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ABSTRACT 

FACULTY OF HUMANITIES 

Modern Languages 

Thesis for the degree of Doctor of Philosophy 

[FEMALE TEACHERS’ PROFESSIONAL IDENTITY AND GENDER 

REPRESENTATION IN EFL TEXTBOOKS IN SAUDI ARABIA] 

Amjjad Osama Sulaimani 

Research on teachers’ professional identity has received considerable attention over the last 

three decades. Research studies (e.g. Cammack & Phillips, 2002; Han, 2017; Khoddami, 

2011; Nagatomo, 2012c, 2012a, 2012b; Park, 2009; Simon-Maeda, 2004) showed that 

sociocultural discourses, in general, and educational discourses, in particular, shape the 

professional identity of female teachers. Female teachers reported a lack of confidence, and 

feelings of marginalization within academia due to gendered discourses in educational 

institutions (Cammack & Phillips, 2002; Han, 2017; Khoddami, 2011; Nagatomo, 2012c, 

2012a, 2012b; Park, 2009; Simon-Maeda, 2004). Textbooks also play a prominent role in 

constructing identities and normalizing gendered discourses. In fact, gender representation 

in textbooks constitutes powerful discourses of masculinity and femininity (Butler, 2011; 

Sunderland, 2004). Such discourses about gender construct roles, behaviours, activities, and 

attributes that a given society considers appropriate for men and women (Butler, 2011; 

Sunderland, 2004). Numerous studies (e.g. Al-Taweel, 2005; Eslami et al., 2015; Gharbavi 

& Mousavi, 2012; Moore, 2007) concluded that gendered textbooks have a deleterious effect 

on the learners’ identities, including feelings of exclusion, devaluation, alienation, and 

lowered-expectations.  Although teachers are direct consumers of textbooks, no study has 

been conducted so far exploring teachers’ professional identity negotiation with gendered 

representation in textbooks. Therefore, this study tries to bridge this gap by exploring Saudi 

female EFL teachers’ negotiation of their professional identity in relation to the gender 

representation in EFL textbooks. In this study, qualitative data was collected and analysed 

in two phases. In Phase I, the researcher focused on collecting data related to gender 

representation in EFL textbooks which are specifically adapted to suit the context of Saudi 

Arabia. Thus, data was collected from an adapted edition of an international EFL series by 



 

using the principles of critical discourse analysis as an analytic lens. In Phase II, the 

researcher explored how Saudi female EFL teachers negotiate their professional identity in 

relation to gender representation in the sample EFL series. Thus, data was collected from six 

Saudi female EFL teachers using face-to-face semi-structured interviews. The data from 

interviews were analysed using thematic analysis. The findings of the study revealed that the 

sample series was biased in terms of gender representation. The series systematically 

privileged male characters, while female characters in the series were disadvantaged, 

excluded and disempowered. Such a hegemonic masculinity discourse promoted the 

ideology that men are superior to women. More importantly, the data from the interviews 

revealed that all participants were fully aware of the patriarchal discourses in the series, and 

they experienced feelings of frustration toward the gendered images as a result. Also, the 

results displayed that participant teachers’ care about their students motivated them to resist 

the institutional policy and personalize the gendered images for their students. These results 

indicate that participant teachers’ professional identity was a mediation between three 

dimensions: their emotions, cognition, and the teaching context. The results of the study 

contribute to an understanding of the dynamic nature of teachers’ professional identity by 

shedding light on the normalized discourses that shape Saudi female teachers’ professional 

identities. Practical suggestions for pedagogy and future research were also identified in this 

study.  
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Chapter 1 Introduction 

 Introduction 

For more than three decades, research on teachers’ professional identity has received a 

considerable attention within the fields of social sciences and humanities, applied linguistics 

and English Language Teaching (Barkhuizen, 2017; Beijaard et al., 2004; Clarke, 2009; Gee, 

2000; Morgan & Clarke, 2011; Norton, 2000; Norton & Pavlenko, 2004). Tsung and Clarke 

(2010) state that “identities are multiple and diverse as the different practices and settings 

we engage in” (Tsung & Clarke, 2010, pp. 59–60). Consequently, Butler (2011) explain that 

professional identity is produced in specific historical and institutional sites. Such sites have 

specific discursive formations, practices, and social linguistic resources that surround any 

individual. Gee (2011) explains that the word discourse refers both to language bits and to 

the cultural models that are associated with the discourse. In higher education, for example, 

there is a university discourse that includes certain language bits that may be particular to 

academia; and there are also associated ways of thinking, believing, and valuing that are 

related to the membership of the discourse belonging to the university. Therefore, teachers’ 

professional identity is shaped by a wide array of institutional discourses including how 

language teachers perform their profession, how they educate their students, how they 

interact with institutional policies, and how they negotiate the surrounding sociocultural 

ideologies.  Given this, this study defines teachers’ professional identity as the way teachers 

view, position, and identify themselves in their instructional role and how they portray 

themselves to their students and colleagues. These mental representations of themselves are 

intimately intertwined with four dimensions: context, teacher’s biography, teacher’s 

cognition, and teacher’s emotion (Beijaard et al., 2000; Cross & Hong, 2009; Schutz et al., 

2007; Van Veen, 2003; Yazan, 2018). This means that teachers’ professional identity 

changes as teachers participate in varying institutional contexts, interact with other 

individuals, and position themselves in sociocultural contexts.  

Since sociocultural and institutional discourses shape teachers’ professional identity, 

gendered discourses also play a role in shaping female teachers’ professional identity.  

Postmodernist scholars (e.g. Butler, 2011; Cameron, 1997; Pavlenko & Piller, 2008; 

Sunderland, 2004) view gender as a socially constructed and dynamic system of power 

relations and discursive practices. This means that powerful discourses of masculinity and 

femininity construct roles, behaviours, activities, and attributes that a given society considers 
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appropriate for men and women (Butler, 2011; Sunderland, 2004). Given that, scholarships 

(Cammack & Phillips, 2002; Han, 2017; Khoddami, 2011; Nagatomo, 2012c, 2012a, 2012b; 

Park, 2009; Simon-Maeda, 2004) displayed that female teachers’ professional identity has 

been positioned within the normalized gendered orientations in both institutional and 

sociocultural contexts. Such a forced positioning limited the female teacher professional 

identity in a generalizable and stereotypical way without realizing the fluid, changing, and 

unfixed nature of professional identity. In consequence, female teachers experienced tension 

between how they wished to project themselves as professionals, and the patriarchal 

orientataions of the educational institution  (Cammack & Phillips, 2002; Han, 2017; 

Khoddami, 2011; Nagatomo, 2012c, 2012a, 2012b; Park, 2009; Simon-Maeda, 2004). More 

than that, the literature (e.g. Blumberg, 2015; Gharbavi & Mousavi, 2012; Mukundan & 

Nimehchisalem, 2008; Mustapha, 2013; Norton, 2000; Sunderland, 2000a) highlighted that 

gendered discourses in English as a Foreign Language (EFL hereafter) textbooks also 

contribute to shaping identities. According to Mustapha (2013), biased gender representation 

constructs gender stereotypes, which advocates gender inequality and sustains patriarchy.   

The above discussions focused on the role of gendered discourse in shaping female teachers’ 

professional identity, but before continuing, I must first shed light on the role of teachers’ 

agency in professional identity construction. Foucault (1972, 1975) states that powerful 

discourses are always accompanied by resistance. This means that the way people react to 

powerful gendered discourses cannot be viewed as master versus slave or oppressor versus 

victim, as teachers are active agents in the process of meaning-making of gendered 

discourses (Hall et al., 2012). For example, the meaning of the gender representation in 

textbooks is constructed through the readers’ (teachers in this case) interpretations of the 

gendered texts. Furthermore, teachers have the agency to shape, change, or preserve their 

own professional identity (Cross & Hong, 2009; Sannino, 2010; Zembylas, 2003b, 2003a, 

2006). Although professional identity can be constructed through representations in 

discourse, teachers have the ability to at least resist these discourses (Sannino, 2010; 

Zembylas, 2006). Resistance is an early form of agency, a way to say no, a move towards 

authorship, and an act of empowerment (Sannino, 2010). Zembylas (2006) adds that teachers 

have the agency to shape their professional identity by reflecting on their professional 

practices, resisting normalized institutional discourses, and consenting their own emotions. 

Thus, teachers can define and perform their roles in the classroom while at the same time 

their roles are also influenced and shaped by the boundaries of the sociocultural and 

institutional context (Cross & Hong, 2009; Zembylas, 2003a). 
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The above paragraphs reflected the complex nature of female teachers’ professional identity. 

I argued that female teachers’ professional identities are shaped by a wide range of 

sociocultural and institutional discourses; yet teachers have the agency to resist these 

discourses and shape their own professional identity. Given that, women’s empowerment 

and the gender inequalities in Saudi Arabia (SA hereafter) have become a key of interest for 

the local and international discussions. Since the political reform in 2004, issues such as 

male guardianship over women and off-limits occupations for women have been discussed 

extensively in SA (Al-Ohali & Al-Mehrej, 2012; Alsubaie & Jones, 2017; Jamjoom & Kelly, 

2013). In my opinion, there is no doubt that the 2004 policy reform has empowered women, 

yet it has constituted new sociocultural and institutional discourses in SA. The new women 

empowerment discourses have contributed in shaping Saudi women’s identity in general, 

and their professional identity in particular. The empowerment discourses enabled Saudi 

female professionals to articulate their own grievances and aspirations, and develop gender 

consciousness and awareness of the patriarchal discourses around them (Al-Rasheed, 2013). 

In this critical time of changing discourses in SA, this study contributes to the understanding 

of the complex nature of female teachers’ professional identity by exploring Saudi female 

EFL teachers’ negotiation of their professional identity in relation to the gender 

representation in EFL textbooks.   

 Research problem       

The discourse in educational institutions has a considerable influence on the professional 

identity of women working at universities (Nagatomo, 2012c; Romera, 2015). This 

discourse, whether written in educational policy, uttered by colleagues and authorities, or 

printed in textbooks, may either empower or marginalize female teachers in their workplace. 

Nagatomo’s (2012c) study describes how educational institutions may misshape the 

professional identities of female teachers. In her study, Nagatomo (2012c) stated that female 

teachers in Japan are actually excluded from all the administrative positions and the 

professional roles, causing them to feel unimportant, and as though they were outsiders to 

the university. Consequently, this exclusion has affected the professional relationship of 

female teachers with their male colleagues. It has also made female teachers feel unheard, 

because their male counterparts do not give much worth to their decisions.   

Being part of the educational field in SA as a student and later as a teacher, I can report that 

the position of female EFL teachers in SA is not different from the teachers in Nagatomo’s 

(2012c) study, if not even worse. In fact, the educational sphere follows the same patriarchal 
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culture of SA. It is evident that the educational institutions are gender biased;  for example, 

women are not allowed to register for certain major courses, such as industrial engineering 

and aviation (A. Hamdan, 2005). Some academic positions, such as university presidential 

positions, are also off-limits to women (Mobaraki & Söderfeldt, 2010), and the decision-

makers in higher education are usually men (Al-Ohali & Al-Mehrej, 2012; Alsubaie & Jones, 

2017; Jamjoom & Kelly, 2013; Mobaraki & Söderfeldt, 2010). In fact, the highest position 

reported for Saudi female academics is the role of dean at Princess Nora Bint Abdul Rahman 

University (a female only university) (Alsubaie & Jones, 2017). Also, the Organisation for 

Economic Co-operation and Development reported that women in SA, who are educated to 

tertiary level, occupy less than half the employment rate of similarly educated men (OECD, 

2016). Based on these facts, one can infer that patriarchy has been institutionalized in Saudi 

society in general, and in the educational sector in particular. Such patriarchy in the 

educational field could affect the professional identity of female teachers working in that 

sector (Cammack & Phillips, 2002; Han, 2017; Khoddami, 2011; Nagatomo, 2012c, 2012a, 

2012b; Park, 2009; Simon-Maeda, 2004). Feelings of marginalization, worthlessness, and 

otherness could be developed among EFL teachers in SA.  

Apart from the gender-biased nature of the Saudi educational system, there lies another 

problem that could shape EFL teachers’ professional identity. In fact, textbooks play a 

prominent role in constructing identities and normalizing gendered discourses. Sunderland 

(2000a) stresses the issue of textbooks and gender by arguing that the way gender is 

represented in the textbooks will have an effect on learners’ gender identities and language 

learning opportunities. A large body of literature on gender studies (e.g. Al-Taweel, 2005; 

Eslami et al., 2015; Gharbavi & Mousavi, 2012; Moore, 2007) focuses on the effect of 

gender representation in EFL textbooks on learners, and these studies concluded that 

gendered textbooks have a deleterious effect on the learners’ identities, including feelings of 

exclusion, devaluation, alienation and lowered-expectations. Although teachers are direct 

consumers of the EFL textbooks, no study has been conducted exploring the effect of gender 

representation in textbooks on EFL teachers’ identity. 

Thus, this study bridges the gap in the literature by investigating how gender representation 

in EFL textbooks contributes in shaping Saudi female EFL teacher’s professional identity. 

Also, as a Saudi woman whose identity is being constructed and reconstructed by the 

surrounding discourse of equality versus cultural norms, and as an EFL teacher working at 

a Saudi university that follows the patriarchal norm, I believe it is fundamental to highlight 

the Saudi experience in the body of research about female academics. Highlighting the voice, 
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feelings, views, and experiences of female academics in SA, this study adds the Saudi 

experience to the women in higher education research.  

 Research aims, objectives, and questions 

The aim of this research is divided into two parts: First, the research aims to investigate how 

gender is represented in EFL textbooks that are specifically designed for the Saudi market. 

Second, it aims to find out how Saudi female EFL teachers negotiated their professional 

identity in relation to the gender representation in EFL textbooks. 

The following objectives were formulated to achieve the above two aims: 

• To investigate gender representation in images in EFL textbooks that are designed 

for and taught in the educational context of SA. 

• To investigate the dimensions that shape the Saudi female EFL teachers’ professional 

identity formation 

• To explore if gender representation in EFL textbooks played a role in Saudi female 

EFL teachers’ professional identity formation  

The following research question was formulated regarding the topic under investigation: 

How do Saudi female EFL teachers negotiate their professional identity in relation 

to gender representation in EFL textbooks? 

The following subsidiary questions are formulated to answer the main question:  

1. How is gender represented in EFL textbooks that are specifically designed for the 

Saudi market? 

2. How do Saudi female EFL teachers’ perceive the gender representation in EFL 

textbooks?  

3. How do Saudi female EFL teachers feel when viewing gendered images of EFL 

textbooks? 

4. How do Saudi female EFL teachers negotiate the gender representation in EFL 

textbooks at their classrooms? 

 Research methodology 

This study adopted the qualitative approach because of the nature of the problem under 

exploration. Qualitative data was collected and analysed in two phases. Phase I focused on 
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collecting data related to gender representation in EFL textbooks. An EFL series entitled 

English Unlimited Special Edition was selected as the material for this study. Thus, data was 

collected from the English Unlimited series by using the principles of critical discourse 

analysis as an analytic lens. Phase II focused on exploring how Saudi female EFL teachers 

negotiate their professional identity in relation to gender representation in EFL textbooks. 

Thus, data was collected from six Saudi female EFL teachers using face-to-face semi 

structured-interviews. The data from interviews were analysed using thematic analysis.  

 Background of the study   

This section provides a thorough description of the status of women in Saudi Arabia (SA). 

The description is divided into five top-down layers of women in SA. The first section (1.5.1) 

gives an overview of women in Saudi society. It discusses the dress code, segregation, and 

employment of women in SA. The second section (1.5.2) details the history of women’s 

education in SA since 1950. The third section (1.5.3) discusses the current English language 

teaching (ELT) curriculum in SA. The fourth section (1.5.4.1) describes the research context 

on a macro level by focusing on the educational setting at King Abdul Aziz University (KAU 

hereafter). The fifth section (1.5.4.2) focuses on the research context on a micro level by 

describing the English Language Institute (ELI hereafter) at KAU.   

1.5.1 A social overview of women in Saudi Arabia 

Saudi Arabia is a monarchy which uses Islamic law as the primary source of legislation 

(Wynbrandt & Gerges, 2010). For this reason, the Ulama, male religious scholars, have a 

direct influence in mandating policies (Kechichian, 1986; Layish, 2013). The Ulama are 

male religious scholars who study the Quran and the Hadith–the Prophet Muhammad’s 

sayings. These religious scholars apply the Shari'a–Islamic law–which constitutes the basic 

law of SA (Al Rawaf & Simmons, 1991; Elyas & Picard, 2010; Yamani, 1996). In 2004, SA 

reformed its policy, and the status of women in SA was affected as a result (Al-Rasheed, 

2013). One of the aims of the policy reforms in SA was to empower women in SA. Thus, 

the Shura council, i.e. consultative council, broadened its responsibilities, from discussing 

national regulations to proposing new legislation and amending existing laws without prior 

submission to the King (The Embassy of The Kingdom of Saudi Arabia, 2019). This new 

responsibility opened doors to discuss the status of women in SA. Many local news articles 

(e.g. Alarabiya, 2018; Aldosari, 2017; Al-Hussein, 2018; Al-Rashed, 2013) reported 

numerous issues concerning women in SA, such as employment, divorce law, education, 
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male guardianship over women, and segregation, under discussion at the Shura council. 

Hence, many changes occurred since 2004 that benefited women in SA. First, the visibility 

of women grew in public places, local news, TV, and national celebrations (Al-Rasheed, 

2013). Female Saudi news anchors can be seen in cable TV channels, which are broadcasted 

in the Middle East and North Africa region, without head cover. Interviews with Saudi 

business-women are published in local news, along with their pictures. Successful Saudi 

women, such as Dr. Khawla Al-Kuraya and Dr. Maha Al-Munif, were hosted in TV 

programs after receiving national prizes (M. Al munif, personal communication, 2017; K. 

Al-Kuraya, personal communication, 2011). Second, Saudi women were granted higher 

positions in civil services. For example, Norah Al Faiz was appointed as the first female 

deputy minister of education in 2009 (Rholetter, 2011), and Princess Reema bint Bandar was 

appointed as the first female Saudi ambassador to the USA in 2019 (Krimly, 2019). The 

most recent amendment in Saudi law is lifting the driving ban for female citizens (Alsubaie 

& Jones, 2017). Apart from the above changes in the status of women, this section gives an 

overview of women in SA with regards to three points that are applicable to this study: the 

dress code, segregation, and employment.   

The Abaya– a black dress–is considered a piece of cultural heritage in the Gulf Cooperation 

Council countries in general, and a national identity for female Saudi citizens in particular 

(Al-Qasimi, 2010; Le Renard, 2008) (see page xvii for details about the Abaya). By law, 

women must cover up by wearing Abaya when they step outside their houses in SA (Baki, 

2004; Doumato, 1999; El-Sanabary, 1994; Le Renard, 2008; Quamar, 2016; Yamani, 1996). 

This law stems from the Islamic concept of modesty.  Modesty in Islam includes both men 

and women. It involves dress as well as proper behaviour, such as voice tone for women and 

eye gaze for men (Siraj, 2011). Regarding women’s dress, modesty means that a woman 

should cover certain parts of her body, and that these parts should not be revealed to men 

outside the immediate family (Akou, 2010). However, the issue of exactly which body parts 

to cover has been heavily debated. Some Islamic scholars, such as Albani (1970), advocate 

that a woman should cover everything but her hands and face; others , such as Ibn Uthaymin 

(1982) and Maududi (2011), believe that covering the face is also required.  

The law of wearing Abaya in public places applies to both Saudi and non-Saudi women 

regardless of their religion (Baki, 2004; Doumato, 1999; El-Sanabary, 1994; Le Renard, 

2008; Quamar, 2016; Yamani, 1996). Although the Tarha, i.e. head cover, is considered an 

attire that accompanies the Abaya, the recent law is becoming less strict about it (Quamar, 

2016). Numerous researchers (e.g. Al-Rasheed, 2013; Le Renard, 2008; Quamar, 2016) 
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reported their observations about women in SA, especially on high streets in big cities, many 

of whom do not cover their heads and wear the Tarha as a neck scarf. The act of veiling, 

covering the face, is becoming an individual choice. To some veiled women covering the 

face is a religious belief, while to others it is a family tradition (Quamar, 2016). Despite the 

recent law of female dressing, women are represented with head covers in local TV channels, 

newspapers and advertisements.   

The Abaya may give the impression of a unified black dress to someone who is not familiar 

with the context of SA. However, Abaya has become an integral part of Saudi women’s 

fashion (Al-Qasimi, 2010; Shimek, 2012). Local designers in big cities compete in setting 

new trends for the Abaya (Shimek, 2012). The designs range from fully embroidered black 

Abaya to bright-coloured cotton Abaya. As a result, depending on a woman’s style, there is 

a different Abaya for different occasions.  

Gender segregation in SA is institutionalized through governmental discourses, laws, and 

policies (Le Renard, 2008). The segregation policy is also interpreted from the concept of 

Islamic modesty (Siraj, 2011). As was discussed in previous paragraphs, the notion of 

modesty includes a behavioural aspect for both men and women (Siraj, 2011). The 

behavioural aspect mandates that men should lower their gaze in the presence of a woman, 

while women should mind the tone of their voice in the presence of men (Quamar, 2016). 

Many Ulama in SA, such as Ibn Baz, Ibn Uthaimien, and Ibn Jibreen, view gender 

segregation as a necessity to preserve modesty in Islamic societies (AL Musnad, 2008). As 

a result, the segregation discourse is highly promoted in Saudi public sectors, such as 

schools, colleges, universities, offices, banks, and hospitals (Al-Rasheed, 2013; Al-Sudairy, 

2017; Le Renard, 2008; Meijer, 2010; Quamar, 2016; Yamani, 1996). Each public sector has 

separate branches, with its own female staff members, to provide services for female 

citizens. For example, banks have separate women’s branches, hospitals have separate 

female waiting rooms, and the civil affairs offices have separate female branches 

(AlMunajjed, 1997; Le Renard, 2008; Meijer, 2010). As a result, “sexual segregation is a 

general rule that touches on virtually every aspect of public and social life” in SA 

(AlMunajjed, 1997, p. 33). Unlike the strict rules in the public sphere, the segregation rules 

are becoming lenient for working women in the private sector nowadays (AlMunajjed, 1997; 

Al-Rasheed, 2013; Al-Sudairy, 2017). For example, private companies, especially 

commercial ones, employ male and female staff members working in the same building 

(AlMunajjed, 1997). Meetings between staff members are mixed gender, which means that 

female staff members must wear the Abaya during working hours (Le Renard, 2008). Apart 



Chapter 1 

9 

from the public and private sectors, the public spaces; such as, parks, malls, supermarkets, 

and restaurants, are not completely segregated. For example, some places, usually 

restaurants, have a family section and a men section. Men and women can dine together in 

the family section, while the men section is limited to male groups.       

The gender segregation policy may give the impression that it created more job opportunities 

for women in Saudi Arabia. The idea of having two branches (male and female) of an 

organization would sound empowering in terms of gender employment (Al-Rasheed, 2013; 

Alsubaie & Jones, 2017; Al-Sudairy, 2017; Le Renard, 2008; Meijer, 2010; Quamar, 2016; 

Yamani, 1996). However, the female employment rates in SA are not promising. According 

to the 2016 gender gap in employment report , published by the Organisation for Economic 

Co-operation and Development, SA ranks 141 out of 144 countries in the world for gender 

parity, and third lowest among 18 countries in the Middle East and North Africa region 

(OECD, 2016). The report highlights that women educated to tertiary level comprise less 

than half the employment rate of men (OECD, 2016). The low rates of female employment 

is a result of the limited sectors available for Saudi women to work in (Alomair, 2015; Al-

Rasheed, 2013; Alsubaie & Jones, 2017; Al-Sudairy, 2017; Hvidt, 2018).  

The education sector is one of the fields that women in SA commonly participate in (Al-

Rasheed, 2013; Alsubaie & Jones, 2017; Al-Sudairy, 2017). However, Saudi women did not 

advance in educational leadership (Abalkhail, 2017; Alsubaie & Jones, 2017). The 2017 

Ministry of Education report reveals a huge gap between male and female leadership 

positions in higher education (as cited in: Alsubaie & Jones, 2017). According to the report, 

the total number of females in leadership academic positions is 302, while the males 

comprise 1033 of the leadership positions. Also, the report reveals that the highest position 

reported for women is the role of dean at Princess Nora Bint Abdul Rahman University, a 

female only university (Alsubaie & Jones, 2017). This makes the positions of directors and 

vice presidents of universities available for male academics only. Also, the report implies 

that men were given preference in recruitment processes for leadership roles (Abalkhail, 

2017). Apart from the educational sector, Saudi women are active in business and trading 

(Al-Rasheed, 2013; Al-Sudairy, 2017). There are a lot of Saudi women who own shops 

related to fashion, such as beauty salons, jewellery, Abaya, and clothing shops. Also, Saudi 

women work in banking, private companies, administration, and media (AlMunajjed, 1997; 

Al-Rasheed, 2013; Al-Sudairy, 2017). The Ministry of Health is another sector that employs 

women. However the percentage of Saudi women in the health sector is lower compared to 

other sectors (AlMunajjed, 1997). Women work as doctors, nurses, mid wives and 
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administrators at hospitals. Recently, the Saudi government announced many positions for 

women to join the public services. In January 2018, the government announced numerous 

positions for women to work as border officers, social researchers, administrative assistants, 

Islamic jurisprudence researchers, and legal researchers (Hvidt, 2018).  

1.5.2 A historical overview of female education in Saudi Arabia 

This section traces the history of women’s education in SA. The section starts by describing 

the informal education of women before the 1950s. Then, it thoroughly studies the start of 

formal education for women in SA in 1959. Lastly, the section discusses the educational 

reform in early 2000 and its impact on women’s education in SA.     

1.5.2.1 Early education   

The basic Islamic education system, referred to as Kuttab, was well-known in SA before 

1950 (refer to page xvii for further information about Kuttab) (Al-Rasheed, 2013; Al-

Sudairy, 2017; Yamani, 1996). The Islamic education focused on teaching young boys and 

girls, ranging from 5 to 12 years old, fundamentals of Islam, reading, and memorising the 

Quran (Yaman & Gultom, 2017). Consequently, the Quran is considered the main textbook 

at the Kuttab. The teaching method at the Kuttab depends on memorization(Yaman & 

Gultom, 2017; Yamani, 1996). According to Yaman and Gultom (2017), a typical lesson at 

the Kuttab will be the teacher reading a verse from the Quran aloud, after which students 

repeat the verse. After students memorize a number of verses, the teacher starts to introduce 

the Arabic Alphabets in these verses. Then, students write the Alphabets several times.  

The Kuttabs were segregated in SA (Al-Rasheed, 2013; Al-Sudairy, 2017; Yamani, 1996). 

Male students gather in a small room attached to a mosque and are taught by a male teacher; 

while female students gather at the female teacher’s house (Al-Sudairy, 2017). According to 

Al Amri (2007), there were 70 Kuttabs in the western region, 82 in the central region, 16 in 

the eastern region, 7 in the northern region, and 8 in the southern region of SA.       

After finishing the Kuttab, students would continue their Islamic education to become 

teachers of Islam (Al-Sudairy, 2017). Pursuing further education after the Kuttab was more 

popular among male students rather than females (Al-Sudairy, 2017). Al-Sudairy (2017) 

gives several reasons for the low ratio of female students. First, education was not free of 

charge. As a result, Saudi families could not financially afford to send all their children to 

the Kuttabs due to the poor financial circumstances of many Saudis before the oil-generated 
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revenue in the1970s. The low income of the Saudis resulted in a preference of sending their 

sons to Kuttabs, rather than daughters. Second, many Saudis had a traditional view of gender 

roles at that time. They believed that women were responsible for the household and raising 

children, while men were providers and responsible for financial issues. This traditional view 

of gender prevented many Saudi families from seeing the necessity of encouraging their 

daughters to pursue further education after the Kuttab. Some families didn’t even see the 

need of sending their young daughters to the Kuttab. However, Al Amri (2007) details 

different names of famous female Islamic teachers in different cities in SA. For example, 

from the western region, Jawaher Jamaliah in the city of Mecca, and Zeinab Megharbel in 

the city of Madinah. 

The discovery of oil in 1936 introduced major developments in SA. One result of the oil 

revenues was the establishment of the Ministry of Education (MOE hereafter) in 1945 

(Wynbrandt & Gerges, 2010). However, the MOE focused on educating boys at that time 

(Al Rawaf & Simmons, 1991). Notably, it was not until 1959 that the issue of females’ 

education was formally addressed (Al-Rasheed, 2013; Al-Sudairy, 2017; Yamani, 1996).  

Yamani (1996) claims that “the position and role of Saudi women in work and public life 

has remained determined by the established religious authorities” (Yamani, 1996, p. 266). 

Women's education is not an exception. In fact, Prokop (2003) supports her view by stating 

that “the influence of the Ulama in the educational and social sphere is felt particularly 

strongly in respect of women’s education and the role of women in public life” (Prokop, 

2003, p. 78). Thus, in 1959, King Saud, with the support of the Ulama, addressed the issue 

of females’ education in a royal speech broadcasted on the radio, and published in 

newspapers (Al Rawaf & Simmons, 1991). Below is the royal decree published in a Saudi 

newspaper named Al Yamama: 

Thanks be to God, we have decided to bring into effect the desire of the Ulama in 
Saudi Arabia, and to open schools to teach our girls the science of our religion from 
the Quran, and belief and fuqaha [religious instruction], and other sciences which 
are in harmony with our religious beliefs, such as home economics and child 
rearing, and anything of which the effect on their belief will not make us fear for 
the present or for the future. The schools will not have any negative effect on our 
belief or behaviour or customs. To this end, we order that a committee be set up, its 
members being drawn from the important ulama, who we trust very much to 
organise this school, to decide on a programme, and to see that it is carried out. This 
committee will report to Sheik Mohammed Ibn Ibrahim, and it must choose teachers 
from the Kingdom of Saudi Arabia or other countries, but they must be Muslim. It 
will be responsible for those [girls'] schools which have already been opened as 
well as for the establishment of new schools. The realisation of this plan will take 
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time, but I hope we shall succeed quickly, trusting in no power but that of God
 (cited in: Al Rawaf & Simmons, 1991, p. 289).  

The decree indicates that there was a need to address the issue of female education with 

diplomacy due to the traditional view of gender roles among Saudis at that time. As 

mentioned above, Saudis believed that women must stay indoors and take care of the house 

(Al-Sudairy, 2017). This means people were not open to the idea of female presence in public 

places. Consequently, the idea of Saudi girls walking in public streets every day to attend 

school was alarming to many families (A. Hamdan, 2005). However, with its explicit 

reference to the religious and domestic curriculum, King Saud’s speech sought to reassure 

the concerned Saudi families that girl education was compatible with the traditional gender 

role of women at that time (Al Rawaf & Simmons, 1991).  

In 1960, a year after the decree, the General Presidency of Girl Education (hereafter GPGE) 

was formed (Al Rawaf & Simmons, 1991; Al-Rasheed, 2013; Al-Sudairy, 2017; Yamani, 

1996). The GPGE was responsible for girls’ education at all levels, from elementary to 

higher education (Prokop, 2003) . According to the directorate general of the GPGE, the 

purpose of educating a girl is to “ bring her up in a proper Islamic way so as to perform her 

duty in life, be an ideal and successful housewife and a good mother, ready to do things 

which suit her nature as teaching, nursing, and medical treatment” (cited in: A. Hamdan, 

2005, p. 44). To achieve the educational goal, the GPGE was independent from the MOE 

and managed by the Ulama in order to ensure that the educational system did not deviate 

from its main goal (Al-Rasheed, 2013; Al-Sudairy, 2017; A. Hamdan, 2005).  

Higher education institutions started to enrol female students a decade after King Saud's 

decree and the establishment of the GPGE (Al Rawaf & Simmons, 1991; Al-Rasheed, 2013; 

Al-Sudairy, 2017; A. Hamdan, 2005). The GPGE established many colleges for teaching in 

the 1970s (Al Rawaf & Simmons, 1991; Al-Rasheed, 2013; Al-Sudairy, 2017; A. Hamdan, 

2005). These colleges offer teaching degrees to female students. Also, some of the male 

universities established separate female campuses and opened admissions in some colleges 

for females. The first university to admit women was King Abdulaziz University in Jeddah 

in 1970, followed by Umm Al-Qura University in Mecca in 1971, King Faisal University in 

Dammam in 1978, and King Saud University in Riyadh in 1979 (Al Rawaf & Simmons, 

1991; Al-Rasheed, 2013; Al-Sudairy, 2017; A. Hamdan, 2005). All the higher education 

courses offered by the college for teaching and universities were female-friendly (Al Rawaf 

& Simmons, 1991; Al-Rasheed, 2013; Al-Sudairy, 2017; A. Hamdan, 2005). The courses 

ranged from medicine, nursing, nutrition, home economics, Arabic, English, history, 
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geography, and Islamic studies (Al Rawaf & Simmons, 1991; Al-Rasheed, 2013; Al-

Sudairy, 2017; A. Hamdan, 2005). To encourage women to enrol in higher education, the 

government offered a monthly allowance for college students and rewards of money or land 

upon graduation (Al Rawaf & Simmons, 1991; Al-Sudairy, 2017; A. Hamdan, 2005).     

The GPGE curriculum was religious in nature (Al Rawaf & Simmons, 1991). In general 

education, Arabic and Islamic studies had more importance than other subjects (Al Rawaf 

& Simmons, 1991; Prokop, 2003). English classes were introduced at grade seven in 

intermediate schools (Elyas, 2008).  The English classes were offered once a week, for a 

duration of 45 minutes, avoiding any reference to Western culture, habits, or names (Azuri, 

2006; Golam, 2015). At higher education, students completed four mandatory Islamic 

courses, two Arabic courses, and ,in some universities, four Quran memorization courses 

(Prokop, 2003).    

The GPGE was in charge of producing their own locally designed textbooks in order to 

ensure achievement of its educational aim (Al Rawaf & Simmons, 1991). Textbooks in 

different subjects showed a close reference to the Saudi culture (Azuri, 2006; Golam, 2015). 

All of the characters had Arabic names, the contents promoted Islamic values and societal 

gender roles, and the textbooks contained no images of females (Al Rawaf & Simmons, 

1991; Azuri, 2006; Golam, 2015). Al Rawaf and Simmons (1991) examine four different 

GPGE Arabic reading textbooks used at different levels in elementary school, and were 

issued at different years from 1981 to 1988. A close examination of the textbooks 

demonstrates that the GPGE worked hard to ensure that the traditional gender roles in Saudi 

society were endorsed. Al Rawaf and Simmons’s (1991) text analysis finds that the 

textbooks reinforce traditional views of the separate gender roles of men and women. For 

example, one reading textbook, taught to first grade students,  includes the sentence “my 

father goes to work; my mother stays at home and cooks and cares for the family” (Al Rawaf 

& Simmons, 1991, p. 291). Another reading textbook, taught to fourth grade students, 

includes a topic where a girl describes her position at home as “in my leisure time I do 

needlework; this is my sport. If I finish my needle work, I go to serve my family. After this 

I go to the kitchen because in the kitchen I have a noble position” (Al Rawaf & Simmons, 

1991, p. 291). Such sentences position women as homemakers and remind young female 

students of their ultimate goal, which is taking care of the family (Al Rawaf & Simmons, 

1991). The fifth grade reading textbook continues to emphasize a woman's domestic role, by 

suggesting that home-economics is a subject in which a girl should seek to excel (Al Rawaf 

& Simmons, 1991). To support this view, the textbook provides a historical incident of a 
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woman named Umm Ateah, who followed seven warriors with the Prophet Muhammed, and 

said: “I stay behind, cook and take care of the wounded and serve them.” (Al Rawaf & 

Simmons, 1991, p. 291). According to Al Rawaf and Simmons’s (1991) text analysis, the 

fifth grade textbook implies that, even when a woman does find work outside the home, it 

should still be in the domestic area, or in medicine.  

Despite its conservative educational aim, the GPGE succeeded in eliminating illiteracy of 

women in SA at that time. The number of women schools has grown from 5 in the 1960s to 

155 in the 1970s, 496 in 1980, 16600 in 2000, and 31399 in 2005 (Al Amri, 2007; Al Rawaf 

& Simmons, 1991; Al-Sudairy, 2017). 

1.5.2.2 Current education in Saudi Arabia 

In the after math of 9/11, the Saudi educational system in general, and its religious 

curriculum in particular, became the focus of much criticism (Al-Rasheed, 2013; Elyas, 

2008; Prokop, 2003). Some Western journalists (e.g. Glasser, 2003) questioned the religious 

and political influences on the Saudi education, and blamed Saudi pedagogical practices for 

fostering Jihadi beliefs (Karmani, 2005). Therefore, the Saudi government has experienced 

increasing pressure to reform its curricula (Al-Rasheed, 2013; Al-Sudairy, 2017; Elyas, 

2008). Saudi Arabia’s ambassador to the United States in 2006, Prince Turki al Faisal, 

proclaimed   

We have recognized that a comprehensive, modern, and open educational system- 
with new and revised textbooks- is fundamental to the growth and prosperity of our 
country. A thoughtful revision of this system is necessary, and indeed well 
underway  (as cited in: Wynbrandt & Gerges, 2010, p. 297). 

His statement indicates that there is a relationship between education and changing or 

reinforcing culture. Consequently, 9/11 resulted in major educational reforms in SA (Al-

Rasheed, 2013; Al-Sudairy, 2017; Elyas, 2008). The below discussion focuses on five 

educational reforms which are applicable to this study.      

The first reform focused on the girls’ education policy. In 2001, girls’ education was 

removed from the supervision of the Ulama (Al-Rasheed, 2013; Al-Sudairy, 2017; Prokop, 

2003). The General Presidency of Girl Education (GPGE) was amalgamated with the 

Ministry of Education (MOE) (Al-Rasheed, 2013; Al-Sudairy, 2017; Prokop, 2003). As a 

result, the MOE issued a unified curriculum and textbooks for both male and female students 

(Al-Rasheed, 2013; Al-Sudairy, 2017; Prokop, 2003). The second reform was the 

establishment of the King Abdullah scholarship program in 2005 (Al-Sudairy, 2017; Bukhari 
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& Denman, 2013). The program offered state-funded overseas scholarships to male and 

female Saudi citizens (Bukhari & Denman, 2013). The statistical data in 2010 showed that 

female students comprised more than 20 % of the overall number of funded students 

(Jamjoom & Kelly, 2013). The third reform focused on developing the EFL curriculum and 

textbooks.  Saudi Arabia launched a $ 2.4 billion educational reform project in 2007 (Elyas, 

2008). The project aimed to develop major educational issues including the curriculum and 

textbooks (Elyas, 2008). The educational reform project lasted for 10 years, and in these 10 

years major changes occurred in EFL curriculum (further discussion in section 1.5.3) (Elyas, 

2008). Fifth, some new majors in higher education, which banned female enrolment pre 9/11, 

started to enrol female students (Al-Rasheed, 2013; Alsubaie & Jones, 2017; Al-Sudairy, 

2017). These majors include, law, architecture, media, and tourism (Al-Rasheed, 2013; 

Alsubaie & Jones, 2017; Al-Sudairy, 2017). The last reform is the visibility of women in 

textbooks. In 2012, images of women were introduced for the first time in textbooks used in 

SA (Sulaimani & Elyas, 2018). The representation of women in textbooks was a major 

educational reform which was reported in local news. A local newspaper, named Al Arabiya, 

reported on the 4th of December 2012 that images of veiled women had been added to 

textbooks in Saudi Arabia for the first time (Alarabiya, 2012). The article states that the 

recent female representation is a major step forward, as images of women had been banned 

in all textbooks in SA since 1926, and “only drawings of women were permitted before” 

(Alarabiya, 2012, p. 1). 

Despite the educational policy reforms, which benefited female students and teachers, the 

position of women in the educational sector remains affected by the societal gender roles to 

this day (Al-Rasheed, 2013; Al-Sudairy, 2017; A. Hamdan, 2005; Le Renard, 2008; Meijer, 

2010; Yamani, 1996). Hamdan (2005) states that “women’s education did not change the 

patriarchal nature of Saudi society. Women in every field are subordinate to men” (A. 

Hamdan, 2005, p. 48). Alwedinani (2016) argues that education in SA maintains gender 

segregation, the traditional gender roles and power relations. Thus, women’s education in 

SA does not enjoy the same prestige as their men counterparts (Yamani, 1996). There are 

certain regulations applied to women’s educational institutions in order to meet societal 

expectations regarding gender roles (Prokop, 2003). These regulations are still applied to-

date in both schools and universities (Al-Rasheed, 2013; Al-Sudairy, 2017; A. Hamdan, 

2005; Meijer, 2010; Prokop, 2003).  

First, the educational institutions are completely segregated, from general to higher 

education level (Al-Rasheed, 2013; Al-Sudairy, 2017; Alwedinani, 2016; A. Hamdan, 2005; 
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Meijer, 2010; Yamani, 1996). At the general education level, the education is fully 

segregated. Female students attend girls’ schools, taught by female teachers, and are 

supervised by female advisors (Al-Sudairy, 2017; Meijer, 2010). The administration is also 

segregated, girls’ schools have a separate administrative team at the Ministry of Education 

to process any administrative work, such as supervisory visits, school detention, teachers’ 

retirement, etc. (Meijer, 2010). Thus, male and female teachers and students hardly 

communicate with each other in general education.  

At higher education level, the same segregation continues, but with a minor difference. Male 

and female students and academic members attend segregated campuses (Al-Rasheed, 2013; 

Al-Sudairy, 2017; Alwedinani, 2016; A. Hamdan, 2005; Le Renard, 2008; Meijer, 2010). 

Women’s campuses have their own female administration, female academic staff, and 

female faculty boards (Alsubaie & Jones, 2017). However, due to the shortage of female 

academics in certain fields (medical and media fields mostly), female students take some 

courses with a male instructor (Mobaraki & Söderfeldt, 2010). These classes are mostly 

given through video conferencing (Al-Rasheed, 2013; Al-Sudairy, 2017; Alwedinani, 2016; 

A. Hamdan, 2005; Le Renard, 2008; Meijer, 2010). Every university in SA has a building 

dedicated to this purpose, and these are well equipped with video conferencing tools 

(AlMunajjed, 1997). Based on my observations as a student and a teacher, who has studied 

and worked at universities in SA, I can describe the classes as follows. The classrooms in 

the female side are equipped with ceiling microphones, so that students can easily ask 

questions and interact with the male teacher. However, the male teacher cannot see the 

female students. He can only hear them. Also, the female classes have a large screen that 

projects the board in the male classroom. In the male side, the classrooms have a camera that 

is directed toward the classroom board. Female students can only see the board, and whoever 

stands in front of the board. They cannot see the male students who are attending the class.   

Although women have their own campuses with a full female administration, the 

stakeholders in higher education are men (Alsubaie & Jones, 2017). The highest rank a Saudi 

woman can achieve in higher education is the vice dean for the women’s campus (Abalkhail, 

2017; Alsubaie & Jones, 2017). Also, the decision-makers on a faculty level are always men. 

The faculty dean is always a man, and the vice dean is a woman, who administers the faculty 

at the women’s campus (Alsubaie & Jones, 2017). 

Second, some courses are offered to students based on gender (Al-Rasheed, 2013; Al-

Sudairy, 2017; Alwedinani, 2016; Meijer, 2010). For example, physical education is part of 

the curriculum at male schools and universities. However, sports is banned from female 
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public schools and universities (Al-Rashed, 2013; Al-Sudairy, 2017; Meijer, 2010). The 

female sport curriculum issue reached the Shura council (i.e. the parliament) but no decision 

has been made to date (Al-Sudairy, 2017). However, some private schools and universities 

have started to offer sport classes, and organize tournaments (Al-Sudairy, 2017).  

Also, subject segregation continues to the higher education level.  Female students are not 

allowed to enrol in certain majors at universities, such as industrial engineering, aviation, 

and petroleum studies (Al-Rasheed, 2013; Al-Sudairy, 2017; Meijer, 2010). AlMunajjed  

(1997) highlights that most Saudi female university graduates hold degrees in fields such as 

education, Islamic studies, humanities, art, mathematics, chemistry, business, physics, and 

biology. Also, some universities, such as King Fahd University of Petroleum and Minerals, 

do not enrol female students in most of its academic programs (Al-Rashed, 2013; Al-

Sudairy, 2017; Meijer, 2010). Although the university is for petroleum studies, the programs 

offered to female students are graduate programs in mathematics applied statistics, computer 

sciences, computer engineering, and engineering management (KFUPM, 2018).  

1.5.3 English Language Teaching in Saudi Arabia 

In this section, I discuss the current curriculum of ELT in SA. In early 2000, many Saudi 

scholars (e.g. Al‐Hazmi, 2003; Al-Shammary, 2003) criticized the unsatisfactory English 

proficiency levels of Saudi students in general and higher education. Consequently, the 

educational reform project in 2007 (mentioned in section 1.5.2.2) considered developing the 

English language curriculum and introducing English in all primary schools (Elyas, 2008). 

The reformed curriculum aims at teaching language for communication (Ministry of 

Education, 2013). According to the reformed English curriculum, “teaching a language 

involves enabling learners to interact socially in a variety of situations and contexts. This is 

optimally achieved through the unification of the four skills of speaking, listening, reading 

and writing” (Ministry of Education, 2013, p. 1). The reformed ELT policy indicates a 

pedagogical shift from teaching grammatical structures to teaching real-life communication 

(Alqahtani, 2019). Alqahtani (2019) states that textbooks are considered “the De facto 

curriculum in the Saudi Arabian EFL classroom” (Alqahtani, 2019, p. 129). Al Harbi (2017) 

and Alasmi, (2016) confirm Alqahtani’s (2019) statement by reporting that EFL teachers in 

SA strictly follow the textbooks. As a result, the MOE started implementing the 

communicative approach in language teaching by first developing the textbooks (Alqahtani, 

2019). As part of the reform project, the MOE introduced the communicative language 

teaching approach through textbooks that were developed by the MOE in collaboration with 
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international publishing companies form the West (Alharbi, 2015). In the general education 

level, the MOE collaborated with Macmillan publishing house to design and publish custom 

made EFL textbooks which meet the cultural aspects of SA (Alharbi, 2015).  

Similar to general education, higher education reformed the English language programs at 

universities (Al-Harbi, 2016; Smith & Abouammoh, 2013). Many researchers (Al-Harbi, 

2016; Ha & Barnawi, 2015; A. Hamdan, 2013) view the international accreditation of 

English language programs as an urgent necessity in order to meet the job market and  

promote the quality of education in Saudi universities. As a result, many studies 

(Almuhammadi, 2017; Sarhandi, 2019; Sulaimani, 2017) reported Saudi universities’ 

process in gaining the Commission for English Language Accreditation (CEA) in order to 

ensure the quality of their English language programs. The international accreditation 

required many university-level English language institutes to use the Common European 

Framework of Reference for Language (CEFR hereafter) to assess students’ English 

proficiency (Almuhammadi, 2017). The CEFR is an international guideline designed and 

published by the Council of Europe to provide international standards for describing 

language ability. The framework helps language institutes in curriculum design, 

assessments, and pedagogical practices. The framework describes six language levels 

(beginner to advanced), and gives detailed descriptions of the learner’s proficiency and 

language skills at each level (Council of Europe, 2001). One of the steps to adopt the CEFR 

in the curriculum is to use textbooks that are designed following the CEFR standards 

(Almuhammadi, 2017). Since the locally designed EFL textbooks do not follow the CEFR, 

numerous researchers (e.g. Aldera, 2017; Alfahadi, 2012; Alhmadi, 2014; Sulaimani & 

Elyas, 2018) highlighted different Saudi universities using adapted editions of international 

textbooks in order to meet the CEFR requirements. An adapted edition of international 

textbooks means that the contents of the textbooks, including its topics and images, were 

modified in order to meet the Islamic values and the conservative Saudi culture (Sulaimani 

& Elyas, 2018).   

Since textbooks are the main teaching resource in EFL classrooms in SA, many studies (e.g. 

H. Ahmad & Shah, 2014; Aldera, 2017; Alfahadi, 2012; Azuri, 2006; Golam, 2015) emerged 

analysing the cultural representation in early locally designed and adapted editions of EFL 

textbooks. The results of the studies highlighted the absence of the Islamic and Saudi culture 

in the new EFL adapted edition textbooks in both general and higher education. Azuri (2006) 

pointed out that early locally designed EFL textbooks deleted references to Western cultures, 

while the new adapted textbooks carefully introduced Western culture. Golam (2015) 
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analyses three EFL textbooks taught in Saudi public schools over the last three decades: from 

1982 to 2017. Two of the textbooks are locally designed and published by the MOE, while 

one is a customized textbook designed and published by international publishers. The 

content analysis of the textbooks showed that the locally designed textbooks taught from 

1989 to 2012 introduced English through a religious and Saudi cultural context, and it was 

noticed that there was deliberate avoidance of Western culture. On the other hand, the 

customized textbook designed by the international publisher was contextualized in terms of 

Western cultural elements. Only two reading texts in the customized textbook contained 

Islamic and Saudi elements, whereas Western culture appeared in 18 reading texts. As a 

result of the limited representation of Saudi culture in the current EFL textbooks, numerous 

researchers (e.g. H. Ahmad & Shah, 2014; Alfahadi, 2012; Alsaif, 2016; Sulaimani & Elyas, 

2018; Zafer, 2002) advocate for revised textbooks that fairly represent Saudi culture and 

align with its cultural norms.    

1.5.4 The research context  

This study was conducted in the English Language Institute (ELI) at King Abdul Aziz 

University in Saudi Arabia (KAU). I chose KAU as a research site for two reasons. First, I 

am a staff member at the ELI in KAU. This means that I have the access required to collect 

data from Saudi EFL teachers working at the ELI. Second, KAU is considered to be one of 

the first universities to have enrolled women, in 1970 (Al-Sudairy, 2017). This gives KAU 

a good reputation in terms of female education. In the following sections, I will give a 

thorough description of KAU management, the programs offered to female students, the ELI 

management, and the English language preparatory year program.        

1.5.4.1 King Abdul Aziz University 

KAU is a public university which has two segregated campuses, one for male students and 

one for female students. Both campuses are well-resourced, with large libraries, athletic 

facilities, and cutting edge technology. Each campus has its own administration. Female 

administrators, staff members, and academics work at the women’s campus, while male 

administrators, staff members, and academics work at the men’s campus (Al-Rasheed, 2013; 

Al-Sudairy, 2017; Meijer, 2010). As was discussed in section (1.5.1), the highest position 

for women at Saudi universities is a vice president; KAU is no exception. The president of 

KAU is a male academic, and his office is located at the men’s campus. Following the 

university president is the position of the vice president for men’s campus. The vice president 
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for the women’s campus is the third position in the leadership hierarchy (Vice deanship of 

women’s campus, 2014, 2016). Due to the segregation policy in education, the management 

in both the men’s and women’s campuses generally communicate via phone, formal letters, 

emails, a university software program, and video conferencing (AlMunajjed, 1997). Formal 

meetings on a higher management level are usually held using video conferencing tools. 

Similar to the way video conferencing used in classrooms (mentioned in section1.5.2.2), the 

male attendees in the meeting cannot see the women’s side.   

KAU has a total number of 24 faculties, however some faculties, such as the faculty of earth 

sciences, marine sciences, environmental design, and engineering, don’t enrol female 

students (Vice deanship of women’s campus, 2014, 2016). Upon gaining acceptance, male 

and female students must complete a preparatory year program (PYP hereafter) before 

enrolling in any major (English language institute, 2018). The PYP offers two tracks, science 

and Arts, for students. In the PYP, students study general subjects, related to the track, for 

example math and history. However, Islamic studies, Arabic language, and English language 

are mandatory subjects in both the science and the Arts track (English language institute, 

2018).     

1.5.4.2 The English Language Institute 

The ELI offers general English language classes for the PYP students. The ELI has three 

campuses, one men’s campus and two women’s campuses (English language institute, 

2018). The management positions at the ELI are also divided between men’s and women’s 

campuses. The Dean of the ELI is a male academic, and his office is located at the men’s 

campus. The Vice Dean of the ELI is a female academic and her office is located at the 

women’s campus (English language institute, 2018; Vice deanship of women’s campus, 

2014, 2016). The men’s campus has the Dean of ELI and four Vice Deans in charge of 

different units; a total number of 16 units (English language institute, 2018). The women’s 

campus has only one Vice Dean in charge of four units only (refer to 0 for details about ELI 

administration).The communication between the male and female administrations is usually 

via phones, video conferencing, and formal letters (Al-Sudairy, 2017). In fact, the ELI has a 

large meeting room equipped with HD TV and a microphone. This meeting room is 

dedicated to meetings with the male administration. The female academics who attend video-

conferencing meetings usually hold administrative positions; for example, head of the testing 

unit at the women’s campus. 
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The ELI has a large number of Saudi and non-Saudi male and female EFL teachers. The 

minimum qualification for Saudi teachers is a bachelor’s degree in English language 

(Nasem, 2019). However, Saudi teachers have the privilege of granting a scholarship to 

pursue graduate degrees in TESOL (Bukhari & Denman, 2013; Jamjoom & Kelly, 2013) . 

For this reason, the number of Saudi teachers holding MA and PhD degrees is growing.   

The ELI became accredited by the CEA in 2013(English language institute, 2018). The ELI 

offers an intensive one year general English program to help PYP students achieve an 

intermediate level of proficiency in English language, B1 level according to CEFR (English 

language institute, 2018). The curriculum of the ELI English program is composed of four 

instructional levels, beginner to intermediate level, correlated with the CEFR levels. 

The English program is delivered using a system of modules. Each level is taught in one 

module. As a result, there are four modules in the PYP, two in each academic semester. The 

duration of each module is seven academic weeks, at the rate of 18 hours per week. The final 

exam is scheduled during the seventh week of each module. Both Arts and science track 

students follow the same curriculum and levels although the textbooks are different. Arts 

students study the English Unlimited Special Edition series, while science students study the 

Unlock Special Edition series. Both series are published by Cambridge University Press (a 

detailed description of the English Unlimited Special Edition series is in chapter 3, section 

3.5.1.1).    

The ELI testing unit, located at the men’s campus, is responsible for assessment. The unit 

designs a unified mid-term, final, writing, and speaking exams to Arts and science students 

(English language institute, 2018). Teachers do not have any control over exams. As a result, 

teachers follow the textbooks provided by the ELI. In fact, the ELI publishes an annual 

pacing guide for teachers. The pacing guide provides teachers with a weekly plan of units 

from the textbook to be covered (see Appendix B for a sample of the pacing guide). At the 

end of every week, teachers report the taught units or pages to the administration. This 

ensures that all the units included in the exams are covered in the classrooms.  

 Organization of the study 

This thesis consists of seven chapters. Chapter 1: Introduction provides an overview of 

this research study, including the research problem, research questions, aims and objectives 

of the study, and research methodology. The chapter also gives a thorough description of the 

research context on a macro and micro level. Chapter 2: Literature review looks at the 
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literature related to gender representation in EFL textbooks and EFL teachers’ professional 

identity. The chapter also identifies and discusses the research gap to rationalize the need for 

this study. Chapter 3: Methodology describes the research design and the methodology of 

the study. The chapter presents the detailed procedure that was followed to answer the 

research questions. Chapter 4: Results of gender representation in English Unlimited 

series presents the results of the research question about gender representation in EFL 

textbooks that are specifically designed for the Saudi market. Chapter 5: Results of EFL 

teachers’ professional identity details the results related to the Saudi female EFL teachers’ 

professional identity. Chapter 6: Discussion of findings interprets and discusses key results 

previously presented in chapters 4 and 5, with reference to the research questions and in 

relation to previous relevant research findings. Chapter 7: Conclusion summarizes the 

research findings, suggests implications for teachers and stakeholders based on the results 

of the study, discusses the limitations of the study, and recommends areas to explore in future 

research.   
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Chapter 2 Literature review   

 Introduction 

This chapter critically discusses the available and related literature to gender representation 

in EFL textbooks and EFL teachers’ professional identity. The chapter is divided into two 

sections: Gender representation in EFL textbooks and EFL teachers’ professional identity. 

The first section (2.2) focuses on the following key areas: 1) gender imbalances in EFL 

textbooks, 2) teachers’ awareness of gender representation in textbooks, and 3) teachers’ 

pedagogical practices when dealing with gendered texts in classrooms. The second section 

(2.3) discusses the following key areas: 1) defining EFL teachers’ professional identity, 2) 

dimensions shaping the EFL teachers’ professional identity, and 3) dimensions shaping the 

female EFL teachers’ professional identity.     

 Gender representation in EFL textbooks 

2.2.1 Introduction  

The basis of this section is to review literature related to the study of gender representation 

in EFL textbooks. The section starts by discussing the development of the study of language 

and gender (2.2.2). Then, it reviews the literature related to gender representation in EFL 

textbooks in three phases: Phase I reviews the literature aiming at raising awareness of the 

gender bias in textbooks ( 2.2.3), phase II revises the literature evaluating any progress made 

in gender representation in EFL textbooks ( 2.2.4), and finally, phase III analyses the 

literature investigating how EFL teachers use gendered textbooks in classrooms ( 2.2.5).  

2.2.2  Gender representation in EFL textbooks: General overview 

2.2.2.1 Defining gender representation 

For the purpose of this study, I view gender from a postmodernist approach. Postmodernist 

scholars, such as Butler (2011), Cameron (1997), Pavlenko and Piller (2008), and  

Sunderland (2004), view gender as a socially constructed and dynamic system of power 

relations and discursive practices, rather than the biological differences between men and 

women. This approach emphasizes that beliefs about masculinities and femininities are 
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socially constructed depending on different contexts, cultures and eras (Norton & Pavlenko, 

2004). Consequently, powerful discourses of masculinity and femininity construct roles, 

behaviours, activities, and attributes that a given society considers appropriate for men and 

women (Butler, 2011; Sunderland, 2004). This implies that gender roles are intertwined with 

the levels of power men and women hold in a society (Sunderland, 1994). The normalized 

gender roles in a local culture create gender stereotypes (Mustapha, 2012). Thus, gender 

stereotypes express simplistic generalizations about the characteristics of desirable gender 

roles and attributes assigned to men and women (R. J. Cook & Cusack, 2010; Golombok & 

Fivush, 1994; Hall et al., 2012; Mustapha & Mills, 2015). They include information; such 

as physical appearance, personality traits, and occupations, related to gender roles  (Hall et 

al., 2012). For example, women are expected to be passionate, domestic, and socially 

dependent on men. A related issue to gender stereotype is female objectification. Scholars 

(Such as, Bernard et al., 2012; Gervais, Vescio, & Allen, 2012; Gervais, Vescio, Förster, et 

al., 2012) define objectification as reducing a person to a body and treating her/him as an 

object. Many scholars (e.g. Bernard & Wollast, 2019; Fasoli et al., 2018; Ward, 2016) argue 

that female objectification causes people to see women as objects, and to cognitively 

appraise them in a manner similar to the way ordinary objects are appraised. Sunderland 

(1994), Mustapha and Mills (2015), and Block, Koch, Liberman, Merriweather, and 

Roberson (2011) advocate that stereotypes cause gender inequalities because these 

stereotypes suggest men and women should be treated differently. Johnson (2014) adds that 

the concept of femininity and masculinity, with its related gender roles and stereotypes, 

encourages the view of men and women as opposites. This view splits humanity into an 

opposing binary, where men are on one side and women are on the other.  The problem with 

the gender binary, according to Johnson (2014), is that people tend to see women and men 

in polar opposites, and do not allow for alternatives. As a result, dualities related to the 

masculinity and femininity are formed (Johnson, 2014).  For example, that men are 

dominant, so women must be submissive, despite the fact that there are many alternative 

traits to being dominant. Many scholars, such as (Butler, 2011; Johnson, 2014; Lazar, 2007) 

advocate that the gender binary is at the heart of inequality in the gender system because 

femininity and masculinity do not describe most people as they actually are.  

The literature of EFL textbooks and gender relates the notion of representation to the 

formation of gender stereotypes.  According to Mustapha (2012), representation, whether in 

texts or visuals, is used to engender stereotypes. Thus, representation means using text or 

visuals to say something meaningful about, or to represent, the world to other people (Hall 
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et al., 2012). There are three approaches explaining how representation of meaning works: 

the reflective, the intentional, and the constructivist (Hall et al., 2012). From the reflective 

approach, representation functions like a mirror reflecting the true meaning which already 

exists in the world (Hall et al., 2012). In this view, textbooks take what already exists in 

reality, and re-present it to its readers. In other words, gender representation in textbooks is 

simply a re-presentation of the gender inequality in reality (Lacey, 2009). However, this 

approach disregards the textbook authors’ view of the world, and the fact that textbooks 

include fictional characters in an imaginary world which the authors have created. The 

intentional approach to representation suggests that representation holds the producer’s 

meaning of the world (Hall et al., 2012). In this approach the important issue is not what is 

represented in the textbooks, but the author who is representing it. Gray and Morton (2018) 

argue that representation in EFL textbooks is “overwhelmingly politically, ideologically and 

commercially motivated” (Gray & Morton, 2018, p. 120). For example, ELT publishers 

ensure that materials designed for use in lucrative markets, such as Turkey and Greece, 

contain no references to contested territories and critical socio-political issues (Gray, 2013). 

Such a commercially determined representation aims to satisfy stakeholders, achieve 

corporate goals, and maximize textbooks sales (Gray, 2013).  Sunderland (2000a) adds that 

representation of gender in textbooks is often done with a level of intentionality. This means 

that textbook authors have a pool of possible choices when selecting what to include or 

exclude in the representation. Thus, the act of filtering the available and desirable choices is 

based on the  authors’ decision of what is worthy to represent to the target market (Gray & 

Morton, 2018; Sunderland, 2000a). However, Hall et al. (2012) state that the intentional 

approach is flawed, because it views the textbook authors as the only source of meaning. In 

other words, this approach does not give weight to the reader’s interpretations of the gender 

representations in textbooks. The last approach, the constructivist, is a response to the 

weaknesses highlighted in the reflective and the intentional approach. In this approach the 

meaning of representation is constructed in the reader’s mind (Hall et al., 2012). This means 

that the textbook authors select what to represent based on their view of the world, and the 

readers construct meaning for these representations based on their view of the world. By 

that, the reader is an active participant in the process of making sense of the gender 

representation in textbooks (Mustapha & Mills, 2015). Thus, the meaning of representation 

is constructed from many factors: the representation itself in text or image, the opinions of 

the author, the reaction of the reader, and the society where the representation is taking place 

(Hall et al., 2012). Hence, I follow the constructivist definition of representation in this 

research for its inclusive nature.     
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2.2.2.2 Early studies on gender representation in EFL textbooks 

Studies in the area of education and gender are still growing for a number of reasons. The 

first reason is that government bodies in various countries around the world started giving 

attention to gender equality in education. This interest is in response to the United Nations 

Educational, Scientific and Cultural Organization (UNESCO) global movement Education 

For All in 2000. The movement aimed to ensure full and equal access to primary education 

to all children, especially girls by 2015. The movement did not focus on gender equality in 

educational enrolment only; the quality of education gained the same attention. One of the 

main goals of the movement was to eliminate gender disparity in education, and to provide 

good-quality education to women (UNESCO, 2015). Fifteen years of the start of the 

movement , Blumberg (2015) reported many challenges to UNESCO that hindered 

educational equality to women. One of the main obstacles identified by Blumberg (2015) 

was biased representation of gender in textbooks. According to Blumberg, gender bias in 

textbooks is a hidden obstacle to females’ equality in education and beyond because it may 

constrain girls from realizing their full potential. At the end of the report, Blumberg (2015) 

urged organizations to fund research in gender representation in textbooks because “reducing 

textbooks’ gender bias is typically an expensive process” (Blumberg, 2015, p. 21). In consequence, 

many government boards and international organizations, e.g. UNESCO, the World Bank, 

the Commonwealth of Nations, the Ford Foundation, and the Qatar National Research Fund, 

started funding research undertaking the area of gender representation in textbooks. Another 

reason is that the study of education and gender has evolved beyond the textbook to include 

the teacher, the student, and classroom interaction. This development in the field was a result 

of Sunderland’s (2000b) well-known question “does gender bias ‘in the text’ matter?” 

