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In This Issue

Articles

This issue contains three full-length research articles in English, two full-
length research articles in Japanese, and two articles as part of our new
Expositions section. In the first article, Kelly Cargos evaluates the prac-
ticality of the Global Englishes Language Teaching (GELT) framework as a
guide for curricular innovation by examining in-service teacher views about
innovation feasibility. Secondly, Tomohisa Machida explores the impact of
an enhanced pre-service training course on student teachers’ preparation
for teaching English to elementary school students, with a focus on instruc-
tional strategies through team teaching. Thirdly, Paul Wicking applies a
theoretical framework of learning-oriented assessment (LOA) to explore six
teachers’ beliefs and practices related to language assessment.

In our Japanese-language articles, Yumi Tanaka examines the effects
of intercultural experiences on English communicative competence and
learning motivation of students studying at three public elementary schools
in the Kanto region of Japan. Yusuke Okada discusses teachers’ post-
performance feedback practices given for students’ academic presentations
in EAP classrooms through the microanalysis of actual EAP classroom
feedback practices.

Expositions

The following two essays in our new Expositions section were written by
two of our current Editorial Advisory Board members. Yuko Goto Butler
argues that the purpose of language education is to assist learners in devel-
oping communicative competence for digital technology, and that language
educators should use digital technology as a pedagogical tool, adapting it to
learners’ own linguistic behaviors and cognitive styles. Jeremie Bouchard,
in his discussion of the core principles of critical Applied Linguistics (AL)
research, reminds us of the importance of criticality to AL as a branch of the
social sciences.

Reviews

This issue features nine reviews looking broadly at (a) professional devel-
opment, teacher efficacy, and foreign female teacher identity; (b) teaching
morphology, grammar, and in online contexts; and (c) the research into
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motivation and silence. Sue Brennan begins by exploring language teacher
efficacy in Japan from a book of that very title. Second, Xin Chen reviews
Bauer and Nation’s overview on teaching English morphology. Next, Alina
Friel relates personal experiences in her summary of a collection of nar-
ratives from foreign female English teachers published by Candlin & My-
nard. Marc Jones then critiques a guide to professional development for
early-career faculty. Brendan R. B. Plummer covers a title on motivation
by Dornyei in the new Innovations and Challenges in Applied Linguistics
series from Routledge and edited by Ken Hyland. Jonathan Shachter lends
his voice to an edited volume on silence in language education. Quite fit-
tingly, Richmond Stroupe and junior colleague Riya Kartha collaborate to
synthesize the common themes found in a multi-chaptered anthology titled
Professionalizing Your English Language Teaching. Bill White offers a timely
summary of a book focused on developing online language teaching with
blended learning and flipped classrooms. And, finally, Kam Yin Wu presents
insights on an accessible guide to linguistics for language teachers based on
Virtual Grammar.

From the Editors

As the spring season ushers in a new beginning for many of us in Japan, we,
the JALT Journal (J]) editorial team, would like to announce several new and
exciting developments.

Firstly, we welcome several new Editorial Advisory Board members:
Keita Kikuchi, Elizabeth Lavolette, Nicola Galloway, Thomas S. C. Far-
rell, Ryuko Kubota, and Christopher Nicklin. Their combined research
expertise will continue to help us ensure that the output of the journal is
of the utmost quality. We could not be more excited to have them on board!

In addition, we proudly announce that JJ is now officially indexed by
Scopus, which is the largest abstract and citation database of peer-reviewed
literature, including books, scientific journals, and conference proceedings.
As it is a database that is used by about 3,000 academic, corporate, and
governmental institutions, it raises the opportunity for JALT journal's
articles and reviews to be viewed and cited by a wide variety of researchers
worldwide. This is a major achievement for the journal. We sincerely thank
the numerous editorial board members, proofreaders, production editors,
additional readers, and past editors for their role in making this milestone
possible.

Finally, we are excited to launch a new article format in JJ entitled Exposi-
tions. This section will include authored essays by invited experts in our



6 JALT JOURNAL

field that will survey current research trends and practices in language
learning, teaching, and acquisition in Japan and worldwide. Articles in this
section may also be written by members of our JJ staff (editors, Editorial
Advisory board members) to further engage with the JJ readership and en-
courage dialogue about a wide range of issues. We sincerely hope that you
enjoy the inclusion of this new section on our journal!

If any of you are interested in volunteering with us, please contact Gregory
Paul Glasgow at jaltpubs.jj.ed@jalt.org, or Dennis Koyama at jaltpubs.
jj.ed2@jalt.org, especially if you have experience conducting research and/
or publishing academic works.

— Gregory Paul Glasgow, JALT Journal Editor
— Dennis Koyama, JALT Journal Associate Editor



Articles

From ELT to GELT: The Feasibility of
Global Englishes Language Teaching
Curricular Innovation

Kelly Cargos
Tokyo Kasei University

Global Englishes (GE) is an inclusive paradigm that recognizes the diversity and
fluidity of English use and English users around the world (Rose & Galloway, 2019).
GE has inspired a framework for research and teaching known as Global Englishes
Language Teaching (GELT). To evaluate the practicality of the GELT framework as a
guide for curricular innovation, it is necessary to ascertain whether teachers view
GELT as feasible. Building on studies by Cameron and Galloway (2019) and Galloway
and Numajiri (2020), the present study investigated in-service teacher views on
innovation feasibility and barriers to innovation. A questionnaire was distributed
to 27 participants at 3 time conditions, and focus groups were conducted with 16
questionnaire respondents. Findings indicate that in-service teachers perceived
GELT innovations to be somewhat feasible, yet various factors were identified as bar-
riers. These results suggest that GELT curriculum innovation is most possible when
initiated from the bottom up.

Global  Englishes (GE) I, 5t DIEFEME ] & S5EME FH HF O LRI SIRENMEZ BT 20
Hii72/)X5% 1 N THDY, Global Englishes Language Teaching (GELT) EWSHSE - EHEFE DT L
—LT—0%4H LIz (Rose & Galloway, 2019) . AWF5ETIL, GELTICR D HUF 2T LHH
DFEBIA RN &2 OMEEEICE I 2BIBOIGEBER D AT DN THE L. 7> —h32T4
DIGFEEENTF LT, 3DDEIRHNTEE LTz, 74— AT I —TI1I316% D7 > — Al
FHEZRM Uz, TR, GELTICR A HUF 27 LAFHEW<SNFETRIREE L TIRA TV
— AT ARABERZZDEEEL THRLTVWDIENDN ST, ZNEDORERIRIET 5T
&idL GELTICRAAUF 25 LAEHIEHR LTy T HANRD RN H 2L NI ETH S,

https://doi.org/10.37546/JALT]]44.1-1

JALT Journal, Vol. 44, No. 1, May 2022
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Keywords: English as an International Language; English as a Lingua
Franca; focus groups; native-speakerism; World Englishes

(Paikeday, 1985), yet in English classrooms in Japan and across Asia,

linguistic competence is still largely equated with conformity to
native speaker norms. This is despite the fact that English is commonly used
in communication among non-native speakers or in mixed groups, and that
norms observed in lingua franca communication do not necessarily reflect
the conventions of British or American English (Jenkins, 2012). Consider-
ing these facts, TESOL professionals may consider shifting to adopt the
paradigm of Global Englishes (GE) and the framework of Global Englishes
Language Teaching (GELT), which recognize English as a language that is
fluid, diverse in form, and outside of the control of any single group (Rose
& Galloway, 2019). Curricular innovation aligned with GELT would benefit
learners who will go on to use English in a globalized world. The purpose
of this study was to evaluate the feasibility of GELT curricular innovation
and determine barriers to innovation based on the perceptions of in-service
English teachers.

T he “native speaker” was pronounced dead more than 35 years ago

Background

What is Global Englishes?

Global Englishes is “an inclusive paradigm looking at the linguistic,
sociolinguistic, and sociocultural diversity and fluidity of English use and
English users in a globalized world” (Rose & Galloway, 2019, p. 4). The word
“English” has been pluralized to highlight the fact that multiple Englishes are
used in different speech communities worldwide, thus dispelling the notion
that a single Standard English is the only form worth recognizing. GE encom-
passes Englishes that are nationally bound such as Singaporean English and
Indian English as well as regionally bound Englishes such as ASEAN English
as a Lingua Franca (Kirkpatrick, 2011), and Englishes that are connected to
certain speech communities such as hip-hop English (Barrett, 2018).

GE is often used as an umbrella term, bringing together work from the
fields of World Englishes (WE), English as an International Language (EIL),
and English as a Lingua Franca (ELF). Nevertheless, WE, EIL, and ELF are not
interchangeable terms. WE research raises awareness of the existence and
legitimacy of different English varieties, drawing inspiration from Kachru’s
(1990) model that organizes English-speaking countries into three con-



Cargos 9

centric circles: The Inner, Outer, and Expanding circles. WE tends to focus
on English varieties that are constrained by geographic boundaries; see
Bruthiaux (2003) for a critique of this tendency. EIL research is interested
in the effects of the rapid spread of English around the globe (Sharifian,
2009) and tends to focus on the social and pedagogical implications of
the globalization of English (e.g., Matsuda & Duran, 2012). ELF research
is particularly concerned with how English is used as a common language
among speakers from different lingua-cultural backgrounds, often focusing
on linguistic pragmatics (e.g., Jenkins, 2002). Differences notwithstanding,
it is clear that all three fields are interested in the diversity of English use
and users around the world. An enhanced understanding of English(es) can
transpire from examining contributions from these fields, and one aim of GE
research is to integrate knowledge from these disciplines into one paradigm.

Yet GE is not merely a catch-all label for certain kinds of applied linguistics
research. Its principles can inform English teachers working in classrooms
in Japan and around the world. These principles are consolidated in a frame-
work known as Global Englishes Language Teaching (GELT).

What is Global Englishes Language Teaching?

Recognizing the need for an epistemic break away from Western-oriented,
native-speaker oriented practices in ELT (Kumaravadivelu, 2012), Galloway
(and later Rose) developed a framework to guide research and curriculum
innovation in a different direction. The Global Englishes Language Teach-
ing framework (Table 1) emerged from a study with Japanese university
learners (Galloway, 2011) and has been updated based on new ideas and
research (Rose & Galloway, 2019). The framework clarifies the ways that
traditional ELT and GELT diverge and offers suggestions on how to align
teaching practice with the GE paradigm.

Key differences between traditional ELT and GELT are shown in Table 1.
Noteworthy among them is the relative importance assigned to “the native
speaker,” who is the axis of traditional ELT. GELT challenges native speaker
norms and calls for a move away from positioning the native speaker as the
benchmark of success for all learners. In GELT, Standard English as pre-
scribed by native speakers is not the universal default. This does not mean
that Standard English has no value; GELT acknowledges that some learners
need to acquire a form of Standard English for their education, career, or
day-to-day life (Rose & Galloway, 2019). A needs analysis is critical to deter-
mine what kind of English should be taught in a specific classroom (Jenkins,
2012).
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Table 1
The GELT Framework (Rose & Galloway, 2019, p. 21)
Focus Traditional ELT GELT
Target Native English speakers  All English users
interlocutors
Ownership Inner Circle Global

Target culture

Static NE cultures

Fluid cultures

Norms Standard English Diverse, flexible, and
multiple forms
Teachers Non-NE-speaking Qualified, competent
teachers (same L1) and  teachers (same and
NE-speaking teachers different L1s)
Role model NE speakers Expert users
Source of NE and NE speakers Salient English-speaking
materials communities and
contexts
Other languages  Seen as a hinderance and Seen as a resource as

and cultures

source of interference

with other languages in
their linguistic repertoire

Needs Inner Circle defined Globally defined
Assessment Accuracy according to Communicative
criterion prescriptive standards competence

Goals of learning

Native-like proficiency

Multicompetent user

Ideology Underpinned by Underpinned by
an exclusive and an inclusive Global
ethnocentric view of Englishes perspective
English

Orientation Monolingual Multilingual /translingual

The GELT framework can serve as a guide for teachers who wish to change
their teaching practices to reflect GE principles. That said, the existence of
the framework by itself will not lead to change in TESOL. For widespread
change to occur, teachers should be willing and able to use the framework
for curriculum innovation.
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Implementing a GELT Framework

From ELT to GELT

Rose and Galloway offer six proposals for change in TESOL based on ideas
in Galloway (2011). They are reprinted below (Rose & Galloway, 2019, p. 16).

1. increase World Englishes and ELF exposure in TESOL curricula
emphasize respect for multilingualism in TESOL
raise awareness of Global Englishes in TESOL
raise awareness of ELF strategies in TESOL curricula
emphasize respect for diverse culture and identity in TESOL

change English language teacher hiring practices in the TESOL indus-
try

otk W

Many of these proposals could be achieved through top-down initiatives.
However, GELT curriculum innovation typically follows a bottom-up ap-
proach. Curricular innovation informed by an inclusive perspective should
not be “defined one-sidedly by experts from centers of scholarship and re-
search, divorced from pedagogical ground conditions, but must be decided
in negotiation with practitioner knowledge in actual settings” (Canagarajah,
2006, p. 27). Immanent innovation attuned to the local situation and based
on teacher recommendations is more likely to be successful and sustainable
because teachers have a sense of ownership and commitment to innovation
(Galloway & Numajiri, 2020; Rubdy, 2008; Watson Todd, 2006).

Given the central position of teachers in GELT curriculum innovation,
Rose and Galloway’s (2019) proposals are unlikely to succeed if teachers do
not perceive them to be feasible.

Barriers to GELT Innovation
Based on ideas in Galloway (2011), Rose and Galloway (2019, p. 180) sug-

gest six barriers to GELT innovation in TESOL, and they are reprinted below:
1. attachment to standards

lack of awareness of alternative ideas

assessment

parental attitudes

lack of materials

teacher training

The above barriers may affect teachers’ attitudes toward GELT, diminish-
ing perceived feasibility and preventing teachers from attempting change.

oA W
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Studies on Attitudes Toward GELT Innovation

In the literature on teacher attitudes toward GE, three studies directly
relate to curriculum innovation and feasibility. Suzuki (2011) explored how
diversity instruction affected the attitudes of three Japanese pre-service
student-teachers toward introducing various Englishes in their classes.
The student-teachers were taking a Japanese university course entitled
Multicultural Education, and they participated in one-on-one interviews at
the beginning, middle, and end of the course. According to them, English
teachers in Japan should raise awareness of diverse Englishes. However,
they balked at actually presenting different varieties during lessons, prefer-
ring to “refer to them in passing” or “quickly mention them in class” out of
a desire not to confuse students and to present a standard form of English
thatis “correct” and “easy to catch” (p. 150). Although caution must be taken
in generalizing a case study of three student-teachers to a larger population,
these findings support the notion that “attachment to standards” serves as a
strong barrier to GELT curriculum innovation.

Cameron and Galloway (2019) examined the attitudes of pre- and in-
service TESOL teachers, inquiring about what aspects of GELT could be
introduced into the classroom today and what barriers prevented teachers
from doing so. Participants were enrolled in an MSc TESOL program at a UK
university, and data came from a questionnaire (n = 66) and semi-structured
interviews with five participants taking Galloway’s Global Englishes for
Language Teaching course. All five interviewees declared their support for
GELT; however, they were not very optimistic about curricular innovation,
with one reporting that change may occur “in the very, very long run,” and
another admitting “I have no confidence of [change], actually” (p. 157).
Participants indicated that the three greatest barriers to change are testing,
textbooks, and lack of time for innovation. In an analogous study, Galloway
and Numajiri (2020) explored attitudes toward GELT curriculum innovation
held by pre- and in-service teachers who were enrolled in Galloway’s GELT
course at the same UK university. Participants completed a questionnaire
(n = 47) and interviews (n = 21). Findings were parallel to those of Cam-
eron and Galloway in that participants reported positive attitudes toward
GELT yet misgivings about feasibility, as evident in the following comment:
“There’s scope for these things to work, but it'll need to wait 30 or 40 years”
(p- 19). Like those of Cameron and Galloway, these findings may be biased
toward a GELT perspective because they are predicated on data that came
from participants who elected to take a GELT course. Nevertheless, the two
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studies point to the distinction between support and demand for change
toward GELT (Cameron & Galloway, 2019).

To summarize, the literature suggests that teachers may support GELT
innovation in theory. In practice, they seem to be more cautious, harboring
doubts about whether GELT is appropriate for their classrooms, and whether
it could become widespread in TESOL. Yet these findings need substantiat-
ing. As shown in Rose et al’s (2021) systematic review, relatively few studies
examine teacher attitudes toward GELT curriculum innovation. The present
study sought to address this gap by exploring attitudes toward curriculum
innovation and barriers to innovation held by in-service English teachers
from different contexts using a pre-test post-test intervention design. The
following two research questions were addressed:

RQ1. To what extent do the in-service teachers believe in the feasibility of
GELT-inspired curriculum innovation?

RQ2. According to the in-service teachers, what are barriers to implement-
ing GELT-inspired curriculum innovation?

Methodology

This study followed a mixed-methods design “collecting, analyzing, and
mixing both quantitative and qualitative data in a single study” (Cohen et al,,
2017, p. 32). Concurrent identical sampling was used to collect and analyze
quantitative and qualitative data at the same time from the same population
sample (Collins et al., 2006).

Participants

Participants were recruited from the in-service teachers enrolled in
the author’s master’s degree program in Applied Linguistics for Language
Teaching, a two-year, distance/online course offered by a UK university. The
course director is a GE scholar, and students were exposed to key GE con-
cepts and given opportunities to critically evaluate issues in GELT through-
out the course (primarily in the Sociolinguistics module).

Participants differed in terms of age, nationality, L1, L2, teaching experi-
ence, and teaching context. Although the majority would be classified as
so-called “native-speakers” from Inner Circle countries (i.e., the UK, the US,
and Canada), some would be categorized as “non-native speakers” coming
from different lingua-cultural backgrounds. Figure 1 shows the breakdown
of focus group participants in terms of age, L1, and teaching experience.
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Figure 1
Focus Group Demographics (n =16)

Age 505, 6%
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Data Collection Methods

The present study used two data collection methods: (a) a questionnaire
to measure attitudes toward GE and GELT; (b) focus groups in which similar
questions were discussed.

This paper reports on data gathered from the first and fourth sections
of a four-part questionnaire. The first section had 12 items on a 10-point
Likert scale that measured participants’ views on proposals for change
in ELT, followed by nine items on a 10-point Likert scale that gauged par-
ticipants’ views on barriers that prevent change. The fourth section of the
questionnaire posed a series of open-ended questions about the feasibility
or desirability of instigating change in TESOL or about barriers to change
(depending on the time condition). The questionnaire was implemented
online using the Qualtrics survey platform. All participants received the
same version with items presented in the same order. It was estimated to
take about 10 minutes to complete all four sections.
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Data was also collected through focus groups conducted online through
the Zoom application. Focus groups were chosen as a data collection
method because the GE paradigm is based on the notion that English use
and English pedagogy are socially constructed. It was determined that focus
groups would be a suitable way to examine how teachers’ attitudes are
co-constructed and even modified through interaction with other teachers
(Galloway, 2020). The decision to conduct online focus groups was made
because of restrictions on face-to-face interaction imposed under COVID-19.
When conducted synchronously on a video conferencing platform, online
focus groups have been found to approximate face-to-face focus groups in
terms of efficacy (Abrams & Gaiser, 2017). Therefore, the use of online focus
groups was not thought to compromise the quality of data collection. An
interview schedule was prepared in advance with six open-ended questions
“designed to spark discussion,” (Prior, 2018, p. 235). The author served as
the moderator for all focus groups so that participants would feel relaxed
talking with someone from the same in-group.

Procedure

The questionnaire was sent to all those enrolled in the program (N = 27)
at the beginning of Week 5 of the Sociolinguistics module (the module that
is most relevant to GE and GELT). Teachers were encouraged to complete
the questionnaire by the end of the week before engaging in the content of
the lesson. The return rate was 85% with 23 teachers responding. At Week
8 (the final week) of the module, the same questionnaire was sent again
to teachers. The return rate was 70% with 19 teachers responding. Finally,
approximately one month after the end of the module, teachers were asked
to fill out the questionnaire for a final time. The return rate was 63% with
17 responding. In this way, questionnaires were delivered following a pre-/
post-/delayed-post-test design.

At Week 7 (the second-to-last week) of the module, the 27 teachers in the
program were contacted by the author via email and invited to participate
in an online focus group taking place approximately one week after the end
of the module. 16 teachers agreed to participate. Three focus groups were
scheduled with 4 members in the first group and 6 members in the second
and third groups.

On their scheduled date and time, participants joined the author in a
Zoom meeting. The author acted as facilitator, and participants answered
questions that were prepared in the interview schedule. Each focus group
lasted approximately 90 minutes. With participants’ consent, audio and
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video of the meetings were recorded as mp4 files to the author’s computer
using Zoom'’s built-in local recording feature.

All focus groups were transcribed by the author with reference to the
rules outlined in Kuckartz (2014) and focus group transcription conven-
tions established in Galloway (2011). Transcripts and open-ended question-
naire responses were coded through Qualitative Content Analysis (Schreier,
2014), and analysis was carried out in NVivo 12. Questionnaire data were
analyzed using IBM SPSS Statistics 26.

Results

Results pertaining to each of the two research questions will be presented
in turn.

Feasibility
RQ1 asked, “To what extent do the in-service teachers believe in the feasi-
bility of GELT-inspired curriculum innovation?”

On the questionnaire, teachers ranked the feasibility of the following six
proposals for changed in TESOL:

Prop1: increasing World Englishes exposure

Prop2: emphasizing respect for multilingualism

Prop3: raising awareness of Global Englishes

Prop4: teaching ELF strategies

Prop5: emphasizing respect for diverse culture and identity
Prop6: changing English teacher hiring practices

A score of 1 is not feasible at all and 10 is totally feasible. Figure 2 sum-
marizes the mean scores by time condition.



Cargos 17

Figure 2
Mean Scores of Proposal Feasibility by Time Condition
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Mean feasibility scores for T1 represent teacher attitudes before they re-
ceived special training in GE and GELT and are reported in Table 2. T1 scores
are most representative of the attitudes held by the majority of teachers,
most of whom have not received a GE education.

Table 2
T1 Proposal Feasibility Scores (n = 23)

Statistic Propl Prop2 Prop3 Prop4 Prop5 Prop6
Mean 7.39 7.48 7.74 6.43 8.43 5.13
SD 1.90 2.39 1.98 2.37 1.67 391

Wilcoxon signed-rank tests were conducted to check for significant differ-
ences in feasibility scores assigned to a given proposal between T1-T2 and
T1-T3. No significant differences were found between T1-T2 or T1-T3 for
any of the six proposals.
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Least Feasible Proposal

Questionnaire results suggested that the in-service teachers viewed
Prop6, “Changing English teacher hiring practices” as the least feasible pro-
posal. At T1, the Prop6 mean was the lowest of all mean scores (5.13). As
the scores were not normally distributed, the Friedman test was conducted,
and significant differences were detected among T1 scores, x*(5) = 17.05, p
=.004. Post-hoc Wilcoxon signed-ranks tests with a Bonferroni adjustment
showed that feasibility scores for Prop6 were significantly lower than those
for Prop5 (p =.003).

Qualitative data reinforced the notion that teachers had doubts about
Prop6. Three teachers (P6 and two anonymous questionnaire respondents)
explicitly reported that Prop6 was the “least feasible” of the proposals, and
two argued that changing hiring practices would be “difficult.” Teachers gave
various reasons as to why Prop6 has low feasibility. Some pointed out that
schools are businesses that aim to serve their customers. P2 commented,
“If you don’t have students who want to sign up for someone who’s from
China speaking English, then you’re not going to have a business.” Many
schools fail to change hiring practices in deference to the law of supply and
demand (P6). Prop6 is also blocked by cultural values, as explained by one
anonymous teacher at T1:

Places that have a high demand for EFL teachers (e.g. Saudi
Arabia and China) also link the ownership of the language
to Inner-circle English speakers. In particular, these cultures
place value of what is viewed as “correct and proper” and as a
result hiring practices will not change.

Cultural values inform top-down policymaking. P12 pointed out that
national policies can be hostile to changes in English teacher hiring
practices, and in some countries, it is nearly impossible for a non-native-
English-speaking teacher (NNEST) to acquire a visa to teach English. At the
institutional level, “local NNESTs in public schools may be paid significantly
less than [native-English-speaking teachers]” (anonymous, T1). As hiring is
usually dependent on top-down decision making, it is not so easy to change
hiring from the bottom up. This sentiment is echoed by P4:

[ think, like the others, [proposals] one to five seem to be things
that you could do as an individual teacher in your own class-
room [...] whereas number six obviously is out of the hands of
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many- well, the majority of English language teachers, if you're
not in the position to hire people.

Because it is blocked from the top down and difficult to achieve from the
bottom up, teachers perceived the feasibility of changing hiring practices to
be low.

Interconnectedness

Overshadowing teachers’ perceptions of GELT feasibility was concern over
the high degree of interconnectedness within and between problems and
solutions related to curricular innovation. The qualitative data produced 15
references to interconnectedness. Teachers felt that the first five proposals
seemed “interlinked and equally important” (anonymous, T1), and barriers
“feed into each other” (P1), creating a “vicious cycle” (P7; P8) and a “chicken
and egg” dilemma (P5). Findings suggest that it is impossible to disentangle
the problems facing GELT and difficult to know where to start to instigate
change (P8). This can lead to inertia, as suggested by P1:

[...] the reason things stay the same is because no one knows
where to start. Right? It's like when you’ve got a really long To
Do list. Most people will procrastinate because, oh, there’s too
much to do. Whereas actually, the most sensible thing to do
would just be- nothing matters, just pick something.

These comments allude to the fact that a sense of interconnectedness,
coupled with the lack of a clear action roadmap, negatively affect teachers’
views on the feasibility of GELT innovation.

Most Feasible Proposal

Teachers ranked Prop5, “Emphasizing respect for diverse culture and
identity” highest in terms of feasibility. At T1, the Prop5 mean was the high-
est of all mean scores (8.43). A Friedman test and post-hoc Wilcoxon signed-
rank tests revealed that the Prop5 mean at T1 was significantly higher than
that of Prop4 (p =.012) and Prop6 (p =.003).

It is important to note that Prop5 and Prop2 were often conflated; P1,
P13, P14, and an anonymous questionnaire respondent referred to these
proposals in combination. Multiple comments during focus groups sug-
gested that these proposals would be achievable through teachers’ class-
room conduct. P9 argued that respect can be encouraged “verbally, just
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from my personality” However, some teachers questioned the relevance of
emphasizing respect in TESOL. Some had political objections, including P9
who remarked that while learning English, students “shouldn’t have to be
force-fed respect.” P14 gave a similar comment:

I think if we’re talking about emphasizing respect for multi-
lingualism, or people are talking about diverse culture and
identity, and it's the CURRENT stakeholders talking about that,
[ think it's very problematic because it should be- that should
be coming from the people who need multi- from multilingual
sources.

Teachers felt disinclined to support Prop2 and Prop5 if the result is token-
ism (P5) or the imposition of a set of values on learners without considera-
tion for their needs or agency in learning (P12).

Despite these concerns, teachers overall reported that promoting aware-
ness and respect for diversity in English is “critical” (anonymous, T1) and
achievable, something that any teacher can do with relative ease (P1). As
shown below in “Self-reported Change”, teachers even reported implement-
ing many of these proposals themselves, seemingly influenced by the Socio-
linguistics module.

Barriers

RQ2 asked, “According to the in-service teachers, what are barriers to
implementing GELT-inspired curriculum innovation?” On the questionnaire,
teachers indicated the relevance of nine barriers (Bar1-Bar9) as obstacles
to change.

Bar1: lack of globally oriented teaching materials

Bar2: language assessment focuses on Standard English

Bar3: my lack of knowledge of Global Englishes

Bar4: colleagues or manager’s lack of knowledge of Global Englishes

Bar5: attachment to Standard English by students

Bar6: attachment to Standard English by teachers

Bar7: attachment to Standard English by parents

Bar8: teacher recruitment practices desiring “native” teachers

Bar9: students’ demand for native speaker teachers

A score of 1 is not relevant at all and 10 is absolutely relevant. Figure 3
summarizes the mean relevance scores by time condition.
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Figure 3
Mean Scores of Barrier Relevance by Time Condition
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Mean relevance scores for T1 are reported in Table 3.

Table 3
T1 Barrier Relevance Scores

Statistic Barl Bar2 Bar3 Bar4 Bar5 Bar6 Bar7 Bar8 Bar9

n 22 22 21 22 22 22 19 21 21
Mean 695 795 443 655 741 7.00 6.58 586 6.05
SD 3.02 266 277 232 294 288 396 382 273

Wilcoxon signed-rank tests were conducted to check for significant dif-
ferences in relevance scores assigned to a given barrier between T1-T2 and
T1-T3. No statistically significant differences were found between T1-T2 or
T1-T3 for any of the nine barriers.

Lack of GE Knowledge

Relevance rankings indicate that Bar3 (“My lack of knowledge of Global
Englishes”) was perceived as the least relevant barrier. At T1, the Bar3 mean
was the lowest of all mean scores (4.43). A Friedman test found significant
differences among the T1 scores, x?(8) = 23.79, p = .002. Post-hoc Wilcoxon
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signed-ranks tests with a Bonferroni adjustment found that feasibility scores
for Bar3 were significantly lower than those for Barl (p = .004), Bar2 (p =
.001), Bar4 (p =.004), Bar5 (p =.006) and Bar6 (p = .006). These findings
suggest that the teachers did not perceive their own lack of understanding
as a barrier to GELT-inspired curriculum innovation. Indeed, this potential
barrier was not mentioned in any of the focus groups or open-ended ques-
tionnaire responses.

Yet, although teachers perceived Bar3 to be the least relevant barrier to
curriculum innovation, data suggest that some teachers were in fact con-
fused about certain aspects of GE. For example, P8 misunderstood GE as
merely pertaining to pronunciation without appreciating that GE also
accounts for flexibility in other areas such as grammar and vocabulary. A
number of teachers (e.g., P5, P15, anonymous at T3) incorrectly suggested
that ELF is a variety of English that can be spoken and taught. P1 seemed to
understand Global English as a variety unto itself.

In the end, Bar3 (lack of knowledge of GE) could be a barrier to GELT-
oriented curriculum innovation, all the more because teachers are not
cognizant of the barrier’s existence. If teachers disseminate incomplete or
incorrect information to their administrators, colleagues, or students, it
could result in widespread misunderstanding of GE and possibly lead to the
adoption of curricula that are misaligned with GELT principles.

Assessment

Teachers perceived assessment to be a highly relevant barrier to change.
Bar2 (“Language assessment focuses on Standard English”) had the high-
est overall mean score at T1 (7.95), although it must be noted that at both
T1 and T2, there were no significant differences between Bar2 scores and
scores for other barriers except Bar3 (see above).

In open-ended responses, three anonymous teachers implicated assess-
ment as the single greatest barrier to change. During the focus groups, as-
sessment was said to be “the thing that is holding this back the most” (P5)
and “the only real barrier [ have” (P7).

Teachers reported that standardized tests as barriers are deeply en-
trenched due to the fact that they are often “used for things other than
assessing language,” (P12). The TOEIC test and other English assessments
are used to rank employees and determine eligibility for pay raises and
promotions in nations like Japan and South Korea (P12; P15). Such tests are
also used to establish cutoffs for admission and graduation at universities
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worldwide (P13; P16). Because assessments based on Standard English are
vital to the academic and professional lives of many English learners, teach-
ers who wish to serve their students cannot easily switch away from them,
P3 argues:

So why are we throwing in all these other bells and whistles
that the teacher thinks are Global-English-based or culturally
enlightening? And the students are saying, “No, no, you're not
helping me pass X exam.” Because it’s standardized English.

This comment highlights the fact that without pressure from the bottom
up, top-down changes in assessment are unlikely. P15 concurs:

[...] if we get newer tests that [sic] it could actually be a way to
change to Global English more, but first before that we would
need the WANT for those exams. And that might not happen
until there’s more of a bigger societal shift in perspective. (em-
phasis in original)

As mentioned here by P15, teachers also viewed assessment as an avenue
for curriculum innovation. Washback from assessment could have a posi-
tive impact on the spread of GE. P16 contended that if individual teachers
changed classroom assessments to focus on communicability, it could enable
GELT-inspired curriculum innovation because teachers often create syllabi
working backwards from the endpoint of assessment.

However, teachers judged the feasibility of changing assessment, espe-
cially standardized assessment, to be low. P12 remarked, “That’s going to
lose alot of money for the testing companies. It's going to lose a lot of money
for the schools that teach to those tests.” To change the status quo could
jeopardize profits, so there is little incentive to change assessment from the
top down. With no push from the bottom up, change is unlikely to happen.
Thus, assessment remains a deep-rooted barrier to GELT-oriented change.

Lack of Teaching Materials

Barl (“Lack of globally oriented teaching materials”) was middling in
terms of perceived relevance as a barrier to change. At T1, it was ranked
fourth most relevant (M = 6.95). Qualitative data suggest that technology
partially accounts for this lower ranking. The internet provides teachers
with access to “a plethora of material” that is GELT-aligned (P3). A number
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of teachers mentioned using online articles and audio/video clips to supple-
ment required coursebooks. P9 argued:

Even when we have courses that are pre-canned courses or the
teacher CAN'T change anything, they always bring value added,
which means they can add a different reading, they can add a
different YouTube, they can add a different mp3, whatever it is.
(emphasis in original)

Moreover, teachers expressed recognition of their own agency in the crea-
tion of materials. P1, who used to work at an academic publishing house,
emphasized that teachers are able to impact the creation of textbooks
through voicing their opinions, as “publishers look more to social media
than you would think in terms of what is wanted out there.” Some teach-
ers acknowledged that they do not have to wait to start publishing GELT-
oriented materials online. P5 argued that “there are ways for us to act now
without waiting for some publishing contract from a company,” suggesting a
blog or Twitter as platforms for sharing resources.

In summary, teachers reported that the internet allows for greater flexibil-
ity in choosing classroom materials and increases the potential for sharing
GELT-oriented materials among teachers. Possibly for these reasons Barl
was perceived as less of a relevant barrier to change.

English as a Commodity

Qualitative data illuminated additional barriers that were not addressed
in the quantitative data. One such barrier was “English as a commodity”
which was referred to 14 times in the data. As discussed in “Assessment”,
teachers felt that the desire to make money or the fear of losing money
props up the status quo in TESOL and eliminates the impetus for top-down
change. P16 remarked:

Money plays a role, or you can say like, neo-liberal, global capi-
talism plays a role, or whatever. [...] It's really hard to make a
change because a lot of us work for an institution that profits
off the traditional ELT model, and one of the- like, the way of
making money is completely based around that model.

To protect their profits, institutions resist changes in hiring (5 references),
in materials (2 references), and in assessment (5 references). Moreover,
because the messages sent by these institutions are supportive of Standard
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English and native speaker norms, the average English learner must accept
them to succeed, “buying into it to secure their future,” (P11). Due to the
commodification of English, buyers and sellers have become loyal to tradi-
tional ELT norms, which precludes GELT-inspired innovation.

Intolerance

In the qualitative data, teachers made 10 references to intolerance as a
barrier to change. Here, “intolerance” and “discrimination in hiring” are dif-
ferentiated (although intolerance certainly leads to hiring discrimination).
Intolerance manifests as ingrained biases and prejudices (see P3), prefer-
ences toward homogeneity (see anonymous at T1), and racism (see P10).
Intolerance and attachment to Standard English are typically intertwined,
as evident in this comment by one teacher at T1: “The largest barriers are
student attitudes, including outright racism and suspicious [sic] of non-
native models of speech.” P5 echoes this comment when discussing learner
reactions to examples of non-standard English:

[ just saw an app store review of our app with someone com-
plaining about the Indian accents in our course saying, “This is
how we’re meant to learn English? From INDIANS?” giving us
a one-star review. (emphasis in original)

When stakeholders including learners, teachers, parents, and school ad-
ministrators lack tolerance for diversity, GE and GELT have little chance of
being accepted.

Self-reported Change

It is worth noting that after taking the Sociolinguistics module, some
teachers reported having made changes in their classroom conduct. Many
said that they had started talking with their students about GE, specifically
about different varieties of English (P4), issues of language ownership (P13),
and native speaker norms (P15). P8 reported that she now takes more care
in her word choice, recounting that she used to ask students, “Would you
like to try a class with a native speaker?” Now she asks, “Would you like
to try to talk to someone who doesn’t speak your first language?” She was
inspired to change her wording to “send a message about what I personally
believe about native speakers and the importance of talking to them.” P7
mentioned feeling more comfortable now using students’ L1 during class.
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According to teachers, they had considered such ideas before, but now they
feel empowered to translate their ideas into actions.

Moreover, a number of teachers spoke about plans to create new courses
or new modules that explicitly address or incorporate aspects of GE and
GELT (e.g., P2; P7; P11). Some teachers reported that they had already imple-
mented GE-inspired activities in their classrooms, for example, listening to
non-native speakers and discussing perceptions of pronunciation (P12) or
researching different English varieties within the UK and around the world
(anonymous, T2). Others reported modifying teaching materials, incorpo-
rating more audio samples of various Englishes (P5; P10). A few teachers
specifically made reference to Galloway and Rose’s 2018 study (introduced
in the module) in which students gave presentations on a chosen variety
of English. They stated that they either wanted to replicate or already had
replicated this activity in their own contexts (P2; P11; P16). Coincidentally,
these self-reported curricular innovations align with Prop1, Prop2, Prop3,
and Prop5, which were rated as highly feasible on the questionnaire. These
findings will be given more consideration in the Discussion section.

