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Faces of English may seem a strange title for a book on language educa tion. Perhaps 
it	encour	ages	you,	as	a	reader,	to	envis	age	the	diversity	of	the	some	1.5	billion	
people said to be learn ing the language, or the multiple ways it is used around the 
globe,	from	order	ing	a	meal	in	a	Singapore	food	court	to	giving	a	Nobel	accept-
ance speech. It might also make you think of the diverse concep tions of English 
found in the liter at ure, where it is seen as a lingua franca between inter locutors 
who share no other language, as an inter na tional language of busi ness, tourism, 
and schol ar ship, as a tool of repres sion, as a marker of social class, or as a resource 
for making one’s way in a world which requires it for profes sional trans ac tions. 
However, as we under stand it, English is always used in partic u lar local contexts 
by	social	groups	trying	to	achieve	some	purpose	or	other.	We	use	the	language	to	
commu nic ate not with the world but with other members of our social groups, 
whether these are social, profes sional, or academic; and this not only means there 
are many Englishes, but also that the one we choose to use at any given time marks 
us out as a certain type of person: as, for example, an engin eer, dock worker, 
loving husband, or exchange student.

For us, the idea of Faces of English is a useful way to capture the differ ent facets 
of teach ing and learn ing English in a way which embraces the perspect ives of 
those involved and which includes some of the key topics currently being debated. 
Indeed, language educa tion is a multi- faceted enter prise which can be seen from 
a variety of differ ent perspect ives, from its impact on the iden tit ies of learners in 
differ ent contexts, through its effect on a teacher stand ing in front of her first class 
in	a	foreign	country,	to	decisions	about	design	ing	Massive	Open	Online	Courses	
or adopt ing learn ing analyt ics to empower language learners. In this book we 
bring together a range of authors to capture the perspect ives of language 
research ers, theor ists, and classroom prac ti tion ers on some of these issues of 
contem por ary signi fic ance in English language educa tion.

1
FACES OF ENGLISH LANGUAGE 
RESEARCH AND TEACHING

Ken Hyland and Lillian L. C. Wong



2 Ken Hyland and Lillian L. C. Wong

Faces of English	was	also	the	theme	of	a	confer	ence	hosted	by	the	Centre	for	
Applied	 English	 Studies	 at	 the	 University	 of	 Hong	 Kong,	 where	 the	 editors	 
work,	in	the	summer	of	2015.	Some	of	the	contrib	ut	ors	to	this	book	presen	ted	
their chapters at that confer ence, and we have recruited others to fill out under- 
repres en ted areas. In this present form, our aim is to offer an explor at ory but 
author it at ive discus sion of English language educa tion from an integ rated and 
multi focal perspect ive, bring ing together the three central dimen sions of educa-
tion announced in our subtitle: students, teach ers, and pedagogy. In doing so, we 
hope to present current think ing on issues of central concern to those working in 
English language teach ing.

English language educa tion and educat ors

Recent decades have seen a rapid expan sion in the demand for English language 
teach ing, such that there is concern about the lack of suffi cient qual i fied instruct ors 
across	the	globe	(Graddol	2014).	This	growth,	moreover,	has	been	accom	pan	ied	
by almost continu ous change, with new chal lenges, innov at ive solu tions, and 
novel	 issues	 emer	ging	 on	 a	 regular	 basis	 (Hyland	 &	 Wong	 2013).	 Teachers	
constantly find them selves confron ted with classroom situ ations and insti tu tional 
expect a tions they have not exper i enced before, coming to terms with online 
deliv	ery,	flipped	classrooms,	quality	audits,	and	students	from	unfa	mil	iar	places	
and with unknown needs. They also find them selves exposed to an ever- growing 
volume of research, with new journ als emer ging to report a seem ingly endless 
sequence of exper i ments, exper i ences, theor ies, and insights about teach ing and 
learn	ing.	Nor,	of	course,	are	teach	ers	merely	the	passive	recip	i	ents	of	top-	down	
demands or research find ings; many innov a tions are initi ated by teach ers  
them selves in response to chan ging contexts. Increasingly, then, an effect ive 
teacher is one who is able to make informed choices about the methods, mater-
i als, and proced ures to use in the classroom based on a clear under stand ing of the 
current atti tudes, theor ies, and prac tices in his or her profes sion.

Teachers are not a homo gen eous group, though. To begin with, they teach in 
a range of situ ations, working in schools, colleges, univer sit ies, corpor ate train ing 
divi sions, and language insti tutes, and with students of differ ent motiv a tions, 
profi cien cies, language back grounds, and needs. They come from a range of 
differ	ent	 educa	tional	 and	 language	 back	grounds,	 with	 perhaps	 80%	 of	 those	
working in non- native English speak ing coun tries speak ing English as a second 
language	 them	selves	 (International	TEFL	Academy	2012).	They	also	work	 in	
contexts	where	English	is	taught	as	a	Second	Language	or	as	a	Foreign	Language,	
a distinc tion based on the language spoken by the community in which English 
is being studied, and where they enjoy differ ent degrees of freedom to innov ate 
and exper i ment with their teach ing modes, methods, and mater i als. Some 
teach ers do not work in classrooms at all but in multi me dia labs, consulta tion 
rooms, or in front of a webcam.
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These differ ences, of course, will have an impact on the kind of English 
students need and their motiv a tion to acquire it, on the cultural and linguistic 
homo gen eity of the students, on the resources and support avail able to teach ers, 
and on the oppor tun it ies to take risks. There are, however, suffi cient simil ar it ies 
between	these	diverse	contexts	to	identify	ELT	prac	ti	tion	ers	as	a	discrete	group	
with distinct career needs and exper i ences. Indeed, while the finan cial situ ation 
and job secur ity of many teach ers remains brittle, devel op ments over the past 
twenty years have moved the occu pa tion towards greater profes sion al ism, with 
stand	ards	 of	 integ	rity,	 compet	ence,	 and	 a	 body	 of	 recog	nized	 know	ledge	
becom ing more widely accep ted. Teachers are now suppor ted by a range of 
recog	nized	 confer	ences,	 journ	als,	 certi	fic	a	tion	 boards,	 and	 profes	sional	 bodies	
(e.g.	TESOL	2016).	All	of	this	means	there	is	a	growing	consensus	on	some	of	
the main issues, enabling us to assemble topics which are likely to engage those 
working across a variety of situ ations, includ ing those in teacher educa tion or 
profes sional devel op ment courses without any firm idea of where they may find 
them selves in the near future.
Most	import	antly,	we	want	to	stress	that	a	strong	teacher	is	one	who	is	able	to	

relate classroom activ it ies to relev ant research and theory. Unfortunately, much 
of this research and think ing is scattered and hard to find, so that it often fails  
to	 reach	 those	most	 in	 need	 of	 it.	We	have	 sought	 to	 address	 this	 gap	 in	 the	 
present book by identi fy ing contem por ary topics in English language educa tion, 
cover ing a range of research meth od o lo gies, prac tical applic a tions, and theor et-
ical	approaches,	and	repres	ent	ing	some	of	the	best	schol	ar	ship	in	ELT	from	both	
estab lished experts and classroom prac ti tion ers around the world. This collec tion 
is there fore, to our know ledge, unique in provid ing an up- to-date, focused, and 
broadly conceived discus sion of key issues in English language educa tion today.

Structure of the book

The book is divided into four parts with four chapters in each. Part I focuses on 
issues most cent rally related to students and high lights issues of motiv a tion, iden-
tity, and learn ing; Part II addresses teach ing and looks at current think ing on 
classroom pedago gies and prac tices; Part III concerns learn ing more directly, and 
partic	u	larly	activ	it	ies	outside	the	classroom;	and	Part	IV	looks	at	differ	ent	aspects	
of teacher educa tion and profes sional devel op ment. The topics are timely and  
the chapters offer a mix of new and updated perspect ives on them. Each section 
begins with more theor et ic ally oriented contri bu tions from well- estab lished 
experts, followed by more empir ic ally focused studies by prac ti cing educat ors. 
All	 the	 chapters	 address	 the	 inter	face	 between	 theory	 and	 prac	tice,	 giving	 a	
compre hens ive and access ible intro duc tion to the areas discussed, and offer ing  
a basis for further research. In other words, the follow ing pages present what 
leading academ ics are think ing about major areas and what innov at ive prac ti-
tion ers are doing in their teach ing.
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Part I: Students: iden tity, motiv a tion, and learn ing

In	Chapter	2,	Bonny	Norton	exam	ines	some	of	the	key	concepts	of	research	into	
learner iden tity, high light ing her construct of invest ment, developed as a soci olo-
gical	 comple	ment	 to	 the	psycho	lo	gical	 construct	of	motiv	a	tion.	An	 import	ant	
focus	 of	 the	 chapter	 is	 an	 expan	ded	model	 of	 invest	ment	 (Darvin	 &	Norton	
2015),	 which	 responds	 to	 an	 increas	ingly	 digital	 world.	 Norton	 argues	 that	
debates on iden tity and the owner ship of English are best under stood as struggles 
for legit im acy in the context of frequently unequal rela tions of power at local and 
global levels. She exem pli fies her theor ies with data drawn from her collab or at ive 
research	on	English	language	learn	ing	in	Canada,	Pakistan,	Uganda,	and	Iran.	
Drawing	on	wider	research	in	Hong	Kong,	Chile,	 the	USA,	and	Mexico,	she	
argues that the chal lenge for English language teach ers, whether native or non- 
native speak ers, is to promote learner invest ment in the language and liter acy 
prac tices of classrooms by increas ing the range of iden tit ies avail able to English 
language learners.
Chapter	3	 turns	 to	 student	 learn	ing	 and	 the	 relat	ive	 import	ance	of	personal	

speak ing style and task type on second language narrat ive retell ings. Here, Peter 
Skehan and Sabrina Shum conduct an exper i mental study where two groups, of 
native and non- native speak ers, complete four video- based narrat ive retell ing tasks 
of	Mr	Bean	extracts	which	vary	in	degree	of	struc	tural	organ	iz	a	tion.	The	results	
suggest that style factors are strongest where students are monit or ing their perform-
ance,	partic	u	larly	processing	at	clause-	level	fluency.	Task	effects	are	 less	general	
and	are	strongest	when	students	are	trying	to	concep	tu	al	ize	what	to	say.	For	the	
non-	native	speak	ers,	accur	acy	seems	to	be	more	task-	than	style-	influ	enced,	so	that	
tasks make a differ ence where complex ity and accur acy of language are concerned, 
but	much	less	so	for	fluency.	The	import	ance	of	this	study	is	to	suggest	perform-
ance	areas	that	are	likely	to	be	more	influ	enced	by	pedago	gic	decisions.
In	Chapter	4,	Rebecca	Toner	and	Rachel	Chaffin	explore	how	students	can	

develop an aware ness of their emer ging iden tit ies as language learners and as 
members of a local college community. To do this, they focus on the role of 
reflect	ive	prac	tice	 in	 an	ESL	 immer	sion	programme,	drawing	on	examples	of	
such	 an	 emer	ging	 iden	tity	 from	 a	 student’s	 final	 reflec	tion	 project	 about	 her	
immer	sion	exper	i	ence.	They	argue	 that	 reflect	ive	 activ	it	ies	neces	sit	ate	English	
language devel op ment in order for the student to accur ately express under-
stand ing of and member ship in the community, advoc at ing the inclu sion of 
reflec	tion	 in	 course	 design.	 In	 this	 prac	tical	 chapter,	 the	 authors	 explain	 how	
reflec	tion	was	imple	men	ted	in	activ	it	ies	through	out	the	course,	culmin	at	ing	in	
the	final	reflec	tion	project.	The	chapter	concludes	with	the	implic	a	tions	of	reflec-
tion as a vehicle for both iden tity explor a tion and language devel op ment, and 
suggests	poten	tial	gains	from	the	incor	por	a	tion	of	reflect	ive	iden	tity	activ	it	ies	in	
ESL	contexts.

The final chapter in Part I looks at the motiv a tional devel op ment and academic 
decision	making	of	Chinese	and	inter	na	tional	English	majors	at	two	univer	sit	ies	
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in	China.	Aaron	Doyle	employs	an	expan	ded	version	of	Dörnyei’s	L2	Motivational	
Self	System	(Dörnyei	2009)	to	explore	the	form	a	tion	of	students’	English-	related	
aspir	a	tional	iden	tit	ies—their	ideal L2 selves—and the rela tion ship between these 
emer ging selves and English learn ing motiv a tion. Using a ques tion naire survey 
and a year- long inter view study, he shows that because English was not the 
preferred major for many students there was a decline in motiv a tion during the 
early	years	of	their	study.	Eventually,	however,	the	major	ity	of	Chinese	students	
formed	 a	 clear	 ideal	L2	 self,	 based	on	using	English	 for	 academic	purposes	 in	
gradu ate schools over seas, which restored direc tion to their learn ing. In contrast, 
most of their inter na tional class mates had no clear object ive, and this less defined 
ideal	L2	self	 lacked	the	specificity	needed	to	recover	the	 lost	motiv	a	tion.	Such	
contrasts	in	motiv	a	tional	orient	a	tions	are	not	unique	to	Chinese	univer	sit	ies,	and	
Doyle	concludes	with	sugges	tions	that	can	help	teach	ers	keep	their	English	major	
courses relev ant and motiv at ing.

Part II: Teaching: classroom pedago gies and prac tices

In	Chapter	6,	Rod	Ellis	argues	for	the	over	whelm	ing	import	ance	of	‘input’	in	
English language teach ing. Irrespective of the approach or method a teacher 
adopts, it will involve expos ing learners to some input provided by the teacher, 
by other students, and in instruc tional mater i als. Ellis under stands input as 
provid	ing	 learners	with	 the	 data	 they	 can	 process	 for	 learn	ing,	 asking:	 ‘What	
kinds	of	input	under	what	condi	tions	are	most	likely	to	foster	learn	ing?’	He	sets	
out to answer this ques tion by first discuss ing some common pedago gic posi tions, 
drawing on how ‘input’ is handled in popular teach ing guides by explor ing 
commonly held posi tions about authen tic teach ing mater i als, teacher talk, and 
extens	ive	reading.	He	then	exam	ines	what	SLA	theory	has	to	say	about	the	role	
of	 input	 in	 L2	 learn	ing	 by	 consid	er	ing	 four	 key	 hypo	theses:	 the	 Incidental	
Learning	Hypothesis,	the	Frequency	Hypothesis,	the	Input	Hypothesis,	and	the	
Noticing	Hypothesis.	Finally,	he	returns	to	pedago	gic	issues	and	eval	u	ates	them	
in	 the	 light	 of	 the	 SLA	 find	ings,	 arguing	 for	 the	 need	 to	 acknow	ledge	 that	
 incidental learn ing is as import ant, if not more so, as inten tional learn ing.
Another	approach	to	pedagogy	is	advoc	ated	by	Wen	Qiufang	in	Chapter	7.	

Professor	 Wen	 chal	lenges	 the	 text-	centred	 and	 input-	based	 English	 teach	ing	
methods	 which	 are	 preval	ent	 in	 mainland	 China,	 arguing	 instead	 for	 what	 
she	 calls	 a	 production-oriented	 approach	 (POA).	 This	 follows	 the	 prin	ciple	 
of	learn	ing	centred	ness	founded	on	the	teacher’s	careful	guid	ance.	With	limited	
class time and few prospects for students to encounter or use English, this ensures 
the maximum oppor tun it ies for in- class learn ing. It is based on two assump tions. 
The first assump tion, based on an analysis of language use in the work place, is 
that profes sional or busi ness commu nic a tion is primar ily conduc ted through 
product	ive	activ	it	ies	(i.e.	speak	ing,	writing,	inter	pret	ing,	and	trans	lat	ing),	with	
recept	ive	activ	it	ies	(i.e.	listen	ing	and	reading)	as	medi	at	ors.	The	second	assump-
tion, based on Swain’s output hypo thesis and adult learn ing psycho logy, is that 
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product ive activ it ies can yield better learn ing outcomes than recept ive activ it ies. 
For	POA,	 then,	 the	ulti	mate	object	ive	of	 adult	English	 learn	ing	 should	be	 to	
develop learners’ product ive skills with recept ive skills as enablers.
Maggie	 Charles	 takes	 a	 very	 differ	ent	 approach	 to	 classroom	 pedagogy	 in	

Chapter	 8.	Here	 she	 discusses	 and	 eval	u	ates	 the	 use	 of	 self-	compiled	 or	 do- it-
yourself	(DIY)	corpora	in	the	classroom.	She	illus	trates	the	approach	with	refer-
ence to an academic writing course for post gradu ates, in which students built 
indi vidual corpora from research articles in their own fields and then used them 
to invest ig ate the language of their discip lines. Feedback from students high lights 
both posit ive and negat ive aspects of the approach, and these data are supple-
men ted by the views of three teach ers who report on their exper i ence of teach ing 
the	course.	Both	students	and	teach	ers	agree	that	one	of	the	key	advant	ages	of	the	
approach lies in the fact that the students’ corpora are highly specific to their own 
writing	contexts.	The	chapter	argues	that	the	use	of	DIY	corpora	enables	teach	ing	
in	multidiscip	lin	ary	 classes	 to	 be	 indi	vidu	al	ized	 and	 provides	 students	 with	 a	
tailor- made resource for ongoing long- term refer ence.
In	Chapter	9,	Anne	Peirson-Smith	exam	ines	the	teach	ing	of	a	popular	culture	

course in a Hong Kong univer sity classroom using a blended and project- based 
format. The aim of the course is to enhance students’ media liter acy and crit ical 
engage	ment	in	the	analysis	and	creation	of	online	and	offline	texts.	It	requires	
students to work in small teams to visu ally and verbally create a ‘fashion tribe’ 
when explor ing the notion of iden tity form a tion using a montage of images and 
edit or ial mater ial. The creat ive output of each group was shared on a Facebook 
site follow ing an in- class ‘show and tell’ session. Peirson-Smith argues that a 
pedagogy of inter ven tion by the teacher in the process of know ledge enquiry 
helped students see connec tions between formal and informal academic literacies 
by	blend	ing	the	hori	zontal	discourses	of	every	day	life	with	the	vertical	discourses	
of educa tion. Student feed back suggests that the approach resul ted in a heightened 
crit ical aware ness of popular culture; enhanced engage ment and agency involving 
know ledge acquis i tion; and more signi fic ant learner autonomy in prepar a tion for 
life outside the classroom.

Part III: Learning: activ it ies beyond the classroom

David	Nunan	opens	Part	III	by	point	ing	out	that	until	compar	at	ively	recently,	
the classroom was where language was learned, and the world beyond the 
classroom was where language was used. This bifurc a tion began to break down 
with commu nic at ive language teach ing, which brought with it exper i en tial 
learn ing and the notion that one could acquire a language by using it product-
ively and commu nic at ively inside the classroom. However, until relat ively 
recently, oppor tun it ies for activ at ing classroom learn ing in the world outside the 
classroom were limited in many parts of the world. Technology, partic u larly the 
Internet, has changed this by provid ing learners with access to a huge variety of 
authen tic mater ial. The prolif er a tion of social network ing sites in partic u lar gives 
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learners access to oppor tun it ies to commu nic ate with other users of the target 
language	around	the	globe.	Drawing	on	a	series	of	case	studies,	Professor	Nunan	
argues that learn ing through using language in authen tic as well as pedago gic ally 
struc tured contexts outside the classroom can signi fic antly enhance the language 
learn ing process.
In	Chapter	11,	Christoph	A.	Hafner	and	Lindsay	Miller	explore	a	very	differ	ent	

approach to out- of-class learn ing: that of project work. The authors argue that by 
taking control of their learn ing when working with class mates, learners can 
achieve learn ing gains far exceed ing anything which can be accom plished in the 
classroom.	To	explore	this,	Hafner	and	Miller	describe	and	analyse	a	team-	based	
digital video project for English for science students. The project involved two 
main	 processes:	 (1)	 brain	storm	ing	 and	 plan	ning,	 research	ing,	 script	ing,	 story-
board	ing,	and	exper	i	ment	a	tion;	(2)	direct	ing,	record	ing,	present	ing,	and	editing.	
By	analys	ing	data	collec	ted	from	twelve	groups	of	students,	they	illus	trate	how	
the students collab or at ively engaged with their learn ing through a variety of 
medi	ated	 and	 face-	to-face	 commu	nic	a	tion	 chan	nels.	Drawing	 on	 focus	 group	
inter views and social media posts between students, they examine the processes 
involved in students’ learn ing exper i ences.
Sean	McMinn	turns	to	the	issue	of	MOOCs	in	Chapter	12.	Massive	Open	

Online	Courses	have	gained	consid	er	able	atten	tion	in	higher	educa	tion	over	the	
past	 few	years.	While	most	MOOC	courses	 tend	to	be	content-	based	and	are	
mainly	related	to	science	and	tech	no	logy,	English	language-	learn	ing	MOOCs	
are	 now	 begin	ning	 to	 appear.	 However,	 McMinn	 argues	 that	 there	 is	 little	 
guid	ance	on	the	design	of	MOOCs	for	 learn	ing	English	as	a	second	language	
(ESL),	 and	 even	 less	 inform	a	tion	on	whether	 parti	cip	at	ing	 in	 these	 courses	 is	
helpful	 for	 learners.	 This	 chapter	 explores	 theor	ies	 related	 to	 MOOCs	 and	
networked	 learn	ing	 and	 their	 applic	a	tions	 to	 ESL	 pedagogy.	The	 author	 also	
explores	cases	 involving	people	 from	various	back	grounds	 (i.e.	age,	educa	tion,	
nation	al	ity,	English	profi	ciency)	enrolled	in	English	courses	offered	by	two	major	
MOOC	providers,	Coursera	and	edX.	By	review	ing	discus	sion	forum	activ	ity,	
click stream data, and pre- and post- course surveys, he exam ines how student 
engage ment, learn ing strategies, assess ment strategies, and learners’ percep tions 
of	English	MOOCs	can	inform	future	online	course	design.
Michael	Thomas,	Hayo	Reinders,	and	Anouk	Gelan	turn	to	a	very	differ	ent	

aspect	 of	 learn	ing	 in	 Chapter	 13,	 focus	ing	 on	 learn	ing	 analyt	ics.	 Learning	
analyt ics has emerged as a signi fic ant area of invest ig a tion in rela tion to learner 
profil ing, improv ing learn ing outcomes and identi fy ing learners at risk of failure. 
However, much of the research has focused on its role as a tool for admin is trat ors 
or instruct ors to track learners rather than as a tool to empower students or inform 
pedagogy. The authors here crit ic ally examine the chal lenges and oppor tun it ies 
presen ted by learn ing analyt ics, partic u larly social learn ing analyt ics in online 
language learn ing. They consider the ethical and research implic a tions of attempts 
to harness big data in language learn ing, and examine the role that social learn ing 
analyt ics can play in tracing the devel op ment of language learn ing as a summat ive 
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process based on inter ac tion and dialogue. The chapter draws on prelim in ary 
data	from	the	EU	VITAL	project	(Visualisation	Tools	and	Analytics	to	monitor	
Online	Language	Learning	&	Teaching),	and	explores	the	role	learn	ing	analyt	ics	
can play in empower ing learners in out- of-class contexts.

Part IV: Teachers: educa tion and profes sional devel op ment

Denise	E.	Murray	 and	MaryAnn	Christison	 open	 this	 section	 on	 profes	sional	
devel op ment with a chapter focus ing on the afford ances and limit a tions for 
teacher educat ors of going online. Teacher educat ors are increas ingly turning to 
tech no logy to deliver profes sional devel op ment and teacher educa tion courses, 
and this has been espe cially popular among English language teach ers as a result 
of the short age of qual i fied English teach ers around the world. Using data from a 
variety of deliv ery options, the authors explore online language teacher educa-
tion and profes sional devel op ment through the lens of five themes that need to be 
considered in prac tice, policy, and research:

•	 the	range	of	deliv	ery	options;
•	 the	options	for	clas	si	fy	ing	and	concep	tu	al	iz	ing	online	learn	ing;
•	 the	roles	of	teacher	educat	ors	and	teacher	students;
•	 the	devel	op	ment	of	virtual	communit	ies	of	prac	tice;
•	 the	ways	of	ensur	ing	quality	in	online	teacher	educa	tion.

In	Chapter	15,	Anita	Krishnan,	Courtney	Pahl,	and	Kathleen	M.	Bailey	explore	
the learn ing exper i ences of two exper i enced language teach ers who were novice 
super visors. Enrolled in a gradu ate seminar on language teacher super vi sion, the 
two teach ers had each taught a language lesson and received feed back on that 
lesson. Each teacher then wrote a paper about the exper i ence of being super vised, 
linking their responses to the liter at ure they had read in the seminar. Subsequently, 
both train ees observed three differ ent classes and held post- obser va tion confer-
ences with the teach ers they had observed. The train ees’ audio- recor ded  
and	 tran	scribed	 excerpts	 formed	 sens	it	ive	 parts	 of	 the	 confer	ences	 (e.g.	where	
they	were	crit	ical	of	the	observed	teacher’s	perform	ance).	The	tran	scripts	were	
analysed for mitig a tion strategies, and the two novice super visors were inter-
viewed to see what they learned from the process of conduct ing obser va tions and 
post- obser va tion confer ences, and from analys ing their own super vis ory 
discourse. The authors discuss the insights of the train ees and connect these to the 
research liter at ure on teacher super vi sion.
Laura	Taylor	explores	a	differ	ent	context	of	teacher	educa	tion	in	Chapter	16,	

looking at the exper i ences of untrained, short- contract novice teach ers in Korean 
language	schools.	As	she	points	out,	the	over	seas	private-	sector	market	for	Native	
English	Speaking	Teachers	(NESTs)	in	South	Korea,	as	in	many	other	coun	tries,	
is	 large	and	growing.	As	a	result,	many	Native	English	Speaking	gradu	ates	are	
attrac ted by the good salar ies and housing bene fits on offer, as well as the appeal 
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of	working	in	an	exotic	loca	tion.	Without	teach	ing	qual	i	fic	a	tions	or	exper	i	ence,	
however,	and	with	minimal	local	train	ing,	many	struggle	in	the	classroom.	With	
the added diffi culties of coping with a differ ent culture and language, many 
teach	ers	 exper	i	ence	 increased	 anxiety	 and	 reduced	 motiv	a	tion.	 Based	 upon	 a	
longit ud inal case study in the private language school sector, Taylor discusses the 
role	of	the	novice	NEST	in	the	classroom,	the	oppor	tun	it	ies	typic	ally	avail	able,	
and the chal lenges they face.
Closing	 the	 book	 is	 a	 chapter	 by	 Vincent	 Greenier	 on	 the	 chal	lenges	 of	

construct iv ist teach ing. This discusses how modern student- centred learn ing  
has	 lagged	 in	 the	 East	 Asia	 EFL	 context,	 and	 explores	 the	 exper	i	ences	 of	 a	 
teacher	using	construct	iv	ist	approaches	with	a	Project-Based	Learning	curriculum	
with English Education majors in South Korea. The author first addresses five 
chal	lenges	 to	 construct	iv	ist	 teach	ing	 that	were	 encountered	 in	 both	 cases:	 (1)	
prepar	ing	students	for	high-	stakes	exams;	(2)	teach	ing	low	and	mixed	levels	of	
English	 profi	ciency;	 (3)	 provid	ing	 fair	 and	 trans	par	ent	 assess	ment;	 (4)	 coping	
with	time-	constraints;	and	(5)	chan	ging	roles	as	a	‘teacher’.	The	author	illus	trates	
how the process of facing such obstacles holds import ant implic a tions for teacher 
educa tion and profes sional devel op ment. He concludes by arguing that teacher 
educa tion should adopt a construct iv ist frame work by encour aging teacher- 
learners to collab or ate with peers, take calcu lated risks, formu late open- ended 
hypo	theses	to	prob	lems,	and	continu	ously	analyse	and	reflect	on	exper	i	ences.

Together, these chapters offer a collec tion of up- to-the- minute studies and 
reflec	tions	 on	 key	 issues	 in	 contem	por	ary	 think	ing	 and	 prac	tice	 in	 English	
language teach ing and learn ing. They not only capture some of the most excit ing 
and import ant devel op ments in the field, but also illus trate a variety of methods, 
of both research and teach ing, and perspect ives on current issues.
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Introduction

In a special issue of the TESOL Quarterly	on	Language	and	Identity	that	I	guest-	
edited	 two	decades	 ago	 (Norton	1997),	 I	 intro	duced	 the	 issue	with	 an	 article	 
that explored debates about whether English belongs to native speak ers of English, 
to speak ers of stand ard English, or to all of those who speak it, irre spect ive of 
linguistic	and	sociocul	tural	iden	tit	ies.	As	I	will	argue	in	this	chapter,	debates	on	
iden tity and English language learners are best under stood in the context of social 
rela tions of power across both local and global sites, from the inter ac tion between 
two	people	in	a	local	community	to	the	rela	tion	ship	between	nation	states.	While	
such debates pertain to all languages, the discus sions are partic u larly salient  
with respect to English, precisely because of the power English exerts as a global 
language, and the oppor tun it ies English can provide for those who speak, read, 
and	write	it,	both	on	and	offline.	Of	central	interest	to	this	chapter	are	the	ques-
tions: How do English language learners across global sites navig ate their iden-
tit	ies	in	chan	ging	times?	What	impact	can	iden	tity	research	have	on	theory	and	
prac	tice	in	English	language	educa	tion?
When	address	ing	these	ques	tions	 two	decades	ago,	cognit	ive	and	psycho	lo-

gical theor ies domin ated under stand ings of how languages are learnt, and theor ies 
of the good language learner inter preted indi vidu als as having an essen tial, 
unique, fixed, and coher ent core. In more tradi tional research, language learners 
were often defined in binary terms as motiv ated or unmo tiv ated, intro ver ted or 
extro ver ted, inhib ited or unin hib ited, with little refer ence to unequal rela tions  
of power between language learners and target language speak ers, whether  
in	ESL	or	EFL	contexts.	Drawing	on	the	work	of	Christine	Weedon	(1987),	I	
argued that iden tity is multiple, chan ging, and a site of struggle, shaped not only 
by mater ial condi tions and lived exper i ences but also by learners’ imagined 
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futures	 (Kanno	&	Norton	 2003).	 I	 have	 there	fore	 defined	 iden	tity	 as	 ‘how	 a	
person under stands his or her rela tion ship to the world, how that rela tion ship is 
struc tured across time and space, and how the person under stands possib il it ies for 
the	future’	(Norton	2013:	45).	While	learners	can	speak	from	multiple	posi	tions,	
they can also be posi tioned in undesir able ways, which may limit oppor tun it ies 
for them to speak and be heard. For example, the iden tity categor ies of race, 
gender, class, ethni city, and sexual orient a tion can shape inter ac tion in differ ent 
learn ing contexts, and the oppor tun it ies that are avail able for language learn ing.
In	this	chapter,	I	will	first	discuss	the	key	influ	ences	on	my	theor	ies	of	iden	tity,	

and discuss the ways in which these ideas are being enriched in more recent 
research. I will also address the theory of invest ment that I developed as a  
soci olo gical comple ment to the psycho lo gical construct of motiv a tion. I will then 
illus trate the ways in which theor ies of iden tity and invest ment have helped to 
inform	my	research	with	a	range	of	English	language	learners	in	Canada,	Pakistan,	
Uganda, and Iran. Thereafter, drawing on the research of schol ars in Hong Kong, 
Chile,	the	USA,	and	Mexico,	I	consider	the	implic	a	tions	of	iden	tity	research	for	
English language teach ing across global sites.

Theories of iden tity and invest ment

My	 theor	ies	 of	 iden	tity	 and	 invest	ment	 have	 arisen	 from	 the	 recog	ni	tion	 that	
language is both a linguistic system and a social prac tice in which iden tit ies are 
forged,	nego	ti	ated,	and	some	times	resisted.	The	concep	tu	al	iz	a	tion	of	language	as	
both a linguistic system and a social prac tice is well artic u lated by the French 
social	theor	ist	Pierre	Bourdieu	(1991),	whose	constructs	of	‘legit	im	ate	language’	
and the ‘legit im ate speaker’ provide import ant insight into debates on iden tity 
and	 English	 language	 learn	ing	 in	 the	 global	 community.	 What	 and	 who	 is	
considered ‘legit im ate’ must be under stood with respect to a given ‘field’ or social 
context	that	is	often	char	ac	ter	ized	by	unequal	struggles	for	meaning,	access,	and	
power. For example, when non- native English speak ing teach ers inter act with 
students, their perceived ‘legit im acy’ as teach ers is often related to the polit ics of 
place.	 A	 qual	i	fied	 non-	native	 English	 teacher	 in	 Uganda,	 Pakistan,	 or	 Chile	
might be considered a highly valued ‘legit im ate’ English teacher in each of these 
contexts. However, if the teacher were to move to a country in which her or his 
variety of English was not valued, the teacher’s legit im acy as both a speaker and 
teacher of English might be comprom ised, with a negat ive impact on the teacher’s 
iden tity.
While	such	shifts	of	iden	tity,	for	both	teach	ers	and	students,	might	be	asso	ci-

ated with trans itions from coun tries in which English is taught in what Kachru 
(1986)	has	called	the	‘expand	ing	circle’	or	‘outer	circle’,	to	coun	tries	of	the	‘inner	
circle’, there are cases in which trans itions may take place in the reverse direc tion, 
i.e. from the inner to outer circle, with equally disrupt ive iden tity shifts. In my 
research	with	Margaret	Early	in	Uganda,	for	example,	we	describe	an	email	we	
received	from	a	newly	gradu	ated	Ugandan	student,	Doris	Abiria,	who	had	spent	
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a	year	with	her	husband	and	two	young	boys	at	the	University	of	British	Columbia	
in	Vancouver.	After	return	ing	to	Uganda,	Ms	Abiria	wrote	to	us	as	follows	(Early	
&	Norton	2012:	195):

The boys are getting better. In school the teach ers complain they have gone 
with	a	 style	 they	are	calling	Western.	The	teach	ers	 say	 the	boys	have	an	
accent that they do not hear while the boys say the teach ers speak English 
up side down . . . Paul talks to the teacher in class any time he wishes when 
chil dren are expec ted first to listen to the teacher and talk when the teacher 
asks	 them.	 Now	 we	 keep	 check	ing	 on	 them	 frequently	 in	 school	 and	
support	ing	them	more	at	home.	We	hope	that	by	next	year	they	will	be	
okay.

For young Paul, English as a linguistic system and a social prac tice was being 
rene go ti ated in the Ugandan context. If Paul was to be accor ded the iden tity  
of a success ful Ugandan student, he needed to adjust to the variety of English 
considered legit im ate in his Ugandan school, and he needed to adopt the 
classroom prac tices expec ted of young learners in this context.

In order to capture this complex rela tion ship of language learners to the target 
language,	 I	have	developed	 the	 soci	olo	gical	 construct	of	 ‘invest	ment’	 (Norton	
2013;	Norton	Peirce	1995).	Recognizing	that	language	learn	ing	as	a	social	prac-
tice is implic ated in the oper a tion of power, the construct of invest ment signals 
the socially and histor ic ally construc ted rela tion ship of learners to the target 
language	and	their	some	times	ambi	val	ent	desire	to	learn	and	prac	tice	it.	As	I	have	
noted, ‘if learners “invest” in the target language, they do so with the under-
stand	ing	that	they	will	acquire	a	wider	range	of	symbolic	resources	(language,	
educa	tion,	friend	ship)	and	mater	ial	resources	(capital	goods,	real	estate,	money)	
which	will	increase	the	value	of	their	cultural	capital	and	social	power’	(Norton	
2013:	6).	As	a	comple	ment	to	the	psycho	lo	gical	construct	of	motiv	a	tion	(Dörnyei	
&	Ushioda	2009),	learners	can	be	highly	motiv ated to learn a language, but may 
not neces sar ily be inves ted in the language prac tices of a given classroom if it has 
prac	tices	that	are,	for	example,	racist	or	sexist.	In	addi	tion	to	asking	‘Are	students	
motiv	ated	to	learn	a	language?’	research	ers	and	teach	ers	are	there	fore	encour	aged	
to ask the addi tional ques tion, ‘To what extent are students and teach ers inves ted 
in	the	language	and	liter	acy	prac	tices	of	a	given	classroom	and	community?’
Because	 iden	tity	 is	 often	 a	 site	 of	 struggle,	 invest	ment	 is	 complex,	 contra-

dict	ory,	and	frequently	in	a	state	of	flux.	To	success	fully	nego	ti	ate	the	condi	tions	
of power that enable or constrain English language learn ing, learners need to 
develop a commu nic at ive compet ence that goes beyond under stand ing the  
rules of use of a target language. They also need to under stand how these rules 
are socially and histor ic ally construc ted to support the interests of domin ant 
groups,	and	they	need	to	learn	what	Kramsch	(2009)	has	called	symbolic	compe-
t	ence.	As	a	theor	et	ical	tool,	invest	ment	helps	schol	ars	and	teach	ers	examine	the	
condi tions under which social inter ac tion takes place, and the extent to which 
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social rela tions of power enable or constrain the range of iden tit ies avail able to 
language learners.

An expan ded model of invest ment

In	 the	1990s,	when	 I	developed	my	early	 theor	ies	of	 iden	tity	 and	 invest	ment,	
large- scale migra tions were trans form ing the economic and cultural land scapes 
of	 many	 urban	 centers.	 As	 people	 of	 differ	ent	 language	 back	grounds	 crossed	
borders to fill the labour needs of these coun tries, these urban centres became 
more	 multi	lin	gual	 and	 multi	cul	tural.	 Learning	 English	 in	 coun	tries	 like	 the	
USA,	Canada,	and	the	UK	was	crit	ical	 in	enabling	migrants	to	integ	rate	into	
their new communit ies and find mean ing ful employ ment. The theory of invest-
ment became a means to examine how non- native English speak ers were able to 
access and parti cip ate in contexts usually domin ated by native English speak ers 
(cf.	McKay	&	Wong	1996).	Research	on	invest	ment	has	not	been	restric	ted	to	
Anglophone	coun	tries,	however,	with	special	issues	on	the	topic	in	both	China	
and	fran	co	phone	Europe	(see	Arkoudis	&	Davison	2008;	Bemporad	2016;	Norton	
&	Gao	2008).
As	 tech	no	lo	gical	 innov	a	tions	 continue	 to	 trans	form	 the	 21st	 century	 by	

offer	ing	a	more	flex	ible	and	multimodal	engage	ment	with	the	world,	there	are	
import	ant	implic	a	tions	for	theor	ies	of	language,	iden	tity,	and	invest	ment	(Darvin	
2016).	The	spaces	of	social	iz	a	tion	and	inform	a	tion	exchange	continue	to	multiply,	
in	both	face-	to-face	and	virtual	worlds,	 locally	and	glob	ally.	As	 learners	move	
fluidly	 across	 transna	tional	 borders,	 they	 are	 able	 to	 learn	 and	 use	 English	 in	
excit ing new ways. How they nego ti ate these spaces has become increas ingly 
relev ant to language educa tion research, even as the power oper at ing in these 
spaces becomes less visible. It has there fore become neces sary to examine how 
invest ment in this shift ing commu nic a tion land scape posi tions learners in new 
ways. In this new commu nic at ive order, how do English language learners claim 
the	right	to	speak?

To provide a crit ical frame work that responds to these ques tions, I have 
worked	with	Ron	Darvin	 to	 develop	 an	 expan	ded	model	 of	 invest	ment	 that	
responds	 to	 the	 demands	 of	 a	more	mobile	 and	 fluid	 world,	 where	 language	
learners	move	in	and	out	of	online	and	offline	contexts	(Darvin	&	Norton	2015).	
This	model	recog	nizes	how	the	skills,	know	ledge,	and	resources	learners	possess	
are	valued	differ	ently	in	these	multiple	spaces.	As	learners	are	able	to	inter	act	with	
others from differ ent parts of the world that share specific interests, language 
learners are exposed to a range of belief systems and world views. To draw atten-
tion to how these ideo lo gies operate on micro and macro levels, this model 
exam ines both commu nic at ive events and commu nic at ive prac tices. Institutional 
processes and patterns of control shape what become regular prac tices, but it is in 
specific instances or events that learners are able to ques tion, chal lenge, and 
repos	i	tion	them	selves	to	claim	the	right	to	speak.	Our	model	thus	locates	invest-
ment at the inter sec tion of iden tity, capital, and ideo logy, in order to provide a 
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window on the ways in which struc tures of power work, while finding oppor-
tun	it	ies	for	language	learners	to	exer	cise	agency	(see	Figure	2.1).
In	our	model,	Darvin	and	I	refer	to	‘ideo	lo	gies’	as	‘domin	ant	ways	of	think	ing	

that	organ	ize	and	stabil	ize	soci	et	ies	while	simul	tan	eously	determ	in	ing	modes	of	
inclu	sion	and	exclu	sion’	(Darvin	&	Norton	2015:	72).	Neoliberal	ideo	logy,	for	
instance, upholds the suprem acy of market forces and the pursuit of profit 
(Duchêne	 &	 Heller	 2012).	 Ideological	 assump	tions	 guide	 the	 choices	 people	
make until these assump tions become ‘common sense’, and repeated actions 
become ‘prac tice’. Hence, ideo logy is construc ted and main tained through the 
impos i tion of power, hege monic consent, and the repe ti tion of prac tices. In the 
same way, language ideo lo gies that priv ilege English, for instance, are repro-
duced through language policies construc ted by govern ments, the acqui es cence 
to such policies, and the use of English in differ ent discourses with limited forms 
of resist ance.
As	learners	navig	ate	across	online	and	offline	spaces,	 ideo	lo	gies	collude	and	

compete, shaping learner iden tit ies and posi tion ing them in differ ent ways, which 
comple	ments	the	view	of	iden	tity	as	multiple	and	fluid.	In	our	research	in	Uganda,	
for example, we have found contrast ing ideo lo gies related to Ugandan English, in 
which some teach ers consider it ‘broken English’ and others consider it cultur ally 

FIGURE 2.1	 Darvin	and	Norton’s	2015	model	of	invest	ment
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appro	pri	ate	 (Early	 &	Norton	 2014).	 Depending	 on	 which	 teacher	 instructs	 a	
given class, language learners may consider them selves either inad equate or 
highly	compet	ent,	or	vacil	late	from	one	teacher	to	the	next.	As	such,	the	model	
recog	nizes	that	the	value	of	a	learner’s	economic,	cultural,	or	social	capital	shifts	
as it travels across time and space. However, the value of capital is subject to but 
not	 completely	 constrained	 by	 the	 ideo	lo	gies	 of	 differ	ent	 groups	 or	 fields.	 As	
Bourdieu	(1991)	notes,	 it	 is	only	when	differ	ent	 forms	of	capital	are	perceived	 
and	recog	nized	as	legit	im	ate	that	they	become	symbolic	capital.	It	follows	that	
the	extent	to	which	teach	ers	are	able	to	recog	nize	the	value	of	the	linguistic	or	
cultural	 capital	 learners	bring	 to	 the	 classroom—their	prior	know	ledge,	home	
literacies,	 and	mother	 tongues—will	 impact	 the	 extent	 to	which	 learners	will	
invest in the language and liter acy prac tices of their classrooms.

English language learn ing across global sites

Drawing	on	my	collab	or	at	ive	research	on	iden	tity	and	English	language	learn	ing	
across	global	sites,	I	will	now	illus	trate	the	ways	in	which	the	2015	model	of	iden-
tity and invest ment can help to inform theory and prac tice in English language 
educa	tion.	Of	central	interest	in	the	model	is	the	inter	play	of	iden	tity,	capital,	and	
ideo logy, and the condi tions under which language learners invest in the language 
and liter acy prac tices of their classrooms. The model extends the ques tion, ‘To 
what extent are learners inves ted in the language and liter acy prac tices of their 
classrooms	and	communit	ies?’	to	a	wider	range	of	ques	tions,	as	given	below.	These	
ques tions will then be discussed in greater detail with refer ence to my research in 
Canada,	 Pakistan,	 Uganda,	 and	 Iran,	 where	 chil	dren,	 youth,	 adoles	cents,	 and	
adults, respect ively, navig ated their rela tion ship to the English language.

1.	 What	do	learners	perceive	as	bene fits of invest ment, and how can the capital 
they possess serve as afford ances for learn ing?

2.	 What	systemic patterns of control	(policies,	codes,	insti	tu	tions)	make	it	diffi	cult	
for	learners	to	invest	and	acquire	certain	capital?	How	have	prevail	ing	ideo lo-
gies	struc	tured	learners’	invest	ments?

3.	 What	are	learners’	imagined	iden tit ies?	How	do	these	impact	their	invest	ment	
in	differ	ent	language	and	liter	acy	prac	tices?

Young English language learners in Canada

In	my	research	with	Archie	comic	readers	in	Canada	(Norton	&	Vanderheyden	
2004),	I	collab	or	ated	with	Karen	Vanderheyden	to	examine	the	invest	ments	of	
young	girls	 and	boys	 in	Archie	 comic	books,	written	 in	English.	The	 readers	
were	approx	im	ately	9–11	years	of	age,	and	were	both	native	speak	ers	of	English	
and	migrant	English	language	learners.	We	learnt	from	some	of	the	migrants	that	
it was comic book reading, more than any other activ ity, which had advanced 
their	English	skills,	and	that	they	engaged	in	trans	lin	gual	prac	tices	(Canagarajah	
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2013),	in	both	the	mother	tongue	and	English,	when	discuss	ing	Archie	comics	
with	 peers	 from	 their	 migrant	 community.	 Native	 speak	ers	 also	 provided	
import	ant	insight	into	the	rela	tion	ship	between	Canadians	and	migrant	students.	
A	boy	we	called	Dylan,	for	example,	defined	newcomers	to	Canada	as	‘kids	with	
English	prob	lems’,	and	shared	an	intriguing	reflec	tion	on	why	popular	culture	
can improve rela tion ships between native and non- native speak ers of English:

Karen:	 	I	want	to	find	out	one	more	thing.	You’ve	got	ESL	kids	and	a	
lot of them hang out with their own group of friends. Then 
you’ve got English- speak ing friends and they hang out together. 
Is	 popular	 culture	 like	 Archie	 a	 good	 way	 of	 bring	ing	 kids	
together?

Dylan:	 	Well,	yes	because	I	know	that	one	reason	most	of	the	kids	with	
English prob lems and kids with good English don’t relate is 
because the English kids seem to think that either they are 
stupid because they can’t speak English which is totally a 
miscon cep tion or they’re not like them and they’re kind of 
pushed away by that.

Karen:  So that’s what you think, that it’s a good way ’cause they can 
talk	to	each	other?

Dylan:	 	’Cause	it	would	give	them	some	thing	to	realize	that	these	kids	
like some things that they like, that they are kids who like 
things that other kids like, which is a way of bring ing them 
together.

With	 refer	ence	 to	 the	 ques	tion	 given	 above,	 ‘How	 have	 prevail	ing	 ideo lo gies 
struc	tured	 learners’	 invest	ments?’,	we	have	much	 to	 learn	 from	young	Dylan.	
First,	although	the	current	liter	at	ure	in	the	field	(Blackledge	&	Creese	2009;	May	
2014)	reflects	the	ideo	lo	gical	posi	tion	that	English	language	learners	should	be	
posi	tioned	as	valued	‘multi	lin	gual’	learners	rather	than	as	defi	cient	‘ESL’	learners,	
the	 comment	 from	Dylan	 suggests	 that	 this	 ideo	lo	gical	 posi	tion	 has	 had	 little	
penet	ra	tion	 in	 his	 school	 and	 community.	Multilingual	 students	 are	 still,	 for	
Dylan	and	his	peers,	‘kids	with	English	prob	lems’	who	are	some	times	considered	
‘stupid’.	 Clearly,	 this	 ideo	lo	gical	 posi	tion	 would	 have	 impacted	 how	 young	
migrants	saw	them	selves	in	Dylan’s	school,	and	how	they	perceived	their	power	
relat ive to native speak ers.
Second,	with	refer	ence	to	the	ques	tion,	‘What	do	learners	perceive	as	bene fits 

of invest ment, and how can the capital they possess serve as afford ances for learn ing?’	
the	 data	 is	more	prom	ising.	 Implicit	 in	Dylan’s	 comments	 is	 that	 if	 the	 social	
capital	of	English	language	learners	is	to	be	enhanced	(leading	to	more	regular	
inter	ac	tion	with	native	speak	ers	and	enhanced	language	learn	ing),	there	needs	to	
be invest ment on the part of both native speak ers and language learners. In other 
words, both the native speaker and the language learner need to appre ci ate that 
bene	fits	 can	 accrue	 from	 their	 mutual	 inter	ac	tion.	 As	 Dylan	 said	 of	 migrant	
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students, ‘they are kids who like things that other kids like, which is a way of 
bring	ing	them	together.’	Dylan	suggests	that	it	is	the	common	interest	in	Archie	
comics that can provide this dual invest ment, and that language learners’ know-
ledge	of	Archie	comics	 (their	cultural	capital)	could	serve	as	an	afford	ance	 for	
learn ing and social engage ment. This finding has signi fic ant implic a tions for 
classroom prac tice and the import ant role that teach ers can play in provid ing 
oppor tun it ies for young non- native English speak ers to inter act product ively 
with young native speak ers.

Pakistani youth as English language learners and tutors

In	 my	 research	 with	 Farah	 Kamal	 in	 Pakistan	 (Norton	 &	 Kamal	 2003),	 we	
examined the invest ments in English of middle- school students aged approx im-
ately	12–14	who,	while	English	language	learners	them	selves,	had	been	active	in	
teach	ing	English	to	young	orphans	from	Afghanistan.	In	rela	tion	to	the	ques	tion	
on the bene fits of invest ment, students discussed the perceived useful ness of 
English, both locally and inter na tion ally, in advan cing the speaker’s cultural, 
economic,	and	social	capital.	As	Shahida	said:

The English language is an inter na tional language spoken all over the 
world and it is the language of science. Therefore to promote their educa-
tion and aware ness with modern tech no lo gies, it is import ant to teach [the 
Afghanis]	English.

Pakistani	 students	 noted	 that	 know	ledge	of	English	would	 enable	 the	Afghan	
chil dren to commu nic ate directly with people all over the world, without the 
help of trans lat ors, and explain to the wider community how much they had 
suffered. Fariha’s comments have import ant implic a tions for ideo lo gical posi tions 
taken up in the inter na tional community, in which English often serves as a 
lingua franca:

English is the language spoken commonly. This language is under stood 
through	out	the	world.	If	the	Afghan	chil	dren	learn	English,	know	English,	
speak English, they will be able to discuss their prob lems with the people 
of the world.

With	regard	to	cultural	capital	asso	ci	ated	with	English,	students	such	as	Jamshed	
noted further that English serves as a common language not only across nations 
but within nations, which in turn has import ant implic a tions for both an indi-
vidual and a nation’s imagined iden tity:

We	choose	this	as	our	next	 step	because	English	 is	 the	 inter	na	tional	and	
global	media	language	and	most	of	the	Afghan	immig	rants	do	not	know	
English and have no partic u lar language to commu nic ate with local 
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[Pakistani] people. Therefore we choose this as the next step so they can 
commu nic ate with local people.

With	 regard	 to	 the	model	 of	 invest	ment,	what	we	 learn	 from	 these	 young	
Pakistanis is that Pakistan youth, as tutors, were highly inves ted in teach ing 
English	 to	 the	 Afghani	 chil	dren	 because	 they	 had	 learnt	 that	 language,	 and	
English in partic u lar, is central to the exer cise of power, both locally and inter-
na	tion	ally.	Of	interest	in	our	study	was	some	evid	ence	of	resist	ance	to	this	ideo-
lo gical posi tion.

Adolescent English language learners in Uganda

Turning	now	to	my	long	traject	ory	of	research	in	the	African	country	of	Uganda,	
one partic u larly inter est ing research parti cipant was Henrietta, an 18-year- old 
female student who parti cip ated in a study on the use of digital resources for 
HIV/AIDS	educa	tion	and	enhanced	English	language	learn	ing	(Norton,	Jones,	
&	Ahimbisibwe	2011).	Henrietta	lived	in	a	rural	Ugandan	village	that	had	limited	
elec tri city and no running water, with a per capita income of less than $1 a day. 
In	the	study,	we	brought	Henrietta	and	her	peers	to	an	Internet	café	in	a	neigh-
bour	ing	town	to	research	HIV/AIDS.	By	working	on	this	task,	Henrietta	and	
other students were able to develop the skills of navig at ing the web to find the 
inform a tion they needed, while at the same time improv ing their English skills. 
During	data	collec	tion,	Henrietta	noted	that	her	‘main	interest	in	learn	ing	more	
about computers is to know how they use Internet, to commu nic ate to people in 
the outside coun tries’. She stated her belief that know ledge gained through the 
Internet would enhance self- know ledge, as she would learn more about herself 
‘through	 sharing	 view	with	Canadian	 people’.	Her	 fervent	 desire	 to	 ‘ join	 the	
group of know ledge able people in the world’ indexes a power ful imagined iden-
tity that helped struc ture her invest ment in the language and liter acy prac tices of 
the digital liter acy course.
Ron	Darvin	 and	 I	 have	 noted,	 however,	 that	 Henrietta’s	 oppor	tun	it	ies	 to	

develop her liter acy and to continu ally engage in transna tional conver sa tions in 
English	may	be	highly	restric	ted	(Darvin	&	Norton	2015).	Not	only	is	Henrietta’s	
own economic capital limited, but the tech no lo gical infra struc ture of her local 
community is poorly resourced. In this case, both her own social loca tion and the 
economic posi tion of rural Uganda constrain access to the tech no logy neces sary 
for Henrietta to master literacies relev ant to the know ledge economy. It is for 
situ ations such as this that our model of invest ment incor por ates what we have 
called	‘systemic	patterns	of	control’.	While	Henrietta	may	be	driven	by	a	strong	
desire to learn more about computers and to connect more regu larly with other 
people, her social loca tion makes it very diffi cult for her to enter these new spaces 
of	social	iz	a	tion.	Even	though	her	desire	to	engage	in	transna	tional	conver	sa	tions	
can be seen as a way to increase her social capital, the perceived benefit may not 
be sustain able.



22 Bonny Norton

Because	discourses	of	glob	al	iz	a	tion	construct	Henrietta’s	own	concep	tions	of	
what is valu able or not, she posi tions herself as inad equate, as one who is not suffi-
ciently ‘know ledge able’. Such data is illus trat ive of the rela tion ship between iden-
tity and ideo lo gies that priv ilege the global over the local, and in which the global 
North	is	seen	as	more	know	ledge	able	than	the	global	South.	As	Henrietta	seeks	
to gain access to afford ances of learn ing like devices and books, systemic patterns 
of control will also hinder this access. These include the limited alloc a tion  
of tech no logy budgets to local schools, and connectiv ity chal lenges in rural 
Uganda. Ideologies that priv ilege urban vs. rural, middle vs. lower class, or male 
vs. female will also further limit oppor tun it ies for Henrietta to achieve her 
imagined iden tity.

In terms of linguistic capital, although she speaks English, a common language 
of the Internet, Henrietta’s access to valued forms of English is also restric ted. 
Interestingly, what she finds partic u larly appeal ing about the Internet is that  
it	 gives	 her	 the	 oppor	tun	ity	 to	 ‘under	stand	more	 about	English	 language’.	As	 
she notes, ‘I got commu nic a tion. I have learnt the English language because  
the English in Internet has been very create and it has arranged prop erly.’ How 
others will posi tion her as a teenage girl from rural Uganda will shape the 
dynam ics of their inter ac tion, and the value of her linguistic capital may be 
uneven,	as	exem	pli	fied	by	Blommaert’s	data	from	his	young	Tanzanian	friend,	
Victoria	(Blommaert	2003).

Adolescent and adult English language learners in Iran

In	 a	 very	 differ	ent	 part	 of	 the	 world,	 Mehri	 Mohammadian	 and	 I	 recently	
conduc	ted	research	on	the	appeal	of	English	language	insti	tutes	(ELIs)	for	Iranian	
adoles	cents	 and	 adults	 (Mohammadian	 &	 Norton	 in	 press),	 which	 provides	
further	insight	into	iden	tity	and	English	language	learn	ing	inter	na	tion	ally.	ELIs	
in	 Iran	 are	 fee-	char	ging	 insti	tu	tions	of	 varying	 sizes,	which	 seek	 to	provide	 a	
more commu nic at ive language curriculum than that avail able in Iranian schools. 
School-	aged	language	learners	attend	English	classes	at	ELIs	after	school	hours,	
usually	from	6	to	8	p.m,	and	enjoy	the	flex	ib	il	ity	of	the	ELI	curricula.	Our	2012	
pilot	 study	 focused	 on	 inter	views	with	 admin	is	trat	ors	 at	 five	 ELIs	 in	 Shiraz,	 
Iran, most of whom would agree with the follow ing comment from one of the 
admin is trat ors:

The students directly, after finish ing school, come here and they are so 
tired,	but	they	come	with	interest	because	they	like	it!	Because	the	system	
is	 totally	differ	ent	 from	 the	public	 schools.	Here,	we	have	more	flex	ible	
tech niques and ways of teach ing.

We	also	found	that	the	number	of	female	students	at	ELIs	is	far	greater	than	that	
of male students, suggest ing that female students are partic u larly inves ted in the 
oppor	tun	it	ies	 that	 ELIs	 provide.	This	 finding	 is	 also	 consist	ent	with	 research	
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around the globe that suggests the learn ing of English may be asso ci ated with the 
desire	for	greater	gender	equity	(Kobayashi	2002).	In	the	context	of	Iran,	young	
women have limited mobil ity, and going to cinemas, restaur ants, or coffee shops 
with friends is gener ally not an option approved by parents. For such famil ies, 
English classes are a partic u larly desir able form of outdoor recre ation and a place 
where young women can exper i ence a differ ent world.
We	 also	 learnt	 that	 Iranian	 students	 have	 diverse	 invest	ments	 in	 learn	ing	

English, includ ing being able to find inform a tion from differ ent sources on the 
Internet; continu ing educa tion abroad; getting schol ar ships; finding better jobs; 
trav el ling to foreign coun tries; or living abroad. Their parti cip a tion in English 
classes	at	ELIs	 is	not	mandat	ory,	but	they	are	eager	to	learn	English	and	‘they	
come	with	interest’,	as	noted	above.	As	for	the	adult	language	learners,	we	also	
found	a	range	of	invest	ments	in	language	learn	ing.	One	admin	is	trator	explained,

People like to learn English because it’s an inter na tional language and it 
means a pass word for them to gain status. If they want to be some body, to 
go abroad, to have new oppor tun it ies, they have got to learn the English 
language.

Such comments provide further evid ence of the rela tion ship between invest ment, 
iden tity, and capital, and support the argu ment that the imagined iden tity of a 
learner, whether a child, youth, adoles cent, or adult, is partic u larly salient to 
invest ment in English.

Pedagogical implic a tions

It	is	evident	from	recent	public	a	tions	(Mahboob	2010;	Moussu	&	Llurda	2008;	
Selvi	2014)	that	debates	on	English	language	learn	ing	have	shifted	dramat	ic	ally	
to	a	focus	on	multi	lin	gual	ism	and	transna	tion	al	ism	(Canagarajah	2013),	and	that,	
in the applied linguist ics liter at ure, there is increas ing interest in English as a 
lingua	 franca,	 and	 its	 implic	a	tions	 for	 iden	tity	 ( Jenkins	 2007).	 Such	 research	
suggests that there is a need for innov at ive approaches to classroom pedagogy, 
teacher educa tion, and language policy. How should the English teacher, whether 
native or non- native, develop classroom prac tices that promote invest ment  
by	language	learners,	and	enhance	the	range	of	iden	tit	ies	avail	able	to	them?	In	
posing these ques tions, teach ers of English are encour aged to design learn ing 
activ	it	ies	that	recog	nize	the	rich	diversity	of	learners,	and	affirm	the	know	ledge,	
languages,	and	iden	tit	ies	that	they	bring	to	the	classroom.	Learners	who	may	be	
margin	al	ized	by	virtue	of	race,	gender,	ethni	city,	or	social	class	can	be	helped	to	
reframe their rela tion ship with others in order to appro pri ate more power ful 
iden	tit	ies	 from	which	 to	 speak,	 read,	 and	write	 English,	 both	 on	 and	 offline	
(Motha	2014).

The follow ing examples, drawn from research with English language learners 
and	teach	ers	in	Hong	Kong,	Chile,	the	USA,	and	Mexico,	are	illus	trat	ive	of	the	
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ways in which English teach ers have developed classroom prac tices that enhance 
learner invest ment in the English language and expand the range of iden tit ies 
avail	able	to	both	learners	and	teach	ers.	What	these	methods	have	in	common	is	
innov at ive pedago gies with respect to ‘audi ence’, which is index ical of find ings 
of	the	Archie	comic	research,	discussed	earler.
Hafner	(2014)	(see	also	Hafner	and	Miller,	Chapter	11)	describes	a	compel	ling	

study in which univer sity students incor por ated digital liter acy in their learn ing 
of scientific English, and provides convin cing evid ence that the students were 
highly inves ted in these pedago gical prac tices. Students were required to develop 
a project in which they conduc ted a simple scientific exper i ment and then repor ted 
their	find	ings	in	two	formats—one	as	a	multimodal	scientific	docu	ment	ary	shared	
on	YouTube	 for	 an	 audi	ence	of	 non-	special	ists,	 and	 the	other	 as	 a	written	 lab	
report for an audi ence of special ists. The students combined a range of modes to 
develop the appro pri ate iden tit ies with which to engage the non- special ist audi-
ences, from that of scient ist and invest ig at ive journ al ist to that of curious trav el ler. 
Hafner describes how each of these iden tit ies indexed differ ent purposes, from 
educat ing the audi ence to enter tain ing it, and the students needed to harness 
diverse semi otic modes, includ ing image and sound, to achieve desired effects.
With	respect	to	exper	i	ment	ing	with	‘audi	ence’	in	a	very	differ	ent	context,	the	

research	 of	 Menard-Warwick,	 Heredia-Herrera,	 &	 Palmer	 (2013)	 on	 teacher	
iden	tity	and	online	pedagogy	in	Chile	and	the	USA	illus	trates	the	ways	in	which	
English teach ers, both native and non- native, can navig ate product ive rela tion-
ships to the English language. In an audi ence- oriented online Internet chat 
exchange	between	prospect	ive	teach	ers	study	ing	English	in	Chile	and	Californian	
gradu ate students who served as tutors, the research ers found that it was not the 
native language of the tutor that led to differ ences in online discus sion, but rather 
a	 given	 tutor’s	 partic	u	lar	 orient	a	tion	 to	 cultural	 issues.	One	 non-	native	 tutor,	
Eugenia, for example, had a more global orient a tion to educa tional and polit ical 
issues,	 while	 the	 native	 speaker	 tutor,	 Dionne,	 had	 a	 more	 local	 orient	a	tion.	
Particularly	inter	est	ing	was	the	finding	that	the	Chilean	language	learners	were	
no more appre hens ive about accur acy when the audi ence was the native speaker 
rather than the non- native speak ing tutor, suggest ing that relat ively equit able 
power rela tions can be estab lished in online communit ies.
Drawing	 on	 research	 with	 three	 non-	native	 English	 teach	ers	 in	 Oaxaca,	

Mexico,	Sayer	(2012)	describes	vividly	the	prac	tices	adopted	by	these	teach	ers	as	
they sought greater legit im acy in their classrooms and communit ies. Sayer, for 
example,	described	the	activ	it	ies	of	one	teacher,	Carlos,	who	made	innov	at	ive	use	
of role- play in the classroom and provided learners with the oppor tun ity to 
exper	i	ment	with	a	variety	of	English	speaker	iden	tit	ies	and	audi	ences	in	a	‘Black	
Horse	Restaurant’	in	the	classroom.	Although	the	students	did	not	remem	ber	all	
the	 vocab	u	lary	 and	 struggled	with	 some	 gram	mat	ical	 expres	sions,	Carlos	was	
excited	that	the	students	‘really	got	into	it’	(p.	48)	and	sought	to	apply	in	prac	tice	
what they had learnt theor et ic ally in class. Sayer noted that the three teach ers’ 
engage ments with the language did not simply comprise their compet ence with 
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respect to the linguistic forms of English, but also evoked what he called ‘their 
whole	biograph	ical	history	with	the	language’	(p.	79),	such	as	the	oppor	tun	it	ies	
the	teach	ers	had	had	to	travel	outside	Mexico.	It	is	clear	that	the	teach	ers’	know-
ledge of English as both a linguistic system and a social prac tice was implic ated in 
their perceived legit im acy as English teach ers, and in their students’ invest ments 
in the language prac tices of the English classroom.

Concluding comments

My	research	and	that	of	colleagues	inter	na	tion	ally	suggests	that	language	learner	
invest ment is import ant for English language learn ing, and that it is useful to 
invest ig ate invest ment with respect to the constructs of iden tity, capital, and 
ideo logy. Further, the range of research discussed, across a wide variety of global 
sites, supports the view that invest ment is enhanced when the pedago gical  
prac tices of the teacher increases the range of iden tit ies and audi ences avail able  
to language learners, whether face- to-face, digital, or online. Such find ings have 
import	ant	 implic	a	tions	 for	 research	 (De	Costa	&	Norton	 2016)	 as	well	 as	 for	
classroom	pedago	gies	 that	promote	greater	 agency	on	 the	part	of	 learners	 (see	
Wen,	Chapter	7).	Drawing	on	research	discussed	in	this	chapter,	English	teacher	
educa tion programmes are encour aged to provide language teach ers with greater 
oppor tun it ies to explore language as both a linguistic system and a social prac tice. 
Such programmes should encour age teach ers to harness the social, cultural, and 
linguistic capital that language learners already possess, and to better under stand 
their	hopes	for	the	future.	As	the	owner	ship	of	English	is	increas	ingly	asso	ci	ated	
with all who speak it in the global community, an exam in a tion of the iden tit ies 
and invest ments of English language learners provides much insight into the 
many faces of English inter na tion ally.
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Fundamentally, teach ers want to help their students improve, so that they  
develop	 greater	 control	 over	 an	 expand	ing	 second	 language	 system.	 One	 
contri bu tion that research can make is to suggest perform ance areas that are  
more	 influ	enced	 by	 pedago	gic	 decisions	 and,	 contrast	ingly,	 the	 areas	 where	
personal	 speak	ing	 style	may	 limit	 the	 scope	 for	 inter	ven	tion	 to	be	 influ	en	tial.	 
We	 will	 explore	 such	 a	 tension	 in	 the	 present	 chapter,	 which	 reports	 on	 a	 
study invest ig at ing task and style effects on second language narrat ive  
retell ings, with compar is ons also between native and non- native perform ances. 
Two groups, of native and non- native speak ers, completed four video- based 
narrat	ive	 retell	ing	 tasks	 which	 varied	 in	 degree	 of	 struc	tural	 organ	iz	a	tion.	
Performances were meas ured in terms of struc tural and lexical complex ity and  
of	fluency.

Measuring L2 task perform ance: complex ity, accur acy,  
lexis, and fluency

Research into second language learn ing tasks has grown apace in the last thirty 
years, and we have learnt a great deal about the effects on second language 
perform	ance	of	differ	ent	task	char	ac	ter	ist	ics	such	as	struc	ture	(Skehan	&	Shum	
2014)	and	condi	tions	such	as	post-	tasks	(Foster	&	Skehan	2013).	An	inter	est	ing	
feature of this research is that the meas ure ment of task perform ance itself has 
become the focus for research, and it is now common to measure this perform-
ance	 in	 terms	 of	 complex	ity,	 accur	acy,	 and	 fluency	 (Skehan	 &	 Foster	 2008;	
Housen,	Kuiken,	&	Vedder	2012).	Structural	complex	ity	concerns	the	extent	to	
which language is more advanced, and the two types of struc tural complex ity 
meas ures which are most used are:

3
WHAT INFLUENCES PERFORMANCE?

Personal style or the task being done?

Peter Skehan and Sabrina Shum
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•	 indices	of	subor	din	a	tion	(Foster,	Tonkyn,	&	Wigglesworth	2000);
•	 the	number	of	words	used,	on	average,	per	clause	(Norris	&	Ortega	2009).

Lexical	complex	ity,	in	slight	contrast,	is	meant	to	reflect	the	size	of	the	speak	ers’	
mental	lexicon,	or	more	partic	u	larly,	the	size	of	the	access	ible	and	usable	mental	
lexicon,	as	mobil	ized	in	perform	ance.	Two	meas	ures	are	increas	ingly	used:

•	 Lexical	diversity,	often	called	 the	 type-	token	ratio,	 reflects	 the	number	of	
differ ent words in rela tion to the total number of words used, and is taken to 
be an index of the speaker’s capa city to integ rate differ ent words into their 
perform ance as opposed to recyc ling a smaller subset of words. This method 
is	very	text	length-	influ	enced,	but	various	methods	of	correc	tion	for	this	are	
avail	able	(Malvern	&	Richards	2002).

•	 Lexical	 soph	ist	ic	a	tion	 (Read	 2000),	 a	 text-	external	 measure,	 reflects	 the	
speaker’s	ability	to	use	less	frequent	words,	and	is	taken	to	reflect	the	mobil-
iz	a	tion	of	a	wider	and	perhaps	less	habitual	mental	lexicon.

Finally, accur acy is taken to be an index of devel op ing control over the inter lan-
guage	system,	reflect	ing	a	concern	for	language	form	and	a	need	to	avoid	error.	
It is most commonly meas ured through the propor tion of clauses which are 
error- free.
Broadly,	 if	 accur	acy	 indic	ates	 emer ging	 control,	 fluency	 is	 taken	 to	 repres	ent	

more developed control, where language can be used in real time, with a degree of 
speed	and	smooth	ness.	But	it	is	imme	di	ately	clear	that	there	are	a	range	of	meas	ures	
of	fluency,	and	the	differ	ent	meas	ures	repres	ent	differ	ent	sub-	aspects	of	this	overall	
construct.	Tavakoli	and	Skehan	(2005)	proposed	a	three-	way	distinc	tion	between

•	 break	down,	when	pauses	occur	in	the	speech	stream;
•	 repair,	when	the	speaker	tries	to	deal	with	processing	prob	lems,	as	with	repe-

ti tion, refor mu la tion;
•	 speed,	as	indexed	by	the	number	of	words	or	syllables	per	minute.

More	 recently,	Wang	 and	Skehan	 (forth	com	ing)	 and	Skehan,	Foster,	 and	Shum	
(2016)	 have	 proposed	 a	 realign	ment	 of	 these	 distinc	tions	 as	 discourse	 fluency,	 
clause	fluency,	and	speed.	Discourse	fluency	is	largely	repres	en	ted	by	pauses	at	clause	
bound ar ies, and is taken to repres ent macro plan ning processes, whereas clause 
fluency	 is	 meas	ured	 through	 repair	 indices	 such	 as	 refor	mu	la	tion	 plus	 mid-	 
clause pausing, and is taken to repres ent micro plan ning, often in rela tion to lexical 
prob lems that are encountered.

Influences on second language task perform ance

We	turn	next	to	ask	what	factors	might	influ	ence	level	of	perform	ance.	First	of	
all,	there	are	influ	ences	from	the	differ	ent	types	of	task	and	the	condi	tions	under	
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which	 they	 are	 done	 (Skehan	 et	 al.	 2012).	 A	 range	 of	 influ	ences	 have	 been	 
iden	ti	fied,	such	as	famili	ar	ity	(Bui	2014),	inter	activ	ity	(Foster	&	Skehan	2013),	
reas	on	ing	demands	(Michel	2011),	and	struc	ture	(Skehan	2014b).	This	last	vari-
able has gener ated fairly consist ent results, with greater task struc ture gener ally 
being	 asso	ci	ated	with	 greater	 fluency.	Greater	 task	 struc	ture	 is	 also	 asso	ci	ated	
with	greater	accur	acy	and,	some	of	the	time,	with	greater	complex	ity	(Skehan	&	
Shum	2014).	In	view	of	this,	struc	ture	will	be	used	as	a	vari	able	in	the	present	
study.	 In	 addi	tion	 to	 task	 influ	ences,	 the	 profi	ciency	 level	 of	 the	 speaker	may	 
have	an	import	ant	influ	ence	on	perform	ance	gener	ally,	and	fluency	in	partic	u	lar,	
although the vari able of profi ciency has been much less researched system at ic ally. 
But	a	third	possib	il	ity,	relat	ively	unre	searched	up	to	now,	is	that	of	personal	style,	
and	here	 fluency	 is	 the	 aspect	 of	 perform	ance	which	 comes	 into	 prom	in	ence.	
Particular	 speak	ers	may	 have	 an	 overall	 level	 of	 fluency	which	 is	 simply	 part	 
of their general speak ing style. First language speak ers certainly vary in speed of 
speech.	Second	language	speak	ers,	too,	may	vary	in	their	fluency,	not	because	of	
task or profi ciency level but because of prevail ing approaches to how they talk.

There is one other issue we need to consider: how native speaker data could 
illu	min	ate	the	style–	task	influ	ence	tension.	One	role	it	can	have	is	to	estab	lish	a	
possible	baseline	role	in	eval	u	at	ing	task	perform	ance	as	occurs	in	Foster	(2001),	
Foster	and	Tavakoli	(2009),	and	Skehan	(2009).	However,	such	studies	are	few	in	
number, and this defi ciency comprom ises inter pret a tions of task effects which 
have	been	found	(Ellis	2011).	But	native	speaker	data	can	have	another	role.	If	one	
is inter ested in estab lish ing consist ency of style, there are, broadly, two general 
approaches.
First,	one	can	explore	whether	the	same	speak	ers,	in	their	L1	and	in	an	L2,	show	

similar evid ence of consist ency of style across the two languages, imply ing that 
style	from	the	L1	carries	over	into	L2	perform	ance.	Two	inter	est	ing	studies	have	
explored	 the	 possib	il	ity	 of	 cross-	language	 style	 effects.	 Derwing	 et	 al.	 (2009)	
researched	two	groups,	of	L1	Mandarin	and	Slavic	L1s	(Russian	and	Ukrainian),	
with	both	groups	learn	ing	English	(and	living)	in	Canada.	The	groups’	speak	ing	
abil	it	ies,	partic	u	larly	fluency,	were	meas	ured	in	their	L1s,	and	at	three	time	inter-
vals, after two months of study, after ten months, and after approx im ately two 
years.	There	were	strong	correl	a	tions	between	L1	fluency	meas	ures	and	L2	meas-
ures for speed and break down after two months of learn ing English. These correl-
a tions reduced slightly but contin ued to be substan tial over the next two time 
inter	vals	for	the	Slavic	group,	but	the	Mandarin	group	did	not	main	tain	this	pattern.
The	 study	 there	fore	 provides	 some	 evid	ence	 that	 fluency	 has	 strong	 style	

compon	ents,	partic	u	larly	at	early	stages,	and	partic	u	larly	for	the	group	whose	L1s	
more	resembled	the	L2.	A	second	study	explored	L1/L2	fluency	stabil	ity,	but	in	
this	case	with	L1	English	and	L1	Turkish	 learners	of	L2	Dutch	 (de	 Jong	et	al.	
2015).	These	research	ers	meas	ured	break	down,	repair,	and	speed	fluency.	They	
report	 substan	tial	 L1–L2	fluency	 correl	a	tions	 for	 break	down,	 regard	ing	 length	
and	dura	tion	of	pauses,	at	AS	(Analysis	of	Speech)	bound	ary	points,	and	mid-	
clause	(with	correl	a	tions	ranging	from	0.62	to	0.76).	They	also	report	substan	tial	
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correl	a	tions	for	repair	(0.60	for	repe	ti	tions	and	0.68	for	correc	tions,	i.e.	refor	mu-
la	tions).	In	slight	contrast,	the	L1–L2	correl	a	tion	for	speed,	meas	ured	by	mean	
syllable	dura	tion,	was	only	0.37,	suggest	ing	much	less	overlap.	As	with	Derwing	
et	al.	(2009),	many	features	of	fluency	showed	strong	style	effects.
Second,	one	can	explore	the	extent	to	which	speak	ers,	 in	either	their	L1	or	

their	L2,	show	consist	ency	in	perform	ance	across	differ	ent	tasks.	This	approach,	
the focus of the present chapter, is less funda mental, but does illu min ate whether 
style and consist ency in task perform ance work simil arly in the two groups, 
native and second language speak ers. It is assumed that where rela tion ships are 
similar or differ ent for the two groups, this will provide import ant insights into 
the	style–task	contrast,	and	possibly	of	the	psycho	lin	guist	ics	of	second	language	
processing.

Research ques tions

Following the above analysis, the research repor ted here is guided by two general 
ques tions:
(1)	 For	 non-	native	 speak	ers,	 what	 aspects	 of	 perform	ance	 in	 video-	based	

narrat	ive	retell	ings	reflect	the	task	being	done,	and	which	aspects	reflect	a	more	
general	style	of	speak	ing?	More	specific	ally:

•	 Does	degree	of	struc	ture	in	a	narrat	ive	retell	ing	task	influ	ence	meas	ures	of	
struc	tural	and	lexical	complex	ity	and	of	fluency?1

•	 In	contrast,	is	there	consist	ency	of	perform	ance	across	tasks	which	vary	in	
struc ture suggest ing that task effects are less import ant than char ac ter istic, 
personal	style?

(2)	Do	native	speak	ers	perform	in	the	same	way	as	non-	native	speak	ers	on	such	
narrat	ive	retell	ing	tasks?	More	specific	ally:

•	 Does	struc	ture	influ	ence	native-	speaker	perform	ance	in	compar	able	ways?
•	 Do	 native	 speak	ers	 show	 similar	 or	 differ	ent	 patterns	 of	 style	 consist	ency	
across	tasks?

All	perform	ances	were	in	English,	with	a	group	of	L1-English	native	speak	ers	and	
a	differ	ent	group	of	L1-Chinese	non-	native	speak	ers	of	L2	English.

Method

The study

The	study	used	four	5–7-minute	Mr.	Bean	video	excerpts.	The	video	selec	tions	
repres en ted increas ing degrees of narrat ive struc ture, estab lished by a combin a-
tion	of	 analysis	 by	 the	 authors	 and	 ratings	 by	ELT	profes	sion	als.	Video-	based	
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narrat ives were used because they have figured prom in ently in previ ous studies of 
the effects of struc ture on perform ance.

1. Crazy Golf:	Mr.	Bean	plays	a	round	of	Crazy	Golf.	A	series	of	uncon	nec	ted	
misad ven tures ensues. This narrat ive has a begin ning and an end but no 
obvious struc ture between.

2. Christmas:	Mr.	Bean	meets	his	girl	friend	on	Christmas	Eve.	She	sees	a	ring	
she	would	like.	But	next	day	he	gives	her	the	picture	and	hook	he	saw	in	the	
jewellery store. This narrat ive has a clear begin ning, middle, and end, but no 
obvious narrat ive links.

3.	 Funfair:	Going	to	a	funfair,	Mr.	Bean’s	car	gets	hooked	to	a	baby’s	pram.	He	
‘parks’ the baby in a rocking car while he enjoys himself, return ing the baby 
to its mother even tu ally. This narrat ive has a clear begin ning and end, and 
some causal links.

4.	 Thief:	 In	a	park,	Mr.	Bean	 fails	 to	 take	a	photo	of	himself,	 and	 recruits	 a	
passer- by who steals his camera. He searches for the thief and finds him. The 
thief escapes, but is recap tured and iden ti fied amus ingly. This narrat ive had 
the tight est struc ture and the strongest causal links.

Participants

Data	were	gathered	from	28	NNSs	and	28	NSs	of	English.	The	NNSs	were	15	
female	and	13	male	second-	year	students	at	a	univer	sity	in	Southern	China,	age	
range	19	to	22	(mean	=	21).	Their	profi	ciency,	based	on	their	College	English	
Test scores, was low inter me di ate. They were able to do compar able tasks as part 
of	their	English	classes.	All	had	L1	Cantonese	or	Mandarin.	The	NSs	were	15	
female	and	13	male	inter	na	tional	students	at	a	univer	sity	in	Hong	Kong.	They	
ranged	 in	age	 from	21	 to	32	 (mean	=	26).	They	were	 famil	iar	with	narrat	ive	
retell ings.

Procedure

One-	on-one	meet	ings	were	arranged	between	a	researcher	and	each	parti	cipant.	
It was explained what was to be done. The videos were shown on a computer 
screen, and the parti cipant watched each story and narrated it. Instructions were 
provided	on	the	computer	screen.	All	parti	cipants	completed	all	four	narrat	ives,	
in a coun ter bal anced order to control for sequence effects.

Data processing

Each	narrat	ive	was	tran	scribed	in	CHAT	format,	a	format	for	tran	scrip	tion	of	
sound files in first and second language acquis i tion inten ded to facil it ate exchange 
of	data	(MacWhinney	2000),	supple	men	ted	by	TaskProfile2 coding.
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Measures

There are two inde pend ent vari ables: struc ture of narrat ive and speaker type. 
The	 former	 has	 four	 values:	 (a)	 no	 struc	ture	 (Golf ),	 (b)	 a	 clear	 begin	ning–
middle–end	struc	ture	(Christmas),	(c)	loose	problem–	solu	tion	struc	ture	(Funfair),	
(d)	tight	problem–	solu	tion	struc	ture	(Thief ).	Structure	is	a	within-	subject	vari-
able.	The	inde	pend	ent	between-	subjects	vari	able	of	speaker	type	contras	ted	NSs	
and	NNSs.	The	depend	ent	vari	ables	comprised	meas	ures	of	fluency	and	of	struc-
tural and lexical complex ity3	(see	Table	3.1).	Pauses	were	defined	as	an	inter	rup-
tion	to	the	speech	flow	of	more	than	0.4	seconds,	follow	ing	Derwing	et	al.	(2009).

Structural complex ity was calcu lated by divid ing the data into syntactic 
clauses	and	AS-units	(Foster	et	al.	2000)	and	expressed	as	the	ratio	of	clauses	to	
AS-units.	 The	 second	 complex	ity	measure	 (Norris	 &	Ortega	 2009),	 was	 the	
average	number	of	words	per	clause,	and	reflects	the	internal	complex	ity	within	
clauses.	 Lexical	 complex	ity	was	meas	ured	 in	 two	ways.	 Lexical	 diversity	was	
meas	ured	through	the	VocD	subpro	gramme	(Malvern	&	Richards	2002).	Lexical	
soph	ist	ic	a	tion	(Read	2000)	concerns	the	selec	tion	of	less	common	words,	defined	
through	frequency	 lists.	Following	Meara	and	Bell	 (2001),	a	version	of	PLEX	
was	used,	output	ting	a	value,	Lambda,	which	reflects	the	‘penet	ra	tion’	in	a	short	
text	of	less	frequent	lexical	items	(Skehan	2009).

TABLE 3.1 Summary of the vari ables used in the study

Fluency

Speed
Words	per	minute No.	of	words	produced	per	minute

Discourse
Clause-	bound	ary	pauses	per	100	words No.	of	pauses	at	clause	bound	ary	posi	tion

Clause
Mid-	clause	pauses	per	100	words No.	of	pauses	in	mid-	clause	posi	tion
Reformulations per 100 words No.	of	times	a	word	or	expres	sion	was	 

refor mu lated
Repetition per 100 words No.	of	times	a	word	or	expres	sion	was	

repeated

Structural complex ity

Subordination index No.	of	clauses	divided	by	number	of	 
AS-units
Average	no.	of	words	used	per	clause

Words	per	clause

Lexis

Lexical	diversity Corrected	type-	token	ratio,	D
Lexical	soph	ist	ic	a	tion Lambda	(Meara	&	Bell	2001),	reflect	ing	use	

of lower frequency words
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Analyses

Three analyses are repor ted here. The first compares native and non- native 
speaker perform ance, and uses between- subjects t- tests for each of the four tasks. 
The second analysis explores whether task struc ture has an impact on struc tural 
and	lexical	complex	ity,	and	on	fluency,	and	uses	one-	way	analyses	of	vari	ance.	
Third, median inter- task correl a tions are provided for each depend ent vari able 
for native and non- native speaker groups separ ately. In addi tion, the final part of 
the section reports on accur acy results for the non- native speaker group.

Results

Native/non- native speaker compar is ons

Table	3.2	 shows	 the	mean	 scores	 for	native	and	non-	native	 speaker	groups	 for	
each of the four tasks. The number of times that signi fic ance was reached is 
shown in paren theses in the left most column

The depend ent vari ables fall into two groups. The first group contains those 
where three or four tasks gener ated signi fic ant differ ences between the native  
and	 non-	native	 speak	ers.	These	 include	D,	AS-bound	ary	 pausing,	mid-	clause	
pausing, repe ti tions, refor mu la tion, and words per minute. The second group 
contains depend ent vari ables where no or only one signi fic ance was found; these 
depend ent vari ables are lexical soph ist ic a tion and words per clause. There is  
also one vari able which is midway, with two signi fic ances, the measure of subor-
din	a	tion	complex	ity.	The	emphasis	seems	clearly	towards	the	fluency	meas	ures,	
plus	D,	as	 separ	at	ing	 the	native	and	non-	native	groups,	while	 the	meas	ures	of	
complex	ity	 (struc	tural	 as	 well	 as	 lexical	 soph	ist	ic	a	tion)	 do	 not	 differ	en	ti	ate	
between them anything like so clearly.

Task effects

The	descript	ive	data	have	already	been	shown	in	Table	3.2.	The	univari	ate	results	
explor	ing	task	differ	ences	are	shown	in	Table	3.3.
Several	vari	ables	are	unaf	fected	by	task.	These	are,	broadly,	the	clause	fluency	

(or	repair)	vari	ables;	repe	ti	tion,	with	both	native	and	non-	native	speak	ers;	and	
refor mu la tion with native speak ers and mid- clause pausing for the non- natives. 
Reformulation with non- natives is signi fic ant, but has no clear pattern with task 
struc ture, and mid- clause pausing with native speak ers just reaches signi fic ance, 
with	only	two	groups	(Funfair	and	Golf )	being	signi	fic	antly	differ	ent	from	one	
another. The pattern of signi fic ance, but no clear rela tion to struc ture, also applies 
to the two lexical meas ures and curi ously in reverse to one another.
The	 predicted	 pattern—that	 task	 struc	ture	 affects	 perform	ance—applies	 to	

the	discourse	and	struc	tural	meas	ures.	Greater	task	struc	ture	 is	asso	ci	ated	with	
more	subor	din	a	tion	(both	groups),	fewer	AS	pauses,	suggest	ing	greater	fluency	
(for	both	groups)	and,	with	the	non-	native	speak	ers,	a	tend	ency	for	clauses	with	
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fewer	words—it	is	the	less struc tured tasks which have more words. It seems that 
task struc ture facil it ates language which itself has greater internal struc ture, and 
that	the	organ	iz	a	tion	of	what	is	said	into	clauses	enables	speak	ers	to	sustain	fluency	
without so much need to pause at clause bound ar ies.

