TESOL

In Context

Teaching English
to Speakers of Other
Languages

Volume 33 Number 1
2024

Journal of ACTA
@TA Australian Council of TESOL Associations

v ISSN 2209-0916



Acknowledgement of Country

In the spirit of reconciliation the Australian Council of
TESOL Associations (ACTA) acknowledges the Traditional
Custodians of country throughout Australia and their
connections to land, sea and community. We pay our
respect to their elders past and present and extend that
respect to all Aboriginal and Torres Strait Islander peoples
today. We acknowledge that the arrival of the English
language to this continent impacted the traditional
languages and cultures of Aboriginal and Torres Strait
Islander people, and celebrate the work to reclaim or
maintain these languages. ACTA members teach English in
addition to supporting the maintenance and development of
First Languages, and encourage the acquisition and use of
other languages — including First Nations Languages.



AboutTESOL :n Context

Journal of ACTA, Australian Council of TESOL Associations

ACTA statement

TESOL in Context is a refereed journal with a wide target audience, both national and
international. Readership includes TESOL / EAL professionals working in all sectors of
education; universities, primary and secondary schooling, early childhood settings, adult
migrant programs, vocational training, ELICOS and TESOL teacher education, both in
Australia and internationally. Articles published in TESOL in Context typically examine the
nexus between theory and practice.

The aims of TESOL in Context are to:

e provide professionals in the field with insights into TESOL issues in Australia and
internationally

e contribute to the development of classroom expertise through dissemination of current
research and thinking around TESOL.

For guidelines on length and presentation of items submitted to TESOL in Context,
please consult the Notes for Contributors.

Copyright for all articles published in TESOL in Context is vested in the journal.
Permission to publish articles elsewhere should be sought from the Editors.

Please note
Views expressed in contributions to TESOL in Context do not necessarily reflect those
of ACTA.

Editors for this issue (33/1)
Dr Sue Ollerhead

A/Prof Julie Choi

Dr Shashi Nallaya

Macquarie University
The University of Melbourne
University of South Australia

A/Prof Rod Neilsen (Guest Editor) Deakin University

Editors for next issue (33/2)
Dr Mei French University of South Australia
A/Prof Julie Choi The University of Melbourne

Journal Coordinator
Dr Fiona Tang Kaplan Business School (tic@tesol.org.au)

Copyeditors
Dr Daniel W. J. Anson
Dr Fatemeh Ranjbaran Madiseh

Editorial board

Macquarie University
Sultan Qaboos University, Oman

Dr Susan Creagh

Prof Russell Cross

Prof Ester de Jong

Prof Beverly Derewianka
Prof Toni Dobinson

Prof Joseph Lo Bianco
Prof Stephen May

Prof John Macalister

Dr Shem Macdonald
A/Prof Rod Neilsen

Prof Jin-Hwa Lee

Dr Sisilia Setiawati Halimi

The University of Queensland

The University of Melbourne

The University of Florida, USA

The University of Wollongong

Curtin University

The University of Melbourne

University of Auckland, New Zealand
Victoria University of Wellington, New Zealand
La Trobe University

Deakin University

Chung-Ang University, Korea
Universitas Indonesia, Depok, Indonesia



TESOL in Context 2024 VVolume 33 Number 01 General Issue

Journal of ACTA
Australian Council of TESOL Associations

ISSN 2209-0916

EDITORIAL

TESOL in Context: Bridging theory and practice for inclusive
education

Shashi Nallaya University of South Australia, Australia
Sue Ollerhead Macquarie University, Australia
Julie Choi University of Melbourne, Australia

As the global landscape of education continues to evolve, so too does our understanding of
what it means to teach English to speakers of other languages (TESOL). The diverse array of
five research articles and two book reviews presented in this edition of TESOL in Context,
sheds light on the multifaceted nature of language education, offering fresh perspectives and
innovative approaches that are essential for fostering inclusive and effective learning
environments.

“Inspired to be a teacher seriously”: An autoethnography of student engagement in a
Vietnamese TESOL training programme

This paper offers a compelling autoethnographic exploration of student teachers’ in-class
engagement following a 120-hour TESOL training programme at an institution in Vietnam. By
delving into personal narratives and experiences of a TESOL teacher trainer, the study
highlights crucial insights into student teachers’ engagement with teaching methods that
synthesise both theoretical and practical components. Moreover, the research enriches the
academic discourse, underscoring the potential of using the cognitive, emotional, and
behavioural engagement triad as a diagnostic tool to understand students’ learning experiences
in TESOL training programmes. The insights provided emphasise the importance of fostering
a supportive and inspiring educational environment that nurtures the aspirations of future
educators.

Expanding teacher understanding of scaffolding for multilingual learners using a language-
based approach to content instruction
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In this study, the authors delve into the critical role of scaffolding, in supporting multilingual
learners, learning English and subject area content. By employing a language-based approach
to content instruction, the research underscores the necessity for teachers to deepen their
understanding of scaffolding techniques. This paper explores how teachers approach, expand,
and apply their understanding of scaffolding practices, offering insights and implications for
teacher educators to enhance the scaffolding presented in coursework for multilingual learners.

AMEP and the burden of compliance

The Adult Migrant English Program (AMEP) serves as a lifeline for many migrants seeking to
improve their English proficiency. This paper brings to light the challenges posed by
compliance demands within the program focusing on the relationship between provider and
teachers of the AMEP, arguing that changes in levels and types of trust account for many of
the tensions within the AMEP. The author describes how compliance was raised as an issue
and introduce key concepts. He then tracks changes in approaches to compliance as manifested
in three AMEP curriculum documents over 75 years. The discussion progresses to three policy
trends that contributed to compliance becoming the burden currently experienced by providers
and teachers. The article concludes that there are signs that trust between stakeholders may be
changing, with a potential reduction in the burden of compliance.

Inclusion in the learning game: Applying considerations from cognitive neuroscience,
educational psychology, and SLA to language learning activity and materials design

This innovative paper bridges the gap between cognitive neuroscience, educational
psychology, and second language acquisition (SLA) to propose a comprehensive framework
for language learning activity and materials design. By integrating these fields, the authors
advocate for the creation of inclusive, engaging, and effective learning experiences. The paper
draws from relevant research pertaining to these domains to establish a framework for
designing and implementing activities and learning materials capable of facilitating enhanced
language learning outcomes within an inclusive classroom. The authors advocate ten key
considerations that provide teachers with necessary knowledge for designing language learning
activities and materials in an engaging and efficient manner.

The critical challenge for ELT in Indonesia: Overcoming barriers in fostering critical
thinking in testing-oriented countries

The authors of this paper refer to the Indonesian Government’s recent introduction of critical
thinking in education through its alignment in national exams and the curriculum. The authors
highlight the challenges this new policy creates for English Language Teaching (ELT) due to
the traditional testing culture. They argue that teachers need a deep understanding of critical
thinking and recommend the incorporation of this skill into daily teaching activities and
collaborative action research, to enhance teachers’ abilities in this domain.
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Conclusion

The articles featured in this edition of TESOL in Context — 2024 VVolume 33 Number 01 General
Issue — underscore the dynamic and interconnected nature of language education. From the
personal journeys of aspiring teachers to the systemic challenges within established programs,
these papers collectively highlight the importance of adopting holistic, inclusive, and research-
informed approaches. As we continue to navigate the complexities of TESOL, it is imperative
that we remain committed to bridging theory and practice, ensuring that every learner has the
opportunity to thrive.

Dr Shashi Nallaya is the Associate Director for the Teaching Innovation Unit of University of
South Australia. She has many years of experience teaching academic literacies, English
language, and second language acquisition. She has been extensively involved in the design,
implementation and evaluation of English language and teacher training programs at primary,
secondary and tertiary levels, in various linguistic and cultural settings. She is currently
working as an Academic Developer at UniSA. In this role, she is responsible for helping
academics implement an innovative curriculum through mentoring, staff development sessions
and resources. Shashi Nallaya studied for her PhD at the School of Education, The University
of Adelaide. Her doctoral study investigated how technology, student characteristics and
learning needs impact the acquisition of English language proficiency. Prior to taking up her
current role, she was working as a Learning Adviser at the Faculty of Professions, University
of Adelaide. She was an academic at the Faculty of Languages, Sultan Idris Education
University, Malaysia where she originates from. She was involved in the training of pre-service
teachers.

Dr Sue Ollerhead is a Senior Lecturer in Languages and Literacy Education and the Director
of Secondary Teacher Education at Macquarie University. She grew up in multilingual South
Africa, a country with twelve official languages, where she learned English, Afrikaans, isiZulu,
isiXhosa, and French at school and university. She began her teaching career at a Xhosa-
medium primary school and then went on to teach Zulu-speaking factory workers in South
Africa’s adult migrant literacy program. She has also spent a large part of her working life
teaching English and working in educational publishing in South Africa, Namibia, Egypt, and
the United Kingdom. Throughout her academic career, Sue has used her international
experiences to train numerous undergraduate and postgraduate students to become
knowledgeable, reflective, and responsive teachers of culturally and linguistically diverse
learners.

Dr Julie Choi is Associate Professor in Education (Additional Languages) in the Faculty of
Education at the University of Melbourne. She is co-editor of the books Language and Culture:
Reflective Narratives and the Emergence of Identity (2010), Plurilingualism in Teaching and
Learning: Complexities across Contexts (2018), and author of Creating a Multivocal Self:
Autoethnography as Method (2017).
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Abstract

TESOL (Teaching English to Speakers of Other Languages)
training programmes in Vietnam often emphasise the significant
alignment of academic knowledge with practical classroom
methods. However, an intricate yet underexplored topic is
understanding the dynamic engagement of student teachers in
those programmes to investigate the complexities of such
alignment. Therefore, this research examines factors influencing
student teachers’ in-class engagement following a 120-hour
TESOL training programme at an institution in Vietnam. This
autoethnographic study analysed a TESOL teacher trainer’s
reflections on student teachers’ engagement in the programme,
using artefacts in the form of anonymous and open-ended short-
text feedback from 30 students across approximately eight months.
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The reflection and feedback responses were analysed thematically,

anchored in a framework emphasising the three facets of in-class engagement, i.e., cognitive,
emotional, and behavioural dimensions. Through the analysis, three themes were constructed:
(1) theoretical-practical synthesis: how TESOL-related concepts are blended with concrete
teaching examples; (2) pedagogical climate: the teacher educator’s critical role in creating a
receptive and engaging learning environment; and (3) professional pathway clarity: the student
teachers’ understanding of their future roles and trajectories in the TESOL arena. The
research’s findings provide TESOL educators with crucial insights into student teachers’
engagement with teaching methods that synthesise both theoretical and practical components.
Moreover, the research enriches the academic discourse, underscoring the potential of using
the cognitive, emotional, and behavioural engagement triad as a diagnostic tool to understand
students’ learning experiences in TESOL training programmes.

Keywords: TESOL; TESOL education; engagement; teacher education; autoethnography.
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Introduction

In Vietnam, the rapid proliferation of Teaching English to Speakers of Other Languages
(TESOL) training programmes has sparked a vibrant debate about their efficacy and alignment
with the practical demands of teaching (see Andrew, 2020; Chowdhury & Phan, 2008; Nguyen
& Ngo, 2017; Ping, 2015). This debate strikes at the heart of what it means to prepare student
teachers in TESOL-related courses with essential skills and a foundation of subject matter
knowledge, as well as equip them for the real-world challenges they will face. However, there
remains a palpable gap in our understanding of how student teachers engage with these
programmes and the extent to which this engagement influences their views on effective
teaching practices for an English teacher.

TESOL programmes are designed to prepare student teachers with the crucial skills,
foundational knowledge, and pivotal strategies to effectively teach English to non-native
speakers (see Barnawi & Ahmed, 2020; Brown & Ruiz, 2017; Choi & Poudel, 2022). Student
teachers in this study refer to individuals who have enrolled in TESOL training programmes
and are at various stages of their professional development, from novice teachers seeking to
enter the field of English language teaching (ELT) to more experienced teachers looking to
refine their teaching practices and expand their expertise in TESOL methodologies. These
training programmes, which vary widely in their structure, content, and delivery methods, serve
as a crucial bridge between theoretical linguistics and practical teaching methodologies
(Darling-Hammond et al., 2017; Ellis et al., 2020; Nguyen, 2019; Nguyen & Tran, 2022).

Literature in the field of language education consistently highlights several key elements
crucial to the success of TESOL programmes (Kumaravadivelu, 2012; Nguyen & Tran, 2022;
Richards & Rodgers, 2014; Swan, 2018). Notably, the research underscores the importance of
a robust curriculum that integrates linguistic theories with teaching practices, the development
of a supportive and inclusive learning environment, and clear guidance on career pathways for
aspiring TESOL professionals (Freeman & Johnson, 1998; Nguyen & Tran, 2022; Richards,
2017). These foundational elements are critical for equipping future English language teachers
with the tools to navigate the complexities of language instruction in diverse educational
settings.

Driven by a blend of professional curiosity and personal investment, the first author of this
paper (Hoang) embarked on this study to unpack the layers of student teacher engagement in
Vietnamese TESOL programmes. This exploration was a journey to the core of what makes
the TESOL training programme meaningful and effective, both for Hoang as a teacher in the
training and the engaged student teachers in the course. Hoang approached one of his PhD
supervisors (Lynette, the second author of this paper) to act as a critical friend in this study,
providing insights and probing questions. It is important to note that, throughout the rest of this
paper, when the first person pronouns I, me, or my are used, it reflects Hoang’s insights and
personal experiences. This was purposely chosen, as this paper is the story of Hoang’s journey
to uncover the elusive factors that influence student teacher engagement. When the pronouns
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we, us, or our are used, this is done to reflect a more general description of the study design or
theory, as this was a collaborative effort between Hoang and Lynette.

My journey into the heart of TESOL is deeply personal, driven by a quest to understand how
we, as teachers, can bridge the divides of language and culture to fully unlock our students’
potential. My attention was initially captured by the global surge in the demand for English
proficiency, a testament to the critical role TESOL training programmes hold in our
interconnected society. Over the past two years, my role as a TESOL teacher educator has been
to equip student teachers with the essential skills and knowledge for effective teaching. Yet,
my focus has equally been on fostering cultural sensitivity and adaptability, which are critical
requirements in a TESOL training course (Brown & Ruiz, 2017; Gay, 2018; Tomlinson, 2016).
These factors reflect the aspirations of many student teachers engaging in TESOL -related fields
worldwide (Bordia et al., 2006; Nguyen & Tran, 2022; Yoko & Elke, 2022), underscoring the
vital influence teacher educators have on their course success and their future views on ELT.

My focus has sharpened on Vietnam, my homeland, where the thirst for English education has
surged, driven by the winds of globalisation and economic integration (Le, 2020). Here, the
landscape of TESOL programmes has blossomed to meet this demand, each initiative a beacon
of hope for bridging language divides (Le & Le, 2022). Yet, as these programmes multiplied
over the past years, so did my concerns about the depth and quality of engagement they fostered
among student teachers. This concern is not only academic but also personal. | have seen first-
hand the difference a deeply engaged teacher can make, and | have witnessed the
transformative power of passionate and participatory education. Working with student teachers
across classes in those programmes, listening to their stories of why they want to become
English teachers, and observing how they progressed throughout the instructed course, | have
gained many insights. This experience echoes the findings of Chen and Gao (2020), who
highlight the significance of such immersive learning experiences in the journey of language
teacher education. Significantly, 1 am deeply invested in ensuring that these TESOL
programmes not only meet the growing demand for English language teaching but also truly
empower student teachers to foster learning environments where engagement is deep,
meaningful, and transformative for every future student whose lives they touch.

In the Vietnamese context, as the demand for qualified English language teachers continues to
grow, understanding the core components that contribute to effective TESOL training has
become increasingly important (Ilieva & Ravindran, 2018; Morgan, 2019; Nguyen & Tran,
2022). Engagement, as | have come to understand it in the realm of TESOL, is a multifaceted
concept encompassing cognitive, emotional, and behavioural dimensions of student teacher
learning (Fredricks et al., 2004). In TESOL training, engagement reflects the intellectual rigour
student teachers bring to their studies, the emotional connections they forge with their training
and their active participation in shaping their learning journeys (Ellis et al., 2020; Hawkey,
2006). High levels of student teacher engagement in those programmes are the lifeblood of
effective teaching, nurturing a profound understanding of teaching methodologies and honing
classroom management skills that could positively contribute to student teachers’ learning
outcomes (Fredricks et al., 2004; Nguyen & Ngo, 2017; Nguyen & Tran, 2022). Research
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indicates that understanding how teachers can engage students effectively within the training
context can shape student teachers’ views on implementing these approaches in their future
classrooms (Kumaravadivelu, 2006; Nguyen, 2019). Therefore, understanding how student
teachers engage within such programmes requires trainers to reflect on and adapt their
instructional strategies and classroom dynamics.

My experiences as a TESOL educator have led me to pursue a PhD exploring the influence of
student engagement on language teacher identity. In this way, | can agree with Pretorius (2019),
who notes that “it is the research topic that chooses the researcher” (p. 3). Through my
experiences in the PhD, I have reflected on my role as a teacher educator, and it is through this
lens that | approach the present study. | hope to contribute to the scholarly discourse by
answering the following research questions:

RQ1: Reflecting on my role as a teacher educator, what key factors within the TESOL training
programme do | perceive as significantly influencing student teacher engagement?

RQ2: Based on my experiences and observations, how do | believe these factors influence the
overall effectiveness of teacher preparation in the TESOL training programme in Vietnam?

Conceptual framework

My study is anchored in the multi-dimensional engagement framework delineated by Fredricks
et al. (2004). My analysis particularly emphasises three critical dimensions of engagement
(cognitive, emotional, and behavioural) as they pertain to how I perceive student teachers’
engagement throughout the TESOL training programmes. In this framework, behavioural
engagement is characterised by various factors, including participation, effort, attention,
persistence, adherence to positive conduct, and the avoidance of disruptive behaviours
(Fredricks et al., 2016). Emotional engagement is understood through the lens of student
teachers’ positive and negative feelings towards their educators, peers, academic subjects, or
the course itself, alongside their sense of belonging and identification within the learning
environment (Fredricks et al., 2016). Finally, cognitive engagement involves the application of
self-regulated learning strategies, deep learning approaches, and the exertion of effort required
to grasp complex concepts (Fredricks et al., 2016).

Analysing any of the emotional, behavioural, or cognitive components in isolation fails to
capture the complexity of human psychological processes (Dao et al., 2021; Huynh & Adams,
2022; Ngo, 2022). Consequently, I also adopted Vygotsky’s cultural-historical theory of
learning and development (1994, 1998) in this study. Vygotsky’s (1994) theory supports
Friedricks’ (2004) engagement framework by seeing the dimensions of engagement as
interdependent components of a holistic educational experience. Vygotsky’s (1994) theory also
emphasises the dynamic interplay between an individual and their environment, highlighting
how this interaction is central to learning and personal development. Individuals contribute
their unique experiences to this interplay, thereby influencing the nature of their interactions
within various contexts (Ngo, 2022; Vygotsky, 1994). Concurrently, the environment, along
with its participants, moulds the individual’s development (Vygotsky, 1994). This perspective
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underscores the symbiotic relationship between a person and their surroundings, suggesting
that the essence of learning and development is found in the fluid exchange between internal
processes and external influences (Vygotsky, 1994). Figure 1 demonstrates the conceptual
framework for this study. This diagram highlights the interrelatedness of cognitive, emotional,
and behavioural engagement and their cumulative effect within the classroom setting.

Cognitive

engagement

Emotional Behavioural
engagement B i engagement

Figure 1. The interrelatedness of cognitive, emotional, and behavioural engagement.

Recent research suggests that the dynamics of student engagement are significantly influenced
by the classroom environment and individual learner characteristics (Dao et al., 2021; Huynh
& Adams, 2022). Of particular significance in the context of student teachers undergoing
TESOL training programmes is the intricate interconnection among cognitive, emotional, and
behavioural engagement dimensions. In this paper, cognitive, emotional, and behavioural are
defined based on their specific roles and impacts on student learning. Firstly, the fusion of
cognitive engagement (interpreting tasks, planning lessons, and understanding language
theories) with emotional engagement (building rapport with peers and establishing awareness
of the target language’s culture) is crucial. This combination empowers student teachers to
foster an inclusive mindset and effective learning environments tailored to diverse linguistic
and cultural backgrounds of their students.

In addition, the symbiosis of emotional engagement (such as feeling motivated to learn or being
emotionally connected to the lectures) with behavioural engagement (including active
participation and maintaining professionalism in class) reinforces interactions between teacher
educators and student teachers and fosters a conducive atmosphere for TESOL training.
Thirdly, the integration of behavioural engagement (classroom management and adaptability)
with cognitive engagement (applying critical thinking in lesson delivery) equips student
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teachers with the necessary skills to effectively translate theoretical knowledge into practical
teaching strategies.

Methodology

Ethics

This project was approved by Monash University’s Human Research Ethics Committee
(project number 40905). Both authors of this paper voluntarily took part in this study and
agreed to share their experiences. The second author of this paper (Lynette) is one of my PhD
supervisors, connoting an inherent power imbalance. It is important to note that | approached
Lynette to act as a critical friend for this study, as she is an expert on the research methodology
applied in this study. To avoid potential issues arising during the research process as a result
of the inherent power imbalance, my other PhD supervisor did not take part in the study but
instead acted as an independent observer.

Research paradigm

In this study, we adopted the constructivist paradigm, as we understand reality as subjective,
constructed in the minds of individual people (Lincoln & Guba, 2016). In this study, my
understanding of the world is, by necessity, different from that of Lynette’s because of our
different life experiences within social, cultural, and historical contexts. Arising from research
demonstrating that PhD students’ voices can be marginalised in academia (see Pretorius &
Macaulay, 2021), we wanted to ensure that my understanding of reality was privileged
throughout this study. Importantly, though, constructivism also emphasises the co-construction
of knowledge (Lincoln & Guba, 2016). This was crucial in this study, as my knowledge
construction involved a process of individual interpretation and collaborative construction
between the two authors.

