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In This Issue

Articles

This issue contains one full-length research article in English, and three
Expositions articles in English. In the full-length research article, Noriko
Nakanishi explores the relationship between in-class and out-of-class
language learning, specifically the effects of coursework and self-training
through shadowing-based tasks on language learners’ oral proficiency
development. While her findings suggest moderate progress resulting
from self-training, the author also provides empirical support for two
inter-related causal claims. Firstly, interactive, communication-focused
classroom instruction encourages the development of pronunciation skills,
oral fluency, and syntactic accuracy. However, these tend to stagnate or
regress without sustained engagement by learners outside the classroom.
This analysis leads to valuable insight on how to steer autonomous practice
so as to sustain procedural oral skill development.

The first Expositions article, by renowned sociolinguist David Block,
unpacks the concept of (social) class - as discussed within and beyond
Marxist literature, and developed by the author - and relates it to many
of the practical issues and questions explored by applied linguists and
language teachers. It offers a series of powerful arguments on class as both
a structuring reality and a process, and as a useful construct in research
on English language teaching and learning. Block’s argument about the
need to frame English language education within a broader transformatory
worldview offers rich conceptual grounds upon which to reconsider how
English language teachers present the language and its social, political, and
economic resonances, and ultimately, how they understand and respond to
students’ needs.

In the second Expositions paper, Noriko Ishihara argues that pragmatic
competence should become an explicit area of language pedagogy,
not as “icing on the cake” after learners have developed sufficient
mastery of target language forms, but rather from the very first day
of instruction for all learners. This underlying argument allows the
author to draw clear conceptual links between language education and
intercultural communication. She then proposes and unpacks a learners-
as-ethnographers approach through which students can develop both
(meta)pragmatic awareness and pragmatic language use in the classroom.
The author also brings critical light upon the native-speaker criterion
in language education, while fronting creativity and criticality as key
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components of multilingual pragmatics. She also offers a critique of current
translingual practices as potentially reinforcing linguistic racism and other
forms of language-based injustices.

The third Expositions paper, by Keita Kikuchi, explores non-cognitive
skills, with an explicit emphasis on grit, optimism, and resilience, three
noteworthy concepts said to have particular relevance to foreign language
education research in Japan. The author looks at non-cognitive skills also
from the perspective of positive psychology, and offers valuable conceptual
and practical possibilities for language teachers working in the Japanese
EFL context.

Reviews

In this issue, we are pleased to present six excellent book reviews.
The first is an analytical review of Dominant Language Constellations:
A New Perspective on Multilingualism, by Harsha Dulari Wijesekera,
who characterizes the volume as “a stimulating and timely addition
to contemporary multilingualism studies ... offering a new conceptual
vocabulary and an empirically grounded framework that better mirrors
how individuals use and experience multiple languages in navigating
today’s globalised contexts.” The second book, reviewed by Thomas
Amundrud, is Plurilingual Education in a Monolingualised Nation:
Exploring New Frontiers in Language Teaching in Japan. One of the features
of this book is the author’s introduction of polyethnography, which
according to Amundrud is an “intriguing innovation.” Promoting Reflection
on Language Learning: Lessons from a University Setting, reviewed by
Mizuka Tsukamoto, is our third offering. Characterizing the book as
uniquely relevant because “all contributions stem from research and
practice at Kanda University of International Studies (KUIS) in Japan”,
Tsukamoto reveals the strengths of the work, at the same time offering
suggestions for improvement. Paul Marlowe, who has reviewed books
for JALT Journal in the past, has brought his analytical talents to a review
of The Twenty Most Effective Language Teaching Techniques. Marlowe
cheekily suggests that this volume could easily be re-titled Paul Nation’s
Greatest Hits, and notes that “one of the book’s most notable strengths is
its balance of empirical support and practical relevance.” Our fifth review,
by Rebecca L. M. Funabashi, looks at a very timely Nicky Hockly’s 30
Essentials for Using Artificial Intelligence. While acknowledging that “[t]he
pace of innovation in Al development creates obvious difficulties in writing
a book about practical teaching applications of Al”, Funabashi praises
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the author for being “forward-thinking ... by not focusing on particular
tools, but on their main functionality.” Last but not least, we are pleased

to present Takeshi Onodera’s review of Mindsets in Language Education.
Acknowledging that the book focuses primarily on English rather than
other languages, Onodera observes that “this volume makes a notable
conceptual contribution and advancement by foregrounding the role of
sociocultural and educational conditions in shaping mindsets, offering both
context-specific insights and broader cross-contextual patterns.” We hope
that JALT Journal readers will enjoy and benefit from reading the thoughtful
reviews in this issue.

From the Editors

This issue is witness to many changes within JALT Journal. It marks the
final issue with Jeremie Bouchard as editor. Jeremie will be missed, as the
entire editorial team has become accustomed to learning from his critical
eye, lightning speed work rate, and thoughtful feedback and guidance at
all stages leading to the publication of a JALT Journal issue. His leadership
and dedication to the journal have been nothing short of admirable. Thank
you, Jeremie! Luckily for JALT Journal and the editors, he will take on the
role of JALT Publications Board Chair, thus continuing to play a role in JALT
Journal, albeit an indirect one. Joe Geluso will step into the role of editor,
and Paul Leeming will become the associate editor. We are also happy to
welcome Rob Lowe as the incoming assistant editor. Rob has extensive
teaching and research experience in Japan and an impressive publication
record. JALT Journal will most certainly benefit from his contributions. Joe
and Paul look forward to working with Rob over the coming years. This
issue also marks the last one for Masayuki Kudo and Charles M. Mueller
as the two Japanese-language editors. Their combined efforts have helped
sustain JALT Journal's status as a bilingual academic journal, and expand
the journal’s range of research interests. Thank you very much, Masayuki
and Charles, for your generosity and valuable contributions, and we
wish you the best in your future endeavours. We are also very pleased to
welcome Mayumi Kashiwa as the new Japanese-language editor. Mayumi
is a dynamic educator and scholar, with excellent publications to her name.
We all look forward to working with her in the years to come.

— Jeremie Bouchard, Editor

— Joe Geluso, Associate Editor

— Paul Leeming, Assistant Editor

— Robert Lowe, Incoming Assistant Editor
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Parting Messages

It has been an honour and a privilege for me to fulfill editorial duties
at JALT Journal. Working alongside an exceptional team of expert editors,
dedicated reviewers, and of course authors, I have learned a great
deal about the range of research interests shared among members of
the applied linguistics research community here in Japan. [ extend my
sincere gratitude to everyone [ have had the privilege to meet while
working as editor for the past four years or so, and thank them for their
professionalism, collegiality, and commitment to high standards of
scholarly publishing. I would also like to express my appreciation to the
entire JALT organisation, with a special thanks to Theron Mueller for
his broad understanding of the JALT organisation and his unwavering
support of JALT Journal. ] owe my deepest gratitude to the JALT Journal
readership, whose engagement in the field, and expectations regarding
quality research and academic discourse, continue to motivate the work
done at JALT Journal. Joe Geluso now takes the lead as chief editor, and with
Paul Leeming, Rob Lowe, Melodie Cook, Mayumi Kashiwa, and Cameron
Flinn as teammates, JALT Journal could not be in better hands. Under their
collective guidance, JALT Journal will continue to grow as a respected forum
for critical inquiry and scholarly exchange. It is my honour to take on the
role of JALT Publications Board Chair for the next few years. I look forward
to new challenges and opportunities ahead.

—]Jeremie Bouchard

Serving on the editorial team has been an enriching experience and a
significant journey in my life. Throughout this remarkable engagement,
[ have gained valuable insight and skills that have greatly influenced
my academic and professional development. I would like to express my
gratitude for everyone’s support, guidance, and encouragement. Thank
you for the incredible opportunity to collaborate with such an exceptional
team. I truly appreciate all your efforts and the opportunities you have
provided me.

—Masayuki Kudo

It has been a pleasure supporting JALT Journal and working with such
a dedicated community. Thank you for the opportunity and for your
continued efforts to advance English language teaching.
—~Charles M. Mueller



JALT JOURNAL 135
Introductory Messages

[ am excited to join the JALT Journal as assistant editor. I look forward to
working with this team to continue showcasing research that represents
the exciting work being done both within and beyond the language
teaching community in Japan.

—Robert Lowe

[ am honored to serve as the JALT Journal Japanese-language editor. I
am very much looking forward to working with the editorial team and
assisting authors through the review and publication process. I hope
to support the continued growth of Japanese-language scholarship and
contribute to the journal’s further development.

—Mayumi Kashiwa

The JALT Peer Support Group (PSG) aims to collaboratively assist
writers in working through the writing process in order to develop their
manuscripts to a (hopefully) publishable level. Our experienced Peer
Readers will do their best to provide you with feedback and suggestions to
improve content, clarity, and organization. However, they do not usually
edit for grammar, punctuation, etc. as part of the process.

Submitting a Paper for Review
Please visit https://jalt-publications.org/contact to start the process.

Once a paper is submitted, it may take a month or more for two rounds
of feedback.

Becoming a PSG Peer Reader

PSG is always recruiting new Peer Readers! Benefits include: improv-
ing your writing skills, learning more about the academic publishing
process, networking, and providing a valuable service to the academic
community.

Please contact PSG at jaltpubs.peer.group@jalt.org to find out about
becoming a Peer Reader.
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Articles

Temporal Dynamics of EFL Learners’
Oral Proficiency: Effects of Coursework
and Self-Training Using Shadowing-
Based Tasks

Noriko Nakanishi
Kobe Gakuin University

In EFL (English as a Foreign Language) environments, opportunities for learners to
use the language outside the classroom are often limited, making it challenging to
foster oral proficiency. This study examined the effects of spring semester course-
work and summer self-training on the oral proficiency of 217 Japanese university
students. It addressed 2 research questions: (1) changes in oral proficiency across
the spring semester and subsequent summer vacation, and (2) the effects of inten-
sive self-training during the vacation period. Semester instruction followed a flipped
learning model, and summer training consisted of shadowing and related oral tasks.
Oral proficiency was assessed using the Versant Speaking Test sub-scores. Results
showed that mean scores improved during the spring semester but either plateaued
or declined during the summer break. However, learners who actively engaged in
summer self-training demonstrated small gains in fluency and pronunciation, sug-
gesting the potential of autonomous practice to help sustain procedural oral skills.
PEREDHMNEREE L T RIEN H55E (EFL) Tl HES TOMEHERN RS NS0, FHE
DHOEHREN) DFEEZME T TEME L AFETIE, HADKRFAE2ITHERIRIT, (1) FEH
EHFRIEZE U= O8I OZE, 2) KR OETHREC N —Z2 7 ORI RERF L
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Keywords: self-training; semester transitions; shadowing; vacation
impact; Versant Speaking Test

including fluency, pronunciation, and lexical knowledge, typically
requires sustained exposure and repeated practice over time (Bygate,

2001; DeKeyser, 2007; Nation, 2007; Swain, 1985). According to Hakuta et
al. (2000), ESL (English as a Second Language) learners in California and
Canada needed three to five years to develop oral proficiency. If such ex-
tended timelines are required in ESL environments, it is evident that even
more training time is necessary in EFL (English as a Foreign Language)
contexts, where exposure to the target language is much more limited.

Given these challenges, the present study aims to examine changes in
EFL learners’ oral English proficiency over a six-month period by investi-
gating the effects of interactive coursework during the spring semester and
voluntary self-training during the summer vacation. The study focused on
217 Japanese university students, all of whom participated in classroom-
based learning. During the semester, interactive classroom lessons were
conducted based on a flipped learning approach (Lee & Wallace, 2018), in
which students completed preparatory tasks such as listening comprehen-
sion, shadowing practice, and oral presentation rehearsals prior to class.
For the self-training component, only students who opted in completed
online assignments incorporating shadowing-based tasks (Minematsu et
al,, 2023). Learners’ oral proficiency was assessed using the sub-scores of
the Versant Speaking Test: Fluency, Pronunciation, Sentence Mastery, and
Vocabulary (Pearson, 2022).

I n language learning, the development of oral language proficiency,

Literature Review
Limited Opportunities for Oral Communication in EFL Contexts

EFL learners typically encounter fewer opportunities for oral com-
munication than their ESL counterparts. Lightbown and Spada (2013)
emphasize that EFL learners receive only a few hundred hours of language
instruction over several years, compared to the immersive environments
found in ESL contexts. Furthermore, when both teachers and students
share the same L1, as is often the case in Japan, classroom communication



Nakanishi 139

frequently defaults to the native language, reducing learners’ chances to
engage in meaningful target language use (Eyring, 2014).

These environmental constraints have measurable consequences for
learners’ oral proficiency development. Zhang (2009) observed that
limited access to authentic input and output in Chinese EFL settings
hindered learners’ development of spoken fluency. Similarly, Teeter (2017)
found that Japanese university students experienced a decline in listening
proficiency during their first year, due to structural limitations such as
large class sizes, reading-focused instruction, and insufficient time devoted
to speaking practice. These findings support the view that sustained and
meaningful oral interaction is crucial for the development of fluency and
accuracy (Bygate, 2001; Swain, 1985).

Muifloz (2014) further noted that it is not the age of exposure but rather
the quantity and quality of interaction that predict oral performance. Her
longitudinal research revealed that learners who experienced extended
informal contact and time abroad achieved higher levels of fluency and
syntactic complexity than those with classroom-only instruction. Such
evidence supports Nation’s (2007) assertion that fluency development
requires a dedicated strand of practice-oriented input and output over
time.

Structural limitations within academic calendars exacerbate this issue.
For example, Japan’s University Establishment Standards (MEXT, 1956,
Chapter 6, Article 22) recommend a 35-week academic calendar per year,
consequently leaving an approximately 17-week vacation period. Even if
gains are made during the semester, students risk losing progress during
long vacation periods without sustained input or practice opportunities.
Cooper (2003) identified a similar phenomenon in the U.S.—“summer
learning loss”—showing that extended breaks can lead to declines in
academic and procedural skills, especially among learners from disadvan-
taged or non-English-speaking backgrounds. This concern is applicable to
EFL learners as well: without structured input and practice during breaks,
oral proficiency gains made during the semester may regress.

Effects of Self-Training

To mitigate learning loss during breaks, various studies have explored
the effects of self-training on oral proficiency. Trofimovich et al. (2009)
demonstrated that while long-term listening and reading comprehension
support pronunciation development, production-based tasks, such as
speaking, are essential for improving fluency and comprehensibility. Their
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findings align with DeKeyser’s (2007) claim that practice involving active
output is necessary to automatize oral skills.

In a related study, Nagle et al. (2025) examined high-variability phonetic
training (HVPT) and found that training frequency, rather than the number
of talkers, had the greatest impact on perceptual learning outcomes. This
reinforces the argument that both regularity and structure in self-training
are key factors for success in EFL oral skill development.

Programs incorporating shadowing as a self-training technique have also
shown promising results. Kunihara et al. (2022) and Nakanishi et al. (2022)
found that Japanese university students who actively participated in
summer shadowing activities improved their oral fluency. Similarly, Foote
and McDonough (2017) implemented mobile-assisted shadowing using
iPods, resulting in noticeable gains in both fluency and comprehensibility,
as well as positive learner attitudes.

The Role of Shadowing in Oral Proficiency Development

Shadowing has been defined as “a paced, auditory tracking task which
involves the immediate vocalization of auditorily presented stimuli”
(Lambert, 1992, p. 266) and is widely recognized as an effective method
for enhancing oral proficiency. Hamada (2019a) reviewed both theoretical
and empirical literature and emphasized that shadowing promotes deep
cognitive processing by requiring focused attention on auditory input. This
results in improvements in listening comprehension (Hamada, 2019b).

Kadota (2019) elaborated on four mechanisms by which shadowing
facilitates language acquisition: input effects (enhanced listening), practice
effects (improved phonological working memory), output effects (better
fluency through speech simulation), and monitoring effects (metacognitive
regulation of speech). These multifaceted effects position shadowing as
a uniquely effective technique that bridges the gap between input and
output, echoing Swain’s (1985) comprehensible output hypothesis and
Nation’s (2007) emphasis on fluency-building activities.

By combining listening and speaking in an integrated task, shadowing
supports both receptive and productive skills, making it particularly
valuable in contexts where naturalistic exposure is limited. It also allows
for flexibility in design, ranging from passive listening to active vocal
production, offering educators a versatile tool to support oral proficiency
development across various EFL contexts.
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Research Questions

This study investigates how coursework during the spring semester and
self-training during the summer vacation influence the oral proficiency of
EFL learners. Two main research questions are addressed:

RQ 1. How does oral proficiency change over the course of a semester
and the following long vacation?

RQ 2. Does intensive self-training during the vacation period affect oral
proficiency?

The first research question focuses on the impact of in-class coursework
and the summer training program. It is expected that while students’
proficiency may improve during the semester, it might decline or stagnate
during the long vacation period due to reduced opportunities for language
use. Moreover, the study distinguishes between first- and second-year
students in English conversation courses. Students in the first year, who
take English conversation courses for the first time, experience a shift
from traditional reading-heavy classes (Teeter, 2017) to more interactive
speaking-focused lessons. This transition can impact their oral proficiency,
as they are not only exposed to new learning methods but also to their first
substantial exposure to real-time spoken English. Second-year students,
who have had one year of experience in the English conversation course,
may demonstrate different proficiency gains due to their previous expo-
sure. Therefore, it is crucial to investigate how these two groups (first- and
second-year students) respond differently to the semester’s coursework,
considering the varying levels of previous experience and the interactive
nature of the lessons.

The second question explores the role of voluntary self-training during
the summer vacation. Previous research has shown that learners can im-
prove their oral proficiency through self-directed training (Foote & McDon-
ough, 2017; Kunihara et al., 2022; Nakanishi et al., 2022). It is hypothesized
that higher participation in the self-training tasks, such as shadowing and
other related activities, will lead to greater improvements in participants’
oral proficiency. The study explored whether consistent and intensive
engagement with self-training can effectively enhance learners’ ability to
produce fluent, accurate, and contextually appropriate spoken English.
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This study examines the changes in learners’ oral proficiency using four
sub-scores of the Versant Speaking Test: Fluency, Pronunciation, Sentence
Mastery, and Vocabulary, taken in April, July, and September.

Method

Participants

The participants were students enrolled in mandatory English conversa-
tion courses at a Japanese university during the spring semester of the
2023 academic year. These courses followed separate syllabi for first- and
second-year students. Classes were randomly assigned and consisted of
20 to 25 students, meeting twice a week for 15 weeks. At the start of the
semester, students’ oral English proficiency ranged from CEFR A1 to A2,
as measured by the Versant English Speaking Test (Pearson, 2022). Due to
the university’s requirement for third-year students to study abroad, most
participants were relatively motivated to improve their English proficiency.

The first part of this study examined changes in oral English proficiency
over the course of the semester among first-year (n = 121) and second-
year (n = 96) students. All students took the Versant English Speaking Test
in April (beginning of the semester), July (end of the semester/beginning of
summer vacation), and September (end of summer vacation).

During the final week of the spring semester, students were invited to
participate in an optional self-training program over the summer vacation.
Participation was voluntary and unrelated to students’ grades in either
the spring or upcoming fall semester. Figure 1 illustrates the number of
students (vertical axis) by the number of days they engaged in self-training
out of the total 47-day period (horizontal axis). There were 166 students
who had 0 days of participation, meaning they did not engage in self-
training even once. A total of 51 students completed at least one training
session. Among these, the data showed a clear divide between lower
participation (1-17 days, n = 29) and higher participation (29-47 days,

n = 22). In the second part of this study, changes in oral proficiency were
analyzed across these three groups: “Never” (n = 166), “Lower” (n = 29),
and “Higher” (n = 22) participation groups.
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Figure 1
Number of First- and Second-Year Students by Total Days of Participation
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Procedures
In-Class and Homework Activities During the Spring Semester

The English conversation courses followed a flipped learning model (Lee
& Wallace, 2018). Drawing on the instructional cycle proposed by Nakani-
shi et al. (2019), students completed preparatory homework assignments,
such as listening comprehension, shadowing-related tasks, oral presenta-
tion script writing, and recorded presentation rehearsals, prior to attend-
ing class. These tasks were designed to support active use of English during
in-class activities. Classroom sessions focused on oral output, exposure to
authentic input, and opportunities for self-monitoring and peer interaction.
After in-class activities, students uploaded their presentation videos to
YouTube, provided peer feedback to their classmates’ videos, and reflected
on their own work. One instructional cycle spanned approximately two to
three weeks. All classroom instruction and discussions were conducted
in English, while homework instructions, which were intended for inde-
pendent study, were provided in Japanese to ensure clarity and minimize
confusion.

These assignments and activities aligned closely with the classroom
discussion topics. Table 1 presents the discussion topics covered in the
spring semester. First-year students worked with a textbook that focused
on familiar, everyday topics related to college life (Nakanishi et al., 2023a),
and were encouraged to use simple English expressions to become
comfortable with oral communication. For most students, this was their
first experience in an interactive, communication-focused English class,
as many Japanese secondary school classes tend to emphasize reading
and grammar in large-group settings (Teeter, 2017). Second-year students
used a textbook centered on social issues (Nakanishi et al., 2023b). These
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students had completed the English conversation course during the previ-
ous year and were expected to develop and express their opinions more
logically. Both first- and second-year classes met twice weekly. Each unit
topic was practiced over two to three weeks, with Friday classes emphasiz-
ing interactive discussion and Thursday classes focusing on presentation
skills (e.g., pair work, group work, rehearsals).

Table 1
Discussion Topics for the Spring Semester
Unit  1styear 2nd year
1 College life Academic research
2 Understanding copyright Social issues in Japan
3 Cyberbullying Personal safety
4 Tourism Gender
5 Foreign encounters Religion
6 Entertainment Business

Note. Excerpted from Nakanishi et al. (20233, 2023b).

Intensive Self-Training During the Summer Vacation

During the 47-day summer vacation, an online self-training program
was offered, with shadowing-based tasks as a central component following
the procedure introduced in Minematsu et al. (2023). Figure 2 shows how
shadowing and overlapping tasks were presented on the training platform.
In the shadowing task, learners repeated what they heard through their
headphones, and the waveform of their utterances was displayed beneath
the waveform of the model audio. In the overlapping task, learners spoke
in unison with the model voice while monitoring the intensity and pitch
patterns displayed on the screen. Learners could repeat overlapping tasks
to improve their score, which was based on the degree of match in pitch
and intensity patterns.
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Figure 2
Interface of Shadowing and Overlapping Tasks on the Training Platform
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Note. The top screen shows the shadowing task, where students repeat aloud what
they hear through headphones. The top waveform displays the model voice, and
the bottom waveform shows the learner’s shadowed voice. The bottom screen
shows the overlapping task, where learners speak simultaneously with the model
audio. The interface provides real-time feedback on pitch and intensity alignment,
displayed as correlation scores. Learners may repeat the task to improve their
performance.