Intercorrelations across tasks

We	turn	next,	in	Table	3.4,	to	the	correl	a	tions	between	perform	ances	across	the	
four	tasks,	shown	separ	ately	for	native	and	non-	native	speaker	groups.	Only	the	
median	correl	a	tion	is	shown	(calcu	lated	by	aver	aging	the	third	and	fourth	highest	
of	six	correl	a	tions).

Strikingly high cross- task correl a tions are evident for repe ti tion, mid- clause 
pauses,	AS-bound	ary	pauses,	and	D.	All	of	these,	except	D,	measure	fluency.	Less	
elev	ated	 correl	a	tions	 are	 found	 for	words	per	 clause,	 and	 clauses	 per	AS-unit.	
Then we have some inter est ing dispar it ies between the native and non- native 
groups.	Lexical	 soph	ist	ic	a	tion	 shows	 a	high	correl	a	tion	 for	 the	native	 speak	ers	
(0.67)	 but	 not	 for	 the	 non-	natives	 (0.20).	The	 converse	 pattern	 appears,	with	
higher	 correl	a	tions	 for	 the	 non-	natives,	 for	 refor	mu	la	tion	 (0.45	 vs.	 0.78)	 and	
words	per	minute	(0.27	vs.	0.62).

TABLE 3.3 The effects of task struc ture on perform ance

Measures Native speak ers Non- native speak ers

F Signif. Detailed 
compar ison

F Signif. Detailed 
compar ison

D 18.4 0.001 G<X,F<T 47.2 0.001 G	<	F,T	
<	X

Lexical	 
soph ist ic a tion

47.3 0.001 X<T<F<G 20.65 0.001 X	<	F,T	
<	G

Subordination 9.86 0.001 G,	X	<	F,	T 36.2 0.001 G,X	<	F	
<	T

Words	per	clause 28.8 0.001 TFX	<	G	 8.27 0.001 T	<	X,F	
<	G

AS	pauses	per	 
100 words

8.58 0.001 X>	T,G	>	F 19.6 0.001 G,X,F	
>	T

Mid-	clause	pauses	
per 100 words

3.08 0.050 G	>	F	 0.58 0.64 –

Repetititions 0.29 0.830 – 0.96 0.43 –
Reformulations 0.69 0.570 – 6.49 0.002 G	<	T,X	

<	F
Words	per	minute 0.87 0.47–0.64 0.61–

G	=	Golf;	X	=	Christmas;	F	=	Funfair;	T	=	Thief.
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Accuracy

The main present a tion of results has not included data for accur acy, prin cip ally 
because	accur	acy	was	not	an	issue	for	the	native	speaker	group.	But	accur	acy	was	
meas ured for the non- natives. Two meas ures were used. The first was the propor-
tion of clauses that were error- free. The second was the maximum length of 
clause	that	could	be	produced	error-	free	at	the	level	of	70%	accur	acy	or	better	for	
the	total	clauses	at	that	length.	(See	Skehan	&	Foster	2005	for	further	details	on	
this	measure.)	Both	meas	ures	were	signi	fic	ant	for	task.	The	results	sugges	ted	that	
greater struc ture in a narrat ive task was asso ci ated with a greater degree of 
accur acy. In general there was little differ ence between the two most struc tured 
narrat ives, Funfair and Thief, but both were signi fic antly higher than the other 
two	 narrat	ives.	 One	 can	 also	 examine	 the	 degree	 of	 inter	cor	rel	a	tion	 of	 the	
accur	acy	meas	ures	across	tasks.	The	median	values	were	0.41	for	error-	free	clauses	
and	0.29	for	length	accur	acy.	In	other	words,	the	level	of	rela	tion	ship	for	accur	acy	
across tasks is only moder ate. Knowing a parti cipant’s accur acy score on one  
task, that is, does not allow one to say very much about accur acy on the other 
narrat ive tasks.

Discussion

There are three general patterns in the results. The first, and the largest, has two 
things	in	common:	(a)	a	lack	of	an	effect	of	task	struc	ture	on	perform	ance;	and	
(b)	high	cross-	task	(median)	correl	a	tions.	The	data	are	shown	in	Table	3.5,	as	is	
the number of signi fic ant differ ences between native and non- native speak ers.
Within	the	first	pattern,	 there	are	 inter	est	ing	sub-	patterns.	Both	native	and	

non- native speak ers show remark able consist ency in repe ti tion, and mid- clause 
pausing.	In	addi	tion,	the	non-	natives	are	consist	ent	in	their	refor	mu	la	tions.	All	of	
these are concerned with what might be termed the surface of language while it 
is	being	formu	lated,	and	reflect	some	degree	of	monit	or	ing.	They	are,	basic	ally,	
connec	ted	 with	 claims	 about	 repair	 fluency	 or,	 in	 more	 recent	 formu	la	tions	

TABLE 3.4	 Median	correl	a	tions	for	task	perform	ance	meas	ures

Measure Native speak ers Non- native speak ers

D 0.70 0.78
Lexical	soph	ist	ic	a	tion 0.67 0.20
Subordination 0.58 0.50
Words	per	clause 0.40 0.43
AS	pauses	per	100	words 0.77 0.79
Mid-	clause	pause	per	100	words 0.66 0.78
Repetitions 0.83 0.90
Reformulations 0.45 0.78
Words	per	minute 0.27 0.62
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(Skehan,	Foster,	&	Shum	2016),	clause-	based	fluency.	Although	there	is	no	task	
differ ence here, there are consist ent signi fic ant differ ences between the native 
and non- native speak ers. Each group may be consist ent in how much repair they 
engage in, but they do so to consid er ably differ ent degrees, with the non- natives, 
predict ably, being the ones whose mean scores are much higher. In other words, 
there is a strong indic a tion of style, specific ally with respect to clause- based 
fluency	meas	ures.

In addi tion, one other vari able, the words- per-minute measure, meets the 
criteria	for	this	pattern	but	for	one	group	only.	Native	speak	ers	show	little	inter-	
task	agree	ment	here,	but	the	non-	natives	show	much	more	consist	ency.	Natives,	
that is, seem to vary their speed across the differ ent tasks, and so style cannot be 
proposed	 for	 this—this	 group	 seems	 to	 adapt	 to	 the	 circum	stances.	The	non-	
natives,	in	contrast,	with	a	median	correl	a	tion	of	0.62,	seem	to	have	a	prevail	ing	
speed	which	is	 less	 influ	enced	by	the	task	at	hand.	Interestingly,	de	Jong	et	al.	
(2015)	report	broadly	compar	able	L–L2	correl	a	tions,	in	a	within-	subjects	study,	
with	0.60	(repe	ti	tion),	0.73	(filled	pauses),	0.65	(mid-	clause	pauses),	0.62	(refor-
mu	la	tion),	and	0.37	(words	per	minute)	with	this	value	being	close	to	the	NS	
median inter- task correl a tion in the present study.
We	turn	next,	in	Table	3.6,	to	the	most	clearly	contrast	ing	Pattern	3,	char	ac-

ter	ized	by	signi	fic	ance	where	task	is	concerned,	but	with	low	or	moder	ate	median	
inter- task correl a tions.

TABLE 3.5	 Pattern	1:	No	task	struc	ture	effect,	clear	style	effect

Dependent measure No. of NS/NNS  
signi fic ances: Max=4

NS median inter- 
 task correl a tion

NNS median  
inter- task correl a tion

Repetition 4 0.83 0.90
Filled pauses 4 0.86 0.96
Mid-	clause	pauses 4 0.66 0.78
Reformulation 4 0.45 0.78
Words	per	minute 4 0.27 0.62

TABLE 3.6	 Pattern	3:	Task	effects,	lower	style	effects

Dependent measure No. of NS/NNS  
signi fic ances: Max = 4

NS median inter- 
task correl a tion

NNS median inter- 
task correl a tion

Subordination 2 0.58 0.50
Words	per	clause 1 0.40 0.43
Lexical	soph	ist	ic	a	tion 1 0.67 0.20
Reformulation 4 0.45 0.78
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The inter cor rel a tions for subor din a tion and words per clause are each at a 
moder ate level. The differ ence between the native and non- native groups is not 
that great, with one signi fic ance for the words- per-clause measure and two for 
the subor din a tion measure. So it appears that whether more complex language is 
used	does	rely	on	style	to	a	limited	extent,	but	is	strongly	task-	influ	enced.	That	
this applies to both groups leads one to conclude that tasks them selves, if appro-
pri ately designed, do have some poten tial to push complex ity.
The	two	other	vari	ables	in	this	pattern	only	apply	to	one	of	the	groups.	Lexical	

soph ist ic a tion does show an appre ciable median inter cor rel a tion for the native 
speak ers, but not for the non- natives. For native speak ers, then, lexical style is a 
stable attrib ute. In contrast, non- natives show very little cross- task consist ency 
here. Their use of less frequent lexical items, it would seem, is not the result of a 
stable,	well-	organ	ized	mental	lexicon,	but	reflects	more	the	demands	of	a	partic-
u lar task, and the words they have avail able that are relev ant. The final measure, 
refor	mu	la	tion,	is	fairly	straight	for	ward	to	inter	pret.	Non-	natives	are	consist	ent	in	
the extent to which they refor mu late, and do so frequently, whereas the native 
speak	ers	are	not	consist	ent	in	this	way,	and	hardly	ever	refor	mu	late.	More	broadly,	
one might regard a tend ency to refor mu late as a good thing for the second 
language learner, since it implies an active involve ment in what is being said, and 
a devel op mental oppor tun ity. So in some ways it is slightly disap point ing that 
there	is	such	a	degree	of	cross-	task	consist	ency	here—it	appears	there	are	some	
speak ers who refor mu late consist ently and others who do not. This might provide 
a chal lenge for instruc tion, if reluct ant refor mu lat ors need to be induced to 
become more willing to revise.
The	final	pattern	to	be	considered,	like	Pattern	1,	is	char	ac	ter	ized	by	cross-	

task consist ency of correl a tion, but unlike Pattern 1, there are signi fic ant differ-
ences in perform ance as a func tion of task. So whereas Pattern 1 sugges ted style 
as	the	most	import	ant	influ	ence,	in	this	pattern,	Pattern	2,	style	is	not	such	as	to	
swamp	the	effects	of	task.	The	data	are	shown	in	Table	3.7.

The first ‘member’ of this pattern is pausing at clause bound ar ies. For three of 
the tasks, there are differ ences between the native and non- native speaker groups, 
always	with	more	pausing	 for	 the	non-	native	group.	Broadly,	more	 struc	tured	
tasks	lead	to	fewer	pauses,	for	both	groups.	But	pausing	at	this	point	is	consist	ent:	
even though there may be less clause- bound ary pausing on struc tured tasks, it 

TABLE 3.7 Pattern 2: Task and style effects

Dependent measure No. of NS/NNS  
signi fic ances: Max = 4

NS median inter- 
 task correl a tion

NNS median inter- 
task correl a tion

No.	of	AS	pauses 3 0.77 0.79
D	(type-	token	ratio) 4 0.70 0.78
Reformulation 4 0.45 0.78
Lexical	soph	ist	ic	a	tion 1 0.67 0.20
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appears to be the same people who pause. The other vari able which shows a task 
differ	ence	yet	consist	ency	of	perform	ance	for	both	groups	is	D,	the	text-	length	
correc	ted	 type-	token	 ratio.	The	 effect	 size	of	 the	differ	ence	between	 the	 two	
groups is also very large. The task effect which was found was signi fic ant, but this 
signi fic ance did not trans late into a pattern relat ing to task struc ture. The values 
obtained	were:	for	the	native	speak	ers,	42	(Golf );	58	(Christmas);	49	(Funfair);	
51	 (Thief );	 and	 for	 the	 non-	native	 speak	ers,	 26	 (Golf );	 40	 (Christmas);	 34	
(Funfair);	 and	 36	 (Thief ),	 follow	ing	 the	 same	 ranking	 in	 each	 case:	 Golf	 <	
Funfair	<	Thief	<	Christmas.	More	inter	est	ing	for	our	purposes	is	that,	as	with	
AS	pauses	per	100	words,	there	is	marked	consist	ency	in	perform	ance.	The	parti-
cipants who tend to recycle the same words more, whether native or non- native 
speak	ers,	tend	to	be	the	same—a	fascin	at	ing	but	unpre	dicted	result.

The remain ing two vari ables from Pattern 2 apply in each case to only one 
group. Reformulation shows a task differ ence for the non- native speaker group 
(with	more	 refor	mu	la	tion	 for	more	 struc	tured	 tasks)	 but	 there	 is	 consid	er	able	
cross- task consist ency. There is also a major differ ence in amount of refor mu la-
tion between the native and non- native speaker groups. Regarding lexical soph-
ist ic a tion for the native speaker group, there is a task effect but nonethe less there 
is consist ency in the extent to which the speaker, at differ ent levels for differ ent 
tasks,	mobil	izes	the	use	of	less	frequent	words.	This	contrasts	with	the	non-	native	
speak ers, who show little consist ency here.

Concluding inter pret a tions

What	we	need	to	attempt	next	is	to	bring	some	theor	et	ical	inter	pret	a	tion	to	bear	
on	these	three	patterns.	Drawing	on	the	Levelt	model	(Levelt	1989)	is	instruct	ive.	
The model suggests that first language speak ing is based on three stages, 
Conceptualization,	Formulation,	and	Articulation	(although	we	will	only	focus	
on	the	first	two).	Conceptualization	is	concerned	with	devel	op	ing	the	ideas	to	be	
expressed, and outputs a preverbal message. This message is then the start ing 
point for Formulator oper a tions, which start with lemma access from the mental 
lexicon, followed by syntax- build ing on the basis of the inform a tion contained in 
the lemmas which have been accessed. Then, remain ing stages are concerned to 
trans	late	 the	 message	 into	 sound.	 Table	 3.8	 attempts	 to	 locate	 the	 differ	ent	
depend ent vari ables that have been invest ig ated in this study in terms of the 
Conceptualization	and	Formulation	stages.
Lexical	 soph	ist	ic	a	tion	 is	 taken	to	reflect	 the	 implic	a	tions	 for	mental	 lexicon	

access of the preverbal message. The same applies to the level of subor din a tion, 
since	this	follows	from	the	organ	iz	a	tion	of	ideas	at	the	Conceptualization	stage.	
In	Table	3.8,	AS	bound	ary	pausing	is	located,	tent	at	ively,	at	the	Conceptualization	
stage, because if subor din a tion is located there, it is assumed that the discourse 
shape of what is to be said will have implic a tions for possible loca tions for pauses. 
Some	loca	tions	are	not	clear-	cut,	but	D,	as	an	indic	ator	of	detailed	word	choice,	
is located within an early Formulator stage, since at this stage we are concerned 
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with	priming	and	how	one	word	has	implic	a	tions	for	the	use	of	others.	On	that	
basis, it is assumed that clause- internal complex ity, which the words- per-clause 
measure	captures,	 is	also	a	consequence	of	detailed	lexical	organ	iz	a	tion	within	
this unit of speak ing. The remain ing vari ables which have been repor ted on are 
a little clearer. They all concern the detail of assem bling the syntax of what is to 
be said, and basic ally are unified by their role in monit or ing, an import ant process 
within	the	Levelt	model.
If	one	accepts	this	analysis,	the	gener	al	iz	a	tions	which	flow	from	Table	3.8	are	

reas on ably clear. Style mani fests itself to some extent with most of the vari ables 
which	have	been	meas	ured.	However,	within	this	gener	al	iz	a	tion,	the	strongest	
impact of style is with monit or ing of perform ance, and with relat ively local, 
clause-	linked	fluency	indices.	Speakers	seem	remark	ably	consist	ent	when	it	comes	
to	the	surface	of	language,	and	the	clause	level	of	processing	(Wang	&	Skehan	
forth	com	ing).	Task	 effects	 are	 not	 quite	 so	 general,	 and	 seem	 to	 be	 relat	ively	
weak	 in	 the	 very	 areas	where	 style	 effects	 are	 strongest—monit	or	ing	 and	 the	
surface of language. They are clearest and strongest when things concern the 
Conceptualization	 stage.	 This	 mani	fests	 itself	 most	 clearly	 with	 complex	ity	
indices,	although	there	is	a	slight	effect	with	fluency	meas	ures	which	relate	to	a	
discourse level of processing. For the non- native speak ers, accur acy seems to be 
more	task	than	style	influ	enced.	The	inter-	task	correl	a	tions	for	accur	acy	are	low,	
but the effects of task struc ture are signi fic ant. So at least we can conclude, for 
non- native speak ers, that tasks do make a differ ence for complex ity and accur acy, 
but	much	less	so	for	most	fluency	indices.

There are pedago gic implic a tions which follow from these results, in that 
differ ent aspects of perform ance appear to be malle able to differ ent degrees. 
Fluency, gener ally, seems strongly affected by style, which would suggest that 
teach ers need to have realism here as to how much impact they can have on 
learner	 perform	ance.	Obviously	 one	wants	 to	 increase	 fluency	 on	 the	 part	 of	

TABLE 3.8 Stages of speak ing and task/style effects

Stage in Levelt model Dependent vari able Style relev ance Task effects

Conceptualization Lexical	soph	ist	ic	a	tion
Subordination
AS	bound	ary	pausing

Moderate/strong	
(NS)	but	weak	
(NNS)
Moderate
Strong

Strong
Strong
Strong

Formulator:	Lemma	access D	(type-	token	ratio)
Words	per	clause

Strong
Weak	to	moder	ate

Strong
Strong

Formulator:	Syntax	Building Repetition
Filled pauses
Mid-	clause	pauses
Reformulation

Strong
Strong
Strong
Strong	(NNS)

Weak
Weak
Weak
Moderate	
(NNS)
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learners,	but	it	would	seem	that	a	natural	fluency	style	provides	a	constraint	on	
what	is	possible.	Much	more	encour	agingly,	it	appears	that	task	effects	are	much	
more prom in ent where the complex ity and accur acy of language are concerned. 
Style	influ	ences	are	lower	here,	and	so	the	room	for	pedago	gic	choices	to	have	an	
impact on perform ance are much greater. It would seem that choos ing tasks 
which	lead	to	higher	complex	ity	(struc	tural	and	lexical)	as	well	as	higher	accur	acy	
is a feas ible pedago gic goal. This provides consid er able encour age ment when 
teach ing decisions are made.

Notes

1	 Accuracy	results,	inap	pro	pri	ate	for	native	speak	ers,	will	be	repor	ted	for	native	speak	ers	
where relev ant.

2	 TaskProfile	(Skehan,	2014b)	is	soft	ware	written	to	produce	auto	mat	ic	ally	gener	ated	
scores for task- based second language perform ance.

3	 Measures	 of	 struc	tural	 and	 lexical	 complex	ity	 are	 depend	ent	 vari	ables	 regard	ing	
struc	ture	and	speaker	status.	But	they	are	also	possible	influ	ences	on	fluency,	and	so	
have	an	inde	pend	ent	vari	able	role	with	respect	to	the	fluency	meas	ures.
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4
INCORPORATING REFLECTIVE 
WRITING TO PROMOTE LANGUAGE 
DEVELOPMENT AND IDENTITY 
AWARENESS

Rebecca Toner and Rachel Chaffin

Whenever	 I	 entered	 a	 shop,	 I	 heard	 the	 staff	 saying,	 ‘Hi!	How	 are	 you	
doing?’	At	first,	I	was	quite	scared	of	this	kind	of	greet	ing	because	I	thought	
its	meaning	was	that	either	you	buy	things	or	leave	.	.	.	When	I	first	arrived	
here, I felt lonely and I had no friends. However, when I went in a food 
shop or a super mar ket, people greeted a lot. Even when I went into a lift, 
students would say hi to me. Their greet ings gave me warmth and made me 
feel that I was welcomed by the city. This helped [me] go through the 
obstacles that I faced at that time.

Claudia, final essay, 2014

Claudia	 wrote	 about	 her	 exper	i	ences	 during	 a	 four-	week	 English	 language	
summer	programme	in	an	American	univer	sity.	As	instruct	ors	in	that	programme,	
we were impressed by her obser va tions about her exper i ence and her command 
of	 English.	Her	 compos	i	tion	was	 one	 of	 the	 reflect	ive	 essays	 produced	 by	 73	
foreign students in the programme and it encour aged us to review liter at ure 
connect	ing	 language	 devel	op	ment,	 reflec	tion,	 and	 iden	tity.	 Drawing	 upon	
Brockbank	&	McGill’s	(1998:	65)	‘black	box’	meta	phor,	or	the	idea	that	there	are	
aspects of teach ing and learn ing that are ‘unex plained, unnamed, and invis ible,’ 
we will attempt to clarify how language teach ing, specific ally the language 
conven	tions	of	the	reflect	ive	writing	genre,	incor	por	ates	iden	tity	work,	in	that	
students make language choices in order to portray a version of them selves to 
their readers.
First,	we	will	outline	the	rationale	and	methods	of	incor	por	at	ing	a	reflect	ive	

essay	assign	ment	into	our	curriculum.	We	will	also	draw	connec	tions	to	current	
theor	ies	of	reflec	tion,	iden	tity,	and	language	devel	op	ment,	using	Claudia’s	essay	
and responses to a post- programme inter view to examine the impact of the 
reflect	ive	writing	process	on	her	inter	pret	a	tion	of	her	study-abroad	exper	i	ence.	
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We	will	conclude	by	making	a	case	for	the	incor	por	a	tion	of	reflect	ive	writing	in	
language learn ing classrooms, partic u larly those with curricula target ing students 
who	wish	to	matric	u	late	into	American	univer	sit	ies.

Local context and curriculum goals

We	worked	in	an	immers	ive	four-	week	study-	abroad	English	language	programme	
at a private univer sity in the United States. The programme was developed to 
offer inter me di ate to advanced English language learners a brief intro duc tion to 
the	prac	tices	and	general	culture	of	a	liberal	arts	educa	tion	at	an	American	univer-
sity.	Students	with	the	required	profi	ciency	(i.e.	a	TOEFL	ibt	score	of	57+	or	
equi	val	ent	meas	ure	ment)	could	enrol	in	the	programme’s	courses	to	explore	the	
history and culture of the univer sity and city, as well as topics related to busi ness, 
psycho	logy,	 and	 innov	a	tion.	 As	 the	 programme’s	 goal	 was	 primar	ily	 English	
language devel op ment, content- relev ant vocab u lary and forms were intro duced 
in all courses, partic u larly features that contrib uted to concise ness, emphasis, and 
style, such as: cohes ive devices, sentence inver sion, hedging, and varied sentence 
types.	Before	return	ing	to	their	home	coun	tries,	students’	cultural	and	linguistic	
growth	was	assessed	in	a	final	reflect	ive	essay,	which	is	the	focus	of	this	chapter.

The reflect ive essay and iden tity aware ness

For anyone parti cip at ing in an immers ive study- abroad programme, the exper i-
ence	of	living	in	a	foreign	country	is	a	trans	form	at	ive	one	(Carley	&	Tudor	2006;	
Dewaele,	Comanaru,	&	Faraco	2015).	It	is	an	oppor	tune	time	for	students	to	use	
reflec	tion	 to	 unpack	 and	 contex	tu	al	ize	 their	 exper	i	ences.	 Reflection	 calls	 on	
parti cipants to crit ic ally examine ways in which their social and cultural beliefs 
are	 confirmed,	 chal	lenged,	 and/or	 changed.	 We	 found	 reflec	tion	 to	 be	 an	
ambigu	ous	and	broad	concept	(Clara	2015),	yet	for	our	programme,	we	defined	
reflec	tion	for	students	as	a	process	by	which	they	would	explore	‘[their]	growth	
and	under	stand	ing	of	[them	selves]/American	culture/[their]	place	in	the	world’	
(University	 of	 Pennsylvania	 English	 Language	 Programmes	 2013:	 20).	 The	
reflect	ive	 essay	 would	 ‘describe	 to	 them	selves	 and	 their	 professor	 how	 their	
thoughts,	feel	ings,	and	perspect	ives	have	changed’	(p.	25).
In	design	ing	and	imple	ment	ing	the	reflect	ive	elements	of	the	curriculum,	we	

considered	that	reflect	ive	prac	tice	involves	thought	processes	‘that	give	coher	ence	
to	initially	inco	her	ent	or	confus	ing	situ	ations’	(Clara	2015:	267).	We	assumed	our	
students would encounter situ ations both in and out of class that would create 
confu	sion	and	chal	lenge	their	sociocul	tural	beliefs.	Reflective	writing,	there	fore,	
would engage students in a ‘conver sa tion . . . [with] the situ ation to be clari fied’ 
(Clara	2015:	267).	Thus,	in	the	context	of	this	programme,	we	envi	sioned	the	
reflect	ive	essay	as	a	piece	of	writing	that	‘exam	ines	and	observes	the	progress	of	
the	writer’s	 indi	vidual	exper	i	ence’	(DePaul	University	2012).	From	our	stand-
point as language instruct ors, our goal was to provide lessons intro du cing the 
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linguistic,	 organ	iz	a	tional,	 and	 styl	istic	 features	 of	 the	 reflect	ive	 genre,	 thus	
provid	ing	students	with	the	tools	neces	sary	to	write	an	organ	ized	essay	in	which	
they	reflect	on	their	exper	i	ences.	We	saw	this	as	an	oppor	tun	ity	to	guide	parti-
cipants	 through	the	process	of	 reflect	ive	essay	writing,	a	process	 that	can	have	
both	personal	and	academic	value	(Rogers	2001;	Watson	2010).
In	addi	tion	to	using	reflec	tion	as	a	means	of	under	stand	ing	their	exper	i	ences,	

students were nego ti at ing versions of them selves through their language and style 
choices.	 In	 order	 to	 ‘construct	 cred	ib	il	ity’	 with	 their	 readers	 (namely,	 their	
teach	ers	 and	 class	mates),	 they	 had	 to	 present	 them	selves	 in	 a	 way	 that	 was	
‘coher	ent	and	mean	ing	ful	to	both	the	indi	vidual	and	the	group’	(Hyland	2011:	
11).	Students	made	 language	 choices	 that:	 (a)	 clearly	narrated	 those	moments,	 
(b)	conformed	to	the	conven	tions	of	the	reflect	ive	genre,	and	(c)	demon	strated	
consid er a tion of their audi ence as they attemp ted to posi tion them selves in 
‘partic	u	lar	way[s]’	(Hyland	2011:	11).	How	students	posi	tioned	them	selves	within	
the	group	was	likely	influ	enced	by	their	mastery	of	the	language	and	how	they	
inter preted external forces, e.g. what they expec ted their instruct ors wanted to 
hear, social pres sure to present their best face to their class mates, or some other 
vision	of	how	they	wanted	to	be	viewed.	Despite	these	influ	ences,	we	consider	
the	versions	of	them	selves	presen	ted	in	their	reflect	ive	essays	as	cues	suggest	ing	
aware ness of who they are and how they wish to be perceived.

In their essays, students gave narrat ive accounts of moments that they iden ti-
fied as chal len ging and/or chan ging their personal and cultural views. Students 
were required to include these short narrat ives in order to substan ti ate claims of 
personal	change.	By	doing	so,	they	provided	their	readers	with	context	for	why	
and how their views had changed. Support for iden tity construc tion through 
narrat	ive	is	explored	by	Coffey	&	Street	(2008)	and	Barkhuizen	(2011).	Coffey	&	
Street	(2008)	suggest	that	narrat	ives	provide	a	glimpse	of	how	a	writer’s	personal	
iden	tity	is	construc	ted	and	trans	formed	over	time.	Similarly,	Barkhuizen	(2011:	
393)	notes	that	narrat	ives	serve	as	a	means	for	‘mak[ing]	sense	of	.	.	.	lived	exper-
i ence’, and that, in telling their stories, the narrat ors are ‘perform ing them selves’ 
or	‘doing	their	iden	tit	ies’	(p.	399).	By	asking	them	to	produce	a	narrat	ive	as	part	
of	their	reflect	ive	essays,	we	provided	students	with	a	famil	iar	gateway	into	the	
reflect	ive	 genre;	 they	were	 able	 to	write	 a	 known	 type	 of	 compos	i	tion	 using	
linguistic forms with which they were famil iar, includ ing the use of active voice 
and the first person pronouns.
By	requir	ing	students	to	use	their	exper	i	ences	as	source	mater	ial	and	to	draw	

upon known grammar forms to narrate them, instruct ors were able to focus on 
styl	istic	 choices	 (Appendix	A)	 and	organ	iz	a	tional	 features	 char	ac	ter	istic	 of	 the	
reflect	ive	genre	(DePaul	University	2012).	The	use	of	the	personal	pronoun	‘I’	in	
reflect	ive	academic	texts	has	been	docu	mented	by	Hyland	(2002);	however,	the	
major ity of the gram mat ical forms and styl istic choices taught were chosen as a 
result of brain storm ing among exper i enced writing teach ers involved with the 
devel	op	ment	of	the	programme.	The	list	of	narrat	ive	features	in	Appendix	A	was	
based	 on	 a	 review	 of	 sources	 such	 as	 the	 DePaul	 University	 website	 (2012),	
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Practical English Usage	(Swan	1995),	and	Advanced Grammar in Use	(Hewings	1999),	
together	with	the	writing	teach	ers’	under	stand	ings	of	reflect	ive	writing	and	what	
they anti cip ated students would need based on pre- arrival place ment exams. For 
this	chapter,	we	reor	gan	ized	this	gram	mat	ical	inform	a	tion	using	the	gram	mat	ical	
frame work of form, meaning, and use	 (Celce-Murcia	&	Larsen-Freeman	 1999).	
While	we	hope	that	this	list	may	serve	as	a	jumping-	off	point	for	others	teach	ing	
reflect	ive	writing,	the	list	should	certainly	be	adapted	to	fit	indi	vidual	teach	ing	
contexts and learner needs.

Scaffolding the reflect ive essay

Reflective	 essays	 offer	 a	 linguistic	 space	 for	 the	 nego	ti	ation	 and	 expres	sion	 of	
one’s iden tity; however, this is the case only if one has the linguistic resources to 
do	 so.	While	 the	 instruc	tion	 of	 addi	tional	 forms,	 organ	iz	a	tional	 features,	 and	
styl istic devices was required, we also faced the instruc tional chal lenges of how 
to	approach	famil	i	ar	iz	ing	students	with	the	organ	iz	a	tional	and	styl	istic	choices	
seen	in	the	reflect	ive	genre	and	then	to	guide	students	to	think	intro	spect	ively	to	
produce	truly	reflect	ive	content.	In	other	words,	how	could	we	push	parti	cipants	
to write not only about what they exper i enced but also about how they felt and 
why?	Moreover,	how	could	we	lead	parti	cipants	to	draw	connec	tions	between	
their	exper	i	ences	and	how	those	exper	i	ences	may	have	changed	their	views?
Scaffolding	reflect	ive	writing	required	a	two-	stage	approach:	intro	du	cing	the	

process	of	reflec	tion	then	teach	ing	the	features	of	a	reflect	ive	essay.	In	the	first	
stage, instruct ors actively posi tioned students as know ledge able members of the 
class through task- based activ it ies and small- group discus sions. Tasked with 
discuss	ing	 simil	ar	it	ies	 and	 differ	ences	 of	 their	 home	 culture	 with	 American	
culture, students had a space in which they could compare personal percep tions 
of	culture	and	hear	differ	ent	view	points.	After	a	few	of	these	activ	it	ies,	instruct	ors	
then encour aged them to think about their exper i ences from multiple view-
points:	 American	 college	 student,	 tourist,	 researcher,	 language	 learner,	 etc.	
Following in- class read ings, group discus sions, and cultural field trips, students 
completed	journal	entries	in	response	to	reflect	ive	ques	tions	such	as:	What	did	
you	think	before	this	exper	i	ence?	What	happened	during	the	exper	i	ence?	What	
did	you	 learn?	How	did	your	views	change	 (or	not)	 and	why?	How	does	 this	
know ledge or exper i ence compare with similar know ledge/ a similar exper i ence 
you	may	have	had	in	your	home	country?	In	this	way,	students	were	prac	tising	
the	 process	 of	 reflec	tion	 and	 creat	ing	 content	 for	 their	 reflect	ive	 essays.	 This	
content could include personal beliefs, social permis sions and constraints, 
language func tions and choices, or other elements that drew their atten tion.
As	 students	 moved	 from	 journ	alling	 to	 draft	ing	 their	 reflect	ive	 essays,	

instruct	ors	 initi	ated	the	second	stage	of	 scaf	fold	ing	reflect	ive	writing	 in	which	
they	intro	duced	styl	istic	and	organ	iz	a	tional	features	of	the	reflect	ive	essay	genre.	
We	began	by	guiding	 students	 through	 compar	at	ive	 analysis	 between	 a	 tradi-
tional, five- para graph expos it ory essay, with which our students were famil iar, 
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and	 examples	 of	 reflect	ive	 essays	 (DePaul	University	 2012).	Using	 a	 T-chart,	
students were instruc ted to identify char ac ter ist ics of the two types of essays. 
Through	 this	 activ	ity,	 we	 attemp	ted	 to	make	 clear	 the	 simil	ar	it	ies	 (e.g.	 both	
main tain an academic, formal tone, provide evid ence for claims, and have an 
intro	duc	tion,	 body,	 and	 conclu	sion)	 and	 differ	ences	 between	 the	 two	 (e.g.	
reflect	ive	essays	use	the	first	person	pronoun	and	can	move	back	and	forth	in	time	
depend ing on how one exper i ences a change, while expos it ory essays are often 
written	in	third	person	and	progress	linearly	or	chro	no	lo	gic	ally).	With	regard	to	
the	gram	mat	ical	forms	and	styl	istic	choices	detailed	in	Appendix	A,	all	instruct	ors	
in the programme were asked to teach these grammar and style points through 
their	own	meth	od	o	logy.	One	method	many	instruct	ors	used	was	to	intro	duce	the	
form, such as inver sion, have students prac tise with discrete items, and then 
incor por ate this form into their essays. Instructors then would offer indi vidual 
feed back on students’ use of these forms during draft reviews. In this way, the 
writing process was presen ted as a dialogue between a student writer and his/her 
instructor.

This feed back- as-dialogue often consisted of leading ques tions from the 
instructor, both written and oral, which then required the student to revisit and 
revise	 inac	cur	ate	 use	 of	 forms,	 organ	iz	a	tional/cohes	ive	 incon	sist	en	cies,	 and/ 
or weak connec tions between exper i ences and growth. How ques tions were 
common: ‘How	did	this	change	your	view	on	.	.	.?’	or	‘Can	you	explain	how this 
exper	i	ence	helped	you	.	.	.?’	Students	revised	their	writing	to	answer	such	ques-
tions,	and	to	create	nuanced	accounts	and	analyses	of	their	exper	i	ences.	Just	as	
import ant, though, was that students, as authors, under stood that the final essay 
was a result of their choices; while instruct ors made sugges tions and often asked 
students to rethink/revise some of their choices, the decisions of what editing 
recom mend a tions to accept or reject were their own to make. Understanding 
that	there	are	linguistic	choices	to	be	made	when	writing	reflect	ive	essays,	and	
that the writer has the ability to accept or reject sugges tions, is more obvious 
when the revi sion process is a dialogue versus red marks on a paper. In the next 
section, we will analyse excerpts from a student’s essay, high light ing language 
choices	 she	 made	 that	 distin	guished	 her	 essay	 as	 reflect	ive	 writing	 and	 that	
construc ted her iden tity for her audi ence.

The emer gence of iden tity aware ness: a student’s reflect ive essay

Claudia,	intro	duced	through	the	quote	from	her	reflect	ive	essay	at	the	begin	ning	
of this chapter, was a full- time student at a univer sity in Hong Kong and was 
placed in the advanced level of our immers ive four- week academic English 
summer	programme.	Her	essay	is	repro	duced	as	Figure	4.1,	and	we	analyse	her	
lexical,	 gram	mat	ical,	 styl	istic,	 and	 organ	iz	a	tional	 choices	 as	 she	 attemp	ted	 to	
follow	the	conven	tions	of	reflect	ive	writing.
With	 regard	 to	 lexical	 and	 gram	mat	ical	 choices,	 we	 note	 Claudia’s	 use	 of	 

first person pronouns, the past tense, cohes ive devices, inver sions, and hedging 
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Line  My Reflection

 1  During this summer holiday, I was glad that I was able to go to the United States
 2 to join a summer English programme at the University of Pennsylvania, where I gained
 3 a lot of valu able and unfor get table exper i ence. I flew far away from Hong Kong all the
 4 way to Philadelphia. With the large culture differ ence and the fear of being alone for
 5 the first time, I still had a lot of fun. I would be very happy to share some cultural
 6 differ ence that I found here which was quite inter est ing.
 7  The first differ ent thing I noticed was people’s inform al ity. I usually went
 8 shop ping when I was free here. Whenever I entered a shop, I heard the staff saying,
 9 ‘Hi! How are you doing?’ At first, I was quite scared of this kind of greet ing because I
10 thought its meaning was that either you buy things or leave. However, I got used to it
11 after several times and the greet ing even gave me a very deep impres sion. American
12 people usually treat people in an informal way that creates a relax ing atmo sphere. It
13 made me feel relaxed and comfort able. Moreover, their inform al ity can somehow help
14 you to recover from home sick ness and depres sion after leaving home. When I first
15 arrived here, I felt lonely and I had no friends. However, when I went in a food shop or
16 a super mar ket, people greeted a lot. Even when I went into a lift, students would say hi
17 to me. Their greet ings gave me warmth and made me feel that I was welcomed by the
18 city. This helped go through the obstacles that I faced at that time.
19  The second thing I noticed is the popular ity of sports. I watched a base ball game
20 in the first week. It was amazing. Baseball is one of the most famous sports in the
21 United States. It was my first time to watch a base ball game. I enjoyed it very much. I
22 strongly suggest that those people who have never watched it before to go to a game.
23 You may prob ably find it very fun. Participating in this activ ity, you may be surprised
24 by the large groups of audi ence of differ ent ages, just like I did. The Americans
25 watched the match with their whole family. Apart from having fun, you can also see
26 how the parti cipants inter act with the audi ence which is a very inter est ing exper i ence.
27 For example, there are some small activ it ies during the break. Different kinds of music
28 will be played and audi ence can follow it to dance and have fun. You may even be
29 filmed on the huge tele vi sion!
30  Furthermore, study ing for a month here made me change my learn ing atti tude.
31 Having lessons every day for four weeks, I discovered a lot of differ ences in the
32 educa tion between Americans and people in Hong Kong. Teachers in the United States
33 love encour aging students to talk more in class to express their ideas to every one. On
34 the other hand, students in my city tend not speak as much as the Americans during
35 class. In fact, I could not get used of it when I first atten ded a class here. I was too shy
36 to speak in front of others. After a few days, I started to speak my opinion in front of
37 the whole class. I am happy that I have gained much confid ence after these days.
38 Studying in the United States really changed me a lot. It could not only build up my
39 confid ence, but also under stand the import ance of express ing my own ideas as much as
40 I could. This is the only way to success. I really hope that I can bring this type of
41 study ing atmo sphere back to my city and encour age my class mates to do so.
42  During these four weeks in Philadelphia, I had a lot fun. Although there were
43 cultural differ ences, I learnt many things. I also met many friends from differ ent
44 coun tries. I think this will become the most unfor get table and mean ing ful exper i ence in
45 my life. It also widened my horizon. I started to think of the life that I used to have In
46 Hong Kong before this trip and I found that I have already changed a lot. I become 
47 more mature and inde pend ent. Moreover, this trip gave me a chance to think of my 
48 future and what I want to do after my gradu ation. Those differ ences meant a lot to me 
49 and I am sure that they can guide me to a success way in the future.

FIGURE 4.1	 Claudia’s	reflect	ive	essay
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(see	 Appendix	 A).	 Consistent	 with	Hyland’s	 (2011)	 research	 into	 first	 person	
pronoun	 use	 in	 academic	 reflect	ive	 writing,	 Claudia	 also	 conformed	 to	 this	
conven	tion	through	out	her	essay.	Moreover,	she	narrated	exper	i	ences	using	past	
tense	 verbs,	 while	 also	 util	iz	ing	 verb	 choices	 that	 indic	ated	 her	 obser	va	tions	
during those exper i ences, such as ‘I noticed’ and ‘I discovered’. Further she used 
phrases such as ‘I got used to’, ‘I started to think’, and ‘I found’ to indic ate changes 
in	her	percep	tions	and	feel	ings	over	time,	again	util	iz	ing	past	tense	verbs	and	first	
person	 pronouns.	Claudia	 used	 cohes	ive	 devices	 that	 expressed	 the	 passage	 of	
time, such as ‘during this summer holiday’, ‘when I first arrived here’, and ‘after 
a	few	days’.	Words	express	ing	her	feel	ings	shifted	as	time	passed	in	her	essay.	For	
example, she began by describ ing store greet ings that made her nervous, but that 
nervous ness eased over time as she became accus tomed to them: ‘It made me feel 
relaxed	and	comfort	able’	(line	12–13).

Two gram mat ical features that are closely linked to style include inver sions 
and	 hedging.	 Claudia’s	 instructor	 chose	 to	 offer	 expli	cit	 instruc	tion	 on	 these	
points, as they are struc tures by which authors can indic ate ideas of import ance, 
suggest lack of certainty in their claims, and/or vary sentence types to avoid 
repet	it	ive	ness.	 Both	 struc	tures	 appear	 in	 Claudia’s	 essay,	 such	 as	 in	 line	 23:	
‘Participating in this activ ity, you may be surprised . . .’, wherein the phrase 
‘Participating in this activ ity’ has been shifted to the head of the sentence, and the 
use	 of	 the	word	 ‘may’	 softens	 her	 claim	 about	 surpris	ing	 the	 reader.	Another	
example	of	inver	sion	appears	in	line	31:	‘Having	lessons	every	day	for	four	weeks,	
I	discovered	 .	.	.’	Other	hedging	devices	Claudia	used	 include	 ‘usually’,	 ‘prob-
ably’,	and	‘tend	to’:	 ‘American	people	usually	 treat	people	 in	an	 informal	way’	
(lines	11–12);	‘You	may	prob	ably	find	it	very	fun’	(line	23);	and	‘Students	in	my	
city	tend	not	to	speak	as	much	as	the	Americans’	(lines	34–5).	By	using	inver	sions	
and	hedging,	Claudia	avoids	repet	it	ive	‘I’	sentences	and	acknow	ledges	that	her	
obser va tions of her exper i ences are from her personal view point and may not be 
shared by her readers.
From	an	organ	iz	a	tional	stand	point,	Claudia’s	essay	has	an	intro	duc	tion,	body,	

and	conclu	sion.	Within	the	body,	she	organ	ized	her	exper	i	ences	into	three	main	
topics:	greet	ings	in	para	graph	2,	sport	ing	events	in	para	graph	3,	and	differ	ences	
in	 learn	ing	cultures	 in	para	graph	4.	Claudia	 included	 these	 topics	 in	her	body	
para graphs after reading through her journal entries and identi fy ing which 
exper i ences seemed to mean the most to her and/or were written about the most. 
This decision- making process was in line with instruc tions that students should 
include events connec ted by over arch ing themes, includ ing change and personal 
growth.	Like	research	ers,	parti	cipants	had	to	analyse	 their	 journ	als	 in	order	 to	
extract examples that suppor ted these themes and then explain those examples to 
an audi ence unfa mil iar with their back ground, exper i ences, and views.
Through	 the	 lexical,	 gram	mat	ical,	 styl	istic,	 and	 organ	iz	a	tional	 choices	 she	

made	in	her	writing,	Claudia	emphas	ized	differ	ences	between	the	culture	of	her	
home	and	that	of	America,	from	the	stand	point	of	a	visit	ing	student	in	the	US,	
and narrated her exper i ences through that lens, thus posi tion ing herself ‘in a 
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partic	u	lar	way’	(Hyland	2011:	11).	By	choos	ing	to	narrate	her	exper	i	ences	from	
this perspect ive then analys ing her reac tions to these exper i ences, she affords us a 
view of her personal growth, suggest ing aware ness of her iden tity as a visitor with 
a differ ent cultural back ground.
One	notable	example	is	her	compar	ison	of	her	classroom	exper	i	ences	in	the	

United States and Hong Kong:

Having lessons every day for four weeks, I discovered a lot of differ ences in 
the	educa	tion	between	Americans	and	people	in	Hong	Kong.	Teachers	in	
the United States love encour aging students to talk more in class to express 
their	ideas	to	every	one.	On	the	other	hand,	students	in	my	city	tend	not	
speak	as	much	as	the	Americans	during	class.

lines 31–35

In	 this	 excerpt,	 Claudia	 considers	 the	 prac	tices	 of	 two	 differ	ent	 classroom	 
styles:	 one	 in	which	 students	 are	 encour	aged	 to	 talk	 (US)	 and	 one	 in	which	
oppor	tun	it	ies	 to	 talk	 are	 limited	 (Hong	 Kong).	 In	 the	 lines	 that	 follow	 this	
excerpt,	Claudia	delves	 into	her	 feel	ings	 about	 these	differ	ences	 and	exam	ines	
how	those	feel	ings	changed	over	the	course	of	the	programme.	At	first,	she	said	
that she struggled to get used to the differ ent teach ing style due to her shyness 
when talking in front of others: ‘I was too shy to speak in front of others’  
(lines	35–6).	Her	shyness,	although	a	personal	char	ac	ter	istic,	may	have	been	rein-
forced	through	years	of	expec	ted	classroom	prac	tice	in	Hong	Kong	(i.e.	students	
having	limited	chances	to	speak	during	class).	Yet	she	said	that	she	gradu	ally	grew	
more confid ent, and even tu ally ‘started to speak [her] opinion in front of the 
whole	class’	(lines	36–7).	Given	the	change	she	noticed	in	herself,	this	reflec	tion	 
seems to indic ate that she made asso ci ations between Hong Kong classroom 
culture and shyness and US classroom culture and confid ence. Thus, she appears 
to connect her gradual ability to parti cip ate in US classroom culture with growth 
in confid ence.
Claudia	followed	this	exper	i	ence	with	an	exam	in	a	tion	of	lessons	she	learned	

and concluded with a nod to the future:

Studying in the United States really changed me a lot. It could not only 
build up my confid ence, but also under stand the import ance of express ing 
my own ideas as much as I could. This is the only way to success. I really 
hope that I can bring this type of study ing atmo sphere back to my city and 
encour age my class mates to do so.

lines 38–41

This	excerpt	exem	pli	fies	an	aspect	of	Norton’s	 (2013:	4)	defin	i	tion	of	 iden	tity	
regard	ing	 how	 a	 person	 under	stands	 ‘possib	il	it	ies	 for	 the	 future’.	 Claudia	 
posi tions herself as someone who has ‘become more mature and inde pend ent’ 
(lines	46–7),	person	al	ity	traits	that	she	thinks	will	be	import	ant	to	her	success	in	
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the future: ‘this trip gave me a chance to think of my future and what I want to 
do after my gradu ation. Those differ ences meant a lot to me and I am sure that 
they	can	guide	me	to	a	 success	way	 in	 the	 future’	 (lines	47–9).	From	this,	we	
under	stand	 that	 Claudia	 is	 aware	 of	 the	 many	 ways	 she	 has	 grown,	 and	 has	
demon strated aware ness of her iden tity in the way she portrayed herself as a 
visit ing student in our programme.
Claudia’s	essay	repres	ents	only	one	student’s	thoughts	as	she	nego	ti	ated,	inter-

preted, and related to an envir on ment that was largely unfa mil iar and confus ing 
at	times.	But	in	the	essay,	we	can	see	how	a	student	can	use	a	variety	of	language	
choices to construct a version of herself in consid er a tion of a partic u lar audi ence. 
In	a	sense,	Claudia	was	‘doing	her	iden	tity’	(Barkhuizen	2011:	399)	by	writing	
about	her	exper	i	ences,	and	using	the	reflect	ive	essay	as	a	space	in	which	she	could	
make meaning of those exper i ences.

Discussion

Thus far, we have attemp ted to provide context for and examples of language 
choices	made	by	 a	 student	 in	her	 reflect	ive	 essay.	 She	demon	strated	 emer	ging	
iden tity aware ness in that she showed consid er a tion of her audi ence as she used 
language	to	portray	herself	in	a	certain	way.	As	part	of	our	post-	programme	feed-
back,	we	contac	ted	Claudia	a	year	later	to	ask	her	to	reflect	again	on	her	exper	i-
ence	 (Appendix	B),	 focus	ing	on	whether	 she	perceived	 reflect	ive	writing	 as	 a	
means for language devel op ment and personal growth.
Claudia	confirmed	that	she	found	reflect	ive	writing	to	be	valu	able	in	terms	of	

language learn ing and observing changes in her ideas and perspect ives, noting 
that when she reread the journal entries and her essay, she was surprised by how 
much she had changed over the course of a month. She said that she ‘got used of 
the	univer	sity	life	there	much	better.	Also,	[she]	was	more	confid	ent	to	commu-
nic	ate	with	people	with	English’	(Question	2).	From	this	we	conclude	that	she	
perceived	 reflect	ive	writing	 to	be	worth	while	 as	 a	means	of	English	 language	
devel	op	ment	and	seeing	personal	growth	over	time.	Reflective	writing	provided	
a basis for which to ‘note down this every precious moment. It was not only 
helping [her] to improve [her] writing skills, but also let [her] remem ber these 
memor	ies’	(Question	2).
As	 instruct	ors	reflec	ted	on	this	 teach	ing	and	learn	ing	exper	i	ence,	we	found	

that	reflect	ive	prac	tice	and	writing	in	the	language	classroom	engages	learners	on	
multiple levels. It is one way to encour age learners to uncover layers of meaning 
in	their	exper	i	ences	and	identify	personal	beliefs	and/or	values	that	 influ	enced	
how they thought or felt. It may also help them make connec tions between 
changes in their percep tions of the world as well as under stand that their percep-
tions are groun ded in sociocul tural expect a tions that may not be shared by 
every one. Furthermore, it is an activ ity during which learners can prac tise using 
target language forms in order to write for and posi tion themselves in consid er a-
tion of a partic u lar audi ence. Finally, it is a prac tice that has value, as it is import ant 
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to	 language	 learners	who	 seek	 admis	sion	 to	American	 univer	sit	ies	 for	 under-
gradu ate or gradu ate degrees.

Part of iden tity work when using a second language is being able to access 
differ	ent	 communit	ies	 (Norton	 2013),	 and	 reflect	ive	writing	 for	 an	 academic	
audi ence is essen tial for accept ance to/parti cip a tion in certain US academic 
communit	ies.	Many	US	 univer	sit	ies	 require	 prospect	ive	 students	 to	 write	 an	
admis sions essay or state ment of purpose for under gradu ate or gradu ate work. 
These essays are typic ally narrat ives in which students respond to prompts asking 
applic	ants	 to	 reflect	 upon	 their	 lives	 or	ways	 of	 seeing	 the	world.	Admissions	
officers use these essays as one criterion for eval u at ing applic ants. These essays are 
diffi cult for all applic ants, espe cially second/foreign language writers. If our 
students sought admis sion to our univer sity, our guided tour through writing the 
reflect	ive	essay	was	a	window	into	the	require	ments	of	the	applic	a	tion	essay.
Lending	weight	to	the	import	ance	of	teach	ing	reflec	tion	and	reflect	ive	writing,	

the	 reflect	ive	 process	 does	 not	 stop	 once	 a	 student	 is	 admit	ted	 to	 univer	sity.	
Reflective	writing	is	used	among	various	discip	lines	from	intro	duct	ory	science	
courses	(Kalman	2011;	Huang	&	Kalman	2012;	Otfinowski	&	Silva-Opps	2015)	
to	under	gradu	ate	nursing	courses	 (Naber	&	Wyatt	2014)	to	medical	educa	tion	
programmes	(Wald	&	Reis	2010),	among	others.	For	students	who	need	to	learn	
English	to	gain	access	to	such	communit	ies,	expos	ure	to	reflect	ive	writing	within	
their English language classrooms could prepare them for modes of learn ing and 
use of English forms in ways that may be unfa mil iar.

Conclusion and implic a tions

In	this	chapter,	we	have	shown	how	we	incor	por	ated	reflect	ive	writing	into	an	
immers ive four- week study- abroad programme for English language learners. 
We	have	attemp	ted	to	show	that	reflect	ive	writing	can	serve	as	a	site	for	language	
devel	op	ment	and	iden	tity	work	by	analys	ing	a	student’s	reflect	ive	essay	for	evid-
ence of these concepts, and by follow ing up with ques tions about her percep tions 
of	the	course.	While	there	are	limits	to	what	we	can	claim	on	the	basis	of	the	
essay	 and	 ques	tion	naire	 answers	 of	 one	 student,	Claudia’s	 essay	 and	 responses	
inspire	further	inquiry	into	what	forms,	as	well	as	styl	istic	devices	and	organ	iz	a-
tional struc tures, should be taught to English language learners for the purpose of 
writing	reflect	ive	compos	i	tions.

There are caveats to the imple ment a tion of activ it ies in which students do 
iden tity work, i.e. activ it ies in which they must consider both their audi ence and 
how they want to portray them selves to that audi ence. First, the effect ive ness of 
reflect	ive	 activ	it	ies	 is	 tied	 to	 parti	cipants’	 level	 of	 language	 compet	ence.	 The	
students in our programme possessed a high level of grammar and writing skills, 
so	in	giving	feed	back	on	their	essays,	we	were	able	to	utilize	expli	cit	error	correc-
tion as well as leading ques tions to indic ate prob lem atic language. However, at 
lower levels of profi ciency, students may lack the ability to under stand the intent 
of leading ques tions as indic at ing the need for revi sion, so more reli ance on 
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expli cit instruc tion may be neces sary. This may mean that instruct ors have a 
greater	influ	ence	over	how	students	are	able	to	narrate	their	exper	i	ences,	and	thus	
students	could	have	less	agency	in	‘doing	their	iden	tit	ies’	(Barkhuizen	2011:	399).	
Despite	this,	by	intro	du	cing	and	teach	ing	the	forms	inher	ent	to	reflect	ive	writing,	
instruct ors expose their students to a type of compos i tion that is common to the 
American	univer	sity	exper	i	ence	and	the	academic	reflect	ive	genre	(Hyland	2011).
Second,	there	has	to	be	time	within	a	curriculum	for	reflect	ive	activ	it	ies.	The	

frequent	dialogue	between	student	and	teacher	in	the	reflect	ive	writing	process	
requires	effort	and	focus	on	every	one’s	part.	We	suggest	train	ing	students	in	peer	
review,	 namely	 using	 ‘How?’	 and	 ‘Why?’	 ques	tions	 to	 push	 one	 another	 for	
intro	spec	tion	and	reflec	tion	in	their	written	work.	Peer	review	could	reduce	the	
teacher time needed to complete such activ it ies while at the same time provid ing 
discus sion oppor tun it ies for students.
Despite	these	chal	lenges,	reflect	ive	writing	has	excit	ing	teach	ing	and	learn	ing	

poten	tial.	Reflection	 allows	 teach	ers	 to	 crack	open	 the	 ‘black	box	of	process,’	
(Brockbank	&	McGill	 1998:	 65),	making	 visible	 the	ways	 in	which	 students’	
exper i ences impact who they are, how they seek to portray them selves, and the 
needs language instruct ors must address in helping them to accom plish that goal. 
This	is	no	easy	task,	but	teach	ers	can	intro	duce	reflect	ive	writing	to	provide	a	
frame	work	through	which	students	can	both	visu	al	ize	and	express	the	changes	
they see in them selves. For study- abroad students in partic u lar, who may be  
over	whelmed	by	their	unfa	mil	iar/confus	ing	surround	ings,	 reflec	tion	can	serve	 
as a space in which they can record and make sense of their exper i ences. Finally, 
if	 shared,	 students’	 reflec	tions	 offer	 insight	 into	 their	 world	views	 as	 they	 are	 
chal lenged and possibly changed over time.
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Appendix A. Forms to use in a reflect ive essay

Form (accur acy) Meaning Use- when/why- appro pri ate ness/Example

First person 
pronouns

Expressing personal views/
exper i ences/opin ions

For students to make meaning for 
them selves about a lived exper i ence

Verb	forms Narrate	past	events	that	are	
finished	(simple	past,	past	
progress	ive)	and	express	
current thoughts and  
opin	ions	(simple	present)

Distinguish	change	in	thought	as	a	
result of exper i ences

Conditionals Type	3:	to	express	unreal	
past condi tion and the 
unreal outcome of that 
condi tion;

To express lack of cultural  
under stand ing, gain in perspect ives, 
change in thoughts

http://condor.depaul.edu/writing/Types_of_Writing/reflectiveessay.html
http://condor.depaul.edu/writing/Types_of_Writing/reflectiveessay.html
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Mixed:	to	express	an	unreal	
past condi tion

Cohesive	devices To indic ate sequence and/or 
rela tion ship between ideas

To carry the reader through the 
devel op ment of ideas/story; connect 
ideas and exper i ences

Varying	sentence	
types: simple, 
compound, complex

— For styl istic purposes; main tain  
audi ence interest; avoid  
repet it ive ness

Inversions Emphasis on ideas  
appear ing earlier in the 
sentence

For styl istic purposes: give energy 
and vari ation to the writing; make 
it an enjoy able exper i ence for the 
reader to want to continue reading

Hedging devices To allow for other  
inter pret a tions, to show 
uncer tainty

To avoid offend ing readers; to avoid 
stereo types; to allow for future 
growth

Appendix B. Claudia’s answers to post- programme inter view

Question 1. How did the programme help you talk to other English speak ers and parti-
cip ate in univer sity life and life in Philadelphia? In your reflec tion you mention shop keep ers’ 
greet ings. Are there any other exper i ences that you remem ber clearly?

This	programme	did	help	me	a	lot.	Although	this	was	only	an	English	programme,	
there were many chances to commu nic ate with other English speak ers such as the 
students and instruct ors of the course. There were a lot of projects which included 
inter views and looking for inform a tion in the library. These exper i ence allowed 
me to speak more English as well as enjoy ing the life there. I can easily involved 
in the local life and everything was so inter est ing that you would not suffer 
home sick ness.

Question 2. Did writing journal entries about your exper i ences help you learn English? 
If yes, how? If no, why not? Did your journal entries and reflec tion paper give you ideas 
about or change how you saw your self as a Penn student and English speaker in the world? 
If yes, how? If no, why not?

I	think	writing	journal	entries	could	improve	my	English.	During	the	one	month	
programme, I had many differ ent exper i ence every day. I met people from 
differ ent coun tries and enjoyed every moment with them. It is very import ant to 
note down this every precious moment. It was not only helping me to improve 
my writing skills, but also let me remem ber these memor ies.
When	it	was	almost	the	end	of	this	programme,	I	looked	back	to	these	entries.	

It actu ally surprised me because I found myself change a lot during that one 
month.	 I	 got	 used	 of	 the	 univer	sity	 life	 there	much	 better.	 Also,	 I	was	more	
confid ent to commu nic ate with people with English.



Introduction

English degree programmes in the foreign language depart ments of univer sit ies 
in	main	land	China	are	in	a	period	of	trans	ition.	English	language	ability,	once	
the compet it ive advant age of English majors, has become wide spread among 
today’s	under	gradu	ates.	Consequently,	a	Bachelor’s	degree	in	English	no	longer	
carries the cachet it once did, and the popular ity of the English major is decreas ing 
(English	2012;	Qu	2012).	At	the	same	time,	some	depart	ments	are	receiv	ing	an	
enrol	ment	 influx	 into	 their	English	major	course	 from	a	new	source:	 inter	na-
tional	students.	Over	the	past	decade,	China	has	emerged	as	a	higher-	educa	tion	
destin a tion, and many incom ing students, mainly from neigh bour ing coun tries 
in	East	Asia,	are	choos	ing	to	major	in	English	at	their	Chinese	univer	sity.

These are recent and unstud ied trends, and due to the import ant role of motiv-
a	tion	 in	 second	 language	 (L2)	 learn	ing,	 it	 is	 essen	tial	 for	 teach	ers	 and	 course	
admin	is	trat	ors	to	under	stand	how	Chinese	English	majors	and	their	inter	na	tional	
class	mates	differ	in	terms	of	the	influ	ences	on	their	English	effort	and	how	the	
down	graded	employ	ment	outlook	of	an	English	BA	is	affect	ing	their	choice	to	
major in English. This chapter reports on a mixed- methods study that compared 
the	 motiv	a	tional	 devel	op	ment	 and	 academic	 decision-	making	 of	 Chinese	 and	
inter	na	tional	under	gradu	ate	English	majors	at	two	univer	sit	ies	in	main	land	China.	
Using	Dörnyei’s	(2009)	L2	Motivational	Self	System	as	a	theor	et	ical	frame	work,	
the study explored the rela tion ship between students’ English- related aspir a tions, 
their decision to major in English, and their English learn ing motiv a tion.

Background

In	paral	lel	with	the	field	in	general,	the	recent	theor	et	ical	focus	of	L2	motiv	a	tion	
research	in	China	has	concen	trated	on	the	role	of	the	self	in	language	learn	ing.	

5
EXPLORING THE MOTIVATIONAL 
DEVELOPMENT AND ACADEMIC 
CHOICES OF LOCAL AND 
INTERNATIONAL ENGLISH  
MAJORS IN CHINA

Aaron Doyle



58 Aaron Doyle

Leading	 this	 devel	op	ment	 is	 Dörnyei’s	 (2009)	 L2	 Motivational	 Self	 System,	
which applies the theor ies of possible selves and self- discrep ancy	to	L2	motiv	a	tion.	
Proposed	by	Markus	and	Nurius	(1986),	possible	selves	are	visions	people	hold	of	
them selves in the future that prompt them to take action in the present. These 
hypo	thet	ical	 selves	 influ	ence	 beha	viour	 by	 guiding	 the	 indi	vidual	 towards	
attain ing or avoid ing the imagined future scen ario. In self- discrep ancy theory, 
Higgins	 (1987)	 divides	 the	 possible	 self	 into	 an	 ideal self and an ought- to self 
depend ing on whether it repres ents desired or oblig at ory attrib utes, and he 
proposes that motiv a tion comes from an urge to close the gap between today’s self 
and the envi sioned ideal or ought- to self.
The	L2	Motivational	Self	System	is	based	on	the	premise	that	a	possible	self	

that	includes	profi	ciency	in	an	L2	will	provide	motiv	a	tion	to	learn	the	language	
(Dörnyei	2009).	At	 the	centre	of	 the	model	 is	 the	Ideal L2 Self,	which	reflects	
a	 learner’s	 aspir	a	tions	 asso	ci	ated	 with	 the	 L2,	 includ	ing	 promo	tion-	focused	
instru mental motives such as career goals. It is the language user the learner 
would like to become. In contrast, the Ought- to L2 Self embod ies language- 
related oblig a tions, includ ing preven tion- focused instru mental motives like tests 
or parents’ require ments. It person i fies what learners feel they should become. 
The third facet of the model, the L2 Learning Experience,	relates	to	the	influ	ence	
of prior learn ing history and the current learn ing envir on ment, includ ing input 
from	 teach	ers	 and	 curriculum.	 Based	 on	 this	 frame	work,	 L2-related	 choice,	
effort,	 and	 persist	ence—the	 hall	marks	 of	 motiv	a	tion—can	 be	 explained	 by	
learners’ desire to narrow the distance between their current self and their Ideal 
or	Ought-	to	Self	and	by	the	influence	of	their	L2	Learning	Experience.	For	the	
purposes of the current study, the model’s compre hens ive ness makes it a useful 
means to invest ig ate students’ decision to major in English and their subsequent 
motiv ated beha viour.
Studies	from	a	wide	variety	of	contexts	have	confirmed	the	effic	acy	of	the	L2	

Motivational	 Self	 System	 (for	 a	 review,	 see	Dörnyei	 &	Ryan	 2015).	Research	
conduc	ted	among	English	learners	in	Chinese	univer	sit	ies	has	found	that	students’	
L2	motiv	a	tion	is	most	asso	ci	ated	with	their	appraisal	of	the	L2	learn	ing	exper	i	ence	
and	the	strength	of	their	Ideal	L2	Self	vision	(Taguchi,	Magid,	&	Papi	2009;	You	
&	Dörnyei	2016).	When	analysed	as	a	subgroup,	English	majors	report	stronger	
Ideal	L2	Selves	and	higher	effort	levels	than	their	peers,	and	this	has	been	linked	
to the commit ment to the language demon strated in their choice of English as 
major	along	with	its	connec	tion	to	their	career	(You	&	Dörnyei	2016).	Although	
the	 Ought-	to	 L2	 Self	 has	 been	 found	 to	 play	 a	 lesser	 role	 overall,	 its	 related	
compon ents of family pres sure and the desire to prevent academic failure appear 
prom in ently, espe cially for English majors. Researchers attrib ute this to the oblig-
a	tion	in	Chinese	culture	for	chil	dren	to	care	for	ageing	parents	and	to	the	fear	of	
losing	face	( Jiang	&	Dewaele	2015;	Taguchi	et	al.	2009;	You	&	Dörnyei	2016).
As	these	studies	illus	trate,	the	L2	Motivational	Self	System	has	been	used	to	

illu	min	ate	char	ac	ter	ist	ics	of	English	majors	at	Chinese	univer	sit	ies,	and	schol	ars	
have	looked	to	the	influ	ence	of	Chinese	culture	when	inter	pret	ing	their	find	ings.	
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However,	not	all	English	majors	in	China	share	a	Chinese	cultural	back	ground.	
Over	the	past	fifteen	years,	the	number	of	inter	na	tional	students	in	the	country	
has	grown	expo	nen	tially	from	just	52,000	in	the	year	2000	to	nearly	380,000	in	
2014	(China	Scholarship	Council	2015;	China Daily	2010).	While	most	come	for	
short-	term	programmes,	many	are	pursu	ing	their	full	degree.	In	2014,	Chinese	
univer	sit	ies	 hosted	 about	 116,000	 degree-	seeking	 under	gradu	ate	 inter	na	tional	
students, most frequently from South Korea, and top- tier schools can have more 
than	100	inter	na	tional	students	major	ing	in	English	(China	Scholarship	Council	
2012,	 2015;	 Doyle	 2014).	 Despite	 their	 increas	ing	 pres	ence,	 the	motiv	a	tional	
char ac ter ist ics of these English majors and the extent to which they differ from 
their	local	Chinese	class	mates	have	not	been	invest	ig	ated.
Also,	while	the	rela	tion	ship	between	English	majors’	future	L2	Self	and	their	

persist ence and effort in learn ing English has received consid er able atten tion  
in	the	motiv	a	tion	liter	at	ure	from	China,	students’	choice	of	English	as	a	major	 
has not been closely examined. Evidence suggests that recent trends have made 
this	choice	less	popular	than	it	once	was.	James	English	(2012:	138)	explains	in	
The Global Future of English Studies	 that	 in	 China,	 ‘the	 rising	 tide	 of	 English	
fluency	 has	 been	 eroding	 the	 linguistic	 advant	age	 enjoyed	 by	 English	majors	 
on the job market and soften ing the once strong employer demand for an English 
BA	creden	tial.’	Consequently,	Weiguo	Qu,	a	dean	of	Fudan	University’s	College	
of	 Foreign	 Languages	 and	 Literatures	 in	 Shanghai,	 states	 there	 has	 been	 a	 
‘steep decline of interest in the study of English as a “major” at univer sity level’ 
(2012:	15).

For those who do become English majors, this decision is not neces sar ily an 
indic	ator	of	a	robust	Ideal	L2	Self.	In	Chinese	univer	sit	ies,	students	are	typic	ally	
placed in majors based on their results on the gaokao,1	China’s	national	college	
entrance	exam	in	a	tion	(Davey,	De	Lian,	&	Higgins	2007).	This	can	result	 in	a	
poten tial discrep ancy between students’ alloc ated course and their actual interests, 
and	evid	ence	suggests	this	can	affect	their	L2	Self	devel	op	ment.	Jiang	and	Dewaele	
(2015)	found	in	a	study	of	English	majors	in	Beijing	that	‘not	all	students	were	
equally	eager	to	take	the	course’	(p.	343),	even	to	the	point	of	being	‘forced	into	
the	programme’	 (p.	345),	 and	 this	 factor	was	 asso	ci	ated	with	a	delay	 in	parti-
cipants’	form	a	tion	of	an	Ideal	L2	Self.	Considering	there	are	approx	im	ately	1,000	
univer	sit	ies	offer	ing	English	degrees	in	China	(English	2012:	35),	it	is	import	ant	
to more fully under stand the link between students’ choice of major and their 
motiv a tion.
In	summary,	while	the	L2	Motivational	Self	System	has	offered	insights	into	

the	motiv	a	tion	of	Chinese	students	major	ing	in	English	at	Chinese	univer	sit	ies,	
their	inter	na	tional	class	mates	have	yet	to	be	studied.	Also,	a	poten	tially	import	ant	
rela	tion	ship	 exists	 between	 the	 choice	 to	major	 in	English	 and	 subsequent	L2	
effort for both groups of students. Therefore, the object ives of the current study 
were	 to	 compare	 the	L2	English	motiv	a	tional	 dispos	i	tion	 and	devel	op	ment	of	
Chinese	and	inter	na	tional	English	majors	and	to	explore	the	rela	tion	ship	between	
their choice of major and English learn ing motiv a tion.
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Methodology

The study used a mixed- methods research design that combined ques tion naires 
and inter views with English majors at two highly ranked univer sit ies located in 
separ	ate	cities	in	main	land	China.	International	students	are	primar	ily	clustered	at	
this	type	of	univer	sity	(China	Scholarship	Council	2012),	and	the	sites	were	chosen	
because each had many degree- seeking inter na tional students major ing in English. 
At	both	univer	sit	ies,	Chinese	students	are	admit	ted	into	the	English	major	based	
on gaokao scores or are recruited directly from foreign- language high schools, 
while their inter na tional class mates take entrance exams created by the univer sity 
specific ally for foreign applic ants. English majors begin their four- year degree with 
language skill classes followed by courses in liter at ure, trans la tion, and linguist ics.

Instruments

The ques tion naire’s main purpose was to invest ig ate students’ motiv a tional 
dispos i tions. In addi tion to ques tions regard ing demo graphic inform a tion and 
other	personal	char	ac	ter	ist	ics,	it	contained	items	related	to	the	vari	ables	of	the	L2	
Motivational	Self	System	meas	ured	using	six-	point	Likert	scales	on	which	parti-
cipants	indic	ated	the	extent	of	their	agree	ment	or	disagree	ment	from	1	(strongly 
disagree/not at all)	 to	 6	 (strongly agree/very much).	 These	 items	 were	 primar	ily	
adopted	from	Taguchi	and	colleagues	(2009)	and	were	adjus	ted	to	fit	the	context	
of an all-English major sample. The items composed the follow ing vari ables:

1. Ideal L2 Self	(four	items):	view	of	the	self	as	a	success	ful	English	user.	Example:	
I imagine myself as someone who is able to speak English.

2. Ought- to L2 Self	 (five	 items):	 view	 of	 oblig	at	ory	 aspects	 of	 the	 self	 as	 an	
English	user.	Example:	Being	success	ful	in	English	is	import	ant	to	me	so	that	
I can please my parents/family.

3.	 L2 Learning Experience	 (four	 items):	 percep	tion	 of	 the	 English	 learn	ing	
context. Example: I find my English classes are very inter est ing.

4.	 Instrumentality Promotion	(four	items):	compan	ion	vari	able	to	the	Ideal L2 Self 
focus ing on specific goals related to learn ing English. Example: Studying 
English is import ant to me because I think it will some day be useful in 
getting a good job.

5.	 Instrumentality Prevention	(four	items):	compan	ion	vari	able	to	the	Ought- to L2 
Self focus ing on specific require ments related to learn ing English. Example: 
Studying English is neces sary because I don’t want to get a poor score on 
English profi ciency tests.

6.	 Intended Effort	(five	items):	criterion	meas	ure	ment	of	L2	motiv	a	tion.	Example:	
I can honestly say that I am doing my best to learn English.

The	inter	view	portion	focused	on	students’	choice	of	major	and	L2	Self	devel	op-
ment, and consisted of two inter views conduc ted over two academic semesters. 
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The	 initial	 inter	view	 explored	 students’	 prior	 learn	ing	 history,	 current	 L2	
learn ing exper i ences, the reasons behind their choice of major, and their future 
plans. To serve as a prompt for discus sion, students plotted their motiv a tional 
devel	op	ment	on	a	graph	that	had	years	of	study	on	the	X	axis	and	motiv	a	tion	level	
on	 the	 Y	 axis.	 Drawing	 these	 reflect	ive	 timelines	 stim	u	lated	 parti	cipants’	
memor ies and added struc ture to their responses. In the follow- up inter view, 
students exten ded their timelines and discussed changes in their motiv a tion level 
along with devel op ments in their future plans.

Procedures and parti cipants

Following a pilot study, the final version of the ques tion naire was admin istered 
in	 classes	 by	 the	 author	 in	 the	 autumn	 of	 2014.	 Students	who	were	 away	 on	
exchange programmes completed an online version. Interview parti cipants were 
recruited using an invit a tion distrib uted together with the ques tion naire, and 
volunteers	 were	 selec	ted	 with	 atten	tion	 given	 to	 enlist	ing	 both	 Chinese	 and	
inter na tional students in all four under gradu ate years. The inter views were 
conduc	ted	by	the	author	between	the	autumn	of	2014	and	2015.	All	data	were	
collec ted in English.
As	shown	in	Table	5.1,	usable	ques	tion	naires	were	collec	ted	from	536	students.	

A	total	of	59	students	parti	cip	ated	 in	 the	 inter	view,	of	which	only	seven	were	
unavail able for a follow- up. The major ity of parti cipants were female, a situ ation 
typical	of	English-	major	programmes	in	China	(You	&	Dörnyei	2016).	Table	5.2	
shows	inter	na	tional	students’	country/region	of	origin,	and	reflect	ing	the	popu-
la	tion	of	foreign	students	in	China,	most	were	South	Korean	(China	Scholarship	
Council	2012).

TABLE 5.1	 Questionnaire	and	inter	view	parti	cipants

Student category Year of study Questionnaire
( female/male)

Interview
( female/male)

Chinese 1 123	(98/20) 7	(7/0)
2 60	(51/7) 6	(6/0)
3 57	(43/11) 8	(6/2)
4 61	(46/14) 11	(10/1)

Total 301	(238/52) 32	(29/3)

International 1 69	(39/27) 10	(6/4)
2 60	(35/21) 7	(2/5)
3 44	(25/18) 2	(0/2)
4 62	(37/21) 8	(5/3)

Total 235	(136/87) 27	(13/14)
Overall	total 536	(374/139) 59	(42/17)

Note: Some ques tion naires had missing gender data
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Data analysis

Using SPSS 22.0, reli ab il ity analysis for the ques tion naire vari able items was 
conduc	ted	 using	 both	Cronbach’s	 coef	fi	cient	 alpha	 and	 inter-	item	 correl	a	tion	
(see	 Table	 5.3).	 Internal	 consist	ency	 coef	fi	cients	 were	 at	 or	 near	 the	 recom-
men ded .7 level, and all mean inter- item correl a tions were at or near their 
respective	recommended	levels	of	.7	and	.2	(Pallant	2011).

T-tests were used to look for differ ences between the two groups, and rela-
tion	ships	between	vari	ables	were	invest	ig	ated	using	Pearson’s	product–	moment	
correl a tion. Interviews were recor ded and tran scribed, and the text was analysed 
them	at	ic	ally	using	a	deduct	ive-	induct	ive	category	construc	tion	method	(Kuckartz	
2014).	The	qual	it	at	ive	data	analysis	soft	ware	MAXQDA	was	used	to	aid	coding.

Questionnaire find ings

Descriptive results

Table	5.4	presents	descript	ive	stat	ist	ics	of	the	ques	tion	naire	vari	ables.	All	mean	
values	for	both	Chinese	and	inter	na	tional	students	surpassed	3.5	on	the	6-point	
scale, suggest ing that overall, parti cipants were posit ive about their English 
studies	(You	&	Dörnyei	2016).	This	favour	able	outlook	can	be	seen	in	the	strong	
results	of	both	groups	for	the	L2	Learning	Experience,	the	vari	able	invest	ig	at	ing	

TABLE 5.2 International students’ country/region of origin

Country/region Questionnaire Interview
(N = 235) (N = 27)

South Korea 205 23
Japan 13 2
Myanmar 5 0
Other 10 2

Note: Some ques tion naires had missing nation al ity data

TABLE 5.3	 Variable	item	reli	ab	il	ity	coef	fi	cients	and	inter-	item	correl	a	tions

Variable Chinese International

Reliability 
coef fi cient

Inter- item  
correl a tion

Reliability 
coef fi cient

Inter- item 
correl a tion

Ideal	L2	Self .67 .34 .69 .36
Ought-	to	L2	Self .70 .32 .72 .34
L2	Learning	Experience .81 .52 .70 .37
Promotional Instrumentality .55 .25 .69 .37
Preventional Instrumentality .82 .53 .76 .44
Intended Effort .68 .32 .75 .39
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parti	cipants’	assess	ment	of	their	English	courses.	Likewise,	the	Ideal	L2	Self	values	
were high for both groups, indic at ing many students had a well- developed vision 
of their future English- using selves.
The	robust	Ideal	L2	Self	find	ings	were	rein	forced	by	the	results	for	Promotional	

Instrumentality, the compon ent that meas ured students’ specific English- related 
aspir a tions, which had the highest mean scores of all the vari ables for both groups. 
However, a close look at this vari able’s items revealed differ ences in students’ 
promo tional motives. For the work- oriented item ‘Studying English is import ant 
to me because I think it will some day be useful in getting a good job’, the inter-
na	tional	 students’	 score	 (M	 =	 5.56,	 SD	 =	 .82)	 was	 signi	fic	antly	 higher	 than	
that	of	 the	Chinese	 students	 (M	=	5.17,	SD	=	 .95),	 t(528)	=	−5.18,	p < .001, 
η2	=	 .05.	In	contrast,	 for	 the	 item	about	gradu	ate	 school,	 ‘Studying	English	 is	
import ant to me because I think I’ll need it for further studies’, the score for 
Chinese	 students	 (M	 =	 5.40,	SD	 =	 .77)	was	 signi	fic	antly	 higher	 than	 that	 of	
their	 inter	na	tional	class	mates	(M	=	4.94,	SD	=	1.08),	 t(406)	=	5.54,	p < .001, 
η2	=	.05.

These differ ences suggest that students had diver gent future plans, a finding 
that was strengthened by responses to a back ground inform a tion item in the 
ques tion naire that asked parti cipants what they planned to do after finish ing their 
Bachelor’s	degree.	In	the	Chinese	sample,	244	(82%)	repor	ted	plans	for	further	
study,	 compared	with	 81	 (35%)	of	 the	 inter	na	tional	 students.	Conversely,	 143	
(61%)	of	the	inter	na	tional	students	repor	ted	plan	ning	to	go	to	work,	compared	
with	only	43	(14%)	of	the	Chinese	students.	Several	parti	cipants	in	both	groups	
had	aspir	a	tions	of	‘other’.	A	Chi-	square	test	for	inde	pend	ence	showed	the	differ-
ence in future plans between the two groups was signi fic ant, χ2	(2,	n	=	532)	=	
129.75,	p	<	.001,	V	=	.49.

TABLE 5.4	 Differences	in	mean	values	of	vari	able	scores

Variable Chinese International Effect
(N = 301) (N = 235) sizea

M SD M SD d t

Ideal	L2	Self 5.01 .73 5.05 .72 534 −.75 .00
Ought-	to	L2	Self 3.76 .86 4.22 .95 534 −5.83** .06
L2	Learning	
Experience

4.26 .90 4.12 .85 534 1.83 .01

Promotional 
Instrumentality

5.26 .58 5.22 .71 444 .66 .00

Preventional 
Instrumentality

4.27 1.11 4.32 1.09 534 −.46 .00

Intended Effort 4.12 .76 3.92 .86 534 2.88* .02

*	p	<	.01;	**p	<	.001
aeta squared
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There were further differ ences in the vari able Intended Effort, the criterion 
meas ure ment of English learn ing motiv a tion, which while strong for both groups 
was	signi	fic	antly	higher	for	Chinese	students,	although	with	a	small	effect	size	in	
the differ ence. The vari able with the most dramatic dispar ity between the two 
groups	was	the	Ought-	to	L2	Self.	For	inter	na	tional	students,	this	vari	able’s	mean	
score	was	signi	fic	antly	higher	and	the	differ	ence	had	a	large	effect	size,	indic	at	ing	
these	students	felt	more	of	an	oblig	a	tion	than	their	Chinese	class	mates	to	study	
English.

Relationship with inten ded effort

To invest ig ate their asso ci ation with motiv ated beha viour, correl a tions were 
conduc	ted	between	 Intended	Effort	 and	 the	other	ques	tion	naire	 vari	ables	 (see	
Table	5.5).	The	L2	Learning	Experience	had	the	strongest	rela	tion	ship	for	both	
groups,	suggest	ing	that	contex	tual	influ	ences	such	as	classes	and	teach	ers	played	
an	 import	ant	 role	 in	 students’	 L2	motiv	a	tion.	 Ideal	 L2	 Self	 and	 Promotional	
Instrumentality also had signi fic ant correl a tions with effort for both groups, 
which indic ates that parti cipants’ goals and aspir a tional visions of them selves as 
English	users	were	connec	ted	to	their	L2-related	exer	tions.	There	was	no	signi-
fic ant correl a tion with Preventional Instrumentality for either group, imply ing 
that although the high mean scores for this vari able showed that avoid ing negat ive 
outcomes	was	import	ant,	the	senti	ment	was	not	asso	ci	ated	with	L2	effort.
Differences	between	the	two	groups	emerged	in	the	Ought-	to	L2	Self,	which	

only correl ated with effort for inter na tional students. However, the strength  
of this correl a tion was low, casting doubt on the motiv a tional effic acy of this 
vari able.

Interview find ings

Similar motiv a tional struggles

While	the	ques	tion	naire	results	showed	a	high	level	of	motiv	a	tion	and	strong	L2	
self vision for both groups, the most salient motiv a tional theme to emerge from 

TABLE 5.5	 Variable	correl	a	tions	with	inten	ded	effort

Variable Chinese International
(N = 301) (N = 235)

Ideal	L2	Self .43* .39*
Ought-	to	L2	Self .05 .18*
L2	Learning	Experience .61* .58*
Promotional Instrumentality .28* .30*
Preventional Instrumentality .06 .10

*	p	<	.01
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the inter views was the consist ent descrip tion of a motiv a tional decline or struggle, 
usually	taking	place	during	the	early	years	of	under	gradu	ate	study.	Older	students	
recalled this theme retro spect ively, while their younger class mates described it in 
real	time.	Twenty-	seven	of	the	32	inter	viewed	Chinese	students	(84%)	and	24	 
of	the	27	inter	na	tional	students	(89%)	repor	ted	such	an	exper	i	ence.	Figure	5.1	
shows	 a	 motiv	a	tional	 timeline	 drawn	 by	 a	 third-	year	 Chinese	 student	 that	 
illus trates the trend.

Similar negat ive percep tion of the English major

The motiv a tional struggle appeared to be due in part to the effect on students’  
L2	 Self	 of	 society’s	 negat	ive	 percep	tion	 of	 the	 English	 major.	 Participants	 
repor ted a wide spread belief that their major was unprom ising because English 
was ‘ just a tool’ that peers in other discip lines also had, and a degree in  
English would consequently offer no career advant age. Significant people in 
parti cipants’ lives, such as class mates, parents, and even profess ors, held and 
conveyed such an opinion. This pervas ive view caused students to ques tion the 
value	of	their	major,	creat	ing	disson	ance	in	their	future	L2	Self	and	impact	ing	
their motiv a tion.
The	 effect	 was	 espe	cially	 strong	 for	 Chinese	 students,	 with	 25	 (78%)	

mention	ing	 the	 negat	ive	 percep	tion	 compared	 with	 13	 inter	na	tional	 students	

FIGURE 5.1	 Motivational	timeline	drawn	by	a	third-	year	Chinese	student
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(48%).	 The	 impact	 appeared	most	 pronounced	 among	 students	 in	 their	 early	
under	gradu	ate	years,	and	the	follow	ing	state	ment	illus	trates	its	influ	ence	on	the	
future	L2	Self	as	described	by	a	first-	year	Chinese	student:

There is one thing that I’m a little bit concerned [about]. I always heard 
people say that English is just an instru ment, it can hardly become your 
future. So some times I wonder if all my dreams related to English failed, 
how	 am	 I	 going	 to	find	 another?	 It’s	 like	when	English	 just	 became	 an	
instru	ment,	what	is	the	rest	of	my	future?

The choice to major in English: Chinese students

The negat ive percep tion of the English major was connec ted with another signi-
fic ant factor in students’ motiv a tional struggles: for many, espe cially among the 
Chinese	cohort,	English	had	not	been	their	first	choice	of	major.	Due	in	large	
part to univer sity admis sion prac tices, English had been clearly chosen freely by 
only	11	of	the	32	inter	viewed	Chinese	parti	cipants	(34%).	Twenty-	four	Chinese	
students	(75%)	had	been	recruited	directly	from	high	school	to	univer	sity	through	
a special programme that enabled them to bypass the gaokao entrance exam in a-
tion	in	exchange	for	their	commit	ment	to	major	in	English.	Of	these	24	students,	
eighteen indic ated they might have chosen a differ ent major but agreed to 
English, often because it was a means by which they could avoid the gaokao and 
be admit ted to a pres ti gi ous univer sity.

Students’ dissat is fac tion with the major they were enrolled in had motiv a tional 
consequences.	In	the	follow	ing	quota	tion,	a	third-	year	Chinese	student	reflects	
on her struggles during her first year, illus trat ing the connec tions between the 
choice of major, society’s negat ive percep tion of a degree in English, and the 
adverse	impact	on	the	future	L2	Self:

I	 felt	 disap	poin	ted.	 Because	 I	 didn’t	 want	 to	major	 in	 English.	 Because	
every one told me English wasn’t a good major because nowadays  
many people are quite good at English even though they don’t major  
in	English.	English	is	 just	a	tool.	You	can’t	really	 learn	some	very	useful	
skills or [knowledge] for your future career, so if you major in English  
you	 won’t	 have	 any	 advant	age	 over	 other	 peers.	 Yeah,	 then	 so	 I	 was	 
told about that, and I thought so. So I was pretty disap poin ted and  
hesit ant.

