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In This Issue

Articles 
This issue contains four full-length research articles in English. The first 

article by Michael Burri is a case study that examines the development of 
the practices and cognition of a Japanese teacher about English pronuncia-
tion over a 5-year period. The following article by Akiko Kondo analyzes 
the relationship between phonological short-term memory (PSTM) capacity 
and the reading proficiency of Japanese English as a Foreign Language (EFL) 
learners. Thirdly, Junko Toyoda, Tomoko Yashima, and Scott Aubrey col-
laborate to investigate whether task-based learning (TBL) can foster situ-
ational L2 Willingness to Communicate (WTC) in novice learners of EFL at 
the lower secondary school level. Lastly, Paul Leeming’s research empiri-
cally evaluates the degree to which teachers and students can identify lead-
ers that emerge while conducting group work in the language classroom.

Reviews
The eight titles reviewed in this issue cover theoretical stances, the psy-

chology of teachers and learners, and the application of data and technol-
ogy in research, teaching, and writing. Given the strain of the COVID-19 
pandemic, Richard Bailey opens with a fitting look at 21 IMRD studies into 
the links between technology, second language teaching, and learner psy-
chology. Second, Anna Belobrovy reviews an edited volume on language 
teacher emotions, quite timely considering the emergency remote teaching 
constraints. Marcos Benevides next tackles a theoretical introduction to 
the Action-oriented Approach by also comparing and contrasting it with 
TBLT. The fourth review comes from Samikshya Bidari, who covers the title 
English as a Lingua Franca in Japan. Gregory Hadley reports on a resource 
for understanding data collection in applied linguistics research that is en-
gaging, practical, and approachable owing to the authors’ breadth of experi-
ence in Japan, Asia, and Europe. Marshall K. Higa evaluates a step-by-step 
guide for conducting eye-tracking research which also includes a compre-
hensive literature review. J. Paul Marlowe delves into a scholarly work on 
how Complex Dynamic Systems Theory can be applied to understand writ-
ing development in a second language. Closing out the issue, Maria Claudia 
Nunes Delfino examines the third edition of a volume on teaching academic 
writing to international business students.
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JALT Journal

From the Editor
As we continue to navigate these uncertain times, the JALT Journal edi-

torial team remains committed to ensuring that you receive most current 
and innovative research conducted in the Japanese context. We wish you all 
continued safety, good health, and good spirits. 

Our deepest gratitude goes out to Yo In’nami and to Natsuko Shintani, 
who have served as the JALT Journal Japanese-Language Editor and Associ-
ate Editor respectively, and sadly, who will be leaving us this year. They will 
be sorely missed for their steadfast dedication to the oversight and screen-
ing of potential Japanese-language contributions to the journal. At the same 
time, we would like to give a warm welcome to Kiwamu Kasahara, who will 
take over as the Japanese-language Editor. In addition, we would also like to 
welcome Rintaro Sato, who has just joined our team as Japanese-language 
Associate Editor. We are very happy to have you both on board!

Finally, we continue to thank our Editorial Advisory Board, Additional 
Readers and proofreaders for their continual support and diligence. We are 
always seeking more Readers to support the peer review process, so if you 
have research and/or academic writing experience and would like to read 
up to three manuscripts a year in your area of interest, please let us know. 
We would also be happy to hear from those of you interested in assisting 
us with the proofreading of manuscripts. Readers with experience in the 
following areas would be particularly welcome:

•	 quantitative analysis
•	 team-teaching
•	 second language teacher education (SLTE)
•	 language assessment

Please contact us at <jaltpubs.jj.editor@jalt.org> for further information 
about the opportunities above. We look forward to hearing from you.

 —Gregory Paul Glasgow, JALT Journal Editor
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Articles

“Teaching Pronunciation is Always 
on my Mind”: A 5-year Longitudinal 
Study on a Japanese English Teacher’s 
Developing Practices and Cognition 
about Pronunciation

Michael Burri
University of Wollongong

Systematic inquiry into second language teacher learning has been carried out for 
3 decades, but research into learning to teach English pronunciation is just emerg-
ing. The purpose of this paper is to address this gap by examining the long-term 
trajectory of a Japanese teacher of English learning to teach English pronunciation. 
The case study examined the development of the instructor’s practices and cognition 
(i.e., beliefs and knowledge) about English pronunciation over a 5-year period. A 13-
week pronunciation-pedagogy course, a narrative frame that elicited the instructor’s 
self-reported pronunciation teaching practices, and 2 classroom observations fol-
lowed by a semi-structured interview were used to collect data. The findings dem-
onstrated that the 5-year development of the teacher’s practices and cognition was 
a complicated and non-linear process. Several contextual factors were identified as 
being responsible for the uneven development of the teacher-participant’s practices, 
cognition, and uptake of content taught in the pronunciation pedagogy course.

第二言語教師学習についての系統的な研究は、過去30年間において数多くなされてき
た。一方で、英語の発音指導修得における研究は未だ萌芽的段階である。本研究は、英語

https://doi.org/10.37546/JALTJJ43.2-1
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の発音指導を修得した日本人英語教師を長期的に研究することでこのような溝を埋める試
みである。本ケーススタディにおいて、五年間にわたり教師の実践と英語発音に対する認
知（ビリーフや知識）の発達についての研究を行った。データ収集として13週間の発音教
授法コース、教師の発音指導実践を引き出すためのナラティブフレーム、及び二度の授業
観察、そしてそれに続く半構造化インタビューが用いられた。その結果、五年間にわたる
彼らの教育実践と認知は複雑かつ非線形であることが確認された。被験者である教師たち
の実践、認知、そして発音教授法コースを通して修得された内容の理解についての不規則
な発達の背景にはいくつかの文脈的要因が存在することが示唆された。

Keywords: longitudinal research; pronunciation; second language teacher 
education; teacher cognition; teacher learning

T he visibility of pronunciation in language teaching has increased 
markedly in the past two decades (Levis, 2015). Along with this at-
tention, inquiry into the preparation of pronunciation teachers has 

grown in the last few years. However, to understand the nature of what 
teacher learning entails, Webster (2019) posits that researchers must go 
beyond the second language teacher education (SLTE) and follow second 
language (L2) instructors into their professional careers. Crandall and 
Christison (2016) further assert that “[t]he field of SLTE needs longitudi-
nal research that investigates how teaching expertise emerges, [and] how 
teachers’ beliefs evolve” (p. 11); yet, few studies have examined the longi-
tudinal process of L2 teacher learning. Thus, the purpose of this paper is to 
examine the long-term trajectory of an L2 teacher learning to teach English 
pronunciation. Drawing on the notion of teacher cognition, the study exam-
ines the development of a JTE’s (Japanese teacher of English) practices and 
cognition about English pronunciation over a 5-year period, offering new 
insights into the longitudinal process of learning to teach pronunciation in 
a specific context.

Literature Review
In light of this longitudinal study’s focus on a JTE’s trajectory of learning 

to teach pronunciation, the literature review is divided into three sections: 
(a) longitudinal research on L2 teacher learning; (b) L2 teacher practices 
and cognition about pronunciation; and (c) the specific context of Japanese 
teachers of English and pronunciation. 

Longitudinal Research on L2 Teacher Learning
Systematic inquiry into L2 teacher learning began to emerge about three 

decades ago (Freeman, as cited in Sadeghi, 2019). Teacher learning—de-
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fined as an active and reflective means through which instructors construct 
and acquire knowledge, beliefs, and skills (Richards & Farrell, 2005)—must 
be meaningful and relevant to teachers’ classroom contexts in order for it to 
be stimulating and professionally enriching (Desimone, 2009). The general 
view is that for continuous professional learning to be effective, it needs 
to be teacher driven (Hayes, 2019). Despite the growing body of literature 
on L2 teacher learning, relatively few empirical studies have explored the 
longitudinal process of learning to teach English as an additional language 
(Webster, 2019). 

Studies conducted in pre-service teacher education contexts, for example, 
have demonstrated that substantial time is required for student teachers’ 
beliefs and knowledge to develop (Mattheoudakis, 2007). At the same time, 
some researchers have suggested that SLTE was relatively ineffective since 
previous L2 learning experiences can exert powerful influence on student 
teacher beliefs (Peacock, 2001; Urmston, 2003). However, drawing almost 
exclusively on questionnaire data, both Peacock and Urmston produced a 
restricted understanding of student teacher learning. Conversely, Tang et al. 
(2012), utilizing multiple data sources, including an essay, a survey, lesson 
plan analysis, and interviews found that curricular and institutional factors 
impacted and often impeded professional learning of pre-service teachers. 
This, in turn, could cause practitioners to resort to practices and beliefs held 
prior to SLTE. Macalister (2016) also identified the local context as impact-
ing the practices of pre-service teachers in a practicum setting. 

Research into the learning process of practicing L2 instructors has also 
shed light on what learning to teach language entails. As Kang and Chen 
(2014) showed, for instance, the cyclical process of L2 instructors’ develop-
ing practices and cognition (beliefs and knowledge) resulted in considerable 
teacher growth (i.e., learning). Phipps and Borg (2009), however, found that 
contextual factors such as classroom management concerns and student ex-
pectations can cause tensions between a teacher’s beliefs and their practic-
es” (p. 385). Another line of research, which explored the long-term profes-
sional identity construction of L2 instructors, also demonstrated the strong 
impact contextual factors (e.g., institutional power relationships) have on 
instructor learning trajectories, including their practices and cognition (Gu, 
2013; Tsui, 2007). Relevant to the focus of this present study, Webster’s 
(2019) research revealed that novice instructors’ knowledge about teaching 
speaking plateaued developmentally as a result of the teachers working in 
professional isolation. 
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A common and prominent finding generated by the aforementioned 
longitudinal studies is that context exercises considerable influence on the 
process of L2 teachers’ professional learning. Yet, it must be noted that few 
of these studies extended beyond a year and therefore provided somewhat 
limited insights into the learning trajectories of L2 teachers. That is, the 
development of L2 instructors’ practices, beliefs, and knowledge over a 
period of several years remains largely unexplored. Addressing this gap ap-
pears to be urgently needed given Kang and Chen’s (2014) proposition that 
longitudinal research is “expected to help paint a more accurate picture of 
the domain of teacher learning” (p. 184). In this respect, the current study 
makes an important contribution by enhancing our understanding of the 
longitudinal process of learning to teach pronunciation through the exami-
nation of the 5-year development of a JTE’s practices and cognition about 
English pronunciation.

L2 Teacher Practices and Cognition about Pronunciation 
There are a wide variety of pronunciation-specific resources available to 

practitioners and researchers, reflecting a growing interest in pronunciation 
pedagogy (e.g., Celce-Murcia et al., 2010; Derwing & Munro, 2015; Gilbert, 
2012; Jones, 2016; Kang et al., 2018; Reed & Levis, 2015; Yates & Zielinski, 
2009). Additionally, regular pronunciation symposia and conferences are 
held in the United States, Australia, Finland, and Poland, the Journal of Sec-
ond Language Pronunciation was established a few years ago, and a growing 
number of classroom-based studies have provided convincing evidence of 
the effectiveness of pronunciation instruction (for two overviews, see Lee 
et al., 2015; Saito, 2012). Corresponding with these recent developments, 
the pedagogical view of pronunciation has advanced substantially. One of 
the most notable paradigm shifts is the move away from the native prin-
ciple (Levis, 2005). That is, native-like pronunciation is no longer seen as 
the pedagogical target, with scholars proposing intelligibility (defined as 
clear and easy to understand speech) to be the goal for which L2 teachers 
should aim (Thomson, 2014). A second major proposition is that for pro-
nunciation instruction to be effective, segmentals (consonants and vowels) 
and suprasegmentals (stress, rhythm, and intonation) must be taught in the 
L2 classroom (Sicola & Darcy, 2015; Thomson & Derwing, 2015). A third 
notion is the need and provision for automatization and repeated practice 
in the L2 classroom to enhance students’ intelligibility and fluency (Baker, 
2014; Gatbonton & Segalowitz, 2005). Yet, despite these recent conceptual 
and pedagogical advancements, research has shown that L2 teachers often 
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lack confidence in their ability to teach pronunciation. This uncertainty has 
been attributed to the absence of pronunciation-specific training opportuni-
ties in SLTE programs (Bai & Yuan, 2018; Couper, 2016; Foote et al., 2011).

Research revealing a lack of instructor confidence and training has typi-
cally been underpinned by second language teacher cognition (SLTC). SLTC 
research “seeks, with reference to their personal, professional, social, cultur-
al and historical contexts, to understand [L2] teachers’ minds and emotions 
and the role these play in the process of becoming, being and developing as 
a teacher” (Borg, 2019, p. 20). Thus, SLTC research has provided valuable 
insights into L2 teachers’ practices, beliefs, and knowledge about pronun-
ciation teaching and learning. Responding to the concerns about instructors’ 
training (or lack thereof), the most recent line of SLTC-based inquiry has ex-
plored the process of student teachers learning to teach English pronuncia-
tion in SLTE programs. Studies have shown the positive impact a pronuncia-
tion pedagogy course can have on student teachers’ practices and cognition 
(Baker, 2011; Buss, 2017; Lim, 2016). The importance of student teachers’ 
linguistic backgrounds, previous teaching experiences in learning to teach 
pronunciation, and the mediational relationship of cognition development 
and identity construction in becoming a competent pronunciation instruc-
tor (Burri et al., 2017) has also been established. Moreover, program-related 
factors, including assessments, group work, discussion tasks, required 
readings, hands-on training sessions, classroom observations, and course 
content, all appear to play important roles in student teachers acquiring 
skills and knowledge necessary to teach English pronunciation (Burri et al., 
2018). Less researched and understood, however, are JTEs’ practices and 
cognition about pronunciation, an area that is discussed in the third section 
of this literature review. 

Japanese Teachers of English and Pronunciation
Assuming that adequate training opportunities are included in SLTE 

programs, the contemporary view in language teaching is that native 
English-speakers and non-native English-speakers can be effective pronun-
ciation teachers (Levis et al., 2016). In light of this proposition, along with 
recent educational reforms advocating communicative English teaching, 
pronunciation is gaining momentum in Japan (Hanazaki et al., 2017). Not 
surprisingly then, studies on pronunciation practices and cognition of JTEs 
are beginning to emerge. While pronunciation instruction is considered to 
be important for Japanese learners of English to attain intelligible speech 
(Chujo, 2015) and JTEs’ knowledge of phonetics is seen as being more effec-
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tive than using “repeat-after-me” in the instruction of segmentals (Hanazaki 
et al., 2017), research has demonstrated that junior high school JTEs tend to 
lack confidence in pronouncing larger segments of language (Uchida & Sugi-
moto, 2020). Also, “listen & repeat” is predominately used with large classes 
and suprasegmentals receive less attention in the classroom (Uchida & 
Sugimoto, 2018). A shortcoming of these recent studies is that findings and 
subsequent recommendations are derived exclusively from questionnaire 
data. More comprehensive data sets are needed to attain an in-depth under-
standing of what JTEs do, believe, and know about pronunciation. Research 
must also examine the longitudinal trajectory of JTEs learning to teach 
pronunciation. The present study addresses this need by not only bringing 
practices and cognition together (Kubanyiova, 2012) but also by examining 
their development over a period of five years to better understand teacher 
learning. Importantly, the goal of this study is not to judge a JTE’s pedagogi-
cal effectiveness; rather, the aim of the current study is threefold: (1) to gain 
an in-depth perspective on a JTE’s 5-year professional trajectory, (2) to add 
to our understanding of teacher learning, and (3) to make recommendations 
that are relevant to L2 teacher educators and L2 teachers in order to im-
prove the preparation of pronunciation teachers and to support practicing 
teachers in their endeavour to  pronunciation into their classrooms. 

Research Questions
Having positioned the paper within the relevant literature, the study was 

guided by the following two research questions: 

RQ1. 	 How do a JTE’s practices and cognition about pronunciation develop 
over a period of five years? 

RQ2. 	 To what extent do the JTE’s current practices and cognition reflect 
content taught in a graduate course in pronunciation pedagogy?

Method
Study Design, Data Collection, and Research Context

The longitudinal research project was comprised of a case study design 
(Creswell, 2013) in which multiple qualitative data sources were triangulat-
ed. Collecting a substantial amount of qualitative data allowed me to attain 
an in-depth understanding of the development of practices and cognition 
of one JTE situated in a specific context. The study also reflected principles 
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of ethnographic inquiry by utilising several non-participatory classroom 
observations and interviews over a period of five years.

The five-year inquiry (2013-2018) consisted of three distinct phases: 
(a) a 13-week elective course in teaching pronunciation; (b) the partici-
pants’ completion of a narrative frame self-reporting on actual classroom 
pronunciation teaching practices; and (c) classroom observations of one 
participant by the researcher followed by a semi-structured interview. The 
present study is part of a larger research project in which 15 student teach-
ers initially participated in Phase 1. Of the 15 participants, five decided to 
continue into Phase 2. One teacher-participant then dropped out with four 
teachers remaining in Phase 3. Aoi (pseudonym), the JTE this paper focuses 
on, was one of four JTE participants who took part in all three phases.

At the beginning of Phase 1 (in July 2013), I obtained written consent from 
15 student teachers enrolled in a postgraduate course on pronunciation peda-
gogy to participate in the study. This was an elective course in a MEd in TESOL 
program offered at an Australian university. The course was 13 weeks long 
with 3-hour lectures taught once a week. Every week focused on a different 
topic of English pronunciation. The topics aligned closely with the core text 
Teaching pronunciation: A course book and reference guide (Celce-Murcia et 
al., 2010). The study design overview is displayed in Table 1 on the next page.

A typical lecture was divided into three parts. The first part focused on 
theoretical and technical aspects of English phonology. In the second section 
the student teachers were trained in various controlled, guided, and free ac-
tivities (Baker, 2014). Among the many techniques introduced to the class, 
haptic pronunciation instruction (Acton et al., 2013; Acton, 2020) featured 
most prominently. Haptic pronunciation instruction implies a systematic 
combination of different kinds of movements and touch to help L2 instruc-
tors integrate pronunciation into their classrooms effectively. The third part 
then aimed at facilitating the student teachers’ phonological awareness by 
having them analyse a number of L2 learner speech samples. 

The students were required to complete three assignments. The first 
was an essay on the state of pronunciation instruction in a country of their 
choosing. The second assignment was a quiz, which assessed the students’ 
newly acquired knowledge of the English sound system. For the third and 
last assessment task, the student teachers had to analyse an English learn-
er’s speech and recommend several teaching techniques that could be used 
to help improve the learner’s intelligibility. 

As for data sources collected in Phase 1, I administered a pre- and post-
course questionnaire with the aim of capturing the students’ background 
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Table 1
Overview of Study Design
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information as well as their cognition about English pronunciation. Both 
questionnaires employed multiple-choice and open-ended items and were 
designed to yield insights into student teachers’ cognition development 
(Busch, 2010; Mattheoudakis, 2007). The 15 participants were then divided 
into four groups that took part in three focus group interviews held in weeks 
5, 9, and 12. The JTE in this study was part of the second focus group (two 
more JTEs and an Australian teacher were the other group members). 
I asked the members about any critical incidents (see Richards & Farrell, 
2005) they may have experienced in the lectures or at some point during 
the course. A typical focus-group meeting lasted about 60 minutes. In addi-
tion to the focus group interviews, I observed and video recorded all of the 
3-hour lectures, and I collected the third assessment task. The assessment 
was collected because it was believed to reflect participants’ cognition at the 
end of the course. It should be noted that I was not involved in the teaching 
of any of the lectures or in the marking of the assignments. 

For Phase 2, I emailed a narrative frame to the five teacher-participants 
in December of 2016. A narrative frame is a “written story template con-
sisting of a series of incomplete sentences and blank spaces of varying 
lengths. Structured as a story in skeletal form, [the objective] is to produce 
a coherent story by filling in the spaces according to writers’ experiences 
and reflections on these” (Barkhuizen, 2015, p.178). The narrative frame 
consisted of four separate sections (background, pronunciation teaching, 
reflecting on the pronunciation pedagogy course, and additional thoughts) 
with the pronunciation teaching part containing 10 incomplete sentences 
and therefore being slightly longer than the other three sections (see Burri 
& Baker, 2020, for the narrative template). The following is an example of an 
incomplete sentence that was included in the pronunciation teaching sec-
tion: When I teach English pronunciation to my students, I focus on teaching 
___________________________ because _______________________. Given that the instruc-
tors were now teaching in a variety of contexts and locations (Wollongong, 
Melbourne, Tokyo, and Hong Kong) that were not easily accessible, having 
the teachers complete a narrative frame was considered to be an effective 
way to collect data on the participants’ self-reported practices and cogni-
tion. The JTE on which I am focusing this paper returned the completed 
frame to me in February 2017.

One of the limitations of the second phase was the self-reported nature of 
the teachers’ practices. Thus, a third phase—for which a grant was obtained 
from my institution—was added. Phase 3 allowed me to visit the teachers’ 
classroom and talk with them face-to-face. Two classroom observations and 
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a 60-minute semi-structured interview were conducted with each teacher. 
Questions asked in Phase 1 (pre- and post-questionnaire, focus groups) and 
Phase 2 (narrative frame) as well as questions that arose from the two phas-
es and the two observations conducted in Phase 3, plus Richard’s (2011) 
teaching competence framework comprised of a sociocultural perspective 
on L2 teaching informed the creation of the interview questions. Having 
similar questions in all three phases allowed me to compare themes and 
subsequently attain insights into the study participants’ trajectories. 

Both of the observed classes were video recorded with the camera fo-
cusing on the teacher (the students provided written consent to be video 
recorded). I made sure to stand in the back of the classroom and observe the 
lesson as inconspicuously as possible, as Creswell (2013) recommended. 
The two observations and the semi-structured interview with the teacher 
participating in this study were done in Tokyo in November 2018.

Teacher-participant
Aoi commenced her master’s program in early 2012 with five years of 

English teaching experience at a senior high school in Japan. After complet-
ing her graduate studies at the end of 2013, she secured a part-time position 
at a high school in the Tokyo area. Having completed that year, she obtained 
a full-time job at a different private junior and senior high school also lo-
cated in Tokyo. During Phase 2 of the study, Aoi taught grade 9 students and 
grade 7 in Phase 3. For both grades she was responsible for teaching Gen-
eral English which included four 50-minute lessons per week. New Treasure 
(2015) was the main textbook used in the course. In addition to the four 
weekly lessons, the students attended an English conversation class once 
a week with a native English teacher and two grammar lessons per week 
taught by Japanese teacher. There were 15-23 students who were in class in 
both phases with their English proficiency being at a pre-intermediate level. 
At the time of Phase 3, Aoi was 35 years of age and had been in her full-time 
teaching position for four years.

Data Analysis
Initially, all the qualitative data, including the verbatim transcribed focus 

group interviews (Phase 1) and semi-structured interview (Phase 3) was 
read carefully. Once done, I wrote three profiles for Aoi—one for each phase: 
Phase 1) Beginning and end of graduate course; Phase 2) reported teach-
ing context; and Phase 3) current teaching context. These three profiles 



153Burri

were positioned next to each other in a Word document and read, re-read, 
and refined numerous times. Aoi was given the opportunity to validate the 
profiles, and she requested a few minor changes to be made to the third 
profile. Analysing the three profiles concurrently allowed me to identify 
several themes across the three profiles, which, in turn, enabled me to at-
tain an in-depth understanding of the 5-year development of Aoi’s practices 
and cognition about pronunciation. I acknowledge the subjective nature of 
this process, but this study is part of a larger research project and therefore 
my co-investigator assisted with the construction of these profiles and the 
identification of themes, increasing the trustworthiness of the data analysis. 
I am confident that my analysis of Aoi’s learning trajectory is based on a 
careful, in-depth examination.

Findings
The findings of this longitudinal case study demonstrated that the 5-year 

development of Aoi’s practices and cognition about English pronunciation 
was a complicated and multifaceted process. Also, the extent to which some 
of her practices and cognition reflected content taught in the pronunciation 
pedagogy course varied markedly. The analysis of the three profiles revealed 
four major themes: (a) teaching of suprasegmentals; (b) delivery of pronun-
ciation instruction; (c) kinaesthetic pronunciation teaching; and (d) native 
speakerism. These themes are now presented in detail below. 

The first notable theme was Aoi’s developing cognition about and teach-
ing of suprasegmentals, particularly the teaching of stress and rhythm. 
Prior to the graduate course she had never “heard the word prosody” 
(AT3)1 (suprasegmentals), but at the end of the semester she believed that 
“[a]cquiring English prosody [was] one of the important features for com-
munication” (AT3). Three years later, in the narrative frame she stated that 
her goal was twofold: (a) to familiarize her Japanese learners with English 
sounds (segmentals) and word stress rules, and (b) to have them produce 
word and sentence stress (suprasegmentals) with sentence stress being 
viewed as particularly important because “I don’t want my students to 
speak like a robot” (NF). The Phase 3 observations revealed that Aoi taught 
both segmentals2 and suprasegmentals, and in the interview she explained 
that her pedagogical goal was for Japanese students to be understood when 
speaking English. Hence, data collected in Phases 2 and 3 suggest that Aoi 
used a balanced approach to pronunciation instruction (i.e., teaching both 
segmentals and suprasegmentals) which signifies a clear development of 
her practices and cognition about pronunciation. It also parallels what the 
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lecturer taught during the pronunciation pedagogy course. The lecturer 
took the position of several leading pronunciation scholars, suggesting that 
a balanced approach was the most effective means in helping L2 students 
improve their pronunciation (e.g., Derwing & Munro, 2015; Sicola & Darcy, 
2015; Thomson & Derwing, 2015). 

The second theme that stood out in the profile data was Aoi’s delivery of 
pronunciation instruction. Prior to the graduate course Aoi “introduced 
tongue twisters” and drew pictures of a “mouth and tongue” (Q1) to teach 
“the difference between [l] and [r]”, but other than that, “little time” (Q1) was 
spent on pronunciation in her classes. She “rarely gave instruction [on] how 
to pronounce English to her students. If any, it was very superficial advice” 
(AT3). At the end of the course, she included a variety of controlled, guided, 
and free techniques in the third assessment task, displaying a solid under-
standing of techniques that she could use to help Japanese learners of English 
improve their pronunciation. A few years later, Phases 2 and 3 revealed that 
Aoi did indeed teach pronunciation in her classroom, but her techniques were 
mostly teacher-focused in nature. That is, drills and repetitions were her most 
frequently used techniques. She also used face diagrams, phonics video and 
audio clips, and handouts, and she had her students read out loud or recite sen-
tences and passages from the textbook (occasionally alongside music played 
in the background) to teach the pronunciation of new words and sentences, 
to facilitate her students’ awareness of phonics rules and English rhythm, to 
improve their fluency, and to assess their fluency, intonation, and attitude, 
including “voice [and] eye contact” (P3I). Aoi used some guided techniques 
(e.g., team competition activities, pair work, Q&A tasks, info gap exercises and 
role-plays) and it was evident that she had developed an excellent rapport 
with her students and created a lively learning environment, but the majority 
of her techniques featured limited opportunities for communicative practice. 
Considering that she had rarely taught pronunciation before commencing her 
graduate studies, the findings demonstrated some limited development of 
Aoi’s practices over the preceding five years. At the same time, the alignment of 
her current practices with content taught during the pronunciation pedagogy 
course was somewhat marginal. Throughout the graduate course, the lecturer 
advocated the need for controlled, guided, and free practice to enhance the 
pronunciation of L2 learners. As such, the findings—derived from all three 
phases—suggested that developing the ability to include controlled, guided, 
and free activities into one’s pronunciation teaching repertoire is not a linear 
process. Aoi’s delivery of pronunciation instruction also supports Uchida and 
Sugimoto’s (2018) research suggesting that JTEs in junior high school con-
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texts tend to use mostly controlled techniques (e.g., listen and repeat), and it 
corroborates Baker’s (2014) proposition that L2 teachers tend to shy away 
from guided and free practice activities.

