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The proliferation of “teacher- proof” scripts for lessons re-
veals a deep distrust of teachers’ intuition and blatant ig-
norance of the essential humanistic elements underlying 
education. This model of standardization positions teach-
ers as mere delivery agents of centrally planned curricula 
based on a hollow promise of effectiveness. We agree that 
“a good language teacher knows and does but most essen-
tially is” (Arnold & Brown, 1999, p. 4). It follows that a 
second language teacher who is able to maximize her pro-
fessional potential in the classroom is, foremost, a learner. 
This philosophical foundation supports our refinement of 
the concept of team learning, first proposed by Tajino and 
Tajino (2000). Our updated model of team learning clari-
fies the concept by extending discussions of approaches 
like reflective pedagogy, learner autonomy, and learner-
centered teaching. Team learning opens opportunities for 
practitioners to expand their role from being exclusively 
that of a teacher to realizing their learner potential in their 
own classrooms. The concept of team learning invites 
teachers to see themselves as team members in learning 
events. When team learning is achieved, optimal condi-
tions for learning occur that can result in the experience of 
flow. These conditions, considered as emergent proper-
ties, are discussed in this theoretical article.

1 |  INTRODUCTION

Teachers naturally want to maximize their own and their students’ potential. The pressures TESOL 
educators work under, however, can cause them to overemphasize the procedural aspect of teaching, 
thereby lowering awareness of other aspects and diminishing their own experience during lessons. 
Arnold (1999) inspired Benesch’s (2012) call for an affective turn in the field by drawing on the work 
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of Earl Stevick (1998), who has consistently called for TESOL teachers to educate learners beyond 
language goals and toward “life goals.” This concern with the whole person extends to teachers, as 
Arnold and Brown (1999, p. 4) explain: “From the point of view of affective language learning, being 
is just as important as doing; a good language teacher knows and does but most essentially is.” We 
argue that a second language teacher who is able to maximize her professional potential in the class-
room is, foremost, a learner. This philosophical foundation underpins the concept of team learning 
introduced in this article.

Team learning is mutually experienced learning that emerges out of value- centered practice. What 
drives the classroom activity is the common value of sharing knowledge that emphasizes the impor-
tance of achieving collective meaning making and mutual understanding. An important quality of 
team learning is the feeling of having shared a learning experience. In this article, we build on and 
refine previous work (Tajino & Smith, 2016; Tajino & Tajino, 2000) by first outlining the main the-
oretical foundations supporting the concept of team learning and then describing the properties that 
emerge from its realization in second language classrooms.

2 |  A PREOCCUPATION WITH TEACHERS 
AND INSTRUCTION

In a recent description of TESOL teaching in U.S. secondary schools, Honigsfeld and Dove (2017) 
explained that, rather than segregating English learners, some school districts are using team teaching 
to integrate students into mainstream classes. They further state: “In our work, we encourage teachers 
to embrace the notion that coteaching is a shared ownership of and full participation in all phases of 
content and language instruction for English language learners” (p. 109). Ignoring learner roles, how-
ever, they limit “shared ownership of and full participation in” instruction to the coteaching partners.

Descriptions of collaborative teaching practices in the literature, such as team teaching, are focused 
primarily on the activities of teachers (e.g., Gladman, 2015). In addition, reflective language teaching 
(e.g., Farrell, 2007) ignores the potential contributions of students. It is exclusively focused on teach-
ing practice, teacher professional development, and teacher understanding.

The predominant types of interaction found in classrooms are well known. At the top of the right 
column in Figure 1, the dominant patterns of classroom interaction worldwide are illustrated; that 
is, the transmission of knowledge via lecturing and IRE (initiation- response- evaluation) exchanges 
centered on leading questions with answers the questioner knows. What is valued is the teacher’s 
knowledge. Classroom researchers Edwards and Westgate (1994) state that being asked questions by 
someone who knows the answer means your answer will be “evaluated according to the questioner’s 
beliefs about what is relevant and true” (p. 48). The value emphasized in team learning, on the other 
hand, is sharing knowledge. The knowledge of all participants gets privileged, and control of com-
munication rests either with students or as joint responsibility. The teacher transfers power and shifts 
attention away from what he says to what students say. Crucial to team learning is what a teacher does 

F I G U R E  1  Forms of classroom interaction

Values Lecture T                    Ss
Teacher Knowledge IRE interaction T                    Ss

Values Team Learning T                    Ss
Negotiated Knowledge (includes teacher learning) Ss Ss+T
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with what students say. Team learning emerges when participants value negotiated knowledge and 
engage in the type of communication shown in the lower half of the right column in Figure 1.