As	described	in	this	state	ment,	an	under	ly	ing	reason	behind	students’	pess	im	istic	
feel ings about their major was the belief that English alone was not enough and 
that other skills were needed. It was not because they disliked English or thought 
learn	ing	the	language	was	unim	port	ant,	but	rather	that	an	English	BA	by	itself	
would not lead to the future they were envi sion ing.
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The choice to major in English: International students

International students were more posit ive about the English major, with fifteen 
of	 the	 27	 (56%)	 report	ing	 it	 had	 been	 their	 preferred	 choice.	 The	 influ	ences	
behind	this	decision	were	often	inter	twined	with	their	prior	exper	i	ence	in	China	
and	a	desire	 to	 learn	Chinese.	Twenty	of	 the	 inter	na	tional	 students	 (74%)	had	
gone	to	high	school	in	China,	and	the	average	age	of	arrival	in	the	country	was	
about	13.	When	describ	ing	the	influ	ences	on	their	post	sec	ond	ary	choices,	students	
often repor ted that having been abroad for so long, it would have been diffi cult 
to	return	to	their	home	country	and	enter	a	good	univer	sity.	China	offered	better	
prospects.	 Many	 repor	ted	 choos	ing	 English	 because	 they	 believed	 that	 by	
major	ing	in	English	in	China,	they	could	improve	their	English	and	at	the	same	
time	 either	 main	tain	 or	 enhance	 their	 Chinese.	 A	 fourth-	year	 South	 Korean	
student	describes	how	Chinese	was	part	of	his	choice:

Since	I	stay	in	China,	my	Chinese	is	quite	okay.	So	I	thought	I	needed	more	
English	skills.	That’s	why	I	chose	English.	Because	I	wanted	to	speak	both	
Chinese	and	English	very	well.

It is import ant to note that English by itself was not enough; it was English plus 
Chinese	that	often	informed	the	decision-	making	process.	Also,	although	inter-
na tional students were more likely to have freely chosen to major in English, they 
were	not	immune	to	others’	negat	ive	opin	ions	about	their	choice.	As	a	first-	year	
Japanese	student	commen	ted	regard	ing	his	decision:

My	family	[members]	always	said	if	you	choose	language	as	a	major,	they	
think it’s not as good as other majors like econom ics. So every time when 
they talk about that to me I feel a little regret ful.

L2 Self devel op ment and motiv a tion recov ery

While	 a	 negat	ive	 percep	tion	 of	 the	 English	 major	 adversely	 affected	 students’	
motiv	a	tion,	the	decline	was	often	followed	by	a	recov	ery.	Thirty	Chinese	students	
(94%)	and	25	inter	na	tional	students	(93%)	described	an	increase	in	motiv	a	tion	at	
some	point	 in	their	under	gradu	ate	studies.	An	example	of	 the	decline–recov	ery	
pattern	is	seen	in	the	timeline	shown	in	Figure	5.1.	To	explore	the	role	of	the	future	
L2	Self	 in	 this	upturn,	parti	cipants	were	 asked	 to	describe	 their	plans	 for	using	
English after gradu ation and how this envi sioned future affected their motiv a tion. 
These plans were evolving and students some times listed multiple possib il it ies.

Chinese students: a Postgraduate L2 Self

In	 a	 manner	 similar	 to	 the	 ques	tion	naire	 find	ings,	 the	 inter	viewed	 Chinese	
students	 described	 a	 future	 L2	 Self	 that	 centred	 on	 using	English	 in	 gradu	ate	
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school,	a	‘Postgraduate	L2	Self ’.	All	32	indic	ated	they	were	consid	er	ing	further	
study, often to English- medium univer sit ies over seas and in discip lines other  
than	English.	Only	six	(19%)	mentioned	going	directly	to	work	after	gradu	ation	
was	an	option.	Among	the	eleven	Chinese	students	in	their	final	year,	two	even-
tu	ally	decided	to	go	to	work	while	nine	planned	to	enter	Master’s	programmes	in	
the coming autumn, five of these to univer sit ies in the UK or US. Their future  
fields of study included public policy, educa tion, linguist ics, science, and English 
liter at ure.
The	devel	op	ment	of	this	Postgraduate	L2	Self	had	a	posit	ive	impact	on	students’	

motiv a tion in part by provid ing a clear purpose for learn ing English. The 
follow	ing	state	ment	is	from	a	second-	year	Chinese	student	who	was	explain	ing	
an upturn in motiv a tion between her first and second year:

[My	motiv	a	tion	increased]	because	I	think	I	have	a	more	exact	plan.	.	.	.	I	
just	didn’t	know	what	 to	do	during	my	first	year.	But	after	I	have	asked	
many senior students about that, I think that I have [made] some decisions 
about my gradu ate school, which I learned that English is really import ant, 
not	 just	 for	 TOEFL	 but	 also	 for	 the	 classes	 I	 have	 to	 under	stand	 and	 
[I] have to learn well.

The	Postgraduate	L2	Self	also	boosted	motiv	a	tion	by	helping	students	to	counter	
misgiv ings regard ing an English major’s career prospects. The follow ing quota-
tion	illus	trates	how	a	first-	year	Chinese	student	was	able	to	over	come	the	major’s	
negat ive percep tion by setting her sights on going to gradu ate school over seas in 
a discip line other than English:

Although	 the	 English	major	 is	 kind	 of	 like	 you	 have	 no	major	 because	
almost every one can speak English, you can study other majors when you’re 
in your gradu ate school later. . . . I may go abroad after for gradu ate 
school. . . . So English may be part of my life.

International students: a Workplace L2 Self

In	contrast,	inter	na	tional	students’	future	L2	Self	was	oriented	towards	getting	a	
job	after	finish	ing	their	Bachelor’s	degree.	Of	the	27	parti	cipants,	five	(19%)	were	
contem	plat	ing	further	study	upon	gradu	ation,	while	eighteen	(67%)	planned	to	
go	directly	 to	work	and	five	 (19%)	 inten	ded	 to	complete	compuls	ory	milit	ary	
service.	All	of	the	eight	final-	year	students	were	return	ing	home	after	gradu	ation,	
seven	to	look	for	work	and	one	to	join	the	milit	ary.	Consequently,	inter	na	tional	
students’	envi	sioned	future	use	of	English	tended	to	be	a	‘Workplace	L2	Self ’	that	
centred on using English in jobs that were yet to be determ ined. The follow ing 
state ment from a fourth- year South Korean student shows both the neces sity and 
uncer	tainty	that	informed	this	future	L2	Self:
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Maybe	I’ll	go	back	to	Korea	and	get	a	job	which	[is]	related	to	trades.	.	.	.	I	
think	English	will	matter	 in	 the	 inter	view,	and	my	TOEFL	or	TOEIC	
will be import ant. . . . I want to use my English in my future job but I don’t 
know.

International	students’	voca	tional	plans	often	included	Chinese	as	well,	as	demon-
strated	by	a	first-	year	 Japanese	student	who	repor	ted:	 ‘in	 the	 future,	 I	want	 to	
work in a company, like do some trade, so I want to find a job I can use English 
and	Chinese.’	Students	held	this	addi	tional	L2	Self	in	part	because,	as	a	fourth-	
year South Korean explained, ‘since we don’t have any skills other than English 
like	other	majors’	students	do,	we	depend	on	English	and	Chinese.’
The	 Workplace	 L2	 Self	 appeared	 to	 influ	ence	 motiv	a	tion	 by	 remind	ing	

students of their impend ing job search and prompt ing English learn ing to take on 
more urgency. Its effects seemed to be strongest for older students whose gradu-
ation was immin ent. The follow ing response is from a South Korean student in 
his final year explain ing why his motiv a tion was increas ing:

You	know	because	I	have	to	gradu	ate	from	univer	sity.	After	the	last	semester	
I	thought	about	myself,	but	I	don’t	think	I	have	improved	a	lot.	And	so	I	
have	to	do	more.	And	so	I	think	the	motiv	a	tion	is	going	up	because	I	have	
to go to the company or I have to apply [for] the job.

For students in their initial years, the time for job hunting was in the distant 
future	 and	 the	Workplace	L2	Self	 appeared	 to	 lack	motiv	a	tional	 force.	This	 is	
exem pli fied by a first- year South Korean student’s explan a tion regard ing why her 
English	profi	ciency	was	not	improv	ing	to	her	satis	fac	tion:	‘Because	there	is	not	
much push or motiv a tion about the future job in my surround ing.’

Discussion

Consistent	with	previ	ous	research	(e.g.	Taguchi	et	al.	2009),	the	current	study	
found	that	the	L2	motiv	a	tion	of	English	majors	in	China	was	linked	to	students’	
future projec tions of them selves using the language for promo tion- focused 
purposes. The study also found that inter na tional students, a previ ously unin-
vestig	ated	popu	la	tion	of	English	majors	in	China,	were	envi	sion	ing	dramat	ic	ally	
differ	ent	future	uses	of	English	compared	with	their	local	class	mates.	While	most	
Chinese	English	majors	imagined	a	Postgraduate	L2	Self	that	centred	on	further	
study,	the	major	ity	of	inter	na	tional	students	envi	sioned	a	job-	oriented	Workplace	
L2	Self.
These	diver	gent	aspir	a	tions	had	motiv	a	tional	implic	a	tions.	First,	the	Ought-	to	

L2	Self	 has	 been	 found	 to	be	 a	 less	 effect	ive	motiv	ator	 than	 the	 Ideal	L2	Self	
(Dörnyei	&	Chan	2013),	and	with	its	strong	oblig	at	ory	element	of	meeting	job	
prerequis	ites,	the	Workplace	L2	Self	appeared	to	have	a	greater	Ought-	to	focus	
than	the	Postgraduate	L2	Self.	Second,	for	a	future	L2	Self	to	be	motiv	a	tion	ally	
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oper	at	ive,	it	needs	to	be	suffi	ciently	elab	or	ate	and	vivid	(Dörnyei	2009).	Graduate	
school at an over seas univer sity is a clearly visible target that enables aspir ants to 
anti	cip	ate	the	future	ways	in	which	English	will	be	needed.	As	a	result,	the	form-
a	tion	 of	 a	 Postgraduate	 L2	 Self	 helped	 parti	cipants	 in	 the	 current	 study	 find	
purpose in their English learn ing, even during their early under gradu ate years. 
Conversely,	unless	a	student	has	a	defin	ite	job	in	mind,	the	Workplace	L2	Self	is	
an inher ently vague construct. Indeed, except for meeting poten tial employ ers’ 
TOEIC	 (Test	 of	 English	 for	 International	 Communication)	 and	 inter	view	
require ments, parti cipants with this type of self were often unsure how and to 
what	extent	English	would	be	needed	in	their	future.	Due	to	its	oblig	at	ory	and	
ambigu	ous	 aspects,	 the	Workplace	 L2	 Self	 appeared	 to	 lack	 the	 motiv	a	tional	
strength	 of	 the	 Postgraduate	 L2	 Self,	 espe	cially	 for	 younger	 students	 whose	
gradu ation was distant.
Despite	their	contrast	ing	orient	a	tions,	both	Chinese	and	inter	na	tional	students	

exper i enced motiv a tional struggles due in part to a negat ive view of the English 
major and related career misgiv ings. These factors figured prom in ently in 
students’	choice	of	major	and	subsequent	L2	Self	devel	op	ment,	and	they	appear	 
to	 be	 directly	 linked	 to	 current	 linguistic	 and	 economic	 trends	 in	 East	 Asia.	 
In	China,	Qu	(2012:	16)	explains:	‘After	years	of	opening-	up,	there	has	been	a	
steady rise in the general level of English among young people, and so most 
compan ies or insti tu tions expect people to have expert ise in special fields as well 
as a mastery of English.’ Evidence suggests the situ ation in South Korea is similar 
(Park	2016).
Job	market	 concerns	 related	 to	 these	 trends	were	 the	 primary	 reason	why	

many	parti	cipants	in	the	current	study,	espe	cially	Chinese	students,	did	not	want	
to	major	 in	English.	After	 a	 period	 of	motiv	a	tional	 struggle,	 they	 adapted	 by	
focus	ing	 on	 devel	op	ing	 assets	 to	 supple	ment	 their	 future	 L2	 Self.	 For	 most	
Chinese	 students,	 the	 supple	ment	ary	 asset	 was	 a	Master’s	 degree.	 In	 contrast,	
inter	na	tional	students	were	usually	count	ing	on	English	combined	with	Chinese	
profi	ciency	to	give	them	an	employ	ment	advant	age.	This	‘English	plus	Chinese’	
object ive could explain why they were more likely than their local class mates to 
have freely chosen to major in English, and also why they appeared less affected by 
society’s negat ive opinion of the major. Future research could illu min ate this theme 
further	by	simul	tan	eously	invest	ig	at	ing	the	English	and	Chinese	language	learn	ing	
motiv	a	tion	of	this	popu	la	tion.	Also,	while	the	current	study	focused	primar	ily	on	
students’	future	L2	Self,	the	motiv	a	tional	influ	ence	of	the	L2	Learning	Experience	
appeared prom in ently in the results for both groups. Previous research has also 
found	 this	 compon	ent	 to	 be	 signi	fic	ant	 (You	&	Dornyei	 2016),	 and	 its	 role	 in	
English majors’ motiv a tional devel op ment should be further explored.

Recommendations

Whether	 related	 to	 postgraduate	 study	 or	 the	workplace,	 the	 development	 of	 
a	 future	L2	 Self	 helped	pull	 both	Chinese	 and	 international	 students	 out	 of	 a	
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downward motivational spiral. This is congruent with studies that have found 
that	 learners’	 capacity	 to	visualize	 their	 Ideal	L2	Self	 plays	 a	 key	 role	 in	 their	
motivation	 (Dörnyei	 &	 Chan	 2013;	Magid	 &	 Chan	 2012).	 Helping	 students	
create	and	strengthen	their	L2	Self	 through	targeted	visualization	training	 is	a	
motivational	strategy	that	all	language	teachers	can	use.	Magid	and	Chan	(2012)	
describe two such programmes used in Hong Kong and England and provide 
methods	 to	 help	 learners	 visualize	 their	 future	 L2	 Self	 and	 develop	 plausible	
action plans. These activities can be adapted for different age groups and 
proficiency levels.
While	teach	ers	can	readily	imple	ment	strategies	to	help	students	develop	their	

future	 L2	 Self,	 the	 more	 funda	mental	 motiv	a	tional	 issue	 high	lighted	 in	 the	
current study is that English profi ciency alone appears to be losing its currency in 
East	Asia.	A	prag	matic	 learner	could	 justi	fi	ably	ques	tion	the	purpose	of	devel-
op	ing	an	L2	English	Self	if	it	was	not	comple	men	ted	by	addi	tional	career	skills.	
This	is	a	systemic	chal	lenge,	and	English	depart	ments	in	China	now	appear	to	be	
exper	i	en	cing	the	same	head	winds	as	their	coun	ter	parts	in	Anglophone	coun	tries	
such as the US, where for the past several decades enrol ment in English degree 
programmes	has	been	declin	ing	in	favour	of	more	job-	ready	majors	(Klinkenborg	
2013).	 Given	 the	 instru	mental	 demands	 of	 today’s	 univer	sity	 students,	 James	
English	(2012:	166)	argues	that	one	way	for	depart	ments	to	adapt	is	to	add	courses	
related to the ‘creat ive indus tries’, a growth sector in the global economy that 
includes	media	corpor	a	tions	who	need	skilled	produ	cers	of	content.	Departments	
could	capit	al	ize	on	this	niche	and	offer	classes	that	blend	media	studies	with	more	
tradi tional English major courses.
While	research	for	this	study	was	conduc	ted	at	two	of	China’s	highest		ranking	

univer sit ies and the results are not repres ent at ive of all English majors in the 
country,	the	economic	and	linguistic	trends	emphas	ized	in	the	find	ings	are	not	
univer sity- specific. It is prob able that many English majors regard less of their 
insti	tu	tion	 are	 exper	i	en	cing	 similar	 career-	related	 motiv	a	tional	 struggles.	 By	
helping	students	envi	sion	their	 future	L2	Self	and	develop	addi	tional	 skill	 sets,	
English depart ments and their teach ers can adapt to the current chal lenges facing 
English	studies	and	English	learners	in	China	and	beyond.

Note

1 The gaokao	is	the	common	term	for	China’s	national	college	entrance	exam	in	a	tion.	It	
is taken by millions of students each year and is the primary means for determ in ing 
univer	sity	entrance	and	place	ment	(see	Davey	et	al.	2007).
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6
TEACHING AS INPUT

Rod Ellis

Introduction

Teaching,	 however	 defined,	 involves	 ‘input’.	 No	 matter	 which	 approach	 or	
method is adopted, learners are exposed to the input provided by the teacher, by 
other students, and through the instruc tional mater i als. Input provides second 
language	(L2)	learners	with	the	data	they	need	for	learn	ing.	The	key	ques	tion,	
then, becomes: ‘How can teach ing ensure that learners are exposed to the kinds 
of	input	that	are	known	to	promote	learn	ing?’
I	will	begin	by	distin	guish	ing	two	ways	of	viewing	teach	ing—what	I	call	the	

external and internal views. Starting with the external view, I will examine what 
teach ing guides and teacher train ers have had to say about ‘input’, focus ing on 
two	key	 aspects	 –	 the	use	 of	 authen	tic	mater	i	als	 and	 teacher	 talk.	 I	will	 then	
summar	ize	what	SLA	 research	has	had	 to	 say	 about	 the	 role	of	 input	 and	 the	
condi	tions	that	promote	learn	ing.	At	the	end	of	the	chapter	I	will	recon	sider	the	
pedago gic posi tions relat ing to authen tic mater i als and teacher talk.

An external and internal view of language teach ing

Ellis	&	Shintani	(2014)	distin	guished	what	they	called	an	‘external’	and	‘internal’	
view of language pedagogy. The external view treats language teach ing in terms 
of	 methods,	 syllabus	 design,	 instruc	tional	 mater	i	als,	 classroom	 activ	it	ies	 (e.g.	
‘exer	cises’	 and	 ‘tasks’),	 and	 meth	od	o	lo	gical	 tech	niques	 and	 proced	ures.	 The	
internal view sees teach ing as a series of inter ac tional events that provide learners 
with input and oppor tun it ies for output. It focuses on what happens when 
teach	ing	takes	place	(i.e.	the	process	of	teach	ing)	and	encap	su	lates	what	Douglas	
Barnes	(1976)	called	the	‘hidden	curriculum’.
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In general, accounts of language teach ing are based on the external view. 
Scrivener	(2014:	47)—an	exper	i	enced	teacher	trainer—provides	an	example	of	this:

What	I	usually	see	are	the	tasks,	the	activ	it	ies.	What	I	mainly	worry	about	
is how those tasks and activ it ies will work, how I can run them, how I can 
give good and clear instruc tions, whether they ‘work’, whether students are 
having fun, whether I am boring my students.

Popular	meth	od	o	lo	gical	hand	books	(e.g.	Ur	1996;	Harmer	2003;	Scrivener	2005)	
also	adopt—under	stand	ably—the	external	view	of	teach	ing.	They	have	chapters	
that inform teach ers what and how to teach, how to plan lessons, what kinds of 
mater i als to use, and how to manage life in the classroom. They aim to equip 
teach	ers	with	the	tech	nical	know	ledge	needed	to	be	a	good	teacher.	As	such	they	
do	a	very	useful	job.	But,	as	I	will	argue	in	this	chapter,	it	is	not	enough.
Interesting,	 though,	 Scrivener,	whose	 own	hand	book	 (Learning Teaching: A 

Guidebook for English Language Teachers)	is	a	good	example	of	the	external	view	of	
teach ing, appears to have exper i enced a sense of disil lu sion ment with this 
perspect ive. He commen ted that hundreds of lesson obser va tions had led him to 
conclude that although teach ers were teach ing tech nic ally sound lessons they 
‘were not pushing students, not chal len ging them to tangibly improve, nor even 
expect	ing	that	they	might	be	able	to	achieve	more’	(2005:	51).	He	proposed	that	
teach ers need to ‘demand  high’, which he defined as ‘the raw idea that we can ask 
more of our students, that we can chal lenge them and base our teach ing around 
going where the learn ing is’. However, by his own admis sion, Scrivener struggled 
to explain what this might involve.1 In effect, but without expli citly saying so, 
Scrivener was putting the case for an internal perspect ive on teach ing. I want to 
suggest that if teach ers are to ‘demand  high’ they need an under stand ing of how 
learn ing takes place and, crucially, the role that input plays in facil it at ing it. This 
is	what	SLA	can	offer.

Input in teacher guides

Popular	 meth	od	o	lo	gical	 hand	books	 for	 language	 teach	ers	 (e.g.	 Hedge	 2000;	
Nunan	1991;	Ur	1996)	do	not	include	‘input’	as	an	entry	in	the	indexes.	Somewhat	
surpris ingly, the same is the case in books about language- teach ing mater i als 
(Tomlinson	2011;	Harwood	2010).	It	would	seem,	then,	that	‘input’	is	not	a	term	
that belongs to main stream think ing about language pedagogy, and that teacher 
educat	ors	do	not	concep	tu	al	ize	teach	ing	in	terms	of	‘input’.	However,	input	is	
addressed obliquely in what the guides and teacher train ers have had to say about 
authen tic texts and teacher talk.

Authentic texts

Morrow	 (1977:	 13)	 defined	 an	 authen	tic	 text	 as	 ‘a	 stretch	 of	 real	 language	
produced by a real speaker or writer for a real audi ence and designed to convey a 
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real message of some sort’. In other words, authen tic mater i als contrast with 
‘contrived	mater	i	als’	 (i.e.	mater	i	als	 consist	ing	 of	 input	 that	 has	 been	 specially	
designed	to	teach	L2	learners).	Various	claims	have	been	made	about	the	advant-
ages	of	authen	tic	texts	(Grellet	1981;	Nunan	1999;	Tomlinson	2010):

•	 The	main	claim	is	that	authen	tic	texts	expose	learners	to	features	of	language	
use	that	are	not	typic	ally	found	in	contrived	(‘arti	fi	cial’	texts),	and	that	unless	
learners are exposed to them they will not be able to handle them when they 
are	confron	ted	with	‘real’	texts.	Authentic	mater	i	als,	unlike	contrived	mater-
i als, come with a ‘commu nic at ive context’.

•	 Authentic	mater	i	als	are	also	seen	as	bene	fi	cial	because	they	are	more	inter-
est ing and motiv at ing than contrived mater i als.

These	 are	 claims	 (i.e.	 opin	ions)	 and	 they	 are	 typic	ally	 advanced	without	 any	
support from empir ical research. They consti tute a reac tion to the highly 
contrived	 language-teach	ing	 mater	i	als	 that	 char	ac	ter	ized	 the	 early	 struc	tural	
methods—the	 Audiolingual	 Method	 in	 the	 USA	 and	 the	 Oral	 Situational	
Approach	 in	 the	 UK—and	 were	 key	 features	 of	 commu	nic	at	ive	 language	
teach	ing	 in	 the	 1980s.	They	have	 since	 become	part	 of	 the	 accep	ted	 creed	of	
‘good’ language teach ing.
However,	 these	 claims	 have	 not	 gone	unchal	lenged.	Widdowson	 (1978)	 in	

partic u lar pointed out the need to decon struct what is mean by ‘authen tic’. 
Morrow’s	defin	i	tion	is	the	stand	ard	one	but	it	raises	ques	tions.	What	does	Morrow	
mean	by	‘real	speaker’	and	‘real	audi	ence’?	One	inter	pret	a	tion	is	that	he	is	refer-
ring	to	the	language	produced	by	native	speak	ers	for	native	speak	ers.	But	cannot	
commu	nic	a	tion	between	non-	native	speak	ers	(or	between	a	native-	speaker	and	
non-	native	speaker)	also	be	‘authen	tic’	provided	that	it	conveys	real	messages	of	
some	sort?	So	a	broader	defin	i	tion	is	needed—one	that	circum	vents	the	diffi	culty	
of pinning down concepts like ‘native speaker’ and that takes account of 
Widdowson’s	 (1978:	 98)	 claim	 that	 it	 is	 the	 process	 of	 authen	tic	a	tion	 that	 is	
import ant not whether the input itself is ‘authen tic’: ‘People make a text real by 
real	iz	ing	it	as	discourse,	that	is	to	say	by	relat	ing	to	specific	contexts	of	communal	
cultural	values	and	atti	tudes.	And	this	reality	does	not	travel	with	texts.’

The import ance of care fully consid er ing what is meant by ‘authen tic’ will 
become	appar	ent	when	we	consider	what	SLA	has	to	say	about	input.	However,	
it has been largely ignored in the pedago gic liter at ure, where the consen sual view 
is	that	authen	tic	mater	i	als	are	based	on	‘genuine’	(i.e.	native-	speaker)	texts	and	
authen ti city is a quality inher ent in the texts rather than in how a text is processed 
by a reader or listener.

The advent of corpus- based analyses of native- speaker texts has lent support to 
the pedago gic case for authen tic texts. These analyses have shown that there are 
marked differ ences in the linguistic, prag ma lin guistic, and textual features found 
in native- speaker corpora and the textual features found in language- teach ing 
text	books.	 Williams	 (1988),	 for	 example,	 found	 almost	 no	 corres	pond	ence	
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between the language used in authen tic busi ness meet ings and that presen ted in 
30	busi	ness	English	text	books.	This	has	led	to	sugges	tions	that	the	inform	a	tion	
obtained from corpus analyses should be fed directly into the devel op ment of 
mater	i	als.	Again,	though,	this	posi	tion	has	not	gone	unchal	lenged.	Widdowson	
(2003)	pointed	out	 that	classroom	commu	nic	a	tion	 is	 inher	ently	differ	ent	 from	
real-	world	commu	nic	a	tion,	making	it	diffi	cult—perhaps	impossible—to	co-	opt	
so called authen tic language into it.
By	and	large	the	case	for	and	against	authen	tic	mater	i	als	has	been	made	without	

refer	ence	to	SLA	research	and	theory.	An	excep	tion	is	Gilmore	(2007),	who,	in	
a compre hens ive review of authen tic mater i als in foreign language teach ing, 
touched	on	a	number	of	key	issues	(e.g.	the	import	ance	of	compre	hens	ible	input	
and	‘noti	cing’).	These	issues,	I	will	argue,	are	of	central	import	ance	in	eval	u	at	ing	
pedago gic claims about authen tic texts.

Teacher talk

‘Teacher talk’ refers to the language used by a teacher when address ing students 
in	a	classroom.	Teacher	educat	ors	recog	nize	the	import	ance	of	teacher	talk,	and	
seek	 to	 identify	 those	 char	ac	ter	ist	ics	 that	 consti	tute	 ‘good	 teach	ing’.	 Nunan	
(1991),	for	example,	emphas	ized	the	dual	func	tion	of	teacher	talk—as	a	tool	for	
carry ing out pedago gic activ it ies and as a source of input for acquis i tion. However, 
an inspec tion of popular teacher guides indic ates that it is the first of these func-
tions that receives the most atten tion. There is scant mention of how teacher talk 
might facil it ate acquis i tion.
A	common	view	expressed	in	these	guides	is	that	teach	ers	should	minim	ize	

the	 amount	 of	 time	 they	 talk	 in	 order	 to	maxim	ize	 student	 talk	 time.	When	
teach ers adopt the roles of ‘control ler’ or ‘assessor’ they control who speaks, when 
the	 students	 speak,	 and	 what	 language	 to	 use.	 As	 a	 result,	 teach	ers	 tend	 to	
domin	ate	 the	classroom	talk	 (typic	ally	 speak	ing	70%	or	more	of	 the	 time).	 In	
general,	 teach	ers	 are	 advised	 to	 cut	 down	 on	 ‘teacher	 talk	 time’	 (TTT).	 A	
CELTA	train	ing	video,	for	example,	recom	men	ded	that	teach	ers	should	avoid	
‘comment	at	ing’	(i.e.	narrat	ing	what	they	are	doing	as	they	do	it)	and	gave	this	
example of what teach ers should not do:

Now,	I’ll	 just	rub	this	off	the	board	and	then	we’ll	get	on	with	the	next	
exer	cise—Oh,	where’s	the	board	rubber?	Here?	Oh	yes.	Great!	Right	I’ll	
just give out these sheets. I wanted to put them on differ ent coloured paper 
but there wasn’t any in the cupboard, unfor tu nately. Still, it’s not very 
import ant. So have a look at these.

The same video, however, did acknow ledge that teacher talk serves to provide 
learners with language input and listen ing prac tice. Interestingly, however there 
was no consid er a tion of whether the kind of teacher talk illus trated above might 
serve these func tions.
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There	are	also	more	discern	ing	views	about	teacher	talk.	Prabhu	(1987),	for	
example, rejec ted the view that teacher talk needs to be restric ted, arguing that 
in	the	kinds	of	classrooms	in	his	Communicational	Language	Teaching	Project	
(i.e.	 large	 classes	 of	 begin	ner	 learners	 in	 Indian	 second	ary	 schools),	 it	 was	
import ant that the students had access to the best models avail able and that these 
were	 best	 provided	 through	 teacher	 talk.	 O’Neill	 (1994)	 also	 ques	tioned	 the	
stand ard view that teacher talk is bad, suggest ing that many teach ers talk too 
much	but	also	that	many	teach	ers	do	not	talk	enough.	Cullen	(1998)	also	acknow-
ledged that teacher talk is of value in provid ing compre hens ible input. He noted 
that, in general, attempts to reduce the TTT phenomenon have failed, and 
sugges ted that in cultural contexts where the teacher’s role is the tradi tional one 
of trans mit ting know ledge, it would be inap pro pri ate to try to do so.
According	to	Prabhu,	O’Neill,	and	Cullen,	then,	it	is	the	quality	and	appro-

pri	ate	ness	of	 teacher	 talk	 that	 is	 import	ant,	not	 its	quant	ity.	O’Neill	 sugges	ted	
that teacher talk is useful if it meets certain condi tions, such as when it is simpli-
fied but not unnat ural, is more redund ant than ordin ary speech, and includes a 
variety	of	elicit	a	tion	and	explan	a	tion	tech	niques.	Cullen	(1998:	185)	argued	that	
teach ers need to achieve ‘a commu nic at ive balance of beha viours for differ ent 
teach ing and learn ing purposes’ in their talk. He rejec ted the view that teacher 
talk should always mani fest the same char ac ter ist ics as commu nic at ive beha viour 
outside	 the	 classroom	 (e.g.	 refer	en	tial	 ques	tions,	 the	 use	 of	 content	 feed	back,	
simpli	fied	 input,	 and	 nego	ti	ation	 of	 meaning)	 and	 sugges	ted	 that	 for	 some	
teach	ing	purposes	non-	commu	nic	at	ive	teacher	talk	(e.g.	display	ques	tions,	form-	
focused	feed	back,	echoing	students’	responses,	and	initi	at	ive–response–feed	back	
chains)	 are	 appro	pri	ate	 as	 the	 classroom	 consti	tutes	 its	 own	 ‘commu	nic	at	ive’	
context.
Clearly,	there	is	an	aware	ness	in	the	pedago	gical	liter	at	ure	that	teacher	talk	is	

an import ant aspect of language pedagogy. It is, however, dealt with largely in 
terms of opin ions about what consti tutes effect ive prac tice, based largely on 
educat	ors’	own	exper	i	ence.	By	and	large	there	is	a	conspicu	ous	absence	of	any	
refer	ence	to	the	SLA	research	that	has	invest	ig	ated	teacher	talk,	or	to	L2	learn	ing	
theor ies that might inform what kinds of teacher talk are likely to foster learn ing.

Input in second language acquis i tion research

Second	language	acquis	i	tion	research	ers	(e.g.	Hulstijn	2003)	distin	guish	inten-
tional and incid ental language acquis i tion. Intentional acquis i tion occurs when 
learners make delib er ate efforts to learn a specific feature, for example, when they 
set out to learn the mean ings of a set of words or when they study and prac tise a 
specific gram mat ical feature. Incidental acquis i tion occurs when learners ‘pick 
up’ linguistic features from input they are exposed to. It can occur when they are 
primar ily focused on meaning, but can also occur during inten tional learn ing 
(i.e.	when	their	atten	tion	is	direc	ted	at	learn	ing	one	feature	but	they	happen	to	
acquire	some	other	feature).
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By	and	large	the	teacher	guides	I	considered	above	address	how	to	help	learners	
learn	inten	tion	ally.	SLA,	in	contrast,	is	primar	ily	inter	ested	in	how	learners	learn	
incid	ent	ally.	 This	 is	 partly	 because	 SLA	 has	 tended	 to	 focus	 on	 natur	al	istic	
settings where acquis i tion is mainly incid ental, but it is also because a language is 
just too complex to study, prac tise, and inten tion ally learn all its phon o lo gical, 
lexical,	gram	mat	ical,	and	textual	prop	er	ties	(Krashen	1982).	Even	in	instruc	ted	
settings, there fore, much learn ing must be incid ental if learners are to achieve 
high	levels	of	L2	profi	ciency.	This	is	why	‘input’	is	such	a	central	construct	in	all	
theor	ies	of	L2	acquis	i	tion;	it	is	primar	ily	through	expos	ure	to	input	that	incid-
ental learn ing takes place.
SLA	research	ers	have	addressed	two	key	ques	tions:

1.	 What	is	the	nature	of	the	input	that	L2	learners	are	exposed	to?
2.	 How	do	learners	learn	incid	ent	ally	through	expos	ure	to	input?

The	 answers	 to	 these	 ques	tions	 can	 help	 address	 a	 third	 ques	tion:	 ‘What	 can	
teach	ers	do	to	facil	it	ate	incid	ental	acquis	i	tion?’	I	will	consider	the	first	two	ques-
tions here and delay consid er a tion of the third to later in this chapter.

Non- inter act ive and inter act ive input

Input	can	be	non-	inter	act	ive	or	inter	act	ive.	Non-	inter	act	ive	input	consists	of	oral	
or written samples of the target language that do not require any verbal response 
from	the	learner	(e.g.	when	listen	ing	or	reading).	Interactive	input	arises	from	the	
social inter ac tions that learners parti cip ate in with other people in the classroom 
context,	with	the	teacher	or	other	learners.	Both	types	of	input	afford	oppor	tun-
it	ies	for	incid	ental	learn	ing,	but	SLA	research	ers	have	shown	that	input	obtained	
through inter ac tion is espe cially bene fi cial.
Non-	inter	act	ive	input	may	or	may	not	be	modi	fied	to	suit	the	learner.	Long	&	

Ross	(1993)	distin	guished	three	types	of	non-	inter	act	ive	input.	‘Baseline	input’	is	
unmod i fied, typical of the kind of input that occurs in commu nic a tion between 
compet	ent	 speak	ers	 of	 a	 language	 (i.e.	 it	 is	 ‘authen	tic’).	 It	 is	 char	ac	ter	ized	 by	
lengthy sentences and dense propos i tional content. ‘Simplified input’ is input that 
has been simpli fied by using short sentences and thin ning out the propos i tional 
content. ‘Elaborated input’ is input that has been elab or ated with the aim of 
making the task of compre hen sion easier by struc tur ing the propos i tional content 
more clearly, but is not neces sar ily more linguist ic ally simple.

Interactive input is likely to be modi fied to suit the learner. In accord ance with 
Grice’s	(1975)	cooper	at	ive	prin	ciple,	inter	locutors	strive	to	achieve	mutual	under-
stand ing. Thus when learners fail to under stand they have the option of signalling 
they have a problem which can lead to their inter locutor modi fy ing the input to 
accom	mod	ate	 them.	 In	 the	 example	 below	 taken	 from	 Pica	 (1992),	 a	 native	
speaker	(NS)	is	talking	with	a	learner	while	perform	ing	an	inform	a	tion	gap	task	
involving describ ing the loca tion of some objects. Initially the learner fails to 
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under	stand	‘mush	room’	in	the	NS’s	instruc	tion	(turn	1)	and	requests	clari	fic	a	tion	
(turn	2).	The	NS	responds	by	simpli	fy	ing	her	initial	instruc	tion	(turn	3),	which	
enables the learner to identify the source of her compre hen sion problem and 
request	a	defin	i	tion	of	‘mush	room’	(turn	4).	The	NS	provides	this	(turn	5)	and	
the learner then seeks confirm a tion she has under stood by offer ing a synonym 
(turn	 6).	 The	 NS	 confirms	 and	 then	 provides	 further	 details	 (turn	 7).	 This	
example illus trates how input that is initially not compre hens ible to a learner is 
modi fied through inter ac tion so that it becomes compre hens ible.

1.	 NS:	 	Place	the	mush	room	with	the	four	yellow	dots	under	neath	the	
two mush rooms that are already there.

2.	 NNS:	 Which	one?
3.	 NS:	 OK?	Place	the	mush room
4.	 NNS:	 What’s	a	mush	room?
5.	 NS:	 It’s	another	kind	of	plant
6.	 NNS:	 A	fungus
7.	 NS:	 Yeah	a	fungus.	It’s	a	little	brown	thing	.	.	.	a	little	brown	thing?

Neither	 non-	inter	act	ive	 nor	 inter	act	ive	 input	 involves	 a	 fixed	 set	 of	 features;	
instead, they consist of a continuum of adjust ments. Early studies of teacher talk 
(e.g.	Henzl	1979),	for	example,	have	shown	that	teacher	talk	can	be	dynam	ic	ally	
tailored to learners’ needs, afford ing them increas ingly richer input as their profi-
ciency devel ops.

Learning through input

Incidental learn ing takes place when learners estab lish a link between a specific 
linguistic	 form	 and	 the	meaning	 that	 it	 conveys	 (e.g.	 ‘s’	 on	 ‘boys’ signals the 
meaning	‘more	than	one’).	This	process	of	mapping	meaning	onto	form	is	the	sine 
qua non of incid ental acquis i tion.
There	are,	however,	differ	ing	views	about	how	form–func	tion	mapping	takes	

place when learners are exposed to input.
1. Incidental acquis i tion takes place subcon sciously (Krashen).	According	to	Krashen	

(1985),	‘acquis	i	tion’	(in	contrast	to	‘learn	ing’)	is	a	subcon	scious	process;	that	is,	it	
takes place without any aware ness as long as the input is compre hens ible and the 
learners are respons ive to the input. In other words, Krashen saw acquis i tion not 
just as ‘incid ental’ but also as ‘impli cit’. He went on to suggest two key ways in 
which input is made compre hens ible. First, the situ ational context can make the 
meaning of the input clear. Second, input becomes compre hens ible when it is 
simpli fied, which Krashen saw as taking place natur ally when efforts are made to 
ensure that learners can compre hend what they hear and read.

2. Incidental acquis i tion involves conscious ness at the level of ‘noti cing’ (Schmidt). 
Schmidt	(1994;	2001)	argued	that	incid	ental	acquis	i	tion	takes	place	when	learners	
pay conscious atten tion to a linguistic feature in the input. He distin guished 



82 Rod Ellis

conscious ness as ‘noti cing’ and conscious ness as ‘under stand ing’. He argued that 
little learn ing could take place without ‘noti cing’, but that while ‘under stand ing’ 
might be helpful, it was prob ably not neces sary. In other words, learners need to 
pay atten tion to exem plars of linguistic forms and their mean ings as they 
encounter them in the input but do not need to construct expli cit rules to explain 
them. Schmidt also proposed that incid ental acquis i tion is suppor ted when 
learners	compare	their	own	output	and	the	input—a	process	he	called	‘noti	cing-	
the-gap’.
Both	noti	cing	and	noti	cing-	the-gap	involve	learners’	working	memory	when	

learners ‘intake’ an exem plar they have noticed and rehearse this, for example, by 
repeat	ing	it	aloud	or	silently	to	them	selves.	Noticing	and	noti	cing-	the-gap	only	
result in acquis i tion when a form that has been activ ated in working memory 
results in change in the learner’s long- term memory. Unlike Krashen, Schmidt 
does not see acquis i tion as an entirely impli cit process.
3.	 Incidental acquis i tion involves both impli cit and conscious processes (N. Ellis). 

Connectionist	theor	ies	view	language	as	a	complex	network	of	weighted	connec-
tions	between	neurons	 rather	 than	as	 a	 set	of	 symbolic	categor	ies	 (i.e.	 ‘rules’).	
These connec tions are dynam ic ally and continu ously adjus ted through expos ure 
to input. From this perspect ive, the devel op ment of a language system is in part 
at least an impli cit process, as learners are not conscious of the subtle changes in 
the	weighted	connec	tions	that	consti	tute	their	L2	know	ledge.	However,	learners	
also construct expli cit repres ent a tions of linguistic elements through inten tional 
learn	ing,	and	also	through	conscious	reflec	tion	on	and	analysis	of	output	derived	
from	their	impli	cit	system.	N.	Ellis	(2002;	2005)	argues	that	the	learners’	impli	cit	
and expli cit systems inter face indir ectly. He proposes that learn ing commences 
with	the	expli	cit	repres	ent	a	tion	of	a	linguistic	chunk—a	formu	laic	sequence	that	
encodes	a	partic	u	lar	semantic	or	prag	matic	meaning—and	at	this	point,	learn	ing	
is	 conscious.	 However,	 once	 a	 form–meaning	 mapping	 has	 been	 estab	lished,	
noti cing is no longer neces sary and the pattern- recog ni tion mech an isms that 
shape and reshape connec tion ist memory take over. It is in this sense that learn ing 
takes	place	impli	citly.	N.	Ellis	(2005:	340)	talked	about	the	‘collab	or	at	ive	mind’	
to capture the idea that impli cit and expli cit processing systems are ‘dynam ic ally 
involved together in every cognit ive task and in every learn ing episode’.

These theor et ical accounts of incid ental acquis i tion differ in how they view 
the	role	of	conscious	ness.	If	conscious	ness	is	not	involved	(as	claimed	by	Krashen),	
then all that is needed is to make sure that input is compre hens ible. The problem 
here is that when learners can compre hend by without processing the input 
linguist ic ally, it is diffi cult to see how learn ing can take place. It is bottom- up 
processing	 where	 ‘small	 (“lower	 level”)	 units	 are	 progress	ively	 reshaped	 into	
larger	ones’	(Field	2004)	that	makes	noti	cing	and	noti	cing-	the-gap	possible,	and	
allows the ‘collab or at ive mind’ to func tion.
There	 is	 now	a	 clear	 consensus	 in	SLA	 that	while	 compre	hens	ible	 input	 is	

clearly	 desir	able	 it	 is	 neither	 suffi	cient	 nor	 effi	cient.	 Recognizing	 this,	 SLA	
research ers have turned their atten tion to how input trig gers learn ing.
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Making input work for learn ing

For input to work for learn ing, learners’ need to engage in bottom- up-
processing—that	is,	their	atten	tion	needs	to	be	drawn	to	linguistic	features	that	
other	wise	they	would	ignore	because	their	L1	or	exist	ing	L2	schemata	prevent	
detec	tion	and	processing	taking	place.	Overcoming	these	blocks	makes	learn	ing	
possible.	One	way	of	achiev	ing	this,	of	course,	is	through	expli	cit	instruc	tion	and	
inten	tional	language	learn	ing.	My	concern	here,	however,	is	how	input	can	facil-
it ate incid ental acquis i tion by prompt ing learners to attend to linguistic forms. I 
will distin guish how this can be done in non- inter act ive and inter act ive input.

In non- inter act ive input, one factor that can induce noti cing is the frequency 
with which specific linguistic forms appear in the input. However, frequency by 
itself does not guar an tee noti cing. The most frequent form in the input to English 
learners is ‘the’, but this form is typic ally late acquired and in fact may never be 
fully	acquired	by	learners	whose	L1	lacks	articles.	SLA	research	ers	have	invest	ig-
ated whether enhan cing diffi cult- to-acquire features in the input helps their 
acquis i tion. Text- enhance ment studies ask learners to listen to or to read texts in 
order to under stand them, but also draw their atten tion select ively to a prede ter-
mined	linguistic	feature	in	a	variety	of	ways:	(1)	‘flood	ing’	the	input	with	exem-
plars	of	the	feature,	(2)	elab	or	at	ing	the	input	through	repe	ti	tion	and	para	phras	ing,	
or	(3)	high	light	ing	a	specific	form	through	inton	a	tion	in	oral	input	or	by	bolding,	
italiciz	ing	or	para	phras	ing	in	written	input.	Lee	&	Huang	(2008)	carried	out	a	
meta- analysis of these studies, report ing that overall text enhance ment does facil-
it ate both noti cing and acquis i tion but has only a limited effect. This is one reason 
why	SLA	research	ers	have	focused	greater	atten	tion	on	inter	act	ive	input.
Much	 of	 the	 research	 that	 has	 invest	ig	ated	 inter	act	ive	 input	 has	 drawn	 on	

Long’s	Interaction	Hypothesis	(Long	1996),	which	claims	that	the	‘nego	ti	ation	of	
meaning, and espe cially nego ti ation work that trig gers inter ac tional adjust ments 
by the native speaker or more compet ent inter locutor, facil it ates acquis i tion 
because it connects input, internal learner capa cit ies, partic u larly select ive atten-
tion,	and	output	in	product	ive	ways’	(pp.	451–2).	A	good	example	of	how	this	can	
work is the nego ti ation sequence shown above. The nego ti ation that takes place 
when the learner signals she does not under stand mush room helps her to attend to 
this	 word	 and	 poten	tially	 acquire	 it.	 Several	 studies	 (e.g.	 Ellis,	 Tanaka,	 &	
Yamazaki	1994;	Mackey	1999)	provide	 evid	ence	 that	 inter	ac	tion	ally	modi	fied	
input can result in the learn ing of both vocab u lary and grammar.
The	 Interaction	 Hypothesis	 is	 limited	 in	 a	 number	 of	 ways.	 Long	 never	

inten ded to suggest that meaning nego ti ation is the only type of inter ac tion that 
fosters	 learn	ing.	 Clearly,	 ‘unin	ter	rup	ted	 commu	nic	a	tion’	 (i.e.	 commu	nic	a	tion	
where	there	is	no	problem	of	under	stand	ing)	can	also	contrib	ute.	Its	major	limit-
a tion, however, lies in its insist ence on the nego ti ation of meaning as the trigger of 
acquis i tion. In fact, in a classroom context, break down in commu nic a tion is rare, 
as	teach	ers	try	to	ensure	that	their	input	is	compre	hens	ible	(i.e.	through	teacher	
talk).	 However,	 nego	ti	ation	 need	 not	 depend	 on	 a	 break	down	 in	 meaning.	
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Negotiation	of	 form is in fact quite common even in commu nic at ive language 
lessons.	In	the	example	below	from	Doughty	&	Varela	(1998),	the	learner	failed	
to use past- tense verb forms, leading the teacher to first repeat the learner’s utter-
ance high light ing the erro neous forms inton a tion ally and then, when that fails to 
elicit	a	correc	tion,	recast	the	utter	ance.	Negotiation	of	form	func	tions	in	the	same	
way as the nego ti ation of meaning, by provid ing learners with input related to a 
specific linguistic feature that they failed to use correctly, and thus caters to both 
noti cing and noti cing- the-gap.

L:	 I	think	that	the	worm	will	go	under	the	soil.
T: I think that the worm will	go	under	the	soil?
L:	 (no	response)
T: I thought that the worm would go under the soil.

Both	nego	ti	ation	of	meaning	and	of	form	make	frequent	use	of	recasts,	defined	
by	Long	 (1996:	 436)	 as	 an	 utter	ance	 that	 ‘reph	rases	 the	 learner’s	 utter	ance	 by	
chan	ging	one	or	more	compon	ents	(subject,	verb,	object)	while	still	refer	ring	to	
its central meaning’. Recasts provide learners with input that they can use to 
modify	 their	L2	 systems.	Research	 (e.g.	Lyster	&	Ranta	1997)	has	 shown	that	
teach ers make frequent use of recasts. However, one problem with recasts is that 
their correct ive func tion is not always clearly evident, so learners fail to attend to 
them. However, when recasts are made more expli cit, as in the example above, 
where the recast is preceded by a repe ti tion of the learner’s erro neous utter ance, 
or	when	just	the	erro	neous	part	of	a	learner	utter	ance	is	recast	(i.e.	in	a	partial	
recast),	the	like	li	hood	of	the	learner	attend	ing	to	the	correc	ted	feature	increases.
Long	 (1991:	 45–6)	 proposed	 that	 learners	 benefit	 from	 oppor	tun	it	ies	 to	

commu nic ate when there is a ‘focus on form’ which ‘overtly draws students’ 
atten tion to linguistic elements as they arise incid ent ally in lessons whose over-
rid	ing	 focus	 is	on	meaning’.	Long	char	ac	ter	ized	 ‘focus	on	 form’	as	 react	ive	 in	
nature	(i.e.	it	occurs	in	response	to	learner	error),	and	emphas	ized	the	value	of	
recasts. However, this is perhaps an overly narrow view of focus on form. Teachers 
also address their students’ linguistic prob lems pre- empt ively, for example, by 
check ing whether they know a key word or by warning them about the need to 
use a partic u lar target struc ture before they start an activ ity. There are a variety 
of	strategies	avail	able	for	doing	focus-	on-form	(see	Ellis,	Basturkmen,	&	Loewen	
2002),	and	clear	evid	ence	that	such	strategies	help	learners	to	learn	incid	ent	ally.

Back to language pedagogy

It is not so surpris ing that the teacher guides and teacher train ers pay so little 
atten tion to ‘input’. The guides focus on the prac tical busi ness of ‘teach ing’;  
SLA	 is	 concerned	 with	 theor	et	ical	 issues	 related	 to	 ‘learn	ing’.	 Yet,	 as	 I	 have	
pointed	 out	 else	where	 (Ellis	 2010),	 this	 does	 not	 mean	 that	 SLA	 should	 be	
ignored by teach ers and teacher educat ors. Rather, it means finding a way in 
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which the prac tical discourse inten ded for teach ers can be informed by the theor-
et	ical	discourse	that	addresses	how	learners	learn.	One	way	of	achiev	ing	this	is	to	
take pedago gical issues as the start ing point and examine them through the lens 
of	SLA.	So	 I	will	 now	 return	 to	how	 ‘input’	has	been	 addressed	 in	 language	
pedagogy, and suggest how an under stand ing of the role of input in learn ing can 
shed light on the claims made about authen tic mater i als and teacher talk.

Authentic mater i als

I	noted	earlier	that	there	are	conflict	ing	pedago	gic	views	about	authen	tic	mater-
i	als.	In	general,	language	educat	ors	emphas	ize	the	import	ance	of	authen	tic	mater-
i als on the grounds that they expose learners to the kinds of language use they 
will exper i ence in non- pedago gic contexts. However, some comment at ors argue 
that it is the process of authen tic at ing texts that is import ant rather than the genu-
ine ness of the text them selves, and that authen tic mater i als may be too linguist-
ic ally complex for some learners.

To adju dic ate on these differ ing views, we need to acknow ledge the key 
distinc	tion	 between	 inten	tional	 and	 incid	ental	 learn	ing—so	 central	 to	 SLA.	
Where	 teach	ing	 is	direc	ted	at	 inten	tional	 learn	ing,	 the	case	 for	making	use	of	
authen	tic	mater	i	als	is	a	strong	one.	As	McCarthy	(1991)	pointed	out,	if	we	are	
going to teach the prop er ties of a language it makes sense to ensure that we base 
what	is	taught	on	the	prop	er	ties	of	‘natural	discourse’.	Also,	as	some	comment-
at ors have claimed, authen tic mater i als are motiv at ing. The problem lies in the 
linguistic and cultural diffi culties they pose for learners, espe cially those of low 
profi	ciency.	But	where	the	aim	is	inten	tional	learn	ing,	this	need	not	be	a	problem.	
If learners receive pedago gic support and have time to process the texts, the 
inher	ent	diffi	culty	of	authen	tic	mater	i	als	can	be	over	come.	Widdowson	(1978)	
sugges	ted	one	way	of	achiev	ing	 this—through	 ‘gradual	 approx	im	a	tion’,	where	
learners first read or listen to simpli fied versions of a text before gradu at ing to the 
authen	tic	version.	Authentic	texts,	then,	have	a	clear	role	to	play	(1)	in	identi	fy	ing	
what	prop	er	ties	of	language	to	teach	and	(2)	as	a	resource	that	can	be	manip	u	lated	
pedago gic ally when the purpose is inten tional learn ing.

If the aim is to promote incid ental learn ing, however, it is a differ ent story. 
SLA	research	focuses	on	incid	ental	acquis	i	tion.	It	is	diffi	cult	to	see	how	authen	tic	
mater i als can contrib ute to incid ental acquis i tion unless they have been selec ted 
with great care to ensure that they match the level of devel op ment of the students 
they	are	inten	ded	for—a	chal	len	ging	task.	Non-	inter	act	ive	input	works	for	incid-
ental	 acquis	i	tion	when	 (1)	 it	 is	 compre	hens	ible	 and	 (2)	 it	 induces	 atten	tion	 to	
specific	 linguistic	 features.	Comprehensibility	 can	 be	 achieved	 by	 simpli	fy	ing	
authen tic texts, perhaps guided by refer ence to word frequency lists and scales of 
gram mat ical complex ity.

However, simpli fy ing texts in this way can deprive learners of expos ure to the 
wide range of linguistic features needed for full devel op ment. It was this reason 
that	 Long	&	Ross	 (1993)	 argued	 for	 text	 elab	or	a	tion.	Whereas	 simpli	fic	a	tion	



86 Rod Ellis

involves remov ing those words or gram mat ical struc tures deemed too diffi cult 
for the learners, text elab or a tion enriches a text by making the mean ings of 
unknown words clear through para phras ing and by making gram mat ical struc-
tures more trans par ent. Elaboration also helps noti cing, as it draws atten tion to 
the	mean	ings	of	linguistic	forms	that	may	not	yet	be	fully	acquired.	But	prob	ably	
more	is	needed	to	facil	it	ate	noti	cing—enhan	cing	linguistic	features	in	the	input	
and, perhaps most import antly, ensur ing that learners have suffi cient time to 
process	the	input,	for	example	through	text	repe	ti	tion	(see	Ellis	&	Chang	2016).	
The more time learners have to process a text, the greater the oppor tun ity for the 
bottom- up processing needed for acquis i tion.
Non-	inter	act	ive	input,	then,	can	be	made	to	work	for	incid	ental	acquis	i	tion	by	

making texts compre hens ible and by facil it at ing noti cing in these ways:

1. text elab or a tion;
2. text enhance ment;
3.	 allow	ing	time	on	task.

Teacher talk

One	of	the	main	find	ings	of	studies	of	teacher	talk	is	that	it	is	dynamic,	i.e.	it	is	
consciously adjus ted to the level of the students. For this reason, it is well equipped 
to provide learners with compre hens ible input. Potentially, too, the discourse 
adjust	ments	that	arise	in	teacher	talk	(e.g.	the	online	repe	ti	tions	and	para	phras	ing	
that	 studies	 have	 shown	 occur	 regu	larly)	 can	 help	 to	make	 specific	 linguistic	
forms prom in ent in the input and thus encour age noti cing. Teacher talk, then, 
can facil it ate the kind of input processing that is import ant for incid ental acquis-
i tion. For this reason, perhaps, the fact that teach ers tend to domin ate talk time 
in a classroom is less of a problem than some educat ors have claimed. Simple 
injunc tions about the need to reduce TTT fail to take account of the level of the 
students	or	the	purpose	of	a	lesson.	As	Prabhu	(1987)	argued,	begin	ner	learners,	
in partic u lar, benefit from teacher talk, as this serves as the main source of input 
for incid ental acquis i tion.
Other	 teacher	 educat	ors	 have	 stressed	 that	 it	 is	 the	 quality	 rather	 than	 the	

quant	ity	of	teacher	talk	that	is	import	ant.	It	is	here	perhaps	that	SLA	research	can	
be	helpful.	Teacher	talk	is	often	char	ac	ter	ized	as	a	type	of	non-	inter	act	ive	input,	
and	perhaps	in	the	case	of	a	lecture	it	is.	Often,	however,	teacher	talk	is	highly	
inter act ive as good teach ers respond to the verbal and nonverbal signals of 
compre	hen	sion	on	the	part	of	students.	SLA	research	points	to	the	kinds	of	modi-
fic a tion that teach ers make in response to these signals: they slow down, they 
pause longer, they speak more loudly and distinctly, they use high- frequency 
words, they shorten their utter ances and avoid complex gram mat ical struc tures, 
and they make use of self- repe ti tions. Such modi fic a tions help to make the input 
compre hens ible for learners. Teachers also exploit the classroom context to make 
input	compre	hens	ible.	The	example	I	quoted	from	the	CELTA	train	ing	video	is	



Teaching as input 87

a good example of this. This was offered as an example of how not to do teacher 
talk, but in fact it illus trates exactly how a teacher can exploit the ‘here- and-now’ 
of the classroom to provide learners with input that is compre hens ible and, poten-
tially, a source for incid ental acquis i tion.

There are, however, prob lems with teacher talk. In whole- class situ ations 
teach ers may find it diffi cult to ensure that the adjust ments they make are well 
suited	to	indi	vidual	learners.	Another	problem	lies	in	the	fact	that	teacher	talk	has	
been shown to be some times lacking in the full range of gram mat ical features, 
and	tends	to	be	char	ac	ter	ized	by	low-	frequency	vocab	u	lary.	In	other	words,	there	
is	 a	 danger	 that	 the	 input	 remains	 over	sim	pli	fied.	 A	 final	 problem	 concerns	
teach ers’ reli ance on display ques tions, and their reluct ance to allow time for 
students to respond both of which have been shown to restrict oppor tun it ies for 
learner output.
Teacher	talk	works	best	when	it	is	fully	inter	act	ive—that	is,	when	students	are	

willing and have an oppor tun ity to respond to what the teacher says. The nego-
ti	ation	of	meaning	and	of	form—which,	as	we	saw	earlier,	are	viewed	as	import	ant	
sources	of	incid	ental	learn	ing—depend	on	the	students	being	prepared	to	indic	ate	
when they have not under stood. Teacher talk is inter act ive because it does not 
consist just of the talk that the teacher initi ates but also of the talk that a teacher 
produces in response to what the students say. So teach ers need to know how to 
encour age students to indic ate they have a compre hen sion or linguistic problem, 
and they need appro pri ate strategies for accom plish ing success fully the nego ti-
ation of meaning and form. These strategies are an essen tial element of teacher 
talk because they not only help to make input compre hens ible but also attract 
learners’	 atten	tion	 to	 form	 and	 thus	 engage	 what	 N.	 Ellis	 (2005)	 called	 the	
‘collab or at ive mind’ of the learner.

Teacher train ing programmes typic ally do not provide adequate train ing in 
how	 to	 do	 teacher	 talk—often	 merely	 warning	 against	 talking	 too	 much	 or	
advising teach ers to avoid running comment ar ies on what they are doing. The 
import ance of teacher talk and its poten tial prob lems point to a need for educat ors 
to	address	teacher	talk	directly.	SLA	offers	some	import	ant	insights	about	how	to	
set about doing this, and points to the kinds of strategies that consti tute effect ive 
teacher	talk.	As	Thornbury	(1996)	pointed	out,	an	import	ant	way	of	sens	it	iz	ing	
teach ers to their own use of teacher talk is by asking them to prepare a tran scrip-
tion	of	a	 lesson	and	reflect	on	their	use	of	 teacher	 talk.	Such	reflec	tion	can	be	
guided	by	those	features	of	teacher	talk	that	SLA	has	shown	to	be	facil	it	at	ive	of	
acquis i tion.

Conclusion

You	can	learn	a	language	(to	some	level	at	least)	without	having	to	speak	or	write	
it, but you cannot learn without input. It is there fore some thing of a mystery that 
teacher guides and some teacher educat ors place so much import ance on learner 
produc tion and give so little atten tion to how teach ers can ensure that their 
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students are provided with suffi cient input of the right kind for learn ing. I put this 
down to the external view of language pedagogy that informs the teacher guides 
and	CELTA-type	courses—the	focus	on	what	to	teach,	the	tech	niques	needed	to	
execute	partic	u	lar	 lessons,	and	inten	tional	 learn	ing.	But	once	we	acknow	ledge	
teach ing as input, we are really forced to take an internal view of teach ing and 
consider how the non- inter act ive and inter act ive input that figures in teach ing 
shapes	oppor	tun	it	ies	for	incid	ental	learn	ing.	We	need	to	acknow	ledge	that	incid-
ental	learn	ing	is	as	import	ant	as	inten	tional	learn	ing—if	not	more	so.
I	 began	 this	 chapter	 with	 refer	ence	 to	 Scrivener’s	 (2014)	 proleg	om	ena	 for	

teach ers to ‘demand  high’, noting that this derived from his strong feeling  
that teach ers were too intent on teach ing tech nic ally sound lessons and as a result 
were	 failing	 to	push	 and	chal	lenge	 their	 students.	But	 this	 requires	 an	under-
stand ing of what language learn ing is and, in partic u lar, the condi tions that 
support incid ental learn ing from input. If teach ers are to ‘demand  high’ they 
need	 to	 recog	nize	 that	 learn	ing	occurs	 incid	ent	ally	 as	well	 as	 inten	tion	ally	 in	
classrooms, and that to cater for incid ental learn ing it is neces sary to take an 
internal perspect ive on teach ing by asking how they can make input work for 
learn ing. If teach ers are to ‘demand high’ they need an under stand ing of the role 
of input in incid ental acquis i tion and how it can be shaped so that it works for 
incid ental acquis i tion.

Note

1	 Scrivener	has	a	web-	page	(https://demandhighelt.word	press.com/)	that	devel	ops	his	
ideas about ‘demand  high’ and offers some concrete sugges tions for how this might be 
achieved.
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Introduction

Since	the	policy	of	reform	and	opening	up	was	adopted	in	main	land	China	in	the	
1970s,	 the	 quality	 of	 English	 language	 educa	tion	 at	 tertiary	 insti	tu	tions	 has	
attrac ted more and more atten tion. High- ranking govern ment offi cials have 
made public speeches calling for reforms in English educa tion to improve its 
effect ive ness, since they firmly believe that the country needs compet ent English 
users	for	faster	growth	in	polit	ical,	economic,	and	tech	no	lo	gical	spheres	(Li	1996;	
Wu	2004;	Zhang	2002;	Zhou	2004).	As	a	result	of	their	atten	tion	to	English,	
people from all walks of life have very high expect a tions of English instruc tion at 
tertiary insti tu tions. It seems that parents, students, and employ ers in main land 
China	are	all	dissat	is	fied	with	the	quality	of	univer	sity	English	instruc	tion,	and	
criti	cism	can	be	heard	from	almost	every	corner	of	the	country	(e.g.	Dai	2001;	
Cai	2006,	2012;	Jing	1999a,	1999b).
Against	this	back	ground,	I	have	proposed	the	production-oriented	approach	

(POA)	as	a	poten	tial	remedy	for	current	English	instruc	tion.	I	believe	that	POA	
can at least enable univer sity students to trans form most of their inert linguistic 
know ledge acquired in their second ary school into active linguistic beha viour by 
enga ging in genuine product ive activ it ies, in the process raising their language 
aware ness, perfect ing their linguistic system, and expand ing their discourse 
compet ence far beyond their current levels.
By	 drawing	 on	 the	 strengths	 of	 several	 western	 theor	ies	 (e.g.	 Ellis	 2003;	

Krashen	1985;	Long	1983;	Markham	2011;	Swain	1985)	and	 integ	rat	ing	 them	
with	Chinese	contex	tual	 features	(e.g.	Wang	&	Wang	2015),	POA	was	finally	
theor	ized	in	2015	as	a	result	of	continu	ous	revi	sions	based	on	the	feed	back	from	
confer	ence	parti	cipants	(Wen	2014b,	2015a,	2015b)	and	the	initial	find	ings	from	
several	rounds	of	exper	i	ments	using	POA	(Yang	2015;	Zhang	2015,	2016).	In	
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2015,	a	set	of	text	books	entitled	iEnglish were compiled and published embody ing 
POA	 prin	ciples	 (Wang	 &	Wen	 2015).	Now	 thou	sands	 of	 univer	sity	 students	 
are taught English through iEnglish.	 In	 general,	 POA	 is	 already	 prac	tised	 in	
classroom instruc tion, and has gener ated a consid er able impact on English 
pedagogy	in	main	land	China.	However,	its	ulti	mate	effect	ive	ness	takes	time	to	
fully show itself.

This chapter begins with the back ground of current English instruc tion 
against	which	POA	has	been	developed,	followed	by	a	detailed	explan	a	tion	of	the	
programme includ ing its prin ciples, hypo theses, and teacher- medi ated instruc-
tion	proced	ure.	Towards	the	end,	there	is	an	illus	trat	ive	example	of	POA	in	use	
by	a	teacher	from	a	Chinese	univer	sity	in	Beijing	who	is	doing	her	PhD	under	my	
super	vi	sion	(Zhang	2016).

Current situ ation of English instruc tion in tertiary insti tu tions

In general, current univer sity English instruc tion can be clas si fied into two types, 
input- centred and output- centred, with the former being more popular. Each has 
its weak nesses, which will be discussed in the follow ing sections.

Input- centred instruc tion (ICI)

ICI,	also	called	text-	centred	 instruc	tion,	means	 that	English	 teach	ers	 treat	 the	
text as an end rather than a means. In general, there are two ways to deal with 
input.	The	first	is	bottom-	up,	which	was	popular	from	the	1950s	to	the	mid-1990s	
and is still being used in some less developed areas. The second is top- down, 
which	has	been	increas	ingly	popular	since	the	late	1990s	and	is	now	extens	ively	
prac	tised	in	many	univer	sit	ies	(Wen	2014b).
Bottom-	up	instruc	tion	is	tradi	tion	ally	called	intens	ive	reading,	which	is	said	

to be impor ted from the former Soviet Union. It dissects the text into small bits 
for a detailed explan a tion aiming at a thor ough under stand ing of the text by 
students.	 Normally,	 the	 teacher	 would	 expect	 students	 to	 preview	 the	 text,	
looking for new words, expres sions, and gram mat ical features and prepar ing 
answers to the teacher’s possible ques tions. In class, the teacher would first ask 
students to read aloud one or more para graphs depend ing on the length and then 
focus the students’ atten tion on some diffi cult new words, expres sions, or sentence 
struc	tures.	Once	the	barri	ers	of	linguistic	forms	are	removed,	the	teacher	would	
require the students to para phrase some complic ated sentences to check their 
compre hen sion, or to answer some reading compre hen sion ques tions. Sometimes, 
in order to help the students learn how to use the new words or expres sions just 
encountered in the text, the teacher would ask the students to do trans la tion or 
sentence-	making	exer	cises.	After	class,	the	students	would	read	the	text	repeatedly	
until they are able to recite it. The advant age of this type of instruc tion is to 
maxim	ize	 the	use	of	 the	 limited	amount	of	 input	when	abund	ant	 input	 is	not	
avail able. However, its disad vant age is also self- evident. It puts too much emphasis 
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on indi vidual linguistic items and the text itself without provid ing students with 
oppor tun it ies to use the language for commu nic at ive purposes.

In top- down instruc tion, the teacher focuses students’ atten tion on the general 
meaning of a text. The teacher usually starts teach ing with warm- up activ it ies, 
which are followed by skim ming or scan ning the text to get the main idea. The 
follow- up activ ity is typic ally an analysis of the struc ture of the text for the 
purpose	of	determ	in	ing	its	overall	organ	iz	a	tion.	Some	teach	ers	might	select	for	
further discus sion a few sentences which are appar ently diffi cult to under stand or 
contain	some	expres	sions	worth	learn	ing.	Once	the	text	instruc	tion	is	finished,	
the teacher would ask the students to do the exer cises at the end of each unit 
designed by the text book writer. The other option is to do these exer cises along 
with the teach ing of the text. Finally, if time permits, students might be asked to 
under take a product ive activ ity as home work. For example, when the teacher 
taught	the	text	entitled	‘To	lie	or	not	to	lie—the	doctor’s	dilemma’,	students	were	
asked to write an essay by choos ing one of the follow ing topics: ‘To quit or to 
continue—a	smoker’s	dilemma’,	‘To	run	or	to	stay—a	thief ’s	dilemma’,	‘To	___	
or	to	___	—a	____’s	dilemma’	(Zhang	2012).	The	problem	is	that	the	writing	
task is not relev ant to the text that has been studied. This kind of instruc tion is 
most condu cive to the devel op ment of macro- level compre hen sion skills. 
However, the import ant linguistic forms in the text are rarely focused on, and 
seldom taught for use by the students in their commu nic a tion.
In	general,	ICI	focuses	on	processing	input	rather	than	on	produ	cing	output.	

By	 its	 nature,	 ICI	 does	 not	 aim	 at	 devel	op	ing	 students’	 product	ive	 skills.	
Therefore,	it	has	been	criti	cized	as	involving	‘huge	cost,	little	return’	(Cai	2006),	
‘spend	ing	enorm	ous	time	but	obtain	ing	poor	outcomes’	( Jing	1999a),	and	‘dumb	
English’	(Dai	2001).

Output- centred instruc tion (OCI)

Apart	 from	 the	popular	 ICI,	 some	 innov	at	ive	 teach	ers	 in	China	have	 exper	i-
mented with output- centred instruc tion, such as project- based or task- based 
teach	ing,	since	the	begin	ning	of	the	21st	century.	OCI	has	been	adopted	gener-
ally along with the teacher’s strong belief in the learner- centred prin ciple.

In project- based instruc tion, students are asked to accom plish a group project 
that may last two or more weeks: examples include perform ing a short play in 
English, produ cing an English news pa per, conduct ing an English debate, or 
making a short video programme in English. The students are encour aged to 
learn	 from	each	other	and	 to	collab	or	ate	within	 the	group.	Once	 the	 students	
finish	the	projects,	the	teacher	may	organ	ize	a	big	show,	invit	ing	some	external	
judges to give their eval u ations.

In task- based instruc tion, the teacher would require the students to under take 
tasks such as writing a complaint letter, or making an oral present a tion on the 
topic	of	envir	on	mental	protec	tion.	Once	the	task	is	assigned,	the	students	would	
be encour aged to brain storm either in groups or as a whole class led by the teacher. 
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Sometimes, under the guid ance of the teacher, a general outline of the writing or 
the speak ing task is gener ated, while some useful expres sions and struc tures are 
some times offered by the teacher.
It	seems	that	OCI	is	more	effect	ive	than	ICI.	Some	studies	(e.g.	Wen	&	Liu	

2007;	Wen	&	Song	1999;	Xu	2004)	repor	ted	that	students	were	found	to	be	more	
active	and	creat	ive	in	their	use	of	English.	Moreover,	they	became	more	willing	
to cooper ate with other students. However, students in this type of produc tion 
often	just	use	what	has	already	been	learnt	and	stored	in	memory	(Wen	2005).	If	
they happen to learn some new linguistic items from their class mates or through 
search ing the Internet or diction ar ies, this outcome does not result from the 
teacher’s	careful	plan	ning.	POA	believes	that	careful	plan	ning	by	the	teacher	can	
help students develop their commu nic at ive compet ence more effi ciently than 
students’ acci dental learn ing. Some people might argue that the weak nesses 
discussed here are not inher ent in the theory of project- based or task- based 
approach, but are instead derived from misun der stand ing or misap plic a tion of the 
theory.	Their	argu	ment	sounds	reas	on	able.	However,	the	POA	is	more	concerned	
with prob lems in prac tice that can directly affect the learner’s learn ing outcomes.

The theory of the POA

Compared	with	exist	ing	instruc	tional	approaches,	the	outstand	ing	features	of	the	
POA	 can	 be	 char	ac	ter	ized	 as	 produc	tion	 enhance	ment,	 input-	as-enabler,	 and	
teacher	 medi	ation.	 ‘Production	 enhance	ment’	 means	 that	 POA	 starts	 with	
produc tion and ends with produc tion as an ulti mate object ive. The initial produc-
tion	is	inten	ded	to	help	Chinese	univer	sity	learners	who	have	already	acquired	
some recept ive know ledge but are weak in the use of English for commu nic a tion 
to notice their defi cien cies in produc tion, and to stim u late those students for 
further learn ing. Taking product ive skills as the even tual learn ing object ive is to 
meet	the	needs	of	the	job	market	in	China,	where	product	ive	skills	(i.e.	speak	ing,	
writing,	inter	pret	ing,	and	trans	lat	ing)	are	crucial	for	public	profes	sional	or	busi-
ness	commu	nic	a	tion,	while	recept	ive	skills	(i.e.	reading	and	listen	ing)	only	serve	
as medi at ors. ‘Input- as-enabler’ means that all the reading and listen ing mater i als 
are directly selec ted to enhance produc tion. This align ment between input and 
output	aims	to	over	come	the	weak	nesses	in	ICI	and	OCI.	As	mentioned	before,	
ICI	in	China	attaches	too	much	import	ance	to	input,	and	thus	cannot	satisfy	the	
learner’s	needs	of	produ	cing	English	for	commu	nic	a	tion,	while	OCI,	although	
emphas	iz	ing	the	use	of	English,	does	not	enable	learners	to	expand	their	limited	
linguistic	know	ledge	with	a	careful	plan.	‘Teacher	medi	ation’	means	that	POA	
treats the teacher as a medi ator who plays a profes sional role in scaf fold ing 
students’ learn ing so that they can make faster progress than they would through 
learn	ing	by	them	selves	or	from	their	peers	alone.	As	a	medi	ator,	the	teacher	is	
required	to	play	a	central	role	in	instruc	tion	(Atkinson	et	al.	2007)	rather	than	
acting simply as a facil it ator or a consult ant. In the follow ing section, the theor-
et	ical	system	of	the	POA	will	be	expounded.
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Figure	 7.1	 presents	 the	 POA	 model,	 which	 comprises	 three	 compon	ents:	 
(a)	 teach	ing	 prin	ciples;	 (b)	 teach	ing	 hypo	theses;	 and	 (c)	 teacher-	medi	ated	
processes. The teach ing prin ciples, serving as guidelines for the other two 
compon ents, contain learn ing- centred, learn ing- using integ ra tion and whole- 
person educa tion. The teach ing hypo theses comprise output- driven, input- 
enabled, and select ive learn ing, serving as a theor et ical basis for the teach ing 
processes. The teach ing process contains three phases: motiv at ing, enabling, and 
assess ing, with the teacher’s medi ation at every phase. The three hypo theses serve 
as a theor et ical basis for the teach ing process; the three- phase teach ing process 
reflects	and	illus	trates	the	prin	ciples	while	being	aimed	at	testing	the	hypo	theses	
(Wen	2015c,	2016).

Teaching prin ciples

Learning- centred prin ciple (LCP)

The	first	teach	ing	prin	ciple	of	the	POA	is	learn	ing-	centred	ness:	teach	ers	should	
make efforts to ensure that every minute of instruc tion is effect ively used while 
students’ engage ment is vigor ously promoted. The learn ing- centred prin ciple is 
directly opposed to learner- centred instruc tion, which has been strongly advoc-
ated and widely accep ted by west ern ers. The latter was first proposed in reac tion 
against	the	teacher-	centred	approach.	Learner-	centred	instruc	tion	appears	to	be	
more reas on able and mean ing ful than the teacher- centred approach, given the 
fact that without learners, there is no neces sity for having teach ers, while without 
teach	ers,	some	learners	obvi	ously	can	survive	by	them	selves.	Although	learn	ing	
taking place in the absence of a teacher is ubiquit ous in daily life, formal school ing 
with teach ers’ guid ance is more fruit ful than informal school ing simply because 

FIGURE 7.1	 The	POA	system
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formal school ing is system at ic ally arranged and care fully designed by people who 
are	profes	sion	ally	trained	(Wang	1983).	It	is	clear	that	learn	ing	in	the	classroom	
requires the joint efforts of both the learner and the teacher. It is evident that the 
ulti mate goal of any formal instruc tion is to make learn ing occur. Therefore, 
learn ing- centred ness can capture the nature of formal school ing, which can 
strike a balance between the roles of the teacher and of the student.

Learning–using integration prin ciple (LUIP)

The	second	prin	ciple	is	learn	ing–using	integ	ra	tion	(LUIP),	which	main	tains	that	
the acquired input should be used in subsequent commu nic at ive activ it ies. In 
other	words,	POA	tries	to	align	input	with	output	so	that	the	former	can	serve	
the needs of the latter. In this way, processing input and using acquired input are 
merged	and	linked	seam	lessly.	As	has	been	mentioned	before,	ICI	focuses	either	
on indi vidual linguistic items or on the macro- meaning of the text, but the use 
of the processed input in commu nic a tion is almost absent. Project- based or task- 
based instruc tion provides students with oppor tun it ies to use English, but this is 
not given timely support by neces sary new input designed by the teacher.

Whole- person educa tion prin ciple (WPEP)

The	third	prin	ciple	is	that	of	whole-	person	educa	tion	(WPEP),	which	main	tains	
that English instruc tion is not simply to achieve instru mental object ives such as 
devel op ing skills for using English in commu nic a tion but also entails human istic 
object ives such as forming a posit ive world outlook and having healthy personal 
growth.	Emphasizing	this	prin	ciple	does	not	mean	that	POA	teach	ers	need	to	
devote much class time to it if it is prop erly handled. For example, one strategy is 
to care fully select input mater i als and topics for product ive activ it ies that are 
condu cive to devel op ing the learner’s crit ical think ing skills, autonom ous learn ing 
abil it ies, inter cul tural compet ence, and overall human istic qual it ies.

Hypotheses

POA	proposes	three	hypo	theses	which	guide	the	third	compon	ent	of	the	model,	
i.e. teach ing processes.

Output- driven hypo thesis (ODH)

The output- driven hypo thesis assumes that output- driven is more power ful than 
input- driven in terms of learn ing outcomes. It means that if students start their 
learn ing with an output activ ity with poten tial commu nic at ive values, their 
initial	trial	can	make	them	notice	what	they	lack.	Awareness	of	their	defi	cien	cies	
can stim u late the desire for learn ing and focus their atten tion on what needs to be 
learnt.	Normally,	any	commu	nic	at	ive	task	requires	the	performer	to	be	equipped	
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with relev ant ideas, appro pri ate linguistic expres sions, and an adequate frame-
work	to	present	the	ideas.	By	analogy,	this	initial	trial	is	like	creat	ing	a	state	of	
‘being hungry’ so that the students are eager to ‘devour’ what has been provided 
for them, instead of being ‘force- fed’. It is under stood that students in the same 
class can vary in what they lack in order to accom plish the same product ive 
activ ity. This trial can help students pinpoint their learn ing needs from the input 
given.
The	input-	driven	instruc	tion	proposed	by	Krashen	(1985)	holds	that,	so	long	

as learners are exposed to suffi cient input, they can acquire a language natur ally 
and	effort	lessly.	This	might	func	tion	well	in	L1	acquis	i	tion	or	L2	acquis	i	tion	by	
chil	dren.	However,	ODH	does	not	consider	that	Chinese	univer	sity	students	can	
learn	 an	L2	 as	 effect	ively	 as	Krashen	 claims,	 since	 adult	 learners	 have	 already	
accu mu lated a consid er able amount of recept ive know ledge about English in 
primary and second ary schools, having ‘a full stomach without proper diges tion’. 
As	the	saying	goes,	‘hunger	is	the	best	spice’:	output-	driven	instruc	tion	is	designed	
to stim u late the appet ite of a learner, thus prepar ing her/him for processing with 
more appre ci ation the enabling input given subsequently. In other words, through 
an initial trial of the product ive activ ity, the learner, just like a hungry person 
anxious for food, is eager to obtain relev ant input.

Input- enabled hypo thesis (IEH)

The second hypo thesis, the input- enabled hypo thesis, claims that any kind of 
product ive activ ity which students are asked to perform requires input of enabling 
mater	i	als.	With	 newly	 provided	 enabling	 input,	 the	 product	ive	 activ	ity	 to	 be	
carried out can develop the learner’s lexical, gram mat ical, and textual compet-
ence,	 in	 addi	tion	 to	 increas	ing	 fluency	 and	 auto	mati	city	 in	 using	 previ	ously	
acquired	know	ledge.	Therefore,	POA	is	based	on	the	belief	that	input-	enabled	
produc tion can link what has been acquired with produc tion on the one hand 
and, on the other, lead to better learn ing outcomes than produc tion alone prac-
tised through task- based or project- based instruc tion.

Selective- learn ing hypo thesis (SLH)

The third hypo thesis, the select ive- learn ing hypo thesis, advoc ates that instruc-
tion	with	limited	classroom	time	should	process	the	given	input	select	ively.	SLH	
assumes	that	learn	ing	select	ively	can	lead	to	better	learn	ing	outcomes.	What	is	
selec ted is expec ted to be aligned with the student’s need to perform the desig-
nated product ive activ ity. It has been explained above that students within the 
same class might have varied needs in terms of ideas, linguistic forms, or discourse 
organ	iz	a	tion.	The	students	thus	have	freedom	to	decide	their	learn	ing	focus.	The	
hypo thesis directly argues against bottom- up input instruc tion. In real- life 
learn ing, people often search for some thing relev ant to learn for fulfilling a 
specific purpose. For example, when writing a paper, we might down load a huge 
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amount of relev ant papers from websites, but we do not read every paper very 
closely.	We	normally	scan	them	first	and	select	relev	ant	ones	for	careful	reading.	
SLH	 believes,	 there	fore,	 that	 classroom	 instruc	tion	 should	 provide	 univer	sity	
students with oppor tun it ies to exper i ence real- life learn ing. Furthermore, human 
beings’ atten tion span is limited and their capa city for taking in new things is 
constrained. Instead of alloc at ing their atten tion to resources relat ing to too many 
new	items,	SLH	can	enable	students	to	focus	their	atten	tion	on	the	most	crucial	
things	so	that	learn	ing	effi	ciency	can	be	maxim	ized.

Teaching proced ures

POA	 proposes	 three	 phases	 of	 English	 teach	ing,	 Motivating,	 Enabling,	 and	
Assessing,	accom	pan	ied	at	each	phase	by	the	teacher’s	medi	ation.

Motivating

The	first	phase	of	motiv	at	ing	is	linked	with	ODH.	The	teacher	first	presents	a	
series of possible scen arios in which assigned product ive activ it ies can occur, and 
then	briefly	explains	what	the	students	are	expec	ted	to	attempt	in	these	scen	arios.	
Following the teacher’s instruc tion, the students try to carry out the assigned 
activ ity, which can be either in written or in oral mode. In order to ensure that 
the students are serious about their trial, their initial perform ance can be taken as 
part of the form at ive assess ment of learn ing a unit. Finally, the teacher explains 
what the students are expec ted to achieve. The learn ing object ives include 
commu	nic	at	ive,	 linguistic,	 and	 organ	iz	a	tional	 targets	 that	 are	 compre	hens	ive,	
manage able, and meas ur able.
Alternatively,	instruc	tion	at	the	phase	of	motiv	at	ing	can	follow	a	‘flipped-	class’	

mode	by	which	students	are	asked	to	watch	a	video	clip	before	class.	Authentic	
scen arios are shown, and product ive activ it ies are performed by invited parti-
cipants who simu late the roles accord ing to specific tasks. The invited parti cipant, 
if playing the role of the student, has a similar English profi ciency level to the 
students	who	watch	the	video	clip.	Difficulties	or	embar	rass	ments	displayed	in	
the	video	clip	would	make	the	viewers	realize	that	they	might	very	likely	exper-
i ence similar or greater diffi culties compared with the invited parti cipant, so that 
they feel anxious and ready to try. The learn ing object ives are illus trated and 
explained at the end of the video clip. In class, the teacher simply checks whether 
the students have watched the clip care fully, and to what extent they have under-
stood the learn ing object ives of the unit. If neces sary, the teacher needs to give 
them further explan a tions.

Enabling

The	second	phase,	‘enabling’,	is	crucial	for	the	POA	model	to	guar	an	tee	learn	ing	
to	take	place.	It	is	connec	ted	with	IEH	and	SLH.	In	order	to	imple	ment	IEH,	
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the teacher or the text book writer must prepare either reading or listen ing mater-
i als as input geared to the desig nated product ive activ ity, in the sense that the 
input can provide students with suffi cient and adequate support for their produc-
tion.	The	reason	for	imple	ment	ing	SLH	is	that	POA	believes	that	it	would	be	
very diffi cult for the given mater ial to match the product ive activ ity 100 per cent. 
Therefore, the learner needs to learn how to select the useful mater i als from the 
given input while ignor ing or skip ping over those that are not imme di ately 
relev ant to the activ ity at hand.
Before	 class,	 when	 the	 teacher	 prepares,	 the	 product	ive	 activ	ity	 must	 be	

divided into several mini- activ it ies; at the same time the given reading or listen ing 
mater i als are also divided into several segments, each of which matches one mini- 
activ ity. In the process, actual teach ing can take place with several cycles. In each 
cycle, one segment of input mater i als is paired with one mini- activ ity of produc-
tion so that the delay between input processing and produc tion is effect ively 
reduced. Furthermore, teach ing takes place step by step and students learn bit by 
bit with a short product ive activ ity hard on the heels of input processing. In actual 
instruc tion of the second phase, there are several options for promot ing select ive 
learn	ing.	One	of	them	is	to	design	a	set	of	ques	tions	in	rela	tion	to	each	segment	
of input mater i als that can help extract the essen tial ideas with corres pond ing 
linguistic	 forms.	The	other	option	 is	 to	organ	ize	pair-	work	 in	which	 students	
work together to decide what mater i als can be selec ted from the text to perform 
a corres pond ing activ ity. Then a teacher- led discus sion checks the result of what 
has been selec ted from the given input mater i als while examin ing students’ 
compre hen sion.

