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In This Issue

Articles

This issue contains one full-length research article in English, one full-length
research article in Japanese, and a Research Forum article in English. The
first, by Leander S. Hughes, Stacey Vye, and Debjani Ray, is a report of a
replication study related to the motivation of Japanese university students
for learning English. The second, by Yoshida Mami and Aikawa Masao, is a
report on changes in teacher identity among students in a teacher training
program as a result of teaching experience. The third, by Saki Suemori,
is a report on motivation to teach English in Japan. Two themes that thus
emerge in this issue are motivation and being an English teacher in Japan.

Reviews

This issue includes reviews of titles suited to job seekers, novice teachers,
and early-career researchers, as well as those pursuing and involved in di-
recting professional development. Mayumi Asaba begins with a review of
a book looking at teacher expertise, evaluation, and development. Second,
Michael Carroll draws on his recent experience in Vietnam to review a
title from the Routledge Studies in World Englishes series, which compares
professional development in that context with Japan, and to a lesser extent,
ASEAN countries. In the third review, Ben Grafstrém covers Teaching Eng-
lish at Japanese Universities, a fresh and expanded version of the original
1993 handbook. Monica Hamciuc then reviews an edited contribution by
prominent Japanese language and discourse analysis specialists, Haruko
Minegishi Cook and Janet S. Shibamoto-Smith. Tanja McCandie next takes
up a short introduction to the terminology and research into understanding
gender and language use in the world. L2 Selves and Motivations in Asian
Contexts, edited by Matthew T. Apple, Dexter Da Silva, and Terry Fellner, is
reviewed by Andrew McCarthy. Nicole Moskowitz outlines a practical
resource guide for early-stage researchers. In the final review, Sina Takada
addresses metalinguistic awareness and second language acquisition from
a book of that very title.
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From the Editor

As Editor of JALT Journal, I am pleased to announce that we are increasing the
word and character limits for submissions. For full-length research articles,
the word limit has been increased from 6,000 to 8,000 words. For Research
Forum and Perspectives submissions, the word limits have been increased
from 3,000 to 4,000 words and from 4,500 to 5,000 words, respectively.
For research articles in Japanese, the character limit has been increased
from 18,000 characters to 25,000 characters. At JALT Journal, we continue
in our commitment to publishing high-quality research that is relevant for
language teaching and/or learning in the Japanese context.

—Eric Hauser, JALT Journal Editor



Articles

The L2 Motivational Self System: A
Replication Study

Leander S. Hughes
Saitama University

Stacey Vye
Saitama University

Debjani Ray
Tokyo University of Science

This study replicates research by Taguchi, Magid, and Papi (2009) regarding the L2
motivational self system, a framework for understanding second language learning
motivation in terms of how learners view themselves as users of the second language
(Dornyei, 2005). The study was of 922 students at a national university in Japan who
completed a questionnaire measuring 10 different L2 motivational and attitudinal
factors. Correlation analyses and structural equation modeling (SEM) of the data
supported the validity of the L2 motivational self system as a culture-independent
explanation of the factors comprising L2 motivation. The differences that emerged
in the strengths of relationships between factors for our sample compared to the
Japanese sample in Taguchi et al. are postulated to be mainly due to differences
between the two samples in their socioeconomic background and educational
context.

AWFTEIE. L2EME D H C> AT LB T D198 Tdd S Taguchi, Magid, and Papi(2009) %
BHLIEBDTH D, L2ZEE DT HCOY AT ALIR, B SiEEH BT 28D T2, #8
BENEDZESHEAEFEEL TEDIDITH THLNENSBUR THME T 2720 OFHHA T

JALT Journal, Vol. 42, No. 1, May 2020
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H% (Dérnyei, 2005) o AFFFEITIIHARDENL R AEI22HNB I UTC, BSIEL2OEK DT K
VHEFEICBID D101 D FIR 2 BN ZHIE 927 > r — MIEE Uiz, MBS TSRS HRET
U7 (SEM) ZAT o7t R, L2BIHED T O BRI SULEI R LR LI=bDTH D ET HL2E)
WO HC Y AT ADZ YN RSNz, ABFFLETaguchi> DIFFE TER B ORI fROTRS
ITEWVE 72D, BICHSRFERE R OB HEEREOENNRRIZEEDN 5.

Keywords: culture; ideal self; integrativeness; L2 motivational self system;
motivation

of possible selves posited by Markus and Nurius (1986) in conjunction

with prior theories of L2 motivation in second language learning and
comprises three key concepts (Dérnyei, 2005, 2009a, 2009b, 2010; Doérnyei
& Ushioda, 2011):

T he L2 motivational self system evolved from the theory in psychology

1. the ideal L2 self, or how learners envision themselves ideally
using the L2 in the future;

2. theought-to L2 self, or the type of L2 user they believe they need
to become in order to meet others’ expectations while avoiding
negative outcomes;

3. L2 learning experience, or attitudes toward the learning
environment and experiences with all stakeholders, including
achievements (and lack thereof) in that environment.

The L2 motivational self system is an attempt to address issues with Gard-
ner’s (1985) integrative model of L2 motivation, which posited that L2 moti-
vation primarily derives from two factors: (a) learners’ attitudes toward the
language learning situation and (b) their integrativeness, or their interest
in learning another language for the purpose of becoming “closer psycho-
logically to the other language community” (Gardner, 2001, p. 12). Gardner
(1985) mainly studied learners who were in relatively close proximity to
substantial L2 communities (e.g., learners of French in regions of Canada
outside of French-speaking Québec). Researchers did not expect this model
to fit learners in regions where no substantial L2 community exists (e.g.,
learners of English in Hungary). However, Dérnyei and Csizér (2002) found
that integrativeness appeared to be a primary factor in explaining the L2
motivation of Hungarian learners of English who had little contact with any
community of English speakers. In other words, it appeared that the desire
to become psychologically closer to an English-speaking community seemed
to be a significant motivational factor for learners who had little contact
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with any community of English speakers. Dérnyei and Csizér concluded that
the questionnaire items they used to measure integrativeness had actually
measured something else: namely, the ideal L2 self. This realization marked
the beginning of research into the L2 motivational self system framework as
a replacement for previous models of L2 motivation.

The L2 Self System in the Japanese University Context

In Japan, extensive research has been conducted at the tertiary level related
to the L2 motivational self system, investigating the L2 learning experience
and the ideal L2 self together with international posture (Aubrey, 2014;
Aubrey & Nowlan, 2013; Munezane, 2013; Yashima, 2009, 2013). Additional
promising studies on L2 motivation in Japan measure slightly different
constructs, including the positive L2 self (Lake, 2013), possible selves
(Apple, Falout, & Hill, 2013), and the micro ideal selves and macro ideal
selves (Ueki & Takeuchi, 2013).

Ryan (2009) conducted a nationwide survey in Japan of 2,397 English
learners in order to empirically test the concept of the L2 motivational
self system suggested by Csizér and Doérnyei (2005) and Dornyei, Csizér,
and Nemeth (2006) in Japan. Ryan’s findings paralleled those of Dornyei’s,
indicating that the ideal L2 self better explained his sample’s L2 motivation
than integrativeness. Specifically, having an affinity for the language and
culture of a particular local English-speaking community contributed less to
these students’ L2 motivation than the desire to see themselves as active in
a more global English-speaking community (Ryan, 2009).

At a practical level, educators have explored ways to apply the L2
motivational self system to help learners improve their English abilities
through a variety of research practices. Falout (2013) provided suggestions
for classroom applications of the L2 motivational self system, Kaneko (2012)
presented qualitative research on the system through narrative case studies
of university science majors, and Irie and Brewster (2013) described similar
qualitative research involving liberal arts majors.

Taguchi, Magid, and Papi (2009) conducted a pivotal study on Dérnyei’s
(2005) tripartite L2 motivational self system in which they sought to
empirically determine the generalizability of the system across varied
cultural contexts in Asia by comparing the motivational characteristics of
learners of English in Japan, China, and Iran. Their study had three main
objectives.



8 JALT Journal, 42.1 « May 2020

Objective 1. Test the Viability of the Ideal L2 Self as a Replacement for
Integrativeness

The researchers first explored whether integrativeness might be a key
component of L2 motivation in countries lacking a prominent L2 community
with which learners could be integrated. Despite the lack of major L2
communities in Iran, China, and Japan, integrativeness strongly predicted
the preference for and effort to learn the L2 in those countries, thus
confirming the need to replace integrativeness with a construct that could
better explain motivation for these contexts. The analysis revealed that the
ideal L2 self more strongly predicted preference for and effort to learn the L2
than integrativeness for the three Asian contexts. These findings suggested
that the ideal L2 self may be an appropriate replacement for integrativeness.

Objective 2. Test for Two Distinct Types of Instrumentality

A series of research conducted by Doérnyei and his colleagues (e.g., Dérnyei
etal., 2006) derived from the work of Higgins’s (1987, 1998) found that “the
immediate antecedents of this latent variable [i.e., integrativeness] were
attitudes toward L2 speakers/community and instrumentality” (Dornyei,
2005, p. 102). Instrumentality can further be divided into two subconstructs
(Dornyei, 2005):

e promotional instrumentality, which emphasizes the benefits of
learning the L2, and

e preventional instrumentality, which emphasizes the disadvan-
tages of failing to learn the L2.

Dornyei posited that because the ideal self is concerned with what a
learner wishes to achieve, it should be closely related to promotional instru-
mentality. Conversely, the ought-to L2 self should correlate more with pre-
ventional instrumentality because it is concerned with what one is obligated
to achieve to avoid negative consequences.

Taguchi et al. (2009) found that promotional instrumentality indeed
correlated significantly with the ideal L2 self and not with the ought-to
L2 self. However, although preventional instrumentality correlated more
strongly with the ought-to L2 self as predicted, promotional instrumentality
also significantly correlated with the construct, indicating that the
instrumentalities may not be as distinct as the theory presumed.
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Objective 3. Test the Validity of Dérnyei’s L2 Motivational Self System
Across Cultures

The entire tripartite model, consisting of the ideal L2 self, the ought-to L2
self, and the L2 learning experience, was empirically tested for the first time.
Taguchi et al. (2009) hypothesized, based on the work of Dérnyei (2005),
that the ideal L2 self would directly affect the criterion measures and indi-
rectly influence them via its effect on attitudes toward language learning.
Meanwhile, the ought-to L2 self would directly affect the criterion measures
but would not influence the other two components of the framework. Ad-
ditionally, promotional and preventional instrumentalities, family influence,
and attitudes to the L2 culture and community were included as antecedent
factors in the model. Structural equation modeling (SEM) confirmed that
the patterns of causal relationships between the components of the frame-
work and the criterion measures were valid across contexts, although the
strength of the relationships varied depending on the country. The research-
ers largely attributed the variation to differences between the cultures from
which their samples were drawn.

The Importance of Replicating Taguchi et al. (2009)

Replication research in the social sciences as a methodological approachis an
accepted and valuable practice for comparing results with the original study
(Porte & McManus, 2019), and as the research by Taguchi etal. (2009) is one
of the earliest large-scale empirical studies on the L2 motivational system,
we believe it warrants replication. Traditionally though, several barriers
have limited the number of published replication studies in the social
sciences, the foremost being the view of replication research as second tier
or not original (Porte, 2013). Many studies in Japan have sought to expand
on the original L2 motivational self system model by incorporating unique
constructs (Apple et al., 2013; Aubrey, 2014; Aubrey & Nowlan, 2013; Lake,
2013; Munezane, 2013; Ueki & Takeuchi, 2013; Yashima, 2009, 2013). These
studies are valuable in broadening our understanding of L2 motivation and
can also be considered what Porte (2013) refers to as conceptual replication
studies, in which the main underlying concept in the research remains the
same. However, because we view the study by Taguchi et al. as foundational
to research into the L2 motivational system, we saw value in replicating it
as closely as possible. Also, given the ongoing replication crisis in the social
sciences, the old view of replication studies as unoriginal is being replaced
by the desire for greater diligence in verifying the claims of seminal research
in our field (Porte & McManus, 2019). Our aim, therefore, is not to point out
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the potential limitations of Taguchi et al., but rather to investigate for further
evidence of the validity of their model, while simultaneously uncovering
insights from any differences that emerge between our findings and theirs
(Porte & McManus, 2019).

Research Questions

The present study partially replicates the previously described study by
Taguchi et al. (2009; hereinafter, Taguchi et al.). We address three questions,
which parallel the above three objectives of Taguchi et al.:

RQ1. Does the ideal L2 self have a stronger relationship with learners’
preference for and effort to learn the L2 than integrativeness?

RQ2. Are there two distinct types of instrumentality? If yes, how are
they related, and how do they relate with the ideal L2 self and the
ought-to L2 self?

RQ3. Does Ddrnyei’s (2005) tripartite model explain the overall
relationships between attitudinal and motivational factors
comprising our participants’ L2 motivation?

Additionally, we consider the differences in the strengths of relationships
between factors for our sample compared to the samples of Taguchi et al.
and postulate possible explanations for those differences.

Method

Participants and Procedure

This study was conducted in 2013 and involved first-year students in a test
preparation course taught by 12 different teachers at a national public uni-
versity in Japan. The teachers administered a questionnaire to students at
the end of the academic year, allowing them approximately 10 minutes in
which to complete it. Of the 1,114 students who initially registered for the
course, 926 attended class and completed the volunteer questionnaire for
this study. Of these 926 students, four students failed to respond to 25 per-
cent of the questionnaire items and were therefore omitted from the study,
leaving a total study sample of N = 922 (617 males and 305 females). The
breakdown of majors was approximately 20 percent economics, 11 percent
liberal arts, 28 percent education, 12 percent science, and 29 percent engi-
neering. All but 13 (1.4 percent) of the students were non-English majors.
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Instruments

For this study, the same 67 questionnaire items as the questionnaire
Taguchi et al. developed for their Japanese participants (the full Japanese
version is available in Dornyei, 2010) were employed with one alteration:
Our survey requested the participants’ alphanumeric student identification
code in place of asking their major with a note that responding to this
item was optional. This change allowed us to obtain participants’ actual
(in addition to perceived) English proficiencies by enabling access to their
official Test of English for International Communication (TOEIC) scores
from tests taken just before beginning the course and once again upon
finishing. Prior to filling out the survey, a separate form was administered
to obtain participants’ signed consent to our using their survey and course
performance data, which included their TOEIC scores (in the case that they
provided their student identification codes on the survey), for this research.
The form made it clear that participation in the study was voluntary and
would have no effect on their grade or standing in the course.

In addition to participant background information, the items on the
questionnaire measured 10 different motivational and attitudinal factors.
The items included both question and statement types employing a
6-point Likert scale, with “not at all” on the left and “very much” on the
right. The Appendix displays the factors, an example item for each factor,
and the Cronbach alpha internal consistency reliability coefficients for
each item set for both the Japanese participants in Taguchi et al. (2009)
and our participants. As shown, there is little difference in the reliability
measurements of the items for the two groups of participants, except in the
case of attitudes to the L2 community.