Autoethnography as research methodology

In this study, we used autoethnography as a methodology. Autoethnography is a qualitative
research methodology which privileges insider knowledge by allowing researchers to
purposely explore personal experiences to illuminate cultural phenomena (Adams et al., 2022;
Ellis etal., 2011; Pretorius & Cutri, 2019; Pretorius, 2022). The educational context of TESOL
programmes in Vietnam can be considered as a cultural phenomenon, reflecting the perceived
need of the Vietnamese people to engage with the wider world through a particular language.
At the same time, the Vietnamese education system is complex, shaped by a variety of political
and cultural influences, as well as a variety of linguistic and educational systems (see, e.g.,
Hoang, 2018). Consequently, we chose autoethnography as our methodology because it values
my insider knowledge of the Vietnamese educational and cultural systems, helping us to better
understand the complex dynamics of student teacher engagement within the TESOL
programme.
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To apply autoethnography in this study, we employed the following process. Firstly, I recorded
my reflections on my journey as a TESOL educator. These reflections were recorded in the
form of reflective diary entries and through self-interviews using Zoom. Written reflections
were chosen because they could help me explicitly recognise knowledge that may have been
implicit in my actions (see, e.g., Pretorius & Ford, 2016). I used the reflective prompt strategy
as described by Pretorius and Cutri (2019). The prompts for reflection included:

“What happened?”

“How did this experience make me feel?”

“What went well and what could I have done better?”
“What did I learn from this experience?”

“How have I used this experience to inform my TESOL teaching practices?”

I also utilised Pretorius’ (2024) method of interviewing oneself through Zoom to reflect on
important experiences identified within my written reflections. This was done to encourage me
to delve deeper into the more emotional aspects of my experiences, using the following
prompts:

“Why did this experience make me feel this way?”
“How would this experience make me feel now?” and

“Why would I react differently now?

| recorded the interview using Zoom, transcribed the recording using Otter Al, and corrected
the transcript as needed before it was used for further data analysis.

Secondly, I consulted artefacts from my past teaching in the TESOL programme. This took the
form of 30 anonymous feedback comments provided to me by student teachers over a period
of approximately eight months across 12 different TESOL workshops. These feedback
comments were used to prompt further reflection, helping me to focus on the elements of
engagement reflected in the student teachers’ comments and how these comments influenced
my teaching practices.

Thirdly, | engaged in a process of writing as reflection. This allowed me to further explore my
thoughts and feelings during the experiences | was describing. This exploration was
supplemented by prompting questions from Lynette, which reminded me of other experiences
that further shaped my understanding of my experiences. Lynette’s prompting questions also
encouraged me to discuss aspects of my experiences that may be hidden or assumed contextual
knowledge. It is important to highlight that this process of writing and rewriting my story
allowed me to engage deeply with my experiences, encouraging me to highlight the more

10
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emotive or vulnerable parts of my story. In this way, the writing and rewriting process can be
considered an important additional aspect of data collection.

Fourthly, I applied my analytic lens by re-examining my reflections by overlaying the aspects
of the conceptual framework. Lynette asked me prompting questions to encourage me to add
additional details highlighting the cognitive, emotional, and behavioural dimensions of the
experiences | was describing. This also helped me highlight what I thought others could learn
from my own experiences.

Finally, reflexive thematic analysis (Braun & Clarke, 2006, 2019, 2022) was applied iteratively
throughout the writing as a reflection process as well as after applying the analytical lens. This
IS because we acknowledge that data collection is not linear, with additional insights gained
throughout the data analysis process prompting the need for further data collection. This
reflexive method of analysis also links with our constructivist paradigm, as we note that
knowledge is constructed and reconstructed through experience and social interaction.

Trustworthiness

In this study, trustworthiness was embedded throughout the data collection and analysis
approach. Firstly, | employed data triangulation by collecting and analysing multiple data types
(reflections, self-interview, and artefacts). Secondly, researcher reflexivity was embedded
throughout the research process. As noted by Stahl and King (2020), researchers should be
aware of how their values influence the interpretation of their findings. It is important to note
that this is considered a strength in qualitative research, particularly autoethnographic research,
because insider knowledge and subjectivity are valued (Adams et al., 2022; Ellis et al., 2011,
Pretorius, 2022; Pretorius & Cutri, 2019). By incorporating reflexivity throughout, | have been
able to create vivid and detailed descriptions of my personal experiences. Thirdly, the artefacts
contribute to the trustworthiness of the research as they represent my prolonged engagement in
the context. As highlighted by Stahl and King (2020), regular, persistent, and natural data
collection practices combined with the researcher’s reflexive self-analysis are important in
ensuring the credibility of qualitative research. Finally, Lynette acted as a critical friend for
me, which further contributed to my research reflexivity during the data analyses.

Findings and discussion

Being a TESOL teacher trainer

When | first started working as a TESOL trainer in 2022, | reflected on a path that was more
than just a series of academic degrees. This complex route started with a four-year bachelor’s
degree in ELT in Vietnam and continued with two years of master’s studies in Australia.
Indeed, my academic journey significantly influenced my decision to become a TESOL trainer
and shaped my teaching philosophy in various ways. My undergraduate years gave me a solid
grasp of ELT education and a profound respect for the intricacies of teaching English as a

11
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foreign language. It was here that | first learned about the complex nature of language learning
and instruction, which piqued my interest in practical application rather than academic theories.
This experience provided the groundwork for my desire to be a TESOL trainer, as | became
more conscious of the transforming potential of excellent language teaching.

My teaching perspective was further strengthened throughout my master’s studies in Australia.
Immersed in an international and research-intensive setting, | was exposed to a wide range of
pedagogical techniques and teaching strategies, allowing me to understand language instruction
as more than just information transfer, but as a dynamic, participatory process that could be
tailored to the various learners’ needs. My Australian education’s focus on cultural sensitivity,
learner-centred techniques, and critical thinking struck a deep chord with me, greatly
transforming my approach to TESOL training.

Being a TESOL teacher trainer was a profound voyage of self-growth, introspection, and
transforming discovery, which had a significant impact on my perspectives and practices in
TESOL training. Specifically, it has provided me with empathy, understanding, and practical
knowledge - all of which are required for teacher trainers to contemplate successful
involvement in programmes (Brown & Ruiz, 2017; Choi & Poudel, 2022). Such an approach
is consistent with approaches that highlight the need for comprehensive educational
experiences that combine emotional and experiential learning with academic rigour (Fredericks
et al., 2004; Larsen-Freeman & Anderson, 2013; Nguyen, 2019).

These in-class TESOL training experiences changed my knowledge of TESOL and helped me
establish a more sophisticated approach to student teacher participation in this environment.
By reflecting on my teaching and the feedback from my student teachers’ on their learning as
they finished their training TESOL sessions, | have constructed three key themes: 1)
theoretical-practical synthesis, 2) pedagogical climate and student teachers’ learning, and 3)
professional pathway clarity for student teachers. This construction process was thorough and
careful, involving systematic analysis and reflection to ensure the themes accurately represent
the core aspects of the training experience.

Theme 1: Theoretical-practical synthesis.

The first important dynamic | found was the indispensable relationship between theory and
practical applications during the training. This synthesis extends beyond theoretical
comprehension of the course material to include the implementation of these ideas in different
and practical teaching contexts. Through my students’ experiences and reflections, | also
learned that such integration of theoretical knowledge with practical application is critical to
their engagement. One student noted, “Everyone was engaged in the lessons, and had a chance
to express ideas. A lot of activities were carried out to enable us to practise using some of the
methodologies.” Echoing the perspectives of scholars like Freeman and Johnson (1998), I
resonated deeply with one student who commented, “The way you organise the class sets
examples of different ways that we can use to apply in our own class”. Here, | understood that
it could be cognitively demanding for student teachers to really absorb a large amount of
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theoretical knowledge regarding learning theories and motivations within a short amount of
time. Therefore, | utilised practical demonstrations and interactive methodologies to help them
internalise these concepts. This approach not only made the learning more tangible but also
allowed the students to envision themselves applying these theories in real-life teaching
scenarios.

| learned that by actively involving students in the learning process and demonstrating the real-
world applicability of theories, | could cultivate a more engaging and effective learning
environment. As one student noted, “The content has some real-life situations, which makes
the lesson more well-organised, approachable, and memorisable”. This insight aligns with
O’Neill’s (2015) emphasis on the practical application of theoretical knowledge, underscoring
the vital role of experiential learning in teacher education. Indeed, the real-world application
of these concepts enables TESOL teacher trainers to refine their approach, adapting to the
evolving needs of student teachers (Fredricks et al., 2004; Fredricks et al., 2016; Johnson, 2009;
Larsen-Freeman & Anderson, 2013). By bridging the gap between theory and practice, | strived
to empower my student teachers with both the knowledge and the confidence to apply these
concepts in their future classrooms, fostering a deeper understanding and a more profound
engagement with the material.

The transformative impact resulting from the synthesis of theory and practice is evident in my
students’ satisfaction and growth. This is manifested in their reflections, aligning with Ellis’
(2003) perspective on the importance of practical curriculum design. Statements like “After
module 1, I think | have established a kind of foundation for teaching in general” signify the
foundational influence of my teaching approach. My emphasis on clear, practical delivery,
highlighted by a student’s comment on my technique of “Pointing and emphasising
keywords...with lots of examples”, showcases my commitment to making complex theoretical
content accessible and engaging. This integrated teaching strategy, blending real-world
contexts with academic theories, personalised the learning experience, as echoed in the
students’ feedback. Remarks such as “I have learnt a lot...from the way you manage the class”
and expressions of gratitude underscore the depth and effectiveness of this approach.

Reflecting on the multi-dimensional effects of my teaching approach on student teacher
learning, | deeply appreciate the profound impact of balancing theoretical and practical
elements. Firstly, the cognitive dimension is addressed as student teachers actively process and
internalise complex theoretical concepts, applying them in practical scenarios. Some student
teachers did express their excitement when they could successfully apply these to their current
classes. This intellectual involvement is crucial for deep understanding and long-term retention
(Fredricks et al., 2004; Fredricks et al., 2016). Secondly, the emotional dimension is nurtured
as student teachers develop a personal connection to the material. This emotional engagement
arose when my student teachers observed the relevance and applicability of what they had been
learning, enhancing their motivation and commitment to the course. Finally, the behavioural
dimension is exemplified through active participation in classroom activities, discussions, and
the whole course. This hands-on involvement is essential for developing practical skills and
building confidence in their future roles as ELT teachers (Ellis, 2003; Fredricks et al., 2004;
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Fredricks et al., 2016). Together, these three elements of student teacher participation provide
a comprehensive learning experience that not only motivates me as a trainer, but also prepares
student teachers for the many opportunities and challenges of teaching English in their future
courses.

However, | also experienced first-hand the challenges of combining theoretical knowledge with
practical application in the curriculum. I must confess that one of the most significant
challenges | faced in blending theory with practice stemmed from the constraints of limited
time. | recall moments where the urgent needs of a hectic academic schedule hampered the
richness and depth of the curriculum | wanted to disseminate. A clear illustration of this was
an ambitious lesson plan | created to connect academic topics with hands-on activities. |
imagined a class in which students might not only study teaching approaches but also practise
using them in real-world situations. Due to the programme’s strict time constraints, these
detailed, participatory sessions had to be greatly reduced, if not completely eliminated. A
student teacher’s feedback emphasises this point:

I wish Module 2 were longer, with more details on teaching grammar, reading,
listening, etc. Module 1 was too long, and its content isn 't as applicable to our
future teaching careers. Two days for Module 1 would be sufficient. The
remaining three days of Module 1 should be allocated to Module 2 instead.

The impact of the time limitation was twofold. On the one hand, it caused me to feel a genuine
feeling of irritation, as | felt that the full potential of my teaching - and hence my student
teachers’ learning experiences - was not being realised. On the other hand, it restricted student
teachers’ ability to fully interact with the content in a more immersive, experiential manner.
This hampered their capacity to internalise theoretical notions while also limiting their
opportunities to build practical abilities via exploration and experience.

This ongoing struggle against the clock has served as a sobering reminder of the intricacies and
constraints inherent in educational institutions. It emphasises the need for a more adaptable,
time-efficient curriculum design that can fit both the breadth and depth of learning necessary
in TESOL instruction. Reflecting on my own teaching experiences, | recognise the constraints
highlighted by Nguyen and Ngo (2017) that these inflexible structures can stifle the essential
dynamic interplay between theory and practice. From my experiences with student teachers’
feedback, there is a need for a more balanced approach in the training curriculum. Language
components and skills teaching should be given greater emphasis, while the allocation for
learning theories is optimised for relevance and applicability in real-world teaching scenarios.

Student feedback emphasises the crucial necessity of an adaptable and reactive teaching
method, particularly for individuals with varied educational backgrounds. One student teacher
expressed, “The content is quite abstract. For the first class, the teacher didn’t speak
Vietnamese, so it’s hard for the others to understand. But day by day, when we suggested, the
instructor spoke bilingual, everything seemed better [sic].” This reflects the importance of
adaptability in teaching methods and the use of both languages to bridge language barriers,
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enhancing comprehension and engagement. | have utilised bilingual instruction as a deliberate
approach to improve understanding and include emotional and cultural aspects of learning,
resulting in heightened involvement and improved memory retention. I noticed that the use of
Vietnamese acknowledged the mental effort required to digest novel theories and concepts,
particularly when it is delivered in a language that is not the native tongue. This student-centric
approach facilitates the utilisation of practical demonstrations that connect with the students’
cultural backgrounds, in line with wider educational goals to cater to different learning
preferences and language abilities. The purpose of this programme is to provide student
teachers with the required abilities to effectively traverse the intricacies of real-world teaching
contexts. My training focusing on adaptation is crucial for presenting knowledge and creating
educational experiences that are accessible and meaningful to students from various
backgrounds. In general, the input from student teachers emphasises the significance of
modifying teaching techniques to effectively connect theoretical knowledge with practical
applications, thereby facilitating a smoother transition into more intricate areas (DelliCarpini,
2008; Ellis et al., 2020; Hawkey, 2006).

Theme 2: Pedagogical climate and student teachers’ learning.

The second important dynamic | have come to understand deeply is how the pedagogical
climate within training programmes critically shaped the learning experiences and outcomes
of student teachers. Here, pedagogical climate is viewed as the overall atmosphere and
dynamics of the teaching and learning interactions. In my journey, it is critical to consider the
value of building a learning environment that is not only supportive and collaborative, but also
aligns with each student teacher’s personal and professional development. Jensen (2019)
emphasises this need for an engaging environment, which | observed as pivotal in enhancing
student motivation and fostering a sense of community.

In my actual practices, | focused on cultivating an atmosphere that encouraged enquiry,
nurtured curiosity, and acknowledged each student’s unique journey to energise the classroom.
The implementation of active learning strategies, where student teachers engage in discussions,
group activities, and practical exercises, has been central to this approach. For instance, when
a student teacher noted, “The group discussions were really helpful for understanding different
viewpoints”, it underscored the importance of collaborative learning in enhancing critical
thinking and peer learning. I also had students create mind maps to explore and illustrate their
understanding of theories, significantly contributing to the dynamic pedagogical climate of my
TESOL classes. This exercise allowed student teachers to visually and conceptually organise
their thoughts, fostering a deeper and more personalised comprehension of complex theories.
Following this, | motivated them to display these mind maps on the classroom walls as part of
an exhibition that transformed the learning space into an interactive gallery of ideas. All
students moved around the classroom, observing and taking notes on the mind maps created
by their peers. After this exploration, they gathered in groups to discuss their observations and
insights, sharing what they had learned from each other’s interpretations and perspectives. This
interactive exercise fostered a deeper understanding and collaborative learning environment.
One student captured the essence of this experience by saying, “Seeing our mind maps on the
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wall made the theories we learned feel alive and relevant.” Additionally, the exhibition format
facilitated a sense of ownership and pride among students over their learning process, further
engaging them emotionally and cognitively (Fredricks et al., 2016).

Such strategies highlight the multifaceted nature of engagement illustrated in the Figure 1
framework, where cognitive understanding is complemented by creative expression and
collaborative exploration, creating a rich and stimulating learning environment that is both
informative and inspirational (Fredericks, 2004; Fredricks et al., 2016). The positive feedback
from my students, such as “The instructor is interactive with the class and didn 't make me
disappointed in selecting to study TESOL! Very much inspiring!” and “Mr. Hoang is an
enthusiastic teacher,” reflects the essence of my teaching philosophy, which aligns with
research highlighting the teacher’s crucial role in energising the classroom (Nguyen & Tran,
2022; Richards, 2017). Students have expressed their appreciation for the learning environment
I cultivated, noting, “I feel | have learned a lot about teaching from you, including how to
inspire and interact with students” and emphasising the importance of a relaxed atmosphere
when tackling challenging material. This aligns with Swan’s (2018) emphasis on the
significance of a supportive, collaborative, and empathetic environment that fosters a sense of
belonging and community, which is essential for academic success.

My teaching style is also profoundly anchored in building healthy, respectful teacher-student
relationships, as expressed by a student who commended my “conscientious guidance.” As |
systematically reviewed the feedback, several recurring phrases drew my attention —words like
“enthusiastic,” “inspiring,” and “supportive,” and ‘“‘understanding” frequently recurred,
pointing to the effectiveness of my approach. These descriptors not only reaffirmed my
methods but also mirrored the importance of fostering a learning environment that is both
engaging and empathetic. The relationship between me and my student teachers, as Swan
(2018) articulates, provides a safe space for students to express vulnerabilities, explore new
ideas, and take risks. The impact of such a nurturing environment is evident when a student
remarks on how they were inspired to have a new view on teaching, emphasising the
significance of mutual respect and understanding in our interactions during the training.

The feedback from my students, highlighting their desire for deeper connections, underscores
a critical dimension of the pedagogical climate — the student-teacher relationship. The act of
remembering a student’s name, while seemingly simple, is an engaging gesture that can
significantly alter the classroom dynamics. It transcends the traditional student teacher-trainer
hierarchy, fostering a sense of belonging and mutual respect. By recalling and using their
names, | communicated a message of recognition and an understanding of the importance of
their individuality, effectively turning our classroom from an impersonal space into a thriving,
engaged community. This is consistent with student teachers’ expectations shaping the nature
of learning exchanges (Kim & Nguyen, 2018).

Theme 3: Professional pathway clarity for student teachers.
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The third important dynamic in my exploration was the clarity of professional pathways for
student teachers in TESOL education, which involves a deep dive into the interconnection
between students’ career aspirations and their educational experiences. The pathway clarity
referred to here pertains not only to comprehending the available positions that exist in
contemporary TESOL scenarios but also to fully knowing the specific skills and competencies
that are necessary for each role. It clarifies the teaching profession, converting it from an
unclear aspiration into a concrete objective with clear steps and milestones. Upon
contemplation of my past educational experiences as a student teacher involved in TESOL
programmes, the lucidity of career trajectories served as a guiding light, helping me navigate
through the complexities of the area. This component, therefore, was crucial in influencing my
methodology for training, as it enabled me to customise my learning towards precise objectives,
resulting in a meaningful and focused educational encounter.

As a trainer, this understanding of the significance of professional clarity has profoundly
shaped my teaching philosophy. My goal is to not only teach my student teachers’ academic
knowledge and practical skills, but also to guide them towards the various career opportunities
that are open to them. This method seeks to provide them with not just the capacity to teach
proficiently but also the insight to navigate their careers in TESOL with assurance and
intention. Understanding career trajectories and professional identities is pivotal in motivating
student teachers and aligning their personal goals with professional development needs
(Barkhuizen, 2021; Zhang & Zhang, 2016). Professional clarity is not only important for
personal motivation, but it also serves as a fundamental element in fostering the growth of
skilled, thoughtful, and flexible TESOL professionals. It is crucial to not only equip student
teachers with the necessary skills for the classroom but also to make them aware of and
motivated by the various opportunities that exist beyond. This understanding becomes
particularly salient when considering the diverse and rapidly changing landscape of the TESOL
field.

The feedback from my students complements these academic insights. One student’s
revelation, “I realised that teaching is something that’s beyond my mind,” encapsulates the
transformative journey of recognising the depth and breadth of the teaching profession. This
student teacher further confirmed “I have been teaching for 3 months based on my instinct to
teach my students. But now, after a 4-day TESOL training, | notice that | lacked many things
about teaching. I am so appreciative of Mr. Hoang for giving many lessons that | can
acknowledge not only in the teaching method but also in life [sic].” Based on the learned
content, the students also made a commitment to their future practices “.... the teacher also told
us that the key to success in teaching language is understanding the principles and processes
of behaviourism, cognitivism, constructivism, communicative language teaching... 7’m willing
and trying to work hard to make a change”. I understand that encouraging student teachers to
have a deep appreciation for the nuanced complexities of the teaching profession is critical.
Their realisation that effective teaching extends beyond instinct to encompass a broad array of
pedagogical theories and life skills underscores the transformative impact of comprehensive
TESOL training. “After Module 1, | was inspired to be a teacher seriously and to learn post-
education like you. Thanks to you, | can see clearly the role and responsibilities of a
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teacher.” This aligned with many student teachers valuing that their future practices benefited
a lot more from their participation in the course.

This mirrors my own experiences where | actively sought advice and orientation from
colleagues and the academic manager, indicating the value of professional mentorship. This
student’s expression of need and my personal quest for guidance both illustrate a larger context
where student teachers are seeking direction and mentorship to understand and navigate the
complexities and opportunities of the TESOL field. Faez and Valeo (2012) highlight this
necessity, noting the critical role TESOL programmes play in providing comprehensive career
guidance and mentorship. | strongly believe such support is pivotal in shaping future teachers,
equipping them with not only theoretical knowledge but also practical wisdom and insights
into the ever-changing scenario of language teaching and learning.

Considerations and implications

It is important to acknowledge that my findings represent my journey as a single teacher trainer.
Readers may, therefore, consider that my work is less statistically generalisable to other
contexts. It is important to note, however, that qualitative research does not aim to provide this
type of generalisability (see Smith, 2018). Instead, my work aims to highlight findings that are
naturalistically generalisable and transferable. Naturalistic generalisability refers to research
that resonates with the reader’s experiences through evocative storytelling (Smith, 2018). 1
have also used stories and detailed quotes from my students’ feedback as a way to provide an
engaging story, which I believe is transferable to other contexts. In this way, | believe my story
can be of relevance to new educators entering the field, providing a guide to the importance of
the teacher student relationship and the role teachers have in motivating and inspiring their
students.

