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Abstract 

This thesis examines international faculty members’ (IFM) current perceptions of professional 

learning and development (PLD) in Japanese universities. Recent internationalisation initiatives 

by the Japanese government involved hiring faculty members from overseas to become agents of 

change. These faculty members are tasked with introducing new educational theories and 

pedagogy and engaging in research. However, IFM encountered challenges in integrating into 

Japanese universities due to language barriers, cultural misunderstandings and work-related 

factors.  

 

To gain a comprehensive understanding of the current situation of PLD for IFM, data were 

collected via semi-structured interviews with eight IFM across universities in Japan. The data 

were analysed using Braun and Clark’s (2006) six phases of thematic analysis. The analysis 

showed the alignment between the factors that impeded IFM’s integration into Japanese 

universities and their limited participation in PLD. Nonetheless, IFM recognised the importance 

of communication and engagement in PLD and actively sought learning opportunities. Currently, 

there is little to no published work about IFM’s perception of PLD in Japanese universities. 

Therefore, a key strength of this study was that it could serve as a base for future studies that 

investigate IFM’s perceptions of PLD in other East Asian countries and IFM new to the teaching 

profession, women IFM involvement in Japanese universities and IFM’s perceptions of specific 

PLD (i.e., peer observation, feedback etc.)  

 

Keywords: professional learning and development, international faculty, integration, 

internationalisation, Japanese university, higher education 
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Introduction 

Higher education in Japan is currently in the midst of rapid change due to Japan’s aging and 

declining population and to compete with global universities (Green, 2022; Hammond & Radjai, 

2022; Nakano et al., 2016; Yonezawa, 2020). The reformation of higher education in Japan 

involves the implementation of four initiatives from 2009: The Global 30 Project (2009 to 2014), 

The Top Global University Project (2014-2023) and the initiative to increase the number of 

international students in Japan to 400,000, send 500,000 Japanese students overseas by 2033 

(Davila, 2022; Kakuchi, 2023; Lassegard, 2016), and the “Grand Design for Higher Education 

toward 2040” (2018 to current) (Ozeki et al., 2023, p. 2). These policies and initiatives aim to 

prepare and nurture well-rounded students, create a learner-centred environment, develop global 

mindsets and competencies of students and incorporate international and global teaching 

pedagogy, curriculum, assessment and learning methodology (Gonzales et al., 2021; Hammond 

& Radjai, 2022; Ozeki et al., 2023; Yamada, 2022). To provide and implement high-quality 

teaching pedagogy and curriculum content, Japanese universities hired tertiary educators from 

overseas (Huang, 2021; Yamada, 2022), with the expectation that educators would: become 

agents of change, implement international knowledge and skills in Japanese universities 

(Brotherhood et al., 2020), teach in English (Alhasnawi, 2022; Huang, 2021), build intercultural 

awareness and competencies (Hammond & Radjai, 2022) and conduct research (Huang, 2018; 

Huang, 2021).  

 

However, although there is an increasing number of tertiary educators from overseas, several 

studies have shown that they face difficulties integrating into the Japanese university community 

(Chen, 2022a; Chen, 2022b; Huang et al., 2019). Furthermore, in recent years, especially after 

the COVID-19 pandemic, there has been an increasing significance of professional learning and 

development (PLD) for tertiary educators in Japan. PLD for tertiary educators became significant 

because there was an urgent need for institutions to develop new teaching methods to allow 

students to sustain their education when learning via face-to-face was suspended (Al-Naabi et al., 

2021; DeVaney et al., 2020; Sotardi & Brogt, 2023). Currently, a vast amount of research is 

available in the field of PLD (e.g., Cole, 2012; Hargreaves, 2005; Saunders, 2012; Timperley, 

2008; Tripp & Rich, 2012; Whitworth & Chiu, 2015), and there has been research regarding the 

difficulties that tertiary educators from overseas face in becoming involved in Japanese 
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universities (Chen, 2022a; Huang et al., 2019). However, studies have not explored the IFM’s 

perceptions of PLD in Japanese universities. Furthermore, this research has arisen from my 

experience of working at a Japanese university alongside tertiary educators from overseas who 

seemed to lack the motivation for PLD. Therefore, this research used a qualitative case study 

approach to gain a further understanding of IFM’s perceptions and experiences of PLD in 

Japanese universities. Data for this research were collected through semi-structured one-on-one 

interviews aiming to gain authentic stories and experiences from IFM within their everyday 

contexts (Alpi & Evans, 2019; Punch & Oancea, 2014).  
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Literature Review  

Introduction 

Extensive research on professional learning and development (PLD) recognises the significance 

of implementing PLD in education as it leads to positive outcomes for both students and 

educators (Cole, 2012; Poskitt & Taylor, 2008). Additionally, recent evidence highlights various 

factors that impede the involvement of tertiary educators from overseas in Japanese universities 

(Chen, 2022a; Huang et al., 2019). Due to the limited number of works of literature regarding 

factors that impede the involvement of tertiary educators from overseas in Japanese universities, 

the literature review extends to recent literature from overseas, such as the United States or the 

United Kingdom. This literature review will address two main themes: the various characteristics 

of effective PLD and work and cultural factors that impede the involvement of tertiary educators 

from overseas in Japanese universities. Although the literature presents various characteristics of 

effective PLD, this thesis will focus on the professional career stage, communication and 

collaboration, peer observation and feedback, teacher inquiry, trust and respect, motivation, time, 

and PLD in Japanese universities. As the research is based in Japan, the scope of the literature for 

the two themes will also extend to works in the Japanese language. 

 

Characteristics of effective PLD  

Professional Learning and Development (PLD) is an increasingly important area to explore in 

Japanese universities. There is a high demand for tertiary educators to change from a lecture-

style teaching method to a more learner-centred approach as a part of the government initiatives 

(Ozeki et al., 2023) and to adhere to the diverse population of students (Adams et al., 2023). One 

approach to support tertiary educators during this change is the implementation of various PLD 

opportunities. Generally, many tertiary educators may experience PLD through opportunities 

provided by institutions such as universities and organisations where they work. However, 

Hughes et al. (2022) and Sotardi and Brogt (2023) explain that in tertiary education, PLD 

sessions are selected by the university, and therefore, PLD sessions may be perceived as 

irrelevant to the educator since they have not been involved in the decision about the content of 

their PLD. Similarly, in April 2008, the Ministry of Education, Culture, Sports, Science and 

Technology Japan (MEXT) made PLD mandatory in Japanese universities. The intention of 

mandatory PLD was to improve education quality and to provide tertiary educators with skills to 
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become autonomous learners (i.e., problem-solving skills) (National Institution for Academic 

Degrees and University Evaluation (NIAD-UE), 2014). However, research highlights that top-

down implementation of PLD often disregards the educators’ needs, and it may not align with the 

context, reality and beliefs of the educators, which could lead to a decrease in the educator’s self-

efficacy (Kern & Graber, 2018; Pischetola et al., 2023). Furthermore, top-down decisions by the 

government and universities may detrimentally influence the tertiary educators’ participation rate 

in PLD, loss of trust in the university, and some may leave the profession as their needs do not 

align (Hargreaves, 2019).  

 

Studies in adult learning state that effective professional learning occurs when learning is 

voluntary and autonomous, there is a supportive learning environment, learning is relevant to 

their needs (Easton, 2008; Gravani, 2012; Poskitt, 2014), and learning occurs through practice in 

authentic situations (Fenwick & Tennant, 2004). For example, learning can occur when tertiary 

educators integrate professional learning into current practice and when PLD is offered at the 

right time with the appropriate resources, ideas and equipment (Duignan et al., 2016). 

Additionally, studies highlight that approximately 30 or more contact hours are advised for 

effective learning to take place (Guskey & Yoon, 2009).  

 

Professional Career Stage 

However, depending on the tertiary educator’s professional stage in their career and age, they 

may believe that PLD is unnecessary and thus choose not to engage in further learning. For 

example, tertiary educators at the later stage of their career may reach a status quo and maintain 

existing and familiar practices as they may believe they cannot make a difference due to lack of 

time left in their career (Kern & Graber, 2018; Maskit, 2011). In contrast, tertiary educators, 

directly from their doctorate degree or those recently entering the profession, may be motivated 

to improve their knowledge, skills and teaching practices. This motivation may derive from their 

desire to gain acceptance among colleagues and establish job security, motivating tertiary 

educators to exhibit enthusiasm for learning (Maskit, 2011). Although experienced educators 

may exhibit a decreased motivation for learning, Hargreaves (2005) notes that experienced 

educators have a vast amount of experience and knowledge accumulated and built throughout 

their careers. Therefore, it could be suggested that fostering collaboration and communication 
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between experienced and new tertiary educators could generate innovative ideas for teaching and 

learning (Cole, 2012; Poskitt & Taylor, 2008). 

 

Communication and Collaboration 

Much literature has investigated the effectiveness of communication and collaboration in PLD. 

Listening to their colleagues’ experiences may allow tertiary educators to broaden their 

worldviews and could help develop or affirm their deeply held beliefs about teaching and 

learning. A relatively large body of literature highlights that high-quality learning occurs through 

collaboration, group work, collegial sharing and suggesting ideas and peer support through 

observation, feedback and reflection (Berry, 2015; Chaharbashloo et al., 2024; Chester, 2012; 

Cole, 2012; Duignan et al., 2016; Gast et al., 2017; Hussey et al., 2011; Whitworth & Chiu, 

2015). Studies show that meaningful collaborative PLD activities increase teacher self-efficacy, 

increase confidence, improve teachers' motivation to reflect and make changes to the classroom, 

and positively impact student achievement (Gast et al., 2017; Harris & Jones, 2017). 

Furthermore, Chester (2012) adds that when teachers share their teaching and learning ideas, talk 

about their students and reflect with one another, they will develop greater ownership and 

responsibility for their teaching and promote an increased sense of collegiality.  

 

However, Gast et al. (2017) state that “working in teams is a fairly new concept for higher 

education teachers…[and] have generally been neglected thus far” (p.738-739). A possible 

explanation for this is that tertiary educators’ fundamental focus is research, and they are more 

likely to deliver knowledge through lecturing. Studies state that tertiary educators are less 

accustomed to talking about their own teaching practice, student learning and outcomes (Gast et 

al., 2017; Hughes et al., 2022). Additionally, some researchers suggest that tertiary educators 

may view PLD differently due to their identity as a ‘professional’ rather than their identity as a 

‘teacher’ (Bolyanatz, 2017; Maurice-Takerei & Anderson, 2013). For example, Bolyanatz (2017) 

questioned why they are called ‘teachers’ and believed that the main responsibility of tertiary 

educators is to deliver information to students and be available as a resource for questions and 

discussions about their professional area. Manzi and Benet-Martinez (2022) explain that 

individuals can become comfortable with multiple identities and have better self-regulation once 

they reach a certain degree of acceptance. Additionally, positive or negative emotions one 
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experiences in their teaching experience can also influence how an individual perceives 

themselves (Merkin, 2018). 

 

Moreover, most tertiary educators enter the teaching field after their doctorate or from their 

professional jobs and are specialists in their specific area (Hughes et al., 2022). They may need 

more knowledge of educational theory, pedagogy, teaching methodology and practice (Duignan 

et al., 2016; Maurice-Takerei & Anderson, 2013). Therefore, tertiary educators unfamiliar with 

sharing ideas or feedback from observations or collaborative work may initially feel anxious. For 

example, they may not know how to provide and receive constructive feedback without causing 

harm to others (Chester, 2012) or become hesitant to share their concerns as it may be perceived 

as fear of losing the respect of their colleagues (Hughes et al., 2022). However, literature about 

collaboration and communication in the tertiary education sector also emphasises the 

effectiveness of teamwork. For example, community building with other faculty members in 

other departments built a sense of belonging and connection (Al-Naabi et al., 2021; Steinert et 

al., 2016), gain an open mindset to critical feedback (Hughes et al., 2022), gain wider 

connections for research collaborations (Gast et al., 2017; Yoon & Hong, 2022) and colleagues 

can support each other to embrace and adapt to change (Chaharbashloo et al., 2024). 

 

However, further studies show that an individual’s values, thoughts, or cultural habits that were 

believed to be the norm can vary depending on the social context or environment. For example, 

when residing in another country, people tend to adjust their beliefs, how they speak or behave 

and their perception of self to ‘fit in’ to the cultural context (Moran & Abramson, 2017). 

Additionally, the social and cultural context can influence our gestures, facial expressions, 

language, the values we want to teach students, and even how we view the distance between 

people (University of Minnesota, 2016). Furthermore, people also desire to make meaning of the 

situation and validate their understanding of the world through communicating and engaging 

with others (Simko & Olick, 2021; Vaughn, 2019). However, Nishikawa’s (2020) study revealed 

that in Japanese universities, communication was not a prevalent practice between the tertiary 

educators in Japan. This may be due to the difference in the meaning of communication and 

collaboration. For example, collaboration is typically considered to be about discussing together 

with colleagues to “report, communicate and consult” before making a final decision (Himeno, 
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2021, para. 1), and communication usually occurs when a mistake is discovered; while silence is 

an indication that one’s performance is deemed satisfactory (Barton, 2016). Furthermore, the 

Japanese language itself is indirect, leading Japanese people to be hesitant to offer direct critical 

feedback (Butch, 2024). Therefore, for tertiary educators to adjust and avoid conflict, they may 

change their way of communication or collaboration to reduce stress and meet social standards of 

the working environment (Eaude, 2020; Graham, 2022; Merkin, 2018; Torabian, 2022).  

 

Observation and Feedback 

Another significant feature of PLD is the value and benefits of peer observation and feedback for 

tertiary educators. Through peer observation and feedback, tertiary educators can identify areas 

of improvement, learn about other’s teaching practices (Hendry & Oliver, 2012; McDaniel et al., 

2019) and increase motivation and strengthen their sense of self-efficacy through vicarious 

experiences (Hammersley & Orsmond, 2004; Hendry & Oliver, 2012). Although there are 

benefits to peer observation and feedback, there are concerns regarding the purpose of the 

observation results. For example, in many tertiary sectors, peer observation and feedback mainly 

serve for tertiary educators’ appraisals and involve observations by senior management. Tertiary 

educators may feel anxious as they find themselves in the spotlight and alter their usual teaching 

behaviour or actions to gain a better evaluation (Bell & Cooper, 2013; Hammersley & Orsmond, 

2004; Ngubane & Gumede, 2017). Additionally, concerns are raised about the lack of 

confidentiality, the discomfort of receiving and giving feedback to colleagues, non-specific 

feedback and insufficient time to listen, accept and implement feedback to practice (Bell & 

Cooper, 2013; Hammersley & Orsmond, 2004; McDaniel et al., 2019; Shortland, 2004).  