As summarized in Table 2, the training program was divided into three
phases: Phase I (first 10 days) focused on connected speech, Phase II (30
days) on daily expressions, and Phase III (last 7 days) on prosodic features.
All audio materials and transcripts were sourced from Nakanishi (2023).
Participants were instructed to record their voice for each task and submit
daily activity reports via a dedicated website. They were expected to spend
at least 30 minutes on the seven daily tasks. Upon submission of their
reports, participants provided consent for their recordings to be used for
educational and research purposes under conditions of anonymity.
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Table 2
Tasks Assigned for Intensive Self-Training During Summer Vacation 2023
Phase Focus
[. Aug. 4- Three sentences per day, focusing on features of con-
Aug. 13 nected speech (e.g., linking, elision, assimilation, and
reduction).
II. Aug.14- Five sentences per day, focusing on expressions fre-
Sept. 12 quently used in daily communication.
I1I. Sept. 13- One-minute excerpts from celebrity speeches, focusing
Sept. 19 on rhythm, intonation, speech rate, and emotion.
Task Description
1) Shadowing Without script display, learners listen to the model audio

(twice, normal
speed)

2)T/F
Questions

3) Synchro-Read-
ing (normal
speed)

4) Synchro-
Reading
(slow audio)

5) Synchro-Read-
ing (normal
speed)

6) Overlapping
(normal
speed)

7) Reading Aloud

and simultaneously repeat it aloud. The same utterance
is shadowed and recorded twice. (Figure 2, top)

Learners read sentences displayed on the screen and
determine whether they match the content of the audio
in Task 1 to check comprehension.

With the script visible, learners read aloud in sync with
the model audio, guided by a waveform indicator. Listen-
ing accuracy is calculated by comparing recordings from
Tasks 1 and 3.

Same as Task 3, but using slowed-down audio (0.5x and
0.8x speeds). Learners focus more closely on sound
changes in connected speech.

Repeating Task 3 at normal speed. Learners may re-re-
cord as many times as desired to improve pronunciation.

The script and real-time visual feedback (intensity and
pitch patterns) are provided. Learners speak in unison
with the model voice, aiming to exceed 60% in both
pitch and intensity correlation scores. (Figure 2, bottom)

Without audio support, learners read the script aloud
while following a visual pacing indicator. This task
allows learners to check the final quality of their pro-
nunciation and rhythm.
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Versant English Speaking Test

The Versant English Speaking Test evaluates learners’ spoken English
proficiency using five task types: Reading, Repeating, Short Answer Ques-
tions, Sentence Building, and Story Retelling (Pearson, 2022). It provides
an Overall score and four diagnostic sub-scores:

Fluency: Assesses rhythm, phrasing, and timing in sentence con-
struction, reading, and repetition.

Pronunciation: Measures native-like production of consonants,
vowels, and stress within sentence contexts.

Sentence Mastery: Reflects the ability to produce syntactically
accurate and meaningful sentences using appropriate word and
clause structures.

Vocabulary: Indicates familiarity with the form, meaning, and
contextual use of everyday words in connected speech.

Overall and sub-scores range from 10 to 90 on Pearson’s Global Scale of
English (GSE), which is aligned with the CEFR (Council of Europe, 2001).
The test’s reliability and construct validity are supported by prior research
(De Jong et al.,, 2016; Mayor et al., 2016). Downey et al. (2008) applied
Bachman and Palmer’s (1996) framework to evaluate test usefulness and
found the Versant Test to have high authenticity and validity. Isbell and
Kremmel (2020) reported moderate to high correlations between Versant
scores and other standardized tests, such as IELTS and TOEFL iBT. Oka-
mura (2013) found that Pronunciation and Vocabulary scores in particular
affected intelligibility in Japanese learners’ speech.

Students took the test three times: in April (start of semester), July (end
of semester/start of vacation), and September (end of vacation). The April-
July change was used to examine the effects of classroom learning, while
the July-September change reflected developments during the summer
vacation. Students who repeated the same first- or second-year course
from the previous year were excluded. Only students who completed all
three test sessions were included in the analysis. Figure 3 presents the
distribution of students by CEFR levels at each testing period.
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Figure 3
Student Proficiency Levels by CEFR Categories at Each Testing Period
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Note. The correspondence between the CEFR level and the Versant Overall GSE
score is <A1 =21 or below, A1 = 22-29, A2 = 30-35, A2+ = 36-42, and B1 = 43-50.

Results
Changes in EFL Learners’ Oral Proficiency Over Six Months

To address RQ1, changes in learners’ oral proficiency were examined
over a six-month period in 2023. Versant Speaking Test scores were
collected at three points: the beginning of the spring semester (April),
the end of the semester (July), and the end of the summer vacation
(September). First-year (n = 121) and second-year (n = 96) students were
analyzed separately due to differences in their syllabi. Two-way ANOVAs
were conducted on each Versant sub-score, with Year Group (1st, 2nd) as
a between-subjects factor and Month (Apr, Jul, Sep) as a within-subjects
factor, using Langtest (Mizumoto, 2015).

Figure 4 illustrates sub-score changes by Month and Year Group. Most
mean scores were within the CEFR A1 (GSE 22-29) to A2 (GSE 30-35)
range. Two-way ANOVAs revealed no statistically significant interaction
between Month and Year Group for Fluency [F(2, 430) = 1.43, p =.241,1%p
=.007] or Pronunciation [F(2, 430) = 1.05, p =.351,1?p =.005]. However,
interactions for Sentence Mastery [F(2, 430) = 4.41, p =.013",1%*p =.020]
and Vocabulary [F(2, 430) = 4.22, p =.015", np = .019] were significant,
prompting further analyses by Month and Year Group.

Regarding group differences, the main effect of Year Group was not
significant for Fluency [F(1, 215) = 1.83, p =.178, n*p =.008], and marginal
for Pronunciation [F(1, 215) = 3.69, p =.056* 1%p =.017]. Sentence
Mastery scores were significantly higher for second-year students in both
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April [F(1, 215) = 24.52, p <.001™,1?p =.102] and September [F(1, 215)
=7.38,p =.007",1?p =.033]. Similarly, their Vocabulary scores were
significantly higher in April [F(1, 215) = 29.53,p <.001™,n?*p =.121] and
September [F(1, 215) = 6.87, p =.009", n?p =.031], indicating that second-
year students outperformed first-year students in these sub-scores.

Main effects of Month and simple main effects of Month by Year Group
were further examined. Holm'’s sequentially rejective Bonferroni procedure
was applied for multiple comparisons, and effect sizes (Cohen’s d) were
computed (see Table 3).

Figure 4
Versant Speaking Test Mean Scores by Month and Year Group
Fluency Pronunciation Sentence Mastery Vocabulary a2nd
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Note. Data were collected in April (Apr), July (Jul), and September (Sep). Triangles
represent second-year students (n = 96), and circles represent first-year students
(n=121). S=small (d >.20); M = medium (d > .50).

Table 3
Effects of Month by Year Group (Cohen’s d).

Fluency Pronunciation Sentence Mastery Vocabulary

Apr Jul Apr Jul Apr Jul Apr  Jul
Year -Jul -Sep -Jul -Sep —Jul -Sep -Jul -Sep
First 39~ .09 287 .05 49 7 24N 582 12
Second .26 .08 .20/ A1 15 15 .19 .00

Note. Apr = April; Jul = July; Sep = September.

The symbol “7” indicates a positive effect size, while “N” indicates a negative effect
size during the given period. Note that arrows refer to effect size direction, not
necessarily statistical significance.
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Fluency

Fluency scores improved during the semester and slightly declined
during the summer vacation. A significant main effect of Month was found
for Fluency [F(2, 430) = 24.72, p <.001™",n%p =.103]. Scores improved
from April (M = 25.6, SD = 6.84) to July (M =27.9,5SD =7.91) [adj. p <
.001™"], with small effect sizes both for first-year (d = .39) and second-year
(d = .26) students. From July to September, scores slightly declined (M =
27.3,SD = 7.36) [adj. p =.049], though the associated effect sizes were
minimal (d = .09 for first-years, d = .08 for second-years). These results
suggest that fluency gains were primarily achieved during the semester,

but did not continue through the summer break.

Pronunciation

Pronunciation scores increased during the semester and then remained
stable. A significant main effect of Month was found for Pronunciation [F(2,
430) =11.17, p <.001™",1?p = .049]. Scores improved from April (M = 27.1,
SD =5.60) to July (M = 28.5, SD = 6.26) [adj. p <.001™], with small effect
sizes (d = .28 for first-years; d = .20 for second-years). A marginal decline
was observed in September (M = 28.0, SD = 5.94) [adj. p =.074"] with
minimal effect sizes (d =.05 and .11, respectively). Overall, pronunciation
showed modest gains during coursework and remained relatively stable
during the break, with effect sizes mostly falling below the threshold for
small effects.

Sentence Mastery

The development of sentence mastery was evident primarily in first-year
students. Simple main effects of Month were significant for first-year
students [F(2, 240) = 17.10, p <.001™,n?p =.125] and marginal for
second-years [F(1.91, 181) = 2.46, p =.091%,1?p = .025]. First-year scores
increased significantly from April (M = 30.8, SD = 6.22) to July (M = 33.9,
SD = 6.44) [adj. p <.001™, d = .49, small effect], then declined in September
(M =32.2,5D = 7.44) [adj. p = .002", d = .24, small negative effect]. On
the other hand, second-year students showed no significant change with
negligible effect sizes: April (M = 35.0, SD = 5.96), July (M = 35.9, SD = 6.22)
[adj. p =.120, d =.15], and September (M = 34.9, SD = 6.76) [adj. p =.135, d
=.15]. These findings suggest that grammatical development was observed
in first-years during coursework but partially regressed over the break,
while second-years showed a plateau pattern.
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Vocabulary

Vocabulary improvement during the semester was notable among first-
year students. A significant main effect of Month was found for Vocabulary
in the first-year group [F(2, 240) = 24.51, p <.001™",n?p =.170], but not
for second-years [F(2, 190) = 2.02, p = .136,n*p = .021]. First-year scores
increased significantly with a medium effect size from April (M = 27.5, SD
=6.29) to July (M =31.5,SD = 7.38) [adj. p <.001™, d = .58], then remained
statistically unchanged in September (M = 30.6, SD = 7.96) [adj.p =.108, d
=.12]. Second-year scores remained consistent across all time points: April
(M=32.1,5D =6.35), July (M = 33.5,SD = 8.41), and September (M = 33.5,
SD = 8.06). This pattern suggests that vocabulary gains occurred primarily
among first-year students during the semester and were retained during
the break, while second-year students’ performance remained stable.

Effects of Intensive Self-Training During Summer Vacation

To address RQ2, the effects of intensive self-training during summer
vacation on learners’ oral proficiency were analyzed. Students were
grouped according to their training participation rate, regardless of year
group, as the same self-training tasks were assigned across both cohorts.
Participants who engaged in self-training for 29 days or more (n = 22)
were classified as the “Higher” group, those who participated for 17 days
or fewer (n = 29) as the “Lower” group, and those who did not engage in
training at all (n = 166) as the “Never” group. Given the unequal group sizes
and unbalanced variances, non-parametric tests were employed to evalu-
ate changes in Versant sub-scores over time and across groups.

To determine whether students with higher initial proficiency were
more likely to participate in summer self-training, group differences in
each test month were examined using Kruskal-Wallis tests. As shown in
Table 4, no significant differences were observed among the three groups
in April and July, suggesting similar proficiency levels at the beginning and
end of the spring semester. However, by September, significant differences
emerged in Fluency, Pronunciation, and Sentence Mastery sub-scores.
Subsequent post hoc pairwise comparisons using the Mann-Whitney U test
with Holm-Bonferroni correction indicated that in September, the Higher
group outperformed the Lower and Never groups in Fluency, Pronuncia-
tion, and Sentence Mastery, with small to medium effect sizes. Comparing
the Lower and Never groups in September, significant differences were
observed only in Pronunciation.
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Table 4
Kruskal-Wallis Tests on Group Differences in Versant Sub-scores by Month
(df=2)

L Sentence
Fluency Pronunciation Mastery Vocabulary

Apr Jul Sep Apr Jul Sep Apr Jul Sep Apr Jul Sep

x> 154 226 685 234 1.11 11.72 0.64 1.27 5.19 0.10 1.38 0.97
p 463 .323 .033* .310 .573 .003** .725 .530 .075* .953 .501 .617
r .050 .067 .145 .069 .038 .202 .024 .043 .121 .004 .046 .034

Note. Apr = April; Jul = July; Sep = September.
+p <.10; *p <.05; **p < .01.

Figure 5 illustrates the trends in mean Versant Speaking Test scores
by Month (Apr, Jul, Sep) and Participant Group (Higher, Lower, Never).
Friedman rank sum tests were conducted to examine longitudinal changes
in scores within each group. Statistically significant differences were found
in all three groups across months. For post hoc comparisons, Wilcoxon
signed-rank tests with Holm-Bonferroni correction were performed
between months (April-July, July-September) and effect size r was calcu-
lated, as presented in Table 5.

Figure 5
Versant Speaking Test Mean Scores by Month and Participant Group
Fluency Pronunciation Sentence Mastery Vocabulary
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Note. Scores were measured in April (Apr), July (Jul), and September (Sep). The
solid line with circles represents the Higher group (n = 22), the gray line with
triangles the Lower group (n = 29), and the dotted line with squares the Never
group (n = 166).

S =small (r >.10); M = medium (r >.30).
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Table 5
Wilcoxon Signed-Rank Tests for Within-Group Changes Over Time (Effect
Sizer)

Fluency Pronunciation Sentence Mastery Vocabulary

Apr Jul Apr Jul Apr Jul Apr Jul
Year -Jul  -Sep -Jul -Sep —Jul -Sep -Jul  -Sep

Higher 4352 17572 274, 2847 .465/7 .068 .359 7 .037
Lower .287 2 .096 .283~ .017 .303~ .162N .394/7 .065

Never .302 /7 .114N 211~ 148N 2457 226N 2257 .050
Note. Apr = April; Jul = July; Sep = September.

The symbol “7” indicates a positive effect size, while “\” indicates a negative effect
size during the given period. Note that arrows refer to effect size direction, not
necessarily statistical significance.

Fluency

Fluency scores improved during the spring semester across all groups,
but diverged during the summer depending on the level of self-training.
The Higher group showed an increase from April (M = 26.7, SD = 5.95) to
July (M =29.7, SD = 7.62), with a continued rise in September (M = 30.8, SD
=7.03). The April-July improvement was statistically significant (z = 2.884,
adj.p =.008", r = .435), indicating a medium effect, while the July-Septem-
ber gain was not significant (z = 1.163, adj.p = .245, r =.175), but reflecting
a small effect. The Lower group also improved from April (M = 24.9, SD =
6.67) to July (M = 26.9, SD = 7.47), followed by a slight drop in September
(M =26.5,SD = 6.76). The semester gain was marginally significant (z =
2.185, adj.p = .087%, r =.287), suggesting a small effect, while the summer
decline was negligible (z = 0.730, adj.p = .465, r =.096). The Never group
improved from April (M = 25.4, SD = 6.99) to July (M = 27.8, SD = 8.03), but
scores decreased in September (M = 26.9, SD = 7.41). The April-July gain
was statistically significant (z = 5.502, adj.p <.001™, r =.302), indicating
a medium effect, and the summer drop was also significant (z = 2.081,
adj.p =.037°, r =.114), representing a small negative effect. Overall, fluency
gains were best sustained by the Higher group, who engaged in frequent
self-training.
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Pronunciation

All groups showed gains in pronunciation during the semester, but their
trajectories varied over the summer. The Higher group moved from April
(M=27.6,SD=5.21)toJuly (M =29.3, 5D = 6.67), and then to September
(M =30.3, SD = 4.34). The gains in mean scores were not statistically
significant either during the semester (z = 1.817, adj.p =.119, r =.274) or
over the summer (z = 1.885, adj.p =.119, r =.284), but small effect sizes
were indicated for both periods. The Lower group improved from April (M
=27.5,5D =5.69) to July (M = 29.2, SD = 6.18), and held steady in Septem-
ber (M = 29.3, SD = 6.07). The semester gain was marginally significant (z
= 2.155, adj.,p =.092%, r =.283, small effect), and no significant change was
observed in the summer (z=0.133, adj.p =.894, r =.017). The Never group
improved from April (M = 26.8, SD = 5.66) to July (M = 28.1, SD = 6.24), but
declined by September (M = 27.3, SD = 6.01). The spring semester gain was
significant (z = 3.847, adj.p <.001™, r =.211, small effect), and the summer
drop was also significant (z = 2.702, adj.p =.014", r = .148, small negative
effect). The results show that the Higher group was more successful than
the other groups in terms of pronunciation scores throughout the semester
and summer vacation.

Sentence Mastery

Sentence mastery improved during the semester for all groups, but
only the Higher group maintained their mean score through the summer.
The Higher group progressed from April (M = 33.2, SD = 5.80) to July (M
= 36.4, SD = 5.66), with performance remaining stable in September (M =
36.6, SD = 5.90). The April-July improvement was significant (z = 3.084,
adj.p =.006", r = .465), showing a medium effect, and the July-September
change was negligible (z = 0.449, adj.p = .653, r =.068). The Lower group
increased from April (M = 32.0, SD = 6.13) to July (M = 34.7,SD = 5.78),
but then declined to September (M = 33.4, SD = 5.75). The semester gain
was marginally significant with a medium effect (z = 2.304, adj.p = .064",

r =.303). The summer decrease was not significant, but a small effect size
was shown (z = 1.233, adj.p =.218, r =.162). The Never group improved
from April (M = 32.7,5D = 6.58) to July (M = 34.6, SD = 6.60), followed by a
drop in September (M = 33.0, SD = 7.57). The spring gain was statistically
significant (z = 4.465, adj.p <.001™, r =.245, small effect), and the summer
decline was also significant (z=4.111, adj.p <.001™, r=.226), again a
small effect. In sum, only the Higher group was able to sustain sentence
mastery gains over the break.
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Vocabulary

Vocabulary improved significantly for all groups during the semester,
with minimal change over the summer. The Higher group rose from April
(M =29.5,5D=5.47) to July (M = 33.6, SD = 6.74), and remained stable
in September (M = 33.7, SD = 9.23). The semester gain was marginally
significant (z = 2.380, adj.p =.052%, r =.359, medium effect), and no
statistical change was seen in the summer (z = 0.244, adj.p =.808, r =.037).
The Lower group increased from April (M = 29.5, SD = 7.06) to July (M =
32.6, SD = 6.39), then declined slightly in September (M = 32.0, SD = 8.68).
The April-July gain was statistically significant (z = 3.002, adj.p =.008™,
r=.394, medium effect), and the summer change was not significant (z =
0.493, adj.p =.622, r =.065). The Never group moved from April (M = 29.5,
SD =6.85) to July (M = 32.2, SD = 8.28), then to September (M = 31.6, SD
= 7.87). The semester gain was significant (z = 4.099, adj.p <.001™, r =
.225), showing a small effect, while the summer decline was not significant
(z=0.916, adj.p =.360, r =.050). It was suggested that vocabulary gains
occurred during the semester and were retained over the summer in all
groups.

Discussion

The Role of Classroom Interaction in Oral Proficiency Development
in EFL Contexts (RQ1)

This study first examined how learners’ oral proficiency changed across
the spring semester and the subsequent summer vacation, comparing
first- and second-year students. The results revealed the pedagogical value
of structured, interactive classroom activities in fostering core aspects of
spoken English performance in EFL contexts such as Japan. In particular,
improvements were observed in dimensions closely tied to real-time
speech production (fluency and pronunciation) while development in
grammar and vocabulary showed a more differentiated pattern by year
group. These findings provide insight into how different components of
oral proficiency may respond differently to classroom-based instruction
and to subsequent absence of input.

For both first- and second-year students, fluency and pronunciation scores
improved during the semester. These gains, supported by small effect sizes,
point to the impact of interaction-focused lessons in facilitating smoother
and more intelligible speech. However, during the summer break, learners’
gains in both domains stagnated. This pattern reinforces the notion that
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regular opportunities for output and feedback, as provided by classroom
interaction, are essential for developing and sustaining prosodic and articu-
latory fluency (Lightbown & Spada, 2013; Zhang, 2009). The absence of such
interaction may hinder learners’ improved performance in these areas, due
to reduced procedural use of language skills (Hakuta et al.,, 2000).

Sentence mastery and vocabulary, by contrast, showed gains only among
first-year students during the semester, with no notable change observed
among second-year learners. This discrepancy likely reflects the difference
in baseline oral proficiency, as second-year students had already completed
one year of similar coursework. The improvements observed in first-year
students may reflect the effectiveness of instructional input in consolidat-
ing morphosyntactic and lexical knowledge during earlier stages of acquisi-
tion (Mufioz, 2014). However, these gains were not fully retained during
the vacation period. Sentence mastery declined slightly among first-years
and remained flat among second-years, while vocabulary scores remained
statistically stable across both groups. This suggests that beyond the initial
stages of acquisition, both sentence formation and vocabulary breadth may
require targeted instruction and recycling to facilitate sustained improve-
ment (Trofimovich et al., 2009; Nation, 2007).

In summary, the results from RQ1 support the effectiveness of interactive
classroom instruction in promoting short-term improvements in fluency
and pronunciation. However, morphosyntactic and lexical skills may
require different pedagogical inputs and may be more vulnerable to regres-
sion in the absence of continued engagement. The findings also highlight
the difficulty of maintaining oral proficiency during instructional breaks in
EFL environments where learners have limited access to authentic com-
munication opportunities (Teeter, 2017).

The Impact of Intensive Self-Training During Summer Vacation
(RQ2)

The second part of the study investigated the extent to which intensive
self-training during the summer vacation could help learners maintain
or enhance their oral proficiency. While the three groups (Higher; Lower;
and Never) showed comparable progress during the spring semester, their
trajectories diverged over the summer break. This section focuses on these
differences during the vacation period, when classroom instruction was
absent and learners’ engagement with self-training varied.

