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1. Teaching philosophy
1.1 Prelude - the long and winding road
In some way or form, I have been involved in teaching for over 25 years now. The settings have
changed (dramatically), but regardless of this, it has always been a role I have not only felt comfortable
with, but have enjoyed immensely. My first forays into teaching were as a canoeing instructor, working
summer seasons in the beautiful Ardèche region in the South of France. Rising up to the position of
senior instructor, I then gained experience in mentoring others in the task of engaging large groups of
young adults in order to get them safely down a river known for having an “acceptable rate of
fatalities” yearly (this focuses the mind). Drawing on these experiences, but now in the relatively safer
confines of the theatre studio, my teaching remained in the area of physical skill-based development,
but now with a stronger intellectual engagement. The work I and my colleagues did here was
exploratory, relatively new to theatre teaching in the UK, but before long I had built enough of a
reputation to be invited to conduct workshops in university departments, high schools, communitybased groups, and theatre studios within the UK, with The British Council furthermore organizing
Masterclasses for me to run in places as far and wide as Quito and Cairo, Budapest and Toronto (for
overview of this teaching work, see Graham & Hoggett, 2009). Taking time out from the theatre, I
subsequently joined a small team of language teachers in Hiroshima, where we were tasked with
turning the fortunes of a failing foreign language school round. Within two years, the school had
become the flagship branch for the larger national organization, with our team running professional
development and acting in an advisory capacity for other schools within the organization. Two years
later, I decided to finally ‘get serious’ about my teaching and do a Master’s in Applied Linguistics and
Teaching English to Speakers of Other Languages (TESOL), completing this at the School of
Education, Communication and Language Sciences at Newcastle University in 2008. This in turn led
to a research collaborator position in Luxembourg, at a research institute for learning from a
sociocultural perspective (http://dica-lab.org/codiscilea/project/), which subsequently led to me joining
the Research Centre for Cultural and Linguistic Practices in the Internationalized University (CALPIU),
at Roskilde University as a PhD fellow (www.calpiu.dk). This is where I currently hold a position as
Assistant Professor.
1.2 Reflections on pedagogical approach - still finding the way
Although the current teaching portfolio provides an account of what relates first and foremost to my
place within the university environment, my overall approach to pedagogical settings both draws on
the range of teaching experience introduced above, that extends beyond the confines of tertiary level
education, and in turn finds commonalities in how I approach my role as a teacher across the board.
Whether, for example, I am leading a class on how best to navigate the choppy waters of semiotic
theory, or alternatively how to understand the intricate dynamics involved in canoeing down a Grade 3
white water rapid, key necessities for possible successful outcomes of each are that of engagement,
interpersonal skills, and critical awareness of group management.
All teaching settings demand of a teacher the ability to not only to have a grip on the target
knowledge and to be able to formulate it, but they must also be able to do this in a way that spurs a
student to want to engage in the material with the enthusiasm you yourself can bring to it, or which is
conducive to the tasks at hand. Indeed, there are situations where one is placed in the position where
one must teach a programme that is not one’s area of expertise, indeed it may involve teaching a
subject that you know little about yourself, of may not agree with what it is that needs to be taught (a
mandatory course on the study programme, a student project, a colleague’s class you are substituting
for). This should not prevent one from being a good teacher. It is in facilitating learning, rather than a
reduced imparting of some or other database of knowledge to the student body, that ultimately aids
development.
To this end, I would argue that drawing on common interpersonal strategies is crucial: a desire to
connect with the other; remaining sensitive to his or her needs; being respectful; treating each as a
person before a student. An ideal relationship in my view is one where all parties - ratified teachers
and students - are attuned to one another to the extent that they together reflexively and actively
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engage one another toward a common orientation, and that this interaction can extend beyond the
institutionally framed confines of the lecture hall or seminar room, and withstand shifts in role
relationship between teacher-student, expert-inductee, supervisor-supervised, and acquaintances.
First and foremost, I see my role as engaging in structured conversations with others, and asymmetric
institutional role relationships should not prove to be an obstacle to that.
Any such interaction requires a teacher to be reflexive in responding actively to feedback from the
students for adapting to their needs and preferences, making adjustments to the curriculum or the
programme, and for gauging outcomes. Yes, I enjoy getting explicit or implicit feedback, thank you’s in
passing or in writing, end of course evaluations. But there is as much to be found in the moment too,
in less formal interactional features, one’s which are much less measurable. When students appear
fired up; when they keep turning up and when have questions, and even better observations; when
they laugh at the joy and wonder of the material; when they express amazement at themselves when
they not only complete a task, but understand the workings of it; when they light up at the realization
of the relevance of the materials to their own lifeworld, the world outside academia, and how this
knowledge can be applied there; and when the synapses are firing, not because of something I might
have said, but because they’ve engaged in a particular intellectual challenge and have been able to
connect the dots themselves.
“There is a sense in which meaning is perceived as one's own when one has, sees oneself as having,
arrived at it oneself; and there is a sense of pleasure in attempting to articulate one's own meaning” N.S. Prabhu (1987)

The joys that people find in completing cryptic crossword puzzles, in solving a crime mystery, or in
understanding the fingering for a particularly intricate piano piece, these are the responses I am
always seeking out in class, in seminars, and in supervision meetings (but also in interactions with my
two young children).
“There are times when people feel they can take in a lot of new information, and other times when
they feel their memories are terrible. This work suggests that once you light that fire of curiosity, you
put the brain in a state that’s more conducive to learning. Once you get this ramp-up of dopamine,
the brain becomes more like a sponge that’s ready to soak up whatever is happening.” Ranganath,
(2014)
“The native and unspoiled attitude of childhood, marked by ardent curiosity, fertile imagination, and
love of experimental inquiry, is near, very near, to the attitude of the scientific mind.” - John Dewey
(1910)

In order to provide the grounds to engender this kind of engagement, puzzles, conundrums and
questions, I feel I need to draw people into what can be conceptualized as a zone of proximal
development (Vygotsky, 1978). This requires me to a. be constantly mindful of what a student, or
group of students, might be able to do independently at that point in their development; b. have some
understanding of what can be expected for a student to do next with that knowledge/skill/
competence given the appropriate stimulus and guidance; and c. bring materials to the table that are
meaningful for the students, not just as academic exercises, but as authentic materials sourced from
a world outside the academe, and nurturing connections across settings.
Much of the above is geared toward teasing out what a student is able to grasp, and how respective
students are best able to deal with the subject matter. Different people learn differently and are each
more or less comfortable with different learning strategies, activities and materials. One task for an
educator is to present the subject matter in a range of ways, in order to unlock the different learning
styles that may be represented in any one group. Along these lines, if students have been set readings
for a class, there will always be a student A who is able to get to grips with the material and a student
B who just does not learn so easily that way. In order to unlock the interactional potential of a group of
students, I have always found it helpful to find different ways - visual, aural, conversational, problemsolving etc. - to allow for different types of learner to feel that they can engage in the interactional
opportunities that a classroom affords.
"My kid, he too scared to talk, 'cause nobody play by the rules he know. At home, I can't shut him
up.” - from Brice-Heath (1986)
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Some of the strategies and materials designed for this purpose again stem directly from a former life
as a language teacher, where getting people to speak out would more often than not involve helping
them to forget about the target language due to a desire to converse, to share opinions, to discuss or
to debate some aspect of life that they felt they had an understanding of (for a critical reflective
account of one such course, see Hazel, 2008a and 2008b in the Appendices). Being able to present
a range of instantiations of a topic, and particular tasks designed to stimulate interaction on the
theme, is an essential tool in the teacher’s toolkit. Below, in rounding off this brief introduction to my
perceived pedagogical approach, I include a summary slide from an earlier course, where a range of
types of materials that had been used in class are represented.

A movie (Wes Andersen’s The Royal
Tenenbaums), Japanese robotics
research, visuals of emblematic and
a b s t r a c t d e i c t i c g e s t u re s , a n
expressionist painting, a story of a WW1
army captain, a bank note, spoken
dialogue represented in orthographic
form, as visualised wave-form and in
international phonetic alphabet, a
sequence of music (combining
pentatonic and chromatic scales), a
question?, Alice in Wonderland, a
map of Belgium, Angela Merkel, a
Sex Pistols album cover, a few
advertisements, a rainbow flag on a
Russian square, a drawing of different
types of eye-shape, some sections
of written text.
Fig. an overview slide used in Text & Sign, depicting some of the range
of materials used for a series of classes for the course in Autumn 2013
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1.3 Into the woods - some reflections on current state of practice
“Teachers work in the world of real people, real motives, and conflicting interests, and their prime task is to survive in
this world, in order to influence learning and directed towards the most profitable activities and routines for success”
Brumfit (2001, p153)

In the current section, I will offer a number of reflections relating to recent reflective practice activities.
Specifically, I will draw on reflective accounts following two courses that I participated in during the
Associate Professor training programme at Roskilde University (Unipæd). The section is divided into
two reflection papers, one detailing my engagement in the Collegial Intervision programme, the other
following participation in the Course Pedagogy course and associated activities.