Discussion

In-service teachers had mixed views on the feasibility of GELT innovation.
They judged proposals for change to be moderately feasible, with mean
scores generally ranging from 6 to 8 out of 10. Some even reported attempt-
ing curricular innovation themselves, and their innovations corresponded
with the proposals that they rated most highly.

At the same time, teachers expressed pessimism about the prospects of
GELT going mainstream. Like in Cameron and Galloway (2019) and Gal-
loway and Numajiri (2020), teachers in the present study had difficulty
imagining that GELT could become the standard for ELT in the near future.
This pessimism may stem from a sense of powerlessness in the face of an
“overly complex” problem (see Brown, 1993) impeded by tightly intercon-
nected barriers.

Teachers generally confirmed the barriers to innovation that had been
previously established. They also noted three additional ones. As these
three barriers have yet to appear in the literature on GELT, they merit fur-
ther discussion.

Political objections seem to be one reason why people do not adopt GELT
ideas. If the spread of GE and GELT is viewed as an ideological crusade or
an outgrowth of linguistic imperialism, then people will resist. Although re-
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searchers believe GE to be an inclusive paradigm that prioritizes the needs of
learners and stakeholders (Rose & Galloway, 2019), advocates transmitting
information about GE from the top down risk being perceived as dogmatic,
forcing a respectful and inclusive paradigm upon others. Overzealous GE
education could repel supporters and create a schism between the goals of
GE and the image of GE as perceived by those outside the GE research field.

Intolerance also prevents people from adopting GELT. As a field, TESOL is
by no means impervious to racism (Gerald, 2020). People actively discrimi-
nate against those who speak non-standard forms of English (Orelus, 2020),
and linguistic prejudice is often tangled with racial and cultural prejudice
(De Costa, 2020). To decrease intolerance in TESOL, it is important to pro-
mote GE ideas; however, GE ideas are rejected due to intolerant attitudes.
The question is: How to break the cycle? In all likelihood, the intolerance
barrier will never truly disappear. Intolerance is bigger than TESOL. It re-
inforces other barriers and is reinforced in turn. The best way to weaken
intolerance may be to dismantle other barriers first and begin to introduce
GE from the ground up. Yet as discussed earlier, it is difficult to know where
to start.

The commodification of English also acts as a barrier to GELT innovation.
Commercially, there is no denying that the native speaker is a selling point
for English educational businesses (Seargeant, 2009), and industry players
have a vested interest in traditional ELT which supports this business model.
GELT endangers the hegemony of the native speaker, which threatens com-
panies, publishing houses, schools, and institutions that maintain profitabil-
ity by representing and selling the native-speaker standard. Overcoming a
barrier rooted in capitalism and neo-liberalism will be extremely difficult
because these systems are bigger than TESOL and are taken for granted (see
Holborow, 2012). One thing is clear: The solution is not the commodification
of GELT, as GELT is not a teaching method, it is not one-size-fits-all, and it
cannot be prescribed and sold to teachers en masse. Yet one can imagine
GELT being co-opted and used to serve the interests of the current establish-
ment, who, in a bid to protect the status quo, repackage and sell a slightly
modified version of traditional ELT under the GELT brand.

The aforementioned barriers come from the top down, and their existence
may all but eliminate the possibility of top-down innovation. However, teach-
ers felt that there is still hope for bottom-up change. They indicated their
personal support of GELT and the desire to innovate their own practices,
demonstrating that they believe in the feasibility of action on an individual
basis. They also suggested that bottom-up change is made possible through
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technology. Specifically, they cited how the “lack of materials” barrier can be
overcome by using GE-oriented resources and materials from the web, and
how it is possible to demand change in TESOL through social media.

In fact, other studies support technology as a way to drive GELT innova-
tion in the classroom. For example, Kohn (2018) advocates for the use of
intercultural telecollaboration to help learners develop ELF competence. Ke
and Cahyani (2014) report on the effectiveness of email, instant messaging,
and online forums at fostering ELF interactions and introducing an ELF per-
spective to learners. As these studies and additional studies highlighted in
Rose etal. (2021) suggest, technology has pedagogical potential for teachers
who wish to incorporate GELT into their practice. Because internet-based
tools can be adopted with relative ease in classrooms around the world,
and because the internet enables quick and easy sharing of resources and
know-how, it is conceivable that technology-based classroom innovations
can spread on a grassroots level to spark change on a grander scale.

Another way to drive GELT innovation may be through teacher training.
Cameron and Galloway (2019) suggested that teacher training could be one
way to convert support for GELT into demand for GELT. It appears that after
taking the Sociolinguistics module, teachers were galvanized to change their
behavior and their curricula. However, further research is necessary to in-
vestigate the effects of GE teacher training on teacher attitudes and behavior.

Calls for Future Research

Future studies should explore the relationship between GE teacher train-
ing and perceived feasibility of GELT innovation as well as the relationship
between GE teacher training and teachers’ decisions to adopt (or not adopt)
GELT in their classrooms. Ideally, such research would follow a more longi-
tudinal design with multiple delayed post-tests conducted after the course,
including those taken after an interval of more than a few months, to estab-
lish long-term effects (Rose et al., 2021). If focus groups are used, then more
than three groups may be necessary to ensure data saturation (Galloway,
2020). Furthermore, to determine whether teacher training can lead to ef-
fective GELT innovation, researchers must not simply rely on self-reported
data. It is necessary to observe teachers in the classroom after they have
completed training to see whether they actually made pedagogical changes
or curricular innovations in line with GELT. If future studies triangulate
results using questionnaires, interviews or focus groups, and classroom
observations, then robust findings can be reported with significant practical
implications.



Cargos 29

Conclusion

TESOL professionals in Japan and across Asia stand to benefit from adopt-
ing a GELT perspective. Particularly in these contexts, most English learners
will not go on to use English exclusively with so-called “native speakers”.
Many of them will use English as a common language alongside individuals
from different Asian nations, with fellow speakers of the same L1, and/or
with others who learned English later in life. Traditional ELT fails to serve
learners by not preparing them for such real-world English interactions;
GELT is better positioned to serve diverse learners with different needs. Yet
whether teachers are willing and able to adopt GELT ideas remains uncer-
tain. The present study sought to assess the practicality of GELT curriculum
innovation by investigating in-service teacher perceptions of GELT proposal
feasibility and their perceptions regarding barriers to change.

Findings suggested that teachers found GELT curriculum innovation to
be somewhat feasible. Though it seems unlikely that innovation would be
implemented from the top down, individual teachers are capable of making
changes in their own classrooms. Teacher training may be able to encourage
individuals to adopt new ideas; however, more research must be conducted
to test this idea.

Despite the barriers and norms that would oppose GELT, this study sug-
gests that innovation at the micro level (in classrooms) and at the macro
level (across TESOL) is not impossible from the bottom up.

Kelly Cargos is a Special Lecturer in the Global Education Center at Tokyo
Kasei University. She received her MSc in Applied Linguistics for Language
Teaching at the University of Oxford. Her research interests are in Global
Englishes, teacher training, and English user identities.

References

Abrams, K. M., & Gaiser, T. ]. (2017). Online focus groups. In N. G. Fielding, R. M. Lee,
& G. Blank (Eds.), The SAGE handbook of online research methods (2nd ed., pp.
435-449). SAGE Publications.

Barrett, C. (2018). Global hip-hop and the role of English. The TESOL Encyclopedia
of English Language Teaching, 1-6. https://doi.org/10.1002/9781118784235.
eelt0311

Brown, K. (1993). World Englishes in TESOL programs: An infusion model of
curricular innovation. World Englishes, 12(1), 59-73. https://doi.org/10.1111/
j.1467-971X.1993.th00007.x



30 JALT Journal, 44.1 « May 2022

Bruthiaux, P. (2003). Squaring the circles: Issues in modeling English worldwide.
International Journal of Applied Linguistics, 13(2), 159-178. https://doi.
org/10.1111/1473-4192.00042

Cameron, A., & Galloway, N. (2019). Local thoughts on global ideas: Pre- and
in-service TESOL practitioners’ attitudes to the pedagogical implications
of the globalization of English. RELC Journal, 50(1), 149-163. https://doi.
org/10.1177/0033688218822853

Canagarajah, A. S. (2006). TESOL at forty: What are the issues? TESOL Quarterly,
40(1), 9-34. https://doi.org/10.2307 /40264509

Cohen, L., Manion, L., & Morrison, K. (2017). Mixed methods research. In L. Cohen,
L. Manion, & K. Morrison (Eds.), Research methods in education (8th ed., pp.
31-50). Routledge.

Collins, K. M. T,, Onwuegbuzie, A. ]., & Jiao, Q. G. (2006). Prevalence of mixed-
methods sampling designs in social science research. Evaluation and Research in
Education, 19(2), 83-101. https://doi.org/10.2167 /eri421.0

De Costa, P. I. (2020). Linguistic racism: Its negative effects and why we need to
contest it. International Journal of Bilingual Education and Bilingualism, 23(7),
833-837. https://doi.org/10.1080/13670050.2020.1783638

Galloway, N. (2011). An investigation of Japanese university students’ attitudes
towards English [Doctoral dissertation, University of Southampton]. https://
eprints.soton.ac.uk/345128/1/Final_copy_of PHD.pdf

Galloway, N. (2020). Focus groups: Capturing the dynamics of group interaction.
In J. McKinley & H. Rose (Eds.), The Routledge handbook of research methods in
applied linguistics (pp. 290-301). Routledge.

Galloway, N., & Numajiri, T. (2020). Global Englishes language teaching: Bottom-
up curriculum implementation. TESOL Quarterly, 54(1), 1-28. https://doi.
org/10.1002 /tesq.547

Galloway, N., & Rose, H. (2018). Incorporating Global Englishes into the ELT
classroom. ELT Journal, 72(1), 3-14. https://doi.org/10.1093/elt/ccx010

Gerald, J. P. B. (2020). Worth the risk: Towards decentring whiteness in English
language teaching. BC Teal Journal, 5(1), 44-54. https://doi.org/10.1017/
CB09781107415324.004

Holborow, M. (2012). What is neoliberalism? Discourse, ideology, and the real
world. In D. Block, |. Gray, & M. Holborow (Eds.), Neoliberalism and applied
linguistics (pp. 14-32). Routledge.



Cargos 31

Jenkins, ]. (2002). A sociolinguistically based, empirically researched pronunciation
syllabus for English as an international language. Applied Linguistics, 23(1),
83-103. https://doi.org/10.1093 /applin/23.1.83

Jenkins, J. (2012). English as a lingua franca from the classroom to the classroom.
ELT Journal, 66(4), 486-494. https://doi.org/10.1093/elt/ccs040

Kachru, B. B. (1990). World Englishes and applied linguistics. World Englishes, 9(1),
3-20. https://doi.org/10.1111/j.1467-971X.1990.tb00683.x

Ke, I. C,, & Cahyani, H. (2014). Learning to become users of English as a lingua
franca (ELF): How ELF online communication affects Taiwanese learn-
ers’ beliefs of English. System, 46(1), 28-38. https://doi.org/10.1016/j.
system.2014.07.008

Kirkpatrick, A. (2011). English as an Asian lingua franca and the multilingual
model of ELT. Language Teaching, 44(2), 212-224. https://doi.org/10.1017/
S0261444810000145

Kohn, K. (2018). MY English: A social constructivist perspective on ELF. Journal of
English as a Lingua Franca, 7(1), 1-24. https://doi.org/10.1515/jelf-2018-0001

Kuckartz, U. (2014). Qualitative text analysis using computer assistance. In Qualita-
tive text analysis: A guide to methods, practice & using software (pp. 121-150).
SAGE Publications.

Kumaravadivelu, B. (2012). Individual identity, cultural globalization, and teaching
English as an international language. In L. Alsagoff, S. L. McKay, G. Hu, & W. A.
Renandya (Eds.), Principles and practices of teaching English as an international
language (pp- 9-27). Routledge.

Matsuda, A., & Duran, C. S. (2012). EIL activities and tasks for traditional English
classrooms. In A. Matsuda (Ed.), Principles and practices of teaching English as
an international language (pp. 201-238). Multilingual Matters.

Orelus, P. W. (2020). Other people’s English accents matter: Challenging standard
English accent hegemony. Excellence in Education Journal, 9(1), 120-148.

Paikeday, T. M. (1985). The native speaker is dead! An informal discussion of a
linguistic myth with Noam Chomsky and other linguists, philosophers, psycholo-
gists, and lexicographers. Paikeday Publishing.

Prior, M. T. (2018). Interviews and focus groups. In A. Phakiti, P. De Costa, L. Plon-
sky, & S. Starfield (Eds.), The Palgrave handbook of applied linguistics research
methodology (pp. 225-248). Palgrave Macmillan.

Rose, H., & Galloway, N. (2019). Global Englishes for language teaching. Cambridge
University Press.



32 JALT Journal, 44.1 « May 2022

Rose, H., McKinley, ], & Galloway, N. (2021). Global Englishes and language teach-
ing: A review of pedagogical research. Language Teaching, 54(2), 157-189.
https://doi.org/10.1017/S0261444820000518

Rubdy, R. (2008). Diffusion of innovation: A plea for indigenous models. TESL-E],
12(3), 1-34.

Schreier, M. (2014). Qualitative content analysis. In U. Flick (Ed.), The SAGE
handbook of qualitative data analysis (pp. 170-183). SAGE Publications.

Seargeant, P. (2009). The idea of English in Japan: Ideology and the evolution of a
global language. Multilingual Matters.

Sharifian, E. (2009). English as an international language: An overview. In F.
Sharifian (Ed.), English as an international language: Perspectives and pedagogi-
cal issues (pp. 1-18). Multilingual Matters.

Suzuki, A. (2011). Introducing diversity of English into ELT: Student teachers’
responses. ELT Journal, 65(2), 145-153. https://doi.org/10.1093/elt/ccq024

Watson Todd, R. (2006). Continuing change after the innovation. System, 34(1),
1-14. https://doi.org/10.1016/j.system.2005.09.002



Preparing Pre-Service Teachers for
Teaching English to Elementary School
Students through Team Teaching

Tomohisa Machida
Akita International University

This study explores the impact of an enhanced pre-service training course on student
teachers’ preparation for teaching English to elementary school students focusing
on instructional strategies through team teaching. In 2020, the Japanese Ministry of
Education, Culture, Sports, Science, and Technology (MEXT) officially implemented
compulsory English language education at elementary schools. Although in-service
teachers are often required to work in a team-teaching environment with English-
speaking assistant language teachers (ALTs), opportunities to experience team
teaching have been limited in pre-service training at college. For the purposes of this
study, and in collaboration with a local board of education, student teachers were
provided opportunities to teach children English in a five-week intensive program.
Participants of this study include six first-year students at a public university in
Japan. The results indicate that the participants developed their teaching strategies
to teach young learners and improved team-teaching awareness. Experiences of
actual class instruction and reflection for solving problems of each lesson stimulated
pre-service teachers to prepare for teaching young learners through team teaching.
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steadily changing ever since the publication of the 2008 Course of

Study by the Japanese Ministry of Education, Culture, Sports, Science,
and Technology (MEXT). Japan has also shifted to early English instruction
in compulsory education along with the worldwide trend of an earlier and
younger start to English education (Nikolov, 2016; Pinter, 2017; Shin & Cran-
dall, 2014). In 2011, MEXT mandated foreign language (English) activities
in elementary schools in the fifth and sixth grades for 45 minutes a week.
The focus was to be on oral communication. Furthermore, MEXT (2014),
releasing a reform plan, aimed to implement English language education as
an official subject at elementary schools by focusing on four skills (listening,
speaking, reading, and writing). Then, MEXT (2017) announced that English
lessons for fifth and sixth graders would double by publishing the 2017
Course of Study, in addition to beginning English lessons in the third grade,
starting in 2020.

E nglish language education in Japanese elementary schools has been

Table 1
Japanese Elementary School English Language Education Policy Timeline

Year Events
2008 MEXT’s publication of 2008 Course of Study.

2011 Implementation of Foreign Language Activities in 5% and 6%
grades

2014 MEXT'’s release of English education reform plan
2017 MEXT’s publication of 2017 Course of Study

2020 Implementation of English language education in the 5* and 6%
grades and Foreign Language Activities in the 3" and 4" grades

To teach English, MEXT (2008, 2009) strongly recommended that el-
ementary school teachers model active communication to students when
team teaching with native English-speaking assistant language teachers
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(ALTs) in English. Following that guideline, elementary school teachers
have increased lessons with ALTs. Recently, the team-teaching ratio reached
77.7% (MEXT, 2020), and more communicative tasks are expected through
effective collaboration. Thus, both pre-and in-service teacher training needs
to include team-teaching practice to help teachers prepare for actual class-
room team-taught lessons.

Challenges of Team Teaching among Japanese Elementary School
Teachers

Since compulsory English began only recently in Japanese elementary
schools, some in-service teachers felt uneasy about teaching the subject
(Gaynor, 2014; Glasgow et al,, 2020). Also, MEXT’s team-teaching recom-
mendation created challenges for classroom teachers because most had
learned English by focusing on grammar and vocabulary (Machida & Walsh,
2015) and had difficulty shifting to communication. In contrast, Japanese
secondary-school English teachers, who have been familiar with team
teaching, have relatively higher English proficiency to satisfy one of the fol-
lowing MEXT’s requirements: scoring more than 80 points on the TOEFL
iBT, earning an equivalent score on the TOEIC, or passing Grade Pre-1 of the
EIKEN (MEXT, 2014). Unlike these specialized English teachers, only 1.3%
of elementary school teachers fulfilled this MEXT English proficiency re-
quirement (MEXT, 2020). Without sufficient English proficiency, elementary
school teachers have to collaborate with ALTs to teach English.

These policy changes enacted between 2008 and 2020 have required
that both pre-service and in-service elementary school teachers acquire ap-
propriate attitudes, skills, knowledge, and awareness toward active English
communication to prepare themselves to thoroughly teach English. Pre-
service teacher education at the university level has faced one particular
challenge: incorporating English-related courses in its teacher certification
program (MEXT, 2019). Pre-service elementary school teachers have to take
both a foreign language teaching methodology course and a foreign language
proficiency course as prerequisites for a teaching certificate. The methodol-
ogy course includes a teaching practicum, which covers the topic of team
teaching with an ALT. Researchers (e.g., Bailey et al, 2001; Brown & Lee,
2015; Dormer, 2012; Shin & Crandall, 2014; Short et al., 2018) advocated
the effectiveness of team teaching between teachers. However, few studies
have investigated pre-service teacher training based on team teaching in the
Japanese elementary school context. More empirical research is needed to
understand the effect of team teaching integration.
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The Purpose of This Study

The purpose of this study is to examine how an enhanced team-teaching
course at the early stage of pre-service training influenced prospective
elementary school teachers’ preparation for teaching English in Japan.
Morton et al. (1997) stated that primary-level teachers had to meet “multi-
role demands” (p. 81) to teach young learners. Japanese elementary school
teachers were expected to develop multiple skills such as English-teaching
strategies, nurturing skills, and team-teaching skills for effective English
instruction. Whether or not prospective teachers acquired these skills and
strategies through the pre-service training course was also explored in this
study.

The remainder of this paper is structured as follows. First, a review of
the literature on pre-service training and team teaching in Japan is exam-
ined. Then, a detailed description of how student teachers conducted their
team-teaching lessons is provided. Finally, analysis of these findings leads
to a discussion on the significance of student teachers’ collaboration in the
program. This paper concludes with practical implications to prepare pro-
spective teachers for teaching young learners in pre-service training.

Literature Review
Pre-service English Teacher Training in Japan

As MEXT’s English policy shifted to communication-focused education,
teachers needed to develop their instruction skills. Otherwise, as Murray
and Christison (2011) warned, “in the absence of other information, teach-
ers teach how they were taught” (p. 162). Especially for teaching young
learners, Shin and Crandall (2014) and Pinter (2017) argued that teachers
should adjust their English to their students’ level to keep students focused
on lessons. The prospective teachers also need to improve their “teacher
talk” (Pinter, p. 54) to help students understand what they say in class.
However, in the current pre-service training system, prospective teachers do
not have sufficient teaching experience to develop their teaching skills from
the beginning of their training. Although the teaching practicum has been
widely used to train novice pre-service teachers in Japan, it has typically
only been offered to third- and fourth-year students in college (Moriwaki et
al,, 2013). As a result, first- and second-year students were not usually able
to teach students as a part of their teacher training experience. Nezu et al.
(2006) argued that pre-service teachers should have practice teaching expe-
rience early in their training. For pre-service teachers to increase teaching
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experience, teaching practices should be grounded in the curriculum from
their early training.

During the practicum, which usually lasts for three weeks at pre-service
teachers’ alma maters, pre-service teachers typically receive little support
from onsite supervisors due to the supervisors’ otherwise heavy workload
(Asaoka, 2003) and/or their limited ability in this regard (lida, 2004). The
current diversification of students’ needs and complicated school envi-
ronments cause even experienced teachers to struggle with their lessons
(Shimizu & Furuya, 2008). Structured practical training and supervision are
needed to help pre-service teachers gradually learn the required teaching
skills before progressing to the in-service stage.

In their recent study, Matsumiya and Morita (2016) found that second-
year students college in a college elementary teacher training program
developed their confidence for working with ALTs by integrating an Ameri-
can exchange student acting as an ALT into their pre-service training. Thus,
there is evidence that more practical training can help student teachers be
ready to work in a classroom for elementary school students.

Team Teaching

Team teaching has been one of the leading teaching formats for English
lessons in Japanese schools (e.g., Aline & Hosoda, 2006; Butler, 2005; MEXT,
2020; Walter & Sponseller, 2020). The Japanese government launched the
JET Programme (The Japan Exchange and Teaching Programme) in 1987
and has hired thousands of English-speaking assistant language teachers
(ALTs) to team-teach with Japanese teachers of English (JTEs) in junior and
senior high schools since then (Butler, 2005). The program sought to devel-
op English communication skills among students by bringing authenticity
and English communication into the classroom. Although team teaching has
been advocated as “the most dynamic and effectual approach” (Honigsfeld
& Dove, 2012, p. xxii) at varieties of schools in many countries, researchers
(e.g., Hougham etal,, 2017; Tajino & Tajino, 2000) reported some unsuccess-
ful cases in Japanese schools.

Despite the expectation toward efficient collaboration between ]JTEs
and ALTs, there has been, in many cases, a lack of mutual understanding
between the teachers. Tajino and Tajino (2000) argued that misconceptions
about each teacher’s role made the team teaching difficult in a class. For
example, Japanese teachers were disappointed by the ALTs’ lack of readiness
as language teachers, and ALTs complained about being treated as a “human
tape recorder” (p. 5). Mahoney (2004) conducted a large-scale study and
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described the discrepancy of perceptions about teaching roles between
ALTs and JTEs. Also, Butler (2005) and Tsuido et al. (2012) mentioned that
a lack of understanding about mutual school and interpersonal cultures
led to miscommunication between the teachers. Johannes (2012) argued
that even high school English teachers with high English proficiency had
difficulty making team teaching effective without enough experience.

In more recent studies in elementary-school contexts, Kano et al. (2016)
found that the language barrier caused the major problem between teachers
for effective collaboration. Some classroom teachers did not speak English
or communicate with ALTs to discuss lesson ideas at school. However, as
Butler (2005) pointed out, the JET Programme required applicants to hold
a Bachelor’s degree in any field as minimum eligibility for application to
the candidates. Braine (2010) estimated that approximately only 10% of
the ALTs had teaching certificates of any kind. The JET Programme (2021)
recently added more specific desired credentials for ALT candidates, such
as “Have language teaching experience or qualifications.” However, they are
still only optional considerations, not application requirements. In addi-
tion, 66% of ALTs received just less than seven-day training before teach-
ing (Kano & 0Ozeki, 2018). Thus, even some university students in teacher
training programs viewed ALTs as “not professionals” and “ordinary people”
(Hougham et al,, 2017, p. 138).

On the other hand, many researchers (e.g., Amaki, 2008; Hougham
et al,, 2017; Muller, 2015; Ohtani, 2010; Walter & Sponseller, 2020) have
also pointed out that the low English proficiency level of JTEs, especially
elementary school teachers, caused inefficient team teaching. Since the 2008
Course of Study publication, classroom teachers have been mainly in charge
of teaching English in elementary schools. However, most teachers did not
receive training to teach English (Tsuido et al,, 2012). As a result, some
elementary JTEs thought of English lessons as “an unnecessary burden”
(Gaynor, 2014, p. 75). Furthermore, many elementary school teachers ex-
perienced language anxiety (Machida, 2016; Shiobara & Sakui, 2019) and
lacked confidence in speaking English (Fennelly & Luxton, 2011; Machida &
Walsh, 2015), leading to communication breakdowns with ALTs.

Besides, recently other issues have arisen. Aoki (2014) and Hashimoto
(2013) reported cases of irregular ALTs’ teaching roles due to ALTs being
dispatched to many different schools on a regular basis. Against MEXT’s
(2009) regulation for team teaching, some ALTs were guided to teach alone
in accordance with their dispatch company rules. In addition to ALTSs, local
Japanese people who have high English proficiency may join lessons as as-
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sistant teachers these days. As a result, team teaching became “quite com-
plex in practice” (Shiobara & Sakui, 2019, p. 113). Furthermore, researchers
(e.g., Kano & Ozeki, 2018; Walter & Sponseller, 2020) pointed out a lack of
meeting opportunities to plan and review lessons between JTEs and ALTs
because of their busyness. Shiobara and Sakui (2019) stated, “the ALTs are
often not based in one school and the Japanese teachers are extremely busy”
(p- 110). Therefore, Hougham et al. (2017) argued that it would be practical
for ALTs to teach English on their own in a classroom. In fact, 34% of ALTs
usually conducted solo teaching in elementary schools (Kano et al., 2016).

However, team teaching can be advantageous for both students and teach-
ers (e.g., Brown & Lee, 2015; Honigsfeld & Dove, 2010; Shin et. al.,, 2021).
Also, teachers can model their working collaboratively for students to
learn “21st-century skills” (Battelle for Kids, 2019). Kano and Ozeki (2018)
argued that team teaching between JTEs and ALTs is “the most familiar and
important cross-cultural communication role model” (p. 126). Therefore,
both groups of teachers need to make efforts for successful collaboration.

Similar struggles between local teachers and ALTs have also been identi-
fied in other EFL contexts (e.g., Luo, 2006). Wang (2012), conducting a team-
teaching study in Taiwan, found “an urgent need” (p. 1) for team-teaching
experience for pre-service teachers in order to understand the benefits of
a particular teaching format. He stated, “Engaging NESTs [native English-
speaking teachers] and NNESTs [nonnative English-speaking teachers] in
collaborative teaching at the pre-service level may yield improved results
when these teachers eventually take part in team teaching at the in-service
level” (p. 36). According to Wang, this collaborative teaching should occur
early in pre-service training in order to help pre-service teachers prepare
themselves for effective collaboration with ALTs when they begin their
teaching career at school.

Methodology

Participants

Six first-year students (five women and one man) at a public university in
Japan participated in this study. This pre-service training course was offered
as an introduction to teacher training at the liberal arts college, where all
classes were taught in English, and six students registered for this intensive
course. All the students agreed and voluntarily participated in this study.
Three of them were English-dominant students, and the other three were
Japanese-dominant students. Takashi, the lone male, and Naomi and Emi
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were returnees from the United States; their lengths of stay in the United
States ranged from 9 to 15 years. They could listen to and speak Japanese
comfortably buthad limited Japanese reading and writing proficiency. Satoko
also lived in the United States for three years, from grades four to six. She
was more comfortable using Japanese than English. The other two females,
Mako and Keiko, received their formal education solely in Japan; however,
they were intermediate English learners who scored 500 or more on the
TOEFL ITP. All the names are pseudonyms. These students were interested
in teaching young learners. Some of them had already begun to take other
teacher certification courses at the university. The student teachers in this
training course were paired up into three teams. Each team had an English-
dominant student and a Japanese-dominant student (see Table 2). They
simulated team teaching. The pre-service teachers kept working with the
same pair for their demonstration lessons in class.

Table 2
Team Teaching Pairs
Team  English-dominant Japanese-dominant Lesson Topic
student student
1 Emi Satoko Treasure Hunt
2 Takashi Mako Sports
3 Naomi Keiko Valentine’s Day

Pre-Service Training Course

This course was provided at a public university in Japan as a five-week
intensive pre-service elementary school English teacher training program.
It was one of the university’s eight courses conducted in collaboration with
local communities—in this case, a local board of education. The class met
for three hours on Mondays, Wednesdays, and Fridays in the winter term. It
had a total of 45 credit hours of class time. Two instructors (a visiting Ameri-
can professor and the author) collaboratively taught the course. They gave
lectures based on the strengths of their respective educational specialties.
The instructors also applied a team-teaching instruction style to provide
feedback to the college students’ demonstration lessons using their own
teaching experience. Their goal was to prepare students at an early stage of
their pre-service training to teach English to young learners through team
teaching. The entire schedule of the course is shown in Table 3.
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Table 3
Weekly Schedule for the Pre-Service Training Course
Week Contents
1 Lectures about teaching methods and cross-cultural
communication
2 Lectures about child development / A class observation at
school

Team-teaching demonstration lesson #1

4 Team-teaching demonstration lesson #2 / Participation in
in-service training

5 Team-teaching demonstration lesson #3 / A presentation to
the Board of Education

The six first-year students in the pre-service training learned about basic
teaching methodologies, cross-cultural communication, and child develop-
mentin lecture and discussion-style lessons during the first two weeks. They
then observed a team-taught English lesson at a local elementary school on
a field trip in the second week. For the next three weeks, once a week, the
pre-service teachers team-taught the same English lessons in pairs three
times to different elementary school students from three other local schools.
The paired teams simulated team teaching between a Japanese classroom
teacher and a native English-speaking ALT in a real classroom. When one
of the teams taught a demonstration lesson, the other teams observed
and took notes in a classroom. The teams decided their own lesson topics
(see Table 2) and then weekly taught children a 25-minute demonstration
English lesson. Since this was the first experience for the college students
to teach classes, the author reduced their burden and instructed them to
think about lesson topics only, without worrying about target grammar
or vocabulary used in their lessons. Each team kept the same lesson topic
throughout the three demonstration lessons. To practice their demonstra-
tion lessons, the pre-service teachers met voluntarily on non-class days and
advised each other. The demonstration lessons were video recorded with
the participants’ permission. Two video cameras were used: one focused on
the pre-service teachers and the other elementary school students. The pre-
service teachers taught the lessons in a university classroom. When each
demonstration lesson was over, all pre-service teachers reviewed their re-
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corded lesson video and discussed how to further develop the team-taught
class with their partners in a reflection session.

Sixth graders from three different elementary schools attended the
demonstration lessons. They were 11- or 12-year-old students who studied
English for approximately two years at school. The local board of education
supported this pre-service training program by sending the elementary
school students to the university three times.

During the fourth week, the pre-service teachers participated in an actual
in-service training about team teaching for local elementary school teach-
ers. The local board of education training included a panel discussion with
experienced elementary school teachers from Japan, Korea, and Taiwan. The
pre-service teachers discussed with in-service teachers to learn how to col-
laborate with ALTs. They also shared their demonstration lesson experience
with in-service teachers. During the final week, the pre-service teachers
met with local board of education members and presented what they had
learned about effective team teaching.

Instruments and Procedures

The students were required to write weekly logs about their team teaching
during the course. Participants’ three demonstration lessons and weekly in-
dividual online log entries about their team teaching were utilized to under-
stand the development of the pre-service teachers’ preparation for teaching
English to young learners. In addition, they accessed the university’s online
platform, Moodle, for the course and wrote their comments on the following
four occasions. The pre-service teachers first described their team-teaching
perceptions before their first demo lesson. Then, they identified challenges
they encountered with their partner during their team-teaching experience
after the first and second demonstration lessons. In their final logs, the
pre-service teachers evaluated their team teaching and described what they
had learned about teaching English to young learners following the third
demonstration lesson.

Findings
Development of Teaching Strategies
In this study, pre-service teachers learned several teaching strategies for
both teaching English to young learners and team teaching with a culturally

different person. Each team (Team 1: Emi and Satoko, Team 2: Takashi and
Mako, and Team 3: Naomi and Keiko) chose their lesson topic and conducted
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team-taught lessons for three weeks consecutively. Through a series of suc-
cesses and failures, they noticed essential principles for teaching young
learners. These pre-service teachers developed teaching strategies for effec-
tive team teaching, which included (1) integration of physical movements,
(2) use of classroom language, and (3) importance of mutual cultural un-
derstanding. The following sections describe how each team learned these
teaching strategies.

Integration of Physical Movements

The pre-service teachers who participated in this study saw how physi-
cal activities could encourage children to develop their interest in learning
English. Emi and Satoko chose “Treasure Hunt” for their lesson topic. They
included physical movement tasks in their lesson because MEXT’s (2017)
guidelines indicated that elementary school students should learn English
through communication activities. To find a treasure, 23 children from a
local elementary school had to complete specific actions by learning key
English phrases, such as “hit the deck” or “row a boat.” Children were asked
to follow Emi and Satoko to search for the treasure (which were candy bars).
However, in the first lesson, Emi and Satoko seemed to hesitate to demon-
strate each action while acting as a captain and a co-captain of a pirate ship,
respectively. Because of the pre-service teachers’ shyness, the children also
hesitated to speak English and to move their bodies actively.

Looking back at their efforts in the first reflection session, Emi and Satoko
concluded that they should have encouraged students more to join in their
“pirate drama” during their lesson. In the second log, Satoko proposed
changing their lesson: “Next time we will play a pirate song that everyone
knows before the class [so] students will know that they are on a ship and
going on a treasure hunt” Emi, an English-dominant pre-service teacher,
suggested that she and Satoko wear pirate headscarves and decorate the
classroom with pirate flags.

Emi and Satoko began their second lesson with the theme song from a
movie: Pirates of the Caribbean. They wore pirate headscarves and welcomed
18 students from a different elementary school in the following week. The
children looked excited in class. This time, Emi and Satoko exaggerated their
body movements as they demonstrated each action. For example, Emi ex-
claimed loudly, “Everybody, back of the boat!” and then dashed to the back of
the classroom. The students paid close attention and loudly repeated: “Back
of the boat.” Emi and Satoko actively encouraged children to keep moving



44 JALT Journal, 44.1 « May 2022

their bodies using total physical response (TPR; Asher, 1969), one of the
language teaching methods involving kinesthetic activities.

The lesson went smoothly, and students enjoyed saying each English
phrase as they moved around. However, Emi and Satoko sensed a barrier
between them and the children, which hindered them from achieving the
lesson objectives. After the second reflection session, Satoko commented on
this in her third log: “Both the first and second time, we had the classroom
teachers who helped us interact with the students, but it may not always
work like this, so we need to come up with something to break the ice before
the class.” During the first and second lessons, the students’ classroom
teachers sometimes joined the activities and provided some help to stu-
dents without being obvious in the classroom. They encouraged the children
with supportive comments (e.g., “Okay! You did a great job.” or “Do you know
this?”). By observing the classroom teachers’ assistance, the two “pirates”
gradually noticed the importance of supporting the children to help them
overcome their nervousness.

In their third effort, Emi and Satoko sought to “break the ice” by describ-
ing their own cultural experiences, such as the difference between summer
vacations in Japan and the United States, at the beginning of their lesson.
Once they had gained the children’s attention, the two pre-service teachers
began their third lesson. Using TPR activities, they made supportive com-
ments, such as “Good job.” to help children follow the instructions. When
students finally found the treasure box, Emi and Satoko had the children
recall the target phrases by saying, “Maybe, if we review everything we did
today, it will open.” Then, the students successfully recited all the expres-
sions and found the treasure. After the lesson, Emi commented, “Creating a
better classroom atmosphere and incorporating physical movements were
essential for teaching young learners” in her final log.

Use of Classroom Language

As the pre-service teachers engaged in teaching children, they understood
the importance of using classroom language suited to their learners’ profi-
ciency levels and needs. As Pinter (2017), Shin and Crandall (2014), and
Yamamori (2013) stated, developing teachers’ classroom language skills,
such as modifying their teacher talk, is indispensable as a teaching strategy.
Takashi and Mako, the second team, selected “Sports” for their lesson topic
and initially wanted to use only English as the medium of instruction in their
lesson. Before their first lesson, Takashi, an English-dominant pre-service
teacher, wrote, “The way I plan to team teach in order to educate students
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in English is very simple. I would realize a class should be taught in English
by two teachers” in his first log. Then, Takashi and Mako conducted their
first lesson by speaking English at a normal speed. However, the elemen-
tary school students could not follow along well because they did not have
enough English proficiency to understand the instructions. The children
often looked at one another and stared at Takashi and Mako without re-
sponding. Takashi and Mako, standing behind the lectern, looked nervous
and repeated the same questions (e.g., “Okay?”) over and over at a fast pace.
Their first 25-minute demonstration lesson was met with much silence and
ended with the children’s confusion.

