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Statement of Teaching Philosophy: 
Intersectionality as a Guide to Pedagogic Practice 

(Revised January 2014) 
Catherine A. Euler, Ph.D. 

 
My current pedagogical practice is strongly informed by intersectional feminism 

(Combahee River Collective, 1977; Crenshaw, 1991), Paolo Freire's (1970) Pedagogy of the 
Oppressed, and by Claude Steele's (2011) work on stereotype threat. I am committed to interactive 
learning and student empowerment and utilize a reflective feedback practice to constantly improve 
my teaching.  Since most of my graduate work was within a traditional English tutorial framework, 
I have also been strongly influenced by this approach to teaching and learning.  It was my privilege 
to be trained largely by women who had been taught by some of the earliest feminists to enter the 
British higher education system. What this meant in practice was an attempt to establish a faux 
peer relationship between the tutor and the student as practicing historians. I would have in-depth 
meetings with my mentor sometimes weekly or every other week, depending on the stage of my 
written work. We would exchange the manuscripts we were working on. She would give me 
counsel on the overall structure and content of my piece, as well as bibliographical suggestions. 
We often had discussions on the ideas emerging from the sources used. If my tutor was working on 
a manuscript, she would sometimes ask for my comments as well, and I learned a great deal about 
the process of writing in this manner. I think now that this fourth-generation manuscript exchange 
practice was an effort to evade the intensely hierarchical conditions in which women in early 
twentieth-century British universities found themselves. Or perhaps they used it as a way to avoid 
the alienation that can take place among female students training within a rigorous hierarchy.   

Students can feel alienated from their learning environment for a plethora of subaltern 
identity reasons, such as stereotype threat.  I have found Claude Steele’s (2011) work on this 
aspect of academic community to be particularly helpful. De-emphasizing hierarchy both in the 
classroom and in commentaries on their written work can help put students at ease.  This helps 
them think. This helps them develop personal “agency” – the active will often under-constructed in 
subordinate identity groups. This touches on why I love teaching: because I have repeatedly seen 
what happens when students are empowered.  Universities may be one of the last places where 
radically inclusive individual education for empowerment, social justice and “lives of 
consequence” are actively supported. As Donaldo Macedo wrote in his Introduction to Freire 
(1970; 2000), conscious pedagogy can give students the “inner strength to begin the arduous 
process of transcending a colonial existence that is almost culturally schizophrenic: being present 
and not visible, being visible and yet not present.” He also points out, as I often do in class, that 
one cannot understand racism without reference to classism, nor can one understand sexism 
without reference to these others, and vice versa. The categories of analysis are inevitably 
interlocked. 
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I have also found it important to promote student awareness of the amount of “voicespace” 
available for various subaltern or superordinate identities.  We all need to respect the speaking 
time of others who may be different from ourselves. Maintaining respectful dialogue can also help 
students understand more about both intersectionality and their own discursive practices.  

 My feminism informs my pedagogy, and it encourages me to have certain behaviors when 
teaching, whether I am delivering a 50 minute lecture to 175 freshmen, or whether I am discussing 
Judith Butler with ten seniors. I do not depend upon hierarchy, but rather encourage a peer learning 
space where they too can take responsibility for their own work. How do we ever become 
empowered to act in the world unless we can train our minds to transcend internalized socially 
constructed messages? My senior seminar in feminist theory and philosophy, GWS444, Women 
and the Body, had around ten students each time I taught it. In each case, student evaluations 
included the question: did you feel respected in this class? In each case, the highest level, “very 
much so,” was reported by 100% of my students.  

There are of course a number of differences between the lecture hall and the smaller 
classroom.  In the large lecture hall it is more of a challenge to keep their attention, so I tend to 
move around the room, show Powerpoint photos, and pause periodically to either ask a question or 
run a few minutes of video footage. If I ask a question, I pause for the answer, and encourage 
multiple comments. The smaller classroom affords more time for interactivity to take place, and 
provides a more realistic setting for small group discussions. I found the latter particularly 
effective in my Transnational Feminism course, which contained students with a great variety of 
backgrounds, identities and experiences. Small group (real) peer interaction was a practice that 
awakened consciousness on many levels, largely because of this diversity. The 16 or so students in 
my Transnational Feminism course did peer group discussions of readings and topics, both in class 
and online. The latter formed part of their course assessment. 

