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Abstract 

This study looks at the relationship between authenticity and motivation by specifically 

viewing the process of mutually validating the act of learning as social authentication, which 

in turn can often lead to positive motivational synergy between students and teacher(s).  

Authenticity and motivation are very common collocates in discussions surrounding 

language learning. However, these two concepts have rarely been the focus of empirical 

inquiry, largely due to their ambiguity and the difficulty of gaining evidence-based insights 

into the complex nature of their relationship. Similarly, it is commonly acknowledged that 

the teacher’s motivation has a bidirectional relationship with student motivation, yet again 

this idea is hard to research and difficult to examine. This inquiry utilises practitioner 

research in order to gain insights into these phenomena from inside the classroom.  

This inquiry examines how the concept of authenticity in language teaching relates to 

motivation as a complex dynamic process. Authenticity is seen as an emergent, multifaceted 

component of individual and social identity, which interacts with motivation at various levels. 

The main data was collected at Sophia University in Tokyo, Japan over the course of one 

academic year (two semesters) from April 2014 to January 2015. The research methods 

employed are Autoethnographic Narrative Inquiry, Exploratory Practice and evidence-based 

reflections on language teaching. The main focus of the inquiry comes from a course entitled 

Academic Communication, taught under the Centre for Language Education and Research. 

Qualitative data was collected in the form of classroom observations, teaching journals, 

students’ pedagogical materials (such as assignments and classwork) as well as classroom 

audio-recordings and Ad-Hoc interviews conducted with students during classes. Research 

methods which are designed specifically to investigate complex sociological factors unfurling 

in context were employed and the main findings emerged inductively through a process of 

narrative knowledging which occurred as a natural consequence of conducting the research. 

Due to this, the study is presented with entwined narrative data and analysis, as the two 

have become inseparable as a result of the research methodology. This inquiry sheds light 

onto the synergistic relationship between teacher and student motivation, examines the 

concept of authenticity in language teaching in relation to motivation as a complex dynamic 

system, and also provides a hybrid methodology which may be useful to teacher education 

and development.   
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1 Introduction  

 

If you seek authenticity for authenticity’s sake, you are no longer authentic. 

                                                           Jean-Paul Sartre (1992, p. 4 cited in van Lier 1996: 123) 

 

It would not be an exaggeration to say that this inquiry has taken over much of my life. This 

is probably because much of my life has taken over this inquiry. I am examining the 

connections between the constructs of authenticity and motivation in language teaching and 

learning, and for this reason I have become embroiled in something of a never ending quest 

for a very elusive phenomenon. Despite this elusiveness, authenticity and motivation are 

common collocates in discussions around language teaching, and both of them are seen as 

having an important position in the process of second language acquisition (Dörnyei & 

Ushioda, 2011; Gilmore, 2011; Mishan, 2005). For example, in the collection edited by 

Ushioda (2013c) authenticity is mentioned almost as frequently as autonomy, as can be 

confirmed with reference to the index. In a typical example, Banegas (2013, p. 86) directly 

equates authentic content with increased student and teacher motivation. However, 

authenticity is not necessarily something merely attributed to learning materials and content, 

it can also be something connected with identity and Self. 

Language is centrally tied up with identity, not just because language is how we construct 

our social identities, but also because language is how we make sense of and codify our 

experience of the world. One of the main ways we do this is by telling stories, and narratives 

are ‘considered by many to be the prototypical or core genre’ of discourse (McCarthy & 

Carter, 1994, p. 33 original emphasis). Language can be viewed as not only what makes us 

innately human, but also what makes us ourselves. However, it is rather unusual for a person 

to know only a single language (Fabbro, 2001), and many education systems around the 

world require learners to practise and undertake high-stakes tests in foreign language 

proficiency. For others living in multicultural societies, the second language is even more 

integrated, and in such cases just as much a part of a person’s social and individual Self as is 

their first language. As the world moves towards super-diversity (Blommaert & Rampton, 

2012; Blommaert & Varis, 2011; Vertovec, 2007) and a period of ‘transnational 

connectedness, which scholars have labelled modernist globalisation’ (Canagarajah, 2013, p. 
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25), more and more emphasis is being put on the social aspects of second language 

acquisition (D. Atkinson, 2011; Block, 2003).  

However, even if the foreign language is merely something learned at school or university, 

as Williams and Burden point out, ‘it involves an alteration in self-image, the adoption of new 

social and cultural behaviours and ways of being, and therefore has a significant impact on 

the social nature of the learner’ (1997, p. 115). Even though Williams and Burden do not use 

the word directly, essentially they could be talking about the authentic self here, in the 

existentialist sense, as it relates to identity. By extension, this means that as language 

teachers one of our jobs is perhaps to enable our students to learn how to express their 

authentic self through the target language. Therefore, finding authenticity may also entail 

the creation of a foreign language (L2) identity, and this L2 identity may or may not be the 

same as the first language (L1) identity (Block, 2007). Identity in the language classroom is 

strongly connected to motivation, and recent theories of L2 motivation have begun to draw 

heavily on self-concepts (Csizér & Magid, 2014; Dörnyei, 2009; Dörnyei & Ushioda, 2011, 

2009; Gregersen & MacIntyre, 2015; Mercer, 2015a; Nitta & Baba, 2015; Ryan & Irie, 2014). 

Again, the connection between authenticity and motivation is hinged on the idea that 

language is about expressing the authentic self, and that good teaching therefore allows 

learners the chance to express themselves in an authentic way.  

[L]anguage is a medium of self-expression and a means of communicating, constructing 

and negotiating who we are and how we relate to the world around us – that is, of giving 

ourselves voice and identity. A foreign language is not simply something to add to our 

repertoire of skills, but a personalized tool that enables us to expand and express our 

identity or sense of self in new and interesting ways and with new kinds of people; to 

participate in a more diverse range of contexts and communities and so broaden our 

experiences and horizons; and to access and share new and alternative sources of 

information, entertainment or material that we need, value or enjoy. (Ushioda, 2011a, 

pp. 203-204) 

Indirectly again, Ushioda seems to be talking about authenticity in the existential sense, and 

here situating the use of language as being innately authentic and individual. As Freda 

Mishan points out in her seminal work on authenticity, ‘language learning is a natural – an 

authentic – activity’ (2005, p. ix). 

However, learning a foreign language is both a face-threatening and daunting task (van Dam, 

2002). In learning to speak a foreign language, learners inevitably have to struggle through 
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situations in which they do not have the linguistic repertoire to easily and successfully convey 

meaning. They may find themselves in unfamiliar cultural territory as well, even if they are 

learning in their own country where the target language is a foreign language. In particular, 

English is a very high-stakes language; proficiency in English is often linked with educational 

and social success, and this is certainly the case in Japan where this study takes place 

(Seargeant, 2009, 2011). Despite this, the fact that English is an international, global or even 

‘hyper-centralised’ language (de Swaan, 2001) means that it could also become a 

disembodied language – meaning that it is very far removed from a discernible cultural base. 

In other words, English is ‘divorced’ from its use contexts and ‘just another school subject’ 

where the learners’ true selves are often left at the classroom door (Lamb, 2013, p. 19). The 

hyper-centralising of English simultaneously makes it more and less real, especially for 

English as a Foreign Language (EFL) learners. This could have a very depersonalising effect on 

the way English is both taught and learned, something I have observed in Japan where I teach 

English at a Japanese university.  

Teaching is a deeply personal endeavour. Several studies have shown that, contrary to the 

adage ‘those who can, do; those who can’t, teach’, most teachers become teachers because 

they are intrinsically motivated to do so, and usually because they are passionate about their 

subject and wish to communicate this across to other generations (Dinham & Scott, 2000; 

Dörnyei & Ushioda, 2011; Richardson & Watt, 2006). Furthermore, there is a ‘synergistic’ 

relationship between student and teacher motivation (Deci, Kasser, & Ryan, 1997, p. 68; 

Dörnyei & Ushioda, 2011), and so this seems to be a matter of very central importance to 

language learning and teaching.  

Because I have come to approach authenticity as a deeply personal, contextually dependent 

and socially constructed phenomenon, I have adopted an exploratory and reflective 

approach to this inquiry (very different to the one I initially imagined). The methodology I 

have adopted has grown out of the puzzle at the heart of the inquiry, which is an 

investigation of the nature of authenticity and motivation in language teaching, specifically 

related to English teaching at a Japanese university. Because this relates to my own working 

environment and teaching persona, the inquiry has also grown somewhat to include aspects 

of my own professional development, as I undertake the PhD and also as I mature as a 

teacher and researcher. In this way, this thesis charts a pivotal moment in my own 

development by focusing on my evolving and emergent professional identity. I originally 

thought I was looking for authentic materials, but what I found was my authentic self.  
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This development in the inquiry, focusing on my own emerging identity, is a result of my 

attempt to focus in particular on the ‘synergistic’ relationship between student and teacher 

motivation (Deci et al., 1997). This relationship, I have come to believe, is based to a large 

extent on authenticity, as conceptualised as a process of validating the act of 

learning/teaching and shared social sense of investment in the process. Through this inquiry, 

I have come to see authenticity as a powerful affective component of perceived validity 

which bridges the individual and social worlds of both learning and teaching. It is a fluid 

component of identity and part of the dynamic system of motivation. As such it is both 

essential to language learning and at the same time highly elusive and hard to define.  

The only way to gain a genuine insight into such a personal and internalised process was to 

turn myself into a research subject. Therefore, I have combined Exploratory Practice with 

autoethnography in order to attempt to unearth some of the deeper meanings behind my 

practice, as it undergoes an important change in my developmental continuum. This study 

focuses on my own interpretations of my teaching practice and interactions with students. 

Reflecting on the way I responded to the students’ needs and navigated through the learning 

process is, I will argue, one of the ways in which I attempted to create a culture of 

authenticity in the ‘small culture’ (Holliday, 1994, 1999) of my own classroom and teaching 

context. This has much in common with ecological approaches to language learning, which 

refer to the study of organisms in relation to others and their environment (Kramsch, 2002b; 

Tudor, 2003; van Lier, 1998). Such a view also fits within the paradigm of language as a 

complex dynamic system (de Bot & Larsen-Freeman, 2011; King, 2016c; Larsen-Freeman, 

1997; Larsen-Freeman & Cameron, 2008a; Verspoor, de Bot, & Lowie, 2011). 

In order to make sense of this inquiry, I present it as a chronological narrative structured 

around my observations, analysis and academic reading on these subjects. Because of this, 

the thesis has an unconventional structure and first person narrative style. As such, in the 

next section I will start at the beginning and explain how I came to this inquiry and what my 

starting point was.  
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1.1 Background and Context 

Teaching and learning a foreign language poses many challenges, but perhaps one of the 

simplest and yet most pressing issues is the question of what to teach and how to teach it; 

the content of the lessons and the tasks used to facilitate engagement. The choice of 

materials to use in the foreign language classroom is fundamentally important. No single 

activity or text will be interesting or engaging for every single learner to the same extent (van 

Lier, 1996). Materials designed to inspire debate can cause offence, materials designed to be 

contemporary can age quickly and be expensive both to produce and to replace. Materials 

designed for large multinational circulation lack the localised relevance and cultural 

understanding required to avoid being overly generic and thus can be uninteresting for 

learners (Mishan, 2005). When considering materials, both content and context are of 

central concern (Copland & Mann, 2012; Mann & Copland, 2015). This has always been the 

case in my own teaching, and for a long time I have been using almost entirely my own 

materials, which I have written for specific classes and recycled or adapted in a continuous 

process of development, which a colleague of mine quite poetically termed the living 

textbook.  

I felt these self-made materials to be ‘authentic’. Without realising it, I had rejected the 

materials produced by most EFL textbook publishers, and on reflection I feel that this is due 

in some way to what I perceived as an inherent culturism and native-speakerism which I now 

think is rather deeply embedded in many commercial (but not all) textbooks. This led me to 

question the place of global English in today’s materials and how the concept of authenticity 

might be related to these issues. The connection between authenticity and motivation in 

language classrooms is often acknowledged from a practitioner’s viewpoint (Mishan, 2005), 

and it seems logical that using authentic materials for language learning would be more 

motivating for students than ‘inauthentic’ or contrived materials because they bear a 

resemblance to the place where the language will actually be used (Widdowson, 1990, p. 44). 

However, there is a great deal of complexity surrounding this issue, especially as we move 

deeper into the Information Age. Immense changes have come over society and language 

due to the acceleration of information communication technology (ICT). These have long 

been a feature in the discussions about language teaching and the heightened importance 

of the debate about English as a global language has begun to feature heavily in the 

reconceptualization of motivation (Ushioda, 2013b; Ushioda & Dörnyei, 2009). However, 

examinations of the special status of English and its homogenous ‘world-culture’ remain 

scarce in discussions about authentic materials. It is widely acknowledged (Gilmore, 2007a, 
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2011; Mishan, 2005; J. C. Richards, 2001) and even empirically tested (Peacock, 1997) that 

authentic materials are more motivating for students and expose them to ‘real’ language. A 

very common assertion, which Widdowson (1990) labels the means/ends equation, is that 

authentic language is necessary. It is a means to an ends because ‘real’ language is what 

learners will need to be able to use and understand since very few learners wish to become 

unnatural speakers or to learn English in a way which is only adequate for the classroom or 

to pass exams. However, definitions based around the notion of a single target language 

culture are problematic. Just as the global position of English has started to change how 

applied linguists conceptualise motivation, in the same way the traditional or culturally 

embedded definition of authenticity is in need of reconceptualising. The ideas relating to 

Global English are now also being acknowledged by major EFL publishers, as illustrated by 

textbooks such as Macmillan’s Global and Heinle ELT’s World English series featuring images 

from National Geographic. Although there are heated discussions about what kind of models 

teachers and materials writers should present to learners of English (Crystal, 2003; Jenkins, 

2002, 2006; Nunan, 2003; Seidlhofer, 2005) and the need to reflect English’s special status 

as ‘the world’s second language’ (Krashen, 2003), these discussions have yet to seriously 

address the potential that within the global context the idea of authenticity becomes more 

problematic than ever and perhaps even faces extinction. Part of the initial impetus for this 

study was an attempt to understand the process of authenticating the learning of English in 

an EFL context on both a social and individual level. Hinting at the key to this inquiry, van Lier 

foreshadows my own observations when he notes that: 

[T]he people in the setting, each and every one individually for himself or herself, as well 

as in negotiation with one another, authenticate the setting and the actions in it. When 

such authentication occurs en masse, spontaneously or in an orchestrated fashion 

(socially constructed authentication, so to speak), we may well have the most authentic 

setting possible. A good teacher may be able to promote such authenticity. It may be 

easier to achieve it in some settings than in others. (van Lier, 1996, p. 128) 

This concept of socially co-constructing a climate of authenticity has become the elusive goal 

at the centre of my ‘quest’ for authenticity. Conceptualised in this way authenticity strongly 

connects with motivation, because when everyone in the class feels connected to each other 

by feeling authentic, synergistic teacher-student motivation is a natural product of the 

environment and part of the process of experiencing authenticity (Muir & Dörnyei, 2013). 
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1.2 One Step Closer: Puzzling the Bridge and the Gap 

Authenticity and motivation are two closely related areas in need of a deeper understanding, 

but there might be a good reason why very few papers study the relationship empirically – 

it is too evasive, hard to define and there are many contradictory arguments (Mishan, 2005). 

Going into it with the new and unfamiliar research method of Exploratory Practice definitely 

seemed daunting to me. However, puzzles come from experience (Allwright & Hanks, 2009, 

p. 177). Therefore, I thought back to my own practice and asked myself ‘what is my 

experience of authenticity and motivation? What practical experience do I have already that 

I can use as the starting point for my inquiry?’  

This puzzling process led me straight back to a class I taught in 2012 called Discussions on 

Contemporary Topics (DCT) which was in my view perhaps the best course I had taught in my 

career so far. Initially there did not seem to be anything particularly special about DCT; there 

were many factors that could have made it just a normal or even a hard to teach class. When 

I taught DCT I was still only a part-time teacher at the university and worked at two other 

institutions during the week, and this was the last class on a very busy Thursday where I had 

three other back-to-back classes to teach beforehand. Also, the class was at a department 

where I had never previously worked, and there seemed to be no clear focus for the content 

from the course title. The title seemed to invoke topics such as the environment, which 

Hanks describes as lessons of the ‘usual grind […] where both questions and answers are 

already known’ (2015a, p. 127). However, the title being ambiguous meant I could teach 

anything I wanted, which has always been something I love about teaching at Sophia 

University, as most of the times teachers can write their own syllabi, even down to 

assessments, with only a small number of guidelines to follow for overall learning aims and 

standardisation. The students, I learned in conversation with some of them later, thought 

that DCT would be ‘just another class about the news and current affairs and so on…’ which 

they, like Hanks’ students, were not particularly excited about, having had such classes many 

times throughout their student careers. The DCT course was taught as part of the English 

Studies Department, and these English Majors have very high proficiency in general as this 

department’s requirement is higher than other departments where English is used as a 

medium of instruction. At that kind of level, many students seem to be doing English because 

it is easy for them. Almost one third of the DCT class had lived abroad, many having attended 

an international high school. For many of these students, using English is not particularly 

challenging, although their conversation skills are generally higher than their academic 

literacy. In some ways, the students at this department resemble those described by Henry 
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in Sweden, in that ‘students’ growing confidence in their ability to learn English […] means 

that, most of the time, it is fine just to coast along in class’ (2013, p. 135). All of these issues 

made the class, in relative terms to my usual classes, quite ordinary in that it had its fair share 

of good and bad points. However, the students worked so incredibly hard in the class and 

they did so exceptionally well in their final assessments that the class has stayed in my 

memory as the authentic high-point in my career. I was astonished by the commitment 

shown by some of these students, who worked in groups to produce a video project. As an 

example, I would like to explain what one group did. There were five female students who 

chose as their topic World Hunger. As a class, we negotiated the marking criteria for the 

video projects together, but my main stipulation was that the project had to do something 

which went ‘beyond the walls of the classroom’.  

What this particular group did was to research statistics about world hunger and then to 

present them in their video. This is more or less what a normal group would do for a project 

such as this. But this group went much further. During the research, they learned that 1.4 

billion people live on less than $1.25 a day, so as part of their video project the students 

attempted to live on $1.25 for a whole day, and they recorded what they ate in order to 

prove the point that it was not enough. This shows the level of commitment that they went 

to for the project. However, they did not even stop there. The five girls then designed badges 

and had them made specially to sell on campus for 100 yen each (Figure 1:1). They raised 

somewhere in the region of 5,000 yen (about £33) which they donated to a charity that 

supports people in famished regions. The video documented all of these efforts and they 

then uploaded this to YouTube (Figure 1:2). They had around 395 views when last I checked, 

and two comments from people who were not associated with the class. Of course, this level 

of commitment seems to demonstrate quite clearly that all five of these students were highly 

motivated by the project; I would even say that they cared a great deal for the work. Even 

now, after problematizing the construct of authenticity, I still feel that part of the reason for 

the success of this project was the very high levels of authenticity that were achieved by this 

project.  

 

Figure 1:1 The badges made by the World Hunger group 
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Figure 1:2 A screenshot of the final video project 

But this project was just one of many projects where the students produced outstandingly 

high quality work. Out of 24 students making up five groups, the average score for the final 

project was 59/60 and the average score for all assessments, including attendance and class 

participation was 98/100. I am quite a generous marker overall, I feel, but this class’ 

performance was exceptional. At the same time, I was teaching another class for the 

Department of English Studies, which contained three of the same students from DCT, and 

the performance of this group was quite different. What is more, the feedback I received 

from the class was very positive. Several of the students came to speak to me numerous 

times during the course to say how much they were enjoying the lessons, and on the last day 

of class we had a kind of ‘ceremony’ where we each watched the other’s video projects and 

I was greatly moved by the work they had done. One student emailed me after the course to 

say: 
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I'm happy that I got such a good grade and I really want to thank you for holding up a 

great class.  

I have learned a lot from your class and I think it was the one that I worked the hardest 

among all the school projects in Sophia!! 

I thought making badges, doing charity, and actually trying to live like people suffering 

from hunger were the things I've been interested in and the things I wanted to do but 

never could. So I'm really happy that I had the opportunity to turn that into action.   

                                                                           (DCT Student X, 17/08/2012, emphasis added) 

Some of the other comments that came back from the students confirmed that many of 

them felt that they worked harder on this class than for others. Although not formally 

conducting research or collecting data at the time, I have been able to retrieve key insights 

into DCT from ‘trace-data’ (Rodriguez & Ryave, 2002) such as emails and interactions from 

the virtual learning environment (VLE). After further reading, I learned that people 

experience authenticity ‘when acting in ways which conform to their ideal self-images’ 

(Dörnyei, Henry, & Muir, 2016, p. 113), or more simply authenticity is about doing things 

which align with your personal beliefs about what you should be doing.   

The indicator of realness or authenticity is the degree of congruence between one’s 

actions and one’s core self-conceptions – consisting of fundamental values, beliefs, and 

identities to which one is committed and in terms of which one defines oneself. (Vannini 

& Burgess, 2009, p. 104) 

As Student X made clear, she wanted to do what she was doing and was motivated by the 

opportunity to act on her beliefs and make them ‘real’. In this way, authenticity and 

motivation are two central aspects that flow from the same source, of ‘being where one 

wants to be, doing what one wants to do’ (D. L. Norton, 1976, p. 216), which Dörnyei et al. 

(2016) have connected to a sense of Eudaimonia or ‘centeredness’ that emanates from 

validating one’s actions. Dörnyei et al. (2016) have come to view authenticity in this way as 

an essential component in Directed Motivational Currents (DMCs), which might explain why 

the DCT groups all worked so hard on their video projects (see Pinner, forthcoming for a 

further analysis of the DCT class that utilises autoethnography).  

Of course, no class is perfect, and this class also had negative issues that I did note down. For 

example, some of the students in the groups felt that they had been carried by other, harder 

working students who did more of a share of the work. One group even went so far as to say 
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that one of their members had done virtually all the work and therefore she should get the 

credit, although this student denied this and said it had been a team effort. Also, looking 

back at my teaching journal from the time I have made notes about how I noticed many of 

the students, particularly at the end when working on the projects, spent too much of the 

class speaking in their L1 and as such I felt that they were not getting enough practice of 

English. I also have notes in my journal about my dissatisfaction with elements of the 

negotiated assessment criteria for the projects, although I was very happy with the final 

results, I felt that the students needed more guidance in coming up with a clear set of criteria. 

However, overall this class was just an amazing class to teach. I wanted to know what was so 

successful about that class and if it really was quite as successful as I seem to think it was. I 

wondered if I could replicate the class, or elements of it. Did the class rely on a very specific 

set of group dynamics or is there something overall that I could transfer to all my classes to 

maintain a high level of perceived success? Is this level of motivation and authenticity 

possible with non-English majors? Is this something I could do with other content areas, such 

as literature or science? Fundamentally, these questions can be conceptualised as 

‘authenticity as a bridge’, meaning that I was looking at authenticity as a way to enhance my 

student’s learning by forging a personal and meaningful connection between them and the 

learning/teaching process.  

Later, as I continued to research and construct my understanding, a second puzzle emerged 

which was more deeply situated in my own developing professional identity. This puzzle was 

related to the issue of cultural schemata; characterised as the existing knowledge a person 

brings with them to interactions based on culture-specific cognitive frames (Garro, 2000; 

Nishida, 2005). Within sociology, this can also be loosely related to the concept of habitus, a 

theory of social embodiment most famously developed by Pierre Bourdieu (1977, 2000), 

although the concept can be traced back to Aristotle (Hillier & Rooksby, 2005), and closely 

related to Bourdieu’s discussions of cultural capital. 

Habitus is acquired through acculturation into certain social groups such as social classes, 

race, a profession, a particular gender, our family, a peer group, and a feeling of 

belonging to a nation. (Gray, 2012, p. 23) 

However, the notion of habitus is far more complex than this, and, although relevant, is 

perhaps not the most useful term to describe the specifics of cross-cultural interactions that 

I am attempting to understand. A simpler version of this concept could also be referred to as 

prior text, which relates to the shared social referents of a group of people, derived from 
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notions of intertextuality. An example might be that British children who grew up in the 

1980s may well be expected to have heard of The ThunderCats, whereas children who grew 

up in Japan might not be expected to know anything about this cartoon. Instead, Japanese 

children are more likely to know about Doraemon. Assuming a basic knowledge of Star Wars 

is another example, and my own acculturation to Japan has included deepening my own bank 

of cultural references. I came to view this second puzzle as an ‘authenticity gap’ opening up 

between myself and my students as I naturally matured as a teacher and a researcher and 

began to identify less and less with the students and their age-group.  Although these two 

puzzles are closely entwined, I will treat them as separate. I wondered if there was any way 

of bridging this gap and what sort of teacher I should aspire towards in order to be ‘authentic’. 

These initial research questions, worked up through the narrative of my own experience and 

intended to deepen my understanding of my own practice, formed the original starting point 

for the current inquiry. These then developed or emerged more solidly to become questions 

centring around the concept of social authentication and teacher-student motivational 

synergy, as I will explain in more detail in section 3.2.2.  

 

1.3 Overview 

This thesis is structured in a rather unorthodox manner as a result of the way that both data 

and analysis are entwined. Therefore, in Chapter Two I will present the Theoretical 

Framework, which contains a working definition of the constructs under examination in this 

inquiry, namely authenticity and motivation, and also a brief contextualisation of the current 

thought on these issues. Chapter Three outlines the research methods and the Evolution of 

the Design, which in itself is a form of narrative. This chapter is given an in-depth treatment 

as one of the justifications for this study is the research method itself, which it is hoped would 

be of interest and value to other practitioners. Chapter Four and Five present the narrative 

(data and analysis) of the 2014 Academic Communication (CLERAC) course’s spring and 

autumn semesters respectively, which makes up the central focus of this thesis. Chapter Six 

discusses the way that these observations might be usefully seen as attempts at praxis, and 

thus it forms a second layer analysis as well as offering practical suggestions where 

appropriate. Finally, a short conclusion is provided in Chapter Seven.  
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2 The Theoretical Framework: Stepping Stones 

 

2.1 Introduction 

In this section, I will present a summary of my current views on authenticity and trace their 

development. I will, in doing so, draw on my own previous research and also that which has 

gone before, looking at the most important work from the research literature at this point. I 

will discuss motivation as a complex dynamic system and explain how teacher-student 

motivational synergy emerged as the most salient feature of my exploration into authenticity. 

This chapter will first introduce the complexity paradigm and then discuss my identity as a 

developing language teacher, before outlining my views on authenticity and the authenticity 

continuum, narrating how they emerged and took on a larger meaning as a result of this 

inquiry. I will also discuss motivation and the interdependence of autonomy and authenticity 

in conceptualising the construct, proposing that these three form a triadic relationship which 

I name the Language Impetus Triad. Finally, I will explain how I attempted to look for synergy 

by explaining briefly about indicators of synergy, which are the main justifiers behind the 

observations I present in the narrative of Chapter Four and Five.  

2.1.1 Complexity Paradigm 

We are moving away from ‘prescription’ and more towards ‘description’, from ‘precision’ to 

‘scattergun’, and from ‘simplicity’ to ‘complexity’ (Allwright, 2006b). As part of the ‘paradigm 

shift’ (Dörnyei, MacIntyre, & Henry, 2015a) and ‘social turn’ (D. Atkinson, 2011; Block, 2003) 

in applied linguistics, complexity theories have been gaining prominence in the research 

literature, which has also been reflected in the literature on L2 motivation theory and 

research. Complexity theory is an overarching paradigm that encompasses Chaos theory, 

Complex Dynamic Systems Theory, complex adaptive systems and compliments ecological 

perspectives of language. These theories are themselves interdisciplinary, used widely in 

fields ranging from meteorology to mathematics, from sociology to second language 

acquisition.  

Complexity is more of a paradigm than an individual theory (Dörnyei et al., 2015a; Larsen-

Freeman, 2015), and in terms of applied linguistics and second language acquisition, one 

essentially grounded in social, sociocultural and ecological perspectives. The emphasis is on 
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qualitative understandings, retrospection and reflection (Larsen-Freeman, 2011; Larsen-

Freeman & Cameron, 2008a, 2008b).  

The fundamental idea underlying the complexity paradigm is deceptively simple. These 

theories posit that for many phenomena, the processes that make them what they are and 

behave as they do are so fixed to specific contexts, so inherently dependent on such a vast 

number of variables, and so unique in space and time, that a full understanding of the 

process is not possible by looking only at each component part. In other words, we cannot 

understand a system by looking at the parts in isolation; instead we must look at the 

relationships between these parts and how they interact in order to gain a better 

understanding of the whole.  

Cleary, complexity theory has much to offer in terms of understanding classroom behaviour, 

and examining dynamic processes such as motivation. A learner is not merely ‘motivated’ or 

‘demotivated’, and the state of experiencing high or low motivation is never constant, but 

permanently in flux (Ushioda, 1996, 2009, 2015).  Complexity theory is a useful tool for 

understanding the reality of the classroom. Within this paradigm, the word chaos means that 

a system is so complex as to be unpredictable. Although classes are not always unpredictable, 

I would argue that due to the immense complexity of a classroom setting, chaos is an 

accurate word often appropriate to these contexts. Of course, this is not to say that our 

classrooms are chaotic, as the word carries a specialised meaning when used in relation to 

complexity theory.   

There are many specific terms used in complexity theory. In this study I will only examine a 

small number of these technical terms based on phenomena that were directly observable 

in the classroom. Firstly, initial conditions are recognised as the starting point of the system 

being observed. These represent an important part in the system’s overall nature, and a clear 

picture of the initial conditions is necessary for measuring changes. Therefore, I dedicate a 

significant portion of the narrative to examining the first class and the initial conditions of 

the learners.  

Secondly, attractor states are broadly defined as the position that a dynamic system most 

naturally returns to. For example, in his studies examining silence in Japanese university 

English classrooms, Jim King often describes the state of silence as a semi-permanent 

attractor state, meaning that to ‘not orally participate in one’s foreign language class is 

deemed, by both students and teachers alike, to be normal behaviour’ (2013b, p. 339). In 
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other words, this is the normal state of things. The more powerful the attractor state, the 

more energy is required to cause a shift in behaviour and move into a different pattern of 

activity. More simply, applied to the classroom conditions under observation in this inquiry, 

the attractor state could be the most common affective disposition that the learners take 

towards the lesson in terms of their motivation to learn. Some classes are perceived as being 

highly motivated in general, whereas others are less so. There may be more than one 

attractor state in a non-linear system, and it is possible to alter what the attractor state will 

be, although, as I stated before, this requires some kind of impetus and the expenditure of 

energy (see section 2.6.2 for a discussion of energy return on investment). In this inquiry it is 

important to be able to say what the most common attractor states were in terms of student 

motivation and to see how this coincides with my own motivation as I teach the course. 

Understanding what the attractor states were is something inherently fraught with difficulty, 

and it is beyond the means of this study to be able to provide a quantifiable measure for the 

attractor states. As Hiver explains, ‘in reality, because of the immense complexity of life, 

systems that only tend to settle into a single fixed-point attractor state are rarer than we 

might think’ (Hiver, 2015, p. 21). However, this is still a very useful term and, utilising the 

indicators of synergy which I will outline in section 2.6.3, I will attempt to justify my 

generalisations of the class’ motivation in terms of attractor states in order to make holistic 

observations about the class. It is also important to point out here that a strange attractor is 

an attractor state that systems gravitate towards but never seem to reach, which has 

relevance for the CLERAC course as findings from this inquiry seem to suggest that we never 

quite managed to make high motivation a full attractor state for the classes.  

Finally, the word context has a special importance for complexity theory because ‘a person 

is coupled with his or her environment’ (Larsen-Freeman, 2015, p. 16) and thus learners both 

‘shape and are shaped by context’ (Ushioda, 2015, p. 48). Indeed, complex systems are in 

fact context-dependent (Larsen-Freeman & Cameron, 2008a, p. 69). This has led Kramsch to 

apply a metaphor from Yeats in asking ‘how can we tell the dancer from the dance?’ (2002a). 

Ushioda’s solution is ‘to think big and small at the same time’ (2015, p. 53). She applies the 

metaphor of an analytical lens that focuses in and out of contexts surrounding the learners. 

This has become a guiding principle in the way I present the narrative data in Chapters Four 

and Five.   

Although complexity theory has many more aspects than I have covered in this brief section, 

these are the main analytical tools that I have taken from complexity theory and applied to 
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this inquiry. Complexity will be discussed in more detail during the narrative and the praxis 

sections of this thesis.  

 

2.2 Identity 

This inquiry is not about authentic materials or motivation as a trait that can be plotted onto 

a graph. This inquiry is a personal journey into my own practice which has led me to make 

evidence-based conclusions about how my professional development has aligned with my 

teaching behaviour in an attempt to create more authentic and motivating lessons for my 

learners, as I develop my own philosophy of teaching. Ema Ushioda observes that ‘the notion 

of engaging our students’ identities is something many experienced language teachers have 

intuitively recognised as important’ (2011b, p. 17). In breaking down and analysing what it is 

that ‘good teachers’ do to motivate their students, it might be possible to use this 

information in teacher training programmes and perhaps also to inform materials design. As 

Glatthorn (1975) states, being an authentic teacher means achieving self-knowledge. 

Perhaps encouraging reflexivity in teacher education programmes might help to connect 

teachers with their students through an authentic process of engagement. For this reason, 

reflection became one of the main sources of data and methods of analysis in this inquiry. 

My own developing identity as a practitioner is therefore a central theme in the narrative.  

Zimmerman (1998) differentiates between the identities speakers invoke during discourse. 

These are: 

• Situated identities, which are explicitly conferred by the context of communication, 

such as doctor/patient identities in the context of a health clinic or teacher/student 

identities in the context of a classroom; 

• Discourse identities, as participants orient themselves to particular discourse roles 

in the unfolding organization of the interaction (e.g. initiator, listener and 

questioner); 

• Transportable identities, which are latent or implicit but can be invoked during the 

interaction, such as when a teacher alludes to her identity as a mother or as a keen 

gardener during a language lesson (see also K. Richards, 2006; Ushioda, 2011b for 

expansion). 
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When people interact in different social contexts, they might often invoke transportable 

identities as a way of showing that they are not merely the sum of their situational identity. 

Teachers are not merely teachers, nor students merely students; we each have various 

identities that both complement and contradict our professional or situated identities. Good 

teachers in any discipline encourage their students to engage with learning content through 

a process of personal meaning-making. When speakers use languages which they have 

learned as either foreign or second languages however, it can be difficult to render a 

satisfactory presentation of the Self using a limited or less familiar linguistic repertoire (Csizér 

& Magid, 2014). This is particularly important in language learning and teaching, where 

people are constructing their identities using limited linguistic resources, whilst 

simultaneously having to learn new discourse strategies and socio-cultural modes of 

behaviour. Added to this is the additional factor that, in terms of teaching, all of these 

identity negotiations are often happening in a language classroom, which is an ‘intrinsically 

face-threatening situation’ (van Dam, 2002, p. 238). 

When we speak to students at school or on campus, our situational identity is very strong; 

this is the identity which is explicitly imposed by the context of the discourse. Teachers may 

often invoke aspects of their transportable identities in order to personalise the content of 

language classes (K. Richards, 2006; Ushioda, 2011b). Because of the power imbalance of the 

teacher/student relationship, it is essential to retain a professional distance between 

students, and to retain the ability to be objective towards the students’ achievement, for 

their own sake and as a duty of the teacher role. However, Richards notes that it would be 

‘perverse’ to insist that the personal self should be left at the classroom door (2006, p. 74).  

Understanding more about how identities are socially created and presented has led me to 

a deeper understanding of the way I strive to create a culture of authenticity in my classroom. 

Table 2.1 compares and contrasts my early and developing teaching persona before and after 

my move to Japan, using situated and transportable identities to categorise the way I see 

myself and the way I present myself to my learners.   
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Table 2.1 Early and Developing Teaching Persona Identities 

 My early teaching persona - 
London 

My developing teaching persona - 
Tokyo 

Situated 
Identity 

 Local/British ‘native 
speaker’– in home country, 
part of majority. Fluent in 
English 

 In my 20s – young, similar 
age to students who are in 
their early-mid 20s, 
studying abroad 

 White, middle class, but 
not wealthy1 

 Early in career 

 Working for a private 
language school (low 
stakes, low authority, low 
responsibility) 

 English Language 
instructor/teacher 

 Using a textbook and 
supplementing 

 Foreigner ‘English native 
speaker’ – Minority, 
immigrant (ex-pat?), not 
fluent in Japanese 

 In my 30s – quite young 
but 16 years older than 
students (around twice 
their age), who are 18-20, 
many still living at home  

 Non-Japanese (White), 
established middle class 

 Established in career (Full-
time, tenure-track member 
of faculty) 

 Working for well-respected 
university (high-stakes, 
high authority, high 
responsibility) 

 English Language and 
Literature 
teacher/professor 

 Responsible entirely for 
the content of the course 

Transport
able 
Identities 

 Husband (recently married) 

 Northerner (Yorkshire) 

 Music lover, film lover, 
embedded in local culture 

 Has lived abroad 

 Sometimes studies 
Japanese 

 Doing a Masters’ Degree 

 Father and husband (to a 
Japanese wife and mixed-
race boy) 

 British (Northern) 

 Dog owner, house owner, 
not familiar with local or 
popular culture 

 Quite new to Japan 

 Fellow language learner (of 
Japanese) 

 Doing a PhD 

 

This is important contextual and temporal information in framing the narrative of this study, 

as all of these identities have a role to play in the way I present myself as a teacher and the 

way I may invoke different transportable identities during personal interactions with the 

students as I attempt to socially authenticate the learning by embarking on a ‘personal 

                                                           

1 When I worked in London, the high cost of studying abroad in London meant that many of the 
students were from affluent families. Otherwise, they could not afford to come.  
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process of engagement’ (van Lier, 1996, p. 128). It is also worth noting that the students in 

my classes, especially those in their first year in the spring semester (as with CLERAC) are 

likewise undergoing a large transition in identity, as they move from high school student to 

university student, along with the implications of adulthood and preparing to join society. 

Two further aspects of identity which we all bring with us to the classroom are schemata and 

habitus.  

2.2.1 Schema and Habitus 

In language teaching, the idea of schematic knowledge is quite well established (see for 

example Hedge, 2000). Teachers often talk about ‘activating schema’ in staffrooms, training 

sessions and discussions of their practice. Schema is primarily a theory of cognition which 

involves frames of knowing that exist in an individual’s mind, and often used to refer to 

cultural background. Widdowson points out that there are two types of schema; ‘ideational’ 

which refers to background knowledge and ‘interpersonal’ which incorporates knowledge 

about modes of communication (1990, p. 104). In fact, to language teachers, schema very 

often carries with it specific cultural connotations. Mishan discusses schema as one of the 

most important psycholinguistic theories for providing support for authentic instruction, 

because the ‘emphasis it places on acquiring knowledge of the target language culture is one 

of the strongest arguments for the use of authentic texts which incorporate this cultural 

information’ (2005, p. 79). She later expands on this to advocate Problem-based learning 

(2011).  

However, schema’s dependence on a cognitive view of knowing puts it somewhat at odds 

with sociocultural approaches to learning, with emphasis being placed either on the 

individual or, more troublingly, essentialising the concept of schema and applying it to an 

entire culture. Furthermore, schema theory in language learning is most commonly 

associated with receptive skills, and so again its place is perhaps rather limited within the 

context of this inquiry, which focuses much more on language and identity than on the 

acquisition of linguistic competence.  

A related concept to schema is the work on intertextuality, which looks at the shifting 

patterns of meaning between texts in wider context (see for example Lemke, 1992). This 

places a clear emphasis on the historical connections of prior texts, and is mainly a term from 

literature and translation, with its main application in the field of language study being with 

Critical Discourse Analysis (most notably Fairclough, 2015).  
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For this reason, Bourdieu’s notion of habitus from sociology might be more appropriate. 

Habitus is a rather ambiguous concept, although it can basically be seen as an embodied type 

of cultural capital (Longhofer & Winchester, 2016, p. 128). Broadly, habitus relates to the 

embodiment and internalisation of certain patterns of behaviour and networks of belief, 

which are socially constructed and often unconscious.  

There is, around the notion of habitus, an implication that reflexivity is a desirable social 

humanistic trait (Adams, 2006), and Bourdieu originally discussed habitus with the intention 

of critiquing power stratifications and challenging them, thus making it relevant for critical 

schools of thought which attempt to uncover the subtle authoritative discourses that seek 

to understand and resist hegemonic constraints (Blommaert, 2005; see also Blommaert, 

2010; Blommaert & Varis, 2011; Scheuer, 2003). In this sense, habitus may be a step too far 

in terms of practitioner research (although, this will depend on the teacher’s philosophy of 

practice), and yet schema seems unsatisfactory to describe the phenomena I am attempting 

to understand in relation to myself as a British man, living and working in Japan and 

attempting to create authentic links with my students based on social and cultural shared 

values and interpretations. Therefore, in this inquiry I refer to habitus as an extended 

sociological version of schematic knowledge which also incorporates assumptions and 

dispositions that may often be so deeply internalised as to be unconscious, and therefore 

implying the need for reflexivity.  

More importantly, habitus incorporates a ‘way of being’ or manner, or even a sense of place 

(Hillier & Rooksby, 2005). Although ‘thoroughly individualized, the habitus in fact reflects a 

shared cultural context’ (Adams, 2006, p. 514). This describes well what I am trying to 

establish when I create the small culture of my classes by emphasising authentic interactions.  

 

2.3 Instructional Authenticity and Educational Philosophy 

Authenticity is something that occupies the working lives of not only applied linguists and 

language teachers, but also philosophers, tour companies, banks, museums and restaurants. 

From Swiss Watches to Japanese toilets (see Campbell, 2014 for more on Japanese toilets), 

the issue of authenticity revolves around many aspects of our existence. Authenticity is a 

paradoxical construct (Cobb, 2014; Lindholm, 2008; Straub, 2012), and one which is often 

defined through negatives rather than positives (Golomb, 1995, p. 7). In other words, we can 

define easily what is not authentic, but it is much harder to identify what is really authentic. 
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As such, authenticity is nebulous, not concrete or definable but shifting and subjective, a 

performance or a process rather than a trait or property (Waskul, 2009).  

In the field of education, authenticity is seen as an important component of learning and 

knowledge acquisition. However, as Petraglia (1998, p. 14) notes, classical treatises dealing 

with education never seem to question the relationship between education and the 

everyday activities of the world beyond the classroom. The notion of authenticity in western 

education seems to be a twentieth century phenomenon, largely due to developments in 

educational philosophy and attributable in no small measure to the work of the American 

pragmatists, in particular American philosopher and educational reformist John Dewey, who 

highlighted the importance of experience in learning, and who was greatly interested in 

authenticating the learning process so that it prepares learners for the ‘real world’ outside 

the classroom, claiming in one of his early writings that ‘school must represent life’ (1897, p. 

78), making numerous reference to social and community life. Later, Dewey expanded on 

this theme to suggest the famous metaphor that education was ‘growth’ (1938, p. 36), which 

implies the type of personal and meaningful validation at the heart of the definition of 

authenticity used in this inquiry. However, Dewey was criticised from a number of sides and 

the term authenticity was used often to highlight problems with a particular view of 

education. For example, the notion of authenticity differed depending on whether the goal 

of education was to help society, to foster the individual, to prepare individuals as adaptive 

and flexible for a range of multifaceted possibilities in their lives, or to prepare individuals 

for certain specific vocations. Thus ‘authenticity’s rhetorical potency is preserved by its 

ambiguity’ (Petraglia, 1998, p. 30) as essentially the definition of authenticity depends on a 

person’s definition of the purpose of education. As such, educators must reflect on their own 

beliefs in order to understand what they mean when they are constructing authenticity, 

something advocated by Glatthorn (1999), who asks the reader to reflect on their beliefs at 

the start of his book on authentic learning. This type of authenticity is best known as 

authentic instruction, and is something that I will return to repeatedly throughout this 

inquiry. I found links between this fundamental belief in what we were doing in class to be 

very influential in motivational synergies in the classroom. In other words, both mine and 

the students’ motivation was positively synergised at times when our belief in the validity of 

what we were doing was convergent. In this way, we all worked together to create the 

‘socially constructed authentication’ (van Lier, 1996, p. 128) discussed in the introduction. 

From hereon I will refer to this as social authentication, which I argue will be a defining aspect 

of teacher-student motivational synergy. It is not just the teacher’s job to be concerned with 
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authentic instruction, I will later argue that motivational synergy and social authentication 

rely on quality feedback between teacher and students, and part of this process is involving 

the learners to help improve the ‘quality of classroom life’ (Allwright, 2003, 2005, 2006a; 

Gieve & Miller, 2006). I will highlight such instances in the narrative of this inquiry (Chapters 

Four and Five) and further expand on the implications for teaching practice in Chapter Six.  

Authentic instruction is a familiar term in the field of education. In an important and well-

known paper, Newmann and Wehlage (1993) put forward five standards of authentic 

instruction. These were: 

 

Figure 2:1 Five standards of authentic instruction 

This was later developed into an authentic pedagogy (Newmann & Wehlage, 1995), which 

focused on providing a set of standards to evaluate the intellectual quality of teaching, again 

with a focus on achievement and measurable results, particularly writing. For Newmann and 

Wehlage, authenticity was about having ‘worthwhile educational ends’ (1993, p. 8), and they 

used the term authentic to discuss educational achievement which is actually meaningful to 

all the major stakeholders in the learning (starting, of course, with the students). In many 

ways, this definition of authenticity is also well accounted for in the fields of applied 

linguistics and second language acquisition as it relates to language assessment. However, 

teaching languages merely for assessment purposes is generally seen as undesirable, 

because even within the work of language assessment, the fallibility of basically any form of 

assessment is regularly acknowledged (Bachman & Palmer, 1996; Fulcher, 2013). A language 

test can never be perfect, and thus teaching solely around a single assessment should 

generally be avoided. Interestingly, and with particular relevance to this inquiry, it is the 

washback effect of Japanese university entrance exams which is very often held accountable 

for the perceived failures of Japanese foreign language education (Apple, Da Silva, & Fellner, 

2013; Matsuda, 2011; McVeigh, 2002; Sasayama, 2013; Seargeant, 2011; Torikai, 2011; 

Watanabe, 1997; Yano, 2011; Yoshida, 2001, 2003, 2008, 2009, 2013). This excessively long 

1. Higher-Order Thinking

2. Depth of Knowledge

3. Connectedness to the World Beyond the Classroom

4. Substantive Conversation

5. Social Support for Student Achievement
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list of references to support the point represents only a fraction of the discussions on this 

issue, with more and more added year on year. I will revisit this issue in section 2.4.4 when I 

discuss Japan’s motivational landscape. In my own experience as a language teaching 

practitioner in Japan, I can corroborate this with personal experience as well, with both 

students and teachers often laying the blame on the unchanging monolithic gatekeeping 

practices of universities, despite university academics being in a position to act as the most 

powerful voices against such practices (Hawley Nagatomo, 2012). Again, reiterating the 

previous paragraph, the notion of instructional authenticity is hinged upon one’s belief about 

the purpose of education.  

2.3.1 Authenticity in Language Teaching and the ‘Classic’ Definition 

It has been argued that much of the literature on authenticity within language teaching tends 

to focus on the authenticity of materials at the expense of examining the experience of 

learning (Henry, 2013; Henry & Cliffordson, 2015). Within language learning and teaching, 

authenticity has a rather distinct meaning closely resembling artefact authenticity, akin to 

the definition that would be the primary concern of a museum exhibit curator or art dealer. 

According to this view, something either is authentic or it is not (i.e. It is a fake). This binary 

view of authenticity pervades much of the practical literature on language teaching, although 

it has been contested and debated for decades (Gilmore, 2007a; Mishan, 2005; Pinner, 

2016a). On the whole, the ‘authenticity debate’ can be usefully divided into two major 

strands; the first is a continuation of authenticity as it relates to identity and self, much in 

the tradition of existential thought. Primarily, such distinctions focus on the process of 

‘authentication’, whereby learners (and teachers) create authenticity themselves through 

personal and social interactions (Henry & Cliffordson, 2015; Külekçi, 2015; Mishan, 2005; 

Pinner, 2016a; van Lier, 1996; Widdowson, 1978, 1994). The second strand discusses 

authenticity generally as a trait or property of the text. This strand is usually dominant in 

discussions about authentic materials, and hence it is the one most familiar to practitioners. 

Widdowson (1978) made these two stands clear when he famously put forward the 

distinction between authentic and genuine materials; genuineness is an absolute property of 

the material, referring to its original purpose not being for language teaching, whereas 

authenticity is relative to the learner’s relationship to and the way in which they engage with 

the text. In fact, it is difficult to say anything new about authenticity following Widdowson’s 

work, especially given that he sometimes ‘throw[s] water on the flames he himself had 

helped to kindle’ (Mishan, 2005, p. 17) in suggesting that ‘Inauthentic language-using 
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behaviour might well be effective language-learning behaviour’ (Widdowson, 1990, pp. 46 - 

47 following Breen, 1985; see also Widdowson, 1979). This was the exact dilemma that 

surfaced very early on in my narrative, and became part of my philosophy of practice. I will 

discuss this more in sections 4.7 and 6.6.2 as the teach/learn dichotomy, in which I talk about 

the nature of experience in language teaching as a component of authenticity, and the 

balance between making the experience of learning intrinsically rewarding, or choosing 

instead to focus on learning gains and language development. The idea of making the 

learning process itself rewarding also links with the concept of motivational Flow and 

Eudaimonia, which is discussed in section 2.4.  

Echoing this fundamental and widespread dilemma, within materials there is an excellent 

definition put forward by Tomlinson and Masuhara, which states that authentic materials 

are ‘designed not to transmit declarative knowledge about the target language but rather to 

provide an experience of the language in use’ (2010, p. 400). Clearly, this has much in 

common with Dewey’s philosophy of education, which I discussed in the previous section. A 

further useful definition from the materials literature is Mishan’s 3Cs Framework, which I 

draw on later in the narrative and analysis sections. She argues that SLA research can be 

‘encapsulated’ by a pedagogic rationale based around the 3Cs of authenticity; Culture, 

Currency (as in time) and Challenge (2005, pp. 44-64). These two valuable contributions mark 

a clear attempt to combine the two stands of the ‘authenticity debate’ into one useful and 

workable approach. 

However, within language teaching the construct of authenticity has a tendency to be 

reduced and over-simplified, especially in relation to materials. For example, even the 

newest fourth edition of the Longman Dictionary of Language Teaching and Applied 

Linguistics, defines ‘authentic materials’ as something ‘not originally developed for 

pedagogical purposes’ (J. C. Richards & Schmidt, 2013, p. 43). This definition completely 

excludes every textbook, adapted or purpose-made material which is used in the classroom 

from being authentic, unless it is something like a newspaper from the target language 

speaking community which has been ‘untampered’ with. Basically, under this definition, 

almost none of the materials actually used for language learning are authentic. This 

definition is echoed repeatedly throughout the literature on authenticity: 

Authentic material is language where no concessions are made to foreign speakers. It is 

normal, natural language used by native or competent speakers of a language. This is 

what our students encounter (or will encounter) in real life if they come into contact with 
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target-language speakers, and, precisely because it is authentic, it is unlikely to be 

simplified or spoken slowly. (Harmer, 2008, p. 273) 

 

I have come to label this definition of authenticity as the ‘classic’ definition; classic in the 

sense of a classic car which is still widely respected and admired but is no-longer economical 

and in constant danger of breaking down. This ‘classic’ definition is fundamentally the very 

widespread assumption that Widdowson (1990, p. 44) labelled the means/ends equation, 

where authenticity is defined in terms of learning aims and outcomes. Authentic language 

material is a means to an end because the authentic ‘real world’ is the ultimate destination 

of the learner. However, this view of authenticity is simply too reductionist to be of any use 

to language learning, and it also undermines the ‘reality’ of the classroom, not to mention 

placing an undue emphasis on the native-speaker model and tending to gravitate towards 

culturism and native-speakerism (Copland, Garton, & Mann, 2016; Holliday, 2005; Lowe & 

Pinner, 2016; Pinner, 2014a, 2015, 2016a; Swann, Aboshiha, & Holliday, 2015). This reaction 

against definitions which unduly venerate the ‘native speaker’ model was my main impetus 

for conceiving of authenticity as a continuum.  

2.3.2 Authenticity as a Continuum 

I have been promoting the idea of authenticity as a continuum since I first wrote about it in 

2012, which was about the same time that I approached Ema Ushioda about the possibility 

of her supervising my PhD. The continuum looked much simpler then, and it had slightly 

different labels on its axes. As it has developed, this continuum has become part of my 

academic identity, but underlying it is also a much more personal reflection of my 

professional beliefs and my ‘philosophy of teaching’ (Crookes, 2009).  

There are two major axes to the continuum which are presented as linear due to the limits 

of the two-dimensional diagram, but they are not meant to be polar extremes but rather 

they are supposed to represent a landscape where both ends of the continuum can mutually 

exist. The horizontal axis is the social representation, with the individual learner at one point 

and community represented at the other. Of course, individuals interact with society and 

often position themselves as speakers dependent on their social position, which changes 

from context to context (Goffman, 1959). So, these two aspects are in constant interaction 

as learners and teachers authenticate language using activities and materials in relation to 

themselves and also in relation to the perceived society with which they imagine themselves 
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communicating, or with which they find themselves actually communicating. In this way, the 

continuum draws heavily on Anderson (2006) for the notion of imagined communities, which 

strongly connects the notion of authenticity to current considerations of motivation which 

focus on the Self as a complex, dynamic, multifaceted and socially constructed aspect of an 

individuals’ identity (Benson & Cooker, 2013; Dörnyei, MacIntyre, & Henry, 2015b; Dörnyei 

& Ushioda, 2009; Mercer & Williams, 2014; Ryan & Irie, 2014; Ushioda, 2011b). So, along this 

axis, language is authenticated according to how it relates to an individual’s sense of self 

(which is multiple and complex) and it can also relate to how the communities actually use 

language and how the community is conceptualised in the mind of the individual. For 

example, a learner might enjoy reading children’s books in their L2, and for them this might 

be a personally motivating and authentic language using activity, but if the learner mainly 

uses L2 for business transactions, they may also be aware that they are not likely to interact 

with children and they may not be planning to communicate with children in the L2. In this 

case, the learner might feel that an article from the Financial Times would be more authentic 

in terms of the community with whom they intend to interact, but yet this would be less 

individually authentic as the motivation for reading such articles is less connected to the 

learner’s sense of individuality. Of course, this is an over-simplification because quite 

probably the articles from the Financial Times also have a degree of individual authenticity, 

just as the children’s books have a degree of community authenticity. This would be a 

dynamic interaction dependent on context, and as such it needs a real example and much 

more space to explore fully, as I will present in the narrative later.  

There are only two general contexts represented on the vertical axis of the continuum. These 

are the learning context (which may in all likelihood be a classroom, although it could be a 

crowded train and a person using an educational app on their smartphone or a person in a 

library) and the use domain, which is basically any context where language use is prioritised 

over learning. Note again that learning and use do not necessarily exist in isolation, and in 

my own experience as a language learner I feel that some of the best learning contexts have 

been actual use domains for me. In other words, I have learned things best when I use them 

for a ‘real’ purpose. Learning is not simply switched on and off like the lights in a classroom 

of course, and hence the two dimensional nature of the continuum is merely a graphical 

representation of a much more complex and dynamic set of interacting contextual and social 

factors.  
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social/contextual

 

Figure 2:2 The authenticity continuum 

Basically, the authenticity continuum may only be useful to describe in retrospect, and after 

deep self-reflection, particular moments or heavily contextually situated tasks as they relate 

to real people. The continuum is intended to encompass almost any type of material or task 

or situation that might occur as language users interact to produce meaning. Its main 

strength (flexibility) is also its greatest weakness (vagueness). The continuum is my best 

attempt to present in a simple and easy-to-disseminate format the complexities of 

authenticity, specifically as it relates to motivation, self, identity, autonomy and other 

complex phenomena that manifest themselves in language classrooms as students and 

teachers interact with one another.  

 

2.3.3 Authenticity, Global English and Native-speakerism 

One of my main motives for promoting the concept of authenticity as a continuum was born 

from my desire to resist the hegemony of the ‘native speaker’ of English as the authentic 

model speaker. Despite the widespread criticism of any definition of authenticity which is 

grounded on (or uses the word) ‘native speaker’, I found that the ‘native speaker’ was still 

either explicitly or implicitly present within many of the other definitions used to explain 

authentic language materials (Pinner, 2014a, 2014b, 2015, 2016a). If the authenticity 
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continuum is a crowbar to dislodge this unfair and pervasive native-speakerism, then the 

concept of global English was the crack into which I first tried to give it leverage. To put it 

more simply, I always felt that the position of English as the world’s only ‘hyper-centralised 

language’ (de Swaan, 2001) was the best argument against defining authenticity according 

to ‘native speakers’. There exists a strong chorus of voices arguing for greater equality and 

recognition of the prejudicial practices that are widespread in the English Language Teaching 

industry (Braine, 2010; Kiczkowiak, 2015; Kumaravadivelu, 2016; Mahboob & Golden, 2013; 

Swann et al., 2015). Research in this area has uncovered employment discrimination (Clark 

& Paran, 2007; H.-K. Kim, 2011; Mahboob & Golden, 2013; Mahboob, Uhrig, Newman, & 

Hartford, 2004; Selvi, 2010), student preferences for Western models of English (Matsuda, 

2003; Saito, 2012; Sasayama, 2013), ‘non-native speaker’ teachers having negative self-

images (Bernat, 2008; Brutt-Griffler & Samimy, 1999; H.-K. Kim, 2011) and students having a 

positive orientation towards ‘native speaker’ over ‘non-native speaker’ teachers (Alseweed, 

2012; Lasagabaster & Sierra, 2002; K.-h. Wu & Ke, 2009). Indeed, with an estimated 80% of 

ELT teachers being identifiable as ‘non-native’ (Canagarajah, 2005), Silvana Richardson noted 

in her 2016 IATEFL plenary that ELT is the only industry which prejudices against the majority. 

The issue of authenticity has been a feature of several discussions around native-speakerism, 

especially in terms of authentic model speakers (Edge, 1988; Goto Butler, 2007; Seargeant, 

2005), the marginal presence of international speakers in textbooks (Canagarajah, 1993; 

Matsuda, 2002; Siegel, 2014), the ownership of English (Matsuda, 2003; Widdowson, 1994), 

and wider sociological issues relating to identity and legitimacy (Creese, Blackledge, & Takhi, 

2014; Kramsch, 2012; Myhill, 2003; Widdowson, 1996). These issues make the ‘classic’ 

definition of authenticity extremely contentious, often directly linking it with prejudicial 

practices (see Lowe & Pinner, 2016 for an in-depth review). Clearly, any definition of 

authenticity which potentially excludes L2 speakers of English from being recognised as 

‘authentic’ could have a very demotivating, depersonalising and disenfranchising effect for 

both teachers and learners of English.  

In Language and Symbolic Power, Pierre Bourdieu (1991) borrows the concept of different 

forms of capital from economics and applies them to sociology. Cultural Capital is the most 

often referred to form of capital with relation to the learning of other languages, because 

this is seen as a form of social currency which entitles speakers to certain other resources 

(Kanno & Norton, 2003; B. Norton, 2013; Norton Peirce, 1995). Cultural Capital is either 

consciously or subliminally ascribed to speakers with particular accents (Block, 2014) and 

who match certain visual/racial stereotypes (Amin, 1999; Braine, 1999; Kubota & Lin, 2009). 
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This is a deeply embedded cultural phenomenon which has plagued human history, and yet 

the acquisition of social or cultural forms of capital is often regarded as a major component 

in the motivation (and pressure) to learn English (Dörnyei & Ushioda, 2009; Irie & Brewster, 

2014; Maehr & Braskamp, 1986 ; Noels, Pelletier, Clément, & Vallerand, 2003; Norton Peirce, 

1995). Motivational orientations towards English also heavily implicate the idea of imagined 

communities, as proposed by Benedict Anderson (2006) because the target-language 

community is not a physical reality but rather a social extension of the individuals’ vision of 

a group in social context, although it is based on a real group of people or an actual discourse 

community. This is especially complicated by the process of globalisation and the position of 

English as a global language (Matsuda, 2011; Pinner, 2016a; Ryan, 2006 ; Seargeant, 2009; 

Ushioda, 2013b). This is a theme I revisit in this inquiry, with particular emphasis on the 

students’ perceptions of me as a teacher (a white, middle-class British male), and their 

attitude to the status of English as a global language and widely established lingua franca.  

