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In This Issue

This issue contains one Perspectives article, two Expositions articles, and
four book reviews.

Articles

The main articles in this issue combine to create a rather coherent
narrative, advocating the importance of language education, education
in general, and calling for dynamic approaches to teaching and learning
to meet the challenges of language education in diverse settings. In the
Perspectives article by Hengzhi Hu and Harwati Hashim, the authors
consider the role of English-Medium Instruction (EMI) in higher education
as EMI expands across the globe. They take stock of limitations and
challenges learners might face with EMI in countries where English is not
the primary language of study throughout compulsory education. The
authors explore how Content and Language Integrated Learning (CLIL)
might be used to support EMI and introduce the concept of CLIL-ized EMI.
The authors frame CLIL-ized EMI as a flexible approach that integrates
language support into content instruction without requiring the full
structural transformation associated with traditional CLIL. Rather than
offering a prescriptive approach, the authors position CLIL-ized EMI as
a context sensitive and dynamic approach that can be adapted to diverse
situations.

The first Expositions article is an overview of Task-Based Language
Teaching (TBLT) by none other than the prominent scholar and applied
linguist, Rod Ellis. In this Expositions piece, Ellis shares insights into his
professional life and motivation for moving away from Second Language
Acquisition (SLA) and toward TBLT. Ellis responds to criticism toward and
common misunderstandings about TBLT, and disentangles core principles
of TBLT from task-supported teaching. Ellis defines ‘task’ in TBLT, explains
how to measure performance and learning, and provides insight into
sequencing tasks, dividing lessons into stages, incorporating explicit
instruction, and dealing with individual differences in the classroom.
Finally, Ellis highlights the importance of being able to adapt TBLT to
different contexts to meet different student needs and levels and provides
examples of how this might be achieved.

In the second Expositions article, Professor Akira Machida tackles
the question of whether or not it is worth the investment to learn a
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new language when large language models (LLMs) and generative Al

can achieve many language tasks for us. Through the lens of Cognitive
Linguistics, Machida explores theoretical affinities between Cognitive
Linguistics and contemporary LLMs. Drawing on work from Usage-based
approaches, construction grammar, connectionism, neuroscience, and
more, this article further serves as a rich overview of cognitive linguistics
and theories of language acquisition. Machida explains that if one views
language simply as an instrumental tool, where communicative efficacy is
the only goal, then perhaps Al solutions are sufficient. However, ultimately,
Machida argues that foreign language learning offers an irreplicable
intellectual and cultural value that Al technologies cannot replace, and
that foreign language learning can be conceptualized as cognitive and
humanistic development.

Reviews

In this issue, we are pleased to offer four book reviews. The first,
by Lachlan Jackson is a critical review of Social Justice in Language
Education: Taking Action, written by Albert Biel and Fabian Maria Esleben.
In his review, Jackson provides background on the increased body of
research challenging the notion that teaching is merely a neutral and
technical endeavour, unrelated to politics and ethics, and that there is
indeed a trend towards language teachers concerning themselves with a
broader range of issues. While acknowledging that “The collection offers
a predominantly Eurocentric (German) perspective,” Jackson asserts
that “Japan-based readers will certainly discover numerous insightful
commonalities (and contrasts) with their own teaching contexts upon
which to reflect.” The second review, also of a critical examination of
current practice in ELT, by Zoya Erdevig, deals with the issue of race
in JPB Gerald’s Antisocial Language Teaching: English and the Pervasive
Pathology of Whiteness. According to Erdevig, “While Gerald writes from
the perspective of a U.S. scholar, his insights into whiteness, linguistic
hierarchy, and inequity have global relevance, including in EFL contexts
such as Japan, where native-speaker status often outweighs teaching
qualifications.”

Emily MacFarlane is the author of our third review: Professionalising
English Language Teaching: Concepts and Reflections for Action in Teacher
Education by Andrzej Cirocki & Wolfgang Hallet. Echoing issues from the
second review, namely that “Recent research has also highlighted concerns
that there is a tendency in the ELT industry to prioritise commercial
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considerations and native-speaker marketing over genuine pedagogical
qualifications, thereby undermining professional standards”, MacFarlane
explains the volume’s purpose, namely “to provide clear guidelines to help
direct teachers, both experienced and otherwise, towards professional
excellence”. However, she notes that while there was much helpful
information in the book, she was hoping for more practical suggestions. In
the end, she felt it was written more for seasoned researchers in such a way
that may prove a little intimidating for early-career teachers. Last, but not
least, our final review comes from Greg Rouault in which he evaluates The
Art of Intercultural Business Communication: A Competency-Based Approach
by Bertha Du-Babcock and Richard D. Babcock. While noting a number of
shortcomings, Rouault concludes by saying that the authors, on balance,
have succeeded in presenting a comprehensive framework integrating
language, international business, and intercultural variables to explain how
business communication operates in contexts and recommends this book
to “researchers and thesis supervisors who have an established agenda
investigating business communication theories and constructs,” as well

as teachers of EMI courses in culture, management, and international
relations. As always, we hope you will enjoy reading these reviews.

From the Editors

This issue of JALT Journal brings together theory grounded essays
that cut to core issues in language, language learning, and education in
general. As Professor Machida argues in his Expositions piece, learning a
new language is more than just learning to communicate with people, it
is learning new customs, cultures, traditions, and new ways of thinking.
Despite ever-evolving tools that facilitate communication, the importance
of language learning remains as consequential and enriching as ever.
As English Medium Instruction (EMI) becomes more common at the
university level in Japan, preparing new generations of learners to meet
and profit from this challenge is important. Professor Ellis reminds us
of how Task-Based Learning and Teaching (TBLT) can be leveraged to
promote language learning and learning in general. A TBLT approach to
language education may indeed help prepare English language learners for
the transition into EMI. Likewise, EMI programs may draw on lessons from
Content and Language Integrated Learning (CLIL) approaches to education
in the vein of Professor Hu and Hashim’s call for CLIL-ized EMI.

This issue is also the first issue to feature Joe Geluso as editor, Paul
Leeming as associate editor, and Robert Lowe as assistant editor. In



addition, the editors have been in regular contact with Mayumi Kashiwa
who has truly hit the ground running making valuable contributions as
the new Japanese language editor. Melodie Cook and Cameron Flinn as
the reviews editor and the production editor, respectively, continue their
generous work to keep JALT Journal replete with reviews and in great
looking condition. Thanks to everyone for their selfless contributions and
keen eyes on detail. JALT Journal would not function without you. We hope
readers enjoy the content of this issue and we thank you for reading JALT
Journal.
— Joe Geluso, Editor
— Paul Leeming, Associate Editor
— Robert Lowe, Assistant Editor



Perspectives

Beyond Language Barriers: Rethinking
the Role of CLIL-ized EMI in Shaping
Higher Education

Hengzhi Hu
Faculty of Education, Universiti Kebangsaan Malaysia

Harwati Hashim
Faculty of Education, Universiti Kebangsaan Malaysia

As English-Medium Instruction (EMI) continues to expand across higher education
systems worldwide, its limitations have become increasingly evident, particularly in
its neglect of students’ language development needs. In response, this article explores
the concept of CLIL-ized EM], a flexible pedagogical orientation that integrates lan-
guage support into content instruction without requiring the full structural transfor-
mation associated with traditional CLIL. We conceptualize CLIL-ized EMI as a form of
pedagogical negotiation driven by lecturers’ localized responses to linguistic diver-
sity, institutional constraints, and disciplinary priorities. It identifies key features of
CLIL-ized EMI practice, analyzes the tensions that arise when language becomes part
of content teaching, and highlights the emotional, cognitive, and institutional labor
often rendered invisible. The article also outlines practical strategies for implemen-
tation and emphasizes the need for teacher awareness, pedagogical adaptation, and
systemic support. Rather than offering a prescriptive model, it positions CLIL-ized
EMI as a dynamic, context-sensitive response to the evolving demands of multilin-
gual higher education—one that invites deeper reflection on what it means to teach,
learn, and support disciplinary engagement through English.

https://doi.org/10.37546/JALT]]48.1-1
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Keywords: CLIL; CLIL-ized EMI; content learning; EMI; higher education

franca has accelerated the internationalization of higher education.

Universities across the globe are increasingly adopting English-
Medium Instruction (EMI) not only as a method for content delivery
but as a strategic tool to attract diverse, global talent and enhance their
international standing (Kling & Del Corona, 2020). This surge in EMI
adoption reflects a drive toward global competitiveness and the pursuit of
multicultural student communities. However, it also raises pressing ques-
tions about inclusivity and engagement for non-native English-speaking
students. Despite the benefits, traditional EMI often focuses on content
mastery, with minimal attention given to students’ language needs, which
can present significant barriers to their comprehension and full participa-
tion (Lasagabaster, 2022; Richards & Pun, 2022).

Content and Language Integrated Learning (CLIL) offers a potential
response by integrating language learning with content instruction in a
more intentional manner (Coyle & Meyer, 2021). Through a CLIL-ized EMI
framework, language support becomes an integral part of content learning,
aiming to create a more inclusive and adaptive approach for higher educa-
tion. In this article, we conceptualize CLIL-ized EMI not as a wholesale
adoption of CLIL principles, but as a pragmatic, retrofitted model that
emerges organically within EMI environments—often in response to
students’ language-related challenges and lecturers’ pedagogical aware-
ness. Rather than treating CLIL-ized EMI as a fixed methodology, we argue

T he firm establishment of English as the world’s dominant lingua
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for its recognition as an evolving orientation shaped by contextual realities,
institutional affordances, and educator agency.

CLIL, EMI, and CLIL-ized EMI: Key Differences Explained

The distinction between CLIL and EMI is essential yet often misunder-
stood. CLIL is defined as a “dual-focused educational approach in which an
additional language is used for the learning and teaching of both content
and language,” with each aspect (i.e., content and language) deliberately
intertwined, “even if the emphasis is greater on one or the other at a given
time” (Coyle et al,, 2010, p. 1). This approach is intentional in its dual
objectives (Carrio-Pastor, 2021) and offers structured language support
(Carlins & Siripol, 2024) designed to foster both subject-specific knowl-
edge and linguistic proficiency, particularly beneficial in second/foreign
language (L2) education. By contrast, EMI refers specifically to “the use of
the English language to teach academic subjects, other than English itself”
(Dafouz & Gray, 2022, p. 163). EMI is content-focused, with an emphasis on
delivering academic content through English, without structured language
instruction or support. This lack of language support can place additional
cognitive and linguistic burdens on students, particularly those who are
not native English speakers (Alkhateeb & Alhawsawi, 2023; Tien, 2023),
often limiting their engagement and comprehension.

The tendency in literature to conflate CLIL and EMI stems from their
shared use of content-based and communicative approaches in multilin-
gual education (Carrio-Pastor, 2021). Yet, this simplification overlooks
the core aims that differentiate them. CLIL is sometimes misinterpreted
as a broad term encompassing “any teaching of a non-language subject ...
through the medium of a second or foreign language” (Abdujabborova &
Sadirova, 2020, p. 32). However, CLIL's defining feature is its deliberate
integration of language instruction with content learning, distinguishing
it from EMI, where content mastery takes precedence and language
development is left to incidental acquisition. This difference underscores
the divergent goals of each approach, with CLIL focusing on bilingual
competency while EMI prioritizes content delivery in English.

CLIL-ized EMI emerges as a hybrid model that bridges these two
approaches by embedding CLIL's language support within EMI’s content-
focused framework. In this model, language learning strategies are inte-
grated into content delivery to enhance both subject mastery and language
proficiency (Hu, 2023; Moncada-Comas & Block, 2021), addressing a key
limitation of traditional EMI. While EMI may improve students’ English
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skills incidentally, as observed in various studies (Nyoni et al., 2023; Paris
etal, 2022; Syamsuddin & Rut, 2024), CLIL-ized EMI introduces a shift
from implicit language learning to explicit, purposeful language instruc-
tion, meaning that language development is not a secondary byproduct but
an intentional component woven into the learning process.

Here, an important question arises: since CLIL-ized EMI incorporates
both content and language learning, can it reasonably be considered a form
of dual-focused CLIL? While this assumption may appear reasonable at
first glance, it overlooks important pedagogical, institutional, and ideologi-
cal distinctions. Both CLIL and CLIL-ized EMI share the ambition to foster
subject knowledge and language development, yet the balance, structure,
and institutional intentionality that define these goals differ significantly.
CLIL, as originally conceptualized by Coyle et al. (2010) and developed
by subsequent scholars (Dalton-Puffer & Nikula, 2014; Dzulkurnain et al.,
2024; Klewitz, 2021), is underpinned by a principled integration of content
and language objectives from the outset. It is not simply about deliver-
ing content in an L2, but about designing instruction in which language
learning is systematically planned, scaffolded, assessed, and theorized as
co-equal to content learning.

By contrast, CLIL-ized EMI originates from a reverse trajectory: it begins
from an EMI foundation, where language learning is typically incidental
or marginal (Alkhateeb & Alhawsawi, 2023), and gradually incorporates
selective CLIL-inspired strategies in response to learner needs. It is, in
effect, a retrofitted model, adapting language-sensitive practices into an
existing EMI framework rather than rebuilding that framework around
bilingual objectives. Thus, while CLIL-ized EMI may borrow techniques
from CLIL (e.g., scaffolding vocabulary, visual aids, modeling academic
discourse) (Hu et al., 2025), it does not reconstruct the learning ecology
to align with CLIL's dual-focus philosophy. This fundamental distinction is
pedagogically consequential.

Moreover, CLIL-ized EMI reflects a contextual compromise, particularly
in higher education systems where full CLIL implementation is impractical.
In many Asian or Global South universities, lecturers are content experts,
often trained in monolingual or traditional disciplinary traditions, and lack
professional development in applied linguistics or L2 pedagogy (Kavak &
Kirkgoz, 2023; Muttaqin, 2022). Institutional incentives, moreover, often
reward disciplinary teaching in English, not language-aware instruction
(Simie & McKinley, 2024). In such contexts, requiring lecturers to adopt
CLIL wholesale would be unrealistic, as it would require them to reconcep-
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tualize their teaching philosophy, acquire expertise in language pedagogy,
and collaborate across departments—tasks that demand time, resources,
and structural support that are often unavailable. Instead, CLIL-ized EMI
offers a pedagogically informed but institutionally feasible middle ground:
it encourages content lecturers to incorporate language-sensitive strategies
(e.g., rephrasing complex terms, using visual scaffolds, or highlighting
academic discourse features) into their teaching without requiring
structural transformation or shared teaching responsibilities. While not
achieving the full dual-focus integration of CLIL, this approach mitigates
the cognitive and linguistic challenges students face in EMI and represents
a pragmatic step toward more inclusive and effective bilingual education.
Rather than viewing CLIL-ized EMI as an incomplete version of CLIL, it
should be recognized as a locally adapted response to systemic constraints
(Hu, 2023), with its own logic, potential, and limitations.

Therefore, reducing CLIL-ized EMI to a diluted version of CLIL risks
obscuring its pragmatic innovations. The two models differ not merely
in degree but in design logic, institutional embedding, and pedagogical
priority. Acknowledging this distinction allows us to critically assess the
affordances and constraints of CLIL-ized EMI on its own terms, and to
develop context-sensitive strategies that do not overpromise the trans-
formative potential of CLIL when key conditions are absent. Recognizing
CLIL-ized EMI as a hybrid and adaptive paradigm thus expands rather than
dilutes the conceptual space between EMI and CLIL.

Unlocking the Potential of CLIL-ized EMI in Higher Education

To reiterate, non-native English-speaking students frequently encounter
linguistic challenges in traditional EMI settings, which can limit their com-
prehension and engagement (Lasagabaster, 2022; Richards & Pun, 2022),
especially when complex academic concepts are taught solely in English.
CLIL-ized EMI addresses these barriers by embedding structured language
support directly within content instruction and allows students to engage
with material without being restricted by language proficiency gaps. This
dual-focus approach enables students to understand subject matter while
simultaneously advancing their English skills, resulting in a more inclusive,
comprehensive educational experience. By alleviating the cognitive strain
typically associated with learning new content in an L2 (Roussel et al.,
2022), CLIL-ized EMI enhances students’ connection to course material,
boosting both their academic performance and their confidence in using
English as a medium of instruction.
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The potential of CLIL-ized EMI extends beyond improving individual
student outcomes—it also legitimizes and empowers EMI teachers who
seek to embrace or acknowledge their role as language facilitators. Studies
by Kamal et al. (2024) and Tien (2023) reveal that many EMI teachers
hesitate to provide language support, fearing that doing so might conflict
with institutional and governmental mandates focused solely on content
delivery in English. CLIL-ized EMI offers a structured framework that
not only encourages but authorizes the integration of language-oriented
strategies within content instruction, effectively addressing these concerns.
By seamlessly embedding language support into content delivery, this
approach allows teachers to meet students’ linguistic needs confidently,
without deviating from EMI’s core educational objectives.

With structured language support rationalized by CLIL-ized EM],
classroom dynamics can evolve into a more interactive and engaged
environment. Unlike traditional EMI settings, where teachers often act
as the primary source of knowledge and students remain passive due
to language barriers (Kamal et al., 2024; Webster & Herington, 2021),
CLIL-ized EMI redefines learning as a shared responsibility. Here, teachers
go beyond content delivery, actively equipping students with the linguistic
tools necessary to express ideas and participate meaningfully. Research
shows that students who are less active in EMI classrooms often face
challenges, not because of weak content knowledge, but due to insufficient
English proficiency to convey their understanding effectively (Brown et al,,
2022; Tien, 2023). By embedding language support within content instruc-
tion, CLIL-ized EMI empowers students to take ownership of their learning.
This integrated approach fosters open communication and enables
fluid exchanges between students and teachers, as well as among peers.
Consequently, the classroom becomes a collaborative space for inquiry and
problem-solving, essential to content mastery (Kettler et al.,, 2021), where
students confidently engage with both the material and each other.

Ultimately, CLIL-ized EMI enriches the learning environment by fostering
a sense of community that encourages all students, regardless of language
proficiency, to contribute meaningfully to the academic and social fabric of
the class. This approach enables equitable participation, where language
skills serve not as a barrier but as a bridge for students to share their
knowledge and perspectives. As a result, CLIL-ized EMI advances inclusive
education as a fundamental element of global higher education (Killick &
Foster, 2021). By valuing language abilities as assets within the classroom,
CLIL-ized EMI promotes collaborative learning and establishes a globally-
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minded space where content mastery and language development progress
hand in hand. This model reinforces the notion that higher education
should be accessible and empowering for all students, thereby creating an
internationalized education system that is truly inclusive and transforma-
tive (Boughey et al.,, 2021).

Potential Strategies and Challenges of Implementing
CLIL-ized EMI

We believe the sustainable implementation of CLIL-ized EMI in higher
education hinges on three interrelated dimensions: the cultivation of
teacher awareness, the development of effective classroom-level practices,
and the provision of institutional and policy support.

Teacher Awareness and Disposition

Lecturers’ recognition of students’ language-related difficulties and their
willingness to respond to these challenges are foundational to CLIL-ized
EMI, as previous research underscores the importance of nurturing
pedagogical dispositions that view language support as integral to subject
learning, particularly in linguistically diverse EMI contexts (Kavak &
Kirkgoz, 2023; Muttaqin, 2022). However, many content lecturers still
operate within paradigms that separate disciplinary knowledge from
linguistic mediation (Hu & Hashim, 2025; Moncada-Comas & Block,

2021). This conceptual divide can limit their perceived responsibility for
addressing students’ language needs (Meng & Yang, 2021). To encourage
more inclusive teaching identities, universities can facilitate reflective
practice through interdisciplinary forums, teaching-focused seminars, and
communities of practice that bring together language and content experts.
By promoting awareness of how language structures disciplinary thinking
(Syamsuddin & Rut, 2024), institutions can help lecturers see language not
as a separate entity, but as constitutive of academic knowledge itself.