With regard to fluency, learners in the Higher participation group (29-47
days of training) demonstrated continued improvement from July to
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September. Although not statistically significant, the notable effect size was
observed, suggesting that regular practice may have supported incremental
gains. The Never group, by contrast, experienced statistically detectable
declines, albeit with small effect sizes, while the Lower group (1-17 days
of training) remained relatively stable. These findings suggest that the
frequency and consistency of self-training influenced learners’ ability to
sustain fluency, supporting the idea that proceduralized language skills
require ongoing rehearsal (Foote & McDonough, 2017; Kadota, 2019).

Pronunciation followed a similar pattern. The Higher group showed
small gains over the summer, though not statistically significant. In
contrast, the Never group experienced statistically significant decline, and
the Lower group exhibited minimal change. These patterns imply that
consistent self-practice, particularly through shadowing, may help rein-
force articulatory habits and prosodic features that are otherwise prone to
attrition during breaks in instruction (Cooper, 2003). While lower levels
of training did not lead to gains, they may have served to buffer against
substantial decline.

Sentence mastery showed clear differentiation among the groups. Only
the Higher group was able to maintain their performance over the summer.
The non-significant decline over the summer observed in the Higher group
suggests that even though shadowing is not explicitly focused on grammar,
repeated exposure to and production of grammatical structures may
contribute to the retention of sentence-level accuracy. Conversely, both the
Lower and Never groups exhibited declines with small effect sizes. Insuf-
ficient practice, as seen in the Lower and Never groups, appears to leave
learners vulnerable to regression in this domain.

In the case of vocabulary, all groups remained relatively stable during
the summer break, with no statistically significant changes and negligible
effect sizes. This stability suggests that vocabulary knowledge, particularly
of high-frequency words used in everyday contexts, may be more resistant
to short-term loss compared to skills like fluency or pronunciation, which
are more procedural in nature. Alternatively, the absence of further gains
indicates that vocabulary development may require explicit instruction
and deliberate recycling (Nation, 2007), conditions not fully present in
shadowing-based training.

Taken together, these findings indicate that intensive self-training, when
conducted consistently and with sufficient frequency, may help preserve
and even enhance certain dimensions of oral proficiency during breaks
from formal instruction. While limited training can offer some protective
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effect, the observed differences across groups indicate the importance of
sustained engagement. In EFL contexts where learners lack naturalistic
exposure, structured self-training activities, especially those involving
real-time input-output processing (Kadota, 2019), can serve as a viable
supplement to classroom-based learning. Encouraging autonomy through
accessible and rhythmically supported tools such as shadowing may thus
be a valuable strategy for long-term oral development.

Conclusion and Limitations

This study examined the temporal dynamics of EFL learners’ oral
proficiency by analyzing changes before and after the spring semester, as
well as after the summer vacation, focusing on the roles of coursework
and self-directed practice using shadowing-based tasks. Using Versant
Speaking Test sub-scores (Fluency, Pronunciation, Sentence Mastery, and
Vocabulary), the study tracked proficiency changes among 217 university
students in two different academic years (first-year and second-year
cohorts). The findings offer two key insights into how language skills
develop and fluctuate depending on learners’ engagement in classroom
activities and autonomous practice.

First, the results confirmed that interactive, communication-focused
classroom instruction contributes to measurable improvements in learn-
ers’ oral fluency and pronunciation over a single semester. These short-
term gains were notable in first-year students, likely due to their limited
prior exposure to spoken English and the novelty of the flipped learning
format. However, without sustained engagement during the summer break,
learners’ proficiency tended to stagnate or regress, particularly in fluency,
pronunciation, and syntactic accuracy, suggesting the importance of
consistent language use in maintaining oral skills.

Second, the study found that self-directed practice involving shadowing
and related oral tasks during academic breaks can serve as a partial buffer
against such declines. Learners who practiced more intensively tended to
maintain or even slightly improve their performance in fluency, pronuncia-
tion, and sentence mastery, while those who practiced less frequently
experienced minimal gains or observable regression. These outcomes
emphasize the potential of structured, repetitive oral training as a means of
sustaining procedural language skills outside the classroom.

From a pedagogical perspective, these findings support the integration
of interactive classroom activities with accessible tools for autonomous
practice. Instructors and curriculum designers should consider embedding
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rhythmically supported, output-based tasks like shadowing into both
in-class and out-of-class learning opportunities. Moreover, institutions
should provide explicit support for learner autonomy, particularly during
long academic breaks when instructional input is limited.

At the same time, some limitations should be noted. First, this study did
not control for participants’ use of English outside the classroom, such as
part-time jobs involving English or interaction with international students.
Such factors may have influenced individual outcomes and should be more
systematically accounted for in future research. Second, the grouping
criteria for summer self-training were based on participation frequency
(never; 1-17 days; 29-47 days), which, while practically motivated,
involved a degree of arbitrariness. Treating participants who trained once
and those who trained 17 times as a single group may obscure meaningful
within-group variation. Third, the study compared learners across two
academic years but did not follow individuals longitudinally, making it
difficult to draw conclusions about long-term developmental trajectories.
Future studies should investigate the qualitative nature of training engage-
ment and explore more nuanced ways to capture its frequency, consistency,
and intensity.

Despite these limitations, the findings contribute to our understanding
of oral proficiency development in EFL contexts. The temporal dynamics
of learners’ oral proficiency are shaped not only by formal instruction
but also by their engagement during instructional gaps. With appropriate
design and institutional support, self-training approaches, especially those
centered around structured oral repetition, can help EFL learners sustain
and build their speaking skills beyond the classroom.
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Expositions

Class in English Language Teaching and
Learning Research

David Block
Universitat Pompeu Fabra

Class has always been a key mediating factor for access to and performance in edu-
cation, even if the attention it has received has varied: In some cases, it has been
minimal, and in other cases, the construct has suffered a kind of erasure (i.e., it has
disappeared from the lexicon of researchers). The trend toward the latter has been
particularly pronounced in research in language education, and in particular, English
teaching and learning. This chapter argues that class is a useful construct in such
research. It is divided into 2 parts of unequal length. The first part presents and dis-
cusses thinking about class and the author’s current understanding of it. The second
part is a speculative discussion of a possible new direction for future research on
English-language teaching and learning which incorporates class as a key construct.
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riting five decades ago about how one of the key functions of
W an education in capitalist society is to prepare students for the

class positions that they will eventually occupy, Bowles and
Gintis (1976) argued that “schooling fosters and rewards the development
of certain capacities and the expression of certain needs, while thwarting
and penalising others” (p. 129). In this way, an education system “tailors
the self-concepts, aspirations, and social class identifications of individuals
to requirements of the social division of labor” (ibid). Stating matters in
this way, Bowles and Gintis were, in effect, reproducing the ideas of other
noted anti-capitalists from the distant and not so distant past. I am think-
ing here of Marx (1990), who explained how the denial of education to
child factory workers in mid-nineteenth century England was a way for the
capitalist class to keep the proletariat in its place, and Gramsci (1971), who
wrote about the great division in Italian education in the early twentieth
century between “the vocational school for the instrumentalist [working]
classes [and] the classical school for the dominant classes and the intellec-
tuals” (p. 26). Indeed, whether it be via denial or segregation, this kind of
division in education is vital to the ongoing reproduction of class relations
in capitalist societies, and it has been the focus of multiple publications of
varied stripes over the years.

For example, in the late 1950s, Michael Young (1958) published an
influential novel about a future British society dominated by the notion of
meritocracy, in which those who are naturally able and who, in addition,
apply themselves to academic study, come to rule society as members of
the educated elite class. In a similar vein, Pierre Bourdieu cast an anthropo-
logical gaze on French society and the class privilege of the educated elites
in possession of distinction in the 1960s and 70s (e.g., Bourdieu, 1984;
Bourdieu & Passeron, 1977). A decade later, in the United States, there was
a good number of notable ethnographic and ethnographically-oriented
studies of class in education. Two well-known and oft-cited examples are
Shirley Brice Heath’s (1983) detailed examination of the literacy practices
of white and black working-class families in a mill town in a southern state
in the 1970s and Penny Eckert’s (1989) analysis of class-inflected linguistic
variation and change in a Michigan high school in the 1980s. Moving
into the 1990s and 2000s, Michelle Lareau and Lois Weiss examined the
class divide in education in the United States from two different class
perspectives. Lareau (2011) focussed on the growing trend among upper
middle-class American parents to devote a great deal of time and effort to
what she termed the ‘concerted cultivation’ of their children. Concerted
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cultivation implies the extremely hands-on and enhanced monitoring of
children’s development by parents, which includes, among other things,
enrolment in multiple extracurricular activities and attempts to form them
as ‘critical’ thinkers and communicators (Lareau, 2011). Meanwhile, Weis
(1990) followed a cohort of working-class young people, first in their
high school days in the 1980s and then some years later, as they tried
to survive in a hostile job market dominated by global capitalism (Weis,
2005). In the 2010s, scholars in countries such as China (Sheng, 2014),
Japan (Kiriya, 2013), and India (LaDousa, 2014) continued in a similar
vein, dissecting the very different iterations of class divisions in education
in their respective countries. More recently, Daniel Markovits (2019) offers
a well-documented critique of the merit myth and persistent inequality in
American society, while Sharon Jones (2023) examines class reproduction
in British education, basing her analysis on the accounts of participants.
One outstanding characteristic of these publications is the fact that the
authors have situated class front and centre in their research. As [ have
suggested elsewhere (Block, 2014; 2015), this inclusion and even prioritis-
ing of class as a key construct is not especially common in educational
research. This is the case even less so in research focusing on English
language teaching and learning (hereafter ELTL), the main interest of
the readers of JALT Journal. My starting point in this paper is that class
is of crucial importance in any understanding of a range of events and
phenomena in society today, as we make our way through the third decade
of the digital age. This premise leads me to begin my discussion with a
general, though selective discussion of class as conceptualised by scholars,
from Marx to Bourdieu. This discussion is followed by the presentation of
my own particular view of class. The final part of the paper offers some
suggestive comments about how class might be incorporated into research
on ELTL.

Class As Understood by Others: A Brief and Partial Discussion

Marx (e.g., 1990 [1867]) is a common starting point for a discussion of
class, even if he never actually provided a clear-cut definition of it in his
work (Block, 2014). Nevertheless, one can glean what he meant by class
from his discussions of the relationship between individuals and collectives
and the means of production in England and other industrialising Euro-
pean countries in the 19th century, and how from these relations there
arose very different class-based ways of life and class-based conscious-
nesses. Scholars writing about class after Marx, from the 1880s onwards,
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bore witness to the increasing complexification of societies, with Emile
Durkheim (1984 [1893]) first, and later Max Weber (1968 [1922]), being
the sociologists who most thoroughly reconfigured understandings of class
in the light of changes taking place. Weber’s work is of particular interest
as he introduced the notions of ‘status’ and ‘status situation’ as a way of
making sense of inequality and stratification in industrialized societies.
This inequality and stratification existed not only in terms of material
conditions (economics), but also in terms of more abstract, socially
constructed cultural phenomena. The latter include practices and activities
such as the consumption of particular goods and engagement in particular
pastimes—-the display and flaunting of wealth identified by Thorsten
Veblen (2007 [1899])--all of which is related to differentiable lifestyles
which are valued unequally in societies in terms of what Weber (1968)
called ‘prestige’ and what Pierre Bourdieu (1984) later called ‘distinction’.
Surveying different views on class three decades ago, Ellen Meiksins
Wood (2016 [1995]) suggested that there are two broad, differentiable
ways of framing the construct. There is class as a ‘structural location’
and class as a ‘social relation’. In the former approach, class is a ‘form of
stratification’, effectively “a layer in a more hierarchical structure, differ-
entiated according to ‘economic’ criteria such as income, ‘market chances’
or occupation” (p. 76). In class as a ‘social relation’, class appears as ‘a
socio-historical’ phenomenon, that is, as “a relation between appropriators
and producers, determined by the specific form in which, to use Marx’s
phrase, ‘surplus labour is pumped out of the direct producers™ (ibid).
This is a view of class perhaps best exemplified by E.P. Thompson (1980
[1963]), who was not overly interested in categorising people by their
location in hierarchical structures, including their income vis-a-vis that of
others. Instead, Thompson focused on how people live and make history as
emergent subjects in the social circumstances of their day-to-day existence.
He thus was interested in the two key notions in Marxist thinking: ‘class
in itself’ (i.e., class as the objective reality of interests shared with others
living within the same set of life circumstances), and ‘class for itself’ (i.e.,
not only an awareness of the aforementioned objective reality but also the
actions taken with others in the pursuance of improved life conditions). As
Thompson (1980) explained:

[C]lass happens when [people], as a result of common experi-
ences (inherited or shared), feel and articulate the identity of
their interests as between themselves, and as against other

[people] whose interests are different from (and generally op-
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posed to) theirs [...] Class-consciousness is the way in which
these experiences are handled in cultural terms; embodied in
traditions, value systems, ideas, and institutional forms. If the
experience appears as determined, class consciousness does
not. (pp- 8-9)

In this understanding of class there is first and foremost class struggle, as
the inevitable clash of interests between capitalists and proletarians, which
provides the lived experiences and makes it possible for class to happen
(class in itself) and class warfare, as class struggle in terms of the economic
policies put into practice by the dominant capitalist class that constitute
a very real and tangible attack on the material and existential well-being
of the popular classes. As I explain elsewhere (Block, 2018), we see class
warfare very clearly in the transfer of wealth that occurred as the Great
Recession began in 2007-2008: in countries around the world, it was the
less wealthy and poor who suffered massive home repossessions (due to
owners’ inability to pay their mortgages), which meant not only the loss of
their home but also all of the money which had been paid on the mortgage
up to that point in time. Meanwhile, in education, there was, at the time
the crisis hit, a greater willingness among analysts to frame discussions
of education at all levels as class warfare (Benn, 2011; Weis, 2014), in line
with the earlier work of the aforementioned Bowles and Gintis (1976).
Ultimately, in the realm of home ownership, in the realm of education and,
indeed, in the realm of any domain of activity that people engage in, it is
from the individual and collective experience of class struggle and class
warfare that class consciousness emerges as class for itself, which then
mediates further collective class-based activity.

A further element in Thompson'’s thinking is the relational nature of
class, which occurs in two key ways. First, there is how a collective known
as ‘working class’ exists in a dialectal relation to an antagonistic collective
known as the ‘capitalist class’ (or what we may simply understand to be
the ‘entrepreneurial class’). In effect, all social events contributing to the
making of the working class are contingent on the activities of the capitalist
class. And, of course, vice versa: for the capitalist class to exist, there must
be a working class to dominate and exploit, extracting from its members’
surplus labour. The second way that class is relational can be seen in the
experiences lived by individuals with fellow class members. One cannot
exist as a working-class person without the existence of others in the same
class condition and the experiences shared with them. Bearing all of this
in mind, we may see the relationality of class as a structural/structuring
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imperative--the realities of capitalism pitting groups in opposition to one
another--and as a social process, which includes all the life experiences
shared by working class people in their ongoing interactions with one
another, both within the realm of production and beyond, in what might
properly be understood as the social, political and cultural spheres of
human activity.

In the midst of such thinking about class, Bourdieu (e.g., 1984) emerges
as an interesting figure in the history of class-based scholarship. On the
one hand, like Marx, he saw class inequality as a matter of material states
and processes (see his ‘economic capital’ and Wood'’s class as ‘structural
location’). However more important in his work is his allegiance to notions
found in the work of Weber and Thompson, as he framed class as emergent
in the practices and cultural activity of individuals in fields, or domains
of social activity (see his ‘cultural capital, as legitimized knowledge and
know-how, and ‘social capital’, as social relations facilitating paths to suc-
cess in individual life trajectories). Over the past several decades, there has
been a tendency in the social sciences and humanities—-including applied
linguistics--to conceptualise and discuss class in a broadly Bourdieusian
manner. This has meant a somewhat unquestioning acceptance of and
even embrace of Bourdieu'’s eclectic view of class incorporating, to a small
degree, a Marxist perspective, and to a large degree, a Weberian perspec-
tive.

Notwithstanding this affinity to Bourdieu’s views in most social sciences
and humanities publications incorporating class as a construct, there
has been some push-back, mainly by Marxist scholars. For example, Alex
Callinicos (1999) criticised Bourdieu for his use of capital as a resource
possessed by human beings: the famous capital metaphors--economic,
social and cultural--mentioned previously. For Callinicos, this metaphori-
cal use of capital is more indicative of a limited grasp of political economy
than cutting edge social analysis. In a similar vein, David Harvey (2014)
expressed his profound objections to Bourdieu’s characterisation of
personal endowments “as a form of capital” (p. 186), arguing that while
“capital undoubtedly uses [...] signs of distinction in its sales practices
and pitches [...] that does not mean that distinction is a form of capital”
(ibid: 187). For Harvey, distinction is about the symbolic orders emerging
from and intertwined with the ongoing development of capitalism and
the economic inequalities which come with this development. It therefore
does not need the label ‘capital’ even if it is obviously part and parcel of
the sociocultural construction of class and inequality in contemporary
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societies. Ultimately, a Marxist critique of Bourdieu reveals what Marnie
Holborow (2015) describes as his “intention [...] to reassert the force of the
cultural and symbolic, including language, over and beyond the economic”
(p- 59). Nevertheless, despite these and other reservations about aspects
of Bourdieu’s work, his view of class, as I noted earlier, has become central
to any discussion of the phenomenon, and in my own work on this topic
over the years, | have taken some of his ideas on board, albeit in my own
particular way. It is to my view of class that I turn to in the next section.

Class As | Understand It

Over the past twenty years, [ have gradually developed a way of framing
class for my own research purposes. I have, first and foremost, drawn on
the foundational work of Marx. I have then incorporated ideas gleaned
from my reading of Weber, and then later, drawn on the contributions of
Thompson, Wood, Bourdieu, and many other scholars and their different
approaches. [ have also been influenced by broad surveys conducted over
the past 25 years, as outlined in detail in publications such as Bennett et al.
(2009) and Hugrée et al. (2020). The latter publication presents the results
of an ambitious project examining class in 26 EU member states, using the
‘European Socio-Economic Groups’ (ESEG) classification scheme (INSEE,
2016). The ESEG has seven general groups divided into thirty subgroups,
which Hugrée et al. convert to three broad class categories--‘dominant;,
‘middle’, and ‘working’. Although there are considerable problems with
questionnaire-based models of class, not least their relatively static view of
social realities (see the discussion of class as ‘social location’ above), these
models do nonetheless have the advantage of providing a clear benchmark
for differentiating people in terms of their relative and respective class
positions. With this redeeming feature in mind, I reproduce in Table 1
below a working list of class positions. | have added a fourth class category,
the ‘outer class’, in order to include those who are (1) employed outside of
the formal, official economy; (2) semi-employed or precariously-employed
(off and on) in low-paid, low-status work; and (3) long-term unemployed.
This addition is important because in much research, class is linked mainly
to type of employment, thus excluding those who in the past have been
called ‘the underclass’ (Wilson, 1987), ‘the outcasts’ (Wacquant, 2008), or
even just ‘the poor’ (Gans, 1995).
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Table 1
A4 Class/10 Group Model (Based on Hugrée et al., 2020)

Class

Employment Sectors

Dominant class
1) The ‘1 %’

2) Managerial &
entrepreneurial

3) Professionals

magnates & wealthy entrepreneurs (media, industrial,
retail); chief executive officers; successful entertain-
ers; national & global politicians/policy makers

senior managers; medium-level entrepreneurs

science, engineering, information, & communications
technology (ICT); academic & research; health &
medical (doctors); business & administration; legal &
judicial, social & cultural

Middle class

4) Technicians
& associated
professionals

5) Small entre-
preneurs

6) Clerks &
skilled service
employees

retail & hospitality management (hotels, restaurants,
bars); health

& medical (e.g. nurses); business & administration
(e.g.

accountants); legal, social & cultural

retail & hospitality (hotels, restaurants, bars); farm-

ers; small company owners (including technology-
based start-ups)

Law enforcement; administrative support in multi-
tude of sectors; customer services; personal care;
armed forces & protective services

Working class

7) Industrial
skilled employ-
ees

8) Less skilled
employees

Building & related trade; food processing, wood
working, garment trade; metal, machinery, printing,
electrical & electronics; stationary plant & machine
operators; assemblers; drivers

Personal services & sales; food preparation; cleaning;
agriculture
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Class

Employment Sectors

Outer class

9) Extra-official, Collecting (e.g. garments, sheet metal, furniture);
semi employed, off-the-books delivery; off-the-books in sectors 7 & 8
low-paid

Unemployed Out of work, probably on government subsidy

As for the kind of criteria one might use to situate individuals in this
class scheme, that is, the multiple dimensions that index class in different
ways in different contexts, cultures, and societies, [ have tended to use
qualitative categories as opposed to statistical ones. The result is what |
call a constellation of interrelated dimensions model (Block, 2014), which
consists of five general categories subdivided into specific social relations
as follows:

Economic resources

Property: land and housing

Property: other material possessions, such as electronic goods,
clothing, books, art, etc.

Income: salary and wages
Accumulated wealth: savings and investments

Sociocultural resources

Occupation: manual labour, unskilled service jobs, low-level
information-based jobs, professional labour, etc.

Education: level of formal education attained and the corre-
sponding cultural capital acquired

Technological know-how: familiarity and ability to use evolving
technologies

Social contacts and networking: people regularly associated with
as friends and acquaintances in class terms (the extent to which
middle-class people tend to socialize with middle-class people,
working-class people with working-class people, and so on)
Societal and community status and prestige: embodied,
achieved, and ascribed
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Behaviour
e Symbolic behaviour (e.g., how one moves one’s body, the clothes
one wears, the way one speaks, how one eats)
e Consumption patterns: choice of shops, buying brands or not,
ecological/organic consumption, etc.
¢ Pastimes: golf, skiing, cockfighting, online for participation

Life conditions

e Political life: one’s relative position in hierarchies of power in
society

e Quality of life: in terms of physical and psychological comfort
and health

¢ Type of neighbourhood: a working-class neighbourhood, a
middle-class neighbourhood, an area in the process of gentrifi-
cation

e  Spatial conditions: how much space one has to live in

e Mobility: physical movement, from highly local to global

¢  Proximity to other people during a range of day-to-day activities

¢ Dimensions and size of space occupied: layout of dwelling or
place of work, size of bedroom; size of office, etc.

¢ Type of dwelling: trailer, house (detached/semidetached), flat
(studio, small, large), etc.