Note that a careful inspection of the item numbers for each factor in Tagu-
chietal. (p. 75) reveals that only 42 of the total 67 items were used to collect
data on the factors. The remaining 25 items were intended to measure other
components related to motivation such as fear of assimilation and ethnocen-
trism. Although these items are not mentioned further in Taguchi et al., they
assisted in assessing the validity of the main measures that were employed
in the analyses (Taguchi, 2010). Also, note that Taguchi et al. included only
29 of the 42 items developed to collect data on factors in their structural
model for their Japanese sample (see p. 83). As detailed in Taguchi et al,,
the other items were dropped during the measurement model stage of their
analysis prior to the creation and testing of their structural model because
a valid relationship could not be demonstrated between those items and
the attitudinal and/or motivational factors they were supposed to measure.
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Therefore, we also excluded that data from our model as well as omitting
from our study the previously mentioned 25 items measuring other com-
ponents.

Analysis

To investigate whether the findings of Taguchi et al. were replicable in the
Japanese university context, we followed the same procedures they employed
and compared our results to theirs. First, we investigated the relationship
between integrativeness and the criterion measures. English proficiency as
measured by TOEIC scores was included as a secondary criterion measure.
Next, we examined the correlations between integrativeness and the ideal
L2 self for evidence that the two might be equated. We then investigated
correlations to determine if there were two distinct types of instrumentality
that corresponded to the two types of self in the L2 motivational self system.
Finally, we employed SEM using Amos (Version 21; Arbuckle, 2012) to
assess the validity of Taguchi et al's model of Dérnyei’s (2005) tripartite L2
self system. In particular, we were concerned with the model for Japanese
university learners. We addressed missing data in the same way as Taguchi
et al. by utilizing the expectation-maximization algorithm.

Results

Correlation Analyses

First, we compared the correlations between the ideal L2 self and integra-
tiveness for both studies. Table 1 shows a significant correlation between
the ideal L2 self and integrativeness, which is comparable to those found by
Taguchi et al., particularly for their non-Japanese samples.

Table 1. A Comparison of Correlations Found Between the Ideal L2 Self
and Integrativeness

Study Japan China Iran

Taguchi et al. (2009) .59 51 .53
(1,534) (1,328) (2,029)

Present study .50 - -

(922)
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Congruent with the findings of Taguchi et al, the criterion measures
correlated significantly with both integrativeness and the ideal L2 selfin the
present study. Table 2 further shows that the criterion measures are more
strongly correlated with the ideal L2 self than with integrativeness.

Table 2. A Comparison of Correlations Found Between the Criterion
Measures and the Ideal L2 Self and Integrativeness Respectively

Study Construct Japan China Iran

Taguchi etal. (2009) Ideal L2 self .68 .55 .61
Integrativeness .64 .52 .58

Present study Ideal L2 self .60 - -
Integrativeness 51 - -

Note. All correlations are significant at the p <.01 level.

The data revealed that, although both integrativeness and the ideal L2
self correlated significantly with learners’ English proficiency as measured
by averaged pre- and post-TOEIC scores for the 437 participants who
volunteered to identify themselves, the correlation was stronger with the
ideal L2 self, r = .24, p <.001, than with integrativeness, r = .15, p = .002.
Although these correlations are both rather weak, it is important to note
that participants’ own self-assessments of their proficiency had only a
slightly higher correlation with their ideal L2 self, r = .28, p <.001, and with
integrativeness, r=.20,p <.001. Meanwhile, neither self-assessed proficiency
nor proficiency as measured by the TOEIC correlated significantly with the
ought-to self, r=.05, p =.297 and r = -.02, p = .677 respectively.

Next, we examined the relationships between ideal L2 selves and ought-
to L2 selves, promotional instrumentality, and preventional instrumentality.
Our results are displayed in Table 3 and those of Taguchi et al. are presented
in Table 4. Comparing the findings of the two studies, we see that, in both
cases, instrumentality promotion correlated more highly with the ideal
L2 self than with the ought-to L2 self, and instrumentality prevention
correlated more highly with the ought-to L2 self than with the ideal L2 self.
The difference between our findings and Taguchi et al’s findings lies in the
near equal correlations between the two instrumentalities and the ought-to
L2 self, whereas theory predicts that preventional instrumentality should
have a stronger relationship with the ought-to L2 self than promotional
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instrumentality. This finding parallels the results for the Chinese and Iranian
samples in Taguchi et al.

Table 3. Relationships Between Instrumentalities and Ideal L2 and
Ought-to L2 Selves

Construct Ideal L2 self Ought-to L2 self Promotional
instrumentality

Ought-to L2 self 35 - -

Promotional 56 35%* -

instrumentality

Preventional .08* 37%* A4T7**

instrumentality

*p <.05, two-tailed. **p < .01, two-tailed.

Table 4. Relationships Between Instrumentalities in Taguchi et al.
(2009)

Construct Ideal L2 self Ought-to L2 self Promotional
instrumentality

Japan China Iran Japan China Iran Japan China Iran
Ought-to L2 self .14** .07* .26** - - - - - _

Promotional B60*F 46%* 63%F 27** 46%F 44*F - - -
instrumentality

Preventional -05 -13*¢ .00 .45% .68** 62%* 31** 26%* .20**
instrumentality

Note. Adapted from “The L2 Motivational System Among Japanese, Chinese, and
Iranian Learners of English: A Comparative Study,” by T. Taguchi, M. Magid, & M. Papi,
in Z. Dornyei and E. Ushioda (Eds), Motivation, Language Identity and the L2 Self (p.
79), 2009, Multilingual Matters (https://doi.org/10.21832/9781847691293-005).
Copyright 2009 by Tatsuya Taguchi, Michael Magid, and Mostafa Papi. Reprinted
with permission.

Structural Equation Modeling Analysis

The validity of the L2 motivational self system and related attitudinal and
motivational factors was evaluated by applying it to the data from our
sample and examining the path coefficients and goodness-of-fit measures.
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To do this, we tested a structural model identical to the one Taguchi et al.
developed for their Japanese students (see Figure 1 for their original model).
As did their model, our model (see Figure 2) combines attitudes to the L2
community and cultural interest into a single variable, moving one of the
scales used for the ought-to L2 self over to be included in a family influence
variable. The model includes the ideal L2 self, ought-to L2 self, attitudes to
learning English, and the criterion measures as latent variables.

Attitudes to 0.53 .80 075

0817 L2 culture and 0.53 Ideal L2
community self
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€sd) 072 0.75 €
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v23 0.53
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@

0.68\ 0.44

Family - Ought-to L2
0.78 influence 0.68 self
07 776 Lo 074 056

Figure 1. Taguchi et al’s (2009) original model of the L2 self system with
standardized estimates for their Japanese university student sample. Paths
indicate hypothesized causal relationships. e = error variance; res = residual;
v =variable (questionnaire item). From “The L2 Motivational System Among
Japanese, Chinese, and Iranian Learners of English: A Comparative Study,”
by T. Taguchi, M. Magid, & M. Papi, in Z. Dornyei and E. Ushioda (Eds),
Motivation, Language Identity and the L2 Self (p. 83), 2009, Multilingual
Matters  (https://doi.org/10.21832/9781847691293-005).  Copyright
2009 by Tatsuya Taguchi, Michael Magid, and Mostafa Papi. Reprinted with
permission.
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Figure 2. Our model of the L2 motivational self system derived by applying
the original model for Japanese students by Taguchi et al. (2009) to our sam-
ple with standardized estimates. Paths indicate hypothesized causal rela-
tionships and their strengths. e = error variance; res = residual covariance; v
= variable (questionnaire item). N = 922. All path coefficients are significant
atp <.001.%?(360) = 1551.40, p <.001, GFI =.893; CFI =.905; RMSEA = .06.

With the exception of the removal of the error covariances between e6
and e64 and between e44 and e46 due to their nonsignificance, our model
is structured the same as the original model for Japanese students by Tagu-
chi et al. All paths were significant at the p <.001 level, with an expectedly
large chi-square of x?(360) = 1551.40, p < .001. GFI, CFI, and RMSEA values
(-89, .91, and .06 respectively) further indicated the model’s goodness of
fit. Although the GFI is lower than hoped for, the CFI and RMSEA are both
within traditionally acceptable ranges (Hooper, Coughlan, & Mullen, 2008).
Itis possible that by altering the paths or dropping items, we could have pro-
duced more favorable goodness-of-fit indices, but our aim was to replicate
the model of Taguchi et al. rather than to produce a new model. Therefore,
we have refrained from such alterations.
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Figure 3 shows how, overall, coefficients of the model matched those ob-
tained by Taguchi et al. One notable difference was that the ought-to L2 self
had a stronger direct influence on the criterion measures than the ideal L2
self. The next section discusses this and other differences further.
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Figure 3. Comparing coefficients in our study to those of Taguchi et al.
(2009). Adapted from “The L2 Motivational System Among Japanese, Chi-
nese, and Iranian Learners of English: A Comparative Study,” by T. Taguchi,
M. Magid, & M. Papi, in Z. Dornyei and E. Ushioda (Eds), Motivation, Language
Identity and the L2 Self (p. 86), 2009, Multilingual Matters (https://doi.
org/10.21832/9781847691293-005). Copyright 2009 by Tatsuya Taguchi,
Michael Magid, and Mostafa Papi. Reprinted with permission.

Discussion
Findings in Support of the Tripartite Model of L2 Motivation

In our study, we first sought to determine whether the ideal L2 self is a more
effective construct than integrativeness for explaining L2 motivation in di-
verse contexts. As explained in the introduction, integrativeness should not
play a role in determining learner motivation in a country such as Japan,
because there is no substantial subpopulation of English-as-a-first-language
users with which a learner could hope to integrate. However, as in Taguchi
etal. and Dornyei et al. (2006), the higher our Japanese participants’ motiva-
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tion was, the more apparent integrativeness they seemed to possess. Also,
as in Taguchi et al.,, our sample’s apparent integrativeness was highly corre-
lated with the ideal L2 self, and the ideal L2 self correlated more highly with
learners’ preference for and effort to learn English than did integrativeness.
This result paralleled our additional finding that the ideal L2 self was a better
predictor of L2 proficiency as measured by the TOEIC than integrativeness.

At the same time, the lack of a significant correlation between the ought-
to self and both self-assessed proficiency and proficiency as measured by
the TOEIC shows that the ought-to self is not a predictor of L2 learning
achievement. This is relatively unsurprising as the ought-to self primarily
derives from the perceived expectations of a learner’s family and society.
Although the influence of the ought-to self may increase as a learner fails
to achieve expected learning outcomes, implying a negative correlation, the
ought-to self should neither increase nor decrease as a learner achieves
at or above the expected level of learning. This explanation is supported
by a significant negative correlation that emerged between TOEIC scores
and the ought-to self for only the lower performing half of those in our
sample whose scores were available (n = 219), r = -.15, p = .026, whereas
the correlation for the upper half (n = 218) remained insignificant at r =
.02, p =.803. Thus, despite our finding that the ought-to self had a stronger
influence on the criterion measures than the ideal L2 self for our sample,
no consistent overall relationship emerged between the ought-to self and
actual L2 proficiency.

The rather surprising weakness of the correlation—between the TOEIC
scores and the ideal L2 self as well as between self-assessed proficiency and
the ideal L2 self—may suggest that motivation is not as strong a predictor
of proficiency as many would assume. Vandergrift (2005) obtained similarly
weak correlations when measuring the relationship between motivation
and L2 listening proficiency: The strongest and only significant correlation
was -.30 with amotivation (correlations with intrinsic and extrinsic motiva-
tion were .12 and .16 respectively). Upon reflection, though, we note that
the relationship between proficiency and motivation may not always be a
positive one, nor must it always be motivation that affects proficiency. The
reverse is also possible. Someone who achieves a high proficiency test score,
for example, may become complacent with their L2 ability and consequently
experience a drop in their motivation. Meanwhile, another learner might be
motivated by a low test score to do better the next time. Alternatively, the
student who gets the high score might become more motivated having seen
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their efforts pay off on the test, while the student who got the low score
might see it as evidence that, no matter how hard they try, they can never get
better at the L2. Given this complex dynamic, the weak positive correlation
between the ideal L2 self and TOEIC score is less surprising. Regardless, we
concur with Taguchi et al. that the ideal L2 self is a more conceptually sound
and empirically powerful construct than integrativeness for explaining L2
motivation.

Similar to Taguchi et al., we found that the ideal L2 self was strongly
related to promotional instrumentality, but had no significant relationship
with preventional instrumentality. Likewise, the ought-to L2 self was
more strongly related with preventional instrumentality than it was with
promotional. However; the findings for our participants differed from Taguchi
et al. in that the correlation between promotional instrumentality and the
ought-to L2 self—though lower than that of preventional instrumentality
and the ought-to L2 self—was nearly equal.

Taguchi et al’s Chinese and Iranian samples also had relatively higher
correlations between promotional instrumentality and the ought-to L2 self.
Taguchi et al. attributed these to socioeconomic factors in their countries—
specifically to higher family pressure to advance their careers compared to
their Japanese counterparts. Due to this pressure, the responses of these
two groups to career-related instrumentality promotion items reflected
their families’ interests as much as their own (i.e., reflecting their ought-to
L2 self). A similar explanation may be applied to the Japanese sample in this
study. Family influence played an even more central role in determining our
participants’ L2 motivation than it did for the Chinese sample of Taguchi et
al. for whom family influence was the strongest.

The overall model of L2 motivation tested by Taguchi et al. proved valid
for our sample as well. We found that L2 motivation, perceived promotional
instrumentality of the L2, and learners’ attitudes toward the L2 culture
influenced their ideal L2 self. Their ideal L2 self, in turn, had a direct effect
on their preference for and effort to learn the L2 while indirectly influencing
attitudes toward learning the L2. Concurrently, family influence and the
perceived preventional instrumentality of the L2 affected learners’ ought-
to L2 self. The learners’ ought-to L2 self had a direct effect on preference
for and effort to learn the L2. Also, echoing the findings of Taguchi et al.
regarding their Japanese sample and in contrast with their Iranian and
Chinese samples, our participants’ attitudes toward the L2 culture had
a much stronger impact on their ideal L2 self than did the promotional
instrumentality of the L2. We also found that, similar to their Japanese and
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Iranian samples, our sample exhibited disproportionate indirect influence
of the ideal L2 self on the preference for and effort to learn the L2.

Exploring Differences in the Model

The findings of the current study regarding the overall tripartite model corre-
spond to those of Taguchi et al. with three notable differences in the strength
of relations between factors. The first has already been discussed: that is,
the relatively strong correlation between promotional instrumentality and
the ought-to L2 self, which was more similar to the non-Japanese samples of
Taguchi et al. than it was to their Japanese sample. Second, the influence of
family on the ought-to L2 self exceeded that of any of the samples in the study
by Taguchi et al. and was disproportionately stronger than the influence of
preventional instrumentality. Third, unlike any of the samples in Taguchi et
al,, the influence of the ought-to L2 self on the preference for and effort to
learn English surpassed the direct influence of the ideal L2 self. The present
sample’s socioeconomic background and the type of English course they were
enrolled in may help to explain these differences.