Classroom-Level Implementation

Once lecturers recognize the linguistic demands of EM], the next chal-
lenge lies in translating that awareness into feasible instructional strate-
gies. Even in the absence of institutional mandates, meaningful language
support can be woven into content instruction. Pre-teaching vocabulary,
modeling sentence structures, offering bilingual scaffolds, and adjusting
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assessment rubrics to include discourse features all constitute viable
strategies for integrating content and language.

Nonetheless, practical barriers often arise. Lecturers may lack confi-
dence in their ability to provide language support (Prabjandee & Nilpirom,
2022), particularly when they are not trained in L2 teaching. Moreover,
some students experience cognitive overload when simultaneously
confronted with unfamiliar content and linguistic forms (Hu & Hashim,
2025). Addressing these challenges requires a careful recalibration of
instructional design. Scaffolding techniques should be tailored to the
discipline (Coyle & Meyer, 2021), with attention to sequencing tasks and
gradually increasing linguistic complexity (Alimjanova & Nosirova, 2022).
Language support should not be additive or remedial but embedded into
the epistemic practices of the subject. Small-group discussions, guided
writing tasks, and dual-language materials can ease the cognitive burden
while maintaining academic rigor.

Pedagogical innovation can also be supported through collaborative
planning and co-teaching models (Carlins & Siripol, 2024), especially
in large or high-stakes courses. Language specialists can assist content
lecturers in identifying key discourse features and developing discipline-
appropriate language outcomes (Custodio-Espinar & Lopez-Hernandez,
2021). Importantly, lecturers must be assured that supporting students’
English development does not dilute content instruction but enhances
students’ ability to access and express disciplinary knowledge more
effectively.

Institutional and Policy Support

While individual agency plays a crucial role in initiating CLIL-ized EM],
broader institutional and policy frameworks are essential for scaling
and sustaining such efforts. One recurring issue can be the invisibility
of language-sensitive teaching in institutional reward structures (Hu &
Hashim, 2025). Efforts to embed language support into EMI courses are
often regarded as extra, unrecognized labor, particularly in research-
intensive environments where teaching is secondary to publication metrics
(Boughey et al.,, 2021).

To address this, institutions should revisit their definitions of teaching
excellence to include pedagogical practices that support linguistic inclusion
(Webster & Herington, 2021). Recognition can take many forms: teaching
awards, reduced teaching loads for innovation, inclusion of language-
integrated syllabi in promotion dossiers, or dedicated funding for materials
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development. When pedagogical labor is acknowledged and rewarded,
lecturers are more likely to invest sustained effort in refining their practice.

Another critical issue lies in the lack of alignment at the curricular and
policy levels. EMI syllabi often emphasize English as the medium of instruc-
tion but rarely specify—and in some cases even prohibit—explicit goals
for students’ language development (Alkhateeb & Alhawsawi, 2023; Tien,
2023). This omission results in uneven implementation and places the
burden of interpretation entirely on individual lecturers. To foster coherent
CLIL-ized EMI practices, program-level documents should articulate dual
objectives—disciplinary mastery and academic language proficiency—and
provide guidance on how these can be achieved. Assessment practices
should also evolve to reflect these dual goals, recognizing language as both
a medium and an outcome of disciplinary engagement.

Finally, national and institutional policies that frame EMI primarily
as a vehicle for internationalization may inadvertently marginalize the
importance of language pedagogy (Ascher & Pichery, 2023). Rather than
viewing language support as a remedial intervention, policy narratives
must shift toward recognizing CLIL-ized EMI as a strategic approach to
inclusivity, quality assurance, and academic equity. Such a shift requires
coordinated advocacy from educators, researchers, and university leaders,
who can make the case that language-aware pedagogy is not at odds with
internationalization, but foundational to its meaningful realization.

What'’s Next for CLIL-ized EMI?

As CLIL-ized EMI continues to take root in diverse higher education
systems, its future lies not in replicating existing models but in reimagining
what it means to teach and learn disciplinary knowledge through an L2 in
contextually responsive ways. This reimagination calls for renewed engage-
ment with epistemological, pedagogical, and ethical questions surrounding
the nature of language, content, and their entanglement in multilingual
academic settings.

One urgent task is to conceptually refine CLIL-ized EMI as a pedagogical
paradigm in its own right. Although the term is gaining visibility in policy
and practice, it risks becoming diluted if not theoretically sharpened (Hu,
2023). Without clear definitions and boundaries, it may come to signify any
form of incidental language support within EMI, thus losing its analytical
precision and pedagogical distinctiveness. To prevent this, future scholar-
ship must examine what pedagogical principles, instructional routines, and
learning objectives uniquely define CLIL-ized EMI. What does meaningful
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integration of language and content entail in practice, without allowing
one to overshadow or subsume the other? How can we articulate defining
principles that preserve the flexibility and responsiveness of CLIL-ized EMI
to local contexts, rather than constrain them?

Another area demanding further exploration is the epistemic impact of
CLIL-ized EMI on how knowledge is constructed, represented, and negoti-
ated. Language does not serve merely as a conduit for pre-existing content;
it mediates the processes by which disciplinary meanings are made (Coyle
& Meyer, 2021). In CLIL-ized EMI settings, where language scaffolding ac-
companies content teaching, students may begin to engage differently with
academic genres, conceptual hierarchies, or disciplinary logics. Particularly
in abstract or technical fields, what affordances and constraints does this
dual focus introduce for students’ epistemic access? How can lecturers bal-
ance linguistic simplification with the need to preserve conceptual rigor?

Equally important is the affective and relational dimension of CLIL-ized
EMI. Teaching and learning in an L2 is not a neutral process—it often
evokes emotional and identity-related struggles (Moncada-Comas & Block,
2021), including fear of judgment, loss of voice, or feelings of inadequacy.
At the same time, CLIL-ized EMI may foster a more empathetic, dialogic
classroom culture, where language becomes a shared resource rather than
a barrier (Custodio-Espinar & Lépez-Hernandez, 2021). What emotional
labor does this model demand from both students and lecturers? How
can institutions offer the recognition, time, and relational space needed to
support this form of pedagogy? Are new academic identities being shaped
around the role of the lecturer as both disciplinary expert and linguistic
mediator?

Finally, CLIL-ized EMI raises critical questions about linguistic equity
in internationalized education. As English continues to dominate global
academic discourse, it risks entrenching monolingual norms and displac-
ing local languages and knowledges (Kling & Del Corona, 2020). While
CLIL-ized EMI offers a more inclusive model than traditional EM], it still
operates within the logic of EMI. Can it be reimagined in ways that affirm
multilingualism, rather than merely accommodate it? How might it sup-
port the development of plural language repertoires, including academic
literacy in students’ first or heritage languages?

These questions mark the beginning of a deeper intellectual journey:.
The future of CLIL-ized EMI will not be determined by implementation
strategies alone, but by sustained theoretical inquiry and ethical reflec-
tion—engagements that remain sensitive to the linguistic, cultural, and
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institutional complexities of higher education worldwide (Richards & Pun,
2022). What models of scholarship and collaboration are needed to sustain
this critical momentum?

Concluding Remarks

CLIL-ized EMI is not merely a pedagogical strategy but a reorientation
of how language, knowledge, and participation are negotiated in interna-
tionalized higher education. Its significance extends beyond improving
comprehension or performance; it disrupts conventional boundaries
between content and language, challenges institutional assumptions, and
invites more democratic modes of teaching and learning.

As this model continues to evolve, its sustainability depends on ongoing
dialogue, critical reflexivity, and pedagogical humility. Rather than impos-
ing rigid formulas, CLIL-ized EMI requires educators to remain attentive
to context, to adapt practices in response to students’ lived realities, and
to recognize language as central to meaning-making, not peripheral. Such
responsiveness affirms the value of linguistic diversity and acknowledges
the uneven terrain students and teachers must navigate in EMI classrooms.

To move forward, institutions need to foster an academic culture that
embraces linguistic integration as a core component of disciplinary
teaching. This involves professional learning structures that legitimize
language-sensitive pedagogy, curriculum frameworks that accommodate
dual learning objectives, and leadership that recognizes inclusive language
practices as essential to quality education.

In its most generative form, CLIL-ized EMI is not a compromise between
content and language, but an opportunity to reimagine how global
universities can cultivate inclusive, dialogic, and critically engaged learn-
ing spaces—ones where linguistic complexity is seen not as a barrier to
overcome but as a resource to be nurtured.
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Task-Based Language Teaching
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This article presents a comprehensive overview of Task-Based Language Teaching
(TBLT), tracing the author’s professional evolution from Second Language Acquisi-
tion (SLA) research to a dedicated focus on this pedagogical approach. Motivated
by a desire for practical application and a response to the limitations of traditional
structural methods observed in contexts like Japan, TBLT is defined as an approach
where the “task” is the central unit of syllabus design and lesson planning. The article
delineates core principles distinguishing TBLT from task-supported teaching, includ-
ing the primacy of meaning, the absence of prior explicit instruction, and the integral
role of focus on form. It confronts common misunderstandings about TBLT before
addressing significant “real issues” necessary for its advancement. These include
defining a task, measuring performance and learning, sequencing tasks, utilising
lesson stages, integrating explicit instruction, and accommodating individual differ-
ences. The discussion advocates for a flexible, context-sensitive implementation of
TBLT, potentially through hybrid curricula, and underscores the need for longitudi-
nal research and teacher education to consolidate its theoretical foundations with
classroom practice.
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Background

Much of my professional life as an applied linguist has focused on second
language acquisition (SLA). More recently, however, | have moved away
from SLA to focus on task-based language teaching (TBLT). I would like
to start my exposition of TBLT by explaining why. My interest in SLA was
never really theoretical. It was motivated by my background as a teacher
and teacher educator as [ took on board Evelyn Hatch’s shrewd comment
that if we know how learners learn we will be better placed to create the
instructional conditions that would facilitate learning. SLA for me was
always “applied SLA” and the obvious application was to language teaching.
[ think it true to say that this was what originally motivated most contribu-
tors to the field of SLA. Recently, however, SLA and applied linguistics in
general have developed other goals in response to the “social turn” that
Block (2003) called for. To my mind “turn” has turned into a “swamp,” with
key conferences such as the American Association of Applied Linguistics
annual conference prioritising social rights and marginalizing applied
linguistics for language teaching. I acknowledge the need to address social
equity (and inequity) but regret the loss of focus on what I still consider
the area where SLA and applied linguistics can have a practical—as
opposed to ideological—impact. I have moved sideways from SLA to focus
on task-based language teaching, an approach to language teaching that I,
along with Michael Long and many others, think is most likely to benefit
the countless students faced with learning a second language (L2) in an
instructional context.

My interest in TBLT originated in my work in SLA but it was also moti-
vated by the time I spent in Japan from August 1989 to June 1993. 1 was
struck by the fact that after many years of studying English at school, the
students whom I met were often unable to hold even a simple conversa-
tion. I recall that the first doctoral dissertation I supervised found that up
to 90% of the talking time in English lessons in high schools was conducted
in Japanese, the result of a structural approach to teaching that treated
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language as a set of facts to be studied and learned explicitly. The situation
in Japan has probably improved in part because of a move away from the
structural approach to communicative language teaching (CLT). TBLT,
however, is much more communicative than CLT, which as manifested in
current textbooks is simply an improved form of structural language teach-
ing. TBLT offers students opportunities to learn a language through and for
communicating and, crucially, motivates them to take advantage of these
opportunities. In various small ways I like to think that [ have contributed
to the fostering of TBLT in Japan and in other Asian countries.

What is TBLT?

TBLT has a relatively short life. It originated in a seminal article that
Michael Long wrote in 1985 although tasks had figured in language
pedagogy as a means for developing fluency some time before that (e.g,,
Revell, 1979). Since then, interest in TBLT has grown exponentially with
two biannual conferences devoted to it (including one in Japan), a book
series addressing various aspects of TBLT published by John Benjamins,
and a number of state-of-the art books reviewing the theory, research and
pedagogical options that comprise TBLT (e.g., Bygate & Samuda, 2008;
Ellis, 2003; Long, 2015).

Long, in his 1985 article, argued that language programmes should
be based on an analysis of the target tasks that a given group of learners
need to master to become proficient communicators. This has become the
commonly held view about TBLT but in various publications (e.g., Ellis,
2003, 2018, 2021), I have argued that in contexts such as Japan, where
most learners will never need to perform target tasks in a foreign language,
a needs analysis approach is not relevant. With the exception of learners
who have clearly identifiable occupational or educational needs, it makes
little sense to base a TBLT course on dubious target tasks. A different
approach is needed to identify task content, which I spell out later. I have
argued that TBLT is not monolithic and that it can take various forms in
different instructional contexts. There are options in both how to design a
TBLT course and in how it can be implemented.

This raises the question, however, as to what these different forms of
TBLT have in common that would justify claiming that it constitutes an
“approach” to language teaching. Any approach needs to be founded on
a clear set of principles that define it and that underlie the design and
implementation of language programmes based on it. The principles that I
see as common to all versions of TBLT are as follows:
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1. The Primacy of “Task”

“Task” is the central construct. It constitutes the unit that informs the
design of a syllabus. It also constitutes the unit around which individual
lessons are built. Lesson planning begins with a task. It is important there
is a clear definition of a task (Ellis, 2003, 2018). Table 1 is based on the
four aspects that can distinguish a task from an exercise. In a later section
of this article, I consider problems with such a definition.

Table 1
Distinguishing a Task and an Exercise
Aspect Task Exercise

What The workplan is intended to The workplan is de-

is the ensure that learners are primarily signed to focus learners’

purpose?  concerned with comprehending  attention on the need to
and/or producing messages use language correctly
for a communicative purpose (i.e., there is a primary
(i.e., there is primary focus on focus on form).
meaning-making).

What is The workplan is designed in such  The workplan requires

the nature away as to incorporate a commu- learners to fill in

of the gap? nicative gap which creates aneed linguistic gaps or select
to convey information, to reason, from linguistic forms
or to express an opinion. provided to complete

ready-made texts.

Linguistic =~ The workplan requires learners The workplan requires

resources to draw mainly on their existing only limited use of
linguistic and their non-linguistic learners’ own linguistic
resources (e.g., gestures; facial knowledge.
expressions) for comprehension
and production.

What The workplan specifies the Accomplishment of an

is the outcome of the task. Thus, task exercise is assessed

outcome? accomplishment can be assessed  entirely in terms of

in terms of whether the commu-
nicative outcome is achieved.

whether learners
have used the correct
linguistic forms.
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Tasks have various forms, but a key distinction is between focused and
unfocused tasks. Focused tasks are designed to elicit a specific target
feature (usually a grammatical structure). Unfocused tasks simply engage
learners in comprehending or producing language in order to achieve a
communicative outcome. Both focused and unfocused tasks must satisfy a
basic set of criteria that define a task as explained in Table 1.

2. The Stages of a Task-Based Lesson

All versions of TBLT acknowledge three stages in a task-based lesson:
the pre-task stage, the main-task stage, and the post-task stage. However,
not every lesson will include all three stages. Minimally, a lesson can just
consist of the performance of a main task.

3. No Prior Explicit Language Teaching

This is the case for focused as well as unfocused tasks. Even if a task is
set up to elicit the use of a specific grammatical structure, students do not
receive any pre-teaching of that structure and are not told that they should
try to use it. A focused task may hopefully involve the natural use of the
target structure, but how it is performed depends on what the learners
make of it; they may or may not attempt use of the target structure.

4. Focus on Form

By form I mean any aspect of language—pronunciation, vocabulary,
grammar, discourse. In unfocused tasks, focus on form will be directed at
whatever problems arise as students perform the task. In focused tasks,
focus on form will primarily address the linguistic target of the task. There
are differences in how proponents of TBLT think focus on form should fit
in. For Long (1991) it needs to occur within the performance of a task,
for example by teachers (or learners) reacting to linguistic problems
experienced while struggling to communicate. For Skehan (2014), the ideal
site for focus on form is the pre-task planning that occurs before the task is
performed. For Willis (1996), it should be reserved for the post-task stage
to avoid distracting students from focusing on communicating in the main
task stage. For me, focus on form can occur usefully at any stage of a lesson.
As Isaid, TBLT is not monolithic; there are options. But in all versions of
TBLT there is focus on form.
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5. Explicit Post-Task Work on Language Problems

A task-based lesson does not have to include a post-task stage. But all
proponents of TBLT recognise the utility of a post-task stage. This need not
involve explicit work on language problems, but it does afford an opportu-
nity for students to engage not just in “noticing” but also “understanding”
their language problems. Explicit work can take many forms. For example,
Lau et al. (2024) asked students to complete error logs addressing the
errors in a writing task that a teacher had corrected. Even direct, explicit
instruction has a place in the post-task stage.

[t is important to make a clear distinction between task-based and
task-supported language teaching (TSLT). TBLT and TSLT are distinct in
two related and fundamental ways:

e In TBLT, “task” serves as the unit for designing a syllabus. In TSLT, a
syllabus is constructed around a set of linguistic units to be taught
and learned, and “task” is simply a pedagogic device for achieving
this. TBLT can involve both unfocused and focused tasks; in TSLT
there are only focused tasks.

e Ina TBLT lesson, there is no prior explicit teaching of any language;
a TSLT lesson starts with the explicit presentation of the linguistic
target(s) of the lesson.

These differences are also reflected in different theoretical positions.
TBLT is based on a cognitive view of language acquisition as holistic,
gradual, and learner-determined; TSLT is based on a skill-learning view
of language development, where the learning of specific bits of language
proceeds from a declarative to procedural and automatic stages (DeKeyser,
1998). TBLT aims to provide opportunities for incidental learning through
“language use” (i.e.,, where communicative intent is primary); TSLT aims to
provide opportunities for intentional learning and automatization through
“practice” where attention is focused on the mastery of language. It is these
theoretical differences, reflected in programme and lesson design, that
distinguish TBLT and TSLT. TSLT is the approach we typically find in course
books that claim to be “communicative.”

Misunderstandings About TBLT

In an article I published in 2009 called Task-based Language Teaching:
Sorting out the Misunderstandings, | attempted to respond to a number of
critiques of TBLT advanced by teachers, teacher educators, and applied
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linguists (e.g., Bruton, 2005; Sheen, 1994, 2006). Long (2016) also tackled
what he called “issues” with TBLT in an article entitled In Defense of Tasks
and TBLT: Non-Issues and Real Issues. My own and Long’s article illustrate

the opposition that TBLT has aroused in some quarters.

The alleged problems relating to the practice of TBLT, which both Ellis
and Long address, deserve careful consideration but most of them are also
based on false premises—namely, that TBLT only involves output-based
tasks, that tasks inevitably lead to restricted peer-peer interaction, that
tasks cannot be performed until learners first have been taught some
language, that grammar and vocabulary are neglected, that TBLT is only
about “natural learning” (i.e., there is no attention to form), and that the
teacher’s role is limited to that of managing the performance of tasks. The
defence of TBLT that Long and Ellis mounted against these allegations is
based not only on arguments but also on evidence cited from research that
has investigated TBLT. The pedagogic validity of any approach to language
teaching must ultimately rest on the strength of evidence from research.!
If TBLT is to be challenged then critiques need to be evidence-based and
not just by asserting it is “a new orthodoxy” where “there is a disconnect
between scholarly proponents and classroom practitioners” (Hadley, 2013,
p. 194).

