
 

 

 

 

 

 

 

INVESTIGATING EXPERTISE: FOUR CASE STUDIES OF EXPERIENCED 

EFL TEACHERS IN JAPANESE UNIVERSITIES 
 

 

 

 

A Dissertation 

Submitted 

to the Temple University Graduate Board 

 

 

 

 

 

In Partial Fulfillment 

of the Requirements for the Degree of 

Doctor of Philosophy 

 

 

 

 

 

By 

Mayumi Asaba 

August, 2019 

 

 

Examining Committee Members 

 

Christine Pearson Casanave, Advisory Chair, Teaching and Learning 

David Beglar, Teaching and Learning 

Eton Churchill, External Member, Kanagawa University 

Hanako Okada, External Member, Sophia University 

  



 ii

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

© 

 

Copyright 

 

2019 

 

by 

 

Mayumi Asaba 

 



 iii 

ABSTRACT 

These case studies of four experienced teachers are focused on attributes that 

indicated expertise in L2 teaching in Japanese universities. In order to select participants 

who were likely to demonstrate characteristics of expertise, I modified and used the 

criteria based on previous expertise research in general education. The criteria included 

three factors: experience, educational backgrounds, and recommendations. I chose to 

focus only on effective teachers because the purpose of this study was to examine 

characteristics that were suggestive of expertise. 

Data sources included classroom observations, interviews with focal participants 

and focus groups of students, and a collection of artifacts. Classroom observations took 

place in a minimum of four lessons in each of two different classes that participants 

taught. Furthermore, I conducted and audio recorded a minimum of five interviews with 

each participant. Moreover, a collection of artifacts, such as syllabi, handouts, and tests 

that the participants created and used provided insights into these teachers’ knowledge 

and beliefs about language learning and teaching. Student-focus group interviews were 

conducted to explore congruences between students’ and teachers’ perceptions of classes. 

Data analysis included both deductive and inductive approaches. First, I relied on 

the findings of previous research in the field. For example, I looked for characteristics 

proposed by Bereiter and Scardamalia (1993), who explained how experts solve problems 

differently from nonexperts. They argued that nonexperts solve problems to make their 

jobs easier. In contrast, experts find and solve new and important issues in their domain, 

which they called progressive problem solving. In addition, based on the conception that 

knowledge and beliefs are different (Nespor, 1987), teachers’ beliefs, which influenced 
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teachers’ developmental processes and use of knowledge, were examined. Furthermore, 

Shulman’s (1986, 1987) and Turner-Bisset’s (2012) notion of teacher knowledge guided 

the examination of the participants’ knowledge bases. Second, recurring themes other 

than what has been discussed in previous expertise studies were examined. 

The results indicated three characteristics of these participants. First, since they 

first entered the field of teaching English, they continued to develop based on reflection 

and problem-solving. The nature of reflection was critical, in which they examined their 

teaching based on students’ reactions. Their reflection also led them to engage in 

problem-solving. Rather than simplifying issues to make their jobs easier, they sought 

ways to effectively enhance students’ learning by revising their materials. The nature of 

their problem-solving was similar to Bereiter and Scardamalia’s (1993) description of 

experts, who engage in progressive problem-solving. 

Second, these teachers indicated their beliefs related to teacher autonomy and 

teacher integrity. Autonomy that these participants found in their contexts allowed them 

to teach based on their beliefs. In addition, autonomy allowed them to achieve agency to 

find and work on issues that they believed important and challenging. Consequently, their 

problem-solving enhanced their growth. Moreover, autonomy allowed them to have flow 

experiences, in which they were able to enjoy the process of problem-solving. 

Furthermore, the participants demonstrated their strong beliefs related to their sense of 

integrity towards their professions. Integrity that they felt towards their professions 

pushed them to work harder and allowed them to positively approach teaching and 

students. However, the findings also suggested that teacher integrity could be 

compromised when teachers faced issues such as lack of job security and teacher burnout. 
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The final aspect was the participants’ sophisticated knowledge of learners, an 

integral component for excellent teaching (Shulman, 1986, 1987). The participants’ 

knowledge of learners was categorized into two models suggested by Turner-Bisset 

(2012). One is social knowledge of learners, and the other is cognitive knowledge of 

learners. The teachers understood what students were like as well as their cognitive 

development of learners and used their knowledge of learners to set up learning activities 

that would help students achieve goals. They also used assessments effectively to develop 

and refine knowledge of learners. Furthermore, their knowledge of learners allowed them 

to approach teaching in a flexible manner. 

This dissertation concludes with pedagogical implications for teachers, teacher 

educators, school administrators, curriculum designers. In addition, limitations of this 

study and a proposal for further research are provided.  
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CHAPTER 1 

INTRODUCTION 

 

Background of the Study 

People are fascinated with experts who truly excel in their chosen field. Whether 

it is musicians, chess players, or athletes, experts can demonstrate their exceptional 

performance in their field (Ericsson & Lehmann, 1996). Ichiro Suzuki, recently retired, is 

such an expert because he is considered one of the most exceptional athletes in the 

history of professional baseball. Over the last two decades of his career as a professional 

baseball player, Ichiro has set numerous records not only in Japan, but also in the United 

States. He is called “The Wizard” by his teammates and fans because watching his 

performance is like watching magic. What for most other players would be a ground out, 

he can make into a hit. Runners seem to rush when Ichiro throws from the outfield 

because they know how quickly he can fire the ball back to the infield. Ichiro has been 

able to maintain a level of mastery performance for every team he has played for. 

People wonder what makes Ichiro such an exceptional athlete and are keen to 

learn about his expertise. Numerous sports journalists have attempted to analyze and 

understand his expertise by exploring his knowledge, practice routines, and philosophy 

toward baseball in books, articles, and interviews (e.g., Ishida, 2010; Konishi, 2009). 

They also want to understand his belief systems and simulate some of his practices in the 

hope that someday they can also be experts in their professions. The goal to understand 

what makes experts and what they think and do parallel those in the teaching field. 
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One area of teaching that deserves more attention in the field of expertise studies 

is foreign language. Investigating expertise in Second Language (L2) teaching is critical 

for two reasons. As many people view Ichiro to be different from other baseball players, 

those who are recognized as experts in a field have characteristics that distinguish them 

from others in the same profession, such as in their manner in making significant 

contributions in the field. Teachers are not exceptions to this rule. However, even though 

many people might know intuitively who teachers with more expertise are, little is known 

as to what exactly makes them different from other teachers with less expertise. 

Understanding knowledge and skills that demonstrate characteristics of expertise could 

provide every teacher and teacher educator with valuable insights. In particular, 

examining the nature of expertise and how someone develops expertise is beneficial for 

teachers who want to follow in the footsteps of expert teachers, in the hope they too can 

become an expert teacher someday. 

I personally became interested in this topic to learn what L2 teachers do to 

continue to grow even after accumulating years of teaching experiences. Since I first 

started my teaching career over two decades before, my knowledge and competence have 

evolved gradually. Whereas I struggled to complete simple tasks, such as introducing an 

activity without confusing students, now I can provide students with clear instructions. I 

can engage students with tasks without losing their attention and interest in the process. 

However, at the same time, the development in some areas of my teaching seems to have 

fossilized. In the midst of busy schedules, I find myself opening a file, which contains 

numerous handouts I have developed over the years knowing that I should probably make 
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a new handout to meet needs of students I have today. I chose this research about 

expertise in L2 teaching to learn about what experienced teachers like myself do to 

prevent fossilization of growth. I hope to apply knowledge I gained from my study to my 

own development not only as a researcher, but also a teacher. 

 

Statement of the Problem 

The first problem that this study addresses is the lack of understanding about the 

process of developing expertise. Expertise studies frequently compare experts to novice 

teachers or look for similar characteristics among experienced teachers by examining 

these teachers’ state of expertise through “snapshots” (Farrell & Bennis, 2013; 

Gatbonton, 1999, 2008; Richards, Li, & Tang, 1995). Looking at the data collection of 

expertise in L2 studies reveals data that usually consist of only two observations each 

followed by an interview. An exception is Tsui (2003, 2009), who conducted case studies 

of teachers in Hong Kong ranging from one to three months. Even though previous 

studies that described characteristics of expertise provided valuable insights into what 

teachers do and think in a given moment, they have neither revealed how teachers' 

developmental process of expertise has taken place throughout their careers nor have they 

provided implications for long-term training and professional development. 

The second problem concerns lack of investigations on L2 teachers’ beliefs 

related to their growth as professionals and general approach to teaching. Previous 

research on expertise in L2 teaching revealed teachers’ beliefs related to their practices in 

the particular lessons that researchers observed or recorded. That is, the majority of what 
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they examined about these teachers’ beliefs were related to certain classroom events (e.g., 

Gatbonton, 1999, 2008). However, except for Tsui’s (2003) study, there has been no L2 

studies of expertise focusing on unveiling teacher beliefs. Previous expertise in L2 

teaching research investigated neither how beliefs assisted teachers’ growth nor other 

aspects of teaching, such as their perceptions of a coordinated curriculum. 

The third problem is that we know little about L2 teacher practice, especially 

about highly competent EFL teachers at Japanese universities. It has been demonstrated 

previously that experts have rich knowledge bases (e.g., Berliner, 2001; Shulman, 1986). 

Moreover, they engage in a continuous endeavor to enhance growth (Bullough & 

Baughman, 1993, 1995; Tsui, 2003). However, for over three decades, researchers 

discussed the reality of teacher isolation (Day, 1999; Lortie, 1975). That is, what teachers 

do in the classroom is often known only to their own students but not to administrators 

and colleagues. Moreover, particularly universities often lack standards of good or 

excellent teaching practices (Baiocco & DeWaters, 1998) unlike other educational 

institutions. This reality makes it especially difficult to identify and understand practices 

of L2 expert teachers in higher education. Although some studies described 

characteristics demonstrated by experienced teachers, they were not necessarily qualified 

as expert level teachers (e.g., Cumming, 1990; Farrell, 2013). Furthermore, previous 

studies on expertise in L2 teaching in higher education took place in ESL settings, and 

none of the studies focused on EFL teachers, let alone EFL teachers at Japanese 

universities. As a result, few educators understand overtly and explicitly what teaching 

excellence is and are unable to identify an expert teacher in this context. 
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Purposes of the Study 

The first purpose of this study was to describe how L2 teachers who demonstrate 

characteristics of expertise have developed their competence. Examining how they were 

able to reach the level of competence throughout their demanding careers is critical. 

Teachers often have multiple tasks to handle. Example of these tasks include preparing 

lesson plans, designing activities, teaching, and grading students’ assignments. 

Investigating how some teachers develop their expertise while managing these tasks 

provides important implications. In particular, it is essential to examine factors impacting 

teachers’ growth. Some factors are more closely related to within teaching contexts, for 

example, new issues that teachers face as they make a transition to a new teaching 

context (Bullough & Baughman 1993, 1995). Other factors are more related to outside 

teaching contexts, such as teachers dealing with an increasing amount of responsibilities 

at home (Tsui, 2003). In particular, how professionals engage in meaningful problem-

solving processes has been reported to be one of the fundamental differences between 

those who are recognized as experts and those who are not (Bereiter & Scardamalia, 

1993). Therefore, investigating how teachers choose and solve problems enables us to 

understand how this process enhances competence. 

The second purpose of these case studies is to understand what type of beliefs that 

highly competent L2 teachers have. In particular, understanding beliefs, which supported 

their development and practice is necessary. The purpose is related to what I discussed 

earlier about unveiling the development of expertise. According to Bereiter and 
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Scardamalia (1993), what distinguishes experts from a nonexpert is the manner in which 

the former engage in meaningful problem-solving. Therefore, it is necessary to examine 

belief systems that expert teachers had that guided their engagement with problem-

solving. Moreover, how their contextual factors allowed them to reflect their beliefs in 

teaching and problem-solving provides insights into how teacher beliefs and different 

elements of teaching interact with each other. 

The final purpose of this study was to contribute to the L2 community of teaching 

by uncovering teaching practices of four highly competent EFL teachers at Japanese 

universities, using a framework of teacher expertise (Bereiter & Scardamalia, 1993). 

Teaching is often done in isolation because teaching often happens behind closed doors. 

Goodwyn (2011) explained that the hidden act of teaching “… can be individual to the 

point of secrecy, so much of what is important can remain hidden” (p. 32). Even when 

teachers do share their experiences, the exchange of information rarely goes beyond 

discussing issues in class and concerning students from the teacher’s personal perspective 

rather than a shared experience resulting from classroom observations or team teaching. 

Therefore, I provide descriptions of practices demonstrated by highly effective teachers. 

In particular, I discuss what knowledge bases influenced their practices because they are 

considered one of the most essential elements in excellent teaching (e.g., Shulman, 1986). 

Additionally, in order to offer insights into excellent teaching practices, I used the three 

criteria proposed by general education to select teacher participants. The examination of 

participants who were likely to demonstrate characteristics of expertise sets this study 

apart from other studies, which did not rely on criteria to identify excellent teachers. 
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Significance of the Study 

The first contribution is the exploration in this field can provide benefits to L2 

teaching and teacher development. The most effective teachers, like athletes, engage in 

life-long learning and strive continuously to hone their skills and expand their 

knowledge. This study provides valuable pedagogical implications by viewing expertise 

as a contextualized process or a set of activities rather than a state of being. That is, 

expertise is on a continuum rather than a dichotomy that simply separates experts from 

everyone else. Therefore, understanding the nature of experience that teachers build on as 

they grow is essential, such as how teachers develop skills as they gain more teaching 

experiences (Dreyfus & Dreyfus, 1986) and how they engage in reflection based on 

experience (Schön, 1987). In fact, one of the main differences that distinguishes teachers 

is whereas some teachers simply rely on accumulated experiences, others examine 

experiences critically and refine their teaching based on reflections (Day, 1999; Farrell, 

2013; K. Johnson, 2005). Therefore, describing how effective teachers improve their 

teaching provides a significant contribution to the area of L2 teaching and learning in 

addition to teacher development. 

The second significance of this study concerns uncovering teachers’ beliefs. 

Investigating affective and evaluative aspects that teachers have about various aspects of 

their work provides important implications. First, the examination of beliefs of excellent 

teachers allows teachers to understand what belief systems facilitate teacher 

development. In particular, understanding different aspects of beliefs that encouraged 
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teachers to engage in complicated processes of problem-solving offers insights into 

teacher development. Second, examining factors that affect teachers’ practices to reflect 

their beliefs in their teaching and problem-solving highlights essential components of 

expertise. 

The final contribution that these case studies make is to illustrate classroom-based 

L2 teacher expert behaviors at several Japanese universities. Understanding what 

constitutes good teaching in universities is essential because it can be argued that “the 

greatest investment a college or university makes is in its faculty” (Baiocco & DeWaters, 

1998, p. 31). These case studies provide L2 teachers, teacher educators, researchers, 

policy makers and administrators with valuable pedagogical insights into classroom 

practices of EFL teachers. An examination of teaching based on classroom observations 

helps enhance a sense of shared experiences among teachers, who tend to teach in 

isolation from their colleagues. In addition, describing how different teachers who were 

qualified as effective assisted L2 learning in the classroom makes a significant 

pedagogical contribution. 

Finally, these case studies provide theoretical implications for the expertise 

literature and its related areas. They include areas of L2 teacher education and L2 

teaching and learning. The examinations of teachers’ development and practices in 

addition to their beliefs, which influenced their growth and practices provide new insights 

to the few expertise studies in L2 teaching research that exist today. 
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The Audiences for the Study 

This research benefits the L2 community at the societal level. Bereiter and 

Scardamalia (1993) argued that one of the most valuable purposes of expertise research is 

for “society (to) take fuller advantage of the human capacity for expertise” (p. 21). Based 

on the concept that expertise is the property of a community, exploring and deepening 

our understanding of L2 expertise can potentially benefit those in the field of SLA, 

especially teachers, teacher educators, school administers, and curriculum developers. 

First, through this study, teachers can learn about excellent classroom-based 

practices of selected EFL teachers at Japanese universities. What teachers do in 

classrooms is often only directly communicated through discussions among teachers 

about each other’s classes or student evaluations. Teachers often cannot describe what 

their colleagues do in classrooms mainly because classroom observations are not 

commonly conducted, if not encouraged, in most contexts. The isolation of teaching 

helps create a situation where teachers do not know not only what other teachers do 

behind the closed doors but also what excellent teaching looks like. Documenting what 

EFL teachers at Japanese universities do is necessary. Hattie (2003) explains that the 

teacher is one of the greatest sources of variance when examining student achievement. 

Therefore, it is likely that high quality of teaching will lead to greater learning among 

students. This study illustrates how participants who have knowledge about L2 learning 

and have been teaching EFL for several years in this context practice excellent teaching. 

Experienced teachers, who like all teachers tend to teach in isolation from their 
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colleagues, can learn how these excellent teachers in the study approach teaching because 

this research provides isolated teachers with insights into high quality teaching. 

Additionally, teachers and teacher educators can benefit from understanding 

developmental processes of expertise. First, this study provides pedagogical implications 

to teachers of various experiences. Novice teachers and teacher trainees can gain insights 

into the long journey that expert teachers are engaged in to maintain and develop their 

expertise. It also offers implications for experienced teachers to work toward becoming 

experts rather than becoming fossilized as experienced nonexperts throughout their 

careers. Additionally, teacher educators can design and offer tasks where they help pre-

service teachers get on a path to one day becoming an expert. Understanding behaviors 

and knowledge of expert teachers can help teachers and teacher educators at any stage of 

development to continue the pursuit of lifelong learning. 

Finally, these case studies of four highly competent teachers provide new insights 

for school administrators and curriculum developers. This study not only offers deep 

understanding about the nature of outstanding teaching, but also helps school 

administrators and program coordinators understand aspects that are integral to 

promoting teachers’ expertise. Understanding how to create a school environment that 

supports and encourages growth among teachers is an integral factor to provide high 

quality education to students. Particularly, detailed descriptions about backgrounds of the 

participants, the contexts that they teach in, and how they approach teaching not only 

enable school administrators to reflect on and improve their systems of hiring and 

training new teachers, but also can assist the growth of existing faculty members through 
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faculty development. Furthermore, curriculum coordinators who are in charge of a 

program or a curriculum can learn elements that facilitate expertise among teachers of 

different backgrounds and teaching philosophies. 

 

Delimitations of the Study 

Two delimitations concern geographical and time constraints in the study. First, in 

this study I look at participants who teach in only one region of Japan by using case study 

as a research method that aims to investigate cases in real-world contexts (Yin, 2014). 

Therefore, easy access to participants’ classrooms, schools, and offices was necessary in 

order to provide me with frequent and flexible opportunities for data gathering. Due to 

my own physical constraints, I was obligated to limit locations to universities in an area 

in western Japan. Therefore, I selected only teachers who work in my own area during 

the data collection process. In future studies, teachers from other areas in Japan should 

also be included. 

Second, this study does not record the real-time developmental processes of EFL 

teachers. Documenting salient changes in behaviors or beliefs often requires longitudinal 

studies (e.g., Bullough & Baughman 1993, 1995). However, it was logistically difficult 

for me to conduct multiple case studies over a long period of time; therefore, I 

triangulated various data sources to address this issue. I used retrospective interviews of 

the participants and other resources, such as artifacts created by the participants and 

classroom observations, to investigate the developmental processes that the participants 
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have experienced. I followed up with these participants after the completion of this study 

to document how they continued to pursue their teaching careers. 

 

Organization of the Study 

In Chapter 2, I review the relevant literature in the areas of expert teachers in 

general education and SLA. At the end of the chapter, I describe the gaps in the literature, 

and present the purposes of the study and the research questions that guide this study. In 

Chapter 3, Methods, I provide a description of the participants, data collection, and data 

analysis to explore the research questions. In Chapter 4, I describe the developmental 

process of expertise from a retrospective perspective. In Chapter 5, I discuss the 

participants’ view of curricula and language learning. Furthermore, I explain how the 

teachers set goals related to language and other aspects of life. Investigating these aspects 

of teaching allowed me to understand the teachers’ beliefs that affected their teaching. In 

Chapter 6, I discuss how the teachers created and revised course content based on their 

knowledge. In particular, I describe the quality of knowledge of their learners that the 

teachers demonstrated and how they used to maximize students’ learning. In Chapter 7, I 

provide answers to research questions by describing the participants’ developmental 

processes, teachers’ beliefs, and teacher knowledge of learners based on the perspectives 

of previous literature of expertise. In the final chapter, Conclusion, I provide implications 

for teachers, teacher educators, school administrators, and curriculum developers. In 

addition, I state the limitations of the study and make suggestions for further research. 
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CHAPTER 2 

PREVIOUS STUDIES OF TEACHING EXPERTISE 

 

In this chapter I discuss some of the key concepts essential to understanding 

expertise in L2 teaching. I then describe some major findings of previous expertise 

studies conducted both in general education and L2 teaching. First, researchers have 

reported a developmental process of expertise, in which expertise grows with time and 

experience. Related to this aspect, I discuss how researchers identified experienced 

teachers as experts. The second concept concerns teacher beliefs about different aspects 

of teaching. In particular, their beliefs about autonomy are central to understanding 

developmental processes of expertise and expert teaching. Third, researchers discovered 

the important role that knowledge plays in teachers’ lives. They reported that compared 

to novice teachers, experienced teachers have deeper knowledge that supports planning 

lessons, justifying their teaching, and teaching in actual classrooms. Based on the 

discussion about conceptual and empirical work on development of expertise, teacher 

beliefs about autonomy, and teacher knowledge, I discuss the gaps in the literature, the 

purposes of the study, and present the research questions at the end of the chapter. 

 

Conceptual Work on Teacher Development, Beliefs, and Knowledge 

Three central concepts are essential to understanding expertise in L2 teaching. 

The first aspect is development of expertise. Particularly, the distinction between expert 

teachers and experienced but nonexpert teachers indicates the necessity of criteria to 

identify expert teachers and provides insights into how development occurs. Second is 
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the role that teacher beliefs play in development of expertise and expert teaching. In 

particular, teachers’ beliefs about autonomy are central to understanding developmental 

processes of expertise and expert teaching. Finally, teachers have different knowledge 

bases, and expert teaching potentially occurs when these bases interact with each other. 

 

Expert and Nonexpert Teachers  

The first aspect concerns the fact that though some teachers gain extensive years 

of teaching experience, they do not necessarily share the qualities of expert teachers. 

Therefore, previous researchers in expertise (e.g., Berliner, 1988, 2004) described 

characteristics demonstrated by teachers at different developmental stages to understand 

the progression of expertise. Furthermore, facilitating factors of expertise, which are 

reflected in the process of problem-solving, were suggested by Bereiter and Scardamalia 

(1993). Based on the conception that experience alone does not lead to expertise, 

previous researchers created criteria to identify expert teachers (e.g., Palmer, Stough, 

Burdenski, & Gonzales, 2005). 

In order to understand excellent teaching, researchers have often examined the 

behaviors of experienced teachers. Some researchers have compared novice teachers to 

experienced teachers in the attempt to understand the effect that accumulated experiences 

have on teachers (Farrell & Bennis, 2013; Richards, et al., 1995). Others have 

investigated only experienced teachers closely to understand what they share (Smith, 

1999; Smith & Strahan, 2004). Even though these findings provide important 

implications, in order to understand expertise in teaching, it is critical to understand that 
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not all experienced teachers are experts (Berliner, 1986; Johnson, K. 2005; Tsui, 2005). 

However, few researchers examined the differences between an expert teacher and an 

experienced nonexpert (Hattie, Jaeger, Strahan, & Baker, 1998; Tsui, 2003). 

Berliner (1988, 2004) distinguished experts from nonexpert teachers by 

identifying five stages of teacher development: novice, advanced beginner, competent, 

proficient, and expert teachers. According to Berliner, the behavior of the novices is 

usually inflexible and rationalized. They follow general rules rather than contextualized 

ones about teaching such as giving praise for correct answers from students and not 

criticizing them personally. Advanced beginner teachers have built experiences they can 

rely on and they know what to do by following rules. However, they can still lack the 

ability to predict what will happen if they are given responsibility to make their own 

decisions. In addition, they will not know what to do when they encounter an unfamiliar 

situation. Competent teachers have clear goals and know the steps they need to take to 

help students reach the goals, but these teachers still have slow, deliberative, and 

inflexible behaviors. More proficient teachers have developed their intuition and a 

holistic perspective to recognize the similarities among different events. This ability 

allows them to predict classroom events more precisely than novice teachers. However, 

their behavior is still analytic and deliberate when they decide what to do. 

According to Berliner (1988, 2004), the final stage that few teachers reach is the 

stage of being an expert. The behavior of experts is nonanalytic and nondeliberative. 

Their performance is fluid and flexible. Teaching seems to be done unconsciously in a 

way that is similar to walking and breathing. Moreover, experts have knowledge based on 
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underlying principles of learning and teaching that allows them to remember, understand, 

and recognize relevant events in a classroom in a principled manner. 

As shown in his descriptions about teachers at different developmental stages, 

Berliner (1998, 2004) points to nonanalytic and nondeliberative aspects that differentiate 

competent or proficient teachers from expert teachers. Furthermore, the descriptions that 

Berliner (1988, 2004) provided about competent or proficient teachers and expert 

teachers highlight the fact that experience does not necessarily lead to expertise. Berliner 

(1986) discussed the confounding factors of experience and expertise, suggesting that we 

should understand the importance of separating expertise from experience because not all 

experienced teachers are considered experts. Therefore, focusing on what differentiates 

experts from experienced nonexperts, especially by examining the processes that help 

someone to become an expert, will contribute to our understanding of expertise. 

Understanding how these two types of teachers diverge in their developmental processes 

provides valuable implications for teacher development. 

 

Criteria to Identify Expert Teachers 

If researchers attempt to understand expert teaching by examining the 

characteristics of expert teachers, then defining someone as an expert teacher is one of 

the most essential aspects of expertise studies (Palmer, et al., 2005). However, defining 

someone as an expert teacher is also a challenging task in part because of its circularity— 

it is necessary to know what expertise is before it can be identified. For professionals in 

other fields, such as sports, competing under the same conditions, rules, and 
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measurements can be objective predictors that can help identify someone as an expert 

(Berliner, 2001). However, very few objective measures exist that can clearly identify 

expertise in teaching. 

 

General education. In an attempt to characterize expertise, some researchers in 

general education have identified three criteria for identifying expert teachers based on 

performance-related judgments (Carter, Cushing, Sabers, Stein, & Berliner, 1988; Smith, 

1999; Smith & Strahan, 2004). The first criterion is observations of possible participants 

by researchers. The second criterion is recommendations by those who know participants 

well. The final criterion is achievement of a nationwide certification, such as the National 

Board for Professional Teaching Standards (NBPTS) in the United States. In fact, 

NBPTS certification has been validated by Hattie, et al., (1998), who examined 134 cases 

to determine if certified teachers differ from those who are not certified. Certification 

consisted of four components: written assessment of content knowledge, reflection on 

student artifacts, video and analysis of teaching practice, and documented impact and 

accomplishments as a teacher. 

Other researchers suggested more multifaceted criteria in the process of 

identifying expert teacher participants. For example, Palmer and his colleagues (2005) 

proposed criteria in selecting expert teachers based on meta-analysis research of previous 

literature. Their proposed criteria also included performance-based judgements, such as 

recommendations from multiple people. However, they also included two other aspects, 

namely, teachers’ knowledge reflected in educational degrees in a content that they teach 
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and teaching experience as part of their selection criteria. I will discuss more about their 

criteria in the following chapter. 

 

L2 teaching. Identifying expert teacher participants has been attempted by few 

L2 researchers. The first and second criteria, educational background and teaching 

experience, are two aspects of teacher background that the majority of studies in L2 

teaching expertise have relied on to select participants (Farrell & Bennis, 2013; 

Gatbonton, 1999, 2008; Richards et al., 1995). However, many L2 researchers did not 

differentiate between these experienced nonexpert teachers and expert teachers and 

instead selected participants merely based on years of experience (Farrell & Bennis, 

2013; Gatbonton, 1999, 2008; Mok, 1994) and sometimes even used the two terms, 

expertise and experience, interchangeably (Cumming, 1990; Farrell, 2013). The 

inconsistent use of terms and the participant selection process makes comparability and 

utility of the findings of previous studies problematic (Palmer et al., 2005). 

The third criterion concerns objective measurement related to researching expert 

teachers in L2 teaching. However, in contrast to general education, higher education in 

L2 settings often does not offer external sources or certification such as NBPTS that only 

a selected group of teachers who have met nationally established criteria can obtain. Even 

though L2 teachers are often expected to have teaching credentials and/or an advanced 

university degree in the area of English language teaching, certificates or awards that 

demonstrate excellent performance are not commonly used in many contexts. 
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In addition, using intuitional sources such as the nomination of effective teachers 

by supervisors and examining the impact of teachers on students’ performance are often 

difficult at universities for two reasons. First, supervisors have few opportunities to 

conduct classroom observations. Lack of knowledge about teachers makes it difficult for 

supervisors to nominate expert teachers in their institutions. Second, even if teachers 

within an institution are deemed to be experts, understanding the impact that these 

teachers have on student performance is difficult because university students are not 

required to take standardized tests at the end of semester. Because of these issues, 

previous researchers have selected and focused on experienced teachers who have 

approximately five or more years of teaching experience in their studies (Farrell, 2013; 

Farrell & Bennis, 2013; Gatbonton, 1999, 2008; Richards et al., 1995). 

The final criterion that could be used to select L2 expert teachers is linguistic 

competence. Richards (2010) discussed linguistic competence to be one of the necessary 

factors of expertise in L2 teaching. He stated that even though native level of proficiency 

is not required for teachers of non-native speakers of English, linguistic competencies are 

necessary. Some of the competencies are related to understanding teaching materials 

accurately, and others concern giving clear instructions and explanations necessary for 

effectively conducting teaching. For L2 teachers who are native speakers of English, 

instead of competence in other languages than English, Richards (2010) stated that high 

level of discourse skills, such as the ability to provide students with appropriate input, are 

required because they allow teachers to maximize language learning opportunities. 
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However, none of the previous research in expertise in L2 teaching that exists to 

this day used this criterion related to linguistic competence when selecting participants. It 

may be due to the lack of research on expertise in L2 teaching. It is plausible that 

researchers who investigate expertise in L2 teaching relied on criteria from general 

education, which did not include linguistic competence to be one of the criteria. 

Additionally, in order to assess linguistic competence, researchers need to obtain 

evidence to justify their selection based on performance-based judgements, such as 

classroom observations and/or interviews in L2 prior to data collection. Therefore, 

including linguistic competence as one of the criteria can be difficult in the process of 

selecting expert teacher participants. 

In the following sections, I introduce two concepts related to fostering expertise, 

classic work done by Bereiter and Scardamalia (1993). These researchers proposed two 

concepts that are integral to facilitating development of expertise: reinvestment of mental 

resources and progressive problem solving. 

 

Fostering Elements of Expertise 

One integral aspect of understanding expertise is learning how it develops. Based 

on the definition of experts and experienced nonexperts, Bereiter and Scardamalia (1993) 

clarified what differentiates the two kinds of teachers. Based on a review of previous 

literature in various fields, such as music and education, the authors described a process 

that experts engage in. The distinction emerges when experienced teachers develop 

automaticity in teaching practices after accumulating extensive years of experience. 
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Consequently, this automaticity frees up their mental resources, in which certain tasks 

become easier. Contrary to experienced nonexpert teachers, expert teachers use the extra 

resources created by the automaticity to tackle new challenges in their career. They called 

this learning process that experts take, “reinvestment of mental resources” (p. 113). In 

this process of learning, experts engage in a sophisticated process of problem-solving 

called “progressive problem solving” (p. 96). 

Progressive problem solving distinguishes experts from nonexperts (Bereiter & 

Scardamalia, 1993). Experts reinvest freed-up resources in dealing with the complexity of 

fundamental problems in their domain. The accumulation of experiences enables experts 

to look at common issues in a more complex manner than novice do (Carter, Sabers, 

Cushing, Pinnergar, & Berliner, 1987; Carter, et al., 1988; Cushing, Sabers, & Berliner, 

1992). For example, novice teachers might perceive the phenomenon of students not 

completing their homework as their being lazy. However, as these teachers gain more 

experience, some of the tasks, such as class management, get easier. Therefore, they can 

shift their attention to other issues, such as students not doing homework. That is when 

experienced teachers who are on the path to becoming experts begin to perceive a 

seemingly simple issue to be a complex one. They no longer attribute this issue only to 

students’ laziness. Instead, they begin to seek other causes of this problem by discussing 

with students and colleagues or reading about the issue. In the process of seeking 

answers, they might come to new interpretations of this problem and reframe their 

conceptions. They might realize that the issue results from students’ lack of competence 

or lack of parental involvement at home. The learning processes, which allow teachers to 
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approach issues from new perspectives, are an example of progressive problem solving, 

an integral element of developing expertise (Bereiter & Scardamalia, 1993). 

In contrast, experienced nonexperts rely on practical knowledge attributed to 

personal experiences, such as their experiences as a learner regardless of their quality. 

Once they establish their routines, then their problem-solving centers around reducing 

problems. For example, experienced nonexperts may choose a schedule that allows them 

to teach the same courses that they have taught for numerous years. This way, they can 

continue to recycle materials that they once developed. On the other hand, expert teachers 

may purposefully select a course that they have never taught for their personal growth 

and learning. Other researchers have also supported the view that experts use freed-up 

mental resources to engage in progressive problem-solving whereas experienced 

nonexperts use them in reducing problems (Bullough & Baughman, 1995; Tsui, 2003). 

Progressive problem-solving not only benefits individual experts, but also the 

field that they are in. Bereiter and Scardamalia (1993) argued that experts continuously 

formalize their informal knowledge based on theoretical rationales, such as theories, 

research, and publishing. For example, nonexpert teachers may continue to use the same 

activities without modifying materials or procedures for numerous years regardless of 

their qualities. In contrast, expert teachers are likely to refine activities each time they use 

them based on reflections and academic resources. Consequently, these learning 

processes help teachers gain new knowledge that they can use to share with others in the 

field, such as their colleagues. As seen by this example, progressive problem solving 
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benefits experts with both their own growth and the development of the field (Bereiter & 

Scardamalia, 1993). 

In summary, previous researchers emphasized the necessity to recognize that 

experience alone does not lead to expertise. In order to examine characteristics of 

expertise, these researchers relied on criteria to select expert teachers rather than mere 

experienced teachers. Furthermore, two important concepts related to development of 

expertise were proposed by Bereiter and Scardamalia (1993). They argued that the 

quality of problem-solving distinguishes experts from experienced but nonexpert 

teachers. Whereas experts continue to reinvest their mental resources in solving more 

complex issues, nonexperts use their resources for problem reduction. 

The second aspect is teacher beliefs, particularly related to autonomy. I discuss 

how teacher beliefs about autonomy affect teacher development. In particular, the 

relationship between teacher autonomy and motivation can contribute to our 

understanding of flow experiences that experts gain through the use of agency. 

Furthermore, even though some researchers (e.g., Borg, 2003) view knowledge and 

beliefs as intertwined, based on the view by Pajares (1992) that they are different 

constructs, I discuss teacher knowledge as a separate final concept. 

 

Autonomy 

Autonomy is a necessary component of expert teaching as it supports effective 

learning. Autonomy, a condition that allows teachers to have control over their behaviors, 
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promotes responsibility over their acts and facilitates their development. Little (1995) 

defined teacher autonomy in relation to expertise as the following: 

Genuinely successful teachers have always been autonomous in the sense of 

having a strong sense of personal responsibility for their teaching, exercising via 

continuous reflection and analysis the highest degree of affective and cognitive 

control of the teaching process, and exploring the freedom that this confers. (p. 

179). 

Two types of conceptions about autonomy exist in teaching (Lamb, 2008). The first one 

concerns teachers’ capacity to facilitate their growth. For example, based on the concept 

that progressive problem solving fosters expertise (Bereiter & Scardamalia, 1993), 

autonomous teachers are given capacity to select and solve issues that help them expand 

their competence. The other concept relates to teachers’ autonomy to teach their classes 

accordingly to their beliefs. Several contextual factors function as constrains for teacher 

autonomy, such as curricula and educational resources. For example, teachers might be 

constrained by rigid curricula, which prevent them from incorporating their own ideas in 

their teaching. 

Lack of curriculum autonomy and teachers’ freedom to choose activities and 

materials in addition to the sequencing leads to their negative feelings towards their 

career (Pearson & Hall, 1993; Pearson & Moomaw, 2005). That is, if teachers perceive 

themselves as autonomous, they feel less teacher stress or burnout. Teacher burnout 

concerns a lack of passion and energy that teachers feel toward their profession, which 
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affects both their dedication to their day-to-day teaching and their professional 

development (Weimer, 2010). 

Autonomy and teachers’ motivation are closely related. Sylvia and Hutchison 

(1985), who examined influential factors of teacher motivation, concluded that it was not 

salary, but teachers’ “freedom to try new ideas, achievement of appropriate responsibility 

levels, and intrinsic work elements” (p. 841) that were the underlying elements of teacher 

motivation. Additionally, if teachers perceive their lack of autonomy, this perception 

lowers their motivation towards and even forces them to leave a teaching profession 

(Lamb, 2000). 

In the following section, I describe flow, which is related to strong desires and 

intense engagement that teachers experience through their use of autonomy as experts. 

After the discussion of flow, I describe agency, a capacity that practitioners have to take 

control over their behaviors. The concepts of autonomy and agency may seem similar. 

However, for the purpose of this dissertation, I use the distinction between autonomy and 

agency proposed by Luck and d’Inverno (1995), who claimed that autonomy is closely 

related to motivation and that agency relates more to goals. Therefore, I first discuss how 

researchers in expertise studies examined motivational factors for experts to engage in 

progressive problem solving (Bereiter & Scardamalia, 1993). 

 

Flow 

Whereas reinvestment of mental resources cognitively influences the process of 

progressive problem solving, flow influences this process from affective aspects (Bereiter 
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& Scardamalia, 1993). “Flow” (p. 15) was originally proposed by Csikszentmihalyi 

(1988) to refer to the positive experience people gain through their intense engagement 

with a task. 

Flow is an integral aspect of expertise (Baiocco & DeWaters, 1998). Bereiter and 

Scardamalia (1993) attributed the motivational aspect of experts’ manner in engaging in 

progressive problem solving to flow. They stated that it is the joy that people find through 

solving complicated issues that helps them continue to engage in this process. In order to 

understand how flow and progressive problem solving interact with each other, first I 

describe what happens when people experience flow. Next, I discuss factors that facilitate 

flow experiences. 

In order to explain human behaviors related to gaining optimal experiences 

through problem-solving, Csikszentmihalyi (1988) proposed the concept of flow. 

According to him, when people experience flow, their sole attention is targeted toward an 

activity. Because of the intense enjoyment with the task, people cannot think of anything 

else during a flow experience. Related to this point, when experiencing flow, people 

forget the sense of time. He said, “When consciousness is fully active and ordered, hours 

seem to pass by in minutes, and occasionally a few seconds stretch out into what seems to 

be an infinity” (p. 33). Furthermore, a flow experience is so intense that it allows people 

to feel the self—a sense of control over their consciousness and behaviors. 

Csikszentmihalyi (1988) explained this concept more in detail as the following: 

Because of the deep concentration of the activity at hand, the person in flow not 

only forgets his or her problems, but loses temporarily the awareness of self that 
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in normal life often intrudes in consciousness, and causes psychic energy to be 

diverted from what needs to be done. . . in flow, the self is fully functioning, but 

not aware of itself doing it, and it can use all the attention for the task at hand. (p. 

33) 

Flow allows people to experience the peak of enjoyment. Because of the intensity of the 

experience, they seek ways to replicate this experience. This desire to replicate or 

maintain a flow experience motivates people to engage in progressive problem solving 

(Bereiter & Scardamalia, 1993). In explaining this process, Csikszentmihalyi (1988) said,  

To remain in flow, one must increase the complexity of the activity by developing 

new skills and taking on new challenges. . . This inner dynamic of the optimal 

experience is what drives the self to higher and higher levels of complexity. It is 

because of this spiraling complexity that people describe flow as a process of 

“discovering something new,” whether they are shepherds telling how they enjoy 

caring for their flocks, mothers telling how they enjoy playing with their children 

or artists describing the enjoyment of painting. Flow forces people to stretch 

themselves, to always take on another challenge, to improve on their abilities. (p. 

30) 

As a result of flow experiences, people intrinsically feel motivated to engage in 

progressive problem solving. 

Three factors are critical for a flow experience. First, flow happens in structured 

activities that have variations and a sense of order, such as chess and work. Second, clear 

goals and feedback are necessary for flow experiences. Csikszentmihalyi (1988) 
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explained, “It is difficult to become immersed in an activity in which one does not know 

what needs to be done, or how well one is doing” (p. 32). Well-defined goals provide 

people with clear directions. Similarly, effective feedback helps them understand whether 

what they are doing is aligns with the goals. In the case of teachers, for example, if they 

teach without fully understanding course objectives, they cannot experience flow. 

Similarly, a flow experience suffers if teachers cannot evaluate the quality their teaching 

through feedback, such as students’ responses. The final aspect concerns a good balance 

between the difficulty of a task and people’s abilities. That is, if someone perceives 

certain tasks as too difficult or too easy for their abilities, the level of flow decreases. 

These three concepts of flow indicate essential conditions to facilitate progressive 

problem solving. Teaching can be characterized as a structured activity “in which the 

level of challenges and skills can be varied and controlled” (Csikszentmihalyi, 1988, p. 

30). Teaching often offers new sets of challenges because of the dynamic phenomena that 

teachers experience, such as responding to students’ unexpected reactions or the 

implementation of new curricula. Moreover, through progressive problem solving, 

experts can attach deeper and new meaning to issues that they once could not attend to. 

However, based on Csikszentmihalyi’s (1988) model, flow can occur within systematic 

routines and behaviors. That is, experts can only allocate mental resources to new issues 

because of systems and routines that they have developed through their experiences. 

Clear goals and appropriate feedback are necessary for a flow experience, which 

functions as a motivating factor for people to engage in progressive problem solving. 

Examples of clear goals in teaching contexts include well-defined curricula. Curricula 
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that offer unambiguous goals effectively guide teachers in the process of lesson planning 

and teaching. Feedback in the form of class observations by or discussions with 

knowledgeable colleagues helps teachers acknowledge their progression. The 

combination of clear goals and appropriate feedback provide teachers with necessary 

conditions to have flow experiences. Consequently, teachers seek ways to replicate this 

experience, and they continue to work on issues by engaging in progressive problem 

solving. What these ideas suggest is the importance of contextual factors. That is, 

teachers are likely to experience flow in certain contexts more than others. Teaching 

contexts that provide these elements of flow encourage teachers to continue to engage in 

a challenging but meaningful problem-solving process called progressive problem 

solving (Bereiter & Scardamalia, 1993). 

The final aspect of flow in relation to progressive problem solving concerns the 

nature of a task. Csikszentmihalyi (1988) emphasized the importance of a balance 

between a task and a person’s skills for a flow experience. In progressive problem 

solving, experts focus on a problem that is just above their competence. Therefore, in 

order to solve the issue, they need to maximize and even expand their competence by 

developing new knowledge and skills, a process that allows teachers to have flow 

experiences. The optimal experiences that experts gain in return motivate them to 

replicate their positive experiences through progressive problem solving. As noted in the 

previous paragraph, the essential aspect of promoting this cycle of expertise is contexts. 

Teachers need to make their own decisions about which tasks to tackle depending on 
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their abilities within particular contexts. I next discuss the importance of self—sense of 

agency in particular, how teachers perceive their agency in their working contexts. 

 

Teacher Agency 

Teacher agency is a central aspect of teachers’ lives. I use the definition of agency 

by Biesta and Tedder (2007), who outlined agency “as the ability to exert control over 

and give directions to one’s life” (p.135). As I described earlier, their definition of agency 

accords with the one proposed by Luck and d’Inverno (1995), who differentiated 

autonomy from agency by relating the latter to goals than motivations. Agency is viewed 

as individually rooted according to some researchers (Usher & Edwards, 1994). 

However, other researchers (e.g., Biesta & Tedder, 2007; M. Priestley, Edwards, A. 

Priestley, & Miller, 2012) argued that agency goes beyond individuals, and can be 

achieved in particular situations because of contextual conditions. In fact, Biesta and 

Tedder (2007) explained that one can achieve agency when “an interplay of individual 

efforts, available resources and contextual and structural ‘factors’” (p. 137) as these 

elements come together in the specific environment. Their perspective, an ecological 

understanding of agency, indicates that it is not only someone’s competence, but also his 

or her perceptions of the context that affect a sense of agency. 

Expertise reflects a change in agency. As people develop expertise, the level of 

agency they exercise shifts from more externally controlled to more internally controlled. 

Glaser (1996) discussed the development of expertise based on three stages: external 

support, transition, and self-regulation. External support indicates the initial stage of 
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expertise, in which people receive support in a parental manner. For example, novice 

teachers might rely on lesson plans provided by their veteran colleagues and aspire to 

teach like their role models. The second stage of transition requires less scaffolding and 

support. By this stage, teachers might have gained enough experiences to refer to so that 

they can conduct teaching based only on limited guidance from others. They also begin to 

formulate their perceptions of good teaching at this stage. The final stage, self-regulation 

is characterized by people having more control over their behaviors. They can choose and 

tackle challenges appropriate to their competence. When seeking external support, they 

are selective as to whom they receive feedback from. 

Another aspect of agency concerns the relationship between contexts and people’s 

perceptions about their contexts. According to an ecological understanding of agency, 

Biesta and Tedder (2007) explained that contexts influence teachers’ use or perception of 

agency. They emphasized that agency is not an individual matter, but it “should be 

understood as something that has to be achieved in and through engagement with 

particular temporal-relational contexts-for-action” (p. 136). In particular, the achievement 

of an agency depends on the resources available in an ecology. They concluded that “The 

achievement of agency will always result from the interplay of individual efforts, 

available resources, and contextual and structural ‘factors’ as they come together in 

particular and, and in a sense, always unique situations” (Biesta & Tedder, 2007, p. 137). 

Therefore, agency is not something people have but something they do, particularly in 

relation to their contexts (Biesta, Priestley, & Robinson, 2015). 
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Furthermore, according to Emirbayer and Mische (1998), agency should be 

examined from three perspectives: the past, present, and future. They labeled each 

perspective as an iterational, practical-evaluative, and projective capacity. Based on this 

model, agency is influenced by past experiences. This past experience helps people to 

imagine alternative outcomes in the future. As a consequence, people engage in the 

present activities in the form of a practical-evaluative capacity. 

These three concepts of agency lead to questions related to teacher beliefs. For 

example, iterational aspects concern beliefs related how teachers perceive their previous 

experiences. In addition, teachers have beliefs concerning the relationship between an 

iterational and projective capacity. Examples include how their beliefs from previous 

experiences shape their goal settings for the future. Finally, the concept of practical-

evaluative capacity, which refers to teachers’ practice in the present projects, poses 

questions about how teacher beliefs support their actions in the present. Accordingly, 

Biesta, et al. (2015) explained the effect beliefs have on agency by stating, “The 

distinction between aspirations and beliefs is helpful to highlight the way in which beliefs 

can have an orientation towards the future and thus play a particular driving or motivating 

role in the achievement of agency” (p. 628). 

In conclusion, teachers’ beliefs about autonomy affect development of expertise. 

In particular, curriculum autonomy decreases teacher burnout. In addition, perceived 

autonomy functions as a motivating factor for teachers to have a flow experience and 

agency, influential factors of the progression of expertise. Agency allows experts to 

choose a task that is appropriate for engaging in progressive problem solving. This 
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process in return gratifies experts with a flow experience, which functions as a motivating 

factor for them to continue to choose and solve more difficult problems. The cycle of 

flow and progressive problem solving in returns allows experts to expand their 

knowledge, an area that previous researchers focused on to investigate expert teaching. 

Before introducing knowledge bases of expert teachers, I first explain how some 

researchers have viewed knowledge to be a different construct from teacher beliefs. 

 

Beliefs and Knowledge 

Even though some researchers differentiate knowledge from belief (Borg, 2006; 

Woods, 1996), understanding these two concepts is necessary to understand the effect 

that beliefs have on teachers. Several researchers have attempted to separate belief from 

knowledge (e.g., Pajares, 1992). For example, Ennis (1994) differentiated knowledge and 

belief, noting that “Knowledge is often defined as factual information that has been 

agreed upon by scholars within a discipline. Beliefs are more personal and experiential in 

origin and appear to influence what and how knowledge will be used” (p. 164). 

However, a broader perspective of knowledge, in which the nature of knowledge 

not only goes beyond empirical evidence in a field, includes also practice in classrooms 

and schools. Elbaz (1981) long ago proposed a notion of knowledge held by teachers, 

practical knowledge, knowledge that is “dynamic and held in an active relationship to 

practice and used to give shape to that practice” (p. 48). She sees teachers as agents, who 

make conscious decisions in their contexts. She also argued that teachers’ knowledge is 

practical because they develop knowledge in teaching contexts, and they also use this 



 

 34

knowledge to solve problems that arise in practice. Therefore, if one views knowledge as 

highly contextual and personally held based on experience and that knowledge is 

“…dynamic, firmly grounded in the individual’s inner and outer experience and open to 

change,” (Elbaz, 1981, p. 67) an overlap between the concept of knowledge and belief 

exists. In addition, she explained that practical knowledge is “integrated by the individual 

teacher in terms of personal values and beliefs and as oriented to her practical situation” 

(Elbaz, 1981, p.5). Elbaz’s concept of knowledge is more flexible than the one of Ennis 

because knowledge is also influenced by contextual and personal factors, such as beliefs. 

Similarly, Turner-Bisset (2012) differentiated knowledge from beliefs. In her 

model of knowledge bases about content, which I discuss more in detail in the next 

section, she included substantive knowledge, syntactic knowledge, and beliefs about a 

subject. She justified her inclusion of beliefs in this model by explaining the effect that 

these two types of knowledge have on teachers’ beliefs about a subject. She said, “If one 

believes education to be training, this belief shapes one’s thinking, discourse and actions 

within education. If one believes teaching and learning to be a simple matter of 

transmission of knowledge, this belief too will shape one’s thinking, discourse and 

actions in the classroom” (Turner-Bisset, 2012, pp. 10-11). In addition, she separated 

general pedagogical knowledge, knowledge about teaching and learning, from 

knowledge/models of teaching. Although she used the term “knowledge,” she explained 

that knowledge/models of teaching can “be described as beliefs about teaching and 

learning” (Turner-Bisset, 2012, p. 15). Even though she included beliefs about a subject 
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in a model of knowledge bases for teaching, her descriptions about beliefs support the 

view that knowledge and beliefs are separate constructs. 

In order to better understand belief, Kagan (1992) narrowed the scope of belief by 

categorizing as a type of self-efficacy, such as teachers’ beliefs related to how much 

effect they can have on students. In addition, teacher beliefs concern content-specific 

knowledge, which is related to a teacher’s positioning about specific academic subjects. 

Finally, it includes teachers’ beliefs about instructional activities and evaluation. 

Related to this point, Nespor (1987) discussed the fundamental differences 

between knowledge and belief based on four concepts: existential presumption, 

alternativity, affective and evaluative loading, and episodic structure. Existential 

presumption concerns assumptions or beliefs about whether certain entities exist or not, 

such as students’ motivation. Alternativity refers to alternative realities, ideal situations, 

which share no resemblance to real situations. Teachers use their beliefs in creating these 

realities, in which they have no knowledge to rely on. 

Affective and evaluative loading distinguishes beliefs from knowledge by linking 

knowledge to cognitive aspects rather than affective or feeling components. Nespor 

(1987) made a clear distinction between the two concepts by stating “knowledge of a 

domain can be conceptually distinguished from feeling about the domain” (p. 319). In 

addition, how teachers feel about the content that they teach is unrelated to their 

knowledge about the content. That is, even when two teachers have similar knowledge 

about content or pedagogy, how each teacher feels about the content might differ. 
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Therefore, affective and evaluative aspects that teachers personally hold greatly influence 

how they invest their energy and time into certain activities and content areas. 

The final factor that distinguishes beliefs from knowledge is episodic storage. 

Nespor (1987) explains that episodic storage is strongly affected by teachers’ previous 

experiences as learners. He argued that whereas knowledge is semantically organized 

networks, “beliefs often derive their subject power, authority, and legitimacy from 

particular episodes or events” (p. 320), such as apprenticeship of observation, a concept 

that Lortie (1975) proposed. Lortie (1975) coined the term to describe the impact that 

teachers’ previous experiences as a learner have on establishing images they have as 

teachers after he investigated 94 K-12 teachers in various teaching contexts in the United 

States to better understand the experiences of school teachers. This important study 

showed that the impact of observation is strong, especially for students who hope to 

succeed academically or become a teacher because they often put themselves in the shoes 

of teachers to predict how they might feel about their own future students’ behaviors. 

This image they develop as learners is particularly strongly held by pre-service teachers, 

who lack practical classroom experience (e.g., Farrell, 1999; Warford & Reeves, 2003). 

Therefore, Farrell (2009) suggested that teacher educators need to understand how 

assumptions about teaching and learning that a pre-service or novice L2 teacher brings to 

teacher education courses maximize the effect of teacher education. 

The impact of the assumptions that pre-service teachers bring to teacher education 

relates to the second aspect of teacher beliefs about teacher development. According to 

Korthagen (2004), how teachers learn in teacher education is strongly influenced by their 
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beliefs related to teaching and learning, which are often established when they were 

students. Specifically, K. E. Johnson (1994) explained that the beliefs that teachers hold 

shape “how teachers learn to teach, that is how they interpret new information about 

learning and teaching, how that information is translated into classroom practice” (p. 

439). Considering the notion that teacher beliefs affect their learning and practice is 

integral to understanding the distinction between experts and experienced nonexperts. As 

described above, one crucial difference between experts and experienced nonexperts lies 

in experts’ approach to utilizing extra resources that are freed up as a consequence of 

accumulated experiences to engage in progressive problem solving. Therefore, it is 

necessary not only to investigate underpinning beliefs that guide expert teachers’ 

development, but also to know what knowledge bases expert teachers have and how they 

utilize them in their teaching and problem-solving. 

In conclusion, teacher autonomy, particularly related to curricula affect 

development of expertise. Autonomous teachers can not only make their own 

instructional decisions based on their beliefs, but also choose problems that foster their 

development. These teachers demonstrate more motivation than those who lack 

autonomy. In particular, they are likely to have a flow experience, intensive engagement 

with tasks that are appropriate for the level of their competence, in the process of 

progressive problem solving. Autonomy also allows them to have a sense of agency, in 

which they can make conscious decisions about their teaching and problem-solving. 

Finally, teacher beliefs influence how teachers use knowledge. In the next section, I 

describe the quality of knowledge bases, a central aspect of teaching expertise research.  
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Teacher Knowledge 

Previous researchers discussed the importance that teacher knowledge plays in 

expertise in teaching (Elbaz, 1981; Sternberg & Horvath, 1995; Welker, 1991). Although 

they categorized the knowledge bases differently (Shulman, 1986, 1987; Turner-Bisset, 

2012), they shared the view that teacher knowledge is complex and includes different 

aspects of teaching ranging from knowledge about content, educational curricula, and the 

learners. These ideas are discussed further in the following sections. 

 

Shulman’s model. Shulman (1986, 1987) proposed a well-known theoretical 

framework to examine teacher knowledge that is essential to excellent teaching. 

Knowledge bases described by Shuman (1987) include knowledge of educational ends, 

purposes, and values, curriculum knowledge, knowledge of learners, knowledge of 

educational contexts, content knowledge, pedagogical knowledge, and pedagogical 

content knowledge. Whereas knowledge of educational ends, purposes, and values refers 

to a broad perspective of education based on philosophical and historical backgrounds, 

other types of knowledge are more specific to teaching contexts. For example, curriculum 

knowledge refers to knowledge about materials and programs. Knowledge of learners 

includes teachers’ understanding of learners, and knowledge of educational contexts 

ranges “from the workings of the group or classroom, the governance and financing 

school districts, to the character of communities and cultures” (Shulman, 1987, p. 9).  
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Additionally, Shulman (1987) distinguished subject matter knowledge, or content 

knowledge, from pedagogical knowledge. The former indicates extensive knowledge 

about a subject while the latter refers to knowledge about the act of teaching and learning. 

Shulman (1986) explained that content knowledge includes not only knowing facts in the 

domain. He argued that teachers “must also be able to explain why a particular 

proposition is deemed warranted, why it is worth knowing, and how it relates to 

prepositions, both within the discipline and without, both in theory and practice” 

(Shulman, 1986, p. 9). Pedagogical knowledge allows teachers to manage and organize 

classrooms effectively. 

The combination of these two types of knowledge is pedagogical content 

knowledge. It allows teachers to deliver the subject comprehensibly and effectively. 

Knowing a subject well in addition to knowing how to teach a particular subject in highly 

excellent ways is what is required for excellent teaching (Sternberg & Horvath, 1995). 

Pedagogical content knowledge also include aspects of the knowledge of learners. 

According to Shulman (1987), pedagogical content knowledge “represents the blending 

of content and pedagogy into an understanding of how particular topics, problems or 

issues are organized, represented, and adapted to the diverse interests and abilities of 

learners” (p. 8). This description of pedagogical content knowledge indicates a role that 

knowledge of learners plays in facilitating effective teaching. That is, having a good 

understanding of the subject and teaching by itself is insufficient. Expert teaching only 

happens when those who possess well-informed knowledge in these two areas adapt and 

utilize these two types of knowledge appropriately with a target population of students. 
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Turner-Bisset’s model. Based on Shulman’s model of teacher knowledge bases, 

Turner-Bisset (2012) developed a model of knowledge bases to offer more clarifications 

of knowledge bases and explain the relationship between teachers’ knowledge bases and 

practices. Her model is more complicated than the one of Shulman (1987), and consists 

of 12 categories: substantive subject knowledge, syntactic subject knowledge, beliefs 

about the subject, general pedagogical knowledge, knowledge/models of teaching, 

knowledge of educational ends, purposes, and values, curriculum knowledge, knowledge 

of self, and knowledge of educational contexts, knowledge of learners related to cognitive 

and social aspects, and pedagogical content knowledge. 

The most significant difference between her model and Shulman’s (1986, 1987) 

model of knowledge bases is her emphasis on the large role that pedagogical content 

knowledge plays in expert teaching. Shulman (1986) viewed pedagogical content 

knowledge to be one of the constructs of teacher knowledge. On the other hand, Turner-

Bisset (2012) perceived pedagogical content knowledge as a construct encompassing all 

other knowledge bases about different aspects of teaching. Furthermore, her definition of 

pedagogical content knowledge has three other features. First, knowledge bases interact 

with each other. Second, sometimes it is only some types of knowledge bases that work 

together. The third aspect concerns expert teaching. She argued that “in an expert act of 

teaching, all of the knowledge bases are present in the amalgam” (Turner-Bisset, 2012, p. 

125). Therefore, understanding the nature of pedagogical content knowledge, which 

includes the other 11 knowledge bases and how they work together, is necessary in order 

to underpin characteristics of expert teaching. 
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First, Turner-Bisset (2012) divided content knowledge into three categories: 

substantive knowledge, syntactic knowledge, and beliefs about the subject. In fact, the 

first two knowledge bases were developed by Schwab (1978), who defined substantive 

knowledge as knowledge related to facts and concepts about a subject. Syntactic 

knowledge is defined as “the ways and means by which the propositional knowledge or 

substantive knowledge has been generated and established” (Turner-Bisset, 2012, p. 10). 

Therefore, teachers who have syntactic knowledge about a subject know how concepts 

and facts have been accepted as truth in a domain. She also added beliefs about the 

subject as I explained earlier. She explained that “Beliefs about a subject are informed by 

one’s knowledge of the substantive and syntactic structures of the subject” (Turner-

Bisset, 2012, p. 10). 

Similar to the distinction that Turner-Bisset (2012) made between knowledge and 

beliefs about subject, she created two bases related to knowledge and beliefs about 

pedagogy. Whereas Shulman (1987) named knowledge about teaching as pedagogical 

knowledge, she labeled knowledge about teaching as general pedagogical knowledge. 

This knowledge relates to how to attract students’ attention and organize materials. The 

other base, knowledge/models of teaching, relates more closely to beliefs about 

pedagogical knowledge. It concerns teachers’ beliefs about teaching and learning, which 

are often influenced by teachers’ experiences. 

Like Shulman’s model of knowledge bases, Turner-Bisset (2012) also included 

knowledge of educational ends, purposes and values and curriculum knowledge, 

knowledge of self, and knowledge of educational contexts. While admitting that 
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knowledge of self was not included in Shulman’s (1987) model of knowledge bases, 

Turner-Bisset (2012) emphasized its importance. Knowledge of self as a teacher is an 

integral aspect of teacher knowledge because “Teaching as a job involves a huge 

investment of the self . . . Firstly, teaching involves one’s personality as a means of 

communication. . . Secondly, teaching has an impact on the self ” (p. 109). Related to the 

second point, Turner-Bisset (2012) explains that teaching affects both cognitive and 

emotional engagement. For example, if teachers teach a good class, they feel a sense of 

excitement and accomplishment. 

Knowledge of educational contexts includes teachers’ knowledge about their 

contextual factors, including school, community, and classrooms. This knowledge of 

contexts is an essential component of expert teaching (Turner-Bisset, 2012) because 

expert teachers can use this knowledge to make decisions about how to create and 

manage a community, which maximizes the positive effects of students’ learning. This 

knowledge about educational contexts relates to another aspect of knowledge, which 

concerns context specific aspects of expert knowledge. 

 

Knowledge of learners. As Shulman (1986, 1987) discussed the importance of 

knowledge of learners in facilitating effective teaching, Turner-Bisset (2012) also 

included knowledge of learners to be one of the essential components of pedagogical 

content knowledge, an integral aspect of expert teaching. She used two types of bases to 

define knowledge of learners. One is social or empirical knowledge of learners. The other 

is cognitive knowledge of learners. Social knowledge concerns teachers’ knowledge 
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related to different notions of students. They include teachers’ understanding of what 

students are like in their particular age ranges, their behaviors in the classroom, their 

interests and social life, the nature of teacher and student relationships, and how external 

factors, such as weather and events, affect their learning (Turner-Bisset, 2012). 

Two aspects of cognitive knowledge of learners were proposed by Turner-Bisset 

(2012). One is related to teachers’ general knowledge of learners’ cognitive development. 

The other is related to specific aspects of cognitive development that teachers only learn 

from close and regular contact with their students, which is what the participants 

demonstrate in particular. According to Turner-Bisset (2012), expert teachers have 

cognitive knowledge of their own students in three areas. First, expert teachers are not 

only skilled in various aspects of assessment, but also understand that the information 

they gain from such assessments is provisional as it continues to change. This aspect is 

related to the second factor, which is associated with teachers’ difficulty in consistently 

updating their knowledge about individual students in their busy schedules. Finally, 

teachers’ expertise is indicated by their quick and appropriate response to newly gained 

cognitive knowledge of learners. Similarly, Ennis (1994) noted that expertise is related to 

“teachers’ abilities to select and convey content appropriate to the learner within a 

particular contextual setting and situation” (p. 164). What these researchers suggest is 

that expert teaching does not occur in a vacuum; it is achieved only when teachers 

consider teaching from students’ perspectives in their context. 

The models of knowledge bases that both Shulman (1987) and Turner-Bisset 

(2012) propose indicate that the knowledge that expert teachers develop is domain- and 
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context-bound (Berliner, 2001; Bullough & Baughman, 1995; Hattie, 2003; Housner & 

Griffey, 1985). That is, expertise is not easily transferred outside a specific domain and 

context. Expert teachers typically demonstrate their exceptional ability only in their 

specialized areas. In addition, this ability is maximized when teachers are in a familiar 

context, in which they have rich knowledge about the context, including the curriculum 

and learners (e.g., Berliner, 2001; Bullough & Baughman, 1995, Hattie, 2003). Similarly, 

Tsui (2003) explained that knowledge and practices that are established in a particular 

context constitute an essential aspect of teacher knowledge. The nature of contextual 

knowledge consists of teachers’ understanding about class procedures, such as how and 

when to collect homework, student behaviors, and classroom dynamics (Richards, 2010; 

Smith, 1999; Smith & Strahan, 2004). 

In conclusion, there are three central concepts to understand expertise in L2 

teaching: development of expertise, teacher beliefs about autonomy, and teacher 

knowledge. First, understanding experience alone does not guarantee expertise is 

necessary to examine characteristics of expert teachers. Expert teachers engage in 

progressive problem solving, which forces them to tackle issues that are beyond their 

competence. This process is what supports their expansion of competence. Second, 

autonomy allows teachers to reflect their beliefs in teaching and their development. 

Autonomy also enhances teachers’ motivation to engage in progressive problem solving, 

which provides them with flow experiences. Autonomy also enables teachers to have 

agency, which they can use to find issues that they consider essential to facilitating 

students’ learning effectively and improving their own teaching. Finally, expert teaching 
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requires sophisticated knowledge bases. In particular, pedagogical content knowledge, 

which encompasses different knowledge bases, is central to understand expert teachers. 

Furthermore, knowledge is domain- and context-specific. Expert teaching occurs when 

teachers teach content that they are most knowledgeable about. In addition, teacher 

knowledge is contextually-bounded. It includes knowledge about particular educational 

contexts, curricula and learners. 

 

Empirical Work on Teacher Development, Beliefs, and Knowledge 

In order to understand what constitutes teaching expertise, researchers in general 

education have investigated behaviors seen in excellent teaching. The participants in 

these studies were mostly U.S. primary and secondary school teachers teaching different 

subjects, such as English, science and mathematics, and physical education (Bullough & 

Baughman, 1993; Carter et al., 1988; Housner & Griffey, 1985; Smith & Strahan, 2004). 

Researchers have examined multiple aspects of the teacher participants by analyzing their 

approaches to lesson planning, decision-making processes, and teaching practices. In the 

following sections, I first review research concerning the development of expertise. Few 

researchers have explored developmental processes of expertise longitudinally. The lack 

of research in this area led me to examine this process in my own study. Second, I discuss 

teachers’ beliefs about autonomy, and what the literature has reported on how autonomy 

affected their perceptions of their jobs. Finally, I discuss findings of the previous 

empirical research on teacher knowledge both in general education and L2 teaching. 
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Development of Expertise  

Few researchers have investigated the developmental processes of expert teachers 

throughout their careers (e.g., Bullough & Baughman, 1993, 1995). The lack of 

longitudinal research in the field can be attributed to the difficulty of data collection. It is 

not uncommon for teachers to change schools or leave the teaching profession after a few 

years. These changes in teachers’ lives make it difficult for researchers to continue to 

follow teacher participants in longitudinal studies. 