2.3.4 Empirical Studies in ELT on Authenticity and Motivation 

The belief that authentic materials are more motivating is generally held by the language 

teaching community, widespread throughout the literature on authenticity, and a common 

selling point for text book producers (Gilmore, 2007a, p. 106). Although there are studies 

which have attempted to test empirically the connection between authenticity and 

motivation in language teaching, as I will demonstrate shortly these studies are generally 

flawed, but more disconcertingly as a whole the field is marred by a ‘dearth of empirical 

studies’ (Pinner, 2016a, pp. 83-97). The below chart shows how journals in our field refer to 

authenticity in published research, from the first issue of the journal through to March 2015. 

For example, in its 69-year history since 1946, the ELTJ mentions authenticity roughly 2.43 

times per issue, and yet the ratio of articles which deal specifically with authenticity (based 

on the title) drops significantly to a ratio of 0.04 mentions per issue (see Table 2.2).   
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Table 2.2 Journals surveyed for mention of authenticity (from Pinner 2016) 

Journal 
Whole text 
Hits 

Title 
Hits 

Whole text 
Ratio 

Title Only 
Ratio 

Modern Language Journal 1090 0 1.70 0.00 

ELTJ 692 10 2.43 0.04 

Language Learning 175 3 0.77 0.01 

Applied Linguistics 198 2 1.53 0.02 

Language Teaching Research 110 0 1.86 0.00 

 

Perhaps the best-known and most cited study looking at the relationship between 

authenticity and motivation in language teaching was conducted by Peacock (1997). This 

study reports data collected for Peacock’s doctoral thesis (1996) and was also used in at least 

one other article (1998). Working with low-level learners in South Korea, Peacock tried to 

empirically prove the widely-held belief that authentic materials are more motivating for 

learners than contrived ones. This was a thorough and important study which has become 

the bedrock to support the widespread claim. However, as Peacock himself agrees, the study 

was inconclusive and uncovered seemingly contradictory observations.  

Interpreting Ushioda’s (1993) paper, Peacock erroneously attributes to her a ‘practitioner 

validated’ view of motivation, which he defines as ‘learner enthusiasm, attention, action, and 

enjoyment’ (op. cit. p. 145). The practitioner validated idea of motivation is in fact 

attributable to Crookes and Schmidt (1991). Ushioda was advocating a learner validated 

concept of motivation, in which learners are directly asked to explain their own motivation 

for studying French, later developed more fully in her doctoral work and subsequent 

publications of that time. However, Peacock interprets these as teacher-observable 

indicators of motivation in order to quantify the construct so as to be able to draw 

comparisons between authentic and inauthentic materials. Despite reporting that students 

experienced authentic materials as more motivating he also reports that learners found the 

authentic materials to be less interesting. This seems to be something of an oxymoron. 

Gilmore (2007a, pp. 106-108) also points out this flaw in Peacock’s study, and yet concludes 

after his state-of-the-art review that it is to date the most convincing empirical study 

examining the connection between authenticity and motivation. Interestingly, Gilmore ranks 

Peacock’s study as the most convincing out of only three that he is aware of – the other two 

(González, 1990; Kienbaum, Russell, & Welty, 1986) were also cited in Peacock’s paper, which 
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suggests that nothing had been done on the subject in the ten years between Peacock’s study 

and Gilmore’s review. Furthermore, the study by González (1990) is an unpublished EdD 

thesis from West Virginia University, unavailable digitally and thus rather obscure. This 

paucity of empirical studies is quite troubling, especially given the widespread nature of the 

claim.  

A final key criticism I have of Peacock’s study is that he fails to actually define what he means 

by the term authentic materials. However, to me it is clear that he is using the ‘classic’ 

definition which I criticised earlier for denying the ‘reality’ of the classroom and implicitly 

gravitating towards the ‘native speaker’. Gilmore’s (2007b, 2011, 2016) own important 

contributions have shown some indirect evidence for authentic materials being more 

motivating whilst mainly providing support for their beneficial effect on actual language 

acquisition. However, these studies also draw on a definition of authenticity which heavily 

implies the ‘native speaker’ and often use these as norm-providing models.  

These limitations in the previous literature have made the present study very difficult, and 

yet I would argue all the more essential. I hypothesise that the reason for this lack of research 

into authenticity stems from the unsatisfactory emphasis given to authenticity as a trait 

belonging to materials. Under the definition used in this study, it would be just as 

unenlightening to talk about autonomous materials as it would be to talk about authentic 

ones. By this I mean that authenticity as I am envisioning it, is not something that can be 

ascribed to a text but something that must be socially constructed by mutually validating the 

learning enacted in the class. Therefore, this inquiry is markedly different in both 

methodological approach and how the key concepts are theorized. However, the more 

traditional studies which rely on the ‘classic’ definition of authenticity are no more 

meaningful and no less abstract than the core concept at the heart of this inquiry. Studies 

like Peacock’s and Gilmore’s that attempt to compare one type of material with another do 

not shed any light on the processes going on in the classroom. At present this is rather 

unexplored territory, although see Külekçi (2015).  
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2.4 Motivation 

For some, motivation is the single most important factor in determining the success of a 

learner to achieve their linguistic goals (Dörnyei, 1994; Dörnyei & Ushioda, 2011; Gao & Lamb, 

2011). The importance of motivation is rarely understated, so it is little wonder that the 

research on motivation in both educational psychology and second language acquisition 

enjoys a rich and complex history. And yet, despite its frequent occurrence in language 

teaching and research, motivation is a difficult term to define.  

In this section I will briefly touch on some of the development and evolution of motivational 

theories in second language acquisition, paying special attention to the ‘fluidity of today’s 

learning contexts’ (Ushioda, 2013b, p. 5) and the nature of theoretical motivational models 

based on different research paradigms, i.e. the move from positivist to ontological 

approaches (Ushioda, 2009) and the tension between reductionist and comprehensive 

theories (Dörnyei & Ushioda, 2011, p. 8). Because I wish to trace a strong conceptual link 

between authenticity and motivation, and the basis of this link is the content, materials and 

tasks being selected by the teacher in order to facilitate language interaction with the 

students, I will also examine teacher motivation. Teacher motivation has an important 

relationship with student motivation, and this is a vital link in the chain between authenticity 

and motivation. I will then outline the link between authenticity and motivation as two 

concepts essential to successful classroom learning and with deeply entwined theoretical 

roots. Authenticity and motivation are common collocates in the literature on language 

teaching and learning, and perhaps even more common in staff-rooms around the world. 

However, very few studies have tested this connection empirically. In trying to recognise the 

complexity of this relationship I hope to explain it more clearly and recognise it as part of a 

complex dynamic system with interconnected components.  

 

2.4.1 Motivational Theories: a Brief Overview 

Recently there has been a flood of interest in motivational studies, described as an 

‘extraordinary surge’ and an accompanying ‘landscape shift’ in the number of studies, the 

research methods employed, and the way motivation is conceptualised (Boo, Dörnyei, & 

Ryan, 2015, p. 145; see also Dörnyei & Ryan, 2015). Figure 2.3 shows very simply the increase 

of published studies focusing on L2 motivation in the last decade.  
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Figure 2:3 From Boo, Dörnyei, & Ryan, 2015, p. 148 

The literature about second language motivation largely developed separately from the 

general motivational literature of psychology (Ushioda, 1998) and is still described as ‘a rich 

and largely independent field’ (Dörnyei & Ushioda, 2011, p. 39). These two strands do often 

converge, especially within educational psychology; see current work on motivational 

dynamics such as Dörnyei et al. (2015b), Muir and Dörnyei (2013) and Ushioda (2013c) for 

example. However, on the whole L2 motivational theories can still be regarded as distinct 

from other theories about motivation. This is because learning a second language is often 

perceived as having a very different and individual position due to the size of the task of 

learning another language and the long time periods involved. It could perhaps be argued 

that language learning is a much more sustained and cognitively demanding task than almost 

any other type of learning. Dörnyei (2001b, p. 13) refers to this as ‘parallel multiplicity,’ 

highlighting the very different nature of L2 motivation to that discussed in the mainstream 

psychological literature. Examining the motivation to learn to drive a car, for example, and 

that to learn another language will necessitate a very different concept of motivation.  

Dörnyei and his proposal of a ‘self’ framework (2005) is one of the most significant 

contributions to recent understandings of L2 motivation. He later developed this framework 

into the L2 Motivational Self System (Dörnyei, 2009), best summarised by its distinction 

between the learner’s L2 ideal self and ought to self. Within this system the ideal self is 

predominantly defined as a ‘desire to reduce the discrepancy between our actual and ideal 

selves’ (Dörnyei, 2009, p. 29) and as such incorporates both integrative and internalised 

instrumental components of motivation. In contrast, the ought to self has a focus on avoiding 

negative outcomes, such as failure or embarrassment or being able to meet with social 

expectations. Dörnyei states that this theory ‘represents a major reformation’ (Dörnyei, 2009, 

p. 9) of previous L2 motivational theory because it incorporates theories of the self from 

mainstream psychological literature whilst maintaining the roots of previous L2 approaches.  
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Dörnyei argues that ‘the self approach allows us to think BIG’ (2009, p. 39) and as such it has 

the flexibility to relate to a multicultural and globalised view of L2 motivation which is 

necessary when considering the cross-cultural implications of English education around the 

world, now perceived ‘as a basic educational skill alongside literacy, numeracy and 

information and communication technology (ICT) skills’ (Ushioda, 2013b, p. 2 following 

Graddol, 2006). The requirement of English as a basic skill is further intensified by the 

powerful educational reforms which are being undertaken as a result of the burgeoning array 

of bilingual methodologies such as English as a Medium of Instruction (EMI) and Content 

Based Instruction (CBI) and especially Content and Language Integrated Learning (CLIL).  

Elsewhere I have argued that language education which puts content at the top of its learning 

aims alongside language proficiency will inevitably achieve a higher level of authenticity 

(Pinner, 2013a, 2013b), or what Coyle, Hood, and Marsh (2010) refer to as ‘authenticity of 

purpose’. This is because students need to use language as a tool to understand the content. 

Thus, following Vygotsky (1964), language acts as a tool through which other aims and 

objectives are achieved, with knowledge being socially constructed. This also means that CLIL 

and CBI are deeply situated in a sociocultural framework of learning.  

At the institution where this inquiry is based, CLIL has been an important principle in the 

large-scale restructuring of foreign language education programs (Ikeda, 2013; Izumi, 

Watanabe, & Ikeda, 2012; Watanabe, Ikeda, & Izumi, 2011), and as such this is an important 

part of the background to this study. Nevertheless, although content is seen as important in 

connecting authenticity and motivation, it is still secondary to the need to personalise the 

learning experience.  

2.4.2 Learners Speak as Themselves… 

One of the most interesting developments in recent concepts of motivation has been the 

clear need to incorporate contextual variables and with them the social dimensions of 

learning on the one hand, while on the other recognising the need to incorporate the 

individual more as a vital factor (Dörnyei & Ushioda, 2011, pp. 30 - 33). Thus, motivation is 

seen as a set of various dynamic systems which will inevitably need to take account of a huge 

myriad of factors. In terms of authenticity and motivation, one particularly insightful view of 

motivation is what Ema Ushioda advocates in her person-in-context relational view of 

motivation, which is ‘emergent from relations between real persons, with particular social 

identities, and the unfolding cultural context of activity’ (2009, p. 215). In other words, 
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motivation is not fixed and any attempt to examine motivation must make allowances for 

various fluctuations as motivation moves along a temporal axis. Ushioda stresses that to 

study such complex phenomena requires ontological approaches which do not 

compartmentalise learners according to individual differences but look directly at the person 

who is a learner. For Ushioda, the individual identity of the learner is essential in their 

motivation to learn the target language, stressing the importance of allowing learners the 

autonomy required to speak as themselves. The importance of autonomy in motivation has 

also been established for many years, most notably in Deci and Ryan’s (1985) self-

determination theory which posits that autonomy, competence and relatedness are essential 

factors in motivation.  

In this theory, both autonomy and relatedness are conceptually very close to the broadened 

view of authenticity which I have attempted to put forward so far in this study. In the 

following quote, van Lier demonstrates how closely the concepts of authenticity and 

autonomy can interact: 

An action is authentic when it realises a free choice and is an expression of what a person 

genuinely feels and believes. An authentic action is intrinsically motivated. (van Lier, 

1996, p. 6) 

As the above quote shows, authenticity is about free choice, what an individual feels and 

believes. Autonomy is about the ability to act on this authentic belief, it is about having a 

‘capacity to take control’ (Benson, 2013b, p. 61). In this way, authenticity is knowing what 

you want, feel and believe and autonomy is about being able to act on this. For van Lier, 

authenticity and motivation go hand in hand and his definition of authenticity echoes 

Ushioda’s person-in-context relational approach to motivation (see also Allwright & Hanks, 

2009, pp. 2-3).  A triadic relationship is observable from these three components, which I call 

the Language Impetus Triad.  

2.4.3 The Language Impetus Triad 

In this section, I will propose that authenticity forms a triad with autonomy and motivation, 

which I name the Language Impetus Triad, following Heidegger’s work on Modes of Being, in 

which he argues that by living inauthentically (without what he terms ‘Dasein’ or being-

there) we are basically propelled through life without any reflection or development of the 

self. The reason authenticity, autonomy and motivation form a triad is partly because of the 

‘synergistic’ relationship between student and teacher motivation (Deci et al., 1997; Dörnyei 
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& Ushioda, 2011). It is my belief that teachers will be more motivated if they are working 

with content and tasks in the language classroom which they feel are authentic, and validate 

as such. The teachers’ validation of the learning materials becomes social authentication 

when it is conveyed to the students and validated by them in turn, thus creating a series of 

dynamic feedback loops, or a ‘reciprocal and recursive pattern of causality’ (Dörnyei & 

Ushioda, 2011, p. 191). The process of authenticating the learning might not actually start 

with the teacher, but the teacher’s investment in the process is essential, since the teacher 

has been shown as one of the main factors contributing to student motivation (Chambers, 

1999; Dörnyei & Csizér, 1998; Montalvo, Mansfield, & Miller, 2007). Finally, autonomy is 

essential, both as an ingredient of motivation  and as part of the students’ self-image and 

place in the imagined community of the language being learned. In this way, autonomy and 

authenticity are very closely entwined as concepts, because authentication is a process of 

‘personal engagement’ (van Lier, 1996) and autonomy is a necessary ingredient of 

authenticity as it entails a personal choice.  

As these concepts are interdependent and closely related, one aspect of the triad cannot be 

understood without knowing its relation to the others, which necessitates a complex 

dynamic systems perspective to examining these relationships. I also propose that not 

understanding this connection previously may account for the low number of empirical 

studies investigating authenticity and motivation. The Language Impetus Triad shows the 

interdependent relationship between authenticity, autonomy and motivation. It is my strong 

belief that one of the reasons for the dearth in empirical studies into the relationship 

between authenticity and motivation is because this triadic relationship has until now been 

avoided for fear of adding another term (autonomy) into an already unwieldy mix of abstract 

concepts. However, I think rather than over-complicating the issue, this relationship allows 

for a clearer picture of what these concepts are and how they depend on each other. Many 

well-established theories are grounded in the overlap of these concepts, for example Self-

Determination Theory suggests that motivation is dependent on autonomy, and for van Lier 

(1996) authenticity and motivation are strongly connected. Furthermore, even down to the 

basic etymological root authenticity and autonomy are very closely related. Authenticity is 

knowing what you want, feel and believe and autonomy is about being able to act on this. 
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Figure 2:4 The Language Impetus Triad 

To recap, very basically authenticity is being true to the self and a belief in what one is doing. 

This belief is embedded in the individual, but it also relies on social factors in order to be 

validated. Next, autonomy is the capacity the individual has to realise or act on their 

authentic beliefs. Authenticity is what we do when we have the autonomy to do it. Autonomy 

is influenced not simply by an authority figure such as a teacher or a department chair, but 

by a myriad of internal and external factors such as time, ability and so on. The final 

component of the triad, motivation, describes the psychological state of the individual as it 

relates to the authentic action, and the physical reality of undertaking it. Again, this is 

influenced by potentially innumerable internal and external forces, requiring that motivation 

be conceptualised as a dynamic system.  

When looking at the relationship between authenticity and motivation it is my view that 

autonomy is necessary to understand the connections because the three are essential 

components in a triadic co-dependent dynamic. As a result of this rather complicated set of 

factors, empirical studies that look at the relationship between authenticity and motivation 

will need to put both learners and teachers at the centre of any inquiry and view them as 

people, each with very different needs and values. I believe that learners achieve their best 

when they are viewed in this way and allowed to achieve their educational goals in a 

scaffolded learning environment; an environment which allows them to authenticate the 

learning taking place by engaging all three elements of the triad with their own personal 

identities.  

 

Motivation

AutonomyAuthenticity
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2.4.4 The Importance of Context: Japan’s Motivational Landscape 

This research will focus on Japan, specifically at the university level, because the Japanese 

context presents a very interesting motivational dilemma (Ryan, 2009) or even what Berwick 

and Ross (1989) refer to as a ‘wasteland’ of motivation. In the Japanese university setting 

there are two distinct types of learner: English majors and those for whom English is a 

compulsory subject or module, perhaps bearing little or no relevance to their chosen degree.  

In Japan, the need to speak English is held in very high esteem, often sold on trains and 

advertising boards as a key to success, a key to the world and an integral part of a new self-

identity (Seargeant, 2009). Japanese society is very open to foreign cultures; many loan2 

words have been incorporated into the lexicon from English and other European languages, 

and in fact there is a special writing system called katakana in which loan words are generally 

written. Examples range from words such as dance, silhouette, get, present, apartment, 

after-service and ice-cream from English, arbeit (part-time work) from German and avant-

guerre (pre-war) from French (Kamiya, 1995). Despite the elevated status of English in 

particular, Japanese TOEFL scores are amongst the lowest in Asia (Yoshida, 2003) and there 

are complaints of a lack of coherence between government proficiency targets and syllabus 

design and implementation (Ikeda, Pinner, Mehisto, & Marsh, 2013). This seeming 

contradiction actually provides a reasonable lens from which to view English language 

learning in Japan, and makes any attempt to study motivation rather problematic and yet 

highly essential. Any attempt to examine motivation would do well to include Japanese 

students’ attitudes to foreign or global culture, paying particular attention to the modern 

context which includes rapidly globalising perspectives and advancing communicative 

technologies. Educational reforms, changing societal perspectives and heightened 

professional expectations regarding foreign languages make the Japanese context a fertile 

ground for motivational studies.  

For a more emic perspective, I would like to share part of an essay written by a student in 

my English Linguistics Seminar class from spring 2016. Emi Uchida, the author of the 

following quote, is about to finish a teaching certificate course which is offered as a pathway 

through Sophia’s English Literature Department where I work. As part of this, she took three 

                                                           

2 Known as Gairaigo (外来語) in Japanese – lit. ‘foreign came words’ 
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weeks of practical teaching experience by visiting a junior high-school and working as a 

trainee teacher. In her essay for my seminar, she made the following first-hand observations: 

Almost all the lessons were taught mainly in Japanese and consisted of reading, listening, 

and pattern practice of speaking. First, teachers make students do some pattern greeting 

or easy question-and-answer as a whole class. Second, they check the meaning in 

Japanese and practice pronunciation of new words in textbook. Third, they do some 

listening and pattern practice of speaking in textbook. At last, they practice 

pronunciation and check translations of the texts in textbook. There are few 

opportunities to make sentences by themselves. […] The second-year students could 

make a short speech which is about five sentences. Its topic was about familiar topic such 

as memories of Golden Week. However, some students could not distinguish between 

verbs and adjectives like the first-year students. For example, they wrote ‘It was enjoy’ 

or ‘I was enjoy’. In addition, almost all students did not take their eyes off the manuscript 

which they wrote before presentation during their speech and read it aloud with flat 

accent and an expressionless face. These examples are only a part of the present 

situation in many schools, but they reflect the reality more faithfully because public 

schools are influenced more strongly by policies of the government. 

The […] problem is the lack of motivation for communication. The reason students did 

not speak emotionally in speech is because they did not have motivation to make 

themselves understood by other people and communicate with them. 

(Emi Uchida, July 2016) 

 

From Emi Uchida’s description, the learning of English seems very mechanical, as well as 

appearing to be quite unsuccessful in either creating communicative students or even 

students who know how to speak English correctly, making the use of the target language 

‘ritualistic’ rather than personal (Rampton, 1999, 2002). Such practices have been linked to 

student demotivation in Japan (Kikuchi, 2013, 2015), particularly because the students are 

well aware of the ‘gap’ between the communicative practices advocated by the Ministry of 

Education (MEXT) and the exam-focused grammar translation methods actually applied in 

most classes (Kikuchi & Browne, 2009). As stated in section 2.3.1, the emphasis on exams is 

widely recognised to be a major failing in terms of English education, and yet the situation 

persists indefinitely because many private universities in Japan rely on entrance exams for a 

large portion of their income. Multiple choice tests are the most economical to create and 
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administer, so they provide the highest revenue margins. However, there is no rule that 

teachers must prepare learners for entrance exams to the next tier of education. Although 

university is not compulsory, over 50 per cent of high-school graduates enrolled in higher 

education at either a university or junior college, and this figure increases to 70 per cent if 

colleges of technology and other vocational higher education institutions are included (MEXT, 

2012). However, this still means that in every high school class being prepared for university 

entrance exams, at least 30 per cent of the students have no intention of taking such exams. 

This means that in a class of 40 students, 12 will have no reason for undertaking such 

instruction. A large group like this will certainly be able to exercise an effect on the 

motivational dynamics of the class, even if we assume that the other 28 students are all 

highly motivated to practise grammar and rote learning.  

These problems contribute to the ‘hyperbole’ and ‘permanent sense of crisis’ that surrounds 

Japan’s L2 motivational literature (Ushioda, 2013a). In the introduction to his book, Kikuchi 

(2015) relates his own experience of learning English in Japan, blaming the teacher (Mr K) as 

the primary demotivator.  

In their extensive review of the landscape of psychological factors relevant to language 

learning, Dörnyei and Ryan (2015) chose to omit several ‘other motivational themes’ from 

their revisited work because ‘the study of the particular topics in question had not produced 

sufficiently stimulating new results over the past decade [since 2005] relative to other, more 

fruitful areas.’ (p. 99). One of these omissions was demotivation, because ‘the underlying 

theoretical basis of the issue has hardly changed since Dörnyei’s (2001a, p. 100) first 

summary’. Dörnyei and Ryan criticise the lack of emphasis on dynamics in this field, 

essentially side-lining it from mainstream motivational research. Another omission from 

Dörnyei and Ryan’s revised volume is teacher motivation, however this time they justify the 

omission not on a lack of theoretical development, but on the ‘indirect link of the concept to 

student achievement’ (p. 101) and the necessity of teacher motivational research to make 

connections with student motivation and, ultimately, student performance. Clearly, this view 

is somewhat at odds with that of Exploratory Practice, which seeks only to gain a deeper 

understanding without placing undue pressure on teachers and learners to increase their 

performance (Allwright, 2003, 2005, 2006a; Allwright & Hanks, 2009). One study that does 

address the issue raised by Dörnyei and Ryan was conducted by Sampson (2016), who details 

his own attempts to connect students’ identities with their English learning from a 

complexity perspective (see also Sampson, 2012; Sampson, 2015). In the present inquiry, I 
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attempt to establish a link between my students’ motivation and my own. In the following 

section I will examine the dynamic interplay between authenticity and motivation, especially 

focusing on how this can create a bridge between student and teacher motivation.  

 

2.5 Authenticity and Motivation 

Authenticity is a very common collocate with the term motivation in language teaching and 

learning, usually with reference to materials (although see Dörnyei et al., 2016 for an 

alternative perspective). By association, authenticity is thus central to language teaching 

because motivation can be seen as perhaps the most important contributor as to whether 

or not learners are successful in acquiring a second language.  

 

2.5.1 Teacher Motivation and the Relationship to Student Motivation 

The rationale for combining the topics of teacher and student motivation in one book is 

actually quite simple: the two are inextricably linked because the former is needed for 

the latter to bloom. (Dörnyei & Kubanyiova, 2014, p. 3) 

Good teachers are motivated intrinsically by a desire to teach, to impart learning, facilitate 

the growth of education and the attainment of academic goals in their students. This is 

proved in quite a number of studies (Dinham & Scott, 2000; Richardson & Watt, 2006) and 

also covered in some detail by Dörnyei and Ushioda (2011). The relationship between 

student and teacher motivation can be ‘either positively or negatively synergistic’ (Deci et al., 

1997, p. 68) and so it follows that teachers who are motivated by what they teach will be 

more motivating for their students in the way they teach. Why is this important in 

understanding the connection between authenticity and motivation? The main reason is that, 

like learners, teachers are subject to the same general principles of motivational dynamics. 

Teachers need to be able to self-actualise (Deci et al., 1997; Deci & Ryan, 1985; Niemiec & 

Ryan, 2009) and that means they need: 

 to feel competent in what they are doing (a sense of efficacy in their ability to teach 

and in what they are teaching about),  
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 to have the autonomy to make decisions about what they do in their own classroom 

(often the choice of materials will make up a large part of this as classroom content 

is essentially the bedrock of the day-to-day classroom experience of a teacher), 

 to see the relevance of what they are doing and feel it meets their teaching and 

learning goals.  

The concept of ‘relevance’ in Deci and Ryan (1985) Self-Determination Theory (SDT) shares a 

great deal of conceptual overlap with authenticity. Some of the prerequisites of 

Csikszentmihalyi’s Flow theory (1990, 1997b, 2013) also overlap with Self-Determination 

(such as control with competence and skill/challenge balance). Feedback is also an essential 

component of SDT and Flow, and this was something I also came to recognise as vital during 

the narrative of this inquiry. Flow is ‘characterized, above all, by a deep, spontaneous 

involvement with the task at hand. In flow, one is so carried away by what one is doing and 

feels so immersed in the activity that the distinction between “I” and “it” becomes irrelevant’ 

(Csikszentmihalyi, 1997b, p. 82).  

Motivation which is principally founded on immediate intrinsic rewards arising directly 

from involvement in L2 learning activity, and which is bolstered by experience of such 

affective rewards and perceptions of ability gained from prior L2 history, seems a rather 

more solid sustaining basis for continued engagement in L2 learning. (Ushioda, 1993, p. 

10)  

Although at the time Ushioda did not connect this idea with Flow, the observation was built 

on Csikszentmihalyi’s earlier research. I later connect this idea to my philosophy of teaching, 

when I realise that I am prioritising the experience of learning over actual gains in language 

proficiency (section 4.7).  

Building somewhat on Csikszentmihalyi’s Flow theory,  Dörnyei et al. (2016) have linked the 

feeling of Eudaimonia (a sense of well-being and connectedness with one’s inner-self) with 

authenticity in their discussion of Directed Motivational Currents, which are long-term 

periods of highly motivated activity that emanate from a sense of congruence from working 

towards future-self goals. These concepts are also relevant to language teaching as an 

activity requiring a great balance of skill, prolonged concentration and being a very central 

aspect of one’s identity.  

2.5.2 Factors Affecting the Motivation to Teach 
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The feeling teachers attain when learners are engaged has been shown to be one of the main 

contributors to teaching satisfaction, making the work intrinsically rewarding, potentially 

leading to a sense of Flow when teaching which, as one participant in a study by Tardy and 

Snyder (2004) expressed is ‘why I do it’ (p. 123). Looking at the longer-term aspect of teacher 

motivation, it may be more useful to think of this feeling in terms of DMCs rather than Flow, 

because the former relates to more sustained periods of activity (Dörnyei et al., 2016, p. 4). 

Thus, in certain cases, the feeling of congruence in one’s teaching approach may potentially 

lead to a sense of Eudaimonia which helps maintain the hard work of the endeavour by 

connecting a feeling of self-congruence with the activity of teaching (Bullough, 2009; 

Bullough & Pinnegar, 2009). Because teaching is often intrinsically motivated, it is therefore 

a deeply personal calling, and as an academic vocation, teaching well and liking it requires 

‘extremely high energy, focus, and total commitment’ (Bess, 1997, p. xi). This is dependent 

on the development of one’s own ‘philosophy of teaching’, which must then be aligned with 

the actual practices of the classroom if the teacher is to feel truly authentic in him or herself 

(Kreber, 2013). Although these factors influence teaching at any level, as this study focuses 

on the tertiary context it is also important to note that ‘it is less clear just how salient the 

activity of teaching is in the professor’s job description and self-concept’ (Deci et al., 1997, p. 

58), because university teaching involves a range of other activities besides teaching, such as 

conducting and publishing research.  

Teacher motivation is highly dependent on contextual factors such as faculty support, 

student ability and engagement, autonomy within the curricula and other personal factors 

such as health and mental well-being. It also fluctuates according to a temporal axis 

(Carbonneau, Vallerand, Fernet, & Guay, 2008), as does student motivation to learn (de Bot, 

2015; Ushioda, 1998, 2015). Moreover, it is fragile. Teaching is identified as being a high risk 

profession in terms of burnout, despite being less well remunerated than other high-burnout 

positions like being a lawyer or a stockbroker (Dörnyei & Ushioda, 2011). Avoidance of 

burnout is one of the justifications behind Exploratory Practice as a research approach, which 

forms a link between this Exploratory Practice and teacher motivation (Allwright, 2003, 2005; 

Allwright & Hanks, 2009).  

Despite the fact that many teachers are intrinsically motivated by their work, teachers are 

certainly not perfect Disney-esque agents who teach purely for love and the realisation of a 

lifelong dream. I am a teacher and I love teaching. I never think about how much I am earning 

whilst teaching, although I did do this when working as a bar-tender. However, if I was given 
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the choice between teaching and being a full-time novelist who could live on a self-sufficient 

island and tend to my own vineyard, I think my teaching days would soon be over. Also, there 

are, I am sure, any number of teachers who are in their profession simply from habit or from 

complacency, not to mention a great many teachers who have become disenfranchised with 

the endeavour due to a myriad of personal and contextual variables. Therefore, a large 

aspect of this study has been the creation of my own philosophy of teaching and an attempt 

to gain a better understanding of my own motivations to teach. Understanding my own 

motivation is essential if I am to investigate the synergy with the motivation of my students.  

2.6 Motivational Synergy 

I have already touched on the idea that teacher and student motivation can be synergistic 

(Deci et al., 1997), that there is an interactive, bi-directional relationship (Dörnyei & Ushioda, 

2011, pp. 190-191) which creates reciprocal feedback loops. This idea has become the main 

focus of this thesis, as it is where the interplay between authenticity and motivation seems 

to be most apparent. This is not what I set out to find in this inquiry, but this theme emerged 

as the most salient whilst other concepts aligned themselves to the research design. 

Therefore, it is worth tracing the roots of this relationship in some detail, especially given the 

paucity of language teaching specific studies related to authenticity and motivation.  

In their discussion of Self-determined teaching, Deci et al. (1997) overview a number of 

studies that show how teachers’ behaviour is influenced by their perceptions of the students 

and vice versa. For example, they cite an unpublished study by Jelsma (1982) which found 

that teachers enjoyed their work when the students were cooperative and interested, and 

when students were unruly the teachers exhibited more controlling behaviour. This type of 

authoritarian controlling behaviour has been linked to lower levels of satisfaction and 

performance in both teachers and students, and is very much an aspect of teacher and 

learner autonomy (Pelletier, Séguin-Lévesque, & Legault, 2002; Pelletier & Sharp, 2009; 

Reeve, 2009; Roth, Assor, Kanat-Maymon, & Kaplan, 2007). Other factors also affect 

classroom dynamics, for example the students’ perceptions of the same class based on 

whether or not they believed the teacher was being paid, which was intended as a simple 

way of invoking the concept of intrinsic or extrinsic motivation (Wild, Enzle, & Hawkins, 1992).  

A study by Montalvo et al. (2007) found that simply liking the teacher led to better student 

achievement and motivation. The study also looked at what the students liked about 

teachers, finding that: 
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liked teachers create a classroom environment that emphasises learning, promotes 

mastery and supports students by providing confidence-building feedback […] promotes 

student interest and cooperation, encourages them to adopt learning goals, see the 

value of school to attaining personally valued future goals and to persist when tasks 

become difficult. (Montalvo et al., 2007, p. 154.) 

Although only indirectly linked with student motivation, Carbonneau et al. (2008) found that 

‘harmonious’ passion (as opposed to the more destructive form of ‘obsessive’ passion) was 

an important part of teachers’ long-term sustainability, avoidance of burnout and 

contributed greatly to teachers’ sense of well-being, something that could be linked to a 

sense of authenticity as discussed in the previous sections.  

Crucially, Martin (2006) found that teachers enjoy their work more when they perceive that 

their learners are more motivated. Although thorough, this quantitative study was based on 

the teachers’ perception of their students’ motivation utilising a parallel version of Martin’s 

40-item Student Motivation and Engagement Scale which was adapted for administration to 

the 1,019 participating teachers. One reported finding was that male teachers tended to 

report higher student motivation than female teachers, which for me highlights the lack of 

detail in favour of quantifiable generalisations that, as Ushioda has argued, ‘focuses not on 

differences between individuals, but on averages and aggregates that lump together people 

who share certain characteristics’ (Ushioda, 2011b, p. 12). So, although this is an important 

study, it comes from a methodological background that focuses on quantifiable results, 

presumably because these tend to be more widely accepted by academic journal editors 

(Hyland, 2015), and thus the research is less about teachers and their practices than 

researchers and their publications. This has led for a call for teachers themselves to conduct 

research that ‘focuses the lens more sharply on how motivational and metacognitive 

processes develop through dialogic interactions around particular cognitive or linguistic 

problems in the L2 learning process’ (Ushioda, 2014, p. 46). I will revisit this criticism in the 

justification for my research design in the next chapter, but it is also worth noting here that 

Exploratory Practice seems especially well-suited to exploring these types of links. For 

example, speaking specifically about authenticity, Akyazı (2016) explains in the rationale for 

her study that: 

I often question what students feel about being made to talk about topics that they may 

not have an interest in or familiarity with, and talking for no other reason than to please 
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the teacher; I strive to make language learning a more authentic, meaningful and 

enjoyable experience. (2016, p. 191)  

Returning to the concept of motivational synergy, in the same volume as Deci et al. (1997), 

Csikszentmihalyi postulates that students will certainly be able to recognise whether their 

teacher enjoys his or her work.  

If a teacher does not believe in his [or her] job, does not enjoy the learning he [or she] is 

trying to transmit, the student will sense this and derive the entirely rational conclusion 

that the particular subject matter is not worth mastering for its own sake (1997b, p. 77).  

He goes on to state that teachers (specifically university professors) who do not enjoy the 

work of teaching serve only to ‘spread cynicism down another generation’ (pp. 77-8). 

However, the onus must not lie exclusively in the teacher as this denies the agency of our 

learners. Dörnyei and Ushioda observe that teacher motivation is neither an ‘antecedent or 

a consequence’ of student motivation, but a bilateral and interdependent process of 

exchange that ‘may best be captured within a complex dynamic systems framework’ (2011, 

p. 191). Therefore, convergent or divergent might be useful ways of describing this 

phenomenon. 

2.6.1 Convergence and Divergence 

From a complex systems perspective, it would be reductive to talk about an entire class to 

be ‘synergised’ with the teacher intrinsically, as the reality is that learners will always 

experience the class differently and some will be highly motivated at one point whilst others 

experience positive motivational charges to a much lesser extent as a social phenomenon. It 

may be more helpful to talk about teacher-student motivational synergy from the point of 

being either convergent or divergent, borrowing concepts from accommodation theory 

(Gallois & Giles, 2015; Giles, Coupland, & Coupland, 1991). In other words, when the 

participants all work together towards the same educational goals in the class this could be 

described as mutually accommodating or convergent. More realistically, the class may be 

predominantly convergent, meaning not all of the participants but certainly the majority are 

working together and share the teacher’s fundamental aims. At other times, the class may 

be partially divergent, meaning that there are some students who share the teacher’s aims 

and are synergised with his/her motivational orientation, however there are many other 

directions in the class. It may also be possible that this orientation could develop a rebellious 

orientation, in which students align their energies against the teacher or the content. This 
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then becomes a power-struggle, something that many teachers around the world, especially 

those working in state education, may recognise as a constant force in their teaching 

contexts. The final scenario is then fully divergent, when nobody is working towards the 

teacher’s aims and perhaps everybody in the class has their own orientations, or alternatively 

there are no discernible orientations which could also lead to divergence of this kind, as there 

are no discernible aims to gravitate towards. These scenarios could be represented in the 

following way.  

 

Figure 2:5 Fully convergent class 

 

Figure 2:6 Predominantly convergent class 
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Figure 2:7 Partially divergent class 

 

Figure 2:8 Divergent class 

Of course, these diagrams are oversimplified, and it should be noted that ‘divergent aims’ do 

not represent a set of shared aims that the students are all moving towards. Rather, 

divergent aims represent either a lack of clear aims, or simply a lack of convergence towards 

the aims of the teacher and the class. A further complication would arise if the teacher is 

unsure of his or her aims for the class. This is why it is essential to have at least a strong sense 

of one’s philosophy of teaching in order to underlie each lesson, as this can provide a focus 

for class synergy, if properly conveyed to learners.  
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2.6.2 Synaptic Crossings 

This inquiry focuses mainly on times when the students and teacher were able to work 

together in harmony; a state of positive motivational synergy that resides as the final overall 

impression of the class and has possible long-lasting effects on the students mid to long-term 

motivational dynamics. In the narrative, this will be referred to as motivational synergy, 

defined in this inquiry as basically a period of lesson-time in which the teacher and students 

appear to unite their motivational energies in a social act of mutual validation, or social 

authentication (following van Lier, 1996). At such times, although there may be one or two 

students who invest at a lower level in this process of synergising, overall the class as a whole 

are ‘on the same level’ as it were and working with each other for the same basic educational 

outcomes. The creation of these synergies is dependent on what I will label synaptic 

crossings, usually in the form of bidirectional feedback that facilitates positive charges of 

emotion and encourages positive motivational behaviour towards the class. John Hattie 

suggests that feedback should be thought of as something received, rather than given (2012, 

p. 122). Furthermore, his large-scale meta-analyses of empirical studies in education have 

revealed that the students are the main beneficiaries of feedback received by the teachers, 

especially if this feedback tells teachers something about their impact on the students’ 

learning (2008, pp. 181, see Hattie, 2012 for further expansion). This is particularly important 

in light of events from the spring narrative which I discuss in section 4.11, involving the 

institutional evaluation.  

A second essential aspect to synaptic crossings is the exchange of energy, specifically energy 

return on investment (EROI). This is a term taken from physics and ecology, often used to 

explain the efficiency of fuels. For example, oil and gas have high EROI, which has led to great 

economic prosperity since the industrial revolution. However, as the fuels diminish, the 

amount of energy required to extract them goes up, which reduces their EROI and could lead 

to serious economic problems (Heinberg, 2005). Energy is fundamentally defined as the 

ability to do work, and EROI is very basically the payback received (Costanza, 2013). If the 

EROI of a fuel is 1.0, this means that for every kilowatt of energy I put in, I get back exactly 

the same amount in terms of work.  

In terms of teaching, I apply EROI to refer to the amount of energy a teacher invests in the 

class, and how much energy (work) is returned by the students. I hypothesise this to be the 

way that social authentication is forged. If there is a high congruence between teacher and 

learners, this creates a close synergy with reciprocal and mutually beneficial energy flow. At 
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other times, unresponsive learners mean that a teacher will naturally reduce the amount of 

energy they expend on a class, which in turn has a knock-on effect for motivation. The same 

is true for students; if the student works hard but does not feel their investment is 

reciprocated by the teacher (or other members of class), they will naturally reduce the 

amount of energy they expend as a reaction grounded in self-conservation. In other words, 

positive synergy means a high EROI, with students and teacher perceiving energy returns 

that are congruent with the energy they invest. In this way, synaptic crossings feature 

feedback and the transfer of energy into work. For simplicity, we could imagine work as the 

final product of motivation.  

Following this description, the most pressing question would seem to be ‘how does a teacher 

know if his or her class is synergised?’ This brings me to the question of indicators of synergy, 

around which the narrative at the centre of this inquiry is structured. 

 

2.6.3 Indicators of Synergy 

Authenticity comes from the Greek word authenteo which meant ‘to have full power’ 

(Dörnyei et al., 2016, p. 110). The word is made of two parts; auto- means ‘self’ and hentes 

refers to the doer or being, and thus has etymological roots with autonomy (self and nomos 

as in law, self-governing). As I have already shown the necessity of autonomy for motivation, 

it should be clear how authenticity is also implied as a prerequisite for motivation. As such, 

one of the main links between authenticity and motivational synergy comes not from any 

data, but from how the interactions are conceptualised. Thus, collecting evidence for 

synergies is not the primary aim of this study (see Chapter Three for an expansion on the 

justification for this inquiry). However, it is unsatisfactory and unscientific to simply say that 

a practitioner ‘just knows’ when his or her class is synergised, and to base the inquiry on 

subjective observations alone. Researchers, particularly those with a preference for 

positivistic methods which seek to find conclusive findings that represent an objective ‘truth’, 

based on empirically tested and generalizable evidence, may well question the notion of 

motivational synergy as a socially constructed sense of shared positive energy in the 

classroom, especially in the light of how I am conceptualising the central constructs; if simply 

defining the constructs is elusive, surely finding evidence for them would be fraught with 

difficulties. However, there are well-documented precedents for this form of socially 

constructed authentication. Although the nature and design of this inquiry naturally resists 
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the positivist notions of ‘truth’ and ‘proof’, I do draw my observations from what I label 

indicators, which I argue are a form of observable evidence that, when combined together, 

allow me to make critical observations regarding the dynamics of authenticity and 

motivational synergy. 

These types of indicators themselves have an established position in educational philosophy 

and SLA research. Sociocultural theory, for example, draws on the theory that learning is a 

collective process, and does not happen according to a simple pattern of development. Such 

a theory is inherently difficult to observe in action, which is why Vygotsky (writing shortly 

before his death in 1934) said that uncovering ‘the internal relations of the intellectual 

processes’ was ‘analogous to the use of x-rays’ (1978, p. 91). Vygotsky felt it was of primary 

importance to uncover these processes, which on the same page he referred to as complex 

and dynamic. Despite the difficulty of finding so-called ‘hard evidence’ for sociocultural 

theory, it has become an established part of educational philosophy and is also very strongly 

interwoven into theories about second language learning (Lantolf, 2000b). As Kramsch puts 

it, many scholars ‘rejected the binary oppositions of mind and body, individual and society, 

text and context, Self and Other. For them, the great question was: ‘What is it in language 

that binds individuals into groups and at the same time enables individuals to exist as selves?’ 

(2000, p. 139). Recently, the sociocognitive aspect of language learning was explored in an 

edited volume by Batstone (2010), which develops a synthesis between more traditional 

cognitive approaches to SLA with perspectives that prioritise social processes of interaction.  

In this inquiry, I used the following observable patterns of behaviour and data sources as 

indicators of synergy in order to add veracity to my observations. 

1. Group dynamics and intragroup behaviour – drawing on sociocultural theory and 

social identity theory, the idea that groups are likely to attempt to converge in terms 

of their wider social aims is deeply rooted in our evolutionary history. In other words, 

working together is not just a simple choice, but something that could be hardwired 

into our genetic makeup because the ‘proliferation of group-beneficial behaviours 

[had substantial effects] that were quite costly to the individual altruist’ (Bowles, 

2009, p. 1293). Thus, whilst there will always be those outliers who do not concord 

with the main group, in general group-wide behaviour is easily observable within the 

classroom (Dörnyei, 1997; Dörnyei & Murphey, 2003; Murphey, Falout, Fukada, & 

Fukuda, 2012; Tudor, 2001).  
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2. Student’s on-task engagement – this is something a teacher becomes very attuned 

to as he or she walks around the classroom. It is easy to tell whether the students 

are talking in English or Japanese, especially with intermediate students who are less 

adept at switching from one language to the other quickly. It is also possible for me 

to tell whether the students are working on the task even when they are 

communicating in Japanese, as although my Japanese is far from advanced I do at 

least have a working proficiency in the language. In the CALL room, where over 50% 

of the lessons took place, the teachers’ screen shows a thumbnail view of whatever 

the student is looking at, along with the icon for the program they are using. Thus, it 

is easy for a teacher to see if a student is on YouTube or a social networking site 

when they ought to be working on PowerPoint or editing a video. Broadly, the idea 

of on-task engagement may also be linked to the concept of practitioner validated 

motivation, discussed briefly in section 2.3.4. Teachers also become very attuned to 

the way a student may glance in their direction, monitoring them to see if they are 

coming closer. This is actually a very primitive level of awareness that dates back to 

our earliest evolution. We can often sense when another organism is being vigilant 

of our presence or not, as this is an essential skill for hunting (New, Cosmides, & 

Tooby, 2007). In other words, we have evolved to know or sense how others respond 

to us. This connects also with the concept of empathy.  

 

3. Empathy and mirror neurons – recently, studies into empathy have been able to 

benefit greatly from insights into how the mind works, learned from neuroscience. 

This has developed alongside the discovery of mirror neurons, which are neurons in 

the brain that fire when an action is performed and also fire in the same way when 

the action is simply observed. The most famous example comes from 

neurophysiologists working in the University of Parma, who observed that rhesus 

monkeys fired the same neurons when they observed another grasping or eating. In 

effect, the monkeys saw another eat and their mind reacted as if they had also eaten 

(Iacoboni, 2009). This has become largely one of the scientific bases for 

understanding human empathy. In this inquiry, empathy is very relevant as it 

concerns how individuals react to others and synergise their feelings together in the 

furtherance of a collective goal. From the teacher’s perspective, empathy is one of 

the cornerstones of facilitating and being a good leader (Rogers, 1961). Using mirror 

neurons as a key piece of evidence for social cognition, D. Atkinson (2010) claims 
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that ‘[m]irror neurons may further provide a neural basis for imitative learning and 

behavioural synchronisation’ (2010, p. 26). Empathy also connects strongly with 

group dynamics, and there is evidence for ‘emotional contagion’ which is the 

phenomena where feelings are copied by individuals and spread through groups 

(Hatfield, Cacioppo, & Rapson, 1993). Empathy and its relationship to group 

dynamics and social authentication will be examined in more detail throughout the 

inquiry. 

 

4. Intuition – contrary to popular belief, it is not unscientific to speak of intuitively 

knowing something (Hodgkinson, Langan-Fox, & Sadler-Smith, 2008; Lieberman, 

2000; Lieberman, Jarcho, & Satpute, 2004 ), especially from a practitioners’ 

perspective (T. Atkinson & Claxton, 2000). As I will discuss later, intuition became 

something that I experimented with as I attempted to make my lessons more 

learner-centric. The feeling of intuitively knowing something is based largely on 

experience, and develops over time to become more reliable. Intuition itself is 

constructed upon subtle yet observable indicators that arise from contextual social 

interactions. However, the danger of intuition is in not knowing its limitations, or in 

using it to allow the fossilisation of untested assumptions.  

 

5. Performance indicators – based on the pedagogical data collected from students, I 

have been able to make certain observations which can be used to infer broadly 

about the participant’s motivation and investment in a given task or topic. Naturally, 

it is not possible to make specific claims from these, but by looking at the quality of 

work and the amount produced, I have been able at times to further triangulate 

observations regarding the students’ individual and collective levels of motivation 

towards the class. A further benefit of this type of data is that I am able to analyse 

the data in other ways, in order to look at the learners’ development in language and 

communicative skills. In this way, performance indicators are an important part of 

this inquiry.  

 

6. Feedback – perhaps the most important and conclusive indicator for synergy is the 

feedback I received from students, and also institutional feedback. Sadly, the idea of 

meaningful feedback is further fraught with complications (as I will discuss Chapters 

Four, Five and Six). However, feedback comes not just in the shape of formal 
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assessments and comments on work, but also as socially interpreted reactions 

during informal discussion with both students and colleagues. As Denise, a 

participant in Allwright and Hanks’ research, exclaims ‘[discussing] with other people 

who are involved in the same process that we are help[s] us to see our own 

pedagogic practice from a different perspective’ (Allwright & Hanks, 2009, p. 228). 

One form of feedback that I relied on heavily was reflection, in other words self-

generated feedback. I utilised reflection myself as the main source of data in the 

study, but I also heavily incorporated reflection into the students’ workloads and 

even conducted self-assessment for class-participation. This is something strongly 

advocated for Exploratory Practice research (Allwright & Hanks, 2009, p. 26), and 

also aligns with Ushioda’s recommendation for conducting classroom research that 

examines ‘how processes of motivation may interact with the metacognitive 

dimension of language learning’ (2014, p. 31) 

 

Figure 2:9 is a visual representation of these six indicators. When making claims about the 

motivational orientation of my learners in the narrative, and indeed throughout this inquiry, 

I am generally drawing on not just one of these indicators, but the general notion of 

indicators as an array of dynamic interacting processes that contribute to my understanding 

of the classroom ecology. 

 

Figure 2:9 Visual summary of indicators of synergy 
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These indicators of synergy are likely to be apparent only in retrospect, in keeping with 

complexity approaches to observation (Larsen-Freeman, 2015; Larsen-Freeman & Cameron, 

2008b). Also, although I label these as retrospective indicators of synergy, they are 

simultaneously thought to represent prerequisites for the creation of synaptic crossings of 

positive motivational synergy. In other words, these are the channels through which 

motivational synergy is created and also the way it can be retrospectively observed. Synaptic 

crossings are the dynamic and multifaceted processes in which social authentication is 

achieved.  

In terms of teaching, during the course of a normal class the teacher may engage with the 

students at different points throughout the lesson. At some of these points, the students 

receive feedback and there is a sense of energy investment in the task of learning. When 

teachers see students working hard on tasks, or get feedback from the students (for example, 

students looking alert, listening when the teacher talks, asking questions) they intuitively 

recognise this as a return on their investment (EROI). These moments, when feedback is 

exchanged and energy is invested in the learning, are synaptic crossings. Synaptic crossings 

are the individual moments of connection between people in the classroom ecology, and as 

such they happen repeatedly in short sequences throughout the class. Furthermore, such 

synaptic crossings are not limited to exchanges between students and teachers; students 

working in groups also create synaptic crossings by displaying their investment in the learning 

process to their peers. Each synaptic crossing contributes to the overall process of social 

authentication.  

I argue that teachers often intuitively recognise such moments in the classroom, and this is 

how we know if a class is generally motivated or not. We can tell what the attractor state of 

a class is from these intuition-based observations. By using indicators of synergy, I have 

attempted to retrace this complex constellation of classroom events and to reflect on its 

nature in order to gain a deeper understanding of the connection between social 

authentication and motivational synergy.  

These initial indicators for synergy will be the basis for many of the reflections that I make as 

I discuss the interaction between my motivation and my students’. However, clearly there 

will be a limit to the type of conclusion I can draw from such observations and therefore I 

must be careful when making generalisations, especially when I discuss how the observations 

can be used to achieve a kind of praxis between the theoretical framework presented in this 

chapter and the final practical suggestions presented in Chapter Six.  
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2.7 Conclusion 

In summary, I have attempted to establish that definitions of authenticity needed to reflect 

the modern context of international language use around the globe. In overviewing some of 

the definitions and important concepts that contribute to authenticity, I found that for many 

decades, scholarly definitions of authenticity had attempted to acknowledge that a simple 

‘native speaker’ definition was in no-way tenable. However, I also argued that current 

definitions were not overtly inclusive enough of international varieties and therefore I 

presented an authenticity continuum and adopted a much more philosophical concept of 

authenticity, something that relates to how a person ‘genuinely feels and believes’ (van Lier, 

1996, p. 6). Instead of authenticity relating purely to the origin and function of a piece of 

material or learning task, I proposed that authenticity be considered as something which 

incorporates both contextual, social and individual aspects. I then briefly looked at how 

motivational theories have evolved to include more dynamic variables and base my 

understanding of motivation around the need for ontological studies.  

In faithfully following Ushioda’s work I have come to regard motivation as something that 

needs to be understood qualitatively at a personal and individual level, yet also incorporating 

wider social and contextual elements. Therefore, I have conceptualised the motivational 

aspect of this research through the lens of complexity theory and employed what Ushioda 

(2016) terms a ‘small lens’ approach. However, my personal starting point or puzzle 

developed around my own shifting identity as I tried to make sense of the issue of 

authenticity as a teacher adjusting to a changing ecology and steadily evolving professional 

landscape. In this way, authenticity will provide the belief about what my inquiry is looking 

for, and motivation provides the belief about how to look for it. In the next section, I will 

present the evolution of my research design and explain the narrative of how the present 

inquiry unfolded around itself in an organic fashion. I argue that this natural evolution of the 

research design was a necessary component of the originally inductive approach I took to 

this inquiry.   
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3 Research Methods: The Evolution of my Design 

Most ESOL teachers are natural researchers. We’re used to working out the needs of our 

students, evaluating the effects of particular approaches, spotting things that work or 

don’t work and adjusting our teaching accordingly. Very few teachers approach their 

work mechanically and nearly all of us reflect on what we do in the classroom.  

                                                                                                               K. Richards (2003, p. 232) 

3.1 Introduction and Overview 

This inquiry is a hybrid combination of Exploratory Practice, Evidence-based Reflection and 

autoethnography which are employed to create a narrative based on my professional 

development. This narrative is intended to shed light on the evolution of my philosophy of 

teaching as my professional identity alters based on several contextual changes in both my 

personal and working lives. At the heart of my philosophy of teaching is the belief that 

motivation is one of the central components of successful language learning, and that social 

authentication is an essential aspect of creating a culture of motivation and mutual 

investment in the classroom. Exploratory Practice was chosen mainly because of its focus on 

improving the ‘quality of classroom life’ (Allwright, 2003, 2005). It was also selected because 

of the emphasis on what Allwright and Hanks (2009) refer to as ‘pedagogic data’, or data 

arising naturally as a result of the teaching and learning which comes from students’ work 

done in class. 

In this chapter I will present the rationale for my approach, a detailed description of the 

original design and a narrative of how this design changed and emerged as I responded to 

the unfurling research context and insights that the inquiry offered. I will present a detailed 

description of the context of the inquiry in time and space, as well as the participants (myself 

and the 25 learners). Finally, I will detail the collection and analysis techniques used to 

harvest and process the large data set. As one of the most important contributions to 

knowledge that this inquiry is seen as making relates to the method itself, this chapter 

attempts to map out the many stages in the design in some detail.  
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3.1.1 Where are We and How Did We Get Here? 

As I discussed in Chapter One, the starting place for the puzzle at the heart of this inquiry 

was the ‘authentic high-point’ in my teaching career. After choosing to examine why I felt 

the DCT class in 2012 had been so successful, I identified ‘authenticity’ and ‘motivation’ as 

the main reasons for its success. I had already begun to explore the concept of authenticity 

in my own research, and I decided to launch a further inquiry on a class I was going to teach 

in 2014.  

In the DCT class I was able to encourage my students to produce work which went ‘beyond 

the walls of the classroom’ and had a direct interaction with what I called the ‘real world’. 

For me, this was part of the spectrum that made the class authentic, but there were other 

factors at play also. One of my lasting memories of DCT was the students’ level of 

engagement and responsiveness to the ideas we discussed. The extremely high quality of the 

final video projects seemed to me to be an indication that the students were very motivated 

and had worked hard in the class. Looking back at my experience of actually teaching this 

class, I seemed to have been experiencing a state of Flow (Csikszentmihalyi, 1997a), and I felt 

that this was, on the whole, mutually experienced by the learners and was therefore socially 

constructed. I have now come to view this phenomena as social authentication (following 

van Lier, 1996).  

In retrospectively analysing a successful class I identified a possible connection between 

authenticity and motivation which stemmed from the relationship between the students’ 

and teacher’s experience of the learning environment, content and materials. From this 

position I tried to gain a deeper understanding of what authenticity is, specifically from the 

context of English as an international language, and to examine how it could relate to 

motivation as a complex dynamic system.  

3.1.2 Evolution of the Design 

David Silverman uses the term ‘natural history’ to describe a modified research methods 

chapter in which the story of the research is presented as a natural process and reported in 

an engaging way. Although I use Silverman’s idea, I have changed the name for my section. 

This is mainly because the words natural history have an unshakeable connection with 

dinosaur skeletons for me (in a good way!) from visits to the natural history museum in 

London as a boy, and Silverman is using the term to get away from metaphorical dinosaurs 

(in a bad way) or as he sees it the ‘dull to read and write…. desperately boring methodology 
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chapter’ (Silverman, 2013, pp. 305-306). Partly as a reference to the natural history museum 

I am calling this chapter the evolution of my design. It is basically a natural history of the 

research design and implementation, the story of my best laid plans and my responses to the 

inevitable ‘difficulties and dead ends that we all experience’ (Silverman, 2013, p. 306). I use 

the word evolution to suggest an organic and natural process of adapting to the ever 

changing environment in which the research took place, and I use the term design both in 

reference to the research design and also to suggest that there was an intended process and 

outcome. The words evolution and design do not tend to sit well together in theological 

discussions, and that tension was also present in my mind when I chose the name for this 

chapter. 

The choice of approach to collecting research was one which caused me quite a considerable 

amount of consternation when I embarked upon the PhD in February 2013. I had initially 

wanted to do a case study, envisaging myself as a researcher, because I did not want to be 

too much part of the phenomena I was observing so that I could avoid any kind of ‘observer’s 

paradox’ and I felt I should avoid subjectivity. I was specifically worried about my own 

strongly formed ideas about authenticity bleeding into my research and collecting data not 

based on the actual beliefs of the participants but on what the subjects believed I wanted to 

hear. This issue had also informed my research design in other studies, especially my MA 

thesis, and admittedly I was never truly comfortable with that type of research as it did all it 

could to avoid the role that I primarily identified with; that of teacher. Instead I had to be a 

researcher, which I did not want to see as being mutually exclusive. Although case studies 

do not necessarily require the researcher to be an outsider or to leave completely their 

persona as a teacher, for me it was a thin line, perhaps because of my teaching style or 

because of my growing interest in classroom research.  It was not until tutorial discussions 

got underway with my supervisor that I realised the so called observer’s paradox could in-

fact be viewed differently and reimagined as something positive, if thought of in terms of the 

teacher/researcher’s role. The term reflexivity was better suited to describing the process. 

Julian Edge explains that, as he sees it, reflexive teaching has ‘cast the mould for our vision 

of what it means to be a teacher’ (2011, p. 14), and this is mirrored by Keith Richard’s 

comments which I used to start this chapter. Teachers are researchers, because as a teacher 

one must constantly question one’s own rationale and try new things out. As I was 

undergoing a very dramatic change in my professional identity, I was also about to find my 

own ‘philosophy of teaching’ (Crookes, 2009). It might be a cliché, but it is certainly very true 

that ‘to teach is to learn’. This is what makes the act of teaching very reflexive and very 
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exploratory. Creating a link between our beliefs and our actions is how we achieve praxis 

(Crookes, 2013). It was always my intention that my PhD should help me to improve my own 

practice, and so this is a central part of the justification of this inquiry. Although improvement 

is not the main aim of Exploratory Practice, if development occurs as a result of gaining a 

deeper understanding, this is generally seen as positive (Allwright, 2005, p. 361). 

As such, I quickly rejected the detailed plan for the case study which I had developed in order 

to gain a place on the PhD program at Warwick in favour of practitioner-based inquiry. I 

began learning more about Exploratory Practice and reflexive teaching because they 

advocate self-reflection and do not require any particular catalyst or change in the order of 

the classroom. As such they are quite ‘safe’ in that students are not being compared and 

their educational experience is not being used as a control group for that of another. 

Contrary to how it sounds, students who are part of an exploratory study are not guinea pigs. 

Specifically, it seemed unethical to me to assign a group of students to an ‘inauthentic’ 

control group or to purposefully use materials which I felt were not authentic. I was not trying 

to problematize my own teaching or make specific improvements, rather I wanted to 

understand the mechanics and underlying values from both mine and the students’ 

perspectives.  