 

Therefore, as an initial step, tertiary educators can learn by observing their own teaching through 

video recordings; a practice that may be rare in tertiary education (Tripp & Rich, 2012). 

Observation of one’s teaching can help tertiary educators notice their deeply held assumptions 

about teaching, identify their strengths and weaknesses, recognise their gaps and compare their 

teaching with past videos to gain a sense that their teaching has improved (Tripp & Rich, 2012). 

This may decrease the sense of being judged and protect their confidentiality from other faculty 

members. In both peer and self-observation of teaching, tertiary educators may need to establish 

a shared understanding of the purpose of observation and feedback. To build this understanding, 
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special workshops can facilitate learning and tertiary educators can practice observing and giving 

constructive feedback to others (Bell & Cooper, 2013; Hammersley & Orsmond, 2004). 

Additionally, tertiary educators could adequately prepare for observation, develop their ability to 

‘notice’ and allocate time for post-sessions to gain optimal benefit from observation and 

feedback (Russell, 2013; Sherin et al., 2021).  

 

Teacher Inquiry 

In contrast, tertiary educators may highlight strengths in teacher inquiry as tertiary educators are 

professionals in research. Currently, the need for evidence-based learning is increasing for school 

teachers and tertiary educators in Japan (Colby & Hill, 2016; Ozeki et al., 2023). Through 

engagement in inquiry, educators will ask questions about their teaching, gather and analyse 

evidence and present and share the data with their colleagues (Clayton & Kilbane, 2016). 

Currently, Japanese universities are leveraging the expertise of tertiary educators in research by 

implementing a practice known as “Institutional Research (IR)” as a part of the “Quality 

Assurance in Japanese Higher Education Policy” (Yamada, 2016, p. 25). According to the 

National Institution for Academic Degrees and Quality Enhancement of Higher Education 

(2021), IR refers to a system in “which a higher education institution gathers, researches and 

analyses information in a systematic and centralised manner. The purpose of this practice is to 

provide information that will support institutional planning, policymaking and decision-making 

relating to education and research” (para. 2). The university, tertiary educators, and staff will 

gather, analyse and reflect on student data such as student feedback and course grades to identify 

the professional learning needs of the tertiary educators and to improve the educational system of 

the university (Kansai University of International Studies, 2024). Teacher inquiry could lead to 

the development of one’s professional practice, promote sustained learning, engage teachers to 

be reflective learners and positively influence student achievement (Clayton & Kilbane, 2016; 

Gillis & Mitton-Kükner, 2019). However, teacher inquiry may differ from academic research as 

teacher inquiry focuses on critically reflecting and questioning own teaching practices and 

student achievement (Clayton & Kilbane, 2016; Colby & Hill, 2016; Gillis & Mitton-Kükner, 

2019).  
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Trust and Respect 

It is important to note that trust and respect are necessary for communication, collaboration, 

observation, feedback and teacher inquiry (Al-Naabi et al., 2021; Steinert et al., 2016). Trust and 

respect are foundational for educators to believe that their peers will respect and support their 

honest opinions (Timperley, 2008). Furthermore, studies identify that developing trust and 

mutual respect among educators increased motivation and enthusiasm for learning and fostered 

innovation (Frost et al., 2009; Hughes et al., 2022; Steinert et al., 2016). Building a positive 

learning community can help educators feel further connected to the university and increase their 

motivation to develop their teaching practices, suggest changes in the curriculum or establish 

PLD programmes at their university (Steinert et al., 2016). However, building trust and respect 

may be difficult for tertiary educators as the work conditions differ from school teachers. For 

example, it is common for tertiary educators to be on sabbatical leave for research, meaning that 

they will not be present for a significant portion of the time (Gast et al., 2017), short-term 

contract restrictions, heavy teaching loads (Brotherhood et al., 2020; Chen, 2022a) and the 

significant change of their role from a lecturer to an educator (Gast et al., 2017; Sotardi & Brogt, 

2023). These factors may hinder their ability to invest in time to build trust and respect as well as 

gaining the motivation to collaborate with others.   

 

Motivation to Participate in PLD 

Furthermore, studies of PLD in higher education commonly state the importance of rewarding 

tertiary educators by recognising their innovation and achievement (Chaharbashloo et al., 2024; 

Duignan et al., 2016; Steinert et al., 2016). Universities could consider recognising tertiary 

educator involvement in the university by providing them with the opportunity to lead PLD 

sessions, granting tenure or academic positions, gaining grants or allocating dedicated time in the 

schedule to participate in PLD (Hughes et al., 2022; Steinert et al., 2016). Harlen (2012) states 

that motivation is the “engine” (p.171) that can drive tertiary educators to invest time and effort 

to act, such as participating in PLD. Motivation is driven by two types of motivation: extrinsic 

and intrinsic motivation. Extrinsic motivation pertains to the behaviours driven by the desire to 

attain the reward (e.g., certification). On the other hand, intrinsic motivation stems from self-

interest and satisfaction, which can lead to sustained learning (Harlen, 2012; Harlen & Crick, 

2003; Hidi & Harackiewicz, 2000). Although studies have stated that intrinsic motivation is 
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comparatively ‘better’ than extrinsic motivation, combining both types of motivation is 

necessary for increased learning of tertiary educators (Harlen, 2012).  

 

However, incentives may pose a challenge as Japanese universities may lack government funds 

or voluntary donations by alums, individuals or organisations (Hornyak, 2017). Furthermore, 

incentives to tertiary educators in Japan are “often only extended to the graduates of the 

respective institutions, creating lifelong educators at one institution” (Nishikawa, 2020, p. 46). 

Moreover, as tertiary educators are typically research-oriented, they may prioritise gaining 

incentives for writing publications over enhancing teaching practices (Amano & Poole, 2005; 

Gast et al., 2017). Whilst providing incentives or rewards may be difficult for tertiary educators, 

Japanese universities must recognise the efforts of tertiary educators who are endeavouring to 

change teaching and learning, inspire others with innovative ideas and be part of the 

internationalisation of Japanese universities (Duignan et al., 2016; Lassegard, 2016).  

 

Differences between PL and PD 

Overall, studies concerning effective PLD and adult learning highlight that effective learning 

involves features of teacher-centred learning relevant to their daily teaching practices, provides 

opportunities for collaborative learning, undertaking ongoing feedback, reflection, change and 

implementation and becoming engaged in inquiry-oriented practices (Colby & Hill, 2016; Cole, 

2012; Poskitt, 2014). These features are commonly referred to as professional learning (PL) in 

the literature (Poskitt, 2014). On the other hand, the term professional development (PD) 

describes learning opportunities through lectures, presentations by an external expert or one-off 

workshops (Cirkony et al., 2024). The word ‘development’ may imply that teachers need to be 

developed or improved by someone else (Cirkony et al., 2024; Easton, 2008). PD is generally 

delivered to pass new knowledge to the teachers in the short term, and sessions are pre-planned 

(Easton, 2008; Poskitt, 2014). For tertiary educators, given that the most common teaching 

method in universities is lectures, many learn by observing how their lecturers teach in 

universities. They may be familiar with receiving knowledge from the educational expert rather 

than engaging in finding personal interests and relevance (Adams et al., 2023; Hughes et al., 

2022). Nevertheless, PD is also a necessary aspect for tertiary educators to develop their 

educational knowledge and skills through professional readings and outside experts to raise their 
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awareness of how students learn and gain knowledge in educational theory, pedagogy and 

practice through outside experts (Adams et al., 2023; Al-Naabi et al., 2021; Duignan et al., 2016; 

Frost et al., 2009; Gast et al., 2017; Hughes et al., 2022; Maurice-Takerei & Anderson, 2013; 

Poskitt, 2014). Subsequently, when the tertiary educator gains educational knowledge, the focus 

could shift towards implementing collaborative, teacher-centred and reflective professional 

learning opportunities. 

 

Both PL and PD share a common goal to improve tertiary educator’s teaching and learning 

knowledge and skills. Therefore, it is essential to offer various learning opportunities through 

PLD as deeply rooted tacit knowledge about teaching and learning is challenging to change. 

Studies specific to tertiary educators’ PLD identified the necessity for designated time (Duignan 

et al., 2016; Ghasemi et al., 2023), open communication with the university senior management 

(Sotardi & Brogt, 2023), implementing reward systems (i.e., promotion, lead PLD sessions) 

(Chaharbashloo et al., 2024; Duignan et al., 2016; Hughes et al., 2022) and individual support 

(Chaharbashloo et al., 2024; Koellner et al., 2024). Additionally, tertiary educators must strive to 

understand that reflecting on and questioning one’s practice can support open-mindedness in new 

learning (Chaharbashloo et al., 2024; Stone, 2010). 

 

Faculty Development in Japanese Universities 

However, in Japanese universities, PLD activities are commonly referred to as ‘faculty 

development’ (FD). Japanese universities abide by the Standards for Establishments of 

Universities (SEU), legislation stipulating the curriculum, faculty members’ teaching hours and 

student-teacher ratios (Amano & Poole, 2005). According to Negishi (2018), FD is mandated for 

implementation in Japanese universities as stated in the SEU. Ministry of Education, Culture, 

Sports, Science and Technology Japan (MEXT) (2003) defines FD as comprehending knowledge 

of the university philosophy and goals, enhancing research, teaching and administration skills 

and improving the quality of their profession. For example, FD in Japanese universities include 

workshops to learn about the big picture of Japanese universities (educational law, university 

standards, philosophy, etc.), support or mentor programmes to improve teaching methods, class 

evaluation by students, supportive system for research and self-evaluation activities (MEXT, 
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2003). Other FD opportunities also include mandatory lectures, workshops, class evaluations and 

class observations set by the university (Suzuki, 2013).   

 

In a nationwide survey conducted by MEXT, 763 out of 786 Japanese universities responded, 

revealing that 77% of Japanese universities implemented FD in 2019 (MEXT, 2021; Ozeki et al., 

2023). The main purpose for FD was to improve content and teaching practices (59%; 450 

universities), develop the curriculum and educational system (22%; 171 universities) and 

evaluate faculty member’s performance and activities (11%; 84 universities). Most FD were 

provided through lectures (62%; 474 universities), following peer class observations and 

evaluations (53%; 403 universities) and workshops to improve teaching practices (50%; 377 

universities) (MEXT, 2021; Ozeki et al., 2023). Additionally, this survey indicates that 52% 

(396) universities have tenured faculty members attending 75% to 99% of the set FD 

programmes (MEXT, 2021). The high implementation rate of FD in Japanese universities and the 

high number of lecture-type FD may be due to the top-down approaches as governmental grants 

are awarded to encourage further implementation of FD in the universities (Roloff Rothman, 

2020). In Japanese universities, the word ‘training’ appears to be commonly used for FD, and FD 

appears to lean towards professional development characteristics. Additionally, there is a 

preference for top-down approaches, evident in implementing various national-level educational 

policies and governmental initiatives by Japanese universities (Roloff Rothman, 2020). 

 

However, although Japanese universities provide workshops to discuss teaching practices 

(MEXT, 2021; Ozeki et al., 2023), the concept of a ‘workshop’ may be interpreted differently in 

actual practice. For example, workshops in Japanese universities tend to “focus on mechanics of 

teaching and less on methodology or practices” (Roloff Rothman, 2020, p. 312). Moreover, 

although the MEXT definition of FD mentions the ‘support or mentor’ programmes, it seems that 

tertiary educators from overseas are treated differently. This may be due to the Japanese 

universities’ perception of tertiary educators from overseas as a ‘temporary visitor’ status. 

Because they are assumed to have a short-term contract with the university, they may be 

excluded from important opportunities, such as the support or mentoring system (Brotherhood et 

al., 2020; Green, 2022; Nishikawa, 2020). However, tertiary educators from overseas who are 

entering the education field directly after their doctorate or professional job may need one-on-
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one mentoring support from an experienced tertiary educator or an induction programme set by 

the university (Maskit, 2011; Maurice-Takerei & Anderson, 2013). Mentoring can assist in 

gaining an understanding of the socio and educational culture in Japan (Boafo-Arthur & Tsevi, 

2022), the sense of relief that there will be a designated go-to person in need of support 

(Crasborn et al., 2008), assisting in navigating through the initial teaching and adapting to 

Japanese experiences and facilitates the development of pedagogical teaching practices 

(Castañeda-Londoño, 2017). There is a consensus in the literature that university support systems 

are essential to ensure the widespread and inclusive implementation of PLD (Chaharbashloo et 

al., 2024; Koellner et al., 2024). 

 

Sufficient Time for PLD 

Although PLD implementation and engagement are vital, tertiary educators require sufficient and 

flexible time to learn new knowledge and skills, implement them in the classrooms and reflect on 

their practices. Thus, tertiary educators should be provided with more informal sessions, create 

‘bite-sized’ sessions or provide hybrid type PLD (i.e., a mixture of online and in-person PLD) 

(Al-Naabi et al., 2021; Chaharbashloo et al., 2024; Cole, 2012; Ghasemi et al., 2023; Gravani, 

2012). It is important to note that having sufficient time to acquire new educational knowledge 

and skills, implementing them into practice, receiving feedback and reflecting on this learning 

process helps tertiary educators to become observant of their own teaching beliefs and practices 

and further increase their productivity to work on other activities (Poskitt, 2014; Steinert et al., 

2016). 

 

Overall, the literature indicates the value and significance of PLD for tertiary educators and 

Japanese universities. Previous studies have established that the key features of effective PLD 

include; creating meaningful communication and collaborative opportunities (Chester, 2012; 

Gast et al., 2017; Koellner et al., 2024; Pischetola et al., 2023; Scott et al., 2023), sustained and 

short sessions (Al-Naabi et al., 2021; Easton, 2008; Poskitt, 2014; Sotardi & Brogt, 2023), peer 

observation and feedback (Bell & Cooper, 2013; McDaniel et al., 2019) and continuous 

reflection and questioning of their teaching and learning (Chaharbashloo et al., 2024; Gillis & 

Mitton-Kükner, 2019; Rix & Paige-Smith, 2011). Despite the high value of PLD, studies 

highlight that the interpretation of PLD may differ in Japanese universities. Therefore, tertiary 
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educators from overseas may need more motivation to attend PLD in Japanese universities due to 

the unfamiliarity of PLD compared to their previous experiences. The next section will discuss 

the aspects of overseas tertiary educators' participation in Japanese universities.  