Assessing

The third phase, ‘assess ing’, exam ines to what extent the learn ing object ives have 
been	achieved.	POA	adopts	two	types	of	assess	ment.	The	first	is	ongoing	diagnostic	
assess ment occur ring at the enabling phase, where the teacher needs to diagnose 
from time to time to what extent the student’s select ive learn ing and mini- 
product ive activ ity perform ance meet the require ment, so that the teacher can take 
timely remedial meas ures. The second type is achieve ment assess ment at the end of 
each unit. This final product may take the form of compos i tions, oral present a-
tions, public speeches, debates, posters, trans lated texts, or consec ut ive inter pret a-
tions, which are normally prepared by students outside class. The final product 
may	be	one	of	two	kinds.	One	is	repro	duc	tion	that	logic	ally	connects	several	mini-	
activ it ies prac tised during the enabling phase. The second is a result of trans fer ring 
to a new scen ario what has been learnt in the enabling phase. Students may choose 
either, depend ing on their profi ciency level and their personal likes.
The	major	diffi	culty	in	the	assess	ment	phase	is	that	POA	requires	students	to	

produce consid er ably more numer ous and varied product ive activ it ies compared 
with	 tradi	tional	 teach	ing.	 Large	 class	 size	 and	 heavy	 teach	ing	 load,	 however,	
means that it is very chal len ging for the teacher to give each student’s product 
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timely	correct	ive	feed	back.	To	meet	this	chal	lenge,	POA	proposes	a	new	method,	
Teacher–Student	Collaborative	Assessment	(TSCA).	In	TSCA,	a	few	repres	ent-
at	ive	 products	 scru	tin	ized	 by	 the	 teacher	 before	 class	 are	 then	 brought	 to	 the	
whole class anonym ously. First of all, the students are asked to revise the selec ted 
products in pairs or in groups. Secondly, the teacher leads a class discus sion in 
which differ ent versions of revi sions are compared to see which version is better 
than	another,	and	why.	During	the	discus	sion,	the	teacher	may	make	her	or	his	
comments on differ ent versions put forth by the students and then offer her/his 
own prepared version if needed.

Such collab or at ive assess ment has several advant ages over a teacher’s feed back 
to	 indi	vidu	als.	 On	 the	 one	 hand,	 the	 teacher	 can	 focus	 on	 the	 places	 where	
common	prob	lems	are	most	pronounced.	On	the	other	hand,	students	parti	cip	ate	
in revi sions and compar is ons of differ ent versions so that they can gain a better 
under	stand	ing	of	why	one	version	is	more	appro	pri	ate.	Consequently,	it	is	more	
likely that the students will absorb the best versions result ing from a discus sion. 
For those who have not been assessed in class, the teacher can invite the students 
to	undergo	a	peer	assess	ment	coupled	with	the	teacher’s	feed	back.	All	the	students’	
work can form a port fo lio which serves as evid ence of their progress and as part 
of the form at ive assess ment of the course in the end.

Implementing POA: an illus trat ive example

Before	explain	ing	what	is	to	be	done	at	each	phase	of	teach	ing	in	the	follow	ing	
section,	I	will	give	a	brief	descrip	tion	of	a	topic,	‘Cultural	shock	in	a	courtroom’,	
which	Zhang	(2016)	taught	using	POA.

A descrip tion of Zhang’s teach ing plan

Zhang’s	students	are	first-	year	univer	sity	students	major	ing	in	law.	The	topic	of	the	
unit,	‘Cultural	shock	in	a	court	room’,	is	closely	linked	with	their	future	career.	
The major teach ing mater i als include an English- language movie, Gua Sha, and 
supple	ment	ary	reading	mater	i	als.	The	unit	lasts	three	weeks,	with	two	50-minute	
lessons per week. The students are expec ted to achieve both commu nic at ive and 
linguistic object ives. The first object ive is to develop students’ inter cul tural 
compet	ence.	Specifically,	they	are	expec	ted	to	(1)	identify	clashes	and	injustice	in	
court	due	to	misun	der	stand	ing	of	other	cultures;	(2)	explain	cultural	clashes	in	a	
legal	 case	 involving	 inter	cul	tural	 commu	nic	a	tion;	 (3)	 develop	 skills	 to	 resolve	
cultural	conflicts	and	to	defend	indi	vidu	als	with	a	Chinese	cultural	back	ground.	
The first two object ives are primar ily based on students’ under stand ing of the 
movie. The third requires the help of the supple ment ary reading mater i als. 
Linguistically,	the	students	are	expec	ted	to	be	able	to	use	40	linguistic	items,	which	
include 18 words, 12 expres sions, and 10 legal terms such as defend ant, trial, and 
prosec u tion as their focus. In addi tion to these lexical items, the use of past subject ive 
mood and the rhet or ical device of analogy are also regarded as linguistic object ives.
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Gua Sha	is	a	Chinese	tradi	tional	medical	treat	ment	that	helps	blood	circu	la	tion	
by using an instru ment some what like a comb to make repeated vigor ous move-
ments at a specific acupunc ture point on a patient’s back. Such treat ment leaves 
bruises on the patient’s skin which can look like the marks of severe beating. The 
movie was shown in the US in 2001, with the object ive of showing how cultural 
conflicts	between	Chinese	 immig	rants	and	American	people	can	occur	due	to	
cultural	misun	der	stand	ing.	The	hero	is	Datong	Xu,	an	American	Chinese,	who	
settled in the US as a designer of elec tronic games. He has achieved great success 
by	 years	 of	 hard	work.	Datong’s	 father	 comes	 from	China	 to	 visit	 his	 family.	
While	there,	he	gives	his	grand	son,	Dennis,	a	 treat	ment	of	Gua Sha to treat a 
slight	fever.	The	author	it	ies,	however,	mistake	the	harm	less	tradi	tional	Chinese	
treat	ment	for	child	abuse	due	to	the	obvious	bruised	skin	on	Dennis’s	back.	As	a	
result,	Datong	has	been	accused	of	abusing	his	son.

Since the movie is fairly long, the teacher asked the students to watch it before 
class to get an overall picture of the story. In class, she only focused on two hear-
ings in the movie aiming at collect ing forensic evid ence. The first hearing was to 
ask	Datong	to	explain	to	the	judges	what	Gua Sha	is.	Due	to	his	explan	a	tions,	
which	used	literal	trans	la	tions	of	some	import	ant	terms	in	Chinese	medi	cine,	the	
judges felt more confused and became even more suspi cious of his maltreat ment 
of	Dennis.	During	 the	 second	hearing,	one	of	 the	 lawyers	blamed	Datong	 for	
design ing a video game which promoted viol ence and displayed brutal ity, based 
on	Sun	Wukong.	The	lawyer’s	criti	cism	made	Datong	burst	into	fury,	since	Sun	
Wukong	or	the	Monkey	King,	a	fictional	figure	in	a	clas	sical	novel,	The Pilgrimage 
to the West, is acute, smart, kind, and very adept at killing evil creatures, and is 
loved	by	 all	Chinese	people.	His	mischiev	ous	 beha	viours	 are	mistaken	by	 the	
judges as evid ence of violent tend en cies, which increases their suspi cions of 
Datong’s	child	abuse.	Due	to	these	cultural	conflicts,	this	case	was	put	on	file	for	
invest ig a tion and prosec u tion.

The unit’s product ive task was to ask students to perform a court debate 
concern	ing	two	topics,	with	each	debate	lasting	6–8	minutes.	The	first	one	was	
‘Gua Sha:	treat	ment	or	abuse?’	and	the	second,	‘Sun	Wukong:	a	violent	king?’.	
The students were divided into four groups, each compris ing five students, with 
two groups study ing the same topic. The students were required to write scripts 
accord ing to the roles of judge, lawyer, witness, defend ant, and accuser. The 
scripts were to be submit ted to the teacher one day before their perform ance so 
that the teacher had time to prepare detailed comment. The ulti mate purpose was 
to	 defend	Datong	 by	 clari	fy	ing	 cultural	 differ	ences	 and	 explain	ing	why	 such	
differ	ences	could	lead	to	cultural	conflicts.

Three phases of Zhang’s teach ing

At	 the	 phase	 of	motiv	a	tion,	Zhang	 discussed	 for	 a	 few	minutes	 the	 nature	 of	
culture and of cultural shock. Then, before discuss ing the movie Gua Sha, she 
showed	 a	 few	 slides	 concern	ing	more	 cases	 of	 cultural	 conflicts	 occur	ring	 in	
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inter	na	tional	 settings,	 in	order	 to	make	 students	 realize	 that	 such	conflicts	 are	
fairly common:

Case	1
	 In	2001,	Chinese	American	Cao	Xianqing	was	accused	of	child	sexual	abuse	

for apply ing oint ment and chan ging clothes for his 8-year- old step daugh ter.
Case	2
	 An	 Indian	 couple	 was	 fight	ing	 in	 Norway	 for	 the	 custody	 of	 their	 two	
toddlers	who	were	taken	away	by	the	Child	Protective	Service,	who	objec	ted	
to	the	mother’s	hand	feeding	the	baby	(force	feeding)	and	the	child	sleep	ing	
in the same bed with the father.

Case	3
	 A	Chinese	mother	was	arres	ted	on	suspi	cion	of	child	porno	graphy	in	Canada	
after	she	took	and	uploaded	naked	photos	of	her	4-year-	old	son.

After	viewing	the	above	cases,	the	teacher	asked	the	students:

Suppose	you	are	a	lawyer	invited	to	defend	your	compat	ri	ots.	Do	you	think	
you	are	capable	of	doing	it	success	fully?	I	am	afraid	that	we	will	encounter	
some	 diffi	culties.	 For	 example,	 how	 can	we	 explain	 tradi	tional	Chinese	
culture in English readily compre hens ible to people from differ ent cultural 
back	grounds?	Don’t	worry	about	it.	Today	we	will	learn	how	to	cope	with	
it. So long as we make efforts to learn, I believe that all of us will become 
more confid ent and more capable of dealing with such cases.

Finally, the teacher asked the students to focus on two selec ted topics in defence 
of	Datong.	As	expec	ted,	the	students	found	it	diffi	cult	to	act	as	a	success	ful	lawyer,	
since they did not know what to do and how to do it. Then the teacher gave a 
detailed explan a tion of the overall teach ing plan of the unit, and of general 
learn ing object ives as well as specific ones.
At	the	phase	of	enabling,	she	designed	three	mini-	activ	it	ies	which	are	logic-

ally	 connec	ted	 (see	 Figure	 7.2).	 Each	 mini-	activ	ity	 is	 suppor	ted	 by	 enabling	
mater	i	als.	Let’s	take	the	second	mini-	activ	ity	for	example.	In	order	to	accom	plish	
the product ive activ ity for the unit, i.e. a legal debate in the court, the students 
must be able to explain what Gua Sha	 is	and	who	Sun	Wukong	is	 in	Chinese	
culture	in	a	way	American	people	can	under	stand.	Due	to	limited	space,	just	the	
topic of Gua Sha will be taken up here. The teacher selec ted two segments from 
the	movie.	In	the	first	segment,	Datong	gives	his	explan	a	tion,	and	in	the	second,	
the	explan	a	tion	is	given	by	a	success	ful	Chinese	medical	doctor	working	in	the	
US. The teacher asked the students to make a compar ison between the two 
explan	a	tions	to	see	in	what	way	they	were	differ	ent,	and	why	the	Chinese	medical	
doctor	 does	 much	 better	 than	 Datong.	 After	 that,	 the	 teacher	 provided	 the	
students with a reading passage in English for select ive learn ing, which explains 
the history of Gua Sha, its working mech an ism, and posit ive comments made by 
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western	patients.	Once	the	students	knew	what	to	say	and	how	to	talk	about	Gua 
Sha	with	the	help	of	enabling	mater	i	als	(i.e.	two	segments	of	the	movie	and	one	
reading	passage	in	English),	they	were	asked	to	perform	the	second	mini-	activ	ity	
in pairs, and then some of them repor ted in class what had been discussed. The 
teacher then gave feed back on the students’ report in terms of linguistic forms, 
ideas,	and	discourse	organ	iz	a	tion.
At	the	third	phase	of	assess	ment,	the	students	performed	in	groups	what	they	

had already prepared and prac tised accord ing to the guidelines given by the 
teacher.	As	mentioned	before,	teacher	and	students	parti	cip	ated	jointly	in	eval	u-
ation.	Such	an	assess	ment	served	a	double	purpose.	On	the	one	hand,	it	eval	u	ated	
the effects of teach ing; on the other, it helped each student eval u ate how well  
s/he learnt compared with other students. In this sense, such assess ment looks 
back at past learn ing and forward to future learn ing.

Students’ feed back on POA

Once	the	unit	was	finished,	the	teacher	collec	ted	the	students’	feed	back	on	POA	
by	asking	them	to	write	reflect	ive	journ	als.	The	follow	ing	are	some	quotes	from	
the students’ journ als:

I	love	the	POA	by	which	I	can	concen	trate	on	learn	ing	instead	of	looking	
at their mobile phones from time to time.

Student A

FIGURE 7.2	 The	enabling	phase	for	the	unit	‘Cultural	shock	in	a	courtroom’	(adapted	
from	Zhang	2016:	108)
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The product ive activ ity cent ring on one topic is clearly specified, with 
mini- activ it ies suppor ted by inter est ing mater i als. Such teach ing is more 
effect ive than the previ ous teach ing.

Student B

Every lesson aims at accom plish ing a mini- activ ity. I must be attent ive and 
work hard. Fortunately, what has been learnt is almost seam lessly linked 
with what is going to produce. So long as I follow the teacher’s require-
ments step by step, prac ti cing speak ing, then prac ti cing writing. I needn’t 
worry about the final assign ment. Frankly speak ing, I haven’t atten ded 
English lessons so conscien tiously for quite a long time.

Student C

Although	 the	 major	ity	 of	 students	 gave	 posit	ive	 feed	back	 about	 POA,	 some	
complained that they did not have suffi cient time to prepare for the unit’s 
product ive activ ity, and that students’ working loads were not evenly alloc ated. 
The	complaints	indic	ate	that	POA	still	has	room	for	improve	ment.

Conclusion

POA	 is	 still	 at	 the	 exper	i	mental	 stage,	where	 a	number	of	 tasks	 are	 expec	ted	 
to be under taken. First of all, more empir ical studies need to be conduc ted to 
measure its effect ive ness. Secondly, more action studies must be carried out  
to adapt to diverse learn ing condi tions and students with varied English profi-
ciency	 levels.	 Thirdly,	 more	 vari	et	ies	 of	 text	books	 for	 POA	 are	 expec	ted	 by	
teach ers teach ing English for academic purposes, or for voca tional skills. Finally, 
the	theor	et	ical	basis	of	POA	must	be	further	explored	so	that	its	unique	features	
can	 be	 well	 estab	lished	 when	 compared	 with	 other	 influ	en	tial	 instruc	tional	
approaches.
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Introduction: using corpora in the classroom

A	corpus	is	a	collec	tion	of	elec	tronic	texts	designed	accord	ing	to	set	criteria	and	
compiled for a specific purpose. It is accessed through concord ance soft ware, 
which	 retrieves	 data	 from	 searches	 made	 by	 the	 user.	 Corpora	 are	 currently	
widely applied in language pedagogy: they both supply data for the devel op ment 
of teach ing mater i als and provide a resource for direct consulta tion by students. 
For classroom use, corpus data are usually presen ted in the form of concord ances, 
which show a word or phrase chosen by the user in the centre of a set of lines on 
screen	(or	on	paper).	The	lines	can	be	sorted	and	grouped,	which	allows	regu	lar-
it ies in the data to emerge, thereby enabling users to perceive patterns and  
tend en cies in the language. For example, the concord ance in Figure 8.1, taken 
from a corpus of doctoral theses, shows two patterns asso ci ated with the noun 
increase: increase in and increase of + expres sion of quant ity. Presented with such 
data,	 students	 are	 promp	ted	 to	 ‘Identify—Classify—Generalize’,	 and	 thus	 to	
notice	patterns	and	work	out	explan	a	tions	for	them	selves	( Johns	1991:	4).
One	of	the	pion	eers	of	classroom	corpus	use	was	Johns	(1991),	who	repor	ted	

using	 corpus	 data	with	EAP	 students	 to	 invest	ig	ate	 lexico-	gram	mat	ical	 issues	
such as the differ ence between convince and persuade. He intro duced the term 

8
DO-IT-YOURSELF CORPORA IN THE 
EAP CLASSROOM

Views of students and teach ers

Maggie Charles

1  llowing heating was due to an increase in the concen tra tion of activ
2  the tiles poten tially give an increase in their oper at ing temper atur
3  dimen sions usually demands an increase in doping concen tra tion, the
4 signi fic ant cases there is an increase of 6.4%, imply ing that in sig
5  that can with stand 1600 C, an increase of ∼400 C on the current mate
6  demon strated that there is an increase of approx im ately 3 5‰ in (15N

FIGURE 8.1	 Concordance	on	the	noun	increase
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‘data-	driven	learn	ing’	(DDL)	to	refer	to	his	approach,	which	regards	students	as	
‘research ers’ who need to study language data in order to progress their learn ing. 
Since	Johns’	research,	there	has	been	wide-	ranging	work	on	corpus	pedagogy,	
describ	ing	and	eval	u	at	ing	DDL	courses	in	many	differ	ent	classroom	contexts	and	
for many differ ent purposes. For example, corpora have been used with teacher 
train	ees	 (Hüttner,	 Smit,	 &	Mehlmauer-Larcher	 2009),	 students	 of	 trans	la	tion	
(Frankenberg-Garcia	 2015),	 general	 EFL	 (Pérez-Paredes,	 Sánchez-Tornel,	 &	
Alcaraz	 Calero	 2013),	 and	 indi	vidual	 discip	lines	 of	 EAP	 such	 as	 econom	ics	
(Bianchi	&	Pazzaglia	2007)	or	law	(Hafner	&	Candlin	2007).	Teaching	purposes	
have	included	grammar	prac	tice	(Estling	Vannestål	&	Lindquist	2007),	vocab	u-
lary	work	 (Mudraya	2006),	writing	 skills	 (Flowerdew	2015),	 reading	compre-
hen	sion	(Curado	Fuentes	2015),	and	oral	produc	tion	(Aston	2015).
Despite	 the	diversity	of	 instruc	tional	contexts,	 there	 is	much	agree	ment	on	

certain	key	 advant	ages	of	using	 corpora	 in	 the	 classroom	 (Gilquin	&	Granger	
2010).	First,	the	language	in	a	corpus	is	authen	tic,	which	means	that	the	examples	
encountered by students are utter ances that have a genuine commu nic at ive  
func tion within their context. Second, students gain rapid access to a very large 
number	of	examples	at	the	same	time.	A	corpus	provides	far	more	instances	of	 
an item than diction ar ies or text books, and this ‘condensed expos ure’ is deemed 
to	 help	 students	master	 the	 items	 studied.	Moreover,	 the	 processes	 central	 to	
DDL,	 such	as	 identi	fy	ing,	 clas	si	fy	ing,	 and	gener	al	iz	ing	 from	data,	 are	general	
cognit ive skills, trans fer able to other academic and profes sional contexts. Finally, 
in carry ing out such processes, students discover linguistic features for them-
selves, which can be highly motiv at ing and promotes student autonomy.
Although	the	evid	ence	is	mixed	and	more	empir	ical	work	is	needed,	studies	

eval	u	at	ing	DDL	have	 concluded	 that	 the	use	of	 corpora	 can	 lead	 to	 language	
learn	ing	gains	(Yoon	2011)	and	that	atti	tudes	towards	corpus	use	by	students	are	
gener	ally	favour	able	(Charles	2011).	However,	certain	require	ments	need	to	be	
fulfilled	for	direct	corpus	work	to	be	success	ful.	One	aspect	of	import	ance	is	the	
corpus which is consul ted, as it must be appro pri ate in both content and language 
level in order to provide data relev ant to students’ needs.
Due	to	their	easy	online	access	ib	il	ity,	large	general	corpora	have	often	been	

employed	in	the	classroom,	includ	ing	the	British	National	Corpus	(BNC)	and	
the	Corpus	 of	Contemporary	American	English	 (COCA)	 (e.g.	 Frankenberg-
Garcia	 2012).	However,	 several	 prob	lems	 have	 arisen	when	 students	 use	 such	
corpora	(Ädel	2010).	First,	as	the	users	are	not	famil	iar	with	the	contents	of	the	
corpus,	they	may	not	be	able	to	recog	nize	the	context	of	the	concord	ance	lines,	
making it diffi cult for them to ‘authen tic ate’ the mater ial in order to make it their 
own. For some learners, the language level of the corpus data may be too  
high,	leading	to	frus	tra	tion	as	they	struggle	to	under	stand	the	examples.	General	
corpora may also be too large for some learners to manage, with certain queries 
retriev ing so many examples that students feel they are drown ing in data. Finally, 
for	 EAP	 and	 ESP	 purposes,	 general	 corpora	 may	 not	 always	 be	 suit	able	 for	
answer ing academic or special ist queries.
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DIY corpora

In order to combat such disad vant ages, smaller special ist corpora have been used 
with	students	of	EAP	and	ESP.	However,	such	corpora	are	not	neces	sar	ily	readily	
avail able in all fields and may there fore have to be construc ted by teach ers them-
selves. This approach demands a certain level of expert ise and a consid er able 
invest	ment	of	 time	on	 the	part	of	 the	 teacher.	Moreover,	 although	a	 special	ist	
corpus is appro pri ate for classes in which all students share a common field, it does 
not address the indi vidual special ist require ments of students in multidiscip lin ary 
classes.
Another	option,	intro	duced	in	EAP	classes	by	Lee	&	Swales	(2006),	is	to	have	

each	 student	 build	 their	 own	 do-	it-yourself	 (DIY)	 corpus.	 Lee	 and	 Swales’	
students construc ted indi vidual corpora of research articles in their own discip-
line,	which	they	used	to	carry	out	self-	chosen	research	projects.	Building	on	this	
work,	 Charles	 (2012,	 2014)	 incor	por	ated	 DIY	 corpus	 construc	tion	 into	 an	
academic writing course for multidiscip lin ary classes in order to provide students 
with	 corpora	 specific	 to	 their	 own	 needs.	DIY	 corpus-	build	ing	 courses	 have	 
also	been	run	in	other	contexts,	 includ	ing	with	trans	la	tion	students	(Varantola	
2003),	 English	 majors	 (Varley	 2009),	 and	 computer	 science	 and	 engin	eer	ing	
under	gradu	ates	(Okamoto	2010).	Although	the	teacher	needs	corpus	expert	ise	to	
set	 up	 and	 oversee	 students’	 corpus-	build	ing	 endeav	ours,	 the	 DIY	 corpus-	
build ing approach addresses many of the prob lems mentioned above. If students 
create their own corpora, they are famil iar with the contents; they know the 
context of the mater ial and can more easily under stand the language of the 
concord	ance	 lines.	 DIY	 corpora	 also	 tend	 to	 be	 much	 smaller	 than	 general	
corpora; thus it is unlikely that users will retrieve too much data to handle, and 
the data they do retrieve will be relev ant to their own work. Finally, build ing and 
consult ing their own discip line- specific corpus is likely to promote students’ 
language aware ness and enhanced engage ment with the language of their field.
The	aim	of	this	chapter	is	to	invest	ig	ate	the	claims	made	about	DIY	corpus-	

build	ing	by	present	ing	data	from	surveys	of	three	teach	ers	and	over	300	students	
who	have	used	the	approach.	The	chapter	proceeds	as	follows:	first,	a	DIY	corpus	
course is described; then, students’ views on the advant ages and disad vant ages  
of	DIY	corpus	work	are	examined;	there	follows	a	consid	er	a	tion	of	the	views	of	
teach ers. The chapter concludes by discuss ing the circum stances under which a 
DIY	corpus-	build	ing	approach	is	likely	to	be	appro	pri	ate.

The DIY corpus course

The course repor ted here forms part of the academic writing programme at 
Oxford	University	Language	Centre.	The	programme	is	targeted	at	Master’s	and	
doctoral	students	and	is	open-	access	and	non-	assessed.	The	DIY	corpus	course,	
‘Writing	in	your	Field	with	Corpora’,	lasts	six	weeks,	with	one	two-	hour	session	
per	week.	It	has	been	running	since	2009,	with	several	multidiscip	lin	ary	paral	lel	
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classes	 offered	 each	 year.	 Classes	 contain	 about	 10–16	 students,	 with	 roughly	
equal	numbers	study	ing	natural	sciences	and	social	sciences	and	about	10–20%	
arts/human it ies. The parti cipants are taught in a computer labor at ory, although 
many students work on their own laptops. The course has been taught by four 
teach ers, includ ing the present researcher, who origin ally designed the course 
and developed the mater i als. The soft ware used is AntConc	(Anthony	2014),	a	free	
tool which is robust, easy to down load, and reas on ably user- friendly.

Rationale

Given	the	diversity	in	students’	require	ments,	the	ability	to	tailor	course	mater	ial	
indi	vidu	ally	to	students’	discip	lines	is	a	key	factor	motiv	at	ing	the	course.	Work	is	
based on invest ig at ing a set of widely used academic discourse func tions, which 
are likely to throw up inter est ing aspects of discip lin ary vari ation. This enables 
the multidiscip lin ary nature of the class to be exploited by having students discuss 
their corpus find ings and explain the char ac ter ist ics of their own discip lin ary 
discourse, thereby afford ing oppor tun it ies for oral prac tice.

The biggest chal lenge for these students, writing the thesis or disser ta tion, lies 
in the future. It is there fore import ant to equip them to become more inde-
pend ent learners, and to provide them with a resource to improve their academic 
writing	by	them	selves	over	the	long	term.	Learning	the	basics	of	how	to	build	a	
corpus, becom ing famil iar with concord ance soft ware, and prac tising apply ing its 
func tion al ity to address linguistic and discip lin ary ques tions provides a valu able 
set of skills, which can be drawn upon through out the student’s academic and 
profes sional career.

Thus the four key aims of the course are as follows:

•	 to	indi	vidu	al	ize	academic	writing	instruc	tion;
•	 to	explore	func	tions	of	discip	lin	ary	discourse;
•	 to	foster	autonomy;
•	 to	provide	a	resource	for	students’	future	long-	term	use.

Course design and proced ure

After	the	first	intro	duct	ory	week,	the	course	design	consists	of	three	inter	linked	
strands of content: discourse func tion; lexico- grammar; and corpus work, as seen 
in	Table	8.1.	Awareness	of	a	discourse	func	tion	(first	strand)	involves	perceiv	ing	
how	it	is	real	ized	and	signalled	by	lexico-	gram	mat	ical	choices	(second	strand),	
while	 corpus	work	 (third	 strand)	 focuses	on	 the	use	of	AntConc to invest ig ate 
discourse func tion and lexico- grammar.

The first session intro duces concord ancing with AntConc using two corpora of 
theses compiled by the researcher to answer students’ lexico- gram mat ical queries. 
The	selec	tion	of	files	for	the	DIY	corpora	is	also	discussed.	Students	are	advised	
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to choose research articles from the most pres ti gi ous journ als in their field, to 
choose texts which they consider well- written, and to include a range of writers, 
whether	native	or	non-	native	speak	ers.	Corpus	construc	tion	begins	in	the	second	
session, when students bring their pdf files and are shown how to convert them 
into	 plain	 text	 format	 for	 use	 with	 concord	ance	 soft	ware.	 Anthony’s	 (2015)	
AntFileConverter is used, which converts multiple files simul tan eously.
The	issue	of	clean	ing	the	files	 is	also	addressed.	Cleaning	a	corpus	 involves	

delet	ing	all	inform	a	tion	that	is	not	part	of	the	running	text	(e.g.	titles,	refer	ences,	
graph	ics).	It	results	in	more	accur	ate	stat	ist	ics	and	may	make	it	easier	to	read	the	
concord ance lines, but is a lengthy and tedious process. Students are advised to 
use their corpus in its ‘dirty’ form and only to clean it if really neces sary. Students 
are	expec	ted	to	add	ten	files	per	week	to	their	corpus,	so	that	they	have	50	files	
by	the	end	of	the	course.	Corpora	of	this	size	are	likely	to	contain	about	250,000–
400,000	words.	By	the	stand	ards	of	general	corpora,	DIY	corpora	are	very	small,	
but	they	are	extremely	special	ized.	Flowerdew	(2012)	notes	that	300,000	words	
is suffi cient for such a narrowly focused corpus.
After	these	two	sessions,	each	class	begins	by	examin	ing	the	discoursal	aspect	

under study, using short extracts taken from theses. Students are promp ted to 
notice	the	discourse	func	tion	along	with	its	lexico-	gram	mat	ical	real	iz	a	tions,	and	
to	discuss	their	ideas	in	groups.	After	this	text-	based	phase,	the	teacher	demon-
strates how to use the AntConc tool to retrieve examples that show how the 
discourse	func	tion	is	used	in	the	student’s	discip	line.	Worksheets	provide	detailed	
instruc tions to guide students through the search process, and they are asked to 
write	down	their	obser	va	tions	and	gener	al	iz	a	tions	from	the	data	and	to	discuss	
their	find	ings	in	multidiscip	lin	ary	groups.	Worksheets	are	collec	ted	and	reviewed	
by the teacher each week.

TABLE 8.1	 Course	programme

Week 1: Introduction to AntConc and concord ancing

Discourse func tion Lexico- grammar Corpus work

Week	2:	Referring	to	the	liter	at	ure Noun	patterns,	 
colloc a tions

Corpus	construc	tion

Week	3:	Investigating	self-	refer	ence First person  
forms	(I, we)

Using	the	Clusters	 
tool

Week	4:	Making	and	coun	ter	ing	 
argu ments

Linking	adverbs Using	Word	List

Week	5:	Making	and	modi	fy	ing	 
claims

Reporting clauses, 
report ing verbs

Using	the	Collocates	
tool

Week	6:	Defending	your	research	 
against criti cism

Subordination, 
coordin a tion

Context	search	ing
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Method and data

A	feed	back	ques	tion	naire	handed	out	at	the	end	of	each	course	asks	students	to	
complete the follow ing sentences:

The advant ages of working with my own corpus are . . .

The disad vant ages of working with my own corpus are . . .

Omitting	the	sentence	stems	above,	the	student	responses	were	tran	scribed	and	
two	corpora	were	construc	ted,	one	contain	ing	the	advant	ages	of	DIY	corpus	use	
(4,316	words)	and	the	other	the	disad	vant	ages	of	DIY	corpus	use	(4,057	words).	
There	were	302	student	responses	concern	ing	the	advant	ages	of	working	with	
their own corpus; however, fourteen students did not complete the sentence stem 
for disad vant ages, leaving only 288 responses, which may explain the lower 
number	of	words	in	the	Disadvantages	Corpus.

The two sets of sentence comple tions were first examined manu ally to gain an 
over view of the data. It was noted that one student made a negat ive comment in 
response to the sentence stem requir ing an advant age. However, seventeen 
students	 (6%)	 respon	ded	 that	 they	did	not	 see	 any	disad	vant	ages	 at	 all,	 giving	
responses such as none, n/a, or nothing. Thus the number of students who actu ally 
described	disad	vant	ages	was	271	as	against	the	301	who	mentioned	advant	ages.

In order to identify the most import ant advant ages and disad vant ages cited by 
students, word lists of each corpus were retrieved using AntConc.	Lexical	words	
(Biber	et	al.	1999)	were	iden	ti	fied,	and	those	that	occurred	at	a	frequency	of	3.5	
per	1,000	words	or	more	appear	in	Table	8.2.	Words	in	bold	occur	in	only	one	
corpus.
As	 seen	 in	Table	 8.2,	 the	major	ity	 of	 lexical	words	 are	 specific	 to	 a	 single	

corpus. In the follow ing section on students’ views, we examine these words in 
context in order to identify the most import ant responses in each corpus.

Students’ views

Advantages of a DIY corpus approach

The	follow	ing	words	occur	only	in	the	Advantages	Corpus:	specific, more, used, 
know, discip line, words, vocab u lary, area, research, work, style, famil iar, write, academic, 
improve, subject, under stand, related, relev ant, better, learn.	Several	of	these	(e.g.	specific, 
used, discip line, area, research, related, relev ant),	along	with	field and language, suggest 
the	key	advant	age	that	DIY	corpora	are	specific	to	the	student’s	own	field.	This	
advant	age	is	mentioned	by	about	78%	of	students,	as	illus	trated	in	the	follow	ing	
examples	(listed	lexical	words	in	bold).

It’s discip line specific (i.e. more useful).

Giving me the chance to be famil iar with the use of language in my field.
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Many	 students	 identify	more	 precisely	 the	 bene	fits	 they	 derive	 from	having	 a	
corpus in their own discip line. Four sets of advant ages partic u larly stand out: the 
first	is	the	language-	learn	ing	oppor	tun	it	ies	a	special	ized	corpus	offers,	includ	ing	
both the ability to check their own writing and more gener ally to learn about the 
char ac ter ist ics of the discourse of their own discip line. This advant age was 
mentioned	 by	 about	 60%	 of	 students	 and	 is	 often	 asso	ci	ated	 with	 the	 words	
improve, better, learn, writing, and language.

It helps me know the stand ard of the language for the top journal articles in my 
research area better.

I can learn and improve my academic writing by myself.

TABLE 8.2	 Frequent	lexical	words	in	Advantages	and	Disadvantages	Corpora

Advantages Disadvantages

Frequency per 1,000  
words

Word Frequency per 1,000  
words

Word

36.3 field 25.5 corpus
13.7 writing 14 time
12.3 specific 7.5 takes
10.7 language 6.8 some times
9.8 use 6.3 limited
9.5 more 6.3 too
9.1 used 6 articles
8.4 know 5.3 English
7.4 discip line 5.3 field
7 words 5 build
6.5 vocab u lary 5 clean
6.3 corpus 5 native
5.8 area 5 use
5.3 research 4.5 find
5.3 work 4.5 speak ers
5.1 find 4 small
5.1 style 3.8 writing
4.9 famil iar 3.5 enough
4.7 write 3.5 language
4.4 academic 3.5 number
4.4 articles 3.5 very
4 improve 3.5 written
4 subject
4 under stand
3.7 related
3.7 relev ant
3.5 better
3.5 learn
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Another	advant	age,	mentioned	by	about	12%,	is	that	it	is	more	effi	cient,	quicker,	
and	more	 accur	ate	 to	 search	 a	 special	ized	 corpus	 than	 to	 look	 for	 appro	pri	ate	
language in other ways. The words more and specific are often employed for this 
purpose.

Much more accur ate than Google searches I used to do.

More specific, not too (broad) big, easy and quicker to find specific words and 
terms from my discip line.

One	reason	why	the	searches	are	more	effi	cient	is	that	the	students	are	famil	iar	
with the contents of their corpus and under stand the examples retrieved. Roughly 
8%	of	students	gave	this	as	an	advant	age	and	it	was	often	signalled	by	the	words	
know, famil iar, articles and under stand.

I am famil iar with the content and context of the articles. I know the articles and 
can easily under stand the language and its func tions within the text.

The	fourth	set	of	advant	ages,	mentioned	by	roughly	8%	of	students,	is	connec	ted	
with their control over the corpus, their ability to choose the corpus content and 
adapt it to their own language learn ing purposes. The words more, know, research, 
and articles often func tion as indic at ors for this set of advant ages.

You can always go on improv ing it and adding new articles. You can bring it away 
with you after lectures and work further on it.

I can choose specific work (research, review, meta- analysis) and find models. I can 
choose authors (celebrit ies in the field).

It gives me more confid ence in using it, because I know that I’ve construc ted it myself 
and I know what expect from it.

Disadvantages of a DIY corpus approach

The	follow	ing	words	appear	only	in	the	Disadvantages	Corpus:	time, takes, some-
times, limited, too, English, build, clean, native, speak ers, small, enough, number, very, 
written. Two of these, time and takes, concern the time- consum ing nature of 
DIY	corpus	work,	a	disad	vant	age	mentioned	by	roughly	20%	of	students.	Together	
with build and clean, they refer to the time required for corpus construc tion. In 
some discip lines, locat ing suffi cient files proved chal len ging, e.g. in modern 
languages, where the liter at ure is often not in English, and math em at ics, where 
articles	contain	many	equa	tions.	Converting	files	from	pdf	to	text	format	was	also	
a lengthy process, while several students mentioned the time needed to clean the 
corpus.
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Most of my sources are written in German. Building up the corpus takes some 
time.

Time-consum ing to build clean, proper corpus.

Consulting	the	corpus	was	also	perceived	as	time-	consum	ing	by	several	students,	
since	they	found	it	took	time	to	famil	i	ar	ize	them	selves	with	the	work	ings	of	the	
soft ware, to study the concord ance lines, and to answer their own queries.

It takes time to be famil iar with the func tion.

It takes some time to open the file and find the inform a tion I need.

Further exam in a tion of the most frequent lexical words also reveals indic at ors  
of negat ive eval u ation, includ ing limited, small, (not) enough, and too.	 Along	
with articles, English, and clean, these words are often used to high light the 
limit	a	tions	 of	 the	 corpus	 with	 regard	 to	 content	 and	 language.	 About	 21%	 
of	 students	 mentioned	 the	 small	 size	 of	 the	 corpus,	 which	 led	 to	 a	 lack	 of	 
examples.

It is diffi cult to find what I search as my corpus is not big enough.

Limited number of words.

Discipline	specificity	was	also	perceived	to	have	a	negat	ive	aspect,	as	 the	DIY	
corpora	 did	 not	 provide	 inform	a	tion	 on	 general	 English.	 Roughly	 20%	 of	
students worried that their language might become too narrow, and that they 
lacked expos ure to other ways of writing.

There are limited papers so that I cannot find many useful phrase and words for 
general English outside my field.

Can be too restrict ive for some research. It covers only one part of the language, in a 
partic u lar area.

Doubts	were	voiced	by	roughly	9%	of	students	about	the	valid	ity	of	their	selec-
tion of research articles. These respond ents were concerned about whether they 
had chosen the best examples and whether their corpus was repres ent at ive in 
subject matter or language.

It is limited to my own selec tion, which might not reflect the best possible use of 
English in the field.

The selec tion of articles may not be repres ent at ive.

About	7%	of	students	mentioned	that	their	corpus	was	not	clean,	which	made	it	
diffi cult to find the inform a tion they needed.
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It is huge and not clean, so I get a lot of mean ing less entries.

It’s not a very clean corpus.

A	further	area	of	concern	was	the	quality	of	the	language	in	the	DIY	corpora,	an	
issue	noted	by	10%	of	respond	ents.	This	disad	vant	age	was	attrib	uted	specific	ally	
to	 non-	native	 speaker	 English	 by	 about	 7%	 of	 students.	 For	 this	 reason	 some	
students were reluct ant to rely on their corpus data.

The quality of English language is not always up to stand ard even in good articles.

The writers in my discip line are mostly non-native speak ers, so their works are not 
the best examples for me to learn.

For	students,	then,	the	most	import	ant	advant	age	of	the	DIY	corpus	is	its	discip-
line- specificity, which allows them to study relev ant language effi ciently; there is 
less agree ment on the disad vant ages, although many respond ents mention the time- 
consum ing nature of the approach and issues regard ing the content of the corpus.

Teachers’ views on a DIY corpus approach

The	three	teach	ers	who	taught	this	course	( James,	Paul,	and	Mark)	completed	a	
survey with nineteen open and closed ques tions designed to find out about their 
exper	i	ences	 of	 using	DIY	corpora	with	 their	 students,	 and	more	 gener	ally	 to	
ascer	tain	 their	 atti	tudes	 to	 corpus	 use	 in	 the	 classroom.	All	were	 exper	i	enced	
EAP	tutors	(6–12	years)	and	were	famil	iar	with	the	students’	needs,	since	they	
had	taught	the	DIY	corpus	course	several	times	each	(4	to	6).	However,	their	
prior	exper	i	ence	of	corpora	varied:	Mark	was	entirely	unfa	mil	iar	with	corpora;	
Paul	had	 limited	exper	i	ence,	using	 the	BNC	only	 rarely;	 James	was	 the	most	
exper	i	enced,	consult	ing	the	BNC	several	times	a	month	to	check	colloc	a	tions	in	
his	own	and	students’	writing.	All	repor	ted	good	or	very	good	computer	skills.

The teach ers were asked whether they found it easy to learn how to use 
AntConc and the corpora, and it is notice able that those with more exper i ence, 
James	and	Paul,	found	it	 fairly easy,	while	Mark,	a	new	user,	considered	it	 fairly 
diffi cult (more tricky than diffi cult). He elab or ated further on this judge ment, drawing 
atten tion to the need for good famili ar ity with AntConc and for keeping up to 
date	with	devel	op	ments	of	the	soft	ware,	a	point	also	endorsed	by	James.

The main chal lenge is to be expert enough with the AntConc soft ware to be able to 
anti cip ate and answer the ques tions/prob lems that come up in class. This issue is 
recur ring, as differ ent versions of the soft ware have differ ent idio syn crasies.

Mark

AntConc is not entirely intu it ive to use . . . So it takes a little while each year to 
remem ber how to use the program and to get up to date with any changes.

James
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The	teach	ers	were	also	asked	about	the	advant	ages	and	disad	vant	ages	of	the	DIY	
corpus approach. Echoing the most import ant advant age mentioned by the 
students,	both	James	and	Paul	emphas	ized	its	discip	line-	specificity,	noting	that	it	
enabled	 learn	ing	 to	be	 indi	vidu	al	ized	and	 the	partic	u	lar	 require	ments	of	 indi-
vidual	 students	 to	be	addressed.	Mark	made	the	allied	point	 that	 the	approach	
fostered student autonomy as it asked learners to be respons ible for construct ing 
their own corpus.

It means that students are fully involved in the classes in working in their own discip-
lines and dealing with their own prob lems. Thus it can create an ideal climate for 
indi vidual learn ing of a kind rarely found in the classroom.

James

Students can get a sense of real language use within their own discip line. They can 
also be taught the skills for perform ing power ful and specific linguistic inquir ies that they 
have designed them selves to invest ig ate language use within their specific discip line.

Paul

This approach puts the respons ib il ity for their corpus with the students and many 
respond well to the autonomy given to them.

Mark

However,	this	indi	vidu	al	iz	a	tion	may	come	at	the	cost	of	class	unity,	which	was	
evident	from	the	disad	vant	ages	noted	by	James	and	Paul.

It can make the students harder to teach. When trying to draw the class together, there 
may be a lack of common ground.

James

It was a chal lenge to incul cate a sense of group- belong ing when so much work was 
solit ary with students inter act ing with a computer.

Paul

Like	 the	 students,	 Paul	 also	 high	lighted	 the	 fact	 that	 corpus	 construc	tion	 and	
famil	i	ar	iz	a	tion	with	AntConc	 were	 time-	consum	ing,	while	Mark	 pointed	 out	
that if students did not make a commit ment to build ing their corpus, they did not 
gain the bene fits of a tailor- made resource.

The time spent learn ing the ropes; some times students do not spend suffi cient time 
finding useful input files and so they have no proper corpora to work with in class.

Paul

Others [other students] were less engaged in corpus-build ing and, as such, had less 
defin it ive results in their searches.

Mark
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A	 further	 ques	tion	 asked	 the	 teach	ers	 specific	ally	whether	 they	 thought	DIY	
corpus- build ing was worth while for students, given the ready avail ab il ity of 
Google	and	large	corpora.	Interestingly,	all	three	answered	yes defin itely to this 
ques	tion.	All	stressed	the	need	for	discip	line-	specific	corpora	in	order	to	address	
the	highly	special	ized	writing	needs	of	these	students,	while	James	and	Mark	cast	
doubt upon the applic ab il ity of large ready- made corpora, regard ing them as too 
general to deal adequately with students’ queries.

Large corpora can be too general. This approach is specific and can be tailored to 
partic u lar parts of partic u lar fields.

James

For post- gradu ate work, where students are writing in a ‘micro- discip line’ and 
expec ted to follow the conven tions of that discip line, the applic ab il ity of online corpora 
based on the BNC is debat able.

Mark

There are many language features that are pecu liar to a specific discip line and so only 
bespoke corpora confined to that discip line will bear them and offer the oppor tun ity of 
them being picked up in concord ance searches.

Paul

Despite	 the	 disad	vant	ages	 they	 mentioned,	 all	 three	 teach	ers	 answered	 yes 
defin itely	when	asked	whether	they	would	follow	a	DIY	corpus	approach	in	the	
future. They had slightly differ ent perspect ives on the issue, however, with  
Mark	seeking	to	adapt	the	approach,	while	James	emphas	ized	its	ability	to	boost	
writer confid ence. Paul made the valid point that as students become increas ingly 
skilled	 computer	 users,	 they	 are	more	 likely	 to	 benefit	 from	 the	DIY	 corpus	
approach.

I would use the corpus-build ing section of the course, though in time may look to 
adapt the focus of the later weeks.

Mark

I think it’s another useful tool for the teacher as well as the student . . . I can 
appre ci ate how it can help and reas sure writers.

James

Every year students’ IT skills improve and they are better able to exploit the 
soft ware.

Paul

There was no agree ment, however, on whether they would recom mend other 
tutors	to	use	this	approach.	Both	James	and	Mark	were	cautious,	point	ing	out	that	
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it requires a certain level of tech nical compet ence and would there fore not be 
suit able for all teach ers.

It demands quite a lot of confid ence in computer skills and is rather differ ent from 
normal academic writing classes.

James

Some tutors may be intim id ated by the course (in terms of the under ly ing know ledge 
of AntConc needed).

Mark

Paul,	however,	was	defin	itely	in	favour	of	recom	mend	ing	DIY	corpus-	build	ing,	
citing the bene fits to the students in terms of discip lin ary know ledge as his main 
reason for support ing the approach.

Becoming a full- fledged member of students’ discourse communit ies means becom ing 
aware of the linguistic char ac ter ist ics of the genres that they need and their own subject 
area. This process is one that corpus linguist ics tech niques help accel er ate through 
offer ing students expli cit aware ness of these features rather than the tradi tional route 
of gradu ally build ing up an impli cit under stand ing.

Paul

These	 teach	ers,	 then,	 high	light	 the	 advant	ages	 of	 a	 discip	line-	specific	 DIY	
corpus,	 noting	 the	 possib	il	it	ies	 for	 indi	vidu	al	ized	 learn	ing	 and	 the	 access	 to	
relev ant language in students’ own fields. The disad vant ages mentioned included 
tech nical issues and concerns over class manage ment.

Discussion

Both	students	and	teach	ers	agreed	with	research	ers’	claims	as	to	the	bene	fits	of	
DIY	corpora,	 in	partic	u	lar	 the	huge	advant	age	of	having	a	 special	ized	corpus	
tailor- made to the student’s discip line and field. They point to the language- 
learn ing oppor tun it ies that such a special ist resource offers for invest ig at ing, 
check ing, and refin ing discip line- specific writing. In contrast to ready- made 
corpora,	students	can	readily	under	stand	the	context	and	language	of	their	DIY	
corpus	and	find	it	imme	di	ately	relev	ant	to	their	needs.	While	the	students	focus	
partic u larly on the bene fits they exper i ence when using the corpus, includ ing 
speed, effi ciency and accur acy, both students and teach ers high light the import ance 
of the autonomy, control, and inde pend ence that a tailor- made resource can bring.
In	 terms	of	disad	vant	ages,	 students	and	teach	ers	agree	 that	 the	DIY	corpus	

approach can be time- consum ing. However, it should be noted that corpus 
construc tion is now quicker and easier with the AntFileConverter, and can be 
further speeded up by elim in at ing the clean ing process, since a ‘dirty’ corpus is 
adequate	 for	 most	 students’	 purposes.	 Of	 course,	 learn	ing	 how	 to	 use	 new	 
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soft ware does take time, and to ensure reas on able famili ar ity with the tech nical 
proced ures, students need to be assigned clear goals and tasks for build ing and 
consult ing their corpus on a regular basis. However, it is import ant to stress that 
time spent on select ing and analys ing corpus data is time devoted to valu able 
language- learn ing activ it ies, stim u lat ing students to think care fully about the 
language of their discip line, expos ing them to multiple examples of its discourse, 
and enga ging them in invest ig at ing its char ac ter ist ics.
One	 disad	vant	age	 mentioned	 only	 by	 students	 concerned	 the	 quality	 of	

language	in	their	corpora.	One	way	of	tack	ling	this	issue	is	to	encour	age	students	
to expand their corpus, since it is likely that non- stand ard language will then 
become relat ively less frequent and can be more easily discoun ted. It is also 
import ant that students learn to pay atten tion to relat ive- frequency data, to 
ignore examples that occur rarely or are limited to articles written by a single 
writer	and	to	focus	on	central,	 typical	patterns.	As	students	may	well	be	more	
used to study ing single examples, they may not always under stand the neces sity 
of taking relat ive frequen cies into account. However, this is funda mental to 
corpus work and an import ant concept to grasp.
One	 example	 of	 a	 task	which	 alerts	 students	 to	 the	 import	ance	 of	 relat	ive	

frequen	cies	is	the	use	of	Word	List	to	examine	the	linking	adverbs	however, never-
the less, and nonethe less	in	the	mater	ial	on	‘Making	and	Countering	Arguments’.	
Students are asked to record the frequen cies of the three adverbs in their  
corpus and discuss their results in groups. Typical find ings reveal huge differ ences 
in frequency between however, which is highly frequent in all discip lines, 
and never the less/nonethe less, which are compar at ively rare or even nonex ist ent. 
Students often regard these adverbs as inter change able, but when confron ted 
with	 the	data,	 they	 imme	di	ately	 realize	 that	however is the preferred choice of 
expert writers.
A	disad	vant	age	mentioned	by	two	out	of	the	three	teach	ers	was	the	tech	nical	

diffi	culty	of	famil	i	ar	iz	ing	them	selves	with	the	soft	ware.	Interestingly,	tech	nical	
issues	did	not	feature	markedly	in	the	students’	list	of	disad	vant	ages,	with	only	4%	
of	students	saying	that	they	exper	i	enced	prob	lems	in	this	area.	Although	working	
with	DIY	corpora	defin	itely	adds	a	tech	nical	dimen	sion	to	EAP	work,	it	should	
be noted that concord ance soft ware is continu ally being improved and made 
more	 user-	friendly.	Nonetheless,	 a	 reas	on	able	 level	 of	 confid	ence	 and	 skill	 in	
using computers is needed so that teach ers can feel comfort able intro du cing the 
soft ware to students.
For	 the	 teach	ers,	perhaps	 the	most	 serious	disad	vant	age	of	 the	DIY	corpus	

approach	was	its	effect	on	class	manage	ment;	the	down	side	of	indi	vidu	al	iz	a	tion	is	
the diffi culty of estab lish ing and main tain ing a sense of cohe sion and shared 
purpose in the class. Students can become very absorbed in their indi vidual work 
and reluct ant to inter rupt it in order to share their find ings with others. However, 
it is precisely the discus sions in the oral phase of the class which consol id ate the 
indi vidual work, bring ing to it a new compar at ive dimen sion and ensur ing that 
students	can	artic	u	late	and	explain	the	gener	al	iz	a	tions	they	draw	from	their	data	
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(Flowerdew	2008;	Charles	2015).	To	gain	maximum	benefit	from	DIY	corpus	
work, indi vidual corpus consulta tion should be firmly embed ded within a group 
task,	prefer	ably	includ	ing	oral	feed	back	to	the	whole	class.	One	way	of	achiev	ing	
this is to set up the discus sion groups at the begin ning of each class, so that 
students perceive the oral feed back phase as integ ral and essen tial to all the  
class work.

Conclusions

The	views	of	students	and	teach	ers	clearly	suggest	that	the	DIY	corpus	approach	
provides	a	valu	able	 tool	 for	 special	ized	EAP	students	as	 they	write	 them	selves	
into	their	discip	lin	ary	fields.	The	more	special	ized	the	student,	the	more	likely	it	
is that the approach will prove appro pri ate and worth while. However, it is neces-
sary to weigh up the gains of having a highly specific resource against the time 
taken to achieve it, includ ing both construct ing the corpus and learn ing how to 
use	the	soft	ware.	For	many	less	special	ized	classes,	ready-	made	corpora	will	prove	
adequate.
It	 is	also	worth	stress	ing	a	 further	benefit	of	 the	DIY	corpus	approach	that	

distin guishes it from consult ing a ready- made corpus: the learn ing oppor tun it ies 
provided by the process of corpus construc tion itself. Students have to consider 
what they regard as suit able for inclu sion in their corpus. They have to collect, 
eval u ate, and select the mater ial they will work with, in the process confront ing 
ques	tions	such	as:	What	consti	tutes	‘good	writing’	in	my	field?	Which	papers	will	
provide	me	with	useful	language	to	study?	This	extra	dimen	sion	to	corpus	work	
helps develop students’ aware ness of discip lin ary discourse and sharpens their 
crit ical engage ment with the liter at ure.
It	can	also	be	argued	that	the	value	of	DIY	corpus-build	ing	is	not	confined	to	

the	EAP	class.	Once	gained,	a	basic	famili	ar	ity	with	corpus	methods	provides	a	
set of trans fer able skills which can be used through out the student’s career and 
applied	 in	 a	 range	 of	 differ	ent	 circum	stances,	 includ	ing	 (but	 by	 no	 means	
restric	ted	to)	academic	writing.	As	noted	earlier,	DIY	corpus-	build	ing	already	
forms part of some teacher train ing and trans la tion programmes, but it could be 
useful for students working in the social sciences, in liter ary fields, and in profes-
sional ESP contexts. It could also be offered as part of a package of research 
train ing mater i als to enhance editing skills for both gradu ates and junior 
research	ers.	As	one	teacher	( James)	put	it,	the	know	ledge	and	skills	that	students	
learn	as	they	build	and	consult	a	DIY	corpus	give	them	‘a	tool	for	life’.
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Introduction

This chapter will examine the teach ing of a popular culture course in a Hong 
Kong univer sity classroom using a blended- based learn ing and project- based 
learn ing format with the object ive of enhan cing media liter acy and crit ical 
engage	ment	 in	 the	 analysis	 and	 creation	 of	 both	 online	 and	 offline	 texts.	 A	 
case study approach will be used to illus trate this pedago gic approach, based  
on a specific classroom- situ ated work shop requir ing students taking the course to 
work in small teams to visu ally and verbally create a fashion tribe when explor ing 
the notion of iden tity form a tion using a hard- copy montage of images and  
edit or ial mater ial. In addi tion, the responses of students to the creat ive output of 
each group will be analysed from the course Facebook site where the students 
shared their work shop outcomes follow ing an in- classroom ‘show and tell’ 
session.

In this way, the effect ive use of various spaces of classroom engage ment will 
be examined in the process of teach ing popular culture in a creat ive way. This is 
done by adopt ing a pedagogy of inter ven tion in the process of know ledge enquiry 
whereby the teacher facil it ates connec tions for the student between formal and 
informal	academic	 literacies	by	blend	ing	 the	hori	zontal	discourses	of	every	day	
life with the vertical discourses of educa tion, for example, when analys ing and 
creat ing popular- culture texts. Findings from student feed back suggest that the 
inten ded outcomes of this teach ing approach for a content- based course occur in 
terms of a heightened crit ical aware ness of popular culture regard ing the produc-
tion and consump tion of texts; enhanced engage ment and agency involving 
know ledge acquis i tion; and more signi fic ant learner autonomy in prepar a tion for 
navig at ing life outside the classroom.

9
POPULAR CULTURE AS CONTENT-
BASED INSTRUCTION IN THE  
SECOND LANGUAGE CLASSROOM TO 
ENHANCE CRITICAL ENGAGEMENT

Anne Peirson-Smith
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Background

The devel op ment of crit ical and creat ive think ing skills has become an import ant 
consid er a tion across the higher- educa tion curriculum glob ally. Increasingly, 
educat ors are mindful of the need to facil it ate whole- person educa tion to prepare 
students with the neces sary social skills to ready them for a compet it ive, know-
ledge- based work place where gradu ates are hired on the basis of their ability to 
demon	strate	higher-	order	compet	en	cies.	Generally,	this	is	based	on	the	under-
stand ing that higher- educa tion courses should enhance analyt ical and crit ical 
think ing skills from expos ure to a range of sources and texts in a given subject in 
the human it ies and social sciences, whilst analyt ic ally compre hend ing and 
synthes	iz	ing	their	impli	cit	claims	and	evid	ence;	in	addi	tion	to	under	stand	ing	the	
sociocul tural context of those texts and their claims by eval u at ing, under stand ing, 
and ques tion ing those sources as a means of devel op ing an indi vidual view point.
This	 need	 to	 prepare	 students	 for	 life	 is	 reflec	ted	 in	 the	 liber	al	ized	 and	

broadened content of the higher- educa tion curriculum by a focus on topics such 
as	 popular	 culture	 and	 film	 studies	 in	 both	 General	 Education	 and	 out-	of-
discipline courses made avail able for students univer sity- wide, ‘as a way of broad-
en	ing	students’	learn	ing	exper	i	ences’	(Miller	&	Peirson-Smith	2014:	97).

The teach ing approach cred ited with facil it at ing this effect ively is content-
based	instruction	(CBI),	and	partic	u	larly	sustained	CBI	in	the	second	language	
classroom,	reflect	ing	the	various	paradigm	shifts	that	have	resul	ted	in	more	flex-
ible	learn	ing	frame	works	being	intro	duced	into	ESL/EFL	pedago	gies.

Building on the tradi tion of content-based instruction

In	 terms	 of	 teach	ing	 approaches	 and	 strategies,	 CBI	 is	 not	 a	 new	 pedago	gic	
concept	or	prac	tice,	imple	men	ted	from	the	1960s	as	content-	based	L2	courses	in	
language	educa	tion	and	English	for	Specific	Purposes	(ESP)	classrooms	in	partic-
u	lar.	As	 a	means	of	 employ	ing	 a	 subject	 rather	 than	 a	 language	orient	a	tion	 as	 
a teach ing vehicle for more engaged learn ing, the content of the course syllabi 
drives the type and level of language use, unlike a generic language- domin ant 
course	 (Brinton,	 Snow,	 &	Wesche	 1989).	 The	 rationale	 for	 adopt	ing	 a	 CBI	
approach is based on the idea that by merging content and language, students are 
able to develop their academic subject know ledge along side language devel op-
ment	oppor	tun	it	ies.	As	Stoller	suggests,	it	gives	‘a	means	for	students	to	continue	
their academic devel op ment while also improv ing their language profi ciency’ 
(2004:	262).

Content-based instruction typo lo gies

The	range	of	CBI	approaches	covers	a	sliding	scale	of	meth	od	o	lo	gical	pedagogy	
(Williams	1995),	in	terms	of	the	context	in	which	it	is	imple	men	ted	across	the	
educa tional range, from pre- school to post- second ary and higher educa tion 
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involving consid er a tions of whether it is content- oriented or language- oriented 
(Snow	&	Brinton	1997)	 in	both	first-	language	 (L1)	 and	 second-	language	 (L2)	
classrooms	 (Zwiers	 2008).	 In	 addi	tion,	CBI	 can	 also	be	 struc	tured	 in	 various	
ways compris ing a total programme, or used for partic u lar courses, includ ing 
General	Education	and	out-	of-discipline	classes.
Its	relat	ively	recent	evol	u	tion	into	sustained	CBI	(Pally	1997,	1998,	2001)	is	

relev ant for the current analysis with refer ence to classes whereby students 
progress ively prac tise English- language skills when study ing one subject area in 
depth over one semester, visit ing differ ent sub- topics that form a larger topic, 
with the earlier subject matter provid ing the found a tions and links to later course 
content. This affords students increased oppor tun it ies to tap into the struc tured 
content	or	‘scaf	fold	ing’	(Vygotsky	1962)	presen	ted	initially	by	the	instructor,	in	
addi tion to sharing with and learn ing from peers.
In	this	way,	 sustained	CBI	provides	a	context,	often	using	project-	oriented	

assess ments, allow ing learners to employ situ ated academic language and skills by 
authen tic ally address ing a given discip line in a compre hens ive way, acquir ing 
trans fer able skills in a staged manner, and build ing on previ ous know ledge to 
under stand and develop subject matter subsequently intro duced and discovered 
progress ively across the course. This approach fills the gap between the skills 
provided	 in	 the	 tradi	tional	 L2	 classroom	 and	 the	 concep	tual	 and	 linguistic	
compet en cies required in the work place and every day life. It also imparts the 
cognit	ive	 academic	 learn	ing	 profi	cien	cies	 (Cummings	 1981)	 acquired	 by	 ‘[h]
igher- level reading, synthesis, research and academic/profes sional present a tion 
(written	and	oral)’	(Pally	2000:	9)	as	would	also	occur	in	the	L1	content-based	
classroom.

Here, the gap between content and crit ical think ing skills is filled within a 
given field by immers ing students in a subject or discip line, such as popular 
culture, and access ing content through guided and non- guided read ings supple-
men ted by student- direc ted inform a tion searches from both print and digital 
sources. This also requires crit ical immer sion and engage ment with the content 
both	inside	and	outside	the	classroom,	includ	ing	an	online	pres	ence.	Concepts,	
ideas,	and	texts	can	be	debated,	discussed,	and	synthes	ized	in	verbal	and	written	
form ‘using the argu ment a tions and rhet or ical conven tions of a discip line’ and 
written about ‘over a long enough period of time to revise both ideas and prose’ 
(Pally	2000:	9).	In	the	process,	the	student	has	an	oppor	tun	ity	to	demon	strate	a	
full grasp of the subject content in chart ing their trans ition from ‘knower’/student 
to	‘known’/citizen	(Maton	2007).	The	known–knower	dynamic	oper	ates	within	
the macro educa tion system of know ledge produc tion and consump tion founded 
on the vertic ally delivered prescript ive content from teacher and text book and 
learnt	discourses	from	English	for	Academic	Language	(EAL)	course	content	in	
prepar a tion for profes sional careers. In sustained content- based courses, such as 
General	Education	 and	out-	of-discipline	 courses,	 this	 approach	 is	often	 juxta-
posed	with,	and	can	comple	ment,	the	hori	zontal	discourses	of	every	day	life	found	
in	‘oral,	local,	context	depend	ent	and	specific’	scen	arios	(Bernstein	1999:	159).
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Teaching and learn ing on courses such as popular culture or film studies  
(see	 Pally	 2000)	 takes	 a	 crit	ical	 literacies	 approach	 (Giroux	 1997),	 based	 on	 
the present a tion of vertical know ledge by initially provid ing a frame work of 
theor et ical content intro du cing the complex it ies of the subject through diverse, 
multimodal discourses. Throughout the course, students are encour aged to apply 
this	frame	work	by	explor	ing	their	subject	ive	lived	exper	i	ences—their	hori	zontal	
know	ledge—in	 order	 to	 elucid	ate	 the	 vertical	 know	ledge	 provided	 by	 the	
instructor in struc tured lectures and read ings, as part of the course content. This 
discurs ive shift away from more tradi tional pedago gical approaches posi tions the 
student as agent whereby their own perspect ives and exper i ences consti tute a 
valid part of the know ledge enquiry and analysis.

This agency provides students with the poten tial to become active parti cipants 
in the social process of learn ing. In this process, students taking a content- based 
course consti tute an inter pret ive community tasked with analys ing crit ical issues 
such as ideo logy, repres ent a tion, and iden tity posi tion ing in the second- language 
classroom	through	crit	ical	engage	ment	with	situ	ated	texts	(Wallace	1992).	The	
sustained	 content	 approach	 also	 enables	 learners	 to	 become	 actively	 social	ized	
into discourse communit ies, albeit student discourse communit ies. This in turn 
prepares them for the profes sional communit ies of prac tice that they plan to enter 
on gradu ation, provid ing tangible outcomes for both their combined vertical and 
hori	zontal	learn	ing.	As	Pally	notes:

language	emerges	from	context	and	purpose	(instru	mental	and	inter	act	ive),	
and that language learn ing is boosted by specific contexts: notably, the real- 
world tasks and social exchanges in which learners engage.

Pally 2001: 280

Teaching popular culture in the second-language classroom

A	 few	 studies	 have	 provided	 insights	 into	 the	 use	 of	 sustained	 content-	based	
courses	in	creat	ive	modes	to	heighten	crit	ical	compet	en	cies	and	literacies	in	L2	
higher-	educa	tion	classes	on	film	studies,	for	example	(Pally	2000),	to	acquaint	
junior under gradu ates with a range of academic commu nic at ive compet en cies 
and rhet or ical prac tices useful for their subsequent subject- specific studies. 
Equally, another study using sustained content- based learn ing on the topic of 
health	issues	for	a	high-	inter	me	di	ate	ESL	course	util	iz	ing	inter	activ	ity,	inter	dis-
cip lin ary, inter tex tu al ity, and inter cul tur al ity resul ted in height en ing students’ 
cultural aware ness and sense of community. This was based on ‘social values, atti-
tudes, justice and injustice’, enabling the class to learn ‘from one another how to 
think crit ic ally and commu nic ate their ideas in English in an academic setting 
. . . to trust them selves to talk and listen confid ently and to parti cip ate will ingly’ 
(Bailey	2000:	191).
In	the	context	of	the	second-	language	classroom	in	Southeast	Asia,	the	use	of	

film at univer sity level as a content- based source yielded posit ive learn ing 
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outcomes in terms of ‘the devel op ment of analyt ical ability and aesthetic aware-
ness; of film know ledge; of English-language skills; of broader academic skills;  
of interest and enhanced enjoy ment; and the devel op ment of a broader under-
stand	ing	about	 the	world	and	their	place	 in	 it’	 (Chapple	&	Curtis	2000:	429).	
Equally,	 teach	ing	 popular	 culture	 as	 a	 General	 Education	 course	 for	 second-	
language learners in a depart ment of English at a Hong Kong univer sity supports 
the	bene	fi	cial	impact	of	a	sustained	content-	based	course	for	L2	learners:	‘adopt	ing	
a crit ical pedagogy high lights the advant ages of using popular cultural texts and 
prac	tices	 as	 step	ping	 stones	 for	 second-language	 learners	 in	 Asia	 in	 order	 to	
develop	 more	 crit	ical	 analyt	ical	 skills’	 (Peirson-Smith,	 Miller,	 &	 Chik	 2014:	
253).	In	addi	tion,	it	is	bene	fi	cial	in	gener	at	ing	‘creat	ive	know	ledge,	collab	or	at	ive	
skills,	enhanced	cultural	and	crit	ical	literacies	and	discurs	ive	strategies’	(Miller	&	
Peirson-Smith	2014:	108).	Building	on	this	argu	ment,	the	chapter	will	suggest	
that non- tradi tional, sustained content courses imple ment ing an analyt ical 
pedago gical approach enhance crit ical and creat ive literacies founded on a 
reread	ing	of	the	status	quo	and	the	estab	lished	order	by	drawing	on	hori	zontal	
learn ing resources of lived, situ ated exper i ences. In this way, the learner reads the 
content from their own perspect ive by relat ing it to their personal envir on ment, 
and	discov	ers	empower	ment	in	the	collab	or	at	ive	power	rela	tions	of	citizen	ship	
exer cised by indi vidu als and insti tu tions in society.
Motivating	 students	 to	 learn	 and	 sustain	ing	 interest	 in	 the	 subject	 is	 often	

based on the recog ni tion by the learner that learn ing is taking place and that 
effort is matched by bene fits. This may be eval u ated by the learner in terms of  
the ability to complete the task or to fulfil learn ing encoun ters based on the 
content know ledge acquired. This chapter will further suggest that progress ive 
content- based courses through the use of stim u lat ing mater ial resources and 
authen tic contexts, in addi tion to inter act ive, student- led exer cises, despite the 
complex ity of the inform a tion being presen ted and accessed, can be geared up to 
enhan cing interest and the trig ger ing of intrinsic motiv a tion leading to an elev-
ated	learn	ing	exper	i	ence.	This	intrinsic	occur	rence	has	been	described	as	a	‘flow’	
state.	According	to	Csikszentmihalyi’s	theory	of	optimal	exper	i	ences	(1990),	it	
leads to increased learn ing, based on a decade’s worth of longit ud inal qual it at ive 
research analys ing educa tional or work place exper i ences. Flow states in language- 
learn ing contexts can occur when personal compet en cies and know ledge are 
chal lenged, result ing in more focused atten tion, complete involve ment in the 
activ ity at hand, and detach ment from tempor al ity and personal issues, thereby 
maxim	iz	ing	and	sustain	ing	the	learn	ing	moment.

Out- of-discipline and General Education courses in  
Hong Kong’s linguistic land scape

Given	 its	 colo	nial	 back	ground,	 Hong	 Kong	 currently	 has	 a	 multi	lin	gual	 
land	scape,	with	Cantonese	as	the	predom	in	ant	first	language	of	the	street,	enter-
tain	ment,	and	popular	culture	(Poon	2004;	Peirson-Smith	et	al.	2010).	Whilst	
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English still oper ates as the major language of inter na tional trade, commerce, 
finance,	 admin	is	tra	tion	 and	 advanced	 educa	tion	 (Nunan	 2003;	 Evans	 2009,	
2010),	over	the	past	decade	Putonghua	has	also	been	increas	ingly	employed	in	
these fields. Equally, the second ary school educa tion system has shifted to a more 
controlled	set-	up	post-	handover.	From	1997	onwards,	the	HKSAR	Education	
Bureau	limited	the	primary	English	medium	of	instruc	tion	to	a	quarter	of	local	
schools	in	the	system,	with	the	major	ity	teach	ing	in	Chinese.	By	way	of	contrast,	
the primary medium of instruc tion for all eight univer sit ies in the territ ory is 
English, based on the under stand ing that this will prepare students for gradu ate- 
level	entry	in	the	glob	al	ized	work	place.	Therefore,	most	classes	across	the	univer-
sity curriculum operate in a second- language medium.

The univer sity system has also under gone numer ous revi sions and restruc-
tur ing exer cises in the past two decades. Post- handover also saw the imple ment-
a	tion	of	 a	 credit	 unit	 system	 from	1998,	 accom	pan	ied	 by	 liber	al	iz	a	tion	of	 the	
curriculum and the intro duc tion of ‘out- of-discipline’ courses in 2000 in the 
univer sity under study here, requir ing all students in all subject areas to take six 
to nine credits outside their normal discip lin ary studies. This also paved the way 
for the restruc tur ing of both the second ary school and univer sity system to 
accom	mod	ate	a	four-	year	degree	programme	or	a	3	+	3	+	4	model	that	was	intro-
duced	 in	 all	 univer	sit	ies	 from	 2012	 onwards.	 At	 the	 same	 time,	 other	 forces	
impacted signi fic antly on human it ies teach ing at univer sity level. In partic u lar 
the	liber	al	iz	a	tion	of	the	second	ary	school	curriculum	from	2005	saw	the	intro-
duc tion of more creat ive subjects and crit ical enquiry with the remit that students 
should	as	informed	citizens	be	able	to	discuss	social	issues	in	an	active,	confid	ent,	
and	interpretative	way.	Linked	to	this	trend,	whilst	all	Hong	Kong	univer	sit	ies	
have	addressed	various	student-centred	learn	ing	initi	at	ives	since	2005,	the	Hong	
Kong-	based	univer	sity	in	this	study	became	commit	ted	to	the	Discovery	Enriched	
Curriculum	(DEC)	across	the	board	for	all	programmes	in	all	discip	lines.	The	
DEC	 pledge	 prom	ises	 that	 every	 student	 will	 discover	 and	 innov	ate	 in	 each	
course and programme that they take.
The	 intro	duc	tion	 of	 General	 Education	 (GE)	 courses	 on	 subjects	 such	 as	

popular	 culture	 (Peirson-Smith	 et	 al.	 2014)	 or	 sports	 commu	nic	a	tion	 (Miller	
2015)	built	on	this	notion	of	broad	en	ing	students’	cognit	ive	hori	zons	by	provid	ing	
a found a tion level of broad- ranging topics for the new under gradu ate intake. In 
addi	tion	 to	 taking	 21	 credits	 of	 GE	 courses,	 at	 college	 level	 under	gradu	ate	
students are required to take nine credit units of college- specified courses 
(formerly	known	as	‘out-	of-discipline’	courses).

Case study: the Popular Culture and Social Life course

In global terms, popular culture as a new liter acy has been present on the 
European	and	North	American	higher-	educa	tion	syllabus	for	decades	as	a	way	of	
gener at ing student interest by analys ing famil iar texts in an unfa mil iar way 
(Prensky	 2001;	 Gee	 2003)	 or	 as	 a	 way	 of	 devel	op	ing	 media	 literacies	 using	 
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person	al	ized	obser	va	tions	and	multi-	level	analysis	(Buckingham	&	Green	1994;	
Masterman	1987).	This	is	a	relat	ively	new	depar	ture	in	Asia,	with	Hong	Kong	
seem ingly leading the way by integ rat ing the subject into the second ary- school 
and univer sity- level curricula, given that popular culture is intrins ic ally woven 
into the lives of young people in terms of how they spend their leisure time and 
money as popular culture consumers
The	course	under	analysis	here,	‘Popular	Culture	and	Social	Life’,	is	a	semester-	

long,	 three-	credit	 unit,	College	 of	Humanities	 and	 Social	 Sciences	 (CLASS)	
specified	 course,	 run	 by	 an	 exper	i	enced	 instructor	 from	 the	 Department	 of	
English	with	a	research	special	ism	in	this	subject	field.	The	class	size	is	65–75	on	
average,	compris	ing	junior	and	senior	level	students	from	across	the	College,	in	
addi tion to exchange students from global univer sit ies repres ent ing students from 
a variety of cultures and discip lin ary fields. The aim of the course is to acquaint 
students with the theor et ical frame work using groun ded examples of a new 
subject outside their field for the purposes of devel op ing crit ical literacies and 
commu	nic	at	ive	compet	en	cies	in	English	(see	Table	9.1).
During	 this	 course,	 popular	 culture	 topics	 are	 explored	 each	 week	 across	

various	 themes—fashion,	 sport,	 food,	 travel,	 advert	ising,	 film,	 music,	 social	
media	and	tech	no	logy,	for	example—in	a	mini-	lecture	format	inter	spersed	with	
inter act ive class exer cises. This enables the direct applic a tion by students of newly 
acquired concepts, from a vertical know ledge source of prescript ive content to 
inform	a	tion	from	their	own	lives,	repres	ent	ing	hori	zontal	discourses.	The	main	
theor	et	ical	 frame	work	 for	 the	 course	was	 sourced	 from	 John	 Storey’s	Cultural 
Theory and Popular Culture, based on a six- part typo logy of popular culture:

(1)	 culture	that	is	liked	by	many	people;
(2)	 ‘inferior	culture,’	that	which	is	left	over	from	‘high	culture’;
(3)	 mass-	produced	commer	cial	culture;

TABLE 9.1	 Course	Intended	Learning	Outcomes	(CILOs)	for	‘Popular	Culture	and	
Social	Life’

‘Popular	Culture	and	Social	Life’
Upon success ful comple tion of this course, students should be able to:
1. Understand and apply basic theor et ical approaches in the field of popular culture 
studies.
2. Identify and eval u ate crit ic ally the circu la tion of cultural and subcul tural images and 
iden tit ies in popular cultural texts.
3.	Identify,	analyse	and	eval	u	ate	the	roles	of	language	in	construc	tion	of	images	and	
iden tit ies in popular cultural texts.
4.	Describe	and	crit	ic	ally	eval	u	ate	the	rela	tion	ship	between	popular	cultural	images/
texts and social issues.
5.	Critically	eval	u	ate	and	reflect	upon	the	rela	tion	ship	between	consump	tion	of	popular	
culture and social life.
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(4)	 culture	which	origin	ates	from	the	people;
(5)	 culture	 which	 results	 in	 change—the	 inter	sec	tion	 between	 culture	 and	

power;
(6)	 every	day	life,	from	a	post	mod	ern	perspect	ive,	where	there	is	no	distinc	tion	
between	high	and	low	culture.	(Storey	2001:	6)

This approach enables students to eval u ate popular culture topics from various 
analyt ical perspect ives to appre ci ate the complex ity of the subject. Equally, it 
assists	them	to	recog	nize	that	there	was	no	one	best	model	answer	for	this	enquiry,	
as answers had to be based on explor at ory know ledge with claims and evid ence 
in argu ment a tion that were often legit im ately groun ded in a subject ive way, 
based on personal examples. Each popular culture sub- theme is explored both in 
class discus sions and after class in a course Facebook group from global, local, and 
‘gloc	al	ized’	perspect	ives.	This	approach	aims	 to	reflect		 the	complex	it	ies	of	 the	
dynamic global circu la tion of popular culture products, commod it ies, and texts 
(Appadurai	 1990)	 and	 how	 they	 are	 appro	pri	ated	 and	 reappro	pri	ated	 by	 the	
various	cultures	across	space	and	place	that	assim	il	ate	them	(Iwabuchi	2002).	It	
also enables students to make sense of their own consump tion encoun ters and 
affect ive connec tions with popular cultural products within a subject ive frame.

Popular culture and/as fashion and iden tity

The sub- theme of fashion and popular culture runs over two weeks in two three- 
hour	classes.	By	means	of	a	mini-	lecture,	the	students	are	broadly	intro	duced	to	
the inter dis cip lin ary subject of fashion itself. Key defin i tions and termin o logy are 
provided and applied in the first lecture. This inform a tion is then elab or ated in 
weekly	 recom	men	ded	 read	ings	 on	 Canvas,	 the	 course	 learn	ing	 manage	ment	 
site, in- class group exer cises, and in Facebook discus sions. This enables the 
explor a tion of general prin ciples of fashion in a multi- faceted way, from the 
current mode of dress and appear ance that changes across time, space, and place, 
to its exist ence as a cultural subject across a range of cultural codes employed  
in	‘creat	ing	meaning	for	partic	u	lar	indi	vidu	als	or	groups’	(Craik	2009:	14).	Using	
Storey’s six- part model to frame the first lecture, fashion is explored as a cultural 
subject, oper at ing both indi vidu ally or collect ively as a badge of iden tity in  
terms of how it is created, appro pri ated, and consumed, yet beyond this  
being	also	‘a	matter	of	produc	tion,	distri	bu	tion	and	retail	ing’	(Braham	1997:	121)	
involving consid er a tions of control, polit ics, econom ics, and power rela tions 
(Storey	2001).

This broader inter pret a tion using Storey’s model is exem pli fied by one 
Facebook post by a student on the course respond ing to the instructor’s ques tion 
‘Are	fashion	and	popular	culture	connec	ted?’:

First, culture is widely liked by many . . . It allows wearers to gain a sense 
of belong ing when they wear similar styles of cloth ing.



132 Anne Peirson-Smith

Second, fashion can be defined as high and low fashion. Famous brands 
like	 Louis	 Vuitton	 and	 Gucci	 are	 high	 fashion,	 which	 are	 expens	ive.	
Fashion,	which	is	mass-	produced,	is	low	culture,	like	H&M	and	Uniqlo.
Third,	 fashion	 is	a	mass	commer	cial	ized	culture.	The	produc	tion	and	

consump tion of fashion is an endless cycle.
Fourth, fashion is from the people. For example, street fashion is from 

style gangs like hipsters on the street.
Fifth, fashion is a hege monic power struggle. Poor people cannot afford 

the high price of famous brands. The ones who wear high fashion clothes 
are most likely the upper class in society who have much more power.

Finally, fashion is a post mod ern mix and match culture, e.g. females can 
wear male style clothes or we can wear old and new stuff and be in fashion.

Jennifer, 19, Asian and International Studies major

In the second three- hour session, fashion was examined in a micro- way as a 
purely cultural phenomenon, using a mini- lecture and guided exer cises intro du-
cing the topic of fashion and iden tity by examin ing the subject as a coded social 
and cultural differ en ti ator in terms of how, why, when, and where we use fashion 
and accessor ies in combin a tion to dress into groups or outside them by commu-
nic at ing a sartorial connec tion with a partic u lar style tribe. Following a group 
exer cise based around what each group member was commu nic at ing in terms of 
the outfit that they were wearing, the remainder of the session was devoted to an 
in- class, two- hour work shop where each group, typic ally of four to six persons, 
had to create their own style tribe for a specific demo graphic, provid ing a name 
for the ‘look’ that they had created and devis ing a sentence in terms of what this 
partic u lar style was ‘saying’.
Each	group	was	provided	with	a	pile	of	magazines,	glue,	and	scis	sors,	A3	paper,	

and coloured white board markers to create their own fashion tribe by making a 
fashion montage. The instructor circu lated the class through out the dura tion of 
the exer cise observing progress, clari fy ing task object ives, prompt ing group 
members about the fashion and popular culture concepts that had been covered 
during	two	weeks	of	engage	ment	with	this	subject.	Once	each	group	had	completed	
the exer cise, they were tasked with sharing their fashion tribe and its message with 
the	whole	class,	and	each	A3	output	was	displayed	on	the	course	Facebook	site	
follow ing the class for further discus sion and comment ary. This fashion tribe 
work shop repres ents a sustained- content approach in action with the prime inten-
tion of height en ing the learn ing exper i ence by provid ing a stim u lat ing, hands- on 
exer cise to fully engage the students and enable them to apply concepts to prac tice 
in a phys ical way aligned with the mater i al ity of the subject matter.
Methodologically	this	qual	it	at	ive,	action-	based	case	study	(Miles	&	Huberman	

2008)	of	summat	ive	student	feed	back	and	follow-	up	focus	group	inter	views	also	
gener ated data that were themed and coded in terms of learn ing outcomes, 
namely, applied skills, involve ment, and motiv a tion, as repor ted in the follow ing 
sections.
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Challenging personal compet en cies and know ledge:  
student feed back

The	students’	reflect	ive	responses	to	the	work	shop	suggest	that	the	unique	ness	of	
the task tests their compet en cies and content- based know ledge in a number of 
ways. First, to execute the task effect ively and in the given time period, they must 
divide up the labour. Some in the group will be respons ible for cutting images 
out	of	the	magazines,	others	will	sort	and	select	them	into	categor	ies	and	possible	
options for the style tribe, whilst others will be respons ible for stick ing the clipped 
images onto the paper to create the montage, leaving others to compose the 
commu	nic	at	ive	sentence.	As	one	student	observed:

It was a good exer cise in group work as we all had to take part in it and all 
of us wanted to use our differ ent strengths such as creat ive think ing, writing 
or design which we often don’t get to use in classes outside of our area as 
we are just fixed on learn ing a new subject.

Tom, 18, Chinese Translation major

Many	respond	ents	noted	that	it	was	an	inter	est	ing	way	to	test	their	under	stand	ing	
of the lecture content and concep tual know ledge about the subject:

We	are	normally	used	to	using	lecture	notes	and	required	read	ings	to	write	
essays but this activ ity was very differ ent to the normal way we do things 
in classes to show that we have under stood what the lecturer says and I 
found it quite excit ing.

Mandy, 19, International and Asian Studies major

There was also an aware ness amongst the student groups that they were not just 
apply ing the content know ledge, but also their multi- modal language skills:

We	had	to	get	our	ideas	out	through	the	images	that	we	cut	and	pasted	and	
also the English names of our tribes . . . So, we were using our English 
language a lot to do this work.

Cherry, 18, English Studies major

During	 the	 period	 of	 eight	 semesters	 that	 this	 work	shop	 ran,	 the	 instructor	
observed each time that all groups and their members gave their undi vided atten-
tion to complet ing the exer cise from the moment that they had all the mater i als 
in	 hand.	 As	 a	 measure	 of	 the	 high	 levels	 of	 engage	ment	 with	 this	 task,	 the	
instructor invari ably has to give regular time checks to complete the task neces-
sit at ing the exer cise of good time manage ment skills.
Levels	of	collab	or	a	tion	were	high,	with	students	focus	ing	on	their	alloc	ated	

task to cut, stick, or write, interspersed with brain storm ing discus sions of what 
images should fit together, whether to use a colour scheme, whether to focus on 
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menswear or womenswear or both, and what name and message would best 
convey	the	essence	of	the	style	tribe	created.	As	one	respond	ent	said:

We	always	had	some	thing	 to	do	to	get	 this	 task	done	and	the	clock	was	
ticking	like	a	reality	TV	show!	I	really	enjoyed	the	group	discus	sions	that	
we had about the name of our style brand, the target and what we were 
trying	to	say	in	our	outfits—that	really	tested	our	minds	and	our	ability	to	
work together.

Ken, 19, Creative Media major

It was inter est ing to observe that for a socially medi ated gener a tion who are 
always	 seem	ingly	connec	ted	 to	mobile	 tech	no	logy	 (Prensky	2001),	 this	work-
shop created an action learn ing space where tech no logy was not needed.

We	 looked	 at	 the	 levels	 of	 tech	no	logy	 and	 social	media	 in	our	 lives	 the	
previ ous week in class and how hard we find it some times to be discon-
nec	ted	from	it.	But	during	this	work	shop	none	of	us	used	our	phones	.	.	.	
we had no time and needed to work very quickly together in a face- to-face 
way to get it all done.

Gloria, 20, Social Work major

All	of	the	observed	groups	demon	strated	high	levels	of	determ	in	a	tion	and	agency	
to get the task done in full and accord ing to the brief, with one respond ent 
describ ing their high level of engage ment with the task:

This was such a fun work shop and exer cise and we also produced some-
thing	 worth	while	 based	 on	 the	 lecture	 and	 read	ings.	 Also,	 we	 enjoyed	
doing it as we could use our own thoughts and be creat ive where there was 
no right or wrong answer and that gave us some freedom to think.

Jon, 19, Criminology major

Discussion: creat ive outcomes, motiv a tion, language  
enhance ment, and collab or a tion

The object ives of this work shop- based task invari ably prompt high levels of 
multi- modal creativ ity in terms of the ability of the students to collate images  
and words in a new way to commu nic ate their own ideas with relev ance to the 
topic being studied, in both visual and verbal forms. Essentially, it represented the 
range	of	creat	ive	output	and	the	blend	ing	of	vertical	with	hori	zontal	know	ledge	
to get the task done.

This ‘out- of-discipline’ popular culture class demon strated that sustained- 
content courses using a progress ive pedago gical approach with high levels of 
inter act ive, student- centred group work provided second- language students with 
the oppor tun ity to make sense of their lives by acquir ing content- based vertical 
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know	ledge	(Bernstein	1999)	and	ground	ing	it	in	their	own	exper	i	ences	during	
in- class exer cises and online Facebook discus sions. This is exem pli fied in the 
comments of one respond ent:

I’m a dedic ated online gamer and love new tech no logy so it was really 
inter est ing to look at the links between popular culture and tech no logy in 
differ ent ways as it is connec ted so much to our lives. In this fashion assign-
ment we were able to do a futur istic fashion tribe with wear able tech no-
logy.	We	called	it	Ex-Fashiona	with	the	tag	line,	‘If	you	can	imagine	it	–	you	
can	wear	it!’	We	were	refer	ring	to	a	recent	popular	film,	Ex-Machina about 
AI	and	robots	as	our	inspir	a	tion.

