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Instructed Second Language
Acquisition (ISLA)

An Overview

Shawn Loewen and Masatoshi Sato

 What Is ISLA?

The field of instructed second language acquisition (ISLA) continues to be a growing sub-

. field within the discipline of second language acquisition (SLA) (see Nassaji, 2016). There
re many similar concerns between the two fields, but the continued growth of second lan-
age (1.2) learning and teaching, as a pedagogical, economic, social, and political activity, -
¢s that researchers, teachers, and learners continue to grapple with the practicalities of
best to acquire, learn, and teach an additional language.

There have been several attempts to define and describe the boundaries of ISLA (e.g., Ellis,
‘Housen & Pierrard, 2005), with perhaps the most recent one found in Loewen (2015)
ich he describes ISLA as

theoretically and empirically based field of academic inquiry that aims to understand
ow the systematic manipulation of the mechanisms of learning and/or the conditions
under which they occur enable or facilitate the development and acquisition of an addi-
_tional language.

: p.2

- Thls definition focuses on several key aspects that will be explored further in this introductory

n Acddemic Field

 important starting point is that ISLA is an academic endeavor, meaning that it is based
a rigorous and scientific process of accumulating knowledge about L2 learning. To that
theories and hypotheses have been and are being proposed about general or SpeCIﬁC
; aspects of the L2 learning process (see VanPatten & Williams, 2015 for a recent overview of
~ SLA theories); furthermore, these theories and hypotheses are investigated using data that
chers gather and interpret. Because researchers rely on specific skills and methods- to
esearch L2 learning (e.g., Larson-Hall, 2010; Mackey & Gass, 2015; Paltridge & Phakiti,




Shawn Loewen and Masatoshi Sato
ISLA: An Overview

310r izz,hls;gtlgrclhﬁc;ef exafnin?tio}il of research methodology, not because it necessarily has a
carning (although in some cases it might, su i
such as action research
because research methods are lenses that provide informatioﬁ from specific epistemo)l’ol;;ilt

cal perspectives. Consequently, methodology i
. A ogy impacts the ibili i
research findings that ultimately inform pedagog?cal practiccfee oty and trutsvorthinessof

Finally, it is important to point out that learning contexts may also affect the effectiveness
of instruction because language instruction is a culturally bound endeavor, and while the

s of SLA and ISLA were primarily developed in North American and Western European
ntexts, the considerable importance of L2 instruction in other parts of the world has neces-
sitated different perspectives on the classroom. In other words, it is necessary to conduct
research in different learning contexts that may challenge existing ISLA theories.or provide
ternative perspectives. As an example, the different perspectives between task-based lan-
age teaching with its emphasis on student-centered activities (see Shehadeh & Coombe,
2012) and, in contrast, more teacher-centered educational cultures require ISLA researchers
onsider how larger social, political, or ideological variables may affect the classroom

Block, 2014).

Systematic Manipulation

gét of Manipulation

other important consideration of ISLA are the mechanisms of learning, which include the

;pr'o'cessing and internalization of input; the restructuiing, consolidation and storage of L2

‘knowledge; and the production of L2 output. However, not all learning mechanisms are of
equal interest to ISLA researchers because some mental processes are not open to manipula-

tion. For example, Universal Grammar (UG) or innatist perspectives of L2 acquisition are

not primarily focused on instruction because arguably there is little that can be done to alter
the makeup of the cognitive system. White (2015) states: “Clearly one cannot instruct L2ers
as to UG-constraints (nor does anyone attempt to do so)” (p. 48). Similarly, the implicit
processes that are involved in extracting patterns from input, as proposed by frequency- or
usage-based approaches to L2 learning, are not generally influenced by L2 instruction, as
Ellis and Wulff (2015) claim: “exemplar-based learning . . . is in large parts implicit . . .
taking place without learners being consciously aware of it” (p. 76). Nevertheless, both
innatist and frequency-based perspectives do have an interest in how the input that learners
téceive—which can be manipulated—affects the L2 learning process. In general, therefore,
- ISLA research is concerned with L2 learning processes that are hypothesized to be or have

‘been found to be amenable to intervention.

