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EDITORIALS

When a Good Lesson Becomes a List of Problems

Yutaka Fujieda

Osaka University of Economics

As the teaching practicum season comes around each year, the same conversations begin
again. | watched many students who were training to become English teachers in secondary
school spend weeks planning and rehearsing their lessons beforehand with a mix of hope and
worry. Over the years, | have observed many of these lessons in junior high and high schools, and
the same pattern keeps appearing. The lesson went well, and students followed it actively. Then,
the debriefing began with the assigned English teacher, teacher trainee, and me in the room. The
student teacher started to hear about the small things that they failed to notice and the points
that they ought to reconsider. A lesson that worked is rewritten as a list of problems. The moment
is worth pausing on, because it raises a question that goes beyond feedback. How does a good
lesson turn into a list of shortcomings? What does that tell us about where the aspiring teacher
actually stands?

The debriefing is often imagined as a mirror, a surface where teacher trainees can see their
teaching reflected back to them. However, Bruneel and Vanassche's (2024) study of ten mentoring
triads complicates this image. Their analysis shows that the meaning of a teaching experience is
not simply discovered in the debriefing. It is shaped through the conversational positions and
frames available to the mentor, the teacher educator, and the aspiring teacher. Consequently, one
particular reading of the lesson may come to count as the valid one, at least for the duration of
the debrief.

In most cases, it is the mentor who leads the debriefing. The mentor sets the pace,
chooses which points to raise, and decides which parts of the lesson are worth going back to. The
student teacher has little room to ask for explanations, which makes it hard to build a full picture
of how the lesson unfolded and where it could be improved. Once the talk turns to standards and
target grades, as it usually does, the review tends to broaden, and the student teacher’s mistakes
move to the center of attention. The crux of the matter lies in whose account of the lesson is
allowed to count.

This setup works against honest self-reflection for two main reasons. First, the goals of
supporting development and judging readiness can become folded into the same conversation
When student teachers acknowledge their missteps, they may risk having those admissions
treated as evidence that they are not yet ready. Second, alternative readings of the lesson may
not be fully available in the room. Some teacher educators in Bruneel and Vanassche's (2024)
study reported having to "“bite our tongues” (Italics in original, p. 1047), which leaves the student
teachers “mainly delivered to the singularity of the mentor” (p. 1048). The mentor’s reading of
what happened may remain insufficiently challenged and become the version of events that
carries the most weight.

Even a student teacher who feels that the framing is unfair finds it hard to say so, and the
timing is part of the reason. The debrief often comes immediately after teaching, when the
student is tired and least prepared to argue for an alternative interpretation. Heinz (2024)
observes that feedback and reflection can make recovery more difficult by interfering with
psychological detachment. The stakes are personal as well. Waber et al. (2021) show that
negative feedback from mentor teachers can trigger negative emotions when student teachers
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experience it as inappropriate or implausible. In principle, the student teacher is free to disagree.
In practice, disagreement can feel like gambling with the relationship on which the whole
placement rests.

None of this reflects badly on mentors, most of whom are doing their best to help. As
Carmi (2024) argues, mentoring practices should not be reduced to a simple binary of good and
bad forms of support. The weakness lies in the design of the conversation. If the debrief is the
point at which the student teacher is most exposed and least able to speak, it is also the point at
which teacher education has the most to gain by intervening. The aspiring teachers could be
invited to give the first account of the lesson. Support and assessment could be held in separate
conversations. The frame in use could be named openly so that everyone in the room can see it.
A lesson that went well deserves a debrief that opens with what worked. The debriefing should
not begin and end with what was missed. It is often treated as the safest conversation in the
practicum, but for the student teacher, it may be the most exposing.

In this issue
Brief Summaries of the Articles
Adam Littleton explores the transferability of emotion regulation strategies across teaching

contexts. Using Gross's theory of emotion regulation as a framework, he interviews three highly
experienced instructors at a university in Japan, investigating whether external factors such as
context or internal factors such as preference are more determinative of the strategies they select.
He finds that teachers may fall along a continuum, with context more salient at one end and
preference more determinative at the other.

Richard Ingham reflects on the professional development gained from producing The
Collabo Podcast for Japanese university students over a six-year period. He explores how the
project enhanced his interviewing techniques, scriptwriting, and digital production skills while
deepening his subject knowledge. The account highlights how sustained engagement with
creative technology can shift a teacher's professional identity and encourage a more reflective,
learner-focused approach to English language teaching.

Yutaka Fujieda discusses the role of human judgment in Al-supported writing. He argues

that researchers and teachers should look beyond final texts and examine how writers accept,
modify, and reject Al suggestions. The paper identifies three problems: limited behavioral
evidence, reduced evaluative thinking, and the neglect of teacher decision-making. It also
suggests ways to document decisions and support responsible Al use in writing classrooms.

Amy Toms discusses reflective writing for personal and professional development. She
examined why an extra-curricular writing project was unsuccessful utilizing two reflective practice
models: Korthagen'’s (2004) onion model and Gibbs's (1988) reflective model. Combining a core
reflection and action-oriented model enabled a comprehensive reflection on the project, offering
valuable insights into teacher identity and identifying practical steps for professional
development.

We welcome your contributions to our upcoming issue (Vol. 32, Issue 2). Please ensure
your papers are submitted by September 30, 2026. Full submission guidelines are available on
our website at https://td.jalt.org/index.php/etdjournal/. Feel free to email:
jalt.ted.ete.editor[atlgmail.com with any questions.
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RESEARCH ARTICLES

The Influence of Context on Teachers’ Selection of Emotion
Regulation Strategies

Adam Littleton
Toyo University

This small-scale exploratory study investigated the transferability of emotion regulation
strategies (ERS) across teaching contexts. While previous research has found that teachers
select ERS based both on internal factors (hedonic and instrumental goals, psychological
traits) and environmental factors (student behavior, institutional support, class size), the precise

relationship between these internal and environmental influences remains unclear. Through

interviews with three highly experienced English teachers in Japan, the current study explored
which ERS were selected in various contexts, and the extent to which these strategies were
transferable. Teachers' selections of strategies suggested the possibility of a continuum, with
personal preference dominating selection at one end, and environment more determinative at
the other. Individual variation was high; each teacher fell along a different point in this
proposed continuum. Discussion and implications for teaching practice and future research

follow.
Keywords: emotion, regulation, context, teachers

Emotion is central to language learning. Indeed, its impetus is so essential that it has been
called the “fundamental basis of motivation” (MacIntyre, 2002, p. 45), or the “amplifier” (Oxford,
2015, p. 371) which enables every human endeavor, including the learning of languages. Though
emotion’s role in language learning is impossible to ignore (Swain, 2013), it was, for a time,
consigned to a secondary status within the literature, “the elephant in the room” (Swain, 2013, p.
195), neglected in favor of cognition. However, the two cannot be separated.

In recent years, emotion’s centrality in L2 learning appears finally to have been
acknowledged, as a profusion of research indicates. “Emotions,” say Horner et al. (2020), “are at
the epicenter of teachers’ work” (p. 5). They go on to assert the link between educators’
emotional competence and the quality of student-teacher relationships, classroom environments,
and student achievement (2020). According to Taxer and Gross (2018), teachers’ emotions have
direct bearing on their classroom effectiveness, well-being, and student behavior (2018).

Because emotion is so central to L2 learning, and because teachers are so pivotal in
establishing the emotional tenor of the classroom, knowledge of the ways in which teachers
regulate their emotions is of utmost interest to L2 researchers and educators. More specifically,
detailed insights into the factors influencing teachers’ regulation of emotion, the relationship
between these factors and teachers’ individual preferences, and the ways in which teachers
transfer (or do not transfer) emotion regulation strategies across teaching contexts could prove
invaluable to teachers, teacher trainers, and researchers.
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Literature Review

Emotion Regulation

The construct of emotion regulation was first formulated by Gross (1998). Gross, influenced
by the work of William James, characterized emotion as “adaptive behavioral and physiological
response tendencies that are called forth directly by evolutionarily significant situations” (Gross,
1998, p. 272). He defined the regulation of emotion as “the processes by which individuals
influence which emotions they have, when they have them, and how they experience and express
these emotions” (p. 275). His theories have, over the years, been applied to a number of
professional contexts, including within education (e.g. Taxer & Gross, 2018).

Gross (1998) posited five broad categories into which emotion regulation strategies could
be sorted. These categories were arranged chronologically, starting before an emotional situation
arises and ending after the emotion has been fully formed. The categories are:

Situation selection
Situation modification
Attentional deployment
Cognitive change
Response modulation

abhwN =

Situation selection involves cultivating or circumventing emotions before they arise. For
teachers, this could include planning lessons carefully to avoid frustration. Situation modification
includes attempts to change an event to alter its emotional impact. In the classroom, this might
include a teacher’s disciplining of disruptive students. Attentional deployment denotes a change
of focus. The goal is not to alter the event, but rather the emotional response to it. In the
classroom, a teacher might choose to focus on a group of students who are performing a task
well, rather than brooding about those who appear unfocused. Cognitive change also occurs
after a stimulus but before that stimulus has been evaluated; the strategy hinges on altering the
evaluation. For a teacher, this might involve changing the interpretation of a student’s failure to
submit an assignment, altering the reaction from one of anger to one of sympathy.

Finally, response modulation takes place once the stressor has occurred and the emotion is
fully formed; a response is then initiated. This could be an immediate response, for example
suppression, or a more delayed reaction designed to mitigate the effects of negative emotional
states, e.g. drug use, exercise, “even food” (Gross, 1998, p. 285). A teacher attempting to mask
anger at student misbehavior is a common example.

Gross and others often divide the above categories into two types: antecedent-focused
and response-focused. Because they involve proactive interventions to alter emotions before they
are fully formed, the first four categories are classified as antecedent-focused. Only the last
category, response modulation, is classified as response-focused. As will be seen, which type of
strategy a teacher chooses may have serious consequences for the classroom environment and
the teacher’s own wellbeing.