The Importance of “Context”

Does the instructional context determine which approach—TBLT or a
structural approach—is needed? Is TBLT only suited to “acquisition rich”
contexts (i.e., contexts where there is opportunity for learning naturally
through communicative exposure), or is it also suited to foreign language
contexts where learning opportunities are largely limited to the classroom?
Both Ellis (2009) and Long (2016) addressed this issue. Ellis (2009)
tackled Swan’s (2005) claim that TBLT is only suited to “acquisition envi-
ronments” (i.e., contexts where the target language is widely used outside
of the classroom) by arguing that TBLT is in fact more relevant if learners
have no opportunity to experience communicative language use outside
of the classroom. Long (2016) responded to Bruton’s (2002) opinion that
TBLT will not work in three-hours-per-week foreign language situations in
this way:

Inadequate instructional time and lack of L2 exposure outside
the classroom are real problems for all kinds of language
teaching, not just TBLT, and not just in foreign language
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settings. The question is how best to utilize what time there
is. (p. 26)

The strength of TBLT lies in the fact that it offers more opportunities for
communicative exposure and use than the structural approach that Swan
and similar critics favour. It is, however, not possible to ignore context.
There is plenty of evidence to show that teachers do experience difficulty
in both understanding and implementing TBLT, especially in contexts in
Asia. Several commentators (Butler, 2011; Littlewood, 2007, 2014) have
pointed to the conflicts that exist in Asia between TBLT and culturally
embedded traditional teaching approaches.? Would teachers be more
successful with a structural approach, for example TSLT, than with TBLT?
Long (2015) acknowledged that TBLT might struggle to take footing in
such contexts and suggested that TSLT might serve as a lead-in to a task-
based approach. I have offered a different solution by arguing for a “hybrid
curriculum” (Ellis, 2019). The hybrid curriculum consists of two compo-
nents—a task-based component and a structural component—which I
argue should be kept separate rather than interwoven as is attempted in
so many published course books. The psycholinguistic rationale for the
hybrid curriculum drew on the distinction between implicit and explicit
knowledge and the role played by the latter in facilitating processes—such
as “noticing”—involved in acquiring the former (Ellis, 1994). There is an
educational rationale for a hybrid approach, too; including a structural
approach that figures alongside a task-based one caters for both older
learners who are more likely to rely on explicit language learning and
learners who are faced with traditional language tests.

Moving Forward With TBLT

In this section I would like to address a number of what Long (2016)
called “real issues” (i.e., issues that need to be addressed if TBLT is to move
forward). These issues concern both language pedagogy and the research
needed to support and inform TBLT.

1. Defining “Task”

This is a pedagogical issue that is fundamental for both research and
the design of task-based courses. Defining a task remains problematic.
Tasks can be more or less task-like. In other words, some workplans clearly
satisfy the four criteria [ have proposed for defining a task (i.e., there
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is a primary focus on meaning, a gap, learners use their own linguistic
resources, the outcome is communicative not purely linguistic—see Table
1) while other workplans may satisfy some but not all of these criteria.

The difficulty in deciding whether a particular workplan is a task is
evident in recent attempts to conduct meta-analyses comparing the
learning outcomes of task-based programmes and programmes that did
not include tasks. Bryfonski et al. (2019) included 27 comparative studies
in their meta-analysis, reporting an effect size of d = 0.93 in favour of
TBLT. Boers et al. (2021), however, argued that many of the studies that
Bryfonski et al. included did not serve the purpose of the meta-analysis.
Among the reasons they gave was that what the authors of the primary
studies claimed were “tasks” were in fact language-focused exercises. Boers
et al. felt that commonly used descriptors of a “task” (such as in Ellis, 2003)
were misunderstood. Xuan et al. (2022) attempted to address this problem
by focusing on tasks in task-supported language teaching, reporting a
much lower aggregated effect size (g = 0.61). Boers and Faez (2023) then
critiqued this meta-analysis on the grounds that Xuan et al. had still failed
to ensure that the task-supported instruction involved tasks, as understood
in the TBLT literature. Boers and Faez used a slightly amended version of
my own four criteria for a task to conduct a detailed examination of the 16
studies in Xuan et al,, finding that only one study could be said to clearly
involve tasks. They then identified a further 14 additional studies claim-
ing to compare the learning outcomes of task-based or task-supported
approaches and other instructional approaches, again finding that in most
cases the so-called tasks were in fact more like exercises. Boers and Faez
concluded that very often “there was a lack of clarity of what distinguished
tasks from exercises” (p. 14) and that—as Erlam (2016) found—*“it can
be challenging to fully grasp the construct of “task” based on how it is
presented in the scholarly literature” (p. 15).2

One final thought about the definition issue. Boers et al. (2021) elected
to classify workplans as tasks if they manifested two or more of my four
criteria. But are some criteria more important than others? Which of the
four criteria need to be satisfied for a workplan to qualify minimally as a
task? I have argued that “learners using their own linguistic resources” is
the key one. Would it be possible to develop a scale of “taskness”? Then,
there is another question: Does the degree of “taskness” of a workplan
impact learners’ engagement and learning? These are questions for both
researchers and practitioners that will need to be resolved in future.
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2. Measuring Task Performance

Researchers have used two broad approaches for measuring task per-
formance: (1) complexity, accuracy, linguistic variety, and fluency (CALF)
and (2) behavioural, cognitive, affective, and social aspects of engagement.
Earlier research used CALF, while recent research has turned to measures
of engagement. There are pros and cons for both methods. I summarise
these in Table 2. Researchers have a choice between the rigour of the well-
developed CALF measures or the face validity (for language pedagogy) of
the less well-developed engagement measures. I think it would be helpful
if research studies utilised both ways of measuring task performance and
investigated the relationships between them. For example, researchers
could ask if learners who are more cognitively engaged are more likely to
prioritise accuracy and complexity than fluency and conversely whether
those learners who are more affectively engaged with a task prioritise
fluency. There is an urgent need to validate measures of engagement by,
for example, entering measures of the different constructs that comprise
engagement into a confirmatory factor analysis—a procedure already
well-attested in the case of CALF.

Table 2
Pros and Cons of CALF and Engagement Measures of Task Performance
Pros Cons
CALF e Applicable to both oral ¢ Rationale based entirely
and written tasks on SLA.

e Meta-analyses demon- ¢ No attention to emotional
strate the distinctiveness aspect of performance.
of the four aspects. e Does not capture the

e Measures of each aspect collaborative nature of
have been validated. interaction.

e CALF has beenlinkedto ¢ Constructs not readily
a developmental view understood by teachers.
of how L2 knowledge is

acquired.
e Easily measured using
software.
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Pros

Cons

Engagement

Rationale draws on both
educational and SLA

Relevance to written
performance remains

unclear; research has
focused on oral perfor-
mance.

perspectives.
¢ Recognizes the impor-
tance of emotion in task
performance. .
e Teachers recognize the
validity of engagement
as a measure of perfor- .
mance.

Existing measures only
relevant to interactive
tasks.

No agreement on how
the four aspects can be
measured.

e Doubts about the
separateness of the four
aspects.

3. Measuring Language Learning

In Long’s (2015) version of TBLT, learning can mean two things. First, it
can mean mastery of the target task that a pedagogic task was designed to
model and practice. If, for example, the target task involves making a hotel
booking through a telephone call, learning could be measured by seeing
whether learners can successfully make a booking given specific require-
ments (dates, number of days, room type, room costs etc.). The measure
of learning in this case is the extent to which the learner’s performance of
an assessment task matches that of a competent speaker - often, but not
necessarily, a native speaker.

Second, in all versions of TBLT, learning can mean the acquisition of the
target language linguistic system. The most common way of measuring
learning is through an experimental design involving pre- and post-tests.
Where the pedagogic tasks are of the unfocused kind, learning (or perhaps
“development” is a better word) can be investigated using changes in meas-
ures of CALF over time. Studies investigating task complexity have adopted
this approach as have some longitudinal comparative studies of TBLT. The
question asked in these studies is whether TBLT results in positive changes
in CALF (i.e., greater complexity, accuracy, lexical variety and fluency) over
time.

A different approach is needed for focused tasks, where learning can
be measured in terms of whether the specific target linguistic features
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(grammatical, lexical, or pronunciation) have been acquired as a result of
performing tasks. This approach is viable in studies that involve a single
task if the focus is on vocabulary learning (e.g., Ellis, 1995), but requires

a longer sequence of tasks if the focus is grammar, which is acquired only
gradually. Shintani’s (2016) study, where the same focused tasks were
performed nine times by young Japanese learners, is a good example of a
longer-term study. Studies that investigate the learning of specific features
need to be carefully designed with attention paid to the instruments used
in pre- and post-tests. The effectiveness of task-based instruction cannot
be measured using discrete-point tests as these do not tell us whether

the instruction results in the procedural, implicit knowledge that TBLT is
designed to foster. See Ellis et al. (2020) and Révész (2021) for discussions
of how to design task-based studies investigating linguistic learning.

Another approach is needed to examine how the learning of specific
linguistic forms takes place within the performance of a task. This calls
for a qualitative analysis of learners’ performance of tasks. Markee (2008)
illustrated how what he called “learning-as-participation” occurs using a
tracking methodology that involved (1) learning object tracking and (2)
learning process tracking. The former involved identifying when a specific
learning object (e.g., a lexical item or grammatical structure) first occurred
in the interactions involving the same learner(s) as they performed a task.
The latter involves showing “how and when participants orient to, and
potentially incorporate, particular learning objects that occur in different
speech events in their interactional repertoires” (p. 409). Ellis and Shintani
(2014) provide an example of how this methodology was applied to the
learning of two adjectives (big and small) by a group of Japanese children
who were complete beginners.

All these approaches to investigating learning are relevant to task-based
research. But they cannot be readily used by teachers. So what can teachers
do to ascertain whether the tasks learners perform result in learning?

One possibility is task repetition—comparing how learners perform the
same task when it is repeated. Learners can be asked to audio-record their
performances of the same task, prepare transcripts, and compare. Another
way is to ask learners to keep a record of any new language they became
aware of as they performed a task as in Slimani (1989). It is important that
both learners and teachers feel that performing tasks leads to learning.
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4. Evaluating Task-Based Language Teaching

What distinguishes an evaluation study from a research study is its goal;
aresearch study is focused on testing or developing theoretical positions
while an evaluation study involves “a more encompassing and more
contextually relevant approach” (Norris, 2015, p. 28), and so is concerned
with how processes and outcomes are influenced by the instructional
environment.

Macro-evaluations are evaluations of complete TBLT programmes,
while micro-evaluations are evaluations of specific tasks or lessons. A
macro evaluation study addresses both accountability (i.e., showing how
TBLT functions and under what circumstances and with what effects) and
development (i.e., identifying how aspects of a particular implementation
of TBLT might be improved in the same instructional context). The concern
with development shifts the focus from a narrow concern with learning
outcomes to insights about how particular tasks or programmes can be
improved. Micro-evaluations can be conducted using action research
(Burns, 2010), exploratory practice (Allwright, 2003) or evaluations of
individual tasks. In all of these the burden of evaluating is placed on the
teacher and learners rather than an outsider evaluator. I have favoured
micro-evaluations (Ellis, 2015), which involve investigating whether
individual tasks “work” by collecting student-based views about the task
through post-task questionnaires, data on the actual performance of the
task, and evidence of whether any learning had occurred. The problem
with teacher-led micro-evaluation of a task is how to integrate it into the
daily business of implementing TBLT, which, as Long (2016) and others
have pointed out, places considerable demands on teachers. The value of
teacher-led micro-evaluations is that they can provide teachers with valu-
able insights about TBLT that can feed into their practice. A good example
of the value of teacher-led evaluation is Fujita and Shintani’s (2025) study
of two task cycles that were part of an ESP programme for low proficiency
Japanese students.

Macro- and micro-evaluation studies provide information about the dif-
ficulties teachers experience when introducing TBLT into their classrooms
and how they set about addressing these difficulties. A general finding is
that structural problems (i.e., problems that arise as a result of external
requirements imposed on teachers) pose a major problem for TBLT. In
many contexts, for example, the existence of traditional examinations
and institutional assessments make it difficult for teachers to abandon
well-practised structural approaches. This is one reason for my advocacy
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of a hybrid curriculum that includes some traditional, structural-based
teaching alongside TBLT.

5. Criteria for Task Sequencing

The importance of establishing criteria for sequencing tasks is one of
the “real issues” that Long (2016) recognised. This is where the notion of
“task complexity” is important. Tasks can be sequenced according to how
inherently complex they are, with simpler tasks preceding more complex
ones. For Long, the solution lay in identifying low-inference criteria for
evaluating task complexity—for example, the amount of information to be
processed in a task workplan or whether the task involved reasoning. He
pointed to the large number of studies that have investigated task complex-
ity, concluding that “the overall yield has been disappointing.” However,
he felt that progress could be expected through more systematic and
collaborative research. [ am sceptical. Lin and Li’s (2025) meta-analysis
of the methodological practices for investigating task complexity does
not support Long’s confidence. They pointed out that “task complexity
cannot be assumed, and evidence for task complexity independent from
the outcome variable is crucial for the robustness and validity of the
findings” (p. 35) and then noted that many studies have failed to provide
such evidence. Their meta-analysis focused on studies based on Robinson’s
(2011) Cognition Hypothesis and resource-directing variables (e.g.,
amount of information), resulting in 57 articles that satisfied the selection
criteria, 35 of which addressed oral production. What emerged is that most
of the studies investigated complexity in narrative monologic tasks where
the variable under study was +/- reasoning. This is surprising given the
importance that TBLT places on interaction and, while monologic tasks are
convenient for research, they do not reflect the type of tasks common in
course books (i.e., interactive tasks). The primary method for measuring
production was CALF but there was little agreement about the specific
measures used. It is difficult to be convinced that the studies investigating
task complexity currently offer evidence of much use for sequencing tasks.

My own position is that the search for a set of design criteria for as-
sessing task complexity is a fruitless exercise. I do not think that the task
complexity of output-based tasks can be predicted in terms of a set of
design features. My reasons for taking this position are as follows:

¢ Asnoted in Ellis et al. (2020), there is “no convincing and unified

account of task complexity that is empirically grounded” (p. 359).

¢ The research indicates that while it may be possible to distinguish
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very simple and very complex tasks, it is not possible to distinguish
fine levels of task complexity.

¢ To avery large extent, how learners perform tasks is unpredictable.

e The same task can be successfully performed by learners at differ-

ent developmental levels. What determines the complexity of the
language produced in such tasks is not the design features of the
tasks but what learners make of the tasks.

e Tasks are always conglomerates of design features and for this

reason it makes little sense to isolate one or two specific features
(e.g., +/- here-and-now; +/- number of elements) as a basis for
investigating cognitive complexity. Tasks have to be investigated and
graded as wholes.

¢ The cognitive demands that a task places on learners cannot be

considered separately from how the task is implemented. In fact, the
difficulty that learners experience with a task may be more depend-
ent on the task conditions (+/- opportunity for pre-task planning)
than on the design features of a task workplan.

In the case of input-based tasks, however, there are well-established
ways for determining task complexity. In the case of tasks involving read-
ing, readability formulas (e.g., Flesch-Kincaid; Dale-Chall) measure input in
terms of word difficulty (i.e., word length, word frequency and morphologi-
cal complexity) and sentence difficulty (i.e., sentence length and syntactic
complexity), which are well-established measures of text complexity. Some
measures (e.g., Coh-Metrix) also take the complexity of text structure into
account. A similar approach can be taken to measure the complexity of
oral input, where complexity is dependent on mean length of utterance,
choice of lexis, and syntax. It is worth noting that some output-based task
workplans often include substantial input so input complexity is also a
factor here.

How to sequence tasks in a syllabus remains one of the very major issues
for TBLT. If task complexity is not feasible, at least for output-based tasks,
what can course designers do instead? Answering this question is crucial
for TBLT to move forward.

6.The Pre- and Post-Task Stages of a Lesson

Researchers have by and large focused on the main-task stage of a lesson
and have paid much less attention to the pre-task stage and even less to
the post-task stage. There are some exceptions to this general claim - in
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particular, the research on pre-task planning (see Ellis, 2005; Skehan,
2014) and the research that has investigated post-task repetition (e.g.,
Bygate & Samuda, 2008). There are also studies that have investigated
delaying corrective feedback to the post-task stage—see Li et al. (2016)
and Rolin-Ianziti (2010)—and studies investigating students’ transcribing
and analysing recordings of their own task performance (e.g., Stillwell et
al.,, 2010).

Methodologists’ accounts of TBLT vary in how they conceptualize a task-
based lesson. Prabhu (1987) proposed a pre-task stage where the teacher
rehearses a task with the students, a main-task stage where students
complete a similar task on their own, and a marking stage where the
teacher marks the students’ work. The best known account of the structure
of a task-based lesson can be found in Willis (1996). Willis’s task-based
framework consists of a pre-task stage that introduces the task, a task cycle
(i.e., learners perform a task in pairs, plan how to report the task outcome,
and then present their report to the whole class) and a post-task stage
where there is a language focus.* She pointed out that the three stages can
be completed in a single lesson or spread over several lessons. Ellis (2003)
also described a task-based lesson as involving three stages. It should be
noted that tasks can figure in all three stages. One way of preparing the
students for the main task is to perform a task with them—as in Prabhu’s
scheme—while input-based tasks can have a useful role introducing
learners to the main output-based task. Similarly, the post-task stage can
also involve a task as when repeating the task or performing a new task,
for example, a writing task based on the performance of the oral main
task. The point is that there is no fixed format for a task-based lesson. The
format will change according to the goals of a lesson. Teachers need to be
flexible and experiment with different formats.

While we know quite a lot about what happens when a task is performed
under specific conditions, the narrow focus on the performance of the
main task, at the expense of what takes place before and after;, limits the
practical relevance of the research. Ellis et al. (2020) noted that “it is likely
that teachers will tread their own path, and approaches such as Willis, or
any other set of proposals in task-based teaching, will have influence but
will be adapted in any particular encounter” (p. 357). Bearing this in mind,
I do not think that carefully designed experimental studies investigating
the effects of specific pre-task or post-task methodological options on task
performance or learning outcomes is the best way forward. Rather we need
research that explores how teachers implement task-based teaching in
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their own classrooms and how students respond. When do teachers choose
to include a pre-task stage and/or a post-task stage? What options do they
use in these stages and what are their reasons for doing so? These ques-
tions are best tackled through research that investigates what the pre- and
post-task stages add to the performance of a task and language learning,
perhaps using a micro-evaluation approach of the kind I suggested in Ellis
(2015) (see above).

7.The Role of Explicit Instruction in TBLT

The reason why the research that has examined the effect of pre-task
explicit instruction has not produced conclusive results is probably
because of the well-known problems of conducting comparative method
studies (see Ellis, 2012). We can ask, therefore, if it is worth continuing
with studies comparing TBLT and TSLT. I think it is because without
empirical evidence showing that TBLT can result in superior learning,
the case for TBLT rests solely on theoretical grounds, which are open to
dispute. I would make two points about the design of future comparative
studies. The first is that they should be longitudinal along the lines of the
studies by Shintani (2016) and Qi (2023). The second is that they need to
measure learning broadly, looking not just at gains in accuracy in the use
of specific linguistic feature over time but also at complexity, fluency and
pragmatic aspects.