Kinaesthetic pronunciation teaching was a third theme that featured 
prominently in Aoi’s profile data. During the pronunciation pedagogy course, 
her cognition developed from having no knowledge of kinaesthetic teaching 
to a view of this particular way of teaching pronunciation being interesting 
and potentially useful in the L2 classroom. She “never imagined teaching and 
learning pronunciation [was] such an interesting thing because when [she] 
was in Japan no one taught [her]” (FG1) how to do this systematically. Three 
years later, even though during the course she had questioned her ability to 
implement some of the newly learned kinaesthetic techniques in her class-
room, Aoi used a haptic technique, the Rhythm Fight Club (RFC) (Burri at al., 
2016), with her grade 9 students “a few times” in class (personal communi-
cation, July 14, 2020). In her narrative frame she remarked that the haptic 
technique had a positive impact on her students’ production of word and 
sentence stress: “I think their English in terms of word or sentence [stress]…
improved very much after practicing English with [the RFC]” (NF), although 
she expressed some uncertainty about whether their improvement was 
in fact the result of her pronunciation teaching. Yet, contrary to her initial 
concerns about students perhaps feeling hesitant to engage in haptic learn-
ing, the learners showed no reluctance to use the technique. In fact, “when 
[she] ask[ed] them to pronounce words with [the RFC], they [did] it without 
hesitation” (NF). Overall, she considered knowing about haptic teaching to 
be her strength. This perception continued into the third phase of the study, 
but she no longer used the RFC when I observed her teaching. This suggests 
that the development of her practices and cognition about kinaesthetic pro-
nunciation teaching, much like the delivery of her pronunciation instruction 
discussed in the previous paragraph, was not a linear process. Nevertheless, 
Aoi’s use of a haptic technique reflected pedagogical content taught during 
the graduate course. Throughout the semester, the lecturer promoted the 
idea of haptic instruction fostering pronunciation improvement (Acton et 
al., 2013). Aoi’s sporadic application of the RFC also lends support to the 
notion that the uptake of novel concepts and pedagogy can be challenging 
(Woodward et al., 2018), which appears to be especially true in the case of 
innovative pronunciation practices (Burri & Baker, 2019).

The fourth major theme identified in the data was native speakerism. At 
the beginning of the pronunciation pedagogy course, Aoi thought that “non-
native speakers [could not] teach pronunciation properly” (FG1) and that na-
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tive English was the ideal pronunciation model. During the graduate course, 
her perception gradually shifted. She began to recognise her ability to teach 
pronunciation: “…now I have a little bit confidence…I know how to teach even 
[though] I’m non-native” (FG1), and by the end of the semester she felt more 
confident in her ability to teach pronunciation to Japanese learners of English. 
Aoi also thought that attaining native-like pronunciation was no longer need-
ed for herself as an English teacher or for her Japanese students. In Phase 3 
of the study, even though New Treasure (2015) featured an American English 
model, Aoi reasserted that “it’s not necessary to speak like native speakers…
as long as my students or I make…[ourselves] understood” (P3I). The data 
collected over the 5-year period, therefore, showed that Aoi’s cognition about 
native speakerism developed from initially believing that she could not be an 
effective pronunciation teacher towards intelligible (i.e., clear) speech being 
the pedagogical goal rather than native-like pronunciation. Her developing 
cognition about nativeness in pronunciation teaching was in line with con-
tent taught in the graduate course. The lecturer regularly stated that anybody 
could be an effective pronunciation teacher, irrespective of their cultural and 
linguistic background. Frequent references were made to intelligible pronun-
ciation being the pedagogical target, not native-like pronunciation (Thomson, 
2014). Thus, her cognition reflected substantial uptake of course content 
in the area of nativeness. The fact that she taught English pronunciation as 
a nonnative English-speaking teacher (NNEST) also substantiates previous 
research suggesting that the preparation of NNSs to teach pronunciation can 
be effective (Burri et al., 2017), and it lends support to the notion that NNESTs 
can be effective pronunciation teachers (Levis et al., 2016).

Overall, the findings of this case study demonstrated that the develop-
ment of a JTE’s practices and cognition about English pronunciation is not 
a straightforward process. Some of Aoi’s practices and cognition developed 
more noticeably than others. SLTC research has shown the complicated re-
lationship between teacher cognition and classroom practices (Aslan, 2015; 
Kang & Cheng, 2014), and teaching English pronunciation appears to be no 
exception. What warrants further discussion is the variability of the extent 
of Aoi’s uptake of course content as reflected in her current practices and 
cognition. 

Discussion
The findings showed the varied development of Aoi’s practices and cogni-

tion about English pronunciation. This begs the question as to why some 
of this variability in her uptake of content occurred. The data collected in 
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Phases 2 and 3 suggested that several contextual factors exerted powerful 
influence on Aoi’s developing practices and cognition about pronunciation. 
Sharing materials and co-designing lesson plans with a Japanese colleague 
teaching the same grade and course was, for example, identified as having a 
positive influence on her selection of pronunciation teaching resources such 
as audio/video clips and handouts. As Aoi explained, this collaborative part-
nership was beneficial for her: “I’m learning from her a lot” (P3I). While this 
coincides with Sprott’s (2019) proposition that professional relationships 
with colleagues can promote teacher learning, the students’ responsiveness 
to being taught pronunciation was also a positive factor. As was observed, 
Aoi clearly enjoyed teaching pronunciation and her students responded pos-
itively to her practices. Furthermore, Aoi explained that participating in the 
longitudinal study also had a positive effect on her: “…teaching pronuncia-
tion is always on my mind to some extent, so that’s why… I want to introduce 
some of it. I usually think about it and last year, I did some [RFC] with my 
students and they…enjoyed it” (P3I). Yet, the data also showed that several 
contextual factors negatively influenced the development of Aoi’s practices 
and cognition. The requirement of having to use New Treasure (2015) as 
well as having to synchronize her teaching with fellow instructors teaching 
the same grade and course notably limited her ability to implement content 
learned in the graduate course, specifically haptic pronunciation teaching. 
Moreover, similar to Wahid and Sulong’s (2013) and Bai and Yuan’s (2018) 
studies, Aoi felt that time constraints and a busy teaching and extra-curric-
ular schedule prevented her from incorporating more pronunciation in her 
classes. Although this is somewhat speculative, the challenges involved in 
teaching a different grade every year and the learners’ relatively low English 
proficiency level may have also led Aoi to select and use techniques that 
were mostly controlled (i.e., teacher-focused) in nature. 

Being situated in this particular context gradually began to cause uncer-
tainty and affected Aoi’s confidence. Research has shown the connection 
between a lack of training and L2 teachers’ low confidence in their ability 
to teach pronunciation (Couper, 2017; Foote et al., 2011). In Aoi’s case, as 
identified in the fourth major theme above, her confidence increased mark-
edly during the graduate course, but then appeared to decrease as she com-
menced teaching. She began to doubt her ability to teach pronunciation in 
her junior high school classroom and questioned her overall pronunciation 
teaching skills and ability to correct errors: “I’m not [a] skilful pronuncia-
tion teacher, so [correcting my students’ errors is] my challenging point” 
(P3I). Aoi explained that she had her students repeat after her as a means to 
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correct the learners’ pronunciation, but she expressed concerns about not 
knowing how to correct her students’ pronunciation errors. This is interest-
ing given that Aoi completed a 13-week graduate course on pronunciation 
pedagogy yet reported doubts about teaching pronunciation to her Japanese 
learners. This is also concerning given the fact that error correction tech-
niques have been shown to improve the pronunciation of L2 learners (Saito 
& Lyster, 2012).

Aoi was acutely aware of the influence that the context exerted on her 
developing practices and cognition: “Working environment in [Japan] some-
times prevent[s] teachers learning more…” (personal communication, Feb-
ruary 13, 2019). Contextual factors impacting, contributing to, or hindering 
teacher learning has been established empirically (e.g., Solheim et al., 2018; 
Tang et al., 2012) and the pronunciation literature discusses the powerful 
influence of external factors on L2 teachers and their pronunciation peda-
gogy (Couper, 2016; Levis & Sonsaat, 2019). The findings also align with 
the notion that context is fundamental in understanding the relationship 
between practices and cognition (Borg, 2019). In Aoi’s case, the influence 
of contextual factors may have been particularly strong as she reported 
having an exceptionally positive experience during the graduate course. A 
few years later, being in a real teaching context, her acquired cognition and 
practices began to be exposed to a number of contextual factors, resulting 
in uneven development. The argument could be made that Aoi adjusted her 
pedagogy and focused on, for example, phonics and used mostly controlled 
techniques to meet her students’ needs at the expense of content learned 
in the graduate course. It is also possible that since pronunciation is rarely 
included in commercially published textbooks (Diepenbroek & Derwing, 
2013), practices and cognition about pronunciation are particularly prone 
to the influence of contextual influence. This lack of guidance, in conjunction 
with pronunciation being one of the most challenging aspects of a language 
to teach (Setter & Jenkins, 2005), may have caused Aoi to resort to previous-
ly held cognition and practices (Tang et al., 2012). Nevertheless, the present 
study provides compelling evidence of contextual factors strongly impacting 
a JTE’s developing practices and cognition about English pronunciation.

While generalizing the findings of a single case study can be problematic, 
the present research has some important implications for L2 teacher educa-
tors and practitioners. Most importantly, pronunciation teacher preparation 
courses should foster student teachers’ awareness of the powerful influence 
that context exerts on pronunciation pedagogy and teachers’ cognition. 
At the same time, a pronunciation pedagogy course should equip student 
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teachers with strategies to navigate future teaching contexts. This would 
not only make teacher education more meaningful and relevant to inter-
national graduate students obtaining a TESOL qualification in places like 
Australia, but in Aoi’s case it would have perhaps enabled her to incorporate 
more guided and free techniques, as well as to correct student errors more 
confidently. Another implication is the provision of pronunciation-specific 
professional development opportunities for JTEs. Aoi had a desire to learn 
more about pronunciation, but it was difficult for her to “[find] any pro-
nunciation conference” (P3I) in Japan. Thus, in light of the findings of this 
study, locally situated and practice-oriented in-service learning opportuni-
ties (Kang & Cheng, 2014) should be made available to JTEs to hone their 
pronunciation teaching skills and knowledge. That is, opportunities that are 
“reflective of the social and political contexts of the teachers’ classrooms, 
schools, and community” (Crandall & Christison, 2016, p.11) would likely 
contribute to continuous professional learning of teachers like Aoi (Hayes, 
2019). This could, for instance, be in the form of regular events sponsored 
by local JALT Chapters, or a pronunciation symposium/conference similar 
to the ones recently held in Australia, Finland, Poland, and the United States. 
The establishment of a pronunciation-specific special interest group in a lo-
cal professional association like JALT could also provide ongoing learning 
opportunities for JTEs. Another possibility, as Farrell (2012) suggests, could 
include regular teacher-researcher contact to keep practitioners engaged in 
the learning process and perhaps have them participate in a research pro-
ject. Aoi appreciated being part of this longitudinal study and it seemed to 
have had a positive effect on her cognition. To what extent this influenced 
her practices is not clear, but at least it kept pronunciation on her mind.

Conclusion
This study provided detailed insights into the 5-year development of a 

JTE’s practices and cognition about English pronunciation. The findings re-
vealed four major areas of development, including the teaching of supraseg-
mentals, the delivery of pronunciation instruction, kinaesthetic pronuncia-
tion teaching, and native speakerism. The findings also demonstrated that 
several contextual factors were responsible for the uneven development 
of the instructor’s practices, cognition, and uptake of content taught in the 
pronunciation pedagogy course, upholding the notion that teacher learn-
ing is a complex and non-linear process (Feryok, 2010) and that learning 
to teach pronunciation is not a quick and easy thing. Aoi’s willingness to 
engage in research has inspired me to plan a follow-up study to examine 



160 JALT Journal, 43.2 • November 2021

the pronunciation practices and cognition of a larger number of JTEs. This 
future project is expected to provide additional insights into the contextu-
alised learning trajectories of L2 teachers who have completed a graduate 
pronunciation pedagogy course and are now teaching in Japan.

Notes
1.	 Quotation annotation key: Q1= pre-course questionnaire; FG1 = first 

focus group interview; AT3 = assessment task 3; NF = narrative frame; 
P3I = phase 3 interview.

2.	 Such as the consonant sound /r/; the lengthening of the vowel sound 
/æ/ in can vs can’t; and several murmuring vowels including “ar”, “or”, 
“ir”, “er”.

Acknowledgments
I would like to thank Donna Brinton for her valuable feedback on an earlier 
draft. I would also like to express my gratitude to the teacher-participants 
for taking part in my longitudinal research, and to Miyako Fujii for helping 
me with the literature review of this paper.

Funding
This research was supported by a University of Wollongong Faculty of Social 
Sciences ECR Start-up Grant.

Michael Burri is a Senior Lecturer in TESOL at the University of Wollon-
gong. His interests include pronunciation teaching, L2 teacher education, 
educational neuroscience, and context-sensitive/innovative pedagogy.

References
Acton, W. (2020). Haptic-integrated clinical pronunciation research and teaching. 

http://hipoeces.blogspot.com.au/
Acton, W., Baker, A., Burri, M., & Teaman, B. (2013). Preliminaries to haptic-

integrated pronunciation instruction. In J. Levis & K. LeVelle (Eds.), Proceedings 
of the 4th Pronunciation in Second Language Learning and Teaching Conference 
(pp. 234–244). Iowa State University.



161Burri

Aslan, E. (2015). When the native is also a non-native: “Retrodicting” the complex-
ity of language teacher cognition. The Canadian Modern Language Review, 71(3), 
244–269. https://doi.org/10.3138/cmlr.2575

Bai, B., & Yuan, R. (2018). EFL teachers’ beliefs and practices about pronunciation 
teaching. ELT Journal, 73(2), 134–143. https://doi.org/10.1093/elt/ccy040

Baker, A. (2011). ESL teachers and pronunciation pedagogy: Exploring the develop-
ment of teachers’ cognitions and classroom practices. In J. Levis & K. LeVelle 
(Eds.), Proceedings of the 2nd Pronunciation in Second Language Learning and 
Teaching Conference (pp. 82–94). Iowa State University.

Baker, A. (2014). Exploring teachers’ knowledge of L2 pronunciation techniques: 
Teacher cognitions, observed classroom practices and student perceptions. 
TESOL Quarterly, 48(1), 136–163. https://doi.org/10.1002/tesq.99

Barkhuizen, G. (2015). Narrative inquiry. In B. Paltridge & A. Phakiti (Eds.), Research 
methods in applied linguistics: A practical resource (pp. 169–185). Bloomsbury.

Borg, S. (2019). Language teacher cognition: Perspectives and debates. In X. Gao 
(Ed.), Second handbook of English language teaching (pp. 1–23). Springer.

Burri, M., & Baker, A. (2019). “I never imagined” pronunciation as “such an interest-
ing thing”: Student teacher perception of innovative practices. International 
Journal of Applied Linguistics, 29(1), 95–108. https://doi.org/10.1111/
ijal.12247

Burri, M., & Baker, A. (2020). “A big influence on my teaching career and my life”: 
A longitudinal study of L2 pronunciation teacher development. TESL-EJ, 23(4), 
1–24.

Burri, M., Baker, A., & Acton, W. (2016). Anchoring academic vocabulary with a 
“hard hitting” haptic pronunciation teaching technique. In T. Jones (Ed.), Pro-
nunciation in the classroom: The overlooked essential (pp. 17–26). TESOL Press.

Burri, M., Baker, A., & Chen, H. (2017). “I feel like having a nervous breakdown”: 
Pre-service and in-service teachers’ developing beliefs and knowledge about 
pronunciation instruction. Journal of Second Language Pronunciation, 3(1), 
109–135. https://doi.org/10.1075/jslp.3.1.05bur

Burri, M., Baker, A., & Chen, H. (2018). Establishing a framework for learning to 
teach English pronunciation in an Australian TESOL program. Australian Review 
of Applied Linguistics, 41(3), 307–327. https://doi.org/10.1075/aral.18020.bur

Burri, M., Chen, H., & Baker, A. (2017). Joint development of teacher cognition and 
identity through learning to teach L2 pronunciation. The Modern Language 
Journal, 101(1), 128–142. https://doi.org/10.1111/modl.12388



162 JALT Journal, 43.2 • November 2021

Busch, D. (2010). Pre-service teacher beliefs about language learning: The second 
language acquisition course as an agent for change. Language Teaching 
Research, 14(3), 318–337. https://doi.org/10.1177/1362168810365239

Buss, L. (2017). The role of training in shaping pre-service teacher cognition 
related to L2 pronunciation. Ilha do Desterro, 70, 201–226. https://doi.
org/10.5007/2175-8026.2017v70n3p201

Celce-Murcia, M., Brinton, D., & Goodwin, J. (2010). Teaching pronunciation: A course 
book and reference guide (2nd ed.). Cambridge University Press.

Chujo, J. (2015). Intelligibility among Japanese EFL learners: The need for pronun-
ciation practice. In P. Clements, A. Krause, & H. Brown (Eds.), JALT2014 Confer-
ence Proceedings (pp. 272–283). JALT.

Couper, G. (2016). Teacher cognition of pronunciation teaching amongst English 
language teachers in Uruguay. Journal of Second Language Pronunciation, 2(1), 
29–55. https://doi.org/10.1075/jslp.2.1.02cou

Couper, G. (2017). Teacher cognition of pronunciation teaching: Teachers’ concerns 
and issues. TESOL Quarterly, 51(4), 820–843. https://doi.org/10.1002/tesq.354

Crandall, J., & Christison, M. A. (2016). An overview of research in English language 
teacher education and professional development. In J. Crandall & M. A. Chris-
tison (Eds.), Teacher education and professional development in TESOL: Global 
perspectives (pp. 3–34). Routledge.

Creswell, J. W. (2013). Qualitative inquiry & research design: Choosing among five 
approaches (3rd ed.). Sage Publications.

Derwing, T. M., & Munro, M. J. (2015). Pronunciation fundamentals: Evidence-based 
perspectives for L2 teaching and research. John Benjamins Publishing Company.

Desimone, L. (2009). Improving impact studies of teachers’ professional develop-
ment: Toward better conceptualizations and measures. Educational Researcher, 
38(3), 181–199. https://doi.org/10.3102/0013189x08331140

Diepenbroek, L. G., & Derwing, T. M. (2013). To what extent do popular ESL 
textbooks incorporate oral fluency and pragmatic development? TESL Canada 
Journal, 30(7), 1–20. https://doi.org/10.18806/tesl.v30i7.1149

Farrell, T. S. C. (2012). Novice-service language teacher development: Bridging the 
gap between preservice and in-service education and development. TESOL 
Quarterly, 46(3), 435–449. https://doi.org/10.1002/tesq.36

Feryok, A. (2010). Language teacher cognitions: Complex dynamic systems? System, 
38(2), 272–279. https://doi.org/10.1016/j.system.2010.02.001



163Burri

Foote, J. A., Holtby, A. K., & Derwing, T. M. (2011). Survey of the teaching of pronun-
ciation in adult ESL programs in Canada, 2010. TESL Canada Journal, 29(1), 
1–22. https://doi.org/10.18806/tesl.v29i1.1086

Gatbonton, E., & Segalowitz, N. (2005). Rethinking communicative language teach-
ing: A focus on access to fluency. The Canadian Modern Language Review, 61(3), 
325–353. https://doi.org/10.3138/cmlr.61.3.325

Gilbert, J. (2012). Clear speech (4th ed.). Cambridge University Press.
Gu, M. M. (2013). From pre-service to in-service teachers: A longitudinal investiga-

tion of the professional development of English language teachers in secondary 
schools. Educational Studies, 39(5), 503–521. https://doi.org/10.1080/030556
98.2013.801769

Hanazaki, M., Hanazaki, K., & Fujiwara, T. (2017). Teaching English to Japanese EFL 
learners using phonetics: A pedagogical application of the vowel triangle. https://
huichawaii.org/wp-content/uploads/2017/02/Hanazaki-Miki-2017-AHSE-
HUIC.pdf

Hayes, D. (2019). Continuing professional development/continuous professional 
learning for English language teachers. In S. Walsh & S. Mann (Eds.), The Rout-
ledge handbook of English language teacher education (pp. 155–168). Routledge.

Jones, T. (Ed.) (2016). Pronunciation in the classroom: The overlooked essential. 
TESOL Press.

Kang, O., Thomson, R. I., & Murphy, J. (Eds.). (2018). The Routledge handbook of 
contemporary English pronunciation. Routledge.

Kang, Y., & Cheng, X. (2014). Teacher learning in the workplace: A study of the 
relationship between a novice EFL teacher’s classroom practices and cogni-
tion development. Language Teaching Research, 18(2), 169–186. https://doi.
org/10.1177/1362168813505939

Kubanyiova, M. (2012). Teacher development in action: Understanding language 
teachers’ conceptual change. Palgrave Macmillan.

Lee, J., Jang, J., & Plonsky, L. (2015). The effectiveness of second language pronunci-
ation instruction: A meta-analysis. Applied Linguistics, 36(3), 345–366. https://
doi.org/10.1093/applin/amu040

Levis, J. (2005). Changing contexts and shifting paradigms in pronunciation teach-
ing. TESOL Quarterly, 39(3), 369–377. https://doi.org/10.2307/3588485

Levis, J. (2015). Pronunciation trends across journals and the Journal of Second 
Language Pronunciation. Journal of Second Language Pronunciation, 1(2), 
129–134. https://doi.org/10.1075/jslp.1.2.001edi



164 JALT Journal, 43.2 • November 2021

Levis, J., & Sonsaat, S. (2019). Quality teacher education for pronunciation teaching 
in L2 classrooms. In d. D. M. Agudo (Ed.), Quality in TESOL and teacher educa-
tion: From a results culture towards a quality culture (pp. 213–222). Routledge.

Levis, J., Sonsaat, S., Link, S., & Barriuso, T. (2016). Native and nonnative teachers 
of L2 pronunciation: Effects on learner performance. TESOL Quarterly, 50(4), 
894–931. https://doi.org/10.1002/tesq.272

Lim, S. (2016). Learning to teach intelligible pronunciation for ASEAN 
English as a lingua franca: A sociocultural investigation of Cambo-
dian pre-service teacher cognition and practice. RELC Journal. https://doi.
org/10.1177/0033688216631176

Macalister, J. (2016). Tracing it back: Identifying the impact of a trans-national 
language teacher education programme on classroom practice. RELC Journal, 
47(1), 59–70. https://doi.org/10.1177/0033688216631204

Mattheoudakis, M. (2007). Tracking changes in pre-service EFL teacher beliefs 
in Greece: A longitudinal study. Teaching and Teacher Education, 23(8), 
1272–1288. https://doi.org/10.1016/j.tate.2006.06.001

New treasure. (2015). Z-KAI.
Peacock, M. (2001). Pre-service ESL teachers’ beliefs about second language learn-

ing: A longitudinal study. System, 29(2), 177–195. https://doi.org/10.1016/
S0346-251X(01)00010-0

Phipps, S., & Borg, S. (2009). Exploring tensions between teachers’ grammar teach-
ing beliefs and practices. System, 37(3), 380–390. https://doi.org/10.1016/j.
system.2009.03.002

Reed, M., & Levis, J. (Eds.). (2015). The handbook of English pronunciation. Wiley 
Blackwell.

Richards, J. C. (2011). Competence and performance in language teaching. Cam-
bridge University Press.

Richards, J. C., & Farrell, T. S. C. (2005). Professional development for language teach-
ers. Cambridge University Press.

Sadeghi, K. (2019). An interview with Donald Freeman. Iranian Journal of Language 
Teaching Research, 7(3), 131–136. 

Saito, K. (2012). Effects of instruction on L2 pronunciation development: A syn-
thesis of 15 quasi-experimental intervention studies. TESOL Quarterly, 46(4), 
842–854. https://doi.org/10.1002/tesq.67



165Burri

Saito, K., & Lyster, R. (2012). Effects of form-focused instruction and corrective 
feedback on L2 pronunciation development of /ɹ/ by Japanese learners of 
English. Language Learning, 62(2), 595–633. https://doi.org/10.1111/j.1467-
9922.2011.00639.x

Setter, J., & Jenkins, J. (2005). Pronunciation. Language Teaching, 38(1), 1–17. 
https://doi.org/10.1017/S026144480500251X

Sicola, L., & Darcy, I. (2015). Integrating pronunciation into the language class-
room. In M. Reed & J. Levis (Eds.), The handbook of English pronunciation (pp. 
471–487). Wiley Blackwell.

Solheim, K., Roland, P., & Ertesvåg, S. K. (2018). Teachers’ perceptions of their 
collective and individual learning regarding classroom interaction. Educational 
Research, 60(4), 459–477. https://doi.org/10.1080/00131881.2018.1533790

Sprott, R. (2019). Factors that foster and deter advanced teachers’ professional 
development. Teaching and Teacher Education, 77, 321–331. https://doi.
org/10.1016/j.tate.2018.11.001

Tang, E. L., Lee, J. C., & Chun, C. K. (2012). Development of teaching beliefs and the 
focus of change in the process of pre-service ESL teacher education. Austral-
ian Journal of Teacher Education, 37(5), 90–107. https://doi.org/10.14221/
ajte.2012v37n5.8

Thomson, R. I. (2014). Accent reduction and pronunciation instruction are the same 
thing. In L. Grant (Ed.), Pronunciation myths: Applying second language research 
to classroom teaching (pp. 160–187). The University of Michigan Press.

Thomson, R. I., & Derwing, T. M. (2015). The effectiveness of L2 pronunciation 
instruction: A narrative review. Applied Linguistics, 36(3), 326–344. https://doi.
org/10.1093/applin/amu076

Tsui, A. B. M. (2007). Complexities of identity formation: A narrative in-
quiry of an EFL teacher. TESOL Quarterly, 41(4), 657–680. https://doi.
org/10.1002/j.1545-7249.2007.tb00098.x

Uchida, Y., & Sugimoto, J. (2018). A survey of pronunciation instruction by Japanese 
teachers of English: Phonetic knowledge and teaching practice. Journal of the 
Tokyo University of Marine Science and Technology, 14, 65–75. 

Uchida, Y., & Sugimoto, J. (2020). Non-native English teachers’ confidence in their 
own pronunciation and attitudes towards teaching: A questionnaire survey in 
Japan. International Journal of Applied Linguistics, 30(1), 19–34. https://doi.
org/10.1111/ijal.12253



166 JALT Journal, 43.2 • November 2021

Urmston, A. (2003). Learning to teach English in Hong Kong: The opinions of 
teachers in training. Language and Education, 17(2), 112–137. https://doi.
org/10.1080/09500780308666843

Wahid, R., & Sulong, S. (2013). The gap between research and practice in the 
teaching of English pronunciation: Insights from teachers’ beliefs and practices. 
World Applied Sciences Journal, 21, 133–142. https://doi.org/10.5829/idosi.
wasj.2013.21.sltl.2147

Webster, S. (2019). Understanding lack of development in early career ESOL 
teachers’ practical knowledge. System, 80, 154–164. https://doi.org/10.1016/j.
system.2018.10.010

Woodward, T., Graves, K., & Freeman, D. (2018). Teacher development over time: 
Practical activities for language teachers. Routledge.

Yates, L., & Zielinski, B. (2009). Give it a go: Teaching pronunciation to adults. AMEP 
Research Centre.



JALT Journal, Vol. 43, No. 2, November 2021

167

Phonological Short-term Memory’s 
Contribution to the L2 Reading 
Proficiency of Japanese EFL Learners

Akiko Kondo
Hyogo University of Teacher Education

This study investigated whether phonological short-term memory (PSTM) capacity 
has a significant relationship with the reading proficiency of Japanese English as a 
Foreign Language (EFL) learners, and the degree to which PSTM capacity contrib-
utes to L2 reading proficiency. For this purpose, the PSTM of 208 Japanese university 
students majoring in education and engineering was measured using an L1-based 
digit span test and an L1-based pseudoword span test, and reading proficiency was 
examined with a reading section of a standardized English proficiency test (Visu-
alizing English Language Competency Test). The results of the regression analyses 
revealed that PSTM had significant positive effects on L2 reading, including its sub-
components. The study demonstrates the positive influence of PSTM on L2 reading 
proficiency, which previous studies have failed to do and provides insight into our 
understanding of the effects of PSTM on L2 reading proficiency.

