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PeerSpectives 
Issue 14
Established in 2008, PeerSpectives is an open 
access, quick turn around publication for all those 
interested in education in general and cutting edge 
o r e x p e r i m e n t a l p r a c t i c e i n p a r t i c u l a r. 
PeerSpectives is published biannually, in spring 
and autumn.

The Journal seeks to encourage more 
peering (verb: to treat those we work with, teach, 
and learn from as peers and to value their points of 
view) and encourages contr ibutions from 
educators, learning advisors, coaches, mentors 
and learners; we aim to empower each other to be 
better members of a global world.

Editorial
Danielle Fischer 

Spring has sprung in Japan, and as we welcome a 
new academic year here in this country full of 
cherry blossoms, so do we welcome Spring, Issue 
14, of Peerspectives Online.

In this Issue, we have one original paper by Jeff 
Mehring, who shares some background and theory 
behind the flipped learning classroom as well as 
some ideas of how to use it in practice.  We have 
also revived some old traditions of including 
teacher and student voices.  A teacher shares the 
experience of dealing with what at first appears to 
be an unmotivated or troubled student in Duel with 
Daiki, and for the student voice component, our 
senior editor Tim Murphey interviews Japanese 
student Ryo Maie on his experience of studying 
abroad at Dartmouth.  We’ve also introduced a new 
Activities to Share section, with Tania Convertini as 
our first contributor.  This new section is in line with 
our vision of peer support and we strongly 
encourage readers to share their own ideas in 
future issues.  Lastly, Stephen Krashen contributes 
a special essay as a guest writer in this issue on 
what he calls, the ecstasy hypothesis.     

The editors would like to bid a fond farewell to 
Chad Miles and give a warm welcome to Stuart 
Benson as our newest editor.  Stuart has also 
graciously volunteered to take on the task of web 
layout for which we are very grateful.  Thanks again 

to all the reviewers, authors and of course, readers, 
who support each issue of Peerspectives.  
On behalf of the Peerspectives team,

Danielle Fischer 

Note: We are currently seeking to expand our 
network of reviewers.  If interested, please email us 
at peerspectivesonline@gmail.com.  
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Call for Papers 

PeerSpectives differs from other journals in 

that we focus on short, practical articles 

from a wide range of contributors. We 

particularly welcome new or challenging 

ideas and reports of innovative practice. See 

our website for more details: 

http://peerspectivesonline.org/ 

This is a double-blind, peer reviewed and 

negotiated publication; nothing is 

automatically accepted. All articles must 

meet APA standards. 

PeerSpectives is published biannually, in 

spring and autumn. The next submission 

deadline is June 1st. 

Send attached files to 

peerspectivesonline@gmail.com 

http://peerspectivesonline.org/
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Original Papers

A New Pedagogy for 
the Japanese EFL 
Classroom: 
Instructional 
Redesign with 
Flipped Learning
Jeff Mehring 
Oka Gakuen University

Abstract

English has become the international language of 
communication in today’s globalized society. In 
order for the Japanese to become effective 
communicators in English, there needs to be 
changes to how the language is taught and used in 
the classroom. The flipped classroom technique 
offers a creative way for teachers to use face-to-
face class time for more authentic, communicative 
uses of the language. This type of class allows 
students to construct and develop their language 
abilities through collaborative activities. This paper 
examines how the flipped technique, in conjunction 
with social-constructivism, can create a classroom 
where students negotiate meaning through 
constructive collaborative activities using authentic 
communicative language. 

Changing trends

In order to take a more progressive role in the 
globalized world, Japan needs to improve its 
English language education system, as present 
and future employers desire people who are 
creative, innovative, can communicate effectively, 
work in teams, are self-confident, and able to adapt 
to the rapidly changing world environment 
(Robinson, 2011). English education in Japan has 
been hindered by a focus on grammar study in 
order for students to pass university entrance 
exams and a belief that the instructor is the all-

knowing main provider of information (“English 
taught in English”, 2009). This focus has led to 
English study that typically results in more anxiety 
rather than improving communicative abilities. 
Japan needs to develop second language learners 
who can use English in authentic, communicative 
situations. This means instructors and students 
need to overcome traditional educational methods 
and beliefs, be willing to take risks and make 
mistakes, and be open to voicing their thoughts and 
ideas. The flipped learning classroom offers a 
promising possibility for Japan in its efforts to 
create a communicative learning environment. 

Flipped Learning

Flipped learning, or inverted learning, is a teaching 
technique that incorporates the use of traditional 
video or audio lectures as students’ homework, 
typically viewed outside of class. In this model, 
class time focuses on the utilization of new learning 
and the construction of public artifacts, such as 
portfolios, webpages, or working models that 
demonstrate a student’s understanding of the new 
material. In a study at San Jose State, eighty-five 
students in an engineering electronics and circuits 
course watched edX lecture videos before class, 
attended class twice weekly to participate and 
practice as well as ask questions, while two other 
sections partook in the same course taught in the 
traditional format. Results of exams taken at 
midterm showed that students in the flipped section 
scored ten to eleven points higher than those in the 
traditional section, even though the questions in the 
flipped section were more difficult (Biemiller, 2012). 
Another study at the University of Michigan 
demonstrated that students in a flipped calculus 
course had gains about twice the rate of those in 
the traditional lectures (Berrett, 2012).