 

Faculty and International Faculty Member Terminology 

Before delving into the next section, it is essential to clarify the terminology used in the section, 

as the meaning of the words may differ between contexts and countries. In New Zealand, the 

word ‘faculty’ is commonly used to describe an academic unit with different departments (e.g., 

Faculty of Education). However, in Japanese universities, tertiary educators (professors, lecturers 

and teachers) are commonly referred to as ‘faculty’. To ensure clarity and reduce confusion with 

the New Zealand term, hereafter, the term ‘faculty member’ (FM) will be used to refer to all 

tertiary educators in the context of Japan and ‘international faculty members’ (IFM) will refer to 

a non-Japanese tertiary educator teaching at a Japanese university. The word ‘international 

faculty’ is a commonly used term in higher education literature (Huang, 2018; Nishikawa, 2020), 

and the word ‘international’ is used to convey the diverse backgrounds and identities of the IFM. 

 

International Faculty Members in Japanese Universities 

Many IFM from diverse demographic backgrounds with varying cultural and educational values, 

beliefs and experiences have recently been hired to work in Japanese universities. Currently, 

there are 14,573 IFM out of 201,693 full-time faculty members working in Japanese universities, 

accounting for 7% of the total number of faculty members (MEXT, 2023). This figure steadily 

increased from a decade ago when there were 12,424 IFM (MEXT, 2013). IFM are hired to 

become agents of change to improve universities' global rankings by contributing to research and 

promoting internationalisation in education (Chen, 2023). Despite the steady increase in IFM, 

several studies have shown that many IFM struggle to integrate into the Japanese university 

community and that work and cultural factors impeded the integration of IFM into Japanese 

universities (Chen, 2022a; Chen, 2022b; Huang et al., 2019).  
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Work-related Factors 

Firstly, work-related factors include insecurity of fixed-term contracts, limited opportunities for 

professional activities, and higher teaching loads compared to their Japanese colleagues. 

Although Japanese universities are hiring IFM for their value, knowledge and innovative ideas, 

IFM perceived the reason for their hire was for them to become a symbolic representation of the 

internationalisation scheme of Japanese universities (Brotherhood et al., 2020). This perception 

was notably identified among the IFM, who have Western appearances, making it apparent to 

local and international stakeholders, such as the prospective students, that the university offers 

English courses and is on board with the internationalisation initiatives (Brotherhood et al., 2020; 

Brown, 2019). The perceptions that Japanese universities possess regarding IFM may potentially 

lead them to leave the country or their jobs as they may perceive that their skills, knowledge and 

experiences are not valued for the university (Huang et al., 2019).  

 

Additionally, IFM have an increased teaching load compared to their Japanese colleagues (Chen, 

2022a). According to Williams (2019), in Japan, faculty members usually teach classes for 28-30 

weeks (over one year), spread out over four days per week with one ‘research day’. Some 

universities require faculty members to be present at work even on non-teaching days. Full-time 

IFM in Japanese universities usually teach 7.5 hours per week for one semester (15 weeks), 

which is more than the tertiary educators in the United States who teach two courses per year 

(Watanabe, 2011). Moreover, if the university is research-oriented, IFM’s workload and 

responsibilities may be inundated with both teaching and research work with no capacity for 

additional activities (Sotardi & Brogt, 2023). Huang (2018) further adds that the IFM may 

experience heavier teaching responsibilities depending on their varying purpose of employment 

and their nationality. For example, Huang (2018) found that most IFM are from China, Korea, 

the US and the United Kingdom (UK). IFM from China and Korea usually hold doctorate 

degrees with a high level of Japanese language proficiency, tend to focus on research activities 

and engage in similar responsibilities as their Japanese colleagues. In contrast, IFM from the 

USA and UK are usually master's degree holders with a lower level of Japanese language 

proficiency, mainly hired to focus on language teaching, such as English and have an increased 

teaching load. However, as all other nationalities were placed into the ‘other’ group, it is difficult 

to identify that the varying responsibilities by nationality apply to all IFM. As a result of the 



 21 

work-related factors, IFM may experience elevated anxiety levels, display reluctance to interact 

with colleagues as they anticipate their departure from the job, focus solely on fulfilling 

minimum responsibilities rather than committing to other university matters (e.g., involvement in 

committees or meetings) and decrease motivation to update further their current knowledge and 

skills (Brotherhood et al., 2020; Chen, 2022a; Chen, 2023). 

 

Cultural Factors 

Secondly, cultural factors that impede the integration of IFM include lack of Japanese language 

proficiency (Chen, 2022b). Studies indicate that Japanese language proficiency for IFM is a 

fundamental skill required to work in Japanese universities for a prolonged period of time, to be 

involved in meetings and committees and for teacher appraisal and promotion (Chen, 2022b; 

Green, 2022). Given that the majority of university affairs are conducted in Japanese, if IFM are 

aspiring for promotion (i.e., tenured positions, leadership roles) and deeper involvement in 

matters beyond teaching, then it is highly recommended that the IFM acquire the Japanese 

language (Green, 2022). Chen (2022a) found that IFM are expected to be proficient in both 

Japanese and English, and those who had resided in Japan in the past did not face challenges in 

the language or culture. Furthermore, Roloff Rothman (2020) explains that most English-related 

PLD sessions are about enhancing the English language skills of Japanese faculty members. 

Additionally, while a few PLD sessions are conducted in English, the descriptions and 

instructions are only in Japanese, making it challenging for IFM to comprehend the content and 

requirements (Roloff Rothman, 2020).  

 

Proficiency in the Japanese Language 

Studies indicate the significance of acquiring the Japanese language, however it is not required 

when hiring IFM (Chen, 2022a; Huang, 2018). This is due to the growth of the various English 

medium courses to accommodate the increasing enrolment of international students in Japanese 

universities. Therefore, the Japanese language may seem unnecessary for IFM in the workplace 

(Nishikawa, 2020). However, new findings in IFM provide a broader perspective of language 

concerns that were also raised in English-speaking countries. For example, African faculty 

members in US universities were expected to spend more time improving their English, 

preparing for classes and writing papers for publication (Boafo-Arthur & Tsevi, 2022); Chinese 
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faculty members with over a decade of teaching experience in US universities, also encountered 

English misunderstandings when giving feedback to students. The feedback provided to the 

student was unclear, causing misunderstandings and negatively affecting the relationship 

between the student and faculty member (Hu & Chen, 2022).  

 

Non-verbal Cues in Communication 

Furthermore, faculty members from Korea, Japan, India, the Philippines and China found that 

their accents negatively affected the student evaluation results (Amos, 2022; Liang, 2022). 

Similarly, Lee (2022) writes that faculty members from East Asia, Africa and Arab are less likely 

to raise their concerns to their seniors and administrators due to the “respect your elders” (p.165) 

values which are different to the Western (e.g., European, Latin American and North American) 

ways of communication. Furthermore, faculty members from East Asia and Africa tend not to 

look people in the eye as it is a sign of disrespect. In contrast, in the Western context, not 

maintaining eye contact during communication may lead to faculty members perceiving that one 

is concealing information or that they are not paying attention (Lee, 2022). Therefore, the 

differences in language and nonverbal cues among IFM of diverse backgrounds may lead to 

misunderstandings and miscommunications with Japanese universities and colleagues.   

 

The Western Teaching Ideal 

However, to further internationalisation efforts, many universities in Japan are incorporating 

English as the main medium of instruction (EMI) in their courses and reforming their curriculum 

to reflect this change (Alhasnawi, 2022; Davila, 2022; Huang, 2021; Lassegard, 2016). Japanese 

universities expect the IFM to enhance students’ intercultural awareness and global mindsets 

through the English-based curriculum and courses (Hammond & Radjai, 2022). However, 

Hammond and Radjai (2022) add that most of the IFM in Japan are either not familiar with the 

term internationalisation because it does not relate to their course, or they already believe that 

their course, which covers global and international topics, does not require further development 

to enhance students' intercultural awareness and competencies. This may suggest that some IFM 

believe that further development of their teaching pedagogy is unnecessary as it is their 

responsibility to introduce Western teaching knowledge, which they view as the ideal. As a 
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result, the IFM may not see the need to update further or improve their teaching instruction 

(Eppolite & Burford, 2022).  

 

Currently, in Japanese universities, there is a move towards implementing Western ways of 

education in the university curriculum, teaching values, teaching pedagogy, learning strategies 

and assessment strategies mainly deriving from the US or the UK (Amos, 2022; Casinder, 2014; 

Ota, 2018; Shrestha & Khanal, 2016). Several researchers identify a concern that there is a 

tendency to believe that Western teaching values and beliefs are superior and mainstream for 

quality education (Eppolite & Burford, 2022; Erdman, 2017; Graham, 2022; Ota, 2018; Shrestha 

& Khanal, 2016). As a result, while implementing Western teaching knowledge and practices, 

IFM may experience tension or discomfort between what they believe teaching and learning to 

be the norm in their own culture and what is considered the norm in Japan. Vaughn (2019) states 

that depending on the IFM’s country of origin, their behaviour, shared thoughts, emotions and 

personalities can differ amongst cultures. Several studies have revealed that in each country, 

region and community, a preferred or desired way of thinking exists, and these collective 

thoughts, concepts, and beliefs tend to become accepted as the norm to maintain balance and 

harmony (Casinder, 2014; Erdman, 2017; Graham, 2022). If people fail to adapt to the norm, it 

becomes challenging to continue their daily activities (Graham, 2022). However, in education, 

there is an assumption that students, educators and staff operate with a single way of thinking 

regardless of one’s cultural background (Casinder, 2014). This means that it is vital for IFM to 

recognise and become aware of their underlying cultural values as this may influence teachers’ 

interpretations in the classroom and response to the students and their teaching instructions both 

consciously and unconsciously (Cabiles, 2021; Dreher et al., 2021; Graham, 2022).  

 

Insider vs Outsider Values 

Another cultural aspect that impedes the IFM involvement in Japanese universities is the concept 

of ‘insider (uchi) and outsider (soto)’ values (Green, 2022). Green (2022) describes the concept 

as “close internal group relations (uchi), along with an avoidance of outsiders (soto)” (p. 143). In 

Japan, people from overseas are often perceived as outsiders and Japanese people tend to use 

formal language and speak in an ambiguous manner to respect the ‘temporary visitor’ (Green, 

2022; Nakata, 2014). As such, the IFM may also be perceived as a ‘temporary visitor’ as non-
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tenured teaching positions in Japanese universities are typically between one to five years with or 

without opportunity for tenure (Nishikawa, 2020). Due to this perception, IFM may feel 

excluded from important announcements, meetings or decision-making roles and 

communications from the Japanese university may sound ambiguous and unclear (Brotherhood 

et al., 2020; Green, 2022; Nishikawa, 2020).  

 

One concern of the ‘outsider’ value is that IFM may be at risk of isolation as a means of self-

protection and to save face from others due to language and cultural tensions and 

misunderstandings (Chen, 2022b; Merkin, 2018; Roloff Rothman, 2020). For example, this 

arises from the belief that these conflicts could decline their scholarly reputation and influence 

their appraisal results (Chen, 2022a). Furthermore, Japanese universities may perceive the IFM’s 

behaviour of isolation as a lack of willingness to communicate and engage with others (Chen, 

2022b). As a result, this may lead to the impression that IFM are not interested in university 

matters and, therefore, not suitable for other positions in the university (e.g., proposing changes 

to the curriculum or becoming a leader for PLD) (Roloff Rothman, 2020). On the other hand, 

studies show that IFM with a higher Japanese language proficiency were further involved in the 

university's activities and communicating with their Japanese colleagues (Chen, 2022a; Huang et 

al., 2019).   

 

However, further research states that the sense of being an ‘outsider’ is also evident in US 

universities where rural areas have an “ingroup culture” (Lee, 2022, p. 166). Other faculty 

members in US universities also felt a “sense of foreignness…struggle with the idea of fitting in” 

(Hu & Chen, 2022, p. 66). Hu and Chen (2022) describe that faculty members from overseas 

may experience a sense of being an outsider due to the lack of educational knowledge of the host 

country, limited understanding of linguistic nuances and unfamiliarity with the organisational 

culture. These barriers often lead to the reluctance of faculty members to socialise with others 

and be left to solve problems independently (Boafo-Arthur & Tsevi, 2022; Chen, 2022a; Liang, 

2022). Glass et al. (2022) state that the issue of isolation can lead to a decrease in motivation, 

self-efficacy, creativity and productivity and diminished job satisfaction. However, the existing 

literature on cultural and language issues in other countries mainly focuses on US universities. 

This may be due to the high number of faculty members from overseas working in the US. For 
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example, between 2018-2019, approximately 98,130 faculty members from overseas were hired 

at US universities (Alberts & Hazen, 2022).  

 

Experiences of Female FM and IFM 

Furthermore, some authors in the Western context attempted to explore the perspectives of Asian 

women faculty members who are teaching in universities. Yoon and Hong’s (2022) study of 

Asian female scholars in US universities demonstrates that many Asian female faculty members 

are disadvantaged through stereotypical perceptions. For example, they are viewed as non-

threatening, compliant, always smiling, often viewed as housewives with low English-speaking 

ability or even mistaken for post-graduate students. Another account of an experience in a US 

university was that the faculty members felt they had lower status than their peers and could not 

participate in discussions or meetings (Hu & Chen, 2022). Liang (2022) also observed that Asian 

women faculty members tend to experience heightened anxiety and discomfort when negotiating 

for leave and workloads for the reasons of caring for their family or children. This is similar to 

Japan, where faculty members are predominantly male, and it is rare for female faculty members 

to occupy leadership positions (The University of Tokyo, 2021).  