After the lesson, Takashi and Mako realized that just speaking English at
an average speed did not work well for children. In the second log entry,
Takashi commented, “In the beginning, I was planning on making the
lesson nearly completely in English, but that proved impossible.” Mako, a
Japanese-dominant pre-service teacher, wrote, “The image [ had for English
education in elementary school was completely different [from reality].” She
thought that young learners could read and listen like adults. Because of
the children’s limited English proficiency level, Mako decided to include the
children’s native language in the next lesson. They decided to take on differ-
ent roles—Takashi as an ALT who encouraged children to speak English, and
Mako as a classroom teacher who supported children using Japanese when
needed. In their second demonstration lesson, Takashi spoke mainly Eng-
lish, and Mako sometimes used Japanese to help the children understand
Takashi’s English instructions. Nevertheless, they still had difficulties teach-
ing English to the children. After the second lesson, Takashi wrote in his log:

I have yet to adjust my English to a level which the students can
understand. In my mind, I am thinking that I am using simple,
slow English that students can comprehend, but in reality, to
the students, I am still speaking a language completely alien
to them.

Takashi tried to use “simple” English, for example, “In the States, I played
basketball too. And a popular game played was a tag.” However, due to his
lack of teaching strategies, such as interaction techniques, Takashi could not
successfully communicate with the elementary school students using only
English.

Mako began to notice the importance of non-verbal communication for
effective instruction. In their previous lessons, Mako and Takashi wrote only
keywords on the board and did not use any visual aids. However, Mako found
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that showing pictures and using gestures helped students’ understanding
by reflecting on their sessions.

For their third lesson, Takashi and Mako prepared picture cards for new
words and tried to incorporate gestures when introducing new expressions.
During the class, they were able to achieve their revised approach to teach-
ing English more closely suited to their students’ needs and abilities. Takashi
spoke English slowly and used gestures. For example, when he talked about
ice hockey, Takashi pretended to grab a hockey stick and hit a puck. He then
said, “Please repeat and do the action after me. ‘Hit a puck’” The children
appeared to enjoy learning useful phrases for each sport by moving their
bodies. Takashi smiled comfortably and approached the students as he
taught (as opposed to standing behind the lectern as he had during the first
lesson).

Meanwhile, Mako took on the role of supporting the children’s understand-
ing of Takashi’'s explanations by using Japanese. For example, as Takashi
described ice hockey, children, unfamiliar with ice hockey, seemed not to
understand what a puck was. She explained, “Puck to iunowa ice hockey de
tsukawareru gomu de dekita ball mitaina monono kotodesu” [“A puck is used
in ice hockey. It looks like a ball and is made of rubber”]. After the lesson,
Takashi wrote in his final log, “My partner and [ were a true team, supported
each other, and noticed very small cues we gave one another” Takashi and
Mako developed their teaching strategies—in this case, classroom language
skills and gestures—to introduce new phrases beyond just writing them on
the board.

Importance of Mutual Cultural Understanding

Although team teaching is regularly used in elementary schools in Japan,
the prospective teachers were not familiar with it, and they had a negative
view of working with another teacher. For example, Naomi, an English-dom-
inant, pre-service teacher, wrote that “team teaching would hinder teachers
from being able to teach freely” in her first log. However, the pre-service
teachers began to change their views after observing an English lesson
taught by a Japanese classroom teacher and a native English-speaking ALT
atan elementary school in a class observation during the second week of the
course. The successful collaboration between the two in-service teachers
surprised the pre-service teachers. Although they saw some potential for
team teaching, Keiko, a Japanese-dominant pre-service teacher, confessed
her anxiety about her own English. She worried that the English proficiency
gap between Naomi and herself would lead to miscommunication.
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Naomi and Keiko picked “Valentine’s Day” as their lesson topic. During
their first lesson, Naomi and Keiko explained the difference between Val-
entine’s Day as it is celebrated in Japan and the United States. They also
taught students new vocabulary such as “February” and “chocolate,” and
introduced a Bingo game to the children for practice. Naomi took the lead
in the activities during the lesson due to her excellent English proficiency,
and Keiko translated Naomi’s English into Japanese when the children did
not respond to Naomi’s questions. After their first demo lesson, Naomi and
Keiko discussed team teaching from different perspectives in the reflection
session. Regarding working as a team, Naomi stated, “I was impressed by
how well Keiko was able to improvise and jump in with translations even
when I went off script or added in new information.” Keiko, on the other
hand, had difficulty defining her role, moving between an instructor and a
translator, “It was hard to create my stable position in the classroom, and I
spoke Japanese much during the lesson.”

As they reviewed the first lesson, Naomi and Keiko focused on their
strengths and separated their second lesson roles. To highlight the differ-
ence between the Valentine’s Day concepts, Naomi and Keiko performed
amusing skits involving a boy and a girl. Keiko wore a baseball cap, playing
as the boy, and asked the children, “In Japan, who gives a present, Hanako
(a girl) or Taro (a boy)?” The children responded, “Hanako.” Naomi then
gave a gift to Keiko, saying, “Yes. In Japan, girls give presents to boys on
Valentine’s Day.” When teaching new vocabulary, Keiko demonstrated how
to pronounce each word while Naomi showed picture cards to the children.
Next, they switched roles for the Bingo game. Naomi took the lead, and Keiko
monitored the students. The lesson went smoothly, and both Naomi and
Keiko appeared confident in their instruction.

After the second lesson, they discussed the reasons for their improvement
in the reflection session. Perhaps, due to the difference in schooling between
the United States and Japan, Naomi, who went to school in the United States,
focused on activities and tried to entertain children. In contrast, Keiko,
who was Japanese schooled, focused on the discipline of learning. Revising
their lesson plan, they gradually understood the difference between their
“natural” learning styles and tried to merge their ideas. Naomi wrote, “Being
able to communicate better especially came to its advantages when working
with Keiko because we were able to decipher the roots of where our miscon-
ceptions of each other’s views [originated].” Meanwhile, Keiko stated, “We
finally realized the difference lies between us and began to blend both styles
effectively” in her third log.
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For their third lesson, Naomi and Keiko built on their strengths, becom-
ing more comfortable in their team teaching. They decided that Naomi, who
grew up in the United States, should give students an American perspective,
thereby encouraging the children’s interest in learning English. Keiko, raised
and schooled in Japan, presented herself as a model of learning English.
Through her communication with Naomi, Keiko showed students how non-
native English speakers could communicate with others in English. During
the lesson, Keiko spoke simple English when she role-played the skits with
Naomi. She was no longer anxious about her English skills as she found a
“stable position” as an English learner model in the classroom. After the
third lesson, Keiko commented, “If we had not noticed our differences, we
would never have agreed with each other or built a good team-teaching
relationship between us.”

Presentation to the City Board of Education

Two days after the final demonstration lessons, the six pre-service teach-
ers gave a group presentation to the City Board of Education members in
the city office meeting room about effective team teaching based on their
teaching experiences. The six pre-service teachers, two instructors of this
intensive course, and one college staff member went to the city office to
participate in the presentation session. Three members of the local board
of education, including a teacher trainer, attended the meeting. Due to the
urgent need to develop in-service training in the city, the board members
were most interested in the college students’ presentation on team teach-
ing to elementary school students. In addition, they wanted to evaluate the
effectiveness of their contribution to this pre-service training. The session
lasted approximately one hour. First, student teachers gave a 20-minute
report on their practices using a PowerPoint slideshow, followed by Q&A
and opinion-exchange sessions with the board members.

To prepare for their presentation, each team of students reflected on
what they had learned and summarized their practice. Then, the pre-service
teachers divided their roles into two groups: one to make the presentation
and the other to prepare the slides. With advice from the instructors, the
six college students gathered after their third demonstration lessons and
practiced their presentations many times before making their speeches to
the Board of Education.

The pre-service teachers also shared their constructive opinions during
the preparation for effective presentation to their target audience. Having
an attentive audience seemed to inspire the pre-service teachers to pursue
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their learning objectives. Satoko stated, “I learned the importance of re-
specting each other. [ do not think we could give a presentation missing any
one of our members.” The final presentation allowed pre-service teachers to
build on what they had learned to explore practical ways for collaborative
teaching. The board of education members also listened intently to the col-
lege students’ fresh opinions and asked them questions with interest.

Discussion

The collaborative teacher training helped pre-service teachers develop
their preparation on team teaching English to young learners. Compared
to third- or fourth-year students in pre-service teacher training at college,
first-year students typically have limited knowledge about teaching and
even more limited experience with instruction to children. At this early stage
of their teacher training, the pre-service teachers who participated in this
study were able to prepare themselves to become efficient team teachers
through planning and carrying out lessons with another novice pre-service
teacher. As a result, these pre-service teachers team-taught English and
gradually learned essential skills for teaching young learners by building on
their earlier, often instructional struggles.

Overall, the pre-service training course helped the prospective teachers
develop effective teaching strategies, as they had the opportunity to revise
and re-teach lessons. Most importantly, the pre-service teachers developed
their team-teaching skills. The new Course of Study (MEXT, 2017) emphasized
the integration of ALTs or “local people who are proficient in the English
language” (p. 48) for teaching English to elementary school students. Pre-
service teachers are initially expected to learn how to effectively work with
people from culturally or linguistically different backgrounds. Brown and
Lee (2015) claimed that the development of team-teaching skills would
bring “greater professional growth” (p. 561) to teachers.

In addition, the pre-service teachers who participated in this study
learned specific teaching strategies for helping children engage in lessons.
Understanding how children think and learn is essential for teachers for
young learners (Cameron, 2003). For example, Takashi and Mako acquired
classroom language skills by repeatedly modifying their teaching approaches
to adjust students’ levels. They noticed the importance of clear articulation
of English pronunciation and the use of nonverbal language support. Shin
(2014) argued that such techniques could make input more comprehensible
for young learners.
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In addition, the prospective teachers also came to understand the efficien-
cy of “sensory input” to teach English to young learners as Brown and Lee
(2015) advised instructors to “pepper your lessons with physical activity”
(p- 112). The students incorporated role plays and TPR activities into their
lessons. For example, Emi and Satoko decorated the classroom and dressed
up as pirates to create a treasure hunt atmosphere. They ran, rowed, and
“hit the deck” with their students. They clearly realized the differences in
students’ attention during their lessons before and after the sensory inputs.

Naomi and Keiko came to recognize their mutual strengths as they
planned, taught, and reviewed together. By the third lesson, they had de-
termined how to maximize their respective strengths based on their own
culture as language teachers. They stimulated their instruction by acknowl-
edging each other’s teaching styles. Thus, pre-service teachers developed
their teaching strategies to teach young learners and improved their team-
teaching attitude through effective collaboration.

The opportunity and need to prepare to address an actual audience—in
this case, the City Board of Education members and in-service teachers—
motivated the pre-service teachers to explore solutions for team-teaching
problems between a classroom teacher and an ALT. Experiencing common
team-teaching issues in advance could help prospective teachers improve
their team-teaching awareness in a real classroom.

Of course, it may also be helpful for pre-service teachers to conduct
demonstration lessons on different topics every time. Once student teachers
begin their teaching career in the school setting, they will not be teaching
the same lesson repeatedly, especially in elementary schools. However,
team teaching comprises three (pre-instructional, instructional, and post-
instructional) phases (Bailey et al,, 2001). Pre-service teachers were able to
deeply experience those three phases by repeating the same topic lessons.
Therefore, they were encouraged to teach the same topics three times to
improve their lessons in this teacher training course.

This study had some limitations. This intensive pre-service teacher training
course was shorter than a regular 15-week, semester-long teacher training
course. Also, the number of participants was small, and equal numbers of
students, who played an ALT and a classroom teacher in pairs, coincidentally
participated in this study. A larger-scale study conducted within a semester-
long course would be needed to embed team teaching effectively in teacher
education. Finally, if all the pre-serve teachers were nonnative English speakers,
it would be necessary for them to consider how specific roles should be allo-
cated, and how their language learning backgrounds influence their teaching.
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Conclusion and Implications

This pre-service English teacher training course for first-year students
in a Japanese university impacted prospective teachers’ development as
elementary school English teachers. To be “successful global citizens” (Shin
& Crandall, 2014, p. 324), children in the 21st-century must acquire collabo-
ration skills and communication skills—the so-called “twenty-first-century
skills” (Battelle for Kids, 2019). To effectively teach children the necessary
skills, teachers should first experience and acquire such skills and then dem-
onstrate to children how to use each skill through actual practice. In this
course, the instructors, a Japanese professor with good English proficiency
and an American professor with limited Japanese ability, attempted to pro-
vide such a useful team-teaching model to the college students.

In Japan, classroom teachers currently collaborate with ALTs or other
assistant teachers when teaching English at school. Having the experience
of exploring effective collaboration with someone culturally or linguistically
different before starting their teaching career helps pre-service teachers
build team-teaching confidence. In addition, teachers’ flexible and com-
fortable partnership provides an effective model for children to establish
efficient communication skills across cultures. As Shin et al. (2021) argued,
the collaboration between teachers within a community of practice can
contribute to their own professional development.

This pre-service training course taught not only teaching strategies but
also basic concepts for teaching English to young learners through demon-
stration lessons. It also demonstrated effective ways to prepare prospective
elementary school English teachers to be active communicators. The pre-
service teachers who participated in this study gradually learned even basic
concepts for teaching young learners at the early stages, such as the differ-
ence in characteristics between young learners and adult learners, which
might be obvious for more experienced and skillful in-service teachers.
When prospective teachers teach children for 45 minutes in a real school
setting, they will need to understand more instructional elements to care-
fully prepare lessons, such as lesson structures and procedures. However, by
actually experiencing teaching from the earliest stages of their teacher train-
ing, prospective teachers would be able to prepare themselves for teaching
English to elementary school students.

To implement practical pre-service training courses, ongoing support
from local communities, such as schools or regional boards of education,
is essential. Pre-service teacher training courses are part of university pro-
grams. However, to educate high-quality teachers, a university alone cannot
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provide prospective teachers with sufficient knowledge and education for
teaching young learners. Christmas (2014) pointed out the effectiveness of
cooperation between universities and local communities in in-service train-
ing for elementary school teachers. Those organizations must collaborative-
ly nurture future teachers in pre-service training, too. Thus, establishing a
good rapport with local communities and developing prospective teachers’
teaching strategies through team teaching are keys to success in pre-service
teacher training programs for young learners.
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Learning-Oriented Assessment as a
Theoretical Framework for Exploring
Teachers’ Assessment Beliefs and
Practices

Paul Wicking
Meijo University

The present study applies a theoretical framework of learning-oriented assessment
(LOA) to explore six teachers’ beliefs and practices related to language assessment.
This theoretical model posits three pillars of LOA: learning-oriented assessment
tasks, student engagement with feedback, and the development of evaluative exper-
tise. It was found that while these teachers expressed belief in the value of learning-
oriented assessment, they focused primarily on the domain of task creation, reporting
that well-constructed tasks allowed them to build motivation in students and make
their lessons more enjoyable. Less importance was given to students’ engagement
with feedback and the development of evaluative expertise. Teachers expressed un-
certainty about how to have students engage meaningfully with feedback and were
doubtful that they could appropriately assess themselves and each other. This study
suggests that examining or clarifying the links between teachers’ belief and practice
through reflective engagement can help promote LOA in the classroom.
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learner’s knowledge and ability, while the primary goal of education

is to develop that learner’s knowledge and ability. Ideally, these goals
should be aligned. Assessment can tell us where a learner is at the start of
a course, how much they have achieved by the end of a course, and identi-
fies significant markers along the way that guide and shape what is being
learned and how. The way that teachers implement assessment tasks in the
classroom, guided by the beliefs that they hold concerning assessment, will
therefore exert a powerful influence on the quality of learning that takes
place (Black & Wiliam, 1998). A better understanding of these beliefs and
practices will help inform theory development and policy decisions that
will encourage higher quality teaching and learning. Formative assessment
theory has shown how assessment can best be approached in order to
encourage learning, and an analysis of actual teacher belief and practice in
light of this theory can assist educators, policymakers and teacher trainers
in developing and implementing better assessment practices.

When considering how assessment can best facilitate learning, a number
of theoretical frameworks have been suggested, such as learning-oriented
assessment, or LOA (Carless, 2014; Carless et al., 2006; Jones & Saville,
2016; Turner & Purpura, 2017), formative assessment (Bennett, 2011;
Black & Wiliam, 1998), authentic assessment (Frey et al., 2012; Newmann
& Wehlage, 1993), dynamic assessment (Poehner & Infante, 2016), assess-
ment for learning (Gardner, 2012), and teacher-based assessment (Davison
& Leung, 2009). While each of these frameworks has its own particular
focus and concern, they all seek to use assessment in a way that encourages
learner growth. In the field of second language education, research has sug-
gested that the critical consideration in this approach is how the classroom
context and the relationships among teachers, learners and peers can sus-
tain an assessment practice that prioritizes actual learning rather than high
test scores as a proxy for learning. That is not to imply that there is a conflict
with summative purposes of assessment. The goal of these frameworks is
complementarity, so rather than seeing formative and summative assess-

I t could be argued that the primary goal of assessment is to evaluate a
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ment procedures as being fundamentally at odds with each other, both are
employed in the service of promoting learning (Jones & Saville, 2016).

Principles of Learning-Oriented Assessment

There are arguably three essential principles that are shared among
formative assessment frameworks as described by Carless (2014) in his
model of LOA. This three-fold conception of LOA is used in the present study
to operationalize best practices to promote learning in assessment. The first
principle is the use of learning-oriented assessment tasks (Carless, 2014).
This means that tasks are aligned with learning goals, engage students over
time, and are related in some way to the real world. These tasks should in-
volve much more than short quizzes and exams and include various means
of language elicitation by different agents (Turner & Purpura, 2017). Oral
presentations, written portfolios, role plays, and collaborative projects are
some examples of these tasks. As much as possible they should be authentic
and complex, so that learners experience the tasks as being meaningful and
relevant (Sambell et al., 2013). Within the field of ELT, those tasks which best
promote learning are commonly understood to be communicative in nature
(Samuda & Bygate, 2008) and to involve a focus on meaning rather than on
form (Nunan, 2004).

The second principle of LOA is student engagement with feedback
(Carless, 2014), which is of crucial importance to formative assessment
(Lopez-Pastor & Sicilia-Camacho, 2017). More effective methods of giving
corrective feedback will likely lead to more effective learning (Ferris, 2010).
This feedback must be founded on clear and full communication between
teacher and learner in order to be useful (Hyland, 2000). When this feedback
is not adequately communicated, potential learning gains are diminished.
Students should be encouraged to accept feedback from assessment, and
then to take action on it to improve future learning and task performance (in
other words, to close the feedback loop).

The third principle of LOA is developing evaluative expertise (Carless,
2014). This mandates learner involvement in the assessment process, so
that learners develop their own ability to evaluate performance. This will
often take the form of self-assessment and peer assessment, and may include
students in the creation of scoring criteria, so that assessment is something
done with the students, rather than to the students. Self-assessment has been
declared an essential role in the learning process (Little & Erickson, 2015)
that can be a powerful tool for facilitating learning (Babaii et al., 2015). At
the basic level, self-assessment is inherent in any classroom activity, but the
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challenge is to make it a more overt means of improvement (Black & Wiliam,
2012). This can work synergistically with peer assessment to increase
learners’ abilities to critically evaluate work (Dam & Legenhausen, 2011;
Reinholz, 2016). In Japan particularly, a number of studies have argued for
the benefits of peer assessment (Asaba & Marlowe, 2011; Matsuno, 2009;
Murakami et al., 2012; O’Flaherty, 2015; Saito, 2008). By engaging learners
in peer assessment, the teacher activates students as learning resources for
one another (Carless, 2011).

Exploring Teacher Beliefs and Practice

There is a complex interplay between what teachers believe, what they
do in practice, and how these are shaped by various contextual factors.
Teachers working in a particular context will, to some degree, manifest their
belief in practice in different ways. For instance, teachers who believe in the
value of LOA may find themselves caught between conflicting roles. Teach-
ers are expected to guide and shape learning through assessment, but also
to objectively judge levels of language achievement (Rea-Dickens, 2006).
Ewell (1991) understood the dichotomy as being a concern for academic
improvement on the one hand, and a concern for external accountability
on the other. Conceptualising the dichotomy in a similar way, Boud (2000)
argued that assessment has to do a double duty, encompassing formative
assessment to promote learning and summative assessment for certification
purposes. Furthermore, for any given purpose in assessment, practices will
differ within and between contexts (Cheng et al., 2008). Teachers working
side by side in the same environment may hold different beliefs about as-
sessment, and individual teachers may even hold contradictory conceptions
of assessment at the same time (Brown & Gao, 2015; Davison, 2004).

As learning-oriented assessment has been recognized as a significant
area of inquiry (Purpura, 2016), the aim of the present study is to explore
teacher beliefs about and practices of assessment in light of LOA principles.
Specifically, it seeks to answer the question: How can these teachers’ re-
ported beliefs and practices concerning assessment be understood within
a theoretical framework of LOA? In this case, the LOA framework is opera-
tionalized as: (a) using learning-oriented assessment tasks, (b) encouraging
student engagement with feedback, and (c) developing students’ evaluative
expertise.
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Method

In order to answer the research question, interview data from six teach-
ers working in higher education were analyzed. These data were initially
gathered as part of a much larger research project into assessment belief
and practice. Interviews, as a research tool, have been used to understand
the interplay between belief and practice as they relate to learner self-as-
sessment (Bullock, 2011), continuous assessment (Hernandez, 2012), oral
assessment (Restrepo etal,, 2003), conceptions of assessment (Hui & Brown,
2010), the process of assessment (Rea-Dickins, 2001), and personal under-
standing of assessment (Reimann & Sadler, 2017). Although other studies
have used single snapshot interviews to gain an insight into teacher prac-
tice and understandings of assessment, these have not taken into account
the evolving nature of assessment and how practices and understandings
gradually unfold over one academic course. For the purpose of the present
study, I interviewed participants three times: before, during, and after one
university semester. In this way, the evolution of assessment processes and
approaches can be observed from the planning stage to the execution stage
according to classroom realities and changing circumstances. Interview
data were triangulated with each teacher’s official course syllabi.

Participants

Six teachers working at universities in Japan were invited to participate in
the case study, and all six accepted. Participants were purposefully selected
based on either being known to the researcher or recommended to the re-
searcher as a teacher concerned about conducting assessment in a way that
encourages learning. It is important to note that none of these teachers was
familiar with the theoretical frameworks of LOA, nor were they following
any prescribed systematic approach to formative assessment. However, they
all expressed a deep conviction that the most important function of assess-
ment is to enhance learning, and they claimed to structure their teaching
accordingly. As the method of data collection was by interview, it was also
important to choose participants who were able to engage in self-reflective
evaluation and possess horizons of meaning that were representative of the
subject being studied (Holstein & Gubrium, 1995); in other words, that they
could self-examine their beliefs and reflect on their practices of assessment
and express them in dialogue. An equal number of part-time and full-time,
native speaker and nonnative speaker teachers was chosen in order to
represent a range of voices from those main categories for comparison
purposes. The bio-data of each teacher is described in Table 1. Pseudonyms
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have been used for all teacher names and study sites to preserve anonymity.

Table 1

Bio-Data of Case Study Participants
I(\Igae?ger) Age la:;f;ge Emgi;)t}:ll?sl o e)ﬁzrriseﬁie Study site
Alex (m) mid50s  English Full-time 20 Shiro University
Kaito (m) early 40s Japanese Full-time 9 Shiro University
David (m) late50s  English Part-time 25 Kuro University
Mami (f) early40s Japanese Full-time 10 Kuro University
Don (m) early40s English Part-time 0 Aka University
Hiro (m) early40s Japanese Part-time 1 Aka University

These teachers each nominated one course which provided the context
for the interviews. The choice of course was decided in consultation with the
researcher, with the only condition being that it was a course about which
the teacher felt confident to speak freely. All of the lessons in these courses
were held once a week for 90 minutes. The course details are shown in Table
2.

Table 2
Course Details
Teacher Course Course No.of  Year Faculty
status students level
Alex Business Compulsory 28 2 Faculty of Foreign
Communication Studies
Kaito English Elective 54 2 Faculty of Foreign
Pronunciation Studies
David English Compulsory 22 & 25 2 College of
Communication Pharmacy
Mami Business English  Elective 8 2 International
Business
Don English Compulsory 25 2 Economics

Communication
Hiro Advanced English Compulsory 40 & 37 2 Agriculture
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Interview Process

The process of interviewing was influenced by Seidman’s (2006) frame-
work for in-depth, phenomenologically based interviewing. At the heart of
this process is “an interest in understanding the lived experience of other
people and the meaning they make of that experience” (Seidman, 2006, p.
9). Each participant was interviewed three times in English. The interviews
were semistructured, following a loosely guided protocol oriented around
the main themes (described below). The iterative nature of the interviews
allowed ideas and concepts that had surfaced with one participant to be
developed and pursued further with subsequent participants, and with the
same participant in later interviews.

The firstinterview focused on two guiding themes. The first was the partici-
pant’s experience with assessment, both as a student and as a teacher. Pajares
(1992) argued that preservice teachers come to their occupations as insiders.
They have spent many years inside classrooms and lecture halls, taking part
in learning and assessment activities. Therefore, the ways in which they ap-
proach assessment acts are grounded in their own experiences as students,
and how they made meaning of those assessment practices. The second
theme was that of assessment planning. The first interview was conducted a
couple of weeks before the semester began, and so participants were asked to
describe how they planned to assess students in their chosen class.

The second interview was guided by the central theme of assessment in
current practice. This interview was conducted in the middle of the semes-
ter, when teachers were actively engaged in implementing the assessment
plans they had spoken about in the first interview. The third interview was
held after the course had been completed and the participants had calcu-
lated and submitted their final student grades. This interview was reflective
in nature and focused on participants’ self-evaluation of their assessment
practice during that course.

Analytical Process

Each interview was fully transcribed by the researcher at a basic level
of granularity (words, speaker label, marginal words, and pauses.) This al-
lowed the researcher to become deeply immersed in the data and so laid a
foundation for the subsequent coding of that data. Once completed, the tran-
scripts were imported into NVivo for Mac (version 11) and went through a
process of coding. This process involved iterative cycles of induction and
deduction to propel the analysis (Miles et al., 2014) and build an emerging



64 JALT Journal, 44.1 « May 2022

picture of how teachers understand the relationship between assessment
and learning, and how this understanding influences practice.

The process began with First Cycle coding (Saldana, 2013). Based on the
interview protocols, a short list of provisional codes was created that was
deductive in nature. The transcripts were then read multiple times in order
for additional themes to emerge inductively. The next step was Second Cycle
coding (Saldana, 2013). During this phase, the codes were grouped into a
smaller number of categories, themes, or constructs which is also known as
pattern coding. Such coding processes allow researchers to identify emer-
gent themes or configurations (Miles et al., 2014).

Efforts were made to ensure that the codes applied to the interview data
were representative of what was actually said. In order to do this, the princi-
ples outlined in Campbell et al. (2013) were used as a guide, the goal of which
was “to ensure that a single knowledgeable coder may be reasonably confi-
dent that his or her coding would be reproducible by other equally knowl-
edgeable coders if they were available” (p. 297). Firstly, the data was coded
by the principal investigator (PI) as described above. Secondly, a research
assistant (RA) was employed to act as a second coder. This research assistant
was a qualified teacher and had many years’ experience in education. Using
the coding scheme created by the principal researcher; the research assistant
coded a full-length transcript selected at random. Upon completion, Cohen'’s
kappa coefficient was calculated as statistical measure of interrater reliability.
As this method takes into account the amount of agreement that could occur
by chance, many researchers regard this as more useful than the percentage
agreement figure (QSR International, 2017). The process of coding and nego-
tiation was repeated three times and a kappa coefficient of 0.76 was achieved,
indicating an adequate level of agreement. The coding scheme was now con-
sidered satisfactorily reliable. In an effort to further increase the validity of the
findings, member validation (Richards, 2003) was also conducted.

Findings and Discussion

The main themes from the interview data which addressed the three prin-
ciples of LOA are described and discussed below, shedding light on factors
that encourage and discourage LOA practice.

Learning-Oriented Assessment Tasks

Information about task types from the interview was triangulated with
a document analysis of each teacher’s course syllabus. Assessment tasks
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were categorized according to the 12 types described by Brown (2016). If
a type of assessment was identified in the syllabus and confirmed during
the interview, that cell was marked with a check. If an assessment type was
not used, the cell was left blank (see Table 3). The category of assessment
that occurred most frequently was that of productive-response. Assessment
tasks in this category require learners to actually produce language, either
written or oral. As such, these tasks require active knowledge of language,
unlike tasks in the receptive-response category, which require only passive
knowledge. The only type of assessment to occur in the personal-response
category was self/peer assessment. Portfolio assessment and conference
assessment were not used by any teacher. Continuous assessment was used
by the same four teachers who used self/peer assessment. This involved
regular, ongoing assessment through activities such as participation in class,
short quizzes, reflections on lesson content, and so on. This was done in a
constant, cyclical and cumulative way.

Table 3
Types of Assessment Tasks Used by Teachers
Category Type Alex Kaito David Mami Don Hiro Total
Receptive-  True-false items v 7
response Multiple-choice v v v v
items
Matching items v v
Productive- Fill-in items v v v 11
response Short-answer v 4 v v
items
Performance v v v v
assessment
Personal-  Portfolio assess- 4
response ment
Conference
assessment
Self/peer assess- v v v v

ment




66 JALT Journal, 44.1 « May 2022

Category Type Alex Kaito David Mami Don Hiro Total
Individ- Continuous v 4 v v 4
ualized- assessment
response Differentiated

assessment

Dynamic assess-
ment

Note. Teachers’ use of assessment according to Brown’s (2016) categories and types

An underlying concern for students’ learning led teachers to focus
significant time and energy on creating and conducting assessment tasks.
Teachers clearly hoped to form good study habits in their students by
attempting to use assessment to boost intrinsic motivation. Having a fun and
enjoyable assessment experience as an end in itself was never expressed as
desirable. Mami said,

I want them to be better in English skills. So, that’s actually
the only thing I care about. And also I really don’t want them
to skip classes. That’s the worst thing that happens. Because if
they skip classes they’re not going to learn. So I try to get them
involved in class as much as possible. So assessment - [ hope
my assessment works that way ... It’s not so they can enjoy
themselves and have fun or anything else. But they probably
do, but the main goal is that, yeah, they’ll get better at English.

There was a lot of effort expended to make assessment tasks engaging
and motivating. As Alex opined, “If they're actively engaged in learning,
they’re going to improve, right?” Extrinsic motivation for task performance
was heightened in a variety of ways. Kaito gave “lucky stars” to students
who performed especially well during the lesson, while Mami gave students
bonus points for doing extra work that wasn’t part of the syllabus. Alex
used the word “test” as a buzzword to encourage student participation,
commenting, “You can have some activity that you're going to do anyway, and
you can just call it a test, and they’ll focus on it much more.” While teachers
were concerned with making assessment motivating and using assessment
tasks to promote effective learning habits among students, concerns such as
making assessments reliable and valid were rarely expressed.



Wicking 67

Teachers reported that one of their main priorities when designing tasks
was to connect the classroom to the real world. Alex and Mami both made
use of role plays for their major assessment that were geared to be as similar
as possible to a real-life situation. Alex didn’t allow students to choose their
own groups for their role plays, as “when you're in business, you don’t get
to choose who you're working with, so you have to learn how to work with
various people.” Mami had her students bring in props that helped create a
lifelike scene, such as real cups and trays for a restaurant. Hiro’s exam ques-
tions functioned to have students extract the real meaning of the passages
they were reading, instead of just choosing between multiple choice options.
This way of creating and implementing assessment testifies to the desire of
these teachers to use assessment tasks to prepare students for language use
outside of the classroom.

Teachers reported that they need a variety of means to assess their stu-
dents, and that they believed more frequent shorter assessments are more
effective in encouraging learning than less frequent longer assessments.
Most teachers did not think that paper-and-pencil assessments were the
best method for determining what each student had learned. Mami com-
mented,

[ think having a variety is beneficial. I don’t want to judge stu-
dents just by looking at one aspect, because some people are
good here, some people are good there. Some students are not
good at all, anything. So I want to find each student’s strength.

This variety, both in terms of task types and skills being assessed, was
believed to encourage learning by providing an avenue for students to dis-
play their strengths, while also providing the teacher with multiple sources
of data with which to evaluate progress and make decisions about the next
stage of learning.

The design and implementation of assessment tasks was believed to exert
a profound influence over the whole course. Don expressed the general
consensus of all the teachers when he said,

Assessment affects the whole thing. So, how you decide to
assess the course is also going to influence how the students
are involved or not involved. How student-centered the class
is, or isn’'t. Even how you present the material. And even to a
point you could argue how responsive you are.
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Don’slogical conclusion is that, “assessment shouldn’t be an afterthought”.
The other teachers also believed that assessment tasks work decisively to
shape the character of the classroom and determine the learning trajectory
of the students, so they need to be planned carefully.

This belief in the importance of assessment for learning did not lead
teachers to make detailed plans before the course began, as might be ex-
pected. Rather, most teachers who were interviewed only had a rough idea
at the beginning of the semester how they would assess their students. As
the semester progressed, assessment plans were revised and assessment
tasks were tailored in response to the evolving conditions of the classroom.
Restrepo et al. (2003) found that teachers did little planning when doing
assessment, and criticized this as something that needed correction. For the
teachers in this interview study, however, it was a deliberate choice to leave
assessment plans undecided. There was a lot of flexibility built into their
assessment systems, so that they could adapt and innovate their tasks as
the course progressed. Perhaps this is because a great deal of assessment
practice “depends on the students”, as David said.

One problem is that teachers are required to submit a curriculum plan
to the university before the course starts, but they have very little informa-
tion concerning students until they come to class on the first day. Even basic
information such as the number of students enrolled in the course or their
language ability is often unknown. Therefore, the teachers made a general
outline of the broad methods that would be used for assessment, but very
often the details were left vague until the course had progressed. For ex-
ample, Kaito wrote the general heading “Assignments” as one category of
assessment. He said he did this, “In case [ came up with something new.”
The heading “Assignments” functioned as a catch-all term, under which any
future task could be included. Kaito added in an extra midterm test, which
was not on the original syllabus. After practicing “1” and “r” sounds, Kaito ex-
plained, “I noticed that maybe thirty percent of the students didn’t really get
all of them. So, I decided to give a test which is not on the original syllabus.”

In this way, there seemed to be a continuous negotiation between the
teachers and their students’ assessment results. The outcomes from assess-
ment tasks were not only used to give insight into student achievement, but
also worked to shape the way in which subsequent assessment tasks were
constructed and graded. Hiro found that most of his students weren’t able to
complete three short readings in the final exam, and so decided “three arti-
cles are too many.” In the next exam he decided to use two reading articles.
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However, while teachers were creative in the way they adapted their
original assessment tasks as described in the official syllabus, they were
very careful to follow the broad outline of those assessment frameworks
as closely as possible. Teachers believed that the official syllabus and uni-
versity policy concerning assessment were sacrosanct. This was true even
when the teachers disagreed with that policy. In one of Kaito’s classes, 15
students ended up failing. He wanted to alter the scores so that more passed,
but he didn’t, as he said, “I was told to be strict in grades.” When speaking of
assessment practice, David often repeated, “As long as I follow the syllabus,
I'm OK.” This proved to be difficult in David’s situation, as he was explicitly
instructed to give no more than 40% of students an A grade. This entailed
a lot of transforming and juggling of assessment scores at the end of the
semester.

Student Engagement with Feedback

In regards to the second pillar of LOA, student engagement with feedback,
teachers seemed unsure about how to encourage student engagement with
feedback in a meaningful way. The primary means of giving feedback was
a numerical score or a checked box for completion. Mami put a score on
the back of each student’s name card every week for participation, while
Hiro returned weekly quiz scores. Alex and David gave written comments
as feedback, but were dubious about whether that had any positive effect on
learning. Alex wondered, “Do they look at it or stuff it somewhere?” while
David found that some students did not incorporate feedback given on the
first draft of an essay, but just resubmitted the same essay as the second
draft. When other teachers gave written comments from an assessment
task, it was usually after the task had been completed, and there was no
opportunity to use that feedback to produce a better result.

All the tenured teachers made use of information and communications
technology (ICT) for giving feedback, but it was only mentioned by one of
the part time teachers. This was a little puzzling, as ostensibly it seems that
part time teachers would benefit more from having online communication
with students. Tenured teachers have an office and are on campus almost
every day, so have opportunities outside of class to get in contact with stu-
dents should they need. As part time teachers come to campus infrequently
and have no personal office, an online system for collecting and distributing
work would have been very useful. In a subsequent personal communica-
tion, Don agreed that online submission of work would have been extremely
beneficial. However, he said that as a new teacher, he really had no idea what
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was allowed, and what was even possible, and so was not aware that this
option was available. (The COVID-19 pandemic, which occurred subsequent
to these interviews, has likely made online communication options more
readily available.)

It has been noted that the practice of giving productive feedback to stu-
dents is uncommon in Asian countries due to the large class sizes (Azis,
2012), but the situation for these teachers seems to be more nuanced than
that. Generally, the number of students in each class was not excessively
large (see Table 2). Alex, for example, had 28 students in his Business Com-
munication class and used reflection sheets to give feedback. He would also
regularly call students to the front during class time and have short confer-
ences with each student, in order to give personalized feedback.