Below I mainly discuss two studies conducted both in general education and L2 

teaching. One study reported changes that one junior high school teacher in the United 

States demonstrated over eight years (Bullough, 1989; Bullough & Baughman, 1993, 

1995, 1997). The other study took place over three months in an ESL setting in Hong 

Kong (Tsui, 2003). 

 

General education. First, Bullough conducted a case study to examine a second-

year junior high school teacher in the United States (Bullough, 1989). His research on 

this teacher continued for eight years as she became a veteran teacher of six years at one 

school. During the second segment of the study, she was identified as an expert teacher in 

her fourth year based on her appointment as a Teacher Specialist by her school principal 

(Bullough & Baughman, 1993). In this segment of research, the main researcher 

examined her development based on based on 10 classroom observations, four 

interviews, and 12 videotaped class sessions, which the researcher later viewed. 
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The researcher in the study documented four changes in this teacher: her role as a 

teacher, her identity, teaching principles, and teaching practices. First, her role as a 

teacher shifted from being a follower of her mentor to someone who was in control of the 

art of teaching and how to be a Teacher Specialist, an administrative and authority role. 

The changes she demonstrated through the roles she had taken indicate her development. 

Second, her identity as a teacher changed, in that she gained more confidence and was 

willing to take a risk. This change was supported by evidence in which she demonstrated 

confidence to abandon the program she had created over the years and to refine it by 

relying on formal knowledge and tacit knowledge about teaching. The third change she 

demonstrated was her teaching principles. When she first began teaching, she saw her 

role as a mother to her students. However, as she gained experience, she developed more 

complex principles about teaching, which included creating activities that provide 

students with confidence and helping students mature appropriately for their age. 

The video recordings of lessons indicated her development. First, she reacted to 

unexpected classroom events in a flexible manner. In addition, the teacher participant’s 

“lessons were purposeful; they flowed easily, seemingly effortlessly to their conclusions. 

Transitions were nearly automatic so that lessons appeared almost seamless” (Bullough 

& Baughman, 1993, p. 92). Her characteristics match with what has been described in 

other expertise research (Berliner, 1988, 2004). Two of these characteristics include her 

fluid and effortless manner in teaching, and her ability to identify problems and seek 

solutions based on well-informed knowledge, such as her manner in rebuilding a program 

she had once established. 
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The third segment of research by Bullough and Baughman (1995) documented 

how this expert participant engaged in her progressive problem-solving to cope with a 

new set of challenges even when she transferred to a different junior high school. Data 

included weekly classroom observations of two classes for one academic year and 

individual interviews every three weeks. The findings confirmed that expertise is not 

static, but a process. Specifically, the researchers described the nature of progressive 

problem-solving that the teacher engaged in as it was “more a matter of becoming, of 

pushing back boundaries here and there, and as energy is made available for identifying 

and confronting new and more complicated problems” (p. 474). One of the challenges the 

participant faced was to plan a special program for gifted children. The participant 

needed to collaborate with more experienced teachers at the school by sharing ideas with 

them. She overcame this challenge by participating actively in discussions with veteran 

teachers, articulating her opinions, learning a new teaching model, and taking risks to 

improve her teaching. While a nonexpert teacher in the same program followed only the 

experienced teachers’ instructions, this expert participant continued to work at the edge 

of her competence, which resulted in the further development of her expertise. 

In summary, the longitudinal studies documented the progression that one teacher 

demonstrated over eight years. Since she was first identified as a novice teacher, she 

demonstrated her changes in three aspects. Her developmental processes accord with the 

descriptions that Berliner (1988, 2004) provided about teachers at different progression 

stages. First, she became more independent and confident as she gained experiences, 

which is a characteristic that differentiated her from novices, who are dependent on 
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external factors such as rules, regardless of contexts. Second, her teaching philosophy 

changed as she gained more experiences. Whereas her perceived role as a teacher was 

limited to only one, eventually she began to see her role as one of helping students in 

various ways. The shift in her perspectives indicated the characteristic that competent 

teachers exhibit: They view teaching in a more complex manner. The final aspect 

indicates another expert behavior, which is to engage in progressive problem solving. 

Rather than taking a passive role, she actively tackled issues that were beyond her 

competence by working with veteran teachers. The changes this teacher demonstrated 

indicate that development of expertise occurs in a scaffolded manner. 

 

L2 teaching. The attempt to understand the developmental processes of expert 

teaching has also been made in L2 research. Tsui (2003) compared an L2 expert, a novice 

teacher, and experienced nonexpert teachers in her three-month case studies of three 

secondary school ESL teachers in Hong Kong. She distinguished her expert participant 

from experienced nonexperts based on high reputations, years of experience, and her own 

knowledge about as her advisor by claiming: 

(Marina was identified as an expert teacher) on the basis of the very positive 

comments on her as a teacher from her course tutors, her principal, her colleagues, 

and her students, as well as the reactions of fellow teachers on TeleNex 

(professional support computer network that the author set up). (p. 71) 

In addition, Tsui explained that the participant was the head of the English Department, 

had eight years of teaching experience, and was a good student of hers for five years.  
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Tsui (2003) examined the characteristics of an expert teacher and her 

development in contrast to other nonexpert teachers based on classroom observations, 

interviews, and artifacts (lesson plans and student work). Whereas the nonexpert 

participants relied on practical knowledge resulting from their experience as learners, the 

expert participant continued to theorize her practical knowledge by making a connection 

between what she had learned in her graduate classes and her teaching. In addition, the 

expert participant’s theorized practical knowledge, a term that Tsui proposed regarding 

practical knowledge as based on factual information and theories, was transformed into 

practical knowledge “through the personal interpretation of formal knowledge in the 

teachers’ own specific contexts of work” (p. 265). This process of theorizing her practical 

knowledge and practicalizing her theorized knowledge raised her level of competence. 

Her increased competence was reflected in her ability to successfully play the role as 

head of the department to help other teachers in the department. 

 

Autonomy and Agency 

Few researchers have examined the direct effect teacher autonomy has on 

expertise either in general education or L2 teaching. Therefore, I first describe a study 

about how autonomy affected teachers’ motivations in different areas of their lives. The 

second study demonstrates how teachers used autonomy to achieve agency. Finally, I 

introduce a study, which examined how teachers’ beliefs affected their achievement of 

agency. Pearson and Moomaw (2005) examined the relationship between teacher 

autonomy and on-the-job stress, work satisfaction, empowerment, and professionalism. 
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They hypothesized that teachers who perceived more autonomy would have a positive 

experience. That is, they would feel less on-the-job stress but more work satisfaction, 

empowerment, and professionalism. 

The participants in their study included 300 teachers from elementary, middle, 

and high schools in different districts of Florida. Teaching experience among the 

participants ranged from one year to 37 years. The researchers used the teaching 

autonomy scale, which had been validated in another study (Pearson & Hall, 1993) to 

examine the relationship between their perceived autonomy and its effect on four 

variables. The survey, in which teachers chose from a 4-point Likert scale, included 18 

items in four areas related to teacher autonomy. They were a selection of activities and 

materials, instructional planning and sequencing, in addition to classroom conduct and 

personal on-the-job decisions. The researchers labeled the first two areas as curriculum 

autonomy, and the other two as general teacher autonomy. 

The findings indicated that curriculum autonomy negatively correlated with on-

the-job stress, which was measured by items related to teachers’ perceptions about their 

workload. The researchers concluded that if teachers felt a sense of control over their 

decisions related to their own curriculum, they felt lower levels of stress. Additionally, a 

positive correlation was found between general teacher autonomy and two aspects of 

their job, including empowerment and professionalism. The results indicated the impact 

that teacher autonomy had on their involvement in the development of school policies 

(empowerment) and recognition for their high performance, and an activity on school-
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level committees (professionalism). In addition, when teachers perceived more 

empowerment and professionalism, their job satisfaction increased. 

In conclusion, the researchers demonstrated the impact that teacher autonomy has 

on all four constructs, which accords with other literature (Brunetti, 2001; Klecker & 

Loadman, 1996). The researchers emphasized the importance for teachers to be 

autonomous in having control over their work environment and their on-the-job decisions 

in order to stay committed to their professions. Moreover, teacher autonomy in selecting 

course content, such as materials and activities and making instructional decisions, was 

essential for lower on-the-job stress. 

A case study of one public school and how teachers at the school used curricular 

autonomy was conducted by Webb (2002), who examined teachers at a school that 

experienced two major changes in student demographics in Washington. One was the 

number of students eligible for free or reduced lunch, indicating the increasing number of 

students from low-income families. The other was the increased number of ESL students. 

Despite the demographic changes, the curricula were mainly aimed at students who spoke 

English as their first language. The teachers at the school were under pressure to improve 

two standardized test scores because of penalties, which included possible abolition of 

the school. The district mandated this school follow eight different curricula, such as 

cooperative integrated reading and composition. The researcher examined how five 

teachers and the principal whose teaching experiences ranged from two to 25 years at the 

school exercised their autonomy in altering the given curricula appropriately to their 
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context. Data collection included observations, interviews with the teacher participants, 

and a collection of artifacts, which included curricula and assessments. 

The findings demonstrated that the participants in the study found autonomy to 

exercise agency to better help students by modifying district policies. For example, one 

teacher made a curricular change for reading based on her assessment of her students’ 

abilities and knowledge about how students learn reading. In particular, the participants 

felt that the curriculum mandated by the district did not meet the needs of their ESL 

students. They abandoned some curricular materials to give these students more time and 

attention. In addition, the most experienced teacher participant in the study discussed the 

need to provide emotional support for students who came from low-income families and 

experienced emotional and physical abuse and other serious issues at home before 

teaching academic skills. 

Additionally, Webb (2002) reported how teachers not only relied on their 

assessment of students’ abilities, but on their own beliefs to make decisions to mediate 

curricula. The participants’ beliefs were mainly influenced by their expertise, teacher 

education, and action research. For example, the most experienced teacher in this study 

discussed the effect of knowledge she gained from her discussions with other teachers 

from professional organizations and from her 25-year-teaching experience working with 

students. On the other hand, the least experienced teacher participant, who had two years 

of teaching experience, made decisions based on what she had learned in teacher 

education. The finding accords with Berliner’s (1988, 2004) description of novice 

teachers and experienced teachers. Whereas the former lack practical knowledge and so 
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follow context-free rules, the latter have contextualized knowledge, so they can alter their 

teaching more flexibly according to contexts. 

In conclusion, the teacher participants prioritized their students over given 

curricula, which ignored the specific needs and abilities of students in their context 

(Webb, 2002). Therefore, when the teachers faced a dilemma to follow curricula, they 

exercised their autonomy to add modifications based on their beliefs, which they 

developed based on their educational and teaching experiences. 

Bullough and Baughman’s (1995) longitudinal studies, which documented 

developmental processes of one expert teacher, indicated the important role that teacher 

autonomy helped her to exercise her agency in two ways. First, she changed the entire 

writing curriculum. She created a new curricular content based on her new knowledge 

using Nancie Atwell’s writing program that she learned about at an international 

conference. She altered the content of this program according to her context and own 

values, such as collaborative final editing with students. The researchers only noted the 

effect of this change in her curriculum, including complaints from some parents and 

surprised reactions from her colleagues. Even though the researchers did not explain how 

the expert participant was able to find autonomy in changing an existing curriculum, her 

manner in using curriculum autonomy to exercise her agency in improving her 

curriculum is similar to the characteristics of one experienced teacher demonstrated in the 

previous study (Webb, 2002). 

 The second aspect of her use of autonomy and agency is related to her 

involvement with developing a program for gifted children. When she was first assigned 
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to be a part of the team to develop this program, she relied on experienced teachers for 

ideas. However, unlike other new teachers in the program, the expert participant actively 

participated in discussions with experienced teachers. The researchers noted her attitude 

as “This stands out in contrast to the actions of other new ELP (name of the program) 

teacher who assumed a passive role, one of responding to and implanting others’ ideas” 

(Webb, 2002, p. 472). These two aspects assisted the expert teacher’s engagement with 

progressive problem solving. The main participant’s competence was challenged in the 

process and expanded as a result of tackling these two tasks. What underpinned her 

action to engage in this process is her manner in using autonomy and exercising agency. 

The effect that teacher beliefs have on their achievement of agency is another area 

investigated by previous researchers. Biesta, et al., (2015) focused on how six 

experienced teachers at primary and secondary schools in Scotland reacted to the 

introduction of the new curriculum. In particular, they explored how teacher beliefs about 

children and young people, teaching, and the purposes of education affected agency. 

As a part of ethnographic research that investigated experienced teachers’ use of 

agency against a new curriculum, Biesta et al. (2015) collected data over one academic 

year. Data collection included observations, both individual and group interviews, 

analysis of policy materials, and teacher network mapping. First, the participants 

demonstrated their beliefs about children and young people. Three themes were described 

among participants, such as their strong sense of responsibility over students’ learning, 

positive effects that a trusting relationship they have with students on students’ learning, 

and the importance of making students responsible. The last element related to fostering 
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responsible students was one of the goals that the new curriculum stated. Even though 

this goal aligned with teachers’ beliefs, lack of students’ abilities made it an unrealistic 

goal. Therefore, they were caught in a dilemma between how to follow the curriculum 

and deal with realities. One of teacher participants in fact exercised agency to give a test 

to students, which was a requirement by the system without telling them it was a test to 

protect them from excessive testing. 

The second aspect of teacher beliefs was perceived teacher roles. Biesta et al. 

(2015) reported that since the curriculum was implemented, the teachers’ perceived roles 

have changed. Because one of the major changes in the curriculum was teaching 

knowledge to teaching skills, their roles have changed “from a deliverer of knowledge to 

that of a facilitator of learning, and from a subject specialist to a teacher of children” (p. 

632). However, one of the changes in the new curriculum was to introduce more 

interdisciplinary work. This new task confused all the participants. They were 

overwhelmed by this new task, but none of them took a responsibility to develop a 

program based on this goal to achieve agency. 

Finally, two aspects of teachers’ beliefs concern educational purposes. One is 

related to socialization, and the other concerns the development of skills. Teachers 

demonstrated their beliefs about how students should learn social skills, such as to 

cooperate with others in a team. The other educational purpose centers on skills, such as 

thinking skills, which was a goal specified in the new curriculum. However, both 

socialization and skills are long-term goals rather than teaching knowledge that are more 

concrete and short-term goals. In addition, when the teacher participants stated 
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educational goals, they used the language in a policy from the new curriculum. However, 

their interpretations of the language differed and was superficial. The researchers 

explained that ambiguous understanding of the language in a policy can hinder teacher 

agency to develop a new program because it prevents them from critically examining 

existing policies. 

As demonstrated by the researchers (Biesta, et al., 2015), agency goes beyond 

individual teachers’ beliefs, competence, and knowledge. Accomplishment of agency is 

greatly influenced by other factors. Therefore, in addition to these individual elements, 

agency can be accomplished when collective development and consideration exist. 

Even fewer researchers have examined the relationship between teacher 

autonomy and L2 teaching (Lamb, 2008). Several researchers discussed the relationship 

between teacher autonomy and expertise (Little, 1995; Sato, Akita, Iwakawa, 1993; Tsui, 

2009); however, I have not been able to find prior research that investigated expertise in 

the scope of teacher autonomy. 

 

Teacher Knowledge in General Education 

Examining the effect that teacher knowledge has on various elements of teaching 

is one area that earlier specialists in teacher expertise focused on (Borko & Livingston, 

1989; Housner & Griffey, 1985). Experts were found long ago to have superior memory 

skills compared to nonexperts (deGroot, 1978), particularly regarding meaningful 

patterns in their domain (Chase & Simon, 1973). Therefore, researchers in general 
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education examined how expert teachers recalled certain information in their working 

contexts, such as classrooms. 

Carter et al. (1987) examined how teachers at different stages processed 

information about students. Their participants included three groups: experts, novices, 

and postulants. Eight science and mathematics teachers at junior and high schools in the 

United States were identified as experts based on recommendations by their supervisors 

and observations by the project members. The second group consisted of six novice 

teachers who were in their first year of teaching mathematics and science. Student 

teaching records of these teachers indicated that they had been exemplary students and 

had potential to become excellent teachers. The final group included six postulants. They 

neither had teaching experiences nor received teacher training. However, they 

demonstrated their interest in teaching. In addition, they had background knowledge 

about the content as reflected in their employment history in fields, such as chemistry, 

engineering, or computer science. 

The researchers (Carter et al., 1987) investigated the effect that expertise had on 

their information processing and memory. The participants were first given a scenario in 

which they had to take over a class from a teacher who had left the school in the middle 

of a semester. Then expert and novice science teachers were assigned a biology class, and 

mathematics teachers were assigned an algebra class. Postulants were randomly assigned 

either a biology or a mathematics class. The participants were then told that they had 40 

minutes to complete a lesson plan for two classes while being observed by the 

researchers. They were given the following materials: a grade book with students’ grade, 
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attendance records, graded homework and tests, demographic information about each 

student and the previous teacher’s comment, and the textbook that the previous teacher 

used. They were encouraged to take notes about information that they wished to 

remember about the class and individual students. 

Upon the completion of their lesson planning, the participants discussed three 

elements about the procedure. First, they were asked to recall information about the 

students. Second, they made generalizations about classroom instruction, management, 

and organizations about the particular class. The final aspect included the participants’ 

explanations about the lesson plans and students’ seating arrangement. 

As findings of general expertise studies indicated, Carter et al. (1987) also found 

that expert teachers demonstrated their superior memory and recognition skills about 

students. That is, expert teachers were able “to bring rich schemata to the interpretation of 

phenomena, and these schemata appear to provide them with a framework for 

meaningfully interpreting information” (p. 156). Experts’ rich schemata allowed them to 

effectively identify meaningful information, such as students’ understanding about the 

content and about setting up classroom procedures. In addition, the expert participants 

demonstrated well-developed schemata about students. During lesson planning, the 

experts did not allocate their time and energy to examining information about each 

student, unlike what novice and postulant participants did. Instead, the expert participants 

relied on their schemata about learners that they had built based on their experiences. 

Then they dedicated their energy to establishing routines and rules for the class so that 

they could set up an ideal classroom environment to facilitate effective students’ learning. 
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This finding indicating expert teachers’ quality and use of knowledge about learners in 

relation to achieving instructional goals is similar to what Farrell and Bennis (2013) 

reported in their comparison study about an experienced and a novice teacher. 

Similarly, Berliner (1988) attributed expert teachers’ fluid performance to their 

use of routines in the classroom. His study involved experts, novices, and postulants 

teaching a short lesson to high school students. After the study ended, the experts shared 

their frustrations about the task of teaching students who had no knowledge about class 

routines. Because these participants taught students that they normally did not work with 

in the study, the lack of shared knowledge about classroom routines made it difficult for 

experts to teach the class as they would normally with their own students. The integral 

role that routines play in facilitating expert performance indicates the importance of 

contextual factors. 

Other researchers also reported similar findings about the significance of contexts 

in expert teaching. Early research by Peterson, Marx, and Clark (1978) demonstrated how 

experienced teachers considered issues related to what to teach and how to best teach the 

subject. They analyzed how decisions made by 12 experienced U.S. elementary school 

teachers in the process of lesson planning affected their teaching and student participants’ 

learning of a particular content area. The teacher participants taught three-50-minute 

sessions each day to three groups of students. While teaching, they followed a lesson plan 

they created based on a curriculum provided by the researchers. The analysis of think-

aloud protocols conducted during the lesson planning process demonstrated that despite 

some individual differences, the teacher participants generally considered two main 
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aspects about teaching: content (what to teach) and activities (how to teach it). 

Additionally, the focus on these two aspects during lesson planning was reflected in 

classroom behaviors more so than in other areas, such as the goals of the lesson. Finally, 

the researchers reported no positive effect that teachers had on students’ performance as 

measured by a multiple-choice test designed to measure recall of facts and concepts 

covered in class, an essay test related to the content, and an attitude questionnaire about 

student classroom experience in each session and over three sessions. 

The findings indicate that expertise is domain and context specific. First, the fact 

that expert teacher participants in this study committed their cognitive attention to 

classroom routines aligns with other studies (e.g., Berliner, 1988; Carter et al., 1987). In 

addition, one reason why the findings of the study by Peterson et al. (1978) demonstrated 

no positive effects on student outcomes could be related to the likelihood that expertise is 

domain specific and contextually sensitive. First, the teacher participants taught a content 

area outside of their domain. The elementary teacher participants had only two occasions 

to read social studies text materials before teaching the first sessions to the junior high 

school students. The fact that they taught content outside their domain indicates that some 

of the teachers did not have sufficient time to develop sophisticated content knowledge 

about the target content area, and it might have negatively affected their teaching 

behavior and the outcome of the students’ performance on achievement tests. 

Another contributing factor might have been the lack of teachers' knowledge 

about learners. The teachers in the Peterson et al. study taught classes over three days, 

and on each day they taught different students. Even though the teachers taught for 1.5 
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hours, it was insufficient time to develop knowledge about the student participants. This 

lack of knowledge related to students probably made it difficult for them to decide what 

to teach and how to effectively facilitate learning among the participants. 

Related to this aspect, Berliner (1988) noted that one of the attributes of experts 

concerns their ability to predict classroom phenomena. Based on experiences that expert 

teachers have accumulated over years, they are able to make more assumptions, 

hypotheses, and predictions compared to novices or postulants. This ability applies to 

understanding students. 

Berliner’s (1988) description of experts’ knowledge about learners is as follows: 

Experts seemed to have a fund of knowledge about the way students thought and 

how those thoughts interacted with the content of the specific mathematics or 

science items. In addition, experts seemed able to think through the misalgorithms 

that students might apply to solve a particular problem. The experts had more 

experience dealing with student errors and therefore were able to predict what 

types of errors students might make. (p. 16) 

If expertise is context-specific and factors that facilitate expert performance include the 

knowledge that experts built within a particular context, knowledge of learners should 

comprise pedagogical content knowledge, a key to expertise (e.g., Ennis, 1994). 

 

Teacher Knowledge in L2 Teaching 

Compared to the large body of literature focusing on expert teacher knowledge in 

general education, little research has investigated the knowledge of L2 expert teachers. 
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Among the few L2 expertise studies, researchers mainly focused on three aspects of 

expert teaching. One is the effect that knowledge has on lesson planning (Richards, et al., 

1995). In particular, the researchers compared how different levels of knowledge affect 

the content of lesson planning. The second aspect concerns how teachers internalize their 

teaching based on their knowledge as a result of researchers comparing novice and 

experienced teachers (Gatbonton, 1999, 2008). Finally, the relationship between teacher 

knowledge and teaching practice was examined (Johnston & Goettsch, 2000). The 

findings of these studies indicate the important role that teacher knowledge plays in 

effective teaching and the development of expertise in an L2 context. 

 

Declarative knowledge through lesson planning. Teacher knowledge also plays 

a central role in expertise studies of L2 teaching (Richards, 2010). An early study related 

to teacher expertise in L2 education examined different types of knowledge of ESL 

teachers in Hong Kong (Richards et al., 1995). First, the researchers analyzed the effect 

that experience has on the quality of knowledge by comparing the lesson plans that the 

participants created at different developmental stages. One group was composed of pre-

service teachers, which included ten student teachers with little or no classroom 

experience. The other group included experienced teachers, who had an average of five 

years of teaching experience and postgraduate TESL qualifications. The results revealed 

that the experienced teachers created lesson plans more quickly than pre-service teachers, 

and their lesson plans demonstrated a more holistic view of teaching. The holistic view 
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included using a learner-centered approach and setting not only linguistic objectives, but 

also broader objectives about the topic presented in the material. 

Richards and his colleagues also reported on the importance of content knowledge 

and pedagogical knowledge reflected in the lesson plans (Richards, et al., 1995). Twelve 

teachers were divided into three groups based on this assumption that these two types of 

knowledge influence lesson planning. One group consisted of teachers with a B.A. in 

English literature and experience teaching literature in an ESL setting (content 

knowledge and pedagogical knowledge). The second group was made up of teachers with 

a B.A. in literature but no experience teaching literature (only content knowledge). The 

last group was teachers with neither a B.A. in literature nor teaching experience (neither 

content knowledge nor pedagogical knowledge). Each group of teachers was given three 

sets of literary texts, each containing a short story. The teachers’ task was to develop a 

lesson based on these texts. The participants then explained in writing and orally their 

approach to teaching, and their attitudes toward literature and teaching literature. 

The results demonstrated the importance of both content knowledge and 

pedagogical knowledge for effective lesson planning. Whereas teachers who lacked 

either type of knowledge struggled to interpret certain ideas that were abstract and 

ambiguous, teachers with content knowledge demonstrated a deeper understanding of the 

texts. In addition, the teachers with content knowledge analyzed the texts more critically 

and creatively. Moreover, the teachers who had the combination of both content and 

pedagogical knowledge proposed a wider variety of activities, such as pre-reading 

activities to activate students’ schemata about the same themes than the teachers in the 
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other groups. Even though this study did not document how the teachers taught a class 

based on a lesson plan they created, it demonstrated that rich content and pedagogical 

knowledge accumulated through many years of teaching allows teachers to plan lessons 

efficiently and effectively. 

 

Declarative knowledge and practice. Other studies have revealed how teachers 

who have differing amounts of teaching experience internalize their actual practice. 

Gatbonton (1999, 2008) investigated the pedagogical knowledge that two groups of adult 

ESL teachers possessed. One consisted of four novice teachers who had fewer than two 

years of experience. The other group was made up of four experienced teachers who had 

at least ten years of teaching experience. In a stimulated recall task, these participants 

were asked to recollect what they were thinking while teaching classes to ESL adult 

learners as they viewed their videotaped lessons. The researcher used mixed methods to 

analyze the interview data and found similarities and differences between these two 

groups of teachers. First, the content of the reports by the two groups was categorized 

separately based on shared themes, such as language management and self-reflection. 

Then the frequency of the resulting themes in each teacher’s interview and each group of 

teachers’ interviews was examined. Finally, the qualitative and quantitative results for the 

two groups were compared. 

Interestingly, regardless of experience, novice teachers described 20 of the 21 

major pedagogical categories discussed by experienced teachers. However, their 

frequency ranking differed. Whereas novice teachers most frequently reported paying 
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attention to students’ negative behaviors and reactions, experienced teachers most often 

attended to language learning, which is the ultimate goal of L2 learning. The findings 

suggested that the focus of novice teachers, who lack a sense of confidence, was more on 

keeping students happy, and the focus of experienced teachers was on ensuring that 

language learning took place rather than being sensitive to negative reactions of students. 

Several other studies have provided evidence of the differences between 

experienced and novice teachers in L2 classrooms. For example, Farrell and Bennis 

(2013) examined the relationship between the beliefs and teaching practices of a novice 

and an experienced teacher at an adult language academy in Canada. The novice teacher 

had two and a half years of teaching experience, and the experienced teacher had been an 

ESL teacher for over 19 years. Data collection included a background survey, three one-

hour class observations, and interviews with each participant before and after their 

lessons. The findings indicated that the experienced teacher’s focus was on helping 

students achieve instructional goals. On the other hand, the novice teachers dedicated 

their attention to students’ affective factors, such as making students happy. Furthermore, 

the experienced teacher’s practices corresponded more than those of the novice teachers 

to what was stated in an interview. The researchers explained that the convergences 

between what teachers say and do exist more for experienced teachers because they tend 

to have beliefs that are informed by teaching experiences. The findings confirmed 

Gatbonton’s (1999, 2008) conclusion that experienced and novice teachers make 

instructional decisions based on different priorities. Whereas the novice teachers focused 
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more on students’ affective factors, such as making students happy, the experienced 

teacher prioritized students’ learning outcomes. 

 

Procedural knowledge of experienced teachers. L2 researchers have also 

examined similarities among experienced teachers by analyzing how they justify and 

explain classroom teaching practices. In case studies of four experienced ESL grammar 

teachers at a university in the United States, Johnston and Goettsch (2000) used two 

grammar lessons and follow-up interviews to analyze and classify the different types of 

knowledge that the participants demonstrated. First, the researchers learned that the 

participants had well-informed content knowledge about grammar, which the participants 

claimed was developed through their education and teaching experience. These teachers 

discussed a process that they developed where they could store, sort, and access their 

content knowledge efficiently both physically and mentally. Furthermore, deep 

knowledge about grammar not only made them effective, but also confident teachers. 

Second, the researchers examined these ESL grammar teachers’ pedagogical 

content knowledge as it related to explaining grammar points. The analysis of data 

recorded during class demonstrated that the participants used examples rather than rules 

to facilitate understanding among students. This finding was confirmed in the follow-up 

interview where they stated that examples are useful to provide good grammar 

explanations even though there were differences in terms of how often they used 

examples and what kind of examples they used. For example, one participant used 

examples to induce grammar rules from students. Another participant encouraged 
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students to make original examples after she provided a brief explanation. Similarly, the 

first participant used other materials to help students find examples related to the target 

grammar. Their abilities to use examples and rules in a flexible manner indicates their 

flexibility to adapt their teaching based on the students and instructional goals. 

In addition, the participants demonstrated behaviors to initiate student 

involvement in explaining grammar points, such as facilitating students’ discussions and 

questions. When the participants were asked how they evaluate students’ learning and the 

effectiveness of their explanations, they described different methods. For example, they 

picked up non-verbal clues from students, such as eye contact and facial expressions, and 

they asked questions that encouraged the students to produce a sentence using a specific 

grammar feature. In addition to relying on these immediate cues, these teachers also 

provided delayed feedback by giving the students with opportunities to ask questions 

after class or in grammar journals. 

This study indicates two aspects of expert teaching. One is that sophisticated 

pedagogical content knowledge (how to teach English grammar effectively) allows a 

variety of approaches to teaching, which can facilitate students’ learning. Second, 

pedagogical content knowledge includes other knowledge bases, such as knowledge of 

learners, which concurs with the model Turner-Bisset (2012) developed. She argued that 

different knowledge bases interact with each other, and pedagogical content knowledge 

encompasses all of these components. The experienced teachers in the study 

demonstrated their abilities to effectively teach grammar by accurately assessing the 

students’ understanding based on cues that they had indicated. 
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This knowledge of learners is what Johnston and Goettsch (2000) referred to as 

knowledge that teachers have about their learners in terms of what learners already know 

and how learners learn. Such knowledge affects teachers’ decisions about pedagogical 

strategies in that “teachers’ beliefs about how learners learn and what they know (about 

learners) affect their pedagogical strategies” (p. 455). One of the participants described 

how she paid attention to one of her students’ facial expressions and the utterances he 

made as he came to understand a new concept. In addition, the participants described how 

students needed to transfer declarative knowledge about grammar to procedural 

knowledge where students could use the forms and meanings correctly and appropriately. 

Understanding how students feel based on non-verbal cues and their weaknesses results 

from the teachers' extensive experience with this particular population of students at the 

institution, where students demonstrated a gap between what they know and what they 

use in writing and speaking. 

In summary, previous studies shed light on three aspects of expertise. The first is 

development of expertise. Expert teachers engage in progressive problem solving (e.g., 

Bullough & Baughman, 1993, 1995; Tsui, 2003). Once they automatize some aspects of 

teaching, they reinvest their mental resources in tackling new challenges. This process 

forces experts to expand their knowledge. For example, they seek formal knowledge and 

incorporate their newly gained knowledge into their practices. This process in return 

fosters development of expertise. 

The second aspect of expertise is teacher beliefs. Teachers’ beliefs play two roles. 

One role is to facilitate the progression of expertise. Teacher beliefs related to flow and 
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agency allow teachers to engage in progressive problem solving (e.g., Bereiter & 

Scardamalia, 1993; Csikszentmihalyi, 1988). The other role of beliefs is on teacher 

knowledge. Beliefs influence the manner in which teachers gain and use knowledge and 

vice versa (Turner-Bisset, 2012). 

Finally, teacher knowledge is the third aspect of expertise. Teacher knowledge is 

integral to expert teaching (e.g., Shulman, 1986, 1987). As teachers accumulate teaching 

experience, they develop rich knowledge bases about different areas of teaching, such as 

about the content, pedagogy, and curriculum. Pedagogical content knowledge, which 

encompasses all types of knowledge, is particularly integral to expert teaching (Ennis, 

1994; Turner-Bisset, 2012). In particular, one of the components of pedagogical 

knowledge is knowledge of learners. It functions as a guide for teachers to evaluate the 

quality of students’ learning, which they consider the priority of their teaching (Farrell & 

Bennis, 2013; Gatbonton, 1999, 2008). 

 

Gaps in the Literature 

Previous research in L2 teacher expertise, some of which I have reviewed above, 

points out three directions for further research in this area. First, longitudinal studies that 

focus on developmental processes of expertise are necessary. There has been only one 

study conducted by Tsui (2003) that examined the development of expertise in an L2 

setting. Her study provided insights into how an expert teacher expands her knowledge 

by engaging in progressive problem solving. However, although this study provided 

insight into expertise and development, it does not reveal the progression that this teacher 
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made throughout her career of teaching. Based on the conception that agency has three 

dimensions, such as the past, present, and future, research that documents more holistic 

aspects of teacher development is necessary. In particular, an investigation of problems 

that teachers have encountered and solved in different contexts at different developmental 

stages provides insights into how the progression of expertise occurs. 

Furthermore, Tsui’s (2003) study had several methodological limitations. For 

example, Tsui spent three months observing the expert teacher; however, she observed 

the three nonexpert teachers for only one month. Moreover, the 11 students she 

interviewed were from the expert teacher’s class; none were from other teachers’ classes. 

This aspect of the study raises a question concerning how the researcher might have been 

influenced by her participants prior to the research, and how much her perception about 

these participants might have impacted the investigation. In addition, when describing the 

criteria she used to identify experienced nonexperts, the researcher only mentioned that 

they had been teaching for five years, which was only three years shorter than the expert 

teacher. Clearly, the criteria Tsui used to identify her expert teacher participant were 

based on years of experience and her personal opinion of this participant. 

Related to this point, understanding issues related to identifying someone as an 

expert teacher is necessary. Research in expertise is fraught with issues as to what 

constitutes an expert teacher and how to identify one. Previous researchers used a 

dichotomous categorization by separating their participants into groups of experts and 

novices according to experience (Cumming, 1990; Farrell, 2013). However, experience 

alone does not qualify someone as an expert (Berliner, 1986; Johnson, K. 2005; Tsui, 
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2005). Also, identifying someone as an expert teacher in some contexts often comes with 

its problems because of the lack of standardized evaluation system and teacher isolation, 

both of which limit the insights that might be gained into the practices of their colleagues. 

Next, research that focuses on different aspects of expert teaching is necessary. 

Previous research in expertise in L2 teaching attempted to describe a single aspect of 

teaching, such as examining congruencies and divergences between teacher stated beliefs 

and practices (Farrell & Bennis, 2013) and the effects that knowledge has on lesson plans 

that teachers create (e.g., Richards, et al., 1995). However, these findings still do not 

answer questions about the role that teacher beliefs and knowledge play in facilitating 

and performing expertise. Therefore, research that investigates how teacher beliefs 

support teacher development and how teachers build and use their knowledge in practice 

contributes to the existing literature on expertise in L2 teaching. 

 

Purposes of the Study 

The purpose of this study is to investigate characteristics of expertise based on 

three aspects. I explore these aspects from the perspective of expertise as a continuum 

rather than a dichotomy. Instead of examining characteristics of expertise by labeling 

teachers as experts and nonexperts, I focus on behaviors that indicate expertise as 

described in the literature and demonstrated by experienced teachers who are at different 

stages of developing expertise. I explore their characteristics that indicate a progression 

of expertise based on the conceptual framework by Bereiter and Scardamalia (1993). In 
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particular, I examine the quality of problem solving experienced teachers engaged in and 

how it has evolved as they gained more experience. 

In addition, I examine aspects of teacher beliefs that influenced teachers’ 

development and practices. By exploring how experienced teachers conceptualized their 

role as a teacher in addition to how their contextual factors affected teaching, I hope to 

describe how their perceptions of flow and agency affected their practices. Finally, I hope 

to identify and describe characteristics such as what teachers know and do that might 

indicate expert teaching. Analyzing common behaviors that signal expert teaching among 

different experienced teachers and identifying these behaviors by comparing them to the 

literature can lead to important evidence for understanding L2 expert teaching in EFL. 

 

Research Questions 

The research questions in this project are as follows: 

1. What are the characteristics of the developmental processes that lead experienced 

EFL teachers at Japanese universities to expertise? 

2. What beliefs do these experienced EFL teachers have about different aspects of 

teaching? How do these beliefs support their development and teaching that lead to 

expertise? 

3. What knowledge do these experienced EFL teachers have that is suggestive of their 

expertise? How do they build and use knowledge to maximize the benefits for 

students’ learning? 
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CHAPTER 3 

APPROACH AND METHODS 

 

In this chapter, I outline the approach and methods of this study, including a 

process for selecting participants and for data collection. First, I explain what kind of case 

study this is. Next, I explain the screening stage where I chose four participants 

purposefully based on criteria established ahead of time. I also describe the participants 

and data collection sites in detail and discuss my relationship to each participant. I then 

discuss the data collection methods: interviews with participant teachers and their 

students, classroom observations of two courses taught by each teacher participants, and a 

collection of artifacts that these teachers created and used in classrooms. After that, I 

discuss data analysis, in which I describe how I analyzed the gather data in addition to 

my positionality with each participant. Finally, I discuss ethical considerations and 

trustworthiness issues. 

 

Case Study 

I chose a qualitative case study inquiry because it provides a holistic perspective 

by capturing a detailed and contemporary phenomenon within a naturalistic context 

(Casanave, 2015; Hatch, 2002; Yin, 2014). First, case study research offers a holistic 

perspective of each case by triangulating multiple sources or research tools (Hood, 2009), 

such as classroom observations, interviews, and a collection of artifacts. In this way, the 

case study inquiry was the most appropriate approach to better understand not only 
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participants’ performance, but also their teacher knowledge, attitudes, and beliefs, all of 

which influenced teaching practices. Based on in-depth approach that case study research 

allows, I chose this inquiry to describe attributes that are suggestive of expertise in EFL 

teaching according to the literature I reviewed (see Chapter 2). 

Second, case study research allows the examination of participants in a 

naturalistic environment with a minimum amount of intervention. Some previous studies 

(e.g., Cushing, Sabers, & Berliner, 1992; Peterson et al.,1978) controlled several aspects 

of teaching, such as students, a content area, and materials when studying teachers. 

However, Flyvbjerg (2006) argued that “context-dependent knowledge and experience 

are at the very heart of expert activity” (p. 222). Unlike experimental studies, which 

control selected aspects of teaching, a case study inquiry enables researchers to observe 

participants in a context that they are familiar with and within which they behave 

naturally. That is, a case study approach allows for an in-depth analysis of real time and 

contextualized phenomena. Accordingly, Yin (2014) explained that case study is suitable 

“when examining contemporary events, but when the relevant behaviors cannot be 

manipulated” (p. 12). Case study inquiry was ideal in order to capture attributes that 

teachers demonstrate in their classrooms with their students under a school curriculum 

that they regularly work with while minimizing the effect of interventions. 

Finally, the case study is an appropriate approach to examine and identify special 

cases because of its in-depth and collective approach (Duff, 2008; Flyvbjerg, 2006). I 

used a multiple/collective case study, in which I examined several cases of individual 

teachers in order to “form a collective understanding of the issue or question” (Stake, 
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1995, pp. 3-4). In order to understand the general phenomenon of expertise, it was 

necessary to understand a case in comparison to other cases as suggested by Stake 

(2005). He argued that a collective approach is beneficial when it leads researchers “to a 

better understanding, and perhaps better theorizing, about a still larger collection of 

cases” (Stake, 2005, p. 446). Investigating these participants closely as individual cases 

who were likely to exhibit characteristics of expertise helped me to describe distinctive 

characteristics. I was then able to compare each case to generate common attributes of 

expertise in L2 teaching. Investigating attributes of L2 teaching expertise indicated by the 

four cases in this study contributes to understanding a larger collection of cases in the 

field of L2 teaching, including pre-service and in-service teachers and teacher educators. 

 

Participant Screening 

First, it is necessary to consider the question of how to identify highly competent 

EFL teachers who are likely to demonstrate teaching practices underlying expertise at 

Japanese universities. In fact, one of the most critical aspects of expertise studies lies in 

distinguishing experienced teachers with more expertise from those with less expertise. 

That is, though extensive teaching experience is essential to making someone an expert 

teacher, it is insufficient by itself (Bereiter & Scardamalia, 1993; Berliner, 1986; 

Johnson, K. 2005; Tsui, 2005). Although several years in the classroom can lead some 

teachers to continue to grow, experienced less expert teachers continue to repeat the same 

practice that they established early in their teaching career. In contrast, previous expertise 

studies suggest that expert teachers are lifelong learners (Day, 1999; Tsui, 2003) who 
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continue to tackle new challenges. In order to identify excellent teachers who pursue 

growth, several attempts have been made in general education, including the 

establishment of NBPTS in the United States. NBPTS awards a national certification to 

expert teachers, considered to be ones who demonstrate excellent practice through a 

portfolio and by completing tasks assigned by the center over the course of a year 

(https://www.nbpts.org/). 

Even though universities recognize the importance of EFL teaching in Japan, 

national certifications are not given at university settings in this context and rarely are 

any attempts made to identify excellent teachers among experienced teachers. Rather, 

some universities rely solely on student evaluations to assess teacher performance. One 

can easily imagine a situation where some students positively evaluate teachers they like 

more than those they do not like. Moreover, some teachers are inclined to focus on 

making students happy rather than meeting learning objectives. This makes it problematic 

to identify effective teachers among experienced teachers and investigate excellent 

teaching practices in this context. 

 

Criteria for Selecting Participants 

In order to find participants who were likely to demonstrate the characteristics and 

behaviors of expert teachers, I mainly relied on criteria proposed by Palmer et al. (2005) 

and made adjustments necessary for the context of Japanese universities. The criteria that 

they suggested concerned two aspects of teachers, such as screening and performance 

indicators. The former includes three to five years of teaching experience in the target 
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content area with a particular student population and a degree or certificate relevant to the 

subject that they teach. The latter consist of recognition from multiple constituencies 

among people who are familiar with their work and evidence, which indicates teachers’ 

positive impact on students’ academic performance. 

The criteria selected were based on Palmer et al.'s meta-analysis research of 

previous educational research on expertise, some of which I reviewed in the previous 

chapter. Among 258 references, the researchers selected 27 studies that were published in 

peer-reviewed English journals, identified as expert teachers, and focused on teachers 

who taught school-aged children from kindergarten to the 12th grade. The researchers 

then analyzed the selection criteria used in these studies. The findings indicated an 

inconsistent use of the term expert teachers across the studies, and the researchers 

recommended a two-stage screening process to select expert teacher participants for 

future expertise research. These two stages included gathering information on 

participants' experience and education and asking for recommendations by others who 

knew the participants. 

 

Experience and Educational Background 

The first screening stage suggested by Palmer et al. (2005) is related to teaching 

and educational background. First, they recommend selecting teachers who have a 

minimum of three to five years of teaching experience in the target content area. One 

adjustment that I made for this criterion involved changing the requirements for teaching 

experience from a minimum of three to a minimum of five years. This adjustment was 
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based on a suggestion by Berliner (2001, 2004), who argued that it requires 

approximately five years for teachers to move into the proficient stage where they have 

relatively sophisticated knowledge about teaching. Additionally, Palmer et al. (2005) 

emphasized that the three most recent years need to take place in the same instructional 

context where the participants are identified as expert teachers. Someone identified as an 

expert teacher in one context may not able to immediately demonstrate expertise in a new 

context, a finding also reported in another study by Bullough and Baughman (1995). 

In addition to years of experience, the type of teaching experience needs to be 

considered when selecting participants. That is, where the teaching experience took place 

needs to be considered when selecting participants. For example, an ESL teacher who has 

only taught with immigrants from Latin America at an elementary school may not be able 

to teach English in the same way to EFL students at Japanese universities. Even within 

Japanese university contexts, someone with extensive years of teaching skilled-based 

courses to students of low proficiency level is likely to find challenges in teaching 

students of high command of English content-based classes. On this point, Berliner 

(2001, 2004) explained that expertise is content and domain specific, so someone who is 

identified as an expert in one context might not demonstrate the same behaviors and 

knowledge of expertise in another context. Therefore, this study included only 

participants who had a minimum of five years of EFL teaching experience at Japanese 

universities and a minimum of three years of teaching experience in the context where the 

data were collected. 
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Second, Palmer et al. (2005) proposed that teachers’ knowledge needs to be 

reflected in qualifications such as degrees and certifications that are relevant to their 

content area of teaching. Based on the concept developed by Shulman (1986) about 

content knowledge and pedagogical knowledge, my selection of participants for this 

study, which was focused on EFL teachers at Japanese universities, was limited to those 

who had a degree that reflected their knowledge about the English language and teaching. 

Specifically, I selected participants who had a master’s and/or doctoral degree in English 

language education or other related areas, such as TESOL, Education, and Applied 

Linguistics. A graduate degree in one of these fields is often required in Japanese 

university settings according to recent job requirements on an advertisement site 

(https://jrecin.jst.go.jp/seek/SeekTop), Japan Research Career Information Network 

(JREC-In) supported by the Japan Science and Technology Agency. 

Finally, I did not include linguistic competence as a criterion for two reasons. The 

first reason was related to evaluating teachers’ linguistic competence. Standardized tests, 

such as the TOEFL (Test of English as a Foreign Language),TOEIC (Test of English for 

International Communication), and JLPT (Japanese Language Proficiency Test) are often 

used to measure the language proficiency in Japan, the context of this study. However, 

not all English teachers have taken a proficiency test or have recently taken the test. Even 

if they do have a recent score from one of these tests, these tests do not necessarily reflect 

their speaking or writing ability because some versions of these tests only measure 

receptive skills. Second, many institutions do not require teachers to use a certain 

language in the classroom. Therefore, the choice of language is not limited to only 
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English but also Japanese or a combination of English and Japanese. For these two 

reasons, I did not include linguistic competence in the criteria. 

 

Performance Indicators by Recommendation 

The second screening stage involves performance-related judgments, which 

Johnson, K. (2005) suggested are necessary for identifying participants that are likely to 

demonstrate behaviors that indicate expertise. Specifically, Palmer, et al. (2005) 

suggested relying on recommendations that come independently from more than two 

constituencies, such as teacher colleagues, researchers, administrators, and teacher 

educators. One change I made to Palmer et al.’s criterion is that the recommendations did 

not necessarily have to come from multiple constituencies. My case studies consisted of 

EFL teachers at Japanese universities where classroom observations are rarely conducted. 

Consequently, teachers usually have limited knowledge about the practices of their 

teacher colleagues in classrooms (Lortie, 1975). In addition, universities often do not give 

teacher awards partly because it is often only students who are involved in teacher 

evaluations. Therefore, I found only two participants, who were recommended by two 

constituencies, and each of the other two participants was recommended by only one 

constituency. Even though getting multiple recommendations would have made the 

selection more reliable, I revised the recommendations from multiple constituencies to a 

minimum of one recommending person because teachers often lack knowledge about 

what their colleagues do behind the classroom doors. 
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I did not use student evaluations of teachers in the process of selecting 

participants for three reasons. One was that in some contexts, the results of student 

evaluations did not accurately reflect students’ perceptions of teacher performance. For 

example, in the International Department (all department names are pseudonyms) at Oka 

University (all school names are pseudonyms) where I taught and was observing four 

classes taught by two of the teacher participants, students were given only one evaluation 

sheet to assess all four English classes. Not only the content of classes differed but also 

the instructors that taught these classes were different. Therefore, student evaluations of 

teachers in this context did not demonstrate the students’ evaluations of one specific 

teacher participant. Another reason was that students did not have relevant knowledge 

about teaching to accurately assess teachers (Lortie, 1975). Students who do not have a 

teacher credential or have not completed a teacher education program lack sufficient 

knowledge and skills to accurately evaluate teachers from a professional perspective. 

Finally, student evaluation sheets did not necessarily provide relevant aspects of English 

teaching for evaluators to respond to. Many universities use a generic student evaluation 

form. That is, they use only one type of student evaluation sheet across departments, 

subjects, and content areas. This generic approach makes it problematic to find 

characteristics that might be more significant than others. A final reason is that student 

evaluations are not always publicly available. Because of these issues, I did not use 

teacher evaluations by students when selecting the teacher participants. This decision 

limited me from examining teacher participants from the students’ perspectives in 

selecting teacher participants. However, I did conduct focus groups with students from 
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each class in order to better understand what experiences and ideas the students had about 

the target class and teacher participant. Details about focus groups are discussed later in 

this chapter. 

One aspect that should be considered in terms of recommendations is validity 

issues that might result from different criteria that people use for recommendations (Tsui, 

2005). For example, researchers, administrators, or policy makers within an educational 

institution whose job does not involve EFL teaching might rely on criteria that differ 

from those EFL teachers. Therefore, rather than seeking recommendations from people 

that were not involved in professional teaching, I relied on recommendations only from 

other experienced EFL teachers at Japanese universities. Experienced EFL teachers at 

Japanese universities included L2 teacher educators, program supervisors or coordinators, 

and teacher colleagues, who were likely to have knowledge about practices of 

recommending teachers and English language education. In addition to explaining my 

criteria about education and teaching experience to the recommending teachers, I asked 

them to provide reasons for their recommendations to ensure the consistency of the 

criteria used in the process. More details, including how I sought recommendations and I 

finalized the selection of the four participants, are discussed below. 

 

The Difficulty of Using Student Outcomes as a Measure of Teacher Performance 

Palmer et al. (2005) discussed including outcome measures of student 

performance in order to demonstrate teacher effectiveness. However, the researchers 

neither explained the definition of performance outcomes nor specified how to measure 
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such outcomes. Instead, they contended that setting standards across domains to 

determine the effectiveness of teaching is problematic. In other words, student 

populations and instructional contexts influence how expert teachers demonstrate their 

ability to facilitate effective student performance. In fact, relying on students’ academic 

performance to select expert teachers has been criticized (Goodwyn, 2011; Tsui, 2005) 

because performance outcomes only provide a narrow view of teacher quality. For 

example, students’ academic performance often does not reflect teachers’ higher-order 

thinking skills, such as reflection or problem-solving processes, which are considered to 

be essential characteristics of expertise in teaching (Tsui, 2003). Numerous factors 

influence students’ academic performance, such as their home environment, the influence 

of peers, and school settings, and class size (Hattie, 2003). 

In addition, relying on students’ achievement as an indicator of expertise in this 

context is specifically problematic because obtaining comparable documents that indicate 

students’ performance across institutions or even classes would have been difficult. In 

fact, many Japanese universities do not require students to take standardized tests, such as 

TOEFL and TOEIC tests throughout the semester. In addition, students often take 

multiple English classes at Japanese universities that are taught by different instructors. 

This makes it even more difficult to examine the influence that students have received 

from individual teachers. A further problem is that at many universities, proficiency test 

scores and student grades are not publicly available. Therefore, this criterion was 

eliminated from the selection process. 
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In conclusion, the teacher participants in this study have met the following 

conditions: 

• Each teacher participant has a minimum of five years of EFL teaching 

experience at Japanese universities. 

• Each teacher participant has a minimum of three years of EFL teaching 

experience at one institution. 

• Each teacher participant has a master’s or doctoral degree in English language 

education or a related area. 

• Each teacher participant has been recommended by a current or former 

colleague and/or supervisor, who is an experienced EFL teachers at Japanese 

universities. 

 

The Participant Selection Process 

In order to identify experienced teachers based on the above criteria, I emailed 30 

people from 21 departments at 16 universities in western Japan, based around Osaka, 

where I resided and worked. The inquiry about teachers was made only to full-time 

teachers who were in positions of program supervision and had opportunities to learn 

about their teachers’ teaching practices through student evaluations, classroom 

observations, teacher training, and job interviews. The email message first provided a 

brief explanation of my research and then described the criteria regarding educational and 

teaching background. Finally, I asked them to recommend teachers whom they 

considered effective and different from other experienced teachers in addition to 
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providing reasons for their recommendations (See Appendix A for Email asking for 

recommendations of teachers). 

Twenty people replied to my message, of which six replied that they had no 

recommendations. Reasons varied from simply not being able to think of anyone to 

having no knowledge about teachers’ classroom practices due to a lack of opportunities 

for classroom observations. Fourteen people identified candidates for recommendation, 

including the reasons why they believed they were effective teachers. I made a list of 

recommended teachers’ names and other relevant information, such as previous 

education, their current work place, and recommending reasons. I selected four 

recommended teachers whom I considered were possible to gather data from given my 

teaching schedule. Consequently, three teachers who worked in the same university as I 

did were chosen so that I could observe and interview them between my own classes. 

Finally, I contacted these four recommended teachers to ask for their participation in this 

study. Upon obtaining their agreement, I explained the four research in more detail 

individually face to face. Additionally, I emailed participants a letter that explained my 

ideas for their involvement in the study (Appendix B) and an informed consent form 

(Appendix C) that they later signed when I conducted the first interview. 

 

Participants and Sites 

Four EFL teachers—Asako, Keith, Walt, and Alex (all pseudonyms)—who all 

met the criteria I established, agreed to participate in my research. They were teaching 

EFL to undergraduate students at various universities in western Japan at the time the 
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study was conducted. Asako and Walt were part-time instructors. Asako taught 13 classes 

in the spring semester and 11 classes in the fall semester at two universities during the 

academic year that this study took place. Walt taught 13 classes at four universities, 

including Oka University, where data collection took place for three of the four 

participants: Keith, Walt, and Alex. Keith was a full-time instructor teaching ten classes 

at another university, but taught two part-time classes at Oka University where he had 

worked full-time previously. Alex worked-full time at Oka University and taught eight 

classes. 

The selection of three out of four teachers took place at Oka University for two 

reasons. The first reason concerns the teaching position I had at the time of this study. I 

was an instructor at Oka University when selecting teacher participants. Because I had a 

demanding schedule at the university while collecting data for this research, it was 

necessary to find teachers nearby. Teachers at other universities were recommended; 

however, they either taught in schools, which were more than two hours away from my 

workplace or our schedule for classroom observations did not match. I will discuss more 

about the influence that my positionality had on this research later in this chapter. The 

second reason is the large English program that Oka University had. Oka University is 

one of the largest private universities in western part of Japan. It has over ten departments 

on three campuses and 20,000 undergraduate students and about 700 full-time professors, 

which include over 100 foreign nationals. The university had a language program that 

offered elective English courses to students from different departments. In addition, each 

department also had its own English instructors, who taught required English courses. 
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Because of the large pool of teachers at this university, I was able to easily find three 

teachers who were recommended by their colleagues and supervisors. 

Two participants, Asako and Keith, had participated in my previous study (Asaba, 

2015) in which I examined perceptions that EFL experienced teachers at Japanese 

universities have about expert teachers. They were purposefully selected based on the 

criteria used in this current study. Because they participated in this previous study, both 

participants already knew about my research interest when I asked for their participation 

again. The other two teacher participants had not participated in studies I had conducted 

previously. However, I had known them as a teacher and/researcher colleague or a friend 

for a few years prior to the study. Therefore, I was familiar with all the teachers’ 

backgrounds, such as previous education, teaching experience, and positive reputations 

among colleagues. Descriptions of all four participants and the sites where they worked 

follow, along with a description of my relationship to them. 

 

Asako 

Asako was in her late 50s and was the only female Japanese teacher among the 

four participants. Despite her thin body, which made her look fragile, she had a strong 

and assuring voice. Her big, round eyes became even bigger as she talked about what she 

was passionate about: teaching and dancing. Despite her wise and serious aura, she often 

flashed a childish smile that resembled that of a little girl. Her fashion was simple and 

professional, but modern. She never wore traditionally feminine clothes such as skirts and 

heels, and instead opted for dress pants and a pair of brown loafers. As she reflected 
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critically on her teaching during our discussions, she often pushed back her beautiful 

medium length hair with long bangs to the side. 

Asako was a Ph.D. candidate at a Japanese university at the time of this research 

and had two Master’s degrees: one in Philosophy from a Japanese university, and another 

in Linguistics from an American university in the western part of the United States. She 

had attended the university in the United States, where her husband, who is a 

biochemistry professor, was conducting research during his sabbatical for a year. She was 

there for a year and half with her husband and daughter, who was 18 months old when 

they moved to the United States. She stayed for another six months with her daughter to 

complete her studies even after her husband went back to Japan. She has been teaching 

EFL at several universities as a part-time instructor for over 25 years. Since 2001, she has 

been teaching at Koyo University (pseudonym), where some of the classroom 

observations took place. This is a medium-size private university that has eight 

departments and approximately 9,000 undergraduate students. She taught in two different 

capacities at this university. One was in a language center where she taught mandatory 

English classes to students majoring in areas such as economics, engineering, and law. In 

addition, she taught students from the literature department where I conducted classroom 

observations of one of her classes. Students in this department selected a specialized 

field, such as English or Japanese literature or history. I observed a writing class (all class 

names are pseudonyms), a mandatory course in the literature department. There were 20 

students enrolled in the class. 
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Asako also taught several courses at Port University, a national university that has 

11 departments at the undergraduate level and 15 graduate programs. There were 

approximately 16,000 students and over 1,000 international students enrolled at the 

university when this study was conducted. This university is a prestigious university 

where students are expected to obtain high marks on the nation-wide standardized test in 

order to be admitted. She had a personal connection to this university in several ways. 

First, she is an alumna of Port University where she received her Bachelor’s degree in 

Philosophy. Furthermore, it was at this university that she was in the process of 

completing her doctoral degree. Finally, her husband is a professor at this university. Of 

the two courses she was teaching at Port University, one course was focused on reading 

and writing skills, which had approximately 40 students. I observed the other course, 

titled International News offered to both undergraduate and graduate students in the Law 

Department. There were eight students enrolled in the class. 

Recommendations for her participation came from two people at Koyo 

University, including her supervisor, who is a tenured professor. When I contacted her 

supervisor for my previous study (Asaba, 2015) asking her to recommend an experienced 

teacher that she considered effective, she brought up Asako’s name among approximately 

40 Japanese part-time teachers. Asako’s supervisor, who has access to student 

evaluations of teachers, made the recommendation based on the positive results that 

Asako has received from her students. Even though student evaluations of teachers were 

not a criterion, because Asako’s supervisor only brought up her name, I noted her 

recommendation. Furthermore, Asako was recommended by one of her colleagues who is 
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a full-time instructor. She described Asako to be an enthusiastic teacher because she often 

saw Asako helping students between classes or staying late marking students’ papers. 

This colleague’s perception that spending many hours at work indicates tremendous 

dedication is a view often shared among people in Japanese work contexts. 

I met Asako while working at Koyo University in 2010 as a full-time instructor at 

the language center. I was surprised with how comfortable she seemed to use English 

with me sometimes because all other Japanese teachers at Koyo University only used 

Japanese with me. She demonstrated her high proficiency in English not only as reflected 

in her manner of speaking English fluently, but also in high score she received on 

standardized tests, such as TOEIC (960) and TOEFL PBT (603). We often discussed 

issues related to classes and students during lunchtime in the teacher’s lounge with other 

colleagues or alone. During our conversations, she often expressed her passion and 

interest in teaching, especially in helping students with writing skills. Even after leaving 

the school in the spring of 2014, I still saw Asako twice a year at a party that teachers at 

Koyo University organized at the end of each semester. 

 

Keith 

Keith, who was in his mid-40s, spoke with a soft voice. He was short and stout, 

and his short, dark hair was greying around the crown of his head. Every time he 

searched for answers, he put his right hand under his chin and stayed quiet for a while. 

His body leaned over, his cheeks turned bright red, and he talked more quickly when he 
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became excited about a topic, such as his students, the lessons he had taught before, and 

the curriculum. 

Keith, an American male teacher, has a Master’s degree in ESL from an American 

university in Hawaii. In addition to three years of university ESL teaching experience in 

the United States, he has been teaching EFL at Japanese universities for over ten years. 

At the time of this research, he was on a limited contract position, teaching full time at 

Asahi Women’s University (pseudonym), a small private women’s college, which has 

approximately 2,000 undergraduate students. He worked in a language center where he 

taught students from all three departments: Literature, Human Science, and Music. In 

addition to this full-time position, he also taught two classes once a week in the at Oka 

University. This is where Keith had taught full time for four years before he transferred to 

Asahi Women’s University and also where he had served as a curriculum coordinator 

from 2011-2014. He has been an instructor in this department since its establishment in 

2010. Classroom observations took place at Oka University. 

Keith worked in the International Department, which was the newest addition to 

the university. Students in this department study international affairs centering around 

themes such as economics, culture, and government around the world, especially 

focusing on countries in North America and Asia. All students in this department are 

required to study abroad sometime after their sophomore year. Of the foreign languages 

available, the majority of students choose to study English. The department offers a 

coordinated English-for-Academic-Purposes program in which EFL instructors teach in a 

curriculum designed to help students prepare to study abroad. First-and second-year 
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students take skills-based English classes, and are placed in classes according to TOEIC 

scores. The classes include intensive reading, ER (Extensive Reading), 

speaking/listening, and writing classes for the first-and second-year students. Third- and 

fourth-year students, who often have already studied abroad, take content-based classes 

about business and academic topics. I observed two ER classes that Keith taught to 

sophomore students. The first class I observed during the fall semester in 2015 had six 

students. There were 16 students in the second ER class I observed during the spring 

semester in 2016. The class in the fall semester was much smaller because most 

sophomore students had gone to study abroad after the spring semester. 

Keith’s recommendation to participate in this study came from his supervisor, 

who was the only tenured professor of English in this department. His supervisor, who 

interviewed and hired Keith in 2010, called him his “right-hand man,” as Keith played a 

major role in assisting him in developing the English curriculum for this department. 

Keith was also in charge of training new teachers, communicating ideas between his 

supervisor and seven other full-time and several part-time teachers, and making teaching 

schedules. In addition to these responsibilities, Keith also taught ten 90-minute-classes. 

His supervisor described him as a well-prepared and organized teacher based on his 

observation of Keith’s class. His supervisor even offered Keith classes after his full-time 

contract ended. 

In fact, at the time of data collection, I was working in the International 

Department at Oka University as a curriculum coordinator, which I took over from Keith 

in 2014. Keith helped me not only to understand the existing curriculum, but also to learn 
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about the process involved in creating the curricula. In addition to discussions about the 

curriculum, Keith and I often talked about ER classes we both taught to second-year 

students. We discussed issues related to students and/or materials and brainstormed ideas 

to develop and refine class activities and student projects. 

 

Walt 

The third participant, Walt, was often dressed in colorful outdoor clothes and 

always seemed comfortable with himself. He often made lighthearted jokes during our 

discussions. His big grin, slender face, and the wink in his eye made him look like 

someone in his 20s even though he was in his mid 40s. When he referred to a previous 

incident, he used his big hands to illustrate his point and reacted with dramatic facial 

expressions to exaggerate his storytelling. It was not only his actions that made him look 

younger than his age. He was thin and fit, with a body that reflected the numerous hikes 

he had done all around Japan. One of his most distinctive features was his long, sandy-

brown hair that he often pushed back with his skinny, long fingers. 

Walt was an American male teacher, and received a Master’s degree in Applied 

Linguistics at an American university based in Japan in 2009. Since receiving his 

Master’s degree, he has been teaching as a part-time instructor at various Japanese 

universities. He was teaching at four universities in the region, including the International 

Department at Oka University where both Keith and I taught. Walt had been teaching in 

this department since 2012 after he left another department at the same university. Walt 

was teaching three classes once a week, including one ER class and two writing classes 
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for second-year students. I observed two of his classes at this university, an ER class and 

a writing class. The ER class had 11 students, and the writing class had eight students. 

Walt was recommended by one of his colleagues, who has worked with him in 

two departments at Oka University for over six years, including the International 

Department. In fact, this colleague recommended Walt to work in the International 

Department in 2011 because he felt that Walt was not only responsible and easy to work 

with, but he also developed an innovative and interesting course for the other department 

in which they once had worked together at Oka University. When I asked why he 

considered Walt to be an effective teacher, this colleague responded that even though 

Walt was a part-time teacher, he contributed many ideas that helped the program develop 

the course for the International Department. Walt was also willing to share his materials 

and collaborate with his colleagues. In fact, handouts that Walt created were in a folder 

shared among all EFL teachers in the department at the time of data collection. 

Before I started working in the International Department, I worked with Walt 

when he helped me transcribe and revise English interview data that I had collected for 

my research. In addition, Walt and I sometimes went hiking together, as he is a serious 

hiker who had climbed many famous mountains in Japan. Even though I had never 

worked with him, I got the impression that he was a dedicated teacher because he often 

talked about his classes, students, and activities he implemented during our long hikes. 

Since we started working together in 2014, we talked more about classes, including his 

ER class, because I also taught ER classes. He also shared ideas and what was going on 

in his classes by talking in person or sending email messages to other teachers who taught 
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the same ER course. He had taught the same course before, and many ER teachers used 

materials that he developed for an ER program in this department. 

 

Alex 

Even though Alex was in his mid 40s, he was slender and had short blonde hair 

that he spiked like a punk rocker. Although his hair style made him look much younger 

than his age, his face indicated that he was older. Furthermore, he was always dressed 

professionally. Whereas some of his colleagues dressed casually in tennis shoes and 

casual shirts, Alex was never under dressed. He usually wore a crisp light-colored dress 

shirt, dark-colored pants, and shiny leather shoes. After living in Japan on and off since 

2004, he still spoke with thick Australian accent. He often spoke quickly, but slowed 

down his speech when searching for the right words and whenever he talked about what 

was concerning him, such as his future job prospect and projects that he was involved in. 

Alex has a Master’s degree in TESOL and was pursuing a distance learning 

doctoral degree in Education from a university in his home country of Australia. He has 

been teaching at universities in Japan since 2009. Just like Keith and Walt, he was also 

teaching at Oka University when I collected data for this study, but he worked in a 

language program where he taught students from various departments, including the 

International Department. He was on an unlimited contract position, which meant he was 

able to stay in the position until he is 65 years old; however, he left in his fifth year in 

2018. He was in charge of a study program at the center where he trained students before 

they went abroad. I observed the study preparation class, which he designed and taught 
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four students in from International Department. Another class I observed was an 

intensive course, which focused on the four skills. Students in the class were from 

different departments, and the class met three times a week for one year. The students 

from the class had already studied together for one semester with Alex. 

Alex’s recommendation came from a colleague, who was a program coordinator 

in the language program. Among approximately 20 teachers in the program, he responded 

that Alex’s name came first in his mind when he saw my email message. He stated that 

Alex had good rapport with his students, and he spent a great deal of time planning 

lessons. His views were based on his personal interactions with and observation of Alex. 