Emotion Regulation in L2 Contexts

The theory of emotion regulation has been applied more specifically to the field of L2
learning. Initially, much of this research focused on the internal process of emotion regulation and
its relationship with cognition. Jiang et al. (2016) found antecedent-focused strategies to be
“more desirable” (p. 22) than response-focused strategies. Littleton (2021) found wide individual
variation in the ways in which kindergarten teachers used emotion regulation in their work, but
that all conformed to Grosss modal model of emotion regulation (Gross, 2008).
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Further, Taxer and Gross (2018) found antecedent-focused strategies to be more
associated with positive outcomes and adaptive behaviors; response-focused strategies, however,
were associated with maladaptive behaviors and neuroticism, as well as less favorable classroom
outcomes. Nevertheless, in their study, teachers reported response-focused strategies more
commonly than antecedent-focused strategies, a finding which the authors understandably
labeled “alarming” (p. 186).

Recently, the role of context in emotion regulation has received more attention. A
meta-analysis by Wang et al. (2023) found no fewer than 87 articles related to teachers’ emotion
regulation, exploring the influences of both internal and external factors. The analysis revealed
that teachers with more favorable personal traits and supportive environments tended to adapt
antecedent-focused strategies, whereas those with less supportive environments and less
adaptive traits reported higher use of response-focused strategies.

Morris and King (2023) also examined university language teachers’ use of emotion
regulation and its relationship with teaching context. They found that emotion regulation was
contextually dependent, contending that “investigations of emotion regulation must attend to
both the internal, subjective emotional experience as well the external pressures that shape
regulation processes” (p. 3).

In addition to cognition and context, more recent research has also posited a role for
teacher experience in the selection of emotion regulation strategies. Doyle et al. (2024) found a
correlation between cognitive reappraisal and teaching experience, though not between
experience and suppression. This suggested that more experienced teachers tend to make use of
cognitive appraisal, an antecedent-focused strategy.

But while a great deal has been revealed by these studies, they raise important questions.
If favorable traits and positive environments are associated with antecedent-focused strategies, is
the relationship causative? If response-focused strategies are indeed maladaptive, why do
teachers appear to favor them? Are these results reflective of a broader maladaptive teaching
problem, or merely a consequence of the methodology used in the studies?

One commonly-cited issue with much emotion regulation research to date has been its
reliance on self-reports. This can lead, on the one hand, to statistical inaccuracies such as
common method bias, or a lack of ecological validity (Wang et al., 2023). But self-reports also
introduce a more fundamental problem: that of underreporting. In order for respondents to
accurately report their emotion regulation strategies, they must first be aware of them. But certain
strategies, notably those frequently identified as the most adaptive, such as situation selection,
often occur subconsciously, and at a chronological remove from emotional events, making it
plausible that they could be overlooked during self-reporting. This is in sharp contrast to more
cognitively and emotionally demanding strategies such as suppression, which is, perhaps not
coincidentally, both frequently reported and frequently associated with maladaptive outcomes.
Thus, when asking teachers about their emotion regulation strategies, researchers must take into
account how their questions are formulated.

Further, these studies raise intriguing questions about the relationship between internal
and external factors. Is one predominant, or are they coequal? If the same teacher worked in a
different context, to what extent would internal preferences—as opposed to external
conditions—shape their selection of emotion regulation strategies?

Given that the ways in which teachers regulate their emotions influence teacher efficacy,
teacher wellbeing, and classroom outcomes, and given that contextual factors are known to affect
teachers’ selection of strategies, teachers’ ability to transfer strategies across contexts may be an
important teaching skill. Particularly in the Japanese language teaching context, where contracts
are short and some teachers frequently change contexts, the transferability of emotion regulation
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strategies takes on an especial salience. To date, the author is aware of no studies which have
specifically treated the transferability of emotion regulation strategies across teaching contexts.
But in positing the construct of transferability, it is hoped that this exploratory study will shed light
on how teachers select strategies, and which contextual factors constrain these selections.
Ultimately, it is hoped that such knowledge will better equip practitioners to improve teacher
effectiveness and learning outcomes, no matter the context.

Methods
The following research questions were formulated:
1. To what extent do contextual factors, as opposed to internal factors such as personal
preference, determine teachers’ selection of emotion regulation strategies (ERS)?
2. To what extent are ERS transferable across teaching contexts?

To answer these questions, semi-structured interviews were conducted with three
experienced teachers of English located in Japan. All currently teach at a Japanese university, but
previously worked in a variety of different contexts, including kindergarten, middle school, high
school, and eikaiwa, or private English conversation schools. Their demographic information and
teaching experience are listed in Table 1 below (note that all names are pseudonyms).

Table 1
Demographic Details of Participants

Participant Gender Nationality Years pf teaching  Contexts
experience

Robert M British 22 andergarten,
high school,
university

David M British 22 Eikaiwa, m.iddlg
school, university

Aiko F Japanese 24 Kindergarten,

eikaiwa, university

Participants were selected through purposive sampling, each having had more than two
decades of total teaching experience across at least three distinct teaching contexts within Japan.
Each signed consent forms allowing their data to be used anonymously for research. Because
anonymity and informed consent were made explicit, the research was exempted from
institutional board review under existing university guidelines. Each participant sat for a
semi-structured interview ranging from 25 minutes, in the case of the shortest, to 1 hour, in the
case of the longest. Interviews were conducted in English. Although this was the L2 of one
participant (Aiko), her role as an English-medium instructor and her postgraduate work in English
led the researcher to conclude that it would not present barriers to communication sufficient to
influence the data. First, participants were presented with a list of Gross’s (1998) five categories of
ERS with examples:

1. Situation selection (Deciding to leave a boring activity out of your lesson plan.)

2. Situation modification (Changing or stopping a boring activity during the lesson.)

3. Attentional deployment (Choosing to ignore a student who fell asleep because of a
boring task.)
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4. Cognitive change (Deciding that the sleeping student is not that important; he always
sleeps, even when you do fun tasks.)

5. Response modulation (Feeling angry at the sleeping student but deciding not to show
it by putting on a happy face instead.)

Presenting Gross's strategies prior to the interviews in this way inevitably leads to the
possibility that respondents were “primed” (e.g. that their responses were unduly influenced).
This possibility was accepted for two reasons. First, as outlined above, the existing literature on
emotion regulation has found that response-focused strategies tend to be more reported than
antecedent-focused strategies. But because much of this literature relies on self-reports, it is
possible that respondents simply do not intuitively recognize antecedent-focused strategies as
emotion regulation. Indeed, according to individual teachers’ own personal conceptions of
emotion regulation, antecedent-focused strategies may or may not merit inclusion at all. Second,
because the focus of this study was not teachers’ individual schemata of emotion regulation but
how they transferred the strategies addressed in Gross's framework, the risk of priming was
deemed to be ultimately less problematic than the risk of incomplete data.

After some time to review the categories and examples, and to ask any clarification
questions if necessary, respondents were then asked to describe each teaching context, the
emotions they associated with that context, and any ERS they might use frequently in that
context.

Responses were recorded and then transcribed by the researcher. Transcripts were then
subjected to coding by hand; an initial descriptive phase (in which a tentative code list was
written up on a spreadsheet), followed by a second axial phase (in which initial codes were
revised, reorganized, linked, or discarded over multiple iterations), and finally a revision and
consolidation/thematic phase, in which the codes took their final form. With a mind to
consistency, the coding process was iterative and unfolded over repeated interactions with the
data. Teachers’ responses were sorted into categories on a spreadsheet based on their relevance
to each of the research questions. Results are discussed below.

Results

RQ1: Contextual Factors vs Personal Preference

Upon analysis of the transcripts, codes were developed inductively based on teachers’
responses. The following contextual factors were found to influence teachers’ selection of ERS:
students’ behavior, students’ age, co-teachers, parents, institutional support, and teachers’ roles.
In addition to the above contextual factors, teaching experience, an influence distinct from both
context and preference, was found to be salient to ERS selection. The degree to which these
factors affected each teacher varied. A selection of teachers’ responses will illustrate the role that
context played in the selection of ERS, as well as the sometimes-complex interplay between
context and preference.

Students’ behavior and age

Teachers’ choice of ERS was frequently influenced by their students. The most common
factors were students’ behavior and students’ age, which were often closely linked.

For all three teachers, student misbehavior and its attendant stress were often addressed
with the strategy of situation modification. However, the choice of situation modification was
never simple, and always depended upon other external factors, such as students’ age,
institutional support, co-teachers, and parents, as well as the teachers’ own perceptions of their
roles.
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Aiko, for example, found situation modification to be suitable for younger students, and
augmented this with situation selection.

Interviewer: So for example, you'd be doing an activity and you'd try to change it...

Aiko: Change it all the time, yeah... Because of the students’ mood. And the kids, kids
change mood a lot, so... Before | start the lesson, then | perceive already, you know,
they're in a hyper mood or that they're not really focusing. Then | change the order of the
activities, or whatever.

However, she did not apply the same strategies when faced with unfocused or tardy adult
learners, citing instead the use of response modulation and cognitive change.

Aiko: Especially with the adult learners, the seniors, five [response modulation]. Because
they kind of rely on me all the time, and... [Laughs.] | try not to show that I'm the teacher.

Aiko: | don't think very much the situation selection. And | think maybe 4 [cognitive
change] again for those people not attending the lesson very much but they are old
enough, so.

Robert and David also cited the use of situation modification in contexts with younger
learners. For Robert, this was influenced by his co-teachers.

Robert: Number two [situation modification] needs to be used more at kindergarten...
There have been situations in the past where maybe | haven't had a team teacher that is
helping... in that regard, and so it just becomes chaos, and... a kid might bump into
another and then fall over and then there's tears, right, and so, ok, we've got to change
this and do something else... Kindergarten needs more improvisation for sure.

