% of the students |
taught in the program were non-Japanese students from overseas, whereas many of my
Japanese students were graduates of foreign or international high schools or transfer
students from American colleges or universities. With the guidance of the director, a
famous poet and creative writer, | learned that my main duty as writing instructor was to
collectively induct students into academic discourse in English, while also needing to
attend to students’ individual linguistic and literacy needs.

For seven years, | diligently accumulated teaching experiences. Meanwhile,
however, | felt lagging behind as an academic, as | observed many creative and productive
colleagues, including my boss, outside of the field of TESOL. My sole output during the
seven years was a book-length translation of a famous political commentary by Chomsky
(2007), an opportunity that I obtained through the invitation of a friend in the publishing
industry. Although it became an Amazon bestseller and extensively featured in popular
media outlets, I was not overly proud of the work, given that it was a translation, a

Japanese publication, and geared toward the general public, instead of the formal academic



work in English that is generally valued in academia. | thus recognized the need to become
an academic like my non-TESOL colleagues through authoring some work, in addition to
continuing my main profession as a writing instructor. | also felt the need to become a
good writer and researcher myself to thrive as a writing instructor. In addition, at my
university, the pay scale was determined in part by degree level held. Therefore, | decided
to pursue a doctoral degree for career, intellectual, and financial reasons.

Overall, my career path before pursuing doctoral studies was filled with
coincidences and detours, instead of being linear, intentional, and goal oriented, which

indeed made it difficult for me to determine how | position myself as a researcher.

My Locally Uncommon Disciplinary Focus

My interest in the field of writing built on my career as a writing instructor at the
Japan-based American university is another source of my struggle as a researcher based in
Japan. Most critically, although it is not too distant to TESOL, writing is still an emerging
field of inquiry derived from a range of disciplinary traditions, including but not limited to
English rhetoric and composition and second language studies (Matsuda, 2005). Writing is
a well-known field in the American context in part owing to the prevalence of first-year
writing programs at the undergraduate level. Indeed, recent leading scholars in the field of
TESOL and applied linguistics are writing scholars. However, it is not widely
acknowledged in the scene of English education in Japan, with its interest focused on the
basic level needs of locally educated English learners.

The first challenge related to my locally marginal disciplinary focus emerged at the
beginning of my doctoral career. It was my initial plan to work with a well-known yet
singular writing scholar in the doctoral program in the same graduate school at the
American university where | work. She kindly recommended me when | applied to the

program, and after my acceptance, | was excited to take her courses with my cohorts.



However, when | was about to enroll, I was shocked to receive an e-mail from the
professor explaining that she was suddenly replaced by another professor following the
unexpected restructuring in the program. | was also informed by the program that my
cohorts would not be allowed to work officially with her. I continue to keep in touch with
the professor, who has continued to be active in both research and education outside the
program. Nevertheless, | was profoundly disheartened back then to lose her in my
prospective academic career in the program. | never learned the reason behind the incident,
but I acknowledged at least the two facts: the marginality of writing as a disciplinary focus
in Japan and the insecurity of academic positions even for mainstream scholars in
TESOL-related fields.

After careful consideration, I sought to apply to another program in Japan that
would allow me to explore my interest while working at the American university. | chose a
graduate school at Japanese University A (pseudo-initial) to pursue my study with my
current supportive advisor, whose academic expertise | had known from her research
articles (RAs). | had happened to read and present on her work in an applied linguistics
course in my master’s years. It was fortunate that she showed interest in my study on
writing, although her specialty was different from mine. In addition, my Chinese language
background helped me fulfill the program’s unique requirement for proficiency in a second
foreign language other than English.

The marginality of my area of interest and my own profession in the local context
nonetheless consistently challenged my doctoral career at the Japanese graduate school as
well. I was not particularly concerned with the academic environment at the Japanese
graduate school where independence was required. Without cohorts or rigidly structured
coursework modules, | made decisions on my study plans almost all on my own. To help
compensate for my lack of network, I capitalized on my capacity as a faculty member at

the American university to gain access to and review an extensive range of mainstream



academic databases based in the U.S., where | learned the latest disciplinary discourses in
the field of writing. In addition, I made independent efforts to seek informal advice and
obtained resources from outside scholars, including the writing scholar mentioned above,
albeit only occasionally. I also received informal help from my colleagues, including those
learning in the doctoral program that I left from or at other universities in learning
methodologies and theories. Meanwhile, | realized how challenging it is for local scholars
to understand my research focus. One of the episodes that illuminated this situation is my
struggle in the process of preparing for my doctoral candidacy examination. As soon as |
completed my initial dissertation proposal, | had to move toward the examination
conducted by the three members of the self-appointed dissertation committee, comprising
my advisor and two other professors. This step involved the submission of three qualifying
papers to each, and subsequent interviews. In the middle of the preparatory stage, | faced
prolonged difficulty in expounding my research theme pertaining to socio-politically
oriented writing study for the understanding of one of the two professors, Professor B, a
prominent linguist in Japan.

Selecting the members of the dissertation committee requires in-depth knowledge
of the specialty of each prospective member, as well as a careful assessment of the match
between the researcher’s area of inquiry and the expertise of the proposed committee
members. However, in my case, the inclusion of this professor in the committee was
inevitable, rather than out of choice, owing to the limited number of faculty specializing in
related areas in the program.

The qualifying paper required in the program is complex in nature in that it seems
to constitute a borderline genre that falls between the following two categories:

1. The institutional examination paper, intended specifically for the committee
members.

2. The basis for a chapter of the dissertation itself, intended for experts in the

10



specific field within which the research is framed and contextualized.

My advisor interpreted that the paper should be regarded primarily as a project
separate from the dissertation, which was specifically intended for the candidacy
examinations. Therefore, she advised me not to feel pressured to include the paper as part
of the dissertation. In contrast, it turned out that Professor B had a completely different
idea of the nature of the paper. Professor B, unlike my advisor, firmly believed that the
paper should form a part of my dissertation. Further, she thought I should change the paper
topic more to a linguistically oriented and practical classroom research, which she assumed
would be more relevant to Japanese audiences.

The constant failure in gaining an understanding of what | was pursuing made me
pessimistic, to the extent that | considered vacating the program, or completely changing
the dissertation topic to suit Professor B’s interests, notwithstanding my own goal.
However, either of these actions would virtually disregard all the guidance that had been
given by my advisor, who had helped me in the process of writing the dissertation proposal.
My advisor urged me to stay focused on the original dissertation topic that she approved.
She also generously mediated the replacement of Professor B, and | was able to find
another professor whose expertise was closer to my own theme than Professor B’s had
been. Finally, I was able to gain the new professor’s approval for my topic, through my
advisor’s referral.

This challenging experience with the candidacy examination process further made
me aware of the difficulty of pursuing a theme that is not well known in the local context,

which is also another cause of my difficulty in constructing myself as a researcher.

My Institutional Conditions Causing Difficulty in Engaging in Writing and Research
Another level of challenge for me to position myself as a researcher concerned daily

constraints arising from the very workplace in which I have worked. Whereas Japanese
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institutions generally run for 30 weeks per year, my American university has about 52
weeks’ worth of curriculum annually, with each semester running for about 14 weeks
(except the summer semester that compresses the same volume of curriculum into the
eight-week curriculum format by providing long and intensive class meetings). | have
enjoyed working as a writing instructor, and teaching students continues to be a top priority.
However, | cannot deny that the work involved in writing instruction is time consuming. |
have about 50 to 100 pages of student work to comment on and evaluate every day, heavy
work on top of engaging in usual course preparation and related work. My responsibilities
beyond classroom teaching include, but are not limited to, individual conferences with
students, program-level material design, curriculum and policy development, team-grading
student portfolios, support for students applying for internships and scholarships, offering
class observations for prospective students, emergency drills, liasoning for students with
special needs to counselling and disability resource services, and semester-to-semester
placement examination gradings. The total work hours generally reach 10 to 12 hours per
day, including weekends, and I consistently worry how much sleep | can enjoy before
every class meeting. In addition, like the vast majority of my colleagues, my contract is on
a semester basis. Thus, although I am proud of the experience, some sense of insecurity
and vulnerability never goes away.

As part of the teaching faculty, my performance is evaluated on the basis of quality
of teaching and contribution to the writing program; however, research is encouraged as
well, and informal institutional research forums are held regularly, where any faculty
member in any field is allowed to present their work in front of interested colleagues.
Some amount of institutional research funding is provided if applications are accepted. |
find myself still failing to adequately capitalize on such research-related supports at the
institution.

My advisor suggested that | move to a Japanese university as a part-time instructor
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with short teaching hours to focus more on my doctoral study. However, given the
generally meager pay scale for such instructors at Japanese universities (Poole, 2010), and
considerable conflicts in the Japanese and American academic calendars, | never
considered it a realistic choice, particularly because | am single. As will be explained later
in the volume, time constraints consistently affected the progress of my doctoral research. |
was never able to publish papers except a few articles in English submitted for an in-house
journal, with an extremely limited time for working on the dissertation project from the
beginning.

Overall, being a latecomer to the profession, the field, and academe after
transitioning from a non-teaching industry, and with a focus on a research area not
common in Japan, coupled with consistent time constraints arising from intensive
institutional duties, I always wondered how I should position myself as a researcher. At the
same time, | consistently wondered what career structure | should envisage or whether |
should explore other career options. These personal concerns grounded in my own
abovementioned career and research experiences compelled me to explore the research
lives of other Japanese university teachers in the country in similar fields, with whom 1
rarely communicated in my daily professional life. What is the career structure of other
university English teachers like? Are their careers as non-linear as mine or close to that of
regular academics? How do they go about their writing and research? Do they have similar
struggles to myself or different ones? How do they envisage their academic future? These

questions are part of my motivation to investigate the theme of this study.

Academic Rationale for the Study
A part of my rationale for the study is academic in nature. Despite the emerging
interest in writing and research experiences of NNES scholars in general (e.g., Li &

Flowerdew, 2007, 2009; Englander, 2009; Hanauer & Englander, 2013; Uzuner, 2008; Li,
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2002, 2005, 20064a, 2006b, 2006c, 2007; Curry & Lillis, 2004; Lillis & Curry, 2010;
Flowerdew & Li, 2009; Li & Flowerdew, 2009), little is known about comparable
experiences of NNES university English teachers—who simultaneously are NNES
scholars in TESOL related fields —except for the cases of a few established
Western-trained “insiders” of the fields (see Kubota, 2003 and Canagarajah, 2003 in
Casanave & Vandrick, 2003). A review of the literature made me think that the fields’ lack
of attention to NNES university English teachers’ writing and research lives may pertain to
the fact that their career and research journeys are generally invisible and precarious. Thus,
the study sought to explore the interface and divide between teaching and research lives in
their career contexts as well as on their writing and research practices.

It has been argued that English teachers in general do not have a structured career
path ( Johnston, 1997), and that TESOL related fields have paid little attention particularly
to NNES teachers’ careers as well as their lives (Hayes, 2005). Thus, it is understandable
that NNES university teachers’ careers, let alone their pathways towards a doctorate that
mark the beginning of their academic profession, is an under-explored area. While a small
body of literature does shed light on key trends in NNES teachers’ pre-university,
university, and graduate school experiences (Kyriacou & Kobori, 1998; Hayes, 2008; Lin
et al., 2005; Trent, 2013; Casanave, 2002; Morita, 2004; Cho, 2009, 2013); how all these
stages of experience play out and connect in individual NNES teachers’ lives is yet
unexplored.

It is thus equally conceivable that NNES university teachers’ writing and research
engagements, as well as their career at large, have been largely unknown. The literature has
not captured the possible cases of NNES university teachers’ simultaneous pursuit of
studies at their graduate schools and an academic career at another institution at the same
time like | have been experiencing. However, what is evident from the limited body of

literature is that research related institutional environments surrounding NNES university
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teachers are challenging, particularly in the backdrop of the recent rise of managerialism
(Henkel, 2010; Schwandt, 2009; Smit & Nyamapfene, 2010; Gordon, 2010).

Managerialism in higher education has had push and pull effects on academics’
general engagement in writing and research (Gordon, 2010; Li & Flowerdew, 2007, 2009;
Englander, 2009; Hanauer & Englander, 2013; Uzuner, 2008; Li, 2002, 2005, 20063,
2006h, 2006c¢, 2007; Curry & Lillis, 2004; Lillis & Curry, 2010; Flowerdew & Li, 2009;
Fox, 1992; Gottlieb & Keith, 1997; Griffiths, 2004; Kogan, 1997; Brenan, 2007; Musselin,
2007; Finkelstein, 2007; Benjamin, 2000). While the traditional loyalty of scholars toward
the discipline has been challenged (Gordon, 2010), the value of their knowledge
contribution through writing and research is still viewed as powerful, particularly in
institutional contexts. This is because their intellectual endeavor within their fields has
become intimately tied to the major criteria for their entry into and promotion within
institutions, as well as to the basis for institutional sources of funding and scholarly
reputation. At the same time, there has been a range of factors that affect academics’
writing and research engagement. These include the rising demand for quality teaching and
education-related administration resulting from the widening access to higher education
(Gordon, 2010), and the increasing division of labor among different institutions, and
among faculty members at each institution (Kogan, 1997; Brenan, 2007).

This situation in higher education seems to work against university English
teachers as members of academia. The literature, while limited, reports that these teachers
in general suffer from an inconsistent research culture (Casanave & Vandrick, 2003;
Kubota & Sun, 2013; Donato, Tucker & Hendry, 2015; Borg, 2010, 2013; Reis-Jorge,
2007), low disciplinary status (Lorimer & Schulte, 2010; Pennington, 2015), and negative
institutional conditions (Pennington, 2015; Allison & Carey, 2007; Borg, 2013; Donato,
Tucker & Hendry, 2015). Many of the reports surrounding NNES university English

teachers’ writing and research engagement are based in China (Bai, Millwater & Hudson,
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2012; Borg & Liu, 2013; Xu, 2014), which not only confirm these general trends, but also
point to the need for acknowledging local variations in the issues involved. In light of the
above insights gained from the literature review, which will be presented in more detail

later in the volume, is academic rationale that shapes the motivation for the study.

Overview of the Study

In an attempt to raise awareness about NNES English teachers’ realities pertaining
to their knowledge construction in a specific national setting, this study holistically
explores the interrelated career and research journeys of Japanese university English
teachers, drawing on their subjective experiences as told in their stories. Specifically, the
present study sought to explore six doctorate-holding Japanese university English teachers’
writing and research experiences in their career contexts, along with their pre-professional
backgrounds. The six participants, currently mid-career professors tenured in different
Japanse universities, were a generational cohort in their early 40s at the time of the study.
They all attended universities in Japan as undergraduates, where they began to consider
English-related professions, albeit their age of first exposure to the language differed.
Three of the participants received their doctoral education in Japan, whereas the remaining
three did so in the U.S.

The study is informed by the constructivist paradigm and constructivist career
studies. In addition, it draws on the view of writing as a social practice (Street, 1984;
Barton & Hamilton, 1998; Gee, 1996, 2008; Lillis, 2001; Lillis & Scott, 2007; Lillis &
Curry, 2010), and as a key to disciplinary enculturation and professional development
(Casanave, 2002). Further, the study rests on the assumption that there are three strands of
academic work experience that shape individuals’ academic career trajectory and
contribute to their development as academics: intellectual, networking, and institutional

(McAlpine & Akerlind, 2010; see also McAlpine, 2010, 2012a, 2012b; McAlpine &
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Amundsen, 2009; McAlpine & Turner, 2011).

Methodologically, this study adopts the narrative inquiry approach (Connelly &
Clandinin, 1990; Clandinin & Connelly, 2000). The main data includes two or three
in-depth interviews, along with one member check interview with each of the participants.
This is supplemented by texts, including their responses to biographical questionnaires,
and their written products, including their publications. The study used a combination of
the restorying approach (Clandinin & Connelly, 2000; Ollerenshaw & Creswell, 2002),
which is one type of the holistic-content mode of narrative analysis (Lieblich et al., 1998),
and cross-narrative analysis in order to describe and explore the shared as well as differing

characteristics of the participants’ storied experiences.

Research Questions

As typical in qualitative inquiry, my current research focus reflects an outcome of a
slight shift in research focus and methodology after I presented my original research
proposal. As a writing instructor at an American university, surrounded predominantly by
non-Japanese HSS academics outside of TESOL, | was not personally familiar with the
research lives of Japanese English instructors despite living in Japan, although | myself
experienced a non-linear and precarious research career as described above. At the stage of
making my dissertation proposal in 2012, I had been inspired largely by Casanave’s (1998)
and Lillis and Curry’s (2010) studies on writing for publication practices among NNES
scholars in the HSS, across languages, at institutions outside of the mainstream context,
through a preliminary review of literature. Casanave (1998) illuminated a writing related
dilemma experienced by four Japanese Western educated HSS scholars early in their career,
working at a prestigious Japanese university in seeking to strike a balance between their
knowledge contribution to Anglophone academic communities and to local ones. Similarly,

Lillis and Curry (2010; see also Curry & Lillis, 2004; Lillis & Curry, 2006), under the
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influence of Casanave (1998) among others, elucidated a similar dilemma in 50 locally
trained NNES psychologists in different universities in Spain, Hungary, and Slovakia. At
the same time, I had learned about the dearth of writing related studies among Japanese
university English teachers. Imagining that Japanese university English teachers who are
researchers in TESOL related fields also face similar dilemmas, | was originally interested
in exploring how such teachers were engaged in writing and publication practices in their
current institutional context using an ethnographically oriented approach.

My decision to make a slight adjustment to my research focus and methodology
was made mainly after actual communication with participants at the beginning of the
study, and a further review of teacher-related research including that mentioned above. As |
got to know them, | came to realize that for Japanese English teaching university faculty
seem to have their own struggle not dissimilar to mine. For them, sustained access to
research activities in the first place was a challenge, especially after obtaining tenure. Early
conversations with them revealed that they were extremely busy with teaching and
administrative work in their present institutional contexts, and that they still perceived
themselves as novices or junior researchers despite a considerably long career in academia.

The generally precarious career and research journeys documented in the
aforementioned literature that I newly reviewed, part of which is shown above, also helped
me to confirm that NNES university English teachers’ research-related situations
considerably differed from NNES scholars in other disciplines. Thus, to make the study
more relevant to the participants, and in line with current literature, I made the following
adjustments: first, I made up my mind to look more broadly at their writing and research
practices, rather than just at their writing for publication practices. Second, | also decided
to situate their engagement in writing and research practices over their career paths, rather
than only in their current institutional context. With the above experiences with

participants, as well as by re-contextualizing research in an augmented body of literature, |
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eventually explored the following research questions in the study:
1. What are the pre-professional backgrounds that shaped a group of Japanese
university English teachers’ pursuit of doctoral studies?
2. What are the characteristics of the Japanese university English teachers’ writing

and research experiences over the course of their academic careers?

Significance of the Study

It is hoped that the study will contribute to a greater understanding of academically
oriented NNES university English teachers’ realities, pertaining to their knowledge
contribution and the challenges they face. | also hope that the study will lead to discussions
towards improving the career and research related conditions for such teachers. In addition,
the study is expected to add to a limited number of studies on the lives of Japanese
academics that have almost exclusively been conducted by English speakers. Finally, this
study will hopefully provide an avenue for development of new research surrounding
university English teachers. Previous teacher studies tended to focus only on English
teachers’ teaching lives in classroom contexts in TESOL, while writing studies has largely
focused on either temporary academic settings or on institutional settings. With its focus on
the interface and divide between teaching and research lives in holistic career trajectories,
as well as on their writing and research practices, the study can potentially bridge the

research gap.

Organization of the Study
Chapter 2 explains the present study’s paradigm rationale and background
assumptions. It will firstly explain the constructivist paradigm and constructivist views on
career that have informed the study. It will then discuss the key assumptions of the study,

as well as their interconnections and relevance. These assumptions, as mentioned above,
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include: writing as a social practice (Street, 1984; Barton & Hamilton, 1998; Gee, 1996,
2008; Lillis & Scott, 2007; Lillis & Curry, 2010); writing as a key to disciplinary
enculturation and professional development (Casanave, 1998, 2002); and the presence of
the three main strands of academic work experience that shape individuals’ academic
career trajectory and contribute to their development as professional academics (McAlpine
& Akerlind, 2010; see also McAlpine, 2010, 2012a, 2012b; McAlpine & Amundsen, 2009;
McAlpine & Turner, 2011).

Chapter 3 presents literature review, focusing on two interrelated areas relevant to
the present study: NNES university English teachers’ pre-professional backgrounds, and
NNES university English teachers’ writing and research experiences in their academic
career contexts. This will help contextualize the study. It will then present the research
questions of the study.

Chapter 4 introduces the methodology adopted in the study. The chapter starts with
an explanation of the characteristics of qualitative research, as well as the process and
experience that led me to choose narrative inquiry as the main method after preparing a
research proposal. Next, the chapter will explain narrative inquiry and its possible strengths.
This will be followed by a description of the participants’ backgrounds, timeline for
recruitment and main data collection for the study, recruitment procedures, and researcher
positionalities. The chapter will then move on to explaining the data sources and data
analysis strategies along with the themes that emerged from the data, which will be
presented in Chapter 11. It will end with a discussion on the ethical considerations for and
potential limitations of the study, as well as attempts to strengthen the trustworthiness of
the research.

Chapters 5 through 10 provide the profiles of each of the six participants, in the
form of restoried narratives. Each chapter consists of two sections: the first section

illuminates their pre-professional backgrounds that shaped their pursuit of doctoral studies.
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The second section illustrates their writing and research experiences over the course of
their careers.

Chapter 11 summarizes and discusses emerging themes derived from an analysis of
individual narratives in relation to the research questions, and then takes up its implications
for the study while offering the researcher’s reflections. The chapter will end with offering
the final summary of the above discussion and revisiting the limitations and significance of
the study. At the same time, it will present directions for future research and my own career

visions derived from my experience with this study.
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CHAPTER 2

PARADIGM RATIONALE AND BACKGROUND ASSUMPTIONS

In this chapter, the paradigm rationale and background assumptions of the study
will be introduced. The chapter first explains the constructivist paradigm and constructivist
views on career that have informed the study. It will then discuss the key assumptions of
the study as well as their interconnections and relevance. These assumptions include:
writing as a social practice (Street, 1984; Barton & Hamilton, 1998; Gee, 1996, 2008;
Lillis & Scott, 2007; Lillis & Curry, 2010); writing as a key to disciplinary enculturation
and professional development (Casanave, 1998, 2002); and the presence of three main
strands of academic work experience that shape individuals’ academic career trajectory and
contribute to their development as academics (McAlpine & Akerlind, 2010; see also
McAlpine, 2010, 2012a, 2012b; McAlpine & Amundsen, 2009; McAlpine & Turner,

2011).

The Constructivist Paradigm

The present research draws broadly on the constructivist paradigm, including aspects
of its recent developments. The constructivist paradigm was developed in the 20" century
in psychology as well as in other disciplines (Costantino, 2008; Vianna & Stetsenko, 2006).
It is an ever-developing paradigm with increasingly expanding branches, but it generally
refutes the positivist paradigm that reality is objective and external to individuals situated
in society (Costantino, 2008; Vianna & Stetsenko, 2006). The constructivist paradigm
instead posits that realties are “constructed by individuals interacting with their social
worlds” (Merriam, 1998, p. 6). In other words, it views realities as “multiple, intangible

mental constructions, socially and experientially based, local and specific in nature ..., and
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dependent for their form and content on the individual persons or groups holding the
constructions” (Guba & Lincoln, 1994. pp. 110-111).

According to Mahony and Granvold’s (2005) summarization, constructivism
generally has five interrelated tenets regarding how individuals construct reality, or the
world of experience. First, constructivism views individuals as agents of their own lives,
constantly making proactive (or reactive) decisions in the process of living, even facing a
range of often uncontrollable circumstances (Mahony & Granvold, 2005). Second,
constructivism postulates that individuals, who are endowed with self-organizing
capacities, seek order in their worlds by finding, internalizing, and enacting patterns, albeit
unconsciously, and that such “ordering processes” (Mahony & Granvold, 2005, p. 75) in
their activities reside at the core of their meaning making. Third, constructivism
acknowledges that the way in which each individual organizes her experience and maps
out her personal history is “self-referent or recursive” (Mahony & Granvold, 2005, p. 74).
It thus embraces the uniqueness of “each self-organizing life,” viewing the self as “a fluid
coherence of perspective from which one experiences” (Mahony & Granvold, 2005, p. 75).
Fourth, constructivism values individuals’ lives as embedded in networks of relationships
and symbolic systems like language (Mahony & Granvold, 2005). Finally, constructivism
presumes that each individual goes through a lifelong developmental process wherein
changes within and outside of oneself tend to emerge and impact one’s “core patterns of
activity, including meaning making and both self and social relationships” (Mahony &

Granvold, 2005, p. 75).

Constructivist Views on Career
The present study is also informed by insights from constructivist career studies,
which have become increasingly common in the field of career studies in general.

Constructivist-oriented career studies view career as embedded in an individual’s evolving
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life process. Chen (1998), drawing on his review of recent career literature in this direction,
conceptualized career as “an integral, active and essential component in a person’s life” (p.
439), rather than a “narrowly defined, isolated, work-related aspect only” (p. 439). Chen
(1998) further explained that from this constructive perspective, career necessarily

involves changes and transitions, entailing the shifting roles individuals adopt. He further
noted that looking through the constructivist lens, each individual has her own process of
constructing her career as an active agent who seeks to establish a balance between herself
and her professional life environment.

Some career scholars have noted that this developmental nature of career
experiences has become increasingly complex. Arthur and Rousseau (1996), for example,
highlighted the increased normalization of a boundaryless career where individuals cross
over the boundaries of different occupations or organizations, either out of intention or
external factors. Svejenova (2005), agreeing with this observation on the recent rise of the
non-linear nature of career patterns, claimed that career-related studies, despite their
previous focus on the roles of occupations and organizations themselves, should direct
greater attention to individuals as agents of their own careers, who are “capable of enacting
their professional lives in weak situations that are ambiguous and provide few salient
guides for action” (Svejenova, 2005, pp. 947-948).

Some other career theorists have also emphasized the importance of paying
attention to individuals’ subjective careers being intertwined with their evolving social
practices, which are situated in the career paths that they construct. Hui and Spurling
(2013), based on a review of related literature, claimed that “individuals should be viewed
as having a history and future of performances” (p. 2), rather than as “performers in the
moment” (p. 2). They also note that “career provides a way of capturing the multiple
relationships to practices that individuals have, and that are thus woven together within a

life” (Hui & Spurling, p. 2). In support of this conceptualization, they provide an example
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of a study conducted by Raisborough (2007) in the Sea Cadet Corps, which reveals how
individuals’ degree of participation in a given social practice can have an effect on their
career. According to Hui and Spurling (2013), Raisborough’s study (2007) highlighted the
impoverishment of opportunities for female staff to develop work-related skills due to the
rule forcing them to be present when same-sex newcomers perform any activity under the
guidance of male staff. These circumstances hampered women’s career progression relative
to their male counterparts, which in turn exacerbated the traditional gender power
inequality.

Hui and Spurling (2013) also pointed out the importance of acknowledging the
increasingly common yet under-researched instances of where one person is at the
intersection of many practices over the course of their career paths, although the way to
look at these instances, too, has not been fully theorized. In their explanation, this
intersection not only involves work-related and non-work-related duties in negotiation, but
also includes individuals’ engagement in multiple, concurrent careers, which “interconnect
and overlap, sometimes complementing and at other times conflicting with one another”
(Hui & Spurling, 2006, p. 50). The implication of this, according to Hui and Spurling
(2013), is that careers that involve “participating in one practice regularly affects
opportunities to engage in another” (p. 7) and that the negotiation of the balance between
conflicting career practices is dependent on one’s own decision as agent of one’s life. As an
example, they introduce Evett’s (1994) study on engineering professionals, which shows
the different ways of negotiating a balance between work and childcare, when they were
offered flexible work arrangements.

In addition, Billet (2006), another constructivist career theorist, argued that
individuals’ agentic choice as to how and what to engage in, or their decision to opt out of
social practices they encounter over the course of their evolving work life contexts, are

informed not only by the needs of immediate external social influences, such as networks
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of experts, but also by their own idiosyncratic personal histories, or “premediate influences
of cultural practices over time” (p. 65) that occur earlier in their lives.

In sum, drawing on the constructivist paradigm, the present study views Japanese
university English teachers as agents of their own lives, who construct their own realities
with self-organizing capacities. Informed also by constructivist career studies, the study
focuses on the subjective aspects of their careers, which are embedded in their life
processes and constructed by themselves in exercising their agency. It also assumes that
university English teachers and academics in general, like any other professionals in
today’s society, are likely to progress through a boundaryless career (Arthur & Rousseau,
1996) across different institutions and career stages, and engage concurrently in multiple,
conflicting practices (Hui & Spurling, 2013). In fact, the boundaryless career of academics,
including university English teachers, has been confirmed in a small yet emerging body of
literature that will be discussed in the next chapter. University English teachers who are
employed while simultaneously pursuing doctoral studies exist (Nagatomo, 2012). At the
same time, fixed-term employments, and the high demands of teaching and administrative
duties, which likely lead to academics’ journeys involving various practices within and
across institutions, are increasingly observable in higher education institutions (e.g.,
Gordon, 2010).

The study further assumes that their decisions regarding engagement in practices
are influenced by their personal histories as well as by external forces. Therefore, even
with the main focus pertaining to their academic careers lying where their writing and
research experiences have occurred, the study also sheds light on their earlier
pre-professional lives. The aspects of their lives that the study first explores include their
early language, literacy, and teaching-related backgrounds. This first exploration sets the
context for the main investigation into their writing and research experiences.

In pursuit of exploring their writing and research experiences in their academic

26



career contexts, the study further draws on the following assumptions:

1. Writing is a social practice (Street 1984; Barton & Hamilton, 1998; Gee, 1996,
2008; Lillis & Scott, 2007; Lillis & Curry, 2010).

2. Writing is a key to disciplinary enculturation and professional development
(Casanave, 1998, 2002).

3. There are three strands of academic work experience that shape individuals’
academic career trajectory and contribute to their development as academics
(McAlpine & Akerlind, 2010; see also McAlpine, 2010, 2012a, 2012b;

McAlpine & Amundsen, 2009; McAlpine & Turner, 2011).

Writing as a Social Practice

The present study adopts the view of writing, together with reading, as a social
practice, a notion originally put forth by New Literacy Studies (NLS) theorists (Street,
1984; Barton & Hamilton, 1998; Gee, 1996, 2008) and recently further advanced by
academic literacies scholars (Lillis & Scott, 2007; Lillis & Curry, 2010).

The NLS’s view on literacy, in line with the constructivist paradigm, is centered on
criticism of the traditional autonomous notion of literacy, which reflects the assumption
that literacy is “independent of social context, an autonomous variable whose
consequences for society and cognition can be derived from its intrinsic character”(Street,
1993, p. 5). One of the scholars who notably put forth such an“autonomous” view of
literacy is Ong (1982), who claimed that literacy, including writing, particularly in its
Western version and in contrast to oral culture, serves as an essential factor that allows
human society and its members to advance from the primitive to the civilized stage (see
also Gee, 2008, p. 50) at both the cultural and cognitive levels. In the words of Ong (1982),
literacy “is absolutely necessary for the development not only of science but also of history,

philosophy, explicative understanding of literature and of any art, and indeed for the
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explanation of language (including oral speech) itself” (p. 14). NLS theorists, particularly
Street (1984), criticized this line of assumptions as Western centric as they advocate the
value of the Western version of literacy as politically neutral, universally applicable, and
practically beneficial for individuals and society in any context. Additionally, Street (1984)
felt that such assumptions lacked awareness of the plurality and context sensitivity of
literacy, and that it could marginalize other forms of literacy and individuals’ lives
associated with literacy. In reaction against this model of literacy, Street (1984) advocated
the recognition of literacies that exist among people conventionally classified as “illiterate.”
He argued that literacy, like language in general, is always situated in its social context and
that it should be studied with attention to the specificities of those contexts.

In the basic perspective underlying NLS set forth by Street (1984) and further
expanded by Gee (1996, 2008) and other theorists (e.g., Barton & Hamilton, 1998), literate
activities, which comprise writing, along with reading and other communicative efforts, are
a socially situated endeavor. Specifically, these activities are contingent upon space and
time and are constructed and regulated through interactions among specific members of
communities who share specific values and norms. In the view of NLS theorists, literacy is
“always contested, both in its meanings and its practices; hence, particular versions of it
are always ‘ideological’ in that they are always rooted to a particular worldview and there
is a desire for that view of literacy to dominate and marginalize others” (Street, 2003 p.78;
Gee, 1996; 2008).

As explained in the literature (Lillis, 2001; Lillis & Scott, 2007; Lillis & Curry,
2010), proponents of classic NLS have applied this view to studying a variety of literacy
practices in different social settings, ranging from households to schools, villages, prisons,
and workplaces (for a comprehensive review, see Heath & Street, 2008; see also Barton,
Hamilton, & Ivanic, 2000).

According to Lillis and Curry (2010), academic literacies scholars, under the
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influence of NLS, focus more on “the academic literacy practices associated with academic
study and scholarship” (p. 20). Like NLS, academic literacies studies show a move away
from the view of academic writing (as well as reading) as a skill, to that as a social practice.
Kamler and Thompson (2014) introduced this perspective on academic writing in higher
education settings put forth by Lillis (2001) as follows:
In broad terms, what this entails is that student academic writing, like all writing, is a
social act. That is, student writing takes place within a particular institution, which
has a particular history, culture, values, and practices. It involves a shift away from
thinking of language or writing skills as individual profession, towards the notion of
an individual engaged in socially situated action, from an individual student having
writing skills, to a student doing writing in specific contexts (Lillis, 2001, p. 31, as
quoted in Kamler & Thompson, 2014, p.6).

Similarly, Kamler and Thomson (2014) offered the social practice view on research
writing at the doctoral and professional levels. Part of the perspectives of research and
writing based on this view include the following. Firstly, research and writing are
inseparable, given that writing occurs, albeit informally (e.g., in the form of notes, journals,
summaries, and unpublished papers), at any stage of research. Secondly, research writing is
situated within a specific discourse, “a particular formation of stories, apparent truths and
practices which constructs both knowledge and power relations” (Kamler & Thomson,
2014, p. 11), and thus research writing is a discursive activity whereby individuals
construct knowledge. Third, writing is a representation of, not a reflection of, reality. It is a
result of the writer’s selection of what to bring into the text to construct her own meaning,
“based in our culture, place and time, through prevailing discourses, as well as through our
own particular biography” (Kamler & Thomson, 2014, p. 11). Fourth, research writing,
including dissertations and RAS, are particular genres “constructed in particular

institutional and cultural settings” (Kamler & Thomson, 2014, p. 12) with specific
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“patterns and conventions” (Kamler & Thomson, 2014, p. 12). Sixth, writing is directed at
a specific audience. For example, while RAs are intended for a disciplinary community of
scholars, field notes are written for the writers themselves.

Part of the implication of the social practice perspective of academic writing for the
present study is that it is important to understand the local uniqueness of the writing and
research practices, despite the existence of the norm that is deemed dominant at the global
level. There are indeed prevalent, dominant practices of writing and knowledge
construction that are expected as the mainstream. For example, Hyland (2009) introduced a
range of such dominant practices of academic writing in the mainstream contexts as
follows. England and America, in the undergraduate years, the practices of essay writing,
and major-specific writings play a role in helping students to understand the disciplinary
epistemologies and rhetoric. Graduate writing practices, through a range of coursework,
are characterized by training in developing the ability to conduct independent research in
the discipline, with the thesis and dissertation at the culmination. In the professional
academic context, which may start during the graduate years, the main practices are
writing for publication of RAs for a disciplinary audience. However, in non-mainstream
contexts, it is likely that different variations of these mainstream practices are adopted, or
that these practices are negotiated with other types of practice. As Lillis and Scott (2007)
stated, the present study does not view the dominant practices of writing and knowledge
construction as given, but allow for the awareness of other such practices that scholars

engage in locally.

Writing as a Key to Disciplinary Enculturation and Professional Development
The present study also adopts the view that writing, as well as reading, is an
important means by which individuals become enculturated into disciplinary communities

and develop professionally. This idea relates to the above-mentioned concepts of writing as
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a social practice, but focuses more on individuals’ engagement in such practice and their
meanings. Drawing mainly on Lave and Wenger’s (1991) and Wenger’s (1998) notion of
community of practice, which hypothesizes individuals’ identity formation through
participating in communities of practice, Casanave (2002) explained that writing lies at the
core of disciplinary enculturation where individuals become members of a disciplinary
community through their engagement in appropriate literacy practices and thereby
reconstruct their selfhood. Casanave (2002) explained:

In order to demonstrate their grasp of a discipline’s knowledge and practices,

novices need to display their knowledge publicly. Unexpressed, intuitive

knowledge does not count. One of the main ways that all participants in a

disciplinary community demonstrate their ‘legitimacy’ (Lave &Wenger, 1991) is

thus through the text they write. Written texts embody a disciplinary group’s (or
subgroup’s as is more often the case) intellectual traditions, practices, and values

and thus link writers’ identities in a particular social group (p. 28)

The most formal disciplinary enculturation takes place through disciplinary
apprenticeship at the doctoral level in the scenario in the mainstream context, particularly
in America. Donato, Tucker, and Hendry (2015) introduced the Carnegie Foundation for
the Advancement of Teaching’s (CFAT) reports on the critical characteristics of successful
doctoral apprenticeship. First, advisors provide their mentees with opportunities to
gradually learn the practices of the discipline, intentionally, explicitly, and supportively.
Second, “the program offers an environment where doctoral students are able to get
connected with multiple scholars and thereby to absorb disciplinary knowledge from
various perspectives” (Donato, Tucker, & Hendry, 2015, p. 220). Third, the program
ensures that doctoral students and their advisors work together and are mutually held
accountable for the success in their mentor-mentee relationships. Fourth, the advisors’

mentoring is rightly recognized and rewarded. Fifth, the mentor-mentee relationship is
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based on “respect, trust, and reciprocity” (Donato, Tucker, & Hendry, 2015, p. 220). In
some doctoral programs, attempts are made to achieve these principles fruitfully. Donato,
Tucker, and Hendry (2015) themselves, based on their own practices as doctoral advisors,
explained that to achieve the first principle (“intentionality,” p. 220) they provided students
with opportunities to work closely with the advisors through research assistantship, and to
fulfill the third and fourth principles of “collaborative responsibilities and recognition” (p.
220). They also offered students opportunities for collaborative writing projects and
presentations with their advisors.

It is notable, however, that it was also found that the process of disciplinary
enculturation may occur at any level of individuals’ academic lives. The process is
generally implicit, not as systematized as CFAT’s description, and filled with challenges
that are often not textual. Casanave’s work (2002) described below illustrates this point.

In her case study among Japanese novice academic writers and their teachers at a
prestigious Japanese university, Casanave (2002) found that with the help of guidance
based on a multitude of textual tasks, the students seemed to gain an emergent sense of
membership of a “mini-community” (Casanave, 2002, p. 75) of writers, by experientially
learning a range of academic writing game strategies, including approaches to interactions
with written texts, integrating their own voices as part of a larger academic discourse,
exploring their own research themes, expressing their own voices, writing with fluency;,
and adhering to appropriate conventions. At the same time, Casanave (2002) also found
that the students were generally struggling to respond to the tasks at hand without fully
understanding what tasks mean in the larger context of academe of which the teachers are
part.

Another case study by Casanave (2002) among five master’s students, (including
one American, two Japanese, and one Almanian student) in the MA TESOL program at the

Monterey Institute of International Studies, similarly reveals that they seemed to develop
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an increased identity of “authoritative participants in the diverse community of second
language educators” (Casanave, 2002, p. 128), through being guided to fulfill a range of
authentic academic demands in the field, including “research and teaching, lesson and
curriculum development, test development and analysis, and the building of professional
portfolios” (Casanave, 2002, p. 128), as well as through absorbing a disciplinary
knowledge base. Yet simultaneously, the participants felt conflicted, because even as they
developed a sense of agency and authority, they were still positioned as students.

Yet another of Casanave’s (2002) case studies, on a first-year doctoral student in
sociology, shows that not all students can align themselves well to the disciplinary literacy
practices. Virginia, a female English speaker with a Hispanic background, was reported to
be the one who was faced with a cultural gap between the graduate school’s disciplinary
community and her local life world, particularly when she took the core theory course.
Virginia, who was originally committed to feminism and minority issues in her local
community, entered the program to strengthen her voice to resolve them, but found the
course quite irrelevant to her, and ended up dropping out after a year. In Casanave’s (2002)
analysis, there were three main reasons for her decision: The perceived foreignness of
specialized languages used by scientific sociologists that she was unable to relate to; the
perceived distance from the strictly hard science model of knowledge construction
promoted in the course and program; and the perceived discomfort with the reality that the
scholars in power in the field were those to whom she was unwilling to align herself.

Casanave’s (1998) case study points to the relevance of writing as a means of
professional development, and the possibility of academics’ encountering writing-related
dilemmas in their professional context. Japanese early career HSS scholars working at a
prestigious Japanese university as featured in the study, because of their identification with
the Western scholarship in which they were trained and possible career development in

English-speaking countries, all showed an obvious preference for international publishing,
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aspiring to thrive in mainstream Anglophone academic communities. Simultaneously,
however, they never neglected their contribution to Japanese academic communities, also
valuing their ongoing professional growth in local contexts. Two of them, who were
pursuing a Ph.D. at the same time as working, were reported to have considered their
Japanese publications to be as important as their international ones, serving as a tool to
demonstrate their allegiance to their colleagues and to gain the recognition of local
audiences. They all expected that their co-authorships and editorships of Japanese writing
projects would pave their way to establishing networks with their colleagues.

The present study adopts the view from Casanave’s (1998, 2002) work that
individuals’ engagement in academic literacy practices represents a continuous process of
disciplinary enculturation and professional development, which often involves challenging
non-textual, personal, pragmatic, and political issues. At the same time, in light of insights
from the above-mentioned writing as a social practice perspective, the study also

acknowledges that the degree and forms of such experiences vary.

Three Main Strands of Academic Work Experience:
The Intellectual, Networking, and Institutional Strands

In view of the above-mentioned likelihood of academics’ careers being increasingly
boundariless (Arthur & Rousseau, 1996), the present study further acknowledges the
possibility that individuals not only choose their focus areas among different writing
practices, but also consider the degree to which they engage in the practices, taking into
account emerging priorities among different academic work practices (e.g., whether to
focus on writing and research or on teaching) over the course of their career paths.

McAlpine and Akerlind’s (2010) conceptualization of three strands of academic work

experience as part of their notion of identity trajectory, which reflects the above-mentioned

constructivism-oriented career perspectives, is helpful in capturing this complex situation
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that academics are likely to go through. Building on their observations on early career
academics in various disciplines, McAlpine and Akerlind (2010) suggested that individuals
learn to become professional academics through their participation in social practices
embedded in multiple contexts as they move along their life course (For some examples of
McAlpine’s case studies that adopt the concept, see also McAlpine, 2010, 2012a, 2012b;
McAlpine & Amundsen, 2009; McAlpine & Turner, 2011).

Specifically, McAlpine and Akerlind (2010) posited that one’s academic work
experience, which inevitably necessitates one’s agentic power, can be viewed as occurring
across three distinct strands—intellectual, networking, and institutional strands—that are
developed separately across time and space yet are mutually intertwined and contribute to
one’s development as an academic. In line with constructivist career researchers, McAlpine
and Akerlind (2010) also acknowledged that this set of “academic” strands is inevitably at
the interface with the non-academic “personal” sphere, including individuals’
autobiographical experiences.

As they traverse the course of their academic careers, academics may prioritize
adopting and investing in practices in a certain aspect of their academic lives, be it
intellectual, networking, and institutional, or in their personal lives, based on their own
decisions as agents of their lives. While originally developed to analyze the experience of
early academics, McAlpine and Akerlind (2010) implied that this notion may also be
applicable to understanding the mid-career stage of experienced academics. McAlpine
herself, as a practitioner turned scholar, reflected, in her own biographical statements, on
her own academic career using this lens (McAlpine & Akerlind, 2010). In addition, as will
be explained, while the Japanese language teachers in the present study were mid-career
professionals, they claimed their research careers to be “emergent” (= #1.2>%), which also

indicates the relevance of the concepts.
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The Intellectual Strand

McAlpine and Akerlind (2010) defined the intellectual strand as being
representative of “the contribution an individual has made and is making to a chosen
intellectual field through scholarship” (p. 139), which “leaves a trail of artifacts”
(McAlpine & Akerlind, 2010, p. 139) such as “papers, publications, and presentations,
citations, invitations to speak” (McAlpine & Akerlind, 2010, p. 139). It is this intellectual
strand of experience that entails the engagement in writing as a social practice (Street,
1984; Barton & Hamilton, 1998; Gee, 1996, 2008; Lillis & Scott, 2007; Lillis & Curry,
2010), which is a key to disciplinary enculturation and professional development
(Casanave, 1998, 2002). At the doctoral level, the intellectual strand of experience has to
do with their efforts to become researchers, most centrally by engaging in their dissertation
work and other written projects, reflective of the practices of the disciplinary and graduate
communities. From the post-doctoral level onward, one is expected to become increasingly
independent in one’s research endeavor. According to McAlpine and Akerlind (2010), this
strand can be both facilitated and constrained in part by the other two strands as explained

below.

The Networking Strand

McAlpine and Akerlind (2010) explained that the networking strand means the
“range of local, national, and international networks an individual has been and is
connected with” (p. 141). A portion of one’s networks may be research-related, ranging
from those with one’s peers and advisor in the doctoral program, to those with scholars in
one’s academic communities within the respective fields, which can have direct effects on
the shaping of one’s work. These networks also include colleagues in professional,
work-related contexts. McAlpine and Akerlind (2010) further pointed out that the onset of

the networking strand, especially scholarly-related ones, typically precedes the
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development of the intellectual strand, dating back to the time when one starts a master’s

study or before, when one chooses a field of interest.

The Institutional Strand

By the institutional strand, McAlpine and Akerlind (2010) mean one’s
“relationships, responsibilities, and resources wherever they are physically located” (p.
143). One may take on such roles as a teacher, administrator, committee member, and the
like, and thereby obtain income. The individual strand of experience often affects the other
two strands. For example, the unavailability of library support at the workplace is likely to
affect individuals’ intellectual endeavor. Furthermore, academics, regardless of their career
stage, are bound to be evaluated on their research productivity and teaching quality by the
institutions. The institutional strand, which involves the organization made up of
“stakeholders beyond the academic world” (McAlpine & Akerlind, 2010, p. 143), have
their own expectations that differ from individuals’ academic aspirations. McAlpine and
Akerlind (2010) noted that institutional resources can be either facilitative or debilitative to
the networking and intellectual strands of their lives. For example, McAlpine and
Amundsen’s (2009) study reported early academics being caught in a dilemma between
their wish to publish more and their departmental duties with regard to student supervision.

The present study thus views that Japanese university English teachers’ engagement
in writing and research as a social practice and as a key to their disciplinary enculturation
and professional development is part of their intellectual strand of academic work
experience. It also acknowledges the possibility that the other two strands of academic
work experience—the networking and institutional strands—as well as autobiographical

influences, may affect the way in which they engage in such practices.
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CHAPTER 3

LITERATURE REVIEW

In this chapter, the literature pertaining to the present study’s research focus will be
reviewed. The chapter first discusses the literature pertaining to NNES university English
teachers’ pre-professional backgrounds. It secondly examines the literature on NNES
university English teachers’ writing and research experiences in their academic career
contexts. In both reviews, global and Japanese contexts are taken into account and
emerging trends will be examined. The reviews will also help contextualize the participants’
experiences and illuminate research gaps. The chapter ends with the introduction to the

research questions for the study.

NNES University English Teachers’ Pre-Professional Backgrounds:
International and Japanese Trends
Little is known about NNES university English teachers’ pre-professional

backgrounds that led to their doctoral studies, which in general mark the beginning of their
academic career. This situation is understandable because the careers of English teachers
are generally invisible, let alone those of university English teachers. Johnston (1997), for
example, based on his interview findings from 17 English teachers of various individual
and institutional backgrounds based in Poland, concluded that English teachers overall had
quite accidental and unstable pathways and did not seem to have any sense of a career or
professionalism. In his analysis, English language teaching is hard to interpret as a formal

profession with a structured career path in the first place. In addition to murky career
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structures for English teachers, TESOL-related fields’ lack of interest in the lives of NNES
teachers in particular also accounts for the dearth of the studies on the above theme. For
example, Hayes (2005), in explaining why he studied the lives of three NNES teachers in
Sri Lanka, pointed to “the virtual absence of any research into the lives and careers of
nonnative English speaking teachers in countries beyond the west (as well as within it)” (p.
174). A limited body of literature in TESOL and related fields, however, does suggest some
possible trends in the backgrounds of NNES English teachers that shape their pursuit of the
profession, although their connection to the teachers’ pursuit of doctoral studies is unclear.
In addition, a supplementary review of the literature focused on the educational contexts of
Japan also shows a comparable trend in the backgrounds of Japanese university English
teachers and also helps to contextualize the linguistic, educational, and pre-professional
pathways of the present study’s participants, who were born in the early 1970s, entered
university in the early 1990s, and entered their master’s and doctoral programs between the

late 1990s and early 2000s, while illuminating research gaps.

Pre-University to University Experiences

The relevance of early language and literacy experiences to NNES teachers’

choice of their profession.

One important insight that emerges from the literature is the significance of early
language and literacy learning experiences as a potential source of NNES language
teachers’ decisions to enter the profession. The literature that explores NNES language
teachers’ pre-professional lives outside of Japan, albeit very limited, sheds light on
language teachers’ key language and literacy experiences, particularly in relation to
English, in pre-university contexts. According to the literature, for some language teachers
an early classroom encounter with English seemed to have served as an important

attraction to the teaching profession. For example, according to Kyriacou and Kobori’s
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(1998) survey of 95 Slovenian preservice teachers, their enjoyment of English as a subject
was most frequently rated as a “very important” (pp. 347-348) reason for becoming
teachers. For others, their English instructor at school was their main inspiration to
becoming teachers themselves. In Hayes’s (2008) narrative study, five of the seven
participating Thai teachers mentioned the enthusiastic teachers they encountered in their
primary or secondary schools, coupled with their positive classroom experiences, as some
of the factors motivating them to become teachers. Similarly, Akamatsu, one of the four
Western-trained NNES university English teachers included in Lin et al. (2005), pointed
out in his autographical narrative the significant role that an enthusiastic language tutor
played in motivating him to fully engage in learning and acquiring English beyond the
level offered in the Japanese school curriculum. He reported that it was this encounter that
eventually made him become a teacher himself (Lin et al., 2005). In the case of yet other
language teachers, their resistance to the education system that they had passed through
was the major driving force causing them to envision becoming a teacher as a way of
changing the system. For example, Trent (2013) showed in his study that two Hong Kong
based teachers had aspired to become teachers primarily because of their dissatisfaction
with their teachers’ teaching approach during their school days. On the other hand, this
body of literature does not document language teachers’ experiences with L1 literacies at
this stage of their lives.

In comparison with their pre-university experiences, relatively little attention has
been paid to their undergraduate experiences, particularly their discipline-related learning.
Even less investigated is the connection between such experiences and their subsequent
career and academic interests. One rare, brief description in this regard appears in Lin et
al.’s (2005) study. Riatz, who also contributed his auto-ethnographic narrative to this study;,
reported his change of major from engineering to English because of his growth in interest

in English following his participation in a well-structured intensive English program in
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college (Lin et al., 2005). However, he did not provide details on learning about the field

and its connection to his interest in the profession.

Early language and literacy experiences of Japanese teachers based in Japan.

The literature on Japan-based Japanese English teachers’ pre-professional lives and
early language and literacy experiences more generally is even more limited, let alone that
dealing with their connection to their career choice. However, a relevant body of literature
does suggest some key trends in such teachers’ language and literacy experiences. First,
there are broadly two main possible language and literacy learning scenarios that Japanese
English teachers are likely to have experienced in their early years as pre-university to
undergraduate students: The regular student and returnee scenarios (but see also Okada,
2009).

Locally educated teachers’ experiences as students. Like the non-Japanese
participants in the work reviewed above, regular students are those who grew up and were
educated in environments in which English is not used in daily life but rather “is mainly
encountered as an academic subject in school” (Lin et al., 2005, p. 200). They are
generally taught English through grammar-based instruction, which has long been the
norm. According to Yoshida (2003), the government has emphasized the value of
communicative competence in English in the Course of Study since the 1960s, but only
started to use the word “communication” explicitly in its 1989 version (Ministry of
Education, currently the Ministry of Culture, Sports, Science, and Technology, MEXT,
n.d.a) onwards. He explained that the 1989 guidelines stressed the need to cultivate “a
positive attitude toward communicating in the foreign language” (Yoshida, 2003, p. 291)
in order to develop “their understanding of international society” (Yoshida, 2003, p. 291)
and introduced “oral communication subjects” (Yoshida, 2003, p.291; see also MEXT,

n.d.a) for the first time. Those who followed the regular student scenario before this
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change in particular are likely not to have had the opportunity to encounter authentic
English in their secondary school settings except for extra opportunities.

Japanese university English teachers’ locally based early language and literacy
learning experiences and their potential connection to the decision to enter the teaching
profession is briefly touched on in Nagatomo’s (2012) narrative study. All the participants
of Nagatomo’s (2012) work, eight Japanese novice university English teachers, were
non-returnees who arguably experienced similar educational systems as students. For
them as well, their pre-university school experiences had some relevance to their career
choice, though differently than in the cases of teachers described in the above literature
based outside Japan. Nagatomo’s (2012) work, on the one hand, revealed a case similar to
Akamatsu’s in Lin et al. (2005)’s work, where a teacher’s positive experience with his
own teacher shaped his motivation to choose the profession. One of the participants, Taka,
expressed respect for his former teachers as important life coaches who had provided
lessons beyond the subject matter at hand, although he did not specify their subjects. For
Taka, his teachers were his inspiration to major in education and pursue a teaching career
(Nagatomo, 2012). However, memories of negative experiences with their teachers
predominated in the recollections of other participants, according to Nagatomo (2012).
Three of the participants, Kumiko, Kana, and Miwa, were reported to have criticized their
former teachers, mainly English instructors, for a range of reasons, including their
teaching-to-the-exam approach and low level of English proficiency (Nagatomo, 2012).
In addition, in Nagatomo’s (2012) report, these participants, their hatred towards their
own teachers initially led them to avoid the profession, although they ended up entering it.
Their cases are in stark contrast to those of Trent’s (2013) participants, who transformed
their educational dissatisfaction into their passion to innovate education by becoming
teachers.

For the majority of locally educated Japanese English teachers, attending
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Japanese universities is a common path. Those who attended such universities in the
1990s are likely to have experienced higher education that was still in the midst of the
reformation led by MEXT. As will be explained later in the chapter, many pre-reform
Japanese universities were frequently critiqued for their professors’ negligence of
teaching and its contribution to students’ low motivation towards learning and focus on
extracurricular activities (Amano & Poole, 2005). Among a series of reforms in many
areas of higher education, one particularly relevant at that time to students’ language and
literacy experiences was a general modernization of curriculums for all universities,
following the enactment of the university deregulation law in 1991 (MEXT, n.d.b). Before
this reform, language classes at Japanese universities were taught as part of compulsory
“general education” subjects focusing on formalities along with other liberal art classes,
instead of as skills-based ones, often by faculty using grammar translation methods
without any knowledge of TESOL. The change in the curriculum allowed universities to
incorporate language-teaching courses more flexibly and effectively in lower division
education programs (Morizumi et al., 2010).

Given the transitional phase in higher education in the early 1990s, it is likely that
the quality of language and literacy education that students experienced at that time varied
considerably depending on the institutions they entered. Some universities, even with the
government’s directives towards reform, may have preserved the essence of old-fashioned
educational approaches. Other universities, especially those with a long tradition of
language education or those that were responsive to the tide of university reform, likely
offered coherent, coordinated, and standardized English programs to help improve the
English proficiency of students early in their undergraduate career (e.g., Hadley, 1999;
Poole, 2010). Several such universities published books at this time to demonstrate the
effectiveness of their language programs to the public, often grounded in the theory of

TESOL and applied linguistics (e.g., Sekiguchi, 1993; Torikai & Shindo, 1996).
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When it comes to major-specific curriculums in undergraduate programs in the
1990s, the literature suggests not much change had been implemented in higher education.
At Japanese universities, it has been typical that students in their majors are enculturated
into their disciplines by the guidance of particular advisors, in the form of seminar classes,
(2, zemi), based on his or her research topic (Poole, 2010). However, as with the
language and literacy education curriculum, there seems to have been institutional
variations in how disciplinary learning was facilitated. According to Poole (2010), the
format and intensiveness of seminar classes differ depending on the advisor, as well as on
the institution. As is the case in some other countries, graduation theses are traditionally
assigned in the upper division programs at many Japanese universities as one of the most
challenging writing tasks to mark the culmination of their disciplinary studies (Becker,
1990), but the level of rigor involved in the task differs across institutions and some
universities do not require them in the first place (Hirosawa, 2004).

From the brief accounts they give, it is possible to gather that the Japanese
university teachers investigated in Nagatomo’s (2012) work seem to have gone through a
relatively classical, pre-reform style of education in their general education and
major-specific courses while undergraduates. Taka, an education major, for example,
confessed that he had been mainly absorbed in socializing and extracurricular activities
rather than in studies as an undergraduate, under the influence of the non-academic
atmosphere on campus (Nagatomo, 2012). In his self-report, Taka did not obtain any job
as a result. Furthermore, Kumiko, a literature major, described one of her university
English teachers as “scary” (Nagatomo, 2012, p. 88) “screaming at students” (p. 88),
although she did not specify the context in which she interacted with the teacher. Kana
and Miwa, English majors, explained that they had been quite studious, but their
portrayals of the courses they took exemplified the above-mentioned traditional “seminar”

style (Poole 2010, p. 10). In their recollection, a typical focus of their courses was the
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close reading of classic English literature through grammar translation, which involved
rote learning of grammar and lexical rules, although Miwa, having American students as
classmates, had a special chance to learn authentic English together with literature
(Nagatomo, 2012).

On the other hand, it is also notable that some of the participants
independently sought opportunities to learn English without relying on their programs at
university. According to Nagatomo (2012), Kumiko gained confidence in her English
abilities after participating in a short-term ESL program in America, after which she
aspired to become a newscaster. Similarly, Kana was finally able to improve her English
proficiency by participating twice in a short-term study-abroad program, joining an
English drama club, and networking with non-Japanese students (Nagatomo, 2012).

Returnee teachers’ experiences as students. According to the literature,
Japanese language teachers with a returnee background typically have different language,
literacy, and educational experiences from those with regular backgrounds. Returnees ()=
1z, kikokushijo) are defined as “all Japanese children under the age of 20, who, because
of one or both of their parents’ jobs, have at sometimes in their lives spent at least three
months overseas, and have returned to continue their education in the mainstream
education system.” (Goodman, 1990, p. 15). During their sojourn in a host country,
returnees typically lead dual school lives, attending local school on weekdays and
supplementary Japanese language school on weekends. After returning to Japan, they are
generally encouraged to attend returnee schools (=7 Ak, ukeireko), with special entrance
systems and curriculum tracks designed for returnees (Goodman, 1990). Some of these
schools have quota systems for entry to prestigious universities and offer quite intensive
curriculums. For example, one famous returnee high school attached to University A is
known for its uniqueness in “the streaming in English” (Goodman, 1990, p. 159), “the

provision of some supplementary lessons,” (Goodman, 1990, p. 159) such as Japanese, and
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“facilities for individual research projects” (Goodman, 1990, p.159).

Partly because of the special entrance systems and curriculums carried over to an
increasing number of universities, a considerable proportion of returnee students opt to
receive higher education in Japan (Goodman, 1990). According to Kanno (2003), a rise in
the number of universities with special quotas for returnees has become evident since the
late 1980s as societal attitudes towards returnees have changed for the better (see also
Goodman, 1990). Although they were often discriminated against in the past for their
alleged “maladjustment” (Kanno, 2003, p.18) to Japanese society, returnees now are
respected as “valuable societal resources” (p.18) due to their generally high levels of
intercultural competence and proficiency in English. Nagatomo’s (2012) study touched on
the possibility that students with oversea experiences stimulate locally educated students
to learn English. According to Nagatomo’s study (2012), two participants, Kano and
Miwa, engaged in language learning in their university years because of their low
self-perceived English proficiency compared to their peers, including those with
international experiences. Goodman (1990) suggested that some of the returnee-oriented
universities, including University A, are prestigious schools that already had earned
reputations for their provisions for international education even before the university
reforms of the 1990s. However, Kanno (2003) revealed that returnees, despite the benefits
they gain in Japanese society, often struggle with personal issues because of their complex
linguistic and cultural backgrounds.

The above literature suggests that Japanese English teachers potentially have
experiences that are both similar to and different from the pre-university to university
language and literacy experiences of NNES documented in the literature. It is of particular
importance to pay attention to possible variations in such experiences between Japanese
English teachers who went through the regular or the returnee student pathways. It also

suggests accordingly that Japanese English teachers’ initial decision to enter the
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profession cannot easily be generalized.

Possible effort to obtain teachers’ certificates. Another important trend to note
concerning Japanese English teachers’ early language and literacy experiences,
particularly in their undergraduate years, that can be discerned from the limited literature
is that they are likely to make efforts to obtain a teacher’s license for secondary education,
which may be relevant to their early career considerations. It takes a considerable
investment to become a certified teacher and enter the profession. Traditionally, in order
for a student at a four-year university to obtain a certificate, she is required to take an
institutionally determined number of teacher-education related courses, coupled with
major-specific required courses (Ota, 2000). In addition, it is required for a student to
participate in a four-week practicum at a school and to pass an extremely competitive
recruitment examination held either by the prefectural board (Ota, 2000) or by an
individual institution, depending on the type of school.

It is noteworthy that the literature indicates that students do not necessarily
obtain such a certificate due to an interest in teaching. According to Saito and Murase
(2011), teacher education programs have consistently been popular among students,
especially at private universities, primarily because of a belief in the general market value
of the teachers’ license. Likewise, Nagatomo’s (2012) study reported that one of the
participants, Kumiko, had joined the teacher education program and obtained a teaching
certificate on her parents’ recommendation despite her indifference to teaching. Kana,
another participant, did the same and sought one simply in the belief that a license was “a
good thing to have” (p. 88), only to quit as her study-abroad schedule conflicted with the
period of her practicum. It was also suggested that a career in high school may serve as
the initial step towards a university position teaching English, although the rationale
behind such transitions is unknown. Three other participants, Kumiko, Keiko, and Naomi,

worked as high school teachers before teaching at universities, though detailed
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descriptions of their pathways are not provided. Thus, whether Japanese university
English teachers obtain a teacher’s license and the degree to which such effort relates to

their subsequent career would be worth exploring.

Master’s to Doctoral Experiences

Varied timing and motivation for pursuing master’s studies.