The preoccupation with teachers and teaching masks how interaction in classrooms fosters learn-
ing. The concept of team learning invites teachers to see themselves as team members in learning 
events in which control of interaction shifts between students and teachers, directed by shared norms 
aimed at deepening collective understanding. The teacher strives to jettison the teacher–student dichot-
omy and break the vertical pattern of activity typical of lectures and IRE. In team learning, dialogue 
among everyone in a classroom is central because “through dialogue, the teacher- of- the- students and 
the students- of- the- teacher cease to exist. … The teacher is no longer merely the- one- who- teaches, but 
one who is himself taught in dialogue with the students, who in turn while being taught also teach” 
(Freire, 1970/2012, p. 80).

3 |  A MODEL OF TEAM LEARNING

The problem with explaining a concept such as team learning is that there is an expectation of easily 
observable instructional activity like cooperative learning or team teaching formats. However, team 
learning is ephemeral because it is a psychological orientation. From the perspective of the teacher, 
team learning is a way of looking at practice as learning. When planning and designing lessons, the 
orientation of the teacher changes from orchestrating activity around a set of predetermined teaching 
points to thinking about how to encourage interaction amongst participants that will maximize mutu-
ally experienced learning. By conceptualizing team, we wish to draw the focus away from a primary 
concern about teaching to the learning potential for all participants in TESOL lessons. How, then, 
does this differ from other approaches in the literature?

Reflective pedagogy (Bailey, 2012) concentrates on the thinking and reflection of the teacher. 
Although Dewey’s idea of wholeheartedness encourages teachers to adopt a learner mindset, the 
idea of mutual learning is not visible in prominent models featured in first language education (e.g., 
Zeichner & Liston, 1996). The term learner-centered teaching covers a broad range of approaches 
that situate the backgrounds, attitudes, and activity of students as being central to language learn-
ing (Benson, 2012). In learner- focused teaching, teachers adapt instruction to address learner needs, 
whereas learner- directed learning includes students in self- evaluation and planning of their learning.

Learner autonomy is currently the preferred term for the latter approach. The goal of learner au-
tonomy is for students to “sooner or later take over all decision- making” (Aoki, 1999, p. 145). The 
aim in team learning, however, is role fluidity/synergy wherein all participants in a lesson focus on 
learning. To achieve this kind of role pliability, students need to practice collaborative skills central 
to cooperative learning (Richards & Rodgers, 2014). Class-centered teaching (Senior, 2006) appears 
closely related to team learning. It focuses on how the behavior of teachers affects the quality of the 
overall class group.

Team learning was introduced in second language contexts by Tajino and Tajino (2000), who, 
during their observation of team teachers, saw learning potential in the interaction between the teach-
ers, between students, between individual students and teachers, and also among the entire group of 
participants. Although their call for reconceptualizing team was concerned with the team teaching 
of English in Japanese schools, they recognized the potential for team learning in any educational 
context. In a further exploration of team teaching patterns, Tajino and Smith (2016, p. 12) argued for 
a broader view of the concept of team in TESOL that “includes all of the participants in a lesson.” 
Team learning is primarily based on the value of sharing knowledge (content, linguistic), with the 
goal of generating mutually experienced learning that may leave deeper impressions than individual 
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discovery. The key difference with class- centered teaching, and other frameworks such as team teach-
ing, coteaching, and colearning, is that the teacher actively works at developing a learner role within 
lessons. Building on this divergence, we introduce our theoretical model.

In team learning, experiences of mutual learning occur as a result of value- centered practice. The 
central value anchoring the practice is sharing knowledge. The practice consists of the following com-
ponents: psychological knowledge, content knowledge, and linguistic knowledge. The aim is to create 
a classroom environment that reflects the value of sharing knowledge and structure lessons to induce 
engrossment in learning. The value of sharing knowledge is realized when roles are fluid and can be 
performed unselfconsciously.

At the overlaps in Figure 2 (T) where role transfer takes place between teacher and students, deci-
sions about content focus and related linguistic knowledge transfer from teacher responsibility, to joint 
teacher–learner responsibility, to learner responsibility, and finally to the optimal state (F- S, the point 
at which the three components overlap), where all participants are unselfconsciously in “the learn-
ing moment.” This transfer of roles relates closely to the affective subcomponent of psychological 
knowledge and occurs through activity within that component. Before describing the psychological 
knowledge component of our model, we outline the components of content knowledge and linguistic 
knowledge.