(Sunderland, 2000b, p. 152). In her seminal article, Sunderland argued that students and 

teachers are likely to read a text in different ways. As a result, rather than investigating the 

textbook individually, researchers should consider how a text is used in class. “This may 

take us [researchers] one step nearer to students’ learning and understanding than would 

looking at the text alone” (Sunderland, 2000b, p. 154). In my opinion, Sunderland’s (2000b) 

suggestion implies a level of agency from the textbook reader. This means that the reader, 

whether a teacher or a student, is not a passive recipient of gendered text and images. In fact, 

the reader is an active participant in the process of meaning-making. In other words, if a text 

appears to be gendered, readers have the option to either accept, or resist the message, by 

developing a critique or an alternative learning material. Sunderland’s  (2000b) proposal 

inspired many researchers (e.g. Al-Taweel, 2005; Barton & Sakwa, 2012; Eslami et al., 
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2015; Kızılaslan, 2010; Pakuła et al., 2015) with a wider scope to investigate beyond the 

traditional representation of gender in the text. Consequently, researchers started to include 

the teacher’s treatment of the text, and the effect of gendered text on students while 

investigating the textbooks.  

The study of language and gender dates back to the 1960s (Cameron, 1998; Wright, 1985). 

However, the field of language and gender developed rapidly during the 1970s, with the 

inspiration of  Lakoff’s Language and Woman’s Place (Lakoff, 2004). In her book, Lakoff 

(2004) explored the differences between men’s and women’s speech, and how women’s 

speech is shaped by the society. She argued that, because of societal expectations, women 

feel pressured to speak politely and in an indirect way when opposing something. Lakoff’s 

work inspired many researchers (e.g. Cincotta, 1978; Hartman & Judd, 1978; Hellinger, 

1980; Schmitz, 1975; Talansky, 1986; U’ren, 1971) to pursue further studies in language 

and gender in general, and in the educational contexts in particular. As a result, in the 1970s 

and 1980s, extensive research into gender representation in ELT textbooks was conducted 

in Western countries (Cincotta, 1978; Hartman & Judd, 1978; Hellinger, 1980; Schmitz, 

1975; Talansky, 1986; U’ren, 1971). Almost all the studies used content and linguistic 

analysis, and reported similar findings. The studies reported biased representation of women 

in three main forms: exclusion, subordination and distortion, and degradation. Men were 

over-represented in relation to women (Hellinger, 1980); men and women performed 

gender-stereotypical activities (Cincotta, 1978); men had more varied occupational roles 

compared to women (Porreca, 1984; Schmitz, 1975); and women tended to be 

stereotypically emotional (Hartman & Judd, 1978; Talansky, 1986). Also, women were 

found to speak less in dialogues and perform a narrower range of discourse roles (Hartman 

& Judd, 1978; Talansky, 1986). In response to the extensive research on gender 

representation, ELT materials in Western countries have changed significantly in this regard 

since the 1970s. In fact, ELT materials today are typified by codified regimes of inclusivity 

whereby women, in particular, are listed as requiring non-stereotypical representation (Gray, 

2013). 

Despite the extensive research in gender representation in textbooks in Western contexts 

since the 1970s, Sunderland (2000a) noted that gender and language in education has under-

researched sites in many parts of the globe, such as, in Eastern Europe, Asia, Africa, and 

Islamic countries. However, a large body of literature has emerged from these sites over the 

past two decades, investigating gender representations in textbooks. Unfortunately, the 

studies that emerged reported the same findings of the 1970s and 1980s concerning the 
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representation of women and men in EFL textbooks. Women continued to be excluded from 

the  content of EFL textbooks (e.g. Aydınoğlu, 2014; Barton & Sakwa, 2012; Mirza, 2004; 

Shteiwi, 2003; Sulaimani & Elyas, 2018; Tahan, 2015), subordinated in occupational roles 

(e.g. Gharbavi & Mousavi, 2012; Ismail et al., 2011; Matsuno, 2002; Mattu & Hussain, 2003; 

Mustapha, 2015), and degraded when represented in text and images (e.g. Barton & Sakwa, 

2012; Kuruvilla & Thasniya, 2015; Nakamura, 2002; Pakuła et al., 2015; Sulaimani & Elyas, 

2018).  

Hence, the literature review in the following sections is limited to the studies that were 

conducted in the under-researched sites identified by Sunderland (2000a), and published 

during the last 20 years. For easier reference, the studies are grouped according to the 

geographical site of the study. In addition, I have adopted Mustapha’s (2013) layout in 

reviewing the literature. In his article, Mustapha (2013) identified three phases in the study 

of gender representation in EFL textbooks. The phases cover different scopes investigating 

gender representation in textbooks: 1) studies that highlighted the gender imbalance in EFL 

textbooks; 2) studies served as follow-up studies by assessing reforms in textbooks; 3) 

studies that focused on extending the focus beyond textbook representations to talk around 

the text in the classroom. Thus, following this layout will help me review a wide scope of 

studies on gender representation in EFL textbooks. 

2.2.3 First phase studies 

The studies of the first phase focused on highlighting and raising awareness of the gender 

bias in textbooks. The studies aimed at exploring gender representation through counting 

male and female frequency, highlighting gender roles, occupations, and topics associated to 

male and female characters. The phase includes a variety of quantitative and qualitative 

research studies. Almost all the studies in this phase are content-based analysis of the 

linguistic or non-linguistic representation of gender in the textbooks (e.g. Al-Taweel, 2005; 

Pakuła et al., 2015; Tajeddin & Enayat, 2010; Yasin, Hamid, et al., 2012). Most of the studies 

in this phase used the following analytical frameworks: critical discourse analysis CDA to 

analyse the gender representation in conversations (Barton & Sakwa, 2012; Pakuła et al., 

2015; Sulaimani, 2017; Tahriri & Moradpour, 2014; Yaghoubi-Notash & Kooshavar, 2013), 

Giaschi’s (2000) critical image analysis to analyse gender representation in images 

(Mustapha, 2015; Sulaimani & Elyas, 2018; Tajeddin & Enayat, 2010), and statistical 

analysis to analyse the male and female ratio (Barton & Sakwa, 2012; Gharbavi & Mousavi, 

2012; Mirza, 2004; Tahan, 2015).   
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In Turkey, Aydınoğlu (2014) explored three locally designed EFL textbooks. The statistical 

analysis showed that women are underrepresented in all the sample textbooks. Also, the 

findings revealed stereotypical representation of women. Females were represented more 

indoors and performing stereotypical jobs, while men had a variety of jobs. A study funded 

by the British Council and conducted by Pakuła, Pawelczyk, and Sunderland (2015) assessed 

gender representation in EFL textbooks in Poland. The researchers selected a corpus of EFL 

textbooks from different educational levels. The quantitative data showed that the textbooks 

are fairly balanced in terms of gender representation. The number of male and female 

characters was equal, the reading texts included female and male protagonists, and the 

stereotypical jobs of male doctors and female teachers were avoided. However, the critical 

discourse analysis of the texts in the textbooks revealed traditional gender expectations and 

gender stereotypes. The researchers found that some listening exercises reflect traditional 

gendered expectations. For example, women’s acceptance of men’s opinions, male 

characters rather than female ones are interested and engaged in sports, and women’s main 

interest is shopping.  

A large body of literature emerged from countries in South and Southeast Asia reporting that 

women are underrepresented in EFL textbooks, and that both men and women are depicted 

in stereotypical roles. In Pakistan, the UNESCO funded a project, conducted by Mirza 

(2004), investigating gender representation in textbooks. The researcher analysed 194 

textbooks from Pakistan’s four provinces for six subjects: English, Urdu, science, 

mathematics, social studies and Islamic studies. The findings showed that women were 

almost invisible in the textbooks. The representation of women was only 20.9% of all the 

sample textbooks. Women were visible in 23.1% of total characters, 25.7% of the pictures, 

9.8 % of the professional characters, and 15% of the occupational roles. Another study, 

conducted in the same context by Mattu and Hussain (2003), shares  parallel results to 

Mirza’s (2004). The results of Mattu and Hussain (2003) reported that EFL textbooks in 

Pakistan depict women in stereotypical roles that give a clear message, that “women’s only 

appropriate and legitimate role is to perform the household tasks of nurturing and caring for 

the family” (Mattu & Hussain, 2003, p. 94). Recently, the results of Ahmad and Shah (2019) 

were consistent with Mirza (2004) and Mattu and Hussain (2003). Using critical discourse 

analysis, the researchers investigated locally designed elementary level EFL textbooks in 

Pakistan. The results showed that representation of female characters in the textbooks was 

restricted to the household. 



Chapter 2 

30 

The female underrepresentation and stereotypes in EFL textbooks were also highlighted in 

the studies conducted in Japan, China, Indonesia, and Malaysia. Sano, Iida and Hardy (2001) 

reported that, although gender-imbalanced language has been substantially eliminated from 

EFL textbooks since 1990, the results of their statistical analysis showed that women were 

underrepresented in textbooks in Japan. Also, Xiaoping (2004) investigated the content of 

three EFL textbooks used in China. The results of the study concluded that females were 

minimalized, while men had a better representation. Using Systemic Functional Linguistics, 

Emilia, Moecharam, and Syifa (2017) investigated gender representation in reading passages 

of an EFL textbook used in Indonesian schools. The findings revealed that male characters 

were overrepresented, held dominant roles in the reading passages, and were more likely to 

be assigned in active actions which demand higher amounts of energy, e.g. climbing. 

Nakamura (2002) focused on the literary stories of Japanese high school EFL textbooks to 

examine the images of women. Using both quantitative and qualitative analyses, the results 

indicated that at least 80% of the stories presented women as emotional, sad, guilty, and 

foolish, while men were shown as warm-hearted, having self-control and greatness. Also, 

Levine and O’Sullivan (2010) examined images and illustrations of EFL textbooks written 

for a Japanese university. Using quantitative and qualitative analyses, the results showed that 

males occupied a great number of social roles, while females were pictured as schoolgirls 

and in low-status occupations. Similarly, the results of Matsuno (2002) showed that 

esteemed occupational roles (e.g. doctor, president, chief executive officer, founder) were 

occupied by males in EFL textbooks in Japan, and women were often described in terms of 

their relationship with others (e.g. mother, cousin, wife), and were portrayed as weak, ill, or 

disabled. Both Mineshima (2008) and Datzman (2013) explored locally designed EFL 

textbooks in Japan. The results of the statistical analysis of both studies showed balanced 

representation in terms of gender visibility. There was an equal number of male and female 

characters. However, Mineshima (2008) found occasions of occupational stereotypes. Males 

seem more often associated with higher-paying and higher-status jobs than are females. 

Similarly, Yasin, Hamid, Othman, Bakar, Hashim and Mothi (2012) found that women were 

assigned stereotypical roles in the images of a locally designed EFL textbook in Malaysia. 

The textbook showed images of young girls serving food to boys, leading roles were 

assigned to male characters rather than female, and male students sat at the head of the 

classroom table, leading group projects.  The researchers concluded that the stereotypical 

representation of women in the textbook does not reflect the high ratio of Malaysian women 

in “unconventional professions” in the workforce (Yasin, Hamid, et al., 2012, p. 1879). The 

results of Kuruvilla and Thasniya (2015) were consistent with (Yasin, Hamid, et al., 2012). 
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The researchers explored locally designed EFL textbooks in India. The content analysis 

revealed stereotypical representation of gender in images. Jobs such as doctor, police officer, 

and engineer were assigned to male characters, whereas female jobs were limited to a nurse 

or teacher. Men were shown doing activities that require physical strength such as climbing 

on the trees and swimming, while women were shown appreciating the acts done by boys, 

plucking flowers, or washing clothes.   

The position of gender representation in textbooks used in Africa is also not encouraging. 

Studies from Tanzania (Mkuchu, 2004), Kenya (Kobia, 2009), Uganda (Barton & Sakwa, 

2012), and Nigeria (Mustapha, 2015) showed that women were underrepresented and were 

assigned traditional stereotypical roles in EFL textbooks taught in Africa. The findings of 

the quantitative data of (Barton & Sakwa, 2012)  showed discrepancy in the representation 

of gender in a locally designed EFL textbook in Uganda. Women comprised 35.7% of the 

appearances in the textbook, while men comprised 64.3%. According to the researchers, the 

underrepresentation of women in the textbook contradicts the reality that more than half of 

Uganda’s population (51%) are women.  The critical discourse analysis of the contents of 

the textbook revealed stereotypical representation of gender. Women had a strong presence 

in the units that were discussing the topic of child-rearing.  The titles of these units were 

“How to Tame a Husband”, “The Kitchen in My House”, and “The Problem Daughter” 

(Barton & Sakwa, 2012, p.179). Also, women were assigned weak personality traits and 

played stereotypical occupational roles that often did not require any form of education.  

Only two (nurse and cashier) out of ten occupational roles listed for women required formal 

education, while most of the occupational roles for men required higher education. Mustapha 

(2015) also reported occupational stereotypes. The study analysed images in nine locally 

designed EFL textbooks in Nigeria. The findings of the critical image analysis showed that 

men were positioned in strong, superior, and high-status jobs, while women were positioned 

in domestic activities and low-paid jobs, e.g. nurse and teacher. Both studies argued that 

showing women in such jobs would  “ send the message that girls need not to spend a lot of 

time in school, since the kind of employment for which they are destined does not necessitate 

it” (Barton & Sakwa, 2012, p. 181).  

A large body of literature emerging from the Islamic Republic of Iran reported gender 

stereotypes and quantitative imbalance of gender in textbooks (e.g. Ahmadi Darani & 

Akbari, 2016; Azizifara et al., 2010; Bahman & Rahimi, 2010; Gharbavi & Mousavi, 2012; 

Tahriri & Moradpour, 2014). The status of sexism in Iranian EFL textbooks was studied first 

by Ansary and Babaii (2003). The researchers explored the status of sexism in two EFL 
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textbooks used in Iran. They analysed gender visibility in reading texts, images, and 

dialogues by using systematic quantitative content analysis and qualitative inquiry. The 

results showed that EFL textbooks were completely biased. Women appeared less visible 

than men in the textbooks, the topics covered in the textbooks were male-orientated, women 

were more visible in passive, indoor activities, and they were placed in traditional 

stereotypical roles.  Later, Gharbavi and Mousavi (2012) investigated gender bias in four 

locally designed EFL textbooks taught in Iranian high schools. The quantitative analysis of 

chi-square test indicated that there was a significant difference between the frequencies of 

men and women. In fact, men’s visibility was nearly three times more than that of the 

women. Seventy-six percent of the pictures in the textbooks showed men whereas 24% of 

the pictures display female personalities. As for occupational roles, only 18% of women 

were portrayed in occupational roles, while 82% of the jobs were performed by men. More 

recent attention in Iran is on comparing the representation of gender in adapted version of 

international edition EFL textbooks and the locally designed EFL textbooks published by 

the Iran Language Institute (Esmaily, 2011; Tajeddin & Enayat, 2010; Yaghoubi-Notash & 

Kooshavar, 2013). Tajeddin and Enayat focused their investigation on comparing images in 

locally designed and international edition textbooks taught in Iran (2010).  The researchers 

used Giaschi’s (2000) critical image analysis as an analytic tool to investigate male and 

female representation in the images in three textbooks from three different publishers: New 

Headway by Oxford University Press, Top Notch by Pearson Longman, and the locally 

designed textbook published by the Iran Language Institute. The results showed that the 

three textbooks, international and locally designed, were biased in terms of gender.  Both the 

international edition textbooks, New Headway and Top Notch, showed images of men in 

work spaces performing active executive roles, while women were indoors performing 

traditional stereotypical roles. The representation of women in the locally designed textbook 

was no better, if not worse, than the international editions. Women were presented in only 

45 images, while men were shown in more than 100 images. Women were rarely presented 

making direct eye contact with the viewer; they gazed away from the viewer in 95.6% of the 

images. Moreover, women’s gaze was accompanied by behaviours such as smiling or head 

tilting, which indicates subordination. On the other hand, Yaghoubi-Notash and Kooshavar 

(2013) focused their analysis on comparing conversations in an international EFL series 

published by Cambridge University Press, and the locally designed EFL series published by 

the Iran Language Institute. The finding of the study contradicted the study of Tajeddin and 

Enayat (2010). It seems that the representation of gender in conversations was quite balanced 

in the two series. The statistical analysis of the word count in conversations by male and 
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female characters showed that both series are balanced in terms of gender. The difference 

between female and male word count in both series was not significant. However, the 

researchers highlighted that women were presented in traditional stereotypical roles in the 

locally designed ILI series, and more attention to such stereotypical representation needed 

to be given as a result.  

There is a relatively small body of literature that is concerned with investigating gender 

representation in EFL textbooks in Arabic-speaking countries. Four studies from Jordan 

investigated locally designed EFL series (Al-Taweel, 2005; S. Hamdan & Jalabneh, 2009; 

Nofal & Qawar, 2015; Shteiwi, 2003). All of the studies revealed female underrepresentation 

in locally designed EFL textbooks in Jordan. The ratio of female to male characters was 

nearly 1:3; the majority of the characters were male 78%, while only 22% are female (Nofal 

& Qawar, 2015). Also, men monopolized a variety of roles. They were depicted in 87% of 

the occupational roles (Shteiwi, 2003), dominated 93% of the outdoor roles (Nofal & Qawar, 

2015; Shteiwi, 2003), and dominated more conversations and reading passages than women 

(S. Hamdan & Jalabneh, 2009). Moreover, the results of Al-Taweel (2005) revealed 

linguistic sexism in the series. Male figures were first narrators of their stories, compared to 

no female first narrators. Most of the female references were presented in contexts that are 

specifically related to women, with partial dependence on men, while most male references 

were used as pseudo-masculine references. The results of Mechouat  (2017) were similar to 

the above studies conducted in Jordan (Al-Taweel, 2005; S. Hamdan & Jalabneh, 2009; 

Nofal & Qawar, 2015; Shteiwi, 2003). Mechouat (2017) examined four widely used EFL 

textbooks in Morocco. The study employed mixed methods to investigate gender 

representation in textbooks. The quantitative results showed that male characters were over 

represented in the textbooks. Females comprised 36% of the characters in the textbooks. The 

qualitative data revealed that men were assigned powerful and high-economic-status jobs, 

while women were mainly presented as service workers or housewives. Also, women were 

stereotypically depicted as shopaholics. They were presented mostly in shopping places 

throughout the four textbooks.   

A total number of eight studies explored gender representation in EFL textbooks in the Gulf 

Cooperation Council (GCC) countries (Al Jumiah, 2016; Alsatrawi, 2016; Baharuddin et al., 

2011; Ismail et al., 2011; Sulaimani, 2017; Sulaimani & Elyas, 2018; Tahan, 2015; Yasin, 

Abdul Hamid, et al., 2012). The overall results of the studies conducted in the GCC context 

revealed female underrepresentation and gender stereotypes in EFL textbooks.  
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Three projects funded by the Qatar National Research Fund in 2009–2011 explored gender 

representation in textbooks in Qatar (Baharuddin et al., 2011; Ismail et al., 2011; Yasin, 

Abdul Hamid, et al., 2012). A selection of textbooks (math, science, and English) used in 

Qatari schools at different levels were collected and analysed by the researchers participating 

in the funded projects. The overall findings revealed that women were underrepresented in 

all examined textbooks, and both men and women were depicted in their traditional roles. 

The project of Ismail, Hamid, and Othman (2011) focused on examining  linguistic sexism 

in EFL textbooks used in Qatari schools. The linguistics analysis revealed female 

underrepresentation. Male references (63%) were used more than female references (22%). 

In addition, men were found to be positioned in a higher status than women in both visual 

and textual materials. The findings of a study from the United Arab Emirates (Tahan, 2015) 

correlated the previous Qatari studies. Tahan (2015) randomly sampled one unit from 

adapted version textbooks, which were specifically tailored to suit the UAE context, and 

taught to students from grades 1 to 12. The content and linguistic analysis of gender in the 

textbooks showed that women were underrepresented in the textbooks. Men appeared in 

60% of the illustrations, were present 10 times more than women in texts, took 73% of the 

jobs, and dominated 62% of the topics (determined either through initiating conversations 

or by the number of turn-taking). In Bahrain, Alsatrawi (2016) used CDA to examine an 

adapted version of an international series published by Pearson Longman. The series was 

tailored to suit the context of Bahrain. The results revealed biased representation of gender 

in the series. Men were more visible, active, and mentioned first in dialogues throughout the 

series. Male characters were 4% more visible than females in the series. Men were mentioned 

first 60.4% of the time, while women were mentioned first 39.6% of the time. Also, men 

performed 56% of activities, while 44% of activities were performed by women. 

Only three studies explored gender representation in EFL textbooks in Saudi Arabia (Al 

Jumiah, 2016; Sulaimani, 2017; Sulaimani & Elyas, 2018). Similar to the studies that 

emerged from Jordan, Qatar, Bahrain, and the UAE, the results of these studies also revealed 

female underrepresentation and gender stereotypes. Sulaimani (2017) explored gender 

frequencies in listening conversations in an international EFL textbook that has been 

specifically adapted for the Saudi Arabian context. The results of the quantitative analysis 

showed that the number of male characters were twice the number of female characters in 

the textbook. Only 11 female–female conversations occurred in the textbook. Also, eight 

male–female conversations, out of 25, indicated equal relations between the two genders. 

The relationships between men and women in these conversations were mainly friendship. 
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Sulaimani and Elyas (2018) investigated another international EFL series that has been 

adapted for the Saudi Arabian context. The researchers focused their investigation on images 

using Giaschi’s (2000) critical image analysis. The results of the study reported a huge gap 

between the number of male images and the number of female images. In terms of gender 

positioning, the analysis revealed that men were depicted in a wide range of contexts, had 

higher-status jobs, and were assigned stereotypical personality traits.   

2.2.4 Second phase studies  

 Second phase studies aimed at evaluating and highlighting any progress made in gender 

representation in EFL textbooks. Almost all the studies in this phase are quantitative in 

nature, with a focus on linguistic analysis in order to get an accurate view of any changes 

that occurred regarding male and female representation (e.g. Bag & Bayyurt, 2015; Khurshid 

et al., 2010; J. F. K. Lee, 2014, 2016; Mukundan & Nimehchisalem, 2008). Some of the 

studies at this phase (Bag & Bayyurt, 2015; M. Cook, 2015; Gümüşoğlu, 2008; Healy, 2009; 

J. F. K. Lee, 2014; Mukundan & Nimehchisalem, 2008; Yang, 2011) are follow up studies 

to previous published works, while others (Khurshid et al., 2010; J. F. K. Lee, 2016; J. F. K. 

Lee & Collins, 2008, 2010; Shah, 2012; Ullah & Skelton, 2013) are evaluative studies of 

educational reform policies. Most of the studies of this phase (M. Cook, 2015; Healy, 2009; 

J. F. K. Lee, 2014, 2016; J. F. K. Lee & Collins, 2008, 2010; Yang, 2011) emerged from 

Southeast Asia, mainly Japan and China. Very few studies were conducted in countries with 

a majority of Muslim population, such as Turkey, Pakistan, or Malaysia (Bag & Bayyurt, 

2015; Gümüşoğlu, 2008; Khurshid et al., 2010; Mukundan & Nimehchisalem, 2008; Shah, 

2012; Ullah & Skelton, 2013). No studies were found in the Arabic-speaking or GCC 

countries. The results of some studies (M. Cook, 2015; Healy, 2009; J. F. K. Lee, 2014, 

2016; J. F. K. Lee & Collins, 2008, 2010; Yang, 2011) reported minimal improvements in 

the representation of gender in EFL textbooks, while others, especially the ones in Islamic 

countries, (Gümüşoğlu, 2008; Khurshid et al., 2010; Mukundan & Nimehchisalem, 2008; 

Shah, 2012; Ullah & Skelton, 2013) reported no improvements at all.  

A total number of three studies emerging from Pakistan (Khurshid et al., 2010; Shah, 2012; 

Ullah & Skelton, 2013) assessed developments made on the status of gender representation 

in EFL textbooks after Pakistan’s educational reforms in 2001. The educational reforms were 

a result of the Pakistani government’s agreement of the UNESCO Education for All goals 

(Blumberg, 2015). In consequence, the Ministry of Education clearly stated that “efforts will 

be made to eliminate gender bias in textbooks and curriculum” (Ministry of Education in 
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Pakistan, 2003, p. 22). Unfortunately, despite the Pakistani Ministry of Education efforts, all 

the studies reported that no improvements in gender representation in EFL textbooks were 

found.     

Nearly a decade after the findings of Mirza (2004) and the curriculum reforms in 2001, 

Khurshid, Gillani and Hashmi (2010), Ullah and Skelton (2013), and Shah (2012) tried to 

measure progress in gender representation in textbooks in Pakistan. The researchers analysed 

different locally designed textbooks of Urdu, English, and social studies. The findings of the 

studies revealed that the ministry’s initiatives have done little to improve the quantity and 

quality of female representation in Pakistan’s textbooks. Females were underrepresented in 

all of the sample textbooks. Females comprised 28% of the characters in the textbooks, 4% 

of the images related to fiction, and 10 % in topics related to history (Khurshid et al., 2010; 

Shah, 2012). Also, both genders were shown in stereotypical roles. Women were depicted 

in the traditional stereotypical gender roles which involve “the three Cs – cooking, cleaning 

and child rearing” (Ullah & Skelton, 2013, p. 187). Women were rarely depicted in a leading 

position (Shah, 2012), while men were depicted in the public domain as breadwinners, 

spiritual leaders, and political leaders (Khurshid et al., 2010). Moreover, the researchers 

highlighted a tendency in the textbooks to depict conventional, male-dominated family 

systems, in which males, regardless of their age, act as the primary authority figure, and 

control family affairs, women, children, and property (Ullah & Skelton, 2013). 

The status of gender representation in EFL textbooks in Turkey is not different from 

Pakistan. Studies that analysed EFL textbooks used in Turkey reported that the status of 

female underrepresentation has not improved since the 1950s (Gümüşoğlu, 2008). 

Gümüşoğlu tried to evaluate any improvements in gender representation in textbooks in 

recent years (Gümüşoğlu, 1996, 2008). The two studies used a large sample of EFL 

textbooks from 1928 to 2008. The results of the analysis found that women and men were 

represented in an equal manner, and any stereotypes were avoided in textbooks used from 

the first years of the Turkish Republic until the1950s. However, women and men were given 

stereotypical roles in textbooks used after the 1950s. Women were depicted as homemakers, 

while men were depicted as decision-makers. In recent years, according to Gümüşoğlu 

(2008), the position of the depiction of women in textbooks seems to be worse than it was 

in the19950s. Bag and Bayyrut (2008) conducted a study investigating gender representation 

in locally designed EFL textbooks used in primary schools in Turkey. The content analysis 

showed that there was an unequal representation of gender in the textbooks. Seven years 

later the researchers conducted a follow-up study evaluating any improvement or change in 
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the content of EFL textbooks in Turkey (Bag & Bayyurt, 2015). The content analysis showed 

that, although there have been some improvements in terms of gender equality and equity, 

there was still inequity and stereotypical representation of gender. The analysis showed 

occasional examples of female subordination, such as women asking their husbands 

permission to buy a new coat.  

Similarly, no improvements in the position of gender representation in EFL textbooks has 

been found in Malaysia.  Mukundan and Nimehchisalem (2008) conducted a follow-up study 

of Seng (2003) and Chandran and Adbudllah (2003). The researchers explored four EFL 

textbooks taught in Malaysian schools. The quantitative analysis showed that there was no 

improvement in gender representation. Male characters continued to be overrepresented in 

the textbooks. There were more words referring to male characters than to female characters. 

Male characters spoke more, talked first, and frequently excluded females from the 

conversations they had with members of their own gender.  

In contrast, the findings of the studies emerging from Japan and China showed significant 

improvements in the quantity of female representation in EFL textbooks. All of the studies 

aimed at evaluating whether the Chinese and Japanese governments’ attempts to promote a 

gender-equal society had any effect on gender representation in EFL textbooks. Despite the 

governments’ policies for equal opportunities to both genders, the studies reported 

occasional stereotypical representations of both genders in textbooks.   

Lee and Collins (2008) compared 10 locally designed EFL textbooks published in the late 

1980s and early 1990s with EFL textbooks published in the early 2000s. In comparing the 

textbooks, the authors explored whether the passing of the Sex Discrimination Ordinance in 

1995, the establishment of the Equal Opportunities Commission in 1996, and the Women’s 

Commission in 2001 had any effect on the representation of gender in EFL textbooks in 

China. The results showed improvement in the ratio of female representation.  However, 

there was a perpetuation of stereotyped images of women as weaker than men, and as 

operating primarily within domestic rather than social domains. Two years later, the author 

widened the scope of the study by comparing gender representations in EFL textbooks used 

in China to those used in Australia. Consequently, Lee and Collins (2010) explored the 

effects of the gender-awareness movements in Australia and Hong Kong. The gender 

awareness-movement in Australia was driven by the women's movement in the 1980s, while 

in Hong Kong the movement was driven mainly by government policy changes in the 1990s. 

The researchers explored the potential impact of the awareness movements and educational 
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policy reforms on the EFL textbooks by comparing 10 textbooks used in Australia and Hong 

Kong published after 1997. The results of the study showed improvements with regard to 

gender representation in both textbooks. There were significantly more females in Hong 

Kong textbooks (51.1%) than in Australian textbooks (41.6%). Also, there were attempts to 

use gender-inclusive language in all textbooks, e.g. the use of (they) when referring to a male 

and female couple rather than (he and she). Although both contexts (Australia and Hong 

Kong) showed improvement in the quantity of female representation in textbooks, the usual 

stereotypical patterns were still extant. Women were depicted in a narrower set of social 

roles and presented as more passive and home-bound than men.  A year later, Yang (2011) 

reported some improvements in the representation of gender in EFL textbooks in Hong 

Kong. The findings were surprisingly positive; females and males were almost equally 

included and depicted in a similar range of activities. Also, females were remarkably more 

visible than males in both illustrations and text. One constraint of Yang’s (2011) study, 

however, is that it was limited in scope: only two volumes of a primary textbook, with a total 

number of 124 pages, was examined. Thus, Lee (2014) is a follow-up study to Lee and 

Collins (2008), Lee and Collins (2010), and Yang (2011). To get an accurate measurement 

of changes in gender representation over time, the author compared two series which have 

the same titles, written by the same authors, and published by the same publisher in two 

different eras:  1988 and 2005.  The statistical analysis showed a significant increase in the 

female appearance visually and textually in the 2005 series. The 2005 series was balanced 

in terms of the number of female characters, images, and female pronouns. On the other 

hand, the analysis showed slight improvement in the representation of gender roles between 

the two series.  There has been a 7.7% rise in the number of female characters participating 

in social domains in the 2005 series. Also, the analysis showed no significant improvement 

in the average ratio of female-to-male firstness between the two series. The study recorded 

an overall tendency for males to be presented before females in both series.  

The studies occurring in Japanese context highlighted a significant improvement in the 

frequency of female visibility in EFL textbooks. Healy (2009) is a follow-up on studies 

conducted in the 1960s, 1970s, 1980s, and 1990s (Byrd, 2001; Hartman & Judd, 1978; Jones 

et al., 1997; Porreca, 1984). The researcher revisited all of the previous studies and evaluated 

current EFL textbooks to check “if textbook authors and publishers have continued to 

produce gender fair books” (Healy, 2009, p. 93). The results showed overall improvement 

in gender representation in recently published textbooks, and also improvement in terms of 

occupational representation and linguistic sexism. Women were represented in occupations 
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ranging from traditional jobs such as teachers to high-esteemed jobs such as architects. The 

linguistic analysis also revealed a fair representation of the number of male and female 

pronouns. Similarly, Cook (2015) published a quantitative paper as a follow-up to a previous 

study written by the author 10 years previous (M. Cook, 2005). The author tracked changes 

concerning gender bias in EFL textbooks taught in Japan.  The results showed a great 

improvement in terms of female visibility. Females and males took the same number of turns 

in conversations, and both genders were depicted engaging in a wide range of activities. 

Unlike Cook (2015) and Healy (2009), Lee (2016) reported slight improvements in gender 

representation in EFL textbooks in Japan. The study analysed four popular locally designed 

EFL series published after the Japanese gender policy reforms in 2006. The author used 

corpus linguistic tools to investigate improvements concerning linguistic sexism in the 

series. The findings revealed a slight improvement in the use of gender-neutral vocabulary, 

like “businessperson”, and the use of the neutral title “Ms” to address women. However, 

there were substantially more occurrences of masculine pronouns than feminine pronouns. 

Also, women were often defined in terms of their relationship to men. The corpus analysis 

showed a tendency to describe females in terms of their age, appearance, and emotions. On 

the other hand, men were portrayed by the textbook writers with a range of adjectives which 

are associated with physical and mental strength, success, and wealth.    

2.2.5 Third phase studies  

Studies in the third phase extended the focus beyond gender representation in EFL textbooks 

to include the teacher’s usage of the textbook in classrooms. A relatively small body of 

literature, compared to first and second phase studies, was found in this phase. A total of 12 

studies emerged from various contexts including Poland (Pakuła et al., 2015; Pawelczyk & 

Pakuła, 2015), Uganda (Barton & Sakwa, 2012), Pakistan (Mirza, 2004; Shah, 2012; Ullah 

& Ali, 2012), Iran (Yaghoubi-Notash & Kooshavar, 2013), and Turkey (Kızılaslan, 2010). 

Only three studies (Al-Taweel, 2005; Eslami et al., 2015; Eslami & Hasan, 2012) were 

conducted in Arabic-speaking countries, such as Jordan and Qatar, however, not a single 

study has been carried out in Saudi Arabia to date. Third phase studies can be grouped into 

two types. The first type of study focused on teachers’ talk around the text. Such studies 

observed teachers’ teaching practices when teaching a gendered text in the classroom. Only 

four studies (Barton & Sakwa, 2012; Pakuła et al., 2015; Pawelczyk & Pakuła, 2015; 

Sunderland et al., 2000) focused on teachers’ talk around the text were found in this phase. 

All of these studies were qualitative in nature, and employed classroom observation and field 
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notes to collect data, and CDA as an analytic tool. The results revealed a resistance from 

teachers in terms of discussing gender-related topics in EFL classrooms. The second type of 

study in the third phase focused on exploring teachers’ perceptions of gender representation 

in EFL textbooks. Second type studies were varied in research methodology, few studies 

were qualitative in nature (Eslami et al., 2015; Kızılaslan, 2010; Ullah & Ali, 2012), while 

the majority were quantitative studies (Al-Taweel, 2005; Eslami & Hasan, 2012; Mirza, 

2004; Shah, 2012; Yaghoubi-Notash & Kooshavar, 2013) . The qualitative studies (Eslami 

et al., 2015; Kızılaslan, 2010; Ullah & Ali, 2012) used interviews and content analysis, while 

the quantitative ones (Al-Taweel, 2005; Eslami & Hasan, 2012; Mirza, 2004; Shah, 2012; 

Yaghoubi-Notash & Kooshavar, 2013) used questionnaires and statistical analysis to explore 

teachers’ views on gender representation in EFL textbooks. The results of the studies were 

contradictory. Few studies (Eslami & Hasan, 2012; Mirza, 2004) reported that teachers were 

aware of the gender stereotypes in textbooks, while the majority  (Al-Taweel, 2005; Eslami 

et al., 2015; Kızılaslan, 2010; Shah, 2012; Ullah & Ali, 2012; Yaghoubi-Notash & 

Kooshavar, 2013) found a lack of awareness of gender representation in EFL textbooks 

among teachers.    

A small number of studies (Barton & Sakwa, 2012; Pakuła et al., 2015; Pawelczyk & Pakuła, 

2015; Sunderland et al., 2000) emerged from Europe and Africa investigating teachers’ talk 

around the text. The studies were inspired by Sunderland’s (2000b)  article “New 

Understandings of Gender and Language Classroom Research: Texts, Teacher Talk and 

Student Talk” . In her article, Sunderland (2000b) asserted that “research on gender 

representation in textbooks should not mark the end of the road, more research is needed 

investigating the effect of that representation” (Sunderland, 2000b, p. 153). Moreover, she 

highlighted the importance and the high effectiveness of a teacher when focusing on the 

“teacher talk around the text”, which encourages researchers to observe what teachers do 

and say about a gendered text in the classroom (Sunderland, 2000b, p. 153).  Sunderland 

argued “a text is arguably as good or as bad as the treatment it receives from the teacher who 

is using it” in the classroom (Sunderland, 2000b, p. 155). Even the most gendered text can 

be rescued when it is used critically by the teacher; such gendered texts can be used to raise 

students' awareness of gender stereotypes (Sunderland, 2000b).  

Following Sunderland’s (2000b) theoretical and methodological approach of teachers’ talk 

around the text, a number of studies from Europe observed teachers’ talk around the text in 

classrooms in Poland (Pakuła et al., 2015; Pawelczyk & Pakuła, 2015), Portugal, Greece, 

and the UK (Sunderland et al., 2000). The aim of the observation was to see how teachers 
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consumed gendered texts inside the classroom, and to check if teachers used any gender-

critical points mentioned in the texts in order to open classroom discussions. The researchers 

chose a gendered text and observed different teachers teaching the same gendered texts. The 

researchers recorded the classroom interaction and used multi modal discourse analysis to 

analyse the data. The results showed that EFL teachers chose to ignore the gendered texts in 

all of the classrooms. The researchers found that teachers rarely responded to gendered 

portrayals of women and men in textbooks. There was hardly any negotiation of the 

stereotypical gender portrayals during EFL classroom interactions. When interviewed, the 

teachers made it clear that they were aware of the biased representation of women and men 

in the textbooks (Pakuła et al., 2015; Pawelczyk & Pakuła, 2015; Sunderland et al., 2000).  

However, the teachers reported that discussing gender stereotypes in the classroom might 

distract students' attention, because the main aim in EFL classrooms was grammatical 

accuracy (Pakuła et al., 2015; Sunderland et al., 2000).  

Only one study emerged from Africa exploring teachers’ talk around the text. Barton and 

Sakwa (2012) observed two teachers dealing with a gendered text discussing forced marriage 

in classrooms in Uganda. The results were opposite to the results of the studies conducted 

by (Pakuła et al., 2015; Pawelczyk & Pakuła, 2015; Sunderland et al., 2000). The two 

teachers did not ignore gender-critical points in the text altogether; they responded to the 

texts, but in an unpredictable way. Both teachers failed to use the text as a vehicle for 

promoting gender-inclusive attitudes. Rather than using the text to discuss gender issues, the 

text became simply “the material for a joke” (Barton & Sakwa, 2012, p. 184). The teachers 

asked students to give an exaggerated performance of scenes from the text, discriminated 

between male and female students during classroom discussions, and resisted sharing their 

views with students about the gender critical points in the classroom. When interviewed, the 

teachers stated that it’s unethical to share their own views about gender-related issues 

because these views would influence students’ thinking. 

Three studies (Mirza, 2004; Shah, 2012; Ullah & Ali, 2012) explored teachers’ perceptions 

of the representation of gender in EFL textbooks in Pakistan. A large sample of teachers 

from 34 schools in Pakistan participated in a questionnaire conducted by Mirza (2004). The 

statistical analysis revealed that the majority of teachers (57%) were aware of the biased 

representation of gender in textbooks. About half of the teachers (54.2%) believed that 

textbooks in Pakistan were encouraging female students to drop out of schools. When asked 

to share suggestions for promoting gender equality in textbooks, 13.3% of the teachers 

suggested that more female characters should be included; 11.1% suggested more female 
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role models should be included; 8.8% suggested domestic skills should be included in the 

curriculum; only 1.66% of the teachers suggested presentation of female characters in a 

variety of occupations. In contrast, the results of Shah (2012) contradicted Mirza’s (2004) 

findings. Shah (2012) collected data in the form of a questionnaire presented to teachers 

from four cities in Pakistan. The quantitative data revealed that teachers did not notice the 

biased representation of gender “due to the approved social norms” of the gender roles in 

Pakistani society (Shah, 2012, p. 125).  Most of the responses indicated that teachers were 

“unaware and in-sensitive of the non-inclusion of women in the textbooks” (Shah, 2012, p. 

125). Ullah and Ali (2012) interviewed 28 male and female educationists from Pakistan. The 

participants included textbook publishers, ministry of education officials, and teachers. The 

researchers found what they described as a remarkable degree of “gender blindness” (Ullah 

& Ali, 2012, p. 223). The results of the study concluded that the research respondents ignored 

the gender representation in textbooks. Many of the respondents viewed the biased gender 

representations in EFL textbooks as an accurate depiction of Pakistani society. 

Consequently, the participants, male and female, were not devoted to eliminating gender 

bias in textbooks. When asked about their views about gender roles, half of the respondents 

viewed teaching and nursing as the best professions for women.  

The results of Al Taweel (2005) , Kızılaslan (2010), and Yaghoubi-Notash and Kooshavar 

(2013) were similar to the findings of Shah (2012) and Ullah and Ali (2012). Al Taweel 

(2005) collected questionnaire responses from 77 male and female teachers from 24 schools 

in Jordan. The results of the questionnaire showed that teachers were not aware of the biased 

representation of gender in the textbooks. Consequently, teachers did not see the need for a 

stronger representation of women in textbooks.  On the other hand, the responses to the 

questionnaire indicated that more than half of the teachers were aware of students’ 

unconscious sensitivity to sexism; but teachers still did not see sexism clearly in the 

textbooks. An overall number of 30 male and female teachers participated in a survey 

conducted by Yaghoubi-Notash and Kooshavar (2013). The survey aimed to evaluate 

teachers' knowledge of gender representation in EFL textbooks in Iran. The statistical 

analysis showed a lack of awareness of the gender representation in textbooks among 

teachers. The results demonstrated that male teachers were less aware of gender issues than 

female teachers. Kızılaslan (2010), on the other hand, asked 68 teachers to critically evaluate 

two texts from a locally designed EFL textbook in Turkey. The teachers were given no clue 

that the text was gendered. The findings revealed that only a few teachers reported the 

gender-biased nature of the texts, while most of the teachers reported other pedagogical 
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aspects. When interviewed about possible reasons for not noticing gendered texts, the 

teachers reported that the stereotypical roles had been normalized in Turkish society, and 

they accepted the stereotypical roles without questioning. Also, the teachers showed a 

preference to turn a blind eye on the gender representation in textbooks, and to avoid 

classroom discussions on the portrayal of males and females in textbooks, because they 

perceived it potentially controversial.  

Two studies were conducted in Qatar evaluating teachers’ awareness of gender 

representation in EFL textbooks. Eslami and Hasan (2012) collected survey data from 163 

randomly selected EFL male and female teachers in Qatar. The survey data were analysed 

through T-tests. The results showed that the majority of teachers (86.8% male teachers, 

88.7% female teachers) affirmed the importance of textbooks in Qatari schools. Also, 

teachers showed some awareness regarding the presence of gender stereotyping in textbooks. 

However, a significant difference between male and female teachers’ awareness of gender 

stereotyping in textbooks was found. Female teachers were more aware of gender inequality 

in textbooks than their counterparts. A follow-up study (Eslami et al., 2015) was conducted 

to extend the quantitative focus of Eslami and Hasan (2012). The researchers employed a 

qualitative analysis of the collected interview data from 30 male and female teachers in 

Qatar. The qualitative results revealed a lack of awareness of the gender representation in 

EFL textbooks among teachers, contradicting the results of the study conducted by Eslami 

and Hasan (2012). The interview data showed that some teachers had minimal awareness of 

gender stereotyping in textbooks, while others denied or ignored gender stereotypes’ 

existence in textbooks. Also, teachers presumed that textbooks do not influence how students 

see gender roles. Instead, teachers viewed family as the primary influence in shaping 

students' views of gender.  

The above literature review reported a lack of awareness among EFL teachers in teaching 

and identifying gendered texts. In order to further explore the EFL teacher’s negotiation of 

gender representation in EFL textbooks, the following section reviews the literature related 

to EFL teachers’ professional identity.  
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 EFL teachers’ professional identity  

2.3.1 Introduction  

This section reviews the literature related to EFL teachers’ professional identity. First, it 

starts by discussing two schools of thoughts, the sociocultural and the postmodern, which 

have influenced the notion of identity construction (section 2.3.2). Then, section (2.3.3) 

identifies the empirical studies exploring the role of gender representation in EFL textbooks 

in identity construction. In section (2.3.4), EFL teachers’ professional identity is defined. 

Finally, section (2.3.5) reviews the empirical studies investigating EFL teachers’ 

professional identity in general, while section (2.3.6) is concerned with scholarships 

exploring female EFL teachers’ professional identity in particular.  

2.3.2  Identity construction: General overview  

Identity has become one of the most frequently employed concepts in the field of social 

sciences and humanities (Bendle, 2002) , and in the fields of education (Barkhuizen, 2017; 

Beijaard et al., 2000, 2004; Clarke, 2009; Gee, 2000; Morgan & Clarke, 2011) and applied 

linguistics (Belcher & Lukkarila, 2011; D. Block, 2007; Cummins, 2006; Dörnyei & 

Ushioda, 2009; Fleming, 2003; Menard-Warwick, 2005; Norton, 2000; Pavlenko & 

Blackledge, 2004). According to Norton (1997), identity is “the desire for recognition, the 

desire for affiliation, and the desire for security and safety” (Norton, 1997, p. 410). Thus, 

such a desire is crucial for humans, and the notion of identity has been vigorously discussed 

in social theory as a result. There are two major  schools of thought which have influenced 

the notion of identity: the sociocultural and the postmodern (Hall, 1992; Zembylas, 2003b). 

2.3.2.1 The sociocultural approach to identity formation  

In this view, identity construction is perceived as a dynamic process affected by sociocultural 

contexts (Duff & Uchida, 1997; Leung et al., 1997). The advocates of this school of thought; 

such as Stets and Burke (2000), Tajfel and Turner (1986), Mead (1934) , Erikson (1968), 

and Hogg and Abrams (1988) support the belief that identity is formed through the 

interaction between self and society. This means that individuals identify themselves through 

the societal values and culture of the place they live in. In other words, individuals 

“internalize” their societal values and make the values part of themselves, then they 

“externalize” these values through actions in the social world (Hall, 1992, p. 284). 
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Some scholars (Benwell & Stokoe, 2006; Hogg & Abrams, 1988; Mead, 1934; Tajfel & 

Turner, 1986) view identity formation as an encounter between the individuals’ membership 

in a society, their participation, and the role they play in social relationships. To them, 

identity is the sum of the individual’s relationships, emotions, and culture. Hogg and Abrams 

(1988) argue that identity is a person's knowledge that he or she belongs to a social category 

or group. Such a knowledge implies that identity construction is as a result of social 

communication in a social setting (Mead, 1934). Tajfel and Turner (1986) detail the process 

of identity construction by explaining that identity evolves as individuals participate or act 

as members of a group. This participation leads towards the conceptualization of collective 

identities when an individual identifies with a group and builds up a sense of group 

membership. Benwell and Stokoe (2006) conclude that identity is whatever people agree to 

be in any given historical and cultural context.   

However, Erikson (1968) and Stets and Burke (2000) highlight a relationship between the 

self and identity. They consider identity construction as a process that stems from an 

individual’s interior. To Erikson (1968), identity expands from the inner sense of self to 

include social and external factors. Stets and Burke (2000) explained that identity is 

“composed of the self-views that emerge from the reflexive activity of self-categorization or 

identification in terms of membership in particular groups or roles” (Stets & Burke, 2000, p. 

225). “Self, then, might be thought of as the meaning maker and identity as the meaning 

made” (Lauriala & Kukkonen, 2005, p. 200).    

From the above sociocultural views, one can infer that the notion of identity is seen as 

fragmented, amalgamated, and composed in accordance with the society the individual is 

living in. However, despite the strong emphasis on the influence of culture and society on 

identity, it can be seen from the above definitions that the sociocultural approach has not 

paid much attention to the role of power in mediating between identity and society. In 

consequence, the postmodernist approach laid out the foundations of the role of power in 

identity construction.  

2.3.2.2 The postmodernist approach to identity formation 

The postmodernist scholars (e.g. Butler, 2011; Clarke, 2009; Davies & Harré, 1990; Sfard 

& Prusak, 2005; Tsung & Clarke, 2010) view identity formation as a dynamic process of 

surrounding discourses, experiences, and emotions. In this regard, identity is the product of 

dominant discourses that are tied to social arrangements and practices (Foucault, 1972). As 

a result, identity changes over time as discourses change; and as the cultural representation 
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multiplies, the individual is constantly offered new identities (Hall, 1992; Zembylas, 

2003b).This means that the processes of identity formation is intimately related to the 

discourses and the communities that the individual lives in. 

Davies and  Harré (1990) argue that identity is constructed by being positioned within pre-

existing discourses and ongoing social conversations. Sfard and Prusak (2005) support these 

views when stating that “identity is connected with how collective discourses shape personal 

worlds and how individual voices combine into the voice of a community” (Sfard & Prusak, 

2005, p. 15).  Marsh (2003) describes the process of identity construction by stating “we are 

continually in the process of fashioning and refashioning our identities by patching together 

fragments of the discourses to which we are exposed” (Marsh, 2003, p. 8).  In consequence, 

Clarke (2009) concludes that “identities are thus partly given yet they are also something 

that has to be achieved, offering a potential site of agency within the inevitably social process 

of becoming” (Clarke, 2009, p. 187).  

Both Butler (2011) and Tsung and Clarke (2010) highlight the effect of powerful discourses 

in communities in constructing identity. Tsung and Clarke (2010) state that “identities are 

multiple and diverse as the different practices and settings we engage in” (Tsung & Clarke, 

2010, pp. 59–60). Consequently, Butler (2011) explain that identity is produced in specific 

historical and institutional sites. Such sites have specific discursive formations, practices, 

and social linguistic resources that surround any individual. This makes an individual 

position him/herself within the surrounding discourses, and highlight any difference between 

him/her and the discourses. Thus, identity is dependent on the individual’s self-definition of 

what he/she is not (Tsung & Clarke, 2010). “Just as the meaning of black requires the 

contrastive existence of white, so identity relies on difference for its specification” (Tsung 

& Clarke, 2010, pp. 59–60).  

From the above views, one can infer that the notion of identity has been changed or, in more 

accurate words, problematized. Identity has shifted from being defined or as Lauriala and 

Kukkonen (2005, p. 200) refer “made” within the individual to being defined within the 

discourses surrounding the individual. Such a shift dislocates the self from being the centre 

of identity. In this research, I follow the definition of identity offered by the above scholars: 

Clarke (2009), Davies and Harré (1990), and Butler (2011). These scholars highlighted the 

notion of power in shaping the process of identity construction. Such a view has been 

influenced by Foucault’s works, Discipline and Punish: The Birth of the Prison (1975) and 

The Archaeology of Knowledge (1972), when arguing that discourse is tied to power. Power 

in Foucault’s view does not necessarily mean a negative force; it is not a tool of oppression. 
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As he states "I am not referring to Power with a capital P, dominating and imposing its 

rationality upon the totality of the social body. In fact, there are power relations. They are 

multiple; they have different forms, they can be in play in family relations, or within an 

institution, or an administration” (Foucault, 1988, p. 38). Foucault (1972, 1975) offers five 

important characteristics about the nature of power that are applicable to this research. First, 

according to him, power is more of a strategy than a possession. Power is not a thing that 

belongs to anybody; it is something that can be exercised and manifests itself in a certain 

way (Bălan, 2010). For example, the educational institution, based on Foucault’s (1972, 

1975) view, is not mainly something that owns power, but rather something which builds a 

system of relations between individuals so that the institutional policy works. Second, 

Foucault (1972, 1975) views power as a system or a network of relations between different 

fields, institutions, bureaucracies, and stakeholders. Consequently, power becomes fluid and 

changeable. It can flow very quickly from one point to another, depending on changing 

alliances and circumstances (Bălan, 2010). Third, Foucault (1972, 1975) asserts that power 

comes from below. He explains that the types of power relationships that result in hegemonic 

groups are sustained by local power relationships from below. He states that: “one must 

suppose rather that the manifold relationships of force that take shape and come into play in 

the machinery of production, in families, limited groups, and institutions, are the basis for 

wide-ranging effects of cleavage that run through the social body as a whole” (Foucault, 

1978, p. 94). In this view, power is disciplinary rather than sovereign. It comes from the 

individual’s self with her/ his own consent. People internalize the surrounding discourses of 

social and cultural norms to discipline themselves. As a result, people’s behaviour is not 

regulated by the threat of legal punishment; it is normalized by the social and cultural codes 

around them. Fourth, knowledge and power are interlinked. Foucault (1978) states that “we 

should admit rather that power produces knowledge (and not simply by encouraging it 

because it serves power or by applying it because it is useful); that power and knowledge 

directly imply one another” (Foucault, 1978, pp. 27–28). This means that the way people 

come to understand the world, the way they behave, the values and aspirations they develop 

and the way they react to events; all of these things work as sources of knowledge to 

normalize people (Hewett, 2004). These surrounding norms decide what is normal and what 

is abnormal. In consequence, people internalize the surrounding ideas, cultural norms, and 

values, and normalize themselves accordingly. Thus, people’s identities are produced by, 

and subject to, the forces of power. Their identities are not only influenced by their personal 

characteristics, learning history, prior experiences, and beliefs, but also by professional 

contexts, colleagues, or knowledge, skills, and institutional attitudes (Beauchamp & 
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Thomas, 2009; Beijaard et al., 2004; Cooper & Olson, 1996; Flores & Day, 2006; Hong, 

2010; Olsen, 2011, 2016; Schepens et al., 2009). Fifth, power is always accompanied by 

resistance (Foucault, 1972, 1975). This means that the power relations between individuals 

cannot be reduced to master versus slave or oppressor versus victim. In fact, the power 

relations between individuals produce resistance (Hewett, 2004).   

Therefore, several studies (e.g. Barkhuizen, 2016; Benwell & Stokoe, 2006; Clarke, 2006, 

2009; Davies & Harré, 1990; Ibrahim, 1999; Khoddami, 2011; Park, 2009, 2012) were 

conducted exploring the forms of power that affect identity construction. It has been found 

that several dimensions contribute in shaping the identity, leaving the individual bewildered 

by the range of possible identities (refer to section 2.3.5). As a result, the “fully unified, 

completed, secure and coherent identity is a fantasy” (Hall, 1992, p. 277). This research 

contributes to this field by exploring the dimensions that contribute in shaping the identity 

of female teachers in SA.   

2.3.3  Identity in EFL textbooks   

Although the notion of identity has been explored since the Renaissance era, the study of 

identity construction in EFL textbooks is a relatively recent phenomenon in applied 

linguistics (Shardakova & Pavlenko, 2004). Almost all of the studies investigating the role 

of EFL textbooks in identity construction focused on the EFL learners rather than the 

teachers. For example, Canagarajah (1993), Durham (1995), Kramsch and von Hoene 

(2001), and Shardakova and Pavlenko (2004) explored the range of social identities offered 

to students in foreign language textbooks, and the students’ perceptions of identity options 

offered to them. The results of the studies revealed that textbooks portrayed cultural 

stereotypes that offer oversimplified, stereotyped identity options for students. The 

researchers argued that these identity options may influence, and at times even shape, the 

students’ motivation in learning the second language. Dörnyei (2001) asserts that “students 

will not be motivated to learn unless they regard the material they are taught as worth 

learning” (Dörnyei, 2001, p. 63). This means that biased gender representation in textbooks 

reduces female students’ intrinsic motivation to learn English language. Intrinsic motivation, 

in this study, is defined as the extent to which the student works or strives to learn the 

language for its own sake in order to experience the satisfaction experienced in this activity 

(Dörnyei, 2001).  In addition to learners’ intrinsic motivation, Gray (2013) explained that 

textbooks are ideological artefacts which tend to create, endorse, and reproduce existing 

power relations particularly with regard to gender. Although the message that textbooks 



Chapter 2 

49 

convey about gender may appear old fashioned; e.g. the boys are more professional than 

girls, such representations generate social meanings, restraints, and cultural values which 

shape students’ roles outside the classroom (Gray, 2013). Following this argument,  

numerous studies showed that biased gender representation in textbooks could negatively 

affect learners’ comprehension of the textbooks (Crawford & English, 1984; Good et al., 

2010), as well as their academic and career choices(Bazler & Simonis, 1991; Briere & 

Lanktree, 1983; Potter & Rosser, 1992), understanding of social equality, and development 

of social values, behaviour, and self-esteem (Amare, 2007; Frasher & Walker, 1972; 

Macaulay & Brice, 1997; Mukundan & Nimehchisalem, 2008; Peterson & Lach, 1990). The 

results of Latif (2009) and Rind (2015) showed that gendered representation in textbooks 

can limit female students' actions and interactions with textbooks, peers and teachers. The 

studies revealed that gendered representations in EFL textbooks in Pakistan affect the female 

students' identity. As a result of the gendered representation in EFL textbooks, “female 

students in the ESL class start losing interest in the topic as learners, and feel degraded as 

women. While they may have joined the class with the aim of improving [their] English 

speaking skills, female students are eventually only concerned with passing time until the 

class is over” (Rind, 2015, p. 7). Similarly, many researchers (e.g. Blumberg, 2015; Gharbavi 

& Mousavi, 2012; Mukundan & Nimehchisalem, 2008; Mustapha, 2013; Norton, 2000; 

Sunderland, 2000b; Sunderland et al., 2002; Ullah & Skelton, 2013) confirmed that biased 

representation of gender has damaging pedagogical consequences on female students’ 

identity. Gharbavi and Mousavi (2012) argued that biased representations of gender have 

deleterious effects on female students’ identity. These effects include “ feelings of exclusion, 

devaluation, alienation and lowered- expectations” (Gharbavi & Mousavi, 2012, p. 42). 

Norton (2000) added that female learners may also experience denial or misunderstanding, 

because they lack the necessary linguistic competence to negotiate, represent, and defend 

their identities against the stereotypical representations.  

Despite the growing body of literature discussing the negative impacts of gender 

representation in EFL textbooks on learners’ identity, none of these studies investigated the 

role gendered representation plays in shaping EFL teachers’ identity in general, and 

professional identity in particular. As the above discussion showed, almost all of the studies 

investigating the role of EFL textbooks in identity construction focused on the EFL learners 

rather than the teachers. Furthermore, the reason behind the absence of EFL teachers in such 

studies is not known. As a result, Pillen, Den Brok, and Beijaard (2013) call for further 

research investigating the factors which shape EFL teachers’ professional identity. They 
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argue that typical EFL teachers’ problems, whether administrative or pedagogical, are 

generally considered resolvable. However, professional identity tensions, especially 

between how the teachers sees themselves as people and as professionals, are complex to 

cope with because they challenge teachers’ feelings, values beliefs, and perceptions. Hence, 

this research bridges the gap by exploring the role gender representation in EFL textbooks 

plays in shaping the female EFL teachers’ professional identity in SA.  

2.3.4 Defining EFL teachers’ professional identity 

 A major hurdle in gaining an understanding of teachers’ professional identity is finding a 

well-established definition. In a review of teachers’ professional identity, Beijaard, Meijer, 

and Verloop (2004) note the absence of a definition for teachers’ professional identity in 

several works. This absence is a result of the strong association between identity and several 

influencers inside and outside the individual. According to Beauchamp and Thomas (2009), 

One must struggle to comprehend the close connection between identity and the 
self, the role of emotion in shaping identity, the power of stories and discourse in 
understanding identity, the role of reflection in shaping identity, the link between 
identity and agency, the contextual factors that promote or hinder the construction 
of identity, and ultimately the responsibility of teacher education programs to create 
opportunities for the exploration of new and developing teacher identities. 
(Beauchamp & Thomas, 2009, p. 176)  

Despite the difficulty in developing a well-established definition of teachers’ professional 

identity, many scholars (e.g. Beauchamp & Thomas, 2011; Beijaard et al., 2004; Britzman, 

2003; Clarke, 2009; Flores & Day, 2006; Morton & Gray, 2018; Stronach et al., 2002; Trent, 

2014) attempted to give a definition by highlighting different characteristics of teachers’ 

professional identity that can be applicable to this research. 

 First, teachers’ professional identity is a flexible, ongoing and dynamic process of 

interpretation and reinterpretation of one’s own values and experiences (Beijaard et al., 

2004; Britzman, 2003; Danielewicz, 2001; Flores & Day, 2006; Schutz et al., 2007; 

Varghese, 2017; Zembylas, 2003a). This means that professional identity construction is a 

negotiation between inside the teacher and the outside sociocultural, political, and 

educational context (Barkhuizen, 2017; Britzman, 2003; Stronach et al., 2002) . Britzman 

(2003) emphasizes that the formation of professional identity is a dynamic process of the 

negotiation of “conflicting visions, disparaging considerations, and contesting 

interpretations” of what it means to be a teacher (Britzman, 2003, p. 26). There is a large 

body of literature (e.g. Beauchamp & Thomas, 2011; Clarke, 2008, 2009; Marsh, 2003; 
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Trent, 2014; Varghese, 2017) acknowledging the aspect of negotiation in professional 

identity construction. Clarke (2008) explains that teachers in crafting their professional 

identities, “are not creating something out of nothing” (Clarke, 2008, p. 92). Rather, their 

professional identity construction is based on a negotiation in relation to pre-existing 

contextual discourses that shape the meanings of teacher and teaching (Beauchamp & 

Thomas, 2011; Clarke, 2008). The negotiation aspect makes teachers’ professional identity 

context sensitive, consequently, changeable from one context to another (Barkhuizen, 2017; 

Stronach et al., 2002). Although there is a certain amount of stability in how teachers see 

themselves as teachers, there is also continuous change as teachers interact with colleagues, 

learners, administrators, and the wider classrooms, institutions, and sociocultural contexts 

(Barkhuizen, 2017; Danielewicz, 2001; Stronach et al., 2002; Zembylas, 2003a). 

Conceptualizing the construction of professional identity as the interplay of contextual 

constraint and enablement imply that professional identity is both ascribed and inhabited 

(Morton & Gray, 2018; Norton & Toohey, 2011). Therefore, “teachers are continually 

fashioning and refashioning their identities” in response to the socially and historically 

specific discourses that position them in particular ways (Marsh, 2003, p. 8). The relationship 

between teachers’ professional identity and the context will be further discussed in the next 

paragraphs. 

 Second, the view of professional identity as a dynamic process of negotiation between inside 

the teacher and the surrounding context draws attention to the role of agency in professional 

identity construction (Trent, 2014, 2017). Teachers’ agency refers to the actions teachers do, 

the choices teachers make, and the stances teachers take that affect their work and their 

professional identity (Imants & Wal, 2020; Layder, 2006). Beauchamp and Thomas (2011) 

argue that the link between agency and professional identity occurs because the teachers’ 

sense of who they are as professionals permits the dynamic dimension in their identity to be 

fulfilled. Based on this view, teachers possess a level of agency to shape their own 

professional identity by questioning, defying, and resisting the surrounding discourses in 

their sociocultural, political, and educational contexts (Beijaard et al., 2004; Flores & Day, 

2006; Schutz et al., 2007; Zembylas, 2003a). Nevertheless, Trent (2014, 2017) highlights 

that limits to teachers’ agency can also shape professional identity construction. 

Consequently, a comprehensive understanding of professional identity construction must 

also account for the limits to teacher agency. Haneda and Sherman (2018) illustrate that 

agentic teachers make responsible judgments about the effectiveness of their actions and 

evaluating the possibilities and limitations of the teaching context. Exercising agency, 
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therefore, involves choosing actions that align with the teachers’ commitments and values, 

their sense of who they are as professionals, and continuously evaluating affordances and 

constraints of their teaching contexts (Haneda & Sherman, 2018; Morton & Gray, 2018; 

Olsen, 2011; Trent, 2017). This means that teachers can influence their teaching context, 

while at the same time being shaped by the surrounding discourses in their sociocultural 

context, and the requirements of their institutional context (Cross & Hong, 2009; Zembylas, 

2003a). So, while teachers are agentic to independently define and portray their roles in the 

classroom, the roles are also influenced and shaped by the boundaries of the sociocultural 

and institutional context (Cross & Hong, 2009). Hence, the interplay between agency and 

limits to agency in the construction of a professional identity means that teachers’ 

professional identities are always “negotiated accomplishments, as well as potential sites of 

conflict and struggle” (Trent, 2014, p. 46).  