I met Alex several years before at a conference, but did not get to know him until 

2014 before starting data collection, when we were invited to apply for a grant in a team 

organized by professors at Koyo University. Through several meetings we had in order to 

prepare application materials for a grant, I realized that Alex was dedicated to teaching 

and his students. He was always reading books to improve his teaching, and even though 

our application was denied, he used the opportunity to pursue his research interest by 

starting a doctoral program with an Australian university. In addition to applying for the 

grant together, Alex and I often worked closely at Oka University. Alex played a role in 

getting a grant from the Japanese government several years before I drafted this chapter 

and was in charge of using parts of the grant for students to have access to a self-study 

site where students can practice listening and pronunciation using online videos. Even 

though a language program won the grant, Alex kindly extended the invitation to the 

International Department, so that students in the department could also have access to the 
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online videos. When I was a curriculum coordinator, he shared materials, including 

videos that he used to teach. He was one of the few teachers that I worked with outside 

our department, and it was clear that he believed we could both benefit from 

collaborating with each other across departments. 

Table 1 describes an overview of the case study participants. This table provides 

details about the participants’ nationalities, genders, and ages. In addition, I present 

information regarding how these participants met the criteria, such as educational 

backgrounds, teaching experiences at Japanese universities, and reasons that those who 

recommended these participants provided. 

 

Data Collection 

The main data collection took a year and half. Depending on each teacher 

participant, the period of data collection differed. The data collection for Keith and Asako 

lasted for one year whereas it lasted for one semester for Walt and Alex. The length of 

data collection differed among participants mainly because of the schedule for classroom 

observations. While I observed one class at a time for Keith and Asako, I observed two 

classes in a row on the same day for Walt and Alex. After the main components of data 

were collected, I stayed in touch with the participants to ask further questions as I 

continued to analyze the data. I triangulated data sources as part of my analysis by relying 

on multiple methods and data sources. This approach enabled me to deepen my 
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Table 1. Overview of Case Study Participants 

 
Name 

 
Nationality 

 
Gender 

 
Age 

 
Previous degrees 

Teaching experience (at the 
time of recruitment) 

 
Recommendation(s) 

Asako Japanese Female 50s Ph.D. candidate at 
Japanese university 
 
Master’s degree in 
Philosophy from a 
Japanese university 
 
Master’s degree in 
Linguistics from an 
American University 
 

Over 25 years at Japanese 
universities 
 
Part-time instructor at two 
universities 

Supervisor based on student 
evaluations of teachers 
 
Colleague based on observations 
of the participant in the teacher’s 
lounge 

Keith American Male 40s Master’s degree in ESL 
from an American 
University 

Three years at an American 
university 
 
Over ten years at Japanese 
universities 
 
Full-time instructor at a private 
women’s college 
 

Supervisor based on classroom 
observations 
 
Colleague based on his experience 
building curriculum together 

Walt American Male 40s Master’s degree in 
Applied Linguistics from 
an American University 
based in Japan 
 

Over six years at Japanese 
universities 
 
Part-time instructor at four 
universities 

Colleague based on his 
discussions about classes 

Alex Australian Male 40s Ph.D. candidate at an 
Australian University 
 
Master’s degree in 
TESOL from an 
Australian University 

Over six years at Japanese 
universities 

Coordinator based on discussions 
about classes  
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my understanding of the participants from multiple angles, such as by observing classes, 

conducting interviews, learning how their classes were perceived by students, and 

examining materials they had created for teaching. 

 

Classroom Observations 

I conducted a minimum of three classroom observations for each of the two 

types of classes I visited for all teacher participants. The purpose of the observations 

was to better understand the participants’ teaching practices, such as how they conveyed 

knowledge, facilitated activities, and interacted with students by making multiple visits. 

Observations of 90-minute lessons took place at a university that participants had been 

teaching at for a minimum of three years. I selected the two classes that the participants 

taught based on my and participants’ schedules. I chose to observe two different courses 

to examine these teachers’ knowledge about different contextual factors, such as the 

course content and students, which is an integral aspect of expertise (e.g., Berliner, 

1988). Observing each of the two classes a minimum of three times helped me 

understand what the participants did and to look for what they did differently in each 

class. The analysis of within-participant variations, which involved observing different 

approaches that one teacher took across classes helped me examine how they 

approached each class differently, each of which had different learning objectives, 

materials, and students. 

For each class, a visit was scheduled at the beginning, middle, and end of the 

approximately 15-week semester except for one of Asako’s classes I observed at Port 
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University. These times were selected so that I was able to observe changes and 

dynamics that occurred between the teacher participants and their students and among 

students themselves. In regard to Asako’s class at Port University, there were nine 

classes because this university used a quarter system. She requested that I observed the 

third, fourth, and fifth lesson because she did not want me to video record students’ 

presentations that were scheduled in the latter part of the quarter. These teachers taught 

fewer than 27 students in each class, and the proficiency levels of students ranged from 

intermediate to advanced. 

During classroom observations, I took field notes to keep a record of events in 

the classroom. The field notes included information about the seating arrangements, 

student behavior, and interactions between teachers and students. In addition, I placed a 

video recorder, Sony Handycam (HDR-CX270V) on a tripod at the back of each 

classroom during observations after explaining the purpose of observations and 

receiving permission from participants and their students. I provided the students with a 

handout that explained the purpose of my visit (Appendix D). In addition, I used my 

iPhone 6, which had the Voice Memos application for ER classes that Keith and Walt 

taught because their classes centered around doing reading circles, in which students sat 

in groups and discussed a story. I placed my phone closer to a table where one group of 

students sat, so I could capture the conversations that the video recorder might not have 

recorded clearly. 

Recording classes allowed me not only to add detailed information I might have 

missed while taking my notes, but also to examine two aspects of participants’ teaching. 
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The first aspect was what the participant teachers did during the class and what they 

said later about the class. The second aspect concerned an examination of student 

behaviors during the class and what they said about certain aspects of class, such as 

their interactions with teachers and their reaction to activities. 

I read and edited field notes on the day of the observation. I also created a table 

showing the information about the class, including the main focus of the lesson and 

sequence of activities (Appendix E). I transferred video recorded data from a video 

camera to an external hard drive on my computer immediately after each observation. 

Upon successfully transferring the data, the original video recording was deleted from 

the video camera, which belonged to the English teacher’s office in the International 

Department at Oka University. I used the video files to review the observed classes, 

especially before the final interview with the focal participants for each class and before 

conducting focus group interviews with students. The field notes and video recordings 

complemented each other, as they helped me accurately describe the classes I observed. 

 

Interviews with Focal Participants 

I individually interviewed all teacher participants in their first language and 

audio-recorded interviews upon receiving their permission. There were two purposes for 

conducting interviews with the teacher participants. The first purpose was to learn about 

each participant’s experiences and ideas (Morgan, 1997). Experiences included learning 

about responsibilities that they had in previous teaching positions in addition to the ones 

they were having in classrooms that I visited and observed. I asked questions about their 
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previous experiences in order to understand how the qualities of their progressive 

problem solving changed as this process is integral to developing expertise. I also used 

interviews to learn about their perceptions related to their teaching, and to their students 

and their reactions to the lessons. I investigated their perceptions about these areas in 

order to understand how they processed information in class, which was an aspect 

previous studies of expertise focused on (e.g., Carter, et al., 1987; Peterson et al., 1978) 

and how knowledge bases interacted with each other, another element of expert 

teaching (Turner-Bisset, 2012). The second purpose was understanding what these 

teachers “make of that experience” (Seidman, 2006, p. 9) that is, to comprehend 

teachers’ actions deeply by analyzing how the participants viewed their own actions 

(Hatch, 2002). 

I followed the general framework by Seidman (2006), who proposed to conduct 

interviews based on three stages. The first stage of the interview was to ask participants 

about their life history. The second stage concerned asking questions related to 

participants’ present experiences. The final stage concerned questions regarding their 

reflection on the meaning of their experience. I categorized five interviews for each of 

the two classes I was observing under the three-stage-interviews. The initial interview 

was the first stage interview, the set of three interviews conducted right after class 

observations was considered as the second stage interview, and the final interview was 

considered as the third-stage-interview. 

First, I conducted a semi-structured interview with the individual teacher 

participants prior to the classroom observations (See Appendix F) to learn about the life 
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history of each participant. My questions concerned their teaching backgrounds, their 

previous learning experiences, and how the classes I was observing had gone so far. In 

order to better understand their teaching backgrounds, I asked the participants who were 

not originally from Japan about what had brought them to Japan, why they had chosen 

to teach English, and their experiences teaching at Japanese universities. In addition, I 

asked questions regarding their previous learning experiences. I first asked the 

participants to describe effective and ineffective teachers they had as learners. 

In the second stage of interviews, I asked questions regarding their present 

experiences, which relates to “the participants’ present lived experience in the topic area 

of the study” (Seidman, 2006, p. 18). In particular, I asked about classes that I was 

observing. Some participants had taught the exact same class with the same students, 

and others had taught the same class with different students and teaching materials 

previously. Therefore, I asked how they thought their teaching had gone in the classes. 

In the last interview I asked participants to reflect on the meaning they attached 

to their experiences. In order to understand how participants viewed their job as a 

teacher, I asked questions regarding rewarding and challenging experiences that they 

had had as an EFL teacher at Japanese universities. Moreover, I asked them to discuss 

their long-term goals in order to make a connection between what they were doing at 

the time that I was collecting data and what they hoped to achieve in their career. 

I conducted an interview immediately after the three selected classroom 

observations finished (See Appendix G). I first asked about what they had hoped to 

achieve in the class I observed and what they thought about their teaching on that day. I 
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also asked questions regarding specific events that I noted in my field notes, including 

seeking participants’ clarification of some points and explanations about their practice, 

such as about specific activities and/or projects to understand reasons and concerns that 

the teacher participants had about them. In addition, I referred to specific events and/or 

interactions with students I noticed during my observations. Furthermore, I asked about 

what the participants attempted to teach in the following lesson in addition to what they 

hoped their students would learn from the class, and how they planned to facilitate the 

students’ development. 

Analyzing the reasons the teacher participants gave for what they did, and the 

thinking behind what they did helped me better understand each participant. For two 

participants whom I observed one class at a time, I asked questions about one lesson 

that I had observed. However, for two other participants, I asked about two lessons in a 

joint interview because I had observed two classes in a row on the same day. 

A few weeks after the semester ended and after I had a chance to look at the 

recorded videos, I conducted the final interview with the teacher participants (See 

Appendix H). There were two sections in this interview. The first was to help me 

understand how the teacher participants reflected on the semester they had just 

completed. Specifically, questions included their reflections on the semester, such as 

what they considered had gone well or what they could have been done better, and what 

changes they would have or would not have made if they could have taught the same 

class again. The purpose of the other part of the interview was to understand their ideas 

about teaching and their professional career. Furthermore, the purpose of this part of 
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interview was to unveil events and experiences that they considered important in 

helping them to become the teachers they were. I asked questions such as what they 

hoped their students would achieve through English language education and what future 

professional goals they had as an English teacher. Moreover, there were questions 

regarding how they had adapted to new teaching contexts, mistakes that they had made, 

and what they had learned from the mistakes. The purpose of the interview was to 

understand what I could not capture through observations and how the teacher 

participants reflected on the semester they had just completed teaching. Furthermore, I 

investigated what they considered essential for effective teaching and teacher 

development by asking them to reflect on their own experiences. For two focal 

participants where the data collection spanned two semesters, I asked questions only 

from the first section about the course they had finished teaching in the first semester in 

addition to questions regarding the course they were about to teach in the following 

semester. I asked the second part of the questions related to their professional teaching 

goals and significant experiences in their career after the observations for the second 

semester were complete. All audio recorded data were transferred into a computer 

immediately after each interview. 

 

Email Correspondence and Casual Talks with Focal Participants 

I sent email to participants about observed classes that were not followed by an 

interview. I limited the number of interviews after class observations to three because of 

the teacher participants’ busy schedule. Therefore, I created and sent questions 
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regarding observed classes by email immediately after the observation day in cases 

where I observed more than three classes. Furthermore, I asked specific questions to 

clarify certain aspects of the class or interviews during the data analysis. I exchanged 86 

email messages with Asako, 86 messages with Keith, 43 messages with Walt, and 85 

messages with Alex. 

In addition, I remained in close contact with the teacher participants by casually 

talking with them inside and outside the work place. In particular, I talked to them 

before I conducted classroom observations. I asked questions that I had not included in 

the previous interviews, such as about the content of the class and homework 

assignments from the previous lesson that I had not observed. The purpose of questions 

was to better prepare myself for the classroom observation that I was about to conduct. 

 

Student Focus Groups  

I also conducted focus group interviews with volunteer students from the 

observed classes immediately after the semester ended. Focus group interviews were 

included in the data collection so that I could explore students’ perceptions about these 

participants. Among all the previous literature I reviewed for expertise studies, there 

was only one study that examined students’ perceptions about the teacher participant 

(Tsui, 2003). In addition, even though the study involved four teacher participants, the 

researcher only interviewed students from the class that one teacher she had identified 

as an expert. Therefore, in order to understand how students perceived the teachers in 

this study, I explored their experiences in the focal participants’ classes. 
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I chose focus groups over individual interviews for several reasons. The first 

reason was related to the purpose of my data collection. In contrast to investigating 

details about various aspects of the teacher participants, I was interested in the students’ 

perceptions of the teacher. That is, in order to elicit opinions that the students had about 

their teacher, focus groups, which provide condensed amounts of information about the 

topic provided by multiple students, were selected. 

The second reason concerned the kinds of data that often emerge from student 

interaction (Morgan & Spanish, 1984). As Morgan (1997) suggested, one advantage of 

focus groups is their ability to deal with a topic that is “either habit-ridden or not 

thought out in detail” (p. 11). Unlike teachers who are often analytical about their own 

teaching, students who take classes every day from a dozen teachers might not be 

conscious about a particular teacher and his or her performance. I chose focus groups 

because interacting with their classmates who shared similar classroom experiences by 

students could formulate their opinions about their teacher. Morgan (1997) stated that it 

is not only “what participants think about an issue but also how they think about it and 

why they think they want they do” (p. 20) that focus groups help uncover. 

Finally, I chose focus groups because of my positionality. At the time of my data 

collection, I was a full-time instructor at Oka University, and some of the student 

participants were taking my classes. Others who were not my own students but were 

enrolled in the English program at Oka University knew my status as an instructor at the 

school. As Liamputtong (2011) described, focus groups are more beneficial because 

they allow researchers to investigate participants’ views “without pressuring them into 
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making decisions or reaching a consensus” (p. 5). She continued that these benefits that 

focus groups provide are important “especially when dealing with sensitive issues and 

working with vulnerable people,” (p. 107) who for this study were students. Therefore, 

by creating a distance between the students and myself and keeping them close to each 

other, I attempted to provide “peer group support and reassurance” (Liamputtong, 2011, 

p. 107) and help “produce a livelier group dynamic” (Morgan, 1997, p. 20). In fact, one 

student at Oka University volunteered for a focus group under the condition that she 

could participate with her friend who was taking the same class. For the same reasons, 

focus groups were chosen for students outside Oka University. In particular, I wanted to 

provide students with a safe environment where they could answer questions without 

having to be alone in a room with me, whom they did not know well. 

I gathered two to four students for each group because this arrangement gave 

everyone in the group a chance to talk and to respond to different ideas. At the end of 

my final observation, with permission from each teacher participant, I made a request to 

students to participate in an interview with me. I informed them that both their 

participation in my research and any statements that they made during focus groups 

would remain confidential, they would receive a small compensation, approximately 10 

US dollars, and that their participation would not affect their course grade in any way. I 

provided a sign-up sheet that included a brief explanation of the research, the purpose of 

the focus group, and what was involved in the process (Appendix I). Students were 

asked to write their name and contact information if they were interested in 

participating. A limitation resulting from selecting only volunteer students was evident; 
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it was likely that only a certain type of student would volunteer for this type of project, 

such as those who took more of an active role inside and outside classrooms. However, 

selecting students myself might have also been problematic because they might have 

felt pressure to participate regardless of their preference, especially because I also 

taught some of the students. Therefore, only those who volunteered to participate in a 

focus group were selected. As a result, I was satisfied with my decision to ask for 

volunteers. All of the volunteering students showed up to participate in the focus group 

interviews despite of their busy schedule. Moreover, they seemed to take their 

participation for this study seriously and were willing to answer questions I asked. 

Upon the completion of the semester, I contacted the students who had 

volunteered to ask when they were available to meet for a focus group. I selected a day 

after grades had been submitted and when more than two students were available. 

Volunteer students were notified of the time, location, and compensation they would 

receive for their participation prior to the focus group. Before the focus group began, 

student participants received both a verbal and written explanation of what they were 

expected to do (Appendix J) along with a consent form (Appendix K). Finally, they 

completed a background questionnaire (Appendix L) that was created to better 

understand the students. The students from the first three focus groups did not complete 

the background questionnaire because it was not until I realized during these focus 

groups that the students often referred to their previous experiences and other classes or 

teachers they knew when they discussed my teacher participants. Based on these 

experiences, I created the background questionnaire and began to use it in January 2016. 
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After obtaining their permission, I placed my phone, which had the Voice 

Memos application, in the center of the group as they began their discussion. Among 

eight focus groups, I used only the audio recording application for six groups and both 

the audio recording application and a video recorder for the other two groups for the 

purpose of later transcribing audio data. Half of the six groups consisted only of two 

students who were both male and female, which made it easy to distinguish the speaker 

while transcribing. The fourth group consisted of only two male students; however, 

because I had taught them for over a year and half by the time of data collection, I could 

easily recognize their voices. 

Nevertheless, I immediately realized the challenge of transcribing the data 

during the fifth focus group, which included two female students I did not know well. 

Understanding and transcribing the interview data from focus groups is more 

complicated than from other interviews because it involves identifying both what was 

said and who said it (Liamputtong, 2011). Therefore, I set up a video recorder for the 

other two groups, one of which had three female students, and the other had two male 

and two female students. I got their permission to videotape after I explained that the 

video recording data were going to be used only when I transcribed data. Though the 

eighth group had two male students, I used only a voice recording device because their 

teacher requested that I not video record any of the student faces. With this group and 

the other group that I did not video record even though two students had the same 

gender, I attempted to overcome the problem of distinguishing the speaker by taking 

detailed notes during the focus groups. In particular, I identified times when turn taking 
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occurred between participants. Additionally, immediately after the focus groups, I 

transcribed the data while my memory was fresh. 

I followed Morgan’s (1997) suggestion of following similar procedures for all 

focus groups because it helps researchers to have more control over discussions and 

compare data from various groups during the analysis. I prepared one warm-up 

question, “What is your plan for a break?” to familiarize students with this type of 

discussion and 12 questions about the class they were enrolled in (See Appendix M). I 

arranged these questions so that the order “creates a natural progression across topics 

with some overlap between the topics” (Morgan, 1997, p. 47). 

The students answered nine questions about the course they were enrolled in. 

Among the nine questions, the first four questions covered broader aspects of the 

course, such as the students’ overall impressions about the course, what they 

remembered the most about the course, and what they liked the most about the course. 

These questions were followed by more specific questions, and they included justifying 

certain activities, projects, and tasks they found helpful for their learning. In addition, 

they were asked to discuss what they thought their teacher was trying to teach them 

through the course. I asked these questions in the hope to compare the teachers’ and 

students’ perceptions. In particular, the main purpose was to examine if there were 

congruences between perceptions between teachers and students about the courses. For 

example, the teachers discussed what they hoped to teach their students by creating and 

using certain activities. By exploring if students felt they learned what their teachers 
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were trying to teach through these activities, I hoped to examine the effectiveness of 

these activities. 

I was present at the focus groups as a moderator, and so could efficiently help 

students focus on the discussions of target topics. My role as a moderator could have 

negatively influenced what and how the students discussed as some of them were my 

own students. I attempted to overcome issues related to the influence that my presence 

had on the students by informing them that I would be present in the focus groups 

before asking for volunteers. Morgan (1997) also warned of the impact that the 

researcher playing a moderator role has on the group interactions and suggested that 

researchers consider the level of involvement that a moderator would have prior to 

engaging in focus groups. Because the main purpose of the focus group was to allow the 

students to discuss their perception of the class and teachers, I attempted to minimize 

my involvement. 

My role was mostly limited to introducing the questions and facilitating a 

transition from one question to another. I prepared all the questions in Japanese and 

printed each question onto an A-4 size paper (210 x 297cm). I presented each question 

verbally and visually and left the sheet on the table where everyone could see it during 

the discussion. I also used the sheet as a reminder for whenever students went off topic 

for a while by lifting the paper or pointing at it. Occasionally, I played the role of 

facilitator when students were unsure about a question by providing clarification. I also 

offered confirmation when they asked me whether what they were discussing was in 

line with the question being asked. 
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Additionally, I asked for clarifications based on the notes I took during each 

focus group. My clarification questions included asking the students to elaborate on 

their ideas or on a certain concept by providing examples and to confirm that my 

understanding of their answers was correct when a student used an ambiguous 

expression. I made an effort not to interrupt their discussions by waiting until they were 

finished with the question before asking further questions or asking for clarifications. 

For example, when some of the students from Asako’s focus group in the writing course 

at Koyo University started to complain about the other teacher that they were taking a 

writing class from, I let them talk until they started to make a comparison between her 

and Asako. I then asked them to explore further about how the approaches that these 

teachers took made a difference in their learning. 

 

Collection of Artifacts 

I collected necessary artifacts, such as the participants’ most recent resumes, 

course syllabi, handouts for activities, and course packets. I did not include materials 

related to student achievement outcomes for the same reasons I described when 

selecting participants. That is, relying on outcome measures of student performance to 

assess teacher expertise is problematic (Goodwyn, 2011; Tsui, 2005). Similarly, 

Berliner (2001) argues that unlike other situations, such as a salesperson whose 

performance can be assessed by how many sales that the person achieves, one cannot 

determine the effectiveness of teaching only based on student achievement. Teaching 

expertise includes elements that a test cannot measure, such as raising student 
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motivation and creating a better classroom atmosphere. Furthermore, obtaining 

documents that indicate the impact that teacher participants have on students is 

challenging. In addition to the fact that students in the focal classes took multiple 

English classes from different instructors, they were not required to take a proficiency 

test that indicates proficiency growth, such as TOEIC and TOEFL in each semester or 

academic year. Therefore, documents indicating student academic performance were 

not a part of a collection of artifacts. 

 

Reflection Journal 

I kept reflection journals from 2014 until I finished writing the final draft of the 

dissertation in 2019, first on my own in a notebook. However, I switched from this 

journal to email correspondences with my advisor when we began to work together in 

the spring of 2015. On occasions, such as when I formed my research questions and 

design, reviewed previous literature, conducted data collection, and discussed this study 

with my cohort members and advisor on Skype or in face-to-face meetings, I reflected 

on my experiences and wrote about them in email messages to my advisor. She 

responded to my journals immediately by email, and I sometimes responded to her 

reactions to my reflections and/or questions about my research. I saved our 

correspondence in a Microsoft Word file and read them throughout the study. 

Table 2 shows the summary of data sources. It includes how long data collection 

took for each participant, and what it consisted of. Additionally, I described what I did 

with the data. Table 3 shows when data collection took place for each teacher 



 

 116 

participant. It shows the time and contexts, in which classroom observations took place. 

In addition, I described when I interviewed each participant and focus group students. 

See details about classroom observations in Appendix N, in which I described an 

observation schedule for each of the class I visited for the participants. Interview 

schedules in Appendix O includes information concerning interviews, such as the time, 

location, and length of interview I conducted with each participant. Similarly, I wrote 

details about student focus groups, including who the student participants were, how 

long each focus group took, and where it took place in Appendix P. 

 

Transcription and Translation of Audio and Video Data 

Transcriptions of audio and/or video recorded are not verbatim data but 

representations of data (Poland, 1995) because transcriptions do not contain certain 

aspects of data that exist during the recordings. Examples of these aspects concerning 

emotions that the participants indicate, such as intonation and tone of voice and 

nonverbal cues, such as gestures and facial expressions (Poland, 1995) though Seidman 

(2006) recommended to include some nonverbal aspects, such as laughs and pauses. 

Particularly, I considered strong emotions that the participants attached to non- verbal 

expressions, such as enthusiasm and disappointments that the participants indicated 

  



 

 117 

Table 2. Summary of Data Sources 

Method Data collection period Data for each participant 

Interviews with focal 
participants 

Participants whose class 
observation spanned over 
one semester 

Interview 1: beginning of 
semester 

Interview 2, 3, 4: immediately 
after classroom observations 

Interview 5: end of semester 
Participants whose class 

observation spanned over 
two semesters 

Interview 1: beginning of 
semester 

Interview 2, 3, 4: immediately 
after classroom observations 

Interview 5: end of semester and 
beginning of a new semester 

Interview 6, 7, 8: immediately 
after classroom observations 

Interview 9: end of semester  
 

Audiotaped, face-to-face 
interviews in participants’ 
L1 

Transcribed and translated by 
me 

Partially checked by a native 
speaker of English and 
Japanese 

Total of 5-11 hours  
Average 90 minutes for the 

first and third stage 
interview 

Average 30 minutes for each 
of the three interviews in 
the second stage  

Student focus groups  Once with more than two 
students immediately after 
the semester ended 

Audiotaped in participants’ L1 
Transcribed by me  
Translated by me 
1 focus group for each class 

 
Classroom observations 

 
Beginning of semester 
Middle of semester 
End of semester 

 

 
Video recorded 
Field notes on all lessons for 

each class 
Minimum 6 hours total for each 

class 
 
Email correspondences 
or casual talk 

 
Ongoing 

 
Depending on the participant 

and occasion 
 
Documents 

 
Ongoing 

 
Most updated resume 
Course syllabi for 2 classes 
Handouts  
Descriptions of class 

assignments 
Publications and presentation 

handouts 
 
Reflection journal 

 
Ongoing 

 
My handwritten journal 

(2014~2015) 
Email correspondences with 

an advisor (since 2015 ~ 
2019) 
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Table 3. Data Collection for Each Participant 

 
 
Name 

 
Classroom observation 

context 

 
Class observation 

Class 1 

 
Class observation 

Class 2 

 
 

Interview 

Email 
regarding 

observations 

 
 

Focus group 

Asako Law department at Port 
University  

Part-time instructor 
since 2010 

 
Literature department at 

Koyo University 
Part-time instructor 

since 2002 

Spring, 2016 
International News 
Weeks 3, 4, 5 
 
 
 
 
 
 

 
 
 
 
 
Fall, 2016 
Writing 
Week 3,6,7,12 
 

2014 (Asaba, 2015) 
Before Spring 2016 
Spring 2016 (three 

times) 
After Spring 2016 
Fall 2016 (three 

times) 
After Fall 2016 

Spring 2016 
 
 
 
 
Fall 2016 

Class 1: Post 
Spring 2016  
Two students  
 
 
Class 2: Post 
Fall 2016  
Three students  

Keith International department 
at Oka University 

Full-time instructor for 
four years (curriculum 
coordinator for three 
years) 

Part-time instructor 
since 2014 

Fall, 2015 
Extensive Reading 
Weeks 3, 8, 9, 12 
 

Spring, 2016 
Extensive 
Reading 
Week 3,8,9,13 
 

2014 (Asaba, 2015) 
Before Fall 2015 
Fall 2015 (three 

times) 
After Fall 2015 
Spring 2016 (three 

times) 
After Spring 2016 
 

Fall 2015  
Spring 2016 
 

Class 1: Post 
Fall 2015  
Two students  
 
Class 2: Post 
Spring 2016 
Three students  

Walt International department 
at Oka University 

Part-time instructor 
since 2012 

Fall, 2015 
Extensive Reading 
Weeks 3, 8, 9, 12, 
13 
 
 

Fall, 2015 
Writing  
Week 3,8,9,12,13 
 

Before Fall 2015 
Fall 2015 (three 

times) 
After Fall, 2015  

Fall 2015 
 

Class 1: Post 
Fall 2015 
Two students  
Class 2: Post 
Fall 2015  
Three students 
 

Alex Language program at 
Oka University 

Full-time instructor since 
2013 

Spring, 2016 
Four skills-based 
Weeks 3, 8, 12 
 

Spring, 2016 
Study abroad 
preparation 
Week 3,8,12 
 

Before Spring 2016 
Spring 2016 (three 

times) 
After Spring 2016 

Spring 2016 Class 1: Post 
Spring 2016 
Two students 
Class 2: Post 
Spring 2016 
Two students 
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with tone of voice and pauses. Kvale and Brinkmann (2009) explained the process of 

transferring oral language to written language where “the conversational interaction 

between two physically present persons becomes abstracted and fixed in a written form” 

(pp. 178-179) and concluded that “there is no true, objective transformation from the 

oral to the written mode” (p. 186). Therefore, I treated transcriptions as representations 

of audio and video recorded data rather than data themselves. 

Based on the view that transcriptions are only representations of data, I 

considered the credibility and dependability of the transcribed audio and video data in 

the process of gathering recorded data, transcribing them, and analyzing transcriptions 

as suggested by Poland (1995, 2003). First, I ensured the quality of the recording by 

conducting interviews in a certain environment. For example, I conducted interviews 

where there was no distracting background noise with a recording device that was new 

and fully charged. Second, I had eight people, including the four teacher participants, 

check the transcriptions and translations. More details are provided in the next section. 

Finally, I re-listened to the audio recordings and re-watched the videos periodically. 

This practice allowed me to familiarize myself with the audio and video data, which 

provided me with vivid aural and visual images, such as the participants’ voice 

inflections and body language. Furthermore, I continued to look for significant 

information at different stages of data collection and data analysis in the process of re-

listening to the audio recordings and re-watching the videos numerous times. 

 I used the software ExpressScribe (free version 5.50), a foot pedal, and 

Microsoft Word documents when transcribing the data. With this software, I was able to 
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easily forward and rewind the audio data in addition to slowing down the speed when 

necessary. I used the foot pedal to focus on typing by using Microsoft Word rather than 

going back and forth between the software and the Word document. I included the 

recorded time in the beginning of each question or topic so that I could easily identify 

where to find certain data while re-listening. 

 

Transcribing and Summarizing Interviews in English 

I took two approaches to analyzing the interview data. The first was to transcribe 

excerpts, and the second was to summarize the data. First, I listened to the recorded 

audio interview several times to familiarize myself with the data. I also took notes of 

passages that included ideas I considered important based on previous research in 

expertise and other data sources, such as classroom observations. I then went over each 

interview by transcribing these passages based on my notes. Additionally, I marked 

excerpts that indicated participants’ emotions and beliefs about teaching and learning. I 

and transcribers fully transcribed passages as they were said exactly rather than 

transcribing them in standard English sentence form. However, when I used them in a 

quotation in this manuscript, I revised some of the passages to standard English 

sentence form. For the purpose of this study, which mainly focused on the content of 

what the participants said rather than how they said, I made passages to be read more 

easily than to exactly capture what the participants said by using standard English 

sentence form in the manuscript. On the other hand, I summarized the parts I considered 

less integral to the study after listening the audio recordings and watching the videos 
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numerous times and re-reading field notes. The parts I summarized include information 

I noted and/or other artifacts, such as syllabi indicated. For example, summarized 

information concerned when the participants simply described of the class they were 

teaching and when they went off the topic. This process continued throughout the study. 

I sometimes went back and transcribed the parts I initially had summarized but that 

eventually became relevant to the study. 

I asked two transcribers to help me transcribe part of the audio recorded 

interview data. Among 38 interviews I conducted with the teacher participants and 

student participants, I transcribed more than 35 interviews. Two interviews were 

transcribed by a native speaker of Japanese, who I discuss in the next section. Half of 

one interview was transcribed by a native speaker of English. She was an international 

student from the United States and studied at Oka University where I worked full time. 

She visited one of my English classes several times with other international students 

when my English and her Japanese class were combined. During the visits, she gave a 

total of three speeches in Japanese, which were well prepared and impressive. When I 

sought advice from one of the Japanese teachers in the program about hiring this student 

as an assistant for my research, she confirmed my decision based on my observations of 

her classroom performance. She fully transcribed half of the interview data I gathered 

from Keith before the first classroom observation was conducted. 

I met with the two transcribers before they began transcribing to explain the 

purpose of my research, data confidentiality issues, and the process of transcribing 

(Poland, 2003). I prepared a handout that provided instructions both in English and 
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Japanese. This handout contained information such as the suggestion to listen to an 

entire interview at least once before transcribing and which transcription symbols to 

use. Appendix Q shows the handout I gave the transcribers. It instructs transcribers 

about how to keep the data safely and how to transcribe the data by symbols. The 

symbols were created based on suggestions from Poland (1995, 2003) and my 

experience listening to the interviews several times and transcribing some of the 

recorded data. During the transcribing task, the two transcribers were encouraged to ask 

me questions when necessary. After each transcription was completed, I asked them 

questions regarding issues they might have encountered. I also asked if they had 

suggestions for modifying and/or adding symbols that they considered difficult to use. 

Additionally, they were encouraged to provide me with feedback about interviewing the 

participants. We stayed in touch regularly by email or face-to-face communication 

during this process. When the transcribers completed the transcripts, I ensured their 

quality by checking the transcriptions thoroughly. I made necessary changes in the 

transcripts by correcting mistakes and summarizing certain parts I considered less 

relevant for the purposes of this study. 

I also asked one of my cohort members who is a native speaker of English from 

the United States to help me throughout the transcribing process. This process included 

asking him to check the accuracy of my transcription when I was unsure or needed 

clarification by listening to the audio recorded interview with me. Having a native 

speaker of English transcribe some parts of the interview data allowed me to pay 

attention to the aspects that were challenging for me to understand, such as certain 
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expressions I was unfamiliar with and the strong accent that a participant sometimes 

used. Moreover, he went over all the quotes I used in this manuscript in my presence 

after I finished my drafts so that we could go over quotes he found problematic by 

listening to the audio data together. Several corrections were made in this process, but 

most of the problems concerned minor mistakes, such as misuse of articles and 

singular/plurals. Finally, I modified certain passages of quotes that I used in the 

manuscript to standard English form when paralinguistic aspects of the talk were 

intervening in the content of the talk. Examples included omitting the repeated use of 

words, such as “you know” and “like.” 

 

Transcribing and Translating Interviews and Focus Groups in Japanese 

The Japanese transcriber I asked to transcribe some of the interview data was 

born and raised in western of Japan; therefore, she was familiar with the accent in this 

region that the majority of Japanese participants spoke. She is a professional transcriber, 

whom I knew from when I was a university student. She understood the purpose of my 

research and offered to help me transcribe some parts of the audio data. Among nine 

interviews I conducted in Japanese with Asako, she transcribed two sets of interview 

data fully, including the interview I conducted with Asako before and after the first 

classroom observation. Similar to what I did with the English interview data, I 

summarized parts that were less related to the focus of study and checked other 

passages that were relevant to the study for accuracy, making the revisions where 

necessary. I also listened to the data gathered from the focus groups numerous times and 
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transcribed parts that were important and summarized parts that were less relevant to the 

topic, such as when students started discussing their plans for summer vacation. 

I had three people, including Asako, one of my cohort members who is a native 

speaker of Japanese, and another cohort member who is a native speaker of English 

check my translations of the interviews and focus groups. I emphasize here that I relied 

on the original data that had not been translated during data analysis to better 

understand the participants’ intentions. After I chose quotes to use in my description of 

participants, I translated all of them from Japanese to English. I had had over fifteen 

years of English teaching experience both in the United States and Japan at the time of 

study. Moreover, I had obtained a Master’s degree in the United States and was in the 

process of getting a doctoral degree from an American university when this study took 

place. I consider my English proficiency to be native-like; therefore, my proficiency 

was sufficient to be able to translate Japanese into English. 

I sent all of the translated English quotes along with original quotes in Japanese 

of Asako to her. I asked her to check if the translation accurately reflected her intentions 

in English. The reason why I asked Asako to check the translations was not only for the 

purpose of member-checking, but also because she is a proficient speaker of English. 

For focus groups translations, I asked one of my Japanese cohort members who 

is from west Japan to check over 30% of my translations that I randomly selected. She 

had had several years of experience teaching English at multiple Japanese universities at 

the time of the study. In addition, she has a Bachelor’s degree in English literature from 

a prestigious university in Japan and a Master’s degree in Applied Linguistics from an 
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American university. I chose her because she was proficient in English and familiar 

with the accents that the majority of Japanese students used during their discussions. 

I made necessary changes to my translations that both this cohort member and 

Asako found problematic after consulting with them. Moreover, the American cohort 

member who had checked the English quotes I used in the drafts also checked all of my 

English translations. Necessary modifications were made to the translations based on 

our discussions. I present Japanese quotes followed by English translations in the data 

chapters. I did this in the hope that readers who are proficient in Japanese can first see 

original quotes before reading the translated versions. 

 

Summarizing Video Data 

I used video recorded data from the classroom observations. First, I watched the 

video-recorded data from the classroom observations repeatedly and compared the data 

to my field notes. Furthermore, I reviewed all of the recorded data upon the completion 

of the classroom observations for each class before the focus groups with students and 

the final interview with the focal participants. The video recorded data helped me 

formulate interview questions and add more details to my field notes. 

I summarized the video recorded data selectively based on two elements. The 

first aspect concerned what the focal participants stated in the interviews. I paid 

attention to specific events that the focal participants referred to in the interviews. In 

particular, I checked what the focal participants discussed in the interview against what 

they actually did in the classroom. I paid attention to what teacher participants said, 
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what they did, and how the students reacted to them. For example, Keith discussed how 

he managed group interactions in his course because one of his male students often 

dominated a discussion. Therefore, I selected and watched the data where Keith sat with 

a group that included this male student. The video data revealed that Keith not only 

requested other students to speak up by making a verbal suggestion, such as “How 

about you?,” but also used eye contact with them, which led them to eventually share 

their answers. 

Second, I examined the connection between what the students stated in focus 

groups and what happened in the classroom. I took notes of particular events or 

activities that the students reflected on or discussed in detail during the discussion. I 

then checked for more details about these events with the video data, such as what kind 

of instruction the teacher gave, how the students reacted, and what the teacher’s 

response was to the students’ questions. Overall, the video data helped me understand 

more details about certain events that neither the interviews nor field notes revealed. 

 

Data Analysis 

Data analysis was an ongoing process throughout this research. I used two types 

of data analysis. The first was to examine each individual case, and the second was to 

collectively examine different cases to find commonalities and differences among the 

participants. When examining individual cases, I investigated not only how the 

participants approached the two courses similarly, but also differently. The examination 

of within-participant variation provided me with dynamic insights. Furthermore, I 
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investigated what factors might have led to the variance and the reasons for the 

variations. When examining all participants collectively, I analyzed similarities and 

differences that they demonstrated. This process allowed me to describe a finer and 

larger picture of excellent teaching. 

Additionally, I analyzed the data both inductively and deductively. The 

inductive approach involved analyzing the data by focusing on specific pieces of 

information and by making connections among them for meaningful patterns (Hatch, 

2002). Seidman (2006) discussed the importance of an inductive approach in which 

researchers “come to the transcripts with an open attitude, seeking what emerges as 

important and of interest from the text” (p. 117). While understanding the benefits of 

this approach and being open to what data might reveal, I also analyzed the data 

deductively based on the findings of previous expertise studies in teaching. This 

research was strongly influenced by existing scholarly knowledge about expert teachers. 

In particular, I relied on criteria based on the findings of previous research to identify 

participants as highly competent teachers. According to Yin (2014), this type of analysis 

includes organizing “the entire analysis, pointing to relevant contextual conditions to be 

described as well as explanations to be examined” (p. 136). Therefore, I looked for 

characteristics indicating expertise described by previous studies in general education 

and the field of L2 teaching (see a review in Chapter 2). They included types of 

knowledge, such as pedagogical knowledge, knowledge of learners, and the quality of 

problem-solving. I compared the attributes of the teacher participants in this study to the 

ones reported by other researchers and investigated the congruence and divergences 
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among different cases. In particular, I examined how these case studies focusing on EFL 

practitioners at Japanese universities supported or contradicted preexisting knowledge 

about expertise in teaching. 

I took three steps when conducting the within-case analysis (see Appendix R for 

examples of steps). First, I examined interview data for each case independently. I 

coded key phrases or words that were reoccurring and that indicated participants’ 

beliefs related to language learning and teaching. I then categorized them under a theme 

that I created based on data analysis and themes discussed in previous expertise 

literature. I continued to refine themes and reorganize coding throughout this stage of 

analysis. For example, I created the following themes for Asako. 

• Essential for teaching 

• Reflection in action 

• Reflection on action 

• Knowledge of learners 

• Long term goals 

• Assessment  

• Materials 

• Pedagogical knowledge 

I created an Excel spread sheet file for each participant. The theme was in the left 

column, several codes (e.g., time management, raise interest, making a reading class 

more communicative) and quotations or descriptions to support my interpretation for 

coding in a column next to it for one course I observed, and another column on the right 
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for the other course. At the right side of the column, I included codes and 

quotations/descriptions that applied to both courses I observed and generally to other 

courses the teachers taught that I did not observe. When certain coding applied across 

different themes, I included a note in a column to indicate which other theme it could be 

also categorized under. 

For example, in the case of Asako, the theme I titled Reflection on Action, I 

included codes such as teacher’s mistakes, students’ mistakes, goal setting, students’ 

not understanding, time management, and critical. To support my interpretation of 

coding, I also included relevant descriptions and/or quotes. The following is an example 

for the code “teacher’s mistake:” 

She (Asako) had made the same mistake before where she picked a topic that 

students had no idea about. She did it again (in the lesson I observed). She 

mentioned how there were a few students who didn't know baseball at all when 

she introduced an article about baseball. 

「なんで去年の…話を私は思い出さなかったんだろうなあ…F1, F1 ネタ

なんて読まないんだろうなってそこばっかり気がいってた。だから自分

の都合のいいように都合のいいように考えてたような気がする。」  

“Why didn’t I remember this episode…last year? …All I thought was how 

students would not read articles about F1. I think I was just thinking 

conveniently for myself” (interview, week 4, spring, 2016, 20:59). 

Because I engaged in this analysis of all four cases simultaneously, the process of 

creating themes for one participant often influenced my choices of themes for other 
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participants. As a result, some themes overlapped with the ones I created and used for 

other participants. The themes that are common to all cases are the following: 

• Knowledge of learners  

• Reflection in/on action 

• Long-term goals 

• Assessment 

• Pedagogical knowledge 

• Essential for teaching 

I coded concepts and ideas that each participant emphasized as crucial for teaching and 

learning and categorized them under the theme Essential for Teaching. Therefore, even 

though this theme was used with all participants, the content of the theme differed. For 

example, I used coding such as writing, interacting with students, returning work to 

students, and professionalism, for Asako, and monitoring students, students being 

prepared, good classroom atmosphere, and making a reading class communicative for 

Keith. I used the codes time management, making a reading class communicative, 

taking a break from teaching, and basic knowledge about a context for Walt, and I used 

codes such as memorizing students’ names, calling on students’ names, and goal setting 

for Alex. 

When conducting cross-case analysis, I examined an individual file across cases 

and created a theme that was common to all cases. I used index cards in this process 

because it allowed me to easily compare all the cases at once. Based on the analysis, I 

used a card for each participant under a new theme and wrote keywords that described 
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how they were related to the theme. I revised and reformulated the themes and their 

descriptions throughout the process. Ultimately, I created four main themes. 

Beliefs 

• View of language learning and teaching (What teachers say they believe) 

• Goals (How their belief plays out in action: How they set goals) 

Processes 

• Teaching (How their belief plays out in action: What they actually do) 

• Students (Teachers’ observations about how their students respond) 

Based on this analysis, I made a new file that included all the themes, participants, and 

summaries of common characteristics for each theme. On the far-left side of this 

spreadsheet, I created a column about the theme-related belief labeled View of 

Language Learning and Teaching, and its subthemes, including View of Curricula and 

View of Language Learning. I then created a column for each participant. In this 

column, I provided descriptions related to each subtheme. Finally, on the far-right side, 

I made a column in which I wrote a summary for all subthemes (See Appendix S for the 

example of one of the themes). This process helped me organize and view all the 

common characteristics across cases based on each theme. 

 

Positionality 

In this section I describe my positionality in this research, focusing in particular 

on my former position at Koyo University where Asako taught and my previous 

position at Oka University where the other three participants worked. Upon returning to 
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Japan in 2003 after receiving a master’s degree in TESOL in the United States. I taught 

English at a conversation school and at several universities part time. I began my 

teaching at Koyo University in 2006 as a part-time teacher until my status changed to 

that of a limited contract full-time teacher (特別任期教員) in 2009. Until my contract 

ended in 2014, I got to know other English teachers, including Asako, during lunchtime 

or in orientation meetings. I enrolled in the doctoral program at Temple University, 

Japan while I was at Koyo University in 2012. 

After my contract ended at Koyo University, I joined the International 

Department at Oka University in 2015 as a limited contract full-time instructor (専任講

師).My responsibility in the first year involved being in charge of an ER program. That 

changed in the second year when I became a curriculum coordinator. My responsibility 

included overseeing the program, assisting part-time teachers, and working with other 

coordinators, who were in charge of each skill course. In fall 2015, because our only 

tenured English professor was overseas on sabbatical for one year, I handled some of 

his administrative duties, such as arranging meetings and scheduling classes. 

My position as an insider researcher at Oka University influenced my data 

collection negatively and positively. Taylor (2011) defined an insider as a researcher 

who has known a participant prior to conducting the research and who works with the 

participant in the same cultural space. Similarly, Brannick and Coghlan (2007) stated 

that insider research is done “by complete members of organizational systems in and on 

their own organizations” (p. 59). These definitions describe my position as an insider 

researcher in this study. I was an instructor at International Department at Oka 
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University where two of the four participants taught part-time at the time of data 

collection. In addition, Alex worked at Oka University even though he was in a 

different program. Insider research offers both advantages and disadvantages. 

Advantages that insider researchers bring are tremendous, primarily knowledge that aids 

researchers in interpreting their data; however, describing and minimizing the negative 

effect of insider research on case study research is essential (Unluer, 2012). In the 

following section, I discuss drawbacks of insider research and how I attempted to solve 

these issues. 

Three disadvantages included limited opportunities for data collection, the 

knowledge I shared with the participants, and the conflicting role duality. The first 

disadvantage concerned limited opportunities for data collection. Among all 

recommended teachers, I chose participants based on the feasibility of effective data 

collection, such as how easily I could manage to observe their classes. Therefore, three 

of the participants taught at Oka University where I worked full time. Being on the 

same campus with these participants allowed me to conduct classroom observations and 

interviews between my classes. My busy schedule as a teacher also limited the kinds of 

classes that I could observe in terms of levels of students and content of the classes. 

However, I attempted to overcome this drawback by choosing courses that represented 

different content or skill areas (e.g., ER, writing, study abroad preparation, four-skills-

based), number of students (e.g., five to approximately thirty students), and levels of 

students’ English proficiency (intermediate to highly proficient). 
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My personal relationship with each participant also affected my data collection. 

In particular, I had a strong insider relationship with two participants, Keith and Walt, 

who were part-time teachers in the program in which I was a curriculum coordinator. 

The fact that we worked in the same program could potentially compromise the quality 

of data I could get from them. Because we all shared similar knowledge about the 

program, such as its curriculum, students, and colleagues, it was possible that these two 

participants assumed that I knew what they were talking about. Therefore, I needed 

“strategic alternatives to the traditional interview” (DeLyser, 2001, p. 444,) so that the 

participants would not be frustrated by answering questions that they assumed that I 

would know. 

My strategies to overcome this potential problem was to engage in discussions 

with them as someone who came from a different cultural background and also as a 

second language speaker of English. For example, when the participants discussed 

issues seemingly obvious to many educators, I challenged them by asking follow-up 

questions. For example, Keith explained that he believed that his students should be 

more active and have confidence to voice their opinions for their future careers. Then I 

asked if those skills were important even for students who hope to get a job in Japanese 

companies because they tend to respect hierarchical systems (interview, Week 8, fall, 

2015, 25:55). Asking this follow-up questions allowed Keith to explore his opinions 

further about why being an active and confident speaker was an asset to Japanese 

companies. In addition, I often asked the participants for clarifications and to offer 

detailed explanations and examples. I took this extra step to ensure that I did not 
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misunderstand their intentions in my second language and that I did not interpret their 

responses based on shared assumptions. 

Furthermore, it is possible that my role as a teacher/coordinator at Oka 

University put extra pressure on Keith and Walt. One of my goals as a 

teacher/coordinator was to improve the English program in the department. Therefore, 

these participants might have felt that they had to teach better and/or say certain things 

about teaching in my presence. They might have also felt that they were being evaluated 

rather than simply being observed by me, because I played both roles as a curriculum 

coordinator and a researcher. 

Similarly, I had an insider relationship with the other two participants, Asako 

and Alex. We were friends prior to conducting this research, and we all belonged to the 

same community of EFL instructors at Japanese universities. Therefore, all four 

participants knew my research topic, which was related to excellent teaching, prior to 

this research because of my previous involvement in other research projects. The fact 

that the participants were familiar with my research interest was potentially problematic 

because they might have felt pressure to do something special to make their teaching 

better and/or talk in the interviews about how effective they were as teachers.  

Therefore, I ensured that they felt safe and that they taught their classes as they 

normally would. I explained the purpose of my research without any ambiguity 

(Labaree, 2002) and provided the informants the chance to review their transcripts for 

member checking (Taylor, 2011). 
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What Keith said during the interview I conducted right after the first classroom 

observation in the fall of 2015 reflected how my status as an insider researcher affected 

his approach to teaching. When asked to share his thoughts on the lesson that he had 

just finished teaching, he explained that he had thought about how to justify his lesson 

plan as he was teaching. He said, “I was glad it was you observing not someone like 

[name of another teacher]” (interview, Week 3, fall, 2015, 0:32). Then he explained his 

lesson diverted from what the curriculum suggested by eliminating two main 

components of the lessons, such as Sustained Silent Reading (SSR) and timed reading. 

He made this decision to ensure that students knew how to prepare for a reading circle 

activity by taking more class time because this activity is another essential component 

of the course. His comments illustrate two things. One is the effect I, as a researcher, 

had on his teaching. The other is that he trusted that I was not there to evaluate but to 

understand his teaching from a researcher’s perspective. His trust in me and my status 

as an insider researcher provided benefits. He was able to explain how he diverged from 

what the curriculum suggested in a meaningful manner because we both shared the 

same understanding of the curriculum. In addition, based on the relationship we had 

built as colleagues, he could trust that he was able to teach according to his beliefs 

without being judged by me. 

As seen by the example, insider case study research not only allowed me to have 

background knowledge about the profession of teachers in the context but also helped 

me begin my research based on establishing trust and respect for the participants 

(Labaree, 2002; Taylor, 2011). The relationship I built with each participant went 



 

 137 

beyond teaching. The personal relationship with the participants helped me easily gain 

access to the participants’ classrooms as a visitor. Moreover, I knew the personalities of 

the participants well, which helped me have positive interactions with them. Knowing 

their personalities not only facilitated interesting discussions about their teaching, but 

also communicating my intentions that I was interested in understanding teacher 

behaviors rather than evaluating their performance or teaching philosophies. The fact 

that the four teacher participants and I had established respect for each by working 

together in different forms made it possible that the participants felt that a colleague 

rather than a researcher was visiting their classes. 

Another advantage includes gaining access to the research site easily (Brannick 

& Coghlan, 2007; Unluer, 2012). As a full-time instructor at Oka University, entering 

the research site was never an issue. I could go to classrooms but also reserve a meeting 

room nearby, so my participants and I could easily move to another location for 

interviews. Moreover, when I needed to collect missing data, I could easily go back to 

the site for further data collection. For example, when I needed to ask follow-up 

questions about classroom observations from the previous week, I could easily visit 

Keith, Walt, and Alex on campus. 

Finally, my position as an EFL teacher in this context allowed prolonged 

engagement. Edwards (2002) explained that the benefits of my insider status include 

“the knowledge the researcher brings concerning history and cultures, and an awareness 

of body language, semiotics and slogan systems operating within the cultural norms of 

the organisation or group” (p. 72). For example, my experience at Oka and Koyo 
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University allowed me to understand the context, including teaching materials, 

curriculum, colleagues, and students better than if I had been an outsider. In fact, I 

shared the same students in two of the classes I was observing at Oka University; 

therefore, I knew these students well. 

 

Trustworthiness 

Trustworthiness is a concept related to how a researcher attempts to “persuade 

his or her audiences (including self) that the findings of an inquiry are worth paying 

attention to, worth taking account of” (Lincoln & Guba, 1985). There were several 

elements that researchers should consider related to trustworthiness, including 

credibility, dependability, and transferability (Davis, 1992, 1995; Glesne, 2006; Lincoln 

& Guba, 1985). According to Corbin and Strauss (2005), credibility refers to findings, 

which “reflect participants’, researchers’, and readers’ experiences with phenomena” (p. 

346). Lincoln and Guba (1985) suggest activities such as prolonged engagement, 

persistent observation, triangulation, and member checking to increase credibility. 

Dependability is largely dependent on credibility, and concerns “taking into account 

both factors of instability and factors of phenomenal or design induced change” 

(Lincoln & Guba, 1985, p. 299). Suggested activities to increase dependability include 

establishing credibility in addition to doing an inquiry audit, in which an external 

member checks the process and the product of the inquiry. Finally, the term 

transferability concerns applications of the study to other contexts. By providing 



 

 139 

sufficient amounts of data, the audiences can decide how to apply the findings of the 

research in their contexts. 

Next I discuss aspects of credibility related to this research. The first aspect was 

to examine multiple cases, which involved four focal participants (Corbin & Strauss, 

2015). Second, I conducted prolonged data collection and persistent observation. 

Lincoln and Guba (1985) explained that the former provides adequate scope of the 

research; therefore, I attempted to build trust with participants, who allowed me to sit in 

their classrooms, by spending sufficient time in becoming oriented to the contexts and 

to these teachers. In addition, when I found it necessary to gather more observation data 

based on the content of a class I observed, I increased the number of my visits with the 

participants’ permission to do so. The extended observation time allowed me to gather 

data that provided more information related to these teachers’ approaches to teaching. 

Furthermore, since contacting these teachers before the data collection in 2015, I still 

regularly talk to them about different aspects of their teaching that I continue to be 

curious about. 

Third, the interviews were triangulated with different data sources such as 

classroom observations, focus groups with students, and a collection of artifacts 

(Brown, 2009; Casanave, 2015; Rallis & Rossman, 2009). Stake (2005) stated that case 

study “gains credibility by thoroughly triangulating the descriptions and interpretations, 

not just in a single step but continuously throughout the period of study” (p. 444). 

Therefore, I examined what data from different sources revealed by continuously cross 

checking them throughout the study. In particular, when two data sources provided 
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opposite ideas, I paid special attention to the divergences that these two data sources 

indicated during data analysis. 

Finally, I conducted member checks with focal participants (Lincoln & Guba, 

1985). After I finished writing the first draft of this manuscript, I asked the participants 

to check four chapters (Chapter 3, 4, 5, 6), which included information about them and 

their classes. Moreover, based on their suggestions, I revised the draft. In addition, I had 

Asako, a native speaker of Japanese, check all my translations. The advantage of 

including Asako in this process was to ensure that my translations accurately reflected 

Asako’s intended meanings. The disadvantage was the extra burden I put on Asako 

because I only asked the other three participants, who are native speakers, to check 

transcribing rather than both translations and transcribing. 

In regard to dependability, in addition to considering credibility, I reflected on 

aspects of the research by seeking opinions from external members. The members 

included having two other transcribers transcribe parts of interview data, and having a 

native speaker of English check all my transcribed and translated data in English and a 

native speaker of Japanese check parts of my translation from Japanese to English. 

Furthermore, I kept detailed records of the data collection, such as the time and location 

of classroom observations and interviews in addition to the data analysis. The records of 

data analysis include the process of different methods I used to analyze the data and the 

process of data analysis. I discuss details about people who helped me with transcribing 

and translation later in the following section. 
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Concerning transferability, I selected four cases and conducted multiple case 

studies rather than a single case study so that readers might find a wide range of 

applications to their own contexts. Furthermore, I provided detailed descriptions (Davis, 

1992, 1995; Lincoln & Guba, 1985) about the participants, their students, and the 

teaching contexts. Though generalizations are not the goal of this study, I offer 

descriptions that are detailed enough for readers to “draw inferences from the actual 

persons, events, or activities observed to other persons, events, or situations or to these 

at other times than the ones when the observation was done” (Corbin & Strauss, 2015, 

p. 141). I described detailed information about the time and contexts that involved 

student populations, institutions that teacher participants worked in, and their working 

conditions such as the number of classes that they taught per week and their working 

status. The status that the participants had varied, as they held part-time, limited 

contract, and unlimited contract positions. Such details allow readers to apply the 

findings to their own contexts as appropriate. 

 

Ethical Issues 

Regarding ethical issues, first I completed the online CITI training provided by 

Temple University. In the following section, I discuss other ethical issues. First, I 

provide descriptions of informed consent forms I gave the teacher participants and 

students who participated in focus group interviews. The second aspect concerns 

confidentiality. I discuss how I attempted to keep participants’ identities confidential. 

Finally, I provide details about how data for this study were kept secure. 
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Informed Consent 

I created a consent form that addresses the purpose of the study, an explanation 

of the study, the benefits of the study, and confidentiality for all participants. Because 

the four teacher participants are English teachers, the consent form was written in 

English. These participants received a document explaining their involvement in the 

study (Appendix B) by email in addition to the consent form (Appendix C), I printed the 

consent form and gave it to the participants on the day of the first interview. After I 

provided them with explanations, all four participants signed the form. The student 

focus group participants received a Japanese consent form (Appendix K) along with an 

explanation about their involvement in the study (Appendix J). 

 

Confidentiality 

I explained the confidentiality of data for this research with all the participants. I 

gave pseudonyms to all of the teacher participants, the universities where they teach, 

and department names. Additionally, I explained the confidentiality to the student 

participants for focus groups. In particular, I ensured that their participation in student 

group interviews and the content of their discussions would be kept confidential not 

only from their teachers but also from their classmates. I explained when I asked for 

volunteers for the student focus group interviews that what they said during the 

interview would not affect their grades. I reminded all the participants of this study 

about the confidentiality during the data collection. 
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Data Security 

Data were stored in my personal laptop computer. Recordings of the 

participants’ interviews were stored in two places, including my iphone 6, which 

requires a password that only I know. Recordings were then transferred to my laptop 

computer that only I had access to. This computer, informed consent, a collection of 

artifacts, and field notes were placed in a private room at my home. 

In the following chapters, I first discuss each participant and aspects of teaching 

that are essential to understand these teachers, including the effects of previous 

experiences they had as learners, teacher trainees, or novice teachers in addition to the 

ways their teaching contexts during this study influenced them as teachers. I also 

discuss the lives they had outside their classrooms, such as obligations to family, career 

development, hobbies, and professional development, all of which affected their 

teaching. Understanding the backgrounds of these teachers provides me with a 

foundation for the subsequent chapters where I explain the characteristics that indicate 

their expertise. 
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CHAPTER 4 

PATHS TO DEVELOPMENT 

 

In this chapter, I describe how the four participants developed throughout their 

careers. This is a retrospective perspective whereby participants reflected on key events 

in their life. Their recollection of these events indicates how the events influenced their 

perception of their teaching at the time of data collection as well as their approach to 

teaching. I created three sections for each participant based on my data analysis. First, I 

focus on their previous experience as learners or novice teachers. For example, Asako 

and Keith discussed the effect that their experience in a Master’s program in the United 

States had on them. As a result of the struggle Asako had as an L2 writer of English, she 

changed her approach to teaching writing from translation methods to writing as a 

process approach. Additionally, during her study abroad, she met a teacher, who 

influenced her perceptions about good teachers. Keith learned how to apply theories his 

professors taught him into practice while teaching and studying simultaneously in the 

United States. Whereas previous learning experiences affected Asako and Keith, Walt 

and Alex discussed the effect that their teaching practices had on their growth. The 

recollections of their teaching experiences that took place in various contexts in Japan 

demonstrated that these experiences in the early years of their teaching shaped their 

teaching philosophies later on. 

Second, I discuss how more recent teaching contexts they were in affected their 

teaching at the time of data collection. This includes how Asako was proactively finding 
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ways to overcome limitations set by one of the universities where she was working as a 

part-time teacher and how the other three participants continued to find and tackle more 

challenging tasks, such as developing original materials, a new course, and new 

curricula. This second section explores how the teacher participants made a transition 

from an early stage of their teaching careers to further their development. 

Moreover, I discuss factors that existed beyond classrooms but that still affected 

both their approach to teaching and their view of their teaching careers. Some of the 

factors were more closely related to teaching, such as pursuing a higher degree, seeking 

better job opportunities, and dealing with heavy loads of classes while managing a busy 

family life. Others were related to pursuing other passions in life, such as hiking and 

writing. Despite the different circumstances they were in, these external factors appear 

to have a strong impact on all the participants’ lives as teachers. 

 

Asako 

Asako demonstrated her engagement in a process that facilitated her 

development in three ways. First, she overcame limitations she faced in the United 

States. The process whereby she learned how to write academically in English helped 

her reframe her view of teaching writing. Additionally, her experience in this context 

where she received close attention and support from professors gave her a new insight 

into a teacher’s role. The second aspect concerns her ability to cope with challenges in a 

flexible manner. She demonstrated her effort to constantly adjust her approach to 

teaching based on students’ proficiency and departmental changes in curriculum and 
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policy while maintaining her teaching philosophy. Finally, she indicated her idea of 

what it means to be a professional and her motivation to serve her students with 

integrity. Despite the difficult circumstances she was in both inside and outside 

classrooms, she continued to push herself to live up to her expectations. This process in 

return prevented her from fossilizing in her development. 

 

Pushing One’s Limitations—Pursuing a Master’s Degree in L2  

あの２年は人生の中で多分最高の２年なんだよ。死ぬほどしんどかったですけ

どね。 

Those two years were probably the best two years in my entire life. Well, it was so hard 

that I thought I would die. 

- interview, Week 12, fall, 2016, 36:36 

One of the most significant events that affected Asako as a teacher took place 

when she was enrolled in a Master’s program in Linguistics at a university in the 

western part of the United States. Even for someone like her, who had already obtained 

her first Masters in Philosophy at a prestigious university and started building her career 

as a university English instructor in Japan, adjusting to this new environment was not 

easy. She had to learn about a new field in the medium of her L2, which she thought 

was one of her strengths until she started her program in the United States. This new 

context forced her to work beyond her linguistic competence, especially in writing. 

Writing is one skill area whose importance she came to appreciate. She said: 「ただ書

くっていうことに関していうと知性の問題で、その人の全てが出てくる。」
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“(writing) shows the person’s true nature of intelligence” (interview, post-semester, 

spring, 2016, 40:28). In particular, she said: 「だっていくら喋れたって書けなきゃ

馬鹿だって、だと思われるじゃん。」“No matter how well you could speak 

English, without great writing ability, people would think I was just an idiot” 

(interview, post-semester, spring, 2016, 23:50). 

Among various aspects of writing, what Asako considered most essential for 

students to acquire was to avoid applying Japanese writing logic in English writing. She 

explained that in English writing, ideas are expected to be clearly expressed and 

organized whereas writers in Japanese often make an assumption that readers 

understand their intentions even if they are only implied. She said, 「日本語のロジッ

クで英語もどきのものを書いたからと言って向こうでは評価はされないの

で。」“people [in English speaking countries] will not consider your English writing 

as proper if you apply Japanese logic to it” (interview, Week 3, fall, 2016, 15:35). Using 

English logic in writing by using a process writing approach that allowed her to assist 

students at different stages of writing was something she put a great emphasis on even 

in her teaching. 

Prior to study abroad, Asako relied mostly on a translation method for her 

teaching in which she focused on teaching how to translate Japanese sentences to 

English sentences in her writing classes. She explained the reason as the following: 
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だってさあ。昔の英語の授業ってさあ、訳せばよかったじゃん？それし

かやってないと思う、昔は。アメリカに行って、なんかね、目から鱗っ

て。ええ？ 

You know, all we needed to do in English classes a long time ago was 

translating. I think that’s all we did then. It was an eye-opening experience when 

I went to the United States [and learned the importance of understanding 

structures and logically organize ideas in writing]. I was like “what?” 

- interview, Week 3, spring, 2016, 26:49  

She explained the negative effect of translation: 「ただそれに頼っちゃうと、ただの

トランスレーションだけで終わってしまったら、英語がとっても無味乾燥でつ

まんないものだから…だって訳し出したら、本当、フラグメントでしかなくな

いですか？」 “if you only rely on translation, English seems so dry and boring . . . 

once you start translating, it [information you gain] will be fragmented, don’t you 

think?” (interview, Week 3, spring, 2016, 27:32). She came to realize the limitation of 

translation method based on her experiences in the United States. 

Asako explained her current approach to focus on helping students write 

logically organized paragraphs and essays based on process writing:「 下書きからっ

ていうそのプロセスをやるっていうのはアメリカで教えてもらった通りのやり

方だったから。」“exactly the approach I learned in the United States, you know, how 

a writing process begins with creating a draft” (interview, post-semester, fall, 2016, 

28:31). In fact, she explained that prior to starting her Master’s program, she hired a 
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tutor who was an ESL teacher to help her improve her writing so she could keep up with 

her assignments in the program. One of the things that this tutor emphasized was to 

logically organize her writing. Her experience as an L2 writer in the United States 

influenced her teaching philosophy later in that she came to believe that relying only a 

translation was not sufficient to improve writing. 

Asako also discussed another experience she had related to translation as a 

teaching method. She described the conversation she had with one of her professors 

from the United States whom she respected the most and still considered to be her role 

model, Susan (pseudonym). She reflected on her conversation with Susan about using 

translation as a method of teaching. 

私は日本帰る前に話をしていて、「トランスレーションは悪くないの

よ。日本語を使う事をばかにしてはいけない。母国語でわかるというこ

とがすごく大事だろうし。トランスレーションを道具としてあなたがど

う使うか」っていうのが助言。「私は英語で読んだらそのまま英語で読

んでしまうでしょ、それと同じことを学生に要求してはいけない。トラ

ンスレーションも使い方を工夫しなければいけない。」っていうのが帰

る前の最後のアドバイス。 

Before I left for Japan, we were talking, and she [Susan] said, “Translation is not 

bad. You cannot underestimate the use of Japanese. It must be important to 

understand in your mother language. It is how you use translation as a tool.” 

That was her advice. “When I read English, I just read it in English. You cannot 
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have the same expectation for students. You just need to know how to use 

translation” That was the last advice I got from her before I left the country. 

- interview, initial, 2014, 38:34 

Her experience in the United States indicates two changes that Asako went through. 