本研究は、日本人英語学習者のリーディング力に、言語適性の一つである音韻的短期記憶力
が与えている影響を調査することを目的に実施した。工学と教育学を専攻とする日本人大学生
208名を対象に実験を実施した。実験参加者の音韻的短期記憶力は、日本語の数字暗証課題と
非単語暗唱課題で、そして英語のリーディング力は語彙、文法、読解のセクションで構成される
VELCテストで測定した。各テストスコアを回帰分析によって検査したところ、音韻的短期記憶
力は日本人英語学習者の英語のリーディング力に有意な影響を与えていることが示された。本
研究は、先行研究ではまだ十分に調査がなされていない外国語のリーディング力の個人差要因
としての音韻的短期記憶力の影響の理解に貢献できるものである。
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J apanese EFL learners and teachers mostly focus on improving read-
ing skills in the classroom due to their importance during university 
entrance examinations (MEXT, 2018; Watanabe, 2018). However, less 

attention has been given to individual differences (ID) regarding cognitive 
factors affecting L2 reading proficiency in a Japanese EFL context. Phono-
logical short-term memory (PSTM) could be one of the cognitive ID factors 
that can explain L2 reading proficiency. PSTM is a storage subcomponent 
of working memory (WM), along with the central executive (an attention 
control system responsible for integrating information from other subcom-
ponents and long-term memory), visuospatial sketchpad (storage subcom-
ponent that handles visual images and spatial information), and episodic 
buffer (storage subcomponent that is involved in episodic representation) 
(Baddeley, 2010). The PSTM, which Baddeley and Hitch (1974) call the 
phonological loop, is a language user’s capacity to temporally hold sound in-
formation, including both verbal and acoustic elements of speech (Baddeley, 
2000, 2003; Baddeley & Hitch, 1974). This storage component consists of 
two subcomponents: a temporary storage system and a subvocal rehearsal 
system. The storage system “holds memory traces over a matter of seconds, 
during which they decay, unless refreshed by the subvocal rehearsal system” 
(Baddeley, 2003, p. 191). The subvocal rehearsal system, where participants 
subvocalize the items to be memorized, and which maintains the informa-
tion within the store also serves “the function of registering visual informa-
tion within the store, provided the items can be named” (Baddeley, 2003, p. 
191). In regard to the processes the storage and subvocal rehearsal system 
are responsible for, the PSTM can be assumed to involve the reading process, 
because when people read, they need to perceive verbal items visually pre-
sented by letters, name the items, and subvocalize the items in their mind 
to interpret their meaning. PSTM enables people to read through a process 
where they maintain words by activating their phonological representation 
to create the meaning of the text. Therefore, individual differences in the 
capacity of PSTM might explain variance in learners’ reading skills.

PSTM and Fundamental L2 Components
Vocabulary and Grammar

Before reviewing previous research on PSTM and L2 reading skills, the 
effects of PSTM on L2 vocabulary and grammar knowledge are briefly dis-
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cussed because vocabulary and grammatical knowledge are fundamental 
components of reading. The relationship between PSTM and L2 vocabulary 
acquisition has been extensively studied, and numerous researchers have 
demonstrated a direct link between PSTM and L2 vocabulary development 
(e.g., Atkins & Baddeley, 1998; Martin & Ellis, 2012; Masoura & Gathercole, 
1999; Service, 1992; Service & Kohonen, 1995). For example, Masoura and 
Gathercole found a significant correlation (r = .36) between L2 vocabulary 
development and L1 PSTM in 8- to 11-year-old Greek children. The unique 
feature of their study is that the researchers assessed both PSTM and vo-
cabulary knowledge in two languages, Greek (L1) and English (L2), enabling 
them to make direct comparisons of the strength of the association across 
languages. L2 vocabulary knowledge was significantly correlated with not 
only L1 PSTM (r = .36), but also L2 PSTM (r = .39). In addition, L1 vocabulary 
knowledge was significantly correlated with L1 PSTM (r = .50) and L2 PSTM 
(r = .35).

Further, researchers have found that PSTM significantly influences 
L2 grammar knowledge as well (French & O’Brien, 2008; Martin & Ellis, 
2012; O’Brien et al., 2006). For example, O’Brien et al. found PSTM played 
an important role in the L2 grammar knowledge of 43 adult L2 learners of 
Spanish; PSTM measured by a pseudoword recognition task explained 5.4% 
of the variance in the correct use of function words. O’Brien et al. also exam-
ined the contribution of PSTM to L2 grammar knowledge across proficiency 
levels and revealed that PSTM explained a significant amount of variance 
(15.7%) in the correct use of function words with high-proficiency par-
ticipants but not with low-proficiency participants. O’Brien et al. stated that 
while at earlier stages of L2 learning, low-proficiency learners concentrate 
on using content words and use PSTM for lexical access, while in the later 
stages of L2 learning, high-proficiency learners use PSTM to learn more 
complex grammatical forms, as lexical access is easier and therefore places 
less burden on the memory system.

Further evidence for the effects of PSTM on L2 grammar was reported by 
a study comprising a larger group of young L2 learners (French & O’Brien, 
2008). The role of PSTM in L2 grammar knowledge was examined in 104 
elementary school English learners (M = 11 years old), and PSTM capac-
ity—as measured by two non-word repetition tests—was found to explain 
almost 30% of the variance in L2 grammar knowledge at the end of instruc-
tion. The study’s significant features are its focus on the effects of PSTM on 
L2 grammar gains rather than grammatical knowledge at the start of the ex-
periment and the fact that the variance attributed to intelligence and prior 
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L2 knowledge were partialled out with a hierarchical regression analysis. 
The study also demonstrated that PSTM in L2 learning can improve as learn-
ers are exposed to aural input from the target language.

Furthermore, the effects of PSTM on grammar knowledge have been 
demonstrated to be connected to the previous knowledge of the language 
learner. For instance, Martin and Ellis (2012) investigated the role of PSTM 
in learning the grammar and vocabulary of an artificial language among 40 
monolingual English speakers recruited from a large American university. 
Two hierarchical multiple regression analyses revealed that the L1 English 
speaking adults’ (N = 40) PSTM capacity, tapped by non-word recognition 
tests, explained 17% and 10% of the variance in the L2 receptive and pro-
ductive grammar test scores, respectively. As their approach used an artifi-
cial language as the target language, the researchers were able to examine 
the link between PSTM and learning grammar independent of previous 
linguistic knowledge of the target language.

PSTM and L2 Reading
The review of previous related studies has shown the association of PSTM 

and the acquisition of L2 vocabulary and grammar knowledge (including an 
artificial language) across young and adult learners. Given that L2 reading 
requires learners to process text by engaging their L2 vocabulary and gram-
mar knowledge, the previous research suggests PSTM may be positively 
associated with L2 reading processing. Moreover, as discussed in the intro-
duction, while reading, people subvocalize the visually presented words of 
a sentence and hold the information for interpreting the meaning making, 
which involves PSTM.

However, several studies failed to show effects of PSTM on L2 reading. 
Harrington and Sawyer (1992), one of the most widely cited studies on the 
effects of PSTM on L2 reading, did not find a significant correlation between 
PSTM (measured by L2-based digit and word span) and L2 reading in 34 
Japanese university students who were advanced EFL learners. The study 
did find, however, a strong correlation with WM as measured with the L2-
based reading span test. In addition to the relatively small number of par-
ticipants, another issue with this study was its use of an L2-based memory 
span test. PSTM measured with L2-based tests can be highly influenced by 
L2 proficiency. Hummel and French (2010) also pointed out that Harrington 
and Sawyer’s null results (the non-significant correlation between PSTM 
and L2 reading skills) might have been due to the fact that they did not con-
sider the possibility of language or lexicality effects on memory span tests 
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(the involvement of the L2 proficiency caused by using the target language 
for measuring their PSTM), including the L2-based digit, word, and reading 
span tests. Furthermore, as their participants were advanced EFL learners, 
it is uncertain if their results can be applied to intermediate or lower-level 
language learners, as the effects of PSTM on learning L2 vocabulary tend 
to be smaller in higher proficiency learners (Cheung, 1996; French, 2006; 
Hummel, 2009).

Also working with advanced learners, Hummel and French (2016) 
showed that PSTM could predict the L2 reading proficiency of 45 French 
speaking L2 learners. One of the major differences between this study and 
Harrington and Sawyer (1992) is the language used for measuring PSTM.      
Hummel and French measured PSTM using Arabic-based non-word repeti-
tion, with Arabic being an unfamiliar language to the participants, and L1 
French-based serial recognition tasks. They controlled the language effects 
by avoiding using the L2 in the measurement of PSTM. Using regression 
analyses, Hummel and French demonstrated the predictability of PSTM 
on L2 reading proficiency. However, one methodological limitation of their 
study is its small sample size. The number of participants (N = 45) is insuf-
ficient for regression analyses. According to Tabachnick and Fidell (2007), 
a rule of thumb for conducting the analyses is “N ≥104 + m for testing indi-
vidual predictors” (p. 123).

The methodological issues in previous studies, such as small sample sizes 
and the languages used in the PSTM measure, were addressed by Kormos 
and Sáfár (2008) in another frequently cited study. Their study involving 
121 Hungarian secondary school students (15-16 years old) supported 
the results of Harrington and Sawyer (1992). Their analysis revealed no 
significant correlation between PSTM capacity as measured with the par-
ticipants’ L1-based non-word repetition test and L2 reading scores from the 
Cambridge First Certificate Exam, which was found for both beginning (n = 
100) and intermediate L2 learners (n = 21).

In addition to Hummel and French (2016), the positive influence of 
PSTM on L2 reading skills was demonstrated by Swanson et al. (2011), 
who found significant effects for PSTM on L2 reading skills in 471 Hispanic 
elementary school children in the United States. In Swanson et al.’s study, 
the participants’ PSTM span was measured by L1 Spanish-based forward 
digit, backward digit, word, and nonword span tests as one latent variable. A 
hierarchical regression analysis demonstrated that PSTM was a significant 
predictor of L2 (English) reading skills.
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Methodological Issues in Previous Studies
Although studies have shown a significant influence of PSTM on L2 knowl-

edge and skills, there are methodological issues that are worth discussing. 
When measuring participants’ PSTM with recall or repetition tests, some 
researchers asked participants to recall L2-based items in memory span 
tests (Harrington & Sawyer, 1992; Nakanishi, 2011). For example, in the 
digit span test for Japanese EFL learners, researchers asked participants to 
recall digits in English, instead of Japanese. However, several studies pointed 
out a multicollinearity problem caused by using the same target language 
when measuring L2 memory and L2 proficiency (French & O’Brien, 2008; 
Hummel, 2009; van den Noort et al., 2006). For example, French and O’Brien 
measured native French-speaking participants’ PSTM using English-based 
and Arabic-based non-word repetition tests at the outset and end of five 
months of intensive English instruction. The participants’ PSTM as meas-
ured by an English-based non-word repetition test improved with their 
English development, while PSTM as measured by the Arabic-based non-
word repetition test remained stable. This result also implies that language 
proficiency significantly affects PSTM span. Considering the results of these 
studies, it is preferable to use the participants’ L1 when measuring PSTM to 
avoid the influence of their target language proficiency. In addition to the 
language used, the type of task also needs to be considered. Some studies 
include a manipulative process in measuring PSTM. For example, Swanson 
et al. (2011) included the backward digit span test as one of the PSTM meas-
ures. However, the test requires participants to orally produce digits back-
wards, which involves an additional manipulative memory process in which 
they need to reorder the digits they heard before oral reproduction. In fact, 
this type of test has been conventionally used as an instrument to measure 
WM capacity (Gathercole et al., 2004) and is therefore not suitable for PSTM. 
Thus, the instrument should not include a manipulative memory process.

Some research findings suggest that the degree of the effects of PSTM var-
ies depending on the students’ L2 proficiency level (Cheung, 1996; French, 
2006; Hummel, 2009; O’Brien et al., 2006). For example, Cheung (1996) 
indicated that the effects of PSTM decrease as L2 proficiency increases. His 
investigation of 84 Hong Kong seventh graders (12.2 years old on average) 
showed that PSTM measured by a non-word span test predicted success in 
learning new foreign language words but this relationship was significant 
only in students whose L2 vocabulary was smaller than average (15% of 
the variance explained). These previous studies indicate that the role of 
PSTM is greater for lower-proficiency learners, implying that the effects 
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of PSTM interact with long-term L2 knowledge. In learning novel words, 
more proficient learners can make use of long-term L2 knowledge that less-
proficient learners have to a more limited extent. Furthermore, O’Brien et 
al.’s (2006) results also indicated the influence of proficiency on the rela-
tionship between PSTM and grammar knowledge. They found that at earlier 
stages of L2 learning, low-proficiency learners concentrate on the use of 
content words and use PSTM for lexical access, whereas, in the later stages 
of L2 learning, high-proficiency learners use PSTM to learn more complex 
grammatical forms, as lexical access is easier and therefore places less of a 
burden on the memory system. As these studies on L2 vocabulary and gram-
mar showed, PSTM capacity negatively affects lower-proficiency learners 
more than higher-proficiency learners. Harrington and Sawyer (1992) in 
fact failed to find any significant influence of PSTM on advanced L2 learners’ 
reading skills. 

As discussed, the methodological issues of these studies suggest that 
further investigation is needed before the field can reach an informed po-
sition on the influence of PSTM capacity on L2 reading. To address these 
gaps in the literature, this study aims to investigate effects of PSTM capacity 
on intermediate-proficiency Japanese EFL learners’ L2 reading proficiency, 
including receptive vocabulary, grammar, and text comprehension.

Method
Participants

This study was carried out with the participation of 208 post-secondary 
students from two institutions. One institution is a technical college offering 
engineering education and the other is a university of teacher education. 
Both institutions are relatively small, national schools located in a suburban 
area of western Japan. All participants were L1 Japanese-speaking students 
(M = 19.9 years old) majoring in engineering or education. The reported 
number of years of prior English study was between 8 to 10 years. At the 
time when this study was conducted, the results of each school’s placement 
test indicated the participants’ proficiency was around A2-B1 on the CEFR. 
Each week they attended 1-2 hours of integrated English classes that were 
designed to improve their English language skills (including reading, listen-
ing, speaking, and writing).

Invitations to participate were distributed to English classrooms at the 
university and sent to students using the schools’ e-mail system. Participa-
tion was not required, and participants received 5,000 Japanese yen for 
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their cooperation. The purpose of the study, the tasks they would be asked 
to complete, the time required, and how the data would be published were 
explained. Students who understood the study and wished to participate 
signed up by accessing a free online scheduling service, densuke (https://
www.densuke.biz/), which was used to recruit students and arrange the 
data collection schedule.

Instruments
Measuring L2 Reading Skills (VELC Test)

The English proficiency of the participants, who were streamed by the re-
sults of an entrance examination, demonstrated a narrow distribution that 
was too low for TOEFL or TOEIC, both of which target higher-proficiency 
test-takers. Therefore, the participants’ L2 reading skills were measured us-
ing the Visualizing English Language Competency Test (VELC Test) designed 
by Kinseido, an English textbook publisher in Tokyo. This test was chosen as 
it could appropriately measure the proficiency range of the Japanese univer-
sity students (Kumazawa et al., 2016).

As the item-level data were not provided by the testing company, the reli-
ability of this test cannot be calculated. However, Shizuka and Mochizuki 
(2014), who are part of the group who developed the VELC Test, reported 
that the coefficient of reliability was high (Rasch person reliability = .95) 
and its multiple correlation coefficient to TOEIC scores was .82 based on 
a study of 5,583 Japanese university students. Furthermore, Kumazawa et 
al. (2016) provided evidence indicating that the VELC Test (k = 120) was 
reliable with a small margin of error based on a study with 4,407 Japanese 
university students.

The VELC Test consists of a listening section and a reading section, each 
of which includes three parts with 20 items in each part, totaling 60 listen-
ing items and 60 reading items. For the current analysis, only the VELC Test 
Reading section (VTR) scores were used. The VTR consists of three parts: 
Part 1 (vocabulary; VTR-Vocabulary), Part 2 (grammar: sentence structure; 
VTR-Grammar), and Part 3 (text comprehension; VTR-Comprehension). 
Examinees are given 45 minutes to complete the VTR.

In the VTR-Vocabulary, the participants chose one English word from four 
options that best corresponds to the meaning of a given Japanese word or set 
of words. Individual responses were hand written on an exam sheet. In the 
sample item below, the correct answer is “(B) experience” because it is the 
English word that conveys the same meaning as the Japanese word, keiken, 
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taiken, (経験、体験). The VTR-Vocabulary test items were selected from the 
JACET 1000-7000 level vocabulary list (JACET Basic Word Revision Com-
mittee, 2003) to measure written receptive English vocabulary knowledge.

Sample item:
経験，体験　　(A) society   *(B) experience  (C) notice   (D) language

In the VTR-Grammar part, the participants must complete an incomplete 
sentence by selecting one location to insert a target word from four options. 
In the sample below, the correct answer is (a) because the word who should 
be inserted in place of (a) for the sentence to be grammatically accurate.

Sample item: 
Today, people *(a) can use the Internet (b) find it easy to (c) communi-
cate with (d) each other.   [who] 

In the last part, VTR-Comprehension, the participants read several Eng-
lish sentences that make up a coherent passage. One sentence contains a 
blank space in which examinees must choose a word or phrase from four op-
tions that will complete the sentence. In the sample below, (b) is the correct 
option to make the sentence meaningful within the context of the other sen-
tences in the passage. The length of the passages varied from approximately 
20 to 80 words, and the passages scored 30 to 80 on the Flesch Reading 
Ease index (Kumazawa, 2015). This part assesses the ability to understand 
the content of each sentence and the relationship between those sentences.

Sample item:
Service animals are not pets. People keep pets for fun and companion-
ship. People keep service animals because they are ____________. A guide 
dog, for example, helps people who cannot see.
(A) beautiful    *(B) useful    (C) fun to play with    D) fun to look at 

The VELC Test scoring adopts a standard procedure in which each par-
ticipant’s scores (both total and sub scores) are transformed so that the 
mean score is 500 and the standard deviation is 100; thus, test-takers know 
whether their score is higher or lower than the mean score of Japanese 
university students who participated in the pilot study for developing the 
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VELC Test. For example, a score of 550 indicates that the score is higher than 
the average Japanese university student by 0.5 times the standard deviation 
(Shizuka & Mochizuki, 2014).

Measuring PSTM
To measure the participants’ PSTM capacity, two widely used PSTM tests 

were adopted. First, the forward digit span test was designed to assess the 
participants’ capacity to memorize L1 digit information over a short period 
of time. In this computer-based test, which took 10 minutes to complete, 
the participants listened to a set of digits in their L1, Japanese, and orally 
reproduced the digits in the same order as they had heard them; their re-
sponses were then recorded on the computer. The test consisted of 16 items, 
each composed of 6 to 11 digits. The test structure, including the range of 
digit numbers and item numbers for each level, was determined by a series 
of pilot tests. Participants were scored between 0 and 10 per item based 
on the percentage of digits reproduced correctly. For example, if a partici-
pant said 3413698123 for the test item that required the reproduction of 
3413698175, a score of 8.0 points was assigned for this item because eight 
of the ten digits (80%) were reproduced. Likewise, if a participant produced 
3413679815 for the same target item, a score of 6.0 points was assigned 
because six of the ten digits (3, 4, 1, 3, 6, and 5) were reproduced in their 
original position in the item.

The pseudoword repetition test, the second test for measuring PSTM ca-
pacity, is also a computer-based test; it has the same format as the forward 
digit span test and also takes 10 minutes to complete. In this test, partici-
pants listened to and orally reproduced a set of pseudowords consisting of 
three different Japanese phonemes mora, which sound like Japanese words 
but do not have any meaning. In total, 66 different pseudowords were used 
for this test, each of which included three different Japanese phonemes. The 
test consisted of 17 items, with 1 two-pseudoword item, 6 three-pseudow-
ord items, 8 four-pseudoword items, and 2 five-pseudoword items (see the 
sample items below). The test structure was examined for reliability and va-
lidity through a series of pilot tests and was found to be acceptable. For the 
scoring procedure, as with the forward digit span test, each item was scored 
between 0 and 10 based on the percentage of the pseudowords (calculated 
based on the number of syllables) correctly reproduced by the participant.
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Sample item:
No.1  げのて (ge-no-te). みたじ (mi-ta-ji).
No.8  まこそ (ma-ko-so). できや (de-ki-ya). よみと (yo-mi-to). なおて 
(na-o-te).

The Cronbach’s alpha was calculated using SPSS for the designed tests 
(the forward digit span test and pseudoword repetition test). The reliability 
estimate demonstrated good consistency (a =. 90) for each test.

Data Collection and Analysis
Each participant took all tests on one day chosen from several options. 

The session took approximately 2 hours in total, including the tutorial, which 
consists of an explanation of the purpose of the study, the procedures for each 
test, and how data would be kept confidential and reported anonymously.

Before performing the main analyses, the descriptive statistics of each 
instrument were checked, and data were screened to identify outliers. Next, 
four standard multiple regression models were employed to investigate the 
extent of variance in L2 reading skills that was explained by the PSTM vari-
ables. The first model considered the PSTM scores (the scores of the forward 
digit span test and pseudoword repetition test) as the independent variables 
and the L2 (English) reading skill level (the total scores of the VELC reading 
test) as the dependent variable. This was followed by three models wherein 
the independent variables were the scores of the forward digit span test and 
pseudoword repetition test, and the dependent variables were the scores of 
the VTR-Vocabulary, VTR-Grammar, and VTR-Comprehension tests, respec-
tively.

Results
Descriptive Statistics

Table 1 provides descriptive statistics for the L2 reading variables (VTR 
total score, VTR-Vocabulary score for written receptive vocabulary, VTR-
Grammar score for grammar, and VTR-Comprehension score for compre-
hension) and the predictor variables (scores on the forward digit span test 
and the pseudoword repetition test). Here, before proceeding with the main 
analyses, univariate and multivariate outliers were checked, and cases 36 
and 75 on the forward digit span test were identified as univariate outliers 
based on the z-score criterion of ±3.29 (Tabachnick & Fidell, 2007); thus 206 
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cases were used in the main analysis. In addition, normality of distribution 
was checked by calculating the skewness and kurtosis statistics, standard 
errors, and z-scores. The results showed that the data for all instruments 
were normally distributed.

Table 1
Descriptive Statistics of the L2 Reading and PSTM Variables

M SD
95% CI

Min. Max.LL UL
VTR-Total 489.42 71.47 479.60 499.24 346 673
VTR-Vocabulary 502.16 76.09 491.70 512.61 342 724
VTR-Grammar 499.80 73.23 489.74 509.86 354 677
VTR-Comprehension 456.23 79.48 464.32 486.15 259 649
Forward Digit Span 
Test

77.56 20.93 74.69 80.44 11 149

Pseudoword  
Repetition Test

85.85 21.56 82.89 88.81 32 147

Note. N = 206. PSTM = phonological short-term memory; VTR = VELC Test Reading 
section.

Results of the Regression Analyses
Table 2 shows the results of the four models of the multiple standard re-

gression analyses. For total score of VTR, the results indicate that the model 
predicted variance that was significantly greater than zero, F (2, 203) = 6.05, 
p = .003, with R2 at .056, and that the variance explained by PSTM capacity 
was 5.6%, which is small but statistically significant. Only PSTM measured 
by the forward digit span test significantly predicted L2 reading skills (β = 
.26, p = .001) as measured by the VTR, whereas the pseudoword repetition 
test did not contribute to explaining the significant variance in L2 reading 
skills (β = -.10, p = .205).

The results of the standard multiple regression analysis to investigate the 
amount of variance of L2 receptive vocabulary explained by PSTM capac-
ity indicate that the model predicted variance that was significantly greater 
than zero, F (2, 203) = 5.54, p = .005, with R2 at .052. The variance explained 
by PSTM capacity was 5.2%, which is small but statistically significant. PSTM 
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measured by the forward digit span test significantly predicted L2 reading 
skills (β = .25, p =.001) as measured by the VTR, whereas the pseudoword 
repetition test did not (β = -.06, p = .405).

The results of the standard multiple regression analysis to investigate the 
amount of variance of L2 grammar knowledge explained by PSTM capacity 
demonstrate that L2 grammar knowledge as indicated by VTR-Grammar 
was significantly predicted by the independent variables, F (2, 203) = 3.21, 
p = .043, with R2 at .031. The variance explained by PSTM capacity was 
3.1%, which is small but statistically significant. The forward digit span test 
significantly explained the variance in L2 grammar knowledge (β = .19, p = 
.012), whereas the pseudoword repetition test did not (β = -.10, p = .210).

Lastly, another standard multiple regression analysis was performed to 
investigate the amount of variance of L2 text comprehension skills explained 
by the PSTM. The results showed that L2 text comprehension as indicated 
by VTR-Comprehension was significantly predicted by the independent 
variables, F (2, 203) = 6.46, p =.002, with R2 at .060, and that the variance 
in text comprehension skills significantly explained by PSTM capacity was 
6.0%, which is small but statistically significant. As with other models, only 
the forward digit span test significantly explained the variance in text com-
prehension skills (β = .27, p < .001), whereas the pseudoword repetition test 
did not (β = -.10, p = .203).

Table 2
Standard Multiple Regression Results for PSTM Predicting the Variables of 
L2 Reading Sub-Skills

VTR-
Total

VTR- 
Vocabulary 

VTR-
Grammar 

VTR- 
Comprehension 

β for Forward 
Digit Span Test

.26** .25** .19* .27***

β for Pseudoword 
Repetition Test

-.10 -.06 -.10 -.10

R2 .056 .052 .031 .060
F for change in R2 6.05** 5.54** 3.21* 6.46**

Note. PSTM = phonological short-term memory; VTR = VELC Test Reading section. 
*p < .05, **p < .01, ***p < .001.



180 JALT Journal, 43.2 • November 2021

Discussion & Conclusion
In reading, only visual language information is presented. However, the 

subvocal rehearsal system comprising PSTM, where participants subvocal-
ize the items to be memorized, “serve[s] the function of registering visual 
information within the store” (Baddeley, 2003, p. 191). In reading L2 text, 
readers use their phonological knowledge to rehearse the presented lan-
guage in their mind, holding and processing the meaning of the text. This 
could be part of the reason for the significant relationship between PSTM 
and L2 reading skill demonstrated in this study. Despite this theoretical im-
plication, some previous studies discussed above indicated that the effects of 
PSTM on L2 reading proficiency were not significant. However, this current 
study shows a significant contribution of PSTM to L2 reading proficiency, 
although the effect size is not large.

L2 vocabulary and grammatical knowledge were also examined as 
subskills of L2 reading. The results demonstrated that PSTM influences 
L2 receptive vocabulary and grammatical knowledge, which supports the 
results of previous studies (e.g., French & O’Brien, 2008; Martin & Ellis, 
2012; Masoura & Gathercole, 1999), and the effect of PSTM on grammati-
cal knowledge was found to be smaller than that on vocabulary knowledge. 
Completing a sentence using grammatical knowledge, which is a task in 
VTR-Grammar, requires higher-level cognitive processing than retaining 
verbal information, which requires PSTM. This might be the reason for the 
reduced influence of PSTM on L2 grammatical knowledge.

The results show that the largest effect size was for the effects of PSTM 
on text comprehension, as measured by VTR-Comprehension. To complete 
the tasks in the VTR-Comprehension part, test-takers need to hold larger 
amounts of verbal information to memorize than in the VTR-Vocabulary 
and VTR-Grammar parts, because the number of words in each item is 
greater than in those of the other tasks. The ability measured in the VTR-
Comprehension part was passage comprehension assessed through a 
context-dependent sentence completion task. Owing to the large amount of 
information examinees needed to keep in memory, it is plausible that the 
effect of PSTM was more strongly related to the outcome of this part of the 
test than those of the other parts.

Although PSTM capacity as indicated by the forward digit span test had 
a significant influence on L2 reading and related subskills, PSTM as indi-
cated by the pseudoword repetition test did not. One reason for this result 
might be related to the issues with mishearing the sounds (i.e., mora) of the 
pseudoword. Although test items were constructed with Japanese mora, 
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some participants may have misheard the pseudowords; for example, some 
participants reproduced the items te-ni-ho as te-ni-o, whereas this type of 
error was not observed in the forward digit span test. This indicates that the 
pseudoword repetition test may have involved aural sensitivity in addition 
to holding speech information, which might have influenced the results.

Although this study demonstrated the effects of PSTM on intermediate 
EFL learners, future studies would benefit from examining the effects of 
PSTM capacity on L2 reading skills with a wider range (low to advanced) 
of proficiency, which would allow for the analysis of proficiency groups at 
different levels. Future studies might also consider controlling for other fac-
tors this study did not control for, such as the amount of exposure to the 
target language, which could impact L2 reading proficiency. In addition, 
the pseudoword repetition test did not contribute to explaining variance in 
L2 reading proficiency scores. As discussed above, it is assumed that the 
involvement of other factors such as aural sensitivity with the pseudoword 
repetition test attributed to this non-significant contribution. Therefore, 
future studies might consider using a different PSTM measure, such as the 
serial recognition test used by Hummel and French (2016). Furthermore, 
Swanson et al. (2011) demonstrated that visuospatial memory was a sig-
nificant predictor of the L2 reading skills of Hispanic children in the United 
States (whose L1 was Spanish). As first language orthographic features affect 
learning another language writing system (Akamatsu, 1999; Chikamatsu, 
1996), future research could thus focus on investigating the effects of visual 
memory capacity on the L2 reading proficiency of Japanese EFL learners, 
who have a different L1 orthographic system than English and Spanish. Such 
research may provide further insights into the understanding of individual 
differences in mastering L2 reading skills.