;i)}(,tii ‘%;lm i(;me kf{lqwledge of the local language, even though they are not concerned with
achievir g L.z proticiency. In both cases, the 1.2 may be “picked up” to a greater (in th
effortn;;grhig'gi)i dol: allc;stserI (for e}):patriates) degree, but the point is that there is no syste(:rfeisice;
0 learn the L2 and/or by teachers/institutions t '
. 0 hel ;
rather, any L2 development results simply from exposure to the target lailg)uieg:elop el

Instructional Contexts
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wi i : .
areﬂ;tl;lztrhclilr}éz;ds ;‘:g :;11?’ Olllllln? options (see Ben§on & Reinders, 2011). In addition, there
of the loarning condre » SUCh as learner self-study, in which there is systematic manipulation
g 1tions. For example, although autonomous learners may rely solely on ~Goals of Instruction
- Having described ISLA in somewhat technical terms, it is important to consider, in more lay
terms, its primary concern, which is: what is the best way to learn and/or teach an additional
~language? Implicit in this question is the notion that instruction can make a difference in L2
learning; however, the views about the amount of influence instruction can have on L2 learn-
ing range from minimal to extensive. For example, early theoretical views by Krashen (e.g.,
1982, and more recently 2003), exemplified in a strong version of communicative language
teaching (CLT), argue that instruction has little impact on L2 acquisition; instead, learners
need to be provided with rich, authentic input in the classroom. Such views about the inef-
fectiveness of instruction, however, are in the minority, and most ISLA researchers, almost
by definition, believe that instruction of some sort can positively influence L2 learning.
However, it is all well and good to say that 12 instruction is effective, but we also need
to ask ourselves, Effective for what? In other words, what is the goal of L2 instruction?
The goals of individual L2 learners or teachers may vary, but overall, the goal of many in
the ISLA endeavor is for learners to develop communicative competence in the L2, that is the

ability to use the L2 for communicative purposes (e.g., Littlewood, 2014). Of course, some

learning process. These materials, th
. : , then, have been developed (i.e., manipul indivi
als tho l;:resumably behe_ve. that the materials will be effective f(;r 12 11;;;21? Py individe:
‘not er context that is included in ISLA is study abroad, even though tﬁe amount of

ia:)r;liv.ixseg; };I;dstl:lf:; tto tl;eir f;v? devices; however, many study abroad programs provide
: ure for earning. In such cases, learners are

le s . lit , exposed inten-
tional and incidental learning conditions (see Pérez-Vidal, 2014). As Stll)ldy at:;:c(l) S‘iulclil;rtls

the L2. Thus, although the amount of manipulation may vary, and it may be done by teach-

ers, learners, or others (such as textboo i i
s, k designers), there is always at least some effort to
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learners have other goals, such as gaining reading ability in the L2, learning phrases to help

them on an upcoming trip, passing a L2 course required for their degree, or obtaining a good :
result on a standardized test to advance their careers. In other words, full proficiency or com-
municative competence may not be the goal. Nevertheless, if the goal of L2 instruction is .
often L2 proficiency, then we need to consider what precisely proficiency consists of, how

to measure it, and what can bring it about.

Although there are different theoretical viewpoints about what constitutes L2 learners’

linguistic knowledge, there is general agreement that not all knowledge is the same. On
the one hand, there is what has been called explicit knowledge, declarative knowledge,
or knowledge “about” language, all of which consist of information that learners are con-
sciously aware of (DeKeyser, 2015; Rebuschat, 2013). Furthermore, this type of knowledge
can be verbalized by learners and it can be reflected upon, although it may take the form of

either lay terminology, such as “You need an -s because it is 4e,” or more technical, metalin- _

guistic descriptions, such as “third person singular -s.” Another characteristic of explicit or
declarative knowledge is that it is easily taught, in the same way as mathematic equations or
historical dates. Teachers can present explicit information, often in the form of grammatical
rules, and learners can commit them to memory. Subsequently, teachers can test to determine
whether learners have retained this knowledge, and, if students have. studied hard and have
sufficient time to draw on their knowledge, they may do well on such tests.