One is a new approach to focus on process writing and logically organized ideas. The 

other was to reconceptualize her use of translation as one of her teaching methods rather 

than using it as the only method. 

Asako’s experience at an American university not only influenced her beliefs 

and attitudes about teaching writing but also how to work with students. She described 

one of the most surprising things about studying in the United States:「アメリカに行

って何驚いたって、先生こんなに面倒見てくれるんだっていうのがすんごいび

っくりしたもんね。」“One thing I was surprised about going to the United States 

was how much professors looked after students” (interview, post-semester, spring, 

2016, 1:13:02). In fact, her program had a policy, “students first,” and it was reflected in 

every aspect of teaching. She explained about the faculty members in the American 

program: 「先生全員がすごく学生をどうやって教育するかっていうのにものす

ごい労力を使っていた。」“All the teachers used effort to find the best way to help 

students learn” (interview, initial, 2014, 45:13). She recalled that except for one 

Japanese professor who received education in the United States, all other professors she 

had in Japan would only look at her final product and make insulting remarks, such as 

“Why can’t you just do this?,” “No, you are just not getting it,” or even “Are you stupid 

or what?” without providing her with constructive feedback. Therefore, she was 
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surprised when her professors in the United States read her assignments and offered 

comments that included both compliments and suggestions for improvement. 

Asako particularly recalled Susan as someone who offered constant feedback 

and support. Susan would return student work by the following class with comments, 

which were long enough to take up the whole 8 ½ by 11 size paper and always started 

with a positive remark. Upon returning their work, Susan would ask students to study 

her comments and think about how to improve their paper. Asako has kept all her 

assignments with Susan’s comments until the time of the interview. Even though other 

professors generally gave back students’ work, Susan was different in her consistency in 

the quality and speed of her feedback. Unlike her colleagues, she was never late to 

return students’ work, nor was the quality of her feedback compromised, and she never 

used the excuse that she was too busy to help students used during two years Asako was 

at the university. Asako remembered Susan this way: 「忙しいそぶりすら見せなか

ったし、私が有り難うございますって言ったら、ん？当然のことよっていう反

応なんですよ。」“She would never act too busy [to help students], and when I 

thanked for her feedback, she would act like ‘What? I simply did my job’” (interview, 

initial, 2014, 1:11:33). 

The experience Asako gained from working with professors who valued and 

practiced a “student first” policy has affected her working with students. Just as Susan 

returned all her assignments with detailed comments on, Asako checked all her 

students’ work thoroughly. She also attempted to maximize student learning by offering 

helpful advice. Additionally, she strived to return students’ work as quickly as possible 
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while maintaining the quality of feedback she provided them. She explained 「まず、

できるだけ雑にならない様に、見たものは絶対早い内に返す。出した物は絶対

返す。テストも返す。何が、何処を直せば良いかを分かってもらうためには、

やりっぱなしでは駄目だと思うので。」“I try my best to return students’ work as 

quickly as possible without doing a sloppy job. I return what’s been submitted, 

including tests. In order for students to realize what the problem is and where the 

problem is, I cannot simply sit on their work [without giving feedback]” (interview, 

initial, 2014, 30:19). She continued: 「 忙しくてできなかったっていうことだけは

絶対に言いたくない。それを言ったら私は多分終わりやと思う。」“I never 

want to say I was too busy to do my job. I think the day I use being too busy as an 

excuse means it’s the end [of her career]” (interview, initial, 2014, 1:10:43). Her 

experience working with Susan influenced her to develop her idea of what means to be 

a good teacher. In sum, her experience studying in the United States gave her a new 

insight into two areas of her career. One was related to using a process writing 

approach. The other aspect was about her conceptualization of a good writing teacher. 

 

Working Around Limitations 

論理的にその日本語で自分で考えてることを英語に直すっていうのは自分が書

きたいことが出て、やっと考えるのであって。人の書いた日本語を英語に訳す

なんてうーん、面白くもなんともないじゃないですか。 
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You start thinking how to translate logically organized ideas from Japanese to English 

only after you develop ideas that you want to express. So translating a sentence that 

someone created, there is nothing interesting about it at all. 

- interview, Week 6, fall, 2016, 17:49 

Among three programs that Asako worked for at the time of this study, one of 

them was in the English literature department at Koyo University where one of the two 

classroom observations took place. Since she started teaching at this university in 2001, 

she has seen changes in students. She felt current students rely more on the teacher, 

have less responsibility for their own learning, have lower English proficiency, and 

have a passive attitude where they prefer to do what they are told to do rather than set 

their own agendas. The department also recognized the changes in students and found it 

problematic that students who majored in English could not communicate their ideas 

effectively in English. This led them to have a policy where all writing teachers would 

use the same textbook so that teachers could help students translate their own ideas 

from Japanese to English in their freshman writing course. 

However, this departmental goal conflicted with Asako’s ideas about helping 

students become proficient writers. As much as she understood that the value of 

translation practice was that it helped students understand meaning, she felt it was 

insufficient by itself as a writing practice for several reasons. First of all, she wanted her 

students to have the experience of expressing their own ideas in their writing rather than 

simply translating Japanese sentences introduced in the textbook which was a 

departmental request for all the teachers for the course. Second, she did not think 
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translation exercises alone would prepare students for the next goal where they would 

be required to write an essay in their sophomore year and eventually compose a 

graduation thesis in their senior year. Finally, simple translation tasks did not match up 

with her philosophy of teaching writing through a process approach. Based on her 

experience as a graduate student in the United States, she believed that the process of 

coming up with ideas, organizing them into an outline, and composing writing based on 

different components, such as a topic sentences and supporting sentences, was integral 

to teaching writing. 

Balancing the departmental and her personal goals was essential. She achieved 

this balance by collaborating with some of her colleagues. Among five writing teachers, 

she and two other teachers who shared a similar teaching philosophy about teaching 

writing selected a textbook to recommend to the department in the hope that the opinion 

coming from three teachers would be prioritized. They chose a particular book that had 

a minimum number of translation tasks. This way, they did not have to spend the whole 

90-minute-class focusing solely on a translation task. Additionally, in order to save time 

and put less burden on students, she focused on paragraph writing rather than essay 

writing. She felt this way: 「きっちりパラグラフを書かせたらエッセイは書け

る。」“students should be able to write an essay if they know how to write a 

paragraph” (interview, post-semester, fall, 2016, 8:40). Working with teachers who 

have similar ideas about how to teach writing was important. Not only was she able to 

choose a book that best suited her class but also share ideas and approaches to teaching 

paragraph writing with these teachers throughout the semester. Her manner in 
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maintaining her belief about teaching writing without compromising to meet the 

departmental goals was admirable. However, her pursuit to live up to her high 

expectations she had set for herself also came with a price. The following section 

explains the challenges she faced as a busy part-time teacher and factors that continued 

to push her to work beyond her limits. 

 

Pursuing Ideals 

自分の中でこれくらい(理想のレベル)、でもそれが結構体力の限界に挑戦して

るっていうことがあるんでね。 

I have this level of work I want to maintain, but I am pushing my physical limitation. 

- interview, post-semester, fall, 2016, 1:27:24 

When describing her role model, Susan, Asako said: 「（名前）になれはしな

いですけど、足下ぐらいまでは行きたい。」“I don’t think I can ever be totally 

like (name), but I want to at least be closer to who she was as a teacher” (interview, 

initial, 2014, 30:08). One of the factors that prevented her from reaching the level of 

her role model was contextual, such as the number of classes she was teaching and the 

class size. Her normal teaching schedule for an academic year at two schools included 

teaching 13 classes in spring semester and 11 classes in fall semester, which included 

six writing classes a week in both semesters. Each class was 90 minutes long and met 

once a week, so in total, she taught 19.5 hours a week in spring semester, and 16.5 

hours a week in fall semester. She taught all the classes in four days from Monday to 
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Thursday. Friday was kept free from work, so she could take care of her aging parents. 

Her weekends were used to grade students’ essays and prepare lesson plans for the 

following week, such as making quizzes, handouts, and PowerPoint slides. She said she 

constantly felt physically and mentally tired for this reason: 「ずっと家で、家にいて

ずっと仕事してる気がする。」“I feel like I am always at home, always working at 

home” (interview, post-semester, fall, 2016, 1:08:30). 

Despite her busy teaching schedule and family obligations, Asako attempted not 

to compromise her standard of teaching. When asked about a reading and writing 

course that she taught three sections of at Port University, she explained that many 

teachers focused on the reading aspect because they knew it would be too much work 

for them to grade all written assignments for the class that usually had more than 40 

students. However, Asako devoted more class time to teaching writing. In addition to 

the fact that she believed that writing was an important skill to teach based on her 

experience as a learner in the United States, there were other reasons, such as she felt 

she could observe students’ growth the most when teaching writing. She explained that 

one of the students who in the beginning could not even understand the difference 

between ‘low’ and ‘law’, was able to compose an essay by the end of the semester. 

Asako admitted she was in tears when the student proudly said: 「先生こんなにうち

英語書いたんは初めてやって。」“Sensei [teacher], this was my very first time that 

I could write this much!” (interview, post-semester, spring, 2016, 26:26). Asako added 

that though coming across a student who showed such a great improvement in their 

writing skill was not common, there was always one student whose progress she felt 
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proud to see. Moreover, she felt teaching writing was more interesting than teaching 

other skills. She said that teaching writing involved working with students individually 

rather than as a class. She explained that 「ライティングやってる方が面白いんだ

よね。…ライティングは相手に合わせれるのが。ようはその人が何を書きたい

か、その学生が何を書きたいのかどうしたいか、っていうのでその個別に合わ

せていけるから。…リーディングってなんか一律授業してる感じがするね

ん。」“Teaching writing is more interesting as a class . . . writing can be customized 

for individual students depending on what they want to write about and what they want 

to do . . . I don’t like teaching reading because I feel like I am teaching in the same way 

[to everyone]” (interview, post-semester, fall, 2016, 1:09:30). 

Asako’s professionalism toward teaching was reflected in her decision that was 

made based on her belief about what was important rather than what was easy. When 

asked how she could continue to push herself, she explained that that was what was 

required of her as a teacher by referring to her husband, who was also a professor and 

always worked even during family vacations. 

Furthermore, Asako explained how she would not be able to forgive herself if 

she had compromised: 

基本好きなんですよね、多分ね。この仕事がね。だからあの、うーん。

手を抜いた時に、あーしてあげたらよかったなとか、そして手を抜いて

るのって学生に絶対わかるって思ってるんですよ。学生は見てるから。 
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I guess, basically I like this job. So if I took it easy, I would have a regret like “I 

should have done this instead.” And I think students will know if I make any 

kind of compromises. They are always watching you. 

- interview, post-semester, fall, 2016, 1:20:00 

Asako chose to live by her integrity as a professional teacher in spite of the challenges 

that came with it, because those challenges were easier to live with than the alternative. 

It was a combination of factors that pushed her to work beyond her limit. In other 

words, it was her idea of what it meant to be a good teacher based on her own 

experience, beliefs about teaching writing skills, and the rewarding experience of 

observing students’ growth. 

 

Conclusion 

Previous experiences influenced Asako’s teaching and beliefs about teaching in 

three ways. First, she pushed her limits as an L2 learner to pursue and successfully 

obtained a Master’s degree in the United States. Her struggles, especially as an L2 

writer allowed her to understand the importance of writing as a process approach 

instead of only using a translation method. In addition, she learned the importance of 

giving feedback to her students based on her own experience as a struggling learner in 

the United States. Her belief about providing students with personalized feedback to 

help them improve writing pushed her to work for many hours at home. 

Second, Asako found ways to cope with various obstacles in a flexible manner. 

Some of the issues that she dealt with were beyond her control, such as a new 
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curriculum that one of the universities implemented to deal with students’ low writing 

abilities in recent years. As a part-timer, Asako was expected to accept this curriculum 

change without being given a chance to offer her input. Rather than being completely 

constrained by this policy change, Asako took an active role in proposing changes to 

curriculum by making a suggestion about a textbook to faculty members. 

Finally, Asako reflected her ideas about being professional and her strong 

motivation to serve students in her teaching approach. Despite managing a heavy 

teaching load while fulfilling family obligations, she chose to push herself to live up to 

the expectations she set for herself. It was a combination of two elements that facilitated 

this process. The first element concerns the teacher role model she had in her Master’s 

program in the United States. Witnessing how this teacher dedicated her energy and 

time influenced Asako’s belief about good teachers. The second aspect is related to her 

belief about teaching writing. Despite the heavy load of grading that came along with 

teaching large classes, she still chose to devote a large amount of class time to teaching 

writing because she believed in the importance of writing. These characteristics that 

Asako demonstrated through her ability to adapt her teaching approach, engage in 

problem-solving, overcome limitations, and stick to her beliefs regarding her profession 

have been found in several studies on teacher expertise (e.g., Bullough & Baughman, 

1993, 1995; Day, 1999; Farrell, 2013; Johnson, K. 2005; Tsui, 2003). 
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Keith 

The trajectory that led Keith to grow was reflected in his manner of transferring 

his formal knowledge into practice and improving the nature of the approaches he took 

to tackle problems. His experience in the Master’s program at an American university 

where he not only studied SLA theories and related activities from experts in the field, 

but also learned how to apply his formal knowledge to his actual teaching was essential 

for his growth. This learning experience became the basis of his approach to solving 

problems by examining issues and seeking solutions from both a theoretical and 

practical point of view. 

Another aspect related to Keith’s progress in problem-solving was reflected in 

the nature of issues he focused on at different developmental stages. In the beginning of 

his career, his attempt to solve issues centered around fixing the surface of problems. 

However, as he gained more experience and engaged in reflections on previous 

experiences, he began to tackle the fundamental aspects of issues. This process resulted 

in his expanding his competence in solving complex issues, such as developing a 

curriculum and making materials that reflected not only his teaching philosophy but 

also allowed autonomy and flexibility among teachers who used them. However, 

despite his development as a teacher, he felt a sense of fossilization in his career path 

due to his weak researching abilities and low Japanese proficiency. Consequently, he 

lacked hope and confidence to pursue a further path in his career. Details and evidence 

of these changes follow. 
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Learning Between Two Worlds 

I learned more there, in a sense, than in my classes, or it was really more the balance. 

I’d be up on the hill studying, and I would leave the classroom and ten minutes later I 

was in the classroom as the teacher not the student, but I could be applying what I had 

just studied ten minutes earlier, as a student. 

- interview, pre-semester, fall, 2015, 30:44 

Following his dream to live overseas, Keith came to Japan in 1995 and began 

teaching English, first at a conversation school, then at a business English company. 

Three years later Keith felt in his heart that teaching was a career he wanted to pursue. 

However, upon arriving Japan, his initial plan was to go back to the United States and 

work in an NGO. However, as he gained more experience as a language teacher in 

Japan, he realized that he truly enjoyed teaching. He said, “I liked seeing students 

improve, I liked helping them reach their goals” (interview, pre-semester, fall, 2015, 

21:01). Once he decided to further his career of teaching, he went back to the United 

States to pursue his Master’s degree in TESOL. Going back to school was a way for 

him to improve his qualifications and to “actually learn to be a teacher rather than just, 

you know, getting by” (interview, pre-semester, fall, 2015, 19:58). 

Keith reflected on his experience in his Master’s program as the time when he 

“ . . . grew most as a teacher” (interview, post-semester, spring, 2016, 38:02) because he 

not only studied but taught in the classroom. The TESOL program at the university he 

attended provided its graduate students with an opportunity to teach in the affiliated 

intensive English program. The program offered different types of English classes to 
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mainly Asian students who aimed to enter the university by improving their TOEFL 

score. In fact, the intensive program was run by his professors and alumni of the 

graduate program, and the majority of instructors in the intensive program were TESOL 

graduate students. Keith also took the opportunity and worked there for a year and half 

while completing his Master’s degree. 

Keith explained that working in the intensive English program where teachers 

shared similar beliefs and approaches to teaching enabled him to effectively make a 

connection between what he learned and what he taught. First, working under 

supervisors who valued what was taught in the TESOL program at this university 

allowed him to easily implement ideas he developed from learning into practice. He 

explained that an assistant director of the intensive program was a graduate of the 

TESOL program, “so he was on the same page about a lot of things” (interview, post-

semester, spring, 2015, 38:14). Also, the director of the program, who was the professor 

in the TESOL program, would be “very much into that [idea that Keith suggested based 

on what he learned in class and say] ‘Let's try anything’"(interview, post-semester, 

spring, 2015, 38:21) and encourage him to try new ideas he learned in his graduate 

courses. For example, while he was taking a class about ER, he would learn about the 

basic concept of ER and several related activities from an expert in the field. Then he 

would go to his own classroom and try out one of the activities he had just learned 

about. He recalled this process of learning and trying out as “such a great experience” 

(interview, post-semester, spring, 2015, 37:44). By working with people who shared a 

similar teaching philosophy, Keith was easily able to see how theories could be 
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implemented in an L2 classroom. The following section explains how he continued to 

pursue his development. 

 

Going Beyond Teaching: Curriculum Development 

Curriculum is something I’m really, you know, I’m more motivated to do and find more 

rewarding. 

- interview, pre-semester, fall, 2015, 26:45 

After gaining valuable experiences both as a learner and teacher in the United 

States, Keith felt confident to begin his new job as a contract English teacher at a 

private university in the western part of Japan. The university provided general 

curriculum goals but few details, such as which textbooks and/or activities could be 

used to help students achieve the goals. He described his first year in the job as “fun and 

exciting” because he felt he could make decisions without getting a permission from 

supervisors. He said, “Now it’s up to me, I don’t have to check with my director. I can 

just teach, basically what I want to teach as long as I’m meeting these goals” (interview, 

pre-semester, fall, 2015, 36:46). However, his excitement quickly turned into frustration 

by the second year. Because of the generic curriculum goals, he realized that there was 

no sense of coordination among courses. This often caused a situation where there was 

an overlap between what he and his colleagues were doing in different courses. 

Whenever this situation arose, he was forced to redesign the course by coming up with a 

different project or choosing a different textbook, so students did not end up doing 

similar things in two separate courses. In order to solve the problem, he and his 
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colleagues who found this situation problematic created a shared spreadsheet where 

they would write down information about their courses, such as which textbook they 

were using. In particular, those who taught freshman courses were expected to check the 

information carefully, so they would not do what non-freshman course teachers were 

planning to do. Despite the effort, Keith felt the problem was not completely solved 

because ultimately they were in a situation where teachers could not tell each other what 

they could and could not do. 

After completing his five-year-contract at the university, Keith transferred to a 

new position at Oka university. He was hired as a contract full-time teacher in the 

International Department with six other English teachers. Their main responsibility was 

to teach 10 classes. However, Keith and several other teachers quickly realized they 

needed to create a curriculum for the program, which was launched in the same year 

that they were hired. The only tenured English professor in the department, who mainly 

worked on administrative tasks, initially attempted to run a fully coordinated program 

by requesting teachers to use the same textbook in each course. However, Keith and 

other teachers felt what they needed in a coordinated program was not to use the same 

textbook but to set common goals for each course. Although there was a teacher who 

was initially hired as a curriculum coordinator, as a result of the personal conflict with 

the program, this coordinator left the university after one year. Due to this problem, 

since the very beginning, it was up to other teachers to develop the curriculum. Keith 

was one of the teachers who was actively involved in the process, and he eventually 

took over the position officially as a curriculum coordinator in his second year. 
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Keith enjoyed his role as a curriculum coordinator because he was able to play a 

part in creating a curriculum he would teach. He explained the importance of being part 

of this decision-making process. He said, “I don’t mind teaching what everyone else is 

teaching as long as I get to decide it” because he felt “I don’t want someone I don’t 

know to just, who doesn’t know my context, or my teaching style to just give me a book 

and say ‘you have to use this.’” (interview, pre-semester, fall, 2015, 39:35). Moreover, 

in this new context, he was able to work on issues that he and his former colleagues had 

previously encountered where curriculum goals were so generic that teachers did not 

have a clear idea about how to achieve such goals. Specifically, in order to avoid a 

situation where there was an overlap between and/or among what teachers did in 

different courses, Keith focused on creating and laying out specific goals for each 

course. The concept of a coordinated program that he envisioned was to clearly indicate 

the trajectory that students would take as they advanced to the next level without 

prescribing specific materials. 

Keith and his colleagues first focused on developing a curriculum document for 

freshmen and sophomores by specifying goals and suggesting activities to help students 

meet the goals. His role included facilitating discussions among teachers who were in 

charge of each course. He also organized all the discussed ideas by refining them. 

Additionally, he created materials for other teachers to use with the help of some of his 

colleagues. When explaining the extra work he took on as a curriculum coordinator, 

which did not provide him with any compensation, he explained, “I want to be involved 
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in that decision, so, since I was able to be involved, I didn’t mind putting in the extra 

work to make sure we had materials” (interview, pre-semester, fall, 2015, 40:06). 

Though Keith believed one of his main roles was to help everyone participate in 

the process of creating a curriculum and materials, it was not easy. Almost immediately 

after he began the job, he realized that unlike his previous colleagues in the United 

States, there were teachers who had completely different backgrounds and teaching 

philosophies. He distinguished himself and some other teachers as those who were 

eager to work hard by collaborating with each other. He felt other teachers either did not 

want to work hard, or if they worked hard, they only did so alone. In fact, these teachers 

independently developed a curriculum for the course they were in charge of without 

considering what other courses were focusing on. As a result, it was impossible for 

Keith to develop a curriculum where the goals across courses were well-balanced and 

transferable from one course to another. He reflected on this experience saying that “it's 

frustrating when they don't want to work together. They don't want to share…it's better 

for the students if the teachers are talking with the teacher, or talking and sharing, you 

know” (interview, pre-semester, fall, 2015, 42:14). At the same time, this working 

environment where he was forced to work with different types of teachers provided him 

with a new perspective and experience. 

 Keith moved to Asahi Women’s University after finishing his four-year contract 

at Oka University. He worked for a language center where they offered English classes 

to students from different departments. The center followed a tightly coordinated 

program where teachers were expected not only to help students reach the same goals 
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but also to use the same materials. His new role as a full-time contract teacher was to 

work with his supervisor and create curricula and materials for all part-time teachers, 

who would then teach a total of approximately 500 students based on what was 

provided. He explained the importance of a coordinated program in the following way:  

Different people can perceive the same activity as good or bad or effective or 

not, especially with the part-timers who haven't been keeping up with the current 

approaches or some people [who] don't even have a background in English 

teaching . . . they have been just teaching for years, so in a way they almost have 

bad habits of doing things that work in the classroom in terms of keeping 

students happy, but they might not be good language learning activities.  

- interview, post-semester, spring, 2016, 45:49 

He felt that providing all teachers with clear course objectives and materials helped the 

program to maintain the quality of all English classes. 

However, Keith believed in the importance of giving teachers a choice even for 

the course he created. One choice included allowing teachers to select the number of 

presentations students would give during the semester and their mode, such as a poster 

or PowerPoint slides. He stated, “I like the idea where there's fully coordinated path, but 

there are choices and options” (interview, post-semester, spring, 2016, 50:36). He 

believed that providing teachers with a sense of agency was important as long as goals 

and objectives were clear and that teachers were generally teaching the same content. 

Keith developed his appreciation for a coordinated program from his previous 

work experience in different programs. At the same time, his flexibility toward curricula 
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resulted from challenges he faced in working with teachers who had a different 

philosophy and approach to teaching. However, regardless of the valuable experiences 

he gained from various places, having to change a job every several years was starting 

to exhaust him and to lose his passion for teaching as explained in the next section. 

 

Working Towards the Unknown 

I'm depressed [as he laughed]. I feel like if I can't get a tenure position, I mean for the 

record, I don't really think I deserve a tenure position, but I'd like a permanent, or non-

limited position. 

- interview, post-semester, spring, 2016, 1:09:02 

Ever since he returned to Japan, Keith had never stayed in one job for more than 

five years. And never was it his choice. His contract at three universities had a limit on 

how long he could stay—five years at the first school and four years at Oka University 

and Asahi Women’s University. For the previous 13 years, he had made a contribution 

to every institution by reorganizing a dysfunctional system that was causing 

miscommunication among teachers, taking on extra responsibility to build a coordinated 

curriculum from scratch, and developing courses and materials for all the teachers he 

was in charge of while allowing them to be creative. However, he was never given a 

second chance after all the work was done. 

As someone who financially supported not only himself but his wife and two 

young children, Keith felt pressured that there was no prospect of financial security in 

this career path. At the time of data collection, he was teaching twelve classes per 
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semester in total, by taking on two extra classes at Oka University in addition to his 

normal teaching schedule at his main job at Asahi Women’s University. Admitting how 

overworked he was, when asked if he could maintain this teaching load if it were 

something he could continue in a long term, he answered, “Yeah, just taking away the 

pressure of the limit [of contract system] would be pretty good” (interview, post-

semester, spring, 2016, 1:29:18) because “It’s pretty frustrating not to be able to settle 

in” (interview, post-semester, spring, 2016, 1:00:41). 

Keith acknowledged that he was not qualified enough to get a secure job, due to 

two weaknesses, which were not publishing enough academic papers and not having a 

high command of Japanese. He shared his frustration by stating, “I need to improve my 

Japanese and I need to publish. Those are the two best ways I could get a permanent 

position, but I find [it] pretty hard to find the time. I'm pretty wiped out doing 12 koma 

[classes]” (interview, post-semester, spring, 2016, 1:10:15). In addition to teaching two 

part-time classes at Oka University, he was teaching ten classes at his main school. 

Moreover, his main job gave him a responsibility for curriculum and materials 

development and other extra work, such as taking students overseas on a study abroad 

tour and attending meetings conducted in Japanese. 

Keith showed disappointment in his career path and himself. He felt all the effort 

he put in for his passion to develop a curriculum was useless when seeking job security. 

The system he worked in did not allow him to have a sense that he was making progress 

in his career. Instead, he felt a sense of failure because of his lack of research and 
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Japanese skills, which he considered too underdeveloped to help him get a secure job to 

finally settle in one place. 

 

Conclusion 

Mainly two characteristics show Keith’s development in spite of his sense of 

failure to obtain a secure job in a university. One is related to his manner in developing 

interactions between his formal knowledge and informal knowledge. Keith advanced his 

formal knowledge by learning essential concepts and theories of SLA from experts in 

the field in the Master’s program. At the same time, he applied his formal knowledge to 

his actual teaching and experimented with how his formal knowledge served in real 

classrooms with the support of his supervisor. Consequently, this experience helped him 

develop his informal knowledge. It was this interaction of developing both types of 

knowledge that facilitated his development. Bereiter and Scardamalia (1993) explained 

that formal knowledge is categorized as declarative knowledge, which often derives 

from textbooks, such as objective facts. It is an essential component for understanding 

core principles of a domain and used for justifications and dealing with problems. On 

the other hand, informal knowledge is more implicit. It allows experts to make accurate 

predictions and estimates because they rely on specialized common sense that is 

influenced by formal knowledge. In this regard, Bereiter and Scardamalia (1993) argued 

that one of the characteristics of expertise is in experts’ approach to developing both 

formal and informal knowledge in unison. 
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The second aspect of Keith’s development is related to how he engaged in a 

problem-solving process. The process he engaged in to develop curricula in different 

programs throughout his teaching career supports this point. At the first university he 

taught at in Japan, he faced a problem because there was no coordination of what 

teachers were teaching in various courses. This absence of coordination created a 

situation where there was often an overlap between classes, such as one student might 

be using the same textbook in two separate English classes. This was a situation he had 

never faced while teaching in the coordinated program in the United States. In order to 

solve this problem, he created a system in which teachers were able to learn about each 

other’s classes in terms of which textbooks they were using and which content was 

covered in each class. At the second university, he volunteered to take on a role as a 

curriculum coordinator. In this university, not only did he pick a main textbook for each 

course, but also common goals for teachers to follow. At the third university where he 

was teaching full time at the time of data collection, he was put in charge of a course. 

His main role was to create and provide lesson plans and materials to all teachers who 

taught the course. He reflected on his experience at a previous university where there 

was a conflict of ideas among teachers in terms of how to approach teaching certain 

skills. Consequently, he allowed teachers some flexibility to make their own decisions 

about how to approach certain goals. 

The process he engaged in as he developed curricula shows a clear path in his 

growth as a teacher. His problem-solving became more sophisticated as he gained 

experience facing and tackling issues. Bereiter and Scardamalia (1993) called this 
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process progressive problem solving, whereby experts continue to take advantage of 

their learning experience for “a better articulation of the goal or problem so that the next 

effort will be better conceived” (p. 82). In addition, in this process of problem solving, 

he developed leadership skills, a sign of expertise reported in previous studies of 

teaching expertise (Bullough & Baughman, 1993, 1995; Richards, 2010; Smith, 1999; 

Smith & Strahan, 2004; Tsui, 2003). 

 

Walt 

Two characteristics indicated Walt’s processes of development. First, it occurred 

in a scaffolded manner. He began his trajectory of entering the field without any 

previous training or knowledge about L2 teaching. By the time of data collection, he 

was making a significant contribution to a program where he was teaching part time. 

This process began with his learning how to use in-house materials to teach a small 

group of students with the help of his colleagues. After seeking more opportunities to 

develop as an L2 instructor, he started teaching in a university where he had to adjust 

his teaching to new challenges and materials. It was in this process of learning new 

ideas, adapting to a new context, and critically examining provided materials that he 

began to formulate his own teaching philosophy. He was taking a further step when I 

conducted data collection by sharing his original materials and project ideas with other 

full-time teachers. Another aspect of his growth was aided because of his pursuits 

outside classrooms. His passion for hiking and writing positively influenced him as a 

teacher. His expert knowledge in these fields was reflected in his materials development 



 

 173 

and approach to teaching in which he viewed language learning from a holistic 

perspective. In particular, he used his knowledge about mountains to create model 

essays, and his knowledge about writing allowed him to set goals for his students in a 

writing class. Moreover, his passion for these two areas allowed him to appreciate and 

maintain his enthusiasm for his teaching career. Details on all these issues follow. 

 

Growing through Experience 

When I first came to Japan and started teaching English, I was a terrible teacher 

because I had no idea what Japanese students were like, what kinds of things 

they needed help with, what kind of things they didn't need help with, so I think 

a lot of my experience is learning through experience. 

- interview, post-semester, fall, 2015, 1:22:04 

One of the reasons why Walt left his job as an office worker at an architectural 

company in California was to find “something that didn’t involve sitting in an office all 

day” (interview, pre-semester, fall, 2015, 2:15). When he heard one of his colleagues 

talk about her experience of teaching and living in Japan, he immediately became 

interested. He contacted one of the most well-known chain conversation schools in 

Japan. After an interview in the United States, he was offered a full-time teaching 

position despite his lack of experience in teaching and not having a related educational 

background. Although he was excited about his opportunity to teach English when he 

arrived in Japan, he soon realized that most of his new work consisted of administrative 

tasks. Much of the work was related to promoting the school and keeping the students 
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from leaving the program, such as arranging a party for students and writing a 

newsletter about the school. Doing these tasks outside the classroom demanded a great 

deal of his energy and time. After a year and half, he decided to leave the school to 

work for another major private English conversation school, seeking more opportunities 

to teach English. 

The new school provided Walt with the variety of teaching opportunities. His 

students ranged from adults to students from kindergarten to junior high school. The 

groups of students he taught varied as well because he was teaching at three branch 

schools in addition to teaching online courses. He was given in-house materials, and 

even when he had questions, his colleagues were ready to help him. He explained that 

his colleagues “ . . . were very knowledgeable and very helpful. So if you had questions, 

they could answer those questions for you” (interview, pre-semester, fall, 2015, 11:21). 

A few years after he started working there, Walt began to pursue his Master’s degree in 

TESOL at an American university that has a satellite campus in Japan. He felt that 

going back to school was a necessary step for him to advance his career and prepare 

himself to get a teaching position in a university where he thought he could have “more 

freedom to kind of choose and design courses according to your [own] beliefs” 

(interview, pre-semester, fall, 2015, 14:37). He eventually left his full-time position at 

the conversation school and took on his first part-time job at a university while still 

completing his Master’s degree. 

The biggest challenges Walt faced as a novice university teacher were a large 

class size and time management. Whereas he used to teach only to a small group of 
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students for 80 minutes at his previous job, he had approximately 20 or more students in 

a 90-minute class in most universities. He claimed that this ten-minute difference “. . . 

can make a large difference when you are planning activities” (interview, pre-semester, 

fall, 2015, 24:50). However, he was able to focus on overcoming these two challenges 

in this new context. His first teaching assignment was in the Political Science 

Department at Oka University. This department provided him with in-house materials 

including lesson plans, activities ideas, and assessment tools. Therefore, he simply 

needed to conduct the class according to what was suggested by the program. He 

reflected on this experience saying that “having those materials was really helpful at 

first. I think it made the transition to teaching at universities a lot smoother and a lot 

easier” (interview, pre-semester, fall, 2015, 25:10). This environment allowed Walt to 

get accustomed to teaching longer classes and larger class sizes. 

As he gained more experience, Walt became more familiar with the materials 

and activities created in the program. This in turn allowed him a space to evaluate the 

quality of materials. He said, “you get a sense of what kinds of activities worked well, 

and what kind of activities do not work as well. So, you know by all means, the 

materials weren’t completely perfect” (interview, pre-semester, fall, 2015, 25:38). He 

explained further that he was able to assess the quality of materials based on “how 

students responded to the materials. Were the materials engaging with the students? 

And also, how easy were those activities or materials? How user friendly were they for 

the teachers?” (interview, pre-semester, fall, 2015, 26:41). He also improved his time 

management skills where he predicted precisely how long each activity would last 
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through his experience. Furthermore, he learned to make decisions about how each 

activity could be expanded or be ended so he could go on to the next activity based on 

“the goals and objectives there are for that particular lesson” (interview, pre-semester, 

fall, 2015, 27:57). He described the process of improving his teaching in this way: 

The only way that you really get around that [improving teaching] is just by 

practice, getting to know your students and just teaching a lot and starting to 

realize how to design. Now I can design an activity; I can say okay this activity 

will probably last about 15 to 20 minutes.  

- interview, pre-semester, fall, 2015, 28:50 

It was also in this process that Walt began to formulate his beliefs about teaching. He 

reflected, “you start to develop, I think, your own kind of teaching philosophy by just 

doing those kinds of things like [understanding] what kind of activities are good” 

(interview, pre-semester, fall, 2015, 26:00). Finally, he reached the stage he envisioned 

when he decided to leave the English conversation industry to teach in a university: To 

have the freedom to teach the class according to his own beliefs. The following section 

explains how he began to develop his own style of teaching. 

 

Customizing One’s Teaching 

If you get clothes that were handed down from someone, they may not fit you 

and they may not be the right color for you, or the right style whereas if you are 

buying clothes yourself, you can choose the style, color or the design to fit you 

the most. This is the same way I feel for textbooks. 
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- interview, pre-semester, fall, 2015, 17:13 

The experiences Walt had accumulated over the years in different teaching contexts 

enabled him to develop and refine his teaching philosophy, which he hoped to reflect in 

classroom teaching. Unlike when he first started teaching, he did not need to rely on 

others to provide him with detailed lesson plans. Instead, he developed his own 

activities and shared his ideas with others he worked with. For example, he developed 

two presentation projects for the ER classes at the International Department at Oka 

University where he worked once a week as a part-time teacher. One presentation was 

about introducing a book, and the other was about creating a new book cover for the 

favorite books that the students had read. When he first introduced these presentations, 

the students were only required to read books and write a book report. Both of the 

presentation projects gave students a chance to talk about a book. He discussed the 

importance of making a reading class communicative because it helped create better 

class rapport, which he considered as an important part of the learning experience. The 

presentations that he developed were eventually shared among other teachers. Later on, 

they were both incorporated into the ER curriculum at the International Department and 

were still being used at the time of data collection. 

Walt also discussed the importance of choosing his own materials to use in his 

class rather than using in-house materials, including a textbook. He justified the reason 

for not wanting to be assigned materials in the quote I included in the beginning of this 

section. The International Department at Oka University required all the teachers to use 

the same textbook. However, he also created and used his own supplementary materials 
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in addition to using the assigned textbook. His materials not only reflected his teaching 

philosophy, but also his life outside teaching, which had an impact on his teaching. I 

describe how his pursuits outside teaching positively influenced his teaching in the 

following section. 

 

Bringing His Passion into the Classroom 

I love teaching, but I also like doing other types of things. So I think having a good 

balance in my life is important. I don't want my life to be all work or all this or all that. I 

like to have a balance. 

- interview, post-semester, fall, 2015, 1:39:07 

One of the passions Walt had outside his teaching was hiking. In fact, he was one of the 

most well-known hikers in Japan. He had climbed some of the most famous mountains 

in Japan. He was in the process of climbing the highest peak in every prefecture in 

Japan at the time of data collection with four mountains left for completion. He was 

considered to be an expert hiker in Japan, and he provided information about different 

mountains in Japan, such as unique characteristics of each mountain, transportation and 

accommodation for each hike, and safety advice for hikers. He did most of his hiking 

when he was off from school during summer and spring break. However, even in the 

midst of a semester, whenever he could find the opportunity, he went hiking. 

Walt’s expertise and passion for hiking was often reflected in the materials he 

created and used in classes. For example, one model essay that he developed for one of 

the observed writing classes demonstrated his profound knowledge about mountains. 
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He was teaching how to compose a problem and solution paper and created an essay to 

show students what a good problem-solution essay looked like. In the model essay, he 

focused on a problem related to the highest mountain in Japan, Mount Fuji. He wrote 

about the overcrowding of the mountain, which caused erosion and increased amounts 

of garbage. Then he proposed the solution, which was to charge hikers some fees for 

climbing the mountain so the number of hikers could be limited, and so there could be 

enough money for conservation. He originally wrote this model essay in 2014, three 

years prior to my data collection. In fact, in 2016, the Japanese government started 

charging fees for hikers to climb the mountain. His enthusiasm and knowledge about 

hiking allowed him to create authentic materials that identified a real problem and 

offered a possible solution. His approach to choosing a topic also served as a model for 

students to choose a topic that they were passionate about and were familiar with. 

Another area of expertise Walt had was writing. In addition to writing about 

hiking in Japan, he also did other types of writing. They included writing an article 

about introducing and explaining Japanese expressions in a local English magazine, 

recommending hiking sites around Japan in one of the most well-known international 

guidebooks, and writing an autobiographical novel about his own life. His experience as 

a professional writer affected his approach to teaching writing. 

Walt demonstrated his understanding that writing is a skill that takes many years 

to improve. This knowledge allowed him to set a reasonable expectation for his students 

that they did not have to master writing by the end of his course. At the same time, his 

experience as a writer also allowed him to set priorities for what to teach in a writing 
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course. He explained, “Hopefully, I’ve given them a little bit of exposure to that 

[writing] . . . a bit of foundation of how to do that [writing]. I don’t expect students to 

be perfect writers and to make a perfect essay” (interview, post-semester, fall, 2015, 

22:43). He explained that he wanted to teach students the fundamentals of writing as a 

process, which would assist them even outside his classroom. He explained in this way: 

They [Students] can use that skill of the process of the writing: choosing a topic, 

brainstorming ideas, organizing those ideas, and then writing about those ideas. I 

think that's something that they can transfer . . . even when they are writing a 

research report in Japanese, they can use those same kinds of skills instead of 

just sitting at a computer and just typing from scratch. Think before you write. I 

think that's kind of my mantra in that class. I think that's one of the most 

important skills that they can take away from the class. 

- interview, pre-semester, fall, 2015, 23:21 

Walt’s life consisted of more than teaching, and it clearly influenced his teaching in a 

positive way. It helped him create materials that reflected his individual knowledge and 

interests. It also helped him set a priority in his writing class. But most importantly, it 

helped him keep a balance between his personal and professional life, which could be 

stressful at times. He described the importance of taking a break from teaching once in a 

while as the following: 

That's very important for a teacher in Japan: to recharge those batteries. Take a 

couple of weeks off to do something that's not related to teaching. Don't think 

about your classes, travel, go hiking, eat food, see a concert, do something, you 
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know, walk your dog, do something that's not too stressful. Do something to 

recharge your batteries, and that's important I think. 

- interview, post-semester, fall, 2015, 1:37:42 

Having a sense of balance between inside and outside classrooms helped Walt approach 

teaching in a positive manner, such that he felt not only energetic physically but also 

mentally refreshed to appreciate his teaching career. When discussing one of the aspects 

he felt he needed to improve more, he explained that it was not to let personal issues 

interfere with his teaching. He emphasized the importance of maintaining this attitude 

by referring to some busy mornings when he had to take care of his young daughter 

before going to work. He explained, “No matter how stressed you are at home, whatever 

problems you've got going on in your personal life, when you arrive at your work, you 

should leave problems, check them at the door” (interview, post-semester, fall, 2015, 

1:27:45). Furthermore, he discussed the importance of “focusing your mind on 

something else that's completely unrelated to or causes those kinds of problems” 

(interview, post-semester, fall, 2015, 1:30:18). In fact, he explained how teaching helps 

him deal with stress: 

One of the good things when you teach a class, you kind of free your mind. If 

you have a really good class, you are interacting with students, you can forget 

about your problems, you can forget about those other things for that short 

amount of time. 

- interview, post-semester, fall, 2015, 1:29:50 
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Flow experience, in which Walt was too absorbed in an activity at hand to think about 

his personal problems (Csikszentmihalyi, 1988), is one of the central aspects of 

expertise (Bereiter & Scardamalia, 1993). In addition, Walt’s various pursuits in life, 

such as teaching, hiking, and writing provided him with an objective perspective that 

could help him distance himself from problems at hand. Additionally, these three 

aspects of life interacted with each other positively and enabled him to maintain his 

passion for teaching, which some people may find difficult in their long-lasting career. 

 

Conclusion 

Walt’s process of development occurred in a scaffolded manner. Because he 

began his EFL teaching career in Japan without any previous teaching background, he 

has taken various steps to improve his teaching. He began this process by learning how 

to use materials that were provided by his English conversation school with the help of 

his colleagues. After starting his Master’s program in TESOL, he began his university 

teaching career, seeking more opportunities to teach in institutions that allowed more 

autonomy and flexibility. However, he faced new challenges in this new context. He 

had to adapt his teaching to a larger class size and longer class time. Again, materials 

and detailed lesson plans that his first university provided made his transition to 

teaching at a university easier. It did not take long until he reached a level where he was 

able to manage time and a large number of students efficiently. Furthermore, after using 

provided materials and activities for two years, he began to see areas for improvement. 
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It was around this stage in his career that he formulated his teaching philosophy where 

his perceptions of effective teaching and learning became more established. 

As Walt gained more experience teaching in various university settings, he 

started to incorporate his teaching philosophy into his teaching. He could no longer 

simply follow lesson plans that other teachers created for him. Using assigned materials 

made him feel uncomfortable because they did not reflect his own philosophy. All he 

needed was minimum guidance such as a curriculum that provided common goals for 

each course. Based on a curriculum and his teaching philosophy, he planned a route for 

students to reach a goal by using materials and projects he created. 

Furthermore, Walt reached another developmental stage in which he began to 

share his knowledge with others even though it was not a part of his responsibility. For 

example, in two presentation projects at the International Department at Oka University, 

he reflected on his belief that communication is a necessary component for ER classes. 

In both projects, students were given a chance to discuss their readings in an interactive 

manner. Consequently, full-time teachers who were in charge of the curriculum 

recognized the importance of including communicative aspects in the ER program and 

eventually revised the curriculum partly based on his suggestions. Even as a part-time 

teacher who taught at the university once a week, his contribution was large. This 

characteristic of experts of sharing their knowledge with others in significant ways is 

also reported in the study I conducted about an expert teacher educator (Asaba, 2018). 

In addition, as Keith demonstrated his growth through his progressive problem solving 
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(Bereiter & Scardamalia, 1993) by developing curricula, the contributions that Walt 

made beyond his own teaching became more significant as he gained experience. 

 Another development Walt demonstrated corresponded with what he did 

outside classrooms. His expertise in other areas, such as hiking and writing, influenced 

his teaching in positive ways. For example, his passion and knowledge about hiking 

were often reflected in his materials development, especially in writing classes. His 

students not only used his materials to learn how to compose an essay, but also 

experienced how to choose a topic that they are passionate and knowledgeable about. 

His expertise in writing also facilitated effective teaching. Rather than merely focusing 

on course objectives of a writing course, he was able to approach the class from the 

perspective of a professional writer in several ways. First, he set a reasonable goal for 

his students to reach where he did not expect them to master essay writing in a year-

long course as the curriculum suggested. Furthermore, he focused on teaching 

fundamentals of writing, such as the process of creating an essay. Finally, various 

pursuits he had in life provided him with a sense of balance. They allowed him to have 

an objective perspective, which helped him physically and mentally to enjoy his career 

of teaching and without succumbing to teacher burnout. 
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Alex 

Alex’s developmental processes were reflected in several aspects of his attitudes 

and experiences. First, it was important to him to accept new ideas and tailor them 

according to his unique context of teaching in a flexible manner. Despite his previous 

experiences in which he saw a failed system of an English-only policy, he adjusted this 

view as soon as he saw one program that maximized its positive effect. It was his 

manner of quickly adjusting his view and adapting this policy appropriately to his own 

contexts that underpinned his development. Second, he solved problems by focusing on 

fundamental aspects of an issue. In the process of creating a course without any 

assistance, he tackled issues that were vital for doing course development on his own, 

such as creating and analyzing a needs assessment, developing original materials, and 

consistently revising them. The final aspect concerned his critical reflection of himself 

as a professional. Based on acknowledgement of his own limitations as a researcher and 

writer, he attempted to overcome them by pursuing further study in a Ph.D. program. 

Confronting his weaknesses and choosing a path that could expand his competence 

supported his development. Details of these issues follow in the next sections. 

 

Shaping One’s Philosophy  

That's why I think that it works because I experienced it. 

- interview, pre-semester, spring, 2016, 23:00 

When Alex first began teaching at a university in Japan, he did not believe that an 

English-only policy would work. This perception he had was created based on his early 
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years of teaching experience in Japanese high schools as an assistant teacher of the 

Japan Exchange and Teaching Program (JET). Even though the high schools he worked 

at had a policy where students and teachers were expected to use only English in class, 

he recalled that no one completely followed this policy. It was not only students that 

spoke in Japanese but also his Japanese colleagues, whom he described as teachers who 

were not confident in their English. Because of this experience, when a small-sized 

private university where he was hired as a part-time teacher asked him to sign a contract 

that required him to use only English with his students, he felt puzzled. In fact, the 

university expected him to follow this policy not only inside the classroom, but also 

outside the campus. He explained, “I signed a contract, which said that I would only use 

English with those students no matter where I met them, on the train, if I met them in a 

shop, I would use English with them” (interview, pre-semester, spring, 2016, 22:22). He 

reflected that at first “I was a bit skeptical about it [the English-only policy], not that it 

was good but that it could actually work based on my experience with high school 

students” (interview, pre-semester, spring, 2016, 19:21). 

 However, it was this experience at the university that changed Alex’s 

perceptions about using only English with his students. Although he was at this 

university for only a year, the positive change that this policy had brought to students 

was obvious in his eyes. Describing the improvement that he saw in his students, he 

said that “there were definite jumps in their English ability compared to the other 

universities” (interview, pre-semester, spring, 2016, 22:51). He explained that after this 

experience, he became “ . . . very convinced that using English only in the classroom 
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was an effective way of teaching students, Japanese students, in a Japanese university” 

(interview, pre-semester, spring, 2016, 19:40). He explained further why he felt this 

policy would be beneficial: 

If they are not forced to use it [English], then they won't, the first, the fallback 

option is nearly always Japanese. "Oh I can't do this. Oh, I will use 

Japanese". . . . So you forced them out of the comfort zone . . . you've gotta push 

them to actually enter that negotiation of meaning. Don't, don’t let them take the 

easy out, otherwise they do. 

- interview, pre-semester, spring, 2016, 25:22 

Although Alex knew from his previous experience that it was essential for the entire 

program to support this policy to make it successful, not all the teachers at Oka 

University shared this view. He speculated that it was because some of his colleagues 

who were non-native speakers of Japanese wanted to display their Japanese skills. He 

justified his approach of avoiding using Japanese by stating that “even when I know I 

can use Japanese, I choose to use English because I believe that’s better for the students 

than having this crutch where they would always fallback to Japanese first” (interview, 

pre-semester, spring, 2016, 24:48). He strongly believed in using only English with his 

students to help them succeed in language learning. 

Alex implemented an English-only policy in all his classes at Oka University. In 

fact, in one of the courses I observed, he required students to pay a fine of 100 yen 

whenever they were caught using Japanese in class. He collected all the fines and used 

the money to buy snacks for a party on the last day of class. He explained that in each 
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semester, he would collect approximately 700 to 800 yen in total, but most of the 

money would be collected in the first two weeks when students were still not used to 

using only English with each other and the teacher. He recalled that the first time he 

caught students using Japanese in one of the observed classes happened when he “ . . . 

introduced it, the very first lesson last semester, it was very quick. It was either that 

lesson or the next lesson that there were two girls who did it. And they took it really 

well” (interview, Week 12, spring, 2016, 12:59). He explained the key to successfully 

introducing this policy: 

It's always good to try to find somebody who's gonna take it the right way. So I 

make a big deal out of it. So this girl was talking to the other girl in Japanese, 

I'm like "Uhhhh we have a winner! Our first ones." and I shake the can and 

make sure everybody knows and I'm like "Oh, okay, 100 yen" and so they . . . 

they . . . "Really?," and I'm like "Yeah". So they put it in, and that set the 

precedent. 

- interview, Week 12, spring, 2016, 13:16 

However, he was flexible in his approach to using only English in class. He was careful 

about the use of English-only policy because “it's a system that works if you do it the 

right way” (interview, Week 12, spring, 2016, 14:20). He explained that considering the 

nature of the class and the level of students was essential. For example, he compared the 

two courses where my classroom observations were conducted: a four-skills-based 

course and a study abroad preparation course. In the four-skills-based course where he 

collected fines for when students used Japanese, he was adamant about this policy. He 
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explained that it was because “the goal is to improve their English as much as possible” 

in that class (interview, pre-semester, spring, 2016, 27:38). Additionally, he met with 

them three times a week for a year. He said, teaching a class that met often made the 

class “ . . . almost like a homeroom for them. I can develop them, and I can work with 

them over a year” (interview, pre-semester, spring, 2016, 27:00). 

In contrast, Alex was not as strict about enforcing the policy in the study abroad 

preparation course where he met with his students only once a week for one semester. 

Additionally, unlike skills-based courses where students were placed based on their 

TOEIC score, students in this class were not placed according to their proficiency level. 

It would have been too difficult for students to effectively communicate with each other 

when there was a gap in their language ability. Moreover, the objectives of the two 

courses were completely different. Whereas the skills-based course focused on helping 

students develop the four skills, this course was designed to prepare students for 

studying abroad. In fact, this course was created by Alex because he saw the necessity 

to help students at Oka University to better prepare for study abroad. The following 

section explains his approach to developing a course that focused on preparing students 

for study abroad. 

 

Going Beyond Teaching: Course Development  

When these students go overseas, they will be prepared to have a wonderful time. They 

already have a lot of information they need, and then they can just go and live it. 

- interview, pre-semester, spring, 2016, 43:20 
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The study abroad preparation course started in 2013, two years prior to my data 

collection. Oka University had received some funding and used the part of money to 

launch a new course related to study abroad. This course was created to help students 

prepare for study abroad. Furthermore, it would help the university meet another goal, 

which was to increase the number of students going overseas. Alex explained, “if they 

[students] have a fantastic study abroad experience, they will come back and they will 

tell their friends about it, and their friends will wanna do the same thing” (interview, 

pre-semester, spring, 2016, 43:33). When this project was proposed by the university, 

he volunteered to develop and be in charge of the course. He recalled, “I wasn't given 

any objectives. I was asking for them, but I was not getting them. So in the end, I 

designed the course and I presented my course proposal and it was accepted. That's 

what I've done” (interview, Week 3, spring, 2016, 31:25). 

In order to develop this course, it was necessary to establish clear course 

objectives. Alex first created a survey and gave it to approximately 200 students at Oka 

University who had come back from study abroad. The purpose of the survey was to 

find out their experiences overseas, including what they struggled with while living and 

studying in the host country and what they wish they had studied about before their 

study abroad experience. He then compiled the results and examined students’ 

responses. Eventually, he identified two themes; therefore, they were included in the 

course. One was to provide students with an opportunity to learn about the country they 

were going to live in and the university they were going to study at. The other was to 

help them learn aspects about Japan that even they were not completely aware of. Upon 
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choosing these two themes, he created original materials and compiled them into a 

course packet. After revising the course packet for the first two years, he felt it was 

close to being complete by the time of my data collection: It consisted of 14 units and 

five appendices, which added up to a total of 71 pages. Each unit introduced a topic, its 

related key vocabulary, and a short reading. It also provided tasks where students 

conducted research about the country that they were going to. Students were expected to 

share their findings with each other through class discussions. Occasionally, certain 

skills were introduced prior to the target lessons, such as how to give an effective 

presentation in two lessons before the actual presentation day. 

The topics included learning about the country and university they were going 

to, local wildlife and art, and stereotypes related to what people outside Japan may think 

about Japan and Japanese people. There were also projects, such as asking questions to 

international students at Oka University, who were invited to join the class for that 

particular class. The Japanese students posed questions related to what experiences 

international students had had through studying and living in Japan. Additionally, the 

Japanese students sought advice from international students about university and social 

life overseas. Furthermore, there were two presentations. The first presentation was 

about sharing their research about a place they would like to visit in the target country. 

The second presentation was an introduction to various aspects of Japanese culture. 

For the Japanese culture presentation, students were expected to make a total of 

three questions and answers that were related to Japan. The first two questions had a 

straightforward answer, such as why certain numbers, such as four and nine, are 
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disliked or why money is wrapped when it is given as a present. The third question dealt 

with controversial issues. Examples included how students felt about some of the 

Japanese Prime Minister’s policies, such as restarting nuclear plants or changing one of 

the major articles in the Japanese constitution. Students were expected to share not only 

what people generally thought about the issue, but also their own opinions about it. 

Alex explained that he first came up with this idea when his Japanese wife was asked 

about her position regarding whale hunting by his Australian family the first time they 

met. Based on this experience, he felt he needed to prepare students as similar 

experiences could happen to them as well when they interact with people outside Japan. 

He explained his view in this way: 

They [Japanese students] need to actually understand that they're not being 

attacked. What they are is a Japanese person, and they are that person's window 

into Japan to understanding what a Japanese person actually thinks. So from that 

respect, when you apply, you have to know a little bit about the issue, you need 

to understand how Japanese people think about the issues . . . so what kind of 

opinions exist in Japan . . . and you need to state your opinion. 

– interview, Week 11, spring, 2016, 30:13  

Alex’s passion to seek better ways to help students only grew as he gained more 

experience teaching the course. Eventually, he chose to focus on this course as a 

dissertation topic when he decided to pursue his doctoral degree. I explain in the next 

section how he came to enroll in the Ph.D. program and how this decision is related to 

furthering his expertise. 
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Pushing One’s Limitations—Pursuing a Ph.D. 

It's something that I know will force me to work hard to achieve . . . I just want to 

challenge myself to see if I can do it. 

- interview, post-semester, spring, 2016, 1:35:54  

When I asked what motivated him to begin his doctoral program at a university in 

Australia, Alex responded that there were two main reasons. One was to improve his 

writing skills. He explained, “I do want to improve my writing skills because I haven't 

published enough, because I'm not good enough at writing” (interview, post-semester, 

spring, 2016, 1:33:39). Even though he was on an unlimited contract where he could 

stay at Oka University until he turned 65 years old, he felt he wanted to eventually leave 

the position because there was no increase in salary. In order to increase his chances to 

get a permanent position in a university that guaranteed a pay raise, ultimately a tenured 

position, he felt it was necessary for him to publish more research. He believed that 

being enrolled in a doctoral program would help him overcome his weakness as an 

academic writer because it would force him to do a great amount of writing. 

The other reason was related to Alex’s previous experience as a student in his 

home country. Before moving to Japan with his Japanese ex-wife and starting to teach 

English, he had been building his career path as an engineer in Australia. While 

working for a company, he went back to school to further his studies in science at a 

local university. He was enrolled in an honors program, which was an extension of his 

Bachelor’s degree. Completing the honors programs would mean he could go straight 
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into a Ph.D. program. He explained that he was paired with a professor who had just 

joined the program in the same year and who became his supervisor. He described her 

as a “ . . . terrible, a terrible communicator, no previous experience supervising and had 

absolutely no interest in me or my project” (Email correspondence, 11/24/18). She not 

only criticized his research ideas, but did not offer any help for him to improve the 

proposal. He continued, “she just didn't help me. And I just did not know how to do the 

research part myself because I was never taught research skills. And so, it was a really 

shattering experience” (interview, post-semester, spring, 2016, 1:38:35). Eventually, the 

professor resigned only a year later, so he was assigned a new supervisor, who helped 

him complete his research project. He reflected that his failed experience with the first 

supervisor was “ . . . not a true reflection of who I am, and what I can do, that I am 

better than that. So I'm looking at this Ph.D. as a way of, I guess, showing what I can 

really do” (interview, post-semester, spring, 2016, 1:39:15). Having worked with an 

advisor who was not able to help him complete his research also influenced him with 

his choice of his doctoral program. He stated, “ . . . I didn't even bother looking at the 

field or research my supervisor had previously done, I went straight to how many 

previous students he had successfully supervised and what their comments about him 

were” (Email correspondence, 11/24/18). 

There were both benefits and drawbacks that Alex’s student life brought into his 

teaching. Drawbacks included not having sufficient time or energy that he used to have 

to fully invest into teaching. He admitted, “I'm looking at ways where I can actually 

make it easier for myself to teach” (interview, post-semester, spring, 2016, 1:39:59). In 
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addition, he would be so buried in his own assignments that he was “ . . . not grading it 

[student’s assignment] in time in a useful manner for students for their feedback” 

(interview, post-semester, spring, 2016, 1:40:25). Simultaneously, going back to school 

brought him some benefits. First, he became more knowledgeable about current 

research approaches. Furthermore, he felt his writing ability was improving as he had 

hoped. He explained that he was able to “reference things correctly . . . [and] help the 

students when it comes to their writing” (interview, post-semester, spring, 2016, 

1:40:58). Juggling his life as a full-time instructor and a Ph.D. student was not easy, but 

it was an important decision he made to overcome his lack of ability and his 

discouraging experience as a learner. 

 

Conclusion 

Alex’s characteristics of growth are reflected in two areas: reframing his 

conceptions and problem-solving. One is in his way of incorporating new ideas and 

shaping them according to his context in a flexible manner. Initially, he did not believe 

in the effect of an English-only policy, based on his experience at Japanese high 

schools. However, he realized that it was contextual factors that prevented the policy 

from serving its main purpose when he saw one small university that successfully 

implemented this policy. The university did this by requiring all the faculty members to 

use only English with students both inside and outside the classrooms. After 

experiencing the positive outcome this policy had brought to students’ learning, Alex 
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implemented this policy in all his classes at Oka University. However, he did not simply 

transfer the policy from one context to another. 

Alex considered students’ proficiency levels to ensure that the policy benefitted 

all the students. In addition, Alex examined the nature of the course and determined 

how strictly he applied the policy. For example, the two courses I observed were 

different in terms of the number of students, the purpose of the course, and how 

frequently and long they met. He determined that a four-skills-based course, which had 

approximately 30 students and met three times a week for one academic year, would 

benefit more from this policy. Therefore, he created a culture within his classroom 

where this policy was strictly applied and followed by all the students. His open-minded 

attitude to accepting and adapting new teaching ideas sensitively and flexibility 

according to contextual factors supports his development. First, this ability to 

understand contextual factors is considered essential for expert teaching (Richards, 

2010). Moreover, his manner in readjusting and reframing his conceptions about 

teaching is integral to developing expertise (Tsui, 2003). 

The other characteristic that indicated Alex’s growth is related to the nature of 

his problem-solving, during which he focused on fundamentals rather than surfaces of 

problems. Two examples demonstrate this characteristic. The first example concerns the 

process he went through to build a study preparation course. Without any explicit 

guidance or assistance from the university, he took the initiative to create the course on 

his own. Although he could have simply selected one of the published textbooks that is 
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designed to help students prepare for study abroad, he chose to tackle central issues 

related to students studying abroad at this university. 

Alex began this process by investigating what was needed to be covered in the 

course by creating needs assessments and distributing the assessment form to students 

who came back from study abroad. Based on his analysis of the results, he chose two 

main topics to focus on in addition to skills that he felt his students needed to learn 

about before studying abroad. Then he created and continued to revise a course packet, 

which included both content and linguistic aspects related to study abroad in addition to 

activities and projects that facilitated the learning process. He chose to examine one 

aspect of this course as a dissertation topic to evaluate the effect of his lessons for 

further improvement. Alex focused on fundamental elements and multiple perspectives 

to effectively create and teach this course rather than simply teaching the course based 

on its title. 

The other example of Alex’s problem-solving, is related to how he 

acknowledged and confronted his own limitations as a developing professional. When 

justifying reasons for starting his Ph.D. studies despite his busy schedule as a full-time 

teacher and a father of two young children, he gave two reasons. One was his previous 

experience as a learner. Instead of being constrained by his negative experience with his 

first advisor in Australia, he chose to face the challenge again by pursuing a higher 

degree with an advisor who had a high reputation among students. The other concerned 

improving his research and writing skills. He confessed that one of the reasons why he 

felt unprepared to apply for a tenured position was due to his lack of research and 
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writing skills. In order to overcome this drawback, he put himself in an environment 

where he forced himself to research and write constantly. Consequently, he gained more 

knowledge about researching and confidence in assisting students’ writing. Alex’s 

attempt to expand his confidence by taking necessary and appropriate actions, in an 

agentive and intentional way to overcome their weaknesses is also reported by other 

expertise researchers (Bereiter & Scardamalia, 1993). 

 

Conclusion 

Several common characteristics among the four participants indicate their 

processes of development. First, all of them engaged in the act of problem-solving. 

Second, the contexts they were working in at the time of my data collection provided 

them with an environment in which they had support for furthering their growth. Third, 

factors that they had developed internally pushed them to work beyond their limit. 

Finally, I argue that what underpinned their development was that they acted from a 

sense of agency. 

One aspect that was common to all the participants was their manner of solving 

problems. The participants addressed problems that directly influenced teaching. 

Moreover, they dealt with problems in a flexible manner. In addition, the nature of 

problems that they focused on became more complex as they gained experience. For 

example, Alex demonstrated his ability to find issues related to class design and 

materials by creating and developing a study abroad preparation course. Rather than 

simply teaching the course according to a textbook about study abroad, he followed a 
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more complicated process. Similarly, Asako found it problematic to simply follow the 

policy that Koyo University implemented in a writing course. The main focus of the 

course was to help students learn how to express their ideas through translation tasks. 

However, she believed that teaching the process of writing and paragraph structures was 

essential to assist her students in gaining skills to express their own ideas. In order to fill 

the gap between the department’s policy and her own philosophy, she took the initiative 

to select a textbook that minimized the class time devoted to translation exercises. 

The trajectory Walt and Keith took over the years of their careers indicated that 

the nature of their problem-solving developed as they gained more meaningful 

experiences. Because Walt started his teaching career without previous teaching 

experience or qualifications, he continued to tackle issues that were beyond his 

competence. These included learning how to utilize and evaluate in-house materials, 

adapting to new contexts that differed in class sizes and students’ proficiency, and 

designing and sharing materials and lesson ideas with other teachers. Consequently, he 

not only established his teaching philosophy in this process, but also expanded his 

competence to develop materials and his confidence as an independent teacher. Keith’s 

development was reflected in his approach to solving problems. He first learned the 

importance of applying his formal knowledge in his teaching practice. Then he 

continued to seek and solve problems that different contexts presented him. The first 

problem was a lack of coordination in materials use among teachers. He attempted to 

overcome this issue by fostering more communication among teachers. The solution he 

sought at the next university was more complicated because he focused on building a 
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curriculum rather than simply choosing the same course book in order to create and run 

a successful coordinated program. Finally, at the university where he was working full 

time when I was collecting data, he was in charge of one course. His responsibilities 

involved developing and refining the course content and making original materials that 

all students and teachers used in the course. His reflection on his previous experience of 

working with teachers with different teaching philosophies led him to allow some 

autonomy in materials development. 

In conclusion, all four teachers found and worked on problems in their work 

context that were not necessarily obvious to other teachers. Tsui (2003) also found this 

characteristic demonstrated by a participant she identified as an expert in her case 

studies and called this notion, “problematizing the problematic” (p. 267). Tsui found 

that whereas her expert participant continued to find problems in well-established 

routines, such as lesson planning, one participant whom Tsui described as an 

experienced nonexpert did not engage in a critical reflection on such aspects. 

Consequently, when problems arose, the nonexpert teacher blamed external factors, 

such as students and materials, instead of working toward a solution. All four 

participants I studied continued to find issues that were not necessarily viewed as 

problems by all teachers, and tackled them, such as by revising materials and providing 

new ideas for an existing curriculum. 

Another characteristic related to these participants’ development accords with 

the concept of reinvestment of mental resources and progressive problem-solving 

(Bereiter & Scardamalia, 1993). As demonstrated by Walt, the nature of the problems 
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he focused on changed as he gained more experience solving different issues. This 

change occurred because as he gained learning experiences, more mental resources 

were freed by his learning, which he then used to focus on new issues. For example, 

when he made a transition from teaching small classes at a conversation school to 

teaching bigger classes at a university, most of his mental resources were occupied by 

issues such as classroom management. However, after gaining more experience in this 

context, some space was created in his mental resources for him to start tackling new 

and more complicated challenges, such as working with individual students within the 

large class depending on their proficiency or personality. As Walt took advantage of 

newly created space in his mental resources, he continued to address more complex 

problems. This characteristic, in which experts seek new and important problems as 

they gain experience, is what differentiates them from experiences nonexperts, who use 

extra resources to make their job easier, such as figuring out how to make a better 

teaching schedule (Bereiter & Scardamalia, 1993). 

Additionally, Keith engaged in progressive problem solving, in which he dealt 

with the complexities of creating and developing coordinated programs. Bereiter and 

Scardamalia (1993) distinguished two types of progressive problem solving based on 

the kind of problem someone focuses on with the mental resources. They claimed that it 

is in the act of solving the constitutive problems of a domain, those that are crucial to 

improving the fundamentals of a field, that expertise can develop. Whereas experienced 

non-experts may use the freed up mental resources to reduce the task of teaching, 

experts focus on fundamental aspects of issues in the teaching profession. Keith’s 
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manner of continuously refining his skills and approach to developing curricula 

demonstrates his engagement with progressive problem solving. 