As [ have already pointed out, there are other ways of including explicit
instruction. Samuda (2013) incorporated explicit instruction mid-task
when she observed that the students were not using the target structure.
In this case, explicit instruction was effective in enabling students to
use it when they resumed performing the task. Another possibility is to
reserve explicit instruction to the post-task stage, which all proponents
of TBLT recommend. But is post-task explicit instruction effective? Are
positive effects evident in subsequent tasks? Chung and Révész (2025)
investigated this in a study involving low-proficiency children in a series
of lessons involving a pre-task stage (a reading activity), a main task stage
(an interactive task ordering sentences and writing the end to a story), and
a post-stage (where the experimental group received explicit instruction
about the target structure, English 3" person s, before performing another
similar interactive task). Chung and Révész reported that overall, the group
that did not receive explicit instruction produced more language-related
episodes (LREs), but that there was only a small number of language-
related episodes involving the target structure in both groups possibly
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because the learners were not developmentally ready to handle this
structure. Chung and Révész concluded that “the explicit instruction may
have led participants to devote their cognitive resources to language form
at the expense of communicative aspects of task performance” (p. 19). It is
clearly important to investigate the effects of post-task explicit instruction
and not take them for granted. TBLT could benefit from more research
investigating both mid-task and post-task explicit instruction. We need a
much better understanding of how and at what stage of a lesson explicit
instruction is effective.

8. Focus on Form

There is some confusion about what “focus on form” applies to. Long
(2015) uses it with two rather different meanings. In one sense of the term,
itis an approach (synonymous with TBLT), different both theoretically and
methodologically from what Long calls “focus on forms” (synonymous with
the “structural approach”) and “focus on meaning” (i.e., where attention
is entirely focused on meaning). The second meaning of “focus on form” is
methodological; it concerns the various strategies used to attract learners’
attention to form while learners are primarily focused on meaning. It is this
latter sense of focus on form that I will address here.

The issue is when and how to focus learners’ attention on form in the
performance of a task. There are different views. Willis (1996, 2021)
proposes avoiding focus on form while students are performing a task but
suggests the teacher can help students polish and correct their language
when students are planning the report of their task performance that
they will give to the whole class. Willis also advises against overt correc-
tion when students give their report unless their meaning is not clear. In
contrast, Long (2015) views focus on form while a task is performed as
an essential methodological principle of TBLT. He commented it “involves
reactive use of a wide variety of pedagogic procedures to draw learners’
attention to linguistic problems in context” (p. 313). He recognises that
these procedures can involve implicit reactive strategies (e.g., recasts) and
more explicit types, including metalinguistic corrections. I have proposed a
much broader view of focus on form (Ellis, 2016). I suggested that focus on
form has a place in pre-task planning where learners are working out what
to say or write and the language they need. In the main-task stage, teachers
can utilize pre-emptive strategies aimed at preventing learners’ linguistic
problems as well as reactive strategies for addressing them when they
occur. [ also suggested that it can occur in the post-task stage through, for
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example, delayed corrective feedback. Most discussions of focus on form
centre on oral tasks but focus on form also has a place in reading tasks
through text enhancement strategies such as glossing and highlighting and
in writing tasks when students are asked to revise their written texts after
receiving corrective feedback.

These different views of focus on form raise a number of questions such
as:

¢ When should focus on form occur?

e Are some types of focus on form more likely to induce noticing of

linguistic form than others?

e Are some types of focus on form more likely to facilitate learning?

¢ Does focus on form contribute to implicit or explicit L2 knowledge?

If we take a pedagogical perspective and accept the basic premise of
focus on form (i.e., the importance of drawing students’ attention to form in
the context of their attempts to communicate), it seems to me that teachers
would do well to draw on a wide range of procedures while always consid-
ering the primacy of meaning-making, and to monitor the effectiveness of
different procedures.

9. Accommodating Individual Differences

How learners differ in the performance of tasks requires investigating
their engagement with the tasks—engagement is the key construct.
Researchers and teachers, however, can tackle this issue in different
ways. Researchers are likely to continue with an encapsulated approach,
tackling the effect that specific IDs have on task-generated engagement.
For example, they might investigate experimentally how task complexity
affects learners’ anxiety, whether this effect is reflected in how learners
engage with a task, and whether engagement is related to learning. Teach-
ers, in contrast, are likely to resist viewing learners as “discrete bundles
of variables” (Tudor, 2001, p. 14) and lean towards a more holistic view of
learners. Through experimenting with different kinds of tasks and keep-
ing a record of learners’ responses, they will be able to work out ways of
accommodating tasks to individual learners.

There is one source of individual differences that teachers will imme-
diately recognise as important—Ilearners’ language proficiency. Teachers
struggle with how to accommodate differences in the language proficiency
of students in the same class. In Ellis (2019), [ suggested some strategies
that teachers can use with learners of mixed proficiency. Perhaps the most
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obvious way is to allow pre-task planning time for those students who
are likely to find a particular task challenging. For input-based tasks, the
teacher could prompt students to request clarification when they do not
understand by providing them with formulaic expressions (e.g., “Can you
please repeat?” or “What does X mean?”) for doing this. Learners could
also receive training in how to make effective use of resources such as their
L1 and access to artificial intelligence. Pairing students with mixed rather
than similar levels of proficiency is more likely to result in the successful
performance of a task, especially if the less proficient student plays the
lead. Low proficiency students will also benefit from repeating the same
task.

Investigating how learner differences affect task engagement is an
aspect in need of further research. It can be pursued by researchers using
experimental designs—see, for example, Li (2024) for a recent collection
of studies—and by teachers using the kinds of qualitative approaches
referred to earlier.

10. Preparing Teachers to do Task-Based Language Teaching

Although TBLT figures in some pre-service programmes, it is more likely
to be found in in-service teacher courses, both short and intensive. Long
(2016) identified in-service teacher education for TBLT as one of the real
issues that need to be addressed. It is perhaps surprising that with a few
notable exceptions (e.g., Bryfonski, 2024; East, 2012; Erlam, 2016; Van
den Branden, 2006) and despite the growing literature on TBLT in general,
there is still relatively little research investigating how teacher educators
conduct introductory in-service courses for TBLT and even less about the
effectiveness of the training.

My own work on teacher education for TBLT has helped me identify a
guiding set of principles. These are:

e teacher educators should visit the site where TBLT is to be intro-
duced and obtain full support from the site’s stakeholders (e.g., the
headteacher and teaching staff).

¢ to develop teachers’ understanding of the key premises of TBLT a
task-based rather than a transmission-based approach is needed.

e itisimportant to ensure teachers have a clear understanding of
what a task is.

e teachers need to be engaged in the design of tasks for their own
classrooms.



Ellis 43

e teachers should be invited to identify problems that might impede
the introduction of TBLT in their context and to consider ways of
addressing them.

e where possible the teacher-education programme should provide
insider mentoring in teachers’ own classrooms.

e teachers should be shown how to carry out evaluations of tasks they
have designed

¢ TBLT works most effectively when it involves teamwork.

However, the most carefully designed teacher preparation programme
cannot guarantee successful implementation. Nor, perhaps, should full
adoption be expected. Van den Branden (2006), evaluating the Flanders
TBLT project, noted that “the implementation of task-based language
teaching has not been a matter of all or nothing” and that, while teachers
were generally successful in introducing TBLT they “did not abandon their
old classroom practices altogether, but created their own personal blend
with which they felt comfortable, found practicable and personally believed
would have the greatest learning effects” (p. 248).

Conclusion

TBLT is an approach to language teaching that is supported by both
second language acquisition theory and educational theory. It accords
with what we currently know about how implicit L2 knowledge (the kind
of knowledge that is essential for easy and effective communication) is
acquired. It also accords with what we know of the importance of experi-
ential learning that creates links with learners’ lives and the outside world.
However, it is still a work in progress, with many issues in need of enquiry
and resolution.

TBLT has been subjected to considerable criticism. However, many of
these criticisms are based on misconceptions of what TBLT involves. There
remain, however, many “real” issues that need to be addressed if TBLT is to
move forward and it is these that I have focused on in this chapter. Formal
research has a role to play in helping to develop a clearer understanding
of these issues and investigating solutions to problems. By and large
the research to date has been quantitative, experimental and short term
although there are several semi-longitudinal studies—for example, Michel
etal. (2020) and Shintani (2016) (see Révész (2021) for making the case
for more long-term studies). The way forward requires more such studies.
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In addition, we need qualitative studies of whole task-based courses, exam-
ining how syllabuses were developed and how tasks were implemented.
Teacher research has a role here as it can provide the insider perspective
that is often lacking in formal research.

Notes

1. There is, of course, the important question of what kind of evidence
and what kind of research is needed. By “research” [ mean theory as
well as empirical research. TBLT draws on a wide range of theoreti-
cal perspectives, including those taken from applied linguistics in
general, second language acquisition research and educational
research. By “evidence,” I include both the results of carefully designed
experimental and qualitative studies and the insights gained from
teachers practising TBLT in their own classrooms. In TBLT, theory
and evidence need to be eclectic, contributed to by both outsiders and
insiders.

2. The problems with TBLT in Asian contexts may be overstated. Lai
(2015) warned against “essentialist statements about cultural inap-
propriateness of TBLT in Asia” (p. 14).

3. Boers and Faez (2023) concluded that “the field is not ripe yet for a
meaningful meta-analysis of the relative effectiveness of either task-
based or task-supported programs” (p. 1). The results of their careful
questioning of meta-analyses of TBLT bear out my own reservations
about the validity of meta-analyses involving all types of language
instruction (Ellis, 2018b).

4. Willis (2021) provides a very helpful summary of the activities in each
stage of the lesson along with an account of how her framework has
evolved.

Rod Ellis is an Emeritus Distinguished Research Professor in Curtin
University (Australia), an Emeritus Distinguished Professor of the
University of Auckland, a fellow of the Royal Society of New Zealand and
in the top 1% of social and humanities scientists in the world. He has held
teaching positions in universities in Zambia, UK, Japan, USA, New Zealand
and Australia and has conducted talks and seminars throughout the world
on second language acquisition and task-based language teaching.
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Generative Al and Foreign Language
Learning From a Cognitive Linguistics
Perspective

BTHE (X5 H=E5)
Akira Machida

BZFX%
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EAE, ERRAIBROIENZHWELLM (KEREFEETIV) ORIBICEK OIEEEY
DEFRIT DV TDREMMNIEFEIT 72> TN D (KAM, 2025 ; 2=« FHili, 2025; BEH, 2022 ; i
M- P&, 2019) . 22T, KB Tl RASHEELLME OBRIEB LT I 55
S5NZ RS E L TOSRDIMNEREEE O L PEIC DN TER 2T D, fam & LT, SHERE
FEIE. T OFHELFERICEA OEE SR OR AT 2R E W D BEEM A2 &
D, LED>T, SRENIFEANICK ZERERENAEL/ZELTH, SEREFEOR

BNTZRITEDND ZEIFBNWETET S &I/ %., K& TlE. AATREEHZ 5D
HH—FiEaH (monolinguals) ZAHE L CEICHMmZHED 20, KimE OFIRITIED 125

W, B—SEE CRNERE 2SR T2 EENRENENS Z LTS,

Recent advances in generative artificial intelligence, particularly large language
models (LLMs) and neural machine translation, have prompted renewed debate
about the significance of foreign language learning. As Al-mediated communica-
tion increasingly enables speakers to interact across languages without directly
acquiring those languages themselves, some have questioned whether foreign
language education will remain necessary. This paper reconsiders this issue from
the perspective of Cognitive Linguistics and argues that foreign language learning
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retains an essential intellectual and cultural value that cannot be outsourced to Al
technologies. First, the paper explores theoretical affinities between Cognitive Lin-
guistics and contemporary LLMs. Usage-based approaches in Cognitive Linguistics
conceptualize linguistic knowledge as a structured network emerging from repeated
exposure to vast numbers of usage events. Similarly, LLMs simulate linguistic compe-
tence through large-scale statistical learning over massive corpora. Moreover, recent
developments in predictive coding models in neuroscience suggest that human
cognition itself may operate through probabilistic prediction and error minimiza-
tion, lending further plausibility to parallels between human language processing
and generative models. From a constructive research perspective, therefore, LLMs
can be viewed not merely as engineering tools but as experimental hypotheses about
how linguistic knowledge may be organized and processed. Second, drawing on the
notion of construal and the “Thinking for Speaking” framework, the paper argues
that languages differ not only in form but also in how they habitually direct speakers’
attention to particular aspects of experience. Each language encodes culturally and
historically sedimented patterns of categorization, profiling, and perspective taking.
Acquiring a language thus entails learning a community-specific way of attending to
and conceptualizing the world. In this sense, language learning is inseparable from
learning alternative cognitive styles. Usage-based semantics further suggests that
such patterns are internalized through accumulated exposure to authentic linguistic
instances, embedding collective cultural knowledge within the learner’s cognitive
system. Third, the paper examines the impact of Al translation through the lenses
of economic rationality, psychological adaptation to technology, and the outsourcing
of cognitive functions. While communicative functions of language may increasingly
be delegated to Al devices—much like memory has been partially outsourced to
smartphones—this outsourcing risks reducing language to a mere instrumental
tool. If language learning is evaluated solely in terms of communicative efficiency,
Al solutions may appear sufficient. However, such a view overlooks the formative
role of language in shaping thought and perception. The central claim advanced here
is that foreign language learning possesses an irreducible educational function: it
enables learners to recognize that their native way of construing the world is not
universal and to develop a meta-cognitive, pluralistic perspective. This cultivation
of multiple “ways of thinking for speaking” fosters intellectual flexibility and inter-
cultural understanding—capacities that cannot be replicated by external translation
technologies. Consequently, even in an era of highly sophisticated Al interpretation,
the significance of foreign language learning will not disappear but should be recon-
ceptualized beyond communication toward cognitive and humanistic development.

F—U—R: RBASHES KHRSHEET )V, MHERER B2, #7200/l
% BRI ER

Keywords: cognitive linguistics; construal; educational value; large
language models (LLMs), usage-based approach; thinking for speaking
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L B EEFAELLM
1.1. BRI

— 1T, BAIFFE (Cognitive Linguistics) Z—5 TanfA 9 5DI3EE L1, FEEE,
M1980FERE T A B IEE XL T BN DN DA ND BN EH L THR
UL BETIRERSEEN S — KR E > TWDHE G| (. 2015, p. 17)
EVWIRIRNSEIRBEIND IS, BBAIFSHEFIMH —DOHBEDOT—LEDH &
IATHONDEEN ORI A LR ZDL0D, FRk i (Generative Grammar) 125k}
927 >F T —EELU T BB NSRS A DR LN R HEGREREZDRET
Hb. TDIZAT, HATHMALL TRRD51F., AR SCIED S 58 HE 1 % fE I8 [E
A (domain-specific) THDERRT DITH L. FBHI S #EFIL S EERE ) &2 I —
(domain-general) 726 /] D FEMFEELE AR T EWSRHNH D EF A5,

RS FEZOEMRBROEfE L Croft & Cruse (2004). Evans (2019). Taylor (2003).
Ungerer & Schmid (2006) 72EDENZAFIFICE QBN ZTTHATLLMED
R CRASEFROEE L RRE DB T LT 551, TUIMHAEEER
(usage-based approach) Tdh 5., f# ARME LT, FEFHOMND S FEAFRILZ DS
FINEBRITA N R 72D BRI SEERBZIMNICERE T 5281k TAED
BIERIBABRD Y NI = THBHETEHEZF THD. €L TEDIIBAGFDE
ROHITIL, B2 T2E L E DA R 2 IR E TREIMICEENTNDEEZS
NnTns,

1.2 I EHRELLM

AR 30T, AR 2D DR DRTTEL IR A /BT T 0—F DIETHY,
AN —D DR BB /3 B 2 15 & T2, EER RIEWSBFIZBNT, 2

EREBLICE DWW THI TS (Barlow & Kemmer, 1999; Diaz-Campos
& Balasch, 2023). #lZ X, EFEEEICEIL TldTomasello® —EDHFFE (Tomasello,
2003), SFEZELIZEAL TIdBybeed —HDHIFE (Bybee, 2010, 2015), S iEE &
IZB9 L TldBeckner et al. (2009). Ellis & Larsen-Freeman (2006). Lowie et al. (2020)
REND S,

Langacker(d., i A ERICTH DO E, HHFFHERDOIE (FFBHAF 1L “a structured
inventory of conventional linguistic units” (1987, p. 57) THSEREL . “becoming a
fluent speaker involves a prodigious amount of actual learning” (1999, p. 91) &R T
5o, ZHUIHAIN—Z (rule-based) THBHRZEIEALOET2L<OFEMHRE
SHILTHRTHD, BASFHEFD— R THH S, ZZ TLangacker structured
inventory IR N TS FFEHIFE IS, mental corpus (Taylor, 2012). construct-i-con
(Goldberg, 2019). grammar network (Diessel, 2019) 72&, M5t #FICL> TRz 54
FRCIEENTWBN, ENTNDHEORTNESL I AOBE FICETOERN
BHTEERFIT, BAWICFCSHBICHEDNTWAEZE A TR, AR R
Tl ZOIDBEESINIZE R HFEORAKN SOOI, PEH. 5. 2D
TRTOMMIZED> TNDEEZSN, ZDRFTHIRZRAT Z X LU T
Langacker (1999, Chapter 4) IZBWTETIMEESN TS, T LU TIO S ERINRA
S FELLMEDOBMIEZRRR L TS HTHH5 (Madabushi et al., 2025).
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HEA N, TOIDZREFPET R L TEZA TIE/R W, LangackerH & LLMZX A %
FE%H (Deep Learning) OHIH THHIXYa= X (connectionism) F7=13ilfi
B HALEEET )L (Parallel Distributed Processing Model) &ffi FFEM €5 )L & DR
FRIZDW T L TV (Langacker, 1991, pp. 525-536). {RMEFE 1E. IO tHR&H
TADOREE L E DA TH DT ORI (Hebbian learning) M5k MEfG/z
Za—F)LFyhT—7 (neural network) ZHWNWT, KEDT—¥ (%?ﬁ)ﬁ\b/\y—/
& DT TROBEIRIES KO8 T HH 25 E O A TH 20N, RAISFEF N
INEHFMMEEF>TNDDI ‘;@{ifﬂﬁﬁ‘ﬁu@@@f‘ﬂﬂﬂ@%’l‘%b?’J‘E!EA)(577*
(conceptual metaphor) (Lakoff & Johnson, 1980) 272> TWAMNSTH 5, HHEAA.
AYT7—THHL L B, MR E —a—FI) Ry NT—VZ&[E—HT 5T &
[TTE 0N (B, 2025). %2"1'(%7&%‘5 WMaETx> A< DO Ea—4—&
L THADIDBIENMIBAIN Z L ENE S AY T7—TH BEE 2 HN5,

1.3. LLMICK 93t

BEDANCZTF B SN HHHNCITRE 2 T b DD 2, BIZIL, TFANT—FZ1TF0
SEAELLMIZRIOEWZEFE T 53 FEEMICRTRE ThH HE T DL
%8 (symbol grounding problem) SDOHLH (4 F:-FKH, 2023; Floridi et al., 2025)
. LLMIZS R ZHi7z /s iz A O HIBEZE B H 9 2ITiE AR 17 \T%é&ﬁ_éﬁ'{zﬁ
% (embodiment) (B89 2L H (Birhane & McGann, 2024) 72EDNH D, 7=72L. T3
SOIHNICEL TIEL EB6MEF AR, BIEQAINZ 2B 72 B T 585>
ML, SHARERFBRESAH AR LBNSTTEI T 551K Z K572 Al (embodied
A REMEG TR INZMED (TRTTIER0WICE L) <R %EIND
ZEMEAENS,