 

Value of IFM 

Perera and Greenidge (2022) emphasise the need for universities to raise cultural awareness and 

appreciation through learning about diversity and for IFM to create groups to work together and 

support each other in the teaching journey. Recent evidence suggests that diversity can bring 

positive opportunities for Japanese students, faculty members, staff and IFM to widen their 

perspectives and benefit the IFM’s development of intercultural awareness and career 

(Alhasnawi, 2022; Chen, 2022b). Furthermore, previous studies have found that for IFM to gain 

value in the experience, they should develop or upskill their intercultural skills by being involved 

in PLD opportunities (Adams et al., 2023; Coryell et al., 2022; Hammond & Radjai, 2022). 

Despite the various challenges in work, cultural and language factors IFM can bring many 

positive aspects to the university. For example, gaining a breadth of knowledge in educational 

pedagogy and practices, the enriched experience of diversity in the workplace (Boafo-Arthur & 

Tsevi, 2022), build global networks for further collaboration in research (Locke & Marini, 2021; 
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Roloff Rothman, 2020; Yoon & Hong, 2022), secure funding and grants from the government 

(Lin et al., 2022) and introduce a new perspective to knowledge, skills and teaching.  

 

Chapter Summary 

Overall, this literature review aimed to explore the literature regarding the various characteristics 

of PLD and the work and cultural factors that impede the involvement of IFM in Japanese 

universities. Research on PLD indicates that diverse features of PLD have positive outcomes for 

tertiary educators. For example, communication, collaboration, observation, feedback, and 

teacher inquiry can enhance tertiary educators' self-efficacy, confidence, sustained engagement in 

learning, and motivation to change their teaching practices. However, the literature states that 

PLD engagement may be new to tertiary educators as they are not often trained as teachers and 

possess limited knowledge of educational theory, pedagogy and practice. Additionally, literature 

states that PLD in Japanese universities is typically experienced through mandatory lectures and 

class observations. Although PLD is highly valued in education, studies highlight that the 

interpretation of PLD may differ for both tertiary educators and Japanese universities.  

 

Moreover, the research on IFM highlights that insecurity of contracts, increased teaching and 

research loads, Japanese language proficiency, and outsider values impede IFM’s involvement in 

Japanese universities. The literature states that these barriers limit IFM’s involvement in broader 

university matters; they are reluctant to communicate with other colleagues and have limited 

professional opportunities (i.e., research collaborations, promotion). However, it remains 

uncertain whether the difficulties in integration also impact the IFM’s engagement in PLD. 

Furthermore, much of the current literature pays particular attention to the significant integration 

of IFM into Japanese and US universities in terms of becoming integrated into the university 

organisation. Therefore, the current thesis aims to examine the integration of IFM from a 

teaching and learning perspective, delving into IFM’s perceptions and experiences of PLD in 

Japanese universities. 
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Methodology  

Introduction 

This chapter will begin by revisiting the research aims and the relevant research question. 

Subsequently, this chapter will discuss the research design, data collection methods, sampling, 

ethical considerations and data analysis procedures. Finally, this chapter will conclude with a 

summary of the methods and themes identified in this chapter.   

 

Research Aims and Question 

This study aimed to investigate and explore the current position of PLD for IFM in Japanese 

universities. Therefore, the following research question guided this research: 

 

• How do international faculty members (IFM) in Japanese universities perceive their 

Professional Learning and Development (PLD) experiences? 

 

Research Design 

Since there is minimal research literature on the PLD experiences of IFM in Japanese 

Universities, a research design was needed that would enable investigation of the experiences of 

participants from their perspectives. Furthermore, the design would need to encompass the 

natural setting of the university, and in particular, Japanese university settings. Case study design 

aligned with these requirements because it involves research in an authentic natural setting where 

a phenomenon can be investigated within a specific context and time frame, person, events, 

incidents or country (Alpi & Evans, 2019; Bhebhe et al., 2015; Punch & Oancea, 2014).  

 

This study used a case study design with the qualitative method of one-on-one semi-structured 

interviews because this method poses open-ended questions to enable participants to respond 

from their own experiences and perspectives (Punch & Oancea, 2014). The participants were 

interviewed about their experiences (involvement in professional learning and development) 

within a specific setting (Japanese university), and this is an area that has not been 

comprehensively studied in the past. Furthermore, case studies in education can allow 

institutions to develop and implement new policies and provide teachers with insights into other 

teacher’s experiences (Mills et al., 2010).  
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However, research raises concerns regarding generalisability in case studies as the research 

cannot draw assumptions from one case (Punch & Oancea, 2014). Merriam and Grenier (2019) 

state that generalisability derives from the positivist view that research findings can be 

generalised numerically (i.e., statistical data), which can be applied to the broader population. 

However, Punch and Oancea (2014) explain that for case studies, “it is not the main intention of 

such a study to generalise, but rather to understand this case in its complexity and its entirety, as 

well as in its context” (p. 151). A common concept in qualitative research regarding 

generalisation is transferability. This refers to the notion that future researchers can utilise and 

refer to the findings from this study in their own contexts or research (Merriam & Grenier, 2019; 

Schoch, 2020). To ensure that the findings from this research are transferrable, identifying and 

describing clear boundaries, objectives, research questions, data collection, and analysis 

procedures are essential for case study design (Merriam & Grenier, 2019; Mills et al., 2010; 

Punch & Oancea, 2014). Thus, these aspects will be stated in the upcoming sections.  

 

At the initial planning stage, this study aimed to use a mixed methods design to gain a 

comprehensive understanding of IFM’s perceptions of PLD and its relationship to Hofstede’s 

National Six Dimensions of Culture (Power Distance, Individualism, Motivation towards 

Achievement and Success, Uncertainty Avoidance, Long Term Orientation and Indulgence) 

(Hofstede Insights, 2024) through individual interviews and surveys. A convergent parallel 

mixed methods design was planned, in which qualitative and quantitative data would be 

collected in parallel, analysed separately and then merged. Given the limited study regarding 

IFM’s perceptions of PLD, a convergent parallel mixed methods design was planned to 

understand the current situation of IFM by utilising the strengths of both the qualitative and 

quantitative methods (Creswell & Plano Clark, 2017). Qualitative data was planned to be 

collected through one-on-one interviews, and in the quantitative phase, an online survey using a 

7-point Likert scale was planned to explore which cultural aspects influence the participation of 

PLD in Japanese universities based on Hofstede’s National Dimensions of Culture. However, I 

could not pursue the mixed methods design due to challenges in locating contact information for 

IFM in Japanese universities and unanticipated implicit cultural barriers like gatekeeping 
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restrictions (evident in no response from the universities or organisations and limited response 

from participants).  

 

Data Collection Methods 

This case study was situated in universities across Japan and specifically focused on international 

faculty members (IFM). In Japan, there are 47 prefectures (the term ‘prefecture’ is similar to a 

‘state’ in the United States). Each prefecture has a local public university and numerous other 

private universities (Huang & Chen, 2021). This study focused on public and private universities 

across Japan to comprehensively understand the PLD situation with IFM. A semi-structured one-

on-one interview method was selected to better understand each participant’s experiences within 

their context (Punch & Oancea, 2014). The participants were given the option to be interviewed 

either in Japanese or English through the information sheet. However, all participants requested 

to be interviewed in English.  

 

Additionally, through a semi-structured interview, questions could be added or adapted 

depending on the interview context (the interview questions are available in Appendix C and can 

also be found in Table 3 later in this chapter). I also took notes during the interview to ask 

additional questions. All interviews were conducted via the Microsoft Teams online platform due 

to travel constraints and time efficiency for both the researcher and the participant. Follow-up 

questions were asked via email. The duration of the interview varied between 40 minutes to 1 

hour and 30 minutes, depending on the participants. To ensure the accuracy of the interview data, 

all interviews were recorded and transcribed automatically using the Microsoft Word 

‘Transcribe’ feature. The transcribed data was checked with the recording to ensure that there 

were no errors. Additionally, all interview participants were offered the option to check the 

transcript. Accordingly, two participants requested the check and confirmed their interviews were 

accurately transcribed.  
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Sampling 

The criteria for selecting the participants were identified in reference to Chen’s (2022a) study:  

1. Full-time international faculty members 

2. International faculty members who do not hold Japanese passports or citizenship 

3. International faculty members who are educated at primary (elementary) and college 

(middle school to high school) outside of Japan 

4. International faculty members currently residing in Japan 

5. International faculty members’ ability to communicate in English or Japanese 

 

This study used various participant recruitment methods such as Facebook announcements, 

contacting the PLD Centres in Japanese universities to share the participant recruitment 

information sheet (contacted 24 universities in which contact details were available online), 

searching and contacting individual faculty members through J-Global: a researcher database site 

in Japan (contacted 200 potential participants) and snowball sampling by reaching out to a 

colleague and inviting them to pass on the participant information sheet. During the data 

collection process, to ensure that the study could recruit sufficient participants, the criteria were 

modified to include those participants who had previously worked as full-time faculty in 

Japanese universities and the criteria of ‘international faculty members currently residing in 

Japan’ was removed. 

 

Table 1. Outline of participants 

No. Ethnic background Total duration of 

residence in 

Japan 

Teaching experience in 

Japanese universities 

FM1 European 39 years Yes 

FM2 Asian 8 years Yes 

FM3 Middle Eastern/Latin American/African 13 years Yes *From doctorate 

FM4 European 25 years Yes 

FM5 Middle Eastern/Latin American/African 10 years Yes *From doctorate 

FM6 European 17 years Yes 

FM7 European 7 years Yes *New to the profession 

FM8 European 30 years Yes 



 31 

  

Semi-structured interviews were conducted with eight international faculty members from 

varying ethnic backgrounds (Asian, European and Middle Eastern/Latin American/African). 

Most participants initially started their jobs in Japan through the support of government 

initiatives (i.e., Japan Exchange and Teaching Programme (JET) or scholarships) and entered the 

university teaching profession after completion of the programme. Other participants came to 

Japan for other purposes, such as visas or securing a job in Japan. The length of time that 

participants had been living in Japan ranged from seven to 39 years. Additionally, the 

participants’ teaching experience varied from those who entered the university teaching 

profession after their doctorate to those with prior experience teaching in schools. The smallness 

of the IFM community may allow for specific identification and therefore to ensure the 

confidentiality of the participants (Tolich & Davidson, 1999), all identifiable data (i.e., names of 

universities, participants’ names, places) have been deleted from the interview and transcript data 

and all participants’ names were replaced with a number (e.g., FM1) (Bhandari, 2022).   

  

Ethical Considerations 

This section will discuss the ethical concerns identified in this research and how each was 

addressed to ensure that the researcher is aware of the constraints and ethical implications of the 

current research (Punch & Oancea, 2014). The ethical concerns will be discussed in reference to 

the Massey University Code of Ethical Conduct (MUCEC) of Manākitanga (cultural and social 

responsibility), autonomy, beneficence and special relationships. 

 

Manaakitanga (cultural and social responsibility) and Autonomy 

This research was conducted in a Japanese context and addressed the IFM’s perspectives and 

opinions of Japanese culture. Therefore, before proceeding with the research, there was a need to 

consider the following aspects: avoiding harm to the reputation of the culture, identifying the 

local protocols, and becoming culturally sensitive to recruitment and research methods. For 

example, one of the local protocols included understanding the high gatekeeping procedures in 

Japanese universities. Generally, in Japanese universities, obtaining consent to share the 

participant recruitment information sheet requires prior consent in written form. Thus a ‘Request 

Form’ to the Japanese university was created in Japanese and English (Appendix D). 
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Additionally, there was a need to ensure that the participants could participate freely at their own 

will, express their honest opinions and be able to contribute to the research safely. Given that the 

participants were primarily current working members of the Japanese university, all identifiable 

information was deleted to ensure that their perceptions and opinions did not reflect the opinion 

of the particular university. Therefore, measures were implemented to ensure the confidentiality 

of the participants' identities and the Japanese university (Punch & Oancea, 2014).  

 

Benefit 

This research aims to understand the current situation of PLD and build a foundation for 

supporting the IFM in Japanese universities to build their teaching pedagogy, methodology and 

other relevant teaching knowledge and skills. Although potential benefits are present without 

intending to elicit harm, for some participants, recalling their experiences and perspectives of 

PLD in Japanese universities may have psychologically influenced the participants. 

 

Special Relationships 

As an administrative officer at one of the Japanese universities, I had a special relationship with 

some participants. This may have influenced their decision to provide information that aligns 

with my expectations, and they may have felt obligated to assist me.  

 

Addressing the Ethical Concerns 

The ethical concerns of manaakitanga (cultural and social responsibility), autonomy, beneficence 

and special relationships were addressed by providing an information sheet to each participant. 

The information sheet outlined the purpose of the study, research design, risks and benefits of the 

study, data management, and participants' voluntary participation in the study (Appendix A). 

Additionally, it outlined that participants had the right to withdraw from the research at any time 

and could decline to answer specific interview questions if they felt uncomfortable. Each 

participant had a consent form to sign before the interviews commenced. Furthermore, to ensure 

the anonymity and confidentiality of the participants, the participants were informed that the 

interviews would not be held in the researcher’s or the participants’ workplace, all participants 

were provided with fake identifiers (e.g., FM1), and I committed to maintaining the 
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confidentiality of the participants by not disclosing information and data to third parties. Data 

was stored through the Massey University Microsoft OneDrive to ensure data storage safety. Per 

the Massey University Code of Responsible Research Conduct (Massey University, 2015), all 

recorded data were not stored on my computer. Additionally, in case I lacked knowledge of 

Japanese protocols, I consulted with my Japanese colleagues and asked for their advice. This 

thesis was reviewed and approved by the Massey University Ethics Committee (application 

number: OM3 23/34) through completing the full ethics application (Appendix B). 

 

Data analysis 

A thematic analysis approach was selected to analyse the interview data from eight participants. 

The thematic analysis aims to identify and analyse key patterns (themes) within the data set that 

can be analysed to gain an understanding of the underlying assumptions (Braun & Clark, 2006). 

The collected data were analysed using Braun and Clark’s (2006) six phases of thematic analysis: 

1. Engaging and immersing in the data 

2. Creating initial codes 

3. Creating potential themes 

4. Refining themes 

5. Defining and naming themes 

6. Reporting the findings. 

 

In the initial stage, the transcribed interviews were repeatedly read, responses relevant to the 

research question were highlighted, and initial thoughts about the responses were noted. In phase 

two, initial codes were generated for the highlighted responses. Each response was coded once or 

multiple times (Table 2). During this stage, 1268 initial codes were identified (Table 3).  
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Table 2. Example of coding in phase two 

Interview question 3: Tell me about your experiences with Faculty Development (FD) in 

Japanese universities. 