[ try to keep them at thirty seconds each, butI can’tdo it. I can’t
get through it fast enough. I can’t keep it at that speed because
they, you know, they come to the back of the classroom and
they’ve forgotten to bring their paper, so go back, and I'll call
someone else while you're finding your paper and you know?
It's just a panic time trying to get it all done so I don’t waste
more than twenty minutes doing it. So that’s challenging...[to]
give them more feedback than just a few marks on a paper that
they might not look at.

Even though Alex had a firm belief in the value of personalized feedback,
the reality of the classroom environment proved to be a major challenge.

Developing Evaluative Expertise

The third pillar of LOA, developing evaluative expertise, was problematic
for teachers in practice. Although David, Don and Alex all spoke about the
ways in which they used self-evaluation as a way to help them decide grades,
and Kaito and Mami had their students engage in some reflective practice,
there was little evidence that students were actually trained in evaluative
techniques.

Teachers did, however, encourage students to focus on themselves and
each other through self- and peer assessment. Students in Alex’s and David’s
classes completed self-assessment and peer assessment worksheets, which
were used to make them aware of their weak points and help the teach-
ers decide their final grade. This had a double benefit, as Alex explained:
“They’ve done the evaluation, which has the benefit of saving me work, but
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also in making them aware of what they should have done. So hopefully next
time they’ll do it.” The latter sentiment was also expressed by David, who
said, “If they can start to self-assess themselves, start thinking about what
they can do, what they can’t do, then maybe it will help them later on.”

There was a concern, however, that serious students would mark them-
selves too severely and other students would give themselves unrealistically
high scores. Alex and David both wrestled with this issue. David found that
students in his class didn’t do peer assessment appropriately. During a pres-
entation task, the students who were listening completed a peer assessment
form. These peer assessment scores contributed to the final grade, but stu-
dents gave each other scores that were unacceptably high. Therefore, David
decided he would be extra severe in his own scoring of that task, stating,
“Because they didn’t do what I expected them to do. . . I'll have to knock
everybody down”.

Overall, while the teachers seemed to agree on the potential benefits
of self-evaluation when done properly, it wasn’t used to a great degree in
classes. This also appears consistent with the practice of EFL teachers in
Hong Kong, China and Canada, where it has been noted “assessment seems
to be done to the students rather than with them” (Cheng & Wang, 2007).
Students did not participate in setting their own learning goals, nor in defin-
ing the criteria for success, which has been argued may also have a positive
formative effect on learning (Becker, 2016). These teachers did in fact hold
positive views about self- and peer assessment, but the implementation was
lacking.

Rubrics can be used to make the hidden goals of learning visible and so
support the development of evaluative expertise, but were largely absent
from classroom evaluation procedures, being mentioned by only two
teachers. Alex had a desire to be as transparent in his grading as possible,
having said, “I get tired of being so subjective.” As Alex was coming from
a background in the hard sciences (engineering), perhaps that led him to
desire concrete methods of assessment. He therefore created a rubric to
assess speaking performance in a role play, but was having trouble with it,
as indicated by his comment,

the students who got really good scores on my rubric weren'’t
the students I thought were really doing well. So, it wasn’t
valid, I guess. Students got a lot of points - in the rubric I had
before - they got a lot of points for lots of turns. And some of
them figured that out.
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His students would then make lots of short comments during the role
play, comments that weren’t really helpful. When these students made a
large number of comments, Alex was compelled by his rubric to give them
a high score. David also made thorough use of rubrics. For three tasks (oral
presentation, essay writing and class participation) he had detailed rubrics
with a breakdown of discrete skills and performance targets that students
had to hit. The other teachers, however, relied more heavily on holistic grad-
ing when assessing performance tasks.

Factors which Encourage or Discourage a Learning-Oriented
Approach to Assessment

A number of factors emerged which affected the capability of teachers to
adhere to the three principles of LOA. The issue of time overshadowed much
of the teachers’ thinking about assessment. Teachers spoke about the length
of time it took to create assessment tasks and grade them. They were also
concerned about the number of times they could use those tasks once they
had been created. In particular, the part time teachers often mentioned not
having enough time to assess students in the way they would like. A lack of
time was a significant theme across all the interviews. A word frequency
query revealed that the word time (including times) was the 11" most
frequent word, occurring 723 times (1.02% weighted percentage).

Alex didn’t have enough time in class to prepare students for assessment
as he would have liked, while Don didn’t have enough time outside of class
to create assessment materials in the way he had planned. Don explained in
his second interview,

Unfortunately, when I last spoke to you I sort of spoke about the
vocabulary quizzes and so forth. And unfortunately I have only
been able to do one of those. And that is simply a time issue.
I do not have any time. I have about eight different courses to
prepare for each week. And I find to do that properly I do not
have time to make the weekly quizzes for this class.

Lack of time was viewed as a major factor that discouraged effective
assessment practices. Teachers attempted to overcome this problem in a
number of ways. Kaito used ICT to help resolve a lack of time in class for
assessment by having students email their work to him. Alex and David had
students complete a lot of the evaluation themselves, so that they had only to
check that the grading was correct. It was also a common practice to use the
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same assessment methods and materials in other courses, as a way of cut-
ting down on preparation time. If universities want to improve assessment
practice by making good use of teachers’ time, they would be well advised to
establish some kind of forum for teachers to exchange materials. Especially
when teachers have classes in a standardized course with a common text-
book and syllabus, they may be able to share materials and assessment tasks
easily. It was surprising that none of the teachers in this study had any kind
of forum for sharing assessment tasks and materials.

Concerningtheissue ofindependence, two contrary views were expressed.
Don wanted more collaboration with colleagues and more chances to share
materials and ideas, to help reduce preparation time and improve the quality
of the lesson content. Alex also desired a greater degree of coordination.
Alex’s university hadn’t done well at standardizing the scores given by
teachers. Therefore, grade inflation was an issue, as well as the lack of an
agreed-upon benchmark for achievement. This made it difficult for Alex to
assign the grades he thought were appropriate, as over the years students
would learn which classes had challenging standards, and avoid them.
Teachers with high standards would “get very few students, or somewhat
odd or misfit students, that didn’t really listen to their peers and find out,
and they just get surprised by how tough your class is.” Because of this, Alex
believed, “you can’t really have the standards that you want to have.”

A tighter control over the assessment practice of teachers, in Alex’s case,
would conversely give him greater liberty in assigning grades he thought
were appropriate. In contrast, Kaito appreciated working independently. He
said,

Basically, I'm free to teach anything I feel they should be learn-
ing. Also I can give any kind of assessments to assess their
learning abilities. So that kind of freedom is helpful. Yeah. I
never share this idea with anybody here, but I think everybody
is kind of on their own. Which I thought was kind of a negative
thing. But here, as far as these classes are concerned, I think
it’s positive.

Kaito could revise his assessment tasks, adding in an extra test and altering
the focus of other tasks, without having to follow a prescribed common
syllabus. This enabled him to be responsive to students’ needs and adapt
to the practical realities of the classroom. David also expressed concerns
about standardized assessment, arguing that if he himself makes the test, he
knows it is fair for the students. However, in David’s opinion
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if someone else makes the test, it’s like “Oh. Plus, I don’t know
if 'm supposed to be teaching — am I supposed to be teaching
this? I had to teach this, and I didn’t. So the students suffer. And
I'm responsible for their grades. So I have to pass them or fail
them. So it’s not fair for me, too.

Likewise, Mami saw the value in teachers having freedom. “Because the
students have their strengths and weaknesses, and each teacher has their
strengths and weaknesses, and it’s important that teachers do whatever they
are most comfortable with. I think that’s important.” It seems that course
coordinators need to walk a fine line between allowing teachers the free-
dom to be responsive to student needs, but also providing clear guidelines
concerning the goals of the curriculum, so that there can be constructive
alignment between the content of individual classes and the assessment
tasks employed.

Finally, one other factor that worked to discourage good assessment
practice was a lack of information. Hiro and Don were both teaching their
courses for the first time, yet were given very little information concerning
their students before the course began. Hiro stated:

Well, actually, before giving this exam for the first time, I had
no idea of the level — the level of my students, you know,
English proficiency. So, well actually, that was something I
worried about. Because when [ was preparing these articles, |
thought, “OK. Two articles. Too easy. Maybe half of them would
go, would fall asleep”. You know. So I gave them three articles.
But it turned out to be, you know, they didn’t have time.

So, in this case, that lack of knowledge resulted in the creation of a test,
worth 80% of the final grade, that most students were not able to complete.
In Don’s case, a lack of information led him to make poor decisions concern-
ing assessment materials and content. He said:

So my predecessor could have shared so many materials that
would have, not so much, well yeah, in some ways it might
have lightened the preparation. But it would have enabled me
to make better decisions. And I don’t understand why some
full-time teachers are not making this information available to
everyone. In particular, new teachers.
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Don had very little guidance even in how he chose his textbook, but just
decided based on a general understanding of the level of most first year
university students. Many teachers starting work in Japanese universities
are given little guidance in terms of syllabus creation and material selection.
Some of these teachers are able to use personal contacts or networks to find
out the information they need, but many are not. An assessment scheme
sends a clear message to students about what is important in a course and
where they should focus their effort. Moreover, student maturity levels and
motivational factors are of crucial importance when making practical deci-
sions about creating learning-oriented tasks and having students produce
and engage in feedback. If university leaders desire that teachers implement
assessment that promotes growth in learning, it is imperative that new
teachers are given as much information and guidance as possible, so they
can make appropriate decisions.

Conclusion

This study explored how six teachers’ professed beliefs and declared
practice can be viewed through the lens of LOA theory. When considering
the first principle of LOA, that of using learning-oriented assessment tasks,
teachers’ stated beliefs and practice can be viewed positively. These teach-
ers reported spending significant time and effort on creating a variety of
assessment tasks that were designed to be learning-oriented, engaging
and motivating. Much importance was given to authentic assessment with
a clear connection to the real world. The second principle of LOA, engag-
ing students with feedback, revealed more incongruity between belief and
professed practice. While acknowledging the value in providing detailed and
personalized feedback, there was some disillusionment expressed about
whether students could appreciate it or actually use it for improving learn-
ing. The third principle, developing evaluative expertise in learners, was
least aligned with teachers’ declared beliefs and practices. While self- and
peer assessment were viewed positively, they were not used extensively.
When it was used, students were not adequately trained in the process of
evaluation, and consequently it was not done satisfactorily.

Teachers are required to negotiate their twin roles of encouraging and
promoting learning, while also evaluating and judging that learning. This
is no simple matter, which can be made more challenging by the contextual
constraints of the institution and practical realities of the classroom. While
teachers may have beliefs about assessment which are positive and con-
structive, their practice of assessment can be hampered by external factors.
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The assessment beliefs of teachers in this study and the interpretations they
give to their assessment practice suggest avenues forward for educators and
policymakers seeking to encourage LOA.

First, providing teachers with freedom within institutional requirements
allows them to be responsive to the changing needs of the students. As
deficiencies in students’ knowledge and skills emerge during the course, as-
sessment tasks can be adopted and tailored to meet those needs, provided
that there is some “wriggle room” built into the system. This would mean
allowing teachers to have some control over assessment procedures and
content.

Second, lack of time is a major obstacle to learning-oriented assessment
practice. Schools would do well to consider how to free up time for teach-
ers to better plan and implement assessment, which could include reducing
heavy administrative responsibilities, encouraging collaboration amongst
staff, recycling previous assessment tasks, or reducing class sizes. Naturally,
some teachers prefer to work alone, so rather than mandating collabora-
tion, it may be sufficient to just provide the opportunity for those who are
interested.

Third, the great potential of ICT as a means of providing feedback should
be exploited, particularly in the case of casual or sessional teachers who
may not be on campus for much of the time. The use of ICT has undoubt-
edly increased as a result of societal changes springing from the COVID-19
pandemic, and it is hoped that any pedagogical gains in this area would not
be lost should classes return to fully on campus.

Acknowledgment

The data in this study were gathered as part of a much larger doctoral
research project into learning-oriented assessment, under the supervision
of Prof. Toru Kinoshita. His valuable advice and support are gratefully ac-
knowledged.

Paul Wicking is a professor at Meijo University. His primary research inter-
est is formative assessment, particularly as it is conducted in international
virtual exchanges.



Wicking 77

References

Azis, A. (2012). Teachers’ conceptions and use of assessment in student learn-
ing. Indonesian Journal of Applied Linguistics, 2(1), 41-52. https://doi.
org/10.17509/ijal.v2i1.72

Asaba, M., & Marlowe, |. (2011). Using peer assessment in the language classroom.
The Language Teacher, 35(1), 29-33. https://doi.org/10.37546 /JALTTLT35.1-4

Babaii, E., Taghaddomi, S., & Pashmforoosh, R. (2015). Speaking self-assessment:
Mismatches between learners’ and teachers’ criteria. Language Testing, 32,
1-27. https://doi.org/10.1177/0265532215590847

Becker, A. (2016). Student-generated scoring rubrics: Examining their formative
value for improving ESL students’ writing performance. Assessing Writing, 29,
15-24. https://doi.org/10.1016/j.asw.2016.05.002

Bennett, R. E. (2011). Formative assessment: A critical review. Assessment in
Education: Principles, Policy & Practice, 18(1), 5-25. https://doi.org/10.1080/0
969594X.2010.513678

Black, P, & Wiliam, D. (1998). Assessment and classroom learning. Assessment in
Education, 5(1), 7-74. https://doi.org/10.1080/0969595980050102

Black, P, & Wiliam, D. (2012). Developing a theory of formative assessment. In J.
Gardner (Ed.), Assessment and Learning (2nd ed., pp. 206-229). Sage.

Boud, D. (2000). Sustainable assessment: Rethinking assessment for the learn-
ing society. Studies in Continuing Education, 22(2), 151-167. https://doi.
org/10.1080/713695728

Brown, G. T, & Gao, L. (2015). Chinese teachers’ conceptions of assessment for and
of learning: Six competing and complementary purposes. Cogent Education, 2,
https://doi.org/10.1080/2331186X.2014.993836

Brown, ]. D. (2016). Assessment in ELT: Theoretical options and sound pedagogical
choices. In W. A. Renandya, & H. P. Widodo (Eds.), English Language Teaching
Today (pp. 67-82). Springer. https://doi.org/10.1007/978-3-319-38834-2

Bullock, D. (2011). Learner self-assessment: An investigation into teachers’ beliefs.
ELT Journal, 65(2), 114-125. https://doi.org/10.1093/elt/ccq041

Campbell, J., Quincy, C., Osserman, J., & Pedersen, O. (2013). Coding in-depth
semistructured interviews: Problems of unitization and intercoder reliability
and agreement. Sociological Methods & Research, 42(3), 294-320. https://doi.
org/10.1177/0049124113500475

Carless, D. (2011). From testing to productive student learning: Implementing
formative assessment in Confucian-heritage settings. Routledge.



78 JALT Journal, 44.1 « May 2022

Carless, D. (2014). Exploring learning-oriented assessment processes. Higher
Education, 69(6), 963-976. https://doi.org/10.1007/s10734-014-9816-z

Carless, D., Joughin, G., & Mok, M. (2006). Editorial: Learning-oriented assessment:
Principles and practice. Assessment and Evaluation in Higher Education, 31(4),
395-398. https://doi.org/10.1080/02602930600679043

Cheng, L., Rogers, T, & Wang, X. (2008). Assessment purposes and procedures in
ESL/EFL classrooms. Assessment & Evaluation in Higher Education, 33(1), 9-32.
https://doi.org/ 10.1080/02602930601122555

Cheng, L., & Wang, X. (2007). Grading, feedback and reporting in ESL/EFL
classrooms. Language Assessment Quarterly, 4(1), 85-107. https://doi.
org/10.1080/15434300701348409

Dam, L., & Legenhausen, L. (2011). Explicit reflection, evaluation, and assessment in
the autonomy classroom. Innovation in Language Learning and Teaching, 5(2),
177-189. https://doi.org/10.1080/17501229.2011.577533

Davison, C. (2004). The contradictory culture of teacher-based assess-
ment: ESL teacher assessment practices in Australian and Hong Kong
secondary schools. Language Testing, 21(3), 305-334. https://doi.
org/10.1191/02655322041t2860a

Davison, C., & Leung, C. (2009). Current issues in English language
teacher-based assessment. TESOL Quarterly, 43(3), 393-415. https://doi.
org/10.1002/j.1545-7249.2009.tb00242.x

Ewell, P. (1991). To capture the ineffable: New forms of assessment in higher
education. Review of Research in Education, 17(1), 75-125. https://doi.
org/10.3102/0091732X017001075

Ferris, D. R. (2010). Second language writing research and written correc-
tive feedback in SLA: Intersections and practical applications. Studies in
Second Language Acquisition, 32(2), 181-201. https://doi.org/10.1017/
S0272263109990490

Frey, B. B., Schmitt, V. L., & Allen, ]. P. (2012). Defining authentic classroom assess-
ment. Practical Assessment, Research and Evaluation, 17(2), 1-18. https://doi.
org/10.7275/sxbs-0829

Gardner, J. (2012). Assessment and learning: Introduction. In J. Gardner (Ed.),
Assessment and Learning (2nd ed., pp. 1-8). Sage.

Hernandez, R. (2012). Does continuous assessment in higher education support
student learning? Higher Education, 64, 489-502. https://doi.org/10.1007/
s10734-012-9506-7

Holstein, ]., & Gubrium, J. (1995). The active interview. Sage.



Wicking 79

Hui, S. K, & Brown, G. T. (2010, August 22-27). Contrasting teachers’ espoused and
enacted classroom assessment: Exploring Hong Kong Chinese teachers’ concep-
tions of assessment [Paper presentation]. The International Association for
Educational Assessment (IAEA) 36" Annual Conference, Bangkok, Thailand.

Jones, N., & Saville, N. (2016). Learning oriented assessment: A systemic approach.
Studies in Language Testing 45. Cambridge University Press.

Little, D., & Erickson, G. (2015). Learner identity, learner agency, and the assess-
ment of language proficiency: Some reflections prompted by the Common
European Framework of Reference for Languages. Annual Review of Applied
Linguistics, 35,120-139. https://doi.org/10.1017/S0267190514000300

Lopez-Pastor, V., & Sicilia-Camacho, A. (2017). Formative and shared assessment in
higher education: Lessons learned and challenges for the future. Assessment &
Evaluation in Higher Education, 42(1), 77-97. https://doi.org/10.1080/026029
38.2015.1083535

Matsuno, S. (2009). Self-, peer-, and teacher-assessments in Japanese university
EFL writing classrooms. Language Testing, 26(1), 75-100. https://doi.
org/10.1177/0265532208097337

Murakami, C., Yalvona, C., & Broudy, D. (2012). Turning apathy into activeness
in oral communication classes: Regular self- and peer-assessment in a
TBLT programme. System, 40(3), 407-420. https://doi.org/10.1016/j.
system.2012.07.003

Miles, M., Huberman, A., & Saldana, J. (2014). Qualitative Data Analysis (3rd ed.).
Sage.

Newmann, F. M., & Wehlage, G. G. (1993). Five standards of authentic instruction.
Educational Leadership, 50(7), 8-12. http://i3.cssr.us/sites/default/files/
Newmann%20Article.pdf

Nunan, D. (2004). Task-Based Language Teaching. Cambridge University Press.

O’Flaherty, D. (2015). Applying the benefits of peer assessment to the high
school English classroom. The Language Teacher, 39(6), 19-22. https://doi.
org/10.37546/JALTTLT39.6-4

Pajares, M. F. (1992). Teachers’ beliefs and educational research: Cleaning up a
messy construct. Review of Educational Research, 62(3), 307-332. https://doi.
org/10.3102/00346543062003307

Poehner, M., & Infante, P. (2016). Dynamic Assessment in the language classroom.
In D. Tsagari & J. Banerjee (Eds.), Handbook of Second Language Assessment (pp.
275-290). De Gruyter Mouton.



80 JALT Journal, 44.1 « May 2022

Purpura, J. (2016). Second and foreign language assessment. The Modern Language
Journal, 100(51), 190-208. https://doi.org/10.1111/modl.12308

QSR International (2017). Run a coding comparison query. NVivo for Mac Help.
http://help-nvl1mac.gsrinternational.com/desktop/procedures/run_a_coding_
comparison_queryhtm

Rea-Dickins, P. (2001). Mirror, mirror on the wall: Identifying processes of
classroom assessment. Language Testing, 18(4), 429-462. https://doi.
org/10.1177/026553220101800407

Rea-Dickins, P. (2006). Currents and eddies in the discourse of assessment: A
learning-focused interpretation. International Journal of Applied Linguistics,
16(2), 163-188. https://doi.org/10.1111/j.1473-4192.2006.00112.x

Reimann, N., & Sadler, 1. (2017). Personal understanding of assessment and the link
to assessment practice: The perspectives of higher education staff. Assessment &
Evaluation in Higher Education, 42(5), 724-736. https://doi.org/10.1080/0260
2938.2016.1184225

Reinholz, D. (2016). The assessment cycle: A model for learning through peer
assessment. Assessment & Evaluation in Higher Education, 41(2), 301-315.
https://doi.org/10.1080/02602938.2015.1008982

Restrepo, A, Aristizabal, L., Orozco, F,, Monsalve, S., Orozco, L., & Uran, M. (2003).
Assessing spoken language in EFL: Beliefs and practices. Revista Universidad
EAFIT, 129, 63-74. http://publicaciones.eafit.edu.co/index.php/revista-
universidad-eafit/article/download/924/829/0

Richards, K. (2003). Qualitative enquiry in TESOL. Palgrave Macmillan.

Saito, H. (2008). EFL classroom peer assessment: Training effects on rating
and commenting. Language Testing, 25(4), 553-581. https://doi.
org/10.1177/0265532208094276

Saldana, J. (2013). The coding manual for qualitative researchers (2nd ed.). Sage.

Sambell, K., McDowell, L., & Montgomery, C. (2013). Assessment for learning in
higher education. Routledge.

Samuda, V., & Bygate, M. (2008). Tasks in second language learning. Palgrave
Macmillan.

Seidman, I. (2006). Interviewing as qualitative research (3rd ed.). Teachers College
Press.

Turner, C. E.,, & Purpura, J. E. (2017). Learning-oriented assessment in second and
foreign language classrooms. In D. Tsagari & J. Baneerjee (Eds.), Handbook of
second language assessment (pp. 255-272). De Gruyter Mouton.



BEbREBEHOREIZI 2 =T —YavEENE
B D INRIFTEE —INBEADHEHTHIER
E_

Effects of Intercultural Experiences on
English Communicative Competence

and Learning Motivation: A Longitudinal
Study of Elementary School Children

HPaE

Yumi Tanaka
HEXF

Shiga University

AFEIE. FEBORLBRBRNRGEII 2 27— a VRN EHE DT AT TR
TR U7z, DL/INEBGBID2624 (BIMRIEREER324 - MSMRITREBR 1324 - MBSMREER
2L98%4) ZEMRIT, SERICEMD 227 « 2IVN—T A b EBED T OE ML %
TV, ERICEBHEEE S Zao /. ARERN S, WIMNEERBIL, JGEII 220 —
Ta VRN ENFERNEE DT M LI L I LN o, T, WAMRITREERIEZ. NFE
B DT Z2M LI E2 2 EMHENITR 5Tz, 6FERITIEMNOII 22— 3 VHE
TOFEEIEA U0, BRI K2 NERBEIE DT ANDOREITHA Tz, L
L. W OARNEED T OB OEZRUHERN S, FEDORLRER INETE
FEBR - WSMIRTTREE) 13, NHEMNEIE DT E2 &0 5 LRI, 6FRITIE, SEEFE
EPkk 2T 5 RN E &S, EROTEIC K > THE D 250k d 2 i D
Feniz.

This study examined the effects of intercultural experiences on English commu-
nicative competence and learning motivation of students studying at three public

https://doi.org/10.37546/JALT]]44.1-4

JALT Journal, Vol. 44, No. 1, May 2022

81



82 JALT Journal, 44.1 « May 2022

elementary schools in the Kanto region of Japan. The participants of this study were
262 fifth-grade students with and without intercultural experiences. The students
were divided into the following groups: those with experience of living overseas (n =
32), those with experience of travel overseas (n = 132), and those with no overseas
experience (n = 98). The Eiken Junior Silver Test was administered to the partici-
pants to assess their English communicative competence. In order to assess their
intrinsic motivation and extrinsic motivation including the constituent regulations
(identified, introjected, and external), a questionnaire was administered. The study
also included an identical follow-up procedure conducted after one year, when the
participants were sixth graders.

The results of the study suggest that regardless of school grade, students living
overseas for a mean period of two and a half years showed a greater gain in English
communicative competence than students without such experience. Specifically,
the group of participants who had lived overseas for the abovementioned mean
period showed statistically higher mean scores on the Eiken Junior Silver Test than
the other two groups. Although an improvement in test scores was recognized from
grades five to six in all groups, there was no difference in the mean levels of test score
improvement attributable to exposure to intercultural experience.

Regarding intrinsic motivation, the findings suggest thatin the fifth grade, students
with intercultural experiences (living and traveling overseas) had stronger intrinsic
motivation as compared to those without such intercultural experiences; however,
this difference disappeared in the sixth grade. Thus, it can be inferred that the effects
of intercultural experiences on intrinsic motivation do not last long. The effects of
intercultural experiences on extrinsic motivation also show that such experiences
(living and traveling overseas) increase identified regulation from grades five to six.
It can be inferred from this that intercultural experiences ultimately enable students
to envisage more clearly how to relate their English learning to their future goals.
These results also suggest that intercultural experiences stimulate the development
of children, as identified regulation becomes strong after adequate intrinsic motiva-
tion is cultivated at an early age.

Effects on introjected and external regulations differed based on the extent of the
participants’ intercultural experiences. Only the group who had traveled overseas
showed an increase in introjected regulation from grades five to six. Thus, it can be
inferred that the experience of traveling overseas promotes learners’ self-motivation
by leading them to compare their English competence to that of others who have
achieved higher levels. This inference is reasonable as the experience of traveling
overseas provides high intrinsic motivation similar to that of the living overseas
experience, but unlike the latter, it does not increase English competence simultane-
ously. Regarding external regulation, this study found that the experience of living
overseas increased the external regulation from grades five to grade six, whereas
the experience of traveling overseas decreased the external regulation in the same
period. The difference in these results may be due to differences in the degree to
which students are also engaged in supplementary education.
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Finally, the present study further provides examples of the effects of intercultural
experiences on the participants’ English communicative competence and learning
motivation from their parents’ viewpoint, using the questionnaire responses of the
parents (e.g., concerning what the participants said or did after intercultural experi-
ences). Based on the findings from the responses of the participants and their par-
ents, three implications relating to potential use of the intercultural experiences of
students in elementary school English education are discussed.

Keywords: communicative competence; intercultural experiences; motiva-
tion; public elementary schools; self-determination theory
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RFIRITIRE DB SACREBR DOV NEAEDIFEII 2 = — a VEE DT
EDIHREELS =S5 TNIHSNITRS TN, INEAEDTEGEII A = r—
a e EWGEEAE I T 2D T & BB RBRBN S L, fREE NS BUb
RERIC L 2B BB 215528 T, ERREDNED /N ERICB T 2R GEAF i
ESRN

KATHESE
INFEEDREGFII2 = —2 a2 GES)

INERRIT BT BAMEGEIG B E AN ERERN (LUT . ANEREHEE) O HZNE, 33220 —
2arERLHEMEEME L DRETOFER TH D CLEFIEA, 2018), JefThists
Batda&, COII2 = —a e hallEd 2EE LT, My 227 (2015
FEETIHRERMENDIER) & o7 FEN L ONT—- A, 2006a, 2006b;
Butler & Takeuchi, 2008; IL--1Z, 2007; RAt, 2014) , kT 2 =7 &3, SV EFEE
RIS U2 /NEERT ORET AN TH D, 702 X @I S IVN—hk) . O
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—IVR(EFR)D3DDT L —RRHD, MEWo/-HE5E2Z DIREICOHIZ D TE
B, REEIEERTERT S,

70 A TOFEFEDE LU X LTENELE, QWANARIIa=r—a i
BB R 2 &, HM T 5, | ZEEHEICIEIT M &2 HIET
5T ANTH 5 (HAREERE =, BHEEARRA, p. 6)s PIIVN—IZTOH EIETD
FiR /s ST AR R R A M E, HMET 5, UK LU TRBICNE
T%, Qi LERFEOLEZNONHE, ZOHICH D HEMREHET S, QL FET
OB EICRELERF D, | ZEEFREREICLEBKZEZROIILEGETI&
CODEW) BIE L =T AN TS (HAKEERE S, HBUEEARSA, p. 6). O
—IVRIFTORE AR TOE R FERCETIEACEREZHE, HBE T 5, 21
IR L TEBLEDIRE LD T 5, QFLFH-EFCNELHE, 0T OFBHR
IR, T ORI Z B L2 S 2R LD T 5, @5 DD DFE A ff
HTEWEGD, |EWolz, HIKZE, T 2ERDID) R, GOl EaHET
5T ANTH D (HAIEGERE =, HEARBA, p. 6).

BEHFAI 2 = —2 3 BESI EFIE

NEREIE B 2 T /o /INFEOIEII 2 2y — a Ve, RIS L Tl L
FTHEFEEEINTND ONMT—-RRN, 2006a; /NET—-2XA, 2006b; R, 2014),
WREST O L2 LRI, /NS — -5 (2006a) 23, INFAE AEENS
644508744 % M RITIT o T=HEN D D, HEDOFE R, 2R T A NERITIERE I
I, ESITHREN ENDTEITHERERNE Lo T\, £2, TR OARERIZIRE
DFER IO E R EXFEEAEREOREROENENSIEEHL TS, ITHIC
13, 3442 SR E LB N 5D, SEERMS6ERDICT O X TF A DS
SMNE USRS TS (Nishida, 2015) .

WREIERS )L N—2F 5722 Tl NN —- 2N (2006b) 28, F4ERETS B2 520
BINFIEAENSCLEEC541 BB RITHEZTN, JBEOREN ENBTEICT AR
RN LT HZEEHENT U, [FERIZ, Butler and Takeuchi(2008) 13, Z24E 12N
AT FRUNDF BRI T A NS RICHET ML TS, 11 (2014) 13,
BE R FRHIE DD B /NFRITBNWT, 6742 R B )L N—2fi>
a0 —2alBE oMU EHIET 2B ETo/2. TOME, KERETIT
TSNS 6ELE DRI T A MERD A LT 5 aelE 2457 L T s,

WEFER D —)L R2fo5F1mII Dm0, L1 (2007) 13, 3EAEMMS54E 4
804 Z M RICHREAI A= — a e h EEE DT OMBEZRHEL . ZBREDIFE
WENSEE (114H104) TH D L NIV OT AR (T —)VR) & N F Bk
DIFEDRICHIINTEDHBEAZERL TWD, — T, Jl#k- kT AME R (T o>
K3 )VIN—) EBEDTITABRIF E AL RN o Tz,

INBEDFRERENS, YA TR E LB a2 —a  REN. /INERE
WEEICPRWTHEN ENDTEIZH LT 20, ASNDIENDEELASNDEAELR
TES, —H T, TTWgE D2 <13, — W ICEEOBEICHFET A NEFEmLTLE
BT AW TEZ R L THY, 1004 2BAD R EE B MW 137
LNTWRW, Tz, B UERBRICEDIBEOII 2 = — a i DOFEFENEL
ALY ALY EN: ISV Ao N ARV AN
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HEHAI 2 = —2 a2 HES) &R AL FER

SATHIIETIE, FLEERBIC BN THEmR O 1R B8 N O AT E > TH AU 2EN 52
R E CTHW N E IS 2 = — a @8N a</a b 2 ENESNT
Z7=(Cummins, 1982/2001; F¥, 2006;: H5, 2016), ' TNSOFERIT. BAZENK
ZVVN, 4R T e DR IR I RN W RE I a = —2a v i &y
AT BEAICHDHZEERL TS, Fi# (2006) 12, RIETHAREZE>TNWTH
WREBICBNWTHRBEZ B SBE L FRIGED & EEE THE XN N0IE
O, 2EETHESEICBNWTAHEN 22D T 5, T E2016)1%. B -5
FBICBIT AT ANDRERINE DL E24EH TIE80% ., 3EHIZIZ100% DIEE
R/ BN, AN ZENREAENSENNDZESHHEIETT 5,

— 5T, IREHICIE. B TEE L SEORENASLNDENIHFERE RN
%, ELIIREFFOFEMRMEN G A PE SEICBIT )T I —RANMENE S
1%, SBT3 (Tomiyama, 2009) . EARMICI, HEFEEICBITHTE)TT2
—DERFITIL, SENSTEDFREE N TH 5728 (Cummins, 1982/2001) . UT
TI—RENMFEL TG ST, 2 REE O IMNGERBRICID S E-7-2ED
RT3 a R AIRERICERICE NI AR D B,

P Eg R oy

HOREHE L, BAMEOEGRO LN CEHE DT 2 NFE B DT LV R EhH
DFIZHHEL. BN THDIFENTIAFCEE DTSN, ZORERELTITEID
BN EEDLEEFRT DR TH D (Deci & Ryan, 1985; Ryan & Deci, 2002, 2017). I
R TIL, FETEZTOHDONELL, WRKEEDLZENTEDEHE DT T
BB, PlAIL, WHEBERZDZENBLWRENEITENS, ZONFEHEHEDITZ
A9 5WEER EHICIE. B AE T8 (F], 22F) PEWnEERR I mE TS
ZEMRIEINTWS (R - fifili - /N, 2008; #H- =i%F, 1985). BMIMICIZ, B
HNCARFEMENRE DT 250 TERE, mRFEEIITEE NAENHE L <> THHZD
ok LB TN EESCL THEREIITHRD I, 2017),

A IE I FE D <A FERI B D T, A DAV FEME R B D | J A ORI WA
WA SNZBRED T 289, &I AR D T, 3D DOFE (A —HrFRE,
B0 ANBYFAEE, SMAIFRE) I AL B8 E 315 (Noels, et al., 2000; Tanaka & Kutsuki,
2018; Yamaguchi & Tanaka, 1998) . [F]—fHEUFHEEIL, B ANICE>THEESH DGR
SNTWAHFENED 25T, Hl213, /STOy bl REE2FOMEL2HIEL
TWBREIL, HFEPENEREE X RHEBEERAHTENFETITRSTS, &
FEREITR LT R W, ZORREL T, EWEERRIZD RN S, ZO[HE—H
FIFREEIS. NFEMEE DT ER<MHBEL (M, 2010). 3 E0VH 20 H ST RN
HBDERATT 2728, HAMIBEIHE DT (autonomous  motivation) & /3 ¥AZ 415 (Ryan &
Deci, 2017),

O ANPIFAREIL, Bzl T 720, iE SO BN SERERE K0T 5720
ICEE D SN EE D 1T 245 9. HELL A2 9 IEE AR RICKZDE)
D5 TS0, HEDIMCHEEND 2. #2113, EKRICES/-0I12%
BT BRENRTEN, /INFREFEENSHRS 25 (B, 2017) . BBNIELLIN
TWR WA T B D VISR S IR, S0 B D ELR 2572 9 7201217
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SEHED T ZHET . E<ITNFEAER, REENSOFEEZITT <, MRz LT
MBS NDDTITEIZ LI TEE DI /2 ENEIT 5N D, LD AN FHEE S
FENL, BADREMEZE HEOINRITEN TN 720, HHIEIHE D (controlling
motivation) &7} 3315 (Ryan & Deci, 2017).

BV &

INFEAERIGELUZEIE DT OFEEICBN T, 6EENENERKED T 267 %
EFRRIENTEZ(L3E, 2009; Carreira, 2006a, 2006b; Carreira; 2011, #&JE, 2013),
Carreira(2006a) 1. /NE3FEAEFA A L LT, WREMEHED T, S ROENIED
T HIZBNT, 6FEENRBEVWIIEDITZ2H8 L TWzEME L TWD, 3FE4AE4
FEAE 6ELEDB L E LB LZIIEN S, BRI HEN END T ST B
DMK T T 2ZEMNHRIHEIN TS (Carreira, 2006b) . L5 1ZBE 9 2N FEM
DMK T T 2013, 228 —RICET 28O FICERN T 2E0ERMDH S
(Carreira, 2011). #RJ5E (2013) 1. S EREEENE EBR SR E 2B FE S 5 & THEA
MSGELEDEED T O F2/a<TIENTEDEEHL TS,

RICHIFES NG 28059 2 RHIRERE IS T0FrH N T EWAY, Nishida (2015)
INGEEAE 3444 % 1 G2 ICIED AR DFERT AR Z T o T\ 5, T DREHE, 24
Pl 13 B 720 ARIOHEIEITBW T, NFNEE DB LIZIan o7z, F7z. 550
D INFSAE A X BRI H C R E B i o 72 LE RO M A & 2 17 > 7= F 9E
513, FEATOEE DT EHBNICBIT 22 E R, KBS U B DB
EROEED T E TR HEFEH I TV 5 (Oga-Baldwin et al., 2017).