1.3.1 Reflections following participation in the collegial intervision activities.
Participants in Collegial Intervision Group:
Spencer Hazel - Farhan Khan - David Mathieu - Bojana Romic

a)
b)
c)
d)
e)

Establishing ties; promoting collegiality
Let the Right One In
Motivated, focused observation
Concluding remarks
Feedback to own teaching

(a) Establishing ties; promoting collegiality
A first and perhaps not immediately obvious benefit from the Collegial Intervision Programme is the
establishing of a cross-departmental network - albeit small one - of colleagues with whom to meet.
Such meetings have included further opportunities for more informal encounters, meeting one another
for lunch, sharing experiences, anxieties, and professional dilemmas, both relating to the workplace,
our career trajectories, and institutional politics, as well as relating to the often more important matters
such as being or preparing to become parents, financial issues, finding places to live, our place as
immigrants to Denmark, the Danish language, our social life challenges and so on and so forth. In the
case of the group in which I have been involved, we are all non-Danish employees at the university,
and often (being in a minority) have fewer opportunities to share experiences with others in the same
position.
In terms of promoting well-being in staff, what started as a pedagogical exercise has led to a small
support network being established, one which I am sure would have continued to exist, if it was not
for the disbanding of the group, with myself leaving the university for a position elsewhere, another
colleague not having been offered a new contract, and yet another taking research and paternity
leave. Still, promoting cross-departmental working groups that can develop social ties - rather than
based on research or teaching collaborations per se - affords employees a greater sense of place
within the larger institution of the university, and loosens the intra-departmental mindset that is so easy
to adopt when one comes into contact solely with those in one’s immediate workplace environment,
where conversational topics are more readily geared to local, departmental deliberations, thereby
excluding wider considerations relating to the university as a whole, its programmes, its mission, and
its governance. It allows for collegiality in a broader sense to become established.
Aside from the social-psychological benefits from participating in this programme, the broader makeup of disciplines represented in a cross-departmental working group such as this provides fertile
ground for initiating fresh lines of thinking about the roles we have, challenges we face, the teaching
styles we pursue and so on. Different disciplines require of students that they are able to develop