No. Extract Code 1 Code 2 Code 3 

FM1 In the first 20 years, there were no 

opportunities provided within the 

workplace, so that's why I began to 

look outside the workplace for my 

own personal development as a 

teacher. 

PLD opportunities 

were not available 

in Japanese 

universities. 

The teacher 

looked for PLD 

opportunities 

outside the 

Japanese 

university. 

 

FM2 It was very top-down. Top-down PLD 

content decisions. 

  

FM3 The only thing is like you know, is 

it relevant or not relevant? 

Relevancy of 

faculty meeting. 

  

FM4 I think in general it was forced 

upon you, but you weren't forced to 

be good at it. 

Top-down PLD 

content decisions. 

  

FM5 PD, there was no coordinated 

response. 

No systematic 

organisation of 

PLD. 

  

FM6 I think they have this budget. I 

don't remember from where you 

which they have every year 

selected number of faculty.  

Budget provided 

by the university. 

A limited 

amount of 

faculty members 

are selected to 

attend PLD. 

 

FM7 Focus on your studies and we have 

half research days. 

University 

balances the 

teaching load. 

  

FM8 There are very few opportunities to 

tackle those really pressing issues 

that are not only concerned with 

what I do, but across the board. It's 

very limited whether that's a 

management issue or just a trend at 

universities given that people are 

so busy, I think each professor, 

they're so focused on what they're 

doing, they are in their own world. 

Limited PLD 

opportunities. 

Tendency for 

teachers to be 

isolated. 

Believes that 

teacher change 

is necessary. 
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Table 3. Number of initial codes 

Interview question Number of codes 

1. Tell me about how you came to Japan. 78 

2. In general, how would you describe your teaching experience at a 

Japanese university? 

173 

3. Tell me about your experiences with Faculty Development (FD) in 

Japanese universities.  

296 

4. Do you remember an occasion when you experienced conflict 

between what you wanted to change and what was expected of the 

university? 

189 

5. What are your thoughts about suggesting new teaching methods to 

your colleagues? 

66 

6. Can you provide an example of a time when faculty members 

helped you by sharing their teaching and learning techniques? 

136 

7. What is your opinion about FD in Japanese universities?  175 

8. Tell me about your experiences with the Japanese language. 

9. Do you remember an occasion when the language affected your 

professional life (i.e., participating in FD)? 

62 

10. What do you believe is the main purpose of FD for you? 93 

Total number of initial codes 1268 

 

In phase three, a mind-map application called “MindNode” collated the 1268 initial codes to 

search for themes (Appendix E). Firstly, identical codes were grouped and then each group was 

assigned a number indicating how many identical codes were grouped (e.g., ‘identifying that 

constant change occurs in the classroom (2)’). Afterwards, codes with similar topics were 

combined, separated and refined to create a potential theme. All codes were considered to be 

potential themes; any code that did not fit was labelled 'miscellaneous’. The codes were tallied to 

demonstrate the frequency of the theme mentioned by participants. Subsequently, from the 1268 

initial codes, 167 potential themes were identified.  

 

In phase four, the 167 potential themes were further refined by combining similar themes and 

creating new themes to group those that do not fit in other existing themes. The codes in the 

miscellaneous themes were also placed into one of the potential themes (Table 4). I kept the 

initial codes and referred back to the transcript if necessary to ensure that the meaning did not get 
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lost in the merging procedure. Some potential themes were discarded from the analysis as they 

did not relate to the research question.  

 

Table 4. Example of finding potential themes 

Categories Themes Overarching 

themes 

Frequency Explanation 

• Teachers must 

proactively and 

consciously find 

opportunities to 

participate and 

show initiative to 

plan PLD (53) 

• Importance of 

PLD design (19) 

• Importance of 

feedback and 

reflection (15) 

• Guidance for PLD 

is necessary (26) 

• Unclear 

instructions on 

peer observation 

(70) 

• Past Experience 

(90) 

Teachers have isolated 

and are unclear of the 

different features of PLD 

• Importance of 

feedback and 

reflection  

• Identifies the specific 

points of PLD. 

• Teachers are unsure 

how, when and what 

points to give 

feedback. 

• Fear of being judged. 

• Understands that 

observation helps 

teachers to learn. 

• Feels that guidance for 

PLD is required. 
PLD 

Experiences 
273 

Faculty members identified 

the importance of each 

feature of PLD (i.e., 

observation, feedback, 

reflection). Because there 

was no clear guidance, 

faculty members were 

unaware of the purpose of 

each PLD and how each 

feature is a learning cycle. 

Therefore, as the faculty 

members cannot visualise 

PLD, they may be unable to 

foresee the process. Faculty 

members' experience is 

compared to their previous 

PLD and teaching 

experience. From their 

experience faculty members 

believe that they learnt more 

from teaching in the 

classroom than through PLD 

and also perceive their 

experience as positive or 

negative. 

Past experience 

influences teacher's 

perception of PLD 

• Comparison of PLD 

from previous 

experience (positive or 

negative). 

• They have a 

preconceived notion of 

what to expect from 

PLD. 

• Believing that learning 

through doing helps 

the teacher learn more 

than participating in 

PLD. 

• Some teachers cannot 

imagine what PLD is 

for professors. 
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As a result of the analysis, four overarching themes regarding the IFM’s perceptions of PLD 

emerged from the 167 potential themes:  

1. The different working contexts 

2. PLD experiences 

3. Significance of communication 

4. Language barriers  

 

Chapter Summary 

This chapter discussed the research design, data collection methods, sampling, ethical 

considerations and data analysis procedures to investigate the research question ‘How do 

international faculty members (IFM) in Japanese universities perceive their Professional 

Learning and Development (PLD) experiences?’ A qualitative case study was employed to 

investigate further the PLD experiences and perceptions of IFM in Japanese universities. Semi-

structured one-on-one interviews were conducted with eight participants through online methods. 

The interview data was transcribed and analysed using Braun and Clark’s (2006) six phases of 

thematic analysis, which identified four key themes as stated in the previous section. The next 

chapter will discuss the results of the four overarching themes with supporting evidence from the 

interview data.  
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Results 

Introduction 

This chapter will discuss the findings of the four themes based on the research question of ‘How 

do international faculty members (IFM) in Japanese universities perceive their Professional 

Learning and Development (PLD) experiences?’ The four themes emerged through the thematic 

analysis from semi-structured interviews with international faculty members (IFM) with 

experience working in Japanese universities (refer to the interview questions in Table 3). The 

four themes that emerged were: 

1. The different working contexts 

2. PLD experiences 

3. Significance of communication 

4. Language barriers  

 

Overview of Themes 

The interview and the subsequent data analysis highlighted that the diverse working contexts, 

such as the Japanese university environment, influenced the IFM’s perceptions and experiences 

of PLD. Additionally, IFM identified the various PLD opportunities experienced at Japanese 

universities and the necessity of effective communication between colleagues. Furthermore, IFM 

expressed their challenges in accessing information about PLD due to the Japanese language 

barrier. The themes, frequency of the codes and percentages were identified through thematic 

analysis (details of the coding and analysis procedures are outlined in the ‘Methodology’ section) 

and are presented in Table 5. The following section will expand on each theme by citing 

examples from participants’ interviews.   

 

Table 5. Summary of themes 

Themes Frequency Percentage 

1. The different working contexts 726 60.3% 

2. PLD experiences 273 22.7% 

3. Significance of communication 140 11.6% 

4. Language barriers  64 5.3% 

Total 1203 100% 
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The Different Working Contexts  

When participants were asked about their professional learning and development (PLD) 

experiences in Japanese universities, a recurrent theme (726 codes) was a sense that there were 

PLD opportunities; however, the participants perceived that the Japanese universities did not 

provide meaningful PLD. For example, a common response amongst the participants was that 

attendance at most of the university PLD sessions was mandatory, and the PLD felt irrelevant to 

their needs (7 out of 8 participants). For example, one interviewee said: 

 

They don’t really want you to understand anything. They don’t really want you to 

implement anything. They’ll just talk at you because, bureaucratically, they’re 

supposed to do it. They are doing it because they just want to fulfil a certain point 

somewhere. (FM2) 

 

Similarly, another participant said: 

 

My university exists mainly through grants, so any activity that will attract the grant 

is given priority… so I tried to stay awake and alert, but it’s mainly so that I can put 

a checkmark next to my name as I go into the room and be seen to be present. (FM1) 

 

Based on the above responses, it seems that the participants may feel that the Japanese 

universities “are just imagining what the problems of the people who are teaching not [in the 

view of faculty members who are] actually living through those problems” (FM6). In all cases, 

the participants reported that they feel that the universities are not considering their current PLD 

needs and that PLD exists to meet the grant requirements or have an objective for mandatory 

PLD implementation.  

 

Another finding was that several participants were reluctant to suggest further ideas about 

teacher learning and development to the university because, as one interviewee put it:  
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One of the biggest problems with Japanese universities in general is [that] every 

time you suggest something, everybody will tell you, oh, this needs to go to the 

Ministry of Education; they need to approve it. And that’s why there’s like this long 

red tape process. (FM2) 

 

FM5 was also concerned that their suggestions would be neglected because “supposedly, if you 

had something that important, then you could maybe impress upon [the team leader] …[but] it’s 

like that whisper a message game, you know? I guess they just go into the black hole or 

something”.  

 

Additionally, another interview finding showed that the Japanese university’s top-down decision 

can influence their views on decision-making related to PLD. For example,  

 

[The English Medium Instruction courses] I think it was a little frustrating for us and 

it was frustrating, I’m sure, for the Japanese students. The thing was that all of us, 

all the international teachers who are the foreign teachers, we all knew a lot about 

Japan. We were very aware…But we were explicitly told by the institution; we were 

told [to] teach these courses the same way that you would teach them in your home 

country. I think most of us felt tension with that and we felt guilty. (FM5) 

 

Similarly, when asked in further detail about the assumptions students bring to the classroom, 

FM1 indicated that,  

 

What [students] think should happen in and around the classroom, what they think 

would be expected of them and what expectations they might have of a teacher and a 

university learning experience…This has been an important discovery for me. I can 

understand when the expectations don’t meet that it’s a learning process on both 

sides. (FM1)  

 

Participants indicate that although the Japanese university mandated the international faculty 

members (IFM) to teach in the Western style, they acknowledged the difficulties and found them 
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to be ineffective in the classroom. However, participants indicated they could learn from these 

experiences and must adjust their teaching methods accordingly by “[not] insist[ing] on using 

simply like the target language” (FM5).  

 

However, although most of the participants held a negative view of the Japanese universities’ 

commitments to PLD, all participants stressed the importance of updating and developing their 

teaching knowledge and skills as well as their content knowledge. For example, FM2 expressed 

the significance of making changes to their classroom practice and updating knowledge because 

PLD is “for the [development of a] quality lecture or a quality of a class for students”, and FM8 

added, “you know, [engagement], that’s really important for me because I feel that if I’m bored, 

imagine how the students are feeling”. This reflects that the participants understood the students’ 

perceptions and were motivated to participate in PLD, which benefitted their teaching and 

brought positive outcomes for their students.  

 

Further data analysis showed that some participants perceived that the organisational culture 

influenced their sustained participation and engagement in PLD. For example, one participant 

reported that “there really was not a systematised faculty development… [because the] downside 

was [that] the foreign teachers who were there were all on temporary positions, contract 

positions… the job was essentially a dead-end job” (FM5). Another participant indicated, “at 

that time, they were really strict with contracts. We were told we were required to officially do a 

professional development portfolio [for our contract to be] renewed” (FM4). Whilst for another 

participant, because the participant was studying while teaching at the same time, the university 

said to “focus on your studies and have half research days” (FM7). The participants' views 

suggest that the perception and importance of PLD can vary greatly among Japanese universities.  

 

Additionally, some participants indicated that the Japanese universities provided the budget or 

funds for research.  

• FM1: “[The university] provides each teacher with a very limited research budget…But 

nobody objects if I buy a book or books for professional development using that budget”.  

• FM5: “We were funded. We got like a $5000 [USD] a year from the university where we 

can really pretty much spend it in any way, we want it. So, like attending conferences”.  
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• FM7: “Yeah, we have a bit of a research budget… things like the iPad, things that I can 

use to do research”. 

• FM8: “So there's a research grant for every professor, and that is for every year for each 

academic year”.  

 

The participants’ views indicate that the Japanese university provides a research budget that can 

be freely used for other purposes, such as attending conferences and purchasing professional 

reading material. However, one participant is concerned about the decrease in the budget (i.e., 

participation fee, travel and accommodation) allocated to attend in-person conferences, 

workshops and other PLD opportunities. FM1 comments, “I'm rather sad to see that we've gone 

back so suddenly to face to face. [The budget got] cut down” (FM1). This suggests that for IFM 

to develop and update their knowledge and skills, they may first need to assess the availability of 

the budget before considering applying for PLD sessions.  

 

FM8 further stated, 

 

I think living in Japan, I think that definitely does affect the opportunity to freely 

exchange ideas… You’re very wary of saying things or going outside of your shell. I 

think the foreign teachers pick up on that. They assimilate [to the Japanese culture]. 

Appropriateness? When in Rome, you do what the Romans do, and I think that’s a big 

factor of it. (FM8)  

 

This comment reveals that the participant believes that IFM may become accustomed to 

Japanese culture and follow the protocols of Japan. This may have influenced the participant’s 

further engagement in exchanging ideas with others. As one participant puts it, “Working 

environments in Japan is that if I were to begin to talk about something that had happened in the 

classroom, good or bad, it would probably be seen by some of my colleagues as a cry for help” 

(FM1).  
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Overall, these findings suggest that participants perceive their engagement in PLD as being 

influenced by the university context, such as through budget, mandatory PLD, and the working 

environment.  

 

PLD Experiences 

In the interview, participants indicated the various types of PLD experienced during their 

teaching career at Japanese universities. A common type of PLD that most participants 

experienced was peer observations (Table 6).  