David also spoke of situation modification to address student behavior, but this took starkly
different forms depending on the age of the students and the type of behavior being addressed.
When speaking of his experiences in middle schools, David spoke of administering sometimes

strict discipline.

David: When | found a kid drawing on the desks—I'd already pre-warned students the
next time | found anyone drawing on the desks, they'd clean all of the desks in the

classroom with their own eraser... He did it and cried. | felt kind of bad, but I'd already
said... and meant... if I'm not going to back up what | said, then it means that everything
else that | would say regarding discipline would be a lie. But he didn't do it again.

By contrast, David spoke of a very different form of situation modification when dealing
with interpersonal conflicts among his university students.

David: I've had to resolve conflicts between students where I've worked before. And that
involved a meeting that was mildly tearful. They got the situation resolved, and... | think
that there was going to be festering resentment if that situation hadn’t been resolved... It
felt nice to kind of be responsible for helping these students kind of sort out their
problems in an adult way.

Explorations in Teacher Development 32(1) 9



For David, his students’ age, and his perception of their status as adults, influenced his
selection of strategy and the way he chose to enact it. These anecdotes reveal the complex
relationship between students’ behavior and age, and how both of these factors influence
teachers’ selection of strategies.

Co-teachers and teacher roles

Their fellow teachers also influenced participants’ selection of ERS. Robert was often
constrained in his ability to modify the classroom environment. The team teacher’s effect on the
emotional demands of Robert’s job was significant.

Robert: So it depends a lot on who the team teacher is... If the team teacher keeps the
students in order, it makes my job a lot easier, so my emotions are going to be more
positive... And if the team teacher doesn’t really control the students, or help me do my
job, then it becomes... less pleasurable.

The influence of the team teacher was inextricably linked with Robert’s own view of his role
as a the native-speaking English teacher. In Japanese schools, the roles of language teachers are
frequently segregated, with native speakers offering communicative lessons, or, in the case of
kindergartens, songs, games, and other activities for children. The Japanese teacher may provide
more explanation and context in students’ native language. Often, it is the role of the Japanese
teacher to maintain classroom discipline. While this division of labor is highly common throughout
Japan, it is not always explicit, and it may be up to each pair of teachers to negotiate the
boundaries of their respective roles. Robert expressed a common attitude.

Robert: In that job my role is to teach them English and to entertain the students, and
discipline is not part of my job description.

This meant that much of the work of classroom regulation depended on his co-teachers,
and that Robert was constrained in his ability to modify situations, though he could, and did,
change his lesson plans or activities when he felt that the situation demanded. Robert faced a
similar situation when he taught in the high school context, where he was even more constrained.

Robert: At high school | was a teaching assistant, and the way the high school worked,
the... usually the Japanese teacher... ran the class, and | was there to assist them. So |
didn’t really plan any of the lessons or materials.

Interviewer: Ok, yeah. So maybe you have less room for situation selection?

Robert: A lot less, yeah. And the same with stopping an activity; that wasn't my call to
make... Number five [response modulation] would have been the main one that |
deployed in that teaching environment.

David, too, mentioned his co-teachers, as well as his own role, as influential in his choices
of ERS. However, David also found that relationships with his native-speaking English colleagues

could be a source of stress. In reference to a colleague, he noted:

David: He was not simply frustrating to work with, but actually annoying to work with. But |
did hide my frustration, generally speaking.
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However, unlike Robert in his positions at kindergarten and as an assistant language
teacher, David's own role at the middle school allowed him a great deal of agency, making
situation selection a plausible and frequently deployed strategy.

David: | had a lot of control over the curriculum, | could pick and choose what | wanted to
do... Because | was in charge of pacing, um, | could like, say, well, this unit seems to be a
bit weak, or there’s not much content there, or it will end up very boring...

His role as the lead (and only) teacher in the classroom, as opposed to an assistant, also
permitted more situation modification.

David: But, | guess in the classroom | would resort to a lot of situation modification. ...So,
from time to time | would start an activity, you know... students weren't into it, and so then
I'd go in and change it.

These examples illustrate how teachers’ views of their roles and interventions (or lack
thereof) on the part of their co-teachers influenced their selection of ERS, often despite their
personal preferences or goals.

Parents and administrative support

In addition to students and co-teachers, students’ parents were sometimes cited in
connection with the need for emotion regulation. This was also occasionally tied to the level of
administrative support which teachers received. David's frustration at student misbehavior could
be compounded by the presence of parents who failed to prevent it.

David: | don't like being kicked by a four-year-old who's wearing kind of hard shoes, while
his grandma and mom'’s, like watching... and doing nothing about it.

For David, this lack of parental intervention was also tied to a presence or lack of
administrative support, which influenced the ERS he felt able to deploy. He cited divergent
administrative responses to his preferred ERS at two chains of eikaiwa at which he had worked:

David: When | was working at [an eikaiwa chain]... the staff were a lot better with treating
teachers well. ...They balanced treating teachers well and treating the kids well, but like, if
| got kicked, | would actually leave the classroom...

This was contrasted with the response at a different eikaiwa chain.

David: I'd walk out of the classroom and be like, 'l don’t get paid enough to get kicked.” At
[first eikaiwa chain] the staff were ok about that, they were quite... But at [rival eikaiwa
chain], there was a bit of drama when that happened.

David did not elaborate on the administration’s response, but seemed to imply that they
were displeased with his leaving the classroom, suggesting that his chosen regulation strategy
was permitted in one context but not the other. In addition to discipline, David suggested that
school administration could support teachers’ handling of student behavior through adequate
training.
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David: Actually, with my kids’ classes when | was at [rival eikaiwa chain], that was often
quite stressful... | think that’s mainly down to the fact that, um, the training was not fit for
purpose, really.

This was contrasted with the training at his other eikaiwa.

David: And once I'd been doing eikaiwa for about a year, | felt confident that | could turn
even the most boring textbook material into a good lesson. So... which sounds terribly
big-headed, but | just think... | had a really good trainer when | started at [that eikaiwal.

For David, administrative support played a role in which ERS he selected both by assisting
(or not assisting) him to respond to disciplinary problems within the classroom, and by giving (or
withholding) the training to maintain classroom discipline (situation modification) on his own.
Regardless of his own personal preferences and goals, his environment exerted a powerful
influence in these cases.

Experience

This study investigated the interplay between context and preference in teachers’ selection
of ERS. However, teachers’ responses made clear that there was a third influence on ERS selection
which does not fit neatly into either category. Experience represents an emergent, dynamic third
category which bridges preference (which it helps to shape) and context (by which it is itself
shaped).

Robert stated that experience diminished the need for certain strategies, particularly
situation selection, once a teacher had gained enough familiarity with a given context.

Robert: I've worked at kindergarten and uni for such a long time that | know things that
don't work very well and things that do work very well, so... situation selection doesn’t
require as much thought anymore, possibly.

As a result, while Robert still made use of situation selection in his teaching, he used it less
than he had earlier in his career.

Aiko, too, invoked experience as having an effect on the ERS she deployed in her current
university lecturer role. In her case, because she was new to the position and lacked experience,
the resulting stress required regulation, both with cognitive change and response modulation.

Aiko: Fall semester was my first time... The way | conduct the class, first of all was kind of
unprepared and disorganized. But then, gradually... | tried to put things in order and made
the students so that they don’t confused what to do. And then somehow those groups got
really energetic. They worked together and then they tried to learn [from] each other...

Interviewer: When you feel stressed or feel pressured, what do you do?

Aiko: So | try to tell myself that this is going to make me grow. [Laughs.] ...And maybe 5
[response modulation]. ...In the beginning, when | don’t know all the students... | didn't
know how to act, so | kind of... try to hide...my feelings in front of them. But after | got to
know them, | became honest...
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Aiko's selections of positive self-talk (in this case a form of cognitive change) and response
modulation (masking her emotions) were a direct result of her limited experience in the university
context. But as she gained experience and expertise, the need for both regulation strategies
diminished.

For David, too, experience proved salient to his own teaching and ERS selection. After
returning from the UK and gaining experience there, he felt more confident in his ability to
manage classrooms, something which bore relevance to his teaching young learners in Japan and
his use of discipline (situation modification).

David: I'd come back from teaching schools in England. So | think my classroom practice
had actually got way better.

Thus, experience emerged inductively from teachers’ responses as being a unique
variable, distinct from both context and preference, but forming a discrete third variable
mediating how teachers perceived their contexts and selected ERS.

RQ2: Transferability of ERS

The second research question sought to clarify the transferability of ERS across teaching
contexts. To answer it, the interview responses were analyzed once more for patterns, which were
derived inductively from the data.

The teachers in this study varied in the extent to which they transferred ERS across
contexts. In some cases, ERS could be transferred wholesale from one context to another with
minimal modification. In others, teachers explicitly denied using certain ERS in a given context.
And in still other cases, teachers suggested a limited transferability, wherein the same strategies
could be used but to a different extent. Individual teachers thus appeared to fall along a
continuum, with personal preference dominating at one end, contextual factors favored at the
other, and a mixed approach found in the middle (transferability, though not synonymous with
preference, did appear to be closely aligned with it, as David’s example below illustrates).

The first pattern is probably best exemplified by David. Though like his colleagues, David
actively modified or changed ERS based on context; he was also apt to use the same ERS across
contexts, even when he sometimes encountered resistance. His choice to exit the classroom when
kicked by a child at two different eikaiwa, even when it caused “drama” in one of them, is
evidence of this. So, too, were his efforts to discipline middle and high school students in
multiple schools, using strict and sometimes unorthodox methods. It can also be seen in his
attempts to help university students solve their interpersonal conflicts. While these instances were
limited to similar contexts, David also expressed a preference for both situation selection and
response modulation across all contexts. He linked the first with his diagnosis of ADHD.