When I was reading Li (2006) I became much more aware of the fact that I would not be 

required to leave one persona at the door when I entered the classroom. Her article was 

fascinating for me for two main reasons. Firstly, she makes a connection between 

Exploratory Practice and the developments in motivational research from a social-

psychological approach to one which centres more on the educational setting, with a focus 

on examining ‘classroom reality, and identifying and analysing classroom-specific motives’ 

(Dörnyei, 1998, p. 125). This is an interesting connection, since the reason for my adopting a 

practitioner research inquiry was due to my beliefs about how research into motivation 

should be conducted. Secondly, Li’s article takes van Lier’s call for balanced teaching, by 

which he means that lessons are made up of ‘both planned and improvised elements’ (van 

Lier, 1996, p. 200) and develops this into a plea for balanced research. Li suggests that 

researching, like teaching, is also a creative and dynamic process which requires the 

teacher/researcher to make intuitive decisions as things unfold. It is not always possible to 

stick to the plan, and indeed it would actually be detrimental to the research if the 

teacher/researcher were not able to adapt to contextual and situational occurrences that 
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could not have been foreseen.  She also developed this idea further into the 3E Framework 

(Li, 2007): 

 

Figure 3:1 Li's (2007) 3Es Framework for balanced research 

It was in reading about Li’s experiences with Exploratory Practice and in discussions with my 

supervisor, as well as conducting wider reading, that I became interested in this approach 

for my own research inquiry. However, I still had some reservations. In the next section I will 

address my concerns about adopting the Exploratory Practice approach, and explain in more 

detail why I decided to choose it for my inquiry.   

3.1.3 The Observer’s Paradox 

To obtain the data most important for linguistic theory, we have to observe how people 

speak when they are not being observed. (Labov, 1972, p. 113) 

One reason behind my aforementioned consternation was the so-called observer’s paradox. 

This paradox goes beyond linguistic research and permeates through nearly all scientific 

fields, including quantum physics. For example, in Young’s Double-slit experiment light was 

found to alter the way it behaved (either as a wave or a particle) after particle detectors were 

employed. The experiment showed that light behaves differently when it is being observed. 

Having a sensor placed at the experiment produced one type of result, but not having the 

sensor produced a different result even though no other factor was altered. To date it is not 

yet fully understood why the light behaves differently depending on whether it is being 

observed, but it has led scientists to theorise about the possibility of alternative dimensions, 

sometimes known as the multiverse (Greene, 2011).  I provide this example simply to 

illustrate that even the so-called ‘hard’ sciences come up against this paradox, and not 

understanding it well led me originally to conceive of my research as a project in which I 

would leave my teaching persona at the door and become a researcher.  

Expectation

•To elicit 
students'expectations 
about tasks to be done

Experience 

•To document 
students'motivational 
experiences of doing 
tasks

Evaluation

•To explore 
students'overall 
evaluations ofthe tasks
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I was very happy when I learned that the paradox can be turned on its head through the lens 

of Exploratory Practice because in this type of research the teacher/researcher 

acknowledges both personas and tries simply to understand more about what is happening 

in the classroom. It was this that led me to my current line of inquiry, since my research is 

based on my own teaching, the basic starting point was to look at something I have done or 

am doing in the classroom and frame it as a puzzle, then working from that point try to 

deduce what I need to know and what data I need to gather in order to gain a better insight 

into the nature of the puzzle. Rather than trying to ‘solve’ the puzzle, the aim of this inquiry 

is to inform my own practice through a much deeper understanding of the situation and the 

perspectives of the main stake-holders (myself as the teacher and of course the students as 

the learners). Therefore, I am also part of the puzzle and I would like to be able to observe 

what my impact on the learners is, with a view to continuing my own growth as a teacher. In 

learning this, I hope to not only develop my own practice but to also contribute valuable 

insights into best practice in general and lend further credibility to the observable benefits 

of reflexivity in language teacher education.  

 

3.2 Rationale 

The original intent behind this inquiry in terms of its contribution to research, was to 

empirically establish the links between authenticity and motivation in language teaching. As 

my understanding of the constructs under investigation deepened, and as I embarked upon 

my own ‘quest for authenticity’, I came to realise that the two were already so tightly 

interwoven conceptually as to make my initial attempt at proving this connection neither 

practical nor desirable. Authenticity is structurally a part of motivation just as motivation an 

inevitable consequence of authenticity (Dörnyei et al., 2016; Kreber, 2013; Vannini & Burgess, 

2009). Weigert (2009) even goes so far as to claim that authenticity is a ‘master motive’ for 

social interactions. If such is the case, then what forms the basis of this inquiry?  

The main purpose of conducting this inquiry was to make sense of my own development; to 

try to understand why the DCT course was so successful; to examine if I could ever recreate 

those conditions; and if so to what extent they could be turned into practical lessons for 

teacher education and techniques to empower students in their own learning. This rationale 

is later expanded on in this inquiry, when I discuss the main findings of this study and its 

wider implications (see Chapter Six, particularly 6.7). Another potential contribution from 
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this study is the method itself, which was developed as a response to the call for more emic 

insights into teacher development as a classroom-based process (Kumaravadivelu, 2012; 

Ushioda, 2016; van Lier, 1988 ; 2007). I have also been able to apply a similar version of this 

methodology in order to retrospectively examine the DCT class itself, which could almost be 

seen as a pilot study for the current inquiry (Pinner, forthcoming).  

In examining two very important yet complex phenomena such as authenticity and 

motivation, one of my biggest problems was being able to maintain a grasp on the gestalt 

nature of the phenomena at the heart of my inquiry. In order to maintain this, I often found 

that every aspect of my life, both personal and professional, seemed to take on meaning and 

become highly relevant. This is rather inevitable, due to the way I am conceptualising 

authenticity and motivation as complex dynamic factors which are the sum of many parts, 

and due to my choice of adopting complexity theory as an underpinning framework for the 

investigation. However, such a view poses many troubling logistical and ethical problems in 

terms of keeping the study on-track, useful and manageable. To put it simply, one of the 

major difficulties I faced was the balance of quantity and quality. I had to collect so much 

data in order to draw from all the relevant sources, and even then, those I was able to draw 

from were not able to fully capture the complexity of the phenomena I was attempting to 

investigate. At the same time, I needed to find areas to focus the inquiry in order to do justice 

to the qualitative approach and keep the narrative coherent. This is something I was painfully 

aware of right at the beginning of the collection phase, as the following comment from my 

Research Journal shows: 

I feel a great sense of panic that my PhD data could end up as a meaningless avalanche 

of dusty sheets of paper. (TRJournal 15/4/14) 

In this extract I was reflecting on the large data-set of mainly pedagogic materials I had 

amassed from previous classes and what a shame it was that I had rarely been able to turn 

these into formal studies or write-ups. However, I knew that simply because of the length of 

time that would pass between conducting the class/collecting data and writing up, any data 

I collected for this inquiry would no doubt lose some of its meaning and saliency. As the dust 

collects, I teach other classes and my interest and passion shifts to something else. Also, as 

time passes, the data becomes harder to interpret, the rationale for its use or collection lost 

in the memory, or buried in some scribbled note which no longer makes a great deal of sense. 

In some way there is an aspect of deixis to the logs and field notes of the classroom 

researcher; an element of context which loses clarity as time moves away from the actual 
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event. This is somewhat ironic due to the emphasis on context required for complexity 

theory approaches (King, 2016a; Larsen-Freeman, 2011; Ushioda, 2015). Based on this, I 

decided to collect new data from a new class and be more methodical about collection. I 

would analyse the data while it was still ‘hot’ and while it still made sense. This is also an 

important part in the management of autoethnographic data (Chang, 2008). Of course, 

analysis-as-data was an inevitable part of the research design, because in constructing my 

narrative I was engaged in narrative knowledging (Barkhuizen, 2011, 2013b), and the 

collection and analysis therefore were often one and the same thing. However, this was only 

the first part of the process. The second stage was a more detailed analysis, and in this stage 

I also wanted to be more inclusive of my students and their experiences. This is when I went 

‘wading’ back into the ‘sea of data’ collected from pedagogical materials and other sources, 

and this process became something like an archaeological excavation. Finally, the writing-up 

processes also became a stage of analysis, as I began to consider what communicable 

findings I could present and how to situate them in context for a reader coming from outside.  

 

3.2.1 Motivation Paradigm 

In the popular book Freakonomics, Dubner and Levitt (2005) explain that until recently, the 

common view of economics had been that people were motivated by incentives, perhaps 

best exemplified by the apocryphal idea that the more money a person earns the harder they 

will work. This is actually not the case, and in fact experiments which have been replicated 

several times and in several countries have found that larger monetary incentives actually 

have a negative effect on performance in tasks requiring even a small amount of cognitive 

processing (Ariely, Gneezy, Loewenstein, & Mazar, 2005). Such findings showed that larger 

incentives have the effect of limiting focus and are thus demotivating to some extent. The 

main requirements for motivating people and increasing their performance, according to the 

experiments cited Dubner and Levitt (2005) and also the bestselling book by Daniel Pink 

(2009) are autonomy, mastery and purpose. I show this example to highlight the danger of 

oversimplifying complex dynamic systems such as motivation, and to demonstrate that basic 

assumptions which may seem at face value to make sense (more money = work harder) 

rarely carry water.  

Economics tends to take a quantitative approach through the necessity of its particular 

branch of science. But what about language motivation research? Mostly it is also 
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characterised by the same type of positivist research. Whilst this has led to some fascinating 

insights and large-scale research projects (see for example Dörnyei & Csizér, 1998, 2006) it 

is not always conducive to getting a clear picture of what exactly is going on in L2 motivation 

at the ground level and in some way ‘depersonalises learners’ (Ushioda, 2009, p. 216). In fact, 

the very idea that we might ever be able to fully understand this complex and dynamic 

system is probably rather optimistic. However, Ushioda and others (Bandura, 2001; Larsen-

Freeman & Cameron, 2008a) advocate a more qualitative approach, and certainly current 

trends in L2 motivational research are moving towards an understanding based more on 

complex dynamic systems (Dörnyei et al., 2015b; Muir & Dörnyei, 2013; Ushioda, 2013b) 

which require an understanding of people as individuals within complex social settings. It is 

partly as a response to this call for more research which takes into account the individual 

and their social contexts that led to the design of the current inquiry. The relationship 

between motivation and authenticity is the main focus of the research questions, but 

whereas my beliefs about authenticity shape my teaching and the materials I use to facilitate 

learning with my students, my interest in motivation is the driving force behind my research 

inquiry and thus my beliefs as a researcher about motivation have led to the current design.  

 

3.2.2 Puzzling (Research Questions) 

K. Richards (2003, p. 235) recommends a descriptive approach rather than an interventionist 

one, and thus I have been constantly revisiting my own questions as I conducted this research. 

In the first month of starting this inquiry, when I was planning the new design, I came across 

a very enlightening example in K. Richards, Ross, and Seedhouse (2012, p. 5) which helped 

me to realise that I was embarking on a very complex quest. In a section about how to narrow 

down the research questions, the authors provided some bad example dissertation titles 

which were much too broad. Of course, one of them was dealing with authenticity and 

motivation – the two topics at the heart of this inquiry. 

In order to ensure my questions were a little more manageable and also that I was following 

the right procedure with my general research design, I utilised a technique suggested by K. 

Richards (2003) to create a focusing circle, in which the researcher writes the main question 

in a circle and draws a larger circle around that. The larger circle is then divided further and 

in each section a key concept is written. This limits the amount that one can put in their 

diagram, so rather than being a free brainstorm activity it is designed to generate a focus. 
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Below is one such diagram I made in my field notebook whilst in Warwick in the first months 

of starting the PhD. 
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Figure 3:2 Focusing Circle Feb 2013 A 
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Figure 3:3 Focusing Circle Feb 2013 B 
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A clear advantage, especially from the perspective of autoethnography, about doing such an 

activity is that not only is it useful in achieving its aim of developing focus, but also it creates 

a piece of data which can itself be analysed. For example, roughly a year later I produced the 

following focusing circle.  

authenticity

self

social

validmotivation

autonomy

method

 

Figure 3:4 Focusing Circle Feb 2014 

 

There are marked differences between my original concept of authenticity in February 2013, 

which seemed to gravitate around linguistic elements and classroom-based issues, and the 

circle I produced a year later which more overtly incorporates concepts related to motivation 

and broader psychological states. I was actually surprised when I compared these two circles 

because until doing so I was unaware just how much my ‘focus’ had changed. Thus, these 

circles were also useful reflective tools as well.  

Another useful model which helped me to develop the current inquiry’s design was the 

Research design flow chart, as suggested by K. Richards et al. (2012, p. 4). Although the 

research design did not always follow its plan and emerged as part of an interaction with the 

context, I was very conscious that my design needed to be robust and justifiable. Therefore, 

although many aspects of the study were in a constant state of flux, the purpose behind the 

study was always one of practical self-improvement. Finally, the modular model of teacher 

education proposed by Kumaravadivelu (2012) has also been influential for me. 

Kumaravadivelu’s Knowing, Analysing, Recognising, Doing and Seeing (KARDS) framework 
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seems to apply very well to the design of this study in that it ‘constitutes a network of 

mutually reinforcing sub-systems that are engaged in a dialectical interplay resulting in a 

holistic learning environment’ (2012, p. 17).  

In Chapter One, I provided a list of the initial questions that I developed by reflecting on DCT 

as the authentic high-point of my career. In order to identify the two broader puzzles 

presented earlier (authenticity as ‘bridge’ and authenticity as ‘gap’), I undertook a careful 

puzzling process, as described in Allwright and Hanks (2009). As I began collecting data and 

reflecting on my teaching, I found that, rather than focusing, the constructs I was examining 

actually began to expand.  

The entire course of teaching and reflecting was could be called a puzzling process, and the 

broader puzzles emerged retrospectively as ‘hidden’ puzzles that I found myself answering 

during the write-up and analysis, but that were not necessarily overtly present at the start 

of the inquiry. These puzzles were only brought to consciousness through the process of 

narrative knowledging, a natural by-product of the autoethnographic design. The main 

puzzle that surfaced in this way was the concept of authenticity as a ‘gap’ and authenticity 

as a ‘bridge’. This conceptualisation of authenticity as possibly something that distances me 

from my students arose as I deepened my understanding of my own developing teacher 

identity, and my role as a foreigner in Japan who represents an ‘other’ culture and hence 

brings an ‘outsider’ perspective. The idea that authenticity could be a ‘bridge’ was the 

response to this, which became the main key to my understanding of motivational synergy.  

Although I could have chosen many other avenues to focus this inquiry, I decided to pursue 

the concept of teacher-student motivational synergy as a natural by-product of social 

authentication because this theme emerged as the most salient, the most manageable in 

terms of research questions, and seemed to provide the most tangible link between 

authenticity and motivation. In this way, although I had specific ideas in mind when I started 

the study, it can still be said that the themes were emergent from the data and that this 

started as an inductive inquiry and developed into something that was data-driven and 

theory-led.   

Fundamentally, the research questions being addressed in this inquiry have often shifted or 

taken on new meanings as the inquiry evolved, and this section is intended to detail part of 

this process. The final research questions were: 
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 What is the relationship between the concept of authenticity and motivation in 

language learning and teaching?  

o Why do I feel the need to engage in social authentication (mutually 

validating the learning process and personally investing in the content 

together)?  

o What practical lessons can I learn to facilitate social authentication? 

 How is the teacher’s motivation linked with the students’?  

o Why is positive motivational synergy hard to achieve?  

o What features of teacher-student motivational synergy are controllable by 

the teacher in a practical sense?  

These questions have closely followed the puzzling process of Exploratory Practice, as 

detailed by Allwright and Hanks (2009), and also expanded on by Hanks (2017). Generally, 

puzzling questions in Exploratory Practice take the format of ‘why’ questions, as this 

encourages reflection and avoids framing the puzzle in terms of problems that seek solutions. 

Echoing Allwright’s (2003 see Section 3.3.3) concerns about falling into a technicist trap with 

Exploratory Practice, Hanks (2017) describes the effect of framing puzzles as ‘how’ questions 

because, she claims, they seek out ‘an answer’ and reduce the puzzle to mere problem 

solving. Chapter 12 of Hanks’ book, which deals exclusively with this issue, lists examples of 

puzzling questions which all start with ‘why’. Despite this, my questions are not able to take 

only a ‘why’ format, because although these questions were arrived at though an inductive 

process, they have developed to become theory-led through the effects of other aspects of 

the design and methodology. Therefore, I have provided two main questions which each 

contain a central ‘why’ puzzle.  

 

 

  



Research Methods: The Evolution of my Design 

70 

3.3 Design 

This inquiry uses aspects of Exploratory Practice alongside autoethnography and evidence-

based reflection. As such, this study is something of a hybrid of classroom-based practitioner 

research. In the following section I will explain the main component of each design and which 

parts are utilised in this inquiry.  

3.3.1 Narrative Inquiry 

The universe is made of stories,  

not atoms,  

                                     Muriel Rukeyser (1968 IX) 

 

Arguably the main research method underpinning this study is Narrative Inquiry, which has 

recently regained attention as a line of qualitative inquiry that seems to fit very well to the 

needs of applied linguistics research (Barkhuizen, Benson, & Chik, 2014). Barkhuizen (2013b) 

describes the last fifteen years as an explosion of narrative studies, but the ideas of Narrative 

Inquiry have roots that date as far back as Dewey. Clandinin & Connelly succinctly explain 

that Dewey’s ideas about experience have greatly impacted on the work of Narrative Inquiry 

because experience is ‘both personal and social’ (2000, p. 2). People need to be understood 

as individuals, but they cannot be fully understood merely as individuals; they also need to 

be seen in the social context. Experience is also something continuous, and one experience 

will lead to another all the time, in a continuous sequence of identity creation and evolution.  

The self is not something ready-made, but something in continuous formation through 

choice of action. (Dewey, 1916, p. 408) 

For this reason, narratives are important tools for research into complex psychological 

phenomena because they offer a rich source of data which simultaneously deals with the self 

and identity from a personal perspective, whilst situating that within a wider social context. 

Jonathan Gottschall, who specialises in literature and evolution, claims that stories are not 

just important to humans in creating their view of the world, he argues that stories are how 

we view the world (Gottschall, 2012). Even if we take a mild view of the importance of 

storytelling, Narrative Inquiry has a lot to offer in terms of insights into personal and shared 

social phenomena. In this way it ties in well with my definition of authenticity as a social and 
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individual component of identity, and with Ushioda’s person-in-context relational view of 

motivation.  

Narratives are basically:  

 Spoken or written texts 

 Produced by people who have something to tell 

 Situated in time and space 

 Involve development over time 

 Have structures that correspond to the developments they describe 

 Encapsulate a point that the narrator wants to get across 

 Have purpose and meaning within the context of their telling  

(Barkhuizen et al., 2014, p. 7) 

One of the ways I make sense of my own research (and indeed my existence in general) is to 

write things down in journals or compose stories. Stories are how I, and many people, make 

sense of the world around.  

Narrative research generally relies on a small number of participants (however, see 

Barkhuizen & Wette, 2008 which contains narrative data from over 200 participants). 

Narrative Inquiries may be seen as limited by researchers who are looking for generalizable 

findings which address an issue in a way that provides definite answers, applicable to 

multiple contexts. Such positivistic conclusions are seen as reductionist within Narrative 

Inquiry (Clandinin & Connelly, 2000, p. 142). Narrative Inquiry is a method of research which 

actively resists calls for generalizability (Barkhuizen et al., 2014), and in doing so it retains 

the focus on individuals and steadfastly holds ground as an ontological method for seeking a 

deeper understanding of complex phenomena. However, the findings of Narrative Inquiries 

are not irrelevant or meaningless except to themselves. On the contrary, a lot can be learned 

from such studies. It is through the act of storytelling or ‘narrative knowledging’ (Barkhuizen, 

2011) that people create and understand their self-image, and in the process  ‘individuals 

and groups make sense of themselves; they tell what they are or what they wish to be’ 

(Cortazzi, 2001, p. 388). Because people often make sense of their experiences through the 

stories they tell, reflecting on their experiences through narratives is a way of gaining an 

insight into ‘the richness of human experience’ (Johnson & Golombek, 2002, p. 4).  Stories, 

when told, connect the individual to society because the story is told in order that it might 

be interpreted by another person. In the act of telling the story, the narrator re-examines 
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the experience at the centre of the story, and in externalising what were probably, until the 

act of telling, internalised or personal reflections the narrator gains a deeper understanding 

of themselves in a socially constructed learning context.  

There are different types of story, broadly categorised as small stories and big stories 

(Phoenix & Sparkes, 2009), where big stories tend to be biographical and deal with past 

experiences, often life shaping ones, and these stories are often elicited in formal research 

settings. Small stories occur in natural conversation and are more likely to centre around the 

everyday features of life. These types of story mainly refer to the ones told in formal narrative 

data elicitation, but both of them are essential tools for us to make sense of our experiences 

and re-imagine our self and identity, which is especially important when dealing with the 

complex issue of identity in SLA (Ryan & Irie, 2014).  

Johnson and Golombek note that narratives have become central to teacher education ‘as 

both a method in and an object of inquiry’ (2002, p. 4), not surprisingly because of the 

sociocultural context of narratives, which allow for insights into teaching which are 

simultaneously individual and social. I would argue that narratives are especially valuable in 

the field of applied linguistics and SLA. The way we speak and communicate is an essential 

part of who we are and how we construct social relationships.  

Another pertinent feature of this inquiry is the idea of context. Contextual information is 

central to narrative inquiry because stories ‘don’t fall from the sky (or emerge from the 

innermost ‘self’); they are composed and received in contexts – interactional, historical, 

institutional and discursive – to name a few’ (Riessman, 2008, p. 105). The importance of 

context is key to Narrative Inquiry, because analysis needs to take account of the context in 

order to bring the level of sensitivity and understanding which is particularly prevalent in 

narrative research. Indeed, it seems that context is the main tenet of this type of research, 

and yet much narrative research is marred by reportage which seems to take place in a ‘social 

vacuum’ (Barkhuizen, 2013a, p. 6).   

In terms of relevance, one essential feature of narratives is that although they may focus on 

one context and a select few individuals, narratives often say more than what is explicitly 

stated in the text (Barkhuizen et al., 2014, p. 7). Thus, presenting a narrative which revolves 

around my own practice can still have relevance to a wider audience. Another aspect of this 

inquiry is autoethnography, which is a form of research based in Narrative Inquiry, but using 

ethnographic data collection tools. 
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3.3.2 Autoethnography 

Autoethnographic research provides a framework in which the researcher becomes the 

research subject. There are many contrasting opinions about such research, not least within 

descriptions of the methodology itself (Denzin, 2006, 2014), and criticisms of the approach 

are generally aimed at the idea that it is ‘nonanalytic, self-indulgent, irreverent, sentimental, 

and romantic’ (Denzin, 2014, p. 69). However, autoethnographic research seems to make a 

lot of sense for classroom research, particularly as a way of expanding Exploratory Practice 

and self-reflection.  

Autoethnography is defined as research in which the author/researcher attempts to 

‘systematically analyse […] personal experience’ (C. Ellis, Adams, & Bochner, 2011, p. 273). 

In this inquiry the story becomes the reality in some sense, or rather it is a representation of 

one of a multitude of realities (Polkinghorne, 1988). Benson (2013a, p. 247) explains that the 

‘veracity’ of the narrative is not in itself the main purpose of narrative data, in terms of it 

describing ‘real-world’ events. The value of the narrative comes not from its representation 

of the unrecoverable ‘truth’ but rather from the alternative perspective that it provides. In 

this way, this inquiry is not concerned with reliability, as with more positivist methods of 

research; instead narrative research is evaluated in terms of validity (Polkinghorne, 2007). 

Plummer explains that this validity comes from the reader being able to ‘enter the subjective 

world of the teller – to see the world from her or his point of view, even if this world does 

not ‘match reality’’ (2001, p. 401).   

In a crucial chapter in his seminal work on teacher education, Kumaravadivelu (2012) 

examines the importance of interrogating the teaching self, for which he proposes critical 

autoethnography as a key to recognising teacher values, beliefs and identities. Canagarajah 

(2012) has also utilised autoethnography as a tool for deepening his understanding of his 

different and developing teaching identities, particularly as he began to embrace more global 

perspectives of teaching. The process led Canagarajah to question the centre/periphery 

dichotomy that had propelled him towards Western educational values, and allowed him to 

reflect on the way his teaching career had been loosely structured around the acquisition of 

cultural capital in the form of ‘Centre’ qualifications and experiences. There is a growing body 

of work in teacher education and TESOL/TEFL teacher education that utilises 

autoethnography, and yet the method still often struggles to be taken seriously due to the 

highly personal and inevitably subjective nature of this form of inquiry. Such criticism misses 

the point of autoethnography, because it was developed entirely as a way of accommodating 
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‘subjectivity, emotionality, and the researcher’s influence on research, rather than hiding 

from these matters or assuming they don’t exist’ (C. Ellis et al., 2011, p. 274). Furthermore, 

autoethnography may place the researcher/practitioner at the centre of the narrative, but 

they are not the sole agent of the unfurling narrative (Chang, 2008). Autoethnographies 

place central emphasis on context, making them ideal for in-depth qualitative reviews in 

institutional, local and social settings. They are not merely about one person in this respect, 

but draw on the interactions of the community in order to make observations, just as 

ethnography does.  

It is a common misunderstanding that ethnography is an analysis of ‘small things’, local, 

one-time occurrences only. It is, and always has been, an approach in which the analysis 

of small phenomena, is set against an analysis of big phenomena, and in which both 

levels can only be understood in terms of one another. (Blommaert, 2005, p. 16) 

Similarly, like ethnography, autoethnography is often used as a way of empowering people 

whose voices might otherwise not be heard (Boylorn & Orbe, 2014). In utilising this approach, 

I hope to further repudiate the perceived dichotomy between theory and practice, between 

teachers and researchers, and between students and teachers by presenting in this inquiry 

a narrative of how these viewpoints all converge into one.  

I have further utilised the autoethnographic method in another study in which I returned to 

the experience of teaching the DCT class in order to gain a deeper, more methodical 

reflection of the experience (Pinner, forthcoming). This experience overall has led me to be 

a much more critical observer of my own actions and to develop simultaneously as a teacher 

and a researcher. However, this study developed into an autoethnography during the 

process of data-collection as a result of my own reflections on teaching, which were originally 

intended to be part of the Exploratory Practice design. 

 

 

3.3.3 Exploratory Practice 

The principle of ‘thinking globally, acting locally’, advocated by Allwright (2003) in the 

introduction to the special issue of Language Teaching Research that focused on Exploratory 

Practice, ties in closely with Narrative Inquiry’s distinction between ‘small stories’ and ‘big 

stories’. Allwright and Hanks (2009) actively encourage the ‘harnessing’ of narrative inquiry 
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as a way to encourage reflection, particularly when refining puzzles for inquiry. In addition, 

the ideas from ethnography concerning the interrelated dynamics of local/global 

perspectives connect closely with this view. Furthermore, the multi-level analytical approach 

of autoethnography and its focus on empowerment creates a clear link between 

ethnographic approaches and the central principles that give structure to Exploratory 

Practice (EP), an approach that was originally a reaction to the ‘received wisdom’ that had 

informed much of practitioner research. These reactions are often phrased as principles, 

which are; 

1. a concern for the improvement of ‘quality of life in the language classroom’ over 

‘instructional efficiency’ (Allwright, 2003). 

2. a view to developing understandings rather than improving our teaching 

3. the belief that teaching and researching should be social and therefore benefit 

learners and teachers as well as those who are interested in research. In other words 

it should ‘involve everybody’, as opposed to research which is generally concerned 

with ‘cause and effect relationships’. (Allwright, 2003, p. 114) 

Although many of the academic origins for EP were put forward in the final seven pages of 

Allwright and Bailey (1991), the practical origins arose from Allwright’s work in Rio de Janeiro 

in the early nineties, which Allwright notes, made his initial aims at making teaching more 

efficient seem like ‘an embarrassment’ (2003, p. 117). Allwright notes a dissatisfaction with 

what he labels a ‘technicist’ description of EP, itself ironic given that EP was developed 

initially as a set of ethical guidelines against such technicist approaches to practitioner 

research (Allwright, 2005). As a reaction to the initial eight steps of EP (Allwright, 1993), a 

reformulated list of ‘global principles’ was developed and this attempted to shed the 

technicist agenda that made EP into a method, and rather help it to maintain its position as 

a set of ethical principles that inform practitioner research and make it practical, as 

something that integrates with the actual practices of teaching in a sustainable way. Thus, 

EP is about practitioners working toward understanding and professional development 

rather than change. 

EP was developed collaboratively through academic writing and practical experience. 

Although fundamentally it is also an ongoing work in progress and personal experimentation 

is always encouraged, Allwright formulated a ‘principled description’ of EP which features 

seven points as follows; 
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1. put ‘quality of life’ first 

2. work primarily to understand language classroom life 

3. involve everybody 

4. work to bring people together 

5. work also for mutual development 

6. integrate the work for understanding into classroom practice 

7. make the work a continuous enterprise 

(Allwright, 2003, pp. 128-131) 

Later, additional emphasis was also given to the learners themselves as agents in the process 

of EP. Allwright and Hanks developed five propositions about learners, that they are; (1) 

unique individuals and (2) social beings who are (3) capable of taking learning seriously and 

(4) independent decision making, (5) capable as developing as practitioners of learning. 

However, the lists which try to pin EP down serve merely as markers, in that they show where 

the ideas have come from and where they are headed, but fail to ultimately provide a 

description of EP as a method. Indeed, such a description would not be in keeping with the 

philosophy of practice around which EP was collaboratively built. In my own personal 

experience, the only way to really understand EP is to try to have a go at doing it.  

In any case, my own reading of EP has led me firmly to the conclusion that this is perhaps 

one of the most promising avenues for teachers to explore in terms of understanding 

complex dynamic processes in their classrooms such as motivation. This is further supported 

by a recent paper by (Ushioda, 2016), which presents a research agenda not at all unlike the 

one I have used throughout this inquiry. This is, of course, not a coincidence but merely 

further evidence of the collaborative nature of this inquiry. In addition, although the 

discussion of motivation is short, it is framed as a centrally important aspect of EP and 

directly linked with proposition two; that learners are social beings. Furthermore, EP more 

broadly connects motivation with the ‘quality of classroom life’ (Allwright & Hanks, 2009, pp. 

88-89). Such ethical considerations are echoed in Kumaravadivelu’s (2012) comments on 

motivation, which he later connects strongly with the concept of authenticity, in the 

development of his modular approach to language teacher education. Furthermore, all of 

these approaches support Ushioda’s persons-in-context relational view of motivation 

(Ushioda, 2009, 2011b), which has always been the starting place for my conceptualisation 

of motivation and part of my philosophy of practice.   
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Exploratory Practice as a framework for research is, in many ways, a development which 

takes action research as its point of departure. However, action research is still classed by 

Allwright and Hanks (2009) as third-party research and they see it as still being unsatisfactory 

in terms of how well it is able to integrate itself as a form of research within the practice of 

actual teaching. Ellis explains the differences between the two methods: 

One is the starting point - a 'problem' or, perhaps, a 'task' in the case of action research 

and a 'puzzle' in the case of exploratory research 3 . Another difference lies in the 

methodology of the two approaches. Action research employs similar methods of data 

collection to those found in formal research and involves going beyond the materials 

used for teaching; exploratory research embeds data collection into the actual practice 

of teaching. What they have in common is an emphasis on the continuous nature of the 

inquiry. Action research is 'cyclical' (although to what extent this is actually achieved by 

many teachers is doubtful); exploratory research is a long-term enterprise and, because 

it is part of teaching is potentially more sustainable. (R. Ellis, 2012, p. 31) 

This inquiry was originally envisaged as Exploratory Practice because this way I did not have 

to view the relationship of the teacher/researcher as a problem or get tangled up with the 

‘observer’s paradox’ by having to employ formal data collection tools other than those used 

for teaching. From this research tradition I am able to make it clear that I do intend my 

participants to have a full understanding of my role as teacher/researcher and to know that 

I am trying to observe the effect of my interaction with them and gain a better understanding 

of the consequences of my actions in the classroom situation.  

Another pertinent reason for basing this inquiry within the framework of Exploratory Practice 

is the fact that data should come from pedagogic sources, and the data should serve a 

pedagogic purpose in its own right (Allwright, 2003, 2006a; Allwright & Hanks, 2009). This is 

done by recognising potentially exploitable pedagogic activities (PEPAs), which usually 

requires a more reflective and analytical approach to the ordinary work produced in class 

(Allwright & Hanks, 2009; Hanks, 2015b). Whereas action research neglects ‘the agency of 

learners as potential researchers’ (Allwright & Hanks, 2009, p. 108 original emphasis), 

Exploratory Practice is also seen ‘a less daunting proposition than [action] research’ (Mann, 

                                                           

3 Ellis is using the term exploratory research to refer to Exploratory Practice here. The terms can be 
confusing, which is why in this thesis I use the term Exploratory Practice to avoid ambiguity and 
differentiate between exploratory research, which could refer to unfinished research or research 
which is exploratory in nature.  
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2005, p. 108) because it is based more on the activities which take place in the classroom 

without intervention. This way the research sits alongside the actual teaching, and as a result 

the two aims (teaching and researching) are more closely entwined under the broader 

concept of learning. This appealed to me because this method of data collection would seem 

to be very authentic in itself. With authenticity being at the centre of this research, such an 

approach seemed a perfect and familiar fit, even though I had never embarked on a research 

project of this kind before.  

One possible shortfall of this inquiry in terms of its being Exploratory Practice was, however, 

the way I saw the learners as potential researchers. This is a consequence of the hybrid 

nature of the study as it utilises autoethnography and reflective practice in order to gain a 

deeper understanding of my developing professional identity. As I found the reflective-data 

and journals taking prominence in the study, I consciously or unconsciously chose not to 

invite the participants to make their own puzzles and thus I retained the monopoly as the 

researcher. I did often invite the learners to reflect and to look at issues such as their 

understanding of authenticity, as well as their own fluctuating motivation, but I did not 

encourage them to look beyond the central themes that I was examining. The main way I 

explored the learners’ own agency as researchers was in the forms of self-assessment and 

reflective essays, both of which are strongly advocated as tools for developing ‘practitioners 

of learning’ (Allwright & Hanks, 2009). As such, I do believe that this study was successful in 

‘involving all the participants’ and improving the ‘quality of classroom life’ (Allwright, 2003, 

2005; Allwright & Hanks, 2009) in the true sense of Exploratory Practice. However, it is 

important to admit that I feel I did not fully explore the learners’ agency as researchers in 

terms of them selecting their own areas to focus on, or encouraging them to develop their 

own puzzles. Exploratory Practice is resistant to prescriptive and dogmatic instructions of 

method, and is self-referentially called a ‘work in progress’. 

EP is still and must always remain in the process of development, as we learn from the 

different circumstances in which the framework is invoked. (Allwright, 2003, p. 137) 

I feel my having neglected my ‘learners’ agency as researchers’ is an important admission, 

and part of my own development as a teacher. Since completing this inquiry I have made an 

effort to attempt Exploratory Practice as it was originally envisioned and ask learners to 

create their own puzzles, present research in areas that they choose to learn about 

themselves and to take more agency in their own learning. However, the 

student/participants in this study did benefit from many techniques in my teaching that 
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aimed at increasing their own agency, such as the self-assessments for class participation 

(see section 4.6), the many reaction papers and reflexive exercises we conducted together, 

and overall they were made very much aware of my ongoing PhD research and often 

expressed an interest in my own research. So, perhaps it is not accurate to say that I 

neglected their agency as potential researchers, but rather I kept the focus for this research 

on the theme of authenticity and motivation, and often asked the students to reflect on their 

own motivation rather than looking at other areas of learning that they might have been 

interested in.  

Although it does not strictly conform to all of the principles of Exploratory Practice, much of 

the central justification and data collection tools are based in this type of research, and there 

are several other studies which have been published as EP that do not invite participants to 

engage in the act of making their own puzzles. For example, Zhang (2004) used EP to 

restructure an intensive reading class in China which worked towards improving the quality 

of classroom life and attempted to involve everybody, although ‘not trying to solve problems 

directly’ (p. 335). Later students were invited to engage in discussing their own puzzles, but 

these were in no way formalised in the reported study as they were in, for example Hanks 

(2015a).  Similarly, Z. Wu (2006) conducted a fascinating study which applied ethnography 

to a ‘teacher-initiated research project’ (p. 331) which presented a narrative of teacher 

education and discusses the issue of philosophy and teacher research. This study focuses on 

the lives of teachers themselves, and several links are made with EP and the concept of 

authenticity, drawing particularly on existential thought and blending this with Eastern 

thought such as Taoism. In applying their philosophies and sharing stories, the teachers in 

Wu’s report were able to make a connection between their ‘understanding in being’ and 

their work as language teachers.  

The language renames the students from the inside into a category of life instead of 

standards, and opens their heart of learning which was once covered by the technical 

criteria of educational values. (Z. Wu, 2006, p. 347) 

This seems to connect the idea of ‘teacher as person’ (Glatthorn, 1975) with the learner as a 

person-in-context (Ushioda, 2009, 2011b), which are essentially guiding principles that 

informed the design of this inquiry.  
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3.3.4 Evidence-based Reflective Practice and a Hybrid Methodology 

Walsh and Mann (2015) discuss the need for Data Driven/Evidence-Based reflective practice. 

Their paper argues that reflective practice is often marred by activities which are 

insufficiently data-led; having a tendency to be overly egocentric and lack collaborative 

elements; being dominated by teaching journals that are predominantly written methods of 

engaging in reflection; and tending to lack detail about the nature and purposes of reflective 

tools. The tools they recommend for overcoming these issues involve Ad-Hoc self-

observations which provide snapshots for more systematic reflection and also utilising 

stimulated recall. More generally, they advocate applying a data-driven approach and 

opening up reflections to make them dialogic or collegial.  

When I read this article, I felt a surge of confidence in the design of my study, because I was 

already doing many of the things they advocate and even using some of the same vocabulary. 

I had already collected ‘snapshots’ and ‘Ad-Hoc’ data before this article was published. 

Although I talk about Ad-Hoc interviews and this article promotes ‘Ad-Hoc reflections’, the 

justification for research collection being localised and contextualised for specific critical 

incidents is basically the same. In addition, many of these techniques are advocated by 

Ushioda (2016) in her research agenda for motivation. Also, that both papers advocate 

collaborative analysis was encouraging, as I have made a conscious effort not to be doing my 

research ‘in a vacuum’, but to collaborate with others or at least talk about it in formal and 

informal professional settings. For me, this was essential as I live outside of the Warwick 

community of students and teachers.  

Together, in blending Autoethnography, Narrative Inquiry, Exploratory Practice and 

Evidence-based Reflection, I have created a hybrid of research methodologies. However, 

each of these methodologies seems to feed easily into the other and they complement one-

another in many ways. For example, the literature on Exploratory Practice frequently 

references Reflective Practice, and tends to view is as a step in the right direction in terms of 

practitioner research and as a form of good, ethical and sustainable practice. However, the 

criticism is that Reflective Practice tends not to include the agency of learners as potential 

researchers, and it also points out the tendency to be individualistic (Allwright & Hanks, 2009; 

Hanks, 2017). Such criticisms are also unfairly levelled at autoethnography, but in-fact 

autoethnography is a type of ethnography, and thus the role of others, the social ecology 

and context should be highlighted in such research, and indeed a foundation of the method 

is the idea that the self is created through interaction with others (Boylorn & Orbe, 2014, p. 
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29). Indeed, autoethnography is fundamentally a research method for understanding the self 

in relation to culture and society, and of contributing to society by sharing stories and 

narratives that aim to develop understanding (Chang, 2008, p. 13).  

Allwright asserts that Exploratory Practice is not so much a research method as a framework 

for teachers and learners to develop their own understandings (2006b, p. 15). Similarly, 

Reflective Practice is not in and of itself a research method, but a set of tools for developing 

practice that closely resembles research which is designed to benefit other practitioners and 

our learners. Whilst this is a positive thing, I felt in conducting an empirical inquiry I needed 

a clear process which was a research method in itself. Whilst autoethnography was the main 

backbone of this design, I added elements from Exploratory Practice and Reflective Practice 

in order to highlight the classroom context and to attempt to involve my learners and 

colleagues more directly in the process, adding an education-specific context to the design. 

This was my main reason for deciding to combine these elements in an attempt to create a 

robust hybrid methodology which I saw as an appropriate methodology for this particular 

inquiry.  

Farrell (2015) explains the value of teachers creating narratives that reflect back on critical 

incidents in their teaching, because such events can offer significant insights into what has 

shaped our teaching practice and how these are affected by lived experience. This is one of 

the main reasons why I chose to make this study an autoethnography built around the 

narrative of my professional development, as my teaching identity changes (in part 

facilitated by the PhD itself). As such, this inquiry is a hybrid of several inter-related methods. 

This brings me to an important question, what is the purpose of undertaking such an inquiry?  

 

3.3.5 Purpose 

In one way, this study is useful to others because it details methods and techniques which I 

used and developed as a way of becoming a more reflective practitioner. As such, it is part 

of an ever growing body of research which offers evidence that increasing a professional’s 

capacity for reflexivity is a good way of increasing that person’s competence and skills as a 

practitioner (Edge, 2011; Farrell, 2011; Kumaravadivelu, 2012; Mann, 2005; Schön, 1983, 

1987; Ushioda, Smith, Mann, & Brown, 2011; Walsh & Mann, 2015). It is also useful from the 

perspective of research methodology, since studies such as this often differ in their approach. 

Narrative Inquiry and autoethnography are extremely complex methods of research in many 
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ways, and no two studies are exactly alike in terms of research focus or method (Barkhuizen 

et al., 2014; Denzin, 2006, 2014; Johnson & Golombek, 2002). In this way, those interested 

in conducting such research will find it necessary to read other people’s work in order to see 

how the principles of the research are put into practice.  

A further justification is in the insights gleaned from conducting this research. By utilising 

retrospective methods of analytical inquiry and combining them with practitioner research, 

I was able to see how my previous experiences are connected to my current execution of 

practice, and to trace my own professional development. This may therefore be useful for 

language teacher education and research, as it sheds light onto teaching beliefs. Also, in 

reading a study like this, I hope that other practitioners will project their own similar 

experiences onto the narrative, and therefore by engaging with my study they will be able 

to learn something about their own experiences. Finally, this study sheds light onto a 

previously under-researched area of motivation, namely the connections between teacher 

and student motivation. A greater number of studies into language teacher motivation are 

needed because of a general scarcity of this type of research (Dörnyei & Ryan, 2015; Dörnyei 

& Ushioda, 2011), but also this particular area of motivational research has long been 

identified as important, and yet remained hitherto under-explored (Dörnyei & Ryan, 2015; 

Dörnyei & Ushioda, 2011; Ushioda, 2014, 2016).  

Finally, following the main purpose of Exploratory Practice, which aims at improving the 

‘quality of classroom life’ (Allwright, 2003, 2005), this study aims to benefit most those who 

were directly involved. The students who participated in this research, I believe, did benefit 

from our time together and my own practice has developed as a result, meaning that future 

generations of my students will also experience these benefits as well.  

3.3.6 Ethics 

As previously stated, I felt it would be unethical to use a control group who did not receive 

‘authentic’ input, however it manifested itself. I felt it would be extremely demotivating to 

purposefully deny authenticity from a class for the purposes of research, and as such my 

decision to adopt and adapt Exploratory Practice and reflection were driven by ethical 

considerations. I have been very considerate of ethics throughout the study. Because ethical 

approval is mandatory for both the universities involved in this research (Warwick where I 

am a student and Sophia where I am a teacher) I submitted two carefully written proposals 

before conducting this research. Sadly, it seems that ethics are often treated as a hoop or a 
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tick box, but I have tried to integrate ethics into the centre of my study. As I mentioned in 

Chapter Two, one of the indicators of synergy is empathy, which of course relates closely to 

ethical considerations.  

The students were all given consent forms to sign which explained the nature of the study in 

both English and Japanese, and they had been verbally informed of my intention to conduct 

this inquiry and use the class for my research several times since the first day. I also gave 

each student a personalised letter which explained my research and that I would be giving 

them consent forms to sign in the lesson before which I handed out the consent forms 

(Lesson 107A on Wednesday 28/05/2014). I felt it was better to formally tell the students 

about the research by letter, and then give them time to decide whether or not to sign the 

forms, therefore I administered the consent forms in lesson 107B Friday 30/05/2014.  

One slight worry was that before obtaining consent, I had already been recording each of the 

lessons. This was an issue with the design, and something I explicitly discussed with my 

supervisor, and clearly stated on the applications for ethical approval at both Sophia and 

Warwick. I felt it was ethical to proceed in this way because if any students did not give 

consent for audio recording, the audio files could easily be deleted. However, the first classes 

were extremely important, and so I felt I needed to record them from the beginning. 

Together with my supervisor, we agreed that it would not be a good start to the first class to 

hand out ethical approval forms, when the students did not yet know me.  

To my great relief, the students all agreed to the audio recording and other data types I was 

asking permission to use. Only two students, Mr Nintendo and Mr Dawn, opted out of the 

use of pedagogical sources. I was actually pleased about this, however, as it showed that I 

had conducted the procedure in a way which did not too strongly coerce the students into 

giving consent, and they obviously felt willing to participate and to express doubts or 

withdraw consent when they felt unsure. After the study was over, students were kept 

updated about the research via my ePortolio.  At the time I was also planning to collect data 

from my Writing Skills class, and in this class one person opted out of the audio data. As soon 

as I received that form I unplugged my microphone, and then deleted all the class audio 

recordings from that course. This happened after teaching this class, but it made me all the 

more grateful to the CLERAC students for giving me their consent. I believe this episode 

shows that I acted ethically and did not place undue pressure on the students to participate 

in the study. 
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I strongly believe that I am becoming more ethical by increasing my reflective capacity and 

by challenging my own assumptions. I also purposefully avoided delving too much into 

students’ lives and this is why there are several unfortunate ‘holes’ in my data (such as simple 

biographical details like age or how long Mr Po has lived in Japan) because I only used the 

information my students gave me naturally or that was part of my normal teaching. Ethics is 

actually a very important aspect of my teaching beliefs and is a guiding principle in the choice 

of content for each lesson as part of my philosophy of teaching.  

All participants in this study were adults and none were identified as vulnerable. The 

participants’ anonymity was carefully maintained throughout the study and data has been 

stored on password protected computers. Participants were given the choice of opting in or 

out of the research, even after data had been collected. Participants were informed that they 

could access transcripts and data analysis before publication or submission, and I used my 

Warwick Portfolio as a place to communicate findings with the participants, although very 

few of them remained in contact after the course had finished, which meant there was 

almost no respondent validation. Please see the Appendix for samples of the consent forms 

and letter stating my research intentions.  

 

3.4 Context 

The main focus of the inquiry comes from a course taught under the Centre for Language 

Education and Research (CLER) at Sophia University in Tokyo entitled Academic 

Communication (CLERAC). This is a year-long (two semester) course with non-English majors 

of various departments, who meet for two 90 minute lessons a week as part of compulsory 

second-language (English) proficiency classes which make up part of the required credits for 

the Japanese Bachelor of Arts Degree awarded by the university. CLER was founded in 2014 

(the year I taught CLERAC), replacing the General Foreign Language Courses. This institutional 

restructuring is part of an even longer narrative which I have been involved with since 2011 

when I first came to Japan and first started working for Sophia University (Pinner, 2012b). 

My only experience of teaching for the General Foreign Language Courses was a class called 

Intermediate (INT), which in many ways represents the old version of CLERAC before the 

restructuring in 2014, which I shall return to shortly in the overview of the narrative (see 

section 3.4.1). 
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CLER is not a full department and does not belong to a faculty, but it provides both 

compulsory and elective university-wide language education. All students, regardless of their 

major, have to take a second language class and in the case of language majors they have to 

take a third language course. CLER provides an amazing diversity of language options for 

students, including Italian, French, German, Chinese and Korean as well as Arabic and even 

Swahili. Classes are taught by full-time lecturers who belong to CLER and also part-time 

teachers. Due to the large-scale needs for every student to have language courses, some 

classes are farmed out to language departments such as mine, and as a language teaching 

specialist and member of the Steering Committee for CLER I was chosen to teach our 

departments’ CLER quota. So, these classes are compulsory for students even though not 

directly related to their major, and they are also compulsory for me to teach even though 

not part of my department’s usual contact hours for teaching.  

My initial experience of teaching for the general language programs in 2013 was a class called 

INT (see 3.4.1). I must admit I found teaching INT rather draining and I did not always relish 

going into the class. There were 40 students in INT, and I chose to use a textbook called 

Global (Macmillan) which claimed to have ‘authentic’ speakers of international English. I will 

return to this point in the analysis section of this thesis, but I wanted to draw attention to 

the fact that my experience of teaching CLERAC was markedly different from INT – suggesting, 

I hope, an achievement in authenticity and motivation.  

The CLERAC class I was assigned was made up mainly of students from the Faculty of Science 

and Technology, with two coming from Economics. There were 25 students in the Spring 

Semester, which fell to 24 in the autumn semester as one participant failed on account of 

low attendance. The aim of the first semester was to help students develop their English 

skills and academic literacy, and the second semester was supposed to be Content Focused 

(or CLIL). Qualitative data was collected in the form of teaching journals, students’ 

pedagogical materials (such as assignments and classwork) as well as classroom audio-

recording and Ad-Hoc interviews conducted with students whilst I monitored classes. 

We met on Wednesdays in a normal classroom and on Fridays in a Computer-Aided Language 

Learning (CALL) room. Both classes were first period in the morning at 9:15, an unpopular 

slot with students, especially first-years. CLERAC is an interesting course because, although 

unique in many ways, as a compulsory English class with non-English majors I feel it is quite 

representative of the university English language learning and teaching experience in Japan. 
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The fact that many such courses are compulsory and not directly related to students’ majors 

has been cited as a demotivating factor in several previous studies (Kikuchi, 2013).   

 

3.4.1 Overview of the Narrative 

Because this inquiry represents a very complicated narrative of my own developing 

professional identity and emergent dynamic elements such as authenticity and motivation, I 

wanted to explain clearly the overview of the entire narrative. The below diagram (Figure 

3:5) was an attempt at doing so as a simple visual. This diagram was composed in my field 

journal in January 2016 as an attempt to help myself understand the main elements of the 

narrative as I prepared the write-up. The complexity of the narrative is due to the shifting 

analytical lens (narrowing and broadening) which is necessary to adopt when examining 

context to include ‘the wider ecology of external social and environmental conditions’ 

(Ushioda, 2015, p. 51).  

Figure 3:5 Diagram of the narrative 

DCT INT CLERAC CONT. CONT.

Positionality / POV

Professional development

Book Analysis

Narrative

 

In the diagram, circles each represent classes which have the main relevance to the study, 

although there were other classes which I was teaching simultaneously, these are not 

included here for simplicity. The dark circle, labelled CLERAC is the focus of this inquiry. The 

first circle, DCT is the Discussions on Contemporary Topics classes, overviewed in the 

Introduction and the virtual ‘starting point’ of my interest in authenticity and thus the first 

piece of the ‘puzzle’ at the heart of this inquiry. The second circle, labelled INT, is the class I 
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taught in-between DCT and CLERAC, which was part of the General Foreign Language 

Courses that proceeded the formation of CLER in 2014. The circles labelled CONT. are to 

represent my continued teaching, but the classes are undefined in order to limit the narrative 

scope. However, I wanted to stress that my teaching and professional development are still 

ongoing, this narrative is merely a cross-section of the classroom based on what the data 

provides a window on. Another important point is that my teaching practices were and have 

been especially influenced as a result of this inquiry, as I will discuss in Chapter Six.   

The arrow through the middle shows my teacher/researcher positionality and Point of View 

(POV). This is continuous, although I am also able to view things retrospectively. I will argue 

that in conducting this study, as part of my analysis, I have occupied a dual-observational 

role. Firstly, when I was the teacher and was still working with the class, I had an emic 

(insider) view of the course and my own teaching. Then, as I returned to the data for the 

analysis stage, I took on a slightly more (although, obviously not completely) etic (outsider) 

perspective. However, my POV is most strongly emic in that I am an insider reflecting on my 

own practice. The circles are shaded to represent that within each circle is another POV for 

each of the student/participants in those courses, and of course it is a POV which I can 

appreciate and attempt to examine from the limited data I have, but that ultimately remains 

elusive to me. In Chapter Six I will develop this idea to explain this in more detail and claim 

that time and lived experience act as a force multiplier in the classroom; that in one 90-

minute class with 25 students, there is actually 25(+1) X 90 minutes of experience. This is 

because each student experiences the 90 minutes completely differently, and so does the 

teacher, thus for each 90-minute class there is actually 2,340 minutes of class-time 

experienced (see section 6.3.2). This relates to what Holliday (1994, 1999) discussed in his 

treatment of classrooms as ‘small cultures’. 

The green oval shows the time in which I was writing a monograph about authenticity (Pinner, 

2016a), which is significant as it shows when I was most engaged in developing my 

understanding of the concept of authenticity (detailed in Chapter Two, the theoretical 

framework). The darker green oval represents my conducting analysis for the PhD.  

Finally, the grey lines show the panel meetings I have had as part of this inquiry, as I move 

towards completion of this inquiry and my doctoral studies. These lines represent important 

opportunities when this very personal and inward-looking quest has received direction and 

input from outside perspectives, and then the collaboration arising from these interactions 

taken into account. It is also worth pointing out that the entire chronology of the narrative 
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is peppered with other such collaborations in smaller or less formal contexts, such as 

tutorials, conferences or even discussions with colleagues.  

The entire narrative is framed by a dotted oval line, indicating that my professional 

development and understanding of the key issues at the heart of my ‘puzzle’ are continuous 

in nature. Although the inquiry is an autoethnography and thus the central figure is myself, 

arguably the next most important agent in the narrative are the student-participants from 

CLERAC.  

 

3.4.2 Participants 

There were 25 participants in CLERAC. As I moved further with the analysis, I decided to 

create Focal Participants; students who I selected because they were interesting or 

particularly unique (or particularly representative as the case may be). I tried to gain a deeper 

understanding of these individuals in order to look at the interactions between myself and 

my students, and avoid generalisations about ‘the class’ but rather to focus on the individual 

learners as ‘persons in context’ (Ushioda, 2009, 2015). 
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3.4.2.1 Participant List 

 

Table 3.1 Participants.  

 Pseudonym Department 

1 Ms Pine Economics 

2 Mr Montville Economics 

3 Ms Sound Materials and Life Sciences 

4 Mr Swamp Materials and Life Sciences 

5 Ms Redslope Materials and Life Sciences 

6 Ms Widetree Materials and Life Sciences 

7 Ms Smallville Materials and Life Sciences 

8 Mr Cloud Materials and Life Sciences 

9 Ms Downtree Materials and Life Sciences 

10 Ms Saltfield Materials and Life Sciences 

11 Mr Cleyera Materials and Life Sciences 

12 Ms Oldriver Materials and Life Sciences 

13 Mr Po Materials and Life Sciences 

14 Mr Fly Engineering and Applied Sciences 

15 Mr Charge Engineering and Applied Sciences 

16 Mr Wind Engineering and Applied Sciences 

17 Mr Dawn Engineering and Applied Sciences 

18 Ms Forest Engineering and Applied Sciences 

19 Mr Nintendo Information and Communication Sciences 

20 Mr Mouth Information and Communication Sciences 

21 Ms Chennai Information and Communication Sciences 

22 Mr Auxiliary Information and Communication Sciences 

23 Ms Lovehouse Information and Communication Sciences 

24 Ms Hemp Information and Communication Sciences 

25 Mr House Information and Communication Sciences 

 

The creation of the pseudonyms might warrant some explanation here. Names are very 

important, and knowing students’ names shows them that the teacher recognises them as 

people (Shi, 2002). I made a special effort to learn all the students’ names and keep them in 

memory so that I would remember them as individuals during the analysis. However, I found 

that when writing the analysis, I was not satisfied with my students’ pseudonyms because 

they were non-descript and did not match their personalities.  I created a system where I 

would adopt one or two kanji characters from the students’ names and render them into 

English. The kanji I chose did not always have meaning for me, but it gave the student 

pseudonyms a little more personality. Also, certain of the students’ pseudonyms were rather 
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apt, such as Mr Charge and Mr Auxiliary. Although these names sound quite unnatural, 

because they stand out I felt they were good for the focal participants and also go some way 

to describing their student personas. The only exception to this system was Mr Nintendo, 

who is named after a conversation I had with him on the first day of class. Mr Nintendo did 

not pass the autumn semester, and so I wanted his name to differentiate him. The other 

participant with a different name is Mr Po, who is Chinese and so his real name differentiated 

him in class already. I wanted to retain this aspect of Mr Po’s Chinese identity into the 

pseudonyms, as it was an important aspect of his identity in the class.  

 

3.4.2.2 Focal Participants 

Because of the large number of participants in the study, I needed to be selective and reduce 

the focus, in order to prioritise the quality of the analysis. I decided to select just four 

students as Focal Participants. 

The process I adopted in choosing the individual students whom I would give focus to was 

not simple. I actually began selecting students while the class was still in progress, and this 

was useful in helping me to archive certain interactions or take notes. Whilst the classes were 

still ongoing and I still had a good personal knowledge of the students I began to select those 

who I felt allowed for a diverse cross-section of the students in the class. I wanted to choose 

students who were high achievers and highly motivated, and then students who were in the 

middle, and finally students who I felt were ‘at the bottom of the class’ in terms of their own 

personal involvement. I also tried to strike a balance between gender when making this 

selection, as I wanted the selection to be representative. It should be pointed out here that 

this judgement was mainly intuitive in that I was not looking at test-scores or other indicators 

of class performance, and these were more personal judgements that I made whilst I was 

still working closely with the students.  

The second step in the selection was based on quality of data, selected after the final class 

had been taught and when I took stock of the types of data I had at my disposal for analysis. 

Some of the students I wanted to focus on, for example, had not actually revealed much in 

their assignments or in their classroom interactions. Of course, this in itself could be revealing 

in some ways, but I used this stock-taking phase as another way to help focus and refine the 

sample I would use.  
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Finally, I compiled learner profiles of the participants I had identified as the main students I 

wished to focus on for the inquiry. During this phase, I further eliminated several participants 

simply due to constraints of manageability. Out of 24 participants my list had numbered as 

many as 12 at one point for detailed focus, which then went down to seven, but finally 

reduced to four as I felt any larger number than this would compromise the quality of the 

focus. Of course, I should stress here that the other participants will still be part of the study, 

but I will not draw on their data as much. In addition, I began listing the most critical 

reflections on which to focus the narrative. Rather than listing the reflections here out of 

context, they are presented chronologically in the narrative under designated headings. 

Together this shortlist of participants and reflections is hoped to provide the central points 

around which the main themes for analysis gravitate.  

The list of Focal Participants is as follows (16% of participants): 

1. Mr Auxiliary 

2. Mr Charge 

3. Ms Downtree 

4. Mr Po 

 

3.4.3 Space (Institutional Context) 

Japan’s motivational landscape has already been briefly mapped in the previous chapter. 

However, I feel it is important to focus the analytical lens on the institutional context as well.  

Sophia University is particularly renowned for its international exchange programmes, 

integrative and progressive attitudes to foreign (non-Japanese) culture and for its English 

language courses. Sophia University advocates a content and language integrated learning 

(CLIL) based methodology and this fact in particular makes it an especially interesting 

institution for the proposed study because of the focus on content. CLIL methodology 

strongly advocates authenticity (Coyle, Hood & Marsh, 2010: 5). Sophia University takes 

pride in its reputation as a centre of mixing cultures and international cooperation, as the 

following message from the president of Sophia attests:  
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[W]e develop abilities to address the global society. Intensive language education, 

overseas study programs, academic exchanges and a campus with a diverse community 

shared by international students from all over the world help to deepen the 

understanding of other cultures and to develop qualities that will allow students to play 

an active role in an evolving global society. (Takizawa, 2010) 

As the world moves towards a greater understanding of culture and greater international 

cooperation, it is hoped that Sophia will be seen as a representative example of an institution 

with an emphasis on internationalism and the global society4. 

 

3.4.3.1 Environmental conditions and the classroom 

To aid the narrative I include photographs of the inside of the classrooms and seating plans, 

to help the reader place the narrative in a visual space. I always create a ‘map’ or seating 

plan of the students in class to help learn their names, but I came to realise this was also 

useful data in terms of contextualising the narrative. I converted this basic sketch of the 

classroom into a diagram, and also used the data to help create the network sociograms in 

Chapter Six.  