Jett, 19, Media and Communication major

Not	only	did	this	approach	elevate	students’	cognit	ive	faculties	and	subject	know-
ledge,	it	also	inves	ted	them	with	consid	er	able	levels	of	agency	(Giroux	1997),	as	
their subject ive perspect ives and groun ded examples also made sense of contem-
por	ary	subject	content.	Whilst	popular	culture	itself	is	highly	related	to	the	lives	
of the youth demo graphic, it is nonethe less a complex subject with a strong inter-
dis cip lin ary basis, borrow ing from cultural studies, media studies, commu nic a-
tion studies, anthro po logy, and soci ology.
Additionally,	 the	 aim	 of	 height	en	ing	 crit	ical	 think	ing	 skills	 requires	 the	 

tradi tional approach to teach ing and learn ing to be re- eval u ated and reworked in 
a	more	 progress	iv	ist	way,	 emphas	iz	ing	 indi	vidu	als	 as	 social	 actors	 and	 change	
agents	rather	than	as	passive	citizens	(Freire	&	Ramos	2000).	Here,	the	progress	ive	
pedago gical approach oper ates ‘not with teach ers and students but for and  
around	 them’	 (Gallagher	 2002:	 78),	 in	 the	 interests	 of	 effect	ively	 promot	ing	
second- language learners’ linguistic and cognit ive devel op ment by nurtur ing 
crit	ical	 liter	acy	 skills	 (Cummins	 1996).	 This	 suggests	 that	 both	 teacher	 and	
student are engaged in active know ledge co- creation in a collect ive learn ing 
scen ario, rein for cing the idea that pedagogy is essen tially a collab or at ive form of 
action.

Hence, a progress ive pedagogy approach using inter act ive exer cises through out 
the course is needed to bring it to life and make it relat able for the students. 
Giving	students	the	oppor	tun	ity	at	every	turn	to	make	the	subject	matter	their	
own would appear to be crit ical. This is espe cially pertin ent in a model answer 
culture such as Hong Kong; as an antidote to this the students were given free 
rein to discover and innov ate with their ideas in the work shop context.
According	 to	 the	 instructor’s	 obser	va	tions,	motiv	a	tion	 levels	 for	 the	 course	

and the classroom exper i ences were consist ently high. Using stim u lat ing, 
hands- on exer cises in group settings appeared to heighten engage ment, with 
creat ive outcomes that fulfilled the assign ment brief every time, and in many 
cases exceeded the instructor’s expect a tions in terms of the effort expen ded  
and the high level of creat ive output gener ated. It appears that provid ing  
classroom	space	 for	progress	ive	activ	it	ies	 facil	it	ated	an	 inspir	a	tional	 ‘flow	state’	
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(Csikszentmihalyi	1990)	as	a	stim	u	lus	for	cognit	ive	engage	ment,	active	involve-
ment, and creat ive deliv er ables.
Communicating	 in	 English	 in	 a	 variety	 of	 ways,	 from	 in-	class	 discus	sions	 

tied into the lecture input and peri odic required- reading analyses, to exten ded 
group- based work shop tasks and assign ments, both in class and online, appeared 
to	elevate	students’	English-	language	usage	in	context	(Pally	1998).	The	course	
demon strated that English- language enhance ment was occur ring success fully 
across	differ	ent	levels	of	afford	ances—speak	ing,	listen	ing,	collab	or	at	ing,	nego	ti-
at	ing,	and	writing—all	with	the	rhet	or	ical	purpose	of	present	ing	ideas	persuas-
ively to fit the task brief and convey meaning to the wider class.
Although	 certain	 aspects	 of	 popular	 culture	 are	 part	 of	 students’	 every	day	

leisure time activ it ies, on the whole they would not discuss a new fashion or 
music trend such as K-pop or K-fashion in English. Equally, they admit ted that 
they did not crit ic ally eval u ate their popular culture activ it ies other than on the 
basis of liking certain foods, music, fashion or films based on affect ive connec-
tions. It appeared that students were using English here in a new context and as 
part	 of	 a	 new	 discourse	 community,	 enabling	 them	 to	 reflect	 on	 its	multiple	
applic a tions from prac tical to emotional contexts.

The use of group discus sion exer cises and activ it ies appeared to enhance English-
language usage in a novel way. Some respond ents noted that the pedago gic style of 
the class, blend ing lectures with class exer cises and Facebook discus sions, had enabled 
them to prac tise their language skills, broad en ing their vocab u lary and content 
know ledge by using new termin o logy such as ‘hege mony’ or ‘post mod ern ism’.

Providing students with an oppor tun ity to analyse popular culture topics of 
their choice, or to gener ate their ideas subject ively, also appeared to gener ate 
confid	ence	in	using	English	in	spoken	and	written	formats.	As	one	student	said:	

I’ve never used English in this way before and the open way that we were able 
to express our own ideas and opin ions meant that I could speak freely in this 
language. 

Victor, 20, Applied Sociology

Popular culture, whether films or fashion, is some thing that students normally 
engage in and talk about in their first language and not usually in an educa tional 
setting.	 Discussing	 a	 seem	ingly	 famil	iar	 subject	 matter	 in	 English	 seemed	 to	
further	 stim	u	late	 their	 conver	sa	tions,	with	 a	new	 take	on	 the	knower–known	
(Maton	2007)	dynamic	provid	ing	 an	 added	 stim	u	lus	 to	 their	 second-language	
usage	(Peirson-Smith,	Chik,	&	Miller	2014).

The project- or exten ded task- based approach also enabled students to work 
cooper at ively, which appeared to heighten their motiv a tion to share ideas and 
discover know ledge. It also empowered them to apply their exist ing compet en-
cies to get the task done through a divi sion of labour and learn ing together when 
brain storm ing designs, brand names, and markets for their style tribes. Equally,  
it	prepared	them	for	life	in	the	team-	based	work	place.	More	specific	ally,	as	many	
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of the students taking this course will gradu ate into the service indus tries, which 
are the main stay of Hong Kong’s post- manu fac tur ing economy, the work shop 
simu lated how exec ut ives actu ally work in public rela tions, advert ising, and 
market ing settings when tasked with gener at ing ideas to fulfil the client brief. 
The	freedom	for	students	to	choose	their	own	magazine	images	and	then	reappro-
pri ate them for another purpose in another contex tual space also simu lated  
how the popular- culture and creat ive indus tries work by tapping into exist ing 
lived cultures and rework ing this into collec tions and style state ments for 
consump tion purposes.

Conclusion

In conclu sion, it would appear that acquir ing and enhan cing commu nic at ive 
compet en cies through close engagement with the subject of popular culture can be 
a motiv at ing pedago gical and learn ing exper i ence. Taking a progress ive, sustained 
content- based approach in teaching and learning undoubtedly has multiple bene fits 
in enhan cing students’ linguistic, commu nic at ive, creat ive, inter per sonal, and 
profes sional compet en cies. In essence, it provides students with a sense of agency in 
their learn ing by enabling them to actively and subject ively contrib ute to making 
new sense of a seem ingly famil iar subject. The inten tion was to motiv ate second- 
language learners to learn a relat ively complex subject such as popular culture in a 
fun	way	by	‘acknow	ledging	its	pleas	ures’	(Duncum	2009:	241)	as	well	as	identi	fy	ing	
the	under	ly	ing	gloc	al	ized	social	issues	and	hege	monic	power	rela	tions	(Storey	2001)	
in an enga ging manner. In this way, it is possible to learn both about and through 
popular culture to sustain know ledge and language compet en cies beyond the 
classroom	in	prepar	a	tion	for	students’	future	roles	as	univer	sal	citizens	and	knowledge	
workers when navig at ing social and profes sional life outside the classroom.
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Introduction

The two contexts for language learn ing and use are inside the classroom and 
outside the classroom. This may seem an obvious, and indeed simplistic, distinc-
tion, but it is one which needs to be made, because, as I argue in this chapter, 
there are certain funda mental and import ant differ ences between language in the 
classroom and language beyond the classroom, a point I shall elab or ate upon in 
due course. Traditionally, the classroom world was where language was learnt, 
and the world beyond the classroom was where language was used. This bifurc a-
tion between language learn ing and use began to break down with the advent of 
commu	nic	at	ive	 language	 teach	ing	 (Savignon	 1993),	 which	 brought	 with	 it	
exper i en tial learn ing and the notion that one could actu ally acquire a language 
by	 using	 it	 product	ively	 and	 commu	nic	at	ively	 inside	 the	 classroom	 (Kohonen	
1992).	However,	as	I	will	argue	in	this	chapter,	it	is	import	ant	for	learners	to	have	
oppor tun it ies for also using the language product ively and commu nic at ively 
outside the classroom.

Until relat ively recently, oppor tun it ies for activ at ing classroom learn ing in the 
world	outside	the	classroom	were	limited	in	many	parts	of	the	world.	All	that	has	
changed with tech no logy, partic u larly the Internet, which gives learners access to 
an aston ish ing variety of authen tic input. The prolif er a tion of social network ing 
sites provide learners with oppor tun it ies to commu nic ate in speech and writing 
with	 other	 users	 of	 their	 chosen	 target	 language	 around	 the	 globe.	 Learning	
through using language in authen tic as well as pedago gic ally struc tured contexts 
outside the classroom can signi fic antly enhance the language learn ing process 
(Richards	2014)

The main aim of this chapter is to provide prac tical illus tra tions and examples 
in the form of case studies to illus trate the rich variety of oppor tun it ies that exist 
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for language learn ing and use outside the classroom. However, before turning to 
prac tical matters, I want to spend a little time substan ti at ing my claim that there 
are import ant differ ences between classroom language use and language use 
beyond the classroom.
My	interest	in	language	learn	ing	beyond	the	classroom	is	a	long-	stand	ing	one,	

and	 I	 have	 set	 up	numer	ous	 courses	 organ	ized	 around	out-	of-class	 projects	 as	
capstone	or	culmin	at	ing	exper	i	ences	 for	 the	course.	My	teach	ing	and	research	
interests over the last thirty years have been based on leaner- centred language 
teach	ing	and	task/project-	based	instruc	tion.	Both	of	these	areas	are	perfect	fits	for	
language learn ing beyond the classroom.

Classroom language and out- of-class language

As	long	ago	as	1975,	Sinclair	and	Coulthard	demon	strated	that	classroom	discourse	
tends	to	be	struc	tured	and	hier	arch	ical.	When	compared	with	language	beyond	
the classroom, it involves simple rituals and routines as well as display language 
(Sinclair	&	Coulthard	1975;	Walsh	2001).	Behaviour	and	contexts	of	use	are	safe	
and	predict	able	partic	u	larly	in	the	early	stages	of	the	learn	ing	process	(McCarthy	
&	Walsh	2003).	As	 learners	 acquire	 suffi	cient	 compet	ence	 to	make	 their	own	
mean ings through enga ging in tasks which simu late real- world contexts of use 
(Nunan	2004),	they	move	beyond	the	regur	git	a	tion	and	manip	u	la	tion	of	models	
provided by teach ers and text books. Their language begins to take on some of the 
features that one finds in commu nic a tion beyond the classroom, such as the nego-
ti ation of meaning and initi ation of topics, and they begin to use a wider range  
of	 discourse	 types	 (McCarthy	&	Walsh	 2003).	 Despite	 this,	 students	 are	 still	
func tion ing within a predict able, ‘stable state’. They are famil iar with the phys ical 
envir	on	ment,	they	have	developed	rela	tion	ships	(not	always	entirely	harmo	ni	ous)	
with their inter locutors, and the commu nic a tion is scaf fol ded and suppor ted by 
the teacher.
Discourse	beyond	the	classroom,	on	the	other	hand,	is	relat	ively	unstruc	tured	

and its contexts of use can gener ate prob lem atic inter ac tions that require much 
more than the deploy ment of already mastered phon o lo gical, lexical, and morpho-
syn	tactic	language.	Affective	and	cultural	factors	can	over	ride	linguistic	ones	and	
lead	to	break	downs	in	commu	nic	a	tion,	and	even	silence	(Cadd	2015;	Nunan	&	
Choi	 2010;	Choi	 2010).	 Such	 commu	nic	a	tion	 break	downs	 can	occur	 in	 even	
relat ively low- level service encoun ters.
Larsen-Freeman	 (2016)	 draws	 on	 complex	ity	 theory	 to	 explain	 the	 quite	

differ ent commu nic at ive contexts between in- class and out- of-class language 
use. She argues that complex systems are made up of many compon ents which 
inter act and give rise to patterns at another level of complex ity and create contexts 
that are not readily predict able. She argues:

Part of our respons ib il ity is to help learners relate to the language envir on-
ment	outside	of	the	classroom—to	help	them	cope	with	the	massive	amount	
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of change that is tran spir ing in today’s world, or at least that part of the 
change that has to do with enact ing their language resources.

Larsen-Freeman 2016: 7

In	closing	her	paper,	Larsen-Freeman	draws	inspir	a	tion	from	Varela,	Thompson,	
&	Rosch	(1991:	144),	who	point	to	the	imper	at	ive	of	‘[k]nowing	how	to	nego-
ti ate our way through a world that is not fixed and pregiven, but that is continu-
ally shaped by the types of actions in which we engage’.
The	narrow-	band,	cognit	iv	ist	SLA	view	of	 language	acquis	i	tion	has	 it	 that	

once a learner has achieved compre hens ible pronun ci ation and acquired suffi cient 
vocab u lary and grammar in the classroom, they have all of the resources needed 
to commu nic ate outside the classroom. This view was chal lenged many years ago 
by linguists who argued that linguistic compet ence was only one of the elements 
needed to commu nic ate effect ively; in addi tion, a user needed soci o lin guistic 
discourse	and	stra	tegic	compet	ence	(see	e.g.	Hymes	1970;	Savignon	1972).

However, there are other factors that the learner has to deal with in achiev ing 
success ful commu nic at ive outcomes outside the classroom. These include  
know	ledge	of	the	culture	(Nunan	&	Choi	2010),	the	rela	tion	ship	between	the	
inter	locutors	(Halliday	1985),	know	ledge	of	the	content	of	the	commu	nic	a	tion	
(Brinton	&	Snow	2016),	phys	ical	factors	such	as	whether	the	commu	nic	a	tion	is	
face-	to-face	 or	 conduc	ted	 through	 tech	no	logy	 (Halliday	 1985;	Martin	 2001),	
and affect ive factors such as the anxiety that almost always accom pan ies initial 
attempts	to	use	the	target	language	outside	the	classroom	(Arnold	1999).	A	small	
change	in	any	of	these	has	the	poten	tial	to	destabil	ize	the	commu	nic	a	tion	process.

Language learn ing beyond the classroom

The purpose of this chapter is not to call into ques tion the legit im acy of the 
classroom.	Classrooms	have	many	invalu	able	func	tions,	partic	u	larly	for	learners	
in the early stages of the learn ing process. However, they also have limit a tions. 
These	include	class	size,	limited	time,	a	lack	of	connec	tion	between	the	classroom	
and the real world, a lack of oppor tun ity for authen tic commu nic a tion, and a  
‘one	 size	 fits	 all’	 curriculum.	 In	 tradi	tional	 foreign-	language	 classrooms,	 it	 is	 
not	unusual	to	have	fifty	learners	in	the	room.	Shamim	(1996)	presents	a	study	in	
which	there	were	140	learners	to	a	class.	In	such	classrooms,	oppor	tun	it	ies	for	any	
kind of inter ac tion, authen tic or other wise, are severely limited if not outright 
impossible.	As	McCarthy	and	Walsh	(2003)	point	out,	even	in	more	‘priv	ileged’	
contexts, most speak ing oppor tun it ies are designed to provide learners with 
struc tured rehearsal of the target language or oppor tun it ies from them to display 
prefab	ric	ated	patterns.	Opportunities	to	engage	in	real	commu	nic	at	ive	language	
use	 have,	 until	 recently,	 been	 relat	ively	 rare.	 Opportunities	 provided	 by	 the	
Internet for commu nic a tion beyond the classroom are chan ging this as well as 
chal len ging our notions of what consti tutes the classroom. However, blended 
learn ing models are still relat ively unsoph ist ic ated, and a great deal needs to be 
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done to artic u late the relat ive bene fits of digital and face- to-face instruc tion 
(Nunan	forth	com	ing).

The point is that limit a tions of classroom instruc tion can be compensated for 
if learners are provided with, or them selves seek out, oppor tun it ies to learn  
and use their second language beyond the classroom. There, they will receive 
authen tic aural and written input, they will have oppor tun it ies for real commu-
nic a tion, they will encounter a broader range of inter ac tional contexts, they will 
receive honest feed back, and their autonomy as learners and users will be fostered 
(Richards	2014).

Activating language learn ing beyond the classroom

There are many ways of activ at ing language learn ing beyond the classroom. 
Twenty-	nine	 of	 these	 are	 docu	mented	 in	Nunan	 &	Richards	 (2015).	 In	 this	
section, I present five of these: extens ive reading, email tandem language learn ing, 
dialogue journ als, intens ive listen ing, and contact assign ments. I will describe 
each activ ity, artic u late a number of prin ciples for activ at ing each, and discuss the 
advant ages and disad vant age of each.

Extensive reading

Specialists in the teach ing of reading draw a distinc tion between intens ive and 
extens ive reading, and stress that in devel op ing effect ive readers, it is import ant 
to encour age readers to develop both strategies, as well as showing them how to 
match these strategies to differ ent reading purposes. In his book on the teach ing 
of	reading	as	a	second/foreign	language,	Neil	Anderson	(2008)	makes	the	point	
that reading is best developed through reading rather than talking about reading. 
He argues that both intens ive and extens ive reading are essen tial, and draws the 
follow ing contrast between the two:

The differ ences between intens ive and extens ive reading are import ant for 
teach ers to under stand. Intensive reading is the teach ing of reading skills, 
vocab u lary, and phon o lo gical instruc tion, typic ally through short reading 
passages followed by reading compre hen sion exer cises. Extensive reading is 
reading of longer passages with a focus on enjoy ment and/or learn ing new 
inform a tion while reading. There is typic ally no account ab il ity required 
during extens ive reading.

Anderson 2008: 8

In other words, extens ive reading involves reading widely, prin cip ally for enjoy-
ment	and	for	fluency	rather	than	for	master	ing	the	target	language.	This	does	not	
mean that learn ing does not occur during extens ive reading, but that the learn ing 
is	incid	ental.	Many	years	ago,	I	decided	to	try	to	pick	up	some	Italian	prior	to	a	
trip to Rome. I had some informal lessons from an Italian friend, learned some 
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phrase book Italian from a text book and tape for begin ners, and picked up vocab-
u lary and rudi ment ary grammar from a set of fairytale books for chil dren. For 
example, I began to pick up inform a tion about articles and plur al ity from the 
Italian	version	of	‘The	Three	Little	Pigs’	or	‘I	Tre	Porcellini’.	I	knew	the	story	
from having heard and read it in English as a child, and was able use this prior 
know ledge to begin picking up some Italian. This learn ing was incid ental, in that 
my primary purpose was not to use the reading activ ity primar ily to focus on 
morpho syn tactic features of the language, but to get a feel for the language and  
to learn some formu laic phrases. In the course of doing this, I noticed certain 
regu lar it ies in articles and plur al ity among other features. The noti cing itself 
occurred	at	 a	conscious	 rather	 than	a	 subcon	scious	 level.	 (For	what	 it’s	worth,	 
this	 supports	 Schmidt’s	 (1990)	 rather	 than	Krashen’s	 (1982)	 view	 of	 language	
acquis	i	tion.)
In	their	call	for	a	greater	focus	on	extens	ive	reading,	Day	&	Robb	(2015)	tell	

the	story	of	Wendy,	a	begin	ning	learner	of	Japanese	as	a	foreign	language.	Wendy	
was	 inter	ested	 in	 learn	ing	 Japanese	 through	 reading	 as	 a	 result	 of	 a	 gradu	ate	
course	she	took	on	second-	language	reading.	As	she	was	unable	to	find	a	course	
on	 begin	ning	 Japanese	 that	 included	 extens	ive	 reading,	 she	 created	 her	 own	
course.	Over	a	nine-	week	period,	she	read	43	books.	These	included	comic	books	
and	chil	dren’s	story	books.	Over	a	four-	week	period,	she	improved	her	vocab	u-
lary	know	ledge	by	24%.

In a learn ing journal, she made the follow ing entry at week 10:

The cool thing about reading so far, or perhaps I should say the reward ing 
part	is	when	I	am	able	to	recog	nize	words	that	I	have	read	from	other	books	
before.	Last	night	I	took	a	Japanese	chil	dren’s	book	from	the	book	shelf	and	
was	going	to	show	the	pictures	to	my	baby.	As	I	scanned	through	the	book,	
I	real	ized	that	I	could	read	some	of	the	words.

Cited in Day & Robb 2015: 4

For	a	west	erner,	learn	ing	to	read	Japanese,	even	comic	books	and	story	books,	is	
expo nen tially more diffi cult than learn ing to read Italian because it involves 
hiragana, kanji, and, in the case of comic books, quite a lot of katakana, which  
is	 used	 to	 emphas	ize	 foreign	 words.	 If	 the	 learner	 is	 famil	iar	 with	 Chinese,	 
this	 facil	it	ates	 the	 process.	 There	 is	 no	mention	 by	Day	&	Robb	 of	Wendy’s	 
famili ar ity with the differ ent scripts, nor of whether she had any know ledge of 
Chinese.
Day	 &	Robb	 identify	 five	 prin	ciples	 for	 devel	op	ing	 an	 effect	ive	 extens	ive	

reading	programme.	In	the	first	place,	select	reading	mater	ial	that	is	easy.	Given	
the fact that the primary aim is reading for pleas ure and that learn ing will be 
incid ental rather than inten tional, the reading texts must be well within the 
reader’s	comfort	zone.	It	is	for	this	reason	that	Wendy	selec	ted	comics	and	chil-
dren’s story books, in which the pictures provide contex tual support for the 
written	 text.	Day	&	Robb	 recom	mend	 that	 for	 begin	ners	 there	 should	 be	no	
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more than one to two unknown words per page. For inter me di ate learners, there 
should be no more than five new words per page. Secondly, select a variety of 
reading mater i als on a wide range of topics.
Variety	 is	 the	 spice	 of	 life,	 and	 a	 variety	 of	 differ	ent	 text	 types	will	 serve	 

to	main	tain	interest	and	motiv	a	tion.	Depending	on	their	age,	profi	ciency	level,	
and	degree	of	 autonomy	 some	 students,	 such	 as	Wendy,	will	 be	 able	 to	make	 
their	own	selec	tions.	Others	will	need	guid	ance	 from	the	teacher.	Thirdly,	 let	 
the	learners	choose	what	they	want	to	read.	An	import	ant	article	of	faith	within	
a learner- centred approach to instruc tion is that learners should have a say in 
making decisions about what to learn, how to learn, and how to be assessed 
(Nunan	2013).	This	prin	ciple	is	partic	u	larly	import	ant	when	it	comes	to	select	-
 ing reading mater i als. If texts are imposed on the reader, levels of interest,  
and consequently motiv a tion, are likely to be reduced. The fourth prin ciple is  
that	learners	must	read	as	much	as	possible.	A	funda	mental	reason	for	promot	ing	
extens ive reading is to increase the sheer volume of mater ial being read. Students 
learn to read by reading, so the more reading they do, the more rapidly they  
will progress. Finally, the purpose should be to read for pleas ure, inform a tion  
and	general	under	stand	ing.	As	I	pointed	out	in	the	intro	duc	tion	to	the	chapter,	
the purpose of extens ive reading is mainly for engage ment and enjoy ment  
rather	than	instruc	tion.	That	said,	it	is	clear	from	the	case	study	of	Wendy	that	a	
consid	er	able	amount	of	incid	ental	learn	ing	occurs.	In	Wendy’s	case,	she	signi	fic-
antly	increased	her	recog	ni	tion	of	Japanese	vocab	u	lary	in	a	relat	ively	short	space	
of time.
Although	 extens	ive	 reading	 can	 be	 used	 inside	 the	 classroom	 (where	 it	 is	

some	times	 known	 as	 ‘silent	 sustained	 reading’),	 it	 is	 a	 natural	 tech	nique	 for	
language learn ing beyond the classroom. Traditional books, as well as ebooks, are 
light, port able, and can be used for shorter or longer periods in a wide range of 
settings. It there fore fosters the devel op ment of inde pend ent learn ing skills.
Through	extens	ive	reading,	learners	develop	flex	ible	reading	strategies.	They	

stop consult ing a diction ary every time they encounter an unknown word, and 
focus on under stand ing the overall gist of the text without worry ing about the 
occa	sional	unknown	word.	As	a	result,	they	develop	a	range	of	strategies	such	as	
reading for gist and guess ing from context. Extensive reading also leads to 
increased reading speed. The devel op ment of an extens ive vocab u lary is one  
of the major bene fits of extens ive reading. This was illus trated in the case of 
Wendy,	in	this	chapter.	However,	as	has	already	been	indic	ated,	the	learn	ing	will	
occur	incid	ent	ally	rather	than	delib	er	ately.	Day	&	Robb	(2015:	7)	also	argue	that	
extens ive reading fosters posit ive atti tudes towards reading in general: ‘perhaps 
the best result from numer ous studies is that students develop posit ive atti tudes 
towards reading and increased motiv a tion to study the target language.’

There are chal lenges in estab lish ing an extens ive reading programme. Finding 
appro pri ate reading mater ial has been one of the peren nial chal lenges for reading 
teach ers as well as learners. These days, however, the Internet and ebooks  
have gone a long way to solving this partic u lar chal lenge. For adults, match ing 
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linguistic	 level	 to	 cognit	ive	matur	ity	 is	 another	 issue.	While	 chil	dren’s	 books	
might be at the right level linguist ic ally, they can be very frus trat ing for the adult 
who wants to read about polit ics and current affairs.

Email tandem language learn ing

Email tandem language learn ing pairs learners from differ ent first language back-
grounds who are learn ing the first language of their partner as a second language. 
For	example,	a	first-	language	 speaker	of	English	who	 is	 learn	ing	 Japanese	as	a	
second	language	will	be	paired	with	a	first-	language	speaker	of	Japanese	who	is	
learn ing English as a second language. Each learner will send messages in their 
second	 language.	When	 they	 receive	 a	message	 from	 their	 partner,	 they	will	
respond to it in their first language. In other words, the English speaker will send 
messages	 in	 Japanese,	 and	 will	 respond	 to	 the	 Japanese	 speaker’s	 message	 in	
English.	The	Japanese	speaker	will	send	messages	in	English	and	will	respond	to	
the	English	speaker’s	Japanese	message	in	Japanese.	Sasaki,	who	presents	a	case	
study	of	 this	 tech	nique,	 argues	 that,	 unlike	 regular	 native	 speaker–non-	native	
speaker	 (NS–NNS)	 commu	nic	a	tion,	 where	 only	 the	 NNS	 bene	fits,	 tandem	
part	ners	bring	their	own	L1	know	ledge	and	recip	roc	ally	support	their	partner’s	
L2	learn	ing	(Sasaki	2015:	116).
In	the	study,	9th	grade	Japanese	students	of	English	were	paired	with	9th–11th	

grade	American	learners	of	Japanese.	All	students	were	high	begin	ner/low	inter-
me di ate. The students commu nic ated in their second language and received 
linguistic feed back in their partner’s first language. In his case study, Sasaki docu-
ments	 the	exper	i	ences	of	Shelly,	 an	American	 learn	ing	 Japanese,	and	Shogo,	a	
native	Japanese	speaker	learn	ing	English.	Both	students	were	part	of	an	extra	cur-
ricular out- of-class learn ing exper i ence which was designed to augment their 
regular, expli cit, in- class learn ing programme. In addi tion to their parti cip a tion 
in	 the	programme,	 students	kept	a	 reflect	ive	 journal	of	 their	exper	i	ences.	The	
journal extracts included in Sasaki’s account of the programme provide inter-
est ing insights into the processes and exper i ences of the students.

Sasaki makes a number of obser va tions and iden ti fies several prin ciples for 
email tandem learn ing. The proced ure helps learners develop linguistic skills by 
using language as both medium and topic of commu nic a tion: while learners use 
language to commu nic ate about exper i en tial topics such as fest ivals or school 
holi days, they also discuss aspects of language itself. Students also learn from each 
other’s	cultural	back	ground	Although	the	prin	cipal	aim	of	tandem	learn	ing	is	to	
develop language profi ciency, students also develop a great deal of know ledge 
about the target culture through the email tandem proced ure. They do not 
regur git ate prefab ric ated patterns or repro duce the mean ings of others, but 
engage in authen tic commu nic a tion in which they express their own mean ings 
in their own language. Finally, through this proced ure, learners are required to 
func tion autonom ously, making their own decisions about what to say and how 
to say it.
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Dialogue journ als

Dialogue	journ	als	are	recip	rocal,	ongoing	written	exchanges	between	students	
and	teach	ers	used	consist	ently	over	time	(Peyton	1993).	In	the	intro	duc	tion	to	
their	chapter	on	dialogue	journ	als,	Chiesa	&	Bailey	(2015)	argue	that	dialogue	
journ als are an excel lent way of helping learners connect in- class with out- of-
class	 learn	ing.	 (The	 lack	 of	 oppor	tun	it	ies	 for	 learners	 to	 activ	ate	 classroom	
learn ing in authen tic contexts outside the classroom is a major limit ing factor in 
foreign-	language	contexts.)	They	stress	that	teach	ers	should	respond	to	students’	
ideas	and	comments,	not	their	language	prob	lems.	Dialogue	journ	als	are	similar	
to extens ive reading in that the focus of atten tion is on exper i en tial rather than 
linguistic content. Teachers should there fore avoid correct ing learners’ errors,  
no matter how tempt ing it might be to do so. They should relin quish power in 
order to build inter act ive reci pro city. Effective dialogue journ alling requires the 
teacher to abandon an instruc tional stance and enter into a part ner ship with  
the student, respond ing to the students’ entries as a sympathetic ‘friend’ rather 
than as a teacher.
One	 of	 the	 hall	marks	 of	 a	 learner-	centred	 approach	 to	 instruc	tion	 is	 that	

decisions about content and task selec tion should be made with refer ence to out- 
of-class learners’ needs, interests, and exper i ences. These are not always easy to 
identify.	Dialogue	journ	als	provide	a	way	of	obtain	ing	this	inform	a	tion.	However,	
judge ment needs to be exer cised in decid ing what learner inform a tion divulged 
in the journ als should be used in the classroom. To get honest entries from 
students, confid en ti al ity needs to be guar an teed.
According	to	Chiesa	&	Bailey,	there	are	three	primary	advant	ages	to	dialogue	

journ alling. In the first place, it provides oppor tun it ies for teach ers to better 
under	stand	students’	zone	of	prox	imal	devel	op	ment.	This	zone	spans	the	meta-
phor ical distance between what learners can currently do in the target language 
without assist ance, and what they can do with the guid ance and assist ance of 
more profi cient users such as a teacher or peer. The collab or a tion involved in 
dialogue journ alling pushes learners to perform at a higher level than they would 
if commu nic at ing inde pend ently. Entries also provide teach ers with unique 
insights into students’ ideas, profi ciency, concerns, and cultural/personal back-
grounds.

The most obvious disad vant age to the proced ure is that it is time- consum ing 
for students and for teach ers, partic u larly so for teach ers who have large classes. 
Also	prob	lem	atic	for	the	teacher	is	the	fact	that	the	students	may	divulge	personal	
prob lems such as harass ment or abuse that have to be dealt with in some way.

Popular media

The term ‘popular media’ is used to cover extens ive and intens ive viewing 
through	 tele	vi	sion,	 video,	 YouTube	 and	 a	 range	 of	 other	 Internet	 resources	
provid ing access to authen tic texts. These are prin cip ally aural, but can also be 
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written. The explo sion in popular media, partic u larly through the Internet, has 
provided learners with access to an unlim ited amount of authen tic data.
In	their	article	on	popular	media,	Grode	&	Stacy	(2015)	present	a	case	study	

of	 two	 Japanese	 learners	 of	 English.	 Keiko	 and	 her	 partner	 improved	 their	
pronun ci ation, grammar, and discourse through the intens ive analysis and prac-
tice of a scene from the popular tele vi sion series Sex and the City.	Because	they	
wanted	to	work	on	persist	ent	errors	of	pronun	ci	ation	(in	terms	of	segment	als	and	
supra	seg	ment	als),	grammar,	and	discourse,	they	adopted	an	intens	ive	rather	than	
extens ive viewing approach, restrict ing their atten tion to a single scene from the 
series. They selec ted a scene in which the speak ers used the linguistic features 
they wanted to improve in their own speak ing.

They did three things with the scene. First, they watched the scene multiple 
times and tran scribed it, marking supra seg mental features such as inton a tion  
and	 stress.	Next,	 they	 prac	tised	with	 the	 tran	script,	 focus	ing	 in	 partic	u	lar	 on	 
the features of interest. Finally, they shad owed the original. Shadowing involves 
listen ing to a short segment of the scene, pausing it, and then attempt ing to 
imitate the speak ers. Keiko also recor ded her attempts at shad ow ing, and then 
compared her speech with the original.
Grode	 &	 Stacy	 argue	 that	 expos	ure	 to	 popular	 media	 provides	 access	 to	

authen tic mater i als. In the context of English- language teach ing, ‘text authen ti-
city’ refers to spoken and written texts that were not produced for the purposes 
of	language	teach	ing	(Helgesen	2003).	While	the	language	of	a	scrip	ted	tele	vi-
sion series such as Sex and the City is not identical to the discourse of every day life, 
it is authen tic in terms of the defin i tion in the language- teach ing liter at ure.

Keiko’s errors were stub bornly resist ant to change. She could use the target 
forms, for example /l/ and /r/, when monit or ing her speech, but would continue 
to	 make	 the	 same	 errors	 when	 focused	 on	 meaning.	 Grode	 &	 Stacy	 report	 
that build ing auto mati city through drilling proved helpful: ‘the facil it a tion of 
extens ive prac tice is also an under ly ing prin ciple of improv ing spoken accur acy 
for the basic notion of repe ti tion is a solid one that can lead to auto mati city of use’ 
(2015:	175).	The	 intens	ive	 study	of	 short	 scenes	 from	tele	vi	sion	dramas,	along	
with rehearsal and shad ow ing, also served to raise learners’ linguistic aware ness 
of their own speech, as well as the char ac ter ist ics of English.
The	case	study	repor	ted	by	Grode	&	Stacy	was	carried	out	within	a	blended	

(in-	class	and	out-	of-class)	learn	ing	envir	on	ment.	Although	the	teach	ers	designed	
the project, the students carried out the work in their own time outside the realm 
of the classroom. Providing learners with extens ive oppor tun it ies to make choices 
fostered autonomy, which led to self- motiv a tion. This in turn created a sense of 
empower ment in the learners, a fact commen ted on by Keiko in oral and written 
reflec	tions	on	the	project.

There are numer ous bene fits to the intens ive listen ing and analysis proced ure 
developed	and	imple	men	ted	by	Grode	&	Stacy.	In	terms	of	language	learn	ing,	
students develop a greater under stand ing of the elements that make up speech. 
They are able to self- identify those aspects of pronun ci ation, grammar, and 
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discourse in their own speech that they wish to work on, and improve these by 
exer cises such as shad ow ing. In terms of learn ing processes, the proced ure 
promotes autonomy. In fact, this is likely to be a bene fi cial outcome of any 
learn ing and prac tice activ ity carried out outside the classroom, even those that 
are	initi	ated	by	the	teacher	because	the	student	is	required	to	make	decisions	(in	
this	case	identi	fy	ing	target	features	to	work	on)	and	carry	out	the	work	inde	pend-
ently.	The	major	chal	lenge	is	that	the	task	is	time-	consum	ing	for	the	student.	By	
their very nature, most if not all out- of-class activ it ies will consume student time. 
Some,	 such	 as	 dialogue	 journ	als,	 wil	 also	 consume	 teacher	 time.	 But	 then,	
master ing a second language is time- consum ing!

Contact assign ments

A	 contact	 assign	ment	 requires	 students	 to	 engage	 in	 authen	tic	 inter	ac	tions	 
with	 native	 speak	ers	 or	 fluent	 users	 of	 the	 target	 language.	 The	 context	 in	 
which contact assign ments are carried out can vary. They include study- abroad 
programmes in which students spend time in a country or community where the 
target language for the student is the native language, or one of the native 
languages, of that community. They also include language exchange websites and 
tandem	language	exchanges	(Sasaki	2015),	in	which	learners	of	differ	ent	languages	
who are study ing each other’s language are paired together virtu ally. The email 
tandem	exchange	described	earlier	is	an	example	of	this.	A	third	example	would	
be the language village. These are communit ies located in the learner’s home 
country in which the target language is used exclus ively by staff who are native 
or	 highly	 profi	cient	 speak	ers	 of	 the	 target	 language.	Arnold	&	 Fonseca-Mora	
(2015:	225)	state	that	‘the	start	ing	point	of	the	exper	i	ence	is	learners’	desire	to	
improve their language skills and increase their know ledge of the culture in situ-
ations	 of	 authen	tic	 commu	nic	a	tion’.	 (An	 example	 set	 in	 a	 some	what	 differ	ent	
context	would	be	the	immer	sion	programmes	in	Canadian	schools	which	were	
prom	in	ent	in	the	1970s	and	1980s	(Cummins	&	Swain	1986).)
Cadd	 (2015)	 presents	 a	 case	 study	 of	 Monica,	 an	 American	 student	 of	 

Spanish,	who	under	took	a	 study-	abroad	programme	 in	Spain.	Monica	 carried	
out twelve tasks that required her to inter act with native speak ers and report  
back to the teach ers and fellow students through an online discus sion forum. In 
eval	u	at	ing	the	exper	i	ence,	Monica	repor	ted	that,	while	initially	she	exper	i	enced	
a	 great	 deal	 of	 anxiety,	 her	 fluency	 and	 confid	ence	 increased	 as	 a	 result	 of	 
under tak ing the contact assign ments. ‘If I can intro duce myself to the person  
and get the person to see that I can speak Spanish well enough to hold a conver-
sa tion, they are much less likely to keep switch ing back into English. They are 
appre ci at ive that someone can speak the language fairly well and so I get more 
prac	tice’(Cadd	2015:	254).

This chapter is predic ated on the assump tion that success with foreign- 
language learn ing is signi fic antly enhanced with out- of-class learn ing exper i-
ences,	 and	 that	 a	 blend	ing	 of	 in-	class	 and	 out-	of-class	 activ	it	ies	 optim	izes	
foreign- language learn ing. The success of a study- abroad programme hinges  
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on the extent to which the student inter acts with native speak ers or highly  
profi	cient	users	of	the	language.	Cadd	cites	research	indic	at	ing	that	many	study-	
abroad programmes are relat ively inef fect ive because learners taking part in  
the programmes do not avail them selves of the oppor tun it ies provided by the 
programme,	 but	 instead	 stay	within	 their	 ‘comfort	 zone’,	 and	 inter	act	mainly	
with	fellow	speakers	of	their	own	language.	His	solu	tion	to	the	‘comfort	zone’	
phenomenon was to create tasks requir ing students to inter act with native 
speak	ers	while	on	 study-	abroad	programmes.	 In	Cadd’s	programmes,	 students	
are required to carry out twelve such assign ments and complete an online report 
for each of these.
Below	is	an	example	of	an	online	assign	ment.	It	consists	of	two	parts,	a	task,	

and	 a	 set	 of	 ques	tions	 to	 stim	u	late	 reflec	tion	 and	 guide	 the	 prepar	a	tion	 of	 an	
online report.

Attend	a	 fest	ival,	 fair,	public	event,	 etc.	 celeb	rated	 in	 the	culture.	Speak	
with	at	least	two	members	of	the	culture	who	are	present.	Choose	two	who	
are	quite	differ	ent:	e.g.	young	vs.	old,	male	vs.	female,	etc.	Ask	why	the	
event is import ant.
Which	fest	ival,	fair,	public	event,	etc.	did	you	invest	ig	ate?	What	is	its	

history?	Did	you	learn	anything	mean	ing	ful	about	the	culture?	If	so,	what?	
Did	you	notice	any	differ	ences	between	your	style	of	commu	nic	a	tion	and	
theirs?	If	so,	what	were	they?	Did	you	have	prob	lems	under	stand	ing	them?	
If	so,	what	did	you	do	about	it?

Cadd 2015: 257

The contact asign ments are designed to create exper i ences that result in  
students	under	go	ing	decis	ive	inter	ven	tions.	Cadd	adopts	the	notion	of	‘decis	ive	
inter	ven	tion’	from	Laubscher	(1994).	The	term	refers	to	an	exper	i	ence	in	which	
the student gains an insider perspect ive on the target language and culture, 
usually from a ‘key inform ant’ which will usually be a native speaker. In other 
words, it is more than simply collect ing and report ing inform a tion; it is a 
conscious ness- raising exper i ence.

Structured encoun ters with native speak ers bring affect ive, linguistic, and 
cultural	bene	fits.	Affectively,	initially	at	least,	being	forced	to	inter	act	with	native	
speak ers can be threat en ing and anxiety- creat ing. In the longer term, however, 
students	 exper	i	ence	 increased	 confid	ence	 and	motiv	a	tion.	 Linguistically,	 their	
oral	fluency	improves.	They	gain	insights	into	and	sens	it	iv	ity	towards	the	target	
culture.	Also	import	ant	is	the	fact	that	they	are	able	to	make	connec	tions	between	
the classroom and the real world, and are able to find applic a tions for what they 
learnt in class.

Dimensions of out- of-class learn ing projects

When	design	ing	out-	of-class	learn	ing	projects,	it	is	useful	to	think	in	terms	of	the	
follow ing differ ent dimen sions: loca tion, modal ity, skills, learn ing aims, control, 
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type of inter ac tion, language register, logist ics, task demands, manner, and 
resources.
Many	 tasks	 can	 be	 carried	out	 in	 a	 range	of	 loca	tions	 such	 as	 the	home,	 a	

library	 or	museum,	 a	 park	 or	 other	 outdoor	 space,	 or	 a	 cinema.	Others	 will	
require	a	specific	loca	tion.	Modality	refers	to	whether	the	learner	is	dealing	with	
speech or writing, face- to-face versus email or tele phone, or blended modes. 
Some tasks will be restric ted to a single skill. Intensive and extens ive reading will 
be restric ted to reading, just as intens ive and extens ive listen ing will be restric ted 
to	listen	ing.	Others,	such	as	projects,	will	require	learners	to	engage	in	all	four	
skills. In terms of learn ing aims, the ques tion is whether the task is inten tion ally 
targeted to partic u lar learn ing outcomes such as the acquis i tion of partic u lar 
vocab u lary, or whether learn ing outcomes will happen incid ent ally, whether the 
aims are general or specific, and so on.
Another	 factor	 to	 consider	 is	who	controls	 the	 task.	 Is	 it	 teacher-	managed,	

learner-	managed,	or	other-	managed?	One-	way	inter	ac	tions	are	those	in	which	
there is no reci pro city, while two- way inter ac tions involve learners in commu-
nic	at	ing	 with,	 and	 respond	ing	 to,	 others.	 Language	 register	 has	 to	 do	 with	
whether texts are scrip ted or unscrip ted, casual or formal, involving native or 
non- native speak ers, and so on. In think ing about the logistics of a task, one 
needs to consider the demands of the task in terms of the complex ity of sub- parts 
that	make	up	the	task.	At	a	more	specific	level,	consider	the	demands	of	the	task	
in terms of what learners are actu ally required to do: a task such as listen and 
repeat	will	make	fewer	demands	than	reph	ras	ing,	summar	iz	ing,	and	eval	u	ation.	
‘Manner’	refers	to	whether	students	work	as	indi	vidu	als,	in	groups,	or	in	pairs.	
Finally, ‘resources’ specifies the tech nical equip ment such as computer, mobile 
phones, and tele vi sion, needed to complete the task.

Conclusion

Out-	of-classroom	 projects	 and	 activ	it	ies	 provide	 oppor	tun	it	ies	 to	 address	 
the limit a tions of classroom- based learn ing. Through the five case studies 
presen ted in this chapter, we see that such projects and activ it ies provide  
oppor tun it ies to develop language and commu nic a tion skills, improve confid-
ence and motiv a tion, and foster personal growth and inter cul tural aware ness. 
Through authen tic language exper i ences learners have oppor tun it ies for real 
commu nic a tion.
Out-	of-class	 learn	ing	 is	 not	meant	 to	 replace	 classroom	 instruc	tion,	 but	 to	

supple	ment	it.	As	already	indic	ated,	the	activ	ity	can	be	student-	direc	ted,	as	in	the	
extens ive reading case study, or teacher- direc ted, as is the case with the other 
studies. Regardless of the type of project or activ ity, all out- of-class activ it ies 
entail new teacher and learner roles. This is partic u larly true for the learner. Even 
with activ it ies that are teacher- initi ated, once the learner steps out of the 
classroom, he or she is required to exer cise a degree of autonomy, and to take 
control of their own language learn ing and use.
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TABLE 10.1	 A	compar	ison	of	the	five	cases	in	terms	of	out-	of-class	learn	ing	vari	ables

Variables Extensive 
reading

Email tandem 
learn ing

Dialogue	
journ als

Popular  
media

Contact	
assign ments

Location Home and 
else where

Home and  
else where

Multiple	 
loca tions

Home Country	
where target 
language is 
spoken

Modality Writing Written	 
(email)

Reciprocal 
written 
exchanges

Blended	 
mode

Speech

Skill Reading Writing Writing Listening Speaking

Aims General;	
reading for 
enjoy ment; 
incid ental 
vocab u lary 
and grammar 
acquis i tion

General;	
language 
improve ment 
through email 
corres pond-
ence; incid ental 
focus on specific 
language errors

General;	
to connect 
in- class with 
out- of- class 
learn ing

Specific;  
inten tional 
improve ment 
of specific 
linguistic 
features

General;	
improve ment 
of confidence 
fluency	and	
cultural 
aware ness 
through 
contact with 
NSs

Control Generally	
learner-  
initi ated and 
managed but 
can also be 
initi ated by 
the teacher

Teacher- 
 initi ated;  
learner- 
managed

Teacher- 
managed

Teacher- 
 initi ated; 
learner- 
managed

Teacher- 
 initi ated; 
learner- 
managed

Type of 
inter ac tion

One-	way Two- way Two- way One-	way Two- way

Register Written	
Scripted

Written/initially	 
stranger to 
stranger

Written/	
informal/ 
student to 
teach ers

Informal/ 
written to  
be spoken

Spoken/ 
informal/ 
stranger to 
stranger

Logistics Simple Simple Simple Complex Demanding

Task type Extensive 
reading

Email  
exchange

Written	
dialogue

Transcribing 
oral to written; 
shadowing

Authentic	
conver sa tion

Manner Individual Pair Pair Individual Pair

Resources Book—print	
or ebook

Internet Notebook	or	
computer

Video	clips	 
from popular 
TV	shows

Native/	
compet ent 
speak ers
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Although	the	great	major	ity	of	out-	of-class	activ	it	ies	are	system	at	ic	ally	linked	
to the classroom, usually in terms of scaf fol ded prepar a tion prior to the activ ity 
and/or follow- up feed back and eval u ation, some activ it ies are entirely inde-
pend	ent	of	classroom	work.	For	example,	Stanley	 (2015)	attemp	ted	 to	acquire	
Spanish in an entirely self- direc ted way by moving to Peru for a period of time 
and initi at ing conver sa tions with native speak ers of Spanish. She provides the 
follow ing descrip tion of how she went about it.

In	Lima,	I	learned	Spanish	as	I	had	learned	English	by	using	all	kinds	of	
meaning- making strategies to build my language as needed from the 
ground	up.	The	first	day	I	sat	with	Aron	I	used,	perhaps,	2%	Spanish	and	
98%	 everything	 else:	 cognates,	 gestures,	 draw	ings	 and	 the	 avoid	ance	 of	
anything	complic	ated.	During	and	in	between	our	chats	under	the	tree,	I	
kept my eyes and ears open magpie- like collect ing Spanish. I strained to 
string sentences together and I gathered new words as I needed them. I 
would make a coffee last all after noon in the market place poring over a 
book called, ambi tiously, Spanish in Three Months. The book was a prop: it 
and the lone gringo attrac ted pass ersby, many of whom trans formed them-
selves moment ar ily into Spanish teach ers. Everyone was keen to help out. 
And	then	the	next	time	I	sat	down	with	Aron	I	used,	maybe,	3%	Spanish	
97%	everything	else.	And	so	it	went.

Stanley 2015: 246

Stanley’s account illus trates the notion of moving beyond the deficit hypo thesis. 
The deficit hypo thesis sees learners being defi cient when it comes to the target 
language—empty	vessels	that	need	to	be	‘cured’	of	their	lack	of	facil	ity	with	the	
language. The altern at ive view is to see learners as resource ful. Stanley is the 
perfect example of the resource ful learner. Her story illus trates the fact that there 
is no such thing as the learner who knows abso lutely nothing. In the initial stages, 
even	though	she	was	only	able	to	use	Spanish	for	about	2%	of	the	conver	sa	tion	
with her inter locutor, she used what she had to grow her mastery of the language. 
Rather	than	saying	to	herself,	‘I	don’t	have	98%	of	the	Spanish	I	need	to	have	a	
conver	sa	tion	with	Aron’,	she	said	to	herself,	‘I	actu	ally	have	2%	of	what	I	need	to	
commu nic ate.’ This is resource ful learn ing.
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Introduction

Pedagogical approaches to the teach ing and learn ing of English have under gone 
signi	fic	ant	 changes	 over	 the	 past	 50	 years	 (Miller	 2014).	 In	 line	with	 a	more	
socially construc ted view of language learn ing, we have moved from a pedagogy 
of teach ing to one of learn ing. However, even though there have been signi fic ant 
shifts in how we view learn ing, with the focus now more on learn ing outcomes 
than teach ing prac tices, most of the main decisions about classroom- based 
learn ing still rest with the teacher. Teachers make decisions about what, when, 
and often how students learn. The commu nic at ive language learn ing approach 
(see	Richards	&	Rodgers	 2014)	 tried	 to	 alter	 the	 decision-	making	 process	 by	
encour aging tech niques such as pair work, group work, and task- based learn ing, 
which	 promoted	 a	 student-	centred	 learn	ing	 approach.	 Nonetheless,	 students	
most often still look to their classroom teacher for guid ance and eval u ation, and 
do	not	trust	their	own	abil	it	ies	as	autonom	ous	learners	to	realize	the	extent	of	
their learn ing.

The idea behind using learner- centred approaches in language educa tion is to 
encour age students to engage more with their learn ing and to show them the 
relev ance and prac tical nature of what they are doing in class so that learn ing 
becomes	more	mean	ing	ful	(Barraket	2005:	65).	In	line	with	this	think	ing,	the	
course repor ted on in this chapter adopted a learner- centred approach via project 
work, collab or at ive learn ing, and students’ invest ment in their learn ing.

The main features of project- based learn ing are that: there is inter est ing 
content; the project has some connec tion with the students’ real exper i ences 
(both	socially	and	academ	ic	ally);	the	role	of	the	teacher	changes	from	control	ler	
to adviser, and students move from being passive recip i ents to active parti cipants 
in their learn ing. In this way, decision- making power shifts from the teacher to 
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The collab or at ive processes involved in students’ 
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the students. In project- based learn ing, students take on respons ib il ity for all 
aspects of their learn ing, and when working collab or at ively they need to share 
their learn ing outcomes. Projects must connect to real- world prob lems, issues, or 
situ ations in some way, and so by its nature ‘project- based instruc tion is . . . 
explor	at	ory	 .	.	.’	 (Boudersa	 and	Hamada	 2015:	 28).	 Students	 need	 to	 discover	
how to learn the relev ant know ledge and skills in order to achieve their own 
project object ives.

Students working collab or at ively on projects have been studied in both first 
language	(L1)	and	second	language	(L2)	learn	ing	contexts	(see	Beckett	&	Miller	
2006;	 Storch	 2013).	 However,	 simply	 asking	 students	 to	 work	 together	 on	 a	
project	does	not	guar	an	tee	that	the	prin	ciples	of	cooper	at	ive	group	work	(one	of	
the	main	 premises	 of	 project	work)	will	 be	 real	ized.	 In	 order	 for	 cooper	at	ive	
group work to be success ful, students must be aware of elements of group cooper-
a tion and they must under stand: the stated goal of the project; the bene fits they 
get by working together; the stated object ives for each part of the project; how to 
check each other’s perform ance and give relev ant feed back; the import ance of 
accept	ing	 collect	ive	 owner	ship	 of	 the	 project	 ( Johnson	&	 Johnson	 1999:	 68).	
When	designed	well,	these	features	of	a	collab	or	at	ive	project	lead	to	the	devel	op-
ment of a learn ing community, the goal of which is enriched learn ing by pooling 
collect	ive	know	ledge	(Scardamalia	&	Bereiter	1994).
As	learners	are	social	beings	whose	cognit	ive	devel	op	ment	is	enhanced	through	

their	social	inter	ac	tions	with	each	other	(see	Vygotsky	1986),	the	collab	or	at	ive	
nature	of	project	work	is	central	to	its	success	as	a	learn	ing	tool.	When	viewed	in	
this way, a collab or at ive project enriches the students’ learn ing exper i ences espe-
cially when the second language is used in order to create authen tic texts for 
authen	tic	audi	ences	and	purposes	(Stoller	2002:	25).
Another	 dimen	sion	 when	 imple	ment	ing	 a	 learner-	centred	 approach	 for	

second- language learners is encour aging students to invest their time and energy 
in improv ing their language profi ciency. There is limited time in class in which 
students	can	take	control	of	their	learn	ing	(hence	the	limit	a	tions	of	CLT	methods)	
and make all the decisions that lead to becom ing an autonom ous learner. 
Therefore, teach ers have to design a project that is enga ging out of class and 
provides	oppor	tun	it	ies	 for	 students	 to	use	 the	 second	 language.	Norton	(1997:	
411)	uses	the	term	‘invest	ment’	‘to	signal	the	socially	and	histor	ic	ally	construc	ted	
rela tion ship of learners to the target language and their some times ambi val ent 
desire	to	learn	and	prac	tice	it’.	According	to	this	theory,	learners	will	invest	their	
time and energy in language learn ing out of class when they need to do so to 
achieve	 some	 real-	life	 purpose—for	 example,	 they	want	 to	 join	 a	 relev	ant	 or	
‘imagin	ary’	community	(Kanno	&	Norton	2003).

Students may join a community, or prepare them selves to join one, by enact ing 
their	 indi	vidual	 agency—taking	 control	 of	 their	 learn	ing	 and	 finding	 ways	 
and	means	to	do	this.	When	students	invest	in	their	English	language	learn	ing	in	
this way, ‘power’ shifts from teach ers to students. Students who have the power 
to make decisions about their learn ing enact their ‘creat ive discurs ive agency’ 
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(Collins	1993).	That	is,	students	take	control	over	their	commu	nic	a	tion	in	the	 
L2	 and	 further	 language	 learn	ing.	 The	 power	 rela	tion	ship	 between	 teach	ers	 
and students ‘is addit ive rather than subtract ive. Power is created with others 
rather	than	being	imposed	on	or	exer	cised	over	others.	Within	this	frame	work,	
empower	ment	can	be	defined	as	the	collab	or	at	ive	creation	of	power’	(Cummins	
2001:	322).	Project-	based	learn	ing	provides	a	context	within	which	this	kind	of	
empower ment can take place.

For the reasons mentioned above, we believe that there is a strong case for 
using	 collab	or	at	ive	 group	 projects	 in	 the	 higher	 educa	tional	 context	 (see	 
also	Hafner	&	Miller	2011;	Miller,	Hafner,	&	Ng	2012).	However,	as	students	
doing project work take charge of their learn ing, includ ing processes of  
learn ing involved in the project such as manage ment of time, divi sion of labour, 
co- construc tion of texts, there is a need to better under stand the out- of-class 
collab or a tion processes that they engage in as well as how these promote learn ing. 
Our	aim	is	to	observe	these	out-	of-class	activ	it	ies	as	closely	as	we	can,	drawing	
on a range of ethno graphic data, with a view to promot ing more effect ive project- 
based learn ing pedago gies in the future. In this chapter we invest ig ate two main 
ques tions:

(a)	 How	 do	 students	 inter	act	 collab	or	at	ively	 with	 each	 other	 in	 out-	of-class	
project	work?

(b)	 How	do	such	inter	ac	tions	support	the	project	process	in	general,	and	second-	
language	learn	ing	in	partic	u	lar?

Context and course design: an English for science project

The prin ciples of collab or at ive learn ing, project- based learn ing, and invest ment 
in language learn ing were imple men ted on a digital video project in an English 
for	Science	course	 at	 a	univer	sity	 in	Hong	Kong.	Roughly	250	 students	 from	
programmes	in	Biology,	Chemistry,	Physics,	Architectural	Studies,	Computing	
Mathematics,	Environmental	Science	and	Management,	and	Surveying	take	the	
course	each	semester.	Each	class	has	up	to	25	students,	the	major	ity	of	whom	are	
aged	 18–20	 years	with	Cantonese	 as	 their	 first	 language.	 The	 course	 aims	 to	
develop students’ ability to read a variety of scientific texts, and appro pri ately 
commu	nic	ate	(through	speak	ing	and	writing)	the	find	ings	of	scientific	projects	
for both special ist and non- special ist audi ences. The course is struc tured around 
an ‘English for science’ project, a simu la tion that involves students in complet ing 
a simple scientific exper i ment or field study and then report ing the results in two 
ways: first, as a digital video scientific docu ment ary, aimed at a non- special ist 
audi ence and completed in teams; second, as a written scientific report, aimed at 
a special ist audi ence and completed indi vidu ally. The course is thirteen weeks 
long, with the group work video due roughly halfway through the course and the 
indi vidual scientific report due at the end. In this chapter, we focus on the collab-
o  rat ive processes that are asso ci ated with the digital video project.
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At	the	begin	ning	of	the	course,	students	self-	select	into	groups	of	three	or	four	
and choose from a selec tion of assigned topics as the basis for their project. 
Students research their topic, collect data, and prepare a script before filming and 
editing a digital video scientific docu ment ary to commu nic ate the find ings of 
their	project.	The	docu	ment	ary	 is	 then	uploaded	onto	YouTube,	 and	 the	class	
meets to view and give feed back on each group’s video. Table 11.1 shows key steps 
in this digital video project process and expec ted tasks students under take both in 
and	out	of	class.	As	can	be	seen	from	Table	11.1,	the	tutor	deals	with	the	struc	ture	
of students’ learn ing with in- class activ it ies and inform a tion, while students 
them selves take control of their projects out of class time. In this way, both struc-
ture and agency are import ant compon ents of the video project. The prin ciples of 
cooper at ive learn ing are evoked, with the tutors’ roles being to make a number 
of pre- struc tural decisions: explain the task to the students; monitor students’ 
perform	ance;	and	assess	students’	learn	ing	( Johnson	&	Johnson	1999:	68–9).

The digital video is assessed in two ways: first, each group is given feed back 
from other students in the class who have also prepared a digital video. Students 
are encour aged to say which aspects of each video they liked, or what could have 
been	done	better.	As	all	the	students	have	recently	prepared	a	docu	ment	ary	video,	
their comments are informed by their own exper i ences. Students comment on 

TABLE 11.1	 Mapping	the	project	struc	ture	with	aspects	of	learner	agency

Structure (tutor- suppor ted) Agency (learner- controlled)

Presentation of the project topics and 
guidelines

Students form groups and make decisions 
about the differ ent roles they need to 
perform and the approach they will take  
to complete their video docu ment ary

A	seven-week	time-	line	is	presen	ted	to	
students with clearly marked outcomes  
for each week

Students plan their time to meet project 
goals, schedul ing mutual free time in the 
group

Students are presen ted with online video-
editing soft ware and shown how to use it

Students master the tech nical aspect of 
produ cing a digital video in their own time

Students are presen ted with import ant 
linguistic aspects of how to present their 
topics using tech nical and semi- tech nical 
vocab u lary

Students help each other to prac tice and 
master the linguistic aspects of how to 
present their research find ings in their 
digital video

Aspects	of	creativ	ity	are	demon	strated	to	
students via online video docu ment ar ies 
and students are encour aged to think  
of how to commu nic ate their research  
find ings to a general audi ence

Students do online searches to see how 
projects can be presen ted in creat ive ways

The tutor projects guidelines on how the 
video docu ment ary is assessed, and this 
assess ment is then done by students and  
the tutor in class

Students	upload	digital	video	onto	YouTube	
and receive online feed back from viewers
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such aspects as the genre used, the music, any special effects, and the present a tion 
skills of other students. Formally, the tutor completes a feed back form and gives 
each	group	a	grade	for	their	video	docu	ment	ary.	The	video	is	worth	30%	of	the	
overall	 course	grade	 and	 is	 assessed	on	Organization	 and	Content	 (10	marks);	
Multimedia	and	Visual	Effects	(10	marks);	and	Language	(10	marks).

Methods

The	study	that	we	describe	here	involved	a	total	of	48	science	students	(twelve	
groups),	 who	 volun	teered	 to	 collect	 evid	ence	 of	 and	 report	 on	 their	 group	
commu nic a tion and learn ing processes while complet ing the English for science 
project.	A	pilot	study	with	two	groups	of	students	was	conduc	ted	first,	followed	
by a full study with ten addi tional groups the follow ing semester. The major ity of 
students	 (46)	were	 in	 their	first	year	of	 study	 for	 the	BSc	degree.	Most	of	 the	
students	(44)	iden	ti	fied	Cantonese	as	their	L1,	with	two	report	ing	Mandarin,	one	
report	ing	 Korean,	 and	 one	 report	ing	 Chaozhou	 ‘dialect’	 as	 L1.	 There	 were	 
36	females	and	12	males	in	the	study.

In order to invest ig ate students’ collab or at ive processes on this project, we 
adopted	a	 form	of	qual	it	at	ive	 inquiry	 (Richards	2003).	This	approach	 is	espe-
cially appro pri ate where, as in this case, ‘how’-type ques tions are being asked 
(Yin	2009)	and	complex	social	prac	tices	are	being	invest	ig	ated.	The	approach	is	
‘emic’ in nature, meaning that it seeks to under stand prac tices from the point of 
view of parti cipants and there fore considers the accounts of parti cipants to be a 
valid	data	source	(Davis	1995).	In	our	study,	parti	cip	at	ing	students	were	asked	to	
keep records of any arte facts that they created as they went through the project 
process: project commu nic a tions; written notes; draft scripts and story boards; 
images, audio or video they had found or recor ded; final video product. Each 
group also atten ded two semi- struc tured inter views to describe their process. 
These	were	tran	scribed	before	analysis	(see	below).
The	data	collec	tion	was	facil	it	ated	by	five	student	research	ers	(recruited	and	

paid	by	project	funding),	who	were	respons	ible	for	liais	ing	with	the	parti	cipants	
and helping them to archive docu ments. These research ers commu nic ated regu-
larly with the parti cipants, observed them in class, out of class, and through social 
media, kept field notes, and repor ted their obser va tions back to us in face- to-face 
meet	ings.	As	project	invest	ig	at	ors,	we	had	little	contact	with	the	project	groups	
them	selves,	meeting	them	only	for	the	inter	view.	As	a	result,	much	of	the	data	
that has been gener ated can be considered natur ally occur ring: what students 
would have created in the course of doing the project anyway. It is import ant to 
note that students gave their informed consent to parti cip ate in this process and 
were briefed that they were not required to provide any inform a tion that they 
considered to be private.
The	 arte	facts	 that	 were	 collec	ted	 through	 this	 process	 are	 summar	ized	 in	

Table	 11.2.	As	 can	 be	 seen,	 each	 group	 is	 unique	 in	 the	 amount	 and	 type	 of	
sources they used.
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The commu nic a tion between groups is of special interest in this study. In 
addi tion to face- to-face commu nic a tion, students commu nic ated using a mix of 
digital	 tools,	 email	 and	 social	 media	 (i.e.	 Facebook	 group	 pages,	 Facebook	
messen	ger,	 and	 WhatsApp).	 From	 the	 perspect	ive	 of	 collab	or	at	ive	 processes,	
these commu nic a tions provide a perman ent record of inter ac tions that occurred 
out of class and which is open to detailed analysis. That is to say, as well as the 
students’ accounts of their collab or at ive prac tices, we are also able to observe 
direct evid ence of such prac tices, as recor ded in social media.
Analysis	 focused	on	field	notes,	 tran	scripts	of	 inter	views,	 and	 tran	scripts	of	

project	 commu	nic	a	tions	 (these	 had	 been	 copied	 from	 online	 plat	forms	 and	
needed	 to	 be	minim	ally	 ‘tidied	 up’,	 remov	ing	 extraneous	 format	ting).	 All	 of	
these	 data	 sources	 were	 impor	ted	 into	MaxQDA	 (Verbi	 Software	 2016)	 and	
coded them at ic ally by members of the research team, who were given system atic 
train	ing	and	followed	an	estab	lished	code	matrix	(adopted	from	Hafner	&	Miller	
2011).	Project	commu	nic	a	tions	were	also	analysed	for	language	choice:	English,	
Chinese,	or	mixed	code.	The	result	ing	analysis	was	checked	by	a	research	assist	ant	
in order to ensure consist ency of coding. The analysis has involved multiple  
read ings of the data, going through a process of ‘constant compar ison’ of find ings 
across differ ent kinds of data in order to enhance the trust wor thi ness of the 
analysis.

Collaboration in social media

In this section, we illus trate the range of collab or at ive exper i ences observed on 
the	 project.	We	 have	 replaced	 students’	 names	with	 pseud	onyms	 through	out.	
When	 it	comes	 to	 their	commu	nic	a	tions,	 students	used	a	mix	of	Chinese	and	
English.	Of	 the	more	 than	 6,000	messages	 that	were	 analysed,	 approx	im	ately	

TABLE 11.2 Project arte facts

Video Images Audio Written text Communication

Group	1 16 102 8 17 EM,	FB,	WA
Group	2 38 17 2 10 EM,	WA
Group	3 1 76 52 8 FB,	WA
Group	4 19 7 1 28 FB,	WA
Group	5 7 1 0 7 FB,	WA
Group	6 32 38 22 12 WA
Group	7 1 9 13 14 FB,	WA
Group	8 1 6 1 6 WA
Group	9 10 38 13 3 FB,	WA
Group	10 44 29 11 18 FB
Group	11 3 17 31 11 EM,	FB,	WA
Group	12 1 18 0 9 WA

Key:	EM	=	email,	FB	=	Facebook,	WA	=	WhatsApp.
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58%	were	written	entirely	 in	English,	16%	entirely	 in	Chinese,	17%	in	mixed	
code, while the remain ing messages consisted entirely of punc tu ation marks, 
emoticons, images, videos, or hyper links and did not exhibit a clear code choice. 
Most	of	 the	 twelve	 groups	 followed	 this	 general	 pattern	of	 prefer	ring	English	 
in	 their	 computer-	medi	ated	 commu	nic	a	tion	 (CMC),	 but	 two	 groups	 (G12,	 
G8)	ran	against	 this	 trend,	using	Chinese	or	Chinese-	based	mixed	code	more	
frequently	than	English.	Nevertheless,	we	can	initially	observe	that	when	these	
students	 engaged	 with	 one	 another	 inde	pend	ently	 through	 CMC,	 there	 was	
gener	ally	poten	tial	for	them	to	create	a	new,	out-	of-class	context	for	L2	prac	tice	
oppor tun it ies.
We	are	of	course	also	 inter	ested	in	the	quality	of	these	 inter	ac	tions,	 that	 is,	

how	students	used	social	media	 for	collab	or	a	tion	and	 learn	ing.	Looking	at	 the	
social	media	record,	we	see	a	range	of	differ	ent	func	tions:	(1)	support	ing/motiv-
at	ing;	(2)	managing	the	group/task;	(3)	nego	ti	at	ing	the	text;	(4)	sharing	files	and	
links;	(5)	request	ing	and	giving	feed	back;	(6)	peer	teach	ing	and	learn	ing	from	
peers.	We	describe	each	of	these	func	tions	in	more	detail	below.

Supporting/motiv at ing

Students	 some	times	used	CMC	to	send	encour	aging	messages	 to	one	another,	
which seemed to be inten ded to support and motiv ate. This was not a very 
frequent func tion. Extracts 1 and 2 were sent near the begin ning of the project 
(trans	la	tions	of	Chinese	text	appear	in	square	brack	ets,	emoticons	are	repres	en	ted	
as	‘(emoji)’,	original	ortho	graphic	errors	are	retained,	timestamps	are	reduced):

Extract	1	(G6,	WhatsApp)
11:03:06:	Tom: happy chinese new yeah
11:03:54:	Lo: Happy new year happy project
11:04:24:	Tanya: Happy new year happy project

Extract	2	(G8,	WhatsApp)
13:36:53:	 Yan:	 (emoji)	年快樂！心想事成	 (emoji)	我地ge video 攞A+	
(emoji)	[Happy	New	Year!	Get	an	A+	in	our	video	project!]
13:49:31:	Hon: 新年快樂 我都想攞A+(emoji)	[Happy	New	Year!	I	want	
to	get	an	A+	too!]

Both	of	these	messages	were	sent	out	around	Chinese	New	Year	(usually	January	
or	February)	near	the	begin	ning	of	the	project,	when	students	needed	to	collect	
data. They demon strate the range of code choices avail able to students in the 
CMC.	Serving	a	similar	func	tion,	one	partic	u	larly	enthu	si	astic	member	of	G10	
created	a	docu	ment	entitled	‘Calculation	of	our	bonding	strength’	and	shared	this	
with	team	members	through	FB	messen	ger.	G10	were	good	friends	who	not	only	
did	the	project	together	but	also	social	ized	together,	attend	ing	the	same	dance	
club outside class.
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Messages	of	support	were	often	seen	near	the	end	of	the	project,	when	students	
were working hard to finish their videos by the dead line.

Extract	3	(G9,	WhatsApp)
01:57:03:	Dom:	 Noting	is	perfect,do	our	best	is	okay	la!!!!!	(emoji)

Sometimes	students	used	humour	to	provide	this	kind	of	support.	Extract	4	shows	
the messages of two students who stayed up all night working on the video 
project.

Extract	4	(G10,	FB	Messenger)
6:25am	Rafaela
	 another	sun	rose	again	==
6:25am	Zhang
	 I	hear	birds	laugh	ing	at	us	=	=

Another	dimen	sion	of	 this	 social	 support	 func	tion	 is	 seen	when	 students	 from	
time to time used social media to go ‘off topic’ and ‘chat’ about non- project 
matters.	For	example,	Ron	from	G1	contac	ted	group	mates	to	find	out	if	any	of	
them could help him find a copy of course notes for his general educa tion psycho-
logy	course.	And	Rafaela	from	G10	used	the	team’s	Facebook	messen	ger	group	
to excitedly announce the elec tion of a new pope in Rome and share a link to a 
live	YouTube	channel	cover	ing	the	event.

Managing the group/task

Managing	 the	 group	 was	 a	 common	 func	tion	 in	 students’	 CMC,	 espe	cially	
organ	iz	ing	and	facil	it	at	ing	meet	ings	by	using	messaging	tools	to	check	avail	ab-
il ity and announce arrival at a loca tion for shoot ing, for example. In addi tion to 
organ	iz	ing	meet	ings,	students	used	CMC	in	order	to:	plan	timeline	by	discuss	ing	
their	 ‘produc	tion	 sched	ule’;	 organ	ize	 collab	or	a	tion	 tools	 by	 discuss	ing	 which	
tools to use; divide labour by assign ing tasks to partic u lar indi vidu als; coordin ate 
their reading, writing, filming, and editing, includ ing brain storm ing ideas; and 
check	progress	on	the	project.	Extract	5	shows	a	WhatsApp	conver	sa	tion	which	
combines some of these func tions.

Extract	5	(G11,	WhatsApp)
14:26	Gina:	 Actually	I	have	already	borrowed	some	refer	ence	book	from	
library.	Should	we	really	need	to	wait	until	Tuesday	and	start	the	project?
14:26	Billy:	 No
14:27	Billy:	 You	can	start	reading
14:35	Gina:	 How	to	tell	you	guys	what	I	have	read?	Make	a	copy?
14:38	Billy:	 Notes
14:38	Billy: I will create a shared doc
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Here,	 Gina	 and	 Billy	 coordin	ated	 the	 back	ground	 reading	 task	 by	 discuss	ing	
when	Gina	could	get	 started.	This	 involved	an	 impli	cit	divi	sion	of	 labour	and	
timeline.	The	two	went	on	to	discuss	the	use	of	a	collab	or	a	tion	tool	(‘shared	doc’)	
to share summar ies of the reading with the group.

Negotiating the text

Students	some	times	used	CMC	plat	forms	to	nego	ti	ate	the	content	and	struc	ture	
of their docu ment ar ies. This occurred both in initial stages, as students gener ated 
ideas, and in later stages, when they were editing together parts of the video. In 
Extract	6,	the	students	needed	to	select	shops	to	observe	for	a	docu	ment	ary	on	
crowd	beha	viour.	All	four	students	in	the	group	were	involved	in	this	exchange	
as	they	discussed	whether	to	select	the	cinema	or	an	elec	tron	ics	store	(Broadway).

Extract	6	(G9,	WhatsApp)
23:08:35:	 Dom: 我地係咪決定用cinema啊?我驚會後悔播	 (emoji)	 [Are	
we	sure	we	will	use	cinema?	I	am	afraid	that	we	would	regret	later.]
23:15:26:	 Dom: 因為compare係咪應該要差唔多類型嘅店呢?	 [Since	 we	
are	going	to	compare,	should	we	find	a	shop	of	similar	type?]
12:17:05:	Dom: 請覆機!! [Please reply!!]
12:18:08: Erin:	 Broadway	ok?
12:18:49:	Erin:	 ???
12:19:35:	Rachel: ok
12:20:22: Ruth: Use broad way rather than cinema la
12:24:51:	Dom:	 Right???
12:27:05:	Ruth:	 Yes!!
12:27:12: Erin:	 (emoji)

Sharing files and links

Sharing	files	was	a	very	common	func	tion	in	CMC.	In	fact,	G12	used	their	FB	
group	exclus	ively	to	share	files,	unac	com	pan	ied	by	any	verbal	messages	(the	same	
group	did	use	WhatsApp	for	messages,	 though).	Students	 shared:	 inform	a	tion,	
e.g. weblinks and notes on reading; research instru ments like ques tion naires that 
they had designed; drafts of their script and story board; original audio, video, and 
image files; found music or sound effects; found footage or images; links to tech-
nical resources, e.g. video editors. Shared files could be accom pan ied by some 
verbal message and could also attract comments from other group members, 
though	this	was	relat	ively	infre	quent	(see	below).

Requesting and giving feed back

Sometimes	 students	 used	 the	 CMC	 tools	 to	 request	 feed	back	 from	 group	
members, as in Extract 7.
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Extract	7	(G7,	FB)
Wen	uploaded	a	file.
This is the video outline just imagined by myself. So, please look through  
it care fully and points out the mistakes. The most import antly, we must 
make it in detail, please add your ideas to it and make it as perfect as  
possible.
A+	Outline.docx	[file	name]
6:56pm

This	student	uploaded	an	outline	in	the	form	of	a	Word	file,	encour	aging	group	
members	to	‘point	out	the	mistakes’	and	‘make	it	as	perfect	as	possible’.	At	times,	
students typed their ideas and drafts of scripts directly into the social media plat-
form	instead	of	upload	ing	a	file.	At	other	times,	they	provided	links	to	Google	
Documents	 (a	 collab	or	at	ive,	 online	writing	 tool).	 These	 appeals	 for	 feed	back	
often	went	unanswered	in	the	CMC	record,	as	was	the	case	in	Extract	6	above,	
but	discus	sion	could	have	occurred	in	offline	contexts.
When	 students	 did	 provide	 feed	back,	 it	 targeted	 differ	ent	 aspects	 of	 the	

multimodal compos i tion: content, struc ture, language, as well as the effect ive-
ness	 of	 video	 (e.g.	 timing).	 Students	 some	times	 provided	 feed	back	 by	 leaving	
comments on posts. In Extract 8, the file uploaded contained an incor rectly 
labelled	table:	it	should	have	been	labelled	‘Fortress’	(the	name	of	an	elec	tron	ics	
store)	 but	 instead	 was	 labelled	 ‘PageOne’	 (the	 name	 of	 a	 book	 store	 in	 the	 
same	mall).	The	comments,	‘wrong	word’	and	‘shop	name’,	draw	atten	tion	to	this	
problem.

Extract	8	(G9,	FB)
Rachel
pageone
[Uploaded a table in English showing number of people passing through 
Fortress]
1:35am
 Dom	Wrong	word
	 1:36am
 Dom Shop name
	 1:36am
 Rachel lol sor
	 1:36am

As	well	 as	 comment	ing	 on	 or	 reply	ing	 to	 a	 social	media	 post,	 students	 could	
provide feed back by repost ing a draft with modi fic a tions or upload ing a modi fied 
file.	Where	students	modi	fied	and	re-	uploaded	or	repos	ted	draft	 scripts	 in	this	
way,	the	changes	made	were	not	always	obvious,	though	one	group	(G4)	used	
colour	to	signal	addi	tions	in	Word	docu	ments.
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Peer teach ing and learn ing from peers

When	asked,	it	is	quite	common	for	students	to	say	that	they	learnt	from	their	
peers or made changes based on the feed back of their peers. For example, Pinky 
(G1)	 said	 of	 her	 peers,	 ‘because	 they	 give	 me	 some	 comment,	 I’ve	 changed	 
some things in this script.’ In addi tion to making adjust ments to their script in 
response to comments, students also repor ted proofread ing one another’s writing 
for	grammar,	teach	ing	and	learn	ing	special	ized	vocab	u	lary	(e.g.	specific	vocab	u-
lary	 asso	ci	ated	 with	 the	 archi	tec	ture	 of	 a	 Catholic	 church),	 and	 correct	ing	 
one	another’s	pronun	ci	ation.	Looking	at	the	CMC	inter	ac	tions,	we	can	see	some	
evid ence of this kind of activ ity, but examples that clearly suggest uptake and 
learn ing are rare. Here we examine two examples that focus on impli cit vocab u-
lary teach ing and learn ing from peers.
In	Extract	9,	the	discus	sion	concerned	select	ing	a	church	to	feature	in	a	docu-

ment ary on archi tec ture. The student listed three criteria for selec tion, glossing 
‘aesthet	ics’	(point	3)	with	a	Chinese	trans	la	tion.	The	student	appar	ently	perceived	
a possible gap in group mates’ vocab u lary and attemp ted to remedy the problem 
by ‘teach ing’ the word. This could have an effect on group mates and on the 
student himself: if this was a new word for him, then writing the post gave him 
an oppor tun ity to use and rein force it.

Extract	9	(G7,	FB)
Dom I person ally think that, the church we choose would have such criteria 
in other words:
1. tradi tional histor ical build ing
2. struc tural compon ents and design
3.	aesthet	ics	(美學)	of	its	design	.	.	.
welcome	any	other	comments	:)
3:09pm

Finally,	 in	Extract	10,	Zhang	reques	ted	language	assist	ance	from	his	peers	and	
entered an extract from his script. Rafaela provided feed back, making three 
sugges	tions:	(1)	correct	the	spelling	of	‘brief ’;	(2)	trans	late	‘起源’	as	‘origin’;	(3)	
use	the	phrase	‘let’s	look	at’.	Ten	minutes	later,	Zhang,	who	appeared	quite	frus-
trated,	repos	ted	his	script	with	one	amend	ment	(Rafaela’s	point	2).

Extract	10	(G10,	FB	messen	ger)
4:31pm	Zhang
 I need gram mat ical checker !
	 SCript:	After	having	a	breif	Idea	about	the	起源 [origin] of the cathed ral
	 Shouldn’t	 We	 take	 a	 look	 on	 the	整體佈局 [overall struc ture] of the 
Church	?
4:34pm	Rafaela
	 Brief
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	 Origin
 erm
	 A	bit	weird
	 Just	say	 Let’s	look	at
 [. . .]
4:37pm	Zhang
 . . . . .
 I need full sentence
 [. . .]
4:44pm	Zhang
	 ?!???!???!??AM	I	CORRECT	?!??
 [. . .]
	 After	having	a	breif	Idea	about	the	origin	of	the	cathed	ral
	 Shouldn’t	We	take	a	look	on	the	element	ary	design	of	the	Church?

This example is inter est ing for two reasons: first, it provides some limited evid-
ence	of	vocab	u	lary	learn	ing	on	Zhang’s	part;	second,	the	failure	to	take	up	points	
1 and 2, both of which seem like good sugges tions, hints at the limit a tions of this 
kind of messaging tool for provid ing language feed back.

Teamwork issues and conflict

The analysis so far has shown how social media can be used in a support ive way 
to manage the group and manage the project task. However, team work issues like 
‘free	load	ing’	and	conflict	in	the	group	can	also	threaten	the	collab	or	at	ive	process.	
Our	data	suggest	that	such	issues	did	not	arise	frequently	in	the	groups	observed.	
When	they	did,	they	tended	to	be	handled	in	a	construct	ive	way	by	students.	In	
general, students perceived more bene fits than prob lems when it came to working 
in	a	team,	emphas	iz	ing	that	team	work	helped	them	to	create	a	better	product,	 
as below.

I think the under stand ing of one person of some thing is quite limited, but 
when we discuss with each other, we will know the opin ions or angles of 
other people, and make the under stand ing more close to the proper one. 
And	when	I	have	some	problem	in	trans	lat	ing,	I	will	ask	them	for	help.	And	
it also improves the docu ment ary and when between the discus sions we will 
talk about some other things, and that make the whole process inter est ing.

G2, Noelle

This	student	emphas	ized	the	value	of	group	diversity	and	the	idea	that	the	whole	
was greater than the sum of the parts. This was a view repeated by others as well. 
She main tained that diverse ‘opin ions or angles’ promote a better under stand ing 
of subject matter, which ‘improves the docu ment ary’. This view, that an effect ive 
team is a diverse team, is one that we had promoted when students formed their 
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project	groups.	At	that	stage,	we	sugges	ted	that	they	should	look	for	team	mates	
with comple ment ary strengths and interests so that the various chal lenges of the 
project	(e.g.	research	ing,	script	ing,	acting,	direct	ing,	editing)	could	be	addressed	
by team mates with appro pri ate skills and motiv a tion for a partic u lar role.

In order to invest ig ate the issue of free load ing, we asked students how they 
divided the work load between them. Sometimes students commen ted on the way 
that	partic	u	lar	students	took	on	special	ized	roles,	as	here:

Lindsay:	 Was	 there	 anybody	 in	 the	 group	 that	 was	 the	 expert	 in	
	 tech	no	logy?
Trish: I think Ron is the expert [laughter]
Ron:	 Just	a	little	bit	(G1)

At	other	times,	they	took	a	‘divide	and	conquer’	approach,	break	ing	a	task	like	
script- writing down sequen tially, as here:

Celia:	 At	first	each	of	us	were	respons	ible	for	one	part	[of	the	script]	and	we	
	 upload	into	the	inter	net	to	combine	it	and	to	edit	it	together.	(G3)

In discus sions with student research ers, it was noted that some groups and some 
students were clearly more engaged with the project task than others. In one case, 
a	researcher	commen	ted	on	a	partic	u	lar	indi	vidual	(in	G4)	and	noted:	‘Amy	was	
always out of the discus sion . . . She seemed having no interest in parti cip at ing. 
Meanwhile	the	other	girls	seldom	asked	for	her	opin	ions	as	well.’	Interestingly,	
though, this obser va tion, based on one obser va tion of in- class activ ity, was not 
borne	out	by	the	CMC	data.	In	social	media,	Amy	was	one	of	the	more	active	
contrib ut ors in this group.
In	CMC,	there	were	few	overt	signs	of	conflict,	though	there	were	signs,	such	

as those observed in Extract 10, that students got frus trated with one another 
from	 time	 to	 time.	 In	 inter	views,	 students	 some	times	 described	 conflicts	 that	
occurred, but these were gener ally not seen as negat ive. They usually related to 
choices about the project, for example, which topic to choose and how to present 
it.	 Students	 saw	 such	 conflicts	 as	 natural	 and	 product	ive.	 Zhang	 (G10)	 said,	
‘Conflict	 is	 good’	 and	 ‘If	 there	wasn’t	 any	 argu	ment,	 then	 I	 think	 there	must	 
be	 a	 problem.’	 One	 possible	 reason	 for	 the	 gener	ally	 posit	ive	 reports	 here	 is	 
that we addressed issues of team work expli citly on the course, using activ it ies to 
raise	students’	aware	ness	of	possible	issues	(Oakley	et	al.	2004).	Another	possible	
reason	is	that,	in	the	Hong	Kong	cultural	context,	students	tend	to	avoid	conflict	
over	group	work	issues,	espe	cially	the	issue	of	free	load	ing	(Bremner	et	al.	2014).

Discussion and conclu sions

In inter pret ing the data, we have to keep in mind that the social media inter ac-
tions observed here are only one part of the whole collab or at ive exper i ence, 
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which	also	included	a	lot	of	face-	to-face	inter	ac	tion.	Nevertheless,	the	perman-
ence of these social media posts means that they provide a record of out- of-class 
inter ac tions that would other wise be diffi cult to obtain, offer ing a valu able 
window onto students’ collab or at ive prac tices. These data allow us to explore not 
only what students say they were doing but also what they actu ally were doing.	Also,	
the students on this course were not direc ted to set up social media plat forms as 
part of the project. They did so volun tar ily because of the bene fits that they 
perceived.	Considering	the	way	that	they	have	used	these	social	media	tools	may	
there fore give us insight into how such tools can support collab or a tion and 
learn	ing.	As	an	initial	caveat,	we	also	need	to	keep	in	mind	that	differ	ent	groups	
used social media very differ ently.

The data drew atten tion to the very complex nature of the collab or at ive 
processes that students engaged in as part of this project. They used social media 
for a range of purposes, which suggest three main categor ies of group work 
manage ment:

1. managing group dynam ics;
2. managing the collab or a tion;
3.	 managing	the	task	(process/product).

Here, ‘managing group dynam ics’ refers to the social aspect of the group work, 
support	ing	and	motiv	at	ing	the	team.	‘Managing	the	collab	or	a	tion’	refers	to	the	
nuts and bolts of working together: decid ing when to meet, how to commu-
nic	ate,	 how	 to	 divide	 labour.	 ‘Managing	 the	 task’	 refers	 to	 two	 task-	oriented	
purposes: first, coordin at ing the project process by plan ning a timeline for  
brain storm ing, reading/research ing, plan ning and writing scripts/story boards, 
filming, and editing; second, design ing and creat ing the actual textual product. 
English	for	Specific	Purposes	(ESP)	courses	tend	to	focus	more	on	aspects	of	task,	
for example, how to construct genres in terms of both process and product. 
However, the find ings show that when engaged in this kind of collab or at ive 
project work, issues of task coordin a tion, collab or a tion, and group dynam ics 
were raised. It is there fore import ant to provide support for group work processes, 
design	ing	activ	it	ies	 that	help	 students	plan	and	monitor	 their	group	work	 (see	
Oakley	et	al.	2004	for	some	prac	tical	sugges	tions	that	we	use	on	our	course).