The understanding of class that [ present here is not without its
problems, and ‘handle with care’ seems to be a good caveat to insert at
this point. I say this not least because the model itself is under a constant
state of revision (compare this version to an early one in Block, 2012), as
my ongoing reading about class in different contexts across time leads me
to add, delete, and reorder the various dimensions listed under the five
headings (and the five headings are, of course, subject to revision as well).
In addition, there is a degree of conceptual and categorical slippage in the
conflation of more material aspects with more cultural, status-oriented
ones, and the relative acceptability of combining what in effect are Marxist
and Weberian perspectives. This issue of Marx/Weber commensurability
vs. incommensurability has been the subject of a great deal of debate for
some time (e.g., Giddens, 1973; Wright, 2015), although space does not
allow a thorough treatment here (see Block, 2014 for a discussion). All of
this reminds us of the complexity of class as something of a moving object
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which evolves as societies themselves evolve, and that we perhaps need to
accept a degree of conceptual messiness.

What to Do With All of This

Over the years, [ have engaged in many discussions of class, with stu-
dents, with fellow academics, and with members of what we might call the
lay population, that is, people with no connection to the world of academia
and formal study. Across these different groups, I have found that no two
interlocutors come to the topic in exactly the same way. Still, I have noted
three dominant trends in comments that have been made to me. First,
there is the claim that Marx is ‘so nineteenth century’, ‘so white’, ‘so male’
and ‘so western’ and for all of this, irrelevant in any discussion of contem-
porary society. Second, there is the claim, advanced from the beginning of
the neoliberal era by scholars such as André Gorz (1982), that the political
economy of societies worldwide has evolved to the point that we cannot,
with any authority, talk about class. Third and finally, there is the claim that
key dimensions of identity (see Block, 2022), in particular race and gender,
are simply more important than class or that they are the fundamental,
deeper-level, real structuring mechanisms in society.

Regarding the first claim, it is my belief that we can always learn from
reading works available to us from the past, be this antiquity and or the
past two centuries. I say this because, following Bakhtin (1981[1934-35]),
I believe that all words uttered or written in the present “cannot fail to
brush up against thousands of living dialogic threads” engendered in the
past. When I read contemporary scholars, [ see very little that is, strictly
speaking, original or unique. Presentism is not a good guide for academic
inquiry; recognizing the historical, heteroglossic and intertextual nature of
all texts is.

With regard to the claim that class does not exist today because society
has, in effect, moved on, I can cite several present-day phenomena as chal-
lenges. First, there are the exploitative conditions under which thousands
of millions of people today work in the production of commodities in the
so-called emerging economies of the world (from Malaysia to Mexico). In
many ways, these contexts are not very different from those described by
Friedrich Engels (2009 [1845]) in his compelling account of the condition
of the English working class in the mid-nineteenth century. Second, there is
the fact that the inherent and fundamental logic of capitalism, and the con-
comitant class struggle and class warfare that emerge as this logic becomes
material reality, do not disappear because the citizens of the wealthy
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countries of the world live in a digitised society in which old-school
industrial production has, to a great extent, been off-shored. Ultimately,
we need to think critically about what occurs in the present to see how the
same old continues in global capitalism: the drive for profit among those in
the entrepreneurial and rentier classes (e.g. the wealth accumulated by big
tech founders and property magnates, respectively); the continued slow
burn of accumulation by dispossession, whereby the wealthy take from
the poor (see my mention of home repossessions above); and the ongoing
exploitation of workers as political and economic elites collude to prevent
legislation guaranteeing a minimum wage sufficient to live on.

The third claim, that class is not as important as different dimensions of
identity in shaping our day-to-day and long-term experiences, falls down
if we consider that we are not involved here in an exercise in either/or
(either identity or class). In my work, I align with what Patricia Hill Collins
(2019) has written about intersectionality, and in particular her notion
of a matrix of domination which is composed not only of systemic -isms
related to identity dimensions--racism, sexism, natalism, age-ism, LGBTQ+
phobia and so on--but also the political economy of societies, specifically
the oppressive elements constitutive of capitalism (economic exploitation,
alienation of workers, class warfare, etc.). I also align with the work of
Nancy Fraser over the years (see Fraser, Bua & Vlahos, 2024, for a recent
account). Fraser argues for transformative political action that would
reconfigure ideologies and dominant structuring mechanisms related to
identity and class, leading to true revolution resulting in a better society
characterised, among other things, by equality rather than inequality.
Although she has often seemed to separate identity-based recognition
politics from class-based redistribution politics, her intent has always been
to unite these causes.

I could go on, but for reasons of space, I will not. Suffice it to say that my
position here is: (1) that teachings of scholars past should be taken into
account in discussion about society today; (2) that I see class (and class
struggle and warfare) in so much that occurs today; and (3) that a focus
on class does not mean, ipso facto, a lack of focus on identity dimensions
such as race and gender. | now move to what my discussion of class thus far
means for research on ELTL. How does class as a key aspect of our being
in the world exist in any number of activities constituting ELTL at a given
point in time?
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Class in ELTL: Some Thoughts

Nearly two decades ago Alastair Pennycook (2007) wrote about the
promise of English to the millions of actual and potential leamers of what
is generally considered the international language and the global lingua
franca that greases the wheels of global capitalism, while acting as the
dominant medium of communication in a range of social domains, from
higher education to TikTok videos. Pennycook discusses common myths
about English in the following way:

English holds out promise of social and economic develop-
ment to all those who learn it (rather than a language tied to
very particular class positions and possibilities of develop-
ment) [...] English is a language of equal opportunity (rather
than a language which creates barriers as much as it presents
possibilities). By contrast with these myths around English, I
would point to the collusionary, delusionary and exclusionary
effects of English. This thing called English colludes with
many of the pernicious processes of globalisation, deludes
many learners through the false promises it holds out for
social and material gain, and excludes many people by
operating as an exclusionary class dialect, favouring particu-
lar people, countries, cultures and forms of knowledge. (pp.
100-101)

Here, Pennycook (2007) takes on the notion that English, once learned,
acts as the great equaliser and a key mediator of class mobility in an
upward direction, as well as the means through which those studying it
will become competitive subjects in the global neoliberal order. It is the
unquestioning belief in this power of English that undergirds what one
finds in so many educational systems around the world, as politicians,
administrators and stakeholders alike promote an English-for-all policy
which means, in practice, that everyone studies English for several years of
primary and secondary school.

Contrary to these raised expectations, what awaits most students of
English is a series of hard realities. Among these realities is the likelihood
that very few learners of English will ever acquire a ‘native’ accent and
‘native-like proficiency’ in terms of grammar and lexis. Instead, they will
encounter said accent and proficiency as ‘an exclusionary class dialect,
in Pennycook’s words. In addition, while the acquisition of proficiency in
English is sold as a way for people to move from working class and outer
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class positions to middle class and even dominant class positions, it is
ultimately one’s positioning with regard to the dimensions constituting
class--economic resources, sociocultural resources, behaviour, quality of
life and spatial relations--that will be the primary shaper of how much
a learner actually achieves through formal instruction. This is the case
in the vast majority of education contexts, and it is interrelated with the
ever-broadening gap between the haves and have-nots in countries around
the world (Milanovic, 2018). In this way, the English divide may be seen as
something of a proxy for broader economic inequality in society.

To make this point we might consider the following profile of an English
language learner, aged 14, in Country X:

She is from a poor background, her parents working as fully
employed or semi-employed labourers in the low-paid, ‘un-
skilled’ services sector.

Her parents have little formal education or technological
knowhow, and do not have social contacts or status in society.

Her parents do not own property and do not have many mate-
rial possessions, such as a computer.

Her parents cannot help their daughter in the acquisition of
behaviours valued in society.

She lives in a poor neighbourhood with a high level of criminal-
ity, in a small dwelling with poor plumbing and ventilation, and
she shares a bedroom with two other siblings.

Life is more a matter of survival than achievement.

This is not the optimal profile for an English language learner, which is
not to say that there are not exceptions, that is, examples of people who
overcome adversity and experience academic success and upward class
mobility in their lifetimes. There surely are. However, my point here is that
for young people growing up in the kind of material and social environ-
ment just portrayed (and I apologise for the simplicity of my portrayal),
the mere study of English in school is not going to lift them and those living
in similar conditions out of poverty. For this to happen, there needs to be
a transformation of society at large that would eliminate the economic
structures currently in place, replacing them with structures that would
place economic equality at the forefront of objectives, as opposed to GDP
growth, employment and inflation.
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In ELTL circles, learners have been framed in different ways as regards
who they are by researchers with different interests. Mainstream SLA
researchers have tended to see them as operators of a language acquisition
device, or as information processors, or as the embodiment of a long list
of socio-psychological and personality traits (e.g. aptitude, motivation,
attitudes, etc.). Meanwhile, language and identity researchers have tended
to see learners in terms of key dimensions such as race, ethnicity, gender,
nationality, age, sexuality and religion. What I propose here is to see
learners according to all of these criteria, but to also take into account class
as a key mediator of ELTL processes. As for an example of how class-based
analysis may be brought into research on ELTL processes, I cite Carly
Collins’s (2023) explorative study of how class is a key shaping factor in
the learning of English outside formal contexts in Barcelona (e.g., in the
workplace).

In her research, Collins relied primarily on interview data (both one-
on-one and group) to examine and analyse the life stories and language
learning experiences of the members of three small cohorts: (1) six people
working in relatively low-skill jobs serving others (e.g., restaurant and
hotel staff); (2) six people working in the professions (e.g., law, engineer-
ing, banking); and (3) eleven first-year business students at a small private
university in Barcelona. Among other things, she found that her informants
were reluctant to talk about themselves in terms of class, a trend one
encounters in many contexts around the world (Block, 2014). She also
found that some of her informants who were highly proficient in English
subscribed to the view that their success was an outcome of their own indi-
vidual effort, and not due to their middle-class backgrounds, which would
have afforded them more opportunities to learn the language during their
years in formal education. However other informants in the study at least
acknowledged the relationship between class and level of English, even if
they also subscribed to the individualism inherent in the notion that hard
work is what makes possible the achievement of a high level of English.
Finally, among most of her informants, there was a general alignment with
the notion, presented previously, that English is necessary if one wishes to
participate in the global economy. English thus had a veneer of prestige or
distinction for these informants.

While Collins’s study does not cover all of the different dimensions
constituting class, much less all of the class positions outlined in Table
1 above, it does provide a snapshot of how class is an integral factor in
the lives of young and older adults in Barcelona who use English in their
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day-to-day activities. Indeed, in her research, class emerges as a key shaper
with regard to the relative proficiency of her informants as well as the ways
that English gets used at work and in study. Her study is, in other words, an
interesting example of class in ELTL research, along the lines of what [ have
argued for in this paper.

David Block is Honorary Professor in Sociolinguistics at the Universitat
Pompeu Fabra. Over the past four decades, he has published books and
chapters on a variety of topics in applied linguistics and beyond, adopting
in recent years a Marxist perspective in his analysis of contemporary
social phenomena. His most recent books include Political Economy and
Sociolinguistics (Bloomsbury, 2018), Post-truth and Political Discourse
(Palgrave Macmillan, 2019), Innovations and Challenges in Identity Research
(Routledge, 2022), and Interviews in Applied Linguistics: Autobiographical
Reflections on Research Processes (Routledge, 2024). His latest book, Diago-
nalism in Online Populist Discourse: Left Moving Right, will be published by
Routledge in 2026.
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Expositions

Criticality and Creativity in L2
Pragmatics: Supporting Linguistic
Justice Through Pragmatics Instruction

Noriko Ishihara
Hosei University

Opening with a description of what the teaching of linguistic (im)politeness or
pragmatic competence in an additional language entails, this Expositions argues
that pragmatics can, and should, be incorporated explicitly into everyday teaching
from the first day of instruction for all learners as it is a key component of effective
intercultural communication. Through a learners-as-ethnographers approach, stu-
dents can raise their (meta)pragmatic awareness and practice pragmatic language
use effectively in the classroom. As with the multilingual turn in the wider field
of applied linguistics, I argue that the native-speaker model may not be desirable,
relevant, or achievable in pragmatics-focused instruction and that creativity and
criticality often drawn upon in translanguaging interactions constitute a key feature
of multilingual pragmatics. However, it should be noted that translingual practice
can also be a source of linguistic racism and is sometimes romanticized to the point
where it ceases to reflect the reality of multilinguals, who become targets of linguistic
injustices and discrimination. Given that translanguaging is no panacea in all social
or educational settings, [ discuss the importance of sociopragmatic understanding
of the current global climate as well as metapragmatic awareness of multilingual
agency and linguistic (in)justice.
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BHEEWODIT TRV TH S, DLA, b AT =D 0 78 A LIZP0ENIC
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HO. ISR E TEL SEFED SENAERECEN DM RERDEDHIFZE KL
BBBHEBREICHERTRNETH S, NI AT =V 7G04 S BN T X T
2FEFZBEIRICBWTHRERE T W E2 B ER, BEDZ O—) VR IRIICEE T
LA EEFNHEMOEIN, BXUOLSHEHEEORARMEE SN CR) IEFKICET 5 AYE
MR OEBEEHICOWTHT 5.

Keywords: creativity; criticality; linguistic (in)justice; metapragmatic
awareness; translanguaging; translingual practice

affordances and constraints of the sociocultural context. We typically

know how to greet our friends in a friendly manner and how to
respectfully address our supervisors in a way preferred in the community.
Pragmatic competence comprises our ability to jointly construct our
meaning with our interactants both verbally and non-verbally within the
given sociocultural context (LoCastro, 2003). For example, in order to “do
things with words” (Austin, 1962), we often use language indirectly to
convey meaning in a less imposing manner. To build or boost rapport, we
often interact playfully or even sarcastically with listeners we think will
appreciate such rhetoric.

Using and interpreting indirectness, implicatures (i.e., implied meaning),
or irony can be a challenge for language learners as it requires reading
cues, such as phonological tone, body language, technological conditions,
and the social context, which interact with the implicit message behind lit-
eral meaning. Addressing someone in a socially preferred manner requires
cultural or institutional knowledge; calling a lawyer sensei in the office, the
emperor heika even in relatively informal occasions, or identifying oneself
with a funny nickname in a university seminar, presuppose socialization
into each local institutional setting. To respond to a friend’s invitation
to dinner without hurting anyone’s feelings or appearing socially inept,
we need to know how acceptance and refusal are typically made in the
language we use in the community and negotiate our meaning jointly with

I n effective communication, we make linguistic choices that meet the
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our interactional partners given their backgrounds and personalities. In
other words, we are constantly building human relationships through the
words we use and the demeanor we employ within sociocultural contexts.

Although an increasing number of pedagogical materials have been
published to teach L2 pragmatics in the classroom, die-hard myths still
prevail around pragmatics-focused instruction today. Some believe that
pragmatics is a domain specifically reserved for advanced learners or
cognitively developed adults and that pragmatic instruction can only
fine-tune the skills language learners have already mastered (i.e., the icing
on the gingerbread, Thomas, 1983, p.109). Others believe that pragmatic
competence can be developed only by interacting with native speakers of
the language. Related to these misconceptions is the belief that pragmatics
should be learned in a natural setting as it cannot be effectively taught in
the classroom.

Despite such myths, this Expositions argues that pragmatics can, and
should, be incorporated into everyday teaching from the first day of
instruction for all learners because it is a key component of effective
intercultural communication. Explicit instruction in pragmatics in formal
classroom settings has been found to effectively accelerate adults’ learn-
ing even in a foreign-language context, where the target language is
not typically spoken outside the classroom (Polensky & Zhuang, 2019).
Pragmatic instruction has also been implemented for children and learners
with disabilities or disorders, who sometimes have difficulty identifying
meaning conveyed indirectly (e.g., Ingersoll, 2010; Janzen et al.,, 2022; Savi¢
etal, 2025).

The reality is that learners can raise their (meta)pragmatic awareness
and practice pragmatic language use effectively with their peer learners
(van Compernolle, 2015) and through scaffolding provided by both
“native-” and “nonnative-” speaking teachers (Cohen, 2018). Transcending
this problematic dichotomy, multilingual speakers’ and writers’ metaprag-
matic awareness can be developed through a learners-as-ethnographers
approach with critical analysis of issues related to identity and culture (for
details and examples, see Ishihara, 2022).

Moreover, it has been argued that in pragmatics-focused instruction, the
native-speaker model may not be desirable, relevant, or achievable (Ishi-
hara, 2019a, 2019b, 2024; Taguchi & Caprario, 2023; Taguchi & Ishihara,
2018; Walkinshaw, 2022), as widely argued in relation to language educa-
tion or language ideologies in general (e.g., Bouchard, 2022; Hiratsuka,
2024; Levis, 2024; Takeuchi, 2023b). In a recent Expositions, Levis (2024)
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argued that intelligibility should override nativelikeness in the teaching of
pronunciation and that this argument should also apply to other areas of
L2 spoken language instruction, including grammar, vocabulary, and prag-
matics. In response, this Expositions explores more concretely how what
Levis calls intelligibility may take shape in pragmatics-focused instruction
in both the spoken and written modes and how this line of argument can
be furthered in the context of the multilingual turn (May, 2014) in the
larger field of applied linguistics.

More specifically, I aim to question native-speakerism and underscore
the nature of multilingual interaction in which multilinguals play with their
hybrid linguistic resources within their repertoire by mixing, meshing,
or translanguaging to enrich their communication. Similarly, learners, as
emergent multilinguals, can be guided to enhance such multilingual com-
petence by taking advantage of their hybridity rather than simply aiming
for perceived native-speaker norms. In other words, I intend to highlight
the creativity and criticality in multilingual pragmatics, which teachers can
promote in their classrooms.

A Learners-as-Ethnographers Approach in Teaching
Pragmatics

An explicit awareness-raising approach (often called learners-as-eth-
nographers) has been shown to effectively accelerate learners’ pragmatic
development, which is otherwise slow-paced even in second-language
environments, where learners are exposed to authentic language use
outside the classroom (Bardovi-Harlig, 2017). Ethnographers typically
participate in the new community of practice as participant observers, and
engage in interaction with locals. While doing so, they aim to make sense
of contextual, sociocultural, and linguistic cues involved in the interaction,
and make constant adjustments to assumptions about norms of behavior
they generate as part of the process of socialization.

Similarly, learners communicating in a second or foreign language
context can be advised to pay attention to their conversational partners’
language and behavior along with their sociocultural backgrounds and
other signs of identities (e.g., the way they consider time and space, dress,
or body language). They can be invited to extrapolate intended meanings
based on these characteristics observed multimodally, respond accordingly
in the course of the interaction, and revise their hypotheses regarding
communication.
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In classroom settings, teachers should guide learners to explicitly notice
(Schmidt, 2001) both pragmalinguistic (language-focused) form and the
sociopragmatic (culturally-focused) context and to develop pragmatic
awareness of the relationship between the language structure being used
and the function it serves within the context (i.e., form-function-context
mapping). Although a range of language forms is taught in the conventional
curriculum (e.g., varied formulations of advice such as should, ought to,
had better, might be better to), primary focus is too often placed on the
decontextualized introduction of such language structures.

In the explicit teaching of pragmatic awareness, in addition to form,
learners should be guided to pay specific attention to context such as rela-
tive power and social and psychological distance between interactants, as
well as the stakes involved in the situation (adapted from Brown & Lev-
inson, 1987) and to understand the mechanisms of underlying language
choices (for examples of how learners can demonstrate this understanding
both visually and explicitly, see Ishihara, 2022). Many published pragmatic-
focused lessons (e.g., Tarandis et al., 2020; Tatsuki & Houck, 2010) provide
instructional strategies for fostering pragmatic awareness and enhancing
pragmalinguistic skills in the classroom.

For example, requests are among the most frequently taught speech
acts in L2 pragmatics instruction. Teachers can guide learners to notice
different linguistic forms used to express requests (e.g., could I, would you,
do you mind, I was wondering if) in authentic or natural(istic) language
samples and simultaneously pay attention to the social context, including
relative power and distance between the interlocutors and the severity
of imposition created by the request. In other words, learners can be
prompted to understand the interconnection between form and context.
This type of instruction prompting learners to notice and produce socially
appropriate forms can be viewed as pragmatics instruction focused on
pragmalinguistics.

What is less widely implemented in today’s globalized era is an instruc-
tional focus on sociopragmatic aspects, in which learners are encouraged to
be aware of socially preferred or less preferred behavior, depending on the
sociocultural climate. An example of potential consequences of socioprag-
matic failure is a microaggression unintentionally communicated despite
kind intent on the part of the speaker. Microaggressions can be understood
broadly as insults, denigrations, or subtle acts of exclusion targeting not
only individuals and communities of particular race and ethnicity but also
of gender, sexual orientation, national or cultural affiliation, language status,
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age, (dis)ability, and religious affiliation (Cho & Corkett, 2023; Sue & Spanier-
man, 2020). For example, speakers may mean well when they compliment
visitors to Japan on their use of basic Japanese or chopsticks with the
intention of building solidarity. While recently-arrived recipients of such
compliments may feel gratified, long-term residents may derive an alienating
message, namely that, based on their appearance or national origin, they are
not expected to be socialized into local practices. Thus, learners and teachers
alike need to constantly update their sociocultural awareness of how their
meaning may be interpreted differently by interactants from different back-
grounds. Learners may even discuss and practice how tactfully they should
speak to others or respond in case they become a target of microaggressions
(see Glasgow & Ishihara, in preparation).

Similarly, Takeuchi (2023a) showed how a Japanese politician assumed
alack of Japanese language competence on the part of an international
journalist and code-switched from Japanese to English in a press confer-
ence, despite the fact that she was speaking in Japanese. This unwanted
code-switching act was perceived as a linguistic microaggression as it
discredited the journalist’s legitimacy as a speaker and alienated her.

This example underscores the importance of moving public awareness

in Japan from the ideology of the nation-state (assuming a one-to-one
correspondence between nation, ethnicity, and language) to increasingly
prevalent multilingualism within Japan, a country traditionally represented
as homogeneous even under the influence of today’s globalization. Without
mobilizing updated sociocultural knowledge, we can offend, insult, or hurt
others’ feelings through well-formed language. This type of sociopragmatic
awareness can be addressed as part of pragmatics-focused instruction in
addition to language-focused pragmalinguistic instruction.