It is quite noticeable that in the classroom lessons (held on Wednesdays), the first two rows 

were almost always empty, with a higher concentration of students choosing to sit near the 

back. It is also quite interesting to note that students who were very active in the class (such 

as Mr Charge and Ms Downtree) sat towards the front, whereas less communicative students, 

such as Mr Auxiliary, all sat as far back as possible. On Fridays in the CALL room, although the 

seating and environment were very different, similar patterns emerge in terms of the 

physical distance that students choose to sit at from me and in relation to each other. I never 

allocated seats during the lessons, and students only moved during mingling activities or 

when doing group work; therefore, these seating plans show the students’ own default 

choices of where to sit. On reflection, it may have aided the classroom dynamics to mix seats 

more frequently and ensure the students knew each other better (Dörnyei & Murphey, 2003). 

In the seating plans, students’ departments are colour coded.  

 

                                                           

4 Please note these comments were made before the BREXIT referendum and the 2016 US elections.  
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Table 3.2 Seating plan legend 

Department No. Students (N) Colour 

Economics 2  
Life Sciences 11  
Engineering & Applied Sciences 5  
Information & Communication Sciences 7  

 

 

Figure 3:6 Wednesday classroom 
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Figure 3:7 Wednesday seating plan 

In addition to the empty tables at the front of the class and a general tendency to cluster 

near the middle, these seating plans also show the relative preference for same-sex seating 

partners. This is possibly indicative of the students’ level of sexual maturity (Degenne & Forsé, 

1999, p. 24), termed as sexual cleavage by Moreno (1934). This is fairly typical of my seating 

maps for other classes, and I have even observed several classes where all the girls sit on one 
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side of the room and all the boys sit on the other. Many of the students, particularly the 

freshmen, are perhaps relatively unfamiliar with members of the opposite sex, especially if 

they came from single-sex high schools which are quite common in Japan. Also worth noting 

is that many students remain living with their parents whilst attending university in Japan. 

This is quite normal in Japanese culture but somewhat different from my own university 

experience in which I lived independently for the first time.  

 

 

Figure 3:8 Friday CALL room 



Research Methods: The Evolution of my Design 

96 

Richard

Mr 

Cleyer

a

Mr Fly

Mr 

Charg

e

Ms 

Oldriv

er

Ms 

Smallv

ille

Ms 

Saltfiel

d

Ms 

Redslo

pe

Ms 

Sound

Mr 

Swam

p

Mr 

Montvi

lle

Mr 

Auxilia

ry

Mr 

Dawn

Mr 

Ninten

do

Ms 

Downt

ree

Mr 

Cloud

Mr Po

Mr 

Widetr

ee

Mr 

Mouth

Mr 

Wind

Mr 

House

Ms 

Chenn

ai

Ms 

Hemp

Ms 

Pine

Ms 

Forest

Ms 

Loveh

ouse

 

Figure 3:9 Friday seating plan 

As the photograph of the Friday CALL room shows, each student actually had two monitors 

in front of them. One is their own monitor, which I could take control of and project onto the 

screen at any time, and also see a thumbnail view of what they are looking at on the teacher’s 

control panel; the other was a display monitor which I usually set to show the left-hand 

monitor of my PC, which is the same as that being projected on the screen. The room was 

fully networked, had high-speed internet (although many of the students still had cause to 
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complain about the speeds) and teachers, if she or he knows how, are able to fully control 

every aspect of the students’ PCs, including sending links and opening programs en masse 

and in sync. Naturally, teaching in such a room created a very different type of classroom 

atmosphere, which is what gave the Wednesday and Friday classes a very distinct and 

tangibly different feel, not to mention requiring a rather different teaching approach and set 

of tasks. As the narrative will discuss, I did not fully become attuned to these environmental 

differences until the autumn semester, after having attended one INSET workshop and 

having asked a technician for specific instruction. It is likely that this delay was due to my 

own stubbornness in the belief that I was already an expert CALL user. My MA dissertation 

focused on teachers’ attitudes to CALL, in 2008 I became the eLearning Coordinator for a 

private language school in London in which I was responsible for a Moodle used by over 20 

other schools, I set up my own eLearning consultancy and presented about setting up Virtual 

Learning Environments at IATEFL in 2010, as well as having actually taught an IT course to 

pre-master’s degree students on university placement programs. I also built my own 

computer and know how install an SQL database onto a server in order to create websites 

using content management systems such as WordPress. In short, it came as a surprise to me 

to realise that I actually needed help with the CALL room, and that I was far from being fully 

proficient in the employment of computers for my teaching. Sadly, this late realisation is 

linked to a lower quality of lessons in the spring semester, which has relevance in terms of 

motivational synergy, as I will explain in the proceeding chapters.  

 

3.4.4 Time 

In the previous chapter I gave a detailed description of my identity and the changes that I 

was perceiving, which were initially important in alerting me to the issue of authenticity in 

the language classroom, particularly the idea of an authenticity gap between myself and the 

learners. Although there is no need to re-iterate this, I wanted to draw attention to these 

issues again as they form part of the context of the study.  

Furthermore, it is important to note that this was the first year that CLERAC had run, and 

thus the first (and only) time I taught the course. 
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3.5 Data Collection and Analysis 

 

3.5.1 Data Types  

Before I embarked upon the data collection I made a carefully constructed list of steps which 

I intended to take in order to gain the insights I felt would best lead me to a better 

understanding of the central puzzle around which I was framing this inquiry. This was a list 

of ‘snapshots’ that I intended to collect by eliciting reflective data from myself and the 

students on given topics as they appeared in the syllabus. However, the research developed 

rather organically and independently of my intentions as the students became part of the 

research, following Li’s (2006) call for balanced research and the principles of EP that 

promote learner-centeredness and flexibility.  

What happened when I actually came to collect the first snapshots (related to Global English) 

was that I found the data I collected to be ‘blurry’ rather like a photograph taken from a 

moving vehicle – not only was the panorama reduced to something which can only capture 

a small part of the subject matter from a single perspective, but also the picture that 

developed was out of focus and unclear. I soon abandoned the map of snapshots. 

Throughout the course the teaching and research were symbiotic, until the end of the 

semester when assessments became the main focus of the class and I was unable to even 

record detailed reflections in my journal.   

At first I was undecided which classes I would select for my research so I initially started by 

attempting to record every lesson I was teaching and keep journals on all of them. However, 

within a few days the size of this task led me to quickly narrow down my options and select 

just two (Writing Skills and CLERAC), which was further reduced to one near the end of the 

first semester. The reasons behind this choice will be the subject of another article in the 

future.    

Due to my large teaching bank, the work I was doing on my monograph and other constraints 

on my time, I soon found it very hard to keep detailed notes and make in-depth written 

journal entries. This was especially true on Thursday, where I teach three classes in the day. 

Writing Skills is the third class I teach that day, and usually when it came time to write my 

journal entry I was so tired that I was literally drifting off to sleep as I typed. I decided to 

narrate my journal entries instead, which became a reflexive self-interview and contributed 
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a large component to both data and analysis. In this way the teaching journal became an 

audio journal and I found that my ability to be reflexive on my teaching actually deepened 

as well. The quality of the journal entries was much increased, but of course the actual 

amount of work in processing all that data had also increased.  

Another important development was in the way I structured journal entries. At first I had 

only a very basic structure focusing on moment-by-moment reflections as I felt this would 

be best as part of the inductive approach. However, as I looked back over entries they already 

began to make less sense to me, even after a period of a few weeks since the class. Therefore, 

I decided to structure entries around a format in which I would first explain the steps and 

procedure of the entire class and use this as a kind of stimulated recall for classroom 

observations and reflections. This system became even more developed in the autumn 

semester, when I began making chronologically structured field-notes during lessons which 

I would ‘unpack’ later into the audio journal. This was specifically a response to my own 

perceived over-reliance on technology, particularly audio files, which created a ‘needles in a 

haystack’ issue for me in terms of locating pieces of data such as Ad-Hoc interviews and 

reflections that got lost in hours and hours of recordings. There were further issues when I 

came to listen back to certain classes in order to identify Ad-Hoc interviews only to find that 

the students’ responses were virtually inaudible amongst the background of other students’ 

activity. For this reason, I later began employing CALL room headset chats which recorded 

the students’ group conversations with great clarity.  

The data centres around myself as the teacher and my students as fellow participants in the 

act of socially authenticating the learning and creating positive motivational synergy. I am 

trying to triangulate the data by looking at different types of classroom data; pedagogic data 

from the students, journal data from myself and observational data which is produced when 

I interact with the students. 



Research Methods: The Evolution of my Design 

100 

 

Figure 3:10 Three types of classroom data 

Each type of data has strengths and limitations, but all of them are natural products of the 

teaching and therefore nothing is intervening with the progress of the class. On the contrary, 

data collection should actually enhance the class experience and allow a better 

understanding between us, which it is hoped would lead to an improvement in the quality 

of classroom life. During the narratives I will refer mainly to the final written journal, which 

also incorporated the audio journal after summary-transcription, as the TRJournal. Entries 

are provided along with the date for reference unless this is already clear from context. Other 

data sources are made clear in the context and provided with a date for reference. Each 

lesson is also coded to show the semester, week number and lesson (e.g. 101A, 208B).  

 

3.5.2 Analytical Approach 

Using Ushioda’s metaphor of an analytical lens (2015, 2016), I have conducted cycles of 

analysis, trying to focus in on the critical incidents and most salient moments relating to 

motivational synergy. The collection of data is also part of the analytical model as well, and I 

utilised a form of ‘narrative knowledging’ to make sense of emergent issues and identify the 

key themes. I also relied heavily on NVivo 11 to organise the data and look for holistic themes 

by using analytical queries such as word frequencies and sociograms, which will be presented 

in Chapter Six.  

Pedagogic Data

Assignments

Reflection pieces

Journal Data Teacher/Researcher

Observation Data

Recordings

Ad-Hoc class based 
interviews
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In conducting this inquiry, I have recorded twenty-eight 90-minute lessons in the spring 

semester, and then twenty-seven in the autumn semester. On top of this I have collected 

hours of recordings from the students themselves, in the form of videos and audio recordings 

which they produced as course-work, and also recordings from on-task interactions that took 

place during lessons in the CALL rooms. Furthermore, I have included the students’ essays 

and reaction papers, as well as other samples of their work ranging from test-scores to 

personal emails, as well as trace-data (Rodriguez & Ryave, 2002) harvested from the 

interactions which they participated in on Moodle (the class VLE). I have also recorded my 

own audio-teaching journals (which serve simultaneously as both data and analysis), as well 

as my own written journal and field logs and other notes. In addition to all this there are 

numerous photographs I took of the board-work for the lessons, as well as the teaching 

materials used throughout the course. Although Table 3.3 does not account for all the data 

sources, it provides the most comprehensive list of the sources and data-types which were 

used in the compilation of this narrative. 
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Table 3.3 Summary of data types 

Chronology Data Type Data Description 

Data collected during 
the CLERAC course 
(April 2014 – January 
2015) 

Pedagogic data Work done by students as part of 
the CLERAC course, also includes my 
own teaching materials 

Field notes (as opposed 
to journal entries) 

Logs, observations and notes made 
during the CLERAC course 

Trace data Includes emails and online 
interactions as part of the course 
VLE. 

Audio/Audio-visual data Recordings of every CLERAC class 
Audio Teacher/Researcher journal 
Recordings made by students as part 
of coursework 
Recordings of students on-task 
Ad-Hoc interviews conducted whilst 
monitoring the students 

Institutional end of 
course (EOC) evaluation 
questionnaire 

End of course evaluation done by 
the students anonymously when the 
teacher/researcher was not present 
and conducted by the institution 

Data collected after 
the CLERAC course 
(August 2012 – June 
2015) 

Academic writing My own published or in-progress 
academic writing that mentions the 
CLERAC course 

Journal reflections and 
narrative (as opposed to 
field notes) 

Notes and observations made 
subsequently and transcribed as 
teacher/researcher journal entries, 
many of which use stimulated recall 

Student follow-up 
emails/meetings 

Includes both coincidental and 
solicited reflections from students 
after the course. Meetings were only 
conducted with one participant (Mr 
Charge) 

 

All told, I have composed over half a million words on word-processed documents, and 

recorded 13,609 minutes (227 hours, or 9.4 days) of audio data for this study. My field journal 

alone runs to over 80,000 words, with students’ essays adding up to a total of about 50,000 

words. Of course, not all of this is relevant to the focus of this inquiry, and yet in order to do 

the study justice I have had to carefully manage how I approach this unwieldly amount of 
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data. One of the strategies I employed was selective sampling, both in terms of participants 

and events. By this I mean that I had to focus on certain key moments (defined as either 

snapshots or critical incidents) and pay particular attention to these moments whilst allowing 

the events which lead up to them to fall away into the background. Snapshots are basically 

moments when I collected data in the class in order to try to ascertain my students’ reaction 

to the lessons, whereas critical incidents are moments which have emerged through 

reflection as being of significance to my professional development (Farrell, 2008; Finch, 

2010; Tripp, 1993). These two contextual-signifiers have thus provided me with a way to 

clear a path through the data which leads directly through the most important events in the 

collection phase towards the central themes of the study. Another aspect of the selective 

sampling technique was to focus on interactions with particular individuals, those whom I 

identified as being key persons (Focal Participants) within the class who contributed to its 

dynamics.  

In order to manage the data I have also used a combination of structured/strategic and 

random sampling. In other words, I have gone back over data sources which I had indicated 

as important in my reflections and I have also selected other areas at random, looking for 

things which might surface as important. Often this stimulates me to look at other sources 

and I sometimes ‘find a trail’ in the data which I follow up based on a random sample. Finally, 

once the key themes were established (motivational synergy) I listened back to all of the 

audio reflections and wrote a summary-transcript which I added to the written journal in 

order to make it searchable and run queries from NVivo.  

Mainly, I prioritised certain data types over others as well. For example, I decided not to 

listen back to all of the class audio, just the ones which seemed particularly important.  

Another way I have analysed the data is by talking to people about it. For example, despite 

not being a teacher herself, my wife has been an important person in helping me to ‘talk 

things into understanding’ (Mann, 2002). In particular, I made a special effort to have more 

social contact with colleagues and other teachers, in which we nearly always ‘talk shop’. I 

would often note down things from these informal social gatherings. I have also made more 

formal attempts to collaboratively reflect on my practice by joining a research group at my 

university. Also, my own academic writing (although mainly authored individually) always 

goes through a process of review, and on occasion I have written collaboratively. This also 

counts (although often indirectly) towards the analysis of the work I am doing on the PhD. 

Presenting at conferences is similarly collaborative in this respect. This is also something 
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recently advocated in the data-driven approach to reflective practice by Walsh and Mann 

(2015). Finally, there is of course a great deal of collaboration and feedback involved in the 

process of conducting a PhD, and clearly the tutorials with my supervisor have had a large 

impact on the way I approached the inquiry.  

 

3.5.3 The Excavation Process 

As I was preparing this chapter I returned constantly to the data I had collected, and the 

notes I had made throughout this process. I often felt lost in the data, and I experienced a 

‘terrible sinking feeling’ when I realised I had just too much data. 

As data accumulate, their magnitude and fragmentary randomness can overwhelm you. 

Although data collection still continues, it is high time to organize your ever-growing data 

and move forward with steps of turning data into autoethnography. (Chang, 2008, p. 

113) 

At times this process was more like an archaeological excavation than anything else. This is 

because I did not always know what I would find, or even where to look. Looking back in 

2016 on data collected in 2014, the sense of time having passed began to feel very important. 

It was extremely difficult at times to retrieve all the data.  

 

3.6 Conclusion  

This section’s purpose is to firmly state and justify my research design. I was wisely reminded 

by my supervisor that the research methods chapter ‘is not just another literature review 

focusing on research paradigms’ and as such I have tried not to go into unnecessary detail 

about the different approaches which I might have chosen. An important element in both 

the inquiry’s data collection techniques and write up are informed by work on Narrative 

Inquiry, and therefore the story of how my research evolved into its current shape is an 

integral part of the overall research design.   

The time-frame of this section’s narrative is much longer than the main narrative which 

follows in the next two chapters. However, what follows is the crux of this study and the 

main source of both data and analysis.   
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4 Spring Semester 2014 

 

 

4.1 Overview and Syllabus  

The first CLERAC class in the spring semester was conducted on 16/04/2014 (09.15–10.45), 

and the last (28th) on 18/07/2014. The total amount of teaching time was 42 hours (28x90 

mins). The number of students was 25, all the students passed the semester and continued 

to study with me in autumn.  

The focus of this semester is to prepare the students for the more content-focused classes 

which start in autumn. In order to do this, the spring semester has a language-based focus 

and aims to teach academic skills (writing a short research paper with citations, listening to 

lectures and note-taking), but also with a strong communicative element.  

Teachers are required to design their own syllabus around the clear guidelines set by CLER. I 

opted to structure my classes around inter-related content-topic areas, which would change 

roughly every two weeks and involve students doing their own research which could then be 

used as a focus for final projects. CLER stipulates that students must write a 400-word report 

and give a five-minute presentation, but because my class would spend half the semester 

(every Friday) in a CALL room, I decided to make more use of the computers by replacing the 

presentation with a group video project. This had a lot in common with the DCT course 

mentioned in the introduction as the initial impetus for my inquiry. Since that class, I have 

done many video projects with students, so I felt confident that, with the time in the CALL 

room and my experience, I could encourage the students to produce a high-quality video 

project. As outlined in the participants section (3.4.2), all but two of the students in my 

CLERAC class were from the faculty of Science and Technology, thus I felt that, like English, 

using computers would be a particularly important life skill for them.   
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The syllabus was constructed around the following topics:  

1. World English: Explanation of English as an international language, introduction to 

the World Englishes debate, discussion of English as a Lingua Franca.  

2. Online Security: Examination of online security issues and identity, especially 

focusing on Digital Shadow and communication change through technology 

exposure.  

3. Real or Fake?: Students try to determine the difference between real and fake 

photographs, then create their own real or fake stories.  

4. Fallacies in a logical argument:  discussion of critical thinking skills, debating skills. 

5. Final Video Projects:  Students choose their own topics and create a video around 

the theme in groups. This is assessed as a final project. The 400-word research essay 

is also based on the same topic. 

The original syllabus (see appendix 10.1) contained several additional topics not covered in 

the final course, and not all of them had an equal amount of class-time. This was because of 

the flexible, student-centred and emergent nature of the course as I began to focus on 

personalising the content in order to highlight authenticity and develop mutually motivating 

content. Topics for the Final Video Project became very diverse. Most students worked in 

groups, although there were three students who chose to work on their own (lone).  

Towards the end of semester, assessments inevitably became foregrounded, and there were 

many different types of assessment, requiring careful record keeping and grading to ensure 

each student met requirements. Assessments were somewhat further complicated by my 

choice to include a number of alternative assessment approaches, one of which was the Self-

Assessments used to calculate Class Participation which was generally complimented by 

reaction papers which the students composed on the class Moodle. One important 

justification for these assessments, which came to my attention later, is Ushioda’s call for 

classwork that highlights metacognition (in terms of thinking about the aims of class) in order 

to help learners sustain higher levels of motivation (2014). Self-assessment is also advocated 

as part of an Exploratory Practice framework (Allwright & Hanks, 2009). Another form of 

alternative assessments were the diagnostic exams, required for the students to gain 10% of 

their grade, but only awarded for taking the test independent of students’ actual score. 

These types of assessment were consciously developed in order to foster the students’ 

autonomy as language learners; another aspect of how I tried to maintain motivation and 

create an environment of authenticity was based around the concept of the Language 
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Impetus Triad detailed in Chapter Two. These assessment types will be covered in more 

detail later in this section as they both form the nucleus of important critical incidents and 

serve as indicators to motivational synergy, especially as a form of feedback between teacher 

and student.   

What follows is the chronological narrative of the spring semester, with certain critical 

incidents and snapshots given a more detailed focus so as to highlight the most salient parts 

of the inquiry as they relate to authenticity and teacher-student motivational synergy. In this 

way, the narrative is presented from the perspective of an ‘analytical lens’ (Ushioda, 2015, 

p. 51) which moves in and out of focus, closing in and on the events that would seem most 

to indicate the synergistic relationship between teacher and student motivation at the heart 

of this study. 

4.2 Initial Conditions: The First Class  

The first day of class is very important in terms of establishing group dynamics, behavioural 

norms and the learners’ attitudes towards the class (Dörnyei & Murphey, 2003; Murphey et 

al., 2012). In dynamic approaches, initial conditions are defined by Verspoor (2015) as ‘the 

moment one starts measuring’, yet she points out that there is a huge amount of inherent 

variability amongst our learners at this initial state. This snapshot then represents my 

attempt to understand something of the initial conditions and various attitudes of my 

learners towards English. I personally find that I will often use the first class as a kind of 

barometer, and indeed many of our initial impressions and first assumptions, whether 

accurate or not, will be laid down in the first lesson – both for the students and the teachers. 

I will return to these issues as I attempt to identify what the attractor states for my CLERAC 

learners were in terms of their motivation to learn English and their attitude towards the 

class.  

On day one of the class, I was very excited. The lesson plan was to introduce myself (get the 

students to like me), go over the syllabus (so they had a good idea of what was expected of 

them, alleviating uncertainty and fear) and then collect some pedagogical data, or a task I 

had identified as a PEPA. My idea was to have the students draw their Relationship to English 

as a Diagram (RED) and then explain in English to their partners what they had drawn.  

As I taught the class, I used a collar microphone and a digital voice recorder to create an 

audio file of the entire lesson. From the audio-recording of the first class, it is clear that I 

handed out the syllabus even before the bell went, and chatted to the students saying ‘it’s 
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hot’ and ‘could you open the window?’. Just after the bell chimes to start the class, I say 

‘phew’ and the window can be heard opening. My first words to the class go as follows: 

4.2.1 Classroom Extract 101A 

(please see appendix 10.3 for transcription conventions) 

Transcript 4:1 

1.  RICHARD: Okay. Good morning everybody 

2.  CLASS: Good morning. 

3.  RICHARD: And welcome to Academic Communication. So, every morning, 
FIRST period 

4.  CLASS: @ 

5.  RICHARD: On a Wednesday AND a Friday 

6.  CLASS: @ 

7.  RICHARD: You and me will spend 90 minutes … ALL semester, both Spring AND 
Autumn Semester. So we’re going to get to know each other very 
well, we will spend a lot of time er together in this class… 

Noticeably my speech is very clear, very few ‘ers’ or pauses, but actually the speech is very 

carefully enunciated and there are very minor pauses between most words. It does not 

sound (to my ear) particularly slowed down, although certainly this is a moderated way of 

speaking which I have adopted for classes in order to make my speech easier to follow. Also, 

it is noticeable that there is laughter coming from the students within the first seconds of 

the class. This was achieved through my emphasis on the first period, perhaps I had been 

able to hit on an aspect of the class which the students and I shared our attitudes toward. As 

outlined in Chapter Two, empathy is an indicator and prerequisite for synergy. I make many 

jokes in the introduction, and explain why they are lucky to be in this class. This is a standard 

introduction I have for nearly all my new first-year classes, in which I explain that Sophia is a 

good university for learning English because it is high in the Japanese league tables. This is 

important to create a sense of cohesion by activating ‘group pride’ (Dörnyei, 1997; Levi, 

2017) and I usually make a joke about how Sophia is much better than X University, which 

became a joke that I returned to often throughout the course. I also state that another 

reason they are lucky is because they have me as their teacher, and I joke that I am very 

handsome, whilst showing Figure 4.1 on my slides (in which I do not look handsome).  
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Figure 4:1 'I am handsome' joke 

 

This show of arrogance actually opens me up as a person, although very carefully. In saying 

‘I am handsome’, I am actually drawing attention rather to the fact that I am still quite young 

to be a university teacher. Also, this claim to be handsome shows me as fallible, something I 

feel is important so that the students feel able to question me and relate to me as an actual 

person (Glatthorn, 1975).  

Later, I asked the students: 

Who speaks good Japanese? Nihongo pera pera [are you fluent in Japanese]? Raise your 

hand. [show of hands] 

You speak Japanese, why speak English to each other? It’s strange. Although it’s strange, 

try to speak English to your partner, it’s the best way to practise. Some Japanese is okay. 

20 per cent Japanese, 80 per cent English.  

I then set up the task where students have to introduce themselves to their partner in English. 

After the introduction, I ask for a show of hands ‘who spoke 80 per cent English’, and then 

‘who spoke 80 per cent Japanese?’ and from the laughter, it seems more hands went up for 

the latter. After this I said ‘Ah well, it’s the first class’, as if in consolation.  Again, this shows 

how I tried to create from the very first class an environment of honesty and trust, with 

mutual empathy. During the class I also made several references to myself as a learner of 

Japanese, even saying occasional phrases in Japanese (as in the above extract when I say 

Nihongo pera pera?). Just after this, I say: 

Hands up if you have a good partner. Ha, your hand was the last up! [class laughter] I’m 

sure he’s a good partner.  
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Here is an example of my teasing the students or using that type of humour which is often 

found in British stand-up comedy. Although I did not realise it at the time, this might be my 

own attempt to orient the class to my own sense of humour, a key aspect in rapport building 

(Haugh, 2010; McCulloch, 2012; Medgyes, 2002). Perhaps more broadly, this is also an 

attempt to establish my own cultural identity. Medhurst (2007) argues that the distinctly 

British sense of humour is an essential part of cultural identity, and comedy has always been 

a central part of my own identity; often being a talking point between friends and family and 

deeply embedded in my own social development. The humour I exhibit in the above extract 

is very gentle teasing and not particularly face-threatening, although it does draw on a 

potentially awkward scenario where a person may not really like their partner. In drawing 

attention to this possibility, I think I was actually trying to diffuse such a situation by making 

a joke about it. Just before this, I had gone around the room and monitored the students as 

they introduced themselves to each other. For many of them, they did not know each other 

and so they were meeting for the first time. Others already knew each other (perhaps from 

being in the same department, they would know each other only slightly from orientation 

camp), but few if any of them would know their other classmates well. This is important to 

acknowledge when teaching a class of mixed-major first-year university students. However, 

the seating arrangements and pairings rarely changed from this initial class, as I discussed in 

Chapter Three.  

After this introduction task, I found myself explaining to the class about how the CLERAC 

course was brand-new, and very different from the previous year. I told them that last year, 

my class had 40 students, and now this was reduced to 25 (some of the students could be 

heard making surprised exclamations in the background). I explained this new course was 

very exciting, reiterating that they were lucky to be in the class. Again, this could have 

contributed to the creation of group coherence by highlighting unique features in the context.  

Shortly after this, I ask ‘What does compulsory mean?’ I ask a student (Ms Oldriver?) to 

explain and she says the word in Japanese (although, she said Hisshu, which means required). 

I then elaborate: 

So it means you have to come to this class. So, you have to come to this class, so I want 

to make it fun.  

Then I explain about the rule that below 85 per cent attendance results in an F, making a joke 

that even if they give me 10,000 yen I still have to say no. I explain that the attendance rule 
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is ‘not my rule’ but CLER’s rule, although I have to be ‘strict’ about it. This way I distance 

myself from the rules that I represent, showing that ‘I am just doing my job, I’m not a bad 

guy’, again showing how I attempt to build rapport with them by downplaying my situated 

identity and role as the teacher.  

I explain about the pair-work approach which I use in class, although by now they have 

already experienced it. Constantly throughout the class I ask questions and then say ‘ask your 

partner’, which is the students’ cue to begin a discussion about the question I just modelled. 

Most of the communication is done between learners and their partner. I say it is their job 

to find people they like, who ‘work hard’ and that they want to communicate with.  

After going over the class rules, I ask students to create their own class rules, one for 

themselves and one for the teacher, which I then go around and monitor. Students had 

trouble making ‘rules for the teacher’, but when I pushed, asking individual pairs ‘what do 

you think makes a good teacher’, one pair said ‘kindness’ and another said ‘enjoy’. When 

one pair (Ms Lovehouse?) said ‘remember the names [of students]’, I became very excited 

and explained that I also think this is important. Shi (2002) presents a narrative of her 

experience as a language teacher, talking specifically about her approach to names. She 

states that remembering a person’s name is essential in building a bond with that person, 

which I agree with completely. However, I work with over one hundred different students 

each semester, mostly for a period of just fourteen weeks, after which I may not work with 

them again. Thus, I have a system for remembering students’ names which involves creating 

a map of where they are sitting. After four to six weeks, I usually know most of the students’ 

names, but if I meet them out of context I can rarely recall their names. I did not explain all 

this, but I did take the opportunity to explain that it would take me some time to learn all 

the names but I would certainly try. I would probably have also made a mental note to 

remember that student’s name, which is why I seem to recall it was Ms Lovehouse, although 

sadly I cannot be fully sure as the audio recording is quite distorted by the background noise 

of the class.  

After going around a few pairs and giving a few minutes for this task, I go back to the front 

and sum up the rules, especially the ones for the teacher. I explain about the rule for enjoying 

class, saying ‘It’s my job to make the class enjoyable, I’ll try that’. I then tell the students 

about remembering names. I say to them ‘you should also try to remember my name’ at 

which point I realise that I have not yet even told the students my name! By now, this is 30 

minutes into the class. I also have not yet taken the attendance register (although I have 
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explained the 85% attendance rule). This seems to fluster me a moment, and I announce that 

I will take the register shortly (saying ‘don’t let me forget’ as if some of the onus is also on 

the students, which of course it really is not). 

Before taking attendance, I finish off my explanation of the style of the class and the rules. I 

also briefly discuss the issue of sleeping in class. I warn them I will take a photo and upload 

it to Facebook if they sleep, which elicits laughter and a few ‘e::::::h’ noises, although it is, of 

course, a bluff.  

I take attendance 30 minutes into the class. Going over the attendance list seems to suddenly 

remind the class I am a teacher and highlight my institutional power over them and my role 

as a marker, a grader and a kind of gatekeeper. The attendance register invokes and 

foregrounds my situational identity as the teacher (Zimmerman, 1998). This is why I 

consciously avoided doing that until I had built a rapport with them and spoken to them one-

to-one before this. However, it is rather naïve of me to assume that this was a latent identity 

until now, when of course the entire class has been led and controlled by me, and to some 

extent by the institution I work for. Of course, there are other political factors involved which 

may or may not be in the students’ minds during this, such as the position of English as an 

international language and the educational requirements set out by the Japanese Ministry 

of Education (MEXT) which is tied to university funding and subsidies (even for Private 

universities like Sophia). These issues will resurface in Chapter Six.  

After taking attendance, I go over the assessment weighting, by saying ‘the most important 

thing, how to pass this course’. I explain about the mid-semester and final exams, modifying 

this by telling them that I have done the Japanese Language Proficiency Test (JLPT) so I know 

how they feel. This attempt at solidarity is unfortunately ingenuous (or inauthentic?) not only 

because there really is very little at stake for me when taking the JLPT, and because I chose 

to take it to test my own proficiency as a diagnostic exam, but also because it contradicts 

what I say to them in lesson 108A when we discuss the mid-semester exam.  

With the overview of the syllabus complete, I move into the next task which is the 

Relationship to English Diagram (RED). This was a task designed to get the students talking 

about how they see English in relation to themselves, but rather than explaining this in words, 

I wanted them to draw a diagram which would not only transcend some of the linguistic 

limitations of expressing themselves, but also provide a multi-modal data type for analysis 

later. Without realising it at the time, this task was also a good way of developing the 
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students’ view of English and the ‘imagined community’ in which it is spoken (Anderson, 

2006; Kanno & Norton, 2003; B. Norton, 2001).  

4.2.2 Discussing the REDs 

In setting up the task I provide a handout with clear instructions to each student. I also 

explain the task verbally, giving examples of ‘crazy’ things they could draw. I do not, at this 

point, tell them that they will have to explain what they have drawn. I do not want them to 

know that at this point, as it might limit what they decide to draw. I give five minutes for the 

activity, which is done in silence. To ease the silence and relax them, I play Bach’s Cello 

Concertos in the background. The atmosphere is calm and pleasant. I think this downtime 

helps the students to recharge their communicative batteries. Then, after the five minutes, I 

say ‘Turn to your partner and say ‘Hey, check out this. I drew this because…’’ 

Within a few seconds, the class is very noisy again (perhaps noisier than ever) with many 

outbreaks of laughter as students show their drawings. I begin to monitor these discussions, 

which I present alongside the drawing.  

4.2.2.1 Mr Charge 

The first Ad-Hoc interview I have chosen to present in this narrative was with Mr Charge, one 

of the main Focal Participants from the group.  

Ad-Hoc 4:1 101A 

1.  RICHARD: What’s your relationship to English like. 

2.  MR.CHRG: Ah. English is the tool that I can connect with foreign people 

3.  RICHARD: 
A:::::h okay. Yeah that’s interesting that you use the word tool. Yea:h 
I think, I think that’s a good explanation. So do you like English? 

4.  MR.CHRG: Yes Very 

5.  RICHARD: 
Oh good good. Yeah @ that’s good. Why do you-  Why do you like 
English? 

6.  MR.CHRG: By using English, I can, I can connect many people 

7.  RICHARD: 
Aha. Yeah. Oh, that’s good. Yeah, maybe on the Friday classes we 
will try to use English to talk to different people in the world,  
um, using the internet for example[e 

8.  MR.CHRG:                                                                ]that’s goo[d 

9.  RICHARD                                                                                    ]yeah 
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Figure 4:2 Mr Charge's RED 

Mr Charge mainly wrote his reaction as a paragraph, which he uses to help him when he 

communicates with me face-to-face. Whether this was intentional or just a result of having 

already composed the sentence is unclear, but either way Mr Charge is able to convey not 

only his relatively high ability with English, but also his enthusiasm for English and his 

understanding of English as a tool. When I say ‘that’s interesting that you use the word ‘tool’’ 

I am referring to my understanding of the word tool in the Vygotskian (1964) sense. I instantly 

liked Mr Charge, and he seemed particularly alert throughout the class. He seemed 

constantly aware of me and when I asked him to work with others he would do so, often 

taking on a kind of leadership role. However, he also remained distant from other members 

of the class as a whole, as I will examine in later extracts, and only really worked with one 

other student, his friend Mr Fly. Looking at his RED, Mr Charge has clearly picked up on my 

joke about being handsome. This emphasis on the teacher is interesting, because I think Mr 

Charge saw me and liked me instantly as well (just as I took a liking to him). He perhaps saw 

me as a kind of model, and his engagement with the class could have been due in a large part 

to his engagement with me.  
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I am not sure if Mr Charge liked me because he already had a disposition which gave him 

positive feelings towards English, or if it was more personal than this. I recorded in my 

teaching journal that Mr Charge told me later in the year, as we were walking through 

campus on 10/12/2014 that he is not such a good student in his other classes. Mr Fly also 

corroborated the fact that Mr Charge does not work so hard in his other classes, and in fact 

told me that he only works hard in English (lesson 109B). I will discuss this in more detail 

later, but at least we can observe that right from the start, for Mr Charge, English was not 

merely an abstract subject, and he seemed (at least to me and from my analysis of his work) 

to have a good sense of his identity as a speaker of English. One notable feature of our 

discussion are the parts which slightly overlap each other’s utterances in turns seven to nine, 

indications that the discourse is happening quite quickly and naturally. His ability to express 

himself probably feeds back into his motivation to study, and from this high position he 

continued to make progress and maintained his high motivation until the end of the course, 

then he went to study abroad in the US. I have also met Mr Charge three times in 2016 in 

which we had an informal chat over coffee, and I was able to learn more about his studies 

and how his English has progressed, which I will discuss later in the narrative. In his learner 

biography, Mr Charge states: 

The world is becoming more global. In fact, there are many foreign people in Sophia univ. 

So I am studying English in order to make friends with them and understand the way 

they think or their culture. (Thursday, 17/04/2014, 10:07 PM) 

Mr Charge seemed to maintain his high level of motivation throughout the course (generally). 

However, as this was noticeable from the very outset, it might be explained in relation to 

factors which have nothing to do with my class: 

A learner who has been highly motivated to learn a language over the course of a few 

years is not likely to change much, even if he has a negative experience with that 

language during the course of the study. On the other hand, a learner who is highly 

motivated to study an L2, but is still at the early stages of his study, may be completely 

discouraged after one strong negative event. (Verspoor, 2015, p. 45) 

Verspoor is discussing attractor states and initial conditions in dynamic approaches, and thus, 

in order to truly know more about Mr Charge’s motivation I would need to know more about 

his learner history in detail. Much later on 2/10/2014, Mr Charge wrote in the Coffee Room 

that ‘I learned grammar, idioms and reading skills before entering university, but now that I 
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think these are not useful at all in the communication with foreigners. It is the English 

communication skills that I eager to get.’ In our informal discussions, Mr Charge told me that 

he did not like his previous English classes and he also made English education in Japan the 

topic for his essay and final video project, in which he again voiced a certain degree of 

dissatisfaction. This perhaps suggests that, at least with Mr Charge and other highly 

motivated students, CLERAC was successful in achieving synergy because our aims for 

learning were largely convergent from the beginning.  

4.2.2.2 Ms Downtree 

I then began to speak with another Focal Participant, Ms Downtree. Again, Ms Downtree was 

highly motivated, as was her friend Ms Oldriver, and both sat near the front. Early on, I 

learned that both have the opportunity to use English in their part-time jobs at McDonald’s 

and Starbucks respectively.  

  

Figure 4:3 Ms Downtree's RED 
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Figure 4:4 Ms Oldriver's RED  
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Ad-Hoc 4:2 101A 

1.  RICHARD: Hi, what about you guys, what’s your relationship to English like 

2.  MS.DWN/OLD?: 
En… Uh….Like. Like dakedo ((however)) 
(?although)…(undistinguishable) 

3.  RICHARD: G- good? 

4.  MS.DWN: I like English 

5.  RICHARD: Oh, good good good. Why why do you like English? 

6.  MS.DWN/OLD?: It’s so fun [giggling] 

7.  RICHARD: @ Good good @ 

8.  MS.DWN: I speak English when I work in Star[bucks 

9.  RICHARD:                                                               ]oh righ[t 

10.  
MS.DWN: 

                                                                            ]arubaito ((part time)) 
@ 
                                                                          hahaha[ha 

11.  RICHARD: 
                                                                                        ]ahhh of course 
yeah 

12.  ?: (indistinguishable) [laughing and giggling] @ 

13.  MS OLDR: (?I too). Me too. I work in McDonald 

14.  
RICHARD: 

Oh really. Okay so you get a lot of foreigners where you work. 
OK. So that’s good. So, you try to speak English when you have 
foreigners in the class… ah.. in in your shops. 

15.  MS.DWN/OLD?: Shops? 

16.  RICHARD: Oh that’s good that’s fantasti[c 

17.  MS.DWN/OLD?:                                                      ]goo:d goo:d 

18.  RICHARD: So you have a real connection to English then. 

19.  MS.DWN/OLD?: Thank you 

 

Noticeable here is the amount of laughing and giggling that goes on. The two girls speak 

together, unlike the conversation with Mr Charge where his friend Mr Fly remains silent and 

just listens. The two girls have their part-time jobs in common, and I actually make a mention 

of this incident in my Teaching Journal entry after the class, remarking: 
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Two girls sat in the middle use English in their jobs at Starbucks and McDonalds. Mental 

note: they seem to like their jobs and it gives them contact with foreigners so try not [to 

be too negative about] the big corporations too much! Especially McDonalds! (TRJournal 

16/04/2014) 

This is because I am often quite outspoken in my anti-consumerist views and I have a 

particular disdain for McDonald’s, both as a food and a business. I later would teach lessons 

which touched on this subject in the autumn semester.  

Although less clear from the transcript, there is something quite flirtatious about the girls’ 

manner, especially Ms Oldriver. Although I was only able to reproduce it slightly, if listening 

carefully to the recording, it is possible to make out that one of the speakers (or both) are 

parroting my phrases a little, such as in turn 17. This was happening a little throughout the 

discussion, and suggests a kind of light teasing which definitely has a flirtatious undertone. I 

really know very little about Ms Downtree’s life outside the class, but in another Ad-Hoc 

interview on 28/10/2014, whilst discussing a Halloween Party I called Ms Downtree a ‘party 

animal’ and Ms Oldriver replied that she was a ‘party fox’ (creatively altering the expression 

and referring to her costume). At this point, Ms Downtree was showing me photos on her 

phone of her fancy dress outfit. Of course my manner was always kept very professional and 

I never met the girls outside of the class. And yet, the flirting taking place in the class seems 

to be very relevant, and certainly draws parallels with the research of Bailey (2006, 2007), 

Kelsky (2001) and Takahashi (2013) who have examined the concept of akogare 

(admiration/desire) in Japanese women towards foreign culture and men in particular. 

Although the interaction was very innocent, there was certainly an underlying sense of 

akogare here and I know that Ms Downtree was a member of the Foreign Circle, which meant 

she attended many parties with international students, where she would certainly come into 

contact with foreign men. This shows her independent resourcefulness in finding 

opportunities, not just to use English but to actually form friendships and possibly romantic 

relationships with people in English.  

4.2.2.3 Mr Auxiliary 

Overall, as I walk around the class during this task, there is a real sense of fun and 

engagement. As I talk to different pairs, the rapport building and joking are quite evenly 

distributed. There is a lot of background noise and outbursts of laughter. I then move 

towards the back of the class, where the third of my Focal Participants is sitting, Mr Auxiliary.  
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Ad-Hoc 4:3 101A 

1.  RICHARD: 
And I have to ask you guys about yours [huh]. You’ve drawn a… is 
this a snake? 

2.  MR.AUX: Snake 

3.  RICHARD: So, why did you draw a snake….. Ah, why did you draw a snake 

4.  MR.AUX: English attack me 

5.  RICHARD: 
Really. And you’re a frog? A:w…. Why do you feel English attacks 
you ((…..5)) 

6.  RICHARD: Why does English attack you 

7.  MR.AUX: I can’t understand English 

8.  RICHARD: A:h, right. Yeah. Eng-…So English is scary? 

9.  MR.AUX: Scary? (?Scared), yes. 

10.  

RICHARD: 

A:h, now I see. That’s a really interesting drawing. [Turning to Mr 
Auxiliary’s partner, Mr Dawn] And you’ve drawn a stairs… 
staircase… Wha- What’s your relationship to English? 
((……………….19)) [they speak Japanese quietly] 

11.  RICHARD: Stairs 

12.   ((………9)) 

13.  RICHARD: Ah: , oh:::, I see. And the stairs keep going up. No no no, I like that. 

Mr Auxiliary was one of the least communicative students in the class, and he represents a 

very classic stereotype of the uncommunicative Japanese English learner (Apple et al., 2013; 

Kikuchi, 2013, 2015; Sampson, 2016; Susser, 1998). Despite the fact that Mr Auxiliary was 

basically always on time, if not one of the first people in the class (he was absent only once) 

I had to fight against my initial red-flagging of him as a classic ‘non communicative’ student 

who just wanted to get a grade at the end, and thought that to do so he just needed to show 

up and try to stay awake and hand things in on time. In fact, in this way he was a very 

motivated student, and clearly wanted to do well. However, to me he also fit the profile of 

an ‘English Hater’   (Erikawa, 2009 cited in Sato, 2015 p.15). He worked hard but seemed very 

introverted and whenever I tried to speak to him the dialogue was filled with very long 

awkward silences. In contrast to the studies of silence in Japanese university English teaching, 

such as those by King (2013a, 2013b, 2016b) it was generally unusual for students not to 

respond in CLERAC. Despite his lack of communication, in every other way Mr Auxiliary was, 

however, a truly good student and I am interested in him because he is quite representative 

of certain stereotypes of the Japanese university English learner, and despite the negative 
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image of this stereotype, I want to highlight the many positive aspects he brought to the 

class.  

 

Figure 4:5 Mr Auxiliary's RED 

Mr Auxiliary’s RED is certainly my favourite one from the entire group. It shows a genuine 

sense of the discomfort that many students must feel when they encounter English. After all, 

being in the classroom (especially the foreign language classroom) is a face threatening act 

(Dam, 2002). Mr Auxiliary was not only uncommunicative in English, but listening back to his 

recordings while he was on-task in the CALL room, and having observed him in class talking 

to other students, he rarely spoke in either English or Japanese (see section 5.8.1). He 

seemed to be quite introverted and shy as a person, and I can imagine he felt very left out 

and dreaded the English classes. It is quite likely he sat at the back of each class wishing that 

he could be more communicative, but that just was not part of who he is and for whatever 

myriad of reasons he could not do it. However, he did manage to ‘survive’ the class, and 

because of this inquiry and my heightened state of reflexivity (a theme I will discuss in 

Chapter Six), I made allowances for him and did not try to push him too hard. He managed 

to get an A for the class because he followed instructions and because he did all the work to 

the best of his (admittedly limited) ability. In his Learner Biography after the first class, he 

wrote: 
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I have studied English for 6 years.  

I want to go to England and watch Arsenal's football game someday. 

I hope to learn the way of talking with English people. 

I want to enjoy class. (Thursday, 17 April 2014, 9:25 PM) 

Interestingly, the final statement about wanting to ‘enjoy class’ corresponds with my 

philosophy of teaching and the teach/learn dichotomy (see section 6.6.2). Mr Auxiliary 

actually reveals a strong future self-image here in terms of his motivation, although in order 

to achieve this he would not actually require particularly high proficiency. This has some 

connection with a study by Matsuda (2011), in which one of her teacher/participants 

explained that not all students need to become fully proficient in English and that ‘not 

everyone can be a star’ (p. 45). Mr Auxiliary’s perceived reticence and ‘unwillingness to 

communicate’, rather than being a lack of motivation, is much more complex than this and 

probably dependent on personal differences. I do not believe he was simply a demotivated 

student, as is commonly argued with learners matching his profile (Apple et al., 2013), as I 

will examine later.  

4.2.3 The Reality of Classroom Data 

During these Ad-Hoc interviews, it became very hard to hear the students in the recordings 

due to there being a great deal of background noise. Students were loudly talking in both 

English and Japanese, but towards the end Japanese seems to dominate. However, overall 

the class appears to have gone very well, and I collected enough data in one class to almost 

conduct an entire independent study.  

The sheer size of this section illustrates very clearly other logistical issues which came to light 

during the analysis; namely the issue of word limits and too much data. This section omits 

many of the important Ad-Hocs (for example focal participant Mr Po) and could easily go into 

more detail about each learner. However, this was just one of 55 classes.  
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4.3 Global English, Authenticity and Native-speakerism 

In the second lesson of the course (the first lesson in the CALL room, 101B, Friday 

18/04/2014) I introduced the topic of Global English, featuring an adapted version of 

Kachru’s circles of English (1988), in which students have to match the countries to their 

respective circles (inner, outer and expanding). I then show the following quote: 

The future status of English will be determined less by the number and economic power 

of its native speakers than by the trends in the use of English as a second language. 

(Graddol, 2003, p. 157) 

We discuss the meaning of this quote, and I emphasise the students’ importance and 

ownership of the English language. Throughout the lesson, and after each task, students have 

chance to discuss their reaction with their partner. This is very much a lesson in which I 

attempt to condition the students to be more accepting of international varieties of English, 

in which I attempt to empower them as L2 speakers of English and in which I attempt to open 

up the reality of English as a Lingua Franca and a global international language. This is really 

one of my most developed lessons, one I have taught to other classes many times. However, 

I felt I underused the CALL room facilities and thus the environment was not as good as it 

had been on Wednesday. 

In the lesson after this (102A) I play a TED.com video lecture of Jay Walker talking about 

English Mania. This is a continuation of the theme of empowerment and an attempt to purge 

the embedded native-speakerism which is so deeply entangled with English instruction in 

Japan and also in other countries as well (Houghton & Rivers, 2013; H.-K. Kim, 2011; Lowe & 

Pinner, 2016).  

One important point from my journal is that in lesson 102A, during an Ad-Hoc interview with 

Ms Downtree and her friend Ms Oldriver, I realised how little impact my efforts in these two 

classes had really made. As I learned in lesson 101A, Ms Downtree works at McDonald’s and 

Ms Oldriver at Starbucks. Both girls like their job because it gives them opportunities to use 

English. Ms Oldriver told me during her class about a recent exchange with an American 

customer who she said ‘forgave’ her for her ‘incorrect English’. I found this rather sad, as she 

said it towards the end of the class and after I had exerted so much energy into trying to 

explain that there is no such thing as correct English (although, this is an oversimplification I 

use to empower the students). In my journal I recounted another story I learned:  
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[Ms Downtree] said she went to a party [as part of the international circle which she 

recently joined] which was made up of around 50% foreigners [non-Japanese]. She was 

very motivated and had joined an international circle based on the World English lesson 

and she was super-motivated. Then, at the end of the class I asked her how to improve 

listening and despite all said about World English she replied ‘listen to Native Speakers, 

listen to Richard’s class.’ Native speakers still dominated her idea of English. (TRJournal 

23/04/2014) 

The theme of embedded native-speakerism became one of the major causes of divergence 

in motivational synergy, as this was an area which tied in strongly with my philosophy of 

teaching and was at the heart of my teaching persona, yet it seemed that the students could 

not all shake the monocentric view of English and the self-discriminatory preference for 

‘standard’ varieties.   

4.4 Authenticity of the Speaker Ranking Activity 

The prominence of globalisation in the discourse surrounding language teaching and 

motivation means that students’ reasons for learning English, both now in the late 2010s and 

in the foreseeable future, will necessarily be quite different from learners of the past. 

Advances in technology, the increase in travel opportunities and the need for English in order 

to compete for jobs in the workplace and the global market all have made a significant 

contribution to the reshaping of the language learner’s motivational landscape (Ushioda, 

2013b, 2013c). I therefore felt it was important not only to learn how the CLERAC class saw 

themselves in relation to English, but also to explain to them what I felt were the realities of 

English, which did not always match the way in which English is actually taught (Holliday, 

1994, 2005; Pinner, 2016a). This has important implications for motivational synergy as I am 

exposing the students to my core beliefs about teaching and attempting to align them to it, 

or more succinctly this was a very important attempt at convergence and at achieving 

congruence. Such a sense of congruence is vital to achieving a sense of authenticity (Dörnyei 

et al., 2016; Kreber, 2013).  

As I explained in the previous section, we had just spent three entire classes talking about 

the Global status of English in which I specifically de-emphasized so-called ‘native speaker’ 

varieties. On 25/04/2014, in class 102B I created a task specifically for the CALL Room 

featuring video content and online interaction, designed to expose the students to different 

varieties of spoken English, which they would then rate according to the simple criteria of 



Spring Semester 2014 

125 

‘authenticity’. At this point I also told the students that I was researching authenticity, but I 

purposefully left the word undefined and very open. I chose eight videos, trying to represent 

a diverse set of speakers within a limited (and therefore practical) task design. Although the 

main details of this study will be presented as a separate study, the students tended to favour 

videos featuring speakers who use the more standard varieties of English, such as that of the 

Queen of England or Barack Obama.  

For example, Ms Hemp scored Ban Ki Moon 5/10 for authenticity, stating ‘I don't think he is 

poor at speaking English. However, he is a Korean.’ Students referred to ‘native-ness’ as a 

frequent justification for their scores. Despite this, many students were unable to tell the 

difference between speakers of English as a first of second language, demonstrated by the 

fact that Arnold Schwarzenegger scored highly because many students believed he was a 

‘native speaker.’ Schwarzenegger received 9 comments (36%) relating to his way of speaking 

or use of language, all of which had positive valence, such as Mr Widetree who gave 10/10 

with the accompanying comment ‘I love Arnold Schwarzenegger and He is native English 

speaker.’ The speaker with the highest score was Queen Elizabeth II.  

One reason for this could be the ‘Language Correctness Act’ which is in place in Japanese 

education. This is an official policy by the central government to teach ‘standard Japanese’ 

at schools, which explicitly disparages regional varieties (Heinrich, 2012; Sugimoto, 2010). 

This act gives a great deal of influence to the way social class and language are perceived in 

Japan, which no-doubt would have an influence on class perceptions in other languages, such 

as English. In another study (Pinner, 2013a) I found that students’ ideas about authenticity 

in English were often tied to the notion of ‘correctness’ and even ‘dictionaries’. Both these 

findings may be linked to the issue of Japan’s overall suppression of regional dialects and the 

highly political enforcement of the idea that there is, in fact, a single ‘correct’ way of speaking. 

This ties in with Bourdieu’s notion of ‘cultural capital’ (1991), which has been linked to 

language motivation by a number of scholars (Block, 2014; Lowe & Pinner, 2016; B. Norton, 

2013; Norton Peirce, 1995). 

My ‘philosophy of teaching’, when compared with the admittedly rough findings from the 

Authenticity of the Speaker snapshot, reveals a possible divide in the teacher’s perception of 

what English is and the views and orientations held by the students. This could manifest itself 

as a barrier to positive motivational synergies in future lessons, if left unchallenged. It is for 

this reason that methodologies such as Exploratory Practice, which highlight the students’ 

agency and encourage critical reflection, are powerful tools in reaching an alignment, or at 
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least an understanding, of beliefs between teacher and student, and thus fostering greater 

levels of synergy.  

Although the task was overly simplistic, it was mainly a reflective tool for me in order to show 

areas for deeper focus, and a way of engaging the students with the otherwise rather 

abstract notion of English as a global language. Although I initially felt the results showed my 

failure to alter the students’ view of English in a way which I felt would lead to self-

empowerment, as a pedagogical tool I feel the Authenticity of the Speaker task was 

successful in raising the student’s awareness of varieties of English, and provided a useful 

form of feedback for me as to the students’ orientations towards English.  

 

4.5 Online Security and The Living Textbook 

As I will discuss more in Chapter Five, one aspect of the way authenticity facilitated teacher-

student motivational synergies was the way I negotiated and adapted the learning content 

to specifically suit the CLERAC class. In discussing this process of tailoring content and 

constantly revising my own materials later on 21/05/2014, a colleague of mine dubbed this 

the living textbook. What he meant by this was that my materials were alive because they 

were constantly being updated, adapted and altered for each class, to fit the individuals that 

made up the class as a whole.  

One of the earliest incidents of this process was when the course moved away from Global 

English and onto the next topic, Online Security. I noted in my journal that: 

I felt a sort of reluctance to be moving to a new topic and saying farewell to the topic of 

Global English and authenticity, which had related so directly to my research. This is 

because the snapshot is now over and yet I feel it is incomplete. However, I think that 

this might actually be where the real authenticity comes in, as I chose a topic of genuine 

relevance to the students. (TRJournal 30/04/2014 [adapted for clarity]) 

This observation seems quite prophetic upon retrospect, as it was around this time that I felt 

I really began to work with and for the students in the class, despite the aforementioned lack 

of convergence over our beliefs about Global English. The main aim for my Global English 

lessons was always to empower students as speakers of the language, to create a more 

realistic picture of how English is used in the world, and to tackle discriminatory preference 
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against ‘non-native speakers’. However, we worked better together as we moved away from 

this topic and onto areas for which I had less of an agenda in terms of my own research.  

The topic of Online Security spanned two lessons, (103A and 103B) which then transitioned 

into the Real or Fake lessons (104A and 104B), which then eventually led to a workshop on 

fallacies and critical thinking in preparation for essay writing. In this way Online Security was 

more directly tied in with the learning aims and assessments than the Global English topic.  

In many ways, this topic area was a negotiation between my own interest, areas I felt 

confident teaching, and my perception of the students’ needs and areas of interest. All but 

two of the students are from the Faculty of Science and Technology, so overall I was definitely 

tailoring the content towards the students, albeit in a very generic way based solely on their 

department and choice of major.  

Lesson 103A featured a TED video lecture by Online Security expert, Mikko Hyponnen. I 

noted that ‘it’s probably not a coincidence that the speaker […] is an L2 speaker of English. I 

made sure to point this out before we watched the video’ (TRJournal 30/04/2014). This was 

my attempt to link the current topic to the previous one of Global English. I also make a note 

of the fact that the Online Security lesson gave rise to issues of authenticity in another sense, 

namely in the Trillingian sense of sincerity and in the fact that there might be scam emails, 

fakes and phonies, which was then expanded more fully in the Real or Fake lessons.  

In my Journal entry, I seem annoyed at myself for not having properly planned the lesson, 

and for not having allowed myself time to design the handout and ‘jazz it up’ a little by adding 

logos or images in order to improve its face validity. This is a testing term which I have 

adopted from Bachman and Palmer (1996, p. 42), which is used to refer to the basic 

appearance of a test and how it ‘appeals to test takers and test users’ and which is a ‘function 

of authenticity and interactiveness’ in their definition. However, Bachman (1990, pp. 285-

289) discusses the fact that this term is very problematic and often used to refer to different 

aspects of a test’s validity. I use the term in its simplest sense to refer to the initial and purely 

superficial judgement about the way of piece of material looks to a student, in particular 

whether or not they feel it might be interesting to learn from. 

This must have influenced the way I prepared for the next lesson (103B 02/05/2014), which 

was in the CALL room. I had the students google one another in order to trace their digital 

shadow. In the class audio recording, several students can be heard laughing and making 

surprised exclamations during this lesson, even saying ‘kowai [scary]’ and ‘usso [it’s a lie]’ 
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when I showed them how I could trace Ms Forest’s IP address and find her internet service 

provider, where she was in Tokyo when she logged on to do her homework and what time it 

was, as well as longitude and latitude.  

I first taught some necessary vocabulary (VPN, Digital Shadow, Cookies, Encryption etc.) and 

had students learn them via a WebQuest format in which they google the word and then 

teach their words to their partners. I then put students into random pairs (assigned by the 

CALL room student management software, CaLabo) and told them to trace each other’s 

Digital Shadow. They have 10 minutes to create a profile and then students make a ‘stalker 

style’ presentation about their partner.  

However, this lesson was also rather unsuccessful because it required the students to find 

each other on Facebook, which quickly became problematic when I found that ‘just under 

half the class did not have a Facebook account’. Also, listening back to the audio I can hear 

that 7 minutes into the Digital Shadow Tracing task one unidentified student did not know 

his/her target. There is also a moment where a huge amount of laughter breaks out between 

students, and when I say ‘what what what, what did you find?’ they reply ‘nothing’ and I am 

not brought in on the joke. Many students were unable to uncover much about their targets, 

especially those with no social networking accounts.  

I also had to begin disciplining some of the students, and in particular I noted that the lesson 

had been ‘dossy’ (i.e. the students did not stay on task and messed around) and I had to use 

‘The Stare’. Listening back to the classroom audio recording, I also noted that in this lesson 

the students used Japanese a great deal whilst on task, although there was a lot of banter 

and teasing going on as I moved around the room. I also made note of some troublesome 

students.  

There were two boys in particular [Mr Widetree and Mr Mouth] who I identified as 

trouble. I even wrote ‘bad?’ next to their names on the register (they were the two 

talking mostly as I read the attendance register and I felt a bit of a yellow flag there). As 

I wrote that next to their names, I hoped that I wouldn’t get into a Pygmalion [Golem] 

cycle by highlighting them, and I wanted to be careful about that.  (TRJournal 

02/05/2014) 

When I checked back through my materials, it still said ‘bad?’ next to those two students’ 

names on the attendance register. I have to question to what extent these observations were 

intuitively right and to what extent I challenged my own snap-assumptions of these students. 
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Again, this will be discussed in Chapter Five, along with an examination of the 

Pygmalion/Golem effect (Dörnyei & Ushioda, 2011; Rosenthal & Jacobson, 1992).  

For Mr House, one enjoyable aspect of this class was being able to interact with other 

students from the class: 

 

Figure 4:6 Mr House’s reaction to online security 

 

Ms Smallville was also quite impressed with this lesson; 

 

Figure 4:7 Ms Smallville’s reaction to online security  

Note that Ms Smallville has indicated that she will actually make a lifestyle change based on 

what she learned in the class, although this was not my intention. Likewise, Ms Downtree 

also seemed to reconsider her current internet usage in a very personal response: 
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Figure 4:8 Ms Downtree’s reaction to online security 

I felt a great deal of professional pride when reading these responses, because it showed 

that I was teaching the students more than just English but also other life-skills such as digital 

literacy and facilitating critical thinking skills. Most importantly, the students were coming to 

their own conclusions based on the task, which meant that the learning was more authentic 

in that it was based on the students’ personalised responses to the classroom content 

(Dörnyei et al., 2016; Henry, 2013; Henry & Cliffordson, 2015).  