In the light of the above characteristics of teachers’ professional identity and the 

postmodernist views of identity constructions presented in section (2.3.2.2), this study 

defines teachers’ professional identity as the way teachers view, position, and identify 

themselves in their instructional role and how they portray themselves to their students and 

colleagues. These mental representations of themselves are intimately intertwined with four 

dimensions: the context, teacher’s biography, teacher’s cognition, and teacher’s emotion 

(Beijaard et al., 2000; Cross & Hong, 2009; Schutz et al., 2007; Van Veen, 2003; Yazan, 

2018). As the below Figure 2.１ shows, the four dimensions of teachers’ professional 

identity are neither linear nor unidirectional; rather, they are inextricably related to each 

other through an ongoing, multidirectional, transactional process (Yazan, 2018). The 

following paragraphs discuss the four dimensions of teachers’ professional identity. 

 



Chapter 2 

53 

 

Figure 2.１Dimensions of teachers’ professional identity 

The dimension of context can be defined as the setting and the surrounding circumstances 

which shape an EFL teacher’s learning and teaching practices (Yazan, 2018). Context 

includes the micro institutional and classroom contexts, and the broader macro sociocultural 

and political contexts (Yazan, 2018). Teachers’ professional identity is context-bound; 

therefore, it is crucially related to the macro and micro contexts (Barkhuizen, 2017; Beijaard 

et al., 2004; Danielewicz, 2001; Flores & Day, 2006; Schutz et al., 2007; Stronach et al., 

2002; Varghese et al., 2005; Zembylas, 2003a). Many researchers highlight context as a 

significant dimension in shaping teachers’ professional identity by arguing that teachers’ 

professional identity is both inhabited and ascribed (D. Block, 2007, 2015; Morton & Gray, 

2018; Norton & Toohey, 2011). Block (2007) explains that teachers’ professional identity 

may be understood in terms of how individuals, who both self-position and are positioned 

by others as teachers, affiliate to different aspects of teaching in their lives. Thus, teachers’ 

professional identity is shaped by contextual factors such as curriculum, testing, students’ 

needs, and the assigned teaching roles. These institutional factors offer a presupposed 

professional identity to teachers (D. Block, 2007). By that, teachers always find themselves 

under the influence of context when making interpretations and decisions about their 

teaching (Yazan, 2018). Although teachers’ professional identity is ascribed, teachers 

possess a level of agency to negotiate and claim their own professional identity, as discussed 

above (Olsen, 2011; Trent, 2017). This means that teachers’ professional identity is also 

inhabited within the teacher(D. Block, 2015; Morton & Gray, 2018). Such a characteristic 
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entails teachers to respond to the institutional constraints by arguing for themselves in ways 

which are congruent with the other dimensions of biography, cognition, and emotions.  In 

other words, what it means to be a teacher is both ascribed by the context; such as,  the state 

and schools, and at the same time inhabited by the individual teacher (Morton & Gray, 2018). 

In fact, many studies (e.g. Day et al., 2005; Flores & Day, 2006; Hong, 2010; Maclure, 1993; 

O’Connor, 2008; Van Veen & Sleegers, 2009; Y. Xu, 2013) reported that despite the 

ascribed professional identity offered by sociocultural and institutional context, teachers, as 

being agentic, go beyond the prescribed roles by actively construing their own purpose and 

meaning for their work (discussed in next section 2.3.5). This implies that teachers’ 

professional identity develops as teachers appropriate or resist the sets of knowledge, skills, 

normalized discourses, and practices ascribed in their micro and macro contexts (Singh & 

Richards, 2006). Their professional identity is shaped and reshaped as teachers internalize 

the resources and discourses in their contexts, interact with their colleagues and students, 

negotiate the educational system, and externalize themselves to others (Cross & Hong, 2009; 

Day et al., 2005; Lasky, 2005; van den Berg, 2002). Teachers’ professional identity, 

therefore, is ascribed, rejected, negotiated, claimed, and inhabited (Benwell & Stokoe, 2006; 

D. Block, 2007; De Costa & Norton, 2017; Morton & Gray, 2018; Norton & Toohey, 2011). 

Biography refers to teachers’ prior experiences as learners, preservice, and beginning 

teachers which have influenced their conceptions about teaching, learning, and teaching 

practices in the classroom (Yazan, 2018). Teachers’ biography also includes the critical 

incidents and events in the teachers’ family and private life that helped in shaping their 

professional identity (Beijaard et al., 2000, 2004). Teachers’ professional identity cannot be 

detached from the teachers’ past experiences and how they internalize, understand, 

negotiate, and re-negotiate those experiences (Barkhuizen, 2017; Beijaard et al., 2004; 

Ortaçtepe, 2015). Teachers’ biography contributes in shaping their current teaching 

cognition, future aspirations, and how they envision themselves as teachers (Barkhuizen, 

2017; Ortaçtepe, 2015; Yazan, 2018). However, as stated previously, teachers possess a level 

of agency to shape their own professional identity (Beijaard et al., 2004; Flores & Day, 2006; 

Schutz et al., 2007; Zembylas, 2003a). For example, some teachers had difficult experiences 

as learners, and were taught by hard teachers. This does not mean that these teachers would 

follow the same strict teaching practices they experienced as learners. In fact, they may 

develop resistance towards strict teaching practices, and adopt the coaching role in their 

classrooms to motivate, encourage, and show care to their students. This confirms that the 

way teachers perceive themselves influences their choice of action and judgment.  
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Teachers’ cognition is a collective term for teachers’ beliefs, knowledge, attitudes, 

assumptions, conceptions, perspectives about teaching, learning, students, subject matter, 

curricula, teaching materials, and instructional activities (Borg, 2003; Burri et al., 2017). 

Teachers’ cognition is intertwined with the teachers’ current self-images, self-conceptions, 

and future aspirations (J. Miller, 2009). According to Cross and Hong (2009), teachers’ 

cognition develops over time as teachers engage in more teaching experience and interact 

with students in various institutional contexts. Such interactions enable teachers to negotiate 

their emerging identities, reshape their beliefs, values, practices, and the kind of teachers 

they imagine being (Cross & Hong, 2009; Yazan, 2018). Moreover, teachers’ cognition 

shapes the role teachers enact in the classroom by prescribing how they interact with their 

students, set their teaching goal, and design instruction (Cross & Hong, 2009). This infers 

that teachers’ cognition justifies teachers’ behaviours inside the classroom. Hence, teachers’ 

cognition is personalized, context-sensitive, and inseparable from teachers’ professional 

identity (Borg, 2009).  

According to Gross and Thomson (2007), it is difficult to define emotions, because the term 

“emotion” was lifted from common language and then used in research. Following Gross 

and Thompson (2007), Dixon  (2012) argues that the term “emotion” is defined as 

undefinable. In an attempt to explain what is teachers’ emotion, Lasky (2005) states that 

teachers’ emotions are “a heightened state of being that changes” as a result of their 

reflections on their interactions with students, colleagues , teaching context, and past and 

future teaching practices (Lasky, 2005, p. 901). This confirms that teachers experience 

emotions of various degrees as they respond to numerous instructional and non-instructional 

situations they encounter at their teaching contexts (Benesch, 2012; Yazan & Peercy, 2016). 

Zembylas (2002, 2003a) explains that school culture constructs emotional norms which 

requires teachers to control their negative emotions such as anger, anxiety, and vulnerability, 

and express their legitimate emotions such as empathy, care, commitment, and support. Such 

discourses about emotions often appear in the form of “ethical codes, professional 

techniques, and specialized pedagogical knowledge” (Zembylas, 2002, p. 201). Thus, how 

teachers understand, experience, perform, and talk about emotions is closely relevant to their 

sense of self in relation to the sociocultural and institutional context. Furthermore, teachers’ 

control of their emotions engenders a great amount of emotional labour and vulnerability 

(Zembylas, 2002). Apart from the institutional constrains, teachers also control their 

emotions in an attempt to express their professional identity. Identity and emotions are 

inextricably related to each other. Identity is expressed and conveyed, whether 
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unconsciously or consciously, through emotions (Fried et al., 2015; Meyer, 2009; Schutz et 

al., 2007). In other words, the emotions teachers experience reflect their sense of professional 

identity. For example, a teacher who wants to portray her/himself as an inspiring teacher, 

would make an effort to express emotions of care at the classroom, and exclude certain 

emotions such as anger and frustration, because these emotions may hinder her/him from 

portraying the desired professional self. Also, teachers gain better understanding about their 

professional identity through emotions (Fried et al., 2015; Hargreaves, 2005; Hastings, 2008; 

Schutz et al., 2007; Shapiro, 2010; Yazan, 2018; Zembylas, 2005). They learn better what 

annoys, frustrates, stresses and motivates them as teachers in their teaching practice. This 

self-knowledge enables the teacher to handle negative emotions and keep her committed to 

teaching practice (Benesch, 2012). Furthermore, teachers’ emotions are rooted in their 

cognition (Yazan, 2018).  According to Cross and Hong (2009), emotions are powerful in 

consolidating, modifying existing beliefs, and forming new teachers’ beliefs. Researchers 

(e.g. Cross & Hong, 2009; Frijda et al., 2000; Frijda & Mesquita, 2000; Schutz et al., 2007; 

Zembylas, 2005) advocate that although teachers’ cognition may guide teachers’ actions, 

their cognition is not sufficient to initiate action. In fact, teachers’ emotions are the driving 

force behind the activation of their cognition (Frijda et al., 2000; Frijda & Mesquita, 2000) 

. Emotions provide the necessary motivation teachers need to achieve their teaching 

goals(Cross & Hong, 2009). In consequence, the relationship between teachers’ emotions 

and cognition can be described as interconnected and interdependent (Cross & Hong, 2009; 

Frijda & Mesquita, 2000; Schutz et al., 2007). According to Lazarus (2001), the emotion-

forming process begins with a teacher instantaneously and unconsciously making a judgment 

or appraisal of a situation at a particular context.  Such appraisals are dependent on each 

teacher’s cognition, so there are individual differences in appraisals of the same interaction 

(Sutton, 2007). For example, one teacher may become angry at students’ low proficiency 

level in English, and blame the students for not keeping up with their studies, whereas 

another teacher may become frustrated, believing that the students’ low proficiency is caused 

by the current heavy curriculum that requires students to cover many subjects in a short 

period of time. Since emotions involve an appraisal of what is happening during a particular 

encounter, the appraisal of a situation tends to be heavily influenced by sociocultural 

variables (Van Veen, 2003). Institutional polices reflect sociocultural and political 

expectations with regards to how teachers should work (C.-K. J. Lee & Yin, 2010; 

Nagatomo, 2012b; Romera, 2015; Van Veen, 2003; Van Veen & Sleegers, 2009). These 

expectations may or may not be congruent with the teachers’ own cognition (Van Veen, 

2003). Researchers (e.g. Cross & Hong, 2009; C.-K. J. Lee & Yin, 2010; Van Veen, 2003; 
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Van Veen & Sleegers, 2009) highlight that, when the institutional requirements are in 

alignment with the teachers’ cognition, teachers experience pleasant emotions which tend to 

support their views and sense of self as teachers. However, when there is a mismatch 

between the teachers’ cognition and institutional requirements, teachers experience 

unpleasant emotions, such as stress and frustration (Cross & Hong, 2009; C.-K. J. Lee & 

Yin, 2010; Van Veen, 2003; Van Veen & Sleegers, 2009).  

In summary, how teachers view themselves in their professional role and how they portray 

themselves to their students is influenced by their context, biography, cognition, and 

emotions. These four dimensions are inextricably related to each other through an ongoing, 

multidirectional, transactional process (Yazan, 2018). More importantly, the vital role of 

teachers’ agency in professional identity construction confirms that the way teachers 

perceive themselves influences their choice of action and judgment; thereby making 

professional identity a critical factor in understanding teachers’ classroom behaviours. 

Hence, viewing teachers’ professional identity in relation to the four dimensions entails a 

multifaceted approach that helps me, the researcher, to capture the complexity of teachers’ 

professional identity.   

2.3.5  EFL teachers’ professional identity: Literature review  

Despite the fact that numerous studies of teachers’ professional identity in higher and general 

education have been conducted in the past 25 years (e.g. Briggs, 2007; Galloway et al., 1986; 

Jeffrey & Woods, 1996; Mahboob, 2017; Mockler, 2006; Mortimore et al., 1988; Reid et al., 

2008; Varghese, 2017), no study has been found so far that investigates the role of gender 

representation in EFL textbooks in shaping EFL teachers’ professional identity. Therefore, 

to get a better overview of the significant studies that have been conducted  in the area of 

EFL teachers’ professional identity, I thoroughly searched several electronic databases, such 

as Google Scholar, ERIC, ProQuest, EBSCO, ScienceDirect, professional journals, 

conference proceedings, dissertations, reference books, educational periodicals, and web 

searches. Also, a manual search was carried out through key journals, and related books in 

order to ensure a full coverage of studies in this area. Search phrases, such as “EFL teachers’ 

professional identity”, “gender representation in EFL textbooks”, and “EFL teachers’ 

professional identity construction” were used to search databases. Nevertheless, the notion 

of gender representation in EFL textbooks and EFL teachers’ professional identity haven’t 

been located in any of the resources.  
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However, the literature highlighted several factors that contribute to shaping the EFL 

teachers’ professional identity. The vast majority of the empirical studies were qualitative in 

nature. Several qualitative data collection tools, such as unstructured and semi-structured 

interviews, classroom observations, and reflective journals, were employed in the studies of 

EFL teachers’ professional identity. In my opinion, the factors found in the literature can be 

grouped under the four dimensions: context, teacher’s biography, teacher’s cognition, and 

teacher’s emotion, mentioned in the previous section (2.3.4). Figure 2.２summarizes all of 

the factors, mentioned in the literature, shaping the EFL teachers’ professional identity.  

Apart from the below listed themes, the role of gender representation in EFL textbooks in 

shaping the EFL teachers’ professional identity remains unexplored.   

The following sections review the existing literature on the factors that contribute in shaping 

the EFL teachers’ professional identity. The studies were grouped under the four dimensions: 

context, teacher’s biography, teacher’s cognition and emotion, mentioned in the previous 

section (2.3.4). Section (2.3.5.1) discusses the studies that highlighted the role of context in 

shaping the teachers’ professional identity. Section (2.3.5.2 ) reviews the studies that showed 

how teachers’ biography shapes their professional identity. Section (2.3.5.3) focuses on the 

studies that demonstrated the role of teachers’ cognition and emotion in shaping the teachers’ 

professional identity. It is important to note that some of the studies (e.g. Al Zadjali, 2017; 

Beijaard et al., 2000; Duff & Uchida, 1997; Flores & Day, 2006; Samuel & Stephens, 2000; 

Y. Xu, 2013) may be repeated in different sections of the literature review covering EFL 

teachers’ professional identity. Also, there might be an occasional reference to different 

dimensions in one section. The repetition is due to the fact that the literature on EFL teachers’ 

professional identity highlighted several interrelated factors which contributed in shaping 

EFL teachers’ professional identity. For example, the study of Beijaard et al. (2000) revealed 

that teachers’ teaching context, along with teachers’ biography, play equal roles in 

influencing the teachers’ perceptions of their professional identity. Moreover, Samuel and 

Stephens (2000) showed that teachers’ professional identity construction is formed by three 

factors: teachers’ biography, curriculum, and institutional culture. Such interrelated factors, 

reported in the literature, reflect the complexity of EFL teachers’ professional identity 

discussed in the previous section (2.3.4).
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Figure 2.２Factors shaping EFL teachers’ professional identity 
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2.3.5.1 Context 

2.3.5.1.1  Sociocultural context 

As mentioned previously in section (2.3.4), sociocultural context refers to the macro physical 

and sociocultural setting surrounding the EFL teachers’ lives and work. Three sub themes 

were found under this theme: the culture of the context, religion, and race.  

Regarding culture, several studies (Cooper & Olson, 1996; Duff & Uchida, 1997; Fajardo 

Castañeda, 2011; Hamilton & Richardson, 1995; Lasky, 2005; Reynolds, 1996; Richards, 

2015) noted culture as an influencer on the EFL teachers’ professional identity and their 

pedagogical practices. Fajardo Castañeda (2011) investigated how six Colombian pre-

service teachers constructed their professional identity. The case study used interviews, 

stimulated recall, and online blogs to collect data. The findings revealed that teachers not 

only constructed their identity based on their personal knowledge and experiences, but that 

their identities were also influenced by the ideological, political and cultural interests and 

circumstances surrounding the teachers’ lives and work. Thus, the research participants 

exhibited a permanent struggle between developing a personal professional style and coping 

with the restrictions imposed on them by living in a particular type of society that has already 

defined what teachers should do. Duff and Uchida (1997) conducted an ethnographic study 

examining the relationship between four EFL teachers’ sociocultural identities and their 

teaching practices in Japan. The results showed that teachers’ past experiences, along with 

their cross-cultural experiences, shaped their professional identities. The study also revealed 

that teachers’ identities were constantly negotiated with the surrounding sociocultural 

contexts, such as the Japanese and institutional culture. For example, teachers had been 

pressured by their classes to create an entertaining classroom environment, and end-of-term 

dinner parties. Such pressure was caused by the fact that “students were accustomed to 

bringing edible souvenirs to share in class [as] a sign of students’ group membership and 

contentment with the course” (Duff & Uchida, 1997, p. 469). Cooper and Olson (1996) and 

Reynolds (1996) investigated the interconnections between the personal and professional 

elements of teachers’ identities. They found that there are multiple selves in teachers’ 

professional identity. These sub identities, as they suggest, are continually reconstructed 

through the historical, cultural, sociological, and psychological influences which all shape 

the meaning of being a teacher. Also, a study conducted by Lasky (2005) explored how the 

teachers’ professional identity interacts with the social context. The interview data revealed 
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that the political and social context, along with early teacher development, shaped the 

teachers’ sense of identity and sense of purpose as a teacher.  

Also, Al Zadjali (2017), Mansour (2008), and Yayli (2015) identified religion as a factor 

shaping the EFL teachers’ professional identity. Mansour (2008) explored the influence of 

teaching experiences along with socio-Islamic culture on teachers’ beliefs and practices. 

Data were collected from 10 Egyptian teachers using interviews and classroom observations. 

The analysis revealed that the teachers’ personal religious beliefs shaped their professional 

identity and pedagogy. Teachers’ beliefs regarding their roles, students’ roles, the aims of 

science and their teaching methods were strongly shaped by values and instructions inherent 

in Islam. Also, Al Zadjali (2017) examined factors affecting Omani EFL teachers’ 

professional identity. The study employed focus groups and semi-structured interviews of 

male and female university teachers. The data showed that teachers’ Islamic values 

influenced their professional identity and practices. Some participants viewed their care and 

concern for their teaching and learners as an Islamic duty. Similarly, Yayli (2015) 

investigated factors that affected three EFL teachers’ professional identity construction in 

Turkey. The analysis of the survey and interview showed that the teachers noted being a 

Muslim in their attempt to define their multiple identities. The study concluded that the most 

dominant identity in the participants’ professional identity was the Muslim identity.   

On most occasions, the studies investigating non-native English speaker (NNES) EFL 

teachers’ professional identities (e.g. Amin, 1997; Chacon, 2009; C.-J. Lee, 2010; Menard-

Warwick, 2008; Motha, 2006; Park, 2012; Pavlenko, 2003; Rajagopalan, 2005; Tang, 1997; 

Varghese et al., 2005) highlighted race as a significant factor in the construction of 

professional identity. For example, Tang (1997) investigated the identity of NNES EFL 

teachers in terms of their power and status compared to the native ESL teachers. Data from 

the survey of 47 NNES EFL teachers showed that the non-native teachers experienced 

anxiety because most of the students prefer a native speaker as a teacher.  Such a preference 

negatively affected the NNES EFL teachers’ professional identities. The NNES EFL 

teachers felt threatened, unwelcomed, and unconfident in the classrooms. Similarly, the 

participant NNES EFL teachers in a study conducted in Canada by Amin (1997) stated that 

some of their students made the following assumptions: “ [o]nly white people can be native 

speakers of English; (b) only native speakers know “real,” “proper,” “Canadian” English; 

and (c) only white people are “real” Canadians” (Amin, 1997, p. 580). These assumptions 

made the teachers feel labelled as unqualified by their students. Also, the results of Motha 

(2006) revealed that EFL teachers struggled in deciding how to position themselves within 
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an institutional culture that prefers the supremacy of both whiteness and native speakers. 

The study explored four female public school teachers’ (three white and one Korean-

American) professional identities. The study employed critical feminist ethnography in 

analysing data collected through classroom observations and interviews. The finding 

revealed tension between the institutional race policy and the four teachers’ professional 

identity construction. The analysis showed that the white teachers constructed themselves as 

supporters of NNES EFL teachers, and challenged the institutional polices which favoured 

white teachers, while the Korean-born teacher sensed that her authority inside the classroom 

was in question because of her race. As a result, the Korean-American teacher’s professional 

identity was influenced by her own views of shame about her race. Furthermore, 

Rajagopalan (2005) assessed the problems faced by NNES EFL teachers. The quantitative 

and qualitative data from a questionnaire completed by 450 EFL teachers in Brazil showed 

that NNES EFL teachers view their professional identity negatively due to their 

“unconfessed complex of inferiority” (Rajagopalan, 2005, p. 284).  

2.3.5.1.2 Teaching context 

Many studies identified the influence of the workplace in shaping the EFL teachers’ 

understanding of teaching (e.g. Oruç, 2013; Ruohotie-Lyhty, 2013; Ruohotie-Lyhty & 

Moate, 2016), facilitating or hindering their professional development (e.g. Abednia, 2012; 

Hökkä et al., 2017; Maclure, 1993), and reconstructing their professional identities (e.g. 

Voinea & Pălăşan, 2014; H. Xu, 2013). In fact, Flores and Day (2006) and Duff and  Uchida 

(1997) argued that despite the strong connection between teachers’ cognition and 

professional identity, a mediation between the teachers’ cognition and the teaching context 

was found in professional identity reconstruction. Two sub themes were found under the 

teaching context: curriculum and institutional policy.   

A relatively large body of literature (e.g. Galloway et al., 1986; Mortimore et al., 1988; 

Pollard, 1987; Rutter et al., 1979; Voinea & Pălăşan, 2014; Woods et al., 1997; Y. Xu, 2013) 

pointed at the role of the institutional policy in shaping the EFL teachers’ professional 

identity. Overall, the studies exploring the teaching context and EFL teachers’ professional 

identity highlighted the negative influences of the institutional policies on professional 

identity. Numerous scholars, such as Rutter et al. (1979), Galloway et al. (1986), Mortimore 

et al. (1988), Pollard (1987),Woods et al. (1997), Voinea and Pălăşan (2014), and Xu (2013) 

found that institutional polices, along with its internal dynamics and organization, either 

enable or constrain the teachers’ agency, sense of commitment, sense of belonging, and 
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motivation, which all play a vital role in teachers’ professional identity construction.  

MacLure (1993) conducted empirical research with 69 teachers at the beginning of a period 

of major institutional policy reform at an institution in England. The research found that the 

new institutional policy was a strong influence on teachers’ professional identity. Many of 

the teachers reported feelings of alienation from the new values and practices in their 

institution, their local education authority, and the central government. Some teachers 

reported that they were no longer able to reconcile their professional identity with their job 

and had taken the decision either to retire early or resign, or had experienced long periods of 

stress-related illnesses. Other teachers expressed a desire to leave their jobs but felt trapped 

within them. Many other teachers shared feelings of having a spoiled identity. Those teachers 

kept expressing their dissatisfaction by comparing the new circumstances with the past 

golden age. Moreover, the case study of Van Veen and Sleger (2009) highlighted the role of 

institutional management in shaping the teachers’ emotional experience. Using several 

interviews, the study examined the professional identity of an experienced high school 

teacher with 20 years of teaching experience. The participant teacher’s narrative revealed 

two different snapshots of her teaching life. The snapshots indicated that the participant 

teacher was innovative during her early teaching years; however, she gradually became 

disappointed and frustrated regarding the institutional management. The first snapshot 

highlighted the teacher’s early years of teaching. During that time, the teacher was involved 

in an educational reform process, and was active in developing new curriculum material. As 

a result, the participant teacher felt supported, and was taken seriously. These feelings 

reinforced the participant teacher’s sense of agency, autonomy, and most importantly, 

professional identity. The second snapshot reflected the participant teacher’s recent 

experience, which seemed to have had many negative implications for her. Instead of giving 

space for teachers to develop and experiment, the institutional management designed an 

implementation plan instructing how new educational reforms should be implemented. The 

plan caused the participant teacher unpleasant emotions. She felt that she was not taken 

seriously anymore as a professional, that her subject pedagogical views were neglected by 

the management, and that her sense of agency was being eroded. Such feelings affected her 

self-image as an involved and professional teacher. Similarly, in their study on newly 

appointed teachers, Flores and Day (2006) found that the institutional policy negatively 

impacted the new teachers’ attitudes and practices. The participants shared their experiences 

in realizing the institution’s operational and hierarchal system. Most of the participants 

claimed that they preferred to adopt a step-back attitude after becoming more aware of the 

institutional policy. The study concluded that the teachers’ professional identity became 
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bounded by the institutional policies, and teachers became less progressive and innovative 

as a result. In the higher education context, Xu (2013) attempted to gain an in-depth 

understanding of Chinese university EFL teachers’ identity construction as researchers. The 

study used narrative surveys and in-depth interviews to collect data from 104 EFL university 

teachers in China. Survey data were collected from 104 university teachers, and were 

analysed using Barkhuizen and Wette’s (2008) framework. Also, interviews were conducted 

with four teachers. The study revealed that institutional research supporting policies and 

practical constraints are the main factors that guided teachers’ research engagement and 

teachers’ identity construction as researchers.   

A few studies (Al Zadjali, 2017; Clandinin & Connelly, 1999; Duff & Uchida, 1997; Goh et 

al., 2005; Risager, 1991) identified curriculum as a factor shaping the EFL teachers’ 

professional identity. Yet, the researchers did not identify the EFL textbooks, in particular, 

as an influencer in shaping the EFL teachers’ professional identity. In fact, the studies 

explored how a prescribed curriculum, i.e. a curriculum that is imposed on teachers, shape 

the EFL teachers’ professional identity. In their studies, Clandinin and Connelly  (1999), 

Duff and Uchida (1997), Risager (1991), and Goh et al. (2005) found that the institutional 

expectations prescribed in the curriculum influenced teacher pedagogy and classroom 

practice. The findings also highlighted that the curriculum expectations of the teacher’s role 

caused dilemmas and a mismatch between the EFL teachers’ cognition, emotions and the 

curriculum they taught. However, the findings of Al Zadjali (2017) contradicts the above 

studies. Using a multi-disciplinary model to professional identity construction, the study 

explored the effect of a prescribed English language curriculum in Oman on the development 

of EFL teachers’ professional identity. The study employed focus groups and semi-

structured interviews of male and female university teachers, and showed that the impact of 

curriculum on EFL teachers’ professional identity was quite limited as a result of the 

teachers’ underdeveloped knowledge in pedagogical content knowledge, curriculum 

knowledge, and knowledge of educational values.  

2.3.5.2 Teachers’ biography  

As discussed previously in section (2.3.4), biographical experiences refer to critical incidents 

and events in the teachers’ lives that helped in shaping their professional identity. Such 

events could be related to the workplace or to the teachers’ family and private life. Two sub 

themes emerged from the literature related to the teachers’ biographical experience: 

teachers’ family and teachers’ prior experiences as learners.  
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A small but emerging body of literature (Bukor, 2013, 2015; Clarke, 2006; Fajardo 

Castañeda, 2011; Timoštšuk & Ugaste, 2010) highlighted the role of family in shaping the 

EFL teachers’ professional identity. The literature shed light on the interaction between 

family of the teachers and their career choices. Bukor (2013, 2015) highlighted the role of 

family on the EFL teachers’ experiences as learners and their career choice. The studies 

investigated three EFL teachers’ professional identity from a holistic perspective. Data were 

collected using reflective autobiographical journaling, a guided visualization activity, and 

three in-depth interviews. The results revealed that the family impacted the teachers’ career 

choice, instructional practice, and teaching philosophy. The results also showed that the 

participants developed certain personality traits as a result of either their strong relationship 

with their mother, or loss of their mother. These personality traits directly influenced their 

career choices and shaped their professional identity as a result. Similarly, Clarke (2006) 

identified family as one of the reasons the participants highlighted for choosing teaching. 

His findings came from a two-year research study with 75 female student teachers in the 

United Arab Emirates. The participants reported that they chose teaching as a career because 

their families favoured teaching and encouraged them to become teachers. Similar to 

Clarke’s (2006) findings, Fajardo Castañeda (2011) in his case study on six Colombian pre-

service teachers found that families appeared to mould student teachers’ professional choices 

in different ways. The participants reported that their decision to become a teacher was 

influenced by their family encouraging them to become teachers, and discouraging them to 

join other professional aspirations.  

Many studies (e.g. Bullough, 1997; Duff & Uchida, 1997; Flores & Day, 2006; Malderez et 

al., 2007; Samuel & Stephens, 2000; H. Xu, 2013) identified teachers’ prior experiences as 

learners as an important part in shaping the teachers’ professional identity. In their study on 

EFL pre-service teachers, Flores and Day (2006) found that EFL teachers’ past experiences 

as learners played an important role in constructing their professional identities and teaching 

practices. The qualitative data revealed that the participants who acknowledged the influence 

of their former teachers during school years valued their current teaching practice at school. 

In fact, the former teachers and their teaching methods were seen by the participants as a 

frame of reference when reflecting on their teaching. Also, the results of Malderez et al. 

(2007) showed that the former teachers during school years contributed in shaping the EFL 

teachers’ professional identity. The researchers conducted a longitudinal study throughout 

England investigating teachers’ professional identity. The findings revealed that the 

participants’ experiences as learners, both positive and negative, helped shape their 
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professional identity and teaching practices as well. Good teachers inspired the participants 

to offer similar experiences to students, while bad teachers made them aware of the need to 

teach students better than they were taught. Similarly, the participants in Samuel and 

Stephens (2000) reported their willingness to provide a better English language teaching to 

their students than the one they had experienced as learner. The one-year case study 

investigated two EFL teachers’ professional identity in South Africa. Data were collected 

using various tools, such as reflective journals, classroom observation, teaching reports, 

classroom materials, and in-depth interviews. The teachers’ narratives showed a strong 

influence of their personal life and childhood experiences on the professional identity. The 

participants interpreted their negative schooling experiences as a manifesto for seeking 

alternative forms of English language teaching.  

2.3.5.3 Teachers’ cognition and emotions 

As highlighted before in section (2.3.4), the relationship between teachers’ emotions and 

cognition is interconnected and interdependent (Cross & Hong, 2009; Frijda et al., 2000; 

Schutz et al., 2007; Yazan, 2018). In fact, teachers’ emotions are rooted in their cognition 

(Yazan, 2018). Therefore, much of the literature on teachers’ cognition and emotion paid 

particular attention to the conflict teachers experience when their cognition is not in harmony 

with institutional policy (discussed previously in section 2.3.4). To begin with, this section 

starts by reviewing the literature related to the effective role of positive emotions in teachers’ 

professional identity construction. Then, it focuses on the role of teaching cognition in 

developing teachers’ professional identity. Lastly, a large part of this section is dedicated to 

the empirical investigations into the negative emotions teachers experience as a result of the 

incongruity between their cognition and institutional policy.       

Researchers, such as Benesch (2012) and Yazan and Peercy (2016) have advocated that 

teachers experience various emotions as they respond to instructional situations at their 

teaching contexts (discussed previously in section 2.3.4).  These emotions are inextricably 

related to teachers’ professional identity (Fried et al., 2015; Meyer, 2009; Schutz et al., 

2007). James-Wilson (2001), Zembylas (2003b, 2003a), and Al Zadjail (2017) added that 

EFL teachers’ professional identity is shaped by how teachers feel about themselves and 

their students. According to these researchers, teaching is an emotionally driven job due to 

the strong relationship and the daily interaction between the teacher and students (Al Zadjali, 

2017; James-Wilson, 2001; Zembylas, 2003a, 2003b). These emotionally driven 

relationships enable the EFL teachers to care more about their students, and to position 
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themselves in relation to their students’ needs and make the necessary adjustments in their 

teaching practices (Al Zadjali, 2017; James-Wilson, 2001; Zembylas, 2003a, 2003b). Hence, 

the literature covering the EFL teachers’ emotions sheds light on various positive and 

negative emotions teachers feel inside the workplace. The positive emotions include care, 

commitment, and support, while the negative emotions include resistance, frustration, 

uncertainty, anxiety, and emotional burnout. The following paragraph focuses on reviewing 

the literature related to teachers’ positive emotions.   

Some studies covering the notion of teachers’ emotions (Al Zadjali, 2017; Day et al., 2005; 

Gao & Liu, 2013; Malikow, n.d.; McBer, 2000; O’Connor, 2008) have demonstrated that 

teachers’ professional identity is shaped by the teachers’ care, commitment, support and 

help. Kelchtermans and Ballet (2002) and Maclure (1993) advocated that teachers’ values 

and emotions function as a rationale for their professional actions. Malikow (n.d.) and Gao 

and Liu (2013) asserted that certain positive emotions, such as teacher enthusiasm, interest 

in learners, care and patience, can lead to teacher effectiveness. Both Flores and Day (2006) 

and O’Connor (2008) pointed out that care is an essential part of the teachers’ professional 

identity. The interview data from both studies showed that caring for students was an integral 

part of the participants’ professional identity. It acted as a motivation factor for teachers to 

continue their teaching practice (O’Connor, 2008).  More than that, the studies showed that 

teachers who care for the students and help them deal with their own difficulties found 

teaching a rewarding experience, and valued their profession and teaching practice at class 

(Flores & Day, 2006; O’Connor, 2008). On the other hand, the small-scale exploratory study 

of Day et al. (2005) revealed that commitment is a key to the teachers’ sense of professional 

identity. Interview data, which were drawn from 20 teachers who had 25 to 35 years’ 

teaching experience, revealed that teachers’ commitment to students, school priorities, and 

subject knowledge were important components shaping their professional identity. The 

results of Al Zadjali (2017) showed three more types of emotions that shaped the EFL 

teachers’ professional identity. The study explored EFL teachers’ professional identity in 

Oman. Based on the qualitative data, the researcher concluded that the teachers participating 

in the study felt responsible for their learners and were concerned about their teaching as a 

result of the participants’ personality traits of being kind, helpful, supportive, and 

responsible. More than that, the researcher emphasized that teachers’ emotions are “crucial 

not only during the formation stage of their professional identity, but are necessary for its 

development” (Al Zadjali, 2017, p. 183). 
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In relation to teachers’ cognition, Borg (2003) and Burri et al. (2017) define teachers’ 

cognition as teachers’ beliefs, knowledge, attitudes, and perspectives about teaching, 

learning, and students (discussed previously in section 2.3.4). These beliefs develop as 

teachers engage in more teaching experience and interact with students in various 

institutional contexts, which enables teachers to negotiate their emerging professional 

identities as a result (Cross & Hong, 2009; Yazan, 2018). The existing literature on EFL 

teachers’ cognition is extensive, and focuses particularly on novice teachers. Much of the 

greater part of the empirical studies (e.g. Flores & Day, 2006; Fraser, 2011; Hochstetler, 

2011; Oruç, 2013; Ruohotie-Lyhty, 2013; Ruohotie-Lyhty & Moate, 2016; Timoštšuk & 

Ugaste, 2010) paid particular attention to the role of pre-service teaching programs in 

helping novice teachers to develop their teaching cognition and become aware of the 

teaching beliefs that shape their professional identity.   

For example, Ruohotie-Lyhty and Moate (2016) highlighted how pre-service teaching 

programs helped student teachers to develop their teaching cognition and professional 

identity. The study investigated 12 pre-service EFL teachers’ identity construction in a pre-

service teaching program in Finland. Data were collected through written narratives and 

analysed based on Sullivan’s (2012) dialogical analysis. The results of the analysis revealed 

three different forms of professional identity construction. The first form of professional 

identity was shaped by the participants reforming their cognition about teaching. Such 

reformed cognition was based on the new practices and ideas that were available to the 

teachers in the pre-service program. The second form of professional identity, in contrast, 

was a result of a partial rejection of what was offered in the pre-service program. The third 

form of professional identity was shaped by active monitoring of the educational 

environment and raising possible important themes for the future development as teachers. 

Also, qualitative data from various studies (e.g. Burri et al., 2017; Golombek & Doran, 2014; 

Oruç, 2013; Ruohotie-Lyhty, 2013) reported the importance of pre-service teaching 

programs in constructing novice teachers’ cognition and professional identity. On one hand, 

pre-service teaching programs helped student teachers to develop their teaching beliefs, 

build social relationships with colleagues and students, and reflect on their teaching practices 

(Oruç, 2013; Ruohotie-Lyhty, 2013). On the other hand, the programs enabled novice 

teachers gaining confidence and positioning themselves as capable teachers (Burri et al., 

2017; Golombek & Doran, 2014).   

Despite the important role of pre-service teaching programs in developing teachers’ 

cognition and professional identity, data from several studies (e.g. Bullock, 2013; Flores & 
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Day, 2006; Hochstetler, 2011; Hong, 2010; Timoštšuk & Ugaste, 2010; H. Xu, 2013) 

suggested noticeable changes in the professional identity of pre-service teachers as a result 

of incongruity between the teachers’ cognition and institutional pressures. By far the most 

thorough account of novice teachers’ professional identity change was found in the study of 

Xu (2013). Using several qualitative data collection methods, Xu (2013) conducted a four-

year longitudinal case study exploring the professional identity of four Chinese EFL 

teachers. The data collection process started at the participants’ last year of their pre-service 

training, and continued to the participants’ first three years of teaching. The results revealed 

that teachers experienced a change in their professional identities during the first few years 

of teaching. The researcher revealed that during the pre-service program, the major sources 

of the teachers’ professional identity were the teachers’ personal experiences as learners, 

examples of teachers around them, and their own cognition about what is good teaching (H. 

Xu, 2013). However, when the participants became in-service, new rule-based professional 

identities were constructed because of institutional demands (H. Xu, 2013). For example, 

one participant believed in guiding students spiritually. However, the participant felt 

incompetent in keeping her previous pursuit because of institutional demands, such as 

covering contents of textbooks and drilling vocabulary list (H. Xu, 2013). Also, Bullock 

(2013) examined the professional identity of student teachers during their practicum course. 

The data from the student teachers’ reflective blogs revealed that student teachers had firm 

beliefs about what teaching should look like based on their observations during the pre-

service program. Despite their teaching cognition, student teachers felt considerable pressure 

to adopt the normalized institutional practices of their host school during the practicum 

course.  

Therefore, researchers (e.g. Cross & Hong, 2009; C.-K. J. Lee & Yin, 2010; Van Veen, 2003; 

Van Veen & Sleegers, 2009) argue that when the institutional requirements are incongruent 

with the teachers’ cognition, teachers experience unpleasant emotions (see section 2.3.4 for 

detailed discussion). Following this argument, numerous studies (e.g. Flores & Day, 2006; 

Hochstetler, 2011; Hong, 2010; Timoštšuk & Ugaste, 2010) reported different kinds of 

unpleasant emotions, such as insecurity and emotional burnout, which novice teachers 

experience as a result of the mismatch between their cognition and institutional demands. 

For example, Flores and Day (2006) highlighted the conflict novice teachers experienced 

due to the incongruity between their cognition and the institutional demands. The study 

explored the professional identity of 14 novice teachers during their first two years in 

teaching. The interview data revealed an inner tension, in the teachers’ professional identity, 
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between the pedagogical theories learned at the pre-service teaching program and the 

complex and demanding reality of the classroom. The participants shared their views that 

the materials covered in the pre-service teaching program were inadequate, and didn’t 

prepare them enough to face the real classrooms (Flores & Day, 2006). Hochstetler (2011),  

Timoštšuk and Ugaste (2010), and Hong (2010) supported the results of Flores and Day 

(2006) when they claimed that pre-service teaching programs do not help student teachers 

in building their teaching cognition. Using qualitative interviews, the studies explored pre-

service teachers’ professional identity. The studies found that participant teachers perceived 

themselves as incompetent (Hochstetler, 2011; Hong, 2010; Timoštšuk & Ugaste, 2010). 

Hochstetler (2011) argued that pre-service teaching programs only focus on equipping 

student teachers with technical skills that are necessary for developing lesson plans. In 

consequence, student teachers had naive perceptions about teaching, weak pedagogical 

content knowledge and teaching experience (Hong, 2010). As a result, novice teachers 

experienced several overwhelming feelings, such as fear of failure before starting their 

teaching practice, insecurity, anxiety, and emotional burnout (Hochstetler, 2011; Hong, 

2010; Timoštšuk & Ugaste, 2010).   

Apart from the negative emotions reported by pre-service teachers, an emerging body of 

literature (e.g. Darby, 2008; C.-K. J. Lee & Yin, 2010; McDougall, 2010; O’Connor, 2008; 

Van Veen & Sleegers, 2009) revealed teachers’ vulnerability during the time of educational 

reform. Kelchtermans (2005, 2011) defined teachers’ professional vulnerability as a 

constitutive characteristic of teaching and a structural condition teachers find themselves 

situated in. Such a state can be characterized as the state of being easily hurt (Bullough, 

2005). Since teaching involves dynamic and complex interaction between the teacher and 

students, teachers experience vulnerability when they feel questioned by others, e.g. 

principal, parents, and students, about their professional identity and moral integrity 

(Kelchtermans, 2005, 2011). Therefore, teachers’ vulnerability is prone to be intensified 

during the time of educational reform (Kelchtermans, 2005; C.-K. J. Lee & Yin, 2010; Van 

Veen & Sleegers, 2009). In other words, teachers feel threatened by the educational reforms 

when there is incongruity between the reformed curriculum and the teachers’ cognition 

(Darby, 2008; C.-K. J. Lee & Yin, 2010; McDougall, 2010; O’Connor, 2008; Van Veen & 

Sleegers, 2009). Scholarships (e.g. Darby, 2008; C.-K. J. Lee & Yin, 2010; McDougall, 

2010; O’Connor, 2008) reported teachers experiencing various negative emotions; such as 

uncertainty, fragility, resistance, frustration during educational reforms, which all constitute 

the salient themes associated with professional vulnerability.  
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For example, Lasky (2005) explored secondary school teachers' professional identity during 

educational reform. Data from interviews revealed that there was incongruity between 

teachers’ cognition and expectations of the new reform. In some instances these reforms 

came into conflict with teachers’ beliefs about how to teach, what should be taught, and how 

student knowledge should be assessed. As a result of the incongruity teachers reported   

vulnerability because they saw themselves being less effective as teachers. They experienced 

increased guilt and frustration as they compromised their teaching according to the reform 

policy. Similarly, Lee and Yin  (2010) employed semi-structured interviews to examine mid-

career secondary school teachers’ emotional experiences during the time of the national 

curriculum reform in China. The findings indicated that teachers revealed negative 

emotional responses due to the incongruence between their cognition and the demands of 

the reformed curriculum. This mismatch made teachers vulnerable. Teachers doubted their 

own teaching beliefs, and felt “lost in seeking responses to questions such as, “what is a good 

teacher?’’ or ‘‘what is good teaching in implementing the curriculum reform?’’(C.-K. J. Lee 

& Yin, 2010, p. 36). More important, the results of Lee and Yin (2010) showed that teachers 

passively resisted the curriculum reform. They did not challenge or confront the reform 

policy publicly; instead, teachers controlled their negative emotions and behaviours while 

being obedient to the reform policy. The study identified three emotional strategies used by 

the teachers in order to cope with their vulnerability (C.-K. J. Lee & Yin, 2010). First, 

teachers adjusted their own teaching beliefs according to the curriculum reform. Second, 

teachers depreciated the value of self and viewed themselves as insignificant in the reform. 

Third, teachers resisted the reform emotionally, but were obedient to the reform policy 

behaviourally. It is important to note that resistance is an early form of agency (Sannino, 

2010). This means that teachers have the agency to shape their own professional identity by 

questioning, defying, and resisting the normalized practices in their educational contexts 

(Beijaard et al., 2004; Flores & Day, 2006; Schutz et al., 2007; Zembylas, 2003b, 2003a) 

(see section 2.3.4). The results of O’Connor (2008) also shed light on the role of emotional 

resistance as a form of teachers’ agency. The study explored mid-career secondary school 

teachers’ professional identities and emotional experiences. Data were collected using two 

in-depth semi-structured interviews with a sample of three participants. The study reported 

the case of a teacher named Christina. Christina believed in showing care to students. 

However, the institutional policy asked teachers to act as service providers and overlook the 

personal and individual nature of teachers’ work. Despite the institutional policy, the results 

revealed that Christina managed to sustain her professional identity as a caring teacher. Her 

negative feelings acted as a justification for her reflective resistance against the institutional 
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values. Her care for students and strong agency “enabled her to develop and sustain an 

identity that reflectively resists the service provider label despite having to publicly perform 

such a role” (O’Connor, 2008, p. 124). Similarly, the findings of McDougall (2010) and 

Darby (2008) showed that experienced teachers interpreted the educational reform as a 

challenge to their professional self-image. For example, one teacher stated “I just remember 

last year how traumatized I was… it was like throw out everything you’ve ever done… Let’s 

try something new” (Darby, 2008, p. 1165). Also, teachers expressed vulnerability while 

they were trying to mediate between their teaching cognition and the educational reform 

policy. The teachers’ experiences of vulnerability ranged from a steely determination to 

resist change, to feelings of confusion, guilt, fear, and frustration (Darby, 2008; McDougall, 

2010). Such vulnerability shaped the teachers’ professional identity as they admitted their 

lack of confidence in embracing new educational reform (McDougall, 2010).  

2.3.6 Female EFL teachers’ professional identity  

Only eight studies (Cammack & Phillips, 2002; Han, 2017; Khoddami, 2011; Nagatomo, 

2012c, 2012a, 2012b; Park, 2009; Simon-Maeda, 2004) were found that investigated the 

female EFL teachers’ professional identity. The studies were conducted in different parts of 

the world. Context, both macro and micro, was the main dimension, identified in the 

literature, shaping the female teachers’ professional identity.  Figure 2.３details all the 

contextual factors, mentioned in the literature, that shape the female EFL teachers’ 

professional identity.   
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Figure 2.３  Factors shaping female EFL teachers' professional identity 

2.3.6.1 Sociocultural context  

Some empirical studies (Cammack & Phillips, 2002; Han, 2017; Khoddami, 2011; 

Nagatomo, 2012b; Oruç, 2013; Park, 2009) identified the role of the sociocultural context in 

shaping the female EFL teachers’ professional identity. These studies highlighted the 

societal constraints, expectations, and gender stereotypes the female teachers face. Two sub 

themes were identified related to the dimension of sociocultural context: gender roles and 

gender stereotypes.    

Both Han (2017) and Khoddami (2011) asserted that women’s expected gender roles 

influenced the formation of female teachers’ professional identity. Applying post-structural 

feminist theory, Khoddami (2011) explored powerful discourses determining female 

teachers’ identity construction. The researcher interviewed eight female EFL teachers at a 

public university in Iran. The findings of the narratives showed that all participants adhered 

to the expected gender roles of the Iranian society. Female teachers showed their concerns 

that teaching should not affect their domestic duties. For example, one teacher shared her 

experience that she is a part-time teacher merely because she wants to attend to her primary 

tasks at home. The results of Khoddami (2011) also corresponded with Han (2017). Han 

(2017) investigated five high school EFL teachers’ professional identity in Korea using 

interviews and semi-structured questionnaires for collecting data. The teachers’ narratives 

showed their inability to pursue higher education due to their dual role at home and work. 

The teachers reported that their availability for professional development is significantly 

controlled by their socially expected gender roles and positions in their family.   

Many studies (Cammack & Phillips, 2002; Khoddami, 2011; Nagatomo, 2012b; Oruç, 2013) 

reported incidents of gendered occupational stereotypes. Cammack and Phillips (2002) 

explored 18 female pre-service EFL teachers’ professional identity at a large public 

university in the USA. Many of the participants’ narratives reflected the discourses of 

teaching as an appropriate career path for women, due to women’s innate nurturing capacity. 

Also, the participants viewed teaching as a non-traditional profession for men. Similarly, the 

participants in Khoddami (2011), Nagatomo (2012b), and Oruç (2013) viewed teaching as 

the most appropriate profession for women, and associated the teaching profession with 

femininity. One can infer from the above studies that female teachers’ teaching cognition 

have been influenced by the surrounding gendered occupational discourses which have 

directly impacted their career choices, their professional identities, and their teaching 
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practices. The study of Oruç (2013) showed that teachers believed that teaching is a women’s 

job. This belief shaped the teachers’ professional identity and pedagogy. For example, one 

teacher perceived her role toward students as a nurturing mother more than a teacher. 

Furthermore, scholarships (Cammack & Phillips, 2002; Nagatomo, 2012b; Park, 2009) 

highlighted that the gendered occupational discourses also shaped the teachers’ family views 

about teaching. These studies reported that the family of the teachers viewed teaching as 

women’s jobs and convinced their daughters to become teachers (Cammack & Phillips, 

2002; Nagatomo, 2012b; Park, 2009). Park (2009) employed the narrative approach to 

investigate a female Korean EFL teacher identity studying at a TESOL program in the US.  

The narrative revealed a tension between the teacher’s Korean cultural norms and her desire 

to be an independent female scholar. The participant’s narrative disclosed that being an EFL 

teacher was not her own choice; rather it was decided for her by her family. Also, the 

narratives revealed that the teacher’s family viewed teaching as a perfect job for women 

“due to fierce competition among men and women” in other fields (Park, 2009, p. 197). 

Despite the normalized belief that teaching is a suitable job for women, some studies 

(Cammack & Phillips, 2002; Nagatomo, 2012b) reported a preference toward male teachers 

over females. Female EFL teachers reported many instances when male teachers were more 

valued in the profession than women (Cammack & Phillips, 2002; Nagatomo, 2012b). 

Female teachers shared stories of parents preferring male teachers over female teachers, 

because “men could handle children better” (Cammack & Phillips, 2002, p. 129). Also, 

female EFL teachers shared many incidents of sexism in employment. Institutions preferred 

to hire male teachers “because they [men] needed to support a family” (Nagatomo, 2012b, 

p. 137).  

The above discussed studies displayed that female EFL teachers’ professional identity have 

been positioned within the normalized gendered discourses in the society. Such a forced 

positioning limits the female teacher’s professional identity in a generalizable and 

stereotypical way without realizing the fluid, changing, and unfixed nature of professional 

identity (discussed previously in section 2.3.4). Thus, unavoidable tension in the female EFL 

teachers’ professional identity occurs as a result of the association of teaching with 

femininity and the hard reality of gender exclusion in the workplace.   

2.3.6.2 Teaching context  

A small but emerging body of literature (Khoddami, 2011; Nagatomo, 2012c, 2012a; Simon-

Maeda, 2004) has highlighted the role of the teaching context in shaping the female EFL 
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teachers’ professional identity. Two sub themes emerged from the teaching context: 

institutional culture and gender exclusion. Institutional culture refers to the norms and values 

shared by the staff and students of the institution. These unwritten rules lead to a specific 

way of working.   

Nagatomo (2012c), Nagatomo (2012a), Simon-Maeda (2004), and Khoddami (2011) 

highlighted the unwritten rules of female exclusion from positions at the university, and how 

these rules shaped the female teachers’ professional identity. Nagatomo (2012c) investigated 

the professional identity of seven female EFL teachers, ranging in age from early 30s to 60s, 

at a Japanese university. The study employed a narrative approach and used Gee (2000) as 

the theoretical framework. The interview data revealed that the participants’ gender played 

a profound role in the way they were treated at the university, which influenced the formation 

of their professional identity. The teachers’ gender was a barrier that prevented them from 

having the same rights and privileges as their male colleagues. Female teachers were 

excluded from significant committees at the university, and they felt marginalized at their 

faculties because of their gender. The study also reported that female teachers received 

special treatment from their colleagues because of their gender. One teacher stated that her 

male co-workers treated her like a “princess” or a “daughter,” in their attempt “to make her 

feel at home” (Nagatomo, 2012c, p. 220). However, as the researcher stated “it is hard to 

imagine that newly hired male employees would be treated like a “prince” or a “son.” 

(Nagatomo, 2012c, p. 223). Similarly, Simon-Maeda (2004), Khoddami (2011), and 

Nagatomo (2012a) investigated female EFL teachers’ professional identity at different 

universities. The studies shed light on the role of gender exclusion in shaping female EFL 

teachers’ professional identity. The female teachers in the studies reported disempowering 

experiences, such as exclusion from decision-making positions at the university despite the 

fact that the participants in the studies were all qualified academic professionals (Khoddami, 

2011; Nagatomo, 2012a; Simon-Maeda, 2004). As a result, unlike their male colleagues, 

some female teachers struggled to align their professional identities with the university 

(Nagatomo, 2012a). Nevertheless, Foucault (1972, 1975) advocated that power is always 

accompanied by resistance (discussed previously in section 2.3.2.2). This implies that the 

gender power relations highlighted in the literature of female teachers’ professional identity 

cannot be reduced to oppressor versus victim relations. In fact, gender power relations 

between individuals produce resistance, which is an early form of agency (Hewett, 2004; 

Sannino, 2010). More importantly, as explained in section (2.3.4), teachers are active agents 

who have the ability to shape their own professional identity, make choices, and perform 
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actions within a given context (Beijaard et al., 2004; Flores & Day, 2006; Sannino, 2010; 

Schutz et al., 2007; Zembylas, 2003a). Thus, the studies of Simon-Maeda (2004) and 

Khoddami (2011) reported that female teachers resisted the surrounding gendered 

institutional discourses.  The participant teachers expressed their resistance by concentrating 

on their professional development, pursuing higher education (Simon-Maeda, 2004) and 

focusing on developing their teaching skills (Khoddami, 2011). Also, some female teachers 

expressed their resistance by confirming their presence at the university through showing a 

strict, dominant, and outspoken self (Khoddami, 2011).   

All the above studies displayed that the female EFL teachers’ professional identities have 

been negotiated and renegotiated with the discursive practices of the institutional culture and 

their colleagues at the workplace. Such gendered discourses make female EFL teachers feel 

academically unconfident, inadequate, and marginalized from academia. In consequence, 

tensions may occur between how the female teachers wish to project themselves as 

professionals, and their desire to get along well with their male colleagues and the norms 

and values of the educational institution. However, the vital role of teachers’ agency in 

shaping their professional identity cannot be overlooked. Teachers possess a level agency to 

defy, question, and resist the gendered institutional discourses and practices. 

 Conclusion  

This chapter reviewed literature related to the study of gender representation in EFL 

textbooks and female EFL teachers’ professional identity. The chapter showed that the 

studies in gender representation in EFL textbooks covered four main areas: 1) highlighting 

gender imbalances in EFL textbooks, 2) assessing developments in gender representation in 

EFL textbooks in response to educational reforms, 3) evaluating teachers’ awareness of 

gender representation in textbooks, and 4) observing teachers’ pedagogical practices when 

dealing with gendered text in classrooms. Despite the extensive research in gender 

representation in EFL textbooks, the literature reviewed disclosed an absence in the notion 

of EFL teachers’ professional identity. According to Butler (2011), people develop a sense 

of self and identity through engagement with representation. Thus, the literature has 

highlighted several negative impacts of gender representation in EFL textbooks on learners’ 

identity construction; however, no study has investigated this notion on EFL teachers’ 

professional identity. The studies that explored EFL teachers and gender representation in 

textbooks have only investigated the pedagogical practices and the perceptions of EFL 

teachers about gender representation in EFL textbooks. Nevertheless, empirical studies of 
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EFL teachers’ professional identity demonstrated that interrelated dimensions, such as 

context, teacher’s biography, teacher’s cognition, and teacher’s emotion, contribute in 

shaping teachers’ professional identity. Also, only eight empirical studies were located 

investigating female EFL teachers’ professional identity. These studies highlighted macro 

and micro context as the main dimension shaping female EFL teachers’ professional identity. 

More importantly, the literature covering EFL teachers’ professional identity asserted that 

teachers’ agency is inextricably bound to professional identity construction. This contributes 

to the complexity and changing nature of teachers’ professional identity.  
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Chapter 3 Methodology  

 Introduction  

This chapter describes in-depth the research design and the methodology that the study 

followed. The chapter presents the detailed procedure that was followed to answer the core 

question:  How do Saudi female EFL teachers negotiate their professional identity in relation 

to gender representation in EFL textbooks? As well as these subsidiary research questions:  

1. How is gender represented in EFL textbooks that are specifically designed for the 

Saudi market? 

2. How do Saudi female EFL teachers’ perceive the gender representation in EFL 

textbooks?  

3. How do Saudi female EFL teachers feel when teaching gendered images of EFL 

textbooks? 

4. How do Saudi female EFL teachers negotiate the gender representation in EFL 

textbooks at their classrooms?  

The following sections discuss the components of the methodologies this study used: the 

qualitative approach (3.2), the research design (3.3), the research paradigm and theoretical 

framework (3.4), the research methods and analysis (3.5), the strategies used to ensure 

trustworthiness in the study (3.6), the position of the researcher (3.7), and ethical 

considerations ( 3.8) .    

 Qualitative research 

Qualitative research is guided by the philosophical assumptions of qualitative inquiry 

(Kivunja & Kuyini, 2017). These philosophical assumptions include: the nature of reality 

(ontology), how the researcher knows what she or he knows (epistemology), the role of 

values in the research (axiology), and the methods used in investigation (methodology) 

(Kivunja & Kuyini, 2017). From the ontological assumption, the qualitative researcher 

conducts a study with the intention of viewing multiple realities (Creswell, 2013b). This 

means people understand reality in different ways that reflect their own perspectives. For 

this reason, the qualitative researcher aims for a holistic picture of the problem by collecting 

different evidence from various individuals (Creswell, 2013b; Punch & Oancea, 2014). With 

the epistemological assumption, qualitative researchers consider the truth about human 
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behaviour as being dependent upon its context (Punch & Oancea, 2014). This implies that 

qualitative researchers seek to understand a phenomenon in its setting as it unfolds naturally. 

In consequence, qualitative researchers conduct their studies in the field, and try to get as 

close as possible to the participants being studied (Creswell, 2013b). In other words, 

qualitative researchers do not extricate people from their everyday worlds; rather they visit 

people in their workplaces, staffrooms, and classrooms. In relation to the axiological 

assumption, qualitative inquirers position themselves within a study by admitting the value-

laden nature of the study and actively reporting their biases as well as the value-laden nature 

of the information gathered from the field (Creswell, 2013b). The methodology of qualitative 

research is inductive, emerging, and shaped by the researcher’s experience in collecting and 

analysing the data (Creswell, 2013b; Punch & Oancea, 2014). In other words, qualitative 

researchers collect their data themselves, and they build and categorize themes from the 

bottom up when analysing the data.  This inductive process toward data analysis requires 

qualitative researchers to work back and forth between the potential themes and the database 

until they establish a comprehensive set of themes.   

Hence, the current research adopted the qualitative approach because of the nature of the 

problem under exploration. I need to have a deep understanding of the professional identity 

of Saudi female EFL teachers, and to explore whether gender representation in EFL 

textbooks contributes in shaping their identity construction. Marsh (2003) states that identity 

formation is intimately related to the discourses and the communities a person works within. 

Consequently, it was vital for me to understand and learn from the Saudi female teachers 

how they interact with the setting and textbooks. Such a deep understanding of Saudi female 

teachers’ professional identity could be achieved by talking directly to the teachers in their 

context, and allowing them to share their perspectives. 

 Research design 

The research design is the basic plan for any research. Many researchers (e.g. Bryman, 2016; 

Creswell, 2013a; Flick, 2018; Maxwell, 2009, 2012; D. C. Miller & Salkind, 2002; Ragin, 

1994) have defined research design as a plan for collecting and analysing relevant data to 

answer the research questions. As a result, the research design includes all of the components 

of the research study : the goal of the research, the research questions, its theoretical 

framework, research methods, and validity (Flick, 2018; Maxwell, 2009, 2012; Ragin, 

1994).  
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Punch and Oancea (2014) and Creswell (2013a) argue that there is not one standard structure 

of qualitative design due to the diverse nature of qualitative research.  However, this does 

not mean that qualitative research lacks design. Yin (2018) argues that  every type of research 

has at least an implicit research design.  Maxwell (2012) adds that qualitative research 

designs are less restrictive than quantitative designs.  

Many qualitative researchers (e.g. Creswell, 2013a; LeCompte & Preissle, 1993; Lincoln & 

Guba, 1985; Maxwell, 2012; Miles et al., 2013; Punch & Oancea, 2014; Robson, 2002) agree 

on the following characteristics for a good research design. First, a good research design 

should be guided by the research questions, and should show how the researcher is going to 

answer these questions. The research questions are the heart of the research design that 

connect all the components of the design. Second, the design should be informed by current 

knowledge and theory, i.e. the theoretical framework. Third, the research design should be 

reflexive showing the process of data collection and analysis. Finally, the design must 

identify validity threats, and ways to deal with these threats. 

Reflecting to the above characteristics of good research design, Table 3.1 details how the 

data collection methods in this study answered the research questions. Also, as the table 

details, data was collected and analysed in the following sequence: first analysing textbooks, 

followed by semi-structured interviews. The data from the textbooks helped me to identify 

major themes regarding gender representation in EFL textbooks in Saudi Arabia. These 

themes identify certain discourses that would shape teachers’ professional identity 

constructions.  As a result, the identified themes from the textbooks informed the design of 

the interview questions.    
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Table 3.1 Answering the Research Questions Plan 

Research Question  Explanation  Data 

Collection 

Analysis  

How is gender represented in EFL textbooks 

that are specifically designed for the Saudi 

market? 

This question covers the first part of the research topic. The question helps 

me to investigate the discourse around gender in EFL textbooks. It enables 

me to explore the roles given to men and women in the images presented 

in EFL textbooks.   

Critical 

Discourse 

Analysis 

of 

textbooks 

Critical 

Discourse 

Analysis 

 

How do Saudi female EFL teachers’ perceive 

the gender representation in EFL textbooks? 

 

The following three questions help me to explore the relationship between 

gender representation in EFL textbooks and Saudi female EFL teachers’ 

professional identity. Each question explores one dimension of teachers 

professional identity (discussed in section2.3.4)  

This question investigates teachers’ cognition about patriarchal discourses 

in EFL textbooks.  

Semi-

structured 

interviews  

 

Thematic 

Analysis  

 

 



Chapter 3 

83 

Research Question  Explanation  Data 

Collection 

Analysis  

How do Saudi female EFL teachers feel when 

teaching gendered images of EFL textbooks? 

This question focuses on another dimension of teachers’ professional 

identity. The question explores teachers’ emotions toward the gendered 

discourses in the textbooks.  

 

 

 

Semi-

structured 

interviews.  

 

 

 

Thematic 

Analysis 

 

How do Saudi female EFL teachers negotiate 

the gender representation in EFL textbooks at 

their classrooms? 

This question focuses on teachers’ reported classroom practices regarding 

gendered images. It also pays attention to the teaching context and 

teachers’ agency as dimensions of teachers’ professional identity.  
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 Research paradigm and theoretical framework 

Following the transformative paradigm, it is believed that truth is derived from the social 

context and influenced by the positional power of the advocates of that truth (Cohen et al., 

2018; Hussain et al., 2013; Scotland, 2012). This implies that truth is not value-free, and that 

it is constantly changing depending on social, political, and power based factors. In the light 

of Foucault’s (1972) theory of discourse and power, discourse is a powerful tool for 

constructing truth, knowledge, gender, and identity. According to Foucault (1972), discourse 

is not a neutral tool for describing the world; instead, discourse constructs and regulates 

social relations and knowledge. By that line of thinking, discourse is not only 

representational but also constitutive. Using Foucault’s (1972) theory, this section tries to 

draw up a theoretical framework for the study by explaining how discourse affects gender 

roles and teachers’ identity construction.   

I believe that discourse is not only a form of knowledge about cultural ways of thinking and 

doing, but that it also possesses the capacity to act as an agent of social construction. 