7

different kinds of skills, which in turn requires teaching staff to adopt different sets of strategies to
pursue the required outcomes. Offering the opportunity to discuss how colleagues in other disciplines
go about achieving their goals both allows on to reflect on those practices, but in turn it allows one to
reflect on one’s own teaching philosophy and teaching methods refracted through an alternative
prism. The ongoing conversations that we have had on teaching challenges, have served to afford us
with such opportunities for seeing our practices as being but one set of choices within a wider field of
teaching practices adopted across the different disciplines at the university.
(b) Let the Right One In
Although inviting colleagues into one’s classroom can at first be a daunting, anxiety inducing
challenge, this is usually premised on a misunderstanding that being observed for the purpose of
receiving feedback on one’s practices rests on outsiders evaluating your practices, judging them
either positive or negatively. This, I believe, is perhaps a residual understanding left over from earlier
schooling, where one’s abilities were under scrutiny, although often simply to be evaluated according
to a score, rather than as a basis for providing opportunities for reflection. I have been lucky in former
career paths that that misunderstanding has been allowed to be laid to rest. The teacher training that I
did in order to become a language teacher, and then the work I did as a teacher trainer subsequently
was rarely (openly) premised on the understanding that the external observer took an evaluative role.
Rather, the very presence of the observer in itself was a way into reflecting on what others might take
away from one’s teaching. Having someone attend as a designated, focused observer, paying
attention not to the content of the class, but too the way the class unfolded and how that came
about, afforded the teacher the opportunity to consider what s/he would be observing, considering,
were s/he in the position of the observer. Furthermore, follow up conversations were then also able to
prompt re-evaluations of these self-reflections, as what we often think that we are doing does not
always match the understanding of others. For example, in Bojana’s observation of my lecture, I
would have sworn that I moved into the first activity as smoothly and quickly as possible, trying to get
the students to become active in engaging with the materials. Began, however, pointed out that it had
taken 20 minutes to get to the point of starting the exercise, an observation corroborated by watching
the video subsequently (I video all of my classes). Although in my mind I had moved as economically
as possible to this point, the reality was that I had added a whole series of side-sequences - many of
which were relevant to the overall programme for the day, but not for getting to the opening of the
exercise. I had to re-consider the information gap between what I knew about what the whole session
was to cover, and what others might think about where all of these side-sequences were heading.
Indeed, in one comment in student feedback for this particular session, a student had suggested that
one doesn’t always know where something is going, but that in the end it all makes sense. Building
clearer signposts into the pedagogical space I’m invited others to accompany me through may allow
for such early confusion to be avoided, and for it to be clearer for all where we are heading, and how
preparing the grounds for doing the exercise is part and parcel of the activity. At the same time, this
may allow me to consider if there are better ways to organize these components, in order to avoid
lengthy introductory periods, and to get to the point - and the activity - in a more economical manner.
On a final point, the strategy of peer feedback reminds me of two other settings, theatre and student
project group meetings. In theatre, at the end of any run of a piece or scene, especially in the early
stages, rehearsals and early periods in the production phase, one or more people are designated to
take the role of ‘giving notes’. Giving notes is an institutionalized practice in the theatre, where
observations are made and noted down by someone during the performance of the section/scene/
play/dance etc. These observations are then used as a basis for post-performance discussion (often
in the bar). They are informal, usually non-threatening sessions, where an outside eye is able to
provide prompts for reflection of how something went. If this practice could be adopted more widely
in education, it may help to avoid the sense that observation is premised on scoring and judgement.
Similarly, we see similar practices developing in successful groups in project work at RUC. Where
students are able to occasion a collegial atmosphere where things can be tried, discussed, rejected,
or developed further, but without this being taken as personal criticism, here we see the best
functioning groups working well.
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(c) Motivated, focused observation
Although the observation-feedback model may suggest a one way message feed from observer to
observed, this is misleading. Much as the act of being observed occasions opportunities for selfreflection in the moment of it happening (as described above), in addition to the subsequent feedback
stage, so also does the act of observing another in a focused, motivated way, allow for self-reflection
of teaching and learning processes, including one’s own teaching practices therein - in the moment of
doing the observing.
Again, much of our classroom experience relates to our own education and schooling, and our
experience of watching teachers teach usually related to us as pupils, students, for whom the
classroom materials is the prime focus for our engagement in the classroom. This means that we
rarely spend any amount of time considering the pedagogical practices pertaining to a particular
teacher, discipline, institution, or sociocultural environment (for example Kansai University in Japan vs
RUC in Denmark). Having the task of sidelining the content of a particular pedagogical event - be it a
lecture, a project supervision, a workshop - and focusing on the way the event is constituted by the
participants in situ affords the observer a privileged viewpoint one step removed from the activity, and
by that greater potential to apply an analytic eye to the art of teaching, and the act of trying to learn.
This in turn cannot fail to spark in teachers themselves reflection on the ways they themselves engage
in teaching activities. Much as a visit to a foreign country throws one’s own country’s norms and
practices into relief, and thereby making the seen-but-unnoticed practices of everyday life visible, so
does the act of watching another carry out the work you also do - but differently - make one more
explicitly aware of one’s own habits, customs, approaches, and practice.
For example, in my observations of Farhan, it struck me that the professional identity of the teacher is
enacted in different ways in different participation frameworks. In Farhan’s case, it struck me that in
the plenum lecture framework, the teacher’s identity as expert was premised on the teacher displaying
the war-chest of knowledge s/he demonstrates in giving a lecture on a topic. Elsewhere, in smaller
discussion group activities, the teacher’s expertise was constituted through how s/he was able to
meet the levels of knowledge the students brought to the meeting, addressing the knowledge gaps,
responding to the questions as they came up, gauging the levels of the students’ understanding, all
thereby demonstrating the flexibility to be able to apply the knowledge. This observation made me
reflect on how professional academic expertise is not simply the ability to demonstrate how much you
know, it’s in how you can apply whatever you have within the dynamic, fluctuating settings where you
find yourself. Indeed, actively occasioning such settings may be beneficial to one’s academic identity.
In sum, the act of observing another provides rich grounds for reflecting back on one’s own practices,
rather than simply provides the person observed with a useful outside eye from a colleague.
(d) Concluding remarks
To sum up the above, the Collegial Intervision Programme is beneficial in a range of ways, some
perhaps less acknowledged than others. It allows pan-departmental networks to form, which benefit
both the employees involved by providing them with support networks, a stronger sense of the larger
university and their place in it, and an extended sense of collegiality; it allows as a consequence the
university as an institution to benefit, with employees better able to function, and who are able to
develop greater commitment to the university as a whole, rather than only to their respective
departments, programmes and research groups. Second, it provides an environment to give and
receive feedback between colleagues in similar positions, with similar challenges; but more
importantly, this allows a number of avenues for reflective practice to develop. Finally, by creating a
forum where such feedback is itself used for opening up discussions, as in the mediator being in the
position to extract relevant points that come up in the discussions, frees the feedback from the
confines of the observer/observed relationship, and allows the particular topics to become shared
resources for the introduction of further perspectives, experiences and solutions.
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(e) Feedback to own teaching
Bojana
Bojana’s comments were generally positive on what she observed. She commented on the levels of
energy and engagement that I was able to bring out in the students, especially with regard the larger
class size. She felt the exercises were exciting, and worked very well in occasioning active, focused
participation in the classroom. She wondered whether I was aware of how long it took for me to get to
the exercise that I was heading towards (see section (b) above for further reflection).
David
David and I discussed issues of time-keeping. He felt that I had managed to keep the pace going,
driving the class forward, and that I had got through the materials. I countered that I hadn’t actually
got through everything, and that indeed a whole exercise that had been planned had had to be
dropped. We discussed one particular exercise where the students’ contributions following the
exercise had been a little scatterbrain. We discussed the tension between the pedagogical aim of
acknowledging student contributions, and keeping control of the trajectory of the topic development
and classroom aims. I do feel that this is a dilemma. While not wanting to dismiss student’s
contributions to discussions - even when the contributions are very wide of the mark - there is still a
need to move the class forward and to not lose time attending to arguments that are going nowhere.
The particular exercise in question, I had tried it with a larger group previously, and had had similar
results. Building on that experience, I had redesigned the task explanation to be much more clear and
specific as to what the intended directions of thinking should be, indeed spelling it out step by step on
the handout. However, this didn’t eradicate the more ‘creative’ directions that some students had
taken, rooted more in their reading of Science Fiction than their understanding of the course materials.
I have since thought about developing the task further, including a simplified trial example of how to
go about the task, before introducing the original task. Why not just drop the exercise? Well, my
experience is that it is a good task, and works extremely well with those who do ‘get it’. Trying to be
more explicit I hope will allow others to be able to engage in the task too.
Farhan
Over the time that I have known Farhan, we have had quite a number of conversations - both in
Unipæd events as well as elsewhere - about the differences in teaching in the Natural Sciences and
the Humanities. The Natural Sciences appear to require more procedural skills-based knowledge (labwork) and factual information than the critical, analytic approaches found in much of the Humanities
and Social Sciences, and as such, the teachers in the different discipline areas need to remain
sensitive to the projected outcomes for the students. Farhan observed a video-recording of one of my
project supervision sessions, a session with a group who were experiencing a number of interpersonal
challenges - still trying to find common ground on where the project was going, with only a week left
in trying to accomplish this (they ultimately failed the exam). Farzan was surprised that I spent so
much time trying to get the students to think through what it was that they needed to do in order to
get to the finishing line. He felt that my pedagogical aims were working against the group, who
basically needed someone to tell them what to do and how to do it. He felt more inclined to feel
responsible for getting the group through the exam, while I am less concerned about the exam. In my
case, I am more concerned about the students learning how to collaborate on a research project, and
them doing this by taking ownership of the project, taking responsibility for the decisions made, and
working hard to achieve whatever outcome in the exam that they hope for. This opened up for a
lengthy discussion about how much we should lead students, and how much we should guide
students. It also brought us to all reflect on whether we need to adjust our approach to a group either guiding or leading or instructing - according to the stage they are at in the project, the page
they are at time-management-wise, as well as which semester they are in.
Since the time of this recording (which was from the Spring semester) I have introduced a regime in
the project groups where I am much more demanding on getting groups to stipulate what work they
will do and when, in order to improve on students’ taking responsibility for how their group
management proceeds throughout the semester.
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1.3.2 Reflections following course on pedagogy and related activities
Introduction
For this reflection paper, I will be focusing primarily on the session observed by two
colleagues, Mari Holen and Bojana Romic in October, 2014.
The section of teaching that Mari and Bojana observed consisted of the first hour of the 5th class of
the Creative Writing module, a session where we explored how culturally specific social settings can
be represented in writing, and subsequently transported from one cultural setting to another in
another version of the writing. The first hour of the class is organized in such a way to both get the
students writing, and to generate written materials which would serve as source materials for a text
transformation exercises in the second half of the class. There are a number of aims for the session,
including affording students opportunities for writing; working with one another’s texts in producing
secondary text transformations; working with writing materials in novel ways; considering the place of
creative writing within career trajectories that don’t immediately cross one’s mind as being relevant.
Reading materials for preparing for the session paralleled the structure of readings from all other
sessions, with one creative text, in this case a recording of a recent (from the previous week) radio
programme from the BBC series “From Our Own Correspondent”, which I had also transcribed in full;
and an academic paper, in this case Keuris (2007) The (Re)Working of Dramatic Language in Janet
Suzman’s The Free State, an article that explores the transporting of Chekov’s The Cherry Orchard to
a post-Apartheid South African setting. All these materials were available on Moodle. The choice of
these materials was on the one hand to allow for insight to be afforded into how literary tools
discussed previously in the course could also be identified in non-fiction writing, in this case radio
reportage. Here, students were encouraged to consider how the same literary devices for producing
cultural context found in fiction were equally to be found in other forms of writing, and to consider
further how the course could be applied to their own projected career paths. And on the other hand,
to allow students to consider the art of transporting narratives from one setting to another; and finally,
gain further exposure to the academic genre, and more specifically ways through which creative texts
can be studied and described.
In addition, homework for preparing for the class had also included the writing of a haiku, a form of
poetry covered in the previous class. Students were asked to bring these to class, with a view to
these being incorporated into an exercise for the current session.
An ongoing challenge for the current course, and one flagged up in a number of post-course
evaluation sheets from the students, has been the size of the class and the allocated space, with
anywhere up to 60+ students attending a class (although the day in question had only 45 in
attendance), indeed with some students inviting friends and lovers along to sit in. For plenum lectures
this may pose less of an issue, but with the course being structured more along the lines of an
interactive, participatory workshop-type module, it has been challenging to design a range of activities
that allowed for individual work to be carried out, small group co-writing work, as well as whole class
activities. Where smaller groups have fewer difficulties in establishing themselves as communities of
practice, the challenge for larger groups such as this is for members to feel that they have the
opportunities for some form of social engagement with others across the class, especially with the
large numbers requiring of the physical space that it is structured with long rows of tables, with all
facing one way and consequently emphasizing the teacher-student relationship above all others.
Moreoever, when meeting only once a week for 2 hours. It is not beyond reason that a student who
prefer to sit in one area of the classroom space week after week may never even come within 2 or 3
metres of another student who prefers to sit somewhere else. This does not appear to be a challenge
solely the reserve of large classes, or something I alone have had to navigate. One comment provided
by a student in the course evaluation feedback claims:
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The Creative Writing classes were the only ones that I’ve been to where there is actual communication
and interaction between the attendants.

Taking on board that s/he is most likely referring to lectures rather than other types of setting (project
groups, supervision), this is still notable for a university which so prides itself - and indeed markets
itself - on social approaches to learning.
The exercise that featured in the class in question was designed to afford the whole class
opportunties to continue to work collaboratively on pieces of creative writing. As the students were
asked in the second half of the class to work with the writing of (an anonymous) someone else - the
text produced in the first half of the session - I intended to occasion a communal activity where each
person’s work was in dialogue with the work of someone else in the class, an exercise in interactive,
social writing. A final task was for each to upload their transformation texts to a shared google doc
online, where students could then also try to locate the text that had been crafted in response to their
own original text. This encouraged active engagement on the part of the students, who were given
responsibility for helping the original text to return to its owner, albeit in a new form. In addition to this,
a requirement for the portfolio assignment at the end of the course was for students to document
peer feedback given and received to texts uploaded to the google doc. This promoted further active
involvement in reflecting both on the work of others and on one’s own writing. Indeed, providing a
shared forum for making public one’s written work also served the purpose of transforming the writing
tasks from private endeavours into social ones: writing as an exercise in providing others with
engaging materials to read.
For some students, this appeared to be successful. In post-course reflections, one student offers:
It has been very instructive to take part in a non-classical teaching method. In these classes it was not
about the teacher speaking for two hours and the students listening. I very much liked the fact that
often we were asked to co-work. To co-work on one same piece arose in me in a larger extension the
feeling of respect; knowing that you are playing with the words of one of your fellow students makes
you pay more attention to the analysis of the piece. I found myself, more than ever before, interested
in trying to understand the precise words of the texts, I was more attentive to details. Furthermore,
working together on one piece gave us a sense of union. This has been the first time within my
university studies that I actually felt being part of a class.