Furthermore, while this study did consider student feedback over an eight-month period,
additional longitudinal studies may highlight additional themes that could not be found in our
study. That being said, our study does highlight the importance of reflexivity as an educator,
which we believe could be a valuable model for future TESOL educators, particularly those
new to the field, to help them gain confidence in their own practice.

The dynamic nature of TESOL necessitates an adaptable and forward-looking approach to
curriculum design and career guidance (Clarke-Jones, 2021). As a TESOL trainer, | was often
tasked with preparing student teachers for the shifting terrains of global demand, technological
advancements, and updates on current teaching scenarios. This required an ongoing
commitment to update my teaching methodologies and course content to reflect contemporary
trends and technologies, thereby ensuring my students are equipped to meet the demands of
diverse teaching contexts (Andrew, 2020; Nguyen & Ngo, 2017; Ping, 2015). This is of
particular significance in the current environment where generative artificial intelligence is
acting as a catalyst and disrupting force within education. That being said, the three themes I
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have constructed align with recent research exploring the elements of Al literacy, particularly
in addressing the socio-emotional awareness dimension (see Pretorius & Cahusac de Caux,
2024). | believe that my approach to teaching will stand me in good stead as | help nurture my
student teachers’ understanding and implementation of new technologies such as generative Al
into their future work. Moreover, the examination of professional pathways must consider the
varied contexts in which TESOL teacher trainers operate. As Morrison (2017) points out, the
roles and opportunities for TESOL educators differ significantly across different educational
settings and cultures. While English is considered a global lingua franca, the diversities in
Global Englishes necessitate an adaptable and contextually knowledgeable workforce (see,
e.g., Rose & Galloway, 2019). This diversity calls for a nuanced and comprehensive approach
to career planning within TESOL programmes. By fostering an understanding of the global
TESOL landscape, we can prepare our students not only for the challenges but also for the
myriad opportunities that lie ahead.

Conclusion

This study aimed to explore my role as a teacher educator within a TESOL programme to
identify the factors that | believe significantly influence student teacher engagement and
explore how they impact the classroom experience. My autoethnographic exploration identified
three key factors—theoretical-practical synthesis, pedagogical climate, and professional
pathway clarity. The exploration of how these factors affected the classroom experience
highlighted three elements. First, the harmonious integration of theory and practice enriches
the learning experience, making the theoretical knowledge not only more digestible but also
immediately applicable, thus bridging the gap between abstract concepts and classroom
realities. Second, the nurturing pedagogical climate for which | advocate fosters a community
of learners who are motivated, engaged, and collectively involved in their educational journey,
enhancing both their academic and emotional growth. Finally, the clarity of professional
pathways illuminates the route for aspiring TESOL educators, equipping them with not just the
skills, but also the vision to navigate their future careers with confidence and purpose. As we
draw this paper to a close, it is paramount to reflect on the profound journey embarked upon
through this research, exploring the complex yet rewarding world of TESOL training
programmes in Vietnam. Our findings not only illuminate the intricate dynamics of student
teacher engagement but also offer vital insights for enhancing TESOL education, profoundly
impacting both the individuals involved and the broader educational landscape. Here, we
acknowledge that the complexities of how student teachers engage in TESOL programmes
could add significant cultural layers to their learning experiences. This insight informs TESOL
practitioners to embrace culturally responsive pedagogies that are cognizant of the societal
norms and values shaping future English teachers’ perceptions towards ELT education in
Vietnam. In conclusion, as we reflect on the engagement and transformation witnessed through
this research, it becomes clear that the path to becoming a TESOL educator is both a personal
and professional quest, enriched by deep engagement, rigorous training, and a clear
understanding of the career landscape. As educators, our role transcends the boundaries of mere
instruction to become mentors and guides in the ever-evolving landscape of language
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education. The insights gained from this study not only contribute to the academic discourse
but also resonate deeply with those committed to the art of teaching, inspiring current and
future educators to approach TESOL with passion, dedication, and a deep commitment to
fostering educational excellence.
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course assignments: (a) a designed lesson plan and reflection of the taught lesson, and (b) a
video-based observation of a lesson. Both assignments incorporated the six Cs of Support
(namely, a means of scaffolding based on LACI). Findings indicate that teachers deepened
their understanding of scaffolding in general and in relation to the six Cs of Support for MLs.
This study anticipates how teachers approach, expand upon, and apply their understandings of
scaffolding practice, offering insights and implications for teacher educators to enhance how
scaffolding is presented in coursework with a focus on MLs.

25


mailto:ab139@uark.edu
https://creativecommons.org/licenses/by-sa/4.0/
https://creativecommons.org/licenses/by-sa/4.0/

TESOL in Context 2024 Volume 33 Number 01 General Issue

Introduction

In an era marked by increased mobility and growing cultural and linguistic diversity in U.S.
schools and globally (Vertovec, 2023), scaffolding plays a crucial role in facilitating
students’ access to challenging, grade-level curriculum while learning English as an
additional language. Scaffolding for multilingual learners (MLs) at varying English language
proficiency (ELP) levels demands nuanced approaches from educators to effectively
challenge and support all students within each lesson (Athanases & de Oliveira, 2014,
Johnson, 2019). Recognizing the dynamic nature of language development, teachers must
adapt to students’ evolving language abilities. It is important to view scaffolding as dynamic
and non-routine to avoid inadvertently hindering students’ progress (de Oliveira &
Athanases, 2017; Johnson, 2019, 2021). Teachers sometimes lean too heavily on specific
scaffolding strategies (Daniel et al., 2016) or overly structure student interactions (Alvarez et
al., 2023), which can hinder conceptual learning and limit MLs’ active participation in
classroom discussions (Daniel et al., 2016; Alvarez et al., 2023). Therefore, scaffolding for
MLs requires balancing language support with opportunities for meaningful engagement in
content learning.

While existing literature informs scaffolding learning for MLs (Gibbons, 2009; Walqui &
Van Lier, 2010), recent research focuses on how teachers develop these practices (Bunch &
Lang, 2022; Peercy & Chi, 2022). This work emphasizes providing educators opportunities to
enact and reflect on scaffolding (Shall-Leckrone, 2018), clarifying ambiguous conceptual
foundations (Peercy & Chi, 2022). In U.S. teacher education, Bunch and Lang (2022) guided
pre-service teachers through activities fostering a sociocultural understanding of scaffolding,
while Peercy and Chi (2022) highlighted scaffolding as a humanizing practice crucial for
equitable curriculum access. Despite challenges in linking theory to practice and developing
self-awareness, reflection with an observer benefited novice teachers (Peercy & Chi, 2022).
Reflection is crucial in teacher education, especially for preparing teachers to work with
MLs, as misconceptions and deficit orientations often persist (Rose, 2019). Quality reflection
involves critical thought, problem-posing, and self-awareness (Elliot-Johns, 2015; Peercy &
Chi, 2022). Further research is needed to support in-service teachers and guide teacher
educators in enhancing reflective practices that effectively integrate scaffolding strategies for
MLs.

This paper investigates how middle and secondary in-service teachers’ understanding of
scaffolding learning for MLs expands within the context of M.S. Ed. TESOL coursework that
integrates Language-Based Approach to Content Instruction (LACI). LACI emphasizes
teaching content through language, facilitating MLs’ access to grade-level curriculum while
supporting language development and scaffolding learning through the 6 Cs of Support (de
Oliveira, 2023). Given the typically limited training in language and literacy instruction for
middle and secondary teachers, especially compared to elementary educators (Shanahan &
Shanahan, 2008), LACI provides a valuable framework for supporting language development
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and scaffolding learning for MLs. The study’s focus is: How do teachers’ understandings of
scaffolding evolve through M.S. Ed. TESOL coursework integrating LACI?

Theoretical framework
Language-based approach to content instruction

LACI integrates principles from systemic functional linguistics, viewing language as integral
to meaning in context (Halliday & Matthiessen, 2004). This approach supports MLs in
content area classrooms by emphasizing simultaneous language and content learning. Unlike
content-based instruction, which motivates language learning through content, LACI
underscores language as essential for comprehending and accessing content (de Oliveira,
2023). LACI employs scaffolding organized around the 6 Cs of Support to assist teachers in
supporting MLs. The 6 Cs of Support, drawing on established literature on language and
literacy development in diverse classrooms, enhances MLs’ access to content while honoring
students’ home languages and experiences. The C of connection links pedagogy and
curriculum to students’ backgrounds, enhancing learning (Lucas & Villegas, 2013). The C of
culture leverages students’ funds of knowledge to bridge home and school contexts (Moll et
al., 1992). The C of code-breaking deconstructs academic and disciplinary literacy codes
necessary for content learning (Fang, 2006; Moore & Schleppegrell, 2014). The C of
challenge sets high expectations and promotes disciplinary literacy and reasoning
(Hammond, 2009). The C of community and collaboration fosters collaborative knowledge
construction (Cooper & Slavin, 2001; Lave & Wenger, 1991). The C of classroom
interactions enhances teacher—student exchanges through effective questioning and
supportive discourse practices (de Oliveira, 2023).

Defining, refining, and reflecting on practice

Teacher education coursework plays a crucial role in equipping teachers with the conceptual
and pedagogical knowledge needed to cultivate essential practices such as scaffolding.
Broadly defined, “practice” refers to the coordinated integration of understanding, skill, and
relationships to execute specific activities in particular environments (Grossman et al., 2009).
According to Grossman et al.’s (2009) framework, preparing novice educators centers on
three key concepts: representations, decomposition, and approximations of practice.
Representations of practice encompass the diverse ways that teaching methods are portrayed
in professional education, making these methods visible for novice educators. Decomposition
of practice involves breaking down intricate strategies into manageable components for
effective teaching and learning. Approximations of practice provide novice educators with
authentic opportunities to engage in activities that mirror the responsibilities they will
encounter in their professional roles.

27



TESOL in Context 2024 Volume 33 Number 01 General Issue

The LACI framework with the six Cs of Support provides a representation of practice by
naming, delineating, and providing examples of different scaffolding strategies, thus making
visible different scaffolding practices to use in content-area classrooms with MLs. Providing
opportunities for the decomposition of practice, the Cs of Support integrated into our lesson
plan format and observation tool allows teachers to plan and reflect on instruction by looking
at one C of Support at a time. Providing opportunities to our students for approximations of
practice through reflective assignment components prepares them for engaging in reflective
practice in their teaching careers.

Reflective practice, integral to Grossman et al.’s (2009) framework for professional practice
and emphasized in teacher preparation programs, has been widely adopted to deepen
understanding and refine professional skills. Studies highlight its value in teacher education,
demonstrating its role in fostering deeper knowledge of teaching practices (Beauchamp,
2015; Loughran, 2002). Effective reflection spans informal contemplation to structured
inquiry, encouraging educators to challenge assumptions and integrate new perspectives
(Loughran, 2002). Utilizing tools such as video-recorded lessons further enhance reflective
practice, with structured protocols for video reflection shown to facilitate grounded and
critical insights into teaching practices (Beauchamp, 2015). Relatedly, assignments in our
M.S. Ed. in TESOL coursework were designed to integrate reflection with scaffolding
practices, including a video-based observation assignment providing a unique vantage point
for teachers to reflect deeply on their instructional methods and student interactions.

Methodology
Research context

This research is part of a larger study exploring the effectiveness of master’s education
coursework in shaping middle and secondary in-service teachers’ classroom practices. The
larger study was conducted as part of redesigning and implementing an applied graduate
education program (Galluzzo et al., 2012) in partnership with a large urban school district in
Southeastern U.S., aimed at better serving its sizable population of linguistically and
culturally diverse students. Districtwide, 17% of students identified as “English learners”
(ELs) qualifying for English language services; 73% were enrolled in the federal free/reduced
meal program; and 73% identified as Latinx, 16% African American, and 6% non-Hispanic
White.

For this analysis, participants include a cohort of nine in-service middle and secondary
teachers pursuing an M.S. Ed. in TESOL with the expressed desire to better serve MLs in
their content-area classes (see Table 1). Each teacher selected a focal classroom to implement
what they learned in their coursework as part of the applied approach to graduate education.

Recognizing the importance of sustained exposure to course concepts (Bunch & Lang, 2022;
Peercy & Chi, 2022), participants engaged over two semesters in two courses with
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scaffolding concepts to deepen their understanding and classroom application. In the methods
course, teachers were introduced to LACI through reading, class discussion, and a lesson plan
template based on the framework (de Oliveira, 2020). In the subsequent advanced methods
course, participants furthered their understanding of LACI through additional readings and
discussions, and a video-based observation tool that incorporated the six Cs of Support (Blair
et al., 2024).

The research team consisted of individuals with varying levels of involvement in the initial
conceptualization of LACI, the design of the six Cs of Support tool, and in teaching the
courses. Ranging from insider to outsider knowledge (Dwyer & Buckle, 2009), these varying
viewpoints were crucial for critically examining the integration and effectiveness of the
scaffolding concepts within the coursework.

Table 1

Overview of participant demographics and teaching focus

Participant Content area Grade Number of ELs per
total students in focal
class

Black, female English language arts gt 4/24

identifying (ELA)

Hispanic, male ELA gt 19/19

identifying

Hispanic, female ELA gt 7123

identifying

Hispanic, female ELA 67t 16/16

identifying

White, female Social Studies 67t 24/24

identifying

Hispanic, female Social Studies 6t 27127

identifying

Hispanic, male Mathematics 7 15/15

identifying

Hispanic, female Mathematics gt 8/8

identifying

Black, female Mathematics gh 13/20

identifying

We employed a qualitative case study approach (Creswell & Poth, 2018; Merriam, 2001) to
examine teachers’ evolving understanding of scaffolding. Data sources include major course
assignments with reflection components. The first involved preparing, delivering, and
reflecting on a lesson plan using a LACI-based template. This template outlined lesson
procedures, identified integrated Cs of Support, and included reflections on student responses
across different ELP levels. The second assignment required teachers to video-record a lesson
and select a clip using the six Cs of Support Observation Tool. This tool featured guiding
questions for observing, noting examples, contrary instances, and missed scaffolding
opportunities. Synthesizing reflection questions prompted teachers to reflect on their lesson
and scaffold use.
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Data analysis proceeded as follows. Building on prior research (de Oliveira et al., 2021), we
initially used the six Cs of Support as coding categories (Miles et al., 2014). Grounded
analysis was then employed to identify codes extending beyond the framework (Saldafia,
2009). We noted the frequency and timing of Cs of Support to track how scaffolding
strategies were implemented across lessons and teachers. These observations were
documented through memos and discussed within the research team to capture patterns
within and across data sources (Creswell, 2003; Saldafia, 2009). We acknowledge that while
teachers responded to the prompts and evaluation criteria as integral to the assignments, it
was insightful to explore their evolving understandings of scaffolding demonstrated through
these tasks as evidence of their learning.

Findings

Based on data analysis across sources, findings indicate that teachers deepened their
understandings of scaffolding in general, as well as several of the Cs of Support. The first set
of themes explore teachers’ general take-aways about scaffolding, while the second set of
themes explore their expanded understandings related to strategies specific for supporting
MLs.

Deepening general understandings of scaffolding

Exposure to LACI’s Cs of Support through the reflective assignments prompted participants
to acknowledge the critical need for scaffolding in the first place. It became clear to the
participating teachers that the lesson cannot be taught “to the middle” or solely rely on
“canned curricula” and pacing guides provided by the district. In reflecting on one of her
lessons focused on the Federalist Era with a class consisting entirely of MLs, the 6™ grade
social studies teacher adjusted the course objectives to make the material more focused and
manageable over multiple class periods. She states,

(T)his particular lesson plan idea is derived from the district provided plans,
but for it to work in my classroom with the needs of my students it had to be
modified. Had this original lesson plan been given to my students with no
supports, | would have had half of the classroom that was very much at a loss
that would have led to frustration or apathy with the assignment.

This statement underscores the necessity of thoughtful scaffolding in lesson delivery to
ensure all students can effectively engage with the material.

One take-away from analysis of teachers’ reflections of the lesson plan projects and using the

observation tool was the need for and use of multiple scaffolds within a single lesson. Several
Cs of Support were implemented and reflected upon at multiple points within a lesson. For
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instance, in a 7™ grade civics lesson focused on conflict and cooperation, a 61" and 7""-grade
social studies teacher employed a variety of scaffolding techniques. Students predominantly
engaged in group work using structured packets to guide their reading and responses to
primary source documents about U.S. involvement in international conflicts. The lesson
began with a teacher-led introduction and concluded with a whole-class conversation to
review and discuss their work. The teacher reflected,

Due to the reading being chunked, close reading symbols, mixed level ability
grouping, sentence frames, identification by teacher of key academic
vocabulary, and a synonym wall with visuals, | believe this lesson was in fact
appropriate for students of all levels.

This example highlights the importance of integrating multiple scaffolding strategies,
particularly in lesson planning, to support comprehension and engagement across different
learning abilities.

When scaffolding was effectively implemented, as in the instance above, teachers saw a
positive response from students. A developmental reading teacher for 6™ and 7" grades
reflected on the language-focused segment of her lesson centered on “what we wear,”
exploring how people’s occupations influence clothing choices. This lesson allowed students
to engage with two everyday topics—work and clothing. The teacher even dressed up and
encouraged students to share about the clothes they wear. According to her, “the engagement
of the lesson was a success, not only because students got very excited and participative with
our introductory discussion but also, they felt confident enough throughout the lesson to
share their ideas.” These reflections illustrate that well-planned scaffolding not only
enhances student understanding but also fosters a supported learning environment.

However, lessons with inadequate scaffolding led teachers to backtrack, reteach concepts,
and extend the anticipated timeframe. A 7" grade mathematics teacher reflected on this
experience, noting,

| geared the beginning of the lesson towards the students who had a better
grasp of the concepts involved than to those students that might not have
understood everything from the get-go. If 1 had done a better job of gearing
the lesson to all of my students, everyone would have benefited.

An 8" grade mathematics teacher had a similar realization, prompted by reflecting on her
lesson with the observation tool: “ realized after answering the 6 C’s questions, I needed to
provide a more in-depth front-loading lesson.” This insight arose from students’ difficulty
recalling information and struggling with challenging textbook examples in a unit on
calculating volume for various shapes. These reflections underscore the importance of
scaffolding, demonstrating how structured reflection heightens teachers’ awareness of the
necessity to effectively support a range of learners’ needs.
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Expanded understandings related to the six Cs of support

This section highlights how insights more specific to the six Cs of Support helped teachers
reflect on and intentionally scaffold learning for MLs. The findings encompass how teachers
engaged with the Cs as presented in presented in their coursework, sometimes applying or
underleveraging these principles, and occasionally in novel or unexpected ways—to enhance
scaffolding practices for their MLs.

Connection-making spanning Cs.

Analysis across data sources reveals multiple and distinct ways teachers connected to
students’ prior knowledge, illustrating how this connection-making spanned Cs of Support.
The C of connection was typically incorporated at least once per class, often at the beginning
of lessons. This timing is strategic on the teachers’ part and aligns with the coursework
concept of the C of connection, which aims to refresh prior learning, enabling students to
build upon existing knowledge and facilitate new learning (de Oliveira, 2023). In this study,
connection-making took various forms. Reminding involved brief references to previous
class topics (e.g., “Do you remember last week how we...”). Reviewing occurred when
teachers re-taught specific concepts, skills, or ideas (e.g., “This is how we plot a point on a
coordinate plane”). Question-asking involved teachers posing questions requiring students to
explain prior material (e.g., “Who can tell me what volume is?”). Open-ended questions were
used to encourage students to share relevant knowledge or experiences (e.g., “What pets do
you or have you owned” as a warm-up to debate the pros and cons of exotic animal
ownership). Tasks were also used to connect learning, requiring students to demonstrate
recently taught material (e.g., “Solve this problem for the bell ringer”). These examples
illustrate a variety of approaches—from quick and teacher-centered (reminding) to more
involved (reviewing) and student-centered (question-asking and tasks)—through which
teachers connected to prior knowledge, illustrative of the C of connection.

In addition to documenting how teachers facilitate connections to prior knowledge, this
analysis highlights the types of knowledge being connected. As envisioned by the C of
connection presented in coursework, the teacher helps students in linking prior academic
knowledge, learning experiences, and personal or cultural backgrounds to new learning (de
Oliveira et al., 2021). This study reveals that most connection-making instances involved
linking prior academic knowledge with new learning, such as activating understanding of
“volume” before discussing calculations for different shapes. Additionally, connections were
made between personal or cultural knowledge and new learning, exemplified by discussing
pet ownership to explore broader themes. Teachers predominantly characterized these
instances of connection-making under the C of connection, as seen in the examples provided.
Less frequently, the C of culture was used to categorize these connections. For instance, in
the 6-7"" developmental reading class focusing on profession-specific clothing, the teacher
used images of cowboys from different cultures to help students understand cultural contexts.
Here, the emphasis was not on eliciting specific student knowledge of culture but rather on
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encouraging students to connect their cultural experiences with the lesson content, illustrating
how certain garments are culturally significant in specific settings. The dual focus on how
connections are made, and what they are made to, underscores the range of considerations
involved in implementing the C of Connection, as well as the areas of overlap within the C of
Support to effectively scaffolding student learning.

Interacting and facilitating interactions.

In exploring interactions and their facilitation, analysis of course assignment data
underscored teachers’ recognition of the importance of promoting interaction. This emphasis
resonates across Cs of Support, especially in the C of community and collaboration and the C
of classroom interactions. Community and collaboration were integrated into the lessons
through two primary methods: classroom routines, such as seating arrangements and
classroom norms, and specific tasks, such as collaborative group work. Teachers intentionally
created a welcoming and respectful classroom climate through these routines. For example, a
9" grade developmental reading teacher shared that she formed small groups to “create a safe
and welcoming environment” and “classroom routines are practiced so students feel
comfortable with the procedures.” An 8" grade mathematics teacher implemented a daily
routine for students to “check each other’s answers and provide peer feedback.” Teachers
also fostered community and collaboration through cooperative group activities, such as
think-pair-share, gallery walks, waterfall reading, shared problem-solving, and role-play. To
promote teamwork, a 7" grade social studies teacher reported that she “assigns roles” and
gives “a shared grade for their task of working as a community” in order to “help keep
students focused and in a team spirit.” Among the Cs of Support, teachers expressed the
greatest success in implementing the C of community and collaboration, as noted in their
reflections.

Classroom interactions were facilitated multiple times in each lesson, typically during a
teacher-guided portion of the lesson and while monitoring peer-work. One 9" grade ELA
teacher employed probing questions such as “Can you expand on that? Ask one of your group
members for help. What did you intend to say? Do you have any other ideas?” These
questions effectively stimulated student engagement and fostered robust classroom
discussions. In other instances, teacher questioning proved instrumental in identifying and
addressing student misunderstandings. In a 7" grade mathematics lesson focusing on percent
ratio and financial literacy, for example, the teacher asked a student to explain his thinking
(“Why do you think that item would be a better deal?”), to which the student replied,
“Because the price is the lowest”. Upon reflection, the teacher noted,

That’s where I discovered that some of the students weren’t looking for the
lowest unit price but were instead looking for the lowest price period. | was
able to demonstrate how the unit price differed from the price paid and had
the higher-level students get involved in the discussion.
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These examples illustrate that while it is important for teachers to include probing questions
in their lesson plans, they must be responsive to student responses to seize opportunities for
clarification during interactions. Instances like these, where teachers used probing questions
to prompt students to expand on or clarify their responses, and even encouraged peer
assistance, highlight important forms of interactional scaffolding in their lessons. Moreover,
teachers sometimes identified student-to-student interactions as exemplifying the C of
classroom interactions. For instance, an 8" grade mathematics teacher shared that “students
working on group activities” as an instance of classroom interactions in her reflection on
scaffolding learning. Similarly, a 9" grade ELA teacher described “moving from whole group
to partner work to practice writing” as a way of scaffolding through classroom interactions.
While the C of classroom interactions emphasizes prompts and strategies teachers use to
enhance classroom discourse (de Oliveira et al., 2023), these examples underscore the value
of student-to-student interactions in peer and group work. Both teacher-facilitated and
student-to-student interactions are integral to scaffolding learning while promoting language
development and refining conceptual understanding.

Challenge as a C of support and overall goal.

“Challenge” appeared in teachers’ reflections in two distinct ways: (a) as the C of challenge
and (b) as a consideration when applying the other Cs of Support. The C of challenge was
usually evident in the teacher-guided portion of the lesson or the practice/group work lesson
portions. Tasks requiring higher-order thinking and reasoning skills were frequently cited as
examples, such as inference questions (e.g., drawing conclusions about executive branch
powers from presidential actions), application questions (e.g., solving story problems using
formulas), “real-world” problems (e.g., evaluating purchases as a “good deal” using percent
ratios). Teachers also emphasized the importance of student reasoning and reflection in these
tasks. In ELA, some teachers explicitly taught students how to find textual evidence to
support claims, while others regularly posted “why-questions” to deepen student
understanding. On fewer occasions, the C of challenge appeared in the form of hands-on
tasks or experiments. In one instance, an 8" grade mathematics teacher had students create a
model silo and calculate the volume using construction paper, tape, and a ruler.

“Challenge” appeared in teachers’ reflections not only as a stand-along principle but also in
conjunction with the other Cs of Support, serving as an overarching goal for scaffolding
instruction. For instance, a 7" grade social studies teacher mixed and paired students based
on their ELP levels, integrating the C of challenge and community and collaboration.
Reflecting on her rationale, the teacher noted how the group work opportunity helped “aid in
understanding for students struggling with English” and it gave her a chance to “challenge
students not struggling with English” by checking in with individuals to verify the accuracy
of their responses. Similarly, a 9" grade ELA teacher reflected that her practice of prompting
students to elaborate on their responses during classroom interactions aimed to “provide high
support and high challenge” aligning with the aims of the C of challenge within the LACI
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framework (de Oliveira, 2023), as well as with broader principles of scaffolding to ensure the
support is adequate for the academic challenge (Gibbons, 2009).

Breaking down code-breaking.

This analysis underscores that code-breaking, involving explicit attention to patterns in
language and literacy use, was consistently integrated into lessons, typically occurring once
or at most twice per class during teacher-guided segments. Teachers frequently employed
modeling techniques, such as think-alouds, to demonstrate problem-solving strategies or how
to extract evidence from texts. For instance, they might articulate their thought process when
analyzing literature or solving mathematical problems. Explicit vocabulary instruction was
another common strategy observed. This involved highlighting and annotating key terms
within texts, and sometimes utilizing tools like word walls or semantic maps. By explicitly
teaching vocabulary, educators aimed to enhance students’ understanding and retention of
new terminology. Sentence frames were also utilized, often displayed on classroom boards or
provided in worksheets.

Despite concerted efforts to explicitly address language in their lessons, these examples
(modeling, explicit vocabulary instruction, and sentences frames) are among the most
common but not robust strategies within the LACI framework (de Oliveira et al., 2021) and
teachers critically assessed their ability to effectively engage in code-breaking. According to
their reflections using the observation tool, code-breaking emerged as a challenging C of
Support for teachers to implement. For example, a 9" grade social studies teacher reflected
that she was not teaching “the right language” for student success. Despite pre-teaching
vocabulary and having students identify these terms in readings, their written responses did
not reflect the language taught. The teacher noted, “l do not feel that | did a sufficient job in
explicitly teaching language forms, functions, and skills. While I focus on vocabulary in every
lesson, | failed to model other aspects of language.” Similarly, a 9" grade ELA teacher
reflected, “Had I initially focused more on teaching language skills, I would have better
prepared my students for the writing portion of the lesson.” Instances of robust code-breaking
as presented in the course, such as teacher-led analysis of language patterns in authentic texts
and collaborative text writing and editing, were not prominently featured in the analyzed
lessons. Incorporating these practices, which emphasize how language constructs meaning
beyond the use of individual vocabulary words, would have helped teachers identify and
address broader aspects of language in their lessons that they felt were missing.

Leveraging culture to scaffold learning.
The C of culture was acknowledged and utilized to scaffold learning, often occurring each
lesson, particularly when students’ personal or cultural knowledge was leveraged to connect

with new content, as discussed earlier. Throughout the analysis, various cultural and
linguistic resources were recognized as examples of the C of culture, including students’
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home languages, interests, and out-of-school experiences. Teachers facilitated learning by
encouraging students to utilize their home languages during peer work, with instances where
teachers were fluent in students’ languages resulting in increased participation during whole-
class discussions. In more robust applications, teachers utilized cognates and context clues to
deepen students’ understanding of topic-specific vocabulary. However, there was little
evidence of teachers tailoring topics or discussions specifically to individual students’ or
groups’ interests or experiences. Instead, teachers generally aimed to incorporate elements
they believed students could relate to within the lesson's topic and activities. For example, in
a 6 grade social studies lesson on the Federalist Era, a teacher explained the term “elected”
by contrasting it with a coin toss, which she felt would resonate with students as a method of
selecting a leader. Her goal was to “explain the terms so that students can relate to how these
terms and phrases are still used today.”

Despite these attempts to acknowledge students’ linguistic and cultural resources, the focus
remained largely on surface-level aspects without deeper exploration into students’ families,
cultural practices, communities, or pertinent out-of-school issues. According to reflections
using the completed tool, teachers indicated that culture was the C of Support they most
struggled to implement meaningfully. For instance, in a 9" grade developmental reading
lesson, a teacher aimed to highlight the “universality” of Romeo and Juliet as an illustration
of cultural relevance. However, the lesson missed opportunities to prompt students with
questions or present contrasting stories (such as West Side Story or modern adaptations of
Romeo and Juliet) that could have demonstrated how the story resonates across different
cultural contexts. Similarly, in another 9" grade developmental reading class, a teacher
encouraged students to brainstorm in their home languages, yet reflected afterward, “Maybe
one of the things | also should have done was to connect the topic of the writing with their
communities and native countries”. The writing prompt focused on social media which
relates to youth culture, but the teacher thought she could have pushed students to “say more”
with additional prompts making their cultural knowledge more central. Reflecting on the
lesson and mindful of her students’ diverse national backgrounds, the teacher suggested
alternative prompts such as “What do you think about social media in your native countries?
Is internet access an issue in your countries? Why?” Reflecting further, the teacher noted,
“These questions would have motivated the students to participate and think about reasons,
facts, ideas, and opinions that they could have used in their writing.” Teachers’ reflections
highlighted the challenge of implementing the C of culture effectively yet underscored their
commitment to enhancing future practices with more culturally responsive approaches.

Discussion

The manner in which the Cs of Support are referenced and reflected upon reveals
participating teachers' understanding of these concepts, as well as scaffolding practices in
general. Analysis also demonstrates that teacher reflection using the six Cs of Support
Observation Tool contributed to enhancing participating teachers’ comprehension and
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implementation of scaffolding strategies. This study, conducted with in-service teachers
engaged in M.S. Ed. TESOL coursework, underscores the distinction between general
scaffolding knowledge and the specialized knowledge required for effectively supporting
MLs. This distinction contrasts with studies involving pre-service teachers, highlighting the
practical experience these teachers bring to planning and implementing instruction. While
both pre-service and in-service teacher studies emphasize the importance of clarifying and
familiarizing teachers with the theoretical foundations of scaffolding practices (Bunch &
Lang, 2022; Peercy & Chi, 2022), this study illustrates that broader understandings of
scaffolding were affirmed and expanded to address the specific needs of MLs.

Analysis of teacher reflection through course assignments reveals that scaffolding was
implemented in anticipated ways, such as connecting at the beginning of lessons and
integrating multiple scaffolding strategies using various Cs of Support. However, the analysis
also brings forth several points pertinent to the discussion on scaffolding for MLs. For
instance, it highlights the varied methods of accessing prior knowledge and prompts
consideration of which types of knowledge are being tapped into to promote new learning.
Additionally, it distinguishes between eliciting specific student knowledge about culture
(such as social media practices in different countries) and encouraging students to connect
their cultural experiences with lesson content (as exemplified by work and clothing choices).

Another aspect illuminated by the study pertains to prompting interactions. The C of
classroom interactions pertains to teacher facilitation (de Oliveira et al., 2023), but also
underscores teachers’ attention to promoting student-to-student interactions. This not only
fosters community and collaboration but also propels classroom discussions forward. Another
aspect of scaffolding highlighted is the robust portrayal of challenge, emphasizing higher
order thinking, along with broader utilization of other Cs of Support to ensure balance with
the level of support provided to reach higher levels of content area learning (Gibbons, 2009).

It is noteworthy that the Cs of codebreaking and culture which are particularly relevant to
serving MLs, but that teachers may not have had extensive exposure to prior to TESOL
coursework, were also perceived as their weakest Cs of Support. Explicit attention to
language patterns and literacy, as emphasized by codebreaking, is crucial for supporting
language development while engaging students in content area learning. The challenge in
implementing robust strategies related to codebreaking suggests a learning curve or a need
for deeper knowledge of language to move beyond traditional approaches like vocabulary
pre-teaching (Molle et al., 2021) or heavy reliance on sentence frames (Alvarez et al., 2023).
Implementing more robust strategies in codebreaking requires deeper understanding and
application of language structures and functions.

Given that culture offers a valuable resource for teaching and learning, effectively utilizing
the C of culture through students' languages, national origins, and cultural references could
have enhanced scaffolded learning experiences. While teachers have much to draw upon,
they may not always feel adequately conversant in their students’ languages or cultures.
Instead, creating space for students to share their cultural perspectives can foster a classroom
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community where students learn from each other. When integrated with other Cs of Support,
such as collaboration and community, this approach not only enhances cultural understanding
but also empowers students to lead and contribute to their learning experiences.

Limitations and implications

The limitations of this study stem from its reliance on teacher-reported reflections gathered
from courses assignments spanning coursework over two semesters. Another limitation is the
study’s focus on the six Cs of Support, which, while integral to the research design and
reflective of the constructs presented, may have inadvertently constrained exploration of
alternative considerations for scaffolding relevant in fostering comprehensive support for
MLs.

Despite the limitations, this study holds several implications for teacher education. By
identifying common understandings and underutilized aspects of the six Cs of Support and
scaffolding practices more broadly, teacher educators can proactively integrate clarifications
learning experiences in teacher preparation courses to ensure a more robust understanding.
Strategic decisions can be made regarding which Cs to prioritize initially in order to scaffold
teachers’ learning about effective scaffolding practices. Ultimately, the objective is not for
teachers to simply memorize the Cs of Support or identify examples of scaffolding within
this framework. Instead, the primary goal is to expose teachers to a range of scaffolding
strategies and enhance their ability to apply these strategies with MLs. This approach aims to
better equip teachers to support, challenge, and engage these students in language-rich
content-area instruction, thereby promoting equitable and effective educational practices.
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Abstract

This article explores the ‘burden of compliance’ experienced by
providers and teachers in the Adult Migrant English Program
(AMEP), a large national English as an Additional Language
(EAL) program in Australia. It how compliance
requirements have been shaped by the relationship between two
groups, those who make and operationalise relevant policies
(mainly politicians and public servants) and those engaged in the
practice of developing and teaching English courses (mainly
teachers, program providers, and academics). These two groups are
engaged in a struggle for the control of a metaphoric ‘pedagogic
device’ (Bernstein, 2000) which shapes curriculum documents

shows

such as the frameworks, scales and teaching resources used in the
AMEDP. The article examines three key teaching and assessment
documents and shows how the compliance requirements attached
to each have been shaped by the relationship between these two
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groups over time. A crucial dynamic governing this relationship is the level of trust between
and within them. The article argues that changes in levels and types of trust account for many
of the tensions within the AMEP. It begins by describing how compliance was raised as an
issue and introduces the key concepts that inform the discussion. The second part of the article
tracks changes in approaches to compliance as manifested in three AMEP curriculum

documents over 75 years. The third part identifies three policy trends that contributed to
compliance becoming the burden currently experienced by providers and teachers. The article
concludes that there are signs that trust between stakeholders may be changing, with a potential

reduction in the burden of compliance.

43


mailto:christopher.corbel@unimelb.edu.au
mailto:christopher.corbel@unimelb.edu.au
https://creativecommons.org/licenses/by-sa/4.0/
https://creativecommons.org/licenses/by-sa/4.0/
https://creativecommons.org/licenses/by-sa/4.0/

TESOL in Context 2024 VVolume 33 Number 01 General Issue

Introduction

This article arose from a presentation entitled A4 reflection on curriculum innovation in the
AMEP (Corbel, 2023). For over fifty years I have been a teacher, curriculum manager,
professional development manager, national project manager and academic consultant for
public and private providers of the Adult Migrant English Program (AMEP), a large national
English language program for adult migrants to Australia. In June 2023, I was an invited
speaker at its 75th anniversary AMEP Service Provider conference. My topic was a personal
reflection on innovation in the AMEP curriculum. My theme was “meeting midway”, a
reference to the name of the migrant hostel where I had my first AMEP teaching job in 1974,
and also to the relationship between program stakeholders themselves. The 75th anniversary
conference celebrated AMEP successes, as had the 50" anniversary conference in 1999 at
which I also spoke. But, as with most anniversaries, there was an undercurrent. This came to
the surface at the end of my presentation when a participant suggested that I had overlooked
the ‘burden of compliance’, the increasingly onerous requirements of documenting curriculum
activity (Department of Home Affairs, 2021). This turned out to be a common topic throughout
the casual conversations taking place among conference participants. My contact with the
program had lessened between the 50" and 75" anniversaries, so I was confused. What had
happened to the AMEP curriculum in this period that had led to this dissatisfaction among
many of its teachers? Did this dissatisfaction have serious implications for the AMEP itself? It
seemed that while “meeting midway” was a noble collaborative goal, and had apparently
achieved some successes, something was happening which did not involve meeting midway at
all. Why had this question about compliance been the only one raised as a challenge to my
account of curriculum innovation?

To address this question, I have drawn on the theories of Basil Bernstein, whose work offers
explanations of the reproduction of inequalities in education and possibilities for challenging
them (Barrett, 2024; Bernstein, 2000). Curriculum for Bernstein is the knowledge, both
knowing-that and knowing-how (Winch, 2017), which is the content of a course of study. The
process whereby knowledge moves from its source format to the format with which learners
engage is referred to metaphorically as the ‘pedagogic device’ (Barrett, 2024; Singh, 2002).
The curriculum as it is experienced by teachers is shaped by the power of the group most able
to exert influence and control over the knowledge selected as content for the curriculum. For
Bernstein, the curriculum is a site of struggle.

There are three stages in the process of curriculum development in Bernstein’s model—
Production, Recontextualization, and Reproduction. The focus in this article is on the second
stage. It is at this point that there are substantive choices to be made about the selection,
sequencing, format, presentation, and assessment of knowledge. It is here that the struggle for
control of the curriculum is focused. There are two broad groups involved in this struggle
(Bernstein, 2000). The Official Recontextualisation Field (ORF) comprises politicians, policy
makers, industry associations, regulatory agencies, and public servants. They are responsible
for setting broad directions and governing and regulating the overall field of education. The
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Pedagogic Recontextualisation Field (PRF) comprises education academics, professional
associations, providers, and teachers. They are responsible for actual educational programs,
including shaping what is delivered and how. Both groups share a concern for planning and
implementing courses of action that meet their goals. If the goals align, there is cooperation. If
they do not align, there is tension and even conflict. The resulting tension is what Bernstein
calls the struggle for control of the pedagogic device (Bernstein, 2000). This struggle is
captured in key curriculum texts.

An important element in the relationship between the ORF and the PRF is the level of reciprocal
trust. The kind of power held by the ORF dictates that the ability of professionals— in this
context, the PRF—to exercise “discretionary power” is an indicator of the level of trust by the
OREF in their work (Frowe, 2005). What counts as professional trustworthiness has traditionally
derived from the mastery of a professional body of knowledge, the requirements for entering a
profession, and the altruistic motives ascribed to professionals (Frowe, 2005; Young & Muller,
2014). However, this “occupational” type of professionalism (Evetts, 2018) is no longer as
prominent as it once was. Evetts (2009) suggests that a second “organisational” (also referred
to as “managerial or “instrumental”) type of professionalism has emerged. In this view,
professionals’ responsibility is not to the values, norms, and standards of a profession, but to
the goals and methods of the organisation within which they work. Professionals are no longer
evaluated externally by peers, but internally by managers. My observation of the AMEP over
decades is that many members of the PRF demonstrate a third type of professionalism,
“personal” professionalism (Bathmaker & Avis, 2013), typified by a strong personal
commitment to their learners. This personal professionalism is as strong as occupational and
organisational professionalism in the AMEP.

In the last 30 years in particular, there has been a steady erosion of the PRF’s discretionary
power as the ORF has sought to exert control over the AMEP curriculum through increasingly
onerous forms of compliance. The burden of compliance perceived by the PRF suggests that
the organisational view of professionalism has been imposed by the ORF, which is at odds with
the more discretionary occupational view held by many in the PRF. The perceived burden of
compliance suggests there has been an over-reliance on the personal professionalism of many
AMERP teachers as well.

Over the 75 years of the AMEP, there has been increasing distrust between governments and
the providers and users of government services. This has been the case in all social service
sectors in “Western welfare states” (Yeatman, 1990), not least in education (Neidlich et al.,
2021). My argument is that this distrust is an important force behind the compliance burden
facing AMEP providers and teachers. An examination of changes in the key AMEP curriculum
texts over time will provide insights into the development of the burden of compliance now
encountered by teachers and providers.
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Changes in curriculum compliance

Over time, the three most significant curriculum texts for the AMEP have been Situational
English for Newcomers to Australia (Australian Government Publishing Service [1968],
hereafter Situational English); the Australian Second Language Proficiency Ratings (Ingram
& Wylie [1984], hereafter the ASLPR); and the Certificate(s) in Spoken and Written English
(Hagan et al., [1993], hereafter the CSWE). Almost every AMEP teacher has had to engage
with one of them in some way or another. These texts can be seen to represent the heart of the
struggle over the AMEP curriculum and the pedagogic device.

From its inception in the late 1940s until the mid-70s, the AMEP was viewed by the
Commonwealth Government as a temporary measure to address increasing post-war
immigration (Martin,1999). The Commonwealth funded TAFE Colleges to deliver the AMEP,
together with what became the Adult Migrant English (or Education) Services in Victoria and
NSW, until 1998. Producing the AMEP curriculum was the responsibility of a handful of
language experts in the Commonwealth Office of Education. There was no government interest
in the details of the curriculum as such (Martin, 1999). Teaching revolved around a key
curriculum text, Situational English, a series of six books with a teacher’s book and a student’s
book at each of three levels. The focus was on the very detailed Teacher’s Book, which
provided a tight framing of the structure and wording of lessons (Martin, 1999). Compliance
requirements were to do with teaching, not assessment. There was no formal mechanism for
assessing students. Situational English was based on the Australian Situational Method, which
in turn was based on the Direct Method (Hornby, 1950) and audiolingualism (Rivers, 1968). A
method is a fixed way of doing things, and this method was indeed firmly fixed. It emphasised
habit formation through repetition and substitution drills. The term ‘situational’ refers to the
teaching techniques used in the classroom rather than social situations likely to be encountered
by the learners. The format and presentation were also firmly fixed, as was the content and
sequencing.

Within the ORF, government and public servants trusted a handful of language experts (the
PRF), to decide what should be taught. However, my experience as a teacher suggested a lower
level of trust within the PRF. The Australian Situational Method developers allowed very little
discretion on the part of teachers. This was a realistic and broadly (though not universally)
accepted response to the needs of teachers, some of whom were not trained in English language
teaching beyond basic techniques. Teachers were treated as “executive technicians” (Winch,
2017) rather than professional language teachers, so the issue of professional trust, and hence
discretionary judgment, other than in the minute-by-minute work of the classroom, did not arise
(Martin, 1999). In the absence of a professionalised PRF, there was therefore no struggle for
control over the pedagogic device as it was manifested in Situational English. The only
compliance required was using the Teacher’s Book. By the 1970s, however, there were
increasing tensions (Nunan, 2013) over the rigidities and inappropriateness of Situational
English. Over time, variations to the sequence and content became tolerated (Martin, 1999).
Other named methods with distinctive techniques, such as A/l'’s Well, Suggestopedia and The
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Silent Way, began to be used. In my experience as an organiser of teacher training, these too
required strict compliance with their specific teaching techniques.

A major review of the AMEP (Galbally, 1978), initiated and then accepted by the then-
Government, led to the introduction in the early 1980s of a second key curriculum text, the
Australian Second Language Proficiency Ratings (ASLPR) (Ingram & Wylie, 1984), as a
common reference point for placement, teaching and assessment. The focus on specific
elements of language structures of Situational English was replaced with a focus on general
levels of language use, termed ‘proficiency’. Unlike Situational English, the ASLPR was a
reference, not a source of teaching activities. These were to be chosen by the teacher.

This change reflected the global shift in the PRF towards a ‘Communicative Approach’ (Nunan,
2013), which focused on the social purposes (or ‘functions’) of language. Unlike a method such
as the Australian Situational Method, an approach is less directive. It requires teachers to draw
upon principles of teaching and learning to design their own responses to a more complex view
of learner needs. Although Communicative Language Teaching attracted some named
approaches such as the Natural Approach (Richards & Rodgers, 2014) and became primarily
associated with a range of teaching techniques such as group work and tasks, it was not a fixed
method and had no compliance requirements for how students were actually taught. The
adoption of the ASLPR was thus a high-trust decision by the ORF. It required all teachers to
both teach and assess students, which required a higher level of professional knowledge and
skill. To facilitate this, teachers now had more professional development requirements and
opportunities, including university English Language Teaching qualifications, as well as well-
developed professional development programs offered by the AMEP providers (Bottomley et
al., 1994; Martin, 1999).

There were tensions between the ORF and the PRF in the transition to the new approach,
however, as exemplified by the National Curriculum Project (Burton, 1987; Nunan, 1987). A
review of the AMEP (Campbell, 1986) found considerable uncertainty among teachers about
the application of the extensive range of resources that had replaced Situational English. The
review recommended that a small group of experts be assembled to prepare national guidelines
and resources, as had been done with Situational English. An alternative was suggested by the
heads of the National Curriculum Resource Centre (NCRC), a PRF entity, which was to
undertake a national development project drawing on the expertise of all teachers as the basis
for the curriculum resources. The ORF accepted the PRF experts’ recommendation that
teachers had the capacity to do this work. The result was an optional collection of resources
called Frameworks (Nunan, 2013). Overall, it was a time of “meeting midway” between the
ORF and a more professionalised PRF, which was now able to exercise more discretion in
pedagogy and resource development. The ORF had created the conditions that fostered the
professionalisation of the PRF at the same time as ideas about language teaching expanded and
became more complex, requiring that very professionalism. By the end of the 1980s,
compliance for teachers only related to the occasional use of the ALSPR and did not affect day
to day classroom teaching (Bottomley et al., 1994). The PRF now had greater control over the
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pedagogic device, in the form of the discourse of the ‘learner-centred’ curriculum (Martin,
1999; Nunan, 2013).

In the early 1990s the AMEP came under the influence of the Vocational Education and
Training (VET) sector, which itself had moved from being a national training system to a
national training market. Both the ORF and PRF were now driven by the government’s
National Training Agenda, which required the reform and accreditation of programs to align
with its economic requirements (Martin, 1999; Moore, 2001). AMEP courses now needed to
be based on the nationally mandated Competency Based Training (CBT) curriculum model,
introducing a vocational perspective into what had been seen as a settlement focused program.
Competency Based Training was ideal for the requirements of the National Training Agenda,
not because it reflected sound educational principles and practice, but because it used finely
detailed outcomes descriptors. These were amenable to simple, detailed measurements suitable
for checking compliance with program goals, which were now employment rather than
settlement related (Jones & Moore, 1995). It met political (ORF) rather than educational (PRF)
needs (Moore, 1996). Whether or not what was being measured was educationally valid or
appropriate had never been the primary concern of the ORF. Their concern was only whether
the program outcomes could be understood by the “consumers” of the information, from the
minister of the day down through employers and ultimately, in theory, the taxpayer
(Wheelahan, 2010). The AMEP had no choice but to address this change.

As a result, a third key curriculum text was chosen for the AMEP, the Certificate(s) in Spoken
and Written English (CSWE) (Hagan et al.,1993). Unlike the Situational English focus on
specific elements of language structure, and the ASLPR focus on levels of language use, the
CSWE focused on specific elements of language tasks. Developed by members of the PRF, the
CSWE followed the VET curriculum format, containing detailed information about target task
behaviours (described as competencies) and their assessment. The CSWE brought together an
increasingly influential view of language in Australia, based on Systemic Functional Grammar,
with the VET curriculum paradigm, Competency Based Training (Tilney, 2023). The CSWE
also offered resources and a teaching method, the Teaching Learning Cycle (Tilney, 2023).

The location of the AMEP in VET had a major impact on the curriculum. In principle, the CBT
model in Australian VET curriculum is agnostic regarding pedagogy. In a highly structured,
outcomes-focused VET curriculum, it is the one area where teachers have notional agency. In
practice this is easily overwhelmed by the details involved in assessment, which has a much
higher focus in CBT. The PREF, in theory, manages the inputs, while the ORF is more concerned
with the outcomes. However, the washback effect of the intended outcomes drove the teachers’
work, as teachers were required to, in effect, teach to the test. Unlike the professional judgment
required of an approach, or even a method, the term training in CBT implies the routine
following of rules mandated by the ORF. Compliance now required the following of these rules
as set out in the VET training packages. Compliance no longer related to teaching, however,
but to the detailed rules relating to assessment. While the actual curriculum contents were the
products of work by elements of the PRF, the overall VET framing of the AMEP meant that the
pedagogic device was once again largely in the hands of the ORF.
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How compliance became a burden

During the 1990s, a more onerous accountability regime was imposed in the form of a new
curriculum framework in which compliance with rigid techniques of assessment and a focus
on outcomes was central. This reflected a growing distrust among the politicians and public
servants from the Official Recontextualisation Field (ORF) of the providers and teachers of the
Pedagogic Recontextualising Field (PRF). Three features of the broader political and
ideological environment—the certification of outcomes, competition between providers, and
conflation of programs—reflected and exacerbated the lowering of trust on the part of the ORF
in the professional discretion of the PRF.

The first of these features was the certification of curriculum outcomes. The discourse of
nationally agreed standards and descriptors of the National Training Agenda led to the
development of accredited and therefore standardised certification of outcomes. Certification
reflected the change in goals by the ORF from what was said to be “inputs” to “outputs”. No
longer satisfied with statements of hours spent in learning, the ORF focus was now on what
the taxpayers were getting for their dollars (Moore, 1996). This was a result of a change in the
OREF itself, as the public service moved towards the “neoliberal” ideology of New Public
Management (Evetts, 2009; Yeatman, 1990), with a focus on ‘steering rather than rowing’.
Instead of providing services directly, the government now set the course and used the public
service to outsource the work to third party providers. This required greater control in the name
of ‘transparency’ through the increasing use of audits (Rose, 1993).

The second feature of the new environment that affected trust was competitive tendering
between providers for delivery of the AMEP (Martin, 1999) and the admission of private
providers into what was now seen as a ‘market’. In the New Public Management environment
of the early 1990s, those who deliver services were now suspect in the eyes of the ORF. There
was fear of ‘provider capture’—the steerers and rowers were seen to be too strongly aligned.
The collaboration that had led to the successes of the 1980s was now replaced by competition.
The well-established, professionally staffed, and highly specialised Adult Migrant Education
Services in each state now faced competition from other providers, both public and private
(Ball & Youdell, 2008). This was not necessarily a bad thing if the arrangements maintained
the quality and continuity needed for the continued success of the program. That, however, was
not necessarily the case (Moore, 2022a). Teachers now worked for providers under constant
pressure of compliance with the requirements of their registration as a provider, as a deliverer
of courses, and possibly a more general scheme such as the International Organization for
Standardization (ISO) standards. Their employment was increasingly dependent upon short
term contracts. Many AMEP teachers had become members of the “precariat” (Standing, 2011).

Thirdly, the conflation of language, literacy and, later, digital literacy and employability into
Foundation skills added to the increasing burden of compliance by combining students into
classes funded from multiple sources. The language/literacy conflation was supported by the
impetus provided by International Literacy Year (in 1987, the United Nations General
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Assembly proclaimed 1990 to be International Literacy Year) and entwined in later policy
debates around the National Policy on Languages and the Australian Language and Literacy
Policy (Moore, 2002). The upshot was that English as an Additional Language (EAL) was no
longer seen as a distinct area of learning by the ORF, notwithstanding continuing debates on
the issue within the PRF. There were also debates within the PRF relating to the distinctiveness
of adult language learning in relation to adult literacy learning. The ORF saw this debate about
distinctions between language and literacy in language policy as special pleading or as simply
irrelevant (Moore, 2002). To a lesser extent there were elements of disagreement within the
PRF over the move to the CSWE (Bottomley et al, 1994). These divisions worked to the ORF’s
advantage, as did the closing over time of the various national support units. Professional
development was now focused simply on basic competency-based training rather than other
pedagogical and curriculum issues. The ORF had now fully wrested back control of the
pedagogic device.

How the burden of compliance became unsustainable

“Professionals clearly need to be accountable for their actions, but what they are accountable
for and to whom are thorny questions” (Frowe, 2005, p. 43). In the AMEP the answers have
come in the form of the imposition of ever more onerous curriculum compliance. This burden
of compliance became unsustainable after the introduction of the AMEP’s New Business
Model in 2017 (Australian Council of TESOL Associations [ACTA], 2024). Although there
was no change to the overall CBT curriculum framing, the changes to the AMEP delivery
contract created a period of unparalleled complexity. Crucially, this contract allowed choice of
the curriculum, an apparent indicator of trust in the PRF. However, the professionalism of
teachers was primarily called upon not to make the choice but simply to implement whatever
had been chosen for them. There was tension in trying to reconcile the demand for consistent
national reporting with the need to assess against the various curriculums chosen. To achieve
national comparability, all providers were now required to use the Australian Core Skills
Framework (ACSF) as a reporting tool (further embedding the conflation mentioned above).
Providers and teachers found themselves under pressure from two directions. They needed to
carry out teaching assessments as required as a registered training organisation and also to
report learners’ progress, not against the ASLPR (now ISLPR), but against the ACSF, in order
to meet AMEP Key Performance Indicator requirements. Unlike the ISLPR, the ACSF was not
designed for reporting on second language learning, thus adding to the complexity. This had
the effect of heightening still further the compliance requirements. For some it was just too
much (ACTA, 2024; Moore, 2022a, 2022b).

Reducing the burden of compliance

Compliance by professionals in an environment of trust need only be part of routine
professional practice, not a burden. Reducing the burden of compliance thus requires an
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increase in the level of trust between the ORF and the PRF. There have been signs that this is
happening. A focus within the AMEP at any time is preparation for the next AMEP triennial
contract. It is in the consultations for this contract that the struggle over the pedagogic device
is most active. An indicator of renewed trust in the early 2020s was a series of engagements
between the ORF and the PRF that informed the planning for the next AMEP contract
(Department of Home Affairs, n.d.). In 2023, after surveys of providers and users and
discussion with PRF representatives in an AMEP Advisory Committee, the ORF announced
that a single national curriculum framework would be re-introduced in 2025. This would be the
Certificates in English as an Additional Language (CEAL), which had emerged from an EAL
context and has already been in use in the AMEP.

Following these consultations, another “New Business Model” was announced (Department of
Home Aftairs, n.d.), with three components that have the potential to ameliorate the burden of
compliance. The first component is the reintroduction of a national curriculum, the CEAL,
mentioned above. An advantage of a common curriculum will once again be to provide a shared
curriculum language and avoid the excesses of reporting against two frameworks or converting
one to the other. A second component of the model is the AMEP Academy. The valuable role
of central professional development centres in the AMEP is well documented (Martin,1999;
Tilney, 2023). The previous success of these nationally focused entities could provide an
appropriate research and support agenda that could be driven by the PRF as well as the ORF.
Professional development could focus not just on VET compliance issues but also on issues of
adult EAL learning. A third component, AMEP Innovate, could bring the previous two
components together with local involvement to recapture the previous strengths of the program.
Investigating ways of reducing the burden could be the focus of innovations such as those
showcased at the 75" AMEP anniversary conference. Moore (2022b) presents detailed
suggestions about what could be expected from these initiatives.

There are also changes taking place within the broader VET curriculum. A current project, VET
Qualification Reform, has recommended three new broad qualification types, including
qualifications that develop cross-sectoral or foundation skills and knowledge which may be
applied across industries, or lead to tertiary education and training pathways (Department of
Employment and Workplace Relations, 2024). This is in keeping with Wheelahan’s (2016) call
for a new focus on broader capabilities and capacities in the VET curriculum. However, though
some amelioration of the burden of compliance may be possible, competency-based training
itself will not be going away any time soon (Department of Employment and Workplace
Relations, 2024). It will therefore remain in place for the AMEP as well.

In the absence of substantive change, how can AMEP teachers act to reduce the burden of
compliance in a continuing low-trust environment? This varies between education sectors. For
teachers in schools, Ro (2024) recommends more engagement in curriculum planning and
design. This is unrealistic in the VET sector, where such decisions are made by the ORF on
behalf of industry as much as by the PRF on behalf of students. Gore et al. (2023) show how
professional development can “create spaces of freedom even within regimes of performative
accountability” (p. 466). They too are talking about schools, which at least have the benefit of
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co-location of staff. Such co-location is less a feature of AMEP delivery now than it once was,
and its benefits are thus harder to achieve. For teachers in Further Education in England, whose
conditions are much more like those of Australian VET teachers, Bathmaker and Avis (2013)
recommend a focus on pedagogy as the bridge between teachers’ actual work and the broader
context. They focus on a fourth type of “transformational” professionalism:

Such an approach would combine the pressing need to find ways to enable
practitioners to engage critically and reflexively with issues that are important
to their practice, including teaching and learning, relations with students, and
subject specialism, with the construction of more democratic forms of
professionalism. (Bathmaker & Avis, 2013, p. 745)

It is here that professional associations play a crucial supporting role. Yet time is again a
problem. What should be the focus of professional learning? Newer pedagogical directions,
such as plurilingualism (Choi et al., 2024), could be of interest to teachers, but even the
established teaching methods are no longer supported (Tilney, 2023). At the personal level,
Mercer’s (2021) call for ‘wellbeing competence’ is a sign of the times, and one with which
many would agree, though yet another competence may be one too many. Essentially,
individuals need to recognise the version of professionalism that resonates for them. Whichever
it is, the nature of the contest between the ORF and the PRF, and their struggle for control of
the pedagogic device, is part of the professional understanding that all language professionals
need to have.

Conclusion

Compliance is not inherently a problem when it supports the professionalism of the teachers
and bodies who are required to abide by its requirements. It became a burden in the AMEP
when the ORF’s trust in the professionalism of the PRF was reduced and compliance
requirements came to dominate all aspects of teachers’ professional work. It was underpinned
by a wider move to public administration that, among other things, no longer trusted
professional experts. It became unsustainable when, ironically, greater freedom of curriculum
choice by providers was allowed, creating a greater need for control by the ORF and greater
complexity for the PRF. There is now a fourth key curriculum text, though it remains within
the CBT paradigm. There are signs of increased trust between the PRF and ORF over recent
years. All of this was the undercurrent that I encountered in my presentation at the 75%
anniversary of the AMEP.

In this article I have analysed these events in Bernsteinian terms as manifestations of the
struggle for control of the pedagogic device, focusing on professionalism and trust among two
stakeholder groups, members of the Official Recontextualization Field (ORF) and the
Pedagogic Recontextualization Field (PRF). I have examined this struggle as it has been
manifested in three curriculum texts. Each of these had compliance requirements, which varied
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in the extent to which they drew upon the professionalism of teachers. As trust in teachers
lessened these requirements became more burdensome. This analysis is both informed and
limited by my own experience. A more detailed examination of the experiences of members of
the ORF and PRF regarding the issues of professionalism and trust would provide further
insights.

I conclude that there is potential for the amelioration of the burden of compliance in the AMEP
curriculum. There will always be tensions between those responsible for governing a program
(the ORF) and those responsible for delivering it (the PRF): their responsibilities are different.
The tensions need to be understood and respected on both sides. Trust occurs when both groups
believe they are working in their different ways to achieve a common goal-—meeting midway,
so to speak. There are signs that this is happening. At the 100™ anniversary of the AMEP, we
might look back and see the 75" anniversary as the beginning of renewed trust in AMEP
educators and a reduction in the burden of compliance.
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Considering the need for pedagogically effective learning activities
and materials to support language learning, particularly within
teacher-led instruction, it is curious that at present there is no
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choice and use — this versatile framework not only provides teachers with necessary knowledge
for designing language learning activities and materials in an engaging and efficacious manner
but may also embolden them to do so.
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Introduction

Teaching is ultimately about improving learning outcomes for students. It is thus imperative
for professional educators to possess a comprehensive understanding of how people learn and
be equipped with a repertoire of research-informed and evidence-based learning activities,
materials, and protocols they can draw from to effectively guide their students towards
achieving their learning goals. By incorporating such approaches, educators can enhance the
efficacy of their instructional practices and promote optimal learning outcomes for their
students.

Fortunately, over the past decades, research from the domains of educational psychology,
cognitive neuroscience, and second language acquisition (SLA) has uncovered practices and
concepts which have demonstrably enhanced learning outcomes across a broad range of
domains. Unfortunately, the majority of TESOL educators have either not been made privy to
these research findings during their pre-service teacher training, possibly due to varying
degrees of quality, duration, and focus of English Language Teaching courses (see Freitas,
2017; Jha, 2015) or have not engaged in continuing education practices that may provide this
information (Binnie & Wedlock, 2022).

With the goal of adopting a research-informed approach in the language teaching industry, this
paper introduces ten evidence-based considerations aimed at enhancing learner engagement
and fostering improved learning outcomes in the context of utilizing and designing activities
and learning materials to promote effective and efficient language learning. These
considerations are based on the premises that:

i) language educators should embrace a research-informed approach to education;

i) appropriate pedagogical strategies can significantly enhance learning outcomes and
learner engagement;

iii) at least 20% of the population are neurodivergent (Goldberg, 2022) meaning that
there exists significant, but often unrecognised, neurodiversity among language
learners. To maximise learner engagement, pedagogical strategies should cater to
both neurodivergent (ND) and neurotypical (NT) ways of learning; and

iv) a deeper understanding of the neurobiological and psychological aspects that
underpin the learning process can support teachers in making more effective
pedagogical decisions for all learners.

How people learn: Four ways

Before presenting our framework, we feel it pertinent to offer a concise overview of the four
fundamental ways in which people learn. This serves a dual purpose: firstly, to furnish
educators with the theoretical underpinnings that form the basis of our subsequent framework,
and secondly, to offer some useful theoretical knowledge deemed integral for a comprehensive
understanding of the learning process.
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Novelty

Extensive research exploring the relationship between novel stimuli and critical cognitive
processes (Barto et al., 2013; Bunzeck & Duizel, 2006; Daffner et al., 2000; Kafkas & Montaldi,
2018) has shown that the human brain displays a natural inclination towards novelty (Daffner
et al., 2000; Mather, 2013). This connection extends to crucial aspects of learning, establishing
links between novelty and key processes like reinforcement learning (Gershman & Niv, 2015;
Houillon et al., 2013), declarative memory (Quent et al., 2021), recognition and recall (Tulving
& Kroll, 1995), and curiosity (Gruber & Ranganath, 2019; Mather, 2013). Moreover, novelty
is implicated in motivating both exploratory and avoidance behaviors (Barto et al., 2013),
enhancing attention and retention (Bunzeck & Duzel, 2006; Kafkas & Montaldi, 2015; Van
Kesteren et al., 2012), and fostering motivation (Barto et al., 2013). However, it is worth noting,
when integrating the needs of NT and ND learners, a supportive environment is crucial, as
novelty, especially absolute novelty (see below), can provoke anxiety for some ND learners. It
is thus vital that appropriate levels of scaffolding are used by educators and that levels of
novelty are appropriate for different students (Goldberg, 2022).

Novelty, far from being a unidimensional construct, takes various forms, notably absolute,
contextual, and relative (see Kafkas & Montaldi, 2018; Quent et al., 2021; Van Kesteren et al.,
2012). Absolute novelty pertains to stimuli devoid of prior encounters, lacking pre-existing
representations (i.e., schemas) in the brain. Contextual novelty arises from incongruities
between stimulus components and their contextual framework, while relative novelty is
characterized by situations where familiar features are arranged in novel combinations. In
relation to learning from novelty, a high level of prediction error (i.e., the range of discrepancy
between expectation and reality or outcome) is generally required. Thus, it is posited that
“incongruent information that is inconsistent with a dominant schema” (Van Kesteren et al.,
2012, p. 211) (i.e., contextual novelty and relative novelty) enhances memory for novel stimuli
since it introduces the highest level of prediction error. This aligns with Mather’s (2013)
assertion that the optimal level of novelty exists when there is a moderate “discrepancy between
a stimulus and an observer's representation of that stimulus” (Mather, 2013, p. 492).
Conversely, novel stimuli in a novel location (i.e., absolute novelty) may not result in enhanced
memory due to the absence of pre-existing schemas, thus limiting prediction error (see Quent
et al., 2021; Van Kesteren et al., 2012). These nuanced classifications provide educators with
a lens to examine the impact novelty has on learning. Recognizing the various forms of novelty
allows educators to strategically design and implement learning protocols and activities that
best capitalize on the power of novelty in learning (Quent et al., 2021; Van Kesteren et al.,
2012).

Repetition and recall
The concept of learning through repeated exposure, known as Hebbian repetition learning, is

grounded in the principle that “cells that wire together, fire together” (Attout et al., 2020;
Munakata & Pfaffly, 2004). Initially demonstrated through an immediate serial recall task, the
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Hebbian repetition learning effect manifests as an incremental improvement in recalling
repeated digit sequences compared to novel ones (Hebb, 1961). This fundamental learning
mechanism underscores the idea that repeated exposure leads to the wiring together of neural
cells, facilitating enhanced firing. Such learning processes are pivotal in various domains,
encompassing vocabulary acquisition (McMurray et al., 2012), reading (Bogaerts et al., 2016;
Attout et al., 2020), mathematics (De Visscher et al., 2015), and statistical learning, which is
vital for language processing (Munakata & Pfaffly, 2004; Tovar & Westermann, 2023), as well
as phonological awareness (Page & Norris, 2009). However, research on Hebbian repetition
with adults on the autistic spectrum finds that while (visual) repetition improves recall, this
improvement is generally not transferred when the task is slightly changed (Harris et al., 2015).
In this study, they also found that less frequent repetition of stimuli led to improved habituation.

In conjunction with Hebbian repetition learning, the significance of retrieval and recall in the
learning process is underscored by the foundational principle that effective learning is not
solely about encoding and storage but crucially hinges on the ability to retrieve information
(McDermott & Roediger, 2018; Rajaram & Barber, 2008; Tulving, 1991). Recalling learned
material through focused methods such as testing and free or cued recall tasks (see Rajaram &
Barber, 2008), especially in situations where the learner is cognitively engaged in processing
the stimulus, acts as a powerful form of repetition, strengthening neural pathways (Sousa,
2016). This targeted and intentional repetition enhances memory consolidation and promotes
more robust long-term retention. Research, dating back to Ebbinghaus (1885/1964) and
extending through subsequent decades, consistently highlights the positive impact of repeated
retrieval on long-term retention. Furthermore, retrieval processes may contribute to
metacognitive awareness, allowing learners to gauge their understanding, identify knowledge
gaps, and refine study strategies — although explicit coaching in such strategies is often required
(Carpenter et al., 2022), especially for ND learners. In essence, retrieval and recall are not mere
consequences of learning but practices that actively contribute to learning itself (Karpicke &
Roediger 111, 2008; Tulving, 1991, 1995).

Affective resonance

Several decades of research has demonstrated that emotions profoundly impact diverse
cognitive processes, encompassing perception, attention, learning, memory, reasoning, and
problem-solving (Dolcos et al., 2020; Tyng et al., 2017). Significantly, content or contexts
eliciting emotional responses, whether positive or negative, consistently exhibit heightened
memorability, underscoring the integral role of emotion in the cognitive landscape (Dolcos et
al., 2020). Beyond influencing the initial encoding and retrieval of information, the impact of
emotions on learning extends to attention modulation, shaping its selectivity, and motivating
actions and behaviors (for further discussion, see Tyng et al., 2017). For instance, a state of
curiosity, characterized as an affective state associated with psychological interest in novel or
surprising stimuli, often prompts further exploration and primes the brain for learning (Gruber
& Ranganath, 2019; Kang et al. 2009; Oudeyer et al., 2016). Conversely, feelings of surprise,
an affective state denoting a mismatch between prior expectations and what is observed or
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experienced (Barto et al., 2013), is implicated in learning for the role it plays in not only
directing attention toward the to-be-learned material but also enhancing its saliency (Itti &
Baldi, 2005).

In terms of academic emotions, i.e., affective states “directly linked to learning, instruction,
and academic achievement in formal and informal settings” (Um et al., 2012, p. 1), numerous
studies reveal that positive affect plays a pivotal role in various cognitive processes essential
to learning (Tyng et al., 2017). These processes include information processing,
communication processing, negotiation processing, decision-making processing, category
sorting tasks, and creative problem-solving processes (Isen, 2015). Exemplifying the intricate
connection between emotional experiences and cognitive functions, these findings emphasize
the pivotal role that emotions play in the learning process, whether in face-to-face settings
(Vogel & Schwabe, 2016) or online environments (Shen et al., 2009; Um et al., 2012).

Association

Almost six decades ago, Ausubel (1968) asserted that “the most important single factor
influencing learning is what the learner knows already” (p. vi). This foundational notion
underscores the integral significance of prior knowledge in shaping comprehension, retention,
and broader learning outcomes, as corroborated by extensive research (e.g., Brod, 2021;
McCarthy & McNamara, 2021; Tse et al., 2007; Van Kesteren et al., 2014). Functioning as a
form of cognitive infrastructure, prior knowledge facilitates the assimilation of new
information into existing schemas, optimizing memory processes (Tse et al., 2007).

However, the impact of prior knowledge on learning is nuanced and hinges on three key
determinants: the activation of prior knowledge, its relevance to the learning task at hand, and
congruence with the content being learned. The interplay of these determinants shapes the
relationship between prior knowledge and learning outcomes (Brod, 2021; McCarthy &
McNamara, 2021). Navigating these nuances is essential for educators to effectively leverage
learners’ prior knowledge in shaping educational strategies and optimizing the learning
experience.

In the context of education, recognizing how knowledge acquisition guides successful learning
becomes fundamentally important (Van Kesteren et al., 2012). In short, learning is enhanced
when new information aligns with existing mental frameworks or schemas, serving as
organizational tools that enable individuals to understand and assimilate new knowledge and
skills more readily. Educators play a pivotal role in facilitating learning by encouraging
learners to establish connections between new material and their prior knowledge or by
devoting time to helping learners develop appropriate schemas (see Hattan et al., 2023). Such
intentional association and schema activation not only contribute to heightened comprehension
but also significantly aid in the long-term retention of information.
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To enhance and guide the schema building and activation process, educators need to maintain
an understanding of the role of scaffolding, especially macro-scaffolding for long-term
planning, meso-scaffolding for guiding task selection and sequencing, and micro-scaffolding
for supporting real-time interactions between educators and students (see De Oliveira, 2023;
Walqui, 2006). By possessing knowledge of how schemas promote learning, educators are in
a better position to design more effective learning protocols.

In summary, the literature review above has elucidated the four fundamental ways people learn:
novelty, repetition and recall, affective resonance, and association. With this understanding,
we will now shift our focus to presenting ten considerations that language educators are urged
to bear in mind when designing and implementing activities, tasks, games, and materials aimed
at facilitating language learning in an efficacious way.

Designing and implementing activities for language learning: Ten
considerations informed by cognitive neuroscience, educational psychology,
and SLA

Grounded in an extensive body of research pertaining to cognitive neuroscience, educational
psychology, and second language acquisition (SLA), the framework presented in this paper
offers educators a comprehensive approach to guide the selection, design, and implementation
of activities and materials for language learning purposes. By integrating research-based
strategies, this framework aims to enhance learner engagement, motivation, and self-efficacy,
optimizing language learning outcomes while also considering learner neurodiversity. The
framework presented below comprises 10 considerations that educators can embed within their
learning and teaching design. These considerations are:

1. Encourage attention & focus;
Factor in desirable difficulties;
Ensure depth of processing;
Don’t be afraid of deliberate practice;
Exploit novelty and surprise;
Take a wakeful rest;
Maximize motivation by providing opportunities for visible learning and micro
SUCCEeSSES;
8. Remember, affective engagement matters;
9. Provide meaningful feedback and feedforward; and
10. Strategic selection and use.

No ok o

In the exposition of these considerations, we provide tips alongside each that demonstrate how
educators can employ them in their learning and teaching. It should be noted that we are not
suggesting that all of these considerations need to be embedded in every bout of learning and
teaching, or in every activity, but that these are ways in which learner engagement and efficacy
of learning can be improved. Educators may want to adopt some or all of them in their
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pedagogy. Indeed (and we hope), many educators may already be doing these things, and our
framework simply provides an explanation for why they work, thus affirming existing teaching
practices.

Through the incorporation of this framework, we believe that educators will be better equipped
to select, design, implement, and leverage activities and learning materials to create engaging
and pedagogically beneficial language learning experiences for their students. It should,
however, be noted that as the research tends to focus on neurotypical learners, some of these
strategies may not be effective for neurodivergent learners. Where it would make sense to
adjust such strategies to create an inclusive classroom, this is signalled in our discussion.

Encourage attention & focus

When it comes to learning, one thing is certain, without attention, focus, and engagement, very
little learning takes place. This assertion, which is supported by findings from cognitive
neuroscience (e.g., Chun & Turk-Browne, 2007; Craik & Lockhart, 1972), educational
psychology (e.g., Kirschner & Hendrick, 2020), and SLA (e.g., Schmidt, 2012), is congruent
with Posner and Rothbart’s (2014) claim that “[o]f all the factors that influence learning,
attention to the learned material may be the most important” (Posner & Rothbart, 2014, p.14).
Bearing in mind Leamnson’s (2000) contention that “the really difficult part of teaching is not
organizing and presenting the content (by whatever technology) but rather in doing something
that inspires students to focus on that content” (Leamnson, 2000, p. 39 — original italics), a
suggested approach is to design activities that learners are inspired to engage with. Distraction
can be a problem for both NT and ND learners, so by managing the learning environment in
such a way that learners are not distracted from the learning activity, and the learning activity
is somehow interesting to the learner, educators can encourage greater attention on task. One
way to do this is to avoid information overload and to present tasks in small, easily absorbed
chunks. Another is to provide clearly structured activities where the instructions and goals are
clear (Mohebbi, 2023). Indeed, taking this approach would not only help ensure that
neurotypical (NT) learners remain focused but also promote a more inclusive learning
environment for neurodivergent (ND) learners. However, additional consideration needs to be
given to the specific difficulties with focused attention experienced by learners with attention-
deficit/hyperactivity disorder (ADHD). This can be achieved by mitigating distractions and
disorientation and by providing clear instructions (Meyers & Bagnal, 2015).

Tip 1

To design learning activities and materials that encourage greater levels of attention, focus,
and engagement, educators should attempt to leverage reward prediction error (see
Consideration 5), provide an element of novelty and surprise (see Consideration 5), be
affectively stimulating (see Consideration 8), and present activities in ways that motivate
learners to engage with the activity with limited prompting from the teacher (something which
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can often be achieved by incorporating an element of fun, encouraging friendly low-stakes
competition between learners, and where possible, highlighting the relevance of the learning
outcome to the students). Finally, ensure the duration of the task does not exceed the learners’
capacity to concentrate, and, as much as possible, minimize competing stimuli in the learning
environment to reduce distractions (Wedlock & Binnie, 2023).

Factor in desirable difficulties

Consistent with research indicating the benefits of desirable difficulties, which involve
adaptive task manipulations requiring increased cognitive effort (Bjork & Bjork, 2011; Bjork
& Kroll, 2015), studies from various domains suggest that optimal learning occurs when there
is a balance between an individual’s perceived skills and the difficulty level of the learning
activity (Kidd et al., 2012; Metcalfe & Kornell, 2005; Wilson et al., 2019), and when one’s
expectancy of success in a given learning task is high (Bandura, 1977; Rea, 2000). This sweet
spot for optimal learning (Wilson et al., 2019), often referred to as the “Goldilocks Zone” (Kidd
et al., 2012), is hypothesized to occur when training accuracy is around 85% (Wilson et al.,
2019). Although this accuracy rate is dynamic and influenced by several factors beyond the
scope of this paper, research suggests that training that is neither too easy nor too hard not only
supports learner interest and arousal, but also expedites learning (Rea, 2000; Wilson et al.,
2019). Additionally, this zone promotes “flow”—a state where learners become so engrossed
in an activity that they lose track of time (Engeser & Rheinberg, 2008; Nakamura &
Csikszentmihalyi, 2014; Rea, 2000)—and provides challenges that learners perceive as
realistically achievable (for more on optimal challenges, see Abuhamdeh & Csikszentmihalyi,
2012; Rea, 2000).

Tip 2

Keeping in mind that the goal of teaching is to facilitate robust learning outcomes for students,
learning activities and materials should be designed in such a way as to capitalize on the
benefits of various desirable difficulties. This can be done by presenting appropriate to-be-
learned materials in a randomized order, interleaving recently-learned material with to-be-
learned material, introducing a mismatch between where encoding and retrieval take place
(so as to limit the impact of place-dependent memory), testing (i.e., recalling the target
material), adding level/skill-appropriate time pressure, encouraging the generation of answers
(even if these answers are incorrect, as this affords the teacher an opportunity to provide
meaningful feedback), and varying the way the to-be-learned material is presented and
engaged with (e.g., processed visually and then spoken out loud, processed auditorily and
then written down) (see Consideration 10 for further ideas).

In addition, educators should consider both the ‘nominal difficulty’ (i.e., the task’s inherent
difficulty), which involves evaluating not only the complexity of the task or activity itself but
also the difficulty of the to-be-learned target language (for an overview of second language
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difficulty, see Housen & Simoens, 2016), and the ‘functional difficulty’ (i.e., the level of
challenge for an individual under various conditions) of any given learning task or activity
(for a comparable view of task difficulty in language education, see Hlas, 2021). These
considerations provide educators with an effective means of gauging the overall skill-
challenge balance of a given task and allow for a productive learning experience for a broader
range of learner neurotypes (see Guadagnoli & Lee, 2004).

Ensure depth of processing

Since the way in which a learner engages with a given stimulus (i.e., the target language)
largely determines their learning outcomes (Craik & Lockhart, 1972; Kirschner & Hendrick,
2020; Leow & Mercer, 2015; Schmidt, 2012), teachers should strive to ensure learning
activities and materials are designed so that they promote deeper levels of cognitive processing
and engagement with the to-be-learned material.

Tip 3

Given that the use of the target language is essential for promoting deeper levels of
processing, it is paramount to design or implement activities that encourage students to use
the target language in progressively more intricate ways as their linguistic competence
increases (see Considerations 2 and 7). If designing or utilizing a game, this objective can be
achieved by incentivizing longer or more complex responses, or the use of new language,
with additional game points or other game-related benefits.

In relation to depth of processing and material design, it is important for educators to design
learning materials in a manner that encourages learners to actively reflect on, apply, and
manipulate the target language to yield enhanced learning outcomes. As such, learning
materials should be designed so they encourage learners to connect new language elements
with existing knowledge and schemas. EXxisting research suggests that educators should
design tasks that go beyond simple fill-in-the-blank activities and aim at creating learning
materials that provide an optimal skill-balance challenge (see Consideration 2), requiring
learners to engage in deeper levels of cognitive processing.

Don’t be afraid of deliberate practice

Drawing on the seminal work of Ericsson et al. (1993) and their concept of deliberate practice,
research on expert performance consistently highlights the significance of deliberate effort
rather than sheer experience in acquiring expertise (Van Gog et al., 2005). Aligned with the
concept of desirable difficulties (see Consideration 2) and incorporating elements such as
immediate feedback (see Consideration 9), problem-solving and evaluation time, and
opportunities for repeated performance to refine skills, deliberate practice not only represents
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the gold standard of practice (Ericsson & Pool, 2016) but is also conducive to language learning
(Wedlock & Binnie, in press). Hence, when designing activities for language learning purposes,
educators are encouraged to incorporate deliberate practice, characterized by effortful and goal-
directed exercises aimed at skill and knowledge improvement (see Wedlock & Binnie [in press]
for caveats and considerations).

Tip 4

Deliberate practice may be promoted by designing activities that require or encourage the
learner to intentionally and repeatedly process and/or use the target language during the
activity. For example, if the goal of a game or activity is to help learners develop their ability
to use six-digit numbers, the game should not only provide more opportunities to use six-digit
numbers but also reward their correct use with more game points compared to the use of other
numbers (see Consideration 5 for a caveat). During the game, the frequency and type of errors
are noted by the teacher and feedback is provided (see Consideration 9). Finally, based on the
level of mastery attained, the teacher modifies the activity to not only consolidate what has
been learned thus far, but also to promote additional learning before repeating the activity
again in a future class (see Consideration 10 for a discussion on the importance of the strategic
use of activities and learning materials).

To apply the principles of deliberate practice to learning material design (e.g., worksheets),
educators need to structure resources with well-defined learning objectives, targeting specific
language skills. The materials should offer repeated opportunities for focused effort and
advancement, challenging learners slightly beyond their current proficiency levels.
Immediate feedback mechanisms, such as answer keys or peer evaluations, play a crucial role
in refining responses and facilitating learning (see Consideration 9). The incorporation of
repetition and variation, along with incremental progression and opportunities for feedback,
not only reinforces learning but also contributes to enhanced comprehension and learning
outcomes.

Exploit novelty and surprise

If it is true that at the most fundamental and mechanistic level, learning is a neurobiological
phenomenon that results in physical changes in the brain cells (Owens & Tanner, 2017), then
“the ability of a teaching technique to harness the processes in a student’s brain that support
the formation and retrieval of long-term memories will help determine that technique’s
effectiveness in promoting that student’s learning” (Owens & Tanner, 2017, p. 7). This being
the case, and understanding the important roles that the neurotransmitters dopamine,
acetylcholine, and norepinephrine (Kafkas & Montaldi, 2018; Shohamy & Adcock, 2010) play
in attention and focus regulation, learning, and motivation, the concepts of novelty (i.e.,
something not previously experienced or encountered), surprise (i.e., the result of the mismatch
between an expectation and the actuality), and reward prediction error (i.e., the differences
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between received and predicted rewards) (see Shohamy & Adcock, 2010; Watabe-Uchida et
al., 2017), should not be overlooked when designing activities for educational purposes (Barto
et al., 2013; Kafkas & Montaldi, 2018). Optimal learning, as noted by Boeve-de Pauw et al.
(2019), seems to occur in settings of moderate novelty, striking a balance between too little,
which can cause boredom, and too much, which can be distracting or create anxiety. As
educators with experience of ND learners will understand, complete surprise is not a desirable
strategy for some of these learners (e.g. ASD) while others (ADHD) may actively seek out
novelty (Goldberg, 2022), so this may be one strategy that might be adjusted using greater
scaffolding, which requires educators to have a good level of understanding of their students
and their learning needs. In other words, what we are advocating is that a one size fits all
approach is not advisable, and the role of the teacher as an active facilitator of learning is
essential.

Tip 5

To leverage the power of novelty, surprise, and reward prediction error, educators should
consider designing their activities so that not all payoffs (e.g., game points, outcomes) match
the learners’ expectations. For example, let us assume you have designed an activity that
incorporates both previously learned vocabulary and new vocabulary, and unbeknown to your
learners you have structured the activity so that students get larger payoffs for engaging with
the new material than for engaging with known material. Instead of always rewarding
engagement with the to-be-learned material with larger payoffs and the engagement with
previously learned material with smaller payoffs, incorporate surprise by occasionally
rewarding engagement with known materials with larger payoffs, and engagement with the
new material with smaller payoffs (or even larger than expected payoffs). Not only can this
approach support learning (students are usually rewarded for taking on challenges), but it can
also keep an activity novel (needed for engagement) and allow learners who may not be ready
to take on a desirable difficulty or engage with the new material, an opportunity to experience
positive reward prediction errors (thus boosting their motivation and levels of affective
engagement) (see Consideration 7).

When designing worksheet-style activities or learning materials, educators can strategically
incorporate elements of novelty, surprise, and reward prediction error to optimize the
neurobiological processes supporting learning, although care should be taken not to
overstimulate or confuse learners by providing too much novelty at once. Introducing novel
or unexpected elements within the worksheet content or format can capture students’ attention
and stimulate the release of neurotransmitters like dopamine, known to enhance memory
formation and motivation (Kafkas & Montaldi, 2018; Shohamy & Adcock, 2010). Moreover,
educators may consider integrating reward systems or unexpected positive reinforcements
within the worksheet structure. This approach aligns with the concept of reward prediction
error, where disparities between anticipated and actual rewards can foster heightened
engagement and cognitive processing (Watabe-Uchida et al., 2017). By strategically infusing
these neurobiologically relevant elements into worksheet design, educators have the potential
to create more effective and engaging learning experiences for students.
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Additionally, it is crucial to recognize that the “novelty effect” tends to diminish with
overutilization of an activity, possibly due to habituation and a reduction in its novelty value
(e.g., Fryer etal., 2019; Zhang & Zou, 2022). To address this, educators are advised to take a
strategic approach to the frequency of activity use (see Consideration 10). Lastly, educators
should be aware that novelty is not always a prerequisite for learning success. Familiarity
with a given task or learning protocol can often yield superior results (Poppenk et al., 2010),
especially for some ND learners for whom novelty and surprise may be uncomfortable.
Therefore, deciding whether to incorporate or forgo novelty depends on the specific learning
goal, stage of learning, and characteristics of the learners.

Take a wakeful rest

The brain consolidates memories through rest, hence why sleep is so important for learning
(Walker & Stickgold, 2004). However, as important as sleep is for the consolidation of
memories, it has also been suggested that the consolidation process could be enhanced by
taking brief breaks interspersed throughout a learning bout, or between the conclusion of one
learning task and the commencement of another (e.g., Bonstrup et al., 2019). Indeed, this is a
widely implemented strategy for ND learners who may need frequent breaks from learning
activities, and movement breaks tend to be a preferred option (Peiris et al., 2021). Moreover,
movement breaks have been found to be useful for both ND and NT learners, with Peiris et al.
(2021) finding that regular movement breaks within university classes improved alertness,
concentration, and enjoyment for students. Wakeful rests have been shown to enhance memory
retention under certain circumstances (e.g., Bonstrup et al., 2019; Dewar et al., 2014; Helton
& Russell, 2015). Theorized to provide “optimal conditions for consolidation of recently
acquired memories, perhaps due to minimal encoding of novel interfering information” (Dewar
et al., 2014, p. 1), findings from a number of studies indicate that wakeful rests have the
potential to reinforce the encoding and consolidation processes of learning (Bonstrup et al.,
2019; Dewar et al., 2014; Helton & Russell, 2015), and may be as important to learning as
practice itself (Bonstrup et al., 2019). Turning to the neuroscience of learning, Mazzoli et al.
(2021), who investigated a mixed ND & NT sample of primary school students, find a “greater
positive change in the proportion of deoxygenated haemoglobin in the left dorsolateral
prefrontal cortex of children assigned to cognitively engaging active breaks compared to the
control group” (Mazzoli et al., 2021, p. 2). This measure of neural efficiency also correlates
with increased engagement in classes for both NT and ND students, further underscoring the
value of breaks during classes.

Tip 6

Wakeful rests can be used to re-focus the learners’ attention (see Consideration 1) while at
the same time potentially allowing for the memory consolidation process to begin. Wakeful
rests also allow teachers the opportunity to re-focus their attention and level of engagement
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in the teaching process and/or make any adjustments to the activity deemed necessary to
match the learners’ current performance (see Considerations 2 and 7). It is advisable to either
schedule wakeful rests at the end of each activity (within reason), or design activities and
materials that incorporate wakeful rests within the activity/material itself (e.g., a wakeful rest
could be placed after the second round of a three-round game or placed after the second
activity on a worksheet). Some studies, (e.g. Mazzoli et al., 2021) suggest that rests that
involve movement, or at least not sitting down, are more effective than resting in place, so if
the environment allows, some movement is encouraged during such breaks.

Maximize motivation by providing opportunities for visible learning and micro successes

To achieve optimal motivation, Rea (2000) posits that three conditions must be met: (i) an
optimal challenge must be provided (see Consideration 2), (ii) students must be 100% focused
and engaged (see Consideration 1), and (iii) a state of optimal arousal must be reached. Based
on the concept of “flow” (see Csikszentmihalyi, 1990; Nakamura & Csikszentmihalyi, 2014),
these three conditions, according to Rea (2000), can be met when there is a balance between
the serious-minded process and the fun-minded process, a process referred to as “serious-fun”
(Rea, 2000). Elaborating on this notion further, Rea (2000) posits that the ideal learning
condition to promote motivation is therefore one which provides learners with interesting
challenges that they believe, based on their current abilities, can be overcome (i.e., the learners
have a high expectancy of success) (see also Abuhamdeh & Csikszentmihalyi, 2012).

In line with the above assertion, and grounded in research suggesting that when it comes to
learning, success breeds success (e.g., Wulf & Lewthwaite, 2016; Salanova et al., 2012),
several scholars have emphasised the positive contribution that signs of visible learning and
successful learning attempts have on one’s feelings of self-efficacy and motivation (e.g.,
Bandura, 1977; Busse, 2014; Deci & Ryan, 2000; Kirshner & Hendrick; 2020; Rea, 2000;
Salanovaetal., 2012). As such, educators are strongly recommended to consider the facilitative
role micro successes and signs of visible learning can play in supporting motivation, and to
design their activities accordingly (see Consideration 2).

Tip 7

Since successful attempts at learning often result in increased feelings of self-efficacy and
motivation, activities and learning materials should be designed so that they provide learners
with manageable, but not overwhelming, challenges (i.e., optimal challenges). This can be
done by designing activities/materials which combine previously learned items with to-be-
learned items, especially in ways that necessitate the use of current knowledge to process
and/or assimilate new linguistic input. For example, if using an activity to introduce new
vocabulary (e.g., fruit), incorporating several known vocabulary items (e.g., colours) into the
activity can be an effective way to not only increase depth of processing (see Consideration
3) and consolidate and/or review known vocabulary items, but also as a way to provide
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learners with visible micro successes as they figure out the relationship between the
previously learned items and the to-be-learned items (e.g., a yellow banana, a green grape).

Remember, affective engagement matters

From modulating attention and motivating action, to facilitating the encoding and retrieval of
the target stimuli, the influence emotions have on learning has been widely discussed in the
literature (e.g., Ki & Jeong, 2020; Tyng et al., 2017). Considering the relationship that exists
between the psychological and neurobiological processes implicated in learning (Ki & Jeong,
2020; Leamnson, 2000; Tyng et al., 2017), the importance of affective engagement should not
be overlooked when it comes to designing and implementing games, tasks, and activities for
educational purposes.

Beginning with the design process, Houser and Del.oach (1998) assert that effective game
design (or, for this paper, activity, task, and material design) should be visually pleasing;
incorporate an “attract mode” (e.g., an appealing title page or introduction video) aimed at
capturing the attention and imagination of potential players (i.e. learners); have clearly defined
goals; and be user-friendly. These design principles, coupled with research indicating that
catalysts for affective engagement, including passionate teachers (e.g., Leamnson, 2000; Serin,
2017), social interaction (e.g., Ki & Jeong, 2020), optimal challenges (e.g., Bjork & Kroll,
2015; Rea, 2000), self-efficacy (e.g., Bandura, 1977; Rea 2000), and enjoyment (Lucardie,
2014), suggest that for learning activities and materials to be affectively engaging, they should
be designed with both the psychological and neurobiological processes of learning in mind.

Tip 8

Design elements—Ilike the school’s emblem, visually appealing layouts, and the inclusion of
teacher and/or student names or photos (mindful of privacy and legal considerations)—add a
touch of familiarity and relevance, thus contributing to a more engaging and personalized
experience.

Regardless of specific design choices and modifications, educators play a vital role in
deepening affective engagement when implementing learning activities. By injecting
enthusiasm, being emotionally invested, adding a touch of humour, and fostering a classroom
culture that values inclusion and sees mistakes as valuable learning opportunities, educators
can create a learning environment that resonates with students on both a personal and
pedagogical level. Incorporating these intentional design and instructional elements not only
enhances emotional engagement but also helps establish a conducive environment for
learning.
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Provide meaningful feedback and feedforward

There is little question that, independent of what is being learned, feedback is necessary for
correcting mistakes, monitoring progress, and improving the skill, knowledge, and
performance of learners (Heritage, 2019; Luft, 2014). However, since the impact of feedback
will vary depending on the type of feedback given (Ammar & Spada, 2006; Li, 2010), the
learner’s proficiency level (Ammar & Spada, 2006; Li, 2010; Lim & Renandya, 2020), the type
of error made (i.e., a knowledge error or a performance error), the skill and knowledge of the
teacher (Heritage, 2019), and as a direct result of the way a learner processes and actions
feedback (Luft, 2014; Metcalfe, 2017), it is recommended that educators think about their
feedback goals and strategies before employing their learning activities. Additionally, and as
mentioned above, feedback is not solely about error correction; it also involves guiding future
performance (Heritage, 2019). This is where the concept of feedforward — a formative process
aimed at providing learners with information they can use to enhance future performance or
facilitate progress (Hattie and Timperley, 2007) — is crucial. To effectively integrate
feedforward, educators might find it beneficial to consider which strategies they can employ to
capitalize on any formative feedback opportunities that arise during a lesson.

Tip 9

Teachers have numerous options for developing a feedback/feedforward strategy. For
example, they could provide feedback whenever an error is made, at defined points (e.g.,
during slide transitions or at various stages throughout a game), or at the conclusion of the
activity. Alternatively, educators may make strategic decisions, such as only providing
implicit correction (e.g., a recast) for previously encountered items, and more explicit and
detailed correction and feedback for to-be-learned items or structures. However, regardless
of the type and intensity of feedback and feedforward provided, if it is not noticed, considered,
and acted upon by the learner, it is arguably of little benefit.

Strategic selection and use

When it comes to learning, the deliberate selection and strategic utilization of activities and
learning materials are of paramount importance in promoting robust learning outcomes. If the
primary aim of learning is to enhance individuals’ knowledge, skill, or performance in a
specific domain, the learning activity/material should be chosen, designed (or modified), and
implemented purposefully to achieve this goal. Merely selecting an activity or learning material
in an ad hoc manner, or because it is perceived as inherently enjoyable or assumed to
miraculously enhance learner motivation, does not guarantee its suitability for the intended
learning outcomes, or its intended learners.

An inappropriately chosen game or activity may result in disengaged learners — a facet not
extensively explored in much of the literature on second language learning or education in
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general but experienced by many teachers. To optimize learning outcomes, educators must
consider not only the learning goals but also the protocols they will employ, such as spaced
repetition, daily practice, low-stakes competition, testing, deliberate practice, or leaderboards.
Additionally, they should consider the stage of learning in which to employ these learning
activities to best help realize any stated learning goals.

Tip 10

Unless being repeatedly utilized as part of a deliberate practice protocol (see Consideration
4), or as part of structured curriculum, it is important that educators refrain from overusing
their favourite activities (since overuse often results in declined levels of student engagement,
as mentioned in Consideration 5), or simply employing them for “fun”. Limiting the use of
each individual activity allows these resources to not only remain novel (see Consideration
5), but also allows them to retain their value as viable pedagogical tools capable of enhancing
affective engagement (see Consideration 8). Therefore, it is advised that educators develop a
range of fit-for-purpose, research-informed activities and learning materials that can be
strategically employed in their classrooms as a means of complementing other intentionally
selected learning tasks to optimize learning outcomes (also see Zhang & Zou, 2022).

Conclusion

This paper has introduced an evidence-informed framework designed to support educators in
the effective design and implementation of learning activities (which also include games and
tasks) and materials for language learning purposes. By utilizing this framework, educators can
expect to enhance pedagogical effectiveness, increase student engagement, foster emotional
investment, and elevate motivation levels in language learning. To ensure the utilization of
resources with genuine pedagogical benefits, educators are encouraged to consider not only the
key aspects of how people learn, such as novelty/surprise, repetition and recall, affective
resonance, and association but also the underlying mechanisms that drive the learning process,
including focus, depth of processing, optimal challenges, deliberate practice, and feedback.

In conclusion, while the framework presented in this paper specifically focuses on activities
and materials for language learning, it is important to acknowledge that educators, regardless
of their subject area, who possess a more comprehensive understanding of the neurobiological
and psychological processes involved in learning for both NT and ND learners are better
positioned to harness the pedagogical potential of a wide range of learning technologies,
traditional, online or otherwise. By leveraging this understanding, educators can optimize the
design and implementation of learning activities, thereby creating meaningful and effective
educational experiences, all while encouraging inclusion in the learning game. To this end, we
hope this paper has provided insightful contributions.
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Abstract

In recent years, the Indonesian government has put greater
emphasis on promoting critical thinking in the education system,
including the notion of critical thinking in national
examinations, curriculum, and graduate outcomes for school
education. Nevertheless, as in many testing-oriented countries,
fostering critical thinking in the Indonesian context can be
challenging, as the long-standing culture of testing, in which
every answer is either correct or not, contradicts the concept of
critical thinking. This paper focuses on identifying challenges in
promoting critical thinking in English Language Teaching,
especially in testing-oriented countries. The paper argues that
critical thinking can be effectively fostered in students if teachers
have a profound understanding of the notion. Demonstrating
how critical thinking can be incorporated into teachers’ daily
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pedagogical activities and encouraging teachers to conduct collaborative action research about
the teaching of critical thinking are suggested as two productive ways to boost teachers’
understanding of the notion of critical thinking.
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Introduction

Recently, fostering critical thinking has become one of the primary concerns of education
policies in many countries. The central role of critical thinking in the labour market,
globalisation, the information revolution, modernity, and in technology and connectivity
(Defianty & Wilson, 2019; Vincent-Lancrin et al., 2019) has led several countries to reform
their education policies. Furthermore, in the English Language Teaching (ELT) landscape in
particular, a recent meta-analysis study conducted by Taherkhani and Gholizadeh (2023)
revealed that critical thinking can potentially enhance students’ competence in all four macro
language skills: reading, writing, listening, and speaking.

Indonesia is among those countries which have reformed their education system, including
ELT, by aligning their policies with the notion of critical thinking. For example, the current
curriculum, Kurikulum Merdeka, explicitly states that critical thinking is one of the compulsory
elements of school graduate profiles. Another major reform has been introduced by changing
the national standardised testing system from “high-stakes” to “low-stakes™ testing. It was
expected that these policy changes would encourage teachers to move away from the traditional
emphasis on teaching-to-the-test and allow for greater emphasis on critical thinking. However,
research shows that teachers in Indonesia still cling to their former testing regimes and that
ELT teachers still have a limited understanding of critical thinking and how to teach it
(Defianty & Wilson, 2022; llyas, 2018; Puspitasari & Pelawi, 2023). Unfortunately, as Li
(2023) pointed out, it appears that policy reform may not automatically change teachers’
teaching practice.

In this paper, we argue that a country that has a long history of national high-stakes testing,
such as Indonesia, may find fostering critical thinking a challenge, even though the official
policy has moved on, as teachers are still strongly influenced by the culture of testing in which
they have been immersed since childhood. We first explain the context of ELT in Indonesia
and the recent changes in the national testing system; then, we discuss the notion of critical
thinking, particularly as it relates to ELT. Next, we explain high-stakes, standardised testing,
and its effects on teaching and learning, arguing that it is inimical to the teaching of critical
thinking. We then introduce the notion of a “testing culture”. Finally, we explore how critical
thinking in ELT can be effectively fostered in countries with such a culture.

A glimpse of the assessment system in Indonesia

All schools in Indonesia are required to implement the national curriculum and to administer
the national examination. This examination is a “standardised” test, meaning that the same
questions and the same method of grading are applied across the entire country to ensure that
the test is “fair” and reliable (Brown & Abeywickrama, 2021). National standardised testing
has been implemented for decades with various labels.
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The current standardised test, entitled AKM, is considered to be a significant reform for the
assessment system in Indonesia for the following reasons. First, AKM is the first national
standardised test that is “low-stakes” in that, unlike the previous long-standing Ujian Nasional
(national examination), the score has no bearing on individual students’ eligibility to graduate
and to continue towards further learning. Like the NAPLAN test in Australia (ACARA, 2017),
the aim of the test is to provide information about whole school performance that can be used
to improve learning outcomes. In contrast to the previous testing regime, the current test is
administered to students at year five, eight, and eleven, and the results do not hinder students
from progressing to the next grade. Only a representative sample of a school population—30
students for elementary level and 45 for lower and higher secondary levels, randomly selected
by the school—are required to take the test. Secondly, in contrast to the previous standardised
testing, the AKM emphasises students’ critical thinking (Ministry of Education and Culture,
2020), whereas previously, the national standardised testing focused on cognitive skills and
knowledge at surface level.

Nevertheless, it has been argued that the reform has only been applied at the policy level
(Defianty, 2021; Ernawati et al., 2023); in practice, teachers continue to treat AKM like the
previous national examination. Thus, schools purposely prepare students for the test despite
the fact that the government has explicitly stated that the results of AKM have no consequences
for the schools or the students who take the test (Ernawati et al., 2022, 2023). In addition,
several studies also show that teachers are not able to construct AKM-like tests with a focus
on critical thinking and that many believe that AKM is similar to the previous standardised
test, the Ujian Nasional, in that teachers can train their students to answer the test questions
and thus get a high score. In other words, they still treat the test as if it were a knowledge and
skills-based test with only one possible correct answer for each question (Ernawati et al., 2022;
Murni et al., 2022; Nurjati et al., 2022). In the following paragraphs, we will explain why this
approach to testing is inimical to the teaching of critical thinking.

The paradox of critical thinking and standardised high-stakes testing
Critical thinking and its application in ELT

To understand the challenges of implementing critical thinking in Indonesia’s ELT context, it
is important to first clarify what we mean by critical thinking. Critical thinking is now
universally recognised as an essential skill or attribute for participation in modern life, enabling
citizens to assess situations, evaluate information, make rational decisions, and solve complex
problems (Vincent-Lancrin et al., 2019). Nevertheless, defining critical thinking has often been
challenging as scholars have not yet formulated any consensus of what critical thinking is and
what constitutes its practice.

In the field of education, theories of critical thinking can be attributed to Ennis (1991) who
defined critical thinking as “... reasonable, reflective thinking that is focused on deciding what

84



TESOL in Context 2024 Volume 33 Number 01 General Issue

to believe and do” (p. 6). Another widely accepted definition of critical thinking is from Elder
and Paul (2010); they define critical thinking as “...the process of analyzing and assessing
thinking with a view to improving it. Critical thinking presupposes knowledge of the most basic
structures in thinking (the elements of thought) and the most basic intellectual standards for
thinking (universal intellectual standards)” (p. 38).

From numerous theories of critical thinking, Davies and Barnett (2015) distilled three key
areas: thinking skills, criticality, and critical pedagogy. On one level, critical thinking involves
thinking skills such as analysing, comparing, reasoning, evaluating, and decision-making.
However, being equipped with skills is not sufficient, as students also need “criticality”; that
is, they need to develop a disposition for thinking critically, to recognise and value critical
thinking, and develop habits of thinking critically in their work, everyday lives, and in society.
Further, proponents of critical pedagogy urge students to examine pressing social issues and to
acquire and practice ethical values such as inclusivity, environmental responsibility, and open-
mindedness.

In relation to pedagogy, studies agree that critical thinking can be taught, including in the
Indonesian ELT context. Several studies have shown that critical thinking can be embedded in
various teaching activities. For example, a meta-analysis including 341 effect sizes from quasi
and true-experimental studies revealed that learning activities such as argument mapping,
problem-based learning, and cooperative learning, significantly improve students’ critical
thinking skills (Abrami et al., 2015). Other studies demonstrate how Indonesian students can
be taught to develop ‘criticality’. For example, Defianty and Wilson (2023) describe how an
ELT teacher in Kalimantan introduced her year 12 students to critical thinking. This teacher
had her students discuss how the UN’s Millenium Goals related to their hometown and what
they personally could do to help achieve these goals. In terms of critical pedagogy, Mambu
(2010) explains how he engaged students in an ELT class in a rural high school in East Java,
albeit with minimal English skills, in critical reflection on issues currently affecting their own
school and community. Mambu encouraged students to voice their opinions, by overlooking
grammar errors, lending support with vocabulary, and allowing them to code-switch between
English and Indonesian where necessary.

While there are examples in the literature of ELT teachers in Indonesia applying critical
thinking pedagogies, it may not be clear to many teachers how critical thinking relates to ELT.
Studies show that ELT teachers are not confident in explaining critical thinking (Defianty &
Wilson, 2022). In the ELT classroom, teachers have long focused on teaching vocabulary and
grammar rules: content which has proved to be easily testable in multiple choice formats in
standardised tests. This is the content which underpins teachers’ traditional confidence in their
role as imparters of knowledge. Mambu (2010) suggests that the content of ELT needs to focus
instead on problematic themes such as “fast food” or “environmental pollution” supported by
visual stimuli to prompt students to participate dialogically in English classes. This approach
resonates with Defianty and Wilson (2020) who suggest that critical thinking in ELT entails
both thinking analytically about the language (e.g., “What is the difference in meaning and
usage between the past simple and the present perfect tense?”’) and thinking through the
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language; that is, using English to engage in reflection and discussion about problematic topics
of contemporary interest. While thinking about the language particularly entails thinking skills,
such as analysing, comparing, and evaluating, thinking through the language affords
opportunities for criticality and critical pedagogy.

However, it is a huge challenge for ELT teachers, who are used to teaching language as
‘grammar + vocabulary’, predominantly through grammar and translation exercises with
multiple choice answers, to shift towards teaching students to think critically. If they are to
shift towards a focus on critical reflection on challenging issues, as Mambu (2010) proposes,
both substantial teacher agency and new skills are required. Rather than controlling their
classes by working through the textbook exercises, teachers need to be able to engage students
in classroom activities that stimulate critical thinking and encourage students to think, and use
English, independently.

Standardised high-stakes testing

Thinking independently was definitely not encouraged in the era of standardised high-stakes
testing. Popham (1999) defined standardised tests as “any examination that is administered and
scored in a predetermined, standard manner” (p. 8): all candidates answer the same questions,
and there is only one acceptable answer. Standardised testing has long been the norm both for
national and international “high-stakes” exams where, for example, students are competing for
access to limited places in higher education or for entry to elite professions. Although there are
many other instruments that can be used to assess students, such as portfolios, self-assessment,
peer assessment, and journals, standardised testing has dominated high-stakes assessment for
many years, as it is a practical way to attain immediate and comparable information. A uniform
test can be administered quickly and efficiently to vast numbers of students, especially where
multiple choice formats are applied, in order to obtain reliable results (Hughes, 2013). These
results are deemed to be fair (despite the confounding factors that may disrupt this) and cannot
easily be challenged by disaffected test-takers. Marking is cheap, rapid, and objective. Thus,
from an administrative perspective, as Brown and Abeywickrama (2021) point out, high-
stakes, standardised testing has much to recommend it. Standardised, high-stakes testing was
well understood by teachers as the form and style of the test generally remained constant from
year to year, so question types and content became well known. This made it easy to predict
probable test questions and expected answers, so teachers could prepare their students with
targeted test-taking skills and knowledge. Teachers’ skills in preparing students for high-stakes
standardised testing were highly appreciated by school principals, students, and parents, and
there was enormous pressure on teachers to “teach-to-the-test”, as failure in such high-stakes
tests could mean disgrace for the student’s family.

Nevertheless, standardised high-stakes tests, such as the long-standing national examination
(Ujian Nasional) in Indonesia, have been widely criticised for their negative impacts, including
the stress and anxiety they cause for both students and teachers, detracting from the quality of
students’ learning experience (Furaidah et al., 2015; Romios et al., 2020; Saukah & Chayono,
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2015; Sukyadi & Mardiani, 2011). A major drawback from high-stakes testing is the teaching-
to-the-test model of learning. Koretz (2017) argued that high-stakes testing shifts teachers’
attention towards test preparation and away from more fundamental learning objectives; he
pointed out that “high-stakes testing creates strong incentives to focus on the tested sample
rather than the domain it is intended to represent” (p. 18). In the same vein, Au (2007) argued
that “[high-stakes standardised testing] contradicts curriculum and instruction aligned with
professional standards ...” (p. 14). Several previous studies have indeed found the negative
impact of high-stakes testing. For example, a survey involving 117 teachers in upper
elementary schools in California revealed that high-stakes tests negatively affect instructional
study and planning. Specifically, teachers purposively spend their allotted teaching time on
preparing students for the test (Herman & Golan, 1993). In Indonesia, a recent study which
also focused on the impact of the high-stakes standardised testing revealed that teachers still
believe the test had negatively affected their teaching roles and instruction (Puspitasari &
Pelawi, 2023).

Standardised high-stakes testing leads to a “testing culture”

According to Birenbaum (2016), high-stakes testing, usually involving standardised tests,
fosters a “testing culture”, characterised by a clear distinction between instruction and
assessment, a passive role for students in the assessment, and decontextualised and discrete
tests in a multiple-choice format. In contrast, in an “assessment culture”, students play an active
role; there are multiple forms of assessment; and students’ achievement is defined in a profile
instead of a single score. In a testing culture, “classroom assessment is seen as simply
preparation for an externally set and assessed exam”, while in an assessment culture, classroom
assessment is guided by “considerations of learning and teaching” (Hamp-Lyons, 2007, p.
488). The features of testing and assessment cultures are identified in Table 1.

Table 1. Testing culture versus assessment culture (adapted from Birenbaum, 2016, pp. 277—
286)

Assessment culture

Category

Testing culture

Mindset

The purpose of assessment

Making grades for reports

Aiming for learning

The function of assessment

Accountability

Direction for further learning

The methods of assessment

Prefers standardised tests

Focuses on establishing dialogue
(interaction) with learners

Power relations in assessment

Controlled by assessor

Shared assessment power

Attitudes towards diversity

One instrument will suit all
students

Acknowledges students’ diversity

Expectations about learning

>

Teachers believe that students
capacities are fixed

Teachers believe that students have
distinct capacities which can be used to
move learning forward

The fidelity of assessment

Tests can measure students’
ability accurately

Tests may not depict students’ overall
ability

Classroom assessment
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Formal assessment Assessment for learning is Emphasises and applies formative
interpreted as frequent testing, assessment
and formative assessment
strategies are applied
superficially
Classroom culture Competitive and score-oriented ~ Applies the notions of constructivist
learning theory such as collaborative
learning, higher-order thinking, student
agency
Teacher professional Carried out by external Focused on developing self-regulated
learning providers which may not be in learning
line with teachers’ needs
Leadership Teachers have passive role in Emphasis on capacity building, and
making decisions being pedagogical leaders
The impact of external Applies ‘teaching-to-the-test’ Instruction is not affected by
accountability tests model standardised tests

Several features of the testing culture such as rote memorisation and teach-to-the-test teaching
tend to hinder students’ critical thinking skills from developing (Jiang, 2013). Critical thinking
emphasises deep and active learning, reasoning, and tolerance of ambiguity; in contrast, high-
stakes testing encourages memorisation, repeating the expected correct answer, and
ventriloquising prepared reasons. Thus, negative backwash from high-stakes testing
counteracts critical thinking pedagogy.

Moreover, the negative impact of the testing culture and high-stakes testing lingers even when
the test is no longer administered. For example, a longitudinal study in Taiwan involving
46,361 students showed that reform in the examination system has not changed the cram
schooling culture (Chao et al., 2024). In other words, changes in examination policies may not
automatically change the long-standing testing mind-set (Chao et al., 2024). This Taiwanese
study corroborated Li’s (2016, 2023) argument that reform of the assessment system will not
automatically change teachers’ practice.

The contrast between “testing culture” and “assessment culture”, which reaches into every
dimension of teaching-learning, helps to explain why it is that ELT teachers in Indonesia may
find it so challenging to respond to the policy change towards low-stakes testing and teaching
for critical thinking, which entails a new mindset and major cultural change.

Barriers to fostering critical thinking in ELT within a testing culture

The testing culture that lingers in Indonesia, despite the policy changes which have been
introduced, thus presents a number of barriers to the teaching of critical thinking. Most
importantly, as the legacy of a lifetime of high-stakes testing, teachers still believe that test
preparation is a staple of classroom practice, and they lack knowledge of how to introduce
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critical thinking into their assessment practices (Ernawati et al., 2022; Murni et al., 2022;
Nurjati et al., 2022).

A further barrier is that teachers in Indonesia still lack understanding of critical thinking and
how to teach it. Unfortunately, research shows that teachers in Indonesia, as in some other
testing-oriented cultures, still have limited understanding of critical thinking and how to teach
it. For example, based on 59 questionnaires answered by teachers from three different regions
in Indonesia, Ilyas (2018) concluded that teachers’ conceptions of critical thinking are
disparate, though one key element shared among the participants is analysis. A similar finding
was also shown in a study involving 271 ELT teachers, which revealed that teachers have
limited understanding of critical thinking (Defianty & Wilson, 2022). Even when teachers
understand the concept of critical thinking, they need to have the willingness—and
confidence—to shift their long-held attitudes to teaching associated with the testing culture.
Moreover, they themselves need to develop a greater capacity to think critically.

In particular, moving towards a pedagogy for critical thinking necessitates a shift towards more
active engagement of students in classroom interaction and a less teacher-dominated classroom
culture. This shift requires more agency on the part of both teachers and students and less
reliance on a set textbook to control the pace and content of their classes (Fadilah & Mufidah,
2021; van den Ham & Heinze, 2018). This can be threatening for teachers who are steeped in
a testing culture of education which depends, in ELT, on students acquiring a set repertoire of
grammar and vocabulary, rather than learning how to communicate ideas in English and to
think critically about these ideas. Thus, teachers’ lack of experience and skills in actively
engaging students in participation in the classroom is a further barrier to overcome.

Another barrier is that teachers who are accustomed to a testing culture may not be equipped
for a move towards forms of assessment appropriate for an “assessment culture”, such as
portfolios, creative artefacts, presentations, and journals. Teachers need new understandings
and strategies for conceptualising assessment as an integral part of moving learning forward,
in other words implementing assessment for learning rather than assessment of learning (Arrafii
& Sumarni, 2018; Widiastuti & Saukah, 2017).

Lastly, studies show that teachers tend to believe that their students’ limited English prevents
them from participating in critical thinking in the ELT classroom (Defianty & Wilson, 2022;
Velayati et al., 2019). This belief is another barrier to overcome while introducing critical
thinking into ELT in testing-oriented cultures.

Overcoming the barriers: Possible solutions
Vincent-Lancrin et al. (2019) maintain that fostering critical thinking requires a strategic and

on-going plan, particularly in terms of teacher development, as teachers’ beliefs and
understandings are crucial in bringing critical thinking into the classroom (Li, 2016, 2023).
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Several professional development strategies, such as workshops or seminars, have been
established in Indonesia to improve teachers’ understanding of critical thinking, and the
government has published guidelines on how to implement critical thinking for teachers in
Indonesia (Ariyana et al., 2018). Nevertheless, these professional development programs and
publications have not yet yielded a promising result. Clearly, a sustained approach to
professional development is needed in order to enhance teachers’ understanding of critical
thinking and how to teach it.

One approach to improving the teaching of critical thinking is collaborative action research,
which can be defined as a collaborative partnership between teachers and researchers or
mentors to identify and resolve problems in teaching—learning (Yuan & Burns, 2017).
Collaborative action research involves a cycle of identifying the problem, planning,
implementing, evaluating, and redesigning innovations in teaching. It has two major
advantages: first, it creates a sense of ownership, as teachers are directly engaged in designing
and conducting the research in order to answer their own dilemmas and challenges, but with
support and guidance from mentors/ researchers; second, it helps teachers align theory and
practice in a meaningful way for their own needs and situation (Kemmis & McTaggart, 2005).
An advantage of collaborative action research is that it can be deeply rooted in teachers’ daily
teaching practice, as the research emerges from teachers themselves in collaboration with
researchers. Gandana et al. (2021) showed that top-down introduction of a completely new
approach to instruction can be counterproductive. The study involved fifteen ELT teachers in
Indonesia. Participants were introduced to how to teach critical thinking through literature by
adopting a critical thinking model from Bobkina and Stefanova (2016). Drawing on data from
teachers’ subsequent instructional activities, the researchers concluded that teachers were still
having difficulties in implementing critical thinking in their own classroom context. Gandana
et al.”s (2021) study confirmed previous research showing that teachers can be resistant to
change, as they need to both learn and unlearn their practice at the same time (see Kennedy et
al., 2008). Rather than change being imposed on teachers by external actors, collaborative
action research allows teachers themselves to be in control of the innovation with support and
mentoring from the researchers.

A second aspect of professional development for critical thinking pedagogy in testing-oriented
cultures is that teachers need to see actual examples of how the pedagogy can be applied
successfully in their own contexts. Such examples can help to build an awareness and
confidence in new teaching practices for critical thinking. A number of studies describing
strategies for critical thinking pedagogy have emerged in Indonesia in recent years, such as:
extensive reading programs (Husna, 2019); Mobile Assisted Language Learning entitled
‘English with Noni’ (Agustina et al., 2022); listening journals (Purnamaningwulan, 2022); and
Socratic questioning (Lintangsari et al., 2022). These studies and publications offer strategies
and inspiration for ELT teachers who are attempting to incorporate critical thinking into their
teaching. For example, “English with Noni” (Agustina et al., 2022) encourages students to
develop their own clearly reasoned arguments in response to a written text. Similarly,
Purnamaningwulan (2022) asked students to understand, analyse, and reflect on audio texts
and then to relate them to their own lives, thus involving students in all three dimensions of
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critical thinking defined by Davies and Barnett (2015): thinking skills, criticality, and critical
pedagogy. Similarly, the examples provided by Mambu (2010) show how students can be
involved in critical thinking despite their low English ability. There is an urgent need for more
research of this kind as well as wider dissemination of success stories in critical thinking

pedagogy.

In addition, more research is needed to show how formative assessment, assessment for
learning, can be used in the teaching of critical thinking in Indonesia. Such research is essential
in supporting the move towards an assessment culture, particularly in underpinning
professional development initiatives.

Conclusion: Teachers need more support to overcome the long-standing
“testing culture”

This paper has argued that the long-embedded culture of high-stakes standardised testing
remains a barrier to introducing critical thinking pedagogy in countries like Indonesia; and that
ELT teachers who have been nurtured in a testing culture and have worked and studied within
this culture for years may find it very difficult to change their teaching practice, despite the
emphasis on critical thinking in the revised curriculum. Brought up themselves in a testing
culture, it is hard for teachers to develop a new repertoire of strategies which encourage
students to participate more actively and more critically in English language classes.

As we have argued, many ELT teachers are still uncertain how critical thinking applies in their
classrooms, particularly when students’ language ability is very low. For years, teachers have
been used to teaching test-taking skills based on grammar rules and discrete vocabulary. A
move towards critical thinking requires them to focus more on students participating actively
in using English to make meaning, rather than simply rote-learning given content. This also
means moving away from a focus on the ‘correct” answer and allowing students to experiment
with using English to talk about issues which are important to them, as suggested by Mambu
(2010). Importantly, a move to critical thinking pedagogy also entails thinking about
assessment as a way to move student learning forward rather than as a tool for reporting, as
described in Birenbaum’s (2016) view of an “assessment culture”. For all of these reasons,
moving away from a testing-culture calls upon teachers to make profound changes in the way
they conceptualise English language learning and their role and goals as English language
teachers, and so teachers need considerable support in re-thinking their approach to ELT.

We have argued, with Vincent-Lancrin et al. (2019), that well-planned teacher development
programs are necessary to help teachers develop understanding of critical thinking and how it
applies in English language classes. On one hand, teachers need to learn strategies and
techniques for developing and assessing critical thinking in teaching English, and professional
development workshops can help to disseminate these strategies. However, teacher
professional development alone may not overcome teachers’ reticence and build their

91



TESOL in Context 2024 Volume 33 Number 01 General Issue

confidence in a new paradigm of learning. We have suggested that one way to help break
through teachers’ resistance to change may be to use collaborative action research, in which
teachers and mentors together tackle the challenges which teachers face in their own
classrooms. Cultural change—changing from a fundamentally testing-oriented culture towards
embedding critical thinking in ELT—will not happen quickly. But with more opportunities for
teacher development, and for collaborative action research, in particular, a gradual shift
towards more critical thinking in ELT can be achieved.
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YouTube has gained global popularity for language education,
especially among young language learners in informal contexts.
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English as a Foreign Language by Virginia H. Y. Kwok explores

how university students in Hong Kong use YouTube to enhance  Fublication
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and self-directed language learning. Through a qualitative, case
study approach, the author delves into the diverse ways students This work is licensed under a
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YouTube.

The book is grounded in a narrative inquiry approach. This methodology is particularly suited
to exploring students’ attitudes, motivations, and behaviours that characterise out-of-class
language learning, which are otherwise difficult to capture. The book accounts for students’
stories and experiences in a way that highlights the ‘subjective’ realities of language learners.
Data collection involved semi-structured interviews, reflective learning journals, and
questionnaires designed to elicit detailed accounts of students’ perceptions and practices.
Participants from a university in Hong Kong represented a range of English language
proficiency levels, academic goals, and cultural backgrounds. This multi-layered approach
allowed the author to capture the diversity and complexity of learners’ interactions with
YouTube, providing insights into individual differences in learning experiences. Therefore, by
exploring YouTube’s educational affordances through students’ voices, this book offers a
unique lens on how digital platforms reshape technology-enhanced language education.
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A key finding of the study is that YouTube served as a ‘personalised language laboratory’ for
students who used it to practice and enhanced specific language skills according to their
personal goals. The author describes how students strategically select content that aligns with
their interests and learning styles, such as enhancing vocabulary through song lyrics or
improving pronunciation with video tutorials. This practice demonstrates students’ agency in
shaping their own learning pathways, which is critical for organising autonomous learning in
the digital age. The findings also reveal that students perceived YouTube as a flexible, engaging,
and easily accessible resource that enabled them to ‘experiment’ with the language, thus
supporting risk-taking and creative exploration (which are often limited in formal classroom
settings).

Furthermore, the findings show a variety of factors influence learners’ perceptions of YouTube
as a language learning tool. These factors include students’ previous experiences with language
learning, the influence of teachers and peers, and student self-efficacy in navigating digital
content. The author also identifies five key qualities that facilitate autonomous and experiential
learning: intrinsic motivation, digital literacy, self-regulation, resilience, and cultural
adaptability. By cultivating these qualities, students in this study could make the most of out-
of-class resources like YouTube and develop skills that extend beyond language acquisition
and contribute to whole-person development.

The implications of this study are important for educators and policymakers. The author
emphasises the potential for YouTube and similar platforms to supplement formal education by
addressing the diverse needs of younger learners. The author recommends practical strategies
for teachers to guide students in selecting appropriate YouTube content and integrating digital
media literacy training into the curriculum. This approach aims to foster a balance between
structured in-class and unstructured, student-driven exploration and to bridge gaps between
formal and informal language learning environments. The author further highlights the
importance of training learners to manage their time effectively when exploring digital content.

The book not only advances our understanding of digital media’s role in language learning, but
also raises important questions for future research. The author suggests questions, for example,
how can educational institutions leverage platforms like YouTube to support out-of-class
learning without interfering with learners’ autonomy, and what kinds of training do students
need to navigate these digital resources effectively? These questions stress the need for ongoing
research into digital literacy, learner autonomy, and the changing dynamics between formal and
informal language learning spaces.

In summary, the study’s methodological rigor and its focus on learners’ narratives contribute to
the diversity and individuality in how students approach language learning as well as the
challenges and opportunities for educators in the digital age. For those interested in the
potential of technology to empower language learners, this book is recommended.
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Teaching Pronunciation with Confidence is a comprehensive, open
educational resource (OER, 2024) aimed at ESL/EFL teachers and

Correspondence
Skye Playsted

learners, with a focus on effective pronunciation teaching. The book
was conceptualized by lead author, Guskaroska, who had worked on
a course created by Levis with fellow PhD students at that time,
Zawadski and Challis. The purpose of the book was to create an
online resource for future students in Levis’ pronunciation teaching
course that could transform the course’s paper-based activities into
interactive online activities, providing immediate feedback for
students completing the activities. At the same time, an OER
publication offered teachers seeking to integrate pronunciation
teaching into their classroom practice an accessible resource that
drew on up-to-date technological resources and pedagogical
approaches. ESL/EFL teachers and students will appreciate its clear,
accessible format and descriptions of research-informed classroom

skye.playsted@une.edu.au

Publication

Received: 08 October 2024
Revision: 04 November 2024
Accepted: 05 November 2024
Published: 20 November 2024

Copyright
©2024 TESOL in Context

This work is licensed under a
Creative_ Commons_Attribution —
ShareAlike 4.0 International
License.

activities that are appropriate for most levels of instruction. Teacher educators of TESOL trainees
will find that the book (particularly in Chapters 1 and 2) provides succinct but thorough summaries
of the theoretical background and research to ESL/EFL pronunciation teaching. Teacher trainers
could find it a useful resource to draw on when preparing professional learning sessions. This
review briefly outlines and evaluates each of the book’s sections, including the foundational
aspects of pronunciation instruction, segmentals (vowels, consonants), suprasegmentals (stress,
rhythm, intonation), and assessment strategies.
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Levis’ introductory chapter on the Basics of teaching pronunciation explains why teaching
pronunciation is crucial, emphasizing intelligibility over native-like accents. The section What is
Pronunciation Teaching? introduces the purpose of teaching pronunciation in ESL/EFL settings.
Here, Levis stresses that the focus of pronunciation teaching has shifted from achieving native-
like pronunciation to prioritizing intelligibility and mutual understanding of spoken English
inclusive of all accents and dialects. This section highlights research on the impact of
pronunciation on intelligibility to support the view taken in the book that there is a relationship
between the explicit teaching of pronunciation and improved communication in English. Levis
emphasizes the need for teachers to understand how to identify appropriate goals for pronunciation
teaching, outlining the book’s aims to provide teachers with a systematic “what, why, and how”
of pronunciation teaching.

In Chapter 2, Pronunciation in language teaching, Levis builds on the introduction with a
discussion of pronunciation teaching terms and concepts. Teachers will find an overview of the
historical roots to constructs such as intelligibility and nativeness as well as key pedagogical
concepts that underpin pronunciation teaching. The nature and role of functional load,
suprasegmentals, orthography, and variations in English speech are discussed. This chapter
underscores the need for teachers to adopt an “intelligibility-based approach” to teaching
pronunciation, highlighting that “not all pronunciation errors are equally important in promoting
oral communication”. Levis acknowledges the limited time afforded to teaching pronunciation as
a standalone skill in most classroom contexts, pointing to a need for teachers to understand how to
accurately identify and prioritize areas of pronunciation to best support their students’ oral
communication. Subsequent chapters detail these areas and suggest relevant activities for each
pronunciation teaching priority area.

Part 11, Segmentals, deals with English vowel and consonant sounds. First, Guskaroska describes
the complexities inherent in teaching English vowels, due to the discrepancy between spelling and
sound and the fact that an individual vowel grapheme (letter, or combination of letters) can often
represent multiple sounds (e.g., ea in speak vs. heart). An innovative section entitled Technology
Corner includes links to online vowel instructional resources and practical ideas for utilizing
resources such as Google Pronunciation and Google Translate. Activities in this section include
listening discrimination activities with hyperlinks to the recorded sounds. These recordings use a
North American accent model, which may limit their applicability to some classrooms. Other
activities are described in relation to the nature of the production of the sound (e.g., how the mouth
and tongue are positioned to produce the vowel sound described). Activities progress from
listening discrimination tasks through to scaffolded, practice activities and then suggest how a
teacher can guide students towards more independent production of the target sound taught in
communicative activities (e.g., short, partner discussion activities that integrate vocabulary with
the target sounds). The section on consonants outlines the concept of functional load in relation to
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teaching consonant sounds. Drawing on research by Levis (2019), this section includes a helpful
table of consonant contrasts to focus on, based on their highest functional load. Examples include
the /p/ and /b/ distinction, which can cause confusion when mispronounced. Teaching activities
are described following a similar format to the vowel activities, moving through listening
discrimination activities and articulatory descriptions to controlled, guided and communicative
activities. Such a structure provides teachers with a systematic approach for introducing and
practicing specific English sounds when teaching oral communication skills.

In Part Ill, Zawadski notes how important Suprasegmentals (stress, rhythm, intonation) are for
natural-sounding speech in Chapter 6. In the Word Stress section, the author emphasizes the
importance of teaching stress patterns and rhythm to improve both intelligibility and the natural
flow of speech. Misplaced stress can lead to misunderstanding. As English rhythm relies on
stressed and unstressed syllables, the author explains how stress and rhythm patterns help speakers
convey meaning in English. Rising and falling pitch patterns in speech (intonation) also affect
meaning and speaker-listener interaction. Teaching suggestions in this section include identifying
same/different words according to word stress heard, marking the main stressed vowel in a word
and a hyperlinked interactive activity for students to record themselves reading a passage. Chapter
7, Rhythm, introduces readers to the nature of timing patterns in English and how these are built
around stressed and unstressed syllables. Such patterns are important for teachers to understand,
as they can affect how a speaker is understood and how easy/difficult speech may be for a listener
to pick out important information a speaker is conveying. Zawadski notes that, for students
accustomed to listening to syllable-timed languages such as French, Spanish, Italian, Japanese and
many African languages, understanding how English utilizes rhythm can be key to facilitating oral
communication. In Chapter 8, Levis introduces teachers to Prominence. A helpful clarification for
readers who are familiar with this field in linguistics or applied linguistics is Levis’ note that the
term prominence (a “special blend of intonation and stress™) has different names in pronunciation
literature, such as sentence stress, nuclear stress or focus. This section includes activities that help
students identify changes in meaning between questions based on where word stress is placed and
dialogue activities in which students can practice where to place prominence to adjust meaning.
Chapter 9 on Intonation deals with the melody or rising and falling patterns of pitch utilized in
English speech and how these are used to convey meaning. Listening activities in this section
introduce teachers and students to challenges of accurately perceiving how rising and falling
intonation impacts on meaning in English. In Chapter 10, co-authors Levis and Challis unpack
Connected Speech, describing “normal form vs. dictionary form” of English in the context of
natural speech. This section introduces readers to how sounds are commonly deleted, added,
reduced, or changed in informal speech. Teachers will appreciate the authors’ suggestions for
visually representing these processes in a sentence (e.g., linking C-V, or the consonant at the end
of a word to the vowel at the beginning of a new word).
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Part 1V, Assessment, includes suggestions for diagnostic tasks that help teachers identify
pronunciation issues and track student progress. Here, Levis also discusses the importance of
providing corrective feedback and offering controlled practice opportunities, such as listen-and-
repeat exercises, to help learners improve over time. Tasks begin with initial questions to ask and
ways to generally assess a student’s overall speaking and pronunciation needs and strengths. There
are also suggested tasks to gauge specific areas such as vowel production, word stress and
intonation. These include simple ways for a teacher to make notes quickly and unobtrusively on a
student’s progress and areas in need of support.

Teaching Pronunciation with Confidence is a welcome addition to current pedagogical literature
in the field of English language pronunciation teaching. It provides academics, teachers and
teacher educators with open access to research and teaching activities grounded in robust,
empirical literature. One area | would like to see developed in the book is that of activities relevant
to adult students with emergent levels of literacy in English. A suggestion could be to include
references to resources currently available in literacy research (e.g., LESLLA). Perhaps activities
that draw on plurilingual pedagogies and global Englishes could also be included in future
developments of this excellent, teacher-friendly resource. | highly recommend this resource to
teachers, trainers, and academics who are interested in learning more about the teaching of
pronunciation in practice and thank the authors for making research accessible to classroom
teachers through the OER platform.
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