HTHRLEZVIENT, ZHZBBIEDAEKAL I EABOHBEDOWIZEITIE T
HEOLAWET 26D THD (AT 1>, 2023; Christiansen & Chater, 2022,
Epilogue). #1213, Chomsky et al. (2023) 1 “they differ profoundly from how humans
reason and use language” &R THD, LLM 13 A7 T —FIE D KHEHYTFHILE
BETHD, NHDOFFHERENEIAEWITERDETRL TWD, DD, LLM 1
ERMGEZFFD— 4T, AHORMSFHEOAENHEAITITET 5 LRNENID
Ths,

ZORHNTIE A B72DI121F, T HTHAMTEIIMZHIEL TWHDONITDNTE
L THRIMERH D, 1 (2015) 13, AIDEHRDHFEEICI->TRRDIEER
7292 T TANLIICES Nz, Hiea DR, HOINWEZTNEIEADETHIEIC
Qtoficnﬁaaﬁszvﬁﬁ%?éﬁ%?ﬂ@@ (p. 43) EWVWOHEFH ZROEHREHENL TN
5, W BT, AINFZEF 37272 BCE R 728 BAREAD A TNAD TIEL, I
&SI )\FEJ%IEﬁ?ch&uth}ﬂsé&bnm&f&@é Chomsky et al. (2023) 13,
BB EE D AR T22HICITE HTHDEZ DD, AHIDHEEL SFERE
NZEHARZOICHAT 2EVWOEKRTIIE#Z LIaWEERL TN, —75*( Al
g E D2 <13, ez N THICHER T 2B TOMITERZT OB O, HIEEICE
T ORI E RO DEZEZTNDDTH D,

ZZTEIBRRGR I N TOMITEE IR & T, IR D AR BREE. {l&ﬂz%bf
Bz AGFR D A BRI 72 57200, 2O LDITHE GRS 2 B R L 72356 Rl D
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LLM®D I, BEE T RNEF ARG N E RS NIZEVNDTEH BRI BT I
2, DFED, AHIORIZ, AR SGEDIRGEEITRZD, R EET —YNOREH
T2\ —2Z B LU TNWASENIER., 51T, AEDIKIZZEDIDICEE L -5
HEkE W TRIANEC 200 E TR U TERZBEM, AZRL TWDENIRERMN
RRINZENWDIETH S, ZNSDIGIE. BARZOIGEETH DL . A DK
TERITEISTWENEINEZRIET ILERH D, HHA . RICIDRANIK
AESNDZEITEo72ELTH, FIUIT N TR ROERICE>TEBLZS
Lzl 5,

1.3.1. #EBRIGI &

FTAMDOMNIE KT =52 FE L THDINEVORETH DM, DialeEd,
BEDOLLMIZE R K72 T —4 % NHIINEE T 52 L3RRI EETH H 21T
DN TND, ZD7=D ., RICAIZEN IO E /R T UL 520D, BERT—
& E B ERKIEIZETHS TIETH B, FEEE, I TiZBabyLM Challenge&
SEBEEFEDIOIC, AMN 1 3MEEZTICHMNS 1 EEREETT—Y B2
S5TANIEESTNS  (Warstadt, 2025). LA LIRS, AERRANTIZ/INT A —
T EEZEPTIIOTIEEMEREN ENDEND 2= 2 T RHINE< =8, BifE
DOLLMTIE, BEHMOEZDICIDAr—) > 7 HIEBRTDHENNEHRESST
W5, Bl z21E, ChatGPT 4TIE, 1JKPAEHD =V 2EEF—HELTWEEED
NTWD (BB, 2025, p. 72). BBEAA, ZO&I7RIRIUT. NEDOHIHEZE R KRN
IZHfR T 2 E VWD AIIFED AR D HIN SN N7 THO., HEEMITIIA R TH
2TH, Chomsky et al. (2023) DF DI AMEAIIIER L 720, [FEREIC,
HBEETIIZBNTH, FiBEAIIERAHEH ORI ELENBHETHDHIEMN
FIRINTVD I TIELLMEfIZ —ITL TWAMN, FHITHWL NS T—Y0VE, &
EBIT— ANDAENRB TEDHPZBLTNDHDTHE75IE, EROFEEN
LLMIFZEE N —f 2T &I/ 5,

1.3.2. PHIETIL~DHH]

BEDOLLMIZ, KEDSHET—YEHBMFE LN > AT 4—x—RZa—F))
Ty RT—=27Z2HN, XIRICEDWTRICKRLZ RO R )iz ETHSHEET
WTHD, MEFFR(2023)DEEEMEDLE, LLMNPRo TWAZ LG THIC o HIzE
ETHWRBNEEZHEIS, ANSNZTOLTREXXNREL T, ZDBICHHE
EPTHIETHD, T UTHERLUIZHEEOISICRICHESHEEZ THITS, I
BB TIZNTTHS (pp. 14-15) . ZOFES ERERGRHIITZEO A KO HIICIESL
BB THDE, AEDORMIEKEBOHFRIZIE DV R T HIZEDELTWS
BETHHENSRHDRRINIZZEITEHE LN,

EIR, PRI BNTITON TSI IEDHFICH DR FHNIE LW &2 2R T
DHDMBHD ., BAGERHIYICLLMO S 55 N2 ORI EE Tl mWnWI L2 R
L TW5, FlZIE, IMIFZE T3, idid, HREFRIAT 25K RO EHZ T E0H
U AN B T (IR ZE) 2> THIFR O EH 2 L TWDERE THDHIENIEZ S
MNd 5. ZHUIFHEFBILET IV (Predictive Coding Model) EFFIZIVTHED, Ak
REZFHH T 248 73R D —D EIN T 5 Millidge et al., 2021), ZOTEAREL



56 JALT Journal, 48.1 « May 2026

TWSDIE, LLMAT> TV TR K 2 KB O A U ANEH AR TH < Ft
NEWFEZABNENDIZETH D, T2, TDOEZ TS5~ aie LT, Friston
INEEETHHB IRV F B (free energy principle) E/ZIXREBIIHE R (active
inference) EVSTATTMNBHS (Parr et al., 2022), HHI L F—FREIZIIUL, £
fnld— \_mﬁlﬁ@%%(Tﬁ%%l@@Lﬁf%éﬁml?}b:\:—’éﬂid\fb'ﬁ'éi
STH<EFELETHO. Nid. Rz TREFNHmEZmC T, HRANSZ UHX%)
EEANDNBFOTRERE T HINT R 2B % (-], 2020), /2. Fif
EHENEETHTMET I EARTEAH TR BLME (Collective Predictive
Coding Hypothesis) (Taniguchi, 2024) 72E®H 5, ZOXIIT, AT TN ERE
W= IR IEWIZE S MR DD BFIZ BN THHEEA TS ZEN S DM B ERD,
FHZTFOLLMO LA RS RED —E DT 22 L —2a > TS Al g
PRI E TERRN,

1.4. TEEHER L a8 = ali 7

RETDORZIT, FEEHHME (attention mechanism) IZDWTHAEN THE /=0, HTE
DLLMZ i [/5[@ ZDEEBEEPEICIE AT N > A7 4—<— (Transformer)
(Vaswani et al., 2017) OFEZ AT HIEIITER N, T ATH—Y—&1F, X
EOEOEBIZEHTIUIL WD ZFENICHRE T DA TH D, ZOPAD
AL ST, LLMISGERIIASF THh ol K Ea B 77 B R RS e i & 2 2
I A B EDIT0 ., TEREN TR EL72EINTWS, ZOR T AT 4 —Y
—DBMNT T, LLMybi";e‘*ﬂill/\‘)v CHIFELIZEE>THlE TIERN,

ZFLUT BGRIC R 578513, SO T AT = —D XD 72 iE B HERE N AT
DREAI %1}*2’)9’(036&033{&;&6?)\4‘09*15 HIEFENADIL, bEbEZa—T))
FER D= DI SN A TH DT 2 AT 3 —<—N, EBRIIZIAEN S
<, EGERFE B E L 7 & Rk & 75 0 B %bﬁfﬁ%%*ﬁb‘(lﬂég&_fﬁé ZD
Z&IT. B T RICED EIFSN TE - EHEHA RGO BSOS REHE
WEHESINDHEN, KL, R (attention) EWDFEIEL %A (domain-general) 73
BENC L CRHES NS R REE 2 RIB L T 5, EBX, BAISEF TI3 9 TIZ, van
Hoek (1997) WHE&MIZHEL (conceptual reference points) EWHEEE&Z W TH
JERB (REEBHAE B RO —D) &2 BT THD., LangackerlIEEDE  (windows
of attention) EWOHER THESD G RIS (BEHLE) 282 E I A ZEToTN15S
(Langacker, 2015, 2016, 2017),

ui.rﬁﬁﬂi\%iﬁa)mﬁﬁ RFICLLMERAI S HF DERITDONTERL
oo TNZEZITTREITI. 7 .:.un'?@ﬁ% e fi IR BN AT HIEIC
ijfﬁiiﬂéfﬁ)ﬂﬁﬁx%% IZOWTHRETT 5,

2. i i LA R R S
2.1. #8235

V2 a—)VERDIEREFI EHE, BAFTHEFTIE, SRR LCEH)
%%%@%E%ﬁt%fa%&:%i%hﬂsé (Langacker, 1987, pp. 11-12), TMD3%
C. Bolinger (1977) ®J#3 “the natural condition of a language is to preserve one form
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for one meaning, and one meaning for one form” (p. x) IZHDH LI, HREEKDH
BRIt — DR IEBIRICIE > TN R EB 25N TS, 207w, Biz->7- D&
BB AME CHEERMNZ (conceptual content) 215 L TWAEAE, 72X ZNSMEL
%%%Eb’(bléiﬂ\_ﬁxtkbf%) FNSIEHTMESNOE TRz B %R
FLTNWDBESINTND, BAIERDOBREDOIELZ S (construal) DL NIV TR
f;a'(biix‘:%i%W)'C%é (Langacker, 2008, Part 1),

ZZTEDMRA S 1&1E “Our ability to conceive and portray the same situation in
alternate ways.” (Langacker, 2017, p. 1) ®Z&ETHO, R UK ZE Rz 545 THER
HICIEHR L, TNESREMICKRBIT 2RE1DIETH S, Hil A1, shore&coastid[F U
MEERRL TWENEENSTHRUEKR THDETE AR, shorelTHFHA D NS
R7ZMRETHY. coasthFFEMDOH FMNS R MREEND R TRA ST N2> TSN
5TH5 (Fillmore, 2006, p. 383). ZDLHREL A, SBHMEEFETIRAC 7077
(profile) 12Xt U CIRA A ME2DEF D,

ZOZERFXRADLRIVTHEZ D, BlA. ()DL 72EIE, EBE58HEUIK
WTHNSZENTESZD, — R, FUEREEREL TWAIDITRA S, LaLan
5. BANRLBNITERD R DENSB AN R27253, WEFIZHRAH DL )
THRIZH>TNWS,

(1) a. Pleasesign here in pen.
b. Please sign here with a pen.
(HTHI, 2025, p. 90)

FEER, AT EIERT DRI, EBROHFZISTE T 50, ZEEZE
ETDMEND R TRATKT DA SN E TIZEZ> TS, (1a) [ LinTHAAD
#HiPFHZHEELTHBD., TODHiIHEL TIAS N zpenl I R EAFH I TN
5, —H. (Ib)IFEEZE TwithE HNTEEZIEE L TWD72D, penMEDOH 5 A
GELTIRASNAE AR SR> TS,

F UBL SN BRI LTRSS A SN TEDEND AR DR 13, iz
= SEEMOEEMNRAERELUTHNDZENH D, FlZIZ. (2) @J:jfot%fﬁ%‘:ttfb
TIELW, QDOERBUIEBICFRICHENEZRL TNWEN, ZTOMEAEICHT S
WAFNHAFEFE TR TS, HARFETIE. @hanwgicyary VG-
TWBEDITHL, EEETIE, B<TERIC T 077 1LY 25T 5,

2)  a Mk AH

b. five-day workweek system

ZDOXIIFERIOZBITBALIFE TSI (figure) &M (ground) DRIEREL
GEUTIADIENTES, T ARNTAIRL JBI/VCWJ?%(%’I WMEHEIHEDOTIE
o<, IRMICEE /2bDE, TOTRVHDOEIZ, FIFHEIWITIRD 25 | (LR,
2013, p. 194) 23, ZOHSBORTEETKIEF 0N, @é‘%éri{m&mo ZLUT, [MaR&
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L. i NS EICEI o TIEHEMIZR > TWAEDTH S, B SEFOME
EHAWSHIESIE, FHLUZNE %&@950)&@%6}%713774)&[, EDWNZEZD
SORIEMAE L ZDN—A (base) ETANNEIEICI> TEEFNICHE >TNDHEN
HTETHD,

2.2 ah I 720D BE

HFIIRR L TE R THN TS, LNLARS, ABIEENSOEHRE TR TR
RITHZEFTERN, ZNERAMOEEICIIBERDDENETH S, HHNHHE
KELUTRERIRTDEZNUNDOE L NHEL TE RSN TLEIDIZZDZDT
HBDo TIULFRHNDIE A TIZEINAIIEE (selective attention) (ik-#, 2013, p. 230) &
”4: WENEHRTH %, HEROBEERFRTEAMNIT IR %D\IMWDEHEB@'DEE

41575\ ZORHAERDFET SFBICLO> TTOEEMITIRDEN TSRS DD

%, 2) IEZITENERTUIFHIE S 25,

;;’CE@M’ET‘E}"CU)%)J:DEE %UHSﬁWDTEKﬁ@m E’JI{E‘E@%E IZDOWNWT
13, WY EY =00 —TDORHEMIINFERINTEZHDOTHIMN, BIET
I&. Slobin (1996) 22 L TWAIEET /2D EE ] (Thinking for Speaking) &5
EZ ST OBEITHEMBRENEDSIN TS (Aguilé-Mora & Negueruela-Azarola,
2022; Treffers-Daller, 2012; Wang & Wei, 2022). LA FidEvans (2007) NSERS/ZE
ETH,

Thinking for Speaking

A particular language forces its speakers to pay attention

to certain aspects of scenes of experience for purposes of
semantic and grammatical encoding in the native language in
question. (Evans, 2007, p. 213)

LEEOERHINSFHEAIND IO, GET2DDR-EIR. FEICEI>THADR
AEMNELE R BEN 2 ER TSRS, 5T SEICE> THEEZ LS G N
HIBDHENIBDTH 5, it 20D BHEIT. BEIEZDOKEZEDIIICFiEL
(encode) T BMNMEWVDREEIZEE 5 Y TRWFZEMN LN (Cadierno, 2017; Slobin,
1996; Talmy, 1985). Z D& &1L S 5D H WP B MHIT K SN FIAIE, T
FERE IR ORI > TERB T AL ENH S72DIT., G RN E 2D
7 (e.g., an idea, ideas) . ANAIFE/RDH (e.g., advice) ITIEBEZELDRTIUIRS RN
N HAREGEE IIZZ O BEIL N W T7A4FT 71T RINA ) . BRI, -3y
— (LB RNS AT EER THEREZLOEI N R TS, AL, HREES
1A IR 72 EDEWIZTEH LTI ONT | Zbeard/mustache/whisker7 & & B AYIC
KL TWEN, HAFEEE I T NSDENCIIERZADRNZHINSTRTIE
TONFIELTOEFEFDICINTND, HBAA. HAEFRENINSE X TS
NEWIERTIIZRWN INSDOXFNFSENZNRDEEL THRINENDSZETH
5, ZLTINSDHEINRT LT, HhAHFEDOREHE L. FHOMEO FITGUT, 5
TROHNS B 572 ERERREIITHIHT L TWD D TH %, IRILOHITH DA E
N DBEHRDOFNSBSDFEEICAR A R E#RE BRMIGEVCR LD TH %,
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2.3. lEE T 720D R-E | o RAMNEE AR OB

LT, ZO&DEZITHDE, Slobin (1996) 1& “in acquiring a native language,
the child learns particular ways of thinking for speaking” (p. 76) &R, REEEDE 1S
IFEBEOEETHDHEB T NS, TNE 52T T, Cadierno (2020) 13, HBE_F5E-
HMEFE2EE DFEFEITDOWT “learning a second/foreign language (L2) entails learning
alternative ways of thinking for speaking” (p. 7) £ R T %, Pl LDOERZEREZ T,
HTH (2025) I3SMEREEE OERITOVTROI SRR EZET> TN D,

[FE 9720 DEE 175 RIAMERE A E DR
SNEREEE OERENS, REEEIR W72/ BE LRz /sbOD R5 . #ilk
BHROEEA S NHBHIEEHD, ERIICHERZE R 28> L,

(WTFH, 2025, p. 121)

[FET /20D BE NFIF B LT ICRSNMETII W, FiEEFEIDICZD
S BEERE RV T TR, T X0 BEENEELShAZE
2785, TLTZEDLICH B EEEN STz AFEBLESNINL, FBENEDO S
EFELTVWRWEETIZAD, |MERICTOIOREEEZE2ELIDITRD, Lizho
T H—ORFEEZEETHENITENL, —DDOBBEENETHIETHD., JHERE
ZEE T 5T ENETHRAUL TWZREEO B ELN O BEZIEOFEEE R
W BHILERT LIRS, TDORT, BRONFEEZRD, BROBEEEZEGEL
TWLHEEFEFEH (multilinguals) 13, B—EF /08 KOBHERRIHIT>TNHDE
BABIEAD,

HEA 0, SENRBNIRBENRERDZETLARTHD., N HRICH T
BNTZAD, L L, AMICIEBER R O S B I T8 il & AT R Bk & o N — &t
—DOMIBBERDD D, DED, S S DFIENFE L THIUTZ INSHESNDHHE
RFBE L THAIEE ZDRBANNIZINAT AMME <, ZNEEEIGE (consistency
hypothesis) &R, ZORENEH <D, AR MURRE L TH5MFDH
FERUIDITZORRZE R TNSEEZEZTLED ([#R, 2013, p. 45; &%, 2004, p.
108), 20728, RHMEZS>TNBIZHNNDOET, AUEKRELRA TNDEEST
AL TLEN, BIg-5BEEZL T THZIUTRD DD IRNENSIRI A A E
NBHDTH %, SHEREEFITIE, EDRWICKDZ LD TLENIBENHLDT
b5,

AR R OEZ 2 H AT, ANHIEEBICHN DI K2 S iEREOER
INOFBEDOEEETTS (Langacker, 1987, 1999)., &L TENHDHES]—D—DIZE
DF B ILFRDRE L L UL /REDEE N BRI EN TS (Langacker, 1990,
Chapter 2), ZD7=%, SiE G2 E U THEINDBE LT, ZOFHEILEERD
EEMEDEADDDTH S, DFED, HAFEFEE DIFKREII//ZBICHATEEFE
TABDOEETH DO TIF2L, HAFEICHNIES IR RSB E SN S TR %
BADIIEHERBATZNBEOEEZENDIZEITE D, T LT, ZOLIREiERIT
MR A TRESN TVLREW TRITF 5L (Taniguchi, 2024) LEaIC#iE—
IZTHHDEFA%, HEFEEZEGTHIEFTOFHEFHEEDOERGHEZITIZTEX
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LB 27 7 AMEGDHZEIBRDEDTH S, 2212 LLM (AIRFZE) . £ 51
THIFF B (BRL2) | i 2L B ok (BRE20) o NSNS kk 2 IR it LN F
HEAYITHE & LK (converge) § 2D Th 5,