Nevertheless, one comment from one student in the feedback for this session suggested:
Good$atmosphere,$not$much$bonding$between$people$though.$Outside$class$group$work$could$help?$
Although I was reluctant to organize students further into working groups, I did suggest to the class
subsequently that this could be a fruitful path to take if they could organize it themselves, either
through the moodle environment or in person. What I did decide to do however was organize an
evening to a theatre performance in Copenhagen, allowing students to meet each other in a nonuniversity environment, and hoping this could lead to stronger social ties being established between
students, on the basis of shared experiences away from the classroom (we attended an English
language theatre production in November, with some 25 students in attendance over two evenings).
An ongoing topic in the Creative Writing course also concerned the affordances of different materials
for writing with, and writing on, and as such, the first exercise in the session involved the working with
paper materials and exploring the affordances paper have for hiding text, and embodying symbolic
representations.
In the section that Mari and Bojana observed, the exercise had consisted of the combined activity of
1. producing a list of 6 narrative elements, with only 10 seconds to come up with each (controlled by
a timer embedded into the screen presentation), then
2. combining these in a nonstop writing exercise on a circular piece of paper (write a small story
about the possible mythic origins of the fortune cookie - the topic of fortune cookies had been
introduced before the start of the exercise),
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3. reading the story aloud for a colleague, while at the same time they read their aloud to you.
(Student feedback: We have often been reading out loud for each other. I like this exercise for
two reasons: the first one is the simple beauty of the listening to someone who reads out loud
for you. It reminds me of my childhood.)
4. The story in turn was folded (origami style) into a paper fortune cookie which had also to
5. include the students’ haikus from the previous week, folded into the cookie as one would normally
find fortune cookie sayings.
6. These fortune cookies were then collected and placed across the floor in one corner of the room
7. and each student was instructed to go and collect one, being careful not to tread on the others
(using the W.B. Yeats quote “Tread softly because you tread on my dreams” as a title for this
activity)
8. A discussion accompanied the latter stages of this sequence, on the actual cultural origins of the
fortune cookie (originally a Japanese import to the West Coast of the US, but after the Japanese
restaurants were taken over by Chinese staff following the interment of the Japanese-Americans in
the 2nd World War, it came to be identified as a Chinese custom. Subsequently the custom
spread across the US, purportedly because US service personnel fighting in the Pacific passed
through San Fransisco and Los Angeles on their ways home, and subsequently asked Chinese
restaurants for the cookies when they got home). Again, this linked in with the theme of
transformation from one cultural context to another.
9. In the second half of the class (not observed by Mari and Bojana) the students got to transform
the texts discovered in their fortune cookie into a narrative in a different cultural setting (country,
time, sociocultural milieu). This followed a discussion of the readings, including the listening.
10. The students had been asked at the start of the class to provide anonymous feedback on the
session in a short 7-point questionnaire handed out towards the end of the session. This is
included at the end of this document.
Reflections on the feedback
In the current section I will reflect on my responses to the feedback provided by my colleagues, as
well as one way the video can be a useful tool for exploring one’s embodied conduct in teaching
settings. The feedback from Mari and Bojana was overwhelmingly supportive and positive (and/or
incredibly kind). They had also brought to the feedback session a number of observations which were
interesting to pursue further, with the help of the video Mari produced and the second video shot from
the front of the class ( where possible, I video all my classes, both for the purposes of reflective
practice, but also for being able to look back at previously taught sessions to refresh my memory of
how a class unfolded. In addition, I use the materials for my own research into classroom interaction see portfolio for references).
A lot of the time when I see myself in teaching activities on video, I cannot help but compare what I do
with what I have observed in teaching, including in video data of classroom interaction that I have
used in my own research. Some general points often spring out for me. I appear to put a lot on
emphasis on establishing an informal register of rapport with the students, the teacher-as-facilitator. I
smile a lot, use personal anecdotes a great deal, attempts at humour (not always successfully),
teasing, am provocative at times, challenge the students to think critically of what they perceive as
commonsense and normal, introduce foreign perspectives to set accepted wisdom into some form of
relief, set puzzles to solve, move around quite dynamically, sit informally on the desk at the front, and
overall try to place myself as someone like the students, who just happens to have found himself in
the position of standing in front of the class. I think this toolbox of tricks works on some levels
(engaging the students in the classroom activities), but certainly not all, as it can obstruct a more
authoritative identity of the teacher-as-expert. It can also lead to two features, which were flagged up
by Mari and Bojana as points I could reflect on.
a. getting to the point, and being clear what the point is. I have described elsewhere how feedback
on this session caused me to go back to the video and analyze what it was that I had missed. The
feedback concerned how long it had taken to get to the ‘warm up exercise’ (20 minutes). Although I
had not been aware of this, indeed had felt that I had got to the point of launching into the exercise
quite quickly, I had in fact added a whole series of segues, getting off track and back on again - many
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of which were either rapport marking, or were relevant to the overall programme for the day, but which
were also obstructing the procedures for getting to the opening of the exercise.
I had to re-consider how what I ‘knew’ I was doing and what others present thought I was doing,
wasn't necessarily aligned. I ‘knew’ where I was hoping to get to by the end of the class, and how the
components I was introducing here were all going to be relevant for getting there, but the gap
between what I knew about the projected trajectory and what others might think about where all of
these side-sequences were heading, could lead to a situation where I appeared to be randomly
introducing unconnected elements into a step-wise progression towards the opening exercise.
Indeed, in some comments given by the students, it appears that some are left confused.
Somewhat confusing at times – he always comes with some twist at the end

Building clearer signposts into the pedagogical space I’m invited others to accompany me through
may allow for such early confusion to be avoided, and for it to be clearer for all where we are heading,
and how preparing the grounds for doing the exercise is part and parcel of the activity. At the same
time, this may allow me to consider if there are better ways to organize these components, in order to
avoid lengthy introductory periods, and to get to the point - and the activity - in a more economical
manner. This in turn would address another point of feedback from my colleagues, that they were
sometimes left guessing as to what the purpose is for this or that component. As one student writes:
Sometimes I miss some points of the exercises but that could just be me

Perhaps not. The challenge is then for me to make the ‘point’ and the links to other components in
the session more explicit, without losing the sense of adventure, exploration and ownership that I
sometime hope to instill in the students. As one student suggested:
I like how the course has been sort of a puzzle, at first, I sometimes wondered why we had to read a
certain text, why it was relevant to course, or why we had to provide feedback for our classmates’
stories; But, I quickly realized that everything fitted together in the end. It has all helped me to improve
my own writing and to be more critical of what I chose to include in my work.

The puzzles can operate as a device for engaging active thinking. But I do need to make sure the
instructions to the puzzle are clear enough, so as not to lose anyone along the way.
b. Voice support. A second observation made by my colleagues, and subsequently explored in the
video concerned a comment about the way my utterances often lost their power towards the end.
This led to me looking at both videos produced in the session, one shot from the back of the class (at
quite some distance), and the one closer to where I was standing. The opening greeting itself flagged
a potential issue that I have not considered for quite some time.
The below screenshot shows this opening greeting sequence:
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A few observations can be made from this sequence alone. In line 8, I produce a sequential marker,
which at this juncture, at the start of the class, would appear to act as a summons, getting students
to attend to my talk, as well as display a transition into the class activity proper. The ‘so’ here projects
further upcoming talk, particularly talk that marked some shared knowledge. However, what happens
is that, following the 1.2 second pause, I appear to repeat the ‘so’. But is this the case? Closer
inspection shows that, no, this is not a simple repeat. If one attends to the waveform below the
transcript, it becomes immediately clear that the second ‘so’ looks very different in acoustic quality to
the first one. In sum, it is produced with greater volume. This appears then not to be a simple repeat
of the initial ‘so’, but perhaps a repair of it, producing it a second time with increased velocity. To
explore this further, I sent the sequence to an acoustic analyzer (the tool PRAAT), where a second
observation is made very clear.