The second aspect concerned the positive influence of the contexts that the four 

participants worked in. Contexts played a role in enhancing their development because 

they provided the participants with opportunities to engage in acts of problem-solving. 

Contextual factors included the flexibility and responsibility that they were provided 

with by their institutions in addition to support that they received from colleagues or 

supervisors. For example, Keith and Alex, who were teaching full time at the time of 

data collection, were given a responsibility that extended beyond their classrooms. Both 

of them were in charge of developing and managing a course and creating all the 

materials for other teachers to use. 

On the other hand, despite the fact that the responsibilities that Walt and Asako 

had outside their classroom as part-time teachers were minimal, they found a sense of 

autonomy and flexibility in their contexts. For example, Asako’s recommendation of a 

textbook was approved at Koyo University, and she was able make a choice to put more 

emphasis on writing in a reading and writing class at Port University. Similarly, Walt 

found that the flexibility that the curriculum at Oka University provided was positive 

and offered his input for improving the curriculum and ideas for presentation projects. 

Many part-time teachers devote their time and energy to teaching a large number of 

classes because their salary is dependent on the quantity rather than the quality of 

classes they teach. However, Asako and Walt took advantage of autonomy and 

flexibility given in their contexts to improve the quality of their own teaching and the 
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programs they were in. The extent of responsibility and flexibility that was given in 

each context differed among the four participants. However, all the participants took 

advantage of a sense of agency they found in different contexts, and this agency helped 

them solve issues that they encountered. 

In addition to agency, having colleagues and supervisors who assisted the 

participants’ development contributed to their development. For example, Asako, Walt, 

and Alex referred to their experiences of discussing with other teachers about their 

classes. Asako not only chose a textbook to recommend to other teachers of a similar 

view but also ensured that her approach to teaching writing was similar to theirs to 

justify her teaching objectively. Walt and Alex also discussed how they sought advice 

from their colleagues who had more experience than they did in a particular context. 

Finally, Keith discussed how those who worked with him played a significant role in 

assisting his growth. For example, he easily implemented ideas he had just learned in 

his Master’s course into his teaching because of the support and understanding that his 

supervisor, who was also his professor, offered him. Additionally, the positive influence 

that one of his colleagues had on him in the process of developing a curriculum at Oka 

University was integral to his work. This colleague gave him an opportunity to engage 

in critical reflection, which he utilized to refine the curriculum and materials. 

Additionally, he discussed the positive influence of his supervisor at Asahi Women’s 

University, who was detail-oriented and would point out mistakes. It is clear that 

contexts play a vital role in facilitating participants’ growth. It is a combination of 
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autonomy, responsibility, and support the participants received within particular 

contexts that allowed their active engagement with problem-solving. 

A third aspect is related to several factors that forced these teachers to work at 

the edge of their competence, a central characteristic of expertise. The first factor is 

related to finding a better job. Both Keith and Alex were teaching full time at the time 

of data collection. Keith was on a limited contract where he could only teach for four 

years in his workplace. Even though Alex was on an unlimited contract and could 

continue to renew his contract until his retirement age, both Alex and Keith felt they 

needed to get a job that provided them with more security or salary. This motivation to 

find a better job, which served as a drive for them to work on tasks that would 

distinguish them from other teachers. Keith established his knowledge and skill in 

creating a curriculum and courses, and Alex took a step toward overcoming his 

limitations as a researcher and writer. 

On the other hand, Asako and Walt were influenced by other factors that 

encouraged them to work at the edge of their competence. In the case of Asako, it was 

her conception about being professional, which was established based on her experience 

with one of her mentors in the United States. This conception, which consisted of 

putting priority on students, influenced her decision to mainly teach writing. She also 

returned students’ work on time with a great deal of feedback despite the sacrifices she 

made as a consequence. Walt, on the other hand, focused on other activities outside 

teaching. His pursuits in hiking and writing allowed him to take a break from teaching, 

and this in return provided him with a sense of appreciation and passion for teaching as 
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well as balance in his life. The positive attitude for teaching and the balance he had 

allowed him to work beyond what was expected of him as a part-time teacher and seek 

problems that were important to facilitate learning. 

Despite these differences among participants, it was their enthusiasm to help 

students that served a vital role in facilitating their development. As seen in the example 

of Asako, who almost cried when she saw the joy in a student’s eyes after making 

progress in writing, other participants also all shared the excitement they felt toward 

seeing their positive impact on students. Alex found rewarding the remarks that his 

former students made expressing their gratitude for his teaching and the positive 

influence he had on them, such as the improved TOEIC scores. Walt and Keith 

explained they found joy in helping students in two ways. One was related to their 

positive impact on students’ language learning. The other was affecting students’ 

personal lives in a positive way. Keith discussed how he often talked to his students 

about choosing a career path and explained he liked teaching in a university because he 

can work with students who are at a turning point in their life as young adults. Walt 

shared a similar view where he discussed the impact he can make in student academic 

and personal lives. Their drive to do better as a teacher resulted from the pleasure they 

found in serving students and feeling a positive effect that was reflected in changes in 

students’ attitude or voices. 

Finally, their development was fostered in their act of exercising agency through 

problem-solving, working in a particular context, and helping students. Though the 

level of agency that all four teachers had varied ranging from developing a curriculum 
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to proposing a textbook, these teachers all exercised a sense of agency. Problem-solving 

the participants engaged in was achieved because of the combination of personal 

capacities and teaching contexts they were in. The participants had an ability to find and 

solve problems. However, they were also in contexts that allowed them to exercise 

agency. Though the problems they focused on differed, the participants all had a strong 

motivation to serve students and the agency to choose which problems to focus on and 

how to solve them. The process of progressive problem solving supported by strong 

drive and agency in return facilitated their development. 
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CHAPTER 5 

PARTICIPANTS’ BELIEFS 

 

In this chapter, I discuss these teachers’ beliefs related to curricula, language 

learning, and goal setting for language related goals and beyond language related goals. 

First, I discuss the participants’ views about curricula. In particular, I describe what type 

of curricula that these participants believed essential to facilitate effective teaching and 

learning. Second, I explain the participants’ views about purposes of language learning. 

Identifying their beliefs about why students need to learn English as a foreign language 

is needed in order to understand their goal settings and practices. Finally, I describe 

their goal setting. The participants set instructional goals based on their knowledge of 

curricula. Moreover, they attempted to teach skills other than instructional goals based 

on their knowledge of learners. 

 

Participants’ Views about Curricula and Language Learning 

In this section, I describe how the teacher participants perceived curricula and 

language learning. Participants’ discussions about curricula indicated that the curricula 

functioned as principal components to facilitate systematic teaching and learning. The 

participants used curricula as guidelines to develop their lessons. However, they also 

believed that curricula should provide them with autonomy. They perceived that 

autonomy within curricula played a crucial role in exercising their agency, which 

allowed them to choose how to help students achieve curricular goals. Furthermore, I 
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describe the participants’ perceptions of purposes of language learning. Most 

importantly, they believed in the idea that language learning was not an end goal. 

Instead, they believed that language learning expanded students’ opportunities in life. 

The opportunities included enhancing students’ abilities to communicate their ideas 

with others and to learn other content areas to deepen their knowledge. 

 

Foreign Language Curricula 

I describe here factors that the participants considered necessary in a curriculum. 

Their idea of a good curriculum was influenced by their experiences in various teaching 

contexts where they developed their own teaching approaches. For them, it was 

essential that a curriculum not interfere but instead help them to exercise their expertise. 

 

Systematic teaching and learning. All participants shared the view that a 

coordinated curriculum in which goals and objectives are clearly defined enhances 

effective learning and teaching. They believed that coordinated curricula would allow 

them to make a clear connection between their classes and other teachers’ classes, and 

that this kind of systematic teaching would maximize the effectiveness of students’ 

learning. This view was influenced by the teachers’ previous experiences in various 

teaching contexts. For example, uncoordinated curricula that participants previously had 

taught under often created problems and interfered with their teaching. As I described in 

the previous chapter, the first university where Keith taught in Japan only provided 

teachers with generic goals. This generic curriculum created a situation where other 
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teachers who taught a different course from Keith were sometimes using the same 

material as he was. This consequently forced him to redesign the course and materials. 

Asako also faced an issue in her semester-long writing course at Koyo 

University that did not provide her with any concrete guidelines about goals of the 

course except that students would learn to express their ideas in English. Therefore, it 

was up to the five writing instructors who taught this introductory writing course to 

decide how to approach teaching writing individually. She said that she knew that two 

of the other teachers who shared a similar view of teaching were teaching students how 

to logically organize a paragraph. She said this: 「これが書けないとダメなんだよね

ってある種のその共通認識は持っていると思ってるんですけどね。」“we have 

this kind of shared understanding of ‘this is what students should know how to write’” 

(interview, Week 3, fall, 21:30). However, she did not think the other two writing 

teachers taught paragraph writing, because she had students joining her class in the 

middle of academic year who did not know paragraph writing at all. 

When the data collection took place in the second semester in 2016, half of the 

class consisted of students who were continuing to take Asako’s class, and the other half 

was those who had taken the same course from different instructors in the previous 

semester. Her continuing students had been mainly studying how to write a paragraph, 

which was the focus of her class in the first semester. However, Asako did not know 

much about what the students from the other classes knew about writing because of the 

lack of course coordination across classes. This lack of shared knowledge caused a gap 

in knowledge between the new and old group of students. 
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In fact, Asako realized that some students who joined the course from the 

second semester did not know what an outline was during one lesson I observed during 

the third week. In the beginning of the class, she explained that students needed to start 

working on an opinion paper and submit it in a month. Then she gave a brief 

explanation in Japanese about what a paragraph looks like by using a metaphor of a 

sandwich. She explained that an introduction and a conclusion is the bread, and the 

body paragraph is what goes in the middle, such as ham and tomatoes. Then she 

instructed students to start brainstorming ideas for a topic and make an outline based on 

their brainstorming (field notes, Week 3, fall, 2016). She explained that coming up with 

a topic was one of the most difficult tasks for her students. Therefore, she told students 

two things to overcome this issue. One was not to use an eraser and the other was not to 

use a dictionary. In fact, she told students not to use an eraser during the brainstorming 

activity for this reason:「あれ消してる作業の時に、全部消えるじゃないですか、

考えていること。」 “(students tend to) forget everything they are thinking about 

while engaging in the act of erasing” (interview, Week 3, fall, 2016, 28:52). She 

explained that this was something her professor taught her in the United States and what 

she still did as a writer. She also explained why students should not use a dictionary at 

this stage:「アイデアだけば出せばいいんだから、『絵でも中国語でもいいんだ

って』って言って。」 “all they need to do is to come up with ideas. I tell them ‘you 

can use pictures or Chinese’ [in this process]” (interview, Week 3, fall, 2016, 34:38). 

Asako instructed students to raise their hand as soon as they finished making an 

outline and explaining their outline. After five minutes into the activity, one male 
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student told Asako that he did not know what an outline was, so she explained it to him 

individually by going over to his side (video recording, Week 3, fall, 2016, 53:42). She 

continued to walk around the classroom to check students’ progress while the students 

were working individually. Fifteen minutes after she gave the initial instruction, she 

directed students’ attention to her. Then in front of the class, she explained how to make 

an outline by writing down key concepts on a blackboard, such as writing a topic 

sentence at the top, followed by reason 1, example in Japanese, reason 2, and example 

in Japanese. She also put “conclude” in Japanese and “general point” in parentheses in 

Japanese next to reason 1. She used an example of why children should be home by 6 

pm while giving three reasons to support her argument, such as it gets dangerous, it gets 

cold outside, which causes them to catch a cold, and it interferes with their bedtime if 

they stay out until late at night (field notes, Week 3, fall, 2016). 

Asako reflected on this incident on two occasions during the interview I did with 

her right after the lesson and also the one I did after the semester ended. She said she 

overheard some students say that they did not know what an outline was after she 

instructed them to brainstorm and work on an outline. This prompted her to give a short 

lecture on the structure of an outline. She admitted:「そこは雑といえば雑。」 

“if some might call it sloppy, it is sloppy” (interview, post-semester, fall, 2016, 9:42). 

She initially gave only a brief explanation about an outline until she realized that some 

of the new students were confused about this process. However, because she had 

already discussed the concept of an outline and given a handout about it in the first 
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semester, she did not want to repeat herself again. She explained that she should have 

given a handout that she had already given old students about how to make an outline. 

As this example shows, the discrepancies between the same writing classes 

interfered with her teaching. There were mainly two groups of students in one class that 

Asako needed to adjust her teaching to, students who had already been exposed to 

writing an outline, and others who might or might not have had knowledge about 

creating an outline. This situation made it problematic for her to simply continue to 

build upon what one group of students who had already taken her class for a semester 

knew about writing. At the same time, the new group of students also faced a problem. 

In this situation, they were not given sufficient instructions and time to understand 

concepts that were integral to completing tasks. 

When I asked Asako what kind of writing course she would design if given 

freedom, she responded that she would make it into a year-long course, so she could 

teach the same students for a year rather than having new students join in the middle of 

academic year. Additionally, she explained the importance of organizing classes in a 

more systematic manner. One of the reasons she provided to justify why she taught 

paragraph writing supports this point. First, she learned how important it was to write 

by logically organizing ideas in a paragraph. The other was to help students make a 

smooth transition from her writing course to another writing course that they would take 

next. Students were expected to take another writing course, and some of the teachers 

who taught the course had expressed their expectations to her personally that students 

should know how to write a paragraph by the time they enroll in their course. She 
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explained that in order to help students learn the language more effectively, the program 

should do this:「連携させるなり、もっとオーガナイズしてあのうやるなりしな

いと、何のこっちゃわからんまま終わってしまう違うかなって気はする。」 

“make it [a curriculum] more coordinated, if it is not more organized, I feel (students) 

finish a semester not knowing what they really learned” (interview, post-semester, fall, 

2016, 45:15). Her view that curricula should be organized systematically was partly 

reflected in the fact that she continued to struggle to teach students who learned 

different aspects of writing from different teachers and that she had knowledge about 

what students would learn next. 

A coordinated curriculum was also important to Alex. The program he worked 

in at the time of data collection was in the process of revising the curriculum so that it 

would become more coordinated. When asked about his position about making the 

curriculum more coordinated in regard to setting up common goals, he explained: 

I think we need to have a minimum set of goals, and so that's what I am aiming 

for, to implement a minimum set of criteria that students should be able to 

achieve by the time they are finished. So they should be able to write a 

paragraph, they should be able to do a listening activity, and understand to this 

level of comprehension, they should understand what a phoneme is, and basic 

phonetics. 

- interview, post-semester, fall, 2016, 1:17:52 

Alex also believed that the benefit of coordinated curricula was to facilitate effective 

teaching and learning. By setting shared goals across courses, teachers and students 
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would clearly understand how to reach the goals of the course. It would also allow a 

smooth transition from one course to another and maximize their learning. 

Similar to the other three participants, Walt also shared his preference for a 

coordinated program. Walt, who was teaching at four universities at the time of data 

collection, compared all the programs and explained that he preferred the curriculum in 

the International Department at Oka University because it was coordinated. However, 

another department he had previously taught in at the same university also provided him 

with a coordinated curriculum. When asked to compare the two programs, he explained 

the fundamental difference between the two programs lay in the flexibility within the 

curriculum. The other department provided him with everything related to teaching, 

such as grading criteria, materials, and even lesson plans that all teachers needed to 

follow in the same order. On the other hand, the International Department only gave 

teachers goals and objectives for the course in addition to the same books and grading 

criteria to rely on. Therefore, it was up to teachers how they structured their teaching to 

help students reach course goals. Walt considered this level of coordination to be 

positive, especially because “the way we go about using those materials is completely 

up to us, it gives us enough freedom to use our own teaching philosophy of our own 

interest to teach the students” (interview, pre-semester, fall, 2015, 39:52). When asked 

why he preferred this flexibility in a curriculum, he used the metaphor of being an artist: 

It is kind of like being an artist. If you are an artist, you have lots of different 

mediums that you can use: you can paint it in water color, or in oil, you can 

make a sculpture, but in the end, it’s all art. But the way you go about kind of 



 

 215 

making that art is different depending on your own interest. I feel like teaching 

is the same way. At the end of the day, it is just a classroom, and the students are 

getting a grade as an end product, but how students go about earning the grade is 

different depending on a teacher’s kind of approach. 

- interview, pre-semester, fall, 2015, 40:29 

This example illustrates an aspect of Walt’s view about curricula. Walt knew that 

systematic teaching was facilitated by a coordinated curriculum. However, he believed 

that to be able to exercise a sense of agency in achieving these goals and objectives was 

integral to his teaching. This balance between exercising agency and coordinating with 

other teachers is what other participants also considered to be a necessary aspect of 

teaching. I discuss more about how the participants viewed agency in the next section. 

 

Exercising agency. It was not only Walt, but also other participants indicated 

that having a sense of agency in pursuing their own approaches to teaching within a 

systematic program was important. Alex, who was in the process of revising a 

curriculum, explained that there were various opinions about the curriculum among his 

colleagues. He explained his opinion about ideal curricula by stating, “I don’t want it to 

be too closely coordinated. I like the flexibility. I like being able to put in my own 

activities and being able to teach it because every teacher has different strengths and 

weaknesses” (interview, post-semester, fall 2016, 1:17:33). When asked to explain 

further about this idea of strengths and weaknesses, he responded as follows: 
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Every teacher has strengths and if you can get them to teach to their strengths, 

it’s beneficial to the students . . . at the end of the day, if every teacher has to 

teach the same thing, they’ll be teaching everything at a mediocre level [is] what 

I think and not quite with the same passion. So students will get that. So if the 

teacher does not have any passion, it’s hard for the students to become 

motivated about it. 

- interview, post-semester, fall, 2016, 1:18:25 

Asako also commented that one of the benefits of working at Koyo University was the 

fact that it gave her freedom in choosing how to teach the language, which made her 

feel trusted by the university. She also compared Koyo University to other universities 

she knew of in the same area and explained about these universities as this way: 「授業

に色々口出しする大学ってあるじゃないですか。そういうとこ行ったら多分私

こう自分のそのポリシーとのギャップで悩むなと思って。」 “(these universities) 

tell teachers what to do about classes, right? If I taught at such universities, I would 

probably be caught in a gap between my own philosophy (of teaching and theirs)” 

(interview, post-semester, fall, 2016, 1:25:08). She intentionally chose a working 

environment where she felt she could maximize her use of agency. 

Finally, Keith believed in the importance of agency based on his approach to 

developing a curriculum and courses I described in the previous chapter. First, he 

played an active role in building a curriculum at Oka University because he wanted to 

work in a program that reflected his beliefs about teaching. Second, he allowed 

flexibility in the course he was in charge of at Asahi Women’s University where he was 
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working full time at the time of data collection. Even though all the teachers who were 

teaching the course needed to use the materials he had created, he gave teachers some 

room to make their own decisions within the limitations. He justified his decision to 

provide flexibility in the following way: 

For a teacher, if you are just told "you must do this, you must do it this way," a 

lot of people will resist. Where we tend to be . . . teachers tend to be creative 

type people . . . they've been teaching different courses in different contexts and 

to be told that you have to do something in a certain way can be 

demotivating . . . wrong way around, it's fully coordinated but with some choice 

for the teachers some flexibility, some understanding that they might want to do 

things a different way. 

- interview, post-semester, spring, 2016, 51:02 

It is interesting to note here that agency is related to several concepts that positively 

influenced the participants’ teaching. First, Walt explained that agency would allow him 

to incorporate his own interests into his teaching. Alex perceived that agency would 

enhance the level of teachers’ passion for teaching, and as a consequence, it would 

positively affect students’ motivation to study the language. Asako related the concept 

of agency to the trust that the school or administrators had in her, which she considered 

to be one of the most crucial factors she used to choose her work place. Finally, Keith 

also shared this perspective when he indicated his trust and respect for teachers to 

reflect their philosophy in classes by providing teachers with flexibility in how they 

could use his materials. 
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Language Learning 

Participants’ belief that their responsibility as a language teacher went beyond merely 

teaching the language was an indication of their expertise. In fact, they all shared the 

perspective that the act of learning English itself was not an end goal, which was 

students’ mastery of the language. Instead, they believed that the ability to use English 

would provide students with opportunities and means to achieve other goals in life. 

Such goals were based on being able to communicate their ideas with others and 

furthering their understanding of other content areas. 

 

Learning to communicate. Asako, who herself and whose students from focus 

groups described her approach to teaching as ゆるい, (relaxed), indicated her view of 

what it means to learn a language by using a common metaphor. She used the word a 

tool to describe English, and she explained that her role as a language teacher was to 

teach students how to best utilize this tool. She compared her job as an English 

instructor to her husband’s job as a Chemistry professor. She said:「道具扱うだけじ

ゃない？道具の使い方を教えるわけでしょ。で私は専門のさあ、例えばこれを

知らないと国家試験に通りませんとか、そういうことを教えるわけじゃないの

で。」“I am teaching how to use a tool, right? And, I am not teaching things in 

specialized fields, like `If you don’t know this, you cannot pass a national 
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qualification`” (interview, post-semester, spring, 2016, 36:06). She defined her view of 

English and her role in this way: 

私は英語を常に道具やと思ってるんで、私は単に上手に道具が使える人

でその使い方を教えてあげれる人で…教えることを生業にしている人で

。だから専門研究とに関わるそのベースの部分を作ってあげればいいん

だと思っているから、きつくする必要はほとんどない。…嫌いになって

欲しくないってのがあるな…道具やねんから、使えればいいねんから。 

I always think of English as a tool. I am someone who is simply good at using 

the tool and . . . someone who makes a living out of teaching [how to use the 

tool]. So there is almost no necessity to be strict because I consider [my job to 

be helping students] to build a foundation that is related to their specialized 

research…and I don’t want them to hate English. It’s only a tool, and they just 

need to know how to use it. 

- interview, post-semester, spring, 2016, 36:50 

One of the main goals Asako had was to help students learn to use the tool, English, in 

order to express their ideas. She said this:「語学が喋れるっていうのは道具が使え

るっいうことでしょうなって…自分のそのこういうことを考えましたっていう

自分が主張できるわけで。」 “the ability to speak means you can use the tool . . . it 

allows you to tell others what you thought of” (interview, post-semester, spring, 2016, 

24:25). In particular, she believed that having the ability to write to communicate was 

important. She said, 「ペーパーを書いてとか、ちゃんとまともに自分の考えを書



 

 220 

いて相手に伝えて、なんぼのものじゃないですか…」“It’s only meaningful if you 

can write a paper or clearly communicate your ideas through writing” (interview, post-

semester, spring, 2016, 22:57). From these accounts, Asako believed that language 

learning becomes meaningful only when users apply their knowledge into practice. 

Asako perceived that her main role was to help students learn how to use English so that 

they could share their ideas by expressing themselves as accurately as possible. 

Similarly, Walt explained that one of the main goals of his writing class was 

related to helping students learn how to communicate with other people through writing. 

His goal was not only teaching students how to express ideas in an articulated manner in 

their second language, but also helping students realize the importance of shaping their 

own ideas and sharing them with others. Walt explained the importance of using 

English as a way to communicate with others. He hoped through writing practices that 

" . . . they [students] can start realizing the importance of having their own opinions 

about different topics and sharing those opinions with their friends and classmates” 

(interview, post-semester, fall, 2015, 23:59). In fact, Keith also shared the notion that 

being able to express ideas through English was important. Later in this chapter, I 

describe how Walt and Keith set this element as one of the goals in their courses and 

helped students achieve it. 

 

Learning for content. The other two teachers, Keith and Alex, discussed the 

importance of using English to further learning of other content areas. Whereas Asako 
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called English a tool, Alex called it a vehicle. He explained his view of language 

learning in the following way: 

. . . the language is the mechanism of the vehicle that is used to understand the 

content. The language is the vehicle that is used, and the content is the focus of 

the lesson but by doing that, they're actually learning the language. 

- interview, post-semester, spring, 2016, 34:21 

Alex’s approach to using English as a way to teach content areas was reflected in 

several ways. For example, the main objective in the study abroad preparation course 

was to help students learn about the country or a university they were going to live in 

and also about Japan. He explained the authenticity of language learning of this class 

was one of the best aspects of the class because students used English to gain necessary 

information about a topic. He explained it further in this way: 

It’s more communicative. I mean it is meant to be an English class, English 

language class, so the more they talk, the more they explore the language and 

negotiate the meaning of what they are doing, in a real authentic context then the 

better the learning . . . I don’t need to make it into anything contrived. 

- interview, Week 3, spring, 2016, 28:20 

Keith emphasized that his main role as an EFL teacher was to help students improve 

their English. However, he said that his goal of “improving students’ English is kind of 

too vague” (interview, post-semester, fall, 2015, 48:37) because he said, “you can be 

teaching English while also using [a] content,” (interview, post-semester, fall, 2015, 

48:28) and “there’s no such a thing as general English really” (interview, post-semester, 
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fall, 2015, 50:21). That was because every class included some kind of content, such as 

reading about a certain topic or even learning about grammar. He explained that it is 

important for English teachers to think about what type of English students need to 

learn, such as business or international issues and situations in which they would use 

English. Teachers can then finally choose an appropriate content area to cover in class 

in order to effectively assist students through English education. 

Keith’s experience in playing a vital role in creating two types of content-based 

courses as a curriculum coordinator at Oka University supports his view. The courses 

were offered mainly for junior and senior students who had completed skills-based 

courses during the first two years in the program. One was geared toward learning about 

business, and the other was studying various academic topics. He, along with other 

colleagues, chose these two areas based on the student population in the International 

Department at the university to reflect their interest and future goals, such as working in 

an international market or pursuing further education possibly overseas. Therefore, the 

former included activities, such as fieldwork or class visits by professionals in the field, 

and the latter focused on building research-related skills, such as writing research papers 

and learning about various kinds of data collection. 

The projects Keith was involved in at Oka University reflected his belief to 

allow students to gain skills that are helpful even beyond the language classroom, such 

as business, academic, and other situations. In fact, Keith felt English could be used as a 

tool to learn about the world. He explained it in this way: 
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we can teach whether it is life lessons, career guidance, gender issues or human 

rights . . . improve their lives, widen their minds about their world. I think 

language teaching is well suited to that because the content areas are often open 

or vague or the teacher has the freedom to choose the content areas. 

- interview, post-semester, fall, 2015, 49:39 

Like the other three participants, Keith also shared the perspective where his 

role as an English teacher was to provide students with a powerful tool that 

they could use to deepen their knowledge, which could then be used to make 

students’ lives more meaningful. 

 

Goal Setting 

In this section, I discuss two types of goals that the participants set for 

their students to achieve. One is related to instructional goals for language 

learning. The participants demonstrated their knowledge about curricula in the 

way they set up language related goals. The other concerns goals that went 

beyond language learning. The non-language related goal setting reflected their 

knowledge of learners. The teachers envisioned contexts in which their 

students might encounter in the future and chose skills that they considered 

necessary for their students to acquire. 

 

Language Related Goals 
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Of two types of goal setting involving language related and unrelated activities 

that participants engaged in, I first discuss goal setting, which was closely related to 

language learning. This was the main goal of the course, and was revealed in the 

teachers’ sophisticated manner of integrating both curriculum goals and other goals that 

they personally believed essential in developing students’ linguistic competence. Two 

main factors influenced the teachers’ goal setting related to language learning. 

 

Curriculum knowledge. The first factor was the curriculum that the 

participants worked under. The rigidness of the curriculum ranged among programs that 

they taught in. For example, Asako was given minimum course guidelines about goals 

at both universities compared to the three other participants. In fact, she was not given 

any explicit instructions about goals for her International News class at Port University. 

The curriculum for the writing course she taught at Koyo University provided her with 

only two goals. These goals were summarized in two sentences in a syllabus. One was 

to write basic English sentences accurately, and the other was to express ideas logically 

in simple sentences (writing syllabus, fall, 2016). 

Alex was also provided with goals that were rather vague. For example, the 

curriculum for a four-skills-based course had several goals, such as to build the ability 

to express ideas, to improve presentation skills and critical thinking skills, to build 

vocabulary and grammar skills, and to understand the modern world better (four-skills-

based curriculum, spring, 2016). The other course about study abroad, which Alex 

created and developed on his own, had more specific goals related to the course, such as 
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to gain knowledge about the target country by researching about local arts and wildlife 

and planning a trip and to predict problems and solutions for the problems (study abroad 

preparation course packet, spring, 2016). 

On the other hand, Keith and Walt, who taught in the International Department 

at Oka University, had a curriculum that clearly defined course objectives, target skills, 

and activities and/or projects. This curriculum was originally created by full-time 

teachers, including Keith, when the program began in 2010. Since then, mainly the full-

time teachers continued to make changes in the curriculum. The ER coordinator at the 

time of the data collection asked opinions from part-time teachers about the course and 

incorporated their ideas in the revising process. The part-time teachers included not only 

Walt but also Keith, who had changed his status at the university to that of a part-time 

teacher since 2015. 

The curriculum for the ER course that Keith and Walt both taught had specific 

objectives related to developing students’ reading fluency by indicating exactly how 

many words they needed to read per minute by the end of the semester. In addition, 

there were other goals, such as reaching a certain word count, developing skills to 

summarize a story, and guessing meanings of words from context. Suggested activities 

included SSR (sustained silent reading), discussion about their reading, and timed 

reading (ER curriculum, fall, 2015, 2016). 

Walt also taught a writing course in this program and was given three main 

frameworks to follow in his teaching by a course coordinator. The frameworks included 

teaching how to write an essay based on a certain genre of writing, such as pros and 
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cons, in addition to timed writing practice and blog writing for the purpose of fluency 

development (ER curriculum, fall, 2015). 

Regardless of course content, all the participants had knowledge about their 

curricula and integrated goals and objectives suggested in the curriculum into their 

teaching. For example, as I described in the previous chapter, Asako used translation 

tasks to teach writing at Koyo University as a part of class activity although she did not 

necessarily agree with the writing approach. Alex also focused mainly on teaching 

communication skills in his four-skills-based course by utilizing several different 

activities and projects that facilitated discussions among students. When asked to justify 

why he focused on one skill over the three other skills in his course, he explained that 

he made a decision based on three reasons. The first was to meet the goal of the 

curriculum. The second reason was based on the suggestion that his former supervisor 

made. Finally, it was because he believed that students lacked communicative 

competence (email correspondence, 6/3/18). 

Similarly, Keith and Walt followed what was suggested in the curriculum. 

During classroom observations I conducted of both of them, they used some, if not all, 

activities related to the curriculum in every lesson. For example, during eight 

observations I conducted over one academic year, Keith assigned timed reading in six 

lessons, reading circle related activities, which were a part of discussion activities, in 

five lessons, and SSR in three lessons (observation table, Keith). Walt also used timed 

reading and reading circle related activities on four occasions and SSR twice during five 

lessons I observed in his ER course (observation table, Walt). In his writing course, he 
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also used activities suggested in the curriculum by following the three main 

frameworks. During five classroom observations I made, he did academic genre writing 

activities in all lessons, blog writing activities four times, and timed writing three times 

(observation table, Walt). The evidence from the observations suggests that both 

participants centered their lessons around the curriculum. 

 

Above and beyond curricula. The teachers integrated their philosophies of 

language teaching into their classes without compromising the goals of the curricula. 

First of all, Alex, who was a coordinator for a study abroad preparation course, was able 

to incorporate his philosophy fully into the curriculum he created. Even for the other 

course I observed, since he was one of the members who was involved in the 

curriculum development, he was able to influence what went into the curriculum. 

Therefore, both curricula reflected his philosophy about teaching. 

In the previous chapter, I described how Asako was still able to incorporate her 

teaching approaches while meeting a department request to focus on translation tasks at 

Koyo University. She believed that process writing, which focused on paragraph writing 

instead of translation tasks, was more important to help students improve basic writing 

skills. Therefore, in order to teach both aspects of writing in each lesson, she chose a 

textbook with the help of two other writing teachers that was focused on translation 

tasks. This was done to minimize the class time that focused on translation tasks and to 

make time for paragraph writing, which she and other two teachers believed to be an 

essential aspect of teaching writing. 
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Asako assigned translation exercises from the book as homework and used the 

class time to go over answers. During four occasions when I observed her class, even 

before the class began, students were writing their translated sentences from Japanese to 

English on the blackboard in every class (field notes, Weeks 3, 6, 7, 12, fall, 2016). 

After all the translated sentences were put on the board, Asako would go over students’ 

answers and give feedback. The total amount of time spent on translation task related 

activities was between 45 minutes to an hour in each of the 90-minute-lessons I 

observed. She spent the rest of class time doing paragraph writing activities 

(observation table, Asako). The activities were designed to provide explanations about 

paragraph writing, allow students to work on their writing, or allow her to give 

individual feedback by going over work that they had submitted prior to the lesson. This 

demonstrates that while meeting expectations from the department, she still did not give 

up teaching what she truly believed was necessary for students to develop writing skills. 

Both Keith and Walt strongly emphasized activities that facilitated 

communication among students for reasons not directly related to the curriculum. 

Discussion was listed as one of the suggested activities in the curriculum along with 

activities, such as SSR and timed reading. However, data from interviews and class 

observations indicated that they both believed discussion-related activities, in which 

students were to utilize productive skills about reading, were one of the most important 

aspects of becoming a good reader. In fact, both of them centered their classes around 

activities in which students discussed stories they read as a class or individually. 
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One of the discussions students engaged in was reading circle activities. In this 

activity, students were expected to read an assigned chapter from a book or a story prior 

to class. Then, based on a role that they were designated, they completed a worksheet 

that was related to analyzing different aspects of the reading. Students who completed a 

different worksheet would then make a group and discuss the reading. The syllabus I 

collected from Walt had five reading circles scheduled, and the syllabi from Keith had 

four scheduled for the fall semester, 2015 and five for the spring semester, 2016. In fact, 

during eight observations I conducted of Keith, he spent between 50-80 minutes on 

reading circle activities on four occasions (observation table, Keith). Walt spent 

between 40-50 minutes on reading circle activities on two occasions during five lessons 

I observed (observation table, Walt). The evidence suggests that they regarded reading 

activities to be one of the most integral elements of their ER courses. 

Both participants also used other activities to facilitate discussions among 

students. For example, Walt gave students a chance to predict the content of a reading 

article together prior to timed reading and also discuss it after reading (field notes, 

Weeks 3, 9, fall, 2015). He also had students discuss their reading progress (field notes, 

Week 12, fall, 2015) and their favorite graded reader books they were reading outside 

the class (field notes, Week 13, fall, 2015). 

Keith also maximized opportunities for students to be creative. The opportunity 

to help students think creatively enhanced not only their opportunities to use the 

language, but also their deep engagement with the story. For example, in one of the 

lessons I observed, he asked students to pick a scene from the book they were reading 
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together and act it out with a partner. Students were first put in pairs and discussed 

setting, characters, and lines from a scene and finally how to act out the scene. Then 

they went in front of the class and acted out the scene (field notes, Week 9, fall, 2015). 

Even though the actual acting took only five minutes of the class, the preparation 

spanned over 35 minutes. This was an activity that both students from the focus group 

positively remembered. He said, that was because「アレンジも加えていい、ってこ

とだったので、ここもうちょっとこうしたら面白いんちゃうかなっみたいなん

も考えて…自分の要素も付け加えることによって、またそのシーンも印象に残

りやすくなったかなって、そんな感じがします。」“We were told that we can 

arrange the story, so we thought of ways to make it more interesting . . . by adding our 

own element, so the scene left a stronger impression I think” (FG, Toshi, 10:08). This 

comment illustrates that it was the process of creating a story through his 

communication with a partner that assisted Toshi’s impression of the story. 

Walt believed that communication was a necessary part of maximizing students’ 

learning opportunities because it would help them understand the story and have a 

shared experience. He explained how the sense of shared experience would enhance the 

level of students’ interest and appreciation for reading: 

When you read something and discuss it with someone who has also read the 

same thing . . . it helps to better understand the material that you are reading and 

you can share either common questions or common experiences or common 

feelings or common reactions with that material, so, [it] makes it more 

interesting for them. 
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- interview, Week 3, 2015, fall, 17:10 

In the pre-semester interview that I conducted prior to classroom observations, Walt 

compared two types of curriculum for ER courses that he had taught from in the 

program. The objectives for the original curriculum centered around assisting students 

to read a certain number of words mainly through SSR, in which students read silently 

for most if not all of the class time. In contrast, the revised curriculum included 

discussion as one of the suggested activities. When asked about his reaction to the 

revised curriculum, he responded, “I loved it, yeah, it’s a much better approach” 

(interview, pre-semester, fall, 2016, 55:27) in order to achieve one of his goals, which 

“was to get them [students] really interested in reading" (interview, pre-semester, fall, 

2016, 55:39). For example, he explained in the interview how reading circles gave 

students an authentic experience of a good reader: 

. . . because a lot of stories are really interesting, and you can tell that some of 

the students were really . . . deeply involved in stories as far as engaging with 

each other, in the class, asking each other really good questions, but also asking 

me questions . . . about why the author decided to do that, what’s [sic] meaning 

of this. I think that anytime you read something, and you are engaged with the 

reading, you always tend to ask those kinds of questions . . . there is no really 

right answer when you read, you know a good reader will be . . . having an 

imaginary conversation with the author . . . you are really getting into the story 

and into books, so I think by doing those reading circles, that really helped 

cement that idea into their heads. 
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- interview, pre-semester, fall, 2015, 55:46 

This quote demonstrates Walt’s idea about what good readers do. He considers a good 

reader as someone who enjoys having a dialogue with a story and an author. He wanted 

his students to have a similar experience as a good reader by using reading circles. 

When reflecting on the semester the classroom observations were conducted, 

Walt again discussed his goal to help students find joy in reading. He stated, “I wanted 

them to kind of to fall in love with reading, I don't think that was part of the curriculum, 

[but I wanted to] just get them to have a positive experience reading in English” 

(interview, post-semester, fall, 2016, 3:30). He explained further about his goal to teach 

students the value of reading, describing two aspects of reading in this way: 

. . . hopefully they walk out with a more positive experience of reading in a class 

because too many students that you talk to say "Oh I hate reading”. . . . If they 

are reading something interesting then they may be more likely to have a more 

positive view of reading and you know not only in L2 but also L1, maybe by 

this class, "Oh you know reading is actually important you know to understand 

the world". 

- interview, Week 8, fall, 2015, 21:02 

Comments from his ER student focus group indicates that this goal was achieved. When 

asked about the positive influence he had from Walt’s class, Ryo, who was a freshman 

at the time of data collection, explained that it was the amount of reading he did. He 

said, 
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本読む回数がめちゃ増えました。その英語だけじゃなく日本語も日本の

日本語の本もだいぶ増えて、ていううか高校の時の時に読まなさすぎて

年に１冊か２冊がまあ丁度いいだろう。でも大学の１学期にもう 10,10

冊ぐらいは…プライベート、そう授業以外の時でもまあ少しずつ読むよ

うになったかな。とうのは自分の中で変化はありました。 

I read a lot more often. Not only in English, but Japanese too, Japanese books in 

Japanese. Well, I didn’t read at all in high school. Maybe one or two books a 

year was the most I did. But I read about ten, ten books in the first semester of 

university. . . . I could feel the change inside of me, I started reading in my 

private time, even outside classrooms. 

- FG, Ryo, 23:18 

Nana shared a similar view. She explained that she bought a book as thick as Holes, 

while she was in Canada, which she stopped reading after reading 30 pages. She 

explained that she gave up reading the book because she got bored with the story. 

However, she said: 「それでもあの本を読み切れたってことはなんか若干自身に

はなった…宿題やったけどちゃんと読めるんやなっていう。」“The fact that I 

was able to finish the book [Holes] kind of gave me a sense of confidence . . . I felt I 

could finish reading even though it was homework” (FG, Nana, 24:27). Furthermore, 

both students agreed that they could not have done it alone. Nana felt it was mainly 

because of reading circles that she was able to finish the story. She said, 
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いやまあ、授業で絶対ここまで読んで来なさいっていうのもあるし、

それによってそのかだい、課題もあるから人に迷惑を掛ける訳にはい

かないからやっぱりね、やらなきゃいけないっていう使命感とでも読

んでたら面白いから話の内容もいいから、「あれ、これもう終わっち

ゃったんだな」って気づくことがあって、だから全然苦にならなかっ

たっていうのが一番多いかな。 

I was assigned pages that I needed to read as a part of class, and because of the 

assignment, I felt a sense of obligation to read and not cause other people 

trouble, you know, and as I continued to read, the content of the story was 

interesting, so sometimes I found myself thinking “I am already done 

[reading],” so I never suffered [from reading] at all. 

- FG, Nana, 24:54 

Walt’s main goal as an ER teacher was to guide students to become active readers who 

can deeply engage with reading and find a joy in reading. He facilitated this process by 

using reading circles, in which students learned how to best appreciate reading through 

sharing each other’s ideas and experiences. Although this element was not a curriculum 

goal, he still incorporated his belief by maximizing opportunities for students to discuss 

stories. As his comment indicates, teaching the value of interacting with a story was 

probably more important than simply making sure students read a certain number of 

words. In the process of teaching English, he hoped that students would learn to use 

their knowledge to communicate their opinions with others and find interest and value 

in reading, which they could continue doing even outside the classrooms. 
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Keith also believed communication was an integral aspect of the ER course for 

two reasons. First, like Walt, Keith believed communication would make the course 

more interesting. He explained his class by comparing it to other types of reading 

classes “where they [students] work individually and answer questions, I mean there's 

pluses to that but this [reading circles] is on the more human side of reading rather than 

the technical side” (interview, Week 3, fall, 2015, 39:25). Then he explained how 

reading is a social act in this way: 

Something like writing or reading becomes really boring if you take out the 

social element. That's why R2 [ER course] works well, that's why I like the 

reading circles. It brings the social element back into reading. Reading is much 

more fun if you talk about it. That's why people have book clubs. 

- interview, post-semester, spring, 2016, 1:24:24 

Keith explained how reading circles facilitated communication among students and 

helped them enjoy reading. For example, he described an incident that took place in a 

different class he taught in the previous period during the third week of the semester. 

This class followed the same schedule as the one I observed, so students had just started 

reading the novel Holes for reading circles. This story takes place in a vast land. One of 

the students shared her prediction during a discussion that the land had special power, 

although in the story, it does not have any power. He referred to this incident and said 

how that kind of comment would motivate not only herself but other students to read 

further to seek answers themselves. 
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Keith’s attempt to make reading interesting by using reading circles was well-

received by students. Mai remembered Keith telling students this: 「単純にその本と

か物語を読むのは楽しいよ」 “simply reading books or stories is fun” (FG, Mai, 

31:43). She continued to explain how reading circles helped her appreciate reading in 

English in this way: 

国語の授業でなんか「ここの登場人物の心情は？」とか考えたことあっ

たけど、あんまり英語での、英語の本でそこまでのレベルに達してなか

ったから、あのディスカッションをすることによって、なんかまあ英語

で物語を読むことの深さじゃないけど、そういう可能性みたいな、おも

しろさっていうのを知る事が出来たかなって。 

In my Japanese class, I used to think “How did the characters feel in this 

scene?,” but in English, I didn’t read at that level (to understand the character’s 

thoughts and feeling) with my English. But by doing a discussion, it’s not the 

depth of enjoying stories in English, but I think I learned it was possible, you 

know the joy [of enjoying the depth of stories]. 

- FG, Mai, 31:54 

By using reading circles, Keith communicated with his students about how they could 

appreciate reading in English in the same way they would in Japanese despite their level 

of proficiency. This would facilitate a process that students would continue to read for 

pleasure, which was the ultimate goal of ER. 
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Furthermore, Keith believed that communication was necessary to facilitate 

effective ER classes from a linguistic perspective. He explained that language learning 

should be balanced, such as between receptive and productive skills. He used a 

metaphor to describe his point by referring to one skill as a wheel. He said, “I see it as a 

wheel, there should be a balanced wheel. If you are focused on only one area, the wheel 

doesn't spin” (interview, Week 8, fall, 2015, 21:06). He explained this concept in detail 

by saying, “you need to have a balance between receptive and productive skills. . . . I 

don't believe in ever being able to read or write well if you just are passive, I think you 

need to engage both of that in terms of acquiring the language” (interview, Week 8, fall, 

2015, 19:45). 

In fact, Keith did not believe that one class should focus only on one skill, but a 

combination of skills. He said, “I think students should be listening and writing, or 

reading and writing, or reading and discussing” (interview, post-semester, spring, 2016, 

1:24:04) when referring to the curriculum at Oka University where classes were divided 

mainly by individual skills, such as writing, oral communication, and reading. In fact, 

he referred to his class where “This is not just a reading class. This is a part of a 

program where students should work on oral fluency as well” (interview, Week 9, 

spring 2016, 15:30). It is clear that he not only considered the goals of this course but 

the program holistically in his teaching. 

Finally, Walt’s approach to teaching writing underlines these participants’ 

approaches to setting up their own goals for language learning. When I asked him 

during the post-semester interview to reflect on the semester he had finished teaching, 
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he first discussed what he thought students had achieved according to the curriculum, 

such as, writing essays and paraphrasing. Then he described his own personal goals he 

had set up, which were not related to the curriculum: 

. . . it’s kind of my personal goal is just to get them familiar with the genre of 

academic writing. It's hard to make a perfect essay, I think it takes a lot of 

practice, it's not something you can just learn one time and you will be perfectly 

good at it. . . . I think it's showing them the process of how to create that is for 

me what seems to be the most important. 

- interview, post-semester, fall, 2015, 22:13 

Even though the curriculum for the course states that students should be able to write a 

research paper, Walt did not have this expectation from his students. Instead, what he 

hoped his students would learn from his class was the process of writing an academic 

paper. As I explained in the previous chapter, as an experienced writer, he himself knew 

that being able to master writing over a year was unrealistic. 

Instead of helping students write a perfect draft, Walt focused on teaching them 

all the steps they needed to take to write a good paper. There were two reasons. One 

was that he believed that learning how to become a good writer takes time and was not 

something that could be mastered in one semester, especially in English. The other was 

related to how learning the fundamental elements of writing would be helpful even 

when students write a report or essay in Japanese for other courses. Therefore, while 

helping students achieve one of the main objectives of the curriculum by helping them 
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write an academic essay in English, he still managed to put a priority on teaching what 

he considered more important, teaching all the fundamental elements of writing a paper. 

 

Beyond Language Related Goals 

In addition to facilitating students’ linguistic development, the participants also 

believed it was necessary to teach other life skills that would be helpful in various 

situations that students were likely to encounter in life. Alex explained how he 

considered that teaching these skills was his mission: 

Most of what I do is based on what they'll do when they leave the class. [I] Can 

only teach so much in the classroom, so nearly everything I do is done with the 

aim of when they leave the class, they'll have a set of skills that they'll be able to 

apply beyond the class . . . everything's done with what, what happens next. 

- interview, Week 11, spring, 2016, 11:45 

The following quote from Walt also indicates he considered that teaching skills 

other than English was one of his responsibilities. When discussing some Japanese 

professors who teach a large class and do not seem to care about whether students pay 

attention to their class or not, he said: 

I'm all about teaching English is important, but also teaching them life skills, 

you know, sometimes I need to scold my students and I say "you know if you 

did this kind of thing when you start working in a company in the future, you are 

gonna get fired because you can't do that kind of thing". You know. I don't know 
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if there's enough . . . students don't learn enough at university, they don't learn 

enough skills about how to survive in the world once they start working. 

- interview, pre-semester, fall, 2015, 1:28:22 

 

Envisioned contexts. There were several contexts that the participants 

envisioned that their students would be in, such as other courses, study abroad, and 

future workplaces. For example, Asako discussed a similar concept to one expressed by 

Walt, who hoped that knowledge that students gained from the process writing would 

transfer to other courses. As a writing teacher, she focused on teaching how to logically 

organize ideas by using a topic sentence and supporting sentences. She brought up one 

of her previous students who majored in Science at Koyo University during one of our 

interviews. This student told Asako that her reading speed increased after taking her 

writing class because s/he learned which elements to skip when reading English articles 

that were assigned in her science class. Although she admitted this kind of student was 

an exception, Asako said: 「あれはなんか一つ今年収穫があったとしたらそうい

う何だろう、感想をもらったことが収穫だったかもしれませんですけどね。」 

“Getting that feedback was one of the most rewarding experiences, if I had to choose 

one from this year” (interview, post-semester, fall, 2016, 40:38). It is evident from this 

quote that she hoped what she taught in her writing class could transfer to other courses. 

Another situation that the participants aimed to prepare students for was study 

abroad. In addition to Alex, who was teaching a preparation course for study abroad, 

both Keith and Asako often discussed how they hoped their classes would help students 
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prepare for study abroad. As I explained in the previous chapter, Asako’s belief in 

teaching paragraph writing was strongly influenced by her own study abroad 

experience. She described her struggle to compose academic writing in her second 

language and how she took private writing lessons for several months before starting 

her Master’s program in the United States. She reflected on her experience:「だから自

分もうん、それなりにお金も使ったし、それなりに苦労もしたし、だからそれ

を少しでも教えてはあげたい、ですけどね。」“I did spend money [on the extra 

private lessons] and struggled [to write English essays], so I would like to teach it even 

a little bit” (interview, Week 3, fall, 2016, 15:44). Her experience as an international 

student shaped her view of teaching writing, which was to construct writing by logically 

organizing ideas according to structures, such as using a topic sentence, supporting 

sentences, and concluding sentence (See Chapter 4, Pushing One’s Limitation—

Pursuing A Master’s degree in L2 for details). She designed her class based on her 

assumption or desire that some students might study abroad some day and taught what 

she thought students students know at a university in an English speaking country. 

Keith worked with students who were required to study abroad in the program at 

Oka University, and often justified his activities to students by saying that what they 

were doing in class was part of the preparation for study abroad. He explained how he 

tried to motivate his students by reminding them that a reading circle activity where 

students discussed a reading in groups was something similar to what they would do in 

actual classrooms in a university overseas: 

I find myself saying this a lot. "Next year when you are abroad or next semester 
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or down the hall, you are with international students, your teacher might just 

say, okay, that was the book you read for homework. Get together in a group 

and discuss.” What we are doing in this class is I'm taking them through the 

kinds of things you should discuss. The teacher is not going to say “okay, you 

are the summarizer [name of a role], okay, you are the word wizard [name of a 

role],” but these are the kinds of things you know you are supposed to do, if you 

are with a group of native speakers and they say “What did you think of the 

book?” “Oh, well. I really like this character” You are the character sketcher 

[name of a role], but you decide yourself that “That's what grabbed me.” So you 

know, try to appeal to [students]. 

- interview, post-semester, fall, 2015, 25:30 

Keith not only designed his class based on what skills and knowledge he considered 

important for students to have for study abroad, but also used it to justify his activities 

to enhance students’ motivation. 

Finally, the participants considered it was necessary to prepare students for a job 

market that they might enter upon graduation. Alex discussed how he hoped what he 

was teaching would help students with their future careers. He said, “I am hoping that 

they will be able to use English at a sufficient level that will help them in their everyday 

jobs, and I’m hoping that it’ll open up new job avenues for them” (interview, post-

semester, spring, 2016, 52:25). Participants considered were not only academic and 

linguistic skills that would be helpful in other courses, study abroad, and work places, 

but also other skills and attitudes that are essential in life. 
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Essential skills. The participants believed that there were several skills and 

attitudes that students needed to learn. These were related to helping students be more 

proactive, develop social skills, and become independent learners. 

Participants considered having a proactive attitude was important because they 

felt this was one of the skills that many of their students lacked. For example, Walt 

discussed his view of weakness that Japanese students had and how it might affect them 

in the future in this way: 

I think it's a very good skill that a lot of Japanese children [young people] don't 

really have. It's a good skill to have for the future if they start working for a 

company. It's better not to just sit back and wait for the boss to give you all the 

information. It's better to approach a boss and say “look, I just finished with this 

task. What do you want me to do next?" I think that makes a good impression 

on, you know, in the work environment. In Japan, too many people are 

submissive and reticent, kind of reactive rather than proactive. 

- interview, Week 8, fall, 2015, 11:51 

Asako also shared a similar perception of Japanese students who did not demonstrate 

their proactive approach toward tackling tasks. She had been teaching students at Koyo 

University since 2001 and saw changes among students over a decade. She explained 

that one of the major differences between students she had first taught there and 

students she was teaching in 2016 when the data collection took place was how the 

latter students relied on a teacher more: 
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今本当に与えられたものをこなせばそれでいいやって満足しているか

ら、自分で考えろって言われるのがすごい嫌。嫌っていうか怖いみたい

ですよ、今の子は。前ほど書きたいことを書いっていいってことを喜ば

なくなりました。なんでも言いよっていったら、えー？そんなことを言

われってもっていうんですよね。今の学生は。まあそこは随分変わった

なあ。って。思いますね、ほんと。 

Students now are really satisfied with simply completing whatever they are 

given, so they hate to be told to think on their own. I mean, it is not that they 

hate it, but they seem scared of it, kids these days. [Students now] do not feel 

excited about coming up with a topic for their writing. If I say, “Write about 

whatever,” our current students say “Huh? We wouldn’t know what to do”. I 

think that this element has changed so much, really. 

- interview, Week 6, fall, 2016, 18:25 

Asako believed it was necessary for students to demonstrate proactive attitudes. Her 

recollection of one incident that had taken place during the third lesson in the quarter at 

Port University demonstrated her belief that the ability to take initiative was important. 

In the interview I conducted after the lesson, she brought up an incident where one 

student took an initiative to communicate her answer with Asako. She did this by 

raising and pointing at her answer in an article for Asako to see without being 

instructed. This action was immediately followed by another male graduate student 

sitting right behind her (field notes, Week 3, fall, 2016). She described her feeling about 

the first student’s reaction in this way: 
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あれは最高。いやー、ああいう、どういうふうに答えてもらおうかまで

を考えてないんですよ。だから、ある程度あなた任せだとか、学生さん

任せなとこがあって、彼女はすごく、自分でも引っぱっていって、なん

か積極的に行こうという姿勢を最初から見せてくれる人なので、そこで

乗っかってるって感じなんですけれども、もうなんか、見せてくれたと

きに、すごい嬉しかったですね。私、めっちゃ嬉しそうな顔してたと思

います。で、そういう嬉しいとかっていうのは、隠さないように、隠し

たくないんで、結構モロに出ますね、全部。 

Yeah, that was the best. I didn’t even think about how they needed to answer the 

question. So I left it up to students. She is someone who takes initiatives, has 

shown me her active attitude from the beginning, so I leave it up to her, but 

when she showed me [her answer], I was very happy. I think I showed my super 

happy face. And, that kind of happy feeling I have, I do not want to hide it, so I 

show it, all of it. 

- interview, Week 3, spring, 2016, 13:35 

Asako further explained how she hoped to communicate her approval or confirmation 

for this action by showing her positive reaction. First, her happy face had a positive 

effect. She said: 「それによって彼女もすごい笑顔になったんですね… 

その後ろの院生の…後ろに座ってたのが。彼も、あっ、そうか、そうやればい

いのって、これ？って、」“. . . made her [the first student] smile . . . and the 

graduate student . . . sitting behind was like “Oh, okay, that’s how I do it” (interview, 
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Week 3, spring, 2016, 15:58). In fact, the video recording shows Asako smiling and 

giving a thumbs-up at the direction of the student who showed her the answer (video 

recording, Week 3, spring, 2016, 1:00:20). She described other students who did not 

react the same even after seeing both what these two students did and Asako’s positive 

reaction. She said, 「一歩置いてみんながどうするのかなっていうのを見てから

反応してるから。で、それと多分、正解じゃないといけないって思ってんねや

ろなあ、と。」“They react only after observing what others might do. And I think 

they probably think they have to get a correct answer” (interview, Week 3, spring, 2016, 

16:40). She clarified that sometimes no correct answers could be found when reading 

the newspaper because it depends on the perspective that readers take in interpreting it. 

Therefore, she believed students needed to justify their answers rather than to come up 

with one correct answer. Her comments on other students who did not show their 

answers indicated her belief that most students lack a sense of confidence to both 

believe in and share their answers. 

Keith also shared a similar view about encouraging students to become more 

proactive by providing them a sense of confidence. He described the weaknesses of his 

students and said, “I think these young people should practice being more active 

because in the real world whether it is a business context or social context, having 

confidence in yourself to speak up and express your opinion is, in generally, positive” 

(interview, Week 8, 2015, fall, 25:54). This comment illustrates his belief that the two 

factors of being confident and proactive were closely related. He attempted to promote 

these aspects through his teaching. 
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Comments from his students in a focus group demonstrate Keith’s effort to help 

students gain confidence to develop and share their own opinions with others through 

reading circles. Anna described what Keith said to her about sharing her opinions about 

stories they read in class. She said, 

なんか結構ねえ、「just imagine」って言われた記憶があるから…そうな

んか、こう「文章を探さないで、no no no. 」って。…「your opinion」っ

て言われて。「What do you think? 」とか。そういうの言われたから。だ

からあ、そう私はだからそう、自分の意見を持ってっていう、その文章

でこう書いてあるからどうこうじゃなくて、「あなたはどう思うの？自

分の意見をちゃんと言って」っという。 

I remember [him] saying “Just imagine” . . . he would be like “no, no, no. Don’t 

look for a sentence [that shows the correct answer]”. . . . I was told “your 

opinion” or things like “what do you think?” I was told those things. So I was, 

you know, it was not because of what was in the sentence or anything, it was 

like “What do you think? You should say your opinion.” 

- FG, Anna, 30:38 

Mai agreed with this idea. She said,「書かれてることから、どうそれを自分が考え

るかみたいなのは一通りじゃないから、その、この本読みました、で、まあ、

(アンナの本名)ちゃんはこう思う。とかなんだろう、人によってなんか解釈の

ちが、仕方は違うから、別にどれが正解とか間違えとかはないみたいなのを言

われたなあっていま思い出したなって。」“You know, there are multiple ways to 



 

 248 

interpret what’s written. So, we read this story, and Anna thinks this way. Or you know 

I just remembered now I was told [by Keith] that how people interpret is different, and 

there is no correct or wrong answer” (FG, Mai, 31:16). These comments suggest that 

Keith tried to teach students the importance of having their own opinions and sharing 

them with others by providing them with a sense of confidence by using stories that 

they read in class. 

The participants also hoped to help students develop interpersonal skills through 

their classes. Related to the previous aspect I discussed about building confidence, 

Keith explained the importance of students’ using their confidence to make decisions in 

life, including meeting others in various social settings. When asked what he hoped his 

students learned in his class, Keith responded as the following: 

I hope they learned to think for themselves in terms of what they want to do in 

life whether it's a career choice or social choice, feel they have enough 

confidence that they wanna talk to someone whether they are Japanese or 

American or French, that they feel you know and the language skill can be a part 

of that, I would like to them to feel the freedom to say "That person looks 

interesting. I wanna talk to them. I'm not afraid" whether they speak English or 

Japanese. So I think opening up the students’ minds and opening up their 

opportunities but also giving them the confidence to realize that it's their choice. 

- interview, post-semester, fall, 2015, 58:54 

Walt also shared this view, in which he hoped to help students make personal 

connections with each other. When Walt discussed a list of things he thought students 
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gained from his class, he said, “they learned about each other a lot, which I think is 

important so they got to know each other as classmates and possibly friends during the 

course of the year or the semester” (interview, post-semester, fall, 2015, 19:08). He also 

explained one of his personal goals for the class was to help students “have positive 

experiences in their school life, so as long as they do their work in class, I’m really 

happy . . . establishing friendships in the class I think is important, making friends with 

other classmates and going out and doing fun things. . . .” (interview, post-semester, 

fall, 2015, 6:15). 

Alex also discussed the significant impact that his class could have on students’ 

social lives. He described an incident in which he ran into his students from the 

previous year at a station one day. He learned then that the students were waiting for 

other former classmates from the same class because they were going out together. He 

referred to this event proudly, saying that “they create lifelong bonds in that class” 

(interview, pre-semester, spring, 2016, 32:20). In fact, he explained that one of the 

things he thought students gained from the class I observed was that “they now have 

lifelong friends, they've established friendships which will probably remain throughout 

their lives from having done that course” (interview, post-semester, spring, 2016, 

31:18). In the next chapter, I discuss more details about how the participants fostered 

these connections process and how they considered such connections to be an essential 

element for promoting a successful language class. The teachers’ ability to foster social 

interactions was one of the characteristics that the participants demonstrated. 
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I discuss how the participants hoped students would learn skills that could help 

them become independent learners. In particular, they emphasized the importance of 

teaching students how to be responsible for managing their own learning, and of 

providing students with positive experiences in their English classes. First, they 

discussed their views about having a sense of responsibility. For example, Asako said 

she did not like a system in which students were not given any autonomy, such as 

seating and answering questions. She explained further that she did not like a system in 

which some teachers would assign students a seat based on their family name in 

alphabetical order and ask them to share their answers by the seating order. She said,

「あれがね、嫌でしょうがないんですよ、私。大学生なのに、座る場所指定さ

れるのって嫌じゃない？…私、それが自分がされたら嫌やから、ダメなんです

よ。だからしない。」 “I really hate it. Wouldn’t you hate to be told where to sit as a 

university student?. . . . I would hate it if it was done to me, so I wouldn’t do it” 

(interview, pre-semester, spring, 2016, 1:45:04). So instead, she developed a system at 

Koyo University in which students who shared their homework answers on translation 

exercises in the beginning of the class could mark their participation on a roster she put 

in front of the class. She explained about this system in the following way: 

自分で管理しなさい、何回答えたか。１回も答えてなかったら、ヤバい

と自分で考えて、自分で。だから自己責任だよってすごく言うんですけ

ど。先生が当てると、自己責任じゃなくないですか？ 

They need to manage how many times they answered. If you have not shared 

your answer even once, on your own, you should think that is not good. So I tell 
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them you are responsible for yourself. If I ask them to answer, that is not being 

responsible for yourself. 

- interview, pre-semester, spring, 2016, 1:50:16 

By providing students some autonomy, Asako attempted to give students a sense of 

responsibility so that they could manage and monitor their participation in the class. 

Both Walt and Alex also discussed the importance of teaching students about 

responsibility. When Walt reflected on goals that he thought his students achieved, he 

commented that one of them was “time management, how to manage their time. You’ve 

gotta read all these words, how do you do it over a 14-week period, so that takes a little 

self-discipline and time management” (interview, post-semester, fall, 2015, 19:21). 

Time management skills would allow them to manage their reading progress to reach 

the reading goal he had established, because his students already had attained a high 

level of language proficiency. He facilitated this process by making students 

acknowledge their progress in relation to others. In addition to letting students discuss 

books they were reading, Walt also showed students their reading progress in a graph 

every week, so they could see their own reading progress in comparison to other 

classmates. He hoped that knowing where they are in relation to others would motivate 

them to read. He said, it was to 

. . . encourage them to use their time effectively . . . they [his students] have 

good English skills, but I don't know how well they are, how good they are with 

their time management. So I'm really trying to, by putting up those scores every 

week, I'm really trying to push them into managing their time more wisely, not 



 

 252 

procrastinating you know either by the end of the semester or waiting until the 

very last minute. 

- interview, Week 3, fall, 2015, 24:55 

Walt also explained the importance of showing the progress that other students were 

making by saying, "Instead of [students] looking at it as like ‘oh this is something we 

have to do," [they can] look at it more like some friendly competition between other 

students in the class" (interview, Week 13, fall, 2015, 24:54). Two students from the 

focus group shared their experiences related to this point. Ryo commented: 「あっと、

あー。あの(Walt の本名)が毎週みんなの進行度を比較するやつは結構好きだ

な。」“I liked the thing (Walt’s real name) did to compare everyone’s progress every 

week” (FG, Ryo, 7:49). He continued and said, 「すごいまあ客観的に見れていいな

っと思う。多分人によっては『わー、私のいっちゃん遅い、わーいややわあ』

って思う人も多分いると思うんですけど。でもまあそのひとの為にもいい、い

いのかなっていうのは思いました。」“it was good that you could see it objectively. 

Maybe some people thought ‘Oh no, I am the slowest, no’, but I think that’s good for 

that person too” (FG, Ryo, 8:04). Walt’s manner of teaching students how to be 

responsible for their own reading progress by motivating them indicates his creativity. 

Alex also attempted to teach students how to be responsible for their learning by 

managing their time efficiently. In his four-skills-based course, he used a project, time 

audit, in which students kept track of their activities for a week. First, students made a 

prediction about how they would spend each day. Then, they recorded how much time 
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they actually spent on each activity for the week and shared their weekly activities with 

their classmates. He decided to implement this activity in his course based on this idea: 

. . . to get them to think about how they manage their time because I've noticed 

that a lot of them their priorities are all over the place, and that's fine as long as 

they understand what their priorities are, then but then they can look at how they 

are using their time, and then they can make adjustments. 

- interview, pre-semester, spring, 2016, 48:04 

Moreover, Alex gave his students assignments that required them to work outside of the 

classroom in order to teach them how to work independently. He envisioned study 

abroad or working in a company, and he said, “they [students] need to learn how to 

collaborate, how to use their time effectively, and that doesn't always happen inside 

work environments sometimes. We need to expand their working hours" (interview, 

Week 11, spring, 2016, 11:21). These participants considered teaching students how to 

become responsible learners who can manage their time and work on their own as 

essential skills. 

Finally, the participants believed that providing students with experiences that 

brought positive changes in their attitudes was essential. Alex described in an interview 

I conducted upon the completion of a semester what he thought his students learned: 

They no longer find it weird to drop into an English conversation with another 

student. They just do it. Hopefully . . . they are all motivated, that they've all 

found an enjoyment in English whether for different reasons . . . hopefully all of 

them actually enjoyed the course and now associate English with a positive 



 

 254 

emotional feeling . . . so that I hope it means that they'll continue with whatever 

they're doing . . . and hopefully, they've developed a lack of fear of trying new 

things because doing new things, like giving them those challenges, and being 

able to achieve them, hopefully that they'll continue with that sort of frame of 

mind. 

- interview, post-semester, spring, 2016, 30:09 

Similarly, Keith noted that how he judged whether he succeeded in his teaching or not 

depended on what happened to students after they took his course. He referred to an 

incident that took place the day before our post-semester interview when he ran into his 

former students. One student, who relied mostly on Japanese in his class, still continued 

to use Japanese with him. However, the other two students talked to him in English. He 

said that the former case represented his failure, and the latter case indicated his 

success. This example demonstrates an interesting aspect of his perception about 

success. Earlier, he discussed the importance of helping students build confidence. He 

stated in that comment that the mindset that he hoped to teach students was not 

explicitly related to the language, but instead to their attitude to initiating a conversation 

with someone. However, his comment about success and failure of his classes indicates 

that language was still an important aspect. I believe this comment, which seems to 

contradict his earlier comment, originates in the fact that he could not bring about a 

change in this student, who only spoke Japanese throughout his course and still 

continued to talk to him in Japanese. He was not able to observe any differences in her 

attitude toward using English, which he perceived to be a failed teaching experience. 
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Conclusion 

In conclusion, the four participants demonstrated mainly three aspects of their 

beliefs and knowledge related to curricula, language learning, and goal setting. First, 

their belief was built based on their extensive representation of knowledge about 

content, curricula, and learners. Second, it was their sophisticated manner in setting and 

helping students achieve both linguistic and other goals through their teaching. Finally, 

I discuss contextual factors, which influenced these teachers’ practices. 