Discourse can be viewed as what Foucault (1972) calls an exercise of power. This power of 

discourse determines the established norms and beliefs as well as the actions within a certain 

field. Consequently, educational institutions are seen as an exercise of power in the sense 

that the institutions tend to construct or naturalize certain discourses (Romera, 2015). Hence,  

the discourse construction process would be achieved by presenting the dominant groups’ 

thinking as common sense (Fairclough, 2014). Geertz (2010) defines common sense as a set 

of fundamental assumptions, expectations, and beliefs regarding the nature of the world. 

Thus, the individual acts within and according to this set of assumptions (Geertz, 2010). 

After that, the individual’s practices normalize this set of assumptions and allow the 

individual to take them for granted (Geertz, 2010). Once something is accepted as normal, 

or even inevitable, it becomes an accepted truth that is hard to question (Kendall & 

Wickham, 1998). Assalahi (2015) explains that the transformative paradigm depicts the 

power agendas imposed on educationalists, and questions their legitimacy. Following this 

argument, researchers working in this paradigm desire a change that shakes the educational 

institutions and empowers teachers to act to transform unjust practices. Fairclough (2014) 

argues that “change depends upon explanation and understanding how domination works, 

and how discourses figures with it” (Fairclough, 2014, p. 6) . Following Fairclough’s (2014) 

argument, this research aims to raise awareness of the position of female EFL teachers in 

higher education in SA. The research aims to explore gender representation in EFL 



Chapter 3 

86 

textbooks, and how teachers perceive gender representation as an influence shaping their 

professional identities. Consequently, the researcher of this study sees a good understanding 

of the identity of female teachers as the first step to social change. Otherwise it would be 

hard to determine whether the status of Saudi female teachers needs to be changed or revised. 

Regarding gender, Lazar (2007) argues “gender ideology is hegemonic in that it often does 

not appear as domination at all, appearing instead as largely consensual and acceptable to 

most in a community” (Lazar, 2007, p. 146). In the light of Lazar’s (2007) and Foucault’s 

(1972) views, gender representation in general and the category of women in particular can 

be seen as organized, structured, and normalized by dominant discourses.  For example, as 

previously mentioned in section (2.2.2), the research studies in gender representation in EFL 

textbooks in the Gulf area and SA showed consistent stereotypical representations of men 

and women in textbooks. In such cases, discourse helped not only in representing gendered 

roles, but also in maintaining and normalizing gender inequality. These gendered discourses 

in EFL textbooks in SA would shape female EFL teachers’ identity construction.   

As mentioned previously, I viewed teachers’ identity from a postmodernist approach (see 

chapter 2 section 2.3.2.2). Many researchers in EFL (e.g. Duff & Uchida, 1997; Varghese et 

al., 2005; Yazan, 2018) believe that teacher identity is context-bound, i.e. crucially related 

to cultural, political, and institutional contexts. According to Fairclough (2014) identity is 

closely related to discourse. Identity is the effect of discourse and constructed within 

discourse. Individuals construct, maintain, and negotiate their identities through language 

and discourse. Marsh (2003) describes the process of teacher identity construction as one of 

fashioning and refashioning identities by patching together fragments of the discourses to 

which a person is exposed to. Consequently, how Saudi women position themselves and are 

positioned by others within the discourses of societal, institutional, and professional gender 

roles influences what kind of language teachers they are, or aspire to become. This value-

laden discourse is contextually constructed and fluid, as well as being interlaced with the 

discourses of gender, religion, and culture in SA.  

However, this doesn’t indicate that Saudi female EFL teachers do not have agency over their 

professional identities.  Fairclough (2014), Butler (2011), and Hall (1992) acknowledge that 

although identity can be constructed through representations in discourse, the individual has 

the ability to challenge, construct, and problematize these representations in discourse. In 

consequence, this research views teachers’ professional identity as being partly given, 

though as yet to be achieved. The Saudi female EFL teacher has a sense of agency over her 

identity. She can shape her identity by personalizing her social and professional roles, 
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investing her identity with her own personality, and enacting her identity in a distinctive way 

(Archer, 2000; Pavlenko & Blackledge, 2004) . As such, this research could shed new light 

on how female EFL teachers shape their own professional identity within the discourses of 

gender in textbooks. Furthermore, this study was conducted in a specific context, so that it 

would lead to further exploration in the fields of gender representation in textbooks and 

female EFL teachers’ professional identity in SA.   

 Research methods and analysis 

A research method is simply a technique for collecting data (Bryman, 2016). Taylor and 

Medina (2013) states that deciding on research methods is guided by the research paradigm, 

theoretical framework, and the research questions.  

Bryman (2016) states that the data analysis stage is profoundly about data reduction. Its main 

concern is reducing the large amount of data gathered by the researcher, in order to make 

sense of it.  

As mentioned earlier in section 3.3, data was collected and analysed in two phases: first, by 

analysing textbooks, followed by semi-structured interviews. The following two sections 

detail the data collection tools and analysis used in this research.  

3.5.1 Phase I: Critical Discourse Analysis 

Phase I focused on collecting data related to gender representation in EFL textbooks. Thus, 

data was collected from EFL textbooks using Critical Discourse Analysis (CDA hereafter). 

CDA is a theory and a research method for critically describing, interpreting, and explaining 

the ways in which powerful discourses construct, maintain, and legitimize certain ideologies, 

identities, and culture in a society (Fairclough, 2014; vanDijk, 2001; Wodak & Meyer, 

2001).  

Many CDA researchers (e.g. Fairclough, 2014; Gee, 2011; Rogers et al., 2005) argue that 

what makes CDA critical or different from other types of discourse analysis is the 

explanation stage. In CDA, the analysis moves beyond description and interpretation of the 

role of discourse in the social world, toward explaining why and how discourse does the 

work that it does (Fairclough, 2014; Rogers et al., 2005; vanDijk, 2001; Wodak & Meyer, 

2001) . 
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In CDA, discourse is “semiosis, meaning making, and the resources that are associated used 

in it” (Fairclough, 2014, p. 8). Gee (2011) explains that the word discourse in CDA refers 

both to language bits and to the cultural models that are associated with the discourse. Gee 

(2011) further gives an example that there is a university discourse that includes certain 

language bits that may be particular to academia; and there are also associated ways of 

thinking, believing, and valuing that are related to the membership of the discourse 

belonging to the university. As a result of the new technologies in text production, many 

CDA researchers (e.g. Fairclough, 2014; Jørgensen & Phillips, 2002; Kress & Leeuwen, 

2006; Leeuwen, 2004) add that discourse also includes multiple-semiotic texts which 

combine language with visual images and sounds. Thus, in this research, my definition of 

discourse follows the above researchers’ definition in the sense that images are important 

components in meaning-making, and are capable of shaping discourse, as well as being 

shaped by the contents.   

Regarding analysis, CDA relates the subjects under analysis to power (Fairclough, 2014; 

Gee, 2011; Rogers et al., 2005; Wodak & Meyer, 2001) . For example, rather than analysing 

language in relation to the speaker’s psychological intentions, motivation, or competency; 

CDA analyses opaque as well as transparent structural relationships of dominance, 

discrimination, power and control as manifested in language (Wodak & Meyer, 2001). 

Many scholars (e.g. Mohamed, 2014; Rahimi & Riasati, 2011; vanDijk, 2001) have 

highlighted the tremendous effects textbooks have on shaping and transmitting ideologies. 

These scholars viewed textbooks as an exercise of power through controlled discourse. 

vanDijk (2001) and Mohamed (2014) argued that textbooks are ideologies embedded in 

curriculum. By that reasoning, textbooks are a means to enforce hegemony and dominance 

over a community. Thus, this study employed principles of CDA to analyse gender 

representation in textbooks for two reasons. First, CDA operates under the assumption that 

institutions act as gatekeepers to discursive resources (Mullet, 2018). This assumption 

matches the context of the research under study, for the fact that, the sample textbooks have 

been modified to match the conservative context of SA. In other words, the discourses inside 

the textbook have been appropriated for the educational institutions in SA. Second, inspired 

by the principles of CDA as an analytic lens, I would be able to uncover the hidden ideologies 

and expose exploitation in textbooks, if any, of one gender over the other. 
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3.5.1.1 Materials  

An EFL series named English Unlimited Special Edition was selected as the material for this 

study. I decided to explore the sampled series for two reasons. First, the series plays an 

important role for students and teachers at the ELI. As mentioned in section (1.5.4.2), the 

series is a very important resource for both students and teachers. The series is the main 

teaching resource, and as a result, teachers make sure to cover all the units of the textbooks, 

following a prescribed pacing guide. More than that, the series is the study material for 

students. Final and mid-module exams conducted by the ELI include contents, i.e. 

vocabulary and grammatical rules, covered in the textbooks. Second, the series has been 

modified from the international version to suit the Saudi Arabian context. For this reason, 

the contents of the textbooks are culturally sensitive. In other words, the contents which are 

considered inappropriate to the Saudi society have been excluded from the textbooks. To get 

a better idea of the series analysed, the following paragraphs give a brief description of the 

special edition of the English Unlimited series, and how they were adapted by the publisher 

to accommodate the stakeholders of the Saudi Arabian market.         

The English Unlimited Special Edition is an adapted version of the international English 

Unlimited series by Cambridge University Press. The international edition includes six levels 

of course books, from beginner to advanced. The series was first published in 2010, and 

authored by Theresa Clementson, Alex Tilbury, Leslie Anne Hendra, David Rea, Adrian 

Doff, and Ben Goldstein. Only four course books of the series, beginner to intermediate 

level, have been adapted to accommodate the needs of Arabic speakers. The adapted series 

is tilted English Unlimited Special Edition, and was first published in 2015. The special 

edition series is authored by a larger team compared to the international edition. The team 

includes almost all of the authors of the international series. The authors are: Adrian Doff, 

Leslie Anne Hendra, Theresa Clementson, Alex Tilbury, David Rea, Sabina Ostrowska, 

Johanna Stirling, Howard Smith, Mark Lloyd, Rachel Thake, and Cathy Brabben. The 

English Unlimited Special Edition series is taught to the Arts track PYP students at KAU in 

SA (English Language Institute, 2018). Table 3.2 details the four ELI courses and the course 

books offered to the Arts track students at the ELI: 

Table 3.2 ELI courses and textbooks for Arts track 

ELIA 101 Cambridge University Press English Unlimited: Special Edition “Beginner” 
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ELIA 102 Cambridge University Press English Unlimited: Special Edition 

“Elementary” 

ELIA 103 Cambridge University Press English Unlimited: Special Edition “Pre-

intermediate” 

ELIA 104 Cambridge University Press English Unlimited: Special Edition 

“Intermediate” 

The teacher’s pack of the special edition series emphasizes that the series is specifically 

designed for Arabic speakers: “English Unlimited Special Edition has been designed with 

Arabic speaker in mind” (Doff, 2015, p. 5). The series also assures EFL teachers and learners 

in the Arab world that the series addresses their request of including culturally-related topics: 

“the authors have chosen topics and texts to appeal to learners from the Arabic-speaking 

world. Learners and teachers have told us that they would like to see topics close to their 

interests focused on more prominently in English – teaching materials but are also interested 

in learning about the world more generally. The choice of topics and texts in English 

Unlimited Special Edition reflects this feedback” (Doff, 2015, p. 5).  

Hence, comparing the special edition series to the international edition, published in 2010, I 

noticed that the two series are nearly the same on a surface level. In both editions, the four 

course books, beginner to intermediate, are colourful and contain many visuals such as 

photographs, tables, and drawings. Also, the units of the series are the same in both editions 

(see Appendix C and Appendix D for content pages of the international and special edition 

series). Three course books, elementary to pre- intermediate, consist of 14 units, while the 

beginner textbook consists of 10 units. Each unit consists of three language input modules: 

grammar, vocabulary, and pronunciation; and four skill development modules: listening, 

speaking, reading, and writing. The language instruction is presented in context in order to 

provide a real situation for use. The four textbooks come with supporting materials for 

students, such as irregular verbs list, new words list, phonetic symbols, and grammar 

reference. 

In addition, the layout of the pages and the exercises are the same. Image 3.1 and Image 3.2 

below give an example of how the contents of the international series have been adapted to 

suit the local culture of SA. The left side of Image 3.1 introduces unit 1 page 10 of the 

international edition elementary textbook, while the right side of the image introduces unit 

1 page 10 of the special edition elementary textbook. Similarly, Image 3.2 shows pages from 
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the international and special edition pre-intermediate textbooks. Both sides introduce unit 12 

page 102; the left side introduces the international edition, while the right side introduces the 

special edition. As the images show, pages on both sides have the same layout, titles, and 

order of exercises. This indicates that pages on both editions have the same teaching goals 

specified on the top right-corner of the page. Pages in Image 3.1 aim to encourage students 

to introduce people in their life, while pages in Image 3.2 teaches students how to describe 

countries and famous people. Although the general structure of the contents in both editions 

are the same, an examination of both series showed that the special edition series has been 

adapted on six aspects. These aspects are: character’s clothing, character’s name, settings, 

public figures, lexical phrases, and a customized section. 

First, the clothing of the male and female characters in the special edition follow the Islamic 

dress code. This means that both male and female characters wear modest and unrevealing 

clothing that are neither tight nor transparent. Male characters wear clothing that fully covers 

their bodies from neck to toes. The tops are either full or mid-sleeved. Female characters 

wear clothing that covers their bodies from head to toes except the face. Their clothes consist 

mostly of loose, full-sleeved dresses to cover up the female characters’ body parts, from 

shoulders to toes. Their hair and neck are covered with either Hijab (refer to page xvii for 

definition of Hijab) or a hat. Furthermore, male and female characters are portrayed in 

traditional Saudi dress, i.e. Abaya and Thoub, sometimes (refer to page xvii for definitions 

of Abaya and Thoub). It can be argued that the representation of women covering their hair 

in different contexts throughout the special edition does not reflect reality. For the fact that 

women in SA only cover their hair in public places (as discussed in chapter 1 page 6). 

However, the series could be considered a public document because it is taught at 

universities to both male and female students. This means that the representation of women 

in the series should follow the same dress codes of women on local TV channels, 

newspapers, and advertisements (as discussed in chapter 1 page 6). Image 3.1 below portrays 

how the characters’ clothing has been adapted to suit the Saudi local culture. The characters 

in the special edition, i.e. right side of the image, are dressed in traditional Saudi style. 

Female characters are wearing a black Abaya that covers their entire bodies, and a black 

Tarha to cover their hair and necks. The clothing of the male characters in the international 

edition, left side of the image, is culturally acceptable. Male characters are fully covered 

from neck to toes. However, male characters were dressed in traditional Thoubs in the special 

edition in order to suit the context of a Saudi family gathering.   
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Second, the special edition series introduces many fictional characters from the Middle East 

in general and from SA in particular. These characters were given popular Arabic names; 

such as Mohammed for male characters, and Fatima for female characters. For example, the 

characters on the right side of Image 3.1 have Arabic names, such as Amira, Ahmed, and 

Nadia. 

Third, the setting in which male and female characters interact is different in both editions. 

The international edition portrays male and female characters together in different contexts; 

such as, work, holidays, gatherings, family, shopping, and school. This means that male and 

female characters are represented in different relationships ranging from kinship to 

acquaintanceship. In contrast, the setting of mixed-gender images in the special edition series 

is limited to family settings. In fact, only 21 mixed-gender images are represented throughout 

the special edition series. The images portray a nuclear family (a mother, a father, a son, and 

a daughter) most of the time. The family members are introduced performing different 

activities, such as shopping, skiing, dining, or sitting at a park.  

 

Image 3.1 International and special edition: Characters 

(R102-10-international edition, L102-10-special edition) 

For instance, the international edition in Image 3.1 depicts female characters socializing with 

their male colleagues, boss, and friends at a party. This social context would be considered 

culturally inappropriate in SA. Thus, the special edition proposed a family context instead. 

The concept of family gatherings is more applicable to the Saudi reader. In SA, people attend 

big family gatherings on the weekends. These gatherings often are not segregated. In my 
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opinion, the limited settings for mixed-gender images in the special edition series is a 

reflection of the segregation policy in SA (discussed in chapter 1 page 6). As was discussed 

in chapter 1, public sectors, such as schools, banks, and companies, are segregated in SA. In 

addition, the public places, restaurants in particular, are often semi-segregated. The 

restaurant is divided into a family section and a men’s section. This segregation policy in 

reality limits the mixed-gender images in the special edition series to family gatherings and 

outings.    

Fourth, some reading and listening passages have been localized in the special edition series 

by introducing famous people from the Middle East and SA. These passages are biographies 

of popular media and sport figures, influencers, and royals.    

 

Image 3.2 International and special edition: Passages 

(R103-102-international edition, L103-102-special edition) 

For example, Image 3.2 shows unit 12 page 102 of the international and special edition 

series. Both pages are titled (talk about people and places in your country), and introduce 

politicians. The international edition, the left side, introduces a female Polish character, 

Renata, talking about the former president of Poland, Lech Wałęsa, and describing the city 

of Kraków. Beside this, an image of the former president and a Jazz club in Kraków are 

introduced. The contents of page 102 were adapted in the special edition by introducing a 

Saudi male character named Saleh. The character talks about the Saudi prince and 

businessman Al-Waleed bin Talal, and describes Riyadh, the capital of Saudi Arabia. 
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Consequently, an image of Al-Waleed bin Talal, and the Kingdom Centre skyscraper in 

Riyadh are introduced. 

Fifth, some lexical phrases have been modified from the international edition to match the 

contents of the special edition. On one hand, some of the lexical phrases have been excluded 

in the special edition for cultural factors. These lexical phrases have been excluded because 

they would be considered inappropriate in the Saudi Arabian context. For example, the target 

vocabulary on page 10 of the international and special edition elementary course books have 

been modified (Image 3.1). Although page 10 in both editions aims to enable students to talk 

about people in their lives, the target vocabulary in the special edition is limited to kinship. 

Words such as “boyfriend” and “girlfriend”, have been excluded from the special edition 

because they are considered culturally inappropriate, if not un-Islamic, to some people in 

SA. On the other hand, some lexical phrases have been modified to match the setting of the 

images and topic of the passages.  For instance, as mentioned in the previous point, the 

contents of page 102 were adapted in the special edition by introducing the Saudi prince and 

businessman Al-Waleed bin Talal (Image 3.2). Consequently, the target vocabulary has been 

modified to match the setting of the images and the topic of the passage.  

Finally, a customized section titled (Get it Right!) has been added to the special edition 

series. The authors used the Cambridge Learner Corpus to identify common mistakes Arabic 

speakers make in English (Doff, 2015). In consequence, the section “specifically focus on 

the language areas that Arabic-speaking learners have most difficulty with” (Doff, 2015, p. 

14). The section occurs in even-numbered units, and usually focuses on grammatical points. 

The target language is introduced in a reading passage, and followed by controlled 

grammatical exercises. The reading passages include topics about the Middle East, the Gulf, 

and SA. For example, Image 3.3 below presents page 35 of the international and special 

edition intermediate textbook. The left side of the image shows page 35 of the international 

edition, while the right side shows the same page in the special edition. As the image shows, 

the contents in the special edition have been customized by the introduction of a different 

target language (i.e. past and present perfect). Also, the target language is introduced in a 

reading passage about pearl diving which is related to the local traditions.      
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Image 3.3 International and special edition: Customised section 

3.5.1.2 Data analysis  

My analytical approach was heavily influenced by both Fairclough’s (2014) and Kress and 

van Leeuwen’s (2006) framework. Below I justify my decision of devising my own 

framework and explain how the adaptation of both frameworks enables me to explore gender 

representation in images.    

I adapted Fairclough’s (2014) framework for its clear analytical procedure. The framework 

gives clear guidelines for analysing texts with a focus on the social context. Such a focus is 

vital to this study since the English Unlimited series has been adapted to the social context 

of SA. Hence, Fairclough’s (2014) framework enables me to provide a thorough analysis of 

the power relations between male and female characters in the textbook and link the gender 

representation to the policies, ideologies, and cultural values of SA.  To explain the analytical 

procedure, Fairclough's (2014) framework consists of three intertwined stages of analysis. 

The stages are: description, interpretation, and explanation. The description stage focuses on 

the text. It aims to describe and understand the texts. The analysis focuses on identifying, 

labelling, and categorizing features of the text (Fairclough, 2014; Janks, 1997). The 

interpretation stage is concerned with the process through which the text is produced and 

received. According to Faircolugh (2014), this stage explicates the ideologies and power 

relations built into the visual text. By these means, the analyst should interpret the 

relationship between the text, its production, and its consumption (Fairclough, 2014; Janks, 

1997). The analysis, then, is generated through the combination of what is the text and what 

knowledge or beliefs the interpreter holds (Fairclough, 2014; Janks, 1997). The explanation 
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stage is concerned with the relationship between the text and the social context (Fairclough, 

2014; Janks, 1997). Accordingly, the analysis is explanative to the historical, social, and 

cultural contexts which govern the visual texts. Despite its clear analytical guidelines, 

Faircolugh’s (2014) framework was mainly concerned with analysing texts. Therefore, the 

framework provides ten analytical questions to examine textual features at the description 

stage of the framework. Nevertheless, this study focuses on investigating visual images; so, 

I incorporated elements of Kress and Leeuwen’s (2006) at the description stage in order to 

study the images in the sample series. 

My first justification of focusing on images, rather than texts in this study, is reflected in 

Liu’s (2013) statement that “we live in an increasingly visual culture, images, color and other 

non-verbal resources are no longer used mainly to entertain and illustrate, rather, they are 

becoming significant in communicating and meaning-making” (Liu, 2013, p. 1). Second, the 

revolution of the EFL material publishing industry confirms that images are becoming an 

integral part of the learning process. EFL materials were revolutionized with the introduction 

of technology in the publishing industry in the1970s (Giaschi, 2000). EFL textbooks became 

technicolour, resulting in an emphasis on visual presentation alongside the textual content 

(Prodromou, 1988). A concrete demonstration of this can be found in EFL series from 

different periods published by Oxford University Press: O'Neill's (1970) English in 

Situations includes one image, a graph illustrating the use of the present perfect tense 

(Giaschi, 2000). Soar and Soar's (1996) New Headway series contains more than 260 images, 

most of them are photographs (Giaschi, 2000). Recently, Soar and Soar's (2013) New 

Headway Plus: Special Edition series contains 426 images that include humans (Sulaimani 

& Elyas, 2018). Such a move in the EFL textbook production implies that visual modes are 

similar to language in communicating meaning and articulating ideologies (Kress and van 

Leeuwen, 2006). Third, the fact that images of women were introduced in 2012 in textbooks 

in SA inspired me to explore the gender representation in images. As discussed previously 

in chapter 1 in section 1.5.2.2 such a recent educational reform was significant since images 

of women had been banned in all textbooks in SA since 1926 (Sulaimani & Elyas, 2018). 

Consequently, it is important to explore the gender representation in textbooks’ images in 

the light of the current educational, political, and social change of the status of women in SA 

(discussed in chapter 1).  For these reasons, I found it vital to support Fairclough’s (2014) 

analytical procedure with Kress and Leeuwen’s (2006) multimodal framework, named 

grammar of visual design, to explore features of the images in the English Unlimited series. 

Multimodality refers to the combination of different semiotic modes, for example, words 
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and visual images, in the making of a text-specific meaning (Liu, 2013). In describing their 

framework, Kress and Leeuwen (2006) state that “just as grammars of language combine in 

clauses, sentences and texts, so our visual grammar will describe the way in which depicted 

elements people, place and things combine in visual statements of greater or lesser 

complexity” (Kress & Leeuwen, 2006, p. 1). Therefore, incorporating Kress and Leeuwen’s 

(2006) framework sheds light on the semiotic system which enables me to explore gender 

and power relations in the images. In other words, the framework allows me to interpret how 

various objects are organized and located in the image and how these objects interact and 

coordinate with other elements to construct meaning about gender and power relations. The 

following paragraph explains characteristics of Kress and van Leeuwen’s framework (2006) 

that are applicable to this study.  

Kress and Van Leeuwen (2006) assume that image, colour, music, typography, and other 

visual modes are similar to language and they can simultaneously fulfil and communicate 

meaning as language does. Thus, Kress and van Leeuwen (2006) propose that images hold 

representational, interactive, and compositional meaning. Representational meaning refers 

to represented participants, for example, people, places and objects, depicted in the image 

and how these participants relate to one another in meaningful ways. Interactive meaning 

refers to the resources, which construct relationships between the viewer, the image producer 

and the people represented in the image. Interactive meaning has two aspects that are 

applicable to this research: contact and distance each of which establishes a relationship with 

the viewer. With regards to contact, Kress and van Leeuwen (2006) identify two types of 

images: demand and offer images. In demand images, the depicted characters make eye 

contact with the reader. Such a gaze is suggested to symbolically demand the reader to enter 

into imaginary relation with the depicted characters. In contrast, the depicted characters in 

offer images do not make eye contact; instead, they are offered to the viewer’s contemplation 

and scrutiny. The second aspect of interactive meaning is distance which refers to the 

meaning potential of the space implied between the viewer and the depicted characters. The 

distance between the viewer and the participants is translated to the image by choices in size 

of frame. According to Kress and van Leeuwen (2006) a close-up shot can be used to suggest 

intimacy, a medium shot to suggest a social relationship, and a long shot to imply a more 

impersonal relationship. Finally, compositional meaning of images is realized through 

framing and salience. Framing refers to the way in which elements in the images are 

separated from or linked to each other on the page using lines, arrows, colour or spacing. 

Framing suggests connections between various elements, and to mark off elements as 
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somehow differentiated. Salience refers to the way in which degrees of significance can be 

allocated to elements within a composition by colour, relative size, and positioning.  

To summarise, my analytical framework incorporates characteristics and process shared 

common to approaches described by Fairclough’s (2014) and Kress and van Leeuwen’s 

(2006) frameworks.  These characteristics include: an emphasis on visual images, the belief 

that discourses are situated in contexts, and an analysis process that is systematic, 

descriptive, interpretive, and explanatory. Thus, devising my own framework enables me to 

investigate the gender representation thoroughly, and interpreting the semiosis and power 

relation in images of the sample series. More importantly, it helps me interpreting the gender 

representation in images critically since EFL textbooks, in general, and image production, 

in particular, entirely fall into the realm of cultural ideology, where particular discourses are 

privileged, while others are downplayed or even silenced (Kress & Leeuwen, 2006). 

The development of my framework was rather an inductive process. To start with, I 

examined the male and female characters in the images. My aim was looking for patterns 

that I can use to establish a general description about the gender representation in the series.  

Then, I tried to confirm or disconfirm these patterns by looking for other related images. 

While looking for patterns, I noticed that the ratio of female images was low, mostly of 

close-up shot, and the female characters were static. Consequently, female images did not 

provide information about the depicted characters. As a result, I decided to explore the voice 

of the character in order to gain more information about male and female characters. To 

explore the voice of the character, I explored the texts around the images. It is important to 

note that my concern, when studying the text around the images, was mainly in exploring 

the voice of the characters represented within the images. This means that the textual 

features, such as nominalization, modality, and passivity were not part of the analysis. This 

decision was guided by the fact that images of female characters were introduced recently 

(explained previously). Therefore, I aimed to mainly focus the analysis on images.  To 

explore the voice of the characters, I studied personal information, opinions, and stories the 

character shared in the series. Also, I considered the caption of the images, and titles of the 

reading passages because they summarized the characters’ situations. Through the 

character’s voice, I was able to form a clearer understanding of the images in the series. 

Hence, looking for patterns enabled me to develop analytical questions that need answering 

with regard to the power relations and gendered discourses instantiated in the images and 

the related texts connected to the images. Below is my descriptive framework: 

1. Description Stage 
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In this stage, I mainly focused on describing the visibility of male and female 

characters in the images. Therefore, I described a) the ratio of the images, and b) the 

characters depicted inside the images.  

a. Image  

i. What is the type of the image? 

1. Single female image (where only female characters are 

represented in the image) 

2. Single male image (where only female characters are 

represented in the image) 

3. Mixed-gender image (where both female and male characters 

are represented in one image) 

ii. How frequent are single male, female, and mixed-gender images? 

iii. What is the type of the image shot? 

1. Long shot 

2. Medium shot 

3. Close-up 

b. Characters 

i. Setting: Where are the characters in the image?  

1. Are the characters in work setting (e.g. office, hospital, etc)? 

2. Are the characters in leisure setting (e.g. restaurant, shop, 

vacation, etc)? 

ii. Activity: What is the character doing in the image? 

1. What does the body language of the character suggest in the 

image? E.g. Where are the eyes of the character directed? 

Does the character seem absorbed, bored, or enjoying the 

activity?  

iii. Clothing: what the characters are wearing? 

1. What does the clothing communicate about the character? 

a. Does the clotting provide information about the 

characters’ nationality, mood, and personality? 

iv. Voice: What information does the title of the section, and caption of the 

image provide about the character? 

1. Does the title of the section, and the caption of the image reflect the 

character’s opinions, stories, and personality? 

2. Interpretation stage 
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After recording the descriptive data, I was able to interpret the image with one 

question in mind. 

a. What power relations between men and women do the images communicate? 

i. Do the images position one gender as inferior to the other?  

ii. Do the images stereotype men and women? 

iii. Were women discriminated in the images?  

3. Explanation stage 

In this stage, I aimed to explore how the gender representation in the series was 

determined by the context of SA. Therefore, I tried to answer the following question. 

a. What contextual factors (e.g. the segregation policy, Islamic values, and 

women empowerment laws in SA) influenced the production of gender 

representation in the images of the series? 

3.5.2 Phase II: Semi-structured interview 

Phase II focused on exploring how Saudi female EFL teachers negotiate their professional 

identity in relation to gender representation in EFL textbooks. Thus, data was collected from 

six Saudi female EFL teachers using face-to-face semi-structured interviews.  

Many researchers describe qualitative interviews as a “conversation with a purpose” 

(Burgess, 1984, p. 102), a “professional conversation” (Kvale, 1996, p. 5), or “the gold 

standard of qualitative research” (Silverman, 2013, p. 51). Dörnyei (2007) describes semi-

structured interviews as a compromise between structured and unstructured interviews. In 

semi-structured interviews, the researcher knows what topics need to be covered and what 

questions need to be asked (Cohen et al., 2018; Silverman, 2013). At the same time, a degree 

of flexibility is needed in semi-structured interviews to probe some aspects in depth and let 

the respondent lead the interview (Silverman, 2013; Cohen et al., 2018) . For this reason, the 

interview should be based on an interview guide that identifies key topics to be covered 

(Heigham & Croker, 2009).  

Semi-structured interviews were chosen to investigate the female teachers’ professional 

identity for a number of reasons:  

First, the use of semi-structured interviews matches the design of this research. The data 

related to understanding female teachers’ perceptions of gender representation in EFL 

textbooks and its impact on their professional identity can be collected through interviews. 
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Second, semi-structured interviews enable the researcher to examine the complexity of the 

real world by exploring multiple perspectives toward an issue (Rubin & Rubin, 2011) . This 

approach to data gathering allowed me to explore teachers’ professional identity from 

different angles. During the interviews, female teachers can voice their different perspectives 

on gender representation in EFL textbooks, and can highlight dimensions that might shape 

their professional identity. By putting together descriptions from separate interviewees, I 

was able to create a full picture of the complicated nature of the research problem.    

Finally, semi-structured interviews are flexible which gives me the liberty to change 

interview questions in response to the perspectives and experience of the teachers (Rubin & 

Rubin, 2011). This is particularly important in this research due to the changing nature of 

identity. Female participants may highlight or emphasize certain issues that might affect their 

professional identity, so it’s very important for the interview to be flexible enough to allow 

space for the participants to elaborate.   

3.5.2.1 Population and sampling procedure 

 Many researchers (e.g. Etikan et al., 2016; Onwuegbuzie & Collins, 2007) define sampling 

as the process of selecting a portion of a population. According to Walliman (2011), a 

population is a total number of people, things or cases which are the subjects of a research. 

Because sampling is an important process in social research, novice researchers are always 

concerned about how large their samples should be (Cohen et al., 2018). However, there is 

not a definite answer to this question, despite the sheer number of qualitative research 

resources. Most of the qualitative researchers (e.g. Bryman, 2016; Cohen et al., 2018; Flick, 

2018; Onwuegbuzie & Collins, 2007; Onwuegbuzie & Leech, 2007) agreed that the sample 

size depends on the purpose and the nature of the research under scrutiny. They argue that 

qualitative research does not aim to generalize findings. For this reason, the sample size is 

determined not by the need to ensure generalisability, but by a desire to investigate fully the 

chosen topic and provide information-rich data (Bryman, 2016; Cohen et al., 2018; Flick, 

2018). Therefore, a small sample size is more common in qualitative research (Cohen et al., 

2018; Onwuegbuzie & Leech, 2007). 

There are two main methods of sampling (Bryman, 2016; Cohen et al., 2018; Onwuegbuzie 

& Leech, 2007). The researcher must decide whether to opt for a random or a purposeful 

sample. In random sampling, the sample is drawn randomly from the wider population. In 

this way, each member of the population under study has an equal chance of being selected 

(Cohen et al., 2018). According to Cohen et al. (2018), random sampling is useful when the 
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researcher is aiming for generalization, and is seeking representativeness of the wider 

population in his/her sample. Conversely, in purposeful sampling, the researcher builds up a 

sample by deliberately choosing the participants to be included based on their qualities 

(Cohen et al., 2018; Higginbottom, 2004). Through this method, not all of the participants 

in the population have an equal chance of being included in the sample. Purposeful sampling 

is suitable when the researcher aims to obtain insights into a phenomenon, individuals, or 

events (Onwuegbuzie & Leech, 2007). For this reason, Cohen et al. (2018) describes 

purposeful sampling as a feature of qualitative research.    

This research employed the purposeful sampling of six Saudi female EFL teachers. Having 

a small sample of six teachers enabled me to study professional identity intensively. Also, 

having a purposeful sampling ensured that all the participants are teaching Arts track and are 

using the English Unlimited series. Thus, the participant teachers were able to share their 

perceptions about the series.    

As stated in chapter 1 (section 1.5.4), this study was conducted at the ELI, women’s campus. 

Hence, an invitation email was sent to Saudi female EFL teachers working at the women’s 

campus of the ELI. The invitation email was forwarded by the academic director to the Saudi 

female teachers’ email list at the ELI. The email included information about this research, 

and a link to an online survey which teachers could fill if they were willing to participate in 

the study. The survey asked teachers to fill in the following demographic information: age, 

academic position, level of education, years of teaching experiences at ELI, and their contact 

details. Only ten teachers responded to my invitation email. Six teachers were recruited 

based on their demographic information. The idea behind these demographic features was 

to ensure variety in the sample. Having a variable sample enabled me to investigate the 

subject from all available angles and achieve greater understanding as a result (Etikan et al., 

2016; King & Horrocks, 2010).   

The participants were teaching Arts track students, and had been teaching the English 

Unlimited series for more than two years. Prior to the interview, the six participants chose a 

pseudonym in order to ensure anonymity. They will be referred to in this study by their 

pseudonyms: Dula, Sarah, Hanan, Fatmah, Sulaf, and Suha. Two of the participants, Dula 

and Hanan, were between 40 and 45 years old, while the rest of the participants were in their 

30’s. Almost all of the participants had studied English as a foreign language in SA. The 

participants’ age range indicates that the participant teachers had studied the GPGE 

curriculum (discussed in 1.5). The majority of the participant teachers, Hanan, Fatmah, 

Sulaf, and Suha, had studied English at public schools. This means that they had studied 
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English using locally designed EFL textbooks published by the GPGE (discussed in 1.5). 

Five participants had a master’s level qualification in teaching English to speakers of other 

languages, and one participant, Dula, had a doctorate-level qualification in modern 

languages. Almost all the participants had more than ten years of teaching experience at the 

ELI. One participant, Hanan, joined the ELI two years ago. Before joining the ELI, Hanan 

had taught general English language classes at public high schools in SA for ten years. The 

majority of the participants had held administrative positions at some point during their 

teaching career at the ELI. For example, Dula had been the head of the external unit. She 

had been responsible for coordinating teachers and exam procedures for external students at 

the ELI. Suha had contributed in the professional development unit for a short time. Also, 

Fatmah had been a member in the BlackBoard committee. She had helped in designing 

supplementary materials for students at the ELI. Furthermore, Sarah had joined the 

extracurricular committee at the ELI. She had organized many activities for students at the 

ELI. Finally, Sulaf had been an administrative officer at the postgraduate unit at the ELI. 

These various academic positions indicated that the participants were fully aware of the ELI 

educational policy, and academic and administrative procedure.     

3.5.2.2 Interview procedure  

The face-to-face interviews were audio recorded. Prior to the interviews, the participants 

chose a pseudonym, and signed a consent form to indicate their willingness to participate in 

the interview, to being recorded and to being referred to in the study by their pseudonym 

(Appendix E). The duration of the face-to-face interview session was approximately 40 

minutes.    

3.5.2.2.1 Semi-structured interview guide 

The development of an interview guide is flexible and depends on the researcher’s own 

desire and the methodological traditions implemented. Therefore, interview guides should 

not be rigid and force the interview into one direction; rather, they need to include topics 

that allow for the flow of discussion (King & Horrocks, 2010). However, questions that are 

not included in the guide may be asked as the interviewer picks up on things said by 

interviewees (Bryman, 2016).  

The following objectives of the interview guide were formulated to achieve the aim of phase 

II: To explore female teachers’: 

• Teaching cognition 
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• Awareness and  perceptions of gender representation in EFL textbook 

• Reported experiences and emotions when dealing with gendered images in the 

classroom 

• Reported agency and teaching decisions when dealing with gendered images in the 

classroom. 

The interview guide in this research (Appendix F) was designed based on Rubin and Rubin 

(2011) responsive interviewing. The responsive interview model follows conversational 

patterns, and encourages the researcher to adapt to new information and change interview 

questions ,if necessary, to get greater depth on unanticipated insights given by participants 

(Rubin & Rubin, 2011). To achieve this, I designed the semi-structured interview guide 

around five types of linked questions: introductory, transition, key, follow-up, and closing. 

Introductory questions help the researcher begin the interview with easy, nonthreatening 

questions that ask for narrative descriptions. Transition questions move the interview toward 

the key questions and keep the conversational tone of the interview. Key questions assure 

that each of the separate parts of a research question is answered. Follow-up questions ask 

interviewees to elaborate on key concepts, themes, ideas, or events that they have mentioned 

to provide the researcher with more depth. Closing questions provide the participant an 

opportunity to raise any issues not addressed, and indicate the end of the interview.    

The interview is divided into three parts. The first part collects data related to teachers’ 

cognition. As a result, the questions investigate teachers’ beliefs about teaching and how 

they see themselves as professionals.  

The second part of the interview examines if the series is contributing in constructing 

teachers’ professional identity. The questions in this part are inspired by the CDA of gender 

representation in the English Unlimited special edition series. The CDA of the textbooks 

informed the topics to be further explored through the interview. Consequently, the interview 

questions focused on teachers’ knowledge of gender representation in the series, teachers’ 

agency, and teachers’ decisions when teaching gendered images in the classroom. To 

stimulate the teachers’ schemata about gender representation in the series, I showed the 

participants page 6 of the beginner textbook (Appendix F). I selected this page as a prompt 

for three reasons. First, most of the teachers taught the beginner textbook at some point 

during their teaching years. Second, the page is the starting page of unit 1 of the textbook, 

and it is included in the pacing guide. For this reason, teachers could not skip this page, and 

had to deal with the contents in their classrooms. Third, the images on this page are a vital 
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part of the lesson. The lesson aims to introduce students to lexical words related to greetings. 

As a result, the page introduces an activity in which students match between conversations 

and images. There are three male images and one female image in the page. The male 

characters were represented in a work setting, while the female characters were in an outdoor 

setting, a cafe. During the interview, I asked the teachers to flip through the pages of the 

beginner textbook if they need to. I also gave them the liberty to check whichever textbook 

level they are teaching at the time of the interview (e.g. elementary level textbook). This 

option gave the teachers the opportunity to reflect on the images, and bring rich examples of 

the gender representation in the images of the series.   

The final part of the interview aims to help teachers reflect on their professional identity by 

creating an imaginary educational situation. Many researchers (e.g. Beauchamp & Thomas, 

2010; Golombek & Klager, 2015; Wenger, 1999) have advocated that educational 

imagination is an important factor in the development of teachers’ professional identity. 

According to Beauchamp and Thomas (2010), imagination enables teachers to envision their 

professional identity in advance while reflecting on their current practice. This makes 

imagination an element of reflective practice (Wenger, 1999).  Egan (2001) adds that 

imagination could influence teachers’ professional identity because imagination is the sum 

of the teacher’s perception, memory, idea generation, emotion, metaphor, and life 

experiences. Consequently, the imaginary situation a teacher may experience echoes her 

perceptions. In order to create an imaginary educational situation, I showed teachers an 

adapted version of page 6 of the beginner textbook (Appendix F).  I balanced the images of 

gender in page 6 by including two authentic images of Saudi women. Image number two 

introduces two Saudi women sitting at a library. The image was taken from a newspaper 

article discussing Saudi Arabia 2030 vision and its effects on the labour market (for full 

article see: Djafari, 2017). Image number three shows Saudi Arabia’s Jeddah United female 

basketball team. The team is newly formed by a private university in Jeddah. In the image, 

the team members are greeting the opponent team in one of their matches in Jordan. The 

image was introduced in a newspaper article (for full article see: Albilad, 2017). The adapted 

version of page 6 enabled the participant teachers to reflect on their professional identity. 

They envisioned themselves teaching the adapted page, and shared their perceptions and 

feelings about the page.   
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3.5.2.3 Piloting stage  

In order to ensure the practicality and clarity of interview questions, a piloting stage was 

conducted. The piloting was conducted in the UK with a Saudi female PhD student at the 

University of Southampton. Turner (2010) suggests that the participants in the piloting stage 

should share as similar criteria as possible to the group of participants for the main study. 

Thus, I conducted the piloting interview with a Saudi female PhD student who used to teach 

at the ELI, and taught the English Unlimited special edition series. The interview was audio 

recorded and lasted for 28 minutes. The interview went well and smoothly. The data 

collected from the interview was rich, and answered the interview questions. To check the 

clarity of the interview questions, the participant completed a checklist after the interview 

(Appendix G). The results of the checklist showed that the questions were easy to understand 

and organized in a conversational way moving from general to specific topics. Also, the 

questions were not intrusive. Based on the positive comments received from the participant 

and my academic supervisor, I decided not to modify any questions, and to proceed in 

interviewing the real participants with the same questions.  

3.5.2.4 Transcription  

The audio recordings were transcribed using a software program. McGinn (2008) states that 

when transcribing, researchers should think carefully about the level of detail important to 

the research analysis. Hence, the transcriptions in this study were clean verbatim (Appendix 

H). This means that the transcripts emphasized verbatim words exchanged between the 

researcher and participants. No attempt has been made to include extralinguistic or body 

language. Also, filler speech, repeated words, and interjections were removed from the 

transcripts. Standard punctuations, such as commas, periods, and question marks have been 

included to facilitate reading of the transcripts. 

In order to reduce error in transcription, I aimed to ensure the highest possible audio quality. 

In consequence, I recorded the interviews on two devices with built-in microphones, and 

conducted the interviews in a quiet office or classroom, depending on the participant’s 

preference. Also, after reviewing the transcripts, I asked the research participants to review 

their own transcripts for accuracy. 

3.5.2.5 Data analysis  

The qualitative data from the semi-structured interviews was analysed using thematic 

analysis. Thematic analysis is a method for identifying, analysing, and reporting patterns, 
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i.e. themes, within data (Braun & Clarke, 2006; Joffe, 2012; Maguire & Delahunt, 2017).  

Joffe (2012) advocates for thematic analysis in qualitative research when stating that 

thematic analysis enables the researcher to identify critical themes emerging from the 

phenomenon under study. Thematic analysis is chosen to analyse data from the semi-

structured interview for the following reasons. First, verbal interview data tend to be at the 

root of thematic analysis (Joffe, 2012). In other words, thematic analysis matches the type 

of the data collected from the interviews in this research. Second, a key feature of thematic 

analysis is that it focuses on the content of people’s thoughts and feelings regarding the issue 

under study (Joffe, 2012). This means that using thematic analysis is compatible with the 

interview questions and their objectives. It enables me to gain a deep insight into the 

dimensions related to EFL teachers’ professional identity construction. Also, it helps me to 

explore the EFL teachers’ life experiences, beliefs, and perceptions about gender 

representation in EFL textbooks. Third, thematic analysis is a flexible method because it is 

not tied to a particular epistemological or theoretical perspective (Braun & Clarke, 2006; 

Joffe, 2012; Maguire & Delahunt, 2017). Due to its flexibility thematic analysis is commonly 

used in diverse studies investigating the complex nature of identity (e.g. Bukor, 2013; 

Cammack & Phillips, 2002; Mitchell, 1997).  

 Trustworthiness 

To ensure reliability in qualitative research, an examination of trustworthiness is crucial. 

Trustworthiness refers to the degree of confidence in data, interpretation, and methods used 

to ensure the quality of a study (Polit & Beck, 2014). It answers the question: How carefully 

was the study conducted? To develop trustworthiness in qualitative research, Lincoln and 

Guba (1985) outlined four criteria which were widely accepted by qualitative researchers 

(Connelly, 2016; Cope, 2014; Krefting, 1991). These criteria are: credibility, dependability, 

confirmability, and transferability. 

3.6.1 Credibility 

Credibility refers to the internal validity of the research. This includes the truth of the data 

or the participant’s views and the interpretation and representation of the data by the 

researcher (Polit & Beck, 2014). In conducting a qualitative study, several strategies help 

establish credibility. According to Cope (2014) and Heigham and Croker (2009) credibility 

is enhanced through prolonged engagement in the research site, member checking, and peer 

debriefing.  
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According to Bitsch (2005) in order to ensure qualitative data collection credibility, the 

researcher must fully immerse himself or herself into the participants’ world. Being a Saudi 

myself and a teacher at the research site, the ELI, helped me to gain a deeper insight into the 

research context. During the interview data collection period, I managed to gain the 

participants’ trust, and maximized my understanding of the participants’ culture and context.  

Credibility of the semi-structured interviews was enhanced by member checks.  Member 

checks mean that the “data and interpretations are continuously tested as they are derived 

from members of various audiences and groups from which data are solicited” (Guba, 1981, 

p. 85).  I shared the transcriptions of the interview with the participants in order to eliminate 

research bias. I asked the participants to check if they agree with, disagree with, or want to 

add anything more to the transcriptions. This ensured that the participants’ viewpoints were 

written up well and reflected their version of the truth.  

According to Guba (1981), peer debriefing “provides inquirers with the opportunity to test 

their growing insights and to expose themselves to searching questions” (Guba, 1981, p. 

85).To ensure credibility of data analysis, I discussed and revised several drafts of the 

research with my supervisors, research committee and colleague for academic guidance 

regarding data collection methods, data management, interview transcripts, textbooks 

analysis procedures and research findings.   

3.6.2 Transferability 

Transferability means that the findings of the research can be transferred and applied to other 

research settings or groups (Houghton et al., 2013; Polit & Beck, 2014). This criterion is 

actually concerned with whether the research findings have meaning to individuals not 

involved in the study, and readers can associate the results with their own experiences.  

Researchers can facilitates transferability through a rich detailed description of the research 

context and participants (Bitsch, 2005).  

This research provided a detailed description of the context of Saudi Arabian society, the 

Saudi educational system, the position of women in education in SA, ELT in SA, and the 

position of female ELT in higher education. Moreover, a detailed description of the 

participants added to the depth provided about this research context. Indeed, the details 

provided about the whole research process raised the chances of transferability of this 

research as the process becomes transparent to the reader. 
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3.6.3 Dependability  

Dependability refers to the stability of the data over time (Bitsch, 2005; Polit & Beck, 2014).  

In this research dependability is established using audit trail and peer-debriefings.  

An audit trail is a thorough collection of records on how the research was conducted (Lincoln 

& Guba, 1982).  In order to develop a detailed audit trail, a researcher needs to maintain raw 

data, interviews and observation notes, documents, and records collected from the field 

(Lincoln & Guba, 1982). In this study, I kept all the raw data from the interviews, filed notes, 

and research notes of the textbook analysis. Also, I shared these records with my supervisors 

and colleagues for feedback to ensure dependability.   

3.6.4 Confirmability 

Confirmability refers to the researcher’s objectivity by ensuring that the research data 

represent the participants’ responses and not the researcher’s biases or viewpoints (Polit & 

Beck, 2014; Tobin & Begley, 2004). Confirmability also can be achieved through an audit 

trail (Lincoln & Guba, 1982; Tobin & Begley, 2004). To ensure confirmability, I kept 

records of the interviews, filed notes, and research notes of the textbook analysis. The 

records helped me to check how conclusions and interpretations of data were established, 

and to make sure that the findings were derived directly from the data. 

 Position of the researcher 

In this section I try to clarify my position as the researcher and acknowledge my influence 

over the analytical process and results. Many qualitative researchers (e.g. Berger, 2015; 

Lazar, 2007; Sword, 1999) consider the total detachment from a study to be unrealistic, and 

that an attempt to achieve this may hinder the qualitative process. Cousin (2010) argues that, 

rather than attempting to minimize subjectivity in qualitative research, researchers should 

consider bringing their researcher self into the research process. He writes that “the self is 

not some kind of a virus which contaminates the research; on the contrary, the self is the 

research tool, and thus intimately connected to the methods we deploy” (Cousin, 2010, p. 

10). By incorporating themselves into the study, researchers will become engaged with the 

participants and this may enrich the quality of the research (Jootun et al., 2009). Since no 

qualitative research is free of bias, qualitative researchers agree on the importance of 

reflexivity (Ahmed et al., 2011; Blaxter et al., 2006; D’Cruz et al., 2007; Koch & Harrington, 

1998). Reflexivity is viewed as the process of critical self-evaluation of a researcher’s 
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positionality, as well as active acknowledgement and explicit recognition that this position 

may affect the research process and findings (Bradbury-Jones, 2007; Guillemin & Gillam, 

2004; Pillow, 2003; Stronach et al., 2007).    

Given this, I find it vital to acknowledge my own personal and professional positioning as 

inextricable from this study. First, I have to acknowledge my position as an insider to the 

research context. I share the same context, language, culture, national identity, and 

experiences with the participants. I was born and raised in Jeddah, SA. I studied and taught 

at the same university of the participants. Being an insider enabled me to deeply understand 

the participants. Many researchers (e.g. Asselin, 2003; Dwyer & Buckle, 2009) pointed out 

on the advantages of being a member of the group one is studying. These advantages include 

a level of openness from the participants which allows the researcher to deeply understand 

the participants’ experiences. Also, Adler and Adler (1987) pointed out that the insider role 

gives researchers a certain amount of legitimacy. While carrying out this study, I felt that I 

could identify with the participants’ experiences. My position as a Saudi woman and an 

English language teacher gave me a certain depth of insight into the experiences of the 

participants. Having lived in the same social, cultural, and political atmosphere, as well as 

being trained in the same educational system and having similar teaching experiences as my 

participants, I was able to relate to, understand, and discuss with them the relevant issues.   

Second, I must acknowledge that the interpretations of the textbook images and results of 

the textbook analysis may have been quite different when seen with different eyes. Also, 

there is no doubt that my perception of my own complex multiple identities: my class, 

gender, profession, and nationality lingered throughout the research process. This suggests 

the fact that researching social matters is usually influenced by the researcher’s own social 

experiences and political commitments (Fairclough, 1989). More important, CDA analysts 

reject a neutral, objective stance in research. From the critical perspective, scientific 

neutrality shows a failure to recognize that all knowledge is socially constructed (Lazar, 

2007). Consequently, many CDA researchers (e.g. vanDijk, 2001; Wodak & Meyer, 2001) 

stressed that researchers must remain aware of the social, political, and economic motives 

that drive their work. According to these researchers, trustworthiness depends on transparent 

articulation of the researcher’s standpoint, within both their field and larger social contexts 

(vanDijk, 2001).   

In order to address this issue, I need to give a brief autobiographical portrait of myself. I was 

born and raised in Jeddah, SA. I witnessed the critical change from the prior rigid religious 

discourse during the 1990s, the modern discourse of the early 2000s, and the current 
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empowerment discourse of women. This shift in the surrounding discourse affected my own 

identity.  Both as a student and as a teacher, I had to learn how to survive a rigid educational 

system that shows little tolerance regarding opposing academic views. Educational policy 

change usually comes from the top down, and as a female academic, I had to learn how to 

negotiate my professional identity with the institutional authority.  

 Ethical considerations 

It is of the utmost importance for the researcher to protect the identities of the participants 

and safeguard their human rights. According to Bryman (2016) “research that is likely to 

harm participants is regarded by most people as unacceptable” (Bryman, 2016, p. 135). 

Therefore, a researcher has to abide by ethical standards and refrain from any kind of attitude 

that might cause harm to the participants in any way while designing, collecting, analysing 

or interpreting data. Hence, this research highly considered and abided by the ethical policy 

and guidelines stated by the University of Southampton’s ethics and research governance 

(ERGO). The ERGO principles emphasized volunteer participation, avoidance of deceptive 

practices, participants’ anonymity, data confidentiality, and data protection privacy. The 

ERGO board approved the ethically related issues in this research and approval was 

obtained. 

 Conclusion  

This chapter covered the research design and methods employed in this study. The rationale 

behind preferring CDA and semi-structured interviews for collection of data was detailed in 

the chapter. Utilizing CDA enables the researcher to uncover gender exploitation in the 

English Unlimited EFL series. Semi-structured interviews help the researcher to explore 

various perspectives from Saudi female teachers regarding gender representation in 

textbooks, and its influence on their professional identity. This chapter also discussed the 

strategies employed to ensure trustworthiness in the study.  Finally, the chapter discussed 

the ethical considerations that were considered during this study.     
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Chapter 4 Results: Gender representation in the 

English Unlimited series 

 Introduction  

This chapter presents the results of the first research question: How is gender represented in 

EFL textbooks that are specifically designed for the Saudi market? The chapter is divided 

into three main sections. The first section (4.2) details the CDA framework and the procedure 

used to analyse gender representation in the images of the English Unlimited special edition 

series. The CDA found two major themes regarding the representation of gender in the 

images of the series: male centeredness and professional attitude. Thus, I have organized the 

remaining sections under these two themes. The second section (4.3) introduces the results 

which reflect male centeredness in the series. The last section (4.4) shows the professional 

attitudes allocated to male and female characters in the series. 

 The analytical procedure  

As mentioned in the previous chapter 3 (section 3.5.1.2), My analytical framework was 

heavily influenced by both Fairclough’s (2014) and Kress and van Leeuwen’s (2006) 

framework. For reasons of accessibility and clarity, I found it better to group the descriptive 

data under three categories: male and female visibility in the images, contents of the images, 

and texts around the images. Figure 4.１ explains the categories.  
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Figure 4.１Framework to describe the images 

It is important to note that my concern, when studying the text around the images, was mainly 

in exploring the voice of the characters represented within the images. To explore the voice 

of the characters, I studied personal information, opinions, and stories the character shared 

in the series. Also, I considered the caption of the images, and titles of the reading passages 

because they summarized the characters’ situations. Through the character’s voice, I was 

able to form a clearer understanding of the images in the series.   

I followed the below analytical procedure in order to examine the images in a systematic 

way: 

1. Identified images which include human characters and gave a specific number to 

each image for easy reference. The image number referred to the level of the 

textbook, page number, and section number. I coded the level of the textbooks as 

follows: 101 beginner, 102 elementary, 103 pre-intermediate, and 104 intermediate 

textbooks. For example, image 101-23-2.45. This reference number is used in the 

following sections when studying images. 

2. Identified the type of the image, i.e. whether it is a mixed-gender or single image. 

Single image refers to images where only one gender is presented in the image 

(either male or female), while mixed-gender image refers to images where both male 

and female characters are presented in one image.  

3. Grouped the images according to the following types: female single image, male 

single image, and mixed-gender image, for easy reference.    

Visibility in the 
images

• Frequency of 
male images

• Frequency of 
female 
images

• Frequency of 
mixed-gender 
images

Contents of the 
images

• Setting of the 
images

• Activity of the 
characters

• Body 
language of 
the characters

Texts around the 
images

• Voice of the 
characters 

• Captions of 
the images
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4. Recorded descriptive data of the type of the images, mentioned above, on a 

spreadsheet in order to count frequencies easily.  

5. Described in detail the setting of the image, the activity, the voice, and the body 

language of characters in the image. 

6. Recorded descriptive data using an electronic notebook program, One Note, for ease 

of coding. 

7. Summarized all the descriptive details on a spreadsheet for quick reference.  

The above procedure enabled me to collect descriptive data of representations of gender in 

the sample series.  

It is important to highlight the following points at the beginning of this chapter.  First, only 

21 mixed-gender images were identified throughout the series. The setting of these images 

was limited to family context because of cultural constrains (as explained in chapter 3, page 

89). Consequently, the images provided insufficient data in relation to gender representation 

and were excluded from the following analysis. This means that the following section 

includes single images where only one gender is presented in the image (either male or 

female). Second, the images in the following section have been cropped from different 

textbooks of the series and combined in one image using a photo editing software. This 

collage makes the discussion of the images easier because images covering related themes 

will be grouped in one image. Thus, the reference number of the image (mentioned in point 

1 above) is provided under the caption of the image. Also, the following codes are used to 

locate each image used in the collage.    

T: top B: bottom  M: middle R: right side L: left side 

For example: TR101-23-2.45 means that the image is placed at the top-right side of the 

merged image, and the image can be found in the beginner textbook, page 23, section number 

2.45.  

 Male centeredness 

The analysis of the images showed that the focus of the series was primarily on male 

characters, their contexts, actions, and voice. Such a focus on men’s experiences 

marginalized female characters in the series. The male centeredness was reflected in four 

aspects in the series. First, male characters were highly visible in the series (4.3.1). The 

number of male images surpassed the number of female images. Second, unlike female 
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characters, male characters were introduced in a wide range of work and leisure contexts 

(4.3.2). Third, male characters were depicted performing various activities, while female 

characters were mostly static (4.3.2). Fourth, male characters explicitly expressed 

themselves by sharing personal information, their likes and dislikes; Female characters, in 

contrast, shared insufficient information about themselves and their contexts (4.3.3).  

4.3.1 Visibility  

Visibility refers to the frequency of male and female characters in images. The statistical 

findings showed high visibility of male characters in the series. The Figure 4.２ below 

illustrates the total percentage of male and female single images.   

 

Figure 4.２Total percentage of male and female single images 

The analysis found a total number of 314 single images in the series. The number of female 

images was very low compared to male images. Male characters were presented in more 

than half of the single images in the series. As the figure displays, a total number of 234 

(75%) male images were found in the series, whereas only 80 (25%) female images were 

introduced in the series. More than that, the number of male images surpassed female images 

in each textbook. Figure 4.３compares the number of male and female images in each 

textbook of the series.   

75%

25%

Male Female
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Figure 4.３Total number of male and female images in each textbook 

It also can be noted from Figure 4.３ that there is an inverse relationship between the number 

of human images and the level of the textbook. As the proficiency level of the textbook gets 

higher, the number of human images gets lower. Referring to Figure 4.３, the number of 

images dropped from (80 male, 33 female) images in the beginner textbook to (42 male, 11 

female) single images in the intermediate textbook. This reduction in male and female 

images could be a result of the presence of long written texts, long exercises, tables, and 

charts in pre intermediate and intermediate textbooks.  

The low ratio of female images came as a result of two factors. First, there were many 

incidents in the series where only female names and voices were presented without any 

images to refer to. Image 4.1 provides pages of absent female characters from different levels 

of the textbooks.  
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Image 4.1 Absent female characters  

(TL101-16-1.31, TR104- 84-2.24, BL102-44, BR103-27)  

As the image shows, the listening script in unit 2, p.16 of the beginner level textbook 

introduces a female teacher who is working in a school in London; however, the reader can 

only see her male students working in the classroom (TL). Likewise, page 44 of the 

elementary textbook introduces a listening script of a female character named Carol 

describing her flat and her favourite room (BL). However, the page only introduces images 

of Carol’s flat. Similarly, page 27 of the pre intermediate textbook introduces a reading 

passage from Judi Bevan’s book Trolley Wars (BR). The author is a freelance financial 

journalist who has published many books. Although the author is famous in real life, the 

textbook presented a biography of only two lines at the bottom of the passage to introduce 

Judi Bevan to the readers. There was no image of the author; instead, images of food and 

sections in the supermarkets were presented alongside the reading passage. Also, page 84 of 

the intermediate level textbook introduces a conversation between a husband, Pat, and his 

wife, Mariah, discussing their day at work (TR). However, only a close up of Pat is 

represented in image.  

The second reason behind the low ratio of female images is the exclusion of women from 

many units in the series. Table 4.1 below details the units which excluded female images. In 

addition, Appendix C includes the content pages of each textbook, which detail the topics 

and goals covered in these units.  

Table 4.1 Units excluding female images 
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Textbook  Total number of units 

excluded female images  

Unit number 

Beginner textbook 1 out of 10 units Unit 8 

Elementary textbook  1 out of 14 units Unit 14 

Pre-intermediate textbook  6 out 14 units Unit 6, 7, 8,10, 11, and 14 

Intermediate  textbook 5 out 14 units Unit 4, 6,10,13, and 14 

As Appendix C, shows many of the topics in these units would be interesting to female 

students. For example, unit 8 in the beginner textbook encourages students to talk about 

places they have visited, and their activities during holidays. Unit 14 of the elementary 

textbook enables students to talk about their hopes, decisions, and future plans. Unit 6 in the 

pre intermediate textbook discusses ways of burning calories and keeping fit. Finally, unit 6 

in the intermediate textbook gives students the chance to share advice on managing financial 

expenses. Hence, all these topics would be of interest to female students, because they give 

them the chance to share their life experiences. However, images of female characters were 

excluded from these units.  

Gray (2013) asserts that gender dominance in textbooks is maintained through compromise 

and the process of mentioning. Following Gray (2013), the exclusion of female characters’ 

images created a power relation in the series, in which males were the dominant group, and 

females were a mere tokenism. As the above data showed, the overrepresentation of male 

characters in the series marginalized female characters. Female characters’ names were 

mentioned in the series, but their related images, issues, lives, interests, and stories were not 

developed in the series. Consequently, the high visibility of male characters in the series 

created a huge space for the representation of male characters. The following section 

confirms that the series is male centred, in which male characters were portrayed in various 

settings and performing all kinds of activities.   

4.3.2 Actions 

The previous section displayed that male characters were represented in more than half of 

the images of the series. As a result of the high visibility, male characters were represented 

in various aspects of life. They were depicted working, travelling, playing sport, relaxing, 

and going out with friends. In contrast, female characters performed limited activities 

throughout the series. The limited range of activities was a result of the small number (29 
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images) of female images, and the limited settings offered to female characters. A total of 

18 images depicted activities in female single images. The characters in these images were 

either working or socializing.   

It is important to discuss the settings offered to male and female characters before exploring 

the activities of the characters in the series. To get a better understanding of the setting, I 

identified the setting in each image, and recorded the data on a spreadsheet for easy 

reference. Then, I grouped the data and created two codes: work and leisure settings. After 

that, I classified the images in relation to the two codes. Also, I considered the activity of the 

character while coding the images. For example, the series presented many images of 

professional football players in matches. As a result, the setting of these images was coded 

as work. After coding the images, I explored the ratio of work and leisure settings in male 

and female images. Then, I recorded descriptive details of the setting of the images.  

The statistical data revealed a small number of female images with setting clues. Most of the 

female images were taken as close-up shots, where only the face of the female character was 

presented. As a result, only 29 female images revealed setting clues throughout the series. 

The small number of images resulted a limited range of settings to female characters.  

 

Figure 4.４ Setting of male and female images 

As Figure 4.４ above illustrates, male characters were mostly presented in work settings 

(67.18%, a total of 88 out of 131 images) throughout the series. Conversely, female 

characters were found in leisure settings more than in work settings. However, the ratio of 

female characters in work and leisure settings is quite close (44.83 % in work, and 55.17% 

in leisure setting). The small gap between the two settings was a result of the small number 
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Male Female

Work Leisure
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of female images which showed setting clues. Out of 29 images, 13 introduced female 

characters in work settings.  