However, the difficulty with explicit or declarative knowledge is that it is not readily
available for use in spontaneous, real-time communication. For that, learners need to possess
a type of knowledge that has been referred to variously as implicit knowledge, procedural-
ized knowledge, or knowledge “of” language, which is held unconsciously by the learner. In
other words, learners are not aware of this knowledge, and they cannot verbalize it; however,
learners are able to access it rapidly to communicate in spontaneous, real-time contexts.
(Note, however, that it is possible for learners to possess both types of knowledge of the
same linguistic feature.) The quintessential example of implicit knowledge is the knowledge
that speakers have of their L1, especially before they receive any educational instruction
about the language (via language arts or literature classes). When L2 learners ask L1 speak-
ers why a specific utterance is grammatically or collocationally non-target-like, L1 speakers
will often reply, “I don’t know. It just sounds wrong.” L1 speakers certainly know whether
an utterance is acceptable in their L1, but they may not have the explicit knowledge of the
linguistic rules to state why it is not acceptable. In sum, implicit knowledge is the primary
contributor to communicative competence; therefore, it is the type of knowledge that many
L2 learners wish to obtain and the type of knowledge that ISLA is primarily concerned with.

Specific language domains to which implicit knowledge can be deployed vary. Following

the research focus in the field of linguistics, grammar has traditionally been the domain of
ISLA research, with other linguistic areas receiving less coverage. However, that situation
has changed over the past 20 years, with the increased emphasis on vocabulary, as well as
pronunciation and pragmatics. Furthermore, one of the efforts of ISLA has been to provide
amore integrated view of language and to consider ways in which theoretical concerns may
apply across linguistic domains. So, for example, does the theoretical concern with explicit
and implicit L2 knowledge, which has been primarily concerned with grammar, also apply
to vocabulary, pronunciation, and pragmatics? Or are other theoretical perspectives more
applicable? Although ISLA has been concerned with linguistic knowledge, there has also
been a concern, especially among teachers and learners, with the language skills, especially
productive skills. Consequently, some ISLA researchers conceptualize the goal of instruc-
tion in skill domains such as listening, reading, writing, and speaking.

ISLA: An Overview

;of Instruction

ici wledge (e.g., being able to recite grammatical rules) is relatively easy ‘fo
\xpla:::i)l;nt(;ught gexfolic%itly, implicit knowledge (e.g., beir.lg able 'to commumca‘;ek in
et language accurately and fluently) is less amenable to instruction and often t es
rable time to develop. But if the goal of learners (and teachers and fe'searchelrs()1 is
wledge, how can this goal be achieved in the classroom? Cat} explicit kn(?w edge
and then converted into implicit knowledge? ISLA schola}rs disagree on tl}ls point,
ferred to as interface positions. There are three p.ergspectlves:' (}) the nonn}terface
aintains that the two types of knowledge are distinct an.d‘lt is not possible for
owledge to become implicit; (2) the weak inter_face‘ p'osnlon argues that }mde_)r
'gﬁt'cncumstances explicit knowledge may become nnph.c1't, but such. conversion is
d (3) the strong interface position claims that explicit knowledge can become

ht

jon;