In a study conducted by Marlowe (2012), the effect 
the flipped classroom could have on student 
achievement and stress levels was examined.  
Nineteen students enrolled in an environmental 
systems and societies course while in the final 
semester of their senior year. For part of the course 
students were taught using traditional methods and 
then for the other part using the flipped classroom. 
In the flipped classroom, students would watch 
video lectures outside of class, and then submit 
questions or a summary, which were used to 
stimulate face-to-face (F2F) class time discussions. 
Students reported lower levels of stress in the 
flipped classroom and there was an average 
increase of three points in their grades.

In the United States in recent years, the flipped 
classroom technique has become widely adopted 
by higher education faculty.  The Center for Digital 
Education conducted a nationwide survey to better 
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determine the reason why.  Respondents stated the 
benefits to students are enhanced mastery of 
information (80% of respondents), higher retention 
of information (81% of respondents), and 86% of 
respondents strongly agreed or agreed that student 
attitudes improved once the flipped technique was 
adopted (Jackson, 2013).

The flipped technique opens up F2F class time to a 
variety of teaching methods, providing structure 
and strategies that enable instructors to fully 
transform their classes to learner-centered 
environments. Higher-level cognitive activities 
become the focus of the in-class activities in 
conjunction with some sort of mechanism to assess 
student understanding. Through the blending of 
technology and F2F learning, students can 
exper ience h igher leve ls o f in terac t ion , 
participation, and use of the target language in 
authentic, communicative situations.

What Flipped Learning In An EFL 
Writing Class Looks Like

F2F class time involves not only changing in-class 
teaching methods but also adjusting the students’ 
perception of how they are accustomed to learning 
and the teacher’s role in the classroom. For 
instance, the purpose of an Academic Writing class 
could be to develop the students’ abilities to 
express their ideas in cohesive, clear reports and 
papers in an academic situation. The course 
prepares students to use the steps of research 
writing to critically analyze and compose logical 
academic papers.

Before class, the students review the flipped 
materials focusing on some of the major parts of a 
research paper such as, title, thesis, body, 
transition sentences, conclusions, citations and 
references. To confirm that students have reviewed 
the materials, the instructor opens a discussion 
forum on the school’s learning management 
system, or provides students with online practice 
exercises that require them to label various parts of 
a research paper, which the instructor participates 
in, or reviews before the next class. This process, 
called just-in-time teaching (JiTT), requires 
students to produce work, usually via a web 
platform, which instructors can read just before the 
next class (Edwards et al., 2006). Since instructors 
read students’ work just before teaching, they can 
teach to the students’ needs and interests. JiTT 
allows instructors to efficiently address students’ 
needs and in te res ts wh i le encourag ing 
collaborative learning and modeling in class. In this 
setting, students are more prepared to engage and 
discuss during class time leading to stronger 
learning outcomes. 

When students get to class, the room is arranged in 
a mini-workshop setting with small sections of three 
to four chairs scattered around the room. On top of 
each section of chairs is a number labeling its 
ranking in the overall grouping of chairs and a topic 
for students to focus on and discuss. The students, 
with their research papers in hand, are divided up 
and given a number, the number matching one of 
the sections of chairs. The instructor explains that 
students need to approach the small group of 
chairs and examine the parts of their paper that 
relate to the topic for that specific group of chairs.

As students sit in small groups, they collaborate 
and help each other through reciprocal learning, a 
collaborative learning method which requires 
students to teach one another through the use of 
four components inc luding summariz ing, 
questioning, clarifying, and predicting (Palincsar, A. 
S., & Brown, A. L., 1984). While focusing on the 
topic that accompanied each group of chairs, 
students can demonstrate their understanding 
using their papers as examples, as well as ask 
questions to better understand why they may be 
having difficulties. After a period of time, the 
instructor can ask students to move to a new group 
of chairs and a new challenge. During the entire 
process the instructor moves around the room, 
helping to clarify answers or questions and 
assessing student learning. The instructor can also 
keep students on task and change groups when 
he/she feels it is most appropriate.

Time on task is a key part of neuroeducational 
learning, referring to the amount of class time spent 
working on an activity and how a person’s brain 
processes new learning. When new input is in 
working memory, it is at a very critical juncture in 
the learning process. Information can only be held 
in working memory for roughly twenty-minutes, 
(Sousa, 2006; Willis, 2008), and if it is not moved 
into long-term memory within this time period, it is 
forgotten. For example, when someone receives 
directions to a friend’s house: As the person begins 
the journey they are sure of where they need to go, 
but soon become confused or lost and give up, only 
to ask again. The information was never placed in 
long-term memory so the information, although 
understood, was forgotten due to it not being 
transferred in time. According to Derry and 
Steinkuhler (2006), the success of a learning 
process can be measured by how well transfer of 
knowledge has occurred (p.801).

Additionally, the ability to stop, process or clarify 
new information as often as needed reduces the 
cognitive load (Schmidt et al., 2007). The cognitive 
load refers to the amount of information one must 
hold in working memory during learning. If the 
cognitive load is too great, information can be 
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forgotten or not processed into long-term memory 
correctly. The flipped writing class offers students 
better opportunities to process and transfer new 
information because they can practice and review 
the material at their own pace pre-class before 
having to demonstrate their competence in front of 
the teacher and their peers.