Basically, this series of lessons marked the beginning of a more organic approach to the 

teaching and learning content, which led to me experimenting with planning, often adopting 

a kind of Dogme approach to the lessons. Dogme is a term borrowed from the Danish film 

directors Lars von Trier and Thomas Vinterberg’s Dogme 95 manifesto and applied to English 

teaching at the start of the millennium, most notably in a book entitled Teaching Unplugged 

(Meddings & Thornbury, 2009). Dogme ELT attempts to focus on the interactions between 

students and teachers, de-emphasise the role of published textbooks, and especially the role 

of technology (McGrath, 2013). Ushioda (2011a) has already connected this approach to 

motivation, and I believe it also works well as a connector between authenticity and 

motivation in a very practical sense, because such an approach encourages the organic flow 

of learning and the bespoke creation of personally meaningful social interactions between 

teachers and students, again a kind of living textbook. This type of attention would naturally 

lead to greater synergy.  

Later in the course, I began experimenting even more with this idea by purposefully 

refraining from planning the lessons beyond a very general list of ideas. Although initially this 

went against my ordinary teaching style, and did occasionally lead to dissatisfying lessons, as 

I became more confident and got to know the students better I found that these lessons 

were the most rewarding ones. I also discussed this issue with my colleagues in quite some 

detail (hence the term living textbook). Ironically, it emerged through this type of 
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experimentation and discussion that having made my own materials, I had actually just 

created yet another static textbook which I found myself as dissatisfied with as I would an 

impersonal mainstream one from ‘off the shelf’. I had been striving to reach a point in my 

teaching where I no longer needed to plan, and thus I felt my life would be less stressful and 

busy and my lessons would be more consistent and higher quality. It was upon realising 

through this Exploratory Practice inquiry that such a view was actually unattainable, 

undesirable and based on untested assumptions that I was able to take a less sentimental 

view of my self-authored materials and come to terms with the fact that I will always need 

to plan, adapt and update my teaching. From this point on, I made an effort to attempt to 

synergise what I wanted to teach with what I felt the students would respond well to. This 

was not always successful, however, which I will return to when I discuss the Output Sessions 

in the next chapter.  

Mr Po also showed not only a good understanding of the main content, but also went on to 

write a deeper reflection in the Coffee Room: 

 

Figure 4:9 Mr Po’s reaction to online security 

Notice also Mr Po’s very eloquent and appropriate use of the ‘double edged sword’ idiom, 

which I commended him on in my reply.   

Ms Hemp, who was always very quiet and tended to work in a small group with Ms 

Lovehouse and Ms Pine, is in the department of Information and Communication Sciences, 

which explains her reference to Ninjas because I said that anybody in this department must 

be good at computers and therefore a ‘Digital Ninja’. 
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Figure 4:10 Ms Hemp’s reaction to online security 

Ms Hemp, invoked Mishan’s concept of Currency in her description of why she felt the class 

was very ‘near’ to her. Currency is one of Mishan’s 3Cs of authenticity (2005, see section 

2.3.1), and here Ms Hemp is referring to the fact that there was a worldwide news story and 

official university warning about a known security flaw with Microsoft’s Internet Explorer, 

which I capitalised on at the introduction to the lesson. I also explained that today’s lesson 

was about learning how to ‘protect your identity online’ (Class Recording 103B), which seems 

to make it less about English and more of a lesson which will be useful to the students and 

to keep them safe.  As with global English, this is part of a much deeper underlying belief 

which has developed in my philosophy of teaching, which is that teaching language as a 

subject is inherently inauthentic. In other words, I see myself as an educator who teaches 

language whilst raising awareness of other issues. Language is both medium and content, 

but I draw the core content from my own personal beliefs about what is important and what 

should be central to education. I will return to this issue in Chapter Five, but it also leads on 

to the next section in which I tried to foster greater autonomy, motivation and a sense of 

agency in learning by expanding the students’ locus of control to include a degree of control 

in how they grade themselves for classroom participation.  

 

4.6 Self-assessment 101 

As alluded to briefly at the end of section 4.4, Exploratory Practice would seem to be a 

powerful approach to teaching and research in terms of fostering positive motivational 

synergy because it enables a deeper understanding to be forged between teacher and 

learners in terms of their orientations toward learning. This is because Exploratory Practice 

encourages teachers and learners to ‘explore their practice(s) together, in order to develop 

their own understanding(s), for mutual development, by using normal pedagogic practices 

as investigative tools’ (Hanks, 2016, p. 22). The relevance of this approach to motivational 
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synergy is therefore key. One way that I have persistently tried to engage the learners in the 

process of learning and to take greater control of their learning was by encouraging reflection 

and increasing their ‘locus of control’ (Benson, 2013b). Allwright and Hanks (2009, p. 26 

following Oscarson, 1989) also specifically advocate the use of self-assessment. 

In lesson 104B on Friday 09/05/2015, I introduced students to the idea of reflecting on their 

learning by asking them to post in the Coffee Room forum a simple response using a + 

(strengths), - (weaknesses), = (target or solution) template. During this lesson I had an 

interesting discussion with Mr Auxiliary, who I tried to motivate into being more positive 

about his performance in class by focusing on his strengths. 

Ad-Hoc 4:4 104.B.1 

1.  
RICHARD: How’re you guys doing?  Ar… y you guys you guys okay? ((….3.2)) 

Okay? 

2.  
MR.AUX: Ah oka[y. 

3.  
RICHARD:             [Do you need any any uh:: help or yu uh did you upload the 

file okay? 

4.  
MR.AUX: [nodding] 

5.  
RICHARD: OK. Good good good 

6.  
RICHARD: So what do you think is your strong point in the class/ ((……….9.5))  I 

think you’re good at computers aren’t you? Your- you’re good with 
computers? … You have high IT Skills 

… 

I think you’re good at computers aren’t you? Your- you’re good 
with computers? … You have high IT Skills ((……3.2)) 

7.  
MR.AUX: I don’t have IT skill 

8.  
RICHARD: Oh really? Oh/  .. MM:: What do you think is you:::r…(?wha) y- your 

strong/ point\ ((…….6.9)) You’re usually .. you’re always on time, 
right.. you’re not late usually. So that’s a strong point I think. That’s 
a good point. Many many people chose... If you/.. let’s have a look 
at this. [I lean over to his workstation computer and begin looking 
for something]  (?wrong bit) if you have a look at this one. Huh? Oh. 
Nobody posted. ((…..4.1)).  Ah no postings yet. Oh ok. N:: never 
mind [slight laughter]. But many people said being on time or being 
active in the class, so I think that’s a that’s a good/ strength\ 
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As the Ad-hoc transcript shows, it was extremely difficult to have anything like a natural 

conversation with Mr Auxiliary. It was almost excruciating, every time I went over to where 

Mr Auxiliary, Mr Dawn and Mr Nintendo were sitting, which was always as far away from me 

as physically possible. Ordinarily, I have found having even one uncommunicative student in 

my class can act as a kind ‘fly in the soup’ that pollutes the entire class. For the CLERAC course 

though, I managed to avoid this feeling of contamination by trying to learn more about these 

‘uncommunicative’ students and maintaining very good rapport with the other students. In 

contrast, here is an Ad-Hoc interview from the same class with Mr Fly and Mr Charge: 

Ad-Hoc 4:5 104B.2 

1.  RICHARD: How about you guys, what’s your strong point? 

2.  MR.CHRG: I have a so hi-high motivation 

3.  RICHARD: You DO. I, I can see your motivation. I already know you are highly 
motivated? 

4.  MR.CHRG: I use TED usually to study English and in other, in other this class I 
usually talk with foreign peop[le.  

5.  RICHARD:                                         ]yes 

6.  MR.CHRG: I speak English and do everything in English 

7.  RICHARD: Yeah, so you are working really ha[rd 

8.  MR.CHRG:                                                              [yeah yeah y[eah 

9.  RICHARD:                                                                                     ]Yeah I can tell. Ah, 
every… You always sit at the front of the class and I always hear you 
speaking English in the class, so I know. But why are you so 
motivated 

10.  MR.CHRG: The, the world become more and more global, so in the future, if I 
could… If I could not use English can’t, ah.. [uh  

11.  RICHARD:                                                             ]Yeah, you’re right, your right. I 
have a lot of respect for you. You [huh] that’s great. I, I live in Japan 
and I, I, I want to speak Japanese better but I find it hard to make 
myself study, you know, but you found a good way ‘cause you enjoy 
watching TED videos. I need to do this, I need to be more like you 

12.  MR.CHRG: Thank you.  

13.  RICHARD: [to Mr Fly] Do you think he’s highly motivated? 

14.  MR.FLY: Crazy boy 

15.  ALL: @ 

16.  RICHARD: You think he’s just crazy 

17.  ALL: @ 
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Ordinarily, it would appear that Mr Charge is motivated and successful, and Mr Auxiliary is 

not motivated and (therefore) less successful at communicating in English. However, the 

picture was not as simple as this, as I will draw attention to as the narrative progresses and 

in the praxis section.  

In lesson 105A on Wednesday 14/05/2014 we negotiated the self-assessment criteria for 

class participation. Self-assessment is something which I have been using as a motivational 

maintenance tool since 2011 and which has developed as a separate aspect of my overall 

practice (please see Pinner, 2016b; 2016c for an in-depth justification and description of the 

development). I recorded in my field journal that: 

Today was an excellent class, conducted with no handout whatsoever and all the content 

was generated by the students based on tasks which I put on PowerPoint slides. I planned 

the lesson a few days ago but made the slides just this morning before class. The idea 

was that today we would create the self-assessment (participation) marking criteria. I 

asked students to work in groups and brainstorm/list 5 things which meant good 

participation. The list was then written down (by me) as a speaker from each group 

presented them, and then I explained that I would use the list to create a marking criteria 

questionnaire which they will then use to give themselves the 30% participation score. I 

also explained other assessments and the students brainstormed ideas that they would 

like to work on as projects. (TRJournal 14/05/2014) 

The significance of the self-assessments almost warrants a separate study. I have found that 

the motivational effect of the self-assessments is highest when the students have multiple 

chances to reflect on their participation, rather than just once at the end of the class. I have 

also found that students seem to take more ownership of the self-assessment when we 

negotiate the criteria together as a class. I employed both these strategies with CLERAC, and 

we actually renegotiated the criteria in the autumn semester as well. I will return to the self-

assessments later in the narrative and praxis sections.  

As part of the class I also gave the students a very basic overview of L2 motivation by 

explaining the difference between intrinsic and extrinsic motivation to make my research 

accessible and relevant to the students in order to ‘confess’ about my doctoral research. It 

was this class that I announced my intention to use CLERAC as the focus for my PhD inquiry, 

and I informed the students that I would give them a letter explaining about my research, 

and ask them to sign consent forms in the next class (105B).  
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In lesson 105B on Friday 16/05/2014 we conducted the first self-assessment for class 

participation based on the criteria of what makes a good participator elicited in the previous 

lesson.  

The grid I designed for CLERAC at the time appears in Figure 4:11. 

 

Figure 4:11 Self-assessment grid 
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This created in the students an opportunity to reflect on their goals and progress in the class, 

and provides a feedback loop between us. They are able to write down their goals and assess 

their own participation (or perhaps investment, another form of motivation). In grading 

themselves, the students’ own sense of agency is reinforced and I feel these classes to be 

very good at reinstating the high levels of motivation that we experienced in the first lesson. 

More evidence of this will be provided later.  

Mr Auxiliary wrote in his strengths column ‘I have high motivation’. This would be a recurring 

theme in all his self-assessments.  

 

Figure 4:12 Mr Auxiliary’s self-assessment goals 

In contrast to Mr Auxiliary’s reflection, Mr Charge did not specifically mention motivation as 

an abstract concept, instead his reflection is slightly more fine-grained and shows that, 

although he and Mr Auxiliary share similar aims, Mr Charge has a more developed version of 

his future self in that his goals are more specific and focused.  

 

Figure 4:13 Mr Charge’s self-assessment goals 
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Unlike Mr Auxiliary who said ‘I want to be a good English speaker’ which is rather unfocused, 

Mr Charge can clearly imagine himself ‘communicat[ing] with foreign people in fluent 

English’.  

The self-assessments took up roughly 30 minutes of class time, and then with the remaining 

time I asked the students to complete an online Myers-Brigg personality test. Several of the 

students (most notably Mr Charge, Mr Fly, Mr Po, Ms Downtree, Mr Montville and Mr Wind) 

found this activity fascinating and they seemed to agree with their evaluations and also learn 

something about themselves. The fact that they had to answer complicated questions about 

hypothetical situations meant that they certainly had to demonstrate quite high level English 

comprehension skills, and the fact that they agreed with their final Myers-Brigg personality 

types demonstrates that they had been successful in the task. In essence, the reward for this 

task was finding themselves, which may have helped them to link their English identity to 

their L1 identity. Merging their L1 and L2 identities would also seem to be a way of 

encouraging motivational synergy, as identity plays a key role in motivation (Dörnyei & 

Ushioda, 2009; B. Norton, 2013; Ushioda, 2011a, 2011b; Ushioda & Dörnyei, 2009) 

One other important observation from this class was that even though I told the students I 

would give them the explanation letter about my research and consent forms to sign as 

participants in this research, in actual fact I was not quite happy with my letter at that time. 

I wanted to use mail-merge and personalise each letter, adding a few lines of individual 

feedback for each student in order to give them a pedagogic rationale. However, although 

some students were easy to write something for (such as Mr Charge, Mr Wind, Ms Downtree 

and Ms Oldriver) many of them were (and a few remained until the end of the course) rather 

‘grey’ in my mind. I could think of nothing particularly personal in a positive way for certain 

students (such as Mr Widetree and Mr House) and I could only really think of negative things 

for some students (such as Mr Auxiliary and Mr Nintendo). Therefore, I delayed giving the 

letters. In my own words from the audio journal, ‘I forgot and I failed [because] the 

perfectionist in me kicked in’. However, I felt a strange mixture of happiness and guilt when 

Ms Oldriver and Ms Downtree came to ask me at the end of the class where the letter I had 

promised was. This, for me, communicated that ‘they had obviously been, you know, looking 

forward to reading [the letter and learning about my research]. So that’s obviously my bad. 

I get the feeling that this group are actually excited and keen to be part of this research.’ 

(TRJournal 23/5/214).  
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4.7 Philosophy of Practice – Learning Aims vs. Experience 

On the way home from a long day on Friday 23/05/2014 I picked up my Dictaphone as I cycled 

back from the train station to my house and began talking into the machine to make an audio 

note. At this point, I had not yet fully decided that I would keep an audio journal and so really 

this was just meant to be something I would type up later. However, the nature of the 

reflection was quite different than if it had been put into writing.  

Er… I’m kind of… too… too focused on authenticity, and… the search for authenticity, and 

the search for [a] sort of personal connection. And as a result I am kind of neglecting the 

… er, the learning aims, the outcomes, of the class. The purpose of the classes. [sigh] no 

I’m not neglecting that. That’s a secondary thing. Language- measurable language 

acquisition, er… you know, provable, statistical, quantifiable gains in fluency, accuracy, 

these things don’t interest me. Really. To be honest. Er, their [the students’] ability isn’t’- 

I’m not looking to quantifiably measure changes in their ability because for me, th- the 

whole thing is about giving them an experience of the language, giving them a redefined 

er… redefined concept of the language. I don’t want them to think of English as a school 

subject, you know, where they learn grammar and stuff like they often, invariably have 

at high school. I want them to redefine language as English classrooms and the English 

language itself not as a school subject but as a living breathing thing which they have 

some ownership of. So, measurable gains and measurable language progress and all 

these kind of things, these are secondary aims for me. Which I have known all along, but 

I have only just put that into words. […] I am not there to…. [ah] I’m still there to teach 

them something, but what I am trying to teach isn’t something that you would quantify 

in the standard way, it’s not something that you can really express or measure or, or 

clearly define. And I think that’s what authenticity is in a way. I am trying to teach them 

a … er… new way of engaging and a new way of conceptualising the [English language]. 

(Audio TRJournal 23/5/14) 

This is a prime example of narrative knowledging taking place as I verbalise the words and 

bring to consciousness my own beliefs about why I am teaching and what I am trying to teach. 

This might not necessarily be the first time I had ever articulated this belief, but it certainly 

became a formative reflection in the study and laid down a seam of justification for my 

inquiry as well. This also became the crux of the view I tried to express in my monograph 

(Pinner, 2016a), which I was just at this time beginning to write and work on.  This is an 

important realisation that I have referred to as the teach/learn dichotomy, and will reflect 

upon further, especially in section 6.6.2.  
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4.8 Research Statement Letter and The Economist Debate 

In lesson 107A on Wednesday 28/05/2014 I gave the students the letter I had written which 

explained my research. Each letter also contained about two lines of personalised feedback 

for each student. For example, in Mr Auxiliary’s letter, I wrote “you are a little quiet in the 

class sometimes but work well in groups and take the class seriously. You do the homework 

tasks and are attentive during lessons.” See Appendix for the letter. The rationale behind 

including feedback in this letter stating my research intentions was to use the chance to 

demonstrate that this research could be beneficial to the students as well, and to make the 

administrative aspect of gaining ethical approval still a pedagogical material, to fit the EP 

framework. I told the students that they should read the letter carefully at home, and that I 

would ask them to sign (or not sign) the actual consent forms in class on Friday.  

As mentioned earlier, the Online Security lessons (103A and 103B) segued into the Real or 

Fake lessons (104A to 104B) in which students had to choose between real photos and 

photoshopped hoaxes, as well as discerning between genuine and spam emails. This then 

naturally moved into the discussion of Fallacies in a Logical Argument, spanning four lessons 

(106A to 107B). The students had their first debate in English in this lesson, based around an 

advertising campaign that was on billboards when I lived in London (see Figure 4.14). There 

were three different adverts, each presenting two sides of an argument. I felt these were 

great primers to get the students talking about difficult, emotive (although, crucially not too 

taboo or sensitive) topics.  
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Figure 4:14 The Economist advertisements used for debate 

 

Students could choose their debate topic and also which side they were on, although I had 

to move a few students into opposing teams to balance the numbers. While I did this, I also 

tried to balance out the proficiency levels of the groups as well, to ensure a more even-sided 

debate. 
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Before the debates, and during them as well, I observed that the students helped to ‘scaffold’ 

each other by discussing, checking understanding and using L1 to clarify concepts. I also 

monitored each group before we launched the debates.  

I reflected that the lesson went well, although of course the students spent a lot longer 

planning the debate than they did actually holding it. In the instructions on the handout it 

says that each group should elect a speaker, but in reality anybody was encouraged to 

participate in the debate, and they composed their arguments as a team. It was an 

impressive class and listening back to the lesson recording, I was not surprised to see that it 

was the highly motivated or more proficient speakers (those who possessed a certain degree 

of self-confidence) who became the main spokespersons for each group. Mr Charge, Mr 

Wind, Mr Montville, Ms Saltfield and Ms Downtree were particularly vocal during the 

debates. Around one hour and nineteen minutes into the lesson, Mr Montville expressed his 

exasperation that although he explained as simply as he could, his opponents did not 

understand his argument. This is perhaps because Mr Montville was one of two students 

who had lived abroad and as a result he was one of the most proficient speakers in the class. 

I explained that he could use Japanese in this case, although I am not sure how well I handled 

the situation, because I tried to stay out of the debates and leave the students to ‘fend for 

themselves’, which they managed admirably for the most part.  

It was not until later that I realised that Mr Montville’s frustration during the task was not 

entirely aimed at his interlocutor (sadly whom I can no longer identify, although Mr House, 

Mr Cleyara, Ms Saltfield and Ms Sound were on the opposing team). In the Coffee Room Mr 

Montville wrote: 
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Figure 4:15 Mr Montville’s reaction to the debate 

It is interesting to note that for Mr Montville, like so many students, the task was challenging 

and pushed their English to the limit, and yet it was done so within a supportive enough 

environment so as not to be demotivating. In fact, every student who wrote in the Coffee 

Room all except one (Mr Cleyera) mentioned specifically that the task was ‘difficult’ but 

highly enjoyable. Mr Wind expressed that having debates ‘is the best way to use and learn 

English for me’ 

 

 

Figure 4:16 Mr Wind’s reaction to the debate 

Mr Charge headed up the discussion for legalising drugs. He was in the same group as his 

friend Mr Fly, making this team quite strong, despite the fact that very few people actually 

agreed with this opinion.  
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Mr Charge later wrote in the Coffee Room Forum as a follow-up: 

 

 

Figure 4:17 Mr Charge’s reaction to the debate 

 

In the Coffee Room Forum, when people wrote their ‘real’ opinions, I was pleased to see that 

most of them said they had highly enjoyed the task although it was difficult.  

For example, Mr Cloud posted the following about prisoners being allowed to vote: 

 

Figure 4:18 Mr Cloud’s reaction to the debate 
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In my responses to four of the students in the Coffee Room, I posted links to films or videos 

which I thought would be good for them as follow-up watching and as a way of practising 

English outside the class. Sadly, I have no data about how many of the students actually took 

up any of my suggestions, although Mr Fly wrote back later on 2/06/2014 that he had 

watched them ‘in the train’. 

 

Figure 4:19 Mr Fly’s reply to my post 

D. Atkinson (1997) argues that culturally, Japan is poorly suited to argumentation because 

language is used mainly not for self-expression but for expressing group solidarity. This 

echoes more generally the argument that Japanese education prioritises collectivism, 

whereas Western education has a more individualistic focus (Holliday, 1994, 2005; U. Kim, 

1995; see also Littlewood, 2000; Palfreyman & Smith, 2003). This is an area of much debate, 

and even within Japan there are mixed-messages about the place of critical thinking within 

educational policy (Kubota, 1998, 1999; Rear, 2011). From my discussions with colleagues, 

the general image of debate classes held with Japanese students is that, because of the 

strong sense of community and avoidance of face-threatening behaviour, debates often fall 

flat or result in everyone just trying to agree. This was certainly not my experience however, 

and perhaps one reason for this is that the students worked together and prepared their 

debates as groups, and therefore there was no individually face-threatening behaviour. 

Based on my findings from this inquiry, I might try to hold more debate-style classes like this, 

and I would certainly challenge the stereotype that Japanese students do not do well on 

debates.  

Rear (2010) has recorded great success in using debate classes with low-level learners in 

Japan. I was aware of Rear’s study before I conducted this lesson (him being a former 

colleague and close personal friend) and so his findings, that students need adequate time 

to prepare and should be attended to on an individual basis during the preparation phase 

and reflection, would have been in my mind at the time I was conducting this lesson. This is 

evidence of how reading, researching and interacting with colleagues contributes to my 
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professional development and allowed me to create lessons in which motivational synergy 

seemed highly positive overall. 

 

4.9 Consent Forms and Your Dream in the Future 

In the next lesson, 107B on Friday 30/05/2014, I gave the students the consent forms for 

participating in the research (see Appendix for the form). To my great relief, the students all 

agreed to the audio recording and other data types I was asking permission to use. Only two 

students, Mr Nintendo and Mr Dawn, opted out of the use of pedagogical sources.  

After collecting the consent forms, we concluded the work we had done on fallacies by doing 

a WebQuest in which I asked students to find real-world examples of arguments with 

fallacies from newspaper sources and other media. They were encouraged to search for 

examples in Japanese, but then they had to present their findings in English in the form of a 

mini-presentation.  

Additionally, in an INSET CALL room training course I had attended hosted by other CLER 

teachers, one of my colleagues shared an idea in which each week, a different student or 

pair of students is responsible for creating a new discussion in the Moodle forum, which 

every class member must contribute to. I instantly applied this idea to CLERAC and I 

nominated Mr Fly and Mr Charge to be the Coffee Room Forum Managers for the week. They 

posted the question ‘Your dream in the future’ 

 

 

Figure 4:20 Mr Charge's Coffee Room Dream 

This is particularly interesting in that it shows that Mr Charge is a person with a strong vision 

of his future self, and it also demonstrates the importance he places on this future vision. In 
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my discussions with Mr Charge in 2016, I learned that he still maintains this vision, although 

it is slightly less specifically about planes and now more connected with designing engine 

parts. He is currently preparing to go to graduate school and further his studies with an MA, 

even though he is not yet in his final year of university he told me on 28/07/2016 that he 

studies for graduate school almost every day. In the Coffee Room, Mr Fly expressed an 

interest in becoming a professor of physics at university. I subsequently learned that he and 

Mr Charge were studying for graduate school together, but Mr Fly’s grades are apparently a 

little discouraging and he has decided to just get a job working for Japan Railway after he 

graduates.  

Ms Oldriver was one of several students who, unlike the motivational dynamo Mr Charge, 

had a less clear future self-image: 

 

Figure 4:21 Ms Oldriver and Mr Fly’s Coffee Room discussion 

I found this to be a very charming exchange. Ms Oldriver is talking to Mr Charge, but it is Mr 

Fly who replies to her with encouragement and understanding, indicating a sense of empathy. 

Ms Oldriver’s future self-image seems to hinge upon her going abroad ‘for a long time’, 

where the image ceases, presumably anticipating further identity construction upon 

reaching this stage (cf. Takahashi, 2013).  It seems very clear from this exchange that the 

learners are speaking as themselves (Ushioda, 2011b). I think this was achieved by increasing 

the locus of control and actually allowing (or forcing?) the students to choose their own 

topics to discuss in the Coffee Room.  
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4.10 Preparing for Assessments 

In the next lesson, 108A Wednesday 04/06/2014, the students wrote down three things that 

they would like to focus on for their final video projects and then found groups based on 

their preferences. Some of the groups were a little unexpected; students were given the 

option of working in groups or ‘lone wolf style’ by circling the corresponding symbol at the 

top of the handout I used for this class.  

 

Figure 4:22 Working on Projects 

This handout is exactly like the one I used in DCT in 2012. 

The groups which the students formed are as follows: 
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Table 4.1 Video Project topics 

Name Topic Final Video Length (MM:SS) 

Mr Wind Cloning (lone) 02:19 

Ms Oldriver 
Dance 05:05 

Mr Dawn 

Mr Cloud 

Deep Sea Creatures 08:53 
Mr Cleyera 

Mr Po 

Mr House 

Mr Fly 
Education in Japan 05:50 

Mr Charge 

Mr Nintendo Free Online Games (lone) 02:00 

Ms Sound 

Koshoku (eating problems) 01:10 
Mr Swamp 

Mr Widetree 

Ms Downtree 

Ms Redslope 

Management of Disney 12:24 
Ms Smallville 

Ms Saltfield 

Mr Mouth 

Mr Montville Medical Robots (lone) 05:11 

Ms Pine 

Projection Mapping 01:43 
Ms Forest 

Ms Lovehouse 

Ms Hemp 

Ms Chennai 
Steve Jobs 08:01 

Mr Auxiliary 

 

 

It is very interesting that of the three ‘silent’ students, both Mr Auxiliary and Mr Dawn 

actually chose to work in groups, and only Mr Nintendo worked alone, suggesting perhaps 

that they were not necessarily anti-social, but merely uncommunicative. It is also interesting 

that both these students paired up with members of the opposite sex, something which 

rarely happened naturally, as indicated from the seating plans (see section 3.4.3). I was 

particularly curious to see that Mr Dawn found a group with Ms Oldriver. Mr Dawn actually 

chose ‘soccer’ as his preference, and I was surprised that he changed his topic in order to 

work in a group, despite not being particularly interested in dance – something Ms Oldriver 
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was decidedly passionate about. It also seems strange that Mr Auxiliary did not join with Mr 

Dawn despite their shared interest in football. I also wondered later in my journal entry that 

day ‘Why aren’t Ms Oldriver and Ms Downtree working together?’ I would later reflect that 

this pairing may have actually impacted on Ms Oldriver, whose attendance began to slip after 

being placed with Mr Dawn. She had been late a few times, but in lesson 111A she actually 

missed the class entirely, and again in 112A. On the other hand, the pairing between the 

quiet and hardworking Ms Chennai and Mr Auxiliary actually seemed to benefit both of them, 

although they did not form a close friendship it seems, and only sat together when instructed 

to work in their groups.  Also worth noting is the fact that Mr Charge and Mr Fly circled ‘lone 

wolf’ but chose group only on the condition that they could work together. I found this 

rejection of the rest of the class rather interesting, and at times I would notice that Mr Charge 

would often ‘prickle up’ or become slightly withdrawn when working in groups with other 

students, especially those who I personally (and presumably he also) felt were not hard 

workers.  

As part of lesson 108A we also discussed the issue of the mid-semester exam, which was set 

to take place in lesson 108B. In lesson 108A I asked the class about the usefulness of exams, 

explaining about my own experience taking Japanese tests in order to demonstrate and build 

solidarity, I also asked about their experience of language tests. 

Only 3 had done TOEIC, no one had done TOEFL, All have done Eiken (except 1?). Mr Po 

likes exams. Mr Dawn feels so-so about exams. Most students hate exams. Mr Wind 

thought exams were ‘useless’. Explained that exams can be useful to direct study, will do 

a diagnostic exam on Friday. (TRJournal 04/06/2014) 

Later that day, I quickly looked online for a test which I could use in the class. In my reflections 

and also subsequent discussions with students, I have come to realise I was quite defensive 

about my choice of test, but now in 2016 I feel that in truth I was hasty. For the first mid-

semester exam I chose the Cambridge online test for adult learners5. I had wanted to use the 

DIALANG test, but this required installation and furthermore at the time the site was showing 

up as unsafe due to a security breach. I had also planned to make my own test, but again I 

found myself limited by practical issues; mainly time constraints. 

                                                           

5 Available at http://www.cambridgeenglish.org/test-your-english/adult-learners/  

http://www.cambridgeenglish.org/test-your-english/adult-learners/
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In lesson 108B we conducted the mid-semester diagnostic exam, which certainly seemed to 

have a negative effect on motivation. I had been reluctant to include exams in my syllabus, 

but doing so was a requirement of the CLER guidelines. Also, I felt it might be a useful 

opportunity to measure the student’s learning.  

 

Figure 4:23 Mid-semester diagnostic test scores 

 

The class average was 15. (Mr Dawn and Mr Nintendo are excluded as they did not give 

permission for their pedagogic data to be used in this study).  

As the graph shows, Ms Smallville scored the highest with 19/25, with Mr Po and Mr Charge 

in close second with 18. Mr Montville, who had lived abroad, scored below average with 14. 

Also interesting is that Mr Auxiliary did well, scoring 16 which is just above average, the same 

score as Ms Lovehouse who had also lived abroad. I was surprised to see that Mr Wind, who 

I felt was one of the most capable students and very able to express complex ideas, only 

scored 14. Clearly, this test is only a very blunt instrument and is not intended to be as 

accurate as something like DIALANG, which is exactly the problem with it. It presented a very 

skewed picture of the students’ ability and progress, and in that way, rather than motivating 

them, I feel this diagnostic exam ended up being demotivating for the class.  

I recorded in my journal that I received instant feedback from Mr Charge in the Coffee Room 

forum. He was unhappy that the diagnostic test had been what he perceived as primarily a 

grammar test. He seemed demotivated by the whole thing. I had been telling the class that 

tests can be motivating but can also be demotivating, and my attempt to make the diagnostic 
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exam a motivating experience seemed to have backfired, to the extent that it even managed 

to unseat Mr Charge from his position as a highly motivated and confident user of English.  

I had intended the mid-semester exam to be a form of feedback, which I felt would help to 

motivate them and provide useful information about where to improve, but sadly I feel I 

actually caused the class quite a bit of damage with this exam.  

 

4.11 Number One 

By this point in the semester assessments were taking over. The analytical lens will now focus 

on one critical incident in which both I and the students reported a ‘dip’ in motivation and 

then a rise, followed by another lull.  This is something I reported in my journals, but also 

that the students showed in their own self-reports of motivation, as I will present shortly.  

On Wednesday 11/06/2014 lesson 109A, the students conducted an institutional evaluation 

of the CLERAC course. This questionnaire was conducted for internal quality auditing and is 

required for each course. The teacher explains to the students about the process, and one 

student is put in charge of collecting the questionnaires. Then, the teacher leaves the 

classroom and the students complete the questionnaires anonymously.  

In lesson 109B on Friday 13/06/2014 I went over the syllabus again and discussed the 

assessments in detail. I turned the class aims into ‘can do’ statements, similar to those in the 

European Language Portfolio (CEFR, 2016), and in this way I attempted to re-motivate the 

students and to make them feel more capable after the mid-semester exam. I explained that 

they had chosen their own topics for the final assessments (video and essay) and tried to 

convert their interest in these topics into positive action in terms of English. Class aims state 

that students should be able to listen to a 10-minute lecture in English.  

Ad-Hoc 4:6 109B.1 

1.  RICHARD: 
You say no Ms Saltfield. Ho- How long can you listen to me speak 
English. Until you fall asleep or get tired or stop listening 

2.  MS.SALT: Five minutes 

3.  RICHARD: 
Five minutes! Oh, you’re.. you’re half-way there. And that’s okay 
because this is half way through the class. 
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Around 41 minutes into the lesson, I start talking about the essay. I ask ‘how long does the 

essay need to be’ and elicit that 400 words is the length of the essay as dictated on the 

syllabus. Around 44 minutes I ask Ms Redslope if she can write a 400 word essay in English? 

She replies ‘No’ so I ask ‘Can you write a 400-word essay in English about Disney?’ to which 

she replies ‘Oh, yes!’.  

Ad-Hoc 4:7 109B.2 

1.  RICHARD: 
Who’s writing about Disney who’s writing about Disney…. Aha… 
Can you write a one-page essay about Disney 

2.  ?: (inaudible) 

3.  RICHARD: 
YEAH! Oh, oh suddenly it’s different. Okay. Mr Wind what did you 
chose for your project 

4.  MR.WIND: (?cloning) 

5.  

RICHARD: 

Cloning. Can you write a 500… a 400-word essay about cloning? 
Yeah, it’s interesting right? Oh, suddenly a one-page essay is not so 
bad because you can write about something that you chose that 
you find interesting. 

 

Knowing that they would feel a higher sense of efficacy in writing about topics that they had 

chosen, I highlighted the autonomous aspects of the class assignments in order to try to 

motivate the students and give them a sense that the target was actually not only 

accomplishable, but also something they should be looking forward to. 

After this, we worked on projects in groups as a class workshop, and I showed the students 

how to make a video project. Also very crucial is that I showed CLERAC the Wold Hunger 

video project made by my DCT class. I noted in my audio journal that they were impressed 

but a lot of them said ‘we can’t do that’ or ‘it’s difficult’. Mr Wind said that he has never 

made a video, while Mr Fly and Mr Charge were also worried. Seeing such a high quality 

video may actually have ironically demotivated the class, as they saw something which they 

knew they would not be able to do. However, I told them they need to be working on this 

and only have 5 weeks. I learned that Mr Charge had already written his script, however Mr 

Fly told me that Mr Charge is focusing so much on his English that he is neglecting his other 

subjects.  

In lesson 110A on Wednesday 18/06/2014 the class was focused on how to write an 

academic essay, and specifically about how to conduct research and cite it in their 400 word 

essays which were due at the end of semester. This lesson was made early the morning 
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before teaching from ‘hashed together materials that I have used countless times in the 

Academic English course [the pilot for CLERAC].’  

During the class, I explained the structure of essays such as thesis statements and topic 

sentences. One tried and tested way I use is to explain that the thesis statement is like the 

DNA of an essay, after which I use the movie Jurassic Park to explain what DNA is and how it 

is possible to clone something from DNA (just as, theoretically, a good thesis statement 

should allow someone to know the structure of an essay). Around 30 minutes into the lesson, 

the following exchange took place: 

Ad-Hoc 4:8 110A.1 

1.  RICHARD: Thesis statement is like Jurassic Park okay. In Jurassic Park they 
make dinosaurs. How do they make the dinosaurs in Jurassic Park? 
What do they use to create dinosaurs. Yu-… who-… did you say 
something? 

2.  MR.MONT: (?computer graphic) 

3.  ?: [cough] 

4.  RICHARD: COMPUTER GRAPHICS/? No no that’s…. Well, ye::s\. 

5.  CLASS: @ 

6.  RICHARD: But no…@ in the story. In the story@. Imagine the story is real. 
How @ you’re very clever. How do you… how do they make the, 
eh.. dinosaurs IN THE STORY. Yes, I know it’s computer graphics. In 
the story though. Ms Hemp how do they make….have you seen 
Jurassic Park. No? Ah. Ms Pine do you know? You forgot. Oh man. 
@ er. Does anyone know. Ms Downtree do you know. Help, help 
me somebody help me, how do they make the dinosaurs. Mr Wind 
do you… you know. You’re the best person to ask. Y..have er. have 
you seen Jurassic Park. Have you seen Jurassic Park, with the 
dinosaurs. Ahh. Okay. Sorry. It’s to do with genetics, your, your 
topic for your essay. They take dinosaur DNA from mosquitoes 

 

Although this incident was amusing in itself, it hints at a deeper problem, the very problem 

that initiated this inquiry. It is just a very simple episode, yet it does quite clearly illustrate 

the authenticity gap which I will discuss in more detail in Chapter Six, and how this lack of 

cultural schema can potentially lead to problems with the way a teacher might frame ideas 

and explanations, leading to a misunderstanding of central concepts being learned. We 
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started to lose sight of the aims as the means for communicating them took focus. The 

divergence occurred here as a result of the authenticity gap. The lesson was not very dynamic 

and I noted that I had to tell Ms Lovehouse off for using her phone, and that Mr Auxiliary ‘fell 

asleep almost with his head on the desk and I had to go and wake him up and he seemed 

confused. But I am not surprised. I did not particularly enjoy teaching that class.’  

Lesson 110B on Friday 20/06/2014 was another workshop in groups on the final video project. 

The students had to give a progress report as a kind of presentation, and the idea for each 

group’s video is discussed as a whole class.  

After lesson 110B, I reported in my Audio Teaching Journal that I was feeling: 

not so chuffed about today. My heart’s not in it as much. Not just the teaching, but even 

the research. Too many things going on today… (Audio TRJournal 20/6/14) 

Following this statement, I made a list of other things I had to do and tried to work out how 

to get through to the end of semester. I reported how I felt very low and demotivated, and I 

reported negative feelings towards Mr Po and Mr House who were on their phones during 

other students’ presentations. I reported that the students did not seem to give each other 

their due respect while presenting in front of the class, something that resurfaced during the 

output session in autumn. I felt I saw ‘a gap between what I expect and what they are doing’ 

which I put down to perhaps ‘too much autonomy’. Reflecting in the audio journal, I noted 

that ‘perhaps I shouldn’t blame them, perhaps the problem is as much with me as it is with 

them, in terms of demotivation. Let’s see what they do on Wednesday.’ I could be heard 

getting irritated with a colleague (quietly muttering to myself into the recorder) who was 

rattling his/her keys in the corridor, which indicates my general feeling of stress. Then, 

tagged on to the bottom of another email about a totally unrelated matter, I received the 

following comment from a colleague with access to privileged information. 

Oh, and one more thing - your [CLERAC] lesson evaluation was the highest of the 98 

courses. Congratulations! (Undisclosed Source, personal email 20/06/2014: 10:19:17) 

Hearing this made me unspeakably happy, as I noted in my journal, it made me feel ‘amazing’ 

and helped to ‘peak my motivation again’. I expanded on this, discussing the feedback which 

is required for motivation. I was particularly pleased with this because not only will this 

feedback be logged and recorded (and noticed) by my institution but it also comes from the 

students. It was evidence that all the hard work I had been putting into this class, all the 
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personalising and the extra effort at ‘authenticating’ it had obviously paid off. However, 

officially I should not know this information, as the questionnaires are evaluative and they 

are purely for feedback purposes, it is certainly not a competition; normally we would have 

no idea where we placed in terms of the ranking of feedback. And yet, I had been told this 

information from a very reliable source and so I could not help but be moved by it. I decided, 

after some deliberation, to tell my students that our class had the number one feedback out 

of the 98 other courses, and to use this as a motivational ‘booster’, because prior to learning 

this I had reported a serious motivational lull. There had been enough consistently ‘low 

motivation’ classes that the classes may have been about to shift to an attractor state of 

lower motivation, and so I felt that it was necessary to ‘rescue’ the class.   

4.11.1 The Institutional Evaluation 

The letter which contains the breakdown of the students’ evaluation of the CLERAC course 

is dated the 16/06/2014, which is before I learned that my class was ‘number one’. I am not 

sure if I had already seen this letter before I heard about how well I had done here, as there 

is no mention of it in any of my journals until the 20th. It seems likely, however, that I had 

received it and paid it no attention until its significance was revealed to me.  

Below is the table in English, based on the official translation which was circulated with the 

letter (5 = strongly agree, 4 = agree, 3 = don’t know, 2 = disagree and 1 = strongly disagree6).  

  

                                                           

6 Please note, in the Japanese version no. 5 (strongly disagree) is worth 1 point and no. 1 (strongly 
agree) is worth 5 points. I simplified this by reversing it in the English translation. 
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Table 4.2 Student responses to CLERAC Evaluation (%) 

 
 

5 4 3 2 1 

1 The aim of this course is clear 29.2 50.0 20.8 0.0 0.0 

2 
The syllabus of this course is easily 
understandable 

33.3 37.5 25.0 4.2 0.0 

3 The level of this course is appropriate for me 37.5 37.5 12.5 12.5 0.0 

4 The teacher is committed to teaching 83.3 16.7 0.0 0.0 0.0 

5 The teacher's explanations are clear 62.5 29.2 8.3 0.0 0.0 

6 The teachers’ feedback is useful 66.7 25.0 8.3 0.0 0.0 

7 
I perceive I am learning language knowledge 
and skills on this course 

16.7 54.2 25.0 4.2 0.0 

8 Overall, I am satisfied with this course 58.3 33.3 8.3 0.0 0.0 

 

I have backwards engineered the percentages to show me how many people marked each 

response. There were 24 students present when we did this survey (Mr Nintendo was absent 

that day).  

Table 4.3 Student responses to CLERAC Evaluation (people) 

 
 

5 4 3 2 1 

1 The aim of this course is clear. 
7 12 5 0 0 

2 The syllabus of this course is easily understandable. 
8 9 6 1 0 

3 The level of this course is appropriate for me. 
9 9 3 3 0 

4 The teacher is committed to teaching. 
20 4 0 0 0 

5 The teacher's explanations are clear. 
15 7 2 0 0 

6 The teachers’ feedback is useful. 
16 6 2 0 0 

7 
I perceive I am learning language knowledge and 
skills on this course. 4 13 6 1 0 

8 Overall, I am satisfied with this course. 
14 8 2 0 0 
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I would like to pay particular focus to Item 4, which I feel is the most important to this inquiry. 

Students could all agree that I was committed to teaching, which seems the most important 

factor to me in terms of the authenticity as a bridge and the teacher-student motivational 

synergy which is at the centre of this inquiry. This will be discussed in more depth shortly and 

also in Chapter Five. 

4.11.2 Falling Off My Bike  

On the day of the next class (lesson 111A Wednesday 24/06/2014), I was riding my bike to 

the nearest train station on my way to work when it started to rain quite heavily. Rather than 

stopping to open up my umbrella, I foolishly chose to attempt to open it whilst still riding. I, 

of course, fell off whilst going at quite a speed. Luckily, my work bag (containing laptop and 

iPad) was able to slightly break my fall, but I landed in a puddle feeling very stupid and 

unhappy. I got up and continued my way to work, although my back felt bad. Amazingly, 

nothing else was broken or damaged, just my back. I have been plagued with back problems 

all my life, ever since I was 16, so I was a little concerned as I stood on the train, feeling the 

pain in my lower spine. However, I made it to work and arrived on time to teach the CLERAC 

course.  

In the class recording, I can be heard groaning and at the start of the class I explain that I fell 

off my bike. I make it into a funny story, and some of the students laugh with me. I explain I 

will teach most of the class sitting down, although I do actually spend much of the lesson 

walking around and monitoring. After explaining about my fall, I ask the students ‘do you 

think I am having a bad day?’ to which the class generally responds ‘yes’. I tell them that I am 

actually having a good day, and ask them to guess why. I say it is because I am here to teach 

this class. Then I remind them about the class survey, and I tell them that we have 98 other 

classes and ask them to guess where we placed. I walk around and a few people give me 

their answers, most of them somewhere in the top thirty (although, Mr Charge guessed it 

was number one). Then, after drumming up a certain amount of interest in this, I announce 

that we were ‘number one’, and a cheer goes through the classroom. I recorded that I felt ‘a 

big well of emotion’ as I told them about this, and doing a stimulated recall by listening to 

the class audio again I was able to feel that sensation again; it was something like a wave of 

social energy; a very reciprocal EROI and sense of Flow. It was, with little doubt, one of the 

best motivational speeches I have ever given to a class. I then go on to explain that from here 

we have to earn our position and that we should work even harder. As luck would have it, 

this also happened to be the day that we were to conduct the second of three Self-



Spring Semester 2014 

159 

Assessments for Class Participation. This, again, is a very motivational day and one of the in-

built mechanisms I used to help students to maintain their own motivation and reflect on 

their performance in the class.  

One useful indicator of the dip and rise in our motivational synergy came from a very simple 

tool in which I had students create a self-report hand-drawn line graph of their motivation 

as it progressed through the semester. Although this graph is in no means quantifiable, it is 

a clear indicator that the students’ motivational landscape was very similar to my own, and 

again lends a great deal of support to the idea that our motivation was synergistic. This lesson 

seemed to become a large-scale synaptic crossing for motivation, and it was primarily based 

on the reciprocation of feedback. Having received such good feedback from CLERAC 

motivated me to do my best for them, which I could then feed back into them through 

encouraging words and synergising with them in the class. 

Below are three representative examples: 

 

Figure 4:24 Ms Pine's self-report on motivation 
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Figure 4:25 Mr Widetree's self-report on motivation 

 

 

Figure 4:26 Mr Po's self-report on motivation 

 

18/25 (72%) of these graphs depicted some kind of dip which was then followed by an 

increase, with the notable exception of Mr Auxiliary and Mr Charge who both reported a 

constant level indicated by a straight line. The general consensus about how motivated we 

feel in all our self-reports would strongly suggest that our motivation was synergistic, even 

when the valence of our orientation was not always positive. However, despite this, this 

incident became a formative aspect of the group dynamics, becoming a ‘class legend’ 

(Dörnyei & Murphey, 2003, p. 67; Hadfield, 1992) and establishing a positive aspect to our 

overall class reflections.  
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Much later, near the end of this inquiry, I met with Mr Charge for a friendly coffee on 

10/06/2016 after not having seen him for nearly two years. We chatted a little about various 

topics, but when I brought up the CLERAC class, he instantly said ‘Number One!’ with a good 

deal of pride. Until that moment I never realised that this had been a big achievement not 

just for me but also for the students together as well.  

By the end of the class, I feel I have got everything back on track and really sent a surge of 

motivation through to all the students, a real transfer of energy. The EROI for this lesson was 

very high, and I had achieved such a sense of flow that I hardly noticed the pain in my back. 

However, my back was steadily getting worse, and almost as soon as the class ended I 

realised I could barely stand straight. I did not know it at the time, but I was actually suffering 

from a herniated disc.  

Throughout the day, my back only got worse. I sounded in agony when I recorded the Audio 

Journal and to make matters worse, Wednesday is the day I teach a very late class, so I did 

not get back home until almost 10pm and had nowhere to lie down all day. Sitting was very 

painful. Standing was even more painful. I also had to carry a heavy bag with a laptop in it, 

and ride a very busy train home through rush-hour Tokyo. When I returned home I went to 

bed feeling exhausted.  

In the morning, I woke up and the thought of riding the busy Tokyo trains to work literally 

terrified me. I knew I could not do it, and that would only be the first hurdle. On Thursdays I 

taught three classes in a row for the English Literature Department. I called the Centre for 

Academic Affairs and cancelled all my classes for that day, and also emailed the department 

chair, who was very sympathetic. That day, I also received several emails from my students 

asking if I was okay, expressing concern and sympathy. I felt very loved by my work, but also 

‘blue’ and ‘very bummed’ as I noted in my journal. I could not work, I could not sit in a good 

position to write, moving at all was very painful. I was still hopeful I would feel better enough 

to teach CLERAC on Friday.  

4.11.3 Cancelling the Class  

My back was not better on Friday 27/06/2014, if anything it was worse. I cancelled the 

CLERAC class, and I also would have been teaching at another university so I had to cancel 

two classes there as well. Altogether I had cancelled six classes, which I described as a 

‘haemorrhage’ in my journal.  
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Below is the message I wrote to the students through the Moodle News forum.  

 

Figure 4:27 Message to students cancelling class 

I went to the doctor on the Friday, when I should have been teaching CLERAC, for back x-rays 

and medicine. After a very long wait of over three hours, I finally had the results and 

prescriptions form my doctor. I learned that not only did I have a herniated disc, but I also 

had an extra lumbar bone in my back. This discovery was quite earth-shattering for me. It 

suddenly explained why all my life I had bad posture, why I was susceptible to back pain. I 

hated my back and always wondered why it was so weak. Finally, I had a reason. So, in many 

ways this was a very personal revelation, which had nothing to do with my work. And yet, it 

did have a lot to do with my work in other ways, because it affected my vision of myself and 

how my health is very directly linked to my motivation and ability to do the stressful work of 

teaching. I realised from this point that I had to take better care of myself, and ever since I 

have done regular back exercises in the morning, which have improved my overall fitness 

and happiness.  

The letters I received from students expressing concern were therefore all the more valuable 

to me. And yet, I had not received a single letter or email or note of concern from any of the 

CLERAC students. This did not escape my notice, but it was further exacerbated when I finally 

arrived back at work ready to teach again on Monday. By Wednesday 02/07/2014 I felt a lot 

better, although I was still wearing a back brace, taking medication and using a stick to help 

me walk. In my journal I recorded my disappointment that the CLERAC students did not seem 

particularly concerned about me (as a person). I was also very disheartened that my 

perception of their motivation was back into the lull, and now we were a class behind and 

would need to do a make-up class. Make-up classes had to be held on Saturdays, and the 
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students, rather than being happy that they would not lose a class, seemed understandably 

annoyed at losing a Saturday. Overall, the entire incident was very eye opening about the 

nature of motivation and the complex, chaotic (unpredictable) events that make up a 

person’s life and have a profound impact on the few moments we have together in the 

language classroom. I had attempted to ‘cheat’ motivation and to create positive synergy by 

telling the class that we were ‘number one’, but through events beyond my control the class 

returned to the lull-state and our motivation returned to a negatively valenced orientation.  

In my reflective audio journal, I noted that the semester was ‘in disarray’ and that ‘motivation 

took a big hit because of these missed classes.’ I also noted that the lesson was not fun. Also, 

somehow I felt that the CLERAC students didn't care about my back, which was for me rather 

life-altering. Since my back injury I had decided that I needed to take much better care of my 

health and to change my lifestyle. However, I felt that, as far as CLERAC was concerned, 

rather than seeing me more as a human, they saw me more like just another teacher. There 

were four people late to the class with no explanation, Ms Oldriver did not come at all (as 

previously mentioned – her first absence). I noted that the class ‘doesn't feel like number 

one anymore. Crimp in motivation. Peak turned into trough.’ Further evidence of this 

perceived lack of concern for my personal welfare is the fact that almost two years to the 

day later, I asked Mr Charge about the incident during our second informal coffee meeting 

and he could not recall me falling off my bike or cancelling any classes (28/06/2016).  

Also, at this time I observed in the reflection that I did not know what to reflect on, that I was 

‘too busy to reflect’ and that I could not think about the past because I had to focus on the 

future. 

 

4.12 The Last Leg of Spring 

In Japan in July, the weather is extremely hot and humid. This also has an impact on one’s 

motivation and the type of activities a person might want to do. People try to avoid venturing 

out into the heat during the middle of the day, people sweat and feel easily tired. The 

Japanese word natsubate describes the type of lethargy that overtakes people around this 

season. In lesson 112A on Friday 04/07/2014 we worked on our essay introductions. The 

class was supposed to be a peer-review workshop using the Moodle workshop module, but 

only 15 out of 25 students managed to upload their introductions for peer-review. This hints 
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at the possibility that high motivation was actually a strange attractor for the CLERAC class, 

as I will discuss in section 6.3.4.1.  

I had somehow managed to create all the marking criteria for the assignments, and I was 

much better prepared for the class, having also made a very strict plan to ‘get me through to 

the end of semester’. It was a survival plan. During the lesson, because very few students 

had their essays ready, we worked on the video projects. I had a moment of inspiration and 

told the students that they needed to create a project trailer of 10 or 20 seconds in length, 

but it should quickly show the rest of the class what each group’s project is all about. I did a 

demonstration on the screen and made a handout as I went with instructions. I felt this task 

timely and appropriate because it made the video suddenly very tangible. I was beginning to 

worry that the students had done very little on their projects, and I was also concerned about 

their digital literacy, as many things can go wrong when making a video project. The trailer 

was a chance to iron out any such issues before the actual assessments were due. Like with 

the introductions, very few members of the class were able to complete the task on-time, so 

these two things became homework. By lesson 112B on Wednesday 09/07/2014 I was very 

disappointed to note that Mr Nintendo, Mr Dawn and Mr Cleyera had still not finished their 

introductions, and that only 4 out of 10 groups had managed to create a project trailer.  

I began to feel like we were ‘drowning’ in assessments, and the CLERAC course had become 

a very different animal to the one it started out as. This is actually very common with 

university courses, certainly my colleagues also have very similar complaints, but it is 

inevitable and so both teachers and students have to just ‘get on with it’. I attempted to 

avoid this in the autumn by introducing staggered assessments, which led to its own 

problems. However, due to my eagerness to collect rich pedagogic data, I believe I may have 

had an excessive number of deadlines, which was made worse by the missed class. 

Furthermore, the CLERAC students had not actually submitted anything for me yet to assess 

or give feedback on, so I reflected that they were ‘working blind’ which is why they might 

feel like they had been ‘smacked in the face with all these assessments’.  It was around this 

time that I realised that feedback seemed to be vital for creating a culture of authenticity, 

and especially for establishing positive motivational synergy. The teacher-student motivation 

was still synergised, but at this point I felt it was in a negative phase of synergy. In other 

words, the energy I was investing did not have a high return (EROI). The attractor state of 

the class was one of low motivation, and high motivational orientation seemed to be a 

strange attractor that we often gravitated towards but never quite reached. In part, I think 
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this was because I was still investing high levels of energy into the class, quite possibly 

because I knew it was for my PhD. Reflecting back, I realise that feedback is an essential 

component in creating the synaptic crossings to positively charge motivation between 

teacher and students and facilitate social authentication, and although I was investing energy 

in the teaching, I had not done enough by way of feedback.  

In lesson 113A on Friday 11/07/2014 the students finished their 400 word essays, which were 

all on the same topic as their video projects. The lesson was a final workshop and review, 

and the deadline was set for the end of the day. Ms Lovehouse was the only student who 

submitted late. I also found some evidence of plagiarism (an entire paragraph copied and 

pasted) in Mr Po’s essay. Both these students were reprimanded and their grades were 

adjusted accordingly. The next day was a Saturday, but this was the class we had set as a 

make-up lesson, so lesson 113B was also held in the CALL room. Not all the students could 

attend, which meant that those who could not work in their groups on their video projects 

(such as Mr Charge, whose partner, Mr Fly, was absent) were given a ‘fun task’ of watching 

an entertaining YouTube video which was an animated history of the universe in three 

minutes. They were then supposed to write down the sequence, basically creating a 

summary of their own very fast observations. Mr Charge and Mr Wind (who had already 

finished their video projects anyway) both enjoyed the task. I spent the rest of that day 

marking in my office. My plan was to have the entire semester marked by the last day of 

class, not just for CLERAC but also the other five courses I taught. There were just two lessons 

left until the end of semester.  

In the last week of Spring Semester, on Wednesday 16/07/2014 in lesson 114A we watched 

the students’ final video projects together. We could not watch them all because 3 out of 10 

were late. Mr Wind was late, as was Mr Nintendo because they submitted the wrong type of 

file (a .wlmp project file instead of an .mp4 video file). This is exactly why I had wanted to do 

the trailer project, I was disappointed in this and gave both of them a late penalty as I had 

been very clear in my instructions. The dance group, Ms Oldriver and Mr Dawn, were also 

late and I recorded that they ‘couldn’t even explain why’. They were given an even harsher 

late penalty. In the lesson, we watched only 4 of the projects because each one took about 

15 minutes due to questions and answers, plus a large amount of class was used on 

administration and submissions, and reprimanding those who were late. I noted that overall 

I felt ‘very disappointed’, particularly in terms of the quality of the videos.  
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In lesson 114B on 18/07/2014, the last lesson of the spring semester, we watched the last of 

the video projects and I went around the class with a chart, ticking off everybody’s name and 

ensuring I had each of their assignments. Some people had not yet finished mid-semester 

reaction papers or diagnostic essays for either the mid or end of semester, and I ensured 

everybody knew what I had and what was missing. The class ended well, and I recorded that 

it had been a really good class. However, overall I was quite disappointed with the low quality 

videos. I reflected that even though my expectations were not particularly high, the results 

were still lower than I had hoped. I felt that, given the large amount of class time dedicated 

to the projects (10 lessons, 35% of the semester) the final videos were rushed, with some 

groups seeming to have basically done everything on the Saturday make-up class. In terms 

of the quality of the work, the DCT class had not (and still has not) ever been duplicated, 

except in some standalone cases for other classes. I was particularly upset that the Koshoku 

and Projection Mapping groups’ videos were both under 2 minutes long, although the class 

average was 05:16 (see Table 4.1. for summary). This struck me as evidence that they had 

not worked hard on their projects and had not worked hard during the classes, indicating a 

much lower level of motivation than I had originally credited many of them with. However, I 

must bear in mind CLERAC’s overall lower language ability than DCT, as I am inevitably 

comparing these two classes. I discuss this more when I expand upon motivation as a strange 

attractor (see 6.3.4.1).  

 

4.13 Roundup of Spring Semester 

Towards the end of the semester, the atmosphere of the class changed as the assessments 

inevitably took precedence. Early on in the semester, as I had stated in the TRJournal 

(23/05/2014), I basically wanted to provide an experience of the language in use (following 

Tomlinson & Masuhara, 2010). However, towards the end I had to help the students to 

understand what my expectations of them were; I had to instruct them in how to write an 

academic research paper, how to create a video project, how to write a reaction paper, as 

well as keeping them well-informed of the deadlines for submitting this myriad of 

assessments. As the teacher, I also found it hard to keep up with all the work, and the CLERAC 

class became less about teaching and more about administration, as I frequently noted in my 

reflective journal entries. This was of course added to by the other classes I was teaching, 

and further compounded by the fact that I had to return to the UK for my first PhD panel 
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whilst also working on the monograph related to authenticity and presenting other research 

at the 2014 BAAL annual conference.  

Despite all of these things, I tried to be very careful about ensuring that the students were 

given fair treatment, plenty of warning about deadlines and ample feedback for their 

assessments. The main aims of the spring semester were related to language skills and 

academic literacy. As previously explained, the first semester is designed to prepare students 

for the more content-focused instruction of the autumn semester, which in turn then 

prepares students for the 2nd year CLIL-based elective courses.  
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5 Autumn Semester 2014-15 

 

5.1 Overview and Syllabus  

The first CLERAC class in the autumn semester was conducted on 01/10/2014 (09.15–10.45), 

and the last (27th) on 21/01/2015. The total amount of teaching time was 40.5 hours (27x90 

mins). The same rooms and times were used as the spring semester. During this semester 

the number of students was 25, however Mr Nintendo dropped out of the class due to 

absences. He attended just 25% of the classes, meaning he fell below the minimum 

requirement of 85% set by CLER.  

In the autumn semester, there was a large shift in the nature of the class as it became more 

content-focused, in line with the stipulations from CLER. As previously stated, this is part of 

an innovative restructuring of general foreign language courses offered by the university, 

which was piloted for three years before being implemented for the first time in 2014. I also 

taught on the pilot courses from 2011, although they were actually rather different in 

structure and the content I used was completely different. However, the underlying 

pedagogical principles are the same; the belief is that students are more likely to learn to use 

the target language effectively if a CLIL-based methodology is applied, meaning that there 

has to be ‘dual focused aims’ (Marsh, 2002, p. 2). Another underlying belief in the content-

focused approach is that it affords a greater ‘authenticity of purpose’ (Coyle et al., 2010, p. 

5) because, as I have argued elsewhere, authenticity is a defining aspect of the CLIL approach 

(Pinner, 2013b). This means that having a real reason to use the language is what defines 

CLIL and what makes it ‘the ultimate dream of Communicative Language Teaching … and Task 

Based Learning … rolled into one’ (Dalton-Puffer, 2007, p. 3).  