The high visibility of male characters in work and leisure settings promoted male hegemony 

in the series. The overrepresentation of male characters generated different kinds of male 

activities in various aspects of life in the series; male characters were represented working 

(4.3.2.2), socializing and relaxing (4.3.2.3 ), while female characters were mostly silent in 

the series and found posing for a picture in their images (4.3.2.1). Such a high representation 

of male characters in terms of frequency and range of contexts created power difference 

between men and women in the series. It promoted the idea that male are superior to women 

in the series. Hence, the following sections explore the activities allocated to male and female 

characters in the series.     

4.3.2.1 Posing  

In addition to the low number and limited settings in female images, female characters were 

mostly posing for a picture in their images. As a result, the reader could only deduce the 

activity of the female character from the context of the image and the surrounding text.  

 

Image 4.2 Female characters posing in images 

(T101-16-1.29, MR101-17, ML103-78, B103-30) 

As Image 4.2 above illustrates, the series introduced images of female characters in a work 

context. However, most of the characters were posing for photos rather than working. For 

example, the beginner textbook introduced two images of working women in an exercise 
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which asks readers to match the images to the jobs. The first exercise (T) introduces an image 

of a female character wearing an orange headscarf and posing for a photo. The character is 

smiling at the reader, resting her head on her hand, and with an open book in front of her. 

The surrounding text informs the reader that she is a student at the University of Hong Kong. 

Consequently, the reader could assume from the image and the text that the character is 

studying. The second exercise (ML) proposed two images of female working characters. The 

first is wearing a uniform, holding a tray of bread, and smiling to the reader. The surrounding 

text informs the reader that she is working at a supermarket. Through this information, the 

reader could conclude that the character is baking. The second character is resting her hands 

on a keyboard, wearing formal clothes, headphones, and smiling to the reader. The 

surrounding text informs the reader that she is working for a company.   

Similarly, the pre-intermediate textbook portrayed static female characters. However, the 

portrayal was worse than the beginner textbook because of the absence of contextual clues. 

The textbook offered close-up images, which showed only the character’s face, along with 

listening scripts. As a consequence, the reader could only know about the activity of the 

female character once s/he listens to the script.  

The first portrayal, in the pre-intermediate textbook, offered two close-up images of 

Sharmila and Jenny, showing only their faces (MR). The caption of the images informs the 

reader that Jenny is from Dublin, and Sharmila is from India, and that they are old friends. 

Also, the characters are wearing different styles of clothing. Jenny is wearing winter clothes, 

while Sharmila is wearing summer clothes. Despite the different clothing style and locations 

mentioned in the caption, the reader comes to know from the listening script that Jenny and 

Sharmila are together in one place. They are catching up and discussing different topics. 

Furthermore, the listening script does not offer further information regarding the context. 

The reader could only know where Jenny and Sharmila are sitting from the background noise 

of the listening script, which features the sound of silverware hitting against plates, and 

people talking, so Jenny and Sharmila could be at a restaurant.  

The second portrayal also showed two close-up images of female characters, Karen and 

Radwa (B). Their facial expressions are blank, and they are making direct eye contact with 

the reader. The two close-up images are separated by a bowl of salad. The reader comes to 

know about the activity of the female characters, and the reason behind the presence of the 

salad bowl from the listening script only. Through the listening script, the reader learns that 

Karen and Radwa are planning a meal to invite their friends over. They are discussing what 

groceries they need to buy to make a salad. Although the two characters are discussing things 
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together, which implies that they are in one place, the close-up images are segregated by a 

bowl of salad. The segregation of images, along with the absence of activities and setting 

clues in the images, make the female characters static in the series.   

As the above paragraphs showed, female characters were motionless in most of the images. 

They were posing and smiling to the reader even in work settings in the series.  Such a 

portrayal objectifies women and reproduces and upholds patriarchal discourses that 

normalize women as passive and men as active. As stated in the literature review chapter, 

researchers such as; Bernard et al. (2012) and Gervais et al. (2012; 2012) defined 

objectification as reducing a person to a body and treating her/him as an object. Following 

this definition, female characters’ postures suggest that they are objects of beauty despite 

their modest dresses. Recent studies (e.g. Bernard et al., 2012; Fasoli et al., 2018) suggest 

that posture suggestiveness not only increases ratings in sexualization but also causes people 

to see women as sexual objects, and to cognitively appraise them in a manner similar to the 

way ordinary objects are appraised. Ward (2016) asserts that objectification seems not to be 

just a matter of nudity, but rather a combination of elements that makes a woman being 

perceived as an object. Following the above line of argument, denying female characters 

actions did not only marginalize female characters, it also objectified female characters in 

the series. Objectifying female characters in the series implies that they were appreciated for 

their appearance rather than their work in spite of their modest covering. This means that the 

series dehumanized the female characters, and turned them into objects of visual pleasure. 

In addition to female objectification, Pawelczyk and Pakuła (2015) state  that through 

encouraging particular choices, textbooks reinforce the subordination of girls and 

domination of males. By that, the following sections explore the positioning of females and 

males characters in work and leisure settings.  

4.3.2.2 Working   

This section focuses on exploring the images which presented male and female characters 

performing their work. Four common types of jobs for male characters emerged from the 

data; including management, academic, sport, and risky jobs.  Female characters, in contrast, 

were mostly portrayed performing low-paid or stereotypical jobs, such as driving a taxi, 

carpeting, painting, teaching, and typing. 

As stated previously, the high visibility of male characters created power relations between 

men and women in the series. The overrepresentation of male characters endorsed the 

ideology that men are superior to women. In addition to that, the representation of male 
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characters in work settings promoted male supremacy in the series.  A significant number of 

images portrayed male characters in management positions in all the textbooks of the series 

(see Image 4.3 below).  In these images, male characters were depicted working at their 

offices, holding meetings, and travelling for work. For example, page 36 of the intermediate 

textbook showed an image of a meeting between Tom, Fahad, and Leo (TL). The caption 

informed the reader that Tom is the one standing in the middle of the room and introducing 

himself to his colleagues. The listening script revealed that the meeting is in Jeddah, and 

Tom is the new head of human resources. Also, page 24 of the pre intermediate textbook 

introduced Yousef on the phone (BR). The caption of the image informed the reader about 

Yousef’s position as a manager at an employment agency. Furthermore, the series introduced 

male characters working in academia. For example, page 88 of the intermediate textbook 

introduced Dr. Hancock operating his lie detector machine (BL). In the image, Dr. Hancock 

is sitting in front of a laptop analysing charts, and a participant is sitting next to him with the 

lie monitor on his hand. Many scholars  (e.g. Butler, 2011; Johnson, 2014; Lazar, 2007) 

argue that masculine hegemony is the acceptance that men have rights to authority, and, 

therefore, it is only natural that men are overrepresented in positions of leadership. Following 

these scholars, the male hegemony in the series was enhanced by the male characters’ 

monopoly over authority in the series. The representation of male characters in management 

and academic positions gave the impression that then men as a group become identified with 

superiority (Johnson, 2014). In other words, male characters are represented as superior, 

preferable, and of greater value than women.  

 

Image 4.3 Male characters in various jobs  

 (T104-88, BL104-36-1.36, BR103-24)  
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Moreover, the male hegemony in the series was emphasized in the monopoly of male 

characters’ over sports and risky jobs. Only male characters were depicted performing sport 

throughout the series. Many of the male characters in the series were real athletes (see Image 

4.4 below), such as in, page 52 of the beginner textbook, which featured an image of Al 

Zamalek football team in Egypt (TL). Also, the pre-intermediate textbook proposed images 

of real sport champions. Page 12 in the textbook showed two images of Roben Gonzales, an 

Olympian luger, performing a luge at the Olympics (BL). The same page also introduced an 

image of an Omani footballer, Ali Al- Habis, playing football in a match (BR). Likewise, 

page 100 offered a close-up of Akebeono Taro, a sumo wrestler, wearing a blue sumo robe 

(ML). The close-up was accompanied with a long shot of Akebeono Taro in a sumo match. 

Furthermore, the series continued to support the ideology of male hegemony through the 

continuous exclusion of women from any kind of job that requires physical activity. For 

example, the intermediate textbook showed images of men in risky yet exciting jobs. Page 

35 showed a traditional male pearl diver wearing a white shirt with a fishing net around his 

neck (TR). Also, page 94 portrayed a professional stuntman, named Rocky Tylor, crashing 

through a glass door (BM). Such an exclusion of female characters from all kinds of jobs 

requiring physical activity legitimizes and naturalizes the role of men as leaders in all realms 

of sport.  

 

Image 4.4 Male characters in sports and risky jobs 

(TL101-52.2, ML103-100, TR104-35, BL 103-12, BM104-95, BR103-12) 

In contrast to the sheer number of working male characters, only five images in the series 

depicted female characters working. In these five images, female characters were never 
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presented in a managerial position; they were mostly portrayed performing low-paid or 

stereotypical jobs, such as driving a taxi, carpeting, painting, teaching, and typing. More 

importantly, only three images in the series offered details about female characters working 

(see Image 4.5 below). The images were proposed along with reading passages discussing 

the characters and their jobs. The remaining images in the series were introduced in 

exercises, so limited information about the characters and the nature of their job positions 

were offered. It is worth mentioning that I will explore the three images of working women 

further in later section Error! Reference source not found.. 

 

Image 4.5 Female characters working 

(T103-36, M103-44, B104-67) 

The first image was introduced along with a reading passage titled pink taxis in the pre-

intermediate textbook (T). The passage discussed the idea of female-only taxis in the UAE. 

The passage showed two images, a close-up and a long shot, of a fictional female character 

named Sampaguita Villanuva. The two images were separated by a profile about 

Sampaguita. The profile informed the reader that Sampaguita is from the Philippines and has 

moved to the UAE recently, and she is one of only 15 female taxi drivers in the UAE. In the 

long shot image, Sampaguita was wearing a uniform of pink skirt and beret and a white 

headscarf. She was opening the door of her pink taxi for a customer. The second image was 

presented along with a reading passage titled A New Kind of Banking? in the pre-

intermediate textbook (M). The passage discussed a real finance company, named 

Tamweelcom, in Jordan. The company gives business loans to Jordanian citizens. The 

reading passage introduced a real person, named Ayda Al-Qurneh, a female Jordanian who 
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benefited from the loan to open a carpentry shop. In the image, Ayda was portrayed working 

in her fully equipped carpentry shop. She was holding a wooden board and cutting it. The 

third image was presented along with a reading passage titled A Parlour in Asir in the 

intermediate textbook (B). The passage discussed traditional wall painting in the southern 

province, named Asir, in Saudi Arabia. The image portrayed a female character painting on 

a wall inside her house. The marginalization of female characters in work settings 

normalised the hegemonic masculinity at work. The above female characters were 

represented in what can be viewed as male-dominant jobs: a taxi driver, a carpenter, and a 

house painter. Johnson (2014) asserts that male hegemony means that where there is a 

concentration of power, men are the ones most likely to have it. Hence, limiting the 

representation of working women to female characters in male-specific jobs advocates the 

idea that having a profession is not the norm for women. It communicates the message that 

women have to defy the normalized gender role in order to work; and even when they do 

that, women are limited to low-paid jobs.  

4.3.2.3 Socializing and relaxing 

This section explores the activities of male and female characters in leisure settings. Similar 

to the work setting, the data showed that male characters were represented performing 

various leisure activities. The series introduced numerous images of male characters relaxing 

indoors and outdoors (see Image 4.6 below). For example, pages 10 and 60 of the beginner 

textbook showed male characters relaxing in the living room and checking their devices (TL, 

MR). Similarly, page 30 depicted a male character lying in bed and listening to music (BL), 

while the character on page 57 was sleeping (BM). More frequently, the series represented 

images of male characters in outdoor settings. For example, page 28 of the beginner textbook 

featured an image of two male characters sightseeing in Dubai (TR), while pages 56 and 57 

showed images of male characters relaxing on the beach (M, BR).  
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Image 4.6 Male characters relaxing 

(TL101-10-1.15, TR101-28-1.49, BL101-30-1.50, MR101-60, M101-57, BM101-57, 

BR101-56) 

Furthermore, the series offered many images of male characters socializing and catching up 

with friends (see Image 4.7 below). The beginner and elementary textbooks introduced 

several images of male characters talking to their friends on the phone, and shaking hands 

in different locations, such as the office, the street, and an airport. Also, page 80 of the pre-

intermediate textbook depicted co-workers in a restaurant celebrating the retirement of their 

friend, named Mujtahed El Amin (MM).  

 

Image 4.7 Male characters socializing 
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(TL101-54, TM102-11, TR101-12-1.21, ML101-12-1.19, MM103-80, MR101-70-2.27, 

BL102-33 BM101-28-1.94, BR102-88) 

Interestingly, female characters wearing Abaya were only presented socializing throughout 

the series. The Abaya is a black, robe-like dress (refer to page xvii for more details). The 

Abaya indicates that these female characters are from the Gulf region, because Abaya is the 

traditional clothing for women in the Gulf region in general, and it is the national dress code 

for women to wear outdoors in Saudi Arabia in particular.   

 

Image 4.8 Female characters from the Gulf region socializing 

 (TR101-27, TM103-81, TM101-15-1.25, TR101-6, M101-73, BM101-54, BR102-26, 

BM102-16, BL101-54) 

A total number of 19 images, including both single and group images, depicted female 

characters in Abaya throughout the series. The female characters in these images were never 

presented as professionals; they were found socializing only. They were either shopping, 

relaxing, chatting with friends, or spending time with their families (see Image 4.8 above). 

For example, pages 6, 15, and 57 of the beginner, page 16 of the elementary, and page 81 of 

the pre-intermediate textbook showed female characters in Abaya sitting in a café and 

chatting. Also, pages 15, 54, 73, and 33 of the beginner, page 26 of the elementary, and page 

75 of the intermediate textbook presented female characters in Abaya shopping either with 

families or friends. Such a portrayal of the female characters’ outdoor social activity 

reflected a certain class of women in SA; i.e. women with a wealthy lifestyle, where the man 

is the provider. Limiting the representation of female characters in Abaya to a certain class 
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constructed biased discourses of class and sexism. It communicates an overgeneralized view 

about women in SA where all the women are privileged. Therefore, the series’ representation 

of both gender and class work in tandem to construct an intersectional stereotype of Saudi 

women. It gives a homogeneous portrayal that all women in SA are rich-class, privileged 

women. Such a homogeny marginalizes the experiences of women from different classes in 

SA. Crenshaw (2005) states that discourses of naturalization tend to homogenize social 

categories and to treat all who belong to a particular social category as sharing equally the 

particular natural attributes of that category. Following Crenshaw’s (2005) statement, this 

intersectional stereotype of Saudi women associates femininity with consumption, leisure 

and passivity, and masculinity with power and productivity. These traits put women is in a 

stereotypical position in which they are silenced, disempowered, and have no control over 

their lives. Therefore, the an unequal representation of Saudi women in terms of social class 

constructs stereotypical femininity traits that naturalizes the subordinate position of women, 

promotes and produces male hegemony as natural, self-evident, desirable, privileged, and 

necessary.     

Lazar (2007) argues that because patriarchy is male identified and male centred, therefore, 

women and the work they do tends to be devalued, if not made invisible. Following Lazar’s 

(2007) line of argument, the series constructed discourses which sustain a patriarchal social 

order. The series reflected the men’s experience. The focus of attention in the series is 

primarily on male characters and what they do. However, women’s experience has often 

been ignored and neglected in the series. They were motionless in most of the images, as 

discussed previously in section (4.3.2.1). Also, their representation was low in work and 

leisure settings as well. Such a wide representation of male characters in both leisure and 

work settings made men and men’s lives as the standards for human beings. In other words, 

the characters’ actions reflected the men’s experience in the series. Consequently, it made 

men in the foreground and women in the background, marginalized as outsiders. Hence, 

since female characters were represented posing i.e. motionless in most of the images, it is 

worth to investigate the images further by exploring the characters’ voice. Thus, the next 

section explores the voice of the character by examining the texts around the images.  

4.3.3 Voice 

The voice of the character refers to the expression of one’s own personality. This includes 

the personal information, opinions, and stories the character shares with the reader. Through 
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the character’s voice, the reader would be able to understand the images in the series. In 

order to explore the voice of the character, I studied the texts around the images. 

 The male hegemony in the series continues to be promoted through the characters’ voice. 

As stated in previous section 4.3.2.1, female characters were motionless in most of the 

images. In addition to that, female characters distanced themselves from the reader when 

they were granted a voice in the series. This distance was created by sharing only insufficient 

information about the character and the context. Consequently, the reader did not become 

fully aware of what is going in the female images due to the absence of action and voice. 

This means that women’s experiences were marginalised and ignored in the series.  

However, men’s voice were the primary focus of the series.  In all cases, male characters 

were expressive throughout the series. They fully expressed themselves, shared information 

about their contexts and the people around them, shared their likes and dislikes, and shared 

their daily routines. As a result, the reader had a clear understanding of what is inside the 

male images. For example, James and Mike in Image 4.9 below give sufficient information 

about themselves. 

 

Image 4.9 Voice of the character 

(TR101-6, TL101-18, M101-35, BL10254, BR104-67) 

In the image (TL), the reader could notice the age difference between the two characters. 

Also, the older character is wearing formal clothes, i.e. a tie, while the younger character is 

wearing casual clothes and a backpack. Through the conversation below, the male characters 

introduce the reader to more information about the context, the relationship between the two 
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characters, and their jobs. One man says: “Hello James. I am your new teacher". This 

sentence gives the reader a lot of information. The reader can infer that the image is taken in 

a campus or a school corridor, that the two characters are a student and his teacher, and that 

the teacher is newly appointed.  In contrast, the two female characters on the same image are 

passive. They do not share rich information, compared to the male characters, about the 

context, the people around them, or the activity. The image shows two female characters 

wearing traditional Abaya sitting at a table. One character is drinking coffee, while the other 

has her back to the reader. The background of the image does not give any further 

information. The reader does not know whether the table is at a café, a school cafeteria, or 

the back-yard of a house. In the conversation, the female characters do not give the reader 

any information apart from their names: “Hello I am Sarah. Hello I am Zainab”. As a result, 

the reader knows neither where Sarah and Zainab are, nor the relationship between them.  

Furthermore, the series dedicated full reading passages to male characters to express 

themselves and their opinions.  For instance, Mohammed Najib (Image 4.9 above) is the 

focus of the reading passage. The title of the passage and the centralized close-up image (M) 

indicate that the reader will gain sufficient information about Mohammed. As a result, the 

male character shares detailed information about himself, his family, his occupation, his 

country, likes and dislikes, hobbies, and weekend plans. Khoddami (2011) and Nagatomo 

(2012c) argue that granting voice to people means that they have the ability to speak for 

themselves, to bring their own questions, and to express their own responses, connected to 

their personal experience and abilities. Following Khoddami (2011) and Nagatomo’s 

(2012c) point of view, the series silenced female characters. In contrast to male characters, 

female characters shared their reading passages with other characters and things in the series. 

For example, Dona and Maysa (Image 4.9 above) are not the focus in the text. Donna’s 

image is accompanied by a reading passage titled Donna’s family (TR), while the caption of 

Maysa’s image states that she is ordering food from a restaurant (BL). Consequently, the 

female characters do not share enough information about themselves. Donna only gives 

general information about herself that she lives and works in a company in London. The rest 

of the passage is dedicated to introducing her family members. While Maysa only shares 

that she is on a business trip in Dubai, and the rest of the listening script gives details about 

her food order. Accordingly, the reader knows neither the female characters’ full names nor 

their occupations. Also, Donna and Maysa’s images are placed on the side corners of the 

text. Donna’s image is presented at the bottom left side corner, and her family images are 

below her. Maysa’s image, on the other hand, is introduced on the left side of the page along 
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with two big images of a menu and a hotel. As a result, the reader’s attention is divided 

between the main female character, side characters and the setting. Another example was an 

image of a Saudi female character wearing traditional dress (see Image 4.9 above) (BR). The 

character is fully covered from head to toe. Her face is covered with Niqab (see page xvii 

for details about Niqab). She is drawing traditional painting on the wall at her house. This is 

considered a kind of traditional home decoration in the southern region of Saudi Arabia 

named Asir. The image is introduced along with a reading passage titled A parlour in Asir. 

In the passage, the female character discusses her traditional painting. Despite dedicating a 

full reading passage to her traditional craft, the reader is not introduced to the female 

character. The reader learns no personal information about the character, not even her name. 

Hence, marginalizing the voice of female characters in the series supports the previous 

argument that the series objectifies women by presenting them as visual pleasure. This 

suggests that presence of female characters in the series was solely for the purpose of display 

rather than narrative function.  

4.3.4 Summary  

The CDA showed that the series is male centred, in which the focus of attention was 

primarily on male characters and their experiences. The series reflected the men’s experience 

by introducing male characters in 75% of the images. In these images, the series explicitly 

represented the life of male characters. Such an overrepresentation of male characters 

reflected male hegemony in which men were the dominant group, and women were a mere 

tokenism. Furthermore, male hegemony has been normalised in the series by the male 

characters’ monopoly over authority in the series. Only male characters were depicted 

working in managerial, sport-related, and risky jobs; while female characters were 

represented in what can be viewed as male-dominant jobs: a taxi driver, a carpenter, and a 

house painter. This suggests that women have to defy the hegemonic masculinity in order to 

work; and even when they do that, women cannot reach decision-making positions.  In other 

words, the marginalization of female characters in work settings communicated the message 

that where there is a concentration of power, men are the ones most likely to have it (Johnson, 

2014).  Lazar (2007) argues that because patriarchy is male identified and male centred, 

therefore, women and the work they do tends to be devalued, if not made invisible. Following 

Lazar’s (2007) line of argument, the series marginalized the women’s experiences. The CDA 

displayed that series stripped away the female character’s voice, actions, and images. Female 

characters were motionless and silent throughout the series. In many instances, the series 



Chapter 4 

134 

introduced female characters without any images that showed these characters. When 

represented in images, female characters were mostly static in these settings; they were 

posing in the image rather than performing any activity. Such a portrayal dehumanized and 

objectified women by turning them into objects of visual pleasure. This objectification of 

female characters constructed discourses which sustained the patriarchal social order in the 

series, in which men are privileged, valued, and appreciated. In addition to gender bias, the 

series implied classism.  Focusing the representation of women wearing Abayas to a 

privileged class positions Saudi women within a certain class. It gives a homogeneous 

portrayal that all women in SA are rich-class, privileged women. The series’ portrayal of 

Saudi women as a homogeneous, undifferentiated mass marginalizes the experiences of 

women from different classes in SA. 

 Gender stereotypes  

As explained in chapter 2, section 2.2.2.1, gender stereotypes express simplistic 

generalizations about the characteristics of desirable gender roles and attributes assigned to 

men and women (R. J. Cook & Cusack, 2010; Golombok & Fivush, 1994; Hall et al., 2012; 

Mustapha & Mills, 2015). They include information; such as physical appearance, 

personality traits, and occupations, related to masculinity and femininity (Hall et al., 2012). 

Hence, the CDA of the images revealed that the series allocated stereotypical personality 

traits to male and female characters. Positive professional attitude was attributed to male 

characters. The professional attitude of male characters was reflected in their body language, 

voice, and stories of success. Male characters were portrayed as serious people in work and 

educational settings (4.4.1). They worked hard and shared their professional opinions 

objectively (4.4.2). Female characters, on the other hand, were assigned unprofessional traits 

in the series. They were mainly posing and chatting at work settings (4.4.1), and shared 

personal opinions regarding professional matters (4.4.2 ). More importantly, the analysis 

showed that the series only represented successful male professionals (4.4.3).     

4.4.1 Body language in professional settings 

This section examines the body language of male and female characters in work and 

educational settings. To study the body language, I focused on body movements, facial 

expression, and eye contact of the character. The analysis showed that the body language of 

male characters created a stereotypical personality trait for men as productive people. They 

study hard, work hard, and are highly professional at work and educational institutions. 
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Conversely, the body language of female characters implied lack of professional attitude and 

carelessness. Female characters were mostly presented as leisurely people at work and in 

educational environments. Their body language indicated that they are relaxed and unhurried 

in their work. They smile and pose for photos while working or studying. 

In general, male characters were introduced as busy and absorbed in their various types of 

work throughout the series (Image 4.10 below). Their body language, in general, and 

unsmiling faces, in particular, implied seriousness, concentration, and dedication to work. 

Their facial expressions were stern, and their eyes were fixed on the work. 

 

Image 4.10 Male characters' body language 

(TL101-70, TR104-90, MR101-16-1.31, MM 103-50, MR101-16-1.31, BR101-56, BL101-

57) 

In the office environment, male characters were represented as professional, hardworking 

people who fully dedicate their time to work. They were often portrayed busy, multitasking, 

and sometimes stressed. Many images in the series depicted male characters multitasking in 

their offices (Image 4.10 above). They were mostly sitting behind computer screens, 

directing their eyes to the screen, typing with one hand, and holding a phone with the other 

(BL). For example, one image showed a male character working and exercising in his office 

(MM). In the image, Manuel Pedro is walking on his treadmill and working on his computer 

at the same time. The image was introduced along with a reading passage discussing 

Manuel’s idea of bringing a treadmill to his office in order to stay physically fit. Moreover, 

some images in the series accompanying the surrounding texts implied that male characters 
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are busy in their work. For example, the body language of Waleed in the beginner textbook 

shows that he is stressed in his work (TL). He is holding his forehead, frowning, and 

informing his friend that he is “very busy”. Also, the image of Frank in the intermediate 

textbook indicates that he is stressed (TR). He is resting his head on his palm. According to 

the reading passage, Frank is facing trouble at his work because his boss gives him a lot of 

work. Consequently, Frank has become stressed. He doesn’t sleep well, and he is thinking 

of quitting his job. In addition to the work environment, the body language of male students 

also displayed dedication and hard work. Their eyes were focused on work as they were 

typing on their computers, reading, or studying at a library. Such a portrayal of men’s body 

language created a simplistic generalization about masculinity. It communicated a 

normalized personality trait of men as productive. They are hard workers who earn money, 

produce knowledge, and create objects. 

In contrast femininity was associated with comfort and leisure.  The relaxed body language 

of female characters created a stereotypical personality trait for women as leisurely people. 

Their body language indicated that they are relaxed and dawdling in their work and study. 

They smile and pose for photos while performing their tasks (Image 4.11 below).  

 

Image 4.11 Female characters’ body language 

(TR101-17, TL101-16-1.29, MR 102-96, BR102-112, BM102, BL101-16-1.29)  
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For example, only two images depicted female students throughout the series. The first 

image introduced a female university student (BR). She is holding an open book in her hand 

at a library. Her body language indicates that she is posing for a photo rather than studying.  

She is resting her head on her left hand. Her eyes are directed toward the reader and a big 

smile is on her face. The second image presented two female students in an auditorium (TR). 

Their body language indicates boredom and day dreaming during a lecture. They are resting 

their heads on their hands during the lecture.  There are not books, pens, or notebooks in 

front of them. Furthermore, two female doctors, named Nina and Bev, in image (MR) are 

smiling at each other while holding a film-coated tablet. Their body language, i.e. eye contact 

and hand movements, indicate that they are engaged in a conversation rather than working. 

The listening script confirms that Nina and Bev are chatting. In the listening script, Nina and 

Bev are discussing an episode of their favourite TV program (the family). The 

unprofessional attitude of female characters implied that work, for them, is a social activity 

rather than a source of income. Such a representation of female characters at work and 

educational settings communicated the stereotype that women do not have an active role in 

economic development.  They do not take life seriously, they are careless about their studies, 

unprofessional at work, and have an effortless attitude toward life. This unproductive, 

careless attitude normalized the rare representation of women in work contexts. 

Many researchers (e.g. R. J. Cook & Cusack, 2010; Golombok & Fivush, 1994; Hall et al., 

2012; Mustapha & Mills, 2015) assert that stereotypes reinforce differences between people, 

and represent these differences as natural. Therefore, stereotypes about men and women 

reinforce the idea that they are very different. The above analysis of male and female 

characters’ body language invites simplistic comparisons which rely on gender stereotype; 

men are professional hard workers and productive while women are leisurely and carless. 

Such a binary view of gender splits humanity in half, and mask the complicated realities and 

variety in the realm of social identity (Johnson, 2014). In addition to the body language, the 

next section further explores the stereotypical personality traits reflected in the voice of the 

characters at work settings.   

4.4.2 Professional voice  

This section explores the professional voice of the character by examining the texts around 

the images. The professional voice of the character refers to the expression of one’s own 

personality in professional settings. This includes the personal information, opinions, and 
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stories the character shares with the reader. The characters’ professional voice was only 

reflected in passages related to academia. In these passages, male characters were highly 

objective when expressing their opinions, while female characters based their argument on 

personal views.  

The series devoted full reading passages to male academic characters to fully express their 

opinions and predictions. In such passages, a close up of the male academic is introduced 

alongside the reading passage. The characters gaze straight at the reader with a serious look. 

The title of the reading passage usually reflects a new invention, or a prediction for the future. 

Almost all of the male characters in the reading passage voiced their thoughts in an objective 

way, relying on scientific proofs. For an example, see Professor Ben Rhodes in Image 4.12 

below.  

 

Image 4.12 Status: Voice of the character in academic contexts 

(T103-58, BL104-16, BM103-27, BR104-88) 

The close-up of the professor is introduced along with a reading passage titled Viewpoint- 

The urban world in 2050 (T). In the reading passage, Professor Rhodes gives his predictions 

about changes in cities 30 years in the future. His predictions are based on geographical and 

statistical facts. Similarly, Dr. Himansuhu Tygi enquires about the negative effects of social 

media (BL). His close-up image is introduced along with a reading passage titled Could 

social networking sites mean the end of lasting friendships? In the reading passage, Dr. Tygi 

shares his opinions about the effects of social media with reference to phenomena from 

society. Likewise, the image of Dr. Jeff Hancock (BR) operating his lie detector machine is 
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introduced alongside a reading passage titled New computer software to catch email liars. 

In the image, Dr. Hancock is sitting in front of a laptop analysing charts, and a participant is 

sitting next to him with the lie monitor on his hand. In the reading passage, Dr. Hancock 

offers an overview of his invention and the research process while piloting the software.     

Conversely, female characters were given less academic voice in the series (see Image 4.12 

above). Only one reading passage reflected a female’s academic voice throughout the series 

(BM). The title of the reading passage was In defence of supermarkets. The reading passage 

has been adapted, to a pre-intermediate proficiency level, from Judi Bevan’s book Trolley 

Wars. The book discusses major supermarkets in the United Kingdom.  Although Judi Bevan 

is a famous financial journalist in real life, no image of her was presented along with the 

passage. Images of food and sections in supermarkets were presented beside the reading 

passage instead. Unlike male academics, Bevan expresses her opinions about supermarkets 

in a subjective manner. She gives no scientific or financial reasons for her preference of 

supermarkets. She only gives personal opinions. Also, the reading passage is full of phrases 

that would portray Bevan as a stay-at-home mother rather than a financial journalist and a 

book author. For instance, one of the reasons she gives for preferring supermarkets is “I can 

buy a week’s shopping in ninety minutes, giving me time to help my daughter with her 

homework, or read a good book in a bath” (Tilbury et al., 2015, p. 27).  

Hence, the stereotypical representation of male and female characters at work settings 

encourages the view of gender binary.  The body language (previous section 4.4.1) and voice 

of the characters constructed dualities related to femininity and masculinity.  The portrayal 

of men’s body language during work communicated a normalized personality trait of men 

as productive. Their voice also reflected professional objectivity. Such a representation 

associated masculinity with professionalism. Femininity, in contrast, was associated with 

comfort and leisure. Female characters’ body language implied unprofessional, 

unproductive attitude, and their voice reflected subjectivity. These stereotypes split 

humanity in half, and encourage the view of women and men in polar opposite terms that do 

not allow for alternatives (Hall et al., 2012; Johnson, 2014). More importantly, the positive 

masculine personality traits normalized the high managerial positions male characters held 

in the series. The next section showed that male characters were highly successful, and 

shared stories of their achievements (section 4.4.3). Such a representation of male characters 

communicated the message that leadership, professionalism, and success are masculine.  
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4.4.3  Successful male professionals 

In this section, I study the final personality trait, which is success, allocated to male 

characters by examining the captions of the images. The caption of image refers to the title 

that accompanies images of male or female characters. These captions were usually 

presented as titles in reading and listening sections in the series. 

In all cases, the caption next to male images reflected high achievement, success, and 

determination. This was prominent in reading passages. Most of the male images introduced 

in reading passages were of famous successful men, and were accompanied by titles that 

acknowledged the character’s success. The series presented interviews of real successful 

athletes (see Image 4.13 below). Their images were presented with titles that celebrated their 

achievements. The image of Robert Gonzales (TR), a professional luger, is introduced in a 

reading passage titled An interview with Robert Gonzales. Most importantly, the title of the 

section, An Olympic Athlete, highlighted Robert’s achievement as an Olympic luger. 

Similarly, the success of Akebono Taro (MR), a sumo wrestler, was celebrated in a section 

titled Big in Japan. The section includes a biography and a listening interview discussing his 

championships. The biography ends with “He is considered the first foreign sumo wrestler 

and won the Emperor’s Cup 12 times”.  

Similarly, the risky yet exciting profession of Rocky Tylor (MM), a stuntman, was 

emphasized in a reading passage titled A burning ambition. The title of the passage was 

written in a large font with fire-like colours, reflecting Taylor’s elevated, yet risky ambition.  

 

Image 4.13 The caption of male images 
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(TL104-102, TR103-12, ML104-54, MM104-94, MR103-100, BL101-81, BR104-22)  

Furthermore, the series paid tribute to many well-known businessmen (see Image 4.13 

above). The first example is the designer of the IPad, Johnathan Ive (BR). The close-up 

image of Ive was introduced alongside a reading passage discussing how he designed the 

IPad. The title of the passage mirrored his high level of determination and hard work “His 

goal was to make IT easy to use and beautiful to look at. He succeeded”. The second example 

is the UAE animator Mohammmed Saeed Harib (ML). His long-shot image, at the Dubai 

international film festival, was introduced in a reading passage titled Mohammed Saeed 

Harib. The passage discusses the success of Harib’s well-known cartoon show Fereej. The 

title of the section gave credit to his accomplishment: A high achiever.  The third example 

is an innovator in the field of microchips, Erich Lejeune (BR). His close-up photo was 

introduced along with a reading passage reviewing Lejeune’s story.  The caption celebrated 

Lejeune’s success with microchips, and how he became rich How to be a millionaire: the 

story of Erich Lejeune. The last example is the businessman Gerald Ratner (TL). His image 

was introduced in a reading passage titled Doing a Ratner. The passage gives an overview 

about Ratner’s jewellery business, describing how the business started, and how Ranter lost 

the business. It also gives information about how Ratner managed to start different kinds of 

businesses (e.g. online jewellery, business speeches, and book sale). Hence, the title (Doing 

a Ratner) is an expression used in the business field to refer to someone who has made a big 

mistake in business. The passage praised Ratner’s strength in overcoming his loss by 

revealing an image of his book.  The close-up image of Ratner was printed on his 

autobiography book titled The rise and fall and rise again. 
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Image 4.14 Status: The captions of female single images 

(T103-36, BL104-25-1.21, BR103-44) 

The previous sections (4.3.2 and 4.3.3) showed that the series explicitly represented male 

characters as hard workers, objective, and professional. Such a representation constructed 

stereotypical personality traits related to masculinity e.g. professionalism is masculine.  

These positive masculine personality traits normalized the male characters’ stories of 

success. In other words, the representation of successful men in the series became a natural 

outcome of their hard work. In consequence, the reading passages confirmed the message 

that leadership, professionalism, and success are masculine. I argued previously in section 

4.3.3 that the stereotypical representation created gender binary where men are on one side 

and women are on the other. The binary opposition constructed dualities in the series such 

as professional versus unprofessional, or hard worker versus careless. Hall (2012) argue that 

stereotyping people fixes boundaries and excludes everything which does not belong to 

normalised stereotypical characteristics. Following Hall (2012), the series normalised 

gender stereotypes by overshadowing the success of female characters. Unlike with male 

characters, the success of female characters was neither celebrated nor highlighted in the 

series. Three images surfaced when focusing on female characters’ achievements (see Image 

4.14 above). Interestingly, two images reflected strong women who tried to break from 

female stereotypical jobs in Arab society. However, their struggle and act were concealed 

by the caption of the images and contents in the passage. The first is the image of a real 

woman named Ayda Al-Qurneh (BR). The struggle of Al-Qurneh as a real example of a 

hard-working woman was not highlighted at all. In reality, Al-Qurneh has defied the 

stereotypical view that carpentry is a man’s job, and opened her own carpentry shop. She 

became the first female carpenter in Jordan. Also, she overcame the financial hurdle of 

starting a business by taking a loan from a company. Rather than celebrating her 

achievement, the series overshadowed Al-Qurneh by focusing on the loan company. The 

reading passage was titled A new kind of banking?. The passage introduces Al-Qurneh as 

someone who benefited from the company’s loan to open a carpentry shop. Although Al-

Qurneh has given many interviews in real life, the passage does not give any information 

about her. Also, the fact that Al-Qurneh is the first female Jordanian carpenter is not 

mentioned in the passage. The second image is of Sampaguita Villanuva, a fictional female 

taxi driver in the UAE (T). Villanuva’s two images were separated by a profile about her. 

According to the profile, Villanuva is one of only 15 female taxi drivers in the UAE. She is 

from the Philippines and has moved to the UAE recently. Although her job as a taxi driver 
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is quite interesting and unorthodox in the UAE, the reading passage does not acknowledge 

her at all. The title of the passage is Pink taxis. It tells the story of a customer who forgot her 

bag in Villanuva’s taxi. The last images were of Amanita and Margot; both are fictional 

characters (BL). Their images were introduced along with a listening monologue in which 

they talk about their achievements. However, the images of the female characters were taken 

from a side angle, hiding their faces.  Amanita is portrayed in front of her house and her red 

bike is parked beside her. She seems old and is wearing a dress, a shawl and a head wrap. 

Her face is unclear because she is posing on the far-right-side of the photo. Her monologue 

reveals that her biggest achievement is that she learned how to ride a bicycle. Likewise, 

Margot’s image was taken from the back and blurred, by that, the reader cannot see her face. 

She is typing on her laptop. The monologue reveals that her biggest achievement is that she 

wrote a cookery book. Despite the personal achievements of both characters, the title of the 

section celebrated the reader’s achievement rather than the characters’ achievement. The title 

of the section is Your achievement.  

According to Hall (2012), stereotypes get hold of the few, simple, vivid, memorable, easily 

grasped and widely recognized characteristics about men and women. These characteristics 

reduce everything about the person to those traits. Another feature of stereotyping is its 

practice of exclusion. It excludes everything which does not fit the normalised characteristics 

assigned to men and women.  The reading passages contributed in normalizing the 

stereotypical personality traits allocated to male characters in the series. The series 

introduced images of famous successful men, and were accompanied by titles and reading 

passages that acknowledged the character’s success. As a result, positive personality traits; 

such as, professionalism and hard work, became associated to masculinity. More 

importantly, the series overshadowed the success of female characters in an attempt to 

reinforce gender serotypes. In consequence, success became exclusively related to 

masculinity.  

 Conclusion 

This chapter gave a detailed account of the CDA of gender representation in the English 

Unlimited special edition series. The analysis found two major findings related to the 

representation of gender in the English Unlimited series.  First, the series clearly reflected 

male centeredness in the images.  It explicitly described the life, actions, voice, and settings 

of male characters. Male characters were depicted in various work and leisure settings. They 

expressed themselves by sharing their opinions, likes, and dislikes. Conversely, the series 
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marginalized the women’s experiences. The CDA displayed that series stripped away the 

female character’s voice, actions, and images. In many instances, the series introduced 

female characters without any images that showed these characters. When represented in 

images, female characters were mostly static in these settings; they were posing in the image 

rather than performing any activity. Such an overrepresentation of male characters reflected 

male hegemony in which men were the dominant group, and women were a mere tokenism.  

Second, the CDA showed that the series created a stereotypical personality trait for men as 

productive people. Male characters’ body language implied dedication and professionalism. 

In contrast, the relaxed body language of female characters created a stereotypical 

personality trait for women as leisurely people. Their body language indicated that they are 

relaxed and dawdling in their work and study. Such a portrayal of men and women’s body 

language created a simplistic generalization about masculinity and femininity which 

encouraged gender binary.  
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Chapter 5 Results: EFL teachers’ professional identity  

 Introduction  

This chapter presents the findings related to the subsidiary research questions: 1) How do 

Saudi female EFL teachers’ perceive the gender representation in EFL textbooks? 2) How 

do Saudi female EFL teachers feel when teaching gendered images of EFL textbooks? 3) 

How do Saudi female EFL teachers negotiate the gender representation in EFL textbooks in 

their classrooms? The chapter is divided into four sections. The first section (5.2  (details the 

analytical procedure used to analyse the qualitative data from the interviews. The thematic 

analysis found three major themes concerning how the participants perceived and negotiated 

the gender representation in the series: teachers’ cognition, teachers’ emotions, and teachers’ 

classroom practices. Thus, section (Error! Reference source not found.), introduced data 

related to the participants’ perceptions about the gender representation in the English 

Unlimited series. Section (5.4) focused on the participants’ emotions toward the gendered 

images in the series. Section (5.4) presents the findings concerning the participants’ reported 

experiences when dealing with gendered images in the classroom. 

 The analytical procedure  

As I mentioned in chapter 3 (section 3.5.2.5), I used thematic analysis to analyse data from 

the interviews. Thus, I followed the thematic analysis procedure proposed by Braun and 

Clarke (2006). The researchers proposed six phases of thematic analysis. The phases include 

data familiarizing, coding, creating themes, reviewing themes, defining themes, and 

producing a report (Braun & Clarke, 2006). Following Braun and Clarke’s (2006) analytical 

procedure, I administered the following steps of data analysis.  

1. I familiarized myself with the data from the interviews by reading and re-reading the 

interview transcripts, and noting down initial ideas.  

2.  I used Nvivo software to generate codes. I created a code whenever a piece of data 

illustrated, showed, or implied a unit of meaning related to the dimensions of 

teachers’ professional identity explained in chapter 2, (section 2.3.4). I used the exact 

verbatim of the participants to name the codes, and I added memos when and where 

necessary.  
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3. I studied existing codes and grouped the codes under initial themes, such as, 

perceptions about the gender representation in the series, teaching beliefs, emotions, 

and teachers’ treatment of gendered texts. 

4.  I analysed the relationship between codes, compared the codes, created sub-themes, 

and re-grouped the codes under the new sub-themes.  

5. I reviewed the initial themes and sub-themes to make sure that the coded extracts 

were relevant to the generated themes. Then, I defined the initial themes. The 

definitions helped me to accurately describe what a theme is about. 

6. I created a thematic map to visualize the relationship between the themes. The map 

focused on teachers’ cognition, actions, and emotions.  

7. The thematic map helped me to develop more accurate names for the final themes.  

The above steps of data analysis led to the construction of the following themes and sub-

themes concerning how the participants perceived and negotiated their professional 

identities, and the gender representation in the series (Figure 5.１).  

 

 

Figure 5.１Thematic analysis of teachers’ interviews  

As the above figure shows, I grouped the interview data in relation to teachers’ thoughts, 

actions, and feelings. This categorization helped me to report the data easily and clearly. It 

gives an inclusive view of what teachers think and feel about the gender representation in 
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the series, and their actions toward the gendered images in the series. Also, it helped me to 

investigate the integration between the four dimensions of teachers’ professional identity, 

context, teachers’ biography, cognition, and emotions; discussed in section (2.3.4). It is 

worthy to highlight that the four dimensions of teachers’ professional identity are integrated 

and inextricably related to each other through an ongoing, multidirectional, transactional 

process ( section  2.3.4). Due to the complex nature of teachers’ professional identity, I would 

occasionally mention different dimensions in one section. For example, it was necessary to 

highlight the dimensions of teacher’s cognition, emotions, and institutional context in the 

section discussing how teachers dealt with gendered images in their classroom (section 

Error! Reference source not found.).   

 Perceptions about gender representation in the English Unlimited 

series  

The results from the interviews showed that all of the six participant teachers perceived the 

English Unlimited series as biased toward representation of gender. During the interviews, I 

asked the teachers to flip through the pages of the beginner textbook if they needed to. I also 

gave them the liberty to check whichever textbook level they were teaching at the time of 

the interview (e.g. elementary level textbook). This option gave the participant teachers the 

opportunity to reflect on the images, and bring rich examples of the gender representation in 

the images of the series.  

Participant teachers argued that the representation in the series is biased in terms of female 

visibility. They explained the term “biased” by referring to the fact that women were not 

visible. Thus, for example, they noticed the low number of female characters, female 

exclusion, and lack of female voice. For example, Sulaf highlighted the overrepresentation 

of male characters in the series by discussing a page from the elementary level textbook she 

was teaching. During the interview, she flipped through the pages of the textbook until page 

90 caught her attention. The topic of the section was At the airport (Image 5.1 below).  
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Image 5.1 Elementary level textbook, section entitled At the airport 

“Look at this page! There are no female characters at all. The page is talking about being 
in the airport, and even the passenger is a male. The airport staff is male. So, I feel that this 
book is for males, not for females, because they concentrate on male pictures more than 
females.” (Sulaf, 197–200). 

Sulaf’s words “I feel that this book is for males, not for females” imply that the exclusion 

of female characters from different settings made her perceive the series as male-oriented. 

Following Sulaf, Dula explained that the series is also male-oriented in terms of topic 

selection. She asserted that the series is designed for male students when she highlighted that 

the topics of the series are of an interest to male rather than female students.  

“I remember teaching students a lot about cars, and about jobs that don't exist for women 
in Saudi Arabia. Cars! Until last year we were not allowed to drive. So, students are not 
very familiar with cars. For example, types of cars, and how they work. There are many jobs 
that we are not allowed to do. So, students are not interested in them.” (Dula,129–32).  

Also, the excerpt reveals that Dula believed that male-oriented contents demotivate female 

students. This means that Dula believed that students’ intrinsic motivation is important in 

learning English. Her insistence that female students must be familiar with the topics they 

are learning reflects her belief that students are intrinsically motivated when learning English 

is a goal in itself and involves enjoyment. Dörnyei (2001) asserts that “students will not be 

motivated to learn unless they regard the material they are taught as worth learning” 

(Dörnyei, 2001, p. 63). Following Dörnyei (2001), Dula believed that female students can 

not relate to the male-oriented contents of the series, and are not engaged with the process 

of learning English as a result.  

More importantly, participant teachers highlighted that female exclusion from contents has 

been normalised in textbooks in SA when they stated: 

“I have never seen a woman architect. Usually a nurse or a teacher.” (Hanan, 231–6). 
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 “I do not remember seeing a lot of female professionals in the book.” (Fatmah, 358–60). 

“I think the voice of women should be more presented. Many stories are about men not only 
in this book, even the one I taught before. I can't even remember a whole story about a 
female” (Dula, 138–47).   

The above statements such as, “I cannot even remember”, and “I have never seen” imply 

that women exclusion has been normalised in adapted editions series in SA. Participant 

teachers highlighted various examples of low visibility of female characters in different parts 

of the series. To Hanan and Fatmah female visibility was low in professional settings. To 

Dula, however, female exclusion is associated with restricting the female voice in the series. 

As mentioned in previous chapter 4, section 4.3.3, the voice of the character refers to the 

personal information, opinions, and stories the character shares with the reader. The CDA 

showed that female characters were motionless and silent in most of the images in the series 

(see section 4.3.3 ). When introduced in reading passages, female characters did not share 

information about themselves, their likes and dislikes, and context. In consequence, Dula 

argued that the series does not represent the experience, opinion, or voice of women since 

there is not “a whole story about a female”. She viewed the limited voice of female 

characters in reading passages a mean to silence women. Given that, Dula believed in the 

concept of voice as a mean of empowerment for women when she commented that 

introducing reading passages about female characters in the series would grant women a 

voice in the series. Sarah also supported Dula’s view when she demanded that female’s 

voice, experiences, and stories must be included in the series.  

“…they [women] joined the workforce ages ago. Women were working, studying, but it was 
not really shown as it should be. So, I think it is about time to say the story as it is because 
this is [female stereotypical jobs] like what a man would project about women…” (Sarah, 
252–4; 171). 

Her comment “it is about time to say the story” reflects that the representation of women in 

the series is old fashioned. As mentioned in chapter 1, section 1.5.1 Saudi women have 

advanced career wise in recent years. For example, in January 2018, the government 

announced numerous positions for women to work as border officers, social researchers, 

administrative assistants, Islamic jurisprudence researchers, and legal researchers. 

Considering these new changes, Sarah could not see any signs of identification with the 

series. In other words, the series does not reflect the modern SA. Therefore, according to 

Sarah, women experiences should be added to change the normalised stereotypical 

discourses about female professionals in adapted editions. Also, Sarah referred to the male 

gaze which is, in this context, can be defined as the act of depicting women in images from 

a masculine perspective. As stated previously in chapter 4, section Error! Reference source 
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not found., the male gaze perspective reproduces and upholds patriarchal discourses that 

normalize personality traits about femininity (Bernard & Wollast, 2019; Fasoli et al., 2018). 

Therefore, it pressures women to internalize mostly unrealistic standards about femininity 

(Bernard et al., 2012). Following this line of argument, the series, according to Sarah, 

develops unnatural perspectives about women by presenting them as less professional to the 

readers.   

Finally, participant teachers argued that the series shows a representation of a limited class 

of women in SA (see Error! Reference source not found.). In fact, the CDA of the series 

in chapter 4, section (4.3.3.2.2) revealed that female characters wearing Abaya were only 

represented wearing Hijab, i.e. do not cover the faces, and are shopping with families in 

shopping centres, or socializing with friends in cafes (Image 4.13). Such a portrayal of their 

outdoor social activity reflected women living in big cities with a wealthy lifestyle, where 

the man is the provider. As a result, Sulaf and Suha highlighted that only urban, wealthy, 

Hijabi, Saudi women were included in the series. 

To support the above point, Sulaf problematized the concept of Saudi society by considering 

the Saudi tribes and the tribal customs. She referred to the tribe members as the real Saudis. 

In fact, tribal customs do exist in small cities mostly, considering the fact that most of the 

cities in SA have been modernized and affected by the urban culture.  

 “It depends on what is the Saudi society in your eyes because the real Saudis, and I am 
sorry for saying that, they cover their faces and are more conservative than the look that we 
see in the books. So in the appearance, generally, women [real Saudis] do not wear coloured 
Abayas or Hijab. So, all these pictures we have in the textbook are women in coloured 
Hijabs. So, this is not Saudi if you want to talk about the real Saudis.” (Sulaf, 172–6). 

Considering Saudi tribal customs, Sulaf stated that the series only represented one side of 

the Saudi society. It only reflected the dress style of urban women in SA. To explain her 

point, Sulaf further argued that the representation of Saudi women in mixed-gender images 

in the series may not be acceptable to tribe people in different regions of SA. To explain her 

views, she contrasted the Saudi tribes and the tribal customs in different regions of SA to the 

social customs of urban people living in Jeddah. She gave an example of the introduction of 

female characters in family settings in the elementary textbook (see Image 5.2 below).  
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Image 5.2 Mixed-gender images: Extended family context 

The image introduces an extended family sitting together. Following Islamic modesty 

(previously discussed in 1.5.1), tribal women do not meet men outside the immediate family 

i.e. fathers, sons, brothers, and husbands. In consequence, Sulaf argued that the 

representation of extended family, sitting at one table, may only reflect urban women in SA, 

but not to tribes.  

 “For example in unit 1of the elementary textbook [see Image 3.1], publishers put a picture 
of the whole family sitting together. This is not a Saudi society… I mean the sister-in-law, 
and the brother-in-law do not mix. They are segregated...Yes, we, in this particular region 
of Saudi Arabia, we do mix. So, the book is suitable for us, people in Jeddah, because we 
are more open and do these things. But generally, if this textbook is taught in other regions, 
people will find it strange that the whole big family is sitting at one table together.” (Sulaf, 
152–9). 

However, Suha argued that the series did not reflect an inclusive representation of urban 

women in SA when she commented “we do not only have one shape for women”. 

“Balancing the appearances how Saudi females appear will also represent the new Saudi 
Arabia because we do not only have one shape for women…not all the women in Saudi 
Arabia are wearing Hijab. Hijab is not how all the women are represented.” (Suha,336–7).  

To explain Suha’s point of view, it is important to highlight that many Saudi women, 

especially in big cities, started to uncover their hair at public places (as stated previously in 

section 1.5.1). Also, there is a wide range of Abaya style, from plain black, to fully 

embroidered black, to bright-coloured cotton Abaya.  Depending on a woman’s style, there 

is a different Abaya for different occasions. Therefore, Suha’s comment “we do not only 

have one shape for women” reflects the fact that women in urban cities follow different dress 

style ranging from fully veiled to not covering their hair.  

Reflecting on Sulaf and Suha’s comment, both participants are highlighting the fact that the 

gender representation in the series reflects one class of women in SA. Both participants 

highlighted that only urban, wealthy, Hijabi, Saudi women were included in the series. This 
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made the Saudi women from small cities, conservative backgrounds, tribes, and middle to 

low classes marginalized as others. Their comment coincides with the previous discussion 

in chapter 4 section (4.3.2.3) that limiting the represresenataion to privileged Saudi women 

constructs a homogenized right way to be a member of the Saudi society. Such hegemonic 

discourses of identity render the experiences of female Saudi members from different 

backgrounds and social classes  (Cho et al., 2013; Crenshaw, 2005). More importantly, 

Butler (1997) emphasized that race, class, ethnicity and regional modalities intersect with 

gender to constitute social difference. Following Butler’s (1997), participant teachers’ 

responses indicated that the exclusion of women from different social backgrounds 

constructs gender as a fixed category. It constructs an exaggerated and overgeneralized 

meaning of femininity, and ignores ethnicity/caste, class and race that produce particular 

kinds of social inequalities. Thus, participant teachers are advocating an intersectional 

approach in viewing gender in which women are positioned by race, ethnicity, class, gender 

and other forms of social difference. 

In conclusion, the participants’ responses imply a high level of awareness of the gender 

discrimination in the series. They argued that the representation in the series is biased in 

terms of female visibility. To support their point of views, participant teachers shared various 

examples showing the low number of female characters, female exclusion from professional 

settings, and lack of female voice in contents of the series. As a result of the biased visibility 

of female characters, participants described the series as male-oriented.  They argued that 

the series is designed for male students by highlighting that the topics of the series are of 

interest to male rather than female students. Moreover, participants commented that the 

representation of Saudi female characters is limited to urban, wealthy, Hijabi, Saudi women. 

This portrayal of Saudi female characters reflect women living in big cities with a wealthy 

lifestyle, where the man is the provider. Consequently, participants argued that the series 

marginalized Saudi women from small cities, conservative backgrounds, tribes, and middle 

to low classes. Such an awareness of the gender bias in the series mandates exploring 

teachers’ emotions toward the gendered images in the series.   

 Teachers’ emotions 

This section presents the findings related to participant teachers’ feelings toward patriarchal 

discourses in the English Unlimited series. Vulnerability turned out to be one of the recurring 

themes in the data related to teachers’ emotions.  As defined previously in chapter 2, sections 

2.3.5.3, and 2.3.5.3, vulnerability is a state and ‘‘a structural condition’’ (Kelchtermans, 
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2005, p. 80) teachers find themselves situated in. Such a state can be characterized as the 

state of being easily hurt (Bullough, 2005). Therefore, scholarships (e.g. Darby, 2008; C.-K. 

J. Lee & Yin, 2010; McDougall, 2010; O’Connor, 2008) reported teachers experience 

various negative emotions; such as uncertainty, fragility, resistance, frustration, which all 

constitute the salient themes associated with emotional vulnerability. Zembylas (2002, 

2003a) explains that school culture constructs emotional norms which requires teachers to 

control negative emotions ,such as anger and anxiety, that show vulnerability, and express 

their legitimate emotions such as empathy, care, commitment, and support. Such discourses 

about emotions often appear in the form of “ethical codes, professional techniques, and 

specialized pedagogical knowledge” (Zembylas, 2002, p. 201). Thus, how teachers 

understand, experience, perform, and talk about emotions is closely relevant to their sense 

of self in relation to the sociocultural and institutional context. Furthermore, teachers’ 

control of their emotions engenders a great amount of emotional labour and vulnerability 

(Zembylas, 2002). Based on Zembylas’s (2002) statement, the results of the study revealed 

that participant teachers tried to control their negative emotions towards the gendered images 

by resisting to openly express them. They expressed their concerns about their students 

whenever they were asked about their feelings regarding the gender representation in the 

series. I asked the participants about their feelings at least twice during the interview. The 

first time I asked this question was after the participants discussed the original page 

(Appendix F), and shared their perceptions on the gender representation of the textbooks. 

Despite my several attempts to encourage the participants, they showed reluctance to express 

their personal feelings. As a result, participants provided conflicting responses about their 

emotions toward the gendered images in the series. On a surface level, the participant 

teachers explained that the gendered images do not have any impact on them, because they 

are mature, self-assured teachers. Despite their claims, the participants’ responses indicated 

that the gender representation caused them feelings of frustration, inferiority, and distress, 

which all reflected emotional vulnerability. These conflicting statements indicate that the 

gendered images was a source of vulnerability, which the participant teachers tried to keep 

private.  

To explain teachers’ vulnerability, it is important to discuss first how the participant teachers 

negotiated the patriarchal discourses in the series.  The following excerpts display teachers’ 

resistance to acknowledge their negative feelings toward the gendered images. Rather than 

opening themselves up emotionally, teachers disassociated themselves from the characters 

and the patriarchal ideologies behind the images whenever I asked them about their feelings. 
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As a result of this disengagement, teachers formed an emotional immunity toward the 

gendered images in the series. 

“Interviewer: Do you think this women representation has an impact on you as a teacher?  

Dula: Well, I’m sure it has, but the impact that worries me is on students. I'm a grown person 
who has developed. I have developed my ideas, my experiences, but for students I'm sure it 
will affect them…course books are important and give students impressions.  Those are 
university students who still haven't been to the society” (Dula, 230–-3; 167–8).  

 “Interviewer: In what way do you think the images impact students? Or how? 

Dula: That they are not… let's say that… how can I say it… that females are still females… 
that we are not equal even in our way of teaching English” (Dula, 235–6). 

The excerpt above manifests that teachers redirected the discussion concerning their negative 

emotions about the gendered images to the students. Rather than opening up and expressing 

her emotions, Dula shifted the discussion to express how students may feel about the 

gendered images. Such a displacement boils to the fact that Dula believes that teachers 

should be composed and with complete integrity. Therefore, Dula was pressed to feel 

immune to the gendered images according to her perception about what is a professional 

teacher and the emotional rules that follow this belief. As stated above, institutional 

emotional norms require teachers to conceal what can be regarded as negative emotions  

(Zembylas, 2002). Such an attitude leads to a stage performance in which teachers mask 

their experienced emotions and express expected emotions that are considered legitimate in 

a given context (Zembylas, 2002). Following this notion, Dula provided a statement in which 

she portrayed herself as immune to the vulnerability caused by the gendered images. 

However, Dula implied a different side of the story from the students’ stance. When I asked 

her to elaborate, Dula expressed her feeling of inferiority to male academics at the ELI. 

Dula’s hesitation to articulate her viewpoint “how can I say it” signifies her emotional 

labour through which Dula suppressed wrong feelings such as insecurity and inferiority to 

maintain the right emotion, which is immunity. In consequence to the emotional suppression, 

Dula’s real feelings about the patriarchal discourses in the series become dissimulated.  

More importantly, Dula’s following experience of classroom practice displays her emotional 

labour. She experienced a struggle between her uttered feeling (i.e. concern about the 

negative effects of gendered images on students), and unuttered feeling (i.e. inferiority to the 

institutional patriarchy). Dula shared her experience when a student questioned the topic 

selections in the series. At that time, Dula was teaching a page from the textbook about cars, 

and the student highlighted that such topics are male-oriented and demotivate their learning. 

The student shared her view that the topic does not interest them as female students since 
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women were banned to drive in SA during that time. I asked Dula what her response was to 

the student’s comment. She replied that she usually has two responses.  

“Sometimes I am very academic, so we should look at things from different perspectives. 
Other times, I simply tell them that the male students are studying the books so they [male 
policy makers] control it. So we just will do whatever they give us to do. And I'm like that 
it’s a male dominant country so just live with it.”( Dula,219–222). 

Dula avoided discussing gendered images in the classroom despite her concerns about the 

negative effects of the gendered images on students, and her affirmation that the series is 

male-oriented in section (5.3). Sentences; such as,“ I am very academic”, “I simply tell 

them”, and “just live with it” indicate a form of avoidance to discuss or to show any form 

of emotional reaction to the students’ point of view regarding the series gender 

representation at the classroom. In fact, Dula’s response to the student displays her 

vulnerability. The fact that Dula does not have control over the curriculum made her 

distressed. In her response to the student, Dula explicitly described her vulnerability as a 

feeling of being inferior to male academics. Given this, Dula tactically used the students’ 

perceptions of gendered images, stated in the previous paragraph, as a cover statement to 

avoid revealing her underlying inferiority during the interview. Such an act is seen as a way 

to protect her vulnerability. As Lasky (2005) states vulnerability triggers different reactions; 

some teachers seek to make themselves invulnerable and immune to the possibility of being 

hurt. Such a protective attitude  is seen as a strategy to cope with vulnerability and emotional 

disturbance (Lasky, 2005). 

The interview with Sulaf generated interesting results regarding vulnerability.  During the 

interview, I repeated the question about her feelings seven times. Despite that, Sulaf tried to 

conceal her vulnerability by avoiding answering the question each time. Interestingly, Sulaf 

was fully aware of the gender representation in images, and she openly discussed various 

images from the textbook she was teaching (i.e. elementary level textbook). Therefore, 

asking Sulaf about her feelings toward the images came naturally with the flow of the 

conversation.  

At the beginning of the interview, Sulaf highlighted the exclusion of female characters from 

images in the elementary textbook. She discussed page 90 as an example of female 

exclusion. The page introduced six images of male characters at different sections of the 

airport (discussed earlier in section 5.3, Image 5.1 ). After Sulaf discussed the page, I asked 

her: “How do you feel as a woman or a female teacher who is teaching female students and 

using these male pictures over and over? How do you feel when you are not included?”  
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“Sulaf: talking about the textbook itself, I do not concentrate on that because they [the 
publishers] have their own reasons for putting all these male books, because it is a male 
book. So, they are teaching it in the male section”(Sulaf, 204–6).  

Similar to Dula, Sulaf’s response exhibited a struggle between how she should feel as a 

professional and how she really feels as a woman. Such a struggle is a result of the emotional 

rules and the discourses on legitimate emotions discussed at the beginning of this section 

(Zembylas, 2002). Her response “I do not concentrate on that” reflects Sulaf’s strategy to 

cope with the normalised belief that professional teachers should control their negative 

emotions. Following this belief, Sulaf claimed that she does not acknowledge any feelings 

come from the gendered images in the textbook despite her full awareness and detailed 

discussion of patriarchal discourses in the textbook. However, Sulaf’s next sentences 

highlight feelings of inferiority. She stated that the textbooks are selected by a committee in 

the male’s campus, since the textbooks were taught to male students, and imposed on the 

female’s campus. Such a statement implies Sulaf’s vulnerability to feelings of subordination 

because it refers to the fact that female academics do not have control over the curriculum 

since most of the leadership positions at the ELI are held by male academics (as discussed 

in chapter 1, section 1.5.4).  

After that, I showed Sulaf the original page (Appendix F), and she underlined the 

stereotypical activities of male and female characters in the images. So, I asked her again 

about her feelings toward the representation in the images.  

“Interviewer: Do you think this kind of representation, men are working while women are 
relaxing, do you think it impacts you?” (Sulaf, 234). 

Like Dula, Sulaf redirected the discussion concerning her negative emotions about the 

gendered images to the students. Rather than opening up and expressing her emotions, Sulaf 

shifted the discussion to express how students may feel about the gendered images.  

“Sulaf: No, it does not impact me as a teacher, but it impacts the students. 