Considering differences in institutional context may provide insights into
the disproportionate influence of the family as well as that of the ought-to
L2 self. Whereas Taguchi et al. involved eight universities, six of which were
private (see Taguchi, 2010), our study was conducted at a single public
university. Public universities in Japan are more affordable and generally
more competitive than private universities. The combination of affordability
and competitiveness of the university in our study makes it reasonable to
assume that, compared to the sample of Taguchi et al., a larger portion of
students in our sample were from families with modest incomes who were
encouraged to study long hours for a better chance of entering the university.
Irie and Brewster (2013) found that such family influences due to economic
pressures coincided with a university student’s inability to envision a robust
ideal self. Overall, similar to the Chinese and Iranian samples of Taguchi et
al,, the students in our sample are more likely to see the promotional aspects
of learning English as a means of helping them fulfill obligations to their
family, which in turn impacts their ought-to L2 self.

The type of English course in which the participants were enrolled, as
well as the proportion of participants majoring in English in our study,
also differed from Taguchi et al.. The students in their sample took various
English courses, including compulsory and elective, general, and content-
based (Taguchi, personal communication, October 12, 2019). Conversely, all
of our participants experienced a compulsory English course that focused



Hughes, Vye, & Ray 21

mainly on developing business-related test-taking skills as opposed to actual
language proficiency or knowledge of content. Furthermore, approximately
21% of Taguchi et al’s sample were English majors; in our study they were
less than two percent. Ueki and Takeuchi (2013) found that ideal L2 self
influence on motivated behavior was stronger for English majors compared
to non-English majors, while the ought-to L2 self influence was stronger
for non-English majors than for those who majored in English. Students
majoring in English are more likely to see learning the language as career-
oriented and identity-affirming behavior, whereas non-English majors
are less likely to be able to connect learning the L2 with career goals or a
positive future self-image. This is especially so in the case of our sample,
whose English course content was largely unrelated to their fields of study,
making it more difficult for them to envision how they might ideally use the
L2 in the future. This may have diminished their sense of ideal L2 self and
thereby weakened its influence on their preference for and effort to learn
the L2. The findings of several studies support this explanation, providing
evidence for the demotivating influence of nonrelevant EFL content (Edsall
& Saito, 2012; Falout, Elwood, & Hood, 2009; Kikuchi, 2009, 2013; Kikuchi &
Browne, 2009; Sakai & Kikuchi, 2009).

Given that the three samples in the study by Taguchi et al. were each from
a different culture, it is understandable that the researchers attributed the
differences in strengths between motivational factors in their samples to
differences in culture. However, we found that, with regard to the strengths
of relations between certain factors in the model, our sample had more in
common with the non-Japanese samples of Taguchi et al. than with their
Japanese sample. Therefore, we hypothesize that other differences such as
in the socioeconomic and educational context may also play an important
role in determining the specific strengths of relationships between factors.
Further research is needed to determine whether this hypothesis is
empirically supported.

Practical Implications

Our study adds to the growing evidence that the L2 motivational self system
applies to learners across cultures. Our findings also suggest that curricular
variation may lead to differences in the strengths of relations between
factors within that system. Therefore, it is worthwhile to consider how the
framework can inform our teaching practice and how we may be able to
positively influence our students’ motivational dynamics through making
proactive changes to their educational context.
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The ideal L2 self, as well as the ought-to L2 self, significantly influence
preference for and effort to learn the language. Thus, finding ways to help
learners develop, clarify, and strengthen these L2 selves should lead to an
increase in their motivation. Based on our findings, one way to strengthen
learners’ L2 selves might be to revise their English curriculum to align more
with their projected career paths, for example, introducing or increasing
content-based English courses in core subjects of their majors.

Another approach involves the direct application of the L2 motivational
self system in the language classroom. Dérnyei (2009b) and Mackay (2014)
provided general guidelines for how students can develop and realize their
L2 selves. They described a process by which students envision, clarify, and
strengthen both their ideal L2 self and ought-to L2 self while setting and
working toward goals that are in line with those selves. Meanwhile, Hadfield
and Dornyei (2013) offered explicit techniques for developing students’ L2
selves. These techniques employ classroom activities in which students use
mental imagery to develop their vision of what kind of person they would
like to become. Arnold, Puchta, and Rinvolucri (2007) provided activities
that, though not always targeting the development of the L2 selves, seek
to strengthen learners’ ability to envision possible selves. Magid and Chan
(2012) and Murray (2011) found that learners strengthened their visions
of their L2 selves with such techniques as imagery, goal setting, and self-
regulation. Dérnyei and Kubanyiova (2014) offered practical imagery tools
for teachers to strengthen learners’ sense of their ideal L2 selves thatinclude
the guided use of journals, virtual platforms, group learning visions, reality
checklists, and mapping out plans for success. Dérnyei and Kubanyiova also
addressed the motivational needs of teachers through vision techniques
that contribute to the overall motivational strength and resolve of the
stakeholders in the language classroom.

Conclusion

In this study, we sought to further confirm the generalizability of the L2 mo-
tivational self system through partially replicating the research of Taguchi et
al. (2009) and to explore any differences between their samples and ours.
Specifically, we investigated, first, whether the ideal L2 self is a better pre-
dictor of L2 motivation than integrativeness, and second, whether there are
two distinct types of instrumentality corresponding to the two types of the
L2 self (Dornyei, 2005). Third, we investigated whether the tripartite model
of Taguchi et al. sufficiently explains the relationships between motivational
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and attitudinal factors that comprised our participants’ L2 motivation. Fi-
nally, we explored the differences that emerged in the strengths of relations
between motivational factors for our sample compared to those of Taguchi
etal.

Our results support the findings of Taguchi et al. that integrativeness
among EFL populations may be the ideal L2 self imperfectly measured. The
ideal L2 self, although correlated with integrativeness, is a more accurate
and theoretically sound predictor of L2 motivation than integrativeness.
The ideal L2 self also has a higher correlation with both perceived and
actual proficiency than integrativeness, although these correlations are
weaker than expected. Meanwhile, promotional instrumentality has a
strong relationship with the ideal L2 self, whereas the relationship between
preventional instrumentality and the ideal L2 self is comparatively weak.
These findings, combined with the results of our SEM analysis, indicate that
the tripartite model of L2 motivation used by Taguchi et al. also sufficiently
describes our sample.

Though our findings provide overall support for Taguchi et al’s model,
differences emerged in the strength of the relationships between certain
factors in the model. Foremost was the ought-to L2 self’s stronger direct
influence on preference for and effort to learn the L2 compared with that of
the ideal L2 self. Additionally, family influence more strongly contributed to
the ought-to L2 selfthanitdid for any of Taguchi etal.’s samples. Furthermore,
the relatively strong correlation between promotional instrumentality and
the ought-to L2 self more closely resembled the earlier study’s Chinese
and Iranian samples than its Japanese sample. We posit that differences in
socioeconomic background and educational context between our sample
and the Japanese sample in the previous study explain these differences,
but further research is necessary before this explanation can be accepted
or rejected.

To conclude, our study provides evidence supporting the explanatory
power of the tripartite model of the L2 motivational self originally tested by
Taguchi et al. Overall, the framework of the L2 motivational self appears to
provide a robust and culture-independent explanation of the factors com-
prising L2 motivation and their interrelationships. Finally, the differences
we found suggest the limitations of culture-based explanations for varia-
tions between samples, opening the door for further research into the role
of other contextual factors in the L2 motivational self system.
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Appendix
Questionnaire Factors, Example Items, and Cronbach’s Alpha Coefficients
Factor name Example item o (Taguchi o (Present
etal. 2009)  study)
Criterion [ am working hard at learning .83 .78
measures English.
Ideal L2 self I can imagine myself living .89 .81
abroad and having a discussion
in English.
Ought-to L2 self Learning English is necessary .76 .80

because people surrounding me
expect me to do so.

Family influence My parents encourage me to .83 .81
study English.
Promotional Studying English is important .82 .79

instrumentality for me because with English |
can work globally.

Preventional [ have to learn English because .73 72
instrumentality ~without passing the English
course [ cannot graduate.

Attitudes to [ really enjoy learning English. .90 .85
learning English

Cultural interest Do you like the music of 77 .79
English-speaking countries (e.g.
pop music)?

Attitudesto L2 Do you like the people who live .86 .67
Community in English-speaking countries?
integrativeness How much would you like to .64 .56

become similar to the people
who speak English?
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The longitudinal case study reported in this paper examined how the extracurricular
teaching experiences of 3 Japanese undergraduate TEFL (teaching English as a for-
eign language) students formed and shaped their multiple identities. The students
volunteered to participate in a yearlong extracurricular teaching practicum and were
interviewed at two points, in the middle of the practicum and at its end. Semistruc-
tured interviews were carried out and analysed to examine the identity development
patterns of the participants, not only as TEFL students, but also as instructors for
young learners and community members.

Although identity development of novice language teachers and pre-service
teachershasbeen addressed in previous research (Kanno & Stuart, 2011; Liu & Fisher,
2006; Merseth, Sommer, & Dickstein, 2008; Tsui, 2007), only Tsui (2007) explicitly
discussed the multiple identity formation of a pre-service teacher. Lave and Wenger’s
(1991) theory of situated learning provides a useful framework for understanding
identity transformation through practice. As opposed to viewing identity as a singular
entity, this framework conceptualizes it as both one’s lived experience of developing
practice within each community and a nexus of multi-membership. It is assumed
that being a person requires the reconciliation of various forms of membership, a
process called the negotiation of meaning. As well as the negotiation of meaning,
identities are understood to be formed through the process of identification as well
as through the interactions between the processes of identification and meaning
negotiation. Tsui used this framework to discuss the multiple identity formation of a
pre-service teacher. No study, however, has focused on multiple identities emerging
from teaching experiences for TEFL course undergraduates.

As such, in order to understand the complexities of development patterns of TEFL
students’ emerging identities in the context of group activity practice, the experiences
of 3 undergraduate TEFL students participating in a voluntary yearlong optional
extracurricular teaching practicum were analysed. The practicum was implemented
as follows: Over the course of a year, a group of 10 student teachers each gave a
1-hour English class once a month to a group of 20-30 pupils ranging from the 4th
graders to 6th graders as optional Saturday classes in public elementary schools in
Kyoto, Japan. In addition to teaching, the participants also engaged in the preparation
(involving developing lesson plans and teaching materials and rehearsing the lesson)
and reflection phases.

Semistructured interviews were conducted twice, in the middle and at the end of
the program, and the interviews were transcribed, coded, and analyzed, using SCAT
(Steps for Coding and Theorization; Ohtani, 2008, 2011). The following questions
guided the research:

RQ1. What kind of identities did the students develop during the project?
RQ2. How did their emerging identities change?

From the transcribed data, codes and categories were created to identify emerging
themes.
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The findings showed that participation in the yearlong practice contributed to
the development of 3 types of identities for the TEFL students: teacher trainees,
FL teachers for young learners, and community members. The emerging identities
also influenced each other in qualitatively different manners between individual
cases. The 3 TEFL students’ conceptions about their 3 different positions showed
varying degrees of change over the year, and thereby differing change patterns in the
development of each of the 3 identities. As they came to see themselves as teachers
by playing that role for the pupils, their pre-existing identity as teacher trainees
transformed, depending on how successfully they had performed the competencies
expected of them. As members of the teaching community, they also found different
ways to be fully participating members by contributing to the community of practice
in different ways.

Based on the findings of the study, ways of improving teacher-training courses are
proposed. First, a deeper understanding of L2 teacher identity development should
be included in the knowledge base of L2 teacher education curricula because the
construction of teacher identity is integral to novice L2 teachers’ learning-to-teach
processes. Second, on-site training should be more widely introduced in EFL teacher
training programs as it provides real-life opportunities for trainees to experience
being responsible for the learning of real learners.

Keywords: Z BB, 71T > T 147 «; EERILFEIE; SCAT; i E L,
prospective teachers; identity; community of practice; SCAT; interview

BREEABREOFEEMAKRIIL, BERMREOFEFHEITEST, EEHIHE

M2 RE T HWERK T O ALY, EREPE R I E 2 fIW L 720

BRI EN T AT > T AT AN LIZDTESD T, BINL KT
Y BHEE PRSEAEEMICREEETHESON TS (I -5EH, 2008).
ULInL7a3s, BRIZBIT2HE ER T RE&FFEIE B Rh R TERINSD
T, B OEREZRD RO EEZ BT 5REN TR TEDEEFEVTZN, —
H BB TITORBRO—D TH LRI T > T4 7 HDERBIT, BEEKRDSIC
BT, EMICE>TIREELL TONGHEBIBOEMZFRFEEEELTDILE
ERT HIEETEREICT 5. HEBROIZDOEHRENHNIE, EEOIRDIERD
EHETHALIERIBS L EDE, B OEZ MR I RELEROP T T
EVWITADIVINEEIT/RONS, ZD/2D, HCOEEEBICREMZ N T TRtk
W LIZ0, BEER T AT > T AT AE R LIZ0 T DT ENAREE R D EE 5N
%, ISITHYOHENS — HITEE LIS T A — RNy I 21T 58 EEE
ERRD, FETERTHERNEE TR T4 7IREIE THIUL, SIAZIN—
THHETLRENSEDLT4— RN\ ZITNA, BREMZK O EEIDRT HITRD
A%, TLUTEDOLIREVDOEMESNIUR, 2B ENFB GRS OBREB BT
LIRS INOSULEERETORBILFEICBN T, iz &N ERNELS % %
THZH BEBRE) NEREL TW<EIETHSHET SHLave Wenger (1991) D IEHEHY
[A30% ¥ (Legitimate Peripheral Participation: ABELPP) IZ31) 522 D &IZ
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BELUIERBOBITRETHAD, ZOXD7MmFEEORBRMEZEL THE A D%
BROVERD L D EBILFEMRIC S INT BHA % EHANARITBM <iicE 5203,
HBFEE D CTIZEN Y A T > T AT ABMENLT B2 Tral, TDH#ERKA D2
RBWDDDITEN THHEBZLND, LNLEDS, TOIIRAEFERL TOEE
EEBRNEDIDITIENT AT o T AT AZ RS T, BRI M2 5D D LM
EDIHRHEVEH5H D00, T L TENNERILEBRICBNTEDIIICE
B ZONEHSNICL TWBIFEIZ A 2L, TFFEOR ARSI TS,

FTARTIE, 82 BIE 9 35E8(E (TEFL) —AD2EEN, /INFRIEGER T
T ATIEBE N ER B SHCBWTRAE BRI RIBIEE 2 MU T, EEELL
THEOFEMEZ G LRNS, FEELLTOT AT o TATAZHEEL TNLB
B2ENR7 7TO—FI2kD, HEMNIT D, iz, AL TES T 2EBHEEK
THEUIBMDT AT T 4T ADEE ORI REMICHIEH U7z, WiEZ 2% AR D
AN, A TR U - BB EFERICBO T, EEST AT T4 T A DS
D Z T2 E > TN IE T, fFROA B E KRR DIFENENDRIBNESNDE
EZ 5,