What Flipped Learning In An EFL 
Content-Class Looks Like

In reality, each class has its own dynamics and 
needs to be approached as such, being evaluated 
and modified by the teacher as needed to best 
serve the needs and goals of the students. 
American Studies is a content-based lecture course 
taught in English by the author. It is an elective 
course aimed at introducing students to the 
formation and development of America. In this 
flipped classroom, first students review the flipped 
materials on the topic, for example the American 
Revolution. These materials include basic facts as 
to why the Colonists wanted to be free and some of 
the major battles during the war like Lexington, 
Concord, and Bunker Hill. The materials conclude 
with driving questions the students need to 
consider before class, such as, questions 
considering the British army was larger, stronger, 
and better organized than the Colonist’s army, how 
were the Colonist able to win.

Following a review of the materials, students are 
asked to post their understandings on a class 
message board, such as Moodle. This is the initial 
start to further discussions that take place during 
c lass t ime. This germane asynchronous 
environment gives students the time necessary to 
process and make the learning their own. The 
instructor partakes in the discussions, pointing 
students towards further resources, clearing up 
misunderstandings, or asking students to further 
explain their postings. Students might also fill out a 
short questionnaire in order for the instructor to get 
a better understanding of each student’s 
understanding of the new material. As students 
complete the survey, the instructor compares the 
online discussions and survey responses to gauge 
each student’s understanding and capabilities with 
the new material, leading to JiTT for the F2F 
session.

Finally, in class, students apply the new learning 
through a project-based learning exercise. Project-
based learning (PBL) is an instructional approach 
that engages student interest and motivation. PBL 
allows instructors to create authentic challenges 
where students collaborate, incorporate schemata 
and new learning to develop and build a public 
artifact while using English as the mode of 
communication and negotiation of meaning 

(Hmelo-Silver, 2004). During this activity, students 
need to accomplish more than simply remembering 
various facts and information; they need to use 
higher-order thinking skills, collaborate, and 
demonstrate mastery of the topic. The flipped 
classroom is a place where students learn by doing 
instead of learning first and doing later (Gee, 2003) 
in addition to unique challenges that encourage 
collaboration, critical thinking, and mastery of the 
topic. 

Troub leshoot ing the F l ipped 
Classroom

The flipped classroom creates a new learning 
environment and with it some obstacles that both 
students and instructors may encounter along the 
way. 

Increased workload is one challenge, as students 
are surprised by the amount of preparation that 
needs to be done before class; therefore a gradual 
implementation of the system should be taken into 
consideration. In a study by Mehring (2015), 
workload was one area that participants felt was a 
negative aspect of the flipped classroom. 
Participants mentioned that in the beginning the 
flipped classroom was very difficult so it is 
important the instructor implements it step by step. 
Instructors need to be aware that the number of 
assignments or activities needs to be less in the 
beginning and grow slowly. In addition, the 
instructor may need to walk students through the 
process, demonstrating how students can start and 
stop videos, how to use the discussion forums, and 
what is expected of students in regards to the pre-
class materials.

Additionally, the instructor will also realize the 
flipped classroom requires a lot of preparation, 
creating pre-class materials and redesigning the 
F2F learning environment (Bennett, 2013). For the 
benefit of both students and instructors, 
implementation of the flipped classroom should 
progress slowly.

Finally, what if students do not review the pre-class 
materials or are too shy to participate? By 
assigning online discussions or a survey the 
instructor can get a better understanding of which 
students are not doing the pre-class materials and 
talk with them. It is important that the pre-class 
materials build a foundation for the F2F activities 
and by not reviewing the pre-class materials, 
students will find it difficult to actively participate 
during the in-class activities. 

For the shy students, the instructor needs to allow 
students a chance to just be an observer during the 
small group collaboration, with the understanding 
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that they will have the opportunity to share first 
during the next class. These students might need 
to be given the right to pass during small group 
time. They could then be asked to submit a brief 
written account of the small group experience to 
the instructor focusing on his or her understanding 
and contributions. The instructor could then 
respond directly to that student to provide 
encouragement on how well the student actually 
understands, or on how much the student actually 
has to offer the group. This process will help to 
build confidence and demonstrate that their 
questions are valued, important and helpful to 
everyone, in the hopes that this student will then be 
encouraged to speak up more in future small group 
scenarios. 

Benefits of Flipped Classrooms

Learning in the flipped classroom involves the 
construction of identities, a learning journey 
between master and disciple where students are 
engaged in both instructor and learner roles, 
essentially learning by doing (Lave & Wenger, 
1991). This is an inherently social process, where 
students interact among themselves, and the 
content being taught, rather than the instructor, is 
the focal point of the lesson.  In the flipped class, 
students encounter more opportunities to learn 
independently, as well as sometimes becoming 
mentors by helping struggling students and working 
together to solve issues/problems in class.

The flip technique can change in-class pedagogy 
based on cognitive as well as social-constructivist 
theories. Knowledge is gradually acquired in an 
individual’s head, (Piaget, 1969), but individuals are 
situated in a social environment interacting with 
different groups on a daily basis (Vygotsky, 1978). 
In the flipped classroom, learning can take place on 
two levels, one the individual level and one the 
group level. From the cognitive point of view, three 
important discoveries about how people learn help 
justify the success of the flipped classroom: a) 
having a strong base of factual knowledge, b) an 
understanding of the facts and ideas in a coherent 
and organized manner that makes them easy to 
communicate to others, and c) organizing new 
learning in ways that assist retrieval and application 
(NRC, 2000). Flipped learning can enable students 
to link new content with their schemata, (Shuell, 
1986), in turn better enabling them to organize their 
learning and partake in F2F class discussions/
activities.