First, the participants had deep knowledge related to content, which shaped their 

beliefs about different aspects of teaching. Their content knowledge that they indicated 

through their goal setting and view of language learning demonstrated that their 

knowledge was not limited to English only as a subject, but also as a medium to achieve 

other goals in life. For example, Asako used a metaphor to describe a language as a tool. 

Therefore, her perceived role as a teacher centered around teaching students how to use 

the tool effectively, such as expressing their ideas in writing. Similarly, Keith used a 

metaphor of wheels to describe his beliefs that the balance between output and input 

was necessary for successful language learning. This belief was based on his 

theoretically-based knowledge about fundamental principles of language learning. His 

belief also affected his teaching, in which he integrated four skills in his classes. 

Likewise, Walt shared his beliefs about the necessity of curriculum autonomy to 

achieve teacher agency in helping students reach instructional goals. Experts’ manner in 
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relying on metaphors to describe their work and roles is reported by previous 

researchers (Briscoe, 1991; Oxford, et al., 2014). 

The participants’ teacher beliefs affected their teaching. For example, Walt and 

Asako ensured that their students learned how to construct English writing based on 

their beliefs about essential aspects of writing. They did this by teaching paragraph 

structures and essay writing while meeting curricular goals. In addition, the participants 

set linguistic goals beyond curricula based on their beliefs about effective students 

learning. For example, Walt and Keith believed that communication played an integral 

role in their ER courses to enhance students’ motivation and appreciation for reading. 

They demonstrated their broad perspectives about the content area and they indicated 

that these affective attributes are central to becoming a good reader in actual practices. 

The participants also demonstrated sophisticated knowledge in which they not 

only incorporated goals for their course but also for other courses in the curriculum. 

First, they demonstrated their curriculum knowledge through setting and achieving 

language learning related goals specified in curricula. The way that they centered their 

teaching around established curriculum goals indicated their deep knowledge about the 

curriculum. Their curriculum knowledge extended to other courses, and it also 

influenced their goal setting. For example, one of the reasons why Asako decided to 

teach paragraph writing stemmed from her knowledge about the other writing course 

that students would take next. Rather than having a limited view about what she needed 

to teach in her course, she sought ways to help students make a smooth transition from 

her class to the next class. Keith also understood the importance of teaching other skills 
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besides ER in his ER class. His understanding resulted from his holistic knowledge 

about the curricula at Oka University, which offered other courses that focused on the 

three other skills. His manner in integrating other skills, especially communication, into 

his ER course through reading circle-related activities reflects his knowledge. 

Furthermore, the participants showed their in-depth knowledge of learners. In 

particular, their knowledge related to contexts in which students would use English and 

to students’ weaknesses influenced their goal setting. For example, both Alex and Walt 

predicted that students would struggle to manage their time to study outside the 

classroom. Their belief that time management was an important skill not only as a 

student but also as a worker in the future enabled them to set up activities to help 

students acknowledge their weaknesses and learn how to overcome this problem. 

Teachers’ beliefs regarding what students should learn beyond the target content is also 

reported in a previous study (Biesta, et al., 2015). The deep understanding of learners 

that these participants demonstrated in this study is also reported in other teaching 

expertise literature (e.g., Johnston & Goettsch, 2000; Turner-Bisset, 2012). In this 

regard, I discuss more in detail about what constituted their knowledge of learners and 

how they developed and utilized their knowledge in the next chapter. 

The second aspect related to helping students achieve goals was reflected in the 

participants’ manner in using their pedagogical content knowledge (Shulman, 1986). 

That is, they utilized their knowledge about content and pedagogy in actual teaching 

practices to help students achieve goals they established. Related to the previous idea 

about learners’ weakness in time management, Walt made students aware of their 
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reading progress in relation to other classmates so that they could learn how to manage 

their reading assignments efficiently. Alex also used a time audit activity to make 

students aware of their daily life in the hope that they would learn to use their time more 

effectively. Both participants found creative and proactive ways to teach skills that they 

believed necessary for their students rather than merely waiting for problematic 

situations to occur where students missed a deadline or where they had to lecture 

students on the importance of time management. 

Asako also created a system whereby students kept track of their participation 

on their own based on her knowledge of learners’ weaknesses. She hoped that this 

system would help students become more responsible for their participation in class. 

She also told students not to use an eraser or a dictionary when brainstorming because 

these tools would get in the way of brainstorming. She believed one of the biggest 

weaknesses of students was to come up with ideas and a topic for their writing based on 

her knowledge of learners. The interesting note here is that her method to help students 

overcome this weakness was strongly influenced by her own experience as a student 

and writer. In addition, her metaphor of a sandwich to explain a paragraph structure 

indicates her ability to take students’ perspectives in helping them understand 

unfamiliar concepts. 

Similarly, Keith demonstrated his pedagogical content knowledge, in which he 

used students’ perspectives to make decisions about his classroom. For example, the 

activity to act out a scene from a book created opportunities for students to deepen their 

learning through discussions and analyzing the scene in more detail. In addition, his 
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decision not to correct students’ predictions about the story was influenced by his 

understanding of what makes reading interesting. Finally, his act of encouraging 

students to find their own answers rather than continuously seeking answers in the book 

was based on his knowledge of learners in this context in which they often lacked 

confidence formulating their own opinions. He helped the students overcome this lack 

of confidence by making them realize that multiple interpretations of the story exist and 

by encouraging them to take risks. His manner in thinking about the subject from the 

students’ perspectives and helping them gain deeper understanding of the reading is a 

characteristic that was also reported in an L2 expertise study by Richards et al. (1995). 

Finally, I discuss several contextual factors that influenced participants’ 

teaching. The first factor is curricula. All the teachers perceived that coordinated 

curricula would enhance the effectiveness of teaching and learning because the 

coordinated curricula would provide them with necessary knowledge related to what 

students needed to learn in the target course and what they were to learn next. 

Therefore, coordinated curricula were essential aspects of their effective teaching. A 

second contextual factor is the importance of autonomy that the curricula provided. By 

accumulating experiences and knowledge over the years in their careers, the participants 

formulated their own goals and methods to achieve goals. In addition, the teachers’ 

decision to set goals was based on knowledge of learners that they had developed in 

their contexts. Therefore, it was the autonomy that participants utilized in the curricula 

that allowed them to reflect their beliefs and knowledge in their practices. Similarly, 

Elbaz (1981) emphasized the necessity to examine the relationship between 
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contributions of teachers and curricula based on “the view of the teacher as a central and 

autonomous figure within a deliberative, practical curriculum context” (p. 44). Her 

discussion indicates the significant role teachers’ agency plays in interpreting and 

carrying out instructional goals in curricula. Moreover, the sense of autonomy gave 

teachers not only enhanced interest in and passion for their teaching, but also trust and 

respect in their profession. 

In the next chapter, I explore how the participants’ beliefs about various aspects 

of teaching played out in action. Mainly, I describe three aspects of their teaching. One 

is related to how they developed and used materials, activities, projects, and 

assessments to facilitate effective teaching and learning. Second, I show how they built 

and utilized knowledge of learners. Finally, I discuss how they built a learning 

community, which maximized the effectiveness of learning. 
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CHAPTER 6 

PRACTICES OF EXPERTISE 

 

In this chapter, I describe two aspects of practices that the teacher participants 

demonstrated. One is related to their approach to creating and revising course content. 

Course content includes what the teachers used in their classes to facilitate students’ 

learning. Examples of course content are materials, activities, projects, and assessments. 

The participants used course content from textbooks and newspapers by sometimes 

adding modifications or by creating content on their own. Their use of course content 

reflected their knowledge about curricula and students. In addition, their manner in 

revising course content suggested that they were engaged in reflections that centered 

around students’ reactions and their own teaching efficiency. 

The other aspect of practices is related to knowledge of learners. The 

participants built and utilized this knowledge base by communicating with students and 

monitoring students. Their knowledge of learners was both individually and 

holistically-bounded: They not only exhibited their understanding about individual 

students, but also about a class as a whole. In addition, the participants took students’ 

perspectives based on their knowledge of the learners. They considered three aspects of 

students’ perspectives: emotional, cultural, and linguistic factors. Based on these 

perspectives, the participants created a community that helped to maximize the 

effectiveness of students’ learning. 
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Course Content 

Two aspects of course content are discussed, creating and revising course 

content. The participants incorporated their knowledge of curricula and their 

understanding of students in the process of selecting, creating, and using course content. 

Furthermore, the participants revised course content based on their reflections in the 

classroom. Observations of students’ reactions and their own experience with course 

content affected their reflections. I conclude this section by describing the approach one 

participant, Keith, generally took in revising course content. Revising course content 

was not an option for him. It was a part of his routines to continue to refine course 

content based on contextual factors, such as students and time. His descriptions about 

the revising process provide insights into how closely he observed students’ reactions. 

 

Creating Course Content 

One of the factors that influenced what the participant teachers did in class was 

related to materials, activities, projects, and assessments that they used. I label them as 

course content and describe how the teachers selected, developed, and used it to foster 

effective learning. First, I discuss factors that the participants considered when planning 

and preparing course content. Second, I describe the process they engaged in when 

creating or selecting course content. In particular, I focus on how they continued to 

refine their course content over time to make their teaching more efficient and to 

facilitate effective learning based on students’ perspectives. Preparing and revising 
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course content was an aspect they spent the most energy on for their teaching. Finally, I 

argue that every aspect of course content was connected to what these participants 

hoped to achieve through their classes, including their use of assessments. 

 

Meeting curriculum goals. Two main factors influenced the participants’ 

decisions regarding course content, namely curricula and students. First, I discuss one of 

the projects that Alex developed and implemented in one of the courses I observed. His 

use and development of this project reflected his attempt to achieve goals stated in the 

curriculum. There were several projects that he used in his four-skills-based course, 

such as time audit, which I described in the previous chapter, and his fractured fairytale 

project. He justified his reasons for using activities and projects in his class saying that 

they gave students a chance to “… apply what they’ve already learned” (interview, 

post-semester, spring, 2016, 1:15:02). Most of his projects followed a framework in 

which students researched about a topic, put their research findings together, and 

presented them to the class. Students were required to use four skills in the process, 

especially speaking, a skill that was one of the main purposes of the course. 

The purpose of the fractured fairy tale, which was the final project of the 

semester, was to help students incorporate and use what they had already learned 

throughout the year, such as presentation skills. This project had several steps, and Alex 

divided them into ten lessons (four-skills-based syllabus, spring, 2016). First, students 

in a group of four to five chose one famous fairytale and created a different ending to 

the original story by writing their own narrative. After that, they acted out the story with 
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a narration while video recording it. Finally, they edited the video and played it to their 

classmates. Students learned necessary skills and knowledge required to tackle each 

step in the process. There were several skills and types of knowledge that students had 

learned that they needed to utilize for this project. One was related to presentation skills, 

which was one of the goals stated in the curriculum. Alex had already spent almost one 

academic year teaching students several aspects of presentation skills as reflected in his 

comment that “That’d have been about the fifth time I’ve covered those points,” 

(interview, Week 3, spring, 2016, 00:09) including presentation techniques and 

structures (four-skills-based syllabus, spring, 2016). 

As Alex focused on achieving one of the curriculum goals by centering projects 

around presentations, he also implemented activities that would scaffold students’ 

learning toward a project. Before he explained the final project in a lesson I observed, 

he used activities from a textbook as scaffolding activities (field notes, Week 12, spring, 

2016; handout 1, Week 12, spring, 2016). One of the activities was listening, in which 

students made an inference about a character’s feeling. Then the students analyzed the 

techniques speakers used to communicate their feelings. He used these activities to both 

provide opportunities for students to practice several skills, which was the focus of the 

course, and to help students make the transition smoothly to the project. When 

discussing these activities, Alex said, “I do that activity for a couple of reasons. It kind 

of fits in with the four skills concept, so it's a listening, speaking, reading, writing 

activity. But more importantly it actually gives them skills which they can use toward 

their project, so it's something they can then take and use straight away” (interview, 
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Week 12, spring, 2016, 00:47). He attempted to encourage students to recycle what they 

had learned through projects through scaffolding activities. 

Furthermore, the project encouraged discussion among students, which was also 

one of the main focuses in the curriculum for the course. During the same lesson, 

students spent approximately half of the lesson on these two activities, which I 

described earlier. Following Alex’s explanation about the project, students were told to 

start choosing a story and making their own ending of the story until the end of the class 

(field notes, Week 12, spring, 2016). When I asked him to justify why he spent half of 

the lesson letting students discuss and plan their project, he explained as the following: 

. . . for a conversation-based class, what better way than having them talk about 

the creation of their video? It's a real thing . . . they're gonna come with a video 

next week, which we'll evaluate, but you know at the end of the day, who cares 

what the English content of their video is. It's nothing compared to the amount 

of discussion, and the you know, that wasn't the manipulation of language, 

right? That they are using it to construct the project, that's exactly where I want 

them to be. I want them to be completely engaged, talking in English about a 

real project, and that's what they are doing. So I was happy, I was actually happy 

to give the whole class time to do that and I'll give them all Friday [next lesson] 

to do that. 

- interview, Week 12, spring, 2016, 17:16 

This comment reveals another reason why Alex used projects. He believed that projects 

gave students an authentic experience of discussing together in the target language to 
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complete a task. The fractured fairytale activity effectively encouraged students to 

recycle what they had learned, such as presentation and discussion skills, while 

providing students with motivation to engage in their discussions. 

Finally, Alex’s use of fractured fairytales reflected his general use of 

assessment, which he considered to be also an essential component of language 

learning. His assessment criteria for four-skills-based courses were broken mainly into 

three parts: participation, (30%), project-related presentations (30%), and self-study 

related assignments (40%). Alex said, “I don’t do tests, so I use presentations as a way 

for them to demonstrate knowledge” (interview, post-semester, spring, 2016, 16:10). 

When discussing why he preferred presentations over tests, he said, 

It (a presentation) measures the language acquisition, it measures presentation 

skills, and it measures the actual content. And it’s a far better way of doing it 

than giving them a test because it gives them time to structure and actually 

practice it, and use it . . . (whereas with written tests,) they get it right, they get it 

wrong and, yeah you don't really find out how much they learned, and I . . . 

mean sometimes you learn a lot by trying to study for the test, but just as often, 

you know it goes in and comes out just as quickly. So the retention isn't that 

good. I want to give them an activity which results in in a deeper learning. 

- interview, post-semester, spring, 2016, 19:22 

This quote and the one I introduced previously about not caring about the English of the 

video support the belief that it was the process of preparing for the assessment that Alex 

valued more than the product. 
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The way that Walt used a quiz in his ER class indicates he also believed that an 

assessment would be used to enhance students’ understanding. In two of the lessons I 

observed during the 8th week and the 13th week, he gave a quiz in the beginning of the 

class for chapters that students had already read in the book, Holes. On both occasions 

when he gave a quiz, he told students to answer multiple choice questions in five 

minutes with a partner without referring to the novel. After he collected their quiz, he 

told students to find answers in the movie, which they watched after the quiz. As did 

Alex, Walt believed that it was in the act of negotiation that students had gone through 

with a partner that was more important than the score they received. He explained 

another benefit for the quiz as the following: 

I thought it (quiz) would also help them to think about the story a little bit more. 

If they were collaborating with their partner and actually talking like “I think the 

answer is A because of this," "No I think it's B". So this kind of helps them 

reinforce the story. And also, if the student didn't read the whole book so 

carefully, they can get a little bit of support from their classmate. 

- interview, Week 8, fall, 2015, 9:31 

Keith also used assessment to enhance students’ learning. For example, students gave a 

poster presentation during a lesson I observed in Week 12, fall, 2016, about one of the 

books they read outside the class. He divided the students into different groups and told 

a group of presenters to present for ten minutes on two occasions. He told other students 

to watch and answer a few questions about the presentation. Keith believed that by 

allowing students to give a presentation twice, he was able to maximize their learning. 
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Considering students’ perspectives. Keith’s approach to having students 

present twice in a small group was influenced by other aspects he considered, such as 

student perspectives. For example, he attempted to take pressure off the presenters and 

help the audience focus more on each presentation in this presentation style. He thought 

having multiple presenters at the same time was better he said, “because it's much more 

efficient use of time. I would hate just one student up there giving a presentation, you've 

got kids sleeping and you know the person up front is so full of, so nervous” (interview, 

Week 12, spring, 2016, 12:53). He explained that giving presenters two opportunities 

was preferable “because often they are better the second time around” (interview, Week 

12, spring, 2016, 10:12). Keith’s ability to create assessments that are student-centered 

is similar to what has been found in previous expertise research (Smith, 1999). 

Keith also described the perspective of the audience. He referred to the 

worksheet he gave the audience with boxes to fill out, and discussed a theory he and one 

of his colleagues came up with. He said, “just to get them focused, this is P [initial of 

the colleague’s name] and it’s ‘teach inside the box’ theory. Normally you hear ‘think 

outside the box’, but students focus really well when you give them a box to fill” 

(interview, Week 12, spring, 2016, 16:53). He explained that giving students a 

worksheet would draw their attention to the presentation much better. This worksheet 

was created based on his ability to take students’ perspectives. 

It was not only Keith, but also other participants, who incorporated students’ 

perspectives when they used course content. Walt used a movie about a book students 
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were reading to help them visualize the story and build confidence. In addition, he 

hoped that the movie would allow students to feel confidence, such as “Wow, I 

understand the story just because I read it in the book” (interview, Week 13, fall, 2015, 

15:58). Comments from a focus group verified the positive impact that the movie had 

on their reading. For example, Nana said, 「自分の本を読んでの理解度と、映像通

しての理解度をちゃんとマッチさせる」“(it) allowed me to match the gap between 

what I understood about the story based on reading my book and the one based on a 

visual image” (FG, Nana 29:57). Ryo agreed with her statement by saying:「うん。楽

しんでた。あ、で、ちゃんとイメージ通りやなっていう。でも逆に本の方が、

なん、なんやろはっきりしてたっていうか、細かいところが、あったなあいう

のが。」“I enjoyed it. I felt that it (the movie) was what I had imagined [from the 

book]. But in a way, the book was more clear, you know, there were more details” (FG, 

Ryo, 30:10). Students realized that condensing a 250-page-story into a 1.5-hour-movie 

would mean some scenes needed to be excluded. Ryo shared his opinion about the 

movie. He said,「映画化はちょっとやった再現度の限界が。」“There was a 

limitation in a movie in terms of how to recreate the story,” (FG, Ryo, 30:20), an 

opinion that Nana agreed with. Their comments illustrate Walt’s ability to find ways to 

help students deepen their understanding for not only the story but also the value of 

reading from students’ perspectives. 

Furthermore, Walt raised students’ interest through the movie and allowing 

them to make predictions about the story. He believed raising students’ interest was 

necessary. He said it was because "I think it's the key to, you know, having good 
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reading classes when you get readers hooked on the material, and they want to continue 

to keep reading" (interview, Week 3, fall, 2015, 15:12). He made students predict the 

story in groups (field notes, Week 3, fall, 2015) because he said, "I think by doing that, 

hopefully [it’ll] raise their interest in the story, so that when they read, they will be able 

to figure out if their prediction came true or not" (interview, Week 3, fall, 2015, 15:36). 

This activity is similar to what I described in the previous chapter about how Keith also 

allowed his students to predict the content of the story to enhance their motivation to 

continue to read the story. 

The manner in which Walt gave a quiz also indicated that he considered 

students’ perspectives related to students’ anxieties. He explained that the purpose of 

pairing students to work on a quiz was “. . . to take the pressure from them because it’s 

not like a normal assessment where it actually counts for a percentage of their grade” 

(interview, Week 8, fall, 2015, 9:05). Walt used the quizzes only to award students with 

word counts from the book, Holes. Therefore, Walt did not see the necessity of giving 

extra pressure to students, especially because the quizzes were low-stakes tests. His 

creative use of quizzes and a movie to reinforce understanding from students relieve 

students’ anxieties, allow students to learn from each other, and raise interest and 

confidence in reading. These choices of activities demonstrated his expertise. 

Finally, I describe aspects of students’ perspectives that Asako considered in the 

process of selecting course content, on which she claimed she spent most of her energy. 

She discussed several elements she considered for her International News class. For 

example, she included articles on a variety of topics, especially the ones she thought 
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students might find interesting or be unfamiliar with. She also believed it was important 

to be sensitive to students’ feelings as she expressed in this way: 

なんか、できるだけニュートラルな記事を選ぶようにしてるんですけ

ど、どうしても外交になると、例えば北朝鮮の話が出てくるとか、中国

の話が出てくるのは、まぁ当たり前なので、まぁそこは、なんていうの

かな。学生の構成を見てから、修正していくしかないので…こっちが使

っちゃうと、どうしてもみんなが読むので…やだなと思う人が出てくる

んだったら…個人として避けたい。なんか、自分がたぶん、なんだっけ

な。なんか、触れられたくない部分とかっていうのに触られるようなっ

ていうので、私は結構嫌なんだと思います。だから、自分がされて嫌だ

から、選びたくないっていう。 

I try to choose articles that are as neutral as possible, but when it comes to 

foreign diplomacy, for example a topic about North Korea, of course a topic 

related to China comes in, so you know, I have to look at the student population 

and make an adjustment. . . . If I choose and use an article, everyone will read it, 

and when the time comes to discuss it, personally I want to avoid a situation 

where there might be people who do not feel comfortable. If someone touches 

an issue where I would hate for it to be touched upon, and I think I would hate it 

very much. I would hate that done to me, so I would not choose (such articles). 

- interview, Week 3, spring, 2016, 11:55 
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This view demonstrates her attempt not only to consider students’ interests but also to 

avoid situations in which her students might feel uncomfortable in her class. 

 

Revising Course Content 

All the participants indicated that revising course content was an essential aspect 

of their teaching. They did this by critically reflecting on their experiences. For 

example, Alex, who was teaching the study abroad preparation course, explained about 

the revisions he continued to make on his course materials over the years. He described 

the process as the following. He said, “I write notes in the textbook, and then at the end 

of the semester, I can go back and just go through the textbook, and find it where it 

needs to be revised” (interview, Week 3, spring, 2016, 9:21). Because he had created a 

course packet two years before the data collection, he had made several revisions based 

on his reflection on problems, such as on observations of students’ reactions and 

questions raised by students during class. 

 

Students’ reactions. Other participants also reflected critically on their teaching 

and students’ reactions, leading them to revise course content, which was another sign 

of expertise. One incident demonstrated Asako’s critical evaluation of her materials at 

Port University. Right after the class began, she gave a quiz in which students were 

expected to summarize an article about Formula One, a famous auto race. She first 

explained a term used in the article, grid, a starting position in the race, before students 

began the quiz. About 15 minutes into the quiz, one student asked what Formula One 
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(F1) was. She explained what it was and told the students to focus on the headline 

because it would help them find the main idea of the article (field notes, Week 4, spring, 

2016). After collecting the students’ summaries, Asako explained more details about 

certain words and their function, such as mull, and how the word, even was used as a 

verb in a sentence. 

Immediately after I began an interview after this lesson, Asako brought up this 

incident by making a connection to another situation that had occurred a few years 

earlier. She explained that she gave students an article about baseball, but soon realized 

that some students did not know the rules about baseball. She questioned her selection 

of the F1 article:「なんで去年の…話を私は思い出さなかったんだろうなあ…F1, 

F1 ネタなんて読まないんだろうなってそこばっかり気がいってた。だから自分

の都合のいいように都合のいいように考えてたような気がする。」 “Why didn’t 

I remember this episode . . . last year?. . . . All I thought was how students would not 

read articles about F1. I think I was just thinking conveniently for myself” (interview, 

Week 4, spring, 2016, 20:59). She felt she selected the article because she thought 

students had not already read it on their own and because of her own interest for the 

topic instead of considering students’ schemata, which would help them read the article. 

As in this example, she would often engage in critical reflection on her teaching even 

without my prompting. 

Similarly, Keith discussed how his critical reflection on his teaching affected his 

course content. Subsequent to the year in which I conducted my first classroom 

observations, he was teaching the same ER course at Oka university using the novel, the 
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Giver, for reading circles. However, when I conducted an interview before the semester 

began, he explained he chose another novel, Holes, for the coming semester. Keith’s 

decision to change was mainly based on two reasons stemming from his critical 

reflection. One was that his observations of students’ reaction to and interaction with 

the book. He realized that students were not interested in the genre of The Giver, which 

was science fiction. Therefore, he chose Holes, which he had used previously as an ESL 

teacher in the United States because he thought the elements of comedy, adventure, and 

mystery in this book would be more interesting for his students. He said, “I’d rather go 

to an easier one because students did struggle with The Giver, and I remember it [Holes] 

being a little more fun and I think the students will enjoy it” (interview, pre-semester, 

fall, 2015, 55:37). He attempted to achieve one main goal he had set for himself, which 

was to help students enjoy reading, by changing the novel. 

The other issue was related to the language that students were exposed to in the 

book. He explained that The Giver uses “slightly odd words” (interview, pre-semester, 

fall, 2015, 52:57) that only native speakers or native-like readers would understand, 

such as special terms or concepts to describe the uniqueness of the society, which values 

sameness. For example, the book called stuffed animals comfort objects or newborns or 

infants, newchildren. 

While teaching the novel over a semester, Keith realized that understanding 

what these terms indicated was too difficult for his EFL students; even more, “it could 

have been having a negative effect on their idea of vocabulary” (interview, pre-

semester, fall, 2015, 53:06). Additionally, even though he provided explanations about 
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these terms in class, he did not think it was worthwhile for students to learn these terms 

that did not have any relevance outside the classrooms. His observations of students’ 

reactions and incorporation of students’ perspectives into his course content are 

illustrative of his ongoing efforts to continually reflect on and improve his classes. 

It was not only Keith but also other participants who considered students’ 

perspectives based on their knowledge of learners. Walt centered his decisions around 

students in the process of revising materials. The following quote describes his general 

approach to evaluating the quality of his activities based on students’ reactions. He said, 

. . . (I made a judgment based on) students’ reaction, like for example, if the 

activity was too difficult, the students would give up immediately, they need to 

put their head down or pull out their smartphone or they would kind of just shut 

down, and would just say “I don’t understand. I don’t understand.” So I think if 

you design an activity too difficult for their proficiency level, I think students 

tend to . . . shut down immediately. And if you design an activity that is too 

easy, they will do it very quickly and that’ll be kind of it. So I think it’s 

designing an activity not too difficult or not too easy is an important thing and 

also something they are interested in. 

- interview, pre-semester, fall, 2015, 31:28  

Like Keith, Walt also used reading circle activities, in which students read and 

discussed an assigned story. In order to facilitate discussions, five roles that focused on 

a different perspective were created, and worksheets for all the roles were provided by 

the course coordinator. When I collected the data in 2015, Walt was using those 



 

 276 

worksheets. However, since then he continued to revise the content and design of the 

worksheets to incorporate students’ perspectives. A month after the spring semester 

2018 had begun, Walt told me about changes that he had already made since my 

classroom observations ended and more changes he wanted to make. The next day, he 

sent me email that said that talking to me about the course motivated him to make those 

changes; he attached the newly revised worksheets. 

First, Walt made tasks challenging and meaningful for students based on his 

monitoring of students’ reactions. As soon as the semester began, he realized that given 

a chance, some students were unwilling to choose a role focusing on describing a 

character. Therefore, he changed the design of this worksheet a month into the semester 

(email correspondence, 5/20/18). Originally, students described two characters’ 

personalities by citing and copying certain passages for justification. However, he felt 

his students were proficient enough to describe personalities without their writing actual 

passages down. Therefore, he eliminated this part, so students simply cited a page in the 

revised version. 

In addition, Walt created questions requiring students to write down a few 

phrases that indicated characters’ appearances while citing a page. He added this aspect 

because students never got to visually see exactly what the characters looked like while 

reading the story. He explained, “if you visualize, it’s easier to understand stories,” 

(follow-up interview, 2018, 3:22) such as by paying attention to age differences that 

characters might have. He eliminated a more mechanical aspect and instead gave the 

higher levels a task that required them to think more deeply about the characters. 
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Similarly, Walt revised the worksheet for summarizing the story. Whereas the 

original worksheet instructed students to summarize the story into one paragraph, he 

changed it so that students only used keywords and phrases. He made this change 

because he felt students could give a summary by relying only on keywords. The 

change he made reflected his knowledge of learners. 

 

Teaching efficiency. Participants also revised course content to make their 

teaching more efficient. For example, Keith abandoned what he had already made, such 

as worksheets and quizzes because of his decision to change the main novel. He 

explained his reason for creating new materials for the course he taught only twice a 

week by saying, “I like to refine materials, but only if it’s something I think is worthy of 

that and I felt like I wasn’t that happy with the Giver. I’d rather do something fresh” 

(interview, pre-semester, fall, 2015, 54:41). He continued, “If I wasn't satisfied, I don't 

want to do the same exact thing, and I don't want to put the effort into trying to make 

the materials for the book that I was not interested in” (interview, pre-semester, fall 

2015, 56:15). That is, in part it was his interest in the material that motivated him to 

take on extra work. 

Even though using the materials that had been developed already seemed to 

reduce the amount of work Keith needed to put into teaching at hand, this would 

ultimately have burdened his teaching. His sense of dissatisfaction with materials would 

prevent him from teaching based on his ideas of an effective ER course. His ideas 

included providing students with positive experiences with reading and teaching 
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important vocabulary through reading. Thereby, he selected a new book and created 

new materials for the book, including worksheets for reading circles and quizzes, in 

order to make his teaching more effective and efficient. In this way, similar to 

characteristics of experts described in other studies (e.g., Sternberg & Horvath, 1995; 

Tsui, 2003), he reflected on his teaching, and continually made efforts to improve. 

Walt’s decisions to revise materials for reading circles was influenced not only 

by his attempt to incorporate students’ perspectives, but also to make his teaching more 

efficient. For example, he revised each worksheet from two sided to one sided by 

eliminating model dialogues that students could use when they shared their responses 

during reading circles. The explanations about roles and instructions about how to 

answer questions were shortened into two sentences. Walt explained that putting all the 

information onto one side of the worksheet enabled him to check and grade students’ 

work more easily. The other reason was related to his realization that his students who 

were placed in the highest level in the program did not need such detailed instructions 

or dialogues to guide their discussion. 

 

General approach to revising. I discuss Keith’s approach to revising course 

content based on his reflections because it represents the participants’ manner of 

revising course content. Keith explained that he usually used the same materials only 

three times. He explained his reason that “the first time is the trial, the second time I’ve 

tweaked or refined it, and I will do it maybe one more time” (interview, post-semester, 

fall 2015, 42:26). For example, similar to Walt, he continued to revise the worksheets 
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(See Appendix T for two versions of the worksheet) for reading circles. Prior to the first 

classroom observation, which took place in the third week of fall, 2015, he had already 

revised the worksheets once because he also felt that the work and cognitive load for 

different roles were unbalanced. Based on his reflection, he made the revision by 

combining elements of three roles into one or a single worksheet. 

The new worksheet was divided into two sections featuring a comprehension 

section and an analysis of the story. Keith included a theme-based question into the 

second section because he learned that themes were often used to deepen students’ 

understanding in high school reading classes in the United States. In addition, he 

eliminated certain roles, such as discussing characters, because unlike the previous 

semester in which students read different short stories, students were only reading one 

novel in the target semester that had a limited number of characters. When reflecting on 

the use of the new worksheet, Keith explained that he felt the discussion was more 

balanced and dynamic. Furthermore, he checked his students’ reactions by directly 

querying them after they completed their first discussion: “I said, ‘What did you think 

of this?’, and I mentally timed how quickly students nod…and if someone would do a 

very quick nod, that usually means they liked it” (interview, Week 3, fall, 2015, 8:14). 

However, Keith had made another revision to the worksheet by the following 

observed lesson, which took place five weeks later. Originally, he numbered each task 

or question. In his revision, he deleted the number for each task and instead added a 

number only next to each of the two sections. This change was made so that students 
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would focus on discussing their comprehension of the story before moving on to 

analyzing the story in depth. 

This change was made based on Keith’s reflection on his teaching. He noticed 

during class that the first draft of the worksheet facilitated a discussion where each 

student simply shared an answer from the beginning to the end. In order to ensure that 

students understood the reading by first focusing on the comprehension aspect before 

moving on to the next section about analysis, he took out a number of questions and 

instead added only one for the first section, and two for the second section. He did this 

to move the discussion ahead more smoothly without his interventions. 

Despite the process that Keith went through to develop and refine his materials, 

he also explained that he did not use the same materials more than three times. He 

described his feeling of looking at materials he had previously made, saying “I’ll go 

back and look at them, and laugh, I’m like ‘Oh, I wouldn’t do that anymore,’ you know, 

I’ve kind of moved beyond that” (interview, pre-semester, fall, 2015, 32:46). There 

were mainly two reasons why he did not continue to recycle his materials. 

The first reason was related to adapting to contextual factors, such as time and 

the population of students. As a limited term contract teacher, Keith worked in each 

university only for a few years before moving to another university. He felt the need to 

create new materials that were appropriate for students who were at different 

proficiency levels and had different goals and interests for studying English. He said, 

“there’s no solution to language learning that will just work for everybody all the time.” 

He continued, "I think you have to look at the students and see, does this match who 



 

 281 

they are? There are always slight differences" (interview, pre-semester, fall, 2015, 

33:39). His approach to materials development was based on the needs of particular 

groups of students, and he appreciated that students’ needs were continually evolving. 

He needed to adapt to those needs in order to be satisfied with his teaching. 

The other reason was related to Keith’s view about change. He said, “My 

philosophy about education. The world is changing, right? Students are changing, 

language is changing, topics are changing, you know so if you are not changing then 

you are going backwards because other things are moving forwards" (interview, post-

semester, fall, 2015, 43:49). He continued, “I think it would be pretty boring if we just 

keep doing the same thing again and again and if the teacher’s bored, then that’s not 

working" (interview, pre-semester, fall, 2015, 34:02). His strategy to maintain interest 

in teaching by seeking new and better ways to improve his performance instead of 

relying on routines is what Bereiter and Scardamalia (1993) described as one of the 

characteristics of experts. 

In conclusion, the participants’ knowledge about teaching English, curricula, 

and learners that the participants had developed in their specific contexts and also from 

general EFL teaching experience fostered this process of creating and revising course 

content. Specifically, the participants incorporated students’ perspectives when creating 

and selecting course materials. They did this to ease students’ anxiety and make 

students comfortable in a classroom, which they believed essential for learning. In 

addition, revisions that course content had gone through demonstrated participants’ 

critical reflection on their teaching based on students’ reactions and outcome that course 
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content had brought out in students’ learning. The emphasis is again that their decisions 

centered around students and their learning. This circular process of planning, creating, 

and refining materials, activities, and projects that these participants engaged in through 

reflection is what is been reported in other L2 expertise research (Farrell, 2013; Tsui, 

2003). In addition, the abilities that the teachers exhibited to create and revise course 

content appropriately to a particular group of students concur with what Ennis (1994) 

labeled as curricular expertise. In the next section I discuss further how they were able 

to develop their knowledge of learners, which they used to understand students’ 

perspectives. I also explain how they used this perspective to bring out the best learning 

outcomes of the students. 

 

Knowledge of Learners 

In this section, I describe how the participants built and used knowledge of 

learners. In order to build knowledge of learners, the participants closely monitored 

individual students and class dynamics. Moreover, the participants learned about their 

students and their ideas by communicating with them. Communication was integral to 

build trusting relationships with students, which were necessary to help students achieve 

instructional goals and enhance their motivation to learn. Communication also helped 

them understand students’ perspectives. 

In fact, the participants effectively used their knowledge of learners by taking 

students’ perspectives. Factors that influenced their perspectives of students included 

emotional, cultural, and linguistic ones. Finally, the participants created a learning 
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community based on their knowledge of learners, and this community served an 

essential role in facilitating effective learning. 

 

Building and Utilizing Knowledge of Learners 

The participants continually built knowledge of learners and utilized this 

knowledge to maximize the effectiveness of their teaching and students’ learning. Their 

knowledge allowed them to provide necessary assistance to individual students and 

establish a trusting relationship with them. As we will see, this is consistent with 

practices that have been observed in studies on teaching expertise (Hattie, 2003; 

Johnston & Goettsch, 2000; Turner-Bisset, 2012). 

 

Monitoring individual students. First, these teachers monitored students and 

student interactions with each other to deepen their knowledge of learners. For example, 

they paid attention to students’ facial expressions and responses, which helped them to 

evaluate and adapt their teaching. The participants provided several reasons for closely 

monitoring individual students. First, as I described in the previous section, they 

monitored students’ reactions to evaluate their course content and revise it. Second, they 

monitored students to ascertain their understanding and progress so they could offer 

necessary help. 

One incident demonstrated how Walt gained knowledge about students’ 

common mistakes and provided appropriate assistance. In the writing lesson that I 

observed, Walt instructed students to start writing a paper on a computer based on an 
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outline that students had submitted and that Walt had checked. Fifteen minutes after he 

gave his instruction, he got up and walked around the computer lab to check students’ 

progress. Then he told all the students that sometimes it is easier to start writing from 

the second paragraph (video recording, Week 8, fall, 2015, 34:58). When reflecting on 

this incident, Walt said he noticed that some students were struggling to write the first 

sentence. Therefore, he gave advice to the whole class to start from the body paragraph 

rather than the introduction. Some of the students did follow his advice by writing from 

the body paragraph. Walt continued to check students’ work and sometimes talked to 

individual students, such as suggesting one of the students to include a date of 

submission in a paper and complimenting on the information that another student 

included in his paper (field notes, Week 8, fall, 2015). When asked about one of the 

most vital roles he played as a writing teacher, he said, “I am there for assistance if they 

have questions or things that they don’t understand. I can’t really force them to write. I 

can only lead them into that” (interview, Week 8, fall, 2015, 39:24). He did this by 

checking their outline first, observing what students were doing, and offering help to 

individual students as needed. 

Asako also demonstrated her expertise in monitoring students closely and 

helping them based on her observations of them. During the lesson I observed in the 

fourth week at Port University, she lectured on how to divide the body section in a 

newspaper article into different parts. Then, she told students to look at one article and 

divide the body section into four parts. She walked around the classroom while students 

were working on this task. Five minutes after she gave her instruction, one student 
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shared her answer, which other students agreed with, which they indicated through a 

nod. Asako then wrote down the answer on the blackboard. Then suddenly, she 

commented:「（学生）がこっちを見ない。」“(one student) does not look at me” so 

she asked this student to share his answer. He shared his answer, which was different 

from the answer written on the board. Then she asked the first student who showed the 

answer and the student whose name was called why they divided up the paragraphs the 

way they did. When they justified their answers, she explained that there was no correct 

answer, and how paragraphs can be divided depended on the perspective of a reader or a 

writer. In this way, she confirmed that his interpretation of how to divide up the body 

section was also plausible (video recording, Week 4, spring, 2016, 1:18:34). 

It was Asako’s monitoring of students’ reactions that facilitated her action. 

When asked about the incident described above, Asako explained that she called the 

student’s name right after one student had shared her answer. She explained the reason 

this way:「あの時ね、怪訝な顔をしてたの、彼が。うんっていう時に、下向い

て、あの子わかりやすい子で、あのう下向いて反応しようっていう。」 “At 

that time, he looked puzzled. When it was supposed to be time to agree, he looked 

down. He is easy to understand, he responded by looking down” (interview, Week 4, 

spring, 2016, 27:29). Then she described how other students reacted when the first 

answer was shared. For example, she heard two students indicate their agreement 

verbally. She knew another student was not ready to share her answer because she 

noticed while walking around the classroom that this student had read the article only 

half way through and then started working on the next week’s homework. She called the 
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student’s name and asked him to share his answer because she knew he had finished the 

reading based on what he had written on the handout. Therefore, when he looked down 

as the answer was shared, she knew that his answer was different. She also knew that he 

would not have shared his answer unless he was asked to do so, based on his reaction. 

In other words, by closely paying attention to how individual students responded 

verbally and nonverbally, she attempted to understand how students were feeling and 

what kind of feedback she needed to offer. A similar attribute has been reported in 

another study by Johnston and Goettsch (2000), who described the high quality of 

knowledge of learners that four experienced grammar teachers demonstrated. 

Comments that students made in a focus group in Keith’s course support 

students’ perception that teachers’ monitoring of students was important. They 

described how Keith would offer help just as they got stuck in trying to come up with 

an answer. Anna explained an incident when she and her group members were 

struggling to understand the metaphor of a white rose symbolized in a story. She said: 

「なんか先生がなんかこうずっと煮つまってたんだけど、先生がなんか例えば

だけど、そのスマホで画像とか見してくれて、あのうこの白いブーケってさ

あ、こういうことだよね、白薔薇ってさ、こういうのだよねっとかってヒント

出してくれる。」“we were stuck, and a teacher, for example showed us an image on 

his smartphone, you know, he would give us a hint like ‘this white bouquet, this is what 

it looks like, white roses look like this, right?’” (FG, Anna, 19:54). Yuri agreed by 

saying this.「みんなで煮つまって来たら、いつもなんか言ってくれる。これは

どう思う？みたいな。」 “every time we were stuck, he would always say something 
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like ‘what do you think about this?” (FG, Yuri, 20:14). Anna explained further by 

describing the process in this way: 

本当に必要な時っていうか煮つまって来たなっていうのを、先生の方が

察してくれて、そこになんかこう歩み寄ってくれる感じはする。なんか

こう自分たちがちょっと煮つまって来て、あ、「なんか大丈夫？」って

聞いて、うーんっていうなんかリアクションをしたら、「そこやってる

の？いまどこやってるの？」って言って、「この辺ですってちょっと分

からないです。」って言ったら、答えを全部言い切るんじゃなくて、あ

のう、先生のなんかこう実生活だったりとかもからめたり、あのう、話

のさあ、あのない、内容とかで１９６０年台っとか。 

I feel like when we really need help or are stuck, he would sense it, and he 

would come to us. When we are stuck, [he asked] “are you okay?” and I would 

show a reaction that shows I am not sure, he would ask questions like “Is that 

what you are working on? Which part are you working on?” and if I say “This is 

the part where I don't understand,” he would not give me an answer completely, 

but he would give us a hint by making a connection to his personal life or based 

on the content of the story, like during the 1960s [when the story takes place].  

- FG, Anna, 25:36 

Anna described how his help gave her group a sense of satisfaction and motivation for 

the activity by saying, 
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先生が「That's right」とか言ってて、「よっしゃー」みたいな感じにな

るから。なんかそれで、あーっすっきりしたーみたいな。なんかこう煮

つまったまんまでどうなんやろうっていってうやむやのまま終わらない

で、すっきりして終われるから。なんかもうそれで一気にみんなテンシ

ョンがあがって、「はい、じゃあ次がんばろ」っみたいなかんじの、あ

のう、そういう風な感じにもなるかなって。 

The teacher would say things like, ‘that’s right’ [to their response], and [we feel 

like] “Yes,” you know. So [we] feel better [knowing the answer] rather than 

being stuck and finishing our discussion not fully understanding it. We can 

finish feeling satisfied. And I feel like everyone’s motivation quickly goes up 

because of that, and we feel like “let’s work on the next one”. 

- FG, Anna, 20:45 

In fact, the video recordings of his classes show that Keith was constantly walking 

around the classroom and listening to students while they were discussing in groups 

(video recording, Weeks 8 and 9, fall, 2016). Often he joined a group whenever it was 

quiet to give them a hint. Then the group that was quiet would begin talking (video 

recording, Week 9, fall, 2016, 1:01:07). It was similar in the case of the incident that 

Anna had described. The video recording shows that her group was quiet during a 

discussion. Then Keith came over and said, “How’s it going?” One of the students in 

the group asked about white roses, which were used in the story. Then he asked a 

question, “What do you think?” At first, no one answered. Then he took out his 

smartphone from his pocket and showed students an image of a white rose. Students 
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realized that they were often used in a wedding because of the image. Then students 

said, 「アー。」“ahhhhhhh” (video recording, Week 9, fall, 2016, 1:31:11). 

As with Asako, it was his close monitoring that allowed Keith to offer 

appropriate assistance to students. His observation of students enabled him to notice 

critical points, such as students’ struggling to come up with an answer on their own, to 

provide hints that students could work from, and to ensure that they understood the 

story before moving on to the next activity. Previous studies also reported expert 

teachers’ tendency to pay attention to students’ behaviors to ensure that learning was 

taking place (Cushing, et al., 1992). 

 

Monitoring class dynamics. The teachers also closely monitored how students 

interacted with each other to understand classroom dynamics. Walt and Alex observed 

students’ choices of seating and their interactions. For example, Walt described the 

classroom atmosphere of the ER course I observed as, “… really great as far as students 

kind of interacting with each other. You can tell that they…that they get along with 

each other really well. Basically the good way to judge that is when you enter the 

classroom before the class starts" (interview, pre-semester, fall, 2015, 43:11). He built 

this knowledge based on monitoring what students were doing before class. He 

explained, if “students are all sitting by themselves quietly, checking their phones or 

working on their homework, then you might know, maybe this is the classroom where 

students are not comfortable with each other; they don't know each other so well” 

(interview, pre-semester, fall, 2015, 43:31). In contrast, in the target class, “Whenever I 
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went to that class five minutes early, they were all chatting away, sharing photos, 

sometimes finishing their lunch, those would be the kind of group kids” (interview, pre-

semester, fall, 2015, 43:45). 

Alex also watched where students sat each week to learn about class dynamics. 

He said that his students were generally happy with each other in his four-skills-based 

course because “they often sit down next to different people” (interview, Week 11, 

spring, 2016, 16:16). He also paid attention to how students interacted with each other. 

In order to work on the final group project, he asked his students whether they wanted 

to stay in the same group in which they had worked on a related activity earlier, or to 

create a new group on their own. Even though up until that project, he had always 

randomly assigned students into groups, he decided to give them a choice for the final 

project. He felt that students had already formed bonds because “they know each other a 

lot better, I thought I’d give them the option of choosing to be with people that they 

wanna do the project with rather than being forced to work in another group” 

(interview, Week 11, spring, 2016, 14:00). Students in fact chose to stay in their groups 

they were already in. He also observed how they were interacting in the groups during 

the activity and said, “There was a lot of laughing happening and a lot of talking, so I 

think they are actually pretty happy to be with the people they are with, in the majority 

of cases. I know there’s one group where the . . . not dysfunctional, but the 

communication isn’t that good. But that, that’ll work out” (interview, Week 11, spring, 

2016, 14:26). As in the case for Asako, Alex made decisions based on his knowledge of 

learners, which he built from observations of the students. 
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Keith also monitored students’ interactions with each other carefully to provide 

necessary assistance. When asked about what he paid most attention to during class, he 

responded “I look at the dynamic between the students. Is everyone getting a chance to 

talk?” (interview, Week 8, fall, 2015, 13:03). He explained in detail: 

I’m looking at the dynamics. Is everyone speaking? Everyone getting to share 

their opinion? But also not forcing. If someone doesn't . . . I'm always looking at 

their faces, I don't think everyone has to give an answer to every question. But I 

don't want someone who has an answer sitting there and gets skipped. So I'm 

always looking. Does it look like someone wants to contribute and I'll say "What 

do you think?" 

- interview, Week 8, fall, 2015, 13:40 

He considered that monitoring and intervening in discussions was especially necessary 

for his class where students often discussed reading in their group. I discuss later how 

Keith intervened in a group discussion based on his observation of class dynamics, 

which was related to his knowledge of learners in this cultural context. 

 

Communicating with students. The participants also believed that 

communicating with students played a vital role in developing knowledge of learners 

for several reasons. First, Asako believed that connecting with her students through 

communication was meaningful for both herself and students. In fact, she explained that 

one of the major differences between her previous experience teaching at a college 

entrance preparatory school and teaching at universities lay in the flexibility that 
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universities offer teachers to go beyond merely teaching the subject. She said,「全く

『はい、始めまーす』って言って始めて、『はい、終わりまーす』って言って

終わるだけ、は嫌だな。そんなのは予備校でもできるし。」 “I do not want to 

teach a class where I say `Ok, let’s start` and `That’s all` because that’s something I can 

do at a preparatory school” (interview, Week 4, spring, 2016, 44:37). She liked teaching 

at universities because she felt she could talk about topics that were not necessarily 

related to building students’ academic knowledge. She said, 

大学なんだし、そんなうん、ちょっと面白いこと言っても。お互いつら

い…楽しい方がいいかなって思うと、なんか喋る。そのついでにちょっ

としたあるじゃないですか、小ネタみたいな…そういうのしょうもない

小ネタ、とかもコミュニケーションは取りたい。 

. . . it’s a university, so I can say something a bit interesting, otherwise, it’s hard 

on both sides. . . . If I want to make it more interesting, I talk, you know about a 

few extra things related to [whatever I am doing], like small topics . . . they are 

not important, but I still want to communicate [with students]. 

- interview, Week 4, spring, 2016, 45:05  

She found that having a conversation with students beyond the subject was essential to 

establish teacher-student rapport, and that was what made her teaching interesting. 

Asako also mentioned that it was in interactions she had with students that she 

learned more about her students. She referred to an incident, which I described in the 

previous chapter, where some students attempted to communicate with her by using 

nonverbal cues, such as gestures, at Port University. She said that it was those small 
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interactions that brought up more opportunities to initiate further conversation about 

other aspects of students’ lives, such as their plans to study abroad. In fact, she often 

referred to students who were planning to study abroad in the interview and how she 

wanted to help them by teaching writing skills and sharing her experiences of studying 

abroad. It was not only in the classroom that she talked to her students but also outside 

classrooms. For example, one of the students, Hiroko, who also participated in the focus 

group, was taking a teaching qualification course at the time of data collection and often 

talked to Asako about her future concerns or just had casual conversations with Asako 

after class. 

Asako said that one aspect she enjoyed the most about teaching writing was that 

she could help students construct their writing through communication. She believed 

that teaching writing was different from teaching other skills such as reading because 

she could customize teaching for individual students. She said,「４０人いたら４０種

類出てくるから。」“If there are 40 people, there are 40 different kinds [of ideas]” 

(interview, post-semester, fall, 2016, 49:48). She felt her main role as a writing teacher 

was to assist students individually through communication. She said,「その子の考え

てることをまあ多分コミュニケーション取らないと言ってることがわからない

から。だから一番困るのは下書きあたりのところで休んでるとか、いなくって

でぼぼって出してこられてもう何の話かも見えてない。」“I would not know 

what the student is thinking about unless we communicate. So the biggest problem 

occurs when students are absent when we are drafting or when students just submit the 

paper like that after being absent” (interview, post-semester, fall, 2016, 49:55). 
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Asako found this process of understanding what students were thinking 

interesting because it allowed her to build a personal relationship with each student 

rather than treating students as a subject. She said, 

コミュニケーションが絶対必要になって来てっていうのか私はそこをと

る、取りたい方だからそこを通してなんかなんだけど、で話を少なから

ずやっぱりするわけでそうすると、別に懐いてくれなくていいんだけ

ど、懐いてくれなくていいんだけど…話をすることによって、「あーこ

ういう風に考えているんだ」とか、まあなんか普通に通り一遍のなんて

いうか授業をしてるつながりじゃない部分っていうのかなあ、が出て来

たり。 

Communication becomes necessary [in the process of writing], so I 

communicate. Well, I want to communicate, so we (students and Asako) talk. 

They don’t necessarily have to like me . . . but what is it, I feel like by talking 

them, I feel like “Oh, this is how this student thinks.” You know, you kind of 

build this relationship that you could not if you were only lecturing in a class to 

everyone. 

- interview, post-semester fall, 2016, 1:11:23 

Communicating personally with a teacher also provided students with benefits. What 

Asako’s students at Koyo University said in the focus group confirms this point. First, 

they described how they felt they were able to communicate with Asako more than with 

other teachers they had. Though other teachers never talked about personal issues or 

topics unrelated to the class, the students felt they were able to talk about various topics 



 

 295 

in her class. She gave advice about how to improve listening skills, talked about how to 

become a good teacher with Hiroko, and shared her study abroad experiences with those 

who were planning to study abroad. They found this kind of advice「すごい助かっ

た、人生」 “extremely helpful in life” (FG, Mami, 6:02). One student said,「先生が

なんか留学行った時の自分の失敗の話とか、こうしたらなんかあかんかったみ

たいなんをめちゃしてくれたんは印象に残ってるな。」“I remember the teacher 

telling us a lot about the mistakes she made while studying abroad and how she should 

not have done certain things” (FG, Yuta, 8:49). Another student said,「なんか自分が

したいこと、なんか行きたいなって思ってからの方がいいよとかそういうアド

バイスもくれて。」“she gave me advice about how I should wait until I find what I 

really want to do and feel I really want to go [to study abroad])” (FG, Mami, 6:23). 

Talking about topics besides writing was helpful for students who Asako knew were 

interested in study abroad. 

Moreover, communicating with students was integral to teaching the target skill. 

For example, students in the focus group commented that communicating with Asako 

was helpful because「やっぱり喋ることによって、なんか脳が活性化、なんかこ

こ間違った、だからこっち、みたいな。なんか書くことも大事と思うんですけ

ど、やっぱりコミュニケーションした方が頭にぜったい残りやすいと思う

し。」“By talking about it, my brain would be activated, like ‘I made a mistake here, 

so I should use this instead.’ I think writing is important, but if you communicate, it will 

definitely stay in my head better” (FG, Kota, 31:43). Kota continued,「印象としてな
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んか記憶されるんで、そこは言って、でまた書いて、また違うって言われて、

フィードバックもらって、でまた言って、で違うって言って、それのコミュニ

ケーションがあったら、なんか伸びていくって僕は思います。」“I think I grow 

more through communication, in which if I tell [her my opinion], I write again, and I am 

told it is wrong, and I get feedback, and [I] talk again, and [she] says it is wrong” (FG, 

Kota, 31:59). Mami also discussed the benefit of exchanging ideas with Asako. She 

said, 「なんか先生に『これを、私こう思うんですけど』って反論して、なんか

『これはこうやろ』みたいな言い合い、いい？やりとりができたのが良かっ

た。」“I would say back to her ‘this is what I think’ and she would say ‘this is this’, 

you know, go back and forth? I was glad I could have that exchange” (FG, Mami, 

29:31). Students considered that the process of articulating ideas and negotiating them 

with Asako was valuable to their learning. 

The comparison that students made between Asako and the other writing teacher 

they had at the time of data collection indicated the important role interaction had in 

their learning. For example, the other writing teacher only told students about the 

assignment and its deadline. On the other hand, Asako did not allow her students to start 

writing until they went over an outline together by sometimes asking students to offer 

explanations. In addition, the nature of feedback Asako offered and that of the other 

writing teacher was different. The other writing teacher only indicated problematic 

sentences with a highlighter or wrote down questions, such as「『これはどういう意

味ですか？』とか、『これはこれでいいんですか？』とか。」“Things like 
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‘what do you mean by that?’ or ‘is this okay the way it is?’” (FG, Mami, 19:59). 

Students found it difficult to make corrections based on such feedback because 「間違

えてるところが指摘されてるだけでなんかどう書いたらいいんやろっていうの

がわからないんで。」“I was only pointed out mistakes, but I didn’t know how to 

rewrite it” (FG, Hiroko, 20:47), and「で、自分で考えて書いても、またそれで質問

で返ってきて. The teacher would ask a question, “so I would rewrite it but [the 

teacher] would ask a question again” (FG, Mami, 22:50). However, Asako provided 

more specific feedback through personal interactions with students. Kota said,「先生は

『ここできてないよ』ってしっかり言う人なんで、『あー、ここできてないん

や』っていう、なんか一言でもサポートがあるのがすごい嬉しかったです。」

“Teacher is someone who would clearly say ‘this is where you did not do it right,’ so I 

felt `Oh, this is what I didn’t do right.` I was really happy that she could show me her 

support even with one word” (FG, Hiroko, 22:03). Mami said, 「こう渡した時に、

ここが違ってるよみたいな会話があって。」“we would have a conversation when 

she returned it [paper], and she would point out the mistakes” (FG, 23:48). This concurs 

with Asako’s idea about the importance of communicating with students, which is 

reflected in a comment such as 「その子の考えてることをまあ多分コミュニケー

ション取らないと言ってることがわからないから。」“I would not know what 

that student is thinking about unless we have a communication” (interview, post-

semester, fall, 2016, 49:54). 
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Furthermore, exchanges that Asako had with students helped them gain trust in 

her. Kota said he felt frustrated with the other writing teacher, but he felt more trust for 

Asako because「会話がなんかやっぱり信用できるじゃないですか、ほんだらな

んか信用できえるから、頑張ろうみたいな。」“[having a] conversation, you 

know, I can trust [her] more, and I feel I can work harder because I can trust [her]” (FG, 

Kota, 24:08). When asked to explain this view, he said, 「なんか先生に信頼とか親み

とか持ったらその先生信じてなんか頑張ろうみたいな。感じになります。」“If 

I feel trust or a close relationship to the teacher, I feel I want to work harder because I 

believe in her” (FG, Kota, 24:32). He continued, saying,「俺は、先生が、まずなん

か意見聞いてくれて、んで言ってもなんか、なんていうか、そんな怒るってい

うか…ちゃんと受け止めてくれてまた返してくれてなんかそのなんか良かっ

た。」“I think that the teacher would listen to my opinion, and you know, she does not 

get angry and . . . would accept [my opinion] and share her [opinion] with me, and that 

was good” (FG, Kota, 29:48). By negotiating ideas and refining writing through 

ongoing communication that she had with students in return enhanced their motivation 

to work hard on their assignment. 

Walt also believed that making a personal connection with students through 

communication was necessary. He said, “One of the things that’s important in any kind 

of teaching situation is that you can relate to the students in what they are learning and 

how they are feeling” (interview, pre-semester, fall, 2015, 1:14:22). He continued, 
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if you make an effort to learn the student’s name, and get to learn a little bit 

about the student, I think they are more likely to be on your side, and to listen to 

you and to do things that you tell them to do because I think letting someone 

down, it's a very powerful thing that I think a lot of people try to avoid, but you 

only let people down . . . the only people you let are people that have 

expectations for you and if you don’t, if I don't let students know that I have a 

connection and expectation for them and then I think they are more likely to fail, 

you know, so I think yeah, getting to know the students on a personal level is 

very important. 

- interview, pre-semester, fall, 2015, 1:15:13 

This is a similar view shared by Asako’s students, who discussed how communication 

was the key to building trust and enhancing motivation. Walt also believed that 

communication with students was central to gaining trust from students and positively 

influencing their learning. In fact, he and other participants often shared their personal 

lives with students, such as talking about their family and showing their family photos. 

Students’ comments reflected their perceptions of finding this kind of sharing to 

positively affect their relationship with teachers. Two of them said,「なんかより近く

なって、しゃべりやすくなるんかなって思うし。」 “[learning about Keith’s 

private life] makes the distance closer and it is easier for me to talk to [him]” (FG, 

Toshi, 39:15) and「先生の考えていることとか、こう日常、そのプライベートっ

て感じのところ。見れるっていうのはうーん。まあ親近感も湧くし、なんかこ

う先生だけど先生じゃない部分をあっていいなと。」 “the fact that I can see what 
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the teacher is thinking about, you know, his private life, well, it makes me feel closer to 

him and I think it’s good that even though he is a teacher, there is a side to him in which 

he is not a teacher” (FG, Nana, 11:26). Students’ comments about the participants 

indicate that building a relationship that goes beyond teachers and students helps them 

feel closer to their teachers. This relationship facilitated effective learning, in which 

students felt more motivated to learn by communicating closely with their teachers. 

 

Taking Students’ Perspectives 

The participants shared a sense of students’ perspectives, and these perspectives 

influenced decisions that they made in the classroom. In particular, their ability to view 

teaching through students’ eyes, such as how students might feel, react, and behave 

about various classroom situations, allowed them to predict problems that students were 

likely to have in their class. In fact, Keith described his approach as one that centered 

around students’ perspectives. He said, 

I found the best way for everyone to have a good experience in the classroom is 

if we're all happy and engaged. So I wanna put my energy into getting them 

engaged. Some teachers get angry, but it’s partially their fault too. 

- interview, post-semester, fall, 2015, 1:10:20 

This knowledge of learners and the teachers’ ability to take students’ perspectives 

allowed them to take actions ahead of time, so they would prevent problematic 

situations from happening. 
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Emotional factors. First, all participants indicated their knowledge about 

emotional aspects of students. For example, they believed it was important to ease 

students’ anxieties to enhance the effectiveness of teaching and learning. I explained in 

the previous section how Walt allowed two students to work together on a quiz to lower 

their anxiety. Keith also considered that positive feedback was necessary to affect 

emotional aspects of students when he reflected on his experience of observing classes 

at a university in Australia, where his students from Asahi Women’s University took 

lessons from local teachers. He explained that one of the positive things he noticed 

about one of the teachers was that this teacher often gave positive feedback to students.  

He said, 

They're already nervous. They're trying to speak a foreign language. They're 

afraid of social factors. They also have a teacher. I don't work well when I'm 

yelled at, you know . . . maybe some people do, I don't think it really improves 

performance. 

- interview, post-semester, spring, 2016, 1:07:34 

Keith also discussed a negative aspect he noticed while observing classes by referring to 

another teacher, who called on students by their names when going over answers. 

Rather than calling on students by name, Keith often asked for volunteers to share 

answers because being called on was something he didn’t like as a student. He gave 

students participation points for volunteering even when their answers were wrong. In 

both situations, Keith attempted to imagine what students might feel or think if they 

were treated in certain ways by putting himself in their shoes. In addition, he considered 
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factors that only came with learning a language, such as a sense of nervousness and 

attempted to ease students’ anxiety by allowing them to volunteer rather than forcing 

them to share their answers. 

Asako also took the same approach by asking for volunteers to share answers 

rather than spotlighting particular students. I explained in the previous chapter that her 

writing students at Koyo University would put their answers for homework on the 

blackboard before the bell rang. Students were able to choose which questions to 

answer, and like students in Keith’s class, they gained participation points even when 

their answers were incorrect. When asked about allowing students to volunteer rather 

than calling on their names, Asako responded:「えっ、当てられて、たまたま予習

してなくって当てられたら困るでしょ？でしょ？…で、そこでそいつを追い詰

めても意味がないかなっていう。」 “Wouldn’t you feel bad being called upon [by a 

teacher] if you happened not to study ahead of time that day?. . . . I don’t think there is 

any point in cornering students” (interview, pre-semester, spring, 2016, 1:43:09). She 

said, 「だから、希望してない人を当てたくないんです。なんか、なんでしょう

ね。モチベーションが…当てられるとどうしても下がるっていうか、受け身に

なるような気がして。」“I do not want to call upon someone who does not want to 

answer . . . I think if the person is called upon, the motivation will go down, I feel like 

the person is going to be passive” (interview, pre-semester, spring, 2016, 1:44:34). Like 

Keith, she also referred to her own experience as a student. In the United States, she was 

told she was just a pumpkin because she did not speak up in class. As I described in the 

previous chapter, she explained her preference for choosing her own seat and being 
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called upon as a student. She said, 「でもなんか、当てられんのも私、嫌だったか

らなぁ。自分が学生の時に、これは嫌だったよねっていうのを極力。」“I also 

hated to be called upon. I attempt to avoid doing what I hated as a student” (pre-

semester, spring, 2016, 1:46:58). Her insightful perspective about how students might 

feel based on her own experience as a student allowed her to relate to students from 

their perspectives. 

The interesting thing about Asako’s comments about spotlighting students is that 

what she generally believed about it contradicts the action she took in the incident I 

described in the previous section. Although the student did not volunteer to share his 

answer initially, she called on him by name to share his idea that was different from 

what was already accepted as the correct answer by other students. As I described 

earlier, she did this because she noticed based on his facial expression that he had a 

different answer. In addition, she knew that he would never have shared his answer 

unless she had initiated it. What this example shows is that she was able to adapt her 

teaching to different students and situations in a flexible manner. In fact, when 

discussing students who were hesitant to share answers, Asako said,「だから前に出た

くないとか、いう子は別に他で頑張ればいいので。」 “those who do not want to 

come up to the front, they can just work hard at other things” (interview, Week 3, fall, 

2016, 11:20). 

One example indicated Asako’s flexible manner in dealing with students. She 

referred to one student she had previously at Port University who had indicated to her 

that s/he was unwilling to speak up in class. Even though normally students were 
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required to write one paper and give one presentation as an assignment for the class, 

Asako predicted that a presentation could be problematic for this student. This 

knowledge and her ability to take his perspective allowed her a flexible approach for the 

assignment. She explained this episode in detail:「『喋りたくない人は別に、 

喋らずにペーパー２枚書いて来たらペーパー書いてくれたらいいよ』って。で

ペーパー書かせたの。」“I said [to the class], ‘if you don't want to speak, you can 

write two papers without speaking’. And I made this student write a paper” (interview, 

Week 3, fall, 2016, 12:48). The topic of the paper was on nutrition. She first checked to 

make sure that the English was good in the report. Then she asked her husband, who is a 

professor of biochemistry at the same university, to check its quality. She explained that 

it only took him five minutes to say that this student did a better job than what his own 

students could do in the department. She said, 「一応本人にも、『一応ちゃんと専

門家に見せてる』って『で君のはすごくよくできてるので…プレゼンの代わり

だからプレゼンの満点は差し上げる』って。ってなんかニッと笑って帰ってい

った。」 “I had told the student ‘I am going to have a specialist look at it’. And I told 

him ‘Yours is well done . . . you did this instead of a presentation, so I will give you full 

points [that you would have gotten for the presentation].’ And [s/he] gave me a grin and 

left the classroom” (interview, Week 3, fall, 2016, 13:15). This example illustrates 

Asako’s flexibility based on her ability to understand how some students might feel 

about certain aspects of the class. Similar findings about flexibility that expert teachers 

demonstrate has been reported (Richards et al., 1995; Sato et al., 1993). 
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Walt also demonstrated his ability to relate to students. He said that one of his 

strengths as a teacher was his sense of humor. He believed that this was especially 

important. He said, 

. . . learning a language can be a stressful thing for some students, you know, 

having to speak or communicate in a foreign language when you don't have a 

strong grasp of that language, it can cause a lot of anxiety, so by lightening the 

atmosphere, I can kind of help with that. 