FATHESE
SAEBEL TDOTA T2 T+ T DREE

NEFEOHMOFRNERMITONTOMIEN, 1990FERKDEALICARD
(Borg, 2003;Farrell, 2006;Richards, 2005). #JEEEDOHEHRGICHB T D H
KR (Gu, 2013;Kumazawa, 2013;Tsui, 2007;Xu, 2013) <>, FEEHIFEH D
WHEHE (TEFL) I—AD%4 (Kanno & Stuart, 2011;Liu & Fisher, 2006;
Merseth, Sommer, & Dickstein, 2008) 73, EDIIITEEHITEL TOT AT T4
TAERELZD, BRIBEDTEINEEZERLUEMENERZB N TS, LML
BNG, ZNSDRITIFEDIEEAEMN, BEIEL TOT AT > T 4T A DIEG K O
FIZDOAEHL TWDIDICHZIT5N S, RIFHHBIEELDEEITH RN
ZEZTWAHZ &, HH-MI2012, 2013) &> ThRENZ, LIMLEBNS, &
BIFERICS A UEBEBCEERE T 28T, BIEROREENEMIEZED D
DIAMZ, EQIDITIEFEIREEZEEL TOTAT o TATAEEET 200, LI
EDIDBENHD . ZTDOEALINBRIKIINTEDIDITTE N8 1D P Wi 2
BDOMIEARMITHHSMIIN TN RN,

FEHHRIC BB T 7> 71 Tk

Lave*Wenger (1991) DLPPTIE, 71T > TATADEHRZEZHCOEMF, - 2LD
BRMEDRNTHWIHEEZ 5EZH>TEENSHACEREL. TXRTOEH I
WDIEMAIFH NS TN ENITAT o T A TADEREMEIAN DLV, DF
DT7AToTATARBRETHDEEL TNWS, EEILFEEADSIIOALE DY E
JAW)Z N (peripheral participation) 205 T4 BZ M (full participation) N&EFITL
T O e A& 2B ELTWALPP TR, HiZF I3 FEKICERN R T,
DRI ALE NS B INE RS T, WA LMRMEZ /285551220, +
SRR E R TERICERET 2 ETHRCCHRENIRGINAEEEL T
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%o KIEENTHIT 520G, mEMAROESZRIKT 2D Tida<, EEHLFE
(community of practice) NDITZIJENIKRFDOHFIZENNTHD, TAFICEK
LHEELTDTAT T AT AT TRIEBRLFEERICBW TR N2 &EIEL
TORBEDES, FIZHMOREIT LS REREICHIEH T 206 ENHHIEMNS
b, LPPOBGRERM T2 ENBEYEZ A 5N,

TFALT2 T D DD 70T

Wenger (1998) 13, VAT > T 4T 4E1E. VAT > T 47 4% —3 a2 (identification;
E LA — (k) EE R D AZ ¥ (negotiation of meaning) &WD “EHOMFENHAEMERL
HOTHREINDEBMELTND, ZELTTAT > TATATBRD —DDTOEAT
HBTAT T 4T 47— a i, [BI5 (engagement) |, T8 (imagination) J . [
# (alignment) ]| EWVWD 3 DDE—RIZBWTHEBHAINSEL TS, £2H5—D0D
W THLERDOIZIEENDDIF, ZD-FER TSN TSN T+—Y 2 ALH
SDEFREODHEBICEDEHRN AN MOTEIREDH A TEE{LINSBETH
%, ZTO/ER, TOHEEITBNWTENLTHIHFINL/NNT+—< > A2 RE5N%0
ESMTHES (competence) DA HEAVHIMT S, il # 1T R DFAMIT I > THFEEAD
BN ELHNC 72 DD, Tz EWNTIRDDMINRE T DEHEH DT TS,

HEWT AT T4 T AR ELR DT AT T4 T4 NDRE

Norton*McKinney (2011) 2371 7 > T4 T4 DR EIIE AN D, ZOEEWRT
AT TATAMTRBNRBREINDDDTHY, FEHEEMEBRA TEET2HDT
HHEBNTNDIDIT, EEHERARERIEHICTBNTREEOBIRBENSDF
O GBI DO EEE WS HAD AT 2@ EEN S DR E | SEIE/rAL
BCTAT > TATAZRRL, EEWET AT 2T AT 4 BRR LRSS HOAR
ERTDAREEN B DEE 2 5N5,

%7z, Wenger (1998) D I8 (imagination) | &EWHHEZRITHEEVY TNorton (2000)
& BIEEERZ S TR L TWAIFEEROE R FITF RS AL TH<SHATRENE
D& B [A Rz TR O FE A (imagined communities) &L, ZZTHZINE
SIEETEDMENS TR LDOT AT > T 47 « (imagined identity) ] BHIERIN
BHERELTND, ZORG LOTAT T4 T4 L3 HZBEEIZ 22T+
(target language community) |DH TEDINIBIME THDZNNENIFRZH
SHTERESND, TLTENNEENRAA—THINUL, T E (investment) |
FTAMRITIND, DEV/NFRTORT > T4 7RIS 52813, BLCl 3
FBAEI-A)OFEEELLT, B EOILFEHR (BEBIE) IZHBNWTHE 2
FOTAT T AT ARSI NIZINE T RIT U EIT AL S A5, ZLTED
BBITHTHDRT T AT REBED, ESINFICI > TRBDEBRLERD, BFEIT
WERBSEEBR EOTAT > T AT ARSI NDEEZENS,
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This paper presents an investigation of motivators and demotivators for Japanese
teachers of English (JTEs) working in secondary schools. A total of 8 ]JTEs
participated by answering a questionnaire containing 3 open-ended questions (2
were subsequently interviewed). Questionnaire results indicated that participants
were influenced by 4 factors (i.e, student attitudes, teacher autonomy, self-
evaluation, and relationship with colleagues). The follow-up interviews with 2 of the
participants provided additional information on some of these influencing factors.
Future research should explore changes in teacher motivation in specific contexts.
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in the field of second language acquisition, nearly all related studies

have focused on learner motivation (Doérnyei & Ushioda, 2011).
However, interest in teacher motivation has recently increased (Mercer &
Kostoulas, 2018). Two factors appear to have influenced this expanding
research focus. First, research has indicated that teacher motivation and
learner motivation are interconnected (Dornyei & Ushioda, 2011). That
is, learners are likely to be motivated when teachers are highly motivated.
Second, motivation is important for the teachers themselves, especially
regarding professional development (Kim, Kim, & Zhang, 2014). However,
relatively few studies have focused on teachers (Gregersen & Maclntyre,
2015). Those concentrating on secondary school teachers are especially few
innumber. The focus of this study, therefore, was on EFL teachers in Japanese
secondary schools by qualitatively examining their teaching motivation.

Q Ithough motivationis one ofthe most extensively researched concepts

Motivation and Teacher Motivation

Before discussing teacher motivation, it is important to clarify what is
generally meant by motivation. It is an abstract and complicated concept
with no straightforward definition. In psychology, for example, it is said that
“motivation is the study of why individuals or organisms behave as they do:
What gets their behavior started, and what directs, energizes, sustains, and
eventually terminates action” (Graham & Weiner, 2012, p. 367). Dérnyei and
Ushioda (2011) indicated that in applied linguistics “motivation is responsible
for why people decide to do something, how long they are willing to sustain
the activity, and how hard they are going to pursue it” (p. 4).

As a concept, teacher motivation is not as straightforward as learner
motivation. This is mainly because teachers are involved in various kinds of
activities as part of their work; for example, they teach subject matter, take
care of students in their homeroom classes and club activities, and sit on
school committees. Here, they need to study their own subjects and issues
related to teaching. One example of teacher motivation is when a teacher
attends a conference on language teaching over a weekend despite being
very busy. The teacher may do this because they would like to learn more
in general or improve their teaching methods. In other words, a teacher’s
behavior can be supported by their desire to learn or improve skills.

Teacher motivation is, therefore, important for their overall work. It is
important for why teachers decide to do something, how long they are
willing to sustain the activity, and how hard they pursue it, according
to the definition of motivation by Ddornyei and Ushioda (2011). Thus,
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teacher motivation supports teachers’ behavior overall, both in working
and learning.

Previous Studies on Teacher Motivation

Previous studies on teacher motivation can be divided into two main groups:
(a) those on the factors that motivate and demotivate teachers and (b) those
about changes in teacher motivation. One of the most researched aspects
involves the factors that increase and decrease motivation (e.g., Aydin, 2012;
Johnson, 2001; Kassabgy, Boraie, & Schmidt, 2001; Sinclair, 2008; Sugino,
2010; Tsutsumi, 2014). In such studies, data were collected in various
contexts ranging from elementary schools to universities. Table 1 shows the
factors identified.

Table 1. Motivators and Demotivators for Teachers as Found in
Previous Studies

Motivators Demotivators
Student growth Student attitudes
Classroom environment School facilities
Working in a good school Classroom environment
Flexible working hours Alarge number of students per
School administration class
The possibility for promotion Lack of/poor teaching materials
Freedom Curriculum
Enjoyment Working conditions
Training opportunities Relationships with staff members
Good salary Parents

Lack of training opportunities
Poor salary

Note. Data taken from Aydin (2012), Johnson (2001), Kassabgy et al. (2001), Sinclair
(2008), Sugino (2010), and Tsutsumi (2014).

Questionnaires are common tools for investigating the factors thatincrease
and decrease teacher motivation. Although learner motivation studies have
mostly adopted questionnaires for use with many participants, it is common
for studies on teacher motivation to employ qualitative methods with a
small number of participants (e.g., Gao & Xu, 2014; Kumazawa, 2013). For
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instance, Padwad and Dixit (2016) investigated changes in both teacher and
learner motivation as a result of adopting different classroom strategies.
The participants were seven teachers in India who received a list of
classroom strategies and learned how to use them. They were then asked to
choose several strategies for use in their classrooms. Results indicated that
the newly employed strategies changed learner motivation and attitudes.
These positive changes then affected the teachers, who improved their
own attitudes toward students. It was concluded that even small classroom
strategy changes can positively affect both learners and teachers.

As indicated, previous studies have revealed many factors that motivate
and demotivate teachers, and some have qualitatively described changes
in teacher motivation. These studies were conducted among teachers in a
variety of contexts. Some have been conducted in the Japanese context (e.g.,
Sugino, 2010), but most of these have focused on the university setting. In
other words, research on Japanese secondary school teacher motivation is
still extremely limited.

Study Purpose

In this study, I investigated the motivation of Japanese teachers of English
(JTEs) in a secondary-school setting. Japanese secondary school teachers
spend a significant amount of time with their students, being required to
do a great deal of work both in terms of teaching English and performing
other educational roles. These teachers must, therefore, be appropriately
motivated in order to be most effective. The two factors that were examined
in this study were (a) the motivating and demotivating factors for JTEs and
(b) the types of motivation they experienced.

Method
Participants

The participants were eight JTEs from junior and senior high schools,
selected through snowball sampling. Snowball sampling is especially useful
when there is difficulty accessing suitable research participants (Dornyei,
2007). Given that I had limited access to possible research participants
at the time, I decided to find participants through this method. Potential
participants were asked to find other suitable participants. Participant
details are summarized in Table 2. Each participant was given an explanation
of the study’s purpose and asked to sign a consent form before participating.
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Table 2. Participant Details

o ) g
= ] =
g g 5 5 w S 3R
E=) 5 g o = £ 9 .°;-‘ =
S &0 S g g S
E £ g E% 2 58 SE
g & & <8 3 25 =EJ
Aoi F 20s BA public high school (full-time) 2 years Yes
Hana F  20s BA public high school (full-time) 2 years Yes
Haruto M 20s BA private high school and 4 months No
university (part-time)
Rio F 20s BA national high school (part- 6 months  No
time)
Sakura F 20s BA public high school (full-time) 4 years No
Takumi M 20s MA private junior high school 1 year No
(abroad) (part-time)
Yui F  20s BA private junior high schooland 2 years No

high school (full-time)

Yusuke M 30s MA private junior high schooland 6 years No
high school (part-time)

Note. All participant names are pseudonyms.

Data Collection and Analysis

Data were collected through questionnaires and semistructured interviews.
Because a focus of this study was the examination of the factors influencing
JTE motivation, it was important to gain a qualitative understanding about
each teacher’s related ideas; therefore, two data collection tools were selected.
First, a two-part questionnaire was distributed online. Part 1 consisted
of open-ended questions and asked teachers to describe the factors that
motivated and demotivated them when they taught English. Part 2 asked for
basic biographical information. The questionnaire is in Appendix A.

Second, semistructured interviews lasting approximately 60 minutes
each were then conducted in Japanese with two of the participants, Hana
and Aoi. They were chosen to participate for reasons of convenience (e.g.,
accessibility, availability, and willingness). They were asked to describe
the factors that motivated and demotivated them while teaching English,
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the kinds of difficulties they experienced and how they overcame them,
and the types of perceptions they had about student motivation. Sample
questions are in Appendix B. Each interview was digitally recorded and fully
transcribed in Japanese. I later translated this information into English for
inclusion in this paper.

Questionnaire and interview data were analyzed separately. First,
I examined the questionnaire data and placed the responses into two
categories (i.e., motivators and demotivators). I then further categorized the
responses into several groups based on their meanings. After completing
this process, I coded the interviews in two different stages, following Yatsu
(2015). The first stage involved investigation; it was necessary to read the
data carefully, categorize them according to meaning, and then apply labels.
The second stage consisted of summarization. This involved classifying,
organizing, and integrating the coded data obtained during the first stage.
Here, emergent themes were revealed based on common points. Based
on Yatsu’'s coding method, [ carefully read the transcripts in Japanese,
categorized them based on their meanings, and labeled each segment. I then
examined each label and categorized those containing the same meanings to
create larger groups. These two stages were equivalent to initial and actual
coding processes (Strauss & Corbin, 1998).

Questionnaire Results

The results from Part 1 of the questionnaire are summarized in Table 3.
The questionnaire comments were divided into several categories. These
categories were taken from previous studies involving different contexts.
Concerning student attitudes, positive teacher-student relationships were
motivating factors (Tsutsumi, 2014). The availability of various materials
and methods also motivated teachers (Kassabgy et al., 2011; Kim et al,,
2014; Sugino, 2010; Tsutsumi, 2014). Self-evaluation appeared to be related
to teacher confidence as well (Sinclair, 2008). Positive relationships and
communication with colleagues were additional motivating factors for
teachers (Sugino, 2010).
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Table 3. Factors That Motivate and Demotivate Teachers

Factors that motivate

Factors that demotivate

. Self-evaluation

[ am satisfied with my English
lesson

[ find problems in my class

. The relationship with other
teachers

When other teachers rely on me

. Student attitudes 1. Student attitudes
Students are interested in my ¢ Students have low motivation
personal stories in class  Students do not respond to
Students are interested in questions well
English
Students are motivated to use 2. Teacher autonomy
English ¢ lam always required to teach
Students are smiling, trying to with a grammar textbook
listen to English, and speaking o [ feel that the content of

the textbook has not been

. Teacher autonomy sufficiently updated
[ can teach with my favorite ¢ [ have to teach as other teachers
materials do
[ can teach something [ am
interested in 3. Self-evaluation

[ am not sufficiently prepared
for the class

[ have anxiety over my English
abilities

Interview Discussions

The questionnaire responses revealed some of the factors that motivated
and demotivated teachers. However, this basic information was insufficient
for examining how these factors led to either motivation or demotivation.
Interviews were, therefore, conducted with two of the participants.
Subsequent analyses revealed the three major factors of (a) student
attitudes, (b) teacher autonomy, and (c) relationships with colleagues.
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Student Attitudes

The first factor that both teachers mentioned was student attitudes. Teachers
that interact with students in daily teaching are constantly influenced by
exchanges with students. Students can be both motivators and demotivators
for teachers in this context. Aoi shared a time when she was motivated by
her students: “I saw students react to what [ said and could tell whether they
understood or not. Students sometimes say, ‘I study English hard’ outside
the classroom.” She felt motivated when students responded like this during
class. Students with positive attitudes toward English also motivated her.