In addition to cognitive learning, the flipped 
classroom incorporates constructivist-learning 
theory. Social-constructivism theory is based on the 
idea that knowledge is acquired through interaction 
with others, (Vygotsky, 1981) and that the 

internalization of actions is demonstrated by the 
creation of a public artifact that demonstrates one’s 
new learning through an appropriate activity 
(Papert, 1980). Pre-F2F time can stimulate 
students to use proactive techniques to expand 
their knowledge and become more metacognitive 
as they discuss what they are doing and how their 
understanding is changing. While in-class activities 
focus on the construction of an artifact that 
demonstrates the student’s new learning from the 
flipped materials and increased student-student 
and instructor-student collaboration.

For example, in a conventional English as a foreign 
language (EFL) course, instruction and practice 
must occur during class time because EFL learners 
are handicapped by a dearth of opportunity to 
experience English in authentic settings outside of 
class. However, by using the flipped classroom 
method the task of learning can be performed as 
homework through a video or other appropriate 
resource, building upon the lower tier of Bloom’s 
Taxonomy (Krathwohl, 2001), remembering and 
understanding. During this cognitive learning time, 
students are able to strengthen their understanding 
of the course materials. 

Subsequently, the instructor can structure F2F 
class time around social-constructivist activities to 
enhance learning outcomes. Students could 
collaborate with classmates as they discuss and 
expand their understanding of the content. During 
this time students would be required to create an 
artifact that would not only demonstrate their new 
knowledge, but also focus on Bloom’s higher tier, 
applying, analysis, evaluation, and creating, 
(Krathwohl, 2001). During the entire process, the 
instructor is present guiding and helping students 
apply new learning or referring them back to the 
flipped materials for further information. With 
constant feedback from the instructor and 
classmates as well as viewing examples of others’ 
work, the class becomes a community of learners. 
This community of learners is the central point 
where learning takes place, where students 
develop their abilities through peer-to-peer 
interaction. Through apprenticeships, instructors 
offer guidance as students learn from the instructor 
as well as classmates (Lave & Wenger, 1991). 
Participation in these communities tends to be 
highly educational, freeing up F2F class time in 
order to focus on more communicat ive, 
constructivist activities and offering students 
opportunities to further test ideas and apply new 
learning. 

Conclusion 

The push to create authentic, communicative 
English learning environments where students use 
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English to negotiate meaning and build critical 
thinking skills requires that present teaching 
methods change. Many calls have been made for 
change in higher education, and many beliefs have 
been expressed about the best way to bring about 
that change. A recent article by Anraku (2013) 
discussed Takeo city in Kyushu, the first 
municipality in the country to adopt the flipped 
teaching technique. This strategy that became 
popular in the U.S. during the 2000s is now being 
adapted in Japan. During a geology class offered in 
a middle school, small groups discussed the daily 
topic and later presented their conclusions to the 
class. This activity not only developed camaraderie 
but also increased opportunities for conversation 
and knowledge acquisition. Parents noted that the 
flipped classroom encouraged communication 
among students as well as between students and 
teachers. The mayor hopes that his city can be an 
inspiration to schools across the country and 
demonstrate the effective adoption of emerging 
technologies in the classroom.

The flipped classroom offers an exciting new 
alternative for language learning in Japan and a 
change from current practices. The flipped 
classroom model is not a panacea for all the 
challenges in language education. However, it is a 
valuable paradigm worthy of consideration by 
educators, administrators, and policy makers that 
will prove advantageous as Japan transitions into a 
new era of communicative language teaching and 
learning.
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 Ecstasy Hypothesis
Stephen Krashen 
University of Southern California

A pretty girl is like a melody  
That haunts you night and day
Just like the strain of a haunting refrain  
She'll start upon a marathon  
And run around your brain
You can't escape, she's in your memory 
By morning, night and noon
She will leave you and then come back again  
A pretty girl is just like a pretty tune
(Irving Berlin)

Abstract

The "Din in the Head" is involuntary mental 
rehearsal of language that is a result of obtaining 
comprehensible and interesting input.  Murphey 
(1990) has suggested that similar kinds of "dins" 
occur in areas other than language: music, visual 
experiences, and movement (e.g. dance).  There 
might also be an intellectual din. Dins occur after 
we perceive novel stimuli: after hearing or reading 
language containing as yet unacquired vocabulary 
or syntax, hearing a new melody, after seeing or 
creating a particularly striking scene, learning a 
n e w m o v e m e n t , o r d e v e l o p i n g a n e w 
understanding.  The "Dins" are often perceived to 
be pleasant. There is one kind of Din that can be 
more than pleasant: infatuation, which occurs after 
encountering someone new. Infatuation produces a 
chemical reaction in the brain that produces a kind 
of ecstasy. This leads to a conjecture: The different 
Dins discussed here have a similar basis. They 
produce involuntary mental activity that can be 
pleasant and even ecstatic.

The Din in the Head

A linguist/archeologist, Elizabeth Barber, introduced 
the idea of the Din in the Head into the professional 
literature. She noted that after three days of using 
her (intermediate level) Russian while working at 
the Hermitage in Leningrad, she noticed “a rising 
din of Russian in my head: words, sounds, 
intonations, all swimming about in the voices of the 
people I talked with ... The constant rehearsal of 
these phrases of course was making it easier and 
easier to speak quickly ...” (Barber, 1980, p. 30).