INEDFERNS, B DTIIHEICKD R D EE 2SN, HEWRFHEDE
BlE BB BLNIBWAEEN DS D, Tz, FRICTBUT DI EE L O
OREBRD B HEDOHIE DT 2L S B D feENH 5,

BED 1T LR

HENFICBW TR ERBRIIESHZ T IIEREIE L THESR SN DY, /NEED
SAEFESAE TS T 2D TICE E MR EE 52 5N IHSNITR> TN,
WINBTER B E BT DM B 0 </n <, MEIMRT TR R 13 E BR PR A7 D B3
ICEEE 52T NEWSIEND D (£, 2009; R, 2011) . —F5 T, MEIMHTERE R
DOEINVHEREFE NORLICEE L 52 55T 21D D (M, 2013).
Tanaka and Kutsuki (2018)1d, HARDEB/NARICHED EE 11282 M RICH R
EMRER AR A Lo /INER P R S SR QT E 2T, BN LRSS T T
HEEMIN TS HAGERE B EONFENEHE DN, ERERICBNTIE—E
THolzEREL TS, ZOEED T DK FRASNBNEREL T, EIBREKIC
13, WEEEMRFEE U TR SR ERRE R B NERE L. SRR AR R E O SRR 23 Tk
T DRI EE D T IIH AN S R BAEITNT T BT 5728, ZOMKRE SR &
EHGEE ARSI EITRINT HEFRIN TN S,
INSDFEATIHIEN S, BSUERBRDSNFEN B D T AT TEEL, —ET
1372< BEILOT WA B D, D720, RIFFE Tl WHEE DT DA T
1372<, JEEZ M DA (Rl —RRYFREL) A & D bk (B0 ANRIFREL) | f3E
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FENSDE M) I E D2 LB RIFHTHE L TR RIITIR EOEIK DT &
HISMITT %,

AFEDHEY

AWFFENL. KRB LS & O RO REBR (MR SR, Mo RITRESR ., o e
BRU)ICKARFEII 2 =y —2a EEE DT ANOEEEWSNITTHIEEHNE
%, BRIITIE, INEEDUAZ S Ve M E LT RGEAIa 2 —2a iR &
FEFE I T 2O T RSN, SEENSELEDIVERICENSNEDLD
ST 2N EEERT %, FOULIEBRIZEE ITI3MmINENTE R DN B & TN 208,
ARFZE T, BRIEICR 22 EDELITEH T 5720/ \ 5 - ALRH (2012) D5k
NOBE D FOUL MO 32 B E L TR L, RO —F 7T
AF a5 REMTT B,

(1) BEUEREBRICE S THERNS6ERDRFEII L= —2a RN DN
(B YASIOVIN

(2) BRI THEFEII T —a BN R 200,

(3)  EULREBRIC LS THRERNS6FEROEED T DAL 2D,

(4)  BUERBRICE>TEEDTIZR/Z 2D,

(5)  REENHIEEDRCRBRIC R 2EFEII 2 = —2 a3 Be ) E BBk
DT\ DEED BRI R BN

Jitk
ME /15 EFhie &

FE 1 F VL, BB H DN NFRSITED S A TH 5. IRDSEEEEZ
KRB LEIEL . 201847 I 1IRHOFRAEZTTV, 64 A 7257220194 7HIC
BEFRE ALz, PR EE RS CEE T 25 CEMPBEICS L
FZIRBEOSS, BMEHT NTICHEL TWRWEE, RFEENHAEUNDIREZ
A== 7 UIzkE 2624 (BF125%., T 13T8) i RELTZ, JERET A
b @ERY 2 27) e OVE R OB AT RIS 5 ABEOR 25 TERL. FAEH
3B CTHBIIC ATz,

FE S B DB SACRRERIL, 1 H LA EOWEINEAERRER D S 2 R #3244 . HEob ik
IHRRER I D DR 1324, WFINRBR NN R HE I8 THH 7=, UFIMNETERERN DD,
INDUBIMRI TR B 2 VR 1, ABFFED H M SHEINEIERER D 5 B #1204
U7z, WM TERE BN 8 5 VA B DM IR TE RIS 246 A Tho Tz, TELIT, 7 A
UN, 75T EERER., AFUA AR AVRRIT ., H—=F. 7=7, > Hik—
A4, HE, ROV, RMF A, FiE, 22— =520 RTHS, WIMNRITREND
BLRBEORRITRIE, T AU, AFVA, AYIT A RRI T A—ANTUT A<
—2 L HFY L EE, AR Y T, oarF T, ARV, BB, YT, HE, F
T3, 22— R XVL—3T . BINTAT.TTA T4 T R XA FH
B, O 7 THO, VHENSAHEOWINRITR RN D7,
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F/o, BERBRICE A ZED BRI ZESNCT B0, 24EH ORI {77
FIZHE MG E 2oz, RIS EZ2 B L CTREZFITIELTHL N, RiEH
WTEEICTHIA 2R A U7z, BRI, BSURBRIcBIT 28 oM, 3 hitik
W, WA R L R EOFR#EZ LT, SNEERBREBEO T EHDEESRLIC
T BB DONTRA DN I EDRERZ KA LTz, 2628 DD 5148 DIREF NS
[FIENBDo7z,

BRI OELICHERMICKDREZTo72. BARMICIE, FERESCIZED
WM IR E IEE I DN TR L, W EOWFIMRERDNT N D VR 3 D HEE 22T~
B2 DEERNEMNH DN DN T DERD D EHE 2 DGV EAR) 72k
BEIARL Tz,

FEHRGT

A% T o7 IR SRR K D2 2 213 TB0, R RN DIFEE 2B L
Tz, SRDNFRODE, ARIHEE B TAL 1R IE- SR
BT - SRR, SMEIREIE By 24 LTz,

HF
AT, LT ORFET ANEEE DT REZEH L,

FaHT X

BRI 27— a i NZRIE T AEOICEMRY 227 2 IUN—F R E A
Uizo LNIVEREL, SDIEE KBTI E LTz, 2B DT ANMIFE U2 )LN—1
NIV DIREER L=,

LA T BBV R E

FEESLINTH T 2EED T REL. BADOEB/NERICBW TR SINZED
W REZ@ ] L7= (Tanaka & Kutsuki, 2018), ZORE TR HERMMLET
MNIEVWIEMEEICH L CIEFEDOIEITERAZONBLNNS 15 EZ2 FARA
ZORDOIRNALR) INSTETHEDES B IO L THEIZE 2Rk, A E#
SR D BV (NFEIIEIE DV, Rl —HIERE . B0 A NEREE . AL ERE)
ZHE Lz, DT oINS OEE L, HEDIEIZEEZI 200K LN
NG (NFERERE D) | TLEZ MR T D&, BRIV ERITITIT 205 ([Fl— i3
) FEENTERNE, Mo TONENNS (D AN, BREIAPCBREA
MIRDIEEIN]EVIMNSE FLFER) TH D, 7ab., SEITHFFEEFERIC, 1B EDH i
2T 5720, FEFIIISDN s E2 RS2,

Vg

DAL, BI3DOFFEEFH L. £ UV —F VT AFa> 1 E220H 9572
OIZ, WEOIFET AR LT, BSUER S GEINHTERERD D . 1Mk TR SR P
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0, WS REBR TS L) X JEEET A (58K, 64EK) D g./xnmﬁf DI EAT
o7z KITVUY—F VT AF 2 3EAE T H72012, VHEOFEFEFEITH TS
DT LT, BSULRERR (SN EREBR D D | HESMRITHREBR DD | MBI EBR TS
L) X BT (NFER B DT, [F—1HAIFHEE, B ANBIFREE. SEH9F0E8) X 42K
(5K, 6 R) D= g.@(bbmn+ﬁo) T EAT Tz, RARIC, UY—F I T X
Fab5ENTT B0, fR#EER DI LT, K5 (2007) DSCAT (Steps
for Coding and Theorization) & ZZ |2 Hi&tT>72. BARKIZIL, (R#EFDHHIR
iz, FEEF1BRBIIDONEFRL T 2IVICT VAN LTANL, T
FOHPTHEE T AREFEMEWILENRM L, fIH L2 H I REFENEZ S VN A
SWNAZHIATHEBRT VAN O EELEHL . MR Lz KRR,
2007) . ABFZEIE. KBOEMPIFEL S 2D, BEEN RO TERDRAMEDK
O, BRI, EEEAI 22— a B WREREIE DT, A%,
B AR, 91»5’]nﬂﬁi)\b%?}{'ﬁ'éﬁﬁ453~f4’/7’éﬁ@ﬂ UZe HEEITE
TR BEM S NG, TVANDIROBERITIER U, KD
& KT AL, 3{.J\| HMICEE Lzl &z BRI E UThllt L7z, 7048
T%fa‘\ﬁ!oﬁ_fﬂﬁ 1T DMtz LTZ,

INSORMEREAT, LBORFREERT, VI —F VT AFa VAICRRZ
frolz. ZRIL. MEOHE B O AIFERIC, SCATICKHREE DT/ AL
A@fﬁ%%fﬁ%ﬁ&@u‘:'@\ @%ﬁ%ﬁfﬁ‘ﬁﬂ:bf;ﬁ%%ﬂﬁ?éit%%ﬁ@f:(‘)*)‘**3‘
JIAFar1n54). iz, SCATL iéﬁ*ﬁﬁ\b?ﬂﬂtﬂéﬂfjﬂiﬁté‘*ﬁaﬁ%ﬁfigﬁiﬂ
SERTHIET, REENAIRED BARR R B Z BT’ T, RoosnsH
AN AT L TR RLIR 2l s 7z (VT —F VT AFa25).

RS

9, WFET AMERO L EEAERERZE, BIOEEEREEZEN L (RIZH).,
SEEEIZ80 S LA L& m<, BERIC T B E64E RO AR BRI I IR AN RN AS
NI, BEEL T, FEET ANOFRE RO EE ERE T+ 208 THD., 71N (2012)
RO E | B EHIET L=, KIZ iﬂ%&oh‘TuF\'ﬁ D) fil S REUEAR 22 F O,
1EHEME S Y M2 TR Lt(i%zﬁ‘%ﬂﬁ) EHEMEIL, NAE G IEE MR L=, WHEE)
BV 4EE (o = 88, .89)4. [Al— A3 IEH (o = 68, 73) B ANHERE5TEH
(a =71, .63). SAHIFREL3IEH (@ = 64, .63) DO N\ 7 IV 778 H L. .70
L)L%ﬂwmmmwr NTOEBIZ63L EDfEEE ST DN —B R AL NS E
I LTz 2224 PRI ERER Y 22 S M2 3T LT, R TEE OFHBI 230X, NFEIIEIED T
NS R —RAIFREE (r = 37, .21)°5 B AU (r = 25, .18) . ZMAUEREE (r = 13, .07
) DIEIZAHRIN TG E D&M S, HE R EE MmO Z L 2R L7, He e
il PN NTEA LI N AN H CRE N R E S S5 L (Ryan & Deci, 2002), R
RIETHDNFEREHE DT NSRS S E— 1R EA OB N R HIE<, B AN
RUFEEE . SRR DIEIC ST E D EFETE STV % (Noels et al., 2000) .
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#1.
R BERNT BT DHLFET A N ES RO i SR 2 f VB - e i
54K
M SD Skewness  Kurtosis
SN 81.08 11.14 -0.52 0.07
HESMFTEREERAEE (n = 32) 87.13 11.63 -0.70 -0.48
HESMRATREEREE (n = 132) 80.32 10.80 -0.64 0.46
B R ER 72 UBE (n = 98) 80.12 10.92 -0.52 -0.01
64E K
M SD Skewness  Kurtosis
SN 84.12 10.38 -0.38 -0.22
HESMFTEREERAEE (n = 32) 87.72 13.16 -1.03 0.39
HESMRITREEREE (n = 132) 83.89 10.01 -0.44 0.29
HEI R ER 72 UBE (n = 98) 83.24 9.72 -0.12 -0.99
N =262
#2.
R P FERNC BT DEHE DT O E R 2=
54K
SAEREE EO AN [F—EE PFEY
Bk R DT
M SO M SO M SD M SD
SO 1.94 088 247 085 297 097 360 1.07

WESMFAEREREE (n = 32) 1.89 085 2.68 086 3.00 1.10 3.92 0.97
W FRATREBREE (n=132) 203 092 248 092 3.01 102 371 1.05

WS re R 72 U (n = 98) 1.84 082 240 075 2.89 0.87 334 1.08
6 X

SEJFEEE ROANR  F—4ER NFEH)

Gk AT O

M SO M SO M SD M SD

N 1.85 080 2.52 0.77 3.12 0.99 346 1.13

HEINAERREREE (n=32) 197 080 234 066 3.05 105 3.28 1.33
HEIMTRATREERTE (n = 132) 1.86 086 2.63 086 3.25 095 358 1.14
ISR 75 LB (n = 98) 1.80 0.69 242 067 297 101 335 1.05
N =262
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BERID AR OWEII A= —2a iBEHEZTOEL 2R T D720, B
(LR B M RTERBR DD M RITRER DD, MR L) X FEFET AN (54F
K. 6ER) OBERIEAFE O ETo72, TORR, ZAERITIFEET
V37207278 (F(2,259) = 1.37, p = 255, 77,2 = 01) . HaET A D EZRIL, 1% K7
(F(l 259) = 12.96, p < .001, 7 ? = 05) THETHY. SHEREDCERDIIET AR

%ﬁ\ﬁkbfb%;t’&n—bfmt(Il’?ﬁﬁ) F, BLREBRO B3 RIT5%K
E(F(z 259) = 4.65 p=.024,7 2= 04) THAETHYD, LEILKDRER, WINHFIERE
BRBEDILRET A M DN (M = 8742) WM RI TR BR B S VB RE B 7 LR D IR T A
M5 (M =82.11, M = 81.68) KD A ZICE N >7= (K25 ),

1.
FEXRPNTBIT BIGET AN GERT 2. 27) D L

%

100

80

60

-2 mfl"_f;{ k

10

20

BRI (42fF) BRI (42fF)
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X2.
REBNC BT HIGEET A (Pt 2. =7) FIMED Lk

%
100

80

X ¥ 60
IN

e 40

20

MM TR AR ERRE HESMIRA T AR ERTE HESMRR 2 LA

R OB DT E ZFER ORI ZRET 2720, B BIRER B D
0. BIMRTTREBRD D HESMERRS L) X B DT (WM O, [F—HrI5H
H IO ANFEE, ST X AR (55K, 64 0) O = B RIE & &l D73 B>
Wr&frol. TORR, ZROZEMLEMPARETHo/Z(FIZH),
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3.
ZERO ORGSR
Sources SS dfr MS F p n,°
Between Subjects
B RESR 16,70  2.00 835 319 * 0.043 0.02
A 678.34 259.00  2.62
Within Subjects
O 543.82 248 219.66 190.23 ** <0.001 0.42
O X 241 495 049 042 0.833 o
B R
e 740.41 641.21 1.15
R 1.24 100 124 200 0.159  0.01
R X B REBx 295 200 148 237 0.095 0.02
A 161.14 259.00  0.62
O XK 6.57 283 232 7.9 ** <0.001 0.03
LD X AR X B 727  5.66 128 397 ** 0.001 s

AL B
E=¥ia 236.90 732.61 0.32
*p <.05. **p < 01.

TROKZHNERERIRT D701, BMiZ AR OREZTIT o7, £ ORER. i
SMRAEREBRIE I BT DB O LAR R (F3,777) = 3.58, p = 014, 77 2= .01). 5Lk
TTREBRIFIC BT 2B DV SRR (FB,777) = 5.95, p = .001, 7, 22 po)icEnEn
BRENBSN, o, 5 RITIE, B RBRE B DT ﬁﬁ%ﬁﬂ}bmt
(F(2.259) =3.15, p= 044, 7 ? =.02).

B B RN R & 2 E IR OFE R, WM ERBREEO N FE MBI DTS4 K
INEEERIIE T 20, F—HIFHEEFEIIA BIC LR LU TWE(F(1,259)
=20.81, p<.001, 7,?=.07; F(1,259) = 23.74, p< .001, 7 ? = .08; F(1,259) = 6.01, p
=.002, 1 2= .02; (35 18)., WS R1T REBRRED N TR BIHE D13 & S I35 68 A
SEERICIE T L. MRS B0 AN A 21 5 LW (F(1,259)=
50.04, p < .001, 77, = .16; F(1,259) = 108.52, p— 002, 77,2=30; F(1,259) = 32.03, p <
001, 7 2= 11; F({,259) = 7.73, p=.006, 7,?=.03), F7z. SR :,t FULREBREN
FEEBETT HEENBLIF(2,259) = 524, p =006, 7,7= 04), #IMIHEREER
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In classes such as English for Academic Purposes (EAP) wherein the pedagogical
focus is on knowledge and competence required in academic settings such as aca-
demic presentation, what kind of feedback should teachers give to students about
their performance to socialize them into becoming academics? Studies investigating
students’ perceptions about the teacher’s post-performance feedback support the
necessity of the dialogical process for students to understand the teacher’s feedback
and to utilize it for their next performance. However, very few studies in the context of
higher education have been conducted to examine what constitutes effective dialogic
feedback, or how teachers and students actually achieve a mutual understanding
of the point of feedback in classroom interaction. Meanwhile, ethnomethodological
conversation analytic (EMCA) research on instruction from a professional to a novice
member of a community explicated the interactional process on how the point of
a teacher’s post-performance feedback is understood. The interactional feedback
practices performed by the professionals such as a senior archeologist or a master of
Japanese calligraphy described in those EMCA studies indicate that a professional’s
post-performance feedback can develop a member’s competence necessary for his
or her socialization into a particular domain of cultural activity.

EAP is aimed at socializing students into the culture of academic research (de
Chazal, 2014). So, appropriating the EMCA perspective of instruction from profes-
sional to novice in a community to investigate teacher’s post-performance feedback
in the EAP classroom will give insight into what and how teachers should give feed-
back to students about their performance. Therefore, the aim of this study is to ex-
plicate teachers’ post-performance feedback practices given for students’ academic
presentations in EAP classrooms through the microanalysis of actual EAP classroom
feedback practices from an EMCA perspective. The data used for this study were
based on the video corpus of 185 post-performance feedback interactions in EAP
classrooms of a national university and a private university in Japan.

Microanalyses of teacher feedback on student presentations in EAP classes at
Japanese universities suggested that making the students personally experience
the trouble source of their presentations makes the teacher’s feedback a catalyst in
the academic socialization of the students. In the case where the trouble source of
a student’s problem in his presentation was his or her lack of understanding of the
audience’s perspective, the physical representability of the audience viewpoint al-
lowed the teacher to reenact how she and the audience found the problem and its
cause. The teacher’s feedback was composed of replaying the problem, switching the
student’s perspective from that of the presenter to the audience, collecting the actual
audience’s agreement to her interpretation, and showing the exchange between her
and the audience member to the target student. Through the step-by-step feedback
practice to make the target student personally experience the trouble-source, the
teacher put the student into a sequential position where he or she was normatively
required to display how the demonstrated issue was treated. The real challenge is
how to make the trouble source of the students’ mistakes evident when it is about
an abstract idea, such as a lack of understanding about why a clear statement of the
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purpose is essential to a presentation. In such a case, the teacher’s feedback practice
involves students in a type of puzzle-solution sequence. First, the teacher presents
out-of-context talk to the students to make them confused; after the talk, the teacher
enacts what the confused students might have thought while they were told an
out-of-context talk and this works as a solution to the puzzle. The puzzle-solution
sequence is a way of making experientially accessible to the students the importance
of abstract norms such as making the aim of the presentation explicit. The lived ex-
perience becomes a catalyst for students’ academic socialization by constructing a
link between the goal behavior (i.e., correct performance) and the students, who had
lacked the insight into the importance of the goal behavior, which was the trouble
source of the issue with their presentations.

The findings of this study further show that the analytic method used in this study,
EMCA, is a promising way of representing the effective interactional feedback prac-
tices in detail. Of course, the results of this study do not represent the entirety of
post-performance feedback practices used by teachers engaged in EAP classrooms.
Future studies should examine a variety of teachers’ post-performance feedback
practices in EAP or ESP (English for Specific Purposes) classrooms so that a knowl-
edge base of pedagogically meaningful feedback practices is developed and made
available for the language teachers today to rely on when they teach classes where
the educational focus is not only the linguistic aspects of the target language, but the
content or academic/professional competencies.

Keywords: post-performance feedback, English for Academic Purposes,
professional vision, engagement, conversation analysis
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£ SBICRIT D HEOMIAZBIE L7Z %M THS (Bilmes, 1988, 2014), TA/ A
VRO —RFE T L DM BT AT —Y 0 Hd. Z25EOSENIREN  (FE3H)
LIRS RERIREENZ NIRRT 522 ER T B, FNENORFELIESEDIR
AN, HEATADREDMETEDIIICT+—T v SN, EOLIITINEIND
NEFNCHAZE T RKRMICE L TERBIMNICS 5EDBAENICH T 2H5EE-
IRBENNDOFEREHS NI T HIENTEDENETH D (Hutchby & Wooffitt, 2008
), TAJ A RO —WREED T — O E T THO ., AT AERERT
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24 T S THE222T: (0.5) *5 2D *fil>T

t iRt & 7oA EIFRAED iR R 5>
25 EESETL LD ZOREEL*

t ¥
26 TA: [heheheheh

27 Ss: [huhuhuhuhuhuhuhuhuhu #



124 JALT Journal, 44.1 « May 2022

fig

28 T: Zh)0 ()5 SHEDEDIZFETON>TNIDELIEZATLE () BT
HTC.
29 =11 HEHBEHRATITHAR. H (VESTETHATTZED
— IR
30 TEESTTEVWREDIDNCE S TLSBA TR TATLIZS N,
31 £(0.2)f#
ss fRES f
fig #X 9

PR 3 DM EAT 213, BER A ZOERTE THAEICHMMNA>TEEL TV, BH5E7 0
PV hEIFENNLERZBDTHS, tbiﬁnﬁé"ﬁﬂ &U\Oﬁ/‘fitﬁéc‘:u%ﬁ\b
IHED (1~ 217H). L LBERIB ST T IR EER7Z T ICHE 26T, %EE
DFERLUIZNBIEMOIETHOEFLEF ok, L5X%  (2~517H). L
75\ LEEMOZAEDFERIIH T LEENZFAES . DXL TR FHEN IS

BN ERFRY (61TH). K6 R EBD, MiZFNTNSEED 5 NPHZE
fbafiab‘@“ FHERICEDA THAEBON LRI EESDOHEEHZELL
TWD, BREIDFITENTTA— RN T EWSBETEB D ITHEFHEL TNDEE RS
N% 5 NBRIBERSIZNDI, HF: 2 TORMGAAEITH T 2R TOE E HIFHL
DOFERETZD, BRI E RS IR E R L TARMERRDIET, ED
FHEMEDIDITRE TRENEARPAMRDBDELIZIEITLDEEZSND, KIT
HEHI R ESY— > 2 RS LHWIRMEOBEEZAEICHAS (7T~ 917H). £
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TITEICIZON o7z A2BI2- ML THLIEVWIFREE TH DI DR AIZMMIZHNS
&1t (Bilmes, 2008) L. HHBA L DEEMEZE LT L LT, TLomhE. &
MHE TTTEVWYBZET, T—RN\vZD 1 DOFEREIES (9 17H). $:<0.3%
DN, BEINZZTTA— RN 7 EK DD EL TRENSDREZ R EDM SN DIG
BrfFoTNAIEERTHD, HAEVWIEVWINOE THA TILBREIEDZET, %
ENBETOFEITIEE T AZEZ ML THODEHIADIENTES, WTHITE X,
PR EC DA TWD A B HAID S 2 BN TWS R4S, B2 BRI 5ZE
HEAEHLR  (10fTH). TLTIHTHTHAMNI > THAIIIITLEL LD ERE
LEENSDIREZERD D, IZDNEAE RIS T2 8RNSO RIZHLTIE. 6
rH ERBRICF NS OBHRIZSISEIIRINT, K7 DEBD, HARD 52 FnT
TA—RNIIZB MU TNWBZEERTHEDMEABNEETHS (12{7H). FEP
FHEE L THRINEWZET T, RAEZBNHEEINFA TSI EEHWTHMEL T
WBHHREMEHH D, LU, IfTHTOR S, T L TETDROAIMDITANSIE, 74
— RN EWSEF TR U THRENF RSB EZET AU O TEINT 52
EERDTNBIEMD N D,

HE DN TWS HB I RAL OB BT 2 IO AT AN TOIREDARIE
IR T RL, BENZITEH TESICY—22H0, THRNRLSGESNTD (2) AT
(3) | D TECTLX.IE, ZENTNODFERE (TATH?)) ZHiH U (Park, 2018), &
DOFEFEOEMEZ M NG I TR AEICT:ND, SN HFEDE  (Goffman,
1981) &L T, #ERMNHGH L= F 30N OIS0 a HIl o AR 2 F T 5% EE
\HERRZATOTE T, M EEITRVINE RSB EIR L TNDHEFASD  (Stevanovic
& Perakyla, 2014 &% UNshino & Okada, 20185 ), ZD&—> T HA XD,
RIEDHIZFEEZBEFELLNS, (KHEHSNZHEORIZEE T 20 EMN, EnD
N RS2 R ENS R EHZHEL TS, LM LIATH. S EDRISZEE DT
12, BT &) EWSFHEETHH OEMEZZ I E%E/RL  (Heritage, 1984). [#ilA4
W EMNEFIRT HIEETET D, TOETHIZTH Y A ZRHBHL, BHO
DR THEID G ZANTNDREEIC, ZNEH > TWDha5, T Y AEN
ST ZAMEBITDNT, AN OFEROFFEETH /22 E1T 2L, E024
DTOAY 7 SDEMITH IR TWIRIND T2, T2T AT U4 LOEM TH DR
WD LN I EBFEIMRICE DA DR TN, 5T, HF AEWn
ST A, ZOHFRBIFERICHT 27—\ I ENIYARTH, INETDOIDF
FEOREBRENINRTD, RLBERDHDTH D, BRI T OZREZENH 5 L
EHOTNAIEEI4~ITR T ERR LR, oY LAENWDTZAT—XD 1
D, HIH LI LT ENHERITDONT, 16fTENS22fT BTN THED, [ OR
TSN | LEID DI ETHREERKRAD, $i<23fTHTD0.3W DRI, FAEN LB Z |
L CHHEIOHEICE EZRL TNEENDLDD, FEN RN SN BRI DT %
EILOXMRICR T LR BERDO Y — > NG LRI L TENERHFoTNWAIEERL
TNWBEFZAD1ZAD, EBRICHMIZ24THTHRD THY—2 2 D, FHEMNLELT
WEEHAZDTIEEL, D TES> T EINET TOHEEGOFRIIH LU TEIHAT
PH A2 RIE T2 EETTO. T L TO5BDMEE W, Btz Aoz
MATISGZORERA->TIEFHKE Lz ETHREDHZNE, LS/ TLLD ZOk;
S EENBNSFE T TS, 2024~ 25 THDOFEZ IR DOFH N LU THEAENFS
ILREEDFALAY > A (Du Bois, 2007) 2R3 InEEMHLEZHDTHD, LT
HEEMEOT T, BHEOZORESIE, H Y AMTDVWTEDENWIRIRICIKN ST 4.
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DFEDFHICH T BIRELES>TND, ENENSTHSTLED EFETIET, il
DFNIEIREHDENIFMAY > AR L, ERRICZIETHIZHNWTWZ5 A
DEELETA, TUTINET FZAENTW D 5 ADZAED D 2N TR
HZET (26°27F7H. LUK 8 BIR), RIUAY > A& IA LA LEL TnhbZ &
ERLTWS, O ETHEIFESY—> 280, [7205 1 EZNFETOSLDED D
HH)IFHEE P E Lz BT N3 —<X AR RET D-OICHWE#> THRT 5D
L%, [P TATIEIV EHEHDD (28~301TH). ZOKEDER., 11 AT TH
AENTNWDHIP CTHUADEELZENBEIO 2 MW THEZET  (K9), kiEx
ZFIEDEIEERL TS,

HWFE3TIE, 7THTIVI - T LY T—2a i UTHEE N R LUIZEMED R,
FEREEEMNFE L EDHEIRENTWS, THINZH /LT 22 EMN#EY)
THO, TIOTRHRNWHDIIREY/2HDE L THEHPNITIEZ B 1 ENWDZEE W HINT
HIEZDHR NI TEREREL TRAEBITHEELIATNTWS (Macbeth, 2000).
21X ET VD DHREARICMMOIRIEERNED (¥ L) ZEFEEICHBHLE
NEFBOZNZE#D D, ENHTT81L. 23THDILBRNR T EBOZITFTHLHEE
TEBICESTRE DI AN FHZNS R ELUTIR AL NS, @ W, bR T2
TERHOHEZITMEDIRRERDDNADEEIZEST, EZHNTETH
EHROEFEORTDIENTEDNENNIRESD (Antaki & Widdicombe, 1998;
Schenkein,  1978). LREHFTIITEERNS DT +— RN\ 7 | ELUTIES N ELT
ZDSNRO TN ENWD TE| T D <EEE LR OE M (Seedhouse, 2004
ZMR) ZIFHEL. WRINARZAEDNAEETEDY— 2 REL THREEDFRIT T\
B ZTLUTHANDIRE — —B5N2EZ2EOIDICHME T REN — — Z2HITHIRT
BT ZEOFTWIEFEHHBL. TOFOEELTHiHEINZAY > AU
FIET2ONLENONEHSNITHIEEFBAT. IHICAINEERZ2 WS
ETAETAIEMEEEL THIHSNDIDICT T A INTNWD, ZHUTHSRR
IMAAANL TN DFFEITH LT, BEEFCEERBTH B EN 27O EICk
0, ZEEBIZAMERSEOERBER TRICHSZHE L, BMICHEL TnDZE
R, B E ST AN AR ERIC N LTI TR NE, JHEHT R EF ) WD
AG L AEHAFTHIENT, BUREFREOHEMFRO R FEEETHIE, DFEDIHP
KTHHIEEITHIEITHO, HBALAD—HREEHIENTESZAS  (Gardner
& Mushin, 20172 18), ZAl3akfR S HEHZ M U CRENMREBR L2 &%, 28~307T
HTHIDSWEEZMWZERORBRE L T—MRI{LL (Bilmes, 2008). HMZIH/RT S
ZEEZEITEND TS, ZHUTH T D3TH TDUAZDZEAETZEOREEIE, o0
BERDOEND DEFEMEZHAEF CEICHEL THDEING, EIRADIEHTEDE
25, WRIZHEMAER TIC#ID 5] ENWITEITH LU TREIE L TRV T &N fiE
WHAEETH D, LD L. FHHEADEZAALE NS NT L BB IEBNGEET S
. BEREEIDDENDEEMDIT AT L TEY Ry 1327 THE<I &, ER
HEFBELESHEATRAN NI 4= ATA— RN\ EWIEBIEINRHEFHLT
WHENITE, DEVZDFEDHF THRMITALELTIFE 1 2EEL TWAEF A
57255 (Jacknick, 2021 UKasper & Wagner, 20112 ), E7=. ZOHFE 3 DRD
BERTORAN NN T+— 2 AT 4— RN\ 7T, TAWNEEZEDHEITDONT
RSN >Tl2ED7, IRATESZ0FEEH NI TWBAEAD, 20
AN ZELNITRNALEADIER, o TNDETZAZNEDESHL T TNz &
WA BN ZIUTH U TIENSH Y AOFENI N2> TWHZETT Il &
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RU, ZEEBICENREIS, EWDSROERDNTHN TN, ZODED P
3 THEM T2 > F LDFE I, EONZREY 2N T =< ADRAREL T
FELHIMNHICSRITDHIENTEDLERER>TNDIE, T UTHAID, 224
BB DORAR  INT 3= AT A— RN\ 7B L8 = LTz, AT
WBHIEZRTHDTHD, HY ADFHEEZ DI HIPIRIL T i)
TR AN RIT T &M, BENEZ DM 2 DFEDREY) 72 /)8T 4 —~< > AD
RISEIHTHD ., ZORBICHITAZEDOTE WM Z, #B: 3 TITZln s
fREHIE AWMU CTERITRBRESEHZE T, RAEICTOEENEZFEIETNS,
HifAZBUTHFENRERLETNEERBRIEEEIELTE, DEVHEMFOH A
DOEBZLUTEMFOMRESOMEFANEEZEBL TEMEAOHEILO 5%
BFERDHZER THERHT =R\ 1D 1 DOEBGIEES 25725,

iR O

AHFFEIEAPIZ D T, FEEHEEMIC L DFAENDIRAR N T —< > AT 4—RN
I MNEDIDITHLANL THNDZE TS DM R ANDHE LN EES N DD
HHSMMITHIEEAIRLIEDDTH D, MATAHELTDORARN /ST — AT
A—RNN TN, FEOHBALD /2B EY) /N T+ —< > AEREY D%
HT 5T & |2 S8 E LU TESKEET 20N RIT 2720, D FikE
LTI A/ A RS —HE 2R L. BADKZICBIT D EBROEAPEET
DRAR INT =X AT 4—RN\ 7% T —FELUTHNTUIZFRER, RO ENG 0
Sz, TIUL, FAETLBEOARBEY /NN T+ —< > AZHE L, 2IN6Z O EEE
BRI T DIITHHEITAEMANTHIET, BEIDOR A T HF— AT (—
RN 21354 O RO BL B TN 720D 5, ENWHTZETH 5.