3.1 | Content knowledge and linguistic knowledge in team learning
Where these two components overlap, communication and learning occur. Second language students 
have to communicate about some content. When TESOL teachers take responsibility, they typically 
control content, linguistic elements, and activities. Communication can occur throughout the space 
where content and linguistic knowledge components intersect, but the sparsely overlapping area at 
the bottom of Figure 2 is where teachers exert the most control through direct instruction of language 
necessary for effective group interaction. Student responsibility grows as their content and linguistic 
knowledge expands. The authenticity of the communication depends a great deal on learners’ percep-
tion of relevancy. The link between content knowledge, linguistic knowledge, communication, and 
learning is sociocultural theory (SCT; Vygotsky, 2000).

Context is central in SCT because knowledge is viewed as something that is constructed through 
social interaction; the activities that learners engage in frame the interaction. Language learning, from 
a sociocultural perspective, results from interaction with someone more knowledgeable. Learning 

F I G U R E  2  Components of team learning for TESOL  
Note: T = lead instructional role transfer from teacher to students; F- S = role fluidity and synergy between lesson 
participants; C = communication
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is viewed as a process of guided participation that the more knowledgeable other mediates through 
the process of scaffolding (Bruner, 1986). Students are supported by other classroom participants in 
developing knowledge and understanding partly by engaging in dialogue. Linguistic, procedural, and 
content support is supplied as needed throughout the learning process, with the goal of removing the 
scaffold completely.

3.2 | Psychological knowledge in team learning
The component of psychological knowledge contains three elements: cognitive, affective, and behav-
ioral. Here, we briefly describe how these combine to enable situations of team learning to develop 
in second language classes. The idea of learning in team learning is grounded in sociocultural theory 
with an emphasis on collaboration. Team learning occurs through effective collaboration among par-
ticipants in discourse that leads to mutually shared cognition. In fact, research suggests that groups 
with mutually shared cognition have higher intelligence, deductive speed, and creativity (Brennan, 
2004). As participants in team learning take active roles in their own learning and that of classmates, 
it follows that viewing learning as a collective endeavor for all participants is the main attribute of 
team learning.

A key condition for achieving team learning is the creation of a class environment where students 
feel good and participate eagerly. The affective domain requires teachers to build trust and create a 
classroom environment that supports risk taking. Psychological safety (Edmondson, 1999) is neces-
sary for group members to engage in interpersonal risk taking. This starts with the teacher developing 
an awareness of group dynamics. Vygotsky’s (2000, p. 10) reference to “the existence of a dynamic 
system of meaning in which the affective and intellectual unite” supports the concept of TESOL team 
learning. This link between cognition and affect has been reconfirmed recently by a group of leading 
second language acquisition researchers who, drawing on current neuroscience, concluded that “emo-
tion and affect matter at all levels” (Douglas Fir Group, 2016, p. 36). Poupore (2018, p. 350) cites the 
linguistic, cognitive, emotional, motivational, and social benefits revealed by recent second language 
teaching studies in the effects of group work, and sums it up as “an intangible group energy [that] 
emerges that can either facilitate or impede the learning benefits that it [group work] may engender.”

The psychological component is decisive for team learning and, although the behavior of all par-
ticipants must adapt, the teacher’s behavior and attitude are central. The teacher first becomes more 
mindful of her classroom roles: teacher, facilitator, and learner. The crucial adjustment happens as 
role expansion, leading to role sharing, that enables teachers to actualize their learner role. In other 
words, teachers do not just teach and learners do not just learn (Freire, 1970/2012; Tajino & Tajino, 
2000). The complementary side of this move, obviously, is to visualize teaching roles for students 
during lessons. To get students to buy into role transfer, trust must be carefully built. Learners should 
feel diminished power distance between them and the teacher. Teachers may provide content to com-
municate, but helping students realize what they know and guiding them on how to share it creates 
ownership of communication among learners. With ownership comes a sense of responsibility, and 
this in turn builds trust in the classroom. To enable the transfer of the teacher role to students, class-
room norms of behavior must be made explicit (Littleton & Mercer, 2013). Familiarity with norms 
of group interaction, the content area, and related language prime a TESOL class for team learning.