- interview, post-semester, fall, 2015, 52:32  

This comment illustrates Walt’s understanding of how students might feel about 

speaking in their L2, especially in front of others. In addition to his humor, he also used 

positive class dynamics to ease other students’ anxieties. When I began my data 

collection in the second semester, there were some students who joined from this 

semester. He discussed how he paired new students with old students on the first day of 

the semester so that old students could explain the class to new students. When asked 

about why he did not explain it himself, he responded, 

Just to help them feel more comfortable in the class. Rather than me explaining, 

it's good to get peer explanation from the students because they might say things 

that I wouldn't say maybe. And also I think maybe students are more likely to 

listen if it is not coming from the teacher, it is coming from a couple of students. 

- interview, Week 8, 2015, fall, 6:45  

He continued, 

Maybe they are more likely to hear to, to remember things or to listen to things 
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from their peers versus from the superior. I just think back to my student days as 

well when I was a college student, how much information I could get from just a 

fellow classmate versus from my professor. Fellow classmates are more 

approachable I think and easier to kind of talk to. [A] Professor, or the teacher 

can be kind of intimidating. 

- interview, Week 8, fall, 2015, 7:14  

These comments demonstrate his ability to take students’ perspectives based on his own 

experiences as a learner. 

 

Cultural factors. Cultural factors are related to the teachers’ knowledge of 

working with Japanese learners and their ability to approach classes from their 

perspectives. The participants demonstrated that they were culturally sensitive to 

students’ needs. First, Keith believed that many of his students lacked the ability to take 

initiatives because of their previous education. He said, “They are used to being in the 

educational environment where they didn't have to speak up, they didn't have to show 

their initiative, maybe they were even scolded for it. These are just my impressions of 

the Japanese school system” (interview, Week 9, spring, 2016, 16:32). This comment 

supports his decision to allow students to volunteer to share their answers rather than 

forcing them to answer. In addition, as I described in the previous chapter, he designed 

his materials so that they could effectively help students to continue discussing the 

stories they were reading. 
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Keith also demonstrated his ability to understand how group dynamics 

functioned in some cases in this cultural context. There was one incident in which Keith 

intervened in a group discussion based on his monitoring of the group dynamics. 

Students were discussing a story in a reading circle, and one male student whom Keith 

described as confident gave a wrong answer to another student who had created the 

question. Even though she seemed puzzled, she nor other students said nothing. Then 

Keith said, “you are too kind. You should’ve said, ‘bubu-’, a sound that is often used in 

a quiz show when someone makes a mistake, which made students laugh (video 

recording, Week 8, fall, 2015, 51:00). He reflected on this incident during the post-

observation interview. He said, 

The tendency, especially Japanese students and particularly Japanese female 

students, is that the whole "A- so desu ne" [Oh, that’s right]. So if, Toshi, the 

man, you know, the confident [student] throws out an opinion and they all kind 

of just nod even when they think "un? chotto?" [well? really?] you know "That's 

a little odd" they might [feel]. Especially if me being the teacher, the other 

authority, if I don't point out . . . that's why I said, "Are you sure?" "Do you 

agree with him?" you know. 

- interview, Week 8, fall, 2015, 15:23 

Keith also used other strategies to encourage female students to participate in the class. 

For example, during one group discussion that included Toshi and three other female 

students, Toshi volunteered to answer almost all the questions. Then Keith said, “How 

about you?” by staring at the female students, who were looking down, in order to 
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initiate an answer from them. In one case, when Toshi responded, Keith looked at 

another student, who eventually shared her response. Following that, Keith immediately 

looked at two other female students, and then one of the female students answered 

(video recording, Week 8, fall, 2015, 1:22:02). 

Keith’s action to intervene in the group discussion demonstrates his knowledge 

of learners in this cultural context. He was able to understand how three other female 

students might have felt when a confident male student offered his answer. His student 

perspective helped him take a necessary action to prevent students from 

misunderstanding the material. 

Walt also indicated his knowledge of learners in this particular context and how 

he used it to minimize problems. During classroom observations, I noticed that he was 

constantly walking around the classroom while students were working in groups or 

individually. When asked about this point, he said that he usually did this because 

I think in Japan, a lot of students can sometimes be a little bit reticent to ask 

questions. . . . If a student has a question, sometimes they don't wanna raise their 

hand and ask in front of the whole class, but as you are walking around, 

sometimes students will actually grab you and say, "What does it mean?" or 

"Can you help me?" or sometimes I'll actually specifically ask them just to 

confirm that they know what they need to work on . . . just to make sure they are 

on task. 

- interview, Week 3, fall, 2015, 12:31 
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By providing students with opportunities to individually ask him questions or to ask 

students to explain what they were supposed to do, Walt was able to view this issue 

from students’ point of view. 

In addition, Walt demonstrated his knowledge about Japanese university 

students, who are often busy with other activities and courses. He discussed factors that 

influenced his course planning: 

Sometimes I do small adjustments like I realize “Oh, there is a vocabulary quiz 

on the same day, um that they have another important assignment in another 

class or oh this test happens to be the day before the school festival starts. 

Maybe I should move that a week earlier or a week later, ” so I usually talk to 

the students. 

- interview, post-semester, fall, 2015, 29:03 

He provided details about why he considers students’ lives outside the classroom when 

planning a course as the following: 

I understand where they are coming from, they are university students. I know 

they get busy at certain times of the year, so I know during the school festival, 

especially if they are involved in the school festival, if they are in a club or 

circle, they are making food for the school festival or planning it or performing. 

I know their focus is gonna be on that rather than their school work. 

- interview, post-semester, fall, 2015, 30:09 

These comments demonstrate his knowledge of the learners in this cultural context in 

addition to his ability to work with them. His action helped him avoid problematic 
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situations in several ways. Situations included students not understanding what they 

were supposed to do or being unable to complete tasks because of their busy schedules. 

 

Linguistic factors. Walt also allowed students to rely on their first language 

(Japanese) on some occasions by taking students’ perspectives. For example, he told 

students that they could research about a topic in Japanese for a problem-solution paper. 

Because he conducted his class in English, I asked why he allowed them to use 

Japanese for this occasion. He said, 

I think a lot of L1 support in this case is important because they are doing 

research, they are trying to get some topic knowledge about their topic, and I 

think if I was gonna write a research project in Japanese, it probably would help 

me to do a lot of background research in my native language, in English first, 

just so I get a deeper understanding of the topic at hand before I start writing 

about it. 

- interview, Week 3, fall, 2015, part 2, 8:43 

As I described before, he demonstrated his ability to understand how students might feel 

by associating himself with students. By focusing on his priority, which was to help 

students write a paper in English, he was able to see how students researching in their 

L1 would be beneficial. 

Comments that students from Walt’s ER class made in a focus group also 

supports this point. They discussed using Japanese in several situations in his class, 

such as when they asked questions about how to use Microsoft Word, how to pronounce 
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certain words, and how to correct grammar mistakes. They found it helpful that Walt 

not only understood Japanese but allowed them to communicate with him in Japanese 

occasionally. Nigel said,「ワードのここがおかしいとか言われへんねん。」 “I 

don't know how to say there is something wrong [about a particular thing about] 

Microsoft Word [in English]” (FG, 14:14). Another student said, 「そういうときは日

本語使って聞いたら答えてくれるし。ての良かったかな。」“In such situations, 

if I asked in Japanese, he would respond. That was maybe good”. He continued, 

わかれへんねんな。無理やろ、普通に。普通にしゃべられへんのに、そ

んなん余計無理やわ…フォントあと、てんぱってるやん、なんかこっち

もミスが、その、なんていったらいいん、不具合があってやってるか

ら、こっちもテンパってるから、説明できへんなかなか。そのときにや

っぱ日本語通じた方が、やっぱりこう、安心感はある。 

I just wouldn’t know. It’s impossible obviously. I can’t even normally 

speak [English], and it is even more impossible . . . like [changing] a 

font, I was panicking, I made a mistake, you know, what can I say, 

because I was having a problem, so I was panicking, so I couldn’t 

explain really well. So if we can use Japanese, I feel a sense of relief. 

- FG, Yuta, 14:42 

This comment illustrates that students found it helpful that Walt was flexible enough to 

help them deal with issues in Japanese. 
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Creating a community. Finally, the participants used their perspectives of 

students to build a learning community. This community played an essential role in 

facilitating second language learning. As I described above, understanding students’ 

perspectives meant understanding students from emotional, cultural, and linguistic 

points of view. By taking students’ perspectives, the participants created a community 

in which students felt safe with each other and to use English. This aspect of teaching 

was most relevant in Alex’s class where he scaffolded a process to help students 

establish friendships. The community he created in return helped them feel a sense of 

responsibility and motivation in the classroom. First of all, he considered that one of his 

main goals in each class was to help students build relationships by “trying to get 

students to bond, to have that community of learning” (interview, pre-semester, spring, 

2016, 28:44). 

Alex provided several reasons to justify why he considered that it was important 

for students to establish friendships. He believed “the more they are likely to help each 

other, the more likely to work on projects with enthusiasm, and the more likely to 

support the idea of using English together. They feel less uncomfortable about it 

because they know each other…it just creates a better learning atmosphere” (interview, 

pre-semester, spring, 2016, 31:00). According to Alex, a better learning atmosphere 

indicated a classroom where “people are free to say anything without sort of being 

mocked for it, so it's kind of an open, friendly atmosphere” (interview, Week 11, spring, 

2016, 15:55). In addition, he related this goal to another goal for his four-skills-based 

course, which was to develop students’ communicative competence. He emphasized the 
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importance by saying, “that’s why bonding is important, so they can, they have 

something to talk about” (interview, pre-semester, spring, 2016, 39:25). 

Alex carefully set up steps to help students establish a positive relationship with 

each other in the classroom. He started this process “right from the beginning, all the 

way through, especially at the beginning” (interview, post-semester, spring, 2016, 

22:13). He designed several activities that allowed students to “start to understand each 

other and to get to know each other” (interview, post-semester, fall, 2016, 22:32) in the 

beginning of semester. These activities included students’ discussing about each other 

and themed lessons where students enjoyed holiday events in a party, such as at 

Halloween, which came around six weeks into the semester. He also had several 

presentations, such as time audit, which I described earlier. He attempted to help 

students get to know each other through this project in which students “looked at each 

other's lives in minute detail including how much time they spend brushing their teeth 

every week, so they know each other really well, they get along with each other pretty 

well” (interview, Week 11, spring, 2016, 15:42). Finally, he randomly put students into 

groups. These activities and projects facilitated a process whereby students worked 

together and actively engaged in discussions. 

What students from Alex’s four-skills-based focus group said demonstrates how 

successfully he achieved this goal. Students described their last day of Alex’s class 

saying 「だって結構みんな泣いてたよね。」“You know, I think everyone was 

crying” (FG, Io, 6:13) because they had built such a strong bond. Both Io and Tomomi, 

who participated in the focus group, explained that it was unusual that students build 
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such a close relationship as classmates「そんな言語のクラスで仲良くなった記憶

がない。」 “I don’t recall making such close friends in other language-related classes” 

(FG, Io, 9:24). They also discussed how themed lessons helped them. First, Tomomi 

said,「やっぱり『ハロウィーンまで頑張ろう』、みたいな。なんか、きっかけ

っていうか、目標っていうのになったなあと思います。」 “we were like ‘Okay, 

let’s push ourselves until Halloween party,’ you know. It gave us sort of a chance or it 

became our goal” (FG, Tomomi, 16:38). They also described how students proposed 

different theme lessons, such as an ice cream party, which Alex allowed. Io described 

this experience in this way:「自分らの提案でクラスが出来て行く、みたいな。か

んじやったなあ。」“It felt like we had a part in creating a class” (FG, Io, 14:50). 

Alex was able to create a classroom where students felt a strong sense of relationship 

with each other. 

Moreover, Alex maximized the students’ learning by creating a community 

where they shared a sense of commitment and responsibility over learning. When 

discussing how the closeness students felt with each other affected the classroom 

atmosphere, Io said: 

…誰もそんな日本語を話して空気を乱そうとした人がいなかっ

たっていうのも…なんか一生懸命頑張っている人たち、の中で

日本語をしゃべるとやっぱりこいつ、なんやねん、みたいな。

…みんなが本当に英語をしゃべろうとしてたから。嫌な気分に

する人がいなかったし。よかったと思う。 
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. . . there was no one [student] who would try to disturb the atmosphere 

by using Japanese . . . when everyone is trying hard, and if one person 

speaks Japanese, people would think ‘why is this person doing 

this?’ . . . Everyone was really trying to speak English. There was no 

one that made us feel bad. That was good. 

- FG, Io, 10:17 

Furthermore, another goal that Alex set up related to developing students’ 

communicative competence was facilitated because of the positive relationship students 

had with each other.  

When asked about how the classroom atmosphere affected their learning, Io 

responded, 

うわべだけでの英語じゃなくて、ほんとにお互いにしゃべりたいか

ら、英語を使って一生懸命伝えよう、としてる感じ。なんか、普通に

会話だけだったら、「あー、yes, yes, ふーん、ふーん、ふーん、ふー

ん」みたいな感じで流すことも、「え、それどうなん？」とか、聞き

返したり、みんなそれぞれ、ね、結構面白いこと言ってたよね、英語

で。 

It was not just surface level English. It was like we really wanted to talk to each 

other, so we tried our best to express (our thoughts) by using English. If we are 

simply having a conversation, I would let go of many things by saying things 

like ‘I see. Yes, yes, um, um, um,” but I would actually ask questions back like 
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“What? Do you mean by that?’ Everyone was saying quite interesting things in 

English. 

- FG, Io, 19:04 

Alex’s effort to build a classroom where students felt comfortable with each other 

helped him achieve the main goal for the course, which was to maximize opportunities 

for students to use the target language. He did this by understanding the importance of 

providing a safe environment where students were comfortable with each other. In 

addition, students shared the same sense of responsibility to achieve their goal to 

improve English. He was able to create a positive learning community because he 

understood what was necessary to set up this community from students’ perspectives. 

The ability that Alex exhibited in creating a community in which both the teacher and 

the students shared a sense of responsibility is also reported in a previous study of 

teaching expertise (Smith, 1999). 

 

Conclusion 

Three characteristics can be seen in the data in this chapter indicating 

participants’ expertise. First of all, they made every aspect of their teaching relate to 

goals. The other two aspects were factors that facilitated this process. The first aspect is 

that they continuously engaged in critical reflection on their teaching. This reflection 

strongly influenced their decision-making in refining course content. The second aspect 

involved fostering effective learning from the students’ perspectives. The participants’ 

ability to view teaching and learning through their students’ eyes originated from their 
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knowledge of and interest in learners and from their own experiences as a learner. Their 

students’ perspectives allowed the participants to create and provide their students with 

a learning community in which the students felt safe and found meaning in learning the 

target language. 

The most salient aspect of participants’ abilities was that they helped students 

achieve goals not only established in the curriculum, but also that goals that they had 

created. They maximized every opportunity even through assessments to facilitate 

learning. They did this by creating course content that encouraged students to achieve 

language-related goals, such as recycling what they had learned through scaffolded 

activities, practicing both target and other skills simultaneously, facilitating meaningful 

repetition, and tackling a task that they found challenging. 

The participants also attempted to teach other skills that they considered 

essential for students to engage in life-long learning in creative ways. For example, both 

Keith and Walt provided students with opportunities to appreciate reading. Walt used a 

movie to help students visualize the story, build confidence, and appreciate the depth of 

a story that only reading books can provide. Keith attempted to teach the joy of reading 

by carefully selecting a novel that would match up with students’ interest and 

encouraging them to freely make predictions. The teachers’ rich pedagogical content 

knowledge enabled them to create such course content. Specifically, the combination of 

their knowledge about a target subject and their knowledge about how to best deliver 

the knowledge through the use of course content accords with what has been reported in 

previous studies of expertise (e.g., Richards et al., 1995). In addition, the participants’ 



 

 318 

extensive knowledge of learners enriched their pedagogical content knowledge. Their 

knack of estimating students’ interests, proficiency, and weaknesses enabled them to 

articulate how to select and/or create and utilize course content appropriately for 

students in their particular context. This ability to tailor their teaching appropriately to 

the target student populations is what Ennis (1994) called curricular expertise.  

Next, their reflection assisted these teachers in improving their teaching. The 

participants demonstrated their manner of maximizing opportunities in their contexts to 

engage in reflection. The reflections included closely observing students’ reactions in 

class, making a connection between experiences they were having in their current 

context and ones they had previously, and even participating in this study. In fact, this 

research influenced their teaching in some ways. For example, Asako called our 

interview sessions, 反省会, hanseikai, translated as a critical reflection meeting, and 

often initiated her discussion of the class even before I turned on my recorder. Walt 

used the conversation we had about his initial revisions on his worksheets as an 

opportunity to make further changes. Keith mentioned several times that he had thought 

about how to explain certain aspects of his teaching in an interview with me, such as “I 

thought about it as it was going. I knew that we were gonna talk about it. I thought 

about what I would want to explain” (interview, Week 3, fall, 2015, 0:20). 

Participants’ comments about the effect my research had on them also revealed 

the teacher isolation that many teachers experience. Both Alex and Walt asked for some 

feedback on their lessons upon completion of my research. Alex reflected on his 

experience for participating this study as “Being observed by another educator is a great 
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method for self-reflection and a valuable examination of my own pedagogical ideas and 

beliefs. It's nice to have my ideas externally validated. Observation offers useful 

feedback” (email correspondence, 9/15/16). Walt also discussed the impact my 

researching had on him by saying, “. . . I rarely have my lessons observed by someone. 

So it’s good to kind of, to be observed and get some constructive feedback about things 

that you are doing well and things that you are not doing well” (interview, post-

semester, fall, 2015, 1:53:53). These comments indicate that they positively take 

opportunities to engage in meaningful reflection. 

Finally, the participants created a positive learning environment. They continued 

to develop their knowledge of learners through their monitoring and communicating 

with students. Their knowledge in return allowed them to take on students’ 

perspectives. Their insightful students’ perspectives were evident from the fact that 

there was a congruence between teachers’ and students’ perceptions about the 

classroom. In particular, students’ comments on goals that the teachers set up and 

helped them achieve support the fact that participants’ intentions were clearly 

communicated through their teaching. 

In addition, the participants’ knowledge was both class and individually-

bounded. That is, the participants demonstrated their ability to view their classes as a 

whole while understanding and meeting the needs of each learner. This ability allowed 

them to predict and prevent problematic issues from occurring so they could effectively 

teach classes rather than spending all their time managing them. Furthermore, their 

approach that centered around students and their flexible manner in working with 
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students both at a macro and micro level allowed students to gain trust that enabled their 

learning. The teachers’ actions consequently allowed them to create a positive learning 

community. This community provided students an environment in which they could 

share a sense of trust with each other, share common goals, and build motivation to 

achieve those goals together. Smith and Strahan (2004) support the notion of how 

expert teachers’ abilities to create a community constitutes an element of expertise. 
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CHAPTER 7 

CHARACTERISTICS OF EXPERTISE 

 

In this chapter, I discuss the following research questions that I set out to explore about 

teacher development and teaching expertise. 

1. What are the characteristics of the developmental processes that lead experienced 

EFL teachers at Japanese universities to expertise? 

2. What beliefs do these experienced EFL teachers have about different aspects of 

teaching? How do these beliefs support their development and teaching that lead to 

expertise? 

3. What knowledge do these experienced EFL teachers have that is suggestive of their 

expertise? How do they build and use knowledge to maximize the benefits of 

students’ learning? 

 

Expertise as Process 

The first question is related to the development of expertise. I should note once 

again that this is not a longitudinal study. Therefore, I did not examine all four 

participants closely over numerous years from the time they were novice teachers. 

Instead, I hoped to unveil their development as EFL teachers in Japan by making a 

connection between their recollection of past events that they discussed during 

interviews and their teaching practices I observed. The content of past events ranged 

from when they were students to lessons that I observed prior to interviews. My goal 
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was to explore how their previous experiences influenced what they were doing at the 

time of data collection and how these experiences helped them establish and expand 

their knowledge and competence. 

Several characteristics were salient in the participants’ development. These 

characteristics underlie the conception that expertise is a process rather than a state that 

one can reach (see Chapter 1). As previous researchers of expertise have suggested 

(e.g., Bullough & Baughman, 1993, 1995; Tsui, 2003), the findings of my case studies 

also demonstrate that one of the salient characteristics of the participant teachers is that 

they continued to learn and to expand their knowledge rather than being fossilized at 

one stage in their career. Three interrelated factors fostered their growth. These were 

reflection, problem-solving, and expanding their knowledge in an integrative approach 

(see Figure 1 for the diagram, which indicates these three elements). The teachers 

continued to reflect critically on the practices that affected their teaching, especially 

when they encountered difficult issues and used their reflection as a basis for solving 

these issues. This process resulted in their enhancing their knowledge and competence. 

 

Reflection 

One of the factors that was suggestive of their expertise was the participants’ 

manner in critically reflecting on various aspects of teaching to improve their quality of 

teaching. Several researchers have discussed the importance of reflection in expertise 

(e.g., Farrell, 2013; Sternberg & Horvath, 1995; Tiberius, Smith, & Waisman, 1998). 

The quality of reflection that these teachers demonstrated (Chapter 6) parallels 
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Loughran’s (2010) description of reflections that experts engage in. Loughran argued 

that experts approach problems in a particular context by maximizing their skills, 

knowledge, and abilities by focusing on the nature of the problem. Schön (1987) 

proposed two types of reflections, reflection-in-action (p. 22) and reflection on action. 

Whereas the former concerns reflection that people engage in while they in the action, 

the latter is related to a reflection about an action that has already taken place. I argue 

that these teacher participants were engaged in reflection on action by continuously and 

critically reflecting on different aspects of their teaching from multiple angles. 

Reflections that these teachers engaged in centered around how to promote 

students’ overall learning from students’ perspectives related to goals that teachers set. 

This characteristic to ensure that their lessons assisted students to achieve instructional 

goals based on students’ reactions accords with what several other studies also reported 

(Farrell & Bennis, 2013; Gatbonton, 2008). Similarly, Borko and Livingston (1989) 

found in their comparative study of expert and novice teachers that expert teachers’ 

reflection was related to helping students achieve instructional goals, such as 

understanding materials. However, although the content of reflection that novice 

teachers engaged in varied in its nature, it primarily concerned teaching effectiveness, 

which included how to respond to students’ questions, the quality of their explanations 

and examples, and even their use of a chalkboard. The researchers attributed the fact 

that experts were able to focus on this narrow aspect of teaching to instructional goals to 

the vast cognitive schemata they had established over the years. What these participants 

in their study demonstrated through their reflection is similar to the way that the 
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participants in my study allocated their cognitive energy to ensuring that the teaching 

and course content that they had used assisted students to reach instructional goals. 

The integral role that reflection plays and how reflection leads to problem-

solving is discussed by other researchers as well. For example, one of the five elements 

in Sternberg’s (1999) model of expertise is metacognitive skills. Metacognitive skills 

are closely linked with a process that one goes through in problem-solving, such as 

recognizing and defining problems in addition to monitoring and evaluating the 

problem-solving. The participants also demonstrated their ability to use reflections as a 

guide to finding and solving problems. For example, as I described in Chapter 6, the 

participants reflected on the effectiveness of materials that they had created and used. 

Based on monitoring students’ reactions, the participants evaluated the materials with 

regard to how well they served to help students reach instructional goals while ensuring 

the materials were appropriate to students’ interests and background knowledge. This 

constant reflection that the participants engaged in enabled them to identify and solve 

new problems. Tsui (2003) reported a similar finding, in which her expert participant 

created materials from students’ perspectives. Moreover, she attributed one of the 

significant differences between her expert participant and her experienced but nonexpert 

participant to their different approaches to using materials. Whereas her experienced but 

nonexpert participant simply used existing materials to ease the burden of her workload, 

the expert participant designed materials based on four criteria she had established, such 

as whether it was fun for students to use, clearly outlined, contextualized, and 

encouraged the use of the target linguistic forms. 
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In fact, the act that teachers take to effectively deliver content areas through the 

use of teaching materials is complex. According to Shulman (1987), based on 

pedagogical reasoning and action, teachers can help students achieve educational goals. 

He emphasized that this process often requires teachers to use texts, such as textbooks 

and syllabi, while reminding readers that a text should be only treated as a vehicle rather 

than as a model for students’ mastery of an end-goal. Shulman (1987) explained six 

aspects of pedagogical reasoning and action that teachers take in cycle of handling texts, 

including comprehension, transformation, instruction, evaluation, reflection, and new 

comprehension. Comprehension concerns understanding the subject and purposes of 

teaching the content (content knowledge), and transformation is a stage in which the 

comprehension of the subject is transformed in planning. Instruction and evaluation 

concern how to deliver the content in an effective manner (pedagogical content 

knowledge). Reflection is related to “what a teacher does when he or she looks back at 

the teaching and learning at has occurred, and reconstructs, reenacts, and/or recaptures 

the events, the emotions, and the accomplishments” (Shulman, 1987, p. 19). In 

particular, teachers need to center their reflections around how their teaching and 

materials that they had used helped students achieve instructional goals. Finally, 

comprehension includes a process in which teachers gain new understanding about the 

content, purposes of teaching the content, themselves, and students based on 

pedagogical reasoning. Even though Shulman warned that these stages do not 

necessarily occur in this order, this process clearly indicates the important relationship 

between reflection and action, which then leads to expansion of knowledge. 
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The participant teachers in my study demonstrated that they were also engaged 

in this process of pedagogical reasoning as reflected in their manner in creating and 

revising the course content. First, they considered the content and purposes of teaching 

the content. For example, the participants shared the view that the main purpose of 

language learning was teaching students a tool they can use to achieve other goals in 

life, such as communicating with other people and learning other content areas. Based 

on their comprehension of the purpose of teaching English, they chose what content to 

focus on, such as teaching the joy of reading and fundamentals of writing. Second, they 

effectively transformed the content through the careful selection and creation of 

materials and activities from students’ perspectives. Third, the participants 

demonstrated their instruction and evaluation in various ways. The most noteworthy of 

this aspect was their use of assessments. As I described in Chapter 6, Alex used 

presentations to assess students’ understanding and to deepen their understanding. I 

discuss more about how the participants used assessment as a learning tool in the next 

section. Finally, the teacher participants engaged in reflection, which led them to tackle 

issues at hand. Reflection allowed them to utilize their metacognitive skills, in which 

they accurately identified an issue to focus on and factors that made it problematic. 

They then engaged in problem-solving where they relied on both preexisting knowledge 

and on seeking other ways that were new and beyond their knowledge and competence, 

unlike teachers who are less expert. This process of highlighting issues, examining them 

from various perspectives, and solving them by recycling and renewing their knowledge 

in different contexts, new comprehension, furthered their competence. 
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Progressive Problem Solving  

The nature of the teachers’ reflection and problem-solving was a scaffolded 

process. It was simple issues that they tackled in the beginning of their teaching career, 

and gradually the nature of the problem-solving became more complicated as they 

gained more experience. For example, I described the kinds of problems that Keith had 

solved throughout his career changes in Chapter 4. When Keith first began teaching, he 

focused on how to transfer what he had learned in a Master’s program to his teaching. 

At the first university he taught in Japan, there was a great overlap between what he and 

other teachers taught in separate courses because of a generic curriculum in the 

program. In order to solve this issue, he continued to create new projects and choose a 

different textbook for his course. Moreover, he and his colleagues created a spreadsheet 

in which teachers could gain information about which textbooks teachers used in their 

classes. At Oka University, where the data collection took place, he played a vital role 

in creating a coordinated program. He and some colleagues not only chose materials for 

each course, but also created course objectives and suggested activities that would help 

students achieve these objectives. His experience of creating a curriculum that reflected 

different opinions of teachers in the program at Oka University influenced his approach 

to providing flexibility in a course he was in charge of at Asahi Women’s University, 

where he worked full-time next. A similar characteristic regarding how an expert 

teacher used leadership skills is reported by Tsui (2003). Her expert teacher, who was 

appointed as the head of English department, not only reframed her conception of the 
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position as administrator, but also as a leader. As a leader, she brought a major change 

in the writing program from using a product-approach to a process-approach. The way 

she made this shift is similar to how Keith created a curriculum, in which she listened to 

other teachers rather than telling others to accept this new approach. 

One of the characteristics of their developmental process was that these teachers 

continued to seek problems even after solving an issue. However, their development did 

not occur in a linear manner. Some events in their teaching career seemed to have 

temporarily interfered with their growth. This interference is what Eraut (1994) called 

fallibility of expertise, in which multiple factors influence the development of expertise, 

such as personal, psychological, and social ones. For example, struggles that Walt faced 

as he changed his teaching context from an English conversation school to a university 

show fallibility of expertise, in that he had to acquire new set of skills required in a new 

teaching context, such as using new sets of materials designed and given by the 

university. Similarly, Bullough and Baughman (1995), who followed one teacher over 

eight years, found out that when she first moved to a new school, she struggled with 

something as basic as learning about the student population in her first year because it 

was more diverse in this new context. In her second year, her main concern revolved 

around a helping a student with Down’s syndrome, which she neither had previous 

experience to rely on nor received assistance from her school. Even though she was 

recognized as an expert at her previous school, as the example demonstrated, she had to 

learn new things. The researchers concluded that “Having once shown expertise in 

teaching does not mean that one will continue to demonstrate expertise, especially in a 
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new setting” (Bullough & Baughman, 1995, p. 474). Even though there is no evidence 

to suggest that Walt was recognized as an expert teacher at the conversation school, he 

was not able to simply transfer his knowledge from one context to another. Although it 

seemed that this fossilization prevented his development, the most important aspect of 

expertise is in teachers’ ability to continue to learn (Eraut, 1994). It is this process of 

tackling challenges that are beyond their competence that helps expert teachers extend 

their knowledge and competence (Tsui, 2003). 

These participants’ recollection of past events indicated that throughout their 

careers, the problems that they focused on became more sophisticated as they gained 

more experience as I described through the example of Keith above. His first problem 

was to explore ways to implement what he had learned into his teaching. Eventually, his 

focus shifted from a micro level to a macro level. That is, whereas he solved issues that 

mainly affected his teaching in the beginning, eventually he began to solve problems 

that were program-levels at both Oka University and Asahi Women’s University. For 

example, he created and revised curricula by working with other teachers and allowed 

flexibility in materials he provided part-time teachers. This tendency for experts to take 

on more cognitively demanding challenges as they gain more experience is also 

reported in Bullough and Baughman’s (1989, 1993, 1995, 1997) longitudinal studies. In 

addition, viewing a routine from a different angle and problematizing it is what Tsui 

(2003) reported as one of the salient characteristics of her expert teacher participant. 

Likewise, Day (1999) pointed out that the difference between experts and experienced 

nonexperts lies in the experts’ ability to critically analyze their own experiences rather 
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than merely relying on their informal knowledge and routines that they had developed. 

He suggested that experts are those who can do the following: 

…reflect systematically on their thinking and practice—and on the contexts in 

which the occur. They may wish to prepare for a new role; refresh themselves by 

more in-depth learning about their pedagogic and subject knowledge; or gain a 

greater sense of vision or directions for their careers. (p. 68) 

Similarly, my study indicates that the participant teachers critically reflected on and 

reframed their approaches rather than relying on routines that they had established. 

Alex’s approach to implementing an English-only policy is an example. Even though he 

had witnessed how teachers failed to use this policy in high school, he found ways to 

successfully implement this policy for his students based on reflecting and reframing. 

First, he realized the necessity for everyone to respect and accept this policy through his 

experience at the first university, where he taught after leaving high school. Second, 

based on this experience, he reframed his conceptions about the English-only policy. 

Finally, in order to facilitate the use of the policy, he created a learning community in 

which everyone shared a sense of responsibility and was willing to follow this policy. 

As seen by the example of Alex, the participants’ continuous effort to face challenges 

that were beyond their competence allowed them to view certain aspects of their 

teaching in a new perspective and to shift their focus from the surface of problems to 

fundamental aspects of teaching. 

The nature of problems that the participants focused on indicated their growth. 

For example, as I described in Chapter 4, at the time of data collection, Keith’s 



 

 331 

cognitive focus aimed at establishing or refining a curriculum and materials. Creating a 

curriculum and/or materials that reflect every teacher’s philosophy and ideas is a 

complex problem that teachers cannot easily solve quickly or simply. This kind of 

problem is what Bereiter and Scardamalia (1993) call the constitutive problems of a 

domain, and they claim that these are what experts work on when they reinvest their 

mental resources. As these participant teachers continued to solve problems, the types 

of problems they focused on concerned the more fundamental aspects of the field of L2 

teaching and learning, such as how to set up a curriculum that not only helps students 

achieve educational goals, but allows teachers to reflect their own teaching philosophies 

and skill sets. 

Another critical element of progressive problem solving was how they solved 

problems. For example, Keith worked closely with his colleagues to build a curriculum 

and create materials at Oka University. Working together with some of his colleagues 

who had different opinions about teaching certain skills taught him the importance of 

allowing flexibility in curricula. One of the issues that Alex was focusing on at the time 

of data collection was how to improve his writing skills so that he could better assist 

students’ writing and gain a sense of confidence. He did not use his mental resources 

that were freed up as a result of his accumulating teaching experience by avoiding 

teaching writing courses or by simply focusing on how to improve minute elements of 

teaching. Instead, he chose a more difficult path, which was to enroll in a Ph.D. 

program, which he believed would provide him with an opportunity to work on his 

weaknesses. This decision matches a characteristic of experts according to Hattie 
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(2003), who explained that experienced nonexperts focus on resources that are available 

at hand, whereas experts seek further information to solve problems. This characteristic 

is similar to what Sternberg (1999) called learning skills in his model of expertise. 

Learning skills encompass selecting and putting together important information relevant 

to a problem and making a connection between new and old information. It is this 

process of acquiring new knowledge that supported and furthered the teachers’ growth. 

The participants relied on various ways to learn that were available in their contexts to 

reflect on and solve problems. This process in return helped them expand their 

knowledge and competence. 

 

Expanding Knowledge  

Knowledge expansion is the final stage in the circular process of development 

that the participants demonstrated. By expanding knowledge in an evolving approach, 

these teachers continued to acquire new knowledge by negotiating between preexisting 

perspectives and new perspectives and putting their newly established knowledge in 

action. This ability to modify teacher practices is one of the central aspects of expertise 

(Dunkin & Precians, 1992). 

The teachers demonstrated the importance of flexibility and openness to new 

perspectives, many of which they incorporated into their teaching. One of the factors 

that facilitated the change in their conceptions was an interaction of their knowledge 

between theories and teaching practices. For example, Keith, who studied and taught 

during the same period in the United States, was able to transfer the knowledge he had 
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learned to his English teaching. His experience helped him recognize how theories 

could be utilized in practical situations and his practical experiences helped him 

understand the theories he learned. This process whereby he was able to go back and 

forth between learning and teaching is what Tsui (2003) defined as “practicalizing 

theoretical knowledge and theorizing practical knowledge” (p. 257). It was this process 

that allowed her expert participant to reframe her conceptions about teaching and 

learning. Tsui (2003) concluded the one of the characteristics of expertise is teachers’ 

ability to continue to learn and solve problems based on both personal experiences and 

formal knowledge, both of which become the basis of newly framed knowledge. 

Finally, I discuss how these processes allowed the participants to expand their 

knowledge in an evolutionary manner. Dewey (1933) long ago discussed integral 

aspects of reflection that lead to expanding knowledge by using three key concepts; 

open-mindedness, whole-heartedness, and responsibility. These concepts support the 

quality of learning that the participants engaged in. Open-mindedness is related to a 

mindset whereby teachers entertain perspectives other than what they already have 

while accepting that their perspectives are limited. He said of this concept that “It 

includes an active desire to listen to more sides than one; to give full attention to 

alternative possibilities; to recognize the possibility of error even in the beliefs that are 

dearest to us” (p. 30). Furthermore, Loughran (2010) explained that it is important that 

teachers are open to various perspectives especially when they contradict their own 

perspectives. The manner in which the participants openly accepted new ideas that 

sometimes contradicted their preexisting perspectives as seen by examples of Alex in 
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his use of English-policy and Asako in her approach of using writing as a process 

indicates that they had this free mindset. 

The second concept is whole-heartedness, which is related to teachers’ 

engagement with the subject they are teaching, and which Dewey (1933) stated is 

important not only in practical and moral issues, but also in intellectual development. 

The participant teachers demonstrated a sense of enthusiasm about their teaching and its 

positive effect on students. For example, Asako admitted that even though teaching 

writing classes occupied her time and energy excessively, she enjoyed the aspect of 

teaching writing in which she was able to work with individual students and learn their 

ideas in the process. Moreover, her excitement about the impact that her instruction had 

on students was evident during interviews. Keith also took on a role as a curriculum 

coordinator because he felt the need and passion to create a coordinated program. This 

kind of engagement pushed the participants to work beyond what was required by their 

schools and became the foundation of their continued learning. 

Related to these two aspects of open-mindedness and whole-heartedness is the 

concept of responsibility. Dewey (1933) explained that it is learners’ (in this case, 

teachers who are learning) responsibility to understand the consequences of their 

learning and take a necessary action according to these consequences. The teachers also 

demonstrated a sense of responsibility by examining their new perspectives about 

teaching and integrating them into action. For example, Alex realized that it was not the 

English-only policy that did not function well, but how it was implemented that 

determined the effectiveness of the policy. He accepted this view and adopted the use of 
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the policy in his classes. Asako also realized from her experience as a student in the 

United States that translation is only one of the teaching methods. Accepting a new 

conception is suggestive of her expertise because reframing her perceptions about 

translation, which she became accustomed to from her previous experience as an L2 

learner, is a process that took her into new realms of teaching (e.g., Borg, 2003; Farrell, 

1999; Warford & Reeves, 2003). Furthermore, rather than eliminating the use of 

translation, she incorporated the use of it effectively according to various teaching 

contexts. This is what I call an integrative approach whereby teachers continue to 

expand their knowledge by allowing new perspectives to come into and integrate with 

their preexisting perspectives in order to establish new knowledge. 

In conclusion, the circular process that these teachers continued to engage in 

fostered their growth. The process that they took sometimes varied depending on 

contextual factors. For example, Keith and Alex, who worked full-time, had different 

responsibilities that went beyond their teaching. These teachers were both included in 

the process of designing and revising curricula and course content. Therefore, their 

reflections and problem-solving included not only issues related to their own teaching 

but also their programs. On the other hand, reflections and problem-solving that Asako 

and Walt focused on as part-time teachers centered around mostly their own teaching 

even though their opinions still affected the departmental decisions, such as the 

selection of a textbook. In addition, Asako, who shared the perspectives of L2 learner 

with her students, often referred to her own experience as a learner in the process of 

reflection and problem-solving. Their manner in expanding their own knowledge was 
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also different. For example, Alex attempted to improve his writing skills by studying in 

a Ph.D. program. Similarly, Keith believed that his main growth resulted from 

practicing what he had learned in his M.A. classes. In addition, Asako was reminded of 

the role that a translation method can play by her advisor in the United States, and she 

used both a translation method and writing as a process approach to teach her writing 

class. Finally, Walt expanded his knowledge by gaining teaching experience in various 

teaching contexts and pursuing his passions outside teaching. He learned how to use and 

create teaching materials from students’ perspectives and how to teach fundamental 

aspects of writing by gaining experience as a writer himself. However, they all had this 

element of development in common. That is, they all had the ability to center their 

cognitive energy on students’ reactions in order to most effectively guide them to reach 

instructional goals, seek problems in issues that seemed unproblematic on the surface, 

and reframe their conceptions about teaching and learning by blending new and 

preexisting knowledge. 

 

Teacher Beliefs 

The second research question concerns beliefs that these experienced EFL 

teachers indicated about teaching, and how these beliefs guided them in their teaching 

and development. Investigating the beliefs that assisted their continuous drive to 

improve their teaching is important, especially in university contexts where teaching 

tends to be devalued (e.g., Baiocco & DeWaters, 1998; Gregory, 2005). Additionally, 
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Contextual Factors 

Figure 1. Process of expertise. 

 

Baiocco and DeWaters (1998) explained the tendency for college and university 

professors to accept fossilization in their professional development. They said, “Change, 

after all, requires time and effort, and is often resisted unless the benefits can be clearly 

shown” (p. 29). Therefore, investigating possible outcomes that the teachers believed 

that their continuous effort would bring to them and their teaching is an important key 

to understanding expertise. There were two aspects of underlying beliefs that these 

teachers held. One is that they believed in the importance of autonomy in their work. 

The other is related to a sense of professionalism they felt toward their work. Their 

beliefs about these two aspects of their work underpinned not only their approach to 
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teaching on a day-to-day basis, but also how they continued to seek new challenges in 

their profession. 

 

Autonomy 

Autonomy played an important role in facilitating the progression of expertise 

and expert performance for my participants as Little (1995) suggested. The teacher 

participants in my study used existing resources to make the best choices for their 

students. Autonomy that they were able to exercise in their contexts played an essential 

role in their teaching. Autonomy gave them a sense of agency that not only allowed 

them to teach their classes according to beliefs and knowledge that they had developed 

over numerous years to meet the specific needs of their students (Biesta, et al., 2015; 

Webb, 2002). Their perceived autonomy within the system also enabled them to engage 

in meaningful progressive problem solving. The act of working on issues that they 

found significant to their working contexts not only helped them grow as a professional, 

but also enhanced their intrinsic motivation to enjoy the experience of teaching at 

Japanese universities. 

In particular, these participants believed in the importance of having curriculum 

autonomy. Curriculum autonomy is related to teachers’ freedom to choose target 

content and skills and materials in addition to instructional procedures (Pearson & 

Moomaw, 2005). The teachers believed that curricula should provide end goals for 

students to achieve in each course. However, they also believed that autonomy within 

curricula would enable them to have agency, thus allowing them to choose their own 
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strategies to help students achieve not only instructional goals, but also personal goals 

that they had set for their particular group of students. For example, Keith and Walt 

indicated their beliefs related to teaching students the joy in reading. The participants 

also set goals that were beyond the stated curricula, including helping students become 

more independent learners. Curriculum autonomy played an essential role in their 

teaching. They believed that a rigid curriculum, one that explicitly controlled every 

aspect of teaching, would interfere with their ability to utilize the knowledge they had 

established and relied on in conducting effective classes. 

However, these teachers did not believe that having autonomy over every aspect 

of their teaching was necessary. Instead, they believed that curriculum autonomy should 

exist within a system (see Chapter 5). Their perceptions that autonomy should exist 

within structured activities accords with what Csikszentmihalyi (1988) suggested in the 

concept of flow, which I discuss later. The elements of the system they considered 

crucial for their teaching consisted of common instructional goals for each course, goals 

that clearly indicated skills and knowledge that students were expected to reach by the 

end of each semester. This structured curriculum helped these teachers focus on limited 

but fundamental aspects of teaching, such as choosing and using materials and activities 

appropriately for instructional goals. It also allowed flexibility in other aspects, such as 

the sequence of the lessons and how much time to spend on each activity. 

Furthermore, focusing on a narrow area of a course allowed the teachers to 

devote all of their cognitive resources to facilitating effective learning in their lessons 

rather than exhausting them. For example, they were able to set up their own 
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instructional goals. Asako, who was not given specific instructional goals in her writing 

course, faced this challenge through discussion with other writing teachers. This effort 

that the participants made to collaborate with others in the process of utilizing autonomy 

accords with Willner’s (as cited in Pearson & Moomaw, 2005) definition of autonomy. 

Curriculum autonomy that the participants found in their contexts positively 

affected their teaching, such as helping prevent teacher burnout in terms of how they 

approached their teaching and teacher development (Pearson & Hall, 1993; Pearson & 

Moomaw, 2005; Weimer, 2010). Referring to one of the concepts that Dewey (1933) 

proposed, whole-heartedness, which is related to teachers’ enthusiasm about their 

profession, Rodgers (2002) explained various contextual factors that impede teachers’ 

whole-heartedness. Absence of whole-heartedness contributes to burnout, and can result 

from factors such as an inflexible curriculum and required assessments by a program. 

The important role that contexts play in facilitating whole-heartedness was described by 

the participants. For example, as Alex explained, if all the teachers are forced to teach 

their class in exactly the same way, this lack of autonomy not only prevents them from 

exercising their expertise, but also negatively affects their passion for teaching and their 

topic. These teachers’ conscious decision to teach in a context in which they were able 

to find some level of autonomy in addition to creating a curriculum that allows 

flexibility indicates their strong belief in the importance of autonomy. 

Additionally, the teachers’ sense of autonomy and motivation are closely related 

(Luck & d’Inverno, 1995; Sylvia & Hutchison, 1985). The teachers’ desire to achieve 

goals by solving problems and their ability to maintain their passion is closely related to 
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the concept of flow (Csikszentmihalyi, 1988), which is an essential element of expertise 

(Bereiter & Scardamalia, 1993; Bullough & Baughman, 1995; Hallam et al., 2016). 

These teachers demonstrated their flow experiences in different aspects of their job, a 

characteristic demonstrated by outstanding professors (Baiocco & DeWaters, 1998). For 

example, his intense engagement with teaching allowed Walt to forget about his 

problems outside his classrooms. Other participants indicated their flow experience with 

the creation and revisions of course content and the development of a curriculum or a 

course. As the literature suggests (Csikszentmihalyi, 1988), once people experience 

flow, they want to replicate their flow experience again. Similarly, the participants 

continued to seek problems at different developmental stages. The flow that these 

teachers experienced supported their commitment to engage in the cycle of 

development. This process that they experienced concurs with a concept that Bereiter 

and Scardamalia (1993) suggested. 

Agency, an ability for people to orient their actions to the future (Biesta & 

Tedder, 2007; Emirbayer & Mische, 1998; Luck & d’Inverno, 1995), enhanced a high 

level of flow among these teachers in two ways. One is related to the difficulty of a task. 

These teachers had the freedom to choose which tasks to focus on at different stages of 

their career depending on their capacity at a particular time (Chapter 4). Autonomy, 

which helped them to achieve agency, is an essential component of flow because it 

provides people with the “…ability to set the level at which one addresses problems, so 

that there is an appropriate match of problem complexity to ability to deal with that 

complexity” (Bereiter & Scardamalia, 1993, p. 110). The scaffolding manner in which 
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these teachers continued to seek more challenging problems indicates a balance that 

they were able to maintain between their competence and the difficulty of a task. That 

is, they were able to choose tasks that were at the right level rather than being forced to 

tackle tasks that were too easy or too difficult. The other issue related to flow is the 

content of a task. Engeser and Rehinberg (2008) found that when their participants 

perceived a task to be important, they maintained a high level of flow even when there 

was an imbalance between ability and challenge. 

The selection of tasks is a central aspect of developing expertise. According to 

Bereiter and Scardamalia (1993), it is the quality of problem-solving that distinguishes 

experts from experienced nonexperts, namely progressive problem solving. Based on 

the concept that expertise occurs on a continuum, when less expert teachers fossilize in 

their progression, more expert teachers continue to make progress on the continuum. 

The participants in the study took advantage of opportunities to push their boundaries 

by sometimes taking on challenges beyond their competence through reinvestment of 

mental resources. The autonomy they found in various teaching contexts allowed them 

to exercise agency. They used agency to work on tasks that they believed crucial to 

facilitating effective learning and teaching through progressive problem solving. The 

autonomy they had in these two areas helped them gain a sense of agency and 

experience a high level of flow, which in turn fostered their growth. 

On the other hand, less expert teachers allocate their mental resources to 

reducing problems (Bereiter & Scardamalia, 1993). Therefore, less expert teachers 

might not take advantage of the autonomy that they are given in their contexts, or they 
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might use it to make their teaching tasks easier. For example, Keith and some other 

colleagues took an initiative to create a curriculum at Oka University when given 

autonomy. In addition to teaching their classes, they continued to develop and refine the 

curriculum. However, other colleagues who were given the same amount of autonomy 

did not take advantage of their autonomy in the same way. Instead, they focused their 

energy on other aspects of their job, such as developing materials just for their 

individual classes regardless of their quality or relevance to course objectives stated in 

the curriculum. Their manner in repeating what they already knew without expanding 

their competence by gaining new knowledge could lead to teacher fossilization 

(Johnson, K. 2005). Their lack of agency to orient their resources to improve the quality 

of a program and to maximize students’ learning may be one of the noteworthy 

attributes of a less expert teacher. 

 

Teacher Integrity 

Finally, I discuss a sense of integrity that these participants demonstrated toward 

their profession and how it affected their growth. Integrity is an essential aspect of 

expertise because “good teachers dwell in the mystery of good teaching until it dwells 

in them. As they explore it alone and with others, the insight and energy of mystery 

begins to inform and animate their work” (Palmer, 1990, p. 11). This description of the 

integrity that good teachers experience suggests that their major investment in teaching 

ensures that teaching is a large part of their lives. 

Another aspect of integrity displayed by the participants is their ability to 
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control their emotions, an ability that experts are said to have (Lane, Beedie, Jones, 

Uphill & Devonport, 2012). Accordingly, Baiocco and DeWaters (1998) said, “This 

ability to self-monitor and manage the natural stress and frustration of the education 

process is a key sign of the emotional health of distinguished teachers” (p. 116). The 

participants in this study also demonstrated abilities to regulate their emotions in a 

classroom. Both my video recorded data and comments from focus groups indicate that 

these teachers never showed their negative emotions, such as getting angry, losing 

control, or showing disappointments during teaching. Even Keith, who had just returned 

from the United States to attend his father’s funeral right before the twelfth lesson I 

observed in 2015, did not show his sorrow until the post-interview. 

Instead, these teachers demonstrated their beliefs in the importance of sharing 

positive emotions with their students. They showed enthusiasm for their students’ good 

performances in order to give them confidence, and they used humor and 

encouragement to motivate the students and ease their emotional anxieties Their ability 

to control their emotions effectively resulted from the extensive years of experience 

they had accumulated. As I described earlier, they not only knew how to deal with 

problematic situations, but also how to prevent problems from occurring. This ability 

allowed them to regulate their negative emotions and use positive emotions effectively 

to construct positive class environments. 

However, the fact that these participants did not show negative emotions did not 

mean that they did not have emotional reactions, such as stress and teacher burnout. In 

fact, among the four participants, Walt was the only teacher who explicitly indicated a 
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strategy to manage his stress. His strategy, which included dedicating his passion 

towards other aspects of life, such as hiking and writing, kept him from letting negative 

classroom experiences interfere with his life outside work. Moreover, he intentionally 

prevented his negative experiences at home from affecting his teaching. Instead, his 

concentration on and engagement with teaching through flow enabled him to forget 

about his personal issues. This ability to regulate his emotions suggests two things. One 

is the high degree of flow that he was experiencing in class as it was reflected in his 

intense engagement with teaching. The other is that he recognized the importance of 

controlling his emotions and using his other passions to keep himself from experiencing 

teacher stress and burnout. 

Unlike Walt, the three other participants indicated that they experienced some 

degree of anxiety and stress related to their profession. Among several factors leading 

college and university professors to experience exhaustion or burnout (Weimer, 2010), 

two factors were highlighted by these participants. One concerns stress associated with 

academic positions, especially regarding both teaching and researching at a high 

standard. Keith and Alex suffered from this pressure because both teachers were non-

tenured instructors and lacked job security. They were looking for a permanent position, 

which required their achievement in research rather than only in teaching. 

Particularly Keith, who was on his third limited contract position at a Japanese 

university at the time of the data collection, was caught in a dilemma. He believed that 

his expertise and passion were in teaching good classes and developing a curriculum 

instead of in conducting research related tasks. However, Keith also acknowledged that 



 

 346 

these assets were not the most important element to secure a permanent position in 

Japanese universities. This kind of dilemma that professors experience between 

dedicating their energy to teaching or researching has been previously reported 

(Fairweather, 1993). Other research has also indicated that non-tenured professors 

found researching to be more stressful than teaching related tasks (A. Blix, Cruise, 

Mitchell & G. Blix, 1994). Waltman, Bergom, Hollenshead, Miller, and August (2012) 

explored causes of job satisfaction and dissatisfaction among non-tenured professors. 

They also explained that their participants found passion in teaching and working with 

students. However, the most prominent cause of dissatisfaction resulted from a lack of 

job security. Keith’s dilemma between teaching and researching, which affected his 

sense of job security, helps explain the stress he felt about his profession. 

Teacher burnout is another factor that can compromise teacher integrity. The 

other cause of teacher stress and burnout is the high emotional demands of teaching 

(Weimer, 2010), which Asako experienced. She was in her late 50s by the time this 

study took place, and she had more than 25 years of teaching experience at various 

Japanese universities. During these periods, she experienced several significant life 

events that affected her teaching, such as studying in the United States while raising a 

young child, becoming seriously ill, and looking after her aging parents. When the 

observation took place, she was teaching 12 classes on average, which included six 

writing classes. Some of her writing classes had approximately 40 students. This large 

class-size is one of the most common causes of teacher burnout (Lowenstein, 1991; 

Richards, 2012). 
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However, these teachers’ sense of integrity toward their teaching and students 

underlies their continuous endeavor to improve their teaching. Asako, who was 

overwhelmed with the amount of grading she had for her large writing classes, still did 

not want to compromise the content of her class or the quality of feedback she provided 

to the students. Keith continued to work on aspects of teaching he believed important 

rather than shift his focus to research. It is a sense of integrity that these teachers felt 

and carried with them even outside the classroom that motivated them to engage in this 

energy- and time-consuming profession. 

 

Knowledge of Learners 

The final research question concerns behaviors and knowledge that the 

participants, who were EFL teachers at Japanese universities, demonstrated that were 

reflected in their teaching and the artifacts that they created. Several characteristics of 

expertise were indicated, particularly in relation to what previous expertise studies in 

teaching have suggested about knowledge of learners (e.g., Farrell, 2003; Smith, 1999; 

Smith & Strahan, 2004; Solmon & Lee, 1991). I describe the participants’ knowledge of 

learners according to a model that Turner-Bisset (2012) created based on the framework 

that Shulman (1986, 1987) suggested. Among twelve types of knowledge bases, she 

attributed two types of knowledge to learners. One is social or empirical knowledge of 

learners, and the other is cognitive knowledge of learners (see Chapter 2). 
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Two Models of Expertise 

Social knowledge ranges from teachers’ understanding about what students are 

like at their age to their social life. Cognitive knowledge is categorized into two types. 

One is related to teachers’ general knowledge about the cognitive development of 

students. The other type concerns more specific knowledge about the cognitive 

development of a particular group of students. Teachers can only develop this type of 

knowledge by closely monitoring and checking students’ behaviors and understanding. 

These participants indicated their knowledge about the nature of Japanese 

university students from various perspectives and used their knowledge to maximize 

students’ growth as language learners and also as human beings. There were several 

ways that these teachers demonstrated their social knowledge of their learners. For 

example, as they were planning or teaching classes, Keith and Walt considered the 

impact that students’ social and school events had on them, such as an annual school 

festival, club and circle activities that some of them were involved in, and other English 

and non-English courses that they were taking (see Chapter 6). 

Four themes were salient related to knowledge of learners based on the two 

models. One is related to their social knowledge of how Japanese university students 

generally felt about speaking in an L2. The second one concerns personal goals for 

students that the teachers established based on their social knowledge of their students. 

The third aspect concerns assessment. The teachers utilized their cognitive knowledge 

of learners to effectively create and use assessments. Finally, these teachers used both 

social and cognitive knowledge of learners to engage in reflection in action. The 
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teachers efficiently used their different knowledge bases about learners in four ways, 

which I explain next. 

 

Facilitating L2 talk. First, the participants demonstrated their knowledge about 

general attitudes that Japanese university students had toward speaking in English. 

Except for Asako, three participants, who conducted all lessons in English and required 

their students to use English in the class, were aware of the pressure and anxieties that 

students felt toward using the L2 in class. Several L2 researchers pointed out some time 

ago the importance of considering anxieties that learners feel when speaking their L2 

(e.g., Dörnyei, 2001; Krashen, 1985). The participants also demonstrated their 

knowledge related to this aspect. Based on this knowledge, they focused on lowering 

students’ anxieties through the use of positive feedback and peer work, and maximized 

students’ opportunities to recycle L2 output. For example, Walt allowed students to 

collaborate on a test to ease their anxieties. Students in one of Keith’s ER classes gave 

their presentations twice so they could engage in meaningful repetition. Alex used 

different activities so that his students could recycle what they had learned in their 

presentations. They created an environment that allowed students to focus on learning 

and using the language rather than having their anxieties interfere with their learning. 

Alex’s social knowledge of Japanese university learners was reflected in his 

manner in effectively implementing an English-only policy. As Alex’s focus group 

students said, Alex used the policy to provide students with an environment in which 

they were not only free from the fear of using English, but also were willing to share 
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their ideas with each other using English. In this regard, Dörnyei (2001) argued that 

creating group norms that guide group behaviors, norms that are accepted by the 

majority of the class, contributes to enhancing learner involvement and commitment to 

learning. A similar characteristic was also demonstrated by expert teachers in the United 

States in Smith and Strahan’s (2004) case studies, which showed their ability to create 

classrooms that were organized by “clear procedures, student ownership, student 

responsibility, and classroom community” (p. 365). 

However, Alex’s manner in promoting successful use of an English-only policy 

went beyond simply creating clear procedures that students could follow. He 

demonstrated social knowledge related to cultural elements of Japanese students. 

Markus and Kitayama (1994) created a framework in which the Japanese see self and 

understandings of how to be a person in relation to others as an interdependent view of 

self. Based on this model, one attempts “not to become separate and autonomous from 

others but to fit-in with others, to fulfill and create obligation, and, in general, to 

become part of various interpersonal relationships” (p. 97). As Alex’s focus group 

students described, Alex created an environment in which anyone speaking in a 

language other than English would lose their membership in the community. The only 

way to be accepted as the member of this learning community was to work toward this 

goal of using English. The way Alex was able to successfully maintain the use of this 

policy throughout an academic year reflected his knowledge of cultural aspects of 

Japanese students. 
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Personal goals. These teachers’ social knowledge of learners expanded to skills 

and attitudes that Japanese university students often lacked but that were essential in 

their lives both inside and outside the classroom. The teachers envisioned necessary 

skills that their students would use in various contexts, and their teaching included not 

only helping students gain linguistic skills in English, but also other life skills that they 

believed were essential. Furthermore, many of the skills that seemed unrelated to 

instructional objectives were in fact closely related to fundamentals of learning (Chapter 

5). Their knowledge about weaknesses of Japanese universities led them to set up 

personal goals that were beyond the curriculum, which is a concept that Lortie (1975) 

discussed in his well-known book, Schoolteacher. 

Lortie examined personal elements that teachers hoped to teach beyond the 

curriculum. Two of the major categories of personal goals that his teacher participants 

held matched with what these participants also hoped to achieve. One is teaching moral 

aspects, and the second is connecting children to school and learning. Moral aspects 

include preparing students to live in a society and having qualities that help them 

become good citizens, such as being respectful and honest. However, some fundamental 

differences exist between what Lortie and I found among participants regarding this 

concept. Whereas Lortie’s participants hoped to teach aspects that were related to 

morals of American schools, the participants in this study did not focus on teaching 

morals but on skills that were essential to students’ lives and to their continued 

engagement in life-long learning. 
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Expert teachers believe that they have the ability to influence students’ lives, 

such as raising students’ interest for the content they teach (Dunkin, 1995). Gregory 

(2005) proposed a teaching model that goes beyond delivering content-related 

knowledge and is similar to what I found among the participants. Gregory emphasized 

the important role that college and university professors play in using course content to 

reach students’ potentials in life as human beings. He explained the essence of 

education as an experience whereby students “get educated because they learn how to 

study our beloved content, and they carry the how of that learning with them in the 

world as cognitive and intellectual skills that stick long after the content is forgotten” (p. 

97). Gregory suggested teaching fundamental aspects of life through academic content. 

The aspects range from teaching students how to analyze academic content critically 

and logically to relating the content to their own lives. 

The goal of impacting students beyond the mastery of content is highlighted by 

an expert music teacher, a former award-winning American musician, Seymour 

Bernstein. In his documentary, Seymour: An Introduction, he explained his role as 

music teacher. Bernstein said, “The most important thing a music teacher can do for 

their pupils is inspire and encourage an emotional response not just for music but more 

importantly for all aspects of life” (Hawke, 2014). In my study, the participants’ efforts 

were designed to let their students experience life fully through the course content, such 

as by teaching the joy of reading, writing, and learning. 

In addition to teaching these elements through their courses, the participant 

teachers also used other aspects of their lessons to teach necessary skills for human 
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development, such as being proactive, developing interpersonal skills, and becoming an 

independent learner. The life lessons that these teachers reflected in their teaching based 

on their experiences varied in their nature. They included working in education and 

non-educational backgrounds both inside and outside Japanese university contexts and 

other significant personal life experiences. The different backgrounds of the participants 

influenced their conception of what they wanted to teach their students. These teachers 

maximized opportunities that seem like relatively minor aspects of every day classroom 

routines, for example, to help students build confidence in their opinions and take 

charge of their learning. These differences among the teachers in this study and what 

Lortie and Gregory suggested probably result from the fact that L2 teaching in Japanese 

universities involves variables that are fundamentally different from what these two 

authors discussed about their American educational contexts in K-12 education. 

The second aspect of the concept that Lortie proposed related to teaching 

beyond the curriculum is related to connecting students to schools and learning. Lortie 

explained that teachers expressed their desire to positively influence their students 

intellectually in both cognitive and affective ways. He said, “what they find exciting is 

the prospect of inducing positive attitudes among their students toward school or toward 

a particular branch of learning. They hope their teaching will produce affective 

changes” (p. 114). This goal of fostering students’ positive view for their classes and the 

subject/skill they were learning is similar to what I found in the participants. 

The teachers’ abilities to promote positive attitudes toward learning was 

reflected in the trusting relationship that they had successfully built with their students. 
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For example, one of the students, Kota, from the focus groups of Asako’s writing class 

commented on how building trust with her enhanced his motivation to work harder. 

What is interesting was that there were congruences between what focus group students 

and teachers discussed about building a real relationship; trust is one of the most 

essential elements for effective learning. In this regard, Smith and Strahan (2004) noted 

that building relationships with students by working closely with them and building 

their knowledge about individual students was another function of expertise that they 

found in their middle school teacher participants. In addition, Lowman (1984) described 

the importance of professors’ developing interpersonal relationships by treating students 

not only as a whole but individually. Similarly, Dunkin (1995) found that one of the 

aspects that expert university professors were confident about was their ability to build 

relationships with students based on mutual respect. 

The example in which one of Asako’s focus group students compared Asako 

and the other writing teacher indicated that the fundamental difference between these 

two teachers lay in the level of trust the student had built with them. The relationship he 

had established based on trust and respect with Asako became the underlying 

motivation to be a better learner or writer. This evidence demonstrates that this positive 

relationship teachers built with students became one of the central elements for 

enhancing students’ motivation (Lowman, 1984). 

Teachers play an essential role in influencing students’ motivation in L2 

learning (Dörnyei, 2001). One of these influences involves convincing or tempting 

students to engage in tasks rather than passively waiting for them to absorb knowledge 
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from teachers. Another way that these teachers motivated their students intellectually 

was their ability to teach and share the joy of learning, which is another long-recognized 

characteristic of expertise (Lowman, 1984). These participants demonstrated various 

ways to show students the joy of learning, which became the foundation for students’ 

motivation to learn (Chapter 6). These endeavors that the teachers made to enhance 

students’ motivation accord with what Lortie (1975) said about his participants, who did 

not believe “that children are naturally eager to learn. They believed it takes a teacher to 

stimulate intellectual curiosity and interest in school” (p. 114). The participants also 

understood the importance of fostering students’ motivation and were able to effectively 

bring out and enhance students’ motivation by utilizing their social knowledge of 

learners about Japanese university students who study English as a second language. 

 

Assessment for learning. These teachers used creative ways to assess students’ 

understanding regularly by utilizing and renewing their cognitive knowledge of 

learners. Turner-Bisset (2012) explained that the expert teacher’s knowledge about 

assessment is profound. It involves more than administering and scoring tests and 

interpreting the results, but also observing students and their work in addition to talking 

to them about their understanding. First of all, none of the participants in my project put 

great emphasis on the outcomes of traditional assessment methods, such as written tests 

that required students to memorize information as an aspect of their teaching or 

students’ learning. Rather, the teachers used assessments as a way to enhance students’ 
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learning and evaluate students’ understanding so that they could adapt their teaching 

and course materials to better facilitate students’ learning (Chapter 6). 

The teachers used projects, tasks, and other assignments to foster students’ 

learning. For example, Alex’s design and use of fractured fairytale projects 

demonstrates his knowledge that assessments, in this case in the form of a presentation, 

could be used to recycle what students had learned and to maximize their opportunity to 

use English. In order to create appropriate assessments for his specific learners, he used 

his cognitive knowledge of the learners, such as by identifying students’ weaknesses. I 

found that these teachers’ cognitive knowledge of learners goes beyond the description 

of Turner-Bisset’s (2012) expert teachers because of their manner in using assessment 

as a learning tool. Furthermore, these teachers acquired cognitive knowledge of learners 

on a regular basis in a creative manner. In addition to relying on assessment tools such 

as projects, presentations, and reports, all four participants were always attuned to 

students’ understanding of the class. They did this by paying attention to their facial 

expressions and reactions, which is a characteristic indicating expertise (Hattie, 2003; 

Johnston & Goettsch, 2000). 

 

Reflection in action. The final theme is related to how these teachers 

demonstrated their ability to use both their social and cognitive knowledge of learners in 

the process of reflection in action, a concept proposed by Schön (1987). Their reflection 

in action happened effectively because of these teachers’ abilities to recognize patterns 

that were particularly significant in their context at the moment they were happening. 
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The example of when Keith promptly intervened in a group discussion because one 

Japanese male student dominated the conversation over female students signals his 

beliefs about social conventions in this culture, particularly about gender roles. 

The intervention that Keith took was noteworthy because it contradicted what he 

had stated about his general approach, in which he claimed to prefer that students 

volunteer rather than having him call their names to share answers. He took this action 

during the group discussion rather than a teacher-led class. However, because there was 

only one group due to the small size of the class, the mode of class was not a factor. 

Other teachers also took actions that seemed to contradict their general approach and 

statements about teaching. This includes Walt’s decision to allow the use of L1 in some 

situations, such as when students asked questions about technical problems and 

researched about writing topics (Chapter 6). His cognitive knowledge included his 

understanding that his students were not linguistically developed enough to handle a 

task that he considered marginally related to instructional goals. 