 

Table 6. Types of PLD experienced by participants in Japanese universities 

Type of PLD experienced Number of participants experienced 

(out of 8) 

Peer observations 7 

Attending conferences and meetings 4 

Group discussions 3 

Lectures and seminars 3 

Information discussions 3 

Teacher portfolio 3 

Reading literature 2 

Analysis of class evaluation 2 

Committee member 2 

External PLD 2 

 

A number of participants were particularly critical of the peer observation experiences as it 

seems like “feedback comes eight months later” (FM2), feel as if when other participants come 

to observe, they are “encroach[ing] their space and privacy” (FM8), or feedback is “just a 

brief; “Thank you” (FM1). FM1 also comments that “the colleague is supposed to submit a 

report to the office about what they've seen, but I have never had sight of those reports”. One 

participant commented that, 
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Faculty development design requires [us] to understand what is going on and a lot of 

faculties don’t like to be evaluated. They hate it. They don’t want others to come to 

their classes and see how they are. That’s a no no. So, if you don’t have knowledge 

[about how to give feedback on observations], then you cannot provide solutions and 

therefore doesn’t work well. (FM6) 

 

These results suggest that feedback is late, some participants possess limited knowledge about 

what features to observe and provide effective feedback to their colleagues. The comment by 

FM6 also provides insight that peer observation is used to evaluate their teaching. Some 

participants also expressed their anxiety about being judged. Therefore, one participant expressed 

a desire for PLD “sessions on how to do [observations] better” (FM7).  

 

Whilst there was a critical view of peer observations, many agreed that peer observations 

brought “fresh eyes” (FM3), the “best way to [learn] is to watch each other” (FM8) and “when 

we see each other teach, you can actually pick up a thing or two even about really small things” 

(FM2). To account for the lack of reinforcement of learning in their teaching, several teachers 

“began to look outside the workplace for [their] own personal development as a teacher” (FM1) 

and felt the need to proactively and consciously “facilitate sessions” (FM7) for learning.  

 

Additionally, three participants commented that they perceived to have a lack of control or power 

and a sense of reluctance to self-initiate change within Japanese universities. 

• FM4: “I don’t have any power to change it” 

• FM7: “I’m not even gonna try… Like no, not even gonna bother”.  

• FM8: “I mean that’s a managerial sort of thing that’s beyond my control”  

 

These findings suggest that the participants are discouraged and do not believe that suggesting 

new ideas at the departmental or university level will bring about change. However, when asked 

about the main purpose of PLD, a common response was that the purpose of PLD is to update 

content knowledge and teaching skills and adjust and adapt to change.     
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Table 7. Purpose of PLD 

Purpose of PLD Number of responses 

Update content knowledge and teaching skills 4 

Adjust and adapt to change 4 

Improve oneself as an educator 3 

Acquire new insights 3 

Reflection 2 

Understanding governmental policies 2 

Empowers educators 1 

 

FM5 commented, “It keeps things fresh, but also, of course, education is a moving target. 

Circumstances change. Our very philosophies have changed in response to a number of 

things…students change…you know, in every job, if not for no other reason”. Additionally, FM3 

commented, “Keep yourself updated wave like new trends…we need to refresh our eyes and 

reflect about what we are doing”. These comments suggest that the participants recognise that 

teaching and learning changes with various policies and trends and that an update is needed.  

 

Interestingly, one participant stated that PLD “is something that I regret not taking more 

advantage of” (FM4). This comment may suggest that the participant recognises the importance 

of PLD and regrets not engaging in the available PLD opportunities.   

 

Additionally, the perceptions regarding the importance of PLD differed between participants who 

entered the university teaching profession after their doctorate degree (2 participants) and those 

who had previous exposure to educational theory, pedagogy and practice (6 participants). For 

example, two participants who entered after their doctorate degree commented that PLD is to 

“develop like new tools and keep myself up to date based on my personal research” (FM3) and 

“need to keep up to date with the current news. Update knowledge. I do try to update that a bit. 

But yeah, that's as far as it goes” (FM6).  

 

In contrast, six participants commented: 
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• FM1: “But those of us who have been trained as language teachers, we actually spend a 

good part of our professional life thinking about teaching and learning”. 

• FM2: “Constantly learn from each other… I always tell them any day, anytime.  

Just walk into my class [for observations]”. 

• FM4: “I'm really happy to share ideas with people. And if other people wanna try it, and 

if it works for them, that's fantastic”. 

• FM5: “Professional development, I think in any, it doesn't matter what job you're doing. 

But I think for teachers it is crucial”. 

• FM7: “Let's get people started maybe on a case study… constantly all the time we're 

working together, sharing ideas that”. 

• FM8: “I think the best way to do that is to watch each other… I mean, for me, watching 

people in the classroom is invaluable. It's sometimes fun”. 

 

In summary, these findings indicate that each participant experienced diverse types of PLD. For 

example, participants experienced in total, 10 types of PLD, with peer observation and feedback 

emerging as the most common. Although there was a critical view of the peer observations, 

participants recognised the value of PLD. Furthermore, the perception of PLD appeared to vary 

among participants who transitioned into university teaching from a doctorate student.   

 

Significance of Communication 

When the participants were asked about their experiences with sharing and suggesting teaching 

ideas to their colleagues, many commented on the significance of communication ‘to’ and ‘with’ 

colleagues. The participants indicated that communication provides an opportunity to “learn 

from each other” (FM1, FM2, FM5, FM7, FM8) and to obtain information about concerning 

students (FM4, FM5, FM8), sharing teaching ideas (FM1, FM7, FM8) and provides a “sense of 

belonging and purpose” (FM8). One participant further expressed that “peer support that’s 

good…In that open environment, there’s plenty of opportunities for like, hey, I’m kind of stuck 

[or] like I don’t like this activity in this textbook or like what did you do this unit?” (FM6).  
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While most participants agreed that working together is helpful, six participants identified two 

challenges: they felt isolated and needed more time to meet. Regarding the lack of time, one 

participant mentioned that,  

 

Faculty members teach at different times…So usually, the people who [are in the same 

department are] the people you cannot meet because when you are teaching something, 

they are not teaching it. Getting together in the first place is challenging”. (FM6)  

 

This point reflects that participants teaching in the same department tend to teach at different 

times, limiting opportunities for IFM to meet during teaching hours. Similarly, another 

interviewee mentioned that “all of us [teach] like 9 to 10 lectures a week… you’re teaching 100 

minutes in the class, you have to give homework, which would be equivalent to 400 minutes” 

(FM2). The views of the two participants indicate that due to the heavy teaching and 

administrative workload and timetabling issues, investing time and effort into PLD may be 

difficult to accomplish.  

 

Another concern expressed by participants was isolation. FM8 states, "At the moment, we are all 

in our little pods, and you know, we’re just basically doing what we what we’re doing, and 

there’s no interaction…I think it doesn’t exist, which I think is very unhealthy” (FM8). The view 

from this participant reflects that the lack of interaction may lead to feeling disconnected and 

lonely. For example, one participant said, “I was very lonely there…in most cases, people have to 

do it on their own” (FM4). However, FM1 and FM6 had a different experience.  

 

A group of language teachers we got together, and we decided that we would like a 

non-threatening opportunity to learn from each other. We were dealing basically with 

the same kinds of student, and we wanted to know what solutions we found to 

problems that were posed by students. So, we set up by ourselves. We set up a once a 

year occasion where we could spend a whole day listening to explanations. 

(FM1) 
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My office is pretty supportive and I work together in and like kind of our English 

education department, which is pretty diverse…We kinda have this like open office 

thing. So there’s lots of opportunities to collaborate and work together, and we often 

design materials and assessments and things together. (FM6) 

 

Together these results provide valuable insights into the participants’ perceptions of 

communication and collaboration. Participants recognised the importance aspects of sharing and 

learning with each other. Although concerns such as timetabling conflicts and potential isolation 

were raised, some participants proactively established learning groups or found themselves in a 

supportive environment.  

 

Language Barriers 

Some participants seemed to face a language barrier that hindered their participation in PLD 

opportunities provided by Japanese universities. Five out of eight participants expressed that they 

were not fluent in Japanese. For example, FM7 commented, “So, I get [a notification] saying 

like, oh, there’s this seminar about mental health, and it’s entirely in Japanese. So, we’re like, no, 

not doing that one”. Additionally, FM2 indicated that “Most of the faculty developments, 99.99% 

of them happen every single month. But they’re all in Japanese”. Therefore, low Japanese 

language proficiency limited participants’ access to PLD information and opportunities. FM4 and 

FM5 commented:  

 

As for the question about language being an issue in faculty development, the answer 

is definitely, yes, it was an issue… probably [the university] had a whole other layer 

of opportunities in Japanese that I did not know about or participate in because I 

simply never knew about them, and/or couldn’t easily access them. (FM4) 

 

I think definitely it would be a barrier, yes. I think a lot of foreign [faculty members] 

would be unable to attend professional development programs within the greater 

university campus. (FM8)  
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Therefore, one participant commented on the necessity of learning Japanese when working in 

Japanese universities.  

 

Of course it's the language of the University, of course. I mean, if we cannot hire 

someone without a high level of proficiency in Japanese because we would spend all 

our time explaining stuff to the new person instead of the very limited time we have 

to actually get things done. Time is very, very scarce. (FM1) 

 

FM1 expresses that IFM are expected to learn and communicate in the workplace language and 

expresses that with sufficient time for induction, conveying necessary information and 

supporting the new IFM in English may become easier.  

 

Furthermore, one participant expressed their frustration with the ambiguity of the Japanese 

language as it led to miscommunication.  

 

And then I actually had a really disappointing English miscommunication that I was 

so angry about. He basically made a small English mistake, which led to ambiguity, 

he came up to me and said, oh, so sorry about that… I was pretty furious. (FM4) 

 

However, because the “[institution] is predominantly in English sort of environment” (FM8), the 

above participants may not feel the need to learn the Japanese language to attend further PLD 

activities. For example, other participants add that, 

• FM3: “I always had the chance to have English speaking people around me”.  

• FM4: “had so many English [PLD] opportunities”.  

• FM5: “[committees] were run in English, mostly English”.  

• FM7: “Japanese study [could be] kind of pushed further down on my priority list… we 

have so much English support”.  

 

Additionally, two participants from non-Western backgrounds commented on the challenges 

students encounter in comprehending their English accents. FM2 commented, “I constantly have 

to make sure that I am more open when I speak to people here, which I've done for myself 
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because I know that if I speak in a completely Indian accent, they will not understand me”. FM3 

adds that “sometimes it's like with everything, students need to take some time to absorb your 

accent… So instead, I basically write on the whiteboards to make myself understood very often”. 

These perspectives of the two participants suggest that IFM from non-Western backgrounds 

encounter difficulties not only with the Japanese language but also with the English accent, 

prompting them to make concerted efforts to ensure that students comprehend their accents.    

 

In summary, these findings suggest that the Japanese language was a barrier to participants’ 

engagement in PLD, as many did not find the need to learn Japanese given that they were in an 

English-speaking working environment. Additionally, it appears that IFM from non-Western 

backgrounds recognised that their English accent posed challenges and prompted them to seek 

measure to enhance their clarity for communication in teaching.  

 

Chapter Summary 

This chapter has outlined and discussed the findings of the four themes that emerged from the 

thematic analysis. These themes include the different working contexts, the significance of 

communication, PLD experiences and language barriers. The findings suggest that participants 

perceived the barriers to engaging in PLD opportunities stem from varying university contexts, 

mandatory PLD, contract limitations and Japanese language. Despite the challenges, participants 

had opportunities to access PLD such as peer observation, feedback and conferences. 

Furthermore, all participants recognised the value of PLD and expressed the necessity for further 

involvement. The next chapter will discuss the findings in light of the existing research literature.   
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Discussion 

Introduction 

This thesis aimed to contribute to the gap in the literature around Professional Learning and 

Development (PLD) for international faculty members (IFM) teaching in Japanese universities. 

As little was known about this area, this study sought to explore the current PLD environment by 

listening to the experiences of IFM in Japanese universities. As such, this thesis investigated the 

research question, 'How do international faculty members (IFM) in Japanese universities 

perceive their Professional Learning and Development (PLD) experiences?' The current thesis 

identified four implications from the IFM’s perception of PLD in Japanese universities: 1. Top-

down management; 2. Communication barriers; 3. Work-related factors; 4. From doctoral student 

to university teacher. The chapter now turns to discuss these findings in relation to the research 

literature. 

 

Top-down Management 

The results of this study indicate that participants believe the cultural context of Japan and the 

university's approach impede their further involvement in PLD. Participants stated that the top-

down requirements of PLD and their unfamiliarity with the Japanese organisational culture 

inhibited their meaningful participation. These findings are consistent with those of the National 

Institution for Academic Degrees and University Evaluation (NIAD-UE) (2014) and Ozeki et al. 

(2023), who stated that as per the policies of the Ministry of Education, Culture, Sports, Science 

and Technology Japan (MEXT) require Japanese universities to implement mandatory PLD as a 

part of the higher education reform schemes. It is evident from the participant's interviews that 

top-down mandatory PLD opportunities do not align with IFM’s current teaching and learning 

priorities. Participants feel that universities are not considering the needs of the IFM and, as a 

result, feel that they are not empowered to suggest new learning or ideas to the management 

level (Kern & Graber, 2018; Pischetola et al., 2023). 

 

Additionally, in Japan, to improve the educational environment and system at the micro level 

(e.g., faculty members), MEXT requires universities to implement class observations and 

feedback for faculty members to improve their class and teaching methods (Yamada, 2015). 

According to MEXT (2021), approximately 52% (403 out of 763 universities) implemented class 
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observations and feedback in 2019. This statistical result aligns with the participants' 

experiences, as peer observation and feedback were the most experienced PLD in Japanese 

universities. However, participants expressed their negative experiences of peer observation in 

which the feedback was late, and both the observer and the observed lacked knowledge on how 

to observe and provide effective feedback. This finding is consistent with Hammersley and 

Orsmond (2004), who state that feedback sessions should be held promptly after the observation 

session to ensure that feedback is given while it is still fresh in the mind. Additionally, as 

participants were unaware of the purpose of peer observations or their effectiveness, they may 

have felt that observation can "intimidate people" (FM1) or feel that their lessons are "completely 

[being] imitated" (FM4). 