Focusing on Metapragmatic Awareness: Towards Criticality in
Pragmatics Instruction

L2 pragmatic instruction can be viewed as critical in nature in at least
two ways. On the one hand, pragmatic language use is reflective of one’s
identities, as pragmatic choices are regulated through metapragmatic
awareness. While pragmatic awareness is important, what distinguishes
metapragmatic awareness from mere awareness is the criticality involved
in the overarching orchestration. Similar to how metacognition refers
to the superseding awareness that orchestrates functions of cognition,
metapragmatic awareness can be defined as the higher-level, umbrella
knowledge of pragmatics that enables us to monitor, coordinate, reflect on,
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and adjust our pragmatic uses and agency. Following Liddicoat and Mc-
Conachy (2019), this overarching awareness includes explicit knowledge of
multilinguistic identities and agency that can be enacted or suppressed in
the sociocultural structure.

For example, it is important that learners be critically aware of their
position (i.e., where they place themselves and are placed by others in the
L2 community) as they make pragmatic choices. They may wish to use the
pragmatic norms preferred in the community in order to assimilate into
the culture and gain access to the social capital valued in its institutions. As
in the saying When in Rome, do as the Romans do, this may be regarded as
a default strategy learners use as part of successful language socialization.
Alternatively, learners may at times powerfully or strategically assert
their hybrid identities by resisting or straying from perceived community
norms in order to exert a unique in-between position (i.e.,, a phenomenon
termed pragmatic resistance). Pragmatic resistance has been documented
in a number of studies, in both imagined discourses (e.g., elicited through
role-plays and retrospective verbal reports, Félix-Brasdefer, 2025) and
natural settings (e.g., metapragmatic interviews, Takeuchi, 2023b) (for
more information about pragmatic resistance, see Ishihara, 2019b, 2024).
Examples can be found in Takeuchi (2023b), in which learners of Japanese
reported deliberately avoiding the forms they identified as feminine to
prevent sounding excessively “girly” in order to sound like themselves or
be taken seriously.

Another aspect that deepens the understanding of pragmatic resistance
is shown in McConachy (2023), who highlighted the emotions and moral
judgments that accompany such resistance. McConachy’s own initial
embodied experience of pragmatic resistance included strategically avoid-
ing the first-person pronoun watashi in Japanese as an Australian surfer,
because the form seemed overly stiff, serious, and uncool. The author
argued that strong moral emotions, such as disgust and shame can lead to
aversive reactions and unwillingness to participate in community norms.
This supports the argument that pragmatic instruction requires sensitivity
if it is to avoid imposing native-speaker norms on learners, and instead
allow space for creative meaning-making as part of identity negotiation
(Ishihara, 2024). Thus, pragmatic instruction should include the develop-
ment of metapragmatic awareness with regard to one’s own (often
negative) evaluative reactions to different linguacultural differences while
aiming at managing such emotions in order to achieve non-judgmental
mindfulness (McConachy, 2023).
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The second aspect of criticality in pragmatics instruction relates to a
critical unpacking of cultural essentialism. During pragmatic instruction,
learners should sharpen their metapragmatic awareness not to essentialize
(or stereotype) others or cultures by focusing solely on dominant linguistic
or cultural features. A study by Ishihara and Porcellato (2021) showed
how teachers themselves co-constructed such metapragmatic awareness
through collaborative mediation while sharing and critically discussing
a range of pragmatic uses in relation to power in the wider sociocultural
structure. For example, in teachers’ professional development, a multilin-
gual teacher in the U.S. Midwest critiqued media or popular portrayal of
Peninsular Spanish in the north and south. She stated:

In Spain, there are regional differences when it comes to
pragmatics and culture, although they are not as marked as the
TV shows and popular jokes portray. In the north, people tend
to be more distant when it comes to physical contact, and in the
south, people tend to be warmer when they greet each other
and meet new people. Although these differences do exist, when
stereotyped, they have negative consequences. For example, TV
shows in Spain sometimes equate being more distant and being
smarter and portray people from the south as humble and less
cultured than people from the north. (p. 162)

This teacher described how some regional varieties of Spanish are as-
sociated with greater prestige, higher or lower levels of education, cultural
sophistication, or more or less humane characteristics. She revealed how
a standard language ideology was prevalent in Spain, potentially leading
to marginalization and prejudice targeted at speakers of certain Spanish
varieties. Ishihara & Porcellato (2022) argued that teachers need to
possess this type of critical metapragmatic awareness of diverse social
and linguistic practices across and within communities and address
such complexities in the teaching of pragmatics. Otherwise, instruction
risks becoming equivalent to essentializing cultures or communities, an
outcome that would defeat the purpose of intercultural communication. If
inappropriately displayed in pragmatic instruction, cultural essentialism or
homogenization can lead to linguistic racism. Critically acknowledging the
asymmetrical power assigned to different language varieties and pragmatic
variation, teachers are more likely to support the linguistic rights of
students whose language or pragmatic practices may be stigmatized or
marginalized in their community.
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Given that such critical metapragmatic awareness needs to be shared by
teachers and learners of pragmatics alike, the next section discusses how
pragmatics instruction is relevant to promoting linguistic justice, leading to
the reconceptualization of L2 pragmatics as multilingual pragmatics.

Multilingual Pragmatics: Enriching Communication Through
Creativity and Criticality

Let us first reflect on how multilinguals typically rely on resources
from their linguistic repertoire. As part of the multilingual turn in applied
linguistics (May, 2014), research has documented how multicompetence
transcends linguistic borders allowing multilinguals to often switch,

mix, and mesh their named languages, which are interconnected beyond
surface manifestations to creatively and rhetorically negotiate meaning
(Canagarajah, 2013; Li, 2018). In this translanguaging framework, translin-
gual practice is viewed as a normal communicative activity, and language
learners are more powerfully reconceptualized as (emerging) multilinguals
rather than nonnative speakers in deficit.

An example of creativity in translanguaging can be found in Luo and Yu
(2025), who show how elite students at top Chinese universities translan-
guaged in a social media platform, building rapport, and providing support
for each other. Among rich multimodal translingual practices are the puns
and memes they playfully used to self-deprecatingly refer to themselves,
for example by playing on the Chinese word for “losers” (féeiwi) and its
homophonic variant “five” in English in discussing university rankings.
Their creative translanguaging served as their critique for the neoliberal
style of fierce competition quantifying and ranking educational achieve-
ments, which one student characterized as social Darwinism. Many
participants in the virtual community empathized with this and shared
similar experiences and struggles while creating a safe space of mutual
support, emotional healing, and resilience. The authors argued that partici-
pants’ narratives “create[d] a space for public contemplation and systemic
critique, where community members collectively interrogate[d] and
challenge[d] the fundamental inequities embedded in the elite education
system” (p. 9). Their translanguaging was thus both creative and critical at
the same time, while bolstering solidarity and countering dominant power
structures in academia. Therefore, the translingual playfulness enhanced,
enriched, and refined the interaction in a way that would not have been
attainable in one named language alone.
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Given the empowering features of translanguaging illustrated above, as
(emergent) multilinguals, language learners can be guided to enhance their
meaning-making by taking advantage of the multiple resources within their
linguistic repertoire. Rather than dutifully aiming for perceived monolin-
gual native-speaker norms that may be neither desirable nor achievable,
learners should be encouraged to creatively weave their own tapestry with
their multilingual threads beyond traditional linguistic boundaries. While
doing this, learners should be invited to consider the potential outcomes of
translanguaging within the given context. Such metapragmatic awareness
will enable them to determine in what context to translanguage and for
what purposes and what repercussions this might have as translanguaging
may or may not be used effectively depending on the context.

In fact, translanguaging is no panacea in all social or educational settings.
Translanguaging pedagogy can enable learners to benefit academically and
metapragmatically provided their strong language is used in support of
their full multilingual repertoire, part of which may be devalued in schools
and societies through divisive language policies or language ideologies
such as monolingual policies and native-speakerism. Yet translanguaging
both inside and outside the classroom is also critiqued for the challenges it
presents. Dovchin (2019) illustrated how marginalized multilinguals may
be bullied, mocked, or discriminated against for non-standard language
use that is often frowned upon. Translingual practice can be a source of
linguistic racism and is sometimes romanticized to the point where it
ceases to reflect the reality of multilinguals, who become targets of linguis-
tic injustices and discrimination (Dovchin, 2019; Kubota, 2016). Moreover,
marginalized multilinguals may hold a deficit view of their own minor-
itized languages (Steele et al,, 2025) and, as a result, may not fully exercise
their translingual repertoire. Due to unequal power relations, translingual
individuals or communities can be either privileged or stigmatized.

Kubota (2016) argued that we need to become more aware of this
asymmetry if we are to resist and counter the oppression that may ac-
company multilingualism. Modeling translingual practice in a positive light
in the classroom may be part of the range of strategies capable of combat-
ing linguistic inequity (Rockell, 2019). With heightened metapragmatic
awareness, multilinguals will be able to assess the power positioning in
the sociocultural context and thus make informed choices as to when to
translanguage and when not to in accordance with the demands of the
sociocultural structure. For example, in a high-stakes situation such as a
job interview, multilinguals may decide to refrain from translanguaging
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to protect themselves from the risk of being marginalized based on their
linguistic status. In an informal multilingual context, they may opt to
translanguage sensibly so as not to exclude others who do not share the
same linguistic repertoire by providing a translation or metapragmatic
explanation. Knowing the rhetorical benefits and social constraints of
translanguaging is part of the metapragmatic awareness teachers can
promote through instruction.

Conclusion

Because monolingual native speakerism has been the prevalent institu-
tional norm (Li, 2024; May, 2014), many multilinguals, including multilingual
language teachers, neither automatically approve of their own multicom-
petence nor promote multilingual practice in language education (Scott,
2016). In response, continuous reiterative reflection is called for in teacher
development, if criticality and creativity of multilingual pragmatics are to be
maximized (Ishihara et al., 2023). Multilingual teachers must be encouraged
and nurtured in teacher development in order to support learners’ multilin-
gualism within and beyond the classroom walls (Ishihara, 2024).

The teaching of English, or of any language for that matter, is a political
activity in itself, intertwined with issues of linguistic rights, linguistic
and social justice, and values teachers bring to the classroom (Johnston,
2003). The teaching of pragmatics invariably reflects our beliefs and values
around linguacultural diversity in today’s sociocultural climate. Language
educators need to collaborate in enhancing the metapragmatic awareness
they share with learners, who will hopefully participate in a multilingual
society that contributes to linguistic justice and appreciates creative
multilingual practices.
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Expositions

Non-cognitive Skills to Be Researched:
Insights Gained From Educational
Psychology

Keita Kikuchi
Kanagawa University

How can teachers help their students to learn English effectively? What are the skills
important for their growth as language learners? These are fundamental questions
that many English teachers have. To keep students motivated and engaged, teachers
may wonder if there are important skills other than English language proficiency.
In this paper, I propose that non-cognitive skills should be studied, and I introduce
three well-operationalized terms: (1) grit, (2) optimism, and (3) resilience which
might help language teachers interested in dealing with the questions posed above.
After I discuss the importance of focusing on non-cognitive skills in language teach-
ing, I introduce grit, optimism, and resilience, three noteworthy research topics
which are important for understanding students who are studying foreign languages
in Japan. While grit has been studied extensively in recent years within the field of
Applied Linguistics, the other two topics, optimism and resilience, have received less
attention. Towards the end of this paper, I take another look at non-cognitive skills
using insights from the field of Positive Psychology and discuss how these topics can
be studied in Applied Linguistics. It is hoped that this paper informs how language
teachers can better work with students.
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What Are Non-Cognitive Skills?

Imagining how language teachers grade students in their classes, one
can picture that teachers usually evaluate their performance not only on
the results of tests, which require cognitive skills, but also based on class
performance, which requires regular attendance. Students also need to pay
attention to teachers’ instructions and work with other classmates. For
learning foreign languages, nobody disagrees about the importance of both
cognitive and non-cognitive skills. Touching upon such points in the book
Giving Kids a Fair Chance, Heckman (2017) explains:

life success depends on more than cognitive skills. Non-
cognitive characteristics - including physical and mental
health, as well as perseverance, attentiveness, and other
socio-emotional qualities - are also essential. While public
attention tends to focus on cognitive skills... non-cognitive
characteristics also contribute to social success and in fact
help to determine scores on the tests that we use to evaluate
cognitive achievement. (p. 4)

In this quote, however, note that “characteristics”, not “skills”, was used.
Non-cognitive skills can be perceived broadly. Khine (2016) observed:

The notion of ‘non-cognitive’ has many phraseological col-
locations. Among frequently used collocators are constructs,
traits, skills, factors, abilities, variables, outcomes, attributes,
and predictors... To name a few, grit, tenacity, curiosity,
attitudes, self-concept, self-efficacy, anxiety, coping strate-
gies, motivation, perseverance, confidence are among those
frequently referred to in the literature. (p. 3)

For the sake of clarity, I use non-cognitive skills in this paper although
they can be perceived as non-cognitive traits or simply attitudes. The Japa-
nese translation of non-cognitive skills, “hi-ninchi nouryoku” or “hi-ninchi
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skill” are commonly used in the title of book publications in Japan (e.g.,
Moriguchi, 2019; Nakayama, 2018; Oshio, 2021), and interested readers
should consult these publications to understand the topics covered in this
paper in Japanese.

Heckman cautions that the non-cognitive skills not measurable by stand-
ardized tests are rather important for helping all children to be successful
in their lives. Heckman and Rubinstein (2001) observe:

Widespread use of standardized achievement and ability tests
for admissions and educational evaluation are premised on
the belief that the skills that can be tested are essential for
success in schooling, a central premise of the educational-
testing movement since its inception. (p. 145)

In teaching a college level test preparation course, for instance, while
teachers certainly need to help clarify points to be studied, students could
also benefit from learning about non-cognitive skills. As Kikuchi (2006)
discussed, many colleges need to admit and welcome a variety of students
in this era so that they can meet enrollment targets. While most students
can concentrate on courses and attempt to improve test scores, some
students may not possess the motivation and perseverance to study after
entering college. While teachers certainly need to help clarify points to be
studied, students themselves certainly need to develop non-cognitive skills
to persevere and keep learning the language with energy.

Grit

Grit is arguably the most well-studied construct in our field, among other
non-cognitive skills. Duckworth et al. (2007) defines it as “perseverance
and passion for long-term goals” (p. 1087) and explain that it “entails
working strenuously toward challenges, maintaining effort and interest
over years despite failure, adversity, and plateaus in progress” (pp. 1087-
1088). This is certainly an important non-cognitive skill for language
learners, who need to study and practice many hours or even years to
possess a good command of the language.

The reason why it drew the attention of many scholars in language
learning may be that this touches upon at least two important components
of a classic definition of motivation (D6érnyei and Ushioda, 2011), how long
and how hard they work on the goals. In fact, while grit does not cover
the reason why people work on long-term goals, another component of
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the classic definition of motivation, it looks simpler for researchers to
operationalize.

It is notable that Duckworth et al. (2007) conceptualized grit by
interviewing high achievers in a variety of disciplines such as journalism,
medicine, law, investment, and painting, and not only academia. Their
original 12-item questionnaire included two six-item sub-scales on
Consistence of Interest (CI) and Perseverance of Effort (PE), respectively. A
Japanese version was developed and included in Takehashi, et al. (2019).

Recently, a language-domain grit (L2-Grit) scale was developed by
Teimouri et al. (2022). In addition to the 12 items of the L2-Grit scale that
they developed, they used a variety of other measures in the questionnaire,
such as language joy (Teimouri, 2018), language anxiety (Taguchi et al.,
2009), fixed mindset (Dweck, 2016), intended effort (Taguchi et al., 2009),
attention (Teimouri, 2018), L2 willingness-to-communicate (Yashima,
2002), domain-general grit (Duckworth et al., 2007), as well as the Big Five
personality traits (Gosling et al., 2003). The questionnaire was adminis-
tered to 191 L1 Persian students who were studying English translation at
a private college. Notably, they collected data from different sources, not
merely relying on the self-perception of learners determined by the survey.
Students’ grades in three English courses and their GPA were checked,
and teachers’ perceptions of student grit were collected after a semester-
long course using two 10-point Likert scales. Teachers’ perceptions of
their English language proficiency were also collected using a self-report
measure (Taguchi et al., 2009). They collected this data to discern the valid-
ity and reliability of the L2-Grit scale and its relationship to L2 learners’
motivation/emotions and achievement.

One of the authors of the original paper conducted a follow-up study
(Sudina et al.,, 2021). They sought 457 participants enrolled in six universi-
ties in different countries (Canada, Japan, South Korea, and the United
States) and administered the questionnaire with a total of twenty-five items,
including the L2-Grit scale, intrinsic motivation, anxiety, and personal goals
scales, which was adapted from Schmidt et al. (1996). In addition, one item,
the self-perceived proficiency scale adopted from Taguchi et al. (2009), was
used. Although they were primarily interested in the participant differences
between the contexts of English as a second language (ESL) and English as a
foreign language (EFL), 322 (70%) of the participants were EFL students in
Japan. They developed two versions of the survey, a bilingual English-Japa-
nese version and a monolingual English version since the L1 of a majority of
the respondents (N = 362) was Japanese.
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Replication of Teimouri et al. (2022) was also conducted by Mikami
(2024). Based on the survey results as well as L2-specific GPA and stand-
ardized test scores collected from 106 English majors attending a Japanese
university, he found that the factor structure of L2-Grit was supported, and
L2-Grit was a consistent predictor of L2-specific GPA and standardized
test scores. Notably, he used three scales on non-cognitive skills available
in Japanese: L2-Grit (Sudina et al., 2021), domain-general grit (Takehashi
etal, 2019), and self-control (Ozaki et al., 2016). A short form of the Big
Five personality traits (Namikawa et al., 2012) was also used. Interested
readers should consult these sources to access the instruments available.

Optimism

The next construct, optimism, is arguably one of the key constructs in
the field of positive psychology. In the previous section, I presented grit,
which is important for understanding the energy and fuel for language
learners’ development. Optimism is the construct that can be seen as their
positive perspectives towards language learning. Optimistic learners may
be able to enjoy their journey in their language development. Less optimis-
tic learners may worry whether they make mistakes in their production, or
their progress might be slow, while more optimistic ones are not. They can
perhaps focus on their drive to their journey without worrying too much
about small details during the process. Using the popular explanation of
how optimistic people look at the glass half-filled with water, they do not
worry about whether they have enough resources to complete the task,
while less optimistic learners may focus on such matters.

Optimism is defined as “an individual difference variable that reflects the
extent to which people hold generalized favorable expectancies for their
future” (Carver et al., 2010, p. 879). Carver and Scheier (2014) claimed
such a trait-like variable as dispositional optimism, and there are instru-
ments to measure it such as the LOT-R (Revised Life Orientation Test). The
LOT-R (Scheier et al., 1994) has been widely used in research (Toyama,
2022), and a Japanese version, which consists of 20 items (assessing both
optimism and pessimism with 10 items respectively), is available (Toyama,
2013).

Unfortunately, while an interesting area of research could be assessing
the optimism of language learners and the interaction of such traits with
other variables, it is rare to find published research using instruments such
as the LOT-R to assess the characteristics of language learners. However,
motivation researchers such as Dornyei (e.g., Dornyei & Chan, 2013) and
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Falout et al. (2011) have been discussing the importance of imagining
vision and possible selves in the development of language learning. They
have been discussing the importance of optimistic learners towards their
future.

For example, Falout et al. (2011) developed the present communities of
imagining (PCOIz) framework. In their study, teachers asked students to
reflect on their past, and helped them to develop their sense of belonging
to their class communities using a variety of activities including “making
possible selves lists, describing possible selves, sharing job aspirations,
reading and imagining about future work environments and attending an
imaginary 10-year reunion” (p. 250). While there are not many empirical
studies using optimism scales such as the LOT-R to test the relationship
with other constructs (see Lei & Lei, 2022 for an example), it would be
a good idea to include this construct in a study and find the relationship
with other non-cognitive skills. In fact, one of the constructs theoretically
related to optimism is resilience, and [ will discuss this idea in the next
section.

Resilience

In the APA Dictionary of Psychology, resilience is defined as “the process
and outcome of successfully adapting to difficult or challenging life experi-
ences, especially through mental, emotional, and behavioral flexibility and
adjustment to external and internal demands” (American Psychological
Association, n.d., p. 273). In language classes, for instance, students may
fail tests and have to retake the course. Even in recent years, while many
students are admitted to and enter college, some students study extra
years for the possibility of entering more prestigious universities. Under
such circumstances, these students need to overcome a challenging time,
which can often isolate them from friends who successfully finished taking
classes, or who entered the universities that they wanted to join. The
students left behind may need to make adjustments in their lives and cope
with the mental stress, perhaps being flexible with their life choices.

There are a variety of scholars who include different constructs in their
instruments measuring resilience. One noteworthy example developed in
Japan is Hirano (2010), who introduced the Bidimensional Resilience Scale
(BRS). The BRS includes 21 items in two dimensions: (1) innate factors
such as optimism, control, sociability, and vitality, and (2) acquired factors
such as problem-solving, self-understanding, and understanding others.
Using the instrument in Japanese, she recently studied the relationship
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between innate/acquired resilience and socio-demographic characteristics
(e.g, sex, age, education level, employment status, the number of children,
and household income) among approximately 3,800 Japanese adults

(Ueno et al., 2021). She also studied the development of resilience among
1,284 Japanese adults (aged 20-69) over a 2-year interval: January 2017
and January 2019 (Ueno et al., 2020). In these studies, it was reported

that while resilience seemed to be relatively stable among the sample of
the study despite individual variation, socio-demographic characteristics
could change resilience factors. Although these studies are not related to
language learning, interested readers may consult them to understand how
psychologists in Japan have studied resilience.

Hiver and Solarte (2022) provided a useful overview of the research
done outside of our field, and suggested some directions for resilience
research in the field of language education. The key findings from psychol-
ogy literature include:

1. Resilience is a powerful individual capacity.

2. Resilience develops as an adaptive and dynamic process in
context.

3. Resilience depends on “ordinary magic.”

4. Resilience is responsive to intervention and can be promoted.
(pp. 206-207)

Earlier work on resilience focused on understanding the characteristics
of resilient individuals, the importance of their relationships with signifi-
cant others, and the function of their socio-cultural surroundings. Hiver
and Solarte (2022) observe the description of resilience in this vein:

There are two dimensions to this understanding of resil-
ience. The first concerns the existence of a threat or a risk;
Individuals are not thought of as resilient unless they have
encountered a significant risk or have had to grapple with

a threat to their normal functioning... The other dimension
is the positive adaptation aspect, whether external (e.g., the
absence of substance abuse or delinquency) or internal (e.g.,
psychological well-being). (p. 206)

While it is important to focus on individuals who experienced a difficult
time or threat to their optimal functioning, as stated above, the second
wave of research in resilience focused on understanding resilience as a
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process of the interaction of social and psychological factors in the environ-
ments given (Wright et al., 2013). As Luthar (2006) argued, psychologists
realized that environments are important for individuals to develop their
resilience. Just like motivation scholars (e.g., Dornyei and Ushioda, 2019)
in the field of language teaching observed in the 2010’s, researchers of
resilience also realized the importance of studying dynamic interactions
between the environment and individuals.