One fundamental difference between the two semesters was also in the way they were 

assessed, and the type of coursework I set. In the spring semester, the main coursework to 

be done was a video project, which made a lot of sense as we took 50% of lessons in the CALL 

room and a large number of students came from IT and technology departments. In the 

original syllabus for autumn, the plan was again to do a video project. However, as I noted 

previously, I had been very dissatisfied with the quality of the videos from the spring 

semester. Rather than working on this to improve the videos, I decided to abandon the video 

projects and use an assessment I called output sessions; interactive presentations in which 
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one group of students leads the class and involves the other students in discussions, sets 

them quiz questions and presents information in an engaging way. These output sessions 

work on the premise that I will give an input session, which is a mini-lecture and interactive 

discussion in the first week, then in the second week one group will lead the interactive 

output session. At the time, I was working part-time at Tokyo University of Foreign Studies 

(TUFS); a national university specialising in foreign language instruction. I taught on the 

general English programs there (much like the CLER programs at Sophia), and one of my 

classes was a content-focused course named Introduction to Language and Communication. 

As part of this course, I required students to work in groups to create an output session. At 

TUFS, I had enjoyed a great deal of success with the output session format. My course was 

structured along a path which alternated between input sessions (teacher led) and output 

sessions (student led), with time devoted to preparation in the class in addition to online 

materials and additional support outside of class. I felt it would not be too hard to import 

this system to the CLERAC course in autumn, and indeed I felt it would be a good way of 

changing the previous semester’s structure and highlight the new content focus. Although I 

had already created the autumn syllabus before I even met the class in spring, as the syllabi 

all had to be uploaded to the course management system of the university by February 2014, 

I actually altered it to feature the input/output format over the summer break. When I came 

to start teaching CLERAC in the autumn semester, I did not feel the output session format 

would be any problem, and indeed I felt I had no reason to worry. In my teaching journal on 

17/10/2014, I wrote ‘Output idea was a gut reaction/impulse decision but not intuitive 

perhaps’. The outputs form an important part of this inquiry, because during the output 

sessions I took a seat amongst the students as a participant, and therefore I was able to see 

what happens to the classroom dynamics when our roles were reversed. In terms of 

motivational synergy, this led to some exciting insights and provides certain indications that 

the teacher is not necessarily the only agent in the relationship capable of generating largely 

positive charges of motivation. For example, in her end of semester reaction paper, Ms 

Smallville noted: 

Honestly, the class was not a pleasure for first. But I made friends with my classmates as 

we repeated the number of times, and I enjoyed it. I thought that the motivation would 

go up by the relation with classmates. I think that we were not able to make friends with   

classmates if we do not have time to talk our partner. (20/01/2015) 
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Furthermore, Ms Chennai and Ms Forest, Ms Pine and Mr Montville among others 

commented that they had particularly enjoyed the chance to communicate with their 

classmates, allowing them to practise English and also to build a relationship. This hints that 

motivation was connected to the individual’s view in social context, and thus lends weight to 

the idea of social authentication as a motivating factor.    

Apart from this difference, the assessments were very similar to spring, with self-assessment 

for class participation, final essays, mid and end of semester diagnostic exams and regular 

reaction papers being assigned as coursework. As in the spring, we teachers are required to 

design our own syllabus around CLER’s guidelines (see appendix 10.2). The content I chose 

to be the focus of the second semester was Awareness and World Issues, making it very 

similar to DCT. This shared content focus between CLERAC and DCT was intentional, 

especially because I wanted to use and develop the materials that I originally used in DCT. 

This was partly motivated by a desire to use tried and tested materials, thus saving myself a 

lot of work in developing an entirely new content-focused course, but also as a way of trying 

to compare the CLERAC course with the puzzle’s ancestral roots, the DCT course.  

The syllabus was constructed around the following topics:  

6. Prejudice7: Students watched part of a documentary featuring a facially 

disfigured man and discussed issues related to prejudice such as race, gender, 

ethnicity, social position and so on. We talked about social justice and how to be 

better people.  

7. Food: Students researched a range of food activist movements, especially 

pertaining to the treatment of animals in the production of meat. There was a special 

lesson about free-range chicken in which we watched a video from River Cottage, 

the UK food and nature series hosted by Hugh Fearnley-Whittingstall.  

8. Consumerism: We discussed a number of consequences of consumerism, such as 

being overly materialistic, the dissatisfying effect of marketing, the paradox of choice 

(Schwartz, 2004) and the environmental impact of consumerism. I introduced the 

class to the documentary No Impact Man (2009), which follows Colin Beavan and his 

family as they try to change their lives in order to be greener and live more 

sustainably.  

                                                           

7 Unlike the other topics, Prejudice was not originally part of the DCT course 
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9. Economics and Oil:  In this section of the course we discuss the phenomena of 

Peak Oil, which is an economic doomsday scenario currently unfurling amongst 

developed nations due to the global economy’s dependency on cheap oil (see 

Heinberg, 2005 for further information). Note that no students chose this topic for 

their output sessions. 

10. The Environment and Wildlife:  This topic looks at how our current way of life 

impacts the environment and contributes to mass-extinction and the endangerment 

of wildlife. This topic was split into two as a large number of students chose it for 

their output sessions, which meant that there was an environment output and a 

wildlife output.  

What follows is the chronological narrative of the autumn semester, again using the shifting 

analytical lens and narrative style employed for the spring.  

 

5.2 Initial Conditions 2: Lesson 201A 

I arrived fifteen minutes early to class (as usual) to get set-up and say hello to people. 

However, the projector was broken and I could not get it to work. I thought this was a bad 

omen at first, but I noted in my audio journal that it ‘worked out okay and I managed to 

muddle through and get my head back on.’ I abandoned trying to set up the projector, 

despite having spent a long time creating slides for the lesson, and had to just rely on the 

handout. This lesson was very similar to the first lesson of spring in that we went over the 

syllabus and discussed the assessments. I explained the two main differences between the 

autumn and spring semesters (content-focus and output sessions format). I explained that 

we would focus on Awareness and World Issues and that this semester we were going to use 

English to discuss important social and environmental concerns. When I say ‘important’, 

perhaps I should also make it clear that these were topics which I intrinsically feel are 

important and which I am extremely passionate about. In the handout for the first class (see 

Figure 5.1), I wrote under the aims and objectives that we were going to try and ‘make the 

world a better place’. This, of course, will have a bearing on my motivation (and thus on the 

students’ motivation) throughout the course.  



Autumn Semester 2014-15 

172 

 

Figure 5:1 Starting the content-focused semester 

 

In the first class, students ranked the topics from the syllabus in order of preference, then 

found groups based on this preference. These then became the output groups, and at this 

point I explained to the students what order the topics would be dealt with and when the 

output sessions would be. The first output, dealing with the theme of prejudice, would be 

held on 15/10/2014, just two weeks away. I also noted that many students were late. The 

first class was otherwise rather uneventful, and I have not chosen to present it with such a 

high degree of detail as the first class of spring because I already knew the students, although 

I did note that I accidentally referred to Ms Chennai as Ms Forest, which I felt embarrassed 

about. Reflecting on the lesson, I also noted that I was out of the habit of recording journals 

and that it ‘feels weird to be recording’. I observed that there was a ‘black hole’ in terms of 
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my experiences over summer break. I also noted that my personal and professional life 

seemed to be ‘knitting together’ for me now. However, I was also cautious that the quest for 

authenticity might lead me to be too reflexive, and to ‘go round in circles’. I had read that 

being too reflective can impair intuition and in extremes of self-consciousness can lead to 

‘paralysis’ and be ‘deleterious’ (Claxton, 2000, p. 35). This fine line that I had walked in spring 

became even finer as the year progressed and my reflections became even more wide-

ranging, structured and systematic.  

When I explained to the class that, unlike in the traditional presentation format where 

students have a strict time limit (usually between five and ten minutes), the output session 

can last up to the full 90 minutes of class, in my reflective journal I have noted that the 

students ‘seemed shocked about output sessions but I am going to make sure they get lots 

of help’.  

 

5.3 Prejudice 

In lesson 201B, held on Friday 03/10/2014, we began the first of the content topics, prejudice. 

The lesson was designed around a WebQuest which I created and a discussion forum task 

(Figure 5.2.) 

 

Figure 5:2 Moodle screenshot of Prejudice WebQuest 

The class was split into groups and given a question to discuss together, after which they had 

to post a response in the Prejudice Forum. I noted that Mr Po mentioned his own experience 

of prejudice as a Chinese person living in Japan; he seemed ‘a bit emotional’ he was ‘really 

personal and opened up about his identity’, although sadly this was not recorded in his 

written work for class. I indicated that I felt I had started to increase their awareness of 

certain issues, but it was still too abstract. For example, in the prejudice forum, attempting 
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to answer the question ‘are you prejudiced?’, Mr Fly discussed his work at a café and how 

people were prejudiced that he spoke good English just because he is a Sophia student.  Ms 

Smallville similarly missed the mark by discussing the lack of bullying at her all-girls high 

school (Figure 5.3).  

 

Figure 5:3 Replies in the Prejudice Forum 

 

In lesson 202A on Wednesday 8/10/2014, we watched part of a documentary series called 

Beauty and The Beast: The Ugly Face of Prejudice (Channel 4, UK, 2011-12). Simply because 

it was available on YouTube, the episode I had chosen for class was season 2 episode 2, 

Reggie and Gary (see Figure 5.4). This episode follows Gary, a homosexual man who is 

‘addicted’ to cosmetic surgery in order to improve his (already good) looks. Gary then meets 

Reggie Bibbs, who has neurofibromatosis; a genetic disease which causes tumours to grow 

on the body, often leading to disfigurement. It is the same disease that caused John Merrick 

to become known as The Elephant Man, a story that had fascinated me since I was at high 

school.  
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Figure 5:4 The Ugly Face of Prejudice screenshot taken from Channel 4 website 

We only watched the first 15 minutes of the video, and afterwards I asked the students ‘who 

is really ‘ugly’?’, clearly expecting the students to answer Gary, because he seemed primarily 

concerned about what was on the outside, as opposed to Reggie who was content with his 

appearance despite being seriously facially disfigured. In dealing with a topic like this so early 

on, I was clearly trying to establish the new, more serious tone of the content-based class. I 

noted that the learners were ‘kind of transfixed by the video, especially when Reggie Bibbs 

came on.’ However, I reflected that, with the exception of Mr Wind, Mr Charge and Mr Fly, 

‘they weren’t really able to express their opinions’ and I wondered how much they had 

connected with the video as it was very different from their own experiences because it 

presented such extreme contrasts. I also began wondering if the content was too advanced 

for them. Overall though I was still very upbeat and the class had gone well. My written 

reflection discusses many personal issues such as health and study and a desire to ‘reinvent’ 

myself.  

By lesson 202B on Friday 10/10/2014 I was feeling quite different. I noted that my motivation 

was very low, and that the class was ‘slipping at certain points’ because I tried to ‘wing it’ too 

much, based on my reading into intuition and an attempt to respond to the students and 

build the content of the lesson around them. I had set some video comprehension questions 

based on the previous class (202A) and I was disappointed to learn that 19 of them had not 

done the task. I tried to be positive about the fact that 6 of them had done it. In my audio 

journal, I discussed my disappointment and took the lack of uptake as evidence for a lack of 

engagement: 
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When I found that only 6 of them had done the homework it kind of maybe threw me a 

little bit, it was evidence that they hadn’t really connected with the topic. Some of them 

said that they wanted to watch it but they didn’t have time and I believe that, but I think 

that if they had been really motivated then they would have watched the video. 

(TRJournal 10/10/14) 

I felt that perhaps we had only scratched the surface of the topic, so I showed them the final 

15 minutes of the video, because I wanted to show the class how it ends. I made the following 

observation in the audio journal: 

It [the video] just seemed a bit stupid really. I felt it was actually quite shallow and 

superficial, because the guy [Gary] was changing himself because of the cameras. I didn’t 

really believe in the video myself, but I didn’t realise that until I was showing it. It felt like 

I was squeezing the last bit of juice out of it. Today was a ‘vapour trail’ of Wednesday’s 

class. Hadn’t prepared what to do, thought I could feed back off the students but it 

wasn’t there. Maybe they didn’t care much about it. There was nothing to feed back 

from. My fault for being less prepared, as opposed to Wednesday. (TRJournal 

10/10/2014) 

Interestingly, I attempt to blame the students for there being nothing to ‘feed back’ from, 

whilst failing to notice that I myself also failed to truly ‘authenticate’ the video (and perhaps 

the content as a whole). In this way, our motivation seems to be negatively synergised, 

perhaps due to there being a lack of clear aims, as represented by the divergent model 

presented in Chapter Two. This led me to a deeper reflection, about whether or not I was 

using the video of Reggie Bibbs to teach the students about prejudice, or if I just wanted to 

shock them into some kind of a reaction.  

I started to feel conflicted, comparing myself to Frederic Treeves, the doctor who treated 

John Merrick. I noted that ‘just as he doubts his own ethics, I feel like that as a white male 

middle-class person shining the spotlight on prejudice.’ In retrospect, it seems that I ran out 

of legitimacy and could no longer discuss the topic of prejudice and feel ‘authentic’ because 

of my own conflicted feelings on the subject. This is a deeper cause, which was likely 

exacerbated by the lack of uptake on the homework task, which I took as negative feedback 

from the students. Another type of negative feedback I observed was that some students, 

such as Mr Po, were looking at their smartphones during the class when they were supposed 

to be working in groups on their output sessions. As this was a CALL room class, it was almost 
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certainly evidence that they were not working on the task, because if they had needed to 

search for something they could have used the CALL PCs.  

My reflection presents a rather polar view of the class. Despite the class having been 

relatively successful I also seemed to have found it decidedly unsuccessful.  

A bit full of doubt, woke up full of beans, the class was ok but somehow it sapped my 

confidence. It wasn’t so bad really, but it wasn’t great. Because I wanted it to be great 

and it wasn’t, I kind of let them and myself down.  

In an attempt to reinvigorate the topic after the lesson, I sent an email to Reggie Bibbs 

through Facebook to tell him that we had watched the documentary in our class here in 

Japan, to which he replied on 22/10/2014 although I did not inform the students until nearer 

Christmas. I also posted a link to a trailer for David Lynch’s The Elephant Man (1989) with a 

personal story about why I became interested in this topic. Also noteworthy, for the first and 

only time there was not a single reply to this Coffee Room post. The average number of 

replies to the 23 Coffee Room posts was 26.6, (see Chapter Six and the digital appendix8 for 

further analysis of the Coffee Room forum). 

5.4 The First Output Session 

Lesson 203A on Wednesday 15/10/2014 was the first of the student Output sessions. In the 

prejudice group were only three students; Mr Fly, Ms Lovehouse and Mr Nintendo. From my 

journal entry of the same day, it seems clear that I was expecting the session not to go well. 

My overall reaction to the first output was one of disappointment, not just at the students 

but particularly at myself for having failed to really scaffold them in terms of how to conduct 

an interactive style presentation, although I had dedicated roughly 20-30 minutes at the end 

of each lesson for groups to work together on their sessions, which I then monitored and 

talked to in turn. I noted in my reflection that Mr Fly was ‘over theatrical’ and that his writing 

on the board was ‘virtually illegible’ (I do not have a photo of his boardwork as he erased it 

before the end of the session). I also felt that Mr Fly’s comprehension questions were ‘either 

patronisingly easy or too difficult.’ In my feedback to Mr Fly I wrote the following: 

Great start with good gestures, very good voice and gestures but the board was very 

messy and hard to read. Using PowerPoint would have made this better and easier for 

                                                           

8 The digital appendix is available on my Warwick Portfolio at https://goo.gl/9CyIck  

https://goo.gl/9CyIck
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you. Nice use of video but your questions about the video were too simple (is he a man 

or a woman, is he black... etc.) At the end you trailed off without a conclusion, but overall 

this was a good effort and you have a good authoritative style. (CLERAC2014B Grades) 

 

Like Mr Fly, Ms Lovehouse did not use PowerPoint and her section was very short. She spoke 

in a very quiet voice and seemed the most nervous of the three. Although Ms Lovehouse was 

one of the two students (the other being Mr Montville) who had lived abroad when younger, 

she often seemed to struggle with shyness and to feel difficulty expressing herself in English. 

Again, after each important assessment, I asked the students to email me with a self-

reflection, using the +,-,= template discussed in the previous chapter. Ms Lovehouse wrote: 

 

Figure 5:5 Email from Ms Lovehouse 18/10/2014 

It is interesting that in a 144 word email, 55 words pertain to the reflection (the main reason 

Ms Lovehouse was asked to email me) and 72 refer to additional information about her 

current independent efforts to improve her English and the way these indirectly relate to the 

course. This communicated two things to me; firstly, that Ms Lovehouse wanted to connect 

on a personal level with me relating to some of the things we were working on in the course, 
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but mainly relating to the overall main aim of improving her English; and secondly, that the 

reflection was less important than maintaining/repairing this personal connection. Ms 

Lovehouse had struggled to do the output session, and I think she was reaching out to me in 

this small way as an attempt to replenish rapport, as no doubt like me she felt personally 

responsible for her poor performance. In contrast, Mr Nintendo’s reflection was only 39 

words, although it is omitted from this study as he opted out of the use of pedagogical data.  

To my great surprise, Mr Nintendo was the best of the three presenters. He spoke about the 

theme of ‘mudbloods’ in Harry Potter (hence Ms Lovehouse’s mention in her email), which I 

felt was very interesting, relevant and showed that Mr Nintendo actually had a lot of 

interesting things to talk about. He was clearly nervous to be doing an output session, yet he 

carried himself well and I felt that he should have received an A for his performance if it had 

been a standard presentation. However, in terms of making the session interactive, Mr 

Nintendo had made no attempt to engage the audience or make his talk interactive for them. 

It took me several days to finish marking the output sessions and a full week to return their 

results, because I was torn between awarding them an A, which is what I felt they wanted 

and expected, and a B which was what I felt they actually deserved in terms of their 

performance. I would still be pondering this decision for several weeks in the journal entries, 

along with other grading decisions.  

In my reflection, I wondered: 

Why did I want them to do output sessions? My justification was to be able to stagger 

the assessments instead of getting the bottleneck, but it would have worked just as well 

with a normal presentation. At TUFS they never needed much preparation for output 

sessions. Comparing TUFS with CLERAC’s output session tells me a lot about the kind of 

instruction that they have had previously. For example, Mr Fly must have had a very 

aggressive teacher based on the aggressive way he conducted the session, at times 

calling on other students to offer their opinions by simply pointing and saying ‘you’. 

(Audio TRJournal 15/10/14 [edited for clarity]) 

Overall, this first output session rather ‘set the tone’ for many of the ones to follow. I would 

feel I had not given them enough preparation, I would feel that I should have communicated 

my expectations more by providing a clearer marking scheme, and I would award grades 

which I felt were right and yet which I struggled to give to the students because they were 

low and thus demotivating and mutually disappointing.  
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Although it does not directly suggest that they were demotivated, the fact that Ms 

Lovehouse and Mr Nintendo were absent and Mr Fly was late to the next class seems to 

indicate negative motivation. Because both I and the students were feeling this orientation, 

we are still synergised, albeit it negatively. This is best conceptualised as a result of my failure 

to clearly communicate my aims for the output sessions, which inevitably led to divergence 

as the aims were unclear.  

5.5 Food 

In lesson 203B on Friday 17/10/2014 we began the topic of Food, which I knew would be 

successful as food in Japan is a very important cultural issue, and last semester several of the 

students had chosen koshoku (societal eating problems) as their video project. My 42-minute 

audio reflection and subsequent transcript present the polar extremes of my reaction to this 

class. At one point, discussing how I used the CALL room software to facilitate group 

discussions, I say: 

it was really exciting and the work went well, not enough time to present so using Coffee 

Room for homework. Very successful when they were using technology groups went well 

and improved tech handling on my part the lesson went well.  

And yet later on, about 29 minutes in to the recording, I state:  

CLERAC class was horrid. I wasn’t really prepared. And then output session, two of the 

outputters were absent in today’s class. I wonder why they were absent, perhaps it was 

related to their feeling about a bad output. 

These two reflections seem almost to be about two different classes, but they are of course 

discussions of the same class, and indeed from the same reflection. This would seem to be 

an early example of how, as Claxton (2000) notes, too much reflection can actually be 

detrimental to the intuitive practitioner. It should also be noted that I claim to have stayed 

up working on preparing the lesson until midnight the day before, and then after waking up 

around 5 AM to have still been working on it right before the lesson started.  Again, this 

would perhaps indicate the complexity of classroom motivation, as a simple thing such as 

amount of sleep can have a great influence on a person’s cognitive functioning and the 

amount of energy reserves they have not just to accomplish a task, but also in their 

reflections and long-lasting memories of the activity.  
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On 21/10/2014 I received an email from CLER which stated that next year I would not be 

teaching CLERAC. This came as a surprise to me as I had expected to be teaching the course 

again. I noted in my journal that I was actually very pleased to learn that I would not have to 

teach CLERAC again, and this information had the paradoxical effect of investing me more in 

the CLERAC class as individuals, but less in terms of materials development. Rather than 

thinking of the course as something I would teach again and again, I realised this would be a 

special class which I only taught once and which, like DCT, would be a formative part of my 

teaching identity.  

In lesson 204A on Wednesday 22/10/2014 I did my ‘famous’ Chicken Lesson. This is a lesson 

that I have taught many times, to several different groups of students, and even have a 

special Christmas version. The lesson handouts are carefully designed with vocabulary items, 

warm-up tasks and a video from River Cottage with subtitles and comprehension questions 

which were written in order to guide understanding. Hugh Fearnley-Whittingstall interviews 

professor Michael Crawford, Director of the Institute of Brain Chemistry and Human 

Nutrition. The focus of the video is not chicken welfare, but on the fact that intensively reared 

chicken has a much lower omega-3 content to free-range chicken, which Crawford links to 

an impending mental health epidemic (many foods are now lower in omega-3). According to 

the video, factory farmed chicken is also much fattier, containing up to 100 more calories per 

chicken thigh than in the 1970s. I use this video because when trying to ‘make students care’ 

about animals, I have often received the response of shougannai (‘it can’t be helped’ in 

Japanese). Perhaps the general consensus is that cruelty to animals is a necessary 

consequence of producing enough meat. The UK has approximately 4 million vegetarians, 

with some accounts claiming up to 12% of the population rising to 20% for 16-24 year olds 

(Mintel, 2014). Unlike the UK, vegetarianism in Japan has a low profile and it can be difficult 

for vegetarians to find food which has not been prepared alongside meat dishes. According 

to a survey of 1,188 participants (Animal Rights Center, 2015), 4.7% of respondents claimed 

to be vegetarian, although the figure may be even lower nationally. In the CLERAC class, 

nobody identified themselves as vegetarian. However, by highlighting the health issues 

connected to factory-farmed meat rather than the animal welfare issues, I sincerely hope to 

affect change in my learners in their behaviour as consumers. I always get extremely 

passionate about this issue, and go into detail about my experience of taste-testing the 

difference between free-range and ‘cheap’ chicken, even going so far as to offer a ‘money 

back guarantee’ if the students cannot taste the difference for themselves. In feedback I 

received from the DCT course (which was the first time I ever taught this lesson) I learned 
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that at least one of my students had made lifestyle changes based on this lesson and had not 

only reduced her meat consumption but also completely vetoed intensively-reared chicken.  

I recorded feeling very happy with the banter that occurred between me and Mr Fly, who 

had said ‘I hate you’ to me on the stairs when we met on the way to the lesson because he 

was hungry and I told him today’s lesson was going to be about food. The other two members 

of his output session were again absent from this class.  

In both class reflections of 15/10/2014 and 22/10/2014 I had noted my growing frustration 

with the three uncommunicative students, Mr Auxiliary, Mr Dawn and Mr Nintendo. Mr 

Nintendo’s repeated absences were beginning to cause issues, and in this lesson there was 

nobody to work in a pair with Mr Auxiliary.  

Mr Dawn and Mr Nintendo away so Mr Auxiliary alone. When Ms Pine arrived late I asked 

her to sit with Mr Auxiliary but then I saw her eyes dart towards Ms Hemp and I said ‘or 

you could work with Ms Hemp’. And of course she went to work with Ms Hemp. Then I 

asked Mr Auxiliary if he wanted to move, to work with Mr Montville and I could see Mr 

Montville put his head down because obviously he didn’t want to work with this silent 

guy […] nobody wants to work with him. (Audio TRJournal 22/10/2014)  

I was already worried at this point that Mr Nintendo would fail the course on account of too 

many absences. When I asked Mr Auxiliary and Mr Dawn, they seemed to know nothing 

about him outside of the class and could not offer any insights as to why he was not attending. 

I felt that perhaps the output session had ‘broken him’, despite my feeling that he was the 

best of the three presenters and had finally talked about something interesting. Much later 

when Mr Nintendo had definitely failed the class and ceased coming altogether, I asked Mr 

Dawn and Mr Auxiliary about him on 26/11/2014 and recorded that ‘they had no idea and 

didn’t seem to care.’ This hints at a lack of empathy, which I will discuss more in the next 

chapter.  

The following lesson, on Friday 24/10/2014, we conducted Food WebQuests, but I felt they 

went badly as I was unprepared. Again, I was still experimenting with the idea of responding 

to students and not being over-prepared, skirting rather too close to being un-prepared and 

therefore not being able to support or scaffold the students sufficiently. I recorded a great 

deal of frustration, noting that I felt their use of Japanese was a ‘rebellion’ against my lack of 

planning and lack of authority. I felt I needed more training about how to effectively use the 

CALL room.  
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I feel like a cyclops trundling around class, half blind, I don’t hear what they say, if I talk 

to them I interrupt. I tune out and even if I tune in [to what they are saying] they are 

talking in Japanese anyway  (TRJournal24/10/2014) 

Tuesday 28/10/2014 was a ‘Virtual Friday’ which meant we were in the CALL room. I had 

intended to start the topic of consumerism, but the entire class was taken up with 

administration. In particular, we re-negotiated the self-assessment marking criteria slightly 

and did the first self-assessment of the autumn semester (201). During this class we decided 

to alter the 80% English 20% Japanese to 70/30, as I had noticed that the previous target was 

not being kept. Using the CaLabo response analyser, I asked the students ‘who used 80% 

English during the class’, which produced the following result: 

 

Figure 5:6 Do you speak 80 % English in class? 

I then asked if we should change our participation criteria on the self-assessment sheet, 

which returned the following answers: 

 

Figure 5:7 Should we change the participation criteria? 
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As I am able to see exactly how each student voted, I noted that the two who voted ‘no’ were 

Mr Charge and Mr Fly. Finally, I asked them how much they use English outside of the class.  

 

Figure 5:8 How much to you use English outside of class? 

A meant ‘always’, B ‘regularly’, C ‘sometimes’ and D ‘never’. Mr Charge, Mr Po and Ms 

Downtree chose B and Mr Auxiliary chose C.  

After completing the first self-assessment for autumn, we did the ‘WAY task’ detailed in 

Williams and Burden (1997), in which students have to make a list of 20 sentences each 

starting with the words ‘I am’. Initially this is very easy, but as the task progresses the replies 

become more personalised. My reflection on this lesson shows that I had made a very strong 

connection with the learners through this highly personalised task. I provided my own 

version first as an example. In my reflection I noted that nearly all the students started in the 

same way as mine. Many of them wanted to just copy and paste mine and then as they 

worked down they realised they would have to write their own responses. The ones who 

were using my model got more stuck than those who did their own from the start, and I 

noticed Mr Po was the last to finish as his initial comments were very closely mapped to my 

example. I noted that I already knew Ms Saltfield played Lacrosse, but today I learned that 

she played in goal. I learned that Ms Downtree loves teddy bears and that Mr Charge had 

taken up boxing in order to protect the people he loves. Mr Fly made fun of him at first but 

Mr Charge said ‘Urusei! Demo, honto da yo [shut up! But, really you know].’ I was strongly 

moved by this task, and I noted that I was really seeing the students as people today, ‘not 

just seeing myself as a teacher but as a ‘person who teaches’ and the same with the students, 

seeing them really as people.’ However, I also reflected that:  
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Learners as people – it’s easy to say the words but to actually remember that and build 

that into everyday classroom interactions is challenging. As a teacher I see about 200 

people a week – people who I am their teacher and that’s our only connection. People 

who are younger than me, who may be very different, people with whom there is a 

linguistic barrier (especially from their perspective) but also there is a depleted amount 

of shared cultural capital, and the social capital changes too as I get older, as I identify 

myself more with the generation above them, see myself as very different to them in 

terms of my level of experience, of education. But I can still connect with them as people 

but there might also be negative effects of doing so… like for example getting too close 

so I can’t grade them objectively (is being objective even that good?) and also might put 

the personal relationship as a higher priority than their learning… sometimes to be a 

good teacher you have to be strict…. there is a fine balance and also that goes for them 

as well. (TRJournal 28/10/2014) 

I will expand on this reflection in Chapter Six, particularly in section 6.6.2.1 when I discuss 

the ‘David Brent Effect’.  

The very next day, Wednesday 29/10/2014 lesson 205B, was the second output session, 

focused on Food, featuring eight learners in the group. These were; Ms Sound, Mr Swamp, 

Ms Redslope, Ms Smallville, Ms Downtree, Ms Saltfield, Ms Oldriver and Mr Dawn. Again, it 

was not a good session, causing me to further speculate that the output sessions were a bad 

idea.  

[The output session] is kind of [deep intake of breath] almost like a cancer, eating away 

at the student’s self-esteem. I need to find a way of fixing that. (Audio TRJournal 

29/10/2014) 

The problem I reflected was that, having now had two groups give their output sessions, I 

felt it would not be fair to those who already finished their assessments to now give 

additional help to the students who were going to present in the future. In this way I felt I 

was trapped in an inescapable motivational drain. I felt it had been very ‘hasty’ of me to alter 

the syllabus to feature output sessions without having properly considered whether the 

students would be able to do them.  

Another problem which I was noticing with the output sessions was that some students who 

were watching seemed disinterested in their fellow-students’ sessions and I felt this was 

likely to be also having a negative effect on those presenting. This could be due to emotional 
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contagion, a phenomena closely related to empathy in which feelings spread quickly through 

individuals and groups of people, such as the spread of panic through crowds or elation 

through audiences in concerts (Goleman, 2006, pp. 114-117). From my own experience of 

presenting, it is easy to lose confidence in one’s self when it seems that the audience are not 

paying attention, and I began to worry that it was not just my failure to help those giving the 

output sessions, but a more deeply-rooted form of divergence that I felt possibly spanned 

from the learners’ preference for teacher-fronted lessons. As I will discuss in more detail 

during the analysis section in Chapter Six, Japan’s education system tends to place greater 

emphasis on the teacher than on the more collaborative, less hierarchical teaching approach 

employed at universities in the US and Europe, for example. As a result, the students 

presenting and particularly the students watching, were not invested in the output sessions, 

which is what lead to the divergent rift between our motivations and educational ideologies. 

In this way, although mine and the students’ negative motivation was synergistic, this was 

caused by a divergence in our approach and desires about how the class should be conducted.  

Noticing this was facilitated by the output sessions themselves, in which I of course took a 

seat (usually centre-middle) amongst the students. I could only occasionally glance back to 

gauge the other students’ reactions, and doing so obviously altered the students’ current 

state (the observers’ paradox), yet as I usually sat very near to Mr Po, I was able to observe 

him very closely. I made the following observation: 

I don’t think they buy into the output session. Several students sleeping during the other 

students’ outputs. Mr Po was basically sleeping right from the start; he was not 

committed. Someone else was on their phone. Output sessions are a disaster, going to 

create a lot of damage if I don’t repair, but I can’t repair because I am already committed. 

Kind of powerless. (TRJournal 29/10/2014) 

I would follow this up with later observations, and eventually I even confronted Mr Po about 

his attitudes to the output session, hoping to shed some light on this barrier to class synergy.  

 

5.6 Consumerism 

In lesson 206A on Wednesday 05/11/2014 we ‘broached’ the subject of consumerism. I had 

been looking forward to this because I had described this topic as the ‘first eye opener’ of 

the DCT course in 2012. This is because consumerism is one of the things I find most upsetting 
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about the modern world, so I felt a great personal investment in this topic as I felt that in 

helping the students to critically examine their own roles as consumers and the impact their 

choices have on society and the environment, they might actually start to make life-style 

changes. The first thing I did in the lesson was to ask students whether consumerism was a 

good or bad thing, and many of them impressed me by answering along the lines of ‘both’. 

However, I noted that I was ‘off to a bad start’ as six or seven people arrived late.  

None of them had printed the handout, so that was kind of annoying. Started to feel a 

bit disappointed in them all. That started to affect my motivation and I started to feel it 

sinking and they were also, I felt, not really engaging. They were all very quiet during the 

discussion. I had to physically work hard to motivate them. To break the ice. They have 

these lulls and troughs and it was my job to work through them. (TRJournal 05/11/2014) 

The lesson culminated with students working in groups to write discussion questions, which 

would then be used in Friday’s lesson (7/11/2014) where students used the CaLabo software 

to record a ‘podcast’ discussion, based on the discussion questions from today. This was a 

very successful strategy, as the time allowance was generous, and working together the 

students were able to hold scaffolded discussions on the topics. Despite the ‘disaster’ of the 

output sessions, it seemed that I was able to, by ‘a sheer force of will’ (05/11/2014) manage 

to motivate the class. I noted that I had to motivate myself in order to motivate them, by 

having ‘banter’ with members of the class, by focusing on them as individuals and using our 

past experiences as a way of creating a good rapport again. Doing this required me to really 

‘be in the moment’ of the class, which invokes elements of motivational flow theory which I 

will discuss more in the analysis section.  

Students needed to work in groups of three or more to write discussion questions, and I 

noted that I was very proud of Mr Cloud, who volunteered to leave his friend Mr Po’s side 

and work with the ‘silent’ students, Mr Auxiliary and Mr Dawn, at the back. He seemed to be 

able to engage them and got them talking, and I was very happy about this dynamic.  

I was using several indicators during the class to gauge the student’s motivational levels. The 

main one appeared to be simply the noise levels of the class while the students were doing 

discussion tasks. As discussed in Chapter Two, it is relatively easy for teachers to accurately 

gauge students’ on-task levels of engagement and to tell whether the class are working hard 

or not, and this ability is identified as one of the indicators of synergy. At first, the class 

seemed very quiet, and rather reluctant to speak. I recorded that I needed to turn on more 

lights (at the expense of being able to see what was on the projector) and open the blinds to 
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let more sunlight in. I did not record what the weather was like that day, but if it was raining 

this could have also been a factor perhaps.  

Around 10-20 mins into the class they were doing the discussion. And I said ‘Oh, I know 

why it’s quiet. Because last week you did the self-assessment and you’ve been trying to 

speak only in English’ and that made them laugh and broke the ice but also made them 

speak more Japanese. I kind of gradually got them motivated. By the time we did the 

group work it was good. They had to write six questions and that was a focused task and 

so they could do it. (TRJournal 05/11/2014) 

Clearly in this context, my concept of motivation really just extends to on-task motivation to 

accomplish the current activity, and it is mainly measured by my awareness of indicators 

such as on-task engagement and group dynamics. However, my ability to engage the class 

came at the expense of being a teacher and doing certain authoritarian duties which I felt 

needed doing. 

Was going to [reprimand] all the late people, but I didn’t do it. Didn’t want to damage 

the rapport that I worked so hard to create. Today’s class started quite badly but I saved 

it and it ended up being a good class. But my motivation is down. November, two more 

months, feels a long way off and yet it will be over soon and then I won’t be teaching this 

class again. Not just the students but also the course. Difficult to invest in it as I know I 

won’t be teaching it again.  

Again, this reluctance to invoke my teaching identity as an authoritarian is linked to what I 

later term the David Brent Effect. 

As briefly stated earlier, the task from Wednesday was continued on Friday, which involved 

students recording a ‘podcast’ discussion based on the questions they collaborated on 

previously. Before the class, I had specifically asked for help from one of the technicians, so 

my own sense of self-efficacy about using the CALL room was higher, which almost certainly 

led to the higher levels of on-task engagement and ensuing rise in motivation. Another factor 

was the increased scaffolding (particularly in terms of preparation time) for the task. Whilst 

my journal credits my own ‘force of will’ for ‘saving’ the lessons from low motivation, it seems 

that the synergising was greatly facilitated by working within the students’ Zone of Proximal 

Development (ZPD) (Lantolf, 2000a; Vygotsky, 1978) and, to borrow terms from Self-

actualisation theory, allowing the students to work in areas where they felt competence, 

relevance and relatedness. During the Friday class, when the students recorded their headset 
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discussions using the CALL room’s CaLabo software, I noted that there was something ‘a little 

unnatural, or, dare I say it, inauthentic’ about having them talk to one and other through 

VOIP (voice over internet protocol) despite being in the same room, but it seemed to work 

well as a structured task and everybody knew what to do and was well-rehearsed in how to 

express themselves. However, I did note that the way the task was set-up using a cyclical, 

turn taking format seemed very reminiscent of the study by Dam and Legenhausen (2001); 

Legenhausen (1999) which compared the formulaic and unnatural discourse of a German 

Gymnasium secondary school with students from a much more autonomous and naturally-

free speaking school in Denmark.  

With only two lessons on consumerism, the third output session was planned for Wednesday 

12/11/2014. The consumerism output group consisted of just four students; Mr Widetree, 

Mr Mouth, Mr Auxiliary and Mr Charge. Despite my misgivings about the other members, I 

was quite confident that Mr Charge would not fail to deliver a good session, and his 

performance in the output session led to what I labelled an ‘output session turning point’. 

Even now, over two years later, I can still feel a great well of emotion as I compose this part 

of the narrative.  

 

5.6.1 Mr Charge to the Rescue 

As the narrative has already made clear, the output sessions were a serious problem in the 

autumn semester, and I came to view them as ‘a cancer, eating away at the student’s self-

esteem’ and motivation (TRJournal 29/10/2014). I was certainly attributing the output 

sessions to the lack of positive motivational synergy and divergence that both I and the 

students were experiencing around this time in the semester. However, when the 

consumerism group took charge of the class on 12/11/2014 their session lasted 45 minutes 

with an additional 15 minutes for questions and answers, and in that time I felt that they had 

reversed the negative feelings and doubts I had been experiencing about these sessions. I 

specifically attributed this to one student in particular, Mr Charge, who I reflected had 

‘basically carried the whole output session, and carried the whole class, and also single-

handedly repaired and turned around the whole output crash, disaster, that was taking 

place.’ (TRJournal 12/11/2014).  
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This group structured their session around the following, rather unpromising looking 

handout (Figure 5.9; this example also features the answers written by a participating 

student) which was later followed up with a Coffee Room post.   

 

Figure 5:9 Consumerism Output class handout 

 

First, Mr Charge had the students compose their answers in writing before asking them to 

communicate about the questions. Each box marked a stage in the output session, with the 

final box being used for the final and concluding part of the session. In this way the session 

was very tightly structured and also provided each participant with ample opportunity to 

prepare what they would say during the discussion. Mr Charge was doing exactly what an 

experienced teacher would do, seemingly he already knew about scaffolding. This was 

particularly interesting, as, despite my almost 10 years of teaching experience at that time, 

due to my working for the relatively high-level literature department I had fallen out of 

practice with lower groups and was only now working out how to balance difficult content 
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topics from the autumn semester with the slightly lower level of CLERAC. As such, I was less 

adept at communicating my aims to the class and it is likely that my much of the incidental 

feedback that occurs between students and teachers during lessons was not always picked 

up on.  Despite the errors in the wording of some of his questions, once explained, it seemed 

that most students were able to contribute their answers (as the example in the figure 

shows). When Mr Charge elicited answers from the other students, he wrote them on the 

board and used them directly when he moved on to the next topic. In this way he and the 

class worked together towards a better understanding (Figure 5.10). 

 

 

Figure 5:10 Consumerism Output board work 

Not only was the output session carefully planned and scaffolded, Mr Charge’s manner was 

very authoritative yet caring. He called on students by name, thanked them for their answers 

and created an air of mutual respect whilst retaining his authority. However, it would not be 

fair to say that Mr Charge was solely responsible for the excellent output session. Beyond 

any expectation, Mr Widetree, who had been rather ominously late for his own output 

session and only made it a few seconds before they were to start, was one of the people who 

contributed to the turning point. I recorded that Mr Widetree actually asked me a question 

directly, which until now none of the other groups had done. I reflected that this was ‘a 

turning point, shift in power, me as a participant.’ I also noted that Mr Charge gave me a 

thumbs up for my answer, much as I would do to a student, and that he seemed to feel a 

little awkward about doing so but it felt good that he did it, although it was just a quick 

gesture. Even the usually reticent Mr Auxiliary was able to do well in the session. 
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Mr Widetree was not the only person missing when the class started. There were ten people 

late in total, with three people absent. This further supports my hypothesis that the students 

were not invested in the idea of output sessions as observers, which led to the motivational 

divergence which I have been able to describe throughout the narrative of autumn. Further 

evidence for this comes from the following excerpt from my journal: 

I noticed Mr Po was not writing anything [for the tasks that involved writing]. Didn’t even 

have his pen on the desk [it was still in his bag]. Had his smartphone on the desk. I 

identified Mr Po’s output session sheet and took a shot of it. Has short, basic, non-

committal answers on it. He wrote eight words in five boxes. Two of them are blank. He 

really hasn’t made an effort there. Then I saw him on his phone.  

Following on from the incident in which Mr Widetree had caused a ‘shift in power’ by asking 

me a question, I wrote: 

And this is what I think Mr Po doesn’t like [the student-teacher role reversal]. He doesn’t 

invest in the output sessions. He is very motivated and invested when it is a teacher 

fronted class, but he is not invested [in what the other students can teach him].   

This is a vital snapshot in the narrative of this inquiry, because usually the teacher is viewed 

as having a central role in the group dynamics of a class (Dörnyei & Murphey, 2003). Several 

wide scale empirical studies have been able to firmly establish that perhaps the single most 

important contributor to classroom motivation is the teacher (Chambers, 1999; Dörnyei & 

Csizér, 1998; see Dörnyei & Ushioda, 2011 for further examples). However, this turning point 

shows that, given the right dynamics, students can also take on the role as energisers. Mr 

Charge was an extremely highly motivated person and an excellent student, but just as there 

are less motivated students in every class there are also more highly motivated ones too. Mr 

Charge motivated me in the class and made me feel much better about myself and the 

structure of the course. It seems that he was also able to motivate others, as this comment 

from Ms Hemp’s End of Semester Reaction paper submitted in January 2015 shows: 

My motivation changed thanks to this class. I didn’t like English so much until a high 

school student because I was not able to understand words which were spoken in English.  

However, I enjoyed your class.  When I saw the person of this class talked in English with 

a teacher smoothly, I got motivation.   
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Interestingly, in the mid-semester review activity which I used as a needs analysis 

opportunity, on 25/11/2014 Mr Auxiliary wrote the following two statements: 

 

 What have you enjoyed most this semester?  

It is classmates' output session that I have enjoyed most this semester. I can 

more relax because they are same age. 

 What have you enjoyed least this semester?  

I was not able to enjoyed my output session. Because I felt pressure and was 

not able to afford to enjoy it. 

It is certainly something I noticed that whenever I looked back at Mr Auxiliary during other 

students’ output sessions, he usually seemed alert although I had half expected to find him 

sleeping. I noted that he ‘was looking at his fingernails’ later on during the Wildlife output 

on 10/12/2014. Yet, there is something a little strange about this statement as well. As I have 

recorded, the act of watching most of the students’ output sessions was uncomfortable 

because very few of them were able to do it well. For example, in Ms Saltfield’s mid-semester 

review, she wrote that her least favourite part of the class was the output. She wrote ‘I failed 

my output, and I had got a tense in a output class’ (26/11/2014). Ms Lovehouse also used 

the mid-semester review to comment on output sessions. When asked which lesson she had 

enjoyed most, she said ‘I enjoyed the [consumerism] output session. The plan of the class 

was interesting, and made me fun to think about it.’ However, when asked what she had 

enjoyed least she said ‘My output session:-< I couldn't enjoy at all. Just strained all one and 

a half hour. And I don't feel my output session was good…’ (26/11/2014). The fact that Mr 

Auxiliary enjoyed watching other people’s output sessions, when they themselves have 

confirmed my observation that they were uncomfortable, perhaps might suggest that Mr 

Auxiliary is not able to recognise the emotions of others to a strong degree, perhaps revealing 

a general lack of empathic ability. This would explain his reticence in the class to 

communicate and his poor social status within the group. I will also return to this issue later 

when I discuss his participation in a recorded CALL room group discussion.  

Sadly my reflection does not mention Mr Auxiliary in great detail, despite having decided to 

structure my narrative around focal participants on 7/11/2014 and no-doubt having chosen 

him to be one of them. My feedback to each of the other members (apart from Mr Charge) 
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mentioned that their part had been rather short. This is what I sent to Mr Auxiliary as his 

individual feedback: 

You did a very nice job of asking your classmates about their answers. You were firm but 

gentle in asking them for their contribution. You seemed confident and did very well, but 

your part was quite short overall. (CLERAC2014B Grades) 

It seems from this that even Mr Auxiliary was able to make the session interactive, and to 

have the confidence to ask his peers to discuss questions in groups. Again, this would seem 

suggestive of the synergising going on in this lesson, but instead of the students feeding off 

of my confidence in the social situation, they are feeding of that of another student, Mr 

Charge. One reason that I suspected Mr Charge was able to do such an amazing job in his 

output session was that he works part-time at a cram school, known as a juku in Japan. I 

wanted to know if his experience as a juku teacher had helped him to give such a good output 

session, and whether he had received any special training.  

I also noted that Mr Po had not really engaged in the session as thoroughly as I would have 

liked. I reflected that, since I was less worried about the output session as it was going well, 

I was able to relax a lot more and just enjoy it. This meant that I was able to focus more 

attention on the other students watching the session. As a result of this class, I decided I 

needed to send two emails; one to Mr Charge and one to Mr Po, in order to learn more about 

their orientation towards the output session. This could be regarded as an attempt at 

respondent validation. Although I did not realise it at the time, it seems I was already aware 

that Mr Charge was convergent with the output sessions, whereas Mr Po seemed to be 

divergent, and I wanted further evidence to corroborate this.  

 

5.6.2 Mr Charge’s Email 

When I contacted Mr Charge on 12/11/2014, I asked him to offer a little more about his 

output session (Figure 5.11). He wrote a reflection on 14/11/2014 and then replied to my 

further email on 15/11/2014 (Figure 5.12), which shows that he perhaps did not notice my 

email until after writing his reflection.  
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Figure 5:11 My email to Mr Charge 

 

Figure 5:12 Mr Charge’s reply 

 

Another interesting fact from this email is that Mr Charge also seems quite capable of reading 

what the other students (as a group) are feeling, revealing his ability to empathise with the 

group as a whole, and he explains that he wanted to communicate his passion and effect 

change in his fellow students. This would seem to strongly suggest that Mr Charge was 

seeking to converge with his peers and that he was synergistically aware of their responses 

to him. He denies that his juku teaching has anything to do with it, although I still feel it must 

be connected. I should also point out that Mr Charge seems to have no intention of becoming 

a teacher or working in education, as his ambition has remained to work on engines and to 

study at graduate level in order to get a good job in the aviation industry.  

In his +,-,= reflection on his output session, he further demonstrated his ability for empathy 

and to understand how he was perceived by the group when he discussed his weakness 

during the session: 
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Bad point; We showed them a video, in which English was fast and difficult for them. I 

am afraid that they could not understand that video.....We should have prepared the 

transcript. (email to me, 14/11/2014) 

The fact that Mr Charge was able to gauge the students’ level of understanding shows that 

he was keenly attuned to the group dynamics. This seems to be in sharp contrast with Mr 

Auxiliary, who enjoyed watching other people’s output sessions and seemed almost 

oblivious to their discomfort during their own sessions. However, Mr Charge’s enthusiasm 

was not met by all the students, which brings me to Mr Po’s email of a very different nature.  

 

5.6.3 Mr Po’s Email 

On the same day that I emailed Mr Charge, I also sent the following email to Mr Po (Figure 

5.13).  

 

Figure 5:13 My email to Mr Po 

As the email shows, I tried to avoid scolding Mr Po or from awarding him any blame for his 

lack of attention. This was a conscious attempt at avoiding a defensive (and thus potentially 

insincere) reply. The very next day on 13/11/2014 (Mr Po was always quick with his online 

posts and correspondence) I received the following reply (Figure 5.14).  
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Figure 5:14 Mr Po’s reply 

Despite my efforts, I felt this reply did not really explain the underlying reason for Mr Po’s 

lack of attention. He claimed to be checking words on his smartphone, and made reference 

to this excuse again in his end of semester reaction paper. However, given Mr Po’s relatively 

high English compared to other learners in the class, I find it very unlikely that the amount of 

time I observed him checking his phone would be necessary from the lexical density of his 

peer’s speech (see Chapter Six and the digital appendix for performance indicators). This is 

another reason why I did not pursue the students for respondent validation after the course 

had finished. Although I did have contact with Mr Charge and Mr Swamp after the course 

had ended, for the most part the contact with students ended when the course ended (see 

also section 5.12 regarding the final class and the second RED, as well as the afterward in 

Chapter Eight).  

This snapshot has revealed three broad types of interaction in relation to the output sessions 

and with relevance to motivational synergy. Firstly, Mr Charge’s desire to influence his group, 

his ability to read the group’s responses and the reactions to his session from other students 

would seem to suggest that Mr Charge was capable of creating a synergistic link with the 

class, just as I (the teacher) am able to do if I invest enough energy. This shows that the 

students play a very significant role in motivational synergy, and it would suggest that Mr 

Charge was seeking convergence with the group. Secondly, I looked at Mr Auxiliary’s reaction 

to the output sessions, in which he seemed unhappy with his own performance (despite this 

having been actually rather good) and to prefer watching other students give output sessions, 

even though for a person who can read social emotions this would have been an 

uncomfortable situation. Nobody else mentioned that they had enjoyed other people’s 

output sessions, except for Ms Lovehouse who made it clear that she was only talking about 

the consumerism output. This seems to suggest that Mr Auxiliary was lacking in certain social 

skills relating to empathy, in stark contrast to Mr Charge who possessed such skills to a highly 
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advanced degree. Thirdly, I looked at Mr Po’s mysterious divergence from his peers’ output 

sessions and I used this to hypothesise that Mr Po preferred teacher-fronted learning and 

did not recognise his peers as being useful sources of knowledge construction. Sadly, this 

must remain a hypothesis as Mr Po’s response to my questions did not reveal any further 

insights, but his position as a Chinese student in a class with 24 other Japanese members 

may have had some unconscious bearing on this orientation, although I can only speculate 

about this. Overall, these observations seem to lend a very useful insight into the complex 

nature of group dynamics and motivational synergy taking place in the language classroom 

of the CLERAC course.   

 

5.7 Oil and the Economy 

Although this was an important part of the course, because there was no output session for 

this topic I will give only a very cursory treatment of this part of the semester, in order to 

give more focus to other sections. In lesson 207B on Friday 14/11/2014 I introduced the topic 

of Peak Oil, and had the students watch 5-10 minute sections of a 34 minute video on 

YouTube called There’s No Tomorrow (2012) which explains through an easy to understand 

animation why our current reliance on oil for the global economy is unsustainable. The video 

is rather bleak, and so students were assigned a section of the video to watch and summarise, 

which was then turned into an information gap exercise conducted using the CALL room’s 

CaLabo software and recorded. This was again a very structured task that worked well, unlike 

lesson 208A on Wednesday 19/11/2014 in which we watched another documentary called 

The End of Suburbia (2004). Despite having used this video several times and it been too 

difficult for the students, I did the same thing again with CLERAC and recorded that it was an 

‘inevitable disaster’ and a ‘lazy lesson’ in which I basically had just not done the necessary 

revising of the material because it would have taken too long. Students openly slept during 

the class, and I even used my notes to draw a picture of Ms Downtree and Ms Oldriver (Figure 

5.15) 
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Figure 5:15 My sketch of the sleeping Ms Downtree and Ms Oldriver 

This is an excellent example of low EROI, and my initial energy investment being low meant 

that Ms Downtree and Ms Oldriver could not even remain conscious for the lesson. Sleeping 

in class can be seen as a passive act of resistance (Holliday, 2005, p. 98; Tong, 2002). I offer 

no explanation during my reflection about why I did not do more to improve upon this lesson, 

although it seems in retrospect to be due to over-exertion on my part. There were several 

other events taking place in my life at the time. However, this lesson did lead me to the 

interesting observation that one of the problems with the autumn semester’s content-based 

approach was that the CLERAC course often did not have the necessary language ability to 

deal with the content that I was trying to use with them. As touched upon earlier, this could 

perhaps be due to the fact that most of the content I was using had been geared towards 

the very advanced DCT course, and I had failed to properly adapt it for CLERAC. I labelled this 

problem Peak Comprehension, and noted that I needed to do a lot more in terms of 

scaffolding in order to overcome this barrier.  

 

5.8 Mid-semester Review Activity 

In lesson 208B (21/11/2014) we held the mid-semester review activity, previously the 

diagnostic exam in spring. In the spring, the diagnostic exams had been one of the divergent 

experiences which damaged the positive synergy of the class. I did not want the same to 

happen again in autumn, especially with the difficulties that had surrounded the output 

sessions, so I had decided to change the exam into a review activity. Until the night before 

the lesson, I still had no plan as for what to do in the mid-semester review activity. Then I 

had a sudden inspiration based on something I had read recently, in which I learned that 

Fridays are very autonomous at Google because workers are allowed to choose whatever 

projects they wish to work on, leading to several innovations (Gersch, 2013). Based on this 
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idea, I was able to find a way of making the mid-semester exam both a learning and teaching 

experience for the students. Rather than setting a standard exam, I explained to the students 

that they had 40 minutes to research or investigate how to study English in their own way. 

After 40 minutes, students were asked to present what they did and assess this as a way of 

studying English on their own, based on the criteria of 1) Enjoyability, 2) Potential for learning 

and 3) Sustainability. After the initial stage, students used CaLabo software to hold recorded 

group discussions. They also produced a written report, which provided me with ample data 

to assess their English progress. I was very happy with this form of alternative assessment, 

which focused directly on the learners and tried to engage their identities and individual 

learning styles. I lamented not having had the idea last semester. Watching the students all 

working on their own ways to practise English for the first 40 minutes of the task brought me 

an enormous sense of well-being.  

I later listened to the discussions that the students had recorded using the CaLabo software. 

One in particular was very interesting, as it featured Mr Auxiliary and demonstrated once 

again that he was not necessarily demotivated to study English, but, perhaps more seriously, 

he seemed to actually have difficulty talking with people in a group, even when he was 

allowed to use Japanese.  

 

5.8.1 Student Discourse Transcript  

Due to the length of the transcript, I provide merely a summary here and the full transcript 

in the appendix (10.4). The conversation involved Mr Auxiliary, Ms Oldriver, Mr House and 

Mr Widetree. Mr Widetree arrived late to this lesson and also misunderstood the task 

(despite my having personally explained it to him and the provision of written instructions), 

so much of his turn is omitted (turn 22) as it was simply a discussion in Japanese about what 

Mr Widetree should have done, a discussion which Mr Auxiliary did not join and he is the 

main focus of the analysis of this transcript.   

As can be seen, the most active speaker of the group was Ms Oldriver, who had 39 turns out 

of 124 (31.5%). She also had the longest turns in general. This is in rather stark contrast to 

findings from Genderlect studies and the normal patterns of male/female discourse. For 

example, women are reported to generally speak much less when communicating with a 

group of men, and are interrupted more frequently (B. Norton & Pavlenko, 2004; Tannen, 

1991; Wardhaugh, 2006). This is worth discussing briefly as it would suggest that the usual 
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gendered power imbalances which are prevalent are circumvented by the empowering 

nature of the English language, especially when the female is the most proficient in terms of 

communicative ability, as was the case here. This is interesting from the Japanese context 

particularly, due to the strong Genderlect of Japanese and patriarchal social hierarchy. This 

has been looked at by several other scholars, and links with the idea of akogare which I 

discussed in the spring narrative (Bailey, 2006; Kelsky, 1999; Takahashi, 2013). When Ms 

Oldriver elicits speech from Mr Auxiliary in turn 87, it is clear that she holds the power of the 

conversation and is trying to balance the discourse to include Mr Auxiliary, who until this 

point had remained silent since finishing his ‘institutional’ role when he gave the speech he 

had created for the mid-semester review task (turn 12 is the entire task). Mr Auxiliary has 

only 13 turns in the entire dialogue. His speech is always elicited, either by other speakers 

(Ms Oldriver) or by the demands of the task itself. As Mr Auxiliary speaks, he is encouraged 

by Ms Oldriver but also the other participants through discourse markers (mainly in 

Japanese), and given scaffolding in the way of concept checking, affirmation and a certain 

degree of patience. This suggests that there was a degree of empathy towards Mr Auxiliary 

from the other group members, which is an important part of the positive and convergent 

dynamics of the classroom synergies.  

There are 1,129 words in the transcript (minus translations), although the discussion took 

almost exactly 21 minutes. It seems quite apparent, from both the number of turns and the 

total duration of speech, that Mr Auxiliary was severely out of balance in terms of discourse 

with his peers. Again, this would seem to suggest a deeper social issue rather than merely an 

aversion (or divergent motivation) towards English on Mr Auxiliary’s part. I will return to this 

issue in more depth in the next chapter.  

One other interesting feature of the transcript is that there are two types of classroom 

discourse contained within. The first is the linear, structured and rather scripted on-task 

discourse in which students talk about exactly what they have been told to discuss (in this 

case how to study English) which occurs mainly between turns 9 and 23. In turn 24, Ms 

Oldriver says ‘owachatta’ which is the Japanese word to finish plus an abbreviated form of 

the verb ending shimau which is often used to express regret (Makino & Tsutsui, 1986, p. 

404). Thus I translated this as ‘oh no, we finished’ as there is clearly a sense of confusion and 

worry about how to maintain the conversation in English now that each speaker had fulfilled 

their role in the task. The second type of classroom discourse is the unscripted attempt at 

continuing the conversation in a ‘natural’ way. This group was, out of the other five groups, 
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perhaps the one which struggled the most to maintain the second type of discourse. 

However, the fact that they did try singles them out from the group containing Mr Po and 

Mr Charge, who made no attempt to continue the conversation once the task was complete 

and spent the remainder of the time browsing the internet. The group containing Ms 

Downtree, Mr Fly and Ms Saltfield was, I noted in my field observations and from listening 

back to their transcript, three times longer than any other and featured almost no breaks in 

the discourse. The students discussed singing Karaoke in English, which Ms Downtree said 

she does because ‘it’s cool’.  

The two types of discourse (task-structured and post-task unstructured) are interesting 

because they seem to combine the two markedly different transcripts presented in 

Legenhausen (1999, pp. 166-167) into one, although the CLERAC transcript never really goes 

as far as it could have with a more communicative group like the one featuring Ms Downtree. 

Rampton (1999, 2002) has also examined the way students used ‘ritualised’ target language 

in a German class in London with teenagers, whose ‘ragged and reluctant participation’ (2002, 

p. 502) was a result of the teacher’s overly ritualistic style of teaching and was ‘preserved by 

a pedagogy that kept the students’ own agendas and experience at arm’s length’ (p. 495). In 

other words, students were not allowed to personalise their language use because of the 

ritual nature of the tasks (see Mitchell, Myles, & Marsden, 2013, p. 280 for related 

discussions).  

In my audio journal later after observing another CaLabo activity (09/01/2015), I noted that 

certain groups did not have much of a discussion because they were ‘too structured’. I felt 

this could be a problem with the inherent ‘inauthenticity’ of using a headset to communicate 

over VOIP with someone who is already in the same room (as discussed in Section 5.6). This 

combines with the other issue of using English to communicate when the students all share 

a higher proficiency in Japanese, which also makes communication only in English somewhat 

‘inauthentic’. I will discuss how these issues contribute to the authenticity gap in the next 

chapter.  