In our educa tional context, it is increas ingly common for students to be called 
on to carry out the kind of collab or at ive project work described here. However, 
the collab or at ive writing strategies employed by students on this project did not 
seem	espe	cially	soph	ist	ic	ated.	We	frequently	observed	students	swap	ping	Word	
files	through	Facebook	and	swap	ping	texts	through	social	media	posts.	We	did	
not	observe	students	making	use	of	the	collab	or	a	tion	features	of	Word	or	Google	
Docs.	These	collab	or	a	tion	features	afford	detailed	comment	ing	and	suggest	ing.	
Yet	when	 students	 provided	 feed	back	 by	 re-	upload	ing	 or	 repost	ing	 texts,	 the	
changes sugges ted were not always obvious. This is clearly evident in Extract 10, 
where	Zhang	was	unable	to	prop	erly	process	and	benefit	from	the	text	messages	
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sent by Rafaela: Facebook messen ger may not be the right tool here. Students 
could prob ably be equipped with a better under stand ing of collab or at ive writing: 
(1)	 possible	 team	work	 strategies	 and	 their	 advant	ages	 and	 disad	vant	ages,	 e.g.	
whether	to	write	sequen	tially	or	in	paral	lel	(Sharples	et	al.	1993);	(2)	how	differ	ent	
tools can be used to support the process, includ ing writing tools and commu nic-
a	tion	tools.	An	enhanced	under	stand	ing	of	these	issues	would	benefit	students	on	
collab or at ive writing tasks in the academy and have possible applic a tion in the 
work place, where the trend is to increase use of team work.
Our	find	ings	rein	force	exist	ing	work	on	the	use	of	social	media	in	educa	tion,	

which suggests that social media present a hybrid space for learn ing, blend ing 
learn	ing,	social,	and	leisure	spaces	(Manca	&	Ranieri	2013).	This	is	evid	enced	in	
the way that the social media messages were used by students to send messages of 
support and encour age ment, go off topic and ‘chat’, and even discuss their other 
courses	(‘support	ing	and	motiv	at	ing’,	above).	Academic	learn	ing	and	nego	ti	ation	
of the academic task coexist with social inter ac tions that are often humor ous in 
nature. Such social inter ac tions may play an import ant role in the collab or at ive 
learn ing process, provid ing the neces sary found a tion for peer teach ing and 
learn ing oppor tun it ies to be taken up.
As	 mentioned	 above,	 students	 on	 this	 course	 were	 not	 required	 to	 adopt	 

social media tools, but did so because they felt it would benefit the project work. 
They made use of the afford ances of digital tools in order to create their own 
out-	of-class	 learn	ing	 envir	on	ments	 and	 ‘micro	 communit	ies’	 (Hirvela	 1999).	
Our	find	ings	provide	abund	ant	evid	ence	of	inter	ac	tion,	evid	ence	of	nego	ti	ation,	
and tent at ive evid ence of learn ing in these contexts. In terms of instruc tional 
design, we see here the inter play of struc ture and agency referred to near the 
begin ning of this chapter. The English for science project provided a struc tured 
context for learn ing within which students exer cised agency in order to create 
learn ing spaces and invest in their language learn ing. In addi tion, note that 
students were assessed on their project work, rather than the way that they 
commu nic ated in these spaces. This again provides a measure of autonomy that 
may be an import ant ingredi ent in encour aging posit ive peer teach ing and 
learn ing exper i ences.

This study provides us with a better under stand ing of how under gradu ate 
second- language learners approach collab or at ive project work and the kind of 
exper i ences that they have. In English for Specific Purposes, collab or at ive 
processes tend to be addressed in a super fi cial way, and in any case there are 
consid er able differ ences in the way that people collab or ate in the academy and in 
the	work	place	(Bremner	2010).	We	would	like	to	close	by	remark	ing	again	on	
the complex nature of the collab or at ive task that students engaged in for this 
project. The sheer complex ity of the task produced a collab or at ive process one 
step closer to what one might exper i ence in the work place. There, diverse teams 
collab or ate because they need each other to produce a better final product. This 
sense that ‘the whole is greater than the sum of the parts’ is one that was shared 
by	our	students.	As	Yoyo	(G4)	put	it	‘I	think	working	in	a	team	can	help	each	
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others . . . if we can have a concer ted effort . . . the whole project it is better than 
only one person to do so.’
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Introduction

Massive	Open	Online	Courses	 (MOOCs)	 in	 higher	 educa	tion	have	 attrac	ted	
wide spread atten tion from people such as educa tion research ers and academic 
blog	gers	and	from	news	media	since	2012	(Pappano	2012;	Bates	2012;	DeSantis	
2012;	Lewin	2013;	Watters	2012).	These	courses	tend	to	be	content-	based	and	
are mainly related to the science, tech no logy, engin eer ing, and math em at ics 
(STEM)	domains.	However,	there	is	a	growing	interest	in	Language	MOOCs	
(LMOOCs)	for	academic,	research,	or	profes	sional	purposes	(Bàrcena	&	Martín-
Monje	2015;	Perifanou	&	Economides	2014).	While	there	has	been	an	increase	
in	 studies,	 ranging	 from	 the	 subject	 of	 attri	tion	 rates	 (Coffrin	 et	 al.	 2014)	 to	
design	(Guàrdia,	Maina,	&	Sangrà	2013)	and	commu	nic	a	tion	patterns	(Gillani	
and	Eynon	2014),	research	on	MOOCs	is	still	relat	ively	new.	As	a	result,	there	
appears	to	be	little	guid	ance	on	the	design	of	MOOCs	for	learn	ing	English	as	a	
second	language	(ESL),	and	there	is	even	less	empir	ical	research	about	LMOOCs	
(Bàrcena	&	Martín-Monje	2015).
Theoretical	 back	grounds	 and	 concepts,	 such	 as	 Connectivism	 (Milligan,	

Littlejohn,	&	Margaryan	2013)	and	social	network	analysis	 (Sinha	2014;	 Jones	
2015;	Goodyear	&	Carvalho	2014),	have	addressed	MOOCs	in	general,	shed-
ding	some	light	on	how	MOOC	parti	cipants	engage	or	connect	with	content	
and each other in learn ing networks. However, there still seems to be a lack of 
under	stand	ing	 of	 how	 parti	cipants	 posi	tion	 them	selves	 within	 MOOCs	 and	
inter act, or connect, with others to share, eval u ate, create know ledge, or learn 
skills. There seems to be even less under stand ing of how or why this might be 
relev	ant	in	LMOOCs.	Currently,	there	is	very	little	published	on	how	students’	
engage	ment,	their	learn	ing	and	assess	ment	strategies	within	English	LMOOCs,	
and	their	percep	tions	of	LMOOCs	can	inform	future	online	course	design.

12
PARTICIPANTS’ ENGAGEMENT IN  
AND PERCEPTIONS OF ENGLISH 
LANGUAGE MOOCs

Sean McMinn
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To	help	under	stand	whether	and	how	learners	engage	others	in	an	LMOOC,	
four cases were analysed involving people from differ ent coun tries and  
various	back	grounds	(i.e.	age,	educa	tion,	English	profi	ciency),	who	are	parti	cip-
at	ing	in	networked	learn	ing	through	edX	courses	for	the	purpose	of	improv	ing	
English speak ing and writing skills. These cases were chosen by the follow ing 
criteria:

(1)	 MOOC	type:	All	cases	occur	within	an	xMOOC	model.
(2)	 MOOC	plat	form:	All	cases	occur	within	the	edX	or	Coursera	plat	forms.
(3)	 Course	 design:	 All	 cases	 involve	 a	 similar	 course	 design	 that	 includes	 
weekly	 modules,	 each	 with	 learn	ing	 sequences	 of	 video	 lectures	 (5–10	
minutes),	 review	 ques	tions,	 quizzes,	 discus	sion	 forum	 activ	it	ies,	 and	 
exams.

(4)	 Institution:	All	 cases	 involve	 courses	 offered	 by	 the	Center	 for	 Language	
Education, Hong Kong University of Science and Technology. This criterion 
is mainly due to access ib il ity issues.

(5)	 Duration	of	course:	The	dura	tion	for	each	case	is	six	to	seven	weeks.

The courses are:

•	 ‘English	 for	 Doing	 Business	 in	 Asia—Speaking’,	 offered	 through	 edX	
(EBA101xA)

•	 ‘English	 for	 Doing	 Business	 in	 Asia—Writing’,	 offered	 through	 edX	
(EBA102xA)

•	 ‘English	 for	 Doing	 Business	 in	 Asia—Speaking’,	 offered	 through	 edX	
(EBA101xB)

•	 ‘English	 for	 Doing	 Business	 in	 Asia—Writing’,	 offered	 through	 edX	
EBA102xB

While	 there	 are	 specific	 learn	ing	 outcomes	 designed	 into	 each	 course	 with	 
clear tasks, includ ing summat ive and peer assess ment, parti cipants are given  
some freedom to choose how they engage in the course to improve their  
English. To better under stand this subject, the follow ing ques tion was  
explored: how do parti cipants posi tion them selves within a network of English  
language	learners	in	a	massive	open	online	course	(MOOC)?	This	was	followed	
by asking: what type of perceived inter ac tions and connec tions do parti cipants 
initi	ate	within	an	LMOOC?	Identifying	and	distin	guish	ing	possible	connector	
types and the common ties they make, and under stand ing how parti cipants 
perceive	 their	 engage	ment	 in	 LMOOCs,	 could	 assist	 course	 design	ers	 in	 
gaining mean ing ful know ledge about online language learn ing and other 
e- learn ing initi at ives, account ing for various learn ing strategies or learn ing  
goals.
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Review of liter at ure

Networked learn ing and connect ors

As	Goodyear	&	Carvalho	(2014)	note,	MOOCs	share	similar	char	ac	ter	ist	ics	in	
rela tion to networked learn ing. For the purpose of this chapter, networked 
learn ing is defined as:

learn ing in which inform a tion and commu nic a tion tech no logy [. . .] is 
used to promote connec tions: between one learner and other learners, 
between learners and tutors; between a learn ing community and its learn ing 
resources.

Dirckinck-Holmfeld, Jones, & Lindstrom 2009

As	a	consequence,	liter	at	ure	on	networked	learn	ing	was	explored	to	assist	with	
identi fy ing shared char ac ter ist ics in rela tion to connectiv ity and connect ors. 
Literature	 suggests	 that	 there	 are	 various	 elements	 involved	 that	 enable	 or	
constrain connectiv ity among parti cipants in a learn ing network. For example, 
Saadatmand	and	Kumpulainen	(2014)	note	the	phenom	ena	of	social	serendip	ity,	
which is some thing that some parti cipants in an open online course may  
exper i ence as a result of being connec ted in a learn ing network. However, Kop 
(2012:	3)	suggests	that	power	rela	tions	could	limit	connec	tions,	and	that	‘it	is	the	
pres	ence	and	involve	ment	of	(know	ledge	able)	others	in	an	envir	on	ment	char	ac-
ter	ized	by	many	tech	no	lo	gical	vari	ables	and	contexts	that	help	learners	to	make	
sense	of	the	multi	tude	of	resources	offered	on	the	Web’.	Hodgson,	McConnell,	&	
Dirckinck-Holmfeld	(2012)	suggest	that	networked	learn	ing	is	achieved	through	
parti cip a tion in communit ies of learners where meaning is both nego ti ated and 
created through collab or at ive dialogue.
Drawing	 from	 other	 discip	lines	 and	 social	 network	 theor	ies	 (Granovetter	

1973;	Kotowski	and	Dos	Santos	2010;	Williams	2006),	liter	at	ure	suggests	that	a	
social	network	consists	of	various	types	of	connect	ors.	One	possible	type	includes	
people who have weak ties to others, provid ing new know ledge and bridging 
people to form new groups or connec tions within a larger social network 
(Granovetter	1973;	Kotowski	and	Dos	Santos	2010).	Jones,	Ferreday,	&	Hodgson	
(2007)	apply	the	concept	of	weak	ties	to	networked	learn	ing,	noting	that	know-
ledge	is	often	nego	ti	ated	through	dialogue	within	a	network.	Williams	(2006)	
suggests that bridging occurs ‘when indi vidu als from differ ent back grounds make 
connec tions between social networks. These indi vidu als often have only tent-
at ive rela tion ships, but what they lack in depth they make up for in breadth.’ The 
oppos ite of bridging would be ‘bonding’, which occurs when strongly tied indi-
vidu als provide support for one another; people who initi ate bonding among 
strong ties could be another type of connector.
Additionally,	 Sedereviciute	 &	 Valentini	 (2011)	 provide	 other	 types	 of	

connect	ors	in	their	Stakeholder	Salience	Model	(SSM):	(1)	uncon	cerned	lurkers,	
indi vidu als who have no connec tions with other members in the network, nor 
express	 an	 interest	 in	 partic	u	lar	 organ	iz	a	tion	 using	 social	 media	 tools—these	 
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can also be called non- stake hold ers;	 (2)	 uncon	cerned	 influ	en	cers,	 who	 have	
connec tions within an examined network, but do not express an interest in a 
partic	u	lar	organ	iz	a	tion—also	called	dormant stake hold ers;	 (3)	concerned	 lurkers,	
who	express	an	interest	in	an	organ	iz	a	tion,	but	who	do	not	have	a	central	posi	tion	
in	 the	 network	 to	 pass	 their	 messages	 fast	 to	 others—also	 called	 depend ent 
stake hold ers;	and	(4)	concerned	influ	en	cers,	who	have	great	posi	tion	in	the	network	
and	consid	er	able	inter	ac	tion	in	an	organ	iz	a	tion;	they	are	import	ant	stake	hold	ers	
since	they	share	content—also	defined	as	defin it ive stake hold ers. This liter at ure on 
networked	learn	ing	and	connect	ors	helps	frame	both	the	review	of	MOOC	liter-
at	ure	and	the	analysis	of	a	MOOC	and	of	parti	cipants’	inter	ac	tions	in	its	learn	ing	
network.

MOOCs as networked learn ing and parti cipant connectiv ity

McAuley	et	al.	(2010)	indic	ate	that	there	are	two	main	categor	ies	of	MOOC:	
xMOOCs	and	cMOOCs.	xMOOCs	are	highly	struc	tured	courses	that	centre	
around a series of short video lectures, auto mated marking, and peer eval u ation. 
cMOOCs	 are	 based	 on	 connect	iv	ism,	 where	 parti	cipants	 build	 and	 navig	ate	
their	own	learn	ing	exper	i	ence	by	choos	ing	their	own	web	connec	tions.	Coursera,	
EdX,	and	Udacity	are	often	labelled	as	xMOOCs.	While	this	chapter	focuses	on	
xMOOCs,	it	is	argued	that	elements	related	to	parti	cipants’	engage	ment	in	both	
xMOOCs	 and	 cMOOCs	 are	 related	 to	 networked	 learn	ing	 theor	ies	 and	 are	
treated as being equally relev ant.
While	MOOC	liter	at	ure	does	focus	on	parti	cipants’	engage	ment,	it	is	often	

either too vague or does not adequately show how parti cipants posi tion them-
selves	 in	 networked	 learn	ing.	 Milligan	 et	 al.	 (2013)	 provide	 one	 of	 the	 first	 
studies	related	to	patterns	of	engage	ment	in	cMOOCs;	their	research	suggests	
that	 MOOCs	 consist	 of	 three	 categor	ies	 of	 parti	cipants:	 active	 parti	cipants,	
lurkers, and passive parti cipants. They suggest that certain factors affect engage-
ment: confid ence, prior exper i ence, and motiv a tion.

However, it is not clear how one meas ures motiv a tion for engage ment. 
Additionally,	passive	parti	cipants	are	not	clearly	defined.	In	contrast,	Koutropoulos	
&	Gallagher	(2012)	provide	their	own	categor	ies:	 lurking	parti	cipants,	moder-
ately	active	parti	cipants	(one	or	two	topics	are	engaged),	and	memor	able	active	
parti	cipants	(parti	cip	ated	in	five	more	activ	it	ies).	Again,	they	provide	only	vague	
descrip tions, and their study does not measure connectiv ity and posi tion ing of  
parti	cipants	within	the	MOOC.	Saadatmand	&	Kumpulainen	(2014)	note	that	
learners can create their own learn ing exper i ences, alone or in networks, and 
suggest that lurkers may be peri pheral learners setting their own pace within a 
course.	Hill	(2013)	provides	another	set	of	categor	ies	to	explain	student	patterns	
in	an	xMOOC:	(1)	no	shows,	(2)	observ	ers,	(3)	drop-	ins,	(4)	passive	parti	cipants,	
and	(5)	active	parti	cipants.	Their	study	indic	ates	that	the	number	of	students	in	
each	category	decreases	as	the	course	progresses.	Ramesh	et	al.	(2014)	note	two	
differ ent forms of student engage ment: passive and active. They also note another 
category of regis trant, the auditor.
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LMOOCs and networked language learn ing

There is consid er able published research in the areas of computer- medi ated 
commu	nic	a	tion	(CMC)	and	computer-	assisted	language	learn	ing	(CALL)	(Bax	
2003;	Chapelle	2009;	Davies	et	al.	2014;	Warschauer	1996),	which	can	inform	us	
of how language learners engage others and content in online language- learn ing 
communit	ies	that	are	a	part	of	a	course.	Yet	the	subject	of	LMOOCs	is	relat	ively	
new,	and	there	are	very	few	studies	related	to	it.	Lewis	et	al.	(2015)	do	explore	
social	ity	theory	in	their	study	of	an	open	trans	la	tion	MOOC,	and	their	find	ings	
are encour aging. They suggest that traits related to human social ity can provide 
a	frame	work	that	could	rein	force	success	ful	learner-	parti	cipants	in	a	MOOC.	In	
contrast,	Rubio	(2015)	recom	mends	course	design	that	rein	forces	higher	levels	of	
learner–content	 inter	ac	tion	 in	 LMOOCs	 compared	 to	 learner–learner	 and	
learner–instructor	 inter	ac	tions.	Dixon	&	Fuchs	 (2015)	 suggest	 that	LMOOCs	
afford the ability for learners to connect with others, offer ing the chance for 
authen	tic	inter	ac	tion	with	native	and	non-	native	speak	ers.	Sokolik	(2015)	refers	
to	 past	 CMC	 and	 CALL	 research,	 calling	 for	 high	 levels	 of	 engage	ment	 in	
LMOOCs	that	includes	an	instructor	pres	ence	and	videos	that	initi	ate	engage-
ment	rather	than	simply	present	ing	inform	a	tion.	While	these	repres	ent	a	good	
start	 in	 under	stand	ing	 engage	ment	 in	 LMOOCs,	more	 research	 is	 needed	 to	
under	stand	how	networked	learn	ing	may	be	designed	for	LMOOCs.

Methods

A	 mixed-	methods	 approach	 was	 used	 in	 this	 study,	 includ	ing	 an	 analysis	 
of discus sion forum activ ity, online surveys, and click stream data. These were 
used to analyse how parti cipants create, define, and exper i ence their roles in 
LMOOCs.

Discussion forums

An	induct	ive	them	atic	analysis	(Braun	&	Clarke	2006)	of	the	discourse	in	discus-
sion forum activ ity was used for this research, which consists of six phases:  
(1)	famil	i	ar	ising	your	self	with	the	data;	(2)	gener	at	ing	initial	codes;	(3)	search	ing	 
for	themes;	(4)	review	ing	themes;	(5)	defin	ing	and	naming	themes;	(6)	produ-
cing the report.

Online surveys

Pre-	and	post-	surveys	contain	ing	mainly	5-point	Likert	items	in	two	categor	ies	
were given to students to complete online. These surveys were also part of the 
course coordin at ors’ prac tice of collect ing quality assur ance data for course 
review purposes. The categor ies include learn ing English online and online 
learn ing communit ies.
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Clickstream data

The	 amount	of	 access	ible	MOOC	click	stream	data,	which	 show	which	 items	
learners visit in what order, based on mouse clicks and inter ac tions with course 
content,	 is	 vast.	Depending	 on	 the	MOOC	plat	form,	 instruct	ors	 can	 analyse	
numer ous inter ac tion types, ranging from geographic distri bu tion of learners, 
access to and comple tion rates of video lectures, to parti cip a tion in activ it ies  
or	quizzes.	An	 analysis	 of	 all	 click	stream	data	 for	 the	five	 cases	 is	 beyond	 the	 
scope of this chapter. However, some analysis of items related to student 
geographic distri bu tion and frequency of inter ac tion with course items is worth 
mention ing to get a wider under stand ing of parti cipants’ engage ment in the 
course.

Findings

Analysis of discus sion forums

Initial ideas were first noted after reading and reread ing tran scripts of randomly 
selec	ted	 discus	sion	 threads	 from	 the	 five	 courses.	 Codes	were	 then	 gener	ated	
upon first analysis and recoded after careful review by identi fy ing new and  
reoc cur ring patterns, analys ing rela tion ships between emer ging categor ies, and 
distin guish ing vari ations between categor ies.

It was revealed that parti cipants posi tioned them selves within the discus sion 
forums in various ways to connect and engage in the course. Four main themes 
emerged:	(1)	influ	en	tial	connector,	(2)	moder	ate	connector,	(3)	peri	pheral/distant	
connector,	 and	 (4)	 dormant	 connector.	 For	 example,	 data	 coded	 ‘moder	ates	 
parti cipants’, ‘encour ages parti cipants’, and ‘invites parti cipants for comments’  
share	prop	er	ties	in	that	parti	cipants	posi	tioned	them	selves	as	contrib	ut	ors	or	influ-
en tial actors within the learn ing network; as a result, they were attrib uted to the 
‘influ	en	tial	connector’	category.	It	was	also	revealed	that	the	type	of	connect	ors	and	
their rela tion ships within a wider scope of the learn ing network varies: not all 
parti cipants connect the same way, nor is the frequency of their connect ing the 
same.
Additionally,	while	some	connect	ors	share	similar	prop	er	ties,	it	was	revealed	

that the four categor ies work across a spec trum, each decreas ing in shared prop-
er	ties.	For	example,	a	moder	ate	connector	and	influ	en	tial	connector	may	share	
the prop erty of invit ing other parti cipants for comments on their ideas; however, 
they do not share the prop erty of moder at ing parti cipants.

Influential connector

Some	parti	cipants	posi	tion	them	selves	within	influ	en	tial	roles	within	the	learn	ing	
network	or	 are	defin	it	ive	 stake	hold	ers	 in	 some	way	 in	 that	 they	 influ	ence	 the	
sharing and creation of know ledge and/or types of activ it ies related to learn ing 
goals. These parti cipants tend to encour age connec tions with others, despite 
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having weak ties, and some times play the role of moder ator or guide. These 
influ	en	tial	connect	ors	may	also	initi	ate	bridges	across	bound	ar	ies	form	al	ized	in	
the course, such as start ing group meet- ups through social media outside a 
MOOC	plat	form.
For	example,	Participant	A,	who	was	one	of	the	more	frequent	parti	cipants	 

in	one	of	the	analysed	cases,	started	seven	discus	sions	and	commen	ted	75	times	in	
various	 threads.	 In	Week	5,	Participant	A	 started	 the	 thread	 ‘Task	2	 informal	
assess	ing’,	which	received	31	comments.	Figure	12.1	shows	an	excerpt	from	that	
thread.

Participant A:
my pitch link: https://sound cloud.com/ . . .
example for your assess ing:
score : 10 out of 12
feed back : work on your pronun ci ation
to make it clear for every one, please post your assess ment and feed back in ‘add a 
comment ‘ part. because every one can see your assess ing about her/his pitch in 
one place, under her/his link.
thank you

PARTICPANT B:
Well, I consider that your pronun ci ation is OK, espe cially when it comes to pauses 
and stress. Your speech is well struc tured, and I would buy your idea if I were your 
audi ence ;).
Score: 11 out of 12.

PARTICIPANT A
thank you __________ ;).

PARTICIPANT C
Week 5.1 – Discussion: high- context and low- context cultures
Where does your country/culture fit in this spec trum? Does Hall’s categor iz a tion of 
your culture seem valid? Why or why not?
Hi, [_____] Would you help me,
My name’s [______] I’m from Brazil in South America, I think the categor iz a tion of 
my country/culture is between Spain and Italy. Do you agree or disagree with this 
state ment? What do you think? Please send me an answer to my ques tion, with 
your opinion. Thanks a lot guys.
Link Sound Cloud: https://sound cloud.com/. . . .

PARTICIPANT A
let all feed back for one person have been come under her or his link post
please post your assess ing under my post in ‘add a comment’ part and Delete this 
post.
thank you

FIGURE 12.1 Influential	connector	discus	sion	forum	sample

https://soundcloud.com
https://soundcloud.com
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Moderate connector

These	parti	cipants	share	similar	features	of	influ	en	tial	connect	ors,	such	as	contrib-
ut ing social remarks like ‘good work’, ‘hello’, or ‘nice to meet you’; however, the 
main differ ence is that a moder ate connector tends to respond to simil ar it ies or 
rein force common al it ies with other parti cipants within the discus sion forum. 
They	rein	force	strong	ties	due	to	‘bonding	social	capital’,	as	described	by	Williams	
(2006).	For	example,	Participants	E,	F,	and	G	link	their	comments	for	a	task	in	
Week	5	to	a	common	al	ity	they	share:	their	national	back	ground.	The	same	three	
parti cipants exhibit similar discourse in a discus sion task.

PARTICIPANT E
Hello, Italy – my country, stands be fore India in the chart. it seems to be half way 
between high and low context. I do not know how to inter pret this posi tion, but 
i think it might refer to the fact that commu nic a tion in Italy is not always high or 
low, but varies accord ing to situ ations.

PARTICIPANT F
I agree with my compat riot _______: in Italy the commu nic a tion is not always high 
or low context, but it changes accord ing to the differ ent situ ations, and indeed it 
changes also by differ ent regions. That is confirmed also by Hofstede model about 
cultural dimen sions. As you may remem ber, Italy is a prag matic country, accord ing 
to Hofstede: people are able to adapt tradi tions to changed condi tions.

PARTICIPANT G
Hello! I do agree with both my compat ri ots: you cannot define Italy as an high 
context culture or a low content culture since it varies much on regions and  
indi vidu als. I think that in Italy there are many unspoken rules that every one  
under stands and that can be used to easily spot foreigner.

Similar discourse patterns occur in two other separ ate discus sion threads. In 
both	 threads,	 parti	cipants	 connect	 based	 on	 their	 ethni	cit	ies:	 Chinese	 and	
Spanish.

Peripheral/distant connector

Peripheral connect ors appear to parti cip ate less frequently and mean ing fully in a 
discus sion forum. These connect ors contrib ute to a threaded discus sion but do 
not make connec tions to other posters. They tend to only post content that 
answers a task, and their discourse does not in any way connect to other parti-
cipants’ contri bu tions to the task. For example, in one case, students were given 
the task of defin ing ‘culture’ in the discus sion forum. Peripheral/distant 
connect ors completed the task; however, they posi tioned them selves in the 
discus sion only by address ing the task, and did not connect with other parti-
cipants. This can be seen in Figure 12.2. Participant H begins a threaded discus-
sion,	but	Participants	I	and	J	seem	to	ignore	H’s	contri	bu	tion	and	only	contrib	ute	
their	own	answer	for	the	activ	ity	(Figure	12.2).
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The discourse of peri pheral/distant connect ors some times connects with that 
of other parti cipants, but only minim ally. For example, they may simply write, ‘I 
agree’,	with	no	elab	or	a	tion.	This	seems	to	be	similar	to	Eynon	et	al.’s	(2014)	study	
on	discus	sion	forum	inter	ac	tions	in	a	MOOC,	which	suggests	that	many	discus-
sion	 posts	 are	 essen	tially	 a	 state	ment	 of	 obser	va	tion	 or	 opinion	 (of	 varying	
quality),	with	 fewer	posts	 contrib	ut	ing	 to	know	ledge	 construc	tion	with	other	
parti cipants

Dormant connector

These parti cipants often start a thread that receive comments; however, the 
dormant	connect	ors	do	not	continue	the	discourse.	What	they	initi	ated	may	be	
influ	en	tial	in	initi	at	ing	discus	sion	and	know	ledge	creation,	but	other	connec	tions	
remain	dormant.	An	example	would	be	the	the	excerpt	in	Figure	12.2:	Participant	
H posi tions himself or herself as a dormant connector in that he/she initi ates a 
discus	sion,	receiv	ing	35	comments	from	other	parti	cipants,	but	he/she	does	not	
follow up or continue discourse within the thread.

Pre- and post- course surveys

Survey find ings indic ate that parti cipants posi tioned them selves differ ently  
within	the	course.	For	example,	Figure	12.3	shows	that	a	signi	fic	ant	number	of	

PARTICIPANT H
I think this defin i tion for the concept of ‘culture’ show clearly how people define 
culture when I ask them. They use to say that the culture is the customs and  
beha viours of a human group, and that’s all. That’s true, but I think it means you 
have a low know leadge about that culture, for example of Chinese culture because 
the complex ity is in the deep layer. If a person really under stand a culture, then he 
or she will talk about deep culture layer, that is harder to realize. Of course, have 
a basic know ledge isn’t bad, but I think for make truly nice busi ness with people 
from other coun tries is better immerse your self in deep culture also.

PARTICIPANT I
Culture comprises of ideas, customs and social beha vior of a partic u lar community. 
I believe we all do over gener al iz a tion and some times have negat ive stereo types 
about differ ent culture.

PARTICPANT J
under stand ing the culture of every nation is great. I think the conclu sion of  
this topic is we must under stand the differ ent perspect ive of other people,  
espe cially when we contact them in our busi ness event. example when you work 
with Indonesian people make sure they know what to do and when to do it. and 
under stand that some value is very import ant for some person. Do not make them 
angry because you do some thing that makes the value that those person think 
great becom ing small.

FIGURE 12.2 Peripheral/distant connector discus sion forum sample
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respond ents in a pre- survey indic ated that they plan to view the discus sion  
threads; a similar amount indic ated that they will contrib ute to the discus sion threads  
frequently, while the major ity planned to contrib ute to the discus sion forums 
occa sion ally.
Additionally,	parti	cipants	varied	in	how	they	planned	to	posi	tion	them	selves	

within	 the	wider	 learn	ing	network—i.e.	outside	of	 the	discus	sion	 forums.	For	
example,	Figure	12.4	shows	that	over	half	the	respond	ents	in	one	case	indic	ated	
that they do not plan to join other online communit ies to work on the mater ial, 
although a large portion did indic ate that they would join a Facebook group to 
work	with	others	on	the	course.	A	few	indic	ated	that	they	would	use	social	media	
tools,	such	as	Skype,	QQ,	Google+,	WeChat,	Twitter,	and	Facebook.

Post- survey find ings indic ate that parti cipants varied in how they posi tioned 
them	selves	during	the	course.	Figure	12.5	shows	that	a	large	number	of	parti	cipants	

How frequently do you intend to parti cip ate in the EBA101x discus sion forum?

Response total Response %

I will contrib ute to discus sion threads  
frequently

1,071 23

I will contrib ute to discus sion threads  
occa sion ally.

2,597 55

I will view discus sion threads, but will  
not contrib ute.

819 17

I will not visit the discus sion forums. 221 5

Total respond ents  
(skipped this ques tion)

4,708

1,510

FIGURE 12.3 Frequency of parti cip a tion

Do you plan to join other online communit ies to work on the mater ial for EBA101x?

Response total Response %

I don’t plan to join other online communit ies. 2,747 58

I will join a Facebook page to work with another 
person or persons.

1,547 33

I will use Twitter or Weibo to work with another 
person or persons.

229 5

I will use other social media to work with another 
person or persons. Please specify.

4

FIGURE 12.4 Planned parti cip a tion in other online communit ies
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who received a certi fic ate in a course considered them selves to be active in the 
discus sion forum; however, forms of activ ity varied, ranging from helping to 
leading	 other	 parti	cipants.	 Additionally,	 a	 signi	fic	ant	 number	 of	 parti	cipants	
considered them selves to be passive learners, with some indic at ing that they 
followed the discus sion forums but did not parti cip ate in them. Results also indic ate 
that a large portion of parti cipants believed that inter act ing with others in the 
learn	ing	 network	 helped	 them	 find	 new	 strategies	 for	 learn	ing	 English	 (see	
Figure	 12.6	 which	 shows	 results	 from	 post-course	 survey	 participants	 with	 an	
overall	score	60%	and	over;	certificate	earners).	However,	find	ings	also	suggest	that	
a signi fic ant number of parti cipants believed that the learn ing network hindered 
their learner strategies or that they could not turn to other parti cipants for advice 
(see	Figure	12.7).

Survey results also indic ate that parti cipants differ on the import ance of 
learn	ing	objects,	student–student	engage	ment,	and	activ	it	ies	for	learn	ing	English.	
For example, a large major ity believe watch ing lecture videos and complet ing 

Question Strongly 
agree

Agree Neither 
agree nor 
disagree

Disagree Strongly 
disagree

Total

The people I inter ac ted 
with helped me find 
new strategies for  
learn ing English.

5.48% 21.92% 47.95% 15.07% 9.59% 73

FIGURE 12.6 Interaction and learning strategies responses

Question Strongly 
agree

Agree Neither 
agree 
nor 
disagree

Disagree Strongly 
disagree

Total

The more I interacted 
with people in the 
MOOC, the less 
strategies I learned.

2.74% 17.81% 53.42% 15.07% 10.96% 73

There was a parti cipant 
in the MOOC I could 
turn to for advice about 
making very import ant 
decisions in the course.

4.05% 18.92% 45.95% 17.57% 13.51% 74

FIGURE 12.7	 Learning	network	and	learning	strategies	responses
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inter act ive activ it ies are extremely import ant when learn ing English in an online 
course. Interacting with other students seems to be perceived as being  
less import ant. Figure 12.8 provides an example of the results from one of  
the cases.

How import ant did 
you find the follow ing 
when learn ing English 
in an online course 
such as this? (Please 
rate on a scale of 
Extremely import ant 
to Not import ant)

Extremely 
import ant

Very 
import ant

Somewhat 
import ant

Slightly 
import ant

Not 
import ant

Total

To parti cip ate  
in the online 
community

10.39% 24.68% 36.36% 19.48% 9.09% 77

To watch the lecture 
videos

48.68% 40.79% 9.21% 1.32% 0.00% 76

To complete  
the inter act ive  
activ it ies

51.32% 28.95% 18.42% 0.00% 1.32% 76

To complete  
assess ments (quizzes  
and exams)

59.21% 34.21% 5.26% 1.32% 0.00% 76

To inter act with the 
instructor(s)

22.67% 40.00% 20.00% 9.33% 8.00% 75

To inter act with 
other students

17.33% 26.67% 30.67% 17.33% 8.00% 75

To get feedback 
from the 
instructor(s)

41.33% 33.33% 18.67% 2.67% 4.00% 75

To get feed back 
from other students

21.05% 30.26% 28.95% 11.84% 7.89% 76

To play games to aid 
learn ing

34.21% 28.95% 19.74% 9.21% 7.89% 76

To have access to 
online learn ing 
resources

39.47% 48.68% 9.21% 2.63% 0.00% 76

FIGURE 12.8	Activities	contributing	to	learning	online
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Clickstream data

Geographic distri bu tion

Perhaps unsur pris ingly, due to the nature of the subject of learn ing English and 
access	ib	il	ity	of	the	MOOC	plat	forms,	the	major	ity	of	parti	cipants	are	from	Asia.	
For	example,	EBA102xB	includes	China	and	India	in	the	top	four	of	enrol	ments	
(Figure	12.9).

Student inter ac tions

In all cases, overall engage ment with course content decreases as the course 
progresses	(Figure	12.10).	Engagement	includes	unique	viewers	inter	act	ing	with	
an	activ	ity	 (e.g.	discus	sion	 forum,	 inter	act	ive	 learn	ing	object),	 a	problem	(e.g.	
peer	assess	ment,	quiz),	and	video	lectures.	This	seems	to	be	consist	ent	with	other	
MOOCs	(Coffrin	et	al.	2014).	These	results	also	show	that	the	number	of	student	
inter	ac	tions	with	discus	sion	forums,	compared	to	other	course	engage	ments	(e.g.	
watch	ing	 video	 lectures),	 decreases	 the	most.	 For	 example,	 results	 from	EBA	
102xB	 show	 that	 the	 figure	 of	 557	 (out	 of	 7,128	 particpants)	 unique	 viewers	
engaged	 in	 discus	sion	 forum	 activ	it	ies	 during	 the	 first	 week	 decreased	 to	 23	
unique	viewers	by	the	final	week	of	the	course.	Meanwhile,	engage	ment	with	
video lectures by unique viewers in the final week of the course was relat ively 
higher. For example, the lecture video on active and passive voice received 118 
unique views.

FIGURE 12.9	 EBA102xB	geographic	distri	bu	tion	of	parti	cipants
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Clickstream	data	indic	ates	that	language	activ	it	ies	and	quizzes,	like	vocab	u-
lary exer cises or inter act ive listen ing activ it ies, tend to have the most number of 
unique	 viewers	 (Table	 12.1).	 For	 example,	 click	stream	 data	 from	 EBA101xA	
shows that language activ ity items, as opposed to video lectures or discus sion 
forum activ it ies, often have the most unique viewers. Here, language activ ity 
items	appear	seven	times	in	the	top	twenty	of	a	total	of	141	course	items.

FIGURE 12.10	 Engagement	data	from	edX	EBA102xB

TABLE 12.1 Total unique viewers per item

Items’ display name Total unique viewers

Survey 7,759
Elements	of	Introducing	Yourself	(lecture	video) 6,964
Weekly	outline 6,691
Course	intro	duc	tion	(lecture	video) 6,097
Introduction	to	Challenging	English	Sounds	(lecture	video) 5,674
Word	list 5,178
Quiz	1 4,905
Welcoming	Visitors	(lecture	video) 4,620
Common	English	Phrases	for	Introductions	(lecture	video) 4,546
Fill	in	the	gap	(2	activ	it	ies) 4,306
Discussion:	Introduce	your	self 4,176
Challenging	English	Sounds	/ÄÈ/	and	/i:/ 3,901
Fill	in	the	gap	with	a	synonym	(2	activ	it	ies) 3,765
Vocabulary	Prep 3,696
A02	Listen	up	part	A 3,618
What	to	expect	from	this	MOOC?	(lecture	video) 3,616
Weekly	outline 3,513
Challenging	English	Sounds	/í_/	and	/e/ 3,507
Association	map	(3	activ	it	ies) 3,486
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Discussion

Comparisons	 of	 the	 find	ings	 from	 the	 discus	sion	 forums,	 survey	 results,	 and	
click stream data suggest that parti cipants posi tion them selves differ ently through 
a variety of connec tions to content and other parti cipants. These results also 
indic ate that parti cipants’ percep tions of how they can engage learn ing and assess-
ment strategies through networked language learn ing vary. For example, parti-
cipants request ing others to comment on their English perform ance for a speak ing 
task, encour aging others to connect and help with the assign ment, indic ate that 
some students may bridge bound ar ies within a learn ing network as part of their 
assess	ment	 strategies.	 Additionally,	 parti	cipants	 used	 the	 discus	sion	 forums	 to	
connect with others to accom plish a specific learn ing goal. This is signi fic ant 
because these activ it ies were not designed into the course, yet the nature of 
networked	learn	ing	appeared	to	afford	this	type	of	engage	ment	in	LMOOCs.	In	
contrast, however, most parti cipants did not use the discus sion forums and 
engaged with the course in other ways, such as inter act ing with the vocab u lary 
activ it ies.

Findings from the discus sion forums do suggest four main categor ies in which 
parti	cipants	can	posi	tion	them	selves:	influ	en	tial	connector,	moder	ate	connector,	
peri	pheral/distant	 connector,	 and	 dormant	 connector.	 Here,	 influ	en	tial	
connect	ors	 share	 similar	 qual	it	ies	 in	 what	 Kotowski	 &	 Dos	 Santos	 (2010),	
Williams	 (2006),	 and	 Granovetter	 (1973)	 refer	 to	 as	 people	 or	 connect	ors	 
who	 bridge	 borders.	 They	 also	 share	 simil	ar	it	ies	 with	 concerned	 influ	en	cers	 
or	defin	it	ive	stake	hold	ers	within	Sedereviciute	&	Valentini’s	(2011)	Stakeholder	
Salience	 Model.	 While	 moder	ate	 connect	ors	 are	 active,	 they	 are	 limited	
connect ors, as their discourse in the discus sion forum posi tions them as being 
more homo philic, making limited connec tions with other parti cipants, know-
ledge, and activ it ies since they rely on strong ties or bonding social capital. 
Making	 these	distinc	tions	 in	 connector	 type	 and	 identi	fy	ing	how	parti	cipants	
might	bridge	borders	or	rely	on	strong	ties	within	LMOOCs	suggests	that	not	 
all parti cipants connect and engage through discus sion forums in the same way. 
As	 the	 survey	 find	ings	 indic	ate,	 some	 parti	cipants	 were	 aware	 of	 LMOOCs	
provid ing oppor tun it ies to engage other parti cipants to approach learn ing and 
assess ment strategies differ ently. For example, parti cipants indic ated that they 
connec ted to other parti cipants to either assist someone with a language task or 
receive assist ance.

Findings from the survey and click stream data also suggest that a new category 
is needed for parti cipants who do not inter act with others but connect with the 
course in some other way. This would include parti cipants who view the discus-
sion forum but do not contrib ute and/or do not view the discus sion forum at all, 
or	those	who	inter	act	with	content	and	language	activ	it	ies	only.	Koutropoulos	&	
Gallagher	(2012)	suggest	‘lurkers’,	parti	cipants	who	follow	a	course	but	do	not	
parti	cip	ate,	 and	Hill	 (2013)	 suggests	 ‘observ	ers’.	Neither	 term	 seems	adequate,	
because both suggest that these parti cipants are discon nec ted from learn ing. 
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While	 the	 scope	 of	 this	 study	 does	 not	 measure	 whether	 learn	ing	 occurs	 in	
LMOOCs,	 it	 cannot	 ignore	 the	 possib	il	ity	 that	 it	 might,	 regard	less	 of	 how	 
one	 posi	tions	 them	selves	 in	 the	 learn	ing	 network.	 A	 more	 neutral	 term	 like	 
‘silent connector’ or ‘remote connector’ is sugges ted for these parti cipants. This 
suggests	 that	 they	do	not	 inter	act	with	other	parti	cipants	 in	LMOOC,	which	
survey	 results	 indic	ates	 to	 be	 true	 for	 many	 parti	cipants.	 As	 the	 survey	 and	 
click stream data show, and in addi tion to the discus sion form results, parti cipants 
will	 vary	 in	 how	 they	 engage	with	 an	 LMOOC	 and	 how	 they	 perceive	 the	
differ	ent	levels	of	import	ance	for	each	course	element	(e.g.	video	lectures,	forum	
discus	sions).

Conclusion

This	chapter	draws	atten	tion	to	how	LMOOC	design	ers	might	be	able	to	anti-
cip ate possible parti cipant beha viour or connector types and other engage ments 
that may occur, account ing for various parti cipants’ perceived learn ing and assess-
ment	strategies	within	networked	learn	ing.	While	formal	tasks	can	be	estab	lished	
for	peri	pheral,	dormant,	and	silent	connect	ors,	the	design	should	recog	nize	that	
some parti cipants will look for ways to cross bound ar ies and connect with other 
parti	cipants	in	an	LMOOC	to	adapt	to	their	language-	learn	ing	goals.	This	can	
lead to new oppor tun it ies for curriculum design ers and, of course, for learners of 
English.	LMOOCs	are	not	an	isol	ated,	or	entirely	unique,	phenomenon:	they	
overlap with and share similar pedago gies with other tech no logy- enhanced 
language- learn ing tools or plat forms, whether it be blended learn ing or online 
learn	ing.	As	mentioned,	 there	 is	 substan	tial	 research	on	 the	 subject	of	 student	
engage	ment	through	CMC	and	CALL.	Chapelle	(2003)	made	this	clear	when	
point ing out how tech no lo gies might enhance pedago gies to rein force inter per-
sonal,	learner–computer,	and	intraper	sonal	inter	ac	tions.	LMOOCs	are	simply	on	
a larger scale in rela tion to the number of involved parti cipants.
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Introduction

Over	the	last	two	decades	univer	sit	ies	have	stead	ily	increased	invest	ment	in	digital	
tech no lo gies and online learn ing in the belief that they will enhance learn ing and 
the student exper i ence. The increased focus on online learn ing has led to the integ-
ra tion of digital tech no lo gies and plat forms that have trans formed the way language 
learners	and	teach	ers	inter	act	(Fischer	2012).	This	integ	ra	tion	has	also	enabled	the	
devel	op	ment	of	the	field	of	learn	ing	analyt	ics	(LA),	or	‘[t]he	meas	ure	ment,	collec-
tion, analysis, and report ing of data about learners and their contexts for purposes 
of under stand ing and optim ising learn ing and the envir on ment in which it occurs’ 
(Long	&	 Siemens	 2011:	 para.	 14).	Despite	 the	 promise	 of	 LA	 (Dyckhoff	 et	 al.	
2012),	its	use	and	influ	ence	in	language	learn	ing	and	teach	ing	have	thus	far	been	
minimal. In seeking to address the chal lenges and future poten tial of learn ing 
analyt ics, this chapter first exam ines some of the key ques tions raised by the 
research	liter	at	ure	that	will	influ	ence	language	educa	tion	over	the	next	decade,	and	
invest ig ates what kind of data can be used to inform effect ive decision- making in 
online	language-learn	ing	contexts	and	how	it	can	be	visu	al	ized.

The second half of the chapter turns to consider prelim in ary data arising from 
the	needs	analysis	phase	of	the	VITAL	Project	(Visualization	Tools	and	Analytics	
to	Monitor	Online	Language	Learning	and	Teaching),	a	two-	year	EU-funded	
project that specific ally addresses the gap in the research liter at ure on analyt ics in 
language	 learn	ing	 and	 teach	ing.	 VITAL	 aims	 to	 help	 teach	ers,	 students,	 and	
course design ers to under stand language learners’ engage ment by track ing their 
digital	 foot	prints	 and	 answer	ing	 such	 research	 ques	tions	 as:	 Does	 the	 online	
student	activ	ity	indic	ate	whether	the	student	is	learn	ing	success	fully?	How	can	
student	engage	ment	be	meas	ured?	Is	it	possible	to	predict	how	well	students	are	
going	to	do	without	focus	ing	exclus	ively	on	their	summat	ive	grades?	What	are	
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the	correl	a	tions	between	course	design,	tool	usage,	and	student	perform	ance?	By	
explor ing the role that language learn ing can play in this respect, this chapter 
responds	to	the	call	made	by	Dawson,	Gasevic,	&	Mirriahi	(2015:	2)	that	in	order	
to	develop	the	field	of	LA,	it	is	neces	sary	to	‘provide	oppor	tun	it	ies	to	bring	in	
new voices from diverse discip lines into dialogue and exper i ment with altern ate 
approaches	that	chal	lenge	the	secur	ity	of	our	often	tightly	held	beliefs’.	Before	
examin	ing	 prelim	in	ary	 data	 from	 the	VITAL	project,	 the	first	 section	of	 the	
chapter considers devel op ments in the wider context of educa tion.

The emer gence of learn ing analyt ics

In	the	first	wave	of	educa	tional	tech	no	logy	iden	ti	fied	by	the	American	tech	no-
logy	asso	ci	ation	EDUCAUSE	in	2000,	 learn	ing	manage	ment	 systems	figured	
prom in ently. Investment in the tech no logy led to its rapid devel op ment across 
global higher educa tion as a gateway to online teach ing and learn ing evident in 
the	increased	prom	in	ence	of	Blackboard	and	Moodle.	In	the	second	wave,	Web	
2.0	collab	or	at	ive	tech	no	lo	gies	emerged	between	2005	and	2010	and	emphas	ized	
learner	connec	ted	ness	and	creativ	ity.	Learning	analyt	ics	belongs	to	a	third	wave	
in	which	instruct	ors	and	learners	are	engaged	in	meas	ur	ing	learn	ing	activ	it	ies.	As	
a result of renewed interest in online and blended forms of learn ing and the emer-
gence	of	massive	open	online	courses	 (MOOCs),	 track	ing	 learner	move	ments	
and task activ it ies that contrib ute to perform ance has become a growing trend 
(Volk,	Kellner,	&	Wohlhart	2015).
The	use	of	analyt	ics	has	been	preval	ent	in	the	busi	ness	world	since	the	1990s,	

and	has	been	justi	fied	as	a	way	of	making	organ	iz	a	tional	processes	more	effi	cient	
and	of	 elim	in	at	ing	wastage.	Given	 the	consol	id	a	tion	of	neolib	er	al	ism	 in	higher	
educa	tion	over	the	last	decade	(Block,	Gray,	&	Holborow	2012)	the	applic	a	tion	of	
busi ness intel li gence to educa tion is a natural devel op ment. In educa tion, the 
emer	gence	of	‘big	data’	(Bienkowski,	Feng,	&	Means	2012)	has	led	to	signi	fic	ant	
interest in the field from a range of stake hold ers from admin is trat ors to classroom 
instruct ors, each hoping to address prob lems such as student reten tion, low motiv-
a tion, and lack of engage ment. In the educa tional context it is neces sary to distin-
guish between academic analyt ics and learn ing analyt ics, where the former relates 
to	busi	ness	intel	li	gence	about	the	organ	iz	a	tion	(Campbell,	Deblois,	&	Oblinger,	
2007)	and	the	latter	is	increas	ingly	concerned	with	using	data	to	inform	pedago-
gical processes, such as the design of tasks or the nature and scope of instructor- led 
inter	ven	tions.	Both	processes	depend	heavily	on	 the	devel	op	ment	of	new	 tech-
niques and algorithms in educa tional data mining in order to identify syner gies and 
patterns	in	the	data	collec	ted	(Bienkowski	et	al.	2012).

The purpose of learn ing analyt ics

Developing	from	earlier	approaches	that	focused	on	summat	ive	tests	and	perform-
ance data asso ci ated with student success, interest in the field over the last five 
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years	has	led	to	a	diver	si	fied	under	stand	ing	which	is	more	nuanced	vis-à-	vis	the	
various stake hold ers involved. Through the analysis of large amounts of data 
about indi vidual student beha viour, often trian gu lated from a variety of on- and 
offline	sources	includ	ing	virtual	learn	ing	envir	on	ments,	test	scores,	and	library	
and teach ing- room access, educat ors aim to identify learn ing habits and to design 
effect	ive	inter	ven	tions	founded	on	an	evid	ence-	based	approach.	Learners	them-
selves	may	be	able	to	engage	in	more	reflect	ive	learn	ing	prac	tices	based	on	access	
to	 real-	time	data	 about	 their	patterns	of	 activ	ity.	A	data-	driven	approach	may	
help course developers to create a case for pedago gical and insti tu tional change. 
On	 the	other	hand,	 it	 is	 also	neces	sary	 to	have	more	 studies	 invest	ig	at	ing	 the	
factors	influ	en	cing	resist	ance	to	analyt	ics,	increased	surveil	lance,	and	threats	to	
privacy.
Widespread	use	of	social	network	ing	sites	and	other	daily	online	activ	it	ies	has	

led to interest in the data traces website users leave behind whenever they access 
online	resources.	Based	on	user	exper	i	ence,	the	Web	now	predicts	and	recom-
mends	products,	services,	and	friends	for	indi	vidual	users’	networks.	As	higher	
educa tion moves to a mass system, insti tu tions are turning to consider the role of 
analyt	ics	 to	visu	al	ize	complex	data	 sets	on	engage	ment	 in	an	area	 increas	ingly	
under pinned by the idea of student- as-customer. The applic a tion of big data has 
led	to	research	on	adapt	ive	forms	of	model	ling	(i.e.	the	use	of	data	from	previ	ous	
or differ ent cohorts to engage in predict ive testing of the impact of instruc tional 
models)	that	can	be	used	to	predict	future	student	success	or	failure.
Over	 the	 last	 few	years	 dash	boards	have	become	 an	 integ	ral	 compon	ent	of	

many every day applic a tions and digital devices. They are used to record and 
display	 large	 amounts	 of	 data	 in	 visu	ally	 appeal	ing	 formats	 in	 real	 time	 (see	
Figure	13.1	for	an	example).

Students in higher educa tion are less famil iar with the use of dash boards in 
formal educa tion, however, and more research is required on the indic at ors they 
perceive as useful and how likely they are to use them to aid learn ing.

Learning analyt ics in language educa tion

The increased use of digital tech no lo gies in language learn ing has been a steady 
trend	 over	 the	 last	 two	 decades.	 According	 to	 meta-	analyses	 of	 research	 on	
computer-	assisted	language	learn	ing	(CALL),	a	small	but	signi	fic	ant	correl	a	tion	
between the use of tech no logy and second language acquis i tion is evident 
(Plonsky	&	Ziegler	2016).	While	this	is	gener	ally	accep	ted	by	CALL	research	ers,	
not	 much	 is	 known	 about	 how	 language	 learners	 spend	 their	 time,	 utilize	
resources	and	learn	ing	mater	i	als,	and	inter	act	in	online	envir	on	ments	(Youngs,	
Moss-Horwitz,	&	Snyder	2015).	Chapelle	(2001:	36)	argued	that	it	is	‘neces	sary	
to	 identify	 the	 observ	able	 data	 that	 provide	 evid	ence	 of	 CALL	 qual	it	ies’.	 In	
e- learn ing envir on ments, data is routinely captured about what users do, when, 
with whom, and how frequently. Such data can be used on the one hand to 
invest	ig	ate	 the	 rela	tion	ship	 between	 second	 language	 learn	ing	 and	 CALL	 
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soft	ware	(Fischer	2007)	and	on	the	other	hand	to	produce	more	adapt	ive	environ-
ments	that	respond	to	the	decisions	learners	make.	Youngs	et	al.	(2015:	348),	for	
example, discuss the poten tial of data mining for online French learn ing, and 
argue that learn ing analyt ics could prove useful to instruct ors by answer ing  
ques tions such as:

How much time do students spend on lessons, sections of lessons, exer cises for 
lessons?

What	do	students	do	when	they	have	ques	tions?
Do	they	continue	without	the	answer,	or	do	they	return	to	an	explan	a	tion	and	
then	retry	the	exer	cise?

What	 is	an	average	amount	of	 time	that	 students	 spend	 in	an	online	 language	
course,	in	each	section,	and	on	each	exer	cise?

If the time is not ‘equi val ent’ to the time students spend in a tradi tional course, 
does	this	mean	that	the	online	learner	is	disad	vant	aged	in	some	way?

While	self-	report	ing	on	user	activ	ity	through	qual	it	at	ive	data	capture	in	the	form	
of stim u lated recall or inter views can be unre li able on its own, the use of learners’ 

FIGURE 13.1	An	example	of	a	student	dash	board
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data	logs	may	provide	support	about	frequency	of	activ	ity	as	Youngs	et	al.	(2015)	
suggest.	On	the	other	hand,	this	quant	it	at	ive	focus	may	offer	little	insight	into	a	
rationale	for	students’	beha	viour.	As	Fischer	(2007:	430)	puts	it,	track	ing	‘should	
certainly be a substan tial part of quant it at ive data collec tion’ but ‘we should not 
use track ing in isol a tion because while it clearly shows what students do, it does 
not	explain	why	they	do	what	they	do.’	In	line	with	normal	ized	e-	learn	ing	tools	
such as the anti- plagi ar ism applic a tion Turnitin, analyt ics requires an instructor 
to engage in inter pret a tion and scru tiny of the data rather than accept ing it at face 
value.
Related	to	this	is	the	use	of	analyt	ics	to	aid	person	al	iz	a	tion	of	feed	back.	Link	

&	 Li	 (2015)	 report	 a	 study	 of	 Blackboard	 Learn	 Performance	Dashboard	 and	
Retention	 Center	 (an	 online	 dash	board	 that	 gives	 inform	a	tion	 about	 student	
engage	ment	with	Blackboard’s	Learning	Management	System)	from	a	gradu	ate-	
level	research	writing	course	for	non-	native	English-	speak	ing	students.	According	
to them, the goal of learn ing analyt ics is to ‘enable prac ti tion ers to tailor educa-
tional	oppor	tun	it	ies	to	each	student’s	level	of	need	and	ability’	(p.	372).	Moreover,	
the results of track ing can lead to evid ence that provides the impetus for syllabus 
and course redesign and new strategies for effect ive feed back.
Analytics	has	also	been	linked	to	the	devel	op	ment	of	oppor	tun	it	ies	for	adapt	ive	

learn	ing.	According	to	Kerr	(2015:	88),	adapt	ive	learn	ing	is	a	‘way	of	deliv	er	ing	
learn ing mater i als online, in which the learner’s inter ac tion with previ ous content 
determ	ines	 (at	 least	 in	part)	 the	nature	of	mater	i	als	delivered	 subsequently.	 Its	
purpose	 is	 to	 gener	ate	 person	al	ized	 learn	ing.’	 The	 wide	spread	 use	 of	 VLEs	
(virtual	 learn	ing	 envir	on	ments)	 has	 largely	 led	 to	 the	 storage	 and	 deliv	ery	 of	
stand	ard	ized	content	rather	than	to	custom	ized	learn	ing.	Kerr	provides	a	useful	
distinc tion between three key terms that are often used inter change ably but 
require	clearer	defin	i	tion:	indi	vidu	al	iz	a	tion,	differ	en	ti	ation,	and	person	al	iz	a	tion	
(see	Figure	13.2).
Popular	online	learn	ing	plat	forms	such	as	Rosetta	Stone	and	Duolingo	attempt	

to harness histor ical data from users to select and plan the tasks that students are 
given.	As	Kerr	suggests,	they	are	based	on	an	indi	vidu	al	iz	a	tion	approach	in	which	
some aspects of differ en ti ation are evident. In order for them to be effect ive, 

Three types of adapt ive learn ing

Individualization Differentiation Personalization

Learning goals are 
the same for all, 
but students can 
progress through 
the mater ial at 
differ ent speeds.

Learning goals are the same for 
all students, but the method or 
approach of instruc tion varies 
accord ing to the pref er ences of each 
student or what research has found 
works best for students like them.

The learn ing object ives 
and content as well as 
the method and pace 
may vary.

FIGURE 13.2	 Individualization,	differ	en	ti	ation,	and	person	al	iz	a	tion	(adapted	 from	Kerr	
2015:	88)
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however, they need to be able to collect more fine- grained data about indi vidual 
language learners.
One	way	of	doing	this	is	through	dash	boards.	Verbert	et	al.	(2013)	invest	ig	ated	

the use of fifteen dash boards. The indic at ors used, such as test results, time spent 
on	various	tasks,	the	frequency	of	use	vis-à-	vis	language-learn	ing	activ	it	ies	and	
resources, and the quant ity of language- learn ing discus sions, were not shown to 
be specific to language learn ing and could have been used with any discip line. So 
while more recent forms of learn ing analyt ics are moving away from purely 
quant it at ive meas ures and toward a recog ni tion of meas ur ing social learn ing, it is 
still	not	clear	which	indic	at	ors	can	be	visu	al	ized	to	provide	mean	ing	ful	know-
ledge of language- learn ing processes.

In the specific case of language learn ing, complex algorithms will be needed 
because	 the	 process	 of	 SLA	 cannot	 be	 assumed	 to	 be	 linear	 (Larsen-Freeman	
1997).	Kerr	(2015)	argues	that	the	emer	gence	of	language	profi	ciency	scales	such	
as	the	Cambridge	English	Scale	and	the	Pearson	Global	Scale	of	English	are	based	
on language know ledge rather than actual compet ence. Similarly, the devel op-
ment of adapt ive learn ing in online plat forms is connec ted with learn ing vocab-
u lary and grammar items, partic u larly with lower- level learners where inform a tion 
about	frequency	of	usage	is	more	relev	ant	than	at	the	more	advanced	stages.	At	
the moment, devel op ments within adapt ive learn ing are more suited to subjects 
such as math em at ics, and English- language teach ing has yet to see signi fic ant 
interest.	As	a	result,	the	use	of	the	plat	forms	mentioned	above	(i.e.	Rosetta	Stone	
and	Duolingo)	relies	more	on	indi	vidu	al	iz	a	tion	than	on	differ	en	ti	ation	or	person-
al	iz	a	tion	in	the	language-	learn	ing	context.
While	Kerr	 (2015)	was	 inter	ested	 in	 small-	scale	 online	 envir	on	ments,	 it	 is	

clear	 that	 the	 emer	gence	 of	MOOCs	 has	 given	 a	 new	 emphasis	 to	 analyt	ics,	
primar ily as a response aimed at under stand ing drop- out rates, as well as the 
uneven	 parti	cip	a	tion	 of	 large,	 inter	na	tional	 student	 cohorts.	Moving	 from	 an	
initial	stage	focused	heavily	on	quant	it	at	ive	analysis,	MOOCs	have	more	recently	
promp	ted	research	on	social	inter	ac	tion.	CALL	research	ers	seeking	to	develop	a	
research agenda in this field can learn a great deal from the use of social network 
theory	 and	visu	al	iz	a	tion	 tech	niques	 evident	 in	Coffrin	et	 al.’s	 (2014)	work,	 as	
well as from the import ance of differ ent types of learner profiles iden ti fied by 
Dyckhoff	et	al.	(2012).
As	CALL	research	begins	to	pay	more	atten	tion	to	the	use	of	analyt	ics	and	the	

types of indic at ors that will be neces sary to under stand language- learn ing 
processes,	the	role	of	theory	will	become	increas	ingly	import	ant	(Chapelle	2001).	
Link	&	Li’s	(2015)	contri	bu	tion	is	import	ant	here,	as	they	provide	a	frame	work	
that integ rates three theor et ical approaches: inter ac tion ist, skills acquis i tion, and 
complex	ity	theory	(see	Figure	13.3).
Link	&	Li	also	high	light	a	number	of	chal	lenges	asso	ci	ated	with	incor	por	at	ing	

learn ing analyt ics, indic at ing that the trans ition may be slow. Such chal lenges 
include resist ance from instruct ors who fear tech no logy may replace them, and 
those who reject online feed back and assess ment and who need further train ing 
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Fields of inquiry Example theor-
et ical approach

Focus of theory Example data points

Psycholinguistics Interactionist Language acquis i tion 
is facil it ated through 
learners’ engage ment 
in mean ing ful  
inter ac tions and  
noti cing during 
meaning- oriented tasks

Social network 
diagrams

Communication 
activ ity in forums

Eye- track ing data

General human 
learn ing

Skill acquis i tion Language as a skill 
is acquired through 
prac tice and a process 
of turning declarative 
know ledge into 
proced ural know ledge

Performance data on 
exer cises/assess ment

Time spent on the 
system

Document and tool 
use

Learner corpus data

Language in 
social context

Complexity 
theory

The process of 
language devel op ment 
is complex, self-  
organ iz ing, dynamic, 
open. and adapt ive

Error analysis reports
Keystroke logging

Language in 
social context

Language  
social iz a tion

The evol u tion of 
learner’s iden tit ies as a 
part of community of 
prac tice

Social network 
diagrams

Communication 
activ it ies in forum 
posts

Learner interest and 
pref er ence

Communications 
with instructor/peers

FIGURE 13.3	The	role	of	theory	in	language-	learn	ing	analyt	ics	(adapted	from	Link	&	Li	
2015:	375–6)

(Ali	et	al.	2013).	Ethics,	secur	ity,	and	privacy	vis-à-	vis	the	collec	ted	data	remain	
a signi fic ant concern, partic u larly when data is viewed as capable of predict ing 
student perform ance. The ethical chal lenges need to be set within the wider 
context	of	a	theor	et	ic	ally	informed	approach,	accord	ing	to	Link	&	Li	(2015),	and	
their	adapt	a	tion	of	Chapelle’s	(2001)	model	of	task	and	CALL-based	activ	it	ies	
provides	a	poten	tial	path	for	consid	er	ing	key	pedago	gical	ques	tions	such	as:	What	
kinds	of	data	can	be	collec	ted	on	language	learners?	Who	should	have	access	to	
the	data?	Who	should	benefit?	(See	Figure	13.4.)
This	 frame	work	 shows	 how	 the	 category	 of	 ‘Language	 learn	ing	 poten	tial’	

allows analyt ics to collect data to under stand and measure the ‘quality of inter ac-
tion	and	prac	tice’	(Link	&	Lee	2015:	380).	‘Learner	fit’	leads	to	ques	tions	about	
how analyt ics can be used to under stand indi vidual learner devel op ment. 
‘Meaning	focus’	ques	tions	the	ways	analyt	ics	can	be	used	to	eval	u	ate	atten	tion	to	



Criteria Description Theory General research ques tions

Language-
learn ing 
poten tial

The extent to which 
LA can demon strate 
(oppor tun it ies for) 
focus on form

Interactionist 
approach
Skill acquisition 
theory

Do the analyt ics capture and 
present suffi cient data for  
under stand ing learners’ focus on 
form?

What evid ence do the analyt ics 
provide that suggests the learner 
has acquired targeted forms?

Learner fit The extent to which 
LA can provide 
evid ence of learners’ 
engage ment with 
language under 
appro pri ate  
condi tions given 
specific learner  
char ac ter ist ics

Complexity 
theory

Is an under stand ing of indi vidual 
learners’ language devel op ment 
evident from the analyt ics?

What evid ence do the analytics 
provide that suggests the 
target linguistic forms are at an 
appro pri ate level of diffi culty for 
learners?

Meaning fit The extent to which 
LA can demon strate 
learners’ atten tion 
to the meaning of 
the language

All theor ies 
except skill 
acquis i tion 
theory

Do the analyt ics provide data 
direc ted primar ily towards 
learners’ atten tion to meaning of 
the language?

What evid ence do the analyt ics  
provide that suggests that 
learners’ construc tion of linguistic 
meaning aids language learn ing?

Authenticity The degree of  
corres pond ence in  
LA data collection 
and analysis 
between target 
language activ it ies 
and tasks beyond 
the classroom

Language 
social iz a tion

Do the analyt ics demon strate a 
corres pond ence between target 
language activ it ies and tasks  
beyond the classroom?

What evid ence do the analyt ics 
provide that suggests learners see  
the connec tion between classroom  
activ it ies and outside tasks?

Positive 
impact

The posit ive  
effects of LA use on 
stake hold ers

Language 
social iz a tion

Will users have a posit ive  
exper i ence with using LA?

Practicality The adequacy of 
resources to support 
use of LA in 
language 
classrooms

n.a. What kind of avail able LA or 
predict ive models may fit the 
pedago gical goals of CALL?

Are there any policies in place or 
meas ures taken to ensure 
trans par ency in data collec tion, 
manage ment, analysis, and 
storage?

Is there adequate support to 
help users of LA utilize the tool 
in an effect ive way?

Are the data from the LA tool 
suffi cient to allow for the  
manage ment and predic tion of 
student success?

FIGURE 13.4	 Criteria	 for	 research	ing	 the	use	of	 learn	ing	 analyt	ics	 in	online	 language	
learn	ing	(adapted	from	Link	&	Li	2015:	379–80)
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meaning.	‘Authenticity’	meas	ures	the	fit	between	in-	class	and	outside	activ	it	ies.	
‘Positive impact’ relates to the extent analyt ics can be used in language research. 
The final category, ‘Practicality’, focuses on the type of support required by 
instruct ors, learners, and admin is trat ors and explores the adequacy of the 
resources	 needed	 to	 under	take	 learn	ing	 analyt	ics	 in	 the	CALL	 context.	One	
weak ness in this approach is that the indic at ors are exclus ively focused on 
instruct	ors	rather	than	on	students.	A	more	developed	model	would	include	vari-
ables that students perceive to be useful in their learn ing engage ment, and more 
research is needed in this area.

Turning to the first large- scale project on learn ing analyt ics and online 
language	learn	ing,	Link	&	Li’s	theor	et	ical	frame	work	provides	a	useful	start	ing	
point to consider the role of dash boards for language learners and instruct ors.

Case study: the VITAL project

VITAL	 (Visualization	 Tools	 and	 Analytics	 to	 Monitor	 Online	 Language	
Learning	and	Teaching)	is	a	two-	year	Erasmus+	project	(2015–17)	funded	by	the	
European	Commission.	The	project	aims	to	repos	i	tion	the	debate	about	analyt	ics	
in language educa tion by focus ing on its pedago gical poten tial for both instruct ors 
and students, thus moving away from the current emphasis on using analyt ics 
merely to admin is ter learn ing. Improving the quality of language learner engage-
ment is there fore a signi fic ant compon ent. Unlike previ ous research in the field, 
which	relied	on	students	to	report	on	their	own	progress,	VITAL	draws	on	the	
oppor tun it ies afforded by new forms of online learn ing to trace students’ actual 
online activ it ies.
Based	on	these	‘digital	traces’	it	aims	to	identify	and	explore	the	patterns	of	

engage ment and inter ac tion that can help language instruct ors and students 
under	stand	their	own	learn	ing	char	ac	ter	ist	ics	and	to	visu	al	ize	them	in	an	easily	
access	ible	format.	Dealing	exclus	ively	with	learn	ing	analyt	ics	in	higher	educa	tion	
in	 the	European	Union,	 the	project	 is	 suppor	ted	by	 three	univer	sit	ies	 (Hasselt	
University	in	Belgium	as	project	coordin	ator,	the	University	of	Central	Lancashire	
in	the	UK,	and	the	University	of	Amsterdam	in	the	Netherlands)	and	a	tech	nical	
partner	 (HT2,	 based	 in	 the	 UK).	 At	 the	 University	 of	 Central	 Lancashire,	
VITAL	focuses	on	two	differ	ent	types	of	online	language	courses	on	Blackboard:	
an	MA	TESOL	degree	and	a	BA	degree	programme	in	International	Business	
Communication.

The project aims to analyse the processes of autonom ous learn ing in these 
differ ent courses through the use of process- mining algorithms to explore the 
differ ence between the course outline, or inten ded usage of the activ it ies, and 
what the language students actu ally do when online. Through the creation of 
dash boards for students, it aims to provide the learners with import ant inform a tion 
to enable them to under stand the key vari ables in their language- learn ing processes, 
high light ing in partic u lar the indic at ors of success and failure that may result from 
the analysis of learn ing patterns.
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Unlike	exist	ing	learn	ing	analyt	ics	projects,	VITAL	aims	to	use	the	new	xAPI	
specific a tion to aid the acquis i tion of more fine- grained data arising from learner 
activ	it	ies.	Formerly	known	as	Tin	Can	API	Experience,	xAPI	is	a	new	stand	ard	
for analyt ics that enables learn ing activ it ies to be recor ded as activ ity state ments 
consist	ing	of	<subject>	<verb>	<object>	in	which	the	activ	ity	of	the	student	or	
actor	 always	 takes	 place	within	 a	 context.	For	 example,	 xAPI	 can	be	used	 to	
produce a recipe or instruc tional code to collect data between two points in time: 
learner A viewed docu ment B.	This	data	is	then	sent	to	a	data	ware	house	or	Learning	
Record	Store	(LRS).	Based	on	the	inter	op	er	ab	il	ity	integ	ral	to	xAPI,	from	there	
the	data	can	be	dissem	in	ated	across	a	variety	of	report	ing	and	visu	al	iz	a	tion	tools	
and compat ible devices such as tablets and smart phones.
VITAL	is	divided	into	three	main	phases.	In	the	first	stage	a	needs	analysis	was	

conduc ted with prac ti tion ers and students. Following this, a pilot phase estab-
lished	the	track	ing	proced	ures	using	the	xAPI	specific	a	tion	and	applied	them	to	
each course design selec ted for the project. This allowed research ers to explore 
how the language learners use the e- learn ing resources, what path ways were 
chosen, and which areas of the site were used, with which results and how 
frequently. Following the analysis of the pilot data and data collec tion proced ures, 
a	main	study	lasting	for	at	least	one	semester	will	be	conduc	ted	in	late	2016.	In	the	
final phase of the project, process- mining tech niques will be used to aid data 
analysis to under stand the poten tial patterns in learner inter ac tion.
One	of	the	key	deliv	er	ables	of	VITAL	relates	to	the	ethical	and	legal	aspects	

of data collec tion from the language learners, and is based on a UK national 
policy	docu	ment	on	the	Ethical	Code	of	Practice	for	Learning	Analytics	( JISC	
2015)	 in	 order	 to	 mitig	ate	 any	 poten	tial	 risks	 to	 learners.	 It	 emphas	izes	 data	
owner	ship,	 consent,	 trans	par	ency,	privacy,	valid	ity,	 access,	 action,	minim	iz	ing	
adverse impact, stew ard ship of data, and secur ity. The data collec tion is based on 
consent	from	students	and	does	not	affect	their	assess	ment.	Moreover,	the	project’s	
ethical	frame	work	puts	students	in	control	of	their	own	data,	emphas	iz	ing	that	it	
will be used only for the inten tion of enhan cing their learn ing.

Methodology

During	the	first	phase	of	VITAL	a	needs	analysis	was	conduc	ted	at	each	of	the	
three	partner	univer	sit	ies.	Only	the	needs	analysis	conduc	ted	with	parti	cipants	
from	the	University	of	Central	Lancashire	in	the	UK	between	March	and	May	
2016	will	be	the	focus	of	the	analysis	presen	ted	in	this	chapter.

The needs analysis included a ques tion naire with instruct ors and educa tional 
staff and focus groups with students. The ques tion naire for instruct ors and educa-
tional	staff	combined	eleven	open	and	closed	ques	tions	and,	as	Brown	(2011)	suggests,	
was the most appro pri ate method for explor at ory research of the type required for 
learn ing analyt ics. The open responses provided the oppor tun ity for stake hold ers 
to give their views on the new area of emer ging uses of learn ing analyt ics, in which 
the	agenda	has	not	yet	formed.	Participants	(m	=	54%;	f	=	46%)	were	aged	between	
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25	 and	 64	 years	 and	 drawn	 from	 a	 range	 of	 roles	 includ	ing	 researcher,	 senior	
manager, course designer, teacher trainee, teacher, and research student. Experience 
ranged	from	2	to	20	years	in	higher	educa	tion	with	44	parti	cipants	from	the	UK,	
1	from	France,	1	from	Nigeria,	1	from	Saudi	Arabia,	and	1	from	Cyprus.
Building	on	the	ques	tion	naire,	focus	groups	with	students	were	also	conduc	ted	

in order to under stand their perspect ives on the poten tial of learn ing analyt ics 
(Heigham	 &	 Croker	 2009).	 The	 focus	 groups	 added	 a	 qual	it	at	ive	 dimen	sion	
which,	as	Steel	&	Levy	(2013:	319)	suggest,	can	help	to	close	the	gap	that	exists	
‘between	what	students	are	actu	ally	doing	and	where	research	direc	tions	in	CALL	
are	taking	us’.	Two	focus	groups	 lasting	between	30	and	80	minutes	were	held	
with	a	 total	of	eight	 students.	Volunteers	were	 selec	ted	 from	an	online	MA	in	
TESOL	and	final-	year	under	gradu	ate	students	from	a	BA	in	Intercultural	Business	
Communication;	they	came	from	Brazil,	Canada,	China,	Germany,	Greece,	and	
Slovakia.	The	students	(m	=	62%;	f	=	38%)	were	aged	between	20	and	55	and	had	
English-	language	profi	ciency	ranging	from	6.0	to	8.0	on	IELTS.

Findings and discus sion

Data	 from	the	ques	tion	naire	 indic	ated	 that	84%	of	 instruct	ors	and	educa	tional	
staff were famil iar with online applic a tions and tools in their teach ing and research 
context,	but	only	40.8%	had	used	analyt	ics	applic	a	tions.	They	were	famil	iar	with	
the use of dash boards to provide perform ance data on health and sports activ it ies, 
and as a result they could see the poten tial of using them to provide a clear visu-
al	iz	a	tion	 of	 their	 online	 learner	 inter	ac	tions.	 Instructors	 and	 staff	 who	 were	
famil iar with learn ing analyt ics exper i enced it mostly through the integ rated 
track	ing	func	tion	in	Blackboard	as	well	as	through	other	applic	a	tions	that	gener-
ated	stat	ist	ics	about	student	parti	cip	a	tion.	Only	35%	of	those	who	had	exper	i	ence	
of using learn ing analyt ics said that they had been posit ive about their exper i ence 
of analyt ics to date.
This	 data	 confirmed	 the	 finding	 of	Verbert	 et	 al.’s	 (2013)	 study	 that	more	

research is required on teach ers and learners in rela tion to the specific indic at ors 
that	 can	 be	 used	 to	 visu	al	ize	 the	 language-learn	ing	 process.	 Given	 the	 large	
amount	of	 inform	a	tion	 in	 the	Blackboard	dash	board,	 the	 focus	group	 students	
indic	ated	 that	 custom	iz	a	tion	 of	 student-	facing	 dash	boards	was	 import	ant,	 and	
that they would like the option of being able to view or turn it off as and when 
they	 deemed	 neces	sary.	 Some	 of	 the	 inter	viewed	MA	 students	 iden	ti	fied	 the	
import ance of dash board indic at ors showing inform a tion such as their own grades 
and attend ance inform a tion as well as a compar ison of their activ it ies as a ‘way of 
meas ur ing progress’ over a sustained period of time to show if they were ‘headed 
in	the	right	or	the	wrong	direc	tion’.	One	MA	student	sugges	ted,	for	example,	
that	 the	dash	board	could	help	 language	students	by	visu	al	iz	ing	their	 form	at	ive	
progress	across	the	dura	tion	of	their	module.	Nevertheless,	it	was	also	a	concern	
that	if	used	in	this	way	the	dash	board	might	not	be	an	accur	ate	reflec	tion	of	their	
out- of-class or self- direc ted engage ment with language resources. This confirms 
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Link	&	Li’s	(2015)	adapt	a	tion	of	Chapelle’s	(2001)	model	of	CALL-based	activ-
it ies, under lin ing the specific need to invest ig ate ques tions target ing language 
learners	such	as:	What	kinds	of	data	can	be	collec	ted?	Who	should	have	access	to	
the	data?	Who	should	benefit?
Chinese	under	gradu	ate	students	commen	ted	that	they	would	like	to	see	the	

average grades of the group they belonged to, as this was a typical feature of 
student life in their own country. This was the minor ity view, however, and 
other students argued that being able to see this inform a tion on a day- to-day basis 
might increase anxiety and pres sure to achieve group bench marks rather than 
compete	against	 them	selves	and	their	own	personal	 targets.	Both	 focus	groups	
sugges ted that dash boards should have a system for creat ing alerts and recom-
mend	a	tions	for	further	learn	ing.	Above	all,	the	dash	boards	should	have	a	range	of	
func tion al ity, and each language learner should have the oppor tun ity to custom ise 
and	person	al	ize	indi	vidual	dash	boards.
When	discuss	ing	 the	poten	tially	negat	ive	effects	of	 learn	ing	analyt	ics,	both	

MA	 and	 under	gradu	ate	 students	 iden	ti	fied	 some	 concerns	 about	 the	 partial	
nature of all quant it at ive data about their online learn ing, and the need to avoid 
over	em	phas	iz	ing	its	value.	Unless	this	partial	effect	is	under	stood	and	acknow-
ledged, it could lead to false actions by a teacher and to a demo tiv a tional effect on 
the	 learner.	 Being	 the	 subject	 of	 too	much	 data	 capture	 and	 surveil	lance	was	
another	poten	tial	concern	raised;	reflec	tion	is	a	key	aspect	of	learn	ing,	and	suffi-
cient	time	outside	of	a	zone	in	which	all	activ	ity	is	quan	ti	fied	was	also	deemed	
neces sary and healthy for learn ing and creativ ity.

The instruct ors and educa tional staff in the study also viewed dash boards as 
poten	tially	valu	able,	with	86.4%	agree	ing	that	the	ability	of	dash	boards	to	visu-
al	ize	inform	a	tion	could	be	bene	fi	cial	for	their	students.	Comments	by	six	differ	ent	
staff suppor ted this view point:

I would be able to target specific students with addi tional support.

Such a dash board would give insights into [the] online learn ing exper i ence.

I think it would be very useful to know the way my students learn, so I can 
improve the mater i als and the inter ac tion I have with my students.

You	can	build	a	profile	of	each	student	to	help	under	stand	them	better	in	
terms of their needs and their motiv a tions.

A	dash	board	would	provide	a	single-	glance	summary	which	could	be	very	
useful given that usage reports can be quite complex to inter pret.

It would help to know the students and their learn ing styles, strengths and 
weak nesses better.

These comments support the argu ment that target ing weaker students and 
gaining insights into differ ent learn ing styles were perceived advant ages of 
analyt ics. For the instruct ors and educa tional staff, the top five highest- ranking 
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indic	at	ors	of	 learn	ing	were	activ	ity	 type	accessed	 (89.4%),	 students’	 scores	per	
activ	ity	(87.2%),	time	spent	online	(80.9%),	form	at	ive	assess	ment	(78.7%),	and	
level	of	inter	ac	tion	(78.7%).	One	instructor	commen	ted:

I	would	like	to	see	a	map	of	learner-	to-learner	inter	ac	tion—showing	how	
they have inter ac ted with each other, how many times; maybe it could be 
in a matrix table with student names along the top and down one side with 
the	shared	box	indic	ated	the	number	of	inter	ac	tions—or	presen	ted	visu	ally	
as a kind of neural map with more intense lines between students for more 
inter ac tions.

The instruct ors and staff also perceived dash boards as a poten tial source of learner 
motiv a tion and agency: ‘This would enable learners to take greater owner ship of 
their	online	learn	ing.’	On	the	other	hand,	one	instructor	argued	that	display	ing	
indi vidual student achieve ment against the average in the group raised concerns 
and	could	be	‘demo	tiv	at	ing’.	This	view	was	countered	by	one	of	the	MA	students,	
who argued that students should have the choice of using this feature:

one thing that I miss at the moment is progress against the rest of the group, 
because I don’t know whether I’m doing normal or just mediocre, for 
example	on	the	discus	sion	boards	.	.	.	you	get	the	results	.	.	.	65%	or	75%	or	
some thing but you don’t actu ally know [if you are in] . . . the top quarter 
[or] lower quarter and . . . know where you need to go.

How and where to access dash board inform a tion was also the subject of student 
discus sion. The focus group with under gradu ate students concluded that they 
should	be	integ	rated	into	the	Blackboard	VLE	rather	than	offered	as	a	24/7	mobile	
applic	a	tion	and	access	ible	anytime,	anywhere.	The	opin	ions	of	the	MA	students	
were	divided	on	this	feature.	One	student	wanted	to	be	able	to	access	a	dash	board	
on	 a	 range	of	mobile	devices	 (tablet,	 phone,	 laptop);	on	 the	other	hand,	 three	
students	sugges	ted	that	it	should	be	located	only	on	the	VLE	in	order	to	avoid	
creat ing anxiety, over de pend ence, or becom ing a distrac tion.
While	 analyt	ics	 applic	a	tions	 are	 increas	ingly	 based	 on	 predict	ing	 students’	

future	beha	viour	based	on	stat	ist	ical	models,	some	of	the	MA	students	thought	this	
might be too determ in istic and lead to partial or false eval u ations of their poten tial:

I don’t know to what extent we can make predic tions regard ing learn ing 
. . . . so I’m not quite sure how useful that would be because it’s not a linear 
progress	 that	we	make	 .	.	.	we	discover	 some	thing	 amazing	 so	we	make	
great progress at one point, things go a little more smoothly after wards, I’m 
not quite sure how useful that would be.

I find predic tions are very, very danger ous, because they restrict motiv a-
tion, it also depends on the envir on ment that some body’s learn ing in if 
someone says you can’t do it, you don’t strive.
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The	MA	students	also	chal	lenged	the	determ	in	istic	nature	of	analyt	ics,	point	ing	
out	that	collect	ing	data	only	from	a	VLE	gives	a	limited	and	incom	plete	picture	
of engage ment:

Relying on stat ist ical analysis can be demo tiv at ing, the stat ist ics there are 
very black and white and that would defin itely be a problem and could also 
build up a barrier between the teacher and the pupil.

Instructors and educa tional staff like wise noted that care fully inter pret ing the 
data and devel op ing appro pri ate strategies were integ ral and non- nego ti able 
elements of using learn ing analyt ics.
When	used	 stra	tegic	ally	 and	 in	 a	non-	determ	in	istic	 fashion,	 analyt	ics	were	

perceived by students as having poten tial to improve or at least contrib ute to 
improv	ing	more	targeted	feed	back	from	instruct	ors.	One	MA	student	indic	ated	
that a benefit could be controlling the amount of input or content that students 
receive:

[dash boards seem] like a better altern at ive than a final exam at the end, so 
you can main tain your progress through out the course with a dash board 
. . . [they] would incor por ate differ ent things that you have to do for the 
course, maybe for English teach ing for example they’d have to do some 
reading, some listen ing, some speak ing, maybe have their record ings on 
there . . . main tain ing a progress port fo lio of their progress and how it 
works.