Interviewer: In what way? 

Sulaf: …this representation builds an image in their [students’] minds that this is what you 
need to do, this is where you should meet your friend in a coffee shop. It gives them this kind 
of impression that you do not do anything, or not to be practical.” (Sulaf, 236; 240–4). 

Then, I asked Sulaf if she has ever felt uncomfortable with an image in the elementary 

textbook. She answered “Yes, I have many images that I felt uncomfortable with” (Sulaf, 

255). After that, she flipped through the pages of the textbook to find an image to discuss. 

To help her recall an image, I pointed at page 26 of the elementary textbook (Image 5.3). 
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The page introduced a reading passage entitled Happiness is…, along with three male 

characters doing activities, driving, playing the drums, and photographing, and one image of 

Saudi female characters, dressed in Abayas, shopping.  

 

Image 5.3 Reading passage entitled Happiness is... 

The page triggered Sulaf’s vulnerability. She expressed her frustration when she realized 

that male characters were doing something productive, while females were shopping.  

“Oh yeah I remember I gave students this lesson. Happiness for females is shopping. What 
about having their MA? This is the real happiness. I felt it one day! But the man is reading! 
How about that! I can remember my reaction when I saw this [at classroom], and this is one 
of the images that I fully neglected…This [the image] is not the Saudi woman. This is not an 
image of us…you see in the page the man is a photographer.  It gives this idea that the female 
is more worthless, and men have more goals than you [a woman]. You just care for coffee 
and shopping”. (Sulaf, 257–62) 

This incident reveals that Sulaf previously concealed her vulnerability by portraying herself 

as immune to the negative feelings caused by the gendered images. However, the page 

triggered Sulaf’s frustration, a feeling that she tried to keep private. Her words “I can 

remember my reaction when I saw this” shows that the gendered images made Sulaf 

frustrated; so she decided not to teach that image to her students at the classroom. Indeed, 

such a decision reflects her resistance to institutional policy and the patriarchal discourses in 

the image (will be further discussed in the next section 5.5). In spite of her reaction, the fact 

that Sulaf still remembers her reaction at the classroom confirms Sulaf’s vulnerability to the 

image. For instance, during the interview, Sulaf’s vulnerability surfaced when she reflected 

on her own experience as a working woman. At that moment, Sulaf identified herself as a 

female Saudi, MA holder, and an academic. Thus, she contrasted the female images to her 
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own life achievement, in other words her happiness when she obtained an MA degree. Her 

interpretation of the gendered image, when she used the word “worthless”, highlights deep 

feelings of inferiority. This excerpt along with the next one confirms that Sulaf’s 

vulnerability is related to her feelings of inferiority. Sulaf’s reaction to the reading passage 

encouraged me to ask her to elaborate further on her feelings. As a result, I tried eliciting 

more data related to her feelings.  

“So, I can describe your feeling when you saw this page [Happiness is…] and other images 
in the book as frustrated, maybe? Or angry?”  

“To be honest, no feelings. Well, I am 34 now, and I am familiar with these kinds of images. 
I am not talking about the new Saudi Arabia, I am talking about the 1990s. Men were 
everything, the man was fully respected. I know this kind of mentality, so I will not let these 
pictures frustrate me. I will just ignore them.” (Sulaf, 275–80). 

At this point, Sualf avoided articulating her emotions for the seventh time. She tried to 

conceal her vulnerability when she replied that she is emotionally immune from the gendered 

images. However, the reason she provided behind her emotional immunity reflects feelings 

of gender inferiority. Unlike Dula, Sulaf’s feelings of inferiority stemmed from the 

sociocultural context. Her replies “I am familiar” and “I know” indicate that the normalised 

patriarchal discourse in SA made the gendered images in the series feel immanent and 

personal to Sulaf. Thus, Sulaf finally acknowledged her frustration by stating “I will not let 

these pictures frustrate me. I will just ignore them”. This shows that Sulaf deliberately 

disregard the gendered images as a strategy to protect her feelings. In other words, she 

chooses to stay in the protective zone.  

In summary, the data revealed that the institutional context negatively contributed to the 

teachers’ vulnerability. The fact that the curriculum is tailored by male academics, and is 

simply imposed on the female classrooms made female teachers feel less professional, and 

inferior to male academics. Zembylas (2002) argues that teachers are taught to value and 

express certain positive emotions and dismiss negative emotions. This implies that teachers’ 

“mastery of right emotions signifies professionalism and professional identity” (Zembylas, 

2002, p. 201). In other words, experiences of emotion are inextricably interconnected with 

teachers’ belief, context, and culture (Lasky, 2005). Furthermore, emotions connect 

teacher’s thoughts, judgments, and beliefs, therefore, it can be said that emotions are the glue 

of professional identity (Bullock, 2013). Given this, participant teachers experienced a 

struggle between their true emotions and their view of how a professional teacher should 

feel. Such a struggle destabilized their professional identity. Participant teachers’ conflicting 

responses in this study about gendered images displayed their deep emotions and 
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professional identity. On the surface, teachers portrayed themselves as invulnerable 

professionals by emphasizing their concerns about the effect of gendered images on students. 

Their unuttered feelings, however, revealed that their frustration with the gendered images 

stemmed from their feelings of inferiority on a sociocultural and institutional level. These 

conflicting feelings the teachers were experiencing resulted an emotional labour that 

compelled participants to engage in a tactical negotiation between their vulnerability and 

their beliefs about professionalism. Such a negotiation reflects the important role of emotion 

in the construction and reconstruction of teachers’ professional identity. More importantly, 

participant teachers’ conflicting emotions requires an understanding of how emotions guide 

their professional practices and decisions. Therefore, the next section explores teachers’ 

classroom practice when dealing with gendered images.  

  Reported Teachers’ classroom practices   

This section presents the findings related to the participant teachers’ classroom practices 

when dealing with gendered images. The data revealed that participant teachers’ decisions 

of dealing with gendered images were a mediation between the ELI instructional policy of 

using the series as the only teaching resource, their perceptions about the biased gender 

representation in the series (presented in 5.3), and sometimes their vulnerability ( presented 

in 5.4). Participants reported two methods when dealing with gendered images in the 

classroom. The first method was ignoring the gendered images, and creating a context for 

students to discuss instead. The second method was focusing on the language part of the 

gendered image. To encourage participant teachers to share their experience, I initiated the 

topic by asking teachers how they introduced the images given in page 6 of the beginner 

textbook (see Appendix F). I also gave them the chance to discuss images from whichever 

textbook they were teaching at the time of the interview. 

In Chapter 2 section 2.3.4, I stated that teachers’ professional identity is intimately 

intertwined with four dimensions: context, teacher’s biography, teacher’s cognition, and 

teacher’s emotion. These four dimensions are integrated and inextricably related to each 

other through an ongoing, multidirectional, transactional process (section 2.3.4). Following 

this definition, it is important to shed light on the integration between teachers’ cognition, 

ELI context, and their emotions before exploring participant teachers’ treatment of gendered 

images in the classroom.   
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The data highlighted a discrepancy between the participant teachers’ cognition about 

teaching, their perceptions about the patriarchal discourses in the series, and the ELI 

instructional policy. This discrepancy caused tension in the participant teachers’ professional 

identity. To explore the discrepancy, it is important to first highlight the participant teachers’ 

perceptions about gender representation in the series. As revealed previously in section5.3, 

participants stated that the patriarchal discourses in the series may have possible 

psychological effects on their students’ learning. For example, Dula shared her concerns that 

female students may become demotivated when they have to read about male-oriented 

topics; such as cars, which has no seeming relevance whatsoever to female students’ lives 

(section 5.3). Such concerns about students implied that participant teachers believed that 

part of their teaching role was to develop students’ intrinsic motivation to learn English. 

Following their teaching beliefs, participant teachers were concerned that biased gender 

representation did not facilitate their teaching beliefs in developing students’ intrinsic 

motivation. 

Apart from the biased representation of gender in the series, the ELI instructional policy also 

hindered participant teachers’ from achieving their teaching beliefs in developing students’ 

intrinsic motivation. As described in chapter 1 (section 1.5.4.2), the duration of the ELI 

module is seven weeks, at the rate of 18 hours per week. The final examination is scheduled 

during the seventh week, and is based on the contents of the textbooks. Also, using the 

English Unlimited series is mandatory since the ELI issues an annual pacing guide with a 

weekly plan of units from the textbook to be covered, so participant teachers have to report 

the covered units at the end of every week. Such an institutional policy mandated participant 

teachers to adopt the role of textbook transmitters. O’Connor (2008) argues that institutional 

policies often marginalize and repress teachers’ cognition and actions. Following O’Connor 

(2008), the data showed a discrepancy between the participant teachers’ cognition and the 

ELI instructional policy. Despite their teaching beliefs and perceptions toward the series, all 

of the participant teachers adhered to the ELI instructional policy and used the English 

Unlimited series as the main teaching resource. Participant teachers followed the contents 

inside the textbook page by page, and exercise by exercise. They fully relied on images 

inside the textbooks to convey lexical meanings in the lesson.  

To shed light on how the ELI instructional policy shaped participant teachers’ professional 

identity, it is vital to explore Hanan’s teaching practices before joining the ELI. As stated 

previously in chapter 3, section (3.5.2.1), almost all of the participants had more than ten 

years of teaching experience at the ELI. One participant, Hanan, joined the ELI two years 
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ago. Before joining the ELI, Hanan had taught general English language classes at public 

high schools in SA for ten years. According to Hanan, teachers have the choice of developing 

their own teaching materials in high schools, so Hanan described one of her classes:  

“I care for writing, and I wish one of my students would be a writer someday. So, I tried to 
open doors for students. I remember that we had a lesson about Shakespeare. So I remember 
bringing a stack of books by female novelists, like Charlotte Bronte's Jane Eyre. So, I 
brought my own books, and I told students to bring books. We talked about authors and at 
the end we talked about the possibility that they [the students] could write novels. Especially 
at that time girls started to write in web forums.” (Hanan, 358–63)  

This incident displayed Hanan’s teaching beliefs. Hanan’s initiative of encouraging students 

to write stems from her belief that students learn best when they are intrinsically motivated. 

She believed that students can be motivated to learn English if they see the value of writing 

and the possibility of turning writing into a profession. Also, Hanan’s words “I tried to open 

doors” implies that she saw her teaching as a way to empower female student. Shrewsbury 

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

students is a mean to maintain students’ self, find their own voices, discover autonomous 

subjectivities, and create a sisterly solidarity (Shrewsbury, 1987). Following this belief, 

Hanan believed in creating a motivating and supportive classroom environment which 

empowers female students. Consequently, she believed that bringing female novelists would 

inspire female students to find their own voices and express their thoughts by writing.  

As stated previously, the ELI promoted only one manner of teaching which is being a 

textbook transmitter. Researchers (e.g. Cross & Hong, 2009; Kelchtermans et al., 2009) have 

shown that teachers differ in their views, and do not constitute a monolithic block with the 

same attitudes, educational philosophy, values, or orientations towards the professional, 

pedagogical, and organizational aspects of their work. Therefore, “uniform policies threaten 

the professional identities of numerous teachers, and thereby make the profession less 

attractive for many”(Kelchtermans et al., 2009, p. 240). Despite Hanan’s teaching beliefs 

and past experience as an empowering teacher at high school, the ELI instructional policy 

played a vital role in hindering her from transferring her own beliefs about teaching into the 

ELI classroom. Hanan described her teaching at the ELI: 

“I followed the pacing page by page, and it was intimidating because they send you an email, 
and then they send you (you have to do this and you have to do that), and it is hard to keep 
up with the emails.” (Hanan, 151–4). 

Flores and Day  (2006) argue that despite the strong connections between teacher’s cognition 

and sense of professional identity, it was found that in most if not all cases, teachers’ 

practices were mediated by context. Thus, the above excerpt shows that the ELI imposed the 
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teaching role of textbook transmitter on Hanan. This role along with the changes in the 

working conditions deeply affected Hanan’s teaching practices and emotional experience. 

She experienced anxiety as she struggled to cope with conflicting professional identity 

scenarios; i.e. her own and the one promoted by the ELI.  

More importantly, Dula gave a detailed description of the ELI teaching role of textbook 

transmitter.   

 “Mostly we focus on the book because we have a very limited time frame and we have to 
cover exactly what we are told to cover. We can't modify the curriculum. We can't skip pages 
if they are not skipped, and we can't add pages if they are not there.” (Dula, 101–4). 

Dula’s statement implied that the role of a textbook transmitter imposed by the ELI muted 

teachers and prevented them from transferring their teaching cognition into practice. 

Furthermore, Dula’s repeated statements “we can’t” show feelings of powerlessness in the 

sense that ELI teachers are not in full control of the processes and tasks they should be 

responsible for as teachers. This means that participants’ working conditions are to a large 

extent imposed on them; they work within particular frameworks and regulations.  

The imposed teaching role of textbook transmitter generated distressed feelings for teachers. 

For example, Hanan’s intimidation, mentioned above, developed into frustration when she 

shared her feelings towards the instructional role of textbook transmitter. According to her, 

the ELI mandated instructional role made her feel silenced like “a robot”. Sutton (2007) 

stated that negative emotions often reduce teachers’ efficacy. Given this, Hanan’s frustration 

caused her a sense of powerlessness in accomplishing her teaching goals. She expressed her 

powerlessness in teaching when she described: 

 “I feel like we are robots, and we are programmed to do something in the ELI. It is just you 
have to follow the rules… there is not much freedom except with the way you communicate 
with the students.” (Hanan, 127–9; 135). 

Comparing Hanan’s two snapshots, it is clear that Hanan’s ELI teaching experience is 

different from her teaching years at high school.  Hanan’s excerpt indicates high levels of 

emotionality. Her sense of powerlessness is clear. Also, her words reveal the pain she feels 

in having to carry out teaching responsibilities resulting from the mandated ELI measures. 

Many studies concerning EFL teachers’ professional identity (e.g. Galloway et al., 1986; 

Mortimore et al., 1988; Pollard, 1987; Rutter et al., 1979; Voinea & Pălăşan, 2014; Woods 

et al., 1997; Y. Xu, 2013; Zembylas, 2003a) assert that the institutional polices along with 

its internal dynamics and organization either enable or constrain the teachers’ agency, sense 

of commitment, sense of belonging, and motivation, which all directly shape the teachers’ 
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professional identity. Following this line of research Hanan’s words “we are programmed” 

highlights that she lost her motivation in teaching, sense of autonomy, agency, and 

professional self as a result of the ELI policy.   

Regarding participants’ treatment of gendered images in the classroom, it is important to 

explore Dula and Suha’s reported classroom practices. As a result of the imposed 

instructional role of textbook transmitter by the ELI, Dula and Suha focused only on the 

language part when dealing with gendered images. They viewed themselves as language 

teachers; so they focused on the language aim of the textbook, considered the image as a 

teaching aid, and avoided discussing the gendered images in the classroom. For instance, 

when I asked Dula how she dealt with the second image in page 6 of the beginner textbook 

(see 0Appendix F ), she replied: 

“I talked about the academic part without stressing the fact that the females are chatting 
and everyone else is working… I just discussed the pictures as vocabulary exercise or 
listening exercise” (Dula, 191–2; 188).  

Similar to Dula, Suha also avoided discussing gendered images in the classroom. She shared 

her reason for avoiding discussing gendered images. 

“Interviewer: have you ever discussed these kinds of images with students?  

Suha: No, not really … because I do not want to focus on something that would lead to other 
discussions… Otherwise the topics will be related to society and against some of the 
rules...So it is not my place to discuss these things with students. I think I should not do that 
in the classroom,” (Suha , 212–16).  

Suha’s comment shows that she viewed the main aim of the ELI classroom is teaching 

language. Her response makes explicit that her professional obligation to students is to 

deliver the curriculum. As a result, she considered discussing gender related issues as a 

distraction which should be avoided.   

Dula and Suha’s above reported classroom practice may indicate a contradiction in their 

professional identity. Both participant delivered the biased contents of the series in their 

classroom regardless of their views that gendered contents may affect students’ motivation 

towards learning (discussed in sections 5.3 and 5.4 ). Such reported classroom practices may 

indicate that participants changed their beliefs in the role of students’ motivation. However, 

their aspirations show otherwise. Dula and Suha’s aspirations confirm that the ELI limited 

their teaching practices. As stated in chapter 3, I created an educational imaginary situation 

for the participant teachers in order to reflect on their teaching cognition, perceptions about 

the gender representation in the English Unlimited series, and current teaching practices. In 
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order to create an educational imaginary situation, I showed teachers an adapted version of 

page 6 of the beginner textbook ( Appendix F). The gender-balanced images in the adapted 

page enabled teachers to envision their professional identity in advance while reflecting on 

their current practice.  Reflecting on the adapted page, Dula and Suha demonstrated a need 

to generate students’ intrinsic motivation.  Intrinsic motivation, in this study, is defined as 

the extent to which the student works or strives to learn the language for its own sake in 

order to experience the satisfaction experienced in this activity (Dörnyei, 2001) (discussed 

in  section 2.3.3).  

“I would definitely feel very comfortable teaching the other [adapted] page. I can inspire 
my students like do you play sports? Because the students are playing sports. Looking at the 
first picture, I would tell them [the students], one day you will be a successful woman 
working in a company, or a bank, and have to prepare for a meeting, which would motivate 
them [the students] to learn the vocabulary that they may use one day”( Dula, 257–61).  

“When you talk about yourself, and give examples about women it is exciting because most 
of the discussions in the classroom include men…In classrooms if we talk about women, it 
will excite the students and make them more enthusiastic to learn and speak about 
themselves. …because they [the textbook topics] are related directly to them.” (Suha , 288–
9, 317;290–1; 295). 

The above excerpts displayed that Dula and Suha’s aspirations stemmed from their current 

teaching experiences at the ELI. Their comments appeared to be highlighting areas that had 

been problematic or challenging for them. Their aspirations indicated a belief that one of the 

key aspects to successful language learning is intrinsic motivation. Following this belief, 

Dula and Suha believed that part of their teaching role was to generate students’ intrinsic 

motivation to learn English. Thus, they foresaw the adapted page as a great aid for them to 

fulfil their teaching role. Words; such as, “inspire”, and “make students enthusiastic” 

expressed that both participants strived to be the kind of teachers who inspire, motivate, and 

engage students in learning. Dula’s words “one day you will be a successful woman” imply 

that she did not see her teaching as a way to only motivate, but to empower her female 

student as well. Considering Dula and Suha’s serious desire to motivate students to learn, I 

argue that the ELI limited participant teachers from achieving their teaching aims and 

cognition. In fact, the influence of workplace plays a key role in shaping teachers’ classroom 

practices (Flores & Day, 2006; Maclure, 1993). Therefore, participants’ reported classroom 

practices can be viewed as strategy to cope with the ELI context rather than a change in their 

teaching belief. Such institutional boundaries demand teachers to negotiate between their 

cognition, emotions, and the context, and exert their energy into what they see as important  

(Duff & Uchida, 1997). Given this, Dula and Suha’s avoidance of discussing gendered 
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images is not a sign of inconsistency between their teaching cognition and practice, but rather 

a sign of professional identity negotiation.  

Furthermore, researchers (e.g. Barkhuizen, 2017; Stronach et al., 2007) stated that teachers’ 

professional identity is a mediation between inside the teacher and the outside sociocultural, 

and educational context (discussed in section 2.3.4). This implies that even under rigid 

institutional rules; such as the ELI, teachers possess a level of agency to make choices about 

their teaching practices within a given context. Hence, Sulaf shared a different experience 

when dealing with gendered images from the series in the classroom. Her treatment of 

gendered images was a mediation between her emotions, care for students, teaching beliefs, 

and ELI policy. Regarding Sulaf’s emotions, Sulaf felt frustrated by the gendered images in 

the series, as stated previously in section 5.4. Her frustration stemmed from feelings of 

inferiority on a sociocultural level.  She implied that the patriarchal discourse in SA during 

the 1990s made the gendered images in the series feel immanent and personal to her. 

Kelchtermans and Ballet (2002) and Maclure (1993) advocated that teachers’ values and 

emotions function as a rationale for their professional actions. Thus, Sulaf’s vulnerability 

toward the gendered images made her adopt the role of a motivator to students. She explains:   

“…I am happy that we [ Saudis] are starting a new era. So I can tell students real things. If 
I say this is your era, your age, your time, there is a bright future in front of you; I mean it 
and it is real… it was impossible to us to achieve many things. But now it is different, and I 
do not want my students to think of these representations in the textbooks” (Sulaf,280-2; 
284–6).  

The above excerpt highlights Sulaf’s care for her students. O’Connor (2008) states that 

teachers’ emotions and beliefs about their role in caring for students form a crucial part of 

their professional identity. Following O’Connor’s statement, Sulaf’s vulnerability, which 

was reflected in her words “it was impossible to us to achieve many things”, shaped her 

decision in empowering female students. More importantly, Sulaf’s empowering words to 

students reflects characteristics of feminist pedagogy. One of the aims of feminist pedagogy 

is to enhance students’ self-esteem by the implicit recognition that they are sufficiently 

competent to play a role in society and are able to be change agents (Shrewsbury, 1987). 

Thus, it can be argued that Sulaf positioned herself professionally as a teacher who wants to 

empower female students. She tried to empower her students by highlighting their 

competence and the future possibilities for them. Following her own beliefs about her 

teaching role, she felt that the gendered images may affect her students’ aspirations and 

goals. Numerous studies (e.g. Amare, 2007; Good et al., 2010; Mukundan & 

Nimehchisalem, 2008) confirmed Sulaf’s concern that biased gender representation in 
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textbooks could negatively affect learners’ comprehension of the textbooks, as well as their 

academic and career choices, understanding of social equality, and development of 

behaviour, and self-esteem. As a result of the ELI pressure and the prescribed pacing guide, 

Sulaf could not design gender-balanced classroom materials. However, she personalized the 

gendered images in the series by asking students to speak about themselves.  

“I asked students, so we did not look at the pictures. I do not want these pictures to stick in 
the students’ minds, or to give them a certain way to follow, and whenever a student gives 
me a good example, I always love to give more time to this student to explain her example.” 
(Sulaf, 266–9). 

To further explain her method of personalizing gendered images to students, Sulaf discussed 

page 90 of the English Unlimited elementary textbook (mentioned previously in 5.3, Image 

5.1 ). The topic of the page was At the airport. The page introduced six images of male 

characters at different sections of the airport.  

 “What I like to do as a teacher is to give students examples and we talk about females: what 
if you go to the airport? If you are standing in front of the baggage claim? I let students 
imagine the images as if they are the character” (Sulaf, 206–8).  

The above two excerpts reflects Sulaf’s view of feminist pedagogy. As stated previously the 

English Unlimited series marginalized female characters (section 4.3.3). Since Sulaf 

positioned herself as a feminist teacher who aim to empower her students, she decided to 

grant female students a voice by personalizing the gendered images. By that, Sulaf created 

a room for female students to speak for themselves, highlight women experiences, and 

connect to contents in the series. 

Sulaf’s reported classroom practice revealed her strong agency; while other participants gave 

up by adopting the role of textbook transmitter, Sulaf did not. As defined in 2.3.4, teachers’ 

agency refers to the actions teachers do, the choices teachers make, and the stances teachers 

take that affect their work and their professional identity (Imants & Wal, 2020). Thus, Sulaf’s 

reported classroom decision was a mediation between four aspects: her perceptions about 

the gendered images in the series, feelings about the patriarchal discourses in the series, 

teaching beliefs, and the ELI instructional policy. Zembylas (2003a) stated that the 

connection between teachers’ identity and emotion is a result of agency. More important, a 

teacher’s agency is determined by that teacher’s ability to reflect on her/his professional 

action (Zembylas, 2003a). Hence, Sulaf’s frustration toward the patriarchal discourses in the 

series enabled her to develop and sustain a professional identity that reflectively resist the 

gendered images. This infers that teachers’ emotions can become the means for resisting the 

normalized patriarchal discourses in an institution.   



Chapter 5 

167 

In brief, the data highlighted a discrepancy between the participant teachers’ cognition about 

teaching, perceptions about the patriarchal discourses in the series, and the ELI instructional 

policy. Participant teachers believed that part of their teaching role was to develop students’ 

intrinsic motivation to learn English. Following their teaching beliefs, participant teachers 

were concerned that biased gender representation in the series along with the ELI 

instructional policy did not facilitate their teaching beliefs in developing students’ intrinsic 

motivation. Qualitative data showed that the ELI promoted one manner of teaching which is 

being a textbook transmitter. Such an imposed role by the ELI muted teachers and prevented 

them from transferring their teaching cognition into practice. ELI participant teachers shared 

their concerns that they are not in full control of the teaching processes and tasks.  In 

consequence, participant teachers showed feelings of powerlessness, demotivation in 

teaching, and conflicting professional identity. As a result of the imposed instructional role 

of textbook transmitter, some participants focused only on the language part when dealing 

with gendered images. They viewed themselves as language teachers; so they considered the 

images in the textbooks as a teaching aid, and avoided discussing the gendered images in the 

classroom. However, the data from the interviews showed that even under rigid institutional 

rules; such as the ELI, teachers possess a level of agency to make choices about their 

teaching practices within a given context. Hence, one participant, named Sulaf, shared a 

different experience when dealing with gendered images. Sualf's vulnerability toward the 

gendered images made her feel that the gendered images may affect her students’ aspirations 

and goals. Therefore, she positioned herself professionally as a feminist teacher, and tried to 

empower her students. Following her own beliefs about her teaching role, Sulaf personalized 

the gendered images in the series by creating a room for female students to speak for 

themselves, highlight women experiences, and connect to contents in the series. 

 Conclusion  

This chapter detailed the thematic analysis of the EFL teachers’ professional identity. The 

analysis found the following major findings related to how the teachers negotiated their 

professional identity in relation to the gender representation in the series. The findings 

highlighted a discrepancy between the participant teachers’ cognition about teaching, 

perceptions about the patriarchal discourses in the series, and the ELI instructional policy. 

The participants experienced tension between their teaching beliefs and the ELI context. 

They believed that the biased gender representation in the series demotivates female 

students’ intrinsic motivation. Despite their teaching cognition, the ELI instructional policy 
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dictates teachers to teach contents of the series. Such a discrepancy mandated teachers to 

negotiate between different dimensions of their professional identity. In relation to teachers’ 

cognition, the findings showed that the participant teachers were fully aware of the gender 

representation in the English Unlimited series. They perceived the series as biased toward 

the representation of gender. Consequently, the participant teachers shared their concerns 

that the gendered images would demotivate their students from learning English. Such 

concerns reflected the participants’ belief that students learn best when they are intrinsically 

motivated. Participants explicitly explained that students can be motivated to learn English 

if the contents were gender-balanced and relate to female students' lives. Despite their 

perceptions about the series, participant teachers experienced a struggle to express their 

emotions toward the patriarchal discourses in the series. They provided conflicting 

statements when I asked them about their feelings towards the gendered images. In their 

cover-up statement, teachers portrayed themselves as invulnerable professionals by 

emphasizing their concerns about the effect of gendered images on students. Their unuttered 

words, however, revealed that their frustration with the gendered images stemmed from their 

feelings of inferiority on a sociocultural and institutional level. Furthermore, the ELI 

instructional policy played a vital role in shaping teachers’ professional identity. The ELI 

promoted only one manner of teaching which is being a textbook transmitter. Such a policy 

resulted a discrepancy between the participant teachers’ cognition about teaching, 

perceptions about the patriarchal discourses in the series, and the ELI instructional policy. 

This discrepancy enforced teachers to negotiate aspects of their professional identity. Such 

negotiation was reflected in the teachers’ classroom practices. Participants’ reported 

classroom practices were a mediation between the dimensions of context, emotions, and 

cognition. The data revealed that some participants avoided discussing the gendered images 

and focused on the language part of the image, while others overlooked the gendered images, 

and created a context for students to discuss instead.  
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Chapter 6 Discussion  

 Introduction   

This chapter discusses the key research findings presented in chapters 4 and 5, and relate the 

findings to previous research. As stated previously in chapter 3 (section 3.3), data were 

collected in two phases. As a consequence, the findings from the two phases were combined 

and analysed at the interpretation stage to help me make inferences and answer the main 

research question: How do Saudi female EFL teachers negotiate their professional identity 

in relation to gender representation in EFL textbooks?  The chapter is divided into two parts. 

The first part (6.2) interprets the results related to gender representation in English Unlimited 

series, which were presented in chapter 4. The second part (6.3) provides detailed 

interpretations of the data, presented in chapter 5, concerning Saudi female EFL teachers’ 

negotiation of their professional identity.   

 Gender representation in English Unlimited series                                                                                                                                                                                                                                                                                                           

This section discusses the main findings of the first research question: How is gender 

represented in EFL textbooks that are specifically designed for the Saudi market? To answer 

this question, I used the principles of Fairclough’s (2014) framework in the CDA of the 

images of the English Unlimited Special Edition series published by Cambridge University 

Press (see chapter 3, section 3.5.1.2). The results obtained from the CDA were presented in 

chapter 4. In what follows, I will first provide a summary of the key findings with respect to 

the research question, then I will discuss the findings in more details and relate to the 

international literature.  

The CDA from phase I showed that the English Unlimited series was biased in terms of 

gender representation. The series systematically privileged men as a social group, and 

disadvantaged, excluded, and disempowered women as a social group. On one hand, the 

series overrepresented male characters in 75% of the images, and explicitly detailed the life 

of male characters in various aspects of life, such as studying, working, relaxing, and playing 

sports (see section 4.3.1 and 4.3.2). On the other hand, the series represented female 

characters as motionless, silent, and excluded from work settings (see sections 4.3.3,4.3.2.1 

4.3.3, and 4.4.1). Such a representation of female characters objectified women promoted 

the ideology that men are superior to women.  
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In chapter 2 section (2.2.2.1), I discussed that beliefs about masculinities and femininities 

are socially constructed depending on different contexts, cultures and eras (Norton & 

Pavlenko, 2004). Consequently, powerful discourses of masculinity and femininity construct 

roles, behaviours, activities, and attributes that a given society considers appropriate for men 

and women (Butler, 2011; Sunderland, 2004). Following this, I stated that textbooks are 

political documents which are governed by the macro context in which they are developed 

(see section 2.2.2.1). In consequence, EFL textbooks are not ideologically neutral practices; 

they are located within complex webs of political and historical contexts and sociolinguistic 

practices (Gray, 2013; Mohamed, 2014; Rahimi & Riasati, 2011; vanDijk, 2001). Hence, the 

contents of the English Unlimited series were specifically appropriated for the Saudi context 

(see chapter 3, section 3.5.1.1). Given this, the following section discusses how the gender 

representation in the series was appropriated to suit the Saudi context. 

6.2.1 Gender appropriacy 

The relationship between discourse and the society is dialectical, in which discourse 

constitutes, and is constituted by, social situations, institutions and structures (Fairclough, 

2014). In chapter 1, section 1.5.1, I explained that the discourse of modesty is highly 

promoted in national institutions and policies in SA. As clarified earlier, modesty in Islam 

includes a behavioural aspect for both men and women (Siraj, 2011). The behavioural aspect 

mandates that men should lower their gaze in the presence of a woman, while women should 

cover certain parts of their body, and mind the tone of their voice in the presence of men 

(Akou, 2010; Quamar, 2016). Following the belief in modesty, discourses of gender 

segregation and modest clothing are highly promoted through Saudi public policies at 

schools, colleges, universities, offices, banks, and hospitals (Al-Rashed, 2013; Al-Sudairy, 

2017; Le Renard, 2008; Meijer, 2010; Quamar, 2016; Yamani, 1996). Regarding the 

educational sector, for example, universities and schools are segregated where men and 

women have separate campuses and departments (see section 1.5.4). Given this, I explained 

in chapter 2, section 2.2.2.1 that textbooks are cultural artefact which contribute in shaping 

and transmitting ideologies (Gray, 2013; Mohamed, 2014; Rahimi & Riasati, 2011; vanDijk, 

2001). In other words, they are ideologies embedded in curriculum. At the same time, 

textbooks are commodities which are designed and produced for commercial reasons (Gray, 

2013). In addition to the pedagogical goal, the need to maximise the ELT textbooks’ sales, 

satisfy shareholders, and achieve corporate goals may have direct impact on the design of 

ELT textbooks (Gray, 2013).    
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Following the above line of argument, the data showed in chapter 3, section 3.5.1.1 that the 

series has been modified from the international version to suit the Saudi Arabian market. 

Sunderland (2000a) adds that representation of gender in textbooks is often done with a level 

of intentionality. This means that textbook authors have a pool of possible choices when 

selecting what to include or exclude in the representation. In an attempt to respond to the 

discourses of modesty at the Saudi market, the images of women in the series have been 

adapted for reasons of appropriacy. Therefore, unlike the English Unlimited international 

version, female characters in the English Unlimited special edition series were dressed in 

Hijab and segregated from male characters (see Chapter 3, section 3.5.1.1 for a contrast 

between international and special edition). Following the Islamic dress code, female 

characters wore loose full-sleeved dresses that covered their bodies from head to toes except 

the face. Their hair and neck were covered with either Hijab or a hat. The modest fashion 

style of female characters implies that the series attempted to avoid any provocation in the 

single images of female characters. However, the sheer number of images depicting female 

characters posing and smiling to the readers objectified women in which the appearance of 

the female body is emphasized (see Image 4.2). As discussed earlier in chapter 4 section 

(4.3.2.1), the series introduced female characters as silent and motionless. They were also 

posing and smiling to the reader even in work settings in the series. They wore colourful 

dresses at work setting. For example, Sampaguita Villanuva wore a pink uniform when she 

drove her taxi (see Image 4.5); while Dr. Nina and Bev wore red head scarfs at the hospital 

(see Image 4.11). Hence, female characters’ posture and way of dress were unrealistic, have 

little relevance to the context of the image, and closer to a magazine photo. Such a 

representation highlights the body and ignores the human quality in the female characters. 

In other words, women in the textbook were skinny, beautiful, and smiling, instead of 

intelligent, smart human beings. In contrast, the human side were emphasized in male 

characters. Male characters wore neutral colours at work; they were multitasking and 

absorbed in preforming their work.  Their facial expressions were stern, and their eyes were 

fixed on the work (see Image 4.10). Such a representation highlights the human values, e.g. 

dedication, in male characters. The contrast between male and female body language 

suggests that female characters were appreciated for their body appearance rather than their 

human characteristics (see section 4.4.1). This means that that women’s bodies are shown as 

objects, rather than as a person in the series. Thus, I would argue that the series dehumanized 

the female characters, and turned them into objects of visual pleasure. As stated in the 

literature review chapter, researchers such as; Bernard et al. (2012) and Gervais et al. (2012; 

2012) defined objectification as reducing a person to a body and treating her/him as an 
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object. Fasoli et al. (2018) and Bernard and Wollast (2019) argue that posture suggestiveness 

causes people to see women as objects, and to cognitively appraise them in a manner similar 

to the way ordinary objects are appraised. Considering Gray’s (2013) view of 

commercialized textbooks, the English Unlimited the series included woman as an attention 

getting stratagem when her presence adds little but decoration to the product being sold. In 

fact, an image with attractive female can certainly create a positive feeling for both male and 

female audience. Such images are appealing to women who look up to them, and also to men 

who admire them (Ward, 2016). Many studies (e.g. Daniels & Wartena, 2011; Gurung & 

Chrouser, 2007; Heflick & Goldenberg, 2009; Holland & Haslam, 2013) reported that   

images with attractive women do not only sell products, but also sell a specific idea of the 

value and role of women as subordinate and submissive objects for the use of men. 

Interestingly, the female objectification in images has not been reported in the literature of 

gender representation in EFL textbooks. However, female objectification in images has been 

reported in gender and media studies since the 1970s (Ward, 2016). Research has shown that 

the objectification of women in mass media has created a stereotype of women as less 

competent and intelligent, less agentic, less moral, less human, and lacking mind (Daniels & 

Wartena, 2011; Gurung & Chrouser, 2007; Heflick & Goldenberg, 2009; Holland & Haslam, 

2013). 

Moreover, the publishers also tried to adapt the series to fit the Saudi market by segregating 

male and female images (see 3.5.1.1). The findings in Chapter 4 displayed that the series 

only presented a small number of 21 mixed-gender images in family contexts (section 4.3.1). 

The rest of the images (a number of 314) were single images of male or female only images. 

The mixed-gender images in the special edition series could be an attempt to respond to the 

segregation policy in SA (discussed in chapter 1 section 1.5.1). As was discussed in chapter 

1, public sectors, such as schools, banks, and companies, are segregated in SA. As a result, 

the segregation policy in reality limited the mixed-gender images in the special edition series 

to family gatherings and outings. Despite the publishers’ attempt to customize the series to 

the Saudi context, the segregation of male and female characters in the images created a 

gender binary in the series. The gender binary gave the impression that men and women 

have separate, and sometimes opposite, worlds. Moreover, in the segregated images, the 

gender binary was strengthened in the exclusive settings offered to men and women. Men 

were represented in various jobs (4.3.2.1) and playing different kinds of sports, while women 

were excluded from these settings. Conversely, women were mostly represented shopping 

(4.3.2.3), and men were excluded from this setting. Such a gender exclusion gives the 
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impression that work and sports are men’s world, and shopping centres are women’s world. 

The gender binary resulted the construction of opposite stereotypical masculine and feminine 

traits in the series. For example, men are hard-working, so women must be indolent. This 

perspective shapes gender roles which dictates that men must act masculine and women must 

act feminine. The problem, though, is that femininity and masculinity do not describe most 

people as they actually are. More discussion of the gender stereotypical roles will be further 

explored in the next section (6.2.2). 

Hence, I discussed in the above paragraphs that the English Unlimited series have been 

customized by the publishers in order to suit the Saudi Arabian market. Women, in the series, 

were segregated from men, and dressed in hijab following the discourses of modesty and 

segregation policy in SA. In spite of that, the adapted series resulted a gender binary between 

men and women. Such a binary implied that men and women are different kinds of people, 

if not opposite. Also, the female characters were objectified even though they wore Hijab. 

Gray (2013) argues that ELT publishers provide textbooks writers with guidelines of certain 

contents to avoid. Indeed, the publishers’ guidelines are different from one context to 

another, but the list of proscribed topics includes: sex, narcotics, politics, alcohol, religion, 

and pork, as a rule of thumb (Gray, 2013). The publisher’s guidelines are out of the scope of 

this research, however, contrasting the international edition of the English Unlimited to the 

special edition (see chapter 3, section 3.5.1.1), it is clear that the publishers were instructed 

to segregate the two genders and dress female characters in Hijab. Also, the literature of 

studies conducted in SA supports this assumption. In fact, the segregation between the two 

genders and the female fashion style in EFL textbooks was only reported from studies 

conducted in SA. For example, Sulaimani and Elyas (2018) explored images of the New 

Headway Plus series specifically designed for SA, and published by Oxford University 

Press. Similar to the results of this study, the results revealed that female character were fully 

covered from head to toes. They wore modest clothing covering their hair with either Hijab 

or hats. Also, the data showed that mixed-gender images were limited to family contexts. 

The series only introduced 21 mixed-gender images, while the number of single images was 

426. The gender segregation was not limited to images of EFL textbooks in SA, Sulaimani 

(2017) highlighted that mixed-gender conversations were also low. The researcher 

investigated listening conversations in the beginner textbook of an EFL series specifically 

designed for SA, and published by Cambridge University Press. The analysis showed that 

mixed-gender conversations comprised 36.76% of the textbook. More than that, the 

relationship between the two genders in the mixed- gender conversations were strictly in 
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terms of secretary and client, interviewer and interviewee, waiter and customer, and 

passenger and assistant.  

6.2.2 Gender inclusivity 

In addition to appropriating the women representation according to the discourse of modesty 

in SA, the series avoided depicting women in stereotypical household-related roles. Such an 

avoidance could be a response to the current standard of gender inclusivity in EFL textbooks. 

As explained in chapter 2, section 2.2.2.2, many government bodies in various countries 

around the world started giving attention to gender equality in education. Such an attention 

was in response to the UNESCO global movement Education for All in 2000 (UNESCO, 

2015). Consequently, many government boards and international organizations started to 

pay attention to the gender representation in textbooks as part of the process towards gender 

equality in education (Blumberg, 2015). Such a movement had a direct impact on the EFL 

course books design. For instance, some studies reported (e.g. M. Cook, 2015; Healy, 2009; 

J. F. K. Lee, 2014; J. F. K. Lee & Collins, 2008; Yang, 2011) improvement in the frequency 

of female visibility in EFL textbooks. Gray (2013) highlights that publishers in the UK are 

typified by regimes of inclusivity whereby women, in particular, require non-stereotypical 

representation. Following the inclusivity standard, the Cambridge University Press avoided 

representing women, in the English Unlimited series, in the three ‘Cs’ cooking, cleaning and 

child rearing. This contradicts previous results in the literature which reported the 

representation of women in a stereotypical way. For example, the findings of Ullah and 

Skelton (2013), Barton and Sakwa (2012), and Mkuchu (2004) conveyed that women were 

mainly represented indoors, doing household chores,  and dominating the kitchen. The 

English Unlimited avoidance of representing female characters doing household chores may 

suggest a level of awareness toward gender representation in EFL textbooks. However, the 

results of the CDA offer compelling evidence of gender stereotype in the series.   

 The data in chapter 4 showed that female characters were represented as financially 

dependent. The exclusion of women from work settings, their limited range of jobs (section 

4.3.2), lack of professional voice (section 4.4.2), and careless body language at work (section 

4.4.1) implied that work settings, regardless of the job type, are male specific. As a result, 

the series created the stereotypical gender role that male characters are the only ones 

working, and in consequence they are the breadwinners.   

To understand the stereotypical gender role of men as breadwinners, I refer to Chapter 4, 

sections (4.3.1 ) and (Error! Reference source not found.). Referring to section (4.3.2.2), 
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a significant number of images portrayed male characters in management and academic 

positions in all the textbooks of the series (see Image 4.3). In these images, male characters 

were represented in various professional situations; such as, working at their offices, 

working in labs, holding meetings, and travelling for work. Moreover, only male characters 

were introduced as professional athletes throughout the series (see Image 4.4). They were 

portrayed working in a wide range of sports; such as, as footballers, wrestlers, camel racers, 

and bikers. The monopoly of male characters over positions of authority normalised the 

hegemonic masculinity at work. It communicated the message that men are superior, 

preferable, and of greater value at work than women. In other words, the marginalization of 

women at work settings strengthened the role of men as breadwinners. The CDA in chapter 

4, section (4.3.2.2) displayed that only five images in the series depicted female characters 

working. In these five images, female characters were never presented in a managerial 

position. In fact, female characters were represented as leisurely people who do not take 

work seriously (section 4.4.1). For example, Nina and Bev, two female doctors, were 

discussing an episode of their favourite TV program rather than working (see Image 4.11). 

Their unprofessional attitude implied that work, for them, is a social activity rather than a 

source of income. Also, the representation of Saudi women reinforced the view that women 

are financially dependent in the series.  A total number of 19 images introduced Saudi 

characters socializing, shopping, relaxing, chatting with friends, or spending time with their 

families (see Image 4.8). These characters were never presented as professionals. Such a 

representation of unprofessional women in the series reflected a certain class of women with 

a wealthy lifestyle, where the man is the provider. Limiting the representation of female 

characters to a certain class constructed discourses of sexism and class. On one hand, the 

series introduced discourses of gender binary. It constructed gender as a fixed category in 

which femininity was associated with consumption, passivity, dependency, and luxury, 

while masculinity was related with power, independence, provision, and production. These 

gender stereotypes constructed discourses which sustain a patriarchal social order in the 

series. The stereotypes associated with femininity naturalize the subordinate position in 

which women are silenced, disempowered, and have no control over their lives. Many 

researchers (e.g. R. J. Cook & Cusack, 2010; Golombok & Fivush, 1994; Hall, 2012; 

Mustapha & Mills, 2015) assert that stereotypes reinforce differences between people, and 

represent these differences as natural. On the other hand, the series communicates a 

homogeneous view about women as a social category. The representation of women 

socializing in the series reflected only a class of wealthy women where the man is the 

breadwinner. This suggests that all women, as a social category, belong to a privileged class. 
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Crenshaw (2005)argues that a one size fits all approach to addressing discrimination against 

women is based on an incorrect assumption of sameness. Such a view treat all who belong 

to a particular social category as sharing equally the particular natural attributes of that 

category. Following Crenshaw (2005), the homogeny in the series marginalizes the 

experiences of women from different classes. For example,   the representation of the two 

hard working women in section (4.3.2.2), Sampaguita Villanuva and Ayda Al-Qurneh were 

considered as anomalous. Therefore, the series marginalized their successful experiences in 

the reading passages.  The series overshadowed Al-Qurneh by focusing on the loan 

company, while the passage about Villanuva tells the story of a customer who forgot her bag 

in Villanuva’s taxi.  

Hence, I argued at the beginning of this section that many publishers started to pay particular 

attention to introduce an inclusive representation of gender, whereby women, in particular, 

require non-stereotypical representation (Gray, 2013). However, the above discussion 

showed that women were stereotypically represented in the three ‘Ss’ smiling, shopping, and 

socialising, rather than the three ‘Cs’ cooking, cleaning and child rearing. This means that 

the female stereotypes were not obliterated from the series; they were merely exchanged. 

More importantly, producing a gender balanced EFL textbook does not mean mentioning 

female characters occasionally. The above paragraphs revealed that the series only 

mentioned female characters, but the female, experiences, and views were stereotypical and 

marginalized. The tokenistic representation of women implies that the publishers only 

included female characters in order to cross the inclusivity standard off their to-do list. In 

fact, many studies (e.g. Emilia et al., 2017; Khurshid et al., 2010; Mattu & Hussain, 2003; 

Mirza, 2004) reported that gender stereotypes still prevalent in EFL textbooks. 

Consequently, the gender role of men as breadwinners found in this study is consistent with 

the international literature on gender representation in EFL textbooks. For example, the 

results of Bag and Bayyurt (2015) and Ullah and Skelton (2013) showed that locally 

designed EFL textbooks depict male characters as breadwinners. Using content analysis, 

both studies investigated proper names, pronouns, images, and texts to investigate gender 

representation in textbooks. The results of Bag and Bayyurt (2015) showed that male 

characters were represented as leaders of the house and responsible for the expenses of the 

household in locally designed EFL textbooks in Turkey. Also, the authors gave examples of 

female financial dependency, for example, a woman asking her husband’s permission to buy 

a new coat. Ullah and Skelton (2013) also reported that locally designed EFL textbooks in 

Pakistan vividly demonstrate men owning the house, giving cash to children for their school 
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expense, and taking children out for their shopping. Also, the male hegemony in sports found 

in this study was highlighted in many studies exploring gender representation in EFL 

textbooks. For example, Ahmad and Shah (2011) and Ullah and Skelton (2013) assert that 

there is a typical pattern governing the activities ascribed to both genders in EFL textbooks 

in Pakistan. Also, the findings of Kuruvilla and Thasniya (2015) showed that sports and 

physical strength were mainly attributed to male characters in EFL textbooks in India. Male 

characters were depicted swimming, climbing trees, farming, and fishing. Conversely, 

female characters were mainly represented in stereotypical activities such as, plucking 

flowers and washing clothes. More importantly, the stereotypical masculine and feminine 

personality traits found in this study are hardly distinguishable from the literature on gender 

representation in EFL textbooks. Sulaimani and Elyas (2018) reported stereotypical traits of 

men and women in an EFL series specifically designed for Saudi Arabia, and published by 

Oxford University Press. Their results tie well with this study when showing that men were 

represented as busy professionals, while women were relaxing. The researchers highlighted 

an image of Elliot Maddox and his sister Lois Maddox. According to Sulaimani and Elyas 

(2018), the series introduced eight images of the millionaire businessman working. Unlike 

her brother, Lois was introduced in a reading passage entitled “Lois Maddox: The writer fills 

her day with work, walks, and friends” (Sulaimani & Elyas, 2018, p. 68). The results of 

Ahmad and Shah (2019) also revealed stereotypical masculine and feminine personality 

traits in textbooks in Pakistan. The study showed that all the positive personality traits were 

assigned to male characters. They were represented as hard workers, professionals, 

reformers, and saviours, whereas, females were shown to be restricted to household chores. 

Similarly, the findings of Yasin et al. (2012) showed that only male characters were 

represented as hard-working students in textbooks in Malaysia. The sample textbooks 

introduced many images of mixed-gender classrooms. In these images, female characters 

were depicted in marginal roles. Male characters, in contrast, were the ones who ask 

questions, and know the correct answers in the classroom discussions. They were depicted 

as assertive, intellectual, apt at decision-making, and taking leadership roles.    

Finally, the English Unlimited series failed to introduce an inclusive representation of 

women. Despite the current women’s empowerment discourse in Saudi Arabia, the series 

represented one type of discourse about women. I argued in chapter 2, section 2.2.2.1 that 

EFL textbook writers think, compose, and produce contents through culture-specific lenses 

that reflect the writers’ mental representations about the world. The above paragraphs 

showed that Saudi women, in particular, were discriminated based on class and gender in 
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the series. They were depicted living a luxurious lifestyle as if wives of wealthy Sheikhs. In 

addition to that, they were anonymous, mute, financially dependent, and disempowered. 

Consequently, the experiences of the majority of Saudi women were concealed. Such a 

representation does not reflect the current diverse and autonomous reality of Saudi women. 

The absence of working female characters in the series does not reflect the current reality of 

female employment in Saudi Arabia. As discussed in chapter 1, section (1.5), Saudi women 

have been in the education workforce since the 1960s. More importantly, they have been 

expanding their participation into a wider career range, including professions such as 

doctors, nurses, businesswomen, lawyers, civil servants, immigration officers, managers, 

and teachers. In my opinion, the series represented a radical patriarchal discourse which is 

fairly different from the reality of SA. Such a discourse reflects a limited knowledge and 

stereotypical ideas from the publishers’ side about SA. Considering the current status of 

women in SA, it is clear that the kind of information and knowledge which the CUP 

publishers based the representation upon were derived from an imaginative reality. Lacey 

(2009) argues that all representations are the result of powerful discourses produced at a 

particular time and place, and determined by the dominant ideology. Thus, what appeared to 

be realistic in the past is now likely to appear contrived (Lacey, 2009). Following Lacey’s 

(2009) implication, the biased representation of gender  in the series might have been 

accepted during the pre-2004 reform policy in Saudi Arabia; however, the biased 

representation failed to reflect the status of women in SA nowadays. Janks adds that (1997), 

“ in the time of change new discourses become available offering us new subject positions 

from which to speak and read the world” (Janks, 1997, p. 341). Thus, the publishers should 

have updated their knowledge about the women status in SA, and combine different 

discourses about women when attempting to localize the series. This means that the current 

Saudi women’s empowerment discourse should be represented in the series. Although the 

CUP publishers represented Saudi women based on their view and knowledge about SA, 

however, it is worth stressing the vital role of the textbook audience. The audience, i.e. 

students and teachers, have the agency to interpret, accept, or resist the gender representation 

based on their view of the world. This means that the patriarchal discourse may not be simply 

extracted from the series. In fact, “it is the audience’s interpretation that determines those 

beliefs [and] perception[s] as neutral or biased and, therefore, their ideological effect” 

(Fairclough, 1992, p. 198).  In spite of the absence of working female characters in the series, 

part of the audience of the English Unlimited are Saudi productive women, who are working 

as teachers at universities. Thus, it is critical to discuss how the EFL teachers in Saudi Arabia 

negotiated the gender representation in the series.     
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 EFL teachers’ professional identity  

This section discusses the main findings of the main research question: How do Saudi female 

EFL teachers negotiate their professional identity in relation to gender representation in EFL 

textbooks? Six Saudi female EFL teachers working at the ELI were recruited in this study. 

Data from the interviews were analysed using thematic analysis. The findings in chapter 5 

demonstrated the complexity of the participating teachers’ negotiation of their professional 

identities. In the literature review of this thesis, section 2.3.4, it was stated that teachers’ 

professional identity is a highly complicated concept in educational research. Teacher’s 

professional identity pertains to many dimensions of teachers’ biography, teacher’s 

cognition, teacher’s emotion, and the teaching context (Beijaard et al., 2000; Cross & Hong, 

2009; Schutz et al., 2007; Van Veen, 2003; Yazan, 2018). More importantly, these four 

dimensions are neither linear nor unidirectional; rather, they are inextricably related to each 

other through an ongoing, multidirectional, transactional process (see Figure 2.１). Based 

on this view, this section is an attempt to present such an approach by discussing how the 

four dimensions were interrelated in the teachers’ negotiation of the English Unlimited 

series. To start with, section (6.3.1) discusses the interplay between the participant teachers’ 

biographies, emotions, and teaching cognition. In this section, I argue that the teachers’ 

personal experiences with gender discrimination shaped their emotional reactions to the 

gendered images in the English Unlimited series, which formed their teaching values and 

cognition as a result. Consequently, teachers viewed themselves as motivators who aim to 

empower female students. Section (6.3.2), however, displays an inconsistency between the 

participant teachers’ teaching cognition and the teaching context. This inconsistency 

influenced the participant teachers’ emotions as well. The ELI’s institutional policy requires 

teachers to regard themselves as transmitters of English Unlimited series. As a result, 

participants experienced a dilemma while negotiating their teaching beliefs in motivating 

female students, and the gendered images of the series. Beauchamp and Thomas (2009) and 

Flores and Day (2006) advocate that negotiation is essential for the construction of a 

teacher’s professional identity. When teachers negotiate between different dimensions, they 

become active agents who are able to construct identities that feel comfortable and unique. 

Thus, the formation and (re)formation of teachers’ professional identity, entails a continuing 

mediation between the teachers’ inner self, i.e. their biographies, emotions, and cognition, 

and the outer contexts in which they work. Hence, discussing participants’ negotiation of the 

patriarchal discourses in the English Unlimited series in relation to the above dimensions 
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entails a multifaceted approach that helps capturing the interactive and adaptive aspects of 

teachers’ professional identity.  

6.3.1 Experiences with gender discrimination 

This section discusses the participant teachers’ inner self. It explains the interplay between 

the teachers’ biographies, emotions, and teaching cognition. Researchers (e.g. Barkhuizen, 

2017; Beijaard et al., 2004; Ortaçtepe, 2015) advocate that teachers’ biography cannot be 

detached from their professional identity. Teachers’ personal experiences contribute in 

shaping their cognition and how they envision themselves as teachers (Barkhuizen, 2017; 

Ortaçtepe, 2015; Yazan, 2018). In line with this rationalization, the findings in chapter 5 

showed that participant teachers negotiated the gendered images of the English Unlimited 

series in relation to their past experiences. To explain this point, it is vital to refer to the age 

range of the participants and the sociocultural context of SA. In chapter 1, section 1.5.1, I 

explained that SA started empowering the position of women in 2004. In consequence, the 

government reformed different laws, policies, and systems which used to hinder women 

form participating in the community. One of the major reforms was to gradually create more 

opportunities for women to actively participate in the workforce. The most recent 

employment reform policy was the permission for Saudi women to work in the legal and 

civil services sector in 2018. Following this permission, the government announced 

numerous positions for women to work as border officers, social researchers, administrative 

assistants, Islamic jurisprudence researchers, and legal researchers (Hvidt, 2018). 

Considering the participants’ age-range (early-30s to mid-40s years old), explained in 

chapter 3 section 3.5.2.1, it is clear that the participants have not enjoyed the privileges of 

employment Saudi women possess these days. Beijaard et al. (2004) assert that teachers’ 

biography shapes how they internalize, understand, negotiate, and re-negotiate their 

surroundings. Accordingly, living during the time of pre and post-2004 women 

empowerment laws shaped the participant teachers’ emotional reactions to the gendered 

images in the series. The data in chapter 5, section 5.4 revealed that the participants 

experienced vulnerability toward the gendered images of the series. In line with the previous 

argument in section 6.2.2, participant teachers argued that the gendered images reflect the 

patriarchal discourses of pre-2004 women empowerment policy reforms. For example, Sulaf 

expressed her familiarity with the discourses of discrimination against women in the series. 

Her statement “I am 34 now, and I am familiar with these kinds of images. I am not talking 

about the new Saudi Arabia, I am talking about the 1990s. Men were everything, the man 

was fully respected. I know this kind of mentality” (Sulaf, 275–80) indicates that the 
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gendered images in the series triggered memories from her past experiences as a woman 

who lived during the time of pre-empowerment policy in SA. Although Sulaf did not share 

any personal experiences she faced, it is clear that her biography shaped the way she viewed 

the gendered images in the series. In fact, the data in section 5.4 revealed that both Dula and 

Sulaf’s interpretations of the images reflect feelings of inferiority on a sociocultural and 

institutional level.  They described that the series represent women as “worthless” and “not 

equal”. Therefore, the gendered images felt personal to them.  

The participants’ biographies did not only shape their perceptions about the gendered images 

in the series. Their biographies also provided signposts for meaningful encounters that 

contributed in shaping their teaching values. Their personal experiences with gender 

discrimination in employment appeared to provide anchor points within the negotiation 

between their past events and current experiences as female teachers. This means that 

teachers’ biographies shaped their teaching beliefs and values. In line with the recent female 

employment reforms, teachers believed that the series demotivates their students from 

realizing the opportunities around them. They believed that their students have plenty of 

professional opportunities which were not available for teachers in the past. Thus, the data 

in section 5.5 revealed that teachers wanted to motivate their students to seize these 

opportunities. For example, Hanan explained that she brought books of female novelists to 

motivate secondary school students to become writers. Also, Dula explained that she would 

use gendered balanced images of the adapted page to encourage students to seek professional 

opportunities and leadership positions. Such statements confirm that teachers possess a level 

of agency to negotiate their negative experiences of discrimination, resist the patriarchal 

discourses in the series, and play the role of a motivator. In fact, negotiation is understood 

as the exertion of agency (Lyhty& Moate, 2016). As defined in section2.3.4, agency is the 

capacity to influence, make choices, and take stances in ways that affect the teacher’s work 

(Sannino, 2010). In consequence, the negotiation between participant teachers’ past events 

and present provided opportunities for reconciliation and self-understanding which lead to 

individual choices and actions shaping the teachers’ works.  Numerous studies (e.g. Flores 

& Day, 2006; Malderez et al., 2007; Pillen et al., 2013; Samuel & Stephens, 2000; Schutz et 

al., 2007; Zembylas, 2003a) confirmed that teachers’ personal experiences contributed in 

shaping their cognition and current teaching practices (Barkhuizen, 2017; Ortaçtepe, 2015; 

Yazan, 2018). The studies showed that teachers who faced negative experiences, in the past, 

tend to offer their students better options. For example, both Malderez et al. (2007) and 

Samuel and Stephens (2000) reported that teachers who experienced negative events as 
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learners interpreted their negative schooling incidents as a manifesto for seeking alternative 

forms of teaching. Such an act of agency explains that teaching is an emotionally driven job 

which requires teachers to position themselves in relation to their students’ needs and make 

necessary adjustment in their practices (Al Zadjali, 2017; James-Wilson, 2001; Zembylas, 

2003b, 2003b). Following this line of research, the results of this study displayed that 

drawing on their own experiences with gender discrimination, participant teachers took the 

decision to make empowering female students as part of their teaching beliefs. However, the 

next section shows that following their teaching cognition is not an easy path. Participant 

teachers faced many challenges which required them to re-negotiate their teaching cognition 

accordingly.            

6.3.2 Institutional constraints  

The above section demonstrated how teachers negotiated between their biographies, 

teaching values, and perceptions about the gender representation in the series. The section 

argued that teachers’ biography contributes in shaping teachers’ cognition about 

empowering female students. In spite of that, the formation and (re)formation of teachers’ 

professional identity, entails a continuing mediation between the teachers’ inner self, i.e. 

their biographies, emotions, and cognition, and the outer contexts in which they work. This 

means that teachers always find themselves under the influence of context when making 

interpretations and decisions about their teaching (Yazan, 2018). Therefore, teachers’ 

professional identity is context-bound; their professional identity is shaped and reshaped as 

teachers internalize the resources and discourses in their contexts, interact with their 

colleagues and students, negotiate the educational system, and externalize themselves to 

others (Cross & Hong, 2009; Day et al., 2005; Lasky, 2005; van den Berg, 2002). In other 

words, teachers’ professional identity and their actions can never be properly understood 

without taking into account the specific context. Following this view, the next sections 

6.3.2.1and 6.3.2.2 highlight how participants mediated between their biography, emotions, 

and teaching cognition, along with the ELI teaching context, to construct professional 

identities that feel comfortable and unique. Such a mediation between the four dimensions 

reflects the flexibility of teachers’ professional identity.   

6.3.2.1 Paradoxical emotions 

Emotions are often linked with the process of professional identity construction. Fried et al. 

(2015) state that emotions do not only provide information about oneself, but emotions 
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provide information about the broader institutional, social, cultural and political context.  

Regarding participant teachers’ emotions, the ELI context destabilized the participant 

teachers’ emotions. As a result, participants experienced a struggle between how they should 

feel as teachers and how they really feel as women. In order to explain the struggle, I need 

to first refer to the above section 6.3.1. The above section revealed that teachers’ personal 

experiences with gender discrimination have shaped the way teachers perceived the 

gendered images in the series. Teachers implied that the images reminded them of the 

women position pre-2004 reform policy. Such an era made the gendered images in the series 

feel immanent and personal to participant teachers.  Consequently, participant teachers’ 

emotional reactions to the images reflected feelings of inferiority. In addition to the 

sociocultural context, gender discrimination has been institutionalized in the education 

sector in SA. I explained in chapter 1, section 1.5.4  that the highest position a woman can 

reach at King Abdul Aziz University is the position of a vice dean. This means that women 

are excluded from decision making positions at KAU. Such a normalised discrimination 

strengthened the participant teachers’ feelings of inferiority. The data in section 5.4 revealed 

that the distribution of power at the ELI undermined the teachers’ professional identity. All 

of the participants had a clear understanding that it was their gender that side-lined them 

from having any active role in the decision-making bodies and curriculum committees at the 

ELI (see section 5.4). Therefore, the ELI curriculum is tailored by male academics and is 

simply imposed on the female classrooms. As a result, female teachers neither confronted 

nor challenged the decision-makers at the ELI. The marginalization of female academics 

added to the complexity of the participant teachers’ professional identity. Teachers felt 

powerless, controlled, and subordinate to male academics. Thus, when students questioned 

Dula about the biased gender representation in the series, she did not hesitate to point at the 

obvious that “male students are studying the books so they [male policy makers] control it. 

So we just will do whatever they give us to do.” (See section 5.5).  

In fact, female subordination has been reported in the literature of female professional 

identity. The studies of Nagatomo (2012c), Nagatomo (2012a), Simon-Maeda (2004), and 

Khoddami (2011) showed that gender played a profound role in the way female teachers 

were treated at the university, and how the gender exclusion influenced the formation of 

their professional identity. The female teachers in the studies reported disempowering 

experiences, such as exclusion from decision-making positions at the university despite the 

fact that the participants in the studies were all qualified academic professionals (Khoddami, 

2011; Nagatomo, 2012a; Simon-Maeda, 2004). The results showed that female academics 
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felt academically unconfident, inadequate, and marginalized from academia. However, these 

studies (Khoddami, 2011; Nagatomo, 2012a; Simon-Maeda, 2004) did not highlight how 

female teachers negotiated their negative feelings.  

Considering teachers’ emotional negotiation, Zembylas (2002) argues that teachers are 

taught to value and express certain positive emotions and dismiss negative emotions. Such 

an act is referred to as “emotional rules” which requires teachers to manage and regulate 

their emotions, roles, and identity according to the institutional norms (Zembylas, 2002, p. 