Touching upon the third view of resilience, Masten (2009) coined
the term “ordinary magic” and stated that “resilience does not require
extraordinary talents or resources, but instead depends on fundamental
adaptive systems” (p. 32). As observed in Chiccetti (2010), ordinary people
may not realize the common occurrence of resilience in our lives. Using the
fundamental adaptive systems that humans possess, we are successfully
coping with possible life difficulties. Although threats may occur when
such adaptive systems are damaged or destroyed, we happen to experience
many events and adapt based on the situation. Such fundamental adaptive
systems that we use in our everyday lives can be seen as ordinary magic.

Finally, Hiver and Solarte (2022) observe that by the appropriate interven-
tion, resilience can be promoted. They emphasize the importance of signifi-
cant others such as family members, peers, teachers, and mentors. They state
that resilience “relies on gaining human capital along with social capital and
marshaling these both in adaptive responses to challenges and crises (p.
207)". Along this line, Masten (2009) states that it is important to reduce risk
exposure, increase resources, and mobilize and facilitate powerful protective
adaptive systems among youths to promote resilience (see Joyce et al.,, 2018
for a useful review of interventions that promote resilience).

With Hiver and Solarte’s (2022) summary in hand, one may realize how
complicated it is to research resilience in language learning. In order to
research resilience in language learners’ development following the defini-
tion cited at the beginning of this section, a researcher needs to evaluate
language learners’ flexibility and adjustment to both internal and external
demands when they adapt to difficult life experiences. It may not be an
easy task operationalizing this research term to conduct research related
to individuals who we see in our classroom.

To focus more on the academic aspect of resilience among students,
Martin (2013) coined the term ‘academic buoyancy’, differentiating it from
academic resilience, and developed the construct in a paper titled, “Aca-
demic buoyancy and academic resilience: Exploring ‘everyday’ and ‘classic’
resilience in the face of academic adversity.” He defined it as:
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Academic buoyancy has been defined as a capacity to over-
come setbacks, challenges, and difficulties that are part of
everyday academic life. Academic resilience has been defined
as a capacity to overcome acute and/or chronic adversity that
is seen as a major threat to a student’s educational develop-
ment. (p. 488)

While many students experience and negotiate the ups and downs of
everyday academic life, few students probably experience acute or chronic
adversity. Martin and Marsh (2009) argued that academic resilience
studies typically tended to focus on ethnic groups situated in adverse
conditions such as poverty or gang violence, or clinical groups such as
students with learning disabilities. Thus, academic resilience studies “tend
not to refer to a relatively large number of students experiencing ‘everyday’
adversities (p. 355).” For those of us who are interested in assisting
language learners who go through difficult academic situations every day
and helping them to be resilient in such situations, the distinction between
academic buoyancy and resilience is noteworthy. Furthermore, Martin and
Marsh (2009) suggest two approaches to studying them:

The first is the variable-focused approach that tests linkages
among measures of degree of risk/adversity and qualities
that may protect the person from negative consequences

and outcomes. The second is the person-focused approach
that compares people with different profiles to ascertain
what differentiates resilient individuals from non-resilient
individuals... We consider it important to conceptualize and
assess academic buoyancy and academic resilience from both
perspectives. (p. 358)

The two approaches suggested above certainly help us consider our
research approach. While researchers may try to collect as much data as
possible to increase their N-size, we should also consider collecting data
from those with different profiles to differentiate the students whom we
are interested in studying.

Possible Link With the Field of Positive Psychology

As proposed in Seligman and Csikszentmihalyi (2000) for psychology
in general, studies of Positive Psychology in language learning may be
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categorized according to three pillars: (1) language learners’ experiences
such as positive emotions, (2) language learners’ positive character traits,
which can lead to individual differences in language learning, and (3)
positive institutions, which are ways to set up schools, classrooms, families,
and governments that facilitate flourishing among language learners.

How are these topics related to the discussion of non-cognitive skills?
The second of these pillars overlaps with the focus of this paper. Typically,
referring to character strengths or simply strengths, scholars in the field
of positive psychology have identified constructs that help us function
optimally. For instance, Peterson and Seligman (2004) created the Values
in Action inventory of strengths, identifying 24 strengths. Linley (2008)
also listed 60 strengths, which are “a pre-existing capacity for a particular
way of behaving, thinking, or feeling that is authentic and energizing to the
user, and enables optimal functioning, development and performance” (p.
9). More specific to language learners’ strengths, Lake (2016) proposed an
L2 positive self -system, the idea of looking at strengths related to L2-self
concepts, which can be divided into the global positive self, the positive L2
self, and the situational and dynamic L2 self.

In a more recent study, Kikuchi and Lake (2021), administered a survey
on five separate occasions to about 1,000 college students when they were
freshmen and sophomores in order to test the stability of Lake’s model (see
also, Chen et al., 2020). Constructs in the model were Curiosity, Flourishing,
and Hope (global positive self); Interested in L2 self, Mastery Goal Orienta-
tion, and Passion (the positive L2 self); and L2 Self-efficacy in L2 listening,
speaking, and reading (the situational L2 self). Curiosity, Flourishing and
Hope, three character strengths at a global level, have been well-researched
topics in the field of Positive Psychology and were included in the model
along with constructs such as Passion, L2 Mastery Goal Orientation, and
self-efficacy. The researchers found that the global positive self-variables
(Curiosity, Flourishing, and Hope) correlated with the L2 domain self-
variables (Interested in L2 self, Mastery Goal Orientation, and Passion)
more strongly than the three L2 self-efficacy variables.

In another study (Chen et al,, 2021), they used measurements of Grit, In-
terested L2 Self, Grit for L2 learning, L2 listening/reading self-efficacy, and
listening/reading anxiety, and tested the model using a survey distributed
to 441 Japanese university students. In this study, Grit was measured at
two different levels, the global and L2 domain levels. All correlations were
found to be statistically significant p <.05, except for L2 listening/reading
anxiety with grit. Based on their findings, they discussed how general grit
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is linked to L2 listening/reading self-efficacy and suggested a possible link
between grit for L2 learning and L2 achievement.

As these studies suggest, a promising area of research is to hypothesize
a model including research terms used in Positive Psychology and terms
related to non-cognitive skills. In the next section, I move on to discuss
more concrete ideas for both teachers and researchers.

What Can Language Teachers and Researchers Do About
Learners’ Non-cognitive Skills?

As a scholar interested in how teachers interact with students to help
motivate them to study English in Japan, I often think about what this
Japanese word, ganbare (try hard), really means when used to encourage
students. As a learner of English as well, I recall that [ heard this word
being used when teachers were asking students to study harder or making
compliments about their hard work, as in Ganbatta-ne (You tried hard)!
When language teachers give this kind of compliment, they should be
aware that students used both cognitive and non-cognitive skills for their
accomplishments. While students memorized lists of vocabulary and
acquired the cognitive strategies to work on readings on the test, they also
acquired an ability to be gritty and optimistic to reach their goal, and they
were resilient when sometimes receiving poor test results along the way.

While I was considering potential research topics for JALT Journal read-
ers, | thought that discussing the importance of non-cognitive skills and
introducing terms like Grit, Optimism, and Resilience would help teachers
to understand what we may be telling students to do when using a word
like ganbare (try hard). Students need to be grittier, keep setting proximal
goals without being distracted, and be resilient to overcome difficulties
in their learning. Of course, there are other non-cognitive skills to be
researched, but as someone who intensively studied demotivation among
Japanese learners of English about a decade ago (Kikuchi, 2009; Kikuchi
& Sakai, 2009; Sakai & Kikuchi, 2009), these research terms strike me
the most, as they may explain not only the process of being demotivated,
but also of bouncing back to be motivated to continue the long process of
language learning.

Although I have been discussing the importance of studying grit, opti-
mism, and resilience in this paper, I also need to point out one caveat for
researchers. When we study non-cognitive skills, we should be very careful
in operationalizing them. For instance, there has been criticism that grit
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is just another newly created research term and we should be cautious in
conducting research on this topic. Crede (2018), one of the strong critics of
the idea of grit, argues that:

grit is a combination of perseverance and passion... grit
scores and perseverance scores are so strongly correlated
with one of the Big Five personality traits—conscientious-
ness—as to suggest that overall grit and perseverance as
currently assessed are simply a relabeling of conscientious-
ness. This apparent “old wine in new bottles” phenomenon
suggests that enthusiasm for grit may largely be based on the
jangle fallacy, which is the belief that two very similar things
are distinct merely because they have different names. (pp.
607-608)

As I have been preparing for this paper, [ noticed that there is criticism
about many non-cognitive skills like with grit above. Although there are a
variety of research terms to be studied among non-cognitive skills, I argue
for the importance of carefully designing a study based on a thorough
understanding of what researchers are focusing on.

Martin and Marsh (2009) suggested that non-cognitive skills such as
academic buoyancy and resilience can be studied using either a variable-
focused or person-focused approach. Researchers may study non-cognitive
skills and the direct/indirect effects of predictors on the variables that
they would like to focus on. Alternatively, researchers can profile learners
experiencing critical events and study the trajectory of such students using
a case study approach focusing on persons.

For researchers interested in studying the topics described in this paper,
here are some suggestions. After reading how researchers study academic
resilience and academic buoyancy, which are two related constructs
(Martin & Marsh, 2009), I constructed the following steps for researching
non-cognitive skills such as Grit, Optimism, and Resilience:

1. Identify a group of learners who succeeded in learning a foreign
language over a long period of time.

2. ldentify key incidents or persons that helped the learners to
focus on language learning using a variety of sources (e.g.,
interviews involving a variety of people involved, not only
questionnaires).
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3. Study how their non-cognitive skills developed during the
process of language learning, ideally with the collection of data
at multiple times.

Studying the non-cognitive skills that language learners possess and
develop may not be an easy task. Although there are a variety of instru-
ments available to assess some non-cognitive skills, [ believe that research-
ers should carefully design a study not just by distributing a survey to a
group of students, like throwing a net to see what kind of fish might be in
it.  hope that this paper will inspire future research on non-cognitive skills
in language learning in Japan, where many learners are striving to develop
their language for their own success.

Keita Kikuchi is a Professor at Kanagawa University, Japan. He holds an
Ed.D. in TESOL from Temple University, Japan and an MA in ESL from the
University of Hawai'i at Manoa. His research interests include curriculum
development and second language acquisition, especially individual
differences.
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Reviewed by
Harsha Dulari Wijesekera
Sri Lankan Institute of Information Technology

Dominant Language Constellations: A New Perspective on Multilingual-
ism (Volume 47 of Educational Linguistics series), edited by Joseph Lo
Bianco and Larissa Aronin, offers an innovative conceptual shift in how
multilingualism is studied and understood. Positioned at the intersection
of applied linguistics, sociolinguistics, and language policy, this edited
volume introduces the Dominant Language Constellations (DLCs) frame-
work as a novel lens to scrutinise how individuals and societies manage
multiple languages in increasingly complex linguistic milieus. The volume
is timely in essentially rethinking and reimagining the notions of linguistic
dominance and suppression, given the fluidity of language practices in
today’s superdiverse world.

The targeted audience is scholars, graduate students, language educa-
tors, and policymakers interested in multilingualism, language planning,
and education. The book’s theoretical richness and practical significance
make it a valuable source for researchers and practitioners navigating
linguistically diverse classrooms, institutions and other contexts. Contest-
ing the traditional static models of multilingualism, the volume’s novel
conceptual framework—DLC—offers a flexible and context-sensitive
framework, enabling more accurate reflections/analysis of the lived
linguistic experiences of individuals and communities. The volume, by
combining theoretical grounding in empirical studies in each chapter,
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makes the theoretically loaded DCL framework easily understandable and
usable. The DLC framework claims that multilingualism be considered

not as an undistinguishable set of linguistic resources (as translanguaging
theoretical underpinnings see) but as a constellation of languages within
which dominance of languages and their usage shift, shaped by contextual
linguistic circumstances. Unlike linguistic resources of multilinguals as

a unified system as translanguaging postulates, DLC is underpinned by
how certain languages emerge as more expedient or dominant in specific
contexts but not in others due to sociopolitical, economic, cultural, or com-
municative factors, as the volume illustrates with empirical studies.

Framed by a convincing introduction and a forward-looking conclud-
ing chapter, the volume is well-structured into three main parts. Part
[—“Current Development of DLC,” comprises five chapters and mainly lays
the theoretical groundwork. Grounded in Complexity Theory, Aronin’s
opening chapter positions DLC as an analytical approach, emphasising
the contextuality and adaptability of multilingual practices. Lo Bianco
then connects DLC with language policy and political oversight, taking
Vietnam as his “case.” He argues for ethically grounded policies aligning
with actual linguistic realities. Adding a cognitive dimension to the volume,
next, Fernandez-Berkes and Flynn investigate multilingual learners’ use
of dominant languages during their simultaneous multilingual language
acquisition, focusing on learners’ syntactic development. Felix Banda’s
African case study outlines the sociopolitical layers of DLCs in Zambia’s
multilingual landscape, reinforcing the dynamic, multi-layered nature of
language dominance resulting from years of trans-regional, transnational
migration, and interethnic contact.

Part II, “Institutional Expression of DLC,” presents empirical cases from
educational contexts. In the first chapter of this part, Bjorklund et al.
discover societal and individual DLCs in Finland. They focus on language
immersion and policy tensions. In the succeeding chapter, Nikolay Slavkov
presents language background profiling in elementary schools in Canada.
This is another chapter that displays DLC’s relevance in language planning
for multilingual classrooms. In the last chapter of Part II, Coetzee-Van Rooy
investigates multilingual South African students’ repertoires and shows a
clear complementary relationship between language repertoire and DLC.

Part I1I, “Personal and Group Experiences with DLC,” delves into micro-
level realities. Sarari Kannangara analyses how her unique personal DLCs
evolve through language use on a par with personal, societal, and geo-
graphical shifts, highlighting emotional and strategic decision-making in
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language choice. In the succeeding chapter, Sviatlana Karpava investigates
Russian speakers in Cyprus, examining how intergenerational language
maintenance intersects with societal integration. Next, Stella Krevelj stud-
ies crosslinguistic influence in multilinguals through DLC and confirms DLC
as a productive lens for analysing transfer in multilingual speech. Adding
an affective dimension, Richard Nightingale explores emotional attachment
to languages through a case study in Spain, in the following chapter. He
suggests that DLC configuration seems dynamic and constantly in flux as
conditions evolve in multilingual contexts.

The final chapter by Lo Bianco, “Quo Vadis, DLC?” (From here, where are
we going?), reviews key insights from the preceding chapters. He raises
critical questions about the future of language policy, linguistic diversity
and justice, and the survival of less powerful/minority languages in the
face of neo-globalisation and technological progression. He emphasises
the role of DLCs in addressing global and local language dynamics while
underscoring the role of education and media in shaping attitudes towards
practical language use and linguistic hierarchies.

As evident above, the DLC framework is theorised and empirically
applied across geographical, institutional, and individual contexts, enhanc-
ing its versatility and relevance throughout the volume. One of the most
commendable aspects of this book is its innovative, ground-breaking
theoretical framing—DLC. It transcends traditional dichotomies such as
native vs. non-native language or L1 vs. L2 and recent theoretical concepts
such as translanguaging by situating languages and language use in a
dynamic constellation that varies across time, space, and purpose. Aronin’s
theoretical articulation of DLC as “the most expedient languages for a
person” (p. 19), rooted in context-sensitive analysis effectively addresses
real-life complexities in multilingual milieus. Another strength is the
volume’s interdisciplinary scope. While the overarching framework is
sociolinguistic, the chapters draw from cognitive linguistics (such as syntax
development), educational policy, affective studies, and migration research,
making the book accessible to readers from several academic/professional
backgrounds. Moreover, the intermingling of qualitative and quantitative
methodologies across chapters adds a robust and nuanced understanding
of the DLC framework’s applicability.

The writing style across the volume is academic but lucid. Most chapters
are easily comprehensible for graduate-level students and early-career
researchers. However, certain theoretical sections that engage heavily with
theory (e.g., Complexity Theory) might be challenging to readers new to
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sociolinguistics. Aside from this, the introductory chapter does an excel-
lent job of scaffolding key concepts, and the Foreword by Li Wei provides

a concise but powerful contextualisation of the book’s contribution to

the field. Another noteworthy strength is the global coverage, from Africa
and Europe to North America and South Asia, grounding the theoretical
insights in lived linguistic realities. The African and Cypriot chapters are
particularly effective in illustrating how DLCs operate in multilingual but
power-stratified, multi-tiered multilingual environments. The chapters that
present cases from Canada and Finland also offer lessons for educational
policy, linguistic inclusion, and equity.

There are a few areas that could have been reinforced in the volume.
First, the emphasis on fluidity is much foregrounded and this occasionally
tends to downplay the structural inequalities that shape language use,
though the contributors have explicitly acknowledged linguistic hierar-
chies. In many multilingual societies, specific languages are afforded higher
status and prestige, influencing individuals to make conscious linguistic
choices and position such languages within a DLC. For instance, the
English language in postcolonial settings perpetuates dominance. These
power dynamics are durable, yet fluctuate, intersecting with sociopolitical,
cultural, etc., circumstances. Hence, a much deeper engagement with criti-
cal theories of language and colonialism would have enriched the analysis.
Another limitation is the predominance of qualitative data. Undeniably, the
depth and contextual richness of the qualitative case studies are rich and
nuanced. Hitherto, integrating large-scale quantitative findings could have
strengthened the volume. However, the authors take more or less a qualita-
tive orientation to cater to their aim, i.e., to capture a panoramic view of
deep complexities in individual and societal multilingual practices. Such
practices are not easily reducible to numerical trends.

Irrespective of these negligible issues, the volume is a notable contribu-
tion to sociolinguistics, particularly the multilingualism research arena.
The volume succeeds in its primary objective: introducing and opera-
tionalising a novel framework for understanding complex and dynamic
multilingualism in the century where linguistic boundaries are increasingly
fluid and permeable. The DLC model will have far-reaching implications
for educational research, curriculum design, teacher training, and language
policy. In this regard, the volume offers a diagnostic and strategic tool for
policymakers and grassroots practitioners aiming to create linguistically
inclusive and just landscapes.
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Dominant Language Constellations: A New Perspective on Multilingual-
ism is a stimulating and timely addition to contemporary multilingualism
studies. It offers a new conceptual vocabulary and an empirically grounded
framework that better mirrors how individuals use and experience multi-
ple languages in navigating today’s globalised contexts. The model chal-
lenges monolingual paradigms and presents a practical and theoretically
sound dynamic view of multilingualism.

The volume’s breadth spans from syntax acquisition to language policy
and emotional dimensions, ensuring a diverse readership across academia
and practice. It is highly recommended for applied linguists, language
teachers, educational policymakers, and undergraduate/graduate students
navigating multilingual realities in classrooms, institutions, individuals,
communities, and research. Those interested in translanguaging, linguistic
justice/democracy, or language planning and policy will find the DLC
framework a novel and stimulating alternative that complements and
extends current debates of multilingualism. By combining critical insight,
empirical grounding, and theoretical innovation, the book opens new direc-
tions for research and pedagogy in multilingualism. “With its emphasis on
the dynamic and ever-changing nature of multilingualism and the need
to embed our analysis and understanding in historical and ideological
contexts, DLC makes an original and productive contribution to scholarship
and knowledge” (p. ix) as the eminent sociolinguist Li Wei (2020) sug-
gested in her foreword to the volume.
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In this monograph, Daniel Ray Pearce provides a detailed account of
plurilingual practices in the “ostensibly monolingual contexts” (p. 3) of
Japanese elementary schools. Plurilingualism is defined as a complex
composite of competencies in languages in which speakers have varying
degrees of communicative proficiency (Coste et al., 2009), but has been
seen as a “minority issue” (p. 2) in Japan, where the “double monolingual-
ism/Z—EOE/U2HUXL" (Miura, 2000, p. 9) of Japanese as the language
of domestic communication and English as the sole foreign language for
schooling and international communication has dominated post-World
War IL.

Part One provides the academic background for Pearce’s study into pluri-
lingualism and Pearce’s autoethnographic situation. Part Two examines the
plurilingual approaches of Japanese teachers of English (JTEs) in primary
schools. Part Three looks at the previously ignored plurilingual potential of
the elementary school Assistant Language Teachers (ALTs), which are now
present throughout Japan and are still treated as “native English speakers”
by policy despite present realities. It closes with a discussion of the preced-
ing chapters that presents suggestions for teacher training.

Chapter 1 begins with a history of language teaching in Japan. Of particu-
lar note is its discussion of how the dominance of yakudoku, or translation
reading, remained unquestioned until the 1970s, relating this to the rise of
cognitive-linguistic theories which postulated native speaker status as the
ultimate goal of language acquisition. Citing May (2014), Pearce describes
this as the origin of the “monolingual bias,” or “language-as-model,” that
sees bi/multilingualism as an “aberration” from an idealized native speaker
norm. This norm was embodied by the communicative turn in national
education policy and subsequent introduction of ALTs from the 1980s.
Pearce then contrasts these “language-as-model” approaches with the
subsequent development of sociocultural approaches, dubbed “user-as-
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model,” which were critical of prior native speaker idealizations (e.g. Firth
& Wagner, 1997) and valorized instead how bi/multilinguals actually
develop and use their named languages in practice, for instance as shown
by Frangois Grosjean (e.g., 2010).

Chapter 2 describes the emic method of multimodal polyethnography
(Olt & Teman, 2019) used in this study, which focuses on individuals’
plurilingual experience, and profiles the main participants. Of note is its
methodological presentation of both participants’ and the author’s currere,
in which “each person’s current skills, abilities and beliefs are a result of a
life history which has served as a form of ‘curriculum’ during their devel-
opment” (Lawrence & Lowe, 2020, p. 9). Through incorporating visual
linguistic biography (e.g. Melo-Pfeifer & Chik, 2020), Pearce includes visual
data beyond written or spoken language to extend what is expressible.