Student attitudes sometimes demotivate teachers, however. For instance,
Hana described her first teaching experience:

Right after | became a teacher, I was in charge of the 2nd-year
students. They had been in school longer than me and knew
the school well. Because of this, the superior-subordinate
relationship was totally the opposite. Students felt that I was
subordinate and thatthey were superior to me. The atmosphere
in the class was not serious, and when I introduced an activity
to practice speaking English, students were like, “What is this
person talking about?” They didn’t join the activity at all. Of
course, there were some diligent students, but the students
who didn’t listen were prominent. Students didn’t involve
themselves in the class I prepared, and they didn’t understand
what [ wanted to teach. It was sad. (Hana)

Hana’s students felt they were superior to Hana because they had been in
the school longer than her. Because of this, they did not participate seriously
in the class. This made Hana lose her motivation to teach students.

At the same time, however, these student attitudes motivated Hana to
alter the way she taught classes:

Even though I prepared speaking activities, it didn't work
at all. During pair work, one student did nothing, while the
other didn't know what to do even though they were diligent
students. So, I thought it was meaningless and decided to teach
a classical lesson by only explaining the points and reading the
text aloud. (Hana)

In this situation, Hana was demotivated to continue introducing group and
pair work. She thus began focusing on individual student activities rather
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than having them work in pairs or groups. Hana was, therefore, demotivated
by her students during her 1st-year experience. This eventually motivated
her to employ an alternative through which she could better gain the atten-
tion of her students. Previous studies have also shown that student attitudes
can be both motivators and demotivators (e.g., Sugino, 2010).

Teacher Autonomy

Another important factor for teachers is teaching using their preferred
methods. Teachers prefer having autonomy in the classroom. As indicated
in the previous section, Hana experienced many difficulties at the beginning
of her teaching career. However, her situation changed when she was able
to teach using her favorite teaching style the following year. She stated the
following:

In my school, a subject teacher who was also a homeroom
teacher was able to decide on basic teaching principles. Based
on my experiences, [ decided that students needed to prepare
for the class at home. .. Teachers need to prepare handouts so
that students can prepare for the class at home. I also decided
how students kept notebooks and when they were collected.
(Hana)

Hana taught 1st-year students in her 2nd year of teaching. Students were
divided into several classes taught by different teachers. Teachers, therefore,
needed to follow basic principles to avoid significant deviation. Hana was
able to determine these principles, and thus had the autonomy to choose her
favorite teaching method. She said, “I didn't feel that teaching was painful,
unlike last year, and it went better than I thought.”

Therefore, Hana had autonomy in her teaching. Autonomy is the feeling
that one is in control of their decisions within a social environment; this is
a basic psychological human need (Ryan & Deci, 2000). It is an especially
important factor for teachers who are motivated through control of the
teaching methods and materials (Sugino, 2010).

Relationships With Colleagues

Another factor that could be identified from both teachers’ responses was
relationships with colleagues. Both Aoi and Hana had difficult times right
after they began teaching. However, both had supportive colleagues:



60 JALT Journal, 42.1 « May 2020

I had an advisor for one year right after I became a teacher.
This teacher observed my class every week and gave me
several pieces of advice, such as “How about trying this?”
This supported me. My colleagues also listened to me; we
exchanged information about students, such as “This student
was talking like this.” (Hana)

When other teachers came to observe my classes, they told
me that I was not looking at student behavior very much. I
realized this for the first time. [ noticed that others looked at
my behavior. (Aoi)

Both Hana and Aoi obtained advice from colleagues about improving their
classes. In other words, both had relationships with colleagues in which
they received advice that led to improvements. As Hana was in a very diffi-
cult situation, this advice supported her in maintaining motivation. Previous
studies have shown that relationships with colleagues can be both motiva-
tors and demotivators (Sugino, 2010; Tsutsumi, 2014). In this study, though,
both Aoi and Hana shared only positive experiences, which indicated that
relationships with colleagues were motivators rather than demotivators.

Conclusion

The two factors examined in this study were (a) what motivated and
demotivated JTEs and (b) the types of motivation they experienced. An
analysis of questionnaire data uncovered that participants were influenced
by four factors: student attitudes, teacher autonomy, self-evaluation, and
their relationships with other teachers. Subsequent interviews with two
teachers revealed the processes by which some of these factors influenced
teachers. Both interviewees shared experiences in which they were
motivated and demotivated by their students. The interviews also indicated
that teacher autonomy was one way to promote positive attitudes toward
teaching. The teachers also found it helpful to obtain advice from colleagues;
both participants had colleagues who helped them improve their teaching
methods.

This study involved a small number of participants (i.e., eight), and
was therefore limited in scope. Nevertheless, this study contributes to a
better understanding of teacher motivation in Japanese secondary schools
while also illustrating how teacher motivation can be altered through a
complicated process. As indicated in the interview section, Hana was first
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demotivated by student attitudes. However, this eventually motivated her to
change her teaching methods. Teachers also tend to be influenced by various
factors that influence one another. This means that motivation may arise
differently according to context.

The results of this study suggest that future research should focus on
teacher motivation in a more contextually specific manner because there
are a variety of secondary schools in Japan. For instance, teachers working
at prestigious schools are expected to focus on helping students pass
entrance exams. However, this is not the case at all schools. In other words,
teachers have different roles depending on the type of school in which they
work. Teachers may be thus motivated and demotivated based on different
factors depending on the context. Additional research should thus focus on
participants in different contexts to determine how they are specifically
motivated and demotivated.
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Appendix A
Original Questionnaire (in Japanese)

Part 1
PUFOERICHL T, THHDOEZZRBRICED W BT HEICEEAL TESN,

1. #HEMELTIHEBEHZD LT, EOIDRGEITUNICEST) ., HEEEZHZADHT
EICR U TEBMICIRDEECET M,

2. BUMELTEFEZHBAZS LT, EOIOHBGEITUTICEST) ., WiEEZHZ LT
IR U TEBMN LD EERCE T,

3. FEEREENE LU THFEEHA S LT AL T, EDOLDBIENTESLLIIC
BHIEE, RBRDTHETH,

Part 2

1. MHRLIDBATZSN,
Bk, ik, B 27<lan

2. LEEN1DRBATIZIN,
201X, 301X, 401X, 501X, 601X

3. BEBIRO TNWARIKFANMER A TIZS N,
oo S W

4. RETEMEHRLRLTHELEN,

5. A4ERSERE CRERZHA TOET N,
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6. HIEEOIIRERTEHHEINTVWETH, TNTNHTUIFED2HDERA TS
=129
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7. WEHABTBEBROZERPCMRRNISINLTAETH, ML TGS, 22
MFEEDOLHEREELIZIN,

English Translation of the Questionnaire

Part 1

Please freely write down your ideas for the following questions.

1. Whenyou teach English, what makes you want to teach enthusiastically?
2.  When you teach English, what makes you feel reluctant to teach English?

3. What do you think is the most important thing for your students to
achieve in learning English?

Part 2
1. Gender: Please choose the appropriate one
male, female, do not want to answer

2. Age: Please choose the appropriate one
20s, 30s, 40s, 50s, 60s

3. Academic background: Please choose the one you have
BA / MA / PhD

4. What was your major in university?

5. How many years have you been teaching English?
junior high school ___years
high school ___ years
university___ years
part-time___ years
full-time___years
other ___years

6. In what type of school are you teaching now? Please choose the
appropriate one for each.

(a) junior high school/high school
(b) private school/public school
(c) academic level: high, middle, low
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7. Doyousometimes attend conferences or seminars on English education?
If so, please write down the names of these events.

Appendix B

Sample Questions for Semistructured Interviews (in Original

Japanese)

o SETHATELEPT, DELV KU E B A TIEIN,

o HSETHATELHT. DEWDBN/ZERR U EBAZ TSI,

o RERRIHDOEE, MANLAITIRDE LIz,

o EDIIREEIT, TEHRDIESBATNWEELET A,

o EDIIBEFIT, BAAIEITHUTERNTINEEECETD.

o ZTHIEDEZSEEOTEDTIE, EOLIRIREEZLEUET N,

Translated Sample Questions for Semistructured Interviews (in
English)

Please describe the teaching experiences that went well.

Please describe the teaching experiences that did not go well.

What supported you when you were experiencing something difficult?
When do you feel you would like to teach the best you can?

When do you feel you are reluctant to teach?

How do you perceive your students’ motivation?
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Teacher Quality, Professional Learning and Policy: Recognising,
Rewarding and Developing Teacher Expertise. Christine

Forde and Margery McMahon. London, England: Palgrave
Macmillan, 2019. v + 285 pp.

Reviewed by
Mayumi Asaba
Kyoto Sangyo University

In Teacher Quality, Professional Learning and Policy, Christine Forde and
Margery McMahon discuss various factors that affect teachers and their
development. The authors’ particular interest lies in teacher expertise,
which in their definition has a positive impact on students’ learning. Previous
literature has focused on this topic of expertise by using such terms as
“expertteachers” (e.g., Tsui, 2003) and “expertise in teaching” (e.g., Richards,
2010). In these cases, expertise is typically viewed as a unique characteristic
that only a select group of teachers can possess and demonstrate in their
practice. However, Forde and McMahon emphasize that studying expertise
should ultimately help a critical mass of teachers improve their teaching
practice. Starting from this premise that expertise should benefit the many
rather than the few, the authors describe issues and factors that influence
teachers, their teaching, and professional development.

Forde and McMahon first provide an overview of teacher expertise. This
background includes descriptions of teacher policy around the world, with
a particular focus on the United Kingdom (Chapter 1). They then introduce
existing literature on expertise, including which elements researchers have
examined and the key concepts related to expertise (Chapter 2). Previous
researchers have explored expertise by focusing on multiple perspectives,
such as the developmental stages of practitioners, their cognitive processing,
and their characteristics as demonstrated in longitudinal case studies
(Bullough & Baughman, 1995; Tsui, 2003). Key concepts related to expertise
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include reflective practice, a process in which professionals continue to look
back on their work to refine and improve their practice. In addition, the
authors explain the situated nature of expertise, which concerns domain- and
context-specific aspects of expertise. That is, expertise consists of multiple
knowledge bases, including about the subject, pedagogy, and learners in the
specific contexts in which teachers teach.

In Chapter 3, the authors propose that expertise is influenced by
teachers’ perceptions of what it means to be a teacher and how teachers
view the teaching profession. Related to these issues, the authors address
the importance of the balance between autonomy and regulation set by
educational systems and their related policies. Although autonomy is an
integral factor of expertise, the authors warn that it can also lead to teacher
isolation and limit collaboration among teachers.

JALT Journal readers looking for immediate takeaways can particularly
benefit from the next three chapters (Chapters 4-6) as they contain relevant
and practical issues for many teachers. Forde and McMahon start Chapter
4 with the description that teachers’ careers are different from other
professions because teachers are often presented with two main paths as
they progress in their careers; those are to be promoted to a management
position or to stay as a classroom teacher, with the latter being the path
that the majority of teachers take for both personal and contextual reasons.
The authors call the nature of teachers’ careers “flat” by referring to Lortie
(2002), who in his book, described in detail how teachers’ career lines and
salaries often reach a plateau. Based on this flat career phenomenon, Forde
and McMahon highlight that it is essential that teachers perceive their choice
to remain in the classroom to be a positive one.

The latter part of Chapter 4 focuses on internal and external factors that
affect teachers’ perceptions of their classroom-focused career. External
factors are comprised of working conditions such as the curriculum,
working hours, and salaries. Internal factors include individual teachers’
attitudes, which are related to how teachers feel about their sense of growth,
value, and connection to students. The authors explain that teachers should
be given opportunities for professional learning so they can feel a sense
of development throughout their careers. Furthermore, it is important “to
reconstruct the role of the classroom teacher so that they have access to
different experiences, responsibilities and opportunities across the wider
school” (p. 104). The authors emphasize the necessity for schools to
continue to provide teachers with new and valuable experiences so that
they can regard their decision to remain in the classroom positively.
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In Chapter 5, the authors take up the relationship between teacher
evaluation and teacher expertise. Two essential aspects of teacher evaluation
are introduced. One is the definition of teacher quality, and the other is the
usefulness of feedback. Defining teacher quality is crucial, but challenging
because one is faced with the question of what it means to be a teacher and
how one views teacher professionalism. Furthermore, the authors describe
numerous factors that affect this process. For example, those who evaluate
teachers might feel reluctant to provide honest feedback because some
teachers may perceive it as a personal attack. In addition, teachers might
reject the feedback because they do not believe in working closely with
those who evaluate them or do not find the feedback useful at all. Finally, the
authors provide implications concerning effective teacher feedback. This
includes making sure all stakeholders understand the purpose of teacher
evaluations. Additionally, both supervisors and teachers should be involved
in creating the design of the evaluation based on a shared understanding of
desirable teaching performance. The important message in this chapter is
to understand the complexity involved in the process of teacher evaluation.

Chapter 6 is about how to effectively facilitate teacher development, a
central aspect of teacher expertise. The authors emphasize that professional
learning should not be approached from the top down, which does not
consider “the deeply contextualized nature of professional practice nor
the complex process through which teachers reshape their practice” (p.
141). Instead, they argue, teachers should tackle their own challenges to
improve their teaching practice at the individual level because changing
teaching practice requires teachers to reconceptualize their own identities.
Accordingly, the authors explain that successful experienced teachers have
the ability to continue to change and reconstruct their identity by seeking
feedback from their colleagues. In fact, the authors point out the importance
of a social approach in professional development. They suggest that it is
insufficient for teachers to share their ideas with colleagues, but also that
they need “to make public their assumptions about teaching and learning
that underpins [sic] their practice” (p. 162). Similar to teacher evaluation, it
is necessary to understand that professional development is an intricate and
critical process for those who facilitate and experience it.

Finally, when considering the interests of many JALT Journal readers,
one of the drawbacks of this book is the limited contexts that the authors
look at. The book mainly focuses on issues that affect K-12 teachers around
the world, especially in the United Kingdom. Furthermore, the authors do
not include any discussion of the issues in relation to ESL or EFL teaching
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contexts. Therefore, without reading between the lines, some of the aspects
that the authors explore in depth may seem less relevant to some readers.

This book does, however, provide universal insight into teacher quality,
evaluation, and expertise, all of which are significant issues for L2 teachers
regardless of the educational context in which they might be working. Thus, I
highly recommend this reading, particularly to those whose responsibilities
include training, evaluating, and guiding professional development for
teachers at their institution. The book provides several insights into the
fundamental principles behind these important aspects of teaching.
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e-book

Reviewed by
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Those of us working in Japan, and it seems in the wider Asian region too, are
used to regular curriculum reform programs being issued from the central
government. These grand plans often deliver less than they promise. In the
introduction to this book, Kayako Hashimoto notes that it is teachers who are
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often saddled with the blame for such poor results. As a result, professional
development sits uncomfortably in an area that is part teacher support and
part teacher control. The term professional development implies some level
of fulfillment of teachers’ needs for growth as professional educators, and
it is evident that this model underlies, to varying degrees, activities at the
chalkface in the ASEAN countries surveyed. However, it is equally clear,
particularly in the main chapters covering Japan, and to a lesser extent
Vietnam, that support for teachers is often limited, either by lack of funding
or lack of understanding of what is needed. Furthermore, the management
of teachers, and to some extent perception management, is evidently a major
motivation on the part of education authorities.