 

5.9 Wildlife and The Environment 

In lesson 209A (26/11/2014) we began the final of the content topics. Because the number 

of students who had chosen this as their output topic was very large (N=10) the group was 

further divided into a Wildlife group (N=5) and an Environment group (N=5) who would 
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conduct their output sessions in concurrent lessons (210B and 211A). In lesson 209A I 

introduced the students to the documentary No Impact Man (2009) which I briefly explained 

in the overview of the narrative. The main point of the lesson was to ask students to list 

things they had done today which helped the environment, and then to list things which they 

had done today that damaged the environment. It was very eye opening for the students to 

realise that the latter list was much longer. We then used this to create three pledges to 

become ‘a greener you’, in which each student stood up and presented to the class what 

they planned to do next week in order to be a greener, more environmentally friendly person. 

I also made three pledges, one of which was to no longer use the elevator to get up to my 

office on the 5th floor (a journey I make around four times a day or more). In the following 

lesson (209B 28/11/2014) we presented our results. Many of the students had been able to 

keep their pledges, although many others had only been able to keep one or two. The main 

thing was the students’ honesty and genuine attempt to change, which made me very happy, 

although I noted that I felt not all the students were honest. For example, Mr Widetree said 

he had kept all three of his pledges. I asked him ‘really, what did you do?’ during the lesson, 

to which he replied that one of his pledges was ‘saving energy’. In my reflection I recorded 

that this was ‘very vague’ and I wanted to ask him for more detail. I noted that ‘it kind of 

annoyed me that he has given himself the three but he hadn’t really done anything.’ I was 

often suspicious of Mr Widetree, who would appear to be a hardworking person and much 

more outgoing and communicative than Mr Auxiliary, for example. However, I felt Mr 

Widetree was ‘sly’ and wanted to deceive me into thinking he was a hard worker when in 

fact he rarely invested much effort into the class, as I will discuss more in the next chapter, 

when I examine the fact that Mr Widetree awarded himself the maximum score and highest 

in the class for participation on his self-assessment. 

Also, during this lesson I was able to find a way of overcoming the earlier problem of Peak 

Comprehension by using TED videos, which often feature Japanese subtitles (some TED 

videos may have as many as 44 language options in the subtitles). In 2013 when I had taught 

the INT class (the precursor to CLERAC before the course was changed), we had watched all 

of An Inconvenient Truth (2006) which, in my old teaching journal from that time I noted was 

‘a cop out’ (Prior Teaching Journal, 29/05/2013) because neither I nor the students really 

wanted to do any work. This was actually one of my earliest observations about teacher-

student motivational synergy. I rectified that event in the CLERAC course by selecting a TED 

video presented by Al Gore which was more contemporary, shorter and overcame Peak 

Comprehension by using Japanese subtitles in order to help scaffold the students beyond 
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their ZPD and enable them to follow the main content. This shows that I was developing as 

a teacher, and the act of reflecting on this development has led it to become much more 

ingrained in my current teaching practices (a theme I return to next chapter).  

In lesson 210A (Friday 05/12/2014) we began the subject of Wildlife, which was structured 

around a simple WebQuest about endangered animals. Students worked in groups 

depending on their chosen animals to create an infographic poster using PowerPoint, which 

one speaker from each group then presented. Again, because the task was very structured 

and the students and I were all enthusiastic, I noted this to have been a predominantly 

successful lesson. This meant that we had experienced four consecutively convergent lessons 

in which we all seemed to be positively synergised for the most part. Sadly, this did not carry 

over into the output sessions.  

In lesson 210B (Wednesday 10/12/2014) the Environment output session featuring Mr 

Montville, Mr Cloud, Ms Chennai, Ms Hemp and Mr House was held. The former three 

students were able to get a low A, whereas the latter two received a high B. In my audio 

journal I recorded an ‘obligatory’ reflection in which I stated that I was too busy to really 

reflect on anything. As a result, there is little to report on this output session other than the 

fact that, although parts of it were good, overall I still felt dissatisfied with the students’ 

performance and felt another negative alignment of motivational synergy. The same 

happened in lesson 211A on Wednesday 10/12/2014. In this session there was Ms Pine, Mr 

Cleyera, Mr Po, Mr Wind and Ms Forest. The group all received an A grade, except for Mr 

Cleyera and Mr Po who both took a B. The best presenter was Mr Wind, who found ‘the 

perfect video’ for his session, and presented his information in an impassioned way I felt. Mr 

Po did something during his session which ‘saved him from a C’ by asking the other students 

to discuss a question using the CALL room’s chat feature. I reflected in my audio journal that 

it felt good to have finished the last output session and that: 

Mr Charge’s session, all the output sessions have been quite good and it wasn’t the 

cancer after all and I actually made a special point of pointing out to them how a 

presentation is difficult, presentation in English is very difficult, output session is super 

advanced so well done and I applauded them all. [5:41] 

With all the output sessions finished, the semester itself was also close to completion.  
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5.10 The Classroom Visitor 

In lesson 211B I invited a French exchange student from the Faculty of Liberal Arts who I had 

met in my Japanese class to come and give a guest lecture. Students wrote questions for our 

guest before-hand, which I slightly edited for comprehensibility and used in the lesson for a 

structured Q&A session. This talk went very well, but the speaker spoke very fast and it was 

not always easy for the students to understand. I collected a large amount of feedback from 

the students about this lesson, particularly wanting to connect it with the Authenticity of the 

Speaker activity from spring. However, although this lesson contained many interesting 

reflections, I have chosen not to focus the analytical lens on this episode as it may warrant a 

separate study. The main features were that the speaker was hard to understand for the 

students, and they felt glad to have been exposed to another speaker but also seemed to 

lose confidence in their ability to understand people other than myself. Whilst I felt that the 

speaker had been hard to understand, I had mixed feelings because he was not 

representative as a speaker of international English, and yet the issues that arose from the 

lesson were certainly likely to crop up in discussions with speakers outside of the classroom 

setting.  

5.11 Wrapping Up 

In lesson 212A on Friday 19/12/2014 we worked together as a class on the final written 

assignment. Most of the students had already finished their first drafts for this assignment 

by the time we broke up for the Christmas holidays because they were simply planning to 

work on the scripts from their output sessions. During this lesson, I showed the students the 

reply I had received from Reggie Bibbs (from the Prejudice lesson’s video). I noted that 

students seemed impressed that we had made personal contact with Reggie. In actual fact, 

Reggie had replied just under a month ago, but I had not found an appropriate time to 

mention it to the students as the semester unfurled. We ended the class on a nice personal 

note in this way, and wished each other Merry Christmas and Happy New Year.  

When we returned in the new year on Wednesday 7/01/2015 (lesson 212B) I focused on 

wrapping up the entire course. We conducted a timeline review activity in which students 

worked in small groups (usually pairs) to create a timeline of everything we had studied since 

April 2014. This was an activity which I planned just before going into the class, and I found 

it very successful. As I walked around the room, each group seemed to be engaged in the 

activity and they were looking through their notes and the syllabus. There was a sense of 
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achievement looking back over all the different topics we had studied, something that 

several of the students commented on during the classroom audio. Below are three of the 

reviews to compare how the students reflected on the course as a whole. 

 

Figure 5:16 Ms Downtree and Ms Oldriver’s timeline review 

Ms Downtree and Ms Oldriver have included personal events in their timeline, such as 

turning 19, which have nothing to do with the course contents yet show that they were 

people-in-context as the course progressed. This to me communicates that they were able to 

personalise the course and incorporate it into their overall developing identity. 
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Figure 5:17 Mr Charge and Mr Fly’s timeline review 

Mr Charge and Mr Fly’s timeline is also interesting, as it shows a collection of their own 

memories and the events that most stood out to them. It is not comprehensive and certain 

things are picked out (such as the debate, which only took one lesson) whilst other things 

are left unsaid (such as essay writing or video projects). Mr Charge also remembers my 

‘handsome’ joke from the very first lesson.  

 

Figure 5:18 Ms Saltfield and Ms Redslope’s timeline review 
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Mr Auxiliary worked with Mr Dawn, and so his timeline cannot be shown as Mr Dawn 

requested that his pedagogic materials be left out of the study, however it has much in 

common with Ms Saltfield and Ms Redslope’s timeline, which, although very nicely drawn 

and fun, was constructed through methodically looking back over the notes and syllabus and 

thus it presents mainly the facts of the course. Mr Auxiliary’s and Mr Dawn’s was even more 

so, although the most formulaic timeline was produced by Mr Po and Mr Cloud, which did 

not even feature any drawings. Note that in Ms Saltfield’s timeline there is a reference to my 

joke about X university being inferior to Sophia, a recurring joke from the first lesson.  

In lesson 213A on Friday 09/01/2014 we conducted the end of semester review activity, 

again using the same format as the mid-semester autonomy exam. I also showed the 

students a video that I had made to thank them for their hard work, and to remind them 

what a great course it had been. Mr Charge noted in his end of semester reaction paper that 

after watching the video I made, he ‘remembered what we have done and I recognized how 

much topics you have prepared for us. Some was like joking, other was serious. You made us 

consider a lot of things. I could keep my motivation in most of topics’ (20/01/2014). 

Lesson 213B was cancelled due to departmental commitments, leaving just two more lessons. 

On Friday 13/01/2015 lesson 214A we had our last meeting in the CALL room. During this 

lesson we simply worked on essays, although I noted that we had a lot of banter and the 

atmosphere was very relaxed, most of the assessments now being over.  

5.12 The Final Day of the Course 

For the final lesson on Wednesday 21/01/2015 we repeated the activity from the first ever 

class and conducted our second REDs. For this lesson I provided photocopies of the students’ 

original REDs so they could compare. The atmosphere was really amazing and I felt everyone 

was synergised and connected, an extension of the timeline lesson but this time with an 

added sense that this was our final lesson. Ms Oldriver arrived 40 minutes late, and when 

she came I took the students out to the university cafeteria where I bought them all tea, 

coffee and doughnuts to share.  

It was only when I returned and recorded my final reflection that I realised I had forgotten 

to collect their REDs. I emailed the students and asked them to take photos or drop off their 

REDs at my office, as this was obviously going to be an important part of the study and helpful 

in looking back at how the students’ English identity and relationship to the language might 

have developed in the course of the year. Sadly, I was only able to retrieve six REDs in this 
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way (Mr Cloud, Mr Mouth, Ms Redslope, Ms Downtree, Ms Lovehouse and Mr Swamp) which 

communicates something in itself; first it communicates that I prioritised the experience at 

the end of the lesson over the data collection, and secondly it communicates that only a 

small number of the students invested enough to help me in recovering the REDs.  

Luckily, in listening back to the classroom audio I am able to recreate some of the REDs from 

my descriptions of them. I used this technique to create my own replica of Mr Auxiliary’s RED, 

which was my favourite from the first class and which showed English as a snake and Mr 

Auxiliary as a frog about to be eaten. Below is my recreation of the lost RED from the last day 

of class, which shows the same picture with a crucial difference; the frog now has a means 

to defend itself. 

 

Figure 5:19 Mr Auxiliary’s revised RED 

One way I gauge the student’s reciprocity of my personal investment in a class is in things 

like taking photos of me on the last day of class and possibly uploading them to Facebook, 

also students are sometimes kind enough to send me personal emails or hand written notes 

of thanks. Occasionally, I might even receive gifts. The day after the last CLERAC class I 

received a box of Godiva chocolates from a student in my Integrated Skills class. I noted in 

my journal that the Writing Skills class, whom I had originally intended to collect data from 

with CLERAC, did the aforementioned things which suggests a strong personal connection. 

However, the CLERAC class did not take any photographs, send me any friend requests or 

send me any unsolicited personal emails or letters. Of course, this is a very blunt instrument 

for gauging personal involvement, and yet it still deserves mention as I often felt that the 
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CLERAC engagement was an engagement created only between 9:15 and 10:45 on a 

Wednesday and Friday.  

I did not have a great deal to say in the reflection after the class, although the last words in 

my audio journal are ‘I don’t want to say goodbye’. However, in truth it was also a great 

sense of relief to finish the class, although looking back from the vantage of completing this 

write-up, I realise that I still had a very long quest ahead of me in order to make sense of my 

own practice and professional development.   
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6 Bridging the Gap: Synergies into Praxis 

Life can only be understood backwards; but it must be lived forwards. 

                                        Søren Kierkegaard (Journals IV A 164 [1843] 1996, p. 63 and 161) 

6.1 Introduction 

The main focus of the narrative, and the puzzle at the heart of this inquiry, was an 

examination of the gap that I perceived opening up between my students and myself, as my 

own professional identity altered during the natural development of my career. I undertook 

this research using certain methodological approaches as tools in order to help me uncover 

how to bridge this perceived gap and ultimately how to be a be better teacher and to ‘grow 

wings’ as a reflexive practitioner (Edge, 2011). As stated in Chapter Two, my instincts told me 

that the reason for the perceived gap was related to the construct of authenticity, and I was 

particularly interested in examining how this related to motivation as a complex dynamic 

process. What developed from this inquiry was an overall observation that my motivation 

seemed to be closely related to the students’, and that by utilising certain techniques in my 

teaching I was able to facilitate a group dynamic for the CLERAC class in which most of the 

members were keen to work together and maintain what I originally perceived as a fairly 

high level of motivation towards developing their language skills and a largely positive 

orientation towards the class. However, in constructing the narrative, I have formed a slightly 

altered view, coming to see high motivation as in fact a strange attractor rather than a true 

attractor state as I had originally believed directly after the class ended. 

The intention behind this chapter is to gather these closely interrelated ideas and to explain 

what practical relevance they may have in terms of language teaching and language teacher 

education. In tracing my own professional development in this way, it is hoped that, although 

no generalisations can be made, practical suggestions can be offered instead. In this way, I 

am seeking praxis by combining theory into practice, using the construct of authenticity as a 

binding agent and imagining one of the main aims of language teaching to be the 

achievement of positive motivational synergy between students and teachers. Striving 

towards praxis in this way is seen to be the ultimate goal in a developing teacher seeking to 

gain a deeper sense of balance. As Crookes (2009, p. 117) has asserted, language teachers 

‘should engage in praxis – that is, theoretically motivated practice’ because by developing 

our philosophy of practice and marrying this with actual teaching behaviour we can enact 
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scholarship of teaching and authenticity together and realise our full potential as educators 

(Kreber, 2013).  

6.2 Underpinning Currents 

In this section I will discuss how background political, contextual and economic forces affect 

authenticity and motivational synergy in subtle ways that may not always have been clear to 

me and the students during the course of the teaching. 

 

6.2.1 Japan’s Educational System: Empathy, Acceptance and Congruence 

Chapters Two and Three discussed at length the contextual background of the study, 

specifically making reference to the Japanese Ministry of Education’s stance towards 

foreign/English language instruction, the very real pressures to learn and yet the rather 

abstract nature of English in Japan. Understanding these contextually situated currents is 

seen as an essential aspect of group dynamics (Dörnyei & Murphey, 2003) and to ‘delimiting 

context in relation to the learner’ (Ushioda, 2015, pp. 50-52). When I came to teach CLERAC 

in April 2014, I had still only been in Japan for three years (since February 2011). It was the 

start of my second year as a full-time employee of Sophia University, and I was very much on 

the early steps of a steep learning curve about Japan’s educational context. Whilst this study 

has been a catalyst for me in terms of deepening that understanding, I am still learning more 

about what is an ‘appropriate methodology’ (Holliday, 1994, 2006) for my teaching situation 

broadly. As language teaching inevitably features a large amount of cross-cultural contact, 

socio-political and economic forces are ever-present in the language classroom. In my case, 

as a teacher who may be seen to represent the ‘other’ culture and language (Holliday & 

Aboshiha, 2009; Kanno & Stuart, 2011; MacDonald, Badger, & Dasli, 2006; Susser, 1998), I 

have a responsibility to myself and my learners to understand as much as possible what 

forces are influencing my classroom practices, how they are tethered to my students’ pre-

existing beliefs and previous educational experiences, and to be mindful of these influences 

as I attempt to construct what Holliday (1994, pp. 37-40; 1999) refers to as the ‘small culture’ 

of my own classroom. Without such knowledge, it seems very unlikely that a practitioner 

would be able to fully empathise with his or her students. Empathy, along with acceptance 

and congruence (or authenticity) as posited originally by Carl Rogers (1961), are the three 

cornerstones of good leadership and being a facilitator of learning (Dörnyei & Murphey, 2003, 
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pp. 92-93). Therefore, it seems that in order for me to cultivate a sense of authenticity within 

the CLERAC class it was necessary for me to understand where my learners were coming 

from and where they were headed in terms of their educational goals and social context. 

Throughout the course, as highlighted in the narrative, I made frequent statements in which 

I tried to demonstrate my understanding of the social, institutional and political context of 

our work together and contextually situate them in our classroom reality. For example, as 

discussed in the initial conditions and throughout both semesters, I often struggled with 

issues surrounding attendance because my situational identity as a teacher required that I 

keep strict attendance records, yet as I felt this to be at times inflexible and potentially 

damaging to rapport I often underplayed this role or distanced myself from the responsibility. 

Another way that I attempted to develop empathy with the class was by continually invoking 

my own transportable identity as a learner of Japanese, which again seems to have been a 

conscious attempt at building an empathic bridge between myself and the students. This 

could be seen as an attempt at harmonising with the class, reducing the ‘otherness’ that I 

represented and fostering convergence on a personal level. These are all elements of how 

motivational synergy was nurtured in the classroom through a culture of authenticity.  

 

6.2.2 Authenticity and Beliefs about Education 

Further elucidating on this point from Chapter Two, I would like to examine why authenticity 

in the classroom is hinged upon a shared set of values about the purpose of education. In 

the narrative, there were two critical strands in which divergence occurred leading to a failing 

of positive motivational synergy. One of these was the relatively poor quality of the final 

video projects produced by students at the end of the spring semester, the other was the 

damaging and continuous effect of the output sessions in autumn. In the first instance, I 

became dissatisfied with the class when I realised that CLERAC had invested much less effort 

in their final video projects than the 2012 English Studies students had for DCT. Despite 

assigning a large amount of CLERAC’s class time to working on these projects (35% of lessons 

in spring had some element), I felt that the groups had not worked together until the final 

moments of the course when the deadline was imminent. This, for me, was a clear indicator 

that the class members’ expectations of themselves were divergent from my own 

expectations. This could be for a number of reasons. Firstly, my own expectations were, as I 

stated in my journal, not as high as they had been for DCT because CLERAC was primarily 

made up of much lower English proficiency first years, whereas DCT had been comprised of 
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very high proficiency students in their second and third years. Also, CLERAC was a 

compulsory course which was not department specific, whereas DCT was an elective for the 

English Studies Department. I felt I had adjusted my expectations accordingly, in terms of 

time invested outside of the class and the quality of the language output of the students. 

However, I was still expecting high-quality videos which showed the students’ passion for 

their subjects. The disconnect here is that the DCT videos were based on topics similar to 

those taught to CLERAC in the autumn, not the spring. In other words, the real ‘content’ 

(about which I in particular was passionate about) of the CLERAC course was not introduced 

until autumn, by which time I was already disenfranchised with the CLERAC groups’ videos 

and had decided to replace the video assessment with output sessions. This again proved to 

be a poor decision which led to further divergence between my expectations and what the 

students produced. The major difference between my disappointment with the video project 

and the output sessions was that in the latter I blamed myself, whereas for the former I 

blamed the students primarily. These were major flaws in my teaching approach, and also 

losses of positive synergy which should have been controllable, had I been a more effective 

facilitator/teacher. The reasons underlying this are, I believe, connected to my developing 

‘philosophy of practice’. During the spring narrative, I presented a critical reflection that 

arose on 23/05/2014 (section 4.7) about my reasons for teaching being more concerned with 

providing a positive experience of the language than connected to perceived learning gains 

in language proficiency. This stands in contrast to the focus on learning aims in defining 

authenticity which Gilmore (2007a, 2007b) calls for.  

As a result of my prioritising personal interactions and rapport building with the CLERAC 

students, I feel I neglected to clearly explain and communicate my expectations for 

assessments. When assessments were foregrounded by the necessary forces that structure 

the course, and when my situational identity was likewise foregrounded, I found it difficult 

to manage certain conflicting beliefs that I held and different identities that I presented to 

the class (see section 6.6.2.1). In this way, not only was there a gap between what I expected 

and what my students produced, there was also a gap in two distinct aspects of my teaching 

persona. As such, it seems inevitable that synergy was negatively charged and a divergence 

in orientation manifested itself. 

In light of this, I believe that feedback was one of the major components in determining 

whether positive synergy occurred. 
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In its original sense in systems theory, feedback meant the exchange of data about how 

one part of a system is working, with the understanding that one part affects all others 

in the system, so that any part heading off course could be changed for the better. 

(Goleman, 2006, pp. 150-151) 

The importance of feedback is also a common feature in the literature on Exploratory 

Practice.  Looking back over the narrative, feedback is consistently mentioned as important, 

particularly in relation to moments of high positive teacher-student motivational synergy, 

the clearest example being the ‘number one’ episode. I received feedback from the students 

that our class was very successful, I reiterated this feedback to the class and it became a 

shared achievement which distinguished our group from any others, a form of group pride 

which contributed to its cohesiveness (Dörnyei & Murphey, 2003, pp. 62, 69). However, that 

very day I had fallen off my bicycle and would be unable to teach the next lesson. When I did 

not receive any personal indications of sympathy from CLERAC students (in contrast to those 

received from students from my department) I took this lack of feedback as a lack of empathy 

or caring, which had a profoundly negative impact on positive motivational synergy. Similarly, 

until the end of the spring semester, the students had received very little formal feedback 

from me regarding their work, because most of the classroom assessments were waiting to 

form a ‘bottle-neck’ at the end of semester. When I tried to rectify this situation by 

introducing output sessions as a staggered form of assessment occurring in stages 

throughout the autumn semester, I once again failed to communicate my expectations to 

the students effectively, and negotiation was not used. Furthermore, it was not until later 

reflection that I realised that this method meant assessments were only staggered for me; 

the students still had to wait their turns, which simply meant some had more time than 

others. Conversely, times when learning outcomes were negotiated, such as self-

assessments and reaction papers, seemed to have been events at which very high levels of 

synergy were attained (discussed further in section 6.4). This is likely to have much in 

connection with Ushioda’s (2014) recommendation to increase metacognition in the 

classroom, connecting the methodological and pedagogical aims of the teacher to practices 

in class and communicating them to the students in a mutually involving way.  
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6.2.3 Group Dynamics and Sociometrics 

As group dynamics are an essential component of the overall classroom experience and, like 

every class, CLERAC had a ‘life of its own’ (Dörnyei & Murphey, 2003, p. 3), I feel it is 

important to expand on these ideas in more detail. The group dynamics of CLERAC were very 

much the main medium through which overall synergies were experienced between myself 

and the class. Also, as outlined in Chapter Two, group dynamics are hypothesised as both an 

indicator of motivational synergy and as a facilitator of this synergy, or a synaptic crossing 

for teacher-student motivation. As discussed in section 2.6.2, these crossings rely on the 

exchange of energy and feedback.  

One way of ‘disentangling complex and interwoven systems’ (Caldarelli & Catanzaro, 2012, 

p. 41) is to examine the relationships between members of a network, or actors. In this case, 

actors would be participants in the class, and the relationships could be almost anything that 

connects the participants to one-another. Since the pioneering work of Jacob Moreno (1934), 

teachers have been administering questionnaires to students about their relationships to 

others in the class, these are then turned into social network diagrams (or network 

sociograms) of varying complexity. As Degenne and Forsé (1999, p. 23) explain, the 

sociogram ‘is a sociometric tool used to build a record of relations among members of a 

group.’ Moreno’s earliest sociograms still resemble those most widely used by teachers 

today in that they simply ask students to name two other students that they would like to 

work with on a task or project (Leung & Silberling, 2006). The resulting sociogram can be 

extremely useful for teachers to identify ‘isolates’; students who may be excluded by the 

group, and also understanding the general dynamics of the class. I did not do such a 

questionnaire with the CLERAC class, as I did not learn about sociograms until after I had 

collected the data. However, I still felt that creating a sociogram would be a useful way to 

visualise the complexity of the class and to recognise ‘individuals as fundamentally social and 

relational beings’ (Mercer, 2015b, p. 74).  

I decided to focus on egocentric sociograms, which take one group member as the central 

focus. Figures 6.1 and 6.2 show Mr Charge’s and Mr Auxiliary’s egocentric sociograms 

respectively.  
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Figure 6:1 Mr Charge’s egocentric sociogram 

Mr Charge’s sociogram shows the relatively small number of people with whom he had a 

direct connection in the class. His strongest ties were to Mr Fly, with whom he has remained 

very close friends over the years up until the time of writing (2017). The rest of the sociogram 

is made up of relatively uncommunicative students, such as Mr Auxiliary and Mr Dawn, and 

two students who were on the low end of the spectrum in terms of my overall estimation of 

their level of engagement (Mr Mouth and Mr Widretree). Mr Wind is interesting because, 

although not a focal participant, Mr Wind was probably one of the most outspoken and 

interactive people in the group, and it is noticeable that Mr Wind and Mr Charge were merely 

associated by department and never worked together directly on projects.  
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Figure 6:2 Mr Auxiliary’s egocentric sociogram 

Despite sitting close together in almost every class, Mr Auxiliary does not seem to have a 

strong relationship with Mr Dawn as they have only one relationship. This suggests that they 

sat close together only as a result of both wanting to sit at the back, perhaps because this 

was far from the teacher. They also shared similar traits in terms of the communicative ability 

and slight social awkwardness. This lack of connection is hinted at in the narrative; when Mr 

Nintendo dropped out of the class this was met with something resembling indifference by 

the two people (Mr Auxiliary and Mr Dawn) with whom he had sat for over a half a year. It is 

also notable that the two both liked football, but did not work together on video projects 

although Mr Dawn had specifically indicated that he wanted to do a project about soccer.  

 

Although their personalities were very different, there are similarities between Mr Charge 

and Mr Auxiliary in this way. A further similarity is observable in their self-report graph of 

their own motivation, collected during self-assessment 102 
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Figure 6:3 Mr Auxiliary's self-report on motivation (SA102) 

 

 

 

Figure 6:4 Mr Charge's self-report on motivation (SA102) 

Despite the marked differences in their behaviour and the way their motivation manifested 

itself, at least from their self-reports they seem to have much in common in that they 

perceived their motivation as being both high and stable.  

Since teaching the course I have learned more about group dynamics and encountered the 

idea that forcing students to move seats regularly and work with different members of the 

group is a good way of avoiding cliques within the class and fostering better dynamics. During 

the CLERAC teaching phase, I did several mingling exercises and these were especially done 

when students found groups to work together during assessments (videos and outputs). 

However, in the ordinary course of teaching I rarely forced the students to change seats and 

generally let them choose where to sit. I preferred not to dictate where they would sit, 

particularly because having a map of where each person sat initially helped me to learn all 

their names. In hindsight, this might have led to the solidification of isolate type behaviour 

in learners such as Mr Auxiliary, Mr Dawn and Mr Nintendo, as well as Mr Charge and Mr Fly 

to some extent. This would certainly be something that warrants deeper inquiry in the future.  
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One finding from the analysis of the narrative is that my increased reflection on the class is 

what led me to seek a deeper understanding of group dynamics. In particular, I questioned 

my initial assumption that Mr Auxiliary was ‘demotivated’ or ‘an English Hater’  (Erikawa, 

2009; Kikuchi, 2013) and came to a deeper understanding of Mr Auxiliary as a person-in-

context. This is related to the ‘Pygmalion effect’, which refers to the fact that higher teacher 

expectations lead to greater performance. This effect is named after the Greek myth from a 

study conducted in 1965 (Rosenthal & Jacobson, 1992), which has relevance for L2 

motivation (Dörnyei & Ushioda, 2011) and language classroom dynamics (Dörnyei & 

Murphey, 2003). Of course the effects can be reversed, which is often referred to as the 

‘Golem effect’ (Babad, Inbar, & Rosenthal, 1982). As mentioned in the narrative, this is 

something I was aware of and tried to avoid as I taught CLERAC, which led to my questioning 

my assumptions about students through deeper reflection.  Rather counter-intuitively, by 

being more subjective about my learners as people, I believe I was actually better able to 

evaluate their work in class more objectively, or at least in a fairer way, which is how a rather 

uncommunicative student like Mr Auxiliary was still able to get a high score for the class and 

to be recognised as someone who was not simply lacking in motivation towards English. I 

believe a more thorough case-study of learners such as Mr Auxiliary who fit the profile of 

‘uncommunicative’ would be helpful areas for future research. There are students like this 

in almost every class, and Mr Auxiliary seems to have much in common with Ahmad from 

Hanks’ study, who ‘struggled with the collegial elements of EP’, particularly during group 

work (Hanks, 2015b, p. 126).  

The current inquiry certainly seems to lend support for the notion that group dynamics are 

important considerations for teachers wishing to facilitate a good environment conducive to 

learning. The overall levels of motivational-synergy and the balance between convergent and 

divergent orientations seems hinged on classroom group dynamics. Although these 

sociograms were generated by specialist software (NVivo 11 plus) and can be plotted against 

detailed computations such as degree of in-ness, they can also usefully be drawn by hand or 

using free software (such as SocNet or Cytoscape) and certainly for me in terms of praxis 

they have been very useful in developing a deeper understanding of the constellations of 

interconnected communities of practice that exist in complex groupings such as a classroom 

setting. This is why Holliday (1999) quite rightly refers to classrooms as ‘small cultures’.  
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6.3 Heightened Reflexivity and Hyper-reflexivity 

I’m very reflective already but WOW what a huge and open chasm this experiment has 

revealed in myself. I’m changing! I can feel it. (TRJournal 18/04/2015 [very early in the 

semester]) 

I often noted in my journal that I had entered a state of ‘hyper reflexivity’, or a ‘hyper-alert 

state’. Partly the reason for this was that I was simultaneously writing a book about 

authenticity, and thus developing my ‘philosophy of teaching’ and working on my own 

definition of authenticity, which has changed and developed several times since I began this 

inquiry, leading me to frequently label it a ‘quest for authenticity’ (see Chapter Two, also 

Pinner, 2016a). As I came to understand authenticity as a deeply personal state which is 

contextually and socially dependent, it seems inevitable that to arrive at this conclusion I had 

to look deeply inside my own beliefs and to construct a deeper understanding of my own 

emergent teaching identity, which were both a product of and facilitated by my focus on 

reflective practice.  

However, this ‘hyper-reflexive’ state came with certain disadvantages as well. Firstly, it bled 

into my personal life and made me very conscious of any personal issues I was having. 

Zeroing in on such issues sometimes created tensions which I was not well-equipped to deal 

with, and these eventually became the focus of my journaling. I often intentionally tested 

the boundaries between personal and professional life in trying to ascertain the boundaries 

of classroom authenticity and to put into practice the notion of the person-in-context 

relational view of motivation (Ushioda, 2009), but I feel that I took it somewhat too far at 

times and this resulted in divergences rather than convergences. This also explains the 

second downside which I observed from the hyper-reflexive state, which was that it began 

to eclipse the data which had arisen form the students. In other words, the main data source, 

as the narrative shows, was my own reflections and journal entries. Certainly during the 

actual teaching of CLERAC this was even more so, and a large number of the most useful 

reflections to have arisen from this inquiry came too late to immediately benefit the learners 

from the CLERAC course. In this way, as discussed in Chapter Three, this study falls short of 

some of the propositions that guide Exploratory Practice put forward by Allwright and Hanks 

(2009). Specifically, I was not good at involving the participants in puzzling, and I have some 

trepidation as to whether they truly were the main beneficiaries of the research. One small 

consolation for this was offered to me by Ema Ushioda in a tutorial on 31/05/2016 in which 

she explained that future generations of my learners will be the main beneficiaries of this 
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inquiry, and that this principle is not necessarily limited by the life-span of the course, which 

this inquiry obviously extends beyond.  

Another danger of the ‘hyper-reflexive’ state was that too much reflection can lead to 

paralysis, as discussed previously (see also Claxton, 2000). Perhaps this could account for 

some of the largest divergences between the students and I, such as my failure to properly 

negotiate the output sessions with them and other assessment criteria. Another example of 

this was lesson 208A in which we watched The End of Suburbia and my seeming inability to 

act upon the ‘inevitable disaster’ until it had already taken place, preferring to reflect deeply 

as it happened rather than to sidestep the problem before it manifested. In this way, I seem 

to have been prioritising what I had done in the class as opposed to what I was doing. This 

leads me on to the next section in which I will discuss planning the lessons, attempting to be 

flexible and generating content around students.  

 

6.3.1 Planning vs. Intuition 

The edited volume by T. Atkinson and Claxton (2000) has been a source of inspiration to me, 

especially during the actual teaching phase of this inquiry. As I will discuss further in section 

6.4 of this chapter, I have been engaged in a long process of designing and adapting my own 

content since moving to Japan in 2011 and moving almost entirely away from textbooks. I 

felt generally a dislike towards textbooks because, having selected or been ascribed a 

textbook, teachers are often ‘locked in’ to the structure and content provided within 

(Copland & Mann, 2012; Mann & Copland, 2015). I thought that by designing my own 

materials I could avoid this. However, after writing several courses I soon found myself in a 

paradoxical situation of having designed my own textbook, and I was still ‘locked in’ but this 

time to my own content. I began to feel that I was over-preparing for lessons, something 

which chimed with Steve Mann’s observations ‘that the more I plan (for lessons or sessions), 

the less well I communicate’ (2002, p. 198). This is something Mann only brought to 

consciousness, or fully articulated (despite having strongly felt it for a number of years), 

during a session with colleagues with the express purpose of allowing teachers a forum to 

discuss their own practice and professional concerns, which were structured loosely around 

Cooperative Development (Edge, 1992), and in which Mann was able to ‘talk [himself] into 

understanding’ and ‘better understand [his] dialogic and reflexive relationship with [his own] 

teaching context’ (2002, p. 195). In other words, this was an observation facilitated by 
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collaborative reflective practice. The observation that too much planning seemed to hinder 

teacher flexibility is something I too came across during discussions with colleagues as this 

inquiry unfurled.  

As the course progressed, I would push this idea of ‘flexibility vs. planning’ to the limit, 

sometimes walking into lessons with ‘no idea’ what I was going to teach, but usually going in 

with ‘just a vague plan’ which I had put together in the half hour or so between arriving at 

my office and starting to teach in the first period. Lack of a clear plan or failing to prepare for 

lessons have been shown to have a negative impact on student motivation (Kikuchi, 2009, 

2013, 2015), yet my intention was to break free of my rather too rigid planning and materials-

driven style of teaching and into a more personalised, responsive and learner-centric model. 

As the narrative shows, I was not always successful, but this effect certainly contributed to a 

new understanding of the living textbook, as I will discuss in section 6.4.  

A further element of intuition came from the research process itself. As I identified in section 

2.6.2, synaptic crossings are seen as something teachers can often recognise intuitively, as 

they are based on feedback and energy investment (EROI). Good or experienced teachers 

are ‘tuned in’ to their learners and due to our ability as social organisms to empathise with 

one and other, we can often sense how others are reacting to us and how they might feel 

about us. Thus, synaptic crossings have a dual function as being indicators of synergy. This is 

an intuitive process, but one which I have attempted to reflect on and understand more 

deeply. One such example of how my unpacking of intuition led to a deepened understanding 

of the classroom was in my expanded perception of time and experience in the classroom.  

6.3.2 Time, Experience and the Classroom Force Multiplier Effect 

Timescales are important to bear in mind when researching complex dynamic processes (de 

Bot, 2015), especially when paying particular attention to the way learners interact with and 

construct the contexts of their own learning.  

To make our research more manageable, we are obliged to make certain pragmatic 

decisions about the contextual elements to be included and excluded, and pragmatic 

choices about the nested levels of analysis to focus on. (Ushioda, 2015, p. 49) 

As I mentioned in section 6.3.2, each person in the class experiences the 90 minutes of 

instruction completely independently and thus for one class there is 2,340 minutes of 

experience (N25(+1 as the teacher) X 90). This is perhaps an important observation as it 
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shows that we are not teaching in a vacuum, and of course no two learners will experience 

the lesson (or the constructs of authenticity or motivation) in the same way. Complexity 

theory has ways of explaining generalizable patterns of behaviour (referred to as attractor 

states see Hiver, 2015 for more information) but this could be a reductive way of talking 

about a class full of people, since it generally relates to systems which can be plotted 

mathematically, which of course barely applies to complex social phenomena (see Verspoor, 

2015 for further discussion). The variability of learners’ experience is something already 

touched upon in discussions of language teaching, perhaps most famously by Dick Allwright 

in his discussion about ‘why don’t learners learn what teachers teach?’ (1984).  

Acknowledging the Experience Multiplier and quantifying a 90-minute lesson as 2,340 

minutes of experience was an eye-opening realisation for me. I first realised this when 

listening back to the CaLabo recordings of students group discussion collected from the CALL 

room. The amount of class time dedicated to the discussion was about 20 minutes, but with 

five groups this meant that I had to listen to 100 minutes of student discussion. This 

realisation made me appreciate the true nature of the ‘reality’ of the class. Conceptualised 

this way, my experience of one lesson is only 4% of the total (see Figure 6:5) 

 

Figure 6:5 One person's experience of the lesson total 

Having said this, the actual amount of time the learners spend with me in the class out of the 

entire academic year is much smaller. As detailed in section 4.3, the class met 28 times in 

spring and 27 times in autumn, for a total of 4,950 minutes of contact time (90 X 55). 

90, 4%

2,340 , 96%

Lesson experience and time
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However, the number of minutes in the period between 14th April 2014 and 21st January 2015 

is 387,360, meaning the percentage of class time to out of class time is 1.28% (Figure 6:6). 

 

Figure 6:6 Per cent of time spent in class 

This realisation helped me to put the class into real perspective, in terms of both time and 

context, and to gain a more holistic perspective of the complexity of the classroom and 

language learning processes (Dörnyei et al., 2015b; King, 2016c; Kramsch, 2011; Larsen-

Freeman, 1997; Sampson, 2016; Tudor, 2003; Ushioda, 2015). Understanding my experience 

as a subjective point of view on a much wider whole also helped me to see the underlying 

ecology of the classroom, meaning the relation of agents to others within their environment 

(U. Kim, 1995; Kramsch, 2002b; Tudor, 2003; van Lier, 1998, 2000, 2002, 2006). These 

paradigms were discussed in Chapter Two, but here I am trying to show how they manifest 

themselves as a reality, certainly in terms of the Experience Multiplier. Thus, it seems 

imperative that learners are able to find meaning and personal value in the work, to achieve 

self-authenticity in order to connect this with social authentication. In such a situation, 

motivational synergies are bound to flourish.  

This is an important realisation in terms of motivational synergy and authenticity, as it may 

have helped me as a practitioner to gain a sense of necessary distance and to step back from 

my own experience and understand the complexity of the class as a whole. Understanding 

the contextually situated nature of the class is essential in recognising complex dynamic 

processes and giving life to the ecology that animates the classroom over time as its identity 

emerges and develops. Another important aspect of creating a convergent orientation and 

4,950 , 1%

387,360 , 99%

Per cent of academic year spent in class
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maintaining positive motivational synergy was increasing the learner’s sense of identity as 

speakers of English through encouraging their own self-reflection 

6.3.3 Identity Creation and Reflective Learners 

Many volumes deal with the issue of reflexivity as a positive and desirable component of 

language teacher education (Edge, 2011; Johnson & Golombek, 2002; Kelchtermans, 2009; 

Mann, 2005; J. C. Richards & Lockhart, 1994; Walsh & Mann, 2015), however these works 

largely concentrate on the teacher as the main reflective agent in his or her practice. In terms 

of learner reflection, there is of course already a much larger body of work discussing the 

role of leaner autonomy, however autonomy is still quite distinct from reflection. Reflection 

would seem to entail a more purposeful questioning of the reasons for learning and doing, 

of building a balanced and developed understanding of self-as-learner and learner-as-self, 

which in itself would clearly lead into a developed future self-image and vision (Dörnyei, 

2009; Dörnyei & Kubanyiova, 2014; Dörnyei & Ushioda, 2009; Muir & Dörnyei, 2013; Ryan & 

Irie, 2014).  

One approach that does encourage the learners to become self-reflective is Exploratory 

Practice, because this methodology encourages learners to develop their own puzzles, 

highlights the learners’ agency in the research process, and ‘through encouraging 

practitioners to set their own research agendas, makes the work directly relevant to the 

participants themselves’ (Hanks, 2015a, p. 127). Although I felt that I had not sufficiently 

involved the learners in the research process as much as I perhaps could have, in terms of 

facilitating reflection in the learners the study did not fall short. Throughout the year, CLERAC 

students submitted numerous reflective papers and conducted both formal and informal 

tasks which invited them to reflect on their own learning and their own reasons for learning. 

This is in-line with what Ushioda (2014) advocates when she speaks about the connection 

between metacognition and motivation.  

Although the puzzling process was not made as overtly clear to the CLERAC learners as it was 

in, for example the study by Judith Hanks (2015b), I believe that CLERAC was structured 

around the belief that learners also needed to reflect on their learning in order to become 

more successful, autonomous and motivated. This was one of the synapses in which positive 

synergy was fostered, along with negotiating content (see section 6.4), and very much a 

practical product of my philosophy of teaching, which particularly relates to the authenticity 
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continuum discussed in Chapter Two. In the following sections I will examine some of the 

main ways that reflection was formally engineered into the CLERAC course. 

 

6.3.3.1 Reaction Papers 

As detailed in the overview of the narrative and as part of the narrative itself, the students 

regularly wrote short reflections to topics discussed in class in the Coffee Room, and were 

also asked to write more formal reaction papers which were assessed as written coursework, 

making up 20% of the grade for the semester.  

As mentioned in the spring narrative, in her end of semester reaction paper, Ms Redslope 

said that although at first she felt that she wished I would speak Japanese more during the 

class to help her understand, she found the class ‘very fun’ and further explained that she 

had not only developed the confidence to study abroad, but also her TOEFL score had risen 

as a result of the class.  

Thanks to you, I decided to travel the Australia in studying abroad. Because I thought I 

want to speak English with the many people by speaking with you. And to be honest, 

time to sit at the desk and study English was less than high school student's time. But my 

score in TOEFL rises. I think that's because your English which is a native was heard twice 

a week. I'm very thankful to you. I'm going to learn many things in studying abroad. (Ms 

Redslope, 14/01/2015) 

This is a very positive result, especially in light of the decreasing number of students who are 

choosing to study abroad from Japan, and the tendency for shorter stays (MEXT, 2015). From 

the 24 students who completed the CLERAC course, at least four went on to study abroad, 

accounting for 16.7% of the student body of CLERAC. This is impressive considering that only 

about 13% of students from the English Literature Department choose to go on study abroad 

programs, bearing in mind that these are English majors. Study abroad has been linked with 

identity creation (Ryan & Irie, 2014) and the ability to ‘authenticate learning’ (Irie & Ryan, 

2015, p. 344). However, notice also that Ms Redslope still holds a preference for ‘native 

speaker’ English, divergent from my aims for the class in the Global English lessons. 

In his end of semester reaction, Mr Auxiliary commented that he wanted to ‘scold old myself 

who had held prejudice by trivial things’ based on his deepened understanding from our 

study of prejudice.  
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Surprisingly, some of the best reaction papers and reflections came from students whom I 

did not expect. Mr House wrote the following reaction: 

This class not a common way of studying English but studied English through various 

society problems or humorous subjects. I was not get sick and tire of class and always be 

delight by this way. For example, ‘True or false’ was interesting thinking that photo or 

other’s story is true or false, ‘Critical thinking’ was thought us fallacy. Video project gave 

us sense of accomplish that finished making video, and the knowledge of unknown world 

that deep sea or other groups’ research. Autumn semester was five problem that 

prejudice, consumerism, economic, environment and wildlife. They are big problem of 

the world, so this class was very good opportunity of thinking those problems. And 

session by student was also good opportunity of telling others. It is pleasant for me to 

attend this class. So new subject raised my motivation. 

While I could also improve English skill for understanding contents. I was not good at 

listening and talking English, but I used English without being afraid of mistake. I think 

this is being authentic. Authentic means that have credibility. Actually, I feel that can 

trust my English skill than before because my listening and speaking skill improved. I be 

thankful to Richard. I think other classmates too. Because this class was number one in 

98 English classes. This is trust for Richard from students. This is authentic in terms of 

being able to trust. Ultimately, thank you for teaching me in a year. I hope to take your 

lesson. (Mr House, 13/01/2015) 

Mr House shows that my research themes had clearly impacted his experience of learning 

English, and communicates the possibility that my aims for the class, as expressed in the 

narrative as I developed my philosophy of teaching, were transmitted and received through 

the synaptic crossing of motivational synergy produced by working towards social 

authentication in the classroom. As I have detailed, social authentication relied on feedback 

and having a mutually beneficial EROI. 

In this way, the reaction papers not only enhanced students’ metacognitive and reflective 

practices, but also provided a form of feedback between myself as the teacher and the 

students. As I have discussed, empathy and feedback seem interconnected, and both were 

hypothesised to be both prerequisites for synaptic crossings of motivational synergy and 

retrospective indicators of synergy. These are therefore essential components in social 

authentication.  
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However, although these reaction papers reveal learner reflection and provide feedback to 

me, there is a lack of bi-directionality in this feedback. Although I did often compose personal 

responses to the students when I sent my feedback, this was often limited to a line or two of 

writing. During the class the feedback I gave was a constant feature of my interactions with 

the students, but as this was informal verbal feedback, its impact is likely to have been 

transient and therefore limited.  

I would have liked to require learners in the CLERAC class to compose regular journals in 

English, but I felt that doing so would both be an infringement on their privacy and create 

too much work, both for me marking and for the students to compose. I also would have felt 

uncomfortable in assigning journal entries as homework on ideological grounds, as the 

rationale behind such an assignment is likely to be linked with learner autonomy, and yet 

doing so would actually reduce the autonomy of the task because it would become required 

rather than volitional.  

Chiesa and Bailey (2015) advocate the use of dialogue journals, which are reciprocal 

exchanges between students and teachers that carry on over time. However, as I teach some 

nine lessons and work with approximately 200 students each week, these types of exchange 

seem impractical to me. Even composing just 25 such reciprocal journals for CLERAC would 

have been a very large amount of work each week, although no doubt very rewarding. In 

some ways, the lack of bi-directional feedback was filled by the use of the Coffee Room, 

which was the main source of written dialogue between members of the class.  

 

6.3.3.2 Coffee Room 

The Coffee Room is something that I use with all the classes I teach, although the extent to 

which it is taken up varies greatly from class to class. With CLERAC, the Coffee Room was one 

of the most vibrant places where exchanges took place, although this happened mainly in 

the spring semester and fell off in the autumn (see digital appendix for a summary of posts 

and usage). Upon reflection, I feel I could have used the Coffee Room much more effectively, 

as writing is a very important part of second-language identity creation, through what 

Kramsch and Lam (1999) label ‘textual identities’ that I have previously connected to the 

concept of authenticity (Pinner, 2016a).  

In the following chart (Figure 6.7) the number of replies to a post are plotted against the days 

since the last post. 
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Figure 6:7 Coffee Room usage showing replies and time between posts 

As the chart shows, the number of replies seems to be higher when the Coffee Room is used 

regularly and with only small intermissions between posts, suggesting the need to keep the 

momentum going. One way this was achieved was to give students the job of Forum 

Managers, as detailed in the spring narrative. For reasons now unclear to me, this practice 

was not carried over to the autumn, but it would certainly be a recommended way of 

increasing the uptake of such reflective platforms, although perhaps more guidance is 

needed if it is to be used specifically as a reflexive tool.  

Another interesting aspect of the forum is the way it was used by individuals in the class. The 

most active poster was Ms Hemp who posted 32 times in the spring when the average was 

19.7 posts for the first semester9. This is interesting because Ms Hemp was definitely not a 

very outspoken member of the class, and yet she was able to balance out her participation 

through the creation of a textual identity in the Coffee Room forum, in much the same way 

that Warschauer, Turbee, and Roberts (1996) noted 20 years ago. The lowest poster was Mr 

Nintendo (7 posts), followed by Mr Widetree (10 posts). The most active reader was Mr Wind, 

who viewed 268 posts compared to the average of 163. Ms Saltfield was the lowest in terms 

of reading her classmates’ posts with only 84 views, followed again by Mr Widetree with 95.  

                                                           

9 Sadly, data was only retrievable for the first semester as I did not collect this information in time 
over the autumn semester and it was deleted from the system due to a server update in 2015.  

0

10

20

30

40

50

60

70

80

0

20

40

60

80

100

120

Coffee Room Usage

Replies Days since last post



Bridging the Gap: Synergies into Praxis 

231 

Another important reflective tool, and a way that students attempted to balance their 

participation, was through self-assessments.  

 

6.3.3.3 Self-assessment 

As can be seen from a simple performance indicator such as the Coffee Room, Mr Widetree 

was not an active participant in class. He was one of the students I identified early as 

potentially ‘bad’ in the spring narrative (and the first time I mentioned the Pygmalion effect), 

and in my journal I referred to him as a ‘leech’ on 28/11/2014 in the audio journal. As noted, 

I felt Mr Widetree was ‘sly’ because, unlike Mr Auxiliary who I felt was trying to work hard 

although this was not always clear from a purely communicative standpoint, Mr Widetree 

was trying to appear like a hard worker whilst attempting to do as little as possible. He 

seemed not to credit me with the powers of observation to see through his ‘tricks’, such as 

looking at unrelated websites in the CALL room without seeming aware that I could still see 

what he was looking at from my desk, without having to walk behind him. This is relevant 

because Mr Widetree gave himself 100% for every one of his self-assessments, as did his 

seating friend, Mr Mouth, a score I feel was inauthentic. These two students were the only 

two to do this, which I felt was an abuse of the system. This has much in common with 

another event from another class I was teaching in 2014, detailed at length in Pinner (2016b). 

Despite the possibilities for students to misuse my trust in them, overall I felt that the self-

assessments for class participation were not only accurate (according to my own intuitive 

sense of their efforts in class) but also an extremely useful tool in helping the students to 

maintain motivation throughout the semester by engaging in reflection (Pinner, 2016c). Self-

assessment has been shown as one of the most powerful enhancement tools for student 

performance (Hattie, 2008, 2012), and it certainly seems to be a useful way to improve 

students’ metacognitive skills in connection to L2 motivation (Ushioda, 2014).  

 

6.3.3.4 Overall Performance indicators 

Although attendance, being on-time for class and getting good grades for assessment do not 

equate directly with motivation, these are good indicators of motivation and are how 

teachers and students are assessed in many Japanese university English-based classes. As 

the spring narrative recounts, the students as a whole did not perform particularly well on 

their video-projects, and attendance (especially lateness) were issues that plagued both 
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semesters. As teachers are accountable and have to be very careful in record keeping for 

class in order to justify the grade they will award students, it is natural that teachers will 

collect certain types of evidence which could be used as a rough indicator of motivation. Of 

course, it is dangerous to assume that these are indicators of motivation, but collectively 

such performance indicators may help to contribute to a holistic picture of motivation, which 

is another reason why teachers are likely to be aware of their students’ level of motivation 

(Cowie & Sakui, 2011). One interesting observation is that, in creating the narrative I found 

my overall reflection of the CLERAC course shifting and beginning to change. Before 

composing the narrative, CLERAC had been one of the best classes I had ever taught, second 

only to DCT and perhaps even better in many ways. As I went back over the data and my 

reflections, I realised that, in terms of performance indicators I had actually been consistently 

disappointed with the assessed coursework produced by the learners. Conversely, the 

overall grades for the students were relatively high (see digital appendix for an overview of 

the students’ grades). This highlights the subjective nature of this inquiry, and of even such 

quantitative data as grades and other statistics which I have labelled performance indicators. 

This would suggest that language teachers would benefit from instruction on the nature of 

assessment, in particular focusing on validity and fairness. Grades are essential for extrinsic 

class- motivation in Japanese universities, because many universities use the GPA system 

(grades point average) and this may also be reported to companies during job-hunting. In 

general, students’ motivation is greatly affected by their grades, and this also provides an 

important element of feedback between students and teachers, which contributes to 

motivational synergy and hinges on both parties being convergent in their beliefs about the 

purpose of the class and being congruent in terms of personal authenticity. Furthermore, 

grades are the most important synapse for the flow of meaningful feedback between 

teachers and students. Therefore, based on this inquiry I have made several attempts in my 

current teaching practices to improve the quality and quantity of feedback that I can give to 

my students. Of course, in order to be manageable, this requires lower teaching banks, 

smaller classes and increased contact time between teachers and students. Sadly, the overall 

trends seem to be in reverse of the recommendations I would make based on this finding 

(Altbach, 2004; Gieve & Miller, 2006; Ritzer, 1996).  

6.3.4 Further Down the Spiral: Reflexivity as a Never Ending Quest 

As discussed at the opening of this section, in conducting this autoethnographic inquiry I 

entered a state of ‘hyper-reflexivity’ which was not always conducive to good practice, 
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although it generally led me to deeper observations and helped me to find my authentic self 

and become self-congruent in my philosophy of teaching. This is why complexity theory 

seemed the only paradigm which could encompass a study such as this.  In entering such a 

state of reflexivity, it often becomes difficult to distinguish between personal and 

professional issues or practical and theoretical concerns.  It becomes hard to know when the 

research stops (Bell, 2011). This relates not just to data collection and focus, but also to the 

act of teaching and developing as a balanced professional. Becoming a better teacher, I found 

came to mean becoming a better person in general and involved moving towards my own 

ideal future self. There is also an ethical issue as the researcher must carefully consider how 

much of him or herself to reveal (Dashper, 2015).  

In conducting this inquiry, and especially in the writing phases as I prepare to share the 

findings as research, I have revisited the CLERAC narrative many times from many different 

perspectives. As Ryan and Irie (2014) have discussed, the Self is constantly recreated by 

imagining and replaying memories. Engaging in Narrative Inquiry, reflection and 

autoethnography has brought to consciousness a much richer and more holistic 

understanding of my authentic teaching self. But although this process was facilitated by 

‘narrative knowledging’ (Barkhuizen, 2011, 2013b; Barkhuizen et al., 2014) and ‘talking into 

understanding’ (Mann, 2002), this is an ongoing process and thus the changes to my practice 

are permanent and yet incomplete. This is why teacher education programs would be well-

served to include components that encourage narratives, journaling and other reflective 

tools that can facilitate professional development as an ongoing and emergent process 

(Farrell, 2007; Johnson & Golombek, 2002; Kelchtermans, 2009; Mann, 2005; Schön, 1983; 

Walsh & Mann, 2015). However, there were also negative aspects to the reflective state. As 

I was collecting data and living the narrative, I often wondered how sustainable such hyper-

reflexivity and awareness would be in the long-term? I asked myself if it was only a feature 

of conducting formal research or if it could be maintained in normal teaching. More generally, 

in terms of teacher education, one has to ask whether this type of reflection could be 

effectively included in teacher education programs. It would seem impossible to impose such 

personal reflection as a course requirement and retain the levels of authenticity and self-

congruence that I attained in this inquiry. Which leads us to question what extent reflexivity 

and self-reflection can be taught. It was only by doing this type of research that I was really 

able to learn how to go about conducting a study such as this. As discussed in the evolution 

of my design chapter, the system I used for reflecting, journaling and keeping notes 

progressed through several distinct phases before becoming mature, and even then there 
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were many areas for improvement. By way of demonstration, the chart below (Figure 6.8) 

shows the length of the audio reflection that I recorded throughout the narrative. The linear 

trendline shows that the length of the reflections tended to increase the longer the study 

continued, with a slightly steeper increase coming in around the entry for lesson 206A 

(05/11/2014) when I ‘considerably improved’ the system I used which incorporated detailed 

field notes. Overall the average length of the reflections more than doubled over the course 

of the data collection.  

 

Figure 6:8 Duration of audio journal reflections 

However, although the nature of these reflections are very introverted, personal and 

individual, the process of reflecting is certainly not just a solitary act. My philosophy of 

teaching and professional identity were co-created with my students as I engaged in the 

process of teaching and learning. It was also very much with the help of my supervisor that 

this study took on the shape it has. Furthermore, all of these reflections were developed in 

discussions with colleagues, attendance at conferences where I participated and also 

presented, as well as the countless other social occasions when identity was negotiated and 

developed throughout the course of experience.  

However, as I mentioned in section 6.3.3.4, reflecting back on the narrative and in particular 

focusing on the performance indicators has discoloured my overall impression of the class. 

This reflection has caused me to view my initially very positive perspective on the class as 

being based on an illusion of success, both in terms of performance on assessments and in 

terms of forging a personal connection.  
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6.3.4.1 Strange Attractor 

The aforementioned illusion of success could be a result of what in complexity theory is 

known as a strange attractor, which is a special type of attractor state. This is a state or set 

of ‘values that a system tends to approach over time but never quite reaches’ (Hiver, 2015, 

p. 26). In other words, CLERAC wanted to be highly motivated, we often synergised in the 

class and the students tended to be convergent with me towards the same goals, and yet, as 

evidenced by their lack of personal interest in me as a person, by their rather minimal efforts 

in preparing for final assessments, by the frequent attendance and lateness issues and by 

their general lack of language proficiency improvement (presumably the result of minimal 

out-of-class work), they never quite seemed to reach the stage of high motivation that I have 

perceived from other classes, not least DCT. I should also point out that this is not the fault 

of the students, because the onus is on me just as much as it is on them. This was a mutual 

inability to synergise to the levels I had hoped for. Ironically, I think that the high levels we 

achieved were a result of this class being the centre of this inquiry, and yet paradoxically, 

this may also account for the fact that high motivation was a strange attractor as well. 

Of course, DCT made videos about topics that both they and I were passionate about (social 

issues) and thus there was synergy there. But the video projects in spring were about Deep 

Sea Creatures, Disney and Steve Jobs which I had no involvement or investment in. In this 

way, there was perhaps too much autonomy here without there being sufficient guidance. I 

was not interested in their topics, and thus I perhaps offered fewer ideas and less 

encouragement than for DCT. By the autumn semester, when the same topics from DCT 

about which I was passionate were introduced, I had already abandoned the chance to 

redeem the video projects and moved the students in the direction of outputs, which were 

too high-level and for which I did not explain my expectations clearly enough. These are of 

course highly demotivating factors that Kikuchi (2015) lists under ‘teacher incompetence’. 

Although these failures are hard to admit and have contributed to the discolouration in my 

memory of the overall success of CLERAC, I feel it is important to retrospectively question 

my overall impression of the class and identify practical areas where I could improve my 

teaching. Although I was not looking for problems/solutions in my teaching, identifying areas 

for improvement is a necessary step in every teachers’ ongoing development (Borg, 2006; 

Johnson & Golombek, 2016, 2002).  



Bridging the Gap: Synergies into Praxis 

236 

Realising this has added a retrospective sense of shedding the illusion that I wrapped around 

myself as I was teaching CLERAC. CLERAC was special, but perhaps only because I made it 

special. This inquiry has opened my eyes to the realities of my own subjectivity and 

highlighted the importance of evidence-based reflection rather than research that ‘helps 

perpetuate the suspicion that ‘[reflective practice] suffers unduly from individual narcissism 

and introspection’ (Walsh & Mann, 2015, p. 353).  

In defence of CLERAC, however, I would like to point out that whatever is learned in the 

language classroom is likely to be lost or forgotten over time if it is not put into practice on a 

regular basis. In other words, whatever the students learn will eventually fade if study and 

use are not maintained (de Bot & Hulsen, 2002). Furthermore, Gomes de Matos (2002) states 

that the language learners’ rights involve experience and humanising qualities. Thus, in line 

with my philosophy of teaching, the main purpose of CLERAC was to provide a positive 

emotional charge in terms of motivational orientation toward the act of studying. In this 

respect, I still feel the CLERAC course was a success. Certainly in terms of my own 

professional development as well, CLERAC will have a lasting influence on my identity as a 

teacher and as a researcher. One of the main influences of CLERAC was my approach to 

materials and the realisation that I will constantly need to revise and update my materials in 

order to fit each class, which discussed previously as the living textbook.  