Chapter 3 relates the study to the author’s visual linguistic autobiog-
raphy. Pearce relates in words and images his childhood struggles with
belonging, finding himself on the autistic spectrum, and discovering
Japanese and linguistics in university as together creating the foundation
for his adult plurilingual success. Pearce has defined his teaching career in
Japan outside of the double monolingualisms of both Japanese and English
language native speakerism, and how as a licensed secondary school
teacher who earned his graduate degrees in Japan and is now a teacher
trainer, he has worked to develop plurilingual pedagogy.

Chapter 4 profiles the plurilingual pedagogic practices of two elemen-
tary school JTEs that embody an Awakening to Languages approach (see
Oyama and Pearce, 2019). Yuki-sensei became an elementary school
English teacher when foreign languages activities (S}MEGEIEE)) were added
to the official curriculum from 2011, while Kana-sensei is a self-identified
“monolingual” Japanese elementary Kokugo ([El&: subject Japanese)
teacher who started teaching foreign language activities classes when
they were implemented at her school. Yuki-sensei’s vignettes in Chapter 4
illustrate her appreciation for multitudinous cultural and linguistic back-
grounds. Chapter 5 shows how Yuki-sensei enacts plurilingualism in her
classroom so that foreign languages are personally relevant for students,
for instance demonstrating to her third-year elementary students, who are
concurrently learning romaji in their Kokugo classes and Roman characters
in their English classes, how romaji and English are different and why
that might be using signs from the students’ local linguistic environment.
Chapter 6 profiles Kana-sensei and her school’s Gengo Bunka (language
and culture) curriculum. Kana-sensei’s vignettes show how she became a
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critically engaged educator who had initially resisted the introduction of
foreign languages into elementary schools. Chapter 7 profiles the intersec-
tion of the Gengo Bunka curriculum with peace education in Kana-sensei’s
school, such as having students examine a 10-rupee banknote from India,
and hypothesize why there were so many languages, as well as which were
most prominent. Both Yuki-sensei and Kana-sensei’s classrooms feature
activities that foster a multisensory sensitivity towards the phonemic
differences between languages.

Part 3 begins with Chapter 8, which outlines the history of the JET/ALT
system, and reports on a demographic survey of 181 ALT participants’
plurilinguistic repertoires (p. 153), following Pearce (2021), that alone is a
necessary reference. It also shows ALTs and JTEs collaboratively working to
introduce plurilingual content within and beyond the textbook despite the
constraints of insufficient teacher training, overly superficial materials, and
unstable ALT employment. In Chapter 9, Pearce examines the “individual
plurilingualism” of Japanese teachers and their ALT teaching partners.

He suggests using visual linguistic biographies to enable ALTs to quickly
present their plurilingualism to busy JTE partners so they can properly use
ALTS’ plurilingual capacities. Pearce then conducted a linguistic ethnogra-
phy with his fourth-year student, Airi-sensei, first hearing her impressions
of ALTs both as a student and a future teacher. Her visual linguistic eth-
nography was then sent to a former ALT, Nick-sensei, who shared his own.
Through their online collaborative exploration of each other’s linguistic
backgrounds, Airi-sensei, as a future teacher, became more aware of ALTSs’
potential plurilinguistic abilities.

In the conclusion, Pearce reminds us that the plurilingualism presented
by Yuki-sensei and Kana-sensei is a counter-discourse to the dominant
double monolingualism he asserts results from following official Ministry
of Education, Culture, Sports, Science, and Technology (MEXT) policy that
officially promotes an English-exclusive environment from upper elemen-
tary school. While this counter-discourse opposes macro-level policy, it is
in cooperation with meso-level school policy. Finally, while acknowledging
that there is justification for giving English priority in Japanese foreign lan-
guage education, Pearce asserts that since the majority of English speakers
in the world are not native speakers themselves, a plurilingual approach
is more relevant for awakening students to different ways of knowing the
world.

This volume has three strengths. The most prominent to this reader is
in its methodological richness. A plus of Pearce’s plurilingual approach
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is that he actively brings readers into dialogue with literature across
languages and thus embodies in his scholarship the practice he advocates.
Additionally, readers familiar with duoethnography, which has previously
gained some popularity in language teaching research, may find Pearce’s
polyethnography an intriguing innovation. His practice of visual linguistic
biography as a research method should inspire more readers to consider
extra-linguistic modes in their ethnographic research, though I believe the
specific methods do require refinement as will be discussed. Finally, as a
practical introduction to plurilingualism in classroom practice in Japan,
Yuki-sensei’s vignette, and the presentation of the hidden plurilingualism
of ALTs and discussion of its potential despite official sanction, is particu-
larly welcome.

On a critical note, however, the following points stand out. First, this vol-
ume may have been better entitled “plurilingualism in Japanese elementary
school education”. Although both of Pearce’s in-service teacher participants
are in elementary schools, this is not clearly stated from the beginning.
While the classroom examples given do show the potential of the Awaken-
ing to Languages approach specifically at an introductory level, which is
where it has been primarily located (Candelier et al., 2012), the reader can
only guess how it might work at other levels. Additionally, Candelier (2003
in Candelier et al.,, 2012, p. 7) states that Awakening to Languages is best
suited when “some of the learning activities are concerned with languages
which the school generally does not intend to teach.” While this may
describe other languages that students in a plurilingually-positive primary
school classroom might be exposed to, it does not describe English, which
remains the primary foreign language taught in Japanese secondary
schools. Therefore, how such classes might treat what will be the target
language in children’s future schooling relative to other languages in which
they are less likely to receive instructed exposure remains a necessary
distinction.

A further criticism is regarding the place of English in elementary
schools overall. Since Pearce acknowledges elsewhere that “sufficient
financial and human resources have not been invested” in preparing and
implementing English in Japanese elementary schools, and that these
teachers felt hesitant and unprepared to teach it (Oyama & Pearce, 2019,
p. 71), some readers may think that Pearce is in essence making a virtue
out of MEXT’s vice of over-mandating and under-resourcing performance
in the establishment of elementary school English by holding up Kana-
sensei as a model. While it is certainly laudable that she, who had rejected
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elementary school foreign language education outright, came to see it as
compatible with her school’s peace education focus, one still wonders
what might have been had greater investment in planning curriculum and
training teachers for elementary school English been made. That said, such
an argument might miss the positive basis for language development that
Awakening to Languages can engender, and the examples shown in this
volume demonstrate the potential of this approach to develop learners’ in-
vestigative skills. But whether this approach facilitates later competence in
English or any target language is not answered here, though some research
suggests the potential of Awakening to Languages to foster subsequent
language development (e.g. Ben Maad, 2022; Lourenco & Andrade, 2014),
the inclusion of which would have strengthened Pearce’s argument.
Finally, while the visual methods used in this volume are rich and
intriguing, they lack any metalanguage for describing how they mean to
begin with. It might benefit those utilizing visual linguistic biographies
to refer to the considerable work since the 1990s in multimodal image
analysis, most notably Kress and van Leeuwen (e.g., 2021). This would give
them the explanatory power to analyze the meanings created, with suf-
ficient theoretical validity and transportability across contexts. In closing,
for all readers concerned with instructed language education in Japan,
Plurilingual Education in a Monolingualised Nation is a thought-provoking
monograph examining counter-discursive practices that have the potential
to positively influence the future of language teaching here. However, it
may require a bit of its own counter reading to make productive.
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A unique aspect of Promoting Reflection on Language Learning is
its unified context: all contributions stem from research and practice
at Kanda University of International Studies (KUIS) in Japan. The 26
contributors to the book comprise current or former instructors at KUIS
and learning advisors at the university’s Self-Access Learning Centre. As
Hayo Reinders notes in the Foreword, this allows the authors to “paint
a truly detailed and fascinating picture of reflection as it is ‘lived’ in
practice at all its levels” (p. xiii).

The book is organised into 23 chapters that fall under three main
divisions: Part 1: Setting the scene; Part 2: Theoretical constructs; Part 3:
Insights from Initial Studies; Part 4: Intervention Studies; Part 5: Reflec-
tion and Technology; Part 6: Tools and Activities for Promoting Reflection
in Practice; Part 7: Retrospective Reflections; and Part 8: conclusions. In
addition to these eight parts, the preliminary pages and the introduction
provide guidance to the reader by outlining the book’s theoretical ap-
proaches, aims, research questions, and methodologies by reviewing the
current literature. As the editors mention, each chapter reads as if it could
stand on its own. This allows readers to choose and read what they might
be most interested in or best fits their context after either looking at the
Table of Contents or Chapter 1.

In Part I (Chapter 1), the editors remind readers of the importance of
reflection in the language learning process and present the goal of the book
by presenting four questions they aim to respond to: What is reflection on
language learning? Why is it important? How can it be promoted inside
and outside the classroom? How do we know if the process is working?
(p- 3). They call out the programme administrators on how much change
reflections could bring about when incorporated at an institutional level (p.
5). However, this also reminds readers that the setting of this book is very
unique in the number of resources that this one institution has devoted
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to it, and most practitioners may not be in similar situations. Chapter 2
introduces the organisation of the book, along with the short summaries of
each chapter. It starts with a brief review of reflection on learning, provid-
ing the modern definition, and what past research has been conducted.
This section also outlines the methodological approaches adopted by the
authors. This is followed by an explanation of the educational setting in
which the research projects were conducted.

The two chapters in Part 2 (Chapters 3 & 4) set the theoretical con-
structs of the book. Mynard begins Chapter 3 by providing Moon’s (2005)
definition of reflection and then provides a working definition for the
volume; “reflection is the intentional examination of experiences, thoughts,
and actions in order to learn about oneself and inform change or personal
growth.” (pp. 23-24) This is accompanied by a helpful Table (3.1), that
summarises the common reflective models (p. 28). Among these models,
Mynard provides an overview of the key models of reflections that are
specifically applied to language learning (i.e. Schon, 1983; Kolb, 1984; Gibb,
1988). She refers to the difficulty of research on reflection as it concerns
the “development of mental process which are only generally observable to
researchers with specialised equipment and training in neuroscience.” (p.
32) She also looks at how past research has attempted to measure the ef-
fect of reflections, such as Prince (2004) who looked into ways of research-
ing how reflection affects academic achievement, and Lew and Schmidt
(2011) which examined whether learners writing reflection journals made
them better at self-reflections. In Chapter 4, Kato distinguishes two kinds
of dialogue: dialogue in which the speaker conveys their message to the
listener, and dialogue in which participants are guided into a more intense
learning experience. The dialogue she discusses constitutes a part of reflec-
tion and emphasises that a reflective dialogue is different from other forms
of reflection in that it is done through communication and that it allows
switching viewpoints on one’s perception of how things are done (p. 39).

Part 3 (Chapters 5-7) outlines the studies conducted at KUIS that build
on the theoretical foundations described in Part 2, and how reflection
is explored in the institution. Chapters 5 and 6 provide details of the initial
action research projects that started in 2018. These concerned reflective
activities that enable students to reflect more deeply and develop it (Chapter
5), looking into the reflective activities (Chapter 5), a rubric that analyses
language learner reflections (Chapter 6). Chapter 7 discusses the need to
train students to reflect effectively. The editors note that the results of these
studies led them to develop the subsequent studies described in Part 4.
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Part 4 (Chapters 9-12) presents a series of intervention studies. These
chapters consider how reflection activities can be applied in practice. The
authors discuss what successes they had in raising students’ awareness
of their strengths and weaknesses in reflection (Chapters 9, 11). Part 5
(Chapters 13-16) discusses the use of technology in the classroom. Chapter
13 focuses on the use of mobile-assisted language learning (MALL), while
Chapter 14 examines the use of digital games to study language, which
was not focussed reflective practice. Chapter 15 looks at the use of an
online platform “Seesaw” and Massive Open Online Courses (MOOCs) are
discussed in Chapter 16.

In Part 6 (Chapters 17-19), specific tools for promoting reflection are
introduced, and the chapters share actual examples of written feedback
given from the advisors to the students on their submissions. Chapter 18,
helpfully present examples of activities that train reflective writing skills
and share three characteristics they identified that are necessary to foster
autonomy and competence in reflection: “revisiting with intention; system-
atic, recursive skill development; and relevance to self” (p. 285).

The chapters in Part 7 (Chapters 20-22) are anecdotal in a sharing
their authors’ reflections on critical incidents that made them realise the
importance and need for training in reflective practices. These chapters
remind us that practitioners, not just learners, benefit from reflections
and training for reflective practices. The final part of the book summarises
the volume and leaves the readers with suggestions for further research,
such as looking into the support that teachers might need to allow them to
promote reflective activities in the curriculum (p. 355).

The editors describe the book as intended for practising educators and
early-career researchers (p. 5), but its viable audience is wider. The book
is accessible to researchers and practitioners at all levels, who may be
interested in incorporating reflections into their classrooms, whether at
the tertiary, secondary, or even middle-school levels. The clear presenta-
tion of the setting, participants and methodology should allow adaptation
of findings to all different levels and the suggestions for further research
and literature recommendations make the book widely useful as a resource
for all types of teaching,.

The aims of the book, introduced in Chapter 1, are to “provide insights
into research and practices for promoting learner reflection.” (p.5). The
book successfully responds to the first aim—“What is reflection on lan-
guage learning?”—by providing a brief history of reflection and models in
Chapter 2. In fact, it was unclear to me whether all chapter authors shared
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the same understanding of the definition of reflection presented by Mynard
in Chapter 2, or how that was conveyed to the authors. Considering the
second aim—“Why is it important?”—the book discusses the importance
of reflection in terms of empirical observation (i.e. students learning as
indicated in the chapters and instructors experience described in chapters
20,21 & 22) and theoretical and practice.

Regarding the third aim—How can reflection be promoted inside and
outside the classroom?—the book contained a lot of discussion on the
reflective activities inside the classroom, but not so much for outside the
classroom. Yet, reflection outside the classroom seem to be imperative to
answer the fourth aim,—How do we know if the process is working?—
there is discussion of the true test of engagement. Some chapters described
the success of increasing the students’ awareness through reflections;
however, the time to measure such success was very limited to during
the semester; the academic year, or while the students were enrolled in
the programme. There is a question of what it really means for a process
to work. It could mean for the students to engage in reflective practices
outside the institutional setting, and possibly carry on beyond university.
Future research could look into whether the programme has shaped the
habits and skills so the students continue with the practices by themselves,
for example those who have enrolled in graduate programmes.

A further point which may have been useful to elucidate is when the
various practices and studies discussed in the book took place. Apart from
identifying the initial studies from 2018, and some indication that some
data were collected during the COVID-19 outbreak (p. 350), it is unclear
when the practices and the study described in the book took place. Some
chapters have discussed the success of using technology, namely the use of
certain software, in reflective activities. Not all programmes or instructors
are able to purchase the software for classroom use, and they get outdated
quickly. How the practices could be adapted more generally would have
been helpful. In addition, the book was published in 2023. Much software
is now, and more will likely be Al-assisted. The chapters were published
before this new technology, therefore, the chapters discussing the tech-
nologies may have to be updated soon. The questions faced by researchers
are: to what extent, how, and whether Al should be incorporated into
reflection in learning?

[ particularly found Chapter 12 to be interesting in the way the authors
explored the effectiveness of reflections on fluency in writing classes. In my
own practice, I have incorporated reflections in discussion and presenta-
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tion classes, as well as extensive reading, project-based or content-based
classes, but had not considered doing so in writing classes. The authors
write, “We were unaware of any studies addressing reflection on writing
fluency and wanted to provide second language learners with a method

of developing their language learning through reflection on writing.” (p.
167) This chapter, [ believe, helps to fulfil this aim and support the proposi-
tion that student reflections can be incorporated into various kinds of
language classes.

This demonstrates that reflection can be successfully used in more
uncommon classroom settings highlights that the instituted environment
seems in play at KUIS where coordinated practice enables reflections to
be used in various settings. This success aside, however, readers may have
found it more useful if a more common classroom settings were included,
such as student reflections in an intensive reading classroom, and presen-
tation classrooms. This may have enabled readers to compare what they
already do with their own students as well as seek ways to improve their
current approaches. To give personal and specific examples, two project-
based courses that I taught both required students to reflect on their
contribution either during or after the process of the project (See Tsuka-
moto, 2022; Tsukamoto, 2024 for details.) Assuming that project-based
courses or an equivalent took place at KUIS, if there had been a chapter
in the volume that looked into the reflection in a project-based course, it
would have been quite interesting for me to see what kind of tools might
have been used and how reflections were incorporated into the courses.

That said, the book’s wide and cross-referencing discussion of practices
is broadly useful, and readers will find much of interest in the chapters,
both theoretically and practically. Readers who are in search of specific
ways to incorporate reflections in their own classrooms or looking for re-
search on reflections using a specific research method might find it useful
to look at the Appendix in Chapter 23 first as the table provides a summary
of the tools and research methods and tools used in the chapters.
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Any experienced language teacher has likely developed a personal
toolkit of go-to classroom techniques: tried-and-true practices shaped by
reflection, student needs, institutional demands, and contextual realities.
While such choices are valid and often effective, teachers seeking to ground
their methods in pedagogical theory and empirical evidence will find im-
mense value in L.S.P. Nation’s The Twenty Most Effective Language Teaching
Techniques. Despite its title, the book does not present a ranked list of “top”
strategies. Instead, Nation offers detailed explanations and classroom-
ready guidance for twenty techniques, organized by skill domain and
underpinned by foundational pedagogical frameworks and principles. This
practical, research-informed resource invites educators to evaluate, refine,
and expand their instructional repertoire.
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The book opens with an introduction and four foundational chapters
that establish the pedagogical lens through which each technique is later
explored. Nation avoids a rigid definition of technique, using the term
loosely alongside activities and tasks. He then outlines his Four Strands
framework: meaning-focused input, meaning-focused output, language-
focused learning, and fluency development, which serves as both a theo-
retical anchor and practical categorization tool. The section concludes with
a discussion of the eight principles of learning: motivation, self-efficacy,
focus, accuracy, repetition, time-on-task, elaboration, analysis, that Nation
argues are essential to the effectiveness of any technique. Although read-
ers may choose to skip directly to the techniques, these initial chapters
offer critical scaffolding that informs the rationale, categorization, and
classroom application of each technique. For readers already familiar
with Nation’s pedagogical theories, it is easy to use the table of contents
to navigate to a specific skill area or technique. Each chapter is relatively
short and includes a unique DOI, underscoring the book’s modular design
and inviting scholarly engagement by making individual techniques easily
citable for research or teacher training contexts.

The remainder of the book is organized primarily by language skill:
Listening, Speaking, Reading, and Writing, with two additional sections
devoted to general-purpose techniques and suggestions for further re-
search. Each chapter follows a consistent and accessible format, addressing
key questions: What is the technique? What are the learning goals? How
does it help learning? How can it be implemented effectively? What digital
applications exist? How does it connect to other classroom tasks? And
what does the research say regarding the effectiveness of the technique? In
responding to these questions, Nation provides clear explanations, step-by-
step implementation guidance, and concrete examples, including sample
worksheets and classroom-ready activities. While the book is rich in practi-
cal tasks, it is not simply a grab-bag activity handbook. Rather than offering
one-size-fits-all solutions, Nation frames each technique as an adaptable
model, encouraging teachers to tailor tasks based on learners’ levels, goals,
and contexts. Each chapter concludes with research questions linked to
the eight learning principles, making the book as valuable for teacher
practitioners as for researchers seeking to extend the line of inquiry into
the investigation of the pedagogical effectiveness of these techniques.

Nation’s writing is both accessible yet academically grounded, making
the book suitable for a wide range of readers: from novice instructors to
experienced teacher educators and researchers. The prose is deliberately
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non-technical, with theoretical terms introduced only when necessary and
often accompanied by clear explanations and examples. Visual aids such as
tables and figures are frequently employed throughout the text to illustrate
both pedagogical principles and classroom tasks, enhancing clarity and
utility. This style reflects the book’s dual aim: to provide immediate class-
room applications while promoting reflective, research-informed practice.
One of the book’s most notable strengths is its balance of empirical support
and practical relevance. Nation draws on both seminal and contemporary
research in second language acquisition, as well as foundational studies in
general education, to justify the inclusion of each technique. Importantly,
these references are woven seamlessly into the text, allowing readers to
understand the research context without being burdened by dense litera-
ture reviews. As Nation puts it, “research provides the guidelines, experi-
ence and experimentation equally inform” (p. 38): a philosophy evident
throughout the book. For those wishing to delve deeper, each chapter’s DOI
and citation trail offer a direct link to the broader scholarly conversation.

Another fitting title for this might be Paul Nation’s Greatest Hits. Read-
ers familiar with his earlier work will recognize many of the techniques
he has long advocated. Across the twenty techniques, Nation presents a
well-balanced mix of time-tested practices and more recent innovations.
Some are undisputed staples of language teaching: vocabulary flashcards,
dictation, substitution tables, and the 4/3/2 fluency activity, while others
reflect newer trends, such as extensive reading and listening, 10-minute
writing, and problem-solving speaking tasks.

Among the classics, dictation: described by Nation as “a listening-based
form of intensive reading,’receives the most extensive treatment. This is
due in part to the many variations he includes, such as running dictation,
guided dictation, peer dictation, and hybrid forms like delayed copying
and dicto-comp. Each is clearly explained and easily adaptable, making the
chapter one of the most immediately usable in the book. Despite its longev-
ity in the classroom, Nation points out that “there is no direct research
focusing on dictation as a language learning technique” (p. 85), noting
instead that research exists on its foundational components: memory span,
repetition, and corrective feedback. These frequent invitations to future
research are one of the book’s quiet strengths. Extensive reading, another
of Nation’s well-known interests, receives similarly detailed attention,
framed as a primary method for acquiring vocabulary and grammar
through large volumes of input. Nation goes even further in this section,
asserting that “the single most effective improvement that a teacher could
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make to a language course would be to include a substantial extensive
reading programme” (p. 173).

The chapter on extensive listening represents a relatively new interest
for Nation. Briefly mentioned in his earlier work What Should Every ESL
Teacher Know? (2013), it is expanded and updated here to include digital
resources such as TED Talks and Xreading's text-to-speech functionality
for graded readers. Still, Nation concedes that current pedagogical technol-
ogy has not yet fully addressed key issues such as vocabulary control and
speech rate, factors that affect accessibility for low proficiency learners.
On the whole, the techniques are thoughtfully explained and grounded in
sound pedagogy, but there are certain limitations of the book that merit
closer examination.