Hashimoto, in the introduction, refers to seven aspects of successful
professional development from Walter and Briggs (2012) but laments that
recognition of these aspects varies widely according to local contexts. In
Chapter 3, she critiques in more detail the close connection between the
teacher license renewal program and professional development initiatives
in Japan, and the resulting tension between individual empowerment and
central government control. It is not only that funding is woefully inad-
equate for the highly ambitious stated goals of the current reform plan, but
that the plan itself is fundamentally flawed. On the one hand, the delegation
of English teaching in primary schools to unqualified homeroom teachers
is not only poor management, but also grossly unfair to the teachers them-
selves; on the other hand, the native-speakerism that underlies the theory
of language learning on which the reforms are based is simply contrary to
current thought almost everywhere else in the world (p. 41).

There are three more chapters on the Japanese situation, looking at this
problem from various perspectives. Kiyoshi Naka, discussing preservice
teacher training in Chapter 6, looks at the issue of how language is perceived
by preservice teachers and makes the point that it is with these teachers-
to-be that the future rests: They need to be able to think critically, not just
about the mechanics of teaching methods, but also about what language is
and what it means to be a user of another language. Their world view is the
one that will dictate how language education proceeds in the future and how
their future students in turn come to think of language. Two more chapters,
one by Gregory Paul Glasgow (Chapter 4) and one by Glasgow and Chris
Carl Hale (Chapter 5) reinforce this general picture. Chapter 4 focuses on
the frustrations teachers encounter in implementing the recent “English in
English” policy and the author proposes that there is an urgent need for a
well-resourced, locally-based professional development program that al-
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lows teachers to come up with collaborative solutions to the problems posed
by the policy. Chapter 5 gives an account of an initiative that demonstrates
just how such professional development can be done well if it is based on
real teacher needs.

The four chapters on Vietnam, while making some of the same points
about the problems of centralisation and the lack of sufficient funding,
paint a somewhat brighter picture. English has a short history as the main
foreign language in Vietnam, dating only back to the 1990s, when the Doi
Moi reforms led to Russian being gradually abandoned in favor of English.
Nevertheless, in Chapter 7, Van-Trao Nguyen shows how Vietnam’s Ministry
of Education and Training Project 2020 has admirable goals, combining
teachers’ individual growth with accountability, including the recognition
of teachers as active learners. In fact, action research is a compulsory
component of the project, and Le Van Canh, in the following chapter, gives
a balanced account of how action research training benefits teachers and
institutions, despite relying on substantial support both in funding and
in effort to build research cultures. Nhat Thi Hong Nguyen, in Chapter
9, presents a similarly balanced account of a professional development
initiative in computer-assisted language learning, another key component
of Project 2020. Here too, the empowering of teachers through increased
enthusiasm and confidence is tempered by the need for support in, for
example, gaining time for developing materials as well as funding for both
facilities and continued training. Finally, Chapter 10, by Khoi Mai Ngoc,
illustrates language learning communities, groups of teachers who work
together on a regular basis, as far as possible using English, to “learn via
collaboration, dialogue, reflection, inquiry, and leadership” (p. 152). These
language learning communities address what may be the most important
need: opportunities for teachers to improve and maintain their own English
abilities. Ngoc points out that one-off courses are simply insufficient for
bringing about meaningful change, and that language learning communities
address English language abilities at the same time as they address other
professional development goals.

To set all this in context, in Chapter 2, Van-Trao Nguyen and Ngoc give
a much-needed overview of the state of play with regard to professional
development in the ASEAN region. They make it clear that while the entire
region is faced with similar problems of maintaining standards nationally
(the control function) and fostering the individual development of teachers
individually (the support function), there are significant differences in
contexts. Singapore, Malaysia, Brunei, and the Philippines have the obvious
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advantage of having long-standing English medium education practices
for all or most subjects. To some extent Indonesia also has advantages as
a multicultural country. Starting from a higher baseline than other parts
of the region, this is perhaps part of the reason why all of these countries
have sophisticated and effective curriculum and professional development
policies. Conversely, Thailand, Laos, Cambodia, Myanmar, and Vietnam are
hampered to a large extent by budgetary constraints and a lower starting
proficiency level among the general populace. They are, nevertheless,
making great strides to catch up, especially in the cases of Thailand and
Vietnam. One thing that this chapter makes clear is that simply belonging to
this supranational association has had an energizing effect, enhanced by the
recent strengthening of regional integration through the ASEAN Economic
Community and its adoption of English as the official working language.
This adoption of English has resulted in a powerful motivation for students
throughout the region to learn English to a high level: Those who do so are
rewarded with the opportunity to seek professional advancement across
the entire region. Perhaps this is Japan’s main obstacle. Not having any such
close ties to regional neighbours, it is easy for young Japanese people to
continue thinking of themselves as being apart from, rather than integral to,
a cross-national community.

This volume is a welcome look at two countries with quite different
histories of English language learning and with two different approaches,
albeit there are similarities brought out by the contributors. As a concept, it
certainly makes sense to focus on these two contexts, and the editors have
done an excellent job of commissioning chapters that together provide a
thought-provoking and comprehensive picture of where things stand today.
However, it may leave the reader with a thirst to know more about how
other countries in the region are dealing with similar problems. Chapter 2
suggests that there are many initiatives in the ASEAN region that might well
be worth considering by administrators in both Japan and Vietnam. There
are also two areas conspicuous in their absence, China and Korea, which
may have more similarities with Japan than with the ASEAN region. It would
have been interesting to have had a brief overview of the state of play there,
to give an even broader context. Nevertheless, these quibbles aside, this
volume is a must-read for anyone with an interest in English education in
this region.
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Teaching English at Japanese Universities: A New Handbook.
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Routledge, 2019. xxiv + 226 pp.

Reviewed by
Ben Grafstrom
Akita University

At first glance, Paul Wadden and Chris Carl Hale seem to be following what
Hollywood has been doing, that is just remaking old classics (see Wadden,
1993). Teaching English at Japanese Universities: A New Handbook, however,
is much more than a revision of an old classic. This anthology is a collection
of 23 chapters (seven more than Wadden’s original) by 33 professors and
administrators with nearly half a millennium of experience among them.

There are a plethora of language study materials available for Japanese
students, but there are very few guidebooks meant to aid language
educators in Japan by serving as authoritative, concise, and comprehensive
resources. Whereas many other publications present language education
theory and lesson ideas for specific learning stages or age groups, the aim of
this book is to inform and train professional educators and acclimate them
to the current teaching environment in Japan’s higher education system.
The authors assembled by Wadden and Hale accomplish this by guiding
readers through a range of topics, such as the prehire networking process,
by introducing them to classroom activities that meet the specific language
learning needs of university students and by offering suggestions for how to
approach cross-cultural interactions with colleagues.

A New Handbook retains the same four-part structure as the original, with
“The Setting,” “The Courses,” “The Classroom,” and “The Workplace” as the
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themes. Readers do not have to go through the chapters sequentially, but
instead, they can select only the chapters that suit their needs.

Part 1 contains four chapters covering external factors affecting higher
education (e.g., Japan’s declining birth rate, declining enrollments, and
university closures) that anyone considering entering the system or
thinking of switching institutions must bear in mind. Part 1 also has advice
for readers about how to become a viable candidate for hire and secure a
position, and it includes a list of professional organizations for networking
(Appendix 1). For those who cannot find full-time employment at a single
university, Chrystabel Butler explains the pros and cons of being a ronin
teacher (i.e, someone who has pieced together part-time positions at
multiple institutions in order to make a living). Part 1 concludes with some
examples of how university administrations operate, which can often cause
misunderstandings or outright frustration for newcomers when trying to
settle and build a career. Part 1 also serves as a helpful reference for key
Japanese terms used in job postings and contracts—lists of which are also
found in the Appendices.

Whereas Part 1 deals with the broader workplace climate of higher
education, the authors in Part 2 drill down to what universities expect from
professors. Titled “The Courses,” Part 2 comprises the bulk of the book. In its
nine chapters, readers will notice the biggest changes in English education
since Wadden’s 1993 version. Part 2 covers the variety of classes one is
expected to teach and provides example activities tailored to each type of
class. The authors also provide detailed examples of modern technology-
related resources now available to language teachers. Part 2 also includes
some of the most current language teaching practices that are becoming
more commonly used in modern EFL classrooms in Japan.

As for teaching practices that the book highlights, English education is
becoming more progressive and skill-specific compared to the 1990s. The
progressive approach of active learning is a reoccurring topic in Part 2,
but is addressed specifically in “Tearing Down the Wall of Silence” by John
Wiltshier and Marc Helgesen. Another example of a teaching development
in Japan is the shift from all-purpose daigaku eigo [college English] classes
to classes focusing on specific skills such as listening, reading, writing,
vocabulary, or presentations. Chapters dedicated to each of these skills are
available, so teachers moving from eikaiwa [conversational English] or ALT
backgrounds will no doubt find these chapters helpful, with activities that
may be implemented immediately such as Quiz Master and Think-Heads
Together.
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Another theme of Part 2 is the advances in technology that are creating
additional resources available to teachers for developing syllabi and
conducting lesson activities. Many of the vocabulary apps mentioned such as
Quizlet and NAWL Builder and the extensive reading software like MReader
are well-known to veterans in the field. For mid- or late-career educators
who may feel somewhat intimidated yet feel the need to get acquainted
with user-friendly technology, these recommendations are good places to
start. For more advanced tech users, Dan Ferreira and Joachim Castellano
introduce some broad concepts such as computer-assisted language
learning, learning management systems, and virtual learning environments
in “Using Technology”.

As Bothwell (2019) reports in the Times Higher Education, the percentage
of foreign staffand the proportion of courses taughtin a foreign language have
increased on campuses throughout Japan. In other words, nontraditional
language teaching practices in the form of content and language integrated
learning (CLIL) and English as a medium of instruction (EMI) are becoming
more common due to the Top Global University Project (MEXT, n.d.). The
professors charged with these courses are not typically trained as language
teachers, but rather content specialists: It is for these teachers that A New
Handbook will offer the most value. While many contributors refer to
EMI and CLIL throughout the book, Howard Brown and Annette Bradford
compare them specifically in “Teaching Subject Content Through English”,
thus addressing the need caused by current Japanese education policy.

Respect and rapport among students and between students and their
teacher are features of any successful classroom environment. The first three
chapters of Part 3, “Nails That Don’t Stick up” (Fred E. Anderson), “Creating
Engagement and Motivation” (Bill Snyder), and “The Japanese Student and
the University English Teacher” (Donna T. Fujimoto) outline the importance
of positive interpersonal relationships in creating a learning community in
the classroom. The last chapter of Part 3 deals with education-policy issues.
Although policy issues certainly have an effect on classroom interpersonal
dynamics, it is a chapter perhaps better suited for Part 1.

Part 4 (“The Workplace”) is also dedicated to interpersonal relationships,
but between colleagues. Aside from the education trends and practices
that directly affect how educators carry out their current day-to-day
responsibilities, the editors would be remiss to ignore social changes that
also affect professional educators. With this in mind, Part 4 begins with the
chapter “He Said, She Said” where Diane Hawley Nagatomo and Melodie
Cook address weighty topics such as harassment, but also more subtle
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factors that tend to disadvantage professional female educators. Stress
caused at home, in the workplace, and by living in a foreign country can often
lead to forgetting to think of our colleagues as individuals. In “The Japanese
University Teacher of English” (p. 165), Asako Takaesu and Mikiko Sudo
point out the diverse backgrounds that Japanese professors teaching English
have with regard to their own English language learning backgrounds and
the challenges they face when dealing with the high standards of students
and colleagues. The authors also point out instances when administrators
(unaccustomed to communicating with non-Japanese educators) end
up overburdening our Japanese colleagues with extra duties—an all too
common occurrence. Echoing the previous chapter, they remind readers
that one’s colleagues, whether Japanese or non-Japanese, have their own
sources of stress at work that, when acknowledged, can improve collegial
relations and overall workplace environment.

In summary, Teaching English at Japanese Universities is one of those few
resources geared toward educators and toward cultivating better teaching
practices, as opposed to the many books targeted at student learners. By
addressing topics like EMI and CLIL, the editors are reaching out to a much
broader audience than Wadden'’s original book, namely professors who may
not think of themselves as “teaching English.” At my university, for example,
there are professors who were recruited to teach courses like Computational
Mathematics, Engineering, and Earth Science in all-English settings. This
resource will undoubtedly help them learn more about the wider English
education environment and academic community within which they find
themselves.
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Reviewed by
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This collection of academic articles on Japanese workplace discourse might
prove to be an eye-opener for any non-Japanese person who lives and works
in Japan, even if they have been here for decades. Japanese at Work describes
in detail how language is used to render specific roles and personae at work
and contributes to exploring how business communication in Japanese
differs fromthatin English by sheddinglight on the complexities of politeness,
power, intercultural communication, and workplace socialization.

The two editors and contributors, Haruko Minegishi Cook and Janet S.
Shibamoto-Smith, are renowned Japanese language and discourse analysis
specialists. Together with six other contributors from the U.S. and Japan, they
offer a multifaceted description of an area that, with few exceptions, had
not been fully explored: naturally occurring Japanese workplace interaction.
In all but one of the studies included in this book, the authors draw their
conclusions from authentic audio and video material recorded at Japanese
or multinational companies in Japan. If you are a non-Japanese person
working in a Japanese company, your Japanese employers and colleagues
may, in fact, neither treat you as an equal nor expect you to perform to the
same standards as they would expect a Japanese employee. Although JALT
Journal readers may never encounter most of the situations and workplaces
described in the book, it still offers a chance to explore many aspects of intra-
and intercultural business interactions, together with the varied linguistic
strategies used to achieve more or less practical means and to construct
public personae in the Japanese business context.

Following the overview of the book in the Introduction, Chapters 2
and 3 focus on so-called employee orientation training sessions designed
to familiarize new employees with the expected standards of language,
behavior, and business culture that characterize their workplace. The
respective authors, Cynthia Dickel Dunn and Cook, suggest even Japanese
people need to undergo specialized training to familiarize themselves with
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thelanguage and social expectations of their jobs after being hired. The sharp
divide between the pre- and posthiring identities of the new employees
becomes evident not only from the surveys conducted but also from the
apparent struggle to conform, which some of the new hires experience. The
process may vary by industry, but the contents of such training sessions
appear to be largely similar, with a clear focus on language use and “proper”
business behavior. Academia does not, in my experience at least, offer such
training for faculty.

Unlike the rest of the collection, Chapter 4 is based on a study of two
fictional TV business dramas. However, Shibamoto-Smith is still able to
pinpoint obvious distinctions in how female characters are referred to
compared to their male co-workers, in the language they use, and in the
way they behave, all of which, while not necessarily reflecting reality, may
influence it to some extent as media is a powerful tool.