This study attempted to demonstrate the contribution of PSTM capacity 
as an aptitude factor in L2 reading proficiency. This study contributes to 
the literature by showing the significant effects of PSTM on L1 Japanese-
speaking, intermediate-proficiency, EFL learners, which is the level of most 
university-level learners (ETS, 2020; MEXT, 2018). The results of this study, 
then, can be used by language teachers to understand the role of PSTM and 
the development of L2 reading, and thereby, to design reading tasks that 
cater to the PSTM differences among their students. One way to do this is 
to control the amount of text presented to a learner, which in turn may lead 
to better processing of the text by the learner and, by extension, improved 
efficacy in teaching.
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Many studies have investigated the situational nature of Willingness to Communicate 
(WTC) in language learning. However, few studies have explored the possibility that 
a language teaching approach aimed at fostering communicative language use can 
effectively influence and thus facilitate L2 WTC development as it emerges in context 
(situational WTC). This classroom-based study addresses this issue by (a) investi-
gating whether task-based learning (TBL) can foster situational L2 WTC for novice 
learners of English as a foreign language (EFL), and (b) determining the factors that 
influence learners’ situational WTC through a mixed-methods approach juxtaposing 
quantitative and qualitative data. The study focused on Japanese junior high school 
students (N=135) participating in a four-month exposure to TBL. The findings re-
vealed that, during the TBL period, learners’ L2 WTC improved significantly and that 
learners reported feelings of enjoyment when participating in authentic L2 social 
interaction.
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第二言語学習におけるsituational willingness to communicate (L2 WTC: 状況ごとに変化する
外国語を話す意思)について多くの研究がされてきた。しかしながら、コミュニケーション能力
促進のための特定の教授法を用いて、どのようにL2 WTCが出現し変化していくのかを調査した
研究例は少ない。本研究では,質的量的研究の両方を使う混合研究法を用いて、(a)タスク中心
学習における参加者のsituational L2 WTCは変化するのか、(b)どのような要因が初級EFL学習
者のsituational L2 WTCに影響を与えるのか、を調査した。中学生135名を対象として4か月間
タスク中心学習によるコミュニケーション活動を行った。結果から、参加者のsituational L2 
WTC は有意に伸長した。また英語で友達とソーシャルインタラクションを楽しむことで、タスクへ
の参加意欲ならびに英語使用の頻度が高まったことが明らかとなった。

Keywords: EFL novice learners; perceived situational task competence; 
situational Willingness to Communicate; task-based learning

A substantial amount of empirical research on Willingness to Commu-
nicate (WTC) has been conducted over the past 20 years, mainly on 
factors that influence second language (L2) WTC. However, research 

that explores how situational L2 WTC develops as a result of a specific lan-
guage teaching approach, particularly among novice learners, is lacking. 
This study focuses on the contextual, situational, and emergent nature of 
WTC among Japanese junior high school students with limited opportuni-
ties to communicate in English inside and outside the classroom. The objec-
tive of our study is to explore how junior high school EFL learners develop 
L2 WTC through a series of WTC-enhancing task-based lessons.

Literature Review
Willingness to Communicate (WTC)
Early Studies

MacIntyre et al. (1998) presented their model of L2 WTC by adapting 
the original personality-based construct proposed for L1 communica-
tion (McCroskey, 1992), marking the beginning of L2 WTC research. This 
model shows that stable, enduring factors (e.g., personality, interpersonal 
or intergroup motivation, communicative competence, and self-confidence) 
and more immediate situational factors (e.g., desire to communicate with a 
specific person) combine to influence situational L2 WTC, or “a readiness to 
enter into discourse at a particular time with a specific person or persons 
using an L2” (MacIntyre et al., 1998, p. 547). It aims to represent how an L2 
user decides to initiate communication based on individual characteristics, 
intergroup factors, and momentary situational influences.

Inspired by this model, subsequent quantitative WTC studies (e.g., 
Baker & MacIntyre, 2000; Yashima, 2002; Yashima et al., 2004) focused 
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on L2 learners’ WTC in various cultural contexts, including Japan. Nota-
bly, two variables were found to have the strongest influence on L2 WTC: 
perceived communicative competence (i.e., how learners feel about their 
communicative abilities), and anxiety (i.e., feelings of worry and nervous-
ness when learners use an L2) (e.g., Baker & MacIntyre, 2000; MacIntyre 
& Clément, 1996). However, the relative importance of these two variables 
is context-dependent. Baker and MacIntyre (2000) found that L2 anxiety 
was the strongest predictor of WTC in immersion learners of L2 French in 
Canada, while perceived communicative competence was the strongest in 
non-immersion learners with opportunities for L2 use limited solely to the 
classroom. In studies conducted in a Japanese senior high school, Yashima 
(2002) and Yashima et al. (2004) found that perceived communicative com-
petence was a stronger predictor of L2 WTC than anxiety. More recently, 
however, through a comprehensive meta-analysis concerning the effect 
sizes of WTC studies, Shirvan et al. (2019) revealed that three key variables 
– perceived communicative competence, language anxiety, and motivation 
– had moderate positive correlations with L2 WTC (perceived communica-
tive competence showed the largest effect size). These studies suggest that 
improving L2 WTC in the EFL classroom may depend on fostering perceived 
communicative competence and motivation.

In addition, other variables affecting L2 WTC have been explored. 
For example, personality traits such as agreeableness (i.e., friendly and 
generous personality) or extroversion (i.e., sociable and active personal-
ity) (MacIntyre & Charos, 1996) and international posture (i.e., an EFL 
learner’s internationally-oriented disposition) (Yashima, 2002, 2014) have 
been found to influence L2 WTC. Furthermore, research has shown that 
classroom-related factors, including student cohesiveness (i.e., how united 
learners feel their group members are), task orientation (i.e., importance of 
completing activities and staying on the subject matter) (Peng & Woodrow, 
2010) and attitudes toward group activities (Fushino, 2010), influence L2 
WTC. These quantitative studies highlighting classroom situations have led 
to more context-specific research investigating situational WTC.

Situational L2 WTC
While early studies of L2 WTC focused on stable communication tenden-

cies (e.g., trait anxiety), recent studies have been examining individual and 
situational tendencies that change variably across a variety of L2 speaking 
contexts. For example, in her interview study with Korean ESL learners, 
Kang (2005) found that in conversations with native speakers of English, 
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learners experienced three psychological conditions: security, excitement, 
and responsibility. Security is defined as being free of fear in L2 commu-
nication. Excitement is “a feeling of elation about the act of talking” (Kang, 
2005, p. 284). Responsibility is how learners themselves are responsible for 
engaging in the conversation (e.g., introducing a topic). These feelings arose 
or waned depending on surrounding situational variables such as topic in-
terest, interlocutor familiarity, and conversational context (e.g., composition 
of participant group), with changes in these feelings leading to changes in 
the level of situational WTC. Similarly, Cao and Philp (2006) revealed that 
situational L2 WTC in Chinese ESL learners varied depending on the num-
ber of participants (e.g., pair work, group work, or whole class), interlocutor 
familiarity, and interlocutors’ contribution to the conversation.

Subsequent studies have explored the situational nature of L2 WTC by 
focusing on the relationship between individual, situational, psychologi-
cal, and contextual factors in the language classroom. For example, Zhong 
(2013) found that Chinese ESL students’ situational WTC changed due to 
the joint effect of socio-cultural factors (e.g., fear of losing face by making 
mistakes and avoidance of being perceived as “showing off” their fluent L2 
performance), and individual factors (e.g., concerns for accuracy and per-
ceived self-efficacy). Situational L2 WTC has also been found to fluctuate 
under the joint effect of both contextual (e.g., task) and individual factors 
such as motivation, task-related attitudes (Eddy-U, 2015) and interlocutors’ 
proficiency level (Kang, 2005; de Saint Léger & Storch, 2009; Zarrinabadi et 
al., 2014). In sum, qualitative and mixed-methods research has illuminated 
the dynamic nature of L2 WTC in classrooms as influenced by the aforemen-
tioned factors.

Reinforcing Situational L2 WTC through Pedagogical Interventions
To explore conditions for learners to actively engage in L2 classroom com-

munication, some pedagogical intervention studies have been undertaken 
(Munezane, 2015; Yashima & Zenuk-Nishide, 2008; Yashima et al., 2018). 
For example, Yashima and Zenuk-Nishide (2008) found that Japanese junior 
high school students with higher exposure to content-based instruction 
(CBI) developed L2 WTC to a greater extent than those with less exposure 
to CBI. Also, Freiermuth and Huang (2012) found that Japanese students’ 
enjoyment of participating in online synchronous chat tasks with Taiwanese 
learners through English was facilitated by the alleviation of the pressures 
they usually felt in face-to-face L2 interactions, leading to heightened WTC. 
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However, such studies are rare, and more that contain the pedagogical goal 
of enhancing L2 WTC are needed.

WTC-Enhancing Intervention Using Tasks
In this study, Task-based learning (TBL) was employed as an interven-

tional instruction since it “aims to develop learners’ communicative com-
petence by engaging them in meaning-focused communication through 
the performance of tasks” (Shintani & Ellis, 2014, p. 135). A rich body of 
research has informed the effects of TBL, examined through three theoreti-
cal perspectives: cognitive (e.g., as a meaning negotiation process; Foster & 
Ohta, 2005); sociocultural (e.g., collaborative interactions; Swain & Lapkin, 
1998), and psycholinguistic (i.e., complexity, accuracy, and fluency in L2 
production; Skehan, 2018). However, few research studies have explored 
how L2 tasks influence learners’ affective disposition, most notably L2 WTC. 
Thus, this study examines L2 situational WTC in one TBL context.

Goals of the Study and Research Questions
The primary objectives of this study were to understand what enduring 

or situational factors influence junior high school students’ situational WTC 
in interactional tasks, and to examine whether a TBL intervention enhances 
their situational WTC. The two research questions were as follows:

RQ1. 	 What factors most significantly influence the situational WTC of jun-
ior high school L2 English learners engaging in interactional tasks? 

RQ2. 	 Does TBL instruction help these learners develop situational L2 
WTC?

Method
Research Context and Participants

The participants in this study were 135 Japanese students (aged 14-15) 
recruited from four third-grade intact classes (with 33 or 34 students per 
class) of a public junior high school in an Osaka suburb. Based on the results 
of a nationwide English proficiency test administered by Japan’s Ministry of 
Education, Culture, Sports, Science and Technology (MEXT, n.d.) and the dis-
tribution guidelines of Japanese learners’ CEFR (Common European Frame-
work of Reference for Languages) levels (Negishi et al., 2013), nearly all the 
participants fell into the categories of Pre-A1 and A1. Unlike the participants 
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tested in previous WTC studies, they had almost no prior experience in 
English conversation in or outside the classroom. For two years and several 
months prior to the intervention (i.e., from first grade to third grade), par-
ticipants attended four 50-minute English classes per week with Japanese 
teachers of English. In three of the weekly classes, the students were taught 
by the same Japanese English teacher; however, in the fourth weekly class, 
an American, an L1 English speaker joined the class in a co-teaching role. 
As is the case in many school settings in Japan (e.g., Benesse Educational 
Research and Development Institute, 2018), English classes at this school 
emphasized non-communicative elements of English, including memorizing 
vocabulary and grammar drills, though oral practice is sometimes imple-
mented in the form of audiolingual instructions (e.g., rote repetition and 
pattern practice). 

The TBL interventions occurred in the second semester of students’ third-
grade year, during classes with both the Japanese teacher of English and the 
American teacher present. The Japanese teacher of English had 20 years of 
teaching experience; the American teacher had two years of teaching expe-
rience.

Task Design and Implementation
Five TBL lessons (50 minutes each) were implemented over four months. 

Each lesson occurred three- to four-weeks apart. The lessons were designed 
for the explicit aim of facilitating L2 interaction in the classroom. Each TBL 
lesson consisted of three stages: a pre-task, a main task, and a post-task.

At the pre-task stage, participants engaged in two sub-tasks: an input-
based task, and a creative task in preparation for the main task. In the input-
based task, students were instructed to read information related to the task 
topic (e.g., a survey on sightseeing spots in Okinawa) in English and respond 
to the information (e.g., answering the survey by putting checks in given 
boxes). The information contained some exemplars of the target linguistic 
features (e.g., lexical and grammatical phrases), but the teacher did not ex-
plicitly teach them to the students. Then, in the creative task, participants 
created their own information (e.g., creating ranking-lists for sightseeing 
spots in Okinawa and reasons) on the worksheet. The sub-tasks scaffolded 
speech production for the main task.

At the main task stage, students performed a 10-minute task in which they 
freely chose their partners. The task consisted of an information exchange 
and a decision-making component. The purpose of this task was to elicit 
meaning-focused communication between students in pairs using informa-
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tion collected during the pre-task phase. For example, in Lesson 1, students 
exchanged information on local sightseeing spots in Okinawa they preferred 
before deciding on the best places to visit based on their combined infor-
mation. In line with Shintani and Ellis’ (2014) criteria for communicative 
tasks, its primary focus was on meaning, it contained an information gap, it 
required learners to rely on their own linguistic resources, and there was a 
clearly defined communicative goal.

At the post-task stage, participants were instructed to individually write 
reports (e.g., a travel itinerary) in English based on information from the 
main task (e.g., deciding on the best tourist destination). In summary, the 
pre-task allowed learners to generate input to be used in the main task, as 
the main task focused on meaningful oral communication. The post-task 
required students to reflect on their oral interactions and integrate their 
thoughts and experiences into a written product. Table 1 provides a full 
summary of the stages:

Table 1
Task Descriptions

TBL  
interven-

tion

Pre-task (20 min)
Main task  
(10 min)

Post-task  
(10 min)Input-based 

task
Creative  

task
Lesson 1 Answering a 

survey about 
sightseeing 
spots during 
Okinawa trip

Writing 
reasons 
for survey 
responses

Exchanging 
travel experi-
ences in 
Okinawa

Writing up 
suggestions 
for American 
teacher who 
is going to 
Okinawa 
based on 
collaborative 
outcome

Lesson 2 Rearranging 
Osaka-
sightseeing 
ranking and 
descriptions 
jumbled up 
by a cat

Writing 
itinerary for 
Osaka visit

Exchanging 
itinerary 
information 
and deciding 
on best tour

Writing up 
itinerary 
based on 
collaborative 
outcome
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TBL  
interven-

tion

Pre-task (20 min)
Main task  
(10 min)

Post-task  
(10 min)Input-based 

task
Creative  

task
Lesson 3 Answering 

“Guess who?” 
questions 
asked by two 
teachers

Rearranging 
jumbled up 
information 
on stars

Exchanging 
information 
on favorite 
famous 
people

Writing up 
peers’ prefer-
ences based 
on collabora-
tive outcome

Lesson 4 Answering 
survey about 
favorite 
weekend 
activities

Writing up 
reasons 
for survey 
responses

Asking peers 
to do some-
thing together 
on weekend 
and deciding 
on a plan

Writing 
agreed upon 
plan based on 
collaborative 
outcome

Lesson 5 Finding 
incorrect 
information 
in teacher’s 
Christmas 
plan

Making 
imaginary 
Christmas 
plan with 
¥500,000 
budget

Exchanging 
plans and 
deciding 
on the best 
Christmas 
plan

Writing about 
the best 
Christmas 
plan

Note. Adopted from “Factors Affecting Situational Willingness to Communicate in 
Young EFL Learners,” by Toyoda & Yashima (2021).

The above tasks were carefully designed and implemented to facilitate 
participants’ WTC as well as active task engagement. In terms of task design, 
students benefited from familiar topics (Kang, 2005; MacIntyre et al., 1998; 
Pawlak et al., 2016) and the use of personal information (Aubrey, 2017a; 
Dörnyei, 2001, 2007) during task performance. Implementation choices 
thought to enhance engagement included dyadic interaction (Cao & Philp, 
2006; Kang, 2005; Zhong, 2013), allowing students to choose their inter-
locutor (Egbert, 2004), and repetition of similar task types (MacIntyre et 
al., 1998; MacIntyre & Doucette, 2010; Skehan, 1998). Furthermore, during 
each task, teacher roles were limited to giving instructions. In other words, 
the teachers tried to eliminate as many externally-imposed influences on 
interaction as possible (e.g., no incentives were given in terms of grades or 
rewards).
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Data Collection
To answer our research questions, we adopted a mixed-methods ap-

proach juxtaposing quantitative and qualitative data. All data for this study 
were collected within the participants’ regular English classes throughout 
the four-month-long TBL intervention period. Data collection instruments 
consisted of two questionnaires written in Japanese (hereafter Question-
naires 1 and 2). Figure 1 shows the timing of the administration of both 
questionnaires.

Figure 1
Timing of Questionnaire Administration

TBL 1 TBL 2 TBL 3 TBL 4 TBL 5
(Time 1) (Time 2) (Time 3) (Time 4) (Time 5)

Question-
naire 1

Question-
naire 2

Question-
naire 2

Question-
naire 2

Question-
naire 2

Question-
naire 2

Questionnaire 1
Questionnaire 1 with 76 items was administered once to elicit data related 

to learners’ stable L2 learning and communication dispositions, attitudes 
toward TBL, and the classroom social environment. As it included questions 
regarding participants’ general attitudes toward the TBL instruction, it was 
administered after participants experienced two TBL lessons. The variables 
measured using this instrument are enumerated below (1 to 7). The number 
of items and corresponding Cronbach’s alpha values for each construct in 
both questionnaires are shown in parentheses. Items measuring variables 1 
and 2 were rated based on a 6-point Likert-type scale anchored by 1 (never 
willing) and 6 (always willing), and items measuring variables 3 to 7 were 
rated based on a 6-point Likert-type scale anchored by 1 (strongly disagree) 
and 6 (strongly agree). According to Kline’s (1999) criteria for describing 
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internal consistency, an alpha greater than .9 constitutes an excellent fit, be-
tween .7 and .9 represents a good fit, and between .6 and .7 is an acceptable 
fit. All values reported either met or exceeded the criteria for acceptable fit.

1. Trait-like L2 WTC (8 items, α=.90). WTC items were adapted from Ryan’s 
WTC scale (2009) which he created for the Japanese EFL context based on 
McCroskey’s WTC scale (1992). This measure captured participants’ general 
tendency to communicate in English when given opportunities in various 
situations in and out of school (e.g., “I would talk with an acquaintance while 
standing in line”).

2. Trait-like L1 WTC (8 items, α=.87). The participants’ L1 WTC was also 
assessed using modified versions of the above Trait-Like L2 WTC items. 
This measure captured the participants’ general tendency to communicate 
in Japanese.

3. Perceived L2 communicative competence (23 items, α=.97). To meas-
ure perceived communicative competence in English, 23 “can-do” items 
were taken from the Eiken English proficiency test (Eiken Can-Do List, n.d.) 
and based on the CEFR “can-do” assessment. Based on Negishi et al.’s (2013) 
finding that third-year Japanese junior high school students (aged 14-15) 
generally fall within a CEFR English ability range from pre-A1 to A1, assess-
ment items for those levels were used (e.g., “If I don’t understand what the 
other person says, I can ask him/her a question in English”).

4. L2 anxiety in the classroom (8 items, α=.83). These items, taken from 
Ryan (2009), assessed students’ degree of communication apprehension in 
English (e.g., “I feel nervous when I speak English in English class”).

5. L2 motivation (12 items, α=.89). These items, adapted from Gardner 
and Lambert (1972), form a measure of L2 motivation and consist of two 
separate variables:

a.	 L2 motivational intensity (6 items, α=.84). This component captures 
how much effort learners put into learning the L2 (e.g., “Compared to 
my classmates, I think I study English relatively hard”).

b.	 Desire to learn English (6 items, α=. 77). This component captures 
how strongly learners want to study the L2 (e.g., “I find studying Eng-
lish more interesting than other subjects”).
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6. Task attitudes (4 items, α=.83). These items measured the participants’ 
general attitudes toward the TBL approach. Two items were adopted from 
Dörnyei and Kormos (2000) and asked about tasks in general, e.g., “I like 
the tasks in English lessons,” and the remaining two items asked students to 
compare TBL with more grammar-focused English lessons (e.g., “I am more 
motivated to engage in TBL lessons than in the regular English lessons”).

7. Group attitudes (13 items, α=.90). These items consisted of two subcat-
egories:

a.	 Perceived group cohesiveness (7 items, α=.87). These items deter-
mined the degree to which students felt that the class formed as a 
cohesive group. They were based on items taken from Clément et al. 
(1994) (e.g., “I think my group is better than the other groups”).

b.	 Perceived group usefulness (6 items, α= .87). These items were taken 
from Fushino (2010) and elicited information about the usefulness of 
group work (e.g., “During group work, I learn various opinions and 
ideas from my group members”).

Questionnaire 2
To elicit information regarding any changes in situational variables 

throughout the intervention, Questionnaire 2 was administered immediately 
following each of the five TBL lessons. Designed to elicit situational L2 WTC 
determinants for each task, the questionnaire contained three parts: a situa-
tional WTC scale, task-related scales, and an open-ended reflection. Each part 
is outlined below, with Cronbach’s alpha values. Similar to Questionnaire 1, all 
values either met or exceeded the criteria for acceptable reliability.

1. Situational L2 WTC (i.e., interaction FOC) (4 items, α= .82). Following 
the practice of previous studies (e.g., Yashima et al., 2004), situational L2 
WTC was operationalized as self-reported frequency of communication 
during each interactional task (hereafter: interaction FOC). Items and scales 
were taken from Yashima et al. (2004) to determine how often students 
voluntarily attempted to communicate during an interactional task (e.g., 
“I volunteered answers or asked questions during an interactional task”). 
Students indicated their interaction FOC on a 10-point scale anchored from 
“not at all” to “very frequently.” In addition to interaction FOC data, the ap-
proximate number of self-initiated turns reported by students immediately 
after each lesson was considered when answering RQ2. In all cases, students 
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were asked to maintain awareness of their turn-taking frequency and to re-
port it as precisely as possible.

2. Situational task-related variables. The following items, a) and b), were 
rated based on a 6-point Likert-type scale anchored by 1 (strongly disagree) 
and 6 (strongly agree).

a.	 Perceived situational task competence (5 items, α=.92). Given that 
“can-do” statements serve as a record of what students perceive they 
are capable of doing in the L2 (Willis & Willis, 2007), five “can-do” 
items were chosen to assess how students perceived their ability to 
perform the tasks in each TBL lesson on a 6-point Likert-type scale 
(e.g., “I can negotiate with my classmates using only English to achieve 
a task goal”).

b.	 Situational task engagement (6 items, α= .93). These items, taken 
from Dörnyei and Kormos (2000), measured participants’ attitudes 
toward each TBL lesson as well as engagement in each lesson. Students 
were asked to indicate the degree to which they agreed with state-
ments regarding their own task performance on a 6-point Likert-type 
scale (e.g., “I enjoyed achieving the task goal”).

Open-ended Reflection
In addition to the quantitative data, we obtained written, qualitative 

data from open-ended reflections from each participant that provided the 
learner’s retrospective thought processes for each task. Immediately after 
each task, students were given 10 minutes to write a comment in Japanese 
discussing their task performance.

Data Analysis
To answer Research Question 1, which addressed factors influencing 

situational L2 WTC, correlation and multiple-regression analyses were 
conducted on the eight enduring variables (Questionnaire 1) and three situ-
ational variables (Questionnaire 2). To answer Research Question 2, which 
addressed developmental features of EFL learners’ situational L2 WTC, four 
repeated-measures one-way ANOVAs were performed on the four situation-
al variables (interaction FOC, self-initiated turns, perceived situational task 
competence, and situational task engagement) to test for significant change 
variables from Time 1 (TBL 1) through Time 3 (TBL 3) to Time 5 (TBL 5). All 
quantitative analyses were carried out using SPSS (Version 23).
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To add insights to the quantitative analyses, we conducted a content 
analysis of the open-ended reflections each participant wrote in Japanese 
at the end of the initial (TBL 1) and final (TBL 5) sessions. This followed the 
inductive analysis method recommended by Corbin and Straus (2015). The 
participants’ reflections were coded, and these codes were subsequently ab-
stracted to categories (higher-order codes) and several subcategories speci-
fying each main category. To determine interrater reliability of the coding, 
two independent coders, both researchers in applied linguistics, coded 25% 
of randomly selected students’ open-ended reflections, as recommended by 
Lombard et al. (2005) as an acceptable sub-sample to use for calculating 
inter-rater reliability. Cohen’s Kappa was calculated, and the results showed 
moderate agreement (.71) between raters. This result was deemed satis-
factory (see McHugh, 2012), and the first author coded the remaining data 
alone.

Results of Quantitative Analyses
Factors Influencing Situational WTC

The results of the correlation analysis showed that interaction FOC was 
highly correlated with the two situational variables, perceived situational 
task competence (r =.89) and situational task engagement (r =.81), moder-
ately correlated with the other linguistic and non-linguistic variables (.67 < 
r < .39) and L2 proficiency (r =.42); but not with group attitudes (r =.13). To 
identify strong predictors of situational L2 WTC among the correlated vari-
ables above, a multiple stepwise regression analysis was conducted, with 
interaction FOC as the dependent variable and all other variables (except 
group attitudes, which had a weak correlation with situational L2 WTC) 
treated as independent variables (i.e., perceived L2 communicative compe-
tence, trait-like L2 WTC, L2 anxiety, L2 motivation, L1 WTC, task attitudes, 
L2 proficiency, perceived situational task competence, and situational task 
engagement) (See Appendix for the descriptive statistics). As Table 2 shows, 
two situational variables—perceived situational task competence and situ-
ational task engagement—along with L1 WTC were predictors of interaction 
FOC. A calculated partial regression coefficient was significant, F (3,102) = 
156.40, p < .001, η2 = .82. Acquired partial regression coefficients showed 
that perceived situational task competence, B (.64) influenced interaction 
FOC more strongly than either situational task engagement, B (.21) or L1 
WTC, B (.18). The risk of multicollinearity was considered negligible as vari-
ance inflation factor values ranged from 1.25 to 2.96.
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Table 2
Result of Multiple Regression Analysis Predicting Situational L2 WTC 
(interaction FOC)

Β SEB B
Intercept 0.46 -3.96
Situational perceived task competence 0.64 0.16 1.42 ***
Situational task engagement 0.21 0.15 0.42 ***
L1 WTC 0.18 0.10 0.39 **
R² 0.82***

*p<.05. ** p<.01. ***p<.00.

Developmental Features of Learners’ Situational L2 WTC
RQ 2 addressed the development of situational L2 WTC, which was op-

erationalized as interaction FOC and self-reported turns for the five TBL 
lessons. In order to examine whether significant changes were observed 
through the TBL intervention, an ANOVA was performed comparing three 
time points, namely the beginning, the middle and end points. Mauchly’s 
test for each situational variable showed no violation of sphericity. In addi-
tion, Bonferroni’s adjustment was applied to the significance level to deal 
with Type 1 error. To determine where significant change occurred, multiple 
comparisons were conducted. Results indicated a significant difference in 
situational WTC-variables between Time 1 and Time 5: interaction FOC, F 
(2, 232) = 35.21, p < .001, η2 = .23, and self-reported turns, F (2, 208) = 67.97, 
p < .001, η2 = .40). For interaction FOC, the results showed a significant dif-
ference between Time 1 and Time 3 and also between Time 1 and Time 5 
(p < .001). A significant difference was found in the number of self-reported 
turns between Time 1 and Time 3 (p < .001), between Time 3 and Time 5 (p 
< .001), and between Time 1 and Time 5 (p < .001).

Since the multiple regression in RQ1 showed that two situational varia-
bles (i.e., perceived situational task competence and situational task engage-
ment) are strong predictors of interaction FOC, we also examined changes 
in these variables. Perceived situational task competence and task engage-
ment were examined with ANOVAs using the same procedure as above to 
determine if there were any significant changes between Times 1, 3, and 5. 
Results indicate a significant difference in these two situational variables 
between Time 1 and Time 5: perceived situational task competence, F (2, 
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228) = 16.24, p < .001, η2 = .13) and situational task engagement, F (2, 228) 
= 5.09, p < .001, η2 = .04). For perceived situational task competence, the 
results showed a significant difference between Time 1 and Time 3 as well 
as between Time 1 and Time 5 (p < .001). Regarding situational task engage-
ment, significant differences were found between Time 1 and Time 3, and 
Time 1 and Time 5 (p < .001), but not between Time 3 and Time 5.