3.3 | Realizing team learning
Team learning can only be realized after a teacher accepts her role as a learner in her own class-
room. This is the step we describe as role expansion. In Figure 3, we label the next move as role 
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sharing wherein the teacher actively works to lower the power distance between herself and her 
students. The teacher builds trust by making it clear to learners that their input is important, provid-
ing linguistic support, and showing them how to take on more responsibility for their own learning. 
Once learners become comfortable with taking on responsibility for communication and negoti-
ated learning, role fluidity is possible. Finally, there may be times when all participants are totally 
absorbed in the learning process. While they behave unselfconsciously as learners, role synergy 
emerges creating an optimal state of engagement. The highlighted areas in Figure 3 (i.e., role fluid-
ity, role synergy) are the spaces where team learning can happen. Because optimal engagement can 
be sustained only for limited periods, most of the role transfer during a lesson occurs as role sharing 
and role fluidity.

Teachers desiring to break free from role rigidity can do so in a number of ways depending on 
their goals. To cultivate team learning, they need to expand their learner role during lessons. To re-
alize their learner potential in their own classroom, teachers likely have to reimagine what is ideal by 
creating new metaphors for teaching/learning. In teaching, planning and sequence are important, but 
so is the ability to “play it by ear.” The capacity to recognize possibility and seize it should be honed.

Once a teacher can visualize his role as a learner in his classroom and a complementary teaching 
role for students, he must start building student trust and responsibility. This groundwork is done 
in the role sharing and role fluidity phases. Reducing power differential is complex and requires 
awareness of emotion that emphasizes nonverbal communication. Classroom layout, facial expres-
sions, body language, and gaze direction seem crucial for reducing power difference. We believe 
teachers interested in democratic classroom interaction (Dörnyei & Malderez, 1999) can evoke 
their learner role by reciting the mantra: Don’t look up, don’t look down, look inward and look level.

To look level means lowering the power distance between teacher and learners. In practice, it can 
be realized when a teacher shows aspects of his private self in front of students. Telling authentic 
life stories and sharing informed opinions about topics directly relevant to students is not the kind of 
teaching that can be reproduced by others. A teacher’s act of renouncing the authority of the teacher 
role in favor of “going off- script” to reveal one’s authenticity as a person binds an understanding of 
self with teaching, aimed at touching students emotionally.

An informative example of a teacher working to understand this dynamic is provided by Underhill 
(1999, p. 129), who, when reflecting on how he enacted his teacher role, discovered “the way I am has 
as much effect on the class as the methods I use.” He then developed a facilitator role that expanded 
his awareness beyond technical knowledge of content and method to the psychological climate of his 
classroom. His chapter ends with an impressive list of practical steps that could certainly facilitate 

F I G U R E  3  Creation of space for team learning in TESOL classrooms
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team learning (e.g., notice how you listen to students, notice what you do with silences, review what 
you learned from an activity, consider how much you can be yourself as a team member with students).

To induce team learning, teachers need to be aware of group dynamics—how groups are formed 
and how members relate (Dörnyei & Malderez, 1999)—as well as the types of participation that are 
empowering (Aoki, 1999). Participation is governed by certain norms. The way norms are created, 
internalized, and followed can generate trust and a sense of ownership and responsibility for learning. 
From their work to cultivate interthinking, Littleton and Mercer (2013) claim that unproductive group 
work arises because most teachers mistakenly assume that students already know how to work and 
talk collaboratively.

3.4 | Collaboration and communication
Collaboration does not happen automatically in groups; it emerges from conscious effort to share 
knowledge by coordinating language and activity. As group members interact, their discourse creates 
mutual understanding and eventually shared cognition. Team learning is often a product of collabo-
ration on a specific task. However, keeping group members on track for task completion is not the 
only type of behavior needed for mutual understanding. Beebe and Masterson (2014) identified group 
maintenance–oriented behaviors that increase the cohesiveness of the group by creating a positive 
socioemotional climate. Building shared understanding requires negotiation and co- construction of 
meaning, which is not a simple addition of each individual’s contribution. This gets to the heart of 
team learning because it presumes that contributions by group members are built on previous contri-
butions. The key is to generate communication in the group. Crucially, the social context influences 
each individual’s willingness to engage with others in the group.

Barron’s (2003) research on team learning in organizations illustrates that effective collaboration 
entails interaction through discourse that leads to mutually shared cognition. Sociocognitive processes 
underlie the development of mutually shared cognition. The interaction between cognition and social 
processes shapes how individual cognitions become integrated and coordinated in groups.

Of course, people do learn individually even within groups, but we are concerned with mutual 
learning. We understand learning as conscious activity that is purposeful and a collective (team) en-
deavor, rather than an individual process. Learning is situated. That is, learning is directly connected 
to the environment and circumstance where it occurs. When classes go well and enjoyment is gener-
ated, people learn better.