While the existing literature modestly hints at how early language and literacy
experiences may shape NNES teachers’ choice of profession, it does not document how
they further their educational and professional career in building on their experiences.
Despite this limitation, one may gain insight into their timing and motivation for pursuing
graduate studies. A few researchers have explored prospective or current NNES language
teachers’ decisions and experiences pursuing a master’s degree at graduate school,
primarily in an English-speaking country. Casanave (2002) observed that irrespective of
their disciplines, individuals’ decisions to pursue a master’s career typically involve “a life
and career choice to become a person with a field-specific identity who wishes to practice
particular activities in professions that can be identified by name (teaching, engineering,
business and so forth)” (p. 82). Although such a generalization may be possible, a limited
body of literature, including her own work, suggests that considerable individual
differences exist among NNES language teachers in the timing and motivation to pursue a
master’s degree. Casanave (2002) noted two main patterns in the timing and motivation of
their pursuit of master’s degree, particularly in English-speaking countries. One of the
patterns is of pursuing a disciplinary study after several years of teaching experience to
further hone their skills, expertise, and knowledge of the field. In this case, they are likely
to continue teaching while pursuing a degree. The other pattern, which she deems more
typical, is that in which university graduates first pursue disciplinary study full-time and

later search for teaching opportunities. Some of the master’s students participating in
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Casanave’s (2002) study who were cited in the previous chapter followed this pattern. For
example, one of the Japanese participants in the study, Kazuko, with no prior experience
teaching, joined a program in America in order to become a language teacher. Nagatomo
(2012) also identified two similar patterns in the careers of her participants—pursuing a
degree later in life or right after undergraduate studies—although she did not explore their
motivations. The majority of the participants took the former path. For example, Naomi
joined a master’s program in American Studies in America after several years of teaching
at high school. The relatively younger few took the latter path. Kana, for example, pursued
two master’s degrees in the UK consecutively, one in children’s literature and one in
comparative education.

Other researchers suggest that individuals who pursue a master’s degree with similar
timings can still have different motivations. According to a case study conducted by Morita
(2004) of six students in different departments of an MA program in Canada, Lisa, a
Japanese former high school teacher, was reported as citing her willingness to “learn about
language education and gain access to the research community in the field” (p. 584) as a
main motivation for entering the program. In yet another case study, performed by Cho
(2013) involving three Korean TESOL master’s students, Jae, also a former high school
teacher, claimed to have decided to pursue a degree in America primarily for immersion in

an English-speaking environment to enhance “authentic English expression” (p. 140).

NNES teachers’ pathways to doctoral studies.

Even more under-researched are the circumstances that lead NNES masters’ degree
holders to pursue a doctoral degree. The existing studies did not investigate whether or
how masters’ students decide to further their career at the doctoral level. Casanave (2002)
explained from her own personal observation that the majority of master’s students are

practitioner-oriented, not interested in pursuing a doctoral degree. She went on to state that
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those who do so are the ones who “find they have had research chips implanted in their
brains during their MA experiences” (p. 93). In another work, Casanave (2014) stated that,
among her Japanese and non-Japanese doctoral advisees’ at a Japan-based American
university, the purpose of seeking a doctorate was not always clear: While some seemed to
hold career or financially related goals, others appeared to be more directed towards

self-fulfillment.

Challenges faced by NNES graduate students learning in the mainstream context.

Given that the TESOL and neighboring fields are based in English-speaking
countries, it is no surprise that the existing literature almost exclusively explores the
experience of NNES students who studied in graduate programs in those nations. What this
limited body of literature suggests is multiple challenges that affect these students in the
process of disciplinary enculturation at the master’s and doctor’s levels alike. Issues with
adaptation to language and literacy practices in particular are found to be pronounced for
NNES master’s students. Lisa, mentioned in Morita (2004) above, Jae in Cho (2013) and
Kazuko in Casanave (2002) may serve as examples typifying the issues. Lisa was
challenged by limited linguistic competence coupled with affective problems. She
nevertheless overcame these challenges by seizing opportunities in and out of class to
enhance her oral proficiency (Morita, 2004). Jae, in contrast, was faced with a more
complex combination of problems that seemed difficult to resolve. Jae confessed his
struggle to participate fully in oral discussions in English in an attempt to join an academic
community of practice in graduate school. Jae also found it hard to obtain desirable
teaching internship opportunities because of his NNES status. (For a discussion on this
type of disadvantages associated with NNES status regardless of one’s ability, see Samimy
& Brutt-Griffler, 1999 and Kamhi-Stein, 1999). Jae also felt conflicted when he realized

the theories taught in the program were predominantly geared to the American ESL context
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and were not entirely appropriate to the EFL context in his home country, to which he
planned to return. Kazuko in Casanave’s (2002) study displayed mixed feelings about the
master’s experience: practical gains versus scholarly isolation. At the completion of the
program she commented on her enhanced confidence in teaching through having
participated in full teacher training for the first time and on perceived improvements in her
writing skills. However, she still felt less competent than her classmates and found herself
on the periphery of the discipline: “I am a person who is a teacher related to the field but
not in the field, I think” (Casanave, 2002, p. 122).

According to a rare study on NNES TESOL students’ disciplinary enculturation
experience at the doctoral level, the issues they encounter are less related to language or
literacy than to cultural and interpersonal issues. Cho’s (2009) case study of five East
Asian TESOL doctoral students from China, Japan, and Taiwan studying in different
programs points to non-textual challenges they strived to surmount over the course of their
doctoral studies. A particularly notable finding was that the networks with academic
communities both inside and outside graduate school were observed to be a significant key
to their success in writing and research. In general, all of them reported to have benefitted
from conference attendance and gaining expert advice and knowledge useful for their own
dissertation projects and other publications. They were also found to be able to establish a
niche in their research areas by becoming increasingly aware of their positionality as
non-natives in the dominant discourse in the disciplines. On the other hand, there were
individual differences in terms of how strongly they felt connected to their peers and
professors. For two of the students, student-led research communities at their graduate
school were also helpful, as they offered egalitarian apprenticeship opportunities. They
were able to establish collegial relationships with their professors as well. One of the
students at a different graduate program, in contrast, found her peer group network lacking,

and the hierarchical and somewhat distant relationships with her advisor made it difficult
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for her to make desirable progress in her endeavors.

Japan-based graduate study experiences.

Few existing studies explored Japan-based graduate study experiences among
Japanese university English teachers. What the literature does indicate is the general
situation and characteristics of graduate education in Japan that are likely to shape the
writing and research lives of Japanese university English teachers who chose to base their
scholarly training in their home country.

At the same time as promoting university reforms at the undergraduate level, the
Japanese government started to place an emphasis on expanding and strengthening
graduate programs in the 1990s (MEXT, n.d.c). Part of the rationale behind this move was
the nationwide need to increase the number of researchers, especially scientists, to
maintain and enhance the level of research productivity in the country at a global level
(Maruyama 2008; S.Yamamoto, 2005, 2007). It likewise reflected the need to produce
qualified experts with advanced professional knowledge in such practice-oriented fields as
law, applied psychology, and business (Maruyama, 2008). Although limited in number,
reputable Japanese graduate programs with a focus on TESOL -related fields were
established around this time.

Unlike many American systems where master’s and doctor’s programs are
completely separate, the latter often much more research-oriented (Casanave, 2002), many
Japanese graduate schools have typically treated master’s and doctor’s programs as
consecutive research-oriented programs (S.Yamamoto, 2007). It has traditionally been the
case under this system that master’s students are expected to complete required coursework
and write a master’s thesis as an “intermediate paper” (S.Yamamoto, 2007, p. 190) in
preparation for doctoral studies, although MEXT (n.d.d) has recently endorsed a non-thesis

option at the master’s level. This new ordinance enacted in 2012 allows Japanese graduate
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schools to replace the master’s thesis requirement with a form of qualifying examinations
that assess the requisite skills and knowledge for students pursuing doctoral studies. For
doctoral students, coursework is often optional or minimal, and going through the
dissertation process after gaining candidacy is their main task (S.Yamamoto, 2007). Thus,
while it is possible for master’s students to enter a doctoral program at another institution,
the most common pattern is to have finished a master’s program with a thesis at the same
institution (S.Yamamoto, 2007).

While exceptions are to be expected, the literature suggests that Japanese graduate
education is generally characterized by its emphasis on professor-led seminar-style
instruction on advanced research topics, although there is typically a coursework
requirement introducing knowledge of the discipline (S.Yamamoto, 2007). Nevertheless, it
also suggests that students’ experiences with disciplinary enculturation seem to differ
considerably across specializations. Students in the hard sciences or other disciplines with
experimental components seem to experience a type of apprenticeship similar to that in
American systems as described by Donato, Tucker, and Hendry (2015) (see Chapter 2).
According to S.Yamamoto (2007), they are usually supervised by an advisor right from the
beginning of their master’s career and work closely together as part of a research team led
by their advisors, seniors, and peers. S.Yamamoto (2007) adds that students in this
category work on research themes close to their professor’s. In contrast, the type of
apprenticeship that HSS students are placed into seems more implicit. S.Yamamoto (2007)
notes that although they are expected to participate in their professor’s seminars, HSS
students are also often expected to work independently on their own themes. Arguably, the
difference in the nature of the apprenticeship they are exposed to causes the completion
rate to vary significantly between the hard sciences and HSS students. S.Yamamoto (2007)
explained that as of 2004, whereas more than 80% of science students were awarded with

doctoral degrees, fewer than 30% of HSS students received doctorates.
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Nagatomo’s study (2012) offers a glimpse of the fact that there are Japanese
university English teachers who choose to go into Japanese graduate studies, although their
experiences are not described in detail. Shizuko, Keiko, and Miwa, portrayed in
Nagatomo’s (2012) study, chose to obtain a master’s degree in literature in graduate
programs at national universities in Japan. Miwa further proceeded to the doctoral program
at the same top-tier Japanese university where she obtained a master’s degree, even after
noticing that the university “rarely awarded Ph.D.s in literature” (Nagatomo, 2012, p. 126),
and went on to earn a doctoral degree in a doctoral program in America while maintaining
her enrollment in the original Japanese university in order to impress nationally inclined
professors later.

What the literature secondly points to is that Japanese university English teachers are
highly likely to be engaged in graduate-level disciplinary studies and professional teaching
at the same time. This simultaneous effort is experienced not only by those who attend
Japan-based institutions but also by those who choose to attend overseas institutions but
return in the middle of their study program. Naomi, a participant in Nagatomo’s (2012)
work, for example, joined a doctoral program in America after obtaining a master’s degree
there, came back to Japan, and worked on her doctoral study while teaching English
part-time at several Japanese universities. She continued her doctoral studies even after she
obtained a full-time position at a prefectural Japanese university and finally earned a
degree following one year of an “unpaid leave of absence to fulfill the residency
requirements” (Nagatomo, 2012, p. 127) for the American doctoral program. Such cases,
though commonly observed in Japan, have yet to be widely acknowledged in the literature
in the TESOL-related fields, which are predominantly based in mainstream contexts. Some
of these cases of university English teachers simultaneously engaged in teaching and
doctoral or professional research will be further discussed later in the chapter.

In summary, it is clear that the holistic exploration of the pre-professional
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backgrounds of NNES teachers, particularly those of university teachers, has yet to be
made. The existing small body of relevant literature in TESOL-related fields, however,
points to the following:

1. The significance of their early language and literacy experiences, particularly in
relation to English, as a possible source of NNES English teachers’ decision to
consider becoming teachers (Kyriacou & Kobori, 1998; Hayes, 2008; Lin et al.,
2005; Trent, 2013).

2. Teachers’ varied timing and motivations for pursuing master’s studies (Casanave,
2002; Morita, 2004; Cho, 2013).

3. Potential challenges they experience in the process of disciplinary enculturation at
both the master’s and doctoral levels in mainstream settings (Morita, 2004; Cho,
2009; 2013; Casanave, 2002).

On the other hand, still understudied are:

1. NNES English teachers’ L1 literacy experiences in general.

2. Their undergraduate experiences, especially in relation to their disciplinary
learning and its connection to their academic and career interests.

3. Their pathways to pursuing doctoral studies, the entry to academia.

Investigations into Japanese university teachers’ pre-professional backgrounds are
even scantier. A supplementary review of the Japan-based literature suggests that in
addition to the above insights gained from the literature on NNES teachers in general, the
following should also be taken into account in understanding their backgrounds:

1. A potentially considerable variety in language and literacy experiences that exist
between individuals, particularly between those with regular, Japan-based
backgrounds and those with returnee backgrounds (Yoshida, 2003 MEXT, n.d.a;
Amano & Poole, 2005; Nagatomo, 2012; Goodman, 1990; Kanno, 2003).

2. Possible efforts that teachers may make to obtain teachers’ certificates (Ota,
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2000; Saito & Murase, 2011; Nagatomo, 2012).
3. Different types of disciplinary enculturation experiences in Japanese graduate
school settings and the mainstream system (MEXT, n.d.c; S.Yamamoto, 2005;
2007; Maruyama, 2008; Nagatomo, 2012).
4. The possibility of simultaneous engagement in disciplinary studies and
professional teaching among Japanese university English teachers based in
Japan (Nagatomo, 2012).

Overall, what has not been fully examined, and which the present study seeks to
explore, is how all these stages of experiences play out and connect in individual NNES
language teachers’ lives, particularly in a Japanese setting. The emphasis of the present
study is to understand what pre-professional backgrounds shape NNES teachers’ pursuit of

doctoral studies, the entry to an academic career.

NNES University English Teachers’ Writing and Research Experiences

in Their Academic Career Contexts: International and Japanese Trends

NNES university English teachers’ writing and research experiences, especially in
their professional, academic career contexts, are equally as under-researched an area as
their pre-professional backgrounds. As briefly touched on above, some NNES university
English teachers, particularly those in Japan, may pursue studies at their graduate schools
and an academic career at another institution at the same time. However, the existing
literature rarely captures such overlapping dimensions, which may again point to
TESOL-related fields’ lack of interest in NNES teachers’ career. What does emerge from a
review of another body of limited literature focused mainly on higher education studies
and teacher studies are the following:

1. The overall trends in higher education in the world that both facilitate and

constrain the engagement of academics in writing and research practices.
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2. Issues that affect university English teachers’ engagement in writing and research.
3. NNES university English teachers’ writing and research experiences in
non-mainstream contexts, with China as the main focus.
Building on insights gained from these three areas, a further review of Japan-focused
sources hints at the following:
1. Some trends in higher education and disciplinary situations in Japan.
2. How these may shape Japanese university English teachers’ writing and research
lives.
The review in this section also seeks to contextualize the writing and research
experiences of the participants in the present study over the course of their academic

careers, while illuminating research gaps.

General Trends in Global Higher Education Affecting Academics’ Engagement in
Writing and Research

Experts agree that during the past three decades since the 1980s, universities around
the world have increasingly transformed from self-contained autonomous elite institutions
into mass-oriented, corporate-like organizations (Henkel, 2010) that value managerialism.
Managerialism is “a set of beliefs, attitudes, and activities that support the view that
management is essential to good administration and governance” (Schwandt, 2009, p. 27).

99 ¢¢

The values that managerialism emphasizes include “accountability,” “efficiency,”
“effectiveness,” and “productivity” (Ozga & Deem, 2000, p. 143, as quoted in Smit &
Nyamapfene, 2010, p. 115). While there are various external forces that have driven higher
education towards managerialism, its expansion and financial constraints (Johnstone, 2011;
Sanyal & Johnston, 2011) are viewed as particularly influential. According to a report by

Altbach, Reisberg, & Rumbery (2009), “the percentage of the age cohort enrolled in

tertiary education has grown from 19% in 2000 to 26% in 2007 (p. vi) and there are more
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than 150.6 million students enrolled in higher education worldwide, which is “a 53%
increase over 2000” (p. vi). While the expansion is particularly evident in developing
countries, developed OECD countries too have maintained expansion, with increased
emphasis on attracting diverse groups of students, including mature, mid-career adult and
international ones, to compensate for the declining number of college-age students
(Vincent-Lancrin, 2008). In pursuit of an effective response to the varied needs of students,
the demand for managerial efforts towards assuring standardized high-quality teaching and
associated administrative developments have been heightened in higher education
institutions across the board (Gordon, 2010).

At the same time, amidst the world economic downturn starting in the early 21
century, a trend towards austerity has been on the rise. The financial resources provided by
governments to cover the increased costs partly due to expansion have been continuously
declining across the world. In many OECD countries, such as in Europe, where most
higher education is offered publicly, and in America, where large universities are public
(Asonuma & Urata, 2015), this impact is huge. While they are expected to stand out as
competitive centers for human capital formation by providing quality education to diverse
students, institutions are simultaneously challenged to achieve this goal efficiently within
the limits of their reduced funding.

Under these circumstances, universities around the world have, on the one hand,
promoted considerable efforts toward their faculty’s writing and research engagement as a
means of enhancing their reputation. While the traditional loyalty of scholars toward the
discipline has been challenged (Gordon, 2010), the value of the contribution of their
knowledge to the discipline is still viewed as powerful, particularly in institutional contexts.
This is because their intellectual endeavor within their fields has become intimately tied to
the major criteria of their entry to and promotion within their institutions, as well as to the

basis for institutional sources of funding and scholarly reputation. Many of the studies
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conducted among NNES academics specializing in fields outside of TESOL at research
universities illuminate this trend. Such studies have documented international scholars
being pressured by institutional faculty evaluation and promotion systems based largely on
the assessment of research productivity through bibliometric indicators. These studies have
shed light on experienced NNES hard scientists’ increased engagement in international,
English medium RAs and the related challenges and coping strategies (Li & Flowerdew,
2007; 2009; Englander, 2009; Hanauer & Englander, 2013; see also Uzuner, 2008 for a
related review). Some of them point to the recent trend of institutions to encourage novice
doctoral scientists in the graduate program, who may also be staff or faculty at their
institutions, to be more productive even while in training (Li, 2002, 2005, 2006a, 2006b,
2006c¢, 2007). The institutional emphasis on research productivity has been reported as
affecting HSS scholars as well, albeit to a lesser degree. The literature has documented
scholars’ efforts to negotiate pressures toward contributing to the international medium
vis-a-vis their interest in committing to a local medium (Curry & Lillis, 2004; Lillis &
Curry, 2010; Flowerdew & Li, 2009; Li & Flowerdew, 2009).

What is challenging for academics is that on the other hand universities today also
pull them away from their writing and research engagement. One of the forces that might
keep scholars from engaging in intellectual endeavors is the aforementioned rising demand
for quality teaching and education-related administration resulting from the widening
access to higher education (Gordon, 2010). Teaching and research have traditionally been
viewed as related activities (e.g., Clark, 1997; Nybom, 2003). However, others observe
that teaching, which entails a heavy workload, is not necessarily related to or compatible
with research productivity (e.g., Fox, 1992; Gottlieb & Keith, 1997; Griffiths, 2004).
Another related force in higher education that seems to discourage academics’ writing and
research efforts is the increasing division of labor among different institutions and among

faculty members at each institution (Kogan, 1997; Brenan, 2007). In line with the
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managerial principle, the differentiation (Kogan, 1997; Brenan, 2007) of institutions, most
typically into research and teaching institutions, has been intensified, where more
research-related funding tends to be concentrated in top-tier research-intensive universities
(Kogan, 1997), which has the potential of limiting support for the writing research
activities of academics at other universities. Furthermore, as Kogan (1997) stated, the
casualization and fragmentation of the faculty work force have been more and more
common at many institutions as ways of enhancing the cost-effectiveness of their practices.
In order to increase the research productivity of the selected few (Kogan, 1997), and in
response to the above-mentioned demand of the teaching needs of increasing numbers of
students, it has become the norm in higher education to expand fixed-term positions, often
requiring narrowly segmented jobs such as teaching-only or research-only positions
(Musselin, 2007), while reducing tenured positions (Gordon, 2010; Finkelstein, 2007). For
example, Benjamin (2000) explained that nearly two-fifths of the faculty members
teaching English in the lower division liberal art programs in America are employed
part-time. As a consequence, it has become commonplace for early academics who are
pursuing or have just finished their doctoral degrees to start in such contingent positions

(Finkelstein, 2007).

Issues Potentially Affecting University English Teachers’ Engagement in Writing and
Research

The current situation in higher education seems to be especially challenging for
university English teachers engaged in writing and research. A body of literature on
teachers’ lives illuminates several issues potentially affecting the writing and research
engagement of English teachers, especially those at the tertiary level: TESOL-related fields’
inconsistent research traditions, their low disciplinary status, and institutional constraints

on their engagement in writing and research.

60



Inconsistent research traditions.

The literature indicates that in TESOL and related fields, there is a divide in what
writing and research practices language teachers should engage in in their professional
context, which may confuse and demotivate them. On the one hand, there is a trend,
mainly in the mainstream context that emphasizes formal scholarly research and its outputs
as a means of contributing to the discipline and their institution. This effort can be viewed
as continued endeavor built on master’s and doctoral training, as discussed in the previous
chapter. For the most part, in their anthology, Casanave and Vandrick (2003) implied that
the main mission of established scholars in TESOL-related fields who work at research
universities is publishing international RAs in their disciplines while mentoring emerging
scholars. Some NNES TESOL academics featured in the volume, for example, discussed
how they have striven to establish a niche as peripheral scholars, negotiated with editors
while maintaining their voice, chosen appropriate journals, managed their time, and taken
advantage of local research networks and resources in an effort to publish RAs as their
contribution to knowledge in their capacity of tenure-track faculty at their institutions (for
examples, see the reflective narratives in the volume by Kubota, 2003 and Canagarajah,
2003). Likewise, a rare career introduction book edited by Kubota and Sun (2013)
implicitly presupposes full-time doctoral training in the mainstream context as the basis for
university-level English teachers’ career advancement and emphasizes their contribution to
the discipline mainly through international publications, even though teaching and
administration are equally important regardless of the type of institutions employing them.
Similarly, Donato, Tucker, and Hendry (2015), in a qualitative survey study of ten English
teachers graduated from an American doctoral program, support Kubota and Sun’s (2013)
observation. The university language teachers who participated in the study were employed
predominantly as full-time university faculty after doctoral training in America. According

to Donato, Tacker, and Hendry (2015), while these teachers recognized the prime
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importance of teaching and administrative duties, they acknowledged the high value of
formal research in their current professional contexts and reflected on the overall benefits
of doctoral research apprenticeship experiences for their current research endeavor, as well
as for other professional work. The benefits they mentioned include research networks they
forged with scholars from various fields, the entire gamut of the research process they
learned, and co-authoring opportunities with their professors (Donato, Tacker, & Hendry,
2015).

On the other hand, TESOL-related fields also embrace the relatively fuzzy concept
of teacher research that is generally acknowledged as distinct from disciplinary knowledge
construction. According to Borg (2010), teacher research is typically defined as the
systematic inquiry for knowledge “conducted by teachers in their own professional
contexts” (p. 393), and multiple in its traditions. In relation to its different traditions,
Reis-Jorge (2007), explained that teacher research is either “an approximation of more
traditional university based social science research” (p.403), a “reflective and/or reflexive
process” (p. 403), or a “new genre” (p. 403) that falls somewhere in between. It is notable
that Reis-Jorge (2007) contends that teachers’ engagement in an academic dissertation is
not an appropriate practice to be incorporated in their professional lives in spite of its
benefits for developing specialized knowledge and research skills, in agreement with
Allwright (1995, 1997). According to Reis Jorge, (2007), Allwright (1995, 1997) claimed
that for teachers, the engagement in a dissertation can “be too demanding of time and
specialized expertise” (as cited in Reis-Jorge, 2007, p. 405), “feed feelings of uncertainty
on the part of practitioners about the credibility of their research endeavors” (as cited in
Reis-Jorge, 2007, p. 405), or “breed resentment against professional researchers whose
purely academic concerns appear irrelevant to classroom practice” (as cited in Reis-Jorge,
2007, p. 405).

The fields’ view of teacher research as different from the construction of
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disciplinary knowledge is also present in arguments on how research should be
disseminated. According to Borg (2013), it is agreed that teacher research should be
disseminated to the public and counted as a form of research, for the practical benefit of
informing “educational decision making” (p. 9), or of exercising their influence beyond
their immediate contexts. However, how formally it should be done is under debate. Those
who advocate the approximation of teacher research to the disciplinary research traditions
claim that formal RA publications would be desirable (e.g., Nunan 1997; Murray, 1992).
Other scholars, including, Borg (2010), cautioned that imposing academic notions of
research can be “colonialist” (p. 395) and suggests that teacher research should be
disseminated in a wider variety of formats.

This mixed view of research seems to be quite prevalent among English teachers
themselves, including those who are not teaching at universities. Borg’s (2013) large-scale
survey conducted among 1730 English teachers and managers in various types of English
teaching institutions, not only universities, all over the world (including Africa, Asia,
Oceania, Europe, Middle East, North America, and South Asia) identified “two extremes”
(p- 212) in their belief in what constitutes research. The majority held the view that
research means “formal academic activity” (Borg, 2013, p. 212) representing “statistics,
large samples, and objectivity” (p. 213), yet with the negative assumption that such activity
“has no relevance to the classroom” (p.213). In contrast, those with a positive view of
research tended to believe that research is “various forms of professional activity” (p. 213),
including “informal, individual, and very often private reflections on reaching materials
and instructional strategies” (p. 213). According to Borg (2013), this latter view of research
as informal and personal was relatively more prevalent among teachers. He found that
while 75% of the teachers were found to “read research” (Borg, 2013, p. 212) and 50% of
them were found to conduct research “at least sometimes™ (Borg, 2013, p. 212), “there was

little evidence that teachers engaged with research publications, as opposed to practical and
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professional publications” (Borg, 2013, p. 212).

The literature further suggests that there is no consensus in TESOL -related fields
on the degree to which university English teachers should engage in research in their
workplace, either. Borg (2010, 2013) himself represents the inconsistent attitudes towards
English teachers’ research that are present in the fields. Borg (2010, 2013) on the one hand
implies that the value of research has increasingly been heightened, not only at research
universities but also at some teaching-intensive universities and their language-teaching
workplaces. Borg (2010, 2013) pointed out that English teachers’ teaching activities and
administrative efforts are now expected to be made public in the form of reports to ensure
that their practice is research-evidence based or show a nexus of teaching with research.
However, Borg (2010, 2013) also admitted that research activities are still not the norm for
English teachers, and while advocating the importance of teachers’ research activities,
conceded that “not everyone has to engage in research” (2010, p. 391), and stated that
research is still a “minority activity in the field of language teaching” (p. 391). Considering
TESOL-related fields made up in part of teachers not working in academia, his observation
may be realistic. All these inconsistencies may potentially work against university English

teachers’ motivations towards engagement in research.

Low disciplinary status.

The literature also implies that the TESOL-related fields’ relatively low disciplinary
status, which more or less translates to its low recognition in academia, may be
disadvantageous for English teachers who aim at earning higher degrees through writing
and research and advanced careers in academe. For example, some scholars explain that
TESOL’s own disciplinary source of identity has historically been weak. On the
fundamental level, the basic question remains as to whether TESOL is a discipline even a

half century after its instigation. Lorimer and Schulte (2010), based on Nunan’s (1999a,

64



1999b) message given in 1999 in his capacity of past TESOL president, explained that
there is a widely held assumption that TESOL, as well as scholarship on teaching in
general, is not even a discipline. Pennington (2015) also admitted the field’s uncertain
status and attributed it in part to its multiple heritages. Pennington (2015), drawing on the
traditional disciplinary division categories (Becher, 1989; Becher & Trowler, 2001;
Neumann, 2003), explained that TESOL comes from a range of parent disciplines that
themselves are amalgamations of different fields of various scientific orientations:
linguistics and psychology, which “include both ‘pure’ (‘hard’) science and ‘applied’ social
(‘soft’) science” (p. 20), and education, “generally classified as a ‘soft-applied’ discipline
of the field” (p. 20). As she observed, despite its actual traditions that span the border
between “hard” and “applied,” the widely-held recognition of TESOL as one of the
“soft-applied” disciplines results in its weak status. Pennington (2015) thus concluded,
“Like education, the status and position of TESOL is lower than that of other academic
fields, and, to a greater extent than education, TESOL does not have a recognized
disciplinary status” (p. 21). Furthermore, Pennington (2015) indicated that the low
recognition of TESOL as an academic discipline is often manifested in its weak presence in
graduate programs, particularly at the doctoral level. Pennington (2015) echoed Casanave
(2012) in stating that a master’s degree is virtually the terminal degree in the field and
explained that doctoral programs in TESOL are rare. This situation may explain the
scarcity of studies on doctoral experiences of English teachers, as reviewed above. The
scarcity of degree programs that relate to their fields, implying low chances of obtaining a
higher degree, may be detrimental to language teachers if they are academically oriented. A
related trend, according to Pennington (2015), is that English teachers’ disciplinary
trainings in TESOL at the doctoral level are likely to be dispersed in a variety of related
fields. including “linguistics, applied linguistics, SLA [second language acquisition], or

education” (p. 21). This may imply that English teachers’ disciplinary enculturation
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experiences are considerably diverse, and it may be difficult for them to have a shared
discipline-based community of knowledge or practice and thereby establish solidarity with

each other.

Institutional constraints for writing and research engagement.

The literature further suggests that regardless of their academic background,
university English teachers’ engagement in writing and research is likely to be affected also
by the institutions that they work for. Penington (2015) explained that whether their
department is affiliated with “a recognized academic disciplines” (p. 21) or not affects the
degree to which teachers are allowed to engage in research activities. Given that language
teaching departments are often not affiliated with specific disciplines, many English
teachers with graduate training backgrounds may have difficulty securing the opportunity
to continue research. Pennington (2015) said that in such a case, English teachers have to
seek their graduate school or external professional bodies as a disciplinary basis.
Pennington (2015) further argued that whether their institutions officially recognize
research activities as part of university language teachers’ duties is also a critical factor for
their sustained engagement in such activities. In other words, if research is not viewed as
part of their work at their institutions, they will find access to such activities difficult.

There are some studies that illustrate the issue of English teachers’ access to
research activities in their institutional contexts. Allison and Carey’s (2007) case study of
22 teachers at a Canadian university showed that their research efforts were not supported
by their institution even though they believed themselves to be researchers as well as
teachers. In the study, the teachers were found to be generally interested in research, yet
many of them felt discouraged from conducting research as it was not viewed as part of
their contract. One of the participants even stated in an interview, “I’ve been told several

times...high ranking members of the university have actually said explicitly—the
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university does not want language teachers acting like professors and publishing research”
(Allison & Carey, 2007, p. 70). Borg’s (2013) aforementioned study also confirmed that
the majority of the language teachers who participated in the study viewed their
departments or institutions as unsupportive of their research activities. Many of them
perceived “a lack of time” (Borg, 2013, p. 212) and “a belief the doing a research was not
part of their job” (Borg, 2013, p. 212), as well as their self-evaluated “lack of skills and
knowledge” (Borg, 2013, p. 212) as hindering their activities.

Furthermore, it is also notable that even if teachers do have access to research
activities in their professions, institutional conditions can affect the way they approach
research. According to Donato, Tucker, and Hendry’s study (2015), two of the participants,
new assistant professors at different institutions, were said to be perplexed by the range of
service work that they ended up taking on following their appointments. One participant
also worried about a mismatch between her research interests and what her institution

expects from faculty.

NNES University English Teachers’ Writing and Research Experiences: Cases in China
Alongside these overall negative research-related situations of English teachers,
local variations deserve attention. However, literature centrally exploring NNES language
teachers’ intellectual endeavors in higher education settings at the periphery is also
understandably rare. Studies in this line have been predominantly conducted in China. This
country stands out for its active implementation of Western-inspired institutionalization of
the evaluation of academics on the basis of their research outputs (e.g., Li & Flowerdew,
2009) at research institutions. The research capacity of university English teachers is
viewed as particularly critical due to the rising demand for research-based effective
English (Xu, 2014). Thus, in the case of China, research is institutionally expected as part

of a teacher’s mission, rather than an option. The studies that examine this unique
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circumstance of Chinese university English teachers reveal a tension between the
institutional expectations for research productivity and a challenging reality on the part of
teachers who are already highly loaded with educational duties.

Bai, Millwater, and Hudson’s (2012) case study of the teaching-intensive
department at a research university revealed six Chinese university English teachers’
perceived ambivalence over research-related expectations. While the majority of the
teachers were found to be generally motivated towards research and acknowledge its value,
some of them, especially early academics who taught basic language skills, did not see the
intrinsic value of research, as it seemed far removed from their teaching practices. Also,
the teachers, five of whom had master’s degrees, emphasized their teacher identities and
expressed concerns about the overemphasis on research productivity over teaching.

Similarly, Borg and Liu’s (2013) mixed-method investigation of 725 teachers at
various universities in about 20 provinces showed the teachers’ dilemma in responding to
institutional research expectations. The respondents who claim that they read research
“occasionally or periodically” (Borg & Liu, 2013, p. 291), constituting 66% of the
participants, cited primarily professional or pedagogical motivations toward research, but
the pressure towards promotion was also significant, forth ranked motivation, and most
prominently expressed in interviews. One respondent stated, “We don’t have enough time
to do research. However, when we need to be promoted or we are going to be promoted in
a year or two, we need to read research and write papers. We don’t have too much intrinsic
motivation to do research. Doing research is mainly for promotion” (Borg & Liu, 2013, p.
285). In addition, the respondents who stated they rarely or never conduct research, who
made up 14% of the participants, were concerned about the gap between the types of
research that they pursue and that their institution emphasizes. Among the participants, the
most predominant reason for their disengagement from research was “the difficulty of

getting published” (Borg & Liu, 2013, p. 285). One of the other respondents pointed out
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that even though she personally believed in the broad conception of “practice-oriented
research” (Borg & Liu, 2013, p. 287), the institutions did not accept it as a legitimate form
of research unless it is formally published. Furthermore, while the majority of the
respondents (66%) agreed that “the management supports teachers who want to research”
(Borg & Liu, 2013, pp. 288-299), they questioned the quality of the support. Also, in line
with the results of many of the aforementioned studies, lack of time is found to be a major
issue for them. Only a small proportion (30%) of the participants thought that “time for
research was built into their workloads” (Borg & Liu, 2013, p. 290). The illustrative
comment by one respondent read:

Some young teachers have around 16 hours teaching, and some take extra teaching

outside the campus. How can they have time to do high-quality research? However,

we have to do research...and consequently, we just manage to do some research

with low quality (Borg & Liu, 2013, p. 290).

Xu’s (2014) qualitative study combining a survey and narrative inquiry (2014)
equally sheds light on the gap between the institutional expectations and the reality of
teachers’ research-related practices and experiences. Similar to the other studies, this study
reported that despite a reward structure that promotes research, language teachers found it
difficult to be research engaged and to publish their work. As barriers to research
engagement, the participants not only cited time constraints, lack of research mentorships,
and their own low confidence level in research capabilities, but also pointed to the limited
availability of textual and network resources. Like some participants in Bai, Millwater, and
Hudson’s (2012) and Borg and Liu’s (2013) studies, Xu’s (2014) participants’ research
engagements, albeit frequent, were found to be predominantly extrinsically motivated.
Xu’s (2014) study further explored narratives of four of the participants’ reflections on
their research experience and revealed their difficulty in constructing researcher identities.

In the author’s analysis, four key factors seem to influence the way the English teachers
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position themselves as researchers: self-perceived interest in research, the experience of
publishing their research, the availability of collegial and institutional support, and

“professional life phases” (Xu, 2014, p. 254).

General Trends in Japanese Higher Education Affecting Academics’ Engagement in
Writing and Research

Mirroring the worldwide trend, Japanese higher education has been shifting in a
managerial direction in its own way since the 1990s. Japanese higher education consists of
a minority of national and public universities (about 22%) and a majority of private
universities (about 78%) (Bunkyo Kyokai, 2015). While the public sector institutions,
notably a small number of national universities, were established in the late 19™ century for
national elites, most of those in the private sector, except a few founded at the same time as
the national universities, were created in the pre-war period to absorb the increasing
demand for higher education for the masses (Goodman 2010; Arimoto, 2015). As in the
case of other countries, the widening access to higher education has been evident in Japan,
especially in the private sector. According to Asonuma and Urata’s (2015) analysis of
MEXT surveys, the total number of private universities grew from “105 to 274 in 1971” (p.
58) and “to 372 in 1990 (p. 58). It is notable, however, that the impact of the simultaneous
issue of shrinking student populations has been particularly pronounced in the country
(Goodman, 2010; Arimoto, 2015). Together, these intertwined effects are considered to
have contributed to the rise of managerialism in Japanese higher education.

The declining student population and the resultant increase in the opportunities for
participating in higher education have posed a significant challenge to Japanese
universities. As briefly touched on earlier in the chapter, Japanese universities in general
had been reluctant to respond to criticism, particularly over the quality of education, when

student enrollment was consistent before the 1990s (Amano & Poole 2005). According to
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Amano and Poole (2005), since the 1960s Japanese universities had long ignored students’
complaints about professors’ preference for research activities over teaching. The
still-prevalent apathy of Japanese students towards their studies originated in their reaction
against the continued problems with education and resulted in their devotion to
extra-curricular activities (Amano & Poole, 2005). Universities also made light of societal
criticism against the high-stake, challenging nature of entrance examinations when the
fierce competition called “examination hell” (Amano & Poole 2005) was prevalent
between the 1960s and 1980s (Amano & Poole, 2005). Universities equally neglected the
call from businesses for the development of human resources capable of advancing
industry in an increasingly globalized society (Amano & Poole 2005). However, starting in
1992 the number of students started to decline, resulting in lower competition and a
growing rate of participation in higher education. Ogata (2015), based on university
applicant demographic surveys conducted in 1992 and 2007 as part of a larger study on
changes in the academic profession in Japan (Arimoto, 2008), reported that there was a
16% increase in the proportion of university applicants and a 21% increase in those who
actually enrolled in universities among new high school graduates over the 15 years
between 1992 and 2007. He also noted that the passing rate of the entrance examination
drastically rose from 59% to 89%.

As a result, universities finally became aware of the need of reforms not only to
attract predictably diverse and underprepared students, but also to genuinely facilitate their
learning. The previously mentioned undergraduate general education curriculum reform in
the early 1990s (MEXT, n.d.b) was part of this movement. In addition, it has been
observed that the expansion of graduate education (MEXT, n.d.c), also touched on
previously, is partly related to the problem of undergraduate enroliment. Analysis has
shown that graduate education in the HSS at the master’s level in particular was developed

not only to create professionals but also to appeal to mid-career adults’ basic learning
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interests and to compensate for the declining number of undergraduate students
(K.Yamamoto, 2004).

As well as the issue of expansion, financial constraints have seriously affected
Japanese higher education and contributed to its increased managerialism. While Japan had
long been known for its low public funding for higher education, this trend has intensified
over the past two decades. Private universities, traditionally with much fewer government
subsidies, have been further affected by the decreased incomes from tuition fees due to the
decrease in incoming students (Asonuma & Urata, 2015). However, financial issues have
become pressing for national universities as well. Against the backdrop of the national
economic recession starting in the 1990s, the government has proposed a series of policies
aiming to create downsized and efficient management systems since the 2000s (K.
Yamamoto, 2004). Representative is the policy concerning the reorganization and
corporatization of national universities in 2004 (Arimoto, 2009; K.Yamamoto, 2004;
Yonezawa, 2008). In the wake of this incorporation, governmental institutional funding for
operational costs and budget for faculty salaries decreased (Asonuma & Urata, 2015).
Within these financial constraints, however, Japanese higher education institutions, much
as their counterparts overseas, are now expected to achieve “quality assurance, quality
improvement, and accountability” (Yonezawa, 2008, p. 75). Almost at the same time as the
corporatization of national universities, the government demanded that these universities
have their performance reviewed by a third party evaluation organization. At the same time,
the government started to implement “cyclical certified evaluations” (Yonezawa, 2008, p.
69) for all kinds of universities, including private ones. This demand for cost-effectiveness
and efficiency of performance is a major challenge to Japanese higher education, given the
long-standing absence of an audit culture.

Like institutions overseas, Japanese universities today do encourage their faculty to

engage in writing and research to a degree. One trend that implicitly pressures early
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academics in particular to engage in intellectual endeavors is the recent common implicit
requirement of holding a doctoral degree from a Japanese or overseas institution as a
prerequisite for hiring or promotion to a tenure track or full-time university faculty position
(Nagatomo, 2012; see also MEXT, 2006, p. 90). Nagatomo (2012), citing Nagasawa
(2004), explained that up to the 1990s in pre-reform Japanese universities, professors’
minimum academic qualifications were the obtainment of a bachelors’ or master’s degree.
Drawing on Hada (2005), Nagatomo (2012) further reasoned that the recent upgrade in the
standard of required academic qualification of university faculty is a consequence of both
the expansion of graduate education in Japan and the increasing number of the existing
faculty with Ph.D. degrees from the West. In fact, some studies show that Japanese early
academics, irrespective of their backgrounds, are actively engaged in writing and research
endeavors as Ph.D. candidates while leading professional lives at their universities. In his
case study, Gosden (1996) shows Japanese novice scientists’ effort to publish their English
language RAs as part of their degree requirements in the doctoral program at a technical
university while serving as laboratory research associates at the institution. The
participants in Casanave’s (1998) previously discussed study, who were Western-trained
early-career humanity scholars, were also found to be working closely with mainstream
scholars overseas, including their doctoral advisor, and with their colleagues at their
Japanese university at the same time.

Another related trend potentially urging them to engage in the intellectual endeavor
of academia is the influence of the mandatory quality assessment (K.Yamamoto, 2004;
Yonezawa, 2008) mentioned above. 80% of Japanese universities presently include
research and publications as part of their institutional faculty assessment criteria (Shimada,
Okui, & Hayashi, 2009). Evidently, relative to the global trends in higher education, as
explained above, the criteria do not seem to be as stringent or standardized. The degree to

which these criteria are emphasized and how different kinds of publications (e.g.,
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international or domestic journal articles, monographs, book chapters) are evaluated are
matters left to the discretion of individual institutions (Shimada, Okui, & Hayashi, 2009).
For many private universities, predominantly those with an emphasis on humanity and
social sciences (Huang, 2007), adopting a research assessment approach based mainly on
the bibliometric measures common in the hard sciences seems to be viewed as unrealistic.
The literature shows a glimpse of still striking disciplinary differences in literacy practices
among Japanese scholars. Okamura’s case study (2006) showed that 13 Japanese scientists
educated and based in research universities, despite their differing careers and
writing-related coping strategies, were all engaged in actively publishing their
English-medium RAs in peer-reviewed international journals as well as national ones. On
the other hand, the aforementioned Western-educated researchers in the humanities at a
prestigious private university (which some count as a research institution), featured in
Casanve’s (1998) study, adopt Japanese-medium non-RA publications common in HSS
fields in Japan out of necessity. In many cases, Japanese HSS literacy practices seem to be
removed from the globally dominant practices centered on peer-reviewed English-medium
RAs. For example, traditional in-house academic journals (2, kiyo) published by colleges
and universities are widely accepted as a legitimate genre that facilitates the demonstration
of “affinity and loyalty to the institution” (Cummings & Amano, 1979, p. 128, as cited in
Kamada, 2007, p. 378) and “advancement of career” (Cummings & Amano, 1979, p. 128,
as cited in Kamada, 2007, p. 378) within the institution. In addition, certain HSS fields
value local book publication quite highly. According to Eades (2002, 2005) and Goodman
(2004), many Japanese anthropologists put an emphasis on publishing Japanese-language
books, which allows them to disseminate their ideas rapidly and communicate them to their
audience. However, despite the limitations in its power, the current evaluation system,
along with the prevalence of a Ph.D. degree requirement, is likely to stimulate academics

into writing and research to some extent.
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Simultaneously, the globally prevalent factors that constrain academics’ research
activities are salient at Japanese universities. The demand for quality teaching and related
administrative endeavors has been particularly high in Japan, given that the accumulated
problems in these areas have been left unresolved for a long time. Universities have not
only striven to develop curriculums and enhancing learning environments for students, but
have also endeavored to encourage individual professors to improve their teaching through
faculty development initiatives (Goodman 2010; Arimoto, 2015; Kano, 2015). In addition
to teaching, the demand for administrative work, including “committee work, department
meetings, and paperwork” (Hasegawa, 2015, p. 136) and “services” (Hasegawa, 2015, p.
136) which are “paid or nonpaid consulting, public, or voluntary” (Hasegawa, 2015, p.
136) has increased as well. One of the most burdensome administrative duties for faculty
seems to be serving on the task forces for entrance examinations. Universities have also
directed their energy to the long-overdue renovation and diversification of the forms of
entrance examinations (Aspinall, 2005). According to Aspinall (2005), more and more
universities have started to increase the percentage of alternative forms of entrance
examinations used, such as “admission on recommendation” (Aspinall, 2005,p. 210) and
“admission office systems” (Aspinall, 2005, p. 211), in parallel with the traditional ones.
Under these circumstances, the amount of time academics spend on teaching and
administrative work has risen. According to Hasegawa’s (2015) explanation, based on the
Carnegie International Surveys of the Academic Profession (CAP survey) conducted in
1992 (1889 respondents) and 2007 (1100 respondents), Japanese university faculty’s
weekly teaching preparation hours during no-class periods, service time during teaching
periods, and administration time have increased considerably over the last 15 years. He
also explained that a significant reduction of research time over the same period is evident:

Whereas in 1992, one-third of faculty spent more than 35h [hours] per week on

research and only one-quarter less than 21 h, by 2007 these proportions had been
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inverted: only one-quarter spent more than 35h and well over one-third spent less

than 21h (Hasegawa, 2015, p. 141).

Academics are pressured to excel at teaching and administrative work all the more
because their performance in these areas, not just in research, is evaluated as part of the
institutional faculty assessment (Kano, 2015). Many universities currently adopt the
standard faculty evaluation criteria that were first initiated and spread by national

29 ¢c

universities. The criteria include “teaching,” “regional contribution,” and “administrative
operation” along with “research” and are used to assess each academic’s performance as a
basis for determining their salary level (Kano, 2015, p. 34). Their pressure to devote
themselves to and excel at non-research academic work constitutes a potential barrier to
academics’ engagement in intellectual endeavor.

In the case of Japan, the division of labor among institutions of higher education
has historically been fixed and consistently added to the challenge faced by Japanese
academics engaged in writing and research. According to Asonuma and Urata (2015), the
aforementioned disparity in public funding between national and private universities is
attributed to the traditionally determined role division between them. In other words,
whereas national universities are expected to play the role of research universities for the
elites with an emphasis on sciences and technology, graduate training, and research in
general, private universities, except certain top-tiered ones which often actively accept
returnees, are assumed to serve as teaching universities which absorb the masses. The
disparities between national and private universities seem to hold true in research funding
as well. Asonuma and Urata (2015) explained that more than 50% of Grants-in-Aid (GIA)
for scientific research, one of Japan’s major competitive funds, have consistently been
distributed to the top ten national universities and in the hard sciences over the 10 years

from 1997 to 2007. It has been reported that controversy over these disparities has been

persistent. While some argue that this disproportionate research funding allocation to
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national universities reflects the results of fair competition and the superior capabilities of
applicants working there, others however insist that this concentration of funding on
national universities is disadvantageous and demoralizing to private universities and their
faculty and that more support for their research environments is needed (“Disparities in
national research funding between national and private universities?”’, 2007).

In addition, the casualization and segmentation of academic professions have
steadily intensified, further hampering the intellectual endeavor of academics. Nagatomo
(2012) analyzed Japanese higher education as having long been dependent on part-time
teachers for cost-cutting purposes. Drawing on MEXT (2006), she went on to point out that
the total number of part-time teachers (162,393) exceeded full-time teachers with assistant
professors, associate professors, and professors included (123,467) in 2005. As Nagatomo
(2012) also explained, the job security of academics has further worsened since the
introduction of the limited tenure system in 1997 (MEXT, 2006, n.d.e). According to Kano
(2015), the rationale behind this system was to promote the mobility of and competition
among academics and thereby invigorate their teaching and research activities. However,
as Kano (2015) also stated, this system, which applies mainly to early career academics
across disciplines, has led to the destabilization of their positions. This insecurity in their
institutional and social standing has been a major concern for such academics in the midst

of their pursuit of writing and research for their future career.

The Writing and Research-Related Circumstances and Experiences of Japanese
University English Teachers

The scarcity of studies on Japanese university English teachers in higher education
in general is glaring. A limited body of research, notably the aforementioned work of
Nagatomo (2012), mainly illuminates the teaching and administrative roles of Japanese

university English teachers, which are important and challenging at the same time. In the
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context of the government’s announcement of the action plan titled “Action Plan to
Cultivate Japanese with English Abilities” in 2003 (MEXT, 2003), Nagatomo (2012) made
clear that the central missions of Japanese university English teachers are threefold:
language teaching, teacher education, and entrance examination development, and her
participants were in fact socialized for work in at least part of these areas. However, the
body of research does hint at the implicit expectations that they be researchers and at the
existence of research-engaged Japanese university English teachers. At the same time, it
confirms some constraining factors that have potentially been affecting their intellectual
endeavors, similar to those affecting their counterparts outside of Japan.

Japanese university English teachers are expected to fulfill the important mission of
serving as “model teachers” (Nagatomo 2012, p. 2). This mission should be challenging,
given the gap in governmental expectations and actual reality of the overall English
proficiency levels of nationally educated students. The government’s action plan (MEXT,
2003) focused mainly on the improvement of locally trained students’ English abilities
and the English education system at the secondary school level, but also includes several
proposals relevant to English education at the tertiary level. The relevant proposals stated
in relation to university students included their being able to “use English in their work”
(Hashimoto, 2009, p. 33) upon graduation, and their universities setting clear objectives to
help them achieve this outcome. However, in many cases it might be difficult to realize
this objective, considering the consistently underdeveloped quality of pre-university
English education. Yoshida (2003) stated that even after “oral communication subjects” (p.
291) were introduced for the first time in 1989, many high schools have spent
considerable portions of the subjects on teaching grammar out of the pressure to better
prepare students for entrance examinations. Despite several subsequent updates of the
Course of Studies with continued emphasis on communicative competence, culminating

in its 2008 version (MEXT, 2008, 2011) implemented in stages over several subsequent
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years, it has been confirmed that this situation has not fundamentally greatly changed
(Gorsuch, 2000; Stewart, 2009; Tahira, 2012). As a result of this pre-academic learning
background, many incoming students may have difficulty improving their English to the
level that any given English curriculum expects them to achieve. This may cause Japanese
university English teachers to tackle the hard task of finding a best fit between the
students’ abilities and the demands placed on them by the curriculum. In addition, if the
teachers themselves are required to take charge of the development and administration of
the program as well, their work would be immense.

Japanese university English teachers are also typically expected to be teacher
educators and entrance examination developers (Nagatomo, 2012). The aforementioned
2003 Action Plan also recommended the improvement of “the teaching abilities of
English teachers” (Hashimoto, 2009, p. 33; see also MEXT, 2003) and the “teaching
system” (Hashimoto, 2009, p. 33), which implicitly pressures Japanese university English
teachers to produce their effective successors (Hashimoto, 2009; see also MEXT, 2003).
According to Cook (2013), the English section of university entrance examinations had
long been the target of criticism due to their “seeming lack of validity and reliability” (p.
9), “their influence on how English is taught in Japan, especially to the detriment of
communicative language teaching” (p. 9), and the fact that “they are not constructed by
testing experts” (p. 9). Japanese university English teachers are expected to respond to
these calls to improve the quality of the sections they lead while catering to the constant
trends towards diversification and development.

As compared with their teaching and administrative work, Japanese university
English teachers’ role as researchers does not seem to be fully acknowledged. This
situation is similar to the circumstances facing the majority of the English teachers
outside of Japan portrayed in the literature discussed above. However, there is an implicit

pressure on Japanese university English teachers towards writing and research
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engagement. Reflective of the general trend of higher education as mentioned above, the
demand for a higher degree and research career is viewed as a prerequisite for Japanese
English teachers if they intend to develop their careers in higher education. McCrostie
(2010), based on his review of 133 job advertisements posted on the website of Japanese
Association of College English Teachers (JACET), one of the major professional language
teacher associations, over a period of three years, generalized that the majority of the
tenured positions advertised showed a preference or requirement for a Ph.D. degree and a
decent list of research publications. Likewise, in his ethnographic study in the English
language program at a private university, Poole (2010) also suggested that such
credentials are highly valued for the hiring and promotion of Japanese university English
teachers at post-reform universities, although they are simultaneously expected to be loyal
to their institutions, for example by devoting long hours to committee meetings.
Unfortunately, from the literature it is also apparent that there are a number of
negative circumstances that potentially hinder Japanese university English teachers’
engagement in writing and research. Firstly, as is the case in the situation overseas,
TESOL-related fields as academic disciplines have not gained much recognition in Japan.
In MEXT’s classification of academic disciplines used for a GIA application, for example,
there is no mention of TESOL-related fields as fields or disciplines, although there does
exist a reference to “foreign language education.” In addition, this “foreign language
education” (MEXT & Japan Society for the Promotion of Science [JSPS], 2015, p. 45),
which is apparently the closest field to TESOL, is listed as a sub-area of “linguistics” as
part of the “humanities,” which is separate from the social sciences. This rough
categorization does not reflect the complex interdisciplinary nature of TESOL in the
mainstream, as explained by Pennington (2015), nor does this governmental description
of disciplinary fields include other neighboring fields, such as SLA or applied linguistics.

In addition, while there exist local language teacher associations related to TESOL,
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namely the aforementioned JACET and JALT, containing about 2700 and 3000 members,
respectively (JACET, n.d.; JALT, n.d.), the members’ actual academic disciplinary
affiliations are not known and are potentially diverse. In other words, not all English
teachers may be affiliated with TESOL-related fields. Five out of the eight Japanese
English teachers who participated in Nagatomo’s (2012) study were found to have
specialized in English or American literature, although three of them also had an interest
in English education. In Nagatomo’s (2012) study, Miwa deemed herself a “literature nerd”
(p. 152) who obviously prefers to lecture about her field to teaching English. According to
Nagatomo’s (2012) observation of her English class, without background knowledge in
teaching Miwa adopted almost the same classic Japanese-medium English teaching
approach as her own professor relied on in her undergraduate years, in spite of her current
high level of English proficiency.

The literature also suggests that TESOL and related fields’ institutional representation
is still nascent in Japanese universities as well. There is an argument that the overall
recognition of these fields in Japan has been on the rise. For example, Poole (2010)
explained that the recent educational trend in Japanese higher education that focuses on the
practical aspects of English has heightened the position of academics specializing in
TESOL and applied linguistics relative to the traditionally powerful English linguistics and
literature disciplines. Poole (2010) further supported this point by observing that a young
Western-educated professor with a degree in the former discipline is more respected than a
relatively senior professor with a degree in the latter in the department covered by his study.
However, the overall institutional positionality of TESOL and related fields in reality is
unclear. According to the governments’ summary of departmental classification of
academic disciplines used in Japanese higher education, where there are departments or

2

majors related to “English education,” they are placed either within the faculty of

“literature” or “others” (MEXT, n.d.e) at the undergraduate level. On the other hand,
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“English education” at the graduate level is classified within the school of education. What
IS more, as is the case in other countries, it is highly likely that TESOL-related departments
are not acknowledged as majors at some institutions but rather fall in separate general
education courses in the lower division programs.

Most critically, similar to their counterparts in other countries, Japanese university
English teachers’ institutional conditions seem to work against their engagement in writing
and research. It is reported that university English teachers’ working and employment
conditions in Japan are generally insecure. Many of them fall in the category of part-time
faculty or full-time faculty on a limited-tenure contract (Nagatomo, 2012; see also MEXT,
2006). Poole (2010), based on his study, explained that the working conditions for
part-time language teaching faculty in particular are extremely harsh. They are underpaid
(with a pay scale between 300,000 and 400,000 yen per annual course), excluded from
opportunities for stable contract renewal or basic employee benefits, and denied their own
offices, despite their teaching hours being equal to or greater than the teaching hours of
full-time faculty (Poole, 2010). Japanese university English teachers’ actual experiences
with these harsh conditions are briefly described in Nagaomo’s (2012) work. According to
this study, relatively older participants, Taeko, Shizuko, Naomi, Keiko, and Kumiko, who
started their career in higher education without Ph.D.s, had experienced teaching part time
at different universities arguably partly because of the small salary, although the latter three
climbed the career ladder to higher positions later, partly through obtaining or working
towards a doctoral degree (Nagatomo, 2012). At the same time, from the outset of their
careers those with a doctoral degree were also reported as suffering from these conditions.
Miwa, who returned to Japan after finishing both master’s and doctoral studies abroad,
started out with a limited-tenure contract for three years before obtaining a tenured position
at another university (Nagatomo, 2012). Kana, in spite of a similar background to Miwa,

initially was not able to secure any position in Japan and had to work in Australia for a few

82



years before finally being hired at a prefectural university in Japan (Nagatomo, 2012).

Unsurprisingly, Japanese university English teachers working part time do not typically
receive any support for research (Poole, 2010). Even those with a full-time or tenured
position with relatively secure working conditions apparently have difficulty engaging in
research as well. In her case study of 11 mid-career international university English
teachers at the Japan-based American university mentioned above, Casanave (2010) cited a
written comment by a female Japanese full-time professor lamenting with the impact of her
workload on engagement in her writing and research. She was quoted as saying that she
was overwhelmed with a range of “non-academic duties” (Casanave, 2010, p. 51),
including “weekly homeroom guidance, entrance examination committees, frequent open
campus sessions, students’ study trips, repeated, meaningless revision of curriculums for
no practical purposes, and dozen other committee jobs” (Casanave, 2010, p. 51), along
with her family duties, teaching at other institutions, and class preparations. Similarly,
Nagaomo’s (2012) study treated the case of Kumiko, currently a tenured professor, who
reported in her interview that her efforts to earn a doctoral degree (at the same American
university as mentioned in Casanave’s 2010 study) were discouraged by her seniors, who
insisted that her mission was strictly educational.

It is not fully known, however, how Japanese university English teachers actually
engage in writing and research despite such conditions. It has been observed that
research-unfriendly environments can be demoralizing to some teachers. Poole (2010)
explained that many Japanese part-time teachers give up on getting promoted due to a lack
of time for research. Nevertheless, it has also been reported that other teachers may strive
to be engaged in research to the extent their constraints permit. Nagatomo (2012) reported
that Kumiko, mentioned above, decided to secretly continue her doctoral study despite her
colleagues’ objections. Similarly, according to Casanave (2010), under the rigid working

conditions the majority of the participants ended up concentrating on completing their
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dissertation without working on additional publications. Casanave (2010) also reported that
some of her participants took active steps towards publishing some work in parallel with
working on their dissertation project. The type of work they published ranged from first or
co-authored “EFL textbooks” (Casanave, 2010, p. 54) or “teaching practice pieces”
(Casanave, 2010, p. 54) to journal articles based on early dissertation work. Two of her
female participants reported having spent at least two years getting their articles published
in English-medium refereed journals in Japan and went through rigorous review processes
they had never learned in the doctoral program. From the limited sources, it is
understandable that there seem to be individual differences among Japanese university
English teachers in their degree of writing and research engagement. Nonetheless, there is
room for further investigation of the types of writing and research practices they engage in
and how these practices and their degree of engagement may change over the course of
their careers.

In summary, the review of limited literature indicates, albeit modestly, the following
overall picture of higher education and NNES university teachers’ research-related
circumstances at the global level. The recent rise in managerialism in global higher
education (Henkel, 2010; Schwandt, 2009; Smit & Nyamapfene, 2010; Gordon, 2010) has
contributed to both pushing and pulling effects on academics’ engagement in writing and
research (Gordon, 2010; Li & Flowerdew, 2007; 2009; Englander, 2009; Hanauer &
Englander, 2013; Uzuner, 2008; Li, 2002, 2005, 2006a, 2006b, 2006c, 2007; Curry &
Lillis, 2004; Lillis & Curry, 2010; Flowerdew & Li, 2009; Li & Flowerdew, 2009; Gordon,
2010; Fox, 1992; Gottlieb & Keith, 1997; Griffiths, 2004; Kogan, 1997; Brenan, 2007;
Musselin 2007; Finkelstein, 2007; Benjamin, 2000). This situation especially works
against university English teachers as members of academia, as they typically suffer from
an inconsistent research culture (Casanave & Vandrick 2003; Kubota & Sun, 2013; Donato,

Tucker, & Hendry, 2015; Borg, 2010; Reis-Jorge, 2007; Borg, 2013), low disciplinary
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status (Lorimer & Schulte, 2010; Pennington, 2015), and negative institutional conditions
(Penington, 2015; Allison & Carey, 2007; Borg, 2013; Donato, Tucker, & Hendry, 2015).
Alongside these overall negative research-related situations for English teachers, local
variations in the issues merit attention. In contrast to the general picture, NNES university
English teachers’ circumstances, known mainly from China-based studies, are
characterized by high expectations placed on teachers as researchers coupled with
extremely labor-intensive working conditions that keep teachers from engaging in research
(Bai, Millwater, & Hudson, 2012; Borg & Liu, 2013; Xu, 2014).

The review of the literature also illuminates the overall picture of Japanese higher
education and Japanese university teachers’ research-related situations as follows. Japanese
higher education today by and large reflects the global trend towards managerialism
coupled with a range of historical Japan-specific issues (Goodman, 2010; Arimoto, 2015;
Asonuma & Urata, 2015; Amano & Poole, 2005; Ogata, 2015; MEXT, n.d.b, n.d.c), and
there are conflicting forces both facilitating and constraining academics’ writing and
research engagement (Yonezawa, 2008; Nagatomo, 2012; K.Yamamoto, 2004; Shimada,
Okui, & Hayashi, 2009; Goodman, 2010; Arimoto, 2015; Kano, 2015; Hasegawa, 2015;
Aspinall, 2005; Asonuma & Urata, 2015; Nagatomo, 2012). With the growth of the value
of English education in higher education (MEXT, 2003; Hashimoto, 2009), Japanese
university English teachers’ mission of serving as model language teachers, teacher
educators, and examination developers have been valued (Nagatomo, 2012), yet their roles
as researchers seemed to be unacknowledged. Like other academics, university English
teachers are implicitly required to be research-engaged, given the heightened necessity of a
doctoral degree for them to advance their career (Nagatomo, 2012; McCrostie, 2010; Poole,
2010), yet a number of negative circumstances, including the low recognition of their
fields and institutional constraints, potentially hinder their intellectual effort (MEXT &

JSPS, 2015; Nagatomo, 2012; Poole, 2010; MEXT, n.d.e, 2006; Poole, 2010; Casanave,
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2010).

However, the limited sources shed little light on how individual Japanese English
teachers react to these conditions. Even more unknown are the actual practices they engage
in as well as how the types of their writing and research practices and the degree of their

engagement shift over the course of their careers.

Research Questions

Overall, the literature suggests that both career and research journeys of NNES
university teachers are generally invisible and precarious, which may hinder their
knowledge contribution. In an attempt to increase the understanding of NNES English
teachers’ realities related to their knowledge contribution, this study holistically explores
such interrelated career and research journeys, drawing on the subjective experiences of
Japanese university English teachers as told in their stories. The research questions of the
study contextualized within the reviewed literature, and derived from my experiences with
the participants, as will be described in the next chapter, are as follows:

1. What are the pre-professional backgrounds that shaped a group of Japanese

university English teachers’ pursuit of doctoral studies?
2. What are the characteristics of the Japanese university English teachers’ writing

and research experiences over the course of their academic careers?
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CHAPTER 4

METHODOLOGY

In this chapter, the methodology for the study will be explained. The chapter starts
with an explanation of the characteristics of qualitative research as well as the process and
experience that led me to choose narrative inquiry as the main method after preparing a
research proposal. Next, the chapter will explain narrative inquiry and its possible strengths.
This will be followed by the overview of the participants’ backgrounds, timeline for
recruitment and main data collection method for the study, recruitment procedures, and
researcher positionalities. The chapter then moves onto explaining the data sources and
data analysis strategies along with the themes that emerged from the data, which will be
presented in Chapter 11. It will end with a discussion on ethical considerations for the
study and potential limitations of the study as well as efforts to increase trustworthiness.
Throughout this chapter, as well as the entire volume of the thesis, pseudonyms are used
for participants’ names and pseudo-initials for institutions’ names to preserve their

anonymity.