The results suggest that interaction FOC, self-reported turns, and per-
ceived situational task competence significantly improved throughout the 
TBL intervention, while situational task engagement improved only during 
the first half of the intervention. Table 3 summarizes the descriptive sta-
tistics for interaction FOC and self-reported turns (used as indicators of 
situational WTC) as well as perceived situational task competence and situ-
ational task engagement from Time 1 (TBL 1) to Time 5 (TBL 5). Figures 2, 
3, and 4 show how each of the situational variables as well as the number of 
self-reported turns changed over the TBL-intervention period.

Table 3 
Descriptive Statistics of Situational Variables: Group Means and Standard 
Deviations

Situational 
variables

Mean (SD)　
Post-hoc

Time 1 Time 2 Time 3 Time 4 Time 5
Interaction FOC 
(Situational L2 
WTC)

4.78 
(2.09)

5.39 
(2.03)

5.52 
(2.16)

5.72 
(1.86)

5.80 
(2.01)

1-3, 1-5

Situational 
perceived task 
competence

4.05 
(0.97)

4.37 
(0.93)

4.33 
(0.90)

4.45 
(0.85)

4.41 
(0.95)

1-3, 1-5, 
3-5

Situational task 
engagement

4.25 
(1.10)

4.37 
(1.04)

4.45 
(1.03)

4.31 
(1.03)

4.30 
(1.14)

1-3, 1-5

Self-reported 
turns

4.53 
(2.34)

9.50 
(5.39)

7.30 
(4.51)

8.73 
(4.72)

9.86 
(5.30)

1-3, 1-5

Note. N=107 available from Time 1 to Time 5.
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Figure 2 
Interaction FOC for Whole Group

Figure 3 
Perceived Situational Task Competence and Situational Task Engagement 
in Interactional Tasks for Whole Group



201Toyoda, Yashima, & Aubrey

Figure 4
Number of Self-Reported Turns in Interactional Task for Whole Group

Results of Qualitative Analyses
Table 4 shows a summary of the analyses of participants’ reflections after 

the initial (Time 1) and final (Time 5) sessions. Students provided a total 
of 167 comments on Time 1 experiences and 191 comments on Time 5 ex-
periences. Comments were coded and divided into subcategories and then 
subsequently aggregated into seven categories each for Time 1 and Time 5, 
as shown in Table 4. Although in qualitative studies, interpretation does not 
necessarily depend on the quantity of responses, in this study, numbers of 
responses were counted to grasp general response patterns and to structure 
a detailed discussion of students’ experiences.
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Table 4
Results (Categories and Subcategories) of Qualitative Content Analysis

Time 1 Time 5

Enjoyment (69) Enjoyment (73)
Had fun using English with 
peers (30)

Enjoyed sharing real informa-
tion with friends (44)

Enjoyed tasks (19) Enjoyed interacting with many 
people in English, with many 
turns (11)

Had fun using English but found 
it difficult (18)

Enjoyed using English (8)

Enjoyed learning new words (2) Enjoyed tasks (9)
Enjoyed working with peers (1)

Lack of perceived communicative 
competence (33)

Perceived communicative compe-
tence (53)

Unable to speak English (20) Able to interact with peers, with 
improved interactional skills (26)

Unable to perform tasks (11) Able to interact, with increased 
turns (21)

Unable to achieve task goal (1) Able to perform tasks better 
than past performance (5)

Unable to generate own ideas (1)
Desire for improvement (26) Retrospection on communication 

messages (24)
Desire to improve task interac-
tions (20)

Was impressed with interlocu-
tors’ ideas (18)

Desire to increase the number of 
turns (6)

Respected interlocutors’ 
attitudes (5)
Was surprised to learn about 
interlocutors (1)
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Time 1 Time 5

Perceived communicative compe-
tence (19)

Lack of perceived communicative 
competence (15)

Able to speak English (14) Unable to speak English (12)
Able to interact with each other 
(5)

Had trouble coming up with 
own ideas (1)
Lacked intention to interact 
with others (1)
Lacked necessary vocabulary (1)

Perceived TBL effectiveness (12) Perceived TBL effectiveness (12)
Values TBL for communication 
development (12)

TBL helped gain communicative 
abilities in L2 (12)

Retrospection on communication 
messages (5)

Desire for improvement (8)

Learned friends’ personal 
information (3)

Desire to improve English to 
succeed in communication (6)

Increased interest in friends’ 
recommended places (2)

Desire to increase WTC (2)

Not enjoying (3) Desire for social interaction in L2 (6)
Unable to understand tasks (2) Desire for further interactions 

(3)
Unable to perform tasks (1) Desire to socialize in L2 outside 

classroom (3)
Note. Main categories (i.e., higher-order codes) are italicized in bold; sub-codes are 
shown under each main category.

Overall, the qualitative results indicate some key changes in perceptions. 
The following percentages account for the proportion out of the total num-
ber of responses at the respective times. The largest proportion of learn-
ers’ comments related to enjoyment at both Time 1 (41.32%) and Time 5 
(38.21%), indicating that learners’ enjoyment did not wane over the inter-
vention period. However, the subcategories under “Enjoyment” at Times 1 
and 5 were quite different in that participants came to enjoy more gregarious 
meaning-focused communication with peers in the L2 during Time 5 than 
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during the initial Time 1 stage. During Time 1, most participants reported 
enjoyment in using their L2 with others for communication. For example, 
frequent comments included: “I had fun using the L2 with peers” and “I 
enjoyed getting my message across in the L2.” In contrast, at Time 5, the 
majority of participants commented on a form of enjoyment related to the 
process of authentic social interactions with others (e.g., sharing informa-
tion, learning something new, and interacting more frequently than before). 
For example, some students wrote: “I really enjoyed sharing information in 
the L2 with my friends on topics we had never talked about;” “I was sur-
prised to learn that my friend had that kind of future plan” and, “I really 
enjoyed telling others what I think and learning about what others think.” 

Comparing the initial and final task lessons, for Time 1, participants’ com-
ments tended to focus on the act of using the L2, the tasks themselves, and 
the learning process. In contrast, for Time 5, comments tended to have a 
more meaning-focused interpersonal dimension, reflecting an appreciation 
of interacting with many people and sharing information with friends on 
specific topics.

Another important aspect of the task experience for students was per-
ceived communicative competence. For Time 1, learners reported propor-
tionally more comments related to lack of perceived communicative com-
petence (19.76%) than perceived communicative competence (11.38%), 
indicating that learners felt they were deficient in the skills needed to suc-
cessfully complete the task. The most frequently cited reason was “being un-
able to speak English.” As one student wrote, “I simply could not put words 
together to speak English well during the task.” However, the opposite was 
true of Time 5, with learners reporting more comments describing their 
perceived communicative competence (27.74%) than lack thereof (7.85%). 
In sum, there was a substantial increase in the number of participants who 
came to perceive themselves as competent in performing interactional tasks 
as well as a decrease in the number of participants who felt less than com-
petent and did not enjoy the tasks.

Other comments were offered less often but with nonetheless interesting 
patterns. Learners reported a desire for improvement much more frequently 
at Time 1 (15.56%) than at Time 5 (4.19%), which may indicate that their 
need for improvement was satisfied in some way. Learners increased the pro-
portion of comments on “Retrospection on communication messages” (Time 
1 = 2.99%; Time 5 = 12.56%), suggesting that learners tended to reflect more 
on what they said in the last intervention (e.g., learned about friends’ personal 
information). Comments related to perceived TBL effectiveness formed a mi-
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nor aspect of what learners reported and remained fairly constant between 
the two interventions (Time 1 = 7.18%; Time 5 = 6.28%). Finally, a category 
unique to Time 5 was “Desire for social interaction” (3.14%) (e.g., desire for 
further L2 interaction), which seemed to emerge after Time 1. This desire for 
social interaction indicates a positive response to the communication oppor-
tunities afforded by the TBL intervention and a motivation to continue to use 
the English in similar task-based situations.

Discussion and Pedagogical Implications
This study investigated the situational WTC of junior high school Japanese 

EFL learners in a four-month-long WTC-enhancing intervention using a TBL 
interaction task. Situational WTC was operationalized as interaction FOC 
(i.e., learner’s perceived frequency of voluntary communication) and self-
reported turns during L2 interaction.

Research Question 1 asked what factors influence the situational WTC of 
L2 learners engaging in the interaction. Our findings obtained from multi-
ple regression analyses indicate that the emergence of situational L2 WTC 
(interaction FOC) during the interactional tasks was subject to three key 
predictors: two situational factors (perceived situational task competence 
and situational task engagement) and one personality trait factor (L1 WTC), 
with perceived situational task competence found to be the most significant 
predictor of situational WTC (p < .001). This indicates that perception of 
ability in task performance is vital to enhancing L2 WTC, a finding consist-
ent with past research (Cao & Philp, 2006; de Saint-Léger & Storch, 2009; 
Dörnyei & Kormos, 2000; Eddy-U, 2015). The second-strongest predictor 
was situational task engagement, suggesting that enjoyment of and engage-
ment in the task are also important in enhancing communication.

In addition to situational factors, one enduring factor, namely L1 WTC, 
influenced situational L2 WTC for our participants. Since L1 WTC reflects 
personality, this result is congruent with the WTC heuristic model (Mac-
Intyre et al., 1998) and Freiermuth and Ito (2020), in which personality is 
one of the enduring variables affecting L2 WTC. It also supports Baker and 
MacIntyre’s (2000) claim that when through L2 communication, learners 
tend to transfer their own L1 communication disposition to it. In particu-
lar, novice learners’ tendency to initiate L2 communication while partially 
relying on their L1 WTC disposition may be a characteristic of EFL contexts 
where students usually use their L1 as the main vehicle of communication.

Research Question 2 addressed how situational L2 WTC developed 
over the TBL intervention period. Firstly, the quantitative results revealed 
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significant increases in learners’ situational WTC, with the number of self-
reported turns increasing significantly overall, i.e., Time 1-Time 5 as well 
as at beginning (Time 1-Time 3) and end (Time 3-Time 5). Meanwhile, 
interaction FOC increased significantly (both overall and at the beginning 
of the intervention). These findings align with recent research attesting to 
the affective and motivational benefits of TBL (e.g., Aubrey, 2017a, 2017b). 
We acknowledge the lack of a control group to compare with the treatment 
group; however, this fact does not take away from the findings of the study. 
Given that participants were novice learners of English with no prior TBL 
experience, our findings may constitute support of TBL as an approach to 
enhance situational L2 WTC. In contrast to previous studies that looked at 
fluctuations in situational L2 WTC during a single communicative activity 
(e.g., Pawlak et al., 2016), our study shows how situational L2 WTC can be 
cultivated through a series of pedagogical efforts over time.

The quantitative results showed that perceived situational task compe-
tence made significant gains at the beginning and end of the intervention. 
Similar to Aubrey (2017b), this may be a result of learners’ familiarization 
with task procedures, which in turn may have improved learners’ self-
confidence in approaching each subsequent task. In contrast, situational 
task engagement only increased significantly at the beginning of the inter-
vention, which may be indicative of the initial novelty associated with first 
being exposed to TBL. Given that perceived situational task competence 
and situational task engagement were predictors of situational L2 WTC, 
positive changes in these affective reactions facilitated growth in the level 
of situational L2 WTC. Thus, as Zhong (2013) suggests, to strengthen novice 
learners’ situational WTC, instruction needs to be designed in a way that can 
scaffold learners’ understanding of the task procedures and performance in 
the L2.

Further evidence to support the strengthening of learners’ situational L2 
WTC comes from the qualitative analysis of learners’ reflective comments 
after the initial (Time 1) and final (Time 5) task-based lessons (Table 4). 
Learners’ affective responses became more positive as their situational WTC 
showed growth over time. First, it was found that more students initially 
reported a lack of perceived competence in relation to interactional abili-
ties and task performance compared to those who felt competent. However, 
after the task-based intervention, more students reported feeling competent 
in a given interactional task, an increase of approximately 2.8 times (Table 
4). The following comments from two students on the final intervention 
period illustrate this increased feeling of competence:
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In today’s interaction, I think I spoke the most to others in 
English since the beginning of this type of lesson, so I felt com-
petent (Student A).

While performing a task today, I felt I was able to communicate 
with others in English a lot better, so I came to realize that I 
have gained interactional skills (Student B). 

In brief, learners became more aware of their heightened task compe-
tence, including speaking ability, frequency of communication, and task 
processing skills, all necessary components of successful task interaction.

Secondly, the development of learners’ L2 WTC can be explained through 
another change in learners’ affective reactions throughout a series of TBL 
interventions. At Time 1, the most frequent perceptions were those in which 
learners had fun performing a communicative activity even though they 
strongly acknowledged the need to improve the perceived communicative 
competence and the need to improve it. Underpinned by this positive emotion, 
they endeavored to engage more intensely and frequently in interactions with 
a higher level of difficulty, as our quantitative results on improvement in situ-
ational task engagement over time showed. As Egbert (2004) argues, a good 
balance of task challenge and participant skills, as well as intrinsic interest in 
the task, are crucial components for intense task engagement (Csikszentmiha-
lyi, 1997). This balance might account for the positive emotional changes seen 
in learners, leading to the development of situational L2 WTC.

Finally, from students’ comments of the final period, we learned that not 
only did a larger number of students find interactional tasks enjoyable, but 
also that their reaction to the L2 interaction changed qualitatively, as shown 
in the comment below:

During the interaction, I had a lot of fun speaking to friends 
and getting to know those I often talk to as well as other class-
mates I had never talked to before. I was amazed to learn that 
they have great future dreams in mind (Student C).

Following a series of interventions, more learners reported on the con-
tent of their communication (e.g., I was impressed with my friend’s attitude 
toward her family), as well as their enjoyment of the interactions. In other 
words, at the final intervention period, students came to appreciate the 
interactional task as a social opportunity to exchange opinions, ideas, and 
thoughts among peers, as the following excerpt suggests:
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Interaction tasks gave us a chance to get to know each other 
and to introduce more information about my real self because 
we don’t talk about such a topic [i.e., the given task topic] with 
classmates. So, interacting with peers in English was a lot of 
fun for me (Student D).

These results indicate that students were able to conduct more meaning-
focused social interactions with peers as WTC increased. In line with Ellis’ 
(2003) position, learners were able to engage in meaning-focused tasks and 
act as authentic language users in real communicative settings despite their 
limited L2 linguistic competency. Similar to Freiermuth and Huang (2012), 
the results suggest that novice learners with limited L2 competence need to 
see interaction not only as a learning opportunity but also as a meaningful 
social opportunity they can fully enjoy.

Conclusion
Despite some limitations (i.e., the absence of a control group, the use of 

self-rating scales to measure interaction FOC, and no confirmation of con-
sistency in task-difficulty levels), and given the dearth of studies on learners’ 
affective responses to TBL, our study advances the WTC research agenda. 
The study showed that WTC-facilitating TBL interventions facilitated situ-
ational L2 WTC among novice learners. Situational L2 WTC was attributed 
to the emergence of learners’ positive affective reactions to peer commu-
nication in the L2 over time, which led to more frequent involvement in in-
teractions and more highly perceived communicative competence and task 
management. We trust that this research will illuminate pedagogical efforts 
to engender in novice EFL learners the willingness to seek out communica-
tion opportunities and to convert these into authentic communication.
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Variables a N Mean SD Kurtosis Skewness
Trait-like L2 WTC 0.90 8 2.51 0.92 0.29 0.18
Trait-like L1 WTC 0.87 8 3.65 0.83 0.09 -0.49
Perceived L2 communi-
cative competence

0.97 23 3.92 0.84 0.21 -0.03

L2 anxiety 0.83 8 2.94 1.14 -0.11 0.20
L2 motivation 0.89 12 4.20 1.09 0.23 -0.13

Motivation intensity 0.84 6 4.00 1.21 -0.06 -0.49
Learning desire 0.77 6 4.41 1.09 -0.18 0.57

Task attitudes 0.83 4 3.94 1.03 -0.65 -0.19
Group attitudes 0.90 13 3.80 0.87 0.54 -0.53

Group cohesiveness 0.87 7 3.40 1.04 -0.42 0.18
Group usefulness 0.87 6 4.26 0.88 -0.69 0.38

L2 proficiency 0.90 50 48.13 21.94 -0.80 0.39
<Situational variables>
Interaction FOC 
(Situational L2 WTC)

0.93 4 5.45 2.03 -0.29 -0.27

Self-initiated turns 0.75 1 8.30 3.24 0.24 0.48
Perceived situational 
task competence

0.82 5 4.33 0.92 0.88 -0.59

Situational task 
engagement

0.93 6 4.34 1.07 -0.33 -0.20

Note. L2 Proficiency was measured by the means of five English proficiency exams 
scored from 0-100. Interaction FOC was based on a 10-point scale. Self-initiated 
turns were the number of turns during an interaction task reported by students. The 
rest of the variables were based on a 6-point-Likert-type scale. 
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Researchers claim that when students work together in small groups in the language 
classroom, a single student often emerges as a group leader and that teachers should 
construct groups based on roles adopted by students. This advice is based on the 
assumptions that leaders emerge and that teachers can identify leaders in their own 
classrooms. This paper reports on research that empirically tested these assump-
tions. Students working in small, fixed groups rated their group members based 
on perceived leadership. The teacher was responsible for identifying the leader in 
each group. Individual difference variables of English proficiency, extroversion, and 
English-speaking self-efficacy (SE) were used to predict emergent leadership. In 
most groups clear leaders emerged, but the teacher accurately identified the leader 
in only half of the cases. The findings suggest that teachers should regularly vary 
group membership and be cautious when assigning roles within groups.

語学の授業において、学生が少人数のグループで活動していると、リーダーが一人現れ
ることがしばしばある、ということが研究者により指摘されている。そして教師は学生そ
れぞれの役割に基づいてグループを作るべきであるという提案がなされている。これは、
授業において現れるリーダーを教師は特定できるという想定に基づいている。本稿では、
これらの想定を実践的に検証した研究について述べる。固定メンバーの小グループで活動
を行う学生たちが、自分の考えるリーダーシップに基づいて自分のグループのメンバーを
評価した。また、教師も各グループのリーダーを特定した。グループ内で現れるリーダー
を予測するために、英語能力、外向性、英語スピーキングの自己効力感、という個人差が
使用された。ほとんどのグループで明確なリーダーが現れたが、教師がそのリーダーを正
確に特定できたのは、クラス全体の半分にすぎなかった。検証の結果、グループメンバー

https://doi.org/10.37546/JALTJJ43.2-4
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を定期的に入れ替えるべきである事と、グループ内で役割を決めるときには十分に注意が
必要だと言うことが分かった。

Keywords: emergent leaders; group work; pedagogy; TBLT

G roup work has become a mainstay in language teaching and can be 
clearly seen in the increasing popularity of approaches such as coop-
erative learning (McCafferty et al., 2006), and Task-Based Language 

Teaching (TBLT; Willis & Willis, 2007), which both place a heavy emphasis 
on the use of groups and interaction. While incorporating group work into 
the classroom, teachers are faced with several very practical considerations, 
with perhaps the most important relating to group construction (Leeming, 
2014) in which they grapple with several questions. Should students be ran-
domly assigned to groups, grouped by proficiency, personality, or by some 
other variable such as their role in the class? How can we create effective 
groups where all students participate? These concerns are real for practic-
ing teachers. Although texts used to train new teachers suggest extensive 
use of group work (Brown & Lee, 2015; Harmer, 2010), there is limited 
advice on how to construct groups in the language classroom and a lack of 
research investigating these practical issues.

Many practicing teachers have observed the phenomenon whereby within 
small groups, a student emerges to take on the role of leader, dictating the 
norms for the group, and ultimately determining its success (Forsyth, 2010). 
Dörnyei and Murphey (2003) argue that these emergent leaders should not 
be feared as a challenge to authority, but welcomed as essential to the suc-
cess of a group. Researchers and teacher trainers suggest that emergent 
leaders can be effectively controlled by giving them specific roles within 
the group, such as designated timekeeper (McCafferty et al., 2006; Willis & 
Willis, 2007), and by considering students’ personalities when constructing 
groups (Brown & Lee, 2015). The underlying assumption upon which much 
of the pedagogical advice is based is that leaders emerge within groups and 
that teachers can accurately identify these emergent leaders within their 
own classroom. At present, however, no empirical evidence to support ei-
ther of these claims exists.

Group Work and Language Learning
Swain’s (2005) output hypothesis outlined the functions of speaking, 

including noticing the gaps in one’s own knowledge and testing hypotheses 
about language when working collaboratively. In addition, Lantolf (2006) 
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explained, from a sociocultural perspective, how interaction provides op-
portunities for students to learn from more capable peers within their zone 
of proximal development. Based on these observations and the general 
popularity of group work in general education, popular texts used to train 
new teachers in Second Language Acquisition (SLA) actively encourage the 
use of group work (Brown & Lee, 2015; Harmer, 2010), and researchers also 
strongly advocate the benefits of working in small groups (Dörnyei & Mur-
phey, 2003; Ehrman & Dörnyei, 1998). However, potential problems have 
been associated with small group work, including balance of proficiency 
and personalities within groups (Brown & Lee, 2015) and domination by a 
single student, who may emerge to assume a leadership role in the group. 
This emergent leadership, although largely unexplored in SLA, has been 
investigated extensively within general psychology. SLA researchers have 
investigated group work, particularly within the area of interaction, but as 
acknowledged by Philp et al. (2013), studies have presented only a limited 
understanding of how group dynamics (including emergent leadership) 
may impact the interaction in groups.

Emergent Leadership
Leadership is a major area of study for researchers investigating group 

dynamics (Forsyth, 2010). Formal leaders are appointed to take charge of a 
group and usually have some official power over other members. However, 
leaders can also emerge in unofficial roles. It has been found that when 
groups where no formal roles have been assigned work together on tasks 
that are interdependent or collaborative, one member usually emerges as 
unofficial leader within the group and exerts influence over other mem-
bers through control of group norms (Northouse, 2009). This person is the 
emergent leader. Although emergent leaders do not have any official role, 
responsibility, or power, they take charge of the group (Forsyth, 2010). 
Within general psychology, high levels of emergent leadership have been 
positively linked to group performance, suggesting that emergent leaders 
have a beneficial impact on the group (Taggar et al., 1999).

Researchers within SLA have acknowledged the potential importance of 
students as emergent leaders, but the discussion has been largely theoreti-
cal (Dörnyei & Murphey, 2003; Ehrman & Dörnyei, 1998). Dörnyei and Mur-
phey (2003) consider the role of emergent leader to be important, claiming 
that leaders emerge in most groups and generally exert a positive influence, 
leading members toward learning goals. Ehrman and Dörnyei (1998) argue 
that the emergent student leader is one of the most important contribu-
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tors to the success of the group, organizing and directing other members. 
Dörnyei and Murphey (2003) believe that teachers are able to readily iden-
tify the emergent leaders within a group.

When teachers look carefully in the first few classes, they can 
often see the unconscious leaders in the room…if teachers are 
aware of such leaders early on, they can get into a rapport with 
them and find out what motivates them. (p. 112)

Although teachers may believe they can recognize the leaders in a class, 
there is no empirical evidence to support this. In fact, at present within SLA, 
it is a matter of contention whether or not leaders emerge in small groups, 
or if there is any stability to leadership beyond the implementation of a sin-
gle task.

Emergent leadership has been identified by many researchers as an im-
portant consideration in several empirical studies within SLA. With the ex-
ception of Leeming (2019), these researchers did not set out to investigate 
emergent leadership but retrospectively identified it as a variable influenc-
ing group interaction. Storch conducted research into relationships during 
interaction (Storch, 2002), and Tuan and Storch (2007) were interested in 
pre-task planning in small groups and its impact on subsequent presenta-
tions. Although not an initial consideration, they found that leaders emerged 
in groups and heavily influenced the ability of the group to plan success-
fully. In a context very similar to the current study, Yashima et al. (2016) 
investigated levels of silence in group discussions in the Japanese university 
classroom. The researchers also found that leaders who emerged in groups 
controlled the norms of the group in terms of expected behavior and drove 
the conversations. Leadership was one of the key factors in the success of 
these interactions in their study. Although these studies concluded that 
emergent leadership was an important issue for teachers to be aware of, the 
teacher’s ability to accurately identify the leader in small groups was not 
considered. Leeming (2019) explored the influence of leadership on engage-
ment in conversation and found that more than proficiency or personality, it 
was levels of leadership that predicted student participation in group tasks. 
Generally, the research suggests that, following results in general psychol-
ogy, emergent leaders in the language classroom have a positive impact on 
group performance (Chemers, 2001).

The importance of being able to accurately identify students’ different roles 
in groups becomes clear when focussing on practical approaches to teaching 
languages. McCafferty et al. (2006) discuss cooperative learning in the lan-
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guage classroom and argue that roles should be assigned to students who are 
then trained how to effectively accomplish the role. They also contend that 
the roles in a group should rotate so that each student can develop a range 
of skills, inferring that roles can be managed and controlled. Willis and Willis 
(2007) also discuss the importance of assigning roles when students are en-
gaged in group work as part of tasks and suggest that the role of group leader 
should be assigned to the most talkative member of the group. Brown and Lee 
(2015) argue that in smaller classes, deliberate group construction is possible 
and that a list of factors such as personality and proficiency should be con-
sidered when assigning students to groups. Dörnyei and Murphey’s (2003) 
book contains a wealth of practical advice for teachers, with one suggestion 
regarding leadership being encouraging the emergent leader to work with the 
teacher at times to indirectly influence other students. These concrete sugges-
tions are useful, particularly for new teachers, but assume that student roles 
in the classroom are easily identifiable.

Predicting Emergent Leadership
Although the ability of teachers to accurately identify emergent leaders 

is of importance, there are also individual difference (ID) variables such as 
proficiency or extroversion that may be used to predict emergent leader-
ship. Such an approach might enable teachers to construct groups based 
on these variables at the start of a course. Although no studies in SLA have 
considered factors that may lead to individual students becoming the emer-
gent leader in a given group, research in psychology has investigated fac-
tors that influence the emergence of leaders (Forsyth, 2010). A number of 
studies have attempted to determine which ID variables will predict who 
emerges as leader. Judge et al. (2002) conducted a meta-analysis of studies 
using the Big Five Model to predict leader emergence and leader effective-
ness. They evaluated 78 studies considering personality and leadership and 
performed a correlation analysis. The analysis showed that all the dimen-
sions of personality were significantly correlated with emergent leadership 
but that extroversion has the strongest correlation (r = .31), followed by 
conscientiousness (r = .28), neuroticism (r = .24), and openness to experi-
ence (r =.24). Agreeableness, on the other hand, had a weak correlation with 
leadership (r = .08).

Aside from personality, researchers have considered other traits assumed 
to predict emergent leaders. Judge et al. (2009) completed a review of the 
literature considering positive and negative ID variables shown to, or theo-
rized to, correlate with leadership. Intelligence and charisma were among 
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the positive characteristics they mention, while they identified narcissism, 
hubris, and dominance among the negative traits. Other factors affecting 
leadership emergence include task-related skills and experience of group 
members, which in the current study would relate to English proficiency 
and experience speaking English. Self-efficacy, or the belief in one’s own 
ability to successfully carry out a given task (Bandura, 1997), could also be 
expected to relate to leadership, as those with high self-efficacy are more 
likely to actively participate and persist in a task, even when faced with chal-
lenges (Mills, 2014). The level of participation within the group, the gender 
of members, and even physical appearance, have also been shown to relate 
to emergent leadership (Forsyth, 2010). Many language teachers I have 
talked to assume that proficient or outgoing students will take on leadership 
roles, but again there is a lack of empirical evidence to support this intuition.

Research Questions
Within SLA we have no evidence that students emerge as leaders in 

groups. Some teachers and researchers may believe that emergent leader-
ship is not relevant to the language classroom, as students work together in 
a spirit of mutual collaboration, but teachers in compulsory educational set-
tings are familiar with both the benefits and problems of group work, such 
as dominance by a single student and limited participation from other group 
members. Although much of the literature on practical teaching discusses 
deliberate group construction based on roles, we have no evidence relating 
to the teacher’s ability to accurately identify leaders and are unaware of ID 
variables which may predict leadership in the language classroom. There 
is also a limited understanding of students’ views in this area. If practical 
advice is to be given to teachers relating to group work and how to deal with 
students as leaders, it is essential that some understanding of the ability of 
teachers to identify emergent leaders in group work is clearly established 
within the SLA field. Hence, this study set out to investigate the following 
research questions:

RQ1. 	 Do students emerge as leaders in small groups, and if so, to what de-
gree can the teacher accurately identify the emergent leaders?