For second language learners to organize their actions to solve problems collaboratively, teachers 
need to provide linguistic support that makes transparent the socially accepted behaviors and con-
ventions of academic interaction (see Mercer, 2000). For these norms of behavior and the language 
associated with them to function effectively, they need to be understood and collectively agreed upon. 
Recognizing the norms of classroom communication (see Figure 1), altering them in collaboration 
with students and providing students with appropriate language to engage in sharing knowledge are 
essential to support the dialogic interaction of team learning. Poupore (2018) further recommends 
having classmates watch videos of students interacting in groups to observe how verbal and nonverbal 
behaviors can influence group dynamics.

Selection of content is important for team learning. Because students’ familiarity with and/or in-
terest in content is crucial for them to take responsibility for learning together with other participants, 
pathways that enable students to transfer into a teaching role are needed. These pathways include a 
focus on students’ general and academic interests (including assigned research), personal history and 
cultural knowledge, and puzzles about their own learning (i.e., exploratory practice; Hanks, 2017). 
The rhetorical and linguistic devices that participants in a lesson use to share information and express 
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their emerging understandings result in the co- construction of the lesson. This dynamic situates par-
ticipants in a dual teaching–learning role.

3.5 | Emergent properties
Team learning in TESOL classrooms can be comprehended through the concept of emergence in 
complex systems. This holistic process of creating qualitative novelty is claimed to be the reason 
behind the complex behavior of ant colonies, ecosystems, and learning communities (Corning, 2002). 
The whole is much more than the sum of its parts and is qualitatively different. The parts are inter-
dependent and work together as a team to produce something novel. Knowledge of a game’s rules 
does not predict what will happen during any contest. In our model, when the psychological, content, 
and linguistic components come together to create optimal classroom conditions, certain properties 
may emerge. In Table 1, we identify five properties that can emerge especially when role synergy is 
achieved, but also during role fluidity.

First, when power distance disappears, a feeling of equality emerges among participants and role 
fluidity becomes the norm. Second, when roles are fluid, participants become fully engaged in the 
learning process. This mutually experienced learning can be realized by segments of a class or the 
entire class. The realization of having experienced “a learning moment” often comes after the fact. 
Third, when participants try to share knowledge about content that is important to them, they tend 
to use language in unselfconscious ways while concerned with conveying understanding. Fourth, in-
trinsic motivation increases as students take responsibility for their own learning and the learning of 
other participants in lessons. Fifth, when content knowledge, linguistic knowledge, and psycholog-
ical knowledge converge in role synergy, a state of flow (Csikszentmihalyi, 2009) can be achieved 
during which participants lose track of time. Afterward, a deep sense of fulfillment will remain.

Egbert (2003) identified Krashen’s forgetting principle as being most similar in the second lan-
guage acquisition research literature to flow because the input is so relevant and interesting that the 
learner might forget it is in a foreign language. She concludes her investigation of flow theory in a 
foreign language learning context thus: “It seems clear that flow exists in language classrooms, but it 
is also clear that we cannot fully explain it” (p. 513). The key is creating the opportunities for flow to 
occur. In language classrooms, “teachers can theoretically facilitate the flow experience for students 
by developing tasks that might lead to flow” (p. 513). Lessons designed to generate team learning can 
further promote this experience.

Physicist Doyne Farmer’s widely cited observation about emergence is “It’s not magic; but it 
feels like magic” (Corning, 2002, p. 18). The magical feeling of having mutually shared “a learning 
moment” during a lesson is the result of a complex process. The keys to actualizing the moments 
of learning magic that is team learning are role expansion, affective sensitivity, and a concern with 
group dynamics. A question that emerges from the team learning concept is whether it’s possi-
ble to look at the distinction between teacher and learner as a false dichotomy. We argue that in 
classrooms organized around promoting team learning, the activity of all participants needs to be 
framed as potential; that is, both/and teacher–learner rather than either/or.

T A B L E  1  Emergent properties of team learning

-Fluidity/synergy of teacher–learner roles
-Full engagement in learning: experiencing a sense of being “in a learning moment”
-Authentic communication and language use
-Development of intrinsic motivation based on interdependence
-Losing track of time generally and of lesson sequence specifically
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4 |  DISCUSSION

The metaphor of teachers as musicians evokes the concept of lessons as potential: “By exploring 
team learning further, teachers and students become members of an orchestra, as together they 
create harmonious sounds of learning” (Tajino & Smith, 2016, p. 25). The idiom “play it by ear” 
adds a dimension of intuition, awareness about the learning atmosphere, and deeper understand-
ing of how emotions influence practice and learning. In fact, the folk psychological knowledge 
“trust your gut” is now backed by empirical research (Hadhazy, 2010). The enteric nervous sys-
tem in our gut has been nicknamed the “second brain” and influences our mood and well- being.