Dashboard	data	may	also	help	 to	enable	 language	 learners	 to	 improve	revi	sion	
tech niques: ‘you teach some thing today and then you like to revise the same 
mater ial three months later, what were the results then and what are they now, 
and	am	I	 really	getting	better	 and	why.’	Comparison	of	 their	 results	with	 last	
year’s class was also sugges ted as a poten tial answer, but this was a feature that 
students wanted to be able to control indi vidu ally and hide if neces sary.
These	results	appear	to	confirm	Link	&	Li’s	(2015)	research	in	which	analyt	ics	

may	provide	evid	ence	for	person	al	iz	ing	learn	ing,	redesign	ing	syllabi	and	courses,	
and devel op ing new strategies for effect ive feed back. In identi fy ing the poten tial 
value	of	dash	boards,	the	ques	tion	naire	and	focus	group	data	also	emphas	ized	the	
import	ance	of	using	theory	as	a	guiding	prin	ciple	(e.g.	Interactionist,	Skill	acquis-
i	tion,	Complexity	theory,	Language	social	iz	a	tion)	in	order	to	shape	the	types	of	
data	that	can	be	collec	ted	and	visu	al	ized	(Link	&	Li	2015).	While	earlier	forms	of	
LA	 focused	 on	 dash	boards	 that	 merely	 logged	 time	 on	 task	 as	 sugges	ted	 by	
Youngs	 et	 al.’s	 (2015)	 ques	tions	 (e.g.	 How	much	 time	 do	 students	 spend	 on	
lessons,	sections	of	lessons,	exer	cises	for	lessons?),	more	work	needs	to	be	done	to	
explore	how	dash	boards	can	visu	al	ize	 the	evol	u	tion	of	 learners’	 iden	tit	ies,	 and	
how language acquis i tion is facil it ated online through learners’ engage ment in 
mean	ing	ful	inter	ac	tions	(Link	&	Li	2015).
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Limitations and future direc tions

Some of the key issues mentioned by both instruct ors, educa tional staff, and 
students as limit a tions included issues of data over load, privacy, engage ment with 
tech no logy, distan cing students from teach ers, the impact on motiv a tion, the 
poten tial for manip u lat ing data, and the adverse effects of creat ing compet i tion 
between students.
Digital	 foot	prints	 of	 language-	learn	ing	 activ	ity	 online	 (and,	 in	 the	 future,	

combin	a	tions	 of	 on-	 and	 offline	 activ	ity)	 may	 provide	 language	 students,	
instruct ors and course design ers with import ant inform a tion about perform ance 
and beha viour that up until now they have only been able to infer rather  
than	 determ	ine	 in	 any	 concrete	 way.	 While	 ethical,	 secur	ity,	 and	 privacy	 
issues are always near the fore front of these new devel op ments, research ers  
need	 to	 accept	 that	 the	 analysis	of	beha	vi	oural	data	 cannot	prove	cause–effect	
rela tion ships but can be used to high light correl a tions that may help to  
under	stand	learn	ing.	Moving	beyond	first-	gener	a	tion	learn	ing	analyt	ics,	which	
aimed to identify students at risk of drop ping out and failure, research in the 
second gener a tion is turning towards algorithms that attempt to predict language- 
learner beha viour and to under stand online social inter ac tion and collab or a tion. 
In order to over come the tech nical and pedago gical chal lenges involved in this 
new phase, research ers in language learn ing and learn ing analyt ics will need to 
collab or ate in cross- func tional teams and, above all, involve students in the 
process of design ing, meas ur ing, and analys ing data about their own strategies for 
engage ment.
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Introduction

In the past decade there has been an increased interest in and use of online educa-
tion	 at	 all	 levels—primary,	 second	ary,	 and	 tertiary	 (NEA	 n.d.;	Moore	 2005;	
OECD	2005),	 and	 in	 all	 discip	lines,	 includ	ing	 second	 language	 teach	ing	 and	
learn	ing	(Healey	et	al.	2011;	Murray	2013;	Reinders	&	White	2011;	Rubio	&	
Thoms	2013;	Thomas	&	Reinders	2010).	Educators	are	also	turning	to	tech	no-
logy	to	deliver	profes	sional	devel	op	ment	and	teacher	educa	tion	(Collis	&	Jung	
2003),	and	this	option	has	been	espe	cially	popular	for	English	language	teach	ers	
(England	2012;	Hubbard	2008;	Murray	2013)	given	the	current	demo	graph	ics;	
namely, that there are insuf fi cient numbers of qual i fied English teach ers world-
wide to satisfy the growing number of indi vidu als who wish to learn English. In 
addi tion, the uses of computer- based tech no logy vary, from incid ental use to 
entirely online deliv ery.
Online	 educa	tion	has	under	gone	expo	nen	tial	 growth	over	 the	past	decade.	

For	example,	in	US	higher	educa	tion,	6.7	million	students	were	taking	at	least	
one	course	online	in	2012,	the	year	of	data	collec	tion	in	Allen	&	Seaman	(2013).	
These	6.7	million	students	 repres	ent	33%	of	enrolled	 students,	compared	with	
11.7%	in	2003.	Similar	trends	can	be	seen	in	online	teacher	educa	tion,	includ	ing	
second	 language	 teacher	 educa	tion	 (England	 2012;	 Hubbard	 2008;	 Murray	
2013).	Over	this	decade,	both	the	tech	no	logy	and	pedagogy	have	changed,	with	
the	 most	 recent	 mani	fest	a	tions	 being	 mobile	 assisted	 learn	ing	 and	 MOOCs	
(Massive	Online	Open	Courses).	The	needs	of	 learners	 and	 the	avail	ab	il	ity	of	
resources in differ ent contexts have also led to differ ent config ur a tions of deliv ery, 
from totally online to occa sional use for some activ it ies.
In	online	language	teacher	educa	tion	(OLTE),	both	the	instruct	ors	and	the	

students	are	teach	ers	(or	possibly	teach	ers	in	prepar	a	tion	or	pre-	service	teach	ers).	
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Therefore,	we	need	 to	clarify	 the	use	of	 terms.	We	will	use	 the	 term	 ‘teacher	
educator’	to	refer	to	the	instruct	ors	in	the	OLTE	courses	or	profes	sional	devel	op-
ment	(PD)	offer	ings.	We	will	use	the	term	‘teacher	student’	to	refer	to	all	types	
of	students	in	the	OLTE	courses	(i.e.,	both	pre-	service	and	in-	service	teach	ers),	
while	the	students	they	teach	(or	will	teach)	(i.e.	language	learners)	we	refer	to	as	
‘students’.
There	are	some	import	ant	bene	fits	for	indi	vidu	als	who	choose	OLTE.	A	meta-	

analysis	conduc	ted	by	the	U.S.	Department	of	Education	(2010)	on	studies	of	online	
educa tion found that students performed modestly better in courses with some 
online	compon	ent.	In	contrast,	there	are	also	limit	a	tions.	For	example,	a	2013	study	
of community college students enrolled in online classes found the students were 
more likely to with draw from online courses, and to score lower in these courses if 
they did complete them, and that those who began college with online courses were 
less	 likely	 to	 persist	 and	 complete	 their	 degrees	 ( Jaggars,	 Edgecombe,	&	 Stacey	
2013).	 Further,	 devel	op	mental	 students	 are	 partic	u	larly	 chal	lenged	 by	 online	
courses. Public percep tions related to online teach ing are mixed, with US respond-
ents	to	a	2013	Gallup	Poll	believ	ing	online	courses	provide	a	wide	range	of	curricular	
options and value for money, but have less rigor ous testing/grading, fewer qual i fied 
instruct	ors	 and	 less	 cred	ib	il	ity	 with	 employ	ers	 (Saad,	 Busteed,	 &	 Ogisi	 2013).	
Despite	these	limit	a	tions,	OLTE	contin	ues	to	gain	popular	ity.
Given	the	relat	ive	novelty	of	online	deliv	ery,	as	well	as	the	dearth	of	extens	ive	

research	 in	 OLTE,	 we	 will	 use	 data	 from	 a	 variety	 of	 deliv	ery	 options	 and	
research	studies	to	explore	further	the	afford	ances	and	limit	a	tions	of	OLTE	in	
this	chapter.	We	will	examine	OLTE	through	the	lens	of	five	themes	that	need	
to	be	considered	in	prac	tice,	policy,	and	research—the	range	of	deliv	ery	options,	
the	 options	 for	 clas	si	fy	ing	 and	 concep	tu	al	iz	ing	 online	 learn	ing,	 the	 roles	 of	
teacher educat ors and teacher students, the devel op ment of virtual communit ies 
of	prac	tice,	and	ensur	ing	quality	in	OLTE.

Situating OLTE

Computer	tech	no	logy	has	been	used	for	language	teach	ing	for	almost	two	decades	
(see	Davies,	Otto,	&	Rüschoff	2013;	Dudeney	&	Hockly	2012	for	brief	histor	ies	
of	 CALL).	 The	 agreed-	upon	 over	arch	ing	 term	 is	 CALL	 (computer-	assisted	
language	 learn	ing),	with	MALL	 (mobile-	assisted	 language	 learn	ing)	 the	most	
recent	subset	of	CALL.	While	in	some	ways	OLTE	has	much	in	common	with	
CALL,	it	may	be	more	useful	and	more	accur	ate	to	situate	OLTE	within	the	
frame	work	of	distance	learn	ing	(DL),	as	Murray	(2013)	argued.	DL	developed	to	
provide educa tion to students who could not travel to a bricks- and-mortar insti-
tu	tion	to	study.	DL	was	first	offered	as	paper-	and-pen	via	mail.	It	then	developed	
to	using	 taped	mater	i	als.	Next	was	added	video	or	TV.	All	of	 these	modes	of	
deliv ery still exist, depend ing on the resources of a partic u lar country or region.
Perhaps	the	most	import	ant	afford	ance	of	OLTE	is	the	‘any	time,	any	place’	

possib	il	ity	for	learn	ing,	so	it	is	espe	cially	useful	for	DL	students	who	are	unable	to	
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attend bricks- and-mortar insti tu tions, either because of the remote ness of where 
they	live	(see	e.g.	Banegas	&	Busleiman	2014)	or	because	of	schedul	ing	diffi	culties,	
such	as	work	or	family	commit	ments.	If	we	consider	OLTE	as	having	its	roots	in	
DL,	we	find	that	adding	online	support	to	tradi	tional	distance	learn	ing	models	
provides	a	defin	ite	benefit	for	DL	students.	For	example,	a	study	in	Pakistan	found	
that the online support in distance educa tion enhanced students’ perform ance in 
terms	of	access,	inter	ac	tion,	and	cost	(Farooq,	Al	Asmari,	&	Javid	2012).	Institutions	
offer and students study in online programmes most often because of time and 
distance	constraints.	This	posi	tion	is	confirmed	by	Murray	&	Christison	(2017).	In	
their	 study	 on	OLTE,	 they	 found	 that	 60%	of	 the	 304	 parti	cipants	 in	OLTE	
courses	stated	that	they	chose	an	OLTE	option	because	they	liked	‘the	flex	ib	il	ity	
of	an	online	course’	in	terms	of	managing	their	time,	and	42%	indic	ated	that	they	
chose	OLTE	because	they	could	not	work	and	attend	face-	to-face	(f2f )	courses	
when they were sched uled. The posi tion concern ing the import ance of time and 
distance	constraints	as	a	factor	in	choos	ing	OLTE	courses	is	also	suppor	ted	by	a	
recent	volume	on	teacher	educa	tion	via	distance	(Robinson	&	Latchem	2003)	and	
by the online journal, The International Review of Research in Open and Distance 
Learning	(IRRODL).
Robinson	 and	 Latchem	 (2003),	 drawing	 on	 exper	i	ences	 from	 around	 the	

world,	 demon	strate	 how	DL	 can	 facil	it	ate	 initial	 teacher	 train	ing,	 continu	ing	
profes sional devel op ment, train ing of school leaders, train ing for those who 
provide non- formal educa tion and communit ies of prac tice for the profes sion. 
IRRODL’s	contri	bu	tions	are	increas	ingly	about	‘virtual’	envir	on	ments	for	DL.	
This	DL	perspect	ive	informs	much	of	our	discus	sion	below.	
A	 further	 theor	et	ical	 conun	drum	 for	 situ	at	ing	 OLTE	 is	 illus	trated	 by	 the	

history	of	MOOCs	 and	how	 this	 history	 impacts	OLTE.	The	first	MOOCs	
cited	 as	 the	 origins	 of	 the	 model	 were	 George	 Siemens’s	 2008	 course,	
‘Connectivism	&	Connected	Knowledge’,	 and	Sebastian	Thrun’s	2011	course,	
‘Introduction	to	Artificial	Intelligence’.	Their	instan	ti	ations	were	actu	ally	based	
on	two	entirely	differ	ent	models.	The	former	has	its	roots	in	DL	and	research.	
This ‘learn ing model is borne from an idea that network connectiv ity, and all of 
the connec tions humans and computers can make both with each other as well as 
them	selves,	is	essen	tial	for	learn	ing	in	the	modern	digital	age’	(Moe	2015).	In	this	
model, learners are co- creat ors of content and activ it ies, with the instructor’s 
content acting as a spring board for new inter ac tions and know ledge creation in a 
truly open envir on ment.

In contrast, Thrun’s model is groun ded in arti fi cial intel li gence, with an 
economic goal of deliv er ing expert content to as wide an audi ence as possible 
with	 as	 little	 cost	 as	 possible,	 and	with	 content	 embed	ded	 in	 ‘LMS-protec	ted	
hubs’	 (Moe	 2014).	 In	 other	words,	 these	 two	models	 repres	ent	 the	 two	 ever-	
present	 conflicts	 over	 educa	tion:	whether	 educa	tion	 is	 for	 the	 devel	op	ment	 of	
thought and reason to enrich both the indi vidual and their community, or whether 
it	is	for	improv	ing	recall	and	skills	learn	ing.	While	we	have	used	the	history	of	
MOOCs	to	illus	trate	these	conflict	ing	models,	they	are	ever-	present	in	much	of	
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the	discus	sion	about	the	digital	classroom	of	the	future.	These	conflict	ing	models	
also inform our discus sion below. However, before we continue with our discus-
sion,	we	need	to	under	stand	what	exactly	we	mean	by	OLTE.

Range of deliv ery options for OLTE

OLTE	deliv	ery	varies	both	in	terms	of	the	types	of	tech	no	lo	gies	used	and	the	
percent	age	of	instruc	tion	and	learn	ing	taking	place	online.	The	Sloan	Consortium,	
which	is	now	the	Online	Learning	Consortium	(OLC)	(Allen	&	Seaman	2013),	
has long divided online learn ing by percent age of content that is delivered online 
as the basis for their annual reports. They identify four categor ies: tradi tional, in 
which no content is delivered online; web- facil it ated, where online consti tutes 
1–29%	of	content,	the	remainder	face-	to-face;	blended/hybrid,	where	30–79%	is	
delivered online with reduced numbers of face- to-face meet ings; and online, 
where	80%	or	more	is	online	and	typic	ally	there	are	no	face-	to-face	meet	ings.	
The	OLC	clas	si	fic	a	tion	is	similar	to	the	typo	logy	developed	by	the	Organization	
for	 Economic	 Cooperation	 and	 Development’s	 (OECD’s)	 2005	 study	 of	
e- learn ing in tertiary educa tion in thirteen coun tries: none or trivial, web- 
supple	men	ted,	web-	depend	ent,	mixed-	mode,	 and	 fully	 online	 (OECD	2005:	
11–12).	Within	each	of	these	clas	si	fic	a	tions	the	online	tech	no	lo	gies	are	configured	
in many differ ent ways in terms of content, activ it ies, and the sequen cing and 
timing of instruc tional compon ents.
Complicating	our	ability	to	under	stand	deliv	ery	options	is	the	fact	that	inter-

na tional stat ist ics on online learn ing in general and on teacher educa tion in 
partic	u	lar	 are	 outdated	 (e.g.	 OECD	 2005)	 and/or	 region-	 or	 nation-	specific	
(OECD	2004).

Classifying and concep tu al iz ing online learn ing

Despite	 the	 useful	ness	 of	 consid	er	ing	 the	 percent	age	 of	 instruc	tion	 delivered	
online as a method for discuss ing deliv ery types, other criteria also need to be 
considered:	Is	the	learn	ing	synchron	ous	or	asyn	chron	ous?	Is	it	a	MOOC?	Is	it	a	
flipped	course?	Does	the	course	involve	video	con	fer	en	cing?	Is	there	a	learn	ing	
manage	ment	system	(LMS)	for	course	deliv	ery?	Is	social	media	being	used?

Synchronous vs. asyn chron ous learn ing

The distinc tion between synchron ous and asyn chron ous online learn ing options 
has long been present in the use of computers in educa tion. The term ‘online’ 
once meant connec ted to your computer, but synchron ous and asyn chron ous 
learn ing now refer only to web- connec ted learn ing envir on ments.

Synchronous deliv ery/online learn ing options allow students and instruct ors 
to be online at the same time and commu nic ate in real time; the asyn chron ous 
option does not allow for real- time commu nic a tion. Examples of synchron ous 



Going online 219

online tech no logy continue to expand, and the list includes video con fer en cing, 
webcasts, instant messaging, tele phone confer ences, inter act ive learn ing models, 
virtual worlds, and chat rooms. The most common example of an asyn chron ous 
tool is the tradi tional discus sion board, which allows learners to see one another’s 
posts	and	respond	but	not	in	real	time.	Asynchronous	learn	ing	is	by	far	the	most	
common	(Meloni	2010);	however,	there	are	unique	bene	fits	and	limit	a	tions	for	
each deliv ery/learn ing type, and many studies have been conduc ted to invest-
ig	ate	 the	 advant	ages	 and	 disad	vant	ages	 of	 each	 in	CALL	 and	 general	 teacher	
educa	tion	(Hastie	et	al.	2010).
In	OLTE,	Gakonga	(2012),	for	example,	found	that	the	asyn	chron	ous	mode	

allowed	teacher	educat	ors	to	better	organ	ize,	prepare,	and	deliver	their	answers	
and ask ques tions. In addi tion, teacher students were able to actively parti cip ate in 
their own learn ing accord ing to their own time constraints, thereby allow ing 
them	more	time	for	reflec	tion,	collab	or	a	tion,	and	inter	ac	tion	with	other	teacher	
students.	Asynchronous	learn	ing	tools	can	become	person	al	ized	learn	ing	tools	so	
that	teacher	students	can	develop	more	in-	depth	under	stand	ing	of	content	(Bonk	
&	Zhang	2006).	Other	research	ers	have	found	that	OLTE	actu	ally	places	greater	
time	demands	on	teacher	educat	ors	(see	e.g.	Gabriel	2004).	Many	of	the	teacher	
educat	ors	who	repor	ted	in	the	Murray	(2013)	study	had	either	not	chosen	or	had	
aban	doned	synchron	ous	modes	because	of	the	time	zone	differ	ences	among	their	
teacher	 students.	An	excep	tion	was	Anaheim	University	 (Nunan	2013),	which	
specific ally held an hour’s synchron ous online class with the teacher educator, 
followed by a half- hour discus sion session moder ated by a teacher student without 
the	 teacher	 educator.	The	University	of	 Southern	California	 (Filback	&	Chun	
2013),	 Aston	 University	 (Copland	 2013),	 California	 State	 University	 San	
Bernadino	(CSUSB)	(Ciancio	&	Diaz-Rico	2013),	the	Instituto	Guatemalteco	
Americano	(IGA)	(Gomez	2013),	Shenandoah	University	 (England	2013),	and	
York	 University	 (Hughes	 2013)	 used	 combin	a	tions	 of	 Skype	 and/or	 instant	
messaging	(IM).	Monterey	Institute	for	International	Studies	(Bailey	2013)	and	
Massey	University	(Skyrme	2013)	used	Adobe	Comment	and	Eluminate	for	real	
time inter ac tion.

Massive Online Open Courses (MOOCs)

MOOCs	 have	 the	 poten	tial	 for	 chan	ging	 the	 land	scape	 of	OLTE	 in	 terms	 of	 
cost and access to quality courses. Institutions of higher educa tion in the US, such 
as	 Massachusetts	 Institute	 of	 Technology	 (MIT),	 Stanford,	 Harvard,	 and	 the	
University	of	California	Berkeley,	 are	all	offer	ing	 free	MOOCs.	As	mentioned	
previ	ously,	one	of	the	first	MOOCs	taught	at	Stanford	by	Sebastian	Thrun	attrac	ted	
almost	 100,000	 students.	 Although	most	MOOCs	 are	 not	 as	 large	 as	 Thrun’s	
MOOC	on	arti	fi	cial	intel	li	gence,	still	the	cost	of	adding	an	addi	tional	student	to	a	
course with several thou sand students is negli gible. The possible afford ance for 
MOOCs	in	OLTE	is	an	intriguing	one,	given	the	short	age	of	qual	i	fied	English	
language teach ers world wide who could benefit from well- designed and delivered 
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MOOCs	that	were	free	or	 low-	cost.	It	 is	also	true	that	MOOCs	are	driven	by	
econom	ics.	Carey	(2012)	believes	that	accred	ited	colleges	will	even	tu	ally	accept	
MOOCs	for	trans	fer	credit.	Because	colleges	accept	trans	fer	credit	from	unknown	
colleges for classes taught by unknown profess ors, it would seem possible to justify 
accept	ing	 trans	fer	credit	 for	MOOCs,	which	would	be	designed	and	 taught	by	
leading experts from major univer sit ies, thereby lever aging both the economic 
value	and	the	quality	of	instruc	tion	for	teacher	students	in	OLTE	MOOCs.	

However, many writers have ques tioned the assump tion and the claim made by 
the	major	providers	(i.e.	Coursera,	edX,	and	Udacity)	that	MOOCs	auto	mat	ic	ally	
demo	crat	ize	educa	tion.	A	recent	study	claims	that	MOOCs	are	in	fact	creat	ing	a	
new type of haves and have- nots for students, faculty, depart ments, and insti tu-
tions	(McMorran	2013).	McMorran	notes	that	most	MOOCs	are	in	science,	tech-
no logy, math em at ics, and engin eer ing, courses that lend them selves well to visuals 
and online content. These discip lines were designed using original busi ness 
models. For these fields, the video lecture can be used for several years; in other 
fast-	moving	fields,	the	course	has	to	be	redesigned	every	year.	Additionally,	many	
discip lines have to face almost insur mount able issues around copy right, espe cially 
the	human	it	ies	and	social	sciences.	Currently	there	are	no	OLTE	courses	listed	on	
the	three	websites	(i.e.	the	websites	for	Coursera,	edX	or	Udacity).	The	caveats	
about	MOOCs	are	even	more	essen	tial	 for	OLTE	because	 it	 is	 incum	bent	on	
instruct	ors	to	model	the	pedago	gical	prac	tices	about	which	they	are	instruct	ing—
communit ies of prac tice, inter ac tion, collab or a tion, and appro pri ate and equit able 
assess ment.

Flipped learn ing

Advances	in	online	tech	no	lo	gies	and	access	to	broad	band	have	allowed	teacher	
educat	ors	 to	 explore	 differ	ent	 types	 of	 organ	iz	a	tional	 frame	works	 online	 for	
content	and	activ	it	ies,	such	as	flipped	learn	ing,	which	has	grown	in	popular	ity.	
‘Flipped learn ing’ is a pedago gical model in which the typical lecture and the 
home work elements are completed prior to the f2f meet ings, so that the group 
learn ing space can be trans formed into an inter act ive learn ing envir on ment 
where the teacher educator guides the teacher students as they apply key concepts 
and engage inter act ively in discus sions and exer cises during class time. The key 
content	prior	to	the	f2f	meeting	is	most	often	delivered	via	tech	no	logy	(e.g.	using	
a	video-	recor	ded	lecture),	and	the	f2f	classroom	is	used	by	the	teacher	educator	
to explore, discuss, and apply the course content to real- life prob lems, and to the 
process of problem- solving.
Despite	the	term’s	wide	spread	use,	Abeysekera	and	Dawson	(2015)	found	little	

common	under	stand	ing	of	what	a	flipped	classroom	actu	ally	 is,	 and	Murray	&	
Christison	 (2017)	 found	 that	parti	cipants	had	 little	exper	i	ence	with	 the	model.	
Little	research	has	thus	far	been	conduc	ted	to	determ	ine	whether	flipped	instruc-
tion actu ally results in improved learn ing outcomes. However, it has become 
popular because it involves active learn ing, that is, when ‘an instructor stops 
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lectur ing and students work on a ques tion or task designed to help them under-
stand	a	concept’	(Andrews	et	al.	2011:	394).	Although	active	learn	ing	has	been	
found	to	improve	learn	ing	(Andrews	et	al.	2011),	Abeysekera	and	Dawson	(2015)	
found	little	evid	ence	to	support	the	effect	ive	ness	of	flipped	learn	ing.	Nevertheless,	
it	has	been	received	enthu	si	ast	ic	ally	in	educa	tional	circles	(see	Hamdan	et	al.	2013)	
and	in	OLTE.	It	is	one	example	of	how	online	tech	no	lo	gies	might	also	affect	the	
choices	 that	 teacher	educat	ors	make	relat	ive	to	the	organ	iz	a	tion	of	content	and	
activ	it	ies	in	OLTE,	and	how	instruc	tional	choices	affect	teach	ing	and	learn	ing.

Video confer en cing

A	video	confer	ence	is	a	real-	time	confer	ence	or	meeting	between	and/or	among	
people in separ ate phys ical loca tions, using two- way video and audio trans mis-
sions.	 Video	 confer	en	cing	 is	 making	 signi	fic	ant	 inroads	 in	 educa	tion	 (and	 in	
OLTE)	and	has	evolved	rapidly	in	recent	years.	The	intro	duc	tion	of	tele	com	mu-
nic	a	tion	services	in	the	late	1990s,	public	access	to	relat	ively	low	cost	broad	band,	
innov a tions in computer processing, and the use of video compres sion tech niques 
have made video confer en cing an afford able and attract ive option for synchron ous 
online	courses.	At	the	simplest	level,	video	confer	en	cing	can	be	used	in	OLTE	
courses for the trans mis sion of static images or text, and at the most soph ist ic ated 
level it can include video through the use of webcams, audio, and screen sharing, 
which allows teacher educat ors to present lectures in real time with slides and 
other	visual	mater	i	als	much	the	same	as	would	be	possible	in	a	f2f	classroom	(see	
e.g.	Nunan	2013).	Video	confer	en	cing	is	bene	fi	cial	for	teacher	students	because	it	
provides them with oppor tun it ies to ask ques tions during the lecture using the 
audio or messaging features. The webcam feature allows teacher students to see 
real- time images of their teacher educator and their peers. In online classroom 
envir on ments, oppor tun it ies for inter ac tion and collab or a tion have been iden ti-
fied	as	import	ant	factors	that	contrib	ute	to	posit	ive	learn	ing	outcomes	(Bonk	&	
Zhang	2006).	Inherent	in	the	notion	of	video	confer	en	cing	is	a	view	of	learn	ing	
that	clearly	supports	the	educa	tional	model	expressed	by	Moe	(2015),	in	which	
connec tions and connectiv ity are essen tial compon ents of learn ing.

Learning manage ment systems

The	advent	of	learn	ing	manage	ment	systems	(LMS)	has	provided	afford	ances	for	
teacher	educat	ors	for	the	concep	tu	al	iz	a	tion	of	course	design	and	learn	ing	options.	
We	use	LMS	as	a	ubiquit	ous	term	to	refer	to	a	soft	ware	applic	a	tion	that	is	used	for	
the creation, storage, and manage ment of course content and for the admin is tra-
tion,	 docu	ment	a	tion,	 track	ing,	 report	ing,	 and	 deliv	ery	 of	 OLTE.	 The	 term	
‘course	manage	ment	system’	(CMS)	has	also	been	used	in	the	liter	at	ure	to	refer	to	
soft	ware	applic	a	tions	that	are	primar	ily	concerned	with	the	former.	Open-	source	
LMSs,	such	as	Canvas	and	Moodle,	and	propri	et	ary	ones,	such	as	Blackboard	and	
Google	 Scholar,	 have	 contrib	uted	 to	 the	 trans	form	a	tion	 of	 OLTE,	 allow	ing	
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teacher	educat	ors	much	more	flex	ib	il	ity	in	concep	tu	al	iz	ing	the	creation,	deliv	ery,	
and manage ment of course content. The teacher educat ors who repor ted on their 
OLTE	programmes	in	Murray’s	2013	study	used	a	variety	of	LMSs,	 includ	ing	
ones	specific	ally	designed	for	their	insti	tu	tion.	Seven	indic	ated	using	Blackboard,	
seven	repor	ted	using	Moodle,	one	of	which	was	a	propri	et	ary	version,	while	one	
insti	tu	tion	had	its	own	propri	et	ary	LMS.
Within	most	 LMSs,	 there	 are	 features	 that	 allow	 for	 synchron	ous	 learn	ing,	

such as chat rooms and messaging, and asyn chron ous commu nic a tion, such as 
forums and discus sion boards. In addi tion, there are options for using content 
pages	or	docs	to	which	multiple	persons	can	contrib	ute.	An	LMS	also	has	numer	ous	
options	avail	able	for	foster	ing	collab	or	a	tion	and	promot	ing	reflec	tion	and	inde-
pend	ent	learn	ing.	Through	the	LMS,	teacher	educat	ors	can	track	teacher	students’	
progress, recon fig ure them into differ ent groups for differ ent assign ments, and 
access course analyt ics to determ ine such things as who is parti cip at ing and how 
often.	However,	it	should	be	noted	that	an	LMS	can	also	be	used	to	achieve	an	
economic goal by deliv er ing content to a wide audi ence with as little cost as 
possible.	It	is	crit	ical	for	teacher	educat	ors	to	choose	an	LMS	consist	ent	with	their	
pedago	gical	philo	sophy.	An	LMS	that	views	educa	tion	as	courses	and	content,	for	
example, will facil it ate cognit ive beha vi our ist pedago gies at the expense of 
construct	iv	ist	or	connect	iv	ist	ones	(Anderson	&	Dron	2011).

Social media

Social-	media	tech	no	lo	gies	are	often	referred	to	as	Web	2.0,	and	they	encom	pass	
many differ ent web- related commu nic a tion tech no lo gies, such as blogs, wikis, 
virtual	worlds,	and	social	network	ing,	such	as	LinkedIn	and	Facebook.	Friedman	
&	 Friedman	 (2008)	 iden	ti	fied	 five	 over	lap	ping	 char	ac	ter	ist	ics	 of	 social	 media	
tech	no	logy	that	can	assist	us	in	clari	fy	ing	the	poten	tial	afford	ances	(and	limit	a-
tions)	 of	 social	media	 for	OLTE:	 commu	nic	a	tion,	 collab	or	a	tion,	 community,	
creativ	ity,	and	conver	gence.	An	import	ant	 feature	of	 social	network	ing	sites	 is	
their useful ness in foster ing commu nic a tion among groups of people, such as 
among teacher students and between the teacher educator and teacher students. 
Even blog ging, which seems like an indi vidual activ ity, has an import ant commu-
nic at ive feature, as blog gers frequently cite other blog gers and repost comments 
and ideas. Social media tech no lo gies all have scal able collab or at ive features, with 
wikis	resid	ing	at	the	top	(Tapscott	&	Williams	2006).

Through social media, new communit ies develop online as groups of indi-
vidu als inter act with one another for the purposes of accom plish ing shared goals. 
Because	digit	iz	a	tion	simpli	fies	editing,	teacher	educat	ors	and	teacher	students	in	
OLTE	 are	 not	 likely	 to	 exper	i	ence	 the	 limits	 of	 the	 medium	 so	 readily.	
Consequently,	social	media	may	promote	creativ	ity	among	its	users	in	ways	that	
other activ it ies cannot.
The	conver	gence	of	tech	no	logy	on	the	Internet	through	digit	iz	a	tion	has	also	

created	a	conver	gence	in	terms	of	the	roles	that	indi	vidu	als	assume	(e.g.	user	and	



Going online 223

creator),	 thereby	 allow	ing	 both	 instruct	ors	 and	 students	 in	 online	 courses	 the	
flex	ib	il	ity	to	see	them	selves	assum	ing	multiple	roles	(Craig	et	al.	2008;	Morris,	
Xu,	&	Finnegan	2005).	In	OLTE	courses,	teacher	students	must	see	them	selves	
not only in terms of their own devel op ment as teach ers and users of new online 
tech no lo gies but also as teach ers of their own learners. Several of the insti tu tions 
that	 repor	ted	 in	Murray’s	 (2013)	 study	used	 social	media	 for	 recruit	ment,	 but	
none	used	it	for	instruc	tion,	even	though	its	use	in	CALL	is	well	docu	mented,	as	
in	TIRF’s	MALL	study	(TIRF	2013).	However,	Murray’s	study	also	noted	that	
teacher educat ors often turn off the Facebook func tion so that students are not 
distrac ted.

Roles of teacher educat ors and teacher students

Although	teach	ing	online	and	teach	ing	f2f	are	both	teach	ing	endeav	ours,	they	are	
differ ent in many ways, and there fore require differ ent skill sets for teach ers. 
When	online	tech	no	lo	gies	are	used	to	support	teach	ing	and	learn	ing,	the	roles	for	
teach	ers	are	likely	to	change.	Goodyear	et	al.	(2011)	suggest	eight	possible	roles	for	
teach ers: content facil it ator, tech no logy expert, course designer, manager/admin-
is	trator,	process	facil	it	ator,	adviser,	assessor,	and	researcher.	Depending	on	teach	ers’	
own personal views or preferred models of teach ing, a few to almost all of these 
roles may already be part of a teacher’s instruc tional reper toire for f2f classrooms, 
although the nature of the role may change online. For example, facil it at ing 
learn ing processes in f2f envir on ments may be quite differ ent from facil it at ing 
learn ing processes online, espe cially when using asyn chron ous features. In addi-
tion, depend ing on the online tech no lo gies avail able to teacher educat ors, the 
roles may vary in their import ance for differ ent courses.

The role of tech no logy expert is one role that provides the greatest chal lenges 
for teacher educat ors who are new to working with a partic u lar online tech no-
logy	or	are	new	to	OLTE	in	general.	Murray	&	Christison	(2017)	found	that	21%	
of	304	parti	cipants	involved	in	OLTE	considered	their	teach	ers’	expert	ise	relat	ive	
to	the	tech	no	logy	as	‘very	helpful’,	24%	‘helpful’,	20%	‘reas	on	able’,	and	35%	‘not	
helpful’. These data suggest that while some of the teacher educat ors for the 
teacher	 students	 in	 this	 study	 (35%)	were	 chal	lenged	by	 the	use	of	 the	online	
tech	no	lo	gies,	a	greater	percent	age	(65%)	were	doing	a	reas	on	able	job	of	answer	ing	
ques	tions	and	ment	or	ing	teacher	students.	Murray’s	(2013)	contrib	ut	ors	at	insti-
tu tions where tech no logy support was readily avail able also noted that they 
referred most tech no logy ques tions to on- campus experts.
The	roles	assumed	by	teacher	students	in	OLTE	also	change	with	the	intro-

duc	tion	of	online	tech	no	lo	gies.	Palloff	&	Pratt	(2003)	identify	five	key	features	of	
‘good’	online	learners.	They	are	open,	flex	ible,	honest,	respons	ible,	and	collab	or-
at ive. In online learn ing envir on ments, students must actively parti cip ate in their 
own learn ing, take oppor tun it ies to inter act with their peers, provide feed back  
to	 others,	 reflect	 on	 their	 own	 learn	ing,	 and	manage	 their	 learn	ing	 time.	 In	
OLTE	 courses,	 teacher	 students	 who	 lack	 open	ness	 to	 new	 ideas	 or	 ways	 of	
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learn	ing	and	are	 inflex	ible,	 irre	spons	ible,	 reflex	ive	 (rather	 than	reflect	ive),	 and	
non-	collab	or	at	ive	 will	 struggle	 in	 OLTE.	 One	 import	ant	 role	 of	 a	 teacher	
educator	in	OLTE	courses	is	to	help	teacher	students	develop	posit	ive	iden	tit	ies	
about them selves as online learners or learners who embrace online tech no lo gies 
as	import	ant	tools	for	learn	ing	(Khalsa	2012).

Communities of prac tice

English language teacher educa tion and research has shown the import ance of 
devel	op	ing	communit	ies	of	prac	tice	(CoP),	the	concept	that	learn	ing	takes	place	
through	the	sharing	of	purpose	ful,	patterned	activ	ity	(Lave	&	Wenger	1991).	CoPs	
are ‘groups of people who share a concern, a set of prob lems, or a passion about a 
topic, and who deepen their know ledge and expert ise in this area by inter act ing 
on	an	ongoing	basis’	 (Wenger,	McDermott,	&	Snyder	2002:	4),	and	 they	have	
three essen tial elements: a domain of know ledge, a community of people, and 
shared	prac	tice	(Wenger	1998).	The	vital	issue	in	OLTE	is	how	to	estab	lish	virtual	
communit ies. In tradi tional, f2f teacher educa tion programmes teach ers are able to 
create	CoPs	as	they	develop	a	domain	of	know	ledge	and	a	shared	under	stand	ing	
of	TESOL	prac	tice	through	their	collect	ive	exper	i	ences	and	f2f	inter	ac	tions.	But	
how	to	create	a	virtual	CoP	that	engages	all	teacher	students,	regard	less	of	context,	
is an enorm ous chal lenge, and must involve all English language teach ing profes-
sion	als	engaged	in	online	educa	tion	(Khalsa	2012;	Plastina	n.d.).
OLTE	research	has	shown	that	synchron	ous	and	asyn	chron	ous	tools	facil	it	ate	

inter	act	ive	learn	ing.	Bulletin	boards,	for	example,	‘provide	an	inter	act	ive	venue	
where	new	and	 future	 teach	ers	 can	 reflect,	 eval	u	ate,	 solve	prob	lems	or	 simply	
exchange	 ideas’	 (Arnold	&	Ducate	2006:	42).	Data	 from	Murray’s	2013	 study	
indic ate that creat ing a community of profes sion als was a key goal and outcome 
of	these	OLTE	courses,	achieved	through	a	variety	of	tools	and	tasks,	includ	ing	
synchron ous and asyn chron ous tools, espe cially bulletin boards. Some used web 
confer	en	cing.	 Additionally,	 they	 had	 designed	 tasks	 that	 helped	 their	 teacher	
students	relate	new	know	ledge	to	their	own	diverse	contexts,	sharing	their	reflec-
tions and insights with their peers, who were asked to comment and/or ask ques-
tions. In this way, teacher students expan ded their under stand ing of the profes sion, 
while also devel op ing a sense of cohe sion and community among a group of peers 
who	worked	in	very	differ	ent	contexts.	One	insti	tu	tion	expan	ded	its	discus	sion	
list to alumni who were teach ing, thus provid ing teacher students with direct 
access	to	the	ELT	community	of	prac	tice	(Copland	2013).	However,	these	data	
also showed that teacher educat ors needed to scaf fold instruc tion and provide 
models of appro pri ate online inter ac tion.

Ensuring quality in OLTE

As	 the	 popular	ity	 of	 OLTE	 contin	ues	 to	 expand,	 the	 ques	tion	 of	 how	 we	 
ensure quality becomes even more import ant. Regulatory frame works for quality 
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assur ance vary widely across coun tries, and even within coun tries there are 
compet ing accred it a tion bodies. However, all broadly agree that regu lat ory 
frame	works	should	include	the	follow	ing:	‘1)	provid	ing	clear	state	ments	of	educa-
tional	goals;	2)	sustain	ing	the	insti	tu	tional	commit	ment	to	support	learners;	and	
3)	 enga	ging	 in	 a	 collab	or	at	ive	 process	 of	 discov	ery,	 which	 contrib	utes	 to	 4)	
improv	ing	the	teach	ing	and	learn	ing	envir	on	ment’	(Parker	2004:	386).
In	 the	US,	 for	 example,	 the	Sloan	Consortium	 (now	 the	Online	Learning	

Consortium,	OLC)	estab	lished	a	frame	work	around	their	five	pillars	of	quality:	
learn ing effect ive ness, cost effect ive ness and insti tu tional commit ment, access, 
faculty	satis	fac	tion,	and	student	satis	fac	tion	(Moore	2005).	In	a	similar	vein,	the	
National	Education	Association	 (NEA)	has	estab	lished	a	 set	of	core	beliefs	on	
effect	ive	online	educa	tion	in	general	(NEA	n.d.:	6):

•	 Courses	should	be	instructor-	led.
•	 Courses	should	be	student-	centred.
•	 Learning	should	be	collab	or	at	ive	in	nature.
•	 Coursework	 should	 maxim	ize	 parti	cip	a	tion	 flex	ib	il	ity	 while	 provid	ing	 a	

frame work for student pacing.
•	 Courses	 should	 foster	 commu	nic	a	tion,	 inform	a	tion,	 and	 tech	no	logy	 skills	
neces	sary	for	success	in	this	century,	such	as	21st-	century	and	ICT	learn	ing	
skills.

•	 Course	format,	expect	a	tions,	and	instruc	tions	should	be	clear	and	concise.
•	 Activities	and	assess	ments	should	account	for	differ	ent	learn	ing	styles.
•	 Courses	should	use	the	latest	best	prac	tices.

Since	their	initial	iden	ti	fic	a	tion	of	the	five	pillars	of	quality,	OLC	has	developed	an	
online quality score card and a blended learn ing score card to help insti tu tions 
‘determ ine strengths and weak nesses of their programme, and initi ate plan ning 
efforts	 towards	 areas	 of	 improve	ment’	 (OLC	 n.d.).	 The	 score	card	 covers	 the	
follow ing elements of quality: insti tu tional support, tech no logy support, course 
devel op ment/instruc tional design, course struc ture, teach ing and learn ing, social 
and student engage ment, faculty support, student support, and eval u ations and 
assess ment. The blended learn ing elements are the same with the omis sion of ‘social 
and	student	engage	ment’.	The	insti	tu	tions	that	parti	cip	ated	in	Murray’s	2013	study	
developed a range of proced ures to ensure the quality of their online programmes: 
train ing of both teacher educat ors and teacher students in tech no logy, programme 
eval u ations, and atten tion to the specific needs of their teacher students.

Technology train ing

Healey	(2012:	182),	 in	discuss	ing	plan	ning	of	OLTE,	notes	that	 it	 is	not	only	
teacher educat ors who need train ing in tech no logy; ‘[m]ost import antly, ongoing 
profes sional devel op ment for course developers, instruct ors and tech nical support 
will enable timely responses to changes in the use of online tech no lo gies.’ In 
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addi	tion,	Hubbard	(2013)	states	that	learner	train	ing,	the	teacher	student	in	the	
case	of	OLTE,	is	also	import	ant.	TESOL	International	has	estab	lished	stand	ards	
for tech no logy in language teach ing, stand ards that include teacher and teacher 
educator	 know	ledge	 and	 skills	 (Healey	 et	 al.	 2011).	 Some	 of	 the	 insti	tu	tions	
repor	ted	on	by	Murray	 (2013)	provided	 tech	no	logy	 train	ing	as	needed,	while	
others	required	their	teacher	educat	ors	to	under	take	a	train	ing	course.	TESOL’s	
Electronic	 Village	 Online	 provided	 the	 most	 extens	ive,	 requir	ing	 four-	week	
train	ing	around	the	syllabus	to	be	taught,	as	well	as	ongoing	coach	ing	(Hanson-
Smith	2013).

Conclusion

OTLE	has	the	poten	tial	to	fulfil	the	mission	of	tradi	tional	DL	educa	tion,	that	is,	
to provide educa tional oppor tun it ies to those who cannot attend bricks- and-
mortar insti tu tions. This need is espe cially crucial with the current short age of 
qual	i	fied	English	 language	 teach	ers	 around	 the	world.	However,	 for	OLTE	 to	
provide quality educa tional oppor tun it ies there must be a careful eval u ation of the 
afford ances and limit a tions of the various deliv ery options. The data thus far 
indic ate that insti tu tions and teacher educat ors need to eval u ate options based on 
their ability to facil it ate communit ies of prac tice and inter ac tion and provide tech-
nical support. Further research is needed to determ ine how best to imple ment 
OLTE	in	which	contexts	and	for	which	purposes.	Similarly,	prospect	ive	teacher	
students	need	to	under	stand	the	afford	ances	and	limit	a	tions	of	OLTE	so	that	they	
can make the most appro pri ate choices for their language teacher educa tion; there-
fore,	OLTE	providers	need	to	have	trans	par	ent	websites	delin	eat	ing	the	types	of	
applications, the programme’s pedagogical philosophy, the time commitment 
expected, the types of collaboration expected, as well as the technical knowledge 
and equipment required and the technical support provided. 
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In this chapter, we will explore the issue of language teach ers prepar ing to work 
as	language	teacher	super	visors.	We	will	take	a	case	study	approach	in	which	we	
examine	the	initial	 super	visor	train	ing	of	two	English	teach	ers.	Writing	about	
super	vi	sion	in	general	educa	tion,	Alfonso,	Firth,	&	Neville	(1984:	16)	wrote:

Every profes sion equips its members with a concep tual and intel lec tual base 
from which skills are derived and expressed in prac tice. The skills of 
instruc tional super vi sion, however, have remained remark ably undefined 
and	random,	partly	because	the	theor	et	ical	base	is	so	thin.	Moreover,	the	
skills that are used are gener ally acquired on the job, rather than during 
profes sional prepar a tion and intern ship.

In fact, this lack of prepar a tion is a repeated theme in the liter at ure on teacher 
super vi sion. However, toward the end of the last century, language teacher super-
vi	sion	began	to	be	recog	nized	as	a	viable	career	track	(Bailey	2006).	Indeed,	it	is	
not uncom mon for language teach ers to find them selves unex pec tedly in super-
vis ory posi tions, in which their respons ib il it ies involve observing and eval u at ing 
other teach ers in their school or programme. Sometimes people are promoted 
into super vis ory posi tions because they are good teach ers, or they have seni or ity, 
or have demon strated lead er ship abil it ies, or perhaps just because they are cooper-
at	ive	employ	ees	(Bailey	2006).
According	to	Wallace	(1991:	107),	a	super	visor	has	‘as	a	substan	tial	element	in	

his or her profes sional remit, the duty of monit or ing and improv ing the quality of 
teach	ing	done	by	other	colleagues	in	an	educa	tional	situ	ation’.	Gebhard	(1990:	1)	
notes that ‘at a funda mental level, language teacher super vi sion is an ongoing 
process of teacher educa tion in which the super visor observes what goes on in the 
teacher’s classroom with an eye toward the goal of improved instruc tion.’ In spite 
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of this posit ive focus, several terms have been used to describe the fact that some 
aspects of super vi sion are negat ive. For instance, super vi sion has been described 
as	 ‘managing	messes’	 (Schön	 1983:	 14).	 Blumberg	 noted	 that	 the	 rela	tion	ship	
between	teach	ers	and	super	visors	can	be	thought	of	as	a	private	cold	war	(1980).	
There is even a book entitled Supervision: The Reluctant Profession	 (Mosher	 &	
Purpel	1972).

A seminar on language teacher super vi sion

Nevertheless,	many	educa	tional	organ	iz	a	tions	employ	people	as	super	visors,	and	
increas ing profes sion al ism in our field suggests that appro pri ate train ing is needed 
for	this	role.	In	response	to	this	need,	Bailey	(the	third	author	of	this	chapter)	
developed a gradu ate seminar to prepare language teach ers and programme 
admin	is	trat	ors	 for	 their	 (future)	 roles	 as	 language	 teacher	 super	visors.	 Upon	
complet ing the course, it is expec ted that parti cipants will clearly under stand 
current	 models	 of	 and	 research	 on	 language	 teacher	 super	vi	sion.	 During	 the	
course the train ees prac tise observing language teach ers for super vis ory purposes 
and gain exper i ence in conduct ing post- obser va tion confer ences. In the process, 
they develop verbal and nonverbal skills for provid ing feed back in clear profes-
sional terms. To do so, they analyse super vis ory discourse from post- obser va tion 
confer ences in order to improve their own feed back skills.

There are two written assign ments for this seminar. The first paper involves 
being on the receiv ing end of super vis ory feed back. The second assign ment 
entails observing classes and giving super vis ory feed back. In complet ing both 
assign ments, train ees record, tran scribe, and analyse their post- obser va tion 
confer ences.

In the first assign ment, students teach a language lesson to be observed by one 
or more persons. Some train ees opt to use video tapes of their teach ing a language. 
After	 these	 lessons,	 they	write	 journal	 entries	 about	 the	 lesson,	 in	which	 they	
summar	ize	what	 they	did	 and	write	 their	own	 intro	spect	ive	assess	ment	of	 the	
lesson. Shortly there after they meet with at least one observer to get feed back on 
the lesson. They audio- or video- record the feed back session and subsequently 
analyse both the feed back they receive and the exper i ence of receiv ing feed back, 
using analytic frame works intro duced in the course and the data they have 
collec	ted	(both	in	the	record	ings	and	in	their	journal	entries).	They	also	connect	
the exper i ence of receiv ing feed back to addi tional appro pri ate liter at ure in the 
field, and choose one addi tional frame work or coding system with which to 
analyse the data.

For the second assign ment, the train ees observe one language teacher for three 
differ ent lessons, or three differ ent language teach ers for one lesson each. The 
total	 teach	ing	 time	observed	amounts	 to	at	 least	one	hour	 (i.e.	 at	 least	 twenty	
minutes	per	obser	va	tion).	The	permis	sion	to	observe	must	include	a	plan	to	talk	
to	the	teacher(s)	after	wards	to	give	feed	back	on	the	lesson(s),	as	well	as	the	right	
to	 audio	 or	 video	 record	 the	 follow-	up	 conver	sa	tion(s).	 The	 train	ees	 are	 to	
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observe	the	teacher(s),	using	whatever	prin	cipled	data	collec	tion	proced	ures	best	
suit	the	context(s),	their	purpose(s),	the	foci	of	the	obser	va	tion(s),	and	the	needs	
of	 the	 teacher(s).	 Next	 the	 train	ees	 write	 a	 descrip	tion	 of	 each	 lesson	 they	
observed, in which they distin guish among their obser va tions, infer ences, and 
opin ions about the lesson.

The train ees then tran scribe one fifteen- minute segment of the tape- recor ded 
feed back session, or they can choose two or three such segments totalling up to 
at	least	fifteen	minutes	of	post-	obser	va	tion	confer	ence	talk	time	(e.g.	if	they	wish	
to	focus	on	a	partic	u	lar	chal	lenge	that	arose	in	more	than	one	confer	ence).	They	
subsequently	analyse	the	tran	scripts	and	reflect	on	their	work	by	analys	ing	their	
own ability to provide eval u at ive feed back.

The assump tion under ly ing these two main assign ments is that having teach ers 
engage in the processes of being observed and receiv ing feed back, followed by 
observing language teach ers and giving feed back, will lead them to develop a 
deeper under stand ing of how to conduct effect ive post- obser va tion confer ences. 
It is import ant to note, however, that both of these exper i ences included an 
analytic compon ent as well as making connec tions with the profes sional liter at ure 
on super vi sion.

Mitigation in super vis ory discourse

The	 analyses	 incor	por	ated	 in	 these	 tasks	 are	 derived	 largely	 from	Wajnryb’s	
(1994,	1995)	three-	part	discourse	analytic	frame	work.	She	char	ac	ter	ized	super-
vis	ory	 discourse	 as	 some	times	 being	 so	 heavily	mitig	ated	 (‘hyper-	mitig	a	tion’)	
that the message can be obscured. In contrast, feed back from the super visor to the 
teacher	 is	 some	times	 so	 blunt	 and	 under-	mitig	ated	 (‘hypo-	mitig	a	tion’)	 that	 it	
puts the teacher on the defens ive. The third category is ‘indir ect mitig a tion’, 
meaning that the softened criti cism is accom plished at the discourse level.
In	 another	part	 of	 her	 frame	work,	Wajnryb	 (1994)	described	 three	 specific	

types of mitig a tion strategies: syntactic, semantic, and indir ect mitig a tion. In the 
second assign ment, the train ees used this frame work to analyse their speech in the 
post- obser va tion confer ences with the teach ers they had observed. For this 
reason,	these	three	types	of	mitig	a	tion	strategies	will	be	described	briefly	here.

Syntactic mitig a tion includes tense shift ing, aspect shift ing, nega tion, the use 
of inter rog at ives and modal verbs, changes in clause struc ture, and person shift ing. 
Semantic mitig a tion consists of qualm indic at ors, asides, lexical hedges, and 
hedging modi fi ers. Finally, the indir ect mitig a tion devices include conven tional 
indir ect mitig a tion, impli citly indir ect mitig a tion, and prag matic ambi val ence. 
Each	 of	 these	 mitig	a	tion	 devices	 is	 further	 subcat	egor	ized	 and	 explained	 in	
Wajnryb’s	 reports	 (see	 e.g.	 1994,	 1995;	 see	 also	Bailey	 2006).	Those	 types	 of	
mitig a tion strategies which arose in the data from this project will be defined and 
exem pli fied below.

The tend ency to mitig ate is triggered in contexts where a speaker engages in a 
face-	threat	en	ing	act	(FTA).	A	face-	threat	en	ing	act	is	‘a	commu	nic	at	ive	act	which	
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runs	contrary	to	the	face	needs	of	the	speaker	or	hearer’	(Wajnryb	1994:	i).	‘Face’	
is defined as ‘the public, socially valued image of self which parti cipants in an 
encounter claim for them selves and each other’. Engaging in a face- threat en ing 
act, as may occur during a post- obser va tion confer ence, can be a highly charged 
situ ation.
Given	this	back	ground	on	the	course	and	the	analytic	frame	works	used,	we	

will now discuss the exper i ences of two train ees under go ing this prepar a tion, 
first in terms of each of them being observed and receiv ing feed back. Then we 
will examine the results of their data analyses when they were observing and 
conduct	ing	post-	obser	va	tion	confer	ences.	With	the	excep	tion	of	refer	ences	to	the	
authors, all the names used in this chapter are pseud onyms.

Two train ees’ exper i ences receiv ing feed back

For	her	first	assign	ment	Krishnan	(the	first	author)	delivered	a	20-minute	lesson	and	
was observed and given feed back by two of her peers, in separ ate post- obser va tion 
confer	ences.	Between	her	lesson	and	the	confer	ences,	Krishnan	wrote	a	detailed	
reflect	ive	 journal	 entry	 about	 her	 teach	ing	 (i.e.	what	worked	 and	what	 needed	
improve	ment),	which	she	found	to	be	very	helpful	in	priming	her	to	receive	feed-
back from her observ ers. Krishnan noted that she also felt comfort able being 
observed because she knew the goals of the feed back sessions and she was aware that 
they were devel op mental in nature rather than eval u at ive.

In both post- obser va tion confer ences, Krishnan’s super visors adopted a non- 
direct	ive	approach	(Freeman	1989)	of	deliv	er	ing	feed	back,	in	that	they	allowed	
her to talk through her lesson and actions without judging her or provid ing their 
own	eval	u	ation.	According	to	Richards	and	Farrell	(2005:	94),	‘By	enga	ging	in	
non- eval u at ive classroom obser va tions, the respons ib il ity of profes sional devel-
op	ment	 can	 also	 shift	 from	 others	 (super	visors,	 peers,	 etc.)	 to	 the	 indi	vidual	
teacher.’	As	a	relat	ively	new	teacher	devel	op	ing	her	prac	tice,	Krishnan	appre	ci-
ated the oppor tun ity to be actively involved in her own learn ing and growth. 
Wallace	(1991:	13)	asserts,	‘It	is	(or	should	be)	normal	for	profes	sion	als	to	reflect	
on their profes sional perform ance, partic u larly when it goes espe cially well or 
espe	cially	 badly.’	 Krishnan	 found	 that	 the	 process	 of	 reflec	tion	 improved	 her	
parti cip a tion in the confer ences and also made her more recept ive to feed back.
Both	confer	ences	began	with	the	observer	asking	Krishnan	how	she	felt	about	

the lesson, thus invit ing her to identify her own strengths and areas for improve-
ment. She found this strategy to be effect ive because once she had admit ted what 
went wrong, both observ ers were then able to provide construct ive feed back that 
seemed support ive of her ideas rather than accus at ory or judge mental. Krishnan 
had felt that her lesson was a failure, so she tried to anti cip ate the critiques she 
would	hear.	When	discuss	ing	obser	va	tions	and	deliv	er	ing	feed	back,	it	is	crucial	
to manage face- threats care fully, because once teach ers are put on the defens ive, 
they may become less recept ive to sugges tions, thereby render ing further 
construct	ive	 feed	back	 inef	fect	ive	 (Bailey	 2006;	Wajnryb	 1994).	Krishnan	was	
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pleas antly surprised, however, that both observ ers first iden ti fied several strengths 
that she herself had not been aware of, and were also able to offer substan tial 
posit	ive	feed	back	on	the	lesson.	Krishnan	real	ized	that	novice	teach	ers	may	have	
a tend ency to disreg ard a whole lesson because one part felt less than success ful, 
so her observ ers’ approach of high light ing the posit ive elements was both reas-
sur ing and encour aging.

Providing negat ive feed back, on the other hand, is more chal len ging and often 
requires	mitig	a	tion	 strategies	 (Wajnryb	 1994)	 that	 soften	 the	 blow	while	 still	
deliv	er	ing	the	message.	Bailey	(2006:	170)	notes	that	‘the	balan	cing	act	for	teacher	
super visors becomes one of deliv er ing criti cism gently enough that teach ers can 
listen to it but clearly enough that they can hear it’. Upon analys ing her tran-
scripts, Krishnan found that her observ ers both employed syntactic and semantic 
mitig a tion strategies to convey construct ive feed back without hyper mit ig a tion or 
hypo	mit	ig	a	tion	(Wajnryb	1994).

Krishnan iden ti fied tense and aspects shifts and inter rog at ives as the most 
common forms of syntactic mitig a tion in her data. Tense and aspects shifts can be 
used	to	either	distance	oneself	from	an	event	or	to	promote	‘collegi	al	ity’	(Wajnryb	
1994:	236).	In	line	with	Brown	and	Levinson’s	(1987)	polite	ness	theory,	Krishnan	
noted examples where both observ ers switched present- tense sugges tions to 
either the future or the past, distan cing them selves from their sugges tions to avoid 
posing	face-threats	(e.g.	I would recom mend you paying more atten tion to . . . in the 
future; Yeah, and I was gonna say that what I thought you did	.	.	.).	The	most	notable	
tense shift occurred when Krishnan’s observer was offer ing construct ive feed back 
and caught herself being too force ful in mid- utter ance. She then added an extra 
layer	of	mitig	a	tion,	moving	a	verb	from	the	preterit	to	the	past	perfect	(So I noticed 
. . . I . . . um, what I had noticed was there were two students . . .).
Both	 observ	ers	 used	 inter	rog	at	ives	 to	mitig	ate	 poten	tially	 face-	threat	en	ing	

state	ments	 by	 framing	 them	 as	 ques	tions	 for	 Krishnan	 (Wajnryb	 1994).	 For	
instance, one asked, And so you think that that could (pause) be correl ated to wait 
time? and Do you feel like there are students that are more domin ant in your class 
than others? Krishnan found this strategy effect ive because it gave her space 
to	 ponder	 the	 issues	 herself	 before	 intern	al	iz	ing	 the	 feed	back.	One	 super	visor	 
also employed a person shift by asking, What do you think would be the remedy 
moving forward? rather than asking directly, What will you do moving forward? This 
choice steered the focus away from the teacher and towards ‘the remedy’ in the 
future.

In addi tion to syntactic mitig a tion, many forms of semantic mitig a tion were 
util	ized,	includ	ing	‘hedging	modi	fi	ers’	(e.g.	just, a little, really)	and	‘qualm	indic-
at	ors’	(e.g.	um, er, uhh)	(Bailey	2006;	Wajnryb	1994).	The	most	common	hedging	
modi fier was the word maybe	(e.g.	maybe like them going into groups and talking about 
it first; maybe prac tising by having them write their own . . .).	These	comments	helped	
Krishnan feel that her observ ers valued her autonomy as a teacher and were simply 
provid	ing	 altern	at	ives.	 Similarly,	 the	 observ	ers	 used	 ‘strok	ing	 asides’	 (Wajnryb	
1994),	which	serve	to	temper	criti	cism	with	praise	(e.g.	In terms of improve ments . . . 
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I defin itely agree with the wait time, but I think that had more to do with . . .).	This	form	
of mitig a tion made Krishnan feel suppor ted and more recept ive to poten tially 
crit ical feed back.
While	both	observ	ers	employed	non-	direct	ive	approaches	to	deliv	er	ing	feed-

back,	Krishnan	found	that	one	was	notably	minim	al	istic	and	reflec	ted	traits	of	
Edge’s	 (2011)	model	 of	 Cooperative	Development.	 In	 this	model,	 the	 person	
giving feed back is a sound ing board, seeking to clarify what the other speaker 
says	 and	 guiding	 him	or	 her	 through	 a	 reflect	ive	 process.	As	 a	 relat	ively	 new	
teacher, Krishnan found this method slightly frus trat ing at first because she 
wanted more direct feed back, but she appre ci ated when it was paired with more 
direct	ive	methods	(e.g.	giving	altern	at	ives)	rather	than	as	a	stand-	alone	prac	tice.	
Krishnan	 felt	 the	use	of	 the	Cooperative	Development	model	helped	her	 take	
owner	ship	for	her	teach	ing	and	pushed	her	to	be	more	autonom	ous	and	reflect	ive.	
Admittedly,	 the	model	 func	tioned	partic	u	larly	well	 in	 this	case	because	of	 the	
lack of power distance between the teacher and the observ ers. The exist ing 
rapport	 between	Krishnan	 and	her	 observ	ers—as	 both	 peers	 and	 class	mates—
helped	create	a	safe	space	in	which	she	felt	comfort	able	admit	ting	perceived	flaws	
of	her	lesson	(e.g.	it was kind of awful; it de- railed).

Krishnan acknow ledges that super visors will not always find them selves 
working in condi tions where the stakes are low and the goals are purely educa-
tional. However, one of her key takeaways from this assign ment is that feed back 
sessions built around clear inten tions and affect ive trust can encour age teach ers to 
explore	and	reflect	upon	their	prac	tice	honestly.	In	the	more	common	case	of	a	
power	differ	en	tial—be	it	admin	is	trat	ive,	higher	rank,	or	more	exper	i	ence	(Bailey	
2006)—if	a	super	visor	sets	a	focus	on	devel	op	ment	rather	than	eval	u	ation,	super-
visees will be more likely to share both their strengths and their weak nesses.

In analys ing her exper i ence of receiv ing super vis ory feed back in the first 
assign	ment,	Pahl	 (the	 second	author)	 found	 that	 she	benefited	most	 from	 self-	
reflec	tion.	Bailey	(2006:	47)	states	that	‘aware	ness	gained	through	self-	initi	ated	
data	 collec	tion	 is	 diffi	cult	 to	 deny’.	 In	 her	 reflec	tions,	 Pahl	 iden	ti	fied	 various	
note worthy aspects of her feed back sessions.
First,	she	real	ized	that	she	did	most	of	the	talking.	She	attrib	uted	this	imbal-

ance of speak ing time to the fact that she had an exist ing level of trust with her 
observ	ers,	as	they	were	friends	and	class	mates.	Wheeless	&	Grotz	(1977,	as	cited	
in	Chamberlin	2000)	claimed	that,	in	order	for	people	to	be	open,	they	must	feel	
they can trust the person to whom they are disclos ing inform a tion. Trust is espe-
cially import ant in super vi sion, because ‘within the context of super vi sion, 
increased	self-	disclos	ure	can	afford	greater	oppor	tun	ity	for	discus	sion	and	reflec-
tion; without estab lished trust, however, the threat of super vi sion may hinder the 
process’	(Chamberlin	2000:	657).

Pahl also noted that one observer’s feed back style was another reason she did 
more of the talking than her observer in their feed back session. That partic u lar 
super	visor	used	Freeman’s	(1982)	‘non-	direct	ive	approach’	to	giving	feed	back	by	
listen ing and not adding her own eval u ation as Pahl described her lesson. She 



The discourse of teacher supervision 237

asked	Pahl	open-	ended	ques	tions,	thereby	encour	aging	Pahl	to	reflect	upon	her	
own lesson, and opened the session by noting posit ive aspects of Pahl’s lesson. 
This approach served as a way of estab lish ing rapport and allow ing Pahl to feel 
comfort	able	 reflect	ing	 on	 her	 lesson.	 Pahl	 found	 this	 feed	back	 strategy	 to	 be	
extremely success ful, espe cially with a novice teacher, as she was able to open up 
and	learn	through	self-	reflec	tion.

Pahl’s observer also used a number of mitig a tion strategies in giving her feed-
back.	 According	 to	Wajnryb	 (1995:	 71),	 mitig	a	tion	 occurs	 when	 the	 speaker	
changes his or her present a tion of inform a tion based on the reac tion of the hearer. 
In analys ing the tran scripts of her feed back session, Pahl concluded that her super-
visor	demon	strated	an	above-	the-utterance-	level	mitig	a	tion	tech	nique.	Wajnryb	
explains this strategy as one used to prepare the teacher for possible criti cisms by 
‘build ing on her strengths, affirm ing the posit ive side of her teach ing, enga ging 
in	inter	ac	tion,	and	setting	a	tone	of	trust	and	profes	sion	al	ism’	(p.	74).	As	outlined	
above,	Wajnryb’s	mitig	a	tion	 strategies	 are	 divided	 into	 three	main	 categor	ies:	
syntactic, semantic, and indir ect, all of which were used by Pahl’s observer. The 
major ity of the super vis ory discourse contained inter rog at ives, a type of syntactic 
mitig a tion strategy. Rather than directly stating the faults of the lesson, the 
observer	asked	Pahl	to	reflect	upon	the	lesson	herself.	This	use	of	inter	rog	at	ives	
created	multiple	oppor	tun	it	ies	for	Pahl	to	engage	in	self-	reflec	tion.
As	 she	 prepared	 for	 her	 first	 post-	obser	va	tion	 session,	 Pahl	 expec	ted	 (and	

thought	 she	 wanted)	 to	 receive	 direct	 and	 specific	 feed	back.	 However,	 like	
Krishnan, she found that her observer’s use of a non- direct ive approach allowed 
her	 to	 prac	tise	 self-	reflec	tion.	 This	 strategy	 proved	 to	 be	 extremely	 useful	 in	
aware	ness-	raising	and	esteem-	build	ing	as	Pahl	recog	nized	her	poten	tial	for	profes-
sional growth and devel op ment.
After	 complet	ing	 the	 first	 assign	ment,	 Pahl	 repor	ted	 two	major	 takeaways.	

First,	 she	 better	 under	stood	 the	 import	ance	 of	 self-	reflec	tion	 and	 how	much	 
she could learn by simply stop ping to think about what she was doing, why she 
was doing it, how it was going, how it could go better, and how the use of self- 
reflec	tion	could	play	a	profound	role	in	the	success	and	growth	of	novice	teach	ers.	
Second, she now had exper i ence receiv ing feed back through various strategies 
and tech niques and could start forming her own strategies in prepar ing to give 
super vis ory feed back in the second assign ment.

Two train ees’ reflec tions on giving feed back

For the assign ment on giving feed back, Krishnan observed three differ ent 
teach	ers	in	order	to	work	with	a	range	of	people.	She	reflec	ted	upon	her	exper	i-
ence of receiv ing feed back and iden ti fied what had worked and what she felt was 
lacking. She then tried to incor por ate what she had learned as a super visee into 
her role as an observer, indic at ing that post- obser va tion confer ences are not only 
a way for super visors to relay inform a tion to super visees, but also serve as models 
for the prac tice of giving feed back. If super visors are aware of this oppor tun ity 
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and consciously model super vi sion prac tices during meet ings, perhaps even 
expli citly noting certain effect ive strategies, then feed back confer ences can serve 
multiple purposes at once.

Krishnan noticed a clear arc of growth in her super vis ory style as she progressed 
through the three post- obser va tion confer ences. She tran scribed, analysed, and 
reflec	ted	upon	each	confer	ence	before	moving	on	to	the	next,	and	she	began	to	
distin guish between the traits that were part of her super vis ory style and those 
that she unknow ingly displayed and hoped to improve. Krishnan selec ted approx-
im	ately	fifteen	minutes	of	discourse	from	two	confer	ences	(those	with	Kelly	and	
Isabel,	pseud	onyms)	that	exem	pli	fied	certain	traits	of	her	super	vis	ory	style	to	be	
examined	through	the	same	mitig	a	tion	frame	work	(Wajnryb	1994)	used	in	the	
first assign ment.

Knowing a teacher’s concerns ahead of time can help an observer focus the 
notes	taken	during	the	actual	obser	va	tion	(Bailey	2006).	Prior	to	obser	va	tions,	
Krishnan asked each teacher about specific areas of concern, which she noted and 
kept	in	mind	while	conduct	ing	her	obser	va	tions.	Due	to	schedul	ing	issues,	the	
length of time between post- obser va tion confer ences and the observed lessons 
varied	for	each	teacher:	One	took	place	directly	after	the	lesson,	one	was	several	
days later, and the third was held the morning after the class. Krishnan felt that 
the third option was most effect ive because the teacher had suffi cient time to 
process	and	reflect	upon	her	lesson,	but	it	was	still	fresh	enough	in	her	mind	that	
she could remem ber minor details.
After	 analys	ing	her	 super	vis	ory	discourse,	Krishnan	 real	ized	 that	her	exist	ing	

paradigm of feed back, at its core, involved making sugges tions for improve ment. In 
the first assign ment, she had expec ted highly crit ical feed back from her super visors 
on her failed lesson, and was admit tedly some what disap poin ted when they only 
briefly	mentioned	its	trouble	spots.	Krishnan	noticed	that	she	tended	to	give	feed-
back as she hoped to receive it, but the analysis of Kelly’s confer ence in partic u lar, 
revealed that in order to be heard, super visors must adjust their feed back to accom-
mod ate the listener’s preferred style. Krishnan discovered that she had initially seen 
giving posit ive comments as a mitig a tion strategy to cushion negat ive feed back 
rather	 than	as	 a	 stand-	alone,	 integ	ral	part	of	 super	vis	ory	discourse.	By	 the	 third	
confer ence, however, she consciously attemp ted to high light posit ive aspects of 
Isabel’s teach ing, and learnt that even the sharing of slightly differ ing perspect ives 
between	super	visor	and	teacher	can	result	in	posit	ive	changes	and	build	rapport.	As	
Chur-Hansen	&	McLean	(2006:	67)	note,	the	goal	of	form	at	ive	feed	back	is	‘to	help	
train ees identify their abil it ies and strengths, as well as areas that need improve ment’.

Throughout her three post- obser va tion confer ences, Krishnan found that she 
commonly employed the use of syntactic mitig a tion, specific ally in the form of 
tense	and	aspect	shifts.	In	order	to	distance	herself	from	an	event	or	claim	(Wajnryb	
1994),	 she	 frequently	 switched	 tense	 from	the	present	 to	 the	past	when	asking	
teach	ers	about	their	classes	(e.g.	I was wonder ing; I just wanted to ask you; I was gonna 
ask	you	.	.	.’).	Additionally,	Krishnan	observed	that	 she	mitig	ated	using	person	
shift,	chan	ging	the	subject	of	the	ques	tion	from	the	teacher	(e.g.	Why do you . . .?)	
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to	herself	(e.g.	I was wonder ing why	.	.	.).	Because	she	had	less	teach	ing	experience	
than the peers she was observing, she used this mitig a tion strategy to help estab-
lish a collegial rapport in the post- obser va tion confer ences, rather than trying to 
posi tion herself as an expert, which would have seemed less cred ible.

In addi tion to syntactic mitig a tion, Krishnan also observed her use of semantic 
mitig a tion, specific ally style- shifted lexemes, qualm indic at ors, and refor mu la-
tions	(Wajnryb	1994).	Style-	shifted	lexemes	involve	a	speaker	chan	ging	the	way	
certain words or phrases are said, and can be used to estab lish a sense of inform-
al	ity	and	close	ness	(Bailey	2006;	Wajnryb	1994).	Krishnan	noticed	her	tend	ency	
to elong ate words in order to mitig ate their impact, and addi tion ally, to convey a 
sense	of	sugges	tion	rather	than	command	(e.g.	I thi::::nk there should be no more 
penalty; I fee:::l like there has to be a better wa::y).	In	the	last	example,	the	word	way 
was not only elong ated but also aspir ated with a laugh, which Krishnan felt could 
be attrib uted either to main tain ing a sense of collegi al ity with her super visee or 
to a lack of certainty or awkward ness on her part as a novice super visor.

Krishnan’s analysis of her discourse also revealed instances in which she 
thought she had mitig ated crit ical feed back but her utter ances may still have 
resul	ted	in	a	loss	of	face.	After	one	such	utter	ance,	about	the	sens	it	ive	subject	of	
two unruly students, she noticed that Kelly had said little and appeared intently 
focused on her seating chart. In the moment, Krishnan had not paid atten tion to 
this	action	but	in	retro	spect,	she	real	ized	that	Kelly	might	actu	ally	have	suffered	
a loss of face and did not want to respond to the comment. Similarly, in trying to 
address another prob lem atic aspect of Kelly’s class, Krishnan employed multiple 
mitig	a	tion	 strategies	 (style-	shifted	 lexemes,	 refor	mu	la	tion,	 qualm	 indic	at	ors,	
hedges)	to	soften	the	follow	ing	utter	ance:

I thi::nk there should be (pause) is there no penalty that you can (pause) ’cause I 
don’t, I mean I know you’re working within the struc ture of the Intensive English 
depart ment here (one- second pause) but (pause) it just doesn’t se::em	((aspir	ated))	
like you should have to plan your lessons based on (one- second pause) the fact that 
they won’t do their home work and . . .

Krishnan noted that this utter ance was followed by a six- second silence, which 
could certainly indic ate that her mitig a tion attempts had failed and Kelly felt she 
had lost face.
Reflecting	upon	the	exper	i	ence,	Krishnan	real	ized	that	she	should	have	been	

aware of Kelly’s with drawn responses and modi fied her feed back. Fortunately, 
Krishnan was able to adjust her approach in her third post- obser va tion confer ence, 
and main tained a heightened aware ness of her super visee’s verbal and nonverbal 
responses to feed back. Her analysis of the final tran script did not reveal any instances 
where the super visee’s responses signalled a loss of face, but this fact could also be 
in part because overall the feed back was posit ive in nature. The key takeaway 
gleaned from these examples was that super visors must be aware of their super-
visees’ responses in order to under stand how, and if, their feed back is  
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being received. Krishnan found that once her comments resul ted in a loss of face, 
the session was rendered less effect ive because the super visee was not as recept ive 
to her feed back. In the future, she will try to notice her super visees’ beha viour and 
be prepared to adjust her discourse by switch ing topics or moving to a posit ive note.
Based	on	the	exper	i	ence	she	gleaned	from	assign	ment	1	and	addi	tional	read-

ings and research done in the seminar, Pahl set out to complete assign ment 2, for 
which she observed three lessons, gave feed back to the instruct ors, and analysed 
the discourse of each session. In her analyses, Pahl iden ti fied a number of the 
strategies she had learnt about in the seminar and analysed how effect ively they 
were	used	and	how	she	might	want	to	adjust	them	in	future	sessions.	And,	just	as	
Krishnan did, Pahl iden ti fied shifts in her feed back style from one session to the 
next,	illus	trat	ing	the	import	ance	of	self-	reflec	tion	as	she	made	these	adjust	ments.
There	 are	many	 factors	 that	 can	 influ	ence	 super	vis	ory	 discourse,	 includ	ing	

power differ ences. For Pahl’s first exper i ence giving super vis ory feed back, she 
chose	to	observe	Dr	Jones,	one	of	her	gradu	ate	school	profess	ors.	Although	Bailey	
(2006)	addresses	the	issue	of	power	as	one	where	the	super	visor	has	some	power	
over the teacher, in this case the role was reversed. Even though Pahl was playing 
the role of super visor, in reality she was giving feed back to a much more exper i-
enced	teacher,	thus	creat	ing	a	reversed	power	imbal	ance.	With	this	imbal	ance,	
Pahl	felt	she	had	no	author	ity	in	the	discus	sion.	While	Bailey	was	refer	ring	to	the	
oppos ite power struc ture when she said that ‘power imbal ance can have profound 
effects	on	the	beha	vior	of	the	confer	ence	parti	cipants’	(2006:	149),	Pahl	concluded	
that	the	oppos	ite	can	also	be	true	in	situ	ations	such	as	her	session	with	Dr	Jones.	
Although	this	exact	dynamic	is	not	one	typic	ally	found	in	language	programmes,	
similar situ ations can occur when a teacher is promoted and is given super vis ory 
respons ib il it ies over more senior instruct ors.

Pahl’s struggle with the power imbal ance in her feed back session with  
Dr	Jones	was	evident	in	the	strategies	and	discourse	she	used.	Blase	&	Blase	(1995)	
found that exper i enced super visors are able to subtly control the topic, whereas 
novice super visors take control more directly. Such direct ness was evident in 
Pahl’s	session	with	Dr	Jones.	One	example	was	Pahl’s	attempt	at	enga	ging	in	a	
face- threat en ing act by abruptly intro du cing a new discus sion topic after a brief 
pause	in	conver	sa	tion.	She	tried	to	disguise	the	FTA	with	multiple	hedging	tech-
niques: Um, one thing I noticed, is they used a lot of Chinese, and nothing, you didn’t 
seem to, didn’t seem to bother you, or didn’t seem to be an issue, what was your, what’s 
your—reason behind that, or wh- . . . . .	Her	voice	trailed	off	when	Dr	Jones	began	
answer ing the ques tion as he noticed her discom fort.
As	Pahl	 analysed	 the	 tran	scripts	of	her	 feed	back	 session	with	Dr	 Jones,	 she	

found	it	quite	inter	est	ing	that	after	she	attemp	ted	the	FTA,	she	spent	the	rest	of	
the	session	compli	ment	ing	Dr	Jones’s	teach	ing	in	an	attempt	to	regain	his	trust	
and	save	his	face.	She	real	ized	that	the	amount	of	praise	that	she	gave	to	Dr	Jones	
was excess ive and poten tially distract ing.
Although	Pahl	was	very	direct	in	intro	du	cing	an	FTA,	overall	she	tended	to	

use	Wajnryb’s	(1994)	hyper	mit	ig	a	tion	discourse	style—using	an	excess	ive	number	
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of qualm markers. This semantic mitig a tion device indic ates hesit a tion on the 
part of the speaker. Pahl also used an abund ance of strok ing asides, such as What 
I did notice, which was impress ive, was that . . . and I was impressed by that. . . . Her use 
of the hesit a tion marker, um, as well as numer ous duplic a tions, refor mu la tions, 
false starts, and strok ing asides clearly illus trates her lack of confid ence in giving 
feed back in this first session.

Pahl’s second super vis ory exper i ence was quite differ ent from her first. She 
was	now	giving	feed	back	to	Nicole,	a	peer,	rather	than	a	professor,	which	proved	
to have a tremend ous impact on her super vis ory discourse and feed back style.

The primary differ ence between Pahl’s first and second feed back sessions is her 
level of confid ence, which was illus trated in her discourse style. She used more 
asides and very few qualm markers, thereby present ing a less hesit ant, more confid ent 
super	vis	ory	persona.	Bailey	(2006:	175)	explains	that	‘asides’	allow	‘the	speaker	to	
shift footing and moment ar ily depart from his or her core message to add another 
concept’.	Wajnryb	(1994)	describes	eight	types	of	asides	used	as	semantic	mitig	a	tion	
devices,	three	of	which	arose	in	Pahl’s	session	with	Nicole.	First,	she	used	a	number	
of	‘deflect	ing	asides’	in	order	to	shift	the	focus	to	herself	and	share	her	own	exper	i-
ences in similar situ ations. She also used a ‘strok ing aside’ when deliv er ing poten-
tially face- threat en ing criti cism, then quickly followed with a pair of ‘excus ing 
asides’,	which,	accord	ing	to	Wajnryb,	make	excuses	for	whatever	is	being	criti	cized.	
Additionally,	Pahl	used	a	number	of	hedging	modi	fi	ers,	specific	ally	maybe, when 
giving sugges tions for improve ments. In analys ing the discourse of her second feed-
back	 session	as	compared	 to	her	first,	 she	 found	 that	her	approach	 to	FTAs	had	
improved and the level of confid ence in her overall discourse had grown, but that 
there were still many aspects of her feed back style that she wanted to improve.
Overall,	Pahl’s	reflec	tion	on	her	second	session	was	much	more	posit	ive	than	

her first. She found that she primar ily used ‘above- the-utterance- level mitig a tion’ 
(Wajnryb	1994).	In	contrast	to	her	session	with	Dr	Jones,	her	session	with	Nicole	
was	not	over-	mitig	ated	nor	was	 it	 too	direct	or	blunt.	As	mentioned	above,	 ‘If	
feed back is so direct that it puts teach ers on the defens ive, they may not absorb the 
inform	a	tion’	(Bailey	2006:	167).	Therefore,	this	time	Pahl	was	pleased	with	the	
balance she was able to achieve. Though confid ence is import ant in a super vis ory 
session,	it	is	also	import	ant	to	allow	the	teacher	to	partake	in	self-	reflec	tion.	Bailey	
(2006:	37)	says	that	aware	ness	‘can	be	the	first	step	for	teach	ers	in	making	a	change’,	
as	she	refers	to	Freeman’s	(1989)	model	of	the	constitu	ents	of	teach	ing.	Allowing	
the	teacher	to	prac	tice	self-	reflec	tion	in	the	super	vis	ory	session	creates	an	oppor-
tun ity to raise the teacher’s aware ness about some aspects of his or her teach ing.

Developing self- aware ness

Before	discuss	ing	Pahl’s	third	post-	obser	va	tion	confer	ence,	it	is	essen	tial	to	intro-
duce	the	Johari	Window	frame	work	(Luft	1969).	The	Johari	Window	is	a	simple	
image of four quad rants, which illus trates that ‘things about us are either known 
or not known to us as indi vidu als. These same things are also known or not 
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known	to	others’	(Bailey	2006:	38).	The	four	quad	rants	are	labelled	as	follows:	
the	open	self	(known	to	oneself	and	also	to	others),	the	hidden	self	(not	known	
either	to	oneself	or	to	others),	the	blind	self	(unknown	to	oneself	but	known	to	
others),	and	the	secret	self	(known	to	onself	but	not	to	others).	This	frame	work	
can be a useful tool in super vi sion, because once a teacher becomes aware of 
previ ously unknown aspects of her teach ing, she can move from blind self to 
open self, and can start working toward her own profes sional devel op ment. 

Pahl felt that her third exper i ence giving super vis ory feed back was extremely 
posit	ive.	She	watched	a	video	of	Maggie,	a	fellow	class	mate,	teach	ing	a	language	
lesson,	held	a	feed	back	session,	and	reflec	ted	on	the	session.	For	Pahl,	the	most	
inter	est	ing	part	of	reflect	ing	on	this	feed	back	session	was	exper	i	en	cing	her	own	
shift	in	aware	ness	as	a	super	visor.	Just	as	she	had	when	she	watched	a	video	of	her	
own	teach	ing,	Pahl	found	herself	in	the	Johari	Window	(Luft	1969).	She	real	ized	
that prior to analys ing her third feed back session, she was posi tioned in the blind 
self	quad	rant,	in	regards	to	her	use	of	compli	ments.	After	listen	ing	to	the	recor	ded	
feed back session for a second and third time, she felt embar rassed at how excess-
ively	 she	 praised	 Maggie.	 She	 described	 the	 abund	ance	 of	 compli	ments	 as	
distract	ing.	Reflecting	on	this	session	allowed	Pahl	to	move	into	the	open	self	
quad	rant	of	the	Johari	Window,	where	she	could	then	inten	tion	ally	work	towards	
achiev ing a better balance in future feed back sessions.
Looking	beyond	her	overuse	of	compli	ments,	Pahl	was	pleased	with	the	struc	ture	

of	her	third	confer	ence.	Unlike	her	second,	she	allowed	Maggie	to	reflect	on	her	
teach	ing	and	explore	possib	il	it	ies	on	her	own	by	asking	open-	ended	ques	tions	(e.g.	
How do you think the lesson went?).	And	when	the	time	came	to	address	a	poten	tially	
face- threat en ing act, Pahl used an embed ded ques tion along with a strok ing aside 
(Wajnryb	1994)	in	order	to	redir	ect	the	impact	of	a	poten	tially	negat	ive	comment:	
Yea, I noticed that at the end, I—it worked really well, but I wondered if you had planned on 
them finish ing their descrip tions.	Given	the	time	to	reflect,	Maggie	was	able	to	come	up	
with some great ideas to improve future lessons. This example was a clear illus tra tion 
of	how	Pahl	used	self-	reflec	tion	to	improve	her	strategy	of	intro	du	cing	FTAs.
After	complet	ing	the	first	assign	ment,	Pahl’s	initial	impres	sion	of	receiv	ing	feed-

back was that she wished her super visor had used a tech nique similar to Freeman’s 
(1982:	23)	‘altern	at	ives	options’,	where	super	visors	provide	sugges	tions	rather	than	
leaving the super visees to gener ate their own ideas. However, after giving feed back 
on three separ ate occa sions, which were all conduc ted quite differ ently, Pahl, like 
Krishnan,	real	ized	that	there	is	a	time	and	place	for	differ	ent	super	vis	ory	strategies	
and that it is import ant to know your teach ers and their distinct needs and person-
al it ies in order to use the appro pri ate approach with each indi vidual.