aéoﬁ that it is important to consider the relationship between ?xplicit and imp}1c1t
‘ledgé, from an ISLA perspective, is that it is importa.nt to know which types C;)f m;lmt;ﬁu-
(Or‘instruction) are going to have an effect on v'vhlc'h types of L2 kfmwle ge.f ithin
ast several decades, the investigation into this .toplc has l?een framed in term§ o 1rlnea'lz-
ocused instruction and form-focused instruction. Meaning-focused instruction has }: S
the CLT movement, as put forward by researchers sugh as Kras'hen, who argued that
Jest way to bring about L2 communicative competence is by having Jearners comll;x.m—
the target language and that explicit instruction of 1mgu1§t1c ‘forms (e.g., teaching
mar) has a detrimental effect on the developm_ent of comm.umcatn'/e competencel.d» t
6wéver, over time it became clear that meanmg-fo§used mstr}xctlon along would no
g about the level of accuracy in L2 learner produ.ctlon Fhat m1gl}t be d'esure.d. .Cf)nse-
quently, focus on form was put forward as a way of havmg brief attention to hgglﬁstlc 1terzls
during larger meaning-focused interaction (Long, 1996) in qrder to develop otth afctttxra };
d fluency in L2 learners. Long contrasted focus on form \3V1th foc.us on form.s, e latter o
which is the term he used for traditional, explicit language ‘mstruct.lon. Over time, the terms
cus on form and focus on forms, as well as form-focused instruction havg been used some-
what differently by different researchers. Our CUI.’I'GI’IF way of unc!erstandmg of thes§ terms
g , Loewen, 2015) is that form-focused instruction is a superordinate gategory that is com-
sﬁrate with meaning-focused instruction; however, whereas me.al.ung-focusec‘l instruc-
tion focuses exclusively on communication without an')i, or vety mmlmal,'attendqlg fgcqs
on yli'x‘lguistic jtems or structures, form-focused instruction includes attent19n to lmgns.tlc
form to varying degrees. Focus on form and focus on forms, thep, are sgborfilr}ate categone.zs
within form-focused instruction that reflect the amount of attentl'on' to linguistic struc.tures in
the instruction. In focus on forms, the primary focus is on 1ingulst1c structurgs, ax.xd instruc-
tion often follows a structural syllabus with different grammatical fea@es bemg mtrf)duc.ed
_in consecutive fashion. In contrast, focus on form desc%rib.es instruction that 1§ pr1ma1:11y
~ meaning-focused, but includes brief attention to linguistic items as the ne.ed arises during
communication. Sometimes, focus on forms and focus on form are used d1chotorpously to
indicate two different types of instruction; however, it is perhaps more helpfu.l to think of the
| two types of instruction as poles on a continuum, in which the ratio of attention to language
= aning change proportionally. .
fo.néloailvi;n goes i%mattegr Illjowpimplicitly or explicitly language structures are addressed 115
instruction? Well, it goes back to the notion of what type of L2. lc'nf)wledgg teachers an
researchers want learners to develop. There is a tendency for explicit instruction to result in
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: explicit L2 knowledge, which tends not to be helpful in developing learners’ communicative
competence. Thus, the argument is that more implicit types of instruction, which have more
emphasis on meaning and communication, are more suited for the development of implicit
L2 knowledge. However, it is also the case that if instruction is too implicit, there may be
no improvement in the accurate use of the targeted linguistic feature (as can be seen in fos-
silization of immersion learners). Currently, much ISLA research is ultimately concerned,
either directly or indirectly, with the optimal combination of attention to language forms and

omponents of the Handbook

Fach chapter starts with a Background section where the authors lefyout the framework .for
the topics. The following Current Issues section introduces theoretical and methodological
ues that have been debated in the past, as well as those tha‘t are‘stlll being 'df:bated.."[hen,
¢ authors elaborate the identified issues with empirical findings in the Empirical Ev1depce
on. Importantly, the empirical evidence is discussed in order to support both the theoretical

language meaning in the classroom.
Having made a broad claim about the focus of ISLA research, it is important to acknowl-

interesting and challenging to ISLA researcher (as well as teachers and learners) who are try-
ing to account for the effects of instruction. Learner-internal factors that have received con-
siderable ISLA investigation include motivation, language aptitude, and foreign language
anxiety (see Dornyei & Ryan, 2015), while learner-external factors include the micro- and
macro-social contexts in which learners find themselves (see The Douglas Fir Group, 2016).
Furthermore, teachers’ characteristics may affect the ultimate effect of instruction (see Borg &
Sanchez, 2015).