David: But | guess that's situation selection as well, putting things off till the last minute...

hoping that my ADHD will kick in and I'll start panicking and I will get to everything. But it's

not the best way to manage my work. | know that.

But David was also able to link disparate contexts to deploy favored strategies. When
discussing his willingness to counsel students and help them through emotional difficulties, David

compared his role as a university lecturer with that of an elementary school teacher.

Interviewer: So you see yourself as having an important role, in that sense?
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David: | do. | feel very similar to an elementary school teacher, like... elementary school
teachers are responsible for the class, and it's not just, like kind of, their education but also
their wellbeing. And | kind of feel that way with this job.

In addition to transferring ERS across contexts and making links between apparently
disparate contexts, David was also the most likely of the three teachers to make general
disavowals of certain ERS across all contexts.

David: | couldn’t really do cognitive change... You can’t always change your feelings, so...
no matter how much | rationalize it, there is that emotional reaction, but | guess just being
aware of it, and then changing the behavior.

David expressed a similar disavowal with suppression.

Interviewer: And you're not afraid to show that you're annoyed?
David: No, no because that's unhealthy... The world is not a day at Disneyland, and people

get angry...

Unlike David, Aiko was more apt to change her ERS depending on the context, and to
disavow certain strategies only in certain contexts. As illustrated above, for Aiko, response
modulation was more necessary with adult students in order to protect them from losing face or
suffering any social slight.

Aiko: Especially with the adult learners, the seniors, five [response modulation]. Because
they kind of rely on me all the time, and... [Laughs.] | try not to show that I'm the teacher.

For Aiko, showing emotion or pulling rank by disciplining students was acceptable in
contexts where students were younger, but not for adults. This meant that any feelings of
disapproval had to be carefully masked, requiring greater response modulation. However, adult
students did not require situation modification, whereas Aiko professed to use this strategy often
with younger learners, while explicitly denying its use when teaching adults.

Robert, on the other hand, represents the third pattern: using similar strategies across
contexts, but to a different extent. Robert was clear that his preferred strategies, situation
modification and response modulation, were both more necessary in the kindergarten context.

Robert: Kindergarten needs more improvisation for sure.
Robert: The response modulation needs to be more active in kindergarten.
However, their general applicability remained.

Robert: But yeah, helping to motivate students as well would require me to not always
show my true feelings. Right? If | want to encourage a student to keep going if they're
struggling with something, | would just kind of say something like, “It's a good job, keep
going, I'm impressed...”

Interviewer: Even if you're not really impressed.

Robert: Even if it's... yeah, not so impressive work. But yeah, we need to keep the
student’s feelings in mind, so. Encouraging them, particularly at kindergarten. But...
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Interviewer: But also at university, the same principle?
Robert: Yeah.

Each of the teachers thus differed in the extent to which they transferred ERS across
contexts, a finding which further underscores the individual variability of emotion regulation.

Discussion

There are potentially as many ways to regulate emotions as there are people. Gross's
models are helpful in that they impose order on this variability by identifying simple, repeatable
patterns. His five categories of emotion regulation are a good example of this. The interviews
undertaken for this small exploratory study, in revealing the emotion regulatory processes of
three experienced teachers, offer a similar opportunity. On the one hand, even with the small
sample size, it is possible to observe a high degree of variability. On the other hand, these
responses inductively hint at a potential model for the transferability of emotion regulation, a
continuum with individual preference dominating at one end, contextual factors dictating the
other, and a mixed approach found in the middle. Just as David tended toward the preferential
end of the spectrum and Aiko toward the contextual end, and just as Robert occupied the middle
ground with a flexible approach that combined preference with context, individual teachers will
necessarily differ in which part of the continuum they fall along. Experience, furthermore, creates
an independent third variable, easing the selection of some regulation strategies and reducing
the need for others. Future studies with larger and more diverse samples will need to be
conducted to substantiate this heuristic, but the results here offer a starting point and perhaps an
impetus for the undertaking of such studies.

The findings here may provide hints as to why teachers apparently prefer response-focused
strategies despite their maladaptive nature. Teachers may in fact prefer antecedent-focused
strategies, but be constrained by their contexts from deploying them, as when Robert was unable
to take responsibility for lesson planning or discipline due to the nature of his role. But while all
the teachers in this study did claim to use response-focused strategies, they were also able to
give rich descriptions of antecedent-focused strategy use, hinting that methodology and question
design can also influence teachers’ responses about which strategies they deploy.

In a highly emotional profession, teachers must regulate their feelings on a daily basis.
Detailed knowledge of how this process occurs, how context influences it, and how it can be
modified to suit different contexts can help teachers to better do their jobs and effect more
desirable learning outcomes for their students. Too often, emotion regulation happens
unconsciously and in obscurity, even for those actively engaged in it. By bringing these processes
into the light and making them more concrete, models can raise awareness.

Potential applications for such models could include training modules in which teachers
map their responses to emotional events, or awareness-raising activities in which practicing
teachers reflect on their own practice, their own place on the preference/context continuum, and
how they, given their own unique contexts and preferences, can best cultivate an emotionally
positive learning environment. Explicit knowledge of Gross's categories and of the ways in which
experienced teachers use them could also aid novice teachers who, as Aiko initially did, struggle
with the demands of a new role; the knowledge that suppression often gives way to
antecedent-focused strategies as teachers gain experience could in itself speed the process by
which more adaptive strategies are deployed.

The current study, small and exploratory as it was, suggested a number of potentially
fruitful avenues for future research. First, the role of experience as a mediator in strategy selection
bears potential implications for our understanding of teacher development. Larger sampling

Explorations in Teacher Development 32(1) 15



could shed light on the role of experience in ERS selection. Second, questions of culture, gender,
and social status were not treated here, though the data do raise intriguing questions. To what
extent was Aiko’s deference to her adult students influenced by her sociocultural position as a
Japanese woman? Did Robert and David, in expressing no such deference, reflect their statuses
and/or backgrounds as Western men? Or, conversely, was Aiko’s reluctance to utter anything that
could be perceived as criticism simply a concession to the financial imperatives of the eikaiwa
industry? These questions could provide directions for future research.

Conclusion

Emotion has always been central to L2 learning. That research is now beginning to
acknowledge this truth is a welcome development, but important gaps remain in our
understanding. This small study, it is hoped, has helped to shed light on the highly complex
interplay between emotion, context, personal preference, and experience among three veteran
teachers in Japan. For both the professional wellbeing of teachers and the fostering of favorable
learning environments for their students, a deeper understanding of the ways in which teachers
regulate emotion is imperative.

In positing five categories of ERS, Gross provided a simple and intuitive way to understand
a complex and obscure process. It is hoped that, by positing a continuum of transferability, the
present research can contribute a similar tool for researchers and educators. In the literature,
emotion has already been brought out of the shadows where it had long remained, obscured by
a focus on cognition. If, in the classroom, teachers can bring their own emotion regulation
processes into the light, it will allow for improved learning outcomes and happier teachers.
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REFLECTIONS

What | Learned from Running a Podcast for Students: A
Reflective Account of Teacher Development

Richard Ingham
Kyushu Sangyo University

When | made my first recording with a student about her study abroad experiences, | had
no idea that The Collabo Podcast (Ingham, 2019—present) would grow into a six-year project
involving more than 180 episodes. What started as a small experiment eventually developed into
one of the most rewarding parts of my teaching life. Although the podcast was created primarily
as a learning resource for students, it became an unexpected and sustained form of professional
development for me as a teacher.

This reflective account describes what | learned through the process of planning,
producing, and maintaining a student-focused podcast over a period of six years. Rather than
evaluating the podcast’s impact on student learning, the focus here is on my own development,
and on how podcasting influenced the way | interact with others, prepare and present content,
use digital tools, and think about my work as a teacher.

What the Podcast Is and Why | Started It

The podcast is aimed at undergraduate students in a Regional Studies department at a
Japanese university, the majority of whom are Japanese learners of English as a foreign language
and are motivated to develop their English skills to support their academic interest in global
issues. It is produced in English and includes a mixture of short monologues, conversations
between two speakers, interviews with students and staff, and occasional student-produced
videocasts. Topics include international cultural perspectives, English language learning
strategies, and preparation for proficiency tests such as TOEIC, TOEFL, and IELTS, as well as
broader aspects of university life and study abroad. At the time of writing, the podcast has
reached twelve seasons, with around 180 published episodes available.

| launched the podcast in 2019 because | wanted to add an informal, extensive listening
option that students could access outside class. While a multitude of listening resources were
already available on the internet, students seldom engaged with them regularly outside class. |
hoped to create something that felt interesting and accessible enough that students would listen
in their own time, without tests, worksheets, or compulsory follow-up tasks.

The podcast began around the onset of the coronavirus pandemic, when opportunities for
casual interaction disappeared almost overnight. Students could no longer overhear
conversations in corridors or chat informally before and after class. The podcast, therefore,
offered a way for students to hear teachers and classmates speaking naturally at a time when
face-to-face contact was severely restricted. Students returning from study abroad also had
experiences worth sharing, and the podcast gave them a platform to do so.

Development of Interviewing Skills

One of the earliest and most significant areas of development was my interviewing skills. In
my initial recordings, | tended to talk too much. | filled silences quickly, paraphrased answers
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prematurely, and often felt a strong urge to keep the conversation moving. Over time, | learned
that effective interviewing often involved doing less rather than more.

Repeated interviews with students taught me the value of pausing and allowing silence to
do some of the work. Leaving space encouraged students to expand on their answers and reflect
more deeply on their experiences. This was particularly important when interviewing shy or
nervous students, who were speaking in a second language. Rather than controlling the
conversation, | became more aware of how questions were framed and how follow-up questions
could support students in expressing what they wanted to say.

| developed these skills further through interviews with colleagues. Recording
conversations with other international staff gave me a clear reason to have longer, more focused
conversations than would normally happen in day-to-day university life. Rather than acquiring
information gradually over time, the podcast created opportunities to talk in depth about how
colleagues had arrived at their current roles and how they approached their work.