Conclusion

Being	a	success	ful	super	visor	entails	both	know	ledge	and	skill	developed	through	
train	ing	as	well	as	exper	i	ence.	Both	Krishnan	and	Pahl	 felt	 that	analys	ing	 their	
own super vis ory discourse was incred ibly bene fi cial in their train ing as language 
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teacher super visors. Krishnan found that in addi tion to gaining prac tical exper i-
ence in giving and receiv ing feed back, she also developed a deeper under stand ing 
of	 herself	 as	 a	 super	visor.	As	 she	 tran	scribed	 and	 analysed	 her	 own	utter	ances,	
Krishnan’s self- aware ness increased and, similar to Pahl’s exper i ence described 
earlier,	 she	watched	herself	move	 through	 the	quad	rants	of	 the	 Johari	Window	
(Luft	1969).	She	iden	ti	fied	several	instances	when	she	believed	she	was	appro	pri-
ately mitig at ing negat ive feed back, but her super visee was able to perceive the 
unmit ig ated inten tion, thus seeing a side of Krishnan that she herself was unaware 
of. This discrep ancy between Krishnan’s view of herself and how she was being 
seen	by	her	 super	visee	placed	her	 in	 the	blind	 self	 quad	rant	 (known	 to	others,	
unknown	 to	 self ).	 Through	 the	 process	 of	 examin	ing	 her	 discourse,	 however,	
Krishnan’s aware ness of herself increased and she moved from the blind self to the 
open	self	(known	to	others,	known	to	self )	(Bailey	2006).	She	felt	herself	begin	to	
evolve as a super visor and saw evid ence of this growth in her final post- obser va tion 
confer ence, which she felt was the most success ful.
Likewise,	 Pahl	 felt	 she	 learnt	 a	 great	 deal	 from	 the	 process	 of	 observing,	

provid	ing	feed	back,	and	analys	ing	this	feed	back	on	three	separ	ate	occa	sions.	As	
the perceived progres sion of her feed back sessions illus trates, she improved her 
confid	ence	level,	her	discourse	style,	and	even	her	approach	for	address	ing	FTAs.	
Although	she	noted	clear	improve	ments	in	her	super	vis	ory	approach	and	discourse	
style,	Pahl	recog	nized	that	exper	i	ence	and	self-	reflec	tion	are	essen	tial	to	foster	ing	
one’s devel op ment in becom ing a success ful super visor.
Both	super	visor	train	ees	believe	what	they	learned	in	the	Language	Teacher	

Supervision	course	(specific	ally	through	analys	ing	the	exper	i	ences	of	observing	
and	being	observed	and	receiv	ing	and	giving	feed	back)	will	continue	to	posit	ively	
influ	ence	their	future	inter	ac	tions	as	both	teach	ers	and	super	visors.	They	feel	they	
are	much	more	cogniz	ant	of	their	own	super	vis	ory	styles,	the	discourse	of	post-	
obser va tion confer ences, and the many mitig a tion strategies that are commonly 
employed in deliv er ing feed back.
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A personal intro duc tion

My	rela	tion	ship	with	South	Korea	 (here	after	Korea)	began	 in	2008,	and	by	 this	
point	I	had	already	completed	an	English	teach	ing	contract	in	Japan,	so	I	thought	I	
knew	what	to	expect	in	the	Korean	classroom.	On	my	first	day	at	the	private	English	
kinder	garten,	I	arrived	on	time	at	8.30	a.m.	and	the	director	of	the	school	gave	me	
a	tour	of	the	facil	ity.	At	9.00	a.m.	the	students	began	to	arrive;	she	pointed	to	the	
clock and told me it was time to go teach them. That was all the train ing I received.
This	was	differ	ent	from	my	exper	i	ence	in	Japan,	where	for	the	first	two	months	

of	my	contract	a	Japanese	admin	is	trator	atten	ded	each	one	of	my	classes,	gave	me	
feed	back	 on	my	 perform	ance,	 and	 acted	 as	 a	 trans	lator.	 Upon	 reflec	tion,	 my	
assump	tion	that	the	Japanese	and	Korean	contexts	would	be	similar	because	they	
were	both	‘in	Asia’	was	misguided.	Furthermore,	it	was	presumptive	to	assume	
that	the	train	ing	I	received	in	Japan	was	largely	stand	ard	ized	across	Japan,	never	
mind abroad.

I was able to adapt to the Korean context, or at least get by, largely because I 
was	able	to	apply	some	of	the	skills	I	had	learnt	teach	ing	in	the	Japanese	primary	
school	context	to	the	Korean	kinder	garten	classroom.	Yet	over	the	course	of	that	
first	Korean	contract,	I	watched	as	other	novice	Native	English	Speaking	Teachers	
(NESTs)	struggled	to	cope.	I	observed	the	increase	in	stress	levels	and	the	anger	
toward the job/admin is tra tion and, as a result, a decline in motiv a tion among 
these	NESTs.	This	was	not	true	of	all	the	teach	ers,	but	my	curi	os	ity	was	for	the	
ones	that	were	affected,	which	then	led	to	research	in	this	area.	Aspects	that	were	
partic	u	larly	 inter	est	ing	 included	 these	 NESTs’	 inter	pret	a	tion	 of	 personal	 and	
profes sional devel op ment, whether they were inter ested in ‘best prac tices’ for 
teach ing, and the strategies they were employ ing in the classroom with young 
learners.	As	a	result,	I	conduc	ted	a	longit	ud	inal	case	study.
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The goal of this chapter is to high light the profes sional devel op ment situ ation 
for	NESTs	in	Korea	regard	ing	pedagogy,	consid	er	ing	how	all	parties	may	benefit	
from	 NESTs	 that	 are	 given	 the	 oppor	tun	it	ies	 to	 develop	 profes	sional	 skills,	
which may in turn reduce high levels of stress that tend to appear in the classroom.

Private language schools in Korea

Private language schools in Korea are popular among parents and students alike. 
These private schools offer tuition where students can study a variety of differ ent 
subjects, one of which is the English language. Schools are profit- driven enter-
prises	that	cater	to	a	range	of	ages	and	abil	it	ies—from	preschool	chil	dren	to	adults.	
Many	schools	hire	Native	English	Speakers	(NESs),	who	are	often	preferred	by	
parents and students because they offer native language models and a link to 
English-	speak	ing	 culture	 (Han	 2005).	 This	 means	 the	 schools	 can	 poten	tially	
charge more for these types of classes, although it is essen tial not to break the bank 
with	the	cost	of	teach	ers’	salar	ies	(Park	2009).	Therefore,	it	is	often	the	case	that	
schools	 hire	NESs	with	 little	 or	 no	 teach	ing	 exper	i	ence	 because	 they	 can	 pay	
lower	wages,	often	advert	ising	for	teach	ers	with	‘no	exper	i	ence	neces	sary’	(Ruecker	
&	Ives	2015).	Moreover,	in	order	to	obtain	a	teach	ing	visa	in	Korea,	a	NES	must	
be	from	an	Inner	Circle	country	(i.e.	Canada,	the	USA,	the	UK,	Ireland,	Australia,	
New	Zealand	or	South	Africa)	and	only	need	to	produce	a	Bachelor’s	degree	(in	
any	 subject),	 a	 medical	 certi	fic	ate,	 and	 a	 crim	inal	 back	ground	 check	 (Korea	
Immigration	Service	2016).
Applicants	 to	 these	 posi	tions	 also	 have	 clear	 object	ives.	 Foreign	 teach	ers	 in	

Korea are gener ally compensated well for their time and are given some perks 
along with this salary. These perks can include housing, food stipends, airfare 
reim burse ment, paid vaca tion, medical insur ance, contri bu tions to a pension, and 
sever	ance	pay	upon	comple	tion	of	a	one-	year	term.	For	a	newly	gradu	ated	NES	
who may be facing chal lenges enter ing the job market in their home country, 
Korea	offers	a	sense	of	adven	ture	together	with	the	oppor	tun	ity	to	travel	(Ruecker	
&	Ives	2015).	Despite	this	mutu	ally	bene	fi	cial	scen	ario,	however,	we	also	need	to	
consider the pedagogy and the impact that this might have on the students. The 
train	ing	of	NESs	upon	arrival	in	Korea	varies	by	insti	tu	tion	and	by	teacher.	With	
a	focus	on	profit,	any	train	ing	that	removes	the	NESs	from	the	classroom	costs	
money, while asking new teach ers to shadow or observe exper i enced ones is also 
an	addi	tional	finan	cial	burden.	Further,	since	many	NESs	only	stay	at	a	private	
language school for one year, and since not all teach ers start employ ment at the 
same time of year, the schedul ing and imple ment a tion of formal train ing policies 
would be a fairly large under tak ing.

Professional devel op ment oppor tun it ies for NESs

While	 the	above	 scen	ario	 suggests	 an	 image	of	novice	 teach	ers	collud	ing	with	
profi t eer ing schools at the expense of students, this is not always the case. There 
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are	oppor	tun	it	ies	for	these	novice	teach	ers	(and	exper	i	enced	teach	ers	as	well)	to	
parti cip ate in profes sional devel op ment oppor tun it ies. The value of profes sional 
devel	op	ment	 is	 clearly	 estab	lished	 in	 the	 liter	at	ure.	According	 to	Wang	&	Lin	
(2013),	for	example,	teacher	perform	ance	is	strongly	linked	to	teacher	profes	sion-
al	ism,	and	as	a	result	requires	cultiv	a	tion.	Johnson	&	Golombek	(2011)	suggest	
that profes sional devel op ment must occur in all phases of a teacher’s career and in 
all contexts. Professional devel op ment oppor tun it ies can take on a variety of 
differ ent forms and can consist of either internal or external activ it ies that enhance 
and	support	pedago	gical	prac	tices	as	well	as	the	quality	of	char	ac	ter	( Johnson	&	
Golombek	2011).	 It	 is	evident	 that	profes	sional	devel	op	ment	 is,	 largely,	a	good	
thing	for	teach	ers	to	engage	in	for	the	purpose	of	personal	growth	(Xu	2013),	or	
simply as a coping mech an ism when faced with integ ra tion into a rural or remote 
envir	on	ment	(Sharplin,	O’Neill,	&	Chapman	2011).
One	 issue,	 when	 consid	er	ing	 the	 profes	sional	 devel	op	ment	 of	 NESTs	 in	

Korea, involves the possible differ ence in percep tion of what consti tutes a ‘teacher’. 
The liter at ure gener ally assumes that novice teach ers intend to be non- novice 
teach ers at some point in the future, and that being a teacher is a career path  
(Gu	&	Benson	2014).	In	addi	tion,	the	liter	at	ure	assumes	that	novice	teach	ers	have	
had	at	least	some	train	ing	before	exper	i	en	cing	an	authen	tic	classroom	(see	Gu	&	
Benson	2014;	Walters,	Garii,	&	Walters	2009).	In	Korea,	the	NESTs	may	not	fit	
the defin i tions provided in the liter at ure because they may lack any train ing, may 
not have any teach ing exper i ence, and may not intend to pursue English language 
teach	ing	as	a	career.	Considering	these	factors,	the	ques	tion	is:	why	do	NESTs	
need	profes	sional	devel	op	ment	if	their	only	inten	tion	is	a	short	one-	year	contract?	
One	possible	answer	 to	 this	ques	tion	 is	 that	 there	 is	a	certain	amount	of	 stress	
related	to	moving	and	teach	ing	abroad	(Bodycott	&	Walker	2000;	Garson	2005).	
Stress, in this type of scen ario, gener ally surrounds cross- cultural adjust ment 
factors, as the chal lenges of daily life can seem magni fied due to new surround-
ings and commu nic a tion diffi culties in a foreign language. Stress, in higher than 
average	 quant	it	ies,	 is	 not	 asso	ci	ated	with	 posit	ive	 teach	ing	 prac	tices	 (Mousavi	
2007)	and	can	lead	to	a	decline	in	motiv	a	tion	both	in	the	classroom	and	extern-
ally	(Kyriacou	2001).
According	to	Brannan	&	Bleistein	(2012),	the	involve	ment	in	social	support	

networks and being surroun ded by friends and/or acquaint ances can be partic u-
larly helpful in alle vi at ing stress ful situ ations. Professional devel op ment oppor-
tun it ies have the poten tial to offer social support and an imme di ate network of 
colleagues within the same social setting; these networks can func tion as a replace-
ment	 for	 social	 ties	 from	 a	NEST’s	 home	 country.	 Failure	 to	 estab	lish	 social	
support networks gener ally leads to unsuc cess ful expat ri ate adjust ment and adapt-
a	tion,	which	can	be	detri	mental	 to	 the	psycho	lo	gical	well-	being	of	 the	NEST	
(Pipin	2010).
If	stress	levels	increase	and	motiv	a	tion	declines	among	NESTs,	serious	concerns	

arise	for	all	parties.	NESTs	would	undoubtedly	be	happier	if	stress	remained	low	
with	motiv	a	tion	to	teach	(and	commu	nic	ate)	effect	ively	remain	ing	constant	or	
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increas ing over time. From the schools’ perspect ive, stressed teach ers can be less 
effect	ive	teach	ers.	As	a	result,	this	may	have	poten	tial	impacts	on	student	enjoy-
ment	in	the	classroom.	A	class	of	unhappy	students	does	not	typic	ally	repres	ent	a	
good busi ness model and as a result, students may seek a more posit ive exper i ence 
and take their busi ness else where. Finally, for parents and students alike, these 
private language lessons are offered in addi tion to regu larly sched uled classes and 
are completely optional. For the money being paid and for the overall exper i ence 
of learn ing English, students expect an envir on ment condu cive to effect ive 
learn ing.
As	profes	sional	devel	op	ment	may	be	one	way	to	reduce	stress	among	novice	

NESTs	(Kyriacou	1987),	it	is	essen	tial	to	examine	the	differ	ent	options	avail	able	
to these teach ers during their teach ing contracts.

Internal sources of profes sional devel op ment

While	often	not	commonly	or	consist	ently	found	(Carless	2006),	some	Korean	
private language schools do offer in- house train ing. However, within an unreg-
u lated industry, this train ing could be provided by any one of a number of indi-
vidu	als,	includ	ing	other	NESTs,	Korean	English	teach	ers,	Korean	support	staff,	
or	the	admin	is	tra	tion	(see	Kwon	2000	for	a	general	over	view).	Certainly,	in	my	
own	exper	i	ence	over	the	past	decade	working	with	NESTs,	this	type	of	devel	op-
ment	 is	 often	 limited	 to	 classroom	 rules	 (e.g.	 students	 should	 raise	 their	 hand	 
if	they	want	to	speak),	regu	la	tions	(e.g.	teach	ers	must	be	in	the	school	between	
8.30	a.m.	and	5	p.m.),	and	expect	a	tions	(e.g.	students	should	finish	one	work-
book	every	two	months),	rather	than	actual	teacher	train	ing.
As	 indic	ated	 above,	NESTs	 come	 to	 Korea	 on	 one-	year	 contracts.	While	

teach ers may choose to renew their contracts, in many instances, once teach ers 
have gained exper i ence they choose to move out of the private language industry 
into more ‘elite’ teach ing posi tions. These posi tions are usually offered by the 
public sector or by univer sit ies. They are prefer able because they still offer all  
the	 perks	 (e.g.	 housing,	 pension,	 etc.),	 while	 provid	ing	 better	 salar	ies	 and	 
fewer contact hours than the private language school industry. This creates a 
cycle within the private industry of teach ers without exper i ence remain ing in 
employ	ment	for	only	one-	year	terms.	While	this	cyclical	influx	of	novice	teach	ers	
might seem prob lem atic for the schools, it does offer a better profit margin, 
because novice teach ers can be paid consid er ably less and be expec ted to work 
longer hours.
Moreover,	 in	working	with	 numer	ous	 admin	is	trat	ors	 at	 various	 preschools	

and	kinder	gartens	(first	as	a	 teacher	and	then	as	a	researcher),	I	 found	that	the	
anec	dotal	evid	ence	they	provide	gener	ally	indic	ates	that	NESTs	are,	upon	arrival,	
over whelmed with the trans ition to Korea, and that it is diffi cult to provide them 
with	train	ing	because	of	the	language	barri	ers	between	Korean	staff	and	NESTs.	
In	 addi	tion,	 because	 of	 the	 rapid	 turnover	 of	 teach	ers,	 organ	iz	ing	 and	 imple-
ment ing a train ing model is an arduous task on top of an already heavy work load 
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under	taken	 by	 the	 full-	time	 Korean	 staff.	 Again,	 this	 does	 seem	 some	what	
disturb	ing,	espe	cially	if	the	response	is	(as	it	seems	to	be)	to	do	nothing	and	let	
NESTs	figure	it	out.

External sources of profes sional devel op ment

In	addi	tion	to	the	support	that	NESTs	can	gain	from	both	their	peers	and	internal	
supports,	there	are	also	both	national	and	inter	na	tional	ESL	confer	ences	held	in	
Korea	annu	ally	through	the	KoTESOL	(Korea	TESOL)	asso	ci	ation.	KoTESOL	
was	estab	lished	in	1992	and	is	an	affil	i	ate	of	the	TESOL	International	Association	
and	a	found	ing	member	of	the	Pan	Asia	Consortium	(KoTESOL	2016).	While	
member	ship	 numbers	 for	 KoTESOL	 are	 not	 disclosed,	 in	 a	 2014	 survey	 of	
registered	members	(n	=	239),	members	are	gener	ally	‘exper	i	enced’	teach	ers	(2+	
years	of	exper	i	ence,	60%),	have	a	Master’s	degree	(58%)	but	do	not	have	a	teach	ing	
licence	in	their	home	country	(71%),	are	between	26	and	41	years	of	age	(62%),	
and	work	at	the	univer	sity	 level	(public	20%,	private	39%)	(KoTESOL	2014).	
KoTESOL	also	offers	multiple	events	each	year	to	stim	u	late	both	profes	sional	and	
personal devel op ment. These events may target specific aspects of teach ing and 
learn ing or may offer a more casual envir on ment for teach ers to come together to 
discuss	 other	 aspects	 of	 living	 and/or	 teach	ing	 in	Korea.	With	 eleven	 offi	cial	
chapters,	KoTESOL	repres	ents	most	of	the	major	centres,	though	parti	cip	a	tion	in	
differ	ent	chapters	varies.	A	low-	stakes	or	informal	intro	duc	tion	to	teacher	devel-
op ment may be less daunt ing for these inex per i enced teach ers compared with a 
formal national or inter na tional confer ence. These external venues offer teach ers 
the oppor tun ity to branch out beyond their local school colleagues, which may 
offer a unique perspect ive not found in an internal support network.

In addi tion to phys ical attend ance at profes sional devel op ment oppor tun it ies, 
NESTs	 also	 have	 access	 to	 a	 vast	 online	 devel	op	ment	 network.	 There	 are	
numer	ous	 English-	language	 teach	ing	 ‘Webinars’,	 video	 tutori	als,	 and	 other	
resources	 avail	able	 for	 NESTs	 to	 draw	 from	 (e.g.	 teacher	 train	ing	 through	
Worldlearning.org,	2016	or	the	free	online	course	‘Teaching	for	Success’	offered	
by	the	British	Council	through	Futurelearn.com,	2016).	Yet	it	is	unclear	whether	
NESTs	are	actu	ally	using	these	resources.	Certainly	there	are	some	concerns	by	
research	ers	that	the	support	for	NESTs	in	Korea	is	lacking,	espe	cially	compared	
with	 the	 JET	 programme	 offered	 in	 Japan	 (Kasai,	 Lee,	&	Kim	 2011),	where	
NESTs	are	given	the	oppor	tun	ity	to	‘team-	teach’	and	auto	mat	ic	ally	become	part	
of a community of prac tice without having to take the initi at ive to seek out 
further	oppor	tun	it	ies	(Carless	2006).

Personal and profes sional devel op ment: the perspect ive of NESTs

The	contract	system	in	Korea	links	NESTs	to	one-	year	terms,	meaning	that	at	
the end of the contract these teach ers are free to return to their coun tries of 
origin.	Though	there	is	no	offi	cial	data	to	indic	ate	what	these	NESTs	do	upon	

http://Futurelearn.com
http://Worldlearning.org
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return	to	their	home	coun	tries,	it	is	unlikely	that	they	continue	to	work	as	ESL	
profes	sion	als.	This	is	often	because	in	‘Inner	Circle’	coun	tries,	some	back	ground	
train	ing	and/or	formal	educa	tion	is	gener	ally	required	for	teach	ers.	Going	back	
to	the	Korean	context,	if	these	NESTs	are	aware	that	at	the	end	of	a	one-	year	
contract they are no longer going to be teach ers, there seems to be limited motiv-
a tion for them to develop a teach ing frame work with pedago gical found a tions 
either in research or in best prac tice. This was acknow ledged by one of the study 
parti	cipants	(see	below).

In terms of personal devel op ment, since there is very limited train ing before 
arrival,	it	is	the	respons	ib	il	ity	of	the	NEST	to	‘prepare’	for	teach	ing	abroad.	This	
in itself is a chal len ging state ment, as there is no way to determ ine how a person 
will respond to a new country and the chal lenges faced by moving and accept ing 
a	new	way	of	life.	While	teacher	train	ing	programmes	exist,	they	cost	money	and	
are typic ally not required for jobs in Korea where ‘no exper i ence is neces sary’. 
Further, it is ques tion able whether any sort of personal prepar a tion can be 
achieved. It is possible, however, that an aware ness of some of the chal lenges 
could	 be	 discussed	 if	 NESTs	 were	 required	 to	 attend	 a	 train	ing	 programme	
specific	ally	 for	 teach	ing	 English	 abroad	 prior	 to	 depar	ture	 (Kumaravadivelu	
2003).	These	programmes	already	exist,	and	vary	in	terms	of	dura	tion	and	quality.	
Again,	 the	 lack	 of	 research	 on	 these	 types	 of	 programmes	 and	 whether	 they	
demon	strate	any	posit	ive	benefit	to	assist	novice	NESTs	in	their	first	few	months	
of teach ing has not yet been determ ined and could be an avenue for future 
research.

A case study of four NESTs

Based	on	 these	numer	ous	unanswered	ques	tions,	 I	 conduc	ted	 a	 small	 research	
project to discover how teach ers approached their personal and profes sional 
devel	op	ment.	Over	the	course	of	twelve	weeks	in	2010–11,	I	inter	viewed	four	 
English teach ers from a private preschool offer ing English language instruc tion 
in	 a	 medium-	sized	 Korean	 city.	 The	 private	 preschool	 was	 fairly	 typical	 of	
preschool English instruc tion in Korea; it was part of a larger fran chise network 
and offered similar course instruc tion to the fourteen other fran chises scattered 
across	 the	Korean	penin	sula.	The	 school	had	9	 classes	with	12–15	 students	 in	
each,	 along	with	 6	NESTs,	 2	Korean	 teach	ers,	 a	 school	 director,	 and	 various	
Korean	support	staff.	Students	ranged	in	age	from	2	to	5	years	and	were	divided	
into	classes	by	age.	Classes	ran	week	days	from	8.45	a.m.	until	2.30	p.m.
Four	novice	NESTs	took	part	in	this	research	project,	three	from	the	United	

States	and	one	from	Canada.	Their	under	gradu	ate	degrees	were	in	philo	sophy,	
math em at ics, history, and inter na tional manage ment. There were two male and 
two	female	teach	ers	aged	between	22	and	26	years	of	age.	None	of	the	parti	cipants	
had	under	taken	any	formal	teacher	train	ing	(in	teach	ing	the	English	language	or	
other	wise),	 and	 none	 could	 fluently	 speak	 any	 language	 other	 than	 English.	
Teachers were hired by the director of the preschool using an advert ise ment 
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posted	on	 several	 teach	ing-	job	websites.	The	 two	 female	 teach	ers	 (Alanna	and	
Nicole	(pseud	onyms))	were	hired	in	September	2010	(which	is	the	middle	of	the	
preschool	term)	and	the	two	male	teach	ers	( Jack	and	Michael	(pseud	onyms))	were	
hired	in	March	2011	(the	begin	ning	of	the	term).	Once	the	teach	ers	were	hired,	
they were contac ted and asked to parti cip ate in the research project.

This data was collec ted primar ily to answer the follow ing research ques tions:

•	 To	what	extent	do	first-	time	ESL	teach	ers	use	their	‘prac	tical	know	ledge’	in	
the	classroom?

•	 How	do	internal	and	external	sources	play	a	role	in	the	personal	and	profes-
sional	devel	op	ment	of	first-	time	ESL	teach	ers?

Based	on	these	ques	tions,	I	sought	to	discover	the	strategies	that	teach	ers	used	to	
cope in the classroom. It was import ant to differ en ti ate between prac tical and 
theor et ical know ledge. Practical know ledge, which is gener ally asso ci ated with 
teach	ers’	 exper	i	ences	 or	 reflec	tions,	 is	 based	 on	 the	 know	ledge	 teach	ers	 have	
gener	ated	as	well	as	past	exper	i	ences	(Fenstermacher	1994).	This	was	considered	
to	be	more	appro	pri	ate	because	the	NESTs	had	no	formal	train	ing	in	theor	et	ical	
pedagogy. In contrast, theor et ical know ledge is often seen as being ‘derived from 
rule	based	learn	ing’	(Flyvbjerg	2006),	which	teach	ers	might	attain	through	teacher	
train ing programmes, courses, and/or through comple tion of a degree in teach ing/
educa	tion	at	univer	sity.	While	none	of	the	NESTs	had	formal	train	ing	in	teach	ing	
or	educa	tional	pedagogy,	it	was	possible	to	ask	them	to	reflect	on	their	own	exper-
i	ences	as	a	learner	and	how	that	might	affect	their	classroom	prac	tice.	While	the	
choice	to	select	prac	tical	know	ledge	was	made,	limit	a	tions	exist.	NESTs	in	this	
study	were	NESs	with	very	limited	second-	language	learn	ing	exper	i	ences	(e.g.	
begin	ner	French/Spanish).	Using	prac	tical	know	ledge,	parti	cipants	would	not	be	
able	 to	 apply	 their	 own	 exper	i	ences	 to	 an	 ESL	 context,	 but	 because	 prac	tical	
know ledge goes beyond the know ledge of subject matter/context and focuses 
more	on	exper	i	en	tial	know	ledge	and	self-	aware	ness	(Golombek	1998),	it	was	seen	
as the prefer able option for eval u ation.
Using	these	research	ques	tions,	I	inten	ded	to	get	a	better	sense	of	how	NESTs’	

percep tions of their own prac tical know ledge informed their prac tice in the 
classroom. From this found a tion, I then wanted to identify chal lenges faced by 
NESTs	and	what	steps	they	were	taking	(if	any)	to	reduce	these	chal	lenges	by	
under tak ing activ it ies asso ci ated with personal and profes sional devel op ment.

Methods

After	obtain	ing	consent	from	the	parti	cipants,	data	collec	tion	lasted	twelve	weeks	 
for	 each	 pair	 of	 teach	ers.	 Methods	 for	 this	 case	 study	 were	 qual	it	at	ive	 and	 
included semi- struc tured inter views, parti cipant journ als, and classroom obser-
va tions. The study began with indi vidual semi- struc tured inter views before each 
teacher	arrived	in	Korea	(week	0).	This	initial	inter	view	was	conduc	ted	through	
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video	con	fer	en	cing	and	the	remain	ing	two	inter	views,	held	in	weeks	6	and	12,	
were done face- to-face at an off- site loca tion. In addi tion to some initial demo-
graphic ques tions, parti cipants were asked to comment on their teach ing philo-
sophy and exper i ences, what they felt were the char ac ter ist ics of a ‘good teacher’, 
and the support they would require to be effect ive. These ques tions sought to 
assess prac tical know ledge. Teaching philo sophy was iden ti fied as one aspect of 
prac	tical	know	ledge,	and	in	the	week	6	and	12	inter	views,	teach	ers	were	asked	to	
provide examples of in- class instances where they actu ally applied their teach ing 
philo sophy and adopted ‘good teacher’ char ac ter ist ics in the classroom.
Additional	ques	tions,	inten	ded	to	identify	both	internal	and	external	sources	

that	had	an	impact	on	NESTs’	personal	and	profes	sional	devel	op	ment,	were	also	
asked	at	the	inter	views.	It	was	anti	cip	ated	that	the	support	needs	of	NESTs	would	
change over the first twelve weeks of their contracts, and in order to answer the 
research ques tions, this topic needed to be consist ently addressed.

Teachers were observed during two classes each week for twelve weeks. I was 
not present in the room during the obser va tion process, as the preschool already 
had	 CCTV	 in	 each	 of	 the	 classrooms	 (used	 when	 parents	 wanted	 to	 watch	
teacher/student	inter	ac	tions).	Prior	to	the	commence	ment	of	this	study,	an	audio	
compon	ent	was	added	to	record	the	class	through	remote	access.	NESTs	were	
aware that they would be video taped at some point each week, but they did not 
know which classes were being recor ded. These obser va tions were then coded 
using	an	obser	va	tion	sched	ule.	The	sched	ule,	initially	created	by	Numrich	(1996)	
for the purpose of identi fy ing tech niques for error correc tion, was modi fied to 
suit the needs of this research and consisted of three categor ies: teach ing strategies 
(e.g.	‘teacher	says	answer	is	incor	rect,	asks	student	to	try	again’),	teach	ing	tools	
(e.g.	‘teacher	uses	white	board’),	and	discip	line	strategies	(e.g.	‘teacher	takes	away	
priv	ilege	from	student	as	a	result	of	misbe	ha	viour’).	In	order	to	accur	ately	code	
the	 obser	va	tions,	 videos	 were	 tran	scribed	 using	 atlas.ti	 and	 then	 categor	ized.	
After	 the	 twelve-week	 period,	 changes	 in	 teach	ing	 prac	tices	 were	 analysed.	
Finally,	 NESTs	 were	 asked	 to	 write	 daily	 journal	 entries	 docu	ment	ing	 their	
exper i ences and record ing their feel ings, chal lenges, and achieve ments.

Study find ings

From the inter views, obser va tions, and journal entries, the focus was on areas 
where	the	NESTs	enhanced	pedago	gical	prac	tice	and/or	changed	the	nature	of	
their discip line strategies. In the week 0 inter views, teach ers were ques tioned 
about their expect a tions of a ‘typical day’ in the preschool classroom and of the 
char ac ter ist ics asso ci ated with ‘good teach ing’. Participants were vague on what 
they expec ted to see in the classroom, but all gener ally indic ated that there would 
be	 a	 ‘text	book	 to	 teach	 from’	 (Alanna,	week	0),	 there	would	be	 ‘consid	er	able	
support	from	Korean	staff ’	( Jack,	week	0),	and	that	students	would	be	‘gener	ally	
well-	behaved	because	Korean	chil	dren	usually	are	better	behaved	than	[American]	
chil	dren’	(Michael,	week	0).	Characteristics	asso	ci	ated	with	good	teach	ing	that	
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were unan im ously outlined by all teach ers included patience and enthu si asm, 
while three parti cipants also indic ated that ‘good teach ers’ made class inter est ing 
with diverse/unique activ it ies. These responses, along with week 1 obser va tions 
and week 1 journal entries, provided a baseline for these teach ers and changes 
over time could be noted.

Positive personal and profes sional devel op ment outcomes

Among	the	four	NESTs,	all	made	some	attempt	to	take	advant	age	of	peer	resources	
and strategies for success in the classroom, espe cially in their first weeks. The newer 
teach	ers	often	sought	advice	from	the	‘more	exper	i	enced’	NESTs	(i.e.	teach	ers	that	
had	been	there	for	a	couple	of	months).	This	was	demon	strated	in	the	classroom	
obser	va	tions.	For	example,	if	Alanna	used	the	white	board	to	explain	a	grammar	
point	in	week	1,	it	would	be	common	to	see	Nicole	using	a	similar	method	in	week	
5.	This	was	also	true	with	the	exchange	of	mater	i	als,	so	if	Michael	was	given	a	game	
to	play	in	week	1	(by	Alanna	or	Nicole),	Jack	would	be	observed	using	this	mater	ial	
in	a	later	week.	NESTs	alluded	to	this	camaraderie	and	exchange	of	inform	a	tion	in	
their journ als, indic at ing that this support was bene fi cial because it offered some-
thing	new,	it	required	the	NEST	to	do	less	lesson	prepar	a	tion,	and	games	could	be	
played imme di ately without spend ing addi tional time on instruc tion.
The	outcomes	 reflec	ted	well	 on	NESTs’	 original	 char	ac	ter	ist	ics	 of	 a	 ‘good	

teacher’	because	unique	activ	it	ies	were	used	(based	on	the	text	book)	and	students	
were	all	able	to	play	the	games	success	fully.	One	teacher,	Alanna,	indic	ated	in	her	
journal that by using the mater i als from another teacher she saved time and money 
(because	if	teach	ers	wanted	to	include	teach	ing	mater	i	als	beyond	the	text	book,	
they	had	to	purchase/supply	the	mater	i	als).	Nicole	(in	her	week	6	journal)	indic-
ated	 that	collab	or	at	ing	with	Alanna	was	 really	useful	because	 she	 ‘was	getting	
bored	of	only	using	the	text	book	and	[Alanna]	had	some	really	good	ideas.’	This	
indic	ated	that	by	week	6,	these	female	teach	ers	had	util	ized	peer	support	strategies	
beyond what they were initially using to change their pedago gical approach.
These	NESTs	gave	specific	personal	and	profes	sional	examples	of	when	they	

had	used	the	exper	i	ences	and/or	sugges	tions	of	the	other	NESTs	for	their	own	
benefit. These exper i ences related both to the in- class and external compon ents 
of	life.	NESTs	sugges	ted	that	strategies	for	‘controlling	students’	(i.e.	classroom	
manage	ment/discip	line)	were	partic	u	larly	useful,	as	well	as	incentiv	ized	reward	
systems	for	good	beha	viour	and/or	task	comple	tion	(e.g.	provid	ing	gold	stars	for	
achieve	ment).	By	the	end	of	the	twelve-week	period,	all	four	teach	ers	were	using	
sticker charts with gold stars on the white board, where students received a star for 
good beha viour. This suggests collab or a tion among the teach ers related to an 
instance of ‘best prac tice’ and consist ency in the classroom. Teachers also used 
insight gained from group discus sions on a personal level by obtain ing better 
mobile phone rates and for visit ing the doctor when ill, both of which repres ent 
examples	of	instances	where	NESTs	used	collab	or	a	tion	to	enhance	their	external	
personal	devel	op	ment.	In	terms	of	overall	profes	sional	devel	op	ment,	all	NESTs	
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demon strated that in these specific instances, changes in classroom pedagogy and 
external personal devel op ment occurred.

Negative personal and profes sional devel op ment outcomes

All	 four	 of	 the	 teach	ers	 in	 this	 study	 expressed	 frus	tra	tion	 and	 anger	 which,	
accord	ing	 to	 their	 journal	 entries,	 peaked	 in	 weeks	 8–12.	 This	 frus	tra	tion	
concerned four main topics: classroom manage ment diffi culties, lack of admin is-
trat	ive	support,	lack	of	job	satis	fac	tion,	and	external	cultural	influ	ences.
Classroom	manage	ment	was	partic	u	larly	prob	lem	atic,	as	none	of	the	teach	ers	

had ever taught preschool before, and they were not able to main tain effect ive 
order among the chil dren. The classroom obser va tions showed that instances of 
misbe ha viour gener ally increased each week, and responses to this misbe ha viour 
were	neither	consist	ent	by	each	indi	vidual	nor	between	NESTs	in	differ	ent	classes.	
This	incon	sist	ency	was	wide	spread,	as	the	observed	NESTs	not	only	had	differ	ent	
inter pret a tions of what was ‘accept able prac tice’ in the classroom, but they also 
varied widely in what consti tuted an accept able discip line strategy. Their strategies 
ranged from completely ignor ing student misbe ha viour to yelling at students and/
or	punish	ment	with	a	time-	out.	NESTs	indic	ated	in	their	journ	als	that	the	discip-
line process was exhaust ing partic u larly because the chil dren did not under stand 
English and the admin is tra tion was sending ‘mixed messages’ that the classroom 
envir	on	ment	was	supposed	to	be	‘fun’	but	also	‘rigor	ous’.	While	all	teach	ers	did	
adopt a ‘star chart’, justi fic a tion for giving a student a star varied widely.
When	asked	in	the	inter	views	about	the	diffi	culties	in	classroom	manage	ment,	

one	of	the	main	issues	brought	up	by	NESTs	was	that	they	had	no	idea	what	was	
appro	pri	ate	 and	 admin	is	trat	ive	guid	ance	was	 lacking.	Some	NESTs	expec	ted,	
based upon their week 0 inter views, that the Korean chil dren would be ‘gener ally 
well	behaved’	(Michael),	though	this	response	changed	by	week	5	when	Michael	
high lighted a specific incid ent with a student in his journal:

[the student] speaks slowly and the kids some times make fun of him for it 
.	.	.	We’ve	been	trying	to	pay	more	atten	tion	to	it,	but	it’s	been	hard	to	get	
the other kids to be respect ful.

Along	a	similar	line,	by	week	3,	Alanna	expressed	chal	lenges	of	classroom	control,	
indic at ing in her journal:

Because	I	can’t	under	stand	[the	language]	.	.	.	I	have	diffi	culty	holding	the	
atten tion and control of the class. I feel like the students have as much 
control	as	I	do	(almost	more).

Based	on	the	obser	va	tions,	combined	with	week	6	inter	views	and	these	journal	
entries,	 there	were	clear	 indic	a	tions	that	these	NESTs	struggled	to	apply	their	
prac tical know ledge in the classroom for instances of discip line.



Novice teachers in South Korea 255

The general dissat is fac tion with the admin is tra tion, related to mixed messages, 
exten	ded	beyond	the	lack	of	commu	nic	a	tion	in	classroom	manage	ment.	NESTs	
also indic ated that they were expec ted to work unpaid hours to prepare mater i als 
for	 the	chil	dren.	Generally,	 all	 four	 teach	ers	 felt	dissat	is	fied	with	 this	prac	tice,	
primar ily because they did not ‘feel rewar ded’ or ‘appre ci ated’ if they put in the 
extra	work.	In	his	week	7	journal,	Jack	indic	ated:

I’ve noticed that the Korean staff really just like to throw things out  
there with little to no warning or prepar a tion, leaving us foreign staff  
dizzy	 and	 .	.	.	 trying	 to	 keep	 up	without	 getting	 frus	trated,	 this	 can	 be	 
chal len ging.

This was an area where motiv a tion to do well declined over the twelve-week 
period	 outlined	 specific	ally	 in	 inter	views	 (weeks	 6	 and	 12)	 and	 in	 the	 journal	
entries.	NESTs	felt	that	finding	new	activ	it	ies	for	their	classes	was	tedious.	This	is	
an area that would have poten tially benefited from profes sional devel op ment 
oppor tun it ies, as while teach ers did use each other’s games and mater i als at times, 
they were limited to their own ideas within one school. If these teach ers had the 
oppor tun it ies to commu nic ate with teach ers from other schools or to attend work-
shops on the subject, they might have discovered more innov at ive ways to design 
learn ing mater i als.
Job	satis	fac	tion	was	another	issue	that	teach	ers	gener	ally	linked	with	increased	

stress	and	a	decline	in	motiv	a	tion	(see	also	Nelson	&	Gongwer	1999).	All	NESTs	
repor ted in their journ als that a lack of train ing was contrib ut ing to their confu-
sion	about	the	role	of	an	English	teacher.	Several	of	the	NESTs	referred	to	them-
selves	as	‘edutain	ers’	(i.e.	Nicole,	Alanna,	and	Jack),	which	meant	that	they	were	
there to enter tain the chil dren more than they were there to facil it ate the learn ing 
of	English.	One	example	was	provided	by	Nicole	in	week	11:

Another	thing	that	made	me	sure	that	I	don’t	like	this	job,	is	the	support	
system.	As	foreign	teach	ers	we	are	supposed	to	make	our	own	lesson	plans	
and have them approved. So, I do that every week. Then I also make a list 
of	mater	ial	.	.	.	Without	fail	what	I	need	is	never on time. It’s frus trat ing and 
hard	to	work	with	.	.	.	Blah—what	kind	of	system	is	this?

NESTs	in	this	study	found	their	roles	chal	len	ging	because	they	could	not	accur-
ately complete their jobs with the prac tical know ledge from their own preschool 
exper	i	ences,	as	no	such	job	existed	in	their	own	kinder	garten/preschool	(or	they	
could	not	remem	ber	such	a	posi	tion	exist	ing).

Finally, the Korean culture was a signi fic ant external factor contrib ut ing to 
the	 increase	 in	 stress	 levels	 among	NESTs.	 Teachers	 gener	ally	 sugges	ted	 that	
while they might have sought out profes sional devel op ment oppor tun it ies at the 
begin ning of their contracts, trying to navig ate the Korean cultural context was 
not worth pursu ing for what would be a one- year contract that they were not 
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plan	ning	to	renew.	Examples	of	the	struggles	faced	by	NESTs	appeared	in	the	
journ als:

Most	things	in	Korea	don’t	make	sense	to	me.	Want	an	example?	Well	how	
about the traffic, a red light honestly means nothing here. I’ve learned to 
just close my eyes.

Nicole, week 3

The thought of staying over my contract in Korea, even though the home-
sick ness phase has dwindled, doesn’t appeal to me. Partially because two 
years at a hagwon [private language school] makes me feel a bit squirmy, 
but also I don’t feel a great rapport with this country.

Jack, week 12

By	 week	 12,	 all	 teach	ers	 indic	ated	 in	 their	 journ	als	 that	 they	 had	 found	 a	 
routine that would get them through the remainder of their contracts. In this 
routine, teach ers indic ated that they planned to do the very minimum of accept-
able	work	for	the	classroom	in	order	to	receive	their	bonuses.	In	week	9,	Michael	
indic ated:

I have almost given up on [this student]. He doesn’t listen or pay atten tion. 
He	 distracts	 the	 other	 students	 and	won’t	 stop.	 Lately,	 I	 have	 just	 been	
ignor ing him.

All	four	NESTs,	to	varying	degrees,	acknow	ledged	that	they	were	unpre	pared	
for both preschool teach ing and living in Korea, and that train ing prior to the 
commence ment of employ ment would have been bene fi cial, as indic ated by 
Alanna	in	week	5:

I came into this job with no exper i ence and no train ing. The ‘train ing’ that 
I received during my first few days consisted of me watch ing a class and 
learn	ing	where	a	few	things	were	around	the	office	and—GO!	That’s	about	
it . . . I was just expec ted to teach the kids.

These	negat	ive	outcomes	were	partic	u	larly	prob	lem	atic.	According	to	Mitchell	&	
Cubey	(2003),	when	it	comes	to	the	young	learner	context,	teach	ers	need	to	be	
engaged in the educa tional processes in order to better facil it ate learn ing among 
students. They posit that teach ers who have good theor et ical know ledge and 
pedago gical content know ledge as well as those who are involved in profes sional 
devel op ment oppor tun it ies are more likely to encour age better liter acy and 
numer	acy	skills.	The	desire	for	these	NESTs	to	disas	so	ci	ate	from	their	classrooms	
in	order	to	‘cope’	with	both	internal	and	external	influ	ences	suggests	that,	at	least	
in	this	case	study,	NESTs	were	not	enga	ging	in	effect	ive	pedagogy	because	of	
their lack of profes sional devel op ment.
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Conclusions

Over	the	course	of	twelve	weeks,	this	case	study	research	sought	to	determ	ine	the	
extent	to	which	NESTs	were	using	their	prac	tical	know	ledge	in	the	classroom.	
While	 instances	 of	 prac	tical	 know	ledge	were	 iden	ti	fied	 and	 acknow	ledged	 by	
NESTs	 (e.g.	 using	 the	 white	board	 to	 explain	 a	 concept,	 playing	 inter	act	ive	
games,	demon	strat	ing	using	written	examples),	chal	lenges	with	the	ESL	context	
were	 indic	ated	 as	 a	 barrier	 to	 the	 applic	a	tion	 of	 prac	tical	 know	ledge.	 Other	
factors,	 such	 as	 diffi	culty	 with	 cultural	 adjust	ment—within	 and	 beyond	 the	
classroom—also	led	to	a	decline	in	motiv	a	tion	and	an	increase	in	stress.	The	lack	
of	motiv	a	tion	resul	ted	in	a	reduc	tion	of	unique	activ	it	ies	created	by	NESTs	and	
a corres pond ing decline in enga ging and inter est ing lessons. Issues with classroom 
manage ment further compoun ded this issue.

Teachers were also unable to demon strate prac tical know ledge from previ ous 
exper	i	ences	when	apply	ing	discip	line	tech	niques	in	the	classroom.	Communication	
between	Korean	staff	and	NESTs,	and	even	between	NESTs	in	the	study,	could	
have	been	better.	As	a	result,	incon	sist	ent	discip	line	strategies	were	employed	in	
the classroom.
When	 consid	er	ing	 the	 internal	 and	 external	 sources	 affect	ing	 the	NESTs’	

personal and profes sional devel op ment, there were some posit ive outcomes. These 
included the use of peer collab or a tion in terms of sharing mater i als as well as 
support	from	other	NESTs	on	personal	areas	of	need	(e.g.	finding	a	doctor,	navig-
at	ing	cultural	chal	lenges).	Unfortunately,	these	posit	ive	outcomes	were	hampered	
by	 an	equal	number	of	negat	ive	ones.	The	NESTs	 in	 this	 study	expressed	no	
interest in under tak ing external profes sional devel op ment oppor tun it ies, such as 
KoTESOL,	and	there	was	very	limited	internal	train	ing	or	discus	sion	surround	ing	
the imple ment a tion of the curriculum. In response to the research ques tions 
initially posed, it is clear that both internal and external sources played a role in 
NESTs’	 personal	 and	 profes	sional	 devel	op	ment,	 though	 the	 negat	ive	 aspects	
seemed	to	have	a	larger	impact,	affect	ing	motiv	a	tion	and	stress.	More	research	on	
this issue, with a larger cohort of parti cipants, would be bene fi cial. Ultimately, 
intro	du	cing	novice	NESTs	to	the	notion	of	reflect	ive	prac	tice,	to	a	more	form	al-
ized	peer	support	network,	or	to	the	oppor	tun	ity	to	partake	in	Webinars	and/or	
work shops may assist in redu cing the anxiety and stress levels and could contrib ute 
to	a	better	exper	i	ence	for	NESTs,	private	language	schools,	and	students.
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Introduction

Despite	 ongoing	 global	 educa	tional	 reform	 towards	 more	 student-	centered	
learn	ing	(Fox	2001;	Kim	2005)	and	an	ever-	growing	demand	for	commu	nic	at	ive	
compet ence in English, the trans ition from teacher- centered, lecture- domin ated 
classes to more process- oriented, construct iv ist approaches has not always been 
easy	to	imple	ment	in	prac	tice	(Butler	2011;	Kaufman	2004),	partic	u	larly	in	the	
East	Asian	EFL	context	(Kim	2005;	Li	1998).	This	may	in	part	be	due	to	the	
confound ing nature of construct iv ist learn ing theory, given its differ ent orient a-
tions	and	epistem	o	lo	gical	stances	(Fox	2001).	An	in-	depth	analysis	of	construct-
iv ism, however, is beyond the scope of this chapter, and a relat ively broad 
defin i tion will need to suffice. This chapter employs a social construct iv ist orient-
a tion, which posits that learn ing is a shared exper i ence rather than an indi vidual 
one, and hence know ledge is construc ted through social inter ac tion and mental 
models	are	shaped	in	collab	or	a	tion	with	others	(Vygotsky	1978).	In	the	educa-
tional context, construct iv ism is based on the view that know ledge cannot be 
trans ferred from the teacher to the students but is instead an intel lec tual and 
creat	ive	process	of	exper	i	ence,	discov	ery,	and	under	stand	ing	(Thompson	2000).
This	chapter	describes	an	Action	Research	(AR)	project	that	set	out	to	explore	

how	five	specific	obstacles	with	using	construct	iv	ist	pedagogy	in	the	Korean	EFL	
context could be mitig ated through teacher prepar a tion, course design, and a 
variety of teach ing strategies. Project- based learn ing was used for one semester at 
a	national	univer	sity	in	Korea	in	a	fresh	man	English	conver	sa	tion	course.	As	the	
semester progressed, it became clear that rather than think ing in terms of ‘solu-
tions’, certain processes combined with a partic u lar set of inclin a tions towards 
problem- solving would better prepare teach ers to success fully move towards 
construct iv ist approaches. This study argues that for teach ers to under stand how 
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to put construct iv ist theory into prac tice in their classrooms, they must embrace 
it in their own learn ing; further, teacher educa tion should itself assume a 
construct	iv	ist	paradigm	(Brown	2012;	Crandall	2000;	Le	Cornu	&	Peters	2005;	
Richardson	2003).

Literature review

The construct iv ist pedago gical approach used in this study is known as Project-
Based	 Learning	 (Project-BL)	 (Buck	 Institute	 of	 Education	 2016;	 Wurdinger	
2016).	As	educa	tion	in	many	parts	of	the	world	has	moved	towards	more	active,	
learner-	centred,	and	collab	or	at	ive	approaches,	project	work	in	the	EFL	classroom	
has	 become	 increas	ingly	popular	 as	well	 (Dörnyei	 1997).	Project-BL	embraces	
construct iv ist prin ciples such as learn ing- by-doing, enga ging learners in cooper-
at	ive	invest	ig	a	tion,	and	giving	prior	ity	to	the	learn	ing	process	(Wurdinger	2016).	
The	Buck	Institute	of	Education	(BIE,	http://.bie.org),	an	organ	iz	a	tion	devoted	to	
devel	op	ing	Project-BL	in	educa	tion,	describes	it	as	a	method	for	teach	ing	in	which	
students acquire skills and know ledge through sustained work on a partic u lar 
chal lenge; this work is student- centred, collab or at ive, and carried out over a 
period lasting from a few classes to an entire semester. It aims to enhance commu-
nic a tion, nego ti ation, and collab or a tion and to stim u late greater cohes ive ness and 
inter	ac	tion	between	learners	in	the	language	classroom	(Dörnyei	1997).
Despite	the	appar	ent	bene	fits,	there	are	a	myriad	of	chal	lenges	to	imple	ment	ing	

a	commu	nic	at	ive-	oriented	construct	iv	ist	approach	like	Project-BL	in	the	Korean	
EFL	context	that	has	hindered	its	applic	a	tion	in	actual	classroom	prac	tice,	but	the	
under ly ing obstacle is that teacher educa tion and train ing in Korea currently gives 
limited atten tion to prepar ing teach ers for construct iv ist pedagogy. There is 
growing concern that the current instruc tional paradigm in the Korean educa tion 
system is not provid ing students with the neces sary and relev ant skills for the 
future,	yet	at	the	same	time	efforts	at	reform	have	been	criti	cized	by	both	parents	
and teach ers who feel the educa tional climate in Korea is not ready for the change 
to	construct	iv	ism	(Kim	2005).	Although	the	curriculum	and	text	books	offi	cially	
adopted a learner- centred commu nic at ive orient a tion more than twenty years ago 
(Nunan	 2003),	 the	 change	 from	 a	 grammar/trans	la	tion	 approach	 has	 not	 been	
wide spread primar ily because most teach ers do not possess the neces sary meth od-
o lo gical know ledge to actuate more construct iv ist- oriented learn ing, an issue that 
can	only	be	addressed	through	teacher	educa	tion.	To	this	point,	McDonald	(1988)	
argues that a major hindrance to pedago gical reform is that while construct iv ism 
emphas	izes	the	active	role	of	the	learners	in	the	learn	ing	process,	teach	ers	are	often	
cast as the passive recip i ents of the innov a tion and face the chal lenge of apply ing an 
approach they have neither used nor exper i enced them selves. Hence, a major ques-
tion for advan cing construct iv ism in language teach ing in Korea is what teacher 
educa tion and train ing courses might entail and how they would be conduc ted.
Richardson	(2003)	points	out	the	inher	ent	contra	dic	tion	of	teach	ers	learn	ing	

how to employ construct iv ist prac tices through expli cit step- by-step models or 
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lectures about its theor et ical basis, and asserts that the goal should be to help 
teach	ers	facil	it	ate	construct	iv	ism	by	using	it	in	their	classrooms.	What	is	crucial	
is that teach ers learn to under stand the factors inhib it ing construct iv ism in their 
own teach ing circum stances, and engage in the processes that will allow them to 
adapt their teach ing accord ingly. The follow ing describes the main chal lenges 
specific to my teach ing situ ation in Korea, the diffi culties faced as I explored a 
new instruc tional method, the prac tical lessons learnt, and how my exper i ence 
could inform teacher educa tion and train ing to better prepare others for a trans-
form a tion towards more construct iv ist ways of teach ing and knowing.

Problems imple ment ing construct iv ist approaches in Korea

The	original	aim	of	this	AR	project	was	to	‘find	answers’	to	five	specific	prob	lems	
that commonly arise when attempt ing to imple ment construct iv ist learn ing in the 
Korean context. Thus, I was looking to solve the chal lenges of using a construct-
iv ist approach, not to solve the chal lenges through using a construct iv ist approach. 
These	chal	lenges	were	selec	ted	based	both	on	the	exist	ing	liter	at	ure	(Butler	2011;	
Li	1998)	and	on	my	past	exper	i	ences.	They	are:	(1)	provid	ing	fair	and	trans	par	ent	
assess	ment;	(2)	prepar	ing	students	for	high-	stakes	exams;	(3)	dealing	with	time	
constraints;	 (4)	managing	 varying	 English	 profi	ciency	 levels;	 and	 (5)	 teach	ers	
chan ging roles from ‘instructor’ to ‘facil it ator of learn ing.’

The first major chal lenge, and one of the most essen tial respons ib il it ies of 
teach ers, is provid ing students with fair and trans par ent assess ment. This is partic-
u larly import ant in Korea, where students’ univer sity grades have an impact on 
everything from schol ar ship oppor tun it ies to finding employ ment in a compet-
it	ive	market.	Constructivist	approaches,	however,	advoc	ate	collab	or	at	ive	engage-
ment with open- ended outcomes, and it can be diffi cult for teach ers to devise 
stand	ard	ized,	clear-	cut	 scoring	criteria	based	on	such	 learn	ing	aims	 (Koosha	&	
Yakhabi	2012).	For	this	reason,	many	students	prefer	more	conven	tional,	stand-
ard	ized	assess	ments.
Moreover,	 construct	iv	ist	 approaches	 like	 Project-BL,	 which	 emphas	ize	

commu nic at ive and collab or at ive engage ment, may not be the best way to  
prepare students for high stakes English profi ciency exams. These exams are 
argu ably even more import ant than course grades for academic and career oppor-
tun it ies, and some students may feel that commu nic at ive- oriented, construct iv ist 
approaches	give	 less	atten	tion	to	skills	 that	can	help	them	on	such	exams	(Fox	
2001;	Kim	2005;	Li	1998).
Another	criti	cism	of	construct	iv	ist	curricula	 is	 time	constraints	 (Wurdinger	

2016).	 The	 demand	 of	 learner–learner	 inter	ac	tion	 takes	 time,	 partic	u	larly	 in	
Project-BL,	because	it	requires	the	extensive	negotiation	of	ideas.	However,	time	
in	university	EFL	classes	in	Korea	is	limited,	and	construct	iv	ist	approaches	gener-
ally take longer than more formal means of teach ing such as lectures.

The students’ varying levels of English profi ciency can further prolong the time 
required to complete projects, often causing less profi cient students to with draw 
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and consequently requir ing stronger students to take on more of the work load. 
Managing	such	differ	ences	can	be	diffi	cult	in	the	univer	sity	EFL	context	in	Korea,	
where students are commonly grouped by academic major rather than their 
English profi ciency level. In discuss ing the growing popular ity of construct iv ist 
pedagogy	in	Asia,	Kim	(2005)	argues	that	import	ant	consid	er	a	tion	must	be	given	
to context, such as in Korea where tradi tional teach ing tech niques are more valued 
by many and teach ers may have diffi culty chan ging roles to a facil it ator of learn ing 
as	opposed	to	a	purveyor	of	know	ledge	(Koosha	&	Yakhabi	2012).

These were the major chal lenges anti cip ated in imple ment ing project- based 
learn	ing	in	the	Korean	univer	sity	context.	As	the	AR	project	progressed,	however,	
a	major	real	iz	a	tion	was	that	the	prob	lems	them	selves	were	not	the	primary	focus	
of	my	 reflec	tions	 and	 analysis,	 nor	were	 the	 exact	 actions	 I	 took	 in	managing	
them; rather, a few key prin ciples, embed ded in construct iv ist epistem o logy, were 
instru mental in helping me see things differ ently and in actu at ing change. They 
were	(1)	collab	or	at	ing	with	my	colleague	and	students;	(2)	empath	iz	ing	through	
valuing	students’	perspect	ives;	(3)	taking	risks;	and	(4)	continu	ously	analys	ing	and	
reflect	ing.	The	follow	ing	explains	how	these	prin	ciples	mani	fes	ted	in	the	course	
of	imple	ment	ing	the	Project-BL	curriculum,	how	they	helped	me	deal	with	the	
five chal lenges of using a construct iv ist- oriented approach in Korea, and how 
they could inform teacher educa tion and train ing.

Research ques tions

As	 the	 AR	 project	 progressed,	 atten	tion	 was	 increas	ingly	 placed	 on	 the	 key	
construct iv ist prin ciples addressed above and how they were and were not being 
activ ated in my teach ing. The research focus was thus amended, from finding 
concrete ‘solu tions’ to the five chal lenges to how construct iv ism epistem o logy 
could be applied to gain a greater under stand ing of one’s teach ing context, and 
further, to a focus on how construct iv ist pedagogy might be fostered in the course 
of teacher educa tion and train ing. The revised research ques tions became:

1.	 What	 implic	a	tions	 does	my	 exper	i	ence	 suggest	 for	 teach	ers	 who	wish	 to	
imple	ment	construct	iv	ist	approaches	in	their	own	classroom?

2. How can educa tional insti tu tions and train ing programmes better prepare 
teach ers to engage in construct iv ist epistem o logy in both their teach ing and 
learn	ing?

Method

In an attempt to better under stand and more effect ively manage the chal lenges to 
imple	ment	ing	construct	iv	ist	approaches,	I	conduc	ted	an	Action	Research	project	
(AR)	in	a	fresh	man	English	conver	sa	tion	course	that	took	place	over	the	course	
of	one	4-month	 semester	 (36	contact	hours)	at	a	national	univer	sity	 in	Korea.	
Dörnyei	(2007:	191)	asserts,	‘Action	Research	is	conduc	ted	by	or	in	cooper	a	tion	
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with teach ers for the purpose of gaining a better under stand ing of their educa-
tional envir on ment and improv ing the effect ive ness of their teach ing.’ The essen-
tial object ives are to enhance teach ing prac tice, better under stand changes made 
in the learn ing enter prise, and to invest ig ate prob lems specific to a teacher’s 
circum	stances	(Dörnyei	2007).

Action research process and instru ments

The	first	step	was	to	identify	and	limit	the	topic	(Mertler	2013),	which	was	select	ing	
the five major chal lenges discussed above. The next step was to collect and  
analyse	 the	data.	Qualitative	data	collec	tion	 included	writing	a	 reflect	ive	 journal	
shortly after each class and jotting informal notes during discus sions with students 
and	colleagues	through	out	the	semester	(Mertler	2013).	In	addi	tion,	in	the	middle	
of the semester one video- recor ded focus- group session was conduc ted with students 
and	a	Korean	teach	ing	colleague.	The	rationale	for	keeping	a	reflect	ive	journal	and	
writing notes during conver sa tions with students and colleagues was origin ally 
inten ded to help me draw insights that could help uncover solu tions to the five chal-
lenges. However, during the semester, the processes of seeking a better under stand ing 
of	pedago	gical	choices	and	students’	issues	with	Project-BL	became	more	valu	able	
than determ in ing expli cit resol u tions to the chal lenges.

This became increas ingly evident through an induct ive approach, enabling me 
to gener ate and make sense of new insights from the data. The data was then 
reana lysed to explore the themes and patterns through the personal obser va tions 
recor	ded	in	my	notes	and	reflect	ive	journal,	and	what	these	revealed	about	how	
certain actions impacted students’ atti tudes and percep tions about construct iv ist- 
oriented	learn	ing	(Mertler	2013).	The	final	step	was	to	reflect	upon	the	find	ings	
in order to enhance my prac tice moving forward, and to share this exper i ence in 
order to help other teach ers and teacher educat ors better prepare to meet the chal-
lenges in their own journey towards construct iv ist epistem o logy and prac tice.

Participants

The class was composed of nine univer sity students, five males and four females. 
All	students	were	English	Education	majors,	the	same	age,	Korean	nation	als,	and	
in	the	second	semester	of	their	fresh	man	year.	As	they	were	all	students	in	the	
Department	of	English	Education	and	had	under	gone	a	rigor	ous	selec	tion	process,	
it was assumed that they were at approx im ately the same advanced level of English 
profi ciency. In the first semester, the students had a differ ent teacher and repor ted 
that the classroom envir on ment was casual, with the curriculum consist ing 
mostly of ‘free- talking’ discus sions in which the teacher chose the topics and 
moder	ated	the	conver	sa	tions.	According	to	the	students,	both	group	work	and	
home	work	were	minimal.	From	the	begin	ning,	students	stated	that	the	Project-BL	
curriculum was in stark contrast from the previ ous semester and unlike any 
English language courses they had exper i enced in the past.
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My	Korean	colleague	who	took	part	in	the	focus-	group	session	was	a	professor	
in	the	Department	of	English	Education	at	the	univer	sity	where	this	study	was	
conduc	ted;	she	had	been	hired	one	semester	prior	to	the	start	of	this	study.	Before	
arriv ing at this univer sity, she had taught English Education for four years at 
another univer sity in Korea.

I had also taught for just one semester in the English Education depart ment at 
this	univer	sity	before	commen	cing	this	study.	During	the	first	semester,	I	taught	
the	English	Conversation	course	primar	ily	through	the	text	book	provided	by	the	
school, but near the end of the semester I tried two short projects, each taking 
four classes to complete. The students repor ted that they enjoyed these mini- 
projects, so in the follow ing semester, I decided to try, for the first time, using 
Project-BL	as	the	basis	for	the	entire	curriculum.	As	this	was	very	differ	ent	from	
the set curriculum, before the start of the semester I secured permis sion from the 
admin is tra tion and ensured that all students and fellow faculty were aware that 
the	Project-BL	curriculum	would	be	used.	Approval	was	granted	by	the	depart-
ment, and students enrolled in the course volun tar ily.

Implementing a Project-BL curriculum in a univer sity fresh man 
English conver sa tion course in Korea

After	 an	 extens	ive	 amount	 of	 time	 spent	 explor	ing	 project	 ideas	 before	 the	
semester began, I even tu ally decided on four projects, each of which would take 
six	to	nine	classes	(each	class	was	50	minutes,	held	three	times	per	week).	Each	
project	 was	 based	 on	 a	 differ	ent	 them	atic	 concept	 (design	ing	 a	 classroom;	 a	
parody of a Korean drama; creat ing a new national fest ival; and invent ing and 
market	ing	a	new	product	for	univer	sity	students)	and	each	included	a	number	of	
gram mat ical, lexical, and present a tion style require ments.
It	was	clear	by	the	end	of	the	first	project,	‘Designing	the	Classrooms	of	the	

Future’, that the trans ition to construct iv ist- oriented learn ing would not be easy. 
While	students	gave	creat	ive	and	inter	est	ing	present	a	tions,	their	lack	of	enthu-
si asm through out the three weeks of prepar ing it was evident. So, I gathered their 
ideas for the next project. They collect ively compiled a list, voted, and decided 
on creat ing their own board games. The origin ally planned project, parody ing a 
Korean drama, was inten ded to help students learn English idioms, and I decided 
to	keep	this	as	the	language	focus	despite	the	change	in	the	project	theme.	Before	
begin ning work on their board games, the class was presen ted with some common 
English idioms, then each group was assigned ten which they would need to 
integ rate into their game. In the next class, the students, while seem ingly inter-
ested in the project theme, struggled to use the idioms in their game design. I 
explained again what each idiom meant and offered sugges tions for use. Two 
weeks	(six	classes)	were	allot	ted	for	this	project,	but	in	the	end,	it	took	eleven	
classes.	While	 the	projects	and	present	a	tions	were	well	done,	most	groups	had	
used far too many of the ideas that I offered as ‘sugges tions’. It was also clear that 
students had again lost interest well before complet ing the project.
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After	this	project,	I	held	a	volun	tary	focus-	group	session	with	students,	which	
six of the nine students atten ded. I enlis ted the help of a Korean professor so that 
students could artic u late their opin ions more thor oughly in Korean if needed. 
During	 the	 focus	 group,	 students	 offered	 their	 concerns	 about	 the	 course	 and	
provided	insight	ful	feed	back	about	how	to	improve	it.	During	this	discus	sion,	my	
Korean	teach	ing	colleague	compiled	a	list	of	the	students’	major	concerns.	When	
we met the follow ing day, she offered several recom mend a tions based on her own 
personal classroom exper i ences of using construct iv ist approaches. First, she 
proposed a step- by-step frame work to help students under stand the process of 
Project-BL	and	to	help	them	proceed	on	sched	ule.	Next,	she	recom	men	ded	clari-
fy ing the grading criteria for the course, as students were uncer tain about which 
facets	of	the	projects	were	most	import	ant	(e.g.	parti	cip	a	tion	in	group	work,	the	
present	a	tions,	 creativ	ity).	 Finally,	 it	 was	mentioned	 in	 the	meeting	 that	 some	
students were self- conscious about their English profi ciency and were anxious 
about	their	grade	because	more	fluent	students	tended	to	domin	ate	group	conver-
sa tions. She sugges ted redu cing the number of language- related require ments for 
the projects in order for students to engage in more genuine group discus sions, 
rather than having to concen trate on specific linguistic object ives.
For	 the	 third	project	 students	 came	up	with	 the	 idea	of	making	Animated	

Digitales,	their	versions	of	famous	fairy	tales,	which	they	created	using	free	online	
anim a tion soft ware. This time they were also asked to determ ine the language 
require	ments	(they	decided	on	about	half	the	number	of	language	require	ments	
from	the	previ	ous	projects).	Before	begin	ning	the	project,	I	created	a	process-	
oriented	 frame	work	 with	 a	 detailed	 three-	week	 sched	ule	 (nine	 50-minutes	
classes).	 In	 addi	tion,	 the	 revised	 grading	 criteria	 were	 care	fully	 explained	 to	
students. This included the addi tion of a peer assess ment, self- assess ment, and a 
short ‘exper i ence essay’ to be written at the end, all of which would factor signi-
fic	antly	into	their	final	project	score	(20%	each).	Additionally,	the	project-	scoring	
rubric was nego ti ated with the class, which helped unveil the aspects of the 
projects	and	of	language	learn	ing	that	they	felt	were	most	import	ant.	During	the	
project, I provided guid ance conser vat ively, limited my sugges tions, and gave 
more posit ive rein force ment through out. The language require ments were 
reduced, and ‘ques tion posing’ during group discus sions was strongly encour aged 
in order to better involve all members of the group.
At	the	end	of	 the	third	project,	 students	repor	ted	that	 they	had	more	thor-

oughly enjoyed the project theme and the process, felt the require ments were 
suffi cient but not over whelm ing, and were pleased with the final outcome of 
their projects and present a tions. They were also surpris ingly candid in the assess-
ment of them selves and group members, and conveyed evident under stand ing of 
the main language and them atic concepts through their ‘exper i ence’ essays. 
Students finished the project more effi ciently, confid ently, enthu si ast ic ally, and, 
due to the emphasis on asking ques tions to group members, more collab or at ively 
as well. Unfortunately, with only a few classes left in the semester, not enough 
time remained for a fourth project.
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Preparing teach ers for construct iv ist teach ing

Based	on	 this	AR	project,	 four	key	prin	ciples	 are	proposed	 for	construct	iv	ist-	
oriented	teacher	educa	tion	and	profes	sional	devel	op	ment	in	ELT.	These	key	prin-
ciples focus on the think ing processes and learn ing exper i ences that come from 
enga	ging	in	the	prac	tices	of	obser	va	tion,	reflec	tion,	and	change.	Again,	they	are:	
(1)	collab	or	ate	with	colleagues	and	students	to	enhance	effect	ive	ness	and	under-
stand	ing;	(2)	incor	por	ate	multiple	perspect	ives	for	a	deeper	sense	of	empathy	that	
can	inform	teach	ers’	decision-	making	processes;	(3)	face	chal	lenges	and	uncer-
tainty	by	taking	calcu	lated	risks;	and	(4)	continu	ously	analyse	and	reflect	during	
the course of enact ing and under stand ing change. The core char ac ter ist ics of each 
prin ciple are listed in Figure 17.1 and detailed in the follow ing elab or a tion of each 
prin ciple.

Collaborate with students and colleagues

It became clear early on that my students’ notion of an inter est ing and enga ging 
project differed from mine. Fortunately, students showed surpris ing initi at ive and 
creativ ity in gener at ing project ideas of their own when empowered to do so. This 
resource ful ness was also evident in other forms of construct iv ist- oriented activ-
it ies during the semester, such as collab or at ively medi at ing project require ments 

FIGURE 17.1	 Key	prin	ciples	for	construct	iv	ist	teacher	educa	tion	and	train	ing	in	ELT
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and grading criteria; artic u lat ing their opin ions in self- and peer-eval u ations; and 
convey ing their concerns and seeking middle ground in the focus- group session. 
Involving students in nego ti at ing content and grading criteria is not a common 
prac tice in Korea, but in this study, includ ing students in these respons ib il it ies 
clearly helped with the chal lenge of deliv er ing more trans par ent, fair, and object ive 
assess	ment	with	Project-BL.

In addi tion, collab or at ing with my Korean teach ing colleague in the focus- 
group session provided greater aware ness of the students’ issues with the course 
and	helped	students	express	their	feel	ings	more	openly.	Yet	asking	for	assist	ance	
was initially unnerv ing, as it seem ingly invited criti cism and eval u ation. This was 
intens i fied by the uncer tainty of what students might say, knowing they were not 
entirely	happy	with	the	course.	My	colleague	was	truly	 inter	ested	in	what	was	
taking place in my class and, by offer ing feed back, helped me better under stand 
both my students and my own prac tice. This promoted a sense of community and 
informed	my	continu	ous	crit	ical	obser	va	tion	through	out	the	semester.	By	listen	ing	
to my colleague’s sugges tion of construct ing a more clear- cut frame work for the 
project	 cycle,	 I	 recog	nized	 the	 students’	 frus	tra	tions	 in	 not	 knowing	 how	 to	
proceed in this new learn ing envir on ment, and was able to reduce the time- 
constraint chal lenge by provid ing more struc ture.
Cooperation	that	requires	in-	depth	discus	sions	and	learn	ing	through	shared	

exper i ences can be activ ated in teacher educa tion and train ing by having teach ers 
engage in group projects, such as collab or at ive prac tic ums, followed by peer feed-
back	 sessions.	Collegial	 inter	ac	tion	 during	 teacher	 educa	tion	 and	 train	ing	 can	
offer an essen tial source for meaning- making as it encour ages teacher- learners to 
artic u late their ideas, listen to those of others, engage in collab or at ive oppor tun-
it	ies	as	part	of	a	community,	and	utilize	it	as	a	vehicle	for	ongoing	profes	sional	
devel	op	ment	(Brown	2012).

Empathize through valuing students’ perspect ives

Empathizing	through	valuing	multiple	perspect	ives	is	impli	cit	in	collab	or	a	tion,	
though distinct in that it expli citly welcomes diver gence. Further, beyond merely 
collab or at ing, empathy requires appre ci at ing and gaining a deeper under stand ing 
of the motiv a tions and mind sets of others and neces sit ates ‘a caring approach’, 
partic u larly on behalf of the teacher when intro du cing major changes in the 
learn ing envir on ment and in ‘reshap ing estab lished learn ing and teach ing roles’ 
(Taylor	 1998:	 1120).	 Empathy	 was	 perhaps	 lacking	 at	 the	 begin	ning	 of	 the	
semester, as I had diffi culty chan ging roles, espe cially with knowing when to give 
guid ance and when to let them persist despite their appar ent struggles.
After	the	second	project,	I	recog	nized	the	need	to	under	stand	students’	atti-

tudes	 about	 Project-BL.	Yet	 I	 had	 some	 concern	 that	 the	 focus	 group	would	
simply become a forum for griev ances, or inversely, that students would be appre-
hens	ive	 in	 voicing	 their	 genuine	 feel	ings,	 as	 outwardly	 criti	ciz	ing	 a	 teacher	 is	
excep tion ally rare in Korea. Instead, students demon strated a clear sense of 
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respons ib il ity for their learn ing through the parti cip at ory oppor tun ity to be 
heard	as	import	ant	actors	in	their	own	educa	tion.	As	the	teacher,	I	learnt	more	
about the ways in which their ideas about learn ing coin cided and contras ted with 
my own. In valuing students’ perspect ives and making them co- construct ors in 
the	learn	ing	process,	Freire	(2005:	32)	believed	that	teach	ers	should:

teach, not as bureau crats of the mind, but recon sti t ut ing the steps of 
[teach ers’] curi os ity . . . teach ers who perform as such have a rich moment 
of learn ing in their teach ing. Teachers first learn how to teach, but they 
learn how to teach as they teach some thing that is relearned as it is being 
taught.

Learning	through	teach	ing	can	be	real	ized	by	seeing	through	the	eyes	of	students	
and seeking to assim il ate their conscious ness into the teacher’s own sense of 
knowing. For example, it had become increas ingly clear that persist ing with an 
overly	strict	‘hands-	off ’	approach,	as	I	had	at	first	ideal	ized	construct	iv	ist	pedagogy,	
was making active parti cip a tion even more diffi cult for lower- profi ciency students. 
This know ledge, confirmed during the focus- group meeting, helped me find a 
better balance between instruc tion and guid ance and made me increas ingly 
cogniz	ant	of	when	more	learner–teacher	inter	ac	tion	was	required.
It	is	often	diffi	cult,	in	the	course	of	classroom	teach	ing,	to	recog	nize	students’	

indi vidual diffi culties, but teach ers can encour age student input by creat ing an 
envir on ment where they feel their opin ions and ideas are valued. This may take 
time, but could be initi ated through involving them in grading criteria and lesson 
devel op ment, or by conduct ing focus- group sessions where students may feel more 
comfort able discuss ing curricular issues as a group. Perhaps most import antly, 
teach ers should strive to observe from a crit ical stand point and seek to gather a 
greater under stand ing of the classroom ecology.
Richardson	(2003:	1627)	contends	that	 teacher-	learners	must	be	engaged	in	

enact ing construct iv ism in their own educa tion ‘to help students develop deep 
under stand ing of the teach ing process and habits of mind that would aid in their 
continu ing learn ing’. To crit ic ally explore differ ences, teach ing prac tic ums can be 
followed by feed back from fellow teacher train ees, who may ask ques tions about 
pedago gical choices. In addi tion, debates about various teach ing prac tices and 
applic a tion of theory and the extent to which construct iv ist prin ciples can or 
should be applied in a wide array of teach ing scen arios would provide teacher- 
learners a forum for express ing their thoughts, feel ings, and reser va tions about the 
applic a tion of construct iv ist theory in their classroom.

Take calcu lated risks to address diffi culties

To espouse a construct iv ist epistem o logy, teach ers must be willing to embrace the 
unknown	and	unex	pec	ted,	be	flex	ible,	take	calcu	lated	risks,	and	have	an	authen	tic	
desire	 to	 extend	 them	selves	 (Brown	2012).	Teacher	 educa	tion	must	 embolden	
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teach ers to deal with anom alies, exper i ment, make mistakes, and ulti mately 
recog	nize	these	aspects	as	part	of	becom	ing	a	capable	teacher	(Bailey	1996).

Risk- taking, however, is not an easy endeav our. In collect iv ist cultures like 
Korea, group cohe sion is considered imper at ive for main tain ing a good working 
envir on ment, and there is an expect a tion to align with prevail ing social norms; 
indi	vidu	als	who	seem	to	be	‘stand	ing	out’	might	be	criti	cized	(Kim	&	Park	2010).	
In	the	EFL	context,	this	concern	also	applies	to	foreign	teach	ers	who	are	attempt	ing	
to navig ate cultural waters with which they may be unfa mil iar and who often rely 
on repro du cing typical instruc tional prac tices observed in their teach ing context. 
Further intensi fy ing the risk of doing things differ ently, account ab il ity and teacher 
eval u ation systems are becom ing increas ingly pervas ive and consequen tial 
(Kaufman	2004).	Indeed,	a	major	concern	for	instruct	ors	in	Korea,	who	are	often	
employed on one- year contracts, is that student eval u ations of teach ers are often a 
crit	ical	factor	in	contract	renewal	decisions.	Being	a	recently	hired	teacher,	I	found	
trying a new approach espe cially discon cert ing for this reason.
Further,	knowing	that	Project-BL	was	strik	ingly	differ	ent	 from	what	other	

instruct ors were doing or had done in the past at this univer sity was a press ing 
concern. There was the poten tial for students to be over whelmed by the demand 
for commu nic at ive and creat ive engage ment and to imme di ately discard the 
curriculum as too far removed from their previ ous learn ing exper i ences, or 
believe it to be irrel ev ant for their learn ing needs. Fortunately, asking for their 
input	was	indis	pens	able	in	trans	form	ing	their	atti	tudes	about	Project-BL.
Their	 will	ing	ness	 to	 continue	 with	 Project-BL	 was	 certainly	 a	 favour	able	

outcome, but it is worth spec u lat ing what might have happened if they had 
reques	ted	to	return	to	more	tradi	tional	methods	of	instruc	tion.	Does	the	construct-
iv	ist	 teacher	 then	capit	u	late	or	 simply	assert	 their	author	ity?	Through	empath-
iz	ing	and	being	flex	ible,	there	is	usually	middle	ground	that	will	allow	teach	ers	to	
demon strate that their decisions are based on comprom ise rather than power. For 
example, agree ing to reduce the language require ments resul ted in more emphasis 
being placed on the students’ collab or a tion, consequently ameli or at ing some of 
the diffi culties asso ci ated with varying levels of English profi ciency.
Another	 risk	 was	 incor	por	at	ing	 peer-	 and	 self-	assess	ments	 as	 part	 of	 their	

project grades. The subject ive nature of the peer- eval u ation could cause tension 
between students if negat ive reviews adversely affected their grades. However, 
students took these assess ments seri ously and used them as a medium to effect-
ively express their indi vidual struggles and achieve ments and to voice both the 
bene fits and chal lenges of working with others. For instance, one student wrote 
that they had diffi culty oppos ing a group member whom they felt spoke signi fic-
antly better English, so they usually acqui esced to this student’s decisions even if 
they	didn’t	neces	sar	ily	agree.	This	comment	made	me	more	cogniz	ant	of	students’	
differ ent profi ciency levels and the ways in which this affected their group inter-
ac tion. Unquestionably, going beyond rubrics and routine assess ments provided 
insights into their learn ing and personal circum stances that would not have 
surfaced with more formal eval u ation meas ures.
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Involving students in determ in ing assess ment, the grading criteria, the project 
themes and require ments, and enga ging them in a crit ical eval u ation of the 
curriculum were all rather unex pec ted modifications to the course. Fanselow 
(1987:	7),	in	his	seminal	work	Breaking Rules, advised that doing things differ ently 
allows teach ers to ‘see more clearly what we are each capable of and how our 
precon	ceived	ideas	some	times	limit	this	capab	il	ity’.	Although	it	can	be	diffi	cult	to	
over	come	risk	aver	sion	in	the	EFL	context,	Crandall	(2000)	poin	tedly	insists	that	
to be considered a truly profes sional enter prise language teach ing requires 
continual exper i ment a tion and appraisal on the part of the teacher in which he or 
she attempts to discover new ways to be effect ive in their prac tice and to cultiv ate 
their own profes sional devel op ment.
While	it	is	diffi	cult	to	directly	trans	fer	this	type	of	in-	service	exper	i	ence	of	

risk- taking to a teacher educa tion and train ing situ ation, the key object ive is to 
get	 teach	ers	outside	 their	comfort	 zone	 through	numer	ous	 and	varied	 situ	ated	
oppor tun it ies for prac tical exper i ences through out a teacher train ing programme 
(Freeman	 1991).	 This	 can	 be	 prac	tised	 in	 teacher	 educa	tion	 and	 train	ing	 by	
discuss ing past teach ing exper i ences, eval u at ing recor ded lessons, and brain-
storm	ing	 altern	at	ives,	 and	 (again)	 by	 extens	ive	 prac	tice,	 real	 or	 simu	lated,	 in	
situ ations that require pursu ing new tech niques. Fundamentally, teach ers must 
embrace the truism that change requires change.

Continuously analyse and reflect

Widely	advoc	ated	as	a	found	a	tional	means	for	change,	Reflective	Practice	asks	
teach ers to gather data about their teach ing in order to crit ic ally analyse how 
their beliefs, assump tions, personal learn ing exper i ences, and teach ing philo-
sophy	 influ	ence	 their	 classroom	 prac	tices	 (Richards	 &	 Lockhart	 1994).	 The	
afore men tioned key prin ciples of collab or a tion, valuing multiple perspect ives, 
and risk- taking provide the disson ance that can spark an emer ging conscious ness 
about exist ing convic tions and a window into one’s trans form a tion- in-progress. 
In a construct iv ist approach to teacher devel op ment, teach ers are called upon to 
make sense of their exper i ences by devel op ing rationales for their actions, under-
stand ing and chal len ging their own biases, endeav our ing to recon cile the incon-
gru	it	ies	that	come	with	growth,	and	initi	at	ing	change	(Le	Cornu	&	Peters	2005).
With	this	Project-BL	course	I	wanted	to	provide	students	with	a	new	learn	ing	

exper i ence and give them agency, within limits, in the learn ing process. However, 
the diffi culties with chan ging roles to construct iv ist teach ing began almost imme-
di	ately,	for	both	myself	and	the	students.	Because	too	much	struc	ture	was	removed	
and minimal guid ance was applied prema turely, students were left feeling 
confused,	 discour	aged,	 and	 over	whelmed.	When	 they	 struggled,	 I	 gave	 them	
lectures rather than proced ural guid ance and supplied too many ‘examples’ when 
trying to move them along. In retro spect, the class should have begun with a 
discus	sion	about	the	reasons	for	the	approach	(Kaufman	2004),	allow	ing	a	channel	
of commu nic a tion to be opened and the aims of the course to be clari fied.



272 Vincent Greenier

Through ongoing dialogue with students and colleagues, and by gaining a 
clearer under stand ing of my own beliefs and values, it became easier to elucid ate 
my reasons for imple ment ing construct iv ism, both to myself and to my students. 
Nonetheless,	certain	inclin	a	tions	were	diffi	cult	to	over	come,	but	crit	ical	discus-
sions	with	colleagues	(and	students)	made	me	cogniz	ant	of	the	ways	in	which	it	
was a struggle to break fixed patterns of teach ing as well as the missteps made in 
apply ing construct iv ism. It also allowed me to make the curriculum more relev ant 
by incor por at ing students’ points of view. For example, students were able to 
include in the content of the projects the language, topics, and inform a tion they 
felt	would	help	them	with	profi	ciency	tests—while	I	had	hoped	to	get	them	away	
from	a	test-	taking	focus,	I	real	ized	their	need	to	incor	por	ate	skills	they	considered	
to be relev ant and import ant for their future.

To exper i ence this product ive tension and to nurture the capa city to accept  
and resolve incon gru it ies, teach ers must be engaged in continu ous, intens ive 
reflec	tion.	There	is	a	substan	tial	amount	of	liter	at	ure	on	tech	niques	and	prac	tices	
for	 reflect	ive	 teach	ing	 (see	 Richards	 &	 Lockhart	 1994),	 and	 there	fore	 I	 will	 
refer	 only	 to	 the	 option	 exem	pli	fied	 in	 this	 study:	 Action	Research	 can	 help	
teacher-	learners	emphas	ize	the	processes	of	self-	exam	in	a	tion,	atten	tion	to	contex-
tual diversity, and open ness to perpetual change that is consist ent with a construct-
iv	ist	 approach	 to	 language	 teach	ing—it	 can	 provide	 the	 quint	es	sen	tial	 bridge	
between knowing and doing, between learn ing to teach and relearn ing as you 
teach.

Research limit a tions

The context of this study and the meth od o logy used present several limit a tions to 
its	wider	gener	al	iz	ab	il	ity.	First,	I	had	more	freedom	in	the	choice	of	mater	i	als	and	
curriculum than many teach ers and was well suppor ted by my educa tional insti-
tu tion; this is certainly no minor detail. It is hoped that as more coun tries promote 
construct iv ist epistem o logy in their educa tional agendas, national educa tional 
minis	tries	will	endorse	and	 subsid	ize	 larger-	scale	 studies	 that	will	help	 inform	
and improve these innov at ive policies.

Secondly, the small and relat ively homo gen eous sample in this study makes its 
gener	al	iz	ab	il	ity	limited,	as	all	student-	parti	cipants	were	from	the	same	cultural	
and linguistic back ground and were compar able in other import ant vari ables such 
as age, educa tional level, and academic major. Evaluating a wide range of contexts 
and learner vari ables is essen tial for advan cing the research into how teach ers can 
more effect ively imple ment construct iv ist approaches.
Finally,	while	AR	is	useful	in	observing	and	analys	ing	a	teacher’s	beliefs	and	

values,	more	robust	and	multi-	faceted	methods	of	data	collec	tion	(e.g.	ques	tion-
naires,	 inter	views,	 ethno	graphic	 research)	 and	 analysis	 (e.g.	discourse	 analysis,	
groun	ded	 theory	 research,	 exper	i	mental	 studies	 on	 student	 outcomes)	 would	
strengthen the liter at ure on the applic ab il ity of construct iv ist approaches to 
language teach ing and language teacher educa tion in differ ent contexts.
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Conclusion

A	 major	 consid	er	a	tion	 in	 moving	 teacher	 educa	tion	 and	 train	ing	 towards	 
construct iv ist- oriented approaches is helping teach ers develop aware ness of the 
processes that bring about change in their own learn ing, as well as helping them be 
more	conscious	of	how	their	actions	affect	students	in	their	classroom	(Richardson	
2003).	This	Action	Research	project	 revealed	 four	key	prin	ciples	 that	 could	be	
incor por ated into teacher educa tion and train ing programmes to help teach ers 
acquire	a	better	under	stand	ing	of	how	their	beliefs	and	values	influ	ence	their	inten-
tions and atti tudes in classroom prac tices.

Teacher educa tion and train ing should include rich learn ing exper i ences and 
inter ac tion so that teach ers better under stand construct iv ism as a philo soph ical 
premise of classroom culture and profes sional prac tice, rather than as a set of instruc-
tional	tech	niques	or	activ	it	ies	(Kaufman	2004;	Richardson	2003).	Language	educa-
tion, like general educa tion, is under go ing a paradigm shift from teacher- centred 
trans mis sion- type models to more student- centred, process- oriented approaches 
(Crandall	2000).	Therefore,	prospect	ive	and	 in-	service	 language	 teach	ers	would	
highly benefit from exper i en cing the process of know ledge construc tion in their 
own learn ing in order to under stand the relev ance of construct iv ist- oriented educa-
tion	and	enact	it	in	their	teach	ing	(Villegas	&	Lucas	2002).
Applying	 these	prin	ciples	during	 in-	service	 teach	ing	exper	i	ences,	 as	 in	 this	

study, can indeed be diffi cult given the myriad of contex tual chal lenges that 
likely exist; nonethe less, teach ers can look for oppor tun it ies to activ ate these 
prin ciples in a number of ways, such as discuss ing diffi culties with colleagues, 
confer ring with students about the class, closely examin ing students’ beha viour 
when imple ment ing novel activ it ies, and keeping a journal of hurdles, successes, 
and	personal	reflec	tions.

The key prin ciples proposed in this chapter are certainly not limited in their 
classroom applic ab il ity to construct iv ist curricula or approaches to teach ing; 
teach ers can benefit from applying them even in more traditional instruc tional 
settings. Indeed, the success ful imple ment a tion of construct iv ism is not neces-
sar ily about what teach ers do or don’t do in the classroom; it is about the approach 
they take towards learn ing, teach ing, and learn ing to teach.
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