3. AIRHR DA FEE AN DR
3.1. EEAID AL >IN

SLERE., KIS, FEEOFE OB FRICE T S mIT EVEIEDIR LIThN TS (L
R, 2014; 75REM, 2016; BT, 2025; JEEL-ER, 1995) . EDOH Thib MM
REBFE, FEEZ R RDIZT O— NIRRT 57205026 D TH A5, B
BAN, BREABEOER I OIS THDE—HITHETHZEIHTS
NI H DD G, 2016), SEFETET AL THAIMSIEFZ LR THS
ZIBHRL TOWL=0OIIIHEE (U T2 h) THEHEBNBETHDEND R
135729713 %,

ZOIIRIRBITH L, LLM, BE, FN52 N AR (Ca— )L
MBI 1L, SEEEZROEIRNZBINICEZDDH S, LLMZ LM 2an
ERESIN, FELFEHZIFNRBENWORREZ T 2> TEEBEZIINDZEN
THEE /RS TZMMETH D, HHBEA ARAIZ WO 2 27— a kT 255
W7z BB EE<EFEIET D (KiEM, 2024; YA, 2025; Raine, 2024), LN L7HY5,
SHBOFERDAIDFRIEEZZBIZANDESR, HLRBENKRIN/ZELTH, I
FTHEENMHSTERI AT T HELTOREIDL DI %Al HEERNET 2
IO/ D LI MBI/,

ZDIIBH T, SRIZWEBEFEH O DT 2HIF T HIENHLLIRDIENT
HaIND, R &5 T THEREZF#E Ls<Th, AR ENTET H2E Tl
BREAE DI —a INaBET SIS Th D, B, AIFFEE TH S
FABIF20154FEDEZEDH T TIT, 2025F IV THEMBFIRRANE /2L N)VITET
5790, TRIERD = DEERERE ] EWATAEZDHON/RL<EE0nH LI (I
B, 2015, p. 221) EWSFHIEZHLTHD, T TICELAT CHFELEAEmAHIN
IBD TS (B, 2022),

ZDEIBEEITH L. Raine (2024) 13, #RA B FiEOEREDIBANCL > TRER
INZOIE—EHTHO ., SHBOIEFEFEOBRRITELDNANEL TS, TL T
NIIRZEONEREEEDOZ R EZRFL TNDES S THNNWESD (K, 2024;
HIiE, 2025; Raine, 2024) o LINL72INS, ZHUCBEHL CTIEADLEENVLETH S, TH
THAIEE SO TAEREIRIZL, #E— A& L TAINERIC AR & [F US| 2 17
FEIFFERL TWaW, ATEAMEDBIRZEELSBIZIE. AROEDIFEEINATITH
FATEDMENDR WA THLENDHD, EEITRHA TERNDIZD LA YR
5THD, EBE AEREBEEV I ENALCI S TEDIIITHEZZIF LN
T 2#HTH, BHINEZEHEDOEBKDOP T, EOEBNANACE Al gemn A E
&73% (Felten et al., 2023; Handley, 2024), L7273 T, D RE72DIL, S EFERE S
DOHIZHANRIFETELH D ETERWDMND 2D, TNEWEATDHA T, TN
THRPBINEREZFETHEEIIHDN, ENWOHTEITHRD,
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3.2. FEFF TP - D PERIREBE - B (1

ZDOBWIZEZBT-DITIE L TO=ZN2EEBTH50ENH S, DI RES
HETH D, SNEREFEE I KR R &9 1IN %, ShERE RS 2 —D DR
EEEEZ-HE. AN T2 TR, B (EPUZR &S ) I3 570 %
(BEBENTEREVWDERE) M NRDITHIFETEZ, LML, RERRNS
HANTI S TEEBENWREE o724 NEFEZ FEH T 52 ENSEENDEN
HIEO L7zl &N TH D, ZD7zd ., /P #I13H > THINEREES S OE B BGE
IFANCERQDENIRIUNHEREH N TE 2, BEA . AIDOE A K> THEGE
HEF - SNEREEE O KRN RN RAE N, SEREFEHON—F)L (F ) 2K
IBICBIEFIFENDENIFSIZH D (KA, 2025; =& FH 1L, 2025; L, 2023),
LINLZRING, 2EEHLFOREEEZDE, HEFEFEITDIIOM ) &
TR RLBDDDH S, BEFHEOKEICHA GOV —2NHED RIADIZNNST
H5,

HH—DIL, T/ O =T 2L A EEE DR TDH D, 72U, Raine
(2024) MR T D LDIT, ATBHARTI. K567 DR (15 <o kk A 0T Pk v
HBTLED, LNLAENS, AMIZZOID R E I3 BENREICHT<
WL TLED, #ilZ1E, LINEOKXD/ESNS TOAI 2= — 3 & X THK
9, SNSIZXLF TRV T 5720, Bl H Al = xf ABHITE D2 < OER kT
HEHETLED, ZNTHZDERESMS, SNSIFHN /a3 r—a>-V—)
ELTHRIASHWSN TS, ZORE, RITTLESBREB L ERCAY T E
THIIBNIEILTWEN, FNTH, HTFLEEZESEZSOTII a2 r—2aic
W3msbizn, ZHUTHNNbH 5T, IR EL<DALNSNSZIEH L TNENEND
& NEDFHNT 7 /0 —DREISE R (Zi) LizhsTh D, DFED, 77./0
—MAMICEDLEDIHENT BT TR, AROHFHT 7 /0o —I28bETH
BEBEDTHD, TOVT NI TV T DREATGH TSN TS, Zind A
DHEINANT AT HZEERTHPI THDHES A D, ZOLDIT, AIEANB OIS H
BARZTT DI EICKDAIRIRICHN T2 LB BRI IR & E DI MNP e L
TLEIDTH S,

BRI AIEOIE TH D, EEIIHLTHIN, ARIOSFEKMEIIET LS
HbNTWD, FIZE, AN O=KRTADEH LI EAOAMIIHERSTT
FOMAR T3, BEROIEEELTIHAZMR T 28MELZESAS (Aars T
4. 1967), £7. Clark (2003) ® AfI38E B E B AZAF—<O—HE L THIRD
AOFEETHD, 77/00—12do>THREZOBONIESNSEERL TN S,
EE, FEREOIEREEE TIIZARED, iCBEVIMOEEEEZ AR — T3 728
DIV DEBIHEE B EN L Lo, TNEEIRBERED T N —3 D 725
&L HOFFOFBENIHEEED — 2N MO I N —2 2 7 LT, HE DR
TBHAEDFRIL JEIRZ K> TNB I &I 5, ZNERUIENSFERE NI IS0
EWDREEIT 7RV, BT OINERE DERIEE W DREREZE IMBATBE S IC Y T N — >
TEHOTH D, ZHUTIDHETHIRGRIINTF UL HINIBDIENTED,

KA (2025) VZCEFRD {TEH.LY 7 O—F | 2 LIZDA T, Siflda3a=y
—2a OHEETHY, (MBRII2 27— 3> DIl REITRCTANTENIT T
H5OTHRASMIEILRN (KK, 2025, p. 77) LR TW5, 2L T, TOLIITHh
BN U TAIZAH TS HBETETMA TNLESD, Z0BETANT
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T AHOHEREEENIRZ AR L TOE, AIKE T BEISIMRZICHEZ T, 2L
T, RBIIIERES N F RO —E8E L TANCANEREO O o = —2 g U HREZ 58
BIZT I =2 2T TEHENDTENREINDDZDTH 5,

HHE5 0, EXUFEATRRMNZBE L TH, Al NS TICHSHEFEEFE T &N
B THHIENTZRIINELIRBI TN, LN LRSS, TR (2015) 221 TILH]
JII (2016) DMEFEL TWDESIC, (EHTHFEEFBITHEOAARNTZo721~2% 12
EThHs, EBRIZITHSELNNH LW, DialEbE NSO, R4 HEEZff
IMELFDOBRNKREEOHANICESTIE, SHEOHDAI 27— a el
ANCT I NI —=2 27T B NG ThHEDSADDTH D,

AL, HLWT 27 /00— TE = E 21, BHEFBE O EN SN, =
FUTHRHERF N1 7 A (status quo bias) 2MEIKNSTH 2D, LNLAEDS, ENHTHR
BE, ANRIZIEWERTORBEGHEMETHE§T 228288, TOK, £0577./0
DX ENNHBLT BRI > TOWEFERICTERIRBESN DO TH 240 H T/
W, ZDT 70— D RSN BARDHPIN THIUITLNDTH S, TLTED
RIIMNIBOHPNNEIMIE, ENWEKRTOE AR TRELDTH S,

3.3 AI7O =227

DL EDiEwRNS ., SBNEREFEOBRR IOV THMR T ABRICOICED TBM
TSI B IRNW I ERHAS N E/R D, TS, TOIERERE DALY TR —
DT BIENTERWN, £213,. TR 27 U TEWTRWEE I M ESh EN
HZETH D, HilZIE, Viorica (2023) 13, L EFEMAFITRDTEICEI>TABDRA
BEREZ DHOOME ENHIF TEAEFREL TS, TNIELNWET BE, Al IZHME
FBRENE TN 7 LTLESE, ARIORANEREZ M LI T AN bin
BZEIZEoTLED, DFED, AHOBHBERER EOB S5 BA7513, S EFERE
TR =22 U TIEWT R WEE I E WS &I 5,

NEFERNZANCT IR =2 27 L TIEWT W RIZFELZICH L EEDND
M, AR T DR TRET 2T 5461, 2NN EBEFE T 2EFNEK
WCTRFEEEI R 28 7272 BB R (F- b 0D R 5, #Hi-/EROWEZ ) NdD
ZEEMD, BIRMITHERE RN EED | EWDBENEENHDHENDIZETH
B, WEFEZERIEZBLT, E<HLVWEZEICZ O, 8T B0 EE
BEEATHNCRA T HIEINTELIDTRDENDZEIF AT ESTIERICE
TWRERND D, MEDOEBEEEZAMD, BCOEEZDIED HE2REH T M EE
EIEOWEE INEEREZMET 2ZEICE->TEDNTLEIDTH 5.

3.4 HNLEN

CZFETOBREEBRIREIENT LT D6, TTII/EFEOREZ25%Y
TAHRRICHIET AHABRBEEO LA B L THADIEZ FOERICEREEZBTS
EVWREIENE Z5NBEAD, INE TERGIEOBRENGRHINDIEN S
Moz, EiL, BiRTRENFERTRENEVIEEREDOBRICH BT EHE
INENTNWBAREEN S B, R DX DENEF T HHAT OB 2D
ThHos,
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B 213, (3a) DI/ IEAEY FFEM L EHNCESTEAZTHED, (3a) ZMANHI
FEHRICENTEZD? | EERTIHIEAREELTOERINEDONTLED, ¥
12, [P ATHRIZKZO? |IOIIICHARRAREBICHEIRLTLEDE (3a) 2D
FEDASTDHEIEL TLED., EBE. (3a) ZHARHARBICEREZLTLEDE (3b)
EDRA T OBENSHETE/R</z>TLEW, 728 (3b) OIIBHFEZBNEED S
IO 2T AN (3a) IRV ONNEE TE/</z>TLED,

(3) a. Whatbrought you to Japan?
b. Why did you come to Japan?

X, BERTRENDERTARENENDRNORYG L, KFEOEHARSEZEH TS
DNEZ ST EENT ONENDEF B E OB EICINE T S, WiE D M2 LT
ZH56. DED, MSETIRALDIELT2E813SIFEREIT/RSRNDY, WH
ML —RF T DBRIZIE > TWALEEITIZRI B NAZ 8T8 5, DED, HiR
TREPERTRENZERS NI, B OREEEIIER BT NHHTEER
BE I 2215225 DTH D, SLERFIENTF L CTEDSNDEIRETRNIE
WFARHLIZDA T, IO ABENER D SRR ERD/ITIUT, “throw the baby
out with the bathwater” 272> TLEH>MMHLIRN,

4. KD

AR CIIRH S EFEBEDERAIEDRIRIEICONWTER L, TDBET
BAEDOLLMO & &t BARE, MIFEICBWTERIN TWS PRI EILET LR
HSHEROEZF EHHEMENE L, ERANT L RMCES N R /2E Bl
MBDTZEBMTEA T, ABOREITHELHIEIT> TSR RN H Dz L%
Bl TOOA T AR EEERICHE DOV TZOSHEILEROEE R
FEFE T 5N EREEEOMmICHEZ M5, ANEEFEIC O a2 —
AP OF 735 AT ZENTELETE R L, K, SEFEEE OHNIT
SRS ERIITTH D, NNEHBEHEHEOII 2= — a IS ERENDOIED—
DITWBEZNDTH S, THUTHNNDS T, INFE T EEOFHOAI2 =y — 3
COEEELUTOMEEIC T SMNENNDIENE T, AIHERICEBEL TS
BiZ, FOWMEEDUBIEL T, O3 27— a DS, Bic, BZOEBELTO
SREDHERRICHHEMIT AN ENDH B,

MHE(XBLEHES), HEARFEARESE. BT N—ORBAHEORH A&
HWTHAREESEFEOSOEE T L TS, TAIRRIC/R B HGEZ 22 8D ) (O
Hid) DEH,
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Most teachers have wondered, at one time or another, what they are
actually supposed to be doing in their classrooms, and whether or not their
personal views and values should be rendered transparent. Over the last
two decades, an emerging body of work has increasingly challenged the
notion that the remit of language teachers is merely technical—restricted
to the presumed neutral transmission of skills and knowledge of “the
language”—and there is now greater recognition of the ethical and political
dimensions of our profession (Reagan & Osborn, 2002). Noting an increas-
ing number of language teachers who have become “focused on the promo-
tion of a critically-aware, transformative, social-justice-oriented agenda”
(Brown, 2024, p. 499), Brown has characterized the emergence of such
literature (e.g., Crookes, 2013; Crookes & Abednia, 2022) as an affirmation
that what we do involves “more than just teaching language” (p. 498). The
edited volume under review here is further evidence of this trend. It is the
result of the Taking Action Conference, itself a product of a social justice in
language education-themed masters’ seminar held by Technical University
Dortmund, Germany, in 2022. The volume gives voice to an eclectic range of
perspectives, with chapters penned by students, teachers, teacher trainers,
and researchers at various stages of their careers.

In the introductory chapter, the editors establish the relevance of critical
pedagogies in the language classroom, noting that “[t]he act of taking a
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stand and critically positioning oneself to political and societal discussions
requires both knowledge about the topic as well as language to express

it” (p. 5). They underscore the importance of “asking tough questions and
going beyond the teaching of mere foods and festivals” (p. 6). The volume’s
stated purpose is to present a diverse range of “perspectives on diversity,
equity, and ethics..., contributing to a multi-layered understanding of social
justice as a guiding criterion for language teaching.... [while providing]
concrete thematic projects and pedagogical ideas relating to social justice”
(p- 9). The collection offers a predominantly Eurocentric (German) per-
spective; however, Japan-based readers will certainly discover numerous
insightful commonalities (and contrasts) with their own teaching contexts
upon which to reflect.

Part 1 is titled “Conceptual Considerations of Social Justice in Language
Education.” In Chapter 1 “Searching for Social Justice in English Language
Education in Germany” Carolyn Blume and David Gerlach observe that
“ELT classrooms are frequently devoid of meaningfulness, while they
simultaneously perpetuate inequities and discrimination” (p. 19). They ar-
gue that in Germany “teachers frequently construe an obligation to remain
neutral,” resulting in “contentious topics relating to political discourses
[being] avoided” (p. 22). This observation is one that will resonate with
teachers in other contexts, including Japan (see Gray, 2013). Blume and
Gerlach observe that because ELT teachers tend to come from privileged
educational and socioeconomic backgrounds, they can become discon-
nected from the realities of their students’ lives (pp. 24-25). The authors
lodge a convincing case for the greater integration of critical approaches
into language classrooms.

Following this, in Chapter 2 “The Theory, Research and Practice of
Social Justice in Language Classrooms” there is a thought-provoking
interview involving Stacy Margarita Johnston, Randolph Jr, and Albert Biel.
Of particular interest to many teachers will be the exchange addressing
the oft-cited question of whether less proficient students can handle, or
should be exposed to, issues and content requiring higher-order cognitive
skills (p. 38). The interview further touches on the issue of representation
in teaching materials, with Johnston emphasizing that “[i]f you're really
interested in social justice, the first thing you have to do is really analyze
the resources you're bringing into the classroom” (p. 40). In this discussion
packed with practical tips, critically-oriented teachers are reminded that
they should never “ask questions where students are put in a place where
they debate whether certain groups should have rights” (p. 41).



Book Reviews 71

Then, in Chapter 3 “The Ethics and Politics of ‘“Taking Action™ Katy
Highet ponders “the role, purpose, and possibilities of critical research
within projects of social change” (p. 51). Drawing on her research working
with a language teaching NGO in Delhi, Highet lays out some of the ethical
misgivings she felt regarding what she was doing and who she was work-
ing for. In this theoretically dense chapter, Highet poses the question “who
benefits?” (p. 59) when engaging in social justice informed research.

Following this, in Chapter 4 “Making Sense of Social Justice and Taking
Action in World Language Education” Kaishan Kong and Andie Wang
consider six Languages Other Than English (LOTE) teachers’ understand-
ing of socially just teaching from an ecological perspective that accounts for
“layered, more nuanced dimensions of the environmental conditions that
interact with teacher agency” (p. 69). This approach marks a move away
from a social cognitive perspective, showing how teacher agency is some-
thing that is achieved “through interaction with cultural, structural, and
material conditions in concrete and specific situations” (p. 72), such that a
“variety of factors could influence the forming of their perception and their
decision on teaching for social justice” (p. 73). Interestingly, job security
is seen as a central factor in determining the extent to which teachers are
prepared or able to pursue socially just teaching practices. Other factors
include the available or mandated teaching materials, and the degree of
administrative support and curricular freedom afforded by the institutions
within which teachers work.

Part 2 of the volume is titled “Looking at Language(s) in Social Justice
Language Education.” In Chapter 5 “Ethical Subjectivity and Ontologies
of English: Implications for Social Justice in English Language Education”
mother-daughter coauthors Rachel Wicaksono and Clara Wicaksono
employ a duoethnographic approach to argue that our beliefs about “what
English ‘is’ (i.e. its ontological status) is a necessary first step in deciding
how we want to teach in ways that are socially just” (p. 93). The chapter
certainly isn’t a mainstream offering of “top tips for socially just language
education” (p. 95), but rather an honest reflection on how the authors’
beliefs about English and English language teaching have continued to
shape their practices over time.

In Chapter 6 “Infusing Social Justice into the Classroom Through Inclu-
sive Plurilingual Education: The Role of Teacher Attitudes and Beliefs”
Marta Guarda and Gisela Mayr present plurilingual education as a way to
push back on “ideologies of assimilation ... [and the] subtractive ideologies”
that delegitimize minority languages (p. 110). Advocating for translanguag-
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ing practices in the classroom, they propose three macro competencies
crucial for plurilingual educators: knowledge, skills, and commitment.
Chapter 7 “Towards Social Justice in English Language Education: Promot-
ing Multilingual Possibilities in the Classroom” by Elizabeth Erling and
Anouschka Foltz is based on studies of students from multilingual back-
grounds in Austria. The authors demonstrate that when teachers positively
value and “engage students’ multilingualism at the symbolic, linguistic, and
cognitive level” (p. 129), they are able to foster “pockets of possibility” (p.
130) for a cohort of students who have otherwise been marginalized by
mainstream education.