196). This implies that teachers’ “mastery of right emotions signifies professionalism and 

professional identity” (Zembylas, 2002, p. 201). The findings of this study revealed that the 

influence of the professional discourses about teaching played a key role in shaping 

participant teachers’ understanding of teaching and its related emotional experiences. All of 

the participants were careful about their emotional expressions. Where there were negative 

feelings, teachers chose to control them or express them in a minimalist manner. To elaborate 

on this, I stated earlier that the participant teachers were vulnerable toward the gendered 

images in the series. The teachers’ responses to the gendered images reflected feelings of 

inferiority. Despite that, the data in section 5.4 revealed that participant teachers controlled 

their vulnerability.  Teachers tried to control their negative emotions towards the gendered 

images by resisting to openly express them. This emotional control enforced teachers to 

provide conflicting responses about gendered images in the series. On the surface, teachers 

portrayed themselves as invulnerable professionals by emphasizing their concerns about the 

effect of gendered images on students. Their unuttered feelings, however, revealed that their 

frustration with the gendered images stemmed from their feelings of inferiority on a 

sociocultural and institutional level. These conflicting feelings the teachers were 

experiencing reflects a struggle between their true emotions and their view of how a 

professional teacher should feel. In other words, despite the strong connections between 

teachers’ emotions and stable sense of professional identity, it is clear that participant 

teachers’ emotions were mediated by teachers’ own perceptions of how they should work. 

Many researchers (e.g. Day et al., 2005; Flores & Day, 2006; Kelchtermans, 2005; 

O’Connor, 2008; Zembylas, 2003a, 2005) argue that the ability to regulate emotions in order 

to neutralize potentially negative or emotionally harmful situations is a central part to all 

teachers work. Therefore, the scrutiny of emotions can contribute to the increased and 

nuanced understanding of the teachers’ professional identity (Zembylas, 2005). The next 

section expands on how participant teachers’ emotions contributed in shaping their 

classroom practices.  
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6.3.2.2 Teachers’ professional identity negotiation 

The ELI institutional policy further added to the complexity of teachers’ professional 

identity negotiation between the four dimensions of context, emotions, biography, and 

cognition. The ELI policy mandated the role of a textbook transmitter to all teachers. Such 

a policy reflects a one-type fits all professional identity, which negates the personal and 

individual nature of teachers’ professional identity. As a result, the findings in section 5.5 

revealed that participant teachers faced a mismatch between their beliefs in empowering 

female students, the gender representation in the English Unlimited series, and the role of 

textbook transmitters. Hence, they experienced a discrepancy between their teaching 

cognition and the institutional policy. More importantly, teachers’ emotions are rooted in 

their cognitions. This means that teachers’ feeling cannot be separated from their 

perceptions, values, and moral judgement. Therefore, scholars (e.g. Cross & Hong, 2009; 

C.-K. J. Lee & Yin, 2010; Van Veen, 2003; Van Veen & Sleegers, 2009) highlight that when 

there is a mismatch between the teachers’ cognition and institutional requirements, teachers 

experience unpleasant emotions, such as stress and frustration. These emotions subsequently 

impact the teaching practices. Following this line of research, the findings of this study 

showed that the discrepancy between participant teachers’ cognition and ELI instructional 

policy resulted tension in the participant teachers’ professional identity. Participant teachers 

faced a struggle between their teaching cognition versus their teaching duties as teachers at 

the ELI. On one hand, teachers believed in motivating female students by using gender-

balanced textbooks. On the other hand, teachers felt intimidated and controlled by the ELI 

administration and the pacing guide (see section 5.5). In consequence, participant teachers 

showed feelings of powerlessness, demotivation in teaching, and conflicting professional 

identity. For example, Hanan’s comment “I feel like we are robots, and we are programmed 

to do something in the ELI.” indicates that the ELI constrained the participant teachers’ 

agency, which negatively affected their feelings and professional identity as a result (section 

5.5). Thus, the ascendancy of ELI policy trickled down to the classroom and impeded almost 

all of teachers from exercising their agency in teaching according to their teaching beliefs. 

This is apparent in how all of the participants, except Sulaf, adhered to the ELI instructional 

role of textbook transmitter despite their beliefs in motivating female students. Therefore, 

participants focused only on the language part when dealing with gendered images. They 

viewed themselves as language teachers; so they considered the images in the textbooks as 

a teaching aid, and avoided discussing the gendered images in the classroom (see section 

5.5). 
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Notwithstanding, it is of paramount importance to stress that the participants’ portrayal of 

themselves as language teachers does not necessarily indicate the absence of professional 

agency, or change in their teaching beliefs. In fact, the teachers’ decision of adhering to the 

ELI instructional role of textbook transmitter confirms their agency and flexibility aspect of 

their professional identity. As illustrated in the literature review section 2.3.4, teachers’ 

professional identity is context-bound; therefore, teachers always find themselves under the 

influence of institutional context when making decisions about their teaching (Barkhuizen, 

2017; Beijaard et al., 2004; Danielewicz, 2001; Flores & Day, 2006; Schutz et al., 2007; 

Stronach et al., 2002; Varghese et al., 2005; Zembylas, 2003a). In other words, teachers 

negotiate their teaching beliefs and values along with the institutional policy, and exert their 

energy into what they see as important. This confirms that teachers’ professional identity 

cannot be separated from agentic actions (Flores & Day, 2006). In my opinion, the 

participant teachers of this study were compelled to take into account the ELI instructional 

policy when deciding how to deal with the gendered images in the classroom. As explained 

previously (section 1.5.4.2), the ELI curriculum depends solely on the textbook; Mid-term 

and final exams are unified and textbook-based. This means that it is key for students to be 

familiar of the contents of the series. Consequently, teachers decided that it is more important 

to focus on the language aspect of the series than discussing gendered images.  

The participant teachers’ decision of focusing on linguistic information gives more depth 

and understanding to EFL teachers’ classroom phenomenon. The literature review section 

(2.2.5), highlighted many studies (e.g. Barton & Sakwa, 2012, p. 20102; Kızılaslan, 2010; 

Pakuła et al., 2015; Pawelczyk & Pakuła, 2015) reporting that EFL teachers believe that their 

teaching role is mainly to transmit linguistic information. therefore, EFL teachers consider 

the discussion of the gender portrayals in EFL textbooks unnecessary, and that they should 

be avoided in classrooms (Barton & Sakwa, 2012, p. 20; Kızılaslan, 2010; Pakuła et al., 

2015; Pawelczyk & Pakuła, 2015). Following Sunderland’s (2000b) theoretical and 

methodological approach of teachers’ talk around the text, Pakuła et al. (2015) and 

Pawelczyk and Pakuła (2015) observed how EFL teachers consumed gendered texts inside 

the classroom. The researchers found that teachers were aware of the biased representation 

of women and men in EFL textbooks. However, teachers hardly discussed the stereotypical 

gender portrayals during EFL classroom interactions. When interviewed, the teachers 

reported that discussing gender stereotypes in the classroom might distract students’ 

attention, because the main aim in EFL classrooms was grammatical accuracy (Pakuła et al., 

2015; Pawelczyk & Pakuła, 2015). The results of Barton and Sakwa (2012) also revealed 
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that EFL teachers viewed their teaching roles as linguistic information transmitters. Also, 

teachers believed that EFL textbooks are a means of teaching language and grammar. As a 

result, teachers reported that the way males and females are presented in textbooks is not 

important because the focus of EFL classrooms is not gender but language learning. More 

than that, the results of Kızılaslan (2010) revealed that EFL teachers avoided classroom 

discussions on the portrayal of males and females in textbooks because they were afraid that 

discussing gender representation in textbooks would generate controversial topics in their 

classrooms. In summary, the previous studies highlighted that the EFL teachers continue to 

teach gendered contents in spite of their awareness of the patriarchal ideologies in the 

textbooks. Such a teaching decision boils down to the EFL teachers’ belief that their role is 

limited to teaching language. However, the findings of this study revealed that the teachers’ 

adherence to the gendered textbooks stem from a more complicated stance. This study 

reflected that teachers’ classroom decisions cannot be viewed as black or white, several 

dimensions; such as, teaching context, their academic position, and care for students’ exams 

contributed in shaping the participant teachers’ classroom decisions. In fact, participant 

teachers did not promote the patriarchal discourses in the series at their classroom. They 

focused on the language aspect and purposefully did not highlight the patriarchy in the 

gendered images of the series. Such an avoidance of discussing gendered images in the 

classroom could be interpreted as an act of mediation between the teaching context and their 

cognition about patriarchal discourses in the series. This means that the teachers mediated 

between several dimensions of their professional identity when dealing with gendered 

images. Participants’ reported classroom practices were a mediation between the dimensions 

of context, emotions, and cognition.   

As a matter of fact, numerous studies in the literature of teachers’ professional identity 

exhibited that teachers’ classroom decisions are mediated by institutional contexts. For 

example, the studies of Clandinin and Connelly  (1999), Duff and Uchida (1997), Risager 

(1991), and Goh et al. (2005) found that the institutional expectations prescribed in the 

curriculum influenced teachers’ pedagogy and classroom practice. The findings also 

highlighted that the curriculum expectations of the teacher’s role caused dilemmas between 

the EFL teachers’ cognition and the curriculum they taught. In addition, the discrepancy 

between the participant teachers’ cognition and institutional policy, in this study, coheres 

with the results of Xu (2013) and Lee and Yin (2010) . Xu (2013) examined the 

transformation of four EFL teachers’ professional identities. Similar to this study, the 

findings suggested that teachers mediated between their cognition of how teaching should 
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be and the teaching context. For example, the study reported a teacher who believed in 

helping students consolidate what they had learned. However, the teacher was not able to 

fulfil her ideal teaching role due to institutionally assigned teaching tasks placed upon her 

(H. Xu, 2013). The study of Xu (2013) concluded that teachers’ professional identities 

transformed into rule-based practiced identities. This transformation was a result of the 

teachers’ mediation between their cognition and the influences of the institutional context. 

Also, Lee and Yin (2010) displayed teachers’ negotiation of the discrepancy between their 

teaching cognition and institutional policy. Similar to the findings of this study, Lee and Yin 

(2010) reported that teachers did not challenge or confront the institutional policy publicly; 

instead, teachers adjusted their own teaching beliefs according to the institutional policy. 

According to Lee and Yin (2010), the teachers’ modification of their own teaching cognition 

is an emotional strategy to cope with the conflict between their teaching cognition, negative 

emotions, and the institutional policy.     

Moreover,  Day et al. (2006) suggest that institutional policy impacts teachers’ professional 

identity and enforce teachers to make classroom decisions that are both rational and 

emotional. By that, the ways and extents institutional policies are accepted, resisted, and 

adapted will be influenced by teachers’ emotional as well as cognitive selves. The previous 

paragraphs argued that participant teachers experienced negative emotions as the result of 

the mismatch between their teaching cognition and the ELI instructional policy. The rigid 

ELI instructional role of textbook transmitting affected participants’ sense of motivation and 

autonomy; consequently, teachers felt powerless. However, teachers’ emotions are complex 

(C.-K. J. Lee & Yin, 2010; Zembylas, 2003a). The effects of emotions on teachers’ 

professional identity is unpredictable and differ from one teacher to another. This means that 

teachers cope with negative emotions in different manners. The findings in section 5.5 

showed that Sulaf reacted in a different way to the discrepancy between her cognition and 

ELI policy. To understand Sulaf’s reaction, I need to refer to the previous sections 6.3.1 and 

6.3.2.1. In these sections, I displayed that Sulaf experienced negative emotions when 

negotiating the patriarchal discourses of the English Unlimited series in relation to her 

professional identity. She was vulnerable to the images because these images reminded her 

of experiences of gender discrimination during the time of the pre-2004 women 

empowerment laws. Hence, her vulnerability reflected feelings of inferiority on sociocultural 

level. These feelings along with the current changing position of women in SA encouraged 

Sulaf to view herself as teacher who empowers female students. Similar to her colleagues, 

Sulaf indeed faced a discrepancy between her teaching cognition and the ELI instructional 
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role of textbook transmitter; however, Sulaf resisted the ELI prescribed teaching role, and 

argued for herself in ways which are congruent with her teaching beliefs. In consequence, 

she decided to personalize the gendered images in the series by creating a room for female 

students to speak for themselves, highlight women experiences, and connect to contents in 

the series (see section 5.5). This shows that teachers continue to teach within the institutional 

constraints, but their adherence does not indicate the absence of professional agency. 

Teachers’ agency is still exercised when teachers find room to manoeuvre within 

institutional constraints (Day et al., 2006). Also, Sulaf’s reported classroom decision 

confirms that negative emotions may induce positive effects. More importantly, negative 

emotions is dual in its effects. Negative emotions signify a great amount of emotional labour; 

but may also provide a gateway for transformation once teachers gain a better understanding 

of the situation and negotiate possible alternatives (Day et al., 2006). This means that the 

effects of negative emotions on teachers are neither good nor bad; rather teachers’ negative 

experiences and emotions are nuanced.  Accordingly, acknowledging the complexity of 

teachers’ emotions offers a better understanding of the complex nature of teachers’ 

professional identity, especially when teachers are in a situation full of sociocultural and 

institutional intricacies. In this regard, teachers’ emotions are sites for transformation or 

resistance, and play a vital role in their agency and professional identity (C.-K. J. Lee & Yin, 

2010).  

As highlighted in the literature review (section 2.3.3), almost no study has been found that 

investigates how EFL teachers negotiate the gender representation in EFL textbooks in in 

relation to their professional identity. Yet, the results of this study reported that the gender 

representation in the English Unlimited series influenced the teachers’ emotions which 

shaped their classroom practices and professional identity as a result. Many studies (e.g. Al 

Zadjali, 2017; Day et al., 2005; Gao & Liu, 2013; Malikow, n.d.; McBer, 2000; O’Connor, 

2008) demonstrated that teachers’ professional identity is based on the teachers’ emotions 

(see section 2.3.5.3). In fact, teachers’ care is a key to the teachers’ sense of professional 

identity (Day et al., 2005; Flores & Day, 2006; O’Connor, 2008). The results of both Flores 

and Day (2006) and O’Connor (2008) cohere with Sulaf’s care for her students and resistance 

to institutional policy. The studies highlighted caring as an essential part of the teachers’ 

professional identity. The interview data from both studies showed that caring for students 

was an integral part of the teachers’ depictions of their role. For instance, participant teachers 

in Flores and Day (2006) stated that the teachers’ role should not be limited to transmitting 

language; teachers are also expected to look after students. Teachers “have to pay attention 
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to the students’ background, and try to understand their behaviour” (Flores & Day, 2006, p. 

225). O’Connor (2008) also reported an example of a teacher who believed in the importance 

of caring for students. Such an emotional care led the teacher to resist the institutional policy 

and spend more time developing relationships with students. The teacher also stated that her 

care enabled her to motivate students to participate in class. More than that, participant 

teachers in both studies (Flores & Day, 2006; O’Connor, 2008) reported that caring acted as 

a motivation factor for them to continue their teaching practice.  

In summary, the findings revealed that participant teachers’ negotiated between several 

dimensions of their professional identity when dealing with gendered images of the series. 

On one hand, participants’ negotiation between their biography, emotions, and teaching 

cognition was interrelated and complex. On the other hand, participants’ teaching cognition 

and institutional context were not in harmony. Researchers who study teachers’ professional 

identity (e.g. Beauchamp & Thomas, 2009; Beijaard et al., 2004; Cooper & Olson, 1996; 

Flores & Day, 2006; Hong, 2010) seem to agree that the conflict between dimensions of 

teachers’ professional identity must not be understood only as a cite creating negative 

conflicts and emotions in teachers’ selves, but rather as beginnings of professional identity 

negotiation. Negotiation is essential for the construction of a teacher’s professional identity. 

When teachers negotiate between different dimensions, they are able to construct identities 

that feel comfortable and unique (Beauchamp & Thomas, 2009; Flores & Day, 2006). Such 

a negotiation confirms that teachers’ professional identity is not a stable entity, but rather a 

continually changing, flexible, dynamic, active and ongoing process, developing over time 

(Beauchamp & Thomas, 2009; Beijaard et al., 2004; Cooper & Olson, 1996; Flores & Day, 

2006; Hong, 2010). 

 Conclusion  

This chapter discussed the findings related to gender representation in the English Unlimited 

series, and the Saudi female EFL teacher’ negotiation of the patriarchal discourses in the 

series. The chapter argued that the gender representation in the series was appropriated for 

commercial reasons. In an attempt to respond to the discourses of modesty at the Saudi 

market, the images of women in the series have been modified, from the international 

edition. Therefore, female characters were dressed following the Islamic dress code, and 

were segregated from male characters in the images. Despite the publishers’ attempts of 

gender appropriacy, the contrast between male and female body language suggests that 

female characters were appreciated for their body appearance rather than their human 
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characteristics. Women were stereotypically represented in the series. They merely were 

represented in the three ‘Ss’ smiling, shopping, and socialising. Thus, the series 

dehumanized the female characters, and included them as an attention getting stratagem 

when her presence adds little but decoration to the product being sold. Moreover, this chapter 

demonstrated the complexity of the participating teachers’ negotiation of their professional 

identities. The findings suggested that teachers negotiated between the dimensions of 

context, biography, cognition, and emotions when dealing with gendered images of the 

series. The negotiation process was unidirectional. Hence, the results highlighted that the 

teachers’ perceptions of, and emotions about the patriarchal discourses in the series were 

significantly impacted by their own biography, including sociocultural and institutional 

experiences with gender discrimination. These personal experiences contributed in shaping 

their cognition and how they envision themselves as teachers. More importantly, the 

previous sections showed how, in the face of institutional constraints, the participants 

negotiated their negative emotions in their own unique ways. The findings of this study 

revealed that the influence of the professional discourses about teaching played a key role in 

shaping participant teachers’ emotional expressions. The findings also pointed out that 

teachers experienced a discrepancy between their teaching cognition and the institutional 

policy. When exploring the discrepancy, the discussion exhibited the flexibility and elasticity 

of teachers’ professional identity, and how their identity was adapted to the teaching 

situation in a process of great complexity. Therefore, this chapter displayed a multifaceted 

understanding of teachers’ professional identity. 
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Chapter 7 Conclusion 

 Introduction 

This concluding chapter starts with a brief overview of the study to highlight its aims, 

objectives and methodology (7.2). Then it summarizes key research findings (7.3). After 

that, it highlights the contributions of the study (7.4). Implications for teachers and 

stakeholders are then recommended based on the results of the study (7.5). The chapter 

concludes with an evaluation of the research limitations and recommendations for further 

research (7.6). 

 Overview of the study 

This qualitative study was conducted at the English Language Institute (ELI), King Abdul 

Aziz University (KAU) in Saudi Arabia (SA). The study investigated how Saudi female EFL 

teachers negotiated their professional identity in relation to the gender representation in EFL 

textbooks that are designed for and taught in the educational context of SA. Therefore, the 

aim of this research was divided into two parts. First, the research aimed to investigate how 

gender is represented in the English Unlimited special edition series, which is specifically 

adapted for the Saudi market. Second, it aimed to explore if the gender representation in the 

English Unlimited series played a role in the Saudi female EFL teachers’ professional 

identity negotiation. Hence, the qualitative data in this research were collected in two phases. 

Phase I focused on collecting data related to gender representation in images of the English 

Unlimited special edition series published by Cambridge University Press. Thus, data was 

collected from the English Unlimited series using CDA. To understand the patriarchal 

discourses in the series, I defined gender as a socially constructed system of power (see 

section 2.2.2.1). This view makes the reader, teachers in this case, an active agent in the 

process of meaning making. Through this, the meaning of the gender representation is 

constructed from the representation itself in the images, the interpretations of the reader, and 

the society where the representation is taking place. Phase II focused on exploring how Saudi 

female EFL teachers negotiated their professional identity. Thus, data was collected from 

six Saudi female EFL teachers working at the ELI using face-to-face semi-structured 

interviews. The data from the interviews were analysed using thematic analysis. I viewed 

professional identity from a multifaceted perspective in order to understand the complex 

nature of teachers’ professional identity (see section 2.3.4). The framework includes 
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different dimensions of professional identity including teachers’ cognition, emotions, 

biography, and the micro and macro context of teaching. I argued that these dimensions are 

interrelated and multidirectional. This means that teachers’ professional identity is shaped 

and reshaped by the interaction of these four dimensions. More importantly, I paid special 

attention to the role of agency in professional identity construction. I defined agency as the 

capacity to influence, make choices, and take stances in ways which affect teachers’ work. 

This framework has contributed to my understanding of the complex nature of the Saudi 

female EFL teachers’ professional identity. It helped me unpack the participant teachers’ 

perceptions of gender representation in the series and beliefs about teaching. Also, the 

framework enabled me to explore participant teachers’ emotions toward the textbooks, 

students, pacing guide, and institutional policy. Finally, the framework provided a valuable 

lens to gain a deeper understanding of how participant teachers negotiated their professional 

identity at the ELI.  

 Summary of key findings  

The present study is designed to examine the following research question.  

How do Saudi female EFL teachers negotiate their professional identity in relation to gender 

representation in EFL textbooks? 

1. How is gender represented in EFL textbooks that are specifically designed for the 

Saudi market? 

2. How do Saudi female EFL teachers’ perceive the gender representation in EFL 

textbooks?  

3. How do Saudi female EFL teachers feel when viewing gendered images of EFL 

textbooks? 

4. How do Saudi female EFL teachers negotiate the gender representation in EFL 

textbooks at their classrooms? 

With regard to Q1, the findings of the CDA in chapter 4 showed that the gender 

representation in the English Unlimited series was appropriated to suit the Saudi Arabian 

market. The appropriacy was reflected in the segregation between male and female 

characters in the images, and the fashion of female characters. The findings displayed that 

the series only presented a small number of 21 mixed-gender images in family contexts 

(section 4.3.1). The rest of the images (a number of 314) were single images of male or 

female only images. In female images, female characters were dressed following the Islamic 



Chapter 6 

195 

dress code. They wore loose full-sleeved dresses that covered their bodies from head to toes 

except the face, and their hair and neck were covered with either Hijab or a hat. Despite the 

publishers’ attempt to customize the series to the Saudi context, the segregated images 

discriminated between men and women in the series. The images created gender binary in 

the series which implied that men and women are different categories and have different 

world in consequence. The CDA of male images revealed that the series depicted male 

characters as the standard for human beings in general. The series systematically privileged 

men as a social group, and disadvantaged, excluded, and disempowered women as a social 

group. On one hand, the series overrepresented male characters in 75% of the images, and 

explicitly detailed the life of male characters in various aspects of life, such as studying, 

working, relaxing, and playing sports (see sections 4.3.1 and 4.3.2). On the other hand, the 

series represented female characters as motionless, silent, and excluded from work settings 

(see sections 4.3.3, and 4.4.1). In many instances, the series introduced female characters 

without any images that showed these characters. When represented in images, female 

characters were mostly static in these settings; they were posing in the image rather than 

performing any activity. Such an overrepresentation of male characters reflected male 

hegemony in which men were the dominant group, preferable and of greater value  than 

women; while women were a mere tokenism. Moreover, the exclusion of women from work 

settings, their limited range of jobs (section 4.3.2), lack of professional voice (section 4.4.2), 

and careless body language at work (section 4.4.1) implied that work settings, regardless of 

the job type, are male specific. As a result, the series created the stereotypical gender role 

that male characters are the only ones working, and in consequence they are the 

breadwinners. Finally, the series depicted a homogeneous portrayal of Saudi women. The 

data in section 4.3.2.3 revealed that the series introduced 19 images of female characters in 

Abayas. The female characters in these images were never presented working; they were 

found shopping with friends only. Such a portrayal of the female characters’ outdoor social 

activity reflected a certain class of women in SA; i.e. women with a wealthy lifestyle, where 

the man is the provider. Focusing the representation of women wearing Abayas to a 

privileged class gives a homogeneous portrayal that all women in SA are rich-class, 

privileged women. Therefore, the series’ portrayal of Saudi women as a homogeneous, 

undifferentiated mass marginalizes the experiences of women from different classes in SA. 

Concerning Q2, the data from the interviews revealed that all participants were fully aware 

of the patriarchal discourses in the series. They highlighted various examples of low 

visibility of female characters, female exclusion, and lack of female voice in different parts 
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of the series (see section 5.3.2). They shared their concerns that the main focus of the series 

is male students. They argued that the contents of the series including the topics are of 

interest to male rather than female students. Such a male-oriented series demotivates female 

students’ learning. Moreover, participant teachers shed light on the homogenous 

representation of Saudi female characters.  Participants emphasized that only urban, wealthy, 

Hijabi, Saudi women were included in the series. This made the Saudi women from small 

cities, conservative backgrounds, tribes, and middle to low classes marginalized as others. 

With respect to Q3, The findings of this study revealed that the influence of the professional 

discourses about teaching played a key role in shaping participant teachers’ understanding 

of teaching and its related emotional experiences. All of the participants were careful about 

their emotional expressions. Where there were negative feelings, teachers chose to control 

them or express them in a minimalist manner. Hence, participant teachers’ responses 

exhibited a struggle between how participants should feel as professionals and how they 

really feel as women (see section 5.4). Such a struggle is a result of the emotional rules and 

the discourses on legitimate emotions related to teaching (Zembylas, 2002). Coping with the 

emotional struggle, participants provided conflicting responses about their emotions toward 

the gendered images in the series. On a surface level, participant teachers tried to control 

their negative emotions towards the gendered images by resisting to openly express them. 

By that, teachers portrayed themselves as invulnerable professionals by emphasizing their 

concerns about the effect of gendered images on students. Despite their claims, the gender 

discrimination on sociocultural and institutional level made the images feel immanent and 

personal to participant teachers. Therefore, the participant teachers’ emotional reactions to 

the gendered images showed feelings of frustration, inferiority, and distress, which all 

reflected emotional vulnerability.  

Finally, regarding Q4, the findings revealed that participant teachers’ negotiated between 

several dimensions of their professional identity when dealing with gendered images of the 

series (see section 5.5). Participants’ negotiation between their biography, emotions, 

teaching cognition, and ELI context was interrelated and complex. The qualitative data 

showed a discrepancy between the participant teachers’ cognition about teaching, 

perceptions about the patriarchal discourses in the series, and the ELI instructional policy. 

When exploring the discrepancy, the data exhibited the flexibility and elasticity of teachers’ 

professional identity, and how their identity was adapted to the teaching situation in a process 

of great complexity. In line with the recent female employment reforms in SA, teachers 

believed that their students have plenty of professional opportunities which were not 
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available for teachers in the past. Thus, the data in section 5.5 revealed that teachers wanted 

to motivate their students’ learning and seize these opportunities. Despite their perceptions 

and emotions, participant teachers were pressured by the ELI to adhere to the pacing guide 

and mainly teach the English Unlimited series. Such an imposed teaching role by the ELI 

muted teachers and prevented them from transferring their teaching cognition into practice. 

ELI participant teachers shared their concerns that they are not in full control of the teaching 

processes and tasks.  In consequence, participant teachers showed feelings of powerlessness, 

demotivation in teaching, and conflicting professional identity. As a result of the imposed 

instructional role of textbook transmitter, some participants focused only on the language 

part when dealing with gendered images. They viewed themselves as language teachers; so 

they considered the images in the textbooks as a teaching aid, and avoided discussing the 

gendered images in the classroom. However, one participant, named Sulaf, shared a different 

experience when dealing with gendered images. Sualf's vulnerability toward the gendered 

images made her feel that the gendered images may affect her students’ aspirations and 

goals. Therefore, she positioned herself professionally as a teacher who empower her 

students. Following her own beliefs about her teaching role, Sulaf personalized the gendered 

images in the series by creating a room for female students to speak for themselves, highlight 

women experiences, and connect to contents in the series. 

 Contributions of the study   

The main contribution of this research is that it highlighted the relationship between 

teachers’ professional identity and gender representation in EFL series. The literature on 

gender representation in EFL textbooks mainly focused on investigating gender bias in EFL 

textbooks (see sections 2.2.3 and 2.2.4). In addition to that, scholarships introduced studies 

(e.g. Al-Taweel, 2005; Eslami et al., 2015; Gharbavi & Mousavi, 2012; Moore, 2007) which 

recounted that gender biased textbooks affect female students psychologically. The results 

of these studies reported that gendered textbooks cause female students feelings of exclusion, 

devaluation, and alienation (Al-Taweel, 2005; Eslami et al., 2015; Gharbavi & Mousavi, 

2012; Moore, 2007). When including the teachers in studies related to gendered 

representations in textbooks, scholarships mainly focused to the pedagogical aspect (see 

section 2.2.5). The literature concerning EFL teachers either measured teachers’ awareness 

of the gender representation in the textbooks (e.g. Al-Taweel, 2005; Eslami & Hasan, 2012; 

Mirza, 2004; Shah, 2012; Yaghoubi-Notash & Kooshavar, 2013; Eslami et al., 2015; 

Kızılaslan, 2010; Ullah & Ali, 2012), or observed the teachers’ classroom practices when 
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teaching the gendered textbook (e.g. Barton & Sakwa, 2012; Pakuła et al., 2015; Pawelczyk 

& Pakuła, 2015; Sunderland et al., 2000). More importantly, the results of the studies 

exploring the teachers’ classroom practice reported a phenomenon among EFL teachers’ 

treatment of gendered texts. Almost all of the studies (Barton & Sakwa, 2012; Pakuła et al., 

2015; Pawelczyk & Pakuła, 2015; Sunderland et al., 2000) observed that despite their 

awareness of the gendered contents, EFL teachers focus on the linguistic aspects and avoid 

discussing gender related issues in their classroom. The studies concluded that EFL teachers 

view themselves as language teachers, therefore, they avoid raising their students’ awareness 

by discussing gendered contents in the classroom (Barton & Sakwa, 2012; Pakuła et al., 

2015; Pawelczyk & Pakuła, 2015; Sunderland et al., 2000). However, I believe that many 

dimensions interrelate to shape teachers’ classroom practices. These dimensions include 

teachers’ cognition, emotions, biography, and teaching context, which construct teachers’ 

professional identity (Beijaard et al., 2000; Cross & Hong, 2009; P. Schutz et al., 2007; Van 

Veen, 2003; Yazan, 2018). Day et al. (2006) supports that teachers’ professional identity is 

a crucial element in the way teachers interpret and construct the nature of their work. The 

researchers explained that events and experiences in the personal lives of teachers are 

intimately linked to the performance of their professional roles (Day et al., 2006). Despite 

the strong connection between teachers’ classroom practices and professional identity, no 

study has been conducted exploring the teachers’ professional identity in relation to the 

gendered contents of EFL textbooks. Following this view, this study bridged the gap in the 

literature by showing that teachers’ classroom decision of avoiding gendered images stem 

from a more complicated stance. The study showed that the teachers experienced 

discrepancy between their teaching beliefs and institutional policy. Teachers believed that 

the gendered contents demotivate their students’ learning. Despite their teaching beliefs, 

participant teachers were pressured by the institutional policy to adhere to the curriculum 

and mainly teach the assigned textbooks. Such an imposed teaching role did not only 

prevented teachers from transferring their teaching cognition into practice; but it also 

required teachers to continuously negotiating the curriculum, the institution’s expectations 

of them, their own teaching preferences, and their comfort level in dealing with the 

textbooks.   

Another contribution of this study is that this study shed light on the professional identity of 

Saudi female teachers. As explained in Chapter 1 section (1.5.1), SA is going through major 

political changes in respect to women’s participation in the workforce. The 2004 women 

empowerment laws changed the Saudi women professional positions. Saudi women were 
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allowed access to many professions which had been banned to them. Duff and Uchida (1997) 

state that teachers not only construct their professional identity based on their personal 

knowledge and experiences, but that their professional identities are also influenced by the 

ideological, political and cultural circumstances surrounding the teachers’ lives and work. 

Following Duff and Uchida (1997), this study contributed by adding the voices and 

experiences of Saudi female teachers, in the light of the policy changes in SA,  to the body 

of research concerning female professional identity in higher education. The study 

demonstrated that the 2004 women empowerment laws encouraged teachers to motivate 

their students professionally. The findings displayed that when teachers find room to 

manoeuvre within institutional constraints, they aim to encourage their female students to 

seize the professional opportunities available to them in SA. This indicates that Saudi EFL 

teachers do not view themselves as purely language teachers, they are also supporting female 

empowerment. Such a belief confirms that the Saudi Arabian political changes have shaped 

the EFL teachers’ beliefs, values, and classroom practices in consequence.  

 Implications of the study 

It was highlighted in section (1.5.3 ) that numerous universities in SA seek the Commission 

for English Language Accreditation (CEA) in order to ensure the quality of their English 

language programs and meet the job market  (Aldera, 2017; Alfahadi, 2012; Alhmadi, 2014; 

Almuhammadi, 2017; Sulaimani & Elyas, 2018).The international accreditation required 

many higher education English language institutes to use the Common European Framework 

of Reference for Language (CEFR) to assess students’ English proficiency (Almuhammadi, 

2017). More importantly, many institutions in both general and higher education in SA have 

collaborated with international publishers to customise ELT textbooks. Such a customization 

of ELT textbooks aim to produce textbooks that follow the CEFR and meet the cultural 

aspects of SA. In spite of the cultural appropriacy attempts, many studies (e.g. H. Ahmad & 

Shah, 2014; Alfahadi, 2012; Alsaif, 2016; Sulaimani & Elyas, 2018; Zafer, 2002) reported 

the absence of the Saudi characters from these materials (see section 1.5.3). In other words, 

most of the topics, pictures, names, clothing, and many other issues portrayed in these 

textbooks represent dominantly western culture (Alsaif, 2016).  In addition to that, the 

findings of this study revealed that Saudi female characters, in particular, were 

misrepresented in ELT textbooks. The results displayed that the English Unlimited series 

represented a solo discourse about women despite the current women’s empowerment 

discourse in Saudi Arabia (SA). The absence of working female characters in the series does 
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not reflect the current reality of female employment in SA (see section 4.3.3). Such a biased 

representation, according to the participant teachers, shapes students’ ideologies about 

gender roles, and discourages them from entering the workforce (5.4). Furthermore, the data 

related to teachers’ cognition displayed that participant teachers believed in inspiring and 

helping students to pursue their professional goals (see section 5.5). Following their teaching 

cognition, participant teachers found the adapted page, designed by the researcher, a great 

pedagogical tool to help them fulfil their teaching role (see section 5.5). The adapted page 

included images of Saudi female professionals (see Appendix F). According to the 

participants, representing Saudi female professionals would enable students to relate to the 

contents of the textbooks and empower them to pursue their professional goals (see section 

Error! Reference source not found.5.5). Also, they commented that a balanced gender 

representation would motivate students as well as teachers to express their thoughts, feelings, 

and experiences in the classroom. However, this is not to say that western characters should 

be diminished from ELT textbooks. In fact, an exclusive focus on local culture does not 

prepare local students for an engagement with a global economy (Alsaif, 2016).    

Hence, based on the participant teachers’ perceptions and the current state of ELT textbooks 

in SA, I advocate Sulaimani and Elyas’s (2018) call for glocalizing international EFL series 

used in SA. Tiplady (2019) and McDonough and Shaw (2003) define glocalization as the 

way in which ideas and structures that circulate globally are integrated  and changed by local 

realities. Following this definition, glocalizing international EFL series entails personalizing 

the contents in relation to learners’ needs and interests, individualizing the contents to the 

learning styles of individuals, and localizing the contents to match the needs of specific 

contexts (McDonough & Shaw, 2003). Therefore, it is important to glocalize the contents of 

the English Unlimited series by including topics, images and passages about Saudi female 

figures. Presenting well-known Saudi women would glocalize and balance the gender 

representation in the series. Such glocalized contents reflect the current reality of SA in 

general, and the status of women in particular. In consequence, students and teachers, 

regardless of their gender, may relate to the contents of the series and be motivated in 

classroom discussions.  

Regarding teachers’ professional identity, the data showed that female teachers were careful 

about their emotional expressions (see section 5.4). Where there were negative feelings, 

teachers chose to control them or express them in a minimalist manner. Therefore, teachers 

tried to conceal their feelings whenever I asked them about the gendered images in the series. 

The data displayed that participant teachers in this study constructed a deep engagement with 
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the patriarchal discourses in the series (see sections 6.3.2.1 and 5.4). They experienced 

feelings of frustration toward the patriarchal discourses behind the gendered images. 

However, participant teachers tried to control their negative emotions towards the gendered 

images by resisting to openly express them. By that, teachers portrayed themselves as 

invulnerable professionals and emphasized their concerns about the effect of gendered 

images on students (see section 5.4). Such supressed feelings, in my opinion, would lead to 

emotional burnout. Therefore, it is important for female teachers, working in SA and similar 

contexts, to become more aware of themselves and their emotions. Since emotion is an 

integral part of teachers’ professional identity, this study may help female teachers around 

the world by shedding some light on the normalized discourses that shape their professional 

identities and how these discourses are effortlessly and even unconsciously internalized. I 

believe that it is necessary for female teachers to understand the complicated layers of the 

surrounding discourses, whether on a sociocultural, institutional, or textbook level, that are 

constantly shaping their professional identities. By understanding and problematizing the 

dominant patriarchal discourses around them, teachers would be able to express themselves 

and their emotions clearly, and overcome the sense of frustration in consequence. 

Moreover, the English Language Institute (ELI) policy has shaped, perhaps unintentionally, 

the professional identities of teachers in a negative manner. The ELI pacing guide reflected 

a tendency to promote only one manner of teaching which is covering contents of the 

textbook (see section 1.5.4.2). Such a textbook-oriented teaching guide mandated a uniform 

set of expectations regarding how teachers should work. Teachers are expected to either be 

or become textbook transmitters (see section Error! Reference source not found.6.3.2). As 

a result, the data from the interviews highlighted an incongruity between the participant 

teachers’ cognition, the patriarchal discourses in the series, and the ELI pacing guide (see 

section 5.5). This incongruity caused tension in the participant teachers’ professional 

identity. As a result of this tension, participant teachers mediated between their frustration, 

teaching beliefs, care about students, and the prescribed professional roles placed upon them 

as teachers at the ELI (see section Error! Reference source not found.5.5). The qualitative 

data highlighted that some participant teachers mediated between their teaching cognition 

and the ELI pacing guide (see section Error! Reference source not found.5.5). It can be 

doubted whether ELI will really improve when teachers are expected to have a unified 

teaching role. I believe that the ELI pacing guide is threatening the professional identities of 

teachers by excluding those with alternative orientations. Consequently, I suggest that the 

ELI should involve teachers in the curriculum delivery process. Rather than following a rigid 
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pacing guide, the ELI could develop a detailed curriculum framework which contains the 

learning outcomes, objectives, and the selected textbook. Following a curriculum would 

enable teachers to focus on addressing learning objectives rather than completing units of 

the textbooks. Also, it gives teachers the choice of selecting contents from the textbooks or 

designing their own teaching materials in order to address the leaning objectives. Such a 

flexible curriculum would support both novice and experienced teachers. On one hand, 

novice teachers would still have the support from the curriculum and the textbooks. On the 

other hand, experienced teachers would have the flexibility to bring in their professional 

identity and make use of their professional knowledge in their classrooms. Only by allowing 

teachers to bring in their professional identity into their practice, teachers would feel 

autonomous and motivated to fulfil their own teaching beliefs and roles. 

 Limitations and recommendations for further research  

This study was context-specific and cannot be generalized as it has a limited scope. The most 

obvious limitation was that the population was limited to Saudi female EFL teachers, and 

specific to the ELI at KAU in Jeddah. Due to administrative constraints, I only had 

permission to recruit Saudi female teachers working at the ELI, KAU. More importantly, the 

participant teachers were all born and raised in the cosmopolitan urban city of Jeddah. Thus, 

the perceptions and experiences of professional identity negotiation of non-urban Saudi 

female teachers were not included in this study. The qualitative data from the interviews 

showed that sociocultural and institutional contexts played vital roles in shaping the 

participants’ professional identity (see section 5.36.3.2). Also, some participants pointed out 

that teachers from rural cities may find the representation of women in the images of the 

sample series provocative (see section 5.3). Given that, including the responses and 

experiences of female teachers from different regions of SA could have influenced the results 

of the study. Female teachers working at universities in non-urban regions of SA may have 

had different perceptions on gender representation in EFL textbooks, and different 

experiences of professional identity negotiation in consequence. Therefore, recruiting 

participants from different regions of SA could have reflected in more detail on the question 

of how Saudi female EFL teachers negotiated their professional identity in relation to the 

gender representation in EFL textbooks.   

This study was further limited by the choice of the sample series. The sample series selected 

for this study was an adapted edition of the international English Unlimited series published 

by Cambridge University Press. The special edition was specifically adapted for the context 
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of SA. According to the participant teachers’ responses in section (5.3), the English 

Unlimited series misrepresented Saudi women. The participants argued that Cambridge 

University Press did not consider the current status of Saudi women during the modification 

of the series. Such a lack of awareness may have shaped the gender representation in the 

series. Hence, exploring gender representation in locally designed EFL textbooks, which are 

taught at general education level and published by the Ministry of Education in SA, should 

be given attention as well. These locally designed textbooks are designed and published by 

Saudi educators who are familiar with the sociocultural norms and the current status of Saudi 

women. Furthermore, it was beyond the scope of this study to examine the educational 

polices or institutional constraints concerning the representation of gender in EFL textbooks 

in SA. Also, I was not granted permission to interview the stakeholders, at the ELI men’s 

campus, who are responsible for the curriculum due to the gender segregation policy. 

Therefore, I compared between the international and the special edition series, and discussed 

the sociocultural aspects and policies regarding female visibility (see sections 1.5.1 and 

3.5.1.1). These discussions gave a glimpse of the sociocultural guidelines the publishers had 

to follow during the modification of the sample series. However, it would have been 

interesting to explore whether the ELI provided guidelines about gender representation to 

Cambridge University Press. Examining the institutional guidelines would add more depth 

to the understanding of the representation of gender in EFL textbooks. 
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Appendix A  

A chart explaining the administrative hierarchy at the ELI. 

 Please double click on the image for a clearer view. The image will be viewed via Adobe 

PDF reader. 
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Appendix B  

A sample of the pacing guide provided by the ELI for level 101 Arts track students.  

Please double click on the image for a clearer view. The image will be viewed via Adobe 

PDF reader. 
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Appendix C  

Content pages of each textbook of the English Unlimited special edition series.  

Beginner textbook 

Please double click on the image to view the whole document of the table of contents. The 

document will be viewed via Adobe PDF reader. 
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Elementary textbook  

Please double click on the image to view the whole document of the table of contents. The 

document will be viewed via Adobe PDF reader. 
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Pre-intermediate textbook  

Please double click on the image to view the whole document of the table of contents. The 

document will be viewed via Adobe PDF reader. 
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Intermediate textbook  

Please double click on the image to view the whole document of the table of contents. The 

document will be viewed via Adobe PDF reader. 
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Appendix D  

Content pages of each textbook of the English Unlimited international edition series. 

Beginner textbook  

Please double click on the image to view the whole document of the table of contents. The 

document will be viewed via Adobe PDF reader. 

 

 



Adrian Doff would like to thank Karen Momber and Keith Sands at Cambridge 
University Press for overseeing the project and for their invaluable help and 
support throughout the development of this course. He would also like to thank 
his editor, Andrew Reid, for his commitment and hard work and his help in 
bringing the book into its fi nal form. He would like to thank Dr Astrid Krake and 
Donna Liersch at the Volkshochschule München for giving him an opportunity to 
teach there and try out new ideas.

He would also like to thank Gabriella Zaharias for consistently supporting and 
encouraging him during the writing of this book.

The authors and publishers would like to thank the following people who 
contributed to the authentic recordings:
Lion Bischof, Grover Evans Jr, Emma Jones, Donna Liersch, Olliver Sebastian, 
André Zaharias, Gabriella Zaharias.

We would also like to thank the following people for their contributions to 
photographs:
Wendy Tina Azu, Corinne Doff, Natasha Doff.

The publishers would like to thank the following teachers for all the insightful, 
practical feedback they provided on the early drafts of the Coursebook: 
Steve Banfi eld, Sandra Oddy (United Arab Emirates); Donna Liersch, Regina 
Titelius (Germany); Paulo Henrique Gomes do Abreu (Brazil); Nigel Daly 
(Taiwan); Jamelea Nader (Japan); Howard Smith (United Kingdom); Gill Hamilton 
(Spain); Cecelia Araceli Medrano Vela (Mexico). 

We are also grateful to the following contributors:
Picture research: Hilary Luckcock
Photography: Gareth Boden
Audio recordings: John Green at Audio Workshop and i-Audio, London
Design and page make-up by Stephanie White at Kamae Design.

The authors and publishers acknowledge the following sources of copyright 
material and are grateful for the permissions granted. While every effort has been 
made, it has not always been possible to identify the sources of all the material 
used, or to trace all copyright holders.  If any omissions are brought to our notice, 
we will be happy to include the appropriate acknowledgements on reprinting.
Text on pages 81, 92 and 94 reproduced with kind permission of Erich Lejeune.

The publishers are grateful to the following for the permissions to reproduce 
copyright photographs and material:

Key: l = left, c = centre, r = right, t = top, b = bottom

Andrew Risk for p12(cl), p12(b); Alamy/©Rod McLean for p8(br), /©Westend61 
GmbH for p9, /©Noimage for p12(cr), /©Rex Argent for p15(A), /©Mary Evans 
Picture Library for p15(D), /©Kuttig-People for p16(tl), /©Richard Baker for p16(tr), 
/©GlowImages for p20(bl), /©Eric James for p22(cl), /©Chris Pritchard for p22(r), 
/©Westend61 GmbH for p25(l), ©Andrew Holt for p28(cr), /©Datacraft Co. Ltd for 
p34(tl), /©Radius Images for p34(cl), /©UpperCut Images for p34(br), /©Tim Ha for 
p36(bl), /©Iconotec for p36(C), /©Megapress for p39(t), /©vario images GmbH & 
Co KG for p48(l), /©Karen T Spencer for p48(cl), /©Joe Tree for p48(cr), /©Picture 
Contact for p52(1), /©Paul Springett 05 for p52(5), /©Jon Arnold Images Ltd for 
p52(4), /©foodfolio for p54(2), /©Blend Images for p54(3), /©Westend61 GmbH for 
p54(Olga), /©UpperCut Images for p54(Connie), /©Blend Images for p57(C), /©Yadid 
Levy for p57(D), /©Jon Arnold Images for p62(A), /©Wildscape for p62(cr), /©Jim 
Snyders for p62(br), /©Yadid Levy for p64(tl), /©Image Werks Co Ltd for p65(tl), 
/©Stephen Lloyd, Singapore for p65(b), /©David Muscroft for p71, /©David R Frazier 
Photolibrary for p74(B), /©Howard Davies for p76(b), /©Dinodia Images for p78(2), 
/©Interfoto for p78(6), /©Photofusion Picture Library for p80(t), /©Mauro Rinaldi for 
p81(r), /©Anthony Haigh for p82(l), /©Martin Thomas for p86(D), /©Bubbles Photo 
Library for p87(bl), /©Chris Ratcliffe for p97(tl), /©Peter Greenhalgh(UKpix.com) 
for p97(bl), /©Chad Ehlers for p97(tr), /©David Angel for p97(bc); Andrew Reid for 

Acknowledgements
p97(tc); Bridgeman Art Library/©Musee Picasso, Paris, France, DACS for p79(b); 
Corbis/©Ned Frisk Photography for p6(b), /©Ingo Boddenberg for p11, /©Gideon 
Mendel for p17(A), /©Image Source for p17(D), /©Arthur Thevenart for p48(r), 
/©Geoff Arrow for p52(2), /©Jim Craigmyle for p56(bl), /©Bettmann for p60(c), 
/©Jose Fuste Raga for p62(E), /©Steve Prezant for p70(C), /©Jack Hollingsworth 
for p70(A), /©Bettmann for p78(4), /©Bettmann for p78(5), /©Skyscan for p86(A); 
Daily News Pictures, New York/©Rosier for p17(tr); Education Photos/©John 
Walmsley for p46(br); Getty/©Romilly Lockyer for p6(t), /©Gulf Images for p15(t), 
/©Jeff Zaruba for p16(F), /©Anderson Ross for p17(F), /©JJ for p22(l), /©Samba 
Photo/Edu Lyra for p22(cr), /©Zubin Shroff for p44(t), /©Brooke Slezak for p52(t), 
/©Imagemore Co Ltd for p57(A), /©Marco Cristofori for p76(c), /©Time & Life 
Pictures for p78(7), /©Hulton Archive for p79(t), /©Ryan McVay for p90(C), 98(C); 
Harper Collins/©Thorsons for p58(tl); istockphoto/©Huchen Lu for p27(t), /©Pattie 
Steib for p15(C), /©Norman Pogson for p16(E), /©Brad Killer for p18(A), /©Niko 
Smrke for p20(br), /©Chris Schmidt for p31, /©Wrangel for p41(1), /©Andrew 
Simpson for p41(3), /©Brian McEntire for p41(4), /©Denise Ritchie for p41(5), 
/©Bryan Myhr for p41(6), /©poco-bw for p41(7), 41(8), /©Diane Diederich for p44(b), 
/©Rene Mansi for p49(l), /©Mike Clarke for p49(c), /©TommL for p49(r), /©Pavel 
Losevsky for p54(1), /©Ivana Brcic for p57(B), /©Jasmin Awad for p70(tl), /©Marcus 
Lindstrom for p74(D), /©quavondo for p80(c), /©Oversnap Photography for p86(C), 
/©Frank van den Bergh for p86(H), ©Eric Michaud for p87(cl), /©Raghuvanshi for 
p87(cc), /©Digitalskillet for p87(cr), /©Steve Cole for p87(bc), /©Chris Schmidt 
for p87(br), /©Colleen Butler for p90(A), /©Paul Hill for p90(B), /©Dan Barnes 
for p90(E), /©Colleen Butler for p98(A), /©Paul Hill for p98(B), /©Dan Barnes for 
p98(E); Lebrecht Photo Library/©RA for p84(t); Lonely Planet/©Monfred Gottschalk 
for p76(t); Luxe Interior Decoration LLC/©Tom Dixon for p8(bc); PA/©Tony Marshall/
Empics Sport for p81(l); Photolibrary/©Digital Vision for p15(B), /©Bananastock 
for p16(D), /©Monkey Business Images Ltd for p17(B), /©Westend61 for p18(tl), 
/©Robert Harding for p28(cl), /©fancy for p34(bc), /©Image Source for p34(cr), 
/©Digital Vision for p44(c), /©Rubberball for p46(bl), /©Holger Leue for p52(3), 
/©IZA Stock for p57(E), /©Corbis for p64(tr), /©ImageState for p65(tr), /©Juan 
Manuel Silva for p74(A), /©Westend61 for p80(b), /©ESP Photo for p86(B); 
Punchstock/©Juice Images for p12(tl), /©Design Pics for p12(tr), /©Rubberball 
for p17(tl), /©Creatas for p18(B), /©MIXA for p20(ct), /©Valueline for p26, /©GoGo 
Images for p34(tr), /©Bananastock for p60(b); Rex Features/©N D/Viollet for p78(3), 
/©Eitan Simanor/Robert Harding for p86(G); Shutterstock/©Jan Kranendonk for 
p8(bl), /©Stephen Coburn for p12(tc), /©D J Kinder for p16(C), /©Baevskiy Dmitry 
for p17(C), /©Beerkoff for p17(E), /©Losevsky Pavel for p18(C), /©Monkey Business 
Images for p25(r), /©Amy Nichole Harris for p28(b), /©Instinct Design for p36(B), 
/©David Vadala,  for p41(2), /©Solovieva Ekaterina for p56(tr), /©Pierdelune for 
p62(B), /©Ian Stewart for p62(C), /©Maksym Gorpenyuk for p62(D), /©Galyna 
Andrushko for p62(cl), /©Amra Pasic for p64(bl), /©Juriah Mosin for p64(br), 
/©Andrey Starostin for p67(t), /©JayDee for p67(b), /©Galyna Andrushko for 
p68(t), /©dwphotos for p74(C), /©Michael Zysman for p82(t), /©Pierdelune for 
p86(E), ©Konglinguang for p86(F) , /©Stefan Ataman for p90(D), /©bubamarac 
for p90(F), /©Philip Lange for p90(G), /©Stefan Ataman for p98(D), /©bubamarac 
for p98(F), /©Philip Lange for p98(G); Throckmorton Fine Art, New York for p84(c); 
Topfoto/©The Granger Collection for p78(1).

The following photographs were taken on commission by Gareth Boden for CUP:
p15(c), p30(all), p31(tl, tr), p46(cl), p50, p54(André), p56(tc, br), p57(tr), p70(tr), 
p70(B), p72, p73.

We are grateful to the following for their help with the commissioned 
photography:
Clare Rintall, Simon Balle School, Hertford, University of Hertfordshire, Hatfi eld.

Illustrations by Kathy Baxendale, Tom Croft, Mark Duffi n, Julian Mosedale, 
Mark Preston, Martin Sanders, Nigel Sanderson, Sean Sims, Lucy Truman.

www.cambridge.org© in this web service Cambridge University Press

Cambridge University Press
978-0-521-72633-7 - English Unlimited A1 Starter Coursebook with e-Portfolio
Adrian Doff
Frontmatter
More information

http://www.cambridge.org/9780521726337
http://www.cambridge.org
http://www.cambridge.org


3

How to use this coursebook

The DVD-ROM contains 
video and over 200 
interactive activities.

Each unit of this book is divided into sections, with clear, 
practical goals for learning.

The fi rst fi ve pages of the unit help you build your 
language skills and knowledge. These pages include 
speaking, listening, reading, writing, grammar and 
vocabulary activities. They also include Classroom 
language and Sounds and spelling activities. They 
are followed by a Target activity which will help you 
put together what you have learned.

Then there is a Keyword section, which 
looks at the most common and useful 
words in English. This is followed by an 
Explore speaking or Explore writing task, 
and an Across cultures activity. These 
sections give you extra language and 
skills work, all aiming to help you become 
a better communicator in English and a 
more effective learner. 

The Look again section takes another look at the target language for the unit, 
helping you to review and extend your learning.

This symbol shows you when you can hear and practise the 
correct pronunciation of key language, using the audio CD.     

The e-Portfolio DVD-ROM contains useful reference material for 
all the units, as well as self-assessment to help you test your own 
learning, and Wordcards to help you test your vocabulary learning.

P

You can do more practice by 
yourself using the Self-study Pack, 
which includes a workbook and 
interactive DVD-ROM.
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Co te ts
Goals Language Skills Explore

pages
6–13

Hello
 talk to someone for the fi rst time
 introduce yourself
 say where you are from
 ask people where they are from
 ask and say where places are
 say where you live
 ask and say if you are married
 say if you have children

Target activity
 Talk to someone for the fi rst time

Grammar
Questions p7
It’s …, Where is …? p8
I / We + verb p9
I’m not, we’re not p10

Vocabulary
Hello, I’m, My … p6
Countries p7 
big, small … p8
Numbers 0–10 p10 
boy, girl … p10

Reading
I live … p8

Listening
What’s your name? p6
Olga from Moscow p9

Speaking
Introducing yourself p6
Saying where you are from p7

Writing
Where you live p9

Classroom language
Letter, word, sentence …

Sounds and spelling
The letter i 

Keyword this

EXPLORESpeaking
 say hello and goodbye

Across cultures
Students

pages
14–21

People
 talk about people you know
 ask and say how old people are
 talk about families
 ask and say where you work
 ask and say where other people work
 say where other people live and work

Target activity
 Talk about people you know

Grammar
He’s …, She’s … p14
He / She works p17
lives, works, has p18

Vocabulary
Numbers 11–20 p14
Family p15
work in, work for p16
Places of work p16

Reading and Listening
Donna’s family p18

Listening
Omar and Emma p15
Party conversations p16

Speaking
Buying a birthday card p14
Talking about families p15
Talking about work p17

Classroom language
Look, read, write …

Sounds and spelling
The letters th

Keyword have (1)

EXPLOREWriting
 spell words aloud

Across cultures
Families and children

pages
22–29 

Where and when?
 arrange to meet people
 describe a street
 say where you are in a town
 ask and say the time
 say what time of day you do things
 say if you are free
 say where and when to meet

Target activity
 Arrange to meet people

Grammar
there’s, there are p22

Vocabulary
Streets p22
Places in towns p23
Numbers 20, 25, 30 … p24
Clock times p24
morning, afternoon … p24
Days p26
in, on, at p26
Let’s meet … p27

Reading
Three cafés p23
Sleep p25

Listening
Describing streets p22
Aki’s diary p26

Listening and Speaking
Asking the time p24

Speaking
Saying where you are p23
Saying when you are free p26

Speaking and Writing
Describing a street outside p22

Classroom language
Your book

Sounds and spelling
The letter a

Keyword at

EXPLORESpeaking
 respond to questions
 say you’re not sure

Across cultures
Shops

pages
30–37 

About you
 say how you spend your time
 talk about things you often do
 say what you like and don’t like
 say what you eat and drink
 ask for a drink in a café 
 describe a restaurant or café 
 ask how people spend their time
 ask what people like

Target activity
 Say how you spend your time

Grammar
I don’t (like) … p31
Do you …? p34

Vocabulary
Activity verbs p30
Food p32
often, sometimes … p32
Drinks p32

Reading
A restaurant guide p33

Listening
André p30

Listening and Speaking
What you like and don’t like p31

Speaking
Asking how people spend their 

time and what they like p34

Writing
What you like and don’t like p31
Describing a restaurant 

or café p33

Classroom language
Noun, verb, adjective

Sounds and spelling
e, ee and ea

Keyword go

EXPLOREWriting
 write a description
 join ideas using and / but

Across cultures
Tea

pages
38–45

Things to buy
 choose and buy things
 identify common objects
 ask about things in shops
 ask and say how much things are
 say what clothes you wear
 ask about prices
 say what colours you like
 look at things in shops
 ask about price and size

Target activity
 Choose and buy things

Grammar
Singular and 

plural nouns p38
How much …? p40
He / She doesn’t + verb p41
this, these p42

Vocabulary
Common objects p38
Numbers, prices p39
Clothes p40
Colours p41

Listening
A street kiosk p39
What colours do you like? p41

Speaking
Conversations at a kiosk p39
What colours do you wear? p41
Asking the price p42

Classroom language
Instructions (1)

Sounds and spelling
The sound /ə/

Keyword in, on

EXPLORESpeaking
 use sorry and excuse me 
in conversations

Across cultures
Offi ce clothes
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Co te ts
Goals Language Skills Explore …

pages
46–53 

Every day 
 talk about things you do every day
 talk about your daily routine
 say where and when you have meals
 describe transport in towns
 ask and say how to get to places
 say how you go to work or school
 ask about daily routines
 ask about weekends and holidays 

Target activity
 Talk about things you do every day

Grammar
Present simple: 

-s / -es endings p47
Present simple 

questions p50

Vocabulary
Daily routine p46
Frequency p47
Transport p48
Adjectives p48
How can I get to … ? p49

Reading
Daily routines p46

Listening
Transport in London 

and Istanbul p48

Listening and Speaking
Going to work p49

Speaking
Questions with do p50

Classroom language
Let’s … , Could you … ? 

Sounds and spelling
o, oa and oo

Keyword have (2)

EXPLOREWriting
 give reasons and 
explanations

 join ideas using 
so / because

Across cultures
Journeys

pages
54–61 

Last week
 talk about things you did or saw
 say what you often do at the weekend
 say what you did last weekend
 ask and say where people were
 say where you were
 talk about a fi lm or a book
 talk about a place you know 

Target activity
 Talk about things you did or saw

Grammar
Past simple positive p55
was, were p56
Were you … ? p57

Vocabulary
Activities p54
Place expressions p57
A fi lm called …, 

a book by … p58
Adjectives p58

Reading
An email p56

Reading and Listening
Last Saturday p54

Speaking
A place you know p58

Writing and Speaking
Your weekend p55

Writing
An email p56
Films, books, restaurants p58

Classroom language
Instructions (2)

Sounds and spelling
/�:/, /�r/

Keyword 
see, look at, watch

EXPLORESpeaking
 make requests
 reply to requests

Across cultures
Housework

pages
62–69 

Places
 talk about a place you visited
 say what you saw and did
 say what you didn’t see or do
 talk about holiday activities
 ask people what they did
 talk about months and weather
 say when to visit a place
 ask about a holiday or business trip

Target activity
 Talk about a place you visited

Grammar
Past simple negative p63
Past simple questions 

p65

Vocabulary
Past simple verbs p63
Expressions with go p64
Months, seasons p66
Weather p66

Reading
Mike and Anna in Cairo p62
Travel weather p66

Listening
On holiday p64
Masumi’s trip p65

Speaking
A place you visited recently p65

Writing
A travel blog p63
The weather in your country p66

Classroom language
Instructions (3)

Sounds and spelling
/ʃ/, /d�/ and /tʃ/

Keyword do

EXPLOREWriting
 write about a sequence 
of events

Across cultures
Hostels

pages
70–77 

Going out
 invite someone to go out
 talk on the phone
 say what you’re doing just now
 ask what people are doing
 talk about arrangements
 invite someone and reply
 decide what to do and where to go
 make suggestions

Target activity
 Invite someone to go out

Grammar
Present progressive p70
Present progressive 

(future meaning) p72
can, can’t p73

Vocabulary
Telephone expressions 

p70
Future time expressions 

p72
Going out p74
Suggestions p74

Reading
A ‘What’s On?’ page p74

Listening
What are you doing? p71
Arrangements p72

Speaking
Ask what people are doing p71
Invitations and replies p73

Writing and Speaking
Future arrangements p73

Classroom language
Talking about a picture

Sounds and spelling
The letter u

Keyword that

EXPLORESpeaking
 reply to questions

Across cultures
Family weekend

pages
78–85 

People’s lives
 talk about your life
 say when people were born and died
 say when people did things
 say what people did in their lives
 talk about important events in your life
 tell someone’s life story
 say when things happened
 talk about your past
 ask about someone’s past

Target activity
 Talk about your life

Grammar
Past time expressions 

p81
Questions: When …? 

How long …? p82

Vocabulary
Nationalities, jobs p78
Years p78
Past simple verbs p78
I think, I don’t know … p79
Life events p80

Reading
Are you from London? p80
How to be a millionaire p81

Listening
Who was Picasso? p79
Two life stories p80
An interview p82

Speaking
Talking about a famous person p79
Asking about someone’s past p82

Writing
Famous people p79

Classroom language
Questions

Sounds and spelling
Revision

Keyword how

EXPLOREWriting
 write when things 
happened

Across cultures
Birthdays

Activities p 86–98, Grammar reference p 99–104, Vocabulary reference p 105–115, Conversation reference and practice p116–119, Scripts p120–127
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How to use this coursebook
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video and over 300 
interactive activities.

Every unit of this book is divided into sections, with 
clear, practical goals for learning.

The fi rst four pages of the unit help you build your 
language skills and knowledge. These pages include 
speaking, listening, reading, writing, grammar, 
vocabulary and pronunciation activities. They are 
followed by a Target activity which will help you put 
together what you have learned.

The Explore section of the unit begins with a Keyword, 
which looks at one of the most common and useful 
words in English. It also includes either an Across 
cultures or an Independent learning section, and 
then an Explore speaking or Explore writing task. 
The Explore section gives you extra language and 
skills work, all aiming to help you become a better 
communicator in English and a more effective learner. 

The Look again section takes another look at the target language for the unit, 
helping you to review and extend your learning. 
Sometimes you will also fi nd this recycling symbol with the goals, to show when 
a particular goal is not new but is recycling language that you have met before.