RQ2. 	 What individual difference (ID) variables predict emergent leader-
ship in the language classroom?

RQ3. 	 What are students’ views regarding the importance of leadership in 
the language classroom?
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These questions were answered by placing students into small, fixed 
groups and then asking them to identify the leader in their group. Students’ 
perceptions of leaders were then compared with the teacher’s own views 
on who was the leader. Individual difference variables were measured and 
used to predict leadership. Finally, students were interviewed to determine 
their views on students as leaders in small groups. As no studies within SLA 
have investigated these questions, this study was exploratory in nature and 
sought to provide initial insights on which to base future research.

Method
Participants

The research described was part of a larger research project investigat-
ing group work in the foreign language classroom. The methodology could 
be described as mixed-methods concurrent triangulation (Creswell, 2009), 
where both qualitative and quantitative data are gathered, and compari-
sons are made. The participants in the study were 78 students (55 male 
and 23 female) in a first-year compulsory English communication course 
of a science department at a university in Japan. All classes were taught by 
the researcher. Classes were 90 minutes once a week, and the age range of 
students was 18 to 22 (77 first year students and one fourth year student). 
All participants were native speakers of Japanese. Students were grouped 
into three classes according to major within the department, not English 
proficiency. The proficiency level was upper beginner with average TOEIC 
scores of 390 (CEFR A2), although there was a range of proficiencies within 
each class. English classes were compulsory, and teachers in this context 
described student motivation as low. Students wanted to pass the class as it 
was required for graduation, and therefore attendance was regular.

The data described were gathered during the first semester of the aca-
demic year (April-July). First-year classes were selected in an attempt to ob-
serve group processes involving students who had limited or no opportunity 
to interact prior to this study. Discussion with students established that the 
vast majority of students did not know each other at the outset. In order to 
comply with the ethical requirements of the institution, the research project 
was briefly introduced to students, who were given the option of withdrawal 
from the study at any time and assured that their decision would have no 
bearing on grades. Students were asked to complete 13 questionnaires dur-
ing the course of the study, and as much as possible, students were given 
the surveys at the end of class to minimize the disruption of classroom time.
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Classes adopted a TBLT approach (Willis & Willis, 2007), and students 
were required to work together as a group on tasks. Generally, students 
were attempting to initiate and maintain simple conversations regarding 
past experiences, future plans, and simple likes and dislikes. Students dem-
onstrated good receptive knowledge of English but struggled to engage in 
basic conversation, and therefore tasks were kept simple. Use of the L2 was 
strongly encouraged throughout, although during regular group discussions 
students were not penalised for using their L1, which has been shown to 
have benefits for students in this context (Leeming, 2011). Students pre-
dominantly used the L2, particularly when speaking in front of the class. The 
course and approach to teaching were not modified for this study.

Group Assignment
In the first week students were randomly placed into small groups of 

three or four people and remained in the same group for the 14-week se-
mester. This reflected normal practices as students typically worked in the 
same group of three or four members throughout a semester. Each group 
sat at their own circular table, and most tasks were completed in a groups, 
with limited intergroup interaction. Students were not officially assigned a 
role within their group. Each 90-minute class followed a task cycle (Willis, 
1996), with a focus on engaging group members through a simple conversa-
tion.

Procedures
The General Leadership Impression (GLI) was selected to measure per-

ceived leadership within a group by its members. Developed by Cronshaw 
and Lord (1987), the GLI is a sociometric measure with which students as-
sess other group members’ display of  leadership. The GLI has been shown 
to have high internal consistency and reliability (Cronbach’s alpha = .88; 
Zaccaro et al., 1991). The GLI was adapted for the current study to include 
explicit references to perceptions of leadership behavior. A final question 
asking students to make a categorical choice regarding the member of their 
group they judged to be leader was added to the GLI (see Appendix A). Stu-
dents could choose anyone in the group and self-select as leader. In addition, 
there was the option to select no-one, if they felt there was no leader in the 
group. The GLI was professionally translated into Japanese and was checked 
by a bilingual researcher familiar with this project. It was piloted with a 
previous cohort of students (n = 128), and no problems were identified. The 
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questionnaire was administered three times to track potential changes in 
perceptions of leadership. This study reports on the first two administra-
tions. The first administration was in week five, to provide time for students 
to assume roles in the group (Forsyth, 2010). The second administration 
was in week ten. The data was analysed using FACETS to allow meaningful 
comparison between raters, and the results were presented in logit scores, 
ranging from negative (low perceived leadership) to positive (high perceived 
leadership). In order to provide the overlap in ratings needed in FACETS to 
allow comparison of ratings, students all watched a video of a discussion in-
volving three teachers trained by the author to represent strong, moderate, 
and weak leadership and provided ratings of leadership. (A description of 
FACETS is beyond the scope of this paper, and interested readers are direct-
ed to Linacre, 2011.) At the same time as the GLI was administered, based on 
observation of the class, the researcher as teacher selected a single student 
from each group whom the teacher considered to be the leader. Judgements 
were based on a list of prototypical behaviors associated with leadership 
provided by Lord et al., (1984). These behaviors include co-ordinating the 
group, providing information emphasising goals and deadlines, and talking 
frequently. The GLI data were not analyzed or viewed until after the second 
administration of the GLI in week 10. In order to prepare for interviews, the 
researcher analyzed the results of the first two GLI administrations before 
the third administration of the GLI and therefore knew the students’ per-
ceptions of leadership, and could not repeat the procedure of identifying 
leaders for the third administration.

Using Hierarchical Linear Modeling (HLM), ID variables were selected 
to predict emergent leadership as measured by the GLI. The impact of ID 
variables on emergent leadership was hypothesized to be mediated by the 
group. For example, the impact of extroversion for an individual student in 
a group of highly extroverted students is likely to be reduced, and there-
fore HLM was used, as it allows for the interaction of individual and group 
level variables (see Raudenbush and Bryk, 2002, for a detailed description 
of HLM). Given the n-size of the current study, a maximum of three predic-
tors can be selected for inclusion in the statistical analyses (Field, 2009). 
Despite its potential importance, gender was not considered as there was 
a strong imbalance generally, and in Class 1 there was one female and 23 
males. As mentioned above, task-related proficiency, and personality have 
been shown to predict emergent leadership (Forsyth, 2010). English speak-
ing self-efficacy (SE) was hypothesized to predict emergent leadership, as 
students who are more self-efficacious should be more active in class and 
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therefore are more likely to be perceived as leaders (Smith & Foti, 1998). 
Therefore, task-related proficiency (English proficiency), extroversion, and 
English-speaking self-efficacy were the variables selected.

The ID variables were measured using several questionnaires and tests. 
Extroversion was measured with the Extrovert/Introvert dimension from 
the International Personality Item Pool (IPIP; Gow et al., 2005). English pro-
ficiency was measured using an in-house dictation test. Dictation has been 
shown to be an accurate measure of language proficiency (Cai, 2012; Leem-
ing & Wong, 2016; Oller, 1971). The SE variable was measured using items 
adapted from the Motivated Strategies for Learning Questionnaire (MSLQ), 
originally developed by Pintrich and de Groot (1990) to measure general 
academic efficacy. All instruments were translated into Japanese and were 
piloted with a previous cohort. Dictation, extroversion, and self-efficacy 
measures were initially analyzed using the Rasch Model. This confirmed the 
reliability of the measures and converted results to logit scores on a true 
scale (Bond & Fox, 2007).

The first analysis conducted in HLM is the unconditional model, with 
GLI scores as the dependent variable, and no predictors in the model. This 
analysis allows us to determine if there is any variance at the group level. 
If the model is not significant then there is no difference between groups 
on the dependent variable (GLI), meaning that group differences are not 
important, and therefore multiple regression analysis can be used. The HLM 
analysis showed that group level variance was significant for the GLI1 and 
GLI2, and therefore HLM was used.

HLM analysis was conducted for the GLI1 and GLI2. In order to account 
for variation in leadership between individuals, postulated individual 
predictors of leadership were added to the model at level 1. The variables 
hypothesized to predict leadership at the individual level were self-efficacy 
(SEi), task-related proficiency (Prof) represented by the scores on the dicta-
tion test, and the extroversion dimension of personality (Ext). The level 2 
model has no predictors, in order to isolate variance at the individual level 
before considering group level constructs.

For the next analyses, a two-level model was run. For the GLI1, the level-1 
equation had proficiency and extroversion as the two predictors of leader-
ship, with only proficiency as the individual level predictor for the GLI2. It 
was hypothesized that the effect of individual proficiency was mediated 
by the level of English proficiency of the group, and therefore the average 
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English proficiency of the group was added as a level-2 variable. Likewise, 
individual extroversion was hypothesized to be mediated by the level of 
extroversion in the group, and therefore average extroversion was added as 
a level 2 variable for the GLI1. All of the variables were grand mean-centred. 
The hypothesis for this model is that in groups where general English profi-
ciency is high, the importance of individual level English proficiency will be 
reduced, and a negative group effect is predicted. Similarly, for extroversion 
with the GLI1, a negative group effect is predicted.

Students were observed throughout the study using participant observa-
tion (Spradley, 1980), and the researcher (as teacher for all classes) made 
notes after each class, focusing on leadership within groups. The aim of the 
observation notes was to help identify the leader and note any incidents where 
leadership seemed to influence group behavior. Taking notes in this manner 
reflects the situation of practicing teachers, who must engage with students 
during lessons, and generally do not have the luxury of passive observation.

Semi-structured interviews were conducted with a single intact group 
from each class (three groups in total) at the end of the semester. Groups 
where clear leaders had been observed by the teacher were selected. In-
dividual interviews were conducted in Japanese, and students were asked 
to nominate a leader and discuss the role of leaders and the importance of 
leadership in the language classroom (see Appendix B for interview out-
line). Interviews were transcribed, and interpretive analysis was adopted 
for the data (Hatch, 2002). Observation notes were reviewed and compared 
to the results of the GLI.

Results and Discussion
Teacher Predictions of Leadership

Research Question 1 concerned the ability of the teacher to accurately 
identify emergent leaders in groups as perceived by students in each group. 
Weekly observation notes were taken, and at weeks 5 and 10, I noted the 
student I believed emerged to be the leader for each group. Table 1 shows 
the results of the GLI representing students’ perceptions on the group leader 
and the teacher selection, with underlined students being those selected by 
the teacher:
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Table 1
General Leadership Impression (GLI) Results

Group
Student  

No.
GLI1 GLI2

Votes Rating Votes Rating
1 8 2 1.16 3 1.55

9 1 -1.10 1 -0.07
24 -1.39 -1.34

3 -2.40 -1.47
2 18 2 2.02 2  2.17

13 2 1.05 2 1.76
12 0.48 0.97

5 -0.29 -0.92
3 20 3 1.43 2 0.95

22 0.53 2 -0.36
21 0.42 -0.29
15 1 -0.38 -0.38

4 1 1 3.49 1 2.16
16 2.93 3.12
10 2.36 2.96

2 3 1.06 3 3.93
5 19 2 1.13 2 0.90

6 1 0.64 1 0.48
4 -0.08 0.04

17 -0.42 -0.49
6 7 3 1.47 4 1.28

14 1 -0.57 -0.38
11 -1.37 -0.20
23 -1.54 -1.69
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Group
Student  

No.
GLI1 GLI2

Votes Rating Votes Rating
7 47 2 2.14 1 2.26

44 1 2.03 2 2.45
31 1.07 0.40

8 28 0.56 1 0.29
50 -0.47 1 0.08
41 -0.79 -2.31
29 -0.91 -1.03

9 42 4 2.52 3 2.48
43 0.50 0.34
38 0.33 1 -0.30
45 -1.71 -3.14

10 37 3 0.91 1 -0.01
39 0.80 1 0.24
46 1 0.07 1 -0.74
27 -1.40 1 -1.96

11 34 2 1.58 3 -0.76
33 1 0.44 -0.70
49 1 0.17 1 -0.29
51 -1.58 -1.71

12 26 3 0.76 3 0.69
32 -0.39 1 -0.14
25 -1.00 -1.53
35 1 -1.66 -2.91

13 48 3 1.26 2 1.04
30 -0.17 -0.06
36 1 -0.69 2 1.47
40 -1.93 -0.93
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Group
Student  

No.
GLI1 GLI2

Votes Rating Votes Rating
14 66 2 1.35 1 0.73

64 2 0.40 3 1.11
61 -0.16 -0.20
71 -1.09 -1.12

15 62 2 0.18 3 1.33
63 0.16 0.42
54 1 0.08 1 0.93
52 1 0.05 0.09

16 72 3 0.81 2 1.23
60 -0.97 -0.65
68 -1.06 -1.32
58 1 -1.20 2 -0.14

17 67 2 0.35 2 1.79
59 1 0.17 1 0.01
69 -0.04 -0.27

18 65 3 2.70 3 3.00
74 0.77 1.46
75 0.46 1 1.43
76 1 -0.07 -1.25

19 70 2 1.20 4 0.82
57 2 -0.03 0.15
78 -1.56 -1.81
53 -3.20 -3.02

20 55 1 2.19 1 1.70
56 2 1.39 1 0.08
77 0.25 1 0.81
73 1 -0.67 1 -0.23
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Note. Grey indicates highest score for leadership within a group; Underline repre-
sents the teacher’s choice for group leader.

No underline for a group indicates the teacher could not identify a leader 
for that group. The grey indicates the student with the highest perceived 
leadership by group members based on the GLI. The Votes section repre-
sents the categorical question asking who the leader was in each group. Stu-
dents were able to self-select, but close examination of the data showed that 
students were reluctant to explicitly name themselves as leader. Interviews 
also showed that students refrained from naming themselves as the leader 
of the group, and therefore a degree of humility or social obligation might 
have played a role in the dispersion of  categorical votes. A degree of caution 
should be therefore used when interpreting the results.

In answer to Research Question 1, the results of the GLI show that clear 
leaders emerged in a majority of the groups. Only one group (Group 8) had 
all four members select the option of “no leader” for the categorical question. 
The votes generally supported the results of the GLI. Leadership seemed to 
be relatively stable over the course of the semester, with 15 of the 20 groups 
maintaining the same leader over the two administrations of the GLI. These 
results support Ehrman and Dörnyei (1998) and Dörnyei and Murphey 
(2003), who assert that emergent leaders exist and play an important role 
in the language classroom.

In terms of accuracy of teacher perceptions, in the fifth week the research-
er’s perceptions of leader matched with the students in 35% of cases. Five 
weeks later, in the tenth week, the overlap between student perceptions and 
teacher perceptions of leadership increased to 65%, suggesting that the abil-
ity to identify perceived leaders can increase with an increased familiarity of 
the students. Overall, my perceptions of leader agreed with the students in 
exactly 50% of the cases. Group 19 is of particular interest, as my classroom 
observation notes indicated I was confident that I had identified the leader 
and maintained this confidence throughout the semester. The GLI and vot-
ing shows that I was wrong, and informal discussions with members of this 
group confirmed the leader as suggested by the GLI. Members stated that he 
was a quiet leader, who spoke infrequently but made crucial contributions 
and decisions. I had selected a more outgoing member of the group, who 
seemed to dominate group interactions. Although beyond the scope of this 
paper, research in psychology has shown that leaders can vary greatly in their 
leadership styles (Forsyth, 2010), and the current result suggests active oral 
engagement may not be an effective way to identify a leader in a group.
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As stated previously, much of the literature discussing the appropriate 
pedagogical approach to group work is founded on the assumption that 
teachers are able to accurately identify the different emergent roles of 
students within groups (Dörnyei & Murphey, 2003; McCafferty et al., 2006; 
Willis & Willis, 2007) and that teachers therefore can assign students to 
groups to achieve balance or use emergent leaders to positively influence 
other students. At the time of the study, I had taught at the university for 
one year and in Japan for more than 10 years, and was also proficient in 
the students’ first language. Despite my experience, and extensive reading 
of leadership research in general psychology, I was only able to achieve 50% 
success in identifying leaders. Throughout the course I was looking for signs 
of leadership based on teaching experience and research conducted in gen-
eral psychology (Lord et al., 1984) and made notes after each class. When 
considering the average teacher with less grounding in leadership research 
and using intuition to identify the leaders in a classroom, the results of this 
study suggest that researchers may be overconfident in their assumption 
that emergent leadership is easily recognizable to teachers. Strong leaders 
were generally readily identified, but more subtle displays of leadership 
were difficult for the teacher to notice.

Overall, with regards to Research Question 1, it becomes clear that leaders 
emerge in most groups in a TBLT language classroom and that teachers have 
moderate success identifying students perceived as leaders by their group 
members. This ability to identify leaders seems to increase with familiarity 
with students. However, the teacher’s judgement of leader may well differ 
from that of the group, and therefore caution is advised for teachers when 
constructing groups or assigning roles based on their own perceptions of 
students.

Predicting Leadership in Groups
Research Question 2 was interested in IDs that may predict emergent 

leadership. The descriptive statistics for the variables are shown in Appen-
dix C. The results of the HLM analysis for GLI1 and GLI2 are shown in Tables 
2 and 3, respectively. The results from Table 2 show that both proficiency 
and extroversion had a significant effect on the outcome of leadership as 
represented by GLI1. Table 3 shows that for the GLI2 (week 10) English 
proficiency was the only significant individual level predictor of leadership.



231Leeming

Table 2
Estimation of Significant Effects of Individual Differences on GLI1

Fixed effect Coefficient SE t-ratio df p
SEi on GLI1, γ10 .06 .06 1.11 55 .27
Prof on GLI1, γ20 .25 .10 2.46 55 .02
Ext on GLI1, γ30 .18 .07 2.56 55 .01

Note. SEi = Self-efficacy; Prof = Proficiency measured by dictation; EXT = Extrover-
sion; GLI = General Leadership Impression. χ 2 for the model was 70.80 (p < .01)

Table 3 
Estimation of Significant Effects of Individual Differences on the GLI2

Fixed effect Coefficient SE t-ratio df  p
SEi on GLI2, γ10 .09 .06 1.41 55 .15
Prof on GLI2, γ20 .25 .11 2.26 55 .03
Ext on GLI2, γ30 .11 .11 1.00 55 .35

Note. SEi = Self-efficacy; Prof = Proficiency as measured by dictation; EXT = Extrover-
sion; GLI = General Leadership Impression. χ 2 for the model was 60.82 (p < .01)

Overall χ2 for the model for GLI1 was 60.32 (p < .01). Overall χ2 for the 
model for GLI2 was 60.82 (p < .01). Although a significant group level vari-
ance was found, the analyses showed that group-level predictors were not 
significant and had no interaction with level-1 variables. This means the 
group-level factors influencing who becomes leader were present in the 
data, but the variance in the data was not explained by this model.

In answer to Research Question 2, English Proficiency was the only con-
sistent predictor of perceived leadership and only accounted for a small 
amount of the variance. The findings for the second research question may 
surprise some teachers, who assume that proficient, confident, and outgo-
ing students will take on the leadership role in a group. The results suggest 
that although language proficiency has some predictive power, it is limited 
and that the complex interactions of IDs and group context may affect its 
predictive power. The implication for teachers is that proficiency has a lim-
ited capacity, as measured by an established test or a dictation administered 
in class, to predict who will be the leader in a given group.
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Student Views on Emergent Leadership 
Research Question 3 aimed to determine the views of students regard-

ing emergent leadership in small groups in the language classroom. One 
group of students from each class was selected and interviewed (Groups 4, 
9, 16). Students corroborated the results of the GLI regarding who had been 
the leader in each group. They believed that leadership was important to 
the success of a group, that they had been influenced by the leader in their 
group, and that both personality and English proficiency were important in 
determining who would be the leader. Each of these points will be discussed.

Students generally considered leadership to be important to the eventual 
success of a group and for language learning. Yuma from Group 4 explained 
that “The leader basically brings all of the members together and unites eve-
ryone.” The phrase in Japanese used by several students was “matomeru” 
which can be translated as coordinate or bring something to a successful 
conclusion. Groups felt that without a leader this became far more difficult. 
As mentioned previously, only one group claimed to have no leader (Group 
8). They were observed struggling to maintain conversations and tended to 
have long silences when interacting with one another. Group 8 had no leader 
to bring the students together or to demonstrate the kind of behaviors that 
would result in successful interaction in English. Students were united in 
feeling that a strong leader helped the group, again supporting the claims of 
Ehrman and Dörnyei (1998) and Dörnyei and Murphey (2003).

Students also believed that the leaders in the group had influenced their 
behavior. Often this was from modeling the desired behaviour. Leaders had 
initiated conversation, controlled the interactions, and been responsible for 
the level of conversation that the group was able to achieve. Yukiko (Group 
9) claimed that Shuya was a very strong leader in her group. According to 
her, “Shuya became the central figure and led us. All we had to do was follow, 
and everything went well. He was a huge influence.” Shuya had been read-
ily identified as leader in my observation notes, described as the strongest 
leader in the class, and he was dominant in most interactions in the group. 
Yukiko felt that this was a very positive thing that had led to the success 
of the group. Students in Group 16 referred to Shohei as the leader, but in 
far weaker terms, and claimed that he had initiated and tried to maintain 
conversation but that his relatively low English speaking proficiency held 
him back in his role. The two female members of the group referred to him 
as being “like” a leader or “the most like a leader” in his behaviour. They 
claimed that he had influenced them and that they had tried to imitate his 
behaviour, by actively asking questions and being involved in conversation. 
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Generally, students believed that the leader of the group had a direct impact 
on their own behavior in the classroom.

In terms of factors that predict who the leader will be in a given group, 
students felt that personality and English proficiency were important. Risa 
in Group 16 stated that because she could not speak English, she could not 
be the leader. Taka from Group 9 felt that it was a combination of personal-
ity and proficiency, saying that “It is not just about English proficiency. It 
is also about personality. Personality is actually the most important thing.” 
Students generally seemed to express the idea that being a leader involved 
a combination of personality and proficiency and that being proficient in 
English or being very extroverted alone would not lead to a leadership role.

In summary, the results for Research Question 3 suggest that students 
consider leadership within small groups to be of importance within the 
language classroom. Leaders bring the group together and influence other 
members by modeling behavior. Contrary to the findings of the second re-
search question, students believed that personality was the overriding fac-
tor in determining who would become the leader in a given group.

Conclusion
Despite teacher educators strongly advocating group work (Brown & 

Lee, 2015; Harmer, 2010) and a general acceptance of the importance of 
student leadership in groups (Dörnyei & Murphey, 2003), this study is the 
first in the field of SLA to focus on teachers’ ability to identify students 
perceived as emergent leaders in their own classroom. The results show 
that generally leaders emerge in small groups in the language classroom, 
and therefore group leadership must be considered by both teachers and 
researchers. Much of the pedagogic advice for teachers regarding how 
to deal with emergent leadership is founded on their ability to identify 
students who adopt this role, and yet results also highlight the lack of 
precision in identifying leaders by the teacher, with only limited success 
in identifying emergent leaders within small groups. This means teach-
ers need to be cautious when using intuition to identify different student 
roles in the classroom. Teacher educators should reconsider their advice 
to teachers, as much of it is founded on the assumption that teachers can 
identify the leader of a group (Brown & Lee, 2015; Dörnyei & Murphey, 
2003; McCafferty et al., 2006; Willis & Willis, 2007).

The pedagogical implications of this research are far reaching. Many re-
searchers recommend the deliberate construction of groups, and teachers 
may construct groups to achieve a balance, assigning students they perceive 
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to be leaders to different groups or attempting to create groups balanced 
in leadership. Project-based learning is increasingly popular in language 
learning (see Mills, 2009), requiring students to work in the same group for 
sustained periods, and if teachers construct groups based on their under-
standing of who the leaders are in the class, this approach may have limita-
tions. If teachers are unable to accurately identify the leaders in groups, then 
the most effective approach is to change groups on a regular basis in order 
to allow the students different learning experiences and to minimize the dif-
ferential impact of leadership within groups.

If teachers have a limited ability to accurately identify emergent lead-
ers as perceived by students, then it becomes of increasing importance to 
establish ID variables which can be used to predict leadership. Teachers 
may assume that students who are more proficient or more extroverted 
will assume the role of leader, but in the current study ID variables were of 
limited use in predicting who would emerge as leader within a particular 
group. Task-related ability, which in this case was English proficiency, was 
consistently significant but only accounted for a small amount of variance 
in the model. Extroversion, although initially significant, lost influence 
over time, and self-efficacy was found to be unrelated to leadership in this 
context. Most practicing teachers assume that students who are confident 
and proficient in English will become leaders in the group, but the results 
suggest that emergent leadership is a far more complex variable. Teachers 
can use proficiency to aid in identifying potential leaders but be aware of the 
limitations of this approach.

Interviews with students revealed that they consider leaders to be integral 
to the success of the group. Many students admitted to being influenced by 
the leader and attempting to copy the behavior of the leader. This supports 
the claims by Dörnyei and Murphey (2003) that leaders are central to the 
success of a group and again suggests that rotating group membership is the 
fairest approach. Students felt that both personality and English proficiency 
interacted in determining who became the leader in each group.

Perhaps the most important limitation in the current study was the 
dual roles of researcher and teacher adopted by the author. Although this 
provided access to the students and allowed participatory observation, it 
may have influenced students’ behavior and their responses for interviews 
and questionnaires. Administration of various questionnaires, including 
measures of personality and the GLI, may also have impacted on students’ 
views regarding leadership, influencing the outcome. In particular, the GLI 
may have heightened student awareness of leadership. Due to the explora-
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tory nature of this research, the data focused on only one teacher’s ability to 
identify emergent leaders as perceived by the students within each group, 
and was therefore limited in scope, and dependent on the criteria used to 
identify leaders within groups. Future studies should use a larger number 
of teachers to add weight to the findings. Furthermore, different styles and 
kinds of leadership (Forsyth, 2010) were not considered, and future re-
search should investigate the impact of different leadership approaches and 
styles on language learning. Research also needs to clearly show how lead-
ership impacts student task engagement and language learning. Finally, due 
to the exploratory nature of the current study, the relatively small number 
of participants for the statistical analyses employed means that quantitative 
data should be interpreted with caution.

Emergent leadership has the potential to influence the ways that students 
interact in groups and holds sway over the effectiveness of group work 
and project work in the language classroom. As one of the central themes 
in group dynamics research in psychology, it is time that researchers and 
teachers in the language classroom began to consider leadership and its po-
tential impact on language learning in groups. Future studies should seek to 
determine the impact that emergent leadership may have on the interaction 
and overall performance of groups.

Paul Leeming has taught in Japan for more than twenty years. He has pub-
lished widely in a number of international journals.
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Appendix A
General Leadership Impression (GLI) 
Consider each member of your group individually. To what extent do you 
agree with the following statements? Rate from 1 (completely disagree) to 
4 (completely agree).
1.	 This person exhibited leadership.
2.	 I would choose this person as a formal leader.
3.	 This person was a typical leader.
4.	 This person engaged in leadership behavior.
5.	 This person fits my image of a leader.
6.	 This person coordinated group behavior.
7.	 This person assigned tasks to members.
8.	 This person made sure that the group was working effectively.
9.	 This person created a positive working atmosphere.
10.	 This person listened to all members of the group.
Categorical question:
If you were to choose a leader of your group, who would you select? 
	 Student A/B/C		  Myself		 No leader
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Appendix B
Interview outline
1.	 Background information. English study to date. Group work to date. 

Positive/negative experiences. Typical leader.
2.	 Describe the other members of group. Relationship outside of class/

prior relationship.
3.	 Results of GLI-Check and talk about each group member.
4.	 Why did you choose X as leader? How did they become leader? Were 

they a good/bad leader? Did they influence you? How?