What is being learned in TESOL team learning? Here, we draw on Carl Jung’s thinking about 
the importance of intuition (Campbell, 1971) and frame lessons as potential and possibility. 
Participants’ learning about their own potential, the learning of others in the class (including the 
teacher), and how interaction with others affects their understandings is the objective of team 
learning. In short, students learn how to learn partly by honing their intuitive sense. In addition, 
intuition of the group shapes interactions so that participants see emerging learning possibilities 
and engage further. It is the activity of team interaction that opens the possibility for roles to 
become fluid. Students are given more responsibility to explore their interests, and as they share 
knowledge with others they become more adept at explaining information in English.

Of course, TESOL teachers are mindful, but team learning requires them to become mindful 
in different ways. For example, they would monitor their feelings, body language, and facial ex-
pressions; where they position themselves physically and socially; and what information is valued 
and how it gets valued. They learn to trust and develop their intuition, and to use student output 
skillfully as lesson content. Teachers do this by actively managing their reflection- in- action. 
Skillful reflection during lessons helps teachers better see potential and possibility, allowing 
them to quickly pivot activity toward the most promising pathway to the creation of collective 
understanding. The goal is to develop a kind of responsive mediation (Johnson & Golombek, 
2016) in which teachers trust their intuition and are mentally prepared to move in the directions 
their intuition reveals to them.

Students can be surprised to learn that they have something to share as they develop their ca-
pacity to communicate in groups. Although content can come from the teacher via texts, students’ 
research, interests, personal knowledge, and questions should be exploited as much as possible. 
Linguistic strategies and gambits (i.e., stating opinions, soliciting ideas, summarizing and clar-
ifying) are introduced by the teacher and used by students, who are encouraged to pay attention 
to the quality of group discourse (Ardasheva, Howell, & Magaña, 2016) and use English to inter-
think (Mercer, 2000). That is, teachers make language explicit and provide interaction strategies 
that open possibilities for student control of communication.

A teacher works to achieve role transfer by creating what van Lier (2004, p. 162) described as 
“structures and spaces for learners to step into and grow into” (prolepsis). In team learning, the 
space students step into is that of learner–teacher. The goal is to grow into this hybrid space to 
achieve role fluidity and ultimately role synergy.

5 |  CONCLUSION

The important connection between our gut and our brain should not be ignored by second language 
teachers. In considering the need for an “affective turn” in second language learning, Arnold and 
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Brown (1999) emphasized that affect and cognition are not separable. Positive emotions put the brain 
in the optimal state for learning. In fact, the affective domain is described in the existential compe-
tence of the Common European Framework of Reference for Languages (Council of Europe, n.d., pp. 
105–106).

During lessons, teachers are able to make spontaneous real- time decisions based on intuition be-
cause, according to Jung, they can perceive “the possibilities inherent in a situation” (Campbell, 1971, 
p. 26). This idea of inherent possibilities relates to how Sarah Benesch (2012) positioned affect/emo-
tions in language teaching in her argument for an affective turn in the field. To bolster her point, she 
cited the philosopher Gilles Deleuze, who said that the goal of philosophy is “to enter the virtual world 
of possibility” (Benesch, 2012, p. 39) where possibility is not a sequenced progression, but a striving 
effort to become.

A key feature of intuition is the effortless way it allows practitioners to implement solutions to 
obstacles on the spot. But its emergent nature can make it seem natural and, therefore, teachers might 
take it for granted:

Even though teachers are regularly called upon to use their intuition, the knowledge it 
embodies is rarely articulated, and as a result even very skilled teachers are often at a 
loss to explain what they are doing and why. The fact that academic cultures prize reason 
and rationality compromises the perceived value of intuition even further. If knowledge 
cannot be explicated, does it in fact exist?  (Weimer, 2013, para. 5)

This clash of values captures the dilemma for teachers. Classes are not standardized products that 
can be prepackaged for dispensing. They are in fact potential and possibility. When teachers can trust the 
potential of their intuition and refine it, at times a synergy of intuition can emerge among all participants 
focused on the value of sharing knowledge. It’s not magic, but when it happens it sure feels magical.
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