6.4 Negotiating Content and the Living Textbook 

This section discusses how the negotiation of content and involvement of students in the 

decision making about the course is an essential way that positive motivational synergy is 

achieved. In particular, these instances contribute to synaptic crossings in which feedback 

can pass between teacher and students, allowing the course to align itself around the 

individuals who make up the group in an emergent way, thus leading to social authentication 

and motivational synergy. These crossings are facilitated by paying attention to certain issues 

relating to authenticity which arise in the process of negotiation, and subsequently updating 

materials in order to keep them alive, a way of ensuring the energy investment is on-track 

and going in the right direction. The living textbook thus refers not just to materials but the 

process of building materials and content to fit around each individual class. An example of 

this from the narrative might be the time we watched the documentary The End of Suburbia 

in lesson 208A. This lesson was simply a disaster waiting to happen, a case of me having run 

out of steam and not adapting the materials to fit my learners. The energy I invested was 

small, which is why the energy return was also very small; leading Ms Downtree and Ms 
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Oldriver to fall asleep. Conversely, in lesson 209B, I found a more appropriate video to watch 

(overcoming Peak Comprehension) which was specifically aimed at the learners in CLERAC. 

Another way of ensuring that the content fits the learners is to allow them the autonomy to 

choose their own content, in a process of negotiation.  

Autonomy does not equate to simply letting the students choose what to do in class. It is 

recommended that the teacher utilises a more autocratic style of leadership at first and then 

move towards a more democratic style as the group becomes more independent (Dörnyei & 

Murphey, 2003, p. 91; following Lewin, Lippitt, & White, 1939). The video projects are an 

example of autonomy with mixed success. A more successful (and more structured) example 

would be the debate class (107A), although this format was under-exploited and used just 

once. Perhaps the best example, however, is the self-assessment for class participation, in 

which metacognition and reflection were built directly into the course. Overall, giving the 

CLERAC students more scaffolded control allowed us to synergise our learning aims and 

classroom behaviour, which again is how the increased metacognitive awareness combined 

with an Exploratory Practice framework in order to achieve a sense of praxis between my 

philosophy of teaching and much of my behaviour in class.  

This inquiry uses a definition of authenticity which has moved away from ‘materials’ and 

‘texts’ and into something far larger and more central to identity, but inevitably less tangible. 

Nevertheless, materials are still a vital aspect of the way authenticity is constructed in the 

language classroom.   

Just as van Lier calls for ‘balanced teaching’ in which lessons are made up of ‘both planned 

and improvised elements’ (van Lier, 1996, p. 200) I have been experimenting with doing less 

planning and, somewhat in the tradition of Dogme ELT, trying to build lessons around the 

students in the moment of the lessons. As documented in the narrative, this was not always 

successful, and created a tension between my own desire to carefully plan lessons, as well 

as an internal conflict between intuition and reflection. It is clear from my decision to 

implement output sessions, as well as other areas where I felt I had let the class down, that 

not all of my instincts were in the best interests of the class. However, the lessons which 

were most successful seemed to be the ones such as the debate class using the Economist 

posters, the fallacies lessons and the work on consumerism. These lessons featured a balance 

of planned and improvised elements. Finding my own balance also involved gaining higher 

proficiency with the CALL room software and getting to know the students well enough to 

be able to predict what they could do and how much scaffolding they would need. This was 
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made more difficult by the mixed levels of the class and of course the variability in their 

individual personalities.  

As I was teaching the course, at times I felt I was caught up in a ‘flow’, which I described as 

the process of intuitively sewing serendipitous events into my work as if they belonged to a 

path, organically evolving of its own accord. This was the feeling I had when the hyper-aware 

state was in balance with my intuitions and philosophy of teaching.  

The complexity of negotiating content has a long history in the literature of language learning 

and SLA, and these issues also relate to philological issues such as prior text (Becker, 1984, 

1995) and literary theories such as value judgements (Eagleton, 2008). For example, Mishan’s 

(2005) notion of Currency developed in the narrative as a sub-facet of awareness (van Lier, 

1996), as by consciously paying attention to the things happening in space and time around 

me, these naturally translated themselves into teaching ideas. This is why I found the term 

living textbook to be so appealing as it suggested an organic, emergent process of choosing 

what to do in the classroom based on what was important at that time, to those particular 

individuals, in that particular context. In this way, authenticity seems to be a natural aspect 

of ecological approaches to language learning, and complexity theory seems an appropriate 

paradigm for studying such contextually situated dynamic processes.  

 

6.5 The Authenticity Gap 

So far in this chapter, I have attempted to present some of the complexities of the discoveries 

from the narrative in such a way as to connect them to existing ideas in the literature and 

thus give them both a practical and theoretical justification. However, in order to achieve 

praxis, I will need to relate them once again back to my own specific context. As stated 

throughout this inquiry, my search for authenticity has become a quest for my own personal 

beliefs and best practices which reflect who I am and who I want to be as a teacher. This has 

involved a process of socially mediating my identity in order to be able to fulfil the role I felt 

my students required of me.  

During a tutorial with my supervisor on 30/04/2015, I realised that what I was really looking 

at in terms of authenticity and motivation could best be described as either a bridge or a gap. 

Understanding this felt like a tectonic shift had occurred in my mind, although I already knew 

about it. This was the bringing closer to consciousness or rediscovery of my initial motives 
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for the inquiry. As the CLERAC course progressed, and especially as I went back over the data 

to construct the narrative, I started looking for ways in which motivational synergy was 

influenced by authenticity in these two respects.   

Although many separate and interrelated components make up the gaps and bridges in 

authenticity, I have chosen to focus on my own developing identity as I become a more 

experienced teacher, in other words the expanding age-gap between myself and my learners, 

the cultural differences between us with particular focus on schemata, prior text, habitus 

and the power imbalance between the social position of teacher and students in terms of 

how they experience the ‘small culture’ of the class.  

6.5.1 Gaps in Self 

A recent observation which has greatly influenced my teaching identity was my awareness 

of the growing divide between myself and the students in terms of my age and social status. 

Teaching in London between 2006 and 2010 I framed myself very closely as an equal to my 

learners, as another peer who happened to know the local culture and language. In Japan, I 

stand out as one of the only non-Japanese people in the classroom, a minority. Here I 

represent a visual stereotype of the ‘native speaker’ (Amin, 1999; Kubota & Lin, 2006; Liggett, 

2009; see also Kubota and Lin, 2009 for edited volume) and I am also an import of English 

culture (Bailey, 2006, 2007). In some ways, I am perhaps a personification of the 

‘extrapolation techniques’ which were the main crux of criticisms against culturist 

assumptions of authenticity (Hung & Victor-Chen, 2007; MacDonald et al., 2006; Pinner, 

2016a; Seargeant, 2005). Conversely, in London I was part of the ethnic majority of Britain, 

but the class was very multicultural so fewer people stood out in terms of gender or ethnicity 

due to the increased diversity. In Sophia University there is also about 80% females to 20% 

males, and of course a very small number of students who are non-Japanese. All of these 

factors contribute to how I am perceived differently in my new teaching role, which have 

contributed to the increasing authenticity gap and my growing need to bridge this. 

 

6.5.2 The Culture Gap 

As I have already discussed, cultural schemata, prior text and habitus are essential 

considerations when selecting materials to use in classrooms that aim to facilitate 

authenticity and motivational synergy. The fact that my students are primarily now all from 



Bridging the Gap: Synergies into Praxis 

240 

one country (Japan) and are thus mainly monolingual and share the same cultural and 

national identity starkly contrasts with the multinational, multilingual and multicultural 

teaching context of London. Using English in a mainly monolingual class in Japan has an 

inherent chime of ‘inauthenticity’ as clearly it would be more natural to communicate in the 

language which comes easier. There is a danger for the target language to become ‘ritualised’ 

(Rampton, 1999, 2002).  

Whilst the multicultural setting was perhaps even more complex, the fact that most of my 

students are Japanese actually serves to highlight these cultural differences further by 

creating a clearer divide and thus a tendency to essentialise the difference between ‘me’ and 

‘them’. As I acculturate to Japan, this gap is changing in nature and I am now very sensitive 

to forms of ‘othering’, and much more likely to have shared cultural and linguistic reference 

points in terms of schemata and habitus, which are not only culturally specific or also age-

related but also highly individual. For example, my dislike of football is something that may 

have distanced me from Mr Auxiliary, but this is not specific to either culture or age and is 

simply a matter of personality. Inevitably, as I attempt to personalise the language learning 

process, this brings me closer to some students and distances me from others.  

In London I could make a reference to a film series such as Star Wars and the students, for 

the most part, would be able to use that cultural point of reference for me to make an 

example to illustrate a point or make a joke or simply to build rapport. More deeply, these 

films have even been described as a useful schema for building an understanding of ethical 

issues (Baggini & Fosl, 2007, pp. 122-123). These types of reference are drawn from my own 

cultural schema, and were a large part of my teaching identity because I saw myself as 

belonging to the same generation as my students and they were authentic in the sense that 

they were shared social and individual points of reference. In Japan, working with 18-22 year 

olds, I soon learned that Star Wars was no-longer a reliable shared reference. However, in 

2015 when a new Star Wars film was released, interestingly this series gained a great deal of 

currency and it was once again a shared reference point. This illustrates the complexity of 

these shared points and how they can contribute to the authenticity gap.  

Through undertaking the study, I was able to identify early on that the reason for my interest 

in authenticity was that I wanted to bridge this gap by gaining a deeper understanding of the 

issue, so that I might replace those things which were becoming obsolete with things which 

would enable me to retain the highly authentic bonds of rapport around which I structured 

my teaching approach. In this way, I came to see a reconceptualised version of authenticity 
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and the new types of content that I would create from this new philosophy of teaching as a 

bridge between me and my students.  

 

6.6 Authenticity as a Bridge 

At the beginning of this inquiry, my original hypothesis was that authenticity would be at the 

intersection between the ‘real’ world and the classroom (see Figure 6:9) 

 

Figure 6:9 Authenticity as the intersection of the real world and the classroom 

However, as my understanding of the construct of authenticity has shifted away from what 

I have labelled as the ‘classic definition’ and towards a dynamic, contextually situated and 

socially mediated concept, my belief about authenticity in the classroom has also changed. I 

believe that moments of positive motivational synergy between myself and my learners were 

most effectively created when all of us were convergent in our beliefs about what we should 

do with our time together in the class. This sounds overly simplistic, but I would argue that 

this is actually a very complex dynamic which is hinged on a range of assumptions and other 

contextual factors, as detailed in the underpinning currents section. For example, learners do 

not always consciously know what they want to get out of an individual lesson or even from 

a full course. The teacher may have a better idea in this sense than the learners, although 

the teacher must be careful not to rely on assumptions to arrive at conclusions which are not 

resultant from evidence-based reflections (Allwright & Hanks, 2009; Farrell, 2015; Hanks, 

ClassroomReal world

Authenticity? 
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2015b, 2017; Walsh & Mann, 2015). This has much in common with the need for ‘personal 

theory analysis’ (Tripp, 1993, p. 51), meaning that reflection should move us away from 

unquestioned beliefs and invalid observations.  

This inquiry has led me to view the authenticity bridge as a process of mutual validation in 

which motivations are aligned between individuals, and in particular between teacher and 

students. Figure 6.10 shows how I now view these complex factors. Social authenticity can 

be shared through context and belonging to the same group (as in a class), yet it also 

encompasses the deeper underpinning currents behind language learning discussed in 

section 6.2. Personal authenticity is more elusive and remains constantly ‘grey’ as it is 

redefined for each new social transaction as our identities shift and develop. However, a 

point of interaction is achievable when there is a crossover in the belief in validity about what 

one is doing. I would argue that language teachers can facilitate this shared sense of validity 

by using pedagogic tools such as reflection and negotiating content.  

Social authenticity Social authenticity

Personal 
authenticity

Personal 
authenticity

Belief in validityBelief in validity

Mutual 
authentication/

Investment
 

Figure 6:10 Motivational Synergy as facilitated by authenticity as a bridge 

This process is also further dependent on the triadic relationship of authenticity, motivation 

and autonomy and the idea that authenticity is itself dynamically constructed along a 

continuum, emergent from context and social interaction.  
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6.6.1 Feedback 

Maintaining positive motivational synergy is dependent on the presence of bi-directional 

feedback. As I related in the narrative, the moments of highest synergy were generally 

attributable to some form of feedback. For instance, learning that our class was ‘number one’ 

was a form of feedback from the students which I then turned into feedback to the students. 

The feeling of elation I achieved in this lesson was such that I was able to enjoy the lesson 

despite suffering severe pain in my back from a herniated disc, surely an example of 

Eudaimonia in which even severe physical pain could not hinder my enjoyment of the class. 

A further example came from the exchanges between Mr Charge and myself after his output 

session, which contrasted starkly with the almost unreadable and cryptic feedback I received 

from Mr Po whose words in his email did not seem to match his actions in the classroom 

whilst watching other students’ output sessions. Therefore, like reflection and autonomy, 

feedback is fraught with complexities because some feedback can be demotivating, non-

constructive or even based on false observations. For an excellent summary of the 

importance of feedback in education and practical ways to apply it, I recommend Hattie 

(2012). Also, feedback is discussed more generally in terms of emotional intelligence by 

Goleman (2006). Throughout this study, feedback has been mentioned frequently. However, 

the key point is that feedback should be constructive, bidirectional and does not simply refer 

to ‘grades’. Feedback is also essential in negotiating the teach/learn dichotomy.  

6.6.2 Negotiating the Teach/Learn Dichotomy 

It has long been established that what teachers teach is not always the same as what learners 

learn (Allwright, 1984). In addition to this is the problem that what I want to teach might not 

always be aligned to what my learners want to learn. I have argued several times throughout 

this thesis that students and teachers need to be on the same page regarding their belief in 

the purpose of education in order to truly achieve positive motivational synergy. As 

authenticity relates to a feeling of congruence between what one is doing and what one 

wants to be doing, authentic experiences in language teaching are likely to depend on 

whether or not people are invested in the content being used for instruction. In other words, 

the extent to which classroom stakeholders are interested in the topic will have a large 

impact on learning. Too much ‘authenticity’ for one stake-holder could come at the expense 

of the other.  
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There is always some overlap between interests and what participants will be able to view 

as authentic, however there are also areas where people are not compatible as well. For this 

reason, it is worth bearing in mind van Lier’s caution that authenticity cannot be experienced 

at the same amount for everyone at the same time (1996, p. 128). This seemed to manifest 

itself early on in the narrative of CLERAC when I realised that the students and I held different 

beliefs in regards to English and its position as an international language, something I have 

referred to as divergence throughout this inquiry.  

This divergence could perhaps be visualized even more simply as in the following: 

 

Figure 6:11 A simple representation of divergence 

Some situations will be easier for the students and teacher to authenticate than others, since 

authenticity is a process of personal engagement, ‘it is a goal that teachers and students  

have to work towards, consciously and constantly’ (van Lier, 1996, p. 128). This means that 

what the students want to learn and what the teacher wants to teach are negotiated in order 

to achieve a shared level of optimum authenticity which is probably best dynamically 

represented as being part of a continuum (Pinner, 2014a, 2016a).  

However, this negotiation needs to be balanced. Although currently in vogue with many of 

my learners, as I have no interest in Lady Gaga it would be inauthentic of me to teach a lesson 

about her to my students, not least because I know nothing about her. However, a more 

authentic work-around would be to ask the learners to teach me about Lady Gaga and to 

attempt to alter my opinion of her. Similarly, it would be inauthentic of me to refrain from 

teaching my students lessons about topics of which they have no existing schematic 

knowledge or prior text. Holliday equates such a view with culturism.  

Children everywhere build their lives on imagining things they have never seen, from 

wild animals, to people in their history, to Martians. It is indeed culturalist to imagine 

What X 
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that people can only find meaning within things with which they are familiar within their 

own community because it implies a bounded culture which cannot dream outside itself. 

Social authenticity does not therefore only relate to discourses in home society. It can 

also relate to the interface between home and the world – for example, the Internet, 

politics, tourism, globalisation, and visions of the Other. (Holliday, 2005, pp. 105-106) 

In this way I have introduced students to topics of which they had no prior knowledge, won 

their interest and broadened their knowledge, which is intrinsically rewarding for me as a 

teacher. Furthermore, as the teacher represents the main catalyst for synergistic motivation, 

I would argue that it is more important that the teacher is interested in what he or she is 

teaching as this can always be transferred to the students (Csizér & Magid, 2014; Dörnyei & 

Ushioda, 2011).  

6.6.2.1 Banter, prioritising the experience over the results and the ‘David Brent 

effect’ 

As I discussed in the section entitled ‘illusions of success’, CLERAC was not as successful as I 

had hoped, which I now see as the result of the high motivational state we sought in class to 

being a strange attractor state that we often moved towards and yet never managed to 

attain fully or remain situated in state space for long enough for this to become a full 

attractor state. Perhaps this is due to my earlier observation, cited in the narrative from 

23/05/2014, that my purpose of teaching CLERAC was to focus on providing a positively 

charged experience of the language (Tomlinson & Masuhara, 2010) which meant I de-

emphasised my focus on language learning gains. In some ways, this is reminiscent of the 

awkward fictional boss character David Brent from UK sitcom The Office. Much of the black 

humour in this series comes from the fact that Brent sees himself primarily as an ‘entertainer’ 

and ‘friend’ to the staff at the office and a boss second. The irony is that Brent is heavily 

situated as a boss, and he is unpopular because he is incompetent, due especially to his 

prioritising personal relationships over professional ones. It is quite a jarring realisation for 

me that I might have been enacting a ‘David Brent effect’ on CLERAC by holding the belief 

that my learners’ personal experience of learning English was more important than any 

learning gains.  

One common theme to emerge from word frequency searches over my journal entries was 

the idea of having ‘banter’ with my students, which has much in common with the view of 

authenticity put forward by Cook (2000) in his discussion about language play.  
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As I have stated throughout this thesis, one of the main ways synergy is achieved is through 

teacher and students being convergent in their aims and applying the appropriate behaviour 

towards reaching shared goals. Early on in the narrative I was developing a philosophy of 

teaching that was based on a definition of authenticity that prioritised experience rather 

than outcomes. Although this is a perfectly good philosophy of teaching, it is not without 

problems as it downplays certain aspects of my job as a teacher. I have a responsibility to 

motivate my students (Dörnyei & Kubanyiova, 2014) and yet I also have a responsibility to 

help them learn. The two are linked, but if my approach is to personalise the learning, this 

may jar with some students who are happy to view English merely as a communicative tool 

in which they need only perform transactional exchanges (see for example Kubota, 2013; 

Matsuda, 2011). In asking such students to invest more than they are willing in the learning, 

I may invoke the ‘David Brent’ transportable identity that serves as Hyde to the Dr. Jekyll of 

my motivational teaching persona. Less elaborately, I may demotivate some slightly more 

withdrawn or less ambitious students simply by asking too much of them. In a discussion 

with a colleague on 03/09/2016 in Nagoya, a fellow teacher told me that he sees motivation 

as a ‘choice’ and a ‘negotiation’ of aims, because, just as the teacher in Matsuda’s (2011) 

study phrased it, ‘not everyone wants to be a star’. In this case, perhaps it is reasonable to 

expect a lower ratio of class motivational synergy. Working towards full synergy is perhaps 

closer on the spectrum to ‘obsessive’ rather than ‘harmonious’ passion for teaching 

(Carbonneau et al., 2008). This also connects with the common issue of teacher burnout 

which affects an inordinately large proportion of teachers (Dörnyei & Ushioda, 2011), and 

was something that has been cited as an original justification for developing Exploratory 

Practice as a research method (Allwright, 2003; Allwright & Hanks, 2009), even being 

described as a starting point and ‘key factor in the lives of [...] teachers’ (Allwright, 2005, p. 

356). Balancing my personal life with my full-time work and demanding research agenda was 

also a central justification in the research design of this project. In this way, this inquiry has 

helped me to develop and justify my philosophy of teaching into something sustainable that 

I can use as a grounds for further practical inquiry. I have uncovered a much deeper 

understanding of the links between my motivation to teach and my students’ motivation to 

learn, and the complexity underlying this may not be conducive to ‘hard evidence’ or 

‘scientific proof’, yet it certainly provides a narrative of development which I can reflect back 

on as I try to move forward towards a better balance of personal and professional conduct, 

and to help me to retain my focus on praxis as I deepen my understanding of my own 

teaching.  
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6.7 Conclusions toward Praxis 

This chapter has attempted to switch the analytical lens used in the narrative around. The 

data I presented in the narrative focused exclusively on me and my teaching. In trying to 

achieve a sense of praxis I have attempted to turn the reflections around in a way that can 

highlight their relevance to others.  

In the first section of this chapter I discussed the necessity of understanding the 

underpinning currents that contribute to our teaching contexts and the specific dynamics of 

any particular class. I then moved on to a discussion of the research/teaching process behind 

this inquiry, in particular how reflexivity was an essential component of the way my own 

professional identity and philosophy of teaching began to emerge and develop in the physical 

embodiment of my actions in and relating to the classes I teach. Finally, I discussed the 

importance of involving the learners in this process, whether directly by asking them or 

indirectly by factoring in our intuitions of their needs and abilities when choosing what to do 

in the class. These then became some of the components that contribute to the construct of 

authenticity being either a gap (divergence, negative synergy) or a bridge (convergence, 

positive synergy) between the students’ and the teacher’s motivation.  

The assumption underlying these conclusions is that authenticity works as a binding agent in 

creating positive motivational synergy between students and teachers. Another assumption 

is that facilitating motivation is one of the main aims of practicing language teachers, as this 

is the well from which other learning springs. In attempting to present such personal findings 

in a way that makes sense to others I have necessarily had to focus on certain issues at the 

expense of others, which is of course one of the major challenges to the complexity paradigm 

which I am using to frame this inquiry (Larsen-Freeman, 1997; Menezes, 2013; Tudor, 2003).  

Discussing the issue of teacher motivation in their in-depth survey of the field of psychology 

in language learning, Dornyei and Ryan explain that: 

The ultimate aim of motivational research is always to explain student learning, and in 

order to associate the latter meaningfully with the motivation of teachers, we need to 

show first that an increase in teacher motivation leads to improved motivational practice 

on their behalf, which in turn promotes student motivation, which eventually results in 

enhanced student performance. While this chain is intuitively convincing, it is difficult to 

get empirical confirmation for it because of the manifold confounding variables at each 

connection level. (Dörnyei & Ryan, 2015, p. 101) 
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This is exactly the problem that I have grappled with in undertaking this study. However, 

although I am not able to prove, quantify or say unequivocally that these two are linked, I 

believe I have at the very least provided a window into the dynamics at the heart of this 

complex chain of processes. This compares with the definition of educational success 

(Larsen-Freeman, 2002, pp. 36-37) and teachers engaging with the ‘why’ value of their 

approach (Dörnyei & Kubanyiova, 2014, pp. 130-131). In other words, rather than providing 

explicit answers I have focused on continuing my ‘quest’ in the search for deeper knowledge 

without the false pretence of ever expecting to gain a definitive answer.  

Writing analyses based on observations which utilise complexity theory and reflective 

practice has been a challenge, and thus I do not feel it would be appropriate to draw 

conclusions that I would claim are generalizable or broadly true to other contexts. However, 

I would simply like to re-state my intention that these observations will be of interest and 

perhaps useful to other teachers who are similarly engaged with a continual process of 

identity negotiation as we attempt to find what we can do to best help our learners and to 

facilitate a culture of authenticity in our language classrooms. Certainly, as a result of this 

inquiry, it has become one of my primary aims as a teacher to bridge the authenticity gap 

between my learners and myself in order to create a mutually motivating learning 

environment in which our aims are convergent towards synergy.   
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7 Conclusions 

When you look closely at anything familiar, it transmogrifies into something unfamiliar.  

                                                                                                              Alexandra Horowitz (2014) 

Ultimately, this study is primarily written for people who are interested in the development 

of teachers’ professional identities and who benefit from hearing stories from practitioners’ 

classrooms, whether they are interested in motivation, authenticity or teacher-research 

more generally. The reason for wishing to hear such stories are deeply personal, but of 

course we can imagine that in reading a narrative of development, the reader may question 

his-her own experiences. As Riessman has noted, ‘individuals and groups construct identities 

through storytelling’ (Riessman, 2008, p. 8), although the way narratives work for individuals 

or groups is different. A large part of the purpose of this inquiry is to construct my own 

identity, and it is hoped that reading this narrative will also help others in personal ways. 

Writing up research and publishing provides academics ‘with the means to demonstrate a 

competent persona and the right to be heard so that, in constructing their texts, writers also 

construct themselves as academics.’ (Hyland, 2015, p. x). This is my attempt at becoming a 

better teacher and a researcher and ‘constructing myself as an academic’ 

 

7.1 The Quest for Authenticity 

In many ways my PhD is a quest for authenticity. It has led me down many paths, some of 

them dead ends, some rewarding. If someone were to ask me ‘what is authenticity?’ I would 

have to reply that the simple answer is there is no simple answer. Authenticity is heavily 

reliant on context and individual factors, but it is also tethered to much larger social 

constructs as well. It is a vital aspect of language learning, and part of my aim in this inquiry 

has been to try and make sense of that and to explain it back into practical terms without 

getting lost in the stratosphere of cloudy and bewildering concepts which, like the weather, 

are all components in a complex dynamic system.  

Applied Linguistics and Second Language Acquisition (SLA) are undergoing something of a 

theoretical renaissance based on insights from complexity theory (Larsen-Freeman, 1997; 

Larsen-Freeman & Cameron, 2008a; Menezes, 2013; Tudor, 2003) and Dynamic Systems 

approaches (de Bot, 2008; Verspoor et al., 2011). These fields are influencing research 

methods and urging a move to more qualitative methods of inquiry, whereas before 
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quantitative methods were by and large the majority of published studies (Larsen-Freeman 

& Cameron, 2008b; Ushioda, 2009, 2013c; Ushioda & Dörnyei, 2009). With theories and 

research methods shifting in this way, and from re-evaluating the landscape of language 

acquisition, now seems like a very good time to also look at concepts which are central to 

what goes on in the classroom in terms of materials, in terms of teacher-student interaction 

and in terms of identity in language learning. It is for this reason that I believe my quest so 

far has been worthwhile. By making this a personal quest with a longitudinal aspect, I hoped 

that I could somehow make sense of the puzzle at the heart of this inquiry, or at least report 

my attempt with as much depth as I can afford.  

Overall, I felt that the classes went very well, and I became strongly attached to the class and 

certain members. I quickly learned all their names, and I got excellent feedback from the 

students, both directly and from the anonymous institutional Mid-Semester and End of 

Course Evaluations. I have no doubt that this was largely due to the immense amount of 

energy I invested in the class. However, I cannot deny that one reason for my investment in 

the CLERAC course was precisely because I knew this would be my PhD class. In other words, 

by looking for authenticity, I actually created it. In some ways, this might contradict the 

established existential notion of authenticity cited at the start of this thesis, in which it was 

suggested that searching for authenticity leads to inauthentic behaviour (Sartre, 1992; van 

Lier, 1996), and of course this is something I have tried to address in my justification of this 

study. However, one of the findings of this inquiry is that creating a culture of authenticity in 

the language classroom requires a conscious effort, constantly negotiating and acclimatising 

to the developing identity of the individuals in the classroom. 

For most classes, I felt a kind of excitement about my work and I looked forward to seeing 

my students’ faces. I felt a great sense of duty to them, and I felt they would always be 

important to me as I ‘immortalised’ them (at least in my own personal experience as a 

teacher) into my PhD inquiry. They were helping me probably more than I was helping them, 

so I wanted to work hard to create a good personal rapport with each student, to set 

reasonable amounts of coursework and to give prompt, accessible and good quality feedback 

on all their work. I also knew, however, that anything they did in the class could be used as 

data, and so I did things which I knew would be fruitful as PEPAs. However, quite often, these 

tasks proved to be very valuable for the students (and little used by me in my analysis), and 

so I feel that this ended up balancing itself out, and as such the ‘quality of classroom life’ was 

still the main concern throughout the inquiry. However, the main difficulty with this study 
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was that everything was recorded and everything was relevant, even though it did not always 

seem so at the time.  

Construed as an ‘authentic practice’, the scholarship of teaching emerges as an activity 

that is guided by certain standards of excellence, virtues and values. Fundamental to the 

pursuit of certain virtues and values is critical reflectivity, a quintessential aspect of 

scholarship (Anderson, 2000). Engagement in this practice furthers the authenticity of 

teachers and ultimately is aimed at serving the important interest of students. The 

important interests of students […] is the students’ own authenticity. Both teachers and 

students are thus implicated in a process of transformative learning, of objective and 

subjective reframing, of redefinition and reconstruction, in short a process of becoming. 

(Kreber, 2013, p. 5) 

Fundamentally, I think that to understand authenticity you have to understand yourself. You 

have to know what you believe, why you believe it, what you are interested in and have a 

strong hold on your philosophy of teaching. It requires a great deal of reflexivity, and at the 

same time, you cannot be too inward looking. Authenticity cannot come from simple navel-

gazing, one must simultaneously strive for an understanding of one’s own context, 

surrounding society and people. In the classroom context this means making a connection 

with each group and with the individuals who make up that group. It is no small task, 

especially when one factors in the complexity and difficulty of classroom teaching. Another 

aspect is about being reasonable, and setting realistic goals about the level of authentic 

engagement you can achieve with the situation, context and materials. If you are not able to 

choose your own materials, for example, and have to use a dry old text which was selected 

by your country’s ministry of education, you need to recognise that authenticity can still be 

a living and organically emergent part of your teaching and learning experience. Not 

everyone will have the time or opportunity (or even inclination) as I have to look so inwardly 

at my own practice whilst receiving the guidance I needed to try and connect that personal 

insight with others in my community of practice and sphere of experience. Therefore, I 

wanted to present the findings I have made as engagingly as possible, and stress that this is 

about a process, not the individual components.  
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7.2 So What?  

At this point, the most pressing issue that I must address is the ‘so what?’ question, often 

posited by Dick Allwright in his endeavour to highlight the practical implications of his work. 

It may seem a harsh question, but this is often what people ask (directly or indirectly) when 

I explain that I am conducting Narrative Inquiry or Autoethnographic research on my own 

self. Fundamentally, how is this generalizable, or useful to other practitioners? One simple 

answer to the question of generalizability is that this study is not intended to be generalizable, 

at least not in the traditional sense. This study is obviously very personal, and as a result it is 

both situationally and contextually unique. It could not be copied or replicated. However, 

that is not to say that this study should not be useful to other practitioners.  

As stated in section 3.2, the purpose of this inquiry was to make sense of my own 

development, gain a better understanding why the DCT course was so successful and to see 

if I could recreate those conditions in another class, specifically one made up of non-English 

majors. I also wanted to examine to what extent any such findings could be turned into 

practical lessons for teacher education and techniques to empower students in their own 

learning, following some of the main principles from Exploratory Practice. Although these 

are not insignificant questions, they are of course quite personal to my own development 

and thus one might be forgiven in asking ‘so what’?  

Throughout this inquiry, I have made it clear that the main focus was on the synergistic 

relationship between teacher and student motivation, and how the concept of authenticity 

is an aspect of this dynamic process. From these elusive and complex interactions, I have 

been able to distil what I believe are genuinely practical insights into the nature of classroom 

interactions at both an individual and group level, paying particular attention to context. 

What this means for other practitioners, language teacher educators and researchers is a 

deeper understanding of language teacher identity and a rare and hard to find cross-section 

of a single language course spanning a year of twice a week instruction. In that sense, this 

study is quite important in that it allows the reader a deep and personal account of these 

vital processes, which I have argued are central to the authentic experience of language 

teaching and learning.  

In terms of relevance to others, for motivational research I feel the insights regarding social 

authentication, synaptic crossings and indictors of synergy are likely to be the most useful 

contribution overall. These are not only quite tangible and operationalisable in terms of 

research, but they are also practical and fairly easy to understand from a practitioner’s point 
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of view. In terms of linking motivation with authenticity, I hope my discussion of the 

authenticity continuum and the language impetus triad will also be seen as making a useful 

contribution.  

In terms of practice, one of the most useful aspects from this inquiry is hopefully the story 

itself as a potential dialogue of development. In reading such a story, hopefully this invites a 

form of participatory reflection as well, thus starting a dialogue of sorts between myself and 

other teacher/researchers. As Bell has noted, ‘narrative work resonates well with its 

audience and appears to be well remembered as a result’ (2011, p. 582), and thus it is more 

appropriate for generating discussions of practice and teacher development, especially 

professional dialogues which seek to enhance reflective practice.  Also, the research method 

which I have used could also be seen as a contribution, and I hope that other studies in the 

future might choose to adopt similar, evidence-based approaches to practitioner research. I 

think autoethnography and Exploratory Practice are natural cousins in terms of research 

aims and the types of ethical considerations around which they are structured, so again I 

hope that having combined the two is seen as a good thing rather than a deviation from the 

mainstream of Exploratory Practice research.  

Overall, I personally feel this inquiry has been extremely useful for me on an individual basis. 

If I were to read another article like this (and in preparation for this inquiry, I have read many 

other such personal accounts) I think I would find it very useful in terms of reflecting on my 

own teaching. In that sense, I hope that this inquiry makes a useful contribution both in terms 

of theory and practice. Recent publications that feature collected vignettes of practitioners’ 

first-hand accounts, such as Copland et al. (2016), Hanks (2017) and Mann and Walsh (2017) 

attest to the usefulness of narratives like this and their validity as a form of empirical data 

with practical implications.  

In terms of a larger contribution, Riessman argues that ‘Narratives do political work. The 

social role of stories- how they are connected to the flow of power in the wider world- is an 

important facet of narrative theory’ (2008, p. 8). Simply in terms of literature review and as 

a summary of current thought, this inquiry presents a great deal of in-depth reading and tries 

to make practical connections from a wide range of sources. In this way the study may be 

useful in bringing to light areas previously not considered by practitioners.  

I hope it is clear from reading this inquiry how much effort and hard work has gone into it. 

Of course, I am not just referring to myself as the author, but also my students as participants, 
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as well as my colleagues and supervisors as collaborative contributors. Quite simply, I do not 

think so much work would have gone into this study if it were not going to serve some 

practical use and make a significant contribution to our field.  

Fundamentally, autoethnographies are about empowering people, as I have explained 

throughout this inquiry. The idea that teachers can do research is no longer controversial, 

but the idea that they can do serious research which will be accepted as good quality 

research done by teachers for teachers and yet able to sit alongside more established forms 

of SLA and applied linguistic research in academic circles is still much contested. In 

completing a study such as this, which attempts to be both academically rigorous and yet 

ultimately based on practice and intended to achieve praxis (i.e. to inform practice through 

theoretical insights) it is my attempt at empowering such forms of practitioner research, and 

thus empowering teachers. This study was my attempt to challenge the often-perceived gap 

between theory and practice, which I have decried numerous times throughout this thesis. 

In practical terms, practitioners who are aware of this study and learn that I achieved a 

Doctorate by basically doing my job as a teacher and reflecting on it and presenting it as a 

story are likely to feel empowered that they, too, could do something similar. Indeed, I have 

been able to encourage several of my colleagues to embark on PhDs that focus on their 

teaching. In Japan, where I work and where this study was conducted, many university 

teachers face uncertain career prospects due to government pressure for all those working 

at university to hold PhDs or doctorates. So, I genuinely feel this study is empowering for 

language teachers, but perhaps specifically teachers working in universities, or others 

wishing to gain further career prospects by engaging in academic work.  

7.3 Final words 

Like many qualitative studies, this inquiry unearths more questions than it is able to answer. 

I do not see this as a failing or a bad thing. Rather I see this inquiry as simultaneously a small 

step and a giant leap in the direction of authenticity research and its relation to L2 motivation 

and identity. This inquiry is a first, small and tentative step into the research arena as well as 

a giant personal step for me as both a teaching professional and a researcher. This inquiry 

has been rather like the mythical hydra beast which grows two new heads for each one lost. 

Every finding produces more and more avenues for further inquiry, and thus my research 

agenda seems limitless and daunting. Authenticity truly is a quest, a journey rather than a 

destination.  
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So by all means, let us reflect, and articulate a rationale. Though let us carefully scrutinize 

the initial sets of ideas we call our philosophy of teaching for what is missing, and above 

all for what we have accepted, perhaps unconsciously, without asking where it came 

from and what baggage it brings with it. That done, let us identify our aims and set 

course.’ (Crookes, 2009, p. 239) 

In summary, I have been able to understand more about the synergistic relationship between 

my own (the teacher) and the students’ motivation. My evidence for this is based on my 

perception of the students’ motivation and triangulated with practical and pedagogically 

useful instruments such as the end of course evaluation feedback and other data produced 

by the students through the natural course of teaching. I was warned against using words 

like ‘prove’ by my supervisor, since this was never my intention, and indeed my approach to 

research as a social constructivist means that I would always question what it means to prove 

anything, since knowledge is constantly being constructed. Therefore, I have gained deeper 

understandings but also arrived at further areas for inquiry.  

I feel I have made an important link between authenticity and motivation, but this is more 

due to the way I conceptualise these constructs than any particular piece of evidence. This 

is, nonetheless, useful to the field, as it brings us a little closer to understanding these elusive 

concepts and provides a detailed motivational cross-section of the inside of a language 

classroom. The other findings in this inquiry are likely to be of relevance to language teacher 

education and research methodology within this discipline. I have shown that evidence-

based reflection leads to insights which are vital to my own professional development, and I 

intend to examine closely how an understanding of the authenticity gap/bridge enabled me 

to create a culture of authenticity which helped my students to maintain motivation. I have 

unpacked the dynamic processes involved in the creation and nurturing of the small culture 

of the classroom, and I think that, although very personal in nature, this inquiry might be 

useful to others in that it adds to the pool of shared experiences from which practitioners 

build their expertise and knowledge. In this sense, I feel that my narrative tries to give a valid 

account of my experience, and as such it provides a window on the interactions that take 

place between my students and myself, as I attempted to make the learning process both 

personal and meaningful in an overt attempt to create a motivating authentic culture within 

the language learning classroom.    
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8 Afterward 

In the spring semester of 2016 I was teaching a new elective course for CLER called 

Environmental Issues in English (CLEREnv), which was not going particularly well. There were 

only six students, and the course was a bit of a non-starter. Then, in the autumn semester 

(October 2016) I printed my register for the class and instantly recognised Mr Swamp’s name 

from CLERAC. He had optionally signed up to take one of my lessons! Although Mr Swamp 

was not a particularly outstanding student, his name on my register made me very happy. 

On the first day of CLEREnv we had 12 students, and a much more upbeat atmosphere than 

the previous semester. I could tell from Mr Swamp and his friend’s reaction that they had 

been wondering if I would remember him. He seemed very happy when I greeted him by 

name as soon as I saw him. We sat in circles straight away, and went around the class in turn 

asking ‘why did you choose this elective class?’ The first of the six new students said basically 

that Mr Swamp had recommended me as a teacher, and so they took this course. The second 

new student said the same, as did the third and fourth and so on. It became quite 

embarrassing actually, and when it was finally Mr Swamp’s turn to speak, he said that he had 

chosen the class because he had so much fun in CLERAC and wanted to practise his English 

again (now that his compulsory English education was over).  

I kept detailed journals throughout of Mr Swamp, making note of anything that might be 

useful, although it was too late to add to the main body of the inquiry. What stood out the 

most was the fact that Mr Swamp seemingly has no memory of anything we studied in the 

CLERAC class. This is fortunate, as I was recycling (excuse the pun) much of the content from 

CLERAC and DCT in this Environmental themed class. Mr Swamp could not remember having 

made a video project. After a while, it became the kind of ‘class joke’ that even though Mr 

Swamp loved my course so much that he brought all his friends along, he could barely recall 

any details of the contents we covered. This merely confirms my previous statements about 

prioritising the experience over the learning gains. This is, of course, not applicable to all 

teaching contexts, but it certainly has become a central part of my philosophy of teaching.  

After completing the first full draft of the thesis in September 2016, I started teaching again 

in October and found that I was transformed. I did much more work on group dynamics, I 

had much more emphasis on the class as a group and yet at the same time a better 

understanding of the individuals. I made time to speak to each member in turn and allowed 

more opportunities for the class to sit in large circles or present in front of groups. I also did 
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more mingling activities, although I made them appropriate to the university setting and 

tried to avoid the childish or mendokusai (tiring) activities that I had previously found off-

putting about such activities. Furthermore, I re-applied EP and this time I actively got the 

students to create their own puzzles, which usually became the focus for their assessments. 

However, there is also a downside which I have noticed. Now that I have written a PhD thesis, 

published a book and written several articles, I find that I am very much further along in 

terms of my academic career than the undergraduate students I work with. This has 

contributed and is contributing to the authenticity gap between them and myself. I find that, 

whereas once I was quite forgiving and tolerant of sloppy essays or poorly researched papers, 

being merely content that the students had tried to write in English, now I react strongly and 

strictly to poor quality academic essays. Analysing and reflecting on this, I realised it was 

because I now see myself as much higher up in terms of the type of academic writing I 

produce and hence the type of academic writing I want to be exposed to. These are, perhaps, 

natural by-products of attaining such a high-level academic degree, and certainly an aspect 

of habitus.  

Also, having invested such a huge amount of time, money, energy and personal identity into 

academic writing, it is natural that I would distance myself from anyone who seems not to 

see the validity of academic writing. In other words, a student’s passive attitude to their own 

essay is almost an affront to my own career, as a teacher and as a writer. Naturally, I distance 

myself from such individuals and become strict in my marking, get easily frustrated, perhaps 

even begin to harbour resentment. As cohort after cohort of student comes to my classroom, 

I must challenge this attitude before it takes me down the road to bitterness and teacher 

burn-out.  

This inquiry has allowed me to self-analyse to such an extent that I am now confident I can 

recognise these authenticity gaps and begin using empathy and other strategies to build 

synaptic crossing in order to foster positive motivational synergy. This inquiry has changed 

me, and undertaking it has built many bridges, but also created new gaps. My understanding 

of the topic has grown immensely, and yet there is still much for me to learn. I would like to 

thank you for reading and for hearing my story.  

RP 25/01/2017 
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10  Appendix 

10.1 Spring Semester Syllabus 

Class Dates Course Topic Assignments 

L101A (16/04/2014) 

Introduction and course overview. Detailed 
explanation of assessment procedure, 
demonstration of eLearning resources. 
Student needs analysis in which a short 
questionnaire will be administered.  

 

L101B (CALL) (18/04) Begin Research Project 1: World English  

L1.2A (23/04) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L102B (CALL) (25/04) Begin Research Project 2: Online Security  

L103A (30/04) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L103B (CALL) (02/05) Begin Research Project 3: Adventure Travel  

L104A (07/05) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L104B (CALL) (09/05) Begin Research Project 4: Real or Fake?  

L105A (14/05) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L105B (CALL) (16/05) Begin Research Project 5: Fallacies 
Class 
Participation 
1/3 

L106A (21/05) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L106B (CALL) (23/05) Begin Research Project 6: Energy Projects  

L107A (28/05) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L107B (CALL) (30/05) 
Begin Research Project 7: Technology 
Projects 

 

L108A (04/06) Research Project 1: Study Skills Workshop 
Online research 
tasks 

L108B (CALL) (06/06) Mid semester Review activity 
Need analysis. 
Reaction Paper 
(20%) 

L109A (11/06) Final Presentations workshop 
Group video 
project work 

L109B (CALL) (13/06) Final Presentations workshop (video) 
Group video 
project work 

L110A (18/06) Final Presentations workshop 
Group video 
project work 

L110B (CALL) (20/06) Final Presentations workshop (video) 
Group video 
project work 

L111A (25/06) 
Watch Final Project Presentation Videos in 
class 

Class 
Participation 
2/3 

L111B (CALL) (02/07) Essay Workshop (citing and referencing)  
L112A (04/07) Essay Workshop (writing)  
L112B (CALL) (09/07) Essay Workshop (formatting)  
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L113A (11/07) Finish Essay 
Hand in Final 
Essay (20%) 

L113B (CALL) (12/07) Exam Strategies Workshop  

L114A (16/07) 
Final Exam in class (60 mins) 
Feedback and evaluation 

Final Exam 
(10%) based on 
TOEFL reading 
and listening 
sections 

L114B (CALL) (18/07) Wrap-up and Review 
Class 
Participation 
Round-up 3/3 
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10.2 Autumn Semester Syllabus 

Class Dates Course Topic Assignments 

L201A (01/10) 

Introduction and course overview. Detailed 
explanation of assessment procedure, 
demonstration of eLearning resources. 
Student needs analysis in which a short 
questionnaire will be administered.  

 

L201B (CALL) (03/10) Begin Research Project: Prejudice  

L202A (08/10) Research Project: Study Skills Workshop 
Online research 
tasks 

L202B (CALL) (10/10) Finish Research Project  

L203A (15/10) Student led output session: Prejudice 
Output session 
(presentation) 

L203B (CALL) (17/10) Begin Research Project: Food  

L204A (22/10) Research Project: Study Skills Workshop 
Online research 
tasks 

L204B (CALL) (24/10) Finish Research Project  
L205A (CALL) (Tues 
28/10, Virtual Friday) 

Student led output session: Food 
Output session 
(presentation) 

L205B (29/10) Begin Research Project: Consumerism 
Class 
Participation 
1/3 

L206A (05/11) Research Project: Study Skills Workshop 
Online research 
tasks 

L206B (CALL) (07/11) Finish Research Project  

L207A (12/11) Student led output session: Consumerism 
Output session 
(presentation) 

L207B (CALL) (14/11) Begin Research Project: Economics and Oil  

L208A (19/11) Research Project: Study Skills Workshop 
Online research 
tasks 

L208B (CALL) (21/11) Mid semester Review activity 
Need analysis. 
Reaction Paper 
(20%) 

L209A (26/11) Finish Research Project  

L209B (CALL) (28/11) 
Student led output session: Economics and 
Oil 

Output session 
(presentation) 

L210A (05/12) 
Begin Research Project: The Environment 
and Wildlife 

 

L210B (CALL) (10/12) Research Project: Study Skills Workshop  

L211A (12/12) Finish Research Project 
Class 
Participation 
2/3 

L211B (CALL) (17/12) 
Student led output session: The Environment 
and Wildlife 

Output session 
(presentation) 

L212A (19/12) Essay Workshop (citing and referencing)  
L212B (CALL) 
(07/01/15) 

Essay Workshop (writing and formatting) 
Hand in Final 
Essay (20%) 

L213A (09/01/15 Final Presentations workshop (video) 
Group video 
project work 
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L213B (CALL) 
(14/01/15) 
(cancelled) 

Final Presentations workshop (video) 
Group video 
project work 

L214A (16/01/15) 
Watch Final Project Presentation Videos in 
class Feedback and evaluation 

Class 
Participation 
Round-up 3/3 

L214A (CALL) 
(21/01/15) 

Wrap-up and Review  
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10.3 Transcription Conventions 

Based on Du Bois, Schuetze-Coburn, Cumming, and Paolino (1993) and Walsh and Mann 

(2015) 

RICHARD: 
MR.CHRG: 

Speaker attribution. Pseudonyms are used for all students, the 
teacher researcher is referred to as RICHARD. When the whole class 
speaks or reacts the word CLASS is used. Names are usually 
abbreviated by omitting vowels. 

MS.DWNTR?: indicates that the identity of the speaker is uncertain. Where 
possible, the alternative candidate for the turn is provided as 
follows: MS.DWN/MS.OLDR?; 

@  indicates laughter. Sometimes a further description of the type of 
laughter is explained in square brackets.  

…  shows a short, untimed pause of less than three seconds. 
((......6))  shows a longer, timed pause. The number of dots indicates one 

second of a pause, the duration is then given in seconds. The 
example shows a six second pause. 

, shows a continuation of tone 
. shows naturally falling intonation 
? shows naturally rising intonation 
:: shows extended vowel. The number of colons roughly represents 

the length of the extension.  
Nihongo Words in italics are Japanese with the translation in double 

parenthesis afterwards ((Japanese language)).  
[  shows the point at which an overlap starts 
] shows the point at which the overlap begins with the other speaker 
[show of hands]  shows non-speech descriptions of movement. As the transcripts are 

based on audio recordings, these are often recalled from memory or 
according to field notes.  

(?actually)  uncertain words or unclear words  
Eng- a word started but not completed 
Er, um, ah, oh  onomatopoeic representation of exclamation sounds 
AND Words all in capitals show the word was stressed for particular 

effect.  
! Intentionally spoken in a humorous way with raising intonation and 

pitch 
\ Spoken with exaggerated lowering intonation 
/ Spoken with exaggerated rising intonation.  
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10.4 CaLabo Transcript 

 

 
1.  MS OLDR: Yoroshiku onegaishimasu (([polite] if you please)) 
2.  MR HOUSE: Onegaishima:su ((if you please)) 
3.  MR AUX: Onegaishimasu ((if you please)) 
4.  MR WIDE: Kore nani yaru no? ((what should we do?)) 
5.  MS OLDR: Ah.. Ah… what did you find… findo? Research… topicu? 
6.   @ 
7.  MR HOUSE: Ah nani shirabeta ((what did you research)) 
8.  MR WIDE: Ore shirabeta jikan hanbun ((I only had half the time to research)) 
9.  MS OLDR: Ja watashi kara ikemasu…((Okay, I’ll go)) I researched topic about 

music in English. I like Ayana Grande, she is so cute and she is big big 
big artist. Ah nandero ski no kyoku to ii no.. nandaro… wakarania yo 
((hmmm, a song I like. What should I say. I don’t know)). Ah. I … I have 
her (ah her ka?) her album. Ah Has album (…) all. Eh, nanitsute iin 
daro nanisetsume shitai ga iin daro…. ((Eh, what should I say, how 
should I explain)) I want you to listen tha music. Thank you. Dozo sugi 
no hito ((okay next person)). 

10.  MR AUX: Ja, ikiimasu ((Okay I will go)). 
11.  MR HOUSE: Hai onegaishimasu ((Yes, if you please)) 
12.  MR AUX: My way is reading article of soccer (?written) in English. There are 

verb and the adjectives that has not looked so far and the contents 
are interesting. I think that it is so… it is to spended profit when I read 
sports article a lot. Ijo desu ((that is all)). 

13.  MR HOUSE: Thank you 
14.   Thank you 
15.  MR HOUSE: Ja, sugi (…) yarimasu ((Okay, I will (…) do it [next])).  
16.   Hai ((Yes)) 
17.   Hai ((Yes)) 
18.  MR HOUSE: Uhh. I researched topic um movie in English. Ah. English is ah I think 

helped my studying English ah: many case English movie that is sold in 
Japan be able to set subtitle and up voice. I think this option is  very 
good. Ah When we set that subtitle is Japanese and voice is English 
we compare Japanese and English no interval. Moreover, when 
subtitle is set to English we can study word grammar and 
pronouncing. I think movie is best tool of studying English while 
enjoying. Thank you. Owari desu ((finished)) 

19.   Thank you: 
20.   Thank you: 
21.  MR WIDE: Eh to desune. Choto kanashi […] shirabeta ga chigau ((So, erm… 

unfortunately […] I researched the wrong thing)) 
22.   […] [this sequence of turns is omitted] 
23.  MR WIDE: How to learn English.. One, remember word. Two, understand 

grammar, three listening some video in English. Four, living in English 
country. Five, communicate with foreigner. Six do not be afraid to 
speak English. Konna kanji? Nanka sumimasen ((that kind of thing? 
Sorry, excuse me)). 

24.  MS OLDR: Owachita ((Oh no, we finished)).  
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25.   Doushiyou ((what should we do)) 
26.  MS OLDR: Ah… Uh: haha. (………….) Ah.. uhuhuh….. (….) Nandaro. Owa[chita 

((What to say, we finished))[ 
27.                                                                                                               ]Doushiy[

ou ((What shall we do)) 
28.  MS OLDR:                                                                                                                              

]Do you like English? 
29.  MR HOUSE: I like English, but I don’t speak English well 
30.  MS OLDR: H; haha. Uh, nandaro na ((what to say, huh))… Ah. Me to I like English 

but I can’t [sniffs] speak English well. I’m (…) so sad. @ 
31.   (…… [long pause again]) 
32.  MR HOUSE: Doushiyou ((what should we do)) 
33.   @ 
34.  MS OLDR: ah nandaro. Ah: nandaro na ((what should we say. What to say)) (…..) 

Ah; Wha. What do you recommend (…) nandaro, shirabeta naka de 
((how to say, what did you research)) 

35.  MR HOUSE: Ah, eh to. I recommend how to learn English is living in ano ((like)) 
English country. Living in another country is the most mostu (.,…) 
nandarao, ichiban hayai houho.((how to say the fastest way)). 

36.  MS OLDR: Fasto? Fast way? 
37.   @ 
38.  MR HOUSE: fast way I think 
39.  MS OLDR: Ah: Ah: 
40.  MR HOUSE: Eh how how about you 
41.  MS OLDR: I think, I think nandaro ((how to say)) listening the music is nandaro, 

fast way da ne ((isn’t it))? 
42.   @ 
43.  MS OLDR: listening the music is best way. (@). Do you (…) nandake ((how to 

say))? (…) do omoiymasuka ((what do you think))? Do you think 
44.  MR HOUSE: I think listening English music is good way. 
45.   @ 
46.  MS OLDR: oh thank yo[u 
47.  MR HOUSE:                      ]but I remember music tone, phrase, I remember phrase 

but I don’t remember English mea[nings 
48.  MS OLDR:                                                     ]ah, ooh, tashikan ni ((that’s true)) 
49.  MR HOUSE: so listening to music is not good way for me 
50.   [….] 
51.  MR HOUSE: I think best way is watching movie in English. Movie is not only 

phrase… ah I understand meaning. I can understand meaning. It’s 
point is good point 

52.  MR WIDE: I think too 
53.  MR HOUSE: good good 
54.  MS OLDR: How how how many? How many do you watch the movie in a month?  
55.  MR HOUSE: u:n. (…)  
56.   Dai tai de ii yo ((roughly is ok)) 
57.   Tekito no 
58.   Nand- avengers do ka 
59.   Oooh 
60.   (…) 
61.  MS OLDR: How. How. How is it? 
62.   It’s very fun 
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63.   @ Oh. 
64.   (…) 
65.  MS OLDR: Ahhh: Nandaro ((what to say)) (…) 
66.  ALL Ummmm… 
67.  MS OLDR: mina ne? Mina ((everyone, right. Everyone)). What what do you like 

(…) the mo[vie 
68.  MR HOUSE:       ]what movi[e 
69.  MS OLDR:                            ]what, how ka[na ((maybe)) 
70.  MR HOUSE:                                                      ]I like the fantasy movie, like Harry 

Potter 
71.  MR WIDE: Ah! 
72.  MS OLDR: Ah, me too, I like the fantasy movie, for example Disney Fantasy, in 

English. I like the Beat and Beauty. Ah, ya so(?rry). .(…. ) I don’t know. 
(?Genre) 

73.   (…) 
74.   @ 
75.   [Long pause] 
76.  ALL Ummmm….. 
77.  MS OLDR: Thank you  
78.   Thank you 
79.   Owachita 
80.  RICHARD (At this point I came into the conversation, but my voice is not picked 

up. I mention Genre and go out, then they ask in Japanese how I can 
hear them and Ms Oldriver says I can ‘lock on’. When I leave, they 
pick up the conversation) 

81.  MR WIDE: I like fantasy movie, like Back to the Future 
82.  MS OLDR: I watch the movie, so fantastic 
83.  MR HOUSE: I didn’t watch it. 
84.  MS OLDR: Oh, let’s watch the mov[ie  
85.  MR HOUSE:                                            ]yeah, ok. 
86.   (…) 
87.  MS OLDR: Are, [smiling voice] mouu hitori nakata dozo ((one other friend go 

ahead)) ha ha  
88.  MR AUX: Ah…. Ski na eiga ((a film I like))? 
89.  MS OLDR: Mita koto are yate ((I film you have seen)) 
90.  MR AUX: Eigo na yatsu dake ((Only an English one))? 
91.  MS OLDR: Yes, in English @ ah, ma nai ka ((maybe there isn’t one)) 
92.  MR AUX: Avatar 
93.  ALL: Ooooh 
94.  MR AUX: Sono gurai kanai ((something like that)) 
95.  MS OLDR: What do you think the movie? 
96.  MR AUX: It’s very fantastic 
97.  MS OLDR: Fantastic? A:::[h?  
98.  ?MRHOUSE

: 
                         ]Huh 

99.  MS OLDR: Battle, battle movie 
100.  MR AUX: Uchiy o sukoshi battle ga aru ((there is a kind of battle in space)) 
101.  MS OLDR: eh, what category 
102.  MR AUX: Fan-...fantasy. SF kana ((maybe))? 
103.  ALL: Hmmm  
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104.  MS OLDR: Eh, where do you watch, Ah where did you watch the movie (…) 
where. Eigaka. Nantute Eigo ((Cinema, did you say the cinema))?. 
Cinema? Home? 

105.  MR AUX: Yes 
106.   Laughter @ 
107.  MS OLDR: Dochi ((which)) 
108.  MR AUX: Eigaka ((cinema)) 
109.  MS OLDR: eh, 3D? 
110.  MR AUX: Ah so so. Yes 
111.  ?ALL: Ehhh 
112.   (….) )long pause) 
113.  MS OLDR: Nandaro na ((what to say huh)). 
114.   (…) 
115.  MS OLDR: Owachita ((oh no we finished)) U:nn. U:n. (…) Nandaro na ((what to 

do)). (…)  Nanka aru kana ((I wonder if there is anything else)) (…) 
116.   (…) [long pause. Someone can be heard typing again] 
117.  MS OLDR: Owach[ita ((we finished)). [ 
118.  ?MRHOUSE

: 
             [doushiyou ((what shall we do)) 

119.  MS OLDR: Nanka aru ((is there anything)) 
120.  ?MRHOUSE

: 
what music do you like? What types of music 

121.  MS OLDR: Music? Ah: I like dance music, eh, because I (..) like (?uh) I like to 
dance. And I like rock music too. 

122.  MR WIDE: Oh ho ho 
123.  MR HOUSE: Jibun no kita wa yoku wakarani ((I don’t really know what to [?listen 

to])) 
124.  MS OLDR: For example (….)  
125.   [Teacher can be heard ending the task and instructing people to wind 

down. Headsets can be heard being taken off. Conversation ends.] 
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10.5 Letter Stating Research Intentions 

28th May 2014 

Dear (mail merge student name) 

I have been your teacher for over 5 weeks now. In that time I feel I have made a good 
connection with your class and I have tried to speak with you in person sometimes as well.  

You are (personal feedback) 

As you know I am currently studying for my doctoral degree (PhD) in applied linguistics at 
the University of Warwick in England. I am writing this letter to tell you about my research 
and how you can play a part in my doctoral thesis.  

I am doing classroom research as part of my PhD, and I am specifically looking at my own 
classes and how I can make them more authentic and more motivating for my students. I 
teach many classes, but I have chosen only two classes to focus on for my research (this 
means the quality will be better I hope). I have chosen to conduct my research together with 
your class and (WSK1) because these are year-long courses and therefore you are the 
students I will get to know the best over the next academic year.  

The type of research I am conducting is called reflexive practice – see Allwright or Edge. If 
you would like to read a summary of my research methods please visit (link). Basically, one 
of the principles of this research method is that the research should involve all the 
participants. That means my research should involve you as much as possible and also I 
should report my findings in a way that you can understand and benefit from.  

So, what I am saying is that if you agree to be a participant in my research, I will include you 
in the research findings and I will tell you about what I learn.  

Actually, we have already begun this process because my teaching is part of my research. 
However, I would like to invite you to formally become a participant in the research, in order 
to understand what I am doing and what part you can play in the process.  

The ethics of research are very important. None of the research I am doing will put you in 
any harm. Nobody will be able to identify you from my research. I am not changing my class 
or experimenting on you, I am simply collecting data to help myself understand more about 
my own class and my own teaching.  

Next week I will give out a consent form in the class. Please take the form home with you 
and read it. In the following class I will ask you to return the consent form. You are under no 
obligation to participate in the research and you do not have to say yes to the research. If 
you are not part of the research this will not affect your grade for the class.  

Please ask if you have any questions. You can also contact my PhD supervisor (who speaks 
Japanese) if you have any questions which you would like to ask. If you would like a copy of 
this letter in Japanese I will be happy to provide you with one.  

Thank you for your help with my research and I look forward to working together to get a 
better understanding of authenticity and motivation.  

Sincerely, 

Richard 
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10.6 Consent Forms 
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10.7 Digital Appendix 

Please visit my Warwick Portfolio for details of Performance Indicators and classroom results, 

such as a summary of grades and details about the Coffee Room forum usage and uptake.  

http://www2.warwick.ac.uk/study/csde/gsp/eportfolio/directory/pg/live/elrmaj/digitalappendix/  

  

http://www2.warwick.ac.uk/study/csde/gsp/eportfolio/directory/pg/live/elrmaj/digitalappendix/
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