 

A possible explanation for this might be due to the hierarchical system in Japanese organisations 

and the collectivist approach to problem-solving and decision-making. Firstly, many Japanese 

universities tend to implement government-led initiatives and top-down projects. However, there 

appears to be a discrepancy between the understanding and interpretation of the 

internationalisation objectives within Japanese universities and the IFM (Nishikawa, 2020). As a 

result, IFM may lack comprehension regarding the rationale behind various top-down 

implemented PLD and adhere to the university's instructions. Additionally, Japanese universities 

may implement top-down projects as governmental grants are awarded to encourage further 

implementation of PLD (Roloff Rothman, 2020). Secondly, in the Western context, an individual 

is usually praised for their initiative and when the individual takes responsibility for solving 

issues (Butch, 2024). However, this is different in Japan. Any member who is working for an 

organisation (i.e., universities) is expected to "report, communicate and consult" (Himeno, 2021, 

para. 1). Additionally, it seems possible because Japan frequently experiences natural disasters 

such as earthquakes, tsunamis and typhoons, the Japanese are always prepared for any uncertain 

situations (including every aspect of society) (Hofstede Insights, 2024). In organisations, it is 

common to invest time and effort to consider all risks to ensure the safe implementation of the 

proposed innovative and new ideas. As a result, changes may take time and be difficult in Japan 

(Hofstede Insights, 2024). 
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Therefore, IFM may find it difficult in Japanese universities to voice their concerns about the 

current PLD or request to attend PLD as the faculty head must approve it. IFM may feel that the 

procedure is slow (FM2) because the suggestion must go through reporting to the head, keeping 

everyone in the loop and consulting all risk factors before acting (Hofstede Insights, 2024). IFM 

may also feel that when proposing new PLD ideas that would benefit the university, participants 

may feel that there is a significant barrier between the university goals and the individual teacher, 

which can further undermine their motivation and perseverance (Butch, 2024). One participant 

also commented that the reluctance to share and suggest new teaching ideas may stem from IFM 

becoming accustomed to Japanese culture. FM8 commented, "You're very way of saying things. I 

think the foreign teachers pick up on that. They assimilate [to the Japanese culture]. When in 

Rome, you do what the Romans do". A possible explanation is Japanese organisations' strong 

emphasis on peace and harmony (Nocos, 2023). To maintain peace in the organisation, the IFM 

may encounter resistance from the university if IFM proposes any change that deviates from the 

status quo (Francisco, 2012). Therefore, IFM may tend to adjust how they speak or behave and 

their perception of self to 'fit in' to the working environment and the Japanese cultural context 

(Moran & Abramson, 2017). 

 

Despite the criticism of the Japanese universities' top-down approaches to PLD, there was a 

common consensus among IFM from the current study. At the individual or classroom level, the 

IFM recognised the significance of proactively taking the initiative to seek learning activities, 

share information, suggest new ideas, attend conferences, and engage in peer observation, 

feedback, and other learning activities. Consistent with the literature, the IFM acknowledge the 

need to develop themselves, understand that learning occurs through various experiences and 

recognise that IFM should take ownership of their learning (Cole, 2012; Poskitt, 2014; Steinert et 

al., 2016). Interestingly, one interviewee commented, "basically, faculty development is decided 

by the university…but also there are like [a] couple of mandatory Faculty Development [to help 

us] get familiar with what's going on" (FM3). Other participants also commented that PLD is 

valuable for updating one's knowledge, enhancing teaching practices, and being empowered as 

an educator. These findings are important as these perceptions of the IFM state that the 

participants have the motivation to learn, the desire to attend PLD sessions and improve their 

knowledge in educational knowledge and skills. Overall, these results reveal that with a 
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systematic and supportive approach to PLD in Japanese universities, IFM can increase their 

confidence in teaching, develop a positive mindset toward learning and believe in the potential 

for change (Chester, 2012; Hussey et al., 2011; Sotardi & Brogt, 2023).  

 

Communication Barriers 

Another important finding was that although IFM understood the significance of communication 

with colleagues, some IFM perceived that their colleagues tended to isolate themselves and 

needed more time to engage in meaningful communication. Several factors could explain this 

observation. Firstly, the Japanese language may become a barrier to further involvement in 

communication, committees and workshops and appraisal and promotion (Chen, 2022b; Green, 

2022). As a result, IFM may tend to confine themselves in private spaces to protect themselves 

from being judged by the Japanese university and focus on teaching and research responsibilities 

(Chen, 2022b). However, Brotherhood et al. (2020) state that IFM who held high positions in 

Japanese universities had a high level of Japanese ability. This may suggest that if IFM improves 

their Japanese language ability, they will likely engage with the Japanese university and gain 

access to PLD information, resources, and opportunities. 

 

However, the participants' comments suggest that because they were hired to teach in English 

and work in a predominantly English environment, they may not have felt the need to learn 

Japanese (FM4, FM7, FM8). These findings are likely related to the increasing implementation 

of English as a Medium of Instruction (EMI) courses in Japanese universities (Brown, 2019). 

Japanese universities are providing EMI courses taught in English for Japanese students to gain 

exposure to the language through everyday learning and to attract international students from 

overseas to meet governmental goals (Brown, 2019; Kakuchi, 2023). In addition, the IFM are 

hired to drive internationalisation initiatives such as the "Grand Design for Higher Education 

toward 2040", which indicates that IFM are hired to share their insights, knowledge and skills 

from overseas to create a new learner-centred environment for Japanese universities (Ozeki et al., 

2023, p. 2). Together, it seems possible that learning Japanese can be of low priority due to the 

English teaching environment. 
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Additionally, an interesting discovery emerged from this research. Previous studies (Chen, 

2022a; Chen, 2022b; Huang, 2018) reported that the Japanese language posed a barrier to 

integration in Japanese universities. However, the findings in this study identified that the 

English accent of the two participants presented a challenge for teaching as they recognised that 

the accent was difficult for the students to understand. This interesting finding could be due to 

the IFM teaching in an English environment (Brown, 2019), and the two participants may have 

received direct feedback from students. This result is consistent with the findings in US 

universities wherein IFM received negative student evaluation results due to their accents (Liang, 

2022). Nishikawa (2020) explains that while English is prevalent worldwide (especially in Asian 

countries such as Japan, China, South Korea), Japanese universities should acknowledge the 

diverse varieties of English spoken worldwide. This is an important finding of this study, given 

the absence of prior studies on English accents for IFM teaching in Japanese universities. 

 

Work-related Factors 

As most IFM are contracted for short or fixed-term employment (Brotherhood et al., 2020), they 

may prioritise maintaining the job position rather than engaging with PLD to enhance their 

knowledge and practices about teaching and learning. For example, FM5 commented, "The job 

was essentially a dead-end job so there was never any reason to prep for a subsequent position". 

This result reflects the study of Nishikawa (2020) in which IFM are perceived as temporary 

visitors. FM1 also commented that the long-term curriculum plan did not go according to plan 

because "one of the part-time teachers changed their schedule, and the whole thing collapsed. 

We never tried again because it was so difficult to set it up, and we never [knew what would 

happen] in the second year". It seems possible that IFM are avoiding forming deeper 

relationships with their colleagues and reluctant to engage in further learning due to their short-

term contracts and eventual departure from the university. 

 

Moreover, IFM may believe that their practice is current and, therefore, feel no necessity to 

participate in PLD offered by Japanese universities (Eppolite & Burford, 2022). This may be 

because the main objectives of hiring IFM involve conveying Western knowledge in educational 

theory and practice, which is perceived to represent global standards. Additionally, many of the 

PLD opportunities offered by Japanese universities are covered by internal resources due to the 
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need for more funding and grants by the government (Nishikawa, 2020; Ozeki et al., 2023). As a 

result, there is a possibility that IFM have limited exposure to other perspectives, ideas and 

experiences of teaching and learning. 

 

Lastly, IFM indicated the difficulties in meeting with colleagues to discuss classroom concerns 

or share ideas without temporal constraints. Previous research states that IFM teaches 7.5 hours 

per week with one research day in Japanese universities, which is more than in the United States 

(Watanabe, 2011). However, the findings of the current research identified that IFM taught "12 

hours of teaching per week" (FM5) or 16 hours per week (FM2). These findings may help us to 

understand that even with flexible methods (i.e., online videos with in-person support), 

participants may lack time to invest time in PLD (Al-Naabi et al., 2021), and they may not have 

sufficient capacity to be involved in other matters other than completing their daily teaching and 

administrative tasks (Chen, 2022a). One interesting finding was that there was also an issue with 

timetabling. Timetables seem to be built based on students' curriculum pathways; therefore, IFM 

in the same department rarely meet each other (FM6). This may mean that careful planning is 

necessary to ensure that IFM are not burdened with PLD. 

 

From Doctoral Student to University Teacher 

The results of this study indicate that participants’ perceptions of PLD varied depending on 

whether they viewed themselves as teachers or researchers. Among the eight participants, two 

entered the university teaching position directly after completing their doctorate degree, while 

the remaining six had previous teaching experience in schools or exposure to teaching pedagogy, 

methodology and practice in the past. The two participants perceived PLD as ‘training’, 

involving the development of content knowledge through reading articles, staying updated with 

current affairs and adjusting class content or syllabus. Whereas the eight participants with prior 

exposure to educational theory, pedagogy and practice perceived PLD as collaborative, engaging 

in team planning, open to peer observation and critical feedback and often sharing stories about 

their lessons or students. The present finding is consistent with Hughes et al. (2022) and 

Maurice-Takerei and Anderson (2013), who state that tertiary educators who graduate after 

completing their doctorate degree have limited knowledge about teaching and learning theories, 

pedagogy and methodology.  
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A possible explanation for this result might be that many doctoral programmes focus 

predominantly on research and do not adequately prepare future tertiary educators with 

knowledge and skills in teaching (Kinder et al., 2024). McLoughlin et al. (2019) add that there is 

a discrepancy between doctoral training and their actual expectations as a faculty member in a 

university. Although doctorate students are provided with opportunities to experience teaching in 

the field by becoming teaching assistants, they still need exposure to the full breadth of the 

teaching experience. This explanation is also evident in the findings where one participant 

commented, “No one really taught me how to teach… because I was mainly interacting with 

PhD and master students [teaching focused on how to write research papers]” (FM3). As the 

participant did not receive formal education in teaching theory, pedagogy and methodology, they 

may be “ill-equipped to embark on the demands of teaching and the complexity of this 

educational environment” (Duignan et al., 2016, pp. 9-10). Hence, it is probable that the 

perception of the IFM with limited exposure to teaching possesses different interpretations of 

PLD. However, due to the small sample size of the research, further research is necessary to 

explore this area with a wider population of IFM.  

 

Chapter Summary 

Overall, the present findings are significant in two major respects. Firstly, the literature regarding 

their impediments to involvement in Japanese universities aligns with the aspects hindering their 

engagement with PLD. Examples include the mandated top-down implementation of PLD, 

communication barriers and work-related factors (Brotherhood et al., 2020; Chen, 2022a; 

Nishikawa, 2020). Additionally, many aspects of effective PLD based on Western findings 

suggest that these aspects still need to be implemented in Japanese universities as per the 

Western ideal (e.g., in Japan, group work is to report the current situation) (Roloff Rothman, 

2020). Secondly, a significant finding was that despite the language and work-related barriers in 

Japanese universities, IFM recognised the importance and necessity of professional learning, 

prompting IFM to engage in various PLD opportunities proactively and consciously in the 

classroom or externally. Additionally, this research provides new insight specifically regarding 

the IFM perceptions of PLD who enter the teaching field after completing their doctorate degree 

and of IFM’s concerns with the English accent in teaching.    



 58 

 

These findings have important and positive implications for developing a systematic plan 

supporting the IFM’s involvement in professional learning. For example, establishing an 

accessible support system for IFM to address their concerns regarding teaching and learning or 

offering PLD opportunities to enhance their understanding of Japanese culture and language. 

However, given the challenges in approaching Japanese universities, further consideration is 

necessary on how to engage with them effectively. These difficulties may arise from the 'insider 

and outsider' values, where Japanese universities may be reluctant to disclose information or 

seek support from individuals outside the university. Additionally, further studies need to be done 

with a large sample size to establish whether IFM are marginalised or prevented from PLD 

opportunities (Brown, 2019). 

 

However, this thesis has been unable to identify the prevention or marginalisation of IFM in the 

PLD sessions or opportunities, as noted by Brotherhood et al. (2020) and Brown (2019). It seems 

possible that the experience of IFM varies depending on their Japanese language proficiency, 

traits and the particular Japanese university or the department they are working at. For example, 

one participant mentioned that they could create authentic and relevant PLD at a previous 

university, whereas at the current university, the participant only had opportunities to attend 

mandatory lecture-style PLD (FM1). Another participant mentioned that at their current 

university, the IFM are provided opportunities to collaborate lessons and attend external 

conferences (FM7). Therefore, further research is needed to identify and examine whether 

marginalisation is also evident for IFM participating in PLD. 

 

Limitations 

This thesis is subject to three limitations: 1. low response rate for recruitment; 2. need for 

knowledge of the cultural factors when recruiting participants; 3. the interviewer having a 

presumption that all participants understood the meaning of PLD. Firstly, the low number of 

participants in this study must be acknowledged. Although the interview findings provided 

valuable and insightful knowledge on the current situation of PLD in Japanese universities for 

IFM, it is unclear if the experiences of all IFM can be represented by the small sample size (8). 

Secondly, concerning the low response rate, the methodological choices were constrained by the 
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need for more understanding of the gatekeeping procedures in Japanese universities. Therefore, it 

is vital for future studies to identify and plan how to approach Japanese universities. Lastly, as a 

novice researcher, the researcher assumed that all participants shared a common understanding of 

PLD and needed to clarify the definition at the start of the interview. For example, the researcher 

could identify a difference in understanding between the IFM who had teaching experience and 

those who entered the teaching field with their doctorate degree. It is possible that each 

participant, as well as the researcher, had a different understanding of PLD when conducting the 

interviews. Despite this assumption, since the thesis aimed to understand the IFM’s perceptions 

of PLD, this study presented a valuable opportunity to gain insight into the participant's 

interpretations or experiences of PLD.  
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Conclusion 

This thesis set out to better understand the current situation of international faculty members' 

(IFM) engagement in professional learning and development (PLD) in Japanese universities 

based on one-on-one semi-structured interviews. The literature on PLD has highlighted the key 

characteristics of effective PLD: learning should be teacher-centred and relevant, 

communication, collaboration, trust, respect, peer observation and feedback. However, for 

tertiary educators, most features may be unfamiliar as they enter the teaching profession directly 

after completing their doctorate degree (Hughes et al., 2022). While there is extensive literature 

on the value of PLD, research specifically addressing IFM’s involvement in PLD could not be 

found. Instead, current literature focused on the impediments to IFM’s integration into Japanese 

universities. Studies state that many IFM encounter challenges related to work and cultural 

factors such as fixed-term contracts, increased teaching load, presented as a symbolic 

representation of the internationalisation initiatives, Japanese language difficulties, outsider 

values and differences in teaching values. However, overall, neither the literature on PLD nor the 

literature on barriers to IFM’s involvement in Japanese universities could identify IFM’s 

perceptions of PLD.  