In sum, this overview has attempted to provide an overarching framework for ISLA,
while introducing the rich array of concerns and interests that comprise ISLA research.
Given the diversity and complexity within the field, we refer the reader to the individual
chapters included in the current handbook for specific theoretical foci, empirical references,
and practical pedagogical suggestions.

About This Handbook

This handbook is the first collection of state-of-the-art papers pertaining to ISLA, with the
purpose both to provide an overview of past ISLA research as well as to identify new and
growing areas of interest. The handbook consists of 32 chapters (including the current chap-
ter) written by 45 world-renowned experts and prominently emerging researchers in the
field. Unlike many handbooks and encyclopedias, the entries are full-length articles detailing
pertinent issues surrounding the respective topics. In addition, authors were asked to discuss
updated research (as recent as 2017 publications) so that readers, both researchers and teach-
ers alike, could be informed of current issues and cutting-edge pedagogical developments.
We hoped to be comprehensive and inclusive in terms of topics but, at the same time, we are
aware that such an endeavor never sees perfection. ,

The authors come from varying theoretical backgrounds precisely due to ISLA’s cross-
disciplinary nature (e.g., linguistics, psycholinguistics, psychology, sociolinguistics, tech-
nology, and education). Moreover, in order to reveal the complexity of L2 acquisition in
instructional settings and to provide useful information to practitioners, we believed it
was necessary to accumulate knowledge from differing perspectives. In this respect, we
requested that authors share their expert opinions on their topics rather than merely sur-
veying and summarizing existing research findings, with the result that each contribution
constitutes a unique position paper. Also, we asked the authors to give a special attention to
the / in ISLA by emphasizing pedagogical aspects and implications. As a result, we believe
that each chapter serves three purposes: (1) providing updated literature and discussions of
current issues; (2) sharing the authors’ understanding of and approaches to the issues; and
(3) providing direct links between research and practice.

6

edge that there are numerous variables, both internal and external to the learner, which
moderate and influence the effectiveness of instruction. Such individual differences are both

d pedagogical discussions. In the following Pedagogical Implice_ltion:s section (which'occurs

chapters except for those in Section I, focusmg on theor‘e‘flcal issues, and. Sectlor.l VI,
‘k\/zenng methodological concerns), the authors apply the empmpal ﬁ.ndm'gs to ms.tructlonal
ntexts. Finally, the authors conclude their chapters with the Futu‘re D1rect10n§ section where
ey propose new research topics based on current studies and noticeable gaps in the research.
In addition to structuring each chapter in the aforementioned way, we a§ked the authors
include two types of call-out boxes. In Key Concepts boxes, the authors introduce and/or
“ﬁne concepts that are important to their topics. We hoped that the boxe§ would serve asa
ick reference for a reader who may not be familiar with a particular topic. In thc? Teaching
ps call-out boxes, the authors offer practical pedagogical advice based on their research
eriences. These call-out boxes can provide readers with a'quick summary of some of the
ost important theoretical and pedagogical points in each chapter.

opics in the Handbook

ichieve the goal of surveying research in the multifaceted discipline of ISLA, we divided
the handbook into six sections.

Section I; Second Language Processes and Products

Section II: Approaches to Second Language Instruction

Section III: Language and Instructed Second Language Acquisition

- Section IV: Instructed Second Language Acquisition Learning Environments
“Section V: Individual Differences and Instructed Second Language Acquisition

Section VI: Instructed Second Language Acquisition Research Methods

t should be noted that in reality there is sometimes considerable and inevitable overlap
‘between sections, and within chapters in a section. For example, Section I on L2 processes
and products is more theoretical, but several of the chapters provide_: direct support for spe-
cific types of approaches to instruction in Section II. Additionally, different types of _mstruc-
tion (Section II) may be more or less relevant to specific aspects of langu?ge_ (.Sectlon' ).
_Research both of learning and teaching environments (Section IV) and m.d1v1dua1.d1ﬂ‘er-
ences (Section V) require theoretical bases (Section I) and relate to instruction (Secftlon 1.
Not to mention, research methodology (Section VI) is relevant to all research dlsm.lssed
- throughout the handbook. The interconnection is a testimony of, again, the complexity of
~ISLA. Next we explain the main themes of each section and chapter.