Interviews with Japanese faculty members were particularly revealing. | gained a clearer
understanding of their areas of specialization, how they ran their seminar classes, and the thinking
behind activities such as their regional development and volunteering projects. These
conversations helped me better understand colleagues’ educational priorities and made working
relationships within the department feel more open.

Developing a Sense of Audience and Learner-Focused Content

Because listening to the podcast was voluntary, | quickly learned that topic choice
mattered. Unlike classroom materials, the podcast could simply be ignored. This reality forced me
to think carefully about audience interest. Episodes linked to contemporary student interests such
as popular music (Taylor Swift), fashion brands (Adidas), or cultural trends (K-Pop) attracted more
listeners than those based on my own preferences. A well-intentioned episode on Bob Dylan, for
example, perhaps understandably attracted very little attention. While mildly disappointing, this
served as a useful reminder that relevance is not something a teacher can assume.

Paying attention to what students chose to listen to provided me with a clearer picture of
their cultural interests and media habits. | monitored the number of listens for each episode,
which gave an indication of which topics and formats were more engaging. Episodes involving
students, either as interviewees or as individual creators, consistently attracted higher levels of
engagement, so | incorporated student voices more frequently. Interviews focused on study
abroad were also particularly popular, leading me to produce more content of this type. Rather
than seeing lack of interest as a failure on the part of students, | began to view it as feedback on
my choices as a content creator. This has led me to place greater emphasis on student choice and
relevance when creating podcast episodes.

Learning Through Podcast Preparation

Preparing podcast episodes also deepened my own subject knowledge. Many episodes
required me to research topics that | thought | already understood. When creating episodes
about British culture, for example, | found gaps in my knowledge of figures and cultural
references that | had previously taken for granted. Researching topics such as the British
monarchy (King Charles), children’s literature (Winnie-the-Pooh and Paddington Bear), or popular
music history (The Beatles) forced me to revisit what | had considered to be familiar material in
greater depth.

Similarly, episodes on global issues such as the death penalty, veganism, Brexit, or the
Sustainable Development Goals required careful reading and simplification. Explaining these
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complex topics clearly for an EFL audience highlighted the difference between knowing
something and being able to explain in an accessible way.

The same applied to exam-focused episodes. Producing podcasts on TOEIC, TOEFL, and
|ELTS structure and strategies required me to explain processes and advice that | had previously
delivered more informally. This process strengthened my own understanding of how these exams
work and how students improve their performance in them.

In all these cases, preparing podcast episodes became a form of teacher learning. The
need to explain topics clearly and concisely for an unseen audience exposed gaps in my own
understanding and encouraged a more reflective approach to my subject knowledge.

Scriptwriting and Narrating for an EFL Audience

Another area of development was scriptwriting. Writing for listening required a different
approach from writing for reading. Early scripts were often too dense and too formal. Through
trial and error, | learned the importance of opening with a clear hook and writing in a
conversational style more suited to audio.

Alongside scriptwriting, my narration skills gradually improved through repeated practice.
Early recordings involved frequent stopping and restarting, followed by heavy editing. Over time,
| became able to record longer sections fluently in one take. | also became more aware of the
need to speak slowly, articulate clearly, and adjust my delivery to suit EFL listeners. This increased
fluency reduced production time and improved my confidence as a narrator.

Creative Process and Sustainability

Maintaining a regular production schedule also changed how | thought about the creative
process. | set myself a deadline of one episode per week during the semester and, despite
occasional fatigue or lack of inspiration, never missed a deadline.

There were times, however, when producing content felt like an obligation rather than a
pleasure. At those times, | gained a better understanding of the pressures often described by
content creators, particularly around creative burnout and the expectation of constant output
(Milmo, 2025). While consistency was important, it was critical to recognise limits and maintain
enjoyment in the creative process.

Digital Skills Development and Critical Use of Al

Over the six years of running the podcast, | developed digital skills that | had not
previously needed in my teaching. | learned to edit audio in GarageBand, minimise background
noise, balance levels, and structure episodes more effectively after recording. | also used
GarageBand to create the intro and outro themes, which | think helped to give the podcast a
clear identity.

Alongside audio production, | began designing promotional materials in Canva and
experimenting with different ways to highlight the release of each episode. | became increasingly
aware that students encounter learning materials alongside a constant stream of digital content,
which made it difficult for a new podcast episode to stand out without a reminder. As a result, |
experimented with Instagram and Twitter (now X) to share episode announcements, images, and
short audio clips.

During the life of the podcast, Al tools also became more sophisticated, and | began using
them selectively for brainstorming topics, refining drafts, generating images, and preparing
interview questions. While Al streamlined parts of the production process, it also required careful
checking. Issues of factual accuracy and tone meant that all Al-assisted content needed human
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editing and verification. This experience helped me see Al as a support for thinking and drafting,
rather than a substitute for professional judgement.

More importantly, from a production point of view, | gradually learned how to integrate all
these various tools into a manageable workflow rather than allowing them to dominate the
process. Efficiency was essential for the podcast to remain sustainable alongside full-time
teaching.

Podcasting and Professional Identity

Finally, podcasting opened unexpected professional pathways. Writing about the podcast
for the Wired section of JALT (Ingham, 2021) led to further publications, workshops, and
conference presentations. What began as an informal teaching project became an entry point
into wider academic conversations about teaching practice and professional development.

During this process, my professional identity shifted as | began to see myself not only as a
classroom teacher, but also as someone who could share valuable experiences and reflections
with a broader community. This shift has encouraged ongoing engagement with reflective writing
and professional dialogue.

Conclusion

Although the podcast was initially created with my learners in mind, its most sustained
impact has been on my own development. Through interviewing, preparing episodes, writing
scripts, and producing the podcast each week, | became better at listening, more effective at
explaining ideas, and more confident in my professional role. Podcasting supported this
development through regular practice rather than formal training, with gradual changes emerging
over time. It showed that sustained engagement in a creative project can shape professional
growth in ways that are not always apparent at the outset.
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PERSPECTIVES

Human Judgment in Al-Supported Writing: Writers, Teachers,
and the Limits of Output-Based Evidence

Yutaka Fujieda

Osaka University of Economics

Writing instruction has long helped students communicate through writing and develop a
sense of voice. Before generative artificial intelligence (GenAl) entered classrooms, this work was
supported through teacher feedback, peer response, and revision. The use of artificial
intelligence (Al) in second language (L2) writing education has increased dramatically in recent
years. Automated writing evaluation (AWE) systems, automated written corrective feedback
(AWCF) tools, and GenAl applications are now widely incorporated into writing classrooms
(Karatay & Karatay, 2024; Pack & Maloney, 2024; Warschauer et al., 2023). Much of the research
on Al tools in writing has offered useful evidence about their potential impact on students’ writing
performance and outcomes, such as text quality, grammatical correctness, and scoring reliability.
At the same time, concerns have been raised about academic integrity, authorship, and fair
assessment in Al-mediated contexts (Barrot, 2023; Dang & Wang, 2024; Nguyen & Barrot, 2024).
These investigations have opened important discussions about what Al can do and the extent to
which its output compares to that of human writers.

Previous studies inform pedagogical approaches to Al-integrated writing, but they also
show the difficulty of reconstructing how L2 writers evaluate, modify, and incorporate
Al-generated revisions during the writing process. The central issue is not only whether the final
text improves, but how writers judge the suggestions they receive. Recent work has begun to
document this reasoning: what drives writers to accept Al suggestions, what criteria they weigh,
what alternatives they consider, and how revisions relate to their intended meaning (Koltovskaia
et al., 2024; Wang & Wang, 2025; Yeung, 2025). However, this evidence remains uneven because
studies vary in how directly they examine learners’ decision-making during revision. When
process is inferred mainly from uptake rates, revision frequencies, or final-text improvement, the
interpretive work that writers perform can be overlooked. This problem becomes more acute
because Al-generated text can resemble polished human writing (Kuteeva & Andersson, 2024;
Nguyen & Barrot, 2024). In such cases, product evidence alone cannot show whether a writer
actively evaluated the tool’s suggestions or simply accepted them because they sounded fluent.

This article discusses the need to focus more closely on the decision-making process in
Al-supported writing instruction and research. Drawing on recent literature, it identifies three
interconnected challenges that arise from the current focus on outcomes: (1) the inferential
constraints associated with behavioral evidence, (2) cognitive foreclosure and disciplinary voice,
and (3) the relative neglect of teacher decision-making. In addition to articulating these
challenges, this article offers implications for research design, classroom instruction, and
assessment. The aim is not to diminish the importance of existing research but to complement it
with a greater emphasis on the evaluative reasoning that human actors bring to Al-mediated
writing.
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Three Challenges in the Current Research

The Limits of Behavioral Evidence

Current research on Al-supported writing often begins with behavioral evidence, meaning
observable actions that researchers use to interpret writers’ decision-making with writing
technologies. These actions include whether writers accept, modify, or reject Al-generated
suggestions, how often they revise a text, and whether the final draft improves in measurable
ways. Studies of Al-supported feedback commonly record revision operations, editing behavior,
screen activity, and changes in text quality (Koltovskaia et al., 2024; Michel et al., 2025; Yeung,
2025). While these metrics reveal how writers use tools to improve their written products, they
have a significant limitation. They show what writers do, not why they do it. Table 1 illustrates this
distinction through a simplified revision example.

Table 1
lllustrative distinction between behavioral and interpretive evidence
Student draft and Al Behavioral evidence Interpretive evidence Decision episode
suggestions
Students accept more The revision log shows A reflection explains The episode begins when
fluent Al phrases. that the suggestion was whether the writer the writer received the
accepted. accepted it because Al suggestions and ends with
suggestion matched a decision to accept,
intended meaning or modify, or reject it.

sounded better.