The increased velocity is confirmed here, but a second feature is also notable. The initial ‘okay so’ is
produced in the range between 370Hz-500Hz, with the ‘so’ hitting the highest frequency. The second
‘so’ however is produced at a far lower frequency, namely around 190Hz. What I appear to be doing
is repairing the initial production of the utterance, orienting to its below-par velocity, but also to it being
produced at a far higher pitch than that appears to be desired.
I would suggest that this evidences a certain nervousness on my part. This is not a new observation
on my part. Indeed, it is something I used to be very aware of, when working as a performer in my
former career in theatre. But it is definitely something I should be attending to, and the evidence in the
video suggests that it is especially in sections where I am having to fit larger chunks of speech, that
my pitch shifts into a higher register (250-350Hz), and I lose volume in my voice. The consequences
of this can be that, especially in longer multi-unit turns where I may also struggle in having enough
breath, I may end up running out of steam and velocity, doing exactly what my colleagues pointed out
in the feedback.
A remedy present itself in taking a little time before a class to warm up the voice, and to concentrate
on getting the breathing into the right place to support the voice, as I would do prior to a theatre
performance. It has then been a very useful prompt from my colleagues to look at what they had
observed, and trying to figure out where the comment had come from.
An added benefit I hope would also be that increased vocal support may in turn help to enact a sense
of confidence in the materials being discussed (even where I am nervous about the materials and my
own grasp of them), and affording me greater gravitas as a lecturer and expert.
Responding to student feedback survey
Again, overall the student feedback on this occasion was generally positive. A number of suggestions
were raised, however, one, as discussed, the outside class activities, and several others relating to a
desire for greater in-class explication of the readings and theoretical approaches contained therein. In
subsequent classes I both included designated sections where we talked through the readings, as
well as review exercises where students were required to explain to one another in small groups
theoretical considerations that had been discussed previously in earlier session.
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Coda: An object for representing my future teaching
goals
I want to continue to develop ways to engage others in
thinking about how things come to be, how the world
fits together, what patterns are identifiable, what remains
hidden from view, the glorious complexity of the
seemingly simple, and the interwoven strands that make
up what it is to be human. I intend to continue pointing
students’ attention outwards, towards the world at large,
with their gaze shooting off in myriad directions. As such
I hope to keep inspiring students to look more closely at
what they already have around them, and how they actively constitute one part of a larger social
organism. I will go about this by trying to continue to think creatively about the materials and
approaches that can best serve to invite students into the kind of interactional space where they feel
free to explore, inspired to try, comfortable enough to fail, connected enough to collaborate, and
which is colourful and varied enough to remain interested.
Indeed, a space where they themselves choose to be.

1.4 Caution ahead - future challenges at undergraduate and postgraduate level
Function and form, action and knowledge are mutually dependent.
Action without knowledge is blind, vacuous.
Knowledge without action is sterile.
Finding the correct balance is the key to successful learning and teaching.
John Trim, Language Teaching:
Does a New Century Call for a New Agenda?
EYL Dissemination Conference, Rotterdam,
November 2001
As educators we are currently faced with a number of challenges with regard our and the academe’s
ability to adapt to contemporary trends. The student population is changing with the times.
First, the speed with which social information technology has been adopted and integrated into every
fibre of the modern person’s life calls for educators to re-assess how the student of today still
resembles and how she differs from the student who was around when the current study
programmes were first designed and introduced. The ease with which ready-made, bite size chunks
of data are accessed through online resources, the multi-modality of said resources, the increased
visuality of the texts that the modern student is socialized into using are very much at variance from
the types of materials (weighty course books, static power-point texts, paper handouts) around which
many curricula have been built. In adapting to the 21st century, with multimedia literate students for
whom any number of distractions vie for their attention, we as educators need to address how we are
best able to utilize these new ways of relating to the world, the new ways of reading and writing, new
ways of studying, with a view to capitalize on the affordances that the new world affords us.
Furthermore, we need also to take stock and ask ourselves what we can offer that is not available
elsewhere. A live experience is one thing. The ability to structure environments where people can
share one another’s presence, and engage in co-present, focused, collaborative interaction may be
the very experience that can compete with the tsunami of digital exposure that has engulfed most
other areas of our lives. So rather than blindly adopting the self-same technologies that distract our
student cohorts, we need to rethink how we can create an interactional space equally as attractive,
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and consider how the digital world can contribute to that space as a set of tools, rather than as an
answer in itself.
Secondly, societal discourses surrounding tertiary level education have increasingly been
characterized by a much stronger focus on students being prepared for a professional career
afterwards, and universities are increasingly being held to account on this role. Again, this is perhaps a
good moment for us to take stock, and for us to rethink what our role and responsibility is, to our
students, and to society as a whole. Not in order to blindly adopt this or that ideology or counterposition, but as a means to consider how we can revitalize the role of the university in contemporary
society, think through what bildung we can offer the person facing the world as it is and in which
directions it is developing, and again contemplate how best to engage students in their studies that
they themselves are fully cognizant of the importance of what it is they are undertaking in choosing a
university education.
A final point to discuss here with regard the changing student cohort relates to increased diversity
brought about by recent trends in internationalization. This welcome broadening of the student (and
staff) composition also requires increased sensitivity and awareness on the part of the educators and
the institutions, as this occasions a bringing together students from often widely variant educational
milieu. These each may involve different understandings of e.g., study skills, professional practices,
teacher-student relations, institutional expectations, critical thinking skills, and the like. Again, this
diversification presents an educator - and fellow students - also with opportunities for developing
increased sensitivity to the differing needs, abilities and types of engagement.
Of course, the above represents only a small number of issues that challenge us to remain firmly
placed on the front foot, and are drawn from manifold other challenges facing universities and
educators, for example relating to increased student numbers, a relative decrease in resources,
increased competition for students, the widespread bureaucratizing and standardizing of higher
education throughout Europe, increased documentation for reasons of state-desired accountability,
and the increased pressure on teachers to step up their research output in service of university
ranking, and in order to meet with expectations regarding employability. The small number of issues
listed above relate to areas where current and future challenges can also spur us as educators on to
improve our teaching environments.
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1.5 Further reflections on pedagogy, learning and educational settings
Hazel, Spencer and Kristian Mortensen (in prep.) Designedly Incomplete Objects - embodied elicitation tools in
classroom interaction
Mortensen, Kristian and Spencer Hazel (in prep.) Leaning in - visually constituted other-initiated repair in teacherstudent interaction
Hazel, Spencer and Johannes Wagner (2015) L3 and L2 integrated learning –lingua franca use in developing an
additional language in the classroom. In Paul Seedhouse and Christopher Jenks (eds.) International
Perspectives on the ELT classroom interaction. Basingstoke: Palgrave MacMillan, 149-167 (see APPENDIX)
Hazel, Spencer and Janus Mortensen (2013) Kitchen talk – Exploring linguistic practices in liminal institutional
interactions in a multilingual university setting. In Hartmut Haberland, Dorte Lønsmann and Bent Preisler
(eds.) Language alternation, language choice and language encounter in international education. Dordrecht:
Springer
Mortensen, Kristian and Spencer Hazel (2011) Initiating round robins in the L2 classroom – preliminary
observations. Novitas-ROYAL (Research on Youth and Language): 5(1): 55-70
(see APPENDIX)
Hazel, Spencer (2009) “Good morning Tokyo! Good evening New York! Good afternoon London!” Discourse
features in educational L2 podcasting: pedagogical implications and opportunities. Paper presentation at
Annual Conference for British Association of Applied Linguists (BAAL), Sep 2009, Newcastle-upon-Tyne, UK
(see APPENDIX)
Hazel, Spencer (2009) On the Potential for Extending the Conversational Analytic Methodological Approach to
Include Non-Verbal Communicative Strategies in the Second Language Classroom. Paper presentation at
MULTIMOD 09, July 2009, Université de Toulouse, France
(text and slides available upon request)
Hazel, Spencer (2008) On the Potential for Extending the Conversational Analytic Methodological Approach to
Include Non-Verbal Communicative Strategies in the Second Language Classroom. Master’s Dissertation,
MA Applied Linguistics & TESOL, School of Education, Communication & Language Sciences, Newcastle
University, UK
(available upon request)
Hazel, Spencer (2008) Up Close and Personal - A Conversation Analytic Study of an L2 Classroom
Environment. Essay, MA Applied Linguistics & TESOL, School of Education, Communication & Language
Sciences, Newcastle University, UK
(see APPENDIX)
Hazel, Spencer (2008) Suggestions for a Period of Critical Reflective Practice in a Content-Based Integrated
Language Course in Japan. Essay, MA Applied Linguistics & TESOL, School of Education, Communication &
Language Sciences, Newcastle University, UK
(see APPENDIX)
Hazel, Spencer (2007) Learning English through Film Studies - A course within the methodology of Content and
Language Integrated Learning. Essay, MA Applied Linguistics & TESOL, School of Education,
Communication & Language Sciences, Newcastle University, UK
(see APPENDIX)
For overview of theatre teaching practices, see also:
Graham, Scott & Steven Hoggett (2009) The Frantic Assembly Book of Devising Theatre. Routledge
http://tinyurl.com/lszdzcs
Other articles on educational settings
Hazel, Spencer (2014) Cultivating objects in interaction – visual motifs as meaning making practices in talk-ininteraction. In Maurice Nevile, Pentti Haddington, Trine Heinemann and Mirka Rauniomaa (eds).
Interacting with Things: The Sociality of Objects. Amsterdam: Benjamins
Hazel, Spencer and Kristian Mortensen (2014) Embodying the institution – object manipulation in developing
interaction in study counselling meetings. In Gitte Rasmussen, Kristian Mortensen and Spencer Hazel (eds.)
Special Issue: ‘A body of resources -CA studies of social conduct’, Journal of Pragmatics, 65