Three of the chapters in this book describe interactions in cross-cultural
business environments. In Chapter 5, Junko Saito presents an analysis
of recorded business meetings, showing how men choose different first-
person pronouns to highlight various aspects of their masculinity and
how they denigrate female colleagues not present to bond with other male
employees. Stephen ]J. Moody analyzes distinctions in language use, in this
case not gender-based but rather nationality-based in Chapter 9. He focuses
on terms of address in interactions between American student interns
(weak status) and their Japanese colleagues or superiors (strong status).
The findings suggest that, although they may be trying to conform to the
perceived American standards, the Japanese workers are, in fact, treating
the interns as outsiders, or even as children in some cases, when they
choose not to address them in the same way as they address each other in
the workplace. Humor and laughter are the topics taken up in Chapter 7 by
Kazuyo Murata, who concludes that fun and laughter in Japanese corporate
settings may be used to highlight rank and power. This is contrasted with
New Zealand or the U.S.A., where humor is more collaborative and meant to
be funny or defuse tense situations. In the Japanese workplace, humor and
laughter are mostly initiated by whoever has more power in a given case and
are not necessarily intended to indicate that something is funny, which may
lead to misunderstandings in intercultural contexts.

The remaining two chapters deal with the use of dialect versus standard
Japanese and polite versus plain forms during meetings (Andrew Barke,
Chapter 6) and with the use of directives in secondary school faculty
meetings (Naomi Geyer, Chapter 8). The results show that dialect is not
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employed in the opening and closing sections of meetings, which are highly
formal, but it does appear in all other parts of meetings to emphasize the
personal nature of a topic, lighten the atmosphere, or show solidarity. As for
the form of directives, the ubiquitous -te kudasai is used in already agreed
upon requests as is the form -to iu koto de, while donatory verbs (e.g., kureru,
morau) mitigate more imposing demands.

Under economic circumstances that seem to require the acquisition of
more and more foreign labor and considering new government policy that
was introduced to address this issue (Hamaguchi, 2019), understanding the
peculiarities of the Japanese business environment from a wide variety of
perspectivesis essential. As such, it can be said that the biggest strength of this
book s its considerable contribution to unraveling the mysteries of language
use, behavior, and identity construction in Japanese corporate workplaces. A
recent 2019 Persol Research Institute survey found that Japanese managers
feel significant stress from working with foreign subordinates, with one of
the major quoted stress factors being the fact that foreign people do not
understand Japanese common sense. The various chapters in this volume
could provide helpful hints for both international employees and their
Japanese employers as they shed light on both differences and similarities
between cultures and expectations in the workplace.

The book is not prescriptive in any way or form. However, many of the
findings here could also benefit people like me who have no official training
or business connections but have experienced formal meetings, negotiations,
and maybe even conflicts in Japanese workplaces first-hand, with no idea of
what the socially appropriate behavior or response was. While discourse
analysis, linguistics, and sociopragmatics scholars will definitely take an
interest in the new ideas brought forth by this book, people interested in
Japan and Japanese culture, foreign people already living here, or those
planning to work in Japan will also find it fascinating.
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Speaking Up: Understanding Language and Gender. Allyson
Jule. Blue Ridge Summit, PA: Multilingual Matters, 2018. x +
127 pp.

Reviewed by
Tanja McCandie
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Allyson Jule, the author of Speaking Up: Understanding Language and Gender,
is Co-Director of the Gender Studies Institution and Professor at Trinity
Western University. At only 127 pages, Speaking Up is a brief introduction to
the growing research into the concepts of language and gender. Consisting
of eight chapters, the book is divided into two parts: “Understanding
Gender and Language Use” and “Understanding Gender and Language
Use in the World.” The first part presents a beginner’s guide to the powers
and limitations of language use and gendered expectations. The second
part addresses language and gender in relation to media, education, the
workplace, religious sectors, and relationships. Each chapter closes with a
summary of the key information covered. An informative glossary precedes
an impressive reference list for those keen to study more extensively in this
field.

The beginning chapter “Basics,” provides foundations in terminology and
concepts that surround gender and gender roles and beliefs: liberal, social,
and radical feminism; intersectionality; patriarchy; misogyny; sex and
gender differences; and LGBTQ+ are all addressed. An overview of historical
shifts in feminism, comments on notable feminists, and a discussion on the
influence of globalism and neoliberalism provide sufficient background for
the reader, be it someone new to the field or someone with a background in
language and gender.

In Chapter 2 “Language as Gendered,” Jule posits that though language is
often considered passive and neutral, it is not value-free and can be used as a
tool of oppression. Languageisareflection of society; thus, itis often gendered
in its use. The author points to Robin Lakoff’s research regarding hedging,
rising intonation, indirect commands, politeness, and vocal fry often being
viewed as female features that consequently can be used to demonstrate
subordination to a power figure, but also to show membership to a certain
group. The necessity of further research into relationships between class,
power, and language is highlighted, pinpointing social constructionism and
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how positions in society “are fluid, negotiable, and constantly changing” (p.
28).In addition, Jule looks briefly at critical discourse analysis and gendered
discourse by underlining the power and gendered expectations found in
interactions.

Part 2 opens with “Gender and Language Use in the Media and
Technology” (Chapter 3), in which Jule notes that media has come under
scrutiny within feminist research. Advertising that portrays sexuality,
sexualization, and hypermasculinity and femininity are at an all-time high.
While heteronormative trends are decreasing in correlation with improving
LGBTQ+ awareness, there is no denying that companies use gendered
identities to sell products. These identities have evolved from stereotypical
housewife-type roles to more self-reliant “girl power” images for women,
and an increasing inclusion of sensitive and vulnerable portrayals of men.
These evolutions notwithstanding, the persistence of female “talk time,”
unattainable standards of female beauty, consumer branding based on sex,
and misogynistic abuse and harassment within social media and gaming
are all highlighted. Jule acknowledges that while men are objectified by the
media, misogyny is deeply embedded, with women more often manipulated
and the ramifications much more destructive.

Malala Yousafzai’'s “We Cannot All Succeed When Half of Us Are Held
Back” aptly begins Chapter 4. The focus in “Gender and Language Use in
Education” is on educational institutions and their gender inequalities
concerning learning styles, strategies, and results. Gendered interactions,
expectations, and reinforcement of behaviours further the continuance
of social reproduction; boys are encouraged to speak up, take risks, and
become leaders, whilst girls are taught to be quiet, passive, and supportive.
In lower level institutions, male student aggression towards female students
and educators highlights patriarchal power structures learned from an
early age. In postsecondary institutions, sexual violence on campuses
paired with a lack of support for victims illuminates grave inadequacies in
addressing gendered marginalization issues. Discussion on female silence
as a participation strategy proves thought-provoking when considering
declining birth and marriage rates as one specific way Japanese women are
silently protesting their treatment in society (Rich, 2019).

Chapter 5 “Gender and Language Use in the Workplace,” provides a
description of how men and women frame themselves based on societal
gendered norms and their associated “appropriate” behaviour. Interestingly,
rather than focus on what those gendered norms are, the spotlight in this
chapter is on generalized leadership styles of women deemed successful
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in the workforce, citing characteristics associated with “masculine and
feminine speech that is both simultaneously assertive and supportive” (p.
69). Despite these examples of successful women, the glass ceiling is still
very real. Women are making strides but, regardless of education levels and
equity laws, real visible power in the workforce is still beyond reach. This
is repeatedly reflected in the number of women in management positions,
and a similar situation can be seen closer to home when looking at tenure
rates for female professors in Japan; in 2015, only 23 percent of all tenured
university researchers and educators were female (Nagatomo, 2016).

In Chapter 6 “Gender and Language Use in Religion,” Jule explains how Ju-
daic, Christian, and Islamic religious beliefs influence gender and language.
She discusses both right-wing Christian evangelicalism and radical Islam as
influencers on gender and language, observing that “many religious people
discard feminism .. .. Likewise, many feminists discard religion . .. because
of the deep patriarchy at the core of religious dogma” (p. 79). Jule notes that
the Torah, the Bible, and the Qur’an were all allegedly written by men, with
communities often justifying misogyny based on these writings. The belief
that all-powerful deities are male is mirrored in leadership roles and power
structures within most organized religions, with women often providing
supportive, silent roles. “Gender and Language Use in Relationships,” the pe-
nultimate chapter, distinguishes institutional talk from social talk, illustrat-
ing the ways in which language and gender are used in social relationships.
The author looks at how men and women conduct conversations, maintain
authority, and foster relationships using language as a tool. Women tend to
use language that shows focus, closeness, and support in order to maintain
strong social bonds and demonstrate affection. Men, conversely, general-
ize, positioning themselves as less engaged and more independent when it
comes to gendered stereotypes of family roles. They show affection through
physically doing things they perceive as helping the other.

In the final chapter “An Anti-Conclusion,” Jule rightly states that the issues
surrounding language and gender will be infinitely transient. Environments,
social conditioning, and social factors are ever-evolving. Although there are
gendered language patterns, it is a complex matter that cannot be succinctly
divided and agreed upon with ease. Jule concludes by observing that victims
of domestic violence and sexual harassment are most often women, who
are socialized to be dependent, whereas men are conditioned as leaders
and power holders. The hope is that increased awareness of the impact of
language use will expand our understanding of human relationships and
possibilities for all.
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This book should be included on reading lists for anyone interested in
gender, language, and classroom or workspace dynamics. The first two
chapters contain accessible language to introduce gender studies, feminism,
and gender and language connectivity. The second section clearly deals with
various gendered spheres familiar to all, encouraging readers to consider
their own relationship with language. The glossary is a reader-friendly
bonus, either offering support to those with a limited background in the
field or serving as a refresher on the terminology to others.

My only real criticism is that, as Jule directly comments on throughout,
this topic is fluid and ever-changing. The focus on and interchanging of
male/female and man/woman and the omission of nonbinary discussion
could be viewed as outdated due to the growing acceptance of gender as a
spectrum. For those who neither identify as, nor limit themselves to, binary
norms, further discussion of language and gender intersectionality would
strengthen the understanding of gendered roles, expectations, and language.
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Over the last decade, the relationship between motivation and L2 learning
has been at the forefront of research and practice in the field of SLA. This is
largely due to the forces of globalization placing unprecedented demands
on countries to promote the learning of English, while concomitantly
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practitioners have been raising concerns over the apparent lack of L2
learner motivation, particularily in Asian contexts. L2 Selves and Motivations
in Asian Contexts is an edited collection of 13 chapters that aims to bring
together a wealth of theoretical and practical knowledge in the field of L2
motivation from an Asian perspective. This collection broadens the scope of
research brought together previously by the same editors (2013) concerning
the Japanese context and questions whether it is indeed appropriate and
even legitimate to consider L2 motivation in a geographically generic Asian
context.

In Chapter 1, the editors set the scene for the collection of works in this
volume by providing the reader with a theoretical background to L2 motiva-
tion and its relationship to the L2 self. This introductory chapter also pre-
sents the editors’ holistic vision for understanding L2 motivation from an
individual-learner-in-context approach rather than from any single theory
or research method. Next (Chapter 2), Peter Gobel, Siew Ming Thang, and
Setsuko Mori revisit studies and theories of attribution that are based on
Western research, in which individual learner attributes have been shown
to dominate and which may not be relevant to the interdependent group-fo-
cused Asian learner. Chapter 3 continues with the theme of the importance
of societal factors in determining an individual learner’s L2 motivation. In
this chapter, Tae-Young Kim explores the interaction between complex dy-
namic systems theory and sociocultural theory, and in particular, the role
that societal pressure and the parent play in a child’s learning. In Chapter
4, I-Ling Chen and Hung-Tzu Huang utilize the L2 motivational self system
(Doérnyei & Ushioda, 2009) to investigate the L2 selves of junior high school
Taiwanese students and explore whether the ideal L2 self is as significant
a factor for L2 motivation as it is in Western contexts. In Chapter 5, Szu-An
Chen also explores motivation in the Taiwanese secondary school context
and utilizes interview studies to qualitatively investigate the dynamic na-
ture of students’ L2 motivation with particular attention being paid to the
dominant role of the teacher and how they can encourage new ways of
cognition among their students. In Chapter 6, Marcos Y. Lopez and Richard
D.L.C. Gonzales are also concerned with the roles that cognition and espe-
cially critical thinking (CT) play in foreign language learning (FLL). Their
complex quantitative study regarding the relationship between FLL motiva-
tion and CT motivation among Filipino learners also looks at the role that
gender plays.

From here the book shifts slightly with Michiko Ueki and Osamu Takeuchi,
in Chapter 7, looking at the impact of study abroad (SA) experience on L2
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motivation from the Japanese university student perspective, investigating
the effect that SA has on learner anxiety and self-efficacy. In Chapter 8, we
move to China, and Mingyue (Michelle) Gu and Xiaoyuan (Doris) Qu utilize
critical discourse analysis methods to explore the relationship between
discourse construction and motivation construction with an emphasis on
the impact of interpersonal relationships on motivation. In the next chapter
(Chapter 9), Amol Padwad and Krishna Dixit give unique insight into L2
motivation from a teacher’s perspective in the Indian context, exploring
the effect of teachers’ behavior on their own motivation. Qian-Mei Zhang
(Chapter 10) continues with the theme of motivation from a teacher’s
perspective, investigating how activity theory can explain why seemingly
motivated secondary school teachers in China lose their motivation and how
they can regain it. In Chapter 11, Martin Lamb, Sri Puji Astuti, and Nilawati
Hadisantosa report on what strategies Indonesian teachers use to motivate
their students to study English. In Chapter 12, Nathanael Rudolph provides
us with an understanding of the concept of poststructural theory and how
it can be applied to foster L2 motivation among glocal communities of L2
learners in an increasingly globalized world. Finally, in Chapter 13, Apple
and Da Silva question the definition of an ideal L2 self and plot a future
trajectory for L2 motivation in an Asian contextby proposing a spectrum of L2
motivation on a continuum that opposes polarizing absolutist and relativist
theories and offers a universalist midway approach to L2 motivation.

One of the greatest strengths of this volume is that it brings together a
collection of research on L2 motivation in relatively similar contexts with the
aim to add weight and balance to a field of study that has until recently been
dominated by studies carried out in Western contexts. However, the volume
presents somewhat of a paradox. The book brings together a collection of
chapters from Asian contexts and yet concomitantly encourages the reader
to question whetheritisindeed appropriate to group these different contexts
under an Asian umbrella as it may be a false dichotomy (p. 235). The editors
point out that the plural “contexts” in the book title is in reference to the
many diverse teaching and learning situations that exist and that comprise
each form of context (e.g., countries, cities, towns, and schools) even though
there is reference made to L2 motivation in an “Asian context” (p. 3). The
editors also acknowledge that the results from studies in this volume
relating to Japan, Korea, China, and Taiwan have more similarities (p. 235)
than those from South East Asian contexts and admit that the volume as a
whole may “have raised more questions than answered” (p. 237).
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Overall, however, I recommend this book to both theorists and
practitioners as it aims to stimulate thought as well as provoke argument
on the central topic of L2 selves and motivation from a “person in context”
(Ushioda, 2013) view. Each chapter provides unique insight into the teaching
and learning context in which the studies take place, enriching the entire
body of L2 motivation research and reversing the flow of knowledge from
the periphery to the center.
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Practical Research Methods in Education: An Early Researcher’s
Critical Guide. Mike Lambert (Ed.). Abingdon, England:
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Reviewed by
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Practical Research Methods in Education provides students engaging in or
considering postgraduate study a refresher course by revisiting concepts
and methodology in education research. Current educators who are not
considering postgraduate study might also gain a closer understanding of
the ways to formally evaluate and critique their own work and that of others
from this book. This book might also be of value to all educators who are
undertaking research, as it provides succinct definitions of terms, questions
to consider before and during research, and many quality references for a
deeper understanding if needed. This book is particularly helpful in that
along with clear, concise definitions of terms and their application, each
of the 13 chapters also describes how the author applied various concepts
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in real-world (as opposed to theoretical) research projects which have
been published. This makes the book very accessible, especially in how
the authors explain and apply concepts and terms in a way that not only
allows teachers to understand but also allows them to see their relevance to
their own contexts. Readers are introduced to a wide range of methods and
approaches applicable to teaching contexts as well as research.