Appendix C
Descriptive Statistics for Variables

GLI 1 GLI 2
Extro-

version Proficiency Self-efficacy
M .29 .27 -.40 1.55 -2.75
SE .14 .15 .15 .13 .30
95% CI [.02, .56] [-.02, .56] [-.69, -.11] [1.30, 1.80] [-3.35, -2.16]
SD 1.22 1.28 1.28 1.13 2.64
Skewness .12 -.01 .32 1.12 .05
SES .27 .27 .27 .27 .27
Kurtosis .08 .13 -.41 5.20 .32
SEK .54 .54 .54 .53 .54

Note. GLI 1 = General Leadership Impression 1; GLI 2 = General Leadership Impression 2
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Technology and the Psychology of Second Language Learners 
and Users. Mark R. Freiermuth and Nourollah Zarrinabadi 
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Reviewed by 
Richard Bailey

Tokai University

As part of Palgrave Macmillan’s New Language Learning and Teaching 
Environments series focused on the impact of technology on language edu-
cation, this edited volume is a thought-provoking look into the connections 
between technology, second language teaching, and learner psychology. 
By grouping the 21 IMRD-formatted chapters into five psychology-related 
educational themes, and covering a broad range of cultures and languages, 
editors Mark R. Freiermuth and Nourollah Zarrinabadi weave the contribu-
tors’ results, insights, successes, and failures into a larger framework. This 
review will focus on some of the book’s key highlights that will help language 
educators better understand the possibilities and challenges they may face 
in their own pedagogical efforts, especially in light of the increase in online 
teaching due to the COVID-19 pandemic.

Freiermuth begins Part 1 by introducing and extensively examining the 
convergence of technology, psychology, and second language learning and 
use. While recognizing the history of CALL (Computer Assisted Language 
Learning) and the increasing roles of mobile devices and games, Freiermuth 
perhaps most importantly suggests that language learner psychology and in-
dividual student differences are the places to start to understand the interplay 
between technology, psychology, and second language learning. These indi-
vidual differences are grouped into the categories of fixed assets, semi-fixed 
assets, and ephemeral assets, and Freiermuth provides aptitude, learning style, 
and strategies as examples, respectively. A list of authors and their contribu-
tions organized by categories of interest concludes this section.
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In Part 2, “Processing and Pragmatics”, Karina Collentine leads off with a 
study on the effects of an input-based virtual environment on student acqui-
sition of contextually appropriate requests, defining pragmatic competence 
as “the use of the second language (L2) in socially and culturally appropriate 
ways” (p. 35). A study by Saad Alzahrani and Leah Roberts focuses on the 
connection between vocabulary acquisition and three interactive multime-
dia CALL systems: a verbal-based menu-driven interface, a visual-based 
graphical user interface, and a spatial-based zoomable user interface. As 
the COVID-19 pandemic has forced educators to adopt new ways of online 
teaching, Peter Yang’s study on the effects of YouTube video captions and 
subtitles with higher-level German language learners will be of key interest 
to those creating asynchronous video content for their students. Specifically, 
Yang examined how students viewed the use of L2 videos with (a) no subti-
tling or captioning, (b) L1 subtitling, (c) L2 captioning, and (d) L2 annotated 
captioning (i.e., L1 translations of new words). While there were individual 
variations in reactions to the different video formats, a majority of the sub-
jects reported that the two types of captioned videos were more helpful for 
their L2 learning.

The dramatic and sudden change to online teaching has also required a 
greater reliance on Internet-based assessment. In Part III, “Emotional and 
Behavioral Constructs”, Brett Milliner and Blair Barr provide valuable insight 
into Japanese university EFL learner preferences for computer-assisted 
language testing (CALT) as compared to paper-based methods and how the 
instant feedback provided by CALT influenced student behavior. The results 
listed convenience, speed, and ease as the top reasons for this preference. 
Interestingly, in terms of disadvantages, student concerns were not based 
on actual CALT activities, but on technological problems, such as internet 
connectivity and battery life. When asked how they reacted to CALT instant 
feedback, reviewing and checking answers were the two most popular com-
ments. The authors suggest that to better support student learning, steps 
such as clearer explanations of the purpose of CALT-based tasks and more 
learner training on a regular basis should be implemented. This section also 
includes a chapter by Işil Günseli Kaçar on collaborative blogging with pre-
service teachers’ perceived autonomy, and two on how flipped teaching en-
vironments affect EFL university students by Quyen Thi Thanh Tran and Loi 
Van Nguyen (Chapter 7) and Hsin-chou Huang (Chapter 8). The impact on 
student engagement and learner autonomy or responsibility, respectively, 
will be of interest to instructors both faced with technological options or a 
lack of them in their current delivery mode.
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Transitioning to language learner identity in Part 4, Liudmila Klimanova 
examines how Russian language students used vkontakte, a Russian ver-
sion of Facebook, to interact with native Russian speakers. Students had 
extremely different self-perceptions, both positive and negative, of their 
online identities based on their goals and backgrounds. These identities 
dramatically affected their engagement with other vkontakte users and 
how they interpreted the communication that occurred, providing a valu-
able example of the individual differences mentioned earlier by Freiermuth. 
This section also contains four other interesting studies on learner identity 
and self-concept in relation to an online chat environment, different roles 
as YouTubers, the use of the Telegram chat app, and multilingual computer 
science education.

In Part 5, Jako Olivier’s study of student attitudes and perceptions at a 
South African university reveals the stark realities of technological inequali-
ties. Students quoted on their access or lack thereof to computers and the 
Internet at primary and secondary levels and the effects on their university 
experiences highlight the structural inequity which can impact upon indi-
vidual language learner opportunities. For many educators now teaching 
online in WEIRD (Western, Educated, Industrialized, Rich, and Democratic) 
contexts, this is extremely important to keep in mind when working with 
students who may be participating from other countries, locations, or 
backgrounds. Chapters on participation in blogging, intrapersonal and in-
terpersonal experiences with a text-to-speech system, and AI technology for 
EAP speaking skills are also included in this section entitled “Attitudes and 
Perceptions.”

In looking at motivation and willingness to communicate in Part 6, Pinelo-
pi Krystalli, Panagiotis Panagiotidis, and Panagiotis Arvanitis use their 
examination of learner autonomy and self-assessment to propose criteria 
for the instructional design of online activities. Examples of their proposed 
autonomy and self-assessment criteria include the definition of the com-
municative language learning objective and immediate formative feedback/
correct answer/explanation in case of error, respectively. A follow-up survey 
asked language learners to rank the importance of each criteria in regards to 
choosing and completing an online activity. From the results, the authors of-
fer a ranked list of six key criteria for autonomy and nine for self-assessment 
which can be found in Table 22.3 on page 587, a valuable resource for those 
struggling to maintain or improve student motivation during the COVID-19 
pandemic. Other studies in this part focus on goals, mindsets, engagement in 
digital storytelling, and even disruptions in electronic chat.
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In the Concluding Remarks, Zarrinabadi and Freiermuth review and 
discuss the interaction between the three main elements introduced in this 
volume, the language learners themselves, the psychological side of the 
learners, and the technology for language education, and consider what the 
future may bring. They propose a fourth element: the language teacher who 
must “examine which technologies will have the most positive psychological 
benefits for learners” (p. 603). This may be, in fact, the most important con-
cept that readers of this collection of studies should take with them: that the 
technologies presented in this volume are only tools, and it is the teacher’s 
responsibility to carefully consider how and when to use them based on 
student differences and educational contexts.

The Emotional Rollercoaster of Language Teaching. Christina 
Gkonou, Jean-Marc Dewaele, and Jim King (Eds.). Multilingual 
Matters, 2020. xi + 320 pp. https://doi.org/10.21832/
GKONOU8335

Reviewed by
 Anna Belobrovy

 Rikkyo University
 
This edited publication suggests a turn of the spotlight on current lan-

guage teaching research from the learner to the educator by introducing 
one area in the field that has been overlooked: language teacher emotions. 
The emotional factor has received a relatively minor amount of attention in 
the literature due to a broad range of definitions, a complexity of the meas-
urements, and its high context dependency (Agudo, 2018). This volume is 
particularly valuable and timely due to a currently unsettled teaching envi-
ronment. Global changes that have occurred in the year 2020 have stirred a 
range of emotions and have forced many educators to promptly readjust to 
an emergency remote teaching context.

In this collection, the editors aim to raise awareness of the emotional roll-
ercoaster in the teaching profession, and to enhance further research in this 
area by exposing the reader to the diverse voices of researchers in terms of 
contexts, objectives, and methods. Accompanied by post-reading tasks, the 
format of this publication stimulates the reader to critically reflect and draw 
necessary conclusions that can potentially serve professional development 
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goals. In this way, The Emotional Rollercoaster of Language Teaching appeals 
to a broader audience of researchers, language teachers, teacher educators, 
administrators, and undergraduate or postgraduate students. The volume 
features 14 chapters introducing specific contexts that are written by re-
searchers with diverse backgrounds, and two general chapters—introduc-
tory and concluding—composed by the editors Christina Gkonou, Jean-Marc 
Dewaele, and Jim King.

The introductory chapter examines existing research on the emotional 
aspects of teaching languages, the connections between student and teacher 
emotions, and emotions generated in moments of educational reform and 
change. In this chapter, the editors set the expectations for the following em-
pirical chapters and propose a shift to a pragmatic approach by highlighting 
the necessity to focus on the consequences and applications of the emotional 
experiences in teaching and not solely their definitions. On the same note, 
the editors seek to avoid narrow, clear cut definitions of emotions and shift 
to broader, more fully inclusive terms. The editors emphasize their general 
intent to bring together insights on the dynamism and diversity in various 
firsthand experiences of emotions directly from a range of teaching contexts, 
with reflections on implications for classroom practices (p. 47).  

Thematically, the range of studies in the volume can be divided into three 
parts. The first part (Chapters 3 by Kris Acheson and Robert Nelson, 4 by 
Sarah Benesch, 8 by Christina Gkonou and Elizabeth R. Miller, 9 by Simon 
Humphries, and 12 by Peter De Costa, Wendy Li, and Hima Rawal) features 
studies related to teacher emotions. These first two chapters of this part 
outline the emotional labor–related issues of foreign language teachers in 
the public high school system (Chapter 3) and tertiary education (Chapter 
4) in the United States. In both chapters, administrators and teacher trainers 
will find food for thought regarding the amount and type of support that 
should be provided in order to shift the emotions of language teachers into 
a more pleasant direction, for example contextual factors and their influ-
ence on emotional labor and alternatives to emotionally charged corrective 
feedback. 

Chapter 8 features the emotional experiences of 13 English teachers in 
tertiary education programs in the United States and United Kingdom. It 
is a collection of critical incidents with discourse that includes verbal and 
possibly other evidence of emotions experienced by educators in their class-
rooms and in crucial events during their professional development histo-
ries. Pre-service educators among JALT Journal readers may find this chap-
ter particularly motivating as the events revealed teachers’ journeys with 
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turning points from the emotionally challenging to emotionally rewarding. 
Chapter 9 adds to the collection by presenting a case study of the emotional 
labor and burnout of a tertiary educator as a result of curriculum changes at 
a Japanese engineering college. The chapter draws attention (particularly of 
teacher-researchers) to the therapeutic effect of the actual research process 
for both the researcher and the participants. It also encourages profession-
als to create self-reflective opportunities while facing emotional challenges 
in their respective teaching environments. Chapter 12 displays the process 
of adaptation to a sudden shift in the language of instruction in Nepalese 
public schools. Similar to the other chapters in this thematic group, the 
researchers look at variables (e.g., English-medium instruction, teacher 
agency, emotional burnout) that influence teachers’ emotional labour at 
the societal, school, and community levels. The chapter will likely appeal 
to teacher trainers who wish to incorporate elements of affective training 
such as mentoring and sufficient guidance to better equip educators for the 
future emotional challenges in their teaching careers. 

The second thematic strand (Chapters 2 by Anita Lammerer, 5 by Emily 
Edwards and Anne Burns, 6 by Achilleas Kostoulas and Anita Lammerer, 7 
by Joseph Falout, 10 by Maiko Ikeda, Osamu Takeuchi, and Hiroyuki Imai, 
14 by Rebecca Oxford, and 15 by Jean-Marc Dewaele) provides insights into 
cognitive psychological factors related to teacher emotions. In Chapter 2, the 
author attempts to apply the concept of subjective well-being to assess the 
experiences of content and language integrated learning (CLIL) teachers in 
Austria. The research highlights the importance of teacher autonomy and 
well-being in CLIL, and would be of interest to administrators and education 
policymakers in institutions considering the adoption of this approach.

Chapter 5 is an action research study built on the metaphor of Pandora’s 
box to introduce the complexity of emotional journeys of both in-service 
novice teachers and more experienced English language teachers. The 
study proposes an extension of alternative emotional angles to the existing 
sociocultural metaphor-based analysis of teacher identity. The authors con-
template a switch in teacher and researcher roles to serve as a positive tool 
for the elevation of emotional conditions in the language classroom context. 
Chapter 6 presents the resilient adaptations by pre-service language teach-
ers in their first practicum. The study illustrates the concept as a motivational 
source consisting of the intrinsic inner strengths of inexperienced educators 
and the negative emotions as triggers for psychological growth and continu-
ous professional development. Further psychological factors covered in the 
volume include: past L2 selves, emotions, and classroom group dynamics 
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(Chapter 7); the anxiety of Japanese elementary school English teachers 
in a training intervention program (Chapter 10); the emotional well-being 
of language teachers (Chapter 14); and EFL/ESL teachers’ motivation and 
emotional intelligence (Chapter 15). 

The third thematic group (Chapters 11 by Sam Morris and Jim King and 
13 by Tammy Gregensen, Peter D. Malcntyre, and Nicole Macmillan) features 
strategy and intervention studies on teacher emotional regulation, which 
primarily detail the emotional regulation behaviors of experienced EFL 
teachers in Japan (Chapter 11) as well as the stressors of language teachers 
and the function of interventions through positive psychology such as “find-
ing silver linings” (Chapter 13, p. 228).

The volume accurately displays the dynamism and complexity of language 
teacher emotions by introducing a diverse range of new trends and concepts 
across cultural contexts including Australia, the U.S., Japan, Nepal, and West 
Africa, and in a wide range of educational settings. In particular, this book 
will assist pre-service teachers in finding answers to multiple concerns re-
lated to the stress-loaded teaching profession (Hiver & Dörnyei, 2015), and 
minimize their anxiety by doing so. In this way, this collection can be treated 
as a manual for language and general educators on navigating the negative 
emotions and challenges on their complex professional journeys. On the 
other hand, the multilayered discussion on emotional regulation strategies 
throughout the volume not only provides practical ideas on emotional con-
trol and the maintenance of a positive professional attitude, but also encour-
ages future research on the themes covered in the volume. 
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The Action-oriented Approach: A Dynamic Vision of 
Language Education. Enrica Piccardo and Brian North. 
Multilingual Matters, 2019. vi + 338 pp. https://doi.
org/10.21832/9781788924351

Reviewed by 
Marcos Benevides

J. F. Oberlin University

This book, by two leading contributors to the Common European Frame-
work (CEFR), positions the Action-oriented Approach (AoA) as a “practice 
in search of a theory” (p. 2) that has grown in the wake of the CEFR over 
the past two decades, particularly among teachers of languages other than 
English. However, the existence of the approach may come as some surprise 
to English language teachers and researchers. 

As argued by the authors, the AoA is deeply rooted in the notion of dy-
namic action in social contexts. The approach views learners primarily as 
social agents who use language to accomplish tasks that are not exclusively 
language related. In other words, “the learner acts and accomplishes tasks 
in order to learn; he or she does not learn in order to accomplish tasks” 
(p. 139), a position which is strongly aligned with a socio-constructivist 
perspective and the communicative approach—in particular with the task-
based language teaching (TBLT) approach. However, in the authors’ estima-
tion, AoA both encompasses and goes beyond such earlier innovations in 
language education.

Chapter 1 presents the emergence of the AoA from its first explicit men-
tion in the CEFR itself (Council of Europe, 2000, p. 9), to its place within our 
evolving understanding of language education as a movement toward com-
plexity, socialisation, and change. The authors argue that the AoA represents 
a new, coherent, and important view that situates language learning within 
“dynamic sociological landscapes” (p. 10) brought about by globalisation. 
The AoA thus tries to establish this dynamism in the classroom by providing 
“real-life tasks” (p. 21) that provide a unifying frame in which actions can 
make sense and have purpose. It is in this way that we may think of AoA 
tasks as conceptually different than TBLT tasks. That is, in AoA tasks are 
seen as authentic by definition, rather than as pedagogical approximations 
of “target tasks” that sometimes merely bear “a relationship” to the real 
world as they do in TBLT (Long, 2015, p. 109).
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In Chapter 2, Piccardo and North continue to build a case for the AoA by 
exploring notions of competence. They persuasively argue that the complex, 
contextualised, collaborative—and ultimately, dynamic—nature of com-
munication can best be accommodated in a new paradigm for language 
education. This argument is driven home in Chapter 3 with an outline of 
the theoretical underpinnings of the approach. Some of the information in 
this chapter, for example the review of behaviourist to cognitive to meaning-
focused pedagogies, will be familiar to most JALT Journal readers; however, 
the argument extended from social constructivism to agency, action, and 
affordances, which ends with a case for a “complex, ecological perspective” 
(p. 107) for language learning, is innovative and bold. The chapter is highly 
theoretical and, at this point in the book, practical-minded readers may well 
be asking how this all relates to the classroom.

Chapter 4 focuses on developments in language teaching methodology 
and covers many of the practical limitations of other approaches. It is here 
that an argument is made in detail as to how AoA is truly different from 
TBLT: namely, that AoA maintains a “broader and more holistic view of 
language and language use” (p. 137) that takes a stronger stance regard-
ing real-life tasks. The authors also outline important distinctions between 
TBLT’s learner and AoA’s social agent. In brief, they define learners as being 
“more or less passive recipients of pedagogical action” and thus operating on 
a reduced level of situational (i.e., contextual) and interactional (i.e., social) 
authenticity, and a social agent as having agency and being in control of the 
process of completing the task, as well as benefiting from high situational 
and interactional authenticity (p. 139). However, perhaps the most impor-
tant concept introduced in Chapter 4 is the AoA concept of a scenario, which 
refers to the simulated context in which AoA tasks and projects are situated. 
For teachers and materials writers who are interested in developing themed 
approaches to TBLT, the concept of a scenario should be of immense value as 
an organizing principle that can exist between the theme and its component 
projects and tasks.

Chapter 5 provides a comprehensive overview of the CEFR (Council of 
Europe, 2000) and its latest companion volume (Council of Europe, 2018). 
This is worth reading even for those who are already familiar with these 
documents, as it helps to situate the AoA as an approach within a framework 
that many other teachers and researchers will already know. In particular, 
Chapter 5 helps readers to understand the new CEFR descriptors for me-
diation and plurilingual/ pluricultural competences, and how these can be 
integrated into assessment.
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	 Chapter 6 is another theoretical chapter that takes a yet broader view of 
language learning, which recognizes plurality (of languages and cultures) as 
well as creativity within the dynamic nature of language learning that is pro-
posed by the AoA. Piccardo and North illustrate and argue again the need for 
a holistic, ecological approach, by further explaining the role of mediation, 
plurilingualism, and pluriculturism, which the CEFR Companion Volume 
(Council of Europe, 2018) considers to be important in language education 
(p. 231). In particular, the addition of plurilingual and pluricultural compe-
tences (i.e., competences in languages and cultures other than one’s L1 or 
the target L2) adds a facet to language descriptors that should be important 
even in relatively monolingual and monocultural countries like Japan.

Chapter 7 finally presents the AoA in full. It opens with the provocative 
section title, “The AoA: An All Embracing Perspective” and proceeds to sum 
up the approach. The second half of the chapter introduces practical exam-
ples of how the AoA may be implemented in the classroom. To the authors’ 
credit, they recognize the complexity inherent in an approach where social 
agents must operate at two levels simultaneously, the individual and the 
social (p. 256). They also admit that the approach clearly requires an am-
bitious level of dynamism, adaptability, and therefore investment from the 
learner (p. 257). This is where the concept of the scenario, which frames AoA 
actions in authentic situational and interactional contexts, becomes crucial. 
That is, AoA scenarios serve to put social agents into real-life situations 
which activate knowledge and competences in purposeful ways and which, 
furthermore, can guide assessment. Example templates for scenario devel-
opment (p. 284; 290) and to guide both teacher- and self-assessment (pp. 
288-289) are provided in appendices. It may be asked, however, whether 
these solutions are substantively different from philosophically progressive 
and strong TBLT approaches that have been proposed, for example, in Long 
(2015, pp. 63-82).

In their concluding chapter, Piccardo and North estimate that “the synthe-
sis of current learning theories offered by the AoA enables the fundamental 
paradigm shift that CLT called for, but was unable to provide, mainly due to 
the rather limited nature of [second language education] that informed CLT” 
(p. 276). They include TBLT in this failure, which at first struck me as an 
unfairly narrow view of TBLT, (i.e., one which seems designed to carve out 
space for an adjacent approach). However, the book does make a compelling 
argument for the principles behind the AoA, and it must be begrudgingly 
admitted that, while in principle a strong TBLT position can be broadly in-
clusive of social dynamics and complexity theory, these needs have not often 
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been met by TBLT proponents in practice. In other words, TBLT may have 
ceded important social-interactionist and constructivist ground, which now 
the Action-oriented Approach quite rightly seeks to cover. 

In all, while this book may be a dense read for those not already well 
acquainted with some of the related areas, such as the CEFR, social inter-
actionist theory, or TBLT, for those who are it is a well-argued and provoca-
tive work. As it is entirely focused on articulating a theoretical position, the 
book may frustrate readers who are looking for an explicit research agenda; 
however, an astute and glass-half-full perspective might see the approach as 
entirely ripe ground for research validation.
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English as a Lingua Franca in Japan: Towards Multilingual Practices is a 
compilation of 17 chapters written by authors with a wide range of exper-
tise. Edited by Mayu Konokahara and Keiko Tsuchiya, it is a special homage 
to Professor Kumiko Murata’s scholarly experience and contribution to the 
academic community for applied linguistics in Japan. This volume aims to 
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examine the phenomenon of English as a lingua franca (ELF) in Japanese 
contexts and may serve as a useful tool for academics, graduate students, 
and teachers-as-researchers in Japan. 

Following the editors’ introduction to the field of ELF in Japan and sum-
mary of chapters, the volume is divided into four parts before ending with a 
Conclusion followed by a surprisingly brief 3-page index. Part I begins with 
situating ELF within Japan’s language policies and English-education guide-
lines. The next two parts comprise the pragmatic use of ELF in Japanese con-
texts, with Part II dealing with research on ELF in academic and pedagogical 
environments and Part III focusing on corporate and institutional settings. 
The three chapters in Part IV present ELF studies in Japan and highlight the 
field’s future directions in light of multilingualism. Finally, the concluding 
chapter summarizes the ELF research addressed in this volume by detailing 
the definition of a pedagogic device (pp. 335-336) made up of knowledge, 
discourses, and practices and includes recommendations for implementing 
ELF-based pedagogy for instruction and future research.

Part I details ELF in Japan from historical and political viewpoints by criti-
cally reviewing ELF in Japan’s language policy and education system. This 
section contains four chapters. In Chapter 2, Nobuyuki Hino reconsiders 
the position of Japan in Kachru’s (1980) Three Circles model, contrasting 
the English from learners in Expanding Circle countries with that from users 
in the Outer Circle and native-speakers from the Inner Circle. By outlining 
four linguacultural values in Japan such as (a) an awareness of internation-
alization, (b) a quest for equity, (c) an orientation toward indigenization, 
and (d) a need for models, Hino presents the issue of ELF in Japan from a 
cultural and historical perspective.  For a more locally appropriate approach 
to teaching EFL in Japan, he proposes an eclectic understanding of theories, 
language varieties, models, and users as a solution. In Chapter 3, Masakazu 
Iino discusses Japan’s language policies and the marginalization of ELF in 
a discourse where so-called “native” varieties are still granted legitimacy, 
as well as the paradigm of English as a foreign language or EFL. In Chapter 
3, Masakazu Iino explains language policy in Japan, highlighting the mar-
ginalization of ELF in a discourse where the validity of native-speakerism 
continues to take precedence over non-native varieties of the language. He 
also emphasizes how growing economic and technological competitiveness 
and a rising divergence of geopolitical interests have intensified the need 
for a better understanding of the cultural context of communication. In 
Chapter 4, Ayako Suzuki discusses competency-based education, influenced 
by impacts in the United States and the European Union. Additionally, this 
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chapter addresses ELF education in Japan in relation to English education 
guidelines while emphasizing the principle of global citizenship. Although 
some progress toward ELF has been observed in Japanese English educa-
tion, the author argues that ELF’s scholarly work did not precipitate the 
change. Rather, two primary driving forces are illuminated; the first is the 
introduction of competency-based education into Japanese education poli-
cies and the second is the cultivation of global human resources. These were 
also included as recent revisions in MEXT’s new Course of Study towards a 
competency for lifelong learning. In Chapter 5, Tomokazu Ishikawa draws 
on Larsen-Freeman’s (2018) complexity theory to characterize both mono-
lingual Standard English and ELF as “complex adaptive systems” (p. 100) 
operating in their local context. 

Part II comprises chapters on ELF in academic and pedagogic settings in 
Japan. In Chapter 6, by looking at accommodations in code-switching, Ayano 
Shino elaborates on the benefits and challenges regarding team teaching in 
primary school where a Japanese homeroom teacher (HRT) is paired with a 
foreign English teacher serving as an assistant language teacher (ALT). This 
chapter also outlines concerns such as power authority, teacher motivation, 
and foreign language anxiety in classrooms where HRTs and ALTs work col-
laboratively. With the growth of English as a medium of instruction (EMI) 
courses in Japan, Chapter 7 features an exploratory study by co-authors 
Tetsuo Harada and Ryo Moriya on ELF in EMI lectures at university. Yoko 
Nogami (Chapter 8) presents a micro-level analysis conducted to ascertain 
the (un)changes in Japanese university students’ views of ELF following 
their participation in a study abroad program. Similarly, Chapter 9 by Ko-
nakahara describes an in-depth ELF-focused module for undergraduate 
students that resulted in a shift in their attitudes toward ELF. 

Part III contains four chapters of ELF studies in the workplace in Japanese 
contexts. Chapter 10 by Akiko Otsu uses transcription data from a single 
case analysis of the first meeting between a Japanese businessperson and 
a Malaysian hotel clerk to focus on small talk use in business ELF or BELF. 
In Chapter 11, Miyuki Takino reports on qualitative data from narrative 
interviews to elucidate Japanese businesspeople’s habits and cognitive 
processes related to multilingual usage of BELF and Japanese for various 
business activities in multinational corporations in Japan. Tsuchiya (Chap-
ter 12) analyzes instances of businesspeople using multilingual tools and 
translanguaging in the course of conducting business negotiations. Another 
research-based report is provided in Chapter 13 with a detailed description 
from Yukako Nozawa of ELF interactions between a medical student or stu-
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dent doctor and a patient (i.e., an actor acting as a patient), which was a part 
of the training in a medical English course at a Japanese medical university 
to examine the pragmatic use of ELF by students while performing consulta-
tions and showing empathy. 

In Part IV, Masaki Oda (Chapter 14) offers a criticism of Japan”s English-
education program, devoid of ELF and multilingualism, even in the face of 
globalization and the Olympics showcase. In Chapter 15, Yasukata Yano cri-
tiques the Japanese people’s deep-rooted native-speakerism and advocates 
for the use of their linguistic capital in ELF interactions. In Chapter 16, Bar-
bara Seidlhofer and Henry Widdowson acknowledge the boom in ELF study 
in Japan over the last decade before advancing the theory of ELF through a 
rethinking where “learners cannot be taught English as an international lan-
guage as such, they can only be prepared to put the resources of English to 
expedient use and an international means of communication, in other words 
by developing their communicative capability” (p. 330).