A writer’s decision to integrate GenAl suggestions into a revised text may reflect a careful
evaluation of the suggested language against their intended meaning, or it may reflect a more
passive response to fluent output. Wang and Wang (2025), for example, show that L2 writers
evaluate Al affordances through information accuracy, linguistic and rhetorical fit, and learning
context. The same visible action, accepting a suggestion, can therefore arise from different forms
of reasoning. If only the action is observed, it is difficult to distinguish careful evaluation from
uncritical acceptance.

Interpretive methods such as interviews, stimulated recall, think-aloud protocols, and
reflective journals offer stronger access to the criteria and beliefs that guide writers’ decisions.
These methods can show how writers understand a suggestion, what they trust or question, and
why they decide to accept, modify, or reject it. Recent studies have begun to build such links
through local analytical units. Khuder (2025) uses integrated intelligence episodes to connect Al
interaction, reflection, final decisions, and reasoning. Michel et al. (2025) code language-related
and task-related episodes during collaborative revision. These episodes are bounded segments
of the writing process in which a writer encounters a problem, considers available resources, and
makes a revision decision. Such approaches show the value of episode-level analysis, but the field
has not yet established a shared unit for documenting where a decision begins, where it ends, or
how responsibility for the decision should be attributed. This lack of definitional consensus
weakens comparability across studies and makes claims about learner agency harder to evaluate.

Cognitive Foreclosure and Disciplinary Voice

The limits of behavioral evidence are not only methodological. They also point to a
pedagogical problem: cognitive foreclosure, or the narrowing of writers” evaluative space when
fluent Al output becomes the easiest path forward. Writers may appear to revise successfully even
when their evaluative reasoning has narrowed. The risk is not that every learner accepts GenAl
feedback passively. Teng (2025) reports varied metacognitive awareness in ChatGPT use, ranging
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from copying generated language to monitoring accuracy, originality, and the tool’s role in the
writing process. Sun (2026) similarly shows, through screen recordings, drafts, and interviews, that
detection anxiety can redirect effort from idea development to surface-level revision of
Al-mediated text. These findings suggest that improvement in later drafts may conceal different
forms of engagement, including careful evaluation, risk management, and superficial polishing.

Reduced evaluative engagement has significant consequences for how writers express
themselves and for the voice they present in their writing. Voice refers to the ways writers express
stance, identity, purpose, and disciplinary positioning through language choices. When
Al-generated language is accepted without careful evaluation, texts can drift toward a fluent but
impersonal style. This concern is especially pressing for L2 writers, who are establishing their
place in academic communities and need to maintain control over the tone, personal meaning,
and direction of their writing. Sandstead and Kibler (2025) point to a tension between authenticity
and acceptability, arguing that uncritical Al use may lead writers to forfeit agency and
authenticity. Khuder (2025) shows a related pattern in doctoral writing for publication: students
protected disciplinary voice when they used structured feedback-seeking to decide where Al
input was useful and where disciplinary expertise remained essential. Darvin (2025) frames the
same issue through critical digital literacies, arguing that learners need to recognize how power
and agency operate in GenAl-mediated writing. The appeal of fluent Al-generated language
therefore creates a real evaluative challenge: writers must decide whether the output serves their
communicative purpose or pulls the text away from their intended voice.

The Missing Actor: Teacher Decision-Making

The third challenge concerns the actor whose judgment is often left underexamined.
Research on Al-supported writing has largely focused on learners as the primary decision-makers.
This emphasis on learner agency is valuable, but it leaves teachers’ decision-making less visible.
Xu and Tan (2024) show that L2 writing teachers conceptualize ChatGPT in divergent ways, as a
tool, resource, threat, or unknown entity. These perceptions can shape how teachers set
boundaries for tool use, explain evaluation criteria, and decide how Al-supported writing should
be interpreted in assessment (Nguyen & Barrot, 2024; Pack & Maloney, 2024).

Only a few studies have begun to address this gap. Nguyen and Barrot (2024) show that
teachers’ judgments of Al-generated and human-produced texts are shaped by their previous
engagement with Al writing tools, familiarity with L2 learner errors, and exposure to native and
non-native English writing. This finding suggests that teacher judgment is not a neutral
background condition; it shapes how Al-assisted writing is interpreted, assessed, and discussed in
the classroom. Handley (2024) makes a complementary point by showing why Al tools can, at
best, complement expert teachers. Current systems remain limited in the pedagogical and
affective work through which teachers represent language, support communication, and respond
to learners as people. Lee (2024) offers one classroom-based example in which teacher guidance,
peer collaboration, think-aloud sessions, interviews, and portfolios helped students use ChatGPT
for writing refinement and metacognitive growth. Even so, the field has not systematically
examined how teachers and learners jointly develop criteria for acceptable tool use across
instructional sequences, or how students make tool-use decisions outside the classroom.

These three challenges are connected. Behavioral indicators can show visible revision
patterns, but they cannot explain the reasoning behind them. Cognitive foreclosure and loss of
voice show what may be at stake when writers accept Al-generated language too quickly. Teacher
decision-making shapes the conditions under which such acceptance, modification, or rejection
becomes possible, acceptable, or assessable. For this reason, research on Al-supported writing
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needs to treat decision-making not as an individual learner action alone, but as a process shaped
by evidence, learner agency, and teacher judgment.

Implications for Research and Practice
The challenges discussed above call for practical responses in both research design and
classroom instruction. The following section proposes design targets. Each target responds to a
challenge identified in the preceding discussion and contributes to a broader research agenda
focused on human judgment in Al-supported writing.

Defining and Documenting Decision Episodes

For decision-making to become a legitimate focus of inquiry, L2 writing scholarship needs
clearer definitions of the decision episode as an analytical unit. Research should specify what
counts as a decision, where each episode’s boundaries lie, and how attribution to a particular
actor is determined. Khuder's (2025) integrated intelligence episodes and Michel et al.’s (2025)
language- and task-related episodes show how useful such units can be, while they also illustrate
the current variety of local coding schemes. Without more explicit definitions, claims about
agency are difficult to evaluate and compare across studies.

In the classroom, a two-stage writing task can help reveal the decision-making process. In
the first stage, writers make a draft with minimal or no tool support to clarify their intended
meaning and take stock of their current language resources. This first step makes the writer’s
initial rhetorical and linguistic choices visible before Al suggestions enter the process, a concern
consistent with work on metacognitive monitoring and disciplinary voice (Khuder, 2025; Teng,
2025). In the second stage, learners use Al tools and record brief written rationales for each major
revision decision, noting whether they accepted, modified, or rejected the suggestion and
explaining why. This procedure turns revision into interpretive evidence documented close to the
point of decision. It also creates the kind of episode-level data needed to connect behavioral
indicators with writers’ stated reasoning in transparent and replicable ways.

Evaluative Practice and Assessment Design

If Al-generated fluency can narrow or redirect deliberation, instructional strategies need to
create structured opportunities for evaluation. One possible approach is to ask students to
compare three versions of the same text: their original draft, an Al-generated revision produced
from that draft before they evaluate it, and their final version after accepting, modifying, or
rejecting Al suggestions. Michel et al. (2025) show that guided comparison with GenAl models
can trigger deliberation about language, content, organization, and task demands. A similar
comparison can direct students’ attention toward meaning, voice, and purpose instead of
surface-level fluency alone. Requiring students to justify major Al-related revisions also
strengthens this process. When students briefly explain the effects of their revisions on meaning,
accuracy, personal expression, and voice, the evaluation process becomes more transparent to
both students and teachers. When Al-generated writing appears credible mainly because of
grammatical fluency, students can also check its claims and expressive fit by consulting alternative
sources, comparing possible revisions, and seeking peer feedback.

Assessment design also needs to change. Xu et al. (2025) do not provide a ready-made
writing rubric. They develop and validate a domain-specific scale of student Al literacy in L2
writing with four dimensions: understanding, use, evaluation, and ethics. In contexts where tool
use is permitted, assessment criteria can draw on these dimensions to assess how strategically
writers use Al suggestions and whether their revision choices reflect task requirements, intended
meaning, and voice. In contexts where tool use is restricted, assessments should specify
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indicators of prohibited assistance and clarify how evaluators will interpret them. In both cases,
assessment should reflect the writer’s evaluative work, not the tool’s generative capacity.

Teacher Judgment in Research and Professional Development

Adopting tools in writing classrooms is not simply a matter of introducing new technology;
it requires professional judgment. Handley (2024) emphasizes that current Al systems can
complement expert teachers but cannot replace the pedagogical and affective work of language
teaching. Teacher education programs can support this judgment through case-based materials,
such as sample student-tool interactions, rubrics, and policy decision scenarios. Pack and
Maloney’s (2024) examples of teacher Al use, assessment design, and classroom policy offer
useful starting points for this kind of professional discussion. These materials can guide teachers
in explaining how they evaluate Al-supported writing, how they respond to questionable tool use,
and how they help students justify their decisions.

From a research perspective, the field needs to examine how teachers and students
negotiate shared criteria for tool use instead of treating their decision-making as separate
processes. Lee (2024) offers a useful model for this direction by showing how teacher guidance
and peer collaboration can scaffold students’ use of ChatGPT through think-aloud sessions,
interviews, portfolios, and documented ChatGPT interactions. Building on this work, future
studies should examine how criteria for tool use are developed and revised through instructional
sequences. Although this type of research design is challenging to implement, it can capture
evaluative judgments as they occur in classroom settings and how teacher guidance shapes the
conditions under which learners accept, modify, or reject Al-generated suggestions.