While Nation’s Four Strands framework is a useful tool for organizing
the book, its application occasionally feels overly prescriptive. In addition
to using the strands to categorize each technique, Nation includes specific
suggestions for the amount of instructional time that should be allocated to
each technique: sometimes as precise as 1/16th of a course. Although it is
meant as a guideline, it does seem like an impractical expectation for most
teachers and program coordinators to make such detailed calculations.
Although the book’s modular structure allows it to be read technique-
by-technique or cover-to-cover, when read sequentially, the consistent
format of each chapter can feel repetitive. Nation frequently references
the same studies, revisits foundational principles, and cross-references
other chapters—pedagogically sound in terms of reinforcing key concepts,
but potentially tedious for linear readers. There are also occasional
inconsistencies in terminology and missed opportunities to reflect current
trends. The use of terms like mobile or cell phone, instead of the more
widely used smartphone, as well as references to bilingual dictionaries
and letter writing, suggests a recycling of content from older works. More
notably, the book does not address emerging technologies such as large
language models (e.g., ChatGPT), which have become increasingly relevant
in discussions about language learning and instruction. Terminological
overlap is another minor issue that may cause confusion. For example, the
use of interchangeable terms such as between techniques, activities, and
tasks as well as more familiar terms in the field such as timed writing and
speed writing instead being referred to here as the more specific 10-minute
writing, despite Nation admitting the arbitrariness of the allotted time.
Finally, the absence of references to Task-Based Language Teaching (TBLT)
is surprising. The problem-solving speaking technique, in particular, shares
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significant conceptual ground with TBLT, yet the connection is never made
explicit. Given the relevance and influence of TBLT in current SLA research
and pedagogy, this omission feels like a missed opportunity to ground
Nation’s techniques more firmly within contemporary discourse.

These are relatively minor critiques of what is ultimately an exceptional
resource for language educators seeking to expand their repertoire of
teaching techniques. The book also serves as a cumulative reflection of
Nation’s decades-long contribution to the field of language education.
Renowned for his foundational research on vocabulary acquisition—in-
cluding the creation of the widely used Vocabulary Levels Test (Nation,
1983), Nation's expertise is particularly evident in the chapter on vocabu-
lary flashcards, though it expands and permeates every aspect of the book.
What makes this book especially valuable is its ability to synthesize a vast
body of research and practical knowledge into a format that is immediately
usable by teachers. It exemplifies how scholarly work can bridge the often-
lamented gap between research and classroom practice, a concern noted
by Ellis and Shintani (2014) and many others. Early in the book, Nation
reminds readers that “learning how to learn can change people’s lives”

(p- 54); this is a sentiment that encapsulates the book’s broader goal: to
equip teachers with not just activities, but with a pedagogical mindset that
promotes learner autonomy and long-term growth.
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Nicky Hockly’s 30 Essentials for Using Artificial Intelligence is part of
the Cambridge Handbooks for Language Teachers Pocket Editions series,
edited by Scott Thornbury. The series aims to provide short, accessible
texts with practical guidance for teachers, and this volume is no exception.
Hockly, a long-standing contributor to the field of educational technology
in language teaching and learning, draws on both her experience writing
practical teaching resources (e.g., Hockly, 2017) and more theoretical
collaborations on digital literacies (e.g., Pegrum et al., 2022) to effectively
demystify artificial intelligence (AI) for language teachers.

Although most chapters include references, which range from empirical
studies in peer-reviewed journals to news articles and blog posts, this book
is not necessarily written for an academic audience. Rather, it is aimed at
practicing language teachers, reflected in the accessible writing style and
the inclusion of step-by-step teaching ideas throughout. Hockly engages
with broader discourses around Al and relates them to language teaching
and learning, enabling teachers to navigate both pedagogical uses and the
wider social and ethical implications of Al

As indicated by the title, Hockly presents thirty essentials for using
Al and each of these has its own short chapter. The thirty chapters are
organized thematically into four sections that progressively build upon
each other, yet each chapter remains sufficiently self-contained to be read
independently. Hockly helpfully includes brief summaries at the beginning
of each section and chapter, and cites chapter numbers when referring
back to previously covered concepts or topics.

The first section, Setting the Scene, lays the groundwork for readers by
defining key terms and introducing various types of Al, including rule-
based, data-driven, and generative Al (GenAl). Hockly traces the history
of Al in language teaching and learning from its early origins in the 1960s
to the current landscape of GenAl chatbot tools, like ChatGPT. She offers
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a clear and accessible explanation of neural networks and large language
models (LLMs) which underpin the GenAl tools used in language teaching
and learning, such as voice recognition and chatbots. This is invaluable
information for teachers because it facilitates understanding of why

the tools have the limitations they do and can thus inform pedagogical
decision-making. This section also connects Al technologies to second
language acquisition concepts of motivation, scaffolding, and feedback,
examining the extent to which Al tools can support learners in these areas.
Further, Hockly draws attention to the issue that many popular Al-powered
apps for language learning are based on mechanistic, behaviorist views of
language learning. The section ends by critiquing the “cycle of hype and
hyperbole” (Hockly, 2024, p. 20) around novel educational technologies
and how GenAl is the latest candidate for techno-solutionism, encouraging
teachers to develop critical digital literacy for themselves and their learn-
ers.

The second section, Al in Language Teaching and Learning, explores
practical applications of Al inside and outside of the language classroom.
Hockly covers a wide range of Al-powered tools including chatbots, adap-
tive learning systems, augmented reality (AR) and virtual reality (VR). This
section adopts a critical lens to explore the affordances and drawbacks of
Al for both learners and teachers. For instance, whereas earlier chatbots
offered limited interaction, GenAl now allows learners to engage in self-di-
rected conversation practice with significantly more natural and coherent
dialogue. However, it may unfairly penalize non-native speakers’ pronun-
ciation, as LLMs are often trained on data reflecting only so-called “stand-
ard” language varieties. Hockly also explores how teachers may save time
by utilizing GenAl for administrative work, developing lesson materials, or
differentiating lessons. She emphasizes the importance of teachers using
their own judgment on Al output before using it with learners and reminds
us of the duty to protect our learners’ data. Particularly noteworthy is the
chapter on developing writing skills with Al, as there are concerns in the
language teaching field that GenAl’s ability to produce coherent texts could
lead to misuse or hinder learners’ skill development (Moorhouse, 2024).
Throughout, Hockly positions Al as a potential learning aid and encourages
teachers with practical ideas to support learners to use it responsibly.

In the third section, The Big Questions, Hockly broadens the scope of the
book to examine in more detail the ethical, philosophical, and legal issues
emerging from Al These chapters engage with complex topics such as fair-
ness and bias in Al systems, accessibility, the digital divide, data ownership
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and privacy, and assessment and academic integrity. Hockly encourages
teachers to raise these issues with learners, offering classroom discussion
activities and ideas for building critical digital literacy. This approach
encapsulates her advocacy of ‘human-centred AI’ (Hockly, 2024, p. 70),
which argues for use of Al which enhances teaching and learning by focus-
ing on Al augmenting human interaction and skills, rather than replacing
them. This section also addresses concerns about Al-enabled cheating in
assessments, suggesting more authentic and process-oriented alternatives,
such as project-based learning. These chapters strike a balance between
criticality and practicality, aiming to equip teachers with the knowledge
needed to make pedagogically and ethically sound decisions.

The final section, Self-development and Al, focuses on wellbeing, teacher
professional development, and learner autonomy. Hockly addresses the
anxiety many teachers feel about the potential of Al to replace human
educators and recommends that teachers develop Al literacy as a path
to confidence and agency. She empowers practicing teachers to engage
in action research projects by providing a six-step framework and an
imagined case study to illustrate the process and its benefits. This section
also explores how Al can support professional development and deepen
understanding through effective prompt engineering and Socratic dialogue
with GenAlI chatbots. The final chapter looks toward the future of Al in
education, considering concerns such as teacher deskilling or the possible
use of Al in place of teachers in underserved educational contexts. Rather
than make firm predictions, Hockly invites readers to remain critically
engaged as the field evolves.

The pace of innovation in Al development creates obvious difficulties
in writing a book about practical teaching applications of Al. For example,
this book was written and published before Deepseek emerged in early
2025 and disrupted the GenAl industry (Baptista, 2025). Hockly is
forward-thinking and mitigates this issue to a great extent by not focusing
on particular tools, but on their main functionality. Rather than focusing
on ChatGPT, she gives a clear explanation of the LLMs which underpin
many GenAl tools and explores how they produce images and text. This Al
literacy then becomes the foundation for understanding how the tools may
be used appropriately for language teaching and learning. For example,
knowing that GenAl works by using its training data to generate a plausible
series of chunks of language based on statistical methods helps teachers to
understand why GenAl may “hallucinate” and create plausible but incorrect
information. Or knowing about the biases in training data and program-
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ming of GenAl can support understanding of why Al-generated images may
perpetuate gender and racial stereotypes. This can, in turn, inform what we
teach learners to help them use the tools effectively and appropriately. In-
evitably, any published book on Al will soon become outdated, but Hockly’s
approach helps to extend the book’s shelf life in terms of relevance.

One of the book’s most significant contributions is its thorough yet ac-
cessible treatment of various ethical issues surrounding Al use in language
education. For example, the environmental impact of Al is an area which
has not received enough attention in the language teaching field (Maley,
2025). Hockly’s book does not shy away from addressing environmental
issues caused by the vast amounts of electricity and water GenAl consumes
and proposes ways we can support learners to research and discuss these
issues. Hockly also explores issues which many teachers may not be aware
of, such as the invisible human labour behind training Al, which is often
done by English-speaking graduates in the Global South under precari-
ous working conditions. By presenting these important topics alongside
practical suggestions for classroom discussions and activities, Hockly not
only raises readers’ awareness but also empowers them to foster critical
digital literacy among their learners. In doing so, the book positions itself
as a rare and necessary resource that equips educators to navigate not just
how Al can be used in language teaching and learning, but also to consider
collaboratively with learners about whether or not it should be used.

Another strength of this book is that each section stands alone. If your
interest is solely in language teaching and learning, you can read only
those chapters without needing any background knowledge from the
prior introductory section on Al. In addition, Hockly’s straightforward
explanations do not require any technical background to understand, and
any linguistic or pedagogical concepts discussed are clearly explained. The
short chapters and clear ideas are suited to all levels of practicing language
teachers as they present the essential key information in an accessible and
easy-to-digest way. Although this brevity may leave more academically
focused readers desiring more detail, the reference list included in most
chapters could offer a starting point for further reading.

The book is comprehensive in its inclusion and explanation of Al tools,
though chapters on AR and VR may initially seem out of place in a book
about Al and language teaching. While both technologies utilize Al, they
are not commonplace in the language classroom due to issues of cost
and accessibility as they require each individual to have a device like a
smartphone or an expensive VR headset. However, as one aim of the book
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is to develop teachers’ digital literacies, these chapters have value for
broadening readers’ awareness of the wide variety of digital tools which
utilize Al technology. Further, Hockly addresses the issue of cost by adapt-
ing classroom activities using AR and VR to avoid the need for expensive
equipment. For instance, she suggests VR activities which are possible
without headsets, such as an online VR museum tour. Overall, Hockly
maintains throughout that teachers should use their expertise to weigh the
pedagogical value of technology integration into the classroom carefully
and come to their own conclusions for their contexts.

Since Hockly is writing for a broad audience of language teachers, sug-
gesting specific activities poses a challenge, as readers’ teaching contexts
may vary considerably. Most of the teaching suggestions throughout the
book focus on group discussions and project work, which may work well in
secondary and tertiary classroom contexts but may not be directly ap-
plicable to all learner levels or teaching contexts. Nonetheless, experienced
language teachers can draw on the knowledge and teaching ideas present-
ed throughout the book as a springboard to adapt activities to their specific
contexts. Taken as a whole, the foundational Al literacy and knowledge
Hockly provides can equip teachers to engage with Al more thoughtfully
and critically within their language teaching practice.

To conclude, this book is a timely and practical contribution to the
growing conversation on Al in language education. The book strikes a
careful balance between accessibility and critical insight, offering clear
explanations of key concepts while maintaining a strong pedagogical focus.
Importantly, the book does not present Al as a solution but encourages
informed, reflective decision-making grounded in careful ethical considera-
tions and established principles of language teaching and learning. By
addressing not only the pedagogical affordances of Al but also the ethical,
environmental, and social concerns, Hockly equips teachers with both
practical tools and the critical digital literacy to use them and instruct their
learners appropriately. Further, it empowers teachers to develop their own
guidelines around ethical and appropriate Al use in their classrooms and
institutions.

The book’s thematic organization, straightforward explanations, and
range of classroom activities make it suitable for practicing language
teachers who are interested in integrating Al into their teaching in prin-
cipled and reflective ways. Those less familiar with Al will appreciate the
accessible language and explanation of key concepts and how they relate
to language teaching and learning. Although the book is primarily targeting
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practicing language teachers, the comprehensive yet straightforward pres-
entation of information, bolstered by a diverse range of sources, provides
an informative overview for anyone working in education at varying stages
of familiarity with Al
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Mindsets in Language Education, edited by Leis et al., explores the role of
the recently growing field of mindsets, beliefs individuals hold regarding
their intelligence (Dweck, 1999), in foreign/second language (L2) learning
and teaching across various contexts. The book addresses a wide range of
key themes, including what types of mindsets learners have in different L2
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learning domains and how they are uniquely linked with outcomes (e.g.,
psychological variables and learning outcomes), how teachers perceive
their teaching mindset and how these are manifested in daily teaching
practice, and what strategies practitioners can employ to foster growth
mindsets among learners. Through these inquiries, the editors challenge
the common myth that language learning skills are innate and highlight
the importance of nurture over nature in the process of L2 learning and
teaching, which requires sustained, long-term motivation and engagement.

Given the expanding body of research on L2 mindsets (Lou & Noels,
2019; Mercer & Ryan, 2010), this book establishes a unique and timely
presence in the field. The volume spans a variety of topics on the role of
mindsets, rigorously highlighting their importance in long-term engage-
ment in L2 education for both research and pedagogical practices. It
critically examines theoretical foundations, empirical findings, and practi-
cal interventions across three parts. The introductory chapter outlines the
history of mindset research and establishes a conceptual foundation for the
chapters that follow, helping readers to situate mindset theory within the
broader field of L2 education.

Part 1 (Chapters 2-6) investigates learner mindsets across diverse L2
contexts. Teng and Mizumoto (Chapter 2) develop and validate a tool meas-
uring growth mindsets in vocabulary learning among Chinese EFL under-
graduate students, opening a new research area of L2 mindsets in relation
to vocabulary development. Nakamura and Leis (Chapter 3) highlight how
cultural influences play a crucial role in shaping the interconnections be-
tween L2 emotions, goal orientations, and mindsets. Apple et al. (Chapter
4) compare mindsets between STEM and non-STEM Japanese university
students, finding no significant group differences but supporting the
conceptual separability of growth and fixed mindsets. Khajavy and Vaziri
(Chapter 5) demonstrate that mastery goals predict growth mindsets posi-
tively and fixed mindsets negatively and that anxiety is mediated by only
fixed mindsets in the Iranian context. Interestingly, Sundqvist (Chapter 6),
through the case of Anders, an 83-year-old Swedish third-age L2 learner,
shows how a strong growth mindset enhances motivation and engagement
in L2 learning, well-being, and identity formation in late adulthood.

Part 2 (Chapters 7-11) shifts focus to teacher mindsets and their effects
on pedagogy and learners. Kirmizi (Chapter 7) finds that teachers with
growth mindsets tend to implement engaging and supportive teaching,
whereas teachers with fixed mindsets rely on more traditional grammar-
focused instructions with frequent L1 use. Kizildag (Chapter 8) uses
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narrative inquiry to show how mentors’ mindsets shape and foster the
pre-service teachers’ development during the practicum period. Yonata’s
autoethnographic study (Chapter 9) illustrates how growth mindset
strategies (e.g., continuous efforts and effective strategy use) supported
his professional identity formation as a PhD student and early career EFL
educator, in the face of challenges. Haukas and Mercer (Chapter 10) build
on their previous work (Haukas & Mercer, 2022) by investigating experi-
enced teachers’ beliefs regarding teaching competence development. They
propose an insightful distinction between acquisition and learning view
of mindsets, framed as being socially shaped by institutional and cultural
contexts. Grounded in Chinese sayings that endorse capability decline over
time, Yao and Wang (Chapter 11) explore a unique picture of decremental
mindsets and its links with anxiety and motivation through a person-
focused approach, suggesting that cultural influences may significantly
mediate motivation.

Part 3 (Chapters 12-14) presents intervention studies designed to foster
growth mindset and motivation. Castillo (Chapter 12) describes a series
of online sessions with Chilean secondary students that increased growth
mindset but had limited long-term impact on motivation. Drom and Lou
(Chapter 13) report on a semester-long intervention in Canada using tasks
that emphasized students’ metacognitive skills (how L2 learning compe-
tences can be developed). Their results support the usefulness of these
metacognitive tasks to develop growth mindsets and motivation. Finally,
Ramirez et al. (Chapter 14) conceptualize growth mindset practices in the
Colombian context, illustrating an architecture of growth mindset teaching
practice through sayings, doings, and relatings. Teachers created process-
focused classrooms that emphasized resilience, challenges and mistakes,
and flexibility in teaching styles.

In the concluding chapter, the editors beautifully synthesize key insights
and offer future directions for research and practical strategies for practi-
tioners. One promising direction is the examination of mindsets in relation to
the use of technology in L2 learning, such as machine translation and genera-
tive artificial intelligence (GenAl). In relation to pedagogical practices, the
editors also advocate for integrating mindset-driven pedagogical ideas into
various teaching approaches, such as task-based language teaching (TBLT),
noting a natural, conceptual alignment with growth mindset principles.

Although mindsets have received increasing attention in L2 research,
existing studies remain fragmented and inconclusive (Lou, 2025). A large
body of prior work has focused primarily on L2 learners, with relatively
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little attention given to teachers’ mindsets or to how contextual and
sociocultural factors influence mindset development (Lou, 2025; Lou &
Noels, 2019, 2020). Moreover, methodological approaches have often
been descriptive or correlational in nature, typically limited to a narrow
range of psychological constructs. These approaches have lacked a holistic
perspective and rarely included intervention and longitudinal studies. As
a result, meta-analytic studies have reported weak to moderate effects of
mindsets on achievement and adaptive outcomes in L2 education (Lou &
Noels, 2019; Shirvan et al., 2024), highlighting the need for more nuanced,
context-specific, and systematic research.

In response, this volume makes a notable conceptual contribution and
advancement by foregrounding the role of sociocultural and educational
conditions in shaping mindsets, offering both context-specific insights
and broader cross-contextual patterns. L2 mindsets are explored from
various angles: learners and teachers, providing valuable insights into how
mindsets manifest and interact within varied educational landscapes. The
contexts covered in this book span a wide range of educational levels (e.g.,
secondary to tertiary education), ages (young to old learners), domains
(vocabulary to general L2 learning), teaching experience (pre-service and
experienced teachers), geographical locations (Asian, European, and North
and South American countries), and cultures (collectivist and individualist
cultures). These diverse perspectives address the frequently cited issue of
the simple overgeneralization of the findings attributed to geographical
and cultural aspects (i.e., Western versus Eastern cultures) and individual
differences. Together, these in-depth insights offer learners, practitioners,
and researchers valuable ideas and inspiration for future research and
practical applications of approaches to empower learners and teachers
to become resilient and persevere in the long journey of L2 learning and
teaching.

Methodologically, the volume is also commendable for its breadth and
innovation. It features a variety of designs: quantitative, qualitative, and
mixed methods, to explore mindsets from multiple perspectives and
approaches, including descriptive and experimental approaches. These
innovative approaches and methodological diversity enable a richer under-
standing of how mindsets are manifested, sustained, and transformed in
language education and how they may be operationalized in future large-
scale studies. Notably, the experimental studies in Part 3 help to bridge the
gap between theory and practice, which is often pointed out in previous
research on L2 education (Sato & Loewen, 2022). In this regard, this
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volume is not merely a collection of studies but serves as a springboard for
future scholarship and pedagogical innovation, striving “to continue on the
road to understanding why students and teachers make the decisions they
do and how we might be able to help them make the decisions that lead to

their success” (p. 272).

One notable limitation, however, is the book’s exclusive focus on English
learning and teaching contexts. Despite its title, Mindsets in Language
Education does not address mindsets in languages other than English
(LOTESs). This oversight is significant, given the unequal status of languages
worldwide. English maintains a dominant, privileged position in class-
rooms and research, while LOTEs are treated marginally. Learners and
teachers of LOTEs might be especially susceptible to fixed mindsets due to
sociopolitical and ideological norms, such as monolingualism which views
English as the only necessary language. Investigating mindsets in these
contexts would reveal important and nuanced insights into how sociocul-
tural factors in relation to language education influence and are influenced
by mindset development and how learners and teachers maintain and
improve motivation and identity in less supported situations. For instance,
in contexts where bilingualism is less accepted, LOTE learners and teachers
may struggle with self-efficacy or be influenced by social attitudes that
discourage long-term language investment. Mindset theory could illumi-
nate the psychological barriers and affordances that shape LOTE learning
and teaching.

Despite the noted gap, Mindsets in Language Education is a significant
and timely contribution to the field. It brings together a rich collection of
studies that not only advance theoretical understandings but also provide
educators with concrete strategies for future practical classroom applica-
tion. It successfully highlights the complexity of mindsets, making a persua-
sive case for the importance of growth mindsets in language education.
This book is highly recommended for all L2 researchers, teacher educators,
language instructors, curriculum developers, and policymakers who are
responsible for and interested in mindsets and motivation in language edu-
cation. The practical strategies presented in the book have the potential to
foster resilience and effective learning and teaching approaches, ultimately
contributing to sustained motivation, successful L2 outcomes, and optimal
well-being, both academically and personally.
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JALT2025 INTERNATIONAL CONFERENCE

& National Olympics Youth Memorial Center, Tokyo
Friday, October 31 - Sunday, November 2, 2025

At a Glance:

e 3 plenary sessions and workshops, featured and W""'ﬂ"
invited speaker sessions and workshops

e Research and practice-oriented presentations

and workshops
e Educational Materials Exhibit (EME) @
7,

e Special Interest Group (SIG) forums \

e JALT Junior sessions

e NEW: Plenary speakers panel discussion, theme-
featured panel discussion

Tokyo Skytree Shibuya Crossing ~ Rainbow Bridge

Imperial Palace Tokyo Station
Gardens

https://events.jalt.org/event/37/
*Schedule is subject to change. We apologize for any inconvenience caused.