Krashen (1983) speculated that this “din in the 
head” might be a sign that language acquisition 
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was taking place, that it was a result of the 
operation of the language acquisition device. If so, 
this predicts that the Din would more frequent with 
those who were still in the process of language 
acquisition, and would be less frequent with very 
advanced language users, that it would be 
stimulated by comprehension, and that it would 
help language users overcome shyness in using 
the language.

These predictions were confirmed in subsequent 
studies: The Din was indeed more frequent among 
less advanced users (Parr and Krashen, 1986), 
was more likely to happen after users were 
exposed to comprehensible input as compared to 
form-based activities (Bedford, 1986; deGuerrero, 
1987), and experiencing the Din made students 
less reluctant to speak (deGuerrero, 1987; 
McQuillan and Rodrigo, 1995). Seville (1992) 
demonstrated that children acquiring English as a 
second language also experience the Din in the 
Head. 

The Reading Din

McQuillan and Rodrigo (1995) noted that Bedford 
(1986) reported that about half of his subjects 
experienced the Din after reading. McQuillan and 
Rodrigo’s subjects were students in Spanish 
classes that included a considerable amount of 
reading, self-selected and required: 57% reported 
“hearing the Din after reading Spanish that I can 
understand.”

The Din after reading has also been reported 
among first language readers after self-selected 
reading of texts with new linguistic elements, e.g. 
authors who write in unusual styles (McQuillan, 
1996). McQuillan noted that his subjects did not 
report the Din “from routine reading done for work 
or school, or from very familiar prose texts such as 
newspapers or magazines” (p. 313). 

Other Dins

The Melody Din 

Murphey (1990) noted the similarity between the 
Din for language and the “song stuck in my head” 
phenomenon; his informal data revealed what 
readers of this paper already know - it is an 
extremely common experience. According to my 
experience, this happens with a new melody, and 
sometimes it happens with an old one that I haven’t 
heard in a long time. It is usually (but not always) a 
melody I really like, and I often have a compulsion 
to play it on the piano. After a while, the Melody Din 
calms down. (For an example of a Melody Din that 
wouldn't go away, see an episode of Regular Show, 
"This is my jam." [http://www.tv.com/shows/regular-

show/this-is-my-jam-1377601/])

This is in contrast to what happens when I hear a 
very familiar melody that I like. There is real 
pleasure, but it is gentler than the kind of strong 
reaction I have when it is a new melody. 

The Visual Din 

Citing Ruth Weir’s 1962 book, Language in the 
Crib, Murphey (1990) suggests that “some people 
may experience a visual din. Artists have told me 
that when working intensely on a painting, they 
can’t get the image out the their heads, that it stays 
with them when they leave the studio and comes to 
them at strange moments” (p. 75). I have 
experienced this as well, after seeing a particularly 
striking series of paintings. 

The Kinesthetic Din 

Murphey (1990) also discusses “involuntary 
kinesthetic rehearsal,” which can happen when an 
athlete or dancer is involved in learning new 
movements, and finds him or herself spontaneously 
doing part of the new movement unexpectedly.

The Intellectual Din 

My hope is that this paper will cause an Intellectual 
Din, that it will be on readers’ minds for at least a 
little while.

I suspect that productive intellectual workers have 
routines for getting the Intellectual Din moving, 
warm up routines that start them thinking about 
their current project each day, and that get them 
enthusiastic for work. Once the Din starts, it may be 
so pleasant, so engaging, that it is hard to stop. 
Many of us can agree with Flaubert and Vidal:

Flaubert: "I have the peculiarity of a camel - I find it 
difficult to stop once I get started and hard to start 
after I've been resting” (Murray, 1990, p. 31). 
Gore Vidal: "I'm always reluctant to start work, and 
reluctant to stop” (Kellog, 1994, p. 192).

It seems to take daily sessions to keep the Din 
going, and it can be hard to get it going again: “If 
Charles Dickens missed a day of writing, "he 
needed a week of hard slog to get back into the 
flow" (Hughes, in Plimpton, 1999, p. 247).

Infatuation  

Murphey (1990) mentions that there may be a 
connection between infatuation and the Din. 
Infatuation is of course involuntary mental activity, 
and like other Dins is caused by a novel stimulus, 
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in this case, a new person. Like other Dins, 
infatuation eventually goes away, often to be 
replaced by a more enduring if less sensational 
kind of pleasure. 

Research on infatuation has revealed that it has a 
chemical basis: infatuation is associated with the 
release of phenylethylamine, a neurotransmitter 
that stimulates the release of dopamine and 
norepinephrine and powerful feelings of "elation, 
exhilaration, and euphoria" (Fisher, 1984, p. 52); 
extremely pleasant when the infatuation is shared, 
but problematic when it is not.

Conjecture

Could all “Dins in the Head” have a similar 
chemical basis? This would explain the pleasure 
often associated with the Dins, and provide an 
explanation for sublimation: We substitute the 
Intellectual, Melody, or Kinesthetic Din for the 
Infatuation Din when relationships don't go right 
and we are "trying to get that feeling again" (song 
by David Pomeranz, recorded by Barry Manilow in 
1976).