Conclusion

This paper argues that writers and teachers need to look beyond product-oriented
measures and attend more closely to the decision-making processes that surround
tool-generated output. While current research on Al-supported writing provides useful insights
into tool effectiveness and usage patterns, it generally leaves the decision-making process
implicit. Three related issues were identified: the methodological and interpretive limitations of
relying solely on behavioral indicators as evidence of decision-making, the potential for cognitive
foreclosure and loss of disciplinary voice when evaluative engagement with tool-generated
content is lacking, and the relative neglect of teachers’ decision-making as a legitimate focus of
inquiry.

These challenges are interdependent. When writers accept Al-generated language too
quickly, improvements in the final text may conceal a reduced space for deliberation, voice, and
authorial control. When teachers’ judgments are left out of the research design, the learning
environment that shapes students’ decision-making remains hidden from view. A fuller account of
Al-supported writing requires attention to all three challenges: how decision-making is
evidenced, how learners evaluate Al-generated language, and how teachers shape the conditions
for acceptable and meaningful use.

The practical recommendations presented in this paper, from defining and documenting
decision episodes to restructuring evaluative practice and centering teacher judgment, are
designed to move the field toward a research and pedagogy agenda that emphasizes the
interpretive work of human agents. As Al-based writing tools become further integrated into
education, the central issue is not what these tools can generate but whether writers and teachers
make informed judgments about how to act on what the tools produce (Darvin, 2025; Wang &
Wang, 2025).
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REFLECTIONS

Failed Writing Project or a Valuable Learning Opportunity?

Amy Toms

Fukuoka Women's University

We all experience success and failure on our teacher journeys, and both experiences are
important for our personal and protfessional development. | believe that we can learn from
other educators’ reflective practice on activities or projects that didn’t achieve the desired
outcomes, particularly if they resonate with our own experiences. In this paper, | share my
experience of an unsuccessful extra-curricular writing project. | discovered Assembly, a global
publication highlighting the stories and perspectives of young girls, after joining a new English
program at a women’s university. The voices of young Japanese women were
under-represented on this platform, so I initiated a pilot project in November 2022 for any
students at Fukuoka Women's University who might be interested in writing for Assembly. This
article utilizes reflective writing to investigate why this project was not successful. | selected

two reflective practice models to guide my writing; Korthagens (2004) onion model and
Gibbs’ (1988) reflective model.

Keywords: reflective writing, core reflection, action-oriented reflection, teacher identity

Assembly was a digital newsletter and publication which offered young people around the
world who were socialized as or identified as female, non-binary, or genderqueer the opportunity
to share their opinions, experiences, and achievements. This publication was created by Malala
Fund (Assembly, n.d.), an organization founded by the Pakistani education activist Malala
Yousafzai, and published articles describing young people’s experiences of leading the climate
movement, challenging barriers to girl’s education, or highlighting racial discrimination. Young
people could submit essays, research articles, interviews with people who they admired, or
recommendations for books or movies. For example, one article featured an interview with Vee
Kativhu, a YouTuber and girls’ education activist, and another recommended the #ReadGhanaian
challenge which introduced African authors. In addition, the ‘roll call’ section of the publication
invited young girls to describe a typical week in their life. Examples included a 17-year-old
Ukrainian student and a 19-year-old Pakistani education activist sharing their experiences.
Alternatively, shorter submissions of a few sentences to a paragraph were welcomed in the
‘Around the world’ section. Readers could share their opinion in response to questions such as
“What's something interesting you learned in class recently that you didn’t know before?” or
“What advice would you give to your younger self?” When | discovered this platform, | believed
that it aligned with the goals of Fukuoka Women's University which centered upon leadership and
internationalization. Therefore, | proposed the possibility of collaborating with other faculties to
offer students an opportunity to write about their leadership learning, gender inequality in Japan,
or other relevant experiences or topics.

Reflective Practice
John Dewey proposed that thoughtful reflection enables individuals to learn just as much
from failure as success (Rosen, 1987). Therefore, | was motivated to turn my experience of this
pilot project into a learning opportunity and highlight areas for my professional development.
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During my doctorate in Clinical Psychology from 2007 to 2010, | was required to maintain a
reflective journal. The reflective scientist-practitioner model inherent in clinical psychology makes
reflective practice a core competency (Ooi et al., 2023), and my reflective journal created a safe
space for me to openly and honestly explore my experiences. Reflective writing is one way to
engage in reflective practice, and journaling can be an effective way to uncover challenges and
work through emotions (Yoshihara et al., 2019). When this project was unsuccessful, | used
reflective journaling to document my initial thoughts about why | had been unable to recruit
students to write for Assembly. However, | wanted to undertake a more formal and structured
approach to reflective writing, incorporating what | had learnt since the pilot project ended in
2023 to strengthen my reflections. Therefore, | employed two reflective practice models to guide
my reflective writing in this paper: Korthagen’s (2004) onion model and Gibbs' (1988) reflective
model.

The Onion Model

The term “core reflection” refers to a deeper level of reflection that increases
self-awareness, recognizes individual ideals and strengths, and identifies obstacles such as
limiting beliefs and behaviors (Korthagen, 2014). Korthagen and Vasalos (2005) propose that the
onion model provides a tool to guide teachers’ reflection as it facilitates core reflection and can
be used autonomously by individual teachers. In addition, the focus on strengths rather than
weaknesses and problems aids personal and professional development (Korthagen, 2014). The
onion model offers a framework for reflection which is comprised of different layers of reflection
(see Figure 1). Within this model, there is a two-way process between the inner and outer levels in
the sense that the environment influences our behavior and beliefs while our beliefs and behavior
simultaneously affect our external environment.

Figure 1
The Onion Model (Korthagen, 2004)

Core gualities

Environment

Behaviour

Competencies

Note. Adapted from Korthagen (2014)
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Environment

This layer refers to the external factors in the situation, which in this case would be the
educational context of the pilot project. Fukuoka Women'’s University has three faculty
departments; International Liberal Arts, Environmental Science, and Food and Health Sciences. In
2022, the Women's Leadership Center (WLC) was officially opened to enact the university’s
mission to raise the next generation of female leaders. In the same year, | was appointed as a
full-time lecturer at Fukuoka Women's University on the new Academic & Career English (ACE)
program, which is a mandatory program for students in their first and second year from all three
faculties. On this intensive program, students develop their skills in reading, writing, oral
presentation, and communication. Course materials were developed in-house and incorporate
themes of globalization, SDGs, and leadership. During the process of curriculum development, |
found Assembly which appeared to align with the university’s aspirations.

Behavior

After communicating with the ACE program director about the possibility of providing
students with an opportunity to write and submit an article to Assembly, they suggested that |
liaise with the WLC. Therefore, | arranged a meeting to explore the online platform, consider the
potential risks or gains for students publishing articles on Assembly, and discuss the practicalities
of initiating a joint project. Finally, a pilot project between the Language Education Center (LEC)
and the WLC was approved.

The pilot project consisted of three workshops, which were held in November 2022 during
the university lunch break, to introduce and promote the Assembly writing opportunity. The
workshops were promoted formally in emails from the director of the WLC and informally by
instructors on the ACE program, and delivered by myself and a representative from the WLC. In
total, nine students attended the workshops. First, | introduced students to the Assembly
platform and explained the types of articles they could write for this publication using
PowerPoint. For each type of article, two examples which had already been published were
selected, with a QR code for students to access the full articles. Then, the representative from the
WLC encouraged students to look at some of the articles published and brainstorm potential
topics to write about. Next, | outlined some important considerations when publishing on global
platforms, such as decisions on what information to include in their author profile and the
implications of including a photo, full name, or social media account details. Assembly allowed
authors to choose whether they used their real name or included a photo or personal details.
Finally, | emphasized the importance of using reliable and accurate sources, citing sources, and
differentiating fact from opinion in articles. Contact details were provided for ACE instructors who
were willing to support students writing in English, while the WLC was available to support topic
development.

Of the nine students who attended the workshops, two students expressed an interest in
writing for Assembly. One student indicated that she wanted to work on her article after her
exams, so | sent her a follow-up e-mail after the examination period, but she did not respond.
After an on-going e-mail discussion with the second student regarding potential essay topics, she
decided not to proceed because she could not identify a suitable topic. As the pilot project was
unsuccessful in recruiting students to write for Assembly, it was discontinued in the following
academic year.
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Competencies

In terms of skills, | believed that | brought creativity and organization to the project,
combined with an enthusiastic and motivated attitude. Although | had experience of teaching
academic writing courses, | was only seven months into my new contract, and therefore lacked
knowledge of the institution, the wider curriculum, and students’ prior academic experiences.

Beliefs

| discovered from this experience that my beliefs about the students’ interests and
aspirations were inaccurate. Before the project, | had assumed that the majority of students were
motivated to study at this university due to the focus on internationalization and leadership
learning. While this is certainly true of some students, an interest in leadership and gender
inequality doesn’t automatically generate aspirations to write about it. When | thought about how
much | had changed since graduating from university in terms of my motivations, goals,
competencies, and self-efficacy, | realized that | had confused my ambitions with the students and
underestimated the competencies and experience required to confidently write an article for
publication. So, this served as an important reminder that what | perceive as an exciting
opportunity at this stage in my life and career is markedly different to my students who are still
building their skills and have different priorities.

Identity

The question of who | am at work has been a recurring theme throughout my career
transition into English teaching. When | left my previous career as a clinical psychologist, |
envisioned teaching English for a couple of years while | figured out my next move. Seven years
later, | decided to try and combine my teaching experience and academic background by
pursuing a second career in higher education. However, | still felt uncertain about where | “fit” in
terms of my academic interests, teaching pedagogy, and career aspirations in this new
profession. Although | was no longer a psychologist, | was unsure who | was as a teacher. My
personal journey through higher education was liberating and empowering, characterized by
self-discovery and inquiry, and guided by teachers who served as role models. Consequently, |
gravitate towards transformative education and critical pedagogy, which have broad educational
goals that transcend the transmission of knowledge about a subject. In this way, my identity as a
teacher centers upon inspiring, motivating, and empowering students beyond language learning.
Because my academic and research interests diverge into fields outside the world of linguistics
and language acquisition, this project presented a unique opportunity to collaborate with the
WLC on a project designed to inspire and empower young women to share their stories and
perspectives. Therefore, reflecting on my teacher identity deepened my understanding of what
this project represented to me.