The e-Portfolio DVD-ROM contains useful reference material for 
all the units, as well as self-assessment to help you test your own 
learning, and Wordcards to help you test your vocabulary learning.
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You can do more practice by 
yourself using the Self-study Pack, 
which includes a workbook and 
interactive DVD-ROM.
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This symbol shows you when you can hear and practise the 
correct pronunciation of key language, using the audio CD.     
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ContentsContents
Goals Language Skills Explore 

pages
7–9

About you
 introduce yourself
 ask for and give personal 
information

 fi ll in a form
 say what you can do

Grammar
Subject pronouns, 

possessive adjectives p9
can for ability p9

Vocabulary
Countries and languages p7
Introducing yourself p7
Letters, numbers, 

addresses p8
Personal information p9

Listening
Agata enrols on a course p8    

Speaking
Enrol on a course p9

pages
10–17

People in your life
  introduce people
  say who people are
  talk about present and past jobs
  say how you know people
  ask people to repeat
  ask questions to check 
information

Target activity
  Talk about someone you know 

well

Grammar
Possessive ‘s (singular) 

p10
be present: am, is, are p11
be past: was, were p13

Vocabulary
People you know p10
Talking about jobs p13
How you know people p14

Pronunciation
Syllables p10

Listening
Rob’s family and friends p10 
Michel’s and Donna’s friends 

p14   

Reading
Life’s work p12

Speaking
Introductions p11
Talk about relationships p11
Talk about jobs p13

Keyword OK

EXPLORESpeaking
  ask people to repeat
  ask questions to check 
information

Across cultures
Greetings

Look again 
Spelling and sounds: 
Vowels and consonants

pages
18–25

Away from home
  make and respond to requests
  make and respond to offers
  say what your interests are
  say what you want to do

Target activity
 Take care of a guest

Grammar
a, an, some p19
Present simple: positive 

sentences p21

Vocabulary
Offers and requests p19
Interests and wants p21
Taking care of a guest p22

Pronunciation
Word stress 1 p19

Listening
What do you miss? p18
Carly asks for things p18

Reading
Sofasurfi ng.com p20

Reading and Listening
Erkan’s guest p22

Speaking
Ask for something p19

Writing
Profi le for a website p21

Keyword in

EXPLOREWriting
  write a letter or email 
requesting something

Capital letters

Independent learning
Finding information

Look again 
Spelling and sounds:
Two consonants together

pages
26–33

Your time
  say what you do in your free 
time

  say what you like and dislike
  talk about habits and customs
  make and respond to 
invitations

Target activity
 Invite someone out

Grammar
Subject and object 

pronouns p26
Present simple: negative 

sentences p27, 
questions p29

Possessive ‘s and s’ p28

Vocabulary
Free time activities p27
Adverbs of frequency p28
Invitations p30

Pronunciation
Word stress 2 p29

Reading
Happiness is … p26

Listening
Min’s and Paul’s New Year p28
Invitations p30

Speaking
Your free time p27
Your New Year p29
Special occasions p29

Writing
For me, happiness is … p27

Keyword go

EXPLORESpeaking
 take a phone message
 ask people to repeat and 
speak more slowly

 show you understand

Across cultures
Conversation ‘dos and 

don’ts’

Look again 
Spelling and sounds:
ch, tch and sh

pages
34–41

Changes
 talk about past events
 talk about fi rst times
 talk about trips
 talk about important events in 
your life

Target activity
 Talk about an important event

Grammar
Singular, plural p34
Past simple verbs p35
Past simple p37

Vocabulary
Past time expressions p35
Things for a trip p36
Good and bad experiences 

p38

Pronunciation
Sentence stress 1 p37

Reading
Three small things that 

changed the world p34

Listening
Sang-mi’s business trip p36
From Nigeria to Scotland p38

Speaking
Your technology fi rsts p35
Did you have a good time? p37

Keyword have

EXPLOREWriting
  write a personal letter or 
email giving news

Punctuation

Independent learning
Self-study

Look again 
Spelling and sounds: th

111111

222222222

333333333333

4444444

pagesIn
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Goals Language Skills Explore

pages
42–49

Your space
 talk about cities and 
neighbourhoods

 talk about homes
 fi nd information in adverts for 
rooms

Target activity
 Rent a room

Grammar
There is, there are p45

Vocabulary
Places p42
Describing places p43
Prepositions of place p43
Things in the home p44
Adverts for rooms p46

Pronunciation
Sentence stress 2 p45

Reading
I live here but I work 800 

kilometres away p42
DublinCapitalRentals.com p46

Listening
House-sitting p44
Alicja looks for a room p46

Speaking
Describe places you know p43
Where you live p43
Rooms in your home p44

Writing and speaking
House-sit for a friend p45

Keyword on

EXPLORESpeaking
 show interest in a 
conversation

Across cultures
Personal space

Look again 
Spelling and sounds:
Final e

pages
50–57

What would you like?
 buy things in shops
 talk about shopping and food
 talk about preferences and give 
reasons

 order a meal

Target activity
 Order a meal

Grammar
Countable and 

uncountable nouns p53

Vocabulary
Shops and shopping p50
Buying things p51
Food p52
Talking about preferences 

and giving reasons p53
Ordering food p54

Pronunciation
Sentence stress 3 p51

Listening and speaking
About shopping p50

Listening
Jon in the shopping centre p51
At an airport café p54

Reading
Weird fruit and veg p52

Speaking
Buy things in shops p51
Talk about food p53

Keyword this, that, these, 
those

EXPLOREWriting
  write short practical 
requests and reminders

and, but

Independent learning
Using a dictionary

Look again 
Spelling and sounds: ou

pages
58–65

Work-life balance
 talk about work and studies
 describe present activities
 say why you can’t do things

Target activity
 Explain what you do

Grammar
Present progressive p61     

Vocabulary
Work and studies 1 p58
spend p59
Saying you’re busy p60
Work and studies 2 p62

Pronunciation
The schwa sound 1 p60

Reading
So what do you do all day? p58, 

p125

Listening
Dean on the phone p60
What do you do? p62

Speaking
Your work-life balance p59
Say you’re busy p61
What you’re doing p61

Writing
Your work and studies p58

Keyword of

EXPLORESpeaking
 say you’re not sure about 
facts and numbers

Across cultures
Workplaces

Look again 
Spelling and sounds: c

pages
66–73

What’s she like?
 talk about your family
 describe people’s personality
 describe people’s appearance
 describe relationships

Target activity
 Describe someone you admire

Grammar
have got p69

Vocabulary
Family p66
Personality p67
Appearance p69
Relationships p70

Pronunciation
The schwa sound 2 p66

Listening
Onyinye’s family p66
Someone I admire p70

Reading
How we met p66, p126 
Changing image p68

Speaking
Your family p66
People in your life p67
Fashion and image p68
Describe people p69

Writing
Describe a famous person p69

Keyword like

EXPLOREWriting
  write a web posting 
giving an opinion

so

Independent learning
Reading the phonemic 

script 1: consonants

Look again 
Spelling and sounds: ee, 

ea, ie

pages
74–81

Getting around
 get information in places you 
visit

 compare ways of travelling 
 buy a travel ticket

Target activity
 Buy a ticket

Grammar
Comparatives and 

superlatives p76

Vocabulary
Using transport p74
Getting information p75
Prepositions of movement 

p77
Buying a ticket p78

Pronunciation
Sentence stress and /ə/ p75

Listening
Vijay visits Lucknow p74
Vijay buys a ticket p78

Reading
One-wheeled wonder p76

Speaking
Getting around p74
Ask for information p75

Writing and speaking
A journey you like p77

Keyword get

EXPLORESpeaking
 correct yourself and 
other people

 check and summarise 
information

Across cultures
Transport culture

Look again 
Spelling and sounds:
Double consonants

55

66666666

777

99999999

8888888888
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ContentsContents
Goals Language Skills Explore

pages
82–96

Getting together
 talk about fi lms
 fi nd information in a cinema 
programme

 make and respond to 
suggestions

 make arrangements to meet

Target activity
 Arrange a fi lm night

Grammar
Present progressive for 

future arrangements 
p85

Vocabulary
Films p82
Suggestions p83
Talking about fi lms p86

Pronunciation
Compound nouns p85

Reading
International Film Week p82
Jon and Kimiko’s messages p84     

Listening
Jon and Mia choose a fi lm p83
Jon and Kimiko’s phone call p84
A fi lm night p86

Speaking
Choose a fi lm to see p83
Arrange to meet p85

Keyword about

EXPLOREWriting
  write and reply to an 
invitation

 write a thank-you note
Ellipsis

Independent learning
Reading the phonemic 

script 2: vowels

Look again 
Spelling and sounds: g

pages
90–97

Journeys
 check in and board a fl ight
 tell a story
 talk about a journey

Target activity
 Describe a journey

Grammar
Articles p92

Vocabulary
Airports p90
Storytelling expressions 

p93
Talking about a journey p94

Pronunciation
Polite intonation p91

Listening
Belinda at the airport p91
Sam’s journey p94

Reading
Help! A traveller’s tale p92

Speaking
At an airport p91
Tell a story p93

Keyword at

EXPLORESpeaking
 ask questions to develop 
a conversation

 change the topic of a 
conversation

Across cultures
Saying sorry

Look again 
Spelling and sounds: ng

pages
98–105

Are you OK?
 talk about health
 buy things in a pharmacy
 understand instructions on 
medicines

 give advice

Target activity
 Give advice

Grammar
Giving advice with if p101

Vocabulary
The body and health p98
Giving advice p101
Giving reasons for advice 

p102

Pronunciation
Linking consonants and 

vowels 1 p99

Listening and reading
Marc at the pharmacy p99

Reading
Home remedies p100
Stay healthy in the workplace 

p102  

Speaking
Role play: At a pharmacy p99
Remedies for a cold p101

Keyword take

EXPLOREWriting
  write an email or note 
apologising

Independent learning
Learning collocations

Look again 
Spelling and sounds: ay, ai

pages
106–113

Experiences
 talk about experiences
 say what you’ve never done 
and always wanted to do

 talk about places you’ve been to
 fi nd out information about 
things

Target activity
 Get information and 

recommendations

Grammar
Present perfect verbs p107
Present perfect p109

Vocabulary
Sights p108
Getting information p110

Pronunciation
Linking consonants and 

vowels 2 p109

Reading
Happy to say, I’ve never… p106
The people behind the places 

p108, p123, p127    

Listening
I’ve always wanted to … p107
Have you been to …? p108
Advice about restaurants p110

Speaking
When was the last time ... ? p106
I’ve always wanted to … p107
Places you’ve been p109

Writing
Things you’ve never done p107

Keyword thing

EXPLORESpeaking
 start and fi nish 
conversations in different 
situations

Across cultures
Your experiences

Look again 
Spelling and sounds: wh-

pages
114–121

Choices
 give opinions
 talk about hopes and plans
 make decisions

Target activity
 Plan a weekend break

Grammar
be going to, be hoping to, 

would like to p117

Vocabulary
too much, enough, not 

enough p115                       
Life changes p116
Planning p118

Pronunciation
Review p115

Reading
Keep your brain in top 

condition p114

Listening
Barry Cox p116
Weekend in La Mauricie p118    

Speaking
Your lifestyle p115
Game: Hopes and plans p117

Keyword really

EXPLOREWriting
  write a letter or email to 
an old friend

Time expressions

Independent learning
How can you learn 

languages?

Look again 
Spelling and sounds:
Silent consonants

Activities pages 122–130, Grammar reference and practice pages 131–142, Vocabulary reference pages 143–147, Scripts pages 148–159
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How to use this coursebook

The DVD-ROM contains 
video and over 300 
interactive activities.

Every unit of this book is divided into sections, 
with clear, practical goals for learning.

The fi rst four pages of the unit help you build your 
language skills and knowledge. These pages include 
speaking, listening, reading, writing, grammar, 
vocabulary and pronunciation activities. They are 
followed by a Target activity which will help you put 
together what you have learned.

The Explore section of the unit begins with a Keyword, 
which looks at one of the most common and useful 
words in English. It also includes either an Across 
cultures or an Independent learning section, and 
then an Explore speaking or Explore writing task. 
The Explore section gives you extra language and 
skills work, all aiming to help you become a better 
communicator in English and a more effective learner. 

The Look again section takes another look at the target language for the unit, 
helping you to review and extend your learning. 
Sometimes you will also fi nd this recycling symbol with the goals, to show when 
a particular goal is not new but is recycling language that you have met before.

This symbol shows you when you can hear and practise the 
correct pronunciation of key language, using the audio DVD-ROM.     

The e-Portfolio DVD-ROM contains useful reference material for 
all the units, as well as self-assessment to help you test your own 
learning, and Wordcards to help you test your vocabulary learning.

You can do more practice by 
yourself using the Self-study Pack, 
which includes a workbook and 
interactive DVD-ROM.

P
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ContentsContents
Goals Language Skills Explore

pages
7–9

Me and my life
  introduce and talk about 
yourself

  talk about needs, wants 
and reasons

Vocabulary
Your life p7
Needs, wants and 

reasons p8

Listening
Kate talks about her life p7
Learning a language p8

Speaking
Talk about your life p7
Give reasons p9

pages
10–17

Play
  talk about music
  talk about what to do in 
your free time

  talk about past events and 
present activities

  talk about sport and 
exercise

  talk about your interests 
and how they started

Target activity
 Talk about an interest

Vocabulary
Talking about music p10
Deciding what to do p11
Sports and exercise p13
Talking about interests p14

Grammar
Present simple, past 

simple, present 
progressive p12

Pronunciation
Word stress p13

Listening
Music in Trinidad and Tobago p10
Li talks about motorbikes p14

Reading
Interview with Ruben Gonzalez 

p12    

Reading and listening
WOMADelaide p11 

Speaking
Music and you p10
Choose an event to attend p11
Michelle Sung Wie, Vincent 

Mantsoe p12
Sports and exercise p13

Keyword so

Across cultures
Culture shock

EXPLOREWriting
  write messages of request 
and information to different 
people

Look again 
Spelling and sounds 
or, wor-

pages
18 - 25

Work and studies
  talk about personal 
experience

  talk about your studies
  talk about your work
  Join a job agency

Target activity
 Have an interview

Vocabulary
Studying p18
Working conditions p21
Presenting yourself p22

Grammar
Present perfect 1 – for 

experience p19
Present perfect 2 – with for 

and since p21

Pronunciation
Sentence stress p19

Listening
Lifelong learning p18
Interview at a job agency p22

Reading
The Workplace > chat p20

Speaking
Past and present studies p19
Educational experiences p19
The work quiz p20
Working conditions p21
Life experiences p21

Keyword for

Independent learning
Noticing and recording 

collocations

EXPLORESpeaking
  ask people to repeat, spell 
things and slow down

  show you understand
  take a phone message

Look again 
Spelling and sounds
Words with -er, -or, -ar, -our

pages
26–33

How’s your food?
  give opinions
  talk about food and eating
  order a meal in a 
restaurant

  make suggestions

Target activity
 Plan a meal

Vocabulary
Giving opinions p26
Food and meals p27
Ordering a meal p29
Making suggestions p30

Grammar
Nouns with prepositional 

phrases p29

Pronunciation
Schwa /ə/ sound p29

Listening
Planning a barbecue p30

Reading
In defence of supermarkets p27

Reading and listening
Eating out p28

Speaking
Where you buy food p26
Food and food shopping p27
Order a meal p29
Describe a recent meal p29

Keyword with

Across cultures
Mealtimes

EXPLOREWriting
  give and understand written 
instructions

Look again 
Spelling and sounds
oi, oy

pages
34–41

Encounters
  use a taxi
  describe past events
  tell a story 
  tell a travel anecdote

Target activity
 Tell stories about 

memorable
 meetings

Vocabulary
Taxis p34
Getting a taxi p35
Linking a story p37
Starting a story p38

Grammar
Past progressive p37

Pronunciation
Sentence stress and 

schwa /ə/ p35

Listening
Two journeys by taxi p35
Memorable meetings p38

Reading
Hack: a taxi driver’s blog p36

Speaking
Taxis p34
Get a taxi p35
Tell a story: the ten-dollar bill 

p37 

Keyword back

Independent learning
English outside the classroom

EXPLORESpeaking
  show interest in a 
conversation

  develop a conversation by 
asking questions and giving 
longer answers

Look again 
Spelling and sounds gh 
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ContentsContents
Goals Language Skills Explore

pages
42–49

Money
 change money
 understand instructions on 
a cash machine

 pay for things in different 
places

 talk about rules and 
obligations

 give advice

Target activity
 Give advice to a visitor

Vocabulary
Money p42
Paying for things p43
Giving advice p46

Grammar
have to, can p45

Pronunciation
Linking consonants and 

vowels 1 p43

Listening
At a bureau de change p42
Thiago in Scotland p43
Advice for visitors p46

Reading
Cash machine p42
A new kind of banking? p44
Borrower success stories p44, 

p124

Speaking
Change money p42
Buy things p43
Grameen Bank p44
Success stories p45
Laws in your country p45

Keyword it

Across cultures
Money

EXPLOREWriting
 write an email or letter 
giving advice to a visitor

Look again 
Spelling and sounds
-tion, -ssion, -cian

pages
50–57

Energy
 talk about present habits
 talk about weather
 make comparisons
 express preferences

Target activity
 Do a survey

Vocabulary
Household chores p50
Talking about habits p51
Weather p52
Expressing preferences p54

Grammar
Comparing things p53

Pronunciation
Words with -er and -est p53

Listening
Weather: Moscow, Kolkata p52
Fitness centre survey p54

Reading
The treadmill, The cycle washer 

p50, p124

Speaking
Who does the chores? p50
Your habits p51
Comparing regions p53

Keyword do

Independent learning
Reading the phonemic script

EXPLORESpeaking
 speak more politely by 
being less direct

Look again 
Spelling and sounds 
-able and -ible 

pages
58–65

City life
 make guesses and 
predictions

 make recommendations
 give directions
 get information in a tourist 
offi ce

Target activity
 Get tourist information

Vocabulary
The environment p59
Giving directions p61
Getting tourist information 

p62

Grammar
will, might, may p59
Real conditionals p60

Pronunciation
Linking consonants and 

vowels 2 p61

Listening
How can I get there? p61
What should I see? p62

Reading
The urban world in 2050 p58 
Amsterdam Travel Guide p60

Speaking
The environment p59
Life in 2050 p59
Recommendations p60
Give directions p61

Keyword will

Across cultures
Tourism

EXPLOREWriting
 write a description of a 
place

Look again 
Spelling and sounds 
ui, uy

pages
66–73

Things
 ask about and buy things
 describe objects
 talk about possessions

Target activity
 Talk about a favourite 

possession

Vocabulary
Buying things p66
Describing objects p69
Talking about a possession 

p70

Grammar
some, any p67
Passives p69

Pronunciation
Contrastive stress p67

Listening
At Portobello Market p66
Favourite possessions p70

Reading
Mysteries.com p68

Speaking
At a market stall p67 
Classroom objects p69
Mysterious objects p69

Keyword by

Independent learning
Ways of reading

EXPLORESpeaking
 explain words you don’t 
know

Look again 
Spelling and sounds
ow

pages
74–81

Feelings
 say how you feel
 give and respond to 
different kinds of news

 thank people and apologise
 ask for news

Target activity
 Catch up with friends

Vocabulary
yawn, laugh … p74
Extreme adjectives p75
Reacting to news, thanking, 

apologising p76
Asking for news p78

Grammar
Present perfect 3 – giving 

news p77

Pronunciation
Intonation – speaking with 

emotion p77

Listening
Just good friends p76
Two friends catch up p78

Reading
Why do people laugh? yawn? 

cry? p74, p125, p130

Speaking
How did you feel? p75
Role play: Jean-Paul and 

Rachel p77   
What’s happened? p77

Keyword just

Across cultures
Gestures

EXPLOREWriting
 write an email or note of 
apology

Look again 
Spelling and sounds
-ge, -dge, -age

55

66666

77
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ContentsContents
Goals Language Skills Explore 

pages
82–89

Getting organised
 book a room and check 
into a hotel

 talk about plans and 
arrangements

 make and change 
arrangements

Target activity
 Arrange to meet up

Vocabulary
Hotel facilities p82
Staying in a hotel p83
Arranging to meet up p86

Grammar
Future plans and 

arrangements p85

Pronunciation
Intonation in questions p85

Listening
A room in Kuala Lumpur p83
Leonardo and Min’s plans p85
A change of plan p86

Reading
Remember me? p84

Speaking
Book a room, check in p83
Plans and arrangements p85

Keyword make

Independent learning
Improve your listening

EXPLORESpeaking
 use questions to preface 
invitations and requests

Look again 
Spelling and sounds
au, aw

pages
90–97

Spaces
 talk about homes and 
housing

 describe imaginary 
situations

 discuss pros and cons
 talk about ways to solve 
problems

Target activity
 Talk about a problem

Vocabulary
Describing homes p90
Talk about pros and cons 

p93
Solving problems p94

Grammar
would p91

Pronunciation
Groups of words 1 p93

Listening
Moving home p91
Eva’s problem p94

Reading
Architect of the future? p92 

Speaking
Describe your home p91
Your ideal home p91
Le Corbusier’s ideas p93
Your area: pros and cons p93

Keyword there

Across cultures
Neighbours

EXPLOREWriting
 write a letter or email of 
complaint

Look again 
Spelling and sounds 
ck, k, ch, qu

pages
98–105

People and places
 say where places are
 describe countries
 talk about people’s lives 
and achievements

Target activity
 Talk about people and 

places in your country

Vocabulary
Location p98
Describing a country p99
Life and achievements p100
Expressions with know p102

Grammar
Infi nitives and gerunds p101

Pronunciation
Stress in verbs p101

Listening
Akebono, sumo wrestler p100
Lech Wałȩsa, Kraków p102

Reading
The Vatican City, Tuvalu p99, 

p127

Speaking
Describe where places are p98
Three small countries p99
Talk about your life p100
Hopes and plans p101

Keyword to

Independent learning
Guessing what words mean

EXPLORESpeaking
 use vague language

Look again 
Spelling and sounds
-ent, -ant 

pages
106–113

Now and then
 talk about electronic 
gadgets you use

 use the phone in different 
situations

 talk about past habits and 
states

Target activity
 Talk about technology and 

change

Vocabulary
How I feel about gadgets 

p106
Telephone expressions p107
Comparing past and 

present p110

Grammar
used to, would p109

Pronunciation
Groups of words 2 p107

Listening
Electronic gadgets p106 
Christine’s phone calls p107

Reading
childhoodbeliefs.com p108
Living your life online p110

Speaking
Gadgets you use p106
Role play: phone calls p107
Childhood memories p109

Keyword time

Across cultures
Time

EXPLOREWriting
 write about a memory

Look again 
Spelling and sounds
ei, ey

pages
114–121

A matter of opinion
 express and respond to 
opinions

 have a discussion
 discuss imaginary 
situations

 take part in a meeting

Target activity
 Have a debate

Vocabulary
Expressing opinions p115
Responding to opinions 

p155

Grammar
Real and unreal 

conditionals p117

Pronunciation
Groups of words 3 p117

Listening
Argument about boxing p114    

Reading
Ways to reduce your kitchen’s 

carbon footprint p116   
A new airport p118 

Speaking
Give opinions p115
Agree and disagree p115
Nandita’s blog p116
Our carbon footprint p117

Keyword would

Independent learning
Improve your speaking

EXPLORESpeaking
 use expressions to soften 
opinions and disagreements

Look again 
Spelling and sounds
-le, -el, -al, -ul

Activities pages 122–131, Grammar reference and practice pages 132–142, Scripts pages 143–158
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3.1 goals
 talk about a business idea

 talk about hopes, dreams and ambitions

5

How to use this coursebook

The DVD-ROM contains 
video and over 300 
interactive activities.

333 EXPLOREEXPLOREEXPLORE

Across cultures Attitudes to success
LISTENING 1 1.29  Listen to Mariama and Remco talking about attitudes to success.

1 How does Mariama feel about talking about her 
achievements?

2 What two examples does Remco give to explain 
his attitude to success?

2 1.29  Listen again. Are sentences 1–4 true or false?

Mariama
1 She says her American friends are happy to talk 

about what they’ve achieved.
2 She thinks British attitudes are similar to those of 

Every unit of this book is divided into sections, 
with clear, practical goals for learning.

The fi rst four pages of the unit help you build your 
language skills and knowledge. These pages include 
speaking, listening, reading, writing, grammar, 
vocabulary and pronunciation activities. They are 
followed by a Target activity which will help you put 
together what you have learned.

The Explore section of the unit begins with either a 
Keyword page, which looks at one or two of the most 
common and useful words in English, or an Across 
cultures page, and then an Explore speaking or Explore 
writing page. The Explore section gives you extra 
language and skills work, all aiming to help you become 
a better and more culturally aware communicator in 
English. 

The Look again section takes another look at the target language for the unit, 
helping you to review and extend your learning. 
Sometimes you will also fi nd this recycling symbol with the goals, to show when 
a particular goal is not new but is recycling language that you have met before.

This symbol shows you when you can hear and practise the 
correct pronunciation of key language, using the audio CD.     

The e-Portfolio DVD-ROM contains useful reference material for 
all the units, as well as self-assessment to help you test your own 
learning, and Word cards to help you test your vocabulary learning.

You can do more practice by 
yourself using the Self-study Pack, 
which includes a workbook and 
interactive DVD-ROM.

3333333
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READING

Success
Great ideas
1  You’re going to read about an inventor. Which of these 

facts do you think are about the inventor of:

• karaoke?  • the iPod?

a He never became rich from his invention.
b He’s shy and doesn’t usually do interviews.
c He made people listen to music in a different way.
d He used his invention to celebrate his 59th birthday.
e He was a drummer in a band.
f He has also designed computers.

2  Work in A/B pairs. A, read the article below and B, read 
the article on p119 to check your ideas.

3.1 goals
 talk about a business idea

 talk about hopes, dreams and ambitions

1 Karaoke is a $10 billion-a-year 
industry, but the man who invented it 
has made almost no money out of it. 
Inoue Daisuke came up with the idea 
in 1971. He could have become one of 
the richest men in Japan, but he didn’t 
patent his idea and doesn’t seem 
worried about the lost opportunity. 
‘I took a car stereo, a coin box and a 
small amplifi er to make the karaoke,’ 
says the 65-year-old in his small 
offi ce in Osaka. ‘Who would consider 
patenting something like that?’
2 In the early 1970s, Inoue was a 
drummer in a bar band with six 
colleagues, playing in local clubs in 
Kobe. They played for middle-aged 
businessmen who wanted to sing 
traditional Japanese songs. Inoue 
says, ‘Out of 108 club musicians in 
Kobe, I was the worst! And the clients 
in my club were the worst singers!’

3 One day, one of his clients asked 
Inoue to play for him on an overnight 
trip. Inoue, unable to leave his job, 
gave him a tape of the backing music 
instead. That night, the businessman 
gave an emotional performance and 
karaoke (meaning ‘empty orchestra’) 
was born.
4 Inspired by this success, Inoue made 
11 boxes with tapes and amplifi ers, 
and began renting them to bars in 
Kobe in 1971. His plan was to make 
a bit of money but he never thought 
the idea would be so popular. In fact, 
karaoke was soon picked up by larger 
companies and through the 1980s and 
1990s, it swept across Asia, the US and 
Europe. Then in 1999, Time Magazine 
called Inoue one of the 20th century’s 
most infl uential people, saying he had 
completely changed nightlife. ‘Nobody 
was as surprised as me,’ he says.

5 Inoue himself only used a karaoke 
machine for the fi rst time to 
celebrate his 59th birthday. These 
days, he makes a living selling a 
cockroach repellent for the machines. 
‘Cockroaches get inside the machines, 
build nests and eat the wires,’ he 
says. He’s very excited about his next 
venture. ‘My dream,’ he says, ‘is to 
train Japanese pet-owners to take 
better care of their pets.’ Friends say 
he is the ideas man, while his wife, 
who works in the same Osaka offi ce, 
helps bring the ideas to life.

3 a A, complete the summary of this article; B, complete the summary on p119.

1 Inoue Daisuke invented karaoke, but he didn’t …
2 He was a drummer in a band which …
3 The idea for karaoke started when Inoue gave ...
4 Over the next twenty years karaoke became ... Inoue was surprised when …
5 Now, Inoue … In the future, he ...

 b Tell each other about your articles. How are the two men similar or different?

Mr Song and Dance Man

3.13.1
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SPEAKING

VOCABULARY
Talking about a 
business idea

VOCABULARY
Hopes, dreams 
and ambitions

PRONUNCIATION
Schwa /ə/

SPEAKING

4  Look at the sentences from the articles. Match 1–3 with topics a–c.

a a description of the product
b the fi nancial success of an idea  
c the start of a project or invention

1 Inoue Daisuke came up with the idea in 1971.
 He didn’t patent his idea.

2 You can use it to store thousands of songs.
 Critics said it looked fantastic and was easy to use.

3 The man … has made almost no money out of it.
 He makes a living selling a cockroach repellent.

5  Complete the questions with verbs from the highlighted expressions in 4 in the 
correct form.

1 How did Inoue Daisuke  up with his idea?
2 Why didn’t he  his invention?
3 Do you think Jonathan Ive  a lot of money out of the iPod?
4 What do you think is the easiest way to  a living?
5 Is it more important that a gadget is easy to use or  fantastic?

6  Ask and answer the questions together.

Hopes, dreams and ambitions
1  What’s Inoue Daisuke’s dream for the future? 

What do you think of his idea?

2  1.22  Listen to Aminata, Eduardo and Elisa 
talking about their hopes, dreams and ambitions. 
Match each speaker to one of the pictures A–C.

3  1.22  Listen again. Complete sentences 1–8 with a–h. P

Aminata
1 One day, I’d like to
2 At some point, I’d absolutely love to
3 I’m thinking of 

a taking some lessons.
b be comfortable in the water.
c learn to swim.

Eduardo 4 I’m considering
5 My dream is to 

d be a guitar player.
e doing a degree in music.

Elisa
6 My aim is to
7 My ambition is to
8 I’ve always wanted to 

f live in Tokyo for a year.
g train at the JKA dojo.
h go there next year. 

4  Choose fi ve of the highlighted expressions from 3. Write sentences about your 
hopes, dreams and ambitions.

One day, I’d like to travel around the world.

5 a 1.23  Listen to sentence 1 above. What kinds of word are usually stressed? What 
kinds of word often have a schwa?

One day, I’d like to learn to swim.

 b Mark the stressed syllables and schwa sounds in sentences 2–8 above.

 c 1.24  Listen and read the script on p148 to check. Practise saying the sentences.

6  Talk to your partner about your hopes, dreams and ambitions. Do you think you can 
both achieve your ambitions?

7  Tell the class something interesting your partner wants to do in the future.

A

B

C

P
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ContentsContents
Goals Language Skills Explore

pages
6–13

Media around the world
  talk about entertainment media
  talk about habits
  express preferences
  talk about information media
  evaluate ideas
  make recommendations
  describe a book or TV show

Target activity
 Describe a book or a TV show

Vocabulary
Habits and preferences p6
Talking about facts and 

information p8
Evaluating and 

recommending p9
Describing books and TV 

shows p10

Grammar
Talking about the present p7

Pronunciation
Common pairs of words 1 p7

Listening
TV and radio habits p6
What’s on TV? p7
Four people describe books 

and TV shows p10

Reading
Can you believe what you 

read? p8

Writing and speaking
Media habits p7

Speaking
Is it true? p9
Make recommendations p9

Across cultures
Intercultural 

experiences

EXPLOREWriting
  write a book review 
for a website

Look again 
Spelling and sounds: /f/

pages
14–21

Good communication
  talk about methods of 
communication

  express opinions
  talk about using the Internet
  speculate about the present and 
future

  speculate about consequences

Target activity
 Discuss an issue

Vocabulary
Expressing opinions p15
It’s + adjectives p15
Using the Internet p16
Expressing probability p17
Speculating about 

consequences p18

Grammar
will, could, may, might p17

Pronunciation
Sentence stress p15

Listening
Keeping in touch p14
Eric and Graham discuss a 

management decision p18

Reading
Online friendships p16
Email Survival Guide p18

Speaking
Express opinions p15
Socialising online p17
Is it likely? p17

Keywords so, such

EXPLORESpeaking
  ask for clarifi cation
  clarify what you’re 
saying

Look again 
Spelling and sounds: /tʃ/

pages
22–29

Success
  talk about a business idea
  talk about hopes, dreams and 
ambitions

  talk about abilities
  talk about achievements
  take part in an interview

Target activity
 Sell an idea

Vocabulary
Talking about a business idea 

p23
Hopes, dreams and 

ambitions p23
Abilities p24
Facts and feelings p26

Grammar
Present perfect and time 

expressions p25

Pronunciation
Schwa /ə/ p23

Listening
I’ve always wanted to ... p23
I’m most proud of ... p25
Olga’s ‘easybag’ p26

Reading
Inventors: karaoke; the iPod 

p22
What is intelligence? p24

Speaking
Business ideas p23
Your hopes, dreams and 

ambitions p23
Your achievements p25

Across cultures
Attitudes to success

EXPLOREWriting
  take notes

Look again 
Spelling and sounds: /s/

pages
30–37

What happened?
  talk about accidents and injuries
  explain how something happened
  talk about natural events
  describe a dramatic experience
  say how you feel about an 
experience

Target activity
 Describe a dramatic experience

Vocabulary
Accidents and injuries p31
Saying how something 

happened p31
Natural events p32
Adverbs for telling stories p33
Common verbs in stories p34

Grammar
Narrative verb forms p32

Pronunciation
Groups of words 1 p33

Listening
Ouch! Five accidents p31
Stories: tsunami; eclipse p32
Megan’s accident p34

Reading
Why so clumsy? p30

Speaking
Quiz: Safety fi rst p30
What happened? p31
Retelling a story p33

Keyword over

EXPLORESpeaking
  refer to an earlier 
topic or conversation

Look again 
Spelling and sounds: /k/

pages
38–45

A change of plan
  discuss plans and arrangements
  make offers and promises
  talk about something that went 
wrong

  talk about changes of plan
  catch up with old friends’ news

Target activity
 Attend a reunion

Vocabulary
be supposed to, be meant 

to p38
no chance, no way p41
Catching up p42

Grammar
Future forms p38
Future in the past p41

Pronunciation
Common pairs of words 2 p39

Listening
Locked out p38
Pierre and Munizha talk 

about fate p40
Maggie’s story p41
Carolina and Iqbal catch up p42 

Reading
True Story competition p40

Speaking
Ask a friend for help p39
Changes of plan p41

Across cultures
Saying no

EXPLOREWriting
  make offers and 
promises in emails 
or letters

  refer back in emails 
or letters 

Look again 
Spelling and sounds: /r/
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3333333

444444444444

5555555555555
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Goals Language Skills Explore

pages
46–53

Let me explain
 give advice
 talk about how you manage money
 give detailed instructions
 give reasons for advice

Target activity
 Give expert advice

Vocabulary
Linking expressions p46
Multi-word verbs: managing 

money p47
Using equipment p48
Giving reasons p50

Grammar
Verb + -ing p49

Pronunciation
Linking consonants and 

vowels p49

Listening
Vishal phones a computer 

helpline p48
Managing money p50

Reading
How I lived on £1 a day pp46–7
Misunderstandings p48

Speaking
Are you good with money? p47
Give instructions p49
Give advice p49

Keyword mean

EXPLORESpeaking
 say you don’t 
understand

 ask for help
 explain something

Look again 
Spelling and sounds /ɔ/

pages
54–61

Personal qualities
 describe qualities you need for 
different activities

 describe personality
 make comparisons
 say how a person has infl uenced 
you

Target activity
 Talk about people who have 

infl uenced you

Vocabulary
Personal qualities p55
Matching people to jobs and 

activities p55
Personality p57
Describing someone’s 

infl uence p58

Grammar
Comparing p57

Pronunciation
Contrastive stress p57

Listening
Interview with a dancer p55
Five different pets p56
Tara talks about her role 

models p58

Reading
Interview: Carlos Acosta p54
Pets and their owners p56

Writing and speaking
5-minute interviews p54

Speaking
Match people to jobs p55
Compare people you know p57

Across cultures
Roles in life

EXPLOREWriting
 compare and 
contrast two 
alternatives

 organise ideas 1

Look again 
Spelling and sounds /i/

pages
62–69

Lost and found
 talk about attitudes to possessions
 describe objects
 talk about unexpected travel 
situations

 discuss options and decide what 
to do

 make deductions

Target activity
 Find something at lost property

Vocabulary
Multi-word verbs: tidying and 

cleaning p63
Describing products p63
Travel situations p64
Describing objects p66

Grammar
Modals of deduction and 

speculation p65

Pronunciation
Emphatic stress p65

Listening
Alice and Javier’s nightmare 

journey p64
Lost property p66

Reading
Declutter your life! p62

Writing and speaking
Freecycle p63

Speaking
Travel problems p64
Find your way home p65

Keyword have

EXPLORESpeaking
 describe objects you 
don’t know the name 
of

 use vague language 
to describe things

Look again 
Spelling and sounds /ɑ/

pages
70–77

Make up your mind
 describe problems in the home
 discuss solutions
 talk about decision-making
 discuss the consequences of 
decisions

 negotiate

Target activity
 Reach a compromise

Vocabulary
Problems in the home p70
Discussing problems and 

solutions p71
Decision-making p72
Negotiating p74

Grammar
Real and unreal conditionals 

p73

Pronunciation
Groups of words 2 p73

Listening
What shall we do? p71
A new business p73
Flatmates p74

Reading
Blogs: domestic disasters p70
Six Thinking Hats p72

Speaking
Solve domestic problems p71
Discuss decisions p72
Consequences p73

Across cultures
Dealing with confl ict

EXPLOREWriting
 write a web posting 
explaining an 
argument

 organise ideas 2

Look again 
Spelling and sounds //

pages
78 –85

Impressions
 talk about memory
 talk about what you remember
 talk about complaining
 complain about goods or services
 ask for a refund or replacement 
and explain why

 make a complaint politely

Target activity
 Resolve a dispute

Vocabulary
Remembering an event p78
Problems with things you’ve 

bought p80
Softeners p82

Grammar
Verb patterns p79
Present perfect simple and 

progressive p81

Pronunciation
Intonation in questions p81

Listening
Hiromi witnesses a crime p78
Complaining in different 

countries p80
Mariah makes a complaint p80
Good neighbours? p82

Reading
The problem with witnesses 

p79

Speaking
Can you remember ... ? p79
Complain about something 

you’ve bought p81

Keyword of

EXPLORESpeaking
 add comments to say 
how you feel

Look again 
Spelling and sounds /u/
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ContentsContents
Goals Language Skills Explore 

pages
86–93

Truth and lies
 relate a conversation
 talk about truth and lies
 summarise what people say
 fi nd out news about people you 
know

Target activity
 Chat about friends

Vocabulary
Verbs of communication p86
Relating a conversation p87
Exchanging news p90

Grammar
Reporting speech p89

Pronunciation
Quoting p87

Listening
Suresh’s secret p87
Two lies p89
Did you hear about …? p90

Reading
The truth about gossip p86
The email lie detector p88

Writing and speaking
Relate a conversation p87

Speaking
Telling lies p89
Report a conversation p89

Across cultures
Attitudes to family

EXPLOREWriting
 write a factual report

Look again 
Spelling and sounds /ju/

pages
94–101

Any questions?
 give a talk about an interest or 
activity

 make polite requests
 ask polite questions
 take questions in a talk

Target activity
 Deal with questions in a talk

Vocabulary
Organising a talk p95
Polite requests and questions 

p96
Answering questions at a 

talk p98

Grammar
Indirect questions p97

Pronunciation
Groups of words 3 p95

Listening
The Stunt Training Centre 

p95
Talking to strangers p96
The treasure hunter p98

Reading
How to set yourself on fi re 

p94

Speaking
Give a talk about a course 

p95
Could I ask you ... ? p96
Survey p97

Keywords other, 
another

EXPLORESpeaking
 give yourself time to 
think

Look again 
Spelling and sounds /ɔ/

pages
102–109

Looking back
 talk about mistakes
 criticise past actions
 suggest alternatives
 talk about acts of kindness and 
bravery

 speculate about the past

Target activity
 Discuss what went wrong

Vocabulary
Events in business p102
Acts of kindness and bravery 

p105
Evaluating past actions p106

Grammar
should have, could have p103
Unreal conditionals: past 

p105

Pronunciation
Common pairs of words 3 

p103

Listening
He shouldn’t have ... p103
Lost in Athens p106

Reading
Doing a Ratner p102
Three good deeds p104

Speaking
Famous business people 

p102
Regrets p103
Kindness and bravery p105
If I hadn’t ... p105

Across cultures
Rules and risk

EXPLOREWriting
 write a summary of 
information from 
different sources

 write an email giving 
information

Look again 
Spelling and sounds /aυ/

pages
110–117

In the news
 understand news stories
 react to the news
 tell someone about a news story
 evaluate options and choose one

Target activity
 Choose a story for a news 

programme

Vocabulary
Understanding news stories 

p110
Reacting to the news p111
Talking about news stories 

p113
Evaluating and selecting p114

Grammar
Passives p113

Pronunciation
Groups of words and linking 

p111

Listening
Local news p110
What’s interesting is ... p111
Melek and Tom discuss a 

news story p113

Reading
Genetic engineering for 

athletes p112

Reading and listening
Selecting a news story p114

Speaking
Talk about a news story p111
Discuss an issue in the news 

p113

Keyword see

EXPLORESpeaking
 participate in a 
discussion

 interrupt politely

Look again 
Spelling and sounds /a/

Activities pages 118–133, Grammar reference and practice pages 134–145, Scripts pages 146–163
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Appendix E  

 

 

CONSENT FORM  

(Teacher’s interview) 

Study title: Female Teachers’ Professional Identity and Gender Representation in EFL 

Textbooks in Saudi Arabia 

 

Researcher name: Amjjad Osama Sulaimani 

ERGO number: 47854 

Participant pseudonym:  

 

Please initial the boxes if you agree with the statement(s):  

 

 

I have read and understood the information sheet (2019-02-20/version no.1 of 

interview participant information sheet) and have had the opportunity to ask 

questions about the study. 

 

 

I agree to take part in this research project and agree for my data to be used for 

the purpose of this study. 
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I understand my participation is voluntary and I may withdraw at any time for 

any reason without my participation rights being affected. 

 

 

I understand that I may be quoted directly in reports of the research but that I 

will not be directly identified (e.g. that my name will not be used). 

 

I agree to take part in the interview for the purposes set out in the participation 

information sheet and understand that the interview will be audio recorded. 

 

I understand that all data will be stored in strict confidence using my chosen 

pseudonym . 

 

 

Name of participant (print name) 

Signature of participant 

Date 

Name of researcher: Amjjad Sulaimani  

Signature of researcher  

Date 

[2019-02-20] [Version 1]  [Ethics/IRAS reference 47854] 
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Appendix F  

Teachers’ interview questions guide   

No Question  Type of 
question 

Goal behind question 

Group theme: teachers’ biography 
1  Tell me a little bit about yourself: 

 Your degrees  
 How did you learn English? 

(Ask to prompt more details from teachers)  
 What method did you follow to learn English? ( e.g. by learning grammar) 
 What resources did you use to learn English? 
  Did you follow a textbook to learn English?  
 Do you think textbooks teach students language? Can you give example from 

your experience? 
 How long have you been working at the ELI? 
 Have you participated in any committees at the ELI? Tell me about the experience 

(Ask to prompt more details from teachers)  
 What did you like about it? What were the challenges you faced? 

 

introductory 
question 

To develop a participants’ profile 
(education, years of experience, 
position at ELI, experience as EFL 
learners) 

Now, I am going to focus on you as a teacher 
2  How long have you been teaching? 

 How did you get into teaching?  
 Follow up question 
 Was it your decision to become a teacher? 
 What are the factors that contributed in shaping your decision to become a 

teacher? 

Transitional 
question 

To explore factors contributing in 
constructing teachers’ professional 
identity   



 

220 

No Question  Type of 
question 

Goal behind question 

3  What does being a teacher at the ELI mean to you? Transitional 
question  

To explore teachers’ beliefs and how 
they see themselves as professionals 

Group theme: awareness and perceptions of gender representation in books 
Now I’m going to ask you about the English Unlimited books  
4  What teaching resources do you use in the classroom? 

 Do you follow the pacing guide offered by the ELI? 
 Can you share your opinion about the textbooks? What do you like/don’t like about the 

books? 
 
 

Transitional 
question 

To explore teaching resources 
teachers use in classroom  

Show teachers pages from English Unlimited Special edition -Beginner textbook- Pages (6) 
Let us discuss these pages…………. 
5  In your views, how would you describe the representation of men and women in the 

book? 
(Ask to prompt more details from teachers) 

 What are the activities of men/women in the book? 
 What are the jobs given to men /women in the book? 

 Can you describe your feelings when you see such a representation in the pages?  
 

Key question To explore teachers’ awareness of 
gender representation in books 

6  Can you describe how you taught these pages in the classroom? 
Follow up questions 
 How many times did you teach these pages? 
 Did you introduce students to the images in the page? How? 
 Did you comment on the gender roles in the images? Why? Why not? 
 What has changed each time you taught them? 

Key question To explore teachers’ knowledge of 
gender, agency, and decisions when 
teaching gendered images in the 
classroom. 

7  Think about the representation of women in the textbook, what role has such a 
representation played in making you the teacher you are now? 

 

Key question To explore how teachers see 
themselves as professionals and if the 
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No Question  Type of 
question 

Goal behind question 

(Ask if teachers requested further explanation, and to prompt more details) 
 Do you think the representation of women have an impact on you? How? 
 Do you remember a particular moment in your classroom where you felt 

uncomfortable about the representation of men and women in an image? Can you 
tell me about it? 

 Have you discussed that image with your students in the classroom? Why/Why not? 

textbook is contributing in 
constructing a professional self 

8  In your opinion, does the representation of men and women reflect the true social 
system in Saudi Arabia? Give examples 

 
  (Ask to prompt more examples from teachers) 
 What about the representation of women in jobs, does the representation reflect the 

Saudi working woman? 
 How do you feel about the representation you mentioned?  

 

Key 
question 

To explore teachers’ opinions of 
gender representation in books 

9  If you had a chance to modify the textbooks you are teaching, what would you change? 
How would you change? 

Key question To explore teachers’ sense of agency 
in regard to the contents of the book 

Show teachers pages from English Unlimited -Beginner textbook- Page (6) and an adapted gender balanced version of the same page 
I have adapted the page; please have a look at the two pages. Let us discuss these pages…………. 
10  Can you see any difference between the two pages? What can you see? 

 How do the images in page 6 of the textbook make you feel? describe your feelings 
 What about the adapted page, how do you feel when you see the images?  

Key question To allow teachers to compare between 
a gendered and a balanced text, and 
explore teachers’ feelings about 
gender representation in books 

11  Are there any further points you would like to add at the end of the interview? Closing 
question 

To round up the interview and give 
teachers a chance to share further 
comments  



 

222 

Original page 6 of the Beginner textbook 

Please double click on the image for a clearer view. The image will be viewed via Adobe 

PDF reader.  
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Adapted version of page 6 of the Beginner textbook 

Please double click on the image for a clearer view. The image will be viewed via Adobe 

PDF reader. 
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Appendix G  

Checklist to validate the clarity of interview questions at the piloting stage  

Please double click on the image for a clearer view. The image will be viewed via Adobe 

PDF reader. 
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Appendix H  

Teacher’s interview transcript 

I: Interviewer            P: Participant       sts: student/students 

I: To start with the interview, I just need you to tell me a little bit about yourself. 

P: I have been teaching English for more than 12 years. Most of my experience in KAU, 

ELI. Before that, I taught English in private schools.  

I: and how did you learn English? 

P: I learned English at university, and by practising the language.  Talking to natives & non-

natives speakers, watching movies, & these things.  

I: did you learn English at schools? 

P: Of course I did 

I: and do you remember how the classes were conducted, or did you learn a lot from schools? 

P: Of course, yes. But at school, I used to depend on myself in learning.  

I: How did you depend on yourself? 

P: I studied at home, I read extra books that are not related to the curriculum. 

(MIN:1.29) I: Do you remember the teaching methods at school? 

P: yes, they used to use some games in classrooms, but nothing related to technology. They 

mostly used the textbooks.  

I: did you learn anything from these textbooks? 

P: Of course, I did 

I: How did you learn from the textbooks? 

P: I learned vocabulary, grammar. All these I learned them from the textbooks, the reading 

passages, the listening parts. All these helped me in learning 

(MIN; 2.15) I: you mentioned that you depended on yourself in learning English, & used 

other books at home, Can you tell me examples of these books at home? 
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P: usually they were small stories. Not even novels because I was a beginner.  

I: and how did you communicate using the language? 

P: with my sisters at home. They used to speak English as well 

(MIN: 02.51) I: from your experience, do you think textbooks teach sts the language? 

P: Well, yes & no. usually textbooks give the information, but learning happens only when 

the sts want to. So, that is why at the beginning I said I used to learn by myself because it 

means a personal effort. So the textbook gives sts the info, & what comes next is on the sts.  

I: for example, textbook gives the rule, but the sts have to ... 

P: practice! Thank you. Of course, we practice in the classroom, but learning any language 

needs more practice outside the classroom.  

(MIN: 03.49) I: How long have you been teaching at the ELI? 

P: Almost 12 years 

I: have you participated in any committees at the ELI? 

P: yeah. Translation committee for a couple of years, & the PDU for one year 

I: what did you like about these administrative experiences? 

P: Actually at the PDU, I did not learn anything. But the translation committee was 

something I like to do. I was practising translation, & using both languages & I was learning. 

I was reading articles & documents from different majors, different faculties at the 

university. So, I liked that. 

(MIN: 4.49) I: And what were the challenges that you faced while working in these 

administrative committees? 

P: like in the work in itself? 

I: whatever that you felt like it was a challenge 

P: in translation, the challenge was to translate something that you do not know. For example, 

if I have a document from the faculty of science or medicine. I do not know the medical 

terms... 

I: so you have to study these terms 
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P: yeah. These were the challenges. Also, there are some certain things that are referred to 

in a certain way. So, that were that challenges. I need to seek help for, look up, or study. 

Other than that, the workload was fine. 

I: what about the PDU? Because you mentioned that you did not learn anything.  

P: no I did not learn anything because the PDU was purely administrative, full pf paperwork, 

& stuff that are said but not done.  

I: in these 2 committees, have you felt that your voice was heard?  

P: in the translation committee, yes; Kind of. But in the PDU, it was not. I only attended one 

meeting. It was useless. I knew, I could see that the things the committee said were what the 

administration wants them to say. The meeting was like a play.  

I: you felt like whatever rules they put.. 

P: will not match the reality. The numbers and everything they were saying do not match the 

reality  

(MIN:07.04) I: and how did you feel when you felt that you were useless in that committee? 

P: frustrated! Useless! Useless means frustration& you feel that you are not doing anything.  

I: and why do you think that your voice was not heard? 

P: Are you sure you want me to answer that question [ laughs] ... because, I do not want to 

go there, But maybe because they want certain people to speak . So, they know what they 

want.  

(MIN: 07.48) I: Ok. Now we are going to focus on you as a teacher, away from the 

administration and their frustration, how did you get into teaching? 

P: you mean why did I choose? 

I: yes 

P: to be honest, my father was a teacher & many people around me were teachers when I 

was a child. I liked being a teacher in this position. When I was in high school, I used to help 

my friends understand certain subjects: English and the Arabic grammar. So, I liked helping 

people to understand. So that is why I chose this job 

I: So it was your decision to become a teacher? 
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P: yes it was my decision 

(MIN: 8.47) I: what does being a teacher at the ELI mean to you? 

P: it means I can help my sts learn. Usually at the beginning of the year this is my job to help 

them understand, learn, practice. & all of these things. However, as we reach the end of the 

year it gets boring and frustrating because the sts level doesn’t move & doesn't improve 

along with the level. Their actual level is not improving along with the level they are moving 

to. So, it becomes harder for them to understand. As a result, it becomes harder for me to 

help improve 

I: so by the end of the year you will find a 104 sts who is actually her proficiency level is 

102? 

P: yes.  

I: and why do you think the result is that way? 

P: because, I think, sts are not having enough time to practice & really learn the grammar & 

vocabs they are taking in the textbooks. They are not using them properly. So, level 101 kind 

of suits them, but when they move to the next level 102, 103, &104, they have to know 

things that are in level 1, 2, and learn them, & memorise all the vocabs to be able to move to 

the next level. But they are not because they are only studying for the exam. to pass the 

exam. So that is why it gets frustrating.  

(MIN: 11.04) I: Do you think the textbooks contribute in this result. Like the sts proficiency 

& the level? Do you think textbooks have anything to do with this? 

P: Actually the textbook do, but more importantly it is the duration of the course. Because 

we are teaching a whole textbook of 12 or 14 units in 6 weeks. So sts cannot improve & 

cannot learn anything from these textbooks by the end of the 6th week. I believe that the 

time we have is not suitable for the amount of info we are offering 

(MIN:12.10) I: what teaching resources do you use in the classroom? 

P: I mainly depend on the book & on some pictures from the internet. But the book provides 

the topics, listening tracks, reading passages. But sometimes, I give them some activities & 

and we do on the board 

I: are the activities from the BB? 
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P: Not really. They are from the internet, but I basically depend on the book because I have 

to finish. I have to finish in a short amount of time 

I: which is stated in the pacing guide 

P: exactly, I do not have extra time to waste on extra activities  

I: So you follow the pacing guide?  

P: exactly 

(MIN: 13.12) I: Can you share your opinion about the textbook, what do you like and don't 

like? 

P: the unlimited textbooks? 

I: yes 

P: I can say that the topics are, some of them are useful, good for the sts. The presentation 

of the grammar and the vocab are good. The exercises are helpful most of the time, not 

always. I do not do all the exercises. I like that they have detailed explanation of the grammar 

at the end of the book. The books are fine. They are good. 

(MIN: 14.14) I: what about the images, have you noticed the images in the book? Do you 

have any opinion about them? 

P: I think they are.... yes if there are more pictures, it will be useful & fun for the sts 

I: what kind of pictures for example? 

P: For example, if we are talking about a person, they put a picture or two about the person. 

But, I feel if they put more pictures about this person and the activities. For example if we 

are talking about an activity, more pictures about this activity, it will help the sts learn faster, 

to connect the new word or grammar with more than one picture.  

I: so you feel that having more pictures will communicate more meaning for sts? 

P: yes exactly.  

(MIN: 15.23) I: Do you remember any kind of topic or a page where you felt that if it had 

more images, it would be more useful? 
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P; yes. This one ( 101,p.17). They could have for example added a word that describes this 

picture. Also, page 22 , if we added more pictures here . Pictures of the streets. If the pictures 

were bigger and clearer and include the things that are introduced in the listening, it would 

have been more effective. For example, look at this picture... 

I: the picture does not describe the city 

P: no. and it is not clear & so small. The things that we are talking about, the houses & taxis 

are not clear in the picture. Look here is only one taxi. The cafe is unclear. This page is one 

of the pages that needed more pictures & clearer, bigger picture because it introduces many 

words. 

(MIN:17.31) I: you mentioned that you bring your own images sometimes, can you tell me 

what kind of images and why do you bring them? 

P: yes. For example, let's say we have a word but I do not want the sts to just translate the 

word into Arabic. So, I bring a picture from Google and show them. I display the picture. 

So, I tell them for example this is ... 

I: For example, here they mentioned a restaurant in the textbook, but they did not bring a 

picture of the restaurant, so, you bring a picture of a restaurant 

P: yes. And about the restaurant here today, I asked the sts to explain. The ones who know 

the word, I asked them to explain what a restaurant is in English. So, one of them tried to 

explain what we do there, the other one gave an example. So, yes. I use pictures to explain 

words 

(MIN:18.57) I: Have you noticed the gender representation in the images of the unlimited 

textbook? How men and women... 

P: I think mostly there are men & I remember not in this book 

I: you can talk about all the level because I studied them all 

P: in 104, I remember I noticed that they were talking about... they gave an example of men 

where it could have been a woman in the story they provided. Most of the pictures in the 

book are men. For example, here we have 4 men and only 2 women. So, yes men are over 

represented in the book 

I: And have you noticed the activities for men and women? What are women doing? 
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P: yes. Well they mentioned something about women being a doctor and a teacher, but for 

example, this page all of them are men. If they want to talk about activities, yes most of men 

do sports for example. Sports are related to men more than women. Female characters only 

go to work or take care of kids 

(MIN: 20.50) I: Do you feel this kind of representation reflects the social system in SA? like 

does it reflect Saudi women 

P: NO . It should not be this way.  

I: can you explain why or how? 

P: because I believe Saudi women do most of the things men do & sometimes even more. 

For example, if we talk about sports, exercising & going to the gym on regular basis, I believe 

that women do this more than men. But it represented here in the book as if it is masculine, 

or men do sports more. So, I think that it should not be represented this way. Because we are 

teaching girls anyway, so we are supposed to show them that the girls' can also do all these 

things. For example, here P.16 a woman can be a doctor, a woman can work in this office, 

can be here. So, I do not believe that it represents the Saudi society 

(MIN: 22.15) I: and do you feel that this kind of representation has any effect on you as a 

teacher? 

P: it does, but not that much. But it does.  

I: How? 

P: Most of the time this question comes to mind: why is it all men here? Where are the 

women? Why is not this picture a girl? Mostly this is what I think about 

I: yeah questioning the representation, and how do you feel when you teach these kinds of 

images? Because you mentioned that you are following the pacing guide and you are these 

pages and images in particular.  

P: what I do is that if I find a picture that has a man in one of the images we talked about, I 

just tell sts that it can be a girl here. We do not have to stick to this character as it is. So, I 

just mention that it could be a girl here in this picture.  

I: but you do not change the picture itself? 

P: I do not.  
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I: you just mention to sts that this doctor can be Mike or Hala as well 

P: exactly, but I do not change the picture, or bring a similar picture with a girl in it. I do not. 

I: why not? 

P: Because it requires some extra time to provide a female picture to each male picture in 

the textbook. At the end, the sts have the textbook already. They are going to see and read 

from the textbook which has the pictures of men. 

(MIN: 24.21) I: Have you noticed any image in the textbook that you felt uncomfortable 

with? 

P: I remember I did, But I cannot recall the picture right now. It was not from this level. 

Level 4.  

I: Do you remember what was wrong with the picture? 

P: I remember that the image should have a girl 

(MIN: 25.00) I: have you ever discussed these kinds of images with sts? 

P: no not really 

I: Why?  

P: because I do not want to focus on something that would lead to other discussions, which 

will not be related to our goals. Such discussions are not related to our goal which is learning 

English. Otherwise the topics will be related to society & against some of the rules. WE have 

some sts who have certain types of thinking, so it is not my place to discuss these things with 

sts. I think I should not do that in the classroom.  

(MIN: 25.55) I: I will show you a page in level 101. Can you tell me how did you teach this 

page? (show the page) How many times did you teach this page 

P: A lot. To be honest, this is one of the pages that we were talking about. All of them are 

men, except these 2 girls. I taught this page on Sunday. & I told sts this picture could be me 

and you. I felt a little bit bad while teaching this page because this one (picture 2) the women 

are in a cafe, while all the others are working, business meeting or universities. The women 

are only in a cafe chatting. Not even talking about work. I felt bad while teaching this one 

because this is not what women are.  
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I: Since the two women are wearing Abaya, do you think they reflect the Saudi women? do 

you see yourself in this picture? 

P: well, even the image of the Abaya itself, I do not see myself here because the Abaya is 

black.  

I: the Aabaya does not represent the modern Saudi woman. 

P: no it does not, but to be honest, A Abaya would represent a Saudi woman. 

I: yeah. Have you noticed the representation of women wearing Abayas in the textbook? 

P: not much. Maybe only this picture. The rest are only wearing Hijab 

(MIN: 28.00) I: you mentioned in the first picture, you commented to sts that it can be me 

and you in this picture, do you remember how the sts react? 

P: they did not really give it much attention 

I: do you think sts pay attention to these representation of images? 

P: Not all of them. Most of the sts do not because, I believe, even in schools, the sts books 

have male characters more than females. So they are used to this. 

I: in your teaching career you have not faced any sts who passed a comment about these 

pages? 

P: yes I did . 

I: can you recall? 

P: in the summer, I was teaching 104 & we talked about writing. Only one of the sts was 

talking about what women can do, & how they can drive, & they can work everywhere, & 

all of these things. But I did not give her a lot of time because as I told you it will open 

debates. And I do not want to do this in my classroom. But about the images, I do not 

remember any sts commented on this. 

(MIN: 29.48) I: Do you remember how did you teach this page?  

P: we listened to the conversations, and sts should guess which conversation goes with which 

picture. These two images were clear and easy to match. But the last one was not clear, so 

sts had to guess. And even for me the picture is not clear, and the conversation does not 

explain the picture. The conversation does not mention anything in an airport or gives any 
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clues. SO, I told my sts leave the picture, and solve the other pictures first. So the 

conversation that is left will be the one for the picture. 

I: so you just asked the sts to match between the conversation and... 

P: yeah and the picture. 

I: and you have not discussed the images with sts at all? 

P: no 

(MIN: 31.33) I: if you had a chance to modify the books what would you do? 

P: I would have larger, clearer pictures. Pictures that could really represent the contents. If I 

want to use the images to an exercise, for example this one, it should be clearer. I should 

have added an air-plane at least, or a sentence about an airport. I would have pictures of 

females more. More female images than this. I would add pictures of women not wearing 

Hijab.    

I: why not? 

P: because not all the women in SA are wearing Hijab. Hijab is not how all the women are 

represented. I would add pictures of women covering their faces, and pictures of women not 

covering their hair because we have all of these types in our society. We see all of these 

female styles in SA. It is not only this specific style 

I: the textbook is a special edition, so it is mainly designed for SA. Do you think it reflects 

the Saudi society? 

P: the topics are acceptable. The images are ... umm (flipping pages)... Ha, look at this page 

(p.41)... 

I: Western characters 

P: I do not have a problem with that. I believe that we should have a variety of characters. 

Western names, Western faces.  

I: Global citizens  

P: yes exactly because we are not only teaching language separately. IT has to be related to 

the culture, different cultures. However, the page only includes male characters. We have 8 

pictures in one exercise and all of them are males. So the thing that annoys me because in 
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the end, I am teaching girls only. I do not want all the picture to be of girls, but I want them 

to be balanced. 

(MIN: 34.44) I: do you think this kind of representation affect your teaching? 

 P: I think it does.  

I: how? 

P: it affect my teaching because taking about women is somehow exciting. When you talk 

about yourself, & give examples about women is exciting because most of the discussions 

in the classroom include men. So, in classrooms if we talk about women, it will excite the 

sts and make them more enthusiastic to learn and speak about themselves.    

I: so it is kind of motivate sts 

P: motivating exactly 

I: And why do you think this kind of discussion motivate sts?  

P: because they are related directly to them. So a sts could relate to whatever.... For example 

look at this picture (P.52 Indian lady). I do not know what the topic here is, but when I see a 

picture of this lady, I am curious. I want to know about what the topic is. Because she is a 

lady I think in this outfit. So, I think topics that include women will be more motivating to 

sts 

(MIN: 36.35) I: I have adapted this page. Do you see any difference? 

P: yes of course. You changed picture 2 to 2 ladies sitting in a library. This really gives them 

more professional & serious look because when you look at the original they are only having 

coffee. The third one shows school girls playing sports which is more meaningful than the 

original. Did you change the text? 

I: a little bit 

P: but still. I think there is no clear clue in the conversation. The conversions would be 

confusing to sts. So regarding the differences between pictures, image 2 the modified one is 

better because of the place. Compared to the rest of the picture. We have a male sts and his 

teacher, then we have two ladies who are also reading. 

I: how would you feel if you teach the adapted page? 
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P: I would feel proud really. When I taught the original one I felt that I am the one in the 

picture & I am only drinking coffee while the rest are working, teaching, and learning. But 

here in the adapted one, no I am discussing something serious and playing basketball.  I am 

doing something real, not only chitchatting.  

(MIN: 39.27) I: and do you think this kind of adaptation, or feeling of pride, does it reflect 

on your teaching? 

P: I think it does because it will motivate me as a female teacher to give more examples.  

I: what about your sts, do you think this kind of representation motivate them? 

P: Yes. They can relate more to what they are studying. Also, in this original picture... I am 

not saying having a coffee is something bad. But comparing the picture with the rest of the 

pictures in the same page, makes the two females look less meaningful. So this 

adaptation gives sts a good example that men are learning and teaching, and you girls are 

discussing a book. So it does motivate sts 

I: would you pass comments to the sts on the classroom regarding the adaptation?  

P: for examples these are ladies..? 

I: yeah 

P: yeah I think. Or maybe I would not. Maybe I would just consider it as something normal. 

This is how it should be. Maybe I would not 

I: are there any further points you would like to add? 

P: I think we covered everything. I think if we modified the pictures, it would make a 

difference in the motivation 

I: do you think if we balance the representation in the textbook, does it reflect the new Saudi 

Arabia? 

P: of course. Balancing the representation in the textbook reflects the new Saudi Arabia. 

Also, balancing the appearances how Saudi females appear will also represent the new Saudi 

Arabia because we do not only have one shape for women. If you noticed also men here are 

not represented in one single outfit which is the traditional one. In fact, we have limited 

number of Saudi men wearing the Thoub in the book. So same goes for women. Not all 

women are wearing Hijab  
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I: thank you so much for your time  

P: you are welcome 
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