To summarize, this book explores the phenomenon of English as a Lingua 
Franca (ELF) in Japan, using multilingualism as a medium to explore lan-
guage practices and attitudes in what is traditionally viewed as a monolin-
gual, monocultural environment. The chapter authors take up a wide range 
of issues related to this theme, including language education policies, the es-
sence of ELF communication in academic and business environments, users’ 
and learners’ perceptions of ELF, and pedagogy for fostering ELF-oriented 
attitudes. The overarching recommendation is to rethink teaching and learn-
ing practices, moving the emphasis away from adherence to native-speaker 
norms and toward ELF users’ innovative use of multilingual tools. This book 
is important for advancing ELF research and analysis in Japan and it would 
also be of benefit to students and scholars exploring multilingualism and 
World Englishes in other global contexts.
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Data Collection Research Methods in Applied Linguistics. 
Heath Rose, Jim McKinley, and Jessica Briggs Baffoe-Djan. 
Bloomsbury Academic, 2020. x + 296 pp. 
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In the world of academic publishing, teacher-researchers and graduate 
students have a wide range of choices when it comes to titles on research 
methods and methodology. For most of these books, we can peer into the 
minds of eminent scholars in order to glean their thoughts on this compli-
cated subject. Far fewer books, however, succeed in reaching out to the read-
ers by presenting research methods in an engaging, practical, and accessible 
manner. Data Collection Research Methods in Applied Linguistics is one of 
those rare works. The authors state that their volume is predominantly 
targeted for “postgraduate students of applied linguistics and language edu-
cation research (including TESOL), who are being introduced to research 
methods for the first time”, but also hope that it “will become an essential 
resource for all applied linguistics researchers and will be used as a valuable 
textbook for research methods courses worldwide” (p. viii). This aspiration 
carries weight since before taking up teaching posts at the Universities of 
London and Oxford, each of the three authors have taught for many years 
in Japan, other parts of Asia, and Europe. Their experience of teaching and 
researching in situations similar to those for many readers of JALT Journal 
has enabled them to contextualize their discussions in a way that speaks to 
many of our shared challenges, needs, and concerns. 

Data Collection Research Methods in Applied Linguistics was also written 
to serve as a companion work to Paltridge and Phakiti’s (2015) book on 
research methodology in applied linguistics. The authors believe that while 
excellent, that work did not go far enough to address the common prob-
lem of graduate students and classroom practitioners – that of conflating 
research methods with research design. Their primary goals for writing this 
book are in helping readers identify the right methods for the right types of 
investigation and providing them with clear instructions on how to get “the 
most appropriate data for the research questions” (p. 20).  

The first chapter begins with an impressive introduction to the basics of 
research methods. Their discussion of the complex interplay between quali-
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tative and quantitative research in educational studies is one of the best that 
I have read in the research methods genre, and it effectively highlights how 
over-focusing on the qualitative-quantitative divide is often counterproduc-
tive. Whether we use words or numbers, these are simply tools that need 
to be used appropriately as we investigate issues in our second language 
classrooms. 

Most of the remaining chapters focus on a specific domain of data col-
lection. These include data elicitation tasks (Chapter 2) such as discourse 
completion or oral proficiency interviews, and introspective as well as ret-
rospective protocols (Chapter 3) such as think-aloud forms of research data 
collection. The discussion in this chapter on eye-tracking and key-logging 
software, while often unavailable to many researchers due to cost and in-
stitutional limitations, will be a useful reference later when this technology 
becomes more accessible. Chapter 4 features an impressive discussion of 
validated tests and measures. These, the authors explain, are inventories 
that are attended by “a convincing body of evidence that the test or measure 
actually does what it claims to do and that the scores or ratings it yields can 
be used in a meaningful way” (p. 68). Examples of validated tests are the 
TOEIC, TOEFL, and IELTS. The issues teacher-researchers should consider 
in finding and properly using such tests are described in reassuring detail. 
Observation techniques, interviews, as well as diary studies, journals, and 
logs are the subjects of Chapters 5 through 7. Throughout these chapters, 
the position of the researcher as one who has the potential to change and to 
be changed by the acts of observation and recording events are considered. 
While the authors do help to raise awareness of these concerns, they seem 
resigned to the notion that one can only try to make a good faith effort, stat-
ing that the implementation of such methodologies is “not an exact science” 
(p. 109). Insightful considerations of how to use questionnaires and how to 
work with focus groups in an informed manner are found in Chapters 8 and 
9. The authors provide an excellent discussion of the different approaches 
to document data collection, as well as ways of both making and analyzing 
corpora in Chapters 10 and 11. The final chapter of the book finishes with 
an informed discussion on triangulating one’s data and dealing with the real 
challenges of replicating one’s findings in applied linguistics research, such 
as (a) being able to use the methodologies in the way they were used in 
earlier studies, (b) maintaining transparency in how one must adjust their 
research to fit the conditions of their particular learning environment, and 
(c) taking an original direction grounded in an understanding of previous 
research, rather than one representing an uninformed flight of fancy.
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All of the chapters follow a pattern evocative of how one might teach a 
graduate course or a teacher training workshop. Chapters begin with pre-
reading activities based on the pattern of Think, Discuss, and Imagine. It is 
here that readers engage in a consciousness-raising exercise intended to 
elicit questions and the need for more knowledge about the issues to be 
discussed in the chapter. If used as a textbook, the first section of each chap-
ter would easily serve as necessary warm-up activities. Each chapter then 
outlines key concepts for the methods and contains an insightful survey of 
practicalities. This includes standard data collection procedures, issues to 
anticipate, and possible pitfalls to avoid. Each chapter also features ways of 
improving the validity and reliability of the data collected. One of the fea-
tures that I especially appreciate about this book is the section that presents 
examples of applied linguistics studies using the data collection methods in 
each chapter. This is followed by a section on the implications each of the 
data collection methods have for teacher-researchers, and this is further en-
hanced with the provision of reading lists of other authoritative books that 
delve further into how to use the methods. Each chapter closes with a list of 
post-task questions for further reflection. Here, readers are encouraged to 
expand upon the data collection methods and to look for opportunities to 
apply them in their own in-class investigations.

In terms of weaknesses or shortcomings, I was hard-pressed to find areas 
for improvement. One could mention the few typographic errors, the ab-
sence of the Oxford comma in display tables, or in Chapter 2, where the same 
subject heading has been confusingly used twice, but such would be the 
observations of a churlish pedant. I did notice something of a preoccupation 
on the part of the authors with seemingly post-positivist concerns, in that 
their fixation on validity, reliability, and replication seems, in my mind at 
least, to unduly straightjacket the more qualitative data collection methods 
presented in the book. It also would have been helpful had the authors de-
veloped an inventory as an appendix where readers could answer questions 
which would then indicate an appropriate data collection method matching 
their area of research interest.

But these are minor concerns. Most of the time when I thought I had found 
something the authors may have missed, inevitably they would address 
those points later, almost as if they knew that I was on the periphery, watch-
ing critically. As I progressed through the book, I began to admire the quality 
and insight of what the authors have accomplished, and half wished such a 
resource had been available to me during my own graduate studies. Thank-
fully, however, the considerable knowledge and knowhow of these authors 
are available to students and teacher-researchers today. 
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In conclusion, the approach and depth of instruction from Data Collection 
Research Methods in Applied Linguistics is rigorous as it is well-informed; 
it will be a valuable resource to graduate students and classroom teacher-
researchers alike. In my current duties as a graduate-level thesis and dis-
sertation supervisor, I intend to use this work to help my own students 
make better decisions about the type of data they should gather and develop 
clearer ideas about the procedures they should follow in order to develop 
more compelling studies. 

References
Paltridge, B., & Phakiti, A. (Eds.). (2015). Research methods in applied linguistics: A 

practical resource. Bloomsbury Academic. 

Eye Tracking in Second Language Acquisition and Bilingualism. 
Aline Godfroid. Routledge, 2019. xxiv + 411 pp. e-book 
https://doi.org/10.4324/9781315775616

Reviewed by 
Marshall K. Higa

Hiroshima University

Eye Tracking in Second Language Acquisition and Bilingualism by Aline 
Godfroid may be the most comprehensive work related to eye-tracking 
research for applied linguistics to date. Godfroid provides a mix of theoreti-
cal and practical considerations that both novice and advanced researchers 
can benefit from. Though not a new stream of research, books related to 
eye-tracking in an applied linguistics context are few. As such, a volume this 
thorough is a welcomed addition to the body of literature as it provides all 
the necessary information to carry out an eye-tracking study from start to 
finish. It is a resource that I wish I had access to when I began eye-tracking 
experiments, as it would have significantly reduced the learning curve.

Godfroid states that she had graduate students in mind when conceptual-
izing the book. The flow and organization of the volume bears that out; it 
reads like a step-by-step guide to writing a master’s thesis. Consisting of 
nine chapters, four major themes can be found: (a) an introduction to eye-
tracking in second language acquisition studies (Chapter 1), (b) an overview 
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of eye-tracking in cognitive psychology research (Chapter 2) and applied 
linguistics (Chapters 3 and 4), (c) a theoretical framework for designing 
eye-tracking studies (Chapter 5), and (d) a hands-on guide for carrying out 
eye-tracking experiments (Chapters 6-9). 

Godfroid defines eye-tracking as, “the colloquial term used for eye-
movement recordings, which are typically (but not necessarily) made as 
participants perform a task on a computer screen” (p. 11). In language stud-
ies, the tracking of eye-movements using video recording equipment can 
provide information about the cognitive processes of language acquisition. 
The first two chapters lay the groundwork for understanding the basics 
of eye-tracking in research, not limited to second language acquisition. In 
Godfroid’s words, Chapter 1 covers the “what, why and how” of eye-tracking 
research and describes various ways in which eye-tracking can be used in 
a study (p. 21). Chapter 2 explains some of the physiological concepts of 
eye movement and its relationship to the mind. The eye-movements that are 
most commonly measured in second language acquisition studies are fixa-
tions: periods of time when eye-movement is relatively still, and saccades: 
periods of time when the eye is moving. A simple illustration of how measur-
ing fixations and saccades can reveal information about language ability is 
a study which found that as children become more skilled readers in their 
first language, their fixation time decreases and saccade length increases (p. 
35). Many investigations into second language acquisition follow a similar 
pattern. Technical terms that are ubiquitous in eye-tracking literature are 
also introduced in this section, and while it may seem dense with special-
ized terminology, readers would benefit by taking the time to understand 
the concepts presented in this chapter. 

Through a very detailed review of studies utilizing eye-tracking in ap-
plied linguistics, Godfroid maintains that most studies fall into one of two 
categories: text-based eye-tracking and visual world paradigm. Chapter 3 
reviews the major research themes and studies related to text-based eye 
tracking. As the name suggests, these themes deal with studies containing 
written language, with topics ranging from the effects of subtitles on listen-
ing comprehension (p. 81) to how having a countdown timer visible during 
a test may adversely affect test validity (p. 83). For most second language 
acquisition researchers, text-based studies are the most prevalent (p. 64). 
Chapter 4 reviews studies related to the relationship between spoken lan-
guage processing and eye movements, known as visual world paradigm.

Chapter 5 covers general experimental design principles and starts with 
basic research terms, such as defining types of independent, dependent, 
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and confounding variables. The chapter progresses to concepts in research 
specific to eye-tracking, such as how to determine the number of items 
needed in an experiment (p. 151) and ideal sample sizes for eye-tracking 
research (p. 154). Chapters 6-8 move into carrying out research studies, 
from creating the research questions, to conducting measurement, and fi-
nally to completing data analysis. These chapters transition from the theory 
described in previous chapters, to practical information, such as font size for 
experiments, how to prepare audio files for listening exercises, and software 
and statistical tools that can be used at certain stages of the experiment. 
Finally, Chapter 9 focuses on creating an eye-tracking lab and the practical 
considerations for setting up the environment.  

Each chapter also contains case studies and references on how various 
concepts introduced in the book were used in previous research investiga-
tions. This is one area where the book is especially helpful, and it is evident 
that Godfroid dedicated a significant amount of time to categorizing and cat-
aloging previous studies. The comprehensive review of the literature alone 
makes this book  a valuable resource to even well-established researchers, 
who may not need to pay as much attention to some of the more basic con-
cepts covered in the book.

While the majority of the book is fairly easy to digest, the vast number 
of technical terms introduced throughout the book requires careful read-
ing. This may prove overwhelming to novice researchers or researchers 
new to the field, as a certain amount of knowledge about second language 
acquisition research is also necessary to make sense of some of the con-
cepts covered. Thus, many researchers will probably be best served by using 
this book as a reference when constructing a study, rather than reading it 
straight through. Admittedly, certain sections of the book that were outside 
the scope of my current research interests were difficult to understand at 
times.

My overall assessment of the book is overwhelmingly positive. It is thor-
ough to the extent that a graduate student could conceivably rely on this 
book as their sole reference to design a thesis-worthy experiment. I have 
only one minor critique, which concerns the final chapter. Chapter 9 focuses 
on setting up an eye-tracking lab and contains insights that only someone 
with lots of experience could identify, such as how to deal with subjects 
with one eyelid, where the calibration of eye-tracking devices can become 
difficult. However, the section about selecting an eye-tracking device (Chap-
ter 9.1) left me wishing Godfroid would have compared various brands 
of equipment with a little bit more depth.  I assume this was intentional 
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in order not to show bias towards a particular brand or model. However, 
with the extreme disparity in prices of equipment available on the market, 
a short description of what the major eye-tracking devices can and cannot 
do would have been helpful, especially since this book seems intended for 
people looking to begin conducting eye-tracking research. Having done 
research with three different eye-trackers in the past, I think choosing a 
suitable eye-tracker is of prime importance, especially considering the cost 
of some of them and the range of functionality that each offers. Another ma-
jor work on this topic, Eye-tracking: A Guide for Applied Linguistic Research 
(Conklin et al., 2018), provides a detailed listing and comparison of some 
of the major eye-trackers on the market. Unsurprisingly, only three years 
on from the initial publication of that book, new equipment and updated 
models have come onto the market, which make it difficult for these sorts of 
comparisons to remain current. Nevertheless, a review of retail eye-tracking 
equipment seems essential for a chapter titled, “Setting up an Eye-tracking 
Lab.” Godfroid notes that prices can range from free to over $50,000 USD 
for high-end equipment (p. 12), making eye-tracking research a potentially 
expensive endeavor. This title is therefore a great initial investment for those 
looking to conduct eye-tracking studies and a must-have reference for those 
already engaged in eye-tracking research.
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Learning development is neither linear nor does it take place in a vacuum. 
This statement might seem obvious to many, but L2 writing researchers 
have rarely approached investigations that take these truths into account. 
Through years of group studies, researchers have successfully captured the 
changes that occur in L2 writing, particularly involving the commonly used 
variables of complexity, accuracy, fluency, and sometimes lexis (Wolfe-Quin-
tero et al., 1998). Such studies often use group means to show changes in 
development at different points in time or for different levels of proficiency 
but fail to shed light on an important question: What does change look like 
over time at the individual level? 

Complex Dynamic Systems Theory and L2 Writing Development is a col-
lection of studies in which various researchers attempt to address this 
question. It comprises of 11 chapters that are arranged into four themes: 
“CAF Perspectives,” “New Constructs, Approaches, and Domains,” “Methodo-
logical Perspectives,” and “Curricular Perspectives.” In the Foreword, Diane 
Larsen-Freeman explains how Complex Dynamic Systems Theory (CDST) is 
uniquely suited to offer a fresh perspective to L2 writing research by recog-
nizing writer agency and providing a more fine-grained and nuanced view 
of writing development. From there, in the Introduction, editors Fogal and 
Verspoor set up CDST as a framework for investigating L2 writing, which can 
complement group studies by analyzing the variability of individual learn-
ers “as the motor of development” (p. xi). 

In the first part, the editors showcase researchers using the more famil-
iar metrics of complexity, accuracy, and fluency (CAF), while adding a level 
of CDST analysis to their approach. In Chapter 1, Kyoko Baba uses growth 
curve modeling and reflective written comments to better understand 
the differences in the effect of multiple iterations of a free writing task on 
fluency between a high-performing learner and a low-performing learner. 
The researchers in the next two chapters in this part combine CAF-related 
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variables and CDST to investigate case studies of Chinese learners of English. 
Junping Hou, Hanneke Loerts, and Verspoor (Chapter 2) compare the devel-
opmental differences between two Chinese learners of English by analyzing 
12 writing samples holistically and analytically using measures related to 
CAF. In Chapter 3, Yu Wang and Shoucun Tao examine linguistic complex-
ity in connection to the development and interaction of discourse-semantic 
complexity. Both of these studies demonstrate the differences between more 
and less advanced learners, revealing a more synchronous and coordinated 
development between CAF variables among advanced learners. The studies 
presented here provide enough of a fresh take on CAF approaches while also 
exemplifying how CDST can be used to understand CAF-related variables on 
a more individual and nuanced level. Furthermore, the authors in this chap-
ter demonstrate the variability of L2 writing development with an emphasis 
on the linguistic systems of advanced-level writers.

In the second part, the authors shift away from the CAF framework and 
explore new approaches to mapping changes in L2 writing development 
using CDST research. All three studies introduced in this section use case 
studies as a way to understand the relationships and interconnectedness 
of internal and external systems on L2 writing development. Whereas Susy 
Macqueen and Ute Knoch (Chapter 4) and Ryo Nitta (Chapter 6) uncover 
the symbiotic relationship between external and internal factors on writing 
development, R. Rosmawati (Chapter 5) illustrates the interconnectedness 
of multiple levels of complexity within the writing development of a single 
case. Combined, these studies provide examples of L2 writing development 
that reveal the interrelated change patterns that are often obscured by large 
group studies.

The third section addresses methodological issues in researching L2 
writing through the lens of CDST. Elizabeth Hepford (Chapter 7) begins this 
section by illustrating how to capture phase shifts, which are points at which 
language usage is restructured, leading to a more stable pattern. Hepford ar-
gues that phase shifts are critical to understanding how L2 writing develops. 
In Chapter 8, Alex Gilmore and Gabriela Adela Gánem-Guitiérrez discuss the 
challenges of conducting mixed-methods research from a CDST perspective. 
Considering this, if L2 writing is viewed in the context of complex systems, 
then it only makes sense that it should be studied through a combination 
of methods that can reveal several levels of social and individual factors. 
However, the authors also caution that this approach entails challenges such 
as collaborating with experts outside of the field, dealing with unwieldy 
technological tools, and coordinating several levels of analysis together, all 
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of which they attest to with examples from their own research experience. 
Turning a critical eye inward, Bram Bulté and Alex Housen add a construc-
tive critique of CDST research in Chapter 9 by demonstrating its strengths 
and weaknesses through an example study on L2 writing complexity. Beyond 
providing a defense of traditional group studies, they offer a clear-eyed view 
of the challenges of applying CDST to L2 writing research as well as sug-
gestions on how to overcome the growing pains of the new epistemology. 
Despite their concerns, the authors ultimately believe that CDST research 
will mature and provide useful insights into L2 writing development in a 
way that complements traditional group study research.

In the final section, the research studies center on the theme of curricular 
perspectives by using the construct of curriculum as a subsystem of the 
complex system of formal education. Heidi Byrnes (Chapter 10) calls upon 
researchers investigating L2 writing development from a CDST perspective 
to expand the focus beyond individuals to include the educational context 
and broader curriculum. In Chapter 11, Fogal responds to Byrnes’s call by 
using curriculum as both the context and construct of investigation in a case 
study of a Thai university program. Using this approach, Fogal explored the 
degree to which a small group of stakeholders (students, professors, and 
administrators) within a curricular context interpreted the influence of cur-
riculum variables (agents, experiences, artifacts, and entities) on L2 writing 
development. Through analysis of system maps, Fogal found that whereas 
students emphasized experiences of past and future selves, the faculty were 
concerned more with the here-and-now aspects of the program. Essentially, 
this type of framework provides insight into how different stakeholders and 
variables interact to influence curriculum and ultimately L2 writing devel-
opment while providing a more familiar research context for most language 
teaching professionals.

This volume offers new and innovative approaches to researching and 
understanding L2 writing development from a CDST perspective. It demon-
strates all of the hallmarks of the CDST approach with minimum-maximum 
graphs, change point analyses, Monte Carlo simulations, and the use of case 
studies to reveal the variation and relationships that occur within a complex 
system of learning development. Of particular interest to readers of JALT 
Journal are the several studies by researchers examining the variation in de-
velopment of Japanese learners of English (Chapters 1, 5, 6, and 8). However, 
this book might be challenging for teachers or budding researchers inter-
ested in L2 writing. The contexts presented in this volume are limited to 
university level writers and there are few, if any generalizations that can be 
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drawn from these works for immediate application in various teaching con-
texts. Those readers may want to look instead at the third edition of Teach-
ing and Researching Writing (Hyland, 2016). Rather, this book is aimed at 
researchers and scholars of both CDST and L2 writing interested in learning 
how a CDST approach can be applied to L2 writing and how it can provide an 
alternative point of view to understand L2 writing development. Although 
CDST is still a relatively new approach for L2 writing, it has the potential 
to broaden our perspectives about the unique and variable developmental 
paths of L2 writers.
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Written with teachers and students in mind, this book presents a hands-
on approach to learning academic writing. Stephen Bailey addresses the 
writing process, while focusing on language problems and specific vocabu-
lary for academic writing in business and economic related fields.

The author focuses on  writing essays, reports, and other papers for 
English-language academic courses. To reach this goal, he divides the book 
into five parts, “The Writing Process,” “The Elements of Writing,” “Language 
Issues,” “Vocabulary for Writing,” and “Writing Models.” Each part has sub-
sections with exercises to practice the skills that have been described and 
closes with a “Progress Check” for review. The book provides highly relevant 
examples, in a very clear, direct, and practical manner.
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JALT Journal readers may find the 20-question Academic Writing Quiz (p. 
xxviii) useful, as it can be used both by teachers in a course and by learners in 
self-study as a diagnostic test to check one’s knowledge of academic writing 
and some of its metalanguage before starting to use the book. Alternatively, 
the quiz can be used as a review after completing the text.

In this third edition, Bailey starts out by explaining in the front matter the 
aims of the book and the reason why important sections have been included 
as well as updates to the companion website with teaching notes and useful 
links to other sources. In the “Introduction for Teachers” and “Introduction 
for Students” the structure of the book is highlighted and suggestions are 
made concerning the application of these materials in the classroom or as 
self-study resources. For teachers, useful suggestions for the application 
of the main topics to classroom practice are provided in a table on p. xviii. 
Students looking to structure their self-study routines will find the table on 
p. xx useful for guiding their learning plans.

In Part 1, “The Writing Process,” the author covers the basic processes of 
writing, how to find suitable sources for reading and to support one’s thesis, 
and how to develop critical-reading approaches. A section on avoiding pla-
giarism is presented before moving on to how to plan an essay, understand 
titles, and how to find key points for note making. To support the plagiarism 
section, the author provides a thorough explanation of how to paraphrase 
and summarize ideas, which can be extremely helpful to business students. 
In this section, under references and quotations, he also describes how to 
insert citations in the students’ own written texts. Similarly, attention is 
given in this part to proper internet referencing, which has become very 
common and necessary in course requirements and academic publications. 
Techniques for how to contrast sources, organize paragraphs, and write 
introductions and conclusions are also provided. This section includes ad-
ditional useful information on how to edit and proofread.

In Part 2, “Elements of Writing,” the reader is introduced to the ele-
ments of business writing, including the elaboration of argumentative, 
causative, and comparative texts. Bailey also covers the communication of 
data through visual resources, such as tables and charts, by addressing how 
these elements can be described in the body of a text. A table on page 130 
contains (a) verbs and adverbs commonly used to describe visual resources 
that present growth rates or changes and trends in a topic like temperature 
and (b) adjectives followed by nouns to highlight drops or declines.

Part 3, “Language Issues,” provides readers with prevalent language topics 
that learners of English writing may find challenging. Some topics covered 
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in this part are cohesion, definite articles, numbers, passive and active voice, 
punctuation, singular or plural, style, and time markers. A helpful example 
can be found on page 167 in the section on countable and uncountable 
nouns, which can be problematic especially for common terms used in busi-
ness and economics that accept both singular and plural forms and which 
may not exist in the L1 of international students. Another interesting feature 
in this part is the explanation of how to use modifiers before adjectives and 
how to create a positive or negative nuance.

“Vocabulary for Writing” (Part 4) deals with specific vocabulary for busi-
ness and economics. Bailey addresses encounters with lower frequency and 
unfamiliar vocabulary and explains how to prioritize words according to the 
context of the text. One drawback in this part that the author could have 
covered is an exploration of collocations which Biber and Conrad (1999) 
define as “associations between two words, so that the words co-occur more 
frequently than expected by chance” (p. 183). Such a discussion would have 
provided information for students and teachers to use to find meanings be-
yond the memorization of individual words. The study of lexical bundles can 
make the vocabulary learning process much more meaningful. In addition, 
this can help learners in the writing process because they will see in the text 
which words are most commonly used with a specific word they may not 
have known the meaning of, and this is not something students normally use 
in their writing (Cortes, 2004). 

In Part 5, “Writing Models,” the author provides authentic texts as case 
studies, with the aim of offering tips on how to write long papers, reports, 
and in groups.

While not prescriptive in nature, this title is particularly interesting 
for novice writers looking to engage with the process of writing, explore 
language and vocabulary issues, and experience different genres and writ-
ing styles. Students of business and economics will find explanations and 
samples of academic texts together with important writing tips that may 
help guide learners with organizing their writing.

The book provides insight into writing quality and can be used in person 
or online by teachers or learners studying on their own. It is clear, accessible, 
objective, and user-friendly, with a glossary, answer keys, and index, which 
can support autonomous, independent learning. Thus, the book provides 
several insights into the fundamental principles behind the art of writing, I 
highly recommend this volume, particularly to international students whose 
responsibilities include academic writing in business and economics.
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manuscripts to:
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Kiwamu Kasahara, JALT Journal Japanese-Language Editor 

 

Reviews
The editors invite reviews of books and other relevant publications in the field of language education. 
A list of publications that have been sent to JALT for review is published bimonthly in The Language 
Teacher and can be found online at <https://jalt-publications.org/tlt/reviews/>. Review authors 
receive one copy of the Journal. Please send submissions, queries, or requests for books, materials, 
and review guidelines to:

jaltpubs.jj.reviews@jalt.org

Greg Rouault, JALT Journal Reviews Editor 

Address for Inquiries about Subscriptions, Ordering JALT Journal, or Advertising
JALT Central Office

Urban Edge Building 5F
1-37-9 Taito, Taito-ku, Tokyo 110-0016, Japan

Tel.: 03-3837-1630; Fax: 03-3837-1631
(From overseas: Tel.: 81-3-3837-1630; Fax: 81-3-3837-1631)

Email: jco@jalt.org    URL: https://jalt.org



270 JALT Journal

日本語論文投稿要領
JALT Journa lでは日本語で執筆された（a）論文、（b）研究報告、（c）展望論文、（d）
JALT Journalに掲載された著作物へのコメント・考察、（e）書評を募集しています。（a）論文と
（b）研究報告の違いは、以下の通り字数制限による違いです。（c）展望論文は、言語教育研究
に関する課題に焦点をあてた短い論文で、先行研究の検証、理論や1次2次データに基づく議
論などを含むものです。文体:一般的な学術論文のスタイルを用い、章立ての仕方や参考文献
のデータの書き方などは、Publication Manual of the American Psychological Association（7th 
edition）の定める方式に合わせて下さい。JALT Journal書式シート（日本語原稿用）を以下か
らダウンロードできます<https://jalt-publications.org/jj/>。なお、JALT Journalの読者は現場の
教師が主なので、特殊な専門用語や統計的手法は、わかりやすく定義するか説明を加えるなど
して下さい。原稿:長さは、参考文献リストも含め、（a）論文は25,000字、（b）研究報告は13,000
字、（c）望論文は16,000字、（d）JALT Journalに掲載された著作物へのコメント・考察は2,000
字、（e）書評は1,500~3,000字以内です。A4の用紙に横書きで、１行40字、１ページ30行で印刷し
て下さい。手書きの原稿は受け付けません。

提出するもの：
JALT Journal書式シート（日本語原稿用）を参考に作成の上、電子メールの添付書類でお送りく
ださい。 なお、上記（a）論文~（e）書評のどのカテゴリーへの投稿かを明記ください。審査を経て
掲載の認められた草稿は、図表などを全て写植版にしたものにして提出願います。

査読：編集委員会で投稿要領に合っているかどうかを確認したあと、少なくとも二人の査読者
が査読を行います。査読者には執筆者の名前は知らされません。査読の過程では特に、原稿が
JALT Journalの目的に合っているか、言語教育にとって意味があるか、独創性はあるか、研究
計画や方法論は適切か等が判定されます。査読は通常二か月以内に終了しますが、特に投稿
の多い場合などは審査にそれ以上の時間がかかることがあります。
注意：JALT Journalに投稿する原稿は、すでに出版されているものや他の学術雑誌に投稿中
のものは避けて下さい。JALT Journalは、そこに掲載されるすべての論文に関して国際著作権
協定による世界初出版権を持ちます。なお、お送りいただいた原稿は返却しませんので、控を
保存して下さい。

投稿原稿送り先またはお問い合わせ：

〒112-8551 東京都文京区春日1-13-27中央大学理工学部英語教室
JALT Journal 日本語編集者　印南　洋

電話: 03-3817-1950
jaltpubs.jj.ed.j@jalt.org
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