Qualitative Research and Methodological Considerations
This study employed narrative inquiry as the main methodology to explore
Japanese university English instructors’ subjective experience with writing and research
throughout their academic career as well as their pre-professional backgrounds. As typical
of qualitative research, this specific methodological choice was determined in the process

of, rather than before, conducting the study.
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The main focus of qualitative research in general is “experience as it is ‘lived’ or
“felt” or ‘undergone’” (Sherman and Webb, 1988, quoted in Merriam, 1998, p. 6). In other
words, qualitative inquiry seeks to understand individuals’ experiences primarily from their
own perspectives, called an “emic” perspective (Merriam, 1998, p. 6). To this end,
qualitative inquiry relies on the “human instrument” (Merriam, 1998, p. 7), or the
researcher, as a data collection tool. Accordingly, it involves the researcher going to the
“field” whether it is “the people,” “setting,” “site,” or situation (Merriam, 1998, p. 7). Thus,
qualitative inquiry reflects the researcher’s own perspectives and biography as well. As one
category of qualitative research, narrative inquiry focuses on individuals’ lived experience,
uses their narratives as the main data source, analyzes the data based on their stories, and
then seeks to construct a narrative about the individuals’ stories (Creswell, 2013).

The eventual decision to adopt narrative inquiry as the main methodology was
made after the submission of the original research proposal that was based on an
ethnographically oriented approach in January 2012. Merriam (1998) noted that qualitative
research design should be “emergent and flexible, responsive to changing conditions of the
study in progress” (p. 8). Maxwell (2005) concurred that “the design of a qualitative study
should be able to change in response to the circumstances under which the study is being
conducted, rather than simply being a fixed determinant of research practice” (p. 7). He
also added that the components of qualitative research, including research goals,
conceptual framework, research questions, methodology, and validity considerations, are
an “integrated and interacting whole, with each component closely tied to several others
rather than being linked in a linear or cyclic sequence” (p. 8). In fact, Maxwell (2005)
further revealed a case where a doctoral student adjusted the components of her research
after the approval of the proposal, owing to loss of access to the target participants. As
these scholars recommended, | attempted to be flexible in the methodological design even

after | presented my original research proposal. In response to what actually emerged at the

88



early stages of research, | realigned my focus and approach. Thus, I selected the narrative
inquiry approach over ethnographically oriented inquiry for my research.

As explained in Chapter 1, | am a writing instructor at an American university and
am predominantly surrounded by non-Japanese HSS academics outside of TESOL. As
such, | had not been personally familiar with the research lives of Japanese university
English instructors, although I was struggling in my own research life. At the stage of
making my dissertation proposal in 2012, | had been inspired largely by the works of
Casanave (1998) and Lillis and Curry (2010) on the writing practices of NNES scholars in
the HSS in the contexts of their institutions in non-English speaking countries. Casanave
(1998) illuminated the writing-related dilemma experienced by four Japanese early career
Western-educated HSS scholars working at a prestigious Japanese university in striking a
balance between their knowledge contribution to Anglophone academic communities and
local ones. Similarly, Lillis and Curry (2010; see also Curry & Lillis, 2004; 2006), under
the influence of Casanave (1998), among others, elucidated a similar dilemma in 50 locally
trained NNES psychologists in different universities in Spain, Hungary, and Slovakia. At
the same time, I had learned about the dearth of writing related studies among Japanese
university English teachers. Imagining that Japanese university English teachers who are
researchers in TESOL related fields also face similar dilemmas, | was originally interested
in exploring their comparable experiences in their current institutional context. Thus, the
main focus was placed on understanding their engagement in writing and publication
practices situated in their current institutional settings as well as their language and literacy
histories that shape such practices. I intended to draw on a combination of interviews,
observations, and other artifacts to illustrate the practices based on the ethnographically
oriented approach (Hammersley & Atkinson, 2007; Lillis & Curry, 2010).

My participant selection criteria, which were unchanged despite the shift in

research focus and approach, included Japanese university English instructors at Japanese
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universities studying for or holding doctoral degrees, preferably in TESOL-related fields.
This decision was motivated by my understanding that formal disciplinary enculturation
and professional development start at the doctoral level (Casanave, 2002). Further, | was
interested in understanding potentially shared practices among English language
instructors in the same discipline. It was also important that the participants had
experiences in publication at certain points in their doctoral and professional career to
explore their investment and decision making in such efforts. Additionally, | hoped to see
variations in their backgrounds to examine potential differences as well as commonalities
in their experiences. Specifically, | considered including both locally and Western-educated
doctorates to examine the impact of differing types of doctoral training in similar
disciplinary contexts. It was also desirable to include participants from different types of
institutions—from both national, generally research-oriented universities and private,
generally educational universities (Huang, 2007; Newby et al., 2009) —to understand
potential institutional impacts on their practices.

In line with this focus, | conducted preliminary interviews with two experienced
Japanese university English professors between February and March 2012 before moving
onto the present study. One of them was my advisor, an American-trained female professor
at University A. The other was a Japanese-trained male professor at another private
university. This male professor was an old student of my father, a retired professor
emeritus of English education and phonetics in the graduate program at University N. |
negotiated this professor’s participation in the preliminary interviews through my father’s
brief introduction and my e-mail, as well as by offering support for his own research. The
interviews provided me with opportunities to establish background knowledge on possible
language, literacy, and professional experiences that shape their practices related to writing
for publication, as well as refine my interview skills, adjust questions, and gain feedback. It

was found that, regardless of their differing backgrounds and disciplinary contexts, both
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found it hard to be as productive as they wished largely owing to institutional constraints.
Further, they noted that they rarely ran into fellow Japanese professors specializing in their
fields, unless they attend international conferences. These outcomes indicated the
possibility that Japanese English instructors feel challenged in advancing their research
career and building or maintaining research networks in local settings. After the interviews,
my advisor told me that the career stage of the participants may have considerable effects
on their experiences. She also cautioned that | should protect my future participants’
privacy carefully, as the interviews with her at times digressed into the personal sphere.
Further, through interacting with the male professor, | was made aware of the fact that
there may be a case where prospective instructors may not know what qualitative research
would be like, given the scarcity of existing research in this direction in Japan. To my
surprise, the professor initially assumed that any interview should be in the form of a short
“think aloud” interview, as in cognitive studies, and that the brevity of interviews would
benefit researchers. Thus, I realized that basic explanations of the purpose and descriptive
nature of qualitative research should be clearly provided to future participants.

It was the actual communication with my participants at the beginning of the
present study that mainly contributed to the slight shift in my research focus and
methodology, albeit with the consistent thematic concern. As will be explained below, the
six Japanese university English instructors who graciously agreed to participate in the
research were all mid-career doctorates in their early 40s who had taken different pathways
to their profession. Early conversations with them reminded me of the significance of
acknowledging their career stage, as my advisor pointed out. Although their publicized
curricular vitae (CVs) suggested that they were active in research and much more
advanced in their career than | was, almost all of them humbly referred to themselves as
novice or junior researchers. Indeed, from the challenge of making appointments with them,

| realized how busy they were with teaching and administrative work. | recognized that
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ethnographic exploration mainly focusing on ongoing research activities in their current
situations would be practically difficult. Further, a deeper review of recent research,
including the body of work discussed in the previous chapter, suggested that many NNES
university English instructors in their home countries go through a more precarious career
and research journey compared with NNES scholars in other disciplines. Thus, to make my
research more relevant to the participants and in line with what the updated review of
literature indicated, | went ahead with the following adjustments to my research. First, |
decided to look more broadly at their writing and research practices rather than simply
noting their practices in writing for publication. Second, I opted to explore their experience
of engaging in such practices throughout their academic career, rather than those in the
contexts of their current institutions. Thus, | chose to examine their past language, literacy,
and teaching-related backgrounds, mainly as a way of interpreting their pursuit of doctoral
studies, instead of merely as a means of understanding current practices. | also started
considering how such pursuits related to their career considerations in retrospect. Further,
newly inspired by McAlpine and Akerlind (2010; see also McAlpine, 2010, 2012a, 2012b;
McAlpine & Amundsen, 2009; McAlpine & Turner, 2011), | decided to frame the types
and degrees of their writing and research practices as being influenced by other facets of

academic work, as was discussed in Chapter 2.

Narrative Inquiry
As mentioned in Chapter 2, the present study embraces multiple realities
constructed by participants themselves through interaction with others (Guba & Lincoln,
1994), in line with the constructivist paradigm. One major way in which individuals
construct meanings in their personal and social experiences is through narrative, which is
the premise of narrative inquiry adopted in the present study.

Bruner (1986, 1996) contended that individuals’ modes of knowing are not limited
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to logico-scientific (or paradigmatic) knowing, or the scientific pursuit of truth through
formal logic and experiments in science, but that rather are largely shaped by a narrative
mode of knowing, or the broad pursuit of “the meaning of experience” (1986, p.11)
through establishing a meaningful link between particular events in the form of stories.
Polkinghorne (1988), in agreement with Bruner’s (1986) contention on narrative as
particularly important for “understanding human activity” (p. 18), explained as follows:

Narrative is a scheme by means of which human beings give meaning to their

experience of temporality and personal actions. Narrative meaning functions to

give form to the understanding of a purpose to life and to join everyday actions and
events into episodic units. It provides a framework for understanding the past event
so life and for planning future actions. It is the primary scheme by means of which

human existence is rendered meaningful (p. 11).

In the words of Connelly and Clandinin (1990), the pioneers of narrative inquiry in
the field of education, “humans are storytelling organisms, who individually and socially,
lead storied lives” (p. 2).

Individuals’ use of narratives as a meaning making tool is important especially
when they seek to demystify the complex situation in which they find themselves. Bruner
(1996) stated that ““stories worth telling and worth construing are typically born in trouble”
(p. 142). Likewise, Riessman (2008) illustrated a similar point based on her own narrative
studies among women faced with chronic illness, divorce, and infertility: “When
biographical disruptions occur that rupture expectations for continuity, individuals make
sense of events through storytelling” (p. 10).

Connelly and Clandinin (1990), as narrative researchers, explained that in narrative
inquiry, narrative is viewed not only as “the phenomena of human experience” under study
(p. 2) but also as a research methodology itself. They explained the role of narrative

researchers in the following way: “People by nature lead storied lives and tell stories of
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those lives, whereas narrative researchers describe such lives, collect and tell stories of
them, and write narratives of experience” (Connelly & Clandinin, 1990, p. 2). In other
words, narrative inquiry involves two types of narratives woven together: individuals’
narratives as data and the researcher’s narratives constructed through analyzing the data.

The strengths of narrative inquiry lie in its descriptive power. Bell (2012), based on
her own experience of conducting narrative inquiry into L2 literacy, highlighted the
following as advantages of this method compared with other research methods:

Narrative allows researchers to understand experience. People’s lives matter, but

much research looks at outcomes and disregards the impact of the experience itself

... Narrative lets researchers get at information that people do not consciously

know themselves. Analysis of people’s stories allows deeply hidden assumptions to

surface. (p. 209) Narrative illuminates the temporal notion of experience,
recognizing that one’s understanding of people and events changes .... Other
research methods would have captured understandings at certain points, not at the

important intervening stages. (p.210)

Many of the key works reviewed in the previous chapters adopt narrative inquiry,
similarly valuing the strengths of narratives as a means of understanding individuals’
experiences—particularly complex, extended, and fluid ones—the meaning of which the
individuals themselves need conscious effort to configure. Stressing the complicated nature
of individuals’ career experiences, Chen (1998), a constructivist career researcher,
acknowledged the role that narrative plays in an individual’s quest for “meaningful
explanations in understanding what has happened in his or her career path” (Young et al.,
1996, as cited in Chen, 1998, p. 454). Likewise, McAlpine and her colleagues (e.g.,
McAlpine & Akerlind, 2010; McAlpine, 2010; McAlpine, 2012a; McAlpine, 2012b;
McAlpine & Amundsen, 2009; McAlpine & Turner, 2011) drew on narratives in exploring

the career experiences of individuals in the academe. McAlpine and Turner (2011), based
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on their investigations into early academics’ career trajectories, contended that individuals’
academic career, which they referred to as their “course or progress through life (or a
distinct portion of life)” (p. 536), can be “constructed as narrative that connects events in a
meaningful way whether looking forward or back” (p. 536). Similarly, Casanave’s body of
work (1998, 2010, 2012) extensively utilized narrative inquiry to explore scholars’ and
teachers’ engagement in writing and research practices in their career contexts. According
to Casanave (1998), individuals’ lives related to writing and research that involve the
intricate intersection of their “education, life, and experience” (p. 178) is understandable
only “by means of the stories that people tell of themselves and [those] that researchers
then tell of the people they are investigating” (p. 178).

In view of the potential benefits of narrative inquiry as advocated by the
abovementioned constructivist researchers, and considering my renewed focus on
enhanced understanding of the writing and research experiences of Japanese university
English instructors over the course of their careers and their pre-professionals backgrounds,
| deemed it prudent to use narrative inquiry in the study. In adopting the approach, the
present study sought to shed light on the complexity of such experiences and the otherwise

under-recognized challenges facing them.

Participant Backgrounds
Detailed descriptions and stories of the participants will be provided in the form of
profiles in chapters 5 through 10 in the order that is presented in Table 1 on the next page.
The table gives an overview of their profiles. They were a generational cohort in their early
40s at the time of the interviews in 2013, and they were all tenured mid-career university
instructors. Two of them, Wataru and Shizuka, worked in a national university, whereas
Koji, Takeshi, Minami, and Sumire worked in private universities. Except for Minami and

Sumire who spent considerable pre-university years in the U.S., all of the participants
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attended universities in Japan as undergraduates. Following various educational and

professional trajectories thereafter, they all pursued a Ph.D. degree in Japan or the U.S.

Their main writing and research stories revolved around their endeavor in their respective

academic career contexts, beginning with their doctoral years up to the date of the

interview.

Table 1.

Participant Backgrounds

Name Wataru Shizuka Koji Takeshi Minami Sumire
Hashiguchi  Takeuchi Nozaki Suzuki Yamamoto Wada

Gender/Age M/early 40s  F/early 40s  Mlearly 40s  M/early 40s  F/early 40s Flearly 40s

Current Associate Associate Associate Associate Assistant Assistant

Position, Professor, Professor, Professor, Professor, Professor, Professor,

Institution National National Private Private Private Private
University University University M University J  University B University C
H H

Number of 4 years Less than 2 years 3 years 2 years 4 years

Years at the 1 year

Institution

Number of 13 years 13 years 13 years 8 years 10 years 8 years

Years

Teaching at

Japanese

universities

Doctoral Japan Japan Japan The U.S. The U.S. The U.S.

Education

Master's Japan Canada The U.S. The U.S. Japan Japan

Education and Japan

Undergraduate Japan Japan Japan Japan Japan Japan

Education

Pre-University Japan Japan Japan Japan The U.S.and The U.S. and

Education Japan Japan
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Timeline of Participant Recruitment and Data Collection
Table 2 below gives an overview of the chronology of the main research process:
participant recruitment and data collection. Participant recruitment and the main interviews
took place in parallel. Participant recruitment was carried out between February and
August 2013, whereas most of the major interviews were conducted between July and

September 2013.

Table 2.

Timeline of Participant Recruitment and Data Collection

Date/Name Kaoji Minami Shizuka Wataru Takeshi Sumire
Nozaki Yamamoto Takeuchi Hashiguchi Suzuki Wada
02/07/2013 E-mailed
an invitation
02/10/2013 Received
areply

02/12/2013 E-mailed

an invitation

02/13/2013 Received

areply
02/18/2013 E-mailed
an invitation
02/20/2013 Received
areply
03/05/2013 Negotiated
participation
03/08/2013 Negotiated

participation

03/11/2013 Negotiated

participation

05/13/2013 Interview#1
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Table 2. (Continued)

Date/Name Koyji Minami Shizuka Wataru Takeshi Sumire
Nozaki Yamamoto Takeuchi Hashiguchi Suzuki Wada
06/10/2013 Asked for Asked for
possible other  possible other
participants participants
07/04/2013 E-mailed E-mailed
an invitation  an invitation
07/05/2013 Received
areply
07/06/2013 Received
areply
07/10/2013 Interview#1
07/24/2013 Interview#2
07/26/2013 Negotiated
participation
07/30/2013 Negotiated
participation
08/03/2013 E-mailed
an invitation
08/06/2013 Interviews#1
and#2
08/10/2013 Received
areply
08/12/2013 Negotiated
participation
08/14/2013 Interview#1
08/15/2013 Interview#1
08/17/2013 Interview#3 Interview#?2
08/19/2013 Interview#1
08/22/2013 Interview#?2
08/23/2013 Interview#2 Interview#?2
08/27/2013 Interview#3
08/28/2013 Interview#3
09/04/2013 Interview#3
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Table 2. (Continued)

Date/Name Koji Minami Shizuka Wataru Takeshi Sumire
Nozaki Yamamoto Takeuchi Hashiguchi Suzuki Wada
12/19/2014 Member Check Member Check
Interview Interview
01/05/2015 Member Check
Interview
01/06/2015 Member Check
Interview
02/13/2015 Member Check
Interview

02/18/2015 Member Check

Interview

Participant Recruitment

Participant recruitment based on the abovementioned selection criteria was
conducted primarily through my personal networks and snowball sampling (Merriam,
1998). My initial recruitment attempt through my professional network around the end of
2012 to early 2013 was not successful. I originally attempted to source potential candidates
through the recommendations of one of my Japanese colleagues in another department.
She was a British-educated anthropologist and applied linguist who had cooperated with
me in my early study, and had a wide network of Japanese instructors teaching English at
various Japanese universities. Following a discussion with her on my present study and
selection criteria, in December 2012, she introduced me by e-mail to several well-known
instructors who were active in research and held a Ph.D. in the fields of applied linguistics
and TESOL. However, as expected, given the personal nature of the study and the level of
commitment needed for interviews that | explained to them in advance by e-mail, they
declined to participate in the study. The fact that they did not personally know me except

through this collegial referral was arguably another major reason for their negative
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response.

Therefore, | came up with alternative recruiting procedures that would involve
more personal networks and snowball sampling (Merriam, 1998) through the participants’
own professional networks. As a result, | was able to gain the cooperation of six Japanese
university English instructors—Kaoji, Minami, Shizuka, Wataru, Takeshi, and Sumire. In
general, | contacted each participant initially by e-mail either directly or through referrals.
In my initial e-mail, | introduced myself, explained the present study in brief, and asked if
they were interested in meeting with me for further details. Upon their agreement to meet, |
made an appointment for a preliminary meeting, in which | negotiated their participation.
In the meeting, | explained the informed consent form (see Appendix A) and ethical
considerations and then invited any questions regarding the study. | then obtained the
participants’ signature on the form.

Koji and Minami were recruited via a network through my father in the spring of
2013. As in the case of my preliminary interviews, | considered choosing potential
participants from his previous students at the graduate school of national University N.
Koji and Minami, whom my father taught about 20 years before when they were master’s
students, were the only two who fit my study’s selection criteria. Koji had earned a
doctorate from the same university and Minami, from an American university. They were
working at different private universities at the time of the interviews. Minami had attended
University A as an undergraduate and was previously working for the university with my
advisor. | was familiar with these instructors’ names, as my father often mentioned their
well-balanced personalities and professional successes. Further, my family and both of
theirs have exchanged New Year’s greeting cards every year since they worked with my
father. My family’s cards, for which I often drew cartoon portraits of my family members,
informed the instructors of our updates, including mine. Their cards likewise updated us on

their personal and professional lives. Therefore, the instructors and | had shared our
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background experiences before meeting in person. Prior to contacting them, | asked my
father to inform them that I, his daughter, would e-mail them. The preliminary meeting
with each was held at their offices. When | explained the details of the study, each of them
showed interest, saying that they had never learned there was such an area of inquiry. At
each meeting, our conversations often naturally shifted to personal, family-related topics.
For example, it was pleasantly surprising that Minami remembered from my family’s
greeting cards that I had originally been a book editor. Both of them also told me that our
encounter 20 years after they had worked with my father was “a magical tie” (=#) that
must exist between us.

Shizuka was recruited through my alumni networks at University A, also in the
spring of 2013. Several years prior to the study, | had met Shizuka, in 2009, through my
advisor’s introduction when | sought to learn about the program before starting my
doctoral study. Shizuka’s kindness and deep engagement in research were vivid in my
memory, which made me consider inviting her as a potential participant. Although I had
not contacted her for a few years, Shizuka generously responded to my e-mail and agreed
to a preliminary meeting with me. She was about to move from a private university in
Kanto to a national university in Kansai. The meeting with her was held at a café in Tokyo,
the same place where we first met. After | detailed the study, Shizuka not only agreed to
participate but also helped me by inviting one of her colleagues.

Wataru was recruited through the introduction of Shizuka in the summer of 2013.
I confirmed on the university’s website that he was also a graduate of the doctoral program
of University A. Shizuka kindly obtained his permission to let me contact him. As we lived
far apart, Wataru offered an opportunity for me to explain the study for him on the phone.
He further offered to make the call for me, saying that his university would cover the
phone bill. After he listened to my detailed explanation in accordance with the consent

form that I had sent him previously, Wataru agreed to participate in the study.
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Sumire and Takeshi were recruited through Minami’s previous professional
network at University A, also in the summer of 2013. As the four participants except
Minami were Japan-trained doctorates, | hoped to include additional Western-educated
doctorates, if possible, through her introduction. Three months after the preliminary
meeting, Minami agreed to meet with me briefly at a café near her university to discuss
this matter. At the meeting, Minami listed several potential candidates, and kindly
introduced me and my study to them by e-mail after the meeting. Out of the five candidates,
Sumire and Takeshi, both American-trained doctorates, allowed me to contact them. | then
e-mailed the two instructors, following the procedure | used for the other participants. |
met with Takeshi at his office. My research topic seemed to be new to him, but as a
qualitative researcher himself, he related to my research experience and kindly accepted
my invitation. | met with Sumire at another café in Tokyo. Sumire was not only an
ex-colleague of Minami but also an old friend of hers from their undergraduate days at
University A. As we were of the same age and related to University A, Sumire told me that
she felt “very close to me” (+ =< #l Lasb & £). Intrigued by my study, she expressed
her eagerness to join the study. Both Sumire and Takeshi mentioned that there was some
“magical tie” () that connected us through Minami’s past tie with my family.

Despite their accomplishments, the instructors were generally humble regarding
their research career, as mentioned above. For example, Minami stated, “I am still an
emergent researcher. Are you okay with me?” (L& 72058 L LT b T &, Ktk TT
7»2) Similarly, Takeshi asked me, “Am | really qualified to participate?” (7 AT AT
47+2) | assured them that they matched my criteria, and | would appreciate their
participation. Our conversations on this topic and subsequent communication helped me
adjust the study design to narrative inquiry from ethnographic research.

At first, | considered offering compensation for participating in the study, but |

eventually decided not to, as the first two instructors | contacted, Koji and Minami,
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declined the offer at their respective meetings. Their basic rationale was that the idea of
compensation was counterintuitive to them as they had not received any compensation
when conducting their own studies in their doctoral career and thereafter. Instead, | offered
all the participants small souvenirs or bought them a tea or coffee after interviews as an

informal token of appreciation.

Researcher’s Positionalities

Although I made clear to them that their participation was voluntary and that they
had the freedom to withdraw at any time, all of them were committed to working with me
throughout the research. | speculate that my multiple positionalities were likely to have
mediated my access and rapport with them, apart from their general kindness and
generosity.

First, my positionalities in power dynamics with the participants should be
addressed. My position in relation to the primary informants who introduced me to the
participants must have influenced their decision to participate. It is generally advised that
“[w]henever possible, it is important to establish access to participants through their peers
rather than through people ‘above’ or ‘below’ them in their hierarchy” (Seidman, 2006, p.
46). However, I ended up relying on my father’s and alumni network, which includes my
advisor, in gaining access to them. While there was no ongoing power relationship between
my father and Koji and Minami, the latter, being my father’s former students, may have
felt obligated to work with me to a certain extent. Takeshi and Sumire may have also
shared a similar feeling to a certain degree, although they were contacted through their
“peer” Minami. Shizuka, too, may also have felt the need to join partly because | was a
student of the advisor with whom she used to work, and this fact may have subtly
influenced Wataru. Simultaneously, my position as a doctoral researcher, which is lower

than theirs in the academic hierarchy, may have contributed to their motivation to “help”
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me. | felt that they naturally put themselves in my shoes, as | was undertaking a similar
academic journey they had gone through.

Second, my positionalities in relation to their personal histories and experiences
should be acknowledged. My positionalities from this perspective fell in the state of
“betweenness” (Nast, 1994, quoted in Tarrant, 2014, p. 497), in that | was never fully an
“outsider” or “insider” to the participants. I could be interpreted as an “insider” to them
because we shared Japanese as our L1, belonged to the same generation, and had
experienced undergraduate education in Japan. In addition, I had nearly the same length of
career in higher education specializing in an English-related field when I interviewed them.
Citing Grenier (2007), Tarrant (2014) explained that age is a factor that affects research
relationships, and discussed a case where the researcher was much younger than the
participants. She suggested that in the context of this age gap between them, the researcher
would be seen by the older participants as inexperienced and their resultant relationship
would become an informal one. In the case of the present study, as Sumire mentioned, our
being from the same generation created a friendly relationship between us. In fact, they
often stated such phrases as “In our time...” (f.7- 6o~ <) and “I guess you know it, but
universities at that time,” (ZFE L2 L BWET T EHD Z A0 R¥-> T 72 5), thereby
positioning me as part of their group. Our similar career length may also have worked
positively to build their trust in me. Our informal conversations before or after the
interviews at times drifted to discussion on routine educational issues. Simultaneously, |
could also be viewed as an “outsider.” I had never taught in Japanese universities at the
time of the interviews and was a non-expert in the participants’ subfields. | also differed
from the participants in the timing of starting a doctoral study. | was about to be in my 40s
when starting my doctoral study, whereas the participants did so in their late 20s or early
30s. The majority of the participants were hesitant to describe themselves as completely

career- or research-oriented at that time, although they ended up following academic career
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paths. This may have potentially contributed to their ambivalence toward the research topic
itself. Although it is beyond the scope of the present study to explore the mechanism
involved, it is conceivable that my multiple positionalities shaped our relationships, were

variously negotiated in the research, and inevitably filtered the research outcomes.

Data Sources
In accordance with the tradition of narrative inquiry, in-depth multiple interviews
with the participants were the main set of data sources, but | also drew from a range of
textual sources and visits to increase my understanding of their storied experiences and

perspectives.

Interviews

I conducted two types of interviews: in-depth and member check interviews. |
chose Japanese, our shared L1, as the medium of all the interviews as it appeared to be the
most natural and effective language for maintaining rapport and smooth communication. In
addition, although the interviews were semi-structured in design (Maxwell, 2005)—based
on a general interview guide (see Appendix C), including a set of open-ended questions
relevant to the research themes—they left ample room for spontaneous developments. All
the interviews were audio-recorded. | also took down reflective notes immediately after the

interviews.

In-depth interviews.

As Polkinghorne (2005) stated, a “one shot” (p. 142) interview with a participant does
not allow the researcher to achieve a good understanding of the participant’s experience.
Therefore, the main set of interviews was based on an adaptation of Seidman’s (1991,

2006) framework of qualitative multiple in-depth interviewing, which Polkinghorne (2005)
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recommended and is widely used. Seidman’s (1991, 2006) framework involves three
thematic units: The first interview probes the participants’ “focused life story” (p. 17),
which aims at placing the participants’ experience in context; the second interview aims to
encourage the participants to reconstruct the “details of the experience” (p. 18) in the area
under study; the third interview asks the participants to reflect on the experience, building
upon the first and second interviews. The third interview may also be future oriented,
exploring the participant’s future goals (Seidman, 2006). Alternatively, the third interview
may be reserved for the researcher to ask “follow-up questions to fill in and to clarify
accounts” (Seidman, 1991, cited in Polkinghorne, 2005, p. 143).

In accordance with the basic elements of Seidman’s framework, the actual in-depth
interviews were designed and conducted as follows. In the first interview, the primary
purpose was to understand their “focused life story” (Seidman 1991, 2006) to date, mainly
around their language, literacy, and educational and professional experiences. The first
purpose of this interview was to contextualize their writing and research practices as well
as their experiences over the course of their academic career. The second purpose was to
explore the first research question concerning their pre-professional backgrounds that led
to their doctoral studies. This could be interpreted as a version of the language and literacy
history interview involving “autobiographical accounts of language and academic literacy
learning” (Lillis, 2010, p. 43), but it also incorporated a discussion of the participants’
pathway to their profession.

The second interview session was mainly organized around a discussion on the
participants’ specific writing and research experiences over the course of their careers in
higher education. The purpose was to explore the writing and research practices they
engaged in with respect to their evolving professional circumstances. The interview was an
adaptation of Lea and Stierer’s (2009) version of text-based interviews conducted with

university faculty. It mainly involved a discussion on the participants’ experiences
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associated with the production of a couple of key written products that they selected.
However, whereas Lea and Stierer’s (2009) version focused primarily on text-based
experiences and the ongoing practices situated in current institutional settings, my
interview sought to situate the participants’ engagement in writing and research practices in
their academic career trajectories amid changing institutional conditions since starting their
doctoral years. In this session, | did not restrict our discussion to their experience around
their key written products. For example, when she discussed the articles she chose as her
representative works, Minami also mentioned a range of experiences around her
unpublished dissertation to contextualize the works.

The third interview combined a follow-up and future-oriented reflective session
based on the first two interviews. | asked additional questions based on the previous
sessions for clarification. | also asked them to discuss how they presently viewed

themselves as researchers and what research-related aspirations they held.

Member check interviews.

In addition to the main interviews, member check interviews were conducted with
all of the participants. The primary purpose of this type of interview was to obtain
feedback from the participants regarding my translation and interpretation of their stories.
About one week before the interview, | e-mailed them the researcher-generated restoried
accounts of their experiences and portions of the translated interview texts in English for
their review (see the section “Data Analysis”). In the interview, | asked if the written
stories rang true to them and if there were any changes, deletions, or additions they wanted

to make.

Collected Texts

The interview data were supplemented by questionnaire responses, the participants’
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self-selected key publications and, other documentary sources.

Biographical questionnaire responses.

Prior to the first interview, | asked all of the participants to respond to a biographical
questionnaire that gathered information on their date of birth, linguistic and educational
background, focus of study at the undergraduate, master’s, and doctoral levels, and current
professional and academic situations and activities (see Appendix B). The questionnaires
were used as a basis for the first interview, helping contextualize and verify what was
actually shared in the interview, as well as cross-check the information provided in their

publicized CVs.

Written products.

Prior to the second interview, | asked the participants to select and share with me their
key written products, or outputs they deemed important. As the present study was not
focused on the text in itself, I did not conduct detailed textual analyses. As explained above,
| rather used the texts mainly to elicit their reflections on and gain an in-depth

understanding of their writing and research practices and experiences.

Other documents.
In addition to the abovementioned texts, other documents were collected and studied
for triangulation purposes, including official CVs containing their profile, publication

records, institutional profile, and our e-mail conversations.

Visits
In conducting interviews or on separate occasions, Visits were made to the

participants’ local environments, such as their workplace, campus or their favorite places.
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A number of the participants provided me with guided tours of their institutions. In certain

cases, we had the opportunity to have lunch. I did not conduct detailed observations but the

visits helped me have a better understanding of the current institutional contexts in which

they engaged in writing and research practices. Table 3 below is a summary of the data

sources for the present study.

Table 3.

Summary of the Data Sources

Name Interviews Texts Collected Visits

Wataru Interview#1 (115mins ) Biographical Questionnaire Response  His department ,

Hashiguchi Interview#2 (110 mins) Written Products His office,

Member Check Interview (60mins)  One RA in a national journal Lunch at the campus
(in Japanese) , one RA inan restaurant
international journal (in English)
Other Documents

CV, institutional documents, e-mails

Shizuka Interview#1 (95mins) Biographical Questionnaire Response  Her office,

Takeuchi  Interview#2 (50 mins) Written Products Her home,

Member Check Interview (60mins)  One essay in a professional journal (in  Lunch at the campus
Japanese ), two book chapters (in restaurant, Lunch
Japanese and English), one RAin a at the near restaurant
national journal (in Japanese),
one RA in an in-house journal (in
English)
Other Documents
CV, institutional documents, e-mails
Koji Interview#1 (100 mins) Biographical Questionnaire Response His office
Nozaki Interview#2 (80 mins) Written Products

Interview#3 (100 mins)

Member Check Interview (60 mins)

One RA in an in-house journal (in
English), The dissertation (in English),
one book chapter (in Japanese)

Other Documents

CV, institutional documents, e-mails
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Table 3. (Continued)

Takeshi Interview#1 (150 mins) Biographical Questionnaire Response His office,
Suzuki Interview#2 (135mins) Written Products A café close to his
Interview#3 (60mins) The dissertation (in English), three home
Member Check Interview (60 mins)  RAs in national and international
journals (in English)
Other Documents
CV, institutional documents, e-mails
Minami Interview#1 (120 mins) Biographical Questionnaire Response Her office,
Yamamoto Interview#2 (60 mins) Written Products A café close to her
Interview#3 (105mins) One book chapter (in English), one university
Member Check Interview (60 mins)  RA in an international journal (in
English), one draft of a RA submitted
for an international journal (in  English)
Other Documents
CV, institutional documents, e-mails
Sumire Interview#1 (135mins) Biographical Questionnaire Response Her office,
Wada Interview#2 (105 mins) Written Products A café close to her

Interview#3 (75 mins)

Member Check Interview (60 mins)

The dissertation (in English), one RA in home,

an international journal (in English), one Her department

report in an in-house
journal (in Japanese), one book
chapter (in English)

Other Documents

CV, institutional documents, e-mails

As the participants and | were equally busy with our professional duties almost

throughout the academic year, flexibility was essential in scheduling the interviews.

According to Seidman (1991, 2006), the ideal length of each interview is approximately 90

minutes, spaced over at least several weeks. However, in this study, the length, number,

and spacing of the interviews were primarily adjusted to the participants’ schedules,

although I adhered to the basic sequence of the Seidman-inspired framework. The

participants were generally available only during their term breaks. In addition, as my
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teaching schedule was regularly tight (see Chapter 1), my own availability was limited.
Thus, the interviews varied in length and occurred at relatively small or irregular intervals.
Sudden meetings or administrative duties on both sides had led to the rescheduling of
sessions. In addition, as it took me more than a year to finish the data analyses, the timing

of the member check interviews was delayed (see Table 2).

Data Analysis
In line with the characteristics of qualitative research in general (e.g., Merriam,
1998; Maxwell, 2005), data analysis for the present study was cyclical, non-linear, and
time consuming. However, it generally involved the following interrelated procedures:
transcription and translation, restorying (Clandinin & Connelly, 2000; Ollerenshaw &

Creswell 2002), member checking, and cross-narrative comparison.

Transcription and Translation

All the in-depth interviews were recorded using a digital voice recorder, transcribed
verbatim, including pauses, false starts, fillers, and the like, in Japanese, by myself. With
the time constraints and tight interview schedules, however, | was not able to transcribe
fully each interview immediately afterwards as often advised. Thus, in preparation for the
second (and third) session of the interview with each participant, I listened to the recording
of the preceding interview, while | took notes on my initial impressions and questions on it.
This approach was combined with a review of my notes taken after the interview and the
interview guide. After all the in-depth interviews were completed, | re-listened to all of the
recordings and transcribed them verbatim while | prepared additional notes in English on
my impressions. | then further developed insights into the overall experiences that the
participants constructed with me. This initial cursory analysis, albeit extremely time

consuming, helped me gain a good grasp of their stories and prepared me to conduct the
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later main analysis (see the section “Restorying”). The member check interviews were
documented in the same way, except that | was unable to record Minami’s owing to
technical problems. Thus, I relied on my notes taken afterwards when reviewing Minami’s
comments. Further, | relied on professional transcribers in transcribing most of the member
check interviews owing to lack of time.

My approach to translation was adapted from a synthesis of approaches and
suggestions by Gentil (2005), Halai (2007), and Pavlenko (2007). In the English-dominant
research world, there are no systematic guidelines on the English translation of data from
the interviews conducted in a non-English L1. Different researchers have taken different
approaches. For example, in Xu’s narrative study (2014, see Chapter 3), the interviews
were conducted in Chinese, the L1 of the researcher and the participants, and then fully
translated into English for later analysis. In a similar study by French-speaking researcher
Gentil (2005), the originally French interview data were only selectively translated when
being quoted in the report. Halai (2007), based on Rossman and Rallis (1998), cautioned
on the extra workload involved in translating the entire interview data as well as the
difficulty of demonstrating the accuracy of such translation; she thus argued for selective
translation. In view of the likelihood that “some meaning (would be) lost in translation”
(Halai, 2007, p. 351), she emphasized the importance of aiming to “convey the essential
meaning” (Halai, 2007, p. 351) of the original texts, rather than produce “exact
equivalence” (Halai, 2007, p. 351), based on her own interview study in Urdu with
Urdu-speaking teachers. Further, she proposed basic criteria for assessing the quality of
interview translations: whether it was “(a) making sense, (b) conveying the spirit and
manner of the original, and (c) having a natural and easy form of expression” (Halai, 2007,
p. 351). Pavlenko (2007) suggested that “all narratives should be analyzed in the language
in which they were told and not in translation” (p. 173), based on the observation that

“[including] textual analysis of translated data as part of the analysis of discursive events”
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is “a procedure [that] is open to serious objection” (Fairclough, 1995, as cited in pp. 173 -
174).

Although I had initially considered following the full translation approach of Xu
(2014), 1 eventually followed Gentil (2005) for the procedure, with reference to the
recommendations of Halai (2007) and Pavlenko (2007). This decision was made primarily
in light of the study’s purpose of a holistic understanding of the participants’ experiences
rather than linguistic or textual analyses. However, as with the case of the other phases of
the research, the issue with time constraints, too, was an equally compelling factor for the
decision. After transcribing the in-depth interviews in Japanese, | proceeded to analyzing
the Japanese interview transcriptions without translating them. | then moved on to
translating portions of the interview texts | found potentially important and relevant for
further analysis. When translating the selected portions of the Japanese texts, | made a
“clean-up version” (Nagatomo, 2012, p. 74) of the texts, eliminating false starts and fillers.
Then, | sought feedback on the English translations and the corresponding Japanese
transcripts from the participants, as well as on the restoried accounts, in the member check
interviews.

I have some professional experience in translating journalistic and academic texts
both from English to Japanese and Japanese to English in the publishing industry.
Moreover, all the participants were highly advanced bilinguals who were able to review the
quality of the translations. However, there were many compromises involved in the final
production of the translations. Thus, in accordance with Gentil’s (2005) approach and
Pavlenko’s (2007) advice, | presented the quoted words both in English translation and in

Japanese orthography, for the benefit of the reader who understands both languages.

Restorying

In analyzing the data, | drew on Clandinin and Connelly’s (2000) narrative inquiry
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in its essence and adapted Ollerenshaw and Creswell’s (2002) application of Clandinin and
Connelly’s (2000) restorying process in such a way that it could be fitted with the focus of
the present research. As explained above, narrative inquiry, particularly Clandinin and
Connelly’s (2000) approach, seeks to achieve a holistic understanding of the stories of the
participants’ experiences obtained from data sources, which she called field texts. This
approach to narrative inquiry, according to Ollerenshow and Creswell (2002), reflects a
type of the holistic-content perspective of narrative analysis (Lieblich et al., 1998).
Lieblich et al. (1998) explained that the holistic-content mode of analysis, commonly used
in case studies, generally aims to shed light on the content of the individual’s story as a
whole and interpret “sections of the text” not in isolation but “in the context of other parts
of the narrative” (p. 12). What is unique about Clandinin and Connelly’s (2002) version of
holistic-content analysis is that it involves the process of retelling based on her concept of
three-dimensional narrative inquiry space.

Inspired by Dewey’s (1938) theory of experience, Clandinin and Connelly (2000)
conceptualized three-dimensional narrative inquiry space as a lens through which narrative
inquirers should make sense of individuals’ subjective experiences. According to Clandinin
and Connelly (2000), Dewey (1938) posited that, human experiences, being both personal
and social, are continuously developing from the past and fed into the future, while also
being under the influence of their changing environment and certain situations. In short, he
suggested that continuity and interaction as operated in situations are key interrelated
aspects of human experience. Clandinin and Connelly (2000) argued that individuals’
storied experiences occur at the intersection of these three dimensions. Based on Dewey’s
(1938) notion of “continuity,” Clandinin and Connelly (2000) proposed that individuals’
experiential stories should not only be viewed as a reflection of their current lives at the
moment but as a manifestation of their past life histories and imagined future. They

explained that individuals’ storied experience should be understood as reflective of their

114



evolving interaction with their “internal conditions” (Clandinin & Connelly, 2000, p. 50),
including their “feelings, hopes aesthetic reactions, and moral dispositions” and with their
“existential conditions” or their “environment” consisting of other people, in accordance
with Dewey’s (1938) notion of interaction. As for Dewey’s notion of situations, they
further insisted that it is equally important to acknowledge the “specific places or
sequences of places” (p. 50) where their storied experience occurred.

Narrative inquiry expects the researcher to pay attention to situating the field texts
into the three-dimensional space from the initial stage of analysis (Clandinin & Connelly,
2000). Thus, they encouraged the researcher to read and organize repeatedly the data
sources while seeking to understand where the participants and the researcher “are placed
at any particular moment—temporally, spatially, and in terms of the personal and the social”
(Clandinin & Connelly, 2000, p. 95). Clandinin and Connelly (2000) further explained that
this process is important “to construct a chronicled or summarized account of what is
contained” (p. 131) in the sources.

Ollerenshaw and Creswell (2002) proposed the three-dimensional approach to
restorying building on the abovementioned holistic-content analytical scheme; they defined
restorying as “the process of gathering stories, analyzing them for key elements of the
story (e.g., time, place, plot, and scene), and then rewriting the story to place it within a
chronological sequence” (p. 332). Restoried accounts, according to Ollerenshaw and
Creswell (2002), should include “rich details about the setting or context of the participants’
experiences” (p. 332). In the process of restorying data, the researcher should focus on
analyzing each of the three dimensions as revealed by the data in depth. In analyzing the
dimension of continuity, which is “central to narrative research” (Ollerenshaw & Creswell,
2002, p. 339), the researcher should look at “remembered experiences, feelings, and stories
from earlier times” (p. 340), “current experiences, feelings, and stories relating to actions

of event,” and “implied and possible experiences and plot lines” (p. 340). The dimension of
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interactions should be seen on both the “personal and social” levels, which means that not
only the “intentions, purposes, and points of view” (Ollerenshaw & Creswell, 2002, p. 339)
of the storyteller herself but also those of other people that the individual interacts with
should be analyzed. When analyzing the dimension of situations, the focus should be on
understanding “context, time, and place situated in a physical landscape or setting with
topological and spatial boundaries with characters’ intentions, purposes, and different
points of view” (Ollerenshaw & Creswell, 2002, p. 340). These multiple foci allow the
researcher to capture the subject experience of the participant in a holistic, descriptive
manner.

In the present study, the three-dimensional narrative inquiry space of Clandinin and
Connelly (2000) was adapted, incorporating the concept of the three strands of academic
work experience based on the notion of identity-trajectory (McAlpine & Alkerlind, 2010)
(see Chapter 2) to analyze Japanese English university instructors’ reflections on writing
and research experiences throughout their academic career. | focused mainly on exploring
their past and continuous writing and research endeavors embedded in their lives. | also
took notes of their feelings, intentions, desires, and decisions in relation to shifting external
conditions. When analyzing the continuity dimension, I firstly analyzed their early
language, literacy, teaching-related background and circumstances, which shaped their
later academic career and practices in writing and research. I then focused on analyzing
their intellectual strand of experience (McAlpine’& Alkerlind, 2010), or their engagement
in the practices in the contexts of their academic career paths. | also attended to how their
“old and new interrelationships” with others—their networking strand of experience
(McAlpine & Alkerlind, 2010) in the dimension of interaction (Clandinin & Connelly,
2000)—and their shifting places —their institutional strand of experience (McAlpine &
Alkerlind, 2010) —where their educational and work experiences were enacted in the

dimension of space (Connelly & Clandinin, 2000).
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As the first step, the transcriptions and translations, along with the other data, were
organized into six data packets under the names of the participants. | began by reading
each data packet carefully so that I could understand the big picture of each participant’s
subjective experience. | took notes on tentative themes and patterns. Based on this initial
analysis, | moved on to creating individuals’ profiles by applying the restorying technique
introduced by Ollerenshaw and Creswell (2002) using the abovementioned focus.

Developing a form of template is important in organizing and reducing data and
creating tentative individual profiles, as well as in the comparative analysis of the profiles
that serve as the basis of discussion on the research questions. Gentil (2002), in his
dissertation that was developed into his 2005 work, created a template containing headings
that addressed key aspects of the participants’ experience and documented relevant
characteristics of his participants’ accounts there.

Thus, | created a template in the form of a table, consisting of a list of headings
relevant to the research focus outlined above and reflective of the inquiry space. The
headings include the following:

Pre-professoinal background to the pursuit of doctoral studies
* Pre-university to university experiences
* Master’s studies and early teaching experiences
Writing and research experiences over the course of their academic careers
+ Writing and research experiences in the early academic career phase
+ Academic environment
« Institutional environment
* Networks
+ Writing and research practices and their perceived values
+ Writing and research experiences in the current academic career phase

« Institutional environment
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* Networks
+ Writing and research practices and their perceived values
+ On being a researcher

| then created tentative individual profiles for the six participants in the following
process. | started out with analyzing the dimension of continuity in each of the participants’
accounts to understand their overall career progression and trajectories with respect to
practices in writing and research they adopted along the way. | then grouped the data into
two major sections corresponding to the research questions: “pre-professional background
to the pursuit of doctoral studies” and “writing and research experiences over the course of
the academic career.”

I went on to classify the data concerning the former section into two segments with
the headings “pre-university to university experiences” and “master’s studies and early
teaching experiences.” After entering relevant quotes, notes, and summaries under each
heading in the table, | sought to explore the participants’ early language and literacy
histories, educational backgrounds, and early teaching experiences before starting their
doctoral studies and academic profession. | then considered how these elements are
connected with one another and related with past desires and intentions in relation to their
career and pursuit of doctoral studies and academic career.

| similarly divided the data concerning “writing and research experiences over the
course of the academic career” into two segments, namely, “the early academic career
phase” and “the current academic career phase.” | assigned the subheadings “writing and

b 1Y

research practices and their perceived values,” “academic environment,” “institutional
environment,” and “networks” to each segment. The heading “on being a researcher”
recorded their comments on being a researcher and their research-related aspirations.

When examining this part of the data in light of the continuity dimension, the main

focus was on capturing the overall characteristics of their writing and research experiences
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in their evolving career contexts as expressed in their stories. In other words, | analyzed the
intellectual strand (McAlpine & Alkerlind, 2010) of the participants’ experience of
academic work built on their prior life experiences. | entered their accounts on their
participation in certain writing and research practices that they chose to discuss as well as
the values attached to these practices. | also sought to compare their accounts against their
written products and CVs. | took note of their expressed feelings and intentions in relation
to their experience with these practices.

My analysis of the interaction and space dimensions of their accounts was mainly
directed at understanding how their career contexts evolved and influenced the type and
degree of engagement in their writing and research practices, along with the corresponding
values assigned to these at each career stage. To record their accounts concerning the
space-related institutional strand (McAlpine & Alkerlind, 2010) of their experience, |
created the headings “academic environment” and “institutional environment” and
included both in the section “early academic career phase”, and only “institutional
environment” in the section “current academic career phase”. | also added the heading
“networks” for their accounts related to the aspects of interaction in their experience. |
specifically entered their data on the networking strand (McAlpine & Alkerlind, 2010) of
their experience, which revolved around their connection with their disciplinary,

professional, and institutional networks forged throughout their academic career.

Member Checking

As explained above, member checking, where the researcher invites the participants
to assess the findings, is an important process to improve the credibility of qualitative
research. It is viewed as important particularly in narrative inquiry. Clandinin and Connelly
(2000) emphasized the significance of the collaboration between the researcher and

participants in the restorying. However, they also stated that the degree to which the
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participants are involved in this process depends on the situation (Clandinin & Connelly,
2000). I conducted member check interviews to share with them my drafts of their
tentative profiles and the selected translations so that they could understand how | made
sense of their stories and then check if my interpretation was correct and convincing to
them. | also asked them if | represented them in an ethically sound manner. After I received
their feedback, | further re-analyzed their experiences, revised the tentative profiles, and
constructed six restored narratives that are presented in Chapters 5 to 10. | then moved on

to cross-narrative analysis.

Cross-Narrative Analysis

I conducted the cross-narrative analysis to establish the connection between the
individual narratives and themes related to the research questions. The rationale for this
approach was articulated by several qualitative researchers, including Gentil (2002, 2005).
Stake (1995), a case study researcher, argued that researchers should capitalize not only on
“direct interpretation of the individual instance” (p. 74) but also on “aggregation of
instances until something that can be said about them as a class” (p. 74) to reach new
meanings on instances. Beal (2013), a narrative inquiry researcher, also argued that
presenting a group of individual accounts, despite its descriptive potential, is not sufficient,
and stressed the importance of illuminating a “more general understanding of the topic
under study” (p. 697) . In this study, although I retained the focus on the uniqueness of the
participants’ subjective experiences at each stage of their lives, | explored shared themes
that emerged from their accounts. | firstly read and reread the entire summary profiles to
gain tentative observations and then analyzed the similarities and differences in their
experiences. | noted the tentative themes and then analyzed these in light of the
background assumptions and existing literature, including those cited in the previous

chapters. These final versions of the themes, as shown in Table 4 below will be discussed
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in Chapter 11.

Table 4.

List of Themes

Pre-Professional
Backgrounds to the
Pursuit of Doctoral
Studies

Pre-University to Undergraduate Experiences

Being Late Bilinguals: Conscientious Engagement in English Language and Literacy

Learning

Being Early Bilinguals: Conscientious Engagement in Bilingual and Bicultural

Development

Emerging Disciplinary Interests

English Teaching as a Potential Future Career Option

Decision to Pursue Master’s Studies
External Influences
Desires to Fulfill Their Learning Needs

Professional Considerations

Master’s Studies and Early Teaching Experiences

Being Trained in America: Engagement in English Language, Literacy, and Disciplinary

Learning along with Semi-Professional Teaching

Being Trained in Japan: Engagement in Disciplinary Learning and Research along with

Preliminary Professional Teaching

Additional Investment in Japan after Finishing a Master’s Program

Emerging Pre-Doctoral Networks

Increasingly Focused Disciplinary Interests

Decision to Pursue Doctoral Studies
External Influences
Career-Oriented Motivation
Scholarly-Oriented Motivation

Personally-Focused Motivation
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Table 4. (Continued)

Writing and
Research
Experiences over
the Course of the

Academic Career

Writing and Research Experiences in The Early Academic Career Phase

Being Trained in Japan: Engagement in Bilingual Writing and Research Practices while

Committing to Teaching and Other Works

Academic Environments

Institutional Self-directed Apprenticeship

Environments

Networks Insecure Job Conditions and Increasingly Wide-Ranging
Professional Duties

Invisible Research Culture and Distant Disciplinary Affiliation

Writing and Research Networks based in Japan: Graduate School Peers or
Practices and Their Professional and General Academic Communities

Perceived Values

Being Trained in Engagement in an English-medium Dissertation as a
America: Shift from Necessary Hurdle

Focused Engagement in  Engagement in Various Bilingual Works for Career
English-medium Advancement and Recognition

Writing and Research

Practices to Increased

Emphasis on Teaching

Academic Environments

Institutional Varying Degrees and Patterns of Mentor-led Apprenticeship

Environments

Networks Insecure Job Conditions and Teaching-Focused Duties

Visible Research Culture and Close Disciplinary Affiliation

Writing and Research Networks Based in America: Advisors and Graduate School
Practices and Their Peers
Perceived Values Networks Based in Japan: Long-standing Academic

Networks, Current Institutional Colleagues, and Others
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Table 4. (Continued)

Writing and
Research
Experiences over
the Course of the
Academic Career
(Continued)

Writing and Research Experiences in The Early Academic Career Phase

Being Trained in Japan: Engagement in Bilingual Writing and Research Practices while

Committing to Teaching and Other Works

Academic Environments

Institutional Self-directed Apprenticeship

Environments

Networks Insecure Job Conditions and Increasingly Wide-Ranging
Professional Duties

Invisible Research Culture and Distant Disciplinary Affiliation

Writing and Research Networks based in Japan: Graduate School Peers or
Practices and Their Professional and General Academic Communities

Perceived Values

Being Trained in Engagement in an English-medium Dissertation as a
America: Shift from Necessary Hurdle

Focused Engagement in  Engagement in Various Bilingual Works for Career
English-medium Advancement and Recognition

Writing and Research

Practices to Increased

Emphasis on Teaching

Academic Environments

Institutional Varying Degrees and Patterns of Mentor-led Apprenticeship

Environments

Networks Insecure Job Conditions and Teaching-Focused Duties

Visible Research Culture and Close Disciplinary Affiliation

Writing and Research Networks Based in America: Advisors and Graduate School
Practices and Their Peers
Perceived Values Networks Based in Japan: Long-standing Academic

Networks, Current Institutional Colleagues, and Others
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Table 4. (Continued)

Writing and Writing and Research Experiences in The Current Academic Career Phase

Research Being Tenured in a National University: Slowly Advancing from Previous Writing

Experiences over and Research Practices while Committing to More Focused Professional Duties

the Course of the Institutional Secure Job Conditions and Focused Professional Duties
Academic Career Environments Visible Research Culture and Close Disciplinary Affiliation
(Continued) Networks Networks Based in Japan: Institutional Colleagues

Networks Emerging Overseas: International Scholars

Writing and Research Building on and Adapting Previous Practices for
Practices and Their Acknowledgement and Self-Achievement

Perceived Values

Being Tenured in Private Universities: Slowly Advancing from their Previous Writing

and Research Practices while Committing to Increased Professional Duties

Institutional Secure Job Conditions and Expanding Professional Duties

Environments Implicit Research Culture and Distant Disciplinary
Affiliation

Networks Networks Based in Japan: Current Institutional Colleagues,

Previous Institutional Colleagues, and Long-standing
Academic Networks
Networks Based in America: Advisors and Graduate

School Peers

Writing and Research Building on and Adapting Previous Practices for
Practices and Their Professional Development and Intellectual Fulfillment

Perceived Values

On Being Researchers ~ Ambivalence of Being and Becoming a Researcher
Personal Constraints
Institutional Constraints
Network Constraints

Willingness to Continue Research

Ethical Considerations
Although the research objectives are positive ones, | am aware of the need to

adhere to human subject rules that ensure the privacy, welfare, and confidentiality of
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individuals and institutions (Maxwell, 2005). The participants were asked to provide their
informed consent on the basis of the following points (Maxwell, 2005):

1. Purpose of the research and manner of data presentation.

2. Principle of voluntary participation.

3. Protection of the anonymity of individuals and sites when reporting the

research.

4. Benefits of participation.

5. Expected duration of the research.

In accordance with ethical standards, data collected were kept confidential, and
pseudonyms were used in written reports to protect the anonymity of the participants and
their institutions.

Caring about the privacy concerns of the participants was critical even while
conducting interviews with them. In the interviews, the participants overtly or covertly
requested me to remove details of their stories from the data for their sensitive nature. They
indicated such intentions by saying such words as “This is just between you and me” (= =
P oFETT L), “lI can’t say it openly, but...” (K& 2F Lo S 220 ATTFRAED), “Oh, 1
didn’t mean to say this” (& -. &Et72z L E-b%-72), and “This is off the record” (= 2134~
L= ckEy LET). Thus, although | transcribed and studied the interviews verbatim at first,
I eliminated not only identifying details but also sensitive information based on their stated
or implied request and on my own ethical judgment when | constructed restoried profiles.

Moreover, as explained above, the anonymity, ethical adherence, and truthfulness of
the reports were evaluated by the participants through the member check interviews.
Although all of the participants generally agreed to what was represented in general, there
were those who made minor corrections on certain details of their stories. Thus, |
incorporated their feedback. | further reduced the use of quotes in light of their comments.

With ethical integrity being the priority of the study, specific portrayals and descriptions
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were inevitably compromised.

Trustworthiness and Limitations

As simply applying the traditional positivist concepts of validity standards is not
sufficient to ensure the quality of qualitative research, qualitative researchers should strive
to achieve the trustworthiness of the study in a number of ways (Creswell, 2013; Merriam,
1998). Among a range of recommended strategies, | adopted triangulation (Creswell, 2013;
Merriam, 1998), reflexivity (Guillemin & Gilliam, 2004), member checking (Creswell,
2013; Merriam, 1998), and rich description (Creswell, 2013; Merriam, 1998) to make the
study as trustworthy as possible.

Triangulation is an approach whereby the researcher uses multiple sources of data
and methods to support the findings and improve credibility (Creswell, 2013; Merriam,
1998). Connelly and Clandinin (1990) also encouraged narrative researchers to include
sources other than narratives, such as participant-generated and institutional documents
(see also Clandinin & Connelly, 2000). As described above, interview data were
triangulated with information from the participants’ written texts and institutional
documents, among others. The interview data were obtained from multiple interviews
instead of one-shot interviews to gain an in-depth understanding of the experiences of the
participants as well as confirm the consistency and connection between the storied
experiences.

Reflexivity is the researcher’s “critical reflection of how the researcher constructs
knowledge from the research process” (Gullemin & Gilliam, 2004, p. 275), which is
another way to ensure credibility. According to Atkinson (2005), as opposed to the
positivist “strong science” (p. 51) that assumed “absolute scientific objectivity” (p. 51),
qualitative research, including narrative inquiry, as “weak science” (p. 51), should

acknowledge its “situatedness and partiality” (p. 51), as “individual researchers are always
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already somewhere in particular when doing their research” (p. 51). Given that it is
impossible to free the qualitative research from the researcher’s own perspectives, the
researcher should clarify any potential influences that shaped her construction of
knowledge in the process of research, such as her background assumptions, experiences,
and worldviews. Thus, | have provided the researcher’s background when introducing the
personal rationale of the study in Chapter 1 and the researcher’s assumptions in Chapter 2.
Moreover, in this chapter, I identified the other contextual details that inevitably affected
the process and outcomes of the study.

Member checking is an approach to invite participants to confirm and validate the
research findings (Creswell, 2013; Merriam, 1998). | solicited the participants’ cooperation
in assessing my preliminary versions of partial English translations of their interviews in
Japanese and their profiles, which I constructed in English based on their interviews.

Rich, thick description is the researcher’s effort to provide details of the
participants or settings to ensure transferability of the study (Creswell, 2013; Merriam,
1998). In other words, such description can give the reader the chance to see if the findings
can be transferrable to other contexts, if not generalizable. The present study sought to
achieve rich description of the participants’ experiences as well as the research process to
the extent possible.

However, despite the above efforts to improve trustworthiness, there were factors
that affected the efforts to a certain degree, which may have contributed to the limitations
of the study. As explained above, | relied on snowball sampling (Merriam, 1998), resulting
in the recruitment of participants with similar backgrounds, who were virtually limited to
those afflilated with University A and University N. If | had been able to adopt maximum
variation sampling (Creswell, 2013) among a more diverse population of Japanese
university English teachers, the results would have captured heightened variations in

experiences and perspectives. In addition, as also explained above, my multiple
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positionalities in the power dynamics with the participants and with their personal histories
and experiences, while beneficial in building rapport with the participants, inevitably
influenced the research process and outcomes. Furthermore, there were considerable
individual differences in the degree to which the participants related themselves to the
research topic. For example, as will be shown in the later chapters, Wataru, who took pride
in an extensive publication list and his overall career-building efforts, seemed to have
naturally taken research endeavors as integral to his life and kept telling many related
episodes, even when not being asked questions by the researcher. In contrast, Koji, whose
interest was consistently centered on education rather than research and who had difficulty
in consistent engagement in writing and research owing to a range of institutional duties he
took on even at his early career stage, was reluctant to imagine himself as a researcher and
did not remember much about his writing experiences. This aspect made it challenging to
achieve equal depth of description and analyses of their storied experiences. Moreover, |
did not conduct focus group interviews (Creswell, 2013) among the participants, or
supplementary interviews with their advisors, colleagues, or peers because of feasibility
issues. These additional strategies would have strengthened not only the description but
also the triangulation of the data. Rich description was further compromised in an effort to
protect the anonymity of the participants. Finally, issues of time constraints, particularly on
my part, contributed to the prolonged research process after collecting data. Due to my
long work hours, it was difficult for me to conduct data processing and analysis in a
concentrated, timely manner.

Despite these limitations, | hope the following findings provide a better
understanding of the interrelated career and research journeys of Japanese university

English teachers, which have been rarely explored.
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CHAPTER 5

PARTICIPANT PROFILE 1: WATARU HASHIGUCHI

In this and the following five chapters, the six participants’ profiles are presented in
order to describe their subjective experiences in writing and research over the course of
their careers, as well as their pre-professional backgrounds. The profiles were constructed
by means of a three-dimensional approach to restorying, which Ollerenshow and Creswell
(2002) proposed based on Clandinin and Connelly’s (2002) notion of the three-dimensional
narrative inquiry space. In organizing and reducing the data, | used the template shown in
Chapter 4 (p. 32), emulating Gentil (2002, 2005). The profiles of Wataru and Shizuka, who
work for a national university, are presented in the following two chapters, respectively,
followed by those of Koji, Takeshi, Minami, and Sumire, who work at various private
universities, as set out in the subsequent four chapters. While three of the participants,
Wataru, Shizuka, and Kaoji, received their doctoral education in Japan, the remaining three,
Takeshi, Minami, and Sumire, did so in America. Whereas Minami and Sumire were
returnees, the others were non-returnees.

Wataru Hashiguchi is presently an associate professor at a national university. He
was consistently a conscientious English learner, not only in his school days, but also in his
university years, despite the laid-back atmosphere surrounding him, partly because he was
offered an intensive English program with English proficient peers. However, toward the
end of his undergraduate program, in the midst of the economic recession, he was unsure
what the future might hold, and plunged into a Japanese graduate school without much

consideration. His interest in research emerged through his work at the time as a
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contractual full-time high school English teacher. In addition, the imminent need to obtain
a job in academe upon the end of the contract led him to pursue his doctoral study
following a one-year preparation period as a special student.

During his doctoral years, Wataru directed far more energy into writing and
publishing as many RAs as possible across languages, mainly for a local audience, aiming
to expand his CV for future use, rather than focusing on the dissertation itself. At the same
time, he advanced his career as a teacher from a part-time instructor at different
universities to a full-time instructor at a private university, where he took on a range of
institutional duties in addition to teaching. In the current institutional context, Wataru’s
main mission remains teaching and administrating the coordinated English language
program for first year students of all disciplines. Wataru feels that the amount of time
available for research has increased in comparison to his previous institution, but his
primary role as an educator makes the relative amount of teaching enormous. Within such
constraints, Wataru strives to keep writing and conducting research targeting a range of
audiences across institutional and national boundaries, building on his doctoral training

years.