AT CREMIR T AT o Te R DBEHI (HFE 2) T, BRI EEDO AR 728
T4 —< > ADRREE Z OB EIROY I 2R A el gEtEICEM L., T sE2 Y
ICHR USRS E 2T — RN 7275 Tz, A —F A T2 AR o #
FRENDY BN IR Al BE/R AR Y 72 /N T o —< > AD R REE L, ZhfiZN 24212 {a]
IMNARBEY) TREZNAHERONE, BOFRELICHET I 2RI,
BURDRAR N T A=< AT 4— RN\ 213, R/ 7+ —< > ADHE, F#
FRIMNEA—T 4 T2 ZANDOZEEDNE AN R, UL PR ED/NNT —< > ATkt
TEHF =T 4T A EDLORDIC KB IRFT TOE E B FHE DIER, EVVD—ED
TR ETHRIN TV, AT 2RFED R E DR b E O =L, B E
FEEMICBE 3 2 MBI L TR AEICEY IS E 2 BB T HZE T, HETS
OEFHOHFTHIHENIC, FAICHEE B EFEE ARSI 2R LET TV &
EA % k2 TOREORBEORELRHEEIL, BEIORA N NN T4—< AT 4—
RN K TN A =T 4 T ADBH &R L= &, DFEOAREY) /2N T 4 —
<X AR R AR L= 2R LTS, Goodwin (1994) T, & i 2 DN
FIMBIB O LITREFINWTRT IET, KERENMEED RDRELBONE R
TEDHEHEBEMEOH L TWEN, 2o F: 2 TIE., BAINZEDN BALEZ A
NEZ AT AL MO EZ RELZET BEDONTHF—F L AEES R LR
ENERHT DO OHMBHEBEEOH Lz, 55T EbHRDEAS,

RIZOMR G ELTZHF] FHoke 3) Tl BARAICHEBERTRE R, JOHISA) 7ML
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AMNEERE L CREY /RT3 —< U AR EEIL COWEBENIRAZHDT
Holz. BERELTORE (HRAREOEEN) ORINIK T BOETORES
PRIZHR 92— B2 AL BN 22 L2 0 S OWDR 7R B 2 15 5N oo T &% 20T
BT kR 2B 2 W TR 2 KBRS B 2 IO BT A Z AT T TV,
ML, BERE NI REN AT W= E S EMEZTE AL IRAE D7 nGEREZ Hi7e<
FEHLEWHITAZREIE LTI R T AZET, I T AMAEELEZLTHE
INEDIREZRT ZEEZBEMUML L Tz, T D LT, b\ DR % F BN R L4t
R TEDIIITT AL THIET, ELTHBLESEDONNT+—< 2 ATBITS
M, HDRWEEEGEDZ SR L THTEFMEF O RG22 E IR S, FCH
HEEAETHIEZRLERT TW -, IOLEERZBELZETOIREHNZY
FEIZT 21 EWHEETNS DENDIZ NS DMfFEEISHZEITRIL TWz, 22T
1, kEFDRREMN, R /N\T 43— > A EDHBET 500, EWHT Ea2E
T D= DDEBEELUTHRELIZES XA 5725 (Macbeth, 20002 H),

1 DEETREIENT. ok 2 EHF: 3 TOMH AT AN SN 7= 5 Tl
HEDTiD, FAENEMBLUIZREBEROT HT IV - TLET—aicBnT
Y7 /NT =< AELUTIEE | TEDINENIAH, EWHZETH S, EHimLET
A= RN AT 2B RN HEF R, FIAIEERM#ERI— 2D
ECRAMBERENIBITDIFE TR, NS T 4— RN\ OEZICET) 720
F AT THA L REA ST INTEDNENSTZRBIEICI> THEAEDHBINREIND
7Y (Lindwall, Lymer & Greiffenhagen, 2015; Ohman, 2018). 4 [0l R.7z K572 JeaE %
ETIHEE . RAN ST F— AT A= RN I ERD/INT 4—< > AL DRI DR ZE
MBRR/Z0MNBH D EN R THD, TR, 74— RN TN EBI#EY) 728
T4—RAETORDERMEL THRER > TNDDONERGEET 2DIIREE TH S
(Lindwall, Lymer, & Greiffenhagen 20152 8), OO D=8, Hil 2 NiE W) 75/37
F—X I AE L TR ENEY /N T —<X O AETERELTH, T4— RN\ Y
IMNERDINT H—X > AETOMIZH >k HE, PIZITEFEEBRENEHELT
ER U=t B HERTE W, L LS, JEDERM K I— A0 A4 2
BETOHRHE, T L TAR—YA—F TR EBERERETORAN N TF— AT
A—RN\ BT BHINETOWME (cf., Evans & Raynolds, 2016; Nishizaka, 2020)
ATRTIED, BEFAROEHMNS BT, NS REY /N T —~ > A 2O e KE%E
BLTHETHIET, FEHEOHEMEE TOHRDE S THHIEIIHEN
N2, BIET CORMRICEDHR AN NN TH—< AT 4= RN\ 713, SEHEISE
IMRIEL TSI 2B T — RN\ OBIROLHF EBEROMEEHIE T
4—R)\w7Z (Carless, 2013; Steen-Utheim & Hopfenbeck, 2019) DM AT 212K 25%E
BESHTENHRDIESD,

MEEH)T A= RN I8, —FFBIT DT 4— RN\ 7T K58 E DB AT K
TADRENSIRBEINZHDTHDHIEEEZDE, HH 3 DBEERINHWZRA
b XTF =X AT A= BN\ T E 3 EE OB REEE (Nguyen, 2007) DM
SHRBEHZDBDIZET A D, sl IETA— RN\ VI3 72 A ABET%  (Brown
& Levinson, 1987) T 579, “FHEDEFEBEMRIK T Z2H<I5EMNH S (Shividko,
2021 1R), $Ke 2 TN AR Y /2 /N T+ —~X > ABfTo 3 ERIEL L TN
DI U. $ke 3 TIRBHNIE D ENREY) /2 /ST +—< > ABfTol=DnzE
B/RL TR, BIDREWEEEZEH LIRS, EORAICHEERRFRETHE
T, EBRICAMZHRLUBNEWIREY) /2NN T4 —< > A% LIz FEDOT 1 A%
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ENHOTRETDHIEZBTTND, I5IT, BN U TR UL EITHL
THAREREZBIZENWELEFL TNED, ZOENWEHEL TrE>ZHI DR NG
KT 2HDT, BEDFAEDOMEITH LT TR, INSIIHAITADOEE NS
ATIET A—RNN I DR RET2 D EEFE T & TERE T & T BE 28D
O BEOFEEGNEFAEERITTA— RN DEREZRE LG I, Fofit
RADIBAENDEFHEHER D, MEEHR T — RN FiEEF 257259,
B®ZIZ, RO TIES BN AN DR AR X T4—< > AT — RN I
HHERSTZ20, FREAEIE L TIDDBOD LAHEI M. DN R TOR
HEIMLU TWAHEHMFELTO RENSBE LD T — RNy GTHZE ST LTz,
HHEARELZEAPIRE T — Y NITIZ LD RNWTFE R LR T RE 2 R T ICT5
B8, FBIEC RO IERE, WA EL TOTA— RN\ I EITo>TWAEH D
FELTWS, LML, R TOEMEE L TRINE Y 72/ 8 7 4—< > X TN
R 2o DIDN, T L TENS O H - R 72DNE BT 288, S51C
ZFOHEMEELTDR G2 ERITEENEIDIDITHHAITAZ AL THEES
5. EAPIR 2 BA D HABLHINCHETH DI LIS RO TREZBOTH S,
ZFL T MHEFAELTIHOND 74— RN\ 78 H TOEMARNTHiE LU TEAPH
HTHFEBENROENDRENZABTEN, TNS5DREN 2T /DD —4
EIRDBIEAD AN R UIZEDIT, TA A ROD—HEEEMMTIC K DT —HIT
HOWERMLT Y THROWIZER, TDE—HERDBDTHD, bHBAN. AW
TWDTZR AR T =< 2 AT 4= RN D AT 2% FIEDN, 2 TOEAPIEHIZ
BWTHEBEAENANDZAEDOZEMEBENEMHITTHRAN T F— AT 4—RN
VI FHEENDTENTIRN, TS DI TIE, JDZ<DEAPE/ZESP (English for
specific purposes) #ZHEICBITDIFEAEMDR AR /T +—< > X7 41— RN 7%
HITADHIEELTHON, T HIET, HENICERZ T A— RNy 7 EEOM
AN INTOKZENEFE LY, THTBIET, HBEDO S EEAEIE D A7
5T R EZHEMAMETCANRICE T 258 S EOHIEE T 22N 5DFEFEH
FBIWETHHENLD BRNREETTO TWZEITDRINDZEAS,

1. (S22 NI FHEFHAOA S M r—a TEVWESNTED., 201 %
—2a ORENEZOHFETHO> TY =BT LTS, EEDIIITH
ABHZEF. REYRRA TR =2 NEDIITHK T TEHENTDNT
Id. Ford, Fox, & Thompson, 1996% Z:1f).,

2. MEFAOHWEZRILNEDIIITHNOZ Y EEELINITDONT
1. Okada (2010) Dpp. 1649-1650D kw25 M,

3. 185EDBET—F DN, 154ETIIHRANNTH— 2 AT 4— RN T DHFT
i S O—F R OBEBR AN ANS N TWAGTENH 57z,

4. TAJ A ROD—MEFEMTIE N T IR ZE T —Z I LA T TH
I 2O TIIRL, T—FHENS BRZHEPNL TNSENI BERTHH
EREELEEITHBICHDEFT A D, L, TA/AY RO —HEFE5
FHZHMDO T FIEE RIS FREERZEGOMADRS MdHD  (Bilmes,
1988, 2014; Hughes & Sharrock, 200728, 7> T, Bl 2t LIRS E
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TR EOMRZEAT D7D HR LT AL L T A/ AV RO —
E’anﬁ MTE NS ZETIREY THY, EBENNETHS (Kasper & Wagner,
2011218),

#EE GLY T 25 B DHA)

I L TE<DOBERDIA N FEoEFREDHAIEHFHL LIF 5, &
WIEIXISPSEMEE JP18K 12450 T # T HBY Db DFFEAI 0 = — a AGFE~ND
H8H7 (— RN 7 FEDOETIVL | DB E 2 TITh Iz bDTH 5,

B W IE

B A AE (1 - 220l VORBRORFAHER . (RSB S 3 SUEWSER) ThD. Rt
P AWEE SRR ATAT h = e R L ThD,

51 SR
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Expositions

Language Education in the Era of
Digital Technology

Yuko Goto Butler
University of Pennsylvania

As the use of digital technology continues to increase, the types of communicative
competencies that are needed are also evolving. In this paper I focus on people born
after 2000 (referred to as the “digital generation”) and propose that the purpose
of language education is to assist learners to develop communicative competence
for this new era of digital technology. I argue that language educators should use
digital technology itself as a pedagogical tool while adapting it to learners’ own
linguistic behaviors and cognitive styles. Furthermore, I argue that communicative
competencies must be conceptualized broadly so that they can cover both verbal and
nonverbal elements. Given the advantages and disadvantages of digital technology,
the role that teachers and parents play is critical in helping students develop the
communicative competencies needed by this new generation.
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is used and, in turn, what counts as communicative competence in

language learning. For example, reading used to be considered as
an act of processing linguistic information from written texts. Nowadays,
however, reading often requires processing multimodal texts that include
nonlinguistic, audio, and visual information. Digital technology has also
changed the way that people learn languages. In Japan, for example, thanks
to a recent government policy—Global and Innovative Gateway for All
(GIGA)—tablets are provided to all Grade 1 to 9 students (MEXT, 2021). As
such, students and teachers are expected to use such digital technology, or
Information Communication Technology (ICT)?!, for learning and teaching.
Many rapid changes in language use through digital technology demand
new approaches to language education and communication.

The aim of this paper is to discuss how language educators should envi-
sion language education in the era of digital technology; that is, how can
digital technology serve as a bridge between the ways that people learn and
use languages, and how does digital technology affect people’s view of com-
municative competence, as illustrated in Figure 1. In this paper, therefore,
[ first illustrate how students currently use digital technology and discuss
potential differences in preferred cognitive styles between the digital gen-
erations and previous generations. Next, I address three core elements of
human language use—physicality (the roles of bodies), social interaction,
and emotion/affect—that language educators should keep in mind when
using digital technology for teaching and learning. Following my discussion
of these core elements, [ propose the concept of communicative competence
in the digital era, and I offer some pedagogical suggestions to foster such
competence.

Adolescents who grew up with digital technology have been referred to
in various ways, including digital natives, homo digitals, digital youth, gen-
eration Z, cyber citizens, and netizens (Hockly, 2011). I use the term digital
generation in this paper to refer to children and youth born after 2000. This
generation (and particularly members of this generation in developed coun-
tries including Japan) are presumably familiar with digital technology.

Q dvances in digital technology have drastically changed how language
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Figure 1
Language Education in the Era of Digital Technology (adapted from
Butler, 2021, p. 281)
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Language Use and Cognitive Styles Among the Digital Generation

Because the digital generation mostly grew up with digital technology,
these children and youth likely have unique linguistic behaviors and cogni-
tive styles, including their preferred ways of information processing, and
their use of cognitive strategies (Butler, 2021). Thus, to maximize the effect
of language education for this population, we must understand their digital
use and cognitive styles.

On average, the digital generation spends substantial time on screens. In
Japan, the Information and Communication Policy Research Institute (ICPRI),
a governmental agency, releases statistics on citizens’ media use every year.
According to the most recent report (ICPRI, 2021), Japanese teens preferred
the Internet to TV (i.e, real-time TV watching). The most popular Internet
activity in 2020 was watching videos, followed by using social media; Japa-
nese teens spent an average of 90.2 and 72.3 minutes, respectively, on these
activities each weekday—and these times increased during the COVID-19
pandemic. They regularly engaged in multitasking such as doing homework
while listening to music and checking social media. Similar tendencies have
been found in nearly all other developed countries (OECD, 2019a).

Twenty years ago, Prensky (2001) proposed that the generation of people
who grew up with digital games—or what he called the game generation—
may have different cognitive styles and preferred strategies compared to
earlier generations. According to Prensky, the game generation is much
faster at processing information and is skillful at processing multiple infor-
mation inputs simultaneously. Graphics are not subordinate to text for this
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generation, unlike for previous generations. The game generation prefers
to be connected to others, such as their peers. Prensky also suggested that
members of the game generation are much quicker to master new technol-
ogy and that they do not make a clear distinction between play and work.
One can argue that Prensky’s proposal oversimplified and perhaps even
sensationalized children’s attitudes and behaviors, but the idea of potential
differences in cognitive style between the game generation and previous
generations is worth considering.

Today, social media is a major communication tool for the digital genera-
tion. Compared with earlier generations, the digital generation is increas-
ingly fond of using certain types of social networking services (SNS), such as
YouTube, TikTok, and Instagram, that rely more heavily on videos and photos
than on text (ICPRI, 2021). Their preference for graphics over texts may
have become more prominent. They are also accustomed to always being
connected to other people through SNS. For teens, social media remains a
major source of news and other information. They prefer to use SNS because
they can access information that they want to know (Watanabe, 2019), sug-
gesting a possible danger of accessing information in a biased fashion. In
doing so, they may miss the opportunity to access diverse views and counter
perspectives. It is also concerning that students who spend greater time on
SNS tend to pay less attention to the credibility of the information source
and accept information less critically (Tsuzuki et al., 2019).

The language that is often used in SNS is called text-speak in English and
uchikotoba in Japanese. Both text-speak and uchikotoba are creative (to
make texting efficient) and playful languages, full of initialisms, blending,
shortening, and substitutions. Although English text-speak tends to play with
sounds, Japanese uchikotoba tends to play with letters and orthographies,
reflecting their respective orthographic systems. Messages are shorter and
simple in structure and often exchanged at the word and phrasal levels.
Emoticons are also frequently used in SNS, along with text or in place of
textual information. Language in SNS can be considered a visualization, with
unique characteristics, of spoken language (Butler, 2021).

Concerns have been raised about the excessive use of SNS and the po-
tentially negative influence such usage might have on children’s physical
and mental health (e.g., Hansen, 2020) as well as academic achievement
(e.g., Arai, 2018). However, the impact of SNS use on the digital generation’s
text-based, traditional literacy development is inconclusive at this point.
Empirical studies, mostly conducted on English text-speak in the context
of first language (L1) development, have generally shown mixed results; it
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remains a matter of “Gr8 Db8” (Great Debate). When it comes to children, al-
though long-term use of SNS tends to be correlated with lower literacy skills,
the use of text-speak itself can lead to higher phonemic awareness, which in
turn can contribute positively to literacy skills. Children with higher literacy
skills tend to create and/or process text-speak more efficiently. It looks like
there is a positive, spiral relationship between the use of text-speak and
literacy development among English-speaking children (e.g., Coe & Oakhill,
2011). Potential positive effects on children’s phonemic awareness may be
largely due to the characteristics of English text-speak; one needs to have a
sophisticated phonemic awareness to get the most out of text-speak. Little
is known, however, about the impact of Japanese uchikotoba on the Japanese
digital generation’s literacy development. Considering the characteristics of
uchikotoba, it might not be reasonable to expect it to have the same merits
for literacy development that English text-speak has. In contrast to research
on children’s literacy, studies of college students tend to show either no
or negative effects of SNS use on literacy, even in English (e.g., Rosen et al,,
2010). This might be because one may need sufficient exposure to academic
texts to develop high levels of literacy skills in academic contexts, but the
relationship between the use of SNS and access to academic texts is unclear.
Moreover, given that we are in the era of abundant digital technology, it is
reasonable to question the validity of the traditional literacy measures that
were used in these studies.

The digital generation’s reading habits are also changing as more digital
texts become available; they increasingly prefer to read on screen (Butler,
2021). Based on recent meta-analyses (e.g., Clinton, 2019; Singer & Alexander,
2017), the mode of reading makes a difference in comprehension, depending
on conditions. For example, at least at this point, reading on paper has some
advantages in terms of comprehension when reading long texts (longer than
500 words for English texts), when reading expository texts (no difference
in narrative texts), and when the reading requires critical and inferential
thinking. Print reading also helps the reader to encode specific details and
to self-evaluate their comprehension. As the digital generation gets more ac-
customed to reading on screen, however, these tendencies may change.

Furthermore, digital reading is often accompanied by unique attributes
such as hyperlinks and visual and audio information. Hyperlinks can be
useful and potentially promote autonomous learning, but depending on
how they are structured, how readers use them (e.g., how often they click
them), and how many cognitive resources readers have, hyperlinks can be a
distractor for comprehension (DeStefano & LeFerve, 2007). With respect to
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reading speed, print reading takes longer when reading texts only, whereas
digital reading takes longer when the texts are accompanied by visual repre-
sentations (Clinton, 2019). These findings suggest that the meaning-making
process when print and visual representations are combined may be differ-
ent between reading-on-paper and reading-on-screen.

To maximize digital technology for language education, understanding
technology’s pros and cons is as important as using it properly and strategi-
cally for a given purpose. If students are immersed in information-heavy
digital environments without effective strategies, they may find it difficult
to construct the accurate meanings that they need from the information.
Critically, there seem to be substantial individual differences in multimodal
processing among members of the digital generation, although the details
are still not well known (Butler, 2021).

Important Elements of Language Use When Using Digital
Technology for Language Education

As noted above, the digital generation is heavily involved in activities
using digital devices and, therefore, they may have distinct cognitive styles
and strategies. However, in Japan, the digital generation does not use digital
technology for academic purposes as much as their counterparts in other
developed nations (OECD, 2019b). Greater use of digital technology for
academic studies is urgent and indispensable, but it needs to be carried out
while attending to the roles of physicality (the role of human bodies), social
interaction, and affect, given that these three elements are the very basis of
human language communication.

First is the importance of physicality, or more precisely the role of human
bodies, in language use. When people converse, gestures, back-channel
behaviors such as nodding, and eye contact are all critical components of
communicating a message. In fact, one theory claims that language evolved
from gestures (Corballis, 2009). Although substantial individual and cul-
tural differences in the use of gestures and back-channel behaviors exist,
it is known that if people are restricted from using physicality, they feel un-
comfortable, and their work productivity decreases (Bailenson, 2020). For
example, consider what happened during the COVID-19 pandemic, when
millions of people moved their meetings and classes online. Many of them
reported feeling easily tired or uneasy during these virtual gatherings, per-
haps because people in online interactions often have insufficient access to
gestures or back-channel behaviors, especially when they mute their audio
and/or turn off their video functions (Bailenson, 2020).
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Human bodies play an important role not only in oral communication but
also in reading and writing. People can enhance their memory by writing
things down by hand, for example. When reading on paper, people often
manually prepare pages to turn efficiently (e.g., sticking a finger between
pages), and the position of the hands often plays a role in guiding our eye-
sight. In other words, hands can play an important role in the effective use of
cognitive resources (Shibata & Omura, 2018). Because people read texts not
only with their eyes but also with their hands, digital technology for reading
and writing should not interfere with people’s use of their bodies.

Second, social interaction is central to the implementation of language
activities. Babies and young children do not pick up much language (either
first or second language) by merely watching videos or interacting with digi-
tal books. Verbal and nonverbal interactions with parents and other adults
using and engaging with the videos and digital books are critical for young
children’s language development (Butler, 2021). In other words, human in-
teraction is essential in order to help children develop language using digital
technology. Therefore, when using digital technology for language learning
and instruction, it is important to ensure a sufficient number of high-quality,
two-way interactions.

Another important basis of language use is that people use language not
only for transmitting information but also for expressing the third element
of communication, sharing emotion/affect. Infants exhibit their ability to
empathize with others as early as 12 months of age if not earlier (Decety,
2010). It may be that digital games and SNS are attractive to the digital
generation at least in part because such tools encourage them to express
their emotions (e.g., joy, excitement, desire) and allow them to share their
emotions through verbal and nonverbal exchanges. Currently, artificial
intelligence (Al) researchers try to better understand human emotion and
incorporate it in designing Al technology. For example, social robots that
can respond to emotions have been shown to enhance children’s language
learning (van den Berghe et al,, 2019), and in similar vein, other language
researchers have identified that having positive emotions can facilitate
learners’ language development (Maclntyre & Gregersen, 2012).

In summary, the essence of language use lies in physicality (the use of
human bodies), social interaction, and emotions/affect, and it is important
to use digital technology in ways that it does not restrict their roles in lan-
guage learning and communication.
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Communicative Competence for the Era of Digital Technology

What kind of communicative competence do children need to develop in
the era of digital technology? As digital technology advances, communica-
tion is increasingly carried out in a multimodal fashion. For example, when
people read online articles or e-books, they often process the text along
with audio and visual information; reading has become largely multimodal
processing. The boundaries between verbal and nonverbal activities are
increasingly blurry. In light of this situation, I propose that communicative
competence for the era of digital technology is a competence that is neces-
sary for multimodal communication, primarily through language but not
limited to language. Moreover, it should be a competency that resides in
social relations as opposed to individuals in isolation. Therefore, it is a much
broader concept than the traditional conceptualization of communicative
competence in applied linguistics. As shown in Figure 2, my conceptualiza-
tion of communicative competence in the digital era consists of a knowledge-
based component—what I call basic linguistic knowledge—and the abilities
to use such knowledge autonomously, socially, and creatively. Importantly,
these abilities are not compositional; they are not independent and separate
abilities. They focus on different aspects of our communicative competence,
and they are all interconnected.

Figure 2
Communicative Competence in the era of Digital Technology (Adapted
from Butler, 2021, p. 291)
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Basic linguistic knowledge refers to foundational knowledge about how
language works, including knowledge of phonology, morphology, lexicon,
syntax, semantics, pragmatics, and sociolinguistic knowledge of how the
language should be used in given contexts. Readers may recall Canale and
Swain’s (1980) conceptualization of communicative competence as com-
posed of grammatical competence, sociolinguistic competence, and strategic
competence. My conceptualization of basic linguistic knowledge has some
overlaps with Canale and Swain’s grammatical competence and sociolin-
guistic competence, but not strategic competence, because, as McNamara
(1996) pointed out, strategic competence—“coping strategies” (Canale &
Swain, 1980, p. 31)—should not be considered knowledge. Traditionally,
language education in schools in Japan has primarily focused on develop-
ing basic linguistic knowledge. Granted, the value of developing linguistic
knowledge is unquestionable, but knowing how a language works does not
make a learner a sufficient user of that language. Thus, learners need to
develop the abilities to use language autonomously, socially, and creatively.

Using language autonomously refers to being able to manage and control
one’s language use by efficiently processing vast amounts of information,
purposely selecting necessary information while understanding the inten-
tion of the authors and comprehending and analyzing it from a critical
perspective. These abilities include not only language processing but also
cognitive and metacognitive processing and strategies. The internet has a
massive amount of information. Some information is fake, and other infor-
mation is useless if not harmful. Blindly relying on digital technology can
have potentially negative impacts on language development and cognitive
functions. This is why the autonomous use of language is important.

Although empirical research remains limited, a substantial gap in the
autonomous use of language among the digital generation has emerged.
For example, Paracha et al. (2018), an eye-tracking study conducted among
Japanese college students, found that the students with high proficiency
in English tend to be good at skimming the entire text and fixating on im-
portant parts, such as keywords, while quickly going through unimportant
parts. When nonverbal visual information is available in the texts, they
glance through it and fixate on relevant parts but ignore irrelevant and
unimportant parts. In contrast, the study found that students with lower
proficiency are not good at skimming through the texts. They obtain only
the limited information that they happen to access and cannot selectively use
relevant nonlinguistic information. The focus of Paracha et al. (2018) was
foreign-language processing, but one may expect that similar differences
would be found in L1 processing.
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Social use of language among the digital generation refers to abilities
to enhance knowledge and skills in time-free (e.g., asynchronous email
exchanges) and distance-free (e.g., Zoom meetings) interpersonal spaces
through language, while at the same time building useful networks. Existing
communicative competence models used in language education, including
Canale and Swain’s, predominately perceive competence as being inherent
in the individual. In the increasingly digitalized world, however, people are
expected to share their linguistic and nonlinguistic knowledge (e.g., knowl-
edge about the world) with others and to build new knowledge through
interaction. In digital space, you may need unique skills that are different
from the skills in the analog, or physical, world. For example, you need skills
to efficiently communicate with Al agents who may not be very cooperative
or to communicate with other people while using and differentiating among
multiple avatars.

Theimportance of developing abilities to work efficiently and collaboratively
in interpersonal spaces can be seen in companies’ job advertisements. Rios et
al. (2020), for example, analyzed 140,000 job advertisements in the United
States and found that the 21st century’s most desired skills in the labor
market included oral communication skills, written communication skills,
and collaborative skills. In essence, companies are looking for people who can
be productive in communicating and collaborating with others. These skills
are different from the desired qualifications from previous generations, such
as self-management skills, professionalism, and leadership, which are mostly
individual-based qualifications.

Finally, being able to use language creatively refers to abilities to rebuild
or reorganize existing knowledge (primarily based on basic linguistic
knowledge) and/or to apply existing knowledge in a new communicative
context. This process is mainly conducted through language, but the target
information also includes nonverbal information such as video and audio.
Importantly, for using language creatively, basic foundational knowledge
is indispensable. As mentioned, school-based language education has
traditionally focused on developing basic linguistic knowledge, but more
direct supports are necessary for students to be able to apply this knowledge
in a new context using multimodal tools.

In sum, communicative competence needed for the era of advanced digital
technology, in my view, encompasses the abilities to use language autono-
mously, socially, and creatively, based on a foundation of basic linguistic
knowledge. Importantly, such knowledge and abilities do not exist in isola-
tion but are interconnected and, as such, influence each other. My proposed
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model of communicative competence for the digital era is not a theoreti-
cal model because it cannot be tested in its current state of development.
Instead, the model is a conceptual framework that is a work-in-progress
meant to foster vital discussions about the development of communicative
competence models that are suitable for our digital world.

Pedagogical Suggestions

How should teachers assist students in developing such communicative
competence while taking their digital knowledge and experience into ac-
count? The fast pace at which technology advances makes it difficult to offer
concrete examples that will still be relevant in the coming months and years;
however, below I suggest a couple of examples from primary school English
lessons.

Self-introduction is a popular activity in Japanese primary school English
classes, but it does not seem to be a very exciting activity for children be-
cause they already know their classmates. But changing the format of self-
introduction from face-to-face to video-based can make the task far more
engaging for children. Intervention studies, such as Pinter (2019), found
that children often creatively incorporate various visual and audio informa-
tion in their video tasks. Knowing that they would receive feedback from
their peers and parents on their uploaded video self-introduction, the chil-
dren showed strong motivation to make a better video, and they repeatedly
practiced their presentation. It is well known that task repetitions enhance
students’ language development (Bygate, 2018). Importantly, in the video
self-introduction task described above, the children autonomously repeated
the task instead of being told to do so by their teacher. To facilitate children’s
collaborative skills, teachers can make the self-introduction a paired task
that incorporates peer feedback.

Creating an e-poster can be another creative and enjoyable task for pri-
mary school children, and the product can be used as an assessment (i.e.,
e-portfolio). The e-posters shown in Figure 3 were created by students in
the classroom of Ms. Sahashi, a primary school English teacher in Japan who
kindly shared her practice with me.
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Figure 3
Primary School Students’ e-posters (Sahashi, 2020)?
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We use our mouths to eat delicious deserts!
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We use our hands to draw a nice drawing.

e

We use our legs to run in the playground.

| found myself in America at
“Amon Carter Museum of

American Art". ancigee af Loegion of

The artwork is called
“Alice Vanderbilt Shepherd”.

The sotuck s called T purtrat of 0 Loy 3

In Ms. Sahashi’s class, primary school students used Google Pages to create
e-posters. They used Google Art and Cultures to identify a famous portrait that
resembles them. Using this app, along with self-portraits that the students
drew in their art class, they expressed themselves freely and creatively using
English words and expressions that they had learned in class. The posters
were shared among classmates and parents. Some students voluntarily inves-
tigated the portrait and the museum that owns it. According to Ms. Sahashi,
this task increased the students’ sense of affirmation as well.

For older children who already have a certain degree of autonomy in learn-
ing, teachers can ask them to develop English-learning tasks for themselves.
have asked Japanese sixth-grade students to design digital games for learning
English vocabulary in groups (Butler, 2015, 2017). The children incorporated
various game elements that were considered important for language learn-
ing in their designs, such as giving instant feedback, visualizing learners’
improvement, incorporating graded challenges, creating “unexpected” events
(e.g., accidents) to motivate learners, and so forth. This task was a wonder-
ful opportunity for children to reflect on their language learning and to set
their own goals, which enhances metacognition. It also helped teachers better
understand the students’ knowledge and experience with digital technology.

Although many possibilities for incorporating digital technology into lan-
guage classrooms abound, educators also need to keep in mind some serious
concerns endure.  will highlight three such concerns. The first concern is about
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unequal access to digital technology. Fortunately, thanks to Japan’s GIGA School
Concept Policy (MEXT, 2021), gaps in access to digital technology will soon
become less of a concern in Japan. However, gaining access to digital devices
does not guarantee that students will efficiently and effectively use the informa-
tion they access through these devices. Therefore, the second and more serious
concern is the gap in the quality of students’ use of digital information—in other
words, how efficiently and effectively they use digital technology for their aca-
demic work. As noted above, substantial individual differences in how well the
digital generation strategically identifies and uses relevant information through
digital technology to develop knowledge and skills for academic settings. The
third concern—and one that is as serious as the second one—is how students’
personal data is used. The evolution of digital technology has made it easier to
collect vast amounts of data about individual students’ learning processes and
outcomes. In some countries, such as the Netherlands and Malta, students’ data
are collected during their school years and later used to construct a life-long
learning history database among citizens (QA Updates, 2017). Despite the fact
that such educational data can improve the quality of teaching and advising
students, many ethical questions persist: Who owns and/or can access the per-
sonal data? How should it be managed? Is it securely stored? Such ethical issues
lag far behind the evolution of digital technology and require urgent action.

Conclusion

The purpose of language education in the era of digital technology is
to assist learners to develop communicative competence by using digital
technology as a pedagogical tool along with these learners’ own language
use and cognitive styles. Given that the essence of human language use lies
in physicality (the use of human bodies), social interaction, and emotions,
educators should introduce digital technology to learners in a way that does
notrestrict these three important elements. Language educators should also
consider issues of equity and privacy. The era of digital technology demands
a new and broader conceptualization of communicative competence—one
that is flexible enough to incorporate both verbal and nonverbal elements.
My proposed conceptual framework for communicative competence in the
digital era is grounded in basic linguistic knowledge but also encompasses
the abilities to use language autonomously, socially, and creatively; this
framework is meant to serve as a starting point for future discussions.

Digital technology will play an increasingly important role in helping people
enjoy their diversity and individual uniqueness. At the same time, using digital
technology comes with the possible danger of moving towards standardiza-



150 JALT Journal, 44.1 « May 2022

tion and deindividuation. Furthermore, despite the possible benefits of using
digital technology to expand human cognitive functions, if digital technology
is misused, it can also negatively influence linguistic abilities and cognitive
functions. If we, as a society, are to coexist peacefully and productively with
digital technology, it is critical that we use it selectively and strategically. To
assist students to develop necessary communicative competence, direct
human intervention is essential. No matter how advanced the technology be-
comes, the vital role of teachers and parents in supporting students’ language
development will remain if not become even more crucial.

Notes

1. In this paper I consider digital technology and ICT as interchangeable
terms that refer to technology involving the use of computers, mobile
devices, video cameras, and other devices operating in a digital format.

2. Courtesy of Ms. Keiko Sahashi, from her class.

Yuko Goto Butler is Professor of Educational Linguistics in the Graduate
School of Education at the University of Pennsylvania. She is also the Direc-
tor of the Teaching English to Speakers of Other Languages Program at Penn.
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Critical Applied Linguistics

Jeremie Bouchard
Hokkai Gakuen University

Applied linguistics (AL) research and practice are critical at their core. To date, AL
scholars have surveyed a broad range of language-related issues and phenomena
including translation and interpretation, education and literacy, language pedagogy
and language teacher education, second language acquisition, language pragmatics,
language ideologies and identities, and language policy and planning. This short list
reveals both the profoundly humanistic nature of AL as a branch of the social sci-
ence and the need for AL scholars of all strands to conceptualize their work in social
and cultural terms. In this paper, [ work from the premise that criticality must be
of central importance to our work. From this basis, I then discuss some of the core
principles of critical AL research and attempt to raise awareness among JALT Journal
contributors and readers of the need to appreciate and engage with the profoundly
social and cultural nature of the work we do.
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Applied Linguistics and Criticality

To introduce myself as sociolinguist, researcher with a penchant for criti-
cal social analysis and social theory, and incoming associate editor of JALT
Journal, I outline in this short paper my understanding of some of the core
conceptual principles of a critical approach to applied linguistics (AL), an
understanding largely informed by critical realism. To that end, I discuss
some of the problems with constructivist/poststructuralist critique—the
currently dominant approach to critical AL—and present critical realism as a
valuable alternative that affords researchers a layered and complex' view of
society, of social phenomena including language learning and teaching, and
of systems of oppression and social inequality, which are the foci of social
critique. The main purpose of this article is to foreground the “nuts and
bolts” of critical AL research and bring attention to some of its core concepts
and theories. Although many different approaches to conducting robust and
insightful critical AL research are available, I hope that the argumentation I
provide encourages future JALT Journal contributors to actively engage with
theory and inspires them to improve critical AL research through their own
research projects.

Criticality is inherent to AL rather than a mere addition to it. This be-
comes evident when we consider language learning and teaching—perhaps
AL's most populated field of practice—as embedded within a broader
educational project marked by a profound ethical commitment to personal
and social emancipation. In part, this ethical commitment involves critically
unpacking the relationship between beliefs and worldviews, cognition and
situated actions with regards to teachers (Crookes, 2015) and learners alike.
For example, the ways English language teachers and learners conceptualize
motivation, engagement, and performance (including what constitutes ap-
propriateness or an ‘error’), how they valorize particular varieties of English
and/or accents, how they prioritize particular forms of competences, and
how they understand the process of learning itself, necessarily implicate
pre-existing culturally laden assumptions, beliefs and ideologies about
people, social roles, education, culture, and the role of language in the con-
struction of social life. More specifically, the critical nature of the language
learning and teaching strand of AL becomes apparent when we consider the
marked cultural and ideological contents of language learning materials, or
the ways in which instructions, tasks, activities, and assessment strategies
are designed by teachers, school administrators, and the broader language
testing industry in a variety of contexts (Pennycook, 2021). In AL research,
this critical core is also evident when we consider cultural and ideological
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influences on how research variables (e.g., learner characteristics, learning
tasks), context, methodological strategies (e.g., interview, survey, pretest/
posttest), and pedagogical goals (e.g., performance on tests, communica-
tive competence, language ownership) are developed and operationalized,
and how data analysis leads to specific interpretations or conclusions and
not others. Clearly, AL is not a neutral field of research and practice, and
rather than accepting underlying beliefs and ideologies as “common sense”,
understanding and improving them thus necessitates a critical perspective.
As AL is invested in particular views of the world and not others, it is thus
incumbent upon its scholars and practitioners to reflect on their own prac-
tices through criticality.

If we accept the above argument, common claims among AL scholars
and practitioners must then be critically unpacked. For example, to say “I
don’t need to focus on critical issues because I'm only teaching vocabulary,
grammar, or conversation” is to overlook much of the ideological grounds
upon which that work becomes possible. Likewise, to say “critical issues
are extraneous to my study, which only looks at the effects of a particular
teaching approach on language development” is to sidestep crucial elements
in the cause-effect relationship under scrutiny. Pennycook (2021) criticizes
these common stances among AL scholars and practitioners by emphasizing
the notion of choice:

[Flor those who say we are just language teachers or just
applied linguists and should not involve ourselves with such
concerns, | say that we already are involved. We cannot bury
our heads in the sand and claim these are not our concerns.
We cannot sit on the fence and say we cannot make choices.
(p- 148)

Beyond situated choices, of course, are myriads of social forces and
mechanisms situated at micro-, meso- and macro-levels of society of pro-
found consequences to how teachers teach, learners learn, and researchers
conduct their studies.

Consequently, the question we face as AL scholars and practitioners is not
“Should we focus on critical issues?” but rather “Is it even possible for us
to avoid them?” The first question makes sense only if we accept the prob-
lematic assumption that criticality is a mere addition to mainstream AL; the
latter question—the more appropriate one in my view—focuses explicitly
on the ethical dimension of the work we do. Of course, AL is a branch of
the social sciences, and because the social sciences are inherently critical, as
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they are invested in understanding the structure-culture-agency relation-
ship, bifurcating critical issues can undermine progress in AL research and
practice, and weaken its contribution to social science.

Hymes (1973) made one of the earliest calls for a critical AL, followed
notably by Pennycook (1990), Phillipson (1992) and Rampton (1995) who
in their own ways critiqued existing AL scholarship in a global context domi-
nated by neoliberal ideology. Sociolinguistics has been the branch of AL most
responsive to this call, and over the years sociolinguists have worked using
conceptual insight from various paradigms including social constructivism,
postmodernism and poststructuralism, critical pedagogy, and sociocultural
theory, each with unique insight into the complex, fluid, and contingent rela-
tionship between language, people, and society?. Scholars have also brought
further sophistication to our collective understanding of the links between
language, people, and society by working within strands of AL scholarship
including (critical) discourse analysis, critical translation research, research
on legal and/or health-related consultation, critical literacy, critical lan-
guage learning, teaching and testing, intercultural communication, and, in a
broad sense, critical sociolinguistics (see Pennycook, 2021, for an extensive
discussion). The goals of critical AL include:

¢ understanding how language(s) is(are) used, develop(s), and operate(s)
in relation to power, including the ideological partitioning of spe-
cific languages into specific social practices (e.g., pedagogy, daily chat,
identity work, intercultural communication, business communication,
popular culture);
¢ understanding the complex relationship between situated language-
related activities (e.g., classroom discourse) and broader social issues
including education, economy, environment, etc.;
¢ unpacking and dismantling the enduring influence (on both AL research
and language learning and teaching) of
¢ rigid theories and concepts about language
¢ social inequalities resulting mainly (although not exclusively) from
white-male-heterosexual hegemony
¢ neoliberalism (defined by Pennycook, 2021, as a product of colonial-
ism and imperialism), and the complicity between the multi/plural
‘turn’ in recent AL scholarship and neoliberalism (Kubota, 2014);
e questioning (beyond the smokescreens of globalization and neoliber-
alist ideologies) why language learners have to learn this particular
language and not another; and
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e improving language-related practices, including language learning and
teaching and the maintenance of endangered languages, by empower-
ing language learners, teachers, and users.