I clearly describe the learning goals expected of each student in my syllabi, and then I try to 
tailor my assessments to help further those goals, as well as discover whether or not learning 
outcomes were achieved. I use both formative and evaluative assessments. Formative assessments 
like essays or research papers based on both primary and secondary sources are the norm in 
history, a discipline that prepares students to evaluate and think critically about a wide range of 
information sources.  The development of the faculty of critical thinking is a main theme in history 
and in women’s studies. I ask my students, where does knowledge come from? How do you know 
when knowledge is valid?  Who gets to decide whose knowledge is valid?  How do we decide 
what “valid” is? (They then ask, how do you spell ‘epistemology’?) One of the first assignments I 
give to freshmen is to create an annotated bibliography on a theme they might wish to write on in 
the future. Usually students need to include in their written work at least two intersecting 
categories, such as race and class, or gender and race, or sexuality and class, and so forth. They 
also learn valuable research and referencing skills that will undergird their other academic and 
future professional lives. They need to observe and note where the information has come from, and 
evaluate whether or not this knowledge will be useful in illustrating later written work. I tend to 
use formative assessments to help students achieve their learning goals.  I think essays and 
research papers, properly referenced, organized, conceived of and carried out, are themselves 
learning outcomes. The matrix of standards I use when assessing written work is clearly explained 
to students and its elements listed in course syllabi or handed out to students in class. 

 I tend to use short content-based evaluative assessments not only to help me place the 
student along the scale of potential scores, but also to evaluate my own teaching as I go along, in a 
reflective practice feedback loop. Evaluative assessments like either pop or take-home quizzes can 
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give me a sense of what level of understanding I am dealing with, and I can take appropriate 
measures in future lectures or discussions to adjust course as needed. In this way I can constantly 
improve my own teaching practice. 

I try to account for diverse learning styles by incorporating multimedia into my lectures 
and presentations. In my experience, some learners are better at connecting abstract theory with the 
real world and developing critical thinking if concepts are encountered not only in a written form, 
but also verbally, and/or through audio or video sources. Syllabi, all readings and (after class) my 
lecture Powerpoints with audio and video resources were always available to students on the 
university’s Desire2Learn server.  Please see my online Curriculum Vitae portfolio for samples of 
these. I also tried to account for diverse learning styles by establishing an extra-credit system I 
called “Intersectional Exploration.” I gave extra credit to those students who participated in extra-
curricular activities not focused on one of their own social identity groups. Thus, for example, 
straight white male students got extra credit for attending feminist or LGBT or Chicano studies 
films or lectures on campus; all students got extra credit for attending lectures, films or events on 
social justice-related themes. I was hoping these activities would help them explore and understand 
intersectionality in both their written work and in their own lives.  

My work in England accustomed me to demanding a great deal of my students.  I demand 
that they learn what  “social constructionism” is, even though the term and theory are both foreign 
to them at first.  I am also a strong proponent of mixing theory and praxis.  I coached my seniors 
through some of their first research projects, all of which integrated intersectional theories. One 
disabled student, for example, conducted focus groups with and interviewed members of a Tucson 
transgender support group, utilizing theories of body change and perception from both disability 
studies and transgender studies. She later obtained a scholarship to begin her doctoral work in the 
department.  

 
I made every effort to support my students in such a large public university of 40,000 