 

As a result of the research, the investigation of this study identified that the barriers, such as 

work and cultural factors that impeded the integration of IFM into Japanese universities, were 

also evident in the hindrance to PLD involvement. For example, short-term contracts, language 

difficulties, differences in the meaning of group work, insider-outsider values and the mandated 

PLD implemented by Japanese universities. Despite the challenges and time constraints in PLD, 

a significant finding was that IFM recognised the importance of engaging in professional 

learning. IFM identified that PLD is necessary for updating one's knowledge, enhancing 

knowledge of educational theory, pedagogy and practice and acquiring new ideas. Additionally, 

this research extends our knowledge of the IFM’s perception of PLD, specifically regarding the 

perceptions of IFM who enter the teaching field after completing their doctorate degree and their 

concerns with the English accent.   

 

While the small sample size cannot reflect all the IFM’s perceptions of PLD experiences in 

Japanese universities, the key strength of this study is that it could serve as a base for future 
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studies as it is one of the first studies that investigated the IFM’s perception of PLD in Japanese 

universities. Additionally, further study could investigate IFM in other East Asian countries, 

delve into specific aspects of PLD, such as peer observations or investigate the perceptions 

regarding gender disparities in PLD involvement. Based on these findings, various stakeholders 

in Japan and Japanese universities should consider the necessity of PLD for IFM and consider 

effective approaches to facilitate the integration of IFM through PLD opportunities such as 

mentoring or induction programmes.  
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Institute of Education 
Private Bag 11222, Palmerston North 4442, New Zealand 

06 3569099  |  massey.ac.nz 

 

 

 

Information Sheet 

 

International teachers’ perceived Professional Learning and Development (PLD) experiences at a 

Japanese university and the relationship between the Dimensions of National Culture.   

 

About the Researcher 

My name is Lucia Ju and I am a Master of Education student with an endorsement in Teaching and 

Learning at Massey University, New Zealand. My thesis supervisors are Associate Professor Jenny 

Poskitt and Dr Philippa Butler. My research interests are in Professional Learning and Development 

(PLD) for tertiary sectors and this research aims to specifically focus on PLD in Japanese universities for 

international teachers.  

 

Purpose and Invitation to the Study 

As a part of the globalisation schemes, we can now see an increasing number of international teachers in 

Japanese universities in recent years. However, research states that international teachers often face 

difficulty integrating into Japanese universities due to cultural factors. Despite this, no studies have 

shown how cultural factors can influence international teachers’ teaching. This research investigates the 

perceptions and experiences of PLD in Japanese universities and how cultural factors impact 

international teachers to develop their teaching practices further.   

Please make sure that you read and understand the information sheet. If you have any questions or 

concerns about any part of this information sheet please feel free to ask me. If you need an explanation in 

other languages, I can speak English, Japanese and Korean.  

 

Voluntary participation  

Your participation in this study is completely voluntary and you have the right to withdraw from the 

study at any time and you have the freedom to decline to answer any specific question in the interview or 

survey. Additionally, you do not have to give a reason if you do not wish to participate. If you decide to 

withdraw or decline, you will not be disadvantaged in any way. After you withdraw from the study, we 

will no longer collect your information and all information collected will be discarded immediately.  

If you would like to participate please complete the informed consent form at the end of this information 

sheet. You will be provided with a copy of this information sheet and the consent form to keep. 
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Participant Recruitment 

Participants will be identified through the below criteria: 

1. Full-time international teachers 

2. International teachers who do not hold Japanese passports or citizenship 

3. International teachers who are educated at primary (elementary) and college (middle school to 

high school) outside of Japan 

4. Currently residing in Japan 

5. Ability to communicate in English or Japanese 

 

If you feel that approval from your university is necessary, please let me know and I will take the 

necessary procedures at your university. During this procedure, your identity may become known to the 

university. If you feel uncomfortable, you can freely withdraw from participation.   

 

Research Design 

This research will involve two types of data collection which will occur at the same time. Your 

participation will either involve an interview or an online survey. For both types, you will be asked for 

demographic information such as ethnicity, gender, teaching experience and how many years you have 

lived in Japan. Please note that all participants will be provided with a numeric identifier and your 

identity will not be made known within the research.  

 

Interview 

The venue of the interview will be a rental office or a private room in the library. I will pay the rental fee. 

If you are eligible but not residing in Eastern Japan, the interview will be held on an online platform such 

as Zoom. Each interview will take no more than 45 minutes and will be recorded. I will obtain your 

permission to record before the interview begins. All interviews will be transcribed through the Microsoft 

Transcribe function for analysis.  

Interview date and time:  

• Weekdays: After 6 p.m. (I cannot travel to your area). *Only available on Zoom.  

• Weekends: Any time after 10 a.m. (I can travel to your area if you are residing in Eastern Japan).  

 

If you can participate in the interview please contact me at luciasyj@gmail.com  

Survey 

The survey will be through Microsoft Forms, open from 11th September 2023 to 25th September 2023, 

and take approximately 15-30 minutes. The survey has in total 37 questions. This survey consists of 

seven demographic questions and 30 questions, categorised into six sections following the Dimensions of 

National Culture by Geert Hofstede. All questions are based on the 7-point Likert Scale (Strongly 

Disagree, Disagree, Somewhat Disagree, Neither Agree or Disagree, Somewhat Agree, Agree, Strongly 

Agree).  

• Survey link: https://forms.office.com/r/c8McZLFww4  
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Possible Risks of the Study 

This research will consist of your involvement in sharing your perceptions and experiences of PLD in 

Japanese universities and its relevance to cultural factors. Due to the topic's sensitivity, if you feel 

discomfort before, during and after the interview or the survey, please let me know. 

If you feel severe psychological discomfort from the research, please refer to the below contact: 

- International Mental Health Professionals Japan (https://www.imhpj.org/all-members/) 

- TELL (https://telljp.com)  

 

Additionally, although I will endeavour to ensure that you will not become identifiable, absolute 

confidentiality of your identity cannot be guaranteed. Even if the data is coded and anonymous, there 

may be a chance you could be identifiable.  

 

Possible Benefits of the Study 

Your participation will help the researcher and the universities in Japan to understand the current 

situation with PLDs. This will serve as a starting point for extending additional assistance for 

international teachers becoming involved in PLD, development and implementation of teaching and 

learning strategies etc., in Japanese universities.  

 

Data Management 

During this study, I will record information about you. This study will not collect, store or disclose 

information to third parties that will identify you. This includes your date of birth, address, name of the 

university, identification numbers and photos. Your email address will be made known to the researcher 

only to arrange a time, and venue for the interview and to send the final summary report of my research. 
The researcher may also contact you through your email address if you wish to check the transcribed 

interview text.  

 

Confidential information  

All participants will be coded with a number to ensure that you are not identifiable or become known 

through the information you provide me. For the interview only, during the research, I will keep a list of 

codes with your name so that you can be identified if needed. This data will be stored on the Massey 

University OneDrive and discarded one year after the submission of the thesis (end of November 2024). 
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Sharing of information 

The information that you provide me may be shared with my supervisors to gain advice on my 

interpretation of the data. When sharing the information only the coded files will be provided and I will 

password-protect all files to ensure that your personal information is kept safe. Additionally, in 

accordance with the Personal Data Protection Law in Japan, I will not disclose any of your personal 
information and share my research situation on Social Networking Sites (SNS), Blogs, Twitter, Line and 

Facebook.  

 

Security and storage of information 

Your interview transcript, survey answers and recorded audio files will be stored in the Massey 

University OneDrive and will only be accessible to me. Any recorded data on my phone will be deleted 

immediately after transferring the data to OneDrive. Furthermore, I will password-protect all files that 

include your data. Any identifiable data (i.e., interview transcript, survey data, consent forms etc.) and 

non-identifiable data (i.e., survey responses) will be deleted from the OneDrive one year after the 

submission of the thesis (end of November 2024). 

 

Right to access information 

All participants have the right to request access to your information. You are free to decide which 

information to share and not disclose. You also have the right to access the audio transcript to verify that 

the information is accurate. Please ask me or email me to request access to the audio transcript.   

  

Results of the Study 

At the end of this study, you will be provided with a summary report either in English or Japanese. 

 

Contact Information 

If you have any questions, concerns or comments about the study you are able to reach us through below.  

 

Researcher 

Name: Lucia Ju 

 

Email address: luciasyj@gmail.com 

 

Supervisors 

Name: Jenny Poskitt 

 

Email address: j.m.poskitt@massey.ac.nz 

 

Name: Philippa Butler Email address: P.J.Butler@massey.ac.nz 

 

This project has been reviewed and approved by the Massey University Human Ethics Ohu Matatika 3, 

Application OM3 23/34. If you have any concerns about the conduct of this research, please contact the 

Chairperson, Massey University Human Ethics Ohu Matatika 3, email humanethics3@massey.ac.nz. 



 79 

Appendix B: Ethics Documentation 

 
 

11/09/2023

Dear: Lucia Ju

Re: Ethics Application - OM3 23/34 - International teachers' perceived Professional Learning and
Development (PLD) experiences at a Japanese university and the relationship between the Dimensions of
National Culture.

Thank you for the above application that was considered by the Massey University Human Ethics
Committee:

Ohu Matatika 3 at their meeting held on Thursday, 13 July 2023

On behalf of the Committee I am pleased to advise you that the ethics of your application are approved.

Approval is for three years.   If this project has not been completed within three years from the date of
this letter, reapproval must be requested.

If the nature, content, location, procedures or personnel of your approved application change, please
advise the Secretary of the Committee.

Yours sincerely

Professor Craig Johnson
Chair, Human Ethics Chairs' Committee and Director (Research Ethics)

Research Ethics Office, Research and Enterprise

 Massey University, Private Bag 11 222, Palmerston North, 4442, New Zealand T 06 951 6841; 06 95106840

 E humanethics@massey.ac.nz; animalethics@massey.ac.nz; gtc@massey.ac.nz
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Appendix C: Interview Questions 

 
 

Interview guide (semi-structured) 
 
How do international faculty perceive their experiences of Professional Learning and 
Development (PLD) in Japanese universities? 
 
In this interview, the term Professional Learning and Development (PLD) will be replaced with a 
more commonly used term in Japanese universities: Faculty Development (FD).  
 

Timing Interview questions/comments 

Beginning of the 
interview  
(5 minutes) 

- Briefing the participant. 
o Introduce myself. 
o Explain the purpose of the interview. 
o Seek permission for recording. 
o Any questions from the participant. 

Interview 
(30 minutes) 

1. Tell me about how you came to Japan. 
2. In general, how would you describe your teaching experience at 

a Japanese university? 
3. Tell me about your experiences with Faculty Development (FD) 

in Japanese universities.  
o Do you attend mandatory FD? 
o What types of FD have you experienced? 
o Do you have opportunities to apply new teaching 

methods in the classroom? 
4. Do you remember an occasion when you experienced conflict 

between what you wanted to change and what was expected of 
the university? (Power Distance) 

5. What are your thoughts about suggesting new teaching methods 
to your colleagues? (Individualism, Uncertainty Avoidance, 
Indulgence) 

6. Can you provide an example of a time when faculty members 
helped you by sharing their teaching and learning techniques? 
(Long-Term Orientation, Masculinity) 

7. What is your opinion about FD in Japanese universities? 
8. Tell me about your experiences with the Japanese language.  
9. Do you remember an occasion when the language affected your 

professional life (i.e., participating in FD)? 
10. What do you believe is the main purpose of FD for you? 

Debrief  
(5 minutes) 

- Debrief the participant. 
o Turn the recorder off. 
o Ask if the participant has any other comments or 

questions before I finish the interview.  
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Institute of Education 
Private Bag 11222, Palmerston North 4442, New Zealand 

06 3569099  |  massey.ac.nz 

 

 

 

 

Request Letter for Research 

 

Research title: International Teachers' perceived Professional Learning and Development 

(PLD) experiences at a Japanese university and the relationship between the Dimensions of 

National Culture. 

 

Hello, my name is Lucia Ju and I am currently researching Professional Learning and Development 

at Massey University. We would like to request the support of international teachers affiliated with 

your university. We kindly ask for their cooperation in participating in an interview and/or 

questionnaire for our research.  

The purpose of this study is to understand the thoughts and experiences of international teachers at 

Japanese universities regarding PLD. Additionally, we will identify cultural factors that affect 

international teachers to improve their teaching methods. This research will be presented as a 

master's thesis. We will ask sensitive questions with consideration for your situation, but if we need 

to discuss a specific case, we will make it anonymous (for example, Hospital Z or Facility X). You 

are not obligated to answer any questions that make you uncomfortable, and you may withdraw from 

the study at any time without any disadvantage. If you have any questions or concerns, please contact 

us at the address provided, and the researcher will respond to you. 

Participants 

Participants will be identified through the below criteria: 

1. Full-time international faculty 

2. International faculty who do not hold Japanese passports or citizenship 

3. International faculty who are educated at primary (elementary) and college (middle school to 

high school) outside of Japan 

4. Currently residing in Japan 

5. Ability to communicate in English or Japanese 

 

Data collection method 

1. In-person interview or online interview 

2. Online questionnaire 

 

Duration 

1. The interview will take approximately 30 to 45 minutes.  

2. The survey will take approximately 15 to 30 minutes.  
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Protection of Personal Information 

We will prioritize protecting the personal information of international faculty members by securing 

all audio and text files with a password. Third-party access to the data will not be permitted, and we 

will ensure that all data is deleted once the research is finished. 

 

Contact Information 

If you have any questions, concerns or comments about the study, you are able to reach us through 

below.  

 

Researcher 

Name: Lucia Ju 

 

Email address: luciasyj@gmail.com 

 

Supervisors 

Name: Jenny Poskitt 

 

Email address: j.m.poskitt@massey.ac.nz 

 

Name: Philippa Butler Email address: P.J.Butler@massey.ac.nz 
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