The sensitivity that the teachers demonstrated not only to recognize, but also to 

react to significant patterns, such as students’ small but crucial behaviors or reactions in 

given contexts, is one of the characteristics associated with expertise in other studies 

(e.g., Berliner, 2001, 2004; Borko & Livingstone, 1989; Dodds, 1994; Turner-Bisset, 

2012). Similarly, Sato et al. (1993) found that expert teachers were more sensitive to 

contextual factors and were able to respond quickly to events than novices, who taught 

despite these factors. Sato et al. (1993) explained that the difference resulted from 

abilities that expert participants had. Experts’ abilities involve distinguishing relevant 
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from irrelevant information and making a connection among significant events in their 

context to construct the essence of their teaching. Moreover, the expert participants in 

Sato et al.’s study relied both on their own perspectives as a teacher and students’ 

perspectives to solve problems. Concurring with these findings, the participants in my 

study also utilized various aspects of knowledge of learners and demonstrated their 

ability to recognize important classroom events or patterns that were salient in their 

particular contexts. These teachers’ abilities to distinguish significant information and 

construct meaningful patterns of information from both their own and students’ 

perspectives allowed them to immediately react to relevant events in the process of 

reflection in action. For example, based on monitoring one student’s facial expressions, 

which had indicated his disagreement with the answer provided by another student, 

Asako called his name to ask him to share his answer with the class. This action 

indicates her flexibility to diverge from what she normally did, which was not to call on 

particular students based on her recognition of this significant event. 

One of the reasons why these teachers were able to engage in the efficient and 

effective problem-solving in the process of reflection in action can be attributed to their 

ability to reduce the number of elements that they needed to attend to by predicting and 

preventing problems. The decision Walt made to allow his students to research their 

topic in their L1 is one such example. Walt demonstrated his ability to foresee 

problematic situations, such as when students did not even fully grasp main concepts 

about their topic before writing about the topic in their L2. Similarly, other teachers 

demonstrated their abilities to anticipate issues. For example, Asako chose articles for 
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her International News class at Port University based on how students might react to 

certain topics, such as about politics. This ability to predict problems is a characteristic 

of experts (Hattie, 2003). Cellier, Eyrolle, and Marine (1997), who reviewed studies 

about experts from a wide range of fields such as medicine and aviation, found that 

experts have the ability to produce inferences and anticipate significant patterns based 

on monitoring. In addition, experts’ views are more global and functional. They have a 

capacity to consider a large amount of data and narrow down assumptions that have the 

most significant information by considering even possible negative effects that their 

decisions could have. The ability to consider relevant information enabled these 

teachers to take actions before problems occurred; furthermore, it allowed them to 

dedicate their limited cognitive resources to a smaller amount of data that were 

significant in their context. 

Finally, how the participants used their empirical and cognitive knowledge of 

learners to help students achieve target goals while considering both their own and 

students’ perspectives concurs with what previous research suggested. When comparing 

pedagogical knowledge of novice and experienced teachers, Gatbonton (1999, 2008) 

reported that whereas novice teachers focused on students’ behaviors and negative 

reactions, experienced teachers focused on language monitoring and students’ general 

classroom behaviors. They included if they were paying attention to class and their 

positive reactions. Gatbonton (2008) concluded that it was experienced teachers’ main 

focus of the course related to language learning, that allowed them to attend to these 

aspects that are directly related to achieving this goal. Farrell (2013) also found a 
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similar result in which his experienced teacher participant made decisions based on his 

perception of students’ learning; in contrast, his novice teacher participant’s decisions 

were influenced by his attempts to build a good relationship with his students. What 

both studies suggest is that whereas novice teachers have access to only one 

perspective, such as their own or their students’, experienced teachers are capable of 

figuring out how to help students achieve target goals from both perspectives. 

In conclusion, the teachers in this project had well-informed knowledge of 

learners both socially and cognitively. Their understanding of what Japanese university 

students are like in addition to how to facilitate their learning based on this knowledge 

enabled them to approach teaching from students’ perspectives. This characteristic is 

what other researchers also found in their participants (Johnston & Goettsch, 2000; 

Smith & Strahan, 2004). Tsui (2003) described one of the characteristics of her expert 

participant as her manner of guiding students to achieve instructional goals from 

students’ perspectives. These participants in her study taught the class, used materials, 

and made other decisions based on students’ perspectives. For example, they attempted 

to reduce students’ anxieties by allowing them to answer questions on a test and 

providing two opportunities for their presentations. Similarly, her expert participant 

would also “put herself in the students’ shoes and ask what they would like to do rather 

than what she would like them to do” (p. 251). This finding indicates that expert 

teachers have the ability to view their teaching not only from their own perspectives, but 

also from students’ perspectives. This perspective-taking helps them engage in 

meaningful reflection on action, in which they “take responsibility for student learning 
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rather than exhibiting ‘blaming’ behavior or attitudes” (Smith & Strahan, 2004, p. 367). 

The teachers in my study also took responsibility over their teaching and students’ 

learning without being distracted by superficial elements. They constantly sought ways 

to improve their teaching by focusing on the essence of learning and teaching. 
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CHAPTER 8  

PATH TO EXPERTISE: IMPLICATIONS, LIMITATIONS, AND FURTHER 

RESEARCH 

 

I set out to explore what constitutes expertise in L2 teaching in these case 

studies of four effective teachers at Japanese universities. In particular, I hoped to 

understand how these teachers developed their competence, what supported their 

development, and what knowledge they built and utilized in their practices. In order to 

understand the teacher participants’ development, beliefs, and practices, I used case 

studies, which allowed me to investigate the participants in depth in their teaching 

contexts. I interviewed the teacher participants, conducted classroom observations in 

two courses that the participants taught, and collected artifacts that they created and 

used. In addition, I conducted student focus group interviews to learn about how these 

teachers were perceived by their students. 

These case studies of four experienced teachers illuminate aspects of expertise in 

L2 teaching. A retrospective examination of developmental processes that these 

teachers underwent supports the perspective that expertise is a process rather than a 

state that one can reach and maintain. These teachers’ continuous efforts, combined 

with their abilities to critically reflect and seek and solve problems beyond their 

competence, resulted in their expansion of knowledge. This process supports the 

conception that experience alone does not lead to expertise. It is the quality, instead of 

quantity, of experience, that influences the development of expertise in teaching. 
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Moreover, the participant teachers’ knowledge was contextualized in ways that aided 

effective teaching. In particular, the primary aspect of these teachers’ contextualized 

knowledge centered around learners. The teachers applied their knowledge of learners 

to design and conduct classes in a way to maximize the positive effects of their 

teaching. Finally, their underlying beliefs concerning integrity and autonomy in their 

teaching professions were integral to their excellent performance and development. 

In this final chapter, I first discuss implications that the research provides for L2 

teachers, teacher educators, school administrators, and curriculum developers. I then 

conclude this dissertation with limitations and with suggestions for further research on 

expertise in L2 teaching. 

 

Implications for Teachers 

Teachers who believe in students’ potential to exceed teachers’ expectations 

must also believe in their own potential for growth as a teacher in the same way. In 

particular, it is widely-known that L2 learning or learning in any form requires 

perseverance, patience, and passion. In the same way, reaching the mastery level of 

teaching does not easily occur in a simple manner nor does the experience alone 

guarantee mastery. However, the alternative path to expertise is fossilization, the 

process that many professionals fall into. Even those who are considered to have 

outstanding abilities experience fossilization, which can harm their performance by 

preventing further growth. For example, a head coach for a long-distance relay race 

team at Aoyama Gakuin University who failed to lead his team to win the national 
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championship for the first time in five years blamed his temporary fossilization for the 

loss. He said it was his assumption that put his team in the second place; he had thought 

that simply repeating what he had done in the previous year would lead the team to win 

the championship again. During the interview after the race, the head coach reflected on 

his training and said, 「進化止めた時点で退化始まる」 “once we stop evolving, we 

start regressing” (Hara, interview, 2019). Even a temporary fossilization prevents 

people from furthering their expertise. Teachers also risk following routines that they 

had developed at some point in their career and that might have worked well for them in 

the past. Despite their intuition, which likely warns them of the danger of such 

repetition, many teachers still put the task of improving their teaching aside and instead 

attend to other administrative duties or sometimes take on more classes. In fact, this 

process of fossilization is a central characteristic of experienced but not expert teachers. 

Therefore, teachers need to understand that the quality of experience they 

accumulate fosters expert performance. Although some may attribute expert 

performance to talent, other constructs, such as desire to be better, good coaching, and 

practice are considered more important factors of expertise (e.g., Ericsson, 1996; 

Starkes, Deakin, Allard, Hodges, & Hayes, 1996). Teaching experiences, as a form of 

practice for teachers, are one of the significant components of expertise. Based on the 

findings of previous literature on expertise and on this case study research, it is evident 

that the quality of practice or experience is what establishes and fosters expertise. It is 

experience that compels teachers to expand their knowledge by learning and so assists 

their development. Therefore, based on the conception that expertise occurs on a 
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continuum, a novice teacher, who lacks a sufficient amount of experience, can still 

demonstrate evidence of expertise by changing and growing. Similarly, veteran 

teachers, who continue to repeat what they do over years without challenging 

themselves to grow can be fossilized on one point of a continuum. 

Teachers need to understand three negative effects that simply relying on 

established practice and repertoire has on different aspects of their professional lives. 

First, it affects students’ learning. Activities and handouts that teachers once developed 

years ago do not necessarily serve the needs and interests of the particular group of 

students they have today in a different context. As Keith explained, teachers need to 

continue to change, as the society we live in and students we have continue to change. It 

is a new group of students with a different set of expectations and experiences that 

awaits teachers every year. If teachers cannot observe certain outcomes and changes 

among students that they expect, they might want to reflect on factors that they can 

influence rather than merely blaming students for not meeting their expectations. 

Second, it is important for teachers to understand that relying on routines by 

putting a priority on making teaching efficient rather than effective does not necessarily 

promote their own growth as a teacher. In fact, this imbalance between ability and 

challenge decreases flow, which is an integral aspect of expertise. Relying on routines 

does not provide teachers with tasks that are beyond their competence. Consequently, 

teachers cannot experience the pleasure that they can only find in solving difficult 

problems. The teachers in this study not only demonstrated their consistent engagement 

with problem-solving, which consequently fostered their growth; they also showed their 
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enthusiasm for the tasks related to teaching. Even though various factors can cause 

teacher burnout and stress, flow seemed to mediate these negative factors and instead 

functioned as a motivating factor for the teachers in this study. In order to maintain the 

passion and excitement that many teachers probably experienced when they taught their 

first class, it is possible for even mid-career teachers to continue to find flow in their 

job. 

Third, teachers need to recognize that relying on routines that they had once 

established leads to fossilization of growth. In particular, it is necessary for teachers to 

engage in critical reflections about their teaching and course content that can help them 

to reframe their conceptions of teaching. The participants in this study demonstrated 

their manner in finding problems in the routines that they had established. For example, 

Asako realized through her experience as a learner in the United States that relying only 

on a translation method does not make someone an effective writer. Based on her 

reflection on her experience as a learner and a teacher, she reframed her conceptions of 

teaching writing. In addition, the way that the participants used assessment as a learning 

tool should give new perspectives for some teachers who put a great emphasis on 

assessments as an end product. In particular, Keith and Alex used assessments as a way 

to encourage recycling of skills that they had taught, and Walt allowed his students to 

collaborate on tests to facilitate communication among students while lowering their 

anxieties. These are practices that other teachers might consider. 

The next implication concerns teacher isolation. As seen in this study, the path 

to expertise is challenging. It is even more challenging for teachers who work in 
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isolation. Many teachers, particularly part-time teachers, often do not work in an 

environment that either supports their learning or recognizes their accomplishments. 

Because of the lack of professional collegiality that I also experienced in Japanese 

universities as a teacher, I was initially concerned that some of the teachers I chose for 

this study would not allow me to enter their classroom. However, none of the teachers 

showed any hesitation toward my requests for classroom visits. In fact, once the data 

collection began, they seemed excited to discuss a range of issues related to the 

observed class, students, and teaching and even occasionally sought my opinions from a 

teacher’s point of view. Their openness and eagerness to discuss and reflect on teaching 

from objective perspectives illuminates the sense of isolation that these teachers felt. 

This study did not examine how social communities could enhance the cycles of 

expertise. However, the interactions I had with these teachers made me think that this 

process of development could become more engaging and meaningful if teachers had 

environments where they could engage in reflection and problem-solving together. 

Moreover, being a part of a supportive community might also allow teachers at different 

developmental stages to find a role model who can guide them and inspire them. More 

details about how to create a supportive community are included later in the section 

about implications for school administrators and curriculum designers. 

Finally, this study provides implications about teachers’ healthy work lifestyle. 

Teachers experience an endless amount of work and stress every day in their 

professional lives. Especially those who are conscientious about their teaching and 

professional development, such as the teachers in this study, tend to overwhelm 



 

 368 

themselves by pushing themselves to the limits of their own physical and emotional 

boundaries. However, as seen by Walt’s example, a healthy body and mind allow 

teachers to enjoy the essence of teaching and the process of growth. He was able to 

maintain his excitement for teaching by dedicating time and energy to other aspects of 

life when he was not teaching, and so maintain balance in his life. The space he created 

between his home and work enabled him to approach teaching with passion, view his 

teaching from students’ perspectives, and emotionally distance himself from negative 

classroom experiences. The findings indicate that having a good balance between life 

inside and outside classrooms ultimately leads to long-term teacher satisfaction. 

 

Implications for Teacher Educators 

My hope for teacher educators is that they can help the students in their classes, 

both novice teachers and experienced ones, engage in a process in which they can make 

a connection between their learning and teaching. Just as Keith attributed his main 

source of learning to his experience of simultaneously being a student and teacher in the 

United States, helping students learn ways to transfer their learning between these two 

contexts might maximize the effect of their learning. Teacher educators can facilitate 

this process in several ways. For example, they can ask their students to create activities 

based on theories covered in class. Students can also discuss issues that they face when 

they teach a class and look for solutions from a theoretical point of view. Helping 

students understand how these two aspects of teaching and learning interact might 

provide them with a valuable experience that they can carry forward into their careers. 
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I also hope that teacher educators provide opportunities for their students to 

engage in cycles of expertise. First, understanding the impact that teacher educators 

have on students is necessary. In addition to sharing knowledge, teacher educators can 

be a role model for their students. Demonstrating openly how teacher educators are also 

on the path to development themselves might give students a realistic view of the 

concept of expertise as a process that lasts throughout one’s career. Second, helping pre- 

and in-service teachers understand the process of problem-solving is important. In order 

to engage in progressive problem solving, students need to actively seek problems by 

reevaluating their routines. Teacher educators can challenge their students to seek 

problems and show them how they can effectively work at solving problems. 

 

Implications for School Administrators and Curriculum Designers 

I hope that school administrators and curriculum designers first understand the 

significant impact that their decisions have on teachers. Any decisions and changes that 

they implement should reflect not only students’ but also teachers’ opinions and beliefs. 

As this study indicated, teachers have strong beliefs based on their knowledge, which is 

highly contextualized. The knowledge includes not only what students need to learn and 

how they learn, but also how to best facilitate their learning. If administrators and 

curriculum developers ignore this essential aspect of teacher expertise and make top-

down decisions without considering teachers’ perspectives, it not only demotivates 

teachers but also affects students’ learning in a negative way. 
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However, building a program or a curriculum by incorporating beliefs and 

knowledge of teachers of different backgrounds is difficult. I offer two suggestions to 

address this challenge. First, those in charge of developing a curriculum should learn 

about their context in detail, from the inside, before implementing a new curriculum or 

making changes in an existing curriculum. In addition to investigating needs and 

interests that students and stakeholders have for a program, curriculum developers must 

speak directly to teachers, whose jobs are greatly affected by the curriculum. Creating a 

curriculum that teachers do not consider to be a constraining factor to their teaching is 

likely to promote effective teaching. Curriculum coordinators can benefit greatly from 

listening carefully to teachers, many of whom have deep knowledge about their specific 

teaching context. 

Second, the findings of the study indicate that creating a curriculum that 

provides a basic framework rather than minute details about every aspect of teaching is 

integral to meeting a wide range of teaching philosophies that teachers bring to the 

program. All the teachers in the study emphasized the importance of having autonomy. 

They used their agency within the given autonomy to create and share new course 

content, maximize the effect of their knowledge, and continue to refine their teaching. 

Autonomy led these teachers to do more than what they were expected to do according 

to a job description. Therefore, I propose that setting up a program that clearly defines 

the goals and objectives of each course and trusting teachers set their own route to help 

students reach the goals can provide teachers the autonomy they need to work creatively 

within an existing structure. 
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Moreover, my hope for school administrators is that they recognize the positive 

impact that supportive social environments have on teachers, who often feel a sense of 

isolation. A community that supports and recognizes teachers’ outstanding performance 

leads to teachers’ development of expertise. Building a program that truly cares about 

teachers’ growth as much as students’ growth will in return gain benefits, such as a 

group of dedicated teachers who continue to seek ways to provide better education to 

students. For example, showing genuine interest in what teachers do in class, and 

recognizing their excellent work through classroom observations and regular meetings 

to discuss issues related to classrooms and curricula will provide teachers with a sense 

of community rather than isolation. Furthermore, if administrators recognize when 

teachers demonstrate poor quality teaching, helping these teachers shift to a path to 

development is important. Some of the ideas include finding out and discussing 

problems together. 

I have two suggestions related to recognizing teaching effectiveness. First, 

retrospective discussions about teachers’ career development are useful. Based on the 

view that expertise is on a continuum, learning about how teachers have made progress 

throughout their career is an indication of their growth. The participants in this study 

demonstrated their growth through problem-solving, which became more complicated 

as they gained more experience. Likewise, examining the nature of problems that they 

once had and are now facing will provide insights into how effective these teachers are. 

Second, examining course content that teachers created and used offers indications 

about their competence. As the findings of this study demonstrated, the process of 
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creating and revising course content is complex. Effective teachers rely on various 

knowledge bases, such as knowledge of learners and curricular knowledge. This process 

also indicates teachers’ beliefs about teaching and learning a language. Therefore, 

documenting the nature of course content that is created or adapted by teachers offers 

understanding of teacher effectiveness. Examining course content that teachers have 

developed helps administrators to recognize good teaching, for offering support to 

struggling teachers, and for hiring new teachers. 

Furthermore, my findings reveal that the teachers who were on limited contracts 

experienced a lack of security. I hope that school administrators understand the negative 

impact that the limited contract system possibly has on education, such as losing 

experienced teachers who are highly knowledgeable about their students and the 

program. Providing such teachers with a supportive community that helps to enhance 

teachers’ expertise and passion for teaching benefits students, and furthermore, 

contributes to the development of L2 teaching in Japanese universities. 

 

Limitations and Further Research 

I discuss five areas of limitations that this project had and suggest future inquiry 

concerning expertise research in L2 teaching that could be done. The first limitation of 

this study is that it focuses only on outstanding teachers rather than comparing these 

teachers to other types of teachers who are considered to be experienced but have 

fossilized in their development. I did not select experienced but inexpert teachers 

mainly for three ethical reasons. First, it is problematic to ask teachers to recommend 
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someone that they considered to be an experienced ineffective teacher in the process of 

identifying experienced teachers who nonetheless lacked expertise. Moreover, even if 

ineffective teachers are recommended by others, it is difficult for me to ask for their 

participation for a comparative study of excellent and ineffective teachers, especially if 

they belong to the latter group of teachers. Furthermore, even though the criteria I relied 

on helped me identify participants who were likely to demonstrate expertise, the criteria 

were not necessarily used to identify experienced nonexperts. Related to the issue of 

criteria, it is plausible that there were excellent teachers who were not recommended by 

their supervisors for this study simply because these teachers were not recognized in a 

system that did not evaluate teachers regularly. 

Investigating fundamental differences between these two types of teachers 

highlights critical elements of expertise. Future research is necessary that selects and 

invites experienced teachers who seem to lack expertise to participate in studies that 

explore different aspects of their teaching. In particular, investigating factors that lead to 

poor practices enables us to understand that these factors are mainly related to teachers’ 

lack of competence or constraints that are beyond teachers’ control. The constraining 

factors can include contextual factors, such as lack of agency or supportive social 

environments, both of which interfere with their growth. Examining these factors can 

provide important information for teacher improving development. 

Second, longitudinal studies that examine developmental processes of L2 

teaching expertise are necessary. The data collection for this research spanned only a 

year and half, which made it problematic to capture accurate, fine-grained descriptions 
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about changes over these teachers’ long careers of teaching as they occurred. In order to 

provide more details about someone’s real-time process of developing expertise, it is 

necessary to engage in prolonged data collection over numerous years. Longitudinal 

research such as this, although difficult, would make it possible to provide deep and 

insightful descriptions of development, which does not occur in a linear manner. 

Particular areas that deserve further attention are how experienced teachers who are 

considered experts in one context adapt their teaching and find new challenges as they 

change their teaching context, what new resources they rely on to solve problems, and 

how they manage the level of flow to tackle a problem over time. 

Next, investigating students’ perceptions of expertise is beneficial. In my 

project, data from student focus groups indicated congruence between the teachers’ and 

their students’ perceptions of the class. However, I had only four to six students who 

participated in focus groups for each teacher participant. This small sample consisted of 

students who volunteered to discuss these teachers for this project, making it 

problematic to draw any strong conclusions about general perceptions that the students 

had about their teachers in the study. Exploring this area further by using other methods, 

such as focus groups or in-depth interviews with a larger number of students who 

represent different levels of proficiency or motivations will highlight richer pictures of 

perceptions held by students. In particular, examining the congruence or divergence of 

perceptions between students and teachers of different developmental stages requires 

further investigation. Exploring how some teachers begin to have perspectives that align 

with students’ perspectives can help improve teacher education. Furthermore, 
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understanding long term affective impacts that expert teachers have on students is 

necessary. During focus groups, the majority of students in this project discussed the 

affective impact that their previous expert teachers had in their lives. The lasting effects 

of expertise will add another element to studies of expert teaching. 

The fourth limitation concerns the participants. I had already known all four 

participants before the data collection. The weaknesses of the relationship include my 

positionality and their knowledge about my research topic. For example, I was a 

curriculum coordinator in a program in which two of the participants taught at the time 

of data collection. Therefore, my positionality could have negatively affected their 

performance. Moreover, I already had some knowledge about these teachers based on 

reputations among colleagues and students. This knowledge might have affected bias 

issues, because I had pre-conceived notions about these two participants before the data 

collection began. Furthermore, two of the participants were aware of my research 

interest. Previously, one of the participants helped me transcribe some of the interviews 

I had conducted about teaching expertise. In addition, the other participant was aware of 

my research interest because we applied for a research grant with two other teachers. 

Their knowledge about my research interest might have influenced their practices, 

because they could have felt pressure to live up to the standards of experts. 

The final limitation is related to this fourth limitation about convenience 

sampling. Based on the reality that teaching expertise is contextually-bounded, research 

that focuses on teachers in various contexts is necessary. One limitation that I had in 

this study concerned my busy schedule, which affected data collection. I selected 
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participants who taught at universities that I had an easy access to visit in western 

Japan. In fact, three of the participants taught in Oka University, in which I could easily 

visit. Moreover, all the participants mostly had students who were highly proficient in 

English and motivated to learn English. Additionally, these teachers had a small number 

of students in class, ranging from a few students to approximately 30 students. 

Understanding how teachers effectively work with students with low proficiency and 

motivation, how they tackle large-sized classes, which are common in national and 

state-level universities in Japan, and what they do differently in this context from other 

contexts are promising areas of future research. 

 

Epilogue 

Ichiro Suzuki, one of the most legendary players in the history of both Japanese 

and American baseball, made an announcement of his retirement on March 21st, 2019, 

about the time I was defending this dissertation. He has set numerous records as a hitter, 

including most hits in Major League Baseball history by a foreign-born player (3,089) 

and most hits (262) in one season in 2004. He also proved his outstanding defense skills 

by gaining a title of a Golden-Glove winner ten times in the United States. He also 

became a winner of the Most Valuable Player Award. The list of his great 

accomplishments goes on. Sports journalists are certain about his future entry into the 

halls of fame both in Japan and the United States. 

However, it is not only these awards and records that he has gained that indicate 

his contribution to baseball. About a week after he had announced his retirement, one of 
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his former teammates from Seattle Mariners, Dee Gordon, took out one full article in 

Seattle Times. He wrote a letter in the article, showing his appreciation for Ichiro and 

describing the significant influence that Ichiro had on him as a baseball player and also 

a person. His message to Ichiro is indicative of the effect experts have on others beyond 

setting records that others see as a goal to surpass. Experts touch those around them. 

Ichiro inspired Gordon through his superb performance, persistent dedication to 

practice, and consistent support and guidance he gave him. The impact Ichiro had on 

Gordon, other baseball players, coaches, and fans is significant. People witnessed and 

learned what it took Ichiro to get to where he was to be called an expert. 

The day after Ichiro made an announcement about his retirement from baseball, 

he gave an interview. When he was asked about what he thought he was able to teach 

through the way he lived throughout his career, he explained: 

人より頑張ることなんてとてもできないんですよね。あくまでも、秤

（はかり）は自分のなかにある。それで自分なりに秤を使いながら、自

分の限界を見ながら、ちょっと超えていくということを繰り返してい

く。そうすると、いつの日か「こんな自分になっているんだ」という状

態になって。だから、少しずつの積み重ねが、それでしか自分を超えて

いけないというふうに思うんですよね。一気に高みに行こうとすると、

今の自分の状態とギャップがありすぎて、それが続けられないと僕は考

えているので。地道に進むしかない。進むだけではないですね。後退も

しながら、ある時は後退しかしない時期もあると思うので。でも、自分



 

 378 

がやると決めたことを信じてやっていく。でもそれは正解とは限らない

ですよね。間違ったことを続けてしまっていることもあるんですけど。

でもそうやって遠回りすることでしか、本当の自分に出会えないという

か。 

I cannot work harder [than others]. The scale, to the last, is inside of me. By 

using the scale the way I can, by checking my limit, I continue to surpass it 

[limit]. If I do that, I end up in this condition, in which I go “I have become this 

person” someday. So piling [efforts] little by little, that’s the only way to surpass 

myself I think. If I try to go to a higher place all at once, there is too much gap 

between where I am [and the high place], so I think you cannot continue it. You 

just have to keep moving forward steadily. It is not just moving forward. While 

you keep going backwards, I think all you do is to regress during certain periods. 

But you continue to do what you have decided to do by believing in it. But it is 

not always the right answer. Sometimes you end up continuing to do wrong 

things. But taking a longer route is the only way to meet your true self, I think.  

- I. Suzuki, press conference, March 22, 2019  

This quote indicates some of the main characteristics that the participants in this 

study also demonstrated. Based on their beliefs to be the best teachers that they 

could be, the teachers continued to tackle and solve problems that they considered 

important for students. They were critical about their own teaching and course 

content as Ichiro was critical about his performance. Sometimes, they faced issues 

that seemed to have fossilized their development as Ichiro experienced and 
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described as regression. Their development was scaffolded in a similar way to 

Ichiro’s, in that Ichiro did not expect himself to suddenly go on to the next level. 

Expertise is a path that any professional can take. However, it is only those who 

have strong will and beliefs who can stay on this path and those who are not 

willing to settle for established routines. And it is a challenging path, but also a 

path that allows people to discover surprising facts about who they can really be. 
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APPENDIX A 

EMAIL ASKING FOR RECOMMENDATION OF TEACHERS 

 

Hello, 

I hope this message finds you all well. I have a big favor to ask of you. As you know, I 

am writing a dissertation about expert teachers at Temple University, Japan, and I am in 

the process of finding teacher participants. I believe all of you are in a position where 

you have great knowledge about teachers in your program, and I wonder if you could 

recommend a couple of teachers, who might meet the following criteria. Nationality, 

gender, and status (full time or part time) do not matter. 

 

I am looking for someone who(m) 

 

1. has a total of five or more years of EFL teaching experience at Japanese 

universities 
 

2. has over three years of EFL teaching experience at your institution (experience in 

other departments at your school counts) 

 

3. has a higher degree (Masters and/or doctoral degree) in English language 

education or a related area (TESOL, applied linguistics, education, communication 

etc.) 

 

4. you consider as an effective teacher based on your personal interactions with the 

teacher, reputation among students or colleagues, observations, or student 

evaluations, etc. 
What I mean by "effective teacher" is someone you consider different from other 

experienced teachers. Is there someone that stands out more than others? Is it someone 

you could recommend others to hire? 

 

If you could provide some background information about the teacher and reasons why 

you consider him or her as an effective teacher, I would really appreciate it. Should you 

have any questions, please feel free to contact me. Thank you very much for your help 

in advance. 

どうぞよろしくお願い致します。 

 

Mayumi Asaba 

浅羽 真由美 
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APPENDIX B 

EXPLANATION OF THE STUDY 

Hello, 

Thank you for agreeing to participate in my dissertation study as part of my 

doctoral program at Temple University's Japan campus. As you might know, I am 

interested in learning about teaching practices of EFL teachers at Japanese university 

settings. I hope to use the findings of my research not only to contribute to the literature, 

but also to EFL teachers at Japanese universities, including myself, who hope to 

improve teaching practices to facilitate effective learning among EFL students. 

Before I begin my data collection, I would like to explain your involvement for the 

study. I am also attaching a consent form that I would like you to sign upon your 

agreement. 

 

1. Classroom observations 

I would like to visit two different classes that you teach. For each class, I would like to 

observe your lessons on three separate occasions such as in the beginning, middle, and 

end of the semester. However, we will negotiate appointments for class visits, which 

will be made according to your convenience and my availability. 

During classroom observations, I would like to video record your lessons with your 

permission. The purpose of recording is for me to go back and check my notes that I 

will be taking during observations. Of course, video recordings are not a required part 

of this project, if you feel uncomfortable with them. 

 

2. Interviews 

I would like to conduct a maximum of five interviews. My preference is to conduct the 

first interview prior to the semester when the first classroom observation is scheduled. 

In this interview, my plan is to ask questions related to your teaching career, especially 

at Japanese universities. In addition, I hope to learn something about the class(es) that I 

am visiting, including information about the content, students, and materials that you 

might be using. It is my hope to use the opportunity to learn about lessons I am 

observing from your point of view. Upon your permission, I would like to audio record 

our interviews, so I can go back and listen to our conversations. 

 

3. Collection of artifacts 

I would like to collect class materials that you feel comfortable sharing with me. 

Examples include a syllabus, handouts, and lesson plans. 

Thank you again for agreeing to participate in this study. There will be a small 

compensation for your participation. Please feel free to contact me if you have any 

questions, concerns, or requests about your participation. 

 

Mayumi Asaba, Ph.D. Candidate, Temple University, Japan 

Contact information added. 
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APPENDIX C 

 INFORMED CONSENT FORM FOR TEACHER PARTICIPANTS 

 

Title of the research study (tentative): Case studies of experienced EFL teachers at Japanese 

universities 

 

Name and Department of investigator: Mayumi Asaba, Ph.D. student in Applied Linguistics 

at Temple University Japan 

 

Purpose of the Form: The purpose of this form is to ask you to participate in a research study. 

I explain the study below and request that you volunteer to participate in the study. Please feel 

free to ask any questions that you might have before you decide if you want to participate. 

Whether you take part in the study is entirely up to you, and you are also free to withdraw from 

the study at any time. By signing this consent form, you are not waiving any legal rights that 

you have. You are only indicating that the study has been explained to you, that you have had 

an opportunity to ask questions, that you understand what is involved, and that you are willing 

to participate in the study. 

 

Explanation of the study: The goal of this study is to investigate characteristics of experienced 

EFL teachers at Japanese universities as a way to better understand the notion of expertise. This 

project is part of my dissertation work at Temple University Japan, but it might evolve into a 

larger study to be published in the future. Data collected in the study will be used for 

educational and research purposes only. 

 

Imposition on participants: The estimated duration for your participation in the study is 

approximately 10 hours in total over a period of one or two semesters. During this time, I would 

like to make three visits to two of your classes, interview you up to three times, and collect 

some of your materials, such as lesson plans and syllabi that you are willing to share. I would 

also like to talk to some of your students from observed classes if this is possible and allowed at 

your school. 

 

Risks: The reasonably foreseeable risks or discomforts of participating in this study are 

minimal. The project will require a few hours of time on your part, spread out over a semester. 

We might also talk about some experiences, opinions, or memories of teaching and learning in 

your past. However, if at any time, you do not feel comfortable answering a question or having 

me observe you, please let me know and I will respect your requests. Although I will take all 

steps to ensure confidentiality, there is a small chance that your identity could be surmised. 

 

Benefits: The benefit of participating in this study is knowing that you have contributed to an 

increased understanding of the expertise studies in teaching and to the education for a future 

researcher. It is likely as well that you will understand your own teaching and learning better as 

a result of in-depth interviews and your own reflections. 

 

Your rights as a research participant: Your participation is voluntary. You might decide not 

to participate and you are free to stop participating in the research at any time without penalty. 

If you decide not to participate at any time, no information related to you will be included in 
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this study. At any time now and in the future, you can ask me questions about this study and I 

will do my best to answer your questions to your satisfaction. If you decide to drop out, the data 

I have collected from you will be destroyed. 

 

Confidentiality: I will do my best to keep data collected for this study confidential. I will keep 

all of this information in a safe place, and do my best to ensure your anonymity. All the proper 

names used in this study, including yours, will be changed. I will also do my best to limit the 

disclosure of your identity, but I cannot promise complete secrecy. There is always a potential 

risk of loss of confidentiality. In addition, in order to ensure that I am following the rules and 

regulations regarding research and the protection of human subjects. 

 

Dissemination: Data collected for this project will go into my dissertation at Temple University 

Japan. I will also be sharing some data with my advisor(s) and some of my fellow classmates. In 

the future, the data might also be used for a publication. 

 

I understand the information given to me, and I have received answers to any questions I have 

about the study. I understand and agree to the conditions of this study. 

 

If you have any other conditions regarding the use of the data provided for this study, please 

specify them below.  

______________________________________________________________________ 

______________________________________________________________________ 

______________________________________________________________________ 

 

I understand that my participation in this study is voluntary, and that I can withdraw from this 

study at any time by telling Mayumi Asaba to remove me from the study. Contact information 

is written below. 

I also understand that I will receive a signed copy of this consent form. 

 

_______________________________ 

Name (please print) 

_______________________________                   _______________ 

Signature                                                                          Date 

 

Thank you very much for your participation. 

 

_______________________________ 

Print Researcher’s Name 

_______________________________                   _______________ 

Researcher’s signature                                                       Date 

 

Contact information 

Mayumi Asaba 

xx-xx xxxxxxx-cho xxxx, xxxxxx, Japan 

xxxxxxxx@gmail.com 

080-xxxx-xxxx 
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APPENDIX D 

EXPLANATION OF CLASS OBSERVATIONS 

 
学学学学学学学学 

2015年年学年 

 
浅浅 真真真・ ・・・・大学ジジジ・博博博博博学博 

 
私が博在すす博博博博の学学の一一ととと、英英英英の授授授学を行いいす。授授授学の

際に、皆ささの様様ををををを録録といす。録録の対対は、学学の最大の焦焦をです英英英英をすが

、皆ささが映映に映す可可可がでがいす。本学学を収収すすをすすは、厳厳に管管ささ、英教・ 学学

目目にのに使使ささいす。  
学学ににいと質質や不学な焦がでさが、メす・にと浅浅真真真にに連連連さい。 (xxxxxxx

x@gmail.com) 
 
に協協に感感といす。  

 

 
浅浅 真真真 
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APPENDIX E 

CLASSROOM OBSERVATION TABLE 

 

Keith and Walt: First Classroom Observation <Week 3>  

 
 

Keith <ER> 
fall, 2015 

Keith <ER> 
spring, 2016 

Walt <ER> 
fall, 2015 

Walt <Writing> 
fall, 2015 

Material Uses a different worksheet 
from the last semester 

Timed reading textbook, short 
story (Christmas present) 
from the book 
 

Uses the same worksheet 
from the last semester 

Same textbook 

Focus Goes deeper in to the content Explaining what/how/why 
students do each activity. 

General talk about the 
content 
 

Lectures 

Class size Smaller class (one group 
during R/C) 5 students 
 

Medium (16 students) Bigger class (3 groups during 
R/C) 10 students 

Medium 7 students 

Proficiency level Intermediate level (b) Intermediate level (b) Higher level (a) Intermediate level (b) 
 

Class activity 5 min: mreader explanation 
80 min: Reading Circle 
5 min: Explanation about the 
following class 

15 min: Timed reading 
10 min: Reading circle 
explanation 
50 min: Reading circle 
5 min: Preparation for the 
next class. 
5 min: Free SSR 

5 min: Explanation about 
mreader 
40 min: R/C 
20 min: Timed reading 
20 min: SSR 
5 min: Explanation about the 
following class and mreader 

10 min: Timed writing 
25 min: Textbook analysis 
10 min: Homework check 
25 min: Students research 
15 min: Blog explanation 
5 min: Explanation and 
students grade their 
performance 
 

Teacher talk All English 
Minimal teacher talk (directing 
and content) 

All English 
Explaining the purpose of 
activities and how to do them 
(timed reading, reading circle) 
 

All English 
Minimal teacher talk (detailed 
explanations and warning) 

All English 
Teacher talk (lecture, 
clarification) 
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Teacher 
movement 

Teacher moves little 
(beginning, R/C, ending) 

Teacher walks around the 
classroom 
(while students are doing 
timed reading, 
 

Teacher walks while students 
are working in groups 

Teacher walks while students 
are working in groups and 
individually 

While students 
are individually or 
in groups/pairs 
working 

N/A Teacher walks around the 
classroom 
Teacher joins group 
discussions shares 
experiences and ideas. 
 

Teacher focuses on a 
preparation for the next 
activity 

Teacher focuses on a 
preparation for the next 
activity 

Students  Talking, laughter, 
 

  

Classroom  Rather large Computer room Regular Computer 
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APPENDIX F 

INTERVIEW QUESTIONS FOR TEACHER PARTICIPANTS STAGE 1 

 

Stage 1: Past experiences 

 

Background information 

1. Why did you choose to teach English in Japan? 

2. How did you feel about it when you first taught English? 

3. Could you tell me about where you taught before teaching at a university? What 

kind of students did you have? What type of teaching did you do? 

4. Why did you decide to teach in universities? 

5. What made you decide to pursue a degree that is related to English teaching? 

6. What were some of the jobs you enjoyed the most at a Japanese university? Can you 

tell me why you enjoyed them more than other jobs? 

7. What were some of the jobs that you enjoyed the least at a Japanese university? Can 

you tell me why you enjoyed them least compared to other jobs? 

 

Related to the class I am observing 

8. What type of classes did you teach at this university? 

9. Which one was your favorite and why? 

10. What are some things that went well in that class last semester? 

11. What were some challenges you faced in that class last semester? 

12. What areas did you see your students needed to develop last semester? What did 

you do to help them facilitate the process? 

13. Why did you decide to use the material you are using this semester? 

 

General teaching 

14. Could you tell me about some of your favorite teachers (elementary school etc.)? 

Why do you think they were good teachers? 

15. Could you tell me about some ineffective teachers you have had? Why do you think 

they were bad teachers? 

16. Can you tell me about some rewarding experiences that you have had as an EFL 

teacher at Japanese universities? 

17. What were some of the challenges that you have had as an EFL teacher at a 

Japanese university? 
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APPENDIX G 

INTERVIEW QUESTIONS FOR TEACHER PARTICIPANTS STAGE 2 

 

Stage 2: Present 

 

1. How do you think the class went? 

2. What went well? What didn’t go well? 

3. How did the class go compared to how you imagined that the class would go? 

4. What did you hope to accomplish? Do you think you succeeded? 

5. If you could teach the same class, what would you do differently? 

6. What have you done in the last couple of lessons? 

7. What do you hope to do in the next lesson? 

 

Questions related to specific events in a classroom 

1. Why did you decide or not to do ---? (e.g., skip timed reading?) 

2. What were some concerns that you might have had about ---? (e.g., putting everyone 

into one group?) 

3. How did you check students’ understanding of a class? 

4. What were you usually doing when students were…? (e.g., working in pairs or 

individually?) 
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APPENDIX H 

INTERVIEW QUESTIONS FOR TEACHER PARTICIPANTS STAGE 3 

Interview Questions for Stage 3 

 

Section 1 

Reflection of the course(s) they taught. 

1. How satisfied are you about achieving the goals set by the curriculum/program? 

Why? 

2. How satisfied are you about achieving the goals that you set for yourself? Why? 

3. How do you think the materials/activities you used worked for this course? 

4. If you were to teach this course again, what would you do differently? 

5. What do you think your students learned by taking your course? 

6. What do you hope your students learned by taking your course? 

 

Section 2 

How they conceptualize good teaching 

7. What does a good day of teaching look like to you? Can you describe it? 

8. What does a bad day of teaching look like to you? Can you describe it? 

9. What are qualities that good EFL teachers at Japanese universities have? Why do 

you believe these are positive qualities? 

10. What do you hope to see your students achieve through English language 

education? 

11. What do you hope your students learn from you? 

12. What are your strengths as an English teacher at a Japanese university?  

 

Reflection on their teaching career 

13. What are some experiences that helped you be the teacher you are today? 

14. What are some of the strategies that you use to adopt to a new teaching context? 

15. What are some of the adjustments you made when you first started teaching in this 

program? 

16. What are some of the changes that you feel you have made since you first started 

teaching in this program? 

17. How do you feel about teaching in this program today compared to when you first 

started teaching? 

18. What are some mistakes that you have made as a teacher? 

19. What have you learned from that mistake? How did it affect your teaching after the 

incident? 

20. Which areas do you feel you need to work on to continue developing? How do you 

want to go about developing further? 

21. How satisfied are you with your teaching career today? (amount of classes 

teaching, status, and university) 

22. Can you describe your ideal working environment in a Japanese university context? 
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23. What kind of colleagues/supervisors have you had that you enjoyed working with? 

Why? 

24. If you were able to change certain things about institutional constraints (class time, 

how classes are required, kinds of classes assigned, placement system, textbook 

selections), what are some of the things would you like to change? 

25. What are some of your future professional goals as an English language teacher? 

26. What are some of the things you think are necessary to reach those goals? 

27. What are some benefits of participating in my study? 
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APPENDIX I 

FLYER FOR RECRUITMENT OF FOCUS GROUP PARTICIPANTS 

 
学学学学学学学学 

2015年年学年 

 
浅浅 真真真・ ・・・・大学ジジジ・博博博博博学博 

 
私が博在すす博博博博の学学の一一ととと、皆ささにさ収いが頂き、このこここに関すす

感感ににいと話と合っと頂ききいと思いいす。時年は来年の始め、所所時所は約１時所をす。皆ささ

の名名には匿名が使わさ、こここ担担英英は勿勿、他の方方にに身身が分かかないかかに配配ささい

す。イ・すをイすの録録をすすは厳厳に管管ささ、英教・ 学学目目にのに使使ささいす。  
イ・すをイすに参参とと頂けす方は、以連に名名と連連連をに記記連さい。後後、時所・

場所・ 報報ににいとの詳とい内内学学ににいとに連連を差と上げいす。質質や不学な焦がでさが、メ

す・にと浅浅真真真にに連連連さい。 (xxxxxxxx@gmail.com) 

 
に協協に感感といす。  

 

名名 連連連(Emailアアアこ・ 電話電電電) 

  

  

  

  

  

  

  

  

  

 

 



 

 406 

APPENDIX J 

EXPLANATION OF FOCUS GROUP 

 
学学学学学学学学 

2015年年学年 

 
浅浅 真真真・ ・・・・大学ジジジ・博博博博博学博 

 
私が博在すす博博博博の学学の一一ととと、皆ささにさ収いが頂き、このこここに関すす感感にに

いと話と合っと頂きいす。学学に関ととの詳詳を以連に記といす。  

 

研究題目︓⽇本の⼤学で教える経験豊富な英語教師の事例研究について  
 
研究者︓浅羽 真由美／テンプル大学ジャパン後期博士課程在籍中 
 
研究目的︓本研究の主な目的は、日本の大学で英語を教える経験豊富な教師はどのような特徴
を持っているのかを分析することです。このプロジェクトは、研究者が在籍する大学の博士論⽂の⼀
部です。本研究で収集するデータは、教育・研究目的にのみに使用されます。 
 
研究⽅法︓本研究で被験者は、他の数名の被験者と共に、対象クラスに関する感想について話し
合ってください。本研究の予定期間は１時間ほどです。 
 
研究参加者としての被験者の権利︓この研究に参加するかしないかは被験者の自由です。また、
参加後に辞退することもできます。その場合に罰則はありません。途中で辞退した場合、その被験者
に関わるデータは本研究に⼀切使用しません。本研究についての質問があれば、被験者はいつでも
研究者にたずねることができます。研究者は被験者が満⾜する回答を提供すべく、最大限の努⼒を
します。 
 
守秘義務︓本研究で収集するあらゆる情報及びデータは厳重に管理され、安全な場所に保管さ
れます。被験者の個⼈情報は⼀切公開しません。 
 
何か質質や不学な焦がでさが、メす・にと浅浅真真真にに連連連さい。  

(xxxxxxxx@gmail.com) 

 
に協協に感感といす。  
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浅浅真真真  
・・・・大学ジジジ・博博博博博学博 
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APPENDIX K 

 INFORMED CONSENT FORM FOR STUDENT PARTICIPANTS 

 
学術研究参加承諾書 

被験者保護に関する大学設置委員会 
2016年1月 

 

研究題目︓日本の大学で教える経験豊富な英語教師の事例研究について  
 
研究者︓浅羽 真由美／テンプル大学ジャパン後期博士課程在籍中 
 

研究目的︓本研究の主な目的は、日本の大学で英語を教える経験豊富な教師はどのような特徴
を持っているのかを分析することです。このプロジェクトは、研究者が在籍する大学の博士論⽂の⼀
部です。本研究で収集するデータは、教育・研究目的にのみに使用されます。 

 

研究⽅法︓本研究で被験者は、他の数名の被験者と共に、対象クラスに関する感想について話し
合うことが求められます。本研究の予定期間は１時間ほどです。 

 

研究参加の利点︓この研究に参加する被験者の利点は、英語教師の知識や能⼒また、成⻑プロ
セスに関する理解を深めることと研究者を教育することに貢献できる点です。また被験者は自⾝の英
語学習経験について話すことにより、自⾝の学習に関した振り返りをすることができます。 

 

研究参加者としての被験者の権利︓この研究に参加するかしないかは被験者の自由です。また、
参加後に辞退することもできます。その場合に罰則はありません。途中で辞退した場合、その被験者
に関わるデータは本研究に⼀切使用しません。本研究についての質問があれば、被験者はいつでも
研究者にたずねることができます。研究者は被験者が満⾜する回答を提供すべく、最大限の努⼒を
します。 

 

守秘義務︓本研究で収集するあらゆる情報及びデータは厳重に管理され、安全な場所に保管さ
れます。被験者の個⼈情報は⼀切公開しません。 
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参加への同意︓下欄への署名をもって、被験者は本研究への参加及び上記条件に同意します。
研究について質問や不明点があれば、電話またはメールにて浅羽真由美にご連絡ください。ご参加
に感謝します。 

 

この研究にご参加いただける場合は、下欄にご署名ください。 
 

                                              
参加者氏名（あなた）      日付 
 
                                            
研究者氏名         日付 
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APPENDIX L 

STUDENT BACKGROUND QUESTIONNAIRE 

 
学学学学シすシ 

 

名名： ：：：：：：：：：：：：： 出身出： ：：：：：：：：：：：：： 

大学名： ：：：：：：：：：：：：：：： 専専： ：：：：： 学年： ：：： 

 
以連の質質ににいと担とはいす答えに を付けと連さい。○  

 
出身出出： 公公・ 私公 

大学大大： 一一・ 推推・ 指指出推推・ ・の他（              ）  

出出をの英英授授ににいと：  

1. 特特コすこにいき・普普コすこにいき・・の他（           ）  

2. 会話を博中に学学とき・大大受受を博中にとき・・の他（       ）  

3. 授授ははは全と母母英を行わさき・授授ははは全と英英を行わさき・授授は母母英と英英英分英分はほを行わ

さき 

・の他（                   ）  

 
大学の英英授授ににいと：  
授授名と簡簡な内内の学学を学いと連さい。  

授授名： ：：：：：： 内内： ：：：：：：：：：：：：：：：：：：：：： 

授授名： ：：：：：： 内内： ：：：：：：：：：：：：：：：：：：：：： 

授授名： ：：：：：： 内内： ：：：：：：：：：：：：：：：：：：：：： 

授授名： ：：：：：： 内内： ：：：：：：：：：：：：：：：：：：：：： 

授授名： ：：：：：： 内内： ：：：：：：：：：：：：：：：：：：：：： 
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APPENDIX M 

INTERVIEW QUESTIONS FOR STUDENT FOCUS GROUPS 

1. Please tell me your overall impression of this class.  
このこここの全全目な感感を英えと連さい。  

2. What was something that you remember the most about the class? 
このこここを一電一対に残っといすことは何をすか？ 

3. What are some of the positive things about this class? 
このこここを良かっきことは何をすか？ 

4. What are some of the things or activities that your teacher did in this class? 
このこここをほのかかなこと、いきはアこ・ま を・ますを連学はといときか？ 

5. Which one did you find helpful for learning? Why? 
・のかそのほさがでなきの学学に役に公っきと思いいすか？・とと・さはなそをすか？ 

6. What are some of the new things that you found helpful in this class? 
このこここを新とし 学さんことを、でなきが役に公にと思かことは何をすか？ 

7. What do you think your teacher was trying to teach you in this class? How 

successfully do you think you learned it? 
このこここを連学はほのかかなことをでなきに英えかかとときと思いいすか？でなきはほさんけ

・さを学びとすことが出来いときか？ 

8. What are some of the things that your teacher did that helped you enjoy the class 

more? 
連学がときことを、でなきがこここを楽とし事がをききのはほのかかなことをすか？ 

9. What was something you wanted to do more of? What was something you wanted 

to do less of?  
このこここをにっとときかっき、いきはでいがときし なかっきことは何をすか？ 

10. Talk about the best teacher you have had. 
でなきにとっと一電かかっき連学ににいと話とと連さい。  

11. Talk about the worst teacher you have had. 
でなきにとっと一電一一んっき連学ににいと話とと連さい。  

12. What kind of university English teacher do you want to take a class from? Why? 
ほのかかな大学の英英の連学かか授授を大けきいをすか？何何をすか？ 
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APPENDIX N 

CLASSROOM OBSERVATION SCHEDULE 

 

Week, university,  

semester, period 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 

Walt ER  

@ Oka 2015 (fall)  

Thursday 3 

  10/8 

2015 

 

    11/12 

2015 

 

11/19 

2015 

 

  12/10 

2015 

 

12/17 

2015 

 

 

Walt Writing  

@ Oka 2015 (fall)  

Thursday 4 

  10/8 

2015 

 

    11/12 

2015 

 

11/19 

2015 

 

  12/10 

2015 

 

12/17 

2015 

 

 

Keith ER  

@ Oka 2015 (fall)  

Monday 4 

  10/5 

2015 

 

    11/16 

2015 

 

11/23 

2015 

 

  12/14 

2015 

 

  

Keith ER  

@ Oka 2016 (spring) 

Monday 4 

  4/25 

2016 

 

    5/30 

2016 

 

6/6 

2016 

 

   7/4 

2016 

 

 

Asako Int’l news  

@ Port 2016 (spring)  

Thursday 3 

  4/28 

2016 

 

5/12 

2016 

5/19 

2016 

         

Asako Writing  

@ Koyo 2016 (fall)  

Wednesday 4 

  10/12 

2016 

 

  11/2 

2016 

11/9 

2016 

    12/14 

2016 

 

  

Alex four-skills-based  

@ Oka 2016 (spring) 

Wednesday 4 

  4/27 

2016 

 

    6/1 

2016 

 

  6/22 

2016 

 

6/29 

2016 

 

  

Alex Study Abroad 

Preparation @ Oka 2016 

(spring)  

Wednesday 5 

  4/27 

2016 

 

    6/1 

2016 

 

  6/22 

2016 

 

6/29 

2016 
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APPENDIX O 

INTERVIEW SCHEDULE 

 

Participant, Class 
University 

Time 

 
Stage 1 (pre-semester) 

<Place> 

 
 

Stage 2 (after class observation) <Place> 

 
 

Stage 3 (post-semester) <Place> 

Walt ER  
@ Oka  
2015 (fall) Thursday 3 

9/17/15 (1:37:10) 
<Coffee shop> 

1. 10/8/15 (74:33) <Pizza restaurant> 
2. 11/12/15 (50:34) <University cafeteria> 
3. 12/17/15 (1:09:01) <University 

restaurant> 
 

3/1/16 (1:59:10) <Walt’s apartment> 

Walt Writing  
@ Oka  
2015 (fall) Thursday 4 

9/17/15 (1:37:10) 
<Coffee shop> 

1. 10/8/15 (74:33) <Pizza restaurant> 
2. 11/12/15 (50:34) <University cafeteria> 
3. 12/17/15(1:09:01) <University 

restaurant> 
 

3/1/16 (1:59:10) <Walt’s apartment> 

Keith ER  
@ Oka  
2015 (fall) Monday 4 

9/15/15 (1:16:30) 
<Keith’s office> 

1. 10/5/15 (45:26) <Conference room> 
2. 11/16/15 (43:08) <Conference room> 
3. 12/14/15 (27:27) <Conference room> 
 

4/1/16 (1:12:09) <Keith’s office> 

Keith ER  
@ Oka  
2016 (spring) Monday 4 

4/1/16 (1:12:09) 
<Keith’s office> 

1. 4/25/16 (26:24) <Conference room> 
2. 6/6/16 (27:06) <Conference room> 
3. 7/4/16 (27:58) <Conference room> 
 

9/12/16 (1:31:08) <Keith’s office> 

Asako International News  
@ Port  
2016 (spring) Thursday 3 

3/30/16 (1:53:36) <My 
home> 

1. 4/28/16 (42:26) <University cafeteria> 
2. 5/12/16 (52:51) <University cafeteria> 
3. 5/19/16 (34:49) <University cafeteria> 
 

9/18/16 (1:36:21) <Coffee shop> 

Asako Writing @ Koyo  
2016 (fall) Wednesday 4 

9/18/16 (1:36:21) 
<Coffee shop> 

1. 10/12/16 (44:12) <Teacher’s lounge> 
2. 11/2/16 (41:50) <Teacher’s lounge> 
3. 12/14/16 (43:17) <Teacher’s lounge> 
 

2/24/17 (1:31:22) <Coffee shop> 

Alex Four-skills-based @ Oka 
2016 (spring) Wednesday 4 

4/4/16 (1:29:01) 
<Conference room> 

1. 4/27/16 (34:00) <Teacher’s lounge> 
2. 6/22/16 (39:48) <Teacher’s lounge> 

8/30/16 (1:41:25) <Teacher’s lounge> 
 



 

 414

3. 6/29/16 (40:54) <Teacher’s lounge> 

Alex Study Abroad 
preparation @ Oka 
2016 (spring) Wednesday 5 

4/4/16 (1:29:01) 
<Conference room> 
 

1. 4/27/16 (34:00) <Teacher’s lounge> 
2. 6/22/16 (39:48) <Teacher’s lounge> 
3. 6/29/16 (40:54) <Teacher’s lounge> 

8/30/16 (1:41:25) <Teacher’s lounge> 
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APPENDIX P 

STUDENT FOCUS GROUPS SCHEDULE 

 

 
 

Teacher 
Participant 

Class 1 
Class name and student names 

Time (Last day of Class) 
Place 

Class 2 
Class name and student names 

Time (Last day of Class) 
Place 

Walt Writing (fall, 2015) Nigel & Makoto & Yuta  
1/20/16 (51:40) (last day of class 1/7/2016) 
A classroom at Oka University 

Extensive Reading (fall, 2015) Nana & Ryo  
1/25/16 (1:06:04) (last day of class 1/7/15) 
A classroom at Oka University 
 

Keith Extensive Reading (fall, 2015) Toshi & Rika  
1/22/16 (1:01:21) (last day of class 12/21/16) 
A classroom at Oka University 

Extensive Reading (spring, 2016) Yuri & Anna & 
Mai 7/26/16 (1:09:33) (last day of class 7/11/16) 
A classroom at Oka University 
 

Asako International News (spring, 2016) Ron & Jota  
7/28/16 (45:38) (last day of class 7/28/16) 
Outside the classroom at Port University 

Writing (fall, 2016) Kota, Mami, Hiroko, Yuta  
1/26/17 (57:31) (last day of class 1/11/17) 
A classroom at Koyo University 
 

Alex Four-skills-based (spring, 2016) Tomomi & Io  
7/25/16 (54:27) (last day of class 7/13/16) 
A classroom at Oka University 

Study Abroad Preparation (spring, 2016) Shinya & 
Ai 8/9/16 (51:27) (last day of class 7/13/16) 
A classroom at Oka University 
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APPENDIX Q 

INSTRUCTIONS FOR TRANSCRIBING/録録録録音音音音音音音音ここここととととのののの指指指指指指指指 

 
Keep audio data confidential. Keep all the data in a safe place. 
録音をすすは厳厳に管管と、安全な場所に保管ととし んさい。  

 

Listen to the whole interview before transcribing at least once. Transcribing is a slow process, 

and this will make the process much faster. 
録音音ことをはこめす名に、最最一最は録音をすすを聞いとし んさい。録音音ことには時所がかかがいすが、

こかすすことにかが、かなが時所が短短ささいす。  

 

Transcribe directly into a Word file and email the file to me when completed as an attachment. 
録音音ことはこすアここイ・上をと、完完ときかメす・に添付と私に送っとし んさい。  

 

Please use the following system as you transcribe the data.  
以連のシこ・のに沿っと録音音ことを行っとし んさい。  

 

Symbol/シ・シ・ Meaning/意意 Example/例 

(  ) empty parentheses 
（  ） 空空のかっこ  

 

Inability to hear what was 

said 
聞き取が不可可なにの 

 

I said (  ) but he said (  ). 
私は（  ） と言っきのをすが、  
彼は（  ） といいいとき。  

(word)  
（ 言言）  

Parenthesized words are 

possible hearings. 

カッコ内の言葉は聞こ

えた可能性があるもの 

 

This is a (case). 
この（ ケすこ） をです。  

? question mark 
？疑質疑 

Speaker’s intention for a 

question 

質問を表すもの 

 

What do you think? 
ほか思か？ 

[overlapping] 

brackets 

[かかす ブこケブシ]  

A current speaker’s words 

are overlapped by another 

speaker’s words. 

話している途中で他の

人の台詞が入りこんだ

もの 

 

A:I agreed with him and 

B:[yea]  

A: 彼に賛賛ときか  

B: [・かんそ] 

(laugh)  
（ 笑）  

Laughing  

笑っているもの 

And I jumped (laugh). 
を飛さんさん（ 笑） 。  

 

…..pauses 
・ ・ ・ ・ ・ ・す・ 

More than five seconds 

pause 

５秒以上の沈黙のある

もの 

 

What did I do?.....oh, 
何ときさんし・ ・ ・ ・ ・ ？で、  
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“…” quotation 
「 「 鍵かっこ  

Quoting someone 

他人の台詞の引用 

He said, “I don’t like that.” 
彼は「 ・さは嫌ん「 と言っき。  

 

emphasis (bolded) 

受受受受学学学学 (太太) 

Strong emphasis 

特に強調されてもの 

I said, “What?” 
「 ええええすすすす？？？？「 っと言っきか。  

If you have any questions, please contact me at xxxxxxxx@gmail.com or 080-xxxx-xxxx 
何か質質や不学な焦がでさが、xxxxxxxx@gmail.comか080-xxxx-xxxx 
いをさ質い合わわし んさい。  

Source: Poland (1993, 2003). 
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APPENDIX R 

WITHIN-CASE ANALYSIS 

Within-case analysis example for Walt Week 3 

1. I coded key phrases or words that were reoccurring  

 

2. I categorized them under a theme 
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3. I created a file for each participant. 
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APPENDIX S 

CROSS-CASE ANALYSIS 

Themes/Participants Asako Keith Walt Alex Summary 

View of language 
learning and teaching 

-view of curriculum 
 
 
 
 
 
 
 
 
 
 
-view of teacher role 
 
 
 
 
-view of language 
learning 
 
 
 

 
 

• Support 
coordinated 
program 

• Prefers autonomy 
within the 
curriculum 

 
 
 

 

• Teach students 
how to use a tool 

• Pressure is 
unnecessary 

 

• Language as a tool 
 
 

 
 

• Support 
coordinated 
program 

• Passion for 
curriculum 
development 

• Allows flexibility in 
curriculum as a 
coordinator 

 

• Teacher as a 
facilitator 

• Intervene only 
when necessary 

 

• Language 
learning is not a 
revolution but 
evolution 

 
 

• Support 
coordinated 
program 

• Prefers flexibility 
in curriculum 

• His experiences in 
various teaching 
contexts 

 
 

• Teacher as a 
facilitator 

• Help students 
reach goals 

 

• Language 
learning enriches 
students’ lives 

 
 

 
 

• Support 
coordinated 
program 

• Prefers flexibility in 
curriculum 

 
 
 

 
 

• What teachers can 
do is limited in 
classroom 

 
 

• Language as a 
vehicle 

 

What teachers say 
they believe 

• Support coordinated 
program where 
systematic learning 
and teaching occurs  

• Prefers autonomy in 
their teaching within 
the systematic 
curriculum 

 
 

• Teacher as a 
facilitator  

• Student-centered > 
teacher centered 

 

• English as a means 
not an end goal 

• It is to help students 
achieve personal 
goals 

Goals 
 
 
Language related 
goals 

*Curriculum  
 
 
 
 
 

 
 
 

• Curriculum 
knowledge 

• Conflict and 
negotiation 
between self & 
departmental goals 

 
 

 
 
 

• Curriculum 
knowledge for his 
course & other 
courses 

• Negotiation 
between self & 
coordinator 
 

 
 
 

• Curriculum 
knowledge 

• Consider big 
goals and 
structure the path 
 

 
 

 
 
 

• Curriculum 
knowledge 

• Course 
development 
based on student 
needs assessment 

 
 

How their belief plays 
out in action: How 
they set goals 

• Curriculum 
knowledge 

• Negotiation or 
integration between 
curriculum and 
personal 
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*writing 
*reading 
*speaking 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Other goals 

*Situations that they 
imagine for students to 
use skills in the future 
 
*Skills & attitude that 
they consider important 
and try to teach 
 
 
 
 
 
 
 
 
 
 
 

• Process writing 

• Writing structure 

• Logical thinking 

• Writing skill is 
important than 
speaking 

• No one right 
answer 

• Co-construct with a 
student 

• It reflects one’s 
intelligence 

• Express own ideas 

• Structure of an 
article  

• Summarize reading 
 
 

• Study abroad 

• Other courses 
 
 
 

• Proactive toward 
goals 

• Responsible for 
their own learning 

• Communication 
skills 
 

• Joy of reading 

• Interaction with 
the story 

• Reading as a 
social act 

• Discussion skill is 
important for 
reading circles 

 
 
 
 
 
 
 
 
 
 

• Study abroad 

• Future jobs 

• Future personal 
life 

 

• Confidence 

• Proactive learner 

• Personal growth 

• Meet new people  
Learn about the world 

• Process writing 

• Writing structure 

• Teaching basic 
principles of 
writing is more 
important than a 
perfect essay 

• Joy of reading 

• Reading as a 
social act 
 

 
 
 
 
 
 
 

• Other courses 

• Future jobs 
 
 

 

• Self-management 

• Proactive 

• Responsible 

• Independent 
learner 

• Positive 
classroom 
experience 

• Positive impact in 
their life 

• Studying English 
Make friends 

• Other skills > 
writing 

• Communicative 
and presentation 
skills are important 

 
 
 
 
 
 
 
 
 
 
 
 
 

• Study abroad 

• Future jobs 
 
 

 

• Critical thinking 
skills 

• Interpersonal skills/ 
working with others 

• Knowledge about 
cultures and ideas 

• Technology 

• Presentation 

• Global warming 

• Positive attitudes, 
such as enjoyment 
and confidence 
toward studying 
English 

• Make friends 

• Learn approach to 
life 

• Teaching 
fundamental 
principles of reading 
and writing 
(Structure/logically 
organized) is 
important 

• Interaction between 
teacher and 
students or among 
students to co-
construct learning 

• Output skill is 
important 

 
 
 
 

• Teachers’ 
consideration for 
students goes 
beyond classroom  

 

• General: 
Responsible, 
proactive and 
independent person 
who can tackle 
challenges in life. 

• Interpersonal & 
communication skills 

• English: Raise 
students’ confidence 
for using English 
and joy in studying 
and using English.  
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APPENDIX T 

KEITH’S WORKSHEET 

Draft 1 

Class: ____________                                 Name:_____________________ 

 

Reading Circle Worksheet Holes                                Chapters  ______ ~ ______ 

 

1. Summary for Chapters  ______  

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

 

Comprehension question for same chapters 

________________________________________________________________________________

________________________________________________________________________________ 

 

2.Challenging or interesting word from these chapters 

Word: ___________________________     

Definition:________________________________________________________________________ 

Sentence from text:_________________________________________________________________ 

________________________________________________________________________________ 

Why you chose it:__________________________________________________________________ 

________________________________________________________________________________ 

 

3. Theme (circle one):   

  Fate and history       Hardship      Names       Friendship          Other _____________ 

Line or scene related to this theme (copy or put page/line reference): 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

 

Your Comment/reaction: 

________________________________________________________________________________

________________________________________________________________________________ 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

________________________________________________________________________________ 

 

1. Discussion question(s) related to theme: 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

________________________________________________________________________________ 
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Draft 2 

Class: ____________                                 Name:_____________________ 

 

Reading Circle Worksheet Holes                                Chapters  ______ ~ ______ 

 

1. Summary for Chapters  ______ ~ ______ 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

 

Comprehension question for same chapters 

________________________________________________________________________________

________________________________________________________________________________ 

 

Challenging or interesting word from these chapters 

Word: ___________________________     

Definition:________________________________________________________________________ 

Sentence from text:_________________________________________________________________ 

________________________________________________________________________________ 

Why you chose it:__________________________________________________________________ 

________________________________________________________________________________ 

 

2. Theme (circle one):   

  Fate and history       Hardship      Names       Friendship          Other _____________ 

Line or scene related to this theme (copy or put page/line reference): 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

 

Your Comment/reaction related to theme: 

________________________________________________________________________________

________________________________________________________________________________ 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

________________________________________________________________________________ 

 

Discussion question(s) related to theme: 

________________________________________________________________________________

________________________________________________________________________________

________________________________________________________________________________ 

________________________________________________________________________________ 

 