Section I: Second Language Processes and Products

 This section is probably the most theoretical and least directly applicable to the classroom;
- however, it is essential to understand the goals of ISLLA—what is the resul.t of ISLA—and
- how to achieve those goals. In Chapter 2, Robert DeKeyser dissects the issues related to
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L2 knowledge and skills (e.g., declarative/procedural, implicit/explicit, and automatized/

controlled) and argues that the goal of ISLA is automatized procedural knowledge. He dis

cusses different variables found to affect the development of such knowledge including the
role of distributed practice, specificity of practice, and corrective feedback, all of which are
relevant to classroom practice. Ronald P. Leow and Celia C. Zamora (Chapter 3) focus on
mechanisms of L2 processing and type of L2 learning especially in relation to incidental/
intentional learning. They caution that the construct of learning should be treated carefully in -
order to understand L2 processes (incidental/implicit vs. intentional/explicit) in instructional

settings. In Chapter 4, Marije Michel discusses the result of L2 learning—complexity, accu-
racy, and fluency (CAF) in L2 production. The author provides a survey of CAF research and
connects the findings to classroom assessment; she also calls for research to investigate the

role of L2 production in the acquisition process. Finally, in Chapter 5, Neomy Storch adds a
social perspective to ISLA. Based on sociocultural theory, the author argues for the inclusion
of such perspectives in order to further our understanding of L2 learning processes and to

better help teachers make pedagogical decisions (e.g., corrective feedback and group work).

Section II: Approaches to Second Language Instruction

This section explores different types of instruction that have been theoretically and empiri-
cally supported. In Chapter 6, Roy Lyster overviews a wide range of program types of
content-based language teaching (CBLT) around the world. He makes a case for teaching
language and content at the same time, with an emphasis on counterbalanced approaches
to best assist the development of language skills in the classroom. Chapter 7 is devoted
to task-based language teaching (TBLT). Rod Ellis first distinguishes TBLT from task-
supported language teaching. He then shares practical suggestions as to what kinds of
tasks to implement, how to implement them, and how to integrate tasks into a language
curriculum. In Chapter 8, YouJin Kim summarizes research based on the interactionist
perspective as a framework for ISLA. She offers suggestions as to how to enhance the
effects of interaction, both between the teacher and learners and among learners, on L2
learning through corrective feedback, collaborative tasks, and learner training, James P.
Lantolf and Xian Zhang (Chapter 9) discuss in detail a rather new pedagogical approach
called concept-based language teaching. By reviewing sociocultural theory not only in
relation to L2 education but to education in general, the authors introduce a Schema for the
Orienting Basis of Action (SCOBA) for teaching a L2. In Chapter 10, Bill VanPatten pro-
vides a theoretical discussion of input processing and argues for processing instruction as a
pedagogical intervention. He then suggests processing-oriented pedagogical interventions
(POPIs) as a way of creating a mental representation of language based on input. Chapter 11
concerns a distinct yet important aspect of ISLA, that is, assessment. Ute Knoch and Susy
Macqueen explain the concept of classroom-based assessment (CBA) and provide infor-

mation pertaining to the timing and focus of assessment, as well as advice for individuals
involved in the assessment process.