If the Dins are similar, it suggests that many kinds 
of  “learning” can be extremely pleasant, and may 
even result in mild feelings of ecstasy. This includes 
language acquisition via comprehensible input. It is 
tragic that so few people have experienced the 
Language Din and tragic that their classroom 
experiences give them so little pleasure.
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An Interview with 
Ryo Maie
Interviewed by Tim Murphey 

Ryo is a student from Kanda University of 
International Studies in Japan.  Below is an 
interview Tim conducted with him about his 
experience as a study abroad student at Dartmouth 
University, Hanover, New Hampshire, USA (3 hours 
from Boston) for the academic year 2014-2015

What made you want to go abroad to 
study?

“At first, I was feeling it was necessary for 
me to experience studying abroad in the 
U.S for my future career. But I gradually 

started to think, after arriving, that I 
needed other incentives. My goals of this 
study abroad are now (i) to make as many 
as friends as possible, (ii) appreciate and 
collaborate with them, and (iii) to grow as 
a human, drawing on the previous two.” 

Why did you chose Dartmouth? How long 
have you been here?

“I have been here since September 1st 
(six months, now) and I will return to 

Japan June 13th, 2015. The strongest 
impetus that made me choose Dartmouth 

was of course the fame that Dartmouth 
has. Also, I wanted to take many courses 

in cognitive psychology and brain 
sciences, and Dartmouth excels in these 

fields. Looking back, I never thought 
about how ideal Dartmouth was going to 

be, in terms of the environment it has, and 
it is ideal! Professors here really enjoy 
working with us students, and most of 

them are highly approachable. Hanover is 
ideally located in that the location allows 

us to focus on our study and not be 
distracted by big city events.” 

What was the best thing that has 
happened so far?

“I was struggling with communicating with 
people in English, then one day I realized  

that I had no more problems in 
understanding what people were saying. It 

was so remarkable! I no longer feel that 
native speakers talk incredibly fast. I 

sometimes talk faster than they do! I think 
that just by immersing myself in my 

surroundings allowed me to adjust to them 
and get comfortable with their way of 

talking.” 

What would you advise other Japanese 
students to do?

“Almost all of what I planned before I came 
here worked really well, so making as 

detailed plans as possible helps. For the 
first two or three months, I had been thinking 
that I came here just for studying. But I was 

so lucky that I could realize how helpful 
peers and friends are. I think when I 

overcame my uncomfortable initial settling 
in, which everyone necessarily has during 

their study abroad, I found there were 
always my friends around me to help. So, 

socialize and make friends quickly! 
If you are worrying about whether you can 
get along with people you meet abroad, I 
can guarantee that you can relax and you 
will surely do well. What I want to advise 
you is to try to focus on your purposes in 

advance. This is really important. Planning 
is useful and helpful, but without any 

goals, there is no meaning. Establish your 
goals. They can be very trivial things such 
as making friends, stating your opinion in 
every class, etc. Then, if you think what 

you have to do backward, from the goal to 
the plan, you will see what steps you need 

to take.” 

What things do you hope to do before 
you leave?

“Before I leave, I hope to travel around or do 
something really fun with my friends. Since 
we have almost no time for that during the 
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terms, I will surely try to plan one. I also 
want to work as a research assistant. 

Knowing how research goes is important to 
me, and it is great to do such a job at 

Dartmouth.” 

What do you wish you would have have 
known earlier?

“I should have realized that life is not only 
becoming professional of one thing. Of 

course a primary objective of study abroad 
is our academic matters, but just itself never 

solves all the problems we encounter, nor 
makes all our dreams come true. We learn 

from the whole experience of being abroad, 
not just the classes.” 

Any other questions you want to ask 
yourself?

“This might be philosophical, but I will ask 
myself what I can do to make my life 
better. Ultimately, it means what is the 

meaning of life? The answer to this 
question, I believe, varies depending on 

the person. Also, how can I make my 
exchange program better? I know the 

answer, although some people state that 
the answer to the ultimate question is 

“42” (from the movie Hitchhiker’s Guide to 
the Galaxy), I think it is "loving what you 

do.” 

Learner View

My Duel With Daiki: 
One Classroom 
Narrative and a Brief 
Analysis using 
Concepts in Socio-
Cultural Theory
Danielle Lott 
Nagoya University of Foreign Studies

Part 1: Classroom Narrative

Daiki walked into class and grabbed a seating card. 
“B?” he said. “Ugh, I’m at her table. Give me 
another card,” he wheedled. 
The tutor handing out seating cards was firm.  
“Nope, you’ll be alright,” he said. I admired his 
resolve.
Daiki tossed his bags next to my table and walked 
right back out of class without a word.
I knew that Daiki was fluent in English from his time 
living abroad, but his attitude could be frustrating to 
the other students, not to mention the tutors.

In the Power-Up Tutorial (PUT) class, students had 
the chance to talk to five different native speakers 
and each other. You never knew what group of 
students would land at your table because seating 
was randomly assigned and changed over the 
course of the class. It was impossible to predict 
what kind of conversation would arise out of such a 
mixed dynamic. Last week, for example, I had 
witnessed an explosive combination of students in 
Daiki’s group of three. I saw one of his speaking 
partners, a student not-unskilled, but not fluent like 
Daiki, intimidated into silence. The other student 
was closer to Daiki’s speaking ability. She doggedly 
continued the conversation, almost by herself, as 
her stress became more and more visible. 
Eventually she demanded that he contribute before 
the whole conversation deteriorated into frustrated 
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silence.