Mission

For me personally, the most enjoyable aspects of teaching English are the interpersonal
exchanges with students. | draw inspiration from witnessing students’ holistic growth as their
growing confidence in a foreign language extends into other areas of their development, and the
mutual learning process between student and teacher. Education has the potential to transform
individuals and contribute to social change and that is what gives meaning to my work.
Throughout my career transition, | have pondered how to combine my knowledge and skills from
two separate professions, without abandoning my personal ideals of making a difference through
my work. Initiating and pursuing this project represented my shifting professional identity as |
attempted to identify teaching interests, pedagogy, and practices that aligned with my values,
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and navigate a career pathway in a new profession. The process of examining my teacher identity
and ideals allowed me to clarify the underlying tensions | was experiencing in this new
professional chapter, address questions about how | combine the knowledge and experience
gained from both professions, and thus develop a clearer vision of my future goals and
aspirations. Moreover, | realized how my core qualities of compassion, enthusiasm, and curiosity
could be employed in my new profession, if | improved my institutional knowledge and
understanding of the student population and updated my beliefs accordingly.

Gibbs' Reflective Model (1988)

Gibbs’ reflective model consists of a cyclical six-step process of examining an experience
by identifying the emotions evoked, evaluating both the positive and negative aspects, analyzing
the reasons for the outcome through integrating theory and practice, summarizing the key
learning points, and creating an action plan to apply the lessons learnt to similar situations (see
Figure 2). Aneeis Hashim et al. (2023) stated that the structured guidelines and questions in this
model facilitate reflective writing, enable teachers to conduct a thorough exploration of their
experiences, and assist teachers in thinking critically about their practice.

Figure 2
Gibbs’ (1988) Reflective Model

1.Description

What happened?
&.Action plan } . b4 2.Feelings
What will | do h g What emotions
next time? did | feel?

A v
5.Conclusion | 3.Evaluation
What have | Positive and
learned? €| 4.Analysis V4 negative aspects

Making sense of
the experience

Note. Adapted from Aneeis Hashim et al. (2023)

Description

This step in Gibb's reflective model corresponds to the behavior layer of the onion model,
where a detailed account of the process of initiating the pilot project, the content of the
workshops, and the outcome of the project has already been provided.

Feelings

The project represented an opportunity to highlight the experiences and perspectives of
young Japanese women in Assembly, a publication created by an activist whom | respected,
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which featured stories that inspired me as an educator. Initiating and conducting this pilot project
was also a chance for me to demonstrate my competencies as a newly appointed instructor.
Consequently, | felt excited when the project was approved and motivated to promote this
opportunity to the students. Additionally, the university’s emphasis on female leadership had
attracted me to this teaching position, so | was enthusiastic about collaborating with the WLC.
After the project, my disappointment at the low turnout for the workshops was replaced with
curiosity and a desire to comprehend why the project had been unsuccessful.

Evaluation

The positive aspects of the pilot project included the chance to demonstrate ambition and
initiative in my new role, build relationships with the wider faculty at the university, collaborate
with the WLC, and publicize an inspiring resource. It also felt validating and encouraging that
other professionals valued my proposal and supported the launch of the project. Two prominent
negative aspects included the low turnout at the workshops and students’ disinterest in pursuing
the opportunity. While it was important to include topics such as citation and credible sources in
the workshop to adequately prepare students for publication on a global platform, it also
introduced a potentially unwelcome academic tone to an extracurricular activity. Similarly, the
voluntary nature of the project created the dilemma of trying to offer students enough
encouragement and support to write for Assembly without pressuring them. Another negative
aspect of the experience included an increasing awareness of my lack of knowledge regarding
the institution or student population in terms of students’ academic schedules, other subjects and
courses taught outside of the English program, or the previous English program curriculum which
limited my capacity to support students in identifying potential topics to write about.

Analysis

The launch of this project coincided with the release of ChatGPT which acquired more than
100 million users in the first two months (Feng Teng, 2024). By June 2023, 32.4% of university
students were using ChatGPT in Japan, with 14% using it to complete assignments (Masutani,
2023), and Japan was one of the top five countries using it by 2024 (Price, 2024). Within higher
education, the rise of generative Al instigated numerous debates about how to balance the
opportunities and challenges it presented with concerns centering on the generation of
unreliable information and the potential for plagiarism and cheating (Feng Teng, 2024; Price,
2024). To further complicate the matter, beliefs about what constitutes plagiarism vary between
cultures, EFL teachers, and disciplines in Japan (Gettings & Hughes, 2014). At Fukuoka Women's
University, the ACE program implemented a departmental policy in March 2023 regarding
plagiarism, Al, and machine translation in response to these global challenges. This policy
prohibited students from using Al or machine translation to write English assignments. In
hindsight, it felt ill-timed to pursue a project encouraging students to write high-quality articles in
a second language.

Before the pilot project ended in March 2023, | discovered two published articles on
Assembly which offered extra advice on writing and submitting an article to the digital
publication. The first article emphasized the process of brainstorming, conducting research,
writing an outline and a first draft, editing, and proofreading before submitting an article (Uthman
& Thomas, 2020). Our students learn these writing skills in their English classes, but | had wrongly
assumed that they could apply them independently. Nonetheless, the discovery of the second
article on Assembly removed the obstacles regarding writing in a second language as Tess
Thomas (2023), former editor, encouraged people to write in their native language. | was unaware
of this before the project because it was not explicitly stated in the submission guidelines and the
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majority of articles were published in English. However, this discovery did not eliminate the
challenges in identifying topics, applying writing skills, or the controversy surrounding Al misuse
in higher education.

During the second year of my contract, | taught a writing course in which students write a
1,000-word English report on a topic related to their major. This led to a greater appreciation of
the time and effort required to transform a topic into an essay for students and instructors alike. In
addition, despite variations in high school education, not all students have been taught
essay-writing skills in their first language prior to their EFL writing classes at university (Gettings &
Hughes, 2014). Therefore, it is possible that students’ lack of experience and subsequent
confidence in writing essays would continue to act as a deterrent even if they could write in
Japanese. Furthermore, Assembly is a competitive platform which receives many submissions,
not all of which are published (Thomas, 2023).

Thus, the lack of student interest in writing for Assembly was understandable given the
necessary time commitment, execution of writing skills which are still being acquired and
developed, and the possibility of not having the article published. When | considered the
effort-to-benefit ratio of this extracurricular activity, | could understand why it had not been
appealing to students who were already managing competing demands on their time. Equally,
this project would represent an unwelcome addition to the workload of instructors assisting the
project. Anyhow, the opportunity to submit articles to Assembly ceased in December 2024 when
it became an archived publication.

Conclusion

Prior to the closure of Assembly, | had already concluded that as an extracurricular activity,
the cost-to-benefit ratio of the project was unfavorable. Planning and writing an essay demands a
considerable time investment from both students and their teachers independent of language.
Regardless of the negative outcome of the project, | learnt many valuable lessons. For instance,
the importance of knowing your audience before launching a new project. Prior knowledge of the
student population and the higher education institution would have enabled me to assess
whether the proposed project aligned with students’ interests and competencies, consider
whether there was a specific student group to target, and carefully review the practicalities of the
project. For example, | could have offered regular workshops to support students through the
writing process beyond the initial introduction to the platform, or targeted the ‘Around the World’
section which invited shorter responses and may have been more attainable. Likewise, |
recognized the value of consulting students and using their perspectives to inform the planning
and implementation of extracurricular projects. In relation to my teaching practice, further insight
into the challenges my students encounter when writing an English report has enabled me to
approach my second-year writing classes through a more compassionate lens.

Action Plan

The project will not be relaunched in the future, so this section concentrates on actions |
can take to improve the outcomes of future projects. For instance, it was clear that | had
knowledge gaps pertaining to the institution | worked in and the student population. | recognized
that my Japanese proficiency limits my organizational and cultural knowledge. Thus, | need to
resume my Japanese studies to further assimilate and integrate at my workplace. Another
learning point related to the importance of maintaining a steady pace in a fast-paced work
environment and remembering the proverb “more haste, less speed.” For example, investing
more time in the initiating and planning stages of a project to carefully assess the feasibility and
practicalities would result in better outcomes. Discussing potential project ideas with my students

Explorations in Teacher Development 32(1) 35



to gain their perspectives and gauge their interest during these stages of the project cycle would
further support the elimination of ideas which are unrealistic and lead to the development of
projects which are compatible with the students’ needs and interests.

Conclusion

Employing two reflective practice models to guide my reflective writing enabled a
thorough examination of the project. Korthagen'’s (2004) onion model facilitated core reflection
which allowed me to explore my teacher identity and the influence of my beliefs and experiences
on the project. Examining my identity and ideals was instrumental in clarifying my teaching
pedagogy and where | “fit” within the teaching profession, allowing me to gain new insights and
direction as | navigate a second career. While there is some overlap in the initial stages of both
models, Gibbs’ reflective model (1988) enabled me to perform a rigorous evaluation and analysis
of factors contributing to the project’s lack of success, which encouraged me to view the project
from the students’ perspective and learn more about plagiarism and Al misuse. Insights gained
from this model informed my teaching practice and identified clear and practical steps for
professional development. To conclude, combining a core reflection and an action-oriented
model to guide reflective writing resulted in a comprehensive reflection that uncovered important
observations and learning points for both my personal and professional development,
demonstrating that failure can indeed be instructive.
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