18

2. Teaching experience so far
2.1 Teaching-related qualifications
M.A. Applied Linguistics and Teaching English to Speakers of Other Languages (TESOL),
Newcastle University, UK (www.ncl.ac.uk/ecls/about/subjectareas/alandtesol.htm)
English teacher certificate, Board of Education, Hiroshima Prefecture, Japan
Certificate in Teaching English to Speakers of Other Languages (formerly 'Certificate in English
Language Teaching to Adults’ - CELTA), Cambridge English Assessment, International House,
Newcastle-upon-Tyne, UK (corresponds to Level 5 of the International Standard Classification of
Education (ISCED)
British Canoe Union Level 2 Certificate in Coaching Paddlesport (expired)

2.2 Teaching experience
a. University-based teaching
At university level, courses taught have covered such subjects as Ethnomethodology, Conversation
Analysis, Interactional Sociolinguistics, Multimodal interaction, Linguistic Ethnography,
Discourse Analysis, Critical Discourse Analysis, Textual Analysis, Literary Analysis, Academic
English, Creative Writing, Sociological Applied Linguistics, Research Methodologies, Semiotic
Theory, Language Ideology, Computer Assisted Language Learning, Communication Studies
and Sociolinguistics. I have also taught in English language programmes for L2 users of
English.
2014-present

Guest lecturer
-Technology and Communication (University of Southern Denmark)
-Communication and Interaction (University of Southern Denmark)
-Video-based research methods (Copenhagen University)
-MARG lecture series, Newcastle University link

2015-present

Department of Culture & Identity, Roskilde University, External lecturer
Modules
-English Language & Society
-Project supervision (Bachelor & Master level)

2013-2015

Roskilde University, Assistant Professor in English and Humanities
Modules
-English Language & Society
-English Text and Writing
-Text and Sign
-Creative Writing
-Student project and thesis supervision (Bachelor & Master level)

2011-2013

Research Centre Associate at Cultural and Linguistic Practices in the
Internationalized University (CALPIU)

- CALPIU Research Methods Training: 2012 summer school (PhD & junior researchers)
- Research methods workshops on data collection, transcription and CLAN & ELAN software
- Nottingham University, UK (Jan 2015)
- King’s College, London, UK (24-27 June 2013)
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-

Kansai University, Osaka, Japan (7 March 2013)
Kansai University, Osaka, Japan (20-21 Feb 2012)
King’s College London, UK (26-28 October 2011)
Roskilde University, CALPIU Research Centre (6-8 Sept 2011)
Temple University, Osaka, Japan (29 Apr 2011)
- Ongoing research centre transcriber training (2009-2015)
2010-2013

Roskilde University, PhD Fellow with teaching responsibilities
Modules
-English Text and Writing
-Student project and thesis supervision (Bachelor & Master level)

2008

Language Centre, Northumbria University, UK, Part-time Language teacher
Pre-sessional courses on English for Academic Purposes, for incoming international
students at Northumbria University

2008

INTO, Newcastle University, UK, Part-time Language teacher
Teaching English, English for Academic Purposes, and English Study Skills to
foundation course students

2008

School of Education, Communication and Language Sciences, Newcastle
University, UK, Guest lecturer
Guest lectures on Computer Assisted Language Learning

2006-2007

Jogakuin Women’s University, Hiroshima, Japan, English teacher
TOEIC development modules

b. Non-university teaching
2003-2007

YMCA School of Foreign Languages, Hiroshima, Foreign Language Instructor
Teaching, curriculum development and language school course coordination
-Adult lifelong learning programmes
- general English language courses (Beginner to Advanced levels)
- Content Language Integrated Learning (CLIL)) courses (e.g. Art History; Cross
Cultural Studies; Film Studies; Drama; News analysis)

- Young adult education
- High school and Junior High school
- Children’s classes
- Infant (parent-infant); pre-school; kindergarten, elementary school
1994-2001

Independent, teacher in theatre and performance studies
- Workshops in theatre practice, at colleges, university departments, schools, and
independent community groups, as part of outreach program for theatre work
- Masterclasses (organized by The British Council) in Hungary, Ecuador, Egypt, The
Netherlands, the UK

1988-1994

PGL Ltd, Canoeing Instructor
- Canoeing Instructor on the River Ardeche (summer seasons), France (junior
instructor, senior instructor, canoe team leader)

1988-1990

Outdoor activity instructor
- Activity instructor with socially disadvantaged children, UK, seasonal work
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3. Teaching methods
Having taught a wide range of course and classes at different educational establishments in different
countries, iI have been fortunate to have had the opportunity to be exposed to a range of teaching
settings and methods. For example, the academic preparatory classes offered to international
students seeking a place at Northumbria University in the UK alone were organized around the
following interactional settings:
pre-lecture:
to introduce a new topic / practice note-taking
lecture: to introduce the students to a new topic, and have them take notes on the topic
post-lecture: where students work with the notes taken during the lecture
writing: to study essay-writing and do project work
grammar:
to study various areas of English grammar, mainly for writing purposes
social English: to learn to survive and establish relationships in the new location
reading:
to practice various reading skills and study vocabulary / note-taking
seminar:
to practice speaking, making presentations, and discussing a topic
academic tutorial: to get support mainly for project-writing
guidance tutorial: to help students personally, in general and as student

A similar gamut of classroom arrangements was also in evidence at Newcastle University’s English
language package for foundation students.
The above programmes were organized around periods where a particular project constituted the
main subject area through which to develop academic skills in English, conventionally known as
Content Based Language Teaching (CBLT). There, students worked on producing work individually
around a particular study topic, a topic which was set by the course programmers. In my current
workplace, Roskilde University, the focus is far stronger on guided student group project-based
education, and here requiring/allowing students to undertake relatively independent research projects
with the assistance of a teacher in a supervisory role. Project-groups (people working together) are
here placed very much at the heart of the pedagogical approach, and it is the collaborative nature,
working together with others on a shared topic of interest, that sets this approach apart from that
discussed for the UK context. This has all the benefits that team-work can give, the support from
others in the team, the opportunity for the sharing and negotiation of knowledge, the interpersonal
skills development that these groups afford, and the safety in numbers. At the same time, of course,
these project groups experience many of the downsides of group work too. Interpersonal conflict,
differing work practices, personality clashes, all these and more make for a situation where a
breakdown in relations can impact massively on the work processes, and this collaborative tightrope
walk can require round the clock attention.
My work at Roskilde (as has been predominantly the case elsewhere) has involved students studying
a course subject through a second language. Although not framed as Content Language Integrated
Learning (CLIL), in practice the education the students are afforded on these programmes does allow
for both subject knowledge development and skills development in English. Here, the language
component is embedded, however, in the subject. Here, English, or at times Danish, is used as a tool
for studying the subject. This leaves the language component more implicit in comparison to the more
CBLT approaches mentioned above, and deployed more in courses where there is a stringer focus on
language forms and fluency. A similar parallel can be found in the adoption of information
communication technology (ICT) in educational settings, which is more focused on language
development in Computer Assisted Language Learning (CALL), each of which may employ the
same tools and do pretty much the same, but with one being used more as a tool for stimulating
linguistic development.
As will be apparent from my reflections on pedagogical approaches discussed elsewhere, and my
particular background in language teaching, Communicative Language Teaching (CLT) has formed
the basis of much of the teaching approaches adopted over the past decade. This places interaction
at the heart of the classroom, and allows for a socially constituted pedagogical framework, where all
participants draw on their interactional competences in order to optimize learning opportunities. I
intend to keep drawing on experiences and reflections on these socially-situated organizational
practices in tackling new subjects, new teaching situations and new settings.
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4. Curriculum development
4.1 Introduction
Overwhelmingly (but not exclusively), the settings where I have worked in a teaching capacity over the
past 20 or so years have not had established ready-made curricula for me to work with. My teaching
work in theatre, for example, related to approaches to theatre practice that were not yet being taught
(although they have become much more common in university drama departments since); my
employment as a language teacher at the YMCA in Hiroshima was premised on an understanding that
I would develop new strands for the lifelong learning programme, especially combining ‘content’
learning with English language development (e.g. Film Studies, Art History, Intercultural diversity
studies, see APPENDIX Hazel 2007, 2008a, 2008b). Working from a consideration of the students in
class rather than from a pre-set course-book allowed greater flexibility for responding to student
interest, needs and abilities.
This has all been useful learning experience for attending to curriculum and study-programme
development in my position in my university teaching. As such, the courses I have taught up to now
have always been adapted to include a greater consideration of what is relevant, interesting and
engaging to a particular cohort of students at that time. This has led to an ongoing recalibration of the
teaching tools originally included in a course curriculum (as in the Text and Sign and English Text
and Writing courses that I have taught at Roskilde), where much of the course drew on materials
original published decades earlier, and was due a complete overhaul; or an emergent curriculum, as I
got to know a group of students during a module, as in a new course (2014) English Language and
Society, where I have been responsible for developing the classes on interactionist approaches. In
the Autumn 2014 I taught a Creative Writing module. This presented me with an opportunity to
develop an interdisciplinary programme, combining the two areas at the English department, namely
sociological applied linguistics and cultural/literary studies, and integration of which we have been
discussing at the department of late. This module provided me with a platform for developing a new
course syllabus, and later a possible a book length publication on Social Practices in Creative Writing,
in line with my research on Working Progress - Social Practices in Creative Settings.
4.2 Examples of curriculum development at university level:
In what follows, I include two examples of course proposals:

The nuts and bolts of qualitative research
Course proposal drawn up by Janus Mortensen & Spencer Hazel

Creative Writing
10-week Subject Course in English
Drawn up and taught by Spencer Hazel
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Example I: The nuts and bolts of qualitative research
Course proposal drawn up by Janus Mortensen & Spencer Hazel
Course type
Elective course

Purpose
Qualitative research based on audio and video recordings of interviews, focus groups and naturally
occurring social interaction constitutes a cornerstone in many disciplines in the human and social
sciences, including communication research, intercultural communication, applied linguistics,
education studies, health studies, sociology, discursive psychology, cultural geography, media studies,
anthropology, workplace studies, industrial design and developmental studies. While there is a sizable
literature on how to design and conduct interviews and focus groups, and on particular methods for
conducting analyses of data produced in these and in natural settings, the basic skills for generating
and processing such data are far less supported. Students are often unaware of both the potential
pitfalls they may encounter, and of the wealth of opportunities available for carrying out qualitative
research that takes advantage of the advantages offered by modern technology and software for data
analysis.
To fill this gap, this course will provide students in humanities and social sciences with the practical
skills needed to undertake audio- or video-mediated research and provide them with an overview of
central methods for computer assisted analysis of the collected material, including transcription. The
course will be relevant to students hoping to pursue projects in fields where systematic observation of
people and people’s interaction in ‘natural settings’ is sought, or where interview and focus group
data is required. This includes pedagogy, psychology, language and linguistics-related fields,
sociology, cultural encounters, geography, media-studies, performance- and design-oriented
research.

Content
The course will provide students with input on how to plan and execute projects using a range of
qualitative methods and of analytical approaches that can be applied in a broad range of fields,
including discourse analysis, critical discourse analysis, ethnography, linguistic ethnography, and
discursive psychology.
The course aims to provide participants with both the practical skills needed for undertaking the types
of qualitative research outlined above and a basic understanding of the theoretical underpinnings
relating to central branches of qualitative research. The following is an overview of the projected
course content:
• Basics of qualitative research
o

Theoretical and methodological background

o

Interview and focus group data

o

Naturally occurring interaction data

• Procedures for generating qualitative data
o

o

Issues of research ethics in data collection

•

protecting participants

•

anonymization procedures

Consent and data management

•

informed consent and its implications
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o

•

designing a consent form

•

ethical management of data

•

approaching informants/participants

Entextualization procedures I: recording

•

selecting recording equipment to match the setting and
the projected workflow (formats, codecs, etc.)

•

designing a recording set up

•

managing digital files

•

editing audiovisual recordings (focus tool: Quicktime Pro)

• Processing qualitative data: Sorting and transcribing
o

Entextualization procedures II: processing data

•

Basic annotation/coding (focus tool: ELAN)
• selecting sequences
• annotating data
• exporting to other transcription tools

•

Transcription (focus tool: CLAN)
• the ‘art’ of transcription; conventions
• using transcription linking software
• using CLAN software for transcription

• Processing qualitative data: Analytic tools and procedures
o

General methodological principles for conducting
interaction analyses and interview analyses

o

emic vs. etic considerations and procedures for each

o

procedures for ‘unmotivated’ looking

o

generating collections of phenomena (‘motivated’ looking)

o

hands-on analyses, group-based data sessions

o

software tools for analysis:

•

PRAAT (software for acoustic analysis)

•

CLAN analytic tool extensions

•

Intro to qualitative data analysis software (Atlas.ti, NVivo)

• Presentation of data and findings
o

Text based presentation modes (project reports, websites etc)

o

Audiovisual presentation modes (live presentations, websites etc)
Class format
Workshop based course
Assessment format
Portfolio
Grading
Pass / fail
Teaching materials
A compendium of readings will be made available online (through Moodle)
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Suggested reading materials ‘Nuts & Bolts’ course
Bezemer, J., & Mavers, D. (2011). Multimodal transcription as academic practice: a social semiotic
perspective. International Journal of Social Research Methodology, 14(3), 191-206.
Bucholtz, M. (2000). The politics of transcription. Journal of Pragmatics, 32(10), 1439- 1465.
Bucholtz, M. (2009). Captured on tape: professional hearing and competing entextualizations in the criminal
justice system, Text & Talk (Vol. 29, pp. 503).
Erickson, F. (2011). Uses of video in social research: a brief history. International Journal of Social Research
Methodology, 14(3), 179-189.
ten Have, P. (1999). Doing conversation analysis. London: Sage.
Hazel, S., Mortensen, J. and Haberland, H. (2012) Transcription linking software:
integrating the ephemeral and the fixed in interaction research. In Ikeda, Keiko and Adam Brandt (eds.)
Proceedings for the symposium ‘Challenges and New Directions in the Micro-Analysis of Social Interaction’,
Kansai University, Osaka
Heath, C., Hindmarsh, J., & Luﬀ, P. (2010). Video in qualitative research: Analysing social interaction in
everyday life. London: Sage.
Jeﬀerson, G. (1985). An exercise in the transcription and analysis of laughter. In T. Van Dijk (Ed.), Handbook
of discourse analysis. London: Academic.
Jenks, C. (2011). Transcribing Talk and Interaction. Amsterdam: John Benjamins.
Knoblauch, H., & Schnettler, B. (2012). Videography: analysing video data as a ‘focused’ ethnographic and
hermeneutical exercise. Qualitative Research, 12(3), 334-356. Laurier, E., & Philo, C. (2006). Natural
problems of naturalistic video data. In H.
Knoblauch, B. Schnettler, J. Raab & H. G. Soeﬀner (Eds.), Video Analysis: Methodology and Methods:
Qualitative Audiovisual Data Analysis in Sociology. Oxford: P. Lang.
Mondada, L. (2008). Using Video for a Sequential and Multimodal Analysis of Social Interaction: Videotaping
Institutional Telephone Calls. Forum Qualitative Sozialforschung / Forum: Qualitative Social Research, 9.
Mortensen, J. & Hazel S. (2012) The data cycle. In Ikeda, Keiko and Adam Brandt (eds.) Proceedings for the
symposium ‘Challenges and New Directions in the Micro- Analysis of Social Interaction’, Kansai University,
Osaka Norris, S. (2002). The implication of visual research for discourse analysis: transcription beyond
language. Visual Communication, 1(1), 97-121.
Ochs, E. (1979). Transcription as Theory. In E. Ochs & B. B. Schieﬀelin (Eds.), Developmental Pragmatics
(Vol. 43-72). New York: Academic Press.
Preston, D. (1985). The Li'l Abner Syndrome: Written Representations of Speech. American Speech, 60(4),
328-336.
Roberts, C. (1997). Transcribing Talk: Issues of Representation. TESOL Quarterly, 31(1), 167-172.
Schegloﬀ, E.A. (2002) Survey Interviews as Talk-in-Interaction. In D. W. Maynard, H. Houtkoop, N. C.
Schaeﬀer and H. van der Zouwen (eds.) Standardization and Tacit Knowledge: Interaction and Practice in
the Survey Interview. New York: John Wiley
Streeck, J., & Mehus, S. (2005). Microethnography: The Study of Practices. In K. L. Fitch & R. E. Sanders
(Eds.), Handbook of language and social interaction (pp. 388-404). Mahwah, NJ: Lawrence Erlbaum
Associates, Inc.
Speer, S. A. (2002). ‘Natural’ and ‘contrived’ data: a sustainable distinction? Discourse Studies, 4(4),
511-525.
Suchman, L. A., and B. Jordan. 1990. Interactional Troubles in Face-to-Face Survey Interviews. Journal of
the American Statistical Association 85: 232-241.
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Example II: Creative Writing
10-week Subject Course in English
Drawn up and taught by Spencer Hazel

Aim
The course can be taken as a part of the full Subject Module in English, which has the purpose
according to §1 in the description of the Subject Module in English:
"...to provide students with the academic prerequisites to perform tasks in English in relevant professional
contexts:
It is the purpose for students to acquire:
• An understanding of the peculiarity/distinctiveness and application of the humanities, including knowledge of –
and an ability to apply – theories and analytical methods within the subject areas of literature, culture and
linguistics.
• Transferable skills – i.e. interpersonal skills, ability to independently define scientific issues and collect, sort and
process relevant information, ability to engage in cognitive/epistemological processes in collaboration with
others, skills in logical thinking and oral and written presentation in English, working within deadlines, etc.
• A basic linguistic knowledge of the structure and the variations of the English language, including grammar,
morphology, phonetics, as well as a good English language proficiency, i.e. ability to express themselves freely
and unconstrained in an oral and written English that is not marred by frequent errors.
• A basic knowledge of the areas of sociolinguistics and applied linguistics, especially in relation to the Englishspeaking world.
• An insight into cultural theory, textual theory and cultural and textual analysis and the ability to apply these in
English – mainly literary – texts, as well as an insight into linguistic/communicative theories and methods, and
the ability to apply these analytically in a project work within the subject’s field of research.
Furthermore, the purpose of the subject module in English is to provide students with the qualifications required
to commence a master's programme in English or related master's programmes.
(2) The subject module is included in the bachelor programmes offered at Roskilde University as one out of two
subject modules. The subject module corresponds to 35 ECTS points. "

Content
The subject module course includes: work with free written text production and communication in
English, work on specific genres’ text conventions in the English-speaking world, linguistic creativity.
The course provides a forum for developing an understanding of how observations of the world are
transformed into different types of written text for the consumption of others, including e.g., prose,
poetry, dramatic text, media texts and so on. Students will be given weekly structured exercises to
help them explore different approaches to producing text.
Type of instruction
The course is 5 ECTS (27,5 hours/ECTS) = 137,5 hours including the final exam.
Session length: 2 hours. Number of sessions: 10.
Expected student workload per session:
Preparation: 7 hours for reading and doing exercises; attendance: 2 hours
Total: 9 hours per week
Total course workload excluding exam (10 x 9): 90 hours. Exam: 47,5 hours
Class format
Lecture & workshop based course
Assessment format
Portfolio
Grading
Pass / fail
Teaching materials
A compendium of readings will be made available online (through Moodle)
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1. Introduction to Creative Writing

Introduction to course; the interactive course blog

Lochhead, L (2014) Tips on Writing;
Percy (2014) 'Life Keeps Changing': Why Stories, Not Science, Explain the World. The Atlantic
Paulucci, P. & Richardson, M (2006) Dramaturgy, humor, and criticism: How Goﬀman reveals Seinfeld's critique
of American culture.

2. Interaction in fiction

We start looking at how the social world is represented in writing, with a particular focus on
social interaction
Herman, V. (1991) Dramatic dialogue and the systematics of turn-taking
Calvo, C. (1995) Telephone Conversation in the Fiction of Raymond Chandler- Opening up Openings and
Closings
Hemingway, E. (1927) Hills Like White Elephants (short story)

3. Writing the social pt. 1

We look at ways to represent social settings in various kinds of writing

Thomas (2002) Multiparty Talk in the Novel - The Distribution of Tea and Talk in a Scene from Evelyn Waugh’s
Black Mischief
Mitchell, D. (2010) The Thousand Autumns of Jacob De Zoet (excerpt)

4. The ethnographic eye

We explore the use of observation in developing materials for writing.

Nabokov, V. (1948) Good Readers and Good Writers. 1948
de Botton, A. (2009) A Week at the Airport – a Heathrow Diary
Thomas, D. (1954) Under Milk Wood (excerpt)

5. Writing the Social, Pt.2

We look at how culturally specific social settings can be represented in writing.

Keuris, M. (2007) The (Re)Working of Dramatic Language in Janet Suzman’s The Free State
From Our Own Correspondent. Excerpt from BBC episode.

6. Writing conflict

We explore some structural properties of conflict talk and how these are drawn on in managing
dramatic tension in fiction

Tannen, D. (1990) Silence as conflict management in fiction and drama
Pinter, H. Betrayal (play excerpt)
Munro, A. (2013) Runaway (short story)

7. Being funny pt.1: situational comedy

We look at the workings of situational comedy, specifically what makes people laugh

Stokoe, E. (2008) Dispreferred actions and other interactional breaching
Norrick, N. & Spitz, A. (2010) The interplay of humor and conflict in conversation and scripted humorous
performance

8. Being funny pt.2: linguistic structures in jokes

We explore language and its uses for scripting humour, including wordplay, double entendre and
taboo

Lloyd, M (2007) Rear gunners and troubled privates- Wordplay in a dick joke competition

9. The phenomenology of Creative Writing: writing and the senses
Drawing on the writings of Merleau-Ponty, we consider the non-linguistic world of the senses
Westling, L (2006) Literature, the environment, and the question of the posthuman. In Catrin Gersdorf, Sylvia
Mayer (eds.) Nature in Literary and Cultural Studies: Transatlantic Conversations on Ecocriticism.
Woolf, V. (1941) Between the Acts (excerpt)
Stuart Dybek (2014) Drive

10. Rounding off the portfolio - workshop

This workshop will aim to address any outstanding questions regarding the portfolio and the course
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5. Assessments and exams
I have been fortunate to have been involved in using a wide range of assessment tools during my
years as a teacher, both at tertiary and secondary level. These have ranged from the standardized
norm-referenced multiple-choice tests like TOEIC (hugely popular in Japan) through to the projectfocused oral (solo- as well as group-) exams favoured by a number of institutions in Denmark. In line
with my preferences for a more socially-situated approach to teaching and learning, where learning is
an activity that is carried out in cohort with others, I tend to favour more formative assessment
practices.
I also prefer formative assessment through ongoing feedback in project group meetings and tutorials,
where feedback can come form both tutors and elicited from peers during seminar process, and at
various points in the course of the module (also, for example with mid-term evaluation seminars
popular at Roskilde University).
Of course, there is a place for summative assessment in the form of end-of-module written
assignments, written and oral exams, and portfolio assessment. Where summative assessments are
carried out, again the most satisfying experiences have involved interaction in the form of a
discussion, a structured conversation, especially in the shape of group project examinations, where
students are able to collaborate on presenting their joint-projects. Where this is not possible, I have
always provided constructive feedback to each student, usually in a way of trying to keep the dialogue
open, so as to allow students to remain engaged in thinking about the course, beyond the confines of
the semester.

Experience with various types of exams & assessments at university level:

- Roskilde University:
- Project group exam: group oral exams (Basis/Bachelors level)
- Project group exam: solo oral exams (Basis/Bachelors)
- Masters thesis oral exam
- Course assessments: written assessments (single papers)
- Portfolio assessment
- Northumbria University:
- integrated exams for English for Academic Purposes (reading/writing)
- IELTS grading
- Jogakuin Women’s University, Hiroshima
- Test of English for International Communication (TOEIC) test preparation (Bachelor level)
- YMCA School of Foreign Languages, Hiroshima
- TOEFL test preparation (international university entrance)
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6. Formal pedagogical education

Courses, participation in supervision or mentoring, team co-operation, study groups, etc.

ROSKILDE UNIVERSITY
I participated in the Associate Professor certification programme at Roskilde University, which
involves 6 mandatory modules and 2 elective modules (from a selection). These are offered
intermittently over the period of 3 years. The programme is mandatory for anyone wanting to work as
an Associate Professor, or Senior Lecturer, at university level.
During the prpgramme, I took part in the following: courses:
1. Introduction
2. Portfolio
3. Collegial intervision
4. Project supervision (including peer-intervision)
5. Course Pedagogy
6. ICT and teaching
7. Creative note-taking
8. Course planning - interaction and activity

NEWCASTLE UNIVERSITY
During my Master’s Degree in Applied Linguistics and Teaching English to Speakers of Other
Languages at the School of Education, Communication & Language Sciences, the modules I
covered were the following:
•
•
•
•
•
•
•
•
•

Research methods in Applied Linguistics
Computer Assisted Language Learning 1
Computer Assisted Language Learning 2
TESOL Theory & Practice: Syllabus design and classroom practices
Core Issues in Second Language Acquisition
Teacher Development for TESOL
Understanding Second Language Classroom Interaction
Reconceptualizing SLA research: the Issues and Debates
Culture, Interculturality and Identity

• Dissertation. Title: “On the Potential for Extending the Conversational Analytic Methodological
Approach to Include Non-Verbal Communicative Strategies in the Second Language Classroom.”

ELSEWHERE
Elsewhere, following my CELTA qualification (see CV and evaluation in APPENDIX), I was involved in
ongoing professional development, both as teacher, and as teacher-trainer, mentor and supervisor in
Japan, 2003-2007. Our team at the Hiroshima branch of our foreign languages school network
became the flagship in YMCA Japan, facilitating professional development of staff and further
development of teaching programmes elsewhere in the country. I have also held a qualification as a
British Canoeing Union instructor (at level 2).
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APPENDICES

Examples of Teaching Materials
Six reflections on pedagogy
Course evaluations
Documentation of qualifications
Adjunct reference statement
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