However, Daiki’s attitude had not been directed at 
me in the past, and I was at a loss.  I thought of the 
advice other tutors in the class had given me.  
“He’s manipulative,” one tutor had said. “You have 
to prepare yourself for it. Don’t give him any 
leeway.” Conversely, another tutor had told me that 
Daiki had problems with authority, and any 
attempts to invoke it would close him up. “We 
should handle him with humor,” this tutor had 
advised. I tried to manage my frustration and 
continue focusing on the students in front of me. It 
was difficult.

Ten minutes later, Daiki noisily bustled back in with 
a drink that he had obviously just bought from the 
convenience store. He took out his phone and 
started to text. 

“If you don’t want to be here, you can leave,” I told 
him. I had had enough.
“No, I want to see you! NOT,” he snorted.

I did my best to ignore him and continued checking 
the students’ conversation cards. Before class, 
students were asked to write their opinions on that 
week’s topic, which was “What I Value.” 
Finally, it was time to talk to Daiki about his card. 
As usual he had written the bare minimum. I knew 
that for fluent kids like him, these cards could feel 
like a waste of time, so I wanted to give him the 
chance to elaborate.

“Would you mind explaining this to me? Why do 
you think this is important to you?” I asked gently.
“I can’t explain why because I just copied this from 
the example in the book,” he said with a bored 
yawn.
“Alright, if that’s all you want to say then you’re on 
your own for the conversation. Good luck.”   

It was getting harder and harder for me to keep my 
patience, but it was time for pair practice, and I was 
going to have to speak with him one on one. 
As soon as the other two students at the table 
turned their attention to each other, Daiki turned the 
tables on me.

“So, what’s so important to you?” he demanded.
“Hold on a second,” I said. 

Students didn’t usually ask me about myself, and I 
had little practice answering such big questions.

“See! Even you don’t know. It’s too hard to just 
come up with something on the spot.”

I wanted to remind him that he had had the entire 
week to prepare for these questions before class.

Instead, I said, “Well, I think nostalgia is really 
important to me.”
“Why’s that?” he asked, looking like he didn’t really 
care about the answer.
“I think it’s because, well, I live really far away from 
home. I’ve lived in Japan for over 8 years now, ever 
since I got out of college… in fact I can’t say that I 
really have a home, because when I’m in America I 
don’t feel American, and when I’m in Japan, like, I’ll 
never be Japanese, so…I think remembering good 
things from my past, from my childhood, has 
become really important to me.”

“Yeah…me too. I lived in Europe, so I don’t feel 
Japanese, but I’m not European… I don’t want to 
live there, but yeah…I know how you feel.”

His conversation card was terrible. He had been 
late on purpose. He had deliberately made every 
minute of class difficult. Even at that moment, he 
was doing his best to look disengaged, turning his 
body away from me, staring at the floor. 

There was nowhere else I wanted to be.

Part 2: Brief Analysis through 
Concepts in Socio-Cultural Theory

As Daiki’s teacher I can only make conjectures 
about his (ontogenetic) history; a better way to 
ascertain that would be an interview, in which he 
willingly describes his experiences living abroad 
and their impact. I don’t have that option. This is 
due to the fact that this moment of shared 
understanding with Daiki was just that- a moment.  
He never became forthcoming about himself, or 
particularly respectful. However, what I can do is 
attempt to interpret Daiki’s actions in that moment 
in the terms of sociocultural theory in order to come 
to grips with them and, if possible, share my 
understanding, which I hope to be helpful to other 
educators who have been in a similar position.

Daiki’s identity and role in the class are at the 
center of this narrative. Through his behavior I get 
a picture of an identity in flux. Perhaps as he came 
to adulthood in the different contexts of Europe 
and Japan, he learned how to conduct himself in 
ways that are sometimes viewed as “un- 
Japanese.” For example, showing disrespect to 
someone just a few months older than you, much 
less a teacher, is not unheard of but culturally 
anathema. And while Daiki was reluctant to share 
information about himself, he was never shy about 
expressing negative emotions or unpopular 
opinions, also unusual in a society where group 
harmony is so valued.  
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In other words, in Europe he was a foreigner, but 
went to an American school; due to hardships he 
may have experienced, or cultural norms that he 
had internalized, he expressed on this (and other) 
occasions that he also felt like a foreigner in his 
native country. I imagine that in the midst of the 
vulnerability of internal conflict, he may have 
learned to share less of his true self around others. 
Perhaps he wasn’t sure of who that true self was. 
To cope with this vulnerability, perhaps Daiki 
learned to mediate his surroundings, rather than 
be mediated by uncertainty, fear, or others. He 
often tried to command the space of the classroom 
by being noisy, throwing around his possessions, 
and flouting the rules at every chance. 

In these ways and others the context of the 
classroom and each conversation group was 
shifted by Daiki’s identity. Unlike most of the other 
students in this (honors) class, he didn’t gain his 
fluency in English through hard work and study. He 
became fluent through assimilation into a foreign 
culture, and socialization. This mediated his view 
of PUT class in that he had already interacted 
much with native speakers. He probably viewed 
this kind of practice as a waste of time. In other 
instances, he also seemed to view interaction with 
less fluent classmates as boring or irrelevant, which 
would naturally alter the quality of group interaction.
We throw this volatile cocktail of experience and 
feeling into PUT’s class structure, which serves as 
a petri dish for the bounding and rebounding effects 
of sociocultural interaction. We never knew what 
kind of conversations would occur because the 
conditions were always changing. Each 
conversation was co-constructed between the 
randomly chosen speakers in (potentially) 
collaborative dialogue. This is because as 
learners attempt to communicate with near-peers of 
differing language ability and opinions, there is 
tremendous scope for language production and 
growth.