Section lll: Language and Instructed Second
Language Acquisition '

This section addresses the different aspects of language that are the target of L2 instruc-
tion. First, Hossein Nassaji (Chapter 12) tackles arguably the most-investigated target in
ISLA, namely, grammar, In reviewing major types of instruction (e.g., explicit/implicit,
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: -0n- input-based/output-based), the author reveals how they di.f-
ffo@/iog?fsfe(;gniotl;np;s Sf L2 knowlsgge. In Chapter 13, Kathleen Bardovi-Harlig
e atics—the how-to-say-what-to-whom-when aspects of language. The author
nf;péfxtnnarizes the challenges in teaching pragmatics or including it in a 12 program
lyds empirical evidence that should be applied to L2 instruction. Chapter lft concerns
b tig target: fluency. Tracey M. Derwing discusses not only the processing aspects
llngg;sdysﬂuency) but also its social impacts. After reviewing pertinent research, the
kjttyfkéd'uces a variety of classroom activities. designed to help le.arners: .develog‘ ﬂuen'cy.
ther important target in ISLA is pronunciation. In Chapter 15, in addition to 1f§cuss1.n§
,:aﬁd‘perceptual aspects of 1.2 pronunciatio.n, Sara Kennedy anc'l Pavel Tro nngvtlcl_
ize the importance of considering pedagogical norms (e..g., natilveness. versus inte

" The authors share their pedagogical perspectives by including varlous.eflements
o struction of pronunciation (e.g., outside-c'lass learning, teacher cognition, an'd
r-aided teaching). Chapter 16 concerns acquisi.tlon of v.ocal?ulaly knowledge.f Beatrtx)z
loz-Ferndndez and Norbert Schmitt first sumrmarize the h1§torxcal backgroundho vocith -
tesearch in order to substantiate current pedagoglcal. practlc.es. Through t‘he c a_tpterl, 3
: provide the reader with useful pedagogical sugge§t10ns to increase bot:h mtzn?onaban
dental"exposure to target words in the classroom. Finally, .Charlene Polio and Jong é)l;lé
. apter 17) take a different way of looking at L2 prod.uctlon, nam.ely, L2 wr1t%ng atr: )
on the development of L2 knowledge. They too pr.owde pedagogical suggestions base
dated research, especially related to written corrective feedback.

on IV: Instructed Second Language Acquisition
ing Environments

‘ecﬁon acknowledges that ISLA is mediated by leamipg environments vyhereby target
gﬁagés have different societal statuses and are learned differently du.e to different cﬁgiz
* communication. In Chapter 18, Yuko Goto Butler challenges some w1€1e1y accepte -
' s (e.g., communicative competence, learner autonomy,' and motivation) anc.l argues it ;1
derstanding L2 learning requires taking into account soma'l/cultural perspect.lves, includ-
'Hkth'e context in which the L2 is taught and learned. 'Focusmg on Easter'n Asian cl?ntexts,
he proposes various contextually appropriate suggestions for L.2 instruction. Ar'lc(l)tl eé lcion:
tial variable that has been well investigated is study abroad. Carmen Pérez-Vida ( ap
ter:19) discusses key differences between study abroafi and study’ at hc.>me by foc:usmgt 01}c
_contexiual features (input and output opportunities), 11.1d1v1duals a‘t?lhty_to make fco?u?c
- with the target language, and program features. She provides a useful list of program feal ?Z
'tﬁétany language institute may want to consider for s.uccessful §tudy abr(?ad prii%mia .
- Chapter 20, Hayo Reinders and Glenn Stockwell overview the rapidly growing IS. ; ;ef g-
k computer-assisted language learning (CALL). As tecl.mology develops and empirica | l:nt
ings from CALL research accumulate, the authors clam} that CALL research can contribute
to the development of SLA, as well as benefiting from it.