The above goals might appear to some JALT Journal readers as overly
abstract and detached from the day-to-day reality of the language class-
room. However, a simple adjustment in perspective shows that they are not.
Indeed, critical work can become an integral part of a practical approach
to language pedagogy if, for example, policymakers, textbook publishers,
school administrators, teachers, and learners:

¢ identify examples of essentialization and commodification of traditional
aspects of Japanese culture in government approved junior and senior
high school EFL textbooks (self-Otherization and self-orientalism), and
develop more complex and diverse views of Japanese culture(s) and
other cultures;

e question the practice of training students to become promoters of an es-
sentialized vision of Japanese culture to a foreign audience (as evident
in MEXT policies and MEXT-approved textbooks), and foster students’
intercultural knowledge, awareness, skills and competence;

e unpack the hegemony of cultural difference and (self-)Otherization,
towards a critical view of culture, intercultural communication, and
language learning;

e question the problematic notion of authenticity and move beyond inner
circle Englishes as models of “real English” (and the related view of
English varieties as “deficient” or “wrong”), towards the development
of, and appreciation for, a Japanese variety of English;

¢ move beyond the neo-colonialist, raciolinguistic emphasis on the
native-speaker model, towards a decolonized approach to language
pedagogy, with the intercultural speaker model at its main point of refer-
ence (House, 2007);

e move beyond a positivist, mechanistic vision of language learning
as input-output process (e.g., as measured through pretest/posttest
methodologies), towards a more complex, organic, and sociologically
informed view of the learning-teaching relationship;

* move beyond a deficit perspective framing Japanese learners of English
as a-critical, in need of Western cultural input from “native-speakers”,
towards an appreciation of and practice with different approaches to
criticality; and
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¢ changethepractice ofhiring “native-speakers” solely as oral communication
teachers and as members of a temporary, disposable workforce.

Although incomplete, this list clearly includes tasks of direct relevance to
the language classroom and to the lives of language learners and teachers.
Of capital importance to the accomplishment of these tasks is recognition
that learners are reflexive and critical beings, with ideas and beliefs of their
own, able to handle—at least to some extent, and in their own ways—the
complexities of the world in which they live. Also crucial, the accomplish-
ment of these tasks requires a practical mindset and (too often forgotten or
overlooked) active engagement with theory. In the next section, I highlight
the centrality of theory in critical AL.

We Need Good Critical Theory for Good Practical Critical Work

As an applied field of social inquiry, AL has most often, and for much of
its history, been developed and understood as invested in the production of
practical knowledge, techniques, and strategies of benefit to real language
users in real contexts. Although not particularly controversial, this view of
AL has unfortunately served as justification for limited conceptual and theo-
retical engagement by AL scholars and practitioners. Also unfortunate is a
widely shared belief among AL scholars and practitioners in a problematic
and unproductive dichotomy between theory and practice. Poststructural-
ist AL scholars have been perhaps the strongest supporters of the view
of theory as mere story or narrative. That being said, limited conceptual
and theoretical engagement can be observed within both successionist AL
(which generally includes quantitative, statistics-based AL research) and
interpretivist AL (which tends to be more qualitatively-oriented and focuses
on the interpretation and critique of discourse practices, identity work, and
ideologies; Bouchard, 2021; Sealey & Carter, 2004).

Successionist and interpretivist AL share an ambivalent relationship
with theory because they are both empiricist approaches to social inquiry.
As I argue in Bouchard (2021), empiricism—the view that reality and the
knowledge of it are derived from and contained within sensory experi-
ence, apprehensible largely through the use of recording devices and/or
measuring instruments—considerably limits the range of possibilities for
researchers. Empiricism is limiting because it overlooks important aspects
of reality (e.g., structures of oppression, beliefs and ideologies, social struc-
tures and mechanisms) that we cannot directly perceive through our senses
or measuring instruments. We can, however, understand these aspects
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through their effects on empirically accessible phenomena (Bhaskar, 1998).
Learning provides a good example: No one can identify the precise moment
when learning occurs, although we can theorize that learning has indeed
occurred in students’ observable behaviors (Kaidesoja, 2013). At a more
abstract level, although no one can touch, feel, or delimit the boundaries
of a social class, we know that social class distribution is a reality (or an
underlying generative mechanism, to use realist terminology) precisely be-
cause it affects people’s daily lives. Likewise, even if the boundaries, depth
and scope of an ideology such as native-speakerism or nihonjinron cannot
be apprehended or measured empirically (Bouchard, 2017, 2020), the fact
that it can influence how people choose to act in context means that we are
required to conceptualize it not as a mere narrative but also as an objective
phenomenon with causal potential. This is not an intellectual argument but
rather a principle of direct relevance to AL research and practice. As Sealey
and Carter (2004, p. 63) argue,

Even the most practical of applied linguists, whose principal
concerns are with helping language learners to make more
successful progress in their studies, for example, have to make
use of some theoretical constructs in conceptualizing language
... no applied linguist (when being an applied linguist, that
is, and thus, by our definition, a social scientist) can take “real
language” as given and unproblematic. Some theorizing and
analysis inevitably goes with the territory.

In this statement, the authors also argue that interest in the practical
aspects of AL research (e.g., the effect of particular teaching approaches on
language development) requires a conceptual view of causality, and such
view can only emerge from active engagement with theory. Contra poststruc-
turalism, the thorny issue of causality can be dealt with in non-deterministic
fashion. For example, critical realists prefer to think of causal mechanisms
rather than laws, and consider causal explanations as inescapably partial.
They nevertheless hold on to the notion of causality, for as Sayer (2000, p.
73) argues, if one cause is not established as more important than another
cause,

our hair colour would have to be deemed just as vital for our
survival as the functioning of our hearts. If all causes are equal,
itis not clear how we could explain anything, or how one could
ever hope to achieve anything (cause something to happen) by
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acting, for if no cause is more important than any other, then
doing nothing is as effective as doing something.

The crucial point to remember here is that causality is not an empirical
phenomenon. Therefore, we must use theory to, for example, determine the
properties and powers of people, objects, and ideas, because these proper-
ties may or may not include causal potential. This would allow language
teachers to conceptualize people as causally efficacious rather than teaching
methodologies or learning materials, which as cultural resources can only
provide constraining and enabling influences. In sum, theory allows us to
sort out important issues, including complexity, emergence, and causality, to
then construct robust analyses of our data (Bouchard, 2021).

Some (especially within the interpretivist strand of AL) have argued that
theories can be restrictive because they present reality or aspects of reality
through a rather fixed lens or realm of perception. In response, [ agree with
Pennycook’s (2021, pp. 42-43) description of theories as

ways of thinking about social structure, knowledge, politics,
pedagogy, practice, the individual, or language. Not a fixed
body of impenetrable ideas, but a set of usable, questioning,
problematizing concerns that take knowledge and its produc-
tion as part of their critical exploration.

To me, the view of theories as fixed narratives has always seemed rather
odd. After all, theories are products of centuries of human deliberation and
understanding of the world and their place within it. Yet, we have always
drawn from and modified them in light of new evidence and insight. Theories,
in this sense, are social constructions, but they are also profoundly about the
world in which we live. Theories are also somewhat detached from situated
interaction, which means that they cannot be reduced to mere narratives
constructed in situ to achieve specific discursive effects. Moreover, even if
theories may appear as somewhat fixed and “out there” beyond lived expe-
rience, they are—and have always been—amenable to ongoing refinement
(due to our capacity to claim that theory X is better than theory Y because of
evidence Z). As such, to think of theories as fixed and immutable discursive
realities far beyond lived experiences unable to account for the fluid nature
of social reality (a common poststructuralist argument) makes sense only
if we (a) detach them from their objective, material, and historical points of
reference, (b) view them outside their historical trajectories, and (c) fail to
understand how people develop practical insight and strategies in response
to complex real-world problems.
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Lukewarm engagement with theory by AL scholars and practitioners also
limits AL's potential to produce insight, models, and concepts of value to
other domains of the social sciences including sociology, anthropology, law,
healthcare, and so on. Theory, it must be underlined, is an essential tool with
which we come to understand the complexity of social reality, particularly
its rather opaque features including systems of oppression (e.g., racism,
sexism, neoliberalism, social class distribution) as underlying generative
mechanisms. In this sense, theory does not “get in the way” of good, practi-
cal, and/or critical AL work but rather constitutes an essential component
of transdisplinarity and, of course, good social science, applied or otherwise.

Two additional points must be clarified with regards to theory. One is that
we need to be clear about what we mean by theory, particularly when it
comes to explaining its relationship to practice. This is because there are
many different kinds of generalized statements about observed phenomena
(e.g., paradigms, social theories, middle-range theories, models, concepts)
that can be distinguished in terms of referents and levels of abstractness.
The other point is that, if our shared concern among AL scholars and prac-
titioners is to improve our field and produce new insight, talks of theory
in journal contributions must not be discouraged for instrumental reasons
(e.g., prioritizing ideas for the classroom, promoting activities at one’s in-
stitution). Let’s remember that our research findings should, in principle,
inform a large public (thus possess some generalizable qualities) and test
existing theories with the aim of bringing further sophistication to exist-
ing knowledges. Even though theories might not be directly applicable to
our Monday morning classes, greater theoretical understanding certainly
provides more robust grounds upon which effective and critically informed
pedagogical strategies can then be developed.

Critical AL and the Conflation of Reality Within Discourse

This section focuses on another noticeable problem in constructivist and
poststructuralist critical AL research: The conflation of social reality within
discourse. Indeed, acknowledgment and critique of similar tendencies
in other strands of the social sciences has contributed in large part to the
emergence and growing popularity of critical realism.

The realist critique of constructivist/poststructuralist critical social
research is that society is layered, encompassing discursive and material
objects and phenomena located in the transitive and intransitive realms of
human experience. This means that not everything in society can be reduced
to discourse, nor to the transitive realm of situated human experience.
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Likewise, although the subjects of critical AL research and the methodolo-
gies used to study them might contain ideological properties (e.g., native-
speakerism, nihonjinron), ideologies also refer to concrete things (e.g., a
majority of people in a country learning one particular language as children
and not another, Japanese culture/society possessing some features that
are distinct from other cultures/societies), and often lead to real human
actions in real contexts (e.g., “native-speakers” being hired as ALTs/oral
communication teachers, teachers telling their students that English is dif-
ficult for Japanese people to learn because Japan is an island country). For
critical realists, it is therefore important to account for the links between
discourse and action in context, and move beyond the limiting conclusion
that ideological structures and social inequalities are mere discursive reali-
ties, alterable through alternative discursive activities. This understanding
is also voiced by Pennycook (2021, p. 18, emphasis mine), who argues
that “the [poststructuralist] idea that social change can be brought about
by changing the ways languages are used and taught misses the point that
social forces of inequality are far greater than this.” To this, I would add that
what is often missing in contemporary critical AL scholarship is an explicit
focus on the underlying generative mechanisms leading to the emergence
of social inequalities, which again are the foci of social critique. One such
underlying generative mechanism is social class distribution (Block et al,,
2012). Making a similar argument, Pennycook (2021) explains this lacuna
within critical AL as the result of a general lack of critical social analysis and
the problematic assumption that discourse is the principal element of social
life worth investigating, arguing that “a multilingual turn in itself does not
constitute a critical orientation . . . without a broader social agenda around
the political economy of multilingualism, a multilingual turn dos not carry
enough critical weight in itself” (p. 17). In Bouchard (2021, p. 66), I follow
suit by arguing that

Although people’s understandings of their world and their
experiences within it can be transformatory to some extent
(i.e., people can indeed develop new ways of seeing the world),
effects can only be local and considerably limited, for with
empiricism what is missing is the consequential relationship
between agency and structure/culture (where social op-
pression essentially originates and is maintained). From this
ontologically flattened viewpoint, social emancipation (and by
logical extension social oppression) is understood as emerging
from people’s understandings of their lived realities ... One can
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think many different things about systemic sexism or racism,
and still be subjected to their oppressive forces, and without
these systems being challenged in any significant sense.

Critical AL scholars should therefore use theories and concepts capable of
accounting for the fact that systems of oppression are relatively resistant to
critique and impressively resilient over time, with often devastating effects
on people.

In Bouchard (2021), I also contend that social theories and paradigms
that place an almost exclusive emphasis on discourse, situated interaction,
and the transitive, fluid nature of social life are not (despite their claims to
the contrary) conceptually equipped to deal with phenomena such as edu-
cational systems, the EFL textbook industry, and issues including language
shift and intersecting inequalities. However, I believe the core problem here
can be directly captured. The fact that we can label particular discourses and
practices as ideological and that from this judgment build a critical analysis
of them shows that we are not entirely submerged within discourse and/or
ideology: We can criticize ideology only by adopting a certain distance from
ideology (ZiZek, 1994), and this distance is possible because our human per-
ceptions are profoundly constrained by the nature of the reality in which we
live and act. Not only do our discursive experiences matter, objective reality
does, too, and so we need theories to account for their interrelationship.

Owing to the fact that ideologies are not mere discourses created and
negotiated in the moment by human agents, and because ideologies affect
people in contexts and so must also possess properties beyond situated
interaction, critical AL scholars also need to provide theories and explana-
tory models to account for how people interact with, draw from and/or
resist ideologies as cultural and structural constraints and enablements.
This partly involves what MacKenzie (2002) calls a view of ideology as idea-
event conjunction rather than a set of ideas. Zotzmann (2017) provides a
similarly layered view of ideology and presents ideas, actions, and material
phenomena thusly:

[TThe social world consists of different elements with their
own distinctive properties and powers, such as material ob-
jects and structures, discourses, social practices, individual
agency, identities and language. These powers exist, i.e., they
are “real”, but can be dormant or inactive . .. Powers thus need
to be activated. (p. 37)
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In Bouchard (2020), I also bring attention to the need in critical AL re-
search to (a) distinguish between ideology as site of debate and hegemony as
naturalized ideology, and (b) define ideology within democratic contexts not
as fixed sets of ideas but rather as complex networks or systems of converg-
ing and contrasting ideologies constantly produced and consumed by people
“on the ground.” To combine these various insights into a robust critical AL
inquiry, scholars thus need to analyze ethnographically the discursive and
physical activities of research participants in relation to broader structural/
cultural realities, rather than simply indexing broader social facts directly
from survey or interview data gathered at specific moments in time. There
is indeed a marked propensity among critical AL scholars to “read off” ideol-
ogy from discursive evidence such as policy and/or interview statements,
without distinguishing clearly between stated views and broader social
realities (a practice also called level jumping). Another problem resulting
from this sort of practice is that statements tend to be interpreted as direct
reflections of reality rather than traces of people’s complex, variegated and
constantly shifting understandings of reality. At the risk of stating the obvi-
ous: Reality and people’s understanding of it are not the same thing.

Although over the years I have come across some very insightful construc-
tivist and poststructuralist studies of language, discourse, and ideology in
context and have quoted them at length, my main position is that AL, critical
or otherwise, cannot merely be a narrative exercise; if it is reduced to that,
it will not lead anywhere interesting, at least from a scientific point of view
(Porpora, 1987). As with all other strands of the social sciences, critical AL
research is ethical; it must therefore remain committed to the elucidation
of objective knowledge, and this means being concerned with phenomena
within and beyond discourse. Even if AL scholars and practitioners—and
all humans for that matter—do not have direct and unmediated access to
objective truth, the fact remains that our views of the world are profoundly
constrained by the very nature of that world, which exists somewhat in-
dependently from our variegated understandings of it. In our attempts to
explain ideologies and systems of oppression as relatively enduring phe-
nomena, we need a layered (or laminated, or stratified) view of social life
that recognizes the complex, distinct, emergent, and contingent properties
and powers of social phenomena such as discourses, ideologies, people,
institutions, social classes, and other underlying generative mechanisms. In
the next section, I argue that critical realism offers such a view.
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Critical AL Research From a Critical Realist Viewpoint

Realism is often mistaken as a form of new materialism, a vision antago-
nistic to any form of relativism. It is sometimes characterized as a renewed
positivism which claims to have direct and unmediated access to reality
(e.g., Nikander, 2008; Parker, 1998). Adherents to realism as a new mate-
rialism hold that its application to scientific projects can therefore lead to a
true, infallible form of knowledge. Critical realists reject these assumptions
as remnants of naive realism, or naive objectivism, a crude version of realism
characterized by a lack of appreciation for the subjective status of human
understanding. These assumptions also fail to consider the depth ontology
provided by critical realism, notably the notion that social reality and the
phenomena within it unfold in layered fashion, or within and across multi-
ple domains of social life (Layder, 1997). The following are tenets of critical
realism, as they pertain to the social sciences in general:

¢ Reality exists somewhat independently of our understanding of it.

e Our various understandings of reality are profoundly conditioned by
the very nature of that reality, which means that (a) they are fallible,
(b) they are discursively constructed although also about phenomena
beyond discourse, and (c) our biased, cultured viewpoints nevertheless
allow us to gain insight into objective reality.

e Scientists—and all humans for that matter—can be relative about
knowledge but not about reality.

¢ The central question in critical realist research is thus: “What are the
characteristics of reality that lead us to formulate the kinds of theories,
models, and understandings we have of reality?”

e This question leads to a broad range of interrogations about the nature
of science, knowledge, discourse, social critique, including questions
pertaining to the ethical grounds upon which social research becomes
possible.

¢ Awareness of the above points leads to a departure from the traditional
Gramscian approach to social critique, towards the view that social con-
structions, albeit discursive and fluid, also possess important emergent
features that make them consequential elements in the development
of explanatory statements. This forces researchers to distinguish them
from situated interactions and from localized understandings of them,
by granting them some degree of objectivity (if only because of the fact
that social constructions are also relatively enduring).
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e C(ritical realist research thus becomes largely a matter of mapping
out the complex causal relationship between distinct and emergent
phenomena (e.g., people, ideologies, structures, mechanisms, culture,
material objects) in context and over time.

Stating the final bullet point differently, we can say that critical real-
ist research involves a study of how people make constrained choices in
structured and cultured contexts, in light of their objectives and aspirations
(Archer, 2012), and as Layder (2006, p. 54) puts it, their capacity “to ‘act
back’, to resist and transform the social circumstances in which they find
themselves.” In many ways, this provides a rather robust and constructive
vision for critical AL scholars, from which they can begin to understand the
complex and layered experiences of language teachers and learners in their
contexts.

Emerging from these tenets, of course, are clear methodological implica-
tions: As suggested earlier, critical AL researchers need to do more than rely
on policy texts or survey and interview statements, and “read off” ideologies
and subject positions from the data. We need to engage in sustained ethno-
graphically informed observation rather than rely on one-off data gathering
strategies. We also need to look at points of convergence and divergence
in our data (e.g, differences and similarities between what people say and
do) and attempt to explain them as products of the complex and ongoing
structure-culture-agency relationship. These methodological requirements
necessarily involve critical deliberation regarding the people who populate
our studies and the data which results from our investigations, because
what we are looking at are, by their very nature, distinct, complex, opaque,
layered, and often causally efficacious realities unfolding and shifting over
time.

Closely aligned with critical realism is Fairclough’s (2010) approach to
critical discourse analysis. Fairclough discusses at length the problems
related to the practice of “reading off” ideology from text, and provides con-
vincing and useful alternatives. Linguistic ethnography—a much broader
field, of course—also adopts a layered, transdisciplinary approach to the
study of language, people, and context and offers multiple points of entry for
the study of ideology. Linguistic ethnography does so by offering, in my view,
numerous conceptual and methodological possibilities for dealing with the
(perhaps vexatious) fact that our linguistic data do not speak for themselves,
nor do they provide direct insight into broader social phenomena such as
ideologies and systemic forms of oppression. Perhaps works by Hammer-
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sley (2007), Rampton (2006, 2007), Sealey (2007), Snell et al. (2015), and
Tusting and Maybin (2007) may serve as reliable points of reference for
those interested in following this direction.

Conclusion

AL is critical at its core, and as I argue here and in Bouchard (2021), we
need AL to be critical because language learners and teachers cannot be
whatever they desire at any point in time and in any context. Instead, their
discourses, choices, and actions are structurally and culturally conditioned,
and for many, the structure-culture-agency relationship unfortunately does
not always yield advantageous outcomes. Studying the lived realities of
language learners and teachers therefore requires looking at people’s struc-
turally and culturally conditioned existence rather than their discursive
practices exclusively. This view takes partly from Popper (1972), who argues
that the potential for social change is not a power exclusive to people; it is
instead the emergent product of the structure-culture-agency relationship.
Of course, the principles discussed in this paper are not set in stone: They
are part of a broad and ongoing debate among social scientists about the
very nature and practice of critical social research, and it is my sincere hope
that JALT Journal contributors and readers invested in critical AL research
will take an active part in this necessary debate.

Notes

1. Inthisarticle, use of the term complex is aligned with complex dynamic
system theory and qualifies social phenomena (e.g., language(s), beliefs,
values, identities, learning, policies, educational systems) as radically
open, non-linear, dynamic, emergent, and contingent systems.

2. To learn about the links between strands of social theory and specific
approaches to AL research, I encourage readers to consult Sealey and
Carter (2004) and Bouchard (2021).

Jeremie Bouchard is an Editorial Advisory Board member of JALT Journal.
He is a professor at Hokkai-Gakuen University and a sociolinguist interested
in the transdisciplinary connections between applied linguistics, social
theory, and the social sciences in general.
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Author Gene Thompson has waded into heavily populated waters with
his book Exploring Language Teacher Efficacy in Japan. Understandably,
there has been growing interest in the field of language teacher efficacy as it
promises insight into a myriad of issues from teacher retention, to training,
and classroom management. As Communicative Language Teaching (CLT)
gained popularity in Japan, much research was done on the challenges it
presented. The oral proficiency of Japanese English language teachers was
of particular interest. In Japan, the 2013 edict from MEXT to have English
classes held primarily in English sent a wave of concern through the Japa-
nese English teaching community. As a teacher educator, Thompson was
prompted—and well placed—to investigate the confidence of teachers in
making this transition.

Thompson begins by describing the EFL landscape in Japanese high
schools, and the movement towards L2-mediated instruction. The changes
and challenges mirror those in other countries such as South Korea, Indo-
nesia, and Nepal. The Japanese Exchange and Teaching programme (JET),
established in the mid-1980s, which teams native speakers with local
teachers, has a dubious success rate in terms of collaborative lesson plan-
ning and delivery, as well as student outcomes. Despite the knowledge that
confidence and teaching practice are inextricably connected, it is noted that
little is known about how confident Japanese teachers feel about their abil-
ity to implement CLT. Furthermore, Thompson narrows the term confidence
as it pertains to Japanese teachers’ efforts to move towards L2 instruction.
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In Chapter 2, Thompson charts the journey from early theories of teacher
efficacy to arrive at what is currently considered a form of self-efficacy. Two
bodies of research which ignited the field in the mid-70s were the Rand
Corporation and that of Albert Bandura. The Rand study determined that
a teacher’s belief that he or she was able to impact students’ achievement
was strongly linked to student achievement (Armor et al., 1976). Bandura
(1977) theories of self-efficacy were applied, and what was found to be es-
sential was the degree to which teachers believed they were competent as
opposed to whether or not they believed their competence led to a certain
outcome. The development of the Teacher Sense of Efficacy Scale (TSES) by
Ohio State University in 2001 represented a culmination of three decades of
work in the field. From the late 1990s, interest turned to collective teaching
efficacy, recognising the fact that teachers often work in teams, and most
certainly within organisations. Crucial research has demonstrated the link
between collective efficacy and student achievement, even going so far as
to identify it as one of the most significant factors. In addition, Thompson
highlights how the influence of collective efficacy on individual teacher effi-
cacy is a concern. Finally, of particular note in this chapter is the recognition
that various cultural contexts have not been sufficiently examined, nor more
specifically, the efficacy of language teachers.

An overview of research regarding efficacy in language teachers is given
in Chapter 3; this moves onto language teachers in Japan, hence providing a
background for Thompson’s own research. The most significant work was by
Nishino (2008, 2011) over a decade ago in which teacher attitudes to imple-
menting CLT, as well as their confidence in using English, were investigated.
Classroom practitioners who want to get to the meat of this book may want
to skim Chapter 4, which discusses the methodology of efficacy research to
date and delineates Thompson’s own research design involving interviews
with six Japanese Teachers of English (JTEs), 141 questionnaire responses,
and multiple modes of analysis. Similarly, Chapter 5, which describes the
development of Thompson’s Japanese Teacher of English Teacher Efficacy
Scale (JTE-TES), may be of less concern to some readers than the JTE-TES
itself and the findings of the study discussed in later chapters.

The research is analysed in Chapter 6 with notable findings explained,
implications for professional development and training outlined, and areas
for future research identified. Briefly, JTE efficacy is challenged by trying to
implement communicative activities while also having to prepare students
for the university entrance exam. This is however not unique to Japan. In
addition, English proficiency, teamwork, and external factors such as heavy



172 JALT Journal, 44.1 « November 2022

workloads and extra-curricular duties are factors impacting on teachers’
efficacy. Thompson suggests that teachers would be well served by pre-
service and ongoing training in time and stress management, rather than
focusing on classroom management skills—long having been considered a
primary source of concern.

Language proficiency is discussed in Chapter 7. The general belief is that
the stronger the perceived proficiency, the stronger the efficacy beliefs.
Thompson’s study illuminates challenges facing JTEs, namely that of the
time and effort necessary to retain their English ability, as well as using Eng-
lish with students and non-native-speaker colleagues. Such stressors may
lead to lower rates of English usage, as each exchange, in reality, “outs” the
speaker (i.e., their proficiency is no longer in question or secret). Reduced
language use can lead to language atrophy. By explicating the tasks JTEs
need to perform in English—teaching, lesson planning, conferring with col-
leagues—it is clear from Thompson'’s investigation that JTEs concerns about
their proficiency is more nuanced than previously believed. Furthermore,
the assumption that the higher the teacher’s proficiency the more English
used in the classroom was found to be misleading, which has profound im-
plications in view of MEXT’s 2013 directive.

Turning to L2 instruction efficacy in Chapter 8, Thompson’s findings
concur with previous research that teacher’s experiences as students play
a significant role in developing positive instructional efficacy beliefs. This
is linked to experience with, and beliefs about, CLT. The study also suggests
that experience abroad can influence teacher efficacy, although how and
what kinds of experience are unclear. In Chapter 9, the interplay between
personal teaching and collective efficacy is summarized; specifically, find-
ings point to inter-collegial communications and collaboration about ma-
terials design as areas influencing weaker personal efficacy. Perceived L2
ability is also important here—if teachers are confident in their L2 ability,
they are more likely to engage in L2 interactions. Finally, generational differ-
ences are identified, with younger teachers frustrated regarding opportu-
nities to innovate and express opinions. Strong leadership and, potentially,
collaboration with outside parties are ways of addressing this cultural and
structural dimension of collective efficacy. In Chapter 10, Thompson looks at
the development of teacher efficacy beliefs while considering the hierarchi-
cal structure and social pressure experienced by JTEs in high schools.

This review does not do justice to the extensive research and analysis that
Thompson has conducted, nor his consolidation of research to date. His con-
tribution to this body of work is significant in light of the challenges facing
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Japanese educators who want to deliver communicative lessons while con-
tending with preparation for university entrance exams. His propositions
regarding teacher development—pre-service and ongoing—are insightful
and actionable. For instance, teachers having practical experience with
CLT-oriented lessons in their L2 would develop their L2 while also building
knowledge of, and developing a more positive attitude toward, CLT method-
ology. Numerous paths of future research are proposed, particularly contex-
tual and cultural variations. It is the relationship between teacher efficacy
and student achievement—an area of little research—that is of the utmost
concern, surely, as teachers with high efficacy tend to show greater effort
and professional longevity. That is the crux of the matter.
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English Morphology for the Language Teaching Profession.
Laurie Bauer and I.S.P. Nation. Routledge, 2020. viii+177 pp.
https://doi.org/10.4324/9780367855222

Reviewed by
Xin Chen
Victoria University of Wellington

As English has become one of the lingua francas, more and more people
are getting involved in English teaching and learning. For nonnative learners
of English, especially learners of English as a foreign language (EFL), it is a
challenge to understand English texts better when words seeming totally
new often appear.

For example, some students know the word create, but when they see
creation they may still treat it as a new word as they are unable to associ-
ate creation to the known word create. English learning can therefore be
hindered by deficient knowledge of English morphology.

This lack of morphological knowledge can result in learners taking longer
to recognize, memorize, and master words. Thus, the importance of learning
English morphology has become increasingly acknowledged. We see more
teachers attempting to weave word parts into their teaching agenda, and
learners are flocking to memorize elements of words. Yet, the result is not
always satisfying. How to teach and learn English morphology becomes a
problem. Nation and Bauer’s book, English Morphology for the Language
Teaching Profession, addresses this issue and provides resources and guide-
lines which can be used to inform English morphology teaching and learning.

The book is composed of 19 chapters. Chapter 1 “Learning English Mor-
phology” serves as the foundation of the book. It first introduces Bauer and
Nation’s (1993) word families and suggests that teachers use levels of fami-
lies to design their courses, in terms of what words to present and when to
present which words. The necessity for EFL learners to have some morpho-
logical knowledge is then explained: (a) words with inflectional affixes and
derivational affixes are frequently seen in English texts, (b) affixes affect the
meanings of words, and (c) uses of affixes affect the correctness of speech
and writing. Learning morphological knowledge is noted to help to increase
vocabulary size, increase the times of varied repetition of words, improve
word-structure learning strategy use, and improve the quality of word pro-
cessing. Advice on how to develop morphological knowledge, how teachers
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can create learning opportunities to draw learners’ deliberate attention to
word parts, and how the morphological knowledge can be tested is also
provided. The authors suggest that teachers apply these concepts from the
book in their teaching while keeping in mind the four strands (Nation 2007,
2013) and the data on word frequency.

Chapter 2 outlines the presuppositions on readers’ knowledge. Fully
understanding this content requires some basic knowledge of word class;
parts of speech; morphological categories such as tense, plural, and past
participle; phonological categories such as manner of articulation (e.g., plo-
sive); syllables and stress; and affixes.

Chapter 3 lays the groundwork for later chapters. Firstly, the authors
make a distinction between sound and spelling. They then provide some
general spelling rules and sound rules in English. One example of a spelling

«w_n w:n

rule is that the letter “y” becomes “i” when it is before a suffix (e.g., deny +
-ed becomes denied) unless a vowel and the letter “y” form a vowel digraph
(e.g., boy + -hood becomes boyhood). One example of a sound rule is that
the letter “c” is pronounced [s] before the suffixes -ic/-ical, -ify, -ize, -ist, -ity
(e.g., electric + -ity becomes electri[s]ity). From Chapter 3 on, each chapter
deals with one specific type of morphological rule with spelling rules and
pronunciation rules provided in each scenario.

Chapters 4 to 9 cover inflectional morphology. Topics include plurals of
nouns, the possessive, comparative and superlative, third person singular -s,
the -ing form of the verb, past tense, and past participle. Each chapter begins
with the standard case (e.g., in forming a plural noun, -s is added to most of
the words, and -es is added to nouns that end with <s, z, sh, ch, x>). After the
regular case, the authors move on to irregular cases, from more frequent
words to less frequent ones (e.g., in Chapter 4, “Plurals of Nouns,” umlaut
plurals, such as feet and geese, are introduced before foreign plurals such as
alumni and bacteria).

Chapter 10 and 11 deal with numbers and compounds respectively. Chap-
ters 12 to 17 mainly cover derivational morphology. Suffixes that can create
nouns, verbs, adjectives, and adverbs; prefixes that can make words; and
making words without affixes are introduced. Within each chapter, how,
when to use, and when not to use those affixes are discussed at length.

Chapter 18 “Learned Word-formation” introduces some roots and word
parts of Greek origin as well as some with Latin-based etymology that are
used in English. For example, psychology consists of “psych” (meaning “soul,
mind” in Greek) and a suffix, which creates the meaning “study of the mind.”
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This part of the word-formation process is suggested to be of greater rel-
evance to more advanced learners.

In Chapter 19, “Morphology and Frequency,” the authors briefly present
the complex relationship of frequency, usefulness, and productivity in mor-
phology. Suggestions on teaching morphology are offered: (1) inflectional
morphology should be taught and learnt before derivational morphology
as the inflectional affixes are more common than the derivational affixes;
(2) within derivational morphology, students should be taught which affixes
are productive and which are not as it is demanding for students to deduce
productivity of certain affixes within their limited vocabulary. For example,
-ness is a productive affix and should be taught to students because it can be
used on most adjectives to make nouns. Even without being taught explicitly,
students may be able to find that -ness is a reliable derivational process to
make a noun out of an adjective, but that will only happen when they have
abundant vocabulary knowledge.

This book can be used as a resource book by educators and learners. It
will be of particular interest to teachers as it offers hands-on techniques
and tasks that can be used in the classroom to draw learners’ attention to
the morphological structure of words. Information given in the book can
also help teachers to make decisions on what words to be presented in their
classes, where the focus should be, what needs to be handled with care, and
what can get away. This book will also be quite useful for designing teaching
materials and language course curricula. With the level appropriate for be-
ginning, intermediate, and advanced learners suggested for some sections
in the book, teachers can make use of this information and plan the order
of morphological rules to be taught based on the stage their learners are at.

Students can also benefit from this book as many practical points of ad-
vice are provided in each chapter. For example, the authors suggest that in
learning plurals, words that must take -es to form plurals should be learned
and then -s can be added to all the other words, based on the disparity be-
tween the number of plurals end with -s and the number of plurals end with
-es. This hint is useful for teachers to plan their course teachings and is also
valuable for students to identify in their English learning.

To conclude, I would recommend Bauer and Nation’s book to everyone
in the English teaching industry, as it is informative for teaching, designing
curriculum, and writing textbooks. Advanced students who are interested in
word structures and origins can also find plenty of takeaways from the book.
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Foreign Female English Teachers in Japanese Higher Education:
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Foreign Female English Teachers in Japanese Higher Education: Narra-
tives From Our Quarter is an edited collection aimed at sharing stories from
female teachers working in Japan’s higher education system. The book
spotlights issues affecting women and calls attention to the importance of
starting conversation about the existing problems, keeping the conversation
active moving forward, and looking for possible solutions. The book includes
contributions from a variety of teachers with different backgrounds, sexual
orientations, ethnicities, and nationalities to remind us that no matter what
our differences are, we can all relate to challenges in each other’s lives. This
book will be of great interest to the female teachers working in Japanese
higher education or women considering this path in the future. In addition,
this collection is also of potential use to institutions that want to hire more
women, as well as to any others interested in issues that women in Japan
face.

In Chapter 1, Diane Hawley Nagatomo sets up problems that foreign
teachers face, listing burnout and the “conveyer belt” (p. 2) mentality where
employers prefer to hire those new to teaching or teachers new to Japan in
order to benefit themselves. In addition, Nagatomo highlights the issues that
are pertinent to the struggles of female Japanese and foreign teachers, such
as gendered expectations of being a “good wife, wise mother”, and the im-
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pact such expectations have on women'’s careers. Both Japanese and foreign
female teachers are vastly outnumbered by their male counterparts and
even the possibility of marriage and having children, while seen as positive
for male teachers, is viewed negatively for female teachers since women are
generally expected to quit their jobs and have children after getting married
(Belarmino & Roberts, 2019). The journey of looking for a balance between
personal and professional lives has greatly impacted the contributors of
Chapter 2, Amanda Yoshida and Adrianne Verla Uchida, because the exist-
ing gender expectations made it difficult to take care of the family, pursue a
career,; and further their education.

In Chapter 3, Sarah Mason talks about her experience of becoming a re-
searcher and the struggles of being both a researcher and a mother. This
feeds into to the broader discussion where although former Prime Minister
Abe was highly supportive of “womenomics,” his taxation laws encouraged
women to delay re-entry into the workforce and that this policy will con-
tinue to be a major obstacle in supporting working women (Chanlett-Avery
& Nelson, 2014). In Chapter 4, Kristie Collins addresses the gender biases
she encountered and points out that due to the biases that women must be
nurturing and caring, female professors are often expected to spend more
time ensuring student welfare which in the long run damages the careers of
female academics due to more limited opportunities for research and net-
working. Gerry Yokota in Chapter 5 shares her experience of social justice
and her journey to full professorship. Frequently, the administration expects
a greater involvement in the university’s community, and I think that social
justice activism provides an avenue for women to get involved while allow-
ing them to express their more nurturing, caring selves. Chapter 6 deals with
issues that members of the LGBTQIA+ community face in Japan and the dif-
ficulties that author Yoshi Grote has faced when teaching LGBTQIA+ topics
in the classroom.

In Chapter 7, Eucharia Donnery talks about her being a female teacher
in a university focused on technology and the dominant number of male
faculty members and students, where nevertheless both the university and
the community of female teachers take great steps to support female staff
and students. Suzanna Kamata and Louise Ohashi, contributors of Chapters
8 and 9 respectively, share their experiences of not only being full-time as-
sociate professors and mothers, but also their involvement in literary and
academic work outside of their official jobs. Wendy Gough, in Chapter 10,
highlights her journey of leaving her toxic relationship behind and becoming
a successful, empowered educator. Continuing on the topic of motherhood
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is Chapter 11, where Phoebe Lyon answers the FAQs regarding pregnancy
and maternity leave in Japan from her experience working full-time at a uni-
versity. She also covers the importance of staying connected professionally
even when taking care of children, as does the contributor of Chapter 12,
Quenby Aoki.

Jennifer Yphantides (Chapter 13) brings up the issues of gender discrimi-
nation and power harassment in the workplace, such as “locker room” en-
vironments, lack of female representation, and power imbalances between
tenured male and female teachers who often cannot raise any concerns
because their future employment often depends on their male counterparts’
votes on applications for tenure. In Chapter 14, Wendy Jones Nakanishi also
deals with hostile work environments and gender discrimination. Chapter
15, written by Cynthia Smith, highlights the struggles of the author, a mem-
ber of the LGBTQIA+ community, and the social and legal issues that come
with being in a same-sex marriage, such as the inability to get their mar-
riage legally recognized in Japan. Avril Haye-Matsui in Chapter 16 brings
up valid points about the issues for the community of Black teachers living
and working in Japan and the challenges of having to fight against anti-Black
stereotypes.