This makes the PUT environment itself a 
community of practice, totally dependent on its 
members to shape interaction, and therefore, 
language production. Daiki, as a prominent 
member, affected and was affected by the other 
students in both negative and positive ways. He 
would often snag a couple of his buddies to show 
up late as a group, but when he was partnered with 
them during conversation, he was observed 
speaking English almost happily. In such a case we 
might say that his Zone of Proximal Development 
(ZPD) opened up, where interaction can result in 
increased language production and development is 
more likely to take place.  However, as shown in 
the narrative, some students were afraid of him, 
preventing a ZPD from taking place. Some fought 
back but gave up in frustration, which would briefly 

increase language production before extinguishing 
it completely.  

The homework for PUT class, conversation cards, 
also mediated the experience of Daiki as well as 
his speaking partners. Students produce these 
cards based on their own opinions and feelings 
a b o u t a p a r t i c u l a r t o p i c ( a i m i n g a t 
intersubjectivity). These cards are meant to 
scaffold conversation. However, Daiki already 
possessed a high degree of fluency, so he didn’t 
seem to regard this scaffolding as necessary.  In 
addition, the topic for that week, “What I Value,” 
provided another affective barrier to his 
experience and therefore his language production. 
Daiki was uncomfortable talking about himself or 
anything private, so he preferred copying an 
example card to sharing his true feelings. This in 
turn prevented a ZPD from occurring. It would take 
a willing student or tutor to try different methods 
and create a Zone of Proximal Adjusting (ZPA) to 
meet Daiki where he was, but considering his 
behavior, the chances of this happening were 
becoming more and more slim.

One only has to glance at the narrative to see that 
the interplay between emotions, experience and 
identity within tutors plays no small part in the PUT 
environment, as well. My own educational 
background, in which disrespectful students could 
be removed from the classroom, conflicted with the 
values of many Japanese schools, which seem to 
view public education as a right for even the “worst” 
of students.  

However, I’m sure many teachers regardless of 
background would experience frustration. Daiki 
challenged my identity because I felt that as a 
teacher and person, I merited more respect. I 
feared that it reflected on me poorly as a leader to 
tolerate his behavior, and that other students would 
“catch” his disrespect. My ability to think clearly and 
adjust my ZPA to the other individuals at the table 
was affected by my frustration. In this case I 
employed languaging or private speech to deal 
with the situation, by recalling the advice of my co-
workers. 

In the end, I was ready to give up. Because I had 
no options left (or because I had to talk to him one 
on one in pair practice!) I had to share my own 
values and experiences. Forced pair practice 
became an affordance, where I had the chance to 
open up about myself to continue the conversation. 
As he realized that he and I shared a facet of our 
identity, his ZPD opened up, if only momentarily. 
This experience could have been a moment of 
sociocognitive conflict for Daiki, where his 
preconceptions gave way as he learned more 
about where I was coming from. What I do know is 
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that, for me, it was a moment of sociocognitive 
conflict and resolution, when I saw that treating 
him as a person and instead of a problem, could 
result in connection.

Bio:

Danielle Lott is an MA TESOL student at Nagoya 
University of ForeignStudies, where she also 
serves as Materials Coordinator for the Power-Up 
Tutorial Program in the Department of English and 
Contemporary Society.

Activities to Share

Free Italian! Spread 
the Fun!
Tania Convertini  
Italian Professor at Dartmouth University

After hearing Tim Murphey talk about 
the power of "Students Teaching What 
They Learn" on March 4th at Dartmouth 
college, Tania came up with a cool 

project for her Italian 3 class to use in 
spring 2015:

Dear students,
You have learned Italian. Now it’s time to spread 
the fun and teach it to someone on campus. First 
identify a potential Italian learning partner for your 
project: a friend, an administrator, a custodian, a 
professor, a librarian, a dean, you name it. You can 
even dare to approach the President if you like; to 
my knowledge, he does not speak Italian. Explain 
your project and your goals (we will discuss it 
together in class) and make arrangements to teach 
them something in Italian. Make sure you ask about 
them and what they might like to learn in Italian. Be 
a good teacher and listen! Would they like to learn 
a song, a few survival sentences for traveling such 
as ordering in a restaurant or getting directions or 
maybe a beautiful Italian poem?

After you have agreed with your learning partner on 
what they want to learn, research the necessary 
material (since you will have to teach it). Then 
prepare your lesson and meet with your partner for 
the teaching session. Remember that teaching 
must be fun and engaging, otherwise the learning 
is boring. Give your learning partner some material 
to study and maybe a little test so that s/he can 
retrieve what s/he learned. You will then meet one 
more time to see if s/he can remember and use the 
lesson you taught.
We will invite all the Italian 3 learning partners for a 
final “Free Italian Spread the Fun” celebration that 
we will all be hosting at the end of the semester!

One last note: I know this might seem impossible 
because everyone is in love with Italian. However, if 
you can find learning partners who show very little 
interest in learning Italian, it will be even better. It 
might be more challenging to teach them but 
eventually it will be more rewarding because you 
will win them over with our beautiful language. Are 
you ready to spread the fun of Italian? I am!
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