students.  In two years I taught approximately one thousand undergraduates, largely by means of 
lecture and, in my smaller classes, through the use of more exploratory and interactive joint 
discussion of readings and ideas. I encouraged all my students to come to office hours, conducted 
private tutorials with many of them, especially with undergraduates struggling with their written 
work. For my seniors, I gave detailed comments on their written work when it was in first-draft 
form. This is how I was educated in the tutorial system in England, and it makes sense to pass 
these skills on to as many of my students as are interested. This is much more possible at a smaller 
liberal arts institution, although my graduate assistants at the U of A (four the first year and four 
the second) did an admirable job of conducting smaller discussion sessions with 15-20 students 
every Friday. I evaluated many of these sessions in order to further the professional development 
of my graduate assistants, and to enable me to write letters of recommendation on their behalf. I 
think I was most proud of my development of an intersectional women’s history course 
(GWS200), which looked at discursive constructions of race, class, gender and sexuality in 
European history up until 1492, and then moved into examining how these were imposed upon the 
world at large during the periods of European expansionism, with a particular focus on Mexico and 
indigenous peoples in the Southwest.  In my final semester at the U of A, I developed and taught a 
hybrid course (partly face-to-face and partly online) on the subject of transnational feminisms, in 
which we examined post-colonial indigenous, Chicana, and international feminist thought.  

I told my Transnational Feminism students that since indigenous tribes in the US were 
sovereign nations, they would count as “international.” Otherwise they were restrained from 
focusing on the US experience, as a way of broadening the mind. Transnational study can help 
students improve their critical thinking, as well as their understandings of cultural boundaries and 
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transgressions of those boundaries; about the lack of comprehension on the part of European 
peoples of other peoples’ world views; about the many divisions of labor, genders, sexualities and 
styles of warfare and governance Europeans encountered among the peoples in the Western 
Hemisphere. European imperialism and orientalism have much to answer for, but it is even more 
crucial for modern adults who wish to lead “lives of consequence” to have critical understandings 
of these intersectional, historical and discursive dynamics. I have also included the Transnational 
Feminism syllabus in my application as documentary evidence of teaching excellence in 
international studies.  

 
My students at the University of Arizona evaluated my teaching every semester. My scores 

were consistently above average, and I have also included an example of these evaluations as part 
of my evidence of teaching excellence. Only one supervisor has ever expressed anything negative 
about my teaching. When I taught at the University of Arizona, the Head of Department, Caryl 
Flinn, observed my teaching in my LGBT history course and suggested that I should spend more 
time with students exploring abstract concepts like “social constructionism,” which she was afraid 
they were having trouble understanding these. This was a good reminder to me to never assume a 
level of knowledge, and to try to get verbal feedback from students in the classroom on a more 
regular basis, so that the more advanced students could help explain abstractions to students at the 
margins. Comments from other supervisors have been entirely positive. At Leeds, Prof. Jalna 
Hanmer wrote “For several semesters she had a full complement of 15-20 mostly mature students, 
primarily women returning to higher education.  Those students regarded her with the deepest 
respect and she was willing to spend enormous amounts of her own time with them to help them 
succeed in the course.  Four of the students she taught and tutored during those six semesters went 
on to do their PhDs in some aspect of women’s studies.”  At the University of Sunderland Prof. 
Marianne Hester wrote, “She was engaged in teaching of undergraduates and postgraduates, 
including PhD supervision. Feedback regarding her teaching was always excellent.  She also 
developed a number of new courses, including postgraduate modules on research methods.”  
Another colleague at Sunderland, responsible for undergraduate teaching, said, “In all of her 
teaching there was positive feedback from students and external examiners were always impressed 
with the quality of work produced from students on her modules.  Dr. Euler was an extremely 
conscientious and professional colleague.  Her contribution to the work of the Sociology/Gender 
Studies team was of a very high standard and her commitment to undergraduate and postgraduate 
students was equally high.  I always found Cat to be a reliable colleague who was thoughtful in her 
approach to teaching/learning, research and academic administration.”  

My PhD supervisor, Prof. Jane Rendall, commented, “My own monitoring of her option 
indicated that she was an extremely well-organised and stimulating teacher, who gave generously 
of her time and energies. I watched her give a number of presentations to different audiences and 
thought her to be a most effective communicator and lecturer.  She appeared at that time admirably 
qualified to act as an adviser on independent research for project work, at both undergraduate and 
postgraduate levels. She was strongly committed to the teaching of mature and returning students, 
and was meticulous in fulfilling all her commitments in her research, her writing and her 
teaching.” Complete copies of earlier letters of reference, as well as all my Teaching Portfolio 
items can be found in my online CV, http://www.visualcv.com/eulercv. 
 