In Part 3 “Looking at Content on Social Justice Language Education”
the volume shifts from the theoretical and conceptual to more practical
concerns about critical language teaching. In Chapter 8 “Queering English
Language Education: Five Propositions for the Future of LGBTIQ+ Inclu-
sion” Thorsten Merse invites teachers and researchers to challenge the
ELT industry’s “tendency to reproduce a bi-gendered and heteronorma-
tive view of the world” (p. 155), and encourages them to contribute to a
queer-informed renegotiation of ELT that is more inclusive of LGBTIQ+
perspectives.

Following this is Chapter 9 “Anti-Fatness and Fat Activism: Approaches
for Addressing Structural Discrimination in Critical Language Education
in Germany” by Natalie Giillii and Mareen Liike. This is arguably the most
thought-provoking and engaging chapter of the volume, not merely for its
specific content focus, but rather for the questions about critical language
teaching in general that it provokes. The issue of anti-fatness has been
largely neglected in language education research concerned with social
justice, something that is surprising considering the various overlapping
intersectionalities (racism, sexism, classism, and ableism) with which it
manifests (p. 174). The authors successfully problematize “anti-fat stigma”
(p- 175) and “healthism” (p. 177) associated with recently emerging neolib-
eralist, meritocratic, self-optimalization discourses. However, the chapter
makes a number of unbridled claims that, for some readers at least, will
appear overreaching. For example, they propose that “[b]odies, whether
fat or thin, disabled or not, give the (non-medical) observer no indication
of the person’s health” (p. 177), and they challenge “the idea that weight is
controllable, rather than being a natural variation of the human body” (p.
176). Whilst statements such as these rightly underscore the complexity
of the issues in question, they fail to acknowledge the place for well-estab-
lished, current medical advice in such discussions. Unchallenged claims
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like this will give some teachers the false impression that critical language
pedagogies can be overly ideological and disinclined to objectivity.

Next, Chapter 10, titled “Sustainability and English Language Education:
Taking Action for Socio-Environmental Justice” is written by Ricardo Rom-
hild. In this exploration of “ecocritical ELT” (Saiful & Shein, 2025), Romhild
explicitly frames the climate crisis as a cultural crisis. He argues that “social
injustices and environmental issues are complementary issues” (p. 190),
as evidenced by several emerging concepts such as ecoracism, ecological
poverty, and climate migration (pp. 190-191). The chapter canvasses a
range of “ecopedagogies,” the shared goal of these being the raising of
students’ consciousness regarding the “global interconnectedness and
shared responsibility” (p. 196) for our planet, as well as an emphasis on
taking action. This highly theorized chapter is both comprehensive and bal-
anced, logically refuting a number of oft-cited criticisms of critical language
teaching, the risk of student indoctrination being one such example.

Part 4, called “What Taking Action Can Look Like: Concrete Social Justice
Projects” is the final section. In a comparatively short Chapter 11 “Negotiat-
ing Plurilingual Identities in Superdiverse Contexts: A Unit from Eighth-
Grade English” Annika Berg and Carolyne Blume detail a teaching sequence
that is designed to allow students to explore their pluricultural identities
that are often neglected in mainstream classes. The tasks described do not
explicitly focus on criticality per se; however, by legitimizing and celebrat-
ing the cultural diversity of the students’ own lives, students reportedly
felt safe and respected. Then, in Chapter 12 “Embracing Social Justice in
English Language Teaching: A Proposal of Social Justice Aware Materials”
Jhon Eduardo Mosquera Pérez, Angela Hurtado Torres, and Daniel Elias
Pérez Diaz offer short descriptions of three teaching sequences designed
around the issues of child labor, homophobia, and inequality. The chapter
gives teachers a sense of what is possible if they are willing to press beyond
the limitations of most commercially produced EFL materials, and the sug-
gestions are certainly scalable for teachers focusing on other content areas.

Chapter 13 “Yourintuitionpodcast: A Podcast about Individual Experi-
ences with Social Injustice” by Nikolas Collissi, describes a project aimed at
exposing pre-service language teachers to “the omnipresence of discrimi-
nation and privilege in our daily lives, with a particular focus on promoting
equity and social justice in future classrooms” (p. 224). Then, in Chapter 14
“Lessons Learned - Reflecting on Social Justice Issues and the Significance
of Taking Action in Language Teacher Education” student language teach-
ers Nina Kansy, Julia Kulpa, Stella Munkes, and Lisa Weichsel collaborate
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to consider “the significance of learning about social justice in teacher
education and highlight the importance of taking social justice issues into
consideration when teaching an additional language” (p. 233).

Finally, Helen Sauntson rounds out the volume with “Conclusions and
Future Directions: Language Education and Research as Social Justice
Activism.” The start of this concluding chapter reads much like a book
review in its own right, recapping on the structure and content of each of
the four sections. Sauntson does note, however, that “social justice can be
theorized and conceptualized in a number of ways, which sometimes go
beyond the remit of this book” (p. 242). She cites the work of Nancy Fraser,
who reminds us that “social justice is about more than just the fair and
equitable redistribution of resources” (p. 242), and that it relates to pat-
terns of cultural and symbolic representation (recognition) that educators
will need to challenge if social injustice is to be alleviated. The chapter also
provides interesting commentary on increasing anti-woke discourses that
seek to ridicule and devalue social justice objectives (p. 248).

Biel and Esleben’s Social Justice in Language Education: Taking Action is
an engaging volume that is both timely and relevant. Perhaps its greatest
strength is the diverse range of authors and perspectives it gives voice
to. Canvassing both theoretical and practical aspects of critical language
teaching, it will be of interest and use to anyone curious about taking their
teaching in a more critical direction, and as such, is highly recommended.
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In Japan and many other countries, the ELT industry promotes native
speakers as ideal teachers for students aiming to achieve native-speaker-
like English skills deemed necessary for success (Kavanagh, 2016), tied to
a racial hierarchy that privileges whiteness (Koshino, 2019). In Antisocial
Language Teaching: English and the Pervasive Pathology of Whiteness, |PB
Gerald grapples with the English-language teaching industry’s profit-fueled
neocolonial practices that marginalize the abilities and diverse identities of
English-language learners and teachers. Informed by disability critical race
studies (Annamma et al,, 2013), Gerald analyzes the intersecting systems of
raciolinguistic and ableist oppression in the ELT industry. With the premise
that “language, or a supposed lack thereof, is tied very closely to harm-
ful theories of race and ability, and all three concepts are not neutral or
objective but, in fact, part of the same scheme to exploit certain people and
enrich others” (p. 9), he argues that educators must confront these systems
in both scholarship and practice.

Gerald joins scholars who critique mainstream ELT practices through
perspectives such as critical language teaching (Pennycook, 1999), critical
multiculturalism (Kubota, 2004), native-speakerism (Holliday, 2006), criti-
cal language and race theory (Crump, 2014), and post-colonial pedagogy
(Martin et al.,, 2017). Antisocial Language Teaching is a useful book not only
for current practitioners of critical language teaching but also any educator
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or administrator interested in deepening their knowledge of the causes,
effects, and possible solutions regarding discrimination and inequity in
ELT. The book is divided into three parts. Part 1 lays out the theoretical

and historical foundations, Part 2 details ELT’s harmful ideologies and
practices, and Part 3 gives concrete examples and strategies to combat such
harm.

In Part 1 “Disorder” Gerald uses the concept of pathologization, the act of
framing normal behaviors, emotions, and physical attributes as diseases or
disorders, to describe the mechanisms of colonialism and white supremacy.
These systems have historically justified themselves by branding certain
people as inferior and in need of correction. Gerald is not denouncing white
people, but the system itself that continues to empower certain identities
through the exclusion of others. He defines whiteness as a sliding scale of
privilege tied to one’s proximity to cultural and linguistic prestige, often
defining itself in opposition to Blackness and other racial categories. Gerald
calls it the “great pyramid scheme” (p. 15) of whiteness, in which one’s
social status can be elevated by embodying or adopting so-called neutral
or standard cultural and linguistic characteristics, contrasted with the
racialized traits of other groups marked as “disordered,” keeping them to
the lower levels of the pyramid.

In ELT, white supremacy manifests in various ways, such as in the
widespread belief that (preferably white) native speakers from Inner Circle
countries, such as the U.S. or UK. (Kachru, 1986), make the most effective
teachers, as models of standard English ability that can offer students
access to upward mobility on the pyramid. Gerald criticizes this belief
using his own experience as an English teacher in South Korea. Despite
lacking formal training, he was granted authority over local teachers with
education degrees and experience simply because he was a U.S.-born L1
English speaker. He questions whether his teaching benefited his students
and colleagues.

Gerald also decries ELT’s narrative that people outside of the Inner Circle
are inherently deficient and in need of standard English ability to better
themselves. He maintains that standard English is a subjective label from
the viewpoint of an imagined, idealized user of English (Flores & Rosa,
2015). In fact, no one speaks and writes the Standard American English
or Standard British English of textbooks and international tests. These
prescriptive forms of standardized English serve to concentrate power and
profit within Inner Circle institutions and publishers.
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In Part 2 “Symptoms” Gerald uses the American Psychiatric Association’s
criteria for antisocial personality disorder as a rhetorical device to discuss
the ELT industry’s harmful traits and behavior, such as dishonesty, super-
ficiality, and callousness. First, he condemns the industry’s dishonesty:
native speakers with minimal qualifications are marketed as ideal teachers,
while racialized teachers are often overlooked. Untrained native-speaker
teachers are valued abroad as “ambassadors for whiteness” (p. 43), hired
to sell the promise of English proficiency while often being unable to
deliver results to their students. Gerald notes how this dynamic perpetu-
ates deskilling and instability in the ELT profession, because, despite their
privilege, native-speaker teachers are systematically treated as replaceable.

Gerald also targets ELT’s superficial attempts at inclusivity. Although the
validity of terms like “native speaker” and “non-native speaker” is increas-
ingly debated by scholars, the dominance of Inner Circle English and culture
remains largely unchallenged in practice. Teaching materials produced by
Inner Circle authorities continue to reinforce linguistic and cultural hierar-
chies.

Gerald goes on to criticize English-only classroom policies that stig-
matize students’ multilingual abilities. He argues that suppressing multi-
lingualism in the classroom is a symptom of uncaring pedagogies rooted
in racism and ableism, putting unnecessary stress on students. He then
questions the push for students to master academic English, which is often
unnecessarily complex and disconnected from learners’ needs. Expensive
standardized tests and accent reduction services are further examples of
exploitative practices. Learners are pressured to conform to impossible
and unnecessary standards, while the systems that devalue their speech,
like biased hiring practices or speech-to-text software, go unchallenged.

In Part 3 “Treatment...?” Gerald acknowledges that system-wide reform
will take time, encouraging educators to begin transformation within their
own classrooms. He details how he designed and taught a course on de-
centering whiteness where white U.S. English-teacher participants gained
insight into how whiteness functions in their contexts and created plans to
contest it. Though they encountered resistance from colleagues, students,
and institutions, they still managed to take meaningful steps.

Finally, Gerald outlines his model of prosocial language teaching based
on critical reflection and action as follows: (1) recognize that we teach
standardized English and examine the power structures behind that
standard; (2) design teacher training that tackles racism, colonialism,
ableism, and other forms of oppression head-on; (3) reject materials that
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reinforce harmful ideologies and demand inclusive content from publish-
ers; (4) redefine ELT job qualifications to include respect for local cultures
and interest in students’ home languages; (5) be honest with students
about the limitations of standardized testing and what test scores actually
represent; (6) build and support professional communities that publish
and promote progressive scholarship; and (7) replace teacher-fronted
classes with student-centered pedagogy (Freire, 1970).

Educators in ELT are the main audience of Antisocial Language Teaching,
but Gerald explains that he wrote this book for “anyone who has an inter-
est, or a stake, in language, education, dis/ability or whiteness, which, truth
be told, should be everyone, if you think about how broad those topics are”
(p- 7). In Gerald’s view, the writing style found in much academic literature
is unnecessarily complicated and verbose, often serving a gate-keeping
role. In contrast, his prose is deliberately straightforward and often
conversational. Moreover, the book is structured so that readers unfamiliar
with this topic can grasp the historical realities and theoretical frameworks
upon which the author makes his arguments. In the introduction, he
defines key concepts necessary to more accurately express societal inequi-
ties, including lesser-known terms such as dis/ability, minoritized, and
racialized. Starting in Part 1, Gerald weaves together theories and empirical
evidence from the disciplines of history, psychiatry, sociology, sociolin-
guistics, law, economics, critical whiteness studies, and disability critical
race studies. This is all crucial information to understand the intersections
between language, colonialism, race, and ability.

Some readers may find that Gerald’s focus is too centered on the U.S.
and neglects the many other histories and experiences of racism and
colonialism across the globe. However, Gerald makes it explicit that he is
writing this book from the perspective of a Black man in the United States;
his experiences in the ELT field are rooted in this identity. Thus, Antisocial
Language Teaching provides a valuable perspective from a minoritized
scholar living in a majority-white country whose authorities have a vested
interest in reinforcing the dominant status of American English worldwide.

Some may also question Gerald’s use of the APA criteria for antisocial
personality disorder (ASD), a mental illness, to criticize an entire teach-
ing field. Gerald, who positions himself as a neurodivergent in academia,
explains that he chose the criteria

not to further stigmatize any diagnosis but .. to counter-
pathologize the system that has decided who does and doesn’t
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belong. Ideally, this rhetorical strategy will also offer a slight
challenge to the medical model of dis/ability by demonstrating
how said criteria are incredibly subjective. (p. 36)

This is a unique approach that continuously calls the reader’s attention
to the intersecting axes of racism, linguistic discrimination, and ableism.
The ASD criteria are used for purposes of analogy and are not meant to
have a precise, one-to-one correspondence to the various issues in the ELT
industry.

Gerald states that his goal in writing this book is to demonstrate that
the field of ELT is “harmful... because of its ties to whiteness” (p. 36). While
discussions of whiteness and Blackness are most often associated with
the United States, Gerald situates the global ELT industry in the context of
historical and modern colonialism, imperialism, and neoliberal capitalism;
this enables him to analyze how ideologies of whiteness transcend national
borders and permeate the entire field. Gerald comments that this perspec-
tive is uncommon in mainstream ELT, precisely because it challenges
existing power structures and those who benefit from them. He shatters
the idea that ELT is a purely benevolent field that exists solely for the
empowerment of English-language learners. The harsh reality of systemic
injustice can be disturbing, especially for readers who have not had previ-
ous exposure to such information. However, I believe that Gerald’s goal
is not to alienate white people, but to help them gain a new perspective.
Gerald acknowledges the psychological difficulties that come with having
one’s belief system challenged. With that said, it is necessary for white
readers to be open to the idea that the construct of whiteness has harmful
effects in society, regardless of an individual’s ideologies, intentions, and
actions.

[ am a U.S.-born, native English speaker of European ancestry, and these
characteristics have undoubtedly benefitted my ELT career. This book
made me reflect on my experiences as an Assistant Language Teacher in
Japan, my first job after college graduation, for which I was deemed quali-
fied not because of training or experience but because of my first language
and my passport. Currently, | work in a university English department that
purposely hires only native English-speaking teachers, with the vast major-
ity being from the United States. I find Gerald’s arguments about whiteness
in ELT eye-opening and vital for all ELT educators, especially those with
similar backgrounds to mine. I encourage readers to adopt a mindset of
curijosity rather than defensiveness when approaching this book.
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Another strength of this book is in Gerald’s description of designing
and teaching a course for educators called “Decoding and Decentering
Whiteness.” Here, Gerald serves as a model for other educators by putting
his principles and ideas into action. In keeping with Gerald’s ethos, a key
requirement of the course was that each participant had to make an action
plan to make substantive changes in their professional context. After
describing the rationale and structure of the course, Gerald includes the
narratives of three white-identifying participants. The narratives contain
their experiences with race, professional contexts, reasons for joining the
course, and reflections on how the course affected them. While limited to
the U.S. context, these stories provide valuable examples of teachers who
benefit from whiteness taking action to understand and challenge racism
while maintaining awareness of the pitfalls of white saviorism. Some of
these actions include challenging a school’s prescriptivist writing assess-
ment practices, advocating for the establishment of a career pipeline pro-
gram to identify and support diverse local high school students interested
in becoming English teachers, lobbying for improvement in staff diversity
trainings, and starting conversations and sharing articles and resources
with white colleagues. All three participants reported facing interpersonal
and institutional challenges, but this is to be expected. The teachers also
expressed feeling heartened by their progress, however small, and deter-
mined to continue their efforts.

With the example of this course and Gerald’s recommendations for
prosocial language teaching, this book ends on a hopeful note. Gerald
makes it clear that he is attempting to show a path forward, offering
concrete strategies to address the problems he detailed in Parts 1 and 3.
Gerald calls on all educators to take action with the affirmation that it is
possible for teachers and other ELT stakeholders to effect positive changes
in our field. It will take a great deal of time and effort, and the changes may
be small at first, but Gerald argues that we have to start somewhere, and I
wholly agree.

In Antisocial Language Teaching, Gerald exposes the ways in which
whiteness, ableism, and neoliberalism intersect to shape the global
English-language teaching industry, often to the detriment of both teachers
and learners. By linking these systems of power to historical and ongoing
colonial practices, he provides readers with the tools to recognize how
inequality is reproduced through everyday pedagogical choices. The book’s
greatest strength lies in its ability to balance rigorous theoretical insight with
practical, actionable recommendations. Gerald’s framework for “prosocial
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language teaching” makes this work not just a critique, but a guide for
transformation.

This book will be especially valuable for English-language teachers,
teacher trainers, curriculum designers, and administrators seeking to
understand how their practices are connected to larger social and political
structures. It will also resonate with readers interested in critical pedagogy,
peace education, and global issues in education. While Gerald writes from
the perspective of a U.S. scholar, his insights into whiteness, linguistic hier-
archy, and inequity have global relevance, including in EFL contexts such as
Japan, where native-speaker status often outweighs teaching qualifications.
For educators willing to reflect on their own positionality and take steps
toward more inclusive practice, Antisocial Language Teaching is an essen-
tial and thought-provoking read.
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English language teaching (ELT) often struggles to be seen as a true
profession, with poor pay, lack of respect and limited credibility affect-
ing the industry as a whole. This reality, which many readers may have
experienced, exemplifies what Richardson (2016) refers to as the “non-
professional threat,” where individuals can work in the profession with
little or insufficient teacher training or education. Recent research has
also highlighted concerns that there is a tendency in the ELT industry to
prioritise commercial considerations and native-speaker marketing over
genuine pedagogical qualifications, thereby undermining professional
standards (Copley, 2022, pp. 34-35). Therefore, the effort to improve the
standards, reputation, and status of English language educators through
professionalism is an important movement. With Professionalising English
Language Teaching: Concepts and Reflections for Action in Teacher Educa-
tion, Andrzej Cirocki and Wolfgang Hallet aim to provide clear guidelines to
help direct teachers, both experienced and otherwise, towards professional
excellence (p. 4). They introduce this work as a “conceptual and reflective
guide to English language teacher education” (p. 5). This focus on teacher
education is important to mention as it is the main window through which
the topic of professionalism is addressed throughout the book.
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The book is divided into nine chapters that are approximately 40
pages each. The first and last chapters act as a kind of introduction and
conclusion, while those in between introduce specific aspects of teacher
professionalism as well as specific competences that English language
teachers are expected to demonstrate (p. 208). Although the authors
initially express a wide audience for the book including English language
teacher educators, practitioners, students, administrators, and policymak-
ers (p. 22), the focus on teacher education makes the book most applicable
for pedagogical trainers and administrators, rather than classroom
practitioners. The chapters themselves also lean heavily towards theory
rather than practical suggestions. However, at the end of each chapter is
a set of “reflection for action” questions to help the reader consider and
process what they’ve just read which are separated into “future teachers,”
“novice teachers” and “experienced teachers.” The questions aimed at
student teachers (“discuss with your classmates”), combined with chapters
on areas of teacher development, suggest that this book could be used
in a teacher training programme. As I'm not a teacher educator and had
originally picked up the text expecting a more practical focus, it should
be understood that this review will be from the point of view of a “novice
teacher” and not the main intended audience.