Pre-Professional Background to the Pursuit of Doctoral Studies

Pre-University to University Experiences

Born and raised in the suburban Kanto area, Japan, Wataru Hashiguchi was an
active boy who enjoyed practicing kendo. As he was primarily absorbed in sports rather
than academics, Wataru did not like reading or writing very much. Wataru was not
particularly interested in learning English either at first. As he recalled, many of his peers
attended cram school as elementary school students to learn English as a subject in

preparation for excelling in junior high school; Wataru himself was among the few not
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inclined to join them. In junior high, Wataru continued to lead a kendo-centered life to the
extent that he planned to seek admission based on sports. Therefore, other than kendo,
Wataru did not feel the need to devote his energy to anything else. However, from the
second year forward, Wataru remembers that he began to feel a vague sense of societal
pressure to learn English. Wataru explained that he consistently heard the buzzword
“internationalization” (/L) frequently at the time, which mildly pressured him to study
English.

Due to this pressure, at the end of the second year Wataru accepted an invitation to
join another cram school that one of his friends attended, which was led by a junior college
professor. Through the detailed tutorials and extensive exercises she provided, Wataru was
able to build confidence in his knowledge of basic English grammar, which was the
school’s major subject focus.

With his well-balanced performance in academics and extra-curricular activities,
Wataru chose to attend a high school with a special emphasis on English education based
on recommendations. The number of the English classes offered appeared to be greater
than those offered at regular high schools. With a predominantly female student population,
Wataru felt that the entire school atmosphere was quite relaxed, with no explicit impetus
for competition and hard work. However, he remained motivated to work hard throughout,
especially in English.

This was in part because Wataru had an opportunity to participate in a one-month
study abroad program in Australia with dozens of other volunteer first year students.
Wataru still vividly recalls the day of their arrival. Wataru had trouble explaining the
presence of vitamin pills that he happened to have in his jacket pockets. The inspector
questioned him regarding the pills, and Wataru responded using the improper words, “I
have a drug.” Naturally, Wataru was detained for further inspection, and thus it took him

longer to get past the gate. Overall, Wataru enjoyed the opportunity to put the English he
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had learned to practical use during this homestay-based program, yet it was this first issue
in which he had difficulty in explaining himself that further motivated him to learn
English.

Throughout his junior high school years, Wataru’s academic interests were strictly
focused on English and he never considered other majors when he applied to the
university: “English was pretty much the only choice that I had” (% 5 #3E Lo >7-0TH
5#%). Based on his interest in English, coupled with his dream of an urban life, Wataru
proceeded to attend a private university in Tokyo.

According to Wataru, the university, like the many other Japanese universities at the
time, was filled with a laid back atmosphere in which the students’ main focus was club
activities and get-togethers. Wataru also followed this trend, and became deeply involved
in the activities of the tennis club which he co-founded with his friends. Nevertheless, his
interest in English remained consistent.

While modest, the university’s intensive English program offered Wataru a more
extensive exposure to authentic English taught by English-speaking instructors than he had
previously had. Wataru found it particularly stimulating to work for the first time with
returnees who spoke English quite fluently. Wataru still remembers how overwhelmed he
felt at first by such students while attending English classes taught by an English-speaking
instructor:

Of course, | was able to do reasonable well on the ‘English for the entrance exam,’
but when | was in high school, | had little opportunity to interact with [English
speaking] foreigners, except during the short homestay in the first year and weekly
conversations with Assistant Language Teachers (ALTs). Therefore, the gap that |
felt [in that environment as compared to that in high school] was huge. You know,
when practicing discussions, | could not say a word. While working with these

students rattling on in English to me, | always stammered and was wondering, like,
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“Uhh, how do I say [such and such] in English?

Zox o, BRI TEET I EE, THETRATESTIZARICRVWDII T L, Tl

IMT 5 e DIXER—FEDRED—r A I2T 2O TEALUANME O NI D > T o7z b —HAMIIC

SOANAERIZND ALT  EFFT<HBNTTNGRR, ERbiTolte 3T InFy v 72 EE L

I, T4 Ay a rOMEE LIPS T, MLFAXRVWDITTT L, 2EZ 5, FLETH

NTELRT, R EL—RzWe, RATHEETE IAED I, BV,

What encouraged Wataru was learning that he was better in statistics than the
students in another class, which helped him to overcome the sense of inadequacy relative
to them in the English classes. As he discovered that they did not know formulas generally
taught in Japanese high schools, Wataru came to accept that English fluency was not
always equated with academic excellence. This motivated him to work harder at his own
pace, and thus Wataru’s development of English was evident in his continual effort. He was
able to have discussions using supporting ideas and write short term papers.

Another significant literacy experience that Wataru underwent at this stage was his
encounter with the discipline of applied linguistics as his concentration; His selection of
this concentration was unplanned, as the choice was limited to a few disciplines. However,
the Western-educated applied linguist who happened to be his advisor was knowledgeable
in the field’s comprehensive list of basic introductory texts. This provided Wataru with a
general knowledge of the discipline while he worked on a graduate thesis, even though he
wrote the thesis in Japanese. On the other hand, he was not clear about his career directions.
Although he obtained a teacher certificate as everyone else in his major did, Wataru was
not particularly interested in becoming a teacher.

Despite his interest in English, Wataru’s choice to attend the master’s program in
the Kansai area did not come as a decision. Observing his English proficient peers’ job
hunting struggles in the midst of an unprecedented recession, Wataru almost lost hope in

his professional future:
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Friends of mine were reasonably good at English. Yet when | asked where they got
hired, they answered that they ended up going to such companies as Yoshinoya (a fast
food chain) and consumer finance companies that we saw in TV commercials. When

| learned that even such excellent guys were barely hired for those kinds of jobs, I

completely gave up on everything. | even envisioned myself getting hired as

contractual staff for the restaurant | was working for part time. There was no hope at
all.

FETFFBEIHARTEDATT L, 2222, TEDOFLLEREZRBELIZO> TRV, &

BRENPFTEORALEPSTNITLETaAY—v XL LTHEIREZEPHNTTEH, TARE

HIRFTEOIND LA, BT, o985, HERD, LE-T, RANE O ERITE

FTT, THRNA FZLTWELART U ENEIND L ZAIL, BEIENTRLIDONRDH LT

BoT, biIRb o, ErbmBII o TH ki,

Thus, Wataru decided to focus only on completing the rest of the course work so that
he could graduate anyway, and tentatively opted to go to a graduate school upon his
instructor’s recommendation. Considering his knowledge base in applied linguistics,
Wataru applied to a newly established master’s program in language education for

language teaching professionals.

Master’s Studies and Early Teaching Experiences

Wataru’s major experiences during his master’s studies revolved around his first
professional training as a full-time contractual English teacher at a high school. As a
non-teaching student at the beginning, Wataru wondered what he would focus on during
the day while taking classes in the evening with employed teachers. He was inspired by the
kind advice of one of his professors to apply for the above-mentioned position in order to
accumulate hands-on teaching experience. Following this advice, Wataru successfully

passed the examination and obtained the position. His duties involved not only teaching
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but also engaging in a range of non-teaching works including overseeing students’ club
activities. During those two years, Wataru not only established his foundation as a teacher,
but also discovered the basic thematic interests that later became one of his central research
focuses.While he developed his professional skills, Wataru had the opportunity to gain
insights into some aspects of students’ learning needs. Wataru’s academic interests in the
area further grew in tandem with his professional experiences. On the other hand, his
investment in teaching did not leave Wataru sufficient time to study this theme:

After teaching [full time] during the day and taking various courses, all while

resisting drowsiness, | would often think that | was interested in this and that, and
wanted to read books on [these subjects], but there was no such time.
H O BMBX THIFE->TE T, BROHFWASWAREZITTT, ZANIIHINIHI ZEbHKEHLL,

IVIERBFATNT E D, ZARKHRNATYT &1,

Even after Wataru completed a master’s thesis on the related theme for the first time in
English, based on the data he collected at the high school for which he worked, Wataru still
felt a further need to investigate the theme.

Wataru pursued his doctoral studies in Japan with a clear goal of becoming qualified
as a language professional at the tertiary level and due to financial considerations. His
determination came after careful contemplation of the continually grave job prospects in
the field of English education in general. As he simultaneously completed the master’s
program and his contract with the high school ended, Wataru remained indecisive about his
professional future. The high school teaching job market appeared highly competitive,
even for master’s professional applicants like Wataru. He then considered studying abroad
to prepare for an academic position at a university. However, Wataru’s observation of his
seniors at the graduate school returning from abroad forced him to reconsider this option.
At the time, Wataru critically questioned the cost-effectiveness of the doctoral studies

abroad. He learned from those over 30 who had attended school overseas that there were
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only a couple of part-time positions available to them after they returned to Japan with a
doctoral degree following at least six years of intensive study. Wataru was also aware that
he would need extra preparation time if he were to seek a doctoral degree abroad. As a
mature student nearing the age 30, he made a final calculated decision to invest the savings
he earned from teaching thus far into studying at University A’s graduate school, the
academic reputation of which was known among teachers in Japan.

To properly prepare for the doctoral studies, Wataru chose to start by enrolling in the
graduate school as a “special student,” a unique status that allows him take whatever
master’s courses offered on campus in pursuit of his area of interest. Wataru’s decision to
devote his energy to studying for his academic career was resolute:

| thought, if I screwed up here, you know, there would probably be no other chance for

me to get any job, so | really restricted my potential [to an academic career]. At this

time | realized this is the only thing that | should focus on.

IITORNEDLD IERA FALIZ, RE, MCRET A5 2 TVIDORHS7DT, ML

HDZ ), FAIREMEZ Ew—o L HXH T, TN LRV o TR ZZRMRUTT 4,

Wataru’s year as a special student at University A was a crucial preparation period for
his following doctoral studies. As there was no set quota in the number of the courses, he
decided to attend a range of disciplinary courses in the master’s program, as he believed
they would help prepare for him for his career at the university. As many of the courses
were taught in English, Wataru found himself greatly improving his English skills while
building his knowledge base in his field of interest. Wataru explained a range of
self-learning endeavors:

When | attended a psychology course taught by an English-speaking professor, | was

trained quite hard [in the language], as | had to say everything in English as there

were (Japanese) returnees and international students in the class. To learn what

conversational expressions to use for questions or statements [to properly prepare for
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the class discussion], I would deliberately watch videos on campus life. | also
secretly dictated the expressions that my classmates used in their remarks and later
practiced them orally. Plus, there were a bunch of required readings [to work on].
There were a lot of assignments that required readings, which was the toughest part.
RAT 4 T OREDRERE STV T 5L ax, YR CTHIRETFLDOTF L0, HFAEBASTRAT,
FFECEDLRER VTRV L, PRVEBXONRELIZLR, T, 2I9NANALDLIEERBOOE
TARIRNRG L, £ 90 ) BEFERBUL-> TEM LY . SoTADD, HDWVIRIENDFIZHH,
R, BELTLY LI ZORILENIZIZ0LENTY LT, THREHE LY Lo, fa, 5T
FlLrbh, HEENTTA)—T 4 7T, EEPVSEWHLINLHRERESWVITRVL,

TN —FETT DA,

Writing and Research Experiences over the Course of the Academic Career
Writing and Research Experiences in the Early Academic Career Phase

Wataru remembers that the graduate program at University A expected students to
work independently, although it provided a range of courses from which students could
freely choose. Without any particular publication requirement, there was no visibly
established writing or research culture or related apprenticeship. Each student pursued his
or her own writing career, depending on his or her individual professional and academic
goals.

In that context, albeit only for a limited period, Wataru initiated an informal
interdisciplinary study group with one of his linguistics professors, who emphasized the
importance of engaging in writing early in a graduate career. Regular paper presentation
sessions with the group members helped stimulate mainly his fellow doctoral students,
including his friend, Seishiro, who aspired for academic careers at university. However, in
general, Wataru’s writing career, including his dissertation writing, was an independent

effort, rather than part of the socialization process initiated by the professors. In the time
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between his special student status and his early doctoral years Wataru taught a couple of
days per week at universities as a part-time instructor, while placing a basic priority on
writing and research.

Wataru’s years as a special student also brought him a clear sense of purpose as to
what to focus on in the doctoral program. After building a knowledge base, Wataru began
to explore strategies for securing a future academic career with his similarly
academic-oriented friend, Seishiro, a master’s student in educational science. Their
discussions led them to decide on a simple path, writing:

The course of our conversations reached conclusions, like, ‘In order to obtain a

position [at a university] after finishing the graduate school, we should write RAs.’

So we decided to focus on writing articles and presenting them at various

conferences.
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In setting goals for his productivity, Wataru regularly performed an on-line search
of Japanese university English teachers’ publication lists posted on the various universities’
websites. He would look at the CVs of faculty who taught in English and specialized in
applied linguistics, and then he would roughly estimate the minimal number of
publications. He would look at their CVs also to find where to give presentations.
Following their practices, he started to give presentations at various places, almost at his
own expense. He also had a chance to look at a mainstream scholars’ publication list and
was surprised at its length. This heightened his motivation to write more. Further, Wataru
also pushed himself to meet the publication quota he decided on with Seishiro:

We aimed at putting together one paper after each of our several oral presentations.

So, we agreed, ‘Let’s reach two digits of publications annually,” meaning that we
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decided to list up to ten articles at least, combined with conference presentations and

actual writings.
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Based on his healthy rivalry with Seishiro, Wataru enjoyed the effort to expand his
publication list. When they discovered their articles cited in a national journal for the first
time, they would go out for a drink to celebrate their success.

Given his specialty in applied linguistics, Wataru strived to deliver as many
presentations as possible primarily in English, for various conferences, and then to write
papers based on them. The topics for his writing were not limited to his research areas, but
spanned a broad array of related sub-areas in the field. The writings were geared to both
practitioners and scholars. The major genres of his English publications were thus
peer-reviewed conference proceedings and local English language journals. In his general
approach to writing, Wataru sought to emulate experts’ writing styles at both the global and
local levels. He read various articles after which he would model, and grasped the generic
organization of an RA. He also learned a range of expressions often used in specific
sections of an article. He strived to apply these organizational and linguistic models. When
he felt compelled to polish his writing in response to the reviewer’s comments, however,
he had only limited opportunities gather feedback from his advisor, professors, or
English-speaking peers. Thus, he continued with his own efforts to overcome the problems.

From a certain point of the time, Wataru also started to write for Japanese journals
that required relatively shorter writing times and review periods in order to expedite the
expansion of his publication list. When asked if he valued Japanese language journals
equally with English speaking journals, Wataru responded:

When you look at your CV, if your publication list is too short, the impression it
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leaves is going to be somewhat mediocre. [In other words], it would be fine [to
have Japanese publications] as long as the list is long anyway. | thought it would be
alright, as long as the list included many English articles published in respectable
journals.

FTEBERLLEL, FAUBD R E LT IR, HIRE L TLIINn L&
AbHIIE, WODbITT, FARNPTEETEPNEZORNL SDbH-T, ThoA s LTRE ZITH
LCHDORHIURN R EBo T,

However, Wataru also admitted that it was more difficult to write in Japanese than he had
expected:
| realized | did not actually know as much Japanese. | thought I could write an
article in Japanese as well, given that | could write one in English, yet I realized
that it was harder than writing in English.
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After having conducted and published many related studies in earlier years, Wataru
did not see his dissertation project as a special, independent study. He did have a plan for
the core research that he wished to include in the dissertation, but it was not exclusively
distinct from his earlier studies at that point. Thus, he was not interested in the traditional
image of a dissertation as a coherent academic book shared by the institution, as well as by
many of the HSS fields, including applied linguistics. He differentiated himself from his
peers who were attempting to make their dissertations a single masterpiece, as he thought it
was just a means towards his career advancement:

| thought it would be enough as long as | could make the dissertation convincing to

my advisor and get a Ph.D. [as a result]. | did not have a strong feeling about it [as a

single volume].
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Wataru believed an article-based dissertation as often adopted by the natural
science disciplines better suited him. He primarily planned to create his dissertation by
following the practices he observed used by educational scientists at prestigious national
universities. He said:

Like the practices that people at other universities, like University N and S

(prestigious research universities in Japan) follow, [I believed that] a doctoral thesis,

in principle, is supposed to be a composite of three or four published peer-reviewed

journal articles, rather than one complete volume. So, | did not have an idea of
creating one coherent doctoral thesis.
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In the midst of his doctoral career, Wataru, experienced a tension between his
institutional duties and his research endeavor. After he obtained his Ph.D. candidacy,
Wataru was able to begin a full-time lecturer position at a private university. While the
teaching load was not as heavy, the administrative duties involving student support
services and the departmental tasks were immense at the university. His knowledge base
worked perfectly for this situation, but as he was overwhelmed with non-academic duties
and focused on his future, the desire to maintain his scholarly effort also became stronger.
Within time constraints, Wataru continued to write extensively in order to “maintain[his]
identity” (55074 77 4«7 1 %#1f>7=®) [as a researcher] while preparing to complete his
dissertation.

In preparation for writing this article as well as other related pieces, Wataru
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extensively read over 20 years’ worth of applied linguistics and related articles from major
international journals in which his topic was covered; his goal was to explore potential
theories and methodologies that he may have been able to incorporate into his university
context. Through the review of the literature and discussions with his friends, Wataru
decided to use a new concept that had just emerged in the field, which was well-integrated
with his concerns. In addition, Wataru used supplementary reading to independently further
his knowledge of advanced statistical data analyses.

Further, Wataru also used a range of prestigious Japanese language journals,
particularly Journal A, the most famous one in his research area as references to explain the
context of his study. He stated:

Of course, the number of Japanese professors who publish in English has increased

today, and so it has become much easier to refer to [English language articles on]

significant research conducted by Japanese participants. At that time, many

[Japan-focused] studies in this area were written in Japanese, mainly by Japanese

scholars at University N and their associates in this journal (Journal A), so |

definitely needed to quote them.
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Most of his non-teaching hours were spent reviewing literature, analyzing data, and
writing. In addition, it was important for Wataru to publish his core research during his
dissertation writing as a means of validating his own expertise to his advisor, an English
speaking mainstream scholar who was a not an expert in Wataru’s area of specialty:

The professor seemed to find it difficult to understand the idea, and wanted to know
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whether my idea was valid, so it occurred to me that writing it [an article] in Japanese

first, and then getting it published in the most prestigious one (Journal A) in the field

would solve the problem.
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Despite his prior experience in publishing Japanese articles, the piece for Journal A
was particularly difficult to Wataru. His first draft was rejected with harsh comments made
by the reviewer. The comments reflected the viewpoint of national scholars in his research
area, rather than applied linguists, and pointed to multiple areas ranging from
methodological underpinnings and the data analyses quality, to the very expressions he
used in Japanese. He turned his frustration in the condescending comments such as, “This
is not even an article!”(z A7 AT U=/ ) Into constructive revisions and corrections,
and incorporated all of the feedback in his quest to gain acceptance for his argument. His
six-month devotion to completing the revisions resulted in his second version being
positively accepted:

| received various comments from the reviewers saying that [the research] was good,
so | thought, ‘Ok, my idea was not wrong, not theoretically incorrect at all, given the
article is being published in it (the journal).” This gave me confidence, you know.
What | wanted to pursue was accepted [by the experts].
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Wataru believes that the very fact that his article was published in Journal A, he was
able to convince the advisor of his argument. He also believes that the publication of the

article in the journal had a more realistic impact on his reputation and career advancement
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than the dissertation itself. He proudly said: “To be honest, thanks to my article getting
published in the journal, | became recognized by various professors” (= i~ 75 T

2 PRSI BT 5 TV D OB EIXH B A TT).

Writing and Research Experiences in the Current Academic Career Phase

Wataru has been working for national university, University H, for four years,
where his main mission is teaching and administering the coordinated English language
program for first year students from all disciplines. The number of class meetings is
between six and seven, which is relatively small as compared to that of part-time teachers
that he oversees. However, with a vast number of students enrolled in the program, of
which he is responsible for many of them annually, he is required to spend considerable
time in preparing for classes and conducting tutorials. He also assumes the departmental
duties including coordinating the program at the institution and the affiliated short-term
programs abroad that are offered during breaks.

Wataru explained that time constraints often limited his time for research in the
current institutional context. During the semester, he cannot concentrate on his research,
as he focuses primarily on classroom matters, including teaching, marking, preparing
homework assignments, and uploading them onto the online courseware. He can work on
his articles only during the break.

When explaining his current writing and research practices, Wataru expressed his
teaching not only something at odds with but also as in line with his research. In other
words, Wataru seems to believe that he needs to write a research in the capacity of a
teacher as well, in pursuit of gaining recognition in his institutional and local professional
communities.

However, there seems to be some elements that facilitate Wataru’s writing and

research engagements in the context. The university’s faculty development policy clearly
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advises faculty to report their prospective ratios of teaching, research, administration, and
social contribution to the department. This helps faculty, including Wataru, to set balanced
professional goals. Although his institutional mission largely pertains to education and he
does not feel institutional pressure toward research, Wataru believes that “education and
research are equally important” (##& & #Fsci3%4i), and strives to keep writing and
researching, while targeting various audiences across the institutional and national
boundaries. Wataru also benefits from working with his colleagues most of whom share
the same disciplinary backgrounds with him.

Specifically, Wataru explained to me his effort to regularly write in-house journal
articles to inform to the entire faculty of the record of his educational contributions.
Wataru rationalizes that in-house journal articles function as reference sources for the
whole faculty to consider the educational endeavor of the university. According to him,
this kind of outlet allows him to be accountable for the principled activities that his
department is offering, and thereby maintain and strengthen “the validity of its presence”
(f7fE3%). In this regard, Wataru wishes to update it at least once a year if possible.
Describing typical writing in this outlet he states:

This kind of report is a quite miscellaneous stuff (genre). Still 1 should try to write it

in a well-organized article form that is understandable to the audience [at the

university]. For example, I write reports such as, ‘this effort made in this and this
classes led to these changes, so we want to improve these aspects and try these
approaches [from the next time on].
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Wataru writes this kind of reports mainly in Japanese, except when he was

coauthoring with English speaking colleagues. Further, Wataru finds it important to present
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his educational contributions to a broader community of university English teaching
professionals in Japan, in order to “modestly” (5 -4 % &) demonstrate his presence in the
field.

At the same time, Wataru has continued to actively research in the area of his
expertise, building upon the knowledge he developed during his core dissertation project.
The availability of a larger number of students at the university as well as its affiliated
national universities allows him to collect more statistically powerful data. He often leads
collaborative studies with his colleagues as well as through a network of scholars that
formed during his graduate years, including Seishiro. Whenever he coauthors a paper with
other professors, Wataru often serves as the first author and writes the basic manuscripts;
he then invites the rest of the coauthors to provide feedback on the manuscripts from their
expert viewpoints.

As an example of his effort in this direction, Wataru shared with me a recently
published peer reviewed international journal he coauthored with the colleagues. In the
process of publication, he has found that the research orientation that he originally pursued
for the representative work in Journal A in his specialism is not always suitable for other
journals. He and colleagues submitted one of their coauthored English language articles for
a peer reviewed English-medium journal and faced multiple rejections. As a solution,
Wataru and his colleagues decided to simplify the analysis for a wider audience, and
changed the target journal to another international peer-reviewed journal of which the
reviewer board consisted of famous experts in the field that he recognized. This eventual
publication success led Wataru to become more conscious of the need to choose the
appropriate target journal.

Wataru also attempts to be active as in the mainstream context, too. Wataru attends
mainstream conferences in his field at least annually “to keep abreast of the most current

research trends” (o st # % % % 7= ). At such conferences he has come in contact with
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mainstream scholars, though not always intentionally. Wataru stated that he once happened
to be a chair of a conference attended by a famous scholar and helped her with an
equipment issue, without realizing that she was one of the authorities that he frequently
referred to in his articles. When he came back from Japan and verified her name, Wataru
regretted that he had failed to exchange contact information with her. Wataru believes that
it is hard to forge and maintain contacts with such scholars. However, part of the informal
network he formed has led to a new collaborative writing project on which he has been
working.

While maintaining his interests in his original research focus, Wataru has also
initiated his efforts to contribute more practically to Japanese society at large. His constant
approach to observing other professors’ research activities inspired him to move in this
new direction. For example, Wataru is currently working to enhance some aspects of
English education in settings beyond the confines of the tertiary classroom. He offered an
alternative evaluation of the aforementioned representative work of which he was proud
and demonstrates his passion in his new strand of research:

| guess | get stressed out if | do this type of [pure, scholarly] study only. I wouldn’t

feel right if 1 continued to write this kind of [specialist] articles only and indulge in
self-satisfaction. Looking at various researchers’ home pages, hearing about what they
do, and then learning about how much they contribute, | have become compelled to
make that kind of contribution. But then, | cannot do something immediately, so | take
a step-by-step approach. You know, | guess this sort of project needs to be done
carefully. Hasty attempts won’t be any good to anybody. Therefore, I am going to do it
slowly and steadily.
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As a researcher, Wataru currently views himself as one constantly gauging the
balance between teaching, research, and social contribution. He differentiates his current
practices with increasing focus on education and socially-oriented projects from those of
his friends with whom he used to align himself and whose projects are more scholarly
oriented:

I am not making an assumption here, but | imagine that other scholars may aim

higher, stop devoting to education at the reasonable level, and write more articles

and aim higher [as researchers]. Also | am often told by my friends, ‘Why did you
start out that kind of research [the aforementioned project]’.
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Wataru understands their claims, but he finds himself “wanting to contribute more
to society” (b9 b x - Lt L) , and thus would like to have time for that, too.
However, Wataru would not be satisfied with just working hard on teaching and social
contributions at a given institution, and not writing any RAs. “I am kind of betwixt and
between. It’s difficult to strike that balance [between teaching, research, and social
contribution]” (&8~ b o FR I TTT PR, HELWTTREZ bAADART U ZR),

In his career thus far, Wataru has gained a degree of confidence in his written
contribution. He does not feel the need to expand the publication list very much, now that
he has many articles written in English and a couple of representative articles referred to
by other scholars. As a way of checking out his “impact factor,” he occasionally checks

who cites his Japanese articles. He finds it pleasurable when he finds his pieces included in
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their references.

In the long term, Wataru aspires to contribute his local knowledge more to a
community of mainstream international experts. However, Wataru referred back to his
heavy work load as a teacher preventing him from writing as extensively and expertly as
his prolific mainstream counterparts in the field who often appear in the top-tier journals.
Wataru therefore said:

[Given this situation], what I currently desire is at least being able to publish articles
once every several years that are impactful enough to make those scholars [at the
mainstream institutions known as the ‘center’ of scholarship] feel like working with
me, or at least acknowledge, ‘Oh there is a guy named Hashiguchi.’
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In an effort to publish in prestigious journals, Wataru finds it challenging to describe
the context of the study due to the ongoing dearth of English language RAs based in Japan.

So, in the first place, | need to write an article that offers details on Japanese

educational context. That’s the thing! | would be able to skip that part, if more and

more articles on Japanese situations were published in the field.

ENOETHARORKRI > TOEFHIE TEIZENZMXEZENIRELWITRVNG, 220! HAD

KM ZFBNTZGRIBEALEABR TS ETESAZOSNATIRTND L2123 T2 EIFES o

T &4,

Wataru’s inner aspiration to write for a global audience is also strengthened in part
by the external pressure from his Western-educated counterparts in the field, including
Japanese, who often he encounters at international conferences. Some of his rivals are from
Asia, which has become as increasingly prolific and visible in the field: “When I go to

conferences in America and see many scholars with Chinese or Korean backgrounds, who
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are coauthoring with mainstream scholars, I feel defeated” (%:£&1247< & PEFZRD A L il
RONEDPHEL L T EINI NIZBNEZDR, ZORLRIELIFELR>TWEDTHE IR/ L. B,

A ThH%, LB AT). The other source of pressure comes from scholars with Japanese
origins who were trained at the mainstream institutions: “Also, I am pressured by the
younger generation .... I don’t like to be defeated by the young [Japanese] scholars
returning from [graduate school] overseas, who are fluent in English and have a reasonable

number of publications. (& & IZ T2 b d%e&E EF-> T d i . BHOFT, #iF» IR - T THdE

oy

NRINT T, WLBZZFH-> TRV LTH TS, AFELRER, E-Th) . Driven by both
intrinsic and extrinsic pressures to write and research, and negotiating the pressures with
his institutional duties as an educator, Wataru is poised to thrive as a researcher at his own

pace.
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CHAPTER 6

PARTICIPANT PROFILE 2: SHIZUKA TAKEUCHI

As in the case of Wataru, Shizuka Takeuchi is currently an associate professor at a
national university. Young Shizuka had a natural inclination towards writing in Japanese.
At the same time, she developed fascination with the English speaking world portrayed in
movies. While she envisioned going abroad since her early teenage years in the future,
Shizuka focused mainly on studying English as a subject during her junior and senior
school years, which formed the basis of her self-esteem as a hard worker. She also enjoyed
writing in Japanese. After temporary disillusionment by the lack of intellectual stimulation
at the university in which she was enrolled, Shizuka regained her self-esteem by improving
her English skills, firstly through self-study and by attending conversational school, and
ultimately by independently pursuing study abroad opportunities. Her evolving love for
English eventually led her to engage in teaching at a conversational school in Japan, which
in turn led to her decision to proceed to a master’s program in America to study English
further and accumulate professional expertise. However, while she valued academic
literacy skills and developed an interest in a specific research area during the master’s
study, her decision to pursue her doctoral study in Japan resulted mainly from peer
pressure and financial considerations.

Shizuka divided her doctoral and post-doctoral life between extensive teaching
and professional duties, her dissertation project, and her effort to publish whatever she
could regardless of language or genre, drawing on a range of networks in Japan, within

extreme time constraints. During these years, like Wataru, she sought to advance her career

151



from a part-time teacher at various universities to a full-time instructor at a university at
which she took on a range of administrative work. While she is proud of the co-authored
works she produced at the time, Shizuka would now prefer to focus on pursuing what she
is truly interested in with the support of new networks available in her current institution.
Although she is not ambitious about contributing to the international research community,

Shizuka wishes to make her work public by the end of her career.

Pre-Professoinal Background to the Pursuit of Doctoral Studies

Pre-University to University Experiences
Shizuka, born in a small city in a regional part of Kansai, she attended school with
the same community of students from kindergarten through secondary school, and thus did
not experience much competition. Young Shizuka had a natural inclination toward writing
in Japanese. She described her engagement with Japanese writing while in primary school:
When journals were assigned during summer break, for example, | made it a rule to
write a lot anyway. | guess | wanted to be praised (laughs), so | remember that I
just wrote a great deal (laughs). | also wrote a novel-like book on my own.
BRBDHRENERANEIINL T SABELS RTEWRORRAN, BHDRPTHS T, AN
ESAFENTIED LNV STV DRH T2 LB AT E (K), $oZ0VEET, HHx<bH
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o
In junior high school, Shizuka discovered that her writing skills surpassed those of
her mother, and with these skills, she regularly accepted various extra-curricular writing
assignments that represented her class: “You know, there were typical classroom writing
projects every after the school event. I was often one of those in charge of writing them”

(FETRADHDLEDL LS L NANSLEL DL DD ET LR, HHVIDEEHAL L NI TE
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L7).

On the other hand, Shizuka’s fascination towards English as well as towards the
English speaking world developed mainly after junior high school, which led her to dream
of studying abroad. Her exposure to English was primarily limited to classroom
grammar-based instruction at junior high school. However, beginning her teen years,
Shizuka became an avid lover of American movies and music, and started to dream of
living in an English-speaking country. Her adoration of the film world even led Shizuka to
write fan letters to one of the famous film stars of the time, Jon Lone. Following a template
she studied in a movie magazine, Shizuka was able to write the letters using her new
English skills and was overjoyed when she received a reply.

In pursuit of the dream of immersing herself in the English-speaking world,
Shizuka began to envision attending an American high school; nevertheless, her parents
refused to accept her intention out of fear due to the shooting death of a Japanese exchange
student. Shizuka reluctantly agreed to her mother and opted to attend a Japanese high
school affiliated with a university, while continuing to keep her dream alive.

Apart from the desire to study abroad in the future, Shizuka was still unclear of her
immediate goals during high school. One imminent plan that Shizuka had in mind starting
her second year was to be successfully accepted into the university, without experiencing
the excessive pressure that she would face from the prospective entrance examinations.
Thus, Shizuka always strived to work hard in order to maintain grades high enough for her
to be eligible for a recommendation to any of the affiliated universities. Despite her prior
attempts to write a fan letter in English and authentic English, the exam-laden high school
life naturally drew her to focus on the language as a school subject in order to increase her
grade point average:

I would not say that | was extremely studious, but | regularly studied very hard for

midterms and finals in preparation for entrance exams. Above all, | particularly loved
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and was good at English, as well as Japanese history. | was one of the typical ‘arts

and humanity’ students who was fond of memorizing and focusing on these subjects.
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Shizuka soon became well qualified as a special applicant ready to be recommended
to one of the few affiliated universities in a department predetermined by the high school.
Among her limited options, Shizuka decided to join the university’s social science
department, primarily because it was in Tokyo, a city that she had adored, and the major
appeared to be “good for job hunting” (#t#\ ). Shizuka presently believes that her choice
back then was quite casual, and in part stems from the lack of advice from the school and
her parents regarding her future visions.

At first, Shizuka was excited with the campus life in Tokyo. However, she soon
noticed that she was not particularly interested in the subjects taught in her major, and was
disappointed by the lack of intellectual stimulation permeating the university.

With decreasing chances for her to work hard like she did in high school, Shizuka
found her self-esteem declining:

I did not find my life meaningful enough. I really felt like it was waste of time. Back
in high school, 1 was always diligently studying, praised as a relatively ‘hard
working’ student. Once | entered the university, | wondered for the first time if |
could go on in this way. | thought | had to work harder (laughs).
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Particularly worrisome was her perceived loss of English knowledge, the foundation
of “hard-working” (v =& A ) Shizuka. At the university, there were only limited
exposures to authentic English for non-foreign language major students, other than the
short texts that she read and translated once or twice a week as part of her core required
English class. It was in the classroom that Shizuka first noticed the occasional warning
signs that she was losing her English grammar skills. To regain her grammatical
knowledge, Shizuka constantly visited the library and procured time to solve a number of
questions contained in test-taking textbooks in preparation for the EIKEN (Test in Practical
English Proficiency).

Once she started reviewing her grammar and preparing for the listening and
speaking sections of the exam, Shizuka gradually grew aware of the need to refresh her
English for more practical purposes. This self-awareness was again accidentally sharply
boosted in the classroom context. When she read an English passage aloud in class, one of
her friends needled her about her accent. This incidence made her realize that she should
pay more attention to phonetic aspects of the language. This classroom awareness, coupled
with her preparation for the test, led her to attend one of the most famous conversational
schools, of which during her sophomore years were on the rise. Although the class offered
her only weekly interactions with English speakers, the school was an initial gateway for
her to familiarize herself with authentic English.

The most critical period for Shizuka to acquire the language, however, was during
her two consecutive study abroad experiences in an ESL program at a Canadian university,
which she voluntarily pursued during her junior and senior years. Even at this stage, her
parents were still worried about sending their daughter abroad, and for security reasons,
recommended that Shizuka opt to attend another ESL program affiliated with her university,
along with her fellow students. However, Shizuka rejected that option, as she would rather

go to a place where no other Japanese students were around. Fortunately, Shizuka gained
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support from her high school teacher who kindly referred her to an acquaintance in
Canada; this acquaintance of the teacher and her family agreed to become Shizuka’s host
family. Further, the host family had an acquaintance who operated an ESL program. This
supportive environment, which Shizuka sought on her own, profoundly relieved her
parents, and Shizuka finally gained permission to study abroad.

Shizuka’s first stay was only for two months, yet it was significant as she could
immerse herself in the real English-speaking environment she had dreamed of for so long.
Her enjoyment from the first short stay led her to participate in an extended version of the
same program during her senior year, including staying with the same host family that she
became good friends with during her first visit. Her efforts to earn all of the required
credits for graduation during the preceding year at her Japanese university allowed her to
focus on the program in Canada. She believed that the second longer stay in particular
offered her a gratifying and remarkable language learning opportunity:

It was so much fun, and looking back, my second year-long study in Canada, as

well as the first two month stay, was quite significant for me to learn English

pronunciation and sounds, and to improve listening skills. This real experience of
being there and feeling the English rhythm allowed me for the first time to acquire
it reasonably well.

FALIZHLLS T, AT BALIZZEDORELENEEN, EHES>TTL, &IObHAL )N

ALZEITTIHE, oLV BT HFTO—EMTNI ORI Y REN-TTT A, 1ZUH TR

FEOHLWI XASTVI DR, ZHIVEVEEL THILTELE To T ) A @ L <, 20 H1cft

WIZA U2 L EWET,

At this stage, Shizuka mainly focused on improving her English skills for
communicative purposes, rather than for academic purposes. The one-year ESL program
Shizuka attended during her second stay in Canada was designed to equip students with

general English skills. Through the skills-based components, Shizuka became accustomed
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to general writing in English, but not necessarily in an academic style. However, with her
confidence in improved spoken English, Shizuka began to consider exploring a profession

that would allow her to utilize these skills.

Master s Studies and Early Teaching Experiences

After she graduated from the university, Shizuka returned to Japan and experienced
a clerical job. Yet, as the job offered her only limited opportunities to use English, Shizuka
decided to pursue a more rewarding career that allowed her to fully exercise her English
skills. She finally landed a position as a part-time instructor at the type of a conversational
school that she attended while at the university. Many of her Japanese-speaking colleagues
were, like Shizuka, college graduates in their early 20s, and also had experience studying
abroad. She remembers participating in a professional training camp with the instructors at
the pre-service stage. As a pre-service teacher, she felt that the training was very effective
for further enhancing her English skills at that time.

Through numerous training opportunities that followed the camp, Shizuka
acquired the ability to teach a range of oral conversational courses for beginning English
learners of various ages. However, the accumulation of experiences made her feel
pressured to learn even more English. Shizuka felt the need for further professional
development, especially when she was assigned to teach business professionals who had an
advanced level of vocabulary. There were occasions when she could not effectively answer
to their questions. Although she struggled to teach them, Shizuka enjoyed the learning
process through teaching, and started to find herself “wanting to study in earnest”(4#s 41z
R L7200,

In pursuit of fulfilling her learning needs, Shizuka considered attending a graduate
school that would help her grow professionally as an English teacher. As one of her options,

she contemplated attending a Japanese graduate school. However, graduate schools in an
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English speaking country appeared much more attractive to her, not only because of the
prospective exposure to the language, but also the education-related professional programs
which were offered to any student, regardless of his or her prior disciplines. Shizuka
reflected on her decision by reviewing study abroad guide books:
When | looked ahead to my future, | thought it would be great to consider a field
that would be useful for my career. |1 found it interesting to teach English
conversations, and teaching suited me well, which is why | chose TESOL, the field
that | learned about through research. Also, | learned that they would allow me to
apply despite my background in a non-education major at a Japanese university. So |
thought, Okay, this is precisely the only option that | should consider.

ROEDFERB R, FPROAEFICORDBD LI R ED-TNH 2L T, BEFHAR-Z bbb

THEEI E 22272 L, o TDR>THED LRIV TESOLIZL LS 2TV I 55T, HDOWAWN

HZMARAT, HoZ 20 IDORBHHAE > TH-TZoTNH Z e &, HRTHEEREL P U0

NELLSTHLEAL > TVIDRDNSTEDT, H, bI I LRV sTNISSIZENEL

7o

In preparation for applying to graduate school, Shizuka attended a study abroad prep
school for adults while teaching at the conversational school. At the prep school, she
learned the basics of academic writing by training for the writing section of the TOEFL test.
Further, she also trained herself in academic writing through the short-term composition
courses for freshmen undergraduates that were offered at an American university affiliated
with the prep school.

At the American graduate school she attended, Shizuka was formerly introduced to
discipline-specific academic writing for the first time. Although she was overwhelmed by
the number of the graduate level requirements in English, Shizuka was able to overcome
this challenge by utilizing the learning support services the school offered. One such

support service took the form of a research writing course for ESL graduate students that
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she attended along with the other discipline-specific specialized courses:

What | was taught there was extremely invaluable. It started out with an introduction

to APA style, how to conduct research, and the way to formulate a paper. You know,

in the field of English education, the structure of a paper is kind of fixed: the
introduction, method, analysis, and result. It was good to learn that structure.

ZITHATHLTDIFFA LT IKARYBIIEEILR>T, HD APA bliE>T, 2D, U H—

FOS, b LFERGEREIZLIFALIZL O FaRHoTRAY vy RiRboTT Y v ARH-T

PN ERHSTHTNINE I RE—UBRESTVEDT, £INIFEEFH LN HAXTHH-

O, T Lo TR,

The other support service was the learning center, which offered free tutoring sessions. To
better accomplish the course requirements, Shizuka often sought help from tutors,
especially during the first couple of semesters:
There, | had them (tutors) review and correct all my papers. Also, | had them listen to
my practice presentations. Tutoring was free, so | visited there quite frequently. The
first half year was quite tough.
ZIT, BMATHL-T, ELTHH-D Eh, EREVTH L7 L0, 2 ZITidd O
STDT, TIKHMNE LR, BPIOFFEITPo IV T TS RETL,

Shizuka’s improvement in her academic literacy after this challenging time was
rapid. As a result, she successfully accomplished a series of requirements that culminated
in her final project, which involved teaching practicum opportunities with beginner level
immigrants. However, Shizuka was not confident enough to continue pursuing a higher
degree after she finished the master’s program. Even near the end of the program, Shizuka
did not believe that she fully grasped the full picture of the field and how the sub-areas that
she learned were related. On the other hand, despite her perceived limited knowledge of
the field, it was certain that Shizuka had grown interested in a particular area of TESOL,

and she continued research and writing.
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Shizuka’s eventual decision to apply to a Ph.D. program resulted primarily from a
then-trend among her Asian and American classmates at the graduate school. She
originally had not considered the option as she believed a Ph.D. was something only
exceptional individuals should pursue. She changed her mind when she observed many of
her classmates with backgrounds similar to hers seeking a degree without hesitation.
Inspired by her peers, Shizuka considered investigating her area of interests and her
application to a prestigious graduate school in Canada was accepted. However, despite her
eligibility to be a doctoral student in the country, her financial conditions eventually forced
Shizuka to return to Japan. As an alternative, Shizuka decided to pursue her degree at

University A instead, while continuing her teaching career.

Writing and Research Experiences over the Course of the Academic Career
Writing and Research Experiences in the Early Academic Career Phase

Shizuka attended the same doctoral program as Wataru, where there were no strict
requirements for writing and publication or for structured research apprenticeship activities.
In the context, she devoted considerable time to teaching from an early stage of her
doctoral career. Her devotion to the profession helped her to establish trust and multiple
collegial relationships, which further helped her develop as a teacher. At the same time, she
was aware of the need to write and publish in order to develop an academic career in Japan.
Shizuka learned from her advisor, dissertation committee members, and senior students
about the importance of publication lists. Thus, she simultaneously pursued opportunities
to engage in various writing projects while working on her dissertation.

Shizuka resumed her teaching career at the conversational school at which she used
to work, but gradually shifted her focus to teaching a range of English courses at multiple
universities. There were times when she taught as many as 10 or more courses in total.

Within the limited time resulting from the intensive teaching schedule, she adopted an
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efficient and locally realistic approach to writing and research. Shizuka decided to explore
the same theme in which she became interested while in America. As part of her initial
study, she extensively reviewed what she had learned back then, drawing on Japanese
sources as well as English ones, to enhance her understanding of the entire picture of the
TESOL related fields. In addition, heeding one of her professors’ advice, Shizuka made it a
rule to publish anything in print at least once annually, regardless of the genre and
language of the medium. She wrote her dissertation and other independent research
projects for submissions to conference papers and local journals in English, utilizing the
data she gathered from the various institutions for which she worked. Conversely, the local
collegial relationships that she forged professionally resulted in various presentations and
writing projects mainly in Japanese, which constituted most of her representative
publications over the period.

Shizuka routinely strived to write English articles for in-house journals. The
content was primarily based on small-scale classroom projects with the data collected from
the various universities at which she was teaching. She did not plan each piece to be
integrated into the future dissertation project. Rather, she focused on publishing as many
independent pieces as possible to build her CV.

On the other hand, after she became accustomed to writing in English through the
training in the master’s program in America, it became difficult at times for Shizuka to
write on a topic related to her fields in Japanese. One of her early writing was a Japanese
short article, which she was invited to write through her network of colleagues at a
university for which she worked. As she recalls, despite the relatively short time she spent
writing, Shizuka had several thoughts when negotiating the accuracy of the original
meaning of a certain concept in English and the readability of its translation in Japanese.

Even if you understand something in English, once you directly translate it into

Japanese, it does not necessarily make sense, you know. Also, it was expected to be
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natural Japanese, so | cared about the quality of my writing in the language. But then,

once | wrote the Japanese translations, various concerns would come up. | would

wonder about things such as whether ‘this part of the original concept [in English] is
fully translated’ or ‘this part of my translation communicates the right meaning’. But
writing in Japanese allowed me to understand the concept [more].

ROV EFETONP->THIETHHEALTLE> &, HAFEY, A, BURN-S7ZDTLHDOT, R

SHEYBAREL LOWARFES TWINARGEL LTEIRON-TNH ZET, THHRELE, =

IR LB TAARBTES LIFALIZL 2 EZZRL TRV ED, BALIZZONS Z

LESTDDMNR, EMNAALRIEN (R) KUTETRVELTE, THEHAABTEIZ LI

FoT, BALEMTE IR ITEVETS,

In her fifth year of doctoral study Shizuka attained a full-time position at an
education and service-intensive private university. Her duties involved not only teaching
but also coordinating a standardized English language program. Shizuka felt her time was
extremely limited due to engagements for her dissertation and other projects, as well her
professional duties at the university. Reflecting on the time, Shizuka said, “I was always
somewhat hard-pressed, feeling restless. | was like, ‘Oh, this one is almost due. Oh, this
one as well (laughs). I need to get these done now, before the summer break ends!” | was
always like that” (& 12 VWO L RANEDN TS > TV IKNB LE Lz, BEHEDNRNE NI D, b,
NG ETME, Hb. AhEle (R), SRV EERBKEDD, LENRAN, ZEOVWIELLET2 L
BNET),

Albeit with the above-mentioned challenge involved, Shizuka’s approach to writing
and publishing in Japanese as well as English remained consistent even in the new
institutional context. As part of her purpose for writing in Japanese at the time, Shizuka
cited advice given by one of her seniors at the university who noted that Japanese
universities place importance on the inclusion of Japanese publications in a CV:

He said, “When you write your research for an academic journal in your own field,
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everyone writes in English as part of the effort to show an international knowledge
contribution, in order to step up the career ladder in Japan. But, [it is important to
write in Japanese. This is because] the evaluators [of your academic performance]
are Japanese professors of various disciplines, so your writing should be something
that is readable to them. Therefore, as part of the tactics or strategy, you should have
some Japanese written pieces. That will be helpful’. This was quite a kind piece of
advice.

ZOHMFEL N> T D LB BLAANRARFEFETENT, ZRUEH S EARE-TVWS 2L TE
DFFEOZ LT, LVHLZFHHLEEIATTITE, EEEHHO, BRORNTNANAZ H A
Ty 7T T LTOKIZERSE D WAARZEDFEET LT > TV D DIZZEDFRDNDS A T85O
ST LT DT, RaEVFEATLEDLRNWEZDDNLRNSTN) ZET, RANE
INIEBFIT AV ALRBRVATTITE, AT T7V—L LT, BARBOIXRH272IE ) A
o EoKITUED Lo TV | FERLIRT RAAL AT AT ITE,

This consciousness of general Japanese academic audiences, which Shizuka learned
from her senior, was also reflected in her endeavors to present her work to a local
interdisciplinary peer-reviewed journal. Shizuka occasionally participated in an
interdisciplinary community that consisted of not only her fellow English teachers, but also
hard scientists and humanity experts entirely outside of her field, each of whom intended to
invigorate their respective fields. Shizuka was appreciative of the number of rigorous
comments she received on her word usage and definitions of the terms when submitting an
article for review in the journal edited by the community. She learned from “the comments
that were probably not available from [scholars] in the same fields” (7= 5 AR U458 72~ 7= 6.,
LhbRVWEI R AL R).

In reflecting on her engagement in her dissertation, Shizuka was particularly
modest. Although she worked hard on the dissertation project, Shizuka felt that her

professional duties kept her from spending sufficient time on writing it. She did have a
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wealth of literature available from her institution, model dissertations that she could
emulate, and regular feedback from her advisor during the final write-up stage, all of which
allowed her to successfully finish it on time. However, she felt that the project was not
truly her own, as rather than a fully creative knowledge contribution, she chose to write it
as a near replication of existing mainstream studies re-contextualized in the local setting.
She further felt that the quality of her project was not satisfactory.

However, apart from her critical self-evaluation of the dissertation, the degree she
earned helped her gain recognition at her institution, eventually leading her to be qualified
for a position instructing future English teachers, as well as organizing a seminar on the
subject. Although her administrative duties evidently further increased, Shizuka found it
“greatly a plus” (=< msyic75 ) for her to be able to gain the position to deliver
discipline-related lectures 30 times per year to future educators, thus allowing her to
become an expert in the field as well as a teacher. Shizuka did not consider publishing
from her dissertation, so that several of her major works after its completion were not
directly related to it. Rather, they revolved around more practical issues for local students
and practitioners.

One of Shizuka’s representative projects at this stage was a textbook that she
coauthored with other teachers. Filled with skilled based exercises accompanied with
visuals using authentic materials, the text was designed for equipping university students
with integrated skills in content-based settings. Following the format for the chapter
overviews determined by the group members and publisher, Shizuka’s contribution was to
offer her own lessons based on a couple of pieces of the material and related commentaries.
The work was laborious, particularly when the team needed to shorten the original material
on which they created exercises to respond to the leader’s and editors’ direction. In
collaboration with the other teachers, Shizuka had to revise the corresponding portions of

the exercises and commentaries all over again and ensure that they all matched. However,
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Shizuka found the process enjoyable, partly due to the collegial atmosphere and shared
expert knowledge of the team, even though she herself had not had the chance to use the
book in her own classes.

Another important work Shizuka valued in collaboration with other language teachers
was a Japanese academic book project directly related to her fields. By chance, this work
led her to develop an idea for one of the new research projects she wanted to pursue
following the dissertation. In the chapter she was asked to write for this book, Shizuka had
the opportunity to review and introduce a representative range of mainstream literature in
the fields which was available at the time for students and practitioners in Japan. She found
staying current with the constantly emerging literature was challenging, yet the very
process of reading extensively benefitted Shizuka as she decided on her new research
direction:

This project required me to introduce various literature. Usually, I don’t read as
much, and tend to be lazy catching up, but being offered to take on this kind of
project, | realized that many new bodies of research are constantly emerging
(laughs), and I had to read many of them, so | had to study a lot. By doing this job, I
discovered various things, like what was currently being argued in the field. This
actually led me to come up with ideas for my new project, and think ‘This may be
good’.

RoED ZDONANAILIBI LR E LW RNDT, RANE I LThh, AEHEVFE 0o
7D ED SFEoBLRoENTHATTITE, 2H0H003dde, RAMTETHON (K), WA
WAFEATODRELWTRPSTDT, LX< EV ANHEZLMIELZL, A, Ehoiz
LTS TET, TRSFENANAFLE | FMRIEALIZZOIVIDEL TESTZATTIFE D,
WABAIRT AT T 2T0ID, ZHEZINI ZELEDLNTOEDONEDNDARFERNSH - T,
TRRZDEDEDD, B, BrolWWRoT, ZHIDRB->TWFHLLHDLDT,

A few years later, Shizuka presented and published a small-scale pilot study of this
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new project in the above-mentioned local interdisciplinary journal as a record to test her
hypothesis. Even though she was somewhat hesitant to make an interim report in public,
based on her graduate senior’s advice, Shizuka decided to publish it in preparation to apply
for governmental funding for a future study based on this pilot. He convinced her that it
was important not only to inform the reviewers of the future research plans for which
funding was needed, but also to provide them with the records of the ongoing related pilot
studies in order to validate the significance and potential of the research. Thus, she
recognized this article as an important step towards the application process. Further,
recording the pilot study itself allowed Shizuka to reflect on the strengths and weaknesses
of the study’s design. After publishing this piece, she continued to conduct another round

of the pilot study in a slightly different setting at the university in order to further refine it.

Writing and Research Experiences in the Current Academic Career Phase

Shizuka has been in the first year of her appointment at the national university,
University H. Similar to Wataru, Shizuka’s teaching duties are quite intense. The number
of class meetings is six to seven per week, which requires a great amount of preparation
and tutorial time. She also takes on departmental duties of coordinating the program at the
institution and its affiliated short-term programs abroad which are held during breaks.
Shizuka has strived to adapt to the new teaching environment with much larger classes that
requires considerably more standardized approaches, which was remarkably different from
the small-sized and intimate setting that she was used to at her previous institution.

Even though her main mission continues to be centered on education, Shizuka feels
encouraged to more actively conduct research than she previously did. While she feels
somewhat pressured by such encouragement, Shizuka is grateful. She is appreciative of the
university faculty development policy that advises faculty members to report their planned

contribution, not only in the areas of teaching and administration, but also in research. In
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addition, the university regularly offers departmental meetings that facilitate
research-related communication among the language-teaching faculty. Information on
research funding and conferences is often circulated among the faculty by email.

Right after her appointment, Shizuka was particularly nervous about delivering a
presentation at a departmental research forum in which she would discuss the
above-mentioned ongoing research project she initiated at her previous institution.
Unexpectedly, the project that she shared with her colleagues attracted profound interest
and support from one of her seniors. Her experienced senior, despite his disciplinary
background in literature, offered her detailed advice grounded in his professional
knowledge in order to develop the project:

When we had a meeting to exchange further ideas about this research, he gave me

many suggestions. His advice was so helpful that I feel humbled to have a Ph. D. in

TESOL [on my CV] (laughs): ‘“Why don’t you make it this way? If you were to do

this, why don’t you consider this instead?’ So, | learned a lot from him.

RIDEDTATT EPBENHLTI ), fIBAELETLLEELTIVWVANARERENT, BB

DIFEHEZFTHE > TEVNTHORL IRMTNLN B (B) 772K, 2229 Lol ? &y,

INESTebHNRA LN L T T<MIRITITRY F Lizi,

Through his advice, Shizuka decided to re-formulate her original research ideas into a
larger scale setting, preferably with funding, after solving some of problems in the pilot
study.

Apart from her independent research project, Shizuka was assigned by the colleagues
to write a report in English on an educational endeavor in the department. She was
concerned about the extra time needed to prepare the manuscript, but appreciated the
opportunity:

What | am grateful for is that the writing will be regarded as part of my professional

achievements. It is not just about being forced to write it [without any purposes], but
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about formally publicizing it [as a record of my and the department’s achievement].
Therefore, | gratefully took on the job.
HYVNRTVOR, EEIHRDLIDT, LEIIR-ToTEDLNDLDOTIERL T, b lliEosT
HIEROT, HOIBEIRLVELLY L,
Shizuka feels that the current teaching areas, too, is suitable for her to advance her
research. Comparing the past and current institutional contexts, she said:
[Back at the previous university], it was great to have opportunities to teach on
my specialty and organize a seminar on it. And now | am primarily back to
teaching the English language. However, come to think of it, the current
teaching areas best suit my research. Also, | can gain a wealth of data [here]
(laughs). As my research area is really strongly related to practical issues, I
would like to keep working hard a little more [in this environment].
HAZHZONTEIZRHFOo TN L ZAIE, WWAEHSTZATTIHE, 4ETH EHHED
BEHEHZ D> TIEITFRSTCATTI R, THRERLSBERD L BGOMRIC—FEGHLTLHD
MWEDT 44—V RROT, BT —2bend L R) fRESVPHIRALTL LT, 1FALE
BT LIEUD N E ZARDT, £HINDNONEDH Lo EHEED VR, 5T I,
While being blessed with the environment, Shizuka feels that she is still a
researcher-in-progress. Reflecting on her career thus far, she described herself as a person
who just “stumbled upon the current job” (s v 17 % T T %) rather than aimed at earning it in
the first place. She feels that at any given moment she invested time and money to attain
what she pursued in an efficient manner, yet she is not confident in what she actually
gained over the course. She humbly said:
If I were to be asked, ‘What exactly did you do?’, then | would have to answer, ‘Well,
nothing yet.” | am thankful for the offers to be involved in various projects so far, but

I have not done anything substantial on my own. I don’t have anything to show.

o

mEEbILD &, AT I, Z2RAMTE TN DORT I oo T, RANBIEL, FhiT
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To adjust herself to the title of researcher, Shizuka feels the need to accomplish her
own study for the rest of her career, yet at her own pace. Unlike Wataru, she is not
interested in the idea of emulating someone else’s expert research practices. At the current
institution, she had a chance to speak with a group of female science researchers who were
working toward emulating certain mainstream researcher role models to enhance their
research activities. However, Shizuka was not convinced by their stance:

If you consider aiming at reaching somebody, or model yourself after her, it is

going to be a lot of pressure. So, I don’t like to follow anybody, or to be conscious

of anybody. Doing so makes me feel stressed, you know (laughs), so | would like to
go slowly, at my own pace.

RADHEDPE BES TV I M, #EPER—AETMIILE) EES70H 9 ZNETTRANI I,

Ty X =BT, RADPSBAFEVELPLIZS 20> TV I 2 HAEDKIZ L7z 2

STNIDRHHDT, ZINIHIDL oL, Hrok, R, 26 Kk>THDT, (%)

HIBEoERANIIDATY 5 TNH M, BHEDR—ATRY Iz EBNET,

As part of “her own studies,” Shizuka places much importance in the above
mentioned study that she initiated as a starting point and on her hopes to develop it into a
larger research contribution. Shizuka is not interested in publishing her research for
international audiences, but she would like to make it known at least to local audiences
through major mediums. She stated her long-term goal that she would like to achieve by
the time of her retirement, implicitly referring back to her love for Japanese:

Now that | have the current job that | stumbled upon, | would like to leave the

proof of my accomplishments. From now on, | will work toward doing a

‘this-is-what-I-did’ kind of research [that is ongoing], research that I’d lead, and

based on my own idea, rather than toward these kinds of coauthoring projects.
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Then, 1 would like to publish it in national peer-reviewed journals [in English],
although it would be great if I could do it internationally as well. Once | can
accomplish a number of such studies, | hope to put them together into a book, if
possible a Japanese one.

MOATETELALROTIERSEN B Lo L LTELIEWVWD T, FALIZEI VI, Zanb
HOFNTZ OV ZLaRolcoTN) | ZARKELNTIIRS 2T, BOVEILR>THIRR
STEABOT AT TONET, T, TOHROFERFEEMZ, THWEHTLLTEZLI LN
ATTFESL, HBELEESTET, T, RADE IV IFENAENEST- b, —MESDOA

WLTELDT, HLEWR> T IO FREITHY £, THITRARFEPNNWRERS>TET,
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CHAPTER 7

PARTICIPANT PROFILE 3: KOJI NOGUCHI

Koji Noguchi is presently an associate professor at a private university. Like
Shizuka, Koji dreamt of going abroad since his childhood. He worked hard studying
English as a subject, initially envisioning his future as an international office worker. His
turning point came after his enrollment at university, where he became dissatisfied with his
English skills in comparison to those of his English proficient peers, and he began to
question the quality of English education he had received. This led him to consider
becoming a teacher educator in order to improve the quality of the system. With this goal
in mind, immediately after his graduation, he pursued a master’s degree in America, during
which time he strived to acquire language and professional skills, as well as knowledge of
the discipline. Furthermore, back in Japan, after teaching at high school for one year,
during which time he developed his research interests, Koji proceeded to a Japanese
graduate program where he earned a second master’s and began to pursue doctoral studies.

To Kaoji, his doctoral years were extremely challenging, particularly after he
advanced from a part-time position at multiple universities to a full-time position at one
university, where he took on not only highly intensive teaching demands but also a range
of committee and task force work, including on an interdepartmental scale. Under the
circumstances, and under the influence of his seniors who had followed a similar career
path, Koji’s writing and research activities at the time were almost exclusively devoted to
dissertation writing. In his current institutional context, he teaches at both undergraduate

and graduate levels, including topics related to his field, as he had long desired. While
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deeply engaged with rewarding work to help professionalize future teachers, and being a
full-fledged faculty member at the institution, Koji now feels the need to engage more with
his family duties, as a father, than he did during the time of writing his dissertation. Due to
continued time constraints arising from his professional and family duties, he still finds it
difficult to engage in writing and research as much as he would like. Although his main
desire is to contribute practically to society as a practitioner, he aspires to resume and

advance his study.

Pre-Professional Background to the Pursuit of Doctoral Studies

Pre-University to University Experiences

Growing up in a small village in a regional area of Kansai, Koji had a peaceful
childhood, engaging in both sports and literature. He was a very active boy who regularly
played outside, in the river, or in the mountains. He was also a member of a swimming
school and a softball team. However, when he was not playing, he enjoyed reading
Japanese. Influenced by his sister, Koji was fond of reading from the collection of
translated traditional, international fiction that was stored on the bookshelves of his home.
As he matured, his literary interests expanded into the genre of history, and he began to
enjoy the graphic novels featuring historical facts and characters available in the school
library. Naturally, his strongest subject in school was consistently Japanese, although he
did not like writing in the language very much.

Although he fully enjoyed life in his hometown, Koji developed a degree of
fondness for foreign countries that he often saw on television in English-language movies
dubbed into Japanese. His interest in English originated from this media inspired adoration
of the world outside of Japan: “With my mild adoration of foreign countries, | had a

positive impression of English, believing that if I studied the language it might allow me to
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travel abroad” (4MEICIZEERE LimRAz 02 b ORdh - T, SRR 5V o SEICITIT 5
DR, LS LI FIVIRDT 4 TREIRIFFH - TELE) .

Koji’s formal exposure to English began in junior high school, when the language
was introduced as a school subject. While he continued to be active in sport and his main
passion lay with his volleyball club activities, his love for English, initially as a subject,
constantly matured, because he excelled at it in class. Furthermore, during his second year,
Koji began to acknowledge the benefits of English as a communication tool. He gained a
valuable opportunity to correspond with American students, through participating in an
international correspondence project organized by one of his teachers. Koji invested a
considerable amount of time and energy in writing each letter, and when he sent the letter
to his pen pal and received a response after a couple of months, he was profoundly pleased.
Unfortunately, the session lasted for the duration of the academic year only and involved
just several exchanges of letters. However, despite these limitations, Koji learned the
practical value of English and gained further motivation to improve his skills in the
language.

In high school, although his life remained primarily focused on volleyball, Koji
continued to maintain his interest and confidence in English. Despite his limited exposure
to the language, he kept working diligently to improve his skills and began to associate
English with his vision for his future international career. Reviewing his career aspirations
at that time, Koji stated:

My adoration [of the foreign world] eventually inspired in me a desire to see the

world. So, honestly, 1 wanted to travel overseas in the future. I mean, I had a

desire to visit and actively work in some foreign countries shown on television

that | had dreamed about for a long time. Then, | thought that English was a

necessity for that purpose. When | was in high school, I had an ambition, albeit a

vague one, to become a businessperson who traveled all over the world.
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According to his explanation, this career objective promoted him to apply for an English
major at university and consider studying abroad in the future.

While attending university, Koji found himself exposed to a “complete leisure land”
(524272 v v+ —Z 1) culture shared among students. Koji naturally became deeply involved
in the activities of the volleyball club, which he co-founded with his seniors. In addition,
the English department that Koji joined was predominantly literature-focused, with the
majority of the classes that were offered in Japanese based on literature analyses, which did
not particularly interest him. Nevertheless, he maintained and strengthened his engagement
in learning English.

Koji found the skills-focused ESL classes, which were held in conjunction with the
lecture-based classes valuable, as they afforded him a chance to assess his own level of
English. Attending classes with English-proficient peers, including returnees, he felt his
confidence in English diminishing, although he still loved the language:

To be honest, once | began to attend university, | never thought of myself as being

good at English at all. As it was the English department, everyone else was, of course,

reasonably good at English, and there was a considerable number of returnees. My
feelings of inadequacy, like, ‘Oh, I am not at all good at English’, occurred more

frequently [than feelings of confidence] .
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According to his own analysis, this change in the self-evaluation of Koji’s English
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skills was critical in two ways. Firstly, it allowed Koji to develop a critical awareness of
English education in Japan and an interest in contributing to its improvement in the future.
Secondly, it also gave him even greater motivation to study the language more diligently.
Reflecting on the experiences that revealed the ineffectiveness of English education in
Japan to him, Koji stated:
| had assumed that | was reasonably good at English, and that was the reason why |
enrolled in the English department, but [when | was there] | felt that I really could not
speak English or comprehend spoken English. This caused me think, ‘Oh, for six long
years | have studied English quite diligently, I have loved the language and believed in
my ability, but this is the result. Is this (the system of English education that | received
at junior and high school) the correct process? Are schools offering sufficient English
classes today?’ That is when I began to have questions [concerning the quality of
English education in Japan].
WhB D HHBREHENEEL LB TEL, EhLEIBHIRZDIL, RADRELNELTTER
WEA, EAEABEIWMORTERNED, TV NS EZANEL, bil, RANPADNELHSRY
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While exploring these questions, Koji changed his career objective from becoming a
businessperson to becoming an educator. As a first step toward pursuing this goal, he
strived to obtain a teaching certificate for junior and senior high school and was trained in
his alma mater, which gave him the confidence to choose education as a profession.
However, his ultimate goal was to emerge as a university professor:
When | began to investigate English language education in Japan, | wanted to do
something to improve it. Then, | thought, to achieve this goal, while one option would
be to become an English teacher at a junior or senior high school, it may be more

effective if | became a teacher of English teachers [at university].
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This objective, coupled with his earlier dream of studying abroad, transformed into the
pursuit of graduate studies in TESOL, the field that he heard from one of his professors, in
an English-speaking country after finishing his undergraduate career. Thus, his final two
years of undergraduate studies were devoted to preparing himself to study abroad as well
as to working on his graduate thesis.

While motivating himself to improve his English and fulfill his future goal, Koji
attempted to fully utilize available resources in his environment before going abroad. For
example, in order to remove himself from his language learning comfort zone in his final
two years, Koji chose the only seminar on English literature led by an English-speaking
professor in the department. He stated:

| knew that it would be difficult if I joined the seminar, as the classes would all be in

English and the graduate thesis would also have to be written in English... but I dared
to challenge myself and immersed myself in the situation.

ZFOHRADE I ZRNITASEEIFETRELL, O, FmbRETENRTNINT 2220
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In his third year, assisted by the guidance of his professor, Koji became accustomed to
writing basic term papers in English. Building on this foundation, he successfully
accomplished the task of writing a graduate thesis in English focused on English literature.
Koji, however does not fully remember if it was here that he learned the basics of
academic writing. Koji received only occasional feedback on his content and language use
in the process of writing his thesis. What Koji acknowledged to be most valuable was the

sense of achievement he felt at completing the thesis on time.
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Master s Studies and Early Teaching Experiences

With the strong motivation to improve his English and become a university English
teacher in the future, Koji firstly attended a graduate school in America. As he recalls, his
experience studying abroad for the master’s program was rife with difficulties. By making
a conscious effort to avoid Japanese communities and engage in active communication
with English speakers, for example, through joining a sport club activity on campus, he
noticed a rapid improvement in his general English communication skills. The challenges
he experienced however, were primarily related to the academic requirements of the
graduate program.

At the graduate school, the majority of the students were experienced teachers
attempting to improve their own teaching methods. Koji, without prior knowledge of the
field, at first found it quite challenging to keep pace with the curriculum:

I went there with this great vision (laughs), but did not have sufficient preparation
and background knowledge of the field. My first class concerned theory, dealing
with this book by [Rod] Ellis (1994), which I could not follow at all. Of course, at
the graduate level, courses such as these are discussion-based, which | also found
difficult to catch up with. All I remember is the difficulty. | had difficulty writing
papers and | had difficulty with readings. All of these difficulties concerned issues
with [academic] English and special knowledge.
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However, thanks to a supplementary writing course offered for international
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students, using Swale and Feak’s (1994) text, Koji became accustomed to the basics of
academic writing. Also, he was able to strengthen his understanding of the contents of the
courses by joining a study group formed by his classmates and by checking his acquired
knowledge against that of Japanese senior students. Once he established the basics, he
gradually got used to the rigorous demands of the coursework. He eagerly absorbed the
foundational knowledge of TESOL and related fields, including linguistic theories,
Communicative Language Teaching (CLT)-based methods and materials, and curriculum
design and assessments.

While studying at the graduate school, Koji began his teaching career as a part-time
instructor at a supplementary Japanese language school in order to earn a living. This
position involved teaching Japanese and mathematics at weekends to Japanese students
living in America. It was a rewarding and enjoyable job as Koji was able to combine his
teacher training foundation from Japanese junior high school with his educational
knowledge. However, he felt slightly challenged to act as an expert teacher at the school
outside Japan and while he was a graduate student. There were certain classes that were
difficult to manage, arguably because the classes met only on weekends. Also, he
suspected that some students may have regarded him and other teachers as simply graduate
students, although they did not openly say so. Thus, the psychological burden associated
with his professional duty at the time added another challenge to his academic life in
America. However, this transitional experience, coupled with the freshly acquired
knowledge from the graduate program, further strengthened his motivation to become a
fully-fledged educator back in Japan.

After successful completion of the master’s program in America, Koji originally
planned to immediately apply for a doctoral program at the same institution. However, for
both financial and career-oriented reasons, he elected instead to return to Japan:

| thought, as a result of the weak value of the yen following the economic crisis in
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Korea, | could not really afford it (the doctoral program). Also, with my goal of
becoming a university professor in Japan, I thought it would be beneficial to enroll in a
Japanese graduate school, as | believed this would likely allow me to make
connections and acquire an understanding of graduate education and academic
communities in Japan. It was a kind of strategic, calculated decision.
RoEBE, BrobLAEWRE, Lr ) EARLOTIWEL | MENEFEHEILE T2 bdh o
T, BrobREESTEAT, 2028 L, L, BHRERIMICHRDORFEOHEIZRY I2hro72D T,
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In the process of applying for several doctoral programs in Japan, however, Koji realized
that most of these required a master’s thesis, which he had not written while in America.
Therefore, he decided to once more prepare to join a master’s program while accumulating
additional professional experience.
The one year preparation period for master’s program was critical in that Koji gained
a hand on professional experience teaching as a part-time instructor at high school in his
hometown in Kansai, where he developed his basic professional and research interest. At
the school, Koji found out the reality of high school English education that he had never
realized when he was a teacher trainee—He was particularly concerned about the teaching
guidelines and student attitudes toward learning English. As a teacher of “oral
communication” in English, Koji was often troubled by the restrictions of the materials and
methods required by the department that ran counter to his intention:
| really wanted to teach ‘oral communication’ [in its real sense], yet there was a
direction in the English department that required me to use pre-fabricated materials,
which are grammar-based books, and there were fixed, standardized approaches to

tests based on the materials. If | neglected them | would be going to be called into

179



question “Why don’t you do the same things as the other teachers?’ so | basically
needed to adhere to the guidelines. So within the scope of the guidelines, I tried to
occasionally incorporate the best activities that | could think of, such as pair works, to
the extent that it was possible, but pretty much what | actually did ended up being
about grammar, which | was not satisfied with at all. This experience clearly
informed me of the situation in Japanese high school for my future reference. That’s
why it does not work.

BATEHTIWA—Fvalia=b—ra R0 eholc ATTIFE, BiERO, s Tih, 7—7
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During the period, in addition to the inevitable restriction in the teaching method, Koji

gained an increased insight into some aspects of student learning issues. After struggling to

teach students despite his hard work in the environment, he realized that it is critical to

solve these issues in order to bring about a positive change in English instruction in Japan.

This awareness led Koji to find out a potential area that he wanted to explore in a Japanese

graduate school.

Unlike the professionally oriented design of the American TESOL master’s program,

Koji found that the graduate school he subsequently attended at University N was more

scholarly. In addition to course work, there were regular meetings of a study group, which

consisted of several professors and master’s and doctoral students specializing in

linguistics and English education. Through regular meetings, students presented their

180



research progress and mutually critiqued each other. Asked about the differences here
compared with the program in America, Koji stated:
Compared with the graduate school in America, there were more students at University
N who aimed to become researchers, although there were also school teachers, of
course. Therefore, there was more of a culture that encouraged academic meetings or
writing papers there. Everyone [at University N] engaged in what was required for
their own future [academic] career. So, | felt some form of pressure from them,
although other students than myself at the previous graduate school may also have felt
similar pressure.
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Overall, Koji now believes that enrolling in two different master’s programs was
important:
Given that American graduate school mainly concerned practice and University N
mainly concerned theories and research, | was able to create a balance within myself.
Indeed, while | was attending University N, | used to wonder, ‘Why should | bother to
repeat a master’s program?’(laughs) but I now feel that that time was not wasted at the
end of the day.
T AV AORFFETIEREE P L, NRTEBGR, PRERLZES7ZOT, Hr i L& of7oZ tizd-
T, RAUEBRLSBGORNTNRT UARENTZE NI Dy, 1ToTHERPIL, RAT BB ITNROIA
N (R) EBo7iF & RERMITIE. NEEE W L,

At University N, Koji learned a range of research methodologies, both independently,
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from both existing literature and texts on statistics, and from occasional guidance from
senior students. Based on this foundation, Koji, for the first time, experienced a
classroom-based experimental study at the high school he worked for. With increased
proficiency in English, Koji was now able to write a master’s thesis without considerable
difficulty.

In addition, from this period onward, Koji started his academic career as a part-time
English teacher at several universities, teaching various skilled-based courses according to
the respective institutional needs, and applying what he learned in America. Seeking a
doctorate degree at the same university in Japan at this juncture was a natural step in Koji’s
plan to develop an academic career in the country. His ultimate professional goal was to
obtain a teaching position in the field of language education that directly involved teacher
education, and he believed that earning a doctorate was a necessary qualification to achieve

that goal.

Writing and Research Experiences over the Course of the Academic Career
Writing and Research Experiences in the Early Academic Career Phase

In Koji’s description, like the case of the program at University A that Wataru and
Shizuka attended, there was no visibly established writing and research culture, nor were
there particular opportunities for research apprenticeship in the doctoral program at
University N. However, there were institutional publication requirements and occasional
invitations to publication projects and career advice from seniors, of which Koji was
appreciative.

What was particularly worrisome to Koji was the perceived rarity of graduates of the
program. Although the program was over 10 years old, few graduates had been conferred
with a doctoral degree at University N, giving the impression that a successful dissertation

was almost impossible to achieve. Reflecting on the nervousness and pressure that he felt
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concerning the dissertation, Koji stated:

Once | entered the program | received the data showing the limited number of

graduates from the department thus far. When | studied the data (laughs), | thought that

it would be impossible for me to obtain a degree. When | compared the number of
students who had joined the program with those who had earned a degree, it obviously
appeared [difficult to finish the program] (laughs). I felt that 1 would never be able to
earn a degree unless | worked really hard. So, | raised the bar too high before actually
working toward getting the degree.
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Koji felt even more pressured when he looked at a then-rare completed dissertation in
English shared by one of his seniors. Koji told me that he was overwhelmed by the volume
and quality of the dissertation:

Seeing the volume of the doctoral dissertation that one of my seniors had completed,
which was several times as thick as a master’s thesis, I set an unduly higher goal than I
actually should have, making the dissertation unnecessarily cumbersome, all because
of my assumptions. Also, the contents of the seniors’ dissertations were so different
[from their masters’ theses], I thought I could not get a degree if I produced something
like my master’s thesis. So, I was under a lot of pressure.
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Aiming to produce high-quality research, Koji worked diligently to conduct an
extensive literature review of international journals in the field of applied linguistics in
order to acquire further knowledge of the field. In addition, in an effort to refine his
methodological knowledge, he even joined an academic association of a parent field of
TESOL in Japan to learn of the latest experiments and analytical frameworks that could
potentially be applicable to his study. He also conducted two years of pilot studies to
enhance the quality of his project. However, Koji did not have as much time to concentrate
on the project as he wished. This was mainly because of time constraints resulting from his
continued teaching duties as a part-time instructor at multiple universities.

Within these constraints, Koji managed to obtain candidacy status by publishing
several papers in in-house journals. One of these representative works, which was the first
he had produced in English, featured a literature review that discussed possible existing
theoretical frameworks that he had considered using for his dissertation. As the journal was
intended as an institutional review for the graduate faculty, Koji did not have any particular
technical difficulties writing it. From the existing literature, he had learned the discipline,
specific terminologies, and generic format of RA in the field. He also sought linguistic
support from an English-speaking colleague at one of his universities he worked for.

However, the institutionally oriented genre came with its own challenges. The major
difficulty concerned the space limitation. Unlike regular journal articles consisting of
approximately 6000-10000 words, an in-house journal article, particularly in Koji’s
department, limited the quota to about 5000 words:

Due to the shortage of space, it was very hard to include an in-depth discussion

within these constraints. | guess that I could not do it well, so, I later thought that |

should have spent more time planning it.
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Further, while the review board mainly consisted of professors within the department, not
all of them specialized in his field, and his writing had to follow the institutionally
designated citation style rather than the usual APA style of the field.

After obtaining a doctoral candidacy following the fulfillment of his publication
requirements, Koji then sought advice from his seniors on how to advance his career. The
suggestion they offered was that he should firstly obtain a full-time job at any university,
complete a dissertation, and then switch to another university if necessary afterwards. In
accordance with this suggestion, Koji, while working on pilot studies, applied for several
positions and was successfully awarded a full-time contractual position in the coordinated
English program at a private university. Soon afterwards, he married and started a family.

Additionally, following his seniors’ advice, Koji, at the time, concentrated primarily
on writing his dissertation, rather than developing a distinct writing career. He stated that it
was partly because a short-term, focused approach to dissertation writing without being
involved in other projects, was common practice among his seniors at his graduate school.
Concurrently, within his department at the university where he started working, he was not
under extreme pressure to write and research beyond the dissertation. As the department
consisted of primarily educationally oriented staff, it was considered to be sufficient to
submit annual reports on overall professional accomplishments to the university. Yet, the
very completion of the dissertation in this demanding professional context was much
harder than he had imagined.

As a teacher, Koji fully enjoyed his position, drawing on his expertise and
experience. He was responsible for teaching eight standardized skill-based courses per

semester. He also taught one elective course in his field, although there were few students
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who were interested in language teaching professions. However, the non-teaching duties
that he began to undertake in addition to teaching as a full-time faculty member were
unexpectedly time-consuming, often affecting the progress of his dissertation project. From
the second year of appointment onward, in addition to his teaching duties, Koji undertook a
wide array of committee work at both intra- and inter-departmental levels. The multiple
committee work he engaged in ranged from entrance examinations to curriculum
renovation. One of the most challenging jobs involved the design of a program-wide
English language skills test to assess the performance of existing students:
| had to develop a decent set of tests each semester, for which | created listening
questions, asking native speakers to record the materials every time. | had to create as
many as seventy such questions [for the listening section]. | also created as many
questions for the reading section. That was quite time-consuming too. This kind of
job was completely different from what | was doing for my own research, but |
thought that that was the way things were supposed to be.
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PO KD RT A MESTEATT, Zhb 700 b, A LBfE bR TE LE, T,
V=74 7 HRICEIICTOMT, ZA ORI & SN TE Lic, IFERESITEI AZTNE D,
Fh, FNUIEHEI BATLL LT,

. Even in these circumstances, there was a special occasion where Koji was invited to
publish his work. Through his network at University N, Koji was asked to contribute to a
bilingual book proposed by seniors. Primarily occupied with his dissertation, teaching, and
administrative duties, however, Koji did not have sufficient time to consider a suitable
subject in depth. Therefore, because of the tight publication schedule required, he decided
to include a summary of his preliminary research for his dissertation. This was written in
Japanese in order to avoid the considerable writing time that would have been involved if

he had written in English. Although it was his debut publication for an external audience,
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Koji did not feel any strong attachment to the work.

As the due date for the submission of the dissertation draft approached, Koji found
himself under considerable mental strain. Reflecting on the period of time, he stated:

| was always extremely pressured to write such-and-such a section for my advisor’s

review by such-and-such a date (laughs), and in the meantime a surge of committee
work mercilessly came in, so it was very difficult to manage all of these [research and
work tasks].
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Koji always wanted to assist his wife with any household matters. Nevertheless, in
the year when the first dissertation draft was due, he had to limit his family duties to
concentrate on his own dissertation. As he recalled, during the drafting stage in the summer,
Koji resorted to confining himself in his office at the university on a regular basis, leaving
his family at home.

| stayed in my office on many nights, asking my wife to handle the household matters
alone (laughs). After everyone had left the campus, | would stay there, change into a
jersey, and continue writing. When the guard came in, | would tell him, ‘I must stay
here [overnight]’...and then would go to the the public bath nearby. Then, after a
sleep, | would wash my face before students entered in the morning.
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During the course of Koji’s solitary stay on campus, there were times when the air

conditioner was switched off early in the evening and he was in danger of suffering from

187



heat stroke. He had constant back pains from sitting for such long periods without a break.
He currently describes that period as, “probably the hardest time in my life thus far” (A\E T,
LFETTEHEREE >0 Lnzzvy) mentally and physically, although he overcame these
difficulties by recognizing his sense of progress. In several month thereafter, through
constant chapter-by-chapter feedback on the content from his advisor and occasional
language-related advice from his English-speaking colleagues, Koji successfully finished
his dissertation on time. Reflecting on his feelings of liberation after the completion, he
stated, “When I finished it, I felt, ‘Oh, I am finally free. I am finally a researcher from now
on! Yes!”” (liansfkb o7 L X2, &, RADR S EHRICRSTE- TN D Zohb X HIRHFELE, b
=, REVREBNRH Y F LK),

Although Koji eventually presented a portion of his dissertation at an international
conference, and published the related paper in a succeeding journal, his self-evaluation of
the dissertation itself was quite modest, and he is not interested in furthering the theme of
his dissertation for the remainder of his career. Reflecting on his feelings and experiences
after completing the dissertation, Koji stated:

I do not want to look at my master’s thesis or dissertation ever again. Don’t you feel

the same about yours? | was ashamed of it and did not want to publish it. There was a

recommendation that | should publish the dissertation in its entirety [through his

network at University N, from a Japanese publisher], yet | do not think of it as
something worth being made public, and | wanted to forget it as soon as possible. So,
| did not do anything about it for a while. But, over time, | thought it may be a waste

[not to do anything about it], so | gave a presentation on my work at an international

conference and wrote an article based on a section of the thesis, so that was enough

for me.

EimbiEamb o “ELRZI RV oTn ) (R) HVEEALNEI WS D? RAVPRTHLTET,

CARBDIITH LK o T, b, EHINEELTEHMLIES LMWV IFELRAMND ST
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DHLIEATTITE, TARALETHTELLIRNALSARVL, BLERLVE, RADZEI NS
DRH-T20 ENTERBHRBETICT DT 2ETLESTIDEE L b ot RWVR, /ST,
TN THADFERTEL LV HZATREIL T, TIORPD, TON—A, RAPBEELEZHDOTH
—FRILBENZL, FHVVONRSTESTHATTITE,
For him, the dissertation’s foremost value was as a catalyst for achieving his career
goal and as source of confidence. When describing its significance he stated:
I made many compromises and there are a number of shortcomings to the
dissertation ...yet | guess it was a set of the stairs that | had to climb, and now that |
have finished climbing it 1 would like to make it a basis for my confidence. | mean,
I gained confidence from finishing it, although I don’t have confidence in its content,
so, it was not a waste.
TR SIEY > TV DORT I HYVETLHORRA LWV SIENH DA T EEULZENT
HIOVEDELIREWEL SToDN b, bITNHVESTZAT, OEDDAFBIZLT, Znnb
RoTNIINRSTWI BAOAFICIE RS bOTEDY £, Lozl ) Z &R, HHIEE

ST BERWATTITE, e EBERTIE Ao/ HnES,

Writing and Research Experiences in the Current Academic Career Phase
Two years has passed since Koji successfully obtained a full-time position in the
English department at another private university, University M. Koji, as one of the few
faculty members specializing in TESOL, not only teaches in and coordinates a general
language program, but is also in a position to introduce students to his own field and offer
teacher-education-related courses that he had wanted to become involved with for a long
time.
Koji feels that the “atmosphere”(%:pi4%) at University M is slightly more motivated
towards research than that of the previous institution. According to Koji, although there is

no required number of publications, senior colleagues around him regularly publish books,
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which inspires him more than before. Also, his CV is now open to the public at University
M, which also places a degree of pressure on him. However, Koji also adds that his time
for research is limited to the summer break, as duties concerning entrance examinations
dominate the spring break and “research days” (#fs2H) during the terms in session are
often devoted to committee work.
Even under mild pressure, given his current life stage, Koji still finds himself
unprepared to actively engage in research, despite his willingness to do so:
I am currently at a difficult stage in life. Before becoming a tenured professor | was
completely involved in my work, but once | finished that war-like process [of
dissertation writing in the midst of professional duties], as a father of three children,
my work-life balance got relatively tilted to the ‘life’ side.
L. BDODNEDOHT | HrobBHLWAT—VICAS>TNT, BEDOHEERLHFNINT Lo 72
STEATT T ERANT D b 2REBRGORYZ Z 52T, BADOFREDIED T, FHR=ZAND
ATTITE, Bro bW ZE S, FDTATIT—INTUADDOYETALTDIFIICHL I L
Wb oolzbZAbdHoT,
Koji continues to state that it would still be difficult to shift his focus to research, partly
due to the unavailability of time at home:
Basically, I cannot work at home on weekends. But then, when | stayed late in my
office and returned home at night, | often found my house like a battleground
(laughs) with all the children crying, so | now feel the need to return home
reasonably early. Also, I must regularly pick up and drop off my children at their
preschool. So it is presently difficult [to focus on research at home] from my
perspective. You know, there were frequent episodes like this, when | worked at the
PC, all of a sudden one of my children would burst into my room and start
rampantly hitting the keyboard, making “FFFFFF” appear on the display (laughs),

so | came to the opinion that I can never work at home.
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ERBCERENTHIFEAERTIHEFEITERV S TWIELRATT L, NeWVoThAE
DESETRFICVD ERFITIFD E ZIOFRPBMAND LS 1Z8 > TR THAT (B) =N (FHED)
HFRLTT, & (R) ENbZZZZRDITFLRLIBRNT R, EHEVAZHZ O RATT
T E, ERORESHLY, BoON TR, RTIHORYAarenPoTHlRRNTTN, £57F
e E—oT (TR Ao TETHx—R— RORY v &2HITE L CHEEIC FFFF 5T (%) &
NLE>BwIHolATTR, ZTIHERNLRW - TE-T,

At this juncture, Koji confesses to having had ambivalent feelings concerning writing
and research. On one hand, he feels that, given the professional and family commitments
that occupy his time, it is inevitable that he ends up giving research the lowest priority:

My current objective for the year is to give one presentation at some conference and
publish at least one article. This is the least | should do, but given my time
constraints, it is the maximum, the limit that I can achieve.
SFEVHAT. bOFEDH, EonDFRTIORKRTLD%, SEORIEIITTA BR—-MEE LA
MR L — AN > TN SIUTM->THATTIFE, ZRHVR S I FRIKBRL L/ LT
WTT L, 7T ERMIIR 2 & 2B X - O ENRRKT, BRI EITENETIT L,
On the other hand, Koji has also found himself dissatisfied with his current situation, and is
willing to invest more time in research:
To be honest, I would like do it more...I cannot really work at all on weekends,
when | take my children to the park. This situation makes me a little uneasy; am |
really okay just living this way? However, | convince myself that this is my current
stage in life...I am determined that I will switch my focus [to research] when the
youngest child becomes older. At this stage, however, there is no other choice.
FEALE TR TN TT, RoXVBERITT o & FAERFEIZHENLTITo72 0 Ly, EAEALET
ERVDT, £5T2LZI0IHEVHLNREDRL LoD LHEDLATTRHHNDDNR,
TARBRDL TN T TCREFTERSEVSITEH LI VI AT =TI LV D5 51T#HIE L T, moaltid,

bOLLENS, FH—FTOLoLRLWDORREL RO HLAL v TFEZYVHFEZ LI > TV 55
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WCHADRPTROTHATTITE, ZRoAIHMET 2000 > TN I S 5IZE->TET,

Koji feels that he has just become a researcher, and therefore, has yet to develop a
particular self-perception as such. He would rather regard himself as a teacher, and is
willing to bring his expertise as a researcher to his teaching, as he had envisaged in the past.
Clarifying the application of his expertise in teaching, he stated:

Even in regular classes, | often consciously incorporate the latest research results [as
part of course content] so that the students can get an academic flavor in class a little.
| also try to help them have a clear sense of purpose, | mean, | let them understand
why they do what they do. I also try to allow them to have confidence. Even when
they make mistakes, | try to perceive them positively....I try to do various things to
avoid demotivating them.

AU OIFEORETEH, BHOMERRLEDEDT AT I v I REFEVEL Lo LU T2 L9 7%

TEELIOLMUANTHEENEI NI ZEIFDY LEHRLTET L, b HMERZARICSES

b, RATEZORE, TIARMBLTEIOSTWIDEZ S, bbb ENAGELEYE

5o T0IM MESTH IO HENICENZ ZIRTIEDD LWV I Dy, - TELRTLDORLRE T

BIRVEINCNWAARZEELRTHEIICIELTVDATTITE,

Considering the current situation surrounding English education in Japan, Koji feels
that the change he had wanted to make when he was a student has yet to come. In his
opinion, this is largely due to fact that the Japanese school curriculum is focused on the
university entrance examination. With the challenge of directly changing the status quo of
English education, Koji, in his capacity as a university English teacher, finds it critical to
provide high-quality teaching education to prospective instructors, in order to fulfill his
dream from his university days:

If I gain more power and become, for example (laughs), a member of the Central

Council of Education, join its foreign language education working group, and become

involved in the educational policy making, | could consider ways of changing
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fundamental policies quite drastically. However, | obviously do not have the power.

Therefore, the only thing that I can do for English education in Japan at the moment is

help future English teachers to study professional topics, or provide them with specific

suggestions as to how to improve their teaching. For example, ‘Okay, here is another
way of conducting a composition class.” I mean, all I can do for now is provide some
inspiration or stimulation for them, so that is what | have been doing.

ERboLbo b fESRoT, T2&2F (B) k., HOTREBFTERRDOA L AN—IThRo720 LSk

EREHBEMOIRANE I VNIRRT ASTZY Loy ZIVIERMICER D Z LIcb Ligoloe Lizh

BRI ~F v 7 ITRANAR Z L2 EZbND LIZES ATT IR, EELBLAATARNASROTT

L. 054 ZOBREICENARDEBEREO-DICTE D Z ERXMANE VAT, FERIEED AT,

FRAAHI L LTWDLFREBIC, 2OVIFEMWRILMMLTEH I Lin, LExFEarRYyay

DELDORETHEZOWVIRERMD D Lo TREBIZRTZ L &, ENDEINVIRKOKAERLD

WZIRADD DT 2T D EV I D, RICHRBE G XD 5T ZELNTERVWEES ATT AL

TENHLZENERSTH-> TV ) Z & THH,

In the future, now that his field has become increasingly prominent in global
scholarship, Koji aspires to become “a researcher who is capable of proudly having a
discussion with English-speaking scholars” (it~ & #3ERFESS L #m T 5 & 5 201%e#). In
addition, he would like to attempt to write for an international publication “once [he is]
free of daily lunch-box preparation” (& 0 ® 3554 1E Y 2 bR STz 5).

However, because of the perceived importance of networking as a means of scholarly
advancement in Japan, Koji finds it equally critical to be a locally active researcher:

| believe that in my field, the mainstream scholars are those outside Japan, and I think

it would be beneficial to seek contact with them. Also, it is enjoyable to simply go

overseas .... However, it is also true that expanding my networks in Japan can lead to

offers of, for example, publication projects, lectures, teacher education plans, and

projects related to the MEXT. Therefore, | believe that local connections and
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networks in Japan are extremely important.

HODORHTEDE - ANEZELINTHEIBRATZL STV ) DTS OSEETT L, TEIWVI A

LLBMAELEODLENEIVIDETIKHRCESTT TR D E/MS LAGEHE VA ARSL

EICRONE > TIT DI LWTE Lo, 2, AT, e 2EZ20, AREZHIEF TV, 7=

&2 RIS SR D LA, ZRRHEEICORND L, 1L 2IFENBEEFHEIC SRR D

LW DNV SIREDIRAINCORIND ED TRAINE I VI ERTIE, BARDOENTORAY &

PF Y RT =2 5T OBRFTILKERLSH LiFB-TET R,

Describing his vision as a researcher, he reveals a practitioner-oriented interest in
becoming more visible in the local professional communities, through the recognition that
Is to be gained through research rather than through research in its own right:

Of course, | must write articles and attend conferences, but | would like to expand the

scope of my jobs to various other tasks. So, the fact is if you develop an academic

career, you are offered opportunities to give a lecture or maybe even publish some
work. Therefore, | would like to improve my networking and enter the mainstream

(laughs) [in the field of English education in Japan].

REL L EDERT L LD, HBOLBLAARATTITE, 650 LI 5, KFTH&EENT

FTh, ZOLENLRRFRENMLENTHLIREZ 5 EHEBA TR, WAL S HFER

KETRFHEM L, HROFESH L0 LR L, ENBEINIEKLETEALEALZ I NAARDZ

RO EEFTEELIZ S () HoTHELARS>TH S ORG Y 3,
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CHAPTER 8

PARTICIPANT PROFILE 4: TAKESHI SUZUKI

Takeshi Suzuki is presently an associate professor at a private university. Unlike the
other participants introduced above, Takeshi came to be interested in English mainly
through bilingual reading outside of the classroom during high school. His linguistic
interest in English led him to proceed to university education, which he had initially
considered unnecessary. However, at university, Takeshi became dissatisfied with the
learning environment and decided to focus his own self-study on furthering his English
knowledge and skills. His pursuit of a master’s degree came mainly from his desire to be
exposed to an English speaking environment and thereby become proficient in the
language. Thus, although his master’s study provided him with both advanced language
skills and knowledge of the discipline, Takeshi was indecisive regarding his specific career
options. It was after his engagement with teaching at a conversational school back in Japan
that he became interested in a particular research theme, leading him to join a doctoral
program in America.

Takeshi places great value on his focused experience during his full-time doctoral
study, and his personal intellectual curiosity gave him profound enjoyment of his writing
and research. In contrast to his doctoral study, during which he felt a sense of fulfillment,
Takeshi was not particularly satisfied with the work he subsequently produced in
professional contexts back in Japan. Over the course of the job search, he started to publish
RAs in English for the first time, building on the coursework of his doctoral years out of a

sense of obligation rather than passion. Once he acknowledged the need to write for
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publication for CV purposes. After successfully procuring a position as a full-time
contractual instructor, he became socialized into teaching and teaching studies, enjoying
his institutional context. While he profoundly enjoyed these endeavors and even took
leadership in a number of projects, he felt that he was unable to focus on his own research
in the way he had in his doctoral days. In the present context, Takeshi’s sense of
commitment as a teacher has intensified as he is one of the few faculty members with a
TESOL background. However, a range of non-teaching professional duties constantly
overwhelm him. Having many research ideas and being confident in his expertise, he
wishes for more focused time for advancing his research, mainly to satisfy his personal

need for intellectual pursuit.

Pre-Professional Background to the Pursuit of Doctoral Studies

Pre-University to University Experiences

Born in a rural city in the Kanto region of Japan, Takeshi never knew of any
English speakers in his neighborhood. Early in his childhood, he was absorbed in
swimming and baseball—never interested in the academic or the literal world in general.
Takeshi defined himself back then as a typical “sports nut” (zx#—>i3%) who “even
wondered, ‘Why should we bother to go to junior high school or high school?” ” (¢4, &
BH2RATIFS Do>THH L BLY)

In junior high school, his athletic interest shifted to volleyball, as he vaguely
envisioned pursuing an athletic career. When English was introduced as a school subject, it
attracted him as “novel,” (#f) evoking the image of Hollywood stars seen on TV;
however, his interest did not transcend the boundaries of the classroom. Takeshi’s authentic

interest in English intensified mainly after the unexpected transformation from an athletic

lifestyle to a literal one due to an injury.

196



In the second year of junior high school, Takeshi hurt his lower back during a
volleyball game, and the injury increasingly aggravated his condition as a player. Although
he attempted to continue his volleyball activities in the first year of high school, the
damage was serious enough to force him to give up the sport that year. It was in the midst
of self-exploration during this challenging time that his absorption with reading began.
Initially finding himself at a loss of directions, Takeshi chose to read books to kill his time.
Fortunately, his frequent visitation to the library thereafter drew him to a new community
of book lovers, with whom he was previously unfamiliar. These friends guided him to read
one interesting book after another, enriching his inner world.

In the course of reading extensively in Japanese following his friends’
recommendations, Takeshi stumbled upon a bilingual book series. The series, still popular
in Japan, is a collection of famous English literature with accompanying Japanese
translations. With the original passage of authentic text in English presented alongside
Japanese translations, each volume was designed to cater to the needs of English language
learners in Japan. The first volume of interest that Takeshi came across was Kwaidan:
Stories and Studies of Strange Things by Lafcadio Hearn. Looking at the English text with
the help of the corresponding Japanese translation, not only did he increase his
understanding of the book’s content, but also became amused by the contrasting analysis of
the structures of the two languages:

Apart from what | learned in English classes, what | found interesting was trying to

compare the grammatical structure [of both the English text and its Japanese

translation]. After finishing it (the first book), | read more of the volumes and
became able to understand [the content of] them as well. Then, | went ahead to reach
for more difficult pieces, like philosophical ones, to get the feel of an anxious
literary guy. | was consumed with the ‘I-am-a-useless-person-no-more-able-to-

play-sports’ feeling. Then—how do I put it—the more | read the books, the more I
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became intoxicated with narcissistic decadence, with this feeling that life doesn’t
mean anything; but, the reason why | was able to enjoy the feelings was because
those pieces that | happened to read were so interesting.

EHWFEDOV FARDH Y E LT EZOLENR I L EDS, .2 URTHLIOBRANEHL T,
A, FNEFREAES, BALALDN-TEREY LT, T, bot I 5, HLVWNAED, Hrolk
TH74mY 74— IV RD(EFHAT), HroL I INIMATDHELDXFEFET v 7
REMT, RADD I BEL TE RV LARAMMEZEDE, £V IEUICOZ> TR TV I KL
TR, THIH, RADSLLVWATE R, ACEE> TV 2, i, NERAT, &
Tenip, TEHLEALEAS>TNIELT, THENLTHOWTIZHA T LREME A>T > TV D
ZEToTVIDEHHATT,

In the second year, his heightened interest in English led Takeshi to study the
language in more depth on his own; additionally, he considered pursuing further studies at
the university level. He stated:

I was really curious about the structure of the English language. To start out with,
the word order [of the language] was different [from that of Japanese]. Why does the
language work this way? It was like a puzzle to me. That was my observation from
Japanese translations of English text; so, a flurry of thoughts sprang to my mind,
purely out of curiosity—I would really like to figure out this language that is so
different from Japanese. What’s the structure of the language? What are the speakers’
lives like? Then I wondered, ‘How can I study this more?’ This [question] in turn led
me to hit on the idea: ‘It might be good to going to a university.

FEEDMHAM LT TR RS T2ATT IR, o2 FTHIEGES L, RATIN, 2572
LDOTN) EHNANBIWVIRE L E VD, FRENLSATLEZ5DNLDT, £HIHFL
STWIHIPA, BaT7REWRT, ZARTEISH - TVIDZE, TIKHHLTHEZN, L0
IHHBIR AT, ZHE Lo TAEETHASTENIZLE IV ZEE STV I DOBRBRICE X

TTTET, b2 Z9MMTDITNEED LEEHWVNATLE STV ZET, 2 TARFy EEND,
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From then on, as he recollects, Takeshi went ahead and tried out various approaches
to studying English on his own, including training himself in the skill of comprehending
English newspapers, which also served as a preparation for the entrance examination.

Takeshi emphasized that he did not have any career considerations behind the
decision to attend a university. His teacher’s general academic advice to students at that
time was the encouragement to apply at several high-ranking universities, given the
potential social benefits in the future. Yet, Takeshi was not convinced of this advice, as his
goal was purely a personal intellectual pursuit. He stated:

| really did not have any concern about choosing a high-ranking university. All that |

wanted was to have time to study on my own. My English teacher, too, would tell

me, ‘Why don’t you apply to various universities? Why don’t you go to what is
called a prestigious university?” To me, though, such advice was irrelevant. | really
did not care about the name of the university as long as it allowed me to study
English.
VDRFES TWIEED B r oL R0 T, ICHLATTEN V- T HFEBSIEL D5 7ZAT,
B TR 2 > TV O D, b EHRFEDHRAELNTE, WAHAALRLE ZAZTHITVWT
RV TN, RANT D WORFSTEPLNTHRETTIENO LR 20> T, TH
PICHIZELENLTEZTHNNDT, RETHREWRTE D LI THUTEZTHDW STV H D
Do T,
Thus, following his own plan to achieve the goal as soon as possible, Takeshi enrolled in
the English department of a private university which was affiliated with the high school; he
received special early admission based on recommendation.

Soon after he entered the university, Takeshi was shocked at the lack of classes that
could truly help him learn English, both practically and academically. He vividly

remembers the disillusionment with the academic environment that he found himself in:
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Well, | remember that at first, | was really prepared to study with a lot of hope, and
attended classes, full of motivation, for about three months. In time, however, |
thought, it was useless; | mean, the university itself was useless ...Professors did not
have any interest in teaching whatsoever. It did not make sense. They just lectured on
their specialties, assuming that students must know their area. Their courses were not
even courses at all.

DRI DI D DIZA L IR ICR, E 5 DELTFALICMBT 52060 T, =A< bWVE

FHVWANAS LN REICHHT, LKA TRSTLRENH DA TTITE, Adia, EHEZY

2o THoTZATT LR, RFEEER -, AL, FARABZ IR ER Leund, RANREK

DRI DTN Dy, RAMBGOIFRDZ LE2RLDHATTITE, TENEASRNWETEDIER, &

TEWR AR ARE L 2 RN C R ABRTZNR,

His disappointment with course offerings, however, gave Takeshi an opportunity to
return to and expand on his approach to self-learning that he had begun to develop back in
high school. He explained how he motivated himself:

Okay, | will study by myself, then. There are books out there, and | can understand
[English] if I read them. That’s what | thought. I took a minimal number of required
[language] courses, but | decided to study areas beyond what the classes covered
without hesitation, believing that it would be efficient for me to study linguistics or
other things (English-related subjects) on my own. Then, | started to devour various
books. That’s how things went, as | remember.
Ho. HBOESTHRT VbWV E KbHDHL, #DiTbnd, RANE S BolcATT R, RIKR
DUEDRFET L 5T ATTIF L, FBEOR, THENNDOZLITASTLLRALLARS) &,
SHHICLTHMILTH, BATHRLIZIEZIDENES ) LEST, ZANLVANEREH S -
THAILDOTZ, £TIVIE LI R CRERH Y 31,

After the decision to focus on self-study, Takeshi followed his own intuitive syllabus

not only to learn the structure of the English language but also to develop the knowledge
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base of language-related fields. As the university did not require any discipline-related
seminars and graduate theses in the second and third years, there was no explicit
professor-led socialization process into any discipline through writing. His exposure to
language-related fields was attainable almost solely through his independent learning
endeavors, mainly through reading.

Though he adapted himself to the laid-back student culture and participated in club
activities with his peers, Takeshi regularly used his private time at home to immerse
himself in books. As his studies progressed, the joy of intellectual fulfillment overpowered
his initial frustration with the university. In fact, he came to value the secret learning time
apart from that provided by the university’s curriculum, which attracted him originally to
the school. According to Takehshi, there was a time when he slept in the daytime, worked
part-time in the evening, and studied English from night till morning, ending up not
attending classes on campus. Still, he found it pleasurable to be given several years to
study English without relying on any particular assignments or people. He read books on
linguistics, sociology, and communication, among others, without being seen by his peers:

You know, there is this nerdy linguistics section [in the library]. 1 mean, for no

particular reason, | would feel like, ‘Ok, I will read all’ [of the books in the shelves in

the section], but |1 would not really like to tell this to others. | was not the type of guy
who appeared bookish, so I almost never read openly in the library in the daytime.

RAIPEZ X =TI LD, HD LRV TTNEFFED A—T =R WROR, BE, A5, T

NEEFATED, BIZCRERDIZ, RADERRZ DT TT L, - TbHAE Y ENEACITE W

BWATTER, BiRE LTNDE 5T ZA TS UerinotzL, ROTEDH, BN HRFKE T

EECTHD - TV ZEIRFE A ERDST2TT,

During his second year at the university, Takeshi began to plan to study abroad in an
English-speaking country after graduation. Part of the motivation behind the decision was

his emerging self-doubt about the meaning of his focus on the linguistic aspects of English.
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Over the course of his solitary reading journey, Takeshi increasingly felt the need to
simultaneously improve his English communication skills. Takeshi tried out various
independent methods to improve his English skills. In addition to regular language classes,
some of which were taught by English-speaking professors, he watched movies, went to
the language laboratory, took special courses on interpreting, and volunteered as a tour
guide for foreign visitors. Yet, he still felt limited in applying his self-learning approach to
enhancing his English skills in the environment.

In addition to this evolving awareness, Takeshi’s long-standing personal curiosity in
immersing himself in an English-speaking country was a source of motivation. This
curiosity intensified as he considered his future profession in a more realistic way than in
the past. With his consistent love of English, he envisioned a range of career options,
including translation, interpretation, and teaching at the high school level, for which he
earned a certificate. However, Takeshi never thought of going straight into any of these
professions without actually visiting a country at least once to observe how English was
used there. Thus, he planned and studied diligently in preparation for achieving his goal
without aligning himself with the job-hunting activities that his peers engaged in during his
senior year.

Takeshi, however, did not have any idea of institutional destinations or disciplinary
concentration at the time. Takeshi emphasized that the choice to attend the master’s
program in America from which he later graduated did not come as a decision, but rather
because of the suggestion from one of his English-speaking teachers in charge of the
study-abroad advisory board. According to Takeshi, he originally did not think of attending
graduate school and assumed that even an English language program would suffice, as he
“just wanted to see people speaking English” (& x » L #5523 L TH A= b & RITIFE VR
~7-). However, the teacher suggested that he should take the opportunity to apply to a

graduate school, given that he finished the undergraduate program. The graduate school
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was one among the choices that the teacher offered to him that was particularly cheap and
was the first to accept him. He almost casually chose the concentrate on TESOL, as it

sounded similar to his original major and as he was interested in linguistics.

Master’s Studies and Early Teaching Experiences

Because the master’s program was intended primarily for English-speaking
language teaching professionals, the beginning of Takeshi’s life there was marked by
struggle. Fresh out of a Japanese university without extensive prior exposure to English for
communicative or academic purposes, he was initially overwhelmed with a multitude of
language and literacy learning challenges. Along with the struggles associated with
adapting to daily life as one of the few Japanese students in the city during this period, the
first encounters with formal academic literacy tasks affected Takeshi in the first semester
of the program. Directions regarding basic assignments, such as summarizing texts,
preparing for presentations, and writing term papers, were not clear to him. He had never
engaged in such tasks even in his L1. As he did during his high school and university years,
he turned to books as a main resource for learning. To understand his assignments, Takeshi
read books on academic writing and related areas that he located independently at the
library. Even after understanding the assignments, tackling them was challenging. He was
so troubled for about three months that he even thought of going back to Japan.

His endurance for the first semester brought Takeshi a well-deserved breakthrough
both linguistically and academically. In addition to getting used to the workings of the
program, increased levels of listening and speaking skills contributed to a sense of
well-being in his daily life. He joined a circle of American professional peers of various
ages. He became particularly good friends with one of the local mature male students, and
they often shared drinks as they discussed a variety of topics. Academically, Takeshi

developed the ability to comprehend the lectures fully and become genuinely interested in
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them. He continued to work hard without missing any classes. Now feeling no pressure to
hide his bookish self, Takeshi frequently visited the library, sometimes with friends, and
stayed well into the night to study.

In his reflections, Takeshi described several critical moments that bolstered his
confidence as an advanced language learner in classroom contexts during the pursuit of his
master’s degree. His success stories pertained to the recognition of prior knowledge
acquired through self-learning as a resource to keep him on par with English-speaking
peers. One such memorable occasion happened when he noticed his familiarity with the
content of linguistics courses. He realized that the level of the content was almost similar
to what he read as an undergraduate back in Japan. Therefore, he felt that he had a little
advantage over the others for the first time. Other confidence-building moments occurred
when he switched his papers with those of his English-speaking friends through informal
peer review sessions in and out of classes. The sessions allowed Takeshi not only to learn
from his peers but also to confirm the accuracy of the way he actually applied the generic
academic essay structure he had struggled to model from books.

Takeshi’s confidence in his English abilities was further strengthened in the context
of pre-service professional training offered through the program. The major part of his
practicum requirements involved teaching as an assistant instructor in an intensive English
program, incorporating what he learned from TESOL coursework. As he remembers,
Takeshi found it enjoyable to teach beginning ESL students, particularly from the
viewpoint of an advanced user of English. It was exciting for him to find himself being
able to teach English in English. In addition, he did not feel pressured as in the class with
American peers. He also was involved in various program activities, such as going on field
trips with students.

Simultaneously, Takeshi still had some reservations as to whether he loved teaching at

the time: “In my recollection, if | was asked if | really loved teaching [at the time], | would
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say that | was not sure, although it was fun” (Tt #2256 Z L BZARICH LR BRFE N> TE
PNDHEZITHRVEI KL LTEL I ARTENHHATT LA, ThE LW LW). Evaluating
his teaching endeavors back then, he stated:

Of course, | learned methods in the program, so | tried out various things in class, but

although it was interesting to do that, 1 did not fully understand what the best approach

was. At that time, | went to graduate school without any particular sense of purpose or

willingness to become a teacher; so, | may not have been ready for it in that sense. I

did not [have the motivation] to apply the practicum experience to my future

career...If | had taught somewhere and come here to develop my skills further, the

training would have made more sense, but it was my very first time, you know.

Therefore, 1 did not have a foundation to build upon. I was just doing what | was asked

to do, without much awareness.

bHLANEDRAIPBIRIEL DN ) DIFRETRLDT, ZIHIVIHIDEEKRLTHII>TWVWHIZET

WANARLTUEIRDOATTITE, ENBRVDOrbhrbRnL, Z20-TH I EAERIIEAN >

TTFER, Z2ONAALRRD FERA L THIZoTWIERTIE, bbb LITRFRATLOBRAL

RS ATz L, TEILRS I > THSEHBLTASTLIDOF TIERVDOT, £ 9505 B TIIMY T

IR AINESNTHZTT, LHbINEIHIZ2ZIb2L 0 NEDICSTNIDR LD

WHATTITE, b —F/ILOTT LR, LD TEARI EERAD, RDE IR LZ572AT,

iz LIZBEZXTOVWNDDLRLRY, HAFEFVERL ToTNINE IRNEFTOILTRS> Tlzos T

IR TI R,

Thus, for Takeshi, training in teaching back then was primarily a catalyst for his
evolving confidence in English skills as a learner, rather than for his professional
development. Yet, his later recognition of his ability to teach English speakers, as well as
ESL students, gave him a sense of achievement as a potential foundation for his
professional future. As an extra assignment that was outside the regular practicum

requirements, Takeshi was offered the chance to fill in for a professor and provide a series
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of lectures for a linguistics course in the undergraduate program. He was asked to cover the
introduction to phonology, a topic with which he was knowledgeable. Despite the initial
nervousness regarding his perceived awkward moments, Takeshi’s well-prepared lecture in
his own words eventually garnered positive responses from students:

Although I was not able to fully detail on the topic well, | was able to lecture on it by

explaining with examples and focusing on the simplicity of the underlying idea. And

they (students) told me later that, my plain English, within the capacity of my
language skills at the time, rendered the lecture easy to understand; so, | thought | may
able to do this kind of thing, you know.

HBAEDVSEEZRI LTOANAFHBIETERNTE, 5o THI LEMBEARAL STV Z xR,

H# LT, Fladbidfz LTV, 2T s, THEREFETLLO DO THIZZNN DY

MEPSTEoTHETESTNT, £FINIEHTIE, IV IHIDESTHLTEDLALS RS T

WO DIEH o, BBA,

By the time he successfully finished the program, Takeshi came to value the English
that he had struggled to acquire as a resource to draw on in any professional context. Thus,
Takeshi’s career plan upon graduation was not limited entirely to teaching, even at the
university level. Rather, he was poised to take on whatever language-related career was
available back in Japan.

According to Takeshi, it was after he started a career as a full-time instructor at a
conversational school back in Japan that his professional awareness actually developed. As
he was engaged in teaching six conversational English courses for adults from morning
until evening every day, Takeshi, now an employed teacher, was faced with
teaching-related issues that had been dealt with in the master’s program in a Japanese
setting. The issues included the effectiveness of teaching, conflicts between institutional
policy and realities of the classroom, room for creativity in teaching approaches, and most

importantly, specific learning needs of students at hand. He stated:
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At the school, | for the first time thought about various things on my own. For
example, | wondered whether my teaching was working or not. In addition, | thought
about the institutional policy that dictated the way teachers ought to teach, which 1
often disagreed with [given what happened in the classroom]; so, there were various
levels of internal conflict ... On top of that, there were issues with students who were
not very proficient in English. For the first time in the real teaching context [of this
kind of students], lots of questions were coming to my mind, like ‘What about using
this approach?’ [and] ‘How can | help them advance their learning?’ | kind of came to
recognize these questions.

FRTZEZT, EHVAVAYHDTHANTEZ>TNIATT IR, HOBEZLTELILENEEXTS
PEZ TRV TV I D, TEDRHEDHEH > T I ATT R, Z21E2 5 L beniFino
TV, ZTHUTEI TLEo TWAVWARELEERH LD TT LR, ~HLlFThIZEI LT
LR T LR BERRAEESA LD, RADWANALEMNBDWTL 20T, IXLHTEND
ZHOHMADRIT, ZOHAFTEILESLI LM, HLFLIRobbIbrolh, FHNHERE
AHIMEMN FIHINH T EIZbrokn, THORNONT,

Takeshi’s motivation to apply to a doctoral program at another graduate school in

America, came directly from his desire to resolve his questions, that emerged from his

English teaching experience, as well as from his own language and literacy learning history.

Takeshi stated, “[As opposed to the case with my first visit to America to attend the

master’s program], my second visit [to enroll in the doctoral program] was really my

proactive decision, with these clear questions to explore” (ZEIHIZiT -7 & X 13EA & HIEMIC

KFFRIZITZ D LB T, oAt Z28MEH > TENEBRLIZVS TWVWIEKRT, HDIT-7-ATT X

Nevertheless, Takeshi stressed that he did not have any pragmatic career related

concerns when deciding on the institution to attend. Although he cared that an academic

department offered curriculum related to TESOL and reasonable tuition rates, the existence
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of famous mainstream scholars in the field was not of much concern. He was not interested
in becoming socialized into a network of experts in the field. Rather, he wanted to keep a
reasonable distance from such experts to achieve his goals. Thus, consistent with his stance
to this point, he wanted to prioritize as a selection criterion the procurement of an extended
period to focus independently on research. He explained this rationale based on a negative
example set by an acquaintance struggling in a Japanese graduate school saying that he had
to study the area related to his professor’s expertise:
It would not mean anything if that happened when | went [to America]. | mean,
with these questions that | definitely wanted to pursue, | really hated to follow a
professor’s preference; so, I tried to find a graduate school that allowed students to
study as freely as possible. Thinking back now, | would have given a little more
thoughts on it (institution selection), though (laughs).
ZIONIDTIIK AME ST bz, b O EIZAS DI DR > TW ) D&l L PIFE LTV DIC,
LIV ZDHAEDTICASTZZ E LR BRNERTLNR ZNERDDIFRNFA L VRESTZD T,
TELREITZOBHIZRHETND LR L ZAZHLIEATTR, B2 brob %

IVNIHDIT (R) bIHrbrotBRETIT LR,

Writing and Research Experiences over the Course of the Academic Career

Writing and Research Experiences in the Early Academic Career Phase
The American doctoral program at the university Takeshi attended was designed

primarily for professionals in teaching positions inside and outside the country. The course
work helped students expand their knowledge of TESOL, linguistics, and related fields and
thereby develop their expertise academically and professionally. With a relatively light
course load and an understated culture for research apprenticeship, the program allowed
for ample time for students’ independent dissertation projects, which suited Takeshi’s

objective. Although writing was encouraged, there were no publication requirements for
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students.

With clear research purposes in mind, Takeshi selected coursework to suit his
original interests and research purposes. Thus, he built on and expanded his knowledge of
linguistics and issues related to TESOL that he had acquired during his master’s program.
He studied a range of research methods that he could choose from for application to his
dissertation project. With this advanced linguistic level and accumulated professional
experiences, Takeshi’s progress in his coursework was smooth, and he felt prepared for his
dissertation project in the second year. A research method that was particularly inspiring to
Takeshi was qualitative inquiry, which many graduate faculty members in the institution
actively pursued. Partly under their influence, he decided to use the method in a potential
pilot interview study among ESL students in the language program. When he conducted
the actual study, Takeshi’s interest in the approach intensified profoundly.

His advisor, Professor T, whom he met through the research method professor’s
recommendation, took a facilitative, rather than directive, approach to advising Takeshi.
Since the research interests were different from Takeshi’s, Professor T did not engage him
in the apprenticeship hierarchy. Rather, he respected Takeshi’s research focus and
methodology. For independent-oriented Takeshi, the acceptance of his dissertation proposal
by the committee—Iled by the professor—was reassuring.

On the other hand, coupled with the absence of an institutional requirement
regarding publication, his still open-ended career prospects kept Takeshi from considering
making his written coursework projects known to a wider audience, despite their
excellence. For example, a paper Takeshi produced in a course was regarded highly by his
instructor as publishable in a certain journal, yet he was not enthusiastic about attempting
to follow this suggestion:

To be honest with you, I did not think of what would come after graduate school

even at that stage. | had not quite thought of teaching at the university level, so |
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had never thought of accumulating publications in graduate school.

FZTF-Z9FDHERFTHRDRATIZILELHEVEBEZTRNWTT, TORFETH, 2DOT, /N

TV r—varBRE D ENPRFERED I BICEN, HAEY BERETIREX TRPrsATT L,

Takeshi’s main intellectual focus during the doctoral years was thus naturally
placed on his dissertation. Takeshi described his dissertation writing experience as a
generally positive one, despite challenges involved at each stage of the research and
writing process. He clearly remembers the general shift in his emotions over the course of
the process. The first wave of enjoyment came at the early stage, when he collected,
processed, and analyzed data for the first time. The second wave of enjoyment came when
he reached the stage of interim data analysis. The third wave of enjoyment came at the
stage of final data analysis and write-up.

Takeshi admitted that, especially in the writing process, he experienced a degree of
frustration with second language (L2) issues, albeit in the midst of enjoyment. He
explained:

Given that | am not a native speaker, it was quite hard to make my writing articulate
enough to convey all the complexity that was beyond simple description, and | am
not sure if I was actually able to do it. ... | did enjoy the writing process... but | felt
kind of conflicted as I did this project, in spite of the uncertainty about whether |
was using correct or understandable expressions. | even came to the point where |
wondered if it was okay for me to do this kind of thing. But | ended up getting it
done anyway (laughs)

ENZZEFAT 4T LRRNL, EIRoTEDRATNIATTNR, —5FTHEHEARVWAAR
WEHOTNIDELIBMINHATHD I LRALRIEBDLDIL>TNHISHND FEUIZT DI
T DRNZOE LW bo T o, EUNTLHIATT LR, $HZONAFERASNTETLHM
ED)D, - T TELNVWATTITE, THRSED | SFENICRSIEZ DN NEWNFE - TV I Dy,

EHLENTNE IS TNIDLDLNLRNRNTRE > TWI DL, FHEHESTWVIHIATT )
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P, ZNZARZILELTODVORSTNISHWNR, 2 TWIDIEFHV LT E, EHTHIZAL

TR o TLESTEo TV IR LD (),

In completing the project as a L2 writer, Takeshi was appreciative of Professor T’s
respectful stance toward his work as his own creative endeavor. Professor T did not openly
critique the main component of the dissertation, nor did he make grammatical corrections,
although he checked the quality of the sections on the rationale and methodology for the
study. Takeshi stated:

Many of what he gave me were his personal comments, like ‘Okay, this is what you

found’. I guess that he probably had believed that he was not in a position to give

me specific directions ...So, in this regard, | was grateful. He was so generous, and
nice to work with.

b, TORMEZSTNISHEWR, N=YFTNARIAALFTNIDONREL T, ZOXELTZSAED

WIBZFRAEEES ATTFE, BT 5 LR E 0o T ) DIF Tz SABAAT R E Lo 72

WoThrobilloTEEIATT IR, ~ZINIBRTIIHL Y Behro7cTTIFER, bOT

TLARRSTHI D TOVIERTITT IR LT o7 T,

When asked about the meaning of the dissertation, Takeshi emphasized its personal,
rather than professional or scholarly, significance. To him, the dissertation was “one stone
that can kill four birds” (—#u ), a catalyst for multiple benefits. First and foremost,
Takeshi valued his work as a culminating achievement of his own intellectual pursuit that
started in Japan. Takeshi also emphasized the effects of the dissertation on his personal
growth, as he learned lessons about human interaction in the research process.

Takeshi also referred to the importance of the dissertation as a medium for learning
how to write in English. As an outcome of his learning experience, Takeshi acknowledged
the growth of a distinct identity within himself as a writer, citing his advisor’s final
comments on his dissertation as a defense---“There is something unique about your writing”

(B oz Ao b 0 ndh % ). Takeshi conceded that “uniqueness” (M40 & ) comes
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with many meanings, but he agreed with his advisor’s evaluation, stating:

| have a sense that something [unique] as a writer might have exuded in my

dissertation, even only in my L2. I’m not sure if it was a good thing or bad, nor am I

sure if it had anything to do with ‘readability’ in a general sense, but | have the

feeling that | was able to express some element of my own style. It was great that |
got to recognize it.

EFNoTI L, LRIEFTHLIA X —L LTORANI D HOR 2{ANHTZA L o7anho T 9

HiExHHATT LR, ZRBOVVRENONEIDNLZRNL, ZOHDWb 25— EK TOH

HRTEENEIN ZEIZORB o TEHENS TS HZE ) TR E LILRWT E, O LoD

iy, HOFDOFE->THI HON, HEA LR RN TV IRIETIHIATT LA, ThvixEHid

T Do TVIHIERTIIT I Eo7c L BS AT LA,

Takeshi also feels that the impact of his training in dissertation writing is long-standing.
From looking at a variety of RAs written by other scholars, Takeshi currently notices that
his own writing style is positively unique, which he feels is the outcome of his writing
endeavors over the past years, beginning with dissertation writing.

Unlike the other participants, Takeshi’s conscious publishing endeavors started after
he earned his doctorate. After returning to Japan, without concerns about the social
meanings associated with earning a Ph.D., Takeshi engaged in a job search, which was not
limited to the field of higher education. As was the case with his previous job search, he
was prepared to accept any position available in any sector, as long as he could use his
English. However, over the course of his search, Takeshi recognized the need for some
publications to enhance his CV for university positions. Thus he begain his initial
experience in writing for publication. To create his publication list, he looked for whatever
was publishable from his well-received term papers produced years before in graduate
school. Even after successfully obtaining a full-time contractual position at University A,

his efforts to publish from his previous work continued for about a year as he endeavored
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to update his qualifications.

During this beginning stage of his writing career, Takeshi submitted a couple of
articles to English-language professional peer-reviewed journals, as they were known for
relatively short review periods. As expected, Takeshi was able to publish them following a
smooth editorial process, thereby fulfilling the pragmatic need for CV development.
Looking back at these early publications, however, Takeshi expressed a degree of
dissatisfaction. In some cases, he felt that the articles reconstructed from his old work did
not represent his true expertise or perspective. Referring to one of the articles, based on the
above mentioned highly regarded term paper, Takeshi humbly commented, “I truly
wondered whether it was okay to publish this ‘I-am-sorry-but-there-was-no-other-choice
-than-to-publish’ kind of paper” (1A & i3 A2 ARAH L TOVDNR-> TN H K BWARIKLET, &
DHLRARVATTFEL Y HAT LRV OTH LTS > T 5L ). In other cases, he
confessed that length requirements for the journals did not allow him to express his
arguments fully. Evaluating an article reconstructed from one of his studies that led to his
dissertation, Takeshi stated, “It does have many pages, but even so, I could not say
anything substantial [in the argument]. | feel sorry about this” (Zh T b8k E > TT, T
Lo TIRIBALICA, MLEXLTRVS TV I R, 1FALHLIRARLT).

With his developing professional life in the English language program, Takeshi’s
dedication naturally revolved around teaching. At first, he was not specific about his stance
towards the continuation of writing and research in the professional context, partly because
of the uncertainty of his professional outlook and his self-perceived mission as a teacher.
Nevertheless, as he got socialized into the teacher community in the English program,
Takeshi came to enjoy teaching highly motivated students using his expert knowledge of
his field. In collaboration with similarly engaged fellow teachers, Takeshi worked
diligently also to improve the program and further cater to the needs of the students.

Furthermore, there was a low-key collaborative research culture in the program in
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which faculty members worked together to present and produce teacher research. Takeshi
became socialized into this culture as well, synthesizing expertise developed in his doctoral
years with his increasing professional knowledge gained in the institutional setting. Due to
the heavy teaching load involving about ten class meetings per week along with related
educational duties, it was difficult for him to allocate adequate time for writing and
research. Thus, Takeshi made it a rule to engage in “whatever possible as the best [he could
do] ” (txznrens Z L 2% 5) at least annually.
Takeshi was greatly appreciative of a range of opportunities offered by his
colleagues to co-present or coauthor institutional projects. Takeshi remembers that within
time constraints, he and his coauthors often started each project with setting goals of
presenting the proposal at a certain conference; thus, they adjusted the research schedule
with conference dates as targets. Describing this typical routine of collaborative research
engagements, Takeshi explained:
Usually, you were supposed to submit your proposal after the completion of the
research, but in our cases, it was the other way around. Supposing that we would
complete the research, we started with a meeting after submission of the proposal to
discuss what should be done by the time of the presentation. We would talk with each
other like this: ‘Okay, we’ve got this proposal due by this conference of this
association, so let’s [submit the proposal and] work together [toward the presentation
at the conference]’. That’s how it went.
AKiTR, brAbTEThbRA, HTATTITE, 226~ AIFR5-o TV ISIITHEELT, 20
HLichD, TNRHINLZOMIZ, LehlindTbd, brokRELLI>THS EbiT
HbEDEELZY, FHLELILT, GHRIOIVIFROREH DN, LebED, HAKRT,
RVELEOIM 2 TE21D, TAREKL TR,

Naturally, the major period for collecting data often occurred right before summer vacation,

so they worked on the rest of the project thereafter. Despite many challenges, Takeshi
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enjoyed the research, particularly among those students who he was now teaching. A close
relationship with his students developed from the frequent contacts the program facilitated,
and he collected rich data from them, which further helped Takeshi develop as an educator.

Takeshi was not only involved in institutional research initiated by other teachers, but
he also took the lead in studies using knowledge developed through his dissertation project.
His research orientation gradually attracted the interest of one of his colleagues, who was
initially indifferent to the approach. Consequently, a series of collaborative projects with a
unified thematic focus resulted. Working together with his colleagues was beneficial for
Takeshi in further developing his research expertise. In addition, building on his writing
style developed through dissertation writing, Takeshi played a leading role in the actual
documentation of the research as well. For example, in one of the papers he coauthored,
Takeshi wrote the main components of the work—the literature review, discussion, and
conclusion—uwith his colleagues providing additional information regarding the data.
Takeshi felt fortunate to be able to combine his past engagement and his ongoing
professional experiences through this set of projects, thereby contributing to professional
communities.

On the other hand, Takeshi admitted that he also desired to pursue independently
the theme from his dissertation. For example, Takeshi attempted to publish international
journal articles from his dissertation several times. For some of these articles, he received
an “acceptance after revision” instead of a complete rejection; thus, he was entitled to
proceed. Yet, at the same time, he was not sure how to go about revising the articles. He
humbly said that he did not have sufficient knowledge in choosing the right journal or
strong confidence in moving forward to navigate through the review process to ensure that
the articles would be published. While mulling over this dilemma, immediate deadlines on
collaborative projects as described above were overwhelming, and he did not revise or

resubmit the articles. In his reflections, Takeshi revealed mixed feelings about negotiating
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between his individual work and collaborative work conducted with his colleagues.
Despite the synergy between these two types of work, Takeshi still considered them to be
separate, stating:
Once | worked together with other teachers, I couldn’t actually manage to do my own
research. Those collaborative projects came in and had to be worked on before |
actually was done with my own research, including my must-do dissertation-related
research, so | would end up putting it off. Well, it was supposed to be done in parallel
with the work with the collaborative projects, but they were also fun in their own
right, although time consuming. It was difficult [to strike a balance].
FENENOFRAETL LEFTRD & BOORDIIRPRNFEREI SR 25 2TV D OITERESH -
AT R, 2oL NASOR, RDHIRETHLEZOMEDIZ) &, RLOFNIIINDNR AT
ETZobIZ-> TV ZETHEFELERF LIZARS>THORHHATT LR, ErbAKIEHEND
WAT L TRAUTNDNATTITE, BRDBRNZESBLHZESLTHRME LN T, THZoHIXZ > HTH

Linol- 03 55T H ATTMR, ZOEBREELWHILTT L,

Writing and Research Experiences in the Current Academic Career Phase

Takeshi obtained a full-time tenured position in the English department at
University J and has been working there for three years. Like Koji, Takeshi presently not
only teaches in and coordinates an English language program in his department, but also is
in charge of courses and seminars on his specialty. Although class meetings are fewer than
before, particularly since he has been one of the few language education specialists at the
institution, Takeshi’s strong sense of commitment as a teacher has intensified. As an
English teacher, Takeshi continues to be devoted to helping students learn language skills,

building upon his prior experiences.
What is new to Takeshi as a tenured university teacher is the range of

administrative work that pertains mainly to the entire functioning of the university and
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student affairs, often requiring a large amount of paperwork in Japanese. Though
rewarding, the wide-ranging mission naturally eats up his time, including weekends and
term breaks, when he could be focusing on research. Takeshi explained the issue despite
his main priority of teaching:

There was part of me thinking that I might be able to work on my own research,

given fewer class meetings and more chances to read on my field, but ...there are

various miscellaneous duties coming in, so it may be that | am busier than before.
avb i Rn L, EMoR, ZORENLEHFTLZ LICRDINE, 21XV BrORRIFIE
LIEDHNDA LR RO TV BNLEH ST ATTR, THTHLZIUIZNT BN, VWA
ARBDOBRR, Ao TLDDT, EHESHLMNC L Roledro T oebEETbLrLELI 5
LOE S B LULAE LAV STV S HNARBATT LR,
With the quantity and variety of work, Takeshi sometimes wonders, “What is my job?” (%
DHHFER AT ST ?)

Although the educational university does not encourage research explicitly,
Takeshi has been observing extremely prolific professors in other disciplines, unlike any he
had encountered in the English language program at University A. Takeshi feels “subtle
pressure”(7 i & 72 < o7 v v+ —) regarding the constant need to publicize his CV to
external audiences periodically; furthermore, the CV’s relevance to promotion
opportunities represents another such pressure.

Takeshi’s ongoing research engagements currently revolve around other
collaborative research projects that he initiated with his previous colleagues. Though he
enjoys the projects, Takeshi feels dissatisfied with the progress of his own research
associated with his dissertation. Because he consistently values time to concentrate on his
intellectual pursuits, Takeshi is not satisfied with the pressing conditions. Despite
sufficient access to major journals, Takeshi has found it difficult to read them to keep

abreast of current discourses in the field to frame his work. With only a short chunk of
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available time, Takeshi has kept struggling to write articles for potential submission to
international journals.

Yet, Takeshi’s perceived need to engage in research seems to be intrinsic, rooted in
his personal language and literacy learning history and writing experiences rather than in
the pressure towards external recognition. In clarifying the motivation for publishing work
stemming from his dissertation, Takeshi emphasized his fundamental pursuit to express
himself rather than a drive to be acknowledged as a researcher:

There seem to be some people who ...aim at the research to come to prominence as

a scholar ...but I guess I am not that kind of person. It has nothing to do with a

wish for fame. Rather, it is more about me—I have not fully let it out—I feel

constipated, | feel constipated all the time. It is somewhat [frustrating]. | really

wanted to publish my dissertation-related work and get down to a new thing, but I

have not got it done .... | guess that’s the thing.

RN, e, WD L, FHONI ZEEHRLTOH B WVARNI LIFRWATY,
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AT, ToED LRV TWI N, EH bR, i —ERlLmXoE LT, b2HLnlex

RDIZDVATTITE, FEHETRV STV ZI NS EZAPRR-HDHLIRKNPLT,
Analyzing his own pathway to becoming a university English teacher, Takeshi feels that
his learner self is most integral. He stated:

I still feel really awkward about the label “researcher” even now ..., although I have

not done that much research. | have not had the perspective of living as a researcher

in the first place.... | have not lived that way. In a way, | just loved learning English
and that’s where I came from...Basically, my English is still not adequate. | mean, |
realize | have a lot of room for improvement in the language. Whether spoken or

written, | still would like to improve my abilities. I tell this to students when | teach
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languages and content courses in my field. Some of them may become teachers, but
what | would like to tell them is the basic comes down to being a learner. Some of
them may become teachers, but [what | would like to tell them is] the basic comes
down to being a learner.

FA L TZEE] > T O DA THEFIKEZT A D> TV ) e 2R, ZARICR>THDT
TIEHERVWATTR, MEEELLTEZ TS S TVIRFSTNIDRRED, bebinzx .
ZOVIHELTEZTE DT TRRNDT, HDEWK, HEPLFE T, 20 TELLETRAT
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SATTITFLE, Lo1ED,
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DLIALNH-T, FEICH, BEORHATYH, £HHEMOLRNTYH,
FEREFESTWID, SO, RECRDIABND0E LNARWT &, BKITHDOFEE > TV H DI,
HDHATT LA,
Looking ahead, however, Takeshi feels the need to grow as a researcher, albeit not
intrinsically. He explained:
Among many of my identities, | exercised those as a learner and teacher, always
feeling the need to work hard, but a part of me realizes that I am not working hard
as a researcher. It’s not my priority, but I guess I cannot neglect that part. As | am
aging, | understand the argument that one needs to contribute [what he has learned]
to some extent. It’s high time to start working in earnest putting together my
experiences, my writing, and research, which | do not hate at all. Part of me has not
got to do it fully, but I really feel the need to enrich this side of myself.
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Despite his hesitance to see himself as a researcher, his future research directions
seemed to be clear and focused. Fortunately, Takeshi continues to find synergy between his
research interests and his ongoing teaching experiences. He revealed that he habitually
records interesting themes worth investigating every time he teaches, although he humbly
conceded that those ideas have yet to materialize. In explaining his potential research
directions, he reemphasized his consistent interest in the same areas he studied during his

doctoral years.
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CHAPTER 9

PARTICIPANT PROFILE 5: MINAMI YAMAMOTO

Minami Yamamoto is an assistant professor at a private university. Having lived in
America until the end of her first year of high school, Minami was educated predominantly
in English while using Japanese at home. Her main language related concern back in Japan
centered on her Japanese, although she enjoyed her university campus life. Although she
did not initially consider pursuing a career in Japan, Minami later decided to base herself in
her home country and engage in English education. The decision was based on her study
abroad experience, during which she not only developed her knowledge of the discipline
and academic literacy, but also acknowledged herself as being regarded as Japanese, and
discovered the value of her competence in English. Thus, she taught at a Japanese high
school while simultaneously pursuing master’s studies at a Japanese graduate school, both
of which she enjoyed. Her pursuit of doctoral studies followed naturally. After narrowly
missing out on several job opportunities outside of academia, she became convinced that
she should focus on the fondness for research that she had been cultivating, and her
professors’ recommendation compelled her to study in America.

In the two years of her doctoral life in America, Minami thoroughly enjoyed being
trained in research under the guidance of her powerful advisor and her research team and
presented and published a number of works mainly in collaboration with them. After
coming back to Japan to get married and being awarded a full-time job as a contractual
instructor in English, however, her professional engagement as a teacher and her personal

commitment as a wife became her top priorities, although she continued her dissertation
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project with the distant support of her advisor and one of her peers. Immediately after
completing her dissertation, Minami made a life-altering decision to withdraw from her
full-time teaching for maternity leave, but, her advisor and peers pulled her back to the
world of scholarship by engaging her in certain writing projects, and her old Japanese
graduate school community helped her to join a local writing project, which she found to
be important to her career in Japan. In her current institutional context, Minami feels an
increasing responsibility as one of the few professors specializing in language education.
This professional mission at times comes into conflict with her continued engagement in
writing and research, mainly with her American graduate school research team. However,
Minami has taken on multiple research projects with the team, despite a range of
constraints. Minami is seeking ways to harmonize her research expertise, local teaching
context, and available research networks, all the while remaining devoted to her role as a

mother.

Pre-Professional Background to the Pursuit of Doctoral Studies

Pre-University to University Experiences
Born into a Japanese family on the west coast of America, Minami became an
English-dominant bilingual at an early age. Minami acquired English skills after extensive
exposure to the language in her school as well as in her local neighborhood. In her
English-speaking environment, Minami started playing the piano at the age of five. The
world of music that she found herself in expanded in parallel with her English studies, and
music remained a core passion well into her high school years. Minami often attended
music camps and was nominated to be a piano contestant a number of times.
Similar to her love of music, Minami’s love for reading in English was cultivated at

an early age. She remembers that her mother put particular emphasis on the importance of

222



developing literacy skills:

My mother was really concerned that our home did not offer children a sufficient

amount of English language input, particularly that of grown-ups’ language. She

understood that children of American families develop vocabulary and logical
communication through conversations with their parents.
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Encouraged by her mother, Minami learned reading and writing well before enrolling
in primary school, which naturally developed her attention to literacy. She received private
tutoring in writing and enjoyed regular free-writing exercises. She also immersed herself in
a range of books with the guidance of librarians from a nearby children’s library.

Building on this foundation, Minami’s literacy development was further nurtured in
school. In her English classes, in addition to regular textbook work, sessions often included
a traditional Science Research Associate (SRA) lab, a block of time dedicated
predominantly to independent reading, followed by individualized comprehension
exercises. Her writing experience, on the other hand, was built up through daily homework
assignments. As her grade level progressed, the rhetorical focus moved from personal
narratives to expository prose; the typical genres at the former stage were graphic journal
entries and stories while the latter stage featured short, factual report essays such as those
on one president, one state out of the fifty, or one of the countries in southern America that
synthesized information from multiple sources.

During her secondary school education, Minami became further accustomed to the
regular cycle of reading, discussion, and writing across subjects in English. In a typical

module of the English class at the elite private high school she attended, students would
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discuss 30 to 50 pages of literary masterpieces (e.g., work by Shakespeare) and respond to
the materials in an essay. The school emphasized writing across all subjects, so all of the
examinations Minami took were essay-based. In her memory, one of the examinations
from a history class read: “We have read various arguments about the French Revolution.
Build on the arguments and discuss your own observations about why the revolution
happened” (7 7 v 2 HMZNAARBEFTATELTNE L RATRI STONE VI DEESRYICE
=72 &v).Minami excelled in her studies and enjoyed the full range of the subjects she was
exposed to.

At the same time, Minami maintained and improved Japanese skills not only through
daily interaction with her family but also through periodic short academic stays in Japan.
Like the majority of returning students, Minami’s Japanese literacy was facilitated in part
by her attendance of a Japanese school, where she described herself as “kind of a very
weak student”( =< %%/ - Tk U). Minami recalls, “I really hated to go there. There was a
‘reading aloud’ session in turns, and when | tried to read a passage | sometimes had to stop,
as | did not know how to read some Kanji” (i< @236 21ZA & S 120 T, #FEE»HHATT,
JEFIC, THb I EEI &, DRLRVETRH 7Y LT, BxiEoboo/b &), Despite her
struggles learning Japanese, Minami faithfully followed her mother’s encouragement to
experience school life in Japan. Minami’s mother asked a Japanese private school in her
hometown to enroll her for two months during the summer break of her fourth-and
fifth-grade years. Thanks to the opportunities, she was able to advance her Kanji and
literacy skills through informal assignments. She also attended the same school after her
seventh grade year, after which she remembers her overall Japanese skills improving
remarkably. With these occasional academic stays, Minami was able to adjust smoothly
when she transferred to the eleventh grade of a private school when she moved to Japan
from America.

Toward her final year of high school, Minami concentrated on practicing piano in
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preparation for entering a music college. However, she increasingly became willing to
break out of the prolonged solitude of practicing the piano all day. After much deliberation,
Minami decided to apply to University A, which her mother had recommended, because
there was a quota for returnees and a variety of disciplines to choose from. Minami was not
particular about her future career at the time, but she had promised her parents that she
would graduate from a Japanese university and establish ties with communities in the
country.

In Minami’s impression, University A was a Japanese-dominant school where
returnees and non-Japanese students were minorities. For her English proficiency and
many overseas experiences, Minami was the target of envy. She was often seen as
“American” (7 # U ) by her Japanese peers, and she herself tended to adopt an identity
as such. Minami would hang out most frequently with friends from similar backgrounds,
but at the same time she felt obliged to assimilate to her new environment. Although she
joined a musical group purely out of self-interest—she enjoyed membership as a violinist
and external relations officer—Minami strived to learn the rules of the game in a society
with a clear hierarchy.

At that time, literacy experiences related to Japanese had mildly negative effects
on Minami’s perceived self-esteem. Aiming to equalize the L1 and L2 ability of each
student, the university’s literacy education program for long-term returnees like Minami
put prime emphasis on Japanese skills development rather than English skills maintenance
and advancement. Thus, exempted from the English courses, Minami was put into the
intermediate level of special Japanese courses. Minami reflected on a tacitly remedial
nature of the program that she sensed:

[There was an atmosphere saying that] ‘it’s wonderful to be fluent in English, as
long as you can behave Japanese and speak Japanese well, but if you are good

only at English, you can’t survive in this society’. So, I felt somewhat inferior.
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In the Japanese-dominant environment of the university, Minami felt that she
was not fully realizing her potential. In principle, Minami was deeply engaged in her
studies. Starting as an English literature major, Minami later switched to a comparative
education major after being inspired by courses in education and deciding that she wanted
to learn a practical skill that could contribute to society. She worked professionally in
educational settings in an English language school, utilizing her English proficiency and
taking credits to earn a high school teacher certificate. Yet, for all her academic and
professional interest in education, Minami felt a mild sense of inadequacy. Years after
graduation, Minami came to view this feeling as stemming from her English-dominant
background. When reading course texts in Japanese, she did understand the contents but
not at the deep level. On the other hand, she still clearly remembers and loves what she
read in English.

Minami’s perceived self-image at the time was declining, to the extent that she
was almost to the point of giving up a bright professional future in Japan:

I thought at the time, “I don’t have anything particular that 1 am proud of

(laughs). 1 was not depressed, but | kind of thought that | would not be able to

get a job, or be of any use in Japanese society.
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Thus, in her third year, she envisioned a future career overseas without hunting for a job in
Japan, and she decided to study abroad as a step toward this vision. She chose to go to

Britain, another English- speaking country that she had never visited.
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One-year study abroad opportunity in Britain was a critical turning point that
allowed Minami to explore her identity as Japanese. Minami’s stay in the country was a
“quite shocking” (=< f##y), eye-opening experience. For the first time, she faced the
reality that she was not “American” in the eyes of the locals. This realization directed her
attention to learn more about Japan:

When | was at University A, | identified myself as a returnee or an American

because everyone saw me that way. Yet, once | came to Britain, nobody viewed me

that way. | was viewed as a study-abroad student from Japan. However, | knew very
little about Japan. | did not have any confidence in my Japanese, nor did | have
competence in Kanji. | thought that this was not the way it should be.
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The study abroad experience also allowed her to reassess the value of English as a
discipline. Minami took a variety of humanities courses, but the linguistics courses that the
university emphasized were particularly fascinating. Building on the basics that she learned
at University A, Minami was accepted in advanced-level classes, which took the form of
daily seminars in phonology, syntax, and language history. Minami enjoyed the courses
and believes that the seminars eventually served as an important foundation for
graduate-level studies.

On a practical level, Minami had the chance to reevaluate her English skills by
interacting with locals who had different linguistic expectations than Americans. She
remembers that the mother of a local friend of hers said to her , “Oh, your English is so

good, but it’s a pity that it’s American-accented” (¥GE- AR EFRDIC, TAVARED T, b
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x - &B%07E). Also, through tutorials that she took at the university, she felt there was
room for further sophistication in her written academic English: “I had the chance to have
my papers reviewed by graduate tutors. The feedback they gave made me aware that my
English writing was still at the high school level.” (K¥Fef42s, = 9 #FEOEMEEZ LTI T, £
DF 2—5 =R, HOYFEDTAT 42 T DT FAL ZELEE S0 Lo, TRE Y FAOWGE S @ ED
BEERNIE RS> TV D D hbinot= L LT).
Further, Minami began to acknowledge English as a global language, which led her

to consider teaching English as a profession:

| felt English was powerful. The school was very international, where students

from all parts of Europe were studying, and | was able to meet and interact

naturally with various people in English. So, | felt that any contributions that |

could make in the future would be related to English education [in Japan].
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Minami’s decision to focus on English education, along with her interest in
linguistics, led her to switch majors again from comparative education to language
education once she returned to Japan. She wrote a graduate thesis in English that had
implications for English education studies. She further thought to proceed to a master’s
program at a Japanese university to learn more about Japan in order to prepare for a
teaching career in the country. In agreement with her plan, her advisor recommended that

she go to a then brand-new master’s program at University N.

Master s Studies and Early Teaching Experiences
Minami, found the master’s program “so stimulating”(* < & #i#%#). Many of her

peers were mature, experienced English teachers who took good care of her. In addition,
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there were a couple of diligent students of her age engaged in linguistic studies.
Furthermore, as the program had just been founded, the professors were very enthusiastic.

Soon after she joined the graduate school, Minami started her teaching career as a
part-time English teacher at a prestigious private high school. In spite of the routine,
grammar-based curriculum for large-sized classes that did not require her to utilize her full
potential of English language ability that she hired for, Minami found the experience
extremely positive being able to teach for the first time in the authentic Japanese school
system that she had never encountered before.

Minami appreciated the warmth of the community as well as the insights the
students and professors provided. In addition to regular coursework, Minami attended
program-wide study group meetings that facilitated not only language-related research but
also friendship among the members. The members, including Minami, regularly gave
informal presentations where they practiced interim reports and conference presentations,
often followed by a casual drink party to interact and connect with each other. Particularly
memorable were the frequent discussions that Minami had about bilingualism with senior
students and professors at the drink parties, which helped her reconcile with her own
experience as a bilingual student. Unlike the perceived negativity that Minami felt during
her undergraduate years, her professors had a positive view of bilingualism. One senior,
an experienced high school teacher, in particular, was interested in identity issues in the
course of his quest to understand bicultural students that he happened to be in charge of,
and he often asked her a lot of questions. Discussions with him as well as the other
members on the topic allowed her to re-construct her self-concept in a positive manner. To
her, talks with them about language were of personal as well as professional and academic
significance. Minami still cherishes the warm relationships among the professors and
students she developed at the time.

Academically, building on the linguistics foundation she developed in Britain,

229



Minami was able to further her original interest in language. She found that her writing and
research at the master’s level was quite smooth. The data collection process itself was
challenging, yet she overcame problems following each step one by one. She was able to
gain a sufficient number of research study participants by patiently contacting various
groups of people. Likewise, she was able to learn how to process the data she wanted to
use by consulting staff at the lab. Minami conferred with the staff members, senior students,
and her professors in the study group whenever she had questions about the data analysis
process or methods. When it came to the writing stage itself, Minami felt that she was well
prepared:
It was simply about writing and about reporting. The style of writing in my field is
relatively technical, not so descriptive; it does not require a very high level of
writing abilities.
FREELLZTEND, HLFTOWEL 720, & LEHORDORLS THHE > T BALENE
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On the other hand, the master’s program did not ask students to write extensively
beyond the thesis, so Minami was not pressured to produce publishable paper. Reflecting
back, Minami feels that she could have done more:
| always tend to miss a subsequent step [after writing a thesis]. So my thesis at the
undergraduate level was quite nicely done, and could have been published in some
small in-house journal, but I didn’t pursue that path. Nor did I look to publicize my
master’s thesis either, although that was partly because I stopped exploring the area
later on after joining the doctoral program at University P [in America]. | did
present data from the thesis at an international conference later on, but | should
have formally submitted it to a journal.
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Minami interprets that her decision to pursue doctoral studies in America came
“naturally”(1%12) out of the situation she was in. Upon graduating with a master’s degree,
Minami considered several career options. One option was to further pursue her career as
an English teacher at another high school with a special program for returnees; the hope
was to bring together her personal, academic, and teaching experiences thus far. Another
possible path that she contemplated was to become an interpreter. She missed both
opportunities by a scant margin, and thus she decided to pursue a doctoral program at the
same university. At that juncture, she felt her choice was “destiny” (&) and would lead
her to take a fresh look at the fondness for research that she had been cultivating. However,
while her love for study never waned, she did not have a vision for her doctoral studies at
the time. With no senior doctoral students around who had experienced an oral defense,
Minami did not have a clear idea of what the dissertation would be like or what she should
do to earn it. It was then that one of her professors suggested an option that she never
thought of:
The professors said to me, “You should go [abroad] as you are still young (laughs).
You should study abroad, learn many things, and then bring them back to Japan.” So,
| thought, ‘Hmmm this might be a good idea, given this kind of encouragement’
(laughs).
SONTATT R, BEFIZ, EEFOCAENLE IToTERIVST, (B) H¥L T, M 5T,
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Following her professor’s advice, Minami decided to leave University N and enroll in a
doctoral program at University P in America. She was determined to embrace her chance to
reconnect with the country, although the time limit of a two-year stay was agreed upon

with her fiancé.

Writing and Research Experiences over the Course of the Academic Career
Writing and Research Experiences in the Early Academic Career Phase

According to Minami’s descriptions, the doctoral program at University P that she
attended was research oriented, where research apprenticeships were common. Minami’s
academic life sped up during her first semester after she was recruited by her powerful
advisor, Professor X to be a research assistant. In addition to gaining knowledge in applied
linguistics through a multitude of intensive coursework, Minami worked hard to apply her
knowledge to various research projects led by Professor X. Other than occasionally
teaching introductory undergraduate courses, her life at the university was marked mainly
by her devotion to research assistant duties.

Under Professor X’s guidance, Minami worked with her research team members who
were knowledgeable about the literature and well trained in the research methodology
needed to support the professor’s projects. Minami’s main role at the time was to collect,
process, and code the primary data that played a crucial role in the projects. Professor X’s
directives also entailed making minute corrections to her written reports:

She corrected each and every word in my writing that | handed in, impatiently (laughs)

saying, ‘Your English is awful.” But she would say this not because | am a non-native

speaker—she would often say the same thing to native speakers. | mean, she
complained about the quality of our writing styles .... | tended to offer ideas based on
my personal assumptions, which Professor X always criticized. She would say,

“Where’s your evidence? How can you say that?” She is endowed with an extremely
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good memory, and would refer me to various sources with comments like, ‘That is

said in this article’. She trained me rigorously [in writing].
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Under her apprenticeship, Minami co-authored and co-presented a number of papers,
mainly in the area of the professor’s expertise. Before a conference presentation for the
first project that she worked on, Minami remembers going to her office at midnight to
practice. This and other conference presentations were transformed into publications, to
which Minami usually contributed the methodology and literature review sections.

In this context, despite her interest in areas of inquiry derived from her coursework,
it was primarily out of the hands-on experience of supporting her advisor’s research that
Minami’s own dissertation theme eventually emerged. Minami’s exposure to data from L2
speakers naturally drew her into further study of the complex linguistic phenomena.
Furthermore, the data-collecting procedures and coding methods she learned as she
supported Professor X’s projects formed the basis for her own work.

After a two-year stay in the doctoral program, Minami returned to Japan for her
marriage and secured a full-time contractual English teacher in the English language
program at her alma mater, University A. Her professional engagement as a teacher, along
with her personal commitment as a wife, became her top priority at the time. Like Takeshi,
who joined the program a few years later than she did, Minami taught four or more English
courses each meeting twice a week, and engaged in additional educational duties. As a

university English teacher, Minami was excited to learn from her Japanese colleagues:
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You know, | didn’t have experiences ‘learning’ English, so | had no trouble giving
feedback to students in English or providing them chances to interact in English as a
‘model’. However, | guess | had no real awareness of the previous steps the students
had gone through to improve their English until then. Good Japanese teachers
definitely had that sort of awareness.
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Like the case of Takeshi, Minami often collaborated with the teachers in research

projects. In Minami’s reflections, the program was “education first”(#%—#%) and there was

an implicit encouragement from the program to write and research as teachers. For the

annual contract renewal evaluation, Minami made it a rule to regularly conduct

teaching-related projects that demonstrated her professional development:

[To qualify for contract renewal], it was important to show that you are ‘active’ [ as
a teacher]. There probably was a half-tacit understanding that it’s okay to do
research, but the research should be something that contributes to the operation of
the program.
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When writing with Japanese colleagues, she also contributed as a “native checker” of their

text. The increased devotion to teaching and teaching-related projects forced Minami to

slow down progress on her own dissertation project, although she kept in close touch with

Professor X:

| half gave up on completing the doctoral program and my dissertation. I didn’t care

about it so much anymore. Just teaching was quite demanding and fun, and | did not
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feel the need to get a Ph.D. degree that much. Still, I thought that I should be doing

something to advance my career, so | moved forward with data collection—I did not

move along smoothly, but rather continued on slowly in a somewhat half-hearted
manner.
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Minami’s momentum toward completing her dissertation was reinvigorated when
Professor X demanded that she defend her dissertation on the same date as Helen, one of
her American friends. Helen was on Minami’s research team and had just obtained a
position at another prestigious university in America. Minami and her friend were also
required to review each other’s chapters in detail before submitting their work to the
professor for review. Minami was suddenly pressured into a collaborative peer-review task
with Helen, who was in desperate need of her degree because she had a tenure-track job at
stake.

During the drafting process with Helen, the high-paced writing life that Minami had
led in America re-emerged. After returning home from work, Minami would work on her
dissertation until 2:00 or 3:00 A.M. and then went back to work, snatching only a few
hours of sleep in between. Describing a typical day close to the deadline, Minami said:

It was like, ‘Okay, | will write chapter two, section two and send it to you, and | will

read your [Helen’s] material and send it back to you’. Our fields were very close, so

we worked together really hard, correcting each and every sentence of each other’s
text. But, our editing was not just about language. We also made suggestions to each
other: “You should include this information here,” or “You may consider using this

reference.’ In this way, we both managed to [finish our dissertations.]
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Even after completing her dissertation, however, Minami faced the challenge of making
herself physically available for her defense at University P in America, due to time
constraints resulting from her teaching duties:
| barely got to purchase the plane ticket at the very last minute, just three days
before the defense at graduate school. | managed to finish packing only a few hours
before leaving home. It was so last minute.
RATHED K E L 5T Db T 4 72 VADZHAFIK BN EDTH IMIED XD 5 b H AT HENF
MRS 9 1EA LITT B0 E I bbb o, bIFEALIZENEY T,
Minami was able to attend the defense interview on the exact same day as Helen and
successfully earn her doctorate. Reflecting on her time as a remote doctoral student while
being an English teacher, she expressed mixed feelings. It was a common practice at
University P to have a remote mentorship via e-mail or phone, even for students on campus.
Nevertheless, Minami felt that distance was a strong issue:
To be honest, I don’t think that situation [remote mentorship] was ideal, and it
profoundly affected the quality of my dissertation. I was not able to go back there
[to University P] very often, primarily because of the teaching schedule at my
program [at University A]. In a normal scenario, | guess, | was supposed to stay
much longer at University P and get involved in more projects with Professor X,
develop more pilot studies for my own project, work hard with the team members,
attend more conferences, and forge more professional connections.
THIFALIEHAFY Loz ATT R, bRV IO T IS EE L LR
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However, at the same time she also emphasized that she attained a sense of professional
and personal fulfillment during her time in the program:

The time | spent in the EFL program at University A was priceless in terms of other

[non-research—related] aspects of my life. It may not have been a very good time for

my research, but | learned a lot about English education and | had a lot of good

personal experiences.

A RTORMIZIZENDOEHRTOT D VDRNRERHTTE -7 LS AT, 98, & LTIWWRE T
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After completing her dissertation, Minami decided to withdraw from full-time
teaching at University A. Mothering was the prime priority for several years that followed,
although she took on part-time teaching jobs at several universities. Her personal life was
full of happiness—she was deeply engaged in motherhood—but she felt increasingly
pressured by her peers in America to be more research active:

So, everyone—what | mean by everyone is those in the community [her peers on her

research team]—was in or around their seventh year of service, right before tenure

review, so they felt pressured to fulfill publication requirements to write
such-and-such number of articles and books. I thought, ‘Oh, I have not done anything

[laughs]. I need to do something’.
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She observed her peers’ e-mail conversations about what to publish from their dissertations
and in which medium, and how to reframe data to qualify for publication. Minami, as a
near full-time mother at the time, did not know how she would catch up with her peers’
momentum. Environmental constraints, such as the lack of an office, and the loss of access
to University P’s library database further restricted her research activity. At the same time,
in light of her professor’s insider knowledge about what type of research best matched the
needs of certain journals, Minami felt even more cautious about publishing her work.

Fortunately, Minami gained a chance to publish from her dissertation through her
networks. As she mulled over what publication to target, Minami had the chance to
reconnect with her seniors in the master’s program at University N. She was invited to
contribute a chapter to a book proposed by them. Minami felt that the core part of her
dissertation results should appear in a major international forum, so there was a need to
refrain from featuring this work in the invited book chapter. Instead, she thought to focus
on some minor yet interesting results of the study—results that were neither fully relevant
to her original research questions nor statistically significant, yet were of profound
personal interest to her. The decision to bring light to this particular portion of her project
was encouraged by her remembrance of Helen’s positive comments in the course of the
peer editing for her dissertation. Once Minami decided where to focus, the pace of
completing the work was rather fast, partly because of the limited page quota and the
relatively less rigorous review process compared to that of Western publishers. The process
involved adjusting her research questions to the particular results she wanted to highlight,
incorporating a new introduction and conclusion, and shortening the methodology section
that was built upon during her dissertation.

As a potential audience, she envisioned mainly Japanese teachers of English. For
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this local purpose, Minami was not excessively concerned about the scholarly style that
characterized published work in the discipline. Despite the perceived ease of publication
and small volume, however, Minami loved representing her work, and felt that the
language also had educational possibilities.

Almost at the same time as publishing the chapter, Minami was blessed with
another opportunity to produce work based on her dissertation. Professor X proposed to
co-author with Minami in submitting a featured article for a peer-reviewed international
journal. With the support of an insider of the field, it was an ideal start for Minami to
contribute her knowledge to the “center” of her community. Professor X provided Minami
with specific advice at key junctures in the writing process.

The first key area of Professor X’s advice pertained to how to refocus a particular
portion of the results to suit the purpose and scope of the field and align the data within an
appropriate conceptual framework. Following her suggestions, Minami re-analyzed her
data from a fresh perspective, in part with the help of graduate students who were trained
in the same manner as herself. Once the professor approved an outline of the article and
writing timeline, the collaborative writing process went smoothly—although Minami felt
the need to be more attentive to language as compared with the book chapter mentioned
above. Fully familiar with the stylistic conventions that she learned during her doctoral
years, Minami was now in equal partnership with the professor during the editing process.
Another point that required the Professor’s advice concerned what specific results to
feature, how to adjust the research questions, and what terminology to use according to the
results. Minami used the opportunity to learn from the Professor how to respond to, or
even counter, editors’ critiques. Eventually, the article was successfully published with

Minami as first author.
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Writing and Research Experiences in the Current Academic Career Phase

Minami landed a full-time tenured position in the English department at University B
and has been working there for two years. She found herself facing the next challenge,
with multiple forces vying for her attention. Minami’s role as a mother began to occupy an
increasingly significant part of daily life. In support of her child’s well-being, Minami
always kept herself busy, picking up and dropping her off at various places, assisting with
homework, or attending after-school activities.

Even though mothering was a top priority for her, Minami now teaches not only
general English classes, but also content areas in the field that she specializes in mainly for
future English teachers. Minami, as the only teacher teaching subject matter for junior and
senior high school certificates at the university, feels obligated to be knowledgeable in this
area. She has attended local professional meetings focusing on this area, mainly through
the invitation of her senior at her Japanese graduate school. At the same time, the amount
of administrative duties and student affairs work has increased.

Despite a range of constraints, Minami found the time to work on multiple research
agendas, longstanding and new, independent and collaborative, international and local.
Minami senses that there is an implicit “atmosphere”(%p# %) within her university that
values the importance of research. A more palpable, consistent pressure toward writing and
research, however, mainly comes from her research team in America.

Minami has continued to conduct her research at an international level. In working
with her research team at this stage of her career, new hurdles came into view. Part of the
challenge Minami has recently perceived is about writing in new areas unrelated to
Professor X’s area of expertise. Minami felt confident writing RAs in her advisor’s areas of
inquiry; she was familiar with the literature, the big picture of the field (i.e., the existing
research, ongoing arguments and counterarguments), and how to create a research agenda

by formulating research questions and developing methodologies. However, Minami found
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it challenging to develop a voice in an entirely new field. Her co-authored article submitted
to another international journal was rejected by reviewers, who commented that it was
questionable how the research contributed to “the field.” Pointing to a previous article,
Minami stated:

You know, this is where | was at the same stage of Professor X’s study, which I could

continue on with forever...but once I pursued my own field and initiated my own

study, it became very difficult—at least for me.
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According to Minami, other challenges in conducting her research at an international
level with her peers are not only related to her new area of inquiry but also with her current
institutional circumstance. For an example, Minami pointed out the availability of research
assistants. She explained that her prolific peers in America often worked with their
assistants. Minami further expressed the difficulty of simultaneous commitment to
language teaching and research. Due to time constraints resulting from the duties, Minami
felt it was challenging to work with mainstream scholars, who tend to focus on the
researcher role. Her peers encouraged her to secure at least one “research day” per week to
focus more on a research-related project. However, the engaged “foreign language teacher”
part of her would not easily allow for this opportunity. Her attempt to secure such
“research days” was not fully successful. On non-teaching days, she often spends a large
amount of time commenting on student papers. During recess, on the other hand, she
would rather prioritize her mothering duties:

| really feel the need to take good care of my students, so maybe I need to spend my

time on research during the vacation periods. However, when I am not working, that’s

the time that should be allocated for family, so I also need to consider that balance.
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With multiple professional duties and research agendas, Minami still has not
formulated her own self-view as a researcher. Yet it is clear that she values the
English-dominant bilingualism that is at the core of her research writing skills:
I can read English fast, and have no particular difficulty writing English nor do | feel
the need to get help from ‘native speaker’ checkers. So, if the situation allows, it is
possible for me to submit articles to international journals. That could be what I can
do on my own. Also, | hope to incorporate and utilize what | learned from my
overseas studies in Japan.
HEE TG DIl H LT, HFETES DL, ARITHNE LT, EFEEHENZARITEITRS
BRONL, FATATF =27 LARLSTHVNDT, RIFPoE) TOEBH2ICAADZ L &
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Further, as the majority of her peers focus on research, Minami feels her current
multiplicity of professional roles may be an asset in a global context:
| don’t think there are many people with doctorates teaching English in Asian EFL
contexts [on a global scale]. 1 have that unique qualification, although many
Japanese language professionals could fall under this category.
Z?D Ph.D ZFfo TWT, MOEBEEHZ TOT, OTNNRT VT D EFL DEREE TR - TH A TE
ATRIZE LS TRNE WS BUTB > TNT, £, ZINFOFFENREES ThEs, THHARIZWD A
FIFEAERARE DT E,
When asked about her research-related future aspiration, Minami stated, “l wish to

continue research. That’s the only thing that is certain. |1 would like to enhance the quality
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Further, referring back to her self-view as a bilingual playing the role of teacher and
researcher in an EFL context, she revealed her emerging aspiration to serve as a liaison
between the mainstream academic network and local practitioners:

If it is a fact that there are not many Ph.D. holders here in Japan, | could, maybe
play the role of helping manage what the local practitioners looking to study. For
example, if they are doing a research and wish to understand the effectiveness of
teaching approaches, | then could work with them. And in so doing, | could provide
ideas of such and such methodology and assessments. If | earned some research
funding, | could also provide some man power [drawing on my international
research network] ... Then I could formulate such projects into a research project,
and write it up as a research paper [in English] and present it.... That would be
great.
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Although she concedes that she has “currently too much restrictions in [her] life”
(45 x - LAEFRICHIKA H v 9 X <) to realize this, her dream of synthesizing and orchestrating
all her international, local and institutional networks as a bilingual researcher remains

present.
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CHAPTER 10

PARTICIPANT PROFILE 6: SUMIRE WADA

Sumire Wada is an assistant professor at a private university. Educated in America
from the third grade at elementary school to the end of the first year of middle school,
Sumire learned English smoothly and maintained her original love for Japanese. After two
years of junior high school in Japan, her conscientious study of academic English formally
started at a high school targeted at returnees. At university, she dedicated herself to
extra-curricular activities while developing academic literacy skills and knowledge of the
discipline in class and advancing her Japanese skills through a part-time job as a Japanese
material developer at a cram school. Although she was interested in the English teaching
profession, her thirst for intellectual stimulation during her undergraduate years led her to
pursue a doctoral study in America. She worked toward this goal both in and outside of a
master’s program in Japan, while working as a part-time high school teacher.

In her doctoral program, Sumire thoroughly enjoyed her research in her area of
interest, namely linguistics, and worked not only with American academic communities
and her advisor but also with her networks back in Japan. Upon her return to Japan in her
fifth doctoral year, Sumire began to work at two universities as a part-time teacher while
finalizing her dissertation. While she was satisfied with her teaching life, Sumire actively
pursued new research communities with whom she wished to share her research. In her
current institutional context, Sumire’s job is primarily administrative, but she also teaches
language courses regularly. She finds herself spending considerable amounts of time as a
coordinator and, accordingly, her writing has become increasingly thematically centered on
the English teaching upon which her institution focuses. Under the circumstances, Sumire

feels that her research life ahead remains open-ended. Through writing and research
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collaboration with colleagues specializing in English education, Sumire currently feels a
heightened professional and scholarly need to learn more about the field. At the same time,

she strives to maintain her passion for her original research area.

Pre-Professional Background to the Pursuit of Doctoral Studies

Pre-University to University Experiences

With the exception of a short stay on the west coast in America when she was two
year old, Sumire lived in the Kanto area of Japan where she was born until she finished the
second grade. She then arrived in the same region in America again and lived there for five
years. As she recollects, Sumire acquired English “without noticing it, and almost without
effort”(#E&# D 5 HICH A TV - TEE A LSS LTRVEL) In America. Sumire steadily
transitioned into an English-only school life, with the help of supportive teachers. She was
consistently successful in her mainstream classes, owing in part to the ESL pull-out
program in which she was initially placed. Although she did not read extensively, Sumire
enjoyed her literacy experiences from her third through seventh grade years. She feels that
she was blessed with good, supportive teachers. She remembers particularly a female ESL
teacher, whom she frequently visited and talked with, and who she believes played an
important role in her positive experiences at school at the time.

During the course of her education, Sumire appreciated the value of both her
individual and collaborative work. She was encouraged by the school’s flexible ability
based placement system, as the academic foundation she had developed in Japan was
advantageous. Sumire’s language awareness translated well in her language art class,
consistently allowing her to excel at her grammatical analysis. As a result of her hard work,
her spelling skills quickly developed from a basic to an advanced level. Regarding

mathematics, Sumire skipped grades, and took courses with students two years ahead of
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her. She said this was “the most encouraging” (—#%lJihic72~7-) aspect of school life for
her.

Not only did she find herself engaged as an individual learner, Sumire took
pleasure in collaborative endeavors. Although she was assigned regular independent
writing tasks, such as individual research projects, book reports, and journals, the most
memorable aspects of such projects was working collaboratively on projects with her
friends. As part of history class, the pair worked together to create a fictional newspaper
from 18™ century America.

Even as her English skills improved, Sumire’s love for Japanese never ceased to
develop. For her, Japanese classes in supplementary Japanese language school were a
pleasure. Every academic year, she eagerly anticipated receiving a new Japanese textbook.
She remembers how she burst into laughter at the very sound of the Japanese equivalent of
the phrase “as can be expected”(% i), which appeared in one textbook. She read that
passage together with her friend while she was staying over in her home. Sumire also
desired additional exposure to the Japanese language through non-academic sources. She
was excited to read Ribbon and Nakayoshi (the two most popular Japanese comic
magazines for girls) once a month which her mother had subscribed her to. She even read
her parents’ Japanese weekly magazines.

Sumire’s entry into the second grade of Japanese junior high school was as smooth as
her entry to America, owing in part to one of her friends. Despite the fact that she was the
only incoming returnee that year, Sumire remembers her early days of school as peaceful,
thanks to the help of that friend. Sumire believes that her English teacher also assisted her
positive adaptation to school. He was not the typical Japanese English teacher of the time,
who would treat returnees differently, partly due to a fear of their proficiency in English.
The teacher respectfully welcomed Sumire’s honest questions about English, which were

based on her knowledge of the language beyond the level of the textbook. Sumire said:
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For example, when I came to him insisting that ‘there is this alternative answer’ to a
problem in the quiz, which I should not have done, the teacher was quite generous
about that (my attitude). He was an open-minded, veteran male teacher, and was very
kind.
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However, in English classes at the school, Sumire did not focus her energy on
improving her English, but mainly on adapting her English to the level of the majority of
the class:

| tried to make my English pronunciation Japanese-like, for example, when reading

aloud to the class. Instead of making myself sound openly American, I consciously

tried to read with a Katakana accent.
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Except for the classroom English she learned in school, overall, Sumire’s exposure to
authentic English language and literacy was limited. She was “satisfied” (e L <7-) with
the level of the advanced English classes, which were designed to prepare students for
entrance exams and taught by tutors at a special cram school for returnees.

Sumire’s literacy experiences drastically changed in high school. She feels that her
English language and literacy skills rapidly improved during these years, when she was
trained in academic writing for the first time. The high school she attended was known for
its special program for returnees, who composed two-thirds of the entire student population.
English classes, conducted entirely through English and valued at 20% of the entire
curriculum, were designed to improve academic literacy in students to a level almost

comparable to the mainstream classes in American high schools. Here, Sumire’s literacy

247



experiences included vocabulary quizzes and thematic essay writing assignments in
response to authentic readings such as 1984 by George Orwell. Sumire believes that these
literacy experiences formed the foundation of her later academic and professional life. She
said that the basic essay forms introduced to her by her teachers are “still very useful even
now, such as when I teach students academic writing” (4 Z< #2352 >TH > TV Hh, VWEEID
EAECHRSRE T AR L ENE B L TH T D) .

The words Sumire studied for the quizzes remain “pretty much the basis™ (5t hLnt
iz ->Tw%) of her vocabulary, which she greatly appreciates. Also, through these
experiences, Sumire was reminded of the value of making a continuous effort to learn
English, even after leaving an English-speaking environment:

When | returned from America, my English was at the level of a primary school
student. So, [through the training | received at high school] I found it really
important to develop my English skills after my return.

T AV AN 1FAENFREFEHTONRIE L Thi> TETZATTI L, BAR> THHREFEDITT
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However, Sumire does not remember receiving similar training in Japanese academic
writing. Although the majority of the courses were taught in Japanese, and a great number
of writing assignments were given, there were no clear guidelines regarding how to write
them:

| once got a C on a Japanese exam. | wondered how to write academically in
Japanese. For example, | had no idea how to write about a Japanese novel.
ARFEORLITHAFEVEEFHEHONRL ~T, HiELHD, C ZbbolclEbhH T, AKGE
DIHL-TEIRS>TELAES I 5TV I, ENb b ZIERADVNRIZONTEL &0, T,
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Unlike during her high school days, Sumire found her academic environment

relatively unchallenging at University A. Sumire devoted herself more to the activities of
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the Nagauta club. With the support of professional instructors, Sumire fully engaged with
the other members in practicing and developing their skills of Nagauta shamisen to almost
professional levels. They also obtained regular opportunities to perform at the national
theater.

Even in this situation, there were some key literacy experiences that helped Sumire
to prepare for a future language-related career. She continued to be a hard worker,
engaging with the offered coursework and further improving her English language skills.
In electively taken English classes in her first year, she diligently continued to learn
English. Through endeavors such as writing research papers, Sumire worked to refine and
improve the academic writing skills that she had developed in her high school years,
although she does not remember exactly what she learned. A lover of language, Sumire
began to consider teaching English as a career option, and undertook a range of
coursework to obtain a teaching certificate. Her parents’ recommendations also made her
consider this career.

When she was preparing for a teaching career, Sumire was exposed to the field of
linguistics for the first time. This was mainly under the guidance of the mainstream linguist
Professor W, who she chose as her thesis advisor in her senior year. As will be explained
later, her connection with Professor W continued into Sumire’s doctoral years. As a result
of her prior training in academic writing and Professor W’s consistent chapter-by-chapter
feedback, she completed her graduate thesis in English without considerable difficulty.
However, a paper she wrote for Professor W’s linguistic course in her sophomore year was
more stimulating and memorable for her than her graduate thesis. As part of this
assignment, students were required to transcribe their own recorded comments in English.
The task of performing a linguistic analysis of her own English utterances profoundly
intrigued Sumire, both personally and academically.

For Sumire, her exposure to academic Japanese literacy during her part-time job
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was also of importance. She initially applied for a position as an English teacher at the
cram school she had previously attended in her junior high school years. Yet, as the only
available position at the time was that of a material editor for Japanese texts, she decided to
accept that job instead. This seemingly disappointing job assignment, however, worked
positively for her as it re-ignited her childhood love for Japanese. Her main job was to
compile materials taken from past entrance examinations in Japanese. She got trained in
typing for the first time, and was exposed to humerous Japanese academic texts written by
famous essayists and scholars, which were used for the examinations. As her skills
advanced, Sumire also selected and developed the materials and graded student answers.
She is appreciative of the effects that this experience had on advancing her Japanese skills.
Sumire feels that, through this experience, her Japanese receptive skills greatly improved.
Despite her enjoyment of the university classes and other learning opportunities,
Sumire did not find them sufficiently stimulating. Thus, in order to compensate for her
unchallenging undergraduate years, she considered undertaking a long academic journey in
further pursuit of intellectual and personal self-growth. Setting an American graduate
school as her goal, Sumire decided to apply for a master’s program at the university first.
Looking back at her decision, Sumire explained:
The reason I wanted to pursue a master’s was partly because I did not study very
much in my undergraduate years (laughs) ... |1 was not [intellectually] satisfied
...Also, I may have thought that | wanted to eventually return to America ...But, |
was not ready to attend an American graduate school right after finishing my senior
year ...So, to me, a master’s at University A was kind of a preparatory year before
going to American graduate school.
BELICER T T DX, RFETHAE VMR LR oTeinb (5B) - RAVMR Y 2 I %HE LT,
HEEHOTNT AV DATEL VNS TWVIDHLZEDELEENLH-TDONE LW TT i, - THEE
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For Sumire, her experience in the master’s program at University A was a
transitional phase. At this stage, her early teaching experience and her scholarly pursuits
did not necessarily converge. During the course of her master’s study, while continuing her
job at the cram school as a Japanese material developer, Sumire began her teaching career
as a part-time English teacher at a prestigious high school, mainly in charge of grammar
instruction. Sumire enjoyed teaching there because of the students’ positive attitude. In
spite of the enjoyment she experienced as a teacher, Sumire felt that her academic interest
was not necessarily focused on English education per se. In the master’s program, although
she was taking some courses in that area, Sumire was consistently in search for her true
area of interest. She was not attracted by any course content officially offered in the
program. Eventually, additional opportunities that she independently discovered led her to
her true field of interest in theoretical linguistics.

One such opportunity was a student “reading circle” held by her seniors, which
opened Sumire’s eyes to the latest trends in theoretical linguistics at the time. Under the
senior students’ guidance, the circle gathered to discuss reading portions of key books of
interest. Another opportunity was a special summer workshop designed for teachers. This
was offered by the American University P, and organized by a renowned preparatory
school. Albeit with a focus on applied linguistics, Sumire was attracted by the courses on
theoretical linguistics on which the professors based their discussions. After taking two
courses in the session, Sumire decided to apply to the doctoral program of University P. In
this special workshop, Sumire met Professor O, the mainstream applied linguist she later
chose as her advisor at the university.

With the goal of exploring the area of theoretical linguistics at the doctoral level,
Sumire chose to focus on a safer practical topic for her master’s thesis concerning English

education, and considering the scope of the content of the courses offered at the university.
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At this stage Sumire did not feel the need to produce anything on paper. Neither did she

attend any academic conferences.

Writing and Research Experiences over the Course of the Academic Career
Writing and Research Experiences in the Early Academic Career Phase

In the doctoral program at University P, which Minami also attended a few years
earlier, Sumire enjoyed her academic life. From the beginning of her doctoral career,
Sumire worked closely with Professor O as a research assistant. Although theoretical
linguistics was outside of her expertise, Professor O’s increased interest in the area
encouraged her. However, Sumire’s interest was not limited to the particular area. Sumire’s
motivation to pursue a doctoral study was to satisfy her intellectual curiosity to the fullest.
Thus, at first she he was “open-ended »(#+—~7> = Foikfg) about the topics she would
want to pursue and enjoyed taking a wide range of courses. Professor O’s support, the
courses, and her own networking efforts offered ample opportunities for Sumire to be
trained as a researcher in the field of linguistics.

Through her coursework on linguistics, Sumire sharpened her awareness of her L1,
because, as a native Japanese-speaking informant, she was often asked to offer
explanations. She also became more interested in the linguistic comparison between
Japanese and English, and fascinated with deepening her understanding of both. Sumire
also had the opportunity to teach Japanese at various levels, firstly with a non-profit
organization and subsequently at her university. By teaching using the textbooks created by
American universities, Sumire was able to better understand the subtle rules of the
Japanese language.

As part of, and outside of the coursework, Sumire consistently wrote and
published papers in collaboration with her peers and professors. Writing qualifying papers

was a graduate requirement, but Sumire was not pressured to fulfill this prerequisite, as
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such opportunities naturally occurred as a result of invitations from her networks. She

stated:

I really didn’t have to think [about publication and presentations] on my own.
There are many other people who worked hard independently. But it was always
the case that seniors or a professor asked me to collaborate.

HILEY AR TERXDURERRPSTZATTR, RANEHES T2 LRX, Lo oTHA
BN ENNWEATT I EEHRERF AT TS o0 AER—FEITHEL L) 5 TE-TK
E&5h LT,

As she reflects on the collaborative coursework projects she undertook with her

peers, Sumire reconfirms their benefits:

| guess co-authoring suits me well .... 1 am not so good at planning ahead, so
working together with some organized person tended to work well .... Even if my
coauthor was not like that, if two people worked together, [it worked well] as the
process necessarily involved keeping Ok, let’s-do-this-by-this-day’ kinds of
promises.

LFFRLE>TLDONR>TVI DRHSTATTITE - FREHAE V FHEMENRVD T, A
NPT HRAE ZIHIFHEIIBRANL —FHIZRD LD EL NS EN (B) £H LR TH, ©oiF

DZATRDLENANAZ S, HBHLLHNDODETIZAoTWVIDIZTEBLALTHDT,

Whenever she worked with her peers, she performed a sequence of brainstorming,

topic-selection, outlining, and decision-making steps in order to ascertain which parts to

address. She always found it helpful to divide the labor according to the strengths of each

member.

One of Sumire’s major papers featured a collaborative study with her

undergraduate advisor and one of her peers at University P, Professor W. Sumire not only

utilized her linguistic knowledge, but also used her abilities as a Japanese informant to

process and analyze the data that the professor provided. The professor led the write-up

253



process, and Sumire mainly managed the data analysis section. As a result of this
collaboration, the paper was published in a prestigious peer-reviewed international journal.
For the first time, she also had the opportunity to present the paper at an international
conference, which further developed her confidence.

Thus, Sumire’s breadth of interests and the versatility of her writing lent itself to
the production of various papers in the course of her doctoral career. However, she was
also uniquely passionate about her dissertation, which was, according to her, the only
project she instigated completely on her own initiative. Although she undertook a range of
coursework, the original topic of interest that she had developed in Japan always remained
in her mind. While she was attending a semester-long seminar that was presented by a
visiting professor, Professor J, who was an emerging scholar in the area at that time,
Sumire’s attraction to a particular theme in the area was encouraged yet again, and thus she
decided to pursue this topic.

In investigating this theme for her dissertation, Sumire was faced with a series of
challenge. Firstly, Sumire realized that the university did not offer any additional advanced
courses in this area that would further prepare her for in-depth investigation. In search of
further opportunities to research this area, Sumire applied for a special summer workshop,
organized by a major academic society related to the topic. Fortunately, she was awarded
with a residential scholarship and, seizing this opportunity, Sumire traveled to another
university to attend a six-week workshop, preparing her for dissertation writing on the
topic.

Secondly, once she began work on the project, Sumire soon discovered that the true
pursuit of her theme required a knowledge base that went beyond the realm of linguistics.
As she realized, this area turned out to encompass various fields. She reflected on the
difficulties encountered when reviewing literature:

So, in the process of writing my dissertation, 1 became confused concerning the
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locations of my citations. | felt like the entire collection of books in the library

seemed somewhat relevant! (laughs) I just wondered where to stop.

EbIEALIZZ OE AT LD Hry FNTDHRTUS, BALIZEZIZ, Mz AILTHNDDRbRATR

Ko T, bIRFHICHIATXTRADPEBRLTS! () AIEWIZR>TET, ¥ THRDOIIZW
WO LD,

Thirdly, the actual data collection methods were as time-consuming as the literature
review. Experimental design was rare in the field of theoretical linguistics where, at that
time, textual analyses dominated. Without many precedents, Sumire patiently proceeded
with the design and data collection through constant self-study and considerable extra
consultancy outside of the dissertation committee. Sumire spent a year and a half collecting
materials for a series of experiments, and conducting these experiments with informants.
Even while analyzing this vast amount of data, Sumire often visited the library to continue
reading extensively, and attended the scientific lectures that were offered in different
departments.

Fourthly, there were other important engagements in parallel with the doctoral
project. At one point, Sumire undertook in collaboration with Professor O, conference
coordination. As the major international linguistics conference that Professor O organized
centered upon her area of investigation, Sumire invested the majority of time and energy
into her coordination job on a full-time basis, which included logistics work before the
conference, and editorial work on the subsequent proceedings. The editorial work in
particular continued throughout the dissertation write-up period, and Sumire was
continually occupied. While she profoundly appreciated these opportunities, Sumire
continued to find the progress of her own dissertation slow, and felt the need to further
accelerate the write-up process. Discussing this situation with her mother, Sumire decided
to change her environment and return to Japan with the status of “All But Dissertation”

(ABD) in her fifth year.
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Back in Japan, Sumire began a career as a part-time university English teacher at
University A. Sumire also had the opportunity to teach on another, less coordinated,
program, and this helped her to explore different approaches to teaching English for
pleasure. She had a chance to coauthor an in-house journal article on English education
with other teachers at this latter university. For Sumire, teaching had a positive impact on
her writing life. It gave her a “rhythm in life”(4:i%o v % 2). While she was busy teaching on
weekdays, Sumire found the “writing-while-teaching” lifestyle enjoyable, and worked
effectively to complete her dissertation. In addition, despite the distance, Professor P
continued to be helpful by giving regular feedback on a chapter-by-chapter basis, even
making corrections to her sentences, and helping her to complete the dissertation over
several months.

Evaluating her dissertation, Sumire jokingly feels that the work was a little
beyond her ability:

| feel envious of those who can publish their entire dissertation, but you know [in

my case] precedents were so scarce, and it did not contribute to the field. That was
a shame. If | had wanted to contribute to the field only, I would have done more
solid research, like replicating the existing research and narrowing down the theme

... You know, when you look at the published dissertations you will see the themes

are more focused, instead of moving across various disciplines. Probably, you can
only perform such research after becoming more of an authority (laughs).

IR EZOEFHRTEDIANLT I HRELWVWATTITE, 2R RZIHOLIE Y FEATHEN
Yighote L, ZOREICZEDEE D F BT E DI > TRVWODTE H W\ ) DIFFREIZE A
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At the same time, Sumire explained that she was profoundly thankful to her
advisor who generously allowed her to explore her topic of interest and for the kind
support she received despite the time constraints:

Professor O was really generous and never rejected prospective advisees. On
top of that, as | was close to her [as her research assistant], she enjoyed working
with me in general. When I said, ‘This is what I would like to write about [in
my dissertation],” she encouraged me to give it a try. On the other hand, she was
really busy. But she was a warm-hearted person who gives a great deal of help
to those in desperate need.
O HAEFTIKLENAZRDOT, FATARDI LDIFHEET LW HIE L TRbRIEYNHD
0 EHEITENE ZAILWEDTRUIZASTH BT, [FER] TESAFICE L TUTEAEARL
NIRRT TS 2B ENTHIES > TN IE LT T, TR Y A AARETT
I L2z ATTR, THZEDSARANE D ED LTHMIFRMLERZANIH LTI LD
TILKBTTIND, BOVEAT,

It is notable that her renewed engagement in teaching did not weaken Sumire’s
scholarly passion for researching theoretical linguistics. While teaching English, Sumire
actively explored new research communities in Japan. With the extensive publication list
she developed in her doctoral years, Sumire’s effort in this direction was a purely scholarly
one, rather than career oriented.

It seemed to be challenging for Sumire to find a suitable research community. At
first, at a meeting of a Japanese society for the field of linguistics, she attempted to present
her research in Japan for the first time. However, here Sumire was faced with a mild
culture gap. At that time, presentations in Japanese were common in the association, and
Sumire’s English presentations seemed to come as a surprise to the established members.
She received comments such as “Oh, I assumed that you would present in Japanese” (72 A 72

HARE TR 50 & ~7-). Disappointed, in order to seek the acceptance of the association,
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Sumire later attempted to present her paper in Japanese. More importantly, Sumire also
noticed the contrast in the society’s different research foci compared to her own, and she
found she was not interested in their topics. For example, the proposal she submitted to the
association in Japanese was rejected, but the same proposal in English to an international
association was accepted. Sumire thus concluded, “My research seems to attract overseas
audiences” (H#4F D ADIE S N D & o LBLKEE-> T D AT LA, FOFFEICIT) .

Sumire eventually found an informal research circle she joined on the invitation
of one of her seniors from University P suited her needs. She “feels most at home with” (#
LA%E L %) the topics discussed here. This research circle is composed of scholars from
various institutions, who are predominantly Western educated, with a wide array of
sub-disciplinary backgrounds in linguistics and other human and social sciences. They
regularly convene, study, and present their topics of interests within this supportive
egalitarian environment. Sumire enjoys learning from the like-minded seniors who are
active professionally in both the international and local academic scenes. This research
circle has also acted as a support network, where even novices are welcome to contribute
and grow, both as academics and professionals, through open interactions. Sumire believes

this is a rare opportunity as regards academic associations.

Writing and Research Experiences in the Current Academic Career Phase

Sumire has been working for a private university, University C, for five years.
Her main job is primarily administrative, although she also teaches language courses
regularly. She finds herself spending considerable time as a coordinator. Sumire
coordinates a cross-departmental English program along with regularly teaching language
courses. With the main English program consisting of a vast number of students ranging in
proficiency, the coordinators, including Sumire, work together to liaison with individual

teachers, the staff, teaching assistants, and students, concerning material preparation,
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equipment management, and troubleshooting. Sumire also oversees academic advisory
services, where she regularly monitors and provides feedback on the performance of
individual advisors, and thereby controls the quality of these services. Further, she has also
been engaged in promotional efforts to advertise these services to students, directing the
distribution of promotional pamphlets and videos.

At the university, which consisted predominantly of the humanity and social
sciences faculties, Sumire said that there was not much institutional pressure placed on
research productivity. Although research is encouraged, “the atmosphere suggests that one
article per year would be sufficient” (“ERl—A#EFNTHITV W & 5 72%F%). Sumire observed
that her situation is considerably different from that of the HSS professors working for
more research oriented scientific universities, where the majority of the faculty are prolific
scientists, typically producing more than 10 articles per year.

When beginning her job at the university, Sumire was further sensitized to the need
to demonstrate her identity as an English education specialist, rather than a linguist. Upon
joining the university, Sumire’s extensive publications list largely consisted of works
related to linguistics, but when making the list public for the internal audience, the
university recommended that she should include more educationally oriented pieces,
regardless of their medium. Following this advice, Sumire included one of the few pieces
that had appeared in the in-house journal that was published by one of the previous
Japanese universities in which she had taught. Furthermore, a few years after her
appointment at the university, Sumire was invited to be part of an internal research
community that focused on language education, and has since been engaged in
independent and collaborative efforts to study English education-related research and
co-host various educational events and symposiums.

Devoting most of her time to her administrative tasks, Sumire’s topic of interest

naturally shifted from scholarly articles on linguistics to practical case reports on English
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education in local institutional contexts. She stated:

Since | have become a tenured professor, | have continued to think about the

meaning of continuing these case reports, and | have been writing them with

awareness of the need to perform studies that are relatively practical and contribute

more to society.

FARIC /o T, EERELHIT TOT, TIUIENEFTDEKRE D, EobhE s EERAM LN

22, bIOIBb Lo LHRICHEMTE D &9 RUEL LIS VDN R TV EHTENTE T,

One of Sumire’s main works was a Japanese case report on one of her elective
language classes. This was a new course on which she was the first, and only, instructor
assigned to teach. Sumire developed the course from the ground up, drawing on the
knowledge she had obtained in her previous teaching experience at University A. She felt
the need to inform other language instructors about her course material, and chose to
describe the details of her teaching “for the record”(iié% & L <), from design to procedure,
and from material selection to explanations, in Japanese. Sumire explained that such an
effort was meaningful, as she was able to use her record as a teacher’s guide when a new
faculty later came to teach another section of the same course. Further, through the process
of writing in Japanese, Sumire gained a great deal of instrumental advice from the
institutional review committee, and was able to successfully disseminate her activities in
detail to the entire faculty. This form of advice was unavailable from her English teaching
colleagues.

On another occasion, Sumire’s writing, originally directed at the internal audience
“for the record,” eventually transcended institutional and national boundaries. After they
presented their initial report at an international conference held in Japan, Sumire, her boss,
and one of her colleagues, both English education specialists, received the opportunity to
coauthor a case report in English on the advisory services she was coordinating. Their

presentation was well received, and they were eventually invited by the conference
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organizer to formally publish their work as a paper in part of a book for an international
audience. Overjoyed, Sumire and her coauthors proceeded to work diligently to polish their
work for publication. When finalizing her writing, Sumire and her coauthors were attentive
to the profound practical interest in the advisory services that she had sensed from the
audience, particularly from local Japanese professionals:

It (this kind of service) is still rare in Japan, so Japanese professors asked us a

number of questions, including quite administrative ones like, ‘How do you organize
the staff?’, ‘To what extent do professors need to be involved in the service?’, and

‘How do you budget it?’. So we aimed at writing something that serves as a

reference for them.

VI Do THRICEEDRVOT, BEDH S NTZ SAVDBATTEEND, RRAZ =T

LETHLARANDEENLGGWAAURBEMZIT T, #EZ57 FI=mMREMbH LA TR, )
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BIXEDT20MEN, ENDEINI ZEEBBILRDLEIIICEI I >TVIBRERH - T,
As the other teacher was equally proficient in English and specialized in the topic, Sumire
found the collaborative process quite smooth, just as it was in her work with her graduate
school professors or peers, with each person responsible for separate sections and mutually
editing their writing. Sumire found it pleasurable to be able to present this work both to
local and international professional communities.

While engaged with her written projects, which are focused on English education,
Sumire has found that the linguist side of her is, at times, compelled to explore methods of
advancing the case reports in more linguistic directions. She explained a potential project
that could be separated from the above second case report:

To be honest, what | would like to write about is [a study using] the recordings of

students’ advisory sessions. If I were to perform research [in the context of

linguistics], what would be most achievable is [an in-depth analysis of] the
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interactions between the student and advisor. Yet, this involves privacy issues and
obtaining approval would require me to plan the topic of the article in advance. |
have not reached that level, and the paper has ultimately become limited to an
administrative area.
FEaldidh, BESILVOIFEOHREZBRET Lo TWVIDE, SEFETRLELELEN
N—FRLYRLT VAT IR, ALY S F—Daia=br—var, PFERZEHSITA
N—=6HLHDT, TNGHAEL DL LEDLLE D W IFRLITT D20 ERANTR D72 E L WVIT R0,
FEZCETHT o TR TET RI=Mt Z2ATHRD-TH- T 9,
Nevertheless, with teaching and administrative duties as main concerns, research on
Sumire’s specialism necessarily comes low in her list of priorities:
When | ask myself why | was hired and why | am doing this job, research on
linguistics is not placed as a top priority. I would say, my commitment to improving
the program holds the most value [for the university]. This can be achieved by
managing it and communicating well with part-time teachers. Also, | have to
perform well in committee-based tasks in the department. This situation necessarily
makes me place research last in the order of business.

R A TEAINT= D E Dy, MDD, ZOHEFERLS THNo TE LRI, FiEFOMNE-
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Sumire spends a considerable part of the limited time available to her for research on
English education-related institutional research activities. These include the duties of
organizing monthly educational events that cater mainly to local English teaching
communities and participation in internal study presentation sessions. Therefore, Sumire is
not persistent about furthering her dissertation work, although she still finds it enjoyable.

Still, Sumire is fortunate in that she stays in contact with the field of linguistics
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through teaching. In addition to regularly teaching English at her own university, Sumire
has been teaching linguistics at several other universities, including University A, as a
visiting professor. She is often excited at having interested students in her class. These
sometimes include American students from her graduate school at University P. As some of
these students are willing to pursue graduate degrees, Sumire actively engages them in the
literacy practices of the field. By teaching young future linguists, she also discovers
information related to the field in the process. Furthermore, Sumire finds it inspirational to
discover the students’ areas of interests, which are revealed through their comments on her
course content and, at times, in their presentations. She feels that the teaching experience
gives her a good opportunity to take her original dissertation theme to the next level:
So, in an effort to pass on what used to be the source of my personal enjoyment to the
students, | always talk about my own experiments [conducted as part of my
dissertation project] in every class. Every time | talk about it, | find the students are
really interested. | have been continuing to listen to their reactions as they arise in the
context of the class.
RS ENRETRSTEHZEDFADOKIEENFEDTLE L ENRTTHHH, 250 H 2 L HkD
DAL, WAABRFBPEEINTL ZOTETT IS VWRBICARY £, Zr6Z20, HE
MR THRDS T bOESEILIZ IBEITT AT, RoEV T W) ZAENIMTE 5 X 5T, A
EOR¥ETHLTHSAFOERD Z LIZOWTHETATTA, 200 A EET T I HAN
STLNMTETENTTTL RIS EDEBIVZY 5TV ) ORI TET A,
Although these experiences have “yet to bear fruit in the form of output”(6 x>+ 77 F 7
k¥ TIHT-T72< T), Sumire values them as profoundly pleasurable opportunities for her
growth in scholarly terms, as well as educational.
When asked about her self-view as a researcher, Sumire firstly emphasized her
English proficiency as a writer. In general, she is proud of her English writing skills and

especially fond of writing short pieces. She loves the everyday miscellaneous writing that
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is required in the workplace, such as reports, cover letters, essays, and proposals. She
always remembers the positive comments made about her writing by her teachers in her
undergraduate years and by seniors in her graduate years. She uses these as encouragement
to maintain her skills at a high level:
I still remember being praised for my writing by my English professor. I cherish
my senior’s comment that [ write better than Americans. As I am a returnee, I am
not so pleased to be praised for my speaking skills, but I am glad when people say
that my writing is good. So, | have taken it as an encouragement, and have been
working hard at it. A researcher’s job is all about writing, so I guess that I can
continue to do this job throughout my life.
TAT 4 VT DEFBEORAICREFELZIZOONIZ I LT o LA TRY &b, BricWhiz L S, H3E
D, FTIWT AV HIALY ENWARRELZEC RS TEDONTLZ EENT o LR L TT, BT, 17
EFZBROT, FETOIEFNRSTELNLTHEHAED SNLIBRVATTITE, D, EILDONIZ
HDHNDHERSED N LVDT, ol ENET - L ZHRIT, HIE->TD, ErbES L&
Lom)FEELLN 22TV, EHE-> TV DIFES ZLEMEFRDOTEI VI ERTIE, HD,
—AfE T BILD Do TN I,
As a researcher, however, she is modest. Mainly due to time constraints, Sumire finds it
relatively difficult to work on research, particularly in the area of English education she
feels the need to explore:
As a researcher, | really have not been able to find time for research. [In internal
publications,] | often find my name under the title of ‘researcher’ [of foreign
language education at my institution] and | always feel the need to do sufficient
work to meet the expectations given by the title.
Wizes & LT, 1ZA L ICHIERORM SN TRV T, A THIRE] L LTV bLEERHD A
TTFE, ZNRUCHRIALERAIHFEELZR, LARELWT RN RS TV OLRELTHSHNT,

Given the lack of time, Sumire finds it takes additional energy and effort to work on formal
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writing, such as RAs. Sumire hears other professors say that they make it a rule not to do
any other jobs but research on their research days. Sumire feels that she is not as
determined as they are.

In this current institutional context, Sumire feels that she is still open-ended about
her future research engagements ahead. Referring to her personal stance towards life,
Sumire stated:

I’m not sure what I will be doing in a decade. | am not that certain about what |
would like to do. I would like to cherish each encounter, such as the one with Ms.
Matsuno...All the hardships are meant to be. If you devote yourself to the
moment-by-moment tasks, some good opportunities will eventually emerge. | mean,
nothing is visible from the beginning.
FALIZ 10 ERML T EPDNLRVATT L, 29 Lo TnSDHLEARITRLS T, RAN
FOLELEDODHBENEN MRBIALZEIRATTITFE. ZINIORFIZILIEVWRE-RSTLHDT,
HOCTRBEIZE S THOENEERDEH - THZONTDH I ERATZESTWIBZIFROT, ZOWREL D
O —ARMBDE R L TWIUR, AIFRAERRZ TS 2 &0, BN HITRZ TR T
Although she does not have specific aspirations concerning research, Sumire is clear about
her perceived professional need to continue to pursue practical studies, such as the projects
she has been engaged with in collaboration with her colleagues in English education.
Sumire feels that it takes additional effort for her to be fully prepared to study in the area of
English education, as her major academic training at doctoral level was focused on
linguistics:
| still awkwardly feel as if | am a ‘customer’ in English education. Even though 1
claim to specialize in English education, | have not studied the area in depth. | did not
study it in coursework [very much], although | learned about it generally. To be
honest, | wish | could [really] say that this (English education) is my specialty.

FEEEHE » CERETE D X o L BRI BN & - T, TiBHE N B OHEM T TE VDD,
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Sumire recognizes her passion for theoretical linguistics has yet to fade. She still
constantly checks the themes of the international conference in the field, although she
missed the opportunity to attend when she was accepted some years ago. Further, Sumire is
occasionally stimulated by unexpected reunions with linguists from University P in
America. One such opportunity materialized one year before the interview when her
Japanese senior linguist invited Professor J, Sumire’s major inspiration for her dissertation,
to visit, and asked Sumire to assist him during his stay. Learning of his current endeavors
over the course of the reunion, Sumire feels that she is still willing to pursue something in
theoretical linguistics.

At the same time, Sumire recognizes a challenge in maintaining her motivation, as she
is currently removed from the community of scholars in that field. Whenever she had a
chance to see people from University P, she became motivated to do research in theoretical
lingiusitcs. Meanwhile, she felt that it was difficult to maintain such motivation as she was
“isolated” (#m3z LT %) in that she was “in a situation where there [were] no linguists around”
(BEZOADFE D ITVRVIREE).

In an effort to obtain an interested audience that maintains her motivation, Sumire is
determined to continue to participate in the research circle of academics who understand
her field, although they do not have exactly the same disciplinary backgrounds. It is very
difficult for her to participate in the group as the meeting is held on weekends, but she

would like to keep securing the rare opportunity to interact with an interested audience.
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CHAPTER 11
SUMMARY, DISCUSSION, AND IMPLICATIONS

In an attempt to raise awareness about NNES university English teachers’ realities
pertaining to their knowledge contribution, the study explored six Japanese university
English teachers’ writing and research experiences over the course of their academic career
along with their pre-professional backgrounds through narrative inquiry. In so doing, the
study followed the tradition of constructivist paradigm and constructivist career studies and
drew on three assumptions:

1. Writing is a social practice (Barton & Hamilton, 1998; Gee, 1996; 2008; Lillis &
Scott, 2007; Lillis & Curry, 2010; Street 1984)

2. Writing is the key to disciplinary enculturation and professional development
(Casanave, 1998, 2002)

3. There are three strands of academic work experience that shape individuals’
academic career trajectory and contribute to their development as academics
(McAlpine & Akerlind, 2010; see also McAlpine & Amundsen, 2009; McAlpine,
2010, 20123, 2012b; McAlpine & Turner, 2011).

In this chapter, based on a comparative analysis of the individual participants’
narratives, emerging themes will be summarized and discussed in relation to the research
questions and with reference to the existing literature. In addition, my own reflections in
relation to the findings will also be given. The chapter will then address the implications of
the study by proposing potential ways to help NNES university English teachers improve

their quality of writing and research experiences in light of relevant existing proposals and
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the further worsening writing and research related conditions for academics. The chapter
will end with offering the final summary of the above discussion and revisiting the
limitations and significance of the study. At the same time, it will present directions for

future research and my own career visions derived from my experience with this study.

Summary and Discussion
Research Question 1: What are the pre-professional backgrounds that shaped a group of

Japanese university English teachers’ pursuit of doctoral studies?

This study first focused on investigating the pre-professional backgrounds that
shaped the Japanese university teachers’ pursuit of doctoral studies. The review of the
existing literature in the first section of Chapter 3 suggests that little is known about the
pre-professional backgrounds of NNES English teachers at the tertiary level. What the
small body of literature did shed light on was some snapshots of the key trends in various
NNES teachers’ pre-university, university, and graduate school experiences. The trends
included the following:

1. The significance of their early language and literacy experiences, particularly in
relation to English, as a possible source of NNES English teachers’ decision to
consider becoming teachers (Kyriacou & Kobori, 1998; Hayes, 2008; Lin et al.,
2005; Trent, 2013).

2. Varied timings and motivations for teachers to pursue master’s studies (Casanave,
2002; Cho, 2013; Morita, 2004).

3. The potential challenges teachers experience in the process of disciplinary
enculturation at both the master’s and doctor’s levels in mainstream settings
(Casanave, 2002; Cho, 2009, 2013; Morita, 2004).

Additionally, the Japan-focused literature indicated the following trends:

268



1. A potentially considerable variety in language and literacy experiences that exist
between individuals, particularly between those with regular, Japan-based
backgrounds and those with returnee backgrounds (Amano & Poole, 2005;
Goodman, 1990; Kanno, 2003; MEXT, n.d.a; Nagatomo, 2012; Yoshida, 2003).

2. Possible effort that teachers may make to obtain teachers’ certificates (Ota, 2000;
Saito & Murase, 2011; Nagatomo, 2012).

3. Different types of disciplinary enculturation experiences in Japanese graduate
school settings from the mainstream system (Maruyama, 2008; MEXT, n.d.c.;
Nagatomo, 2012; S.Yamamoto, 2005, 2007)

4. The possibility of simultaneous engagement in disciplinary studies and
professional teaching among Japanese university English teachers based in Japan
(Nagatomo, 2012).

However, the body of literature pertained to the circumstances and experiences of different
groups of individuals in different contexts. Therefore, it was hard to capture the degree to
which these trends may manifest and how they may connect and shape individual NNES
university English teachers’ pursuit of doctoral studies and entry into academia.

Even with limitations, the present study, by analyzing the teachers’ storied
experiences, was able to illuminate NNES teachers’ pre-professional backgrounds in a
holistic manner. Specifically, it was able to capture the Japanese university English
teachers’ individually unique progression regarding their language, literacy, and
teaching-related experiences that led to their pursuit of doctoral studies, thus adding to the
insights gained from the above literature. This study also was able to contextualize the
teachers’ writing and research experiences over the course of their academic career,
starting from their doctoral training to their current professional lives.

Individual differences, particularly the age and setting of their first exposure to

English—or more broadly, whether they followed the regular student or returnee student
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scenarios (Yoshida, 2003; MEXT, n.d.a; Amano & Poole, 2005; Nagatomo, 2012;
Goodman, 1990; Kanno, 2003)—seemed to be influential in the teachers’ differing learning
focuses that they decided to pursue over the course of their lives. The present research
showed that their pathways to doctoral studies were not linear but emergent, grounded in
their desire to fulfill their evolving needs and goals in the areas of language learning,
teaching-related learning, and disciplinary learning.

In the pre-university to undergraduate years, they developed an interest in English
as the focus of their study and profession, and many of them attended master’s programs in
continued pursuit of their learning needs from their undergraduate years. The choice of
their graduate programs reflected the needs, albeit with some exceptions. In many cases,
their career and disciplinary interests took shape mainly through their master’s years and
their semi-professional experiences as teachers around the period. Their decision to
proceed to doctoral pursuits seemed to have been driven by one or a combination of the
following: external influences, career-oriented motivation, scholarly-oriented motivation,

and personally-focused motivation.

Pre-University to University Experiences

The literature suggested that NNES teachers’ early language and literacy
experiences, particularly in their pre-university years, are relevant to their decision to
become English teachers (Hayes, 2008; Kyriacou & Kobori, 1998; Lin et al., 2005; Trent,
2013). This held partially true for the participants’ cases. According to the participants’
reflections on their lives at this stage, their evolving interest in English and their focus of
study were intertwined with their consideration of language teaching as one of their career
options.

In addition, many of the participants valued Japanese undergraduate experiences as

important key turning points that prompted them to consider English-related professions,
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although their specific career focus was still nascent. This finding potentially supplements
an understanding of NNES teachers’ undergraduate language and literacy experiences in
relation to their career that have yet to be fully documented in the literature except a few
studies (Kanno, 2003; Nagatomo, 2012; Goodman, 1990; Ota, 2000; Saito & Murase,
2011).

As the Japan-focused literature (Kanno, 2003; Nagatomo, 2012, Goodman, 1990;
Ota, 2000; Saito & Murase, 2011) implied, the way the participants engaged in language
and literacies in their pre-university to university years differed according to the age and
setting of their first exposure to English—or on whether they went through regular students
or returnee students scenarios—as well as other circumstances. At this stage, whereas the
four participants who were non-returnees, Wataru, Shizuka, Koji, and Takeshi, were mainly
engaged in English and literacy learning, the two returnees, Minami and Sumire were
engaged in bilingual and bicultural development focused on balancing their naturally
acquired English and maintenance and development of Japanese. However, all of the
participants seemed to have noticed renewed language or literacy learning needs at the
respective Japanese universities they attended in the era of pre-to early university
reformation, and they drew on available resources inside or outside the institutions to
compensate for or fulfill their needs and thereby proactively enhance the quality of their
experiences. In Nagatomo’s (2012) study, this tendency was explained only in relation to
non-returnees; the present study indicated that those with returnee backgrounds too had to
make efforts to maximize their learning.

The literature did not touch on discipline-related learning and its connection to the
teachers’ career interests. The findings of the present study suggested that the participants’
disciplinary and career interests were still nascent back then. None of them explicitly cited
these aspects when they shared their pre-university to university experiences, and only one

of them, Koji, explicitly indicated his consideration of an academic career at that stage. In
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their retrospective observations, their decision to pursue master’s studies was interpreted as
one or a combination of the following: external influences, desires to fulfill their learning

needs, and professional considerations.

Being late bilinguals: Conscientious engagement in English language and literacy
learning.

Four of the participants, Wataru, Shizuka, Koji, and Takeshi, followed the regular
non-returnee students’ scenario. They had been born and educated primarily in Japan,
although Wataru experienced a short homestay program in high school in Australia, and
Shizuka studied abroad twice in Canada when in university. Their reported experiences
indicated their conscientious language learning despite their limited exposure to English.
According to Baetens Beardsmore (1986), late bilinguals are those who acquire a L2 after
they reach the age of about 11 years. These four teachers’ journey, particularly from the
school to university years, showed an initial endeavor towards learning English and
thereby towards becoming late bilinguals. All of them happened to be from rural or
suburban areas in Japan and some of them touched on their rare encounters with
non-Japanese people in their neighborhoods. In addition, media information and images of
English speaking cultures were the main inputs for them. In such contexts, they attached
positive meanings to the English language. Shizuka and Kaoji, particularly under the
perceived influences of the media, reported to have interpreted the language as
symbolizing a window to a wider world. Wataru remembered being inspired by a societal
trend that valued the pragmatic function of language. Takeshi was enchanted by the
structural wonder of language itself, which increased his curiosity about the world in which
it was spoken.

Naturally, all of the four constructed themselves as steady language learners as they

reflected on their pre-university years. Unlike Nagatomo’s (2002) participants with similar
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Japan-based backgrounds, the participants in the present study did not explicitly criticize
the grammar-based traditional instruction and curriculum in Japanese public school that
they went through when they reflected on their experiences in school as students. For
Wataru, Shizuka, and Koji, their performance in English as a subject seemed to have been
their source of self-confidence. Takeshi, purely out of curiosity, brought his learned
grammatical knowledge to a level beyond what he had learned in the classroom.

These participants’ reported remarkably proactive and positive engagement in
English learning as they recounted their experiences at pre-reform Japanese universities in
the 1990s. In spite of considerably different learning environments, they seemed to have
been similarly self-regulated in their learning. Wataru and Koji, then English majors, were
blessed with then relatively rare opportunities to join coordinated English language
programs, arguably designed both for non-returnee and returnee students. Books that their
universities published at the time showed that their programs generally offered
English-medium, skills-based courses, similar to then innovative programs in other
Japanese universities in the 1990s (Sekiguchi, 1993; Torikai & Shindo, 1996). While the
two did report their full commitment to extra-curricular activities, they presented
themselves as continuously engaged learners of English particularly in relation to
perceived peer pressure from their returnee classmates. Their reflections further indicated
the relevance of Goodman’s (1990) explanation and Nagatomo’s (2012) observation of the
possibility of internationally educated students as a potential stimulator of Japan-based
students’ motivation to improve their English. By attending English classes where
communicative skills were emphasized with returnee peers, the two teachers reassessed
their language abilities, in which they used to gain confidence, and make efforts to go out
of their comfort zone.

Takeshi, then an English major, and Shizuka, then a social science major, suggested

that they were considerably dissatisfied with the learning environments that their
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universities offered. The type of English education they were provided in their general
education programs arguably represented the classic grammar translation method that was
described by the participants in Nagatomo’s (2012) study. Nagatomo’s (2012) participants
who experienced such an environment reportedly resorted to a variety of measures,
including attending English-related classes, gaining extra opportunities to network with
English speaking peers, and studying abroad. Takeshi and Shizuka tried out at least some
of these kinds of approaches—Takeshi utilized many English-medium and English
specialist courses at university and sought extra opportunities to use English outside of
campus. Shizuka went to Canada to attend ESL programs twice. Particularly unique to
these two as compared to Nagatomo’s (2012) participants was their adoption of extensive
self-learning in the library, which strengthened the metalinguistic foundations they
established in their school years. Overall, all of the four participants showed respect for the
basic language skills they developed in their traditional Japan-based education rather than
denying them.

While topics pertaining to their L1 literacies were largely absent in the literature in
NNES teachers’ experiences and was not the major focus of the present study, the findings
did indicate some relevant experiences among the non-returnee teachers. The non-returnee
teachers’ engagement in Japanese literacies from their pre-university to university days
seemed to be relatively modest as compared with that in English, except in the case of
Shizuka. Shizuka seemed to be the only one who openly expressed her love for Japanese,
especially Japanese writing, in her school days. Although he boasted of his good grades in
Japanese language arts, Koji reported he did not like writing in the language very much.
Takeshi’s absorption in reading and linguistic analysis in his high school to university
years was largely performed in Japanese, but he reported that he did not have extensive
experience writing in Japanese. Wataru suggested that he did not develop any interest in

reading or writing in Japanese until he began writing in the language in his doctoral years.
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Being early bilinguals: Conscientious engagement in bilingual and bicultural
development.

Two of the participants, Minami and Sumire, who had varying lengths of American
schooling experiences, followed the returnee scenario. Consistent with the typical cases
shown in the relevant literature (Kanno, 2003; Goodman, 1990), they both went through
dual schooling lives while in America, took part in a special track of the secondary
education system back in Japan, and attended a returnee-oriented bilingual university
thereafter. They fell in the category of early bilinguals who acquire an additional language
before puberty (Baetens Beardsmore, 1986). Despite considerable individual differences,
their reflections on their language and literacy experiences in pre-university to
undergraduate years were centered on their sincere engagement in bilingual and bicultural
development.

Kanno (2003) suggested that for returnees, parental involvement in education plays
an important role. She also suggested that returnees have complex attitudes towards both
languages. Minami’s and Sumire’ stories confirmed her observations. They frequently
mentioned their appreciation for their parents’ considerate support for their respective
educational pathways. Both indicated their own unique mixture of confidence in their
naturally acquired English language and literacies and relative humility about their
Japanese ones. They both demonstrated a conscious endeavor to improve their Japanese
language and literacies and learn about Japanese culture while advancing their literacy
skills in English further, albeit at different points in their lives, until they joined graduate
school.

According to their reflection on their pre-university years, Sumire and Minami
constructed themselves as returnees engaging in learning not only languages and literacies
but also cultures. Because of her relatively late acquisition of the English language and

early return to Japan, Sumire’s consciousness as a learner of both languages and literacies
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was consistently explicit. Sumire had a positive attitude towards developing her bilingual
competencies and valued all the types of education that she had taken in Japan and
America that facilitated such processes, although her fondness for English-medium
education seemed relatively stronger. Minami did not present herself as a language learner
as explicitly as Sumire when describing her pre-university years. Educated predominantly
in America in the mainstream setting, Minami did not experience ESL learning in America
or in Japan. She developed her love for a range of subjects through the medium of English.
Her experience of formal language learning was focused on Japanese.

In their stories, these participants’ sincere endeavors in English and Japanese
learning continued into their university years. Both Sumire and Minami attended
University A, a bilingual university known for its acceptance of returnees and its provision
of both English and Japanese medium courses (Goodman, 1990). Thus, the university may
be interpreted as exceptional among Japanese universities in the 1990s. Yet, it was notable
that Sumire and Minami’s stories indicated that such special universities also shared
characteristics with other Japanese institutions. Extra-curricular activities among students
seemed prevalent. Both Sumire and Minami participated in such activities and actively
learned Japanese culture and values. Additionally, like in the cases of other universities
with the coordinated English education program, they seemed to be designed primarily for
non-returnee students. The programs did not seem to provide English literacy education for
students with native level English proficiency ( like Minami ) equivalent to the native
speaker sections of first year writing programs and subsequent major specific writing
intensive courses in American institutions (see Leki, 2007, for a review of reports on such
programs and courses).

While both were fully committed to their extra-curricular activities and even
acknowledged their social and cultural values, Sumire and Miami seemed to have felt that

their learning environment was not as linguistically or academically challenging as they
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would have liked. Thus, as in the case of the above-mentioned non-returnee participants,
Sumire and Minami also made independent efforts on and off campus to make their
language and literacy lives fulfilling. Sumire utilized opportunities to further hone her
skills in academic writing in the advanced level of English academic literacy courses in the
above-mentioned English program and actively took English medium courses in her
majors. She also developed her skills in academic Japanese through her part-time job at the
cram school she used to attend. Minami gained opportunities to strengthen her relatively
less dominant language, Japanese, in Japanese as a second language (JSL) and
Japanese-medium courses. However, it was only through studying abroad in Britain that
she was able to focus on her stronger language, English. With a renewed self-concept as a
Japanese and acknowledgment of English as her strength, she was finally able to motivate

herself to base in Japan.

Emerging disciplinary interests.

In their stories, all the six participants reflected on their emerging interest in their
disciplines, although it did not seem to be their central concern. The four late bilingual
teachers, Wataru, Shizuka, Koji, and Takeshi, indicated that their choice of majors before
entering their universities or thereafter was quite casual, and yet three of them proceeded to
English-related majors based on their interest in the language they had developed in their
secondary school settings. Among them, Wataru was the only one who happened to be
aware of the introductory knowledge of TESOL-related fields at the time. None of the
participants extensively touched on disciplinary enculturation through writing in the way
that Casanave (2012) described. Yet, some of them discussed the relevant experiences
surrounding their emerging disciplinary interests. Among the four, Koji and Wataru
mentioned their experience with academic writing through a graduate thesis requirement,

although they did not remember many details except regarding their on-time completion of
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their papers. Takeshi did not have opportunities to write academically in his field but was
committed to his self-learning of linguistics, the parent field of TESOL.

The two early bilingual teachers were not specific about their majors while entering
the university, arguably partly because the institution allowed students to decide their
majors later in their academic lives. Through different routes, both of them, like the
majority of the late bilingual teachers, came to be attracted to English-related fields, and
like Wataru, they eventually focused on the key fields related to TESOL—Iinguistics and
English education. Going through a series of change in her interest, Minami finally became
interested in these fields mainly as a result of her study abroad experience in Britain.
Sumire particularly mentioned her interest in theoretical linguistics in relation to her
specific coursework on her linguistic analysis of her own utterances. McAlpine and
Akerlind (2010) stated that discipline-related networks, which form important parts of the
networking strand in academic work experience, may be forged even at the master’s level
or before. This applied to Sumire, who was the only person who established such a
network early at the undergraduate level with her professor that continued on later in her
academic career. For these returnee participants who had experienced comparable tasks in
their earlier lives and were free from the pressure imposed by writing intensive courses as
in American universities, academic writing through a graduate thesis requirement itself did
not seem to be particularly notable, and neither did they relate the experience in relation to
a sense of disciplinary communities. However, their encounter with the aforementioned

key fields seemed to have served as a foundation for their later careers.

English teaching as a potential future career option.
In their retrospective analysis, most of the participants indicated that they
considered language teaching to be one of their future career options. However, many of

them still seemed to be largely open about how they would narrow their focus. While five
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of the participants obtained teacher certificates in their undergraduate careers, supporting
the popularity of the qualifications among undergraduates in the literature (Saito & Murase,
2011; Nagatomo, 2012), school teaching did not seem to be their ultimate career
destination at the time. Wataru explained that his acquisition of the certificate was a
customary practice and was not necessarily related to his desire to become a teacher.
Takeshi considered teaching as one of many English-related careers. For Koji, with his
desire to change English education as a whole, becoming a schoolteacher itself was one
step toward his ultimate goal of becoming a university-level teacher. Language teaching as
a career option seemed to come naturally to Minami, who engaged in part-time teaching in
such institutions as cram schools and conversational school, and to Sumire, with her love
for language and with her parent’s recommendations. However, at the same time, the
teachers also showed an interest in advanced study in fields related to their profession.
Shizuka, who was the only one who did not obtain the certificate, came to be interested in
the profession in the process of actually experiencing teaching at a conversational school a

few years after graduation and studying abroad.

Decision to pursue master’s studies.

As was the case with the findings in the existing literature (Casanave, 2002; Cho,
2013; Morita, 2004), the participants’ retrospective observations on what led to their
decision to pursue master’s studies as well as their timings varied. However, the present
study showed that the participants in their reflections related one or a combination of the
following elements to their decision: external influences, desires to fulfill their learning
needs, and professional considerations. It was notable that their decisions also involved the
country in which they sought their studies, which supplemented the majority of the existing
studies focused primarily on their learning in mainstream contexts. The majority of the

participants pursued studies right after finishing their undergraduate programs and
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reflected on their wish to make up for or augment what they needed in their undergraduate
years in Japan.

External influences. Although not well documented in the existing literature, the
present study indicated that NNES teachers’ pursuit of master’s studies can be
unintentional. Wataru emphasized that his choice to go to a Japanese graduate school right
after graduation was primarily motivated by the perceived challenge in obtaining any jobs
in the midst of an economic recession. Additionally, Shizuka’s pursuit of a master’s degree
in America was partially motivated by the fact that Japanese master’s programs in a
particular discipline at the time did not generally accept students from a different
disciplinary background.

Desires to fulfill their learning needs. The majority of the participants reflected on
their interest in fulfilling their learning needs that they came to be aware of over the course
of their undergraduate studies. Takeshi and Koji decided to attend American institutions
because of their long-term personal wish to go to an English-speaking environment and
improve their English in authentic settings. Minami wished to attend a Japanese institution
out of the consideration of learning more about Japan in general and English education in
the country that she did not experience as a student. Sumire sought to satisfy her
intellectual thirst, which she could not fulfill in her undergraduate years and desired to
reconnect with America. Therefore, she decided to attend a Japanese master’s program to
prepare herself to study in America at the doctoral level.

Professional considerations. For Minami and Sumire, who had considered the
English teaching profession in general, and Koji who was clear about wanting to become
an university-level English teacher, attending a mater’s may also be interpreted as relevant
to their professional considerations. Shizuka, who was the only participant who decided to
go to graduate school after a few years of teaching experience, emphasized the perceived

practical significance of a master’s in the field of TESOL.
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Master’s Studies and Early Teaching Experiences

According to their reflections, the participants became increasingly focused on their
professional and disciplinary interests over the course of their master’s studies and their
initial teaching career. Those who chose to be trained in TESOL-oriented master’s
programs in America, immediately after graduation (Koji and Takeshi) or after having
gained teaching experiences (Shizuka) mainly engaged in language, literacy, and
disciplinary learning, and semi-professional teaching in the country. Those who went to
Japanese programs with a greater focus on scholarly studies (Wataru, Minami, and
Sumire ) experienced disciplinary learning and research, and sought opportunities to teach
at high school.

Among the participants, there were some who made additional efforts to attend
another institution (Wataru and Koji) or to accumulate teaching experiences (Takeshi) after
the completion of their first master’s. Their accounts indicated that the teachers became
more focused on their interest in the language teaching profession and in particular fields
in their disciplines not only through their master’s studies but also through their
preliminary teaching experiences. Their stories and comments implied that their decisions
to pursue doctoral studies were shaped by one or a combination of the following elements:
external influences, career-oriented motivation, scholarly oriented motivations, and

personally focused motivation.

Being trained in America: Engagement in English language, literacy, and

disciplinary learning along with semi-professional teaching.

The literature suggests that NNES teachers learning in the master’s program in an
English speaking country are often faced with linguistic, affective, and other types of
challenges in the process of disciplinary enculturation (Casanave, 2002; Cho, 2009, 2013;

Morita, 2004). The three participants—Kaoji, Takeshi, and, Shizuka—illustrated part of this
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point, particularly the linguistic aspects, but they all conceived the challenges as valuable.
The different institutions they had attended full time were professional masters’ programs
with concentrations in TESOL primarily intended for new and experienced language
teaching professionals. They reflected on their heightened engagement in language and
literacy learning in specific disciplinary contexts in an English-speaking environment. Koji
and Takeshi both often critically reflected on how little they had been trained for advanced
language and literacy in their undergraduate years in Japan. They were candid in
describing their perceived under-preparedness to deal with the tasks, especially in the area
of writing. Having gone to Canada, experienced teaching English, and learned basic
English academic literacy skills before enrolling in her master’s program, Shizuka did not
describe such a language-related struggle as much but did touch on how overwhelmed she
was by the formal academic writing tasks at the master’s level that she encountered for the
first time.

As part of their literacy challenges, two of them also mentioned their perceived lack
of background knowledge of their fields. Koji, originally an English major, did not fully
understand the contents of the theories and practice at first. Shizuka, coming from a
non-English major, also mentioned in her reflection at the end of her master’s that her
perceived lack of background knowledge hampered her understanding of the full picture of
the field that she was studying. Takeshi, on the other hand, indicated that his background
knowledge about the field that he had developed on his own helped him to keep himself on
par with English-speaking peers.

All of them actively sought opportunities to improve their English language and
literacy skills. All of them interacted with English-speaking individuals on and off campus.
Koji additionally interacted with his seniors from Japan to supplement his knowledge of
the field. Shizuka sought help from the learning center at the institution to cope with the

task demands. Takeshi consistently committed to self-study in the library as in the case in
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his undergraduate years.

All of them gained preliminary teaching opportunities in their masters’ years
without any explicit political disadvantages because of their NNES status, as shown in Cho
(2013; see also Kamhi-Stein, 1999 and Samimy & Brutt-Griffler, 1999). Nevertheless, they
did not explicitly relate these opportunities in America to their subsequent career
experiences in Japan. For example, Koji was not completely satisfied with his teaching
experience in Japanese supplementary school because of the perceived self-conflict
between his temporary status as a student and professional duties as teacher as well as
because of the different teaching context from Japan. Takeshi recounted his pre-service
teaching experiences mainly as a means of strengthening his skills and confidence in his

English rather than in relation to his profession.

Being trained in Japan: Engagement in disciplinary learning and research along
with preliminary professional teaching.

The literature suggests that many of the masters’ programs at Japanese universities
are often viewed as a preparatory program for a doctoral program at the same university
(S.Yamamoto, 2007) and therefore are meant to be research oriented rather than
professionally oriented. According to the accounts of Minami, Sumire, and Wataru, in their
master’s years, this characteristic seemed to have been partially applied to different
Japanese institutions that they chose to attend. In other words, their institutions seemed to
have offered courses in both scholarly and professional directions. On the other hand,
without structured teacher training components in these masters’ programs, the teachers’
preliminary experiential learning as professionals took place primarily on the job in their
respective workplaces at high school. This dual focus on disciplinary learning and
professional learning was arguably challenging, especially for Wataru. Wataru joined a

Japanese master’s program as a tentative destination and started working as a full-time
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contractual English teacher at a public high school. Conducting extracurricular duties in
addition to teaching, Wataru reported that he could not afford to invest much in in his
language and literacy learning, except for his last-minute attempt to complete a master’s
thesis in English. Nevertheless, the teaching experience allowed him to become aware of
the learning needs of Japanese learners of English and thereby develop the basic research
interest that he would like to pursue further. Minami and Sumire, who worked part time at
a private high school, seemed to be able to have a slightly more balanced way of dividing
their time between teaching and research. However, their teaching and research interests
seemed to be somewhat separated, nevertheless. To these early bilinguals, especially for
Minami, immersing themselves as teachers in the type of education in Japan that they had
not experienced fully as students was important and enjoyable in itself. They, at the same
time, engaged in their research projects through which they furthered their disciplinary
knowledge and research-related expertise built on the foundation they had accumulated in
their undergraduate years. As will be discussed, they valued the significance of peer or

academic networks they took part in during the period rather than the coursework itself.

Additional investment in Japan after finishing a master’s program.

Some of the participants recounted the extra efforts they made even after finishing
their master’s studies. Parts of these efforts were academic. According to their accounts,
Wataru’s and Koji’s decisions to enroll in an additional graduate program derived from
their consideration of their professional future in academe in Japan as well as other factors.
Wataru came to his decision based on the imminent need to prepare himself for obtaining a
job in academe after the termination of his contract as a high schoolteacher and on the
desire to deepen the knowledge of his interest. Wataru’s virtual second round of master’s
level study as a special student at University A came as a critical time when he actually

started to engage with language, literacy and disciplinary development in earnest. During
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this special period, similar to those who attended master’s programs in America, Wataru
focused on developing academic speaking, emulating his English-speaking or English
proficient peers, and improving his reading skills through engaging in coursework. He was
also eager to absorb the disciplinary knowledge related to his research interest. Koji’s
pursuit of a second master’s at University N in Japan came primarily from the
above-mentioned Japanese graduate school system that generally required a master’s thesis
to enroll in a doctoral program. Koji was able to consolidate his knowledge of the field by
discussing what he had learned in America in light of the Japanese context with his peers at
his second master’s program, which was more academically oriented, and by engaging in
writing a thesis. Koji and Takeshi engaged in professional English teaching in Japan after
finishing their first master’s. Koji’s engagement in teaching at high school back in Japan
when he was preparing for his second master’s studies led him to be aware of students’
needs and problems in Japanese educational systems in general and thereby establish his
later research focus. For Takeshi, accumulating teaching experience was important to fully

relate to the knowledge of his field that he obtained in his master’s years in America.

Emerging pre-doctoral networks.

Some of the teachers’ stories around Japan-based pre-doctoral graduate school
experiences, like Sumire’s story on her undergraduate years, further supported McAlpine’s
and Akerlind’s (2010) mention of the possibility of the development of discipline-related
networks before doctoral studies. Wataru’s encounter with Seishiro, who shared a similar
research interest and was academically oriented, during his pre-doctoral year at University
A, seemed to boost his motivation to become research oriented in his later years. The
special study group that Minami and Koji joined at University N, which reportedly was
made up of experienced teacher researchers and professors, seemed to work both for

professional communities of teachers and for research-related support groups. For Minami,
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who had wanted to learn about education in Japan, and for Koji, who sought to advance his
academic career in Japan, the networks seemed to be positive. Sumire, too, while not being
able to find attractive areas of study within the limits of the coursework provided,
discussed the value of networks with her peers, a student-initiated reading circle, as an
important catalyst for the discovery of the field that she finally wanted to explore in her
subsequent years. Sumire’s independent attendance of a special workshop given by the
American graduate school that she would eventually join is also an indication of the value

of the networks she appreciated.

Increasingly focused disciplinary interests.

It is clear that the reflections of the participants indicated a little more focused
disciplinary interests than in their undergraduate years, but it should be noted that what
they reflected on was not explicitly their sense of membership in their fields through
collective literacy practices in their chosen programs (Casanave, 2012). As shown above,
Koji and Takeshi, who went to American institutions, did not seem to acknowledge any
sense of membership in their fields despite their engagement in disciplinary writing. Their
real disciplinary interests, if not their sense of disciplinary membership, emerged out of
their actual teaching experiences after finishing the program rather than through writing.
Likewise, Shizuka, who attended an American institution, came to be interested in one area
of study because of her coursework, although she did not necessarily seem to see herself as
a part of the field. Some of the participants who learned in or rejoined graduate studies in
Japan may have become more conscious of their membership as a part of their physical
communities because of their studies in relation to their master’s thesis and the
above-mentioned network they forged. However, the extent to which they developed their
sense of membership in the field and through writing was unclear. For example, Minami

and Sumire, in spite of their engagement in master’s studies, did not feel compelled to
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publicize their work at this stage.

Decision to pursue doctoral studies.

There has been little research exploring what motivates NNES teachers to pursue
doctoral studies. Casanave (2012) and Pennington (2015) implied TESOL-related fields’
tendency to see the master’s degree, not the doctoral one, as the terminal degree. Casanave
(2012) generalized that only language teachers who gain confidence in research skills in
master’s studies tend to proceed to doctoral studies. Casanave (2014) reported in another
work that her own doctoral students who actually joined a doctoral program desired to
improve their career prospects, financial conditions, or simply to fulfill their interests.
Partially similar to her observation, the stories of the teachers in the present study
suggested that their decisions behind the pursuit of doctorates were shaped by one or a
combination of the following: external influences, career-oriented motivation,
scholarly-oriented motivation, and personally-focused motivation. In retrospect, the
teachers connected these influences to their cumulative language, literacy, and preliminary
professional experiences.

External influences. To some of the participants, the decision to proceed to doctoral
studies and where to do so was prompted mainly by external influences. To Minami, who
had studied in Japan, and to Shizuka, who had studied in America, the pursuit of doctoral
studies did not come as a decision. Minami, who missed some opportunities to teach at a
high school in Japan, made a decision to go back to America partially through her
professors’ recommendation. Shizuka, meanwhile, despite the uncertainty of her academic
plans, was pressured to attend a doctoral program because she found that the choice was
quite common among her peers. However, she ended up enrolling in a Japanese doctoral
program even after being accepted into an American program because of financial reasons.

Koji and Wataru also took financial situations into account when they decided to choose
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Japanese programs when starting a second master’s level studies in Japan, although they
also considered attending an institution in the mainstream setting first.

Career-oriented motivation. Koji and Wataru were relatively explicit in relating
their goal of becoming university professors in Japan to their pursuit of doctoral studies.
Their decision to pursue doctoral studies seems to have been made when they joined their
second round of master’s level studies in Japan. Koji reported that he continued to stick to
his long-standing goal of becoming a teacher educator and felt the necessity of having a
doctoral degree after obtaining a master’s to fulfill this goal. Wataru, who initially was
unclear about his career prospects, was now compelled to obtain a position in academia
and to make a cost-effective decision to continue his studies in Japan following his training
as a special student. Shizuka’s story did not show her intention to become a university
instructor at the outset, but her career focus expressed in her account on her entry to the
master’s program and her cautious alignment with her peers pursuing doctoral studies also
indicated her career consciousness in her pursuit of a doctorate.

Scholarly-oriented motivation. While they were clear about eventually resuming a
teaching career in Japan, Minami and Sumire intended to pursue doctoral studies in
America largely because of their intrinsic love for research, particularly in scholarly areas
rather than teaching-based themes. Although she was encouraged by her professors to
attend a doctoral program, Minami herself developed an interest in linguistically related
studies over the course of her master’s years. In the case of Sumire, her effort to explore
her own disciplinary areas of interest outside of what was offered in Japanese graduate
school and to network with mainstream scholars led her to materialize her goal of attending
a doctoral program in America.

Personally-focused motivation. Takeshi constructed a more personally focused,
exploratory motivation. His story in the context of his American master’s program

revolved almost around his personal interest in language development, particularly
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vis-a-vis his English-speaking peers. In addition, even after he developed an eventual
interest in specific areas of studies back in Japan, Takeshi did not explicitly connect the
areas with disciplines or careers. Notably, Takeshi recounted his reluctance to network with
experts in his fields and his indifference to his career development in higher education in
Japan. He emphasized that his pursuit of his doctorate was based primarily on his personal

pursuit of intellectual curiosity, not out of career or scholarly considerations.

Research Question 2: What are the characteristics of the Japanese university English

teachers’ writing and research experiences over the course of their academic careers?

The second and main focus of the present study was on exploring the six teachers’
writing and research experiences over the course of their academic careers. NNES
university English teachers’ writing and research experiences in the context of academia
are as equally under-researched as their pre-professional backgrounds. What the limited
body of research did indicate was that there are factors both facilitating and constraining
any university faculty’s writing and research endeavors in today’s rise of managerialism in
higher education (Benjamin 2000; Brenan, 2007; Fox, 1992; Finkelstein, 2007; Gordon,
2010; Gottlieb & Keith, 1997; Griffiths, 2004; Henkel, 2010; Johnstone, 2011; Kogan,
1997; Musselin, 2007; Sanyal & Johnston, 2011; Schwandt, 2009). It also indicated that
across the board, language teachers’ writing and research activities are particularly likely to
be hampered in this climate because of TESOL-related fields’ inconsistent research
traditions (Borg, 2010, 2013; Pennington, 2015; Reis-Jorge, 2007) and low disciplinary
status (Lorimer & Schulte, 2010; Pennington, 2015), as well as institutional constraints
(Allison and Carey, 2007; Bai, Millwater, & Hudson, 2012; Borg, 2010, 2013; Borg & Liu,
2013; Pennington, 2015; Xu, 2014).

Furthermore, the Japan-focused literature suggested that Japanese higher education
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today by and large reflects the global trend towards managerialism coupled with a range of
historical Japan-specific issues (Amano & Poole, 2005; Arimoto, 2015; Asonuma & Urata
2015; Goodman, 2010; MEXT, n.d.b, n.d.c.; Ogata, 2015), and there are conflicting forces
both facilitating and constraining academics’ writing and research engagement (Arimoto,
2015; Asonuma & Urata, 2015; Aspinall, 2005; Goodman, 2010; Hasegawa, 2015; Kano,
2015; Nagatomo, 2012; Shimada, Okui, & Hayashi, 2009; K.Yamamoto, 2004; Yonezawa,
2008). With the growth of the value of English education in higher education (MEXT,
2003 Hashimoto, 2009), Japanese university English teachers’ missions as model language
teachers, teacher educators, and examination developers have gained in value (Nagatomo,
2012), yet their roles as researchers seemed to be unacknowledged and unsupported.
Despite the heightened necessity of a doctoral degree for them to advance their careers
(McCrostie, 2010; Nagatomo, 2012; Poole, 2010), a number of negative circumstances
including the low recognition of their fields and institutional constraints (MEXT, n.d.e,
2006; MEXT & JSPS, 2015; Nagatomo, 2012; Poole, 2010; Casanave, 2010) seem to
affect Japanese university English teachers’ writing and research engagement.

The findings in the present study illuminated Japanese university English teachers’
proactive engagement in writing and research, but overall indicated a conflict between
their intellectual strand of academic work experience and the other two strands of
academic work experience—the networking and institutional (McAlpine & Akerlind,
2010)—albeit to a differing degree. Regardless of where they were trained, all of the
Japanese teachers, building on their own respective personal histories, constructed a
non-linear and complex journey moving back and forth across the world of academia,
where knowledge construction through writing is the norm, and the world of English
teachers, where such endeavors are viewed as a “minority activity” (Borg, 2010, p. 391).
Namely, the way they constantly engaged in teaching that they had always loved was

different from the relatively linear mainstream scenario where scholars develop an
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academic career after finishing full-time doctoral studies (Donato, Tucker, & Hendry,
2015; Kubota & Sun, 2013). At the same time, their sincere commitment to writing and
research differed from many cases of NNES English teachers portrayed in studies outside
Japan who are reluctant to conduct research (Bai, Millwater, & Hudson, 2012; Borg, 2010,
2013; Borg & Liu, 2013; Xu, 2014) or Japanese part-time teachers who are apathetic
towards research, as mentioned in Poole (2010).

In graduate school contexts, particularly in American settings, the participants were
expected to become a part of disciplines through writing. In contrast, in their professional
contexts in Japan, they found themselves exposed to a widely held implicit view that
language teachers were not expected to conduct research, particularly in their disciplinary
contexts. This dilemma seemed to be consistent, even after they advanced to a tenured
position in which they were officially acknowledged as researchers as well as teachers.

In line with some descriptions in Nagatomo’s (2012) studies, the majority of the
participants were reported to be committed to their doctoral and professional studies while
working as teachers. According to their reports, they experienced varying forms of
disciplinary enculturation and professional development (Casanave, 2012) through writing
at an early stage of their career. Broad differences were seen between the Japan-trained
teachers and American-trained teachers not only in terms of the academic environment
they were exposed to in their doctoral programs but also in terms of how to balance work
and research. The Japan-trained teachers seemed to have experienced concurrent
engagement in research and teaching together with other professional work starting from
the early phase of their doctoral lives, whereas those who trained in America experienced a
focused period of research at first.

Both groups were found to be actively engaged in English-medium dissertations
and other publications, although while the former group focused more on the efficient

production of the works across languages and genres, the latter group valued the

291



intellectual process of the production of the work and used English-dominant genres
mainly in the form of RAs. Overall, for all the teachers, the respective writing and research
practices they adopted at the early stage of their academic career seemed to serve as the
basis for their present practices.

Meanwhile, it is undeniable that mainly institutional factors including the ones
documented in the literature (Allison & Carry, 2007; Benjamin, 2000; Borg, 2013;
Casanave, 2010; Nagatomo, 2012; Pennington, 2015; Poole, 2010; Xu, 2014) continuously
affected the way the teachers engaged in and advanced their practices throughout their
career to date, while they were able to experience their advancement as teachers. Among
the teachers, only one, Minami, who was American trained, was engaged in the
mainstream scenario of “publishing out of the thesis” (Kamler & Thomson, 2014, p. 138).

At the present career stage, in the context of the era of intensified university reform
and manageriarism, all of them viewed the institutional strand (McAlpine & Akerlind,
2010) as central to their academic work experiences. It affected their networking strand
(McAlpine & Akerlind, 2010) as well as their intellectual strand (McAlpine & Akerlind,
2010) in various ways. They expressed a sense of an institutional mission, as well as
personal passion, to contribute to English education at their universities. However, the
teachers, especially those tenured in private universities with an emphasis on a wider range
of non-teaching professional duties, and among them those trained in America in particular,
seemed to find it challenging to continue their studies the way they liked, despite their
capacity for knowledge construction.

As compared with NNES teachers in other countries documented in the literature
(Allison & Carry, 2007; Bai, Millwater, & Hudson, 2012; Borg, 2010, 2013; Borg & Liu,
2013; Xu, 2014), many of them indicated a degree of confidence in the language, literacy,
or research and publication experiences they had accumulated. However, persistent

institutional constraints, as well as network constraints and their own personal orientations
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and stances towards research grounded in their backgrounds seemed to have shaped their
mixed feelings about being and becoming researchers. In view of these perceived
challenges, their expressed research-related aspirations were modest and basic but still

seemed to be quietly present.

Writing and Research Experiences in the Early Academic Career Phase

In contrast to many of the portrayals of NNES teachers’ research engagement in the
literature (Bai, Millwater, & Hudson, 2012; Borg, 2010, 2013; Borg & Liu, 2013; Xu,
2014; Poole, 2010), the participants’ stories of their experiences at the early stage of their
career showed that they were all proactive in their writing and research, although their
primary interests were in their language teaching profession. Their stories illuminated their
considerable individual uniqueness especially in terms of the academic culture and
trainings that they were exposed to in their graduate schools. The different academic
trainings were also related to their different way of balancing academic and institutional
commitments, particularly in their early careers. The three teachers—Wataru, Shizuka, and
Koji—who were trained in Japan, started with a concurrent engagement in research and
teaching together with other professional work like some of Nagatomo’s (2012)
participants did. The other three teachers, Takeshi, Sumire, and Minami, who were trained
in America, had varying lengths of research-focused periods before beginning their
professional lives in Japan with an increased focus on teaching.

In their early career phase, the majority of the teachers experienced insecure yet
labor-intensive job conditions while they simultaneously gained valuable professional
opportunities. However, this was an important period when they engaged in their research
most actively. Their foundational writing and research practices seemed to have been
developed in their early career contexts in their doctoral to post-doctoral years, drawing on

available networks and resources under these very complex conditions.
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Being trained in Japan: Engagement in bilingual writing and research practices

while committing to teaching and other work.

Wataru, Shizuka, and Koji, who chose to obtain doctoral training in Japan, reflected
on their challenging experience of concurrently engaging in research, teaching, and other
professional work at the same time. Shizuka and Koji in particular emphasized their
devotion to teaching and other professional work from the beginning while Wataru chose
to start with a life focusing more on research, with a relatively small load of teaching. They
all strived to achieve career advancement from part-time positions (MEXT, 2006;
Nagatomo, 2012; Poole, 2010) to contractual ones (MEXT, 2006, n.d.f; Nagatomo, 2012;
Kano, 2015) or to tenured full-time positions, while going through inter-institutional
immigration accordingly. In their graduate schools, where students’ independent efforts
were expected, and under insecure, yet increasingly labor-intensive, job conditions without
much support for research, they drew on networks independent of their advisors or their
workplaces to enhance their productivity mainly at a local level. Under the constraints,
their writing and research practices were naturally oriented towards efficiency.

Academic environments.

Self-directed apprenticeship. In their reflections, the characteristics of the writing
culture of their doctoral programs at University A, which Wataru and Shizuka attended,
and at University N, which Koji attended, were generally in line with those of Japanese
graduate schools as documented in the literature (Maruyama 2008; MEXT, n.d.c.;
Nagatomo, 2012; S.Yamamoto 2005, 2007). In contrast with their masters’ programs, the
coursework was often elective, and except for the requirements for qualifying papers at
important junctures like candidacy examinations, research proposal defenses, and
dissertation projects, it was primarily students’ responsibilities to develop their writing and
publication profiles. Koji’s observation on the low graduation rate of the program at

University N may partially reflect the extreme challenge associated with such

294



environments (See S.Yamamoto, 2007) as well as other issues.

As Casanave (2012) showed, even in the mainstream scenario, it is not always the
case that doctoral students have advisors whose field exactly matches with theirs. This case
may be more common in TESOL-related fields in Japan, particularly in light of the likely
scarcity of departmental representations of faculty specializing in the fields (MEXT &
JSPS, 2015; Poole, 2010). Wataru in particular explicitly stated that he had an advisor
whose area of specialty was different from his. Wataru’s efforts to publish an individual
article in his field in the process of dissertation writing to prove his expertise to the advisor
outside of the field aptly reflects this divide. Furthermore, graduate faculty members in
Japanese universities have limited time for working with their own graduate students, as
they typically take major responsibilities for undergraduate education (Kitamura, 1999) as
well as other administrative responsibilities dictated by the institutions (Poole, 2010). Thus,
formal apprenticeship writing or publication pedagogies (e.g., Casanave, 2012; Aitchison,
Kamler, & Lee, 2010) with the guidance of advisors in their fields are not common either.
This issue seems to have been relevant to the circumstances of all the three participants.
Nevertheless, the teachers’ stories indicated that they were aware of the need to be
self-directed right from the beginning, and that they independently enculturated themselves
into the literacy practices in local contexts that they felt the need to be familiarized with.
They developed their disciplinary knowledge through an extensive reading of the literature
in both languages. They sought a “textual mentorship” (Li, 2007, p. 67) approach, whereby
they sought to emulate the textual practices in mainstream journals and other exemplar
texts. Wataru additionally sought to model himself after the publication practices of both
mainstream scholars in English-speaking countries and Japanese scholars in other fields.

These endeavors could be interpreted as self-directed apprenticeship.
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Institutional environments.

Insecure job conditions and increasingly wide-ranging professional duties. At
differing points in time and to different degrees, the three teachers experienced insecure
job conditions. Their first academic career started with part-time positions at multiple
universities, with usually a one-year contract (Poole, 2010; Nagatomo, 2012). Shizuka and
Koji, in particular, reported spending a considerable time teaching as they were part-time
teachers at the beginning of their academic career. Around the time when they obtained a
doctoral candidacy, they all conducted a job search for securing full-time contracts and
changed their institutions. In keeping with the current trend of a limited-term tenure
contract (MEXT, 2006; MEXT, n.d.f; Kano, 2015; Nagatomo, 2012), not all full-time
contracts were tenured ones. In fact, Koji’s full-time position at university at this stage was
a limited term, requiring him to consider shifting to another university.

Their responsibilities at the time seemed to vary across institutions. Koji and
Shizuka in particular indicated that their professional experiences in the capacity of full
timers, such as having opportunities to teach some content courses in addition to language
courses, were valuable. However, it was notable that the full-time contractual positions that
the three teachers obtained seemed to have involved work beyond teaching, including
program administration, recruitment, a range of committee work, and student-related
services. Shizuka and Koji vividly remembered their experiences finalizing their
dissertations at the peak of their institutional duties. Koji’s story on his membership of
multiple committee work across departments in the midst of his dissertation and
childrearing particularly stood out. His intensive curriculum-related duties seemed to
reflect the continued need for the systematization and improvement of English education in
post-reform universities (Hadley, 1999; Nagatomo, 2012; Poole 2010).

Invisible research culture and distant disciplinary affiliation. The literature

suggests that research culture is inconsistent in TESOL-related fields (Borg, 2010, 2013;
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Pennington, 2015; Reis-Jorge, 2007; see also, Casanave & Vandrick 2003; Kubota & Sun,
2013; Donato, Tucker, & Hendry, 2015). It also indicates that this weakness often
infiltrates at the institutional level and manifests in a lack of support for research for
university English teachers (Allison & Carry, 2007; Bai, Millwater, & Hudson, 2012; Borg,
2010, 2013; Borg & Liu, 2013; Xu, 2014). It further suggests that their access to research
varies according to institutional expectations (Allison & Carey, 2007; Pennington, 2015).
These issues all arguably affected the experiences of these participants at an early stage of
their career. According to their stories, research cultures in the departments or institutions
they worked for did not seem to be explicit to them even after they became full-time
members, an issue that seemed to be related to their large number of duties. The
participants suggested that their institutions perceived their research endeavors primarily as
necessary qualifications but did not have particular supports for research production. Koji,
for example, was encouraged only to submit annual reports in Japanese. Shizuka
mentioned her acknowledgement of the need for the annual production of tangible
publications, but this did not necessarily fit with the practices of her fields. She sought to
demonstrate productivity in any genre when she worked for her department. The
participants indicated that there were almost no colleagues who specialized in the same
TESOL-related disciplines and shared the similar literacy practices, although they were not
concerned about this issue and focused on what they could do under the circumstances.

Networks.

Networks based in Japan: Graduate school peers or professional and general
academic communities. While the three pressed on independently, they mentioned that they
did draw on some sort of networks based in Japan in the process of their writing and
research endeavors. In the above-mentioned situations, the networks they capitalized on
were independent of their advisors or workplaces. Some of their networks were naturally

built ones. Wataru and Koji mentioned their naturally built networks with their peers at
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their respective graduate schools. Wataru worked mainly with his peer at graduate school,
Seishiro, to stimulate each other, while Koji got occasional advice from his seniors and
gain some opportunities for co-authorship. Other networks were purposefully sought out.
Shizuka, for example, actively got involved in professional groups of Japanese experts in
English teaching, who were active in local publishing. Her co-authored works were
primarily made possible through the bond she established in the community. Additionally,
Shizuka gained the membership of interdisciplinary communities of Japanese academics,
where she learned how to appeal to the general academic audience in Japan outside of her
disciplines.

Writing and research practices and their perceived values.

The teachers’ stories indicated that under the hard-pressed conditions above, they,
especially Wataru and Shizuka, focused on efficient production of their work. The
literature suggested that while the traditional notion that “the major doctoral task is to get
the research done and the dissertation written” (Kamler & Thomson, 2014, p. 138) still
exists, doctoral researchers have been increasingly expected to publish during their studies,
mainly out of the thesis. The three teachers sought to synthesize both traditions in their
own ways. Their representative practices that they engaged in at their early stage of their
career were dissertations in English and other works separate from the dissertations in
various genres across languages. They produced most of these works in parallel with the
dissertation work. The teachers generally had a relatively extrinsic and detached view
towards their works as a necessary means to a career-related end.

Engagement in an English-medium dissertation as a necessary hurdle. The three
Japan-trained teachers were reported to have dedicated considerable energy to their
doctoral work in English. As shown in the related literature, academic knowledge
construction in the HSS discipline in the periphery context involves unique complexity in

an attempt to achieve the integration of locally situated research with “theoretical
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discourses that aspire to universality” (Lillis & Curry, 2010, p. 24). In particular, Wataru
and Koji’s stories showed that they tried to achieve this effort to construct knowledge.
Their expressed effort involved contextualizing their research in the mainstream
disciplinary discourse through extensive literature reviews, adhering to the standard
methodologies in the mainstream context in an acceptable style and language. At the same
time, they set their themes in their local settings in Japan where they worked to incorporate
insights from Japanese-language journals into their related fields.

Despite the intellectual effort put into the work, however, the three participants all
implied that their dissertation work was primarily an institutional genre and a necessary
formality rather than a process of disciplinary enculturation, the basis of other works, or a
contribution to their fields. Koji’s pressure to complete his high quality doctoral
dissertation was primarily based on his desire to get his work approved by his advisor.
Inspired by her advisor, Shizuka had the idea that the dissertation should be something to
finish without accounting much for creativity. Wataru viewed his work as a key to getting
his title of Ph.D. Generally, they had a relatively humble and detached evaluation of their
dissertation work. The attitude may also have to do with the perceived challenges in
focusing on completing the work within the rigid time constraints resulting from their
professional and institutional circumstances. They, however, perceived the pragmatic value
of the doctoral degree. Shizuka’s promotion within the institution at the time was not
possible without the degree. Koji’s securing of his current position required the degree as
well. They also found their doctoral experiences in general meaningful. Koji gained
confidence from finishing the dissertation despite the challenge. Wataru is proud of his
publication of an article in a famous national journal in the process of his dissertation
writing and its positive impact on his subsequent career.

Engagement in various bilingual works for career advancement and recognition.

The literature showed that in the HSS disciplines, academics adopt a wide range of
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acceptable academic writing practices across languages and genres when it comes to
publishing their work in professional contexts (e.g., Casanave, 1998; Lillis & Curry 2010).
This tendency seems to be applicable to the situation in HSS fields in Japan where genres
such as books and in-house journal articles are widely accepted (Eades, 2002, 2005;
Goodman, 2004; Kamada, 2007). In addition, the literature also suggests that that even in
global research institutions where international English medium publications are promoted,
HSS scholars prefer to publish in their L1s mainly due to time constraints and their locally
oriented professional interests (e.g., Lillis & Curry, 2010; Li & Flowerdew, 2009). In line
with this broad trend, the teachers, especially Wataru and Shizuka, strived to produce a
variety of works across languages as a means of career advancement, mostly in parallel
with their dissertation work in English.

The three participants in the present study were well aware that their
English-medium work was the most important in the TESOL-related fields, and in fact, in
addition to producing English-medium dissertations, they published their other works in
English. However, they put equal emphasis on the Japanese-language medium. Their
adoption of a Japanese-medium practice seemed to be reflective of their alignment to the
practices endorsed in the networks they observed or found themselves be a part of. It also
seemed to come from the need for efficient productivity and recognition under time
constraints. In addition, it may also have something to do with their relatively
Japanese-dominant language and literacy backgrounds although they reported that they
found it difficult to write academically in the language at times. Wataru, who described
himself to have believed in quantity in publications as paramount for recognition in
academia in Japan, Japanese-medium RAs were a powerful source to achieve the goal. He
also believed in the scholarly value of the abovementioned particular Japanese-language
journal in the field that he sought to specialize in and challenged himself in the rigorous

review processes by the experts in the field. Shizuka also believed in the importance of the
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quantity of publications and the value of Japanese language publications as a key to career
development. In her case, more emphasis was placed on the generalist approach to
academic production, incorporating a wide variety of genres, including the ones targeted at
practitioners. Shizuka further valued the benefits of publicizing some Japanese

publications as a valuable step towards her subsequent work.

Being trained in America: A shift from focused engagement in English-medium

writing and research practices to increased emphasis on teaching.

Takeshi, Minami, and Sumire, who chose to obtain their doctoral training in America,
reflected on the complexity involved in undergoing a dramatic shift from research-focused
lives in America to teaching-first lives in Japan. The three had the opportunity to focus on
their doctoral studies for an extended period of time, where they were formally
enculturated into disciplinary writing and research practices through coursework and
varying degrees and types of expert apprenticeship. Unlike the Japan-based teachers, they
showed an intrinsic fondness for writing and research endeavors. Therefore, the shift in the
environment to teaching-focused lives had a considerable impact on them, although they
profoundly loved teaching. While the institutional environment seemed to be relatively
positive, they all had various tensions according to their respective statuses and conditions
at the time. They worked with their advisors, graduate students in America, institutional
colleagues, and old academic networks in Japan in producing their work mainly for
international audiences. Their writing and research practices were primarily driven by their
intellectual interests.

Academic environments.

Varying degrees and patterns of mentor-led apprenticeship. In the teachers’
descriptions, both of the doctoral programs, the professionally oriented one that Takeshi

attended and the research-oriented one that Minami and Sumire attended, required a
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coherent writing intensive coursework that naturally led them into the knowledge and
practice of disciplines, facilitating their disciplinary enculturation experiences. However,
their stories also suggested that the degree to which writing for publication for professional
development was emphasized seemed to vary across the institutions. When they were
students, publishing their work for external audiences was apparently not explicitly
emphasized in Takeshi’s program, yet was demanded in Minami and Sumire’s.
Additionally, formal research apprenticeship as reported by CFAT, and cited in Donato,
Tucker, and Hendry (2015), which values a close mentor-mentee collaboration among
other elements, seemed to have been more common in Minami’s and Sumire’s program
than Takeshi’s. Minami assisted in her advisor’s effort to produce her work as a member of
her research team while learning specific research and literacy skills in the process. Sumire
worked closely with her advisor on a range of research projects and conference-related
works.

In addition, their stories also indicated that only Minami chose exactly the same
field that her advisor belonged to. Sumire, while working closely with her advisor, pursued
her own research interest, which she had originally developed in Japan and furthered in
another professor’s class. She was also actively involved in teaching as a Japanese teacher.
Takeshi was clear about the original research agenda he had brought from Japan and was
primarily independent of his advisor.

Institutional environments.

Insecure job conditions and teaching-focused duties. It may be interpreted that the
three teachers were under a relatively stable institutional environment back in Japan, as
they were all based primarily in a coordinated English language program at one single
university, University A, right from the beginning of their academic careers in the country.
Minami, with her doctoral project still in the early phase, and Takeshi, with his Ph. D.

degree in hand, both obtained a full-time position without any prior experiences of
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part-time positions. In addition, unlike the full-time positions that the former three teachers
experienced, Takeshi and Minami’s basic institutional missions in their program were
focused on TESOL work that did not include interdepartmental responsibilities such as
committee work in relation to entrance examinations, recruitment, and other services. The
position involved many weekly class meetings primarily focused on language instructions
with extended individualized tutorials. The programs, with a long tradition of English
education, provided them with valuable teaching experiences and served as their primary
research sites.

However, their conditions were not entirely secure. Like in the case of Koji in his
early full-time career, Takeshi’s and Minami’s position were non-tenure track ones. Further,
after her withdrawal from her position, Minami started to reenter academe as a part-timer
at multiple universities. This was the careful decision that she made on her own, and she
showed profound appreciation of the support from her former colleagues in her subsequent
career. However, an element of wonder remains about the availability of official supports
from the institution and academia at large to help English teachers like her navigate their
maternity leave and return to work. Sumire started as a part-time instructor at two
universities, including University A, when she was finalizing the dissertation. The
part-time positions that Minami and Sumire obtained were the same type of contingent
jobs that Wataru, Koji, and Shizuka experienced at the beginning of their career. Although
both were appreciative of the opportunities, their career move comes off as somewhat
regressive.

Visible research culture and close disciplinary affiliation. As Takeshi and Minami
believed, a TESOL-based research culture seemed to have existed in the program,
particularly for full timers. University A was deemed to have a tradition that put an
emphasis on teacher research, educational research mainly in the capacity of teachers,

although there was arguably no regulation as to research production. Their institutional
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documents suggest that the program had its own peer-reviewed institutional research
journals that their full-time teachers were encouraged to contribute to. In addition, the
teachers in the program seemed to share similar research interests in TESOL-related fields,
and collaborative work in their research, writings, and presentations was quite common.
The existence of such a culture at the institutional level seem to be quite atypical in light of
the situations shown in the literature (Allison & Carry, 2007; Bai, Millwater, & Hudson,
2012; Borg, 2010, 2013; Borg & Liu, 2013; Xu, 2014) and those described in the other
participants’ reflections at the similar career stage as discussed above.

Networks.

Networks based in America: Advisors and graduate school peers. Like the
Japan-trained teachers, the American-trained teachers also reported on their participation in
both naturally built and purposeful networks in their writing and research efforts, although
considerable individual differences existed in the types and trajectories. Some of their
naturally built networks, mainly the ones with their advisors, were based in America.
Especially for Minami, with her short stay in the doctoral program, her network around her
advisor and her research team served as the basis for her research training and work
production. Flowerdew (2000), in his case study, illustrated an American-educated Hong
Kong scholar’s perceived isolation from the “center” of the disciplinary community after
his return to his home country upon the completion of a Ph.D., although he was able to
maintain contact with mainstream scholars through e-mail. This scenario was not
straightforwardly applied to Minami. Her connection with her network was quite solid and
continued on even after her return to Japan and even during her withdrawal from work. For
Sumire, too, her network with her advisor, whom she originally met at a special workshop
in Japan, was valuable and continuous at least up to her completion of her dissertation.
During a relatively long and focused stay in the program, she also worked with other

graduate students in the program and linguists beyond the boundary of the program.
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Networks based in Japan: Long-standing academic networks, current institutional
colleagues, and others. The three participants also had naturally built networks based in
Japan. Some of these networks were related to their communities forged in their prior years.
While in America, Sumire worked with her professor from her undergraduate years and her
seniors in her graduate school in Japan. Minami, during her withdrawal, reconnected with
her network of Japanese graduate students of which Koji was also a part.

Other naturally built networks that the teachers forged were institutional ones. For
Takeshi, who was initially indecisive about his career after finishing his doctoral studies,
the opportunity to work with his colleagues seemed to be a critical starting point in
developing his research profile. There was a fortunate match between Takeshi’s original
research focus and institutional teacher research focus, although he also felt the need to
work on his own research separately. For Minami, whose core network was her advisor’s
community, while working hard on her dissertation, this institutional network seemed to
have been her additional, albeit important, network. Sumire, as a part-timer, was arguably
not expected to be part of the institutional research culture in the program at University A,
the main institution that she worked for. She was, however, fortunately invited to work
with colleagues to publish an in-house journal article at another university on a similar
teacher research project, albeit only once.

Unlike the above-mentioned networks that were naturally forged, Sumire’s new
community of Western-educated scholars was a purposefully sought out one. Although
Sumire’s story is not as pessimistic as the case of the Hong Kong scholar in Flowerdew’s
(2000) study, Sumire needed extra effort back in Japan so that she could maintain her
motivation to pursue the research interest that she developed in the mainstream context.

Writing and research practices and their perceived values.

According to their stories, Takeshi, Minami, and Sumire, with the opportunity to

have a focused period of research, valued the very process of writing and research as much
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as, or at times more than, their products. Like the cases of Koji, Wataru, and Shizuka, the
representative practices that they engaged in at the early stage of their career included their
dissertation in English. However, for them, the dissertation seemed to be the core
intellectual work derived from their preceding knowledge development in the program.
The timing of the production of other works for publication and presentation differed, but
these works generally had a greater degree of connection with their dissertation work as
compared with their Japan-trained counterparts and were produced all in English. Sumire,
committed to writing for publication before and in parallel with her doctoral study, drew on
the various networks mentioned above. Takeshi engaged in research production mainly in
his post-doctoral years both independently and with his colleagues at University A.
Minami’s practice reflected a combination of both patterns. Her research production in
collaboration with her advisor and her research team spanned from her doctoral to
post-graduate years. They generally had a relatively intrinsic and cautiously positive view
towards these works, although the meaning attached was considerably different.
Engagement in an English-medium dissertation as core intellectual work. The three
American trained teachers, like their Japan-trained counterparts, suggested that they
engaged considerably in doctoral work. Similar to Japan-trained counterparts, their own
locality as Japanese or Japan-based individuals was at the core of their construction of
knowledge, although they situated themselves in the mainstream research traditions they
were trained in. Takeshi drew on his biographical particulars as a Japanese learner of
English in the theme of his choice. Sumire too utilized her knowledge of Japanese that she
consciously gained in her research. Minami chose to focus on collecting data from
Japanese informants. In contrast to the Japan-trained teachers, however, the three did not
view their doctoral works as a formality. They would rather do their work as their core
intellectual work, and they appreciated the process that led to the work, such as their

coursework, research training, and guidance offered in their respective contexts.
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However, their evaluation of their dissertation was slightly different depending on
the situation in which they produced the work. Takeshi and Sumire, who chose their
themes outside of their professors’ fields and stayed longer in the doctoral program in
America, constructed their dissertation work as a stand-alone, distinct work in its own right.
Both of them had a special attachment to their dissertation work. Takeshi emphasized the
work as a source of intellectual fulfillment, personal growth, and linguistic and literacy
development. Sumire, while being humble about her ambitious intellectual journey that cut
across multiple disciplines, was grateful for the opportunity. Minami, who studied in her
advisor’s research area under time constraints back in Japan and who frequently judged
herself against her American peers, was more modest about her work. She was more proud
of the later work that she produced based on her work, as will be discussed below.

Engagement in other English-medium works as the ramifications of intellectual

pursuits. The American-trained teachers, especially those who learned in the research
universities, were active in presenting and publishing their works in addition to completing
the dissertation. Their works that they engaged in at this stage had a degree of connection
with their doctoral dissertation, and many of them fell into the broad genre of
English-medium RAs. This basic tendency may reflect their immersion into the
English-medium and writing intensive coursework in their fields in the doctoral program,
and into the related culture maintained in the institutions at University A they were
socialized into. Their almost exclusive use of English may have also to do with their
language and literacy backgrounds. Takeshi, having experienced almost non-interrupted
training in America from master’s to doctoral level, stated that he did not see why some
teachers write in Japanese in spite of their expertise in English in our casual conversation.
For Minami and Sumire, because of their returnee backgrounds and American-based
doctoral training, writing in English seemed to come naturally. Nevertheless, the timing of

the production of these works and the meaning attached to them varied across individuals.
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It was notable that only Minami pursued “publishing out of the thesis” (Kamler &
Thomson, p. 138) at the post-doctoral stage.

English-medium works as a natural process of disciplinary enculturation. Minami

and Sumire constructed their early works as a part of their learning process of disciplinary
practices under the guidance of their advisors (Casanave, 2012). According to Kamler and
Thomson (2014), it has become increasingly common for doctoral advisors to explicitly
guide their own doctoral students through the process of writing for publication, and
advisor-led co-authoring was a desirable pedagogical opportunity. At their early doctoral
career, along with general research training, Sumire and Minami both obtained the
opportunity to coauthor RAs for international journals with their advisors as well as with
others. In this context, both seemed to have participated in some portions of the articles
largely controlled by the advisors. Their advisors generally took the “cut it up and put it
back together” (Kamler & Thomson, 2014, p. 146) approach to coauthoring, where “the
sections of an article are divided between writers”, and “one takes responsibility for
meaning the pieces together” (Kamler & Thomson, 2014, p. 146). Both teachers
appreciated these opportunities as an important yet natural process of disciplinary learning
facilitated by experts in the fields. Sumire, who interpreted her doctoral years in America
as the prime time for her research, was particularly proud of her co-authored RAs produced
during her doctoral years.

English medium works for career advancement and professional development.

Takeshi’s initial effort to publish RAs based on his highly regarded coursework papers in
professional English-language journals was made in the context of his job search back in
Japan. Takeshi’s comments suggested that the peer review process involved in the
publication of his works in peer-reviewed professional journals was not as rigorous as in
the case of formal peer-reviewed scholarly journals, and did not come as a particular

challenge to Takeshi. Nevertheless, with his intrinsic love for writing developing in the
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process of his doctoral work, Takeshi expressed dissatisfaction with these works produced
in a somewhat hasty manner for pragmatic purposes. Takeshi exhibited a relatively greater
sense of authenticity in his later RAs, although they were produced under pressure. In
these works that branched out of his own dissertation with a methodological refinement,
Takeshi himself served as a confident expert who inducted his colleague into the
particular research practices he was familiar with. He generally adopted “the first cut”
(Kamler & Thomson, 2014, p. 147) approach, where he wrote articles in their entirety at
first for later collaborative revision (Kamler & Thomson, 2014, p. 147). Minami, too,
participated in and led this type of teacher research production although her central
interest seemed to lie in research in her field with her research team in America.

English-medium works as contributions to the field. Among all the participants, it

was only Minami who was pressured to follow the “publish out of the thesis” (Kamler &
Thomson, 2014, p. 138) scenario after completing the dissertation. In addition, her
networks played a significant role in facilitating the process of Minami’s works. Lillis and
Curry (2006, 2010), based on their analysis of the drafts of some nationally educated
European non-English speaking scholars, indicated that NNES scholars’ successful
publication in international journals required two types of “literacy brokers” (Lillis &
Curry 2010; see also Lillis & Curry, 2006). One type of “literacy brokers” were “language
brokers” (Lillis & Curry, 2010, p. 93), who helped scholars resolve surface level language
issues. These included “professional language brokers” (Lillis & Curry, 2010, p. 93) such
as professional editors and language scholars and “informal language brokers” (Lillis &
Curry, 2010, p. 93) such as English-speaking friends. The other type of more crucial
“literacy brokers” (Lillis & Curry, 2010, p. 93) that contributed to the eventual acceptance
of RAs were “academic brokers” (Lillis & Curry, 2010, p. 93), who were able to give
advice pertaining to the re-construction of the central theme, discipline-specific discourse,

and target audience expectation. These academic brokers included a “general academic”
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(Lillis & Curry, 2010, p. 93), a scholar whose discipline differed from the author, a
“disciplinary expert” (Lillis & Curry, 2010, p. 93), who shared the same disciplinary
background and interest with the author, and “sub-disciplinary specialist” (Lillis & Curry,
2010, p. 93), whose specific field was the same as the author’s. In the context of Miami’s
post-doctoral RA publication during her quasi leave of absence, her advisor, the insider of
the field, served as a “literacy broker” (Lillis & Curry, 2010; see also Lillis & Curry, 2006)
for her at language, disciplinary, and sub-disciplinary levels, although Minami took the
lead in the content and linguistic brokering obtained was limited to issues with
terminologies. Takeshi, too, started to consider publishing an RA out of the dissertation for
some international journals in disciplinary fields, but his effort, ranging from searching for
appropriate journals to interpreting reviewers’ comments, was primarily an independent
one and thus was challenging. In addition, it was was inevitably intermittent in the

labor-intensive work environment.

Writing and Research Experiences in the Current Academic Career Phase

In their stories on their present career phase, the teachers in the present study, as
tenured faculty members, equally presented themselves as institutionally adept faculty
members who take on mainly educational missions at different post-reform Japanese
universities. Among the main missions of university English teachers explained by
Nagatomo (2012), all the participants mainly highlighted their heightened responsibilities
as “model teachers” (Nagatomo 2012, p. 2) and related administrative works as
coordinators. Some of them, particularly Koji and Minami, stressed the significance of
their roles as teacher educators (Nagatomo, 2012) as well. Despite similarities in their
mission across institutions, however, their stories suggested that the scope of their duties
seemed to be relatively better defined and made clearer to those who worked for a national

university. In other words, a greater amount and variety of professional duties were

310



foregrounded, especially in the reported experiences of the teachers tenured at private
universities. In addition, although their publicized CVs indicated that all of the teachers are
now officially acknowledged as researchers, the culture that promotes their intellectual
endeavor was perceived to be relatively more visible at the national university. In
accordance with the respective institutional contexts, they experienced a shift in the kind or
proximity of their research-related networks. Irrespective of their circumstances, they all
strive to build on and adapt the writing and research practices they previously developed to
the best of their abilities. However, the teachers, especially those tenured in private
universities and among them those trained in America in particular, seemed to find it
difficult to advance their engagement as much as they would like despite their capacity for

knowledge construction.

Being tenured in a national university: Slowly advancing from previous writing
and research practices while committing to more focused professional duties.

Institutional environments.

Secure job conditions and focused professional duties. The two teachers, Wataru and
Shizuka, who have now successfully obtained a tenured position at a national university,
described their institutional duties as relatively clear-cut and focused. They both belonged
to the coordinated language programs, and their main missions revolved around language
teaching and related administrative and programmatic duties in the programs. They
emphasized the educational mission as being central to the work but believed that their
current overall duties have been somewhat reduced as compared to their previous
service-intensive private institutions. This may partly be because of established and
publicized faculty development policies unique to their university. The literature indicated
that many post-reform national universities have adopted the standard faculty evaluation

29 <¢

criteria that include “teaching,” “regional contribution,” and “administrative operation”
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along with “research” to assess each academic’s performance as a basis for determining his
or her salary level (Kano, 2015, p. 34). According to Wataru and Shizuka, and publicized
institutional documents, their university has coherent performance rubrics in line with
these criteria and offers regular opportunities for its faculty members to talk to their bosses
about their targeted performance ratio based on the rubrics. Shizuka, who was in her first
year of working at her institution at the time of her interviews for this study, commented
that this system was helpful in understanding the degree to which she should perform in
each category.

Visible research culture and close disciplinary affiliation. Wataru and Shizuka, in
transitioning from service-intensive private universities, seemed to be satisfied with the
current culture where research is relatively visibly encouraged. In other words, they now
have legitimate access to research activities. Wataru and Shizuka acknowledged that their
university put a reasonable emphasis on research, as well as on teaching, although there is
no specific policy specifically about research production itself.

Donato, Tucker, and Hendry (2015) showed that new doctorates can go through a
mismatch between their research interest and what institutions expect from them after they
become faculty members there. Similarly, McAlpine (2012a) explained that early
academics may experience a gap between the research agenda that is expected from the
department or institution they end up being employed in and their original research
expertise, leading to an “intellectual relocation” (p. 181) accompanied by an “institutional
relocation” (p. 181). However, in the case of Wataru and Shizuka in the present
institutional context, their “intellectual relocation” and “institutional relocation”
(McAlpine, 2012, p. 181) did not particularly involve a mismatch between their fields and
the research agenda expected by the department. Their colleagues are presently made up of
those who share close disciplinary backgrounds and are expected to conduct research in

their own field. Similar to the case of University A’s English program, for which Minami,
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Takeshi, and Sumire used to work, the current program where Wataru and Shizuka teach
has regular research-related meetings in which they are encouraged to present their
respective projects. There are research collaborations among the faculty and departmental
publications that disseminate their professional and academic contributions.

Networks.

Networks based in Japan: Current institutional colleagues. In contrast to their
previous institutional contexts, the teachers’ current major network resources seemed to be
mainly focused on their current institutional networks, which also serve as their
disciplinary affiliates. At their institution, Wataru seemed to take the lead in initiating
research projects as part of the institutional research network and in introducing other
colleagues, including Shizuka, to the practices.

Networks emerging overseas: International scholars. In addition to their local
networks, the teachers have begun to network with scholars overseas. Lillis and Curry
(2010) suggested that nationally trained researchers may start establishing their
international research connections from their mid-career stage onwards. This applies to
Wataru, who started to establish his ties to mainstream scholars to be exposed to, and
collect information through his periodical attendance of international disciplinary
conferences. Shizuka, who had just started her career at the institution, discussed her plan
to attend the same conference as Wataru does after the main interviews.

Writing and research practices and perceived values.

Building on and adapting previous practices for acknowledgement and
self-achievement. The two teachers’ reports indicated that they primarily continued with
the writing and research practices they adopted at their earlier career stage. They kept
engaging in writing in both languages of various genres. Within this base line, however,
they seemed to put more emphasis on English-medium publications and worked towards

expanding their contributions in accordance with their own purposes. Wataru, who
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previously focused on his specialism and on expanding publication profiles, started to

make efforts to make high-quality contributions to wider arenas. For example, he started to
publish not only for national disciplinary audiences but also for his institutional community;,
for his professional community, for society at large, and for international disciplinary
audiences, in English and Japanese. As was the case with Takeshi at his previous institution,
Wataru now takes initiative in coauthoring with his colleagues, mainly taking the “the first
cut” (Kamler & Thomson, 2014, p. 147) approach. Shizuka, in contrast to her early career
efforts at producing mainly professional genres in Japanese or bilingually, just started to
write more in English and become more self-directed in her productions. As a first step,

she contributed an article in English to an in-house journal and was preparing to turn her

ongoing research project into a larger one.

Being tenured in private universities: Slowly advancing from previous writing and
research practices while committing to increased professional duties.

Institutional environments.

Secure job conditions and expanding professional duties. The four teachers, Koji,
Takeshi, Minami, and Sumire, who have been successfully tenured in different private
institutions, all expressed somewhat increased amounts and kinds of professional work.
Koji, Takeshi, and Minami, each of whom was a member of an English department, took
on traditional duties involving a combination of language and major-specific teaching and
related administrations. For Sumire, who was a member of a foreign language department,
administrative duties became central to her role.

For Minami and Sumire, who transitioned to the tenured position right after the
teaching-focused part-time position, the perceived increase in professional work must have
been natural. However, even for those who transitioned from full-time contractual

positions, like Koji and Takeshi, their new professional works, especially non-academic
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works, seemed overwhelming. It can be speculated that Poole’s (2010) and Casanave’s
(2010) observations about long committee work and other related non-academic
administrative duties for tenured faculty in a Japanese university seemed to apply to the
faculty’s environments in their teaching-centered private universities. It was not
discernable exactly how their performance was evaluated, but their universities did not
publicize faculty development programs or policies, and the teachers themselves explained
that they were completely not clear about their faculty development and evaluation. The
participants’ general professional stance seemed to be that they were poised to take on
whatever duties they were asked to accomplish, although Koji and Minami emphasized the
significance of a work-life balance first and foremost.

Implicit research culture and distant disciplinary affiliation. All the four teachers
who worked for private teachers suggested that there was a mild “atmosphere” (%) or
“ subtle pressure”(72 A & 72 < 7L v o+ —) that encouraged their research endeavors at their
institution, and they acknowledged that a degree of such endeavors seemed to be necessary
for career purposes. However, they did not seem to be clear about any specific supports
that promoted research. In addition, Minami and Takeshi, who went through an
institutional relocation from an English language program filled with TESOL professionals
to an English department where the majority of faculty members are scholars with differing
disciplinary backgrounds, seemed to find themselves as distinct in terms of their writing
and research practices as well as in terms of their obligations as educators. Sumire,
however, was actively socialized into an institutional research related to TESOL through
her colleagues outside her department. Sumire is profoundly appreciative of this new
environment. At the same time, she mentioned the degree of complexity regarding the
consequences of “intellectual relocation” (McAlpine, 2012a, p. 181) coupled with
“institutional relocation” (McAlpine, 2012a, p. 181; see also Donato, Tucker, & Hendry,

2015). Specifically, Sumire perceived a subtle mismatch between her specialism in

315



linguistics and the teacher research types of research agenda the institution seemingly
looked for. Sumire was doing her best to exercise her versatility to adapt to these
expectations. Sumire’s case implied that NNES university English teachers may experience
this type of research-related conflicts depending on their areas of disciplinary training
particularly at the doctoral level and the types of disciplinary affiliations of their
department or institutions (Pennington, 2015).

Networks.

Networks based in Japan: Current institutional colleagues, previous institutional
colleagues, and long-standing academic networks. In contrast to the situations of Wataru
and Shizuka, where they found their current institutional colleagues with almost the same
disciplinary backgrounds as the main network resources, the networks that these four
teachers drew on varied and were mainly outside the current institutions, excepting the
case of Sumire. Sumire was the one who demonstrated a close collaboration with her
current institutional colleagues in research production. However, for Sumire, her network
outside her current institution, namely, her continued bond with her Western-educated
scholars’ research group, was equally important mainly to keep up her passion towards her
research in her own field of linguistics. Takeshi implied that his network at his previous
institution was the most solid one, although he also kept working independently. Koji, who
found it a challenge to continue to conduct research in the first place, did not explicitly
mention any networks in relation to research, but he did imply his continued work
concerning wider professional endeavors with his networks in his Japanese graduate school.
Minami too maintained her networks with her peers and seniors in the same Japanese
graduate school, especially when she sought to study the educational situations in Japan.

Network based in America: Advisors and graduate school peers. Among the four
teachers, Minami was the one who emphasized the value of ongoing networks in America,

even though she said she also cherished her local networks. Minami, who seemed to be
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particularly passionate in her research endeavor, continued to closely collaborate with her
research team in her doctoral years, although she is increasingly taking the lead in the
research group and working more closely with her graduate school peers than with her
advisor.

Writing and research practices and their perceived values.

Building on and adapting previous practices for professional development and
intellectual fulfillment. Like the cases of Wataru and Shizuka, the teachers working for
private universities, particularly Minami and Sumire, not only built on their early writing
and research practices but also sought to adapt their practices to the new phases that they
found themselves in. Their endeavors seemed to be for both professional development and
intellectual fulfillment. Koji, after presenting his dissertation-related work at an
international conference, sought to write and publish in English at least annually in an
in-house journal. Takeshi continued to write his work in English in collaboration with his
previous colleagues while also striving to make progress in his sustained effort to publish
his work in international journals. Minami had many ongoing research projects with her
American peers, and was striving to devote herself to scholarly contributions in a new
subfield in the mainstream context while also exploring a new locally topical research
agenda. Reflective of her perceived expectations of an institutional mission, Sumire
aligned herself to an institutional “practical” research focus and practice, as shown in her
publishing of a case report in Japanese in an in-house journal and her coauthoring of a
book chapter with her colleagues in English.

On being researchers.

Ambivalence of being and becoming researchers. The literature indicated that
NNES language teachers have found it hard to view themselves as researchers. Xu (2014),
based on her case study in China, suggested that it is difficult for NNES university English

teachers to construct themselves as researchers unless the following conditions are met:
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self-perceived interest in research, the experience of publishing their research, the
availability of collegial and institutional support, and the appropriate ’professional life
phases” (p. 254)

In the present study, all of the participants generally met these conditions. Namely,
unlike the participants in Xu’s (2014) study at a Chinese university and many of the
participants in the existing studies (Allison & Carry, 2007; Bai, Millwater, & Hudson,
2012; Borg, 2010, 2013; Borg & Liu, 2013), the doctorate teachers in the present study all
had started to cultivate an interest in some research areas by building on their earlier
learning as students and teachers. They also accumulated publishing experience as they
pursued their doctoral and academic careers, albeit to differing degrees. A degree of
confidence in language, literacy, and research expertise were shown in many of the
participants’ accounts. Minami and Sumire, as early bilinguals, indicated that they were
confident in their advanced language and literacy skills. Minami additionally
acknowledged the formal research-related knowledge base she acquired in mainstream
fields. Takeshi, too, consistently showed confidence in his research ideas and capacity by
building on his focused research experiences. Wataru, also demonstrated his pride and
sense of achievement in his research contributions thus far. Additionally, as mentioned
above, all of the six are at the career stage where their research activities are viewed as part
of their jobs at least officially.

However, in their reflections, the six teachers showed ambivalence toward being or
becoming researchers. In addition to the most critical and persistent factor of institutional
constraints, including what Xu (2014) called the availability of collegial and institutional
support, the teachers’ stories in this study also implied personal and network constraints
that mediated the indicated ambivalence.

Personal constraints. The teachers’ overall reflections showed that a number of

their conflicts seemed to relate to their personal orientations toward research grounded in
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their pre-professional backgrounds. Koji indicated that he intended to become a professor
early on, but his stated goal was centered on changing Japanese English education as an
educator, and thus, he constructed his writing and research primarily as a means to this end.
Shizuka and Takeshi dissociated themselves from the general world of “researchers” that
they used to imagine. Shizuka, emphasizing her career pathways as accidental rather than
intentional, sought to view her research effort thus far as a means of self-actualization.
Takeshi, despite his confidence in his research capacity, consistently portrayed himself
mainly as an independent learner and emphasized the personal meaning of research.
Naturally, he was particularly hesitant toward positioning himself as a researcher in the
academe. The other participants who were relatively more research oriented likewise
emphasized the unintentional and serendipitous nature of their academic and job-related
decision making when they described at least one point in their career, often using the
expression “It happened [that way]” (7= £ 7-%). Some participants implied their personal
attributes as a potential source of conflicts. Sumire showed her consistent preference for
working with others rather than independently and for waiting for opportunities to emerge
rather than proactively seizing on them. Another issue was regarding family commitments.
Although all of them had such commitments, Minami and Kaoji in particular were explicit
about their basic need to balance their family lives with their work lives, including
research.

Institutional constraints. All of the teachers suggested that institutional issues were
chronic even when they had obtained a tenured position. All of them consistently
emphasized their current educational and administrative duties in their institutional strand
(McAlpine & Akerlind, 2010) as their foremost mission. Although equally passionate
about education and related duties, the teachers, particularly those in private universities,
simultaneously felt conflicted as to how to negotiate these duties with their research

endeavors. Many of them indicated a degree of synergy between their teaching and
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research areas, but the actual translation from teaching to research seemed to be
challenging owing to time constraints.

Network constraints. Additionally, most of the teachers indicated that the distance
from their core networks, coupled with institutional constraints in the mainstream context,
posed a challenge. The locally trained teachers suggested that they find it challenging or
unrealistic to strive to be fully in line with their Western-educated Japanese and
non-Japanese counterparts trained in the mainstream contexts, considering their pathways
and current institutional contexts. The American-trained teachers had their own struggles
as well. As mentioned above, Minami values a continued connection with mainstream
scholars in her field as well as that with English teachers in local universities. However,
her evolving commitment to teaching and her related professional work have kept her from
keeping up with those whose primary job is research production. Sumire finds it hard to
reconnect with the original networks of scholars in her field that she forged in her doctoral
years partly because of work-related difficulties in attending international conferences as
regularly as she would like.

Willingness to continue research. Despite these perceived challenges, the Japanese
university teachers’ research-related aspirations, albeit modest and basic, still seemed to be
present. They were all positive about advancing their research efforts to the extent that
their conditions allow, although with differing desires. In their own ways, they seemed to
be trying to move on as researchers while living with the abovementioned ambivalence.
Wataru, despite his engagement in institutional mission and perceived difficulty in catching
up with the same level of research productivity of mainstream counterparts, wished to
contribute to both local and international research, to add his voice to the discourse in his
discipline as well as reach a wider audience. Shizuka and Takeshi, in spite of a feeling of
awkwardness about being called a researcher, desired to pursue their own research interests

mainly for themselves. With a personal, intrinsic love for the language, primarily, they both
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seek to be true to themselves as individuals even while attempting to adjust to the
researcher label. Minami, while overwhelmed by professional and familial duties, wanted
to continue to work with her graduate school peers in the U.S. because of her consistent
love of research, and sought to put together the expertise and experiences she accumulated
thus far. Koji also voiced his willingness to advance his study at an international level once
his family duties were settled, although his main passion leans toward the more practical
side of research. Sumire, while prepared to deepen her knowledge in her research areas as
expected by the institution of a teacher, strived to maintain her passion toward her original

expertise.

Researcher’s Reflections

Although the respective careers of the participants were much more advanced than
my own, and their professions based in Japanese universities differed from mine, which is
based in an American university, their storied experiences of career and research journeys
and conflicts considerably echoed mine. The teachers and | share similar personal factors
that shaped the ambivalence in being and becoming a researcher. | sympathized with
Takeshi’s emphasis on their learner selves, rather than as academic or researcher, shaped
by their past language and literacy histories. Although my relative exposure to the English
language was earlier than that of the non-returnee teachers and my main focus in my
undergraduate years was Chinese, | shared a similar endeavor to the four non-returnee
teachers in devoting much energy in the learning of English, particularly in the era of
pre-reform higher education. I found that an accidental career path, which I acknowledged
in my experience, is not uncommon, but rather a norm, at least among these teachers. | thus
understand that the non-linear nature of their career further led them to view themselves as
relatively accidental academics, differentiating themselves from traditional scholars in

other disciplines. Having transitioned into a university teaching career from the publishing
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industry, | resonated particularly with Shizuka, who also started with a non-English major
and had a career outside of the academe before her master’s, although I had a vague desire
to become an academic of some sort early on.

Their early experience with part-time teaching and institutional immigration, and a
degree of disruption in their intellectual endeavors as a result, which I did not share, must
have also impacted their humble self-perception as researchers. Further, their ongoing
stable yet unlimited amount of institutional duties, especially at private institutions, made
me more aware of how challenging it has been for them to focus their attention to their
selves as researchers. As | have not published any RAs in mainstream academic journals
being swamped with teaching-related duties almost around the clock, | sympathized with
the detached feelings toward his writing and research expressed by Koji, who similarly did
not have control over his workload in his early career. | also relate to the increased sense of
educational missions at their institutions, such as that shown by Koji and Minami as
educators and by Sumire as an administrator. As mid-career members at institutions, we all
found it difficult to reconcile these institutional endeavors with intellectual efforts.

Through the study, | also realized that while all the participants had stronger
research-related networks than I did, their relationship with these was not constant, which
also seemed to make it difficult for them to perceive themselves as researchers. Having
gone through loss of my core network with the field of writing at the American graduate
school, and having struggled with seeking an understanding of my research in the field in
Japanese graduates school, | relate to the relative humbleness of Shizuka, Wataru, and Koji,
who independently pursued their research career based in Japan without experiencing
formal research apprenticeship at their graduate school, or powerful networks with the
mainstream. Meanwhile, specializing in a field not prevalent in Japan, | also relate to
Sumire, whose original field is not fully recognized in her institution.

Thus, their stories and mine, albeit respectively unique, can be interpreted as a
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related, composite story of ambivalence oscillating between the world of academics and
that of teachers. | found it conceivable that there may be more NNES university English
teachers in Japan and other countries outside of the mainstream who are and will be faced
with similar ambivalence reported. | thus deemed it important to consider potential ways to
help NNES university English teachers improve their quality of writing and research
experiences not only at their current institution but also in their overall career paths. In so
doing, it would be critical to acknowledge that the environment surrounding NNES
university English teachers, as well as academics at large, is likely to grow much harsher in

the near future.

Implications

The findings of the present study shed light on Japanese university English teachers’
sincere engagement in writing and research practices in the context of the challenging and
non-linear academic careers embedded in their individual life courses. These insights
gained from the findings can potentially serve as a starting point to consider ways to
improve the quality of academically oriented NNES university language teachers’ writing
and research lives in the countries outside the center.

To facilitate the betterment of their writing and research lives, it would be
important to pay attention to NNES university teachers’ entire career, their disciplinary
enculturation and professional writing, and their institutional conditions altogether.

As was implicit in the literature review, in TESOL and related fields, the following
three issues have been not only under-researched but also treated and investigated
separately among different groups:

1. The murkiness of language teachers’ careers at large.

2. The challenge of disciplinary enculturation through writing.

3. Their struggle with their research engagements in professional contexts.
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However, the present study, which was informed by individual teachers’ accounts
centered on their intellectual endeavor, suggested that these issues seem to be mutually
related and consistently affecting the teachers throughout their lives and careers; therefore,
some measures should be taken to address these concerns in a holistic manner.

It is clear that given the status quo where masters’ degrees are viewed as the
terminal degree (Casanave, 2012; Pennington, 2015) in TESOL -related fields, the
emphasis on collective teaching-related practical trainings and writing and research-related
instructions mainly in master’s programs in the mainstream contexts will be important.
This focus should be strengthened in mainly research-focused master’s programs outside of
mainstream contexts like those in Japan. An equally valuable objective would be providing
English teachers with individualized writing and research-related supports and mentoring
(Hanauer & Englander, 2013) and career education and guidance throughout their
careers—not only during master’s years but also prior to and following those years,
regardless of the contexts of the program. Additionally, third parties, together with various
stakeholders (Hanauer & Englander, 2013; Xu, 2014 ; McAlpine & Akerlind,
2010)—including the universities and graduate schools in which the teachers are educated,
the institutions they work for, and international and national academic and professional
bodies—should work together to help make the teachers’ writing and research lives more

fulfilling.

Needed Efforts for the betterment of NNES University English Teachers’ Writing and
Research Lives
Writing-and research-related training, support, and mentoring on a career-long
basis.
Hanauer and Englander (2013), based on their case study of Mexican-based L2

scientists’ literacy experiences and needs, suggested possible ways of helping to enhance
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such experiences. Among their suggestions were for higher education institutions to
provide such scientists with the following:
1. Focused instructions on language and writing in English and L1 and individual
tutorials from the undergraduate level onwards.
2. Individualized writing and research supports and mentoring throughout their
career.
The researchers also proposed that particularly from the master’s and doctoral level
through to professional levels, it is desirable to introduce collaborative writing projects led
by senior academics and editing and translation services facilitated by language
professionals.

In light of the findings of the present study, this type of long-term and increasingly
individualized writing instruction and similar supports would be beneficial for NNES
university English teachers as well. Universities outside of English-speaking countries
should understand that their students, who may become academically oriented university
language teachers, are likely to move back and forth between their countries and an
English-speaking environment at a certain stage of their careers. Thus, such universities
and graduate schools should prepare prospective and current teachers to be able to function
as educators and researchers nationally and internationally. At the undergraduate level and
graduate levels, for prospective teachers without prior experience of intensive learning in
English, explicit language instruction as well as a basic level of disciplinary enculturation
into TESOL-related fields through writing should be provided. The sub-disciplines or
research areas that universities introduce to prospective English teachers should preferably
be internationally transferrable ones in consideration of their academic journeys across
countries.

Furthermore, as some of the participants like Wataru and Shizuka showed, writing

in L1 is still alive and well in the form of legitimate academic writing genres in some
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institutional and sub-disciplinary contexts. Thus, like Hanauer and Englander (2013)
proposed, L1 academic writing instruction may also be incorporated, at least optionally,
into undergraduate and graduate education. Further, universities should be aware that
highly English proficient students like the returnee teachers in this study need specific
intensive writing programs and disciplinary training to further enhance the full potential of
their English literacy skills. At the master’s and doctoral levels, as Hanauer and Englander
(2013) stated, graduate schools should incorporate sustained language and writing-related
instruction courses and collaborative co-authoring opportunities that go beyond
institutional writing so that they can be confident when they start writing professionally.

I would also like to propose similar efforts on the part of graduate schools in the
mainstream contexts as well. Graduate programs in English speaking countries should also
be aware that NNES student teachers are likely to go back to their home countries and
therefore that sustained supports should be provided. Additionally, it is desirable that such
institutions in English speaking countries provide flexible online programs so that full-time
language teachers in their home countries can start or continue their studies without risking
local institutional engagements. If possible, local institutions of English teachers” home
countries should collaborate with mainstream institutions to facilitate the learning of
language teachers.

Similarly, it is desirable that institutions that NNES university teachers work for too
will provide such supports as mentioned above, although this will probably require extra
effort. Hanauer and Englander (2013) and Xu (2014) agreed that academics’ institutions
should offer writing-related tutorials, collaborative projects, workshops and faculty writing
circles. However, in light of the findings of the present study, more fundamental
consciousness-raising is necessary to improve the institutional awareness that language
teachers need supports for their research regardless of their career stage and institutional

orientations. From the findings, it is probable that while they were taking on insecure
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part-time, or full-time contractual positions, their institutional duties were viewed primarily
as teaching-related matters. However, the findings also showed that teachers are likely to
be the most research engaged at this, most precarious, stage of their career. Thus,
institutions and departments should acknowledge their writing and research activities as
legitimate professional activities and provide some appropriate alleviation of workload
when needed. They should also be considerate towards teachers’ critical life commitments
such as maternity and childrearing and offer supportive environments that facilitate their
work-life balance.

It is notable that not only new teachers but also experienced, tenured teachers are
also in need of writing- and research-related supports. Borg (2010) and Xu (2014),
assumed that English teachers in leadership positions, including teacher educators,
administrator, and managers, are supposed to be the primary supporters of individual
English teachers’ research efforts. While this is certainly understandable, institutions and
departments should know that tenured English teachers in such high positions themselves
still potentially need similar support, as the present study suggests. They should also be
aware that the research culture that they promote may or may not go with the teachers’
individual research needs and disciplinary contexts and thereby make sure that academic
freedom of research is protected for the teachers.

Given the potentially complex research needs of language teachers, particularly in
advanced positions, supports from institutions and their graduate schools are not sufficient.
This need is also evident when considering the findings about the contingency and fluidity
of the networks that individual teachers connect with in their ever-changing academic and
institutional environments. Citing Salager-Meyer (2008), Hanauer and Englander (2013)
suggested that in the field of hard science, there has been a heightened demand for L2
scientists’ writing- and research-related support from scientific bodies and associations that

host academic conferences and publish journals. Hanauer and Englander (2013) stated that
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possible supports that such bodies should strengthen would include the provision of
mentoring and networking opportunities mainly for younger or inexperienced scientists by
matching them with senior or emeritus scientists. They also proposed that editorial services
for L2 scientists should be provided by such bodies.

It may be difficult to call for such efforts from the numerous academic and
professional bodies surrounding the TESOL-related fields that language teachers occupy,
but such opportunities would be particularly beneficial for university language teachers in
the following categories:

1. Those who are pursuing masters’ or doctoral studies at the periphery.

2. Those who used to learn at the center but find it difficult to frequently reconnect

with them.

Such bodies or associations should consider holding some form of online
international conference so that even those who are busy with their local institutional

endeavors can add their voices to the ongoing knowledge exchanges.

Sustained career education and guidance including entrepreneurship training.

The findings of the present study added to the confirmation that NNES university
English teachers experience a boundaryless career (Arthur & Rousseau, 1996) across
different institutions and career stages and that they engage concurrently in multiple,
conflicting practices along the way (Arthur & Rousseau, 1996; Hui & Spurling, 2013). At
the same time, the findings also implied that language teachers are not explicitly instructed
on the possibility of such complex pathways and the place of writing and research in
advance before entering academia. The findings further indicated that among the
participants, only the teachers who obtained tenured positions and entered national
institutions seemed to have been provided with research and career related support after

becoming professors.
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Thus, for NNES university English teachers, not only education that supports their
writing and research endeavors but also career education and related guidance should be
offered in parallel with usual teacher education. It would be ideal to provide them with
such opportunities at any stage of their academic and professional lives and regardless of
their institutional and national contexts.

Such long-term career education should be provided by immediate stakeholders
(Hanauer & Englander, 2013; Xu, 2014; McAlpine & Akerlind, 2010) at any given stage of
their lives. At undergraduate and graduate levels, prospective language teachers who are
academically oriented should be informed of the connection and disconnection between the
general language teaching profession in schools and that in academe, and the potential
complexity that is involved in the latter. To make this possible, schools, universities and
graduate schools, in both national and international settings, should work together to
streamline possible flowcharts of career pathways of individual language teachers. For
example, teachers should be instructed on the differing characteristics of Japanese and
American graduate programs and the varied possibilities for professional and writing and
research activities. They should also be honestly taught about the possible benefits and
risks involved in their respective pathways, such as networking opportunities and
insecurities and the workload concerns that await their futures. Once they decide to move
to master’s programs, more focused career education should be provided in their
disciplinary contexts. Career guidance should continue even after they graduate from such
academic programs, potentially from their immediate stakeholders (Hanauer & Englander,
2013; Xu, 2014; McAlpine & Akerlind, 2010).

However, at the same time, it is also desirable that individualized long-term career
guidance will additionally be provided by third parties, such as professional academic
career developers or counselors who are knowledgeable about the following:

1 Academic career development, particularly in TESOL-related fields or in HSS
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fields in general.

2. Non-academic career development in a wider range of fields.

This is because different stakeholders (Hanauer & Englander, 2013; Xu, 2014; McAlpine
& Akerlind, 2010), such as the teachers’ advisors in graduate school and their bosses in
their institutions, have their own agendas in their own contexts and are not entirely
knowledgeable about individual teachers’ needs. Such consulting services seem to be few
and far between, and relevant documents are rare. Nevertheless, Wheeler and Mortensen
(1984), based on their own voluntary experiences as career counselors with various
university teachers, stated that such individualized and sustained guidance can be helpful
for teachers to “successfully manage the career issues they are dealing with, experience
more satisfaction out of their careers, and contribute in a meaningful way throughout their
academic life” (p. 90). Thus, teachers would benefit from discussing their career-related
concerns and decision making with people besides their immediate stakeholders (Hanauer
& Englander, 2013; Xu, 2014; McAlpine & Akerlind, 2010).

This kind of career education should ideally include entrepreneurial education for
English teachers, preferably at an early stage of their career. The insecure and unsupportive
institutional conditions for such teachers, as well as for academics in general, are likely to
continue across contexts in the managerial climate of higher education (Benjamin, 2000;
Brenan, 2007; Finkelstein, 2007; Fox, 1992; Gordon, 2010; Gottlieb & Keith, 1997;
Griffiths, 2004; Henkel, 2010; Johnstone, 2011; Kogan, 1997; Musselin, 2007; Sanyal &
Johnston, 2011; Schwandt, 2009) and thus they are expected to be more self-reliant
professionally and financially, if they wish to continue with their intellectual endeavor.

Unfortunately, harsh conditions facing language teachers have remained unresolved
so long that the issue of faculty redundancy has recently become a legitimate area of
inquiry in TESOL research (e.g., Bilgen & Richards, 2015). In Japan, several managerial

trends that hinder the career advancement and research endeavor of university English
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teachers have further intensified over the several years during my engagement in this
dissertation project. The revised labor contract law enacted in 2012 (Ministry of Health,
Labor, and Welfare, n.d.a.), which originally intended to give part-time employees with
five years of career the right to request a permanent status, has now prompted Japanese
universities to consider firing such faculty before their fifth year of employment so that
their contractual conversion to a permanent status would not happen (e.g., Hayashi, 2014;
Okunuki, 2016). The law was partially revised in 2014 particularly for researchers and
teachers, including part-time university faculty (Ministry of Health, Labor, and Welfare,
n.d.b), to extend the duration before the occurrence of their right for them to claim a
conversion to a permanent contract, but similar incidents are likely to continue occurring.
This insecurity for limited-contract language teachers must continually disesmpower them
as academics as well as educators. More recently, MEXT proposed cutting down on HSS
departments, including education-related ones, of undergraduate and graduate programs at
national universities, in response to what it believes as societal demands (MEXT, 2014).
This call from the government had considerable impacts on the management of national
universities. For example, according to a survey conducted by Yomiuri Shimbun among 60
national universities, 26 answered that they were planning the modification or slashing of
such departments according to the proposal, and part of their plan included the
discontinuation of the recruitment of as many as 1,300 students in teacher education
departments after the academic year 2016 (“A wave of restructuring of humanity and social
sciences departments in national universities,” 2015). The momentum toward de-emphasis
on HSS in higher education has recently slowed down after facing harsh criticisms by
many academics (e.g., Science Council of Japan, 2015). Nevetheless, a re-emergence of
such movements may occur at any time, considering the continued shrinkage of the
18-year-old population in the country and the government’s heightened recognition of

imminent needs for scientific education in general, especially in response to the
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exponential advancement of technology in the area of artificial intelligence over the years
(MEXT, 2016).

At the global level, there has been ongoing discussion in higher education as a
whole regarding the possible drastic changes in the educational landscape (e.g.,
Daily-Hebert & Dennis, 2015) as the world approaches the age of technological singularity
(Kurzweil, 2005). Even at this point, with the advent of online education platforms,
including those provided by non-academics outside the higher education system, the
distinction between university and non-university has been viewed as “crumbling”
according to Cowen, who is a professional blogger as well as a prominent professor of
economics (Young, 2016). With this outlook, young university English teachers as well as
academics in general should not only train themselves professionally for their “academic”
career but also be prepared to survive even outside the academe. With the expected
de-centralization of education in the forseeable future, the way teachers are expected to
work at universities may drastically change, which may necessitate their efforts to become
the owner of their own business or institution.

Entrepreneurial education in higher education has a long history in America (Katz,
2003). Europe, too, has recently started to strengthen its efforts in this regard (Wilson,
2008). While entrepreneurial education is often mainly offered in business schools, it has
increasingly been implemented institutional contexts outside business schools and across
disciplines (Kats, 2003, p. 295). If they are able to be trained to be entrepreneurs as well as
academics and run their own businesses in partial lieu of traditional teaching, they can
have more time and income to conduct research while strengthening themselves financially

even in the more and more precarious institutional contexts they are likely to encounter.
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Final Thoughts and Directions for Future Research and Career

The present study sheds light on Japanese university English teachers’ writing and
research experiences in their career contexts in their home country, as well as in their
pre-professional backgrounds, through narrative inquiry.

Through the stories they shared, the individually unique progression of their
language, literacy, and pre-professional activities became clear. Their shared agentic
endeavors to respond proactively to their own learning needs that led them to their pursuit
of doctoral studies were also evident. On the other hand, all of the Japanese teachers,
building on their respective personal histories, constructed non-linear and complex
journeys when it came to their main stories on their writing and research experiences. What
they recounted in these sturies was their constant move back and forth across the world of
academia on the one hand, where knowledge construction through research is the norm,
and the world of English teachers on the other, where research is viewed as a “minority
activity” (Borg, 2010, p. 391).

Broad differences were seen between the Japan- and American-trained teachers not
only in terms of the academic environment they were exposed to in their graduate
programs but also in terms of balancing work and research. Notwithstanding their differing
academic training and pathways, the teachers all proactively learned or were introduced to
writing and research practices that are reflective of both international and local
characteristics. However, their sincere engagement in their respective writing and research
practices was often affected by institutional factors throughout their career.

They currently seemed to be have several conditions in their favor (Xu, 2014, p.
254) that help them view themselves as researchers, unlike many of the NNES teachers
portrayed in the existing literature. However, they showed ambivalence about being and
becoming researchers because of their personal, institutional, and network constraints,

although they were willing to continue their studies within the constraints. A considerable
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part of their ambivalence was in line with what | myself was experiencing in my own
career and research journey.

These findings suggested that the three issues that have been researched not only
sparsely but also separately among the different groups—the murkiness of language
teachers’ careers, challenge of disciplinary enculturation through writing, and teachers’
struggle with their research engagements in professional contexts—should be treated as
interrelated issues and thus holistically addressed. The main implications, in part drawing
on existing relevant proposals and the worsening research-related environment in academia,
point to the need for the following efforts as critical to help improve the quality of the
writing and research lives of NNES university English teachers:

1. Writing- and research-related training, support, and mentoring on a career-long

basis

2. Sustained career education and guidance, including entrepreneurial training

Despite efforts to increase trustworthiness, including triangulation (Creswell, 2013;
Merriam, 1998), reflexivity (Guillemin & Gilliam, 2004), member checking (Creswell,
2013; Merriam, 1998), and rich description (Creswell, 2013; Merriam, 1998), limitations
remain in the research. Potential constraints in the variations in the participants’
experiences and perspectives resulted from the reliance on snowball sampling (Merriam,
1998). In addition, the effects of my multiple positionalities in the power dynamics with
the participants and with their personal histories and experience inevitably shaped the
research process and outcomes. Further, the level of rich descriptions was compromised to
an extent owing to considerable individual differences in the degree to which the
participants related themselves to the research topic, the absence of focus group (Creswell,
2013) or supplementary interviews, and the need for protectcting the anonymity of the
participants. Finally, issues of time constraints, particularly on my part, prevented me from

conducting data processing and analysis in a concentrated, timely manner.
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Despite the limitations, it is hoped that the study will contribute to an increased
understanding of academically oriented NNES university English teachers’ situation
regarding their knowledge contribution and the challenges involved therein. I also hope
that the study will lead to a discussion on improving the career- and research-related
conditions of such teachers. Further, the study is expected to add to the limited body of
research on the lives of Japanese academics, which were almost exclusively conducted by
English speakers. Finally, this study, with its focus on the interface and divide between the
teaching and research lives in teachers’ holistic career trajectories as well as on their
writing and research practices, will hopefully stimulate new research developments
surrounding university English teachers. Teacher studies in TESOL have tended to focus
predominantly on English teachers’ teaching lives in classroom contexts. Writing studies,
on the other hand, have largely focused on their writing lives in either academic or
institutional settings. The present study sought to narrow the gap between these areas.

Building on the present study, three possible research orientations can be
considered. One potential area of investigation would be a close look at how career stories
are told, which was beyond the scope of the present study. By analyzing their discursive
positioning in the context of research to understand their identity work during
conversations with the researcher, it would be possible to deepen the nature of the ongoing
research related to self-conflicts. This approach has been taken in the recent emerging
career-related studies (e.g., LaPointe, 2010, 2013). Another direction that could be taken is
co-authoring auto-ethnographic work with teachers about our own teaching and research
lives by drawing on our own self-reflective writings, and then conducting collaborative
analyses of them for a certain period. As the present research drew largely on the
teachers’narratives, the power differentials between the researcher and the researched
remained. A collaborative auto-ethnographic study, like Lin et al. (2005), can resolve this

weakness and may contribute practically to our own authentic reflective practices as
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professionals. A final possible study for the future will be an institutional research which
explores the writing and research practices and challenges of university English teachers at
all career stages at one institution. This method will allow for examining how the prevalent
trend that emerged in this study can be observed in a more situated context.

While the present study helped me envision the above directions in research, it also
deepened my exploration into my career plan as well. As mentioned above, | fully resonate
with these teachers’ stories of ambivalence and profoundly admire their intellectual
endeavors despite a range of constraints. However, emulating their career path based in
Japanese universities would not be my option. In consideration of the abovementioned
worsening local and global academic environments surrounding higher education
compared with those experienced by the participants, and my late start of writing and
research engagement, | found it prudent to construct my original career path.

Specifically, | decided to continue to work at the American university to the extent
that I can while striving to find ways to improve future university English teachers’ writing
and research-related conditions, partly through research. Simultaneously, | made up my
mind to be prepared to move in an entrepreneurial direction, building on my non-academic
career background, while developing as a university teacher and researcher at the
institution. By pursuing a parallel career in and outside the academe, I hope | can be more
resilient to unpredictable challenges that could arise in the current institutional context, and
in the world of higher education at large. Through establishing augmented economic and
professional foundation beyond the realm of higher education, | would be able to continue
my efforts to construct and contribute my knowledge and expertise not only to the field but
also to a wider range of society. Immersing myself with the career and research journey of
the teachers through this study renewed my career visions in such an unexpected way;,

which has opened the door to another phase of my own journey.
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APPENDIX A

SAMPLE INFORMED CONSENT FORM

Part of the information on the study (e.g., the title of the study and themes of
interviews) contained in the consent form was later modified in accordance with the
participants’ situations (see Chapters 1 and 4). Further, part of the researcher’s own
personal contact information, which was originally made explicit in the form, is deleted
here. The English translation of the form is followed by the Japanese original.

Dear Professor

Request for Participation in a Study
Researcher Name: Mai Matsuno, International Christian University Graduate School of
Arts and Sciences, Doctoral Program in Education

Research Theme: Japanese university English teachers’ writing and research lives

I, Mai Matsuno, plan to conduct the abovementioned research as part of my dissertation
project. | understand that you are very busy, but | would greatly appreciate your kind
participation in the study, if you agree with and understand the overview of the research
described below.

Purpose of the Study
In the context of universities in Japan, university English teachers have increasingly
been expected to be active as researchers and authors at the same as language
educators. This study seeks to deepen an understanding of (Japanese) what writing
and research experiences university English teachers have had in their professional
contexts and how they perceive these experiences.

Method of the Study
1. Audio-recorded interviews in Japanese
2. Follow-up interviews by e-mail (if possible)
3. Visits to the workplace (if possible)
4. Reading of your written works of your choice (ldeally, about three works for
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the basis of a part of the interviews or for shedding light on the content of the
interviews)

Time and Duration of Interviews
The time, frequency, and duration of the interviews will be arranged in full
consideration of your circumstances.

Place of Interviews
The place will be determined based on your preference

Main Theme of Interviews
Details of the interviews will vary depending on your experiences, but they are
planned to include the following main themes.

1. Your language, writing, and research backgrounds in English and Japanese
2. Your writing and research endeavors
3. The perception and meaning you have of the endeavors.

Ethical Considerations
1. Confidentiality
Your personal information, including your name, background, affiliations, and
research details, will be deleted or altered.

2. Your Feedback
You will have a chance to review my report summarizing your stories, quoted English
translations of the interviews, and my analyses of your experiences, so that you can
check if your anonymity is fully protected. You will be invited to share advice on the
contents and validity of the report to the extent possible.

3. Voluntary Participation

Your participation in the study and permission to use particular data sources is
voluntary. In addition, you can withdraw from the study at any time, even after your
agreement is in place, per your circumstances.

Benefits of the Study
1. Benefits of the Study for Academic Communities and Future English
Teachers

The study can offer the abovementioned parties insights into the writing and
research lives of Japanese university teachers specializing in English education and
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applied linguistics.

2. Benefits of the Study for the Participants
Although the benefits for you are potential ones, | hope that this study, through
giving an opportunity for you to reflect on your own experiences as a researcher and
writer, will be of any help to your future endeavors.

Methods of Dissemination of the Study Outcomes
It is possible that the outcome of the study will be disseminated not only through the
dissertation but also through presentations and in publication forms, such as
conference proceedings and in-house, academic, or professional journals. In this case,
full care will be taken of the protection of your personal information.

Inquiry about the Study
For any questions regarding the study, please do not hesitate to contact me at the
following any time.

Researcher’s name: Mai Matsuno
Affiliation: International Christian University Graduate School of Arts and Sciences,
Doctoral Program in Education

Home Address:

Phone:

E-mail:

Study Participation Consent Form

Participant Statement:
| have been hereby fully informed by the researcher on the following elements of the
study on Japanese university English teachers’ writing and research lives based on the
above document.

Purpose of the Study

Method of the Study

Time and Duration of Interviews

Place of Interviews

Main Theme of Interviews

Ethical Considerations

Benefits of the Study

Methods of Dissemination of the Study Outcomes
Inquiry about the Study

© oo N R LR
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As | fully understand the above contents, | agree to participate voluntarily in the
study.

Date: Year:

Signature of Participant

Researcher Statement:
| hereby confirm that | explained the study and obtained the consent of the above
professor to participate in the study. | promise to protect their personal information
when conducting and disseminating the study.

Date: Year:

Signature of Researcher
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APPENDIX B

SAMPLE BIOGRAPHICAL QUESTIONNAIRE

The English translation of the form is followed by the Japanese original.

Participant Questionnaire

Please fill in the following form. | appreciate your time in advance.

Today’s Date Name
Place of Birth Year of Birth
Current Institution Faculty/Department Position

Courses Taught (A simple description would suffice)

Please give an overview of your academic background (A simple description would

suffice)
Education Place/Country Language(s) Language(s) | Year of Year of
you used instructed in | Enrollment | Graduation
School

Kindergarten

Elementary School

Junior High School

Senior High School

University
(Undergraduate

Program)

Graduate School

(Master’s program)

Graduate School

(Doctoral program)
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Please give an overview of your field (A simple description would suffice)

Undergraduate Major Theme of Graduate Thesis Language used
Program
Graduate School Concentration Theme of Master’s Thesis Language used

(Master’s program)

Graduate School Concentration Theme of Dissertation Language used

(Doctoral program)

Language(s) used at work at your university

Your main academic associations and language(s) used there

Thank you very much for taking the time to cooperate.
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APPENDIX C

GENERAL INTERVIEW GUIDE

These guides were modified according to each participant’s background and schedule
as well as the context of the interviews. Some degree of digression from the schedule was
allowed for the researcher to gain an understanding of any participant concerns of which
she had been formerly unaware. The actual interviews were conducted in Japanese. The
guide in English will be followed by its Japanese version.

Interview 1: The Participants’ Backgrounds

(\erification questions on the information in the completed questionnaires and CVs were
inserted where appropriate.)

Pre-University to University Experiences
Please tell me about your first encounter with the English language.
Please tell me about your experience of learning English language/literacy up until
your pre-university years.
Please tell me about your experience of learning Japanese language/literacy back
then.
Please tell me about your university life.
Please tell me about your English language/literacy learning experience.
How did you come to be interested in teaching?

Master’s and Early Teaching Experiences
What made you decide to pursue master’s study at the school you attended?
How did you come to be interested in your field or research area?
How did you learn your field or research area?
Please tell me about your English language/literacy learning experience in the
program.
How did you begin teaching?
Please tell me about your experience, if any, of teaching.

Doctoral and Post-Doctoral Experiences
What made you decide to pursue doctoral study at the school you attended?
What are your reflections on the academic culture in your graduate school?
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Please tell me about your experience, if any, of teaching during the doctoral years
and thereafter.
What are your reflections on your workplace back then?

Current Experiences
Please tell me about your current duties in your workplace.
How do you describe the institutional culture or systems in relation to research?

Interview 2: The Participants’ Writing and Research Experiences
Over the Course of Their Careers
(The participants were asked the following questions for each of the written works of
their choice.)

Could you please describe your experience with the work you chose?

How did you come to start the work?

What was the context or environment in which you worked on the project?
What was the purpose of writing and publishing the work?

Who was the audience of the work?

What was the process involved in writing and publishing the work?

With whom did you work in the process?

Did you have any challenges that you experienced in the process? If so, how did
you overcome them?

What are your reflections on your overall experience of the work?

What meaning do you see in the work?

Interview 3: Clarifications, Reflections, and Future Aspirations
(Clarification questions based on the previous sessions were inserted where appropriate.)

Looking back at your writing and research experiences, how do you see yourself as

a researcher?
Where would you like to see yourself in the area of research in the future?
Do you have any specific plans or goals in relation to research?

Member Check Interview
Do you think these restoried accounts ring true to you?
Could you please tell me if there were any changes, deletions, or additions you
would like to make?
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