Each chapter follows a set format: (a) an introduction to the topic, (b)
a general explanation of merits and limitations, (c) a general explanation
of terms, (d) questions for the reader to reflect on, (e) a study where the
author used one or more of the concepts introduced and discusses them, (f)
a conclusion, and (g) a list of references and recommendations for further
reading. This logical and consistent organization makes it easy to follow
and find terms and information upon repeated readings. Furthermore, it
provides many jumping-off points for readers to learn more about each of
the topics, terms, theories, or research projects mentioned. Although every
chapter might not be applicable to all language teaching contexts, [ believe
the following chapters would be quite helpful for the majority of language
teachers and researchers.

Chapter 1, by Brendan Bartram, covers questionnaires, specifically dif-
ferent questionnaire types (online vs. written), question types (e.g., closed,
tick-box, and open-ended), the merits and limitations of questionnaires, eth-
ical considerations, an explanation of a study which used a questionnaire,
ways to analyze the data, and questions to consider when deciding on how
and when to use a questionnaire in research. Of particular interest were the
discussions of question phrasing, the need for piloting, and ethical issues
regarding how respondents might feel coerced into completion, as these
issues are not always thoroughly detailed when questionnaire research is
presented. Questionnaires are an achievable way for novice language re-
searchers to begin conducting research because they require little statistical
analysis and are easily applicable in classes given permission of the institu-
tion. This chapter provides an excellent way to begin to think about how
to create your own questionnaire, the possible applications, and potential
areas of difficulty and complications.

Chapter 2 focuses on the importance of interviews, which can provide
additional insights and enrich quantitative research through the
generation of qualitative data. This chapter mainly presents the definitions,
differences, advantages, limitations, and applicable scenarios of structured
interviews, semistructured interviews, unstructured interviews, and
focus-group interviews. It also provides a personal overview of chapter
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author Jo Winwood’s research as well as advice on practical issues such as
scheduling, note-taking, data analysis, and piloting. Interviews might also
be an achievable way for novice language researchers to begin conducting
research, as they also require little statistical analysis. They do, however,
require more time and individual researcher effort than questionnaires.

Chapter 6 deals with using quantitative data, and Michael Jopling success-
fully demystifies the terms, their applications, and the importance of using
quantitative data, and briefly deals with descriptive and inferential statis-
tics. The author provides many terms and deftly defines them, but without
specific numerical examples of each term it is easy for one term to blur into
the next and for readers to become confused. Those readers looking for a
simple overview of the terminology will be satisfied, while those looking
for a deeper understanding of quantitative data best look in other places.
Luckily, Jopling has provided recommended reading for more information
on quantitative data, which will most likely be a good place to start for those
interested readers.

Chapter 12 provides key definitions and characteristics of case studies.
Issues relating to collecting samples, combining methods, data gathering,
trustworthiness and validity, and ethics are discussed by Tunde Rozsahegyi.
Overall, a pragmatic but critical overview is provided of issues that a re-
searcher is likely to meet when planning, conducting, and evaluating case-
study research. In this chapter, the author explores her experiences with a
case study, which helps illustrate the limitations of case studies and how
they can offer personal interpretations and practical knowledge rather than
certainties.

Lastly, Chapter 13 details the history, the main researchers of, and the
overriding purpose of grounded-theory research, which is to obtain or-
ganized, believable ideas and concepts from practical investigation. The
examples of grounded-theory research in education might be new for read-
ers with a language-teaching background. Based on the work of Glaser and
Strauss (1967), Lambert also suggests that researchers should begin with
the collection of data without taking published literature into account; af-
terwards, theory can be drawn from the data; and lastly, the derived theory
can be applied to already published ideas. This is atypical to the traditional
way research is conducted (to over-simplify, first with a literature review,
then an idea or theory to research, followed by data collection, and then data
analysis). Lambert’s introduction to a grounded-theory approach might
motivate researchers who prefer more creativity or flexibility or who are
hesitant or intimidated by the breadth of literature to tackle.
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The remaining chapters in the book cover a range of methods (e.g., ob-
servations, Chapter 3; Q-methodology, Chapter 9; and ethnography, Chapter
11), materials (e.g., video, Chapter 5; documents, Chapter 7; and texts, Chap-
ter 8), as well as participant contexts such as involving children in Chapters
4 and 10.

This book is similar in the vein of the popular How Languages are Learned
(Lightbown & Spada, 2013) in that it is written in a highly accessible way
for readers of multiple backgrounds, provides excellent definitions of
terms, and includes references for other literature to read for more useful
and detailed information. Although the introductory, general, and broad
scope of the book means that teachers and researchers looking for in-depth
discussions and information will not find it very helpful, every chapter is
well-written, thoroughly explained, and will be of use to novice researchers,
those considering postgraduate studies, those needing concise and clear
term definitions, and those looking to expand their research knowledge
from second language acquisition to education in general.
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This book is a part of the Cognitive Science and Second Language Acquisition
(CS&SLA) series, which provides a holistic overview of concepts and
findings in cognitive science and second language acquisition. In this book,
Karen Roehr-Brackin gives a comprehensive introduction to the theme
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of metalinguistic awareness in seven chapters. This book aims to cover a
broad range of studies on metalinguistic awareness with both theoretical
and empirical views.

Chapter 1 goes over the relevant terminology and definitions. The
main concept, metalinguistic knowledge, is defined as “knowledge about
language” (p. 1), and it “includes knowledge of general principles applicable
to more than one language” (pp. 1-2). Metalinguistic ability is defined as
“the capacity to use knowledge about language as opposed to the capacity
to use language” (p. 2). Metalinguistic awareness is explained as “attentional
focus [on] the domain of knowledge that describes the explicit properties of
language” (p. 2).

Chapter 2 gives an overview of how metalinguistic awareness is facilitated
by different factors. Firstly, the age factor is discussed with an overview
of human cognitive development. The author mentions four phases of
metalinguistic development: (1) the acquisition of first linguistic skills,
(2) the acquisition of epilinguistic control (nonconscious behavior), (3)
the acquisition of metalinguistic awareness, and (4) the automatization of
metaprocesses. Secondly, literacy influence is examined through studies
that compare literate adults or children and illiterate individuals. Thirdly,
the influence of bilingualism is discussed. The author reviews a series of
studies that compare monolinguals and bilinguals, and experienced and
inexperienced bilinguals. In these studies, bilinguals tended to perform
better on more cognitively challenging tasks. The author argues that
selective use of multiple languages leads to higher executive control, making
bilinguals less likely to be distracted by unnecessary information.

Chapter 3 covers studies on metalinguistic awareness in language edu-
cation. The author opens by mentioning the underlying benefits and com-
plexity of multilingual education. Several projects that aimed to develop
metalinguistic awareness through multilingual education are introduced.
One example is Hawkins’s (2005) two-stage approach that aimed to initially
develop linguistic awareness in the earlier stage of language education,
and then in the later stage, affect instrumental purpose (e.g., study for ca-
reer development). Another project, Springboard to Languages, aimed to
facilitate students’ metalinguistic awareness through teaching Esperanto
based on the hypothesis that teaching Esperanto, whose linguistic structure
is regular and transparent, will foster metalinguistic awareness. Next, the
author discusses issues in the primary-school setting. In a study focused
on children’s notice and repair, children’s metalinguistic awareness was
enhanced through teacher-led discussions. Based on relevant studies, the
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author concludes that explicit instruction and form-focused activities are
beneficial for children as young as 7 or 8 years old.

Chapter 4 reviews a theoretical overview of metalinguistic awareness
as explicit knowledge. The author first mentions different views on the
relationship between implicit and explicit knowledge: noninterface, strong
interface, and weak-interface positions. The author explains that the weak-
interface position is broadly adopted in current SLA research and argues
that the two concepts, while separable and distinct, can interact with each
other indirectly. In the second part, the author defines noticing as detection
with focal attention accompanied by awareness, which can be divided into
three levels: perception, noticing or focal awareness, and understanding.
She also remarks that attention (characterized by alertness, orientation,
and detection) is distinct from consciousness and awareness. As for the
pedagogy of grammar, she compares the usage-based approach, which is
flexible and contextualized, and explicit metalinguistic knowledge, which
is stable and context independent. In the third part, the author discusses
learning difficulty. She describes various factors of implicit and explicit
learning difficulty such as frequency, salience, redundancy, complexity, and
technicality. In the fourth part, the relationship between language learning
aptitude and metalinguistic awareness is discussed. It is suggested that the
two factors are closely related, that they partially overlap, and that aptitude
influences metalinguistic awareness.

In Chapter 5, Roehr-Brackin summarizes empirical evidence of
metalinguistic awareness as explicit knowledge and/or learning. Firstly,
she examines the effectiveness of explicit and implicit instruction through
comparing focus on form (FonF), focus on forms (FonFS), and focus on
meaning (FonM). The research shows several grammatical aspects are
compatible with focus on forms instruction: “strong verbs, word order, modal
expressions, adjective endings, prepositions, use of tenses, and relatives” (p.
98). However, it is noted that focus on forms is more beneficial for advanced
learners, and its effectiveness can vary depending on L2 exposure and
individual differences. The author then examines how explicit knowledge
relates to L2 achievement and use. Various studies have shown that
metalinguistic knowledge and L2 proficiency positively correlate, albeit the
correlation coefficients varied. It is also suggested that several factors, such
as language learning aptitude, can intervene. As for other factors, studies on
cognitive processing suggested that time pressure and prototypicality affect
access to metalinguistic knowledge; prototypical uses are more automatized.
In the final part, the roles of learners and input variables are discussed. In
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the summary of several studies that examined the relationship between
metalinguistic awareness and learning aptitude, the author suggested that
acquisition of metalinguistic knowledge is somewhat predicted by aptitude.
At the same time, studies indicate that explicit knowledge enables learners
to take a top-down or deductive approach, which can moderate aptitude
disadvantages.

In Chapter 6, measurement of metalinguistic awareness is discussed by
looking at various tests and self-reports. As for the grammaticality judgment
task (GJT), it is suggested that timed GJTs attract more reliance on implicit
knowledge, while untimed GJTs allow more access to explicit knowledge.
However, Roehr-Brackin points out that unclear separation of explicit and
implicit knowledge can be a drawback. Although error correction and rule
illustration can be better alternatives, they also have issues that need to be
addressed; error correction can be completed with implicit knowledge, and
rule illustration is demanding for those who cannot verbalize rules. The
author suggests self-report as another way of measuring metalinguistic
knowledge, with learners indicating their level of awareness and use of
metalinguistic knowledge. Next, metalinguistic awareness in children
and adults with low levels of education is discussed. In measuring
children’s analytical knowledge, tasks that require detection, extraction,
or articulation of linguistic structures can be used, error correction tasks
being one example. In measuring children’s control of processing, tasks that
distract attention from meaning can be used. As for adult learners with low
levels of literacy or limited education, possibilities include measurement
of phonological awareness, lexical and semantic awareness, or textual and
discourse awareness. Lastly, the author introduces some ways of measuring
executive function. Tasks should be designed to test respondents’ ability
to select relevant information and respond, without being affected by
irrelevant information. Examples are the Simon task, the flanker task, and
the Attentional Network Task.

Chapter 7 concludes the book with a summary of the main points and
insight into future research. The author mentions that two perspectives
had been described: a cognitive-developmental perspective and an implicit-
explicit perspective. It is also noted that there are facilitative factors such as
bilingualism, working memory, aptitude, and metalinguistic awareness and
the notion that implicit and explicit can influence each other. As for future
research, the author suggests more research into a broader population
including bilingual children and adults with low levels of education,
comparisons between naturalistic and instructed acquisition, and
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investigations of how aptitude and cognitive styles influence metalinguistic
awareness.

This book will be particularly useful for researchers, including ones new
to issues in metalinguistic awareness. The author summarizes a series of
studies on each topic and organizes them in a way that readers can follow
the history of studies and the emerging views on each issue. In Chapters
4, 5, and 6, Roehr-Brackin explains how studies are designed to measure
metalinguistic awareness and examines their validity with regard to their
limitations. Such details will be especially helpful for researchers and
educators who expect to design studies in this field. While this book is well
organized in summarizing the empirical theories and evidence, it is less
clear in providing pedagogical applications in language education. Chapter
3 mainly deals with metalinguistic awareness in education, and Chapter
5 also examines the effectiveness of both explicit and implicit instruction.
However, as this is still an ongoing area of investigation, it can be a challenge
to draw implications on how exactly classrooms can be designed to foster
metalinguistic awareness or balance explicit and implicit teaching, both
of which have advantages and disadvantages. Overall, this book is a good
introduction to the topics of metalinguistic awareness and is a useful
resource for researchers.
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JALT Journal Call for Special Issue
Proposals

JALT Journal will publish a maximum of one thematic Special Issue every
two years and is calling for Special Issue Proposals. The articles in a Special
Issue should all be related to a theme that is relevant for language teach-
ing and/or learning within the Japanese context and will be of interest to
journal readers. To submit a Special Issue Proposal, please include the fol-
lowing: 1) contact information for the Guest Editor(s) and invited authors,
2) a description of the theme and why it would be of interest to the Journal’s
readers (maximum 500 words), 3) abstracts (in English for English manu-
scripts, in Japanese for Japanese manuscripts) of no more than 150 words or
400 characters (for Japanese abstracts) for each invited manuscript, 4) up
to five keywords for each invited manuscript, and 5) a proposed timeline for
review and publication. At least one invited manuscript must be in English.
Submit the above materials to jj-editor@jalt-publications.org

Proposal submissions will be reviewed by the Editors and Associate Edi-
tors of JALT Journal. If a proposal is accepted, the Guest Editor(s), under the
supervision of one or more of the Journal’s Editors (Supervising Editor(s)),
will find reviewers for the invited manuscripts, with the exception of manu-
scripts written by one or more of the Guest Editors. The reviewers for such
manuscripts will be found by the Supervising Editor(s). In order to be pub-
lished, a Special Issue must contain at least three accepted manuscripts, one
of which must be in English. In the event that the minimum number of man-
uscripts is not accepted, authors of accepted manuscripts will be offered the
opportunity to publish the manuscript in a regular issue of JALT Journal. The
Guest Editor(s) will be responsible for writing an introduction in English to
the Special Issue, maximum 2,000 words. The Guest Editor(s) may option-
ally invite a commentary (maximum 2,000 words) from a scholar who is not
one of the Guest Editors nor an author of a manuscript in the Special Issue.
The introduction and commentary will not be reviewed, but will need to be
approved by the Supervising Editor(s).
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