Contributors of Chapters 17 and 18 (Richa Ohri and Tricia Okada) share
their stories as representatives of the Outer circle of English (Kachru, 1998)
concerning native-speakerism and the expectations that an English teacher
must preferably be a White man. As a non-native teacher of English from
the Expanding circle, [ personally related closely to the challenges they have
faced. Similar issues have arisen for the author of Chapter 19, Donna Fuji-
moto, a Japanese-American who, even though a native speaker of English,
did not fit the expectations of a blue-eyed, blond, White teacher of English.
Fujimoto points out that Japanese-Americans already deal with being ex-
cluded from the circle of desirable English teachers, and her gender made
things even more complicated. In addition, the author mentions how male
applicants often got their job because a university was looking to attract
more female students, a tactic also used by some eikaiwa (conversation
schools) where only good-looking, White men were hired to then earn the
ikemen (hot guy) school title. Chapter 20 by Fiona Creaser deals with topics
of gender discrimination and offers a clear breakdown of different types
of harassment women can experience, such as contrapower harassment.
Finally, Kathleen A. Brown and Jo Mynard, in Chapters 21 and 22, address
gaining academic leadership opportunities and developing unique leader-
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ship styles while also dealing with the imposter syndrome (Parkman, 2016)
which is more prevalent among females.

Overall, Foreign Female English Teachers in Japanese Higher Education:
Narratives From Our Quarter has an extremely diverse range of contributors
providing the collection with a broad overview of the challenges and
problems that foreign women working in higher education face. I also see
great potential for expanding the discourse by starting conversations about
non-native speakers from the Expanding Circle who are teaching English in
Japan, because, while our numbers are small, this will be a great direction
for further diversification of English language education. Even though each
chapter might not be useful to every reader, everyone will be able to find
something that interests them. In the Introduction, on page xii, the editors
state that they want this book to be a “girlfriends’ guidebook,” to which I can
confidently say they did a marvellous job, because seeing this collection of
experiences where women are elevating and celebrating each other is truly
inspiring.
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Professional Development in Applied Linguistics: A Guide to
Success for Graduate Students and Early Career Faculty. Luke
Plonsky. John Benjamins, 2021. vi + 212 pp. e-book https://
doi.org/10.1075/2.229

Reviewed by
Marc Jones
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Professional development for many readers of JALT Journal centres upon
teaching language, and there are a myriad of books available to fill the holes
in one’s knowledge. However, with regard to professional development for
applied linguists, there has been little material specific to the field. Luke
Plonsky, editor of this volume, and his contributors attempt to fill this void.

Plonsky begins this edited collection by describing it as the guide he
wishes was available when he was a graduate student. He argues that “ac-
quiring an understanding of these more professionally-oriented aspects of
academic life - a kind of ‘academic and professional socialization’ - is just as
important as acquiring an understanding of the substantive and discipline-
specific literature” (p .1). This is a noble goal, and the book contains plenty
of good ideas and advice.

Aysenur Sagdi¢ and Daniel R. Isbell (Chapter 2) provide a functional guide
to doctoral programme applications. The content however is very much
focused upon the US model and therefore provides quite a contrast to the
experiences of many postgraduate and doctoral students. The section on
choosing a doctoral school rings true, while also appearing to be a matter
of common sense. The parts on applying for schools appear to be similar to
the Japanese model, and the points on acceptance are likely to be applicable
to any institution with the caveat that each has their own induction process.

Alison Mackey takes advantage of her background in advising doctoral
students in Chapter 3, which is titled “Navigating graduate school and aca-
demia: Key questions and answers.” The problem here is that no two pro-
grammes are the same and therefore any advice provided is highly contex-
tual, although there is useful general information within the chapter.

Peter I. De Costa (Chapter 4) provides an excellent look at conferences,
which are often encountered for the first time as a doctoral student. How-
ever, even those who may have attended conferences previously, but are not
quite seasoned veterans, can find something to help improve their confer-
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ence experiences. For instance, taking publishers’ catalogues to mark up for
library orders or interlibrary loans is an excellent idea for scholars on tight
budgets.

Chapter 5 is a diverse view of work-life balance in academia by Tove Lars-
son, Shawn Loewen, Rhonda Oliver, Miyuki Sasaki, Nicole Tracy-Ventura,
and Plonsky. There are some interesting insights here and there, particularly
regarding relationships, and language use. The array of authors involved of-
fers breadth as well as depth to the subject.

John Bitchener provides advice regarding the completion of a doctoral
dissertation in Chapter 6. This advice is useful, but again, it must be consid-
ered provisional by nature because much of what occurs in a programme is
specific to an institution or department or even supervisor.

Chapter 7 marks a watershed by focusing on the state of being a prospec-
tive degree holder. Avizia Long, Kristopher Kyle, and Graham Crookes exam-
ine the academic job market, but their chapter may only be useful for those
who are planning to apply for positions in the US, due to the rather specific
information provided. For those applying elsewhere, the process can also be
difficult but the picture painted of the US academic job market is of an even
much more grueling slog.

Bryan Smith (Chapter 8) examines in a most refreshing way how the poli-
tics and interpersonal relationships work in academia. The chapter begins
with an overview of faculty responsibilities and how to balance them toward
a tenure application. The second half of the chapter introduces potential
pitfalls, maintaining a realistic look at how people operate as human beings
who do not always have a sunny disposition. Particularly suited to those en-
tering faculty positions for the first time, it provides a guide to cooperating
and working collegially in sometimes difficult circumstances.

Reviewing manuscripts for academic journals may be one of the aspects
of our work that junior faculty are exposed to at an early stage in their
graduate studies or soon after graduation. Rebecca Sachs (Chapter 9) deals
with this in an illuminating way, providing guidelines around what to do in
areview in order to be of use to colleagues and avoid appearing as an overly
negative critic.

In Chapter 10, Heidi Byrnes intends to show the ins and outs of profes-
sional organisations. An experienced hand with several terms in leadership
positions, she provides an expert view. However, the perspective of an early
career researcher (ECR) within professional organisations is not addressed
well, and this feels like a missed opportunity given the setup by Plonsky in
the opening chapter.
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Jean-Marc Dewaele (Chapter 11) writes a particularly useful section on
supervisor-supervisee relationships. Though ostensibly aimed at new super-
visors of doctoral students, it is something that many students at the doctoral
as well as masters level can benefit from reading. Certainly, what Dewaele says
about managing expectations and taking time out from studies ought to be
repeated to all graduate students as well as their busy supervisors.

Chapter 12 by Deborah Tannen on communicating with general, non-
academic audiences covers interesting ground for researchers. The Vitae
Researcher Development Framework (Careers Research and Advisory Centre
Limited, 2011), contains a benchmark expecting that researchers “can com-
municate research effectively to a diverse and non-specialist audience” (p.
19). Thus, it can be expected that more work will involve communication
to non-specialist audiences and readerships. Tannen, as a writer of popular
linguistics, is an expert in this field and makes a strong case for developing
these skills.

Kimberly L. Geeslin and Laura Gurzynski-Weiss (Chapter 13) round off the
volume with perspectives from new and established faculty on preparing for
tenure and promotion. While a great deal of this is again geared toward the
North American system, much of the information is transferable, particu-
larly the checklists which can aid in preparing documents, although many
institutions have their own requirements. This marks an end to the book
at the point where academics may no longer be regarded as ECRs. It also
makes for an interesting action plan based on Bryan Smith’s earlier chapter.

Although undoubtedly helpful for graduate students, the book lacks refer-
ence to the literature on the scholarship of teaching and learning in higher
education. In fact, many chapters even completely eschew reference sec-
tions, making following up on the ideas difficult. This is compounded by the
rather cursory effort at an index.

In spite of this, the more general the chapters appear to be, the more use-
ful they are. Chapters on tenure applications, work-life balance, and super-
visory relationships are very welcome. The presence of checklists in some
chapters is an excellent idea and these may make their way into the files of
many students and their supervisors.

In a nutshell, as a straightforward, rewarding read, this book is useful,
though not indispensable. It would be a worthwhile addition to libraries.
However, there is insufficient specialist applied linguistics content to make
this an essential purchase for graduate students in this field. In contrast.
academics wishing to provide better advice to their graduate students on
matters beyond the dissertation would benefit greatly.
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Year in and year out, language teachers are faced with questions of how to
generate and maintain motivation in learners. As such, motivation remains
a popular field of interest across educational realms, evidenced by an ex-
panding literature on the topic. In his recent monograph, Innovations and
Challenges in Language Learning Motivation, professor of psycholinguistics
and well-known SLA motivation researcher Zoltdn Dérnyei surveys the
landscape of motivation research and deliberates on potential research
directions. Dornyei’s purpose is to evaluate the state-of-the-art in motiva-
tion research, especially recent efforts to incorporate more scientific ap-
proaches. The book can thus be read as either a brief history of the field, a
summary of Dérnyei’s own interests, or a set of suggestions for advancing
future research.

The book is composed of two main parts, “Fundamental Challenges”
and “Research Frontiers” with each containing three chapters. The first
half highlights 11 issues related to motivation research in general and L2
learners more specifically. The reader is guided through an overview of con-
structs, approaches, and methodologies that have been employed in efforts
to overcome these challenges. In “The Conceptualisation of ‘Motivation™
(Chapter 1), Dérnyei discusses foundational issues in the field. A key exam-
ple is the question of whether motivation should be conceived as intrinsic,
regardless of circumstance. In other words, is it a temporary condition, or
an otherwise constant quality that ebbs and wanes depending on context?
From this foundational discussion of personality, the subject moves on to a
range of constructs such as affect (emotion), cognition (mental processing),
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and distinctions between conscious and unconscious motivation. Dérnyei
encourages would-be researchers to contribute further to these areas, since
interest is high, and they are timely topics with a favorable research climate
in academic psychology.

The influence of social context has become an essential aspect of motiva-
tionresearch in SLA, and Chapter 2 charts this developmentin social psychol-
ogy and qualitative research methods. This historical view is accompanied
by summaries of recent efforts, such as Ushioda’s (2009) person-in-context
relational view, to systematically incorporate social context into motivation
research. Even more recently, some researchers have adopted complex dy-
namic systems theory (CDST) to account for a wide range of factors (e.g., the
duration of motivation). Doing so, according to Hiver and Larsen-Freeman
(2020), offers a “way of thinking that represents a radically new foundation
for scientific inquiry” (p. 288). Dérnyei, who is also highly involved with this
shift, devotes substantial space in making the case for the potential of such
research. On the other hand, he also admits that incorporating multiple phe-
nomena into a research design presents as-yet unresolved feasibility chal-
lenges. Overall, Chapter 2 is less of a research “how to” than an introduction
to these theories and related research.

Following this discussion, Dornyei dedicates Chapter 3 to examining how
research is being applied to the practical realities of facilitating L2 learner
motivation. Noting that articles on motivation theory outnumber articles
on the usage of these theories by a ratio of 2:1 (p. 54), Dornyei provides
an overview of areas of implementation to investigate such as engagement,
role modeling, and classroom research. Of particular note is work adopting
a “small lens” through including local cultural contexts in empirical research
(see Ushioda, 2016), and others who have approached motivation from the
level of task-based instruction. However, Dérnyei concludes that much of
the research in these areas remains episodic or unsystematic. Considerable
definitional challenges, a vast range of contextual factors, and reporting
issues make both quantitative and qualitative research difficult. The main
takeaway from this section is that, according to Dornyei, further develop-
ment and adoption of systematic techniques, such as retrodictive qualitative
modeling or CDST, could facilitate more generalizable methods and results
in motivation research.

While the first part of the book serves as a broad overview of the literature,
the second part, “Research Frontiers,” narrows down to three areas where
future research might be particularly fruitful: unconscious motivation, vi-
sion, and long-term motivation. Each topic is examined in Chapters 4-6,



186 JALT Journal, 44.1 « November 2022

including summaries of their historical, psychological, and neuroscientific
backgrounds. In Chapter 4, Dérnyei notes that these as-yet less-tread paths
in L2 learner motivation research offer great potential but are replete with
challenges. For example, though acknowledged in academic psychology to
play a crucial role in learning, research on unconscious motivation depends
on self-reporting and questionnaires and is thus often unreliable. To coun-
ter this, Dérnyei suggests triangulating a range of methods simultaneously
as the way forward. In Chapter 5, the author moves on to vision, covering
the etymology and intellectual history of this concept as well as the signifi-
cant role it plays in motivation. As readers familiar with Dérnyei’s (2009)
L2 Motivational Self System will recall, vision has featured prominently in
his earlier work. However, he acknowledges that much of his earlier work
remains hypothetical and requires robust empirical evidence. Finally, the
theme of Chapter 6 is long-term motivation and the ways it has been con-
ceptualized in popular psychology with terms such as grit and perseverance.
These are particularly trendy ideas in self-help literature. Dérnyei notes
that the research in these areas is typically shaped as much by wording in
research instruments as much as any evidence for the superiority of one
idea or another. As he has insisted throughout the book, Dérnyei points to
the need for more longitudinal studies and systematic approaches to better
understand the durational aspects of L2 learner motivation.

In this book, Dornyei casts his net far and wide across various topics of
interest for both novice and seasoned motivation researchers. From this
standpoint, the strength of this book is its breadth. Whether a reader is rela-
tively new to L2 learner motivation, or an experienced researcher, this book
serves as a timely update. The topics covered are carefully backgrounded
with current citations—several of which were in press at the time of publi-
cation. As Dornyei notes in his introduction, the book should be read selec-
tively as several sections of the book overlap. The book also contains both a
subject index and an author index, so it can be readily employed as reference
material.

On the other hand, a drawback of this text is that owing to its broad scope,
the depth of engagement on conducting practical classroom research is
rather limited. As such, JALT Journal readers who are interested in applying
specific research models and evidence-based results might be disappointed.
Moreover, in part because of the efforts of the author to ensure that the ma-
terial is up-to-date, the book will become dated relatively soon and is thus
unlikely to be an enduring reference on the shelves of its readers. Lastly,
though less a critique than an observation, this book follows the tendency
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in most of L2 motivation research literature to skirt questions of individual
differences in aptitude, cognition, and attention despite the relevance and
status of these topics in mainstream educational psychology.

Nonetheless, this title is well-suited as an introduction to a wide range of
topics in motivation and is thus appropriate for SLA training courses, uni-
versity programs, or interested researchers and practitioners. The strength
of this book is its overview of core concepts as well as the quality of discus-
sion on the frontiers of unconscious and long-term motivation as well as
vision. This book is a worthwhile read for graduate students, L2 researchers
honing their research methodologies, and those interested in current trends
in the field.
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East Asian Perspectives on Silence in English Language
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Reviewed by
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King and Harumi and the 15 authors contributing to this 184-page book
(available in print and various e-book formats) suggest that research inter-
est and insights into the existence of silence in East Asian EFL classrooms
has increased this past decade. The editors also caution that there is much
work to be done to further explore the meaning and frequency of silence
in language learning (LL) environments. This book is comprised of a Fore-
word by Peter Maclntyre (the author of multiple seminal papers on LL),
an Introduction by the editors, and eight unique research studies focusing
on EFL student and teacher perspectives regarding silence. This volume
included a wide-range of empirical research (e.g., quantitative, qualitative,
and longitudinal) and approaches (e.g., complex dynamic systems theory)
with the shared aims of clarifying the meaning, causation, and frequency
of student silence in LL classrooms. Regarding the interplay of silence and
human interaction in EFL contexts, the authors position their examinations
within three main contextual factors: “psychological, cultural, and immedi-
ate educational settings” (p. 7).

While psychological states such as anxiety and shyness are pervasive
throughout all cultures (Barlow, 2002), this volume supports evidence that
when compared to EFL students of Western heritages (e.g., Eastern Europe,
North American, South American), students from Confucian Heritage Cul-
tures (CHC) are less likely to instigate conversations and are more likely to
remain silent for prolonged periods during communicative activities (Bao,
2014; Harumi, 2011; King, 2013, Woodrow, 2006). The authors also argue
that cultural factors such as power distance (e.g., teacher-student, older
student-younger student), efforts to maintain group harmony, and fears of
negative evaluation may push or pull a CHC student toward silence in an EFL
classroom (p. 167).

In Chapter 2, Dat Bao explores associations between specific tasks and
individual preferences between talk and silence. The impetus for this inter-
pretive case study conducted at an Australian University was Bao’s observa-
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tions that his East Asian postgraduate students tended to be more reticent
in class when compared to students from other nationalities. To support
students who are more likely to remain silent in class, Bao recommends that
teachers create task designs that include “explicit instruction, appropriate
wait time, timely support, relevant follow-up strategies and effective assess-
ment policy” (p. 31). Bao also highlights that mental rehearsal is a produc-
tive action (i.e., individuals may be practicing speaking even though on the
outside it appears that one is removed from the interaction).

In Chapter 3, Seiko Harumi examines the effects of EFL teacher talk on
silence by analyzing 8 hours of video-recorded classroom data at various
Japanese universities. As expected, teachers demonstrated the ability to
shift the dynamics of a classroom not only through talk but also through
listening and responding to the subtle cues of silent learners. In Chapter 4,
King et al. report on a longitudinal intervention with the goal of promot-
ing group cohesiveness among Japanese university LLs. Interventions
conducted on three classes included in-class discussions (led by teachers),
and a student-organized out-of-class activity (bowling, dinner then karaoke,
campus picnic). These interventions were delivered with the prediction that
when silent learners become more accustomed to their classmates, they
may be less prone toward silence. While the in-class discussions proved ef-
fective in strengthening group cohesiveness and mitigating silence, student
opinions regarding the effectiveness of the out-of-class activity varied. The
authors suggest that the teacher’s role in shaping group dynamics is more
pronounced than when a class of LLs interacts independently.

Chapter 5 introduces a cognitive-based therapy (CBT) intervention
designed to help individuals break vicious cycles (e.g., worry/insecurities
leading to silence). In a case study, through intervention sessions, Kate
Maher encouraged a nervous Japanese female LL to take a more balanced
perspective regarding her learning situation. While the student continued
to struggle to break the cycle of worry and silence (even at times during
the intervention), the teacher’s role is again highlighted as a powerful tool
to help learners cope with anxiety. This study was particularly interesting
because Maher seemed to answer the call regarding the need for more re-
search focusing on individual perspectives. However, when discussing the
implications drawn from these findings, the author could have perhaps of-
fered more insight on how to interpret or apply conclusions being drawn
from a single case study.

In Chapter 6, Michael Karas and Farahnaz Faez explore the perspectives
of 91 Chinese pre-service EFL teachers in a TESOL program at a Canadian
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university regarding silence and the implementation of communicative
language teaching (CLT) curricula in China. Surveyed teachers in the study
cited “lack of language ability, anxiety and the fear of embarrassment” as the
main reasons why students remain silent in LL classrooms (p. 112). Includ-
ing student data could have perhaps strengthened the findings of this study.
At times, the pre-service Chinese EFL teachers reflected retrospectively on
their experiences as younger language learners. While these perspectives
may be personally relevant, interested readers may want to hear more di-
rectly from teachers and students who are now currently using CLT methods
in China.

In a longitudinal study with Japanese high school English LLs (Chapter
7), Simon Humphries, Nobuhiko Akamatsu, Takako Tanaka, and Anne Burns
report on certain factors (e.g., confidence, anxiety) that affect a student’s
capacity to speak (CTS) (i.e., ability to speak in various situations). The
researchers differentiate CTS from willingness to communicate (WTC) and
indeed make the point that some students may lack the CTS (and therefore
remain silent) but that there are also silent students who do have the ability
to engage in verbal interactions. Findings of the study indicate that “student
confidence followed by classroom support” are the two most important
underlying factors related to CTS. Surprisingly, anxiety and motivation were
not found to have a significant influence (p. 137).

In Chapter 8, Jian-E Peng examines the relationship between WTC and
silence during a university EFL class in China. Peng’s study is framed in a
dynamic systems perspective where events in a classroom are not neces-
sarily linear and certain actions may cause reactions of varying intensities
depending on a multitude of factors. Peng found similar findings to King
(2013) in that students rarely initiated talk, but compared to the Japanese
university students in King’s study, these Chinese students spoke for longer
durations. Peng uses self-reports of WTC and recorded instances of silence
(p- 153) to argue the prevalence of certain attractor states within a lesson
(e.g., unwilling and silent, silent yet yearning). The book closes with a more
expansive look into dynamic systems theory and a sampling of observed data
(collected by Amy B.M. Tsui and Rintaro Imafuku) pertaining to the class-
room participation tendencies (e.g., self-initiated, group-initiated, teacher
initiated) of a separate study focusing on Japanese university students.

As highlighted in this volume, time devoted to speaking practice is both (a)
an essential component required to develop the skills necessary to develop
in a second language (e.g. fluency, negotiating meaning, confidence) and
(b) a limited commodity; especially when learners are studying a foreign
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language in their native country. When confronted with silence, especially
in classrooms where verbal interaction is required as a means to develop a
communicative skill, teachers and students alike may face a crossroads of
confusion (p. 54). To further complicate the implicit nature of silence, a mul-
titude of factors lying beneath the surface of a given interaction may push or
pull individuals toward action (or inaction). The authors of the chapters in
this volume endeavor to address this murkiness by offering possible solu-
tions for teachers and students to effectively manage, react to, and possibly
cope with the dynamic nature of silence in language learning (LL) contexts.

Overall, I think this book would be of great interest to JALT Journal readers
or any language teachers interacting with East Asian students. Although the
authors acknowledge that it may be difficult at times to assess the mean-
ing or reasons for silence in the EFL classroom, each chapter in this book
offers specific solutions, recommendations, or pedagogical implications for
teachers on how to (a) help students move toward action when they have
the capacity to speak; (b) determine when to be patient and adjust to the
acceptable length of silence that may vary from person-to-person, culture-
to-culture, and lesson-to-lesson; and (c) adjust classroom procedures to
provide hesitant students low-stress speaking opportunities.
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Professionalization is the process by which members of an occupational
community strive for increased social acceptance and status as well as in-
ternal capacity building among its members (Hoyle, 2001). The goal of pro-
fessionalization is multifaceted, and includes improved working conditions
and responding to criticism of the profession. Improving skills and creden-
tials, at times as a result of new local and national government policies, is
also a focus. Yet there remains a lack of consensus on what professionaliza-
tion entails. On one hand, the focus is related to professional development,
licensure, and certification. On the other, the focus is more personalized:
how teachers can implement best practices in their classrooms (Ingersoll
& Collins, 2018; National Center for Education Statistics, 1997). From this
latter perspective, professionalization may be considered a reflective jour-
ney for educators as much as a measure of outward qualifications and ac-
creditation. Achieving a level of professionalism has gained importance for
language educators in recent decades, and has been influenced by employ-
ment requirements, national and international teaching associations, and
the desires of individual educators. The hope of the editors of Professional-
izing Your English Language Teaching, Christine Coombe, Neil J. Anderson,
and Lauren Stephenson, is to contribute to this process with the chapters
included in this volume.

The three editors of the current volume indeed exemplify the track of
professionalism within the field of Teaching English to Speakers of Other
Languages (TESOL). All three have published extensively in their areas of
specialization within the field and have experience both in the classroom
and working with novice and experienced teachers. In addition, Christine
Coombe (2011-2012) and Neil J. Anderson (2001-2002) have served as
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President of the TESOL International Association. Along with 45 other
authors, many of whom have or are currently serving in international lead-
ership positions, representing a total of 14 different countries, the editors
bring together a diverse range of knowledge and experience in order to con-
tribute to this important discussion of professionalism within our field. As
indicated in their introductory chapter, the editors have provided a volume
that begins with the theoretical foundations for the concept of profession-
alization, and then moves through 10 different sections focusing on current
issues of concern among English language educators, including leadership,
productivity, technology, collaboration, and teacher well-being.

While each of the 36 chapters presents a strong foundation from relevant
research literature, this volume is not comprised of individual research stud-
ies. Rather, each chapter presents a thoughtful discussion of each topic as it
relates to professionalism, and how each is related to the personal and pro-
fessional development of language educators. The text provides an overview
and raises the importance of the intricate connections between personal
well-being, goal setting, consideration of career path, and professional roles
that may be less explicit in some educational settings. What results is a very
accessible volume, which encourages individual reflection, and which would
be of interest to both novice and experienced educators alike. Even prior
to entry into the field, some of the chapters would be quite appropriate for
undergraduate or graduate students as they consider their future respon-
sibilities and the opportunities ahead as they prepare to become language
educators. Each chapter ends with a short series of questions, designed to
encourage the reader to reflect on the key points presented. From a profes-
sional development viewpoint, either formal or individual, these questions
can serve as a starting point for ongoing educational activities. Because each
chapter is based on a focused topic, individual chapters could be used in
single professional development sessions, or the volume as a whole or in
part could be used through a series of sessions which could be tailored to
the needs within specific contexts.

Some of the chapters included are of particular interest. Two chapters
highlight how teachers can deal with the common pressure and stress in the
profession, and how to increase their “happiness quotient” (p. 53). This em-
phasis on psychological well-being is timely, as the concern over the mental
health of both teachers and students has increased during the last two years
of the coronavirus pandemic, and has been the topic of much recent research
(see Dabrowski, 2020; Gough et al,, 2021; Mansfield, 2020). While the vol-
ume publication date of 2020 was too early to address the challenges faced
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by teachers globally as they moved their instruction to emergency remote
teaching (Hodges et al,, 2020) and then in many cases to more sustainable
online formats, the chapters on utilizing technology, online teaching, and de-
veloping an online presence can still provide a foundation to understanding
these issues. Lastly, a unique characteristic of this volume is the discussion
of professionalism throughout the entire career of an educator, focusing on
productivity, setting individual goals, working with colleagues, navigating
the search for tenure-track positions, and finally, finding opportunities to
give back to the profession, through mentoring, leadership, research, and
involvement in professional associations. For the reader, the chapters can
provide a narrative of where each may stand on their own professional jour-
ney, and in which manner they may wish to direct their career trajectory.

Very appropriately, the authors also address the professional identity of
non-native English-speaking teachers (NNESTs) within our field, focusing
both on status and power inequities based on the native speaker fallacy, but
also concerns related to appropriate English language proficiency levels.
The volume itself gives voice to many researchers and professionals that are
often under-represented in the literature. Nevertheless, the concentration
of chapter authors remains largely from North American and Middle East-
ern contexts, with only 25% of the authors from other global regions. The
volume could have benefited from some additional perspectives from other
areas, including more diverse voices from South, Southeast and East Asia,
different regions of Europe, Central and South America, and Africa. Recog-
nizing that no single text can achieve a complete canvas of all perspectives
from all regions, the current volume admirably strives to reach that goal.

Throughout each chapter, what is apparent to the reader is that profes-
sionalization of the field and of the individual is a process, not a destination.
This process of professionalization, and the consistent striving for improve-
ment, can have lasting impacts on individual educators, their learners, and
the institutions and societies within which they teach. By enabling educa-
tors to recognise and appreciate the factors that affect professionalism, this
volume can offer educators at every stage a vision for enduring professional
growth. As Gabriel Diaz Maggioli in his chapter on continuous professional
development notes, if educators wish “to reach all their students and help
them improve their learning and their learning potential, then they need to
engage in sustained professional development that benefits both teachers
and learners” (p. 255). To that end, this volume provides a useful tool for
educators to continue along their progression of professional development
and professionalism throughout their career.
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In their book Teaching Language Online, Victoria Russell and Kathryn
Murphy-Judy demonstrate valuable concepts useful in both developing and
teaching online and flipped language courses (the term “flipped” refers to
a methodology that prioritizes active learning during class time while out-
side class students watch lectures or read assignments). They also provide
comprehensive perspectives on designing and delivering blended language
courses successfully (“blended” refers to a methodology in which students
learn via electronic and online media as well as traditional face-to-face
teaching). The authors clearly explain concepts relevant to course design
and online teaching with materials arranged systematically, which enables
the reader to efficiently access the necessary information.

In the opening chapter, the authors show the steps involved in course
design by giving an excellent explanation of the ADDIE (Analyze, Design, De-
velop, Implement, Evaluate) model. It highlights what is necessary to create
robust, valid online programs. To this end, all aspects of the ADDIE model
(including technology and media analysis, needs analysis, instructional ap-
proach, and content) are discussed in depth. The authors then demonstrate
the application of backward design (i.e., reverse engineering) to the general
teaching methodologies.

The reader is provided with an analysis of the trade-offs inherent in de-
signing an online course which favors student success. The authors look
closely at the two types of delivery—synchronous and asynchronous—with
a focus on student and teacher engagement, assessment, and inclusion. The
concepts above provide a roadmap for educators with a desire to venture
into course design. The authors illustrate the importance of knowing the
steps of the aforementioned ADDIE model in order to understand the theory
behind the different design phases and recognize how to integrate them cor-
rectly into the process.
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In Chapter 2, the authors address various concepts in online instruction
and teaching including learner development, learning management systems
(LMS), course structure, interactions, and course activities. This is followed
by a discussion of the relevant tools and resources, like video, multimedia,
and other available interactive media tools such as H5P (a free and open-
source content collaboration based on JavaScript). Both the instructor and
the learner can gauge which existing materials and assessment tools are
practical for their needs. The authors also suggest useful approaches to vet-
ting and curating resources (p. 119) and show that both the instructor and
the learner can accurately judge the efficacy of online teaching and learning.

After laying the groundwork for online teaching in Chapters 1 and 2,
Chapter 3 focuses on concepts unique to teaching language online. The au-
thors make clear that skills for teaching languages in the classroom are easily
transferable to teaching languages in an online environment. Communicative
competence and the communicative language teaching approach (CLT) are
emphasized. For online, blended, and flipped instructional settings, the
authors discuss core language instruction practices for CLT. They provide
readers with the essential points which should ensure success teaching
online. Irrespective of the delivery mode—online, blended or flipped—the
authors stress that developing communicative competence should be the
overall goal of every language course (p. 175). Practitioners looking for
further resources may be interested in Glisan and Donato’s (2017) Enacting
the Work of Language Instruction which provides a foundation for the work
analyzed by the authors in this chapter.

In Chapter 4, readers are presented with an array of language resources
and several professional development opportunities critical for course
developers, designers, and instructors in the fields of online, blended, and
flipped classroom language instruction. Russell and Murphy-Judy focus on
several resources which are available through the ACTFL (American Council
on the Teaching of Foreign Languages) online mentoring program (addi-
tional information to be found at https://www.actfl.org/learn/mentoring-
program). These resources are relevant for online instruction, content de-
velopment, selection and adaptation of curriculum, and methods of online
language teaching. The authors likewise discuss professional educational
organizations which focus on teaching and learning culture and language in
online settings

Lastly, the authors explain that the overarching purpose of Chapter 5 is
“to help language educators apply the findings of research to their online
course design, development, and delivery” (p. 212). Throughout the chapter,
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they unpack the relevant research. A key discussion that emerges from this
chapter is the concept of teacher and student satisfaction, with class size
one of the impacting factors. Moreover, the authors illustrate the Foreign
Language Classroom Anxiety Scale (FLCAS) with respect to online language
learners’ anxiety in blended and flipped classroom settings (p. 219). This
chapter is crucial for online teachers because it offers research on engage-
ment, online course presence, and learners’ connectedness.

In conclusion, Teaching Language Online provides insights into course
development and design, development of course materials, teacher devel-
opment, the best online teaching practices, and applicable field research. It
contributes to a basic understanding of online language course design and
the implementation of effective and efficient online, blended, or flipped ap-
proaches to language courses. Students and educators alike can focus on the
growth and development of their specific online educational needs by ab-
sorbing the concepts offered in this valuable resource which has organized
a massive collection of recommendations, guidance, and support.
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As there is such an extensive amount of literature on grammar, it is quite
legitimate to ask what another publication on the subject will add to the
field. In their monograph, Rankin and Whong, two academic scholars who
are formal linguists by training, contribute by making key findings in linguis-
tics and language acquisition research available and accessible to language
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practitioners. The book has two overarching aims: to help readers develop
a methodology for exploring the complexity of grammar, and to enhance
their knowledge of language and linguistics. In connection with the second
aim, the authors explain how the theoretical notion of Virtual Grammar is
relevant and helpful to language pedagogy. Briefly defined, Virtual Grammar
is the “potential suite of grammatical distinctions available to all humans by
virtue of having the capability to develop language” (p. 107). As the authors
point out, Virtual Grammar has close connections with the concept of Uni-
versal Grammar, but without any related theoretical baggage (p. 187).

Chapter 1 opens with an overview of the field of linguistics in order to
highlight the complexity of language. Rankin and Whong illustrate that while
language study is traditionally an area that attracts the attention of function-
alists, in fact formalists are also interested in how language development
unfolds. A formal perspective may provide useful insights into the nature of
language use. For example, while the difference between “Dogs bark” and
“Dogs are barking” may be explained in terms of the simple versus progres-
sive aspect, an alternative explanation may invoke the distinction between
the generic and existential meanings. This latter explanation is considered
more useful as it leverages the fact that grammatical categories such as ge-
neric meaning and existential meaning are universal across languages.

The nature of language and languages is dissected in Chapter 2. The au-
thors note that languages differ in the form of language families, dialectal
variations, register differences, and idiosyncratic usage. Despite these dif-
ferences, virtually all human languages share the same ability to express
such core meanings as specificity and person. This underlying “unity in di-
versity” in languages facilitates language learning as it provides “a blueprint
for what the grammar of a language can possibly be” (p. 72).

Chapter 3 details the nature of grammar. The chapter begins with an
overview of the concepts of descriptive, prescriptive, and reference gram-
mar, concluding that we should see past them to the underlying principles
of grammar. This means departing from a rule-based view of grammar to a
dynamic understanding of what concepts can be realised grammatically in
different languages. The advantages of this shift in mentality for language
learning are further elucidated.

Chapter 4 focuses on L2 acquisition, offering that this in fact shares some
fundamental similarities with L1 acquisition. Some problems with the learn-
ing of an additional language are explored: for example, some grammatical
features that are seemingly easy for L1 speakers to acquire may present ma-
jor difficulties for L2 learners. However, no L2 speaker develops a grammar
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which does not make use of the underlying grammatical systems. Teachers
who explore language learning through the lens of Virtual Grammar will un-
derstand that the reason why certain grammatical features are consistently
hard to acquire may be attributed to learnability issues.

In Chapter 5, Rankin and Whong look at language education, aiming to
connect linguistics-oriented perspectives with broader educational issues.
The chapter juxtaposes contradictory discrete ideas, (e.g., nativeness versus
foreignness and awareness versus ability), in order to argue that these issues
represent continua rather than dichotomous choices. Teachers are encour-
aged to free themselves from binary constraints so that they can adopt an
eclectic approach that conceptualizes grammatical concepts as components
of a Virtual Grammar.

The book is an excellent addition to an emerging body of literature that
aims to address the gap between formal linguistics and language education
(for a collection of papers on this subfield of investigation, see Trotzke &
Kupisch, 2020). Rankin and Whong have based their book on linguistic the-
ory and key language acquisition research, showing how the divide between
research and practice can be bridged. Navigating the book is, to an extent,
similar to taking a crash course in linguistics and language acquisition. While
the knowledge gained may not tell teachers how to teach language, it might
stimulate them to think about language education in innovative ways. For
example, teachers teaching multilingual students might consider whether
and how to use translanguaging as a grammar teaching strategy.

Running throughout the book is the concept of Virtual Grammar, which
is used to leverage the shared properties across languages (i.e., universals)
for teaching purposes. Given the importance attached to Virtual Grammar; it
is surprising that the term is not fully defined until about halfway through
the book when the connection between Virtual Grammar and Widdowson'’s
(2016) notion of “virtual language” is explicated. The connections between
Virtual Grammar and Universal Grammar are then mentioned, but only in
the last few pages of the book. If the idea of Virtual Grammar were unpacked
earlier, the reader might be better placed to understand what the term
means when it is first introduced in Chapter 1. Additionally, as Virtual Gram-
mar is an abstract notion, more examples could be provided to exemplify
how grammar teaching practices can be grounded in the construct.

The book uses “Case in point” examples to provide training in linguistic
methods. Each of these examples typically begins with a commentary on
a specific linguistic phenomenon (e.g., subjectless sentences and polite-
ness), followed by an analysis of contrasting language data from different
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languages. A short conclusion is then drawn. This type of linguistic training
has clear relevance for raising teachers’ language awareness; the method
may even be introduced to advanced learners who are analytically oriented.
Future editions of the book might consider a discussion on the merits of this
pedagogical option.

The target readers of the book are those without specialist knowledge
of linguistics. The authors make their writing engaging to this audience
through careful choice of interesting examples and language data. The
writing is eminently clear and accessible, though some terms assume
prior knowledge in linguistics. For example, on page 8 where the reader is
introduced to “arguments and alignment”, the text refers to such terms as
nominative-accusative system, subject arguments, and ergative case marking.
The reading hurdles created by such specialist terms could be addressed by
the addition of a glossary at the end of the book.

Overall, Rankin and Whong have produced an immensely informative and
insightful book on a subject that continues to engage a broad spectrum of
readers. The book will be of special interest to language practitioners and
graduate students, enabling them to see how linguistics interfaces with edu-
cation (see Hudson, 2020) to inform the teaching of grammar.
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