Chapters 1 and 2 act as the introduction to the book. In the opening
chapter “English Language Teaching in the Twenty-First Century” the aim
of the text—“to systematise the areas of English language teacher educa-
tion and define the basic set of core pedagogical competences required to
teach English successfully and professionally” (p. 7)—is introduced. This
chapter introduces standards of teacher education and teacher compe-
tences before outlining the structure of the book. However, it is Chapter
2 that feels like the real introduction to the concept of professionalism.

It introduces the lack of consensus in ELT about what characterises a
“teacher professional” and discusses a variety of descriptions of teacher
professionalism before Cirocki and Hallet suggest their own proposed
definition “an ongoing concern with the calibre of teaching within institu-
tions, which is encapsulated in a set of standards deemed appropriate to
the profession” (p. 31). The authors then cover research on teacher identity
as well as descriptions of teacher ethics before ending with suggestions on
how teacher professionalism can be supported through infrastructure.

Chapters 3 to 8 then each introduce one of the teacher competences
necessary for professionalism. Each chapter starts with examining various
possible definitions for the topic before discussing research projects that
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are relevant to the competence. The chapters then end with some sug-
gestions of how those competences can be included in teacher education.
While all the chapters are detailed, those with a higher focus on teacher
education seem to have longer theoretical sections with limited takeaways
for the standard teacher. In particular, during Chapter 3 “Teacher Educa-
tion and Professional Competences” the authors discuss competence on a
meta level. The movement toward competence-oriented teacher training,
such as through can-do lists, is examined and a variety of frameworks and
descriptions of teacher competences are mentioned. Similarly in Chapter
5 “Teacher Autonomy” different definitions of teacher autonomy are
examined which ends with a long list of qualities an autonomous teacher
should possess. After describing numerous research projects on teacher
autonomy, a variety of ways that teacher autonomy can be promoted in
teacher education are recommended. Chapter 7 “Teaching English in the
Digital Age” is about half the size of the other chapters and mainly focuses
on describing digitization and the different types of digital competences
expected of teachers. Although the chapter mentions that educators now
need to teach their students how to use technology there are very few
actual examples or ideas mentioned, which is understandable considering
the fast-moving nature of technology these days, but leaves the chapter
being mainly theoretical. Personally, | was left wanting specific suggestions
or examples of projects that could be undertaken which could have avoided
mentioning specific platforms or apps in order to try and stay relevant
for as long as possible. Chapter 8 focuses on what “Teacher Leadership” is
and how it can be developed. It includes a list of indicators of readiness for
teacher leadership, shows an example of a collaborative project prepared
for a teacher leader and discusses five principles of teacher leadership.
The chapter finishes with a section on teacher mentors including a list of
questions to consider when making mentor-mentee pairings (p. 205).

On the other hand, some of the other sections of the book are much
more accessible and more full of practical ideas for any level of teacher.
In particular, the fourth chapter “Reflective Practice and Teacher-Led
Research” has a description of tools for teacher reflection and different
research projects which have used them. Chapter 6, which covers “Materi-
als Development and Task Design” gives advice on how teachers can create
their own materials, preferably with others, and how to plan complex tasks
that integrate materials concluding that “in the creation of tasks a teacher’s
professional theoretical expertise and competences culminate and mate-
rialise in practice and that task design is a constant process of reflecting
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upon the theory and practices of an instructor’s methods of teaching” (p.
148).

The final chapter, “Building Professional English Language Teaching
Development Communities,” concludes the book by examining how
professional development, and the competences of a professional teacher
mentioned in the previous chapters, are enhanced by collaboration and
Professional Development Communities (PDC) and describe some PDC
projects that the authors were involved with. The book ends with a section
describing professional teachers as lifelong learners, classroom ethnogra-
phers and educational leaders. It concludes that the chapters in the book
examined the main fundamental concepts that should be included in the
idea of teacher professionalism and the hope that teachers “reflect on
these concepts to understand them better and link them explicitly to their
practice and the context in which they teach” (p. 232).

It's important to note that the title of this book is very similar to one
published in 2020, “Professionalizing Your English Language Teaching”
(Coombe et al.) which is a compendium of short chapters by different
authors without the teacher education focus. I believe that similarity as
well as the words “Concepts and Reflections for Action” in the title of this
book, led me to think it might include more practical ideas, suggestions and
“action” than it actually did. While the authors do include “teacher educa-
tion” in the title, on the publisher’s website the book description includes
that it is “essential reading for pre- and in-service teachers” (Cambridge
University Press, n.d.) and the authors themselves state that “English
language teacher educators and classroom practitioners, undergraduate
and postgraduate students pursuing English language teacher education
programmes” (p. 22) are some of the main audiences for the book. There-
fore, while I do acknowledge my misunderstanding of the main focus and
theme of the book, I think it could have been marketed more directly and
specifically for teacher educators and training programme designers. For
those people, I believe Cirocki and Hallet provide a comprehensive theoret-
ical framework on teacher professionalism which is supported by extensive
research. However, classroom practitioners looking for quick or immediate
ideas to implement may find this text lacking practical resources that they
can easily implement.

One of the biggest problems [ had while reading the book was that there
are extensive theoretical discussions which may be particularly demanding
for early-career teachers. In particular, the first chapter is highly detailed
and introduces philosophical concepts such as “Bildung” (p. 9) which was
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new to me, and while this concept is rooted in European thinking and
education (Andersen, n.d.), I've yet to hear it mentioned here in Japan so

it may be unfamiliar for the reader. As the concept was introduced over
four pages in the first chapter, the reader is led to believe it is an important
concept for understanding the rest of the text, but it is rarely mentioned
outside of this chapter. Compared to the much smoother later chapters, the
introduction felt like it lacked a clear structure, and it had the appearance
of a number of topics that the authors had wanted to explain without a
particular order. This was thankfully not an issue with the rest of the book
as the main Chapters 2 to 8 had a much clearer flow. However, even those
sections sometimes felt too detailed and dense for readers who are less
used to academic writing. In particular, conversations such as the differ-
ence between reflection and reflexivity (pp. 74-75) in Chapter 4 or the
multiple pages (pp. 100-106) on different definitions of teacher autonomy
in Chapter 5 are extremely detailed, while the casual reader may prefer a
quick summary. Some of the wording in the book tended to the philosophi-
cal, such as references to the “lifeworld” (p. 45), which often broke up the
flow of a passage. The concept of the “lifeworld” was introduced without
sufficient explanation, leaving unknowing readers to research its meaning
for themselves.

However, despite its abstract focus, where this book shines are the
extensive descriptions of different research projects as well as their results
which were very engaging and thought-provoking. In Chapter 4, multiple
pages were dedicated describing projects involving teacher autonomy (pp.
106-110) and those results clearly informed the strategies suggested for
developing teacher autonomy later in the chapter (pp. 112-113). This use
of detailed research which is then linked to tools and models for the reader
was incredibly effective and gives the authors’ suggestions credibility.

In some cases, the suggestions were more aimed at administrators and
could not be implemented by a normal classroom practitioner, such as the
example collaborative project prepared to help develop a teacher leader in
Chapter 8 (pp- 195-196). While the research summaries in themselves may
not be directly useful for classroom practice, they help to demonstrate the
rigorous research underpinning the book’s professional competencies and
would be valuable for any teacher educators who need evidence to justify
changes to their teacher training programmes. However, the tools for
self-reflection and teacher-led research covered in Chapter 4 (pp. 81-96)
were detailed and accessible for teachers of any level. They stand out as
immediately usable and, unlike many of the other suggestions in the book,
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require no administrative support or management direction to implement.
Personally, that section was what I had initially hoped for from the whole
book. Another area which was helpful was the reflection questions at the
end of each chapter. Even in heavily theoretical chapters, those questions
help the reader relate what was written to their own practice.

Overall, I feel that this book is most suited to those who design teacher
development or teacher training programmes. Personally, I was looking
for more practical suggestions and things I could implement into my own
teaching. While there were a few sections that did fit that bill, the major-
ity of the book was aimed at a different audience. There is an incredible
amount of research put into the creation of this text and the discussions
on different concepts are very in-depth and so those interested in the
academic concepts behind professionalism and how they can be related to
teacher training should pick up this resource as a helpful guide. In short,
teacher educators will find this to be a helpful reference, and classroom
practitioners may find areas that are useful but would be better served
looking elsewhere for concrete ideas and solutions.
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An initial skim through The Art of Intercultural Business Communication:
A Competency-Based Approach and its table of contents suggests that,
unlike EFL teaching materials emphasizing small “c” communication, this
volume focuses on big “C” Communication as a professional and academic
discipline. Du-Babcock and Babcock address the art—and science—of
managing business communication to enhance skills and competencies
for more effective performance in the global workplace. Their underlying
assumption is that “intercultural business communication can never be
imposed as an exact science” (p. xiv) but must be tailored to meet specific
needs in context.

This monograph extends theories the authors have previously developed
in other publications (cf. Babcock & Du-Babcock, 2001; Du-Babcock &
Babcock, 1996, 2007). After a brief outline in the Preface of advancements
from empirical research, the book comprises ten chapters, 15 pages of
references, and a combined topic/author Index. In the e-book version on
the VitalSource app, citations, references, and all indexed terms have active
links to numbered pages matching the paperback or hardcover versions.

In the opening chapter, the authors frame the existing body of multiple
theories of intercultural business communication (IBC) as a jungle and
propose a more unified “situational theoretical model” (p. 1), represented
metaphorically as an “orchard” (p. 15). In Chapter 2, and summarized in
Figure 2.3 on page 48, the authors present their “language-based com-
munication zones framework [which] recognizes that the global com-
munication environment comprises tasks and situations requiring varying
communication competencies and communicators at varying competency
levels” (p. 26). Six “language-based corridors” (p. 39) illustrate how com-
municative abilities align with competency levels across three principal
domains: language, international business, and intercultural attitudes.


https://doi.org/10.4324/9781003036883

Book Reviews 89

In Chapter 3, the authors underscore the necessity of intercultural
communication in a globalized business environment where “individuals
speaking different languages and representing diverse cultural groups
interact directly and indirectly in interconnected global communication
networks” (p. 52). Du-Babcock and Babcock explain how varying language
proficiencies—limited, partial, and full—shape parallel and non-parallel
communication patterns that require adaptive strategies, influenced
further by professional, organizational, and workplace genres. In Chapter
4, “international business (IB) competency” is described as being grounded
in international experience and contextual knowledge and is distinguished
from general awareness of business operations.

At the beginning of Chapter 5, Du-Babcock and Babcock argue that
communication research and theory building have overemphasized
interpersonal interactions among national cultures as the primary influ-
ence on communication patterns, while neglecting organizational culture
in the modern era of globalization. The situational model proposed by the
authors differentiates between attitudes and competency. Their practical
framework offers guidelines for diagnosis, adaptation, and execution to
outline how communicators can assess, adjust, and implement appropriate
strategies to enhance intercultural competence.

In Chapter 6, the authors point out that to foster cultural understanding
and prevent miscommunication, international business communicators
must “make linguistic, IB knowledge, and cultural adjustments to satisfy
the competency requirements of their shared situations or tasks and their
interlocutors’ linguistic and intercultural competency levels” (p. 123). The
chapter concludes with examples of “communication zones” and introduc-
es the link-pin concept. In Chapter 7, Du-Babcock and Babcock apply this
link-pin channel model to organizational communication, defining link-pin
roles as specialist (e.g., translators and interpreters) or non-specialist with
general job functions who can both serve as ongoing (formal) or spontane-
ous, as needed (informal) link-pins. Chapter 8 outlines eight case studies
that demonstrate the model in practical applications.

Chapter 9 briefly covers contemporary technological tools—ChatGPT,
email, instant messaging, podcasts, blogs, and social networking—though
readers may be disappointed that these occupy only seven pages. The
remaining pages focus on research and pedagogy, introducing five ap-
proaches for integrating business communication research and practice,
summarized in Table 1 from pages 174-175.
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Table 1

Five Approaches to the Research and Practice of Business Communication
Approach Business communication research & practice
Language approach Studies language and communication

in business contexts (e.g., genre studies,
conversation analysis (CA), business English
as a lingua franca (BELF)

Cultural approach Examines effects of national, organizational,
and professional cultures on communication

Empirical approach Investigates communication within indus-
tries, contexts, professions, or conceptual
domains

Interpretation of meaning Explores the underlying meaning of language
in organizational com- used in organizational communication
munication approach

Process or Operational Establishes frameworks to guide business
approach communication practices as managerial
processes or interpersonal communication

Interculturalists looking to dip into the book for business-oriented an-
gles to investigate or business English teachers seeking hints for concrete
research ideas on intercultural communication competence will likely be
left wanting more and feel dissatisfied by the generic and vague directions
shared at the end of the final chapter (p. 214).

1. Developing a shared framework for research that integrates and

adapts existing approaches or models

2. The need for collaborations across disciplines and the globe

These seem underdeveloped and fall short of the authors’ claim in
the Preface for Chapter 10 of “suggesting future directions for research
and theory-building in intercultural business communication in a global
situational environment” (p. xix). These statements also lack the detail
commonly provided in recently published academic volumes.

The content appears intended for an audience familiar to the authors
through their international consulting work and teaching experience in
Hong Kong, China, and San Francisco, namely: (a) researchers with experi-
ence in the field of intercultural business communication and (b) pre-
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service graduate students conducting research and taking courses similar
to those supervised by the authors.

While the book effectively consolidates the authors’ evolving theory,
relying less on self-citation would have allowed Du-Babcock and Babcock
to better position this contribution relative to other works in the field. The
following omitted sources stand out and would have strengthened their
argument with references to improve coverage for readers. For example,
on page 102, the authors state their work is contrasted with only the
“two most widely cited intercultural communication theoretical models”:
(1) cultural intelligence (Ang et al., 2011) with 40,000+ Google Scholar
citations and (2) Meyer’s (2017) The Culture Map—a best-selling book
available in 10 languages. However, not referencing Milton Bennett’s work
(30,000+ citations), such as intercultural sensitivity, from the same contem-
porary period seems an unfortunate omission. Furthermore, Theorizing
About Intercultural Communication, edited by Gudykunst, would reasonably
by title alone contain theories for the authors to compare and contrast with
their own. However, the only chapter Du-Babcock and Babcock reference
from that source (or any of her work) is from Ting-Toomey (2005). And
then they only cite it among a list of studies that empirically confirm Hall’s
high-context and low-context communication model (p. 103).

The 2017 title, Language in International Business, is promoted as a
historical review of seminal publications in the research on language
in business from the leading international business journal, Journal of
International Business Studies (JIBS). Chapter 5 by Peltokorpi and Vaara is
cited on page 103 in a list of studies showing that language choice affects
interaction. However, from that same book, Du-Babcock and Babcock do
not take up Chapter 3 by Adler and Graham, reprinted from a 1989 issue
of JIBS. That chapter broaches the question of an international comparison
fallacy, noting that existing research on international negotiations had
focused mainly on single-culture descriptive studies or comparative studies
across multiple cultures, with less than 1% conducted on cross-cultural
interaction. These findings appear well-aligned with the concepts of “com-
munication zones” and “corridors” of required competency explained and
diagrammed by Du-Babcock and Babcock on pages 38-39. Citing Chapter
3 from a source already referenced would have helped the authors support
their theory with related external findings.

From the 2009 handbook edited by Deardorff, Chapter 1 by Spitzberg
and Changnon is only mentioned on page 100 as a source for conceptual
models representing variables that may have an impact on intercultural
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communication competency. However, that chapter contains an eight-page
table (with citations) listing several factors in interpersonal, communica-
tive, and intercultural competence relevant to Du-Babcock and Babcock’s
competency model. Incorporating and elucidating upon concepts from this
rich resource (e.g., Kealy on openness and tolerance; Deardorff on self- &
sociolinguistic awareness; and Kurogi on face & adaptability) would have
strengthened the link between the theoretical and practical dimensions

of competence and better informed the readership. A similar omission
occurs with another contemporary title, Fundamental Theories of Business
Communication: Laying a Foundation for the Field (Mayfield et al., 2020)
which includes terms like channels, barriers, flows, and patterns and has
chapters on cultural characteristics and organizational structures. Only

a 2021 journal article by the same authors, which identified 78 different
business communication theories, was cited (p. 173) to highlight the jungle
of theories.

Du-Babcock and Babcock have written their book in academic prose that
is generally accessible and suitable for readers of varying English language
proficiency. However, there are inconsistencies where style diverges across
sections, particularly in Chapter 10. Chapter 5 contains occasional circular
reasoning where after asserting that “culture should be seen from multiple
perspectives rather than a single, static, dichotomous perspective” (p.
103), the authors proceed to generalize about nonverbal communication
for seemingly all Westerners, and groups of Asians, North Americans,
Japanese, Americans, and Finns (p. 104). They then claim that “Cantonese
bilinguals consistently [emphasis added] adapt to Western thinking pat-
terns when using low-context language yet retain Eastern spiral or circular
thinking patterns when using high-context language” (p. 105). Abstracts
of the self-cited studies, however, reveal inconsistent results across sub-
samples, suggesting an overgeneralization.

Minor lapses in editorial oversight also detract from the polished quality,
for example:

a. BELF users from various L1 backgrounds should still be able to parse

this syntax:

“... to prevent the jungle grows thicker.” (p. 174)

b. The example below shows a fundamental neglect in proofreading and
editing for redundancy:.
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Updated MBO offers the prospect of increasing the levels of
interaction and devoting this increase to neglected areas that
deserves [sic] attention and would otherwise be neglected.
The fundamental premises of MBOs during this period were
fundamentally sound but contradictory between its two as-
sumptions. [emphases added] (p. 210)

Such issues are disappointing in a “contracted research monograph with
Routledge” (p. xvii).

A fair critical review should, however, assess whether the authors
achieved their declared aims rather than evaluate against an imagined
ideal. On that measure, in The Art of Intercultural Business Communication,
Du-Babcock and Babcock have succeeded in presenting a comprehensive
framework integrating language, international business, and intercultural
variables to explain how business communication operates in contexts.
While the engagement with additional theories is limited, the authors have
persuasively argued that competence in intercultural business communica-
tion is indeed both, but more, art than science. This title would therefore be
of interest to researchers and thesis supervisors who have an established
agenda investigating business communication theories and constructs, or
those with experience in general intercultural studies looking at a theory
and practice applicable to business. Teachers of EMI courses in culture,
management, and international relations may also find this model useful as
an example alongside other theories of communication.
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