~ Section V: Individual Differences and Instructed Second
Language Acquisition ;
: ThlS séction addresses some of the individual differences that have been found to medi-

ate:SLA processes and the effects of instruction. In Chapter 2.1, Patricia.A. Duff addresses
social dimensions in ISLA (e.g., race, class, gender, sexuality, educational background,
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Immigration status, and ethnicity). She argues that people’s perceptions and biases of social

differences ultimately influence the outcome of SLA

cognitive individual differences and types of instruction (e.g., explicit/implicit). He emph

:;Z;rso;}clzte S1t'ist}ilmp§)rtant, although challenging, to match learner types and instructional

1 the classroom. Kata Csizér (Chapter 23) report :

e i Boony o ) reports on self-related models and
: understand L2 motivation, Important]

a direct and convincing connection betw: ivati 1o and elooaroops e makes.

een motivation research and classroom practic ’

! . e.In

Chapter 24, Jean-Marc Dewaele provides a general review of psychological dinll)ensions <I)I;‘

of personality traits and states, Laura Gurzynski-Weiss (Chapter 25) provides a perspec

:}11\: alisndt ;:s::;zl}:efmglings relatedlto anecessary yet underinvestigated component of ISLA
\ T. In conceptualizing instructor individual ch isti :

native langusge(s), yorms mee il : . characteristics (e.g., teachers’

& experience, educational background, enga ith

: rience, ement :

research, etc.), the author establishes the significance of the research in rel’atioit%) ISLAWSI(SE '

Sectiqr) VI Instructed Second Language
Acquisition Research Methods

g:;agft’ no e:ce;demic disctiﬁ)ﬁne can advance without sound research Consequently, this sec
empts to capture the wide and developin , , :
: ‘ g range of research methods th
in ISLA research. First, Luke Plonsky (Ch i V s o oresce
ISLA. . A apter 28) explains how important it is to i
* . 3 . o mc
objectivity, systematicity, and ease of analysis in advancing quantitative research alfsali:

;?lhn:on Mackey reports on ISLA research conducted in the classroom setting. She succinctl
o m;rlzgs data collectlofl and analysis tools used in previous quasi-experimental stud}-,
and raises methodological challenges for classroom-based research. Kim McDonough
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31), on the other hand, discusses research methodology and findings of common
based research, namely, structural priming, joint attention, and elicited imita-
thor calls for methodological rigor and validity in such experimental research
while acknowledging that a primary goal of such research is to inform classroom
The final chapter deals with research ethics, which is relevant and important for
of research (Chapter 32). Susan Gass and Scott Sterling contend that following
1al guidelines (institutional review boards, or IRB) does not necessarily make a
thical. On the contrary, researchers need to consider the possible consequences
tions while conducting classroom studies. Particularly useful is the list of ethically
cenarios that the reader can ponder. As the field of ISLA advances exponentially,
nsiderations are necessary to advance our research agenda.

Audience of the Handbook
ndbook is intended for researchers, graduate students, upper-level undergraduate
teachers, and teacher-educators who are interested in L2 learning and teaching. For
iiate and nonthesis graduate students, the handbook provides an overview of the
ate of the field of ISLA. Each chapter provides updated literature, which gives the
nderstanding of recent developments. For thesis graduate students or research-
hapters serve as useful reference points due to the thorough coverage of pertinent
s. Also, as the experts share their personal positions on various topics, readers may
situate themselves in the cutting-edge theoretical discussion. In the same vein,
rch methodology section (Section VI) and the Future Directions segments in each
¢useful for readers who are looking for a new research project.
teachers and teacher-educators, theoretical debates or even research findings are
times inconsequential. Rather, what is often helpful for them is a list of potential peda-
vical practices that they can employ in their classrooms. The pedagogical implications
tions in each chapter provide such information. Also, the Teaching Tips boxes offer the
der quick suggestions while skimming through the chapter. We would like to stress that,
¢ language textbooks and other pedagogically ofiented volumes, the suggestions are
¢d on'empirical evidence on which teachers can confidently base their pedagogical deci-
e believe that, with nearly 40 years of investigation, ISL.A research can and should
tribute substantially to the classroom, and we hope that teachers find the pedagogical
rspectives